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Abstract 

This study was to examine perceptions’ and practices’ of EFL teachers towards Content-

Based Instruction in teaching reading skills the case of four governmental secondary 

schools. To achieve the objective of the study, 40 teachers were selected using convenience 

sampling techniques from the following four governmental secondary schools in Debre 

Berhen Town. Includes, Basso, Debre Eba, HeilemariamMamo and Debre Berhan general 

secondary schools. The number of teachers in each secondary school varies. Basso 

secondary school has 12, Debre Eba secondary school has 6, HeilemariamMamo secondary 

school has 12 and Debre Berhan general secondary school has 10 teachers. The data 

collected through questionnaire and interviews were for teachers, classroom observation for 

both teacher and students. A questionnaire (consisting of for thematic groups of 20 items for 

40 teachers; classroom observation on 5 teachers and interview with five teachers. The data 

obtained from closed-ended questionnaire were analyzed descriptively using frequency, 

table, percentage and total. Besides, the data obtained from observation was analyzed 

descriptively in words using checklist. Whereas, the data obtained from open-ended 

questionnaire and interview were analyzed descriptively based on the participants’ response. 

The data were gathered from questionnaire and interview would to investigate the perception 

of teachers’ towards CBLI approach in teaching reading skills. The overall findings of this 

study shown, that EFL teachers have negative perception for Content- Based Language 

instruction approach. Although, most of EFL teachers have awareness for the approach; 

their training is not enough to implement it. Some problems that hindered to practice reading 

skills through CBLI approach; were EFL teachers have negative perception for the 

approach; lack of supplementary reading materials to raise students interest; lack of enough 

skill and awareness to implement the approach are the common problems to hinder 

practicing reading skills through using CBLI approach. Finally, on the basis of the findings 

some recommendations have been forwarded to improve EFL teacher’ perceptions and 

practices towards CBLI approach. Such as to implement the effective models of CBLI 

approach EFL teachers should have enough awareness for the approach, to raise students’ 

interest and motivation EFL teachers should use authentic and audiovisual materials and 

further points have been forwarded there. 
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CHAPTER ONE: INTRODUCTION

1.1 Background of the Study 

The teaching of foreign languages began in Ethiopia a century ago. At the beginning of the 

nineteenth century, mandatory French and optional Arabic, Italian and English languages were 

given starting from primary schools to tertiary levels; Ethiopians who could communicate in the 

languages and look after the foreign affairs; (Bloor and Wondwosen, 1996). The use of English 

as a Foreign Language (henceforth EFL) in Ethiopian education system has become dominant 

beginning from primary to tertiary level. English was given as a compulsory subject and used as 

a medium of instruction commencing from first primary grade (Bowen, 1976; Daniel, 1998; 

Dereje, 2000). 

English language teaching and learning has seen different developments through which various 

methods and approaches have emerged. Content-based Instruction or Content-based language 

teaching (CBLT) is one of its spin-off approaches (Richard and Rodgers, 2001). Content based 

language instruction has enjoyed much popularity and applicability since the early 1990s 

(Stoller, 2002). In content-based language teaching, teachers use content topic rather than 

grammar rules, vocabulary spheres, operative function or contextual situation as the framework 

for instruction. According to (Briton etals,1989) CBI is the integration of particular content with 

language teaching aims the concurrent teaching of subject matter and second language skills 

Briton (etal, 1989). Brown (2001:49-50) seems to concur by saying, ―Content based classrooms 

may yield an increase in intrinsic motivation, interest and empowerment, since students are 

focused on subject matter that is important to their lives.  

Content-based language teaching approach is considered by many as an effective way to teach 

language skills while supporting the development of reading. It is believed that the pervasiveness 

of language in the teaching of all subjects and the close ties of oral and written language to read 

make content-based language learning the most persuasive way of insuring effective teaching of 

higher-level thinking skills (Stoller, 1997). Over the years, numerous approaches to teach 

reading skills and to examine the effectiveness of these approaches have appeared. According to 

previous studies, relative effectiveness is found between the use of content-based language 
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instruction (CBLI) and reading skills development (Crawford, 2001; Glenn, 2005; Kasper, 

1994a; Kasper, 1994b; Kasper, 1995b; Kasper, 1997a; Kasper, 1997b).  

Comprehending a reading text is not an easy activity. It is because ―reading is a receptive 

language skill. It is the process of recognition, interpretation, and perception of written or printed 

materials‖ (Khand, 2004:43). It means it is about understanding written texts that refer to the 

process of perceiving how written symbols correspond to ones‘ spoken language. Readers 

typically make use of background knowledge, vocabulary, grammatical knowledge, experience 

with text and other strategies to help them understand written text. It is a complex activity that 

involves both perception and thought of making sense of words, sentences and connected text. It 

is not just transferring the printed symbols from page to brain but readers have to understand the 

content of what the readers read. 

In solving the problems faced by students to comprehend the content of the text, the current 

researcher proposed Content-Based Instruction (CBI) method. Tsai (2010:80) stated that 

Content-Based Instruction (CBI) method is beneficial to develop students ‗reading 

comprehension. It is because by using Content-Based Instruction (CBI) method students are 

exposed to different kind of strategies that involve them actively to comprehend the reading text. 

In addition, the Content-Based Instruction (CBI) method could be a potential solution to answer 

the problems faced by students in comprehending the reading text. This teaching method could 

improve learning by increasing interaction among students, enhancing their motivation, and 

attitudes. Kasper (2000) stated CBI is believed to be effective in developing students‘ reading 

comprehension through the topics chosen from academic disciplines. It creates an opportunity to 

extend their understanding of the topic beyond what is explicitly stated in the reading passage.  

Local research results, AmelesetDesta (20018), conducted a study on assessing content-based 

language instruction on students reading comprehension grade ten in Lekatit 23 Secondary 

School (LSS). Therefore, the current researcher conducted a research study on EFL teachers‘ 

perceptions and practices towards content based language instruction in teaching English reading 

skills.  
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1.2. Statement of the Problem 

Research has shown that content-based instruction results in language learning, content learning, 

increased motivation and interest levels, and greater opportunities for employment where 

language abilities are necessary. According to Krashen (1982), in content-based language 

instruction, students can acquire the content area of the subject matter with comprehensible input 

and simultaneously increase their language skills. To achieve the goal of language skills 

improvement, Krashen states that the focus of the teaching is on the authentic and meaningful 

input, not on the grammatical form. Content and language aims usually intersect at varying 

points along a spectrum and are constantly negotiated and re-negotiated by factors, such as 

curricular needs, student abilities and teacher beliefs.    

Content-Based approach to language teaching is good chosen and hypnotized to help students in 

order to develop their reading skill.   Content-based instruction is considered as one of the 

effective instructional methodologies (Wesche, 1993; Stryker & Leaver, 1997; Klee &Tedick, 

1997; Marani, 1998; Davies, 2003; Heo, 2006) because it uses English as a medium to teach 

content knowledge while generating multiple opportunities for students to use English in class. 

Therefore, the use of English stems from meaningful purposes (content learning) and frequent 

practice (opportunities to use English).  

According to present researcher‘s observation content based language instruction is performed 

very little in the classroom. EFL teachers are focus on teaching reading skills with language 

structures than content teaching such as; grammar rules and vocabulary is more dominated than 

content teaching; like pre-post reading activities are performed very little in the class as so 

students reading comprehension is very low. Although secondary schools English reading 

materials are prepared through CBLI approach, EFL teachers are more likely to prefer other 

methods and approaches than CBLIapproach, such as task based language teaching and 

communicative language teaching are more dominated in the class. The reason behind this EFL 

teachers are not practice CBLI methods of teaching and they do not support students by 

supplying authentic materials thatrelated to the topic, design a syllabus that includes broad and 

various topics which students would be interested in and offer additional supplements from the 
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internet, newspaper and other divers reading sources organized by topics, lack of students 

motivation and attention are able to practice CBLI method in teaching reading skills.    

According to, present researcher‘s observation reading is often difficult for many students. A 

large number of students had serious problem in reading and it is common to see and observe 

many students who cannot comprehend text. This reflects in their achievement, their scores are 

very low in all English language skills, especially reading faced difficulties in learning and 

teaching English reading comprehension Such as, the learners had some difficulties to recognize 

and comprehend the words of English reading text, background knowledge, vocabulary, 

grammatical knowledge, experience with text and other strategies to help them understand 

written text. which is likely difficult to imagine what it might be like to read and not be able to 

understand it or say much about it afterward, and the teachers had less experiences in teaching 

English reading strategy or technique or method of using CBI, it is likely they do not provide 

descriptions of the knowledge base in each of the critical areas related to comprehension and also 

do not present specific strategies to implement with their students.  

There are local research efforts‘ on content based language instruction.AmelesetDesta (20018), 

conducted on assessing content-based language instruction on students reading comprehension 

grade ten in Lekatit 23 Secondary School (LSS). She conducted a study on grade ten students 

and teachers for its implementation in teaching reading skills while the current researcher 

conducted the study along Debre Berhan town in four governmental secondary schools of 

English language teachers‘ perceptions and practices of CBLI approach in teaching English 

reading skills. The gap shown, the present researcher and the previous researcher the findings of 

the current researcher shown EFL teachers have negative perceptions‘ for CBLI approach; 

whereas, the finding of the previous researcher shown,  that EFL teachers have positive 

perception for CBLI approach.Although, the current researcher and the previous researcher‘s 

instruments used were similar the ways of assessingthe participants of the study was different. 

Such as, the questioners prepared based on the review of related literature, research questions 

and observation checklists were relatively different. Therefore, the findings were relatively 

different from the previous researcher. 
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1.3 objectives of the Study 

1.3.1. General Objective of the Study 

The general objective of this study is to investigate EFL teachers‘ perceptions and practices 

towards content-based language instruction in teaching reading skills.  

1.3.2. Specific Objectives of the Study 

The Specific Objectives of this Study are; 

 To investigate teachers‘ perceptions using Content-Based Instruction (CBI) approaches 

to teach English reading skills. 

 To identify the extent to which teachers practice CBLI approach in teaching English 

reading skills.  

 To investigate challenges of English Language teachers, face in implementing Content 

based instruction. 

 To investigate English language teachers‘ awareness of content based language 

instruction approach in teaching English reading skills. 

1.4. Research Questions 

The major research questions, which were formulated to achieve the major objectives of this 

study, are listed below. 

 What are teachers‘ perceptions towards using Content-based Instruction (CBI) 

approaches to teach English reading skills? 

 How do English language teachers of English practice CBLI approach in teaching 

reading skills? 

 What are the challenges English language teachers faceswhile implementing content 

based instruction? 

 What is English language teachers‘ awareness‘s of CBLI approach in teaching reading 

skills? 
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1.5. Significance of the Study 

In Ethiopia, English serves as a medium of instruction in secondary schools, colleges and 

universities. Students‘ learning in other subject is likely to be dependent on their mastery of the 

language skills of which knowledge of reading is important one. Therefore, after the 

accomplishment of this investigation, the study offers the following benefits. Firstly, it would be 

assumed that this study would generate some pedagogically useful information about content-

based language instruction in relation to reading skills in Ethiopia. Secondly, the information that 

gains from this study would help for syllabus designers, material readers and English language 

teachers and students in Ethiopia. Thirdly, it may also be an input for text book readers to revise 

their syllabus and English text book and to make modification where it is necessary. In addition, 

as more research needs to be conducted, especially in area of content based instruction and 

improving students‘ reading comprehension in all grade levels, the result of this study could 

provide useful base further research area in the Ethiopian context.  

1.6. Limitations of the Study 

This study has got some limitations. Primarily, the samples were onlyteachers. It is also worth 

keeping in mind that the samples of the study were limited to only teachers. It is better; if the 

study addresses studentsto observe the problem more and the study reliable. The study is limited 

to only in Debre Berhan town governmental secondary school EFL teachers, which makes it 

difficult to generalize the result to other secondary schools. Thepresent researcher also felt that 

demonstrating all aspects of practices‘ in English language teaching and learning could not be 

carried out within a short period of time, and will require an intensive study which reflects all 

aspects of practices in English language teaching and learning process. Therefore, data gathering 

instruments were limited to raise only the perceptions and practices of teachers‘ towards CBLI 

method in teaching reading skills. The small number of English language teachers, who are 

teaching English language in four governmental secondary schools was also a limitation 

encountered by the present researcher. If there had been some more EFL teachers, the researcher 

could have gotten ample information.     
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1.7. Scope of the Study 

The scope of the study was delimited to geographically and conceptually. Geographically, the 

study was delimited to Debre Berhan town in four governmental secondary schools English 

language teachers. Conceptually, the study mainly aimed to investigate teachers‘ perceptions and 

practices of content- based language instruction in teaching reading skills. The study was 

conducted in Debre Berhan town particularly Basso, Debre Eba, HelemariamMamo and Debre 

Berhan general secondary schools. If the study address both teacher and students perception, it is 

more reliable in order to examine the problem. While, the researcher uses only teachers for the 

participant of the study in order to get relevant data. Regarding to know the perception and 

practice of this approach, most of the teachers are more familiar than students.The researcher 

employed convenience sampling to choice the school because the researcher did not simply 

study whoever was available because her judgment to select a sample based on its prior 

information was provided the data relevant to study. There are grades nine up to twelve English 

language teachers, who are teaching in the schools.  

1.8. Definition of Abbreviations  

CBLI=Content-Based Language Instruction  

CLIL= Content-Learning in Language 

CBLT= Content-Based Language Teaching 

CBI= Content-Based Instruction 

EFL=English as A foreign Language  
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CHAPTER TWO: REVIEW OF RELATED LITERATURE 

2.1 What is Content Based Language Instruction? 

The term of Content-based language instruction refers to an approach to integrate content and 

language learning (Brinton, Snow &Wesche, 1989). CBLI is supported by the second language 

acquisition research. One central principle which supports the theory of second language 

acquisition is that ―people learn a second language more successfully when they use the language 

as a means of acquiring information, rather than as an end in itself‖ (Richards & Rogers, 

2005:207). According to Met (1991), natural language acquisition occurs in context, which is 

never learned divorced from meaning, and CBLI provides a context for meaningful 

communication to occur.  

With regard to, CBI approach Brinton, Snow and Wesche (1989), indicate that in adult basic 

education, including the learning of English for speakers of other languages, content-based 

instruction is the instruction that focuses upon the substance or meaning of the content that is 

being taught. This is in contrast to ―general literacy‖ or ―general language‖ instruction, which 

uses topics or subject matter simply as a vehicle for teaching reading and writing, or the 

grammar or other ―mechanics‖ of English language. Also, there are some other definitions that 

are typical for the CBI research: Crandall and Tucker (1990:187) define it as ―an approach to 

language instruction that integrates the presentation of topics or tasks from subjects‘ matter 

classes within the context of teaching a second or foreign language‖. For Wesche (1993:42), CBI 

is aimed at the development of use-oriented second and foreign language skills and is 

distinguished by the concurrent learning of a specific content and related language use skills.  

 CBI approaches ―view the target language largely as the vehicle through which subject matter 

content is learned rather than the immediate object of the study‖ (Brinton et al., 1989:5). 

Richards and Rodgers (2001:204), point out that ―CBI is an approach to second language 

teaching in which teaching is organized around the content or information that students will 

acquire, rather than around a linguistic or other type of syllabus‖. All the above-mentioned 

definitions share similar characteristics relating to language and content. First and foremost, CBI 

satisfies learners with the following factors; authentic materials: ―there are two implications of 
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authenticity. One implication is that the materials are similar to those used in native language 

instruction; the other relates to the use of newspaper and magazine articles and any other media 

materials that were not originally produced for language teaching purposes‖ (Brinton et al., 

1989). 

Students‘ motivation increasing: ―CBI provides the opportunities for teachers to match students‘ 

interest and needs with interesting, comprehensible, and meaningful content‖ (Brinton et al., 

1989). Also, Littlewood (1981) indicates that CBLI classroom is learner-centered rather than 

teacher-centered. In such classroom, students learn through doing and are actively engaged in the 

learning process; they do not depend on the teacher to direct all learning or to be the source of all 

information. Active teachers‘ pedagogy: Stryker and Leaver (1993) point out that CBLI requires 

better language teachers to select and adapt authentic materials for use in class and create 

learner-centered classrooms, or ―an attempt is often made to integrate the topic into the teaching 

of all skills‖ (Brinton et al., 1989). In addition to this, teachers make all possible efforts to keep 

language learning and content exploration objectives in balance. Evaluation: Brinton et al. (1989) 

state that the goal of CBI is to assist learners in developing general academic language skills 

through interesting and relevant contents, so students are evaluated in termsof all skills of 

language. Since language cannot be used in a vacuum, it must be used to communicate about 

something. Therefore, it is likely that language assessment will need to be based on the topics 

and tasks used in instruction. To further understand the essential characteristics and instructional 

implications of CBLI, three models of CBLI, including the theme-based model, the sheltered 

model, and the adjunct model, as well as its effect on reading comprehension are discussed 

below.  

2.2 Models ofContent-Based Language Instruction 

2.2.1 Theme-Based Model 

Theme-based language course is structured around topics or themes. Major principles underlying 

theme-based model contain automaticity, meaningful learning, intrinsic motivation and 

communicative competence (Brown, 2001). Its primary purpose is to help students develop 

second language competence within specific topic areas. The topics chosen can be several 
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unrelated topics or one major topic. Language instructors are responsible for language and 

content instruction (Brinton et al., 1989). The theme-based model is mainly employed in adult 

schools, language institutions and all other language programs. It is suitable for low to advanced 

learners.  Brinton et al. (1989) indicate that theme-based courses constitute the most common 

model in CBI thanks to its relative lack of complexity for implementation.  

In theme-based model, selected topics or themes provide the content for students to learn. 

Themes are the central ideas that organize major curricular units, thus they have to be chosen to 

be appropriate to students‘ academic and cognitive interests and needs. Moreover, materials in 

theme-based language instruction are usually teacher-generated or adapted from outside sources. 

For Eskey (1997), theme-based instruction adds a missing dimension to traditional approaches to 

language syllabus design. Where both form-based and notional functional syllabi focus on rules, 

rather than on real communication, theme-based language courses give learners an interesting 

subject to learn or communicate about. Language is used to explore content, and language 

growth emerges as students need to comprehend or produce language relating to content.  

Theme-based CBI is particularly appealing in this respect because teachers can use almost any 

content materials that they feel their students will enjoy. Brinton et al., (1989), indicate that 

authentic materials with simplified language are of great choice with an attempt to integrate the 

topic into the teaching of all language skills. Moreover, Grabe and Stoller (1997), share that 

keeping students motivated and interested is an important factor underlying content-based 

instruction. Motivation and interest are crucial in supporting student success with challenging, 

informative activities that support success and which help the students learn complex skills.  

Content-theme-based instruction can be taught by an EFL teacher; a content specialist is not a 

requirement. Classes are planned to teach about a topic in foreign language. The syllabus is 

structured around themes or topics, with the linguistic items in the syllabus. In a theme-based 

course, the content is exploited and its use is maximized for the teaching of skill areas.‖  This 

model also provides coherence and continuity across the skill areas and the curriculum. Further, 

this model is flexible in terms of institutional setting and students‘ proficiency level. The courses 

are structured around themes or topics, with the language elements in the syllabi. In a theme-

based course, the content is exploited and its use is maximized for the teaching of skill areas 
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(Wesche 1989). To design a content-theme-based lesson, teachers should consider the students‘ 

linguistic, strategic, and cultural objectives. Throughout the class, students are supposed to 

improve their English skills, to learn strategies to be applied in all subject areas, and to 

understand the culture of English-speaking people. Moreover, according to Crandall (1999), 

language instructional models should be considered with several features. Thus, the teachers are 

suggested to consider the following six issues while using Content-theme-based instruction to 

improve the subject content and communicative capabilities of his/her students.  

 Learning a language by studying of academic text,  

 Focusing student attention on underlying knowledge and discourse structures of 

academic text,   

 Developing students‟ learning strategies,  

 Focusing on holistic language development through integrated thematic units,   

 Developing academic language, skills, and discourse through the use of texts, tasks, 

and themes drawn from other content areas,  

 Focusing on the development of tasks, themes, and topics.   

Thus, in content-theme-based language instruction, teachers should account for academic 

concepts and language skills at the same time. Stoller and Grabe,(1997),suggested Six T-s 

approaches to build coherence in Content-based instruction. These can be successfully adopted 

in theme based model.   

 Themes: The major ideas around which the units are organized are themes determined by 

taking students‟ interests, needs and likes, relevance and institutional appropriateness 

into account.  

 Topics: Subunits of themes are topics. A theme may subsume several topics organized 

building one topic on the other arranged in a synchronized manner.  

 Texts: language in classroom is presented in meaningful texts. Stoller and Grabe (1997) 

claim that students‟ interest, relevance, and instructional appropriateness, length, 

coherence, connection to other materials, accessibility, availability, and cost are 

important.  
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 Tasks: Students can develop valuable study skills, such as note-taking, summarizing, and 

extracting key information from texts through tasks. They may also develop skills in 

synthesizing, problem solving, and critical thinking.  

 Transitions: Curricular coherence is provided by transitions. Topics and tasks are linked 

smoothly by transitions.  

 Threads: Another curricular coherence is provided by threads. They are defined by 

natural linkages across themes. They help students recycle content, use learning 

strategies, and synthesize.  

Content-theme-based language class focuses on the exposure to the synchronized teacher‘s input 

and peer input and interactions. In such classrooms, students learn through doing and are actively 

engaged in the learning process. They do not depend on the teacher to direct all learning or to be 

the source of all information. Accordingly, students assume active, social roles in the classroom 

that involve interactive learning, negotiation, information gathering and the co-construction of 

meaning. Thus, it is important for teachers to give students voice, especially in the current 

educational climate, which is dominated by standardization and testing. 

2.2.1.1. The Content ThemeBased Instruction in the EFL Class 

The interest in Content-Based Instruction has been spread to EFL classroom situations because 

teachers believe that the language education in EFL contexts should be similar to that of ESL to 

some extent. Even though the approach cannot be applied in the same way, an alternative form 

called ―the theme based model‖ has been introduced in some countries (Davies, 2003). 

According to Davies, an EFL teacher and a content specialist can teach together for the theme-

based CBI; the content is not as limited or specific as in an ESL classroom. Instead of the content 

that is generally used in ESL, the teacher can design a syllabus that includes broad and various 

topics which students would be interested in, and offer additional supplements from the Internet, 

newspapers, and other diverse reading sources organized by topics. This model is to teach both 

the content interested to the particular class and language skills; Listening, Speaking, Reading 

and Writing. The CBI EFL teachers should care about assessment evaluation as much as the ESL 

teachers. Continuous assessment is needed in CBI and ―daily quizzes, journals, and direct oral 

feedback‖ can be used (Davies, 2003). Their teaching philosophy is that learners ‗motivation 
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may be highly activated by interesting topics and content and those learners need to enjoy 

learning. Therefore, theme-based CBI is the best teaching approach for combining language 

learning and content learning. Teacher-compiled content resources, Teacher-generated content 

resources, Task-generated content resources, and External content resources are the four basic 

types of texts that are found effective in Theme- based CBI to engage students in improving their 

content and skills.  Texts of various genres, audio, visual materials, lectures, worksheets, graphic 

representations, Manuals, Handouts, Student scripts, discussions, activities, student-gathered 

materials and Guest speakers by the subject experts, Material from the library and websites 

would be appropriate material as content resources. This entire procedure is considered as 

Thematic Unit Development Six stages of Thematic Unit development are the following.  

2.2.1.1.1. Considering Initial Planning Factors 

Language teachers in Theme-based Instruction want to explore meaningful language learning. 

Earlier to the instructional procedure, some initial planning factors have been considered, like 

objectives in terms of language and content with appropriate balance between the two.   

2.2.1.1.2.   Selecting Theme 

Students are to be given the chance to opt a theme like internet or transportation or 

Communication to develop their insight into the subject and to sharpen their language skills. 

Once the theme, a major idea around which the units are organized, is chosen, teachers should 

not bring everything they know about the topic to the classroom.  

2.2.1.1.3. A Coherent Set of Topics 

Then, the ambiance conducive to interact with the chosen theme is facilitated by the teacher with 

suitable instruction and guidelines to expand the theme into a coherent set of topics with content 

and activities. Selecting the most appropriate content resources administered at the beginning of 

course work has helped to decide on the potential needs of the students. Therefore, some related 

texts have been developed to support the theme for the students. In the light of these facts, 

materials, such as cue cards, webs, reading texts and brochures have been classified from easy to 

difficult.  
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2.2.1.1.4. Expanding Theme 

Although the students have had a low proficiency level, the instructions are to be given carefully 

to enable the students to decide on their roles in exploring the information. At first, some anxiety 

may be developed because of the lack of comprehension. However, topic related vocabulary and 

structures have helped them to understand the intended meaning. Moreover, the visual 

representations have been used in order to make meaning clearer. Once the students started to 

expand the theme use of English language the students would benefit from it.   

2.2.1.1.5. Monitoring Implementation Instructional Process 

The language skills have been given in an integrated way during the instructional procedure, 

since Theme-based Content-based language instruction advocates whole language learning. This 

has been sometimes achieved through the project works, culminating activities and sometimes 

through the games created. During the theme-based session there has always been created a 

genuine need to use the language. As a result, the students have been provided practice in 

listening and speaking, writing and reading. Another criterion that has made the instructional 

type used is the emphasis given to cooperative learning. Students are encouraged to work and 

present their materials in pairs and most of the times in groups.  

This is to be done through role-plays, discussions and sometimes through materials, one 

worksheet per group and through roles assigned to them in their group work. Students have been 

asked to share their information and views with their peers. By this way, the students have been 

provided the chance to learn from their peers and to develop their social skills. Activities or tasks 

need to encourage students to use their higher order cognitive skills, such as critical thinking, 

evaluating the given information, making connections, discussing and synthesizing. All these 

activities have given them the opportunities to see the content knowledge from a variety of 

sources and a different point of view just as they would do in real life. The culminating activities, 

graphic organizers and the games used are all helpful in those respects. The students learn how to 

approach a problem, to decide on the issue, to be creative and productive. The last principle that 

has been taken into account in theme-based CBI is the emphasis given to meaningful language 

learning by facilitating various activities, such as workshops, role plays, project-works, and 
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simulations. These would give students concrete experiences in language learning process and 

opportunities to display newly learnt content in a meaningful and purposeful manner.       

2.2.1.1.6. Evaluation 

Then, it is about the assessment and evaluation of the entire process. At the end of each topic, 

both groups have been given achievement tests and, at the end of the semester, a final test was 

given. During the instructional period an integrated skills approach has been used. Therefore, the 

language skills, such as reading and writing as well as vocabulary and grammar have been given 

in an integrated way. Theme based CBI EFL class encourages the students to interact with their 

choicest subject information and to sharpen his/her language communicative abilities. The 

incentives of the theme based classroom are autonomy, spirit of learning and using the language, 

acquiring the ability at one‘s own pace and the spontaneous feedback during the activities makes 

the learning faster. Once the learners are involved in self-study from the very beginning of the 

course work with suitable content in conducive class climate, they can prepare simple projects 

which require the minimum of the language knowledge. They become accustomed to self-

dependence and responsibility for their education.  

Evaluation in CBI EFL class can be a problematic component, yet it is critical that instructors 

evaluate students‟ learning. Student performance in most EFL classes is evaluated by general 

assessment tasks such as ―discrete, decontextualized tasks,‖ and their main focus is on linguistic 

structure or vocabulary. However, students in CBI classes cannot be evaluated in the traditional 

way because they were exposed to more input and content information through the class. 

According to Kasper (2000), ―designing authentic and interactive content-based assessment‖ was 

required because learners in CBI had to ―complete discourse level tasks‖, and the skills evaluated 

in the assessment were in an academic setting. Students are required to interact critically with 

academic materials in terms of meaningful and contextualized text to analyze their knowledge. 

Assessment of CBI should not be simple and isolated; students must be required ―to integrate 

information, to form, and to articulate their own opinions about the subject matter,‖ not to 

analyze the linguistic structure of the target language. Crandall (1999) also mentioned that it 

would be impossible for teachers‘ to―separate conceptual understanding from linguistic 

proficiency in CBI when they want to evaluate students learning‘‘. With that thought, he 
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suggested that teachers could make assessment of students‟ learning through ―paper and pencil 

tests to include journal entries, oral responses to questions or reports, demonstrations of 

understanding, and student projects.‖  In addition, ―checklists or inventories‖ can be used to 

assess language development: it may show each student‘s mastery of the lesson including 

concepts and structure. These methods have been developed as alternative strategies to assess 

students‟ learning. 

2.2.2 Sheltered Model 

Sheltered instruction is an approach to use second language acquisition strategies while teaching 

content area instruction. In the sheltered model, an academic subject matter is taught by content 

teachers in content areas, such as science, mathematics, history, or literature via using language 

and context to make the information comprehensible. Characteristics of sheltered instruction 

include comprehensible inputs, warm and affective environments, high levels of student 

interaction, student-centered, hands-on tasks, and comprehensive planning (Echevarria& Graves, 

2003). In the sheltered model, content courses are taught in the second language by a content 

area specialist to a group of ESL learners having been grouped together (Richards & Rogers, 

2005) or a language teacher with content-area knowledge (Gaffield-Vile, 1996).   

2.2.3 Adjunct Model 

Adjunct model constitutes a more sophisticated pattern for the integration of language and 

content. It aims at connecting a specially designed language course with a regular academic 

course. In the adjunct model, students enroll in two linked courses simultaneously a content 

course and a language course. The content instructor focuses on academic concepts while the 

language instructor emphasizes language skills using the content-area subject as a background 

for contextualizing the language learning process (Brinton et al., 1989). The rationale of this 

model is that the linked courses can assist students developing academic coping strategies and 

cognitive skills which can be transferred to other disciplines. The adjunct model is suitable for 

high intermediate to advanced levels (Brinton et al., 1989).  In summary, these three models of 

CBLI share a number of common features. First, authentic tasks and materials are used in the 

models. Second, they all share the principle that helps students deal with the content materials. 
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They also differ in several ways, including the aim of the course aim and learning objectives, 

instructor‘s roles, students‘ proficiency levels, and evaluation approaches.  

2.3. Definition of Reading 

There is no point in looking for a single definition of reading. Smith (1988), states that reading is 

not different from all the other common words in our language. It has a multiplicity of meanings. 

since the meaning of the word on any particular occasion will depend largely on the context in 

which it occurs, we should not expect that a single definition for reading will be found. The 

definitions presented by different experts of reading usually range from equating reading with 

recognition and decoding of words to perceiving reading as a creative and thinking process.    

For Wallace (1992), reading is a process of extracting meaning from written text. According to 

Nuttall (1982), reading is a process in which one looks at and understands a written material. 

Asher (1994) also views reading as the ability to comprehend the thoughts and feelings of others 

through the medium of written text. Gillette and Temple (1986) and Perfett (1985), as  cited in 

Dechant (1991), further describe reading as the reconstruction of the message encoded 

graphically by the writer; as constructing meaning from print; as making sense of written 

language; and as a process of information search, or information processing. It is described as an 

interactive process involving both the reader‘s previous fund of knowledge and the words in the 

text; it is a process of putting the reader in contact and in communication with ideas of the writer 

which are cued by the written or printed symbols; it is a process of building a representation or a 

mental mode of text.    

Reading is one of the four basic skills in language learning.  Reading provides the learners with a 

source of comprehensible input and serves to facilitate communicative fluency in other language 

skills. According to Hesham (2005), reading is a complex phenomenon, consisting of both 

cognitive and linguistic processes which develop within a broad socioeconomic and cultural 

context. Reading ability is not only about the ability to decode the written word but also about 

involving other skills such as comprehension and interpretive skills and these are interactive and 

simultaneous (Grabe, 2009). This means that during the reading process readers are not passive 

but continuously construct meaning as they read. The reading goal is to read for meaning or to 
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recreate the writer‘s meaning.  By definition, reading involves comprehension. When readers do 

not comprehend, they are not reading (Chastain as quoted by Gokam (2012)).   

Thus, reading skills are acquired through practice and constant reading (Julian, 2009). He points 

out that these skills cannot be ―isolated‖ as they are ―a complex and tightly interrelated set of 

cognitive and psychomotor skills and sub skills‖ (ibid).  

Scholars of reading believe that reading is a dynamic process which is varied from reader to 

reader and from text to text and that the key factor in understanding this process is the interaction 

between readers and text variables. Therefore, according to Alderson (2000) reading-related 

research has been commonly divided into two different factors: the reader and the text. Reader‘s 

knowledge constitutes one highly significant reader variable. The nature of the knowledge 

brought to the reading process by the reader affects the way the text is processed and understood 

to a great extent.  Moreover, the reader‘s linguistic knowledge, especially vocabulary size and 

Meta linguistic knowledge is important factor.  

In addition, reading is affected by affective factors like attitudes, motivations and interests. This 

means that every reading act, to a greater or lesser extent, engages our senses and emotions.   

2.4. The Reading Purposes 

McDonough and Shaw (1993) claim that much of the current thinking on reading tends to focus 

primarily on the purposes of the activity. Readers may have their own personal reasons for 

reading. In real life situation, people may read certain written materials because they have a 

purpose in doing so. The purpose may be how to operate that coffee machine, or to find out what 

has happened recently in an election, or to discover the latest trends in language teaching 

(Harmer, 1991).     

In classroom situation, too, students should read with a purpose. Without having clear idea of 

what they are reading for or why they tackle an activity, students would face a problem of 

grasping meaning from the reading material. The purpose of the reading may be defined in 

accordance with whether the students are meant to skim, scan, predict (anticipate), infer (make 

underlying judgment), evaluate the validity and reliability of the material etc.    
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Nuttall (1987) also says that the way we tackle the task is strongly influenced by our purpose in 

reading. For instance, the quick scanning of a page in the telephone directory to find a single 

name is very different from the careful attention readers paid to each word in a legal document. 

The difference in the speeds they use is also no doubt very noticeable. This implies that teachers 

must not urge students to read a text without first giving them a clear picture of what they are 

going to do. Giving students with a clear purpose of reading provides them not only a direction, 

but also motivation to read as well.   

2.5. Reading Academic Texts 

As Hunt quoted by Julian (2009: 20), ―reading is a process shaped partly by the text, partly by 

the reader's background, and partly by the situation the reading occurs in.‖ Reading an academic 

text does not simply involve finding information on the text itself. Rather, it is a process of 

working with the text. When reading an academic text, the reader recreates the meaning of the 

text, together with the author. In other words, readers negotiate the meaning with the author by 

applying their prior knowledge to it (Heshem, 2005) but this process is only possible if the reader 

uses a series of categories of analysis, some of which are specific to each academic discipline. 

Thus, working with a text and recreating its meaning entail both non discipline and specific 

strategies. The expert reader has incorporated these categories and applies them almost 

intuitively.   

Thus, understanding the context helps students understand the background, environment, and 

circumstances in which the author wrote the text. This familiarity with the context becomes very 

helpful in understanding the written texts. In addition to this, in academic reading, students need 

to be taught how to identify the author‘s thesis, main claims, and arguments dealing with the 

issues they are interested in (Julian, 2009).  As Julian quoted Bean (2009) recommends, an 

activity where students are asked to write what a paragraph says and what it does helps students 

to identify the purpose and function of academic texts.  
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2.6. Phases in Teaching and Learning of Reading Skills 

Reading is not only a receptive skill, but also an active one in that it primarily includes the 

cognitive abilities, such as predicting and guessing. In the prediction process learners are asked 

to talk about the title of the text or comment on some illustrations (pictures) if provided any to 

set the scene. Therefore, language teachers should improve their students‘ ability to infer through 

the use of systematic practice and questioning techniques. Doing so will encourage students to 

anticipate the content of a text from its title and illustrations or the end of a story from the 

preceding paragraphs (Hesham, 2005).   

Reading as we know involves a number of cognitive processes. Reading has a communicative 

value and functions as an active skill as cognitive processes are working during reading. The 

reader reads and tries to work on the information in the reading itself. For this reason, foreign 

language teachers should design and prepare meaningful exercises, which will lead to assist 

communication between the writer and the reader. The activities should be flexible and varied. 

Therefore, Contemporary reading tasks, unlike the traditional materials, involve three phase 

procedures: pre-, while-, and post- reading stages.  These phases are discussed briefly as follows.  

2.6.1. Pre reading Phase 

As Zhang quoted by Hesham briefs that comprehension is facilitated by explicitly introducing 

schemata through pre-reading activities (2005). Thus, the pre-reading stage helps in activating 

the relevant schema. Most teachers tend to neglect the pre-reading procedure claiming that there 

is not enough time (ibid). In fact, pre-reading activities motivate students before the actual 

reading takes place. For example, teachers can ask students questions that arouse their interest 

while previewing the text.   

With regard to pre reading tasks, Drucker (2003) suggests the following procedure teachers can 

take before reading a text: relate the passage students are going to read to something that is 

familiar to them. Next, provide a brief discussion question that will engage the students and, after 

that, provide an overview of the section they are about to read. Name the selection, introduce the 

characters, and describe the plot (up to, but not including, the climax). Last, direct the students to 

read the story and look for particular information.    
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Similarly, Abraham (2002:6) states that an interactive approach ―demands that the teachers 

activate the students‘ schema‖ during the pre-reading phase by helping ―students recognize the 

knowledge that they already have about the topic of a text‖, i.e. through discussion of titles, 

subheadings, photographs, identifying text structure, previewing, etc.‖  In short, a pre reading 

phase in reading skills attempts to:  

 improve students' interest in the topic, and motivate them,    

 provide some predicting/guessing activities for the reading passage,   

 make use of students‘ background knowledge about the topic,  

 prepare the students for the context of the reading passage,   

 Build a bridge between the reading passage and the learners‘ background Knowledge, 

and interests.  

2.6.2. While reading phase 

The purpose of while reading stage is developing students‘ reading ability in tackling texts by 

developing their linguistic and schematic knowledge. Hedge (2003), argues that although some 

oppose the interactive activities carried during the while-reading phase, there are only few 

research studies that show the ―effects of intervention and their outcomes‖. Moreover, ―many 

students report positively on the usefulness of while-reading activities‖ (ibid, 210).  On the 

contrary, as Paran cited by Hesham (2005) believes that modern interactive reading models 

enable ESL readers to be ―less reliant on top-down processing‖ and enable them to achieve 

―greater reliance on bottom-up strategies as they become more proficient‖.  

Even though scholars have different views about interactive reading models, it seems that 

teachers should use a balanced approach to teaching reading by incorporating both top-down and 

bottom-up processes, provided that they are given flexibility in choosing the reading tasks.   

Thus, according to Arif (2002) a while reading stage aims at:  

 Improving students' understanding performing to the writer‘s purpose, the language 

structure and the logical organization in the reading text,   

 developing and helping comprehension for the reading text content,   
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 helping students use their own inferring and judging abilities,   

 reminding the students of the importance of vocabulary for contextual clues for meaning 

and guessing the meaning of unfamiliar words,   

 helping students make use of cross-cultural elements,   

 helping students develop their linguistic and sociolinguistic knowledge,   

 learning to generalize on the issue under discussion,   

 reading consciously,   

 skimming (looking for general information   

 Scanning (looking for specific information.  

2.6.3. Post-reading Stage 

During post- reading stage, students articulate and process their understanding of what they have 

read and think critically about the validity of the text. According to Arif (2002), the aims of post 

reading work are:   

 to help students use their acquired knowledge in similar readings,  

 To help them integrate their reading skills with the other language skills: listening, 

speaking and writing. 

 to help them integrate with the foreign culture,   

 to make use of key words and structures to summarize the reading passage,   

 to extract the main idea of a paragraph or a reading text,   

 To interpret descriptions (outlining and summarizing),   

 To make use of classroom games for reading.  

In general, throughout the three phases during reading practice two major areas of knowledge 

play a decisive part. These are schematic knowledge and language knowledge. Schematic 

knowledge refers to the prior knowledge of the children. It could be what they have already 

known about their environment locally or the knowledge they have about the world as a whole. 

Prior knowledge can be gained from both informal sources, such as family and the environment 

as well as from previous reading and education. Thus, readers should bring their prior knowledge 
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to the text as they read and writers of texts should consider students‘ prior knowledge in 

preparing reading texts.  

2.7. Views about Reading 

2.7.1. Traditional View 

McDonough and Shaw (1993) asserts that traditionally the reader was seen as the ‗recipient‘ of 

information or as an ‗empty vessel‘ who brought nothing to the text. It is thought that reading is 

a condition where in the reader takes in all of the decoded messages as it is without reacting to it 

cognitively (Ibid).    

Nuttall (1982) also adds that the reading text is considered as full of meaning like a vessel full of 

water, and it can be poured straight into the reader‘s mind which soaks it up like a sponge. This 

simply means the readers role is a passive one; all the works have been done by the writer, and 

the reader has only to open his/her mind and let the meaning pour in.  

2.7. 2. Modern View 

According to modern view, reading is regarded as an active mental process. Day and Bamford 

(1998); Nattal (1982); and Grellet (1982) note that reading is an active process that involves a 

great interaction between the previous knowledge (background knowledge) of the reader and the 

thought in the text. As Grellet (1981:8) clearly a state reading involves ―guessing, predicting, 

checking and asking oneself questions‖. This means that the reader is not a passive receptacle 

into whose mind a written information is simply poured; rather he /she is the one who 

analytically reacts to each and every information based on what he/she knows about it before.    

Reading as an active process can also be seen from the point of view of its communicative 

functions. In relation to this Milan (1991) states that during reading reader enters into a peculiar 

kind of relationship with the writer, a two-way process of communication. Despite the fact that 

the writer is physically absent, the letters, words, sentences, and paragraphs on the page are, 

however, there to be analyzed, interpreted, questioned, perhaps even challenged. In this way the 

active reader involves in a kind of silent dialogue with the writer.   
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Therefore, reading, according to this modern view is not only an active but also an interactive 

one (Nuttall, 1982; McDonough and Shaw, 1993). It is regarded as a ‗transaction‘ in which 

meaning emerges from a continuing gives and-take relationship between the reader and the print 

on the page, each shaping and shaped by the other. As students read, they search for and 

construct meaning based on what they bring to the text and what the text brings to them.   

McDonough and Shaw (1993), Nuttall (1982) and Milan (1991) point out that it is very 

important to develop fluent and proficient readers who are knowledgeable about the active and 

interactive process of reading. They further explain that students need to develop thoughtful 

interpretation of what they read; and that they have to approach the tasks as active makers of 

meaning. Teachers, therefore, can make a major difference in students‘ success or failure to read 

texts effectively by modeling, coaching, facilitating and promoting reading in their classrooms. 

They can encourage students to become active participants in the classroom by tailoring their 

instructional strategies and methods to the needs of their classes and the individuals in those 

classes.    

Rand Reading Study Group (2002) identified the following reading instructional strategies that 

should be used by teachers to help their students become active readers. These are:   

 Encouraging students to activate what they already know about situations, events, and ideas in 

the text.   

  Helping them set purpose for reading.   

  Explaining the techniques and vocabulary employed by the writer   

  Modeling effective reading behaviors.   

  Guiding the reading process with questions and activities that help students build their 

own understanding of what they are reading.   

  Using group and interactive strategies to encourage reading as a social process.  

             Providing students free reading time.  

  Encouraging students to move beyond their initial understanding and develop more 

meaningful interpretations and connections of reading activities to life situations.   
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  Clarifying and extending students‘ thinking about language and literature through related 

writing, speaking, viewing, listening and further reading activities.  

  Providing students with relevant, interesting and age-appropriate materials.  

  Providing many opportunities, for students to read and practice reading enhancement 

strategies and tools.   

  Maintaining classroom environment that fosters cognitive collaboration, 

contextualization, and group problem solving.   

  Encouraging students to read daily for fun.   

  Helping students to have greater access to books at home, school and in the community.   

 Accounting for individual differences in the students reading style and proficiency.  

  Challenging students to investigate a problem or questions stimulated by their own 

curiosity.    

2.8. Models of the Reading Process 

Model issome kind of design that describes a process emanates from the differences between 

theorists on the principles which govern how the components of reading skills operate.  There are 

three main models of the reading process. These are bottom-up model, top-down model and 

interactive model.    

2.8.1. Bottom-up Model 

Gough (1977) in Davies (1995) proposed the bottom-up model arguing that reading is a process 

in which information is extracted from a text through a decoding of symbols (letters), words, 

phrases, clauses and sentences. That means, reading is viewed as a decoding process involving 

reconstruction of the author‘s intended meaning through recognition of the printed letters, and 

building up meaning for a text from the smallest textual units at the bottom (letters, and words) 

to larger units at the ‗top‘ (phrases, clauses, sentences, etc) (Carrell, 1988).    

Asher (1994) notes that the bottom-up model of reading process reflects a behaviorist view in 

that learners‘ build reading skills in some sequential manners, starting with phonetic elements 

and ultimately developing the ability to determine sentence and passage meaning. McDonough 



26 | P a g e  
 
 
 

and Shaw (1993) add that readers attempt to decode each individual letter encountered by 

matching it to the minimal units of meaning in the sound system (the phoneme) to arrive at 

meaning of the text.    

The implication of the bottom-up model for reading instruction, according to Rivers (1968), is 

that classroom practice should focus on drilling linguistic elements starting from the smallest 

textual units and building up to higher textual elements with sound relationships to help learners 

develop pronunciation. Nuttall (1982) argues that the bottom-up model attributes failure to 

comprehend a text to language specific deficit, for example, lack of vocabulary words. 

Therefore, to overcome this problem, students should be made to study the meaning of words 

selected from the text.    

2.8.2. Top-down Model 

The top-down model was first proposed by Goodman (1967). According to Goodman, reading is 

an activity in which a reader tries to arrive at a certain understanding of a text by using his/her 

background knowledge and prediction (cited in Davies, 1995). Goodman in Carrell (1988) 

asserts that the top-down model is a psycholinguistic guessing game in which the reader 

constructs a message encoded by a writer as a graphic display. According to the psycholinguistic 

model, a text either written or spoken does not by itself carry meaning, rather the text only 

provides directions for readers as to how they should retrieve or construct meaning based on 

their previously acquired knowledge or experience.   

As to this model, the role of the readers is considered to be quite active. Reading is an active 

process whereby students construct meaning based on their previous knowledge and experience. 

They predict meaning as they read, they take in large chunks of text at a time, they do not attend 

to separate letters; rather they match what they already know with the meaning they derive from 

the text (Bycina and Dubin, 1991).    

The pedagogical implication of the top-down model of reading process is that teachers need to 

focus on the teaching of the effective reading strategies which help learners make use of their 

background experience to predict and interpret information of the text.         
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2.8.3. The Interactive Model 

Rumelhart (1977) came up with an alternative model of reading which he called an interactive 

model. This model is an arbiter of the afore-mentioned two models. It contains elements of both 

bottom-up and top-down models operating interactively {cited in Davies 1995}. In relation to 

this, Bycina and Dubin, (1991:197) says:    

Interactive theory acknowledges the role of previous knowledge and prediction skill but, at the 

same time, reaffirms the importance of rapid and accurate processing of the actual words of the 

text… Essentially, then, the two processes, bottom-up and top-down, are complementary; one is 

not able to function properly without the other.    

According to Bycina and Dubin, (1991) and Rivas (1999), the implication of the interactive 

model for the teaching of reading is that classroom practice should include both bottom-up and 

top-down strategies. Teacher should focus on teaching reading strategies that help learners to 

take use of their previous knowledge in the process of tackling any reading task; at the same time 

on developing linguistic knowledge (e.g. vocabulary, syntax) to enable learners to overcome any 

textual constraints while they engage in reading process.    

2.9. Reading Sub-skills 

Reading is a systematic process engaging different skills that can be used differently in 

accordance with the kind of information and amount of information needed. The most important 

ones that scholars (for example, Eisenberg, 2002 and Scrivener, 1994) identified as reading sub 

skills will be discussed below.    

2.9.1. Skimming 

Reading Skimming means glancing rapidly through the text to determine the gist of the reading 

text. It is mainly concerned with identifying key topics, main ideas or the overall theme of the 

text (Nuttall, 1992; Eisenberg, 2002; Scrivener, 1994; Davis, 1995 and Grellet, 1981). If we are 

interested in having the general picture of the text, we simply run through the text quickly by 

discarding what is not essential or relevant to that general picture (Harmer, 1991; Grellet, 1981; 
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Williams 1984). Skimming gives the reader the advantage of being able to predict the purpose of 

the passage, the main topic or message and some of the developing or supporting ideas.    

According to Grellet (1981) and Nuttall (1982), skimming should not be done competitively, as 

more is involved than mere eye movements. Students can be asked to locate facts which are 

expressed in sentences rather than in a single word; or they can be asked to say briefly what the 

text generally about, or given specific questions that can be answered by glancing quickly 

through the text. Some examples of such skimming questions are the following:   

 What methods of plant propagation are dealt within this article?  

 Which of these topics are dealt with in the text? (list of topics are given)   

 Which of these pictures (diagram), etc illustrate the text? (several pictures diagrams are 

supplied)   

 What is the text generally about?  

 Which of these texts deals with methods of plant propagation? (several texts supplied: 

one or more deals with the given text)    

 2.9.2. Scanning 

Scanning means glancing rapidly through a text either to look for a specific piece of information 

(e.g. name, date) or to create an initial impression of whether the text is suitable for a given 

purpose (e.g whether a book on gardening deals with the cultivation of a particular vegetable) 

(Nuttall, 1982).    

When scanning, readers only try to identify specific information and often they do not even 

follow the linearity of the passage to do so. They simply let their eyes wander over the text until 

they find what they are looking for (Grellet, 1981; Harmer, 1991 and Williams, 1984).    

The important way of teaching scanning is setting exercises that demand students to search for 

specific piece of information. Nuttall (1982) notes that scanning exercises are easy to devise. The 

easiest are those requiring the students to scan for single word or specific fact, for example:   

 Look at page 100 and find out when Shakespeare died.  

 How many times does the word ‗this‘ occur on this page?  
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 Using a page from a telephone directory) what is the telephone number of Mr. X?   

 Using a page from an index) on what page is the topic of evaluation mentioned?    

Scanning is not a thorough activity mainly because the reader uses it to find specific isolated and 

scattered information. On the other hand, skimming is relatively a thorough activity that requires 

readers to have the general picture of the reading text, or its part.     

2.9.3. Word attack skills 

One of the problems of second language readers is that they are usually hindered from 

adequately understanding the meaning of a reading material due to unfamiliar or difficult 

vocabulary items. Experts of reading believe that students need strategies that are important in 

helping them tackle the meaning of the difficult words they encounter in the text. Any of the 

strategies or techniques used by students to cope with the meaning of the unfamiliar words they 

face in a reading material can be referred to as word attack skills (Nuttall, 1982 and Harman et 

al, 1988).     

Nuttall (1982) says that readers do not expect to know every word in the text. Some can be safely 

skipped without losing the message. But there may be others that block comprehension that 

cannot be skipped. She then suggests the following ways of tackling unfamiliar words: i. Lexical 

items attack skills. A lexical item is a word or group of words with a meaning that needs to be 

learned as a whole. A reader must be shown that many new words can be ignored and this can be 

the first and basic word attack skill. ii. Phonics. Phonics is the study of the relationship between 

sounds and spelling with particular emphasis on the regularities that may help the reader to 

identify in print words that he/she knows in their spoken form but has never before seen written. 

The purpose of phonics is to enable a reader to identify in its written form a word he/she already 

knows in its spoken form. Once he/she knows how it is pronounced, he/she will associate with 

the spoken word and therefore, understand it. 
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2.10. Types of Reading 

Alyousef (2005) categorized reading into two major types. These are extensive and intensive 

reading. 

 2.10.1. Extensive Reading 

As different researchers (e.g. Bamford 1984; Barnett, 1989; Brumfit, 1984; Dawes, 1979; Rivers, 

1981) cited in Susser and Robb (1990) define, extensive reading refers to the reading of large 

quantities of material or long texts for global or general understanding with the intention of 

obtaining pleasure from the text. Waring (2000) in Bruton (2004) also points out that extensive 

reading involves the reader reading ―huge amounts of very simple text‖. Large amounts of 

language input that is comprehensible, thus satisfies a very important condition of language 

acquisition, and that is massive exposure to comprehensible language (Bruton 2004).    

Hafiz and Tador (1989) cited in Alyousef (2005) states, that the pedagogical value attributed to 

extensive reading is based on the belief that exposing students to large quantities of meaningful 

and interesting second language material will gradually produce a beneficial effect on students‘ 

second language proficiency. Nuttall (1982:168) says ―the best way to improve your knowledge 

of a foreign language is to go and live among speakers. The next best way is to read extensively 

in it‖. This indicates that students should be encouraged to read more inside and outside the 

classroom so as to develop their second language competence (proficiency).    

Extensive reading is usually carried out outside classroom with a limited or no control of the 

language teacher. Students are involved in reading of various kinds of materials ranging from 

academic reference books to novels, newspapers, magazines, and the like. Students are allowed 

to choose the books they read depending on their interests. If they find a book too difficult or 

they don‘t enjoy it, they can change it for another one. In this type of reading there is not always 

a follow-up discussion or work in class (Stanley, 2005; Bruton, 2004, and Susser and Robb; 

1990).   

Bell (1998) identified the following potential advantages of extensive reading in language 

l\earning:   
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 It can provide comprehensible input   

 It can enhance learners‘ general language competence   

 It increases students‘ exposure to the language   

 It can increase knowledge of vocabulary   

 It can motivate learners to read   

 It can consolidate previously learned language  

 It helps to build confidence with extended texts   

 It facilitates the development of prediction skills.       

Though extensive reading is very important for general language competence, most students will 

not do a lot of extensive reading by themselves unless they are encouraged to do so by their 

teachers. Obviously, then, the role of the teachers is very crucial. According to Harmer (2001), 

teacher should promote reading and by their own espousal of reading as a valid occupation, 

persuade students of its benefits. Perhaps, for instance, they can occasionally read aloud from 

books they like and show, by their manner of reading, how exciting books can be.      

According to Stanley (2005), reading for pleasure requires a large selection of books be available 

for students to choose from at their level. Here, teachers can make a good use of graded readers 

(books which have been written specifically for EFL/ ESL students or which have been adapted 

from authentic texts). Having a classroom library and regularly encouraging students to borrow 

books to take home are something which can help. If books are shelved in the classroom, 

students can also be given class time to browse and select books.     

 2.10.2. Intensive Reading 

Intensive reading, according to Bruton (2004), involves reading for the purpose of language 

study, to learn some element of the language or a particular language skill. With such reading, 

the learner is intensively involved in looking inside the text. Scrivener (1994) states that 

intensive reading is typically used with short section or sentence when we need to understand or 

study information or language use in detail. This is how we read a paragraph on philosophy, a 

dense letter from the bank manager or a grammar explanation at the back of a course book.    



32 | P a g e  
 
 
 

The aim of intensive reading is to arrive at a profound and detailed understanding of the text; not 

only of what it means but also of how the meaning is produced. In intensive reading activities, 

learners are in the main exposed to relatively short texts which are used either to exemplify 

specific aspects of the lexical, syntactic or discourse system of the second language, or to 

provide the basis for targeted reading strategy practice (Alyousef, 2005).  Intensive reading takes 

place under the closer guidance of the teacher, or under the guidance of a task that forces a 

student to pay greater attention to the text (Nuttall, 1982). In this reading activity, the teacher 

dictates the objectives, procedures and amount of time of the reading lesson. The reading text 

may either be taken from students‘ text book or carefully prepared by the teacher beforehand.    

Some of the reading activities that demand students to read intensively are the following: 

 Analyzing coherence   

 Reading for inference   

 Reading for reference   

 Analyzing text cohesion   

 Working out the meaning of difficult words from context   

 Working out the organization of a text, etc.   

In order to get students to read enthusiastically in class, teachers need to work to create interest 

in the topic and tasks nevertheless, as Harmer (2001) notes, there are further roles that teachers 

should play when asking students to read intensively.  

Organizer: teachers should tell students clearly what their reading purpose is, and give them 

clear instruction about how to achieve it, and how long they have to do this. For example, once 

they have said ‗you have four minutes for this‘ they should not change that time unless 

observation suggests it is necessary.  

Observer: while students are reading teachers can observe their progress since this will give 

them valuable information about how well they are doing individually and collectively, and will 

tell them whether to give students some extra time or, instead, move to organizing feedback 

more quickly than they had expected.   
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Feedback organizer: when students have completed the task, teachers can lead a feedback 

session to check that they have completed the task successfully. They may start by having 

students compare their answers in pairs and then ask for answers from the class in general or 

from pairs in particular. When teachers ask students to give answers they should always ask them 

to say where in the text they found the information for their answers. This provokes a detailed 

study of the text which will help them the next time they come to a similar reading passage. 

Prompter: when students have read a text teacher can prompt them to notice language features 

in that text. Teachers may also, as controllers, direct them to certain features of text construction, 

clarify ambiguities and make them aware of issues of text structure which they had not come 

across previously.   

2.11. The integrations of teaching reading skills and CBLI method 

Content-based language teaching approach is considered by many as an effective way to teach 

language skills while supporting the development of reading. It is believed that the pervasiveness 

of language in the teaching of all subjects and the close ties of oral and written language to read 

make content-based language learning the most persuasive way of insuring effective teaching of 

higher-level thinking skills (Stoller, 1997). Over the years, numerous approaches to teach 

reading skills and to examine the effectiveness of these approaches have appeared. According to 

previous studies, relative effectiveness is found between the use of content-based language 

instruction (CBLI) and reading skills development (Crawford, 2001; Glenn, 2005; Kasper, 

1994a; Kasper, 1994b; Kasper, 1995b; Kasper, 1997a; Kasper, 1997b).  

Comprehending a reading text is not an easy activity. It is because ―reading is a receptive 

language process. It is the process of recognition, interpretation, and perception of written or 

printed materials‖ (Khand, 2004:43). It means it is about understanding written texts that refers 

to the process of perceiving how written symbols correspond to ones‘ spoken language. Readers 

typically make use of background knowledge, vocabulary, grammatical knowledge, experience 

with text and other strategies to help them understand written text. It is a complex activity that 

involves both perception and thought of making sense of words, sentences and connected text. It 

is not just transferring the printed symbols from page to brain but readers have to understand the 

content of what the readers read. 
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CBI is one approach for reading that will improve students‘ ability. It concerned on activating 

students‘ interest and motivation in reading. This approach also has some advantages, such as 

increasing students‘ comprehension of the text material without much time to read. This 

approach can be effective and efficient way to read by allowing students to focus on reading 

activity. Therefore, content based instruction is one of the ways to solve the difficulties in 

reading.  

 

Kasper (1994a, as cited in YaLing T., 2010) stated that according previous studies, relative 

effectiveness is found between the uses of content based language instruction and reading 

comprehension. He suggested that CBLI has been found effectively in developing students‘ 

reading comprehension through the topics chosen grounded academic discipline based and the 

systematic use of content based instructional strategies. In line with this argument, Kasper 

pointed out that CBLI is not only about learning content, but also about improving students‘ 

language acquisition as well as students‘ reading comprehension through the topics chosen from 

academic subjects.  

CBI, thus, is an approach through which students are able to develop the skills that enable them 

to gain access to the increasing amount of specialized firsthand information while providing 

them with many opportunities for language production (Stoller, 2004). It is a method which 

offers students the opportunity to develop language skills not only for general purpose, but also 

for their academic needs. It is for this reason this method is becoming a widely used approach in 

EFL context and at university level. 

2.12. EFL Teachers perceptions’ of CBLI in teaching English reading skills 

The way teachers think, understand and value instruction influences their practice in teaching. 

According to Johnson, (1994) research on teachers‘ perception consists of three basic 

assumptions. The first one is the teachers‘ perception influences their judgment. The second 

perception plays role in how information on teaching is translated into classroom practices. The 

third shows that, understanding teachers‘ perception is essential to improving teaching practices 

and teachers‘ educational program. Because teachers are critical factors in implementing 

appropriate approach, their values, attitudes and perceptions about their classroom practices of 

the approach. Besides, classroom practices are based on a logical system of perceptions. Yet past 
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researches on teachers‘ practices have focused little attention on the thought and perception 

teachers have about their practices (Garner 1987). Consequently, according to Abelson (1979), 

teachers perception are central to the instructional strategies they implement, they become one of 

the foremost important factors in driving teachers action in class and contributing to the 

effectiveness of teaching learning. Therefore it is essential to have teachers‘ perception system, 

in order to begin to identify and understand the variable that mediate the difference between 

teachers‘ understanding of teaching strategies and their classroom practices. From ,this, one can 

conclude that , teachers‘ perception has its own role in addressing effective strategies of teaching 

reading to the students and supporting students on the bases of their weakness in teaching 

learning process. 

2.13. EFL Teachers’ practices’ of CBLI in teaching English reading 

skills 

The practice of CBIL is considered a difficult task due to the lack of qualified language teachers, 

sufficient budgets and other logistic resources. Though it varies from context to context, the main 

challenges remain the same in different educational contexts around the world. For example, 

most of the language schools do not offer sufficient professional learning and development 

support to EFL teachers in their workplaces. As a result, they could not implement the CLIL 

program in their classrooms. Since most of the teacher training certificates do not pay attention 

to the CLIL element, therefore, teachers need to develop their existing knowledge of the 

approach in order to integrate and apply its various features in their day-to-day classes. 

 

Large classroom with mixed-ability students is a common phenomenon in most EFL contexts 

which teachers find it as a challenge. Teachers often fail to reach every individual student in such 

classrooms and students often feel ignored. With CLIL approach, every student needs to receive 

attention from teacher and get exposure to the target language which will enable them to interact 

with peers. Since it‘s a daunting task to deal with such situations, teacher training programs need 

to encompass these issues and address them effectively. According to Coonan (2011:4), ―a large-

scale teacher population without the language qualifications required for quality CLIL teaching‖. 
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In such a situation, teachers need a CLIL-based training as well as professional collaboration at 

the workplace to tackle any obstacles that might hinder their teaching practices (Conn, 2010; 

Leavitt, 2006). Collaborative practices and formal professional training can help both content 

and language teachers to devise plans and implement the most appropriate language tasks in 

classrooms that would yield positive results for teachers and learners. Another major issue could 

be the lack of time, as in CLIL approach, the integration of requires a lot of time and effort to 

plan lessons, devise strategies and think about anticipated problems. If teachers lack training, 

time and skills to consider various aspects of CLIL their lesson plans, their lessons will not 

produce the required or desired results. Most of English language teachers teach reading texts in 

class rather than giving for students as a homework that is able for students to comprehend the 

message from the text. 

2.14. Challenges of EFL Teachers to practice CBLI in Teaching Reading 

 2.14.1 Teachers’ Related Challenges 

Under this section, teachers related challenges such as their participation in curriculum 

designing, lack of teachers training and assessment of language and content are discussed 

accordingly.  

2.14.2. Teachers’ Participation in Curriculum Design 

Low teachers‘ participation in designing and reforming curriculum may cause challenges from 

teachers. According to Walker and Cheong (1996), the curriculum reform was designed by 

policy makers with little, (if any) input from teachers, and it causes the teachers to respond 

negatively to the proposed changes as they were complex, impractical and not flexible to 

accommodate the needs of certain tools. In other words, teachers do not have the chance to 

design and evaluate educational curriculums, and they often refuse to implement the new policy 

from MOE. This ismainly because the ELT materials are prepared without considering the prior 

knowledge of teachers and students as well.  
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2.14.3. Lack of Teachers’ Training 

In order to be able to use CBLI effectively, teachers need to be well educated and quite skillful in 

the target language. CBLI teachers are responsible for addressing all the EFL language 

proficiency standards. They must provide explicit instruction in the language skills (reading, 

speaking, listening and writing) and the elements of English (vocabulary, grammar and 

pronunciation). However, CBLI teachers do not teach these skills in isolation, nor with a focus 

on the structure of the language. Rather,they should use academic contents to help them integrate 

the language skills by creating a meaningful context to effectively use the language.  

Therefore, in addition to the language proficiency, they need to have a good grasp of the content 

as well. In other words, it is suggested that language teachers should be knowledgeable about 

both the subject contents and the target language. To do this, however, language teachers should 

be well trained in both the language and the content. According to Crandall (1999:608) 

―Teachers who are to teach the target language with CBI have to be trained in places where 

specialized teacher training for CBI exists. Therefore, to be an ESL teacher for CBI, one needs 

sufficient time to master co-planed curriculum and instruction‖.  

2.14.4. Assessment of Language and Content 

Assessment of CBLI can be ―a problematic component, and yet it is critical that instructors 

evaluate students‘ learning‖ (Kasper, 2000:19). Students‘ performance in most ESL classes is 

evaluated by general assessment tasks such as ―de contextualized tasks‖ and their main focus is 

on linguistic structure or vocabulary (ibid). However, students in CBLI classes cannot be 

evaluated in the traditional way because they were exposed to grammatical items only. However, 

designing authentic and interactive content based assessment is required in order for students to 

integrate information and language rather than analyzing the linguistic structure of the target 

language (Kasper, 2000). Although assessment is not a big problem in reading lessons, it is also 

one factor which hinders the implementation of CBLI in teaching reading in EFL classroom 

since language teachers find it difficult to assess students‘ content knowledge as they mostly 

focus on the language. 
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2.14.5. Learners’ Related Challenges 

Besides the problems related to teachers, there are some challenges related to learners that can 

hinder the effective implementation of CBI. These include, students lack of participation, lack of 

students cooperative learning and students teaching expectation.  

2.14.6. Students’ Lack of Motivation 

Motivation is a big aspect of the approach and is perhaps one of the most important issues in 

language learning. Krashen states that language acquisition is nearly impossible when a learner is 

unmotivated in any way, whether it is because of anger, anxiety or boredom (Lightbown and 

Spanda, 1999). Thus, a learner‘s expectation of learning language depends a great deal on his 

own state of mind and attitude towards it. Many researches have been done on the importance of 

attitude and motivation in second language learning, and findings show that there is correlation 

between positive attitude and learner motivation and successful language learning (Lightbown 

and Spanda, 1999).  

Therefore, the researcher agrees with Lightbown and Spanda idea that EFL learners should have 

an intrinsic motivation to learn both the target language and the content. This is mainly because 

CBI provides the possibility of increasing learners‘ motivation through the use of authentic 

material as well as countless possibilities for teachers to use whatever materials students are 

interested in working with. They should not ignore the contents as they are sources for the 

development of their language proficiency.  

2.14.7. Lack of Students’ Cooperative Learning 

Cooperative learning requires students to engage in group activities that increase learning. 

Research (e.g. Shaw, 1997; Slavin, 1995) suggests that cooperative learning offers students the 

opportunity for greater participation and use of the target language in stressful circumstances. It 

also provides students the support needed for greater self-confidence and motivation, and builds 

a better attitude toward school and studying (Shaw, 1997). Crandall (1992) and Shaw (1997) 

point out the following idea about CBI:  
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In CBI, arrangements that allow students to share responsibility and working together to 

complete tasks are extensively used. Small group work, team learning and peer editing are 

among the many techniques CBI calls on, to provide students with ample opportunities to 

interact, share ideas…, and construct knowledge together in a lower-risk forum. Usually, EFL 

learners seem that they do not have the habit of working together. They want to perform tasks 

and activities individually without giving emphasis to the advantage of cooperative instruction 

for language development. The learners often give little focus to the contents in their textbook, 

particularly in reading lessons as their concentration is mostly in the language only. However, 

EFL students should adapt the cooperative learning in order to make language learning 

meaningful and communicative. Therefore, ignoring to work (cooperatively) on contents, which 

are sources for language skills development, is one of the constraints that hinder the 

implementation of CBLI in EFL classroom.  
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CHAPTER THREE: RESEARCH DESIGN AND METHDOLOGY 

3.1 Research design 

In this study, descriptive research design which aims to get data about the current status of 

phenomena was used. Descriptive research involves direct exploration, analysis and description 

of the particular phenomena, as free as possible from unexplained presuppositions, aiming at 

maximum intuitive presentation (Streubert& Carpenter 1999:49). Descriptive studies are used to 

document the phenomenon of interest in the real situation (Marshall &Rossman 1995:41).  

 3.2 Research methodology 

In this study, mixedresearch method was employed, including both qualitative and quantitative 

research methods, was used. Creswell (2009) states that this method enables to collect qualitative 

and quantitative data that can provide valuable information that help better to understand the 

problem under the study. Therefore, qualitative research method considering it as appropriate to 

collect participants‘ perceptions and practices of CB LI in teaching English reading skills. 

Besides this, quantitative approach was also used to triangulate and ensure the reliability of the 

qualitative data gathered. 

3.3 Research instruments 

In this study, questionnaire, interview and classroom observation were used as appropriate tools 

to collect the necessary data.  Questionnaire and interview were the main instruments for this 

study in order to collect participants‘ perception. Observation was used to triangulate questioner 

and interview question and to get reliable information about teachers‘ practice of CBLI method 

in teaching reading skills. Therefore, the qualitative data were favored for the data that was 

obtained through interview, open-ended questionnaire and observation, whereas quantitative 

method was used to close-ended questionnaire. 

 

 



41 | P a g e  
 
 
 

3.3.1Questionnaire 

Questionnaires are research tools in which questions are asked for respondents.According 

to, Saul McLeod,(2018)a questionnaire is a research instrument consisting of a series of 

questions for the purpose of gathering information from respondents. Accordingly, in this study 

teachers‘ perception questionnaire would use. To collect data about the teachers‘ perceptions 

towards using CBLI questionnaire was used. Questionerswas prepared for forty (40) English 

language teachers that have been teaching English in Debre Berhan town from the following four 

secondary schools includes basso secondary schools: Debre Berhan general secondary school, 

Debre eba secondary school and HelimariamMamo secondary school. 

Questionnaires was prepared from the review of related literature and consisting of 25 items, 

which are 5 open-ended and 20 close-ended questions. Both are intended for the same purpose, 

i.e., to get information about teachers‘ perceptions of Content Based language instruction in 

teaching English reading skills. The questionnaire was from Karavas-Doukas (1996) and Kim 

(1999) cited in Beyen (2008) constituted a five- point 10 Likert-type close ended items. That 

required information about the participants‘ teachers and perceptions about CBLI, and the items 

five-point scales ranging from strongly agree, to strongly disagree with values of 5 to 1, 

respectively. The questionnaires for teachers included teachers‘ perceptions using Content-Based 

Instruction (CBI) approaches to teach English reading skills, identifying the extent to which 

teachers‘ practice CBLI in teaching English  reading skills, the challenges of English Language 

teachers‘ face in implementing Content based language instruction and English language 

teachers‘ awareness of content based language instruction in teaching reading skills. The 

teachers‘ questionnaires would contain close ended items in which respondents decide if they: 

(Strongly Agree =5; Agree = 4; I have no idea =3; Disagree =2 and Strongly Disagree =1).  

Open-ended questioners are used to offer the respondents an opportunity to forward their 

opinions and feelings on a matter are known as open-format or open-ended questions. They 

express their perceptional responses that are often unexpected. Generally, for this study this 

type of questionnaires are used to draw respondents‘ personal feedbacks and to make 

the data‘s more reliable. 

 

https://www.simplypsychology.org/saul-mcleod.html
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3.3.2. Interview 

An interview is a process of communication in which the informant gives the required 

information verbally (Dornyei 2007). An interview helps to get information actually talking to 

the subject and enables the researcher to get data in depth. In this study, semi structured 

interviews were allowed making participants to express their feeling more freely and it helps to 

get in depth data. An interview would prepare for five English language teachers that were taught 

English in Debre Berhan town from the following four governmental secondary schools includes 

basso secondary school, Debre Berhan general secondary school, Debre Eba secondary school 

and HeilemariamMamo secondary school. Based on this two interviewee were selected from 

Baso secondary school and three interviewee were selected from the rest secondary schools 

using convenience sampling techniques, because the participants were available at the moment. So, 

the totals of five participants were selected from those four secondary schools. 

The purpose of the interview was to gather information about teachers‘ perceptions of CBLI in 

teaching reading skills. In order to come up with reasonable explanation and to enrich the study, 

semi- structured interview was conducted with five teachers. Berg (1989: 17) notes that this type 

of interview is conducted in ―a systematic and consistent order, but it allows the interviewers 

sufficient freedom to digress; that is, the interviewers are permitted (in fact expected) to probe 

far beyond the answers to their prepared and standardized questions‖. All the interviewees were 

selected on their willingness to participate in the interview. It was recorded, and later transcribed 

and analyzed on the basis of frequencies. It took 10-15 minutes for each interviewee in the 

selected schools for four days (from december3-7, 2013 E.C), to complete the data.   

3.3.3Observation 

Observation is a preplanned research tool which is carried out purposefully to serve research 

questions and objectives. When using this method, the researcher observes the ―classroom 

interactions and events, as they actually occur‖ (Burns, 1999:80). Flick (2006:219) also contends 

that observation ―is an attempt to observe events as they naturally occur.‖ More importantly, 

observation enables the researcher to combine it with questionnaires and interviews to collect 

―relatively objective firsthand information‖ (Johnson & Turner, 2003:314). To this end, Merriam 
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(1998, p. 96) believes that observation is a kind of data triangulation in order to ―substantiate the 

findings.‖ In this regard, Fraenkel and Wallen (2003:453) state that the observers ―study the 

subjective factors objectively.‖ However, Nation (1997: 276) asserts that the researchers try to 

study the ―representations of behavior rather than the behavior itself. So for this study, 

classroomobservation is used to triangulate questioner and interview question and to get reliable 

information aboutteachers‘ practice of CBLI method in teaching reading skills. To obtain the 

intended information 5 classes were observed using participant observation on the bases of 

willingness of the teachers. The observation was made for 4 days in each class for an average of 

40 minutes for each class from December 20- November 15, 2013 E.C. Besides, each class were 

observed total of 20 classes in different times of reading lesson using observational checklists of 

yes or no response in each lesson.    

3.4 Sample, Sample size and Sampling Techniques 

3.4.1 Sample 

For this study, all English language teachers, who are teaching Englishlanguage in four 

governmental secondary schools in Debre Berhan are the samples. 

3.4.2 Sample size 

In Debre Berhan town there are four governmental secondary schools: Basso, Debre Eba, 

HeilemariamMamo and Debre Berhan general secondary schools. The number of teachers in 

each secondary schoolvaries. Basso secondary school has 12, Debre Eba secondary school has 6, 

HeilemariamMamo secondary schoolhas 12 and Debre Berhan general secondary school has 10 

teachers. Therefore, the total number of English language teachers in governmental secondary 

schoolin Debre Berhan town was 40. So, for this study all English language teachers were the 

participant of the study; because they were available for the study. The subject is crucial to 

investigate teachers‘ perceptions and practices of CBLI in teaching reading skills. Teachers‘ 

perceptions for CBLI method to the participants reading skills i.e. the nature of the course invite 

the teachers to develop their teaching reading skills.  
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3.4.3 Sampling techniques 

According to Ackoff, (1953), convenience sampling is selecting participants because they are 

often readily and easily available. Typically, convenience sampling tends to be a favored 

sampling technique among students as it is inexpensive and an easy option compared to other 

sampling techniques Convenience sampling often helps to overcome many of the limitations 

associated with research. For example, using friends or family as part of sample is easier than 

targeting unknown individuals. Convenience sampling is self-explanatory. It involves the 

researcher choosing participants simply for reasons of ease of access, in terms of physical 

proximity, accessibility, the timing of the administration of the survey, or the willingness of 

people to participate.  Convenience sampling is slightly frowned upon by many in social science 

research as it can make any claims of generalizability particularly difficult.  It can also be 

influenced by the nature of the sample – people who voluntarily respond to surveys may be more 

interested in the subject matter under investigation than a general population. Thus, convenience 

sampling was employed for this study since it helped to ensure teachers‘ ease of access, in terms 

of physical proximity, accessibility, the timing of the administration of the survey willingness of 

teachers for the interview and questionnaires. 

3.5 Data Collection Procedures 

In order to obtain adequate information from the subject of the study, the researcher would carry 

out in the following manner. 

First, permission to write a recommendation letter to conduct the study was obtained from the 

head of department. Secondly, permission to conduct the study was obtained from each of the 

schools director. Thirdly; the relevant literature would be reviewed to establish the theoretical 

background of the study. Then, the CBLT questionnaire, observation and interview would be 

prepared. Then, observations were completed; the obtained data was analyzed qualitativelyin 

based on observational check list. The result of questionnaire was analyzed quantitatively using 

descriptive statistics methods of table, frequency, percentage counted and registered by putting 

them under similar categories. Then, open-ended questioner and semi-structured interview were 
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conducted for EFL teachers and discussed qualitatively based on their response. Finally, the 

finding of the study was analyzed and discussed. 

3.6. Validity and Reliability of the Questionnaire 

The idea of validity to questionnaire refers to the steps taken to ensure clarity, wording and 

ordering of the questions. Thus to ensure the validity of the questionnaire, it is necessary to ask 

sample teachers questions which are written precisely and clearly. Moreover, words used in the 

questionnaire should have specific and clear meanings to all respondents so that they could give 

similar responses to the items given. To achieve these purposes, a questionnaire should be tried 

out. If this is done, a number of items that are ambiguous can be identified. One measure of 

validity as described by McBurney and White (2007) is face validity. They stated that ―face 

validity is researchers attempt to support the interpretation of the measurement and its 

connection to the construct will seek professional judgment that there is a plausible connection 

between the surface features of the measure‘s content and the constructs as theoretically 

defined.‖ So the researcher requested forforty English teachers from four governmental 

secondary schools along Debre Berhan town and the researcher‘s advisor to read the 

questionnaire to get suggestions. Then based on the suggestions given, items that seemed to be 

ambiguous were rewritten clearly during the pilot study.  

Content validity of the questionnaire was achieved by submitting the questionnaire to my 

advisor, who is an expert in the field of teaching English as a foreign language, to examine and 

evaluate the content and format of the questionnaire before the final version was distributed 

among the participants.  In addition, the questionnaire‘s reliability, especially their internal 

consistency was checked through the pilot study. Internal consistency is a measure of reliability 

of items of a questionnaire which are intended to measure the same construct.  

3.7. Validity and reality of interview 

An interview is a process of communication in which the informant gives the required 

information verbally (Dornyei, 2007). An interview helps to get information by actually talking 

to the subject and it enables to get data in depth for the study. In this study, a semi structured 
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interview was employed. Because a semi structured interview allows making participants express 

their feeling more freely and it helps to get in depth data. In order to check the reliability 

interviews read out each item of the interview to each interviewee one by one and recorded their 

response using a mobile phone of audio reordered , and later the present researcher write them 

down on a paper and it‘s internal consistency is check the validity of the interviews.  

3.8 Validity and reliability of observation 

In this study, direct observation was used as one of the major data collection instrument to obtain 

information on how CBLI was being practiced in teaching reading in the actual EFL classroom. 

The researcher observed and recorded what the participants were doing directly to conduct 

classroom observation with a co-observer.This instrument helped for this study, to observe the 

teachers and students in a context where they teach in order to collect real data. According to 

Best and Kahan (1989), observation provides information about a problem understudy from the 

original sources, and allows researchers to generate enough details of the phenomenon under the 

study when it is used in association with other instruments. Accordingly, the researcher designed 

an observation checklist. Besides, the researcher chose a co-observer from English language 

teachers from other secondary school to reduce inaccurate interpretations of the collected data or 

to check the reliability of the observation, whereas, to check the validity of observation internal 

consistency is used. During the observation, the co-observer ticked the checklist items.  
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CHAPTER FOUR: ANALYSES, DISCUSSION AND 

INTERPRETATION OF THE FINDINGS 

Introduction  

As already stated in the context of this study, the data were collected through questionnaire, 

interview and observation to seek answer for the research question and statement of the 

problems. The focus of EFL teachers are structure-based rather than content-based; EFLteacher 

are giving little attention for CBLI approach; EFL teachers are lack of supporting students 

through supplementary reading materials such as authentic and audio visual materials; EFL 

teachers are lack of raising student‘s interest and students are lack of interest and motivations are 

the common problems stated in the statement of the problem. Data gained through the three tools 

were analyzed based on the objectives and research questions. Thus, the data related to find out 

EFL teachers perception of CBLI in teaching English reading skills, to see the practice of EFL 

teachers‘ CBLI approach, to identify the challenges of EFL teachers‘ faced in implanting CBLI 

approach and to see the awareness of EFL teachers‘ CBLI approach in teaching English reading 

skills. So, to answer those questions, the both quantitative and qualitative data‘s were used. 

These were questioner, interview and classroom observation. The data collected from all the 

participants using those tools were analyzed by using frequency counting, percentage and 

description of qualitative data. Accordingly, questionnaire, classroom observation and 

interviewswere analyzed respectively.  

4.1. Analysis of Data Obtained From Questionnaire 

These closed ended items, typically are 5 pointersLickert scale items where the respondentsare 

required to complete the questionnaire. Questionnaires collected from 40 respondents were 

processed and analyzed in the form of tables using frequency. Each tableisfollowed by 

description, analysis and interpretation in line with the basic questions targeted to answer the 

objective of the study. 
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Table1. EFL teachers’ perceptions of using CBLI approach in teaching English reading 

Skills. 

N
o
 

 It
em

s 
 

Response Tota

l 

Total 

SA (5) A (4) I vn‘t I (3) D (2) SD (1)  % 

f % F % f % f % f %   

1 CBLI approach becomes 

effective for students 

reading skills, if I use it 

through effective models. 

- - 4 10 3 7.5 13 32.5 20 50 40 100 

2 

 

I am interested to use 

CBLI approach in 

teaching reading skills. 

- - 5 12.5 5 12.5 10 25 20 50 40 100 

3 

 

CBLI approach activates 

students reading and it 

helps them to easily 

integrate the content with 

the language. 

- - 5 12.5 - - 15 37.5 20 50 40 100 

4 

 

I am interested to teach 

reading skills through 

focusing to content rather 

than grammar and 

vocabularies. 

10 25 5 12.5 - - - - 25 62.

5 

40 100 

5 

 

CBLI approach offers the 

opportunity for students‘ 

academic needs. 

2 5 3 7.5 5 12.5 10 25 20 50 40 100 
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As Table1, item1, depicts that 20(50%)of the respondents confirmed strongly disagree, 

13(32.5%)of the respondents confirmed disagree, 3 (7.5%) of the respondentsconfirmed I 

haven‘t idea and 4 (10%) of the respondents confirmed agreedwith the statement. EFL teachers 

use CBLI approach through effective models. With regards to the claim the majority of the 

respondents were strongly disagree and disagree for the effectiveness of CBLI approach in 

teaching reading skills. However, some of the respondents were haven‘t idea with the approach. 

Whereas, some of the respondents were agree with the claim. During the interview, teachers 

pointed out most of them were not implement this approach through using effective models, 

some implement it according to the given task and some of them were not have awareness for the 

approach. 

Some of the reason they raised were: 

 He/she didn‘timplement it because it takes more time. 

 He/she didn‘t haveenough skill and training. 

 He/she didn‘t haveawareness to implement it. 

From the above information, we may possible to say that EFL teachers have negative perception 

for content- based language instruction approach. 

As shown in the same table, item 2 was planned to know whether EFL teachers have the interest 

of using CBLI approach. As table 1 illustrates, 20(50%) of therespondents confirmed strongly 

disagree, 10 (25%)of the respondents confirmed disagree, 5(12.5%) of the respondents 

confirmed Ihaven‘t idea and 5(12.5%) of the respondents confirmed agreed with the statement. 

From the above information,it may possible to say that EFL teachers are not interested to use 

CBLI approach in teaching reading skills. To support this result, Major principles underlying 

theme-based model contain automaticity, meaningful learning, intrinsic motivation, and 

communicative competence (Brown, 2001).  

As shown in the same Table, item3 was intended to investigate whether CBLI approach activates 

students reading and it helps them to easily integrate the content with the language. As item3 in 

table1 depicts,the majority of respondents, 20 (50%) strongly disagree, 15 (37.5%) disagree and 
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5 (12.5%) agreed with the statement. The majority of respondentsconfirmed that, agree with the 

statement. When they were interviewed, ―in order to lack of students interest and motivation; 

they didn‘t easily integrate the content with the language. 

From the above information, we may say that EFL teachers haven‘t interest to use CBLI 

approach in teaching reading skills. To support this result, Major principles underlying theme-

based model contain automaticity, meaningful learning, intrinsic motivation, and communicative 

competence (Brown, 2001). 

As shown in the same Table, item 4, was intended to investigate whether to know the interest of 

EFL teachers in teaching reading skills through focusing to the content rather than grammar and 

vocabularies. As shown in table, 25(62.5%) of the respondents confirmed disagree, 10(25%) of 

the respondents confirmed strongly agree and 5(12.5%)of the respondents confirmed agreed with 

the statement. Concerning to this, more than half of respondents responded that they were not 

interested to teach reading skills through focusing CBLI approach rather than grammar and 

vocabularies. However, some of the respondents were interested to teach reading through CBLI 

approach. To support this result, According to Krashen (1982), in content-based language 

instruction, students can acquire the content area of the subject matter with comprehensible 

input, and simultaneously increase their language skills. 

As shown in the same Table, item 5was intended to investigateif CBLI approach offers the 

opportunity for students‘ academic needs. As itdepictsin table, 20(50%) of the respondents 

confirmedstrongly disagree, 10(25%) of therespondents confirmed disagree, 5(12.5%)of the 

respondents confirmed I have no idea, 3(7.5%) of therespondents confirmed agree and 2(5%) of 

the respondents confirmed strongly agreedwith the statement. When they were interviewed, 

―most of students‘ motivation and interest is not attractive to teach reading through CBLI 

approach‘‘.  

Generally, the statement was intended to collect information of EFL teachers‘ perception of 

CBLI approach in teaching reading skills. Most of the respondents were disagree to use CBLI 

approach in teaching reading skill. So they were having negative perception to use CBLI 

approach in teaching reading skills. To support the general result, Johnson (1994), states research 
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on teachers‘ perception consists of three basic assumptions. The first one is teachers‘ perception 

influence their judgment. Secondly, perception plays role in how information on teaching is 

translated in to classroom practices. Thirdly, understanding teachers‘ perception is essential to 

improve teaching and teachers‘ educational program.  

Table2. EFL teachers practices of CBLI in teaching reading skills. 

N
o
 

 It
em

s 
 

Response To

tal 

Tot

al  

SA (5) A (4) I vn‘t I (3) D (2) SD (1)  % 

f % F % f % f % f %    

6 I use visual representation to 

understand the intended 

meaning in CBLI approach. 

- - - - 4 10 16 40 20 50 40 100 

7 

 

I practice CBLI approach 

through monitoring and 

implementing the 

instructional process. 

- - 6 15 - - 14 35 20 50 40 100 

8 

 

I lead the classroom 

discussion and give 

explanation following CBLI 

models. 

2 5 3 7.5 - - 15 37.5 20 50 40 100   

9 

 

I create the opportunity for 

students to participate 

reading activities through 

focusing to the content rather 

than grammar and 

vocabulary items. 

- - 13 32.5 - - 5 12.5 22 55 40 100 

10 

 

I create awareness for 

students about reading skills. 

2 5 2 5 - - 14 35 22 55 40 100 
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As Table 2, item 6 shows, 20(50%) respondents responded strongly disagree, 16 (40%) 

respondents responded disagree and 4(10%) respondents responded I have no ideawith the 

statement. This implies, all most all of EFL teachers didn‘t use visual representation to 

understand the intended meaning when they teach reading skills.  

As illustrated in the same Table, item 7 shows, 20(50%) of the respondents responded strongly 

disagree, 14(35%) of the respondents responded disagree and 6(15%) of the respondents‘ 

responded agreed with the statement: ―I practice CBLI approach through monitoring and 

implementing the instructional process.‖ As the result shows majority of respondents responded 

that they didn‘t practice CBLI approach through monitoring and implementing the instructional 

process. To support this result, Stoller and Grabe (1997), suggested six T-S approaches to build 

coherence in content- based instruction. 

As illustrated in the same Table, item 8, 20(50%) of the respondents responded strongly 

disagree, 15(37.5%) of the respondents responded disagree, 3(7.5%) of the respondents 

responded agree and 2(5%) of the respondents responded strongly agreedwith the statement. As 

shown in their response more than half of the respondents didn‘t give explanation of CBLI 

models, which includes them-base model, shelter model and adjunct models. It is only 2(5%) and 

3(7.5) of them tried to give explanation of CBLI models. This means that majority of EFL 

teachers didn‘t follows CBLI models in practicing reading skills. 

As shown in the same Table, item 9, 22(55%) of the respondents responded strongly disagree, 

5(12.5%) of the respondents responded disagreedand 13(32.5%) of the respondents responded 

agreed with the statement.As the result shows, majority of the respondents responded that they 

didn‘t practice reading skills through focusing content activities than grammar and vocabularies. 

However, only13 (32.5%) of the respondents practiced reading skills through focusing content 

activities. To support this result, Krashen(1982), stated that in content based language 

instruction, students can acquire the content area of the subject matter with comprehensible input 

and simultaneously increase language skills. To achieve the goal of language skills improvement, 

the focus of teaching on the authentic and meaningful input, not on the grammatical form. 
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As shown in the same Table, item10, 22 (55%)of the respondents responded strongly disagree, 

14 (35%) of therespondents responded disagree, 2 (5%)of the respondents responded agree and 2 

(5%) of the respondents responded strongly agreedwith the statement. Most of the respondents 

responded that they didn‘t create awareness for students about reading skills. It is only 2(5%) and 

2(5%) of them respectively create awareness for students about reading skills. 

Table3. The challenges of EFL teachers’ faced in implementing CBLI approach. 

N
o
 

 It
em

s 
 

Response Tota

l 

Tota

l  

SA (5) A (4) I vn‘t I (3) D (2) SD (1)  % 

f % F % f % f % f %   

11 I have the challenges to 

support students by 

supplementing reading 

materials through using text 

of various genres and students 

gathered materials. 

30 75 8 20 - - 2 5 - - 40 100 

12 

 

I have faced difficulties in 

presenting content 

knowledge in the class. 

3 7.5 - - - - 14 35 23 57

.5 

40 100 

13 

 

I have the challenges in 

raising students‘ interest and 

motivation. 

24 60 13 32.

5 

- - 3 7.5 - - 40 100 

14 I do not use authentic and 

audiovisual materials in the 

class. 

22 55 15 37.

5 

- - 2 5 1 2.

5 

40 100 

15 

 

I have faced difficulties to 

encourage students learn 

through learner centered 

activities. 

20 50 10 25 - - 7 17.5 3 7.

5 

40 100 



54 | P a g e  
 
 
 

As illustrated in Table3, item11, 30(75%)of the respondents replied strongly agree, 8(20%) of 

the respondents replied agree and 2(5%) of the respondents replied disagreedwith the statement. 

As the result shown, the majority of respondents responded that they have challenges to support 

students by supplementing reading materials through using text of various genres and student 

gathered materials. However, a few numbers of respondents were supplement reading materials 

through text of various genres. This means that most of EFL teachers have challenges in 

supplementing reading materials through using text of various genres and students gathered 

materials through CBLI approach in teaching reading skills. 

To support this result, (Davies, 2003) stated that, in teaching philosophy that learners‘ motivation 

may be highly activated by interesting topics and content and those learners need to enjoy 

learning. Therefore, theme-based CBI is the best teaching approach for combining language 

learning and content learning. Teacher-compiled content resources, Teacher-generated content 

resources, Task-generated content resources, and External content resources are the four basic 

types of texts are found effective in Theme- based CBI to engage students in improving their 

content and skills.  Texts of various genres, audio, visual materials, Lectures, worksheets, 

graphic representations, Manuals, Handouts, Student scripts, discussions, activities, student-

gathered materials and Guest speakers by the subject experts, Material from the library and 

websites would be appropriate material as content resources. 

As shown in the same Table, item12, 23(57.5%)of the respondents replied strongly disagree, 

14(35%) of the respondents replied disagreeand 3(7.5%) of the respondents replied agreed with 

the statement. As the result shows most of EFL teachers didn‘t have challenges in presenting 

content knowledge to the classroom. Only, 3 (7.5%) of the respondents have faced difficulties in 

presenting content knowledge. This means that, EFL teachers didn‘t have challenges to present 

content knowledge in teaching reading skills. 

As shown in the same Table, item13, 24(60%) of the respondents replied strongly agree, 

13(32.5%) of the respondents replied agree and 3(7.5%) of the respondents replied disagreed 

with the statement. As the result shown, most of EFL teachers have challenges in raising 

students‘ interest and motivation. Only 3(7.5%) of the respondents were responded that, they 

didn‘t have challenges in raising students interest and motivation. To support this result, 
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Grabeand Stoller (1997), keeping students motivated and interested are two important factors 

underlining content-based instruction. Motivation and interest are crucial in supporting students‘ 

success with challenging, informative activities that support success and which help the students 

learn complex skills. Content them-based instruction can be taught by an EFL teachers; a content 

specialist is not a requirement. 

As shown in the same Table, item14, 22(55%) of the respondents replied strongly agree, 

15(37.5%) of the respondents replied agree, 2(5%) of the respondents replied disagree and 

1(2.5%) of the respondents replied strongly disagreed with the statement. As the result shows, 

more than half of EFL teachers didn‘t use authentic and audio visual materials. To support this 

result, Briton etal, (1989) indicate that authentic materials with simplified language are of great 

choice with an attempt to integrate the topic into teaching of all language skills. 

As shown in the same Table, item 15, 20(50%) of the respondents replied strongly agree, 

10(25%) of the respondents replied agree, 7(17.5%) of the respondents replied disagree and 

3(7.5%) of the respondents replied strongly disagreedwith the statement. Most of the respondents 

responded that they prefer teacher- centered teaching than learner-centered. To support this 

result, Littlewood (1981) indicates that CBLI classroom is learner-centered rather than teacher-

centered. 

Generally, the statement was intended to collect information on the challenges of EFL teachers 

faced in implementing CBLI. Most of respondents were have challenges in implementing CBLI 

approach. 
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Table4. EFL teachers’ awareness of CBLI approach in teaching English reading skills. 

N
o
 

 It
em

s 
 

Response Total Tota

l  

SA (5) A (4) I vn‘t I 

(3) 

D (2) SD (1)  % 

f % F % f % f % f %    

16 I have no awareness about 

CBLI approach. 

- - 15 37.5 - - 25 62.5 - - 40 100 

17 

 

I don‘t pay attention for 

CBLI approach. 

10 25 20 50 - - 15 37.5 - - 40 100 

18 

 

I do not offer sufficient 

professional learning and 

development to enhance 

knowledge of CBLI 

approach. 

25 62.5 5 12.5 - - 10 25 - - 40 100   

19 

 

I was not trained in CBLI 

approach to teach the target 

language. 

- - 15 37.5 - - 25 62.5 - - 40 100 

20 

 

I was trained in CBLI 

approach to teach the target 

language. 

- - 25 62.5 - - 15 37.5 - - 40 100 
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Table 4 was intended whether to know EFL teachers awareness of CBLI approach. 

As illustrated in Table 4, item 16, 25(62.5%)of the respondents disagree and 15(37.5%) of the 

respondents responded agreed with the statement. The majority of respondents responded that 

have awareness for CBLI approach. However, some of the respondents responded that haven‘t 

awareness for the approach. That means the majority of EFL teachers have awareness for CBLI 

approach. 

As shown in the same Table, item 17, 20(50%) of the respondents agree,10(25%) of the 

respondents strongly agree and 15(37.5%) of the respondents responded disagree with the 

statement. The majority of respondents responded that they didn‘t pay attention to the approach. 

Whether, a few of respondents responded that, they have pay attention to CBLI approach. That 

means majority of EFL teachers didn‘t implement CBLI approach. 

As shown in the same Table, item 18, 25 (62.5%)of the respondents strongly agree, 5(12.5%) of 

the respondents agree and 10(25%) of the respondents responded disagreed with the statement. 

As the result shown, majority of respondents responded that they didn‘t offer sufficient 

professional learning to enhance knowledge of CBLI approach. To support this result, (Conn, 

2010); Leavitt, 2006), stated that teachers need a CLIL-based training as well as professional 

collaboration at the workplace to implement CBLI approach. 

As shown in the same Table, item19, 25(62.5%) of the respondents disagree and 15(37.5%) of 

the respondents responded agreed with the statement. Majority of respondents responded that 

they take training of CBLI approach. However, some of the respondents responded that they 

haven‘t take training of CBLI approach.  

As shown in the same Table, item20, 15(37.5%) of the respondents disagree and25(62.5%) of the 

respondents responded agree with statement. As the result shown, less than half of the 

respondents responded that they haven‘t take training of CBLI approach. So majority of the 

respondents have taken training of CBLI approach. However, as shown to the same table, item 

18, their training is not enough and sufficient to implement CBLI approach. 
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4.1.1. Analysis of Data Obtained From Open Ended Questions 

Open-ended questions are free-form survey questions that allow respondents to answer in open 

text format so that they can answer based on their complete knowledge, feeling, and 

understanding. It means that the response to this question is not limited to a set of options. 

Unlike questions that leaves survey responses limited and narrow to the given options, open-

ended question allows the respondents to probe deep into the respondent‘s answers, gaining 

valuable information about the subject at hand. The responses to these questions can be used to 

attain detailed and descriptive information on a topic. 

Questionnaires collected from 40 respondents were analyzed descriptively. The analysis of the 

data obtained was from the following questions; How does the application of content based 

instruction enhance students‘ academic English     reading skills? Why don‘t most EFL teachers 

have awareness about CBLI approach? Why is CBLI teaching approach essential in teaching 

reading skills? Why do you think CBLI method focuses on content area of the topics rather than 

grammar and vocabularies? Do you implement content-based language instruction approach in 

teaching reading skills? If you implement, how do you implement it? If you don‘t implement, 

why you don‘t do it? So the analysis was analyzed as follows respectively for each question. 

How does the application of content based instruction enhance students‘ academic English     

reading skills? Due to forward this questions; 

Some of EFL teachers stated that ―this method of teaching is activating students‘ active 

participation and it helps them to avoid shyness. So when students are actively participated they 

increase their reading skills in order to get enough knowledge regarding to the content‖. Their 

response implies to, Littlewoods, (1981) CBLI classroom is learner centered rather than teacher 

centered. 

Some of them stated that ―CBLI method of teaching is suitable for the students to easily integrate 

the reading skills with the languages‖. Their response implies to, Briton, Snow&Wesche, (1989), 

CBLI refers to an approach to integrate content and language learning. 

https://www.questionpro.com/article/survey-question-answer-type.html
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Some others stated that ―content-based language instruction is develop students‘ academic 

English reading skills through understanding text of topics, coherence, them and different tasks‖. 

Their response implies to, Stoller and Grabe (1997), claimed that students interest, relevance, 

instructional appropriateness, length, coherence, connection to other materials, accessibility, 

availability and cost are important.   

Why don‘t most EFL teachers have awareness about CBLI approach? Due to forward this 

questions; 

More than half of EFL teachers stated that, ―the reason most of EFL teachers haven‘t an 

awareness to CBLI; this method of teaching is given in master‘s program to the course of 

syllabus design and material development. So unless second degree program teachers the rest of 

first degree teachers are not aware of this method of teaching‖. 

Some of them stated that, ―we don‘t have any idea to why EFL teachers haven‘t awareness to 

this approach; but we think it depends on the teachers‘ understanding‖. Their response implies 

to, Crandall, (1999:608) teachers who are to teach the target language with CBI have to be 

trained in places where specialized teacher training for CBI therefore, to be an ESL teachers for 

CBI, one needs sufficient time to master co-planned curriculum and instruction. 

Why is CBLI teaching approach essential in teaching reading skills? 

More than half of EFL teachers stated that ―although we EFL teachers aren‘t always implement 

this approach it is essential for students to develop their reading skills through the academic 

need; it empowers their vocabulary; engage them to react more; lead them to comprehend the 

text more; rise their thinking ability and it is easy approach to integrate the content with the 

language‖. 

Some of EFL teachers said that ―we haven‘t any awareness for this approach so it is difficult for 

us to know its advantage‖. 
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Why do you think CBLI method focuses on content area of the topics rather than grammar and 

vocabularies? Due to forward this questions; 

Most of EFL teachers stated that ―in the assumption when students work well in the content area 

of the topics, they can have the opportunities to discover grammar and vocabularies. It helps for 

students to learn more about the meaning rather than the form or structure. So, through this 

approach they easily learn grammar, vocabulary and other sub skills‖. 

Their response implies to, Richard & Rodgers (2001:204), point out CBLI is an approach to 

second language teaching in which teaching is organized around the content or information that 

students will acquire, rather than around a linguistic or other type of syllabus. 

Some others stated that ―because of CBLI approach is focus to content area of the topic rather 

than linguistic elements and the nature of the approach invites to learn naturally‖. Their response 

implies to Crandall and Tucker (1990:187), CBI is an approach to language instruction that 

integrate the presentation of topics or tasks from subject matter class with in the context of 

teaching a second or foreign language. 

Do you implement content-based language instruction approach in teaching reading skills? If you 

implement, how do you implement it? If you don‘t implement, why you don‘t do it? Due to 

forward this questions; 

Some of them stated that ―sometimes we implement it according to the given task and context; 

like, brainstorming and discussion activities. 

Some of others stated that ―we don‘t implement it in case of time. Because, it waste time we just 

quickly as to cover the portion as we can‖.  

Some others stated that we don‘t implement it because; we don‘t have skill and training to the 

approach. As we haven‘t hadawareness to the approach we don‘t do it. Their idea implies to, 

Crandall, (1999:608) teachers who are to teach the target language with CBLI have to be trained 
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in places where specialized teacher training for CBI exist therefore, to be an ESL teacher for 

CBI, one needs sufficient time to master co-planned curriculum and instruction.  

4.2. The Analysis of Data Obtained From Interview 

 

The analysis of the data collected through interview were from five teachers were raised from the 

following questions; what is your opinion about CBLI method? What are the advantages of 

teaching reading skills through CBLI method?  What are the barriers to use CBLI method? And 

what are the major challenges that rise from students‘ EFL teachers faced in implementing 

content-based instruction? Those interview questions were analyzed respectively as follows. As 

already mention the interviewees‘ were listed as teacher1, teacher2, teacher3, teacher4 and 

teacher 5.  

Teacher1: said that, ―content-based language instruction approach is one of the teaching 

methods which help the learners to integrate the content with the language. So, it helps the 

learners to understand the given content‖. 

Teacher2: said that, ―in my opinion, CBLI approach is necessary for teaching reading skills in 

language class‖. 

Teacher3: said that, ―CBLI method is giving attention for students‘ background knowledge  

To support the idea of all interviewee, Stoller (1997), Content-based language teaching approach 

is considered by many as an effective way to teach language in the teaching of all subject and the 

close ties of oral and written language to read make content-based language learning is the most 

persuasive way of insuring effective teaching of reading skills. 

The second interview question was what are the advantage of teaching reading skills through 

CBLI method? 

Teacher1: said that, ―the advantage of CBLI method is it helps to students to learn easily the 

intended language through the content‖. His idea implies that the term of CBLI refers to an 

approach to integrate content and language learning, (Brito, Snow&Wesche, 1989). 
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Teacher2: said that, ―the advantage of teaching reading skills through CBLI is help to learner to 

empower their vocabulary and grammar through focusing on the target language‖. His idea 

implies to, in content-based language teaching, teachers use content topic rather than grammar 

rules, vocabulary spheres, operative functions or contextual situation as the framework for 

instruction (Brito etal, 1989). 

Teacher3: said that ―the advantage of CBLI approach is helping the learners to increase their 

interest of reading through the content‖. His idea implies to Brown (2001, 49-50), content-based 

classroom may yield an increase intrinsic motivation, interest and empowerment, since students 

are focused on the subject matter that is important to their lives. 

Teacher4: said that, ―this method of teaching is important for students to develop their reading 

skills especially, if the topics are familiar to them it increases their active participation and pre 

reading skills‖.  His idea implies to, the characteristics of sheltered instruction include 

comprehensible inputs, warm and affective environments, high level of students‘ interaction, 

student centered; hand on tasks and comprehensive planning (Echevarria& Grave, 2003). 

Teacher5: said similar to idea with the second teacher, ―the advantage of content-based 

language instruction is it empowers students‘ content knowledge, motivation and increase their 

reading skills‖.  

The third interview question was what are the barriers to use CBLI method? Those five 

interviewees were responds as follows; 

Teacher1: said that ―the barrier to use content-based language instruction is shortage of enough 

time to cover the portion, lack of resources and lack of expertise to use CBLI approach‖. His 

idea implies to, Crandall (1999:608) teachers who are to teach the target language with CBLI 

have to be trained in places where specialized teacher training for CBLI exists. 

Teacher2: said that ―the barriers to apply CBLI approach are shortage of supplying authentic 

materials for students to emphasize their reading skills through additional materials‖. Which 

implies to? Designing authentic and interactive content-based assessment is required in order for 
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students to integrate information and language rather than analyzing the linguistic structure of 

the target language (Kasper, 2000). 

Teacher3: said that ―the barrier to use CBLI approach in teaching English is lack of familiarity 

with the content for students‘ social background. Example; grade 9 English textbook has a 

passage of talking about Japanese tea ceremony, which is really too difficult to understand for 

grade nine students‖. His idea implies to, Lightbown and Spanda (1999:92), CBLI is an approach 

that seeks to reach a balance between language and content rather than on talking about it.  

Teacher4: said that ―the barrier to use CBLI approach in teaching reading is students have lack 

of enough vocabulary to understand the content. So I mostly focus on the vocabulary item than 

content teaching‖. His idea implies that in content-based language teaching use content topic 

rather than grammar rules, operative function, vocabulary shares or operative function as the 

frame work for instruction (Briton etal, 1989). 

Teacher5: said that ―the barriers to use CBLI approach are lack of students‘ motivation, interest 

and active participation that give little focus to the content teaching‖.  His idea implies to, 

(Show, 1997; Slavin 1995), suggests that cooperative learning offer students the opportunity for 

greater participation and use in stressful circumstances. 

What are the major challenges that raise from students you have faced to implementcontent-

based instruction? 

Teacher1: said that, ―the major challenges of students I have faced to implement CBLI are, lack 

of students‘ interest, and motivation and active participation in the class‖. His idea implies to, 

(Shaw, 1997), students support needed for greater self-confidence and motivation builds a better 

attitude towards school studying. 

Teacher2: said that, ―the challenges I have faced to implement CBLI is students have lack of 

vocabulary, background knowledge and low level of understanding to the content‖.  

His idea implies to, (Briton etal, 1989) CBLI is integration of particular content with aims the 

concurrent teaching of subject matter and language skills. 
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Teacher3: said that ―the major challenges that are raise from students I have faced to implement 

CBLI approach, students are lack of needs, attention and awareness in the classroom in learning 

reading skills. 

Teacher4 and Teacher 5:said that ―the major challenges that are raise from students we have 

faced to implement thismethod of teaching most of students have lack of vocabulary,grammar 

and background knowledge so we focused to the languages items and just to cover the portion as 

quickly as we can‖. 

4.3. Analysis of Data Obtained From Observation 

No  Items  Teacher1 Teacher2 Teacher3 Teacher4 Teacher5 

  yes no yes no yes no yes no yes no 

1 Teachers integrate the 

presentation of topics or tasks 

from the subject matter in EFL 

class? 

  

 

 

   - 

  

       

2 Teachers satisfy the learners 

with authentic materials which 

are similar to use in native 

language instruction? 

- - - - - - - - - - 

3 Teachers teach students 

through actively engaging 

them in the learning process? 

  

 

          

4 Teachers evaluate students if 

they clearly understand the 

topics, them, texts, coherence 

and tasks or develop valuable 

study skills? 

            

5 Teachers support Students 

with additional Reading 

materials that are related to the 

content to develop valuable 
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study skills? 

6 Teachers emphasize students 

reading skill with the content 

area? 

           

7 Are students‘ interested and 

motivated in learning reading 

skill? 

               

8 Teachers clearly practice 

CBLI methods of language 

teaching? 

- - - - - - - - - - 

9 Are students actively 

participated in the class? 

           

10 All teachers are 

clearlyimplementing CBLI 

methods of teaching? 

- - - - - - - - - - 

 

As indicated in the checklist, only two of five teachers did integrate the presentation of topics or 

tasks from the subject matter. The rest of majority teachers didn‘t integrate the presentation of 

topics or tasks from the subject matter. As the observation result shows, most of the teachers 

were focus to the grammatical tasks and they gave little attention for the presentation of topics 

and contents. 

As indicated in the checklist, none of the teachers didn‘t satisfy the learners with authentic 

materials which are similar to use in native language instruction. Thus, studentshave little 

interest during reading class. During observation, most of them have low attention, participation 

and motivation in the class. EFL teachers have the challenges in raising students‘ interest with 

authentic materials. 

As indicated in the checklist, only two of five teachers did taught the students through actively 

engaging them in the learning process. Most of EFL class were teacher centered rather than 
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learner-centered and students participation were low in the reading class. During observation, 

most of students were being quiet in doing different reading tasks. So, to cover the task most of 

the time teachers were did and tell them of different reading activities. 

As indicated in the checklist, only two of five teachers did evaluate students in understanding the 

topics, them, coherence and different pre-post reading tasks. They gave little attention for the 

developments of text coherence. As result, students reading understanding is very low. 

As indicated in the checklist, only one of five teachers did support students with additional 

reading materials that are related to the content. Most of teachers didn‘t support students with 

additional reading materials that are related to the content. They taught only the reading texts 

rather than supporting students through additional reading materials. Supporting students with 

additional reading materials raise learners‘ interest, thinking and understanding ability. 

As indicated in the checklist, only one of five teachers did emphasize students reading skill with 

the content area of the subject matter. Most of them didn‘t give enough awareness for students in 

teaching reading skills. They mostly prefer highlight covering of reading text and simply asking 

and answering tasks rather than deeply teaching and aware of students through the content 

understanding of reading tasks. 

As indicated in the checklist, one of EFL classroom was interested and motivated to the learners 

in teaching reading skills. During observation, only one of EFL teacher was teach students 

attractively to the classroom. Most of students‘ motivation and interest is low to the classroom; 

they were save their time to unrelated issues rather than following to the reading tasks. 

As indicated in the checklist, none of EFL teachers did clearly practice CBLI method of 

language teaching. Some didn‘t integrate the content with the subject matter and pay attention to 

the approach. The rest didn‘t satisfy students through authentic and audio visual materials in 

order to raise students‘ interest and motivation. So, as the observation result EFL teachers didn‘t 

clearly practice CBLI approach of language teaching. 

As indicated in the checklist, only one of five teachers reading classroom is engaged students‘ 

active participation. Majority of EFL class were shows low and cool participation.  
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As indicated in the checklist, none of EFL teachers did clearly implement CBLI approach. Some 

may have challenges to support students with reinforcing materials like, audio materials, 

authentic materials, visual materials and other both teachers and students gathered materials. 

Whereas, some have challenges in rising students‘ interest and preferring teacher centered 

teaching rather than learner centered teaching. 

 

Discussion of the Findings 

The major finding from the three instruments shown, EFL teachers didn‘t clearly practice CBLI 

approach. Majority of teachers didn‘t support students through supplementary materials. They 

were having the problems in raising students‘ interest and motivation with authentic, audiovisual 

and other supplementary materials. They also prefer teacher centered rather than learner centered 

teaching classroom. EFL teachers were given little attention to CBLI approach. They didn‘t 

follow the models and principles of the approach. Practicing CBLI approach through following 

the principle and models create the opportunity to effectively implement the approach.  
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CHAPTER FIVE: SUMMARY, CONCLUSIONS and 

RECOMMENDATIONS 

5.1 SUMMARY 

This study has attempted to investigate EFL teachers‘ perception and practice of CBLI approach 

in teaching reading skills the case of secondary schools. The focus of the study was specifically 

to investigate EFL teachers‘ perception and practices of CBLI approach in teaching reading 

skills, to find out the barriers of that affect the implementation of CBLI in teaching reading and 

know EFL teachers awareness of CBLI approach. In order to investigate these basic research 

questions, the study employed mixed research method to fulfill the requirements of the 

objectives.The participants of the study were 40 secondary school EFL teachers who have been 

teachingEnglish in four governmental secondary schools in Debre Berhan town. The available 

convenience sampling techniques were used to the participants. The data were gathered through 

questionnaire, semi structured interview and observation. 

Questionnaire was prepared for 40 teachers, who have taught in Debre Berhan town. The 

questions were prepared based on review of related literature and the questionnaire consisted of 

25 items, which are 5 open and 20 close-ended questions. An interview was prepared for five 

secondary school EFL teachers, who were taught in Debre Berhan town. The observation was 

made for 4 days for an average of 40 minutes and observed five teachers, who participated for 

interview. The sample size of this study included four governmental secondary schools. The total 

number of teachers in the schools was 40. 

Accordingly, quantitative data obtained from close-ended questionnaire was analyzed through 

frequency counting and percentage in the form of tables, whereas the data obtained from open-

ended questionnaire, observation and interview were analyzed descriptively in words. In order to 

check the validity and reliability questionnaireface validity, content validity and internal 

consistency were used. Therefore, to check validity of questionnaire, content and face validity 

was used, whereas to check it‘s reliability internal consistency was employed. In order to check 

the reliability of interviews audio recorded materials was employed; whereasto check reliability 
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of observation co-observer or participant observation was employed.  Therefore, to check the 

validity of both interview and observation internal consistencies were employedfor thisstudy. 

5.2. Conclusions 

Based on the analysis, the following major conclusions have been drown. 

 EFL teachers were found having negative perception for CBLI approach. So, they didn‘t 

implement the approach through using effective models. They prefer to focus on 

grammar and vocabulary items rather than the content area of the topics in teaching 

reading skills.  

 Although, most of EFL teachers have awareness for CBLI approach, their awareness for 

CBLI was not enough and sufficient to practice and they needs further training in 

implementing it.  

 Most of EFL teachers were not paying attention for CBLI approach in teaching reading 

skills. 

 Most of EFL teachers have faced difficulties in raising students‘ interest and motivation. 

 EFL teacher have faced difficulties to tackle the challenges of students . 

 Most of EFL teachers have challenges in supporting students through authentic, audio, 

visual and other supplementary reading materials in raising students‘ interest and 

motivation. 

 Most of EFL teachers did prefer teacher centered teaching rather than learner centered 

through questioning and answering reading activities. 
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5.3. Recommendations 

Based on the conclusion the following possible recommendations are forwarded. 

  To implement CBLI approach, EFL teachers should have positive perception for the 

approach. 

  To practice CBLI approach, EFL teachers should have sufficient training and 

professional learning of the approach. 

  To tackle the challenges of CBLI approach in teaching reading skills; EFL teachers 

should practice CBLI approach. 

  To raise students‘ interest and motivation, EFL teachers should use authentic and 

audiovisual materials. 

  To decrease content difficulty, EFL teachers should support students with supplementary 

reading materials. 

  To activate students‘ participation EFL teachers should create the opportunity for 

students in questioning and answering reading activities.  

  To fulfill students‘ academic needs of CBLI approach, teachers should create awareness 

for students. 

  To aware students, EFL teachers should give explanation of CBLI models. 

  To have positive perception, EFL teachers should pay attention to the approach. 

  Syllabus designers should revise their materials in order to give attention for CBLI 

approach. 

  Teachers, learners and material readers should practice this approach to be effective in 

reading skills. 
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Appendix A: Questionnaire 

DEBRE BEREHAN UNIVERSITY 

COLLEGE OF SOCIAL SCIENCE AND HUMANITIES 

DEPARTMENT OF ENGLISH LANGUAGE AND LITERATURE 

POST GRADUATE PROGRAM 

Dear Teachers, 

 I am conducting a research entitled content based language instruction. These questionnaires are 

designed to gather information about how you teach reading skills using Content based 

instruction in English language classrooms. What attitudes you to use this instructional method? 

What challenges you face while teaching reading in such away? So, you shouldn‘t be reserved to 

express your own instructional usage in teaching reading skills. I believe you will discover a 

great deal about your ways of teaching reading in content based instruction through self-scoring 

& that provides important feedbacks for you as well as for the investigator. Hence I kindly 

request you to fill the given questionnaires.  

             Thank you very much for your kind cooperation! 

TagegnKefelegn(MA student at Debre Berhan University) 

Directions: On the following pages you will find about questionnaires related with content based 

instructions. Please read the sentences and answer in terms of how will each statement describes 

in your teaching reading. So, you are required to rate each statement on five point liker scale by 

clicking a tick mark (). 

(1) Strongly disagree,(2) Disagree,(3) I have no idea,(4) agree and(5) Strongly agree 
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Part I 

Table1. EFL teachers’ perceptions of using CBLI approach in teaching English reading 

Skills. 

No  Items  5 4 3 2 1 

1 CBLI approach becomes effective 

for students reading skills, if I use it 

through effective models. 

     

2 I am interested to use CBLI 

approach in teaching reading skills. 

     

3 CBLI approach activates students 

reading and it helps them to easily 

integrate the content with the 

language. 

     

4 I am interested to teach reading 

skills through focusing to content 

rather than grammar and 

vocabularies. 

     

5 CBLI approach offers the 

opportunity for students‘ academic 

needs. 

     

Key (5) =strongly agree, (4) =agree, (3) =I have no idea, (2) =disagree, (1) =strongly disagree 
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Table2. EFL teachers practices of CBLI in teaching reading skills. 

No  Items  5 4 3 2 1 

6 I use visual representation to 

understand the intended meaning in 

CBLI approach. 

     

7 I practice CBLI approach through 

monitoring and implementing the 

instructional process. 

     

8 I lead the classroom discussion and 

give explanation following CBLI 

models. 

     

9 I create the opportunity for students 

to participate reading activities 

through focusing to the content 

rather than grammar and 

vocabulary items. 

     

10 I create awareness for students 

about reading skills. 

     

Key (5) =strongly agree, (4) =agree, (3) =I have no idea, (2) =disagree, (1) =strongly disagree 

 

 

 

 

 

 



80 | P a g e  
 
 
 

Table3. The challenges of EFL teachers’ faced in implementing CBLI approach. 

No Items 5 4 3 2 1 

11 I have the challenges to support students by 

supplementing reading materials through 

using text of various genres and students 

gathered materials 

     

12 I have faced difficulties in presenting 

content knowledge in the class. 

     

13 I have the challenges in raising students‘ 

interest and motivation. 

     

14 I do not use authentic and audiovisual 

materials in the class. 

     

15 I have faced difficulties to encourage 

students learn through learner centered 

activities. 

     

Key (5) =strongly agree, (4) =agree, (3) =I have no idea, (2) =disagree, (1) =strongly disagree 
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Table4. EFL teachers’ awareness of CBLI approach in teaching English reading skills. 

 

No  Items  5 4 3 2 1 

16 I have no awareness about CBLI 

approach. 

     

17 I don‘t pay attention for CBLI 

approach. 

     

18 I do not offer sufficient professional 

learning and development to 

enhance knowledge of CBLI 

approach. 

     

19 I was not trained in CBLI approach 

to teach the target language. 

     

20 I was trained in CBLI approach to 

teach the target language. 

     

 

Key (5) =strongly agree, (4) =agree, (3) =I have no idea, (2) =disagree, (1) =strongly disagree 

Part II open-ended questioners 

1, How does the application of content based instruction enhance students‘ academic English     

reading skills?  

2,  Why don‘t most EFL teachers have awareness about CBLI approach? 

3, Why is CBLI teaching approach essential in teaching reading skills?  

4, Why do you think CBLI method focuses on content area of the topics rather than grammar and 

vocabularies?  

5, Do you implement content-based language instruction approach in teaching reading skills? If 

you implement, how do you implement it? If you don‘t implement, why you don‘t do it? 
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Appendix B: Interview for teachers 

Dear teachers, 

The purpose of this interview is collecting data a study to see teaches‘ perception of 

 Content-Based Language Instruction (CBLI)approach in teaching reading skills in 

secondary school teachers. Your genuine response to questions will help me to gather reliable 

data about your perception and implementation of CBLI approach in teaching reading skills. 

Thus, you are kindly requested to answer each question carefully. 

Thank you! 

Name of the school——————————————— 

Name of teacher————————————————— 

Qualification——————————————————— 

Grade level you teach——————————————— 

Your experience in teaching English language________________ 
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Questions concerning about teachers perception of CBLI approach in teaching 

reading skills. 

1, What is your opinion about CBLI method?  

2, What are the advantages of teaching reading skills through CBLI method?   

3, What are the barriers to use CBLI method?  

4,What are the major challenges that raise from students you havefaced to implementcontent-

based instruction? 

 

Thank you very much! 

 

 

 

 

 

 

 

 

 

 

 



84 | P a g e  
 
 
 

Appendix C: Classroom observation 

DEBRE BERHA UNIVERSITY 

COLLEGE OF SOCIAL SCIENCE AND HUMANITIES DEPARTMENT OF 

ENGLISH LANGUAGE AND LITRATURE 

POST GRADUATE PROGRAM 

 

Name of school; Baso secondary school, H/Mamo secondary school, Debre Eba secondary 

school and Debre Berhan general secondary school. 

Teacher Name___________________________ grade/section ____________topic 

___________date _______________period____________ 

Direction; this classroom observation checklist is designed to get information how EFL teachers 

practice CBLI approach in teaching reading skills. 
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4.3. Analysis of Data Obtained From Observation 

No  Items  Teacher1 Teacher2 Teacher3 Teacher4 Teacher5 

  yes no yes no yes no yes no yes no 

1 Teachers integrate the presentation of 

topics or tasks from the subject matter 

in EFL class? 

           

2 Teachers satisfy the learners with 

authentic materials which are similar to 

use in native language instruction? 

          

3 Teachers teach students through 

actively engaging them in the learning 

process? 

          

4 Teachers evaluate students if they 

clearly understand the topics, them, 

texts, coherence and tasks or develop 

valuable study skills? 

          

5 Teachers support Students with 

additional Reading materials that are 

related to the content to develop 

valuable study skills? 

          

6 Teachers emphasize students reading 

skill with the content area? 

          

7 Are students‘ interested and motivated 

in learning reading skill? 

          

8 Teachers clearly practice CBLI methods 

of language teaching? 

          

9 Are students actively participated in the 

class? 

          

10 All teachers are clearly implementing 

CBLI methods of teaching? 

          

 


