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Abstract 

 

 

Reading comprehension as a research topic has been extensively researched, and it is still of current 

interest in addition to its assessment. Assessment is a systematic approach to collecting information 

and making inferences about the ability of a student or the quality of success of a teaching course 

on the basis of various pieces of evidence. This study, therefore, investigates EFL teachers reading 

assessment strategies and some of the reasons that stand behind choosing and implementing a 

specific strategy to assess reading skills. In order to achieve the two goals of this study, mixed 

approaches, quantitative and qualitative, were used. The quantitative data were represented by 

administering a questionnaire to investigate teachers’ background knowledge about reading 

assessment in general and to what extent they use the reading assessment strategies in their classes 

in particular. The researcher selected a random sample that comprised of forty teachers from 

different colleges at Tripoli University The data gained from the questionnaire was analysed by 

SPSS software. On the other hand, for in-depth data about teachers’ choice of a certain strategy, 

semi-structured interviews with five teachers were conducted as a qualitative data instrument. The 

qualitative data were analysed by the thematic analysis method. The findings of the study show 

that reading teachers have a good understanding of assessment strategies but struggle with 

implementing them effectively. The majority use formal and informal assessments, but only half 

use them to track student progress. Comprehension is a key issue, but teachers face challenges in 

selecting appropriate methods. The study emphasizes the importance of clear scoring criteria, 

subjective criteria, and balancing objectivity and flexibility. Less than 50% of EFL teachers use 

summarization and paraphrasing strategies for reading comprehension when they assess their 

students. The research indicates that most teachers do not use formative assessment, set goals, use 

critical thinking tasks, connect and predict tasks, or use analytical scores. Instead, they use 

summative assessment, vocabulary tasks, and holistic scores. These failures are attributed to 

internal and external challenges such as choosing appropriate assessment categories, assessing 

different types of reading, planning tests, ensuring valid scoring, and a lack of resources and 

training sessions. Finally, the researcher provided interesting conclusions and some implications 

and recommendations. 
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                                                                      Chapter One 

                                                                         Introduction 

 

1.0. Introduction 

This research is initiated with a review of the research background. Then, it formulates the problem 

statement and the aims of the study. It states the research questions and the significance of the 

study. It includes the methodology adopted in the study. The structure of the research is also 

provided. 

 

1.1. Background of the Study 

Although the world is inundated with visual and auditory media, the written word continues to 

serve its purpose of conveying information, amusing and entertaining us, and formalizing our 

social, economic, and legal conventions (Bamford & Day, 2010). Thus, in foreign language 

learning, reading is a skill that teachers expect students to acquire. Brown (2004) argues that 

"reading is a skill that is taken for granted" (185). Reading is considered a receptive language skill; 

students receive information and input to understand; they do not need to produce language. 

Reading is sometimes known as a passive skill. Moreover, Hughes, (2003) states that the problem 

with receptive skills (Reading or listening) does not manifest itself directly in overt behavior, and 

it is a challenge for the language tester because the test will not cause students to exercise receptive 

skills but to demonstrate the overt behavior of successfully using those skills. 

 

Furthermore, in order to learn and acquire knowledge, reading comprehension is essential. Reading 

comprehension is one aspect of language skills that students must master (Brown, 2007). To be 

able to interpret and absorb information from reading materials, students should have good 

understanding abilities. Al-Regeb (2009) and Al Khawaldah (2011) also affirmed that reading 

increases readers' knowledge. It builds a wide vocabulary and other language skills. Reading 

comprehension, according to the National Reading Panel (2000), is a complicated process. 

Salmerón, (2023) mentiond that it is frequently regarded as the essence of reading. Reading 

comprehension is intentional cognition in which the reader and the text collaborate to create 

meaning; "the content of meaning is influenced by the text and by the reader's prior knowledge 

and the experiences that are brought to bear on it" (ibid, pp. 4-5.) 
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In the educational system, teachers have the ability to make this complex process easier by 

applying their prior knowledge and helping students understand what they are reading and its 

purpose (Enerson, 1994). Teachers have to consider the appropriate reading assessment tool for 

collecting information about students' knowledge (Smith, et al. 2021). According to Lowman 

(2020), effective teachers must be willing to reconsider whether the material and methodology 

used in language assessment are appropriate. It is a vital aspect of the whole language teaching and 

learning process because it influences the students' future (Mellati, 2018). Thus, teachers are 

required to use different teaching techniques and various strategies of reading assessment. 

 

In general, assessment is the process of gathering and discussing information from multiple and 

diverse sources in order to develop a deep understanding of what learners know, comprehend, and 

can accomplish with their knowledge as a result of their educational experiences; the process is 

completed when assessment results are applied to enhance further learning (Huba and Freed, 

2000). The term "assessment" is defined as any method, strategy, or tool a teacher may use to 

collect evidence about student progress toward achievement of established goals (Chen, 2003). In 

other words, it is a process of collecting information about what the students have gained (Chen, 

2003; Wishon, 1998). According to Chen (2007), assessment can be classified into two main types: 

formative assessment and summative assessment. The first type is generally carried out throughout 

a course or project (Jones, 2005). The latter type is a tool designed to provide evidence of student 

achievement for their future. 

 

The word "strategic" is defined as a plan of action designed to achieve a long-term or overall aim 

(Hattie, 2003). In the educational system, strategies are important while learning, teaching, and 

assessing students. However, the effect of reading strategies is thought to be extremely important in 

all reading activities. King (2008) also highlighted that reading strategies are what set excellent 

readers apart from inadequate readers. The word "strategic" is also defined as a plan of action 

designed to achieve a long-term or overall aim. In the educational system, strategies are important 

while learning, teaching, and assessing students. However, the effect of reading strategies is thought 

to be extremely important in all reading activities. King also highlighted that reading strategies are 

what set excellent readers apart from inadequate readers. 
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Furthermore, Brown (2007, p. 119) defines strategies as "specific methods of approaching a problem 

or task, modes of operation for achieving a particular end, and planned designs for controlling and 

manipulating certain information". Moreover, Pani, (2004) argues that reading strategies are the 

cognitive processes readers participate in as they effectively approach a text to comprehend what 

they read. As compared to struggling readers, good readers frequently and effectively adopt more 

strategies. Brown (2001) for example, points out that "reading comprehension is a matter of 

developing appropriate, efficient comprehension strategies" (P. 306), such as identifying the purpose 

of reading, using different silent reading techniques, skimming the text for main ideas, scanning the 

text for specific information, analyzing vocabulary, and distinguishing between literal and implied 

meanings. Darrin et al., (2021, p. 20) argues that there are four types of reading, which start from 

the simplest to the most complex. They explained these types in a comprehensive and direct manner. 

 

- Perceptive reading involves letters, words, punctuation, and other elements of longer passages 

of discourse that must be paid attention to in perceptive reading assignments, including picture- 

cued objects, reading aloud, written responses, and multiple-choice questions. 

 

- Selective reading is the ability to detect syntax, discourse elements, which is taken into 

consideration while reading tests. Short paragraphs and reading sections are used in order to 

achieve this. Matching, editing, and gap-filling exercises are examples of common assessment 

items. 

 

- Interactive reading is the technique of extracting meaning from the text. The readings are also 

more authentic in character, as they might include announcements, directions, recipes, and so 

on. Assessment involves standard assessment items such as cloze tasks, impromptu reading plus 

comprehension questions, short answers, editing longer texts, scanning, and ordering tasks. 

 

- Extensive reading is reading an excessive amount of material. Being able to see the "big picture" 

are both characteristics of extensive reading. The learner must be able to distinguish the key 

ideas from the supporting details. Some strategies for assessing this type of reading are 

skimming tasks, summarizing and responding, note-taking, and outlining. 
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In addition, the pervious literature focuses more on teaching and learning reading and how to 

develop students reading skills, and their reading difficulties than assessment. Zoghi et al., (2011) 

stated that many Libyan students face problems in L2 reading due to a lack of reading strategies 

and skills when reading English texts. This is obvious when Elmadwi and Shepherd (2014) blame 

the teachers' poor knowledge of teaching techniques and low-quality practice when teaching 

reading. Another study was conducted by Nezami (2012) that investigated the difficulties that 

students face in learning English, particularly reading comprehension. Locally, there have been 

some studies on the focus of assessment for other language skills. Al-Shareef (2022) conducted a 

dissertation topic about different assessment strategies for assessing the listening skill. The 

findings revealed that some teachers' problem is the limitation of their knowledge about using 

listening assessment strategies in class, a lack of experience about assessing listening tasks, and a 

lack of listening resources and equipment. These studies are important and interesting to explore 

and investigate, as well as to provide suitable solutions and recommendations for the teacher to 

promote the students' performance. Moreover, another dissertation was conducted by the graduate 

student Omar (2022) about the strategies used by teachers to assess speaking skills at the 

University of Zawia. The findings were internal and external challenges that teachers face. These 

challenges include difficulties in choosing an appropriate assessment tool to assess speaking, 

ensuring valid and reliable scoring, choosing tasks, and a lack of training sessions. Thus, the 

research was worth doing to investigate and provide solutions for the issue. Furthermore, another 

study was conducted by Fheleboum (2018) about EFL teachers' perception of the appropriate 

writing assessment techniques. This study aims to understand the attitude of English as a Foreign 

Language (EFL) university teachers towards writing assessment and its importance. A 

questionnaire was used to measure teachers' perceptions and data was collected from 50 teachers 

and 15 mid-term exam paper markers. Results showed that most teachers were not aware of writing 

assessment techniques, and years of experience did not reflect their marking methods. The majority 

preferred holistic scoring over analytic marking, but neither method provided consistent results. 

 

As a learner and a teacher of the English language, and from my experience, it has been noticed 

that students are suffering in reading exams: understanding the gist of the text, answering simple 

questions after reading a text, and even some vocabulary problems within the text itself or the 

topic. Thus, the University of Tripoli's teachers may need to do additional research, study more, 

and be cognizant of incorporating creative and new strategies in the assessment of reading skills. 
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The use of different assessments triggers the students' motivation to practice and improve their 

reading comprehension and reading skills in general. From this perspective on this issue, it would 

be necessary to investigate the reading assessment strategies used at the University of Tripoli by 

EFL teachers. In addition to the challenges, they may encounter when they assess their students in 

reading classes. 

 

1.2. Statement of the Problem 

According to my experience as a teacher of the English language as well as a student in the English 

Department at Tripoli University, it has been observed that most students fail their reading 

comprehension tasks. The researcher believes that there are many reasons behind students' poor 

reading comprehension skills. It could be due to the use of inappropriate reading assessment 

strategies and techniques by their teachers. This problem is also confirmed by (Tamtam et al., 

2011) when he said few studies have been conducted on the problems facing the higher education 

system in Libya in a wider aspect. However, in a narrow aspect, there is a lack of studies on reading 

comprehension and reading assessment.  Thus, this issue is important and needs to be investigated. 

Investigating the reading assessment strategies used by EFL teachers in reading classes is 

necessary to address these challenges and promote students' overall learning experience. 

 

1.3. Aims of the Study 

This study aims to: 

- identify the strategies of reading assessment that EFL teachers use to assess undergraduate 

students at Tripoli University. 

- explore the challenges that EFL teachers encounter when assessing their students' reading 

skills. 

 

1.4. Research Questions 

The research questions to be answered are: 

1. What reading assessment strategies do EFL teachers use with the undergraduate students at 

Tripoli University? 

2. What are the challenges EFL teachers encounter when they assessing their students' ability in 

the skill of reading? 
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1.5. Significance of the Study 

The significance of the study derives from the importance of assessment, testing, and evaluation 

in any educational system to assess the students' progress. Moreover, this study is designed to 

investigate the assessment strategies used by EFL teachers at Tripoli University in reading classes 

and to highlight the challenges that the teachers might face when they assessing reading classes. 

The findings of this research could help teachers to select the appropriate assessment strategies to 

be used in reading classes. Also, the results could widen the teachers' knowledge about different 

strategies for assessing reading and help them to overcome or even avoid the challenges that both 

teachers face during the assessment. It has the potential to remove any barriers and difficulties at 

their source. Most important is that reading is a complex and vital skill that needs more attention 

and value. This study might also illuminate other researchers' insights to conduct further related 

research. 

 

1.6. Methodology of the Study 

The methodology employed in this study is intended to provide answers to the research questions. 

A mixed method research is designed and utilized. In other words, both quantitative and qualitative 

methodologies are used. Triangulation is used because it is considered as a research strategy that 

can help researchers to improve the validity and credibility of their findings while also reducing 

the presence of research biases in their work (Cohen et al., 2007). It refers to the use of multiple 

datasets, methods, theories, and/or investigators to answer a research question (Bhandari, 2022). 

Therefore, the researcher in this study employed a structured questionnaire and semi-structured 

interviews to fulfill the goals of the study questions. The two instruments were designed to be more 

appropriate for the study in terms of reliability and validity. The data obtained from the 

questionnaire was analysed by SPSS software program, whereas the data gained from the semi- 

structured interviews were analysed by using thematic analysis method. 

 

Additionally, regarding the sample, only 40 teachers are chosen by simple random sample 

technique to fill out the questionnaire. These participants were among EFL Libyan teachers who 

have been teaching or are currently teaching reading courses at different faculties at Tripoli 

University College of Education Tripoli, College of Education Janzour, College of Education Qasr 

Bin Ghashir. Moreover, the purposeful sampling employed to select participants matching the main 
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concerns of the research. Purposeful sampling is “based on the assumption that the investigator 

wants to discover, understand, and gain insight and therefore must select a sample from which the 

most can be learned” (Merriam,1998, p. 61). Therefore, five Libyan EFL teachers were selected 

according to their experience of teaching reading. 

 

1.7. Structure of the Study 

This study consists of six chapters that aim to identify the key issues that are related to EFL 

teachers' reading assessment strategies and the challenges that they face during this process. 

 

- Chapter One provides the background of the study and the statement of the problem. It also 

outlines the overall aim and highlights the research questions, the significance, and the 

methodology used in this study. 

- Chapter Two critically reviews the relevant literature about the topic of the study. This 

comprises contextual factors, arguments, and concepts of EFL reading comprehension as well 

as associated issues, including reading ability, learning, and teaching methods. The evaluation 

techniques employed by EFL teachers to gauge students' reading abilities are crucial in 

determining the root reasons for their students' poor reading comprehension qualities. It 

presents a broad and detailed picture of previous studies and their results in relation to the 

subject under investigation and identifies gaps in the relevant studies. 

- Chapter Three discusses the methodological approach and methods that are best suited to the 

study. It gives a detailed description and justification of the data collection tool used in the 

study. This chapter also discusses the sampling strategies employed by the data collection and 

the ethical issues of the study. 

- Chapter Four shows the findings of the study and the results gained from both qualitative and 

quantitative approaches. It also contains the data analysis process. 

- Chapter Five presents the analysis of the data that were gathered through the teachers' 

questionnaire and the semi-structured interview. This chapter is to analyze, interpret, and 

discuss the data obtained from the collected data compared with the literature review. 

- Chapter Six provides the conclusions drawn from the whole study in connection to the research 

aims and questions. It also offers some Implications, recommendations and limitation of the 

study to inform further research in the study area. 
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Chapter Two 

Literature Review 

2.0. Introduction 

The significance of reviewing the existing literature is “to get a sense of what we already know 

about a particular question or problem” (Norris & Ortega, 2006, p. 5). Therefore, this chapter 

reviews an in-depth analysis of the arguments and theories associated with EFL reading assessment 

as well as some of the literature that is relevant to the title of the study. The following literature 

review chapter displays the most important and different definitions of reading and reading 

comprehension in particular. The importance of reading comprehension and its types and 

approaches are discussed. It also reviews the literature on assessment, its definitions, types, and 

principles. Furthermore, it investigates the reasons behind implementing specific strategies when 

assessing reading skills as well as some reliable references to previous studies in reading 

assessment that are connected to the present study. The last section provides the summary of the 

chapter. 

 

2.1. Definition of Reading and Reading Comprehension  

A variety of definitions and intriguing concepts have been produced by the currently growing field 

of reading research, on which many researchers appear to agree. Researchers have defined reading 

throughout history and into the present based on their opinions about the reading process. 

According to Logan et al., (2011), reading is a complicated relationship between the reader and the 

text. It indicates that reading is a task that involves reading a text. In other words, reading is 

considered one of the most vital and crucial skills; it is an active mental process that enhances 

concentration and focus. It is significant in workplaces, schools, colleges, and universities. Oakhill 

et al., (2015) being able to read, process, and comprehend literature is known as reading 

comprehension. It depends on two interrelated skills: language comprehension and word reading, 

which both require the ability to decode the symbols on the page. 

 

Furthermore, reading is considered as the process of decoding and comprehending written 

language. Yildirim & Ates (2012) define reading as a difficult process of analysing and making 

meaning of written language. Based on Farrall (2012, p. 30), during the testing phase, four (four) 

essential components need to be ready. Process, test, capacity, and domain are the four
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parts. A set of necessary techniques, steps, or materials should be developed by the instructor. The 

teacher should use clear rules or instructions to evaluate the tester's success after making the 

necessary preparations. Test users need to be aware of who they are, and this is ensured by their 

talent, experience, or success (Cataldo & Oakhill, 2000). Despite the fact that the actual test results 

only call for a sampling of skills, general language competence is the domain in which all language 

skills fall. In essence, it is critical to comprehend the procedures, the processes, and the test-takers 

in order to obtain authentic and accurate knowledge through testing. Moreover, a skilled reader is 

someone who can accurately and successfully derive meaning from a text. Additionally, proficient 

readers should be able to comprehend the words that they read as well as just recognize them (ibid). 

 

In addition, Ahmadi et al., (2013, p. 238) refer to reading comprehension as “the ability of readers 

to understand the surface and the hidden meanings of the text using meta-cognitive reading 

strategies". It is pointless to read without comprehension. Carrell, et al., (1988, p. 12) defines 

reading as “a receptive language process. It is a psycholinguistic process in that it starts with a 

linguistic surface representation encoded by a writer and ends with meaning, which the reader 

constructs”. Reading is also a sociocultural process in that “reading takes place and is learned 

within a broader social context. Schools and teachers constitute an important component of this 

social context” (Pretorius & Machet, 2004, p. 47). Therefore, as reading comprises simultaneously 

psycholinguistic procedures and a sociocultural context, reading can be viewed as a socio- 

psycholinguistic process. According to Grabe (2009:14), "reading is fundamentally a 

comprehending process”. Readers read to grasp what is being conveyed in writing. In the opinion 

of Russell (2013), it requires the reader to develop a productive approach for solving problems 

while reading. The reading process requires careful analysis and reflection. To put it another way, 

understanding a text efficiently necessitates the reader being critical and introspective. As a result, 

comprehension is defined as a learned talent that concentrates on input comprehension. According 

to the Oxford English Dictionary (2020, p. 149), comprehension is “the action of comprehending, 

comprising, or including; the fact or condition of being so comprehended or comprised in a treatise 

or classification”. 
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Moreover, reading comprehension, according to Woolley (2011), is the process of extracting 

meaning from text. The goal is to build up a general comprehension of all that is stated in what is 

written, rather than derive meaning from individual words or sentences. Horowitz (2014) stated 

that reading comprehension is a complicated cognitive procedure in which the reader must be 

attentive and conscientious while reading, checking the words and what they mean as the reading 

continues. Students must apply a variety of cognitive procedures, tasks, and skills, which makes 

the process complicated. These abilities include effectively decoding words, comprehending 

linguistic syntax, drawing inferences, utilizing prior knowledge, and memory retention when 

needed (Fletcher-Janzen, Reynolds, & Vannest, 2013; Hollenbeck, 2011; Kendeou, McMaster, & 

Christ, 2016; Woolley, 2011). The ability to strategically determine when and how to use each of 

these skills is necessary for reading, even short passages of text. Based on the aforementioned 

definitions, the researcher contends that reading comprehension is the ability of individuals to read 

a piece of writing, comprehend its meaning, and use knowledge obtained through symbols in the 

text that requires a certain amount of focus. 

 

2.2.The Importance of Reading Comprehension 

English is acknowledged as the world's universal language. It is also important for students' 

academic progress (Azeroual, 2013). It is becoming increasingly important in institutions of higher 

learning (Najeeb, 2013). Reading is linked to academic performance (Logan et al., 2011; Dabarera 

et al., 2014), since a large part of formal education is based on the ability to read with 

comprehension (Hulme and Snowling, 2011). As a result, reading effectively in English has 

become an essential skill for many people, particularly EFL students (Lo et al., 2013). According 

to Attarzadeh (2011), reading in English encourages people to publish information. Since reading 

encourages children to think, integrate, and comprehend a variety of texts and to expand their 

knowledge, reading is an important aspect that has a significant impact on children's development 

as well as their success. Cain (2010) emphasizes the importance of reading. He argues that "reading 

is the single most important fundamental skill a person can acquire" (p. 73). Reading is an essential 

component for effective education (Cogmen and Saracaloglu, 2009; Moreillon, 2012), and literacy 

skills are vital in academic settings (Solak and Altay, 2014). Reading is the most crucial skill in 

foreign language learning for gathering information, investigating, and increasing academic 

knowledge (McDonough and Shaw, 2003; Talebi, 2013; Azeroual, 2013). 
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Similarly, Levine et al., (2000, p. 1) note that one of the most significant abilities that university 

students of English as a Second Language (ESL) and English as a Foreign Language (EFL) must 

acquire is the capacity to read academic writings. Furthermore, reading comprehension presents a 

technique to estimate the level of text comprehension (Ahmadi et al., 2013; Naidu et al., 2013). As 

a result, reading comprehension has begun to receive specific emphasis in foreign language 

teaching (Ahmadi and Ismail, 2012). Some scholars, such as Nassaji (2011), Chen (2012), and 

Sidek (2012), argue that reading is important not merely for comprehension and information 

collection but also for developing linguistic competence. Reading comprehension is descriptive in 

nature since it affects the entire academic learning process (Gayo et al., 2014). Reading 

comprehension, for instance, is a source for expanding vocabulary and increasing other language 

abilities, which include speaking and writing (Patesan et al., 2014). Therefore, reading 

comprehension will be emphasized throughout different phases of education. 

 

Furthermore, reading comprehension is a critical component of success (Vorstius et al., 2013). 

Reading adequately is critical for an individual's educational and professional success 

(Karasakaloglu, 2012). Likewise, according to Hogan et al., (2011, p. 1), "skilled reading 

comprehension is critical for modern life, success in education, productivity in society, and almost 

all types of employment." This suggests that insufficient comprehension might contribute to 

educational failures (Lipka and Siegel, 2012) as well as negatively impact EFL students' 

probabilities of finding employment or a better career (Ahmadi et al., 2013). Reading difficulties, 

in simple terms, would almost surely lead to educational challenges, which are an important cause 

of social and economic disadvantage (Hulme and Snowling, 2011). According to Al Khrisheh 

(2008), it strengthens other language abilities and expands and builds vocabulary used to help 

readers communicate with others. Reading is always regarded as an important skill for EFL 

students since it provides a means of access for further knowledge, learning, and development. In 

addition, Al Khrisheh argues that through reading electronic journals and websites, students may 

use reading to go to various places and learn about current incidents. Therefore, to succeed in both 

their academic and personal lives, students need to possess reading comprehension skills. Reading 

comprehension is the foundation of a student's academic path and is required to fully comprehend 

all course material. As students' grades progress, the value of reading comprehension grows 

considerably across all academic disciplines. For instance, when researching topics for different  

 



12 

 

educational fields, students are expected to comprehend the material they are reading from a 

variety of sources. 

 

Additionally, in order to comprehend and complete their academic assignments, students require 

comprehension abilities when reading. Students, however, are unable to carry out all of the 

assignments without reading comprehension skills (Clarke et al., 2013; Wong, 2011). A person is 

required to have reading comprehension as a vital skill in order to succeed in everyday activities 

(Blair et al., 2007). For instance, in order to succeed in life, people must comprehend the 

fundamental language used in documents like electric and water bills, rental agreements, hiring 

applications, and publications (Hoeh, 2015). Furthermore, obtaining and maintaining a job as well 

as successfully participating in a variety of daily activities require reading comprehension skills 

(Hoeh, 2015; Mahdavi & Tensfeldt, 2013). Considering the negative effects of being unable to 

read in critical circumstances, the necessity for reading comprehension greatly increases. As an 

example, failing to read and understand the dose instructions on a medicine bottle or the warning 

on a container of dangerous substances can put people in extremely risky situations that endanger 

their safety and lives (Marshall, 2017). 

 

2.3. Purposes of Reading 

Reading serves many purposes, and individuals choose to read for a number of reasons. People 

read for a variety of reasons, which causes us to frequently switch up our cognitive processes and 

knowledge sources (Wong, 2011). Therefore, it is difficult to define one reading aim as the only 

method to understand what we mean by "reading". Despite using the same cognitive processes and 

knowledge resources, the various objectives for reading combine and impose different emphasis 

on these processes and resources Ahmadi et al., (2013). For instance, when trying to learn 

something new, people read at a slower pace while considering how reading fits with the text's 

past knowledge and their own previous knowledge. People change how to use their mental 

processes as well as resources every time they read for all these different and varied reasons (Grabe, 

2009). They might read for pleasure, to gain particular knowledge, or to comprehend the 

significance of an entire text as a whole. Many people read to obtain information from written 

materials. Students are instructed to read in order to strengthen their language skills and acquire a 

better knowledge of the meaning of texts. In addition, seeking pleasure from a text encourages 
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readers to read more, which leads to a greater grasp and enrichment of vocabulary, as well as 

subsequently allows them to strengthen their general reading skills. Harmer (2002:200) splits 

reading motivation into two major categories: "instrumental" and "pleasurable". Reading a given 

text efficiently and meaningfully and comprehending it are critical for a student to answer any type 

of question provided in the examinations in an academic context where students are required to 

read texts according to the syllabus and pass tests. However, in non-academic life, students and 

readers have the opportunity to pick from a diverse range of textual sources based on their interests 

and the time available for reading. 

 

Reading for pleasure is the primary objective of nonacademic reading (Grellet, 2010). Nonetheless, 

Taylor (2011) emphasizes that reading for pleasure improves educational achievement and growth. 

According to McDonough and Shaw (2003, p. 99), “teachers should provide students with a 

purpose for reading by supplying materials that stimulate interest and do not have overfamiliar 

content”. This is because the teachers' objectives, as well as their interpretations of their students' 

reading purposes, influence their text selections. Sometimes teachers' wants and views contradict 

students' reading purposes, and this might be one of the elements that has a direct impact on the 

quality of reading comprehension and academic achievement (Grellet, 2010). Furthermore, 

different students frequently read for different reasons; this particular issue can be even more 

crucial in Libyan institutions' crowded classes. Yet, teachers should inform their students about 

the objective of reading materials. However, Hedge (2003, p. 205) stated that there are some 

general reading goals: a. To be able to read texts in English. b. To build knowledge through 

information. c. To build the ability to interpret text meaningfully. d. To take a critical stance on 

the content of the text. Based on Nunan and Hedge's explanation above, one can conclude that there 

are some purposes to reading. Every person has a purpose when they read something. Through 

reading, learners can get new information, which can add to or enrich their knowledge. 

 

2.4. Types of Reading 

Reading is a performance that draws more from the diversity of texts than it does from a variety 

of explicit types of performance. Still, a number of reading performance types are frequently 

identified when considering assessment methods, and these were employed to structure different 

assessment assignments. According to Brown (2004, pp. 189–216), there are four types of  
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reading performance and various assessment tasks: perceptive reading, selective reading, 

interactive reading, and extensive reading. 

 

2.4.1. Perceptive Reading 

The perceptual level is concerned with bottom-up text processing. At the present time, 

comprehension is unimportant. Rather, to determine whether the learner is capable of finishing the 

mechanical process of reading. Perceptive reading tasks require paying careful consideration to 

the components of longer lengths of text: letters, words, punctuation, and other graphemic symbols 

(Brown, 2004). Assessment of basic reading skills may be carried out in a number of different 

ways. For example: 

 

Multiple-Choice 

In general, the test taker must choose one of three or four different possible answers in this 

assessment. The teacher may try out new formats, including true or false, circle the correct 

response, and match. Dell and Wantuch (2017) stated that multiple Choice Questions (MCQs) are 

a popular instrument used in summative assessments in education. Students are typically asked to 

choose the right response from a list of options. In the words of Baig et al., (2014,p.23) they are 

"the most widely used type of assessment worldwid". They are called "ubiquitous" by Bjork et al., 

(2015). 

 

Written Response 

Similar stimulation was shown; however, the test-taker's responsibility is to write down the probe. 

Due to the transfer of abilities here, the evaluation of the test-taker's response should be handled 

very carefully (Vacca, 2008). Most students' works do not just magically produce well-written 

responses. Students require assistance in learning how to write in an orderly, instructive and 

straightforward manner. It could be necessary for the teachers to model their own response in front 

of their students and assist them in identifying the words writers use to make a point if you want 

them to investigate the motivations and decisions of characters (Boyles, 2004, p. 17). However, 

students' written work is increasingly used to assess reading. The relationship between writing and 

reading has been emphasized within the past decade (Vacca, 2008). A rising number of research has 

shown that writing and reading are closely related skills that are best studied in tandem with one 

another as opposed to separately. The reading-writing link is really about making meaning 
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(Savage et al., 2015). Both call for the use of critical thinking abilities. As stated by Calkins, (2001 

p. 41), "Today's readers are asked to integrate information from several texts and to explain 

relationships between the ideas and their skill”. If an error occurs, make sure to identify its source; 

what appears to be a writing mistake could actually be a reading mistake, and the reverse may 

happen (Latini, et al., 2019.) 

 

Reading Aloud 

In the presence of an administrator, the test-taker sees individual letters, words, and/or brief 

sentences, then reads them aloud one by one. Considering this is a reading comprehension 

assessment, any recognized spoken approximation of the desired response will be deemed correct 

(Gunning, 2010). Read-aloud is a teaching strategy in which teachers, parents, and other guardians 

read aloud to kids from literature. To create a fluid and engaging delivery, the reader uses a variety 

of delivery techniques, including changes in pitch, tone, pace, volume, pauses, eye contact, 

questions, and remarks. In the opinion of McCormick (2007), reading books aloud is the most 

crucial activity for acquiring the knowledge needed for successful reading. As noted by 

Cunningham and Allington (2011) researchers and classroom teachers support the idea that 

including extension tasks for children during a read-aloud is a good idea since it gives them a 

useful framework in which to understand how language functions. Because engaging with text 

demands active thinking and reflection, which improves comprehension, understanding texts can 

be made possible by activating and utilizing cognitive resources. 

 

Picture-Cued Items 

The test taker is shown a picture paired with a written sentence and given one of several tasks to 

perform, and students are instructed to circle some parts of the image based on the instructions 

beside it. Brown (2010) said that pictures-cued tasks are activities that stimulate oral students' 

responses by using pictures and imagination to answer questions. It is a powerful technique for 

eliciting students' oral language responses. Moreover, these tasks can be simple or elaborate, 

focusing on vocabulary and grammar (Namaziandost et al., 2019). Also, it helps language teachers 

engage students and provide basic information before presenting tasks. It can be applied in various 

language functions, such as describing, giving information, and opinions (Asencion, 2004). 

Teachers must match the pictures to students' level, age, needs, and grammar. Pictures are 
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practical and applicable resources in communication, making work more appealing, stimulating 

questions, and proving creative language use (Harmer, 2001). 

 

2.4.2. Selective Reading 

The reading process in this sort of performance is a blend of bottom-up and top-down processing. 

The aforementioned type is primarily formed as a result of assessment formats (Nikmard, 2020). 

Certain standard activities are used to assess one's reading, recognizing vocabulary, grammar, or 

discourse components associated with language within a brief passage of language: picture-cued 

tasks, matching tasks, true/false, multiple-choice, gap-filling, and many more. Stimuli involve 

phrases, short paragraphs, and simple graphs and charts. Brief answers are also anticipated (Brown, 

2004: pp. 189–216). In the following paragraphs, the general assessment tasks are briefly presented 

one by one: 

 

Multiple-Choice 

In this assessment, the test-taker has to pick one of three or four possible answers. Edward, (2001) 

said that the multiple-choice format has become probably the most common technique for testing 

reading knowledge of both grammar and vocabulary, mostly for practical reasons: it is convenient 

to operate and evaluate rapidly. The easiest to grasp. Multiple-choice items may lack context, but 

they can act as a grammar or vocabulary test. Moreover, Mccoubrie, (2004) stated that because 

MCQ-based tests save time and allow for a thorough exploration of any subject, they are also 

dependable. Rather than just testing for the recall of particular information, well-designed 

multiple-choice questions can also evaluate scientifically higher-order cognitive skills such as 

knowledge syndissertation , interpretation, and application. Case and Swanson, (2001) defined 

(MCQs) as they are accurate, arbitrary, reliable, cost-effective, and can assess a variety of skills in 

addition to factual memory. In summative exams, it is generally accepted that multiple-choice 

questions should be utilized in addition to other test formats. They are intended to increase the 

range of abilities that will be assessed at every stage of education: undergraduate, graduate, and 

postgraduate (Anderson, 2004.) 
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Matching Tasks 

The test-taker's job at this selective level of reading is merely to reply accurately; therefore, 

matching is a suitable structure (Brown, 2004). The most common criterion in matching processes 

is vocabulary. The first numbered list is frequently a set of phrases with gaps in them, with a list 

of words from which to choose, which provides a conversational category for matching. Alderson 

(2000, p. 218) proposed matching techniques at an additionally comprehensive level, in which test-

takers must distinguish pragmatic interpretations of "certain signs or labels". 

 

Editing Tasks 

Editing is the process of going over and over the manuscript again to make it more standardized, 

formal, error-free, and academically coherent in order to prepare it for publication. According to 

Brookes and Marshall (2004), editing is the process of refining something that is not ideal by 

spending excessive time on the initial draft. Ricci (2016) describes editing in the same context as 

the process of making corrections and making adjustments to a specific academic paper. Nordquist 

(2018) acknowledges that this stage of the writing process where an author or editor works to 

enhance a draft and gets it ready for publication by fixing all kinds of mistakes and improving 

words and sentences to make them more effective, precise, understandable to readers, and relevant 

to their contexts. However, Unedited documents can lead to confusion, conflict, and inaccurate 

information. Consequently, when dealing with the documents, an editor or writer "often thinks in 

terms of 'barriers' to communication" (Billingham, 2005, p. 9). 

 

Picture-Cued Tasks 

In the preceding reading type, teachers reviewed picture-cued tasks for perceptive comprehension 

of symbols and words. Pictures and photographs are also helpful to assess abilities at the selective 

level. Photos-cued tasks are a set of activities designed to get students to answer questions orally 

by asking them to use pictures and their imagination to answer different questions (Moreta & 

Alexandra, 2021). Several forms of picture-cued approaches are regularly implemented. The most 

important distinction between picture-cued tasks for the perceptive type and this type of "selective" 

is the complexity of the language. 
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Gap-Filling Tasks 

Several of the multiple-choice activities can be turned into gap-filling, or "fill-in-the-blank". Items 

in which the test-taker's response is to type a single word or phrase. The gap-filling technique is 

used in classes to promote different types of interaction between students. It is generally performed 

in pairs where one student needs the information that the other has to complete the activity 

(Defriota, 2017). The action of asking and giving information in information-gap activities 

moreover improves students’ readiness to communicate finding the need for information 

(Laelasari, 2018). In information gap activities, one person possesses specific information that has 

to be shared with others to solve an issue, acquire information, or make judgments (Defrioka, 

2017). In other words, learners have to work together to complete the task by sharing the 

information they have. The information gap is like an “empty space" of speaking interaction that 

needs to be filled by the people in account to reconvene similar information in a spoken manner 

(Harmer, 2016). In addition, create sentence completion items where test-takers read a section of 

a paragraph and then proceed to fill it by writing a phrase as a follow-up to simple gap-filling tasks. 

In this assessment, test takers need to choose the incorrect letter of the underlined word. This type 

of task was designed to assess grammatical structure (ibid). 

 

2.4.3. Interactive Reading 

The reading process is mainly top-down in this kind of reading performance. In addition to a 

greater focus on meaning comprehension, this sort of reading examines both form and meaning 

(Moeales, 2010). However, long passages of text that extend from several paragraphs to an entire 

page or more are considered interactive reading types due to the fact that they require the reader 

to engage with the text in a psycholinguistic manner (Wixson, 2017). In other words, reading is a 

method of negotiating meaning; readers bring into the text a collection of schemata for interpreting 

it, and absorption represents the outcome of that interaction (Lopera, 2015). Anecdotes, brief 

stories and descriptions, quotes from longer texts, questionnaires, memos, declarations, 

instructions, and similar types of writing are typical genres that are particularly suitable for 

interactive reading (Brown, 2004). An interactive task's main objective is to recognize related 

lexical, symbolic, grammatical, and discourse components within texts of a partially short duration 

with the aim of retaining all the data that is received (Vellutino and Scanlon, 2002). There are 

different types of testing tasks for interactive reading, including information transfer, editing, 
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scanning, and impromptu reading alongside comprehension questions. In the following 

paragraphs, the general assessment tasks are explained one after another: 

 

Cloze Tasks 

The test-takers are instructed to write out an incomplete sentence for this assessment. Cloze tests 

normally have a minimum of two paragraphs in order to take discourse predictions into 

consideration. However, the cloze technique is one of the most common types of reading 

assessment activities (Brown, 2003). The term "cloze" was developed by academic psychologists 

to describe the “Gestalt psychology” concept of "closure", which refers to the capacity to fulfill a 

visual, aural, or cognitive picture that is incomplete in addition to adding the missing information 

(from background schemata). There are generally two different approaches to scoring cloze tests 

(Alderson, 2005). By the exact word technique, test takers are only given credit if they recover the 

identical word that was initially removed. The second framework, termed "appropriate word 

scoring", rewards test-takers for providing any term that is correctly spelled as well as making 

logic considering its context (Alderson, 2000. P. 208) 

 

Impromptu Reading Plus Comprehension Questions 

The test-takers are required to read the text and respond to a few questions related to the text. The 

test-takers select one out of three or four possible answers. This test is frequently used to assess 

reading comprehension. Achieving an understanding over the text's meaning is facilitated by 

asking students to read along with the text (Cazden, 2001). The questions generally cover the key 

idea, the supporting ideas, the terminology in context, the unstated information, and the 

grammatical aspects (Ozuru, et al., 2007). The classic way of assessment which is read a passage 

and answer some questions strategy is unquestionably the most traditional and most widely used 

method of assessing reading, although cloze testing is the method that has received the most 

research (Brown, 2004). This technique is used in approximately every proficiency test, and it is 

rare to assess reading without including a section that involves impromptu reading and answering 

questions (Abarca, et al., 2010). In order to help their students, understand and gain knowledge 

from a text, teachers frequently assign homework that involves answering questions from the text 

(Ness, 2011). Moreover, students' responses to questions that follow the reading of a text are 

dependent on their capacity and willingness for cognitive reading. 
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Short-Answer Tasks 

The test-takers are required to read the passage and respond to several questions in one or two 

sentences that have relevance to the passage. Classroom teachers do not frequently find time in 

their full-time jobs to design a test using multiple-choice items since they are challenging to create 

and assess (Miller, 2009). Following reading passages, multiple-choice questions are common 

alternatives. Students may find it challenging to answer Short Answer questions. Although the 

question is shorter than an essay question, students still need to answer all the questions correctly 

to receive full marks (Brown, 2004). However, short answer questions, in contrast to multiple 

choice and true/false questions, require students to recall and describe concepts in their own words 

rather than having the answers predetermined. 

 

Editing (longer texts) 

In the aforementioned types, it was stated about editing tasks, including selecting only the correct 

words. Asih, (2017), as compared to selective types including modal auxiliaries, verb 

complements, noun clauses, adverb clauses, and adjective clauses, interactive types' contexts are 

more complex. The editing tasks are more difficult because there are more than just picking the 

incorrect letter for the word that is underlined (Eden and Eshet‐Alkalai, 2013). There are several 

benefits to the longer format. Authenticity is raised first. It is more likely that English language 

learners will come across linked prose that spans a page or two than they will the artificial structure 

of disconnected phrases (Csernoch and Bujdosó, 2009). Secondly, the assignment replicates the 

process of editing one's own essay, where it is essential to identify and fix mistakes. Third, the test 

creator can create requirements for a variety of grammatical and rhetorical categories that 

correspond with the course material if the test is linked to a particular curriculum (like placement 

into one of several writing courses) (ibid). This supports both the content validity and the face 

validity of a task that pupils are willing to engage in. 

 

Scanning 

The test-takers are required to read a passage and quickly identify any important information for 

the purpose of this assessment. According to Diaz and Laguado, (2013), scanning is considered a 

desirable reading skill. Additionally, scanning is a method of rapidly searching for a specific piece 

of information within a text (Brown, 2003). Thus, from the definition given above, it may be 

inferred that scanning is a technique to locate specific information quickly, skipping over 
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unnecessary material to enable faster reading. Scanning involves readers concentrating on specific 

details rather than the text's overall meaning. Using this method, readers scan the text fast for 

particular details like names, dates, years, and paces, among other things (Yusuf et al., 2017). 

Instead of reading everything word for word, proofreading is done via scanning. It has just recently 

become more frequent due to technological developments, printing becoming computerized, and 

word processing becoming more widely used (Bell, 2007). 

 

Sequencing Tasks 

The test-takers are required to organize a disordered sentence from a short story. However, one of 

the various skills that helps students comprehend what they read is sequencing, which is related to 

reading (Ellis and Sintani, 2013). The capacity to recount events in a text in the exact sequence 

that they happened is known as sequencing. It involves identifying the beginning, middle, and end 

of a story or topic. One of the most important comprehension techniques, particularly for narrative 

texts, is the capacity to order the events in a text (Long, 2007). Variations on this might be used to 

assess both the reader's comprehension of a story as a whole and the coherent elements that indicate 

the sequence of ideas or incidents (Harmer, 2000). 

 

Information Transfer: Reading Charts, Maps, Graphs, and Diagrams 

The test-takers are required to be capable of comprehending charts, maps, graphs, diagrams, etc. 

for this type of assessment (Pinker, 2014). In order to understand data in this medium, students 

need to be prepared to understand the particular conventions of various kinds of graphics, 

recognize labels, headings, numbers, and symbols, understand the potential relationship between 

graphics, and draw inferences from information that is not explicitly provided (Brown, 2014). Still, 

it demands more than just knowledge of the graphic and verbal conventions of the mass media to 

translate such nonverbal input into understandable input (ibid). 

 

2.4.4. Extensive Reading 

Extensive reading involves slightly longer content. The objective of this reading type is to draw on 

a learner's overall grasp of the material being studied. The term "extensive reading", as used in 

Browns' book titled "Language Assessment and Classroom Practice" (2004), refers to reading 

passages longer than a page, including books, short stories, technical reports, essays, and 

professional articles. Reading of this kind of discourse consistently signifies an emphasis on 
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meaning and mainly top-down processing, with limited use of a focused bottom-up approach, 

which is exactly why this kind of reading is classified as a different category. Yamashita (2013, p. 

248) also views extensive reading as “an approach to reading pedagogy that encourages students 

to engage in a large amount of reading”. Additionally, due to the length of this reading, it is 

uncertain that formal assessments can be conducted within the time restrictions of a conventional 

formal testing system, leading to an additional issue for assessment (Ellis, 2003). Therefore, 

lengthy articles and books that usually require reading are beyond the scope of a classroom time. 

The general assessment tasks are listed in brief order in the paragraphs that follow: 

 

Skimming Tasks 

The test-takers skim a text and respond to questions about the main idea, the purpose of the writer. 

Skimming is the practice of reading rapidly over a text to figure out its gist or essential point of 

view. According to Nuttall (2005, p. 49), skimming is the act of "rapidly scanning a text to ascertain 

its main points". When seeking specific information, people can save time by skimming. A 

comprehensive approach to skimming necessitates a comprehensive understanding of the text and 

relies on a confident level of reading proficiency (Grellet, 2010). During systematic practice, 

students strengthen their skills of inference, which enable them to anticipate a text. According to 

Harmer (2001), skimming is a technique for rapidly acquiring an understanding of a text's content. 

It relates to a prediction technique used to help readers get a sense of a text's content and purpose, 

its structure, the writer's point of perspective, how simple or challenging it can be to comprehend, 

and whether or not it will bring value to them. 

 

Summarizing and Responding 

One of the most commonly used methods is requiring test takers to provide a summary text through 

writing to assess extensive reading (Brown,2004). The test-takers are required to summarize the 

text for the purpose of this assessment. The four steps of the summarizing strategy are to go through 

the passage, assess the paragraph, provide a paraphrase in response, and identify the summary of 

the passage. It is a reading comprehension strategy (Wormeli, 2005). For students who are 

unfamiliar with the method, summarization can be rather mysterious and confusing (ibid). The 

reading aspect of summarizing and responding to reading has been emphasized here; however, it 

is necessary to take into consideration the interaction relationship between both reading and 

writing that is stressed in these two tasks (Brown, 2003). 
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Note-Taking and Outlining 

The test-takers are required to provide important information, such as the main concept and any 

supporting details, in this assessment (wong, 2006.) As a final point, note-taking and/or outlining 

techniques are often utilized to assess a reader's understanding of lengthy materials. Both of these 

procedures belong firmly within the scope of informal assessment (Brown, 2004). The most 

popular note-taking technique among college students is probably the outline method. It forms the 

basis of the textbook chapter or lecture topic and is a great study guide for test prep since it 

naturally arranges everything in a highly structured, logical manner (Wong & Lim, 2023). 

 

2.5.Approaches to Reading Comprehension 

In order to become effective readers, English language learners must first conquer two significant 

challenges (Klinger, 2004). They must first be able to master both top-down, conceptually oriented 

comprehension strategies and basic bottom-up strategies for decoding individual letters, words, 

and sentences. Second, in order for second language readers to successfully implement such 

interpretations, they must establish the proper content and formal schemata background knowledge 

and cultural experience as part of those top-down techniques (Lyster, 2010, p.39). There are three 

significant methods that make an effort to define the reading process. Top-down and bottom-up 

approaches are distinguished from one another (Block et al., 2009). In contrast to the top-down 

strategy, which is reader-driven and knowledge-driven, the bottom-up procedure is text-driven and 

word-driven. Johnson (2001) asserts the significance of both models. The interactive approach is a 

concoction of these two strategies; which method might be best depending on the kind and volume 

of the book, the level of the class, the needs of the students, the goal of the reading, and the time 

allocated. 

 

2.5.1 Bottom-up Process 

This framework is a decoding process that conveys meaning from smaller units at the "bottom," 

such as letters or words, to the bigger ones at the "top", such as phrases, sentences, and paragraphs 

(Carrell and Eistenhold, 1983). Readers begin by understanding the letters, words, and 

grammatical components of a text before formulating its meaning (Spiro, 2017). They primarily 

use the text, but they give barely any attention to the reader's prior or background information. 

Brown (2006, p. 2) defined bottom-up processing as the process of “using information we have 
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about sounds, word meanings, and discourse markers like first, then, and after that to assemble our 

understanding of what we read or hear one step at a time”. This approach, known as bottom-up, 

was initially presented by Gough in 1972, as specified by Hudson (2007). It depends on the 

assumption that a reader infers meaning directly from letters, words, phrases, clauses, and 

sentences by separating the text into smaller phonemic units that convey lexical meaning. The 

reading assignment is meant to be comprehended by dividing down the material into a number of 

distinct phases that happen in a particular sequence, from sensory stimulation to cognition to the 

appropriate answer (Perfetti & Stafura, 2014). There is a notion that information gathering occurs 

quickly, effectively, and passively. The reading process is constrained to the understanding and 

decoding of letters, words, and finally sentences using the above technique. Additionally, it 

neglects how the reader's prior knowledge contributes to comprehension. As a result of the 

repetitive nature of this approach to reading, 36 students will miss the desire to engage in reading. 

According to Johnson (2001), the bottom-up strategy is insufficient for comprehension since it 

minimizes the value of the information the reader brings to the content. This theory states that 

processing is mostly not bound by the information that is stored in memory. Alderson (2000, p. 

17) opposes the bottom-up method since it acknowledges that "readers are passive decoders of 

sequential graphic-phonemic-syntactic-semantic systems”. 

 

2.5.2 Top-Down Process 

In opposition to the bottom-up approach, which neglects the students' previous knowledge, the 

top-down approach emphasizes the significance of the students' past knowledge and expectations 

in supporting them in creating meaning from a reading text (Alderson, 2000). The top-down 

approach enriches the learner's previous knowledge, which helps them receive the information 

more effectively. When learning another language, top-down processing is directly related to the 

idea of schemas. Top-down processing is described by Brown (2007) as "conceptually driven 

processing in which we draw on our own intelligence and experience to understand a text" (p. 358). 

In contrast to bottom-up processing, which includes decoding individual words and sentences to 

produce meaning, this is sometimes defined as reviewing and generating meaning from a text's 

overall structure. Reading is described as a top-down process by Hudson (2007), who also believes 

that it is a selective process. It entails the selective use of limited linguistic signals that are available 

based on the reader's expectations and perceptual data. According to Brown (2006, p. 2), top-down 
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processing is defined as the process of “using our prior knowledge and experiences; we know 

certain things about certain topics and situations and use that information to understand”. This 

means that people allow their knowledge and expectations to drive them to become skilled 

language users; both top-down and bottom-up approaches are required (Verbeek, 2011). 

 

The reader begins the text with an overall idea regarding what could be included (the schema). 

This is derived from the reader's prior knowledge, who employs this schema to identify and 

understand visual clues. According to Klingner et al., (2007), reading can be learned through 

flexible education that takes advantage of the reader's prior experience, their comprehension of 

what the text suggests, and the situational context. Ahmadi et al., (2013) theory believes that a 

reader approaches a text with concepts above the textual level already constructed and then 

decodes the text itself, leaving aside certain parts of it that appear to be unrelated to the reader's 

objectives. The top-down strategy emphasizes reading skills involving anticipating, summarizing, 

and making predictions from texts. Thus, language teachers should consider knowledge and 

comprehension as valuable instruments while teaching EFL students the skill of reading. Both top- 

down and bottom-up approaches are needed to support students in becoming skilled language 

learners (ibid). 

 

2.5.3 Interactive Process 

Many scholars, including Ahmadi et al., (2013), argue that none of the two methods specified 

above the "top-down" and "bottom-up" approaches stand independently for efficient reading. 

Harmer (2002) claims there should be a connection between bottom-up processing and top-down 

processing. With bottom-up processing, the reader concentrates on specific words and phrases and 

accomplishes comprehension by linking these minute elements to form a whole. Using top-down 

processing, the reader gets an overview of the reading passage by taking in the broad context and 

is prepared to form reasonable expectations. As a consequence, the interactive approach, an 

appropriate mix of both of these strategies, has arisen. This approach creates a balance among the 

different top-down and bottom-up methods. In simple terms, an interactive process demands taking 

advantage of previous knowledge, predictions, and context. It also incorporates the concepts of 

immediate and accurate feature identification for letters, words, and lexical structures, as well as 

the idea of analyzing them automatically. Nunan (2003), who based his claim on the three reading 

models mentioned above, believes that comprehension interaction models provide the most 
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comprehensive explanation of the reading process. Consequently, reading's objective is to 

comprehend the text. In addition to reading a text, the reader should comprehend its meaning. 

Reading without comprehension is meaningless; readers choose to engage in meaningless tasks 

when they simply skim a text. Therefore, it can be proven that comprehension is of the utmost 

importance in reading. 

 

2.6. Reading Comprehension and Assessment 

English has emerged as an extremely important language for all societies in the universe. English 

has four main skills, focusing on the reading skill, which is a crucial skill for any individual who 

intends to communicate successfully, in addition to speaking, writing, and listening. Reading is 

one of the most vital skills. Chawwang (2008) says that it functions as a beneficial instrument for 

knowledge acquisition. For many people, learning English is a continuous skill that they can use 

for both studying and everyday communication (Kucukoglu, 2013). Following this point, prospects 

for both personal and professional success might be lost without a strong reading foundation 

(Madani, 2016 & Anderson et al., 1985). Students should have a variety of methods or techniques 

if they are interested in fully understanding what they read. How much an individual might achieve 

in both their personal and professional lives is strongly associated with the extent to which they 

are able to read (Block & Israel, 2005). There are different uses for reading. First of all, it reduces 

tension for the reader. In their free time, the majority would rather spend time reading their favorite 

books. Secondly, reading is vital for academic success. Last but not least, readers might be just 

searching for general or specific information. As an example, throughout each of 

their enrolled courses, students are usually asked to read academic papers or books. Some of the 

justifications for reading are presented in the previous set of reading purposes said by Arshad et 

al., (2020). 

 

However, for students to achieve success in today's educational conditions, reading 

comprehension, which is described as "the process of simultaneously extracting and constructing 

meaning through interaction and involvement with written language" is essential (Snow, 2002, p. 

10). As part of the process of teaching and learning reading, assessment is an important phase. 

Teachers need to understand how they should assess their students. An integrated process is used 

in order to assess the nature and scope of students' progress and development (Linn and Gronland, 
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2003). In addition, to assess students’ progress, teachers might make use of different kinds of 

educational approaches. Börjesson (2012) considers that implementing different assignments for 

teaching and assessment might influence the opportunities for students to have their performance 

assessed. Along with other testing and measurement tasks, listening comprehension should be 

measured. If no measurement or assessment is conducted at the end of the teaching process, it 

would be nearly impossible to identify the effectiveness of classroom activities (Çelik, 2011).  

Generally speaking, assessment is the process of gathering and questioning information gathered 

from various sources to create a comprehensive picture of what students have learned, understood, 

and are capable of doing with the information they have gained as a result of their educational 

experiences. The process is finished when the findings of the assessment are used to improve future 

learning (Huba and Freed, 2000). Any technique, plan, or instrument a teacher employs to gather 

evidence regarding a student's advancement toward predetermined objectives is referred to as an 

"assessment" (Chen, 2003). In another words, it is a procedure for collecting information regarding 

the knowledge that students have acquired. Formative and summative assessments are the two 

primary categories into which assessments can be divided, according to Chen (2007). 

 

2.7. Types of Reading Assessment 

Effective assessment is one of the many elements that positively raise EFL learners' reading 

comprehension. Assessment, which gives students feedback, is crucial to the teaching and learning 

process regardless of the instructional strategies employed (Alias et al., 2015). In accordance with 

a review of the literature, there are two different forms of assessment: formative and summative 

(Brown, 2004, p. 13). The type of assessment that teachers employ should align with the 

assessment's stated objectives. Using a formal assessment, for instance, allows teachers to evaluate 

students' achievement in school while comparing it with the work of other students. Teachers might 

use informal assessments to make instructional improvements or to track students' progress and 

support them in enhancing their own learning (Williams, 2015). In the profession of education 

review, each type can play a variety of roles. It may be either formal or informal. Consider the 

following: 
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2.7.1 Formative Assessment 

Formative informal assessments, which assess students' achievement and growth, are those 

impromptu types of assessment that are simple to include in regular lessons. Informal assessments 

are driven by behavior and subject matter (Weaver, 2013). Because it is used to measure and 

monitor both students' progress and the teaching process, formative assessment is significant due 

to the fact that it is always carried out to serve a variety of purposes. As stated by Hedge (2000), 

formative assessment enables teachers to use any knowledge they have received regarding their 

students' progress as a tool for any future procedures intended to assist students' learning. In order 

to measure the efficacy of their instruction, teachers also employ formative assessments 

(Greenstein, 2010). Therefore, teachers should evaluate their students' performance informally 

without letting them recognize that they are doing so. Ongoing assessment of similar types is 

possible during the teaching and learning process. 

 

A test referred to as formative assessment is administered at the completion of each unit of a course 

to ensure that students have mastered the objectives for that lesson (Shavelson, 2003). The goal of 

this sort of assessment is to enhance students' performance by offering helpful feedback and 

remedial education. Since students develop their knowledge by analyzing and internalizing 

teachers' feedback, many classroom assessments, such as reading aloud, group or pair work, and 

skimming, can be of the formative kind. In addition, teachers provide exercises like summarizing 

and paraphrasing texts, comprehension questions, and writing summaries according to the learning 

objectives (Brown & Abeywickrama, 2004). 

 

Furthermore, Crooks (2002) suggested that rather than a formal assessment exercise that is 

scheduled in advance, assessment in learning is more typically focused on improving student 

growth and frequently involves somewhat unstructured exchanges between the learners, teacher, 

and student. It mainly depends on assessments and examinations that have been specially created 

for each unit of the course (Linn and Gronlund, 2003). After searching for the definition of the 

term “formative assessment”, the researcher concluded that in-course evaluation is known as 

formative assessment. This type of assessment's main goal is to give students quick, insightful 

feedback on their growth, allowing them to consider any mistakes they may have made and make 

improvements. For them to have such opportunities, it is essential that teachers give students 

meaningful input throughout the course. 
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2.7.2 Summative Assessments 

Summative assessment supports teacher decisions regarding classroom instruction (Musa and 

Islam, 2020). This indicates that the summative assessment is concerned with figuring out how to 

assess the students after they have fulfilled their goals. In the opinion of Cahyono and Widiati 

(2015), the purpose of summative assessment is to determine students' learning at the end of an 

entire course of teaching by comparing it to certain standards. It carries a high point value, just like 

the last assignment, documents, and the midterm exam (Harlen, 2006). Summative assessments 

assess students' reading proficiency at the end of a learning phase. Final assessments typically fail 

to offer feedback or any recommendations for how to make improvements (Brown & 

Abeywickrama, 2004). Furthermore, Hammond and Darling, (2006) said that summative 

assessments are mostly used to decide on grades or to judge a student's readiness for development. 

They often take place at the completion of a learning session and aim to assess a student's overall 

effectiveness. This form of assessment is utilized for presenting students' skills to external 

stakeholders, such as administrators and supervisors, in addition to providing a foundation for 

grading assignments. Thornbury (2005, p. 124) asserts that there are two approaches to assessing 

speaking: summative assessments (formally) and formative assessments (informally). However, 

the first point from a practical standpoint appears to be simpler to comprehend than the second in 

this aspect. Teachers should use assessments that are appropriate for the task at hand. For instance, 

teachers may employ formal assessments in order to assess students’ performance in school while 

comparing it with the progress of other students. In addition, all assessment strategies, including 

quizzes, achievement tests, and proficiency tests, should be recognized by both teachers and 

students. Therefore, each of these categories are discussed. Face-to-face communication is 

necessary (Ghermaoui, 2018). 

 

Hedge (2000) further supported the value of employing summative evaluation in reading classes. 

This form of assessment is mostly used to document or summarize the results and overall 

accomplishments of students at a specific point in time, such as the middle, end, or beginning of 

the year. Typically, this recording is carried out gradually. However, when teachers decide on 

direct assessment, they assess student performance while it is happening (Luoma, 2004). This is 

because direct assessment greatly increases teachers' ability to influence student performance. 

Teachers can make use of informal assessment if they desire to monitor the growth of students, 
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assist them in getting the most achievable from their education, or make use of assessments to 

enhance instruction (Williams, 2015). In the respect of the above-mentioned scholars who have 

defined the term “summative assessment”, the researcher is defining it as an event that generally 

takes place at the end of a course or unit, such as a final exam or major essay. This kind of 

assessment is used to make judgments and formally measure student achievement against learning 

outcomes, as well as to judge program, course, or unit effectiveness (Shute, 2008). Providing 

timely and meaningful feedback to students is still important, however, as students will receive 

feedback on summative tasks at the end of the course, which will not necessarily help them 

improve. According to several studies (Boud & Falchikov, 2006; Davison, 2019; Katz, 2012; 

Leung, 2004), formative assessment emphasizes recording students' progress, while summative 

assessment appears to play a significant part in language assessment with the aim of reporting the 

final evaluation of learners. 

 

2.8. Strategies for Reading Assessment 

Researchers have been particularly interested in strategies for reading and their significance to 

second-language acquisition over the past couple of years (Carrell, 1989; Rahimi & Katal, 2012; 

Wenden, 1998). Every educational system places a high value on reading, so developing one's 

reading abilities is essential and may be accomplished with the use of efficient reading strategies. 

Various definitions are given to reading strategies. According to McNamara (2012), "A reading 

comprehension strategy is a cognitive or behavioral action that is enacted under particular 

contextual conditions, with the goal of improving some aspect of comprehension" (p.6). The 

definition of reading comprehension methods provided by Edge (2002) is that they let students 

decide how to actually apply what they have learned to all reading situations by encouraging them 

to use their experiences, prior knowledge, critical thinking, and evaluation (p. 4). The application 

of reading strategies has been proven to be mandatory, and this is particularly significant for 

English as another language (ESL/EFL) learners who seek to achieve a high level of English 

language fluency and success in US higher education (Sheory & Mokhtari, 2001).  

 

Reading strategies are used as guidelines and aids to improve reading comprehension and prevent 

comprehension failures at both word and sentence levels (Aarnoutse & Schellings, 2003). Reading 

strategies used by readers of different levels have been studied in a different but related field of 
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research. According to Rajoo and Selvaraj (2010), who describe reading strategies as "how readers 

interact with the written texts and how these strategies help to enhance text comprehension, which 

includes mental plans”. However, teachers need to be aware of reading strategies in order to 

facilitate students’ reading, regardless of the approach they choose to use in the classroom. Current 

thinking on the teaching of second language reading strategies suggests (Afflerbach, 2012). The 

teaching of strategies should be contextualized. Strategies should be taught explicitly through 

direct explanation, modeling, and feedback. There should be a constant recycling of strategies over 

the next texts and tasks. Strategies should be taught over a long period of time (Bouchard, 2005). 

Some of the strategies of reading comprehension are presented and discussed in details in the 

following paragraphs: 

 

Vocabulary 

The technique for creating vocabulary questions while assessing student performance on the 

vocabulary exam is known as the vocabulary assessment approach (Webb & Chang, 2015). The 

receptive aspect of vocabulary has frequently been highlighted in assessments of vocabulary as it 

relates to reading comprehension (Pearson et al., 2007). The question format needs to include a set 

of objectives that students are expected to meet. To ensure that students can answer the questions, 

the teacher needs to develop a vocabulary assessment approach (Zhang & Zhang, 2022). The first 

decision teachers must make if they choose to test vocabulary directly depends on whether they 

want to evaluate production or recognition. Multiple-choice questions (MCQs) and matching are 

common forms used to assess vocabulary recognition (Coombe, 2011). According to Guo et al., 

(2011) and Nezami (2012), vocabulary knowledge and vocabulary competence are critical 

components for learners to successfully comprehend literary works. A significant component of 

reading ability, according to Hudson (2007, p. 227), is vocabulary. It suggests that having an 

extensive vocabulary may help with reading comprehension. Since word meaning directly affects 

understanding of the text, reading comprehension as well as vocabulary are profoundly connected 

(Gray & Yang, 2015). A student's ability to comprehend the material they are reading might be 

impaired if their vocabulary is limited because they may not be able to identify significant terms 

in texts. 
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Furthermore, Nassaji (2014) emphasizes how critical the recognition of words is for 

comprehending and obtaining the deeper significance of the text. In other words, a crucial reading 

skill is the capacity to deduce the meaning of unfamiliar words from texts (Alderson, 2000). Koda 

(2005) consistently advises against implementing higher-level strategies such as focusing on ideas 

across sentences too quickly with learners who are still having trouble extracting the meaning of 

words because this might negatively affect English language learners and create confusion and 

frustration. According to Kieffer and Lesaux (2012), there is a significant correlation between the 

quantity of vocabulary and the comprehension of text. Reading comprehension may be more 

challenging for students who struggle to recognize numerous words in a book than for other 

students. Even advanced students may find it difficult to understand texts with a large number of 

foreign words, especially if word meanings are crucial to comprehension (Kuzborska, 2012; 

Snowling & Hulme, 2005). As a result, when students read, their vocabulary deficits can be filled 

in by using the skill of identifying the text's key terms (Lehr & Osborn, 2001; Guo & Roehrig, 

2011). 

 

Additionally, vocabulary contextualization is a crucial component of reading comprehension. 

Students are required to be able to contextualize a text, according to Foley and Thompson (2003). 

Additionally, Ur (2005) encourages students to concentrate on the important sections of the text 

while attempting to deduce the literal meaning of the incoherent language from the context. At the 

student level, (Rashidi & Piran, 2011) said that both accurate and comprehensive reading might 

result in word development and vocabulary growth. Rivers (2000) asserts that by employing the 

following strategies, teachers may assist their students in deriving meaning from documents in an 

interactive manner: to encourage students to concentrate on meaning through morphological 

investigation and examine prefixes and suffixes; to paraphrase statements that contain unfamiliar 

words; to incorporate the context regarding the structure in addition to semantic components while 

encouraging students to generate inferences compared to them; and to illustrate parallelism with 

native language (Reutzle & cooter, 2007).  

 

Although the strategies listed above might be useful and efficient, some of them might prove 

challenging to implement in practice because of the obvious differences between English and 

Arabic. Furthermore, these techniques must be used by experienced teachers who are fluent in 

English and possess linguistic proficiency (in syntax, semantics, phonology, and morphology). 
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While Chun (2001) contends that students of L2 who have inadequate competence in a second 

language rely more on familiarity with vocabulary than students with high proficiency, Cain (2010) 

claims that having an understanding of the meaning of words within a text represents an indicator 

of a reader's comprehension. The most significant challenge faced by foreign language learners 

during the process of learning a foreign language is vocabulary, according to research conducted 

in 2012 by Ahmadi who found that it was once thought that vocabulary acquisition was not as 

significant as language acquisition; hence, it is critical to have procedures in place for evaluating 

students’ vocabulary (Hubley, 2012). Therefore, it might be questioned whether understanding the 

text is assured once a reader comprehends all of the important terms without having any prior 

knowledge of the subject matter as well as without comprehending how words are combined in 

sentences. 

 

Pronunciation 

A key aspect of students' linguistic skills for lexical identification is phonetic processing and 

awareness (Blythe et al., 2015). Reading comprehension is improved by pronunciation (Lipka and 

Siegel, 2012). Phonological processing is described as "identifying the individual sounds that make 

up words (phonemes) and then identifying the words that the sounds combine to make" (Willis, 

2008, p. 162). Phonological awareness is the capacity to recognize phonemes in conversation and 

to be sensitive to the phonological structure of words. Intermediate readers participate in 

phonological decoding, which is the challenging and deliberate identification of words by 

matching the written letters of a particular word with its speech sounds, in accordance with Blythe 

et al., (2015), while proficient readers use the strategy of phonological recoding, which is an 

immediate and unconscious recognition of abstract phonological codes. According to the findings 

of Boer et al., (2014), phonological knowledge enhances both silent and spoken reading equally. 

Nevertheless, when reading silently, phonological activation is implicit, automatic, and faster than 

when reading aloud, which demands overt articulating of words, which is slow and requires 

intentional phonological coding (Alario et al., 2007). The processing of phonology becomes more 

significant as readers' skills advance and word recognition develops a more automatic process with 

increasing reading experience (Blythe et al., 2015). Based on Melby-Lervg et al., (2012), letter- 

sound recognition is a crucial skill that is intimately tied to understanding phonology as well as 

learning the skill of reading. In the identification of written words and the development of reading 

skills, orthographic images and phonological analysis go alongside one another (Blythe et al., 
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2015). As a result, phonological processing plays a significant role in the creation of the 

orthographic lexicon, and there are mutually beneficial connections between them (Sprenger- 

Charolles et al., 2003). 

 

In addition, terminology refers to vocal qualities, intonation, stress, and sounds. These components 

should be included when conducting a reading assessment because they are regarded as reading 

sub-skills. According to Sakale (2012), knowledge of the sound system is necessary for efficient 

communication. Schmitt (2002, p. 88) stated that pronunciation is "a term used to capture all 

aspects of how we employ speech sound for communication". The phonology of speech, however, 

presents a "thorny issue" for language assessment because native speaker standards of 

pronunciation are typically employed to assess pronunciation, which could lead to an inaccurate 

assessment on the part of the examiner (Luoma, 2004). As a result, defining and obtaining an 

accurate assessment requires the development of precise pronunciation criteria. As mentioned by 

Hudson et al., (2005, p.  713), "readers must be able to accurately identify the sounds represented by 

the letters or letter combinations and use both letter-sound and meaning cues to determine the exact 

meaning of the word in its context". 

 

Fluency 

One of the key elements of a reading program is the development of reading fluency, which affects 

students' reading comprehension by organizing significant ideas and enabling immediate and 

precise word recognition (Macalister, 2014; Ari, 2015). A high level of understanding is typically 

indicated by good reading fluency, according to Chang and Millett (2013) and Basaran (2013). 

Reading fluency is seen as a crucial link between comprehension and word identification skills. 

Instead of consuming a lot of time decoding words, fluent readers concentrate on comprehending 

what they read (Frye & Trathen, 2006). In simple terms, students who read fluently have a 

tendency to decode automatically, which makes the process of identifying, interpreting, and 

understanding in the context of reading much more practical. In terms of how it is defined as a 

concept and how this concept is measured, fluency is considered a contentious subject. Teachers 

of languages assess accuracy by determining whether their students can build language sentences 

that adhere to proper usage standards (Fulcher, 2003). The accuracy and speed of a reader's reading 

are related to their fluency. According to Samuels (2007, p. 564), comprehension and fluency are 

strongly related: "the reader must be able quickly and easily recognize words in order to achieve a 
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solid understanding”. As a result, it is critical that teachers promote and encourage students' fluency 

in reading. In order to promote word recognition, accuracy, and speed while also improving 

reading fluency, this strategy encourages students to read a material aloud several times (ibid). 

 

 

Alyousef (2006) identifies reading as an interaction between a reader and a text, which means that 

the reader engages with the text by extracting the meaning of words included within. As indicated 

by Yildirim and Ates (2012), reading is also described as a difficult process of understanding and 

decoding written language. A skilled reader is one who can accurately and successfully derive 

meaning from a piece of literature. Additionally, proficient readers are supposed to be capable of 

fully understanding the words that they read instead of simply recognizing them. Additionally, 

proficient readers are supposed to be capable of fully understanding the words that they read 

instead of simply recognizing them (ibid). According to McCormick and Zutell (2010), reading 

fluency is an important aspect of reading behavior that needs to be included in both the teaching 

and evaluation processes. However, fluency has not gotten the amount of attention it deserves in 

L2 reading research (Grabe, 2010). This could be mostly due to the fact that accuracy is valued 

more highly than automaticity and speed when it comes to word decoding (Chang, 2012). Reading 

requires higher-level cognitive processes like comprehension, which includes drawing conclusions 

and using techniques to interpret text meaning, and smaller-scale cognitive processes such as word 

recognition, (Grabe, 2009 and Chang, 2012). 

 

 

Accuracy 

Reading accuracy is an indicator of whether or not students are reading books at an appropriate 

level. According to Pallotti (2009), accuracy is defined as "the simplest and most internally 

coherent construct, referring to the degree of conformity to certain norms" (p. 592). This suggests 

that the concept of accuracy is well-defined, as it incorporates language elements like using 

vocabulary and grammatical structures appropriately across a range of oral competency levels. 

Speech syntax in English language instruction appears to be being reconceived at the same time 

as the growing acknowledgment of the need to take speech grammar into account when evaluating 

speaking. According to Goh (2009), one of the key concerns covered in the concept of accuracy 

as an element in oral language acquisition is the assessment of grammar in speech. As a result, 

several grammatical characteristics of spoken grammar are identified, including verbal concepts 
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and grammar in both planned and spontaneous speech (Luoma, 2004). Guided reading instruction 

uses books that are qualitatively leveled, meaning that they should support students when 

employing various sources of knowledge in order to recognize words (Mesmer, 2010). 

Throughout the course of the academic year, Mesmer collected data for her study and compared it 

to see whether or not each student's accuracy level was affected by decodable or qualitatively 

leveled texts, texts that are utilized in guided reading instruction. It was discovered that the 

accuracy study conducted throughout the first-grade year revealed consistent improvement 

independent of text and ambiguous results for texts (ibid). 

 

Comprehension 

One of the main components of reading is comprehension. Comprehension is an underlying part 

of learning and a complex process with many layers of understanding. According to Fountas and 

Pinnell (2017), comprehension is the essential, central component of reasoning, which is a more 

complicated and wide-ranging skill. Comprehending what they have read helps them significantly. 

When a student struggles to answer comprehension questions, it means the text is too hard for them 

to understand and they are not remembering the material. According to Baier's (2005) study on 

reading comprehension and reading strategies, sixth grade students scored higher on tests after 

applying the reading comprehension technique than they did before. According to Fisher (2008), 

the practices of reading are supported by the following principles: fluency, accuracy, and 

comprehension, which deal with the development of critical literacy and the teaching of 

comprehension methods (p. 20). Such comprehension techniques are taught to children through 

guided reading instruction, which also offers a welcoming environment for them to engage with 

and respond to comprehension questions. 

In the comprehension process, Snowling and Hulme (2005, p. 102) distinguish three stages of 

understanding: word level, sentence level, and text level. Browne (2004) stated that grammatical 

knowledge is included in sentence-level abilities, contextual comprehension is included in text- 

level skills, and phonic and graphic knowledge and word identification are included in word-level 

skills. Fisher (2008, p. 20) said that reading skill group provides a nurturing environment to 

encourage such active engagement in meaning-making. Students can expect to be more likely to 

comprehend the texts they read if they do this. Iaquinta (2006) noted, taking into account the 

significance of reading instruction and its effect on students' understanding. Each component of 

the reading lesson structure. Fountas and Pinnell, (2001) serves a purpose connected to the 
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students' capacity for meaning construction. This allows for various forms of learning to occur in 

various ways. Together, these elements produce a coherent whole that serves as a strong foundation 

for understanding. 

 

Using prior Knowledge or Previewing 

During the previewing activity, teachers must provide hints to students, such as a picture or title 

that relates to the reading content, and encourage them to make predictions before reading. 

Students are supposed to use the information provided by the teachers to articulate their opinions 

in relation to the text after recalling their past knowledge through the picture or text title before 

reading; this is an activity in which they are permitted to make predictions. According to Heng- 

Tsung (2009), a preview is an introductory passage provided to students in advance of their actual 

confrontation with the reading selection to help promote comprehension. One reading technique 

that students frequently use is previewing. The text itself, its title, any subheadings (smaller titles 

within the reading), and any supporting artwork (photographs, drawings, etc.) are all described by 

Fellag (2006) as a preview or perspective in advance. Previewing, then, is the process of inferring 

the text's substance from its title or subheadings. Prior knowledge can be added before reading by 

looking at images or photos, understanding the definitions of some words used in the text, and 

providing answers to some text-related questions. Eye tracking technology was utilized by 

Prichard and Andrew (2016) to assess how Japanese L2 readers of English preview their content. 

The assignment for the participants was to read the text and provide a brief overview of it. 

 

Prediction 

Predicting anticipates "joining the reader's background knowledge, new information from the 

passage, and the passage's construction to make assumptions" that are connected to the writer's 

content, as defined by Ahmadi and Ismail (2012, p. 157). It is considered as a technique that enables 

students to express opinions on the primary topic that may come up in a reading text before they 

have read it by using information from the teachers' suggestions through the text, such as titles, 

headings, pictures, and diagrams (ibid). Previewing helps students remember what they already 

know and establishes a goal for their reading. Readers are permitted to scan a text before beginning 

to read it, looking for different elements and information that will be useful when they go back to 

read it in full. According to Bailey (2015: 12), "it allows students to use textual information, such 
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as titles, headings, pictures, and diagrams, to anticipate what will happen in the story". Johnson 

(2001) notes that the top-down approach includes prediction. A reader's prior knowledge or 

experience aids in their ability to anticipate the writer's next words. Grellet (2010) suggests that 

readers can anticipate what will happen next by using grammatical, lexical, and cultural cues. A 

proficient reader does not need to read every line in the book; instead, success mostly rests on 

anticipation. 

 

Furthermore, a text's title serves as the first step in the prediction process, which lasts the entire 

reading process. Even though predictions are not always accurate, they still prompt readers to 

consider the subject since predictions can be helpful even when they do notcome true (Nuttall, 

2005). The ability to anticipate what will happen next is constantly necessary for proficient readers. 

They make use of the fewest indications provided by the text to determine its proper meaning. 

Teachers should get their pupils to think about the subject, use the book's important terms, and 

pose questions to themselves about the several ways the text might evolve (Grellet, 2010 and 

Cuperman, 2014). One strategy to assist students in making predictions about what will happen 

next is to use graphics when appropriate (Harmer, 2002). On the other hand, Johnson (2001) 

contends that using cloze exercises, in which students are given texts with certain words missing, 

can aid in the development of predictive abilities. One of the abilities that teachers and students, 

especially those in elementary school, can easily develop is prediction. Instead of writing down or 

announcing the reading text's title at the beginning of a lesson, teachers should show their 

pupils some photos or provide hints to spark their imaginations and get them started on making 

predictions (ibid). 

 

Summarizing and paraphrasing 

Summarizing information is a time-efficient method of obtaining and remembering it when needed 

in the fast-paced, information-producing, and information-consuming world of today. A summary 

is a text that has been condensed based on its primary and secondary concepts, and then the reader 

reconstructs it (Topçu, 2015). Summarization is the process of attempting to comprehend and 

rephrase the feelings, thoughts, and designs of another author, whereas the author applies his own 

feelings, thoughts, and designs to writing in text form. Bahap and Baylık, (2016) found the core 

idea, connecting supporting ideas to the major idea, eliminating superfluous details, and arranging 

the main and supporting ideas in accordance with the main text are only a few of the sophisticated 
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cognitive processes involved in summarizing. Thus, the foundational component of summarizing 

writing is reading comprehension. In addition to helping students comprehend material and 

commit it to long-term memory, summarizing ensures that mental skills are used effectively, which 

enhances memory and comprehension (Susar & Akkaya, 2009). Empirical research indicates that 

proficient readers are also excellent at summarizing, and the use of educational summary 

techniques improves comprehension (Belet, 2005). It makes the lessons acquired sustainable (Tok 

& Bayazıt, 2007). For academic performance, comprehension and memory are crucial. 

Summarizing is employed as a learning approach as a result of this. 

 

In addition, upon obtaining a bachelor's degree, university students must complete multiple 

assignments, such as reports, scientific papers, articles, and dissertations. As references, they 

undoubtedly need to have a large library of books. Nonetheless, Escudero et al., (2019) since there 

are a ton of resources available online, university students should not be worried about this. 

Because there are so many free references available, some students may resort to participating in 

various academic misconduct, such as downloading and then claiming to have written something 

that was written by someone else. Plagiarism is the term for this recent trend (Kher & Rani, 2018). 

However, university students frequently employ paraphrasing in their writing, and it is the most 

crucial technique for them to apply in a genuine academic setting (Dung, 2010; Irmadamayanti, 

2018; Masniyah, 2017). This approach is typically used to demonstrate students' comprehension 

and engagement with the subject at hand (Dung, 2010). According to Bailey (2011), plagiarism is 

the act of borrowing ideas or material from other writers without properly citing the source in your 

own writing. As a result, in order to prevent plagiarism, students need to be proficient writers who 

can convey their thoughts, emotions, and experiences to the reader (Masniyah, 2017). Writing is 

therefore regarded as the most crucial talent in teaching English, in addition to being a challenging 

skill. According to Anderson et al., (2013), this ability is one of the criteria used to evaluate a 

student's academic achievement. 

 

Interview 

A reading classroom teacher or any other assessing agent can utilize an interview as a method of 

evaluation to learn more about their students (Seda & Pearson, 2010). As you formulate specific 

questions targeted to the specific reading and writing tasks your students are completing, refer to 

the sample literacy process interview questions provided as a guide (Mackey and Gass, 2005). 
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Questions might concern, for instance, what the reader did when they came across an unfamiliar 

word, asks the reader to identify the part of the text they are reading, why they are reading it, their 

thoughts, and their enjoyment. It also asks for clarification on any parts they don't understand, their 

actions when encountering them, and if the text reminds them of any previous readings (Scott, 

2008). By asking such questions, a reading teacher can gain important insight not only into the 

kinds of vocabulary that might pose difficulties for the students’ readers in the course of study, but 

also into specific strategies that a particular reader may employ to handle unfamiliar or challenging 

words (ibid). Informal assessments known as literacy process interviews are used to find out how 

writers and readers process their own work (Wood, 1988). While participant comments are not 

assessed, teachers might use them as a guide when teaching various reading methods and abilities. 

An informal method for finding out about students' reading preferences, choice of content, and use 

of strategies before, during, or after reading is the Comprehension Interview (Johnston, 1983). 

Teachers may, for example, interview students to learn more about their thought processes, 

comprehension levels, communication skills, and conceptual application (Thornbury, 2005). 

Furthermore, interviews might reveal additional details about exceptional students, such as those 

who experience psychological issues that could impede their ability to study. According to 

Dakowska (2005, p. 245), interviews are challenging because they call for some preparation from 

the interviewer in the form of a study, the selection of questions that are relevant, and previous 

analysis of interviews in order to accurately assess either the questions or the information elicited. 

Teachers are under pressure to grade a large number of pupils in a short amount of time, which 

makes it difficult (ibid). These could be the causes of EFL teachers' continued lack of enthusiasm 

for having their students' reading skills tested (Luoma, 2004, p. 36). 

 

Observation 

Informal assessment can be more objective by using a consistent schedule, consistent notes, and 

consistent grading criteria. Teachers should record observations, notes, and comments on student 

performances to make informal assessment more effective and fairer Saunders et al. (2009). 

Portfolios and projects should be constructed with clear goals and assessed according to 

preestablished grading criteria. When using multiple student performances, decide on a grading or 

commenting plan before evaluating students Gray (2014). Reviews of student reading records, 

reading charts, and portfolios should include notes and comments on activities at multiple points 

in the school semester. Teachers can assess student learning using common techniques like end- 
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of-unit tests and quizzes. However, informal and alternative assessment options like student 

observations, self-reporting measures, progress charts, and interviews are crucial for effective 

learning assessment (Dawson, 2009). Additionally, "classroom observation is a crucial component 

of initial teacher training and feedback, offering trainee teachers a priceless chance to enhance 

their instruction, receive guidance from, and share ideas with, experienced teachers". In this 

context, "the observation should be arranged in an optimistic climate of professional trust ... and 

should be practitioner-led and not observer-led" (Harvey, 2006, p. 11). This practice should 

increase the trainee's confidence, excitement, and expertise. 

 

When different approaches of assessment are ineffective, observation proves to be successful. It 

can be used, for instance, by a teacher to find out how his or her students perform when they are 

solving problems or how well they collaborate to finish a particular reading assignment. 

Assessment can be normative or criterion-based, leading to different tests and scoring. Classroom 

observation is a method of systematically observing a teacher's performance in their classroom or 

learning environment (Punch, 2006). It is a quantitative way of recording and measuring teacher 

behavior and mastery. There are two main types of observations: those performed by school 

administrators or peers, instructional specialists, or coaches, with the primary goal of providing 

feedback on classroom management and instructional techniques (Grbich, 2013). The primary 

purpose of classroom observation is to improve student outcomes by improving the teacher's 

instructional prowess, investigate possible inequities in instruction among different groups of 

students, and provide researchers with information on current educational practices and 

instructional problems (Bryman, 2012). 

 

New general and special education teachers are typically the focus of classroom observations, 

while experienced teachers can benefit from the feedback and insights gained through observation 

(Oliver, 2010). Classroom observation can be brief or long, and methods can be homegrown or 

nationally recognized. Good classroom observation should include a stated purpose, specific focus, 

operational definitions, training procedures, observation schedule, setting, unit of time, method to 

record data, and method to process and analyze data Cohen et al., (2011). Technology has made 

classroom observations more accessible and effective, with smartphones and tablets providing 

high-quality recording devices and subscription-based online services offering additional 
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observational functionality and data analytics Lo et al., (2013). As a result, observation can also 

help teachers decide what has to be done next: whether to move forward or to go back and review 

particular areas since students remain unable to comprehend them. 

 

Critical thinking abilities 

One of the skills that is required and that needs to be improved in the twenty-first century is critical 

thinking (Trilling & Fadel, 2009). It is also regarded as a skill that may be developed in a person's 

lifetime (Ornstein & Hunkins, 2004). Cognitive abilities can be categorized into two categories, 

higher-order thinking, which involves creating and assessing knowledge, and lower-order 

thinking, which entails recalling and processing information (Edwards & Briers, 2000). Paul and 

Elder (2008), on the other hand, discovered three levels of thinking, which comprise higher-order 

thinking in addition to the first two. Critical thinking, which is a component of higher-order 

thinking, is perhaps the primary focus of today's academic achievement. Critical thinking was first 

conceived as a western idea, but it is currently regarded as a global competency for education in the 

twenty-first century (Gbènakpon, 2017; Rear, 2017). In language education, the importance of 

critical thinking abilities has been acknowledged in a number of settings. Although critical thinking 

techniques were first applied in language acquisition in the United States, they are now 

acknowledged globally (Lai, 2011). Researchers and educators have focused more on how 

language learners' higher-order thinking skills are developing over the past few decades (ibid.). 

English foreign language classrooms are considered to be beneficial environments for developing 

21st century skills, including critical thinking (CT), creativity, communication, teamwork, ICT 

literacy, leadership, and responsibility, in addition to social and cross-cultural competencies (Zhou 

et al., 2015). Teachers are being encouraged to incorporate these skills especially critical thinking 

into their lessons by EFL directors, professors, and writers. 

 

Moreover, Alsaleh, (2020) states that CT is one of the most important and critical components of 

success in the twenty-first century and that EFL teachers need to understand it better in order to 

prepare autonomous learners who can critically assess their own method of learning while also 

focusing on the acquisition of L2 skills. Therefore, Gbenakpon, (2017) said that encouraging 

critical thinking in EFL classes proves crucial for a variety of reasons. Firstly, language learners 

will more effectively monitor and assess their own learning processes if they take responsibility 

for what they are thinking (Rafi, 2004). Second, critical thinking gives language greater meaning 



43 

 

and extends the learning experience for students. Thirdly, there is a significant connection between 

critical thinking and students' academic success. Mok (2010) concurred with Baez (2004) 

regarding the contribution of English language teachers to the enhancement of their students' 

critical thinking abilities. Teachers in Baez's study acknowledged the value of teaching critical 

thinking, but they felt that they needed more support and a specialized professional training 

program on applying critical thinking in EFL. This program also addressed Baezs's (2004) 

recommendation that teachers assess their own context and create their own learning objectives in 

order to improve students' communicative competence in English as a foreign language and to 

promote critical thinking in general. 

 

2.9. Principles of Assessment 

There are a few kinds of conditions that every test should adhere to in order to accurately determine 

what the teacher aims to assess. To create an adequate and successful assessment, two 

prerequisites, known as validity and reliability, must be met. Reliability and validity determine the 

accuracy of estimates of welfare change derived using valuation methods. 

 

2.9.1. Validity 

Teachers must take validity into consideration when creating tests. According to Hughes (2003, p. 

50), "a valid test must provide consistently accurate measurements". Validity tests must accurately 

measure the things they are intended to measure. There are several levels to the test validity idea 

that need to be addressed in the assessment. The question of whether the exam contains a 

representative sample of the content is posed by the first layer of this structure, content validity. A 

research instrument's validity is evaluated based on how effectively it measures the intended 

variables (Robson, 2011). The aforementioned concept should not be ignored by test takers or 

curriculum designers, as students are likely to do badly on exams if the implications are not taken 

into account. However, reliable assessments yield information that can be utilized to guide 

decisions about education in a variety of aspects, including individual student progress and 

performance, teacher evaluation, and school effectiveness and improvement. But validity is not a 

feature of the test; rather, it's the extent to which inferences made from the test data can be regarded 

as "appropriate and meaningful” (Caffrey, 2009). The process of validation requires collecting 

evidence that supports the implementation and interpretation of test results according to the 
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constructs the concepts that the test is meant to measure in the process. The conclusions generated 

from test results may not fully reflect the knowledge of the student and hence present an 

opportunity for validity if the test fails to assess all the skills within a given concept. For an 

assessment to be declared valid, it must accurately reflect the information and skills it aims to 

evaluate. Additionally, it must be reliable and accurate across testing contexts and scorers in 

assessing students' ability to preserve validity for a diverse range of students (Darling-Hammond 

et al., 2013). In a similar direction, there have been cases where the teacher employs strategies in 

class that are different from those used on the exam. This can be helpful in ensuring that the test 

being administered measures exactly the same concepts as the reference exam, such as speaking, 

writing, and listening (Middleton, 2019). Concurrent validity is another crucial concept in validity 

testing. The teacher-created test and the reference test are given at the same time, but the same 

criterion-related validity technique applies (ibid). 

 

2.9.2. Reliability 

Reliability is the degree of consistency in which instances are classified as belonging to the same 

category by several observers or by the same observer on various occasions (Silverman, 2005). A 

test is considered dependable if its results do not vary from expected in a reasonable manner. In 

simpler terms, reliability is defined as receiving comparable results on the same test from the same 

student (Bazen et al., 2021). Test results' stability and consistency under various conditions are 

referred to as test reliability. Gray (2014) states that stability and equivalency measures might be 

included in the definition of reliability as a consistency measure. Furthermore, reliability is 

considered as one of the key elements that determines whether a measure is considered dependable 

or not (Bryman, 2012). A measurement is considered reliable if it consistently yields results with 

identical values (Blumberg et al., 2014). It shows whether or not the same participants will yield 

identical results whenever the data collection and analysis procedures are repeated. It is regarded 

as a crucial component in evaluating the metrics used in research that are both qualitative and 

quantitative (Bronson, 2015). Reliability is intended to improve validity and lessen researcher bias 

(Butler, 2021). Muñoz and Álvarez (2010) believe that using a variety of activities increases 

assessment process reliability and provides students with extra opportunities to demonstrate their 

extensive range of knowledge. 
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In addition, in the words of Downing (2003), exams with constructed responses are challenging 

to assess consistently and accurately. As stated by Brown (2006), utilizing thorough and precise 

rating criteria together with several training sessions to teach examiners how to apply the criteria 

as objectively and precisely as possible are two of the best strategies for solving the challenge. 

Based on Moana-Filho et al., (2017), assessing several sources of error at once rather than 

concentrating on one source at a time can improve the assessment of the reliability of sensory 

testing. Additionally, there are two crucial areas to look through in order to determine the 

reliability of the method for scoring. It includes reliability between and within raters. Both of 

these are required while testing reliability. Due to the fact that language tests, by their very nature, 

require the least amount of rater subjectivity possible while scoring (Weigle, 2001), inter-rater 

reliability is related to the agreement between two raters, while test-retest reliability is acquired 

by repeating the same measure twice (Graziano & Raulin, 2010). Devellis (2006) argues 

differently, it applies to the practice of several teachers assigning identical scores to identical 

examinations. The question of reliability examines how similar the items are on a scale or 

measure. 

To conclude, it can be argued that reliability and validity are related to each other, but they have 

different foci. Reliability is a necessary condition for validity, but it is not sufficient on its own. In 

other words, reliability is much narrower, and validity is much more comprehensive. As a result, 

when designing an oral test, a balance between reliability and validity should be struck. When it 

comes to test content, such as test purpose or use, validity focuses on these domains. 

 

2.10. Reading Assessment Tasks 

The assessment tasks prepared for assessing the aforesaid reading skills of students only serve the 

pre-decided purposes of assessment. The selection of comprehension tasks is a critical component 

of an effective reading instruction program (Rivers, 2000). There are moments when it may seem 

that the reading assignments are meant to test students rather than contribute to their 

comprehension. It used to be believed that creating a valid and reliable comprehension skills test 

was simpler than creating one for speaking and writing (Hughes, 2001). There should be a balance 

between the difficulty and ease of reading assignments. To encourage reading, they have to be 

difficult but doable. The variety in the texts and tasks used adds to the validity of the assessment. 

These two language learning models have served as important frameworks for ideas and 



46 

 

viewpoints regarding language instruction in the classroom (Mullis & Martin, 2019). In summary, 

learners must be able to complete the exercises or tasks successfully in order to succeed in language 

learning not only to receive higher marks. Assessments have been used in language training to start 

real-world language practice (Little & Erickson, 2015). There is a new theory that suggests 

language learners should work on performance-based assignments (Brown, 2014), which clearly 

redirects the emphasis of language learning from the language itself to the performance of the 

language. 

 

Furthermore, the assessment tasks are to a great extent reliable in the sense that there is little chance 

of obtaining different scores for the same answer irrespective of variables like scorer, time, and 

place. The answer key and clear instructions curtail such chances. Arias et al., (2020) mentioned 

that The Carless approach has provided an understanding of how learning tasks are designed for 

assessments and how students participate in them. Although this concept is unusual for language 

acquisition, it is not new to the world of education. In order to assist language teachers in using 

assessment in their classrooms, Purpura and Turner's (2014) framework for L2 learning has 

emerged. An alternative framework focuses on factors associated with various aspects and 

participants in language acquisition. It also emphasizes how different parties involved in language 

learning interact with one another. The summative and formative assessment data gathered in the 

classroom, along with the tasks assigned to students, are the primary focus of Jones and Saville's 

(2016) framework. Assessing reading in terms of the selection of task type Questions have been 

avoided to maintain both validity and reliability. There is no reason why these tasks cannot be used 

in a classroom like mine for assessing reading skills (Kam & Meyer, 2015). Though such tasks 

take a lot of time to design, they are easy to score and offer little scope for teacher bias. 

 

In addition, according to Litz and Smith (2006), cloze assessments are useful for assessing 

language proficiency and reading comprehension in meaningful contexts. In addition, these tasks 

can be administered in a classroom without making any special arrangements for assessment. 

Moreover, students can be easily involved in assessing themselves through such tasks. Perhaps the 

best part of these tasks is their authenticity (Wray & Dahlia, 2013). However, it is impossible to 

include all types of authentic texts in this assessment. Too many authentic texts may hamper the 

practicality of the assessment. Understanding a reading text requires both a more active 

assimilation of the text's content and prior background knowledge, as well as the ability to deduce 
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words' meanings and relationships among them using past grammatical knowledge (Montgomery 

et al., 2007). Lastly, the assessment is expected to have a positive impact on teaching, learning, the 

teacher, and the learner. Such an assessment will help the teacher and student do away with 

memory-based tests. Teachers must also consider and be familiar with the past of their students 

while creating assessment tasks. Differences in development and the availability or lack of parental 

scaffolding can lead to inequality in assessment tasks and methodologies. Rose (2016) conducted 

research on native Australian children and found that parents who were highly educated supported 

their children's literacy development before school started. In contrast, children who did not 

receive this support were immediately at a disadvantage and were unable to cope with their reading 

development (Ashraf & Zaki, 2015). The teacher may find it easy to identify the problem areas (in 

relation to reading) of students. If used wisely, the tasks may promote learner autonomy. The 

teacher can also collect information about the assessment from students and make further 

improvements. 

 

2.11. Types of Scoring and Rating Scales 

Evaluating reading comprehension is a very complicated and demanding task. The two primary 

categories of rating scales: holistic and analytical, which they define the general methodology for 

evaluating a given assignment. Reading assessments use two techniques for evaluating reading 

skill performance: holistic and analytical scoring (Luoma, 2004). The field of language assessment 

has recently given particular emphasis to the need to develop and evaluate interactional 

competence (Galaczi & Taylor, 2018). Instead of depending on assessing particular abilities, these 

scorers provide a single score based on the overall caliber of students' performances (Brown, 

2004). Hughes, (2003) stated differently, the score obtained using that technique is not a single 

number, but rather the total of multiple characteristics of the students’ work. Thus, analytic rubrics 

help students improve reading comprehension by identifying areas of weakness and identifying 

skills for further improvement, rather than focusing solely on a single score. weaknesses and which 

skill of reading they need to work on for further improvement (Chan et al., 2015). Analytical 

scoring evaluates the readers’ performance on a number of factors, including reading skill, 

vocabulary, topic, and comprehension, whereas holistic grading gives an overall assessment of the 

reading performance (Chuang, 2009). Both holistic and analytical rating scales have advantages 

and drawbacks, which are reflected in the ways they are used and intended to be used. 
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Moreover, Hughes (2003) states that the primary benefit of using a holistic grading scale is its 

rapidity. They also facilitate scoring because there is less to read and memorize than in a complex 

grid with several criteria (Kintsch & Vipond, 2014), making them practical for decision-making 

(Chuang, 2009) and more user-friendly for scoring. As it provides no information regarding a 

student's reading difficulties, this could have the unintended consequence of making the scores 

from this kind of scale less reliable. It also prevents children from being guided and assisted in 

improving their reading skills. A further disadvantage of the analytical scale is that raters could 

find it hard and confusing to focus on many elements of a linguistic sample that need to be tested 

and to analyze them simultaneously. Furthermore, the concentration on individual components of 

the performance might distract a rater from the performance's overall impact (Hughes, 2003; 

Davies et al., 1999; Kim, 2005). The relevance of the provided rating scale to the level of language 

samples actually evoked in each assessment situation must thus be examined by language 

instructors (Nakatsuhara, 2007). 

2.12. Challenges Effecting Teachers Reading Assessment 

EFL teachers typically encounter different variables, which lead to their challenges when assessing 

reading comprehension. Consequently, teachers must focus more on the components, situations, 

and elements that support effective reading (Mitasha, 2013). Assessments require dedication and 

time, and they cannot be sufficient because teachers are frequently faced with issues when teaching 

reading in reading classes. It is not attainable for students to practice reading in the exact same 

style that they may practice speaking. Even with lower-level processes, students with lower ability 

levels experienced higher difficulties (Namaziandost et al., 2019). In simple terms, reading 

proficiency allows students to apply their other proficiencies. As a result, teachers must exercise 

creativity when creating lesson plans that give students chances to practice reading comprehension. 

A few of the difficulties are discussed here. 

 

2.12.1 Teachers' Insufficient Experience in Assessing Reading Proficiency 

Research indicates that one of the primary variables influencing instructors' expertise is their prior 

experience, either as teachers or as learners (Arıoğul, 2007). Early experiences as learners have a 

significant impact on the job that teachers do in the classroom (Breen et al., 2001). If teachers 

believe that a particular form of learning would be effective for their students, they will probably 

use it. This could not always be the case, yet, since many students might have requirements that 
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differ. It also has been established by researchers including Freeman (2002), Meijer et al., (2001), 

Breen et al., (2001), and Borg (2003) that instructors' prior experience and knowledge of learning 

are crucial to their effectiveness as teachers and to their classroom practice. It is imperative that 

teachers address both the needs of their students during reading classes and their responsibilities 

with regard to evaluation. Sahinkarakas (2012) asserts that experienced teachers place an excessive 

amount of weight on themselves and do not require confirmation of their ability to teach. 

Sahinkarakas continued by noting that it is critical to maintain teachers' motivation and that it 

would be possible to plan some in-service teacher training programs in this regard. It takes 

excellent leadership, administrative, and communication abilities, as well as the capacity to plan 

lessons and administer unbiased, appropriate assessments, to be a good teacher. Allen’s (2008) 

argument in which he pointed out that "The majority of teachers have an insufficient command 

and training of English to be able to teach it effectively and teachers with insufficient subject 

knowledge have very little if any confidence" (p. 2). According to Strong et al. (2004), an effective 

teacher is always learning owing to several factors such as changes in the curriculum, community, 

finances, and student characteristics. Furthermore, by employing various strategies that best meet 

students' learning needs, experience could be expanded. In summary, Arıoğul (2007) highlights 

the significant impact of teachers' prior experience and knowledge on their classroom practice in 

teaching grammar, emphasizing the importance of understanding how theoretical and practical 

knowledge are transferred. The reason for this is because teachers' practical knowledge is 

eventually influenced by their prior information, which in turn impacts their new learning. 

 

2.12.2 Providing Constructive Feedback 

Effective education and instruction depend on feedback, which also enables students to see their 

points of weakness. Giving feedback to students is a crucial part of teaching languages, and 

teachers can use explicit or implicit feedback. There is evidence, according to Ellis (2006), that 

providing specific feedback is more successful at encouraging learners to apply the structure 

correctly both right away and in the future. This could be because students receive clear feedback 

straight from the teacher, saving them from having to figure out what the teacher is trying to say. 

Even though some researchers, like Muranoi (2000), have determined that implicit feedback is 

more likely to be more helpful, using it won't always work because not all of the learners may 

understand. Formative assessment (Black and Wiliam, 2004; Shavelson, 2003) places a strong 

emphasis on the value of giving students feedback in order to support their development. More 
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significantly, students can overcome whatever mental block they may be experiencing with the 

help of their teachers' feedback. Students who experience repeated failure may develop severe 

psychological barriers that hinder their capacity to acquire listening skills. The greatest factor 

influencing student achievement is the feedback they receive. Whether on purpose or accidentally, 

teachers provide their pupils with rapid feedback every time they meet (Gibbs and Simpson, 2004). 

While some researchers contend that providing positive feedback has a greater positive impact on 

learning, others have entirely different findings. Additionally, when teachers provide their students 

with constructive criticism, they encourage them to keep learning and alert them to their mistakes 

so they may make the necessary corrections. One crucial component of corrective feedback is its 

immediacy; it can be delivered vocally or through nonverbal cues in the classroom as soon as a 

job is finished (Binu, 2020). Feedback should be given frequently and positively in order to 

increase students' motivation and self-esteem. In addition, pupils ought to receive recognition for 

any advancements they achieve and the accurate answers they give in class. By using body 

language, facial expressions, and echo correction to encourage struggling students to continue with 

the work with greater interest, positive feedback can aid weak students (ibid). 

 

2.12.3 Insufficient Training Sessions 

The effective teaching of reading depends on the professional growth of teachers. Brief training 

sessions would not provide EFL teachers with the essential abilities and information. Also, short 

instruction programs would not result in significant changes in practice, as noted by Adey and 

Hewitt (2004), particularly when those programs are held in a location other than the teacher's own 

classroom. To effectively manage their activities, EFL teachers must be aware of the most recent 

methods and strategies. This is confirmed by Carless (2004), who said that teachers may not make 

the required adjustment if they are insufficiently prepared to handle the implications of a new 

approach. Instead, they may return to the safety of their previous approaches. Allen’s (2008) 

argument in which he pointed out that "The majority of teachers have an insufficient command 

and training of English to be able to teach it effectively and teachers with insufficient subject 

knowledge have very little if any confidence" (p. 2). Without sufficient training, teachers who are 

initially supportive of a development may later grow frustrated with it due to its flaws. In the 

framework of the research, frequent teacher training sessions are therefore necessary since teachers 

gain confidence when their expertise is continuously updated. Kennedy (2005) discovered that 

knowledge transmission model-based teacher training programs might not be successful in 
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implementing the necessary change. Teachers may not think about the circumstances in which they 

work as a result of these approaches. According to Sailors and Price (2015), teachers require 

support for their own professional growth. Teachers will have more helpful and successful teaching 

methods if they maintain informed on the most recent developments and courses connected to their 

field. Karavas-Doukas (1998) stated that innovation can result in improvements to teacher beliefs 

and behavior as well as curriculum. Therefore, it may be claimed that in order to support teacher 

growth, training sessions need to be well-planned and targeted. The Libyan universities do not 

provide such workshops based on the belief that academics and university teachers are already 

qualified enough to teach any subject (Elabbar, 2011). Furthermore, worldwide training programs 

have become more and more common in recent years, especially for instructors and students of 

foreign languages. A teacher "should be in a constant training-learning process and have the 

capacity to reflect upon their own practice" (Allen, 2008, p. 20). According to Alrawashdeh and 

Al-Zayed (2017), who were on the same page, teacher development training programs are critical 

for raising awareness of their instructional skills, enhancing time management, advancing 

technical knowledge, and teaching educators how to better inspire their students. Teachers get fresh 

ideas from training programs on how to make their lessons and courses more engaging and 

intriguing. 

 

 2.12.4 Classroom Size 

The correct classroom size is crucial to educating and evaluating English-reading students.    

According to Adeyemi (2008), it is a teaching tool that may be used to characterize the typical 

number of students in a class at a school. Additionally, scholars like Achilles (2003) and Bennett 

(1996) focus on the interactions between teachers and students in the classroom. They think longer 

periods will result from larger classes because teachers will have more time for instruction and 

one-on-one time with each student. One may argue that even though instructors may not be 

performing up to par, class size does have an impact on Libyan universities. Evertson et al., (2011) 

discovered that when the average class size in their schools reaches 32 students, the significant 

impacts of class size are substantially larger. This is accurate since teachers can apply their 

teaching and assessment expertise more effectively in small-sized courses than they can in large 

ones. Borland et al., (2005) Despite extensive educational literature on class size's impact on 

student achievement, empirical studies are often hindered by four factors: using a student/teacher 

ratio, estimating a mis specified model, not considering family effects, endogeneity of class size, 
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and using an incorrect functional form when specifying the relationship between class size and 

achievement. Moreover, Obiakor and Oguejioffor, (2020) conducted a study that investigates the 

impact of classroom size on the academic performance of secondary school students in Nigeria. 

The findings suggest that large class sizes lead to poor teaching methods and inadequate use of 

instructional materials. The study recommends increased funding for secondary school education 

and focusing on class size to avoid overcrowding and improve academic performance. 

Later, Finn et al., (2003) created a conceptual argument supporting the idea that student participate 

in the classroom is the primary mechanism explaining why fewer classes result in higher 

achievement. It is concluded that student engagement is more impacted by class size than by 

instruction. 

 

2.13. Previous Studies 

The literature revealed that numerous research projects on reading instruction and evaluation have 

been carried out. Recently, reading assessment has come to be seen as a significant topic in 

language testing studies. Numerous scholars from various backgrounds, including Mitasha (2013), 

Al-Shareef (2022), Omar (2022), Al-Ghazo (2017), Zaet (2022), Vidhiasi (2022), and Mohamed 

(2016), have investigated how teachers assess English reading comprehension in the classroom 

and their perspectives on the direction and goal of assessment procedures. Few studies have been 

conducted on the problems facing the higher education system in Libya (Tamtam et al., 2011). 

 

Mitasha's (2013) study is part of a research project aimed at promoting a reading culture among 

adults and children in IsiZulu and English. It focuses on the assessment of English reading among 

Grade 4 learners at a rural primary school in Kwazulu-Natal. The study aims to understand the 

assessment methods and their impact on learners' development and growth in reading. It 

emphasizes the importance of using appropriate assessment tools to monitor reading skills and 

design strategies for learners. The study aims to identify methods for improving the reading culture 

at the school. 

 

However, Al-Shareef (2022) studied the listening assessment strategies used by EFL teachers at 

Zawia University and the challenges they face in assessing students' listening skills. The study 

used both quantitative and qualitative methods, with a structured questionnaire and semi-structured 

interviews with six teachers. The quantitative findings revealed that teachers use meta-cognitive, 
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cognitive, and socio-affective strategies but often neglect cognitive and socio-affective strategies. 

The qualitative findings revealed challenges such as limited background knowledge, choosing 

appropriate texts, setting tasks, scoring tests, teachers' experience, a lack of teaching resources, 

and a lack of training sessions. The study provides implications and recommendations for 

improving listening skills in English as a foreign language. 

 

Furthermore, Omar (2022) investigated the strategies and challenges faced by English as a Foreign 

Language (EFL) teachers when assessing their students' oral skills. The research used both 

quantitative and qualitative methods, including a questionnaire and semi-structured interviews. 

The findings revealed that most teachers consider accuracy, fluency, communicative skills, time, 

reliability, validity, vocabulary, pronunciation, and students' transitions as categories of speaking 

assessment. However, they do not apply this theoretical knowledge in their real-life speaking 

classes. The majority of teachers do not employ formative assessment, set speaker assessment tasks 

at appropriate difficulty, use oral presentation tasks, discussion and decision tasks, or use analytical 

scores. Instead, they use summative assessment, role-play tasks, and holistic scores. The study also 

identified internal and external challenges faced by teachers, such as choosing appropriate 

assessment categories, assessing different types of speaking, and ensuring valid scoring. 

 

Another study conducted by, Al-Ghazo (2017) who explores the reading comprehension strategies 

used by Jordanian and English language teachers in their classrooms. The study involved 20 female 

teachers from the Ajloun Directorate of Education, who used various strategies such as word 

recognition lists, sentence completion tests, oral reading, text comprehension tests, and reading 

self-assessment. The results showed the importance of reading assessment in effective teaching of 

reading. 

 

Moreover, Zaet (2022) examined the attitudes of Libyan EFL university teachers and students 

towards using audio books for reading fluency development. A mixed-methods approach was used, 

including a closed-ended questionnaire and semi-structured interviews. Eight EFL Libyan 

university teachers were interviewed in addition to the 70 EFL university students and 60 EFL 

university teachers who completed the questionnaire. SPSS was used to analyze the quantitative 

data from the questionnaire. Additionally, a thematic analysis approach was employed to examine 
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the interviewees' qualitative material. Results showed high attitudes towards audio books, with 

teachers believing they can aid teaching and students recognizing them as effective teaching tools 

for both in-class and out-of-class assignments. 

 

Another study conducted by Mohamed (2016) explores the challenges faced by Libyan students 

in reading comprehension within the English language program at Zawiya University, Libya. It 

evaluates current teaching practices and identifies key factors contributing to inadequate 

performance. The research, based on a positivist philosophical paradigm, found that students lack 

reading skills and the culture of reading, leading to difficulties in English reading comprehension. 

Many lecturers are unaware of reading skills and focus on decoding and accuracy, while the 

insufficient learning environment negatively impacts learning and teaching. The study contributes 

to the literature and offers academic benefits for future researchers in education in the Arab world, 

particularly in Libya. 

 

In addition, Vidhiasi (2022) carried out a study that aimed to understand the methods used by 

English language lecturers to assess the reading ability of Academy Maritime Nusantara (AMN) 

Cilacap students. The research involved surveying two lecturers from two different study 

programs, Marine Engineering and Port Management, distributing questionnaires, and conducting 

interviews. The results showed that the perceptive task method was the most commonly used 

method. However, the choice of assessment method should consider the students' understanding 

and conditions. 

 

In conclusion, teachers' strategies for assessment are usually reviewed when paired with the 

teaching of languages as a whole. The aforementioned studies above clearly shed light on the 

significance of taking into account teacher proficiency with reading assessment and their 

implementation of it in the classroom. Nonetheless, there has not been much focus on Libyan 

teachers' assessment practices, especially in universities. Therefore, the purpose of this study was 

to fill in this gap. The goal of the present investigation is to provide further understanding of the 

reading assessment strategies employed by Tripoli University's EFL Libyan undergraduate 

teachers, as well as any challenges they could encounter when assessing their students in reading 

classes. 
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2.14. Summary of the Chapter 

This chapter reviewed the definition of reading, reading, and assessment, types of reading 

assessments, strategies of reading assessment, principles of assessment, reading assessment tasks, 

rating scales, types of scoring, reading comprehension approaches, challenges in reading 

assessment, and previous studies in reading assessment. It was found that there are gaps in the 

research still encountered, while certain areas have been well researched and documented, namely 

the reading assessment strategies used by Libyan EFL University teachers. In the next chapter, the 

methodology and processes of data analysis employed in the current study are presented. 
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Chapter Three 

Methodology 

 

3.0. Introduction 

The previous chapter presented the literature review and showed the need for further investigation 

in the area of reading assessment. This study is designed to identify the reading assessment 

strategies used by EFL teachers to assess undergraduate students at Tripoli University. This chapter 

of the study illustrates the research design and details the data collection techniques. Additionally, 

the pilot study, sampling and data collection procedures are provided. Moreover, the ethical concerns 

and data analysis procedures are provided. The summary of the chapter is also highlighted. It also 

arises from the aim of finding out the challenges that EFL teachers encounter when assessing their 

students' reading skills. In order to achieve these objectives, this study provides a description of 

how the research is designed to address the following research questions: 

 

1- What reading assessment strategies do EFL instructors use with the undergraduate 

students at Tripoli University? 

2- What are the challenges EFL instructors encounter when assessing their students' abilities 

in the skill of reading? 

 

3.1. Research Design 

The research design structures the data gathering and analysis processes (Bryman, 2012). It is 

defined by Cohen et al., (2007) as the general strategy that the researcher employs to integrate the 

various elements of the study in a coherent and logical manner. The nature of this study requires 

the use of both quantitative and qualitative data because of the overall scope of the study. It is 

conducted to investigate reading assessment strategies used by Tripoli University teachers at the 

undergraduate level and to identify the challenges EFL teachers might encounter in their reading 

classes. Therefore, mixed-methods design is the methodology used in this study, and it is known 

as methodological triangulation. Turner et al., (2017) defines triangulation as an effective research 

methodology that allows researchers to gather data from several sources and compare findings in 
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order to acquire a greater comprehension of a subject of study. Using triangulation in research has 

several advantages, such as higher validity and reliability, deeper and richer sets of data (ibid). The 

major justification for this is that neither quantitative nor qualitative methods are adequate, by 

themselves, for documenting the overall patterns and specifications of a situation (Teddlie & 

Tashakkori, 2003). 

 

Furthermore, Leedy and Ormod, (2016, p. 329) argue that there are "some research problems 

practically scream for both quantitative and qualitative data". In the words of Streefkerk (2019), 

the quantitative research technique is centered on testing ideas and hypotheses that have been 

subjected to statistical and mathematical analysis. The quantitative data were represented through 

the design of a questionnaire to generally investigate teachers' background knowledge about 

reading assessment and to what extent they use the reading assessment strategies in their classes. 

The participants are forty teachers from different faculties at Tripoli University. They were chosen 

randomly. The data obtained from the questionnaire were analysed by SPSS software. On the other 

hand, the qualitative research approach "focuses on exploring ideas and formulating a theory or 

hypothesis analysed by summarising, categorising, and interpreting" (Streefkerk, 2019, p. 2). A 

semi-structured interview with six teachers was conducted as a qualitative data instrument. They 

were chosen in purpose, according to their experience. The qualitative data were analysed using 

the Thematic Analysis Method. More importantly, the motivation for employing this framework 

in this study is found in the idea that by investigating the research focus from many perspectives, 

a greater comprehension of its significance is likely to be gained (Cohen et al., 2007). 

 

3.2. Data Collection Instruments 

The significance of employing two data collection technologies as a triangulation derives from the 

fact that using more than one data source helps in as (Paradise et al., 2016, p. 262) stated "enriching 

and cross-validating the research findings". Mason (2006) recommended mixed-methods research 

that is "qualitatively driven" (p. 9). Mason's assertion that mixing techniques may strengthen and 

improve "the logic of qualitative explanations about social life" was corroborated by Creswell et 

al., (2006, p. 2). Therefore, two methods are used for data collection, which include questionnaires 

and interviews. The structured questionnaire is used to identify how frequently teachers apply the 

reading assessment strategies at the undergraduate level at Tripoli University. However, the semi- 
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structured interview method is used to discover and maintain the challenges EFL teachers might 

encounter in their reading classes. The two instruments are explained below in detail. 

 

3.2.1. The Structured Questionnaire 

Questionnaires are widely utilized as primary data collection method for gathering quantitative data 

(Bell & Bryman, 2022; Gray, 2014). Online surveys, according to Regmi et al., (2016), have the 

benefit of efficiently gathering vast amounts of data while also saving the researcher money and 

time. Many elements work together to make online data collecting appropriate, legitimate, and 

reliable when planned and carried out properly. In this study, a closed-ended questionnaire was 

employed to identify reading assessment strategies used by EFL teachers in their reading classes. 

There are different types of questionnaires, yet this is the most appropriate type for this research 

since it is a highly efficient quantitative technique because it makes it possible to quickly collect 

large- scale statistical information (Kothari, 2004). They are also more straightforward to answer 

and therefore require a shorter amount of time to complete (Kumar, 2014). The questionnaire 

consists of questions and items. Twenty-seven items were created to examine the teachers' prior 

knowledge of reading assessment strategies. Also, the questionnaire was designed by the 

researcher and revised by the supervisor to measure how frequently teachers use the reading 

assessment strategies. A 5-point Likert scale with five possible responses (always, usually, 

sometimes, rarely, and never) was positioned following each statement. 

 

Moreover, in order to guarantee clarity and prevent ambiguity and misunderstanding, the 

questionnaire items were carefully written and revised many times. According to Denscombe 

(2007), even minor data entry errors can significantly bias the general direction in which survey 

responses tend to point. As a result, it was decided that a high level of consistency among the data's 

constituent elements would be a helpful indicator for validation. Three skilled teachers who have 

taught language skills at Tripoli University also reviewed the questionnaire's items. The 

questionnaire was additionally piloted in order to verify its validity and reliability. SPSS 

(Statistical Package for the Social Sciences) software was used to analyze the data obtained from 

the questionnaire. 
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3.2.2. Semi-structured Interviews 

A standard interview involves both parties having a purposeful and meaningful conversation with 

one another. But in this particular interaction, the interviewer is asking the interviewee questions 

in order to gain answers for certain reasons (Cohen et al., 2007). Interviews are one of the primary 

methods used in qualitative research and are appropriate when it concerns collecting information 

on people's perspectives, opinions, feelings, and experiences, which is one of the goals of this study 

(Punch, 2005; Denscombe, 2010). This type of method is used since the researcher is interested in 

teachers' challenges, which they may encounter while assessing reading. Thus, semi- structured 

interviews were employed since the design of this type is open-ended to encourage the interviewee 

to elaborate on the issue in an exploratory manner (Dorney, 2007). The interview question consists 

of eight questions (see appendix B) carefully prepared, taking into account the theoretical 

framework of the challenges teachers experiences while using reading assessment strategies. 

Moreover, only five EFL teachers were interviewed because the researcher reached to the 

saturation point, and no new data is needed. 

 

To guarantee the accuracy of the data written, all interviews were recorded. Data recording 

according to Bell (2005, p. 164), "is useful to check the wording of any statement you might wish 

to quote and to allow you to keep eye contact with your interviewee". As previously stated, the 

flexibility of a semi-structured interview is a feature that makes the method distinctive and unique. 

Whenever other study-related difficulties arise, the researcher is free to ask questions that are not 

covered by the written material (Grada, 2014). However, to enhance the validity and reliability of 

the study interview, three experienced teachers who have taught English at Tripoli University 

piloted the interview questions. In addition, reliability could be addressed through honesty, 

authenticity, and fairness in the method structure (Magaldi & Berler, 2020). The data collected 

from interviews was analysed by using the thematic analysis method. 

 

3.3. Pilot Study 

A pilot study is the initial phase of the overall research process and is frequently a smaller-scale 

study that helps in designing and modifying the main investigation (Lowe, 2019). Pilot studies are 

defined by Simkus (2022, p. 85) as "a fundamental stage of the research process. They can help 

identify design issues and evaluate a study’s feasibility, practicality, resources, time, and cost 

before the main research is conducted". Enhancing the quality of research is one of the objectives 
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of a pilot study, and this can be done in practically every area of the research process (Van 

Teijlingen & Hundley, 2001). A pilot study should aim to identify the need to modify questions or 

additional steps that do not elicit suitable responses or prevent researchers from obtaining rich data 

from the questionnaire, not just to declare that it was completed or to justify the approaches 

employed without offering any details (Pearson et al., 2020). Based on the replies from the 

participants, Quintão et al., (2020) emphasize how important it is to enhance the validity and 

reliability of the study. A good research study with relevant experimental design and accurate 

performance is essential for high-quality outcomes. A pilot study is the first step in the research 

protocol, often assisting in planning and modification of the main study (Gudmundsdottir & Brock‐ 

Utne, 2010). Also, it helps researchers understand the purpose, experimental methods, and 

schedule of the study, aiding in selecting the most suitable research method for the main trial. 

Therefore, a pilot study ought to be regarded as a crucial part of any research strategy (Kim, 2010). 

 

In addition to gathering data, the pilot study aims to teach participants how to collect data correctly 

and reliably (Burns, 2000). Research instrument piloting is important for boosting validity and 

reliability (Bryman, 2008). The researcher gave three EFL teachers from Tripoli University and 

Libyan Academy with prior expertise in teaching language skills a preview of the final text of the 

questionnaire before distributing it to the participants. It was necessary for the researcher to 

ascertain whether the information requested would be represented by the questionnaire items. 

Finding out whether or not the questionnaire items had any weak points proved to be helpful. 

However, questions regarding the questionnaire's clarity, layout, structure, and time spent on it 

were posed to the participants. The questionnaire's layout is clear and well-organised, based on the 

responses from the participants. The participants also noted that the questions have a clear structure 

and meaning. The questionnaire took five to fifteen minutes to answer completely. There were no 

difficult questions because all of the participants provided answers to every inquiry. In order to 

prevent duplicate data, the researcher reduced the number of the questions because several of the 

items had similar meanings based on the replies from nine participants. 
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The following is a discussion of these changes: 

• Section One of the survey the yes-no questions related to instructors' general assessment 

backgrounds were eliminated since they were deemed unnecessary, and some of the 

elements were combined with the other Likert questions. 

• Two questions that were already implemented were considered unclear based on feedback 

provided by research participants. Thus, "I give students feedback" has been modified to 

"I use students' performance to provide feedback on their reading tasks." 

• The other item was changed to read, "I use assessment to identify students' skills, needs, 

and level," instead of, "I use assessment to identify students' level." 

• The initial section of the questionnaire now includes the following new question: "I 

clearly explain the instructions for reading tasks". 

• Reduce the number of questions and reorder the question numbers. 

 

Additionally, due to the guidance of the pilot study, the researcher was able to modify a few 

questions and arrange the interviews. A few interview questions were changed in order to prepare 

for the data collection in the real study. The pilot study gave the researcher the opportunity to 

refine the timing of interviews and the questions addressed. For instance, reasonable changes were 

made to the interview questions' order based on how difficult they were. To determine whether 

there would be any issues when the researcher worked with the actual data, the data from the pilot 

study was analysed. More than one question was modified; for example, number seven “What does 

‘valid and reliable scoring’ mean to you as a teacher?” apprised to, “How do you choose tasks 

for reading assessment, and is it a challenge for you?”. “What do you know about the term 

“assessment” in general and the reading strategies of assessment in particular?” changed to 

“What do you know about the term “assessment” in general and how do you assess your students' 

ability in the skill of reading in particular?” In conclusion, the researcher gained valuable expertise 

in organizing and conducting interview questions, which helped to complete the real data collection 

process consistently and productively. 
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3.4. Sampling and Population 

The sample of participants is the group of people that the researcher truthfully examines in a case 

study as explained by Dörnyei (2007). It implies that “participants in a study may select answers 

to questions that require basic personal or social data, and they can answer and complete the 

researcher's questions” (Creswell, 2012, p. 382). The present study primarily concentrated on the 

strategies that teachers use to assess students' reading skills and the possible challenges they might 

encounter. Based on the research instruments of questionnaires and semi-structured interviews, 

this study intended to use both probability and purposive samples to achieve the research goals. 

The researcher used a variety of sample strategies since doing so within one study may help 

minimize some of the disadvantages associated with using different methodologies (Dawson, 

2002). The participants were among the teachers who teach in different faculties at Tripoli 

University. These teachers have an equal probability of being selected only by random simple 

sampling (Dawson, 2002, p. 50). A random sample ensures that every single case in the population 

has an equal chance of being included (Taherdoost, 2016). Random simple sample was used as a 

technique to identify the participants. However, forty- five teachers who were teaching reading 

courses at three separate faculties at Tripoli University— the Faculty of Education Janzour, the 

Faculty of Education, and the Faculty of Education Tripoli— were given the questionnaire. Despite 

the fact that the teachers were both male and female, 40 of them completed the questionnaire and 

sent it back to the researcher. In addition, semi-structured interviews with five teachers were 

conducted in order to discover more about the challenges they experienced when teaching reading 

lessons. In order to choose the sample for the qualitative data, a purposive sampling technique was 

applied. More importantly, interview participants were selected based on their prior teaching 

experience. Snowball technique was used to choose the participants. According to Patton (2002, 

p. 230), “The logic and power of purposive sampling lie in selecting information-rich cases for 

study in depth". 

 

3.5. Procedures for Data Collection 

Following the pilot study, the data was gathered in two stages using structured questionnaire and 

a semi-structured interview. The questionnaire was distributed as the initial stage of data gathering. 

Forty- five teachers at Tripoli University received the questionnaire via Google Forms. However, 40 

returned the full form of the questionnaire. Participants were informed that their identities would 

be kept private. The experiment in question was conducted in the middle of August and early 
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September of 2023. Three English departments at Tripoli University were visited by the researcher 

after gaining permission from the place of study. Within a month, the questionnaire was completed 

and returned. Software called SPSS was used to analyse the quantitative data. 

 

The purpose of the second phase's interviews with the participants was to discover some of the 

challenges they might have encountered when assessing their reading class. Semi-structured 

interviews were employed as a method of gathering data because of the type of questions. Seidman 

(2013) uses this method to clarify, develop, and discover through open-ended responses how the 

participants perceive the study's facts. The interviews took place in September of the academic 

year 2023–2024 at different faculties at Tripoli University (the Faculty of Education Janzour, the 

Faculty of Education, and the Faculty of Education Tripoli) and were all carried out in English. 

However, to reduce the participants' anxiety and gain their trust, the researcher identified herself, 

offered an explanation of the questionnaire and interview process, and asked a series of questions. 

In order to encourage your interviewers to start up, Flick (2006: 169) suggested that you try "to 

create a good atmosphere in the interview". The interview questions were organized into a precise 

sequence and used straightforward, understandable language. The questions were thoughtfully 

designed to address a number of the challenges of teaching and assessing reading skills. To obtain 

valuable information and simplify the process, the investigator conducted one-on-one interviews 

with each teacher within their own department. Each interview was expected to last roughly thirty- 

five minutes. The interviews were held in modest offices within Tripoli University's English 

departments. In answering the researcher's questions, the participants were cooperative and eager 

to contribute meaningfully. It took one and a half weeks to complete the interview procedure. The 

interviews were recorded with the permission of the participants. Thematic analysis method was 

employed to analyse the qualitative data. 

 

3.6. Generalisability of Research 

Research generalisability is the degree to which conclusions derived from study may be applied to 

different contexts and to a wider population (Saunders et al., 2009). The validity and reliability of 

the instruments employed in a study determine how the research findings are generalized. 

Although this study concentrated at one Libyan university and three different faculties, there are 

limits to how broadly the findings can be applied. Still, given the similarities, complications, and 
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environments in which universities operate in Libya, the conclusions may apply to other Libyan 

universities, and the recommendations will likely be helpful to all Libyan students. 

 

3.6.1 Validity and reliability 

Validity as indicated by Hallebone and Priest (2009, p. 201), validity is the degree to which the 

procedures used to generate data and the conclusions drawn from them reflect and measure the 

objectives they were intended to describe and/or measure. Hair et al. (2007), stated that the term 

validity is synonymous with accuracy, meaning that a hypo dissertation examines what it is 

intended to measure. As suggested by Cohen et al. (2002), an effective study must have validity. 

If a study is invalid, it is worthless. Validity is therefore necessary for both quantitative and 

qualitative investigation. Nunan (2006) identified the two categories of validity: external validity 

and internal validity. The ability to comprehend the results of research is known as internal validity, 

while the degree of generalizability of the findings is known as external validity. Furthermore, 

validity refers to how well a measuring tool assesses the things it is intended to test (Thatcher, 

2010). 

 

Reliability is "the consistency and replicability of research"(Nunan, 2006:14). Reliability is also 

defined by Saunders and Lewis (2012) as the degree to which techniques for gathering data and 

conducting analyses will yield results that are consistent. Reliability, according to Hallebone and 

Priest (2009), is the capacity of the method and results to be repeated and replicated by the same 

researcher or by other researchers working within the same theoretical framework and in a 

comparable setting. Nunan (2006) says reliability can be divided into two categories: external and 

internal. External reliability refers to getting comparable results when the study is replicated by 

other researchers, while internal reliability is concerned with the consistency of data collection, 

analysis, and interpretation. 

 

3.6.1.1. Questionnaire Reliability and Validity 

Here, validity refers to how accurately the questionnaire reflects reality in terms of measuring the 

variables the researcher has selected. Controllability, replicability, predictability, generalizability 

and atomization of research, selection of sample, being objective, and observation are some of the 

standards for the validity of quantitative research (Cohen et al., 2011). In the view of Gray (2014), 

there are certain elements of the questionnaire's content that might affect its validity, including the 
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questions' syntax, relevance, and order, as well as the questionnaire's unclear structure and design. 

However, Kumar (2014) issues a warning against the use of leading questions, double-barreled 

questions, unclear questions, questions using complicated or technical terms, and questions that 

are predicated. In accordance with Dawson (2009), it is critical to reduce the length of the 

questionnaire while using a variety of question types, beginning with simple questions, and 

avoiding terms with strong emotional implications that could offend, depress, or frustrate 

respondents. 

As a result, several factors should be taken into account when assessing the questionnaire's validity: 

• Content validity, which has a connection with how well the questionnaire represents the 

answers to the research questions (Saunders et al., 2009). The supervisor and a committee 

of MA and PhD professors from several universities reviewed the study's questionnaire. 

• Linguistic validity, the language of the questionnaire's questions, known as linguistic 

validity, must be carefully considered to prevent respondents from misinterpreting the 

questions (Saunders et al., 2009). Thus, the same academic group that assessed the content 

validity also carried out a linguistic check-up of the questionnaire phrasing to make sure 

that every word had the appropriate experiential meaning. 

• Face validity, this phrase characterizes the degree to which an exam appears to measure 

the things it claims to measure (Leedy & Ormrod, 2004). Considering it simply takes into 

consideration the assessor's expertise and familiarity with the issue, it is the most 

straightforward and precise method of establishing validity (Nwana, 2007). 

• A pilot study, which was conducted to ensure the validity of questionnaire. 

 

In quantitative research, a study is considered trustworthy if it is replicated with identical 

participants under different conditions, using the same data collection and analysis procedures, and 

producing the same outcomes (Leung, 2015). Similar outcomes should be expected when working 

with a stable measure. Dependability is a key component of validity, as it lessens researcher bias 

and indicates the repeatability of results. A substantial level of stability indicates an increased level 

of dependability. Conversely, in qualitative studies, it is known when a researcher uses the same 

methodology for many projects and researchers (Twyeross & Shields, 2004). Reliability in 

quantitative analysis, according to Cohen et al. (2002), relates to consistency, accuracy, and 

repeatability across time, instruments, and responder groups. A study must demonstrate that 

similar results would be obtained if it were conducted in a comparable circumstance in order to be 
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considered credible. 

 

3.6.1.2. Interview Validity and Reliability 

There are several principles of validity in qualitative research. According to Cohen et al., (2011), 

these include the following: data are descriptive and context-bounded; the focus is on procedures 

rather than results; data have been analysed inductively and expressed in terms of the respondents 

rather than the researchers; the primary source of data is the natural setting; and it is crucial to 

capture the meaning and intention. According to Gray (2014), reliability can be achieved in 

structured and semi-structured interviews by making sure that the interviewer influence is 

minimized and the question's content is focused on the main goals of the study. Reliability in 

Qualitative investigations, also known as dependability, confirmability, or consistency, is 

challenging due to the lack of statistical tests (Erlingsson & Brsiewicz, 2013). Triangulation can 

provide a compelling argument for reliability, as consistent findings from different data sources or 

collection methods demonstrating research integrity (Sutton & Austin, 2015) Qualitative research 

can enhance understanding of care organization and practices, improving services and user 

experiences (Hesse-Biber, 2010). However, it is crucial for studies to be designed and implemented 

with confidence, a s qualitative data has historically been considered inferior. Researchers must 

use appropriate tools to ensure validity and reliability (Edgley et al., 2016). 

 

3.7. Ethical Consideration 

One of the most crucial things that researchers should think about right from the start of a project 

is ethical considerations in educational research. The emphasis on ethical behavior has increased 

and broadened in response to society's demand for greater responsibility (Zegwaard, Campbell, & 

Pretti, 2017). Therefore, participants must be protected against dishonesty and informed about the 

purpose of the study by researchers (Graziano & Raulin, 2010). The current analysis thoroughly 

examines the ethical aspects of data collection. Additionally, the researcher included 

comprehensive information regarding the planned data collection procedures and the specific 

group of participants. Since it was necessary to guarantee the privacy of the participants, the 

researcher was the only one with access to all personal information, including names, recordings, 

and transcripts. Because participants could be concerned about how they were treated, they were 

told that neither their identities nor their answers would be taken into account in any way when it 

came to their higher education or anything else degree-related. The researcher provided all relevant 
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details about the study, including its objective and purpose, to the chosen participants in order to 

win their approval (Dörnyei, 2003). The participants were also made aware of their freedom to 

discontinue participation in the study at any moment by the researcher. It was additionally made 

clear to the participants that they would have access to the dissertation upon its completion. 

 

3.8. Summary of the Chapter 

This chapter covered the study's methodological framework in depth. A questionnaire and semi- 

structured interviews, which are the instruments used to collect data. in addition, the research 

design. The procedure of sampling used to choose the participants and the pilot research were also 

documented. Moreover, it included processes for gathering data and ethical considerations besides 

academic concerns like validity and reliability.  
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Chapter Four 

Data Analysis 

 

4.0. Introduction 

In accordance with the methodology and the study objectives, this chapter attempts to analyze the 

results derived from the data gathered through questionnaires and interviews. The reader might 

comprehend how the research questions and the data relate to one another when mixed method 

research is used (Jang et al., 2008). Finding the relationships between the variables and providing 

answers to the research questions are the two main goals of data analysis. Cohen et al., (2007) 

declared that every approach is suitable for analyzing particular types of data. For the purpose of 

giving precise responses to the research questions in this study, the two categories of data analysis, 

qualitative and quantitative are described in the two main sections below. 

 

4.1. Phase One: Quantitative Data Analysis 

The quantitative data analysis is provided along with background information about the 

participating teachers and the application of reading assessment strategies in classes. The 

participants' replies were analysed by using the Statistical Package for the Social Sciences (SPSS) 

program. As stated by Frey (2017), it is a software suite for statistical analysis and data 

management that can be obtained commercially. Descriptive statistics have been utilized to analyse 

the data in order to answer research questions, and each one represented statistical analysis 

frequencies for assessing participant answers. SPSS, or Statistical Packages for Social Sciences, 

was employed. However, 40 EFL teachers who teach reading classes received the structured 

questionnaire. The findings drawn from the twenty-seven items that were given to the survey 

respondents. The questionnaire responses show the reading assessment strategies employed at 

Tripoli University's undergraduate level. In order to enable comparison, the answers have been 

recorded and translated into percentages to provide a quantitative representation of the results. 

Additionally, it showed the importance level as a ranking of the statement's responses, with the 

highest to lowest mean values (Cohen et al., 2007).  
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4.1.1. Part one: Teachers Background Information 

The main findings of the questionnaire related to section one is presented separately for each 

question, by means of a graph. A brief and comprehensive description is provided for each below. 

 

1. Participants Gender 
 

Figure 1. Gender of the Study Participants 

The above scale shows that (n=17, 39.5%) are male participants, while (n=26, 60,5%), which is 

most of the participants are female. 

 

2. Participants Age 
 

Figure 2. Age of the Study Participants 

Table (2) shows that almost all of the study participants are in their thirties and older (n=43, 

97.7%). Only one participant is under the age of 25 (n=1, 2.3%) 
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4.1.2 Part Two: Teachers' Usage of Reading Assessment Strategies 

The questionnaire items (27 statements) aimed to investigate the assessment strategies of reading 

skills. The data gained from the questionnaire subjected to a descriptive statistical analysis. Refer 

to Appendix (A) for further information. 

 

1. Setting Goals for Reading Tasks Initially 
 

Figure 4.1. I start with setting goals for reading tasks 

The above figure represents whether teachers start their reading tasks with setting goals when 

teachers assess their students in reading class or not. It is found that 58.1% of the participants 

"always" start their tasks by setting the goals of the reading tasks of the assessment while 23% of 

them "often" do in reading classes. However, 16% of the teachers do "sometimes" set the goals 

before starting the reading tasks. Only 2.3% of the teachers stated "rarely". None of the teachers 

choose "never". 
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2. The Purpose of Assessment Tasks for the Students 
 

Figure 4.2. I identify the purpose of assessment tasks for the students 

The aforementioned figure illustrates that teachers were questioned about whether or not they 

recognize the assessment's goal before assessing students' reading language skills. The findings 

revealed that, of the teachers surveyed, the majority of them 60.5% answered "always" to this item, 

while 25% answered "often". However, 9.3% of the teachers chose "sometimes" and 4.7% only of 

them answered "rarely". None of the them said "never". 

 

3. The Explanation of Reading Tasks Instructions 
 

Figure 4.3. I clearly explain the instructions of reading tasks 

Upon closer inspection of figure (3) above, it can be seen that the majority of teachers 62.8% 

"always" were very explicit in explaining to the students how to complete reading assessment 

activities, while the remaining teachers were divided 20.9% chose "often", while the other 9.3% 

teachers selected “sometimes”. Only 4.7% of them answered "rarely". Only 2.3% of the teachers 

chose "never". 
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4. Teachers’ Own Criteria Development of Reading Tasks 
 

Figure 4.4. I develop my own assessment criteria as I design reading tasks 

 

Item (4) posed to the teachers the question if they employ their own assessment criteria while 

assessing students. According to the analysis, 46.5% of the teachers stated they "always" used their 

own assessment criteria in their assessments, while 27.9% claimed they "sometimes" used it. In 

addition, 20.9% of respondents claimed using it, while only 4.7% stated they "rarely" use it. Only 

2.3% of the teachers said "never". 

 

5. Implantation of Outside Assessment Resources to Assess Reading Skill 
 

Figure 4.5. I implement any assessment criteria from outside resources to assess reading 

According to figure (5), the teachers were asked on the frequency of implementing any assessment 

criteria from outside resources to the aim of reading assessment. The results show that 11.1% of 

the teachers said they "always" implement different types assessment criteria from outside 

resources to their reading assessment, whereas 44.4% said they "sometimes" use it. Moreover, 



73 

 

33.3% of teachers said that they "often" use it in their reading classes. The data also shows that 

8.9% of the teachers stated that they "rarely" use it. Only 2.3% of the teachers said "never" used 

it.  

 

6. Using Different Assessment Types in Reading Class 
 

Figure 4.6. I use different types of assessment to assess students in reading class 

As Figure (6), shows the teachers were questioned about whether they use various types of 

assessment to assess reading skill. The findings indicate that whereas 46.5% of the teachers 

claimed to "always" do so, and 39.5% of the teachers claimed to "often" apply different types of 

assessment. Additionally, 14% of teachers stated that they utilize it "sometimes" and "rarely" used 

it. Furthermore, according to the data, not a single teacher said they "never" used it. 

 

7. Usage of Assessment Results to Different Purposes 
 

Figure 4.7. I use assessment to identify students’ skills, needs and their level 

As stated in Figure (7), teachers were asked if they use assessment for the purpose of discovering 

students’ skills, needs and their level. According to the results, 44% of the teachers claimed to 

"always" use assessment for those reasons, compared to 37% who claimed that they "often" 

do so. 
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Furthermore, 18.6% of teachers reported using it "sometimes" and "rarely" in their reading classes. 

Moreover, the data indicates that not a single teacher claimed that they "never" apply it. 

 

8. Using Assessment to Develop Reading Lessons and Instructions 
 

Figure 4.8. I use assessment to develop appropriate lessons and instruction for all students 

Item (8) asked the teachers if they use assessment to improve appropriate lessons and to develop 

instruction for students, as indicated in Figure (8) above. Based on the findings, 37% of the 

teachers stated that they "always" use assessment to develop lessons and improve instructions for 

the majority of the students, while 34.9% said they "often" do so. Moreover, 27.9% of the teachers 

stated that they "rarely" use it and "sometimes" in their reading lessons. Additionally, the data 

shows that not a single teacher indicated that they had "never" used it. 

 

9. Careful Selection of Reading Strategies to Assess Different Levels 
 

Figure 4.9. I carefully select an appropriate strategy be be able to assess different levels in 

reading class. 

According to figure 4.9, more than half of the participants 53.5% responded that they "always" 

thoughtfully establish an appropriate strategy to assess students at various reading levels. More to 
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the point, 30.2% of them reported that they ‘often’ do that, whereas, 14% of the respondents stated 

that they sometime‟ do so and only 2.3% responded that they ‘rarely’ do that. None of them 

reported "never". 

 

 

10. Reading Assessment Fluency 
 

Figure 4.10. I consider fluency as a category of reading assessment 

As figure 4.10 shows 27.9% of them stated that they "always" consider the category fluency of 

reading assessment. Moreover, 30.2% reported they "often" do that while 34.9% said that they 

chose "sometimes" they do so. A small number of the participants 7% stated that they "rarely" 

consider fluency while assessing students in their reading class. However, none of them reported 

that they "never" do that. 

 

11. Reading Assessment Accuracy 
 

Figure 4.11. I consider accuracy as a category in reading assessment. 

According to figure 4.11, only 37.2% of the teachers responded that they "often" consider accuracy 

as a category in reading assessment. Moreover, 30.2% of them stated that they "sometimes" do 
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that. While, 25.6% of the respondents reported that they "always" do so and only 7% responded that 

they "rarely" do think of the category ‘accuracy’ in the reading assessment. Finally, none of them 

said " never". 

 

12. Text Factual Questions to Understand A reading Passage 
 

Figure 4.12. I ask factual question about the text to help students understand a passage 

clearly 

 Looking carefully at figure 4.12 shows that 51.2% of the teachers reported that they "always" ask 

their students some factual questions about the text to fully understand the text passage. Besides, 

25.6% of them stated that they "often" ask their students some text factual questions, while 18.6% 

of the teachers reported that they "rarely" use this strategy, whereas 2.3% said they "rarely" do 

that, and 2.3% sated that they "never" follow that during their assessment. 

 

13. Reading Assessment Comprehension 
 

Figure 4.13. I consider comprehension as a first category when assessing reading 

Figure 4.13 shows that 48.8% of the teachers said that they "always" consider comprehension as 

a first category when assessing reading. Moreover, 37.2% of them reported that they "often" use 
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this strategy. While 11.6% of them stated that they "sometimes" practice this strategy with their 

students. Furthermore, only 2.3% of the respondents confirmed that they "rarely" use it. None of 

the them chose "never". 

 

14. Connect Comprehension Strategy 
 

Figure 4.14. I use “connect” as a strategy to indicate students’ comprehension of the text 

 The above figure shows that 41.9% of the teachers said they "often" use the connect strategy 

to indicate students’ comprehension of the written text. Besides 34.9% reported that they 

"sometimes" do so. It also presents 16.3% who chose "always" while 7% selected "rarely". None 

of the teachers chose "never". 

 

15. Prediction Comprehension Strategy 
 

Figure 4.15. I encourage students to use prediction as a strategy to figure out text events and 

anticipate what will happen next 

Examining figure 4.15 in detail reveals teachers' answers regarding whether or not they encourage 

students to use prediction as a strategy to figure out text events and anticipate what will happen 

next. The results revealed that most of the options were the same percent 23.6 of them selected 
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"always", "often", and "sometimes" while 2.3% of them selected "rarely". And none of them chose 

"never". 

16. Observing Students Doing Literacy Tasks 
 

Figure 4.16. I test my students by observing them performing literacy tasks 

Figure 4.16 shows that most of the teachers test their students by observing them performing literacy 

tasks. Statistically, 37.2% of teachers chose "sometimes" use this strategy. It also shows that 25.6% 

of the teachers reported that they "often" do that while 23.3% stated they "always" use it, and only 

14% reported that they "rarely" employ this strategy in their reading classes. None of the teachers 

chose "never". 

 

17. Critical Thinking Abilities in Reading Comprehension 
 

Figure 4.17. I encourage students to be “critical thinkers” while reading a text in a reading 

test 

Based on Figure 4.17, two options of the figure have the same percentage. It also shows that 40.5% 

of the teachers selected "always" and "often" encourage their students to be critical thinkers while 

reading a text in a reading test. Additionally, the data reveals that 16.7% of the teachers said they 

"often" use it and 2.3% said they "rarely" utilize this method in their reading lessons. None of them 

chose "never". 
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18. Summarizing and Paraphrasing Strategies 
q 

Figure 4.18. I consider “summarizing and Paraphrasing” as an important strategy to assess 

reading comprehension 

As seen in Figure 4.18, only 41.9% of teachers chose that they "always" integrate the two strategies 

of reading comprehension which are summarizing and paraphrasing. While 37.2% preferred that 

they "often" consider these two strategies. Additionally, 14 % of them reported that they 

“sometimes” use this method with their students. Conversely, a small number of them 7% who 

said "rarely" use this strategy. None of them chose "never". 

 

19. Reading Text Vocabulary 
 

Figure 4.19. I consider a range of new vocabulary within the text as a reading assessment 

A further examination of figure 4.19 reveals that most of the teachers 40.9% said they "often" consider 

a range of new vocabulary within the text as a reading assessment. In contrast, 36.4% of them reported 

that they "always" do so. In addition, only 11.4% of them selected the "sometimes" option. And 9.1% 

of them said that hey "rarely" used this strategy. 2.3% of the teachers "never" used it. 
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20. Interview Assessment Strategy 

 

 

Figure 4.20. I use interview as a strategy with students on their reading in reading assessment 

A significant portion of teachers 34.9%, as shown in Figure 4.20, said they "rarely" focus on 

interviewing students about their reading tasks as a reflection. In addition, 25.6%, stated they 

"sometimes" do that, and 20.9% of them stated they "never" used this strategy with students. 

Conversely, 11.6% of them said they "often" used it. Only 7% of them stated they "always" use 

interviews to reflect on students’ work in reading tasks. 

 

21. Formative Screen Assessment in Reading Class 
 

Figure 4.21. I use screening assessment within the formative category in reading class to 

identify which student is struggling 

The Figure 4.21 above shows how frequently teachers use screening assessment within the 

formative category in reading classes to identify which student is struggling. Statistically, 30.2% 

of the respondents reported "sometimes" they use the screening assessment type to point to 

students’ struggles. However, 27.9% of the participants selected "often" do that, whereas 18.6% 

of them stated they "rarely" use this technique, and 14% of the teachers said that "never" do so. 
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Only 9.3% of them chose the option “always”. 

22. Diagnostic Reading Assessment Strategy 
 

 

Figure 4.22. I use diagnostic reading assessment as a strategy to pinpoint students’ 

weaknesses 

Figure 4.22, illustrates the frequency with which teachers employ diagnostic reading assessment as 

a tactic to identify students' areas of difficulty. According to statistics, 34.9% of the teachers said 

they "sometimes" use the diagnostic assessment type to identify areas where students are 

struggling. 25.6% of the teachers chose “often” to do it. However, 16.3% of them said they "rarely" 

used this strategy, while 11.6% of them chose "always" and "never" options. 

 

23. Progress Reading Assessment 
 

Figure 4.23. I use progress assessment as a reading strategy to assess and monitor students’ 

progress 

Figure 4.21 shows the frequency with which teachers employ progress reading assessment as a 

reading strategy to assess and monitor students’ progress. According to statistics, 37.2% of 

respondents said they "often" use the progress assessment type to assess and trace students’ 

progress. 30.2% of the teachers chose that they "sometimes" do it. However, 16.3% of them said 

they "rarely" use this type of assessment, while 11.6% said they used it "always". Only 4.7% of 
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them stated they “never” used progress assessment in reading classes. 

24. Reliability and Validity of Assessment 
 

Figure 4.24. I deliberate over the assessment reliability and validity 

Figure 4.24 shows whether or not participants take validity and reliability into account when 

assessing reading skills. The results showed that two of the options share the same percentage. 34.9% 

of the teachers chose "often" and "sometimes" take reliability and validity into consideration when 

assessing reading skills, 20.9% of teachers verified "always" doing so. However, only 9.3% of 

them stated they “rarely” consider the two principles of assessment. None of them chose "never". 

 

25. Holistic Scoring in Reading Assessment 
 

Figure 4.25. I use a holistic scoring for each category in reading assessment 

A comprehensive review of the above figure reveals that most teachers 41.9% stated they 

"sometimes" use a holistic score for each category in the reading test. 25.6% of the teachers said 

they "often" did that. Nevertheless, the information also reveals that 16.3% of them choose 

"always" and, less percentage 14% of them stated they "rarely" use it and only 2.3% of the 40 

participants stated they "never" use it. 
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26. Analytic Scoring in Reading Assessment 
 

Figure 4.26. I use analytic scoring for category of reading assessment tests 

As figure 4.26 shows, the participants were asked whether they use an analytic scoring for each 

category of reading assessment test. The results show that teachers with a percentage of 14% said 

they "always" use analytic scoring in their test, whereas 37.2% of them said they "often" use it. 

Moreover, 32.6% of the teachers "sometimes" did this type of scoring. Besides 7% of them "rarely" 

use this kind of scoring, and only 9.3% of them chose "never" option. 

 

27. Feedback Strategy on Students’ Reading Tasks. 
 

Figure 4.27. I use students’ results to provide feedback on their work in reading tasks 

Upon closer review, the figure 4.27 shows that 44.2% of the teachers said they "always" use 

feedback as a strategy to reflect on students’ work. However, 34.9% of them stated that they 

"often" did that. Nevertheless, the data additionally demonstrates that 18.6% of them choose the 

rating scale marked "sometimes". Only 2.3% said that they have "never" used students’ results to 

provide feedback on their work as a strategy in reading tasks. none of them said that they "rarely" 

use this strategy. 
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4.2. Phase Two: Qualitative Data Analysis 

Numerous theories and strategies, including grounded theory, thematic analysis, content analysis, 

and discourse analysis, are available in the literature and can be used to analyse qualitative data 

(Cohen et al., 2007). It is important to remember that every data analysis method has advantages 

and disadvantages. Therefore, the researcher should choose the one that most closely supports the 

goals and scope of the study. To answer the second research question, the qualitative data that was 

obtained through the semi- structured interview instrument and thematic analysis was used to 

examine the gained data. Thematic analysis, as described by Maguire and Delahunt (2017) as a 

method for identifying themes or patterns in qualitative data. It is also considered as "the main 

purpose of qualitative research is to provide an in-depth description and understanding of human 

experiences” (Litchman, 2006, p. 8). The main purpose of thematic analysis is to categorize 

significant and captivating data into recognizable patterns and themes. This analysis method is 

appropriate to utilize, when understanding experiences, thoughts, and beliefs across a set of data 

is the goal (Kiger & Varpio, 2020). 

 

4.2.1. Thematic Analysis Method 

The thematic analysis method was chosen to be employed in this study following extensive and in-

depth reading and research in the literature. Based on the idea that the analysis of the qualitative 

data should be considerably more automated and withheld until after the data was gathered, this 

decision was determined. The information that was gathered, including the responses provided by 

the participants to each question, was transcribed and coded by the researcher. Coding, in the words 

of Dornyi (2007), is the process of grouping data into specific categories. The interviewees' 

comments were labeled and classified throughout the process (See Appendix B). The researcher 

followed Braun and Clark's (2006, p. 63) six-step coding framework to analyze interviews data. 

Researchers read transcripts multiple times, created analytic notes, organized data into meaningful 

chunks, compared codes, identified preliminary themes, reviewed each theme, and created analytic 

notes. Researchers used a coding system to compare responses and identify themes. The final step 

was producing a report, transforming the analysis into an interpretable piece of writing using vivid 

examples related to the themes, research question, and literature. All of the interviews were 

recorded, transcribed and coded by the researcher. Making decisions on how to classify or 

categorize specific parts of the data is what Mackey and Gass (2021) define as coding. In this 
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instance, the interviewers' responses were grouped into these topics based on the data's labeling, 

which revealed multiple themes. The main themes that emerged from the participants' responses 

to the interview questions are shown below. 

 

The Definition of the Term “assessment” and the assessment of reading skill 

The conclusions drawn from the interviews showed that each teacher “A”, “B", “C”, “D” and “E" 

agreed that the assessment is the tool that measures students’ knowledge and development. 

Assessment can be formative that happens during the educational process or it can be summative 

which happens at the end of any educational period. Also, all teachers except teacher “A” stressed 

the importance of “defining the purpose to choose the right test and focus on specific objectives”. 

Teacher “D” said “therefore, it might be a reading from which I want them to pick up new 

vocabulary, or it might be for grammar improvement”. However, teachers “A”, “B”, “C”, “D” and 

“E” define assessment as a key component of education since it helps create value judgments and 

provides useful information on students' development. For example, teacher “A” said “assessment 

is the action or instance of making a judgment about something using formative assessments and 

summative assessments.” Teacher “B” stated that “assessment is a crucial aspect of teaching and 

learning, providing valuable information about student progress and forming value judgments”. 

Teacher “C” added that the term assessment is the process of gathering and analyzing data about 

an individual's performance, knowledge, skills, or abilities, crucial in education for teachers to 

evaluate students' understanding and progress. Moreover, teacher’s “C” highlights an important 

reason of assessment which is “assessment is used to track student progress, drive instructional 

decisions, and give teachers and students feedback”. This indicates that these teachers do have 

sufficient background knowledge about testing students reading skills and all other skills in 

general. 

 

The data also revealed that only two teachers who have answered the second part of the interview 

question which is the way of assessing reading skill. For example, teacher “E” said that each test 

has its unique role, proficiency and achievement tests are distinct. Final achievement tests, 

administered at the end of a course, have two types: syllabus-content approach and objective 

approach. Progress achievement tests measure students' progress and contribute to formative 

assessment. Teacher “B” there are two types to assess reading, “formative and summative 
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assessments are used for assessing reading skills, with formative used for improving learning 

during reading activities and summative for evaluating learning at the end of the course, aiding in 

instructional decisions”. Also, the data also showed that teacher “B” and “C” were different when 

they mentioned, “They are used to track student progress, drive instructional decisions, and 

give teachers and students feedback”. This implies that both teachers have more experience about 

teaching and assessing reading skills. 

 

The usage of different reading strategies may affect the teaching-learning outcome 

The findings gained from the interviews revealed that most of the teachers “A”, “B”, “C”, and “E” 

agreed that the teaching-learning outcome may positively influenced by the use of various 

strategies to assess skills in reading. However, teachers “A”, “B, “C”, and “E” mention some of 

the reasons that affects teaching outcomes. For example, teacher “A” said “by assessing students 

throughout the school year, teachers develop a better understanding of their students, including 

their strengths and weak areas for improvement”. In order to improve teaching efficacy and 

determine what students require extra support, Teacher "B" employs a variety of strategies to 

assess reading skills, highlight learning challenges, and differentiate between advanced and gifted 

students.” Teacher “C” stated that “continuous and varied assessments provide ongoing feedback, 

ensuring a dynamic and responsive learning process”. In addition, the data also showed that 

teacher “E” was different when she advised other teachers, “to create effective tests, create a list 

of desired items and decide on their importance. Reflect this by dividing the test time or weighting 

marks based on the importance of each element.” Teacher “B” stated that, “in general, using 

different strategies for assessing reading skills can have a positive effect on the teaching-learning 

outcome. In particular, it helps me to know how realistic my teaching plans for the group I teach 

are”. This implies that this teacher has more experience about teaching and assessing reading 

skills. However, only teacher, teacher “D” disagreed with the all above teachers’ opinions saying 

that: “it is not always important to have a teaching experience in order to have a good teaching- 

learning result but it may be a help with some teachers”. This teacher might seem to be suffering 

from a lack of teaching reading experience. The problem is that if the teachers do not have enough 

teaching experience and reading strategies, then one could assume that the teachers could not 

benefit or assess the students with their experiences. 
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The extent of your teaching experience to help in assessing reading skill properly 

The qualitative findings gained from the interviews revealed that teacher “A” stated that he does 

not think that the teaching-experience can help in assessing reading skills. For example, Teacher 

“A” stated that: "I do not have a good experience about teaching and assessing reading but I think 

I am doing pretty good in it". The above extract confirms that teacher “A” does not have enough 

experience of assessing reading skills. This implies that this teacher encounters significant 

difficulties whenever he teaches and evaluates his students in reading classes. Moreover, teacher 

“D” said: “reading skill was not given its deserved significance during both my secondary and high 

school education years. This situation effects negatively on my teaching and assessing reading 

skills when I become a teacher”. Therefore, students do not have the opportunity to practice reading 

skill through reading books or using different strategies in the reading classrooms and lessons. This 

reflects the teacher’s limited experience does not help in assessing reading skills properly. 

 

In contrast, the data also showed that teachers “B”, “C”, and “E” confirmed that teaching 

experience offered an invaluable resource for assessing students' reading skills. For instance, 

teacher “B” stated that when teaching reading or other language skills, assessments can be a helpful 

instrument. In assessing my reading abilities, “my experience as a teacher was really helpful”. 

Teacher “C” strongly agreed that: 

Teaching experience is crucial for effective assessment of reading skills. I have 

knowledge of developmental stages, adapted to pedagogical approaches, 

classroom management, observational skills, responsiveness to students' needs, 

building strong relationships, and continuously maintaining development to stay 

informed with the latest research and pedagogical advancements. 

Furthermore, teacher “E” supports the above claim and said, “as a teacher, I learned about 

test construction procedures, including clear problem statements, specifications, and 

moderate items, aiming for accurate results and backwashing”. However, teacher “B” and 

“E” mentioned that “assessments”, while crucial for teaching reading and language skills, 

only examine an aspect of a student's educational achievement, influenced by constraints 

like expertise, facilities, and time. This indicates that these teachers do think that sufficient 

experience about testing students’ reading skills may affect the teaching- learning outcome. 
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The importance and usage of a particular assessment reading strategies 

 

The results showed that each participant “A”, “B”, “C”, “D”, and “E” understood the value of 

utilizing various reading assessment strategies when instructing reading classes. For instance, 

Teacher “A” and “D” argued that it is important for educational institutions and teachers should 

use effective reading assessment strategies to determine students' reading skills and needs, 

ensuring effective reading education. Teacher “B” added, “reading strategies are techniques or 

activities that enhance comprehension of reading skill input. English teachers must be aware of 

their strategies to achieve targets, as recognizing appropriate strategies requires specific 

feedback". Teacher “C” also said, “I chose assessment methods that align with the specific 

learning objectives, include formal and informal methods, and reflect the unique characteristics 

of each student”. Moreover, teacher “B” finds a challenge lies in determining which procedures 

are most effective in different situations, such as using tests for assessing learners' attitudes or 

utilizing observation as a strategy. Teacher “E” mentioned that "teachers may design tests that 

encourage cheating due to inadequate assessment strategies. To counter this, consider having 

multiple versions with different options presentation order”. This means that all teachers 

reaffirmed that teachers of reading skills should have sufficient knowledge about how to teach this 

skill. They should also have a good background about how to assess students using different 

reading strategies. These results indicate that all the teachers engaged in this study were aware of 

the importance of using various assessment strategies in their reading classes. 

The difficulties teachers may encounter when linking the choice of reading assessment 

strategies with the aim of assessment 

The qualitative data show that all of the teachers agreed that linking the assessment strategies 

with the assessment aim is important; however, that is always challenging. For example, Teacher 

“A” and “D” stated that it is a very challenging procedure for myself and the other teachers to 

connect the appropriate selection of reading assessment methodologies with the assessment goal. 

Without stating any further comments about what are these challenges or difficulties, which may 

indicate a lack of experience or background about this certain topic. On the other hand, Teachers 

“B”, “C” and “E” elaborate in depth, for example, teacher “B” said: 

I think some of these difficulties are first: limited resources can impact the diversity 

and richness of assessment tools available for evaluating reading skills. Second: 

time constraints may limit the ability to implement comprehensive assessment 
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strategies, while large class sizes may make it difficult to administer individualized 

assessments. 

Furthermore, teacher “C” presented the most challenges that teachers face when linking 

the assessment strategy with the assessment aim for reading assessment by saying: 

Teachers face several challenges when choosing reading assessment strategies. 

These include limited resources, time constraints, large class sizes, diverse student 

abilities, standardized testing pressures, and balancing formative and summative 

assessments. Balancing advanced readers with struggling readers is a delicate 

task. As we teachers may struggle to align their assessment strategies with 

standardized tests. Balancing these challenges is essential for effective reading 

assessment in education. 

Moreover, teacher “E” assured that “language testers must set tasks that exercise reading and 

listening skills, demonstrating successful behavior. For myself as a teacher, I have problems 

related particularly in managing subjective scoring procedures, as many of us not know the 

appropriate rating scale”. This indicate that all teachers agree that linking reading assessment 

strategies with assessment aim is challenging. Teacher “E” added that it may due to different text 

types and forms, each requiring specific strategies, which can be confusing. 

The selection of reading assessment tasks and its challenges 

Analysing the data revealed a consensus among the interviewees that choosing reading assessment 

tasks is a challenge for them. It also showed that these participants expressed different views 

related to this particular issue. First of all, teacher “C” defines and explains the process of selecting 

assessment reading tasks, “Reading assessment tasks are a complex process that requires careful 

consideration of learning objectives, diverse reading skills, learning styles, formative and 

summative tasks, authenticity, flexibility, and different assessment formats”. While choosing a 

reading task, you may encounter some challenges. For example, teachers “A” and “D” acknowledge 

the challenges of selecting appropriate assessments for students, stating that they can be 

challenging due to the difficulty in finding suitable material for reading tasks. Teacher “B” 

presented a more detailed answer about this topic stated that: 

As a teacher, I face challenges in choosing suitable reading tasks to evaluate students' 

reading performance, considering their backgrounds and interests. I often fail to link the 
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choice of reading assessment strategies with the aim of assessment, especially when my 

students lack English vocabulary. To address this, we as teachers must create an organized 

classroom environment, make complex decisions, and engage students. These difficulties 

may arise during the design or administration of tests, and we must decide their goals and 

align tasks with their needs and beliefs. 

The above extract reveals that this teacher understands that the selection of reading assessment 

tasks aligns with some of the challenges that could be mended. It needs specific arrangements and 

strategies to be successfully presented to students. It also implies that selecting appropriate reading 

tasks can be a challenge for any teacher. In this respect, teacher “E” said that the passages and 

tasks should be suitable for the students' level and language ability, and the cloze technique may 

limit the features of language tested. Also, teacher "E" said “To ensure coverage, select small 

passages and avoid culturally complex texts. Thus, the test tasks should define the level, ensuring 

all items are within the capabilities of the pass-through audience”. Teacher “C”, added that 

challenges include limited time, technology integration, objectivity, and meeting individual needs. 

Addressing these challenges proactively can create a comprehensive and effective assessment 

process. This means that some of the five teachers are aware of the process of selecting a reading 

assessment tasks, still, they face some of the challenges that may be hard and it needs to be located 

and fixed. 

Ensure a ‘valid and reliable scoring’ and their challenges if there is any 

The data gathered from the interviews showed that one of the biggest difficulties teachers faces is 

ensuring the validity and reliability of their assessment. Each teacher surveyed admitted to 

experiencing similar issues in this regard. For example, teacher “A” and “E” defines “valid and 

reliable” as crucial elements in determining the accuracy of a test. Validity measures the 

consistency of results, ensuring they can be reproduced under the same conditions, and reliability 

ensures the results accurately represent the intended purpose. 

Furthermore, teacher “B” elaborates: 

 

Reliability and validity are crucial in testing, enhancing the assessment. Holistic and 

analytic scoring methods are used for testing reading, offering practicality and ease of 

decision-making. However, they lack reliability as they don't provide details about 

students' weaknesses. Analytic scoring requires separate evaluation of individual criteria, 
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making it challenging for us teachers to apply and make valid and reliable scores for 

reading skills. 

Teacher “C” presents some of the solutions for the previous challenges clarifying: 

 

The assessment process requires clear scoring criteria, addressing subjective criteria, 

consistently applying rubrics, balancing objectivity and flexibility, providing constructive 

feedback, Consistency is achieved through upfront criteria definition, detailed rubric, 

review and revision, and a reflective approach to continuous improvement. 

Moreover, the research findings revealed that teachers “D” and “E” agreed that it is not easy to 

design ratings. Thus, teachers should have a clearer idea of how this scale works. Teacher “D” said 

“Designing a valid and reliable test is a big issue that would be a challenge for me and other 

teachers. Also, I am facing some struggles with following scoring procedure”. Teacher “E” adds 

that “unfamiliarity with tests can negatively affect performance, so sample tests or past papers 

can be given to ensure familiarity. A good test should have high reliability, ensuring consistent 

results”. This indicates that in order to assess students' reading abilities accurately, more than one 

of the study's teachers need to pay closer attention to creating valid and reliable scoring 

mechanisms. As a result, extreme caution must be applied when ignoring a student's personal 

characteristics that have no effect on an assessment of their language proficiency. 

Extra challenges teachers face during assessing reading skill 

 

The research findings confirmed that there are many extra challenges in the present study reported 

by the interviewees. Each of the teachers share and differ in some of their answers. The researcher 

discussed them all. One of the obstacles in the current study, according to the research findings, is 

class size. The feedback that they received indicated that managing all of their different tasks and 

using various reading assessment methods in classrooms with more than 25 students was a 

challenge for reading teachers. The replies from the interviewees indicate that these concerns 

require immediate attention. As an illustration, teacher "A" said: “Yes, such as the large number 

of students in the class; moreover, the atmosphere in the noisy learning setting made it difficult to 

incorporate reading assessments”. In this instance, the gap between their goals and their actual 

performance in the classroom might be blamed for the size of the class. Because of this, teachers 

might be under pressure to decide the most effective way to conduct reading classes and handle 

situations that might negatively impact students' ability to gain knowledge. Another issue 
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presented by teacher “B” saying: 

EFL teachers face numerous difficulties in reading assessment due to various factors. 

These include reading comprehension issues, text-related issues, task-related issues, and 

reader-teacher methodology issues. Moreover, assessments require time and effort, and 

lower-ability students often face more difficulties. Lack of reading resources, unknown 

vocabulary, limited grammatical knowledge, and passage lengths can also pose 

challenges. 

In addition, teacher “C” said that assessing reading skills can be challenging “due to subjectivity 

in interpretation, and varied reading levels. To ensure consistency, us teachers should establish 

clear criteria and consider diverse perspectives”. Teacher “E” stated that “scoring difficulties can 

arise due to students taking longer to complete the required responses". According to Teacher “D” 

claims that “I acknowledge that I did not receive any training sessions for improving their English 

skills, but I am aware of the importance of teacher development for successful language teaching”. 

Also, teacher “A” agreed with the above claim saying “there a need of additional training courses 

on teaching reading comprehension, as the current lack of new and adapted courses may lead to a 

reliance on outdated methods”. Moreover, Teacher “C” reaffirmed that there is an apparent issue 

in the modern education that relates to technology “Technology-related challenges, such as 

connectivity problems or unfamiliarity with digital platforms, can hinder the assessment process.” 

Teacher “E” explained about the test design and quote “designing Yes/No and True/False multiple-

choice items with two options presents a challenge due to the 50% chance of correct response 

selection by chance alone”. Teacher "C" and "E" participated in four-week training program five 

years ago for teaching English language curriculum, but not how to assess English language skills. 

This suggests that committees do not prioritize English language assessment for professional 

development. Thus, to tackle these issues, it's crucial to have a thorough plan, maintain open 

communication, and continuously improve assessment methods. The research findings also 

demonstrated that the participants recognized the significance and value of regular training sessions 

that support students in refining their skills in reading comprehension This means that all teachers 

have a positive attitude towards taking training sessions. As a result, repeated training sessions are 

essential to make sure teachers are using the most recent techniques for teaching reading comprehension. 
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4.3. Summary of the Chapter 

 

This chapter presents, the quantitative and qualitative data analysis produced the conclusions. A 

systematic questionnaire was utilized to gather a significant quantity of quantitative data, which 

was then analysed by using SPSS software in order to produce reliable findings regarding the 

research questions. On the other hand, thematic analysis was used to analyse the qualitative data 

gathered from the semi-structured interviews after they were transcribed. Several intriguing 

findings from the data analysis process are covered extensively in the chapter that follows. 
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Chapter Five 

Discussion 

5.0. Introduction 

The goal of this study was to investigate the reading assessment strategies that Tripoli University's 

EFL teachers currently use. The investigation of the challenges that teachers experience while 

assessing their students' reading ability was a further objective. The most interesting findings from 

the teacher questionnaires and interviews are covered in detail in this chapter. Interpreting the 

results mostly involves linking them to the initial research questions and the body of existing 

literature. As a result, the findings of the two major sections of the study based on the objectives 

of the research are merged together to be discussed below. 

5.1. Research Questions 

 

In this study, there are two research questions to be answered which are: 

 

1. What reading assessment strategies do EFL teachers use with the undergraduate 

students at Tripoli University? 

2. What are the challenges EFL teachers encounter when they assessing their students' 

ability in the skill of reading? 

As previously mentioned, the data were analysed and interpreted independently for each 

frequency, or point, under which they were obtained. More importantly, these issues were justified 

by addressing the challenges faced by the teachers and the possible recommendation of them. 

 

5.2. Teachers` Assessment Reading Strategies use and their Challenges 

The results from the teachers' questionnaire and interviews are covered in this section. It discusses 

of how the participants responded to the difficulties they encountered when implementing reading 

assessment strategies in the classroom. The findings of the questionnaire regarding teachers' prior 

knowledge of reading assessment revealed that most of the teachers responded that when they 

assess a student's reading ability, they first, set the goals for the reading tasks and clarify to the 

student the purpose of the assessment task. They added that they incorporate reading assessment 
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criteria from other resources and frequently develop their own assessment criteria, and they 

claimed they provide students clear instructions on how to complete reading assessment tasks. 

Most of the teachers recorded lower percentages of using appropriate assessment reading strategies 

although they were aware of the fundamentals of assessment. In this case, there is an issue that 

needed attention to discover the gap between what strategies teachers knew and what was the 

reason the disallowed teachers to actually use these strategies in their real reading classes. This 

indicates that these teachers are suffering from certain challenges considering reading assessment 

strategies. As an example, teacher “C” said, “reading assessment tasks are a complex process that 

requires careful consideration”. Being on the same track, teacher “B” argued “As a teacher, I face 

challenges in choosing suitable reading tasks to evaluate students' reading performance, 

considering their backgrounds and interests”. He also added “These difficulties may arise during 

the design or administration of tests, and we must decide their goals and align tasks with their 

needs and beliefs”. These challenges negatively affect students’ achievements. Moreover, EFL 

teachers typically encounter different variables, which lead to their challenges when assessing 

reading comprehension. Consequently, teachers must focus more on the components, situations, 

and elements that support effective reading (Mitasha, 2013). The literature supported and agreed 

that skilled teachers are required to be prepared to critically review the appropriateness of the 

resources and methodologies used for language assessment. Since it has its impact on the students' 

future, it is an essential component of the overall language teaching and learning process (Mellati, 

2018). Thus, the education authority and universities should provide support to EFL teachers to 

effectively teach and assess students' reading skills. 

Moreover, the qualitative results showed that all of the teacher provided interesting definition of 

the term “assessment”. As an example, teacher “A” said, “assessment is the action or instance of 

making a judgment about something using formative assessments and summative assessments”. 

Being on the same track, teacher “B” stated that “assessment is a crucial aspect of teaching and 
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learning, providing valuable information about student progress and forming value judgments”. 

Teacher “C” highlights an important reason of assessment which is “assessment is used to track 

student progress, drive instructional decisions, and give teachers and students feedback”. From a 

wider insight from (Chen, 2003) which he considers that any technique, plan, or instrument a 

teacher employs to gather evidence regarding a student's advancement toward predetermined 

objectives is referred to as an "assessment". This finding disagrees with Huba and Freed, (2000) 

who defines the term assessment from a different perspective. He argued that it is considers the 

right assessment as the process is finished when the findings of the assessment are used to improve 

future learning. Effective assessment is one of the many elements that positively raise EFL 

learners' reading comprehension. Assessment, which gives students feedback, is crucial to the 

teaching and learning process regardless of the instructional strategies employed (Alias et al., 

2015). Thus, there is no fixed definition for the term assessment, but that’s what makes it difficult 

and challenging for some teachers. As a teacher and a researcher, in general, it is the act of 

evaluating or assessing the information, quality, and quantity of something to determine its value 

or make a decision through a consideration process. The term "assessment" in education 

particularly refers to various of techniques, strategies, tools or instruments that teachers employ to 

assess, measure, and document students' academic readiness, progress in learning, development of 

skills, or academic needs. 

The quantitative findings represent as Figure (6), the teachers were questioned about whether they 

use various types of assessment to assess reading skills. The findings indicate that whereas 46.5% 

of the teachers claimed to "always" do so, 39.5% of the teachers claimed to "often" apply different 

types of assessment (formative and summative) when they assess their students in reading classes. 

As an example, teacher “E” said that each test has its role, proficiency and achievement tests are 

distinct. Final achievement tests, administered at the end of a course, have two types: syllabus- 

content approach and objective approach. Progress achievement tests measure students' progress 

and contribute to formative assessment. Teacher “B” highlights the main two types of assessment, 

“formative and summative are used for assessing reading skills, with formative used for improving 

learning during reading activities and summative for evaluating learning at the end of the course, 

aiding in instructional decisions”. In accordance with a review of the literature, there are two 

different forms of assessment: formative and summative (Brown, 2004. p, 13). In the profession 

of education review, each type can play a variety of roles. It may be either formal or informal. 
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According to Williams (2015), the type of assessment that teachers employ should align with the 

assessment's stated objectives. Using a formal assessment, for instance, allows teachers to evaluate 

students' achievement in school while comparing it with the work of other students. Teachers might 

use informal assessments to make instructional improvements or to track students' progress and 

support them in enhancing their own learning. This indicates that to determine how much a student 

has learned, teachers have to use combination of these forms of assessment. That said, 

administering exams and quizzes routinely can encourage participation and better grades. Teachers 

can also arrange final tests at the end of the course to decide whether or not students met their 

learning objectives and subject requirements. 

Furthermore, it is interesting to find that half of the participants who carefully select various 

strategies in their test to assess their students’ levels. According to figure 9, (53.5%) only half of 

the participants responded that they ‘always’ thoughtfully establish an appropriate strategy to 

assess students at various reading levels. More to the point, (30.2%) of them reported that they 

‘often’ do that. Whereas, (14%) of the respondents stated that they “sometime” use so and only 

(2.3%) responded that they ‘rarely’ do that. This goes completely against the findings gained from 

the interviews which revealed that most of the teachers agreed that the teaching-learning outcome 

may positively influenced by the use of various strategies to assess skills in reading. For example, 

Teacher “B” stated that, “in general, using different strategies for assessing reading skills can 

have a positive effect on the teaching-learning outcome. In particular, it helps me to know how 

realistic my teaching plans for the group I teach are”. This contradiction indicates that these 

teachers have problems with their thoughts and opinions about using different strategies of 

assessment, what are the reasons or the purposes of doing so and the most terrifying problem is if 

teachers really consider the students’ level while adopting any assessment strategy. This 

conclusion falls in disagreement with Rajoo and Selvaraj (2010), who describe reading strategies 

as "how readers interact with the written texts and how these strategies help to enhance text 

comprehension, which includes mental plans”. It is also against Reading strategies are used as 

guidelines and aids to improve reading comprehension and prevent comprehension failures at both 

word and sentence levels (Aarnoutse & Schellings, 2003). Therefore, teachers need to be aware of 

reading strategies in order to facilitate students’ reading, regardless of the approach they choose to 

use in the classroom.  
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Item (8) questioned the teachers if they use assessment to improve appropriate lessons and to 

develop instruction for students. Based on the findings, 37% of the teachers stated that they 

"always" use assessment to develop lessons and improve instructions for the majority of the 

students, while 34.9% said they "often" do so. This result gives an undesirable indication about the 

teachers’ consideration of the purpose of the term assessment because it shows the majority of them 

do not use assessment to develop their lessons or improve instruction whenever they assess their 

students in reading classes. Teacher “A” said “by assessing students throughout the school year, 

teachers develop a better understanding of their students, including their strengths and weak areas 

for improvement”. This corresponds to Williams, (2015), assessments are utilized by teachers to 

monitor student growth, assist in maximizing education potential, enhance instruction, and develop 

suitable lessons. Formative assessment is significant in this case due to the fact that it is always 

carried out to serve a variety of purposes, (Weaver, 2013) because it is used for measuring and 

monitoring students' progress and the teaching process. Teachers examine the effectiveness of their 

teaching methods by using formative assessment likewise. This particular type of assessment is a 

continuous process that could be done, as Sutton and Austin, (2015, p. 68) put it, "every few 

minutes". They added "Teachers could not function effectively without formative assessment". 

Thus, using the formative type of assessment could help both students to enhance their 

performance by offering helpful feedback and remedial education. Teachers can improve their 

teaching lessons and to develop better instructions for students. 

The quantitative findings as figure 4.10 shows, the respondents were close to percent, (27.9%) 

stated that they ‘always’ consider the category fluency of reading assessment. Moreover, (30.2%) 

reported ‘often’ do that while (34.9%) chose ‘sometimes’ they do so. A number of the participants 

(7%) stated that they ‘rarely’ think of fluency while assessing students in their reading class. The 

results are unwanted in this level of education because fluency as Macalister, 2014 stated that one 

of the key elements of a reading program is the development of reading fluency, which affects 

students' reading comprehension by organizing significant ideas and enabling immediate and 

precise word recognition (Ari, 2015). According to McCormick and Zutell (2010), reading fluency 

is an important aspect of reading behavior that needs to be included in both the teaching and 

evaluation processes. However, fluency has not gotten the amount of attention it deserves in L2 

reading research (Grabe, 2010). According to Samuels (2002), comprehension and fluency are 

strongly related: the reader must be able quickly and easily recognize words in order to achieve a 
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solid understanding. Therefore, it is critical and essential for teachers to promote and encourage 

students' fluency in reading. 

The findings show only 37.2% of the participants responded that they ‘often’ consider accuracy as 

a category in reading assessment. Moreover, 30.2% of them stated that they ‘sometimes’ do that. 

While, 25.6% of the respondents reported that they ‘always’ use so and 7% responded that they 

‘rarely’ do think of the category ‘accuracy’ in the reading assessment. This means, these results are 

undesirable. These numbers fall in disagreement with Pallotto, (2009) in which he defined reading 

accuracy as an indicator of whether or not students are reading books at an appropriate level. Also, 

he added that "accuracy is the simplest and most internally coherent construct, referring to the 

degree of conformity to certain norms" (p. 592). However, Mesmer's study on guided reading 

instruction utilized qualitatively leveled books to support students in recognizing words. Despite 

varying text levels, the first-grade year accuracy study showed consistent improvement, regardless 

of the text, indicating a positive impact on students' reading comprehension (Mesmar, 2010, p. 22). 

Thus, it is important for teachers to enhance the students’ accuracy in reading skill. 

Furthermore, 48.8% of teachers said that they ‘always’ consider comprehension as a first category 

when assessing reading. Moreover, 37.2% of them reported ‘often’ use this strategy, while 11.6% 

stated that they ‘sometimes’ practice this strategy with their students. 2.3% of the them confirmed 

that they ‘rarely’. For example, Teacher “B”, “reading strategies are techniques or activities that 

enhance comprehension of reading skill input”. Some of the challenges presented by teacher “B” 

including comprehension issues, saying: “EFL teachers face many difficulties in reading 

assessment due to various factors. These include reading comprehension issues, text-related 

issues, task-related issues, and reader-teacher methodology issues”. The findings implies that 

teachers do not consider “comprehension” as a first category when they assess student in reading 

classes. This conclusion in not in line with Pinnell and Fountas that emphasize comprehension as 

a crucial aspect of learning, highlighting its role in reasoning and a complex skill. However, this 

agrees with Baier's (2005) study on reading comprehension and reading strategies, sixth grade 

students scored higher on tests after applying the reading comprehension technique than they did 

before (p. 38). Students can expect to be more likely to comprehend the texts they read if they do 

this. Iaquinta (2006) noted, taking into account the significance of reading instruction and its effect 

on students' understanding. Fisher (2008) emphasizes reading practices based on fluency, 

accuracy, and comprehension, promoting critical literacy development through guided instruction 
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and a welcoming environment for children to engage and respond to comprehension questions. 

Thus, these elements produce a coherent whole that serves as a strong foundation for 

understanding. Due to its importance, teachers should draw a good attention to comprehension as 

a first category in reading skill. 

The results show that 11.1% of the teachers said they ‘always’ implement different types 

assessment criteria from outside resources to their reading assessment aim, whereas 44.4% said 

they ‘sometimes’ did it. Moreover, 33.3% of teachers said that they ‘often’ use it in their reading 

classes. The data also shows that 8.9% of the teachers stated that they ‘never’ use it. This means 

that these teachers did not understand how to draw their tests design appropriately; moreover, they 

stated during the interviews sessions that they face different challenges in this regard. For instance, 

teacher “C” said that “I chose assessment methods that align with the specific learning objectives, 

include formal and informal methods, and reflect the unique characteristics of each student”. This 

is also confirmed by teacher “B” who said “As a teacher, I face challenges in choosing suitable 

reading tasks to evaluate students' reading performance, considering their backgrounds and 

interests. I often fail to link the choice of reading assessment strategies with the aim of assessment, 

especially when my students lack English vocabulary”. Teacher “A” and “D” stated that it is a 

very challenging procedure for myself and the other teachers to connect the appropriate selection 

of reading assessment methodologies with the assessment goal. Jones and Saville's (2016) 

framework focuses on classroom assessment data and student tasks. Task type questions are 

avoided for validity and reliability, but can still be used for reading skills assessment, despite time-

consuming design. However, Grabe, (2009) disagrees by saying that we change how we use our 

mental processes as well as resources every time we read for all these different and varied reasons. 

Therefore, the Universities should support teachers to be ready to select appropriate assessment 

criteria which invest in improving reading assessment. 

The research findings also showed that 41.9% of the teachers said they ‘often’ use the connect 

strategy to indicate students’ comprehension of the text. Besides 34.9% reported ‘sometimes’ they 

do so. It also presents 16.3% chose ‘always’ while 7% selected ‘rarely’. According to the frequency 

of using this assessment reading strategy by teachers above, it can be concluded that less than half 

of these teachers did not use ‘connect’ assessment tasks at an appropriate level of difficulty for 

their students regularly. However, there are certain teachers confirmed during the interview 

sessions that they consider the assessment tasks level of difficulty for their students. For example, 
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teacher “C” said, “I chose assessment methods that align with the specific learning objectives, 

include formal and informal methods, and reflect the unique characteristics of each student”. The 

discrepancy between the quantitative and the qualitative findings regarding this issue implies that 

not all teachers were aware of this strategy. In details, as part of a reading comprehension approach 

called "making connections," readers must relate the content they are reading to prior knowledge 

or schema. This strategy encourages reader engagement, which leads to a thorough comprehension 

of the content. Interestingly, this conclusion does not go in line to Tsung (2009), a preview is an 

introductory passage provided to students in advance of their actual confrontation with the reading 

selection to help promote comprehension. Moreover, all described by Fellag (2006), one reading 

technique that students frequently use is previewing: the text itself, its title, any subheadings 

(smaller titles within the reading), and any supporting artwork (photographs, drawings) are as a 

preview or perspective in advance. However, Muñoz and Álvarez (2010) said, it is believed that 

using a variety of activities increases assessment process reliability and provides students with 

extra opportunities to demonstrate their extensive range of knowledge. Thus, teachers should use 

various types of tasks to have multiple preferences; among these advantages in their potential 

contribution to the reliability and validity of reading assessment. Also, teachers should give students 

indications throughout the previewing process, like an image or title that relates to the reading 

material, and additionally encourage them to formulate predictions before reading. 

The qualitative data showed that teacher “B” finds a challenge lies in determining which 

procedures are most effective in different situations, such as using tests for assessing learners' 

attitudes or utilizing observation as a strategy. These findings fall in disagreement with Harvey 

(2006, p. 11) who defines classroom observation as a crucial component of initial teacher training 

and feedback, offering trainee teachers a priceless chance to enhance their instruction, receive 

guidance from, and share ideas with, experienced teachers. In addition, Grbich (2013, p. 80) 

mentioned that there are two main types of observations: those performed by school administrators 

or peers, instructional specialists, or coaches, with the primary goal of providing feedback on 

classroom management and instructional techniques. However, new general and special education 

teachers are typically the focus of classroom observations, while experienced teachers can benefit 

from the feedback and insights gained through observation (Oliver, 2010). Classroom observation 

can be brief or long, and methods can be homegrown or nationally recognized. Also, good 

classroom observation should include a stated purpose, specific focus, operational definitions, 

training procedures, observation schedule, setting, unit of time, method to record data, and method 
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to process and analyze data. Cohen et al., (2011). Thus, observation can help teachers decide what 

has to be done next: whether to move forward or to go back and review particular areas since 

students remain unable to comprehend them. 

As Figure 4.22 illustrates the frequency with which teachers employ diagnostic reading assessment 

as a tactic to identify students' areas of difficulty. According to statistics, 34.9% of respondents said 

they "sometimes" use the diagnostic assessment type to identify areas where students are struggling. 

it being said, 25.6% of the participants chose to do it. However, 16.3% of them said they "rarely" used 

this approach, while 11.6% said they used it ‘always’ and ‘never.’ This finding is in line with Finn et 

al. (2003) and Bennett, (1996) who believe 52 that bigger classes will decrease the amount of time 

because teachers usually spend more time on general instruction and on dealing with students 

individually. It can be argued that although the teachers might suffer from their limited experience 

but the effect of class size in Libyan Universities is notably exist. one of the interesting issues which 

was raised by the teachers during their interview sessions was classroom size. The data obtained 

showed that it is difficult for teachers of reading to manage all their various different activities and 

apply different reading assessment strategies in classes with more than 25 students. For example, 

as an illustration, teacher "A" said: “Yes, such as the large number of students in the class; 

moreover, the atmosphere in the noisy learning setting made it difficult to incorporate reading 

assessments”. In this regard, teacher’s “B”, “C” and “E” added that some external challenges hinder 

reading teachers to assess their students’ achievements. 

In this instance, the gap between their goals and their actual performance in the classroom might 

be blamed for the size of the class. Because of this, teachers might be under pressure to decide the 

most effective way to conduct reading classes and handle situations that might negatively impact 

students' ability to gain knowledge. This means that classroom size assumed has a great 

significance effect on teachers’ performance and students’ achievements. Therefore, classroom 

size should be considered by universities in order to manage the teachers’ reading lessons. 

Another interesting finding from the teachers' answers to item 15 regarding whether or not they 

encourage students to use prediction as a strategy to figure out texts events and anticipate what 

will happen next. The results revealed that most of the options were the same percent 23.6 of the 

teachers selected ‘always’, ‘often’, and ‘sometimes’ while 2.3% of them selected ‘rarely’. These 

numbers do contradict with Montgomery et al., (2007) who stated that reading comprehension 

demands the ability to determine words' meanings and links among them using prior grammatical 
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knowledge in addition to a more active comprehension of the text's content and background 

knowledge. In addition, predicting as defined by Ahmadi and Ismail (2012, p. 157) involves using 

background knowledge, new information, and passage construction to make assumptions related 

to the writer's content. It allows students to express opinions on primary topics using teacher 

suggestions, such as titles, headings, pictures, and diagrams. One strategy to assist students in 

making predictions about what will happen next is to use graphics when appropriate (Harmer, 

2002). On the other hand, Johnson (2001) contends that using cloze exercises, in which students 

are given texts with certain words missing, can aid in the development of predictive 

abilities. Thus, prediction is a technique that allows students to express opinions on a reading text 

before reading it, using teacher suggestions like titles, headings, pictures, and diagrams. It helps 

students remember existing knowledge and sets reading goals. 

In addition, summarization is the act of interpreting and rephrasing another author's thoughts and 

ideas. Topçu (2015) highlights the importance of summarizing information for efficient retrieval 

and retention in today's fast-paced, information-driven world. Paraphrasing is a crucial technique 

for academic writing, as it allows students to effectively convey their ideas and thoughts in a 

genuine academic setting. However, as seen in Figure 4.18, 41.9% of teachers chose ‘always’ as 

integrating the two strategies of reading comprehension which are summarizing and paraphrasing 

as assessment strategies. While 37.2% of the teachers preferred to ‘often’ consider these two 

strategies. Additionally, 14% of them reported using these strategies with their students 

‘sometimes’ Conversely, a some of them 7% said they ‘rarely’ using them. This means less than 

50% of EFL teachers who participated in the study whose selected from different faculties at 

Tripoli University do use these two important strategies in assessing reading comprehension skill. 

This is falls in disagreement with Bahap et al., (2016) who said that finding the core idea, 

connecting supporting ideas to the major idea, eliminating superfluous details, and arranging the 

main and supporting ideas in accordance with the main text are only a few of the sophisticated 

cognitive processes involved in summarizing and paraphrasing. In addition, it helps students 

comprehend text material and commit it to long-term memory, summarizing and paraphrasing 

ensure that mental skills are used effectively, which enhances memory and comprehension (Susar 

& Akkaya, 2009). Also, in order to prevent plagiarism, students need to be proficient writers who 

can convey their thoughts, emotions, and experiences to the reader in their own way (Masniyah, 

2017). Thus, the foundational component of summarizing and paraphrasing writing is reading 
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comprehension. Teachers should give more attention to help students practice these two valuable 

strategies in assessing reading skill, since these strategies enhance students’ comprehension, widen 

their vocabulary and encourage them to write the same sentence or paragraph in different ways 

and order. In addition, teachers provide exercises like summarizing and paraphrasing texts, 

comprehension questions, and writing summaries according to the learning objectives (Brown & 

Abeywickrama, 2004). Also, it helps students to avoid plagiarism while expressing comprehension 

and interpretation of the key ideas and concepts in their field. Writing and analytical abilities are 

necessary for paraphrasing and summarizing, and these are crucial to success in the university 

level. 

According to the findings gained from the questionnaire, a significant portion of participants 

34.9%, as shown in Figure 4.20, said they "rarely" focus on interviewing students about their 

reading tasks as a reflection. In addition, 25.6%, stated they "sometimes" do that, and 20.9%, stated 

they "never" used this strategy with students. Conversely, 11.6% of the participants said they "often" 

used it. Only 7% of them stated they ‘always’ use interviews to reflect on students’ work in reading 

tasks. This means that these teachers do not possess sufficient background knowledge about the 

assessment strategies. This finding disagrees with Thornbury’s (2005) argument in which he 

encourages teachers to use this particular assessment strategy. Seda and Pearson, (2010) also 

confirmed that reading classroom teacher or any other assessing agent can utilize an interview as 

a method of evaluation to learn more about their students. Teachers can interview students in order 

to discover more about the way they think, comprehension levels, interpersonal abilities, and the 

practical use of concepts. Mackey and Gass, (2005) and Scott, (2008) have all contributed to the 

development of literacy process interview questions, questions might concern, for instance, what 

the reader did when they came across an unfamiliar word, asks the reader to identify the part of 

the text they are reading, why they are reading it, their thoughts, and their enjoyment. It also asks 

for clarification on any parts they don't understand, their actions when encountering them, and if 

the text reminds them of any previous readings which can be used to understand students' reading 

and writing tasks. These questions focus on unfamiliar words, text identification, and 

understanding strategies. By asking these questions, teachers can gain valuable insights into 

students' vocabulary and strategies for handling challenging words. However, Dakowska (2005) 

claimed that conducting interviews as assessment strategy is a challenging task since it takes some 

preparation work, the selection of appropriate questions, and previous interview analysis in order 
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to accurately assess the questions and the information gathered from the students. Being that the 

teacher is under pressure makes it more challenging to assess a large number of students in a short 

amount of time. Moreover, informal assessments known as literacy process interviews are used to 

find out how writers and readers process their own work (Wood, 1988). While participant 

comments are not assessed, teachers might use them as a guide when teaching various reading 

methods and abilities. These could be the causes of EFL teachers' continued lack of enthusiasm 

for having their students' reading skills tested by using interviews (Luoma, 2004, p. 36). This 

implies that the suitability of the task preparation and application are a significant part in achieving 

valuable and beneficial reading assessment. Still, it is important to use this strategy as assessment 

strategy to gauge readers and writers' thoughts on their work, guiding teachers in teaching literacy 

skills and strategies. It helps identify which strategies need to be taught during limited instructional 

time. 

Furthermore, one of the skills that is required and that needs to be improved in the twenty-first 

century is critical thinking (Trilling & Fadel, 2009, p. 7). It is also regarded as a skill that may be 

developed in a person's lifetime (Ornstein & Hunkins, 2004, pp. 119–20). The questionnaire data 

showed that two options of the figure 17 have the same percent. Based on statistics, 40.5% of the 

teachers selected ‘always’ and ‘often’ for encouraging their students to be critical thinkers while 

reading a text in a reading test. Additionally, the data reveals that 16.7% of the teachers said they 

‘often’ use it, 2.3% said they ‘rarely’ utilize this method in their reading lessons. This indicates 

that these teachers aimed to develop students’ reading skills by integrating critical thinking skill in 

order to be able to read, write and make their own logic interpretation. However, the data gained 

from the interviews confirmed that these teachers face challenges that obstacle them to assess 

students in appropriate ways. For example, teacher ‘C’ agreed on the importance but stated that 

“Balancing advanced readers with struggling readers is a delicate task. As we teachers may 

struggle to align their assessment strategies with standardized tests. Balancing these challenges 

is essential for effective reading assessment in education”. This result is in line with Edwards and 

Briers (2000), which they mentioned that higher-order thinking involves creating and assessing 

knowledge, and lower- order thinking, which entails recalling and processing information. Paul 

and Elder (2008, p. 49), on the other hand, discovered three levels of thinking, which comprise 

higher-order thinking in addition to the first two. Critical thinking, which is a component of higher-

order thinking, is perhaps the primary focus of today's academic achievement. Reading texts 
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critically can be challenging for some students due to their diverse perceptions, thinking processes, 

interpretation, creativity, communication, teamwork, leadership, responsibility, and social and 

cross-cultural competencies. (Zhou et al., 2015). Thus, it is significant for teachers to encourage 

critical thinking in EFL classes prepares autonomous students to critically read, think and assess 

their learning methods, acquire L2 skills, and enhances the learning experience. It also has a 

significant connection to students' academic success. 

A further examination of figure 19 reveals that 40.9% of the participants said they ‘often’ consider 

a range of new vocabulary within the text as a reading assessment. 36.4% of them reported 

‘always’. In addition, 11.4% of them selected ‘sometimes. While 9.1% of them said they ‘rarely’ 

used this strategy. However, the qualitative findings of teachers show the importance of focusing 

in the vocabulary category. For example, teacher “D” said “therefore, it might be a reading from 

which I want them to pick up new vocabulary, or it might be for grammar improvement”. Pearson 

et al., (2007) who described vocabulary assessment approach as a receptive aspect of vocabulary 

in assessing student performance on vocabulary exams, focusing on reading comprehension. This 

is confirmed by Ur (2005) who encourages students to concentrate on the important sections of the 

text while attempting to deduce the literal meaning of the incoherent language from the context. 

At the student level, both accurate and comprehensive reading might result in word development 

and vocabulary growth (Rashidi and Piran, 2011). Also, there are some challenges faced by 

teachers. Teacher “B” stated that “assessments require time and effort, and lower-ability students 

often face more difficulties. Lack of reading resources, unknown vocabulary, limited grammatical 

knowledge, and passage lengths can also pose challenges”. This falls in agreement with conducted 

research in (2012) by Mohammad Reza Ahmadi under the title of "improving vocabulary learning 

in foreign language learning through reciprocal teaching strategies". The results showed that the 

most significant challenge faced by foreign language learners during the process of learning a 

foreign language is vocabulary. According to Kieffer and Lesaux (2012), there is a significant 

correlation between the quantity of vocabulary and the comprehension of text. However, reading 

comprehension may be more challenging for students who struggle to recognize numerous words 

in a book than for other students. Even advanced students may find it difficult to understand texts 

with a large number of foreign words, especially if word meanings are crucial to comprehension 

(Kuzborska, 2012; Snowling & Hulme, 2005). As a result, when students read, their vocabulary 

deficits can be filled in by using the skill of identifying the text's key terms (Lehr & Osborn, 2001; 
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Roehrig & Guo, 2011). Thus, Piran and Rashidi's (2011) research suggests that accurate and 

comprehensive reading can significantly enhance word development and vocabulary growth in 

students. Vocabulary acquisition is crucial, as it enhances understanding of text without prior 

knowledge of the subject matter and sentence structure, despite previous belief that language 

acquisition is less significant. 

Analysing the quantitative data showed that the participants were asked whether they use an 

analytic score for each category of reading assessment test. The results show that teachers with a 

percentage of 14% said they "always" use analytic score in their test, whereas 37.2% said they 

"often" use it. Moreover, 32.6% of the teachers "sometimes" did this type of scoring. Besides 7% 

of the participants "rarely" use this kind of score, and only 9.3% of them chose "never" use it. 

Unexpectedly, during the interview’s sessions, these teachers confirmed that they use this scoring 

strategy in reading classes. For example, Teacher ‘E’ said that “language testers must set tasks that 

exercise reading and listening skills, demonstrating successful behavior. For myself as a teacher, I 

have problems related particularly in managing subjective scoring procedures, as many of us not 

know the appropriate rating scale”. Teacher “D” also confirmed that “I often encounter some 

problems with designing scoring techniques”. However, teacher “D” prefers an analytic scoring 

technique, assessing each category separately and focusing on students' comprehension and 

interpretation of the text before determining the overall mark. This implies that these teachers face 

significant challenges that hinder them to use this strategy whenever they assess their students in 

reading classes. Chuang, (2009) argued that the analytical scoring evaluates the readers’ 

performance on a number of factors, including reading skill, vocabulary, topic, and comprehension. 

Hughes, (2003) stated differently, the score obtained using that technique is not a single number, but 

rather the total of multiple characteristics of the students’ work. Thus, analytic rubrics help students 

improve reading comprehension by identifying areas of weakness and identifying skills for further 

improvement, rather than focusing solely on a single score (ibid). Thus, language teachers should 

evaluate the effectiveness of a rating scale in relation to the quality of language samples used in 

each testing scenario (situation). 

In addition, an interesting and a comprehensive review of figure 4.25 reveals that most teachers 

41.9% of them stated they "sometimes" use a holistic score for each category in the reading test. 

25% of the participants said they "often" did that. Nevertheless, the information also reveals that 

16.3% of them choose "always", less percent 14% of teachers stated "rarely", and only one of the 
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43 participants stated "never". This different range of percent implies that these teachers does not 

understand and know what to do with this strategy in order to assess students in reading classes. 

Although the teachers apply this strategy but they reported that they have similar problems in this 

regard. For example, teacher “D” stated that “making suitable scoring scales is difficult since 

reading ability tests might be scored holistically, analytically, or both. This might happen when 

teachers seek to aid students comprehend key ideas from various texts, which requires analyzing 

them on a level that takes a holistic approach”. This finding agrees with Chuang’s (2009) 

conclusions in which he confirmed that holistic grading gives an overall assessment of the reading 

performance. Being the same track, Hughes (2003) presented some advantages of applying holistic 

scoring that the primary benefit of using a holistic grading scale is its rapidity. They also facilitate 

scoring because there is less to read and memorize than in a complex grid with several criteria 

(Luoma, 2004), making them practical for decision-making (Chuang, 2009) and more user- 

friendly for scoring. Thus, the task's suitability is crucial for good reading assessment scores. 

Holistic rating scales may lack reliability as they don't guide students in improving their reading 

abilities, as they don't provide details about weaknesses. This results in less reliable scores and 

hinders student progress. 

It is also interesting to find in figure 4.24 shows whether or not participants take validity and 

reliability into account when assessing reading skills. The results showed that two of the options 

share the same percent, 34.9% of teachers do take reliability and validity into consideration when 

assessing reading skills, 20.9% of participants verified ‘always’ doing so. However, 9.3% of them 

stated ‘rarely’ consider the two principles of assessment. To create an adequate and successful 

assessment, two prerequisites, known as validity and reliability, must be met. For example, teacher 

“A” and “E” defines “valid and reliable” as crucial elements in determining the accuracy of a test. 

Validity measures the consistency of results, ensuring they can be reproduced under the same 

conditions, and reliability ensures the results accurately represent the intended purpose. The 

percentage of applying a very important two elements in ensuring an accurate result is 

disappointedly very low. The qualitative data showed that teachers face some challenges in 

achieving valid and reliable reading assessment, for example, teacher “teacher “B” elaborates: 

Reliability and validity are crucial in testing, enhancing the assessment. Holistic and 

analytic scoring methods are used for testing reading, offering practicality and ease of 

decision-making. However, they lack reliability as they don't provide details about 
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students' weaknesses. Analytic scoring requires separate evaluation of individual criteria, 

making it challenging for us teachers to apply and make valid and reliable scores for 

reading skills. 

The research findings also revealed that teachers (“D” and “E”) agreed that it is not easy to design 

ratings. Thus, teachers should have a clearer idea of how this scale works. Teacher “D” said 

“Designing a valid and reliable test is a big issue that would be a challenge for me and other 

teachers. Also, I am facing some struggles with following scoring procedure”. Teacher “E” adds 

that “unfamiliarity with tests can negatively affect performance, so sample tests or past papers can 

be given to ensure familiarity. A good test should have high reliability, ensuring consistent results”. 

Furthermore, Teacher “C” presents some of the solutions for the previous challenges clarifying: 

The assessment process requires clear scoring criteria, addressing subjective criteria, consistently 

applying rubrics, balancing objectivity and flexibility, providing constructive feedback, 

Consistency is achieved through upfront criteria definition, detailed rubric, review and revision, 

and a reflective approach to continuous improvement. Most of the findings disagrees with Hughes 

(2003, p. 50) who said "a valid test must provide consistently accurate measurements". Validity 

tests must accurately measure the things they are intended to measure. There are several levels to 

the test validity idea that need to be addressed in the assessment. The question of whether the exam 

contains a representative sample of the content is posed by the first layer of this structure, content 

validity. Additionally, it must be reliable and accurate across testing contexts and scorers in 

assessing students' ability to preserve validity for a diverse range of students (Darling-Hammond 

et al., 2013). In a similar direction, there have been cases where the teacher employs strategies in 

class that are different from those used on the exam. This can be helpful in ensuring that the test 

being administered measures exactly the same concepts as the reference exam, such as speaking, 

writing, and listening (Middleton, 2019). In addition, in the words of Downing (2003), exams with 

constructed responses are challenging to assess consistently and accurately. As stated by Brown 

(2006), utilizing thorough and precise rating criteria together with several training sessions to teach 

examiners how to apply the criteria as objectively and precisely as possible are two of the best 

strategies for solving the challenge.  

Based on Moana-Filho et al., (2017), assessing several sources of error at once rather than 

concentrating on one source at a time can improve the assessment of the reliability of sensory 

testing. Additionally, there are two crucial areas to look through in order to determine the reliability 
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of the method for scoring. It includes reliability between and within raters. Both of these are 

required while testing reliability. Due to the fact that language tests, by their very nature, require 

the least amount of rater subjectivity possible while scoring (Weigle, 2001), inter-rater reliability 

is related to the agreement between two raters, while test-retest reliability is acquired by repeating 

the same measure twice (Graziano & Raulin, 2010). Thus, reliability and validity are related but 

have different focus. Reliability is a necessary condition for validity, but not sufficient alone. 

Balancing reliability and validity are crucial when designing tests, with validity focusing on test 

content. In order for assessments to be considered valid, the conclusions teachers make about 

students' learning must be valid. Additionally, they need to be dependable, providing consistent 

outcomes after each administration. In simple terms, the assessments should be consistent and 

accurate indicators of student achievements. 

The quantitative data showed upon closer review, that 44.2% of the teachers said they "always" 

use feedback as a strategy to reflect on students’ work. while 34.9% of the them stated that they 

"often" use it. Moreover, only 2.3% said that they have ‘never’ used students’ results to provide 

feedback on their work as a strategy in reading tasks. Furthermore, the qualitative findings revealed 

a notable agreement among the participants that providing feedback is important aspect of 

assessment. For example, teacher’s “C” highlights an important reason of assessment which is 

“assessment is used to track student progress, drive instructional decisions, and give teachers and 

students feedback”. Also, teacher “B” mentioned, “assessments are used to track student progress, 

drive instructional decisions, and give teachers and students feedback”. This result is in line with 

Shavelson (2003), who emphasized the significance of giving students feedback as it helps them 

become more proficient learners. There is evidence, according to Ellis (2006: 99), that providing 

specific feedback is more successful at encouraging learners to apply the structure correctly both 

right away and in the future. This could be because students receive clear feedback straight from the 

teacher, saving them from having to figure out what the teacher is trying to say. Furthermore, the 

study's conclusions revealed that the participants struggle to manage the time required to provide 

feedback to students. This finding disagrees with Gibbs and Simpson (2004, p. 45) that whether 

on purpose or accidentally, teachers provide their students with rapid feedback every time they 

meet. One crucial component of corrective feedback is its immediacy; it can be delivered vocally 

or through nonverbal cues in the classroom as soon as a job is finished (Binu, 2020). Thus, 

providing immediate feedback helps students identify weaknesses and improves language 
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competence. However, teachers must carefully consider all options before providing positive 

feedback. 

Finally, the qualitative findings revealed that that only two of the teachers were involved in training 

sessions but not related to assessing language skills in general and reading skill in particular. For 

example, Teacher "C" and "E" participated in a four-week training program five years ago for 

teaching and assessing English language curriculum, but not how to assess English language skills. 

This suggests that committees do not prioritize English language assessment for professional 

development. Thus, to tackle these issues, it's crucial to have a thorough plan, maintain open 

communication, and continuously improve assessment methods. This means that all teachers have 

a positive attitude towards taking training sessions. As a result, training sessions are essential to 

make sure teachers are using the most recent techniques for teaching reading comprehension. 

However, according to Teacher “D” claims that “I acknowledge that I did not receive any training 

sessions for improving their English skills, but I am aware of the importance of teacher 

development for successful language teaching”. Also, teacher “A” agreed with the above claim 

saying “there a need of additional training courses on teaching reading comprehension, as the 

current lack of new and adapted courses may lead to a reliance on outdated methods". This means 

these teachers suffer lack of teaching and assessing reading skills. This finding agrees with Allen’s 

(2008) argument in which he pointed out that "The majority of teachers have an insufficient 

command and training of English to be able to teach it effectively and teachers with insufficient 

subject knowledge have very little if any confidence" (p. 2). In contrast, this conclusion contradicts 

the findings of Alrawashdeh and Al-zayed (2017), who found that teaching reading skills to 

teachers can be just as successful and helpful as teaching any other English language skill, despite 

possible challenges. According to Sailors and Price (2015), teachers require support for their own 

professional growth. Teachers will have more helpful and successful teaching methods if they 

maintain informed on the most recent developments and courses connected to their field (ibid). 

The research findings also demonstrated that the participants recognized the significance and value 

of regular training sessions that support students in refining their skills in reading comprehension. 

Surprisingly, the Libyan universities do not provide such workshops based on the belief that 

academics and university teachers are already qualified enough to teach any subject (Elabbar, 

2011). Thus, because this kind of knowledge is crucial for teacher growth, training sessions should 

be arranged and concentrated to provide beneficial results by the educational authorities and universities. 
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5.3. Summary of the Chapter 

This chapter discussed the findings obtained from the teachers' questionnaire and interviews. The 

results have also been triangulated and considered in relation to relevant previous studies. It 

emphasized on the strategies that that EFL teachers presently employ for reading assessments at 

the undergraduate level at Tripoli University and the challenges that they encounter when assessing 

their students in reading classes. The results are analysed, presented and discussed to provide a 

comprehensive picture of each topic under discussion. In the following chapter, the most intriguing 

conclusions are concisely summarized. 
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Chapter Six 

Conclusion 

6.0. Introduction 

This chapter brings together all the findings and the summary of the whole study. It suggests some 

pedagogical implications and recommendations that could be beneficial for teachers, institutions 

and new researchers in Libyan context. The limitations of the study are acknowledged and the 

suggestions for further research are given. Finally, the summary of the chapter is also provided. 

 

6.1. Conclusion of the Whole Study 

The study investigated the reading assessment strategies employed by EFL teachers at Tripoli 

University's faculties. It also highlighted the challenges encountered by these teachers when 

assessing their students in reading classes. A structured questionnaire and semi-structured 

interviews were both used as research instruments in this study, which combined quantitative and 

qualitative data collection. SPSS software was used to analyse the quantitative data, while the 

thematic analysis method was used to analyse the qualitative data after they were transcribed. The 

quantitative findings highlighted how insufficient and inadequately the teachers employed 

effective reading strategies. The teachers' views in the value of implementing reading assessment 

strategies in their classes is an interesting finding. It apparent the teachers encounter a number of 

challenges regards assessing their students in reading classes. The study offers a number of 

important and interesting conclusions, which are summarised as follows: 

 

The study reveals that most teachers have sufficient knowledge about assessing English reading 

skills such as, accuracy, fluency, time, validity and reliability, pronunciation and vocabulary but 

struggle with implementing appropriate assessment strategies in their classrooms. They set goals 

for reading tasks, clarify the purpose of the task, incorporate criteria from other resources, and 

provide clear instructions. However, most teachers recorded lower percentages of using 

appropriate assessment strategies, indicating a gap between their knowledge and the reasons for 

not using them. These challenges can negatively affect students' achievements and require careful 

consideration of students' backgrounds, interests, and needs. The literature supports the need for 

skilled teachers to critically review the appropriateness of language assessment resources and 



114 

 

methodologies, as it is an essential component of the overall language teaching and learning 

process. 

The qualitative results revealed that teachers define assessment as the action of making judgments 

using formative and summative assessments. It is a crucial aspect of teaching and learning, 

providing valuable information about student progress and forming value judgments. Assessment 

is used to track student progress, drive instructional decisions, and give feedback. However, there 

is no fixed definition for assessment, making it challenging for some teachers. Effective 

assessment positively impacts EFL learners' reading comprehension and is crucial to the teaching 

and learning process. Assessment in education refers to various techniques, strategies, tools, and 

instruments used to measure and document students' academic readiness. 

The quantitative findings shows that 46.5% of teachers use various types of assessment to assess 

reading skills. Formative assessments are used for improving learning during reading activities, 

while summative assessments evaluate learning at the end of the course. Teachers should use a 

combination of formal and informal assessments to align with the assessment's objectives. Regular 

exams and quizzes can encourage participation and better grades, while final tests at the end of the 

course determine if students meet learning objectives and subject requirements. Moreover, the 

study reveals that only half of participants use various strategies to assess students' reading levels. 

This contradicts the majority of teachers who believe that using various strategies can positively 

influence teaching-learning outcomes. The application of reading strategies is mandatory, 

especially for learners who learn English as foreign and second language (ESL/EFL). Therefore, 

teachers should adopt different and useful strategies in their teaching and assessment strategies, 

but with a clear reason for choosing them and aligning with students' individual differences and 

levels. 

The study also found that 37% of teachers use assessment to improve lessons and instruction. This 

indicates that these teachers often do not use assessment to develop lessons or improve instruction. 

Formative assessment can help students improve their performance, provide feedback, and 

improve teaching lessons, ultimately leading to better instruction for students. It is a continuous 

process that helps teachers evaluate teachers teaching methods and evaluate students' progress. 

Furthermore, the study also showed that 48.8% of teachers consider comprehension as a first 

category when assessing reading. Reading strategies are techniques that enhance comprehension 
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of reading skill input. Teachers face challenges in reading assessment due to comprehension issues, 

text-related issues, task-related issues, and reader-teacher methodology issues. This contradicts 

Fountas and Pinnell, (2007) emphasis on comprehension as a crucial aspect of learning. Reading 

practices should focus on fluency, accuracy, and comprehension to promote critical literacy 

development. 

It is interesting to conclude that the study reveals that only 11.1% of teachers who use external 

assessment criteria for reading assessment, but struggle to select appropriate methods and align 

them with the goal, requiring university support. Moreover, it reveals that 41.9% of teachers use 

the connect strategy to assess students' comprehension of text, but less than half use appropriate 

assessment tasks. The discrepancy suggests teachers need to consider different tasks for improved 

reliability and validity. In addition, the study reveals that 37.2% of teachers use classroom 

observation for literacy tasks, but finding effective procedures can be challenging. Classroom 

observation is essential for initial teacher training and feedback, but should include clear purpose, 

focus, training procedures, and data recording methods. Moreover, Libyan university teachers 

struggle with managing over 25 students and applying reading assessment strategies due to noise, 

classroom size, and external challenges. Diagnostic reading assessment is used, but only 16.3% is 

used. Universities should consider classroom size for effective reading lesson management. 

Furthermore, the data shows that 23.6% teachers suggest students use prediction as a reading 

comprehension strategy. Prediction involves background knowledge, new information, passage 

construction, graphics, and cloze exercises, aiding in recalling existing knowledge and setting 

reading goals. The study also shows that 40.9% of participants consider new vocabulary in text as 

a reading assessment. Teachers emphasize vocabulary for vocabulary exams, but face challenges 

like time, lower-ability students, and limited vocabulary. Moreover, the study reveals that 44.2% 

of teachers use feedback as a strategy for reflecting on students' work, while 34.9% use it 

frequently. However, participants struggle with managing time for feedback, contrasting with 

Gibbs and Simpson (2004) belief of providing rapid feedback. Immediate feedback helps students 

identify weaknesses and improves language competence. Additionally, the qualitative results 

demonstrated that one of the major difficulties 
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teachers face is the classroom size. They claimed that in classes with more than twenty-five 

students, it is challenging for reading teachers to supervise all of their different assignments and 

implement various reading assessment strategies. This is due to the fact that reading assessments 

in large classes take a long time, especially when each student is tested individually. 

The interesting findings to conclude that 34.9% of teachers consider validity and reliability when 

assessing reading skills. Challenges include designing tests that accurately represent content and 

are reliable across contexts and scorers. The research emphasizes the importance of clear scoring 

criteria, subjective criteria, and balancing objectivity and flexibility. Improving reliability in 

sensory testing can help. Additionally, the study reveals that a significant percentage of teachers 

rarely use interviews to assess students' reading tasks, indicating a lack of knowledge about 

assessment strategies. Despite the challenges of conducting interviews, they are crucial for 

understanding students' thinking, comprehension levels, and understanding strategies, especially 

during limited instructional time. 

Critical thinking is a vital skill in the 21st century, with 40.5% of teachers using it in reading tests. 

Balancing advanced and struggling readers is challenging. Encouraging critical thinking in EFL 

classes prepares students for critical reading, L2 skills, and academic success. In addition, less than 

50% of EFL teachers at Tripoli University use summarization and paraphrasing as assessment 

strategies for reading comprehension. These strategies aid in understanding text, preventing 

plagiarism, and enhancing vocabulary. Teachers should encourage writing styles, provide 

exercises, and provide summaries to help students avoid plagiarism. 

Based on the study results, nearly all of the participants said that their classes used a holistic score 

for every category on the reading exam. In order to assess students in reading classes, this indicates 

that the teachers are aware of and proficient in the use of this approach. Moreover, the results 

gathered verified that a good number of teachers do not use analytical scores into their assessments. 

This suggests that these teachers face difficulties that keep them from routinely assessing their 

reading class students using this strategy. During their interviews, the teachers revealed that they 

frequently get into issues while coming up with grading procedures. 

Finally, the findings also indicated that there are some factors cause teachers’ challenges while 

assessing their students’ reading skills in English. These factors included that lack background 
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knowledge information, lack theoretical background and lack the practical knowledge on how they 

can apply this theoretical knowledge. For example, it was found that EFL teachers, except two 

who completed a four-week training program, lack the ability to apply reading assessment 

strategies due to lack of university training. To improve proficiency, teachers should create 

strategies and establish a policy for regular workshops and training sessions in order to help 

teachers to know how to support students in enhancing their reading abilities. 

6.2. Research Implications and Recommendations 

The primary objective of this study was to investigate the strategies EFL teachers at Tripoli 

University adopt for reading assessment. The investigation also aimed to discover the challenges 

that teachers endure while assessing their reading class students. The present study has found some 

significant and helpful modifications, which are listed as follows: 

 

 

6.2.1. For Teachers 

 

▪ Research suggests EFL teachers should implement diverse reading assessment strategies 

with students, emphasizing the importance of providing various techniques, strategies, 

and activities in every reading classroom. 

▪ Teachers should provide previewing activities with hints and predictions, encouraging 

students to recall past knowledge through pictures or titles, and use this information to 

articulate their opinions about the text. 

▪ Teachers should assess students by the two important strategies which are, summarizing 

and paraphrasing that involve sophisticated cognitive processes such as connecting 

supporting ideas, eliminating unnecessary details, and arranging main and supporting 

ideas in accordance with the main text. 

▪ Teachers should encourage students to re-read assessment passages to enhance their 

reading speed and fluency, enabling them to extract more knowledge from their reading. 

▪ Cooperative learning activities involve assigning reading tasks to group members, allowing 

students to paraphrase and commit information to memory. 

▪ Teachers should provide students with a clear understanding of the assessment criteria to 

enhance their awareness of reading activities. 
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▪ This study highlights the importance of teachers selecting appropriate reading methods, 

such as books and story texts, to enhance the quality of assessing reading skills.  

▪ Teachers' assessment strategies can enhance students' performance by promoting 

spontaneous interactions, allowing them to create and explore without fear of making 

mistakes. 

▪ Teachers should determine the course's purpose, choose suitable assessment strategies, and 

prepare for the chosen reading activities in advance before starting the course. 

▪ Teachers should employ texts that provides clear instructions on the importance of 

conducting reading activities. 

▪ Formative assessment can enhance student performance by providing feedback and 

remedial education, while teachers can improve their teaching methods and develop 

better instructions. 

▪ Teachers should balance between reliability and validity which is crucial in test design, 

ensuring consistent and accurate indicators of student achievements. 

▪ Teachers are advised to regularly use their recent reading assessment resources to enhance 

students' learning experiences and facilitate their learning process. 

▪ Using authentic teaching materials and providing relevant class tasks are crucial strategies 

for teaching and assessing reading skills. 

▪ Language teachers should assess the efficacy of a rating scale in relation to the quality of 

language samples used in each testing situation. 

▪ Teachers should use summative assessment since is crucial for teachers to evaluate and 

assess students at the end of any level or semester. 

▪ Teachers should conduct regular assessment for students’ work to prevent feelings of 

judgment and ensure a smooth teaching and learning process. 

▪ Teachers should provide immediate feedback to students to identify their weaknesses and 

enhancing language competence, but teachers must carefully evaluate all options before 

providing positive feedback. 

▪ Teachers should promote critical thinking in EFL classes to prepare students for 

autonomous reading, assessment, and L2 skills acquisition, enhancing learning 
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experiences and boosting academic success. 

▪ Teachers should carefully do task preparation and application because it is crucial for 

effective reading assessment, gauging reader and writer opinions, guiding teachers in 

teaching literacy skills, and identifying strategies for limited instructional time. 

▪ Teachers should apply prediction as a teaching technique that enables students to express 

their opinions on a reading text using visual aids, aiding in retention of existing 

knowledge and setting reading objectives. 

▪ Comprehension is a crucial aspect of reading skill, as it provides a strong foundation for 

understanding and should be prioritized by teachers. 

▪ Observation aids teachers in determining the next course of action, whether to proceed or 

repeat specific points where students are struggling to understand. 

▪ Teachers should utilize diverse tasks to cater to different preferences, which can potentially 

enhance the reliability and validity of reading assessments. 

▪ Analytic assessment rubrics aid students in enhancing their work and reading skills by 

identifying areas of weakness and areas requiring more focus. 

▪ Teachers should promote critical thinking and balanced assessment in their students to 

ensure a more logical and effective learning experience. 

 

6.2.2. For Institutions 

 

▪ Universities should consider classroom size and materials for effective management of 

teachers' reading lessons and ensure classrooms are equipped with the necessary 

resources. 

▪ Libyan universities should conduct regular in-service training sessions on teaching and 

assessing reading skills, as this knowledge is crucial for EFL teacher development. 

▪ The university is required to offer all internet accessibility facilities to its English 

departments. 

▪ Collaborative efforts between Libyan education authorities, EFL researchers, assessment 

professionals, curriculum developers, teacher educators, and professional learning 



120 

 

providers are needed to enhance teachers' reading teaching abilities and classroom 

assessment strategies. 

 

6.3. Limitations of the Study 

This study has a number of constraints that could have explained why there were no remarkable 

findings. The researcher intended to conduct classroom observations while reading lectures, but 

she was prevented from doing so by university closures and college and university teachers 

protests against giving lectures. Additionally, the study's sample size was limited; however, the 

questionnaire was initially given to 55 participants, of whom only 40 copies were retrieved, and 

only five teacher interviews were conducted. Furthermore, the study's scope is restricted in terms 

of location, population, and time. This research was limited to (College of Education Tripoli, 

College of Education Janzour, College of Education Qasr Bin Ghashir)). 

 

6.4. Suggestion for Further Researches 

The study highlights the importance of reading assessment strategies in language assessment and 

the challenges teachers face in teaching reading. It suggests further research on EFL teachers' 

knowledge of reading assessment, institutional contexts, and their role in designing large-scale 

tests. It also suggests exploring the relationship between teachers and students and the problems 

faced by university students during listening assessment. Moreover, it would be more beneficial 

research to study the motivation of reading and to get a deeper understanding of the students’ 

strategies of both learning and assessing themselves. Also, a study is needed to investigate 

teachers’ strategies and techniques to teach and assess reading comprehension through using 

authentic reading materials. 

6.5. Summary of the Chapter 

This chapter included a variety of interesting and valuable conclusions. In other words, 

comprehensive responses and answers were given to the research questions. The challenges and 

the main factors causing these challenges encountered by Libyan EFL teachers while assessing 

their students in reading classes were also taken into consideration. Moreover, implications and 

recommendations of the study were also presented. Limitations of the study and suggestions for 

further research were also given. 
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Appendix A 

An Investigation into Reading Assessment Strategies used by Tripoli EFL University Teachers 

Dear participants, 

The following questionnaire is a part of MA research, which is conducted in English language 

faculties at Libyan universities. The purpose of this questionnaire is to identify the reading 

assessment strategies employed in classrooms by teachers. You are kindly invited to answer the 

following questions. Your answers are confidential and will be used purely for research purposes 

and will not be shared to any third party. Answering this questionnaire would be extremely helpful. 

The questionnaire will take roughly 15 minutes to answer. 

Thank you in advance for your cooperation.  

Background Information 

Please Tick on the appropriate box 

- Gender 

▪ Male 

▪ Female 

- Age 

▪ 25-30 

▪ 30 - over 

- Years of Teaching Experience  

▪ Your answer 

- Email Address 

▪ Your answer 

Part one: Teachers' Usage of Reading Assessment Strategies. 

❖ Select your answer according to your experience of using strategies of reading assessment. 

❖ Please tick each statement in the box that represents your frequency of employing and 

practicing the below strategies of reading assessment. 

Key:  A= Always - O= Often - S= Sometimes - R= Rarely - N= Never. 
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As a teacher, when I assess my students' reading skills, 

1. I start with setting goals for reading tasks. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

2. I Identify the purpose of assessment tasks for the students. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

3. I clearly explain the instructions of reading tasks. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

4. I develop my own assessment criteria as I design reading tasks. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

5. I implement any assessment criteria from outside resources to assess reading. 
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o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

6. I use different types of assessment to assess students in reading class. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

7. I use assessment to identify students' skills, needs and their level. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

8. I use assessment to develop appropriate lessons and to improve instructions for all students. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

9. I carefully select an appropriate strategy to be able to assess different levels in reading class. 

Always 

o Often 
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o Sometimes 

o Rarely 

o Never 

10. I consider fluency as a category of reading assessment. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

11. I consider accuracy as a category in reading assessment. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

12. I ask factual questions about the text to help students understand a passage clearly. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

13. I consider comprehension as a first category when assessing reading. 

o Always 

o Often 

o Sometimes 

o Rarely 
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o Never 

14. I use "connect" as a strategy to indicate students' comprehension of the text. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

15. I encourage students to use prediction as a strategy to figure out text events and anticipate what 

will happen next. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

16. I test my students by observing them performing literacy tasks. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

17. I encourage students to be "critical thinkers" while reading a text in a reading test. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 
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18. I consider "summarizing and paraphrasing" as an important strategy to assess reading 

comprehension. 

o Always 

o Often 

o Sometimes 

o Rarely 

Never 

19. I consider a range of new vocabulary within the text as a reading assessment. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

20. I use interviews as a strategy with students on their reading skills in reading assessment. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

21. I use screening assessment within the formative category in reading class to identify which 

student is struggling. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 
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22. I use diagnostic reading assessment as a strategy to pinpoint students' weaknesses. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

23. I use progress assessment as a reading strategy to assess and monitor students' progress. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

24. I ... deliberate over the assessment reliability and validity. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

25. I use a holistic scoring for each category in reading assessment. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 

26. I use analytic scoring for category of reading assessment test. 

o Always 
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o Often 

o Sometimes 

o Rarely 

o Never 

27. I use students' results to provide feedback on their work in reading tasks. 

o Always 

o Often 

o Sometimes 

o Rarely 

o Never 
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Appendix B 

An Investigation into Reading Assessment 

Strategies used by Tripoli EFL University Teachers 

 

University……………………………....... 

Interviewee………………………………. 

Date ............................................................ 

 

The Interview Questions: 

1. What do you know about the term “assessment” in general and how do you assess your students' 

ability in the skill of reading in particular? 

2. In what aspects do you think using different strategies in assessing reading skill can affect the 

teaching-learning outcome? 

3. To what extent does your teaching experience help you in assessing reading skill properly? 

4. Why do you use particular assessment strategies and not others during teaching reading? 

5. What are the difficulties teachers may encounter when they link the choice of reading assessment 

strategies with the aim of assessment? 

6. How do you choose tasks for reading assessment and is it challenge for you? 

7. Do you consider using ‘valid and reliable scoring’ challenge for you? If yes how? 

8. Are there any other challenges you might face during assessing reading? If yes, what are they?  
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