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ABSTRACT 

The academic achievement of deaf students in English in the Kenya Certificate of Secondary 

Education (KCSE) examination has continuously been below average. In the years 2008, 

2009, 2010, 2011 and 2012 deaf students obtained mean scores of 2.53, 3.56, 2.47, 3.18 and 

2.50 respectively out of the possible mean of 12. Reading comprehension contributes to 

32.5% of the total marks in the KCSE English examination. The teaching and learning of 

this vital skill has however not been studied. The purpose of this study therefore was to 

examine the teaching and learning of English reading comprehension and the implications 

on academic achievement of deaf students in secondary schools in Kenya. Its objectives 

were to: find out how reading comprehension is taught in relation to teaching strategies, 

nature of classroom interaction, language of instruction and use of teaching and learning 

resources; determine perspectives of teachers of English on reading comprehension teaching 

strategies; find out the learning strategies used by deaf students in English reading 

comprehension; determine influence of attitude towards reading on deaf students‟ academic 

achievement; and establish influence of knowledge of English vocabulary and grammar on 

deaf students‟ academic achievement. The study adopted a conceptual framework which 

described the interaction of teaching and learning variables and academic achievement. 

Descriptive survey and correlational research designs were used. The study was carried out 

in four secondary schools for the deaf in Kenya with a target population comprising 88 form 

four deaf students and 12 teachers of English. Purposive sampling technique was used to 

select four schools while saturated sampling technique was used to select 11 teachers of 

English and 79 form four students. Research instruments included questionnaire, document 

analysis guide, observation and interview schedule. Face and content validity of the research 

instruments was verified by experts from the School of Education. Reliability of the 

instruments was established through test-retest method in a pilot study. They were accepted 

at a reliability coefficient of r =0.70 and above with α= 0.05. Quantitative data was analyzed 

using descriptive statistics and inferential statistics such as means, percentages, frequency 

counts and Pearson‟s correlation coefficient (r) respectively. Qualitative data was 

transcribed and categorized into emergent themes. The study established that questioning 

11(100.0%), silent reading 8(72.7%) and retelling 6(54.5%) were the common teaching 

strategies although not effectively used. Teacher questioning dominated classroom 

interaction 462(17.5%) while Kenyan Sign Language and English were inappropriately used 

8(72.7%). Teaching and learning resources used were textbooks 11(100.0%). Teachers had a 

positive perspective (M=3.56) towards reading comprehension teaching strategies. Deaf 

students used low level learning strategies including: observing pictures and titles 

48(60.8%); noting key words and ideas 57(72.2%); finger spelling and signing while reading 

7(63.6%); reading slowly and carefully 51(64.6%) and use of the dictionary 56(70.9%). 

Their attitude towards reading influenced academic achievement (r=0.833, p<0.05). 

Equally, knowledge of English grammar influenced their academic achievement (r=0.821, 

p<0.05). Knowledge of English vocabulary further influenced achievement in that 

71(89.9%) of the students scored zero in the vocabulary questions. Based on the findings, 

the study concluded that the teaching and learning of English reading comprehension in 

secondary schools for the deaf was ineffective. The study therefore recommends effective 

use of varied teaching strategies and explicit teaching and scaffolding of learning strategies. 

The results of this study may be used by policy makers and stakeholders in curriculum 

development on the teaching and learning of English reading comprehension. 
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CHAPTER ONE 

 

INTRODUCTION 

 

1.1          Background to the Study 

Reading comprehension refers to the active process of constructing meaning from the text 

(Vaughn & Linan-Thompson, 2004). It is considered as the essence of reading (Jennings, 

Caldwell & Lerner, 2006), the very heart and soul of reading (Reutzel & Cooter, 2004) and 

the central purpose of reading (Vaughn & Linan-Thompson, 2004). The socio-cognitive 

model of reading views reading comprehension as an interactive process between the reader, 

the text, the teacher and the classroom context. The interaction between these factors within 

the social dynamics of the classroom leads to comprehension (Rudell & Unrau, 2004). 

Relevant components involved in the reading comprehension process include fluency, 

vocabulary knowledge, background knowledge, discourse knowledge, linguistic knowledge, 

motivation, purpose, cognitive and meta-cognitive strategies, and integration of non-print 

information with text (Snow, Sweet, Alvermann, Kamil, & Stricland, 2002). 

Existing evidence indicates that the reading development level of deaf students has been low 

throughout the school years (Wauters, Van Bon & Tellings, 2006). On average, the reading 

comprehension level of deaf students is at fourth-grade upon high school graduation 

(Traxler, 2000; Gallaudet Research Institute, 2002; Singleton, Morgan, DiGello, Wiles, & 

Rivers, 2004; Luckner, Sebald, Cooney, Young, & Muir, 2006). The low level of 

comprehension has been associated with difficulties in sub-skills necessary for effective 

reading comprehension.  Consequently, they demonstrate one or several of the following 

behaviors: effortful word recognition, limited vocabulary, a lack of understanding of 

figurative language, weak topic knowledge, a slow reading rate, inadequate understanding of 



 2 

syntax, limited knowledge of different genres, a lack of awareness of text organization, a 

limited repertoire of comprehension strategies, failure to monitor comprehension, lack of 

motivation and avoidance of reading as much as possible (Kelly, 2003; Chi 2000). 

 

Explanations regarding the poor reading skills of deaf students center around two basic 

hypotheses namely a phonological coding deficit hypothesis (Padden & Hanson, 2000; 

Perfetti & Sandak, 2000) and a knowledge deficit hypothesis (Miller, 2002; Paul, 2001). 

Other proffered explanations include inadequate language skills (Berent, 2009), 

inappropriate language of instruction (Adoyo, 2001) and inadequate teaching and learning 

strategies (Kelly, 2003; Wilbur 2000). Cognitive processes such as working memory 

overload have also been pointed out (Swanson & Howell, 2001). The current study focused 

on teaching strategies; nature of classroom interaction; language of instruction; and use of 

teaching and learning resources; teachers‟ perspectives on reading comprehension teaching 

strategies; learning strategies; deaf students‟ attitude towards reading; and deaf students‟ 

knowledge of English vocabulary and grammar. 

 

Teaching strategies play a powerful role in determining how much is learnt in the classroom 

(Morrison, Bachman & Connor, 2005).As a result, the instructional methods adopted by 

teachers influence the eventual  achievement of students (Guloba, Wokadala & Bategeka, 

2010). Studies carried out in Nigeria and Ethiopia established that traditional methods which 

were teacher centered typified reading lessons in regular and deaf schools (Ludago, 2014; 

Udosen, 2011).The studies, however, did not focus on the reading comprehension teaching 

strategies used. In East Africa, Nganyi (2006), Ngo‟nga‟h (2002) and Kibui (2010) found 

that the teaching of reading comprehension in secondary schools was hindered by: 
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inadequate preparation for reading lessons by teachers; underutilization of teaching 

strategies; and lack of a specific and detailed reading curriculum. These studies were all the 

same not done in secondary schools for the deaf. In addition, secondary school teachers of 

English in Uasin Gishu County, Kenya were found to be unaware of the specific approaches 

they used in teaching reading (Manyasi & Onchera, 2013). This study, however, focused on 

teacher cognition in reading instruction and not the actual teaching of reading 

comprehension.  

 

The Kenyan Secondary Education English Curriculum for deaf students (KIE, 2004), 

recommends that teachers devise strategies that will make reading interesting. Moreover, the 

projected teaching strategies of reading according to the curriculum include silent reading, 

sign reading, summarizing, note making, group discussions, book reports, dramatization, 

role play, use of the dictionary, skimming and scanning. The implementation of the 

foregoing teaching strategies in secondary schools for the deaf in Kenya is, however, not 

known. In addition, deaf students continue to perform poorly in English hence the need for 

this study.  

 

Research suggests that teaching strategies that encourage extended interaction and active 

participation of students are critical in learning (Cazden, 2001). Easterbrooks and Baker 

(2002) noted that extended classroom interactions were crucial in the development of 

conversational skills among deaf students since they improved their social and academic 

outcomes. Studies in special education, however, indicate that teacher talk dominates 

classroom interactions. For example, Kim and Hupp (2005) observed that classes for 

elementary learners with cognitive disabilities were characterized by teachers giving 
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directions and questioning. Wood and Wood (1997) and Heineman-Gosschalk (1999) also 

established that teachers of the deaf exercised high control during classroom discourse and 

this affected students‟ performance. These studies, however, did not ascertain the nature of 

classroom interaction during reading comprehension lessons. Other studies in Kenya such as 

those by Bett (2008) and Ogutu (2012) established that teachers of English dominated 

classroom interaction in language lessons. The studies were, nonetheless, conducted in 

regular secondary schools and they focused on the teaching of English in general. In 

addition, Flanders‟ (1970) category system which does not consider the non-verbal mode of 

communication used by deaf students was used. The current study employed Craig and 

Collins (1970) category system which is specifically designed for interactions in classrooms 

for the deaf, in establishing the nature of classroom interaction during reading 

comprehension lessons, an aspect that was not examined by preceding studies. 

 

The language of instruction facilitates learning and interaction between teachers and 

students. Consequently, the low achievement of deaf students has been associated with 

deficiencies in the language of instruction (Adoyo, 2004; Irokaba, 2006).  According to 

Irokaba (2006), Simultaneous Communication (SC) was the „official method‟ of instruction 

in most African countries. This was confirmed in studies by Adoyo (2004), Ochwal (2008), 

Maina (2009) and Ludago (2014) which established that SC was commonly used in 

classrooms for the deaf. None of these studies, however, focused on language use during 

English reading comprehension lessons. Despite the widespread use of SC, its use has been 

associated with deaf students‟ limited knowledge and difficulties in reading comprehension 

(Irokaba, 2006).  Moreover, Ochwal (2008) reported that SC was characterized by 

omissions, mismatches and distortion of information. The Kenya Secondary School 
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curriculum (KIE, 2004) and Adoyo (2004) recommend the use of Kenyan Sign Language 

and English (Bilingual approach) in the education of the deaf. The application of this 

approach in the teaching of English reading comprehension has however not been 

ascertained by existing studies.  

 

The use of teaching and learning resources is an integral component in any learning context. 

Specifically, the use of visual aids has been found to be important in the education of the 

deaf (Sandra, 2005) and in improving achievement in reading comprehension (Gentry, 

Chinn & Moulton, 2005). Challenges have, however, been observed among teachers in 

identification of appropriate reading materials for deaf students (Heinen-Gosschalk, 1999). 

In East Africa, insufficient utilization of a variety of authentic material and overreliance on 

textbooks has been reported as a hindrance to the effective teaching of reading to hearing 

students (Nganyi, 2006). For example, Siima (2011) reported that real objects, chalkboards, 

pupil‟s exercise books, charts and flashcards were the instructional materials used during 

reading and writing lessons in lower primary classes for the deaf (class 1-3) in Uganda. 

Ogada (2012) further observed that the chalkboard was the most used resource in the 

teaching of English composition in primary schools for the deaf in Nyanza province, Kenya. 

Both studies by Siima (2011) and Ogada (2012) were done in primary schools for the deaf 

and did not specifically focus on reading comprehension. Besides, the instructional materials 

found to be used in both studies were appropriate for the level of learners but may not 

necessarily be sufficient in teaching reading comprehension to deaf students at secondary 

school level. The current study therefore went further to establish the teaching and learning 

resources used in secondary schools for the deaf which were not well known. 
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The instructional strategies that teachers plan for their students are determined by their 

beliefs, perspectives and decisions (Woolfolk Hoy, Hoy & Davis, 2009). According to Dada 

and Atlanta (2002) teachers‟ beliefs may not only be associated with teaching practices but 

also with characteristics exhibited by students such as special educational needs. For 

instance, Siima (2011) found out that teachers perceived deaf students as slow learners and 

this influenced their knowledge and of use of methods in teaching reading and writing. 

Similarly, Ludago (2014) observed that most of the teachers of the deaf in Ethiopia were not 

energetic and psychologically ready to teach deaf students. Additionally, a positive 

relationship between teachers‟ beliefs and their classroom practices in the teaching of 

reading comprehension has been established (Richardson, Anders, Tidwell & Lloyd, 1991; 

Chou, 2008). On the contrary, other studies such as that by Khonamri and Salimi (2010) 

found no significant correlation between teachers' beliefs on the importance of reading 

strategies and their classroom practices. Richardson et al. (1991), Chou (2008) and 

Khonamri and Salimi (2010) studies relied on teachers‟ self reports on the use of teaching 

strategies without observing their actual practices. In addition, they did not establish the 

perspectives of Kenyan teachers on reading comprehension teaching strategies.  The current 

study employed self reports and observations to compare teachers‟ perspectives and their 

actual classroom practices.  

 

Besides effective teaching strategies, the learning of English reading comprehension 

necessitates readers to be equipped with a variety of strategies to help them understand what 

is read (Snow et al., 2002). The setbacks of deaf students in reading comprehension have 

therefore been related to their learning strategies. According to Andrews and Mason (1991) 

and Strassman (1992) deaf students still experienced difficulties with lower-level skills 
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which delayed the development of  independent reading strategies such as, self-questioning, 

activation of prior knowledge, summarisation, visualisation, prediction,  inferencing,  

monitoring comprehension and the re-reading of difficult sections of a text for 

understanding. Schirmer (2003) and Strassman (1997) further ascertained that deaf students 

were less aware when they did not comprehend, lacked awareness of learning strategies and 

how to use them effectively. These studies were however carried out in countries where 

English is the first language. Moreover, the strategies used by secondary school deaf 

students in Kenya in reading comprehension have not been identified by existing studies. 

The current study therefore aimed at establishing the learning strategies used by secondary 

school deaf students in Kenya where English is a second language and its acquisition 

contravenes the linguistic interdependence theory. 

 

Knowledge of English vocabulary has been reported as one of the best predictors of reading 

achievement in both hearing and deaf students (Richek, 2005; Kyle & Harris, 2006). 

Research indicates that deaf students experience delayed vocabulary development which 

adversely affects their achievement in reading comprehension (Lederberg & Spenser, 2001; 

Musselman, 2000; Kelly, 1996). According to Johns (2009), comprehension decreased by 

50.0% when readers knew less than 90% of the words in a passage. This was particularly 

true for deaf readers (Albertini & Mayer, 2011).  In East Africa, Athiemoolam and Kibui 

(2012) observed that low proficiency in vocabulary affected secondary school hearing 

students‟ achievement in reading comprehension. Mukiri (2012) further indicated that there 

was a significant relationship between vocabulary breadth, depth and reading 

comprehension. These studies, however, did not look into deaf students‟ knowledge of 

contextual vocabulary which Van Zeeland (2012) presumed to be a sufficient condition for 
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comprehending a text.  Other studies in primary schools for the deaf in Ethiopia and Kenya 

have established that deaf students had low vocabulary knowledge in English reading and 

writing (Ludago, 2014; Ogada, 2012). Nonetheless, the studies did not examine the 

influence of knowledge of English vocabulary on secondary school deaf students‟ 

achievement in reading comprehension which the current study addressed. 

 

Knowledge of English grammar has also been found to have a fundamental role in reading 

comprehension (Nation & Snowling, 2000). Consequently, the challenges of students in 

reading comprehension have been associated with difficulties in interpreting meaning in 

sentences. This was connected to lack of familiarity with the complex sentence structures 

that occurred in written languages and rarely in oral languages (Kelly, 1996). Miller, Kargin 

Guldenoglu, Rathmann, Kubus, Hauser and Superegon (2012) reported that inaccurate 

syntactic knowledge exerted a direct and adverse effect on deaf students‟ reading 

comprehension. Ogada (2012) further established that deaf students had a very low 

competence level in sentence construction when writing compositions. Similarly, Ludago 

(2014) reported that knowledge of English structure was one of the major problems that 

influenced deaf students‟ overall understanding of a text. Although Ludago (2014) and 

Ogada (2012) established that primary school deaf students had difficulties in English 

grammar, the influence of this aspect on achievement in reading comprehension of 

secondary school deaf students was not ascertained hence the need for this study. 

 

The final success of the teaching and learning process is strongly affected by the reader‟s 

attitude (Richeck, List & Lerner, 1989). According to Lipson and Wixson (2003) the 

student‟s attitude towards reading is an essential factor that may affect reading performance. 
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Kırmızı (2011) further asserted that reading attitude was a significant predictor of the 

reading comprehension strategies employed by students. Studies by Polychroni, Koukoura, 

and Anagnostou (2006) and Lazarus and Callahen (2000) established that students 

diagnosed with reading disability had negative attitudes towards reading. This was evident 

in a study by Monreal and Hernandez (2005) in which Spanish deaf students had an 

indifferent attitude towards reading at the end of primary school. The study, however, was 

done in schools where reading was done in Spanish and not English. Similarly, Morgan, 

Fuchs, Compton, Cordray and Fuchs (2008) established that first grade children who 

experienced consistent failure in reading had a negative attitude towards reading. This study, 

nonetheless, did not involve deaf students. The findings of the preceding studies suggest that 

the challenges of deaf students in reading have an implication on attitude and achievement. 

There was need therefore to find out the attitude of Kenyan secondary school deaf students 

towards reading and its implication on achievement in English reading comprehension 

which was  not known. 

 

According to the English syllabus objectives, by the end of form four, a deaf student is 

expected to: read and understand a range of text; enjoy reading literary and non-literary 

material; demonstrate awareness of contemporary issues and acquire a long-life interest in 

reading. In addition, the student should be able to apply reading comprehension skills such 

as recall, analysis, synthesis, summarizing and note making (KIE, 2004). Deaf students in 

Kenya, however, still complete school when they can barely read. Existing reports have 

pointed to inappropriate language of instruction as the key issue (Adoyo, 2001). Other 

studies such as Maina, Oracha and Indoshi (2011) which provided an insight for this study 
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indicated that deficiency in English language was a major factor that influenced 

performance of deaf students in mathematics.  

 

English language plays a vital role in the Kenyan education system since it is the official 

language and the medium of instruction in schools (Republic of Kenya, 1988). An integrated 

approach is adopted in the teaching of English where four skills are taught namely listening, 

speaking, reading and writing. The KCSE examination results, however, indicate that the 

performance of deaf students in English continues to be below average (Kenya National 

Examination Council (KNEC), 2008, 2009, 2010, 2011 and 2012). This is evident in Table 1 

which shows the mean scores in English for A, B, C and D secondary schools for the deaf in 

Kenya for the years 2008, 2009, 2010, 2011 and 2012. 

 

Table 1: Kenyan Secondary Schools for the deaf K.C.S.E. English Examination Mean 

Scores for the Years 2008, 2009, 2010, 2011 and 2012 

SCHOOL YEARLY MEAN SCORES 

 2008 2009 2010 2011 2012 

A 1.96 4.00 2.80 3.21 3.37 

B 3.20 2.90 2.01 2.33 2.14 

C 2.42 3.77 3.05 - 2.50 

D - - 2.00 4.00 2.00 

AVERAGE 2.53 3.56 2.47 3.18 2.50 

Source: KNEC (2008, 2009, 2010, 2011, 2012) 

 

NB:  School D had not registered KCSE candidates before the year 2010 

 School C‟s results were cancelled in the year 2011 
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The KCSE English examination consists of three papers. Paper one, which is marked out of 

60, tests functional skills. Paper two which is marked out of 80 tests comprehension, literary 

appreciation and grammar. Paper three which is marked out of 60 tests creative composition 

and essays based on set texts. Much of reading comprehension is found in the first three 

questions of paper two which add to 65 marks. The questions involve reading and answering 

comprehension questions from a passage, an excerpt from a text, poem or a story. In relation 

to the total marks from the three papers, reading comprehension therefore accounts for 

32.5% of the total marks in the KCSE English examination. This is a significant percentage 

that is likely to influence deaf students „academic achievement in English.   

 

Besides reading comprehension being an important skill in English, it is also a service skill 

in other subjects written in English. There is no doubt therefore, that reading comprehension 

has an influence on the overall academic achievement of deaf students. Research on the 

teaching and learning of English reading comprehension among deaf students in Kenya 

however remains minimal. It was for this reason that this study set to examine the teaching 

and learning of English reading comprehension and its implications on the academic 

achievement of deaf students in secondary schools in Kenya. 

 

1.2 Statement of the Problem 

The performance of deaf students in KCSE English examination continues to be below 

average as illustrated in Table 1. In the years 2008, 2009, 2010, 2011 and 2012, deaf 

students registered mean scores of 2.53, 3.56, 2.47, 3.18 and 2.50 respectively out of the 

possible mean of 12. Reading comprehension accounts for 32.5% of the total marks in 

English KCSE examination. This is a significant percentage that is likely to have a negative 
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influence on deaf students‟ academic achievement in English. It might also affect their 

overall performance given that reading comprehension is a service skill that facilitates 

understanding of all subjects written in English.  

 

Research in the teaching and learning of English reading comprehension in secondary 

schools for the deaf in Kenya has been given minimal attention. Specifically, it is not known 

how reading comprehension is taught in these schools despite the below average 

achievement in English and the curriculum highlighting the teaching strategies to be used. In 

addition, no study has been done to establish the perceptions of teachers on reading 

comprehension teaching strategies which would help in improving their classroom practices. 

 

Studies related to the reading strategies of deaf students have been done in primary schools 

but little is known about the reading comprehension strategies of secondary school deaf 

students in Kenya. Similarly, factors such as deaf students‟ attitude towards reading, and 

knowledge of English vocabulary and grammar have been reported to influence achievement 

in reading comprehension. However, the attitude of Kenyan deaf students towards reading is 

not known. Moreover, contextual vocabulary knowledge which determines deaf students‟ 

comprehension of a particular passage has not been the focus in previous studies. It has 

further been reported that deaf students in Kenya have low competence levels in English 

grammar but the influence of this on academic achievement in reading comprehension has 

not been ascertained. 

 

The emergence and extensive use of modern technologies in dissemination of information 

demands a wide range of skills and competencies in reading comprehension if deaf students 

are to productively function in the society. Similarly, teachers need to prepare the students to 
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engage effectively and creatively with print and electronic information. This study therefore 

set to examine the teaching and learning of English reading comprehension and its 

implications on academic achievement of deaf students in secondary schools in Kenya. 

 

1.3 Purpose of the Study 

The purpose of this study was to examine the teaching and learning of English reading 

comprehension and its implications on deaf students‟ achievement in secondary schools in 

Kenya.  

 

1.3.1 Objectives of the Study 

The objectives of the study were to:- 

i. Find out how English reading comprehension is taught in secondary schools for the 

deaf  and the implications on academic achievement, in relation to: 

-Teaching strategies 

-Nature of classroom interaction,  

-Language of instruction  

-The use of teaching and learning resources 

ii. Determine the perspectives of teachers of English on reading comprehension 

teaching strategies and the implications on academic achievement. 

iii. Find out the learning strategies used by deaf students in English reading 

comprehension and the implications on academic achievement.  

iv. Determine the influence of deaf students‟ attitude towards reading on academic 

achievement in English reading comprehension 
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v. Establish the influence of deaf students‟ knowledge of English vocabulary and 

grammar on academic achievement in English reading comprehension. 

 

1.4  Research Questions  

The study was guided by the following research questions:- 

i. How is English reading comprehension taught in secondary schools for the deaf in 

and what are the implications on students‟ academic achievement? In relation to:  

-Teaching strategies 

-Nature of classroom interaction,  

-Language of instruction  

-The use of teaching and learning resources 

ii. What implications do perspectives of teachers on English reading comprehension 

teaching strategies have on deaf students‟ academic achievement? 

iii. What implications do learning strategies used by deaf students in English reading 

comprehension have on their academic achievement? 

iv. How does attitude towards reading influence deaf students‟ academic achievement in 

English reading comprehension? 

v. How does the knowledge of English vocabulary and grammar influence deaf 

students‟ academic achievement in English reading comprehension? 

 

1.5 Assumptions of the Study 

The study was based on the following assumptions: 

i. Reading comprehension is taught in all secondary schools for the deaf in Kenya. 

ii. All teachers are trained to teach English to deaf students. 
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iii. The English county mock examinations were an accurate measure of deaf students‟ 

academic achievement in reading comprehension. 

 

1.6 Scope of the Study 

This study focused on examining the teaching and learning of English reading 

comprehension and its implications on deaf students‟ academic achievement in secondary 

schools in Kenya. The study was carried out in four secondary schools for the deaf that had 

done KCSE and county mock English examinations. The variables considered in this study 

included teaching methods, classroom interaction, language of instruction, use of resources, 

teachers‟ perspectives, learning strategies, students‟ attitude, knowledge of English 

vocabulary and knowledge of English grammar. 

 

1.7 Limitations of the Study 

The limitations of the study were: 

i. The use of questionnaires may have resulted to ceiling-floor effect. This was 

minimized by use of interviews and observations which provided more evidence on 

the actual behavior of students and teachers. 

ii. The use of video recording may have influenced the natural classroom interaction. 

This was counteracted by preparing the students and teachers beforehand about the 

use of video recording and its purpose.  

 

1.8 Significance of the Study 

The outcome of this study may be useful in strengthening the status of reading 

comprehension for academic excellence among deaf students. The Teacher Training 

Colleges may find guidance on teaching methodology for teachers of English of the deaf. 
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Similarly, the KNEC may find relevant factors to consider in setting English examinations 

for deaf students. For KIE, English curriculum reform points may be provided. Lastly, a 

basis for future research in related areas may be provided. 
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1.9   Conceptual Framework 

 

 

 

 

 

 

 

  

 

  

  

 

 

  

 

 

 

  

 

 

 

 

 

 

 

 

Figure 1: A Conceptual Framework showing the Interaction of Selected Teaching and 

Learning Variables that have Implications on Deaf Students’ Achievement in English 
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Figure 1 illustrates a conceptual framework that outlines the interaction of selected teaching 

and learning variables that have implications on deaf students‟ achievement in English 

reading comprehension. From Figure 1, achievement in English reading comprehension is 

viewed as an interactive process that involves deaf students‟ learning strategies, teaching 

strategies, teaching and learning resources, language of instruction, students‟ attitude and 

teachers‟ perspectives in the classroom context. 

 

Language facilitates the interaction between the student, the teacher and the text during the 

teaching and learning of reading comprehension. When the teacher and the students are 

proficient in Kenyan Sign Language and English, a successful interaction occurs in the 

classroom which promotes comprehension. Proficiency in English implies that deaf students 

have to know the English vocabulary and grammar in order to understand a text. On the 

other hand, the teacher needs to recognize the roles that the two languages play in 

instruction for comprehension purposes. Effective use of either language in the classroom is 

influenced by the teachers‟ perceptions and students‟ attitude towards the language which 

has an implication on achievement. 

 

A deaf student approaches the task of reading with a set of skills, knowledge and abilities. If 

the student is acquainted with appropriate strategies for the type of text and knows how to 

apply them, reading comprehension is achieved. However, if the student lacks the essential 

skills, knowledge and strategies, reading comprehension becomes a daunting task. This 

influences his engagement with the text, general attitude towards reading and overall 

achievement in reading comprehension. 
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Consequently, a teacher of English has the responsibility of nurturing the unique variables 

that a deaf student brings to the task of reading. This entails planning and providing the 

kinds of tasks, materials and teaching strategies that will facilitate reading comprehension.  

The teacher‟s perception on deaf students, use of teaching strategies and resources and 

language of instruction influences the overall outcome of the learning process. A teacher 

who possesses positive perceptions is therefore enthusiastic in preparation and presentation 

of lessons. The teacher is also likely to hold higher expectations of his students and use 

suitable teaching strategies that promote positive reading attitudes among the students and 

high achievement in reading comprehension.   

 

Effective teaching and learning of reading comprehension is achieved when there is access 

to, and use of various types of reading resources such as textbooks, newspapers magazines, 

storybooks, novels and visual aids. This encourages various purposes and forms of reading. 

It also determines the choice and use of various teaching and learning strategies. 

Resourceful environments contribute to greater reading frequency, positive attitude towards 

reading and the development of reading comprehension abilities among deaf students. 
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1.10  Operational Definition of Terms 

Academic Achievement:  A student‟s total score in English reading comprehension. 

Attitude:  Feeling of a student about reading and the type of reaction 

they have towards reading. 

Classroom interaction:  The communication events that occur between the teacher and 

the student during the teaching and learning process. 

Deaf: A student with profound hearing loss who uses sign language 

to communicate 

First Language (L1):  The language one acquires first, knows best and uses most of 

the time such as Kenyan Sign Language 

Learning strategies:  The activities students engage in when trying to comprehend 

what they read.   

Perspectives:  Views, opinions and beliefs held by teachers of English 

regarding reading comprehension teaching strategies. 

Reading comprehension:  The process of constructing meaning through the interaction of 

the reader, the text and the teacher in a classroom context. 

Second Language (L2):  The second or additional language learnt in a formal setting 

such as English. 

Teaching Strategies: The teaching methods used in English reading comprehension. 
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CHAPTER TWO 

LITERATURE REVIEW 

 

2.1 Teaching of English Reading Comprehension  

2.1.1 Teaching Strategies 

Teaching strategies refer to organized techniques intended to achieve a discrete learner 

outcome (Slavin, 2000). Effective teaching demands for the implementation of many 

strategies and skills to accommodate the needs and learning styles for each individual 

student in the classroom (Archer, 2004). Most of the strategies that have been found to be 

effective to hearing students can be modified to meet the needs of deaf students in the best 

way (Gilbert, 2011). According to Raphael et al. (2004) cited in Closs (nd) three principles 

are paramount in reading comprehension instruction.  First, it is imperative that 

comprehension instruction be explicit. Second, the strategies should be modeled by skillful 

readers including teachers and peers. Lastly, the strategies must be scaffolded by teachers 

until the students are able to use the strategies successfully and independently while reading. 

 

Three phases have been identified in English reading comprehension lessons. They include, 

pre- reading, during reading and post reading. The pre-reading stage is a preparation phase 

that involves vocabulary teaching; the use of students‟ background knowledge on the topic; 

questioning; surveying the text by looking at the title, author, topic sentences and main idea; 

prediction; and use of instructional aids to set a context. During reading is the active stage of 

constructing meaning from the text. This involves silent reading, guided reading, 

demonstrations, explanations, definitions and clarifications. Finally, post reading is the final 

stage where teachers and students engage in activities such as discussion, summary, 
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retelling, appreciation, evaluation and word work (Gathumbi & Masembe, 2005; Pinnell, 

2002; Readence, Moore & Rickelman, 2004; McCormick, 2007; McIntyre, 2007).  

 

Extensive research and recommendations have been made on effective reading 

comprehension teaching strategies. For instance, the National Reading Panel‟s synthesis of 

comprehension research studies in America (NRP, 2000) indicated that explicit instruction 

of reading strategies, cooperative learning, use of graphic and semantic organizers, 

questioning, teaching of story structure and summary were effective strategies of teaching 

reading comprehension. 

 

Luckner and Handley (2008) also reviewed 52 research publications in journals readily 

available in the US between 1963 and 2003 on reading comprehension of deaf and hard of 

hearing students. They included studies at all levels of evidence, experimental or 

randomised clinical trials, case study or qualitative, correlational or descriptive, and single 

subject. The strategies that were reported to be effective included:  Explicit instruction in 

strategies for comprehension; teaching narrative structure or story grammar; using modified 

Directed-Reading Thinking activities (DRTAs- reading for specific purposes, guided 

questions, guided reading, dramatization, discussion); using approaches that activate and 

build background information before reading; using reading materials that are high-interest, 

well-written and have not been simplified grammatically or in vocabulary choice; providing 

specific activities to build vocabulary knowledge; using connected text instead of sentences 

in isolation to provide instruction in syntax or grammar; encouraging the use of mental 

imagery while reading; and teaching students to look for key words to assist in text 

comprehension. Although this report was comprehensive given the number of studies 
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reviewed, it was restricted to studies done in the US. The reading comprehension teaching 

strategies used in Kenya particularly in secondary schools for the deaf were yet to be 

determined.  

 

A research by Al-Hilawani (2003) in United Arab Emirates on clinical examination of three 

methods of teaching reading comprehension to deaf and hard-of-hearing students further 

established that the key word strategy and modified reciprocal teaching techniques were 

more effective in enhancing deaf students‟ overall performance in reading comprehension. 

Modified reciprocal teaching involved combining four instructional strategies including 

predicting, summarizing, questioning, and clarifying to enhance students‟ comprehension of 

text. The key word strategy on the other hand combined comprehension with memorization 

skills. While this study proposed effective methods that could be used with deaf students, 

the results were based on only thirty grade three deaf students and six teachers. The 

generalizability of the results to secondary school deaf students in Kenya may not therefore 

be conclusive hence the need for this study. 

 

According to Heineman-Gosschalk (1999) teachers who were deaf were highly effective in 

constructing meaning from text as they read with deaf students. They communicated, read 

and adopted strategies which were high in semantic contingency and low in control. Such 

strategies had earlier on been identified by Schelper (1995) and they included: Keeping  

Sign Language and English visible; avoiding textual limitation; connecting ideas in the 

stories to the real world; having equal partnership; adjusting sign placement and style to fit 

the story; use of effective strategies to maintain attention; use of role play to extend 

concepts; use of eye gaze to elicit participation; providing positive environment; having high 
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expectation in the abilities of deaf students; and promoting deaf readers as role models.  

Teachers of English in secondary schools for the deaf in Kenya would therefore be expected 

to emulate similar strategies in teaching English reading comprehension since teachers who 

are deaf have proved the effectiveness of the strategies. 

 

In the same way, deaf students have reported the teaching strategies they preferred in 

reading comprehension.  For example, in a study on understanding the motivation of deaf 

adolescent Latino struggling readers Herzig (2009) found that deaf students reported 

understanding a text better when the teachers discussed new vocabulary before reading  and 

guided them on the reading by reading aloud. The study, nonetheless, involved four deaf 

students in elementary school and employed interviews only. Moreover, its focus was not on 

the teaching of reading comprehension and the findings were not based on secondary school 

deaf students whose experience in reading is likely to be different. 

 

In a study on the state of reading instruction in Secondary Schools in Akwa Ibom State, 

Nigeria, Udosen (2011) observed that most reading lessons did not reflect the current 

understanding of reading as an interactive process. Traditional methods that were teacher 

centered such as characterized the three phases of reading. For example when using the 

questioning method, none of the teachers tried questions outside those set in the text. The 

implications of this study were however geared towards sustainable development and not 

academic achievement.  Similarly, in Uganda, Siima (2011) established that questioning, 

lecture and demonstration were the commonly used strategies in teaching reading and 

writing skills to lower primary school deaf students. Ludago (2014) further found that 

reading lessons in special and integrated primary schools for the deaf in Addis Ababa, 
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Ethiopia were typified by traditional methods particularly the lecture method. The studies by 

Siima (2011) and Ludago (2014) shed more light on the strategies used to teach reading to 

deaf students in Africa. Nonetheless, they were done in primary school for the deaf and did 

not explore the reading comprehension teaching strategies used in secondary schools for the 

deaf. In Kenya, Ogada, Oracha, Matu and Kochung (2012) established that repetition, 

demonstration, guided writing, discussion and signing stories were the strategies used in 

teaching English composition in primary schools for the deaf in Nyanza province, Kenya. 

Although this study was done in Kenya, it focused   on composition writing and not reading 

comprehension which the current study addressed. 

 

According to Kenya Deaf Resource Centre (K.D.R.C, 2009) there is no single method or 

single combination of methods that can successfully teach all students to read. As a result, 

teachers need to have a wide knowledge of appropriate methods for teaching their students. 

Nonetheless, teaching strategies such as shared reading, guided reading, independent and 

peer reading could be used with students who are deaf. 

 

The teaching of English in secondary schools for the deaf in Kenya adopts an integrated 

approach where the four language skills, that is, listening, speaking, reading and writing are 

taught in a concurrent manner. Consequently, the curriculum does not explicitly stipulate the 

teaching strategies of reading comprehension for deaf students. However, it indirectly 

implies strategies such as silent reading, sign reading, skimming and scanning, teaching of 

story grammar, summarising, note making, group discussions, book reports, dramatization, 

role play and the use of the dictionary in the teaching of reading. The need to make reading 

interesting and fulfilling and the effective planning of pre-reading activities have also been 

emphasized (KIE, 2004). The implementation of the recommended strategies in teaching 
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reading comprehension in secondary schools for the deaf is, however, not known hence the 

need for this study. 

 

Based on the findings and recommendations of previous studies, the current study focused 

on the use of 16 teaching strategies of reading comprehension which are discussed in 

subsequent sections.  

 

2.1.1.1   Activation of Students’ Prior Knowledge 

 

Prior knowledge refers to what students already know about a topic (Marzano, 2004). 

Activation of prior knowledge therefore means stimulating students‟ minds so that they can 

recognize existing knowledge about the text. According to Miller (2002) prior knowledge is 

an important factor for creating meaning, and teachers should help students to activate it 

before reading so that information connected to concepts or topics in the text become more 

easily accessible during reading. Strategies that effectively activate prior knowledge include 

brain storming, predicting, pre-reading, picture walks, questioning and topic talking 

(Brooks, 1997, cited in Closs (nd). Often, deaf students do not have the same depth or 

breadth of knowledge about topics as their hearing peers. Consequently, teachers need to 

spend time activating and expanding students' background knowledge prior to reading 

(Schirmer, 2000). 

 

2.1.1.2  Teaching of Vocabulary  

 

Teaching vocabulary refers to direct instruction of selected words necessary for meaning 

making in a text. It helps to learn high frequency words that appear in texts, as well as 

difficult words that represent complex concepts that are not part of their everyday 

experiences (Armbruster, Lehr & Osborn, 2003). When students do not understand most of 

file:///G:\research%20on%20comprehension%20strategies.htm%23b65
http://muse.jhu.edu/journals/american_annals_of_the_deaf/v155/155.1.luckner.html#b4
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the words used in a text, they spend too much mental energy figuring out the unknown 

words. This compromises the comprehension of the text as a whole. According to Herzig 

(2009) deaf students preferred the teaching of vocabulary to be done before reading. 

Teachers therefore need to teach vocabulary items prior to reading texts. The vocabulary 

items selected for teaching should be relevant in the meaning making process and not just 

the word lists supplied in textbooks. Apart from explicit teaching of vocabulary items, 

teachers can develop students‟ skills in the use of context clues, word parts and dictionaries 

(Blachowicz & Fisher, 2000; Pardo, 2004). 

 

2.1.1.3  Teaching of Story Grammar and Text Structure   

 

Teaching of story grammar refers to guiding learners in identifying the setting, main 

characters, problem, attempts to solve the problem, and the resolution in a text (Luckner & 

Handley, 2008).Teaching of text structure on the other hand involves helping learners 

understand how a written text is organized by recognizing relationships across sentences and 

larger units of a text (Gersten, Fuchs, Williams & Baker, 2001). Discussion of story 

grammar helps deaf students understand the components of a text (Luckner & Handley, 

2008). In contrast, awareness of text structure enables readers to identify, summarize, and 

recall main ideas and supporting information (Kame‟enui, Carnine, Dixon, Simmons, & 

Coyne, 2002; Meyer, Talbot, Poon & Johnson, 2001). 

 

2.1.1.4  Discussion 

 

Discussion is a strategy in which the teacher and the learners or the learners alone engage in 

the exchange of ideas and opinions on a topic in order to come up with the best opinion 

(Gichuba, Opatsa & Nguchu, 2010). Effective teachers of reading comprehension use 
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classroom discussion to help readers work together in deriving meaning from the texts 

(Langer, 2001). Apart from promoting greater active participation of students, discussions 

increase students‟ literal and inferential understanding of texts (Murphy, Wilkinson, Soter, 

Hennessey & Alexander, 2009). Effective discussion involves a good understanding of, and 

critical thinking about the text.  This entails listening and linking to others‟ ideas, providing 

evidence from the text to support one‟s thinking and regular student participation. 

 

2.1.1.5  Repeated reading 

This is a strategy that requires a student to read the same text repeatedly until a desired goal 

or criterion is met (Ruskey, 2011). Repeated reading practice has been found to increase the 

reading rate, accuracy and comprehension of students with and without disabilities in 

elementary and secondary schools (Therrien, 2004). Specifically, the strategy has been 

found to increase the reading fluency of deaf students (Schirmer, Therrien, Schaffer & 

Schirmer, 2009). Effective use of repeated reading for fluency and comprehension purposes 

involves reading aloud to an adult, provision of immediate and direct feedback on word 

errors and persistence in reading until a performance criterion is reached (Therrien, 2004). 

 

2.1.1.6  Dramatisation 

Dramatisation is a strategy in which teachers have students prepare skits based on a text.  

This strategy is a text response activity that uses sensational action, exuberant emotions, and 

somewhat stereotyped characterization to present a message (Gripe, 2006). It provides 

students the chance to use all skills in decoding meaning, understanding the feelings of 

others, expanding vocabulary, making appropriate use of syntax, analyzing discourse, 

generating feedback within context, and building metacognitive knowledge (McMaster, 
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1998; Urian, 2000). Incorporating drama to instruction not only increases the level of joy in 

the classroom but also increases story comprehension (Szecsi, 2008). 

 

2.1.1.7  Peer tutoring 

 

Peer tutoring is the acquisition of knowledge and skills through active help and support 

among status equals or matched companions. It involves people from similar social 

groupings who are not professional teachers helping one another to learn. It may also consist 

of students at the same learning level or learners of varying learning levels working together. 

Peer tutoring experiences enhance communication skills such as questioning, listening, 

explaining, summarizing, speculating, and hypothesizing. It is also an effective way of 

increasing students‟ self-esteem and it enhances retention of more information (Topping, 

2005; Greenwood & Hou, 2001; Miller, Topping, & Thurston, 2010). Peer tutoring gives 

teachers the opportunity to maximize their instructional influence on the classroom as well 

as to provide individualized instruction (Kourea, Cartledge & Musti-Rao, 2007). 

 

2.1.1.8  Group reading 

 

Group reading refers to a strategy in which the teacher puts several students together for a 

reading activity. With the support of the teacher, students‟ model for each other correct 

responses, provide ongoing feedback and monitor each other's progress.  This strategy not 

only increases the academic time during which students are actively engaged, but also 

improves students' interactions.  This strategy is therefore beneficial to struggling students as 

well as English as a second language students since these two groups have difficulties 

learning in whole-class situations where they are often reluctant to participate (Klingner & 

Vaughn, 1999; Vaughn, Klingner & Bryant, 2001). 
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2.1.1.9  Retelling 

 

Retelling is a strategy that involves re-stating a story or important elements of a passage that 

were heard or read. It is one of the most popular ways of assessing reading comprehension 

(Nilsson, 2008) and has been found to increase students‟ comprehension (Schisler, Joseph, 

Konrad & Alber-Morgan, 2010). Whether it is done verbally or in writing, retelling a text 

enhances a students‟ ability to recall information, organize it in a meaningful way and draw 

conclusions about the relationships between ideas (Klingner, 2004). Effective use of 

retelling with deaf students necessitates modeling and positive corrective feedback with 

encouragement and praise (Andrews, 1988). 

2.1.1.10 Summarisation 

Summarisation refers to identifying the main idea in a paragraph or composing a concise 

statement of the central concepts from a longer passage, either orally or in writing. It helps 

students to identify, paraphrase, integrate and organize the most important information, 

themes, and ideas that appear in the text into a clear and concise statement. Summarisation is 

the driving force that brings a context for comprehending the specific purpose of a text into 

existence (Doolittle, Hicks, Triplett, Nichols & Young, 2006).  Instruction and practice in 

summarisation not only improve students‟ ability to summarise text, but also their overall 

comprehension of the text content (Duke & Pearson, 2002). 

2.1.1.11 Skimming and Scanning 

Skimming is the process of rapid coverage of the text to determine its gist or main idea 

(Brown, 2004). The purpose of skimming is to get a general sense of a text and not specific 

details. It is a high speed reading that can save time and help the readers get through lots of 

http://www.ncbi.nlm.nih.gov/pmc/articles/PMC3485692/#R50
http://www.ncbi.nlm.nih.gov/pmc/articles/PMC3485692/#R36
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materials quickly (Mikulecky & Jeffries, 2004). Brown (2004) claims that skimming is a  

prediction strategy used to give  the reader a sense of the topic, purpose,  organization of the 

text,  perspective of the writer, its ease or difficulty and its usefulness to the reader. Effective 

skimming involves asking students to locate facts that are expressed in sentences rather than 

in single words; saying briefly what the text is about; or giving specific questions that can be 

answered by glancing quickly through the text.  Scanning, on the other hand, entails 

searching quickly for some pieces of information in a text. The purpose of scanning is to 

extract specific information without reading through the whole text (Brown, 2001).  

 

2.1.1.12 Questioning 

 

According to Cotton (1989) questions in classroom settings are instructional cues or stimuli 

that convey the content elements to be learned by students. Teachers ask questions during  

reading to develop concepts, build background, clarify reasoning processes, enhance critical 

thinking skills, foster retention and assess understanding (Gunning, 2003; Kintsch, 2005). 

Two types of questions may be employed by teachers, that is, lower cognitive questions 

(display questions) and higher cognitive questions (referential questions). Whereas lower 

cognitive questions ask the student to merely recall previously read or taught information 

verbatim, higher cognitive questions, on the other hand, require the student to mentally 

manipulate bits of information previously learned; create an answer; or support an answer 

with logical evidence. Effective questioning involves combining both higher and lower 

cognitive questions rather than using only one level (Cotton, 1989; McNeil, 2010). 
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2.1.1.13 Use of visual aids  
 

Visual aids refer to any graphic displays that depict all or some of the accompanying text‟s 

content.  Examples of visual aids include pictures, photos, maps, diagrams, charts, 

animations, and cartoons. The use of visual aids assists students in catching the gist of a text 

(Pan & Pan, 2009). It also provides readers with an extra source of information when 

reading. Through matching visual content with linguistic input and background knowledge, 

students are able to comprehend a text (Hibbing & Rankin-Erickson, 2003). More 

importantly, the use of visuals motivates and creates interest in students to read a text 

(Gibbs, 2001). Deaf students‟ dependence on the visual modality calls for the use of visual 

aids in teaching as much as possible (Marschark, Lang, & Albertini, 2002). 

 

2.1.1.14 Demonstration  

 

Demonstration is a strategy that focuses on showing rather than telling students what to do 

during the reading process.  The teacher provides a form of modeling and guided practice on 

the strategies of reading comprehension. This involves showing students when to use 

strategies, what strategies to use, and how to apply them (Luckner& Handley 2008). The 

students therefore learn how to think about their reading process while learning from their 

reading as well (Lapp, Fisher & Grant, 2008). 

 

2.1.1.15 Silent Reading  

Reading silently means reading without labial movements or the vibration of vocal cords. 

This method implies that graphic forms are perceived visually and then transformed into 

meanings and ideas without passing through the vocal stage. Silent reading is usually seen as 

natural reading behavior and has been associated with the idea of reading for comprehension 
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(Alshumaimeri, 2011). Silent reading offers students with opportunities to read texts at their 

own speed. More so, silent reading builds students‟ confidence in their abilities to work 

through and understand a text independently (Hopkins, 1997). For silent reading to be an 

effective classroom technique intended to develop reading skills and fluency, it should be 

done in combination with other types of reading instruction, such as guided oral reading 

(Hiebert & Reutzel, 2010).  

 

2.1.1.16 Reading Aloud 

 

According to Harvey and Goudvis (2007), read-aloud is a teacher or student led activity that 

allows students to listen, talk and think about the text being read. For deaf students, read- 

aloud involves signing and reading at the same time. Read-aloud has been found to be an 

effective method to get students‟ attention, build motivation for the subject, and relate 

concepts to real life. It also provides students with a model of fluent reading and the 

opportunity to gain exposure to new vocabulary and knowledge (Braun, 2010). However, 

reading aloud has been regarded as a time consuming, unnatural, slow, and boring activity 

for those who have to listen to a classmate rather than read the text themselves (Dwyer, 

1983; Gardner, 1986 cited in Kuzborska, 2011). Moreover, it provides only a superficial 

impression of the text for the reader who is reading aloud. This is because, when a reader 

concentrates on pronunciation or expression, the mind lacks the capacity to process the 

meaning (Nuttall, 2005).  

 

2.1.2  Nature of Classroom Interaction  

Vygotsky‟s sociocultural theory of learning points out that in the first place, human 

cognition occurs on a social level in interaction with other human beings and thereafter 
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inside the individual (Vygotsky, 1978). Learning is therefore a social, interactive enterprise 

in which the teacher and the learner co-construct meaning interdependently. This  process 

joint meaning making is mediated through language during classroom conversations (Mayer, 

Akamatsu & Stewart,2002).The teaching and learning of reading comprehension can 

therefore be regarded as a collaborative process where the teacher and students co-construct 

meaning from the text as opined by Palincsar (2003). 

 

An ideal classroom interaction model is learner- centered where students take a participative 

role and teachers become facilitators. This allows students to exercise their language skills, 

ask questions, define problems and lead conversations (Eken, 2000; Ahmad & Aziz, 2009; 

Chika, 2012).Conversely, teacher-centered interaction is associated with: display questions; 

inadequate stimulation of students‟ innovative capacities and intellectual thinking; 

memorization; cramming of facts; poor knowledge retention; and high dependency on 

teachers (Zhou & Zhou, 2002; Adeyemi, 2008; McDowell, 2001; Tanner, 2009; Tella, 

Indoshi & Othuon, 2010) 

 

In order to be proficient and productive students, English language learners including the 

deaf need many opportunities to interact in social and academic situations (Cazden, 2001; 

Stipek, 2002). Consequently, effective classroom interaction involves teachers giving 

students opportunities and encouragement to question, express their views, and comment on 

issues or ideas that arise during the lessons. It also entails engaging students in discussions 

in order to explore and support the development of their understanding of content. The 

consideration and use of students‟ contributions in expanding the subject theme is also vital 
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(Alexander, 2000). In this regard, ineffectual classroom interactions would be characterized 

by teacher dominance and silence or minimal participation from students. 

 

According to Liu (2001) and Tatar (2005) the nature of classroom interaction may be 

influenced by student and pedagogical factors. The student factors include: language skills; 

content knowledge; learning styles, interest in the topic; attitude and motivation; and the 

avoidance of making mistakes and being embarrassed. On the contrary, pedagogical factors 

may include teacher‟s encouragement, class size and teaching styles. 

 

The IRF pattern, also known as the triadic dialogue, has proved to be a dominant form of 

interaction in the classroom setting. It involves teacher initiation, student response and 

teacher follow-up or feedback. The pattern has been thought to be an exchange system that 

allows the teacher to control classroom interaction thereby holding the power in the 

classroom (Cazden 2001). IRF structure can also lead to very different levels of student 

engagement and participation. In other words, by paying greater attention to students‟ 

answers and to what they do with those answers, teachers can bring about greater continuity 

so as to transform classroom talk from the familiar IRF sequence into purposeful and 

productive dialogue where questions, answers and feedback progressively build a 

thematically coherent stretch of discourse (Alexander, 2004).  

 

Studies in Nigeria and Kenya primary schools have shown that teacher-pupil interaction 

often takes the form of lengthy recitations of questions by the teacher and subsequent 

answering by individual pupils or the whole class within an IRF structure (Tahir, 

Muhammad & Mohammed, 2005; Pontefract & Hardman, 2005). Depending on the amount 

of didactic control the teacher has over the IRF process, the experience can be either positive 



 36 

or negative for students. It is, however, often negative for the deaf student, as noted by 

Kretschmer (1997). Although Tahir et al. (2005) and Pontefract and Hardman (2005) 

observed that the IRF structure was common in Kenya and Nigeria; their studies considered 

classroom interaction in varied subjects and not specifically reading lessons. Besides, they 

were based in regular primary schools and not secondary schools for the deaf. 

 

Craig and Collins (1970) and Kim and Hupp (2005) established that special education 

teachers were more directive than responsive during their instructional interactions with 

their students. Teacher talk dominated their classrooms and was characterized by   

directions, most often in the form of questions. On the other hand, Wood and Wood (1997), 

in a review of studies of deaf students‟ classrooms, reported that when teachers had more 

control during classroom discourse students produced shorter utterances, asked fewer 

questions, made less contributions, communicated less with peers  and showed more signs of 

confusion. Conversely, teachers who took less control while teaching elicited more complex 

utterances from students. Even though the foregoing studies were done in special schools, 

the findings were still general and did not center on interaction during reading lessons. 

 

Heinnenam-Gosschalk (1999) further established that during reading sessions with deaf 

children, hearing teachers used high control moves while deaf teachers used low control 

moves. Learners were found to engage more in conversation around the text when 

approached with low control strategies. When high control strategies were used a higher 

percentage of passive responses were seen in the learners‟ performance. According to 

Heinemann-Gosschalk (1999) a helpful interaction around the text allowed more time for 

the learner to sign and less teacher talking or signing; more time for the learner to ask 
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questions and less questions asked by the teacher; more time for the learner to think and for 

the teacher to observe; less didactic approaches by the teacher; and more time for the learner 

to explore the text and read for meaning. The fact that the low control moves used by 

teachers who were deaf enhanced learner participation and performance in reading sets 

precedence on what is expected of teachers of English in secondary schools for the deaf 

during reading lessons.  

In Kenya, Bett (2008) and Ogutu (2012) established that teachers of English dominated 

classroom interaction during language lessons. These studies were however based on regular 

secondary schools and focused on teaching of English language in general. Bett (2008) used 

Flanders Interaction Analysis Categories System (FIAC) (Flanders, 1970) while Ogutu 

(2012) used Second Language Interaction Analysis Schedule (SLIAS) in establishing the 

nature of classroom interaction. FIAC and SLIAS emphasis is on the verbal communication 

between the teacher and students. This excludes the deaf who communicate in sign language 

which is visual. The current study adapted Craig and Collins (1970) category system of 

communicative interaction in classrooms for the deaf in establishing the nature of classroom 

communication during reading comprehension lessons in secondary schools for the deaf in 

Kenya. 

 

Craig and Collins (1970) interaction analysis system was developed in Pennsylvania based 

on observations in primary and secondary schools for the deaf. The system included an 

additional dimension describing the non-verbal communicative behavior of the deaf hence 

was considered appropriate for this study. It consisted of 10 interaction categories derived 

from FlAC and 10 possible modes of communication between deaf students and their 
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teachers. Seven categories (1-7) of the Flanders‟ system described teacher talk, two 

categories (8 and 9) described student talk, and the last one (10) denoted silence or 

confusion. The teacher talk categories comprised of: accepting feeling; praising or 

encouraging; accepting ideas; asking questions; lecturing; giving directions; and criticizing 

or justifying authority.  On the other hand, the student talk categories included student 

response and student initiation.  

 

The ten possible modes of communication considered by Craig and Collins (1970) included 

combined (signing and speech), finger spelling, demonstration, dramatization, evasive 

action, natural gesture, kinesthetic, signing; mechanical, speech and written. This study, 

however, considered eight modes of communication including combined, finger spelling, 

evasive action, non-manual signals, manual, speech, gesture and written. This is because 

some of the modes like dramatization, mechanical and demonstration had been considered 

as teaching methods. In addition, the timing for coding the categories was adjusted from 

three seconds to five seconds to cater for the extra time used when signing. 

 

2.1.3 Language of Instruction 

The linguistic interdependence theory argues for the existence of a common proficiency 

underlying all languages. The argument in deaf education, which follows from this theory, is 

that language skills that have been acquired through learning a sign language will facilitate 

the acquisition of reading (Cummins, 1991a). In other words, the theory predicts a positive 

and causal relationship between signing and reading skills. The process of reading should 

therefore be undertaken within a bilingual framework using the written text and sign 

language to explain written language (Günther, Hennies & Hintermair, 2009).  
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Heineman-Gosschalk (1999) found that hearing teachers most frequently mentioned that 

they had problems with communication and linguistic factors when they read with deaf 

children. Specifically, the problems included:  The use of Sign Supported English (SSE), 

Signed English (SE) or British Sign Language (BSL) mode of communication; giving 

meaning to the story; non-transferability of visual system (sign) to English orthography; 

confusion in complicated sentences; dealing with the interface of text and BSL and ensuring 

appropriate use of SSE; getting attention between the text and the need to watch for visual 

clues on the lips; and lack of communication skills. Conversely, the challenges of teachers in 

using KSL and English when teaching reading comprehension to secondary school deaf 

students were not known.  

 

Irokaba (2006) noted that since Simultaneous Communication (SC) is the „official method‟ 

of instruction in most African countries there is the danger of the deaf child‟s limited 

knowledge in the second language, disrupting comprehension.  This was evident in a survey   

by Adoyo (1995) in twelve schools for the deaf in Western Kenya where almost 95.0% of 

teachers were finding it difficult to use SC effectively. The survey also found that there was 

confusion between KSL and SC as teachers didn‟t know the difference between the two. 

Adoyo (2004) and Ochwal (2008) further ascertained that SC was characterized by 

omissions, mismatches and distortion of information. These shortcomings had a great impact 

on what was communicated to the learners leading to communication difficulties such as 

distortion and unintelligibility of the message.  

 

A study by Adoyo (2004) on Simultaneous Communication and Kenyan Sign Language also 

revealed that deaf students performed better in memory recall and comprehension passages 
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presented in Kenyan Sign Language (KSL) than in Simultaneous Communication. However, 

he asserted that there was a role for signed spoken language separate from signing and 

speaking at the same time. Its use would assist deaf students as they struggle to understand 

the difference between KSL and English syntax, morphology, reading and writing.  

 

In a paper on linguistic challenges facing deaf students in Kenya, Wamae (2002) was of the 

view that there is need to re-examine the use of sign language in schools for the deaf. 

Specifically, she raised questions on whether the sign language mode of instruction takes 

cognisance of the acquisition of the various grammatical structures of English in order to 

help the deaf learner acquire English as a service subject. This would, in turn help the 

learner to write coherently and undertake fluent and complex composition in standard 

English; while enhancing the adequacy of sign language in aiding the learner to acquire 

reading skills in English. 

 

The Kamunge report (Republic of Kenya, 1988), on language policy states that the language 

of catchment area of a school be used as the language of instruction in pre-school, the first 

three years of school and in adult education programs. English is recognized as the official 

language and the language of instruction from grade four to university. In the teaching of 

English, the Secondary School English curriculum (KIE, 2004) also recommends the use of 

Kenyan Sign language and Signed English in the teaching of English. Adoyo (2004) 

asserted that the use of Kenyan Sign Language in instruction of deaf students was 

advantageous in that it provided a linguistic foundation and background knowledge 

necessary in making second language more comprehensible. 
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From the studies by Adoyo (2004) and Ochwal (2008), it is evident that SC is commonly 

used by teachers of the deaf regardless of its weakness. The use of the same in teaching 

English reading comprehension in secondary schools for the deaf  has however not been 

ascertained by existing studies despite its negative influence on students‟ academic 

achievement. 

 

2.1.4  The Use of Teaching and Learning Resources 

The use of teaching and learning resources is an integral component in any learning context. 

Key to this is the use of visual aids which have been found important in: illustrating or 

reinforcing concepts; appealing to more than one sense at the same time, increasing 

students‟ understanding and retention level; differentiating instruction and thereby 

maintaining students‟ attention; and creating a relaxed atmosphere and context for learning 

(Domin, 2010). Deaf students‟ dependence on the visual modality calls for the use of visual 

materials and displays in the classroom (Marschark et al., 2002). Teachers are therefore 

encouraged to use visual aids in teaching reading to deaf students to provide additional 

access to information presented in the classroom (Sandra, 2005).  

 

Heineman-Gosschalk (1999) observed that one of the major problems of teachers of the deaf 

was to find the right materials to teach reading to deaf students. Teachers of the deaf 

therefore spent a lot of time identifying problems in the deaf students‟ learning process, 

developing learning routes, exploring reading sources and analyzing children‟s progress in 

literacy development. Very little room was therefore left for students to search for relevant 

literature on their own and express what they value as interesting to read. This protective 

approach by teachers made their pupils dependent on the teachers‟ conditions for learning. 
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The study recommended that deaf students should be offered varied, relevant and extensive 

reading environment. The challenges identified in this study were however based in primary 

schools and not secondary schools for the deaf. 

 

Gentry, Chinn and Moulton (2005) studied the effects of multimedia computers on the 

reading achievement of twenty-six Taiwanese deaf students in elementary school. The 

experiment consisted of three kinds of intervention: text alone, text and graph, and text and 

sign language video. The results indicated that pure text alone produced the poorest 

performance of deaf students in reading comprehension while multimedia presentation 

produced better performance. The findings of this study point to the relevance of teaching 

and learning resources in reading comprehension. However, the teaching and learning 

resources used in reading comprehension in secondary schools for the deaf in Kenya are not 

known hence the need for this study. 

 

In a study on factors affecting quality of English teaching and learning in secondary schools 

in Nigeria, Aduwa-Ogiegbaen (2006) found that the use of textbooks, dictionaries, 

chalkboards, work-books and posters dominated the teaching of English language. Modern 

media such as audio and video tapes, language laboratories, flash cards, computers and 

magazines and newspapers were rarely used. Nganyi (2006) further reported that there was 

insufficient utility of reliable materials such as newspaper articles, magazines, poems, 

advertisements and brochures in teaching reading in East African secondary schools. This 

slowed down the learners‟ scope and ability of reading due to overreliance on textbooks. 

The observations made from these studies were nonetheless done in regular secondary 

schools and not secondary schools for the deaf. 
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In a study on factors influencing the use of media in the teaching and learning of English in 

Kakamega East district, Kenya, Wangila (2011) observed that teachers used non- textual 

media less frequently during reading lessons.  On the other hand, Ogada (2012) found that 

the chalkboard was the most used teaching resource in composition writing in primary 

schools for the deaf in Nyanza province, Kenya. English textbooks were found to be 

inadequate and the use of visual aids was minimal. Wangila (2011) and Ogada (2012) 

studies however did not look into the use of teaching and learning resources in English 

reading comprehension in secondary schools for the deaf.   

 

In the teaching of English, the Kenyan Secondary School English curriculum for deaf 

students (KIE, 2004) recommends the use of resources such as visual aids, textbooks, signed 

recorded material, original materials from teachers and pupils, improvised materials, 

magazines, newspapers, pamphlets, handouts, notes, labels, symbols, signs, posters, 

advertisements, realia, signed or written poetry. Other suggested resources include, class 

readers, charts, maps models, library books, resource centers, computers, television sets, 

reports, periodicals and resource persons. It is, however, not known whether teachers of 

English in secondary schools for the deaf in Kenya use the recommended resources in 

teaching reading comprehension. The current study therefore aimed at establishing the use 

of teaching and learning resources in English reading comprehension in secondary schools 

for the deaf and its implications on academic achievement.   

 

2.2 Perspectives of Teachers on Reading Comprehension Teaching Strategies  

In order to understand how teachers approach their work, it is necessary to understand their 

guiding beliefs and principles (Arib, 2010).  Like all human beings, teachers make decisions 
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on their teaching practices based on their beliefs (Stuart & Thurlow, 2000; Squires & Bliss, 

2004). These decisions and actions have significant impact on the learning experiences 

provided for students and their behavior (Wiest, 1998). According to Johnson (1994), 

teachers‟ beliefs influence their perception and judgment and play a role in how information 

on teaching is translated into classroom practices. Karabenick and Noda (2004) indicated 

that teacher beliefs were significant because they affected their motivation to engage with 

students, which in turn translated into higher student motivation and performance.  

 

Teachers‟ beliefs may not only be associated with teaching practices but also with the nature 

of educational needs. According to Dada and Atlanta (2002) teachers form an attitude 

towards students due to the characteristics they exhibit such as special educational needs.  

This influences their enthusiasm in preparation and presentation of lessons. Specifically, 

teachers of the deaf have been found to exhibit low expectations across topic areas such as 

writing and reading (Wood, 1998). They tend to offer simplified instruction and repetitious 

work of low complexity (Lane, Hoffmeister & Bahan, 1996). Other studies, for example, 

Siima (2011) established that teachers in Uganda perceived deaf students as slow learners 

and this influenced their knowledge and of use of methods in teaching reading and writing. 

Similarly, Ludago (2014) observed that most of the teachers of the deaf in Ethiopia were not 

energetic and psychologically ready to teach deaf learners. The results of studies by Siima 

(2011) and Ludago (2014) elucidate the general disposition of teachers towards deaf 

students. They are, however, less informative about the beliefs and perceptions of teachers 

towards the teaching strategies particularly in reading comprehension. 
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Richardson et al. (1991) studied the relationship between teachers‟ beliefs and practices in 

reading comprehension instruction.  The study demonstrated that in most cases, the beliefs 

of teachers were related to their classroom practices in the teaching of reading 

comprehension. On the other hand, Chou (2008) conducted a study based on the assumption 

that teachers‟ approaches are highly influenced by their beliefs. Findings of the study 

revealed that there were no significant differences between the participants' beliefs and their 

choice of reading approaches. Both Richardson et al. (1991) and Chou (2008) studies used 

teachers‟ self reports on the use of teaching strategies and did not include observation. Apart 

from teachers‟ reports, the current study employed observations to establish the actual use of 

reading comprehension teaching strategies.  

 

Discrepancies on what the teachers believe and their actual practices have been identified in 

various studies. For example, Commeyras and Degroff‟s (1998) survey on literacy educators 

of the deaf perspectives indicated that their practices were not always in line with their 

beliefs on the instructional practices. Observations by Lockwood (2006) further revealed 

that teacher instructional beliefs did not always correspond to classroom practice in reading 

classes for the deaf. According to Mohammed (2006), mismatches between beliefs and 

practices may be attributed to lack of procedural knowledge in teaching reading, insufficient 

weekly time, big classes, students‟ levels of motivation and English competence, final 

assessments, teachers' workload and teachers‟ motivation. Research on perspectives of 

teachers and their classroom practices during reading lessons in secondary schools for the 

deaf in Kenya is still minimal. This study, therefore, aimed at determining the perspectives 

of teachers of English on reading comprehension teaching strategies and their implications 

on academic achievement. 
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2.3 Learning Strategies Used in English Reading Comprehension  

2.3.1  The Reading Process and Learning Strategies  

In an attempt to explain the process of reading, three major groups of the reading models 

namely bottom-up, top-down and interactive have been developed. Each group of these 

models explains the strategies believed to be used by students as they engage in the meaning 

making process from the text.  

 

2.3.1.1  Bottom-Up Models 

 

The reading process in the bottom-up models starts with the decoding of the smallest 

linguistic elements especially phonemes and words, continued with creating meaning from 

the larger elements (Carrell, 1989). The elements of text that are emphasized include letters, 

words, phrases, and sentences. These elements are integrated from smaller to larger units to 

arrive at meaning (King & Quigley, 1985). Gough (1972) argued that the bottom-up model 

emphasises on the print itself, where the starting point of reading is to grasp word 

description, letter information, linguistic elements and sentences before understanding the 

meaning of the whole text. A reader‟s background knowledge may not be considered in the 

process (Grabe & Stoller, 2002).  

 

Readers who rely too much on bottom-up processing make reading errors because they pay 

too much attention to graphic features and not enough to semantic concerns. They also tend 

to give verbatim answers from the text when inferences should be made and prior 

knowledge applied, rely on surface meaning and often use the dictionary to translate new 

words (McAnally, Rose & Quigley, 2006). 
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Webster (1986) argued that the use of a bottom-up approach was not a very efficient way of 

reading. If one had to generate hypotheses about words, sentences and context all the time in 

order to read, this might be very laborious. Lipson and Wixson (2003) also asserted that 

words, letters and sentences cannot simply be read correctly. They need to be understood in 

a meaningful way that is determined by the knowledge in a reader‟s long-term memory. 

According to Van Duzer (1999),Grabe (2004) and Eskey (2005), when using the approach, 

the reader decodes a text word by word. This leads to a slow pace of reading and overload of 

the short term memory. Consequently, the reader cannot remember what they read or 

critically think and this lowers motivation for reading. Lipson and Wixson (2003) therefore 

asserted that higher level skills should be an important element in reading comprehension.  

 

2.3.1.2  Top-Down Models 

Top-down models recognize the importance of higher skill levels in the reading process.   

Theorists such as Goodman (1972) proposed that a reader’s prior knowledge interacts with 

the text to facilitate comprehension.  These theorists argued that skilled readers rely as little 

as possible on graphemic details and use prior knowledge and context as they strive for 

comprehension. According to Lewis (1998), readers using top-down approaches are actively 

involved because of their use of semantic and syntactic guides, which help with the 

anticipation and prediction of meaning. They rely on their knowledge and experience of the 

world, language and reading. Apart from prior knowledge, Eskey (2005) further asserts that 

readers employ other strategies such as guessing main idea, contextual prediction, skimming 

and scanning during the reading process. According to Ahmadi, Hairul, and Pourhossein 

(2012), the top-down model emphasizes on reading skills like prediction, guessing, 

summarizing, getting the gist of the meaning of a text and inference.  
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Lipson and Wixson (2003) however noted that top-down approaches often cannot account 

for the ways in which beginners and poor readers approach a text. These readers often read 

using a lower-level text-driven system, focusing on the text only because they are unfamiliar 

with it and the content, yet they can still derive meaning in the process. Even accomplished 

readers resort to text-driven options if they are reading a passage they find particularly 

difficult. Ahmadi, Hairul, and Pourhossein (2012) further observed that emphasis on the 

model may result to over reliance on a reader‟s background knowledge and ignorance of 

textual features. Moreover, the model overlooks the possible difficulties that a reader may 

experience in predicting an unfamiliar topic of a text.  

 

2.3.1.3  Interactive Models 

According to Rumelhart (1977) the key understanding the reading process is to determine 

how bottom up and top down models interact. On the other hand, Stanovich (1984)  asserted 

that interactive reading models provided a more realistic account of the reading process for 

both good and poor readers than strictly top-down or bottom-up models. His central 

argument was that reading is neither a bottom-up nor a top-down process because it involves 

a synthesis of simultaneous processes at several different levels. According to Anderson 

(1991), the interactive models emphasize that the reader is an active information processor 

whose goal is to construct a model of what the text means. Two important principles of 

interactive theories state that, (i) prior knowledge plays a central role in constructing 

meaning from text, and (ii) readers develop and apply a large repertoire of processing 

strategies ranging from strategies for decoding print to complex metacognitive strategies.  
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Competence in low-level skill and high level skills is therefore necessary for effective 

reading comprehension.  

 
According to Lewis (1998), an interactive approach is particularly useful to deaf students as 

they may be lacking both bottom-up and top-down abilities. Bottom-up challenges may 

include reading problems regarding decoding because of reduced language and listening 

skills. On the other hand, top-down challenges may include limited experience of the world 

and of language. The application of both low level and high level strategies is therefore 

paramount if deaf students are to comprehend a text effectively. 

 

2.3.2 Learning Strategies in Reading Comprehension 

 

Learning strategies are techniques, principles, or rules that enable a student to solve 

problems and complete tasks independently (Friend & Bursuck, 2009). Learning strategies 

in reading can be classified into cognitive and metacognitive strategies (O‟Malley, Chamot, 

Stewner-Mazanares, Russo & Kupper, 1985). Cognitive strategies involve direct interaction 

with the text. They facilitate comprehension by operating directly on oncoming information 

and manipulating it in ways that enhance learning. Examples of cognitive strategies include 

underlining words, the use of titles, and the dictionary, note taking, guessing from the 

context, the building of imagery, activating prior knowledge, summarizing, the use of 

linguistic clues and text markers, skipping of difficult parts and the repetition of words or 

phrases (Anastasiou & Griva, 2009). On the other hand, metacognitive strategies, involve 

the allocation by a reader of significant attention to planning, controlling, monitoring, and 

evaluating the reading process at different phases (Pressley, 2002; Brown, 2007). According 

to Bloom‟s taxonomy (Bloom, Englehart, Furst, Hill & Krathwohl, 1956) the highest level 
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of learning involves higher order thinking skills, such as, metacognition. Consequently, 

effective reading comprehension necessitates the combination of both cognitive and 

metacognitive strategies (Ahmadi & Hairul, 2012; Blair-Larsen & Vallance, 2004). 

 

Existing literature indicates that reading strategies can be classified according to the phases 

in which they are used that is, pre-reading strategies, during reading strategies and post-

reading strategies (Yang, 2006; Lau, 2006; Mihara, 2011). Before reading, skilled readers 

employ strategies such as setting purpose for reading; previewing the text; making 

predictions; and the activation of relevant background knowledge (Duke  & Pearson, 2002). 

Setting purpose for reading gives the reader an idea of how to be selective in the reading of 

material and to focus on the critical content (Pressely, 2002). In comparison, previewing 

involves reading parts of a text such as the titles, subheadings, bold and italicized words, 

pictures, figures, tables, introduction and conclusion.  It allows readers to become familiar 

with contents of a text and activate prior knowledge (McNamara, 2007). According to 

Hibbing & Rankin-Erickson (2003), struggling readers benefit greatly from previewing 

illustrations provided in the text because they tend to require confirmation about what they 

are reading. However, when text illustrations do not match the story, comprehension can 

decrease and learning can be reduced.  

 

During reading is a phase in which readers try to make sense of what they read by 

monitoring their comprehension and using fix up strategies (Vacca, 2002, Duke& Pearson 

2002). Comprehension monitoring is the awareness of whether comprehension is occurring 

while the use of fix-up strategies involves the conscious application of appropriate 

approaches to correct comprehension (Zipke, 2007). Consequently, skilled readers employ 
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strategies such as visualization, self questioning, identifying main ideas, and the use of 

contextual clues and reference resources such as the dictionary to handle unfamiliar words 

and phrases (Duke & Pearson 2002).  Visualization is the ability to build mental pictures or 

images while reading. It depends upon prior knowledge and engagement with the topic 

(Manning, 2002). Visualisation helps the reader to link the text to a concrete experience 

(Pressley, 2002). Self-questioning keeps readers engaged as they ask questions to clarify 

understanding and proceed to make meaning. It is a metacognitive indicator of reflective 

reading (Harvey & Goudvis, 2007). 

 

Contextual clues are additional information in the text that can be used to help deduce the 

meaning of an unknown vocabulary word within the text. A reader may infer the meaning of 

a word by using contextual clues combined with logic or prior knowledge (Hartmann & 

Blass, 2007). Contextual evidence helps the learner to guess the meanings of the new words 

and saves a lot of time which is wasted on constant reference to the dictionary (Weatherford, 

1990 in Rokni & Niknaqsh, 2013).  Frantzen (2003) and Padak and Raskinksi (2000) 

however, asserted that when the contextual clues are outside the student‟s area of prior 

knowledge, the student may be unable to access them even when they are clear and direct. 

For deaf readers, Belanger and Rayner (2013) observed that less skilled readers used 

contextual clues more than skilled readers. 

 

Identifying a main idea is a cognitive strategy that requires readers to comprehend what has 

been read, make conclusions about the significance of information and consolidate it 

concisely (Paris et al., 1991 in Oyetunji, 2011). Skilled readers identify main ideas and 

important information as they read. They are able to distinguish less important ideas from 
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key ones that are fundamental to the meaning of the text (Harvey & Goudvis, 2007). This 

strategy can also be used after reading. 

 

After reading is an evaluation phase in which skilled readers summarise the text, question 

themselves or generate questions about the text to confirm whether they understand and 

remember what they have read. In case of gaps in comprehension, they use fix-up strategies 

such as re-reading, reading more slowly and carefully or reflecting about the text (Duke & 

Pearson, 2002; Grabe 2004; Gourgey, 2001; Horner & Shwery, 2002; Pressley & Hilden, 

2006).  

 

Summarisation involves identifying the main ideas in a text and composing a concise 

statement of the central concepts in writing. It helps readers to focus on main ideas and to 

disregard less relevant ones. It also encourages deeper engagement with a text as readers re-

read the text to construct a summary (Kamil, 2004).  

 

Reflection entails thinking over the ideas in the text; analyzing how the text aligns with prior 

knowledge and purpose for reading; and making inferences and conclusions. It helps readers 

to revise their schema and incorporate new knowledge. Moreover, reflection refines and 

deepens readers‟ understanding of the text (Locke, 2005). 

 

Re-reading refers to restudying a text material again after an initial reading (Dunlosky, 

Rawson, Marsh, Nathan & Willingham, 2013). It involves on-going and repeated encounters 

with a text, guided by a particular task so that segments of the text get revisited and 

rethought. Re-reading offers students the opportunity to re-think messages and see features 

they had not noticed in the initial reading (Swaffar & Arens, 2010). It can, however, be time 
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consuming especially for longer texts (Short, Kane & Peeling, 2000). Less skilled readers 

have been reported to re-read more compared to skilled readers (Zabrucky & Commander, 

1993). 

 

In their study on reading strategies used by adult and student deaf readers, Banner and Wang 

(2011) observed that skilled deaf readers were capable of using multiple reading strategies 

proficiently. Specifically, the strategies employed  included: setting the purpose for reading; 

the use of background knowledge; the use of mental imagery; self-questioning; self 

generation of questions; summary; paraphrasing; predicting; visualizing; and the 

identification of main ideas. Other strategies included: skimming; substituting an unfamiliar 

word for a familiar one in relation to the context; and the translation of the text into sign 

language. On the other hand, less skilled deaf readers rarely used metacognitive strategies; 

skipped unfamiliar words; re-read the text several times; relied on contextual clues; and 

were unable to visualize and make connections. 

   

Findings from other studies indicate that deaf students are less aware of their lack of reading 

comprehension than hearing peers; they rely more on pictures and less on their relevant 

background knowledge to help them predict and comprehend text; and generally make 

passive readers instead of actively engaging comprehension strategies unless prompted by 

the teacher (Marschark, Sapere, Convertino, Seewagen & Maltzen,   2004; Schirmer, 2003; 

Schirmer, Bailey & Lockman, 2004). 

 

Strassman‟s (1997) explanation of the challenges of deaf students in implementing 

metacognitive regulative strategies was that they continued to struggle with lower level text-

based skills such as word recognition and vocabulary comprehension. This meant that they 

http://www.sciencedirect.com/science/article/pii/S0361476X83710337
http://jdsde.oxfordjournals.org/search?author1=Alyssa+Banner&sortspec=date&submit=Submit
http://jdsde.oxfordjournals.org/search?author1=Ye+Wang&sortspec=date&submit=Submit
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did not develop higher level independent strategies, such as self-questioning, activating prior 

knowledge, inferring, predicting and monitoring for understanding. Schirmer et al. (2004) 

posited that teaching methods that fostered dependence were largely responsible for the lack 

of use of metacognitive strategies. They summarised existing research which showed that 

teacher questioning that encouraged application of background knowledge and used salient 

details from the reading as a basis of drawing inferences increased students‟ abilities to 

analyse, synthesise and evaluate what they had read. It also increased independence in 

applying metacognitive processes. 

 

Strassman (1992) categorized the reading comprehension strategies that deaf students 

reported using if they did not understand what they read or needed to remember information 

in a story or answer questions. She found that most of the responses fell into three categories 

namely asking someone; matching the words on the work sheet to those in the texts; and re-

reading. Ewoldt, Israelite & Dodds (1992) also identified an extensive list of reading 

comprehension strategies used by 16 deaf readers enrolled at a large residential day school 

for the deaf. In rank order by frequency,  the strategies  included: re-reading the text; asking 

someone; using prior knowledge ; using picture cues; continuing to read more text; using the 

dictionary; reading the text slowly; reading other materials; reading the text carefully; 

memorizing aspects of the text; using text features ; and  using mental imagery. McAnally, 

Rose and Quigley (2006) however asserted that the use of prior knowledge has generally 

been insufficient.  

 

In a study on reading experience through deaf eyes- a case study of two deaf high school 

students, Chow (2003) found that the students preferred  reading the text themselves before 
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they asked for help.  The students used a combination of English and American Sign 

Language (ASL) in building comprehension, decoding words, monitoring and repairing 

comprehension. Finger spelling was used to hold text when they did not understand the 

meaning of a word or phrase while mental pictures were used in translation of information 

read into ASL. The students reported to refer to a personal bank of English vocabulary and 

background knowledge combined with contextual clues such as text structure to draw 

appropriate meaning from the text.  Self questioning was used to check comprehension 

while the varying of the reading rate, looking back, re-reading or reading ahead were used as 

fix-it strategies.  

 

In a study on the effect of reading strategy instruction on L2 teacher trainees‟ performance 

in Botswana, Oyetunji (2011) established that the most preferred reading strategies by the 

trainees were the use of background knowledge, the use of inference and re-reading. The 

least preferred reading strategies were the identification of the main idea, drawing 

conclusions and summarisation. Dhillon and Wanjiru (2013) further reported that the 

English learning strategies used by pupils in an urban primary school in Kenya included 

keeping vocabulary notebooks, the use of dictionaries, working in groups, peer teaching, 

role-playing, group translations and group word games. Although the results of these studies 

captured elements of reading comprehension strategies, they were neither based on 

secondary school students nor deaf students. 

 

Most of the foregoing research on the learning strategies of deaf students in reading 

comprehension was done in America and Europe where English is a first language therefore 

the expectations were high. The learning strategies of secondary school deaf students in 



 56 

Kenya where English is a second language and its acquisition violates the linguistic 

interdependence theory are not known.  In addition, the English curriculum for Secondary 

Schools for the deaf (KIE, 2004) does not clearly stipulate the reading comprehension 

strategies deaf students are expected to use hence the need for this study.  

 

2.4 Students’ Attitude towards Reading  

Reading attitude is described as a state of mind, accompanied by feelings and emotions that 

make reading more or less probable. Reading attitudes are learnt characteristics that 

determine whether students engage in or avoid reading activities. They can be influenced by 

students‟ self concept, levels of reading ability and interests, attitudes and behaviors of their 

parents, peers and teachers (Harris & Sipay, 1990; Garrett, 2002; Baker, 2003). Research 

indicates that success in reading skills correlate with attitude towards reading (Guthrie & 

Wigfield, 2000; Wigfield & Asher, 2002; Morgan & Fuchs, 2007). In this regard, it has been 

concluded that students‟ attitude towards reading directly affects their achievement in 

reading comprehension. Alternatively, students‟ success in reading comprehension makes 

them develop positive attitudes towards reading (Kush, Matley & Brookhart, 2005). 

 

Reading ability is a factor that can predict reading attitude (Sainsbury& Schagen, 2004). 

According to Woolfolk-Hoy (2005), it is natural to predict that poorer readers, who have 

reason to expect frustrating outcomes, will tend to harbor more negative attitudes than better 

readers. Similarly, a reader‟s history of success or frustration plays a central role in shaping 

attitude. Students may avoid reading and the associated reading tasks in school because they 

lack the necessary skills and conceptual knowledge to effectively engage with a broad range 

of texts. As students get older and move through the primary years, struggling ones often 



 57 

apply task avoidance strategies since their self-efficacy, beliefs and general attitudes towards 

reading become increasingly negative. 

 

Parental involvement and home environment play a part in the establishment of reading 

attitude. If reading is seen as a positive way to spend time and encouraged at home, it is 

more likely that the students will have a positive attitude towards it. It has been found that it 

is not necessary for parents to be avid readers, as long as they encourage and promote 

reading as an important and positive way of spending time (Sainsbury & Schagen, 2004; 

Klauda, 2009).  Results of a study by Partin and Gillespie (2002) indicate that having a 

literary environment at home with a variety of reading materials contributes to a positive 

reading attitude among adolescents. In addition, time spent in reading directly relates to 

reading success and is in turn associated with positive attitudes towards additional reading, 

increased knowledge of the world, and provisions for worthwhile life experiences (NRP, 

2000). 

 

For many deaf readers, the reading experience can be described as frustrating and 

unsatisfactory. Failure is not fun, so it is not surprising that unskilled readers have 

unfavorable attitudes towards reading (Garner, Alexander & Hare, 1991). In addition to low 

reading skills, many deaf readers lack self confidence as independent, efficient readers 

(Ewoldt, 1986). Consequently, reading is avoided because it is not a pleasurable activity. 

Thus the habits of readers who are deaf establish a vicious cycle: the less they read, the less 

they practice and build reading and language skills (Chow, 2003).  

 

In their study on reading levels of  deaf Spanish students, Monreal and Hernandez (2005) 

found  that at the end of primary school (mean age 13 years), the students had reading levels 
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similar to or lower than the reading levels of hearing students at the onset of primary school 

education (mean age 7 years). In addition, the students had an indifferent attitude towards 

reading. This study, however, was done in elementary schools where reading was done in 

Spanish and not English. Similarly Morgan, Fuchs, Compton, Cordray, and Fuchs (2008) 

established that first-grade hearing children who experienced early and consistent reading 

failure had lower levels of reading motivation, saw themselves as less competent readers, 

and had more negative attitudes towards reading than children who experienced early 

success in reading. This study nonetheless did not involve secondary school deaf students. 

 

In a study on understanding the motivation of deaf adolescent Latino struggling readers 

established, Herzig (2009) reported that regardless of how deaf students felt about reading, 

they recognized that reading was important in schoolwork and accomplishing their future 

goals. However, they perceived reading as an academic activity and did not count reading 

for enjoyment among their reading experiences or as their purpose for reading. These 

findings were however based on interview reports of only four deaf students in elementary 

school.  Parault and Williams (2010) in their study of reading motivation, reading amount, 

and text comprehension further found that text comprehension was associated with the 

reading motivation and dimensions of challenge. In addition, text comprehension was 

associated with the amount of reading for personal enjoyment. The results of this study 

were, however, based on a small sample size of 24 deaf adults at the university level. A 

larger sample size would possibly have yielded different and more reliable results. In 

addition, the reading experience of deaf adults at the university level is likely to be different 

from that of secondary school deaf students hence the need for this study. 
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Loh and Tse (2009) examined the relationship between reading attitudes, self-concepts as 

readers, and reading performance of Chinese fourth-grade in Hong Kong. The study 

revealed that there were no significant relationships between attitudes, self-concepts, and the   

students‟ reading performance in both English and Chinese. The study, however, engaged 

hearing students only. Mellet and Crow (2009) also investigated the relationship between 

selected affective factors and achievement in English among secondary school students in 

Zimbabwe.  The results of the study revealed that attitudes towards English, students‟ self 

concept of academic ability and students‟ perception of their teachers of English correlated 

significantly with their academic achievement. On the other hand, Kiptui and Mbugua 

(2009), conducted a study to determine the psychological factors that contributed to poor 

achievement in English language in secondary schools in Kenya.  They found that negative 

attitude towards English was one of the factors that affected academic achievement. Studies 

by Mellet and Crow (2009) and Kiptui and Mbugua (2009) nevertheless focused on hearing 

students and English in general.  

 

The findings of reviewed studies in deaf education suggest that the challenges of deaf 

students in reading have an implication on attitude and achievement. There was need 

therefore to find out the attitude of Kenyan secondary school deaf students towards reading 

and its implication on achievement in English reading comprehension which was not 

determined by the foregoing studies. 
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2.5 Knowledge of English Vocabulary and Grammar and Achievement in Reading 

Comprehension 

2.5.1 Knowledge of English Vocabulary  

The term vocabulary refers to words that one needs to know to communicate with others.  

Vocabulary is important for reading to learn as well as learning to read. Students need to 

understand the meaning of the words they read if they are to learn from what they read 

(Nagy & Scott, 2000). Children learn vocabulary indirectly as well as directly (Armbruster, 

Lehr & Osborn, 2003). Most vocabulary is acquired indirectly through daily interactions 

with adults, siblings, and peers through conversations around routines, games, nursery 

rhymes, songs, and reading activities (Landry & Smith, 2006). Though most words are 

learned indirectly, some vocabulary items must be taught directly. Direct vocabulary 

instruction helps students to learn high frequency words that appear most often in texts, as 

well as difficult words that represent complex concepts that are not part of their everyday 

experiences (Armbruster et al., 2003). Skilled readers know several meanings of many 

words and are able to comprehend words in and out of context (Brabbham & Lynch-Brown, 

2002) 

 

Vocabulary knowledge has been identified as a significant predictor of reading 

comprehension in hearing students (Wallace, 2007; Zhang & Annual, 2008) and in deaf 

students (Kyle &Harris, 2006). Vocabulary experts assert that students need to know at least 

95.0% of the words in a written or spoken text for general comprehension (Hu & Nation, 

2000; Van Zeeland & Schmitt, 2012).  Others like Hirsch (2003) and Sedita (2005) contend 

that adequate reading comprehension depends on a reader‟s knowledge of at least 90.0% of 

the words in a text. Readers who do not recognize at least 90.0% of the words not only have 

http://muse.jhu.edu/journals/american_annals_of_the_deaf/v155/155.1.luckner.html#b4
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difficulty in comprehending a text but also miss out on the opportunity to learn new words 

(Sedita, 2005). According to Johns (2009), when readers know less than 90.0% of the words 

in a passage, comprehension drops to 50.0% or less. This is particularly true for deaf readers 

(Albertini & Mayer, 2011).  The current study considered knowledge of 90.0% and above of 

the words in the passages as the threshold for effective reading comprehension.  

 

Several studies have indicated that deaf students demonstrate low vocabulary knowledge 

(Marschark & Wauters, 2008; Paul, Wang, Trezek & Luckner, 2009; Rose, McAnally & 

Quigley, 2004). The challenge in vocabulary acquisition is attributed to factors such as less 

exposure to words in the environment because of hearing loss and weak reading abilities. As 

a result, deaf students undergo delays in building their level of vocabulary knowledge; have 

smaller lexicons; acquire new words at slower rates; have a narrower range of contexts that 

result in word learning; and have difficulty in understanding multiple word meanings 

(Lederberg & Spencer, 2001; Musselman, 2000).  

 

Kyle and Harris (2006) established a relationship between vocabulary and reading ability 

among 7-8 year old deaf students. The study employed the productive vocabulary measure 

in which the students were asked to give the correct name of an object. A regression analysis 

further indicated that productive vocabulary was the strongest predictor for sentence 

comprehension. However, the study involved deaf children whose vocabulary was still 

developing .The use of productive vocabulary therefore seemed suitable bearing in mind that 

they were emergent readers. On the contrary, the current study considered receptive 

vocabulary knowledge whose relevance in reading comprehension is absolute.   
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In East Africa, Athiemoolam and Kibui (2012) found that low proficiency in vocabulary 

affected secondary school students‟ achievement in reading comprehension. Mukiri (2012) 

in a study on the depth and breadth of vocabulary knowledge and English language reading 

comprehension among selected standard eight pupils in Meru Central District further 

established that there was a positive significant relationship between depth and breadth of  

vocabulary knowledge  and reading comprehension although depth of vocabulary 

knowledge  had a slightly higher relationship. These studies, however, involved hearing 

students and did not consider contextual knowledge of vocabulary of secondary school deaf 

students which Van Zeeland (2012) presumed to be a sufficient condition for 

comprehending a text. 

 

Ludago (2014) observed that limitation in vocabulary knowledge was a major challenge in 

reading comprehension as reported by Ethiopian eight grade deaf students. Ogada (2012) 

further established that deaf students had challenges in the choice and range of vocabulary 

used in composition writing which influenced their achievement. Both studies were, 

nevertheless, done in primary schools and not secondary schools for the deaf. Moreover, 

Ogada (2012) study did not address vocabulary knowledge in English reading 

comprehension. One outstanding fact is that KSL, the language that deaf students 

understand best does not have sign equivalents for all the words used in English. This 

implies that the students might not be familiar with some of the words used in English which 

is likely to affect their comprehension. The present study therefore aimed at establishing the 

influence of the knowledge of English vocabulary on deaf students‟ academic achievement 

in English reading comprehension. 
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2.5.2  Knowledge of English Grammar  

Grammar (syntax) is a system regarding the structure of a language that involves rules along 

with the information about sequencing words in order to construct meaningful sentences 

(Davenport, 2002).  It can be used to identify the relationship between words and contribute 

to the unique meaning of the text (Bernhardt, 1991). Students‟ knowledge of syntax is a 

powerful predictor of their reading comprehension abilities (Schoonen, Hulstijn & Bossers, 

1998). According to Alderson (2000) there is no need of testing syntactic knowledge and 

reading comprehension in isolation, as tests of reading comprehension had nothing more 

than what students gained from their proficiency in grammar. 

 

Analyses of the English grammatical knowledge of deaf students have shown delays in 

virtually every aspect of English syntax (Berent, 1988). Musselman (2000) stated that 

deafness usually results in limited spoken language abilities and poor knowledge of the 

syntax of the spoken language. Consequently, explanations for the impoverished reading 

comprehension skills of deaf readers presuppose that they often lack adequate syntactic 

knowledge to sustain the integration of correctly recognized written words into broader 

ideas at the sentence level (Miller, 2000).  According to Miller et al. (2012) failure of 

reading comprehension among the deaf appears to arise from reliance on a reading strategy 

that skips the processing of sentence structure as a vital source of information, as well as 

reliance on insufficiently developed or deviant syntactic knowledge for the processing of 

text meaning. 

 

A number of studies by Quiley and Colleagues (in Paul, 2001) focused on the performances 

of deaf students on nine major English syntactic structures on the sentential level that is 
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negation, conjunction, question formation, pronominalisation, verbs, complementation, 

relativisation, disjunction and alternation. The students were found to have specific 

difficulties with verb inflectional processes and auxiliaries, embedded structures such as 

relative clauses and sentences that did not adhere to a subject-verb-object interpretation. 

With respect to processing and knowledge issues, Quigley and Colleagues(in Paul, 2001)  

research indicated that syntactic difficulties were due to lack of knowledge of the major 

syntactic constructions which appear frequently in written materials. Despite the detailed 

findings of this study on the syntactic structures that deaf students had difficulties in, the 

influence of the same on achievement in reading comprehension was not addressed which 

the current study aimed at establishing. 

 

Investigations of sentence level understanding have  provided evidence that: while specific 

syntactic structures are particularly difficult for deaf students to comprehend, difficulties 

with syntax may be less of a factor in comprehension than the ability to identify words in 

print through phonological or non-phonological recoding;  syntactic difficulties may depress 

the  ability of deaf students to apply vocabulary knowledge during reading; inadequate 

context inhibits reading comprehension of deaf students; and  text that is rewritten to control 

syntactic complexity and sentence length may result in  more understanding difficulties for 

deaf students due to lack of text coherence (Miller, 2000). 

 

Research has also shown that deaf students use sign language (L1) in reading 

comprehension (Chow 2003). This implies that the linguistic specifications of their 

translations are equivalent to sign language syntax which is different from English syntax. 

Lozanova and Savtchez (2009) observed that sign languages have a grammar and syntax that 
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are quite different from that of spoken languages, a factor that confuses learners. 

Specifically, Ali, Okwaro and Adera (2003) indicated that Kenyan Sign Language (KSL) 

does not follow the English language pattern. Instead, it follows OSV (Object + Subject + 

Verb) word order which is different from English word order which follows SVO (Subject + 

Verb + Object) as in: 

English: The cat is under the table 

KSL:    TABLE CAT UNDER  

From the above example, a deaf student who is learning English as a second language is 

likely be confused by the two sentences. KSL is a visual language: it is not a written 

language even though it borrows words from English which is written. A clear distinction 

between English and KSL therefore has to be made if deaf students are to master English. 

 
A study by Ludago (2014) revealed that understanding the grammar of Amharic and English 

languages was a major problem that affected the reading comprehension of eighth grade deaf 

students in Addis Ababa. On the other hand, Ogada (2012) asserted that the use of Kenyan 

Sign Language by deaf students had implications on the use of English syntax in 

composition writing. The study revealed that most deaf students had low level competence 

in sentence construction. It also emerged that most sentences were written in KSL which 

affected the level of coherence.  This study, however, did not establish whether the 

knowledge of English syntax also had an implication on achievement in English reading 

comprehension. The present study therefore aimed at determining the influence of 

knowledge of English grammar on deaf students‟ academic achievement in reading 

comprehension. 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

3.1 Research Design 

Descriptive survey and correlational research designs were adopted for this study. 

Descriptive research design is used to gather information on the nature or condition of a 

present situation. Past events and how they relate to current conditions are also considered 

(Cresswell, 2009; Best & Kahn, 2006).The use of the design is advantageous in that a 

combination of procedures such as questionnaires, interviews and observations  are 

employed providing an opportunity for triangulation (Cohen, Manion & Morizon, 2000; 

Kombo & Tromp, 2006).  Correlational design was used because it explores relationships 

between two or more variables (Cresswell, 2009). The use of the design maximises the 

generalisability to situations because it measures variables in their natural settings (Steg, 

Buunk & Rothengatter, 2008). 

 

The combination of descriptive survey and correlational research designs in this study 

therefore enabled the researcher to find out facts; seek opinion; determine relationships; 

describe, analyse and interpret data on the teaching and learning of reading and the 

implications on academic achievement of deaf students in secondary schools in Kenya. 

 

3.2 Area of Study  

This study was conducted in four secondary schools for the deaf that had form four students. 

The schools are located in Kakamega, Nyeri , Migori and Siaya counties in Kenya. These 

schools were purposively selected because they had registered students in KCSE and county 
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mock English examinations which formed a basis for this study in terms of academic 

achievement. 

 

Kenya is geographically located along the equator on the eastern part of the African 

continent at latitude 0.4252° South and longitude 36.7517° East. It covers an area of 582,650 

km
2 

with a population of 38,610,097 people as per the 2009 census. It borders Tanzania to 

the Southwest and Indian Ocean in the Southeast. Sudan and Ethiopia lie to the North and 

Uganda to the West, while Somalia is situated to the East. Lake Victoria is lies to the West. 

Kenya is divided into 47 counties. Its major towns include Nairobi, Mombasa, Kisumu, 

Nakuru and Eldoret. The climate of Kenya varies from tropical along the coast to arid in the 

interior. The key physical features include mountains and highlands in the west and the 

central parts; the coastal plain in the south; an arid interior, tropical coast; semi-desert in the 

north; the  Great Rift Valley, Mount Kenya, and Lakes Nakuru and Turkana. The Kenyan 

highlands are one of the most agriculturally productive regions in Africa (Central 

Intelligence Agency, 2009) 

 

 Most Kenyans are bilingual. They speak English and Swahili. A large percentage also 

speaks the mother tongue of their ethnic groups. The vast majority of Kenyans are Christians 

(Central Intelligence Agency, 2009). According to the census statistics of 2009, the 

population of people with disabilities in Kenya is 1,330,312 million, accounting for 3.5% of 

the total population .Out of this population, 187,818(14.0%) are persons who are deaf 

(Kenya National Bureau of Statistics, 2010). According to the National Survey on Persons 

with Disabilities in Kenya, 14,620 (3.6%) of youth between ages 15 to 24 have disabilities, 

of which 5848(0.4%) are deaf (Government of Kenya, 2008a). The age bracket of form four 

http://en.wikipedia.org/wiki/English_language
http://en.wikipedia.org/wiki/Swahili
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deaf students in this study was 17-21 years. The map of Kenya showing the location 

Kakamega, Nyeri, Migori and Siaya counties is attached as Appendix XII. 

 

3.3 Study Population  

The study population of this study comprised teachers of English and students because of 

the key role they play in the teaching and learning of English reading comprehension 

respectively. Specifically, the study population included 88 form four deaf students and 12 

teachers of English in four secondary schools for the deaf in Kenya. Form four deaf students 

were considered in this study because they had covered adequate content of the English 

curriculum and had adequate experience. This put them in a better position of giving 

informed opinions and views on the teaching and learning of English reading 

comprehension. Additionally, their achievement in reading comprehension in the county 

mock examinations depicted the output of the teaching and learning practices employed. 

 

3.4 Sample and Sampling Techniques 

Purposive sampling technique was used to select four secondary schools for the deaf. The 

technique involves the use of the researcher‟s discretion in selecting cases that best meet the 

research objectives. It is normally used when the researcher wishes to select cases that are 

particularly informative (Saunders, Lewis & Thornhill, 2009). In this study, the technique 

allowed the researcher to select secondary schools for the deaf that had already registered 

for KCSE and County mock examinations. 

 

Saturated sampling a non-probability sampling technique in which all the members of the 

target population are selected because they are too few select a sample out of them 

(Mugenda & Mugenda, 2003) was used to select 11 teachers of English and 79 form four 
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students. This was after a pilot study that involved 1(8.3%) of the teachers and 9(10.2%) of 

the students. In this study, teachers of English and form four students were considered too 

few to necessitate picking a sample out of them. Table 2 shows the population and 

respective sample sizes of teachers and students. 

 

Table 2:  Sample Frame 

Category of   Total         Sample               Percentage  

Respondents  Population        Size     

English Teachers  12         11   91.7%                      

Students    88        79   89.8%      

 

3.5 Instruments of Data Collection 

This study used questionnaire, lesson observation schedule, interview and document 

analysis guide. There were two sets of questionnaires, one for the teachers of English and 

the other for students. 

 

3.5.1 Student Questionnaire (SQ) 

Student Questionnaire was used to collect data from form four deaf students.  

Questionnaires allow the collection of information over a short period of time especially 

when the population is large and time is limited (Gall, Gall & Borg, 2007) hence considered 

appropriate for this study. This instrument was divided into four sections which focused on 

the use of teaching and learning resources, attitude towards reading, students‟ learning 

strategies and teaching strategies. The information collected addressed the first, third, fourth 

and fifth objectives of the study. SQ is attached as Appendix I. 
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3.5.2 Teachers of English Questionnaire (TEQ) 

The Teachers of English Questionnaire was used to collect data from the teachers. This 

instrument was divided into three sections which focused on student‟s learning strategies, 

teacher‟s perspectives on teaching strategies of English reading comprehension and the 

adequacy of teaching and learning resources. The questionnaire items addressed the first, 

second and third objectives of the study. TEQ is attached as Appendix II. 

 

3.5.3 Teachers of English Interview Schedule (TEIS) 

The Teachers of English Interview Schedule was used for in-depth interviews with the 

teachers of English. The instrument enabled the collection of information that could not be 

directly observed. It also complemented the questionnaire in the collection of information 

related to teaching and learning strategies. The interview items addressed the first and 

second objectives of the study.  TEIS is attached as Appendix III. 

 

3.5.4 Lesson Observation Schedule (LOS) 

A lesson observation schedule was used during English reading comprehension lessons. The 

LOS was divided into three sections meant to collect information on teaching strategies 

(Section A), deaf students‟ learning strategies (Section B) and the nature of classroom 

interaction (Section C). Observations allow the researcher to see what the respondents 

actually do rather than what they say they do (Gall, Gall & Borg, 2007). The use of 

observation in this study therefore helped to confirm teachers‟ and students‟ responses in 

questionnaires and interviews. It also provided an opportunity for analyzing teachers‟ and 

students‟ behavior in the classroom. 
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In establishing the nature of classroom interaction during reading comprehension lessons, an 

adapted version of Craig and Collins (1970) category system of communicative interaction 

in classrooms for the deaf was used. The adaptations included using eight modes of 

communication which were relevant to this study instead of the original ten. The time 

interval for recording the categories was increased from the original three to five seconds to 

accommodate the extra time used when signing. 

 

The analysis consisted of 10 interaction categories and 8 modes of communication between 

deaf students and teachers. The categories for teacher talk included: accepting feeling (1); 

praising or encouraging (2); accepting ideas (3); asking questions(4); lecturing(5); giving 

directions(6); and criticizing or justifying authority(7); Student talk categories included 

student response(8) and student initiation(9). Category 10 denoted silence or confusion.  The 

modes of communication on the other hand included: combined(C), finger spelling (F), 

evasive action (E), manual (M), gesture (G), speech (S), non-manual signals (N) and written 

(W). 

 

The researcher considered 20 minutes of active interaction between the teacher and students 

during the lesson in determining the nature of classroom interaction. A blank observation 

sheet was used to code the interaction categories and the communication modes used. At the 

end of each five seconds interval, the symbols of the system which represent the category 

and mode of communication which occurred during that interval were recorded. For 

example, if the teacher asked the class the date, using speech, the symbols 3S were recorded. 

In this instance, the 3 represented teacher question and the S represented speech. If a student 

responded during the next five seconds, interval using finger spelling, the symbols 9F were 
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recorded, 9 signifying student response and the F signifying finger spelling mode. A one 

second silence was indicated by # mark while # # # # # indicated a continuous 5-second 

pause. A slash mark (/) indicated that the speaker had been interrupted. Lesson Observation 

Schedule (LOS) and the adapted Craig and Collins (1970) category system of 

communicative interaction in classrooms for the deaf are attached as Appendix IV and V 

respectively. 

 

3.5.5 Document Analysis Guide (DAG) 

Document analysis is a technique used to categorise, investigate, interpret and identify the 

limitations of written documents (Payne & Payne, 2004).  It has the potential for revealing 

information that a respondent is not ready to share or may not be available during 

observations. It further provides first-hand information on the kind of written feedback given 

by students (Merriam, 2001). Achievement tests have been recognized as crucial documents 

for establishing the influences of teaching methods (Best &, Kahn, 2006). 

 

This study therefore used a document analysis guide to obtain information about deaf 

students‟ achievement in English reading comprehension, knowledge of grammar and 

vocabulary. The documents analyzed included form four deaf students‟ county mock 

English paper two examination marked scripts. The county mock examination was 

considered appropriate for this study, first, because it has been found to be a strong predictor 

of students‟ performance in KCSE (Njuguna, 2006; Kipng‟etich, 2012; Odhiambo, 2013; 

Andala, Digolo & Kamande, 2014). Secondly, the examination is comprehensive and done 

at a time when form four students have covered much of the syllabus content. Analyzing the 

results would therefore give a clear picture of the final product of the teaching and learning 
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practices employed in English reading comprehension. Finally, individual students‟ marked 

scripts were accessible. This made it possible to obtain detailed information on achievement 

in reading comprehension, grammar and vocabulary which would otherwise not be available 

in the final records. 

 

The county mock English examination for each school was different given that the 

secondary schools were located in different counties. The analysis of achievement in reading 

comprehension therefore involved three different passages, two of which were expository 

while one was narrative. The expository passages tackled health and literacy topics. From 

the curriculum content, the topics were found to be relevant and within the students‟ 

knowledge. The passages had 620, 740 and 960 words. The reading comprehension section 

of paper two was marked out of twenty in all the three passages. Part of the comprehension 

questions in each of the passages tested knowledge of English grammar.  The testing of 

knowledge of grammar involved at least one question which required students to rewrite a 

sentence by changing its tense or starting it with an adverb. The sentences were derived 

from the passage. In addition, the last section (question 4) of each paper tested knowledge of 

English grammar. This provided additional information on the achievement of deaf students 

in English grammar. 

 

Vocabulary knowledge was established by analyzing the achievement of deaf students in 

vocabulary which was the last question among the reading comprehension questions. 

Contextual vocabulary knowledge was tested in all the papers. This involved students 

explaining the meaning at least two and a maximum of four vocabulary items as used in the 

passage. A correct response on each of the vocabulary items was awarded one mark. The 
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researcher further asked individual students to underline on their scripts the difficult words 

they encountered while reading the passages.  Word counts of the difficult words helped in 

establishing the extent to which deaf students understood the words used in the passages 

(contextual vocabulary knowledge). In this study, the set threshold for effective 

comprehension was knowledge of at least 90.0% of the words in the passage as 

recommended by Hirsh (2003), Sedita (2005) and Johns (2009). Document Analysis Guide 

is attached as Appendix VI. 

 

3.6 Validity and Reliability of Research Instruments 

3.6.1  Validity of the Research Instruments 

Validity refers to the degree to which results obtained from analysis of data actually 

represent the phenomenon under study (Mugenda & Mugenda, 2003). In this study, face and 

content validity were considered. Face validity is a qualitative means of ascertaining 

whether a measure on the face of it appears to reflect the content of a concept (Bryman & 

Bell, 2003). Content validity, on the other hand, is a qualitative means of ensuring that a 

measure includes an adequate and representative set of items to cover a concept (Drost, 

2011). Consequently, the determination of the face and content validity of the research 

instruments in this study guaranteed accuracy and connection among the questions asked 

and variables measured. Normally, face and content validity are ensured by obtaining 

subjective judgments by the experts in the concerned field (Bryman & Bell, 2003; Sekaran, 

2003). The research instruments for this study were presented to experts in the School of 

Education who judged the face and content validity of the instruments independently and 

made recommendations. Adjustments were then made based on their recommendations 

before the instruments were used in the field. 
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3.6.2 Reliability of the Research Instruments 

According to Best and Kahn (2006), reliability refers to the extent to which a research 

instrument measures whatever it is meant to measure consistently. The reliability of the 

research instruments was established through a pilot study in one of the secondary schools 

for the deaf, involving 1 teacher (8.3%) and 9 students (10.2%) who did not take part in the 

actual study. Test re-test method was used to establish the reliability of the questionnaire and 

interview schedule. The instruments were administered twice at an interval of two weeks.  

Pearson‟s product moment correlation coefficient was used to establish the reliability of the 

students‟ attitude scale and teachers‟ perspectives scale. The acceptable reliability 

coefficient was set at of 0.70 and above at an alpha level of 0.05 as recommended by 

Wuensch (2012).   The two yielded reliability coefficients of 0.74 and 0.78 respectively 

hence accepted. Responses from the two administrations of the interviews were counter 

checked thematically to ascertain consistency. Any inadequacies, inconsistencies and 

weaknesses of the research instruments identified during the pilot study were corrected. 

 

Inter-rater reliability was used to establish the reliability of lesson observation schedule. 

Inter-rater reliability refers to the degree to which two or more observers make consistent 

estimates of the same phenomenon (Cohen, Manion & Morrison, 2007). In this study, a 

teacher of the deaf who had been trained by the researcher on the coding process was 

involved in the observation of the videos recorded during reading comprehension lessons. 

Both the researcher and the teacher checked the teaching and learning strategies used. In 

addition, they coded the categories and modes of interaction in establishing the nature of 

classroom interaction. A percentage of agreement was obtained by dividing the number of 

times the researcher and the teacher agreed by the total number of ratings. The acceptable 
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level of agreement was set at 80.0% and above which is the conventionally accepted level of 

agreement for inter-observers (Leslie & Reilly, 1999; Barlow et al., 2008 & Cooper et al., 

2007 in Matella, Nelson, Morgan & Marchlands, 2013). 

 

3.7 Data Collection Procedures 

Before conducting the research, permission was sought from the School of Graduate Studies 

Maseno University. Courtesy calls were paid to the County Education Officer‟s (formerly 

known D.E.O.) offices. Thereafter, a visit to the schools was made to: obtain permission 

from the principals on behalf of the students; meet the respondents for public relations; and 

make necessary arrangements. Subsequent visits were made to the schools for collection of 

marked scripts, classroom observations, interviews and distribution of the questionnaires. 

 

The first visit to the schools was done after the County Mock examinations had been 

marked. This enabled the researcher to have the students underline difficult words 

encountered in the reading comprehension passages and make copies of individual student 

Paper 2 marked scripts. Each student was given a code number which was assigned to 

respective scripts and questionnaires for identification purposes. 

 

 The second visit was made to the schools to conduct classroom observations, interviews and 

distribute questionnaires. This exercise took two days in each school. In the administration 

of the questionnaires each of the respondents was given a copy of the questionnaires and 

advised not to write their names on it. The researcher then explained the purpose of the 

study and assured the respondents of confidentiality of information provided. The need to 

provide honest responses was emphasized. Moreover, the researcher explained to the 

students in KSL the instructions and other terms used in the questionnaire for better 
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understanding. Clarifications were also provided upon request. After filling in the 

questionnaires, they were immediately collected to avoid loss and collusion. Teachers of 

English supervised the students as they filled in the questionnaires while a research assistant 

recorded the videos.  

 

One reading comprehension lesson was observed for each teacher of English. Every single 

observation was video recorded for the 40 minutes lesson time. This enabled the researcher 

to capture and analyze all aspects of the teaching and learning process during reading 

comprehension lessons.  It also provided a permanent resource which according to Orlova 

(2009) could be retrieved repeatedly to observe various aspects of classroom practice. With 

the help of a research assistant, two video cameras were set at the most appropriate view 

points in the classroom. One camera captured the teacher while the other one captured the 

students. To reduce observer effect, students and teachers were prepared beforehand about 

the use of video recording and its purpose. The researcher played the role of a non-

participant observer in the classroom by sitting at the back of the classroom taking notes as 

video recording progressed. 

 

Each teacher was engaged in a face to face interview in a separate venue after the lesson 

observation. This provided confidentiality for the teachers and an opportunity for the 

researcher to seek clarifications on issues observed. The teachers were encouraged to 

provide their opinions voluntarily and openly without being confined to the interview 

questions. The researcher took notes on the teachers‟ responses as the interview progressed. 
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3.8    Methods of Data Analysis 

Quantitative data collected from close-ended questionnaire items, lesson observation 

schedules and document analysis was analysed using descriptive statistics such as means, 

frequency counts and percentages. It was presented using frequency tables and pie charts. 

Qualitative data collected from open-ended questions, was analysed and organised in an 

ongoing process according to the themes, sub-themes, categories and sub-categories that 

emerged.  

 

A rating scale was used to establish the attitude of deaf students towards reading and 

perspectives of teachers of English on reading comprehension teaching strategies. The 

positively stated items on attitude scales were coded on a five points rating scale. The score 

values were assigned as follows: Definitely True (DT) = 5 points, True (T) = 4 points, 

Somewhat True (ST) =3 points, Not True (NT) = 2 points and Definitely Not True (DNT) 

=1 point. For negatively stated statements, the scoring procedure was reversed as follows: 

Definitely True (DT) = 1; True (T) = 2; Somewhat True (ST) = 3; Not True (T) = 4; and 

Definitely Not True (DNT) = 5. Teachers‟ perspective and students‟ attitude were calculated 

by first summing up scores of individual teachers and students for each of the statements. 

The sum was then divided by the number of respondents to get the mean score for each 

statement. The mean scores were then summed up and divided by the number of statements 

to get the overall mean that represented the perspective or attitude. A mean score of 2.9 and 

below was interpreted as negative, between 3.0 and 3.4 as neutral and 3.5 and above as 

positive. 
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Pearson‟s product moment correlation (r) was used to establish the influence of knowledge 

of grammar on deaf students‟ academic achievement in English reading comprehension. It 

was similarly used to establish the influence of attitude towards reading on deaf students‟ 

academic achievement in English reading comprehension. The significance level (α) was set 

at 0.05. 

 

In reporting data from interviews, teachers were assigned numbers from teacher 1 to 11. The 

numbers were used as pseudonyms for the purpose of confidentiality. Teachers were 

therefore referred to by these numbers while reporting data from interviews. 
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CHAPTER FOUR 

RESULTS AND DICUSSION 

4.1 Introduction 

This chapter presents the results and discussion of the data collected on the teaching and 

learning of English reading comprehension and the implications on academic achievement 

of deaf students in secondary schools in Kenya. Findings of the study are presented and 

discussed according to the research objectives. The objectives were to:  find out how reading 

comprehension is taught in secondary schools for the deaf; determine the perspectives of 

teachers of English on reading comprehension teaching strategies; find out the learning 

strategies used by deaf students in English reading comprehension; establish the influence of 

deaf students‟ attitude towards reading on achievement in English reading comprehension; 

and determine the influence of knowledge of English vocabulary and grammar  on deaf 

students‟ achievement in English reading comprehension. 

 

4.2  How English Reading Comprehension is taught in Secondary Schools for the 

Deaf and the Implications on Academic Achievement 

The first objective of this study was to find out how English reading comprehension is 

taught in secondary schools for the deaf and the implications on academic achievement. 

Specifically, the study aimed at finding out the teaching strategies used, the nature of 

classroom interaction, language of instruction and the use of teaching and learning resources 

during English reading comprehension lessons.  
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4.2.1 Teaching Strategies Used in English Reading Comprehension 

Data regarding the teaching strategies used in English reading comprehension was collected 

through questionnaires, classroom observations and interviews. Students were asked to 

indicate, in the questionnaires, the teaching strategies that teachers of English used during 

reading comprehension lessons. Their responses are summarized in Table 3. 

Table 3: Teaching Strategies used in English Reading Comprehension as Reported by 

Students (n=79) 

f - Frequency  

 Strategy Very  Often 

f (%) 

Often 

f (%) 

Sometimes 

f (%) 

Hardly 

f (%) 

Never 

f (%) 

1. Teaching vocabulary 11(13.9) 16(20.3) 26(32.9) 18(22.8) 8(10.1) 

2. Teaching story grammar 

and text structure 

7(8.9) 12(15.2) 18(22.8) 30(38.0) 12(15.1) 

3. Repeated reading 19(24.0) 24(30.4) 14(17.7) 12(15.2) 10(12.7) 

4. Activation of  students‟ 

background knowledge 

25(31.6) 21(26.6) 13(16.5) 11(13.9) 9(11.4) 

5. Retelling  33(41.8) 21(26.6) 11(13.9) 8(10.1) 6(7.6) 

6. Skimming and scanning 6(7.6) 9(11.4) 22(27.8) 32 (40.5) 10(12.7) 

7. Dramatisation 8(10.1) 9(11.4) 18(22.8) 31(39.2) 13(16.5) 

8. Summarisation 13(16.5) 11(13.9) 21(26.6) 20(25.3) 14(17.7) 

9. Reading aloud 20(25.3) 17(21.5) 24(30.4) 11(13.9) 7(8.9) 

10. Silent reading 27(34.2) 23(29.1) 12(15.2) 9(11.4) 8(10.1) 

11. Group reading 23(29.1) 15(19.0) 17(21.5) 13(16.5) 11(13.9) 

12. Questioning 47(59.5) 16(20.3) 7(8.9) 5(6.3) 4(5.0) 

13. Use of visual aids 5(6.3) 13(16.5) 17(21.5) 28(35.4) 16(20.3) 

14. Peer tutoring 14(17.7) 26(32.9) 20(25.3) 12(15.2) 7(8.9) 

15. Demonstration 8(10.1) 10(12.7) 17(21.5) 29(36.7) 15(19.0) 

16. Discussion 36(45.6) 14(17.7) 13(16.5) 8(10.1) 8(10.1) 
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As evident in Table 3, questioning 47(59.5%), discussion 36(45.6%), retelling 33(41.8%) 

and silent reading 27(34.2%) were the strategies that were used very often. Strategies that 

were hardly used included skimming and scanning 32(40.5%), dramatisation 31(39.2%), 

teaching of story grammar/text structure 30(38.0%), demonstration 29(36.7%) and use of 

visual aids 28(35.4%). These findings signify that the teaching strategies that were used 

frequently in English reading comprehension according to students were questioning, 

discussion, retelling and silent reading.  

 

Questioning, retelling, discussion and silent reading were some of the strategies indicated by 

Luckner and Handley (2008) and Gathumbi and Masembe (2005) as effective in teaching 

reading comprehension. Their regular use in this study coincides with the results of Udosen 

(2011) and Ludago (2014) which showed that the same strategies were commonly used in 

teaching reading in Nigeria and Ethiopia. Questioning, retelling and discussion call for 

active learner participation. Employment of the strategies by teachers of English therefore 

indicated an attempt to engage learners in the teaching and learning process. On the other 

hand, silent reading offered the students a chance to interact with the text independently. 

The consistent use of only four strategies, however, depicted underutilization of the 

available effective strategies of teaching English reading comprehension stipulated in the 

curriculum (KIE, 2004). It also contradicts Slavins (2000) conception of effective teaching 

in which teachers are expected to use varied strategies to accommodate the needs and 

learning styles of each individual student in the classroom.  

 

The frequent use of only four strategies further suggests a traditional approach towards the 

teaching of reading comprehension which puts less demand on the teacher. It also shows 
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ignorance or reluctance of teachers to try out new strategies. This further explains why 

strategies such as skimming and scanning, dramatization, teaching of story grammar and 

text structure, demonstration and use of visual aids were rarely used.  Deaf students 

experience an array of challenges in reading which cannot be addressed by only four 

strategies. They require adequate exposure to the use of skills such as summarisation, 

skimming and scanning, use of background knowledge and understanding the story 

grammar/texture through modeling and explicit teaching. Lack of this experience especially 

in the classroom context therefore puts them at risk of reading failure since they are not 

adequately equipped with the essential skills of handling a reading task. 

 

The researcher also carried out observations to establish the teaching strategies used during 

English reading comprehension lessons. The results are presented in Table 4.  
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Table 4: Teaching Strategies in English Reading Comprehension as Observed (n=11) 

Key: Outstanding (O), Well Demonstrated, (WD) Satisfactory (S), Not Satisfactory (NS),    

 NU- Not used, f - Frequency  

 

Table 4 shows the teaching strategies used in English reading comprehension as observed by 

the researcher. From Table 4, the teaching strategies that were commonly used included 

questioning 11(100.0%), silent reading 8(72.7%) and retelling 6(54.5%). Of the three 

strategies, only questioning was outstanding in 4(36.4%) of the classes observed. Strategies 

 STRATEGY O 

f (%) 

WD 

 f (%) 

S 

f (%) 

NS 

f (%) 

NU 

f (%) 

1. Teaching vocabulary 0(0.0) 0(0.0) 0(0.0) 5(45.5) 6(54.5) 

2. Teaching story grammar 

and text structure 

0(0.0) 0(0.0) 0(0.0) 0(0.0) 11(100.0) 

3. Repeated reading 0(0.0) 0(0.0) 2(18.2) 0(0.0) 9(81.8) 

4. Activation of students‟ 

background knowledge 

3(27.3) 1(9.1) 1(9.1) 0(0.0) 6(54.5) 

5. Retelling in K.S.L 2(18.2) 0(0.0) 0(0.0) 4(36.4) 5(45.4) 

6. Skimming and scanning 2(18.2) 0(0.0) 0(0.0) 0(0.0) 9(81.8) 

7. Dramatisation 1(9.1) 0(0.0) 0(0.0) 0(0.0) 10(90.9) 

8. Summarisation 0(0.0) 0(0.0) 0(0.0) 2(18.2) 9(81.8) 

9. Reading aloud 2(18.2) 0(0.0) 0(0.0) 2(18.2) 7(63.6) 

10. Silent reading 0(0.0) 0(0.0) 0(0.0) 8(72.7) 3(27.3) 

11. Group reading 2(18.2) 1(9.1) 0(0.0) 2(18.2) 6(54.5) 

12. Questioning 4(36.4) 2(18.2) 2(18.2) 3(27.3) 0(0.0) 

13. Use of visual aids 0(0.0) 0(0.0) 0(0.0) 0(0.0) 11(100.0) 

14. Peer tutoring 1(9.1) 1(9.1) 0(0.0) 0(0.0) 9(81.8) 

15. Demonstration 0(0.0) 0(0.0) 0(0.0) 0(0.0) 11(100.0) 

16. Discussion 3(27.3) 2(18.2) 0(0.0) 0(0.0) 6(54.5) 
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such as teaching of story grammar and text structure, demonstration and the use of visual 

aids were not used in all the classes observed.  

 

The finding that questioning, silent reading and retelling were the regularly used teaching 

strategies from the observations concurs with students‟ reports in which the same strategies 

were commonly used. It also corresponds with findings by Udosen (2011) and Ludago 

(2014) on the frequently used strategies in teaching reading in Nigeria and Ethiopia. 

Similarly, strategies such as teaching of story grammar/text structure, demonstration and the 

use of visual aids were rarely used from students‟ reports and observations. It is, however, 

worth noting that from observations the questioning, silent reading and retelling strategies 

were not effectively used. 

 

Effective use of the questioning strategy entails combining both high and low cognitive 

questions (Cotton, 1989). Observations, however, revealed that the use of questioning was 

outstanding in 4(36.4%) classes only. Teachers in these classes combined display questions 

(low cognitive) and referential questions (high cognitive). In the rest of the classes, much of 

the questioning was done using display questions. Display questions require students to 

simply recall previously read information. Their use therefore limits the students‟ ability to 

engage in higher level thinking skills such as inference, analysis, evaluation, synthesis, 

prediction and critiquing which are vital in reading comprehension. 

 

Effective use of silent reading on the other hand necessitates the combination of the strategy 

with other strategies such as guided oral reading. Specifically, when the strategy is used 

alone, it is difficult for the teacher to detect whether the students are actually reading or 

pretending to read (Hierbert & Reutzel, 2010). The use of silent reading in this study would 
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therefore be considered insufficient given that it was not combined with other strategies such 

as guided oral reading. This also implied that there was no reinforcement of reading 

strategies, constant feedback or support from the teacher which would help the students to 

develop independent reading comprehension skills. 

 

Retelling was one of the strategies used by teachers to test students‟ comprehension. In all 

the classes observed retelling was done by students in KSL. The use of the strategy was 

outstanding in only two classes where students included all the details of the text in their 

narrations. The titles of the texts read were „The Beauty Contest‟ and „The Hare and the 

Tortoise’. These texts seemed simple in nature and within students‟ background knowledge.  

In the rest of the classes, the use of the strategy was ineffective given that students missed 

important ideas in the text or could not retell the text. In addition, teachers failed to provide 

corrective feedback promptly if the students missed important aspects of the text when using 

the strategy as recommended by Andrews (1988). This may be attributed to lack of 

understanding of what students were signing due to deficiencies in KSL or an oversight. 

 

Evidence from observations and students‟ reports shows that there was minimal use of 

visual aids in teaching English reading comprehension. This finding concurs with a study by 

Ogada (2012) study which also established that the use of visual aids in the teaching of 

English composition was minimal in primary schools for the deaf in Nyanza province. The 

rare use of visual aids by teachers can be attributed to inadequate time for preparation, lack 

of creativity or limited material and resources. Lack of visual aids during the teaching and 

learning process limits deaf students‟ avenues for sourcing extra information given their 

dependence on the visual modality. It also leads to a labored process of teaching and 
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learning given the teachers‟ incompetence in sign language which eventually affects 

student‟s comprehension. 

 

Through observation, the study further established the reading phases during which various 

teaching strategies were used. The results are presented in Table 5. 

Table 5: Teaching Strategies in English Reading Comprehension and Phase when Used 

as Observed (n=11) 

f- frequency 

 Strategy Pre-

Reading 

Phase 

f (%) 

During 

Reading 

Phase 

 f (%) 

Post 

Reading 

Phase 

f (%) 

Not Used 

at All 

 

f (%) 

1. Teaching vocabulary 0(0.0) 0(0.0) 5(45.5) 6(54.5) 

2. Teaching story grammar and 

text structure 

0(0.0) 0(0.0) 0(0.0) 11(100.0) 

3. Repeated reading 0(0.0) 2(18.2) 0(0.0) 9(81.8) 

4. Activation of students‟ 

background knowledge 

8(72.7) 0(0.0) 0(0.00 3(27.3) 

5. Retelling  0(0.0) 0(0.0) 6(54.5) 5(45.5) 

6. Skimming and scanning 0(0.0) 0(0.0) 2(18.2) 9(81.8) 

7. Dramatisation 1(9.1) 0(0.0) 0(0.0) 10(90.9) 

8. Summarisation 0(0.0) 0(0.0) 2(18.2) 9(81.8) 

9. Reading aloud 0(0.0) 4(36.4) 0(0.0) 7(63.6) 

10. Silent reading 0(0.0) 8(72.7) 0(0.0) 3(27.3) 

11. Group reading 0(0.0) 5(45.5) 0(0.0) 6(54.5) 

12. Questioning 0(0.0) 0(0.0) 11(100.0) 0(0.0) 

13. Use of visual aids 0(0.0) 0(0.0) 0(0.0) 11(100.0) 

14. Peer tutoring 0(0.0) 0(0.0) 2(18.2) 9(81.8) 

15. Demonstration 0(0.0) 0(0.0) 0(0.0) 11(100.0) 

16. Discussion 0(0.0) 0(0.0) 5(45.5) 6(54.5) 
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Table 5 shows the phases of reading in which teaching strategies were used. From the table, 

the most frequently used teaching strategies before, during and after reading were activation 

of students‟ background knowledge 8(72.7%), silent reading 8(72.7%) and questioning 

11(100.0%) respectively. 

  

The pre-reading stage is a preparation stage in which teachers are expected to employ 

strategies such as teaching of vocabulary; activation of students‟ background knowledge; 

surveying the text, discussion of the text title, pictures and illustrations, topic sentences and 

main idea; prediction; and use of instructional aids to set a context (Gathumbi & Masembe, 

2005; Pinnell, 2002; Readence, Moore & Rickelman, 2004; McCormick, 2007; McIntyre, 

2007, Udosen, 2011).  Observations, however, revealed that none of the teachers applied 

other strategies apart from activating the students‟ background knowledge. This finding 

concurs with a study by Udosen (2011) which established that teachers rarely utilized 

diverse teaching strategies that actively prepared students for construction of meaning from 

the text. The finding nonetheless defies the recommendation of the Secondary Education 

English Curriculum for the deaf, that teachers of English carefully devise pre-reading 

activities that will make reading fulfilling (KIE, 2004). Considering the limited background 

knowledge that deaf students possess on various topics, there is need to adequately prepare 

them in advance on the text they are about to encounter. This creates awareness about the 

text and establishes a mental framework for reading. It further builds students‟ interest and 

confidence in approaching the text. Otherwise, inadequate preparation at the pre-reading 

phase implies that students approach the task without a purpose and are not stimulated 

enough to engage in higher order thinking that would facilitate comprehension. 
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From the observations (see Table 4) the teaching of vocabulary was found to be 

unsatisfactory. This is because in all the classes observed, teachers attempted to teach 

vocabulary provided in the text after the students had finished reading as evident in Table 5. 

In addition, none of the teachers was able to teach all the difficult words provided in the text. 

Students were left to check the remaining vocabularies in the dictionary on their own. When 

teachers engaged students in checking out vocabularies in the dictionaries, the latter ended 

up finger spelling words in the dictionary or providing varied meanings of the word from the 

dictionary. This was an indication of low vocabulary knowledge, lack of sign equivalents for 

the words and difficulties in relating the dictionary to text meanings. Interviews with the 

teachers revealed that relating dictionary and text meanings of vocabulary was one of the 

concepts that was challenging to deaf students. Most teachers 9(81.8%) further reported that 

in order to save time, they preferred to discuss the vocabularies provided in the text rather 

than allowing students to report the new words encountered. The explanation provided was 

that when students were given the chance to recount the vocabularies they ran into, they 

ended up supplying too many of them that could not all be discussed within a lesson.  

 

The teaching of vocabulary after reading contradicts the recommendations by Sandra (2005) 

on the teaching of new vocabulary to deaf students prior to reading. It futher disagrees with 

deaf students‟ preference of teaching vocabulary before reading as reported by Herzig 

(2009). The implication is that the students approach the reading task without understanding 

the key words necessary for comprehension. Further, the tendency of deaf students to 

provide more vocabularies when given an opportunity suggests the need for intensive 

teaching of vocabulary and the involvement of students in the choice of the vocabulary to be 
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taught. This should be done before reading to ensure that learners understand the words they 

read for comprehension purposes. 

 

During reading is the active stage of constructing meaning from the text. Effective teaching 

strategies during this stage include silent reading, guided reading, demonstrations, modeling, 

explanations, definitions and clarifications (Gathumbi & Masembe, 2005; Pinnell, 2002; 

Readence, Moore & Rickelman, 2004; McCormick, 2007; McIntyre, 2007, Udosen, 2011). 

From observations however, only silent reading was commonly used during this stage. No 

attempts were made by the teachers to model reading through strategies such as reading 

aloud or use of context clues to arrive at meaning of unknown words. This finding 

corresponds with Udosen (2011) study which established that teachers did not model 

reading to their students. Nonetheless, it contrasts deaf students‟ preference for model 

reading by the teacher which facilitated understanding of the text as established by Herzig 

(2009). Lack of modeling, monitoring, guidance and corrective feedback from the teacher 

indicates a passive role of the teacher during this phase. The implication is that students are 

not empowered to monitor and control their reading strategies. They also become less 

cognitively engaged during the reading process and this affects their overall comprehension 

of the text.  

 

The post reading phase involves consolidation and elaboration on understanding the text. 

Teachers and students are expected to engage in activities such as discussing and 

summarizing, retelling, appreciation, questioning and word work (Gathumbi & Masembe, 

2005; Pinnell, 2002; Readence, Moore & Rickelman, 2004; McCormick, 2007; McIntyre, 

2007, Udosen, 2011). Observations, however, indicated that most teachers utilized the 
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questioning strategy only. In addition, the questions asked were limited to what was set in 

the core textbooks. This finding matches Udosen (2011) study which found out that none of 

the teachers tried questions outside those set in the text. Questioning is one of the traditional 

strategies commonly used to check understanding. Its use in this study, especially after 

reading, signifies a traditional approach towards the teaching of reading with the ultimate 

goal of assessing. This can be attributed to reluctance by the teachers in trying out new 

methods and their perception towards strategies such as summarisation which was found to 

be negative (see Table 11). Such a disposition does not develop deaf students‟ critical 

thinking skills after reading such as inference, evaluation and application. It also 

contravenes the purpose of reading and puts the students at risk of failure in reading. 

 

Through interviews, teachers recounted the teaching strategies they preferred in teaching 

English reading comprehension and the rationale for adopting them.  The strategies that 

were preferred by most teachers included questioning, silent reading, retelling, discussion 

and peer tutoring. The questioning strategy was preferred because it helped in checking 

understanding and keeping the students attentive. Silent reading was favored because it 

saved time while retelling aided in ascertaining comprehension of the whole text. On the 

other hand, discussion captivated students‟ interests and enhanced learner participation. It 

also enabled the students to learn from their peers. Peer tutoring compensated the teachers‟ 

challenges in communication. The foregoing reasons for preference of the four strategies 

were informed by the following remarks:  

“I prefer questioning because it helps me test students’ comprehension and capture 

their attention.” (Teacher 8) 
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“I always use silent reading because it saves time. When deaf students sign and 

read, more time is consumed and I am not able to cover what I had planned 

(Teacher, 1). 

 

“It is only through retelling that I am able to truly establish whether a deaf student 

has comprehended the whole text or not.” (Teacher 11)   

 

“I like discussion especially after reading because it captivates deaf students’ 

interest, provides an opportunity for them to participate and, makes the class lively. 

The students also exchange ideas and learn from each other. ” (Teacher 2) 

 

“Sometimes when I explain a concept through signing, students do not understand 

me, but when a peer explains to them the same concept, they are able to 

understand.”(Teacher 6) 

 

 

The reports by the teachers of English on the preferred teaching strategies indicate that none 

of them had an inclination towards effective strategies such as the teaching of vocabulary, 

the teaching of story grammar/structure, demonstration (explicit teaching of reading 

strategies), skimming, scanning, use of visual aids and summarisation. This implied a lack of 

awareness on the importance of the strategies to deaf students or rigidity in trying out new 

strategies.  This could be detrimental to deaf students‟ academic achievement given that 

some of the skills such as summarisation, knowledge of English vocabulary and grammar 

are vital in reading comprehension.  

 

4.2.2  Nature of Classroom Interaction 

Data regarding classroom interaction was collected and analysed using Craig and Collins 

(1970) adapted category system of communicative interaction in classrooms for the deaf.  

The results are captured in Table 6 and 7. 
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Table 6: Nature of Classroom Interaction as Observed (n=11) 

 

 Category Frequency Percentage 

1. Accepts feeling 11 0.4 

2. Praises or encourages 31 1.2 

3. Accepts or uses students‟ ideas 153 5.8 

4. Asks questions 462 17.5 

5. Lecturing 357 13.5 

6. Giving directions 368 13.9 

7. Criticizing or justifying authority 8 0.3 

8. Student-talk-response 1023 38.8 

9. Student-talk-initiation 14 0.5 

10. Silence or confusion 213 8.1 

 TOTAL 2640 100 

 

 

Table 6 shows the nature of classroom interaction during English reading comprehension 

lessons in secondary schools for the deaf. From the table, much of students talk 

1023(38.8%) occurred in the form of responses to teacher questions. There was minimal 

14(0.5%) initiation of the talk by students. Teacher talk, in contrast, was characterized by 

the asking questions 462(17.5%), giving directions 368(13.9%) and lecturing 357(13.5%). It 

is therefore evident that classroom interaction was dominated by teachers by asking 

questions and giving directions. Much of the student talk was based on responses rather than 

initiation. 

 

The finding that teachers of English dominated classroom interaction is consistent with 

studies by Craig and Collins (1970) and Kim and Hupp (2005) which established that 

special education teachers dominated classroom interactions and were more directive than 

responsive. The finding that questioning and the provision of directions characterized the 
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teacher talk in this study however disagrees with Bett‟s (2008) and Ogutu‟s (2012) results 

which indicated that teacher talk was characterized by lecturing. Some of the factors that 

may have contributed to the teachers‟ dominance in classroom interaction as observed 

included: teachers focusing on bright students only, students‟ difficulties in English, 

students‟ lack of confidence and fear of making mistakes, and inability to understand 

teachers' instructions. 

 

The dominance of teacher talk during classroom interaction can also be attributed to the type 

of questions asked by the teachers.  Out of the 462 times that teachers asked questions only 

44(9.52%) of the questions were inferential. This implied that much of the teacher 

questioning strategy was through display questions. The questions required short responses 

which limited the engagement time of students. Longer responses only occurred when 

students were asked to retell a personal experience which was done by few students in the 

classroom. The dismal performance by deaf students in English necessitates the provision of 

opportunities in which they can learn and develop the skills already acquired. The 

dominance of teachers in classroom interaction therefore denies deaf students the advantage 

of independent thinking, language development and the exercise of skills previously learnt 

which come with genuine classroom interactions. The likelihood of becoming apathetic 

towards the learning process is also possible since the students are not actively engaged. 

 

The modes of communication used during the teacher and student talk were also established 

using the Craig and Collins (1970) category system. The results are shown in Table 7. 
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Table 7: Mode of Communication used During Student and Teacher Talk (n=11) 

 

  Teacher Talk Student Talk 

 Mode of communication Frequency Percentage 

 

Frequency 

 

Percentage 

 

1. Combined(Sign and Speech) 702 50.5 0 0.0 

2. Signing 496 35.7 763 73.6 

3. Writing 124 8.9 69 6.7 

4. Finger spelling  22 1.6 150 14.5 

5. Non- manual Signals 15 1.1 24 2.3 

6. Evasive Action 0 0.0 12 1.1 

7. Speech alone 0 0.0 0 0.0 

8. Gestures 31 2.2 19 1.8 

 TOTAL 1390 100 1037 100 

 

 

Table 7 shows the modes of communication used during student and teacher talk. From the 

table, most teachers 702(50.5%) used the combined mode (sign and speech). The use of 

speech alone, touch and evasive action were not observed. Most of the students 763(73.6%) 

conversely used signing alone. The use of speech alone was also not observed among 

students.  These findings indicate that the combined mode (Simultaneous Communication) 

and signing alone were frequently used during teacher and student talk respectively. 

 

The dominant use of Simultaneous Communication (SC) during teacher talk is consistent 

with findings by Adoyo (2004) and Ochwal (2008) that SC was commonly used by teachers 

in schools for the deaf. Omissions and mismatches are, however, inevitable when using SC. 

This leads to distortion of information which makes SC an ineffective mode of 

communication (Adoyo, 1995). The use of this mode therefore has a likelihood of affecting 

deaf students‟ reading comprehension. 
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In addition to signing, finger spelling was the second most used mode of communication by 

deaf students. Finger spelling was mainly used when students either did not know the 

meaning of a word or there was no sign equivalent to it. This mode was, however, rarely 

used by teachers.  In the few instances where it was used, the production was not only slow 

but also characterized by omissions and hesitations. The challenges teachers faced in the use 

of finger spelling might have resulted in teachers opting to write on the blackboard hence the 

rare use of the mode. Finger spelling is one of the modes which deaf teachers incorporate 

into their teaching.  This is done through the chaining procedure where words written on the 

blackboard are linked with both sign and finger spelling (Humphries & MacDougall, 2000).  

The use of this procedure arises from the deaf teachers' intuitions about the complex 

relations of sign, finger spelling and print that need to be developed in the minds of deaf 

students if they are to become skilled readers (Chamberlain & Mayberry, 2000). Teachers of 

English therefore needed to adopt the chaining procedure especially in the teaching of 

vocabulary.   

 

4.2.3  Language of Instruction 

Data regarding language of instruction was collected, analyzed and presented as shown in  

Table 8. 

 

 

 

 

 

 

http://jdsde.oxfordjournals.org/content/12/2/172.full#ref-21
http://jdsde.oxfordjournals.org/content/12/2/172.full#ref-10
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Table 8: Language of Instruction used during English Reading Comprehension as 

Observed (n=11) 

 Language of 

Instruction 

O 

f   % 

WD 

f    % 

S 

f  % 

NS 

f   % 

NU  

f  % 

1. S.E and KSL 0(0.0) 0(0.0) 0(0.0) 8(72.7) 3(27.3) 

2. S.E only 0(0.0 0(0.0) 0(0.0) 2(18.2) 9(81.8) 

3. KSL only 2(18.2) 0(0.0) 0(0.0) 0(0.0) 9(81.8) 

 

KEY: Kenyan Sign Language (KSL), Signed English (S.E), Outstanding (O), Well 

Demonstrated, (WD) Satisfactory (S), Not Satisfactory (NS),   NU- Not used,  

f – Frequency 

 

Table 8 indicates the language of instruction used by teachers of English during reading 

comprehension. From the table S.E and KSL were used in  most classes 8(72.7%), which 

was, however, not satisfactory. S.E alone was used in 2(18.2%) of the classes and its use 

was also not satisfactory. KSL alone was used in 2(18.2%) of the class and its use was 

outstanding. It can therefore be concluded that S.E and KSL were the languages used during 

English reading comprehension lessons. However, their use was not effective. 

 

The Secondary School English curriculum for deaf students (KIE, 2004) recommends the 

use of KSL and Signed English in the teaching of English. The form of Signed English that 

is recommended is Signed Exact English (S.E.E) which follows the grammatical structure of 

English. It is assumed that the use of S.E.E facilitates deaf students‟ acquisition of the 

English grammar. KSL, on the other hand, helps in explaining concepts for comprehension 

purposes. Considering the challenges deaf students experience in L2 acquisition, the use of 

the two languages facilitates learning and competence in English (Cummins, 1991). 
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Nonetheless, the two languages play different roles hence have to be kept separate to avoid 

confusion (Adoyo, 2004). In this study, the use of S.E and KSL was not satisfactory.   First, 

when using S.E, all the teachers could not maintain exact sign-word correspondences during 

the discourse.  Attempts to follow the English word order were made but some words such 

as the articles ended up being omitted. In other instances, teachers signed what was thought 

to convey the intended meaning. Secondly, keeping the S.E and KSL separate during 

classroom discourse was also a challenge. Most teachers 8(72.7%) would start a sentence in 

S.E and end in KSL or mix the two in a single sentence. This was typified in the following 

transcriptions: 

 

1.  Teacher said: Now yesterday I told you to read a story. 

Teacher signed: NOW YESTERDAY I TELL YOU READ STORY, THERE 

THERE TRUE? 

 

2. Teacher said: Same story there is something that brings problem making people to 

suffer a lot. 

Teacher signed: SAME STORY THERE SOMETHING THAT BRING PROBLEM 

MAKE PEOPLE TO SUFFER A LOT  

 

3.  Teacher said: Have you met a person before who is as proud as the hare. 

Teacher signed: YOU MEET BEFORE PERSON PROUD SAME HARE 

 

4. Teacher said: Who is stuck on the way? 

Teacher signed: STUCK WAY 
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5. Teacher said: So we have heard the story from that boy 

Teacher signed: WE HEAR STORY 

 

6. Teacher said: She used a place next to the gate that had an opening 

Teacher signed: USED PLACE NEXT GATE OPENING 

 

In example 1, the teacher starts accurately in S.E.E English but ends up in KSL while in 

example 2, the teacher starts in KSL and ends in English with omissions of suffixes such as 

„ing‟ in the word „making‟. Example 3 is characterized by the teacher speaking in English 

but signing in KSL. The rest of the examples that is 4, 5 and 6 indicate omissions of some 

words with teachers signing what they thought would convey the equivalent meaning. 

 

The ineffective use of S.E.E by the teachers might be attributed to speed differentials when 

speech and signs are used concurrently which forced the teachers to omit signing some 

words in order to synchronise the two. It might also be as a result of inadequate signing 

skills. This finding corresponds with that of Adoyo (1995, 2004) whose results showed that 

teachers of the deaf were not proficient in the use of SC and sign language in general. 

According to Adoyo (2004), S.E and KSL have a separate role in instruction which, if 

appropriately executed, would help deaf students understand the difference between KSL 

and English syntax. The mixing of S.E and KSL by teachers in this study therefore indicates 

a lack of awareness on the role of the two languages in instruction which creates confusion 

of English syntax among students.   
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Deaf students need role models in language use if they are to acquire grammatical English 

which is essential in reading comprehension. Lack of exact representation of the English 

grammar and mixing of KSL and S.E hence leads to poor mastery of English grammar. This 

has implications on achievement in English reading comprehension in that students will 

have difficulty in deriving the correct meaning from various syntactic constructions in the 

text. 

 

4.2.4  The Use of Teaching and Learning Resources in English Reading 

Comprehension 

The use of teaching and learning resources during English reading comprehension lessons 

was established through classroom observations and questionnaires. Data collected was 

analysed and presented in Table 9 and 10. 
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Table 9: The Use of Teaching and Learning Resources by Teachers of English during 

Reading Comprehension as Reported by Students (n=79) 

 Resource Very 

Often 

 

f  % 

Often 

 

   

f  % 

Sometimes 

 

 

f  % 

Hardly 

 

 

f  % 

Never 

 

               

f  % 

1. Real objects 5(6.3) 11(13.9) 16(20.3) 27 (34.2) 20(25.3) 

2. Pictures 9(11.4) 13(16.4) 16(20.3) 32(40.5) 9 (11.4) 

3. Signed videos 4(5.1) 7(8.9) 12(15.2) 13(16.4) 43(54.4) 

4. Computers 5(6.3) 4(5.1) 8(10.1) 23(29.1) 39(49.4) 

5. English textbooks 68(86.1) 5(6.3) 4(5.0) 1(1.3) 1(1.3) 

6. Charts 6(7.6) 6(7.6) 15(19.0) 21(26.6) 31(39.2) 

7. Magazines 4(5.1) 5(6.3) 12(15.2) 25(31.6) 33(41.8) 

8. Newspapers 10(12.7) 14(17.7) 18(22.8) 29(36.7) 8(10.1) 

9. Novels 10(12.7) 11(13.9) 27(34.2) 19(24.0) 12(15.2) 

10. Story books 8(10.1) 14(17.7) 18(22.8) 26(33.0) 13(16.4) 

 

KEY:  f-frequency 

 

Table 9 shows the frequency of use of teaching and learning resources by teachers of 

English as reported by students. From the table, 68(86.1%) of the students reported that 

textbooks were used very often. Majority of students reported that resources such as signed 

videos 43(54.4%), computers 39(49.4%), magazines 33(41.8%) and charts 31(39.2%) were 

never used. It can, therefore, be concluded that the most used teaching and learning 

resources in English reading comprehension according to students were textbooks. 

 

In all the classes observed, no other resources were used in the teaching and learning of 

English reading comprehension except textbooks.  
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The use of textbooks only as observed and reported by students implies that the utilization of 

varied teaching and learning resources during English reading comprehension lessons was 

minimal in secondary schools for the deaf. This finding corresponds with Nganyi‟s (2006) 

report in which textbooks were confirmed to be the most used resources in teaching reading 

in East Africa. It, however, contradicts with Ogada (2012) finding where the chalkboard was 

the most used teaching resource in composition writing in primary schools for the deaf in 

Nyanza province, Kenya. Possible explanations for the common use of textbooks include 

inadequate time for preparation, inadequate reading resources or teachers‟ lack of creativity. 

Text books are a useful resource since they provide a guideline to the content and activities 

that occur within the classroom. However, they cannot be relied on entirely to develop 

communicative language competence, because the answers in many of the activities are very 

predictable and monotonous (Gómez-Rodríguez, 2010). Richards (2001) further asserted 

that textbooks cannot meet the varied needs of the learners.  

 

The use of visual aids during the teaching of deaf students is recommended due to their 

dependence on the visual modality. Unfortunately, observations and reports from students 

indicate that teachers over relied on textbooks and rarely used visual aids in teaching reading 

comprehension. This denies deaf students access to additional information which would 

enhance comprehension. The opportunities of learning new information which lacks in their 

background knowledge and the perfecting of their reading skills are also limited. 

Overreliance on the textbooks in the classroom context makes reading lessons less 

captivating thereby de-motivating students from extensive reading. This eventually 

influences deaf students‟ achievement in English comprehension. 
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Apart from the use of teaching and learning resources in the classroom, additional 

information was sought on the adequacy of the reading resources in the various schools. 

This was done through questionnaires administered to teachers. The results were as shown 

in Table 10. 

 

Table 10: Teachers of English Rating on Adequacy of Reading Resources in the School  

(n=11) 

 Reading Resource 

 

VA 

f    % 

A 

f    % 

I 

f     % 

NA 

f    % 

DK 

f    % 

1. English text books 3(27.3 ) 0(00.0) 8(72.7) 0(0.0) 0(0.0) 

2. Novels 5(45.4) 4(36.4) 2(18.2) 0(0.0) 0(0.0) 

3. Story books 5(45.4) 3(27.3) 3(27.3) 0(0.0) 0(0.0) 

4. Signed videos 0(0.0) 1(9.1) 10(90.9) 0(0.0) 0(0.0) 

5. Visual aids (e.g Charts, 

and pictures) 

0(0.0) 3(27.3) 7(63.6) 0(0.0) 1(9.1) 

6. Newspapers 1(9.1) 4(36.4) 6(54.5) 0(0.0) 0(0.0) 

7. Magazines 0(0.0) 1(9.1) 8(72.7) 2(18.2) 0(0.0) 

8. Computers 0(0.0) 0(0.0) 10(90.9) 1(9.1) 0(0.0) 

 

KEY: VA- Very Adequate A- Adequate I-Inadequate  NA- Not available  

DK- Don‟t Know f-frequency  

 

Table 10 indicates that the reading resources rated by majority of teachers as very adequate 

included novels 5(45.4%) and story books 5(45.4%).  Reading resources that were reported 

by majority of the teachers as inadequate included signed videos 10(90.9%), computers 

10(90.9%), English text books 8(72.7%), magazines 8(72.7 %) visual aids 7(63.6%) and 

newspapers 6(54.5%). Based on these findings, it is evident that English textbooks, signed 
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videos, visual aids, newspapers, magazines and computers were inadequate in secondary 

schools for the deaf in Kenya. 

 

Even though text books were the main resource used in the teaching and learning of reading 

comprehension, teachers‟ reports on the adequacy of resources confirmed that they were 

inadequate in most schools. It was further confirmed during classroom observations that 

only one class (1.9%) had the ideal student-book ratio of 1:1 of the core English text. This 

was comparable to the finding by (Ogada, 2012) that English textbooks were inadequate in 

primary schools for the deaf in Nyanza province, Kenya. The inadequacy of the textbooks 

forced some teachers to use the group reading strategy in which one student read aloud as 

the others watched. This implied that students lacked the opportunity to directly interact 

with the text independently and this was likely to affect their comprehension. 

 

Interviews with the teachers on the reading habits of deaf students further disclosed that, 

despite most schools having adequate story books and novels, the students rarely visited the 

library to borrow the books with an exception of best performing students. Teacher 2, 5, 7 

had this to say: 

“Our school has a lot of novels and story books but deaf students rarely borrow 

them. They gather dust on the shelves.” (Teacher 2) 

 

“Most of the time our students borrow course books and not story books.” (Teacher 

5) 

 

“I normally recommend to my students some of the interesting story books available 

in our library but when I follow it up from the library records only best performing 

students seem to make a point of borrowing them.”(Teacher 7) 
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On the reading habits of deaf students, interviews with the teachers further revealed that deaf 

students read books that had pictures, used simple language and were not voluminous. In 

addition, their engagement in reading was superficial. Teachers 1, 3 5 had this to say: 

“When deaf students borrow reading material such as newspapers their focus is on 

pictures rather than the content.” (Teacher 1) 

 

“Deaf students don’t read. They just skim through books looking at pictures in the 

text. If a book does not have pictures the interest is gone.” (Teacher 3) 

 

“I normally find my deaf students preferring to read short story books that have 

pictures such as those used in primary school.”(Teacher5) 

 

The reports by teachers‟ in the interviews point to the fact that the reading habits of deaf 

students were ineffective in terms of frequency, engagement, skill and purpose. This may be 

attributed to language difficulties; their understanding on the purpose of reading; and 

motivation for reading as established by Parault and Williams (2010). The finding that deaf 

students rarely borrowed story books or novels is commensurate with their own reports on 

spending less time in reading other materials other than text books (see Table 22). It also 

concurs with their understanding of reading as an academic endeavor and not a leisure 

activity (see Table 20). The implication is less practice and exposure to varied texts leading 

to poor reading skills and background knowledge which negatively influences achievement 

in reading comprehension.  

 

4.3  Perspectives of Teachers of English on Reading Comprehension Teaching 

Strategies and its Implications on Academic Achievement 

The second objective of this study was to establish the perspectives of teachers of English on 

reading comprehension teaching strategies and the implications on deaf students‟ academic 

achievement. A rating scale was used to establish the perspectives. Data regarding the 
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perspectives of teachers of English on reading comprehension teaching strategies is 

presented in Table 11. 
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Table 11: Perspectives of Teachers on English Reading Comprehension Teaching 

Strategies (n=11) 

 Statement Mean 

1. Teaching  of  vocabulary found  in  the text  to deaf students  takes  too much of 

the lesson time 

3.82 

2. Teaching English grammar during reading comprehension boosts deaf students‟ 

proficiency in English. 

4.18 

3. Use of repeated reading is irrelevant to deaf students 3.55 

4. Activating deaf students' knowledge about a topic enhances their comprehension 4.27 

5. Deaf students understand best when a text is retold in Kenyan Sign Language 4.55 

6. Understanding the  title of the text helps  deaf students to predict about the text 4.00 

7. Skimming helps deaf students to figure out the key words and ideas in the text. 4.00 

8. Use of  Kenyan Sign Language in English reading comprehension distorts 

meaning 

2.18 

9. Dramatisation does not add value to deaf students‟ reading comprehension 3.91 

10. Summarisation is difficult for deaf students 1.91 

11. Reading aloud interferes with  deaf students‟ ability to follow the story 2.64 

12. Silent reading saves time when teaching reading comprehension to deaf students 3.64 

13. Group reading helps deaf students share ideas 4.00 

14 Use of dictionaries doesn't improve reading comprehension among deaf students  2.00 

15. Questioning during reading helps in checking deaf students‟ comprehension 4.00 

16. Use of visual aids  does not enhance deaf students' reading comprehension 4.45 

17. Deaf students can never learn how to locate important information in a text  

through scanning 

3.91 

18.  Deaf students understand best when their peers explain to them reading 

comprehension passages 

3.90 

19. Demonstration of  reading comprehension strategies to deaf students  makes no 

difference 

2.45 

20. Discussion encourage deaf students to participate during reading comprehension 

lessons 

3.82 

 OVERALL MEAN 3.56 
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Table 11 illustrates the perspectives of teachers of English on selected reading 

comprehension teaching strategies. From Table 11, teachers had an overall positive 

perspective (Mean=3.56) towards English reading comprehension teaching strategies. 

Negative perspectives were however depicted on teaching strategies such as summarisation 

(Mean=1.91), use of dictionaries (Mean= 2.00), use of KSL (Mean=2.18), demonstration of 

teaching strategies (Mean=2.45) and reading aloud (Mean=2.64). 

 

Findings on the perspectives of teachers on English reading comprehension teaching 

strategies indicate that teachers had positive perspectives on most of the recommended 

strategies. The expectation therefore is that teachers would employ varied strategies during 

teaching. In contrast, observations and students‟ reports showed that only three teaching 

strategies that is, questioning, silent reading and retelling were frequently used. This implies 

that the perspectives of teachers of English towards reading comprehension teaching 

strategies did not correspond with their classroom practices which concurred with 

Lockwood‟s (2006) findings.  Interviews with the teachers revealed that time, motivation 

and deaf students‟ proficiency in English were constraints in the implementation of the 

strategies. This also coincided with Mohammed‟s (2006) observation that discrepancies 

between beliefs and practices could be attributed to time limitations, students‟ competence 

in English, and teachers‟ motivation. 

 

Negative perspectives on summarisation, the use of the dictionary and demonstration of 

reading comprehension strategies implied that teachers were less likely to use the strategies 

during reading comprehension lessons which was evident from students‟ reports and 

observations (see Tables 3 and 4). The implication is that the students become less aware of 
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the effective use of reading strategies which influences their achievement in reading 

comprehension as posited by Ahmadi and Pourhossein (2012). Specific evidence from 

marked scripts of English reading comprehension (see page 138) showed that deaf students 

had difficulties in summary writing. Classroom observations further revealed that learners 

had difficulty in relating dictionary and text meaning. This might be attributed to the 

negative perspectives of teachers towards the strategies. 

 

In establishing the general attitude of teachers of English towards teaching reading 

comprehension to deaf students, teachers of English were asked to indicate whether they 

enjoyed teaching reading comprehension to deaf students and provide reasons for their 

answers. Data on the teachers‟ responses is presented in Figure 2. 

 
 

Figure 2: Teachers’ Responses on Enjoyment of Teaching English Reading 

Comprehension to Deaf Students (n=11) 

Figure 2 illustrates responses by teachers of English on the enjoyment of teaching reading 

comprehension to deaf students. From the figure 9(81.8%) of the teachers reported that they 

did not enjoy teaching English reading comprehension to deaf students whereas 2(18.2%) 
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said that they were not sure whether they enjoy it. None of the teachers indicated that they 

enjoyed teaching reading comprehension to deaf students. It can therefore be concluded that 

most of the teachers did not enjoy teaching English reading comprehension to deaf students. 

 

The reasons provided by the teachers for not enjoying teaching reading comprehension to 

deaf students included: 

i. Most deaf students are not proficient in English, thus making it difficult to teach 

reading comprehension 8(72.7%). 

ii. Deaf students‟ use of Kenyan Sign language which complicates the teaching of 

English reading comprehension 7(63.6%). 

iii. Deaf students constantly falling below expectations even with much investment into 

the teaching of reading 6(54.5%). 

iv. Deaf students taking too long to comprehend which is very frustrating 4(36.4%). 

v.  Passages in the text books  are too long and out of the deaf students‟ experience and 

background knowledge 4(36.4%). 

vi. The students getting fixated on the hard words and not being able to continue reading 

until the word is explained to them 3(27.3%). 

vii. Deaf students losing concentration easily, thereby making the teaching of English 

reading comprehension difficult 2(18.2%). 

 

The teachers who did not know whether they enjoyed teaching English reading 

comprehension to deaf students explained that when deaf students understood a 

comprehension passage, teaching was enjoyable but when they did not, teaching them was a 

challenging task. 
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The discovery that most teachers of English did not enjoy teaching reading comprehension 

to deaf students depicts a negative attitude.  This attitude is further elucidated by the reasons 

provided where deaf students fall below teachers‟ expectations‟ and teaching them is 

perceived as a difficult and frustrating task. This finding corresponds to results by Wood 

(1998) and Dada and Atlanta (2002) in which teachers reported had an indifferent attitude 

towards students with special needs. A negative attitude towards teaching English reading 

comprehension to deaf students  suggests the possibility of teachers‟ lack of enthusiasm in 

preparation and presentation of lessons; reluctance in helping the students in specific areas 

of difficulty; and pessimism on the ability of deaf students. Such a disposition will, in the 

long run, affect deaf students‟ achievement in English reading comprehension. 

 

4.4 Learning Strategies used by Deaf Students in English Reading Comprehension 

and the Implications on Academic Achievement 

The third objective of this study was to find out the learning strategies used by deaf students 

in English reading comprehension and the implications on academic achievement. Data 

regarding the learning strategies used by deaf students during English reading 

comprehension was collected through observations and questionnaires. This data was 

analyzed and presented in Tables 12, 13,14,15,16 and 17. 

 

The results of learning strategies used by deaf students in English reading comprehension as 

observed by the researcher are presented in Table 12. 
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Table 12: Learning Strategies Used by Deaf Students in English Reading 

Comprehension as Observed (n=11) 

 

KEY:  f-frequency 

It is evident from Table 12 that the observed learning strategies that were used to a very 

large extent  included finger spelling 7(63.6%), signing while reading 7(63.6%) pointing at 

words with fingers 6(54.5%) and use of the dictionary 5(45.4%). Note taking was not used 

in all the classes. These findings signify that the most used learning strategies by deaf 

students during reading comprehension included finger spelling, signing while reading and 

pointing at words while reading. 

 

The use of finger spelling, signing while reading and pointing at words depicts the 

observable behavior of deaf students as they read. The identification of these strategies was 

 STRATEGY Used to a 

Very 

Large 

Extent  

 

f   (%) 

Used to a 

Large 

Extent 

 

 

f   (%) 

Used to a 

Small 

Extent 

 

 

f   (%)  

Used to a 

Very 

Small 

Extent 

 

f   (%) 

Not used 

at all 

 

 

 

f   (%) 

i. Finger spelling 7  (63.6) 2  (18.2) 1 (9.1) 1 (9.1) 0  (0.0) 

ii. Signing while reading 7  (63.6) 2  (18.2) 0  (0.0) 1  (9.1) 1(9.1) 

iii Pointing at words with 

fingers 

6  (54.5) 3 (27.3) 1  (9.1) 1  (9.1) 0  (0.0) 

iv. Use of the dictionary 5  (45.4) 3  (27.3) 1  (9.1) 2  (18.2) 0  (0.0) 

iv Asking a friend 3  (27.3) 2  (18.2) 5  (45.4) 1  (9.1) 0  (0.0) 

v. Asking the teacher 3  (27.3) 5 (45.4) 1 (9.1) 2  (18.2) 0  (0.0) 

vi Peer reading 0  (0.0) 1 (9.1) 7 (63.6) 0  (0.0) 3(27.3) 

ix. Skipping vocabularies 0  (0.0) 0  (0.0) 0  (0.0) 1  (9.1) 10(90.9) 

vi. Note taking  0  (0.0) 0  (0.0) 0  (0.0) 0  (0.0) 11 (100.0) 
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therefore limited to what the researcher could directly observe when the students were 

reading. Otherwise, some strategies like the use of mental imagery could not be explicitly 

observed. This finding is important in that existing studies on reading strategies used by deaf 

students such as Banner and Wang (2011) and Strassman (1992) relied on students‟ reports 

and not the observable behavior. 

 

Finger spelling is one of the strategies used by deaf students when they encounter difficult 

words as reported by Chow (2003). Its use in most of the classes observed thus signified 

lack of knowledge of words used in a text or sign equivalents. The use of the strategy does 

not provide the direct meaning of a word unless supplemented with other strategies such as 

the use of a dictionary. Frequent use of the strategy further interferes with the flow of ideas 

during reading which eventually interferes with the overall comprehension of a text. 

 

Signing while reading can be equated to vocalized reading among hearing readers. The use 

of the strategy has been regarded as a bad reading habit by Gathumbi and Masembe (1997). 

It slows down the speed of reading not only when a student vocalizes but also when a 

student signs. Nutall (2005) pointed out that those who read aloud do not learn much about 

the meaning of the text. They only have a shallow impression of what they have just read 

hence low comprehension levels. 

 

Pointing at words with fingers during reading on the other hand indicates an active 

engagement with the text. However, this strategy has been regarded as a bad reading habit 

and is often associated with beginners (Gathumbi & Masembe 2005; Johns, 2009). The 

practice also points to difficulties in word identification often characterized by a slow 

reading rate which compromises comprehension. 
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Teachers of English were further asked to indicate in the questionnaires how often deaf 

students used selected learning strategies during reading comprehension. The results are 

presented in Table 13. 
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Table 13: Learning Strategies Used by Deaf students in English Reading 

Comprehension as Reported by Teachers (n=11) 

 STRATEGY 

 

VFU 

f (%) 

FU 

f (%) 

RU 

f (%) 

NU 

f (%) 

DK 

f (%) 

1. Silent reading 4(36.4) 1(9.1) 5(45.4) 1(9.1) 0(0.0) 

2. Signing while reading 8(72.7) 2(18.2) 1(9.1) (0.0) 0(0.0) 

3. Translating the text into K.S.L 3(27.3) 6(54.5) 1(9.1) 1(9.1) 0(0.0) 

4.  Re-reading 4(36.4) 5(45.4) 1(9.1) 1(9.1) 0(0.0) 

5. Reading ahead 0(0.0) 3(27.3) 1(9.1) 5(45.4) 2(18.2) 

6. Guessing meaning of words 0(0.0) 1(9.1) 4(36.4) 6(54.5) 0(0.0) 

7. Use of background knowledge 6(54.5) 3(27.3) 1(9.1) 1(9.1) 0(0.0) 

8. Asking someone 3(27.3) 5(45.4) 2(18.2) 1(9.1) 0(0.0) 

9. Self questioning 0(0.0) 2(18.2) 0(0.0) 8(72.7) 1(9.1) 

10. Use of picture cues 7(63.6) 1(9.1) 2(18.2) 1(9.1) 0(0.0) 

11. Use of the title to predict the text 3(27.3) 2(18.2) 5(45.4) 1(9.1) 0(0.0) 

12. Use of the dictionary 6(54.5) 3(27.3) 2(18.2) 0(0.0) 0(0.0) 

13. Finger spelling unknown words 8(72.7) 2(18.2) 1(9.1) 0(0.0) 0(0.0) 

14. Use of mental imagery 1(9.1) 0(0.0) 1(9.1) 7(63.6) 2(18.2) 

15. Note taking 1(9.1) 1(9.1) 2(18.2) 6(54.5) 1(9.1) 

16. Memorizing aspects of the text 0(0.0) 1(9.1) 3(27.3) 5(45.4) 2(18.2) 

17. Skipping difficult words 1(9.1) 5(45.4) 3(27.3) 0(0.0) 2(18.2) 

18. Varying the  reading rate  0(0.0) 3(27.3) 5(45.4) 2(18.2) 1(9.1) 

19. Skimming/scanning 0(0.0) 2(18.2) 5(45.4) 2(18.2) 2(18.2) 

20. Summarisation 0(0.0) 3(27.3) 6(54.5) 2(18.2) 0(0.0) 

KEY: Very Frequently Used (VFU)   Frequently Used (FU)         Rarely Used (RU) 

Not Used (NU) Don‟t Know (DK) 

 

Data from Table 13 shows that the learning strategies that were most frequently used 

included signing while reading 8(72.7%), finger spelling 8(72.7%) and use of picture cues 

7(63.7%). The learning strategies that were not used included self questioning 8(72.7%), the 
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use of mental imagery 7(63.7%), note taking 6(54.5 %) and guessing the meaning of words 

6(54.5%). It can therefore be concluded that according to teachers of English, the most used 

learning strategies by deaf students in reading comprehension included signing while 

reading, finger spelling and use of picture cues.  

 

The finding that signing while reading and finger spelling were among the commonly used 

strategies reported by the teachers, matches with the observations of the researcher (see 

Table 12).The use of picture cues was an additional finding from the teachers which could 

also be linked to their continuous observation of deaf students as they read. This finding is 

consistent with studies by Edwoldt et al. (1992) and Strassman (1992) in which deaf 

students reported to use picture cues. The use of the strategy indicates a deficiency in 

background knowledge which is complemented by additional information from the pictures. 

Similarly, the common use of the strategy may be associated with lower level processing 

skills which are insufficient for effective comprehension. This is especially evident when 

texts are not accompanied by pictures or illustrations. 

 

Deaf students were also asked to indicate in the questionnaires the learning strategies they 

used in the pre-reading, during reading, and after reading phases; when comprehension 

failed; and when they encountered a difficult word. The results are presented in Tables 14, 

15, 16, 17 and 18 respectively.  
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Table 14: Learning Strategies used Before Reading as Reported by Students (n=79) 

 

 

 

Table 14 shows the pre-reading strategies used by deaf students during reading 

comprehension. From the table, the most used pre-reading strategies included looking at 

pictures to get a clue about the text 48(60.8%) and looking at the title to predict the main 

idea of the text 42(53.2%). The least used pre-reading strategy was setting the purpose for 

reading 14(17.7%). 

 

The finding that looking at pictures and title to get a clue about the text was the most used 

pre-reading strategy corresponds with the findings of Marschark, Sapere et al. (2004), 

Schirmer (2003) and Schirmer, Bailey and Lockman (2004). This can be explained by deaf 

students‟ dependence on visual information to compensate for the loss of auditory input. 

Pictures and titles help the students to get the gist of the text but do not guarantee the overall 

comprehension of a text. Moreover, dependence on the strategy is likely to disorient students 

especially when a text is not accompanied by a title or a picture. According to Hibbing and 

Rankin-Erickson (2003), the use of this strategy is associated with poor readers who need 

confirmation about what they are reading. Consequently, the frequent use of the strategy as 

Strategy Used 

f (%) 

Not used 

f (%) 

Observing pictures to get a clue about the text 48(60.8) 31(39.2) 

Looking at the title and predict the main idea of the text 42(53.2) 37(46.8) 

Scanning the text to know its length, main idea and 

organization 

29(36.7) 50(63.3) 

Deciding what to read closely and what to ignore 16(20.3) 63(79.7) 

Setting the purpose for reading 14(17.7) 65(82.3) 
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revealed in this study may be associated with less skilled reading which would influence 

deaf students‟ achievement in reading comprehension given that most passages in 

examinations are not accompanied by pictures or titles.  

 

The fact that setting the purpose for reading was the least used strategy denotes that deaf 

students rarely set purpose for reading. According to Duke and Pearson (2002), effective 

reading involves setting a purpose before starting to read. This helps in planning how to 

approach a reading task, the choosing of strategies and knowing what is important to 

understand and remember from the text. The lack of setting purpose for reading by deaf 

students therefore portrays their ineffectiveness in approaching a reading task. The 

implication is that reading is done haphazardly or lacks any value and this notion has an 

effect on text comprehension.  

 

Table 15: Learning Strategies used During Reading as Reported by Students (n=79) 

 

 

 

Table 15 indicates the strategies used by deaf students during reading. From the table, the 

most used learning strategies during reading included taking note of key words and ideas 

57(72.2%) and memorizing aspects of the texts 49(62.0%) while least used strategy was 

asking self questions 15(19.0%). 

 

Strategy Used  

f (%) 

Not used 

f (%) 

Taking note of  key words and ideas 57(72.2) 22(27.8) 

Memorising aspects of the text 49(62.0) 30(38.0) 

Visualising the information  36(45.6) 43(54.4) 

Asking self questions  15(19.0) 64(81.0) 
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Taking note of key words and ideas is one of the strategies used by skilled readers. The 

strategy helps students to understand the core of the text. It also provides a foundation for 

other strategies such as questioning, visualizing and connecting to prior knowledge. Its use 

by a majority of the deaf students therefore signifies an understanding of the importance of 

the strategy in reading comprehension.  

 

The use of memorization on the other hand signifies shallow or lower level processing of 

information. According to Bloom et al. (1956) higher order thinking skills in learning do not 

include memorization. This means that comprehending a text goes beyond memorizing and 

it is expected to be critical as reading progresses. The strategy is often associated with 

beginners or poor readers and considered as a less effective strategy because it is possible to 

memorize a text without comprehending or thinking about it. For deaf students‟ the use of 

the strategy is also likely to put more demand on the working memory which interferes with 

retention of information as indicated by Schirmer and Williams (2003).    

 

Asking of self questions while reading is a metacognitive strategy which requires students to 

create questions in their minds and search for possible answers as they read. It helps students 

remember what they have read. The infrequent use of this strategy among deaf students 

denotes lack of metacognitive skills during reading which is in accord with the finding by 

Strassman (1997). It also indicates a lack of active engagement with the text. This would 

influence the academic achievement in English reading comprehension negatively since deaf 

students become passive readers who fail to evaluate the text or pay attention to the content. 
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Table 16: Learning Strategies used After Reading as Reported by Students (n=79) 

Strategy Used  

f (%) 

Not Used 

f (%) 

Determining the main idea 54(68.4) 25(31.6) 

Re-reading the text 48(60.8) 31(39.2) 

Reflecting on the text  33(41.8) 46(58.2) 

Summarising  the text 27(34.2) 52(65.8) 

Generating questions from the text 18(22.8) 61(77.2) 

 

 

Table 16 shows the strategies used by students after reading a text. From the table, the most 

used post- reading strategies were determining the main idea 54(68.4%) and re-reading the 

text 48(60.8%). Generating questions about the text 18(22.8%) was the least used strategy. 

These results suggest that most deaf students either determined the main idea or re-read the 

text after reading. 

 

Determining the main idea and re-reading the text portray an aspect of skilled reading as 

postulated by Harvey and Goudvis (2000) and Pressley and Hilden (2006). This finding also 

corresponds with that of Banner and Wang (2011) whose study revealed that both strategies 

were used by skilled deaf readers. According to Swaffar and Arens (2010), skilled re-

reading entails re-reading segments of the text and not the whole text. This was, however, 

not ascertained by this study despite the regular use of the strategy. The appropriate use of 

the strategy in reading comprehension was therefore not conclusive. 

  

The failure of most students to generate questions after reading indicates a deficiency in 

metacognition particularly in the evaluation of the text. This finding concurs with that of 

Banner and Wang (2011) who found that less skilled deaf readers rarely used metacognitive 
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strategies. Generating questions about the text is a higher level skill that promotes critical 

and analytical thinking among students. It also makes the students to monitor their own 

comprehension since they answer their own questions rather than those posed by the teacher 

or set in the text. The irregular use of the strategy by deaf students in this study therefore 

indicates passive reading characterized by low cognitive engagement with the text and low 

motivation for reading. Consequently, the students are likely to become dependent readers 

who cannot synthesize new knowledge from the text thereby affecting their achievement in 

reading comprehension. 

 

Table 17: Learning Strategies Used when Comprehension Failed as Reported by  

 

Students (n=79) 

 

Strategy Used 

f (%) 

Not Used 

f (%) 

Reading slowly and carefully 51(64.6) 28(35.4) 

Use prior knowledge about the topic 44(55.7) 35(44.3) 

Re-reading the text 37(46.8) 42(53.2) 

Translating the text into KSL 28(35.4) 51(64.6) 

Continuing to reading 26(32.9) 53(67.1) 

Reading aloud 14(17.7) 65(82.3) 

 

 

Table 17 shows the learning strategies used by deaf students when comprehension failed.  

From the table, 51(64.6%) of the students reported reading slowly and carefully; 44(55.7%) 

used prior knowledge on the topic; and 37(46.8%) re- read the text. Among the least used 

strategies was reading aloud 14 (17.7%). It can therefore be deduced that most deaf students 

read slowly and carefully or used prior knowledge about the topic when comprehension of a 

text failed. 
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Reading slowly and carefully is a fix up strategy that involves paying more attention to 

aspects of the text including words and sentences. Its use is, however, linked to bottom- up 

processing where readers decode a text word by word. The regular use of the strategy in this 

study therefore points out the amount of attention that deaf readers gave to low level 

processing which is laborious and not sufficient for effective comprehension.   

 

The use of prior knowledge by most deaf students when they did not understand a text 

portrays an awareness of the significance of prior knowledge in reading comprehension. It 

also points to the use of a top-down approach in information processing. However, 

McAnally, Rose, and Quigley (2007) considered the use of prior knowledge by deaf students 

in reading comprehension as inefficient. This is as a result of lack of a link between 

language and experience which affects the usable prior knowledge that a deaf student can 

apply to comprehend a text. The use of the strategy may therefore not guarantee effective 

reading comprehension.  

 

Table 18: Learning Strategies Used on Encounter of a Difficult Word as Reported by 

Students (n=79) 

 

Strategy Used  

f (%) 

Not Used 

f (%) 

Looking up the word in the dictionary 56(70.9) 23(29.1) 

Asking a friend 50(63.3) 29(36.7) 

Finger spelling the word 41(51.9) 38(48.1) 

Asking the teacher 35(44.3) 44(55.7) 

Skipping the word 17(21.5) 62(78.5) 

Guessing the meaning   11(13.9) 68(86.1) 
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Table 18 shows the strategies used by deaf students when they encountered a difficult word 

in a text. From the table, the most used strategy was looking up the word in the dictionary 56 

(70.9%). Other strategies indicated by a substantial number of students included asking a 

friend 50(63.3%) and finger spelling the word 41(51.9 %).The least used strategy was 

guessing the meaning of the word 11(13.9%). 

 

The use of the dictionary by most students signifies independent application of a fix-up 

strategy (Duke & Pearson, 2002). Nevertheless, the frequent employment of the strategy 

indicates a lack of higher level skills such as inferring or guessing of the unknown word 

from the context (Eskey, 2005). Observations in the classrooms revealed that checking of 

words from the dictionary led to a slow pace of reading amongst students. Besides that, 

relating the dictionary meaning with the meaning of the text was a challenge to several deaf 

students. Some ended up finger spelling words in the dictionary an indication that they 

might not have understood the dictionary meanings. This suggests that the use of the 

dictionary by deaf students may be futile and may not guarantee the understanding of the 

meaning of a word or comprehension of the text.  

 

4.5  The Influence of Deaf Students’ Attitude towards Reading on Academic 

Achievement in English Reading Comprehension 

The fourth objective of this study was to establish the influence of attitude towards reading 

on deaf students‟ academic achievement in English reading comprehension. The students‟ 

attitude was established through a rating scale.  Data regarding attitude of deaf students 

towards reading is presented in Table 19. 
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Table 19: Attitude of Deaf Students towards Reading (n=79) 

 Statements Mean 

1. As a deaf student I  can never be a good reader 3.68 

2. Reading a book is something I like to do often 3.43 

3. People who read a lot are knowledgeable 4.32 

4. Reading becomes boring after a short time 3.61 

5. I think libraries are a great place to spend time 3.66 

6. Reading is for learning but not enjoyment 3.62 

7. Knowing how to read well is not very important 4.13 

8. Reading is difficult for me 2.43 

9. There should be more free reading time in class 4.16 

10. When someone gives me a book for a present, I feel very happy 3.94 

11. If someone discusses an interesting book I look forward to reading it 3.96 

12. I exchange reading materials with my friends 3.92 

13. I only read because it is a must 3.92 

14. I do not enjoy reading texts with a lot of vocabularies 2.48 

15. Short stories  are no fun to read 4.13 

16. I love reading texts that are long 2.39 

17. I do not feel confident in participating in class reading sessions  2.71 

18. I am good at reading 2.47 

19. Reading is not important because I don‟t plan to get a job that requires 

advanced skills in reading 

4.30 

20. I enjoy reading because my teacher encourages me to read 2.43 

 OVERALL MEAN 3.51 

 

As shown in Table 19, the overall mean of 3.51 indicated that the general attitude of form 

four deaf students towards reading was positive.  The positive attitude towards reading was 

evident in statements such as:  People who read a lot are knowledgeable (Mean=4.32); 

knowing how to read well is not very important (Mean=4.13); reading is not important 
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because I do not plan to get a job that requires advanced skills in reading (Mean=4.31); and 

there should be more free reading time in class (Mean= 4.16). Negative attitudes were 

nevertheless depicted in reading texts which had a lot of vocabularies (Mean=2.48); and 

reading texts that were long (Mean =2.39). The students also believed that reading was 

difficult (Mean=2.43); that they were not good in reading (Mean= 2.47); and did not feel 

confident in participating in class reading sessions (Mean=2.71). In addition, a lack of 

encouragement from teachers seemed to bring out negativity towards the enjoyment of 

reading (Mean= 2.43). 

 

The general positive attitude towards reading contradicts the results of Monreal and 

Hernandez (2005) which showed that deaf students had an indifferent attitude towards 

reading. This is a significant finding that defies previous notions of deaf students having 

negative attitudes towards reading as a result of the challenges they experienced. The 

positive attitude may be linked to deaf students‟ understanding of the importance of reading 

evident in the mean values on the statements related to the importance of reading (see Table 

19). Nevertheless, the general positive attitude towards reading may be interpreted as weak 

and not static in that the students still believed that they were not good in reading and that 

reading was difficult. They also depicted negative attitudes towards text that were long and 

had a lot of vocabularies.   

 

A negative attitude towards long texts which had a lot of vocabularies may be associated 

with deaf students‟ language difficulties. Reading such texts demands high cognitive 

engagement in handling the large amounts of information and vocabulary. This strains the 

working memory thereby rendering reading a laborious and stressful task. Moreover, 
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figuring out the main ideas in long texts may not be easy for deaf students. Consequently, 

the students are likely to be apathetic when they encounter long texts or those that have a lot 

of vocabularies. Their interest may only be to get a superficial impression of the text and not 

deeper understanding. This affects achievement in comprehension in that less effort is put in 

comprehending a text due to the formed opinion about long texts or texts that have a lot of 

vocabularies. 

 

The finding that deaf students had a negative self concept of themselves as good readers is 

consistent with the results of Ewoldt (1986) and Morgan, Fuchs, Compton, Cordray (2008).  

The negative self concept denotes a lack of confidence in them as efficient readers 

exemplified by the negative response on their confidence in participating in class reading 

sessions (Mean=2.71). It is also an acknowledgement of the difficulties that deaf students 

experience in reading which makes them shy away or avoid reading in the presence of the 

teacher and peers to save face. This was evident during classroom observations where 

students who were confident in reading volunteered to read passages while others shied off 

even with the teachers‟ request. A negative self concept implies that deaf students are likely 

to focus on their inadequacies which interfere with the thought processes, persistence and 

motivation in reading. This ultimately has a depressing effect on achievement in reading 

comprehension. 

 

Deaf students were further asked to indicate whether they liked reading or not. The 

responses were as illustrated in Figure 3. 
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Figure 3: Students’ Responses on Liking of Reading (n=79) 

 

Figure 3 illustrates deaf students‟ responses on the liking of reading. From the figure 

61(77.2%) students liked reading, 13(16.5%) of the students did not like reading and 5 

(6.3%) of the students did not know whether they liked reading or not. It can therefore be 

concluded that most deaf students liked reading. 

 

The reasons provided by the 61 (77.2%) deaf students who liked reading included: 

i. To pass examinations 34(55.7%).   

ii. Important in career development 22(36.1%). 

iii. To be updated with new information 17(27.9%). 

iv. Reading facilitates understanding of other subjects 13(21.3%).  

v. Enhances basic knowledge in various concepts 7(11.5%).  

vi. Reading helps me communicate well in English 7(11.5%). 

vii. Reading is enjoyable and interesting  6(9.8%). 
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From the reasons provided, it is evident that most students 34 (55.7%) liked reading because 

it helped them pass examinations. Other reasons for liking to read included career 

development 22 (36.1%) and to be updated with new information 17 (27.9%). The least 

provided reason was because reading is enjoyable and interesting 6 (9.8%). 

 

The reasons provided by the students for liking to read demonstrate their understanding of 

the importance of reading. However, the fact that comparatively few students liked reading 

because it was enjoyable and interesting indicates a perception that reading was an academic 

endeavor and not a pleasurable activity. This concurs with Herzig (2009) who reported that 

deaf students recognized the importance of reading as an academic and not a leisure activity. 

This may be attributed to the challenges that deaf students experience in reading making it a 

difficult rather than a pleasurable activity. 

 

The reasons provided by the 13(16.5%) deaf students who disliked reading included: 

i. Reading is difficult 10(76.9%). 

ii. Don‟t understand when I read  9(69.2 %). 

iii. Too many vocabularies 8(61.5%). 

iv. Very long passages 7(46.2%). 

v. No encouragement 5(38.5%). 

vi. Always perform poorly in reading comprehension 4(30.8%). 

vii. Get bored and tired when reading 2(15.4%). 
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From the reasons provided, majority of the students 10(76.9%) disliked reading because it 

was difficult. Other reasons included lack of understanding 9(69.2%), too many 

vocabularies 8(61.5%) and very long passages 7(46.2%). 

 

The perception that reading is difficult implies that reading is not a delightful activity for 

deaf students. Explanations regarding this finding may be related to the challenges deaf 

students go through when reading. Despite having a general positive attitude towards 

reading, the difficulties deaf students experience in reading might be disheartening them. 

Chances of avoiding reading especially for pleasure are therefore high. This was noticeable 

when students were asked to indicate in the questionnaire how much time they spent in 

reading other materials other than textbooks. The results of this item are as shown in Table 

20. 

 

Table 20: Amount of Time Spent in Reading other Materials other than Textbooks in a 

Day as Reported by Students (n=79) 

No. of hours Frequency Percentage 

Less than an hour 38 48.1 

1-2 hours  20 25.3 

3-4 hours 9 11.4 

More than 4 hours 8 10.1 

Never read other materials 4 5.1 

Total 79 100 

   

From Table 20, most students 38(48.1%) reported that they spent less than 1 hour in a day 

reading other material apart from text books. It can therefore be concluded that deaf students 

rarely read other material other than textbooks which was an indication of minimal leisure 



 130 

reading. This may be associated with lack of motivation due to reading difficulties as 

observed by Chow (2003). However, the possibility of the students‟ free time being used to 

complete assignments instead of leisure reading cannot be ruled out given the busy school 

schedules. Limited amount of reading especially as a leisure activity minimizes the 

opportunities for deaf students to develop and perfect their language and reading skills. This 

ultimately affects their academic achievement in reading comprehension negatively. 

 

In establishing the influence of deaf students‟ attitude towards reading on academic 

achievement in English reading comprehension, the study first ascertained the achievement 

of form four deaf students in English reading comprehension in County mock English 

examinations through document analysis. The results are presented in Table 21. 

 

Table 21: Achievement of Form Four Deaf Students in English Reading 

Comprehension in 2012 County Mock Examination (n=79) 

 

Table 21 shows achievement of deaf students in English reading comprehension out of 20 

marks. From the table, 46(58.2 %) of the students scored 0-2 marks, 29(36.7%) scored 3-5 

marks and 4(5.1%) scored 6-8 marks. None of the students scored above 8. These results 

Score(x/20) Frequency Percentage 

0-2 46 58.2 

3-5 29 36.7 

6-8 4 5.1 

9-11 0 0.0 

12-14 0 0.0 

15-17 0 0.0 

18-20 0 0.0 

Total 79 100 
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prove that the achievement of form four deaf students in English reading comprehension 

was below average (10) with most students scoring between 0-2 marks out of 20. 

 

A correlation between form four students‟ attitude towards reading and achievement in 

reading comprehension in county mock English examinations was further undertaken. 

Pearson‟s product moment correlation coefficient (r) was used to determine whether the 

attitude towards reading influenced deaf students‟ academic achievement in reading 

comprehension. The results were as shown in Table 22. 

 

Table 22: Bi-variate Correlation between Deaf Students’ Achievement in English 

Reading Comprehension and Attitude towards Reading (n=79) 

 Achievement in 

Reading 

Comprehension 

Attitude 

 

Achievement in Reading 

Comprehension 

Pearson Correlation 1 .833
**

 

Sig. (2-tailed)  .000 

N 79 79 

Attitude Pearson Correlation .833
**

 1 

Sig. (2-tailed) .000  

N 79 79 

**. Correlation is significant at the 0.01 level (2-tailed) 

 

The results displayed in Table 22 indicate that there is a relationship between deaf students‟ 

attitude towards reading and achievement in reading comprehension. From the table, the 

correlation analysis yielded to r = 0.833. This was a strong positive relationship and was 

statistically significant since the significance level value of 0.000 was less than the set 

significance level 0.05 for the analysis.  According to Hopkins (2002), the effect size of a 

correlation of 0.70- 0.90 is very large. The correlation of r = 0.833 established in this study 

can therefore be considered to have a very large influence. A correlation of r = 0.833 further 
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shows that the shared variance is equivalent to 69.4% (r
2
 = 0.694). Rumsey (2009) asserted 

that where r
2
 fell between 0.30 and 0.70, one variable (x) explained the variability in (y) 

variable. This implies that 69.4% of variance in deaf students‟ achievement in reading 

comprehension can be explained by attitude towards reading. The remaining unexplained 

variance of 30.6% can be attributed to other factors. It can therefore be deduced that deaf 

students‟ attitude towards reading influenced their achievement in English reading 

comprehension. 

 

4.6 The Influence of Knowledge of English Vocabulary and Grammar on Deaf 

Students’ Academic Achievement in Reading Comprehension 

Data regarding the influence of knowledge of English vocabulary and grammar on 

achievement of deaf students in English reading comprehension was obtained through 

document analysis. The documents analyzed included 2012 form four English Paper 2 

county mock marked scripts. This involved analyzing the comprehension and grammar 

sections of the paper.   

 

4.6.1 The Influence of Knowledge of English Vocabulary on Deaf Students’ Academic 

Achievement on Reading Comprehension 

In order to determine the influence of knowledge of English vocabulary on deaf students‟ 

achievement in reading comprehension, their achievement in vocabulary was first 

established. This was done by obtaining form four deaf students‟ scores in vocabulary 

questions of the county mock English paper 2 examinations. Data collected was analyzed 

and presented in Table 23. 
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Table 23: Achievement of Form Four Deaf Students in Vocabulary (n=79) 

 

 

Table 23 shows achievement of form four deaf students in vocabulary. From the table, 71 

(89.9%) of the students scored 0, 7(89.9%) scored 1, and 1(1.3%) scored 2. None of the 

students scored 4 which was the maximum achievement. This indicates that most of the 

form four deaf students scored 0 in vocabulary.  

 

The fact that most deaf students scored 0 in the vocabulary question shows that they could 

not interpret the meaning of the words as used the passage. It is also an indication of low 

vocabulary knowledge which coincides with the findings of Marschark and Wauters (2008), 

Paul (2009) and Rose, McAnally and Quigley (2004). The vocabularies provided were just a 

sample of the many words used in the passage. It was therefore likely that the learners did 

not understand other words in the text. 

 

More data was therefore collected on contextual vocabulary knowledge by asking deaf 

students to underline words that they did not understand in the reading comprehension 

passages. The passages were different for various schools depending on the county. They 

were therefore named as passage 1, 2 and 3 respectively.  The results are summarized in 

Tables 24, 25 and 26. 

Score Frequency Percentage 

0 71 89.9 

1 7 8.8 

2 1 1.3 

3 0 0.0 

4 0 0.0 

Total 79 100.0 
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Table 24:  Difficult words in Reading Comprehension Passage 1 as Underlined by 

Students (n=15) 

Number of Difficult Words Frequency Percentage 

0-25 2 13.3 

26-50 3 20.0 

51-75 3 20.0 

Above 75 7 46.7 

Total 15 100.0 

 

Table 24 shows difficult words underlined by students in passage 1 which had a total of 740 

words. From the table, most students 7(46.7%) did not know more than 75(10.1%) of the 

words used in the passage. This meant that the students knew less than 90.0% which was the 

set threshold for effective comprehension. 

 

Table 25:  Difficult words in Reading Comprehension Passage 2 as Underlined by 

Students (n=36) 

Number of Difficult Words Frequency Percentage 

0-18 3 8.3 

19-36 3 8.3 

37-54 5 13.9 

55-62 6      16.7 

Above 62 19 52.8 

Total 36 100.0 

 

Table 25 shows difficult words underlined by students in passage 2 which had a total of 620 

words. From the table, most students 19(52.8%) did not know more than 62(10.0%) of the 
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words used in the passage. This signified that the students knew less than 90.0% of the 

words which was the set threshold for effective comprehension. 

 

Table 26:  Difficult Words in Reading Comprehension Passage 3 as Underlined by 

Students (n=28) 

Number of Difficult Words  Frequency Percentage 

0-24 2 7.1 

25-48 3 10.7 

49-72 4 14.3 

73-96 5     17.9 

96 and above 14                 50.0 

Total  28     100.0 

 

Table 26 shows difficult words underlined by students in passage 3 which had a total of 960 

words. From the table, most students 14(50.0%) did not know more than 96(10.0%) of the 

words used in the passage. This indicated that the students new less than 90.0% of the words 

which was the set threshold for effective comprehension. 

 

The findings from Tables 24, 25 and 26 suggest that the contextual knowledge of vocabulary 

of most deaf students was below the set threshold for effective comprehension. The fact that 

a total of 40(50.6%) students from all the schools underlined more than 10.0% of the words 

used in respective passages as difficult further indicates that deaf students did not understand 

a considerable number of vocabularies which affected their comprehension of the text as a 

whole. This concurs with the results of Albertini and Mayer (2011) which showed that deaf 

readers knew less than 90.0% of the vocabulary used in texts. According to Hu and Nation 

(2000) and Van Zeeland and Schmitt (2012), students need to know at least 95.0% of the 
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words in a written text for general comprehension. Johns (2009) further asserted that when 

readers know less than 90.0% of the words in a passage, comprehension drops to 50.0% or 

less. This was evident in deaf students‟ below average achievement in English reading 

comprehension (see Table 21).  

 

The low achievement of deaf students in vocabulary may be attributed to challenges in the 

acquisition of English language. Key to this is the fact that most deaf students had a negative 

attitude towards texts with a lot of vocabularies (see Table 11), an indication of their 

limitations in English vocabulary. The ineffective teaching of vocabulary during reading 

comprehension lessons as observed and reported by students is also a contributing factor. 

 

4.6.2 The Influence of Knowledge of English Grammar on Deaf Students’ Academic 

Achievement in Reading Comprehension 

In establishing the influence of English grammar knowledge on deaf students‟ achievement 

in reading comprehension, their achievement in English grammar was first established. 

Pearson product-moment correlation between deaf students‟ achievement in comprehension 

and grammar was then computed and the results are presented in Tables 27 and 28.  
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Table 27: Achievement of Form Four Deaf Students in Grammar (n=79) 

 

 

Table 27 shows the achievement of form four deaf students in grammar.  From the table 

69(87.3%) scored between 0-3 marks and 10(12.7%) between 4-6 marks. None of the 

students scored above 6.  These results prove that the achievement of deaf students in 

grammar was below average (7.5) with most students scoring between 0-3 marks out of 15. 

 

Among the reading comprehension questions was a question that required the students to 

rewrite sentences extracted from the text by adding a question tag, changing the tense or 

using an adverb. An analysis of the students scripts revealed that only 6(7.6%) of the 

students were able to rewrite sentences as required. Most students either simply copied the 

questions or left the question blank.   

 

Deaf students‟ responses in summary writing and note making questions further provided 

information on their knowledge of English grammar. In summary writing which was tested 

in passage 3, only 3(10.7%) out of 28 students were able to score the expected five marks. In 

note making which was tested in all the passages 28(35.4%) students got at least one mark 

out of three. However, only 7(8.9%) of all the students got the full marks. Direct copying 

from the passage and leaving blank spaces characterized the responses of most students in 

Score(x/15) Frequency Percentage 

0-3 69 87.3 

4-6 10 12.7 

7-9 0 0.0 

10-12 0 0.0 

13-15 0 0.0 

Total 79 100.0 
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the questions. The following samples of students‟ scripts and corresponding excerpts 

provide evidence of direct copying from the passages.    

 

Sample of a students’ response in note making 

 

  

Sample of corresponding excerpt copied by a student in note making 
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Sample of a students’ response in summary writing 

 

 

Sample of corresponding excerpt copied by a student in summary writing 

 

The inability of deaf students to rewrite sentences, directly copying from the text and 

leaving blank spaces depicts challenges in English grammar. This concurs with the study by 

Ogada (2012) where most deaf students were found to have low level competence in 

sentence construction. According to Brown and Palinscar (1985), the process of 

summarisation and note making involves the extraction of the gist and main themes of what 

is read while integrating the details into a coherent whole. It depends on basic language 

skills, inferential abilities and knowledge and engagement with the text. The difficulties of 

deaf students in sentence construction, summarisation and note making therefore point to a 

deficiency in language skills, identification of main ideas, inference and engagement with 

the text which affected their achievement in reading comprehension. 
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Summarisation was one of the concepts reported by teachers as difficult for deaf students 

during interviews. However, classroom observations revealed that the utilization of teaching 

strategies such as summarisation and the teaching of story grammar and text texture (see 

Table 4) were uncommon during English reading comprehension lessons. The challenges of 

deaf students in sentence construction, summarization and note making can therefore be 

attributed to a lack of exposure and practice in the skill.  

 

Table 28: Bi-variate Correlation of Achievement of Form Four Deaf Students in 

English Reading Comprehension against Grammar 

 Achievement in 

Comprehension 

Achievement  

in Grammar 

 Achievement in  

 Comprehension   

Pearson Correlation 1 .821
**

 

Sig. (2-tailed)  .000 

N 79 79 

Achievement in 

 Grammar 

Pearson Correlation .821
**

 1 

Sig. (2-tailed) .000  

N 79 79 

**. Correlation is significant at the 0.01 level (2-tailed) 

 

 

Table 28 illustrates the results of bi-variate correlation of deaf students‟ achievement in 

grammar and English reading comprehension. From the table, the correlation analysis 

yielded to r = 0.821. This was a strong positive relationship and was statistically significant 

since the significance level value of 0.000 was less than the set significance level 0.05 for 

the analysis. According to Hopkins (2002), the effect size of a correlation of 0.70- 0.90 is 

very large. The correlation of r = 0.821 established in this study can therefore be considered 

to have a very large influence. A correlation of r = 0.821 further shows that the shared 
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variance is equivalent to 67.4% (r
2
= 0.674). Rumsey (2009) asserted that where r

2
 fell 

between 0.30 and 0.70, one variable (x) explained the variability in (y) variable. This meant 

that 67.4% of variance in achievement in reading comprehension could be explained by 

achievement in reading comprehension. The remaining unexplained variance of 32.6% can 

be attributed to other factors. It can therefore be deduced that deaf students‟ knowledge of 

English grammar influenced their achievement in reading comprehension.  
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CHAPTER FIVE 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

 

5.1 Introduction 

This chapter provides a summary of the findings, conclusions and recommendations for this 

study. 

5.2 Summary of Findings 

The findings of this study are summarized thematically with reference to the research 

objectives. 

 

5.2.1  How English Reading Comprehension is taught in Secondary Schools for the 

Deaf and the Implications on Academic Achievement 

In relation to how reading comprehension is taught in secondary schools for the deaf, this 

study focused on teaching strategies, classroom interaction, language of instruction and the 

use of teaching and learning resources.  

 

Students‟ reports showed that questioning 47(59.5%), discussion 36(45.6%), retelling 

33(41.8%) and silent reading 27(34.2%) were the frequently used teaching strategies. 

Classroom observations further revealed that questioning 11(100.0%), silent reading 

8(72.7%) and retelling 6(54.5%) were the most used teaching strategies. From the students‟ 

reports and observations therefore the commonly used teaching strategies were questioning, 

silent reading and retelling. Observations however revealed that the strategies were not 

effectively used. In addition, the common use of only three strategies was considered as 

insufficient compared to the varied effective teaching strategies recommended by previous 

studies and provided by the Secondary School English curriculum. This consequently denied 
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the students opportunities for learning the varied strategies necessary for effective reading 

comprehension which influenced their academic achievement. 

 

Classroom interaction was found to be dominated by teachers through asking questions 462 

(17.5%), giving directions 368(13.9 %) and lecturing 357(13.5%). During teacher talk, the 

most used communication mode was speech and signing 702(50.4%). The dominance of 

teachers in the classroom talk limited deaf students‟ chances of independent thinking, 

language development and the exercise of already learnt skills which came with genuine 

classroom interaction. It also discouraged students‟ participation which would eventually 

lead to de-motivation for learning.  

 

The languages used in most of the classes observed 8(72.7%) during English reading 

comprehension lessons were S.E and KSL.  Their use was, however, found to be 

unsatisfactory since keeping them separate was a challenge. In addition, the correct signed  

English grammar could not be presented. This had an implication on students‟ proficiency  

in English grammar which was found to be low. 

 

Through classroom observations, the study established that no other reading resources were 

used during English reading comprehension lessons except textbooks. Textbooks alone 

cannot be entirely relied upon in teaching deaf students given their dependence on the visual 

modality. Overreliance on the text books and minimal use of visual aids therefore limited 

deaf students‟ avenues of sourcing extra information which lacked in their background 

knowledge. 
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5.2.2  Perspectives of Teachers of English on Reading Comprehension Teaching 

Strategies and the Implications on Academic Achievement 

The study established that teachers of English had a general positive perspective of a mean 

of 3.56 towards the use of reading comprehension teaching strategies. Negative perspectives   

were, however, shown on strategies such as summarization (Mean=1.91), the use of KSL 

(Mean=2.18), the use of dictionaries (Mean=2.00), demonstration of reading strategies 

(Mean=2.45) and reading aloud (Mean=2.64). Although teachers had a positive perspective 

towards most of the reading comprehension teaching strategies, only three strategies 

including questioning, silent reading and retelling were frequently used. This depicted a 

discrepancy between teachers‟ perspectives and their actual classroom practice. The 

constraints for implementation of the strategies included time limitations, motivation and 

deaf student‟s proficiency in English. 

 

The study further established that most teachers of English 9(81.8%) did not enjoy teaching 

English reading comprehension to deaf students. A dislike in the teaching of deaf students 

implied a negative disposition in preparation for teaching, the choice of teaching strategies, 

the use of teaching and learning resources and the expectations from students which had a 

negative implication on students‟ academic achievement in English reading comprehension. 

 

5.2.3 Learning Strategies Used by Deaf Students in English Reading Comprehension 

and the Implications on Academic Achievement 

The study found that before reading most deaf students reported using strategies such as 

observing the pictures to get a clue about the text 48(60.8%) and looking at the title to 
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predict the main idea of the text 42(53.2%). Setting the purpose for reading was rare 14 

(17.7%).  

 

During reading, most students reported using strategies such as taking note of key words and 

ideas 57(72.2%) and memorising aspects of the text 49(62.0%). Classroom observations 

further revealed that the strategies that were used to a very large extent during reading 

included finger spelling 7(63.6%), signing 7(63.6%) and pointing at words with fingers 

6(54.5%) while reading.  After reading, most students determined the main idea 54(68.4%) 

or re-read the text 48(60.8%). 

 

On encounter of difficult words, most students reported looking up the words in the 

dictionary 56(70.9%) with minimum guessing 11(13.9%). And when comprehension failed, 

most students used strategies such as reading slowly and carefully 51(64.6%) and use of 

prior knowledge 44(55.7%).  

 

Approaching the reading task without setting the purpose; frequent finger spelling and 

checking of words in the dictionary; and the use of strategies such as pointing words, 

observing pictures and titles and memorizing, pointed to use of lower level learning 

strategies and a deficiency in metacognitive skills. This had a negative implication on deaf 

students‟ achievement in English reading comprehension. 

 

5.2.4 The Influence of Attitude towards Reading on Deaf Students’ Academic 

Achievement in Reading Comprehension 

The general attitude of deaf students towards reading was found to be positive with a mean 

of 3.51. This was attributed to deaf students‟ understanding of the value reading in their 
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lives. The positive attitude was however interpreted as weak and not static. This was as a 

result of the negative attitudes depicted towards read texts which had a lot of vocabularies 

(Mean=2.48); and reading texts that were long (Mean=2.39).  Also the belief that reading 

was difficult (Mean=2.43) and that they were not good at reading (Mean=2.47). 

Consequently, the negative attitudes determined: the amount of time deaf students spent in 

reading for pleasure; persistence and motivation in reading; and skill levels which had a 

depressing effect on academic achievement in reading comprehension. 

 

A strong positive relationship which was statistically significant (r = 0.833, p<0.05) was 

found between deaf students‟ attitude towards reading and English reading comprehension.  

The shared variance between the two variable was 69.4% (r
2
= 0.694). This meant that 

69.4% of deaf students‟ academic achievement in reading comprehension could be 

explained by attitude towards reading. Attitude towards reading therefore influenced deaf 

students‟ academic achievement in English reading comprehension. 

 

5.2.5 The Influence of Knowledge of English Vocabulary and Grammar on Deaf 

Students’ Academic Achievement on Reading Comprehension 

The study established first the achievement of form four deaf students in English reading 

comprehension, vocabulary and grammar. In English comprehension the achievement was 

found to be below average (10) with most students 46(58.2 %) scoring 0-2 marks out of 20. 

None of the students scored above 8. 

 

In vocabulary, most of the form four deaf students 71(89.9%) scored 0 in the vocabulary 

section of the reading comprehension question. Analysis of the scripts further revealed that 

most of the students 40(50.6%) knew less than 90.0% of the words used in the passages. 
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This was interpreted as having a negative influence on achievement in English reading 

comprehension. 

 

In grammar, the achievement of deaf students was found to be below average (7.5) with 

most students 69(7.3%) scoring between 0-3 marks out of 15. None of the students scored 

above 6. 

 

A strong positive relationship which was statistically significant (r = 0.821, p<0.05) was 

found between deaf students‟ achievement in grammar and English reading comprehension. 

The shared variance between the two variables was 67.4% (r
2 

= 0.674). This implied that 

67.4% of deaf students‟ academic achievement in English reading comprehension could be 

explained by knowledge of English grammar.  Knowledge of English grammar therefore 

influenced deaf students‟ academic achievement in English reading comprehension. 

 

5.3 Conclusions 

From the summary of findings, the following conclusions were deduced based on the 

objectives of this study: 

5.3.1 How English Reading Comprehension is taught in Secondary Schools for the 

deaf and the Implications on Academic Achievement 

i. Teaching strategies 

The commonly used teaching strategies in English comprehension in secondary schools for 

the deaf in Kenya were questioning, silent reading and retelling. The use of the three 

strategies was not effective and had an implication on deaf students‟ knowledge of English 

vocabulary and grammar and achievement in reading comprehension. 
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ii. Nature of Classroom Interaction 

Classroom interaction during English reading comprehension lessons in secondary schools 

for the deaf in Kenya was dominated by teachers‟ through asking questions. The dominance 

of teachers implied restricted chances for deaf students to think independently, develop 

language skills and exercise skills already learnt through genuine classroom interaction. 

iii. Language of Instruction 

Signed English and KSL were ineffectively used in the teaching of English reading 

comprehension in Secondary Schools for the deaf in Kenya. This had an implication on deaf 

students‟ knowledge of English grammar which influenced their achievement on reading 

comprehension. 

iv. Use of teaching and Learning Resources 

Text books were the main resources used in the teaching and learning of English reading   

comprehension in Secondary Schools for the deaf in Kenya. Given deaf students‟ reliance 

on the visual modality, minimal use of visual aids restricted their access to extra information 

which would otherwise boost their comprehension. 

 

5.3.2 Perspectives of Teachers of English on Reading Comprehension Teaching 

Strategies and the Implications on Academic achievement 

Teachers of English had a positive perspective of mean 3.56 towards reading comprehension 

teaching strategies but did not enjoy teaching deaf students.  A negative perspective was 

depicted on summarization, the use of K.S.L, demonstration of reading strategies and the use 

of dictionaries which had implications on the effective use reading strategies among the 

students. 
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5.3.3 Learning Strategies Used by Deaf Students in English Reading Comprehension 

and the Implications on Academic Achievement 

i. Before reading 

The learning strategies used by deaf students before reading included observing pictures and 

titles to get a clue about the text. 

ii. During reading  

The learning strategies used by deaf students during reading included taking note of key 

words and ideas, memorizing aspects of the text, finger spelling and signing while reading.  

iii. After reading   

The learning strategies used by deaf students after reading included determining key words 

and the main idea and re-reading. 

iv. When comprehension failed 

The learning strategies used by deaf students when comprehension failed included reading 

slowly and carefully and the use of prior knowledge on the topic. 

v. On encounter of  difficult words 

The learning strategies used by deaf students on encounter of difficult words included 

looking up words in the dictionary or asking a friend. 

 

The use of most of these strategies implied the use of a bottom up approach, lower level 

processing and lack of metacognitive skills which had a negative implication on 

achievement in English reading comprehension. 
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5.3.4 The Influence of Attitude towards Reading on Deaf Students’ Academic 

Achievement in Reading Comprehension 

Deaf students had a weak positive attitude towards reading with a mean of 3.51. The attitude 

towards reading influenced their academic achievement in English reading comprehension 

(r=0.833, p<0.05). 

 

5.3.5  The Influence of Knowledge of English Vocabulary and Grammar on Deaf 

Students’ Academic Achievement in Reading Comprehension 

Deaf students‟ knowledge of English vocabulary was insufficient with 71(89.9%) of the 

students scoring 0 and 40(50.6%) knowing less than 90.0% of the words used in the 

passages  Knowledge of English grammar influenced deaf students‟ achievement in reading 

comprehension (r =0.821, p<0.05). 

 

5.4  Recommendations 

The following are the recommendations of this study based on the findings: 

 

i. In light of the finding that the teaching strategies used were insufficient, this study 

recommends that teachers of English be equipped with adequate knowledge, skills 

and strategies of teaching reading comprehension to deaf students through in-service 

training. This will ensure awareness of the varied effective teaching strategies and 

their relevance in improving deaf students‟ reading comprehension. 

 

ii.  Based on the finding that most teaching and learning resources in English reading 

comprehension were inadequate, this study recommends that the Ministry of 

Education and other relevant stakeholders provide more textbooks and visual 
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material such as signed videos, pictures, charts, graphic organizers and computers. 

Teachers of English and students should also make the most of the available teaching 

and learning reading resources. This will help in improving deaf students‟ reading 

skills and habits and also facilitate effective teaching and learning of reading 

comprehension. 

 

iii. Considering that time limitation was one of the factors that determined the utilization 

of various teaching and learning strategies in English reading comprehension, this 

study recommends that the Ministry of Education and other relevant stakeholders  

provide more reading opportunities for deaf students. This will ensure that the 

teachers and students have adequate time for implementation of the necessary 

reading comprehension strategies. 

 

iv. With regard to the finding that teachers of English had positive perspectives towards 

reading comprehension teaching strategies but did not enjoy teaching deaf students, 

there is need for motivation and change of attitude among teachers. This will ensure 

that teachers appreciate the capabilities of deaf students and design their teaching 

with the students’ needs in mind. 

 

v. Taking into account that deaf students were deficient in strategy usage during 

reading comprehension, this study recommends explicit teaching and scaffolding of 

the reading strategies. More emphasis should also be put in the teaching of 

vocabulary before reading and teaching story grammar and texture. This will ensure 

that deaf students are conscious of appropriate strategy usage for effective reading 

comprehension. 
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vi.  In view of the finding that deaf students had a positive attitude towards reading 

though their reading habits were insufficient, this study recommends that teachers of 

English motivate them to appreciate and embrace reading as a leisure activity. This 

help in improving deaf students‟ frequency, purpose, engagement and skills in 

reading. 

 

5.5 Suggestions for Further Research 

Based on the scope, limitation and findings of this study, the following are the suggestions 

for further research: 

 

i. The findings of this study showed that vocabulary knowledge influenced deaf 

students‟ achievement in reading comprehension. This study, however, focused on 

contextual knowledge of vocabulary provided in the passages. The depth and breadth 

of vocabulary knowledge was not addressed. There is need, therefore, to examine the 

relationship between deaf students‟ depth and breadth of knowledge of English 

vocabulary and achievement in reading comprehension. 

 

ii. This study established the learning strategies used by deaf students in reading 

comprehension. A cause-effect relationship between the strategies and achievement 

in reading comprehension was, however, not conducted. Based on this limitation, a 

quasi-experimental approach on the effect of the learning strategies on deaf students‟ 

academic achievement in English reading comprehension would be more appropriate 

for identifying strategies that produced a positive outcome. 
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iii. The current study established the teaching strategies used in English reading 

comprehension.  A causal-effect relationship between the strategies and achievement 

in reading comprehension was however not performed. A quasi-experimental 

approach on the effect of the strategies on deaf students‟ achievement would 

therefore shed more light on the most effective teaching strategies. 
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APPENDIX I: STUDENT QUESTIONNAIRE (SQ) 

 

My name is Everline Nyokabi Maina, a PhD student at Maseno University. I am carrying 

out a study on Teaching and Learning of English Reading Comprehension: Implications 

on Academic Achievement of Deaf Students in Secondary Schools in Kenya. You have 

been selected as a respondent in this study because of your role in teaching and learning of 

reading comprehension. Based on your experience and knowledge please provide your 

views pertaining to the study. I assure you that the information you provide will only be 

used for academic purposes and will be treated with utmost confidentiality. Thank you for 

your anticipated participation in the study.   

 

A:  Use of Teaching and Learning Resources 

1. Indicate in the following table how often your English teacher uses the following 

resources in teaching reading comprehension. (Tick (√) where appropriate) 

 

Resource Very Often Often Sometimes Hardly Never 

Real objects      

Pictures      

Signed videos      

Computer      

Textbooks      

Charts      

Magazines and 

newspaper extracts 

     

Other library books      

 

2. How much time do you spend in reading other material apart from subject text books in a 

day? (Tick (√) where appropriate) 

 

i. Less than an hour   (  ) 

ii. 1-2 hours    (  ) 

iii. 3-4 hours    (  )       

iv. More than 4 hours   (  ) 

v. Never read other materials  (  ) 
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B: Learning Strategies 

1. What do you do before reading a text? (Tick (√) where appropriate) 

                     Yes No 

i. Setting the purpose for reading     (  ) (  ) 

ii. Deciding what to read closely and what to ignore   (  ) (  ) 

iii. Look at the title and predict the main idea of the text  (  ) (  ) 

iv.  Observe pictures to get a clue about the text    (  ) (  ) 

v. Scanning the text to know it length, main idea and organization (  ) (  ) 

vi. Other activities ……………………………………………………………… 

 

2. What do you do when you come across a difficult word? (Tick (√) where appropriate) 

        Yes No 

i. Guess the meaning      (  ) (  ) 

ii. Skip the word       (  ) (  ) 

iii. Look  it up in the dictionary    (  ) (  ) 

iv. Ask a friend       (  ) (  ) 

v. Ask the teacher     (  ) (  ) 

vi. Fingerspell the word     (  ) (  ) 

vii. Other activities ……………………………………………………………… 

 

3. What do you do when you don‟t understand the text? (Tick (√) where appropriate) 

        Yes No 

i. Re-read the text     (  ) (  ) 

ii. Continue reading     (  ) (  ) 

iii. Translate the text into KSL    (  ) (  ) 

iv. Use prior knowledge about the topic   (  ) (  ) 

v. Read slowly and carefully    (  ) (  ) 

vi. Reading aloud      (  ) (  ) 

vii. Other activities ……………………………………………………………… 
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4. What do you do during reading? (Tick (√) where appropriate) 

          Yes No 

i. Memorize aspects of the text to ensure that I remember them (  ) (  ) 

ii. Take notes on key words and ideas     (  ) (  ) 

iii. Visualise the information that I read     (  ) (  ) 

iv. Ask myself questions as I read     (  ) (  ) 

v. Other activities ……………………………………………………………… 

5. What do you do after reading a text? (Tick (√) where appropriate) 

        Yes No 

i. Reflect on the text     (  ) (  ) 

ii. Summarise the text     (  ) (  ) 

iii. Determine the main idea    (  ) (  ) 

iv. Generate questions from the text   (  ) (  ) 

v. Other activities ……………………………………………………………… 

C. Teaching Strategies 

How often does your English teacher employ the following teaching strategies during 

reading comprehension lessons? (Tick (√) where appropriate) 

 Strategy Very  Often Often Sometimes Hardly Never 

1. Teaching vocabulary      

2. Teaching story grammar and 

text structure 

     

3. Repeated reading      

4. Activation of students‟ 

background knowledge 

     

5. Retelling in K.S.L      

6. Skimming and scanning      

7. Dramatisation      

8. Summarisation      

9. Reading aloud      

10. Silent reading      

11. Group reading      

12. Questioning      

13. Use of visual aids      

14. Peer tutoring      

15. Demonstration      

16. Discussion      
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D: Students’ Attitude towards Reading 

 

1. Select and tick (√) the column that best agrees with your opinion towards reading. 

Definitely True (DT), True (T), Somewhat True (ST), Not True (NT) and Definitely Not 

True (DNT) are the choices. 

 STATEMENT DT T ST NT DNT 

1. As a deaf  student I can never be  a good reader      

2. Reading a book is something  I like to do often      

3. People who read a lot are knowledgeable      

4. Reading becomes boring after a short time.       

5. I think libraries are a great place to spend time      

6.  Reading is for learning but not enjoyment      

7. Knowing how to read well is not very important      

8. Reading is difficult for me       

9. There should be more free reading time in class.      

10. When someone gives me a book for a present, I feel very 

happy 

     

11. If someone discusses an interesting book I look forward to 

reading it 
     

12.  I exchange reading materials with my friends.      

13. I only read because it is a must      

14. I don‟t like  reading texts with a lot of vocabularies      

15. Short stories are no fun to read      

16. I love reading texts that are long      

17 I don‟t feel confident in participating in class reading 

sessions 
     

18. 1 am good at reading      

19. Reading is not  important because I don‟t  plan to get a job 

that requires advanced skills in reading 
     

20. I enjoy reading because my teacher encourages me to read      

 

2. Do you enjoy reading? (Tick (√) where appropriate) 

 

i. Yes (  )   ii. No (  )   iii. Don‟t know (  ) 

 

Provide reasons for your answer 

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………… 
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3. What are your suggestions for improving the teaching and learning of reading 

comprehension to deaf students? 

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………… 
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APPENDIX II: TEACHERS OF ENGLISH QUESTIONNAIRE (TEQ) 

 

My name is Everline Nyokabi Maina, a PhD student at Maseno University. I am carrying 

out a study on Teaching and Learning of English Reading Comprehension: Implications 

on Academic Achievement of Deaf Students in Secondary Schools in Kenya. You have 

been selected as a respondent in this study because of your role in teaching and learning of 

reading comprehension. Based on your experience and knowledge please provide your 

views pertaining to the study. I assure you that the information you provide will only be 

used for academic purposes and will be treated with utmost confidentiality. Thank you for 

your anticipated participation in the study. 

 

A. Deaf students’ Learning Strategies in English Reading Comprehension 

Select and tick (√) the column that best agrees with your opinion on the frequency of use of 

the following strategies by deaf students in your class during English reading 

comprehension. Very Frequently (VF), Frequently (FU), Sometimes (S) Hardly (H) and  

Never (N) are the choices. 

 

 STRATEGY VF FU S H N 

1. Silent reading      

2. Signing while reading      

3. Translating information into Kenyan Sign Language      

4.  Re-reading      

5. Reading ahead      

6. Guessing meaning of words      

7. Use of background knowledge      

8. Asking someone      

9. Self questioning      

10. Use of picture cues      

11. Use of the title to predict       

12. Use of the dictionary      

13. Finger spelling unknown words      

14. Use of mental imagery      

15. Note taking      

16. Memorising aspects of the text      

17. Signing while reading      

18. Varying the  reading rate       

19. Skimming/scanning      

20. Summarisation      

B: Teachers’ Perspectives on English Reading Comprehension Strategies 
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1. Select and tick (√) the column that best agrees with your perspective the following 

teaching strategies in English reading comprehension. Definitely True (DT), True (T), 

Somewhat True (ST), Not True (DT) and Definitely Not True (DNT) are the choices 

2. Do you enjoy teaching English reading comprehension to deaf students? (Tick (√) where 

appropriate) 

 STRATEGY DT T ST NT DNT 

 

1. Teaching  of  vocabulary found  in  the text  to deaf students  

takes  too much of the lesson time 
     

2. Teaching English grammar during reading comprehension 

boosts deaf students‟ proficiency in English. 
     

3. Use of repeated reading is irrelevant to deaf students      

4. Activating deaf students' knowledge about a topic enhances 

their comprehension 
     

5. Deaf students understand best when a text is retold in 

Kenyan Sign Language 
     

6. Understanding the  title of the text helps  to deaf students to 

predict about the text 
     

7. Skimming and scanning help deaf students to figure out the 

key words and ideas in the text 
     

8. Translating the text into Kenya Sign Language distorts 

meaning 
     

9. Dramatisation doesn‟t add value to deaf students‟ reading 

comprehension 
     

10. Summarisation is difficult for deaf students      

11. Reading aloud interferes with  deaf students‟ ability to follow 

the story 
     

12. Silent reading saves time when teaching reading 

comprehension to deaf students 
     

13. Group reading helps deaf students to  share ideas      

14. Use of dictionaries doesn't improve  the reading 

comprehension among deaf students  
     

15. Questioning during reading helps in checking deaf students‟ 

comprehension 
     

16. Use of visual aids  does not enhance deaf students' reading 

comprehension 
     

17. Deaf students can never learn how locate important 

information in a text  through scanning 

     

18. Deaf students understand best when their peers explain to 

them reading comprehension passages 
     

19. Demonstration  of reading comprehension   strategies makes 

no difference to deaf students 
     

20. Discussion encourages deaf students to participate during 

reading comprehension lessons 
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i. Yes   (   )       ii. No     (   )  iii. Don‟t Know (  ) 

 

Provide reasons for your answer 

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

……………………………………………………………………………………………….. 

 

C. Teaching and Learning Resources 

Rate the adequacy of the following reading resources at your school (Tick (√) where 

appropriate) 

Resource Very 

Adequate 

Adequate Inadequate Not 

Available 

Don’t 

Know 

English text books      

Novels      

Story books      

Signed videos      

Visual aids (e.g 

Charts, and pictures) 

     

Newspapers      

Magazines      

Computers      

English text books      

 

 

 

 

 

 

 

 

 

 

 

APPENDIX III: TEACHERS OF ENGLISH INTERVIEW SCHEDULE (TEIS) 
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1. Which strategies do you prefer in teaching reading comprehension to deaf students? 

Why? 

2. What concepts do deaf students find hard in English reading comprehension? 

3. Comment on the reading habits of deaf students in your class that influence their 

comprehension in English. 

4. What are your suggestions for improving the teaching and learning of English 

reading comprehension to deaf students? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

APPENDIX IV: LESSON OBSERVATION SCHEDULE (LOS) 

 

A. ENGLISH READING COMPREHENSION TEACHING STRATEGIES 
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Key:  Outstanding (O) Well Demonstrated (WD) Satisfactory (S) Not Satisfactory (NS)     

Not used at All (NU) Pre-reading (PR) During Reading (DR) Post reading (PR) 

 

 

 

 

 

 

 

 

 

B. DEAF STUDENTS’ LEARNING STRATEGIES IN ENGLISH READING 

COMPREHENSION 

A. Strategy Reading Stage 

when used 

 Rating 

  PR DR PR  O WD S NS NU 

1. Teaching vocabulary          

2. Teaching story grammar and 

text structure 
         

3. Repeated reading          

4. Activation of students‟ 

background knowledge 
         

5. Retelling          

6. Skimming and scanning          

7. Dramatisation          

8. Summarisation          

9. Reading aloud          

10. Silent reading          

11. Group reading          

12. Questioning          

13. Use of visual aids          

14. Peer tutoring          

15. Demonstration          

16. Discussion          

       

B. Language of Instruction      

1. Signed English and Kenyan Sign Language       

2. Signed English  only      

3. Kenyan Sign Language only      
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 STRATEGY Used to a 

 Very Large 

 Extent 

 

  

 

Used to a 

 Large 

Extent 

 

Used to 

 a Small 

 Extent 

 

 

Used to 

 a Very 

 Small 

 Extent 

Not used 

at all 

 

 

1. Finger spelling      

2. Signing while reading      

3. Asking a friend      

4. Use of the dictionary      

5. Asking the teacher      

6. Note taking       

7. Peer reading      

8. Pointing at words with 

fingers or pen 
     

9. Silent reading      

10. Re-reading      



 199 

C. NATURE OF CLASSROOM INTERRACTION 

  

 
No. Episode No. Episode No. Episode No. Episode 

(1) 

(2) 

(3) 

(4) 

(5) 

(6) 

(7) 

(8) 

(9) 

(10) 

(11) 

(12) 

(13) 

(14) 

(15) 

(16) 

(17) 

(18) 

(19) 

(20) 

(21) 

(22) 

(23) 

(24) 

(25) 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

(26) 

(27) 

(28) 

(29) 

(30) 

(31) 

(32) 

(33) 

(34) 

(35) 

(36) 

(37) 

(38) 

(39) 

(40) 

(41) 

(42) 

(43) 

(44) 

(45) 

(46) 

(47) 

(48) 

(49) 

(50) 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

(51) 

(52) 

(53) 

(54) 

(55) 

(56) 

(57) 

(58) 

(59) 

(60) 

(61) 

(62) 

(63) 

(64) 

(65) 

(66) 

(67) 

(68) 

(69) 

(70) 

(71) 

(72) 

(73) 

(74) 

(75) 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

(76) 

(77) 

(78) 

(79) 

(80) 

(81) 

(82) 

(83) 

(84) 

(85) 

(86) 

(87) 

(88) 

(89) 

(90) 

(91) 

(92) 

(93) 

(94) 

(95) 

(96) 

(97) 

(98) 

(99) 

(100) 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 

— — — — 
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APPENDIX V: Adapted Craig and Collins (1970) Interaction Category System for 

Communicative Interaction in Classrooms for the Deaf 

 

 

 

 

 

 

 

 

Teacher 

talk 

  

                                                  

 

 

 

Response 

1. Accepts feeling. Accepts and clarifies an attitude or 

the feeling tone of a pupil in a nonthreatening 

manner. Feelings may be positive or negative. 

Predicting and recalling feelings are included. 

2. Praises or encourages. Praises or encourages pupil 

action or behavior. Jokes that release tension, but 

not at the expense of another individual; nodding 

head or saying “Um hm?” or “go on” are included. 

3. Accepts or uses ideas of pupils. Clarifying, 

building, or developing ideas suggested by a pupil. 

Teacher extensions of pupil ideas are included but 

as the teacher brings more of his own ideas into 

play, shift to category five. 

 4. Asks questions. Asking a question about content or 

procedure, based on teacher ideas, with the intent 

that a pupil will answer. 

 

 

 

Initiation 

5. Lecturing. Giving facts or opinions about content or 

procedures; expressing his own ideas, giving his 

own explanation, or citing an authority other than a 

pupil. 

6. Giving directions. Directions, commands, or orders 

to which a pupil is expected to comply. 

7. Criticizing or justifying authority. Statements 

intended to change pupil behavior from non-

acceptable to acceptable pattern; bawling someone 

out; stating why the teacher is doing what he is 

doing; extreme self-reference. 

Pupil talk  

Response  

8. Pupil-talk-response. Talk by pupils in response to 

teacher. Teacher initiates the contact or solicits 

pupil statement or structures the situation. Freedom 

to express own ideas is limited. 

  9. Pupil-talk-initiation. Talk by pupils which they 
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Initiation initiate. Expressing own ideas; initiating a new 

topic; freedom to develop opinions and a line of 

thoughtful questions; going beyond the existing 

structure. 

Silence 10. Silence or confusion. Pauses, short periods of 

silence and periods of confusion in which 

communication cannot be understood by the 

observer. 

Teacher and Student talk 

 

11. Communication modes: Combined (C), Finger 

spelling (F), Manual (M), Speech (S), Non- manual 

signals (N), Gesture (G),  Written (W), Evasive 

action(E) 
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APPENDIX VI: DOCUMENT ANALYSIS GUIDE (DAG) 

 

Student Achievement in 

 English Reading 

 Comprehension 

Achievement in  

Vocabulary 

 

Achievement in  

Grammar 

1.    

2.    

3.    

4.    

5.    

7.    

8.    

9.    

10.    

11.    

12.    

13.    

14.    

15.    

16.    

17.    

18.    

19.    

20.    

21.    

22.    

23.    

24.    

25.    
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APPENDIX VII:  ANALYSIS OF PERSPECTIVES OF TEACHERS OF ENGLISH 

ON READING COMPREHENSION TEACHING STRATEGIES (n=11) 

 STATEMENTS DT 

% 

T 

% 

ST 

% 

NT 

% 

DNT 

% 

1. Teaching  of  vocabulary  in  the text  to deaf 

students  takes  too much of the lesson time 

1(9.1) 2(18.2) 0(0.0) 3(27.3) 5(45.4) 

2. Teaching story grammar  and texture boosts 

deaf students‟ reading comprehension 

5(45.4) 4(36.4) 

 

1(9.1)   1(9.1) 0(0.0) 

 

3. Use of repeated reading is irrelevant to deaf 

students 

2(18.2) 1(9.1) 1(9.1) 3(27.3) 4(36.4) 

4. Activating deaf students' knowledge about a 

topic enhances their comprehension 

5(45.5) 5(45.5) 0(0.0) 1(9.1) 0(0.0) 

5. Deaf students understand best when a text is 

retold in Kenyan Sign Language 

6(54.5) 5(45.4) 0(0.0) 0(0.0) 0(0.0) 

6. Understanding the  title of the text helps  to 

deaf students to predict about the text 

5(45.4) 3(27.3) 1(9.1) 2(18.2) 0(0.0) 

7. Skimming and scanning helps deaf students to 

figure out the key words and ideas in the text 

6(54.5) 2(18.2) 1(9.1) 1(9.1) 1(9.1) 

8. Use of K.S.L during English reading 

comprehension  distorts meaning 

6(54.5) 2(18.2) 0(0.0) 1(9.1) 2(18.2) 

9. Dramatization doesn‟t add value to deaf 

students‟ reading comprehension 

2(18.2) 4(36.4) 0(0.0) 0(0.0) 5(45.4) 

10. Summarizing is difficult for deaf students 5(45.4) 4(36.4) 0(0.0) 2(18.2) 0(0.0) 

11. Reading aloud interferes with  deaf students‟ 

ability to follow the story 

4(36.4) 3(27.3) 0(0.0) 

 

1(9.1) 3(27.3) 

 

12. Silent reading saves time when teaching 

reading comprehension to deaf students 

6(54.5) 1(9.1) 0(0.0) 2(18.2) 2(18.2) 

13. Group reading helps deaf students to  share 

ideas 

5(45.4) 4(36.4) 0(0.0) 1(9.1) 1(9.1) 

14 Use of dictionaries doesn't improve deaf 

students‟ reading comprehension  

4(36.4) 4(36.4) 2(18.2) 1(9.1) 0(0.0) 

15. Questioning during reading helps in checking 

deaf students‟ comprehension 

5(45.4) 3(27.3) 1(9.1) 2(18.2) 0(0.0) 

16. Use of visual aids  doesn‟t enhance deaf 

students' reading comprehension 

0(0.0) 0(0.0) 1(9.1) 4(36.4) 6(54.5) 

17. Deaf students can never learn how locate 

important information in a text  through 

scanning 

2(18.2) 0(0.0) 0(0.0) 4(36.4) 5(45.4) 

18.  Deaf students understand best when their 

peers explain to them reading comprehension 

passages 

6(54.5) 2(18.2) 0(0.0) 2(18.2) 1(9.1) 

19. Demonstration  of reading comprehension   

strategies makes no difference to deaf 

students 

5(54.5) 2(18.2) 0(0.0) 2(18.2) 2(18.2) 

20. Discussion encourages deaf students to 

participate during reading comprehension 

lessons 

4(36.4) 4(36.4) 1(9.1) 1(9.1) 1(9.1) 
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APPENDIX VIII:  ANALYSIS OF FORM FOUR DEAF STUDENTS’ ATTITUDE 

TOWARDS READING (n=79) 

 STATEMENT DT T ST NT DNT 

1. As a deaf  students I can never be  

a good reader 

12(15.2) 10(12.7) 2(2.5) 22(27.8) 33(41.8) 

2. Reading a book is something  I 

like to do often 

27(34.2) 18(22.8) 6(7.6) 18(22.8) 10(12.7) 

3. People who read a lot are 

knowledgeable 

36(45.6) 38(48.1) 0(0.0) 4(5.1) 1(1.3) 

4. Reading becomes boring after a 

short time.  

6(7.6) 12(15.2) 10(12.7) 30(38.0) 21(26.6) 

5. I think libraries are a great place to 

spend time 

27(34.2) 27(34.2) 2(2.5) 17(21.5) 6(7.6) 

6. Reading is for learning but not 

enjoyment 

8(10.1) 16(20.2) 4(5.1) 21(26.6) 30(38.0) 

7. Knowing how to read well is not 

very important 

4(5.1) 12(15.2) 5(6.3) 7(8.9) 51(64.6) 

8. Reading is difficult for me  23(29.1) 28(35.4) 4(5.1) 19(24.1) 5(6.3) 

9. There should be more free reading 

time in class. 

47(59.5) 16(20.3) 3(3.8) 8(10.1) 5(6.3) 

10. When someone gives me a book 

for a present, I feel very happy 

33(41.8) 26(32.9) 4(5.1) 14(17.7) 2(2.5) 

11. When someone discusses an 

interesting book I look forward to 

reading it 

33(41.8) 26(32.9) 6(7.6) 12(15.2) 2(2.5) 

12.  I exchange reading materials with 

my friends. 

33(41.8) 26(32.9) 3(3.8) 15(19.0) 2(2.5) 

13. I only read because it is a must 5(6.3) 10(12.7) 6(7.6) 23(29.1) 35(44.3) 

14. I don‟t like  reading texts with a 

lot of vocabularies 

22(27.8) 29(36.7) 5(6.3) 14(17.7) 9(11.4) 

15. Short stories are no fun to read 1(1.3) 10(12.7) 0(0.0) 35(44.3) 33(41.8) 

16. I love reading texts that are long 12(15.2) 6(7.6) 2(2.5) 40(50.6) 19(24.1) 

17. I don‟t feel confident in 

participating in class reading 

sessions 

19(24.1) 25(31.6) 7(8.9) 17(21.5) 11(13.9) 

18. 1 am good at reading 7(8.9) 14(17.7) 5(6.3) 36(45.6) 17(21.5) 

19. Reading is not  important because 

I don‟t  plan to get a job that 

requires advanced skills in reading 

0(0.0) 6(7.6) 1(1.3) 35(44.3) 37(46.8) 

20 I enjoy reading because my 

teacher encourages me to read 

3(3.8) 18(22.8) 4(5.1) 39(49.4) 15(19.0) 

 

Key: DT-Definitely True, T-True, ST- Somewhat True, NT- Not True, DNT-Definitely Not 

True 
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APPENDIX IX : SAMPLE 1 OF STUDENTS’ ENGLISH READING 

COMPREHENSION SCRIPT 
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APPENDIX X: SAMPLE 2 OF  STUDENTS’ ENGLISH READING  

 

COMPREHENSION SCRIPT 
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APPENDIX XI: SAMPLE 3 OF STUDENTS’ ENGLISH READING 

COMPREHENSION SCRIPT 
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APPENDIX XII: MAP OF KENYA SHOWING RESEARCH COUNTIES 

 

 

 

 

1 

2 

3 

4 

Key: 1- Siaya County       2-Nyeri County 3-Kakamega County 4- Migori County 

 

Source: Moran Publishers (2011). Moran Secondary School Atlas. Nairobi: Moran  

East African Publishers. 
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APPENDIX XIII: LETTER OF INTRODUCTION 
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APPENDIX XIV: AUTHORISATION LETTER 1 
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APPENDIX XV: AUTHORISATION LETTER 2 

 


