
Asian EFL Journal. Professional Teaching Articles. Vol. 60 May 2013 

 

 

 

 

 
 
 

 
 
 

The Asian EFL Journal 

Professional Teaching Articles 

May 2013 

Volume 60 

 

 

 

 

 

Senior Editors: 

 

Paul Robertson and Roger Nunn 

 

 

 

 
Asian EFL Journal



Asian EFL Journal. Professional Teaching Articles. Vol. 60 May 2013 

 

2 

 

 

 
 
 
 

Published by the Asian EFL Journal Press 

 

 

 
 

Asian EFL Journal Press 

A Division of Time Taylor International Ltd 

 

 
 

http://www.asian-efl-journal.com 

 
 

©Asian EFL Journal Press 2013 

 

 
 

This book is in copyright. Subject to statutory exception 

no reproduction of any part may take place without 

the written permission of the Asian EFL Journal Press. 

 
 
 
 

No unauthorized photocopying 

 
 

All rights reserved. No part of this book may be reproduced, stored 

in a retrieval system or transmitted in any form or by any means, 

electronic, mechanical, photocopying or otherwise, without the prior 

written permission of the Asian EFL Journal. 

editor@asian-efl-journal.com 

 

 

 
 

Publisher: Dr. Paul Robertson 

Chief Editor: Dr. Roger Nunn 

Production Editor: Roger Nunn & Nicholas Dimmitt*  

*Special thanks to Nick for stepping in at the last minute 

 

ISSN 1738-1460

http://www.asian-efl-journal.com/
mailto:editor@asian-efl-journal.com


Asian EFL Journal. Professional Teaching Articles. Vol. 60 May 2013 

 

3 

 

 

 
 
 
 
 

Table of Contents: 
 

 
 
 
1. Hassan M. Kassem ………………………………………………………..……     4-38 

-   The effect of collaborative versus individual strategic reading 

on college EFL learners’ reading comprehension and self-efficacy 

2. Dyah Sunggingwati & Hoa Thi Mai Nguyen …………………………….….     39-72 

 

-   Self-questioning strategy training:  Insights from implementation 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



Asian EFL Journal. Professional Teaching Articles. Vol. 60 May 2013 

 

4 
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Abstract 

The current study investigated the relative effect of Collaborative Strategic Reading (CSR) 

and Individual Strategic Reading (ISR) on the reading comprehension and reading self-

efficacy of EFL learners. It explored whether the cooperative element in CSR results in 

better EFL reading performance than ISR lacking this element. A convenience sample of 

105 EFL sophomores at an Egyptian College of Education participated in the study. They 

were assigned to three groups, each consisting of 35 students. A reading comprehension 

test and a reading self-efficacy scale were developed by the researcher and used to measure 

participants’ reading comprehension and self-efficacy before and after the experiment. The 

three groups were homogeneous in reading comprehension and reading self-efficacy before 

the experiment. A one-semester intervention was then carried out where one group was 

taught reading strategies according to the CSR sequence. Another group was taught the 

same reading strategies according to the direct teaching method (which the researcher 

refers to as Individual Strategic Reading (ISR) since students apply strategies individually 

in a phase that is correspondent to the cooperative phase in CSR). A control group was also 

used as a comparison group. One way ANOVA revealed that the CSR and ISR groups 

achieved significantly higher gains in reading comprehension and self-efficacy than the 

control group. No significant differences were found between the CSR and the ISR groups 

in reading comprehension and self-efficacy. That is, the two approaches proved to be 

equally effective. Pedagogical implications and suggestions for further research are 

reported. 

Key words: collaborative strategic reading (CSR), individual strategic reading (ISR), reading 

comprehension, reading development, reading self-efficacy. 
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Introduction 

With the disappearance of structuralism and the advent of cognitive theories, the traditional 

focus on teaching has been replaced with a counterbalanced focus on learning. Several theories 

and approaches have developed with the premise that the learner is not a passive recipient but 

rather an active processor of information. Learners have become to be seen as responsible for 

their learning and teachers have become more of learning facilitators than information 

providers. One of the outcomes of this shift is the emphasis placed on language learning 

strategies which, as maintained by Green and Oxford (1995: 264), make possible learners’ 

responsibility for their learning. Interest in language learning strategies originated with 

attempts, which date back to 1970s, to find out differences between successful and less 

successful language learners. These attempts rested upon the hypothesis that successful 

language learners employ strategies that less successful learners do not employ, and that these 

strategies, if identified and taught, can change less successful learners into successful ones. 

Reading is of paramount importance for FL learners (Birjandi & Noroozi, 2008), as it is one 

of the avenues through which they learn the target language in a setting that Kouroago (1993: 

169) describes as “input-poor”. Therefore, considerable research effort has been devoted to 

reading strategy instruction. Research has revealed that explicit teaching of reading strategies 

promotes learners’ reading ability in all language settings including the FL setting (e.g., 

Khezrlou, 2012; Fan, 2010; Cubukcu, 2008; Philip & Hua, 2006). Concurring with this 

research emphasis on the teaching of reading strategies, strategic reading is becoming a 

widespread practice in FL classrooms. The aim of this practice is to furnish learners with 

reading strategies that may help them to make sense of what they read both inside and outside 

the language classroom. This in fact helps with the achievement of an underlying aim in most 

reading programs - promotion of strategic readers. 

A recent approach to the teaching of reading strategies is Collaborative Strategic Reading 

(CSR) that was proposed by Klingner, Vaughn and Schumm (1998). CSR is an instructional 

sequence that combines cooperative learning and reading comprehension strategies. It creates a 

context where students collaboratively practice a number of research-based reading 

comprehension strategies. The underlying assumption beyond CSR is that cooperative work in 

small groups enables students to read texts more efficiently and employ comprehension 

strategies to better comprehend the reading material (Vaughn & Edmonds, 2006). It is also 
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assumed that cooperative small groups trigger the motivation necessary for comprehension to 

take place. Empirically, a number of studies have supported the positive effect of CSR on the 

reading comprehension of FL learners (e.g., Klingner, Vaughn & Schumm, 1998; Fan, 2010; 

Fitri, 2010; Ziyaeemehr, 2012). 

In CSR, students learn specific strategies associated with enhanced reading comprehension: 

(a) activating prior knowledge and predicting (Preview), (b) monitoring comprehension (Click 

and Clunk), (c) finding the main idea (Get the Gist), and (d) generating questions and 

reviewing key ideas (Wrap Up). Preview occurs prior to reading and consists of making 

predictions based on prior knowledge and associations with the text. Preview generates interest 

and encourages active reading. Click and clunk occurs during reading and refers to the process 

of reading for meaning (clicking) and monitoring comprehension in order to notice when 

understanding breaks down (clunking). Students are taught to use several “fix-up” strategies to 

figure out unknown words or concepts. Students also get the gist during reading by stopping 

after each paragraph to find the main idea or summarize key information. Students are taught to 

identify and briefly state the critical information in the paragraph they have just read. Wrap-up 

takes place after reading. Students generate and answer questions about what they have read, 

and summarize key ideas presented in the text (Vaughn & Klinger, 1999: 285-289). 

The collaborative application of strategies in small groups is what distinguishes CSR from 

other strategic reading approaches where students apply strategies individually like the direct 

teaching approach. In direct teaching, independent use of strategies on the part of trainees is 

achieved by direct explanation, modeling, and guided practice (Macaro, 2001). More 

specifically, the teacher (1) conveys to the students a definition of what the strategy is, the 

reason for learning the strategy, how the strategy will help them, and the steps of using the 

strategy, (2) models the strategy by thinking aloud to verbalize the thought processes involved 

in employing the strategy, (3) gives trainees more responsibility for strategy application, i.e., 

they apply the strategy under his or her supervision and guidance, and (4) encourages students 

to apply strategies on their own on current and future learning tasks. CSR uses the same steps 

but substitutes the last step with a cooperative learning phase on the premise that cooperative 

work promotes the use of strategies. However, one may contend, given that the relative effect 

on reading comprehension of CSR and ISR has yet to be researched, that individual work gives 

students the chance to assume complete responsibility and reflect better on the application of 
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strategies. One may therefore question whether the addition of the cooperative element is a real 

contribution - a query that needs to be researched. The present study was an attempt to examine 

which treatment of strategic reading, collaborative or individual, leads to better FL reading 

comprehension. Furthermore, the study aimed to test the relative effect of CSR and ISR on 

reading self-efficacy. 

Purpose of the Study 

The present study aimed to determine the relative effect of CSR and ISR on the reading 

comprehension and self-efficacy of EFL learners. No other study, to the best of the researcher’s 

knowledge, has attempted this research before. It would be a good contribution to determine if 

the addition of a cooperative element to strategic reading makes a difference. This could bear 

special significance for settings where EFL classrooms have large numbers of students because 

of limited resources, which is the case in Egypt. In such classrooms ISR is probably more 

viable than CSR. The results of the present investigation might inform teachers’ decision about 

which approach to use. This is an important decision because the learning environment needs 

to be adapted, so the CSR option can be viable. 

Statement of the problem 

Research has shown that training FL learners on reading strategies promotes their reading 

performance. The common sequence used in strategy instruction proceeds from modeling to 

guided practice to individual application. (The researcher named this sequence individual 

strategic reading, ISR, as a counterpart to the term CSR). A different sequence was introduced 

by Klingner, Vaughn and Schumm (1998) in what they termed CSR. Strategy instruction 

according to CSR proceeds from modeling to application of strategies in cooperative small 

groups. The present study aimed to identify which sequence is more effective in promoting 

reading comprehension among FL learners, a topic that has not been researched so far to the 

best of the researcher’s knowledge. Another aim of the study was to probe the relative effect of 

CSR and ISR on reading self-efficacy, i.e., learners’ beliefs in their capability to succeed in 

reading tasks. More specifically, the study addressed the following questions: 

1.  Is CSR effective in promoting EFL learners’ reading comprehension and self-efficacy? 

2.  Is ISR effective in promoting EFL learners’ reading comprehension and self-efficacy? 
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3.  Which training sequence is conducive to better reading comprehension and self-efficacy 

among EFL learners: CSR or ISR? 

Review of Literature 

Strategy Training According to the Direct Teaching Instructional Model 

A common instructional model used in teaching strategies is direct teaching. Macaro (2001: 

262) proposed a cyclical nine-step model for direct teaching of strategies: (1) raising students’ 

awareness of strategies, (2) exploration of strategies available, (3) modeling strategies, (4) 

combining strategies for a specific task, (5) application of strategies with scaffolded support, 

(6) initial evaluation of strategy training, (7) gradual removing of scaffolding, (8) overview 

evaluation, and (9) monitoring of strategy use and rewarding effort. 

Basically, direct teaching has four main components. The first component is awareness-

raising. In this component, the teacher conveys to the students a definition of what the strategy 

is, the reason for learning the strategy, how the strategy will help them, and the steps of using 

the strategy. The second component is modeling which means demonstrating the strategy with 

thinking aloud accompanying the demonstration, so students can follow the steps of the 

strategy. Modeling is then followed by guided practice where students apply strategies in actual 

tasks with scaffolded support on the part of the teacher. The fourth component is independent 

use of strategies. In this phase, students are assigned tasks where to apply strategies 

individually. Teachers monitor students’ use of strategies by checking learning logs kept by 

students. 

Research has supported the effectiveness of direct teaching in bringing about FL learners’ 

control of reading strategies and consequently promoting their reading performance (e.g., 

Muñiz-Swicegood, 1994; Kassem, 1999; Philip & Hua, 2006; Cubukcu, 2008; Takallou, 2011; 

Khezrlou, 2012; Sedigheh, 2012; Medina, 2012). Philip and Hua (2006) directly taught the 

metacognitive strategies of planning, comprehension monitoring, problem solving, evaluating 

and modifying to a sample of EFL learners. Both high proficient and low-proficient learners 

benefited from training. Cubukcu (2008) used direct instruction of multiple metacognitive 

strategies to promote EFL learners reading comprehension and vocabulary. Specifically, the 

reading comprehension and vocabulary achievement of 130 third year university students 

developed after instruction incorporating metacognitive strategies. Similarly, Takallou (2011) 
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taught the metacognitive strategies of planning, self-monitoring and self-evaluation to 93 

students majoring in Teaching English as a Foreign Language at Kermanshah Azad University 

using direct instruction. Again, training improved the reading comprehension of the subjects 

who received training in comparison with subjects who did not receive training. Direct 

instruction of cognitive strategies in a study conducted by Khezrlou (2012) proved effective in 

enhancing the reading comprehension of Iranian advanced students. Students who received 

explicit instruction on a number of cognitive reading strategies outperformed a control group 

that did not receive any training on reading comprehension. 

Strategy Training According to CSR 

The whole area of language learning strategies in general and CSR in particular is theoretically 

grounded in cognitive psychology (Flavell, 1992; Palincsar & Brown, 1984) that places 

considerable emphasis on the teaching of learning strategies, so learners can assume an active 

role in their learning. CSR is also grounded in the sociocultural theory (Perez, 1998; Vygotsky, 

1978) that maintains that learning takes place in a sociocultural environment and views learners 

as active constructors of knowledge (Johnson, 2006; Mitchel & Myles, 2004). In other words, 

learning, according to this theory, does not occur without social interaction with other more 

knowledgeable peers. Such scaffolding is prerequisite for cognitive development to take place 

(Lantolf and Thorne, 2006). 

The teaching of reading strategies according to CSR occurs in two phases: modeling and 

cooperative application of strategies (Vaughn & Klinger, 1999: 285). In the first phase the 

teacher presents the strategies to the whole class using explicit instruction, modeling and think-

aloud. After students display a good command of the strategies, the teacher assigns them to 

cooperative learning groups in which each student plays a critical role associated with the 

effective functioning of the group and the implementation of strategies (e.g., leader, clunk 

expert, gist expert, reporter). Hence, with CSR, all students are actively involved and have an 

opportunity to contribute to the group’s understanding of text. 

The strategies included in CSR are Preview, Click and Clunk, Get the Gist and Wrap up 

(Vaughn & Klinger, 1999: 285-289). In Preview, students skim the title, subtitles, headings and 

key concepts, and based on this they (a) brainstorm what they already know about the topic and 

(b) predict ideas they might learn from the text. They write their brainstormed ideas and 
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predictions in learning logs. This is intended to activate students’ background knowledge and 

raise their interest in the topic, which engages them in active reading. In Click and Clunk, 

students read the text and apply fix up strategies whenever faced with a comprehension 

breakdown. Portions of the text that make sense are “clicks”. Words, concepts or ideas that do 

not make sense are “clunks”. Students apply the following strategies to fix up clunks: (1) 

reread the sentence and look for key ideas to help them understand the word, (2) reread the 

sentence with the clunk and the sentences before or after the clunk looking for clues, (3) look 

for a prefix or suffix in the word, (4) break the word apart and look for smaller words. The goal 

of clicking and clunking is to teach students to monitor their reading comprehension, identify 

when they fail to understand and fix comprehension breakdowns.  

In the Get the Gist strategy students learn to identify the most important idea in a paragraph. 

They practice restating in their own words the most important point to verify they have 

understood what they have read. In the final strategy, Wrap up, students ask and answer 

questions about key ideas. Questions generated should tap the most important information in 

the text. During group work where these strategies are applied, students are assigned specific 

roles. Researchers use from four to eight roles. However, there are five standard roles: leader, 

clunk expert, gist expert, an announcer and an encourager (See Appendix D for detailed 

description of the various roles of group members. These descriptions are adapted from 

National Reading Panel, 2011). 

Several studies employing CSR reported positive effects of training on the reading 

comprehension of EFL learners. Klingner, Vaugn, Arguelles, Hughes and Leftwich (2004) 

examined teachers’ yearlong implementation of CSR. Five intervention and five control 

teachers from five schools participated along with their students. Intervention teachers attended 

a CSR professional development workshop and were provided with ongoing follow-up support. 

Students in CSR classrooms improved significantly in reading comprehension when compared 

with students in control classrooms. Teacher case studies revealed that with the exception of 

one teacher, students’ comprehension gains were associated with the quality of CSR 

implementation. Wang (Cited in Abidin, 2012) used CSR with sixth-graders. Sixty-two pupils 

from two intact classes were divided into a control group receiving teacher-directed reading 

instruction and an experimental group receiving CSR instruction for fifteen weeks. CSR 

improved experimental subjects’ overall reading comprehension and learning motivation.  
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Fan (2010) investigated the impact of CSR on the reading comprehension of 110 Taiwanese 

students from two intact classes. Findings showed that CSR was more effective than the 

traditional teacher-led reading approach which focuses on vocabulary and grammar teaching in 

improving reading comprehension. Qualitative data revealed that learners with good reading 

ability provided collaborative scaffolding to learners with poor reading ability. Fitri (2010) 

investigated the effect of CSR on the reading comprehension of 56 Indonesian EFL learners. 

Again CSR proved to be more effective than conventional reading activities. This same result 

was reached in a study conducted on 40 students majoring in electronics in Islamic Azad 

University (Ziyaeemehr, 2012). Participants taught reading according to CSR outperformed 

their counterparts who were taught reading through translation. 

The results of the previously surveyed studies were all indicative of the effective role of CSR 

in promoting the reading comprehension of EFL learners. However, a few studies reported 

counter indicative results of training on CSR. Huang (Cited in Abidin, 2012) employed CSR to 

improve high school EFL students’ strategic reading and critical thinking. The quantitative 

findings derived from researcher-made periodic achievement tests showed that the CSR group 

did not significantly outperform the control group. However, qualitative data analysis of the 

post-reading writing samples indicated that CSR was effective in developing students’ critical 

thinking and writing ability in terms of content and idea exploration. In addition, a majority of 

the participants considered CSR an effective method to promote their autonomous learning and 

social skills. Similarly, Zoghi, Mustapha and Maasum (2010) examined the feasibility and 

effectiveness of a reading instructional approach called MCSR -Modified Collaborative 

Strategic Reading. MCSR was implemented with 42 EFL college freshmen. Quantitative 

results indicated that participating students did not demonstrate significant gains in reading 

comprehension. However, qualitative evaluation revealed that students had positive attitudes 

towards MCSR. Overall, the conclusion was that EFL students’ strong preference for 

communicative and cooperative activities runs counter to the popular thinking that disapproves 

group work due to students’ long-standing conventional learning tradition. 

Reading Self-efficacy 

Self-efficacy is the personal belief that students have about their ability to succeed at a 

particular task (Mc Cabe & Margolis, 2001). Bandura (1994) attributes self-efficacy to four 

sources: 1) mastery experience: achievements raise our level of self-efficacy, 2) vicarious 
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experience: other individuals’ achievements motivate us to believe that we have the same 

ability in gaining achievements, 3) persuasions: what others say can influence our beliefs about 

our abilities, and 4) psychological states: anxiety, stress, and fear can influence our behavior. In 

this same respect, Bernhardt (1997) describes self-efficacious learners as learners who feel 

really confident because of the experiences they have gained in solving problems and the 

approaches they have developed based on those problem solving experiences. It is therefore 

argued that self-efficacy is a major predictor of student achievement in addition to knowledge, 

skill, value, and expectation (Schunk, 2003), for it determines learners’ willingness to expend 

effort in the activity concerned (Schunk and Zimmerman, 2007). The significance of self-

efficacy is reflected in Bandura’s proposition that “perceptions of self-efficacy influence 

motivation; they determine the goals individuals set, the effort they expend to achieve these 

goals, and their willingness to persist in the face of failure” (1994: 72). 

With respect to reading, self-efficacy means “the reader’s sense that he or she has the 

capability to read effectively” (Guthrie & Wigfield, 1999: 201). Learners with high self-

efficacy can be more persistent and determined to execute the required reading task than 

students with low self-efficacy. Self-efficacious readers, according to Wigfield, Guthrie, 

Tonks, & Perencevich (2004), are not only performing better but also more likely to persist 

through difficult reading tasks. Mastery of effective reading strategies can result in learners’ 

perceiving themselves as capable readers (Alfassi, 2004). With effective use of strategies, 

learners can perform reading tasks successfully no matter how challenging they are. These 

successful experiences accumulate over time leading to a sense of self-efficacy. 

The relationship between self-efficacy and reading performance has been explored in a 

number of studies conducted in the EFL setting. Shell, Murphy and Bruning (1989) examined 

the relationship between students’ perceived competence and their English learning outcomes. 

Findings indicated that students’ perceived self-efficacy is highly related to their reading 

achievement, and that self-efficacy is a better predictor of school reading performance than 

outcome expectance. This same finding was reached in a study conducted by Shell, Colvin and 

Bruning (1995) where self-efficacy rather than outcome expectance proved to be the best 

variable to tell high achievers from average achievers. Naseri and Zaferanieh (2012) explored 

the relationship between reading self-efficacy beliefs, reading strategy use and reading 

comprehension in a sample consisting of 80 Iranian Junior and Senior EFL students. Data 
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revealed significant strong positive correlation between reading self-efficacy beliefs and 

reading comprehension and also between reading self-efficacy beliefs and reading strategy use. 

Mills, Pajares & Herron (2006) studied the relationship between self-efficacy, anxiety, and 

French proficiency in reading and listening. Results showed that Students’ reading self-efficacy 

in French was positively related to reading proficiency. Similarly, Ghonsooly & Elahi (2011) 

explored the relationship between EFL learners’ reading self-efficacy on one part and their 

reading anxiety and reading achievement on the other. One hundred and fifty sophomores 

majoring in English literature at three universities participated in the study. The results 

indicated that there was a significant negative correlation between the participants’ reading 

self-efficacy and their reading anxiety. The results also showed that high self-efficacious 

participants achieved higher scores in the reading comprehension course than low self-

efficacious participants.  

Shang (2010) investigated Taiwanese EFL learners’ use of cognitive, metacognitive and 

compensation reading strategies, their perceived impact on self-efficacy, and the relationships 

between reading strategy use and perceived self-efficacy on their English reading 

comprehension. Fifty-three university English-major freshmen participated in the study. A 

significant positive relationship was found between the use of reading strategies and 

perceptions of self-efficacy. In a study that went further than exploring the correlation between 

self-efficacy and reading performance, Aghaie & Pillaie (2011) tested the impact of explicit 

teaching of cognitive and metacognitive reading strategies on reading performance and self-

efficacy of EFL learners. The experimental group that was taught strategies explicitly achieved 

significantly better results than the control group that did not receive strategy training in 

reading comprehension and reading self-efficacy. 

Methodology 

Participants 

One hundred and five second year English majors at the College of Education, Tanta 

University, Egypt were randomly selected to participate in the study in the academic year 

2010-2011. They were randomly assigned to three groups, each consisting of 35 students. One 

group was taught reading strategies according to CSR and another according to ISR. A third 

group that served as a comparison group did not receive training. Participants had learned 
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English for 7 years: 6 years in the pre-university stage and 1 year in the College of Education 

where they are prepared to be EFL teachers. The participants study literature, linguistics, as 

well as various educational subjects. The courses they take do not include reading 

comprehension. However, Mastery of reading strategies is crucial for these students to help 

them with their academic study. Furthermore, they will be required to teach reading strategies 

to students when they are full teachers. Arguably they also need to develop feelings of self-

efficacy, so they can transfer them to their students. 

Instruments 

Two researcher-developed instruments were used for data collection in the present study: a 

reading comprehension test and a reading self-efficacy scale. The reading comprehension test 

consisted of 4 passages of varying lengths (M = 475 word) and 40 items aiming to assess 

students’ reading comprehension. Specifically, it measured the students’ ability to identify 

main ideas (6 items), understand explicitly stated ideas (14 items), understand implied 

meanings (8 items: including making inferences, identifying the author’s purpose and tone, and 

drawing conclusions), and deduce the meaning of unknown lexical items (12 items). Each item 

was given a score of one point for a correct response and a zero for an incorrect one. Thus, the 

total score of the test was 40. 

The reading test was submitted to three EFL professors to decide on its face validity and 

appropriateness for the target population. Distractors in some items were modified based on the 

professors’ recommendations. The test was then administered to 34 students (rather than those 

who participated in the main experiment) to check its readability and internal consistency. This 

pilot administration resulted in the rewording of some item stems and distractors. The internal 

consistency of the test was then computed, yielding a Cronbach-alpha coefficient of .78. The 

reliability of the test is acceptable based on Bobko (2001), and Litwin’s (1995) criterion of 0.70 

as a minimally acceptable alpha value. Thus the test was reliable to measure the subjects’ 

reading comprehension. 

A scale was developed to assess students’ reading self-efficacy beliefs. Relevant literature on 

self-efficacy scales (e.g., Henk & Melnick, 1995; Nezami, Schwarzer, and Jerusalem, 1996; 

Seeger, 2009) helped the researcher in developing the items of the scale used in the present 

study. Several items were taken or adapted from the Reader Self-Perception Scale (RSPS) 
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developed by Henk and Melnick (1995). The RSPS has four factors constituting the self-

efficacy construct. These factors are: (1) Progress: how one’s perception of present reading 

performance compares with past performance, (2) Observational comparison: how a student 

perceives his or her reading performance compared with the performance of classmates, (3) 

Social Feedback: direct or indirect input about reading from teachers, classmates, and people in 

the family, and (4) Physiological States: internal feelings that one experiences during reading 

(Henk & Melnick, 1995: 472). No items were adapted from the social feedback factor as it 

does not apply to the Egyptian context (others seldom know about a student’s FL reading 

performance). Some other items were developed by the researcher or adapted from two other 

scales: the Persian Adaptation of the General Self-Efficacy Scale developed by Nezami, 

Schwarzer, and Jerusalem (1996) and the scale developed by Seeger (2009). 

The scale that initially included 50 items was content validated by three EFL professors to 

decide on its validity for probing EFL student reading self-efficacy perceptions. Based on the 

recommendations of the jury, some items were either reworded or deleted. The scale was then 

piloted on 34 students (rather than those who participated in the main experiment) to check its 

internal consistency. A factor analysis with Varimox rotation and eigenvalues of ≥ 1 was 

conducted on the responses of the pilot sample) to decide on the items to be included in the 

final version of the scale. This analysis is used as a data reduction technique, which takes a 

large set of variables and looks for a way to reduce or summarize the data using a smaller set of 

components. Items with factor loadings less than .4 or those that loaded significantly on more 

than one factor were deleted and the correlation matrix was reanalyzed. A four factor solution 

was found, which accounted for 67% of the total variance in self-efficacy beliefs. Three factors 

were the same as the SPRS: progress (14 Items), psychological states (12 items) and 

observational comparison (5 items). Examining the content of items that loaded onto the fourth 

factor resulted in labeling it strategic awareness (7 items). The alpha estimate of internal 

consistency for the whole questionnaire was found to be .83, which is quite reliable. 

The final form of the scale consisted of 38 items. The summated rating method was used in 

scoring the questionnaire. Participants were asked to respond to items by indicating how far 

they agree to the statements on a five-point rating scale. Each response was associated with a 

point value, where “Strongly agree” was assigned a point value of 5 and the response “Strongly 

disagree” a point value of 1. Items with negative statement were reverse coded so that higher 
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scores indicated higher self-efficacy. An individual’s score in the questionnaire is the total of 

all the items. 

Pre-testing 

Before the experiment, the reading comprehension test and the self-efficacy scale were 

administered to the three groups as pretests. One-way ANOVA was performed on the 

participants’ scores on the two dependent variables to identify if there were significant 

differences between the three groups prior to the experiment. The SPSS Version 15 was used in 

carrying out the required statistical treatments. Descriptives and ANOVA results for the 

pretests are shown in the following two tables. 

Table 1: Descriptives of the 3 Groups’ Reading Comprehension & Self-Efficacy Pretests 

Test Group N M SD 

Reading Comprehension 

CSR 35 24.1 5.29 

ISR 35 23.8 5.39 

Control 35 24.2 4.74 

Self-Efficacy 

CSR 35 100.5 12.27 

ISR 35 98.6 11.76 

Control 35 99.6 12.38 

Table 2: ANOVA Results of the 3 Groups’ Reading Comprehension & Self-Efficacy Pretests 

Test 
 Sum of 

Squares 

df Mean 

Square 

F Sig. 

Reading Comprehension Between Groups 

Within Groups 

Total 

4.248 

2709.600 

2713.848 

2 

102 

104 

2.124 

26.565 

.080 .923 

Self-Efficacy Between Groups 

Within Groups 

Total 

58.533 

29.267 

146.010 

2 

102 

104 

2.124 

26.565 

.200 .819 

No significant differences were found between the three groups on the reading 

comprehension and self-efficacy pretests. The three groups were therefore homogeneous in 

both variables prior to the experiment. 
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Training Procedures 

The experiment was carried out in the first semester of the academic year 2010-11. Participants 

received a 2-hour weekly session for 14 weeks (total hours = 28). Reading passages used in 

training were selected from different sources. Great care was taken to select passages with 

general themes (not knowledge-specific). That passages could be used for strategy training was 

another selection criterion. The CSR group was taught reading strategies according to the CSR 

sequence. The ISR group was taught strategies according to the direct teaching sequence. The 

control group received no training. Training was implemented in two phases: direct teaching of 

strategies and independent use of strategies. The first phase was the same in the two 

experimental conditions. The second phase differed in the two conditions. 

In the first phase the students were taught the target reading strategies directly for four 

weeks. Training in this phase was implemented in the following steps: Direct explanation and 

modeling: The researcher conveyed to the students the prerequisite information about the target 

strategy. Following this, the researcher modeled the strategy by giving examples and thinking 

aloud. Guided practice: Students practiced the strategies with the researcher providing 

guidance and feedback. Several examples were employed to bring about students’ control of 

the strategies. Assignment: The researcher gave the students an assignment to do at home. 

Samples of students’ assignments were checked orally at the beginning of the following classes 

in order to enhance students’ understanding and concern for the strategies. The researcher 

gradually released the responsibility for applying strategies to students. (See Appendix C for an 

illustrative example). 

In the second phase, training procedures differed in the two training conditions. In the ISR 

group, students worked individually. The researcher gave the students the session’s passage to 

read. They were told to apply the strategies on which they were trained in the first phase, i.e., to 

brainstorm and predict ideas, apply fix-up strategies when facing clunks, summarize 

paragraphs, and generate questions on important information. They were asked to fill in the 

learning log as they read and applied strategies. In the log, there are entries to write 

brainstormed and predicted ideas, incidents of fix-up strategies, the gist of each paragraph and 

student generated question (See Appendix D). When finished, students answered their 

classmates’ questions orally. The researcher then gave them multiple-choice items to measure 

their literal and inferential understanding of the passage. At the end of the session, the 
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researcher collected learning logs to examine them (they were returned to students at the 

beginning of the following session). At the beginning of a new session, the researcher told 

students good incidents of strategies from their logs. 

In the CSR group, students applied target strategies in groups of five students. Students were 

assigned the following roles: a leader, a clunk expert, a gist expert, an announcer and an 

encourager. Each student was given a cue card illustrating what is required of him / her (See 

Appendix D). The researcher gave students the passage and told them to read it. They were told 

to brainstorm and predict ideas, apply fix-up strategies whenever coming at difficult items, 

summarize paragraphs in their own words, and generate questions on the passage. They were 

told to do this in their groups according to the cue cards they had. When finished, groups 

answered each other’s generated questions. They were then given multiple-choice items to 

measure their understanding of the passage. The researcher collected learning logs to examine 

them. At the beginning of a new session, students were told incidents of good strategies from 

their logs. 

It is clear from the training procedures that the only difference between the two training 

conditions is that students in the ISR groups applied strategies individually, whereas students in 

the CSR group applied strategies in small groups where each student had a role to perform. 

There is a possibility that cooperative learning leads to better results since students scaffold 

each other and share insightful experiences. There is an opposite possibility however that 

individual work leads to better results since students as individuals have the chance to assume 

complete responsibility and reflect better on the application of strategies. The present research 

was carried out basically to determine which possibility would come true. 

Post Testing 

The reading comprehension and self-efficacy tests were administered to the three groups 

immediately after the experiment. The scores of the participants on the two measures were 

compared using one way ANOVA to see if there were any significant differences between the 

three groups in reading comprehension and self-efficacy after the experiment. 
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Results 

Reading comprehension 

After the experiment, the reading comprehension test was administered to the three groups as a 

posttest. One-way ANOVA was performed on the participants’ scores to identify if there were 

significant differences between the three groups after the experiment. Descriptives and 

ANOVA results of the reading comprehension posttest are shown in tables 3 and 4. 

Table 3: Descriptives of the 3 Groups’ Reading Comprehension Posttest 

Test Group N M SD 

Reading Comprehension 

CSR 35 31.2 5.49 

ISR 35 30.6 5.81 

Control 35 25.1 4.69 

Table 4: ANOVA Results of the 3 Groups’ Reading Comprehension Posttest 

Test 
 Sum of 

Squares 

df Mean 

Square 

F Sig. 

Reading Comprehension 

Between Groups 

Within Groups 

Total 

781.848 

2923.143 

3704.990 

2 

102 

104 

390.924 

28.658 

13.641 .000 

Table 4 shows that scores on the reading comprehension posttest differed significantly across the 

three groups (F = 13.641, P < .05). To determine where the specific differences lay, the Tukey post-

hoc test was employed. The results of this analysis are shown in Table 5 and 6. 

Table 5: Tukey Test Results of the 3 Groups’ Reading Comprehension Posttest 

(1) group (2) group Mean Difference (I-J) Std. Error Sig. 95% confidence Interval 

     Lower 

Bound 

Upper 

Bound 

1.00     

            

2.00 

3.00 

.51429 

6.02857* 

127969 

127969 

.915 

.000 

-2.5293 

2.9849 

3.5579 

9.0722 

2.00 1.00 

3.00 

-.51429 

5.51429* 

127969 

127969 

.915 

.000 

-3.5579 

2.4707 

2.5293 

8.5579 

3.00 1.00 

2.00 

-6.02857* 

-5.51429* 

127969 

127969 

.000 

.000 

-9.0722 

-8.5579 

-2.9849 

-2.4707 

The main difference is significant at the .05 level 
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Table 6: Homogeneous Subsets of the 3 Groups’ Reading Comprehension Posttest 

   Subset for alpha = .05 

Groups N 1 2 

Cont. 35 25.1429 
 

ISR 35  30.6571 

Cont. 35  31.1714 

Sig.       1.000       .915 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 35.000. 

The Tukey post-hoc test revealed that students who were taught reading strategies according to 

CSR (M = 31.2, SD = 5.49) and ISR (M = 30.6, SD = 5.81) scored higher than students who 

received no training (M = 25.1, SD = 4.69). No significant difference was found between students 

who were taught reading strategies according to CSR and ISR. That is, both CSR and ISR proved 

effective in enhancing students’ reading comprehension. Meanwhile, no sequence, CSR or ISR, is 

better than the other. 

Self-Efficacy 

One-way ANOVA was also performed to identify if there were significant differences between 

the three groups on the reading self-efficacy posttest. Descriptives and ANOVA results for the 

self-efficacy posttest are shown in the following tables 7 and 8. 

Table 7: Descriptives of the 3 Groups’ Self-Efficacy Posttest 

Test  Group N M SD 

Self-Efficacy 

CSR 35 121.3 13.60 

ISR 35 117.4 15.45 

Control 35 102.4 12.17 

Table 8: ANOVA results of the 3 Groups’ Self-Efficacy Posttest 

Self-Efficacy 

Between Groups 

Within Groups 

Total 

6962.800 

19452.629 

26415.429 

2 

102 

104 

3841.400 

190.712 

18.255 .000 

Table 8 shows that there were significant differences in reading self-efficacy posttest across 

the three groups (F = 18.255, P < .05). To determine where differences lay, the Tukey post-hoc 

test was employed. The results are shown in Tables 9 and 10. 
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Table 9: Tukey test results of the 3 Groups’ Self-Efficacy Posttest 

(1) group (2) group Mean Difference (I-J) Std. Error Sig. 95% confidence Interval 

     Lower 

Bound 

Upper 

Bound 

1.00     

            

2.00 

3.00 

3.97143 

18.91429* 

3.30119 

3.30119 

.454 

.000 

-3.8801 

11.0627 

11.8230 

26.7659 

2.00 1.00 

3.00 

-3.97143 

14.94286* 

3.30119 

3.30119 

.454 

.000 

-11.8230 

7.0913 

3.8801 

22.7944 

3.00 1.00 

2.00 

-18.91429* 

-14.94286* 

3.30119 

3.30119 

.000 

.000 

-26.7659 

-22.7944 

-11.0627 

-7.0913 

The main difference is significant at the .05 level 

 

Table 10: Homogeneous Subsets of the 3 Groups’ Self-Efficacy Posttest 

   Subset for alpha = .05 

Groups N 1 2 

Cont. 35 102.4286 
 

ISR 35   

Cont. 35   

Sig.         1.000  

117.3714 

121.3429 

        .454 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 35.000. 

It is apparent from the results of the Tukey post-hoc test that students who were taught 

reading strategies according to CSR (M = 121.3, SD = 13.60) and ISR (M = 117.4, SD = 15.45) 

scored higher than students who received no training (M = 102.4, SD = 12.17) on the self-

efficacy posttest. No significant difference was found between students who were taught 

reading strategies according to CSR and ISR. That is, both CSR and ISR had positive effect on 

students’ reading self-efficacy. No significant difference was found between the posttest self-

efficacy of students in the CSR and ISR conditions, i.e., they are almost equal concerning their 

effect on reading self-efficacy. 

Discussion 

The treatment group that was taught reading strategies according to the ISR sequence 

outperformed the control group in reading comprehension. This supports the positive effect of 

ISR on the reading performance of FL learners. This finding is in line with several other studies 

(e.g., Kassem, 1999; Philip & Hua, 2006; Cubukcu, 2008; Takallou, 2011; Khezrlou, 2012; 
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Sedigheh, 2012). Also, the CSR group achieved significantly higher than the control group, 

hence proving the positive impact of CSR on the reading ability of FL learners. This same 

finding was reached in other studies, e.g., Wang (Cited in Abidin, 2012 2008), Fan (2010), Fitri 

(2010) and Ziyaeemehr (2012). This finding is nevertheless inconsistent with the studies 

conducted by Huang (Cited in Abidin, 2012), and Zoghi, Mustapha and Maasum (2010) where 

students trained on CSR did not perform better than students who did not receive training. 

The improvement the two treatment groups achieved in reading comprehension can be due to 

the fact that strategies make learners more actively involved in the reading task and more able 

to monitor their reading comprehension. There is a contemporary consensus that active 

involvement is a prerequisite for better learning. It is logical that active learners achieve better 

than passive learners. Furthermore, possession of effective learning strategies makes 

independent learning more viable. This is crucial, especially in EFL settings where learners 

cannot achieve good language learning by depending only on teachers who are available to 

them only for a very limited time. Success in FL learning entails that learners exert personal 

learning effort. 

The two treatment groups also outperformed the control group on reading self-efficacy. This 

suggests that reading strategy training, regardless of the sequence used: CSR or ISR, helps FL 

learners to develop positive beliefs about their reading ability. FL learners possessing effective 

reading strategies have successful experiences with reading tasks. This, in turn, may lead them 

to perceive themselves as self-efficacious readers. This explains the positive relationship 

reached in the present study and other studies (Mills, Pajares & Herron, 2006; Shang, 2010; 

Ghonsooly & Elahi, 2011; Sani & Zain, 2011; Naseri & Zaferanieh, 2012) between reading 

performance and reading self-efficacy. 

The significant increase attained in reading self-efficacy by participants in the two treatment 

groups can also be attributed to learner involvement and the deviation from the traditional 

teacher-led classroom. Both in CSR and ISR, students share responsibility with the teacher 

from the very beginning of training. Proceeding with training, teachers release responsibility to 

students until they assume complete responsibility for the reading task and the application of 

reading strategies. At the end of training, students do most of the work and teachers are just 

facilitators. This undoubtedly gives students a sense of confidence. 
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As to the relative effect of CSR and ISR on the reading comprehension and reading self-

efficacy of FL learners, the study did not find any significant differences between the two 

sequences. The two sequences proved to be almost equal in their impact on participants’ 

reading comprehension and reading self-efficacy. The CSR group achieved higher means in 

reading comprehension (M = 31.2) and self-efficacy (M = 121.3) than the ISR group (M = 30.6 

and 117.4 respectively), but the differences are not significant. There might be significant 

differences in the long run. This is a possibility that needs to be verified in research attempts 

where training lasts for longer than a semester. But the two treatments are almost equal within 

the time limits of the present study. The important implication of this finding is that ISR can do 

in settings where CSR cannot be implemented as in the case of classes with large numbers of 

students. A class in an Egyptian college can have as many as 200 students, which makes the 

application of cooperative learning a difficult alternative. 

Even though the two treatments are almost equal in their impact on reading comprehension 

and reading self-efficacy, CSR can bring about other gains. It can, for instance, promote 

interpersonal communication and social skills such as asking for clarification, persuasion and 

debate. These aspects can be enhanced as a by-product of interaction that occurs during 

cooperative group work. Such treatments that meet intended aims and at the same time lead to 

the enhancement of other language aspects as by-products are very beneficial in a FL setting, 

as they maximize learning potentials. However, the study revealed that ISR is as effective as 

CSR in enhancing reading comprehension and reading self-efficacy. Thus, the use of CSR is 

recommended when classroom circumstances are favorable. If not, ISR is an effective 

alternative. 

Conclusion and Suggestions for Further Research 

Both CSR and ISR proved effective in promoting reading comprehension and reading self-

efficacy among FL learners. This is consistent with theoretical emphases and findings of other 

studies supporting the fact that bringing about learner control of learning strategies within a 

given language skill (e.g., listening, speaking, reading, writing) leads to the enhancement of the 

skill. Strategic learners are more successful than learners lacking effective strategies. Another 

finding that may be interesting in the present study is that CSR and ISR were almost equal in 

their impact on FL learners’ reading comprehension and reading self-efficacy. This, to the best 
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of the researcher’s knowledge, can be the first attempt to examine the relative effect of CSR 

and ISR on reading performance in the FL. 

What follows are some suggestions for further research based on the findings of the present 

study: 

1. Replicating the study with younger FL learners, attempting to determine if young 

learners can process group work as entailed by CSR. 

2. Replicating the study with more extended training time. This makes it possible to 

determine if CSR leads to better gains in the long run. 

3. Assessing changes in interpersonal interaction and other social skills as a result of the 

cooperative element in CSR. 

4. Assessing the effect on reading performance of adding other reading strategies to the 

CSR instructional model such as semantic mapping and text structure. 
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Appendix A 

A Sample Reading Passage from the Reading Comprehension Test 

Lie detectors are widely used in many parts of the world to find out whether a person 

is telling the truth or not. Polygraphers, the people who operate them, claim that they can 

establish guilt by detecting physiological changes that accompany emotional stress. The 

technique adopted is to ask leading questions such as: “Did you take the money?” or 

“Where did you hide the money?”, mixed in with neutral questions, and measure the 

subject’s electrical resistance in the palm or changes in his breathing or heart rate. Such 

apparatus has obtained widespread recognition, especially in companies, where the firm 

wants to find out who is responsible for thefts. 

At first sight, it appears obvious that any simple, reliable method of convicting guilty 

people is valuable, but recent research not only raises doubts about how lie detectors 

should be used but makes it questionable whether they should be employed at all. The point 

is that, apart from many of the polygraphers being unqualified, the tests themselves are by 

no means free from error. Think of all those perfectly innocent people, with nothing to be 

afraid of, who blush and stammer when a customs officer asks them if they have anything 

to declare. Fear, and a consequently heightened electrical response, may not be enough to 

establish guilt. It depends on whether the subject is afraid of being found out or afraid of 

being wrongfully convicted. On the other hand, the person who is really guilty and whose 

past experience has prepared him for such tests can distort the results by anticipating the 

crucial questions or deliberately giving exaggerated responses to neutral questions. 

The success rate of up to 90% claimed for lie detectors is misleadingly attractive. If we 

refer such a figure to a company with 500 employees, twenty of whom are thieves, the lie 

detector could catch 18 of them but in doing so would place 32 innocent employees under 

suspicion. The problem for the management would therefore become one of deciding how 

much industrial unrest they are prepared to cause in order to eliminate theft. What concerns 

researchers even more is the fact that a certain number of innocent people are bound to be 

convicted of crimes they have not committed. 

It seems surprising that a much more effective way of using lie detectors has not 

achieved wider currency. The method consists in asking the subject to read aloud certain 

statements about the crime in question. Clearly, anyone who was unaware of the true facts 

would make no distinction between saying: “The thieves got away in a blue Ford?” and 

“the thieves got away in a red Mini”. Only a person involved in the problem would be 

likely to register any reaction when he had to read the true statement. Whether or not he 

successfully disguised his reaction, this method would at least make it virtually impossible 

for an innocent person to be convicted in his place. In moral terms, this must surely be the 

most important point at issue. 

1. What is the main idea of this passage? 

a.  lie detectors reduce the rate of crime 

b. lie detectors can be useful for companies 

c.  some criminals can deceive lie detectors 

d. lie detectors can be misleading 

2. Which of the following is a leading question? 

a.  Can you open a safe without a key? 

b. How did you open the safe? 
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c.  Have you got a safe? 

d. What is a safe used for? 

3. The most serious disadvantage of using lie detectors is that ……… 

a.  criminals can deceive the machine and pass the test 

b. polygraphers can be unqualified 

c.  innocent people can be convicted of crimes 

d. businesses will lose more than they gain 

4. Which of the following statements is NOT true ……… 

a.  Not all criminals can deceive lie detectors 

b. Only criminals get confused when exposed to lie detectors 

c.  Getting suspects to read statements is better than asking them questions 

d. The use of lie detectors has become widespread 

5. The main idea in paragraph 2 is ……… 

a.  Lie detectors can be perfect if used with caution 

b. Lie detectors are good even though they can have mistakes 

c.  Lie detectors can have better results if its method is developed 

d. Experienced criminals can deceive lie detectors 

6. According to the writer, lie detectors should ……… 

a.  be used with caution 

b. not be used at all 

c.  not be used in companies 

d. depend on evidence other than electrical resistance 

7. What conclusion can you draw about the writer of the passage? 

a.  He is mainly concerned about catching criminals 

b. He is completely against the use of lie detectors 

c.  He is concerned about not convicting innocent people 

d. He is a supporter of workers’ rights 

8. As used in the passage, the word ‘stammer’ means ……… 

a.  speak hesitatingly 

b. shout angrily 

c.  speak softly 

d. speak fast 

9. As used in the passage, ‘distort the results’ means ……… 

a.  hide the results 

b. confuse the results 

c.  predict the results 

d. realize the results 

10. As used in the passage, the word ‘eliminate’ means ……… 

a.  punish 

b. encourage 

c.  reduce 

d. describe 
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Appendix B 

The Reading Self-Efficacy Scale 

1. Reading is a pleasant activity for me.  

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

2. I read better now than I could before. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

3. When I compare myself to other students in my class, I am a good reader. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

4. Before I read an English text, I don’t feel that I’ll understand it well. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

5. I can handle more challenging reading materials than I could before. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

6. When I find reading difficult, I usually give up. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

7. I believe that I am a poor reader in English. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

8. I feel confused when I read in English. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

9. I believe that my reading comprehension improves with time. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

10. When I read, I don't have to try as hard to understand as I used to do. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

11. When I read, I can figure out words better than other students. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

12. I am not capable of improving my reading comprehension skill. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

13. I feel calm when I read. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

14. I get nervous when I read and do reading assignments. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

15. I understand what I read better than I could before. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

16. Reading in English is stressful. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

17. I can understand difficult reading materials better than before. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

18. When I read, I recognize more words than before. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 
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19. I can make a plan about reading the text before I begin to read. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

20. I feel proud inside when I think about how well I read. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

21. When I read, my understanding of important vocabulary words is better than other students. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

22. Reading makes me feel good. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

23. I do not feel I am good reader. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

24. I know what strategies to use when I read. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

25. I feel good inside when I read. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

26. I can figure out hard words better than I could before. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

27. I can concentrate more when I read than I could before. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

28. When I read, I need less help than I used to. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

29. I know what to do when I don’t understand what I am reading. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

30. I seem to know the meanings of more words than other students when I read. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

31. Reading is easier for me than it used to be. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

32. I have the ability to focus all my concentration on the content of the text I am reading. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

33. My understanding of difficult reading material doesn’t improve. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

34. I feel good about my ability to read. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

35. I am less confident in my reading than other students. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

36. If reading gets difficult for me, I am successful at fixing it up. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

37. I can analyze what I read better than before. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 

38. Vocabulary words are easier for me to understand when I read now. 

Strongly Agree Agree Undecided Disagree   Strongly Disagree 
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Appendix C 

A sample Training session (the 1
st
 Session) 

 “When we read, we relate what we know to the reading passage in order to better 

understand it. A useful strategy to carry out before reading is to brainstorm what we 

know about the passage based on the title and sub-titles, if any exists. This activates 

background knowledge relevant to the topic of the passage, which makes reading more 

focused. In this session we will read a passage with the title Stress in the Modern World. 

Let’s brainstorm what we know about the topic.” 

 The researcher gave two ideas and then students contributed ideas orally. Brainstormed 

ideas included (the researcher helped students by providing them with required 

vocabulary items): 

- Life today has become more competitive than before 

- Materialism spread at the expense of spiritual affairs 

- Man is no longer enjoying life because of being overburdened 

- People overwork to afford the rising expense of life 

- Romance and affection almost disappeared 

- Communication between people is not as good as before 

- Overpopulation deprives people of private space 

- Unemployment makes young people worried about their future 

- More and more people see psychiatrists for consultation 

- One needs to detach himself from public life to enjoy some privacy 

- Talking about concerns with intimate people can relieve a stressed person 

- One should learn to control his stress to proceed in life 

- Stress can sometimes be useful 

 “Another useful pre-reading strategy is to predict ideas that may be handled in the 

passage. This raises interest in reading and helps one read with a critical mind. Now let's 

predict ideas that might appear in the passage: Stress in the Modern World." 

 The researcher began by predicting two ideas and then encouraged students to make 

predictions. Predicted ideas included: 

- Life today is more stressful than life in the past 

- Psychiatrists' clinics receive more people than before 

- Stress can lead to psychological diseases 

- Competition in work and study make people stressed 

- Financial and social problems lead to stress 

- People differ in their ability to cope with stress 

- Some people are more likely to be affected by stress 

- What research says about ways to cope with stress 

- Romance and friendship can help people cope with stress 

 “Then we start reading the passage with all the brainstormed and predicted ideas in our 

minds. We try to get a deeper understanding of what we are reading. When we 

understand what we read, everything "clicks." However, it always happens that we meet 
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difficult vocabulary or concepts as we read. Something that is difficult is a "clunk." We 

can apply some fix-up strategies to overcome clunks. These are: 

- Reread the sentence and look for key ideas to help you understand the word. 

- Reread the sentence with the clunk and the sentences before or after it looking for clues. 

- Look for a prefix or suffix in the word. 

- Break the word apart and look for smaller words.” 

 “Now I'll read the first part of the passage to show you how to fix-up comprehension 

breakdowns. (The researcher began reading showing understanding by restating ideas in 

his own words. When coming at words that may be difficult for students, the researcher 

stopped saying this is unclear. "What's reassurance? I don't know what it means. I'll read 

the preceding sentence. It seems that reassurance is something that people who have 

mental stress need. It is used with the word psychological. It means something like 

treatment. ” 

 The researcher did another section to cover other fix-up strategies. For instance, the 

researcher showed that the word 'captivity' in the first sentence in the second paragraph is 

a difficult one and handled it this way: "the word captivity has the suffix –ity which 

makes nouns. I know the word captive, but I'll read the coming sentence to make sure of 

the meaning. Ok it is clear that captivity is the opposite of freedom. 

 The researcher then got individual students to do the same with other difficult concepts 

providing them with guidance and feedback. 

 “When we finish a paragraph, it is helpful to state its main idea in our own words. This 

proves that we understand the paragraph. It also increases our understanding of what we 

read. For example, after I read the second paragraph of our passage, I can write its main 

idea in the margin: animals lacking freedom and company do not lead normal life.” 

 The researcher repeated this with the other paragraphs and got students to summarize the 

last one.  

 “Now that we finished the reading of the passage, we can do something that shows and 

enhances our understanding of it. We can generate questions on the important ideas. 

Generate questions a teacher can ask to check students' understanding of the passage. I 

can ask the following questions on today's passage: 

- What are the main causes of stress? 

- What effect does isolation have on animals? 

- What does the example about monkeys show? 

- What is Solitary confinement used for? 

- When is ambition harmful? 

- What relieves stress as mentioned in the passage? 

- How does the relaxation exercise help with the reduction of stress? ” 

Modern life is marked by high incidence of mental stress or mental ill health. Medical 

authorities consider that roughly four out of five patients who visit doctors do so because 

they need psychological reassurance or because they suffer from psychosomatic 

disturbances rather than organic diseases. The main causes of stress fall under three main 
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headings: social isolation, over-crowding and the competitiveness of our technological 

society. 

Animals in captivity give us an opportunity to study stress behavior. Animals in zoos 

may be in perfect physical health and capable of production, but because of being kept in 

solitary confinement they show many signs of distress. For example, monkeys reared in 

isolation fail to develop normal instincts as they grow up, and when they are adult they are 

indifferent to other monkeys. This is actually the very cause why they dwindle in number. 

Over-crowding will also produce behavioral distress in animals. In the wild, a colony 

of monkeys have accepted norms of behavior and conform to a well-organized hierarchy. 

In over-crowded conditions, all these forms of social organization break down and anarchy 

prevails. 

If we examine man in society, we find similar patterns of behavior. Solitary 

confinement is the classic method of breaking a prisoner’s resistance. Free men are not, of 

course, subjected to this form of obligatory confinement, but may find themselves lonely to 

the point where social isolation leads to mental breakdown. 

Over-crowding can in the long run produce neurotic behavior. One has only to observe 

the aggressive attitude of many motorists to realize they are under stress. The number of 

unhappy, strained faces one sees in a crowded place in any of our large cities is a sign of 

the same phenomenon. Man needs air, space and a certain amount of privacy as well as 

exercise and relaxation. 

Finally, we are all subject to the stress of social or professional competition. If we have 

no ambition, we can afford to lead a relaxed life, but if we desire to excel in any particular 

form of activity, failure can lead to disappointment and dejection. Provided we have inner 

resources, these stresses are healthy and probably desirable; but overstrain in people 

without resilience can lead to breakdown. 

It seems that early childhood plays an important part in our mental constitution. It is 

the stage when the foundations of our personality are laid. If all parents could give their 

children the two basic requirements of deep affection and a sense of security, the amount of 

unhappiness later in life would drop dramatically. Love, security and plenty of talk care 

what every baby needs. If these requirements are met, children will grow up into adults 

who do not break easily. 

The three generation family system can help to reduce the stress under which people 

have to live. In this system loneliness is practically unknown, the strong competitive urge is 

lacking, and failure, although painful, is bearable. Moreover, the art of relaxation can help 

people under stress to relieve. The exercise requires no apparatus other than a chair, and 

any place will do. Just sit up straight and place your hands on your lap or the sides of the 

chair and your feet flat on the ground. Try to fix your attention on a single object and allow 

yourself to drift. Deliberately try to relax the muscles of your body and your face. 

As you practice this exercise -and you must not be discouraged if it seems useless or 

pointless in the early days- your mind will become relaxed as well. The exercise itself is 

unbelievably simple, yet it works wonders. You shed your tensions and feel refreshed. 
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Appendix D 

Handouts Given to Students to Use during Training 

Learning Log (used by all participants) 
 

Today's Topic:         Date: 

Before Reading 

Preview 

What I already know about the topic 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 

 

What I think I will learn 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 

 

During Reading 

Clunks and Gists 

1
st
 paragraph 

Clunks faced & fix-up 

strategies used 

_________________ 

_________________ 

_________________ 

_________________ 

 

The Gist 

_________________ 

_________________ 

 

2
nd

 paragraph 

Clunks faced & fix-

up strategies used 

_________________ 

_________________ 

_________________ 

_________________ 

 

The Gist 

_________________ 

_________________ 

 

3
rd

 paragraph 

Clunks faced & fix-

up strategies used 

_________________ 

_________________ 

_________________ 

_________________ 

 

The Gist 

_________________ 

_________________ 

 

After Reading 

Wrap Up 

Questions about important ideas in the passage 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 

 

What I learned 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 

__________________________________________________________ 
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Description of CSR Group Members' Roles 

Leader’s Cue Card 

Before reading During reading After reading 

Preview: 
 We know that today’s topic 

is ___________________ 

 Let’s brainstorm and write   

everything we already 

know about the topic in   

our learning logs. 

 Who would like to share 

their best ideas? 

 Now let’s predict. Look at 

the title and headings and 

think about what we might 

learn today. Write your 

ideas in your learning logs. 

 Who would like to share 

their best ideas? 

Read: 
 Who would like to read the 

next section? 

Click and Clunk: 

 Did everyone understand 

what we read? If you did 

not, write your clunks in 

your learning log. 

 (If someone has a clunk): 

Clunk Expert, please help. 

GET THE GIST: 

 Gist Expert, please help us. 

 Now we will go around the 

group and each say the gist 

in our own words. 
 

Go back and do all of the steps 

in this column for each section 

of the text. 

Wrap-Up: 
 It’s time to ask questions. 

Question Expert, please help. 

 It’s time to review. In our 

learning logs, write down one 

or two of the most important 

ideas from the passages. 

 Let’s go around the group and 

each share our most important 

ideas. 

Compliments and Suggestions 

 The Encourager has been 

watching carefully and will 

now tell us two things we did 

really well as a group today. 

 Is there anything that would 

help us do even better next 

time? 

 

Clunk Expert's Cue Card  Gist Expert's Cue Card 

Ask:   What is your clunk? 

Ask:   Does anyone know the meaning of the 

clunk? If yes: 

 Say: Please explain what the clunk means 

 Ask: Does everyone understand now? If no: 

1. Say: Read the sentence with the clunk and 

look for key ideas to help you figure out the 

word. Think about what makes sense. 

   Can anyone now explain meaning of the  

   clunk? If no, go to step 2. 

2. Say: Reread the sentences before and after 

the sentence with the clunk looking for clues. 

   Can anyone now explain the clunk? If no,  

   go to step 3. 

3. Say: Look for a prefix or suffix in the word 

that might help. 

   Can anyone now explain the clunk? If no,  

   go to step 4. 

4. Say: Break the word apart and look for 

smaller words you know. 

   Can anyone now explain the clunk? If no,  

   go to step 5. 

5. Ask the teacher for help 

 
1.  What is the most important idea we have 

learned about the topic so far? Everyone think 

of the gist and write it in your learning log. 

2.  Announcer, please call on someone to share 

their gist. 

3.  Does anyone have a different gist they would 

like to share? 

4.  Announcer, call on someone else to share their 

gist. 

5.  Help your group come up with a gist that 

includes the most important information, leaves 

out details and is ten words or less. 
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Clunk Cards 

Clunk Card #1 Clunk Card #2 

     Reread the sentence with the clunk and  

     look for key ideas to help you figure out  

     the word. Think about what makes sense. 

     Reread the sentences before and after       

     the clunk, looking for clues. 

Clunk Card #3 Clunk Card #4 

     Look for a prefix, root word, or suffix            

     that might help. 
     Break the word apart and look  

     for smaller words that you know. 

 

Announcer  Encourager 

Remember to make sure only one person talks at 

a time! 

Preview: 

 Call on at least two people to say what they 

know. 

 Call on at least two people to say what they 

think they will learn. 

Read: 

 Call on different people to read. 

Clunks 

 Call on students who have clunks. 

 Call on students to help fix clunks. 

Get the gist: 

 Call on one person to say the gist. 

 Call on at least one other person to say his or 

her version of the gist. 

Wrap Up: 

 Call on two students to share their best 

questions. 

 Call on students to answer the questions. 

 Call on all students to say something they 

learned. 

 Remember, you are responsible for telling your 

mates when they do a good job! 

Preview 

Brainstorm: 

 Tell someone they did a good job saying what 

they already know. 

Predict: 

 Tell someone they did a good job saying what 

they think they will learn. 

Click and Clunk: 

 Tell someone they did a good job figuring out 

a clunk. 

Get the Gist: 

 Tell someone they did a good job getting the 

gist. 

Wrap Up: 

Ask Questions: 

 Tell someone they asked a good question. 

Review: 

 Tell someone they did a good job saying what 

they learned. 
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Abstract 

Questioning strategy training is an increasing area of research interest in EFL education as 

it has been proved to be important in supporting students’ reading comprehension and 

critical thinking. Especially in the context like Indonesia where the teaching of reading is 

limited to a traditional approach, strictly following the textbook. The need for training in 

self-questioning strategies is critical. This paper reports the finding of a case study 

exploring the process of training in self-questioning strategies for 11th grade students in 

Indonesia. Data was collected from observations, researcher’s field notes, and interviews. 

The study indicates feasibility of the implementation, describes the practice of the 

implementation, and identifies critical factors contributing to the effectiveness of the 

implementation. It suggests a number of issues in enhancing the self-questioning 

implementation, which is practically helpful not only in the researched context but also in 

other contexts.  

Keywords: self-questioning strategy, EFL reading, Indonesia 
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Introduction  

Reading instruction literature suggests that questioning strategies can be taught to students 

to enhance reading comprehension (e.g. Hudson, 2007; Koda, 2005; Wong, 2010). In 

teaching reading, the most frequent techniques used for teaching or improving 

comprehension include teachers asking students about what they have read (Alvermann & 

Phelps, 2002; Anthony & Raphael, 2004). Teachers ask questions in reading to reconcile 

prior knowledge, develop concepts, and clarify reasons; and this strategy can often lead 

students to high level thinking (Good & Brophy, 2000; Gunning, 1992; Wong, 2010). 

However, research has shown that teachers generally do not ask questions to develop 

concepts and higher-level thinking, nor do students use questions to enhance their reading 

comprehension(Blachowicz & Ogle, 2001) Therefore, both teachers’ and students’ 

questions could be improved using questioning strategies (Galton, Hargraves, Comber, 

Wall, & Pell, 1999; Harrop & Swinson, 2003; Parker & Hurry, 2007; Tan, 2007). Self-

questioning can be used to improve the questioning strategy (Gersten, Fuchs, Williams, & 

Baker, 2001; Palincsar & Brown, 1984; Rosenshine, Meister, & Chapman, 1996; Wong, 

1985).  

Self-Questioning Strategy 

Rosenshine, Mesiter, and Chapman (1996) define self-questioning as a continuing process 

in which readers formulate questions based on the information provided by a passage. 

When they are asking questions for themselves, students show their interest about the topic 

that guides their thinking while reading. In self-questioning, the readers formulate the 

questions on the basis of clues found in the passage including searching and combining 

information they find in the passage. In the classroom, teachers can demonstrate self-

questioning by generating questions aloud during reading. In addition, Caram and Davis 

(2005) have argued that asking questions to investigate and gather information generating 

questions aligns with inquiry based learning that promotes students’ thinking.  

   Self-questioning has been examined from a range of perspectives which emphasise 

different interpretive frameworks. For example, self-questioning can be seen as both a 

cognitive and meta-cognitive process (Rosenshine, et al., 1996). As a cognitive strategy, it 
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is a guided practice for internalizing information and performing higher levels of thinking. 

It is a meta-cognitive process because through self-questioning readers are able to monitor 

and evaluate their cognitive activities in order to determine the extent of their 

understanding (Gersten, et al., 2001; King, 1994). In addition, self-questioning requires 

active processing (Wong, 1985). Active processing assumes that readers become more 

actively engaged with and therefore independently comprehend a passage when 

formulating self-questions. Palinscar and Brown (1984) argue that self-questioning makes 

readers aware of parts of the passage that they do not understand, that is concentrating on 

key ideas of the passage and linking these ideas with their prior knowledge.  

   Studies about self-questioning have been undertaken at all levels of schooling. Research 

has also established that a self-questioning strategy can be combined with other strategies 

to enhance reading comprehension. For example, Nolan (1991) studied 42 students in 

Grades 6, 7, and 8 in the U.S., whose reading comprehension was below grade level as 

assessed by Gates-MacGinitie Reading Test. The author examined whether combining self-

questioning and prediction would produce higher comprehension when compared either 

with a self-questioning strategy or a traditional vocabulary-based intervention. The 

statistical results demonstrated that students using the combined strategy scored higher on 

reading comprehension tests than students who used either self-questioning alone or 

traditional vocabulary-based intervention. Two months after the training had been 

conducted, informal feedback was obtained from 10 randomly selected students who had 

been trained to use self-questioning. Their responses indicated that they believed that the 

strategy continued to prove helpful. 

   Although some research has been done to investigate the effectiveness of student-

generated questions, several issues still remain. The studies discussed have shown that self-

questioning strategies, either modified or used with other strategies have benefits for 

comprehension. However, teaching self-questioning can be complex. For example, an 

action research project about self-questioning carried out as part of reciprocal teaching 

reported by Hashey and Connors (2003) illustrated the challenges that questioning 

presented to teachers. These authors worked with seven teachers who taught Grades 3-8 in 
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the USA context. This group of teachers had a monthly meeting to discuss and share their 

progress as well as their concerns about the application of reciprocal teaching in their 

classrooms. Each teacher designed his or her own approach on the basis of grade levels and 

instructional style. The sequence of the strategies taught were predicting, self-questioning, 

clarifying, and summarising The findings revealed that of those four strategies, the authors 

found that when teachers had to teach self-questioning, “these simple yet true concepts 

were complex to implement, causing a paradigm shift for the teacher and students” (p. 

227). The teachers were challenged to think at higher levels and to improve their 

comprehension when students generated their questions. In order to allow students to 

generate questions, the teachers in this study had to teach questioning itself in terms of 

different levels of questions before the students were able to generate their own questions. 

This implied that different levels of low to high questions should be taught before self-

questioning could be generated.  

   Besides complexity to teach self-questioning, some studies do not lend support to the 

advantages of self-questioning strategy. For example, a study by Foote (1998) replicated 

King’s studies (1989, 1990) with 120 students in an introductory psychology course in the 

U.S. by comparing the results of students who used guided questioning with those who did 

not. Three unfamiliar lecture topics were selected and 15 items, consisting of 10 items of 

multiple choice and five open-ended questions, were used. The findings revealed that there 

were no differences in the results between the guided-questions group and the unguided 

one. However, the author identified that the lack of significant results was due to the 

unfamiliar topic in the pre-test. Moreover, the self-questioning technique was not practiced 

within regular classroom activities. This finding implied that the teaching of self-

questioning needs to be embedded within regular classroom activities.  

   A study by Masuda (1992) investigated the efficacy of the self-questioning reading 

strategy in terms of comprehension, self-monitoring, and retention of science expository 

prose by university students in an experimental study, identifying that time for adequate 

training of teachers was an issue. The topics were chemistry for three weeks and biology 

for two weeks, and the treatment was conducted twice a week in the last 20 minutes of 
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class time. The author reported that the study did not lend support to the efficacy of the 

self-questioning strategy in comprehension, due to a lack of sufficient training. The 

findings suggested that giving appropriate reading material and modelling of questions 

were required. This study identified the need to provide adequate training by making more 

time available for teaching self-questioning. Similarly, Ingram (2000) examined whether 

student-generated content questions and comprehension monitoring questions could be 

used to enhance learning in web-based environments for college students. The assessment 

comprised a factual post-test, an application post-test, and a problem solving post-test. 

Students were taught to use a self-questioning strategy and to apply this to reading a 

passage. The author reported that there were no significant differences between the groups 

of self-questioning and the control group, or between the content question group and 

comprehension-monitoring group. The problem identified was the quality of the training in 

questioning.  

   Another study in a second language context was conducted by Miciano (2002) which 

explored whether self-questioning would improve comprehension of prose passages in 

English as a second language for Filipinos. The topics included news, Social Science 

passages and Natural Science passages. The news passage was the students’ preferred 

material. They were given a session of training in question formulation which ran for two 

weeks or six class meetings where they were taught to recognise and express the main idea 

of sample paragraphs and to ask questions based on them. The results revealed no 

significant differences between the average score of the self-questioning and control 

groups. The author identified that the limitations in the findings were due to the method of 

comprehension evaluation using multiple-choice questions, the training of self-questioning 

focusing on main ideas, the lack of sufficient training time, and the use of shortened 

passages. This study implied that the assessment of self-questioning could be in the form of 

asking students to generate questions and that the selected passages could be taken from the 

student textbooks without shortening.  

 

 



Asian EFL Journal. Professional Teaching Articles. Vol. 60 May 2013 

 

44 

 

Key issues for research  

Taking into account the findings of the studies that do not support the effectiveness of the 

self-questioning strategy, further research in this area needs to consider some key issues. 

First, an adequate amount of time of training for students should be provided. Effective 

training also requires appropriate reading materials and models of how to generate self-

questions. The self-questioning strategy should be practised as part of daily instruction in 

the classroom, focusing on the types of questions that extend beyond factual information. 

Also, future research requires assessment of self-questioning that is not in the form of 

multiple-choice questions, but through generating self-questions. Answering the questions 

that have been formulated is also essential to check comprehension.     

   Generally, research on the self-questioning strategy has demonstrated that this strategy 

has the potential to improve educational outcomes for all levels of education. In addition, it 

is well documented that research has been devoted to investigate the efficacy of self-

questioning in the first language context from kindergarten to college level, including pre-

service teachers and adult learners. However, limited research has been dedicated to 

investigating the effectiveness of self-questioning strategy training in second or foreign 

language contexts.  

   The teaching practices of English reading in Indonesia provide limited opportunities for 

students to engage actively with texts to foster comprehension of English reading passages. 

Teaching reading through the use of self-questioning strategies has been shown to be an 

effective approach to improve students’ levels of questioning that promotes reading 

comprehension. The need to train EFL learners on self-questioning strategies in reading 

classes is critical. Although strategies have drawn increasing attention in research, most of 

the studies focus on the effects of the questioning training. There is little evidence of the 

process of implementing self-questioning strategy for secondary EFL students in Indonesia 

where the practice of teaching reading was limited to a traditional approach to teaching 

which centres around the use of questions in the textbook and does not facilitate students’ 

thinking. Thus, this study attempts to fill this gap by exploring the implementation of 

training in self-questioning strategies to secondary EFL students in Indonesia. The research 
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aims to explore how the teachers implement self-questioning strategies in the classroom, in 

a specific context in Indonesia. More specifically, the teachers conducted a workshop about 

self-questioning strategies, which was delivered in sessions of teaching the participants 

different levels of questions, based on Bloom’s taxonomy as well as teaching them how to 

develop self-questioning.  

   A number of researchers believe that understanding and utilizing different types and 

levels of questions can support students’ systematic development of questioning strategies. 

The foundational work of Bloom (1956) postulates the use of complex and critical thinking 

skills in categorizing questions. Different levels of thinking of questions that require 

interpretation, application, analysis, synthesis, or evaluation can be described using 

taxonomies. Bloom’s taxonomy categorises different levels of thinking focusing on the 

cognitive domain (Anderson & Krathwohl, 2001; Eanes, 1997; Marzano, 2001). It consists 

of six levels in which knowledge is the lowest level, followed by comprehension, 

application, analysis, synthesis, with evaluation at the highest level (Bloom, 1956). These 

different levels of questions from Bloom’s taxonomy were used as guidelines for levels of 

questioning. The aim of the workshop was to demonstrate to students how to implement 

self-questioning strategies for English passages to assist reading comprehension 

enhancement. The current study explores how the process happened and hopes to 

contribute to the insufficient current knowledge about the practice of self-questioning 

training for secondary EFL teachers in Indonesia. While the study focuses on the research 

on training self-questing strategies in the Indonesian context, the lessons learned from that 

research may be valuable and applicable in a number of EFL Asian contexts since the 

situation of EFL teaching and learning in general and the issue of students’ critical thinking 

and reading comprehension are among the major issues for most of the non-English 

speaking countries in Asia. Within these contexts, the application of this training for 

secondary learners could provide an alternative approach to improving the current 

situation. 
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Research design  

This study focuses on an exploratory investigation of the application of questioning 

strategies with students in Indonesia. A multiple-site case study design was applied. Using 

this design allowed the researcher to investigate phenomena within their real life contexts, 

while the use of several sites in this study provided a richer and more varied set of 

circumstances to investigate (Gerring, 2007; Merriam, 1998; Yin, 2003). In this study, the 

data were collected from multiple sources; observations of the implementation of 

questioning strategies, researcher’s field notes and student interviews. 

Research context  

This study was conducted in Samarinda, the capital of East Kalimantan (better known as 

Borneo), Indonesia, where English is a foreign language to Indonesian speakers. Three 

teachers and their Grade 11 classes from three different secondary schools participated in a 

multiple-site case study which was employed to generate rich explanatory data across sites. 

Participants  

Permission to involve teachers and students was requested from the Head of Education 

Department Office of Samarinda. Once it was obtained, the principals of the three schools 

and their English teachers were approached and consent forms were signed. All 

participants’ names were replaced with codes and pseudonyms in data collection, storage 

and publication. 

   Three English teachers from Grade 11 of senior secondary level and their students 

participated in this study. There were two reasons for choosing the teachers who taught 

students at this level. First, Grade 11 teachers were selected because Grade 12 teachers 

were usually not allowed by their principals to undertake intervention programs as their 

students were working towards a national standard exam. The second reason was that the 

11th-graders had already effectively adapted from junior secondary school (Grades 7-9) to 

senior secondary school in terms of friends, teachers, and the subjects studied in Grade 10. 

Moreover, Grade 11 students were considered to have an appropriate level of knowledge of 

English requisite for this study because they had been learning English since Grade 7. They 

were expected to have learnt sufficient English that they should be able to generate self-
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questions from English passages. Three classes with a total of 101 Grade 11 students aged 

16-18 years, one class from each of the three different schools, participated in this study. 

These were 24 students from School 2, 38 from School 3, and 39 from School 5.  

   A brief description of the teachers and their classes as well as a snapshot of their students 

in the classroom, who participated in this study, is given in Figure 1. 

Figure 1.  Class-Teachers and Composition. 

Teachers 

Ati (School 3 ) Issy (School 2 ) Anna (School 5 ) 

Ati holds a bachelor degree in 

English Education. She had 

classes of 20x45 minutes per 

week of teaching in School 3. 

She taught 2x90 minute 

lessons in this class. She was 

also a language laboratory 

coordinator.  

Her class comprised 21 males 

and 18 females from the 

Social Science stream. They 

were talkative. They liked to 

talk with their friends and 

were noisy during the lessons. 

In some lessons the teacher 

had to remind them to be quiet 

so that her explanations and 

instructions could be heard.  

The students wanted an 

informal class atmosphere. For 

example they made funny 

noises if one of them tried to 

be serious in responding 

teacher’s questions. In some 

lessons, one or two students 

tried to make a joke when the 

teacher was explaining an 

idea. They liked to complete 

tasks in groups. Although the 

class was informal, the 

students and teacher had a 

mutually respectful 

Issy’s class was in School 2. 

Issy holds a bachelor degree in 

English Education and had 

been teaching since 1991. 

On top of 18x45 minute 

classes per week of English 

teaching load, she was also a 

coordinator of extra curricula 

art activities. Her class 

comprised nine boys and 15 

girls. It was a Natural science 

class and was part of an 

acceleration program which 

took students who had the 

highest achievement in Grade 

10. This class was regarded as 

one of the highest achieving 

classes in Samarinda, East 

Kalimantan. 

Issy taught 2x90 minute 

lessons in this class.   

This class was very quiet and 

formal. The teacher focused on 

the topics she was going to 

teach and the students 

concentrated on what the 

teacher taught them. They 

listened to the teacher’s 

explanations, followed 

instructions and completed the 

tasks. As they were very high 

achievers, they were very 

Similar to other teachers, Anna 

holds a bachelor degree and 

had also graduated in English 

Education. Her career in 

teaching began in 1995. She 

took 12 x45 minute lessons of 

teaching in this school and 

2x90 minute lessons per week 

with this group of students. 

There were 15 boys and 23 

girls from the Natural science 

department in her class. 

This class was a mixture of 

Ati’ and Issy’s classes. The 

class atmosphere was less 

formal then Issy’s but more 

formal than Ati’s. In some 

lessons, there were some 

arguments or questions about 

the task between students and 

their teacher. In addition, 

when the teacher monitored a 

student activity in a group, the 

students discussed the activity 

directly with their teacher. 

When the teacher asked the 

students to complete a task, 

most of them listened and did 

the task but some looked 

unhappy about it. 

Some of the students were 

talkative, while others were 
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relationship, for example Ati 

encouraged her students to 

express their ideas in class. 

When the students needed 

more time to complete a task, 

they said so and she let her 

students continue working. 

However, in some lessons she 

was very strict about what the 

students had to do. Ati gave 

clear instructions as well as 

effective feedback to her 

students. Ati tried to ensure 

that the students were 

comfortable in her class. For 

example, if one of them came 

late, she was not angry or 

upset about it, but she joked 

and teased the student by 

saying that it was because at 

the student’s area it was 

raining hard while at school it 

was sunny.   

competitive. The students 

would talk and speak when 

they were given time. 

Although, sometimes, even 

when they did not really 

understand the topic, they did 

not ask the teacher to explain.  

 

very quiet. Half of the girls 

actively responded to Anna’s 

explanations and questions, 

while the boys tended to only 

listen. Some students preferred 

group work but the rest liked 

to work individually.   

 

   On the basis of the profiles produced in Figure 1, one might predict that the teachers’ 

expertise in teaching English would be similar with some minor variation due to individual 

differences and the characteristics of the classes. Ati for example, who taught the social 

science class, might need more preparation to teach the self-questioning strategy, while 

Issy’s and Anna’s approach to teaching the self-questioning strategy, might be expected to 

be similar because they share a similar background in Natural Science.  

Data collection and analysis  

Observational techniques were employed in the observations stage during the 

implementation of self-questioning strategies with students in the classroom. The 

observational data were used to gain a better understanding of the context within which the 

program of self-questioning strategy was carried out. The researcher undertook non-

participant observations that did not disturb the class nor was she involved in any class 

activities. How the implementation of self-questioning strategies was performed in the 

classroom was the focus of observations during the implementation. These observations 
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permitted the researcher to gather more naturalistic data about the participants and the 

contexts of their teaching and learning (Gay, Mills, & Airasian, 2006). Field-notes 

contained descriptions of observations that were used for later analysis about key points of 

observations (Patton, 2002). Field-notes in this study were used during implementation of 

self-questioning strategies with students. 

   Interviews were undertaken with students in the follow-up interviews. These interviews 

were used to gather further data which could not be obtained from observations and to 

gather the students’ responses about self-questioning strategy implementation. Specifically, 

semi-structured interviews were used in this study. This kind of interview permitted the 

researcher to gain specific information about students’ perceptions of self-questioning 

strategies. It also allowed the researcher to expand on some ideas about the topics during 

the interviews (Gerring, 2007; Merriam, 1998). The interviews were audio-recorded for 

later transcription. Notes of key words were also written down during the interviews to 

assist the researcher to examine recurring ideas and statements. These notes facilitated later 

data analysis, including a focus on information that was important from the transcripts. 

   The data from the self-questioning implementation were transcribed from audio-recorder. 

Next, translating the teachers’ talk from the tape recorder was carried out. The transcripts 

were read again to get a sense of the data. Coding was employed to identify the data related 

to the implementation of questioning strategies. Further, the data were then selected and 

reduced to the data that focused on performance of the implementation of self-questioning 

strategy. Similar codes were united to provide similar themes and patterns for further 

analysis. Finally, initial analysis and conclusions were performed. Collaborating with field-

notes and video recordings developed in observations were used in data verification. This 

analysis is summarised in Appendix B. The themes that emerged were implementation 

procedures, teachers’ knowledge and confidence, researcher intervention, time, and 

students’ responses. Each of these is discussed separately in the following section.  
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Findings from the observations  

Implementation procedures  

First, the teachers were trained about self-questioning strategies. The researchers conducted 

a workshop about self-questioning strategies which was delivered in three sessions and 

consisted of teaching the teachers different levels of questions based on Bloom’s taxonomy 

as well as teaching them how to develop self-questioning. These different levels of 

questions from Bloom taxonomy were used as guidelines for levels of questioning. The aim 

of the workshop was to demonstrate to teachers how to implement self-questioning 

strategies for English passages to assist reading comprehension enhancement.  

   Although the three teachers were asked to implement the self-questioning strategies with 

the same information, the practice of the implementation varied across different classes 

(see Appendix B for the summary of analysis of the self-questioning strategy 

implementation). All the teachers follow the training sections, which consist of five sub-

themes. These are (a) introduction of Bloom’s taxonomy, (b) different levels of questions 

based on Bloom’s taxonomy, (c) self-questioning, (d) self-questioning with summarising, 

and (e) evaluation.  

   Overall, the implementation of the self-questioning strategy across the classes varied. Ati, 

who taught students from the Social Science Department, applied clear phases in the 

implementation. The first was questioning implementation; the second was self-

questioning, while self-questioning with summarising was the last session. Each session 

required two implementation meetings. For example, the first and second implementation 

meetings were about questioning, the third and fourth about self-questioning, and in the 

fifth implementation, the students learnt self-questioning with summarising. In each 

implementation topic, Ati gave an introduction, explanation, demonstration, practice in 

pairs or groups, discussion of the task, and evaluation. In addition, Ati was more innovative 

in the sessions, modifying the implementation procedures and providing a passage from a 

newspaper which was of interest to the students.  

   Meanwhile, there were more similarities between the implementation of the self-

questioning in Issy’s and Anna’s class with their Natural Science students. First, neither of 
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them introduced the topic they were going to teach to their students. Secondly, there were 

no particular patterns that they applied in the implementation. Further explanation and 

examples were not given to their students. At the end of the implementation, the evaluation 

was carried out in the last session. 

Teacher’s Knowledge and Confidence 

Ati demonstrated a more innovative approach to the implementation than the other 

teachers. For example, in the session about different levels of questions based on Bloom’s 

taxonomy, student-pairs were asked to classify questions provided from the textbooks into 

one of the particular levels of questions found in Bloom’s taxonomy. This activity was 

initiated by the teacher as it was not introduced in the workshops. This showed that Ati 

understood the material well and was able to transform her learning to generate materials 

for her students.  

   Moreover, in the self-questioning session, the students were given an article entitled “To 

smoke or not to smoke” from the national English newspaper (The Jakarta Post) provided 

by the teacher. The title of this article invited students to give their opinions or ideas as to 

whether they agreed or disagreed with smoking. This later allowed them to generate higher 

level questions that required them to make judgments about their opinions. This implied 

that the passage had been carefully selected to be appropriately used for her students in the 

implementation. Ati was therefore more innovative in the implementation as she modified 

the implementation phases, and prepared an appropriate passage for her students. 

Researcher Interventions  

During the implementation sessions, researcher interventions occurred in specific lessons 

across the three classes. For example, in Ati’s class in self-questioning with summarising in 

session five of the implementation, the students were not confident about when they had to 

generate questions from a passage. So, the researcher reminded Ati that she might ask the 

students to generate self-questions from the summary of a paragraph rather than from the 

whole passage. She then asked the student-pairs to summarise each paragraph of the 

passage. This situation may have occurred as a result of Ati not remembering that 

summarising each paragraph had to be carried out before summarising a passage.  
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   Interventions occurred three times in Issy’s class. In the first implementation session after 

Issy’s explanation, the students asked about the differences between synthesis, analysis, 

and evaluation. As their questions showed that they did not really understand her 

explanation, the researcher gave more information and examples about these levels of 

questions. This might have happened because the teacher did not yet fully comprehend 

each level of question according to Bloom’s taxonomy. Before the students were asked to 

generate questions, it was suggested to Issy that she might ask students to evaluate the level 

of questions in the textbooks. Following this, both Issy and the students then classified the 

questions provided in the textbooks as described in Bloom’s taxonomy. Finally, in the third 

session, after Issy explained about self-questioning by simply reading the guide-cards, the 

researcher provided more information to students as they still lacked the confidence to 

proceed with this task. 

   In Anna’s class, in the different levels of questions session, some students asked about 

the differences between each level but as the responses from Anna were similar to those 

given in the guide-cards, the researcher provided additional explanations about the different 

levels of questions particularly those at high levels. The necessary for this intervention 

implied that Anna was not confident about the differences in each level of questions based 

on Bloom’s taxonomy. Also, during the different levels of questions session, when the 

researcher informed Anna that students could classify the questions provided in the 

textbook beforehand to provide a perspective about questions that should not be 

formulated, she asked them next to classify the questions from the textbook, as well as 

those that they had already generated. The classification of the questions in the textbook 

was carried out before the students were asked to generate questions from the passage.  

   Overall, the researcher interventions during the implementation sessions were fairly 

minor, but indicated that the teachers were not fully confident in teaching the self-

questioning approach. This implied that they needed more time to become familiar with 

this approach and further support during the implementation. 
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Time 

Time was one of the concerns in this study since it contributed to differences in the 

implementation of self-questioning strategy across the classes. The time spent in the 

implementation in Ati’s class amounted to 790 minutes. This was double the time available 

to Issy’s and Anna’s class, each with 395 and 360 minutes respectively. Therefore, in some 

implementation sessions, the students could not complete the task because of the limited 

time. For examples in Issy’s class, the task of generating questions from the passage 

individually in the first session and making questions from the title in the third session was 

set as homework. In addition, in session four, the task of generating questions from the 

summary was continued in the subsequent implementation session. In Anna’s class in 

session three, Anna asked the students to generate questions from comprehension to 

evaluation level on the basis of Bloom’s taxonomy. Then each member of a group was 

asked to read their questions aloud. However, only two students had an opportunity to do 

this task because of limited time. In addition, in session four, when practicing the self-

questioning in groups, the students only had an opportunity to discuss the questions and 

answers at the levels of comprehension and application because the lesson ended. 

Therefore, the implementation of self-questioning in the classroom required adequate time 

to complete.  

Students’ Responses 

This section focuses on students’ responses during the implementation to provide a 

comprehensive understanding of the process of implementation of the self-questioning 

strategy with students in the classrooms. The responses comprise two parts that correspond 

with the progression of the implementation; lack of confidence and developing confidence.  

Lack of Confidence  

The students across the three classes experienced a lack of confidence in some sessions. In 

the first session this occurred in all classes. For example, when Ati asked the students about 

the self-questioning approach at the end of the session, their responses indicated that 

generating questions was more difficult than answering them. This reaction suggested that 

answering questions from those questions provided in the textbooks was a familiar activity 
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for the students. Thus, they needed to have more practice in formulating questions that 

required implicitly stated answers from within the passage. In other words, they needed 

more practice in generating self-questions at higher levels such as application, synthesis, 

analysis, and evaluation questions.  

   In Ati’s class during session four, the students were asked to generate five questions 

individually and construct corresponding answers based on the card provided about the 

passage “Sputnik”. They were given about 60 minutes to complete the task. However, they 

seemed to have difficulty doing the task. This may have happened because they also had to 

answer the questions that they had already generated and this process required more time. 

Eventually the students worked in pairs rather than as individuals. This pair-work 

suggested that at least initially they were unable to do the task independently. Also, in 

session five, the students were not confident enough to complete the task when they were 

asked to generate questions from a passage summary.  

   Thus, in Ati’s class, the students lacked confidence because they were unfamiliar with the 

new approach of questioning, were unable to work independently in the self-questioning 

session, or to generate questions from a passage summary. 

   In Issy’ class, after the students classified the questions that they had already formulated 

from the passage title, they asked Issy about the different levels of questions described in 

Bloom’s taxonomy. These particular questions focused on the differences between 

synthesis, analysis, and evaluation, which indicated that the students did not really 

understand the explanation they had been given about those levels. In session three on self-

questioning, the students did not fully understand this strategy as Issy had explained self-

questioning without any demonstration. Briefly, in Issy’s class, the students did not really 

understand the topics of the implementation because Issy’s explanation was not clear or 

detailed enough for them. In addition, examples of the topics were not provided.  

  In the beginning of the first implementation session in Anna’s class, Anna asked the 

students to open the textbook to the passage “Computer”. She directly asked the students to 

formulate two questions from the passage title; however they were silent and unable to do 



Asian EFL Journal. Professional Teaching Articles. Vol. 60 May 2013 

 

55 

 

the task. In addition, they were surprised by a new kind of task that they never done before. 

She then distributed guide-cards of different levels of questions based on Bloom’s 

taxonomy. Following this act, Anna explained these different levels of questions. However, 

some students asked about the differences between each level and Anna’s responses were 

similar to the guide-cards after her explanation about the questions levels.   

   In the fifth implementation session, Anna initially asked students to open the textbook to 

passage entitled “Indonesia Struggles to Master English”. She also asked students to 

summarise the passage without first showing them how to formulate questions from the 

summary. Instead, she immediately asked the students to generate questions from the 

summary. As a result, half of the students were uncertain as to how to summarise, while the 

rest of the class were able to do it. In Anna’s class, the students could not do the task 

because they had not been taught the strategy yet, the explanation was not clear enough for 

students, and no examples were given to them. 

   In summary, the students were not confident in the implementation sessions and this was 

evidenced by the characteristics of students’ responses towards a new approach that they 

had never done before. Moreover, this lack of confidence was mostly due to the fact that 

the teachers’ explanations were not comprehensive enough for them.  

Developing Confidence  

The students were confident in the second implementation session across the three classes. 

At the end of session two, Ati asked her students what they had learnt through their 

questioning practice in groups. The students responded that the class was “fun” as each 

member of the group had to generate a question in front of the class while other students 

had to answer the question. Moreover, some scores were given to students who were able 

to formulate and answer the questions so that there was a competition among the groups. 

This implied that the students were more comfortable when they were in groups and when 

a game was used to support learning. 

   In Issy’s class, the students enjoyed the implementation in sessions two, four and five. 

They were engaged and actively involved in the practice of questioning sessions. They had 
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to generate questions and then these questions were asked to the other member of their 

pairs which indicated that the students were able to do the task either individually or in 

pairs.  

   In the fourth session, Issy asked her students to generate two questions from the summary 

they had already made. The students seemed to enjoy the task in this session as they could 

do it by themselves without the teacher’s demonstration. This learning experience 

suggested that the students were able to summarise as the teacher had hypothesised.   

   In the practice of self-questioning in pairs in session five, after the students had generated 

questions, they were asked to take turns to read their questions, while the other would 

answer the questions. During this activity, each pair was engaged in both the content and 

process because they had to give reasons for their responses. Moreover, they also had to 

crosscheck the questions, the passage, and the answers.  

   In Anna’s class, the students seemed most engaged in their learning when they were in 

the second and fourth implementation sessions. The students were more involved in the 

implementation when they were asked for the answers by the other group and after their 

self-generated questions were exchanged with another group. Similarly to the second, in 

the fourth session, the students became more active as they tried to respond to their friends’ 

questions. In this way, they shared information, expressed opinions and ideas, as well as 

disagreements with their friends’ responses. 

   In summary, the students grew in confidence as they became more engaged and involved 

in the implementation sessions. As they gradually understood more about the techniques, 

they were able to work in pairs and in groups. This development meant that they could 

discuss and negotiate their understanding of the strategy and English passages particularly 

when they had to generate questions from the passage. Moreover, the reading lessons 

became partly speaking sessions that involved the use of debating skills. The students also 

shared information that went beyond the passage topic such as facts about cloning systems 

and related news from the media. These new abilities suggest that for these students 

generating self-questions was not only about reading comprehension but also provided a 
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way to encourage students to express their ideas more generally, something which did not 

always happen in these classrooms.  

   The findings showing how the teachers implemented the self-questioning strategy with 

students in the classrooms have been presented. After this part of the project was 

completed, a sample of students from each class was interviewed to gather data revealing 

their perceptions of self-questioning and the implementation of self-questioning strategies 

in their reading lessons. The results from the analysis of transcripts of the student 

interviews are presented in the following section. 

Findings from the student interviews 

Students’ perceptions about their teachers in the implementation of self-questioning 

strategies 

The implementation also had affective aspects and many students across the three schools 

had positive responses, perceiving the implementation to be fun and interesting. The 

students in general perceived that the self-questioning strategy was a good and useful 

method for learning:  

Comparing to other methods that the teacher had already given in the 

classroom, I think self-questioning was better (Arief: Ati’s class in 

School 3). 

Generally, self-questioning was relatively a new and good method and 

very helpful when we had difficult questions. We simply had to 

understand about the questions in order to answer them, because the 

questions sometimes looked difficult but they were not. Actually, we 

could understand the questions and answer them easily. As we had to 

generate self-questions we could simplified the difficult questions to our 

own ways (Yazid: Ati’s class in School 3). 

    These quotes also suggest that self-questioning was a useful way to assist students to 

understand difficult questions. Students also reported that self-questioning was important 

and suggested that it should be taught to all students. For example, one student said that: 
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Self-questioning should have been given not only the research 

participants. As the aim was very useful for students, it should be taught 

and emphasized to other students. So, all students should have learnt self-

questioning (Afdel: Issy’s class in School 2). 

   Another student indicated that self-questioning was taught to students too late in the 

program: 

I think self-questioning helped students be more critical but it came too 

late. We learnt this when we were already at Grade 11. Why it was not 

given earlier. It should have been taught from kindergarten or elementary 

levels, moreover when we were kids we had lots of questions (Yunita: 

Issy’s class in School 2). 

   These students perceived that self-questioning was so useful that it should be learnt 

earlier in their schooling particularly at the stage when they had many questions and it 

would have allowed them to improve their critical thinking skills. Overall, therefore the 

students perceived that the self-questioning skills were important and that self-questioning 

was useful for learning.  

   Self-questioning made them focus on the teachers’ explanations and allowed them to 

become more involved in learning activities. Moreover, they had to work harder in order to 

do self-questioning as they had to comprehend the reading passage before they were able to 

generate higher order questions. The process was even more difficult for them when they 

had to generate questions for which the answers were implicitly stated in the passage. This 

process was more complicated where the answers required students to use previous 

knowledge and experience.  

   The Social Science students in Ati’s class (School 3) had a positive relationship with 

their teacher, while a number of Natural Science students from Issy’ class (School 2) and 

Anna’s class (School 5) indicated difficulties in their relationship. Interestingly, although 

they were in different classes, the students reported similar issues associated with their 

relationship with their respective teachers. These perceptions were related to three areas: 
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learning, teacher and content, and explanations. The students from Issy’s class (School 2) 

and Anna’s class (School 5) had views on their teacher’s implementation of self-

questioning; they wanted their teachers to be able to create interesting and fun classroom 

activities to promote their learning. They required a passionate teacher who could better 

understand students’ questions. The students wanted teachers who were creative in their 

teaching. They would have liked to have had more variety in activities in their classrooms 

which are illustrated by their comments: 

 I think the way that the teacher taught us monotonously that didn’t make 

the topics interesting (Nikmah: Anna’s class in School 5).  

Not too monotone, she might give us questions or games before the 

lessons (Silvi: Issy’s class in School 2).  

   One student reported that his teacher was enthusiastic about teaching self-questioning, 

Adi said: “She had enthusiasm to teach us to generate questions (Issy’s class in School 2). 

Another student noted that the teacher should be able to understand students’ questions:  

 She didn’t understand what students meant. Even though we thought that 

our questions were clear but she didn’t understand. So how could we 

understand? (Yeti: Anna’s class in School 5). 

   In terms of content and explanations, the students needed to have teachers who 

comprehended the topics they taught. More structured and focused explanations were 

expected. Assessment was required during the implementation. Thus, some students 

wanted the teacher to be an expert; well-organised, with excellent knowledge, and a good 

set of strategies to promote student understanding.  

   The analysis of the findings from the students’ interviews has provided a richer 

understanding about the teaching of the self-questioning strategy and its implementation in 

the classrooms from the students’ perspectives. These the key findings are discussed in the 

next section.   
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Discussion and conclusion  

Some diverse aspects contributed to approaches to implementation of the self-questioning 

strategies. These variables encompasses: (a) teachers’ knowledge and confidence, (b) 

abilities of students, (c) the characteristics of the classrooms, (d) learning environment, and 

(e) time for the implementation of self-questioning strategy. 

   Teacher’s knowledge and confidence also affected the techniques used to train their 

students in self-questioning strategies. Ati made more modifications and was more 

innovative during the implementation. The data also showed that these teachers lacked 

confidence in some particular phases such as in the topic of the different levels of questions 

of Bloom’s taxonomy. It is evident from research that teaching self-questioning is not easy. 

Teachers’ knowledge and confidence in implementing self-questioning strategies is critical 

in creating a motivating environment for learning. This findings supports Roth (1996)’s 

study which demonstrated that the teacher’s competence in questioning was linked with her 

lack of knowledge of the topic she was teaching. This issue emphasizes the need for more 

teacher professional development for teachers’ self-questioning strategies. If teachers are 

trained extensively in self-questioning and use guided-questions, students are able to 

generate higher levels of questions. As Hashey and Connors (2003) illustrated the teachers 

were challenged to think at higher levels and to improve their comprehension when 

students generated their own questions. 

   The characteristics of the students and their field of study influenced the way these 

teachers taught questioning strategies in their classroom. Ati, who taught Social Science 

students, gave clear explanations to her students. She might have hypothesized that her 

students took more time to understand conceptual knowledge than those who were from the 

Natural Science Department, who were in general high achievers. Meanwhile, Issy and 

Anna who were English teachers in Natural Science department taught differently. They 

gave briefer explanations and examples to their students. They possibly believed that their 

students could understand their explanations without details and demonstrations. These 

three teachers seemed to tailor the application and implementation of different levels of 

questions and self-questioning to suit their students and the characteristics of their class. 
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These findings suggest that teachers should observe their students more closely for 

suggestions of confusion or signs of inability to carry out tasks. In addition, professional 

developers who conduct professional development programs for teachers should provide 

programs that are appropriate to the nature of the needs of particular groups of teachers and 

their students 

   Time allocated to teach the strategies was also one of the issues in this study since it 

contributed to differences in the effectiveness in the implementation across the classrooms. 

The time spent in implementation in Ati’s class was 790 minutes, while with Issy’s and 

Anna’s class the time was 395 and 360 minutes respectively. These findings support 

previous research (Masuda, 1992; Miciano, 2002) that time did contribute to the success of 

implementation of the self-questioning with students in the classroom. In addition, the 

teachers also indicated in the workshop that time was important for students to learn the 

self-questioning strategy. This study identified the need to provide adequate training by 

making more time available for teaching self-questioning when necessary. This finding 

lends support to Ingram (2000)’s results which echoes the need for the quality of the 

training in questioning.   

   Therefore, the differences in how they implemented self-questioning strategy in their 

classrooms contribute to the increasing knowledge about the application of self-questioning 

in an EFL context. The multiple-site case study presented rich data which, when analysed, 

provided varied explanations across the sites as well as about the issues which affected its 

application. The effectiveness of implementation of the self-questioning strategy in the 

EFL context was indeed predominantly dependent on teachers’ knowledge and confidence, 

the abilities of students, the nature of the classrooms, the creation of a supportive learning 

environment, and sufficient time for implementation. Changes to any one of these aspects 

would impact on the effectiveness of self-questioning implementation in an EFL context. 

Therefore, they are key considerations when implementing new strategies in a classroom.   

   Creating a supportive classroom atmosphere for students is necessary to provide learning 

strategies such as self-questioning. This situation could be created by fostering mutual 

understanding relationships between the teachers and students that assists students to feel 
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comfortable, and also by creating activities that invite students to fully engage in their 

learning. In addition, findings reinforce the importance of planning well and being well-

prepared for the material to be taught to students to provide them with a better 

understanding what they are learning. In other words, it enhances the quality of training, 

which according to Ingram (2000) is a critical factor in making differences in students’ use 

of self-questioning strategies in comprehending reading passages. 

   Improving teachers’ self-questioning is necessary in order to ensure the quality of 

training self-questioning strategy for students. Caram and Davis (2005) have pointed out 

that “teacher preparation programs frequently do not include questioning techniques and 

engagement strategies in their training of pre-service teachers” (p. 20). Therefore, 

improving teachers’ questioning strategies could be carried out when in-service teachers 

are involved in a program that supports their professional development.  

   Schools need to provide support for teachers to attend professional development 

programs to improve their subject matter knowledge and pedagogical skills, thereby 

developing their own teaching techniques. Furthermore, schools need to provide supportive 

resources such as classroom facilities for teachers to implement the strategies they have 

learnt from professional development programs, which in turn, would improve learning 

outcomes for teachers and students. It raises a number of issues in educating teachers about 

the high-level understanding of self-questioning strategies. 

   This study has shown how using self-questioning as a strategy in reading might be 

implemented effectively from both the teachers’ and students’ perspectives. One key aspect 

of this future work is carefully sequenced and structured professional development 

programs that are based on teachers’ prior knowledge and needs. This study has also 

demonstrated the need to provide continued support for teachers so that students are able to 

use self-questioning strategy to develop their reading comprehension more effectively.    
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Appendix A 

Overview of the Implementation Sessions 

Session Topic Session Activities Tasks 

1 Introducing Bloom’s 

taxonomy 

Highlighting key words Practice the key words of 

Bloom’s taxonomy  

2 Introducing self-

questioning  

Defining self- questioning  Brainstorming of self-

questioning  

3 

 

Self-questioning  Modeling self-questioning  Practice self-questioning  

Practice self-questioning 

using guide-cards 

4 Self- questioning with 

summarising  

Modeling summarising  

Modeling self-questioning 

with summarising  

Explaining that self-

questioning can be combined 

with summarising  

Practice self-questioning  

Practice summarising  

 

Practice self-questioning 

with summarising  

5 Self-questioning in pairs Directing reciprocal peer 

questioning 

Reciprocal peer questioning 

using guide-cards of self-

questioning  

6 Self-questioning in a 

group  

Directing reciprocal group 

questioning  

Reciprocal group questioning 

using guide-cards of self-

questioning  

7 Evaluation  Summarising the objectives. 

Underlining important 

points. 

Discussing the objectives  

Discussing important points  
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Appendix B 

 The Summary of Analysis of the Self-Questioning Strategy 

Implementation 

Session Ati from School 3 

(Social science students) 

Issy from School 2 

(Natural science 

students) 

Anna from School 5 

(Natural science 

students) 

 Phases of lesson Phases of lesson Phases of lesson 

1 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1. Students were asked to 

generate questions 

from the passage title 

‘Honey Bee Breeding” 

2. Introduction of 

questioning and 

different levels of 

questioning of 

Bloom’s taxonomy. 

3. Explanation and 

examples of each level 

of questions were 

provided. 

4. Students were in pairs 

to examine questions 

in the textbook 

followed by discussion 

about them. 

5. Students in pairs were 

asked to generate 

questions at 

application, analysis, 

synthesis and 

evaluation levels. 

6. The questions were 

exchanged to and 

answered by other 

pairs.  

7. Students were asked 

about the approach.  

 

 

 

 

 

 

 

 

1. Directly asking 

students to generate 

questions from a 

passage “Rainforest as 

Economic Reserves” 

and wrote them on the 

whiteboard. She simply 

said that it was self-

questioning. 

2. Distributed a copy of 

different levels of 

questions of Bloom’s 

Taxonomy and read it 

for students.  

3. The students did not 

really understand and 

researcher gave more 

information.  

4. Issy was informed to 

examine questions in 

the textbook. 

5. Both teacher and 

students examine 

questions in the 

textbook. 

6. Students were asked to 

generate questions 

individually.  

7. The task was set as 

homework. 

 

 

 

 

 

 

 

 

1. Students were asked 

to formulate 

questions from a 

passage title 

‘Computer”. 

2. Students were silent 

and unable to do the 

task.  

3. Students were asked 

to generate questions 

from the passage and 

asked their friends to 

answer those 

questions. 

4. Distributed guided 

cards of different 

levels of questions of 

Bloom’s Taxonomy 

and read it for 

students.  

5. Students asked 

differences between 

each level and 

researcher gave 

additional 

information. 

6. Students were asked 

to generate questions 

from the passage  

7. Anna was informed 

that students could 

examine questions in 

the textbook.  

8. Students examined 

the questions in the 

textbook and those 

that had made.  

9. Both teacher and 



Asian EFL Journal. Professional Teaching Articles. Vol. 60 May 2013 

 

68 

 

 

 

 

Time 

 

 

 

135 minutes  

 

 

 

60 minutes  

students discussed the 

task. 

 

75 minutes  

2 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Time  

1. Students were in a 

group of four and had 

to generate each levels 

of question from a 

passage “Plant 

Fertilizer”. 

2. Each student was given 

one card with a 

particular level of 

question and had to 

generate question 

based on the card.  

3. One student read the 

question while others 

in a group had to 

answer it. 

4. Ati gave some scores 

for students who were 

able to generate and 

answer the questions.  

5. Students were asked 

about what they had 

done.  

 

105 minutes 

1. Continued from the 

previous session, 

students had to 

generate questions 

from similar passage 

used in the previous 

session. 

2. The questions were 

asked by their pairs. 

They involved in this 

activity. 

3. Students were grouped 

into four. Each asked 

questions and members 

answered them.  

 

 

 

 

 

 

 

 

 

60 minutes  

1. Students were in 

group work. 

2. Students were asked 

to generate each level 

of question based on 

the passage “Good 

Chances for Finding a 

Job”.  

3. The questions were 

exchanged and 

answered by other 

groups. The students 

were involved in this 

activity. 

 

 

 

 

 

 

 

 

 

 

75 minutes  

3 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1. Students were in a 

group of four and had 

to generate each levels 

of question from a 

passage “Plant 

Fertilizer”. 

2. Each student was 

given one card with a 

particular level of 

question and had to 

generate question 

based on the card.  

3. One student read the 

question while others 

in a group had to 

answer it. 

1. Continued from 

the previous session, 

students had to 

generate questions 

from similar passage 

used in the previous 

session. 

2. The questions 

were asked by their 

pairs. They involved in 

this activity. 

3. Students were 

grouped into four. 

Each asked questions 

and members answered 

them.  

1. Students were in 

group work. 

2. Students were asked 

to generate each level 

of question based on 

the passage “Good 

Chances for Finding a 

Job”.  

3. The questions were 

exchanged and 

answered by other 

groups. The students 

were involved in this 

activity. 
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Time  

4. Ati gave some scores 

for students who were 

able to generate and 

answer the questions.  

5. Students were asked 

about what they had 

done.  

 

105 minutes 

 

 

 

 

 

 

 

 

60 minutes  

 

 

 

 

 

 

 

 

75 minutes  

4 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Time 

1. Distributed guided 

cards of self-

questioning 

2. Demonstration and 

explanation of self-

questioning to 

students from the title 

and the content of a 

passage in Bahasa 

Indonesia and 

English. 

3. Students were given 

an article taken from 

national English 

newspaper “To 

Smoke or Not to 

Smoke” 

4. Students impairs were 

asked two generate 

two questions from 

the title and three 

from the content.  

5. One student in each 

pair was asked to read 

aloud their questions 

including the level of 

questions they made. 

6. Students were asked 

to conclude about 

self-questioning. 

 

110 minutes  

1. Distributed guided 

cards of self-

questioning and read 

it for students. 

2. As students were lack 

of confident about the 

topic, researcher gave 

more information.  

3. Students were asked 

to generate questions 

from the passage title 

“Indonesian Struggle 

to Master English” . 

4. Time was over before 

students could 

complete the task.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

65 minutes  

1. Students were in 

group work. 

2. Distributed guided 

cards of self-

questioning. 

3. Students were asked 

to generate 

comprehension to 

evaluation questions 

on the basis of 

Bloom’s taxonomy 

from a passage 

“International 

Relations: United 

Nation”. 

4. Each member of each 

group was asked to 

read aloud their 

questions and only 

two students had 

opportunity to do this 

because of limited 

time 

 

 

 

 

 

 

 

 

30 minutes  
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Session Ati from School 3 

(Social science students) 

Issy from School 2 

(Natural science 

students) 

Anna from School 5 

(Natural science 

students) 

 Phases of lesson Phases of lesson Phases of lesson 

5 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Time 

1. Each student was 

given one card with a 

particular level of 

question.  

2. They had to generate 

five self-questions 

individually from a 

passage “Sputnik” 

based on the card. 

They also had to 

answer the question 

they generated for 60 

minutes. 

3. Students had difficulty 

to complete the task 

and turned to work in 

pairs. 

4. Ati reminded students 

about different level of 

questions at the end. 

 

115 minutes  

1.Students were asked to 

summarize each of the 

three paragraphs from 

a passage. “Everyday 

Uses of Technology”. 

2.Students were asked to 

generate questions 

from the summary 

they made. They 

seemed to enjoy the 

task.  

3.The task was 

continued to next 

training session as 

students did not have 

time to complete it.  

 

 

 

 

 

50 minutes 

1. Continued the 

activity from the 

previous session. 

2. Students were asked 

to answer their 

friends’ questions. 

They shared 

information, ideas 

and opinions as well 

as their disagreement 

about their friends’ 

answers. 

3. Students only had an 

opportunity to discuss 

the questions in the 

level comprehension 

and application 

because the lesson 

finished.  

 

 

60 minutes  
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6 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Time 

1. Reviewing self-

questioning strategies.  

2. Demonstration how to 

summarize from a 

passage ‘Honey Bee 

Breeding” and how to 

generate self-

questioning from the 

summary. 

3. Students were asked to 

generate self-questions 

with summarizing 

from a 

passage ”Indonesian 

Struggle to Master 

English”  

4. Students were 

unconfident about 

completing the task 

and Ati was informed 

that she might ask 

students to generate 

self-questions from a 

summary of each 

paragraph. 

5. Students in pairs were 

asked summarize each 

paragraph.  

6. Students were chosen 

randomly to read 

aloud their questions 

from the summary.  

7. Ati gave conclusion 

what they already had 

done about self-

questioning with 

summarizing and gave 

chance students to ask. 

 

 

120 minutes  

1. Continued the task 

from previous training 

session. Students had 

to write the answers 

the questions they 

formulated.  

2. Students were in pairs, 

one read and other 

answered the 

questions. The 

students were active as 

they had to give 

reasons for their 

answers. They also 

confirmed their 

answers, the passage 

and the answers. The 

reading lesson became 

partly a speaking and 

about debating skills 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

80 minutes  

1. Students were asked 

to summarize a 

passage “Indonesia 

Struggle to Master 

English”. 

2. Students were asked 

to formulate 

questions from the 

summary. Half of 

them were uncertain 

while the rest were 

able to do it  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

75 minutes 
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Session Ati from School 3 

(Social science students) 

Issy from School 2 

(Natural science 

students) 

Anna from School 5 

(Natural science 

students) 

 Phases of lesson Phases of lesson Phases of lesson 

7 

 

 

 

 

 

 

 

 

 

 

 

 

 

Time  

1. Ati reviewed the given 

topics in the training; 

different levels of 

questions, self-

questioning, and self-

questioning with 

summarizing. 

2. Students had to 

generate questions 

from a passage and 

answered the 

questions they made 

individually. 

 

105 minutes  

1. Review and 

evaluation of self-

questioning approach. 

The students were 

given a chance to 

comment about the 

strengths and 

weaknesses of self- 

questioning. 

 

 

 

 

 

80 minutes  

1. Students were asked 

about their 

difficulties in the 

training as part of the 

evaluation by 

researcher  

 

 

 

 

 

 

 

 

45 minutes  

8 

 

 

 

 

 

 

 

 

Time  

1. Students continued the 

task from previous 

session.  

2. Students were in group 

work and were asked 

to give their point of 

view about others’ 

answers in their group  

 

100 minutes 

 

  

Total 

time 

790 minutes  395 minutes  360 minutes  

 
 


