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their fears and hesitations instead of avoidingrnth@) due to COVID-
19 pandemic, learners were directed to online Iegrsessions which
was not totally accepted from their point of view.

Conclusion

Based on the results found out in the current reee& was concluded
that both P3C2R+GIRD and KAPS models have develditd year
primary stage struggling readers' phonological aweass, oral reading
fluency and reading comprehension skills. These instructional
reading models have proved to be highly effectoreEFL primary stage
struggling readers. The core points of these twatruictional models
were: keeping pupils engaged in the reading tagkang pupils
opportunities to choose topics of their own integedelping pupils
enhance their weaknesses in PA, ORF and readingretmnsion skills,
and motivating struggling readers to participatevaty in EFL reading
tasks and activities. One major conclusion of tesearch paper is that
instructors' personal coaching effect with struggylreaders was a mile
stone on pupils' EFL reading development througluegon of negative
attitudes and FL anxiety.

Recommendations

The researcher recommends that: (1) PS3C2R+GIRDK&RIS models
need to be applied in EFL reading classes, (2) aynstage instructors
should use relevant and suitable teaching methadisezhniques to help
struggling readers, (3) EFL curriculum developered to design
definite reading courses and extra-activities fiouggling readers, (4)
remedial classesn EFL reading should be offered for primary stage
Egyptian struggling readers, (&gyptian EFL instructors should be
well equipped by various effective instructional dets as
P3C2R+GIRD and KAPS to help struggling readers develop their
reading skills.

Suggestions for further research

The researcher suggests the following areas fdhdurresearch: (1)
investigating the effects of PSC2R+GIRD and KAPSdele on other
language skills, (2) investigating the effects 8CRR+GIRD and KAPS
models on preparatory and secondary stage learramnd, (3)
investigating the effects of other instructional dats on developing
phonological awareness, oral reading fluency andading
comprehension skills.
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stories and plays were included in the readingi@@ssvhere learners
practiced reading and rereading in a stress fregagrment full of fun
and cooperation. (2) Learners start the sessionsstaning to relevant
collocations and practicing reading them alongluhiy were able to
read them fluently. (3) Learners were encourageprooluce their own
stories orally applying the same collocations.L(darners were allowed
to read and reread the same collocation or padsageveral times.

The third hypothesis stated that no statibyicagnificant differences
(o < 0.05) would exist in EFL primary stage strugglirepders' mean
scores in the EFL reading comprehension posttesingnthe three
groups (the control group and the two experimegtalps). To test the
third hypothesis of the research, the three graips'control group and
the two experimental groups) mean scores in thégmsinistration of
the phonological awareness test were compared u€ing-Way
ANOVA. Statistically significant differences wereund between the
mean scores of the three groups in favour of the éxperimental
groups. Moreover, t-test and Scheffe test wereiegpd investigate the
differences between the mean scores of the tworiex@etal groups. No
significant differences between the mean scoreseoparticipants of the
two experimental groups appeared (t=1.31) whiatotssignificant at d
< 0.05) level. This result indicated the equal pesibenefits of the two
models (P3C2R+GIRD and KAPS) in developing struggplreaders'
reading comprehension skills.

Previous research has shown that developing IE&rners' reading
comprehension skills is highly related to the depsilent of
phonological awareness and oral reading fluenclss&s being major
components of reading (National Reading Panel, 2000; Reid, 2000;
Mehta, Foorman, Branumwtartin & Taylor, 2005; Chang, Taylor,
Rastle, & Monaghan, 2017; Silva, Marques & Sucena, 2020). On the
other hand, despite the positive effects of the teading models on
developing phonological awareness, oral readingnfty and reading
comprehension skills among fifth year primary staggeggling readers,
the researcher has encountered certain difficultehering the
implementation of the treatments among these cigdle are the
following: (1) lack of self- confidence, fear andxsety among the
learners at the beginning of the treatments, (Hrnkers showed
resistance to read aloud at the beginning of thatimrent but gradually

they learnt how to focus on accuracy before fluermyw to conquer
i=
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reading activities that require applying readingipoehension strategies.
Finally, step four: completing literal and inferenests.

The researcher hypothesized three hypothdd$es first hypothesis
stated that no statistically significant differeade < 0.05) would exist
in EFL primary stage struggling readers' mean scioréhe phonological
awareness posttest among the three groups (theocgnboup and the
two experimental groups). To test the first hypeth®f the research, the
three groups' (the control group and the two expental groups) mean
scores in the post-administration of the phonolaigawvareness test were
compared using One-Way ANOVA. Statistically sigeaiint differences
were found between the mean scores of the thraggio favour of the
two experimental groups. Moreover, t-test and Sehiefst were applied
to investigate the differences between the meanmescof the two
experimental groups. No significant differencesassn the mean scores
of the participants of the two experimental grogppeared (t=1.57)
which is not significant atu(< 0.05) level. This result indicated the equal
positive benefits of the two models (P3C2R+GIRD a@fdPS) in
developing struggling readers' phonological awassrskills.

The second research hypothesis stated thatatistically significant
differences ¢ < 0.05) would exist in EFL primary stage struggling
readers' mean scores in the oral reading fluensttggt among the three
groups (the control group and the two experimegtalips). The One-
Way ANOVA coefficient was applied to test the seddmypothesis.
Statistically significant differences have appealstween the mean
scores of the three groups in favour of the twoeexpental groups. In
addition, t-test and Scheffe test were appliedeteminine the differences
between the mean scores of the two experimentalpgroStatistically
significant differences have been confirmed betw&enmean scores of
the research participants of the first and secomqeremental groups in
the post-administration of the oral reading fluemest in favour of the
first experimental group that was taught usingRBE2R+GIRD model.
This finding has clarified that the P3C2R+GIRD modes more
effective than the KAPS model in developing oradiag fluency skills
for fifth-year primary stage struggling readers.

The positive effects of the P3C2R+GIRD model struggling
readers' oral reading fluency skills were due ®ftillowing factors: (1)
the P3C2R+GIRD model was highly motivating for gtgling readers as
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impacts on developing EFL reading comprehensiolisskir fifth-year
primary stage struggling readers.
Discussion

Although, they are a part of the Egyptian tagwschool system,
struggling readers do not have the same abilisethair peers. They are
not mentally disabled but they do need time, athentrepetition and
integration of special techniques and reading nothedt can help them
learn according to their own paces and acquirergigeired skills for
their academic achievement. Among these importkilis @re reading
comprehension, phonological awareness and oralngdldiency skills
that are crucial for EFL struggling readers' larggu@roficiency. Thus,
the aim of the current research was to investigate effects of
P3C2R+GIRD vs. KAPS models on developing EFL regdin
comprehension, phonological awareness and oralngdldiency skills
among primary stage struggling readers.

The research participants were assigned lrgetgroups: a control
group and two experimental ones. The participahth® control group
received regular instruction while the first expsgintal group was
exposed to the P3C2R+GIRD model. It is comprehehsideveloped
into six steps. The six steps were originally deped to enhance
reading comprehension skills through providing ets®s and activities
related to comprehension skills as (drawing infeesn making
prediction, skimming and scanning skills). In eadssion for the first
experimental group (experimental one), the researdmas added
phonological awareness and oral reading fluencghiag materials and
exercises. Thus, each single session of the P3CHT>@roup was
devoted to developing one or more reading compiaenphonological
awareness and oral reading fluency skills. This ehddas helped
instructors activate struggling readers' imagimaaod prediction skills,
reduce their fear of participating in reading els&s, boost their
vocabulary and grammar skills and appreciate th@ortance of
phonological awareness as well as oral readingnéyskills.

The second experimental group was expost#tet& APS model that
consists of four steps: Step one: completing thé&ek multiple-choice
background knowledge test to activate learnerkdracnd knowledge.
Step two: asking learners to read the passageatony to develop their
prosody and automaticity. Step three: presenting maultiple-choice
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Based on the previous findings, it can be conclutat

e There is a statistically significant difference €.05) level
between the mean scores of the research partisipdirthe first
experimental group (experimental one) and the obmroup in
the post-administration of the EFL reading compnsien test in
favour of the first experimental group.

e There is a statistically significant difference €.05) level
between the mean scores of the research partisipétite second
experimental group (experimental two) and the adrgroup in
the post-administration of the EFL reading compnsian test in
favour of the second experimental group.

e There is no statistically significant difference @5.05) level
between the mean scores of the research partisipdirthe first
experimental group (experimental one) and the skcon
experimental group (experimental two) in the pabtmistration
of the EFL reading comprehension test.

Furthermore, t-test was applied to emphasize iffexrehces in the mean
scores of the research participants of the firgbearnental group
(experimental one) and the second experimental pg@xperimental
two). The results were shown in the following table

Table (22): t- test differences between the partipants' of the
research groups (experimental one and experimentalvo) mean
scores in the post- administration of the EFL readig
comprehension test

Group No Mean S.D 2 t Level of
F value Sig.
Exp%r:]n;ental 20 26.00 2.36 Not. Sig.
Experimental 25.05 2.24 38 13l at0.05
20 level
Two

*t-tabular value at (0.05) level and D.F (38) equal (2.02)

As a result, the researcher has found out thaetiemno statistically
significant difference between the mean scores loé tesearch
participants of the first and second experimentalugs in the post-
administration of the EFL reading comprehension. t€us, the two
reading models (P3C2R+GIRD and KAPS) have proved ghositive
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Table (20): One-Way ANOVA Coefficient findings of he mean
scores of the research participants of the three gups in the post-
administration of the EFL reading comprehension tet

Variance Sum of df Mean

source squares square S1g.
Between 2650.4 2 1325.2 309.7 Sig. at
groups 243.9 57 4.27 0.05 level
Within 2894.3 59

Groups

Total

* The tabular value of F-test, at the (0.05) levednd D.F (2 and 57), is
(3.15).

The previous table indicated that there were sizdiyy significant

differences at (0.05) level in EFL fifth-year pringastage struggling
readers' mean scores in the post-administrationhef EFL reading
comprehension test among the three groups of geareh (the control
group and the two experimental groups). Thus, hirel hypothesis was
rejected. Moreover, Scheffe test was applied toerdahe the

differences' direction among the mean scores othiree groups of the
research (experimental one, experimental two andradp, and the
results were shown in table (21):

Table (21): Differences' direction among the meanceres of the
research three groups in the post- administration bthe EFL reading
comprehension test

Mean

Group A Group B difference Sig.
Experimental  Experimental 0.95 Not. Sig. at 0.05
one Two 14.56 level
Control Sig. at 0.05 level
Experimental Control 13.60 Sig. at 0.05 level
Two
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in the postadministration of the EF reading comprehension test
clarified in the following table
Table (19): Descriptive statistical analysis of theesearch
participants' mean scores in the po~administration of the EFL
reading comprehension tes

Group No Mean S.D
Experimental on 20 26.00 2.36
Experimental Tw 20 25.05 2.24
Control 20 11.45 1.50
This finding of the research can be clarified usithge following
statistical representatic
40

35

25.05

26
25
o
]
@ 20
o
[a]
15 11.45
10 I
0

Experimental one Experimental Two Control

]

Figure (3): The statistical representation of the esearch
participants' mean scores in th: postadministration of the EFL
reading comprehension tes
Thus, to verify the significant differences fourehleen the participani
mean scores in the p-administration of the EFL readi
comprehension test, the third hypothesis whichestathat " N
statistically significant differences € 0.05) would exist in EFL primatr
stage struggling readers' mean scores in the Ekdimg comprehensic
posttest among the three groups (the control graod the twc
experimental groups”, should be investige The OneWay ANOVA
Coefficient was applied and the results were itatstd in the following

table:
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Further, t-test was applied to emphasize the diffees in the mean
scores of the research participants of the firgbearental group
(experimental one) and the second experimental pgi@xperimental
two) in the post-administration of the oral readifhgency test. The
results were shown in the following table:

Table (18): t- test differences between the partipants' of the
research groups (experimental one and experimentélvo) mean
scores in the post- administration of the oral reaihg fluency test

Group No Mean S.D 2 t Level of
F value sig.
Experimental 42.45 4.26
20 .
one 38 2.82 Sig. at
Experimental 20 39.20 2.89 ' 0.05 level
Two

*t-tabular value at (0.05) level and D.F (38) equal (2.02)

According to table (18), statistically significadifferences have been
confirmed between the mean scores of the reseantltipants of the
first and second experimental groups in the posthadtration of the
oral reading fluency test in favour of the firstpeximental group that
was taught using the P3C2R+GIRD model. This findwag indicated
that the P3C2R+GIRD model was more effective thenKAPS model
in developing oral reading fluency skills for fifjrear primary stage
struggling readers. Struggling readers are a daoup regular schools
because they are not mentally or physically dighbl€heir main
problem is that they are considered rate or pasabted who need more
time, more resources and more repetition to achiekre P3C2R+GIRD
model do focus on the idea of providing learnerthvmore time and
repetition through its systematic steps. Thus, theglel has achieved a
great effect on developing oral reading fluencyllskdue to the
following reasons: 1) providing a variety of tas&ad activities, 2)
reading and repeating for the pupils, and 3) praggositive immediate
feedback.

3. Findings of the third research hypothesis:

For investigating the third hypothesis of the reskeathe descriptive
statistical analysis of the mean scores of thearebeparticipants of the
three research groups (experimental one, experahembd and control)
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This table indicated that there were statisticaitnificant differences at
(0.05) level in EFL fifth-year primary stage strligg readers' mean
scores in the post-administration of the oral negdluency test among
the three groups of the research (the control grand the two
experimental groups), hence, the second hypotheas rejected. In
addition, Scheffe test was applied to determinedifferences’ direction
among the mean scores of the three groups of feareh (experimental
one, experimental two and control), and the resméiee shown in table
(a7):

Table (17): Differences' direction among the meanceres of the
research three groups in the post- administration the oral reading
fluency test

Mean

Group A Group B difference Sig.
Experimental one Experimental 3.25 Sig. at 0.05 level
Two 29.3 Sig. at 0.05 level
Control
Experimental Two Control 26.0 Sig. at 0.05 level

Based on the findings of Scheffe test illustratethe previous table it
was concluded that:

e There is a statistically significant difference €.05) level
between the mean scores of the research partisipdirthe first
experimental group (experimental one) and the obmroup in
the post-administration of the oral reading fluetest in favour of
the first experimental group.

e There is a statistically significant difference €.05) level
between the mean scores of the research partisipétite second
experimental group (experimental two) and the adrgroup in
the post-administration of the oral reading fluetest in favour of
the second experimental group.

e There is a statistically significant difference €.05) level
between the mean scores of the research partisipdirthe first
experimental group (experimental one) and the gskcon
experimental group (experimental two) in the pabnmnistration
of the oral reading fluency test in favour of tlmstfexperimental

group.
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The following statistical representation provi@additional clarification:
to the findings represented in table (
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Figure (2): The statistical representation of the esearch
participants' mean scores in the po~administration of the oral
reading fluency test
Accordingly, to emphasize the signifit differences found between t
participants' mean scores in the |administration of the oral readi
fluency test, the second hypothesis which statas" No statistically
significant differenceso < 0.05) would exist in EFL primary sta
struggling readers’ mean scores in the oral reading fluencsttgsd
among the three groups (the control group and wuee éxperimenta
groups", should be investigated. The -Way ANOVA Coefficient was

applied and the results were presented in theviolig table
Table (16): OneWay ANOVA Coefficient findings of the mean
scores of the research participants of the three gups in the pos-

administration of the oral reading fluency tes

Variance Sum of Mean .
df Sig.
source squares square
Between 10280.¢ 2 5140.4 541.2  Sig. at
groups 0.05 leve
Within Groups 541.c 57 9.49
Total 10822.. 59

* The tabular value of F-test, at the (0.05) level and D.F (2 and 57),
(3.15).
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Further, t-test was applied to assure the difie@snn the mean scores
of the research participants of the first experitakgroup (experimental
one) and the second experimental group (experirhemtd. The results
were clarified in the following table:
Table (14): t- test differences between the partipants' of the
research groups (experimental one and experimentalvo) mean
scores in the post- administration of the phonologal awareness test

Group No Mean S.D 2 t Level of
F  value Sig.
Expe()r:}rgental 20 44.00 5.35 Not. Sig.
Experimental 4170 375 S8 157 at0.05
20 level
Two

*t-tabular value at (0.05) level and D.F (38) equal (2.02)
Consequently, the researcher has found out thet teeno statistically
significant difference between the mean scores [ tesearch
participants of the first and second experimentalugs in the post-
administration of the phonological awareness tés$tis finding has
indicated the positive significant effects of th&ot reading models
(P3C2R+GIRD and KAPS) on developing phonologicahemess skills
for fifth-year primary stage struggling readers.

2. Findings of the second research hypothesis:

The descriptive statistical analysis of the meaore of the research
participants of the three research groups (exp@tahene, experimental
two and control) in the post-administration of @l reading fluency
test is clarified in the following table:

Table (15): Descriptive statistical analysis of theesearch
participants' mean scores in the post-administratia of the oral
reading fluency test

Group No Mean S.D
Experimental one 2042.45 4.26
Experimental Two 20 39.20 2.89

Control 20 13.20 1.40
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The findings of table (12) have indicated that ¢harere statistically
significant differences at (0.05) level in EFL fifyear primary stage
struggling readers' mean scores in the phonologieareness posttest
among the three groups (the control group and wee éxperimental
groups), thus the first hypothesis was rejectedcaddition, Scheffe test
was applied to determine the differences' direc@onong the mean
scores of the research three groups (experimen&lexperimental two
and control), and the results were shown in talibg: (

Table (13): Differences' direction among the meanceres of the
research three groups in the post- administration the phonological
awareness test

Mean :

Group A Group B difference Sig.
Experimental Experimental Two 2.30 Not. Sig. at 0.05 level
one Control 22.7 Sig. at 0.05 level
Experimental Control 204 Sig. at 0.05 level
Two

Based on the previous findings illustrated in ¢alfl3), it can be
concluded that:

e There is a statistically significant difference €.05) level
between the mean scores of the research partisipdirthe first
experimental group (experimental one) and the obmroup in
the post-administration of the phonological awassnéest in
favour of the first experimental group.

e There is a statistically significant difference €.05) level
between the mean scores of the research partisipétite second
experimental group (experimental two) and the adrgroup in
the post-administration of the phonological awassnéest in
favour of the second experimental group.

e There is no statistically significant difference @i.05) level
between the mean scores of the research partisipdirthe first
experimental group (experimental one) and the skcon
experimental group (experimental two) in the pabtmistration
of the phonological awareness test.
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Figure (1): The statistical representation of the esearch
participants' mean scores in the pos-administration of the
phonological awareness te
So, to assure the existence of these statistif@reinces, the followin:
hypothesis shdd be investigated: "No statistically significe
differences ¢ < 0.05) would exist in EFL primary stage struggl
readers' mean scores in the phonological awargrestest among tf
three groups (the control group and the two expambad groups
through using theOne-Way ANOVA Coefficient. The results we
illuminated in table (12

Table (12): OneWay ANOVA Coefficient findings of the mean
scores of the research participants of the three gups in the pos-
administration of the phonological awarenss tes

Variance Sum of Df Mean

source squares square >10.
Between 6244.¢ 2 31224 180.1 Sig. at
groups 988.« 57 17.34 0.05 leve
Within 7233.: 59
Groups
Total

* The tabular value of F-test, at the (0.05) level and D.F (2 and 57),
(3.15).
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The findings presented in table (10) have emphdsthat the three
groups were independent and homogeneous. The absehca
statistically significant difference at the levél(6.05) between the mean
scores of the research patrticipants of the threepg (experimental one,
experimental two and control) in the pre-administra of the research
instruments has ensured the high possibility ofhapg the research
experiment to the participants of the three groups.

Findings and discussion

The findings of the current research were presemte@nswer the

research questions in light of the research hysethe

1. No statistically significant differences € 0.05) would exist in EFL
primary stage struggling readers' mean scores enptionological
awareness posttest among the three groups (theocgrdup and the
two experimental groups).

2. No statistically significant differences € 0.05) would exist in EFL
primary stage struggling readers' mean scores enottal reading
fluency posttest among the three groups (the cbgbmup and the
two experimental groups).

3. No statistically significant differences € 0.05) would exist in EFL
primary stage struggling readers' mean scores enBRL reading
comprehension posttest among the thgesups (the control group
and the two experimental groups).

1. Findings of the first research hypothesis:
In order to study the significant differences betswéhe mean scores of
the research participants of the three groupsamptst-administration of
the phonological awareness test, the descriptatessts of the research
groups should be clarified as follows:
Table (11): Descriptive statistical analysis of theesearch
participants' mean scores in the post-administratia of the
phonological awareness test

Group No Mean S.D

Experimental one  2044.00 5.35
Experimental Two 2041.70 3.75
Control 20 21.30 3.04
This finding of the research can be clarified usithgg following
statistical representation:
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models on the development of fifth-year struggliagders' phonological
awareness, oral reading fluency and EFL readingocenension skills.

Homogeneity of the research groups in the pre-admistration of the
research instruments:

The research instruments were applied prioth® experimental
treatment to the research participants in order etwsure their
homogeneity and to adjust the experimental vargabl€his pre-
administration of the research instruments wasvtidathe influence of
some other variables such as, time and age, oreflaarch results after
the implementation of the experiment. With regaa the pre-
administration of the phonological awareness, oating fluency and
EFL reading comprehension tests, to the three gréexperimental One,
experimental two and Control), on 1/3/2021, the -Wey ANOVA test
was applied to identify the significant differenclestween the mean
scores of the three groups. The results were ridltesd in table (10) as
follows:

Table (10): The One-Way ANOVA test and level of sgficance in
the pre-administration on (experimental one, expemental two and
control) of the research instruments

the research Variance  Sum of f Mean

instruments source  squares square Sig.
An EEL Between 0.03 2 0.017 0.007 Npt.
Reading groups 144,15 57 2.529 Sig. at
. Within 144.18 59 0.05
Comprehension
Test Groups level
Total
Between 22.8 2 114 0.214 Not.
An EFL groups 4108 57 7.21 Sig. at
Phonological Within 433.6 59 0.05
Awareness test Groups level
Total
Between 0.7 2 0.35 0.174 Not.
An EFL groups 1146 57 2.01 Sig. at
Reading Within 1153 59 0.05
Fluency test Groups level
Total

* The tabular value of F-test, at the (0.05) levednd D.F (2 and 57), is
(3.15).
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2.2 Step two

Participants were asked to read the reading passayeorally to assess
their PA and ORF skills in addition to Assessingugglling readers'
reading comprehension skills (e.g. background kedgg, prosody and
automaticity) were based on their reading of tkéste

2.3 Step three

In this step, short passages, suitable for fifthrygrimary stage pupils,
were presented for the research participants obéoend experimental
group. After reading each passage, participants vasked to answer
two multiple-choice questions requiring the use vafrious reading
comprehension strategies, PA and ORF skills. Fatante, in the
summarizing strategy, participants were presentétd fur possible

summary sentences. Their task was to decide armt alead the best
summary of the passage. The six strategies presentehe KAPS

reading model were activating background knowledgenmarizing,

identifying main idea, awareness of text structymedicting, and self-
questioning.

2.4 Step four

Participants were asked to complete a sentencécedion task (SVT)
tests to measure their literal skills. This tesiuded four types of test
items:1) originals, copied exactly as stated in thain text, b)
paraphrases, constructed by changing as many wasdgossible in
original sentences without changing the meaningneaning changes,
constructed by changing one or two words in origgentences so that
the meaning of the sentences was altered, andigolactors, that were
syntactically similar and thematically related tee toriginal sentences
but were not consistent with the meaning to thgiwoals. Each type of
the four types of the test consisted of four iteRarticipants were asked
to mark “yes” for test items that had the same nmgaas the reading
text or “no” for those that had a different meaniBgsides, an inference
verification task (IVT) was applied to measure Htedents’ deeper or
inferential, comprehension of the same text.

Finally, the participants of the research were pested on phonological
awareness, oral reading fluency and EFL readingpcehension skills
using the same test on 2/5/2021. The results wee tollected and
statistically analyzed to determine effects of the® applied reading
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at measuring participants' abilities to find gidtaw inference, linking
reference of nouns and pronouns, understandingljedaad apply PA
and ORF skills. For example:

Finding gist question: what is the title of the wage?
Drawing inference question: what can be inferrednfthe passage?

Linking reference question: which word from the s is closest in
meaning to caution?

Understanding details question: What did (X) fediew s/he knew
his/her father killed the dog?

1.5Rebooting vocabulary and grammar

Rebooting vocabulary and grammar is considereddehedial phase of
the P3C2R+GIRD model. It is the step in which instors fostered and
enhanced points of strengths and assessed poimtsakinesses among
struggling readers. The formative assessment tqeohsiprovided in this
model were: a) vocabulary quizzes and b) grammenzgs. Vocabulary
quizzes were multiple-choice and gap filing quassi to measure
struggling readers' vocabulary (collocation) rdtamt abilities and
grammar quizzes also included simple multiple-chaand gap filling
questions to measure struggling readers' acadeswielsl in various
grammatical rules.

1.6Rechecking comprehension

Struggling readers used collocations from the meading passage/story
and applied them in new contexts to illustratertktemprehension level
of the reading topic. The number of collocationgdudy struggling
readers for this step can be either equally theesasnthe main passage
or less. In this step, instructors observed pa@ditis' reading to
investigate whether they were reading fluently yimgl appropriate PA,
ORF and comprehension skills at last.

2. Applying KAPS model
2.1 Step one

Struggling readers initially completed the 10-itemultiple-choice
background knowledge test.
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collocations each session (e.g. heavy rain instéadin and doing the
dishes instead of dishes). Then, they helped jgaatits find out their
meanings and writing them down in the collocatiest. [In addition,
instructors taught their learners PA and ORF sldlde by side with
reading comprehension skills in each single session

1.2creating a prediction question

After helping research participants completing tb@location list,
instructors started formulating prediction quesii¢one or two questions
maximum) to let struggling readers be ready andiprevhat they were
going to read about. The prediction questions wsneple multiple
choice or filling the gap questions. For examplethe reading topic
entitled "Dogs Helping People" the instructor prasd the following
question:

Question: what are the animals that do help people?
Answer: a. Elephants b. Dogs

This question helped research participants predattthe reading topic
would be about dogs. Besides, participants' pnovkedge about dogs
was activated. They knew a lot of authentic stoalesut dogs and they
opened their imagination and vision about what they going to read
about dogs.

1.3choosing/creating a story

In the third step of the P3C2R+GIRD model, instoustchose or created
stories related to the reading topics taking irdooant pupils' attitudes,
interests and current levels. In addition, it isfprable for instructors to
get their pupils involved in creating or choosihg story. After deciding

the suitable story, instructors highlighted collbmas found in the

collocation list in a bold font. Key words and maoncepts of the
reading topic were also underlined to help strugglieaders focus on
the core points of the reading topic.

1.4constructing questions

After presenting the story, instructors used theRIGImodel for
designing comprehension questions to measure ipanis'
understanding of the reading topic that included, (BRF and reading
comprehension) skills. The GIRD model included goes that aimed
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scored on five-point Likert scale basis of a sapsoale from "5" to "1".
"5" represented the highest level, while "1" repreed the lowest level.
C) An EFL reading comprehension rating scale (appetfix F)

The researcher has prepared an EFL reading conmmienerating scale
for assessing fifth-year struggling readers' skik$ activating
background knowledge skills and using predictingllssk The two
reading comprehension skills were also scoredamgdpint Likert scale
basis of a scoring scale from "5" to "1". "5" reg@ated the highest level,
while "1" represented the lowest level.

Procedures

Procedures were carried out during the second s¢enwsthe academic
year 2020/2021 for nine weeks. First, the reseaantticipants of the
three groups were pre-tested on phonological awassnoral reading
fluency and EFL reading comprehension skills on/2ZD31 and the
differences among the mean scores of the researchpg were
calculated. Second, the participants of each exystal group were
taught using the instructional models assignedh¢éont The participants
of the two experimental groups received instru@losessions for
training and introducing each instructional modesni 3/3/2021 to
1/5/2021. The researcher has started by illusgatire instructional
models to the participants of each experimentalgsalarifying: 1) the
steps of each model, 2) the importance of the mauahel 3) pupils' roles.
Later on, the researcher gave the pupils weeklynB#e training

sessions. For nine weeks participants in the twoermental groups
received their treatments and the participantdefdontrol group were
taught regularly in regular reading classes. The éxperimental groups
were taught using the same expository texts. Appba of both

P3C2R+GIRD and KAPS models is illuminated below.

1. Applying P3C2R+GIRD model
1.1Providing collocations

Struggling readers of the first experimental growgre provided by a list
of collocations related to the topic of the readintaterial. The
collocation list was provided in a paper dividetbitwo columns. The
first column included the collocations and the secwas left empty for
the participants to fill after searching for equeraces and meanings of
the given collocations using dictionaries or PEPsr{able Electronic
Dictionaries). Instructors provided struggling reesd with different
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As indicated in the preceding table, the EFL regdin
comprehension skills targeted by the test questiare totally related to
the test as a whole at the (0.01) level. Thus, Bt reading
comprehension test showed a high degree of validityinternal
consistency and all the test questions were foarathieve the main aim
of the test.

3.2 Reliability of the EFL reading comprehension tst

The Cronbach's Alpha and Guttman Split-Haléffioient techniques
were used to find out the reliability of the EFlading comprehension
test. The test was administered to a sample oupdsp To calculate the
value of the reliability factor of the test, theefficients of Cronbach's
Alpha and Guttman Split-Half were calculated througsing the
Statistical Package for Social Sciences (SPSS)ramogversion (22),
and the results were presented in the followingetab

Table (9): Reliability of the EFL Reading Comprehasion Test

No. of Sample Cronbach's Guttman Split- Sig.
test Alpha value  Half Coefficient

items value
17 30 0.82 0.761 High

Hence, the value of the Cronbach's Alpha coefficier®.82 and of the
Guttman Split-Half Coefficient is 0.761 which indies that the test was
highly reliable.

Rating scales

The researcher has prepared the following ratirgjescfor ensuring
objectivity of scoring the test.

A) A phonological awareness rating scale (append®)

The phonological awareness rating scale was apfuiedsess fifth-year
struggling readers' phonological awareness skltisincluded skills
distributed through the phonological awareness ldistc Skills were
scored on five-point Likert scale basis of a sapsoale from "5" to "1".
"5" represented the highest level, while "1" représd the lowest level.
B) An oral reading fluency rating scale (appendix k

The oral rating fluency scale was prepared to ass#is-year struggling
readers' reading at a good rate, reading withrfgednd expression and
following punctuation marks while reading skillsh&se skills were
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the reliability factor of the test, the coefficisrdf Cronbach's Alpha and
Guttman Split-Half were calculated through using 8tatistical Package
for Social Sciences (SPSS) program, version (24}, the results were
shown in the following table:
Table (7): Reliability of the Oral Reading FluencyTest

No. of test Sample Cronbach's Guttman Split-Half  Sig.
Questions Alpha value Coefficient value
2 30 0.881 0.829 High

As illustrated in above, the Cronbach's Alpha dogdiit is 0.881 and of
the Guttman Split-Half Coefficient is 0.829 whictdicates that the oral
reading fluency test was highly reliable.
3. The EFL reading comprehension test
3.1 Validity of the test internal consistency

To calculate the validity of the test internal sstency, the Spearman
Brown equation was applied to calculate the cotigiacoefficient of
the EFL reading comprehension test, and the readts delineated in
the consecutive table:

Table (8): Values of the Correlational Validity Codficients for the
Skills Targeted by the EFL reading Comprehension Tgt Questions

Test correlation

An EFL Reading Comprehension Test

coefficient
FPart One
No of Qs. Skill
1 1. Identifying the main idea 0. 72%*
1 2. Identifying the Author’s Purpose. 0.86%*
1 3. Recognizing cause and effect 0.7 5#%*
relations.
2 4. Word meaning. recognition and 0.69%#*
vocabulary skills.
1 5. Determining pronoun referents. 0.71%*
1 6. Recognizing supporting details. 0.83%*
1 7. Activating prior knowledge skills. 0.90%*
Part two
No. of Qs Skill
2 - Using predicting skills. 0.63%*
Part three
No of Qs Skill
2 -Word meaning. recognition and 0.77%#%
vocabulary skills.
Part four
No of Qs. Skill
2 -Word meaning. recognition and O0.74%%*

vocabulary skills.

** Significant at (0.01)
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Table (5): Reliability of the Phonological Awarenes Test

No. of Sample Cronbach's Guttman Split- Sig.
test Alpha value  Half Coefficient

items value
25 30 0.702 0.737 High

As a consequence, the value of the Cronbach's Alpaticient is 0.702
and of the Guttman Split-Half Coefficient is 0.7&Mhich indicates that
the phonological awareness test was highly reliable

2. The oral reading fluency test
2.1 Validity of the test internal consistency
To calculate the validity of the test internal astency, the Spearman
Brown equation was used to calculate the correlatimefficient of the
oral reading fluency test, and the results wersgmted in the following
table:

Table (6): Values of the Correlational Validity Codficients for the

Skills Targeted by the Oral Reading Fluency Test Qestions

An EFL Reading Fluency Test Test correlation
coefficient
No of :
Os. Skill
1 - Read the words accurately. 0.73**
1 - Read at a good reading rate. 0.79**
1 - Read with feeling and expression. 0.62**
1 - Follow the punctuation marks while 0.84**
reading

** Significant at (0.01)

As indicated in the preceding table, the oradmeg fluency skills
targeted by the test questions were totally reltadte test as a whole at
the (0.01) level. Consequently, the oral readingrcy test was found to
have a high degree of validity of internal consisie and all the test
items were found to achieve the main aim of the tes

2.2 Reliability of the oral reading fluency test

The Cronbach's Alpha and Guttman Split-Haléffioient techniques
were used to determine the reliability of the aedding fluency test.
The test was applied to a sample of 30 pupils. dloutate the value of
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Table (4): Values of the Correlational Validity Cecefficients for the
Skills Targeted by the Phonological Awareness Te§uestions

The Phonological Awareness Test Test correlation

coefficient
No of :
Os. Skill

2 1.Rhyme recognition 0.67**
1 2. Rhyme production 0.71**
2 3. Syllable blending 0.73**
2 4. syllable segmentation 0.68**
2 5. syllable deletion 0.82**
2 6. phoneme isolation of initial sounds 0.90**
2 7. phoneme isolation of final sounds 0.88**
2 8. phoneme blending 0.72**
2 9. phoneme segmentation 0.64**
2 10. phoneme deletion of initial sounds 0.79**
2 11. phoneme deletion of final sounds 0.83**
2 12. Phoneme deletion of first sound in 0.88**

consonant blend.
13. Phoneme substitution 0.70**

N

** Significant at (0.01)

As illuminated in the previous table, all phargital awareness skills
targeted by the test questions were related tdesteas a whole at the
(0.01) level. Accordingly, the phonological awarssneest was found to
have a high degree of validity of internal consisiewhich means that
all the test items were prepared to achieve tha ienan of the test.

1.2Reliability of the phonological awareness test

The Cronbach's Alpha and Guttman Split-Haléffioient techniques
were used to determine the reliability of the Phogizcal awareness test.
The test was applied to a sample of 30 pupils. dloutate the value of
the reliability factor of the test, the coefficisrdf Cronbach's Alpha and
Guttman Split-Half were calculated through using 8tatistical Package
for Social Sciences (SPSS) program, version (24}, the results were
demonstrated in the following table:
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Table (3): Specification of the EFL Reading Comprefnsion Test

Part Question Measured skill Mark
1 -Identifying the main idea 1
2 -Identifying the Author’s Purpose 1

One 3 -Recognizing cause and effect relations. 1

4-5 -Word meaning, recognition and
vocabulary skills.
6 - Determining pronoun referents.
7 -Recognizing supporting details.
8 -Activating prior knowledge skills.

Two 1-2 - Using predicting skills.
Three 1-2 - Word meaning, recognition and
vocabulary skills.

Four 1-2 -Word meaning, recognition and
vocabulary skills.

A N OO O O O P PP

Total = 40 marks

Validity and reliability of the tests
1. The phonological awareness test
1.1 validity of the test internal consistency

The Spearman Brown equation was applied to cakeuls correlation
coefficient of the phonological awareness test, #mgl results were
shown in the following table:
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The oral reading fluency test's total marks weté& that were
divided among four EFL reading fluency skills. Tivst question in the
ORF test included a one hundred-word reading passgrticipants
were then asked to read out loud the given passagige meantime,
instructors subtracted the number of error wordsnfthe total number
of words (100) to get the accurate number of comexrds. The second
guestion consisted of a reading passage that ipartis were asked to
read aloud in order to assess their reading ratglimg with expression
skills and ability to read following the punctuationarks skills. Five-
point Likert scales were applied to assess straogghieaders' PA
(appendix D) and oral reading fluency skills (apti®ri).

Table (2): Specification of the Oral Reading Flueng Test

Question Measured skill Mark
1 - Read the words accurately. 100
- Read at a good reading rate 5
2 - Read with feeling and expression
- Follow the punctuation marks while reading 5
Total = 115

The EFL reading comprehension test consistédun parts. The first
part of the test was designed to assess the skill$. Identifying the
main idea, 2. Identifying the author’s purposelRBcognizing cause and
effect relations, 4. Word meaning, recognition aodabulary skills, 5.
Determining pronoun referents, 6. Recognizing sujoppdetails, and 6.
Activating prior knowledge skills. Part two of thest was constructed to
assess struggling readers' abilities to use pradidkills while parts
three and four were prepared to provide questiorchéck participants'
word meaning, recognition and vocabulary sub-sKillse total marks of
the EFL reading comprehension test were 40 marksio\s types of
qguestions were used in the three tests of the uresearch as, multiple
choice, fill in the blanks and short essay question
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readers. The reviewers has selected thirteen AK skid approved the
four oral reading fluency skills. Then as well, &FL reading
comprehension checklist with ten literal and infét@ skills was
prepared and submitted to the same reviewers tectseéhe most
applicable skills to the research participants.ti# end, a checklist of
eight literal and inferential reading comprehensséirils was produced
as a final form of the checklist. After preparinigetchecklists, the
researcher has prepared a phonological awarersts@ppendix D), an
EFL oral reading fluency test (appendix E), and EBRL reading
comprehension test (appendix F) with rating scaesssess participants'
performances in each test.

Sixty-five marks were divided among the thirteen §ills, five marks
for each skill. The phonological awareness test waseloped to
measure the sKkills illustrated in the following &b

Table (1): Specification of the Phonological Awamess Test

Question Measured skill Mark
1 - Rhyme recognition 5
2 -Rhyme production 5
3 -Syllable blending 5
4 -syllable segmentation 5
5 -syllable deletion 5
6 -phoneme isolation of initial sounds 5
7 -phoneme isolation of final sounds 5
8 -phoneme blending 5
9 -phoneme segmentation 5
10 -phoneme deletion of initial sounds 5
11 - phoneme deletion of final sounds 5
12 -Phoneme deletion of first sound in consonant blend5
13 -Phoneme substitution 5

Total mark= 65
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achievement, dyslexia, as well as other undetehinmeading
difficulties.
Research instruments and materials

The researcher has prepared and used the folloimstguments and
materials:

1. A phonological awareness checklist.

2. An oral reading fluency checklist.

3. An EFL reading comprehension checkilist.

4. A phonological awareness test with a rating scaleassess
participants' performance.

5. An oral reading fluency test with a rating scale.

6. An EFL reading comprehension test with a ratindesca

7. A teacher's guide

Measure

Phonological awareness and oral reading flpeae influential
components in developing reading comprehensionlsskElhassan,
Crewther & Bavin, 2017). For this reason, reseashave clarified that
reading comprehension is not simply determiningrti@aning of words
and recognizing sounds but also connecting mesfaksentations and
linguistic comprehension developments to the repdexts (Kirby &
Savage, 2008). Hence, developing phonological avesse and oral
reading fluency should be integrated in EFL readoognprehension
classes. For this reason, the researcher used3tbh2RRrGIRD and the
KAPS models to examine their effects on developkigl reading
comprehension skills among fifth-year primary staggaggling readers.

First, the researcher has reviewed recematitee about phonological
awareness, oral reading fluency and EFL reading pcehension
(Alvarez-Canizo, Suare@ealla & Cuetos, 2015; Gilakjani &
Banousabouri, 2016; Groen, Veenendaal & Verhoeven, 2018; Carnio,
Vosgrau & Soares, 2021)to prepare a phonologicalremess checklist
(appendix A), an oral reading fluency checklistg@pdix B) and an EFL
reading comprehension checklist (appendix C). Far phonological
awareness (PA) and the oral reading fluency chasklthe researcher
has come up with 20 PA skills along with four oraehding fluency
skills. These skills were introduced to a number refiewers to
determine the most relevant skills for fifth-yeampary stage struggling
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pandemic circumstances. While the participants hef ¢ontrol group
received regular instruction.

Variables

The current research is an experimental researble. iidependent
variables of the research were P3C2R+GIRD and KAR&lels
whereas; the dependent variables were phonologieareness, oral
reading fluency and EFL reading comprehension ssKor struggling
readers. Operational definitions for the researehiables are listed
below.

P3C2R+GIRD Model

P3C2R+GIRD is a reading instructional model thas applied to fifth-
year primary stage struggling readers to help thmepmove their reading
skills through presenting authentic up-to-date im@adtexts that
emphasize teaching collocations, grammar, word vaibn and
prediction skills.

KAPS model

KAPS is a reading instructional model that was aulstered to fifth-
year primary stage struggling readers to help threpmove their reading
skills through enhancing associations and activeractions among
background knowledge, word recognition and prosatgtegy use as
well as reading automaticity.

Phonological Awareness (PA)

Phonological awareness is fifth-year primary stageggling readers'
abilities to decode spoken words, syllables, onseid rimes to the
smallest sound units.

Oral reading fluency

Oral reading fluency is fifth-year primary stageuggling readers'
abilities to accurately and quickly read wordsaading texts following
punctuation marks and showing feelings and expressi

Reading comprehension

Reading comprehension is fifth-year primary statyaggling readers'
capability to actively interact with the reading tevaal through
intentional thinking to construct meaning applyiitgral and inferential
skills.

Primary stage struggling readers

Primary stage struggling readers are fifth yeampry stage learners
with reading RD (reading difficulties), low readingate and
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fluency posttest among the three groups (the cbgbmup and the
two experimental groups).

3. No statistically significant differencer (< 0.05) would exist in EFL
primary stage struggling readers' mean scores enBRL reading
comprehension posttest among the three groupscgh&ol group
and the two experimental groups).

2. Method
2.1 Research design

The design used in the current research was tleenaltive Treatment
Design with Pre-posttest (Cozby & Bates, 2014)s lan experimental
design that is used to compare the effects of thesrative treatments.
Following the guidelines of this design, the reskar has assigned the
research participants to three groups: two experiaigroups (one was
taught using the P3C2R+GIRD model and the othertauaght using the
KAPS model) and one control group that receivedilaginstruction.
Each group was tested on EFL PA, ORF and readimgpzhension
skills before and after the two experimental groupseived the
treatment. Differences among the three groupsenapd posttests were
calculated.

Participants

The participants engaged in this research Wweréfth-year primary
stage pupils with reading difficulties at Tanta Mad School (Algharbya
Governorate), Egypt and ELS Language School (Aldxan
Governorate), Egypt. The selection of the resegrahicipants was
undertaken purposefully after assigning an EFL mibatjc reading test
on 150 fifth-year primary stage pupils enrolledtive two language
schools to investigate the struggling readers. tigighpils out of the 150
participants have shown serious reading difficaltihen the researcher
has randomly assigned 60 out of the 80 struggleaders to three
groups: two experimental groups and one controlugrdawenty
participants each. The research participants targht with the same
set of expository texts adopted from DIBELS® &dition. The
participants of the first experimental group weeught using the
P3C2R+GIRD, and the participants of the second raxeatal group
were taught using KAPS model. The two experimegtalips received
online instruction using Zoom Cloud Meetings duethe COVID-19
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the answers for the reading questions are includieectly in the

textbooks. As a result, struggling learners sealingatasks as an

accumulation of correct answers. Therefore, theran urgent need to
investigate the effects of various instructionaldels on developing PA,

ORF and reading comprehension skills among prirséage struggling

readers.

Statement of the problem

The problem of this research was the weaknessimiapy stage, fifth-

year struggling readers in EFL PA, ORF and readiomprehension

skills. In order to find a solution for this probte the researcher has
investigated the effects of two reading models #3EGIRD and

KAPS) on developing EFL reading comprehension skdr fifth- year,

primary stage struggling readers.

Research questions

The current research attempted to answer the foitpguestions:

1. What are the required PA skills for fifth- year,irpary stage
struggling readers?

2. What are the required ORF skills for fifth- yeaminpary stage
struggling readers?

3. What are the required EFL reading comprehensiohsskir fifth-
year, primary stage struggling readers?

4. What are the features of P3C2R+GIRD and KAPS instnal
models?

5. What is the effect of P3C2R+GIRD vs. KAPS on dep@lg PA skills
for fifth- year, primary stage struggling readers?

6. What is the effect of P3C2R+GIRD vs. KAPS on depeglg ORF
skills for fifth- year, primary stage strugglingaders?

7. What is the effect of P3C2R+GIRD vs. KAPS on dep&lg EFL
reading comprehension skills for fifth- year, pritmatage struggling
readers?

Research hypotheses

This research aimed at testing the following hype#s:

1. No statistically significant differences. € 0.05) would exist in EFL
primary stage struggling readers' mean scores enptionological
awareness posttest among the three groups (theocgrdup and the
two experimental groups).

2. No statistically significant differences € 0.05) would exist in EFL
primary stage struggling readers' mean scores enotial reading
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stagnation in EFL reading skills is observed duelaitk of reading
practice and motivation. In reading classes, simggreaders need
different reading strategies, abundant opportuitee practice reading
and reading recovery programs (Dudych, 2015). Uafately, there are
no additional instructional methods or techniques Bupporting
struggling readers in regular reading instructioithie Egyptian context.

To document the research problem, the reseaittéis conducted a
pilot study that consisted of two parts. The fpsit of the pilot study
was a diagnostic reading test that was applieddq fifth year pupils
enrolled in Tanta Modern School, Algharbya Goveater and ELS
language school, Alexandria Governorate, Egypt. Témults of the
diagnostic reading test have revealed that abdut @0the students face
certain difficulties in the reading. For instandkey have difficulties
with PA and the ability to decode unfamiliar wordhey show low
levels of motivation and maintain no desire or ieg¢ towards reading.
Moreover, they resist reading aloud and their megadvas effortful and
slow. Thus, they fail to get the core meaningsefreading materials.

The second part of the pilot study was a auntnalysis of the
reading sections presented in the text books "Supad 5 Student's
Book" and "Oxford Discover 5 Student's Book". Tresegarcher has
applied a content analysis rubric to decide whethertextbooks here
fulfill the criteria of a good English textbook thiacuses on systematic
instruction and evaluation techniques for struggleaders. The findings
of the content analysis have revealed that bottbéeks: (1) contain a
good collection of concepts, skills and knowled@,represent a good
source of classroom activities, (3) are a refergruiet for teachers and a
tool for revision, and (5) offer the main source gfammar and
vocabulary for both learners and teachers.

On the other hand, some weaknesses relateé teading sections in
the textbooks have been noticed. First, the tetbd@ave been designed
as the sole source of reading materials. This |ésatsers to read from
one perspective only in classrooms. Second, thdingamaterials
presented in the textbooks are too general andatadd This causes
learners to deal with reading as a way of collectacts and data. Third,
the textbooks do not put learners' background kedgé into
consideration, thus the reading materials do nofalls fit learners'
specific attitudes, culture and interests. Fouttle, reading level of the
textbooks is too difficult for struggling readeradaremedial reading
classes or personal coaching sessions are nodprbeait all. Finally, all
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summarizing, (3) identifying main idea, (4) awarenef text structure,
(5) predicting, and (6) self-questioning. Theseatstgies should be
employed to enhance PA, ORF and reading compretreskills.
Rationale

This research paper was oriented towards figasg the effects of
two instructional models (P3C2R+GIRD vs. KAPS) oRLEPrimary
Stage Struggling readers. The rationale beyondtifignithe current
research paper to EFL reading with three of itsnn@mponents (PA,
ORF and reading comprehension) is because EFL ngaskills are
predominant in Egyptian EFL curriculum at primatsige schools. This
scope has provided the results of the weaknesst® afurrent applied
EFL regular reading instruction (textbooks). Furth&miting this
research paper to this type of EFL readers (sthuggeaders) is because
struggling readers become increasingly significahtprimary stage
schools with its different levels. Those readergdalistinguished
instructors who can help them be capable and centfidteaders who
really enjoy reading. The overall aim of this ragsbapaper was to
develop the missed EFL reading skills for primatgge struggling
readers.
Context of the problem

According to the National Reading Panel (Naaidnstitute of Child
Health and Human Development, 2000) young learmeesd the
following in order to be skilled and competent relsd 1) Strong
receptive and expressive language, 2) Well-developkonological
awareness, 3) Knowledge of letter—sound relatigssiidecoding), 4)
Large vocabularies, 5) An ability to comprehend ithay read, and 6)
The ability to read naturally and effortlessly éhcy). So, like any other
skill, reading needs frequent practice outsidectassrooms, explicit and
systematic instruction inside classrooms and iatlgliage environments
(Daugaard, Cain & Elbro, 2017; Yoon, Pae & Chung, 2018). Contrary to
the researchers' recommendations, reading amonganmyi stage
struggling readers appear to be neglected (Duke |&ck3 2012).
Similarly, Egyptian primary stage struggling readearrely read outside
the classroom. They read in EFL reading classeswiingr instructors
direct them to read, assist them to make senskeofeading texts and
ask them to complete certain related activities tasks. As a result,
struggling readers do not become motivated to eegareading material
which is not assigned by their instructors. Consetjy, a remarkable
increase in the number of struggling readers whteisdrom serious
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ease and without interference (effortlessness)jeaehtasks without
intention (autonomy), and lastly lack of consciawareness (Logan,
1997).The KAPS model seeks to develop reading aatioity or
fluency skills as an essential primary step for el@ping reading
comprehension skills. Developing struggling readiugncy skills can
be achieved through the use of different instrungiomethods such as
repeated reading (RR) or theater reading (TR). AP& model the TR
method is used as a fun activity that creates rattim and fun among
struggling raders (Suggs, 2019; Young, Durham, Miller, Rasinski, &
Lane, 2019; Tanner, Leander, & Carter-Stone, 2021).

Three: Prosody

Prosody is the melody of reading materials aedding texts
(Chusanachoti, 2020). It is "reading with feelirfgaige, Rupley, Smith,
Rasinski, Nichols, & Magpuri-Lavell, 2017). It isohonly aesthetic,
rather it has a definite function which is assgtieaders to comprehend
and make sense of the reading material througlygpits dimensional
indicators such as, phrasing, intonation and pgugkim, Quinn &
Petscher, 2020). Prosodic elements or dimensiondicators, e.g.
phrasing, intonation, stress and volume can be asedhdicated by
Chusanachoti (2020, p. 308) to recognize readaesidy level.

Phrasing in the same context, assists reaergroup words in
thought groups using the rhythm of speech as posidnd pauses.
Godde, Bosse and Bailly (2020) have illustrated tha use of pauses
tends to adhere to grammatical structures and patneh marks. Thus,
learners who use pauses sporadically or read wgrdvdrd, show
serious problems with their phrasing level (Kuhrgch®anenflugel,
Meisinger, Levy & Rasinski, 2010). Intonation isedsto indicate the
variation in pitch which is associated with lingugsand paralinguistic
functions (Godde, Bosse & Bailly, 2020). Schwanggdl and Benjamin
(2016) have emphasized that accurate voice pitchyllables (stress)
and at the end of sentences (intonation) is arcatdi of good reading
prosody. Moreover, Volume refers to the level ddlaeading loudness
that indicates readers' confidence and clear aridibice projection
(Young & Rasinski, 2018). In contrast, strugglirgpders do not feel
confident about reading aloud. Thus, they read &sified by
(Rahmawati, Rosmalina & Anggraini, 2020) in a soétudible voice.
Four: comprehension strategy employment

The KAPS instructional model has identified andeased six
comprehension strategies: (1) activating backgrolindwledge, (2)
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Skilled readers are those who can apply a variétyeading
strategies and competencies to be able to compaehgiven text. And
struggling readers on the other hand, lack the lnhipes to properly
apply reading strategies. Among the strategies @hatimportant for
improving reading comprehension among strugglingdees are:
background Knowledge (K), reading Automaticity ghecy) (A),
Prosody and word recognition (P), and comprehenStmategy (S)
employment. These four strategies formulate tagettne KAPS
instructional model. This model boosts reading cahpnsion skills
through relating fluency, background knowledge astdategy use
together (Yildirim, Cetinkaya, Ates, Kaya & RasinsR020). This
reading model consists of four components as falow
One: Background knowledge

Background knowledge (domain specific knowkdgr topical
knowledge) is essential for EFL learners to devetopnprehension
skills. It is a strong predictor of reading compekion (McCarthy,
Guerrero, Kent, Allen, McNamara, Chao, SteinbergRedly, &
Sabatini, 2018).Neuman, Kaefer and Pinkham (20&%¢ indicated that
the more learners know about a reading text, tisteed is to read,
understand and retain information about this top#ctivating
background knowledge depends on the facts thap@esented in the
reading texts or the events that are related tqé#racipants' everyday
life experiences but not reflected in the readaxds.

Two: Reading automaticity

Struggling readers cannot accurately recogwniaeds. They usually
spend excessive energy and time to identify wondhe reading texts.
This with no doubt leads them to breakdown thempehension. When
they obtain the skills that assist them to recogmmords rapidly and
accurately, they manage to comprehend reading {(éwthori, 2008,
p.72). According to Lekwilai (2014, p. 92) oral d&ag fluency in EFL
reading classes is determined when the readingisagkhieved at the
level of automaticity both at word and text levalgord automaticity
refers to learners' awareness of components of svfetters, sounds,
stress, etc.) and abilities to properly identifyrd® and rapidly read.
Further, text automaticity refers to learners' tépgees to read with
accurate phrasing and expression (prosody).

Therefore, fluency or automaticity skills cassiat struggling readers
to reduce the time of reading and reacting (spesd)ieve tasks with
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the meaning of a vague word from the context. Rin&inding details
may be developed among learners when they leaprdperly apply
scanning techniques through making use of wh-questords.
Step five: Rebooting vocabulary and grammar

In this step formative evaluation of the P3@ZERRD model is
applied. Formative evaluation is designed to endatie learning
process, diagnose both struggling readers anduatsts' weaknesses.
Thus this is a remedial stage in nature (Bhat &tB@19). In this step,
teachers give their learners (PA, ORF and readiognpcehension)
exercises in order to reboot their reading skilld & achieve this goal
they design four quizzes:

1. A collocation quiz

The collocation quiz is designed to test strugglingreaders'
understanding of the collocations presented in stepne and three.
Accordingly, multiple choice and gap filling itemscan be used.

2. A Grammar quiz

The grammar quiz focuses on measuring strugglilglees' academic
levels in various grammatical rules such as, verisés, subject-verb
agreement and parts of speech. Multiple choice tounmss are also
preferable in the grammar quiz.

3. APA quiz

The PA quiz is designed to measure struggling msageogression in
PA skills.
4. A ORF quiz

The ORF quiz is prepared to measure struggling emsadORF
development.

Step six: Rechecking comprehension

This step is also referred to as the implementatbmain passage.
Learners in this step should learn to make usdefcbllocations from
the story or the reading passage in step thre@applg them but in a new
context. This step helps instructors find out tbenprehension level of
their learners. Besides, instructors should hidiltgese collocations but
not through highlighting them, rather they shows# kearners to read the
collocations produced in new contexts. This wilalele them to observe
whether their learners have become fluent readacs aan comfortably
read at last or not.
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titles, visualization and anticipation guides (Wikd, Maier, Downer,
Pianta & Howes, 2013).
Step three: Choosing/creating a story

This step is the most important part of th€ PR+GIRD model. It is
the step where instructors start choosing or ergatistory or a passage.
When starting to choose or create a story, ingiracshould put into
consideration some essential questions: 1) Is tibry/s2ading passage
authentic and realistic or not? 2) Does the steagding passage meet
struggling readers' interests and attitudes? 8)dstory/reading passage
popular and trendy or old-fashioned and boring?Adg the learners
involved in choosing the story or the reading pgse8b) Is the story or
the reading passage suitable for the learners'lsievé) Does the
story/reading passage contain too much informafmm learners' to
learn? How many lines are found in the reading ma® As choosing
stories or reading materials with heavy details nayse struggling
readers feel bored, tired and exhausted of readiffien, after
determining the suitable story or reading passagéuctors should start
to highlight the collocations that have appearedtap one by putting
them in a Bold font. Besides, they should underimeekey words in the
reading material that might help struggling readeger understand the
text.

Step four: Constructing questions

In step four, instructors should determine wthay would like their
struggling readers to get and perceive from theingamaterial before
designing and formulating definite sorts of questio Although wh-
guestion words are commonly used among teachershézk and
examine their learners' understanding, these tgbeguestions do no
actually test all the required genres of comprelb@nas details and
inference. Consequently, the P3C2R+ GIRD model tsdtpe GIRD
model when formulating comprehension questions. GheD model
seeks to investigate Gist, drawing Inference, hgkikReference of stated
pronouns and nouns as well as recognizing Det&aldind the main idea
of the reading material (gist), teachers shoulh titzeir learners to apply
skimming techniques (finding repeated words- figdititles for the
passage). Further, to teach learners to draw iméeteteachers should
help learners apply prediction skills to logicafjyess what is probably
happening next. In the same context, referencesex uo develop
learners' abilities to relate and link a pronoumtgantecedent or finding
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the Bottom Up Approach that was developed in thé&0%9 the
Interactive Approach, the Interactive model by Rlrad (1977), and
Interactive Activation Model by Perfetti, Landi & aRhill (2005).
Karanjakwut (2017) has illustrated that all thesading approaches and
models have focused on definite principles as:oeraging the readers
to get information from the text and relating naviormation to their
background knowledge and teaching reading steptdyy, starting by
introducing single phonemes, words, clauses, seaesgrand then the
whole piece of discourse. However, all these appres and reading
models did not present clear effective reading dess Thus, the
P3C2R+GIRD model was designed to provide succesgiplication to
the key factors of these reading models and apbesacAccording to
Karanjakwut (2017) there are six steps in this irggachodel:
Step one: providing collocations

One major problem that negatively affects ggfing readers is
related to vocabulary acquisition and teaching wath problems.
Collocations are described as word groups thatisbo$§ two or more
words that make a meaningful association accorttirtge culture of the
target language (English) (ozcan & Kert, 2020). yT'laee important in
EFL classes as they improve fluency and speakiiig $8hin & Nation,
2008). Therefore, presenting collocations to stlinggreaders at the
beginning of reading classes, and helping themst anline or offline
PEDs (Portable Electronic Dictionaries) or papetidnaries to search
for collocations before reading, is important tdphthem read without
stopping and understand the given texts.
Step two: Creating a Prediction Question

After creating and presenting collocations,LERstructors should
formulate a prediction question to assist struggheaders to decode the
meaning of the reading texts. Prediction questioglp EFL struggling
readers construct guesses about the reading faxygee(idah, Odundo &
Kibuy, 2020). Struggling readers do need predictigmestions to
understand comprehension passages and improverparfce in reading
comprehension. Applying prediction questions irdreg classes enables
struggling readers to compare their own predictaith actual contents
of such texts (Nguyan, 2016). In this regard, ghng readers are
trained to relate prior knowledge with content cdmprehension
passages (Ganira & Odundo, 2020). Consequentlgjgbi@n questions
might be applied using various strategies thauthelthe use of pictures,
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biological reading disability and (b) learners wéi@ struggling due to
inappropriate instruction or other risk factors.cAalingly, as a response
to the importance of addressing and assisting glingyreaders, various
researchers have investigated techniques and teatbdels as well as
approaches that can develop their comprehensidis.skimong these
researchers is the study of Venegas (2018) whoirhastigated the
influence of literature circles (a balanced litgraastructional strategy)
on self-efficacies of reluctant and struggling e&din grades 4 — 6.
Swanson, Barnes, fall and Roberts (2018) haveexdamined the effect
of inference making, decoding, memory and vocalutar struggling
readers' reading comprehension skills.

In the same context, Inns, Lake, Pellegrini &advin (2019) have
applied programs to struggling readers in elemgrgahools to find out
the outcomes of diverse reading approaches on ¢h&vement on
struggling readers. Similarly, researchers havelooed that struggling
readers do need small group and one-to-one ingtrudiStevens,
Vaughn, Swanson & Scammaca, 2019), increase iresti@hgagement
and abundant opportunities for practicing readiothlat home and at
school (Dudych, 2015; Choe, Toste, Lee & Ju, 2019), in addition to
employing interactive digital books and electroreading texts involved
in unique literacy curriculum with definite strateg (Demiroz, 2018).
Simplification of reading texts has been highlyamenended to make
reading texts readable and understandable for gdingg readers.
Simplification can be achieved as indicated by AM&ason and Fajardo
(2018) through adopting theoretically- driven tapproaches emanated
from cognitive models of reading comprehension. okdngly, the
current research adopted P3C2R+GIRD and KAPS ictstnal reading
models for enhancing PA, ORF and reading compretresgills among
fifth-year primary stage struggling readers.

P3C2R+GIRD Model

The P3C2R+GIRD model is an instructional mdtet was primarily
designed by Karanjakwut (2017) to motivate learndne avoid reading
to read through developing their reading comprelbanskills. The key
factors of this instructional reading model are} ptesenting popular
reading texts in an entertaining pedagogical enwrent to make
learners eager to read, (2) learning collocatiomsrd activation and
grammar and (3) planning and conceptualizing repsirategies.

The P3C2R+GIRD model has derived from sever@hding

approaches and models called Top Down Approachood@an (1967),
ﬂ=
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instructors at EFL Egyptian classes are not welimgaed with skills and
competencies to determine struggling readers’' ctarstics to deal with
them in suitable teaching methods.

To determine struggling readers, certain dtarstics should be
revealed before, during and after reading as inedcéy Irvin, Buehl,
and Klemp (2006, p. 67). They have indicated thefote reading
struggling readers usually: resist reading tasksyehlimited prior
knowledge, inconsistently recall prior knowledget s10 purposes or
goals, and read without considering how to form mmegs. Then, during
reading, struggling readers were found to obtdimiaed attention span,
need help and guidance in reading activities askistasuffer from lack
of vocabulary, cannot apply word attack skills,kldtuency and read
word by word, repeat their mistakes in additionb®ng unable to
monitor their comprehension. Finally, in the aftezading stage,
struggling readers forget what they have read arthe information up,
search for the answers and provide verbatim regsores/oid reading
outside of the classroom, consider success a refplire luck, depend
on their instructors considering them the main amly source of
information, formulate negative attitudes towardading and ultimately
avoid reading.

Along the same lines, they usually strive éonprehend the reading
texts due to their limited background knowledgeEwiglish texts and
cannot illuminate content when they face advanastling texts. In
addition, they do not rely on clarifications of meags but they heavily
depend on words in the reading texts. One majoracheristic of
struggling readers also is that they always trgneamorize a lot of vague
or unfamiliar information in an attempt to comprete¢he texts and this
leads them to forget what and how they read. lefpstruggling readers
define the reading context as a situation of failur which they feel
helpless to do anything and they do believe thabtily way out of such
stressed reading situations is to avoid readingRh classes (Shafie &
Nayan, 2011, P. 5).

Therefore, struggling readers need a propsruation that enhances
the acquisition of the foundational skills (alphal@owledge, print
concepts, PA, phonics, decoding and ORF). Thedls ske essential for
reading development. Consequently, Solari, DentmhHaring (2017, p.
152) have emphasized the necessity of addressimy esading
difficulties in early educational stages. Howevers always difficult to
clearly differentiate between (a) learners who streggling due to a
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become automatically determined as whole wordshonks of letters.
That is why ORF focuses on the phonological deapdihunfamiliar
words as well as the recognition of familiar wordaurther, it is
operationalized in terms of two main aspects ofnlegs’ performance,
rate and accuracy, (White, Sabatini, Park, Chemdein, & Li, 2021).

For developing ORF among learners differenthbeques and
methods were applied. For instandgens, Gove and Abate (2018)
examinedthe impact of the recording function of iPods onFOR the
same context, Shimono (2018xplored the effects of repeated oral
reading and timed reading on L2 oral reading flyeamong Japanese
students. Further, Percle, Arrington, Flurkey, DammiWeill, Damico &
Nelson (2020) have shed light on the use of amunsntal case study
approach on the development of ORF. Through revigvliterature, it
has been reported by multiple studies as those\afignal Reading
Panel, 2000; Reid, 2000; Mehta, Foorman, Branum-Martin & Taylor,
2005; Chang, Taylor, Rastle, & Monaghan, 2017; Silva, Marques &
Sucena, 2020) that there is a significant relaaorong PA, ORF and
reading comprehension. It has been found out tkatnérs who
encounter difficulties with PA and ORF seem to hahle to read words
accurately and make sense of what they read. Thegonhe
impracticable to quickly recognize words, subsetjyerthe meaning
will be lost. Thereupon, in order to develop regdicomprehension
among foreign language learners including learnerth reading
difficulties (struggling readers), PA and ORF skithust be included in
EFL reading comprehension classes.

By reviewing MOE Strategic Plan for EgyptidPre-university
Education Reform 2014-2030, it was found out thard is an
accentuation on presenting quality education inomtEnce with
international standards for all learners. Howe®rniggling readers also
referred to as striving or unconfident readershatprimary stage do not
regularly receive reading instruction that can ssgheir reading habits
or meets international standards related to stiggleaders' teaching
methods and techniques. It was also highlightethéyBritish Council in
Egypt that there are serious challenges that negpatiaffect EFL
Egyptian learners in English language classesaa%, of teacher and
parental support (home-school connection), pooresgedo teacher's
guides and additional educational resources and vi@nkshops for
teachers to cope up with the serious issues (tegcl@arners with
various difficulties) and recent pedagogical trendehus, some
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'caterpillar’ is /k/); (6) identifying the last sound in a word (e.g., the last
sound of the word 'cap' is /p/); (7) identifying the sounds in a word with
CVC form (e.g., ‘mat’), CCVC (e.g., ‘spin’) and @hlonger words; and
finally (8) playing with sounds and exchanging sdsinn words. As
indicated by a Grofcikova and Macajova (2021), PA a crucial
component for reading acquisition and comprehensias; focusing on
PA tasks in reading classes is considered a stpoadjctor of reading
success and achievement. For this reason someralesesa tried to
investigate PA from various aspects as, Lu and Pal9) who have
investigated the feasibility of a dynamic assesinwnphonological
awareness by exploring its predictability of spagliperformance in
young FL fourth graders and its accurate potertbareveal young
learners’ modifiability in phonological awarene3$$e results suggested
that a dynamic measure enhanced prediction ofisgglerformance and
evaluating modifiability of phonological awarenessnong fourth
graders.

Further, Rezaei and Jeddi (2020) examineddlaionship between
some components of reading as attentional confpbipnological
awareness, and working memory and their effecteading ability. The
results indicated that there was a direct sigmfiedfect of phonological
awareness on the reading skills. Moreover, Groi@kand Macajova
(2021) have also presented theoretical pointse@leéd young learners'
rhyming in the context of phonological awareness. dddition,
Mohammed, Hassan, Al-Qayouti, Al-Hashimi, and Alikani (2021)
have also investigated the developmental trajeetoaf preschoolers’
phonological awareness. The results of the studyweld significant
effects of the grade level and gender on the dewstmt of phonological
awareness among young learners. Another main coemparh reading is
oral reading fluency (ORF).

Oral Reading Fluency (ORF)

ORF is a core component that positively affeletarners' reading
comprehension. It is defined as learners' abiliteesorally read with
appropriate accuracy (the percentage of wordsishedad accurately),
expression (appropriate intonation, rhythm, andspay that clusters
words into phrasal and larger units to expressniganing) and rate
(words correct per minute (WCPM)). It is necesdarycomprehending
connected texts, and achieving overall reading @emze (Sabatini,
Wang, & O’Reilly, 2019). There is a close relatiogtween ORF and PA
as words that learners initially pronounce throtggunding them out'
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school connections cracks and reading gaps broaegatively affecting
reading competence and comprehension (Dudych, 2053).

Reading comprehension is an essential readamgyponent that is
considered a complex cognitive process in whickleeaare required to
construct a coherent mental representation ofrtftgmation in a given
text and make sense of what they have read (Bus®rfKim, &
Kendeou, 2020). As indicated by Snow (2002, p. reRding involves
three interrelated elements: the reader, the tad,the reading task or
activity. These three elements of reading are w@thanto a broader
sociocultural context. Accordingly, to comprehendeat, the reader
should be well equipped with a group of capabditie.g., attention,
memory, and inference), motivation (e.g., attitydeading goals as well
as interests) and knowledge (e.g., linguistic amchain knowledge), all
of which are affected by the specific reading taxded and the reading
tasks readers are engaged in. In addition, theee adiner crucial
components of reading that enhance learners' mgathmprehension
level such as, phonological awareness and oraingdlliency. Hence,
comprehension cannot be separated from other gactmponents
because neglecting such components disturbs réadapabilities,
motivation and knowledge.

Phonological awareness (PA)

Although PA and phonemic awareness are fratuensed
interchangeably in the pedagogical context, theyaloexactly indicate
the same concept. PA refers to learners' abilittesnanipulate and
differentiate phonological units that are biggearthndividual phonemes
(e.g. rhyme recognition, phonemes and syllableg)jlewphonemic
awareness is mainly related to the smallest urtit® (@Ehonemes)
(Reading & Deuren, 2007). When reading instrucfmay attention to
teaching PA skills, in distinguished instructionahethods, this
significantly develops learners' reading compreluans

According to Cséfalvay & Lechta (2013) PA isgaired by young
learners in the following order: (1) word rhymingags with rhyme
perception, then gradually being aware of the flaat, certain words do
rhyme together for example, the word 'rat' rhymés the word ' mat'’;
(2) dividing words into syllables (e.g., the wovehter' consists of two
syllables /wa/ and /ter/); (3) identifying the first syllable of a word (e.g.,
the first syllable of the word 'water' is /wa/); (4) identifying the last
syllable of a word (e.g., the first syllable of twerd water' is /ter/); (5)
identifying the first sound in a word (e.g., thestisound of the word
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Instructional reading models in EFL learningvé been vastly
addressed by a range of educationalists and sehoResearchers strive
to design and develop instructional models for tgiag EFL basic
language skills such as speaking, listening, wgitamd reading. They
extend to not only the general language skills dgb to the specific
levels of the main skills as EFL reading comprelmnscreative or
critical levels. Notwithstanding, such instructibrmaodels with their
particularities offered in the field of EFL languwagompetence, are not
widely applied in EFL reading classes. Among thasstructional
models are the P3C2R+GIRD and the KAPS Models.

The first model (P3C2R+GIRD) was developedhtep learners
improve their reading comprehension skills throu@dctusing on
grammar, word activation as well as learning catans. This model
consists of six steps as indicated by Karanjak®0iL{, p. 147) which
are: (1) providing unknown collocations, (2) cragtia prediction
question, (3) choosing an authentic story, (4) tastng questions with
the GIRD model, (5) rebooting vocabulary and gramnand (6)
rechecking students' reading skills. The second emd&APS) as
illustrated by Yildirim, Cetinkaya, Ates, Kaya aRasinski (2020, p. 1),
Is developed to emphasize the interactions anccedsms between: (1)
background knowledge (K), (2) reading automatiqgiy), (3) word
recognition and prosody (P), and (4) comprehensknategy
employment (S). Consequently, in the current re$eathe two
instructional reading models were applied to find their effects on
struggling readers' phonological awareness, oratling fluency and
reading comprehension skills.

Literature Review
Reading comprehension

Reading is a fundamental process for all life atspand if reading is
not sufficiently and properly addressed it can éoyoung learners to be
struggling readers (Hairston, 2011, p.32). Chiids&art reading early in
their education. When they acquire sufficient amdppr early reading
skills in their elementary educational levels, thmcome good readers
and better learners throughout their different aocaid stages and
beyond (Van den Broek, McMaster, Kendeou, & Espi7). However,
some learners at early educational stages strugttereading because
learners read and learn at various levels. A cltdaietor that affects
learners' success in reading classes is engageYWieah engagement is
decreased in EFL classrooms, instruction becoms&sffiaient, home-
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background knowledge or past learning with new neay, (2)
difficulties in acquiring academic vocabulary thate essential for
having good command of English reading texts, €ayning difficulties
(disabilities), (4) health problems and (5) sociapersonal problems. In
addition, oral reading fluency problems at early@tional stages are
with no doubt a crucial cause of boosting readinfjicdlties and
negative attitudes towards reading among EFL ydeagers (Gibson,
2008). Likewise, lack of phonological awareness)(Bldlls among early
educational stage learners, was found to be rergridanked with
reading difficulties and achievement issues (Mdlbywag & Lervag,
2011; Landon, 2017).

Thence, for the previously mentioned reas@aching reading to
struggling readers, at early educational levels, ¢hallenging aspect as
they do not like to read. This will lead them tealreading and become
unable to recognize text organization, sentencactstre, academic
concepts and essential vocabulary. Accordingly, E#dding instructors
need to first determine struggling readers and theply reading
intervention that will help them acquire the baskdls they are missing
(Utah State Board of Education, 2017, p. 11). Twth no doubt will be
achieved through applying radical changes in temchpractice to
develop the quality of reading instruction and aoarithe reading gap.
Instructors then should increase struggling readdengagement in
reading activities, provide them with explicit ingttion, teach
phonological awareness skills, emphasize oral nggflilency skills and
activate home-school connections (Dudych, 20152.

In the meantime, EFL instructors need to Iséipggling readers learn
how to employ a variety of reading comprehensioatsgjies and models
to be able to comprehend English texts in a sinmplesy. These
comprehension strategies should highlight the itgpme of activating
background knowledge and connecting it to their néarning
knowledge. Thus, EFL instructors of struggling meadshould focus on:
(1) presenting various vocabulary acquisition stads, (2) offering a
wide range of oral reading fluency and phonologaaireness tasks and
activities, and (3) producing techniques and maliad aid their learners
to activate their background knowledge (Best, Rovw@zuru &
McNamara, 2005; Pittman & Honchell, 2014). In order to achieve these
goals, instructors should apply a variety of regditrategies, techniques
and models.
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Introduction

No one can argue against the importance of readkills for
increasing EFL learners' academic success. It iecaptive language
skill that leads learners to gain self-confidenod huild a strong and an
applicable knowledge base that can foster thelitiabito improve and
enhance their concentration, expand their knowleage vocabulary
acquisition as well as strengthen their memorynteda skills. Reading
helps learners construct memories about charactsitiations,
quotations and conflicts to serve as a major soofceput as it is
considered a practical technique and tool to expeachers' exposure to
input. Thus, when good attention is paid for dep®lg EFL reading
skills among EFL learners especially at early agdd, learners will
become more reflective, critical, open and creatwaders instead of
becoming reluctant learners with learning difficest or in other words
becoming struggling readers.

Reading is an activity based on interactieaning construction that
includes basic component skills and knowledge aligasbackground
knowledge, vocabulary, phonological awareness, nflye semantic
knowledge, structural knowledge and metacognitikdiss Acquiring
these knowledge areas and basic reading compoisdintsdamental for
EFL learners' to become skilled and competent rsadbo can develop
positive attitudes towards reading and establisfdgeading habits and
comprehension skills in EFL classes (Uslu, 202031). On the other
hand, neglecting focusing on these reading comgsnarEFL reading
classes will negatively affect the progression &l Eeaders and turn
them into learners with reading difficulties orusjgling readers who
suffer from a serious delay in reading and consettyéall far behind
their classmates in academic achievement.

Struggling readers are those learners who felallenges in
navigating and comprehending reading texts dubew timited abilities
and the negative outcomes that are found due tostlstantial gap
between the learners’ mother tongue and targetudsyey (Chang &
Millett, 2015; Suk, 2017). Such reading problems can negatively
influence EFL learners' academic performance affedeseeem (Jeffes,
2016). As indicated by Herczog and Porter (201® pwith each new
educational level or stage reading texts becomee ndlvificult, EFL
instruction becomes more demanding and struggkaglers fall further
behind their peers. It was found out that the resdeading to such

phenomenon of EFL struggling readers are: (1) gtmg to connect
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Effects P3C2R+GIRD vs. KAPS Models on Developing BHF
Reading Comprehension, Phonological Awareness and® reading
Fluency Skills among Primary Stage Struggling Reads

Abstract

This research investigated the impact of two irtstomal models
(P3C2R+GIRD vs. KAPS) on developing EFL primarygstatruggling
readers' EFL phonological awareness, oral readuenéy and reading
comprehension skills. The experimental design ViAte-posttest was
used where three groups of fifth-year EFL primatsge struggling
readers were randomly assigned as a control gnodivao experimental
groups, twenty participants each. The researchrum&nts were a
phonological awareness, an oral reading fluency amcEFL reading
comprehension tests. All participants of the reseavere administered
to the research instruments both before and dfestreatments. For nine
weeks, participants of the control group receivedutar instruction
while those in the first experimental group wereugtat using
P3C2R+GIRD model and those in the second experahgnbup were
taught using KAPS model. Using one-way analysigasfance revealed
that significant differences among the mean scofdise three groups in
the posttest of the phonological awareness testotal reading fluency
test and the EFL reading comprehension test wenadfan favour of the
two experimental groups. Therefore, it was condudéat both
P3C2R+GIRD and KAPS models had significant effect&FL primary
stage struggling readers.

Keywords: P3C2R+GRID, KAPS, phonological awareness, @adling
fluency, reading comprehension, primary stage gtiog readers



YV (V) g3Eai(1YA) sl Lgins T S0 Sdn Sulmn

el | i

Jiia (P3C2R+GIRD)wa (pmaddei (padsai 5 o Cajaill I Ganll Cana
Al b Al gl s dyedl) Al Ssall e O lee dan Je(KAPS)
Craadind My ael il 8 s il AGInY) Ala el 20 Al dgial ARIS A ety
Aali T a1 1S ) A aae il sy L el el Ealy
A S dhadlaey Sladl 4o gl LY i jaey ( AV Gudadl Caally (paie s2ali
SV Gl e S ) Jemdl) el Aladlae el Laad) Uaila
(o sY) Ay i) e sama EO ) Gl b S Ll aadi W5 285 LYY /YL Y
Cuald g ol Al Yoo e agie A geane JS el (adailiall Apll Ay )
AL )y Sl ol lad) e ) ) @ g Gk g sy $ald)
gl Coglal M5 A el ex das JB S k) o AN el laal) s A )
dc ganall S jide el e i il e seaall (S e eldl 8 el st s
AN agdll 5 el ADUA 5 Sl ol e el il Hlaay) L dalial
el 43S 4 jlay) ARl
pedll (Aysasl) A (ggall o4 ¢ KAPS: P3C2R+GRID AL cilalsl)
se) Al (g i) 2800 Aa el 20 ¢ ) Al






Effects of PSC2R+GIRD vs. KAPS Models on
Developing EFL Reading Comprehension,
Phonological Awareness and Oral Reading Fluenc
Skills among Primary Stage Struggling Readers

By
Dr. Eman Aly El-ssayed Diyyab

Lecturer of TEFL, Department of Curricula and Instr uctions,
Faculty of Education, University of Sadat City

NS




