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Abstract

This study aimed at evaluating the availability of higher order thinking skills 

(HOTS) in the reading exercises of English for Palestine Grade 8 to find out to what 

extent the reading exercises in the SB and WB match the suggested criteria. 

To achieve the aim of the study, the researcher adopted the descriptive 

analytical approach. Consequently, she used two tools to collect the needed data 

which are: a content analysis card and a structured interview. 

Specifically, to formulate the content analysis card, the researcher built the 

suggested criteria benefiting from the previous studies, related literature, and 

institutions' publication. 

Concerning the validity of the used tool, the analysis card was shown to a 

number of experts to benefit from their valuable comments and modification. In the 

light of their comments, the final shape of the analysis card was constructed. 

Additionally, to ensure the reliability of the study, the researcher asked for the 

cooperation of another researcher to analyze the book along with her. 

After that, the researcher interviewed 168
th

 grade English language teachers to 

find out their views regarding the availability of HOTS in the reading exercises in 

order to validate or refute the findings she got from the analysis card. The following 

findings were drawn out from the analysis of the book: 

Only fifteen out of the 26 items i.e., % 58 which are considered the criteria to 

evaluate the reading comprehension exercises in the target book 'English for Palestine 

Grade 8' are available. Whereas the other eleven items i.e., % 42 are completely 

neglected. 

The skills available are not well-distributed in the SB neither in the WB. Thus, 

the distribution of the available HOTS categories is the following: 

 Concerning the analysis skill, it got % 51.92. The SB has % 58.44, whereas 

the WB has % 33.33. 

 Regarding the synthesis skill, it got % 41.35. The SB has % 32.47 while the 

WB has % 66.67. 

 The evaluation skill, on the other hand, got the least score among the other two 

skills. It got the percentage of % 6.73 in only the reading exercises of the SB, 

with noting that the exercises of the WB have no share of this skill. 

In regard to the interview, there was almost agreement among the 8
th

 grade 

English language teachers that there is a shortage in the HOTS in the reading 

exercises and they are not well-treated. 

In the light of these data, the researcher recommends modifying the reading 

exercises by providing them with more enrichment material that include HOTS. 

English language supervisors are also recommended to hold more workshops to train 

English language teachers how to enhance such skills in students' mentalities 
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Chapter One 

Study Statement and Background 

1.1 Introduction 

Book evaluation is a means of matching textbooks with world continuous changes and 

progress.  This  is so necessary because what was taught fifty years ago is not the 

same as what students and societies need now. Accordingly, it is well known that 

education  and  curriculums govern building future citizen. Due to this fact, nations all 

over the world are trying through different means to improve their educational 

programs. To achieve this, evaluative processes are carried out upon the textbooks to 

find out the points of weaknesses and strengths as well. Thus, the evaluation process 

covers different fields of the curriculum; mostly the content presented by the 

textbook.. Ansary and Babaii (2002: 1-2)state that: 

Although the textbook is not the only tool for the teaching and 

learning process, it is still of a significant impact for achieving 

the language learning objectives. Since teachers find it difficult 

to develop their own classroom materials, have limited time and 

lie under external pressure that restricts their ability, it gives 

more emphasis on the use and utility of the textbook to 

compensate the loss of authentic materials. 

Specifically  in relation to TEFL, TESL books As Genesee (2001: 144-150) states: 

evaluation in TESOL settings is a process of collecting, 

analyzing and interpreting information. This process enables us 

to make informed decisions through which student achievement 

will increase and educational programs will be more successful. 

Thus, the current textbooks should meet the needs of the people nowadays in addition 

to the current developments in the world. In this regard, evaluation of textbooks can 

be conducted using checklists of criteria through the analytical research. "Analysis 

and evaluation provide useful data to teachers, supervisors, and other educational 

departments with concrete evidence regarding strong and weak points of the 

evaluative books" (Riffe et al., 1998). 

Concerning the newly implemented Palestinian textbooks, several initiatives have 

been carried out to evaluate them and check thier effectiveness. Ali's study (2010) was 

an example of evaluating the English textbooks English for Palestine Grade 9. 
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Specifically, she evaluated the reading texts and exercises in the light of certain 

criteria in that book. 

However, reading comprehension texts are important vessels that may train learners to 

practice all levels of cognitive skills and they are the base of the whole learning 

process. To demonstrate, any type of reading aims to achieve 

comprehension.Anyhow, evaluating reading  comprehension texts and exercises is of  

great importance because  reading   and comprehending  what  is  read is the most  

important  means of  gaining and  developing  individuals' knowledge.  In any  case 

whatever anyone reads, he  has to achieve a level of  understanding, otherwise, 

reading is an aimless activity. In fact, reading is an important skill in the first and 

second language. Raymond (2006) assures that "effective reading requires not only 

accurate reading skills, but also being able to comprehend easily and automatically". 

Failing  to read and comprehend  what is read in early learning stages  leads  to 

educational problems in learner's life. (Casey, 2001) states "Failing to learn to read 

and write in the early years results in more special education placement, retention, and 

poor self – esteem for the learner than any other cause" Research consistently points 

to the direct relationship between comprehension skills and success in learning L1 and 

L2 and all other subjects. Anyhow, reading  comprehension  skills should  be taught 

beside all cognitive skills starting from recalling information schemata, to 

comprehension, application, analysis, synthesis, and evaluation. It should be  

practiced through reading comprehension exercises. Consequently, reading 

comprehension text should be provided with exercises that develop these skills. As a 

result, there is an agitating  need  to successive evaluation of reading  comprehension  

exercises to confirm their effectiveness as a means of developing cognitive skills   

specifically higher order thinking skills (HOTS) .  

In this concern, it can be argued that HOTS are necessary skills that build productive 

citizensas productivity is based on individuals' ability to analyze, to combine 

knowledge of different resources, to discuss, to judge, and to evaluate. Therefore, it is 

the message of the textbook to build citizens who are capable of thinking critically; 

solving problems, planning, analyzing, and making decisions.  

Hence, it is worth noting that curriculum and educational processes are responsible for 

building learners' abilities and thinking habits. This can be achieved when the 
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textbooks are enriched with critical thinking activities to urge learners to think; 

otherwise, they will become low achievers who focus  on lower thinking skills 

(LOTS). Marier (2002),affirms that:  

students should be taught how to read in order to become 

effective readers. To fulfill this aspect, good readers use higher-

order thinking strategies to think about, and control their reading 

before, during, and after reading a selection. Students who do 

not use HOTS are usually low achievers in reading 

Accordingly, research in the field of evaluating textbooks for the availability and 

treatment of HOTS has been conducted at the levels of all disciplines; science, math, 

social studies, and language books. Moreover, it has been conducted on the level of 

achievement test because most teachers' teaching activities are oriented towards 

exams, so they neglect what is excluded from the exam.  Besides, exam wash back 

influences educational policies and book designing and designers, it incites them to 

reevaluate textbooks and educational plans to compensate for weaknesses.     

 Following the same path, this research evaluates HOTS in English for Palestine 

Grade 8 in reading comprehension exercises. To achieve that, the researcher has built 

a check list based on Bloom's taxonomy as a criterion for the evaluation process. For 

more clarification, Bloom's taxonomy poses six cognitive skills through which 

thinking processes pass from the bottom to the top. Successively, they are recalling, 

comprehension, application which are called lower thinking skills (LOTS). These 

LOTS are mounted by other three skills which are called higher order thinking skills 

known as (HOTS) represented in analysis, synthesis, and evaluation. Analysis refers 

to individuals' ability to break material into its smaller components. Synthesis 

represents assembling parts of the material to produce a new forms. Evaluation, on the 

other hand, refers to individuals' ability to judge and take decisions. 

To conclude, analyzing the target textbook English for Palestine Grade 8 is a process 

that sheds the light on the strengths and weaknesses of reading comprehension 

exercises and the way they involve and treat (HOTS). 

1.2 Statement of the problem: 

As the researcher works in the field of teaching English in preparatory schools, she 

noticed students find difficulty in answering reading  comprehension question at the 

levels of higher order thinking skills; analysis, synthesis, and evaluation. 
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Consequently, she thinks that this deficiencyis ascribed to the lack of practicing these  

activities. Any lack  of  practicing (HOTS)  activities could be attributed  to the  

shortage of such exercises that accompany reading comprehension texts, or to 

neglecting them by teachers due to the limited time of the clssroom periods. 

     As a result, the current study is the first to evaluate HOTS in reading exercises of 

English for Palestine – grade 8. The researcher,wants to evaluate these skills. Her  

purpose is to identify the areas of weaknesses so that she could provide effective 

advice to those who are interested in developing English language curricula. 

1.3 Research questions: 

The problem is stated in the following major question : 

To what extent do the higher order thinking skills (HOTS) exist in the reading 

exercises of English for Palestine grade 8 in the light of the suggested criteria? 

The following sub – questions emerged from the above mentioned one : 

1. To what extent do the reading  exercises of English for Palestine – grade 8 

include analysis skill ? 

2. To what extent do the reading  exercises of English for Palestine – grade 8 

include synthesis skill ? 

3. To what extent do the reading  exercises of English for Palestine – grade 8 

include evaluation skill ? 

4. What is 8
th

 grade English language teachers' evaluation of the higher order 

thinking skills in the reading exercises of English for Palestine Grade 8? 

5. What is a suggested framework that can be introduced for effective 

development of higher order thinking skills in English for Palestine Grade 8 

textbook? 

1.4 Purpose of the study: 

The current study aims to: 

1. Formulate a checklist of criteria for evaluating HOTS in the reading exercises 

in English materials, 

2. pinpoint the areas of weakness in HOTS that are latent in the reading exercises 

of English for Palestine – grade 8 in terms of the suggested criteria, and 
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3. provide a framework for  teaching  and  developing HOTS. 

1.5 Significance of the study: 

The study may help the following: 

Teachers: 

To organize effective teaching learning environment by raising questions that nurture 

students' critical thinking abilities and understand the hidden concepts / ideas . 

Supervisors: 

To conduct training courses that revolve around enhancing critical thinking and 

familiarizing the English language teachers with the effective ways for asking 

questions underlying these concepts. In addition, they may work with teachers to 

provide enrichment material that support HOTS. 

Syllabus designers: 

To inspire syllabus designers to modify, organize, and enrich English language 

curricula with activities based mainly on developing HOTS . 

1.6 Definition of operational terms: 

English for Palestine 8: It refers to  the English curriculum for the eighth graders 

published by the Palestinian Ministry of Education and Higher Education in August 

2008 aims at  developing  the four language skills. 

Evaluation: It refers to analyzing textbooks  to find out their strengths and 

weaknesses andto promote the improvement of it. In the current study, it aims at  

investigating the availability  and the treatment of HOTS. 

SB (Student Book): It is the book that presents the new language and provides 

activities for practice and recycling. (ETB, 2007: 5). In the present study it is English 

for Palestine 8. 

WB (Work Book): It is the book that provides students with additional practice for 

class and home use. (ETB, 2007: 5). 
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Higher order thinking skills: The ability to  analyze, synthesize and to evaluate  

based on cognitive skills of Bloom's taxonomy which the researcher test by the 

content analysis card. 

Analysis: It refers to the ability to break down a concept into its smaller parts. This 

process may require students to categorize information related to the text, guess 

meaning of word through context, recognize causes and effects, infer the author's 

attitudes, and/or compare between items related to a certain text. 

Synthesis: It refers to the ability to form something new or compile objects from 

separate parts. This skill may require students to summarize texts, retell the material 

using their own words, generate information related to the text, and/or predict events 

or solutions related to the text. 

Evaluation: It refers to the ability to judge the value of certain objects. In this regard, 

students are to express their opinions toward situations in texts, conclude themes of 

texts, and/or recognize subjectivity or objectivity. 
Reading exercises: All the questions that come under the reading texts and start with: 

read and answer, read and choose, read and classify, read and put 'T' or 'F', etc. 

They are usually in lesson 3 and 4 of the English textbooks. 

1.7 Limitation of the study: 

1- This evaluative study is restricted to evaluating HOTS in reading exercises in  

English for Palestine – grade 8 in both SB and WB. 

2- The whole population of the proposed study will be all the teachers of 8
th
 grade in 

Khanyounis city only. 

3- The study takes place in the scholastic year (2011 – 2012). 

4- The study is restricted to the used tools. 
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1.8 List of abbreviations: 

Abbreviation Equivalent 

1. CB Course book 

2. CLT Communicative language Teaching 

3. EFL  English as a Foreign Language 

4. ELC English Language Curriculum 

5. ESL  English as  a Second language 

6. ETB English for Palestine Teacher's Book 

7. FL Foreign Language 

8. HOTS Higher Order Thinking Skills 

9. QCERD Qattan Centre for Educational Research and Development 

10. SB    Student's Book 

11.SLA Second Language Acquisition  

12. TB  Teacher's Book 

13. TEFL Teaching English as a Foreign Language 

14. TESL Teaching English as a Second Language 

15. WB  Work Book 

 

1.9 Summary: 

This chapter is an introduction to the entire research work. It deals with the 

background of the study, the statement of the problem, the research questions, the 

study purpose and significance, the definition of terms, the limitations of the study, 

and finally the abbreviations used in this study. 
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Chapter Two 

Section I 

Theoretical Framework 

2.1 Introduction 

The current chapter includes two main sections: the theoretical framework and the 

previous studies. The first section consists of four parts: part one introduces the 

concept of evaluation, material evaluation, the use of textbook, the common features 

of good textbooks, phases of material evaluation, and textbook evaluation schemes. 

Part two introduces the meaning of reading, its two types, and requirements for 

effective reading. Part three introduces HOTS in terms of its: definition, taxonomies, 

related concepts, major strategies. Besides, it sheds the light on approaches to 

teaching thinking, how to enhance thinking skills of learners, factors that inhibit 

thinking and theories that are related to learning and HOTS. Part four introduces an 

overview of English for Palestine Grade 8, reading objectives in it, its components 

and format. The second section in this chapter deals with the previous studies and 

commentary on them. 

2.2 Evaluation 

2.2.1 What is evaluation? 

The term evaluation varies differently since there are many definitions related to it. 

Thus, there is a textbook evaluation, curriculum evaluation and/or program 

evaluation. The main concern in this study is textbook evaluation. First, various 

definitions regarding evaluationare included in the literature review. The researcher 

will introduce some as follows: 

Brown and Rogers (2002: 289) define evaluation as "the process of seeking to 

establish the value of something for some purpose". 

Another definition of evaluation is: 

Evaluation interprets the past or present in order to improve the 

future. It provides knowledge and understanding through 

focusing on events included in research questions (who, what, 

when, where, and why). It also provides researchers with 

techniques of criticism which are useful for assessing the 

authenticity and trustworthiness and usefulness of the things 

which researchers judge (Riffe, et al. 1998: 50) 
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El Mustafa (1988 cited in Masri, 2003: 10) sees evaluation as "process of providing 

important information on the merits of goals, designs, instruction, content and the 

effectiveness of educational activities, for students, teachers, textbook, authors and 

other decision makers" 

Brown (1989 cited in Weir and Robert, 1994: 4) states that evaluation is: 

the systematic collection and analysis of all relevant information 

necessary to promote the improvement of the curriculum, and 

assess its effectiveness and efficiency, as well as the participants' 

attitudes within a context of particular institutions involved 

It is obvious that the above listed definitions move gradually from general to more 

specific. Accordingly, the last one "Brown's definition" is the most comprehensive 

one, it sheds the light on the process of evaluating a particular curriculum taking into 

account the needs of the participants and their attitudes as well. 

As mentioned earlier, the material "textbook" evaluation is the main focus in this 

study, so some definitions will be introduced to know exactly what this term means.  

2.2.2 Textbook evaluation: 

Tomlinson (1998: xi) defines textbook evaluation as;  

the systematic appraisal of the value of materials in relation to 

their objectives and to the objectives of learners using them. 

Evaluation can be pre – use and therefore focused on predictions 

of potential value. It can be whilst – use and therefore focused 

on awareness and description of what the learners are actually 

doing whilst the materials are being used. 

In addition, material evaluation is a dynamic process which is fundamentally a 

subjective, rule – of thumb activity "where" no neat formula, grid, or system will ever 

provide a definitive yardstick" (Sheldon, 1988: 245).He added that, it consists of 

establishing criteria for the curriculum and its match to the syllabus. Further, Sheldon 

argues that the criteria and the key questions central for setting up a material 

evaluation scheme partly depend on "the swings of linguistic fashion (P. 240). 

2.2.3 The use of textbooks: 

Many studies have discussed the advantages and disadvantages of using textbooks. 

These studies revealed that the use of textbook has its proponents and opponents. 
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Sheldon (1988 as cited in Garinger, 2001) identifies three main reasons for which 

textbooks are heavily utilized. These reasons are: 

1- Developing their own classroom materials is an extremely difficult, arduous 

process for teachers. 

2- Teachers have limited time in which to develop new materials due to the 

nature of their profession. 

3- External pressures restrict many teachers. 

Garinger (2001) adds a number of reasons for which teachers usually use textbooks. 

He reports: 

each of these (the reasons mentioned above) is an accurate 

analysis of the strains teachers feel and using a textbook is one 

of the most efficient and readily available ways in which to 

relieve some of these pressures. They lessen preparation time, 

provide ready – made activities, and provide concrete samples of 

classroom progress through which external stakeholders can be 

satisfied 

In addition, Cunningsworth (1995: 7) states that course books have important multiple 

roles in ELT. He summarizes these roles as follows: 

 A resource for presentation materials (spoken and written). 

 A resource of activities for learner practice and communicative interactions. 

 A reference source for learners on grammar, vocabulary, pronunciation, etc. 

 A resource of simulation and ideas for classroom activities which have already 

been determined. 

 A resource for self – directed learning or self – access work. 

 A support for less experienced teachers who have yet to gain in confidence. 

Another list of the advantages of using a textbook is as the following: 

 It provides a syllabus for the course. 

 It provides security for the students because they have kind of road map of the 

course. 

 It provides a set of visual, activities, readings, and so saves the teacher time in 

finding or developing such material. 

 It provides teachers with a basis for assessing students' learning. 
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 It may include supporting materials (e.g., teachers' guide, cassette, work 

sheets, video). 

 It provides consistency within a program across a given level, if all teachers 

use the same textbook. If textbooks follow a sequence, it provides consistency 

between levels (Graves, 2000: 174). 

These advantages of the textbook assure the idea of the textbook's importance as it is 

a significant part of the curriculum because it is widely used in schools. It is a central 

tool and object of attention of education. Teachers and their  students use textbooks 

and its supplementary materials as resources that provide the main source of 

information, guidance, and structure. Thus, textbooks provide practice activities, 

vocabulary, and reading comprehension.  

Despite having all these advantages of the textbook, still some researchers talk about 

its disadvantages as well. 

Tomlinson (2000: 67) states: 

Proponents of the course book argue that it is the most 

convenient form of presenting materials, it helps to achieve 

consistency and continuation, it gives learners a sense of system, 

cohesion and progress and it helps teachers prepare and learners 

revise, opponents counter that a course book is inevitably 

superficial and reductionist, in its coverage of language points 

and in its provision of language experience, it can't cater for the 

diverse needs of its users, it imposes the uniformity of syllabus 

and approach, and it removes initiative and power from teachers 

2.2.4 The common features of good textbooks: 

• Good textbooks should attract the students’ curiosity, interest and attention. In order 

to do this, textbooks should have novelty, variety, attractive layout, appealing content, 

etc. Of course they should also make sure that learning really takes place when the 

students use the textbooks. It is not necessarily enough that students enjoy the 

textbooks. 

• Textbooks should help students to feel at ease. The layout of presentation, tasks and 

activities, and texts and illustrations should all look friendly to the students so that 

they feel relaxed when seeing them. 
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•     Textbooks should help students to develop confidence. Good textbooks help to 

build up students’ confidence by providing tasks or activities that students can cope 

with. 

•     Textbooks should meet students’ needs. What is covered in the textbooks should 

be relevant and useful to what the students need to learn and what they want to learn. 

•     Textbooks should expose the students to language in authentic use. Generally 

speaking, textbooks written in authentic language are more motivating and 

challenging. 

•     Textbooks should provide the students with opportunities to use the target lan-

guage to achieve communicative purposes. 

•     Textbooks should take into account that the positive effects of language teaching 

are usually delayed. Research into SLA shows that it is a gradual rather than an 

instantaneous process and that this is equally true for instructed learning (formal 

learning). So it is important for textbooks to recycle instruction and to provide 

frequent and ample exposure to the instructed language features in communicative 

use.  

•     Textbooks should take into account that students differ in learning styles. Tasks 

and activities should be variable and should cater for a range of learning styles so all 

students can benefit. 

Textbooks should take into account that students differ in affective factors. Good 

textbooks should accommodate different attitudinal and motivational background as 

much as possible. 

•   Textbooks should maximize learning potential by encouraging intellectual, aes-

thetic and emotional involvement which stimulates both right and left brain activities. 

Good textbooks enable the students to receive, process and retain information through 

“multiple intelligences” (Tomlinson, 1988). 

2.2.5 Phases of material evaluation: 

Cunningsworth (1995) and Ellis (1997) have suggested that there are three different 

types of material evaluation related to chronical system of  evaluation. They argue 

that the most common form is probably the "predictive" or "pre – use" evaluation that 



 13 

is designed to examine the future or potential performance of a textbook. The other 

types of textbook evaluation are the "in –use" evaluation designed to examine 

material that is currently being used and the "retrospective" or "post – use" (reflective) 

evaluation of a textbook that has been used in any respective institution. 

The researcher thinks  that the above three types of evaluation represent three phases 

(before, during, and after). The before process aims at making any modification if 

needed. The during one is made to examine the effectiveness of the material itself and 

finally, the after process which seeks to gather information about the achievement of 

the course aims, what students learned, whether the material works well or not, and 

the problems met during the course. 

2.2.6 Textbook evaluation schemes: 

Preeminent theorists in the field of ELT textbook design and analysis such as 

Williams (1983), Sheldon (1988), Brown (1995), Cunningsworth (1995), and Hamer 

(1996) all agree for instance, that evaluation checklists should have some criteria 

pertaining to the physical characteristics of textbooks such as layout, organizational, 

and logistical characteristics. Other important criteria that should be incorporated are 

those that assess a textbook's methodology, aims, and approaches and the degree to 

which a set of materials is not only teachable but also fits the needs of the individual 

teacher's approach as well as the overall organization curriculum. 

Furthermore, criteria should analyze the specific language, functions, grammar, and 

skills content that are covered by a particular textbook as well as the relevance of 

linguistic items to the prevailing socio – cultural environment. Finally, textbook 

evaluations should include criteria that pertain to representation of cultural and gender 

components in addition to the extent to which the linguistic items, subjects, content, 

and topics match up the students' personalities, backgrounds, needs, and interests as 

well as those of the teacher and / or institution (Litz, 2001: 9-10). 

2.3 Reading Comprehension: 

2.3.1 Definition of reading comprehension: 

Many definitions have emerged concerning the reading skill due to its importance 

among the other skills. Thus, many specialists affirm the importance of reading; in 

this regard, Al-Qudah et al (2002: 109) state that of all language skills, reading is the 
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most necessary for independent learning. Through reading, students can gain access to 

further knowledge both about the language and about other subjects. Al-Drees (2008: 

18) agrees with him (Al-Qudah) and states " by reading a lot, the readers can advance 

their English background knowledge and broaden vision, inspire their thought, build 

the values, train the creative performance and develop their intelligence". 

Accordingly, specialists and educationalists define reading comprehension as follows: 

Mayer (2003: 26) points out that reading comprehension is a "technique for improving 

students' success in extracting useful knowledge from text". Besides, it is the ability to 

anticipate meaning in lines of print so that the reader is not concerned with the 

mechanical details but with grasping ideas from words that convey meaning (Zintx, 

1978: 7). In addition, Savage and Mooney (1979: 29) say that "comprehension -   the 

ability to derive meaning and understanding from printed language – is the 

communication of the act of reading. Reading is the language activity – since 

language is a tool of communication, and communication involves the reception as 

well as the expression of ideas, then the act of reading is not complete until 

comprehension has taken place". 

Further, Miller (2002: 8) reports that "reading comprehension is the ability to 

understand or to get meaning from any type of written material. It is the reason for 

reading and the critical component of all content learning". Along with these 

definitions, Millrood (2011: 117) confirms that "reading is a visual and cognitive 

process to extract meaning from writing by understanding the written text processing 

information and relating it to existing experience".  

The researcher concludes from the above listed definitions that reading is meant for 

getting meaning encoded by the writer from the text. It is an interactive skill in which 

the reader interacts with the text and employs his experience and previous knowledge 

to get the intended meaning. Besides, a reader uses his/her cognitive and meta 

cognitive strategies  in order to make sense and to get the target message the author 

wants to convey. 

2.3.2 Types of reading: 

There are two well-known types of reading, namely intensive reading and extensive 

reading. Below is a detailed overview of the two types. 
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2.3.2.1 Intensive reading:  

This type of reading includes reading shorter texts in order to extract specific 

information. Grellet (1996: 4) terms it  as "an accuracy activity" that involves reading 

in detail. Bright and McGregor (1970: 80) remark, "….it is not whole lessons but 

parts of lessons that may properly be so divided. In the middle of a chapter, we may 

stop to dwell on one word. This is intensive study". In this context, Hamdan (1991) 

explains that the emphasis in intensive reading is on details that support the main 

points picked out at the skimming level. 

Thus, the aim of intensive reading, according to Nuttall (1996: 68), is: 

……to arrive at an understanding, not only of what the text 

means, but of how the meaning is produced. The "how" is an 

important as the "what", for the intensive lesson is intended 

primarily to train strategies which the student can go on to use 

with other texts  

Intensive reading is much effective for the developmental of the reading skills of 

students since "most of the reading skills are trained by studying shortish texts in 

detail" (Nuttall, 1996: 38). Barry (2002: 4) argues that intensive reading is more 

useful than extensive reading. He also advises that the students make their reading 

"meditative, reflective, and personal". In addition, he goes on to say that "nothing of 

any interest can happen in this subject ['English studies'] without close reading". He 

also suggested SQ3R method for the students to make intensive reading a success. 

(SQ3R is introduced by Robinson (1962) and it stands for Survey, Question, Reading, 

Reciting and Reviewing). 

The researcher concludes that this type of reading leads learners to better reading in 

details with specific information. Thus, they may search for specific names, dates, 

places, or numbers. 

2.3.2.2 Extensive reading: 

In relation to this type of reading, many definitions have emerged in the field. 

Williams (1984: 10) describes it as the "relatively rapid reading of long texts". Along 

with this definition, extensive reading is 'essentially a private activity, and the reader 

dwells in his/her private world of reading for his/her own interest" (Nuttall, 1996: 

142).  
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Furthermore, Day and Bamford (1998: xiii) define extensive reading by saying "in 

extensive reading, language learners read a large quantity of books and other materials 

that are within the learner's linguistic competence". 

In this regard, Krashen (1982) argues that extensive reading is reading through which 

students can acquire language and improve their reading skills because they are 

exposed enough to comprehensible language. It should be done in a low anxiety 

environment. Students should be flooded with a large amount of easy reading material 

with little follow up or testing. It is self – selected reading. Extensive reading or 

reading for pleasure enables readers to acquire language unconsciously. 

From these various definitions, the researcher sees that extensive reading includes 

reading for main ideas, reading for interest and pleasure, and it develops the learners' 

reading habit. It is fast reading on one's own of much longer texts. 

     Generally speaking, both intensive and extensive readings are important and 

necessary for effective reading, and they are complementary to each other. To be an 

effective reader, one must carry on both these two types.  Williams (1986: 44) 

suggests that "for every hour of intensive reading, a learner should be doing at least 

another hour of extensive reading".  

2.3.3 Requirements for effective reading: 

To achieve the meaning of a text, a reader should activate his experience and 

background knowledge. Accordingly, a reader's knowledge, experience, and schemata 

play a significant role in manipulating the meaning of a text as these things are 

considered to be influential. Thus, efficiency of a reader relies on his pre – requisite 

knowledge and enough experience about facts in daily life. Further, schemata are also 

useful to achieve the desired meaning of the text. In the following paragraphs, 

requirements for effective reading will be discussed briefly. 

2.3.3.1 Knowledge and experience: 

Pre – requisite knowledge may accompany a reader when s/he goes to a text; 

otherwise, s/he may be entirely stranger to the content of the text. According to Rauch 

et al (1968), "having pre – experience about a text enables a reader to pursue its 

meaning effectively". Their argument is that "a good reader brings a variety of 

experiences and meanings to the printed symbol" because "the more vital experiences 
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one has the more opportunities he has to observe and participate in many – faceted 

world about him, the more meaning he will bring to the printed word". In other words, 

the researcher sees that if a reader relate his/her experience to the target text, share 

information; the reading process will be more successful or he/she will depend only 

on the information the book supplies. 

     According to Williams (1996: 39), "the elements a reader should bring with 

him/her are: 

 Knowledge of the writing system. 

 Knowledge of the language. 

 Ability to interpret. 

 Appropriate knowledge of the word as assumed by the writer. 

 A reason for reading that determines his style. 

Through the acquired data or information, one can compare "what we read with our 

experience; for example, it is interesting to read about another country because we can 

compare it with our own, or we can imagine ourselves being there" (Doff, 1997: 181). 

2.3.3.2 Schemata and reading skills: 

An effective way of getting the meaning of any text may be linked to one's experience 

and schema. Of course people have different or multiple experiences for the same 

happening, but this could help them understand the meaning according to their 

schemata.  

Nuttall (1996: 7) assures that the schema 

is a mental structure. It is abstract because it does not relate to 

any particular experience, although it derives from all the 

particular experiences we have had. It is a structure because it is 

organized; it includes the relationships between its component 

parts 

This means that if a reader possesses similar schemata to that of the writer, he/she will 

be able to interpret the text successfully and meaningfully. On contrary, a reader of 

weak schemata cannot understand the message of the writer. In this regard, Nuttall has 

illustrated this by an example. The first sentence from the example is, "the bus 

careered along and ended up in the hedge". In this text of a single sentence, bus 

schema can be sited to illustrate the idea. It is to be noted that there is no mention of 
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road in the text, but the reader does not face any difficulty in understanding the 

elaboration that the bus was running along "a road". This means that our road schema 

is hovering at the back of our minds in case of need; the road schema for some readers 

will include components such as walls, hedges, fences which mark the limit of a road" 

(Nuttall, 1996). 

However, if the reader's road schema does not include "hedge" along the roads, s/he 

will be in difficulty to understand the meaning of the text, and will, perhaps, be in a 

puzzle where the bus actually stopped! Thus, reading makes use of our existing 

schemata, and if necessary, modifies it (in the above example, the reader may check 

and learn the word "hedge", which will add knowledge to his/her existing schemata). 

Moreover, all the schemata should not, and need not be recalled. In a responsive 

reader only the relevant schemata are activated (Rahman, 2004: 41). 

To conclude, it has been discussed above that schemata of a reader help understand a 

text. According to Shahidullah (1996: 214), "teaching of reading concerns mainly 

with schema activation and schema availability". Regarding schemata, in all its faces; 

social, historical, cultural, or religious, it help one to receive the message of a text 

properly. 

2.4 The concept of Higher Order Thinking Skills (HOTS) 

2.4.1 Definition of (HOTS): 

In fact, various definitions of the term HOTS were provided by several specialists 

who are interested in the field. Consider the following: 

HOTS involves the transformation of information and ideas. 

This transformation occurs when students  analyze ,combine 

facts and ideas and synthesize, generalize, explain, or arrive of 

some conclusion or interpretation. Manipulating information and 

ideas through these processes allows students to solve problems, 

gain understanding and discover new meaning (Tomei, 2005) 

McDavitt (1993: 20) says that "Higher Order Skills include analysis, synthesis, and 

evaluation and require mastery of previous levels, such as applying routine rules to 

familiar or novel problems". In addition, (McDade, 1995: 10) defines HOTS as … 

The intellectually disciplined process of actively and skillfully 

conceptualizing, applying, analyzing, synthesizing, and/ or 

evaluating information gathered from, or generated by 

observation, experience, reflection, reasoning, or 

communication as a rubric to belief and action. 
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Additionally, higher order thinking skills are described as understanding of facts, 

concepts, principles, and procedures (Haladyna, 1997). analysis, synthesis, and 

evaluation (Bloom, 1956). 

Higher order thinking are  also called "critical" or "strategic" thinking, it can be 

described as the ability to use information to solve problems, analyze arguments, 

negotiate issues or make predictions (Underbakke, Borg, and Peterson, 1993, 

Wenglinsky, 2002). It involves examining assumptions and values, evaluating 

evidence, and assessing conclusions (Petress, 2005). 

From the above listed definitions of HOTS, the researcher concludes that HOTS are 

intellectual processes where students have to activate their minds in order to 

understand the hidden meaning from the information introduced to them, realize  the 

relations among ideas, draw principles and rules, analyze and classify, generate and 

combine new ideas,  evaluate and judge.  

2.4.2 Higher order thinking taxonomy: 

One of the most well- known taxonomies in education is Bloom's. It offers a basic 

model of thinking skills which is adopted by several researchers for their studies' 

purposes. Bloom's taxonomy focuses on six levels of thinking that students practice 

while learning or acquiring knowledge. Most importantly, Bloom's and his colleagues' 

initial attention was focused on the cognitive domain which was the first published 

part of Bloom's taxonomy, featured in the publication: "Taxonomy of Educational 

Objectives: Handbook 1, the cognitive domain" (Bloom, Engelhart, Furst, Hill, 

Krathwohl, 1956). Moreover, the Taxonomy of Educational Objectives: Handbook II, 

the affective domain includes the manner in which we deal with things emotionally, 

such as feelings, values, appreciation, enthusiasms, motivations, and attitudes 

(Krathwohl, Bloom, Masia, 1973). The psychomotor domain, is the third domain of 

Bloom's taxonomy, it includes physical movement, coordination, and use of the 

motor-skill areas (Simpson, 1972). 

Pickard, M (2007:21) comments on saying: 

Bloom's taxonomy contains three overlapping domains: the 

cognitive,  affective and psychomotor. The taxonomy is a means 

to express qualitatively the different kinds of intellectual skills 

and abilities. The cognitive and affective domains provided a 

way to organize thinking skills into six levels, from the most 

basic to levels that are more complex. 
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As the cognitive domain is the main concern in this study, it will be discussed below 

in details with an illustrative examples. 

2.4.2.1 The cognitive domain: 

As mentioned earlier, the cognitive domain (Bloom, 1956) involves knowledge and 

the development of intellectual skills. It also includes the six major categories; 

knowledge, comprehension, application, analysis, synthesis and evaluation. It's 

noticeable that the categories start from simple ones moving up to more complex ones 

which imply that one cannot master the higher levels before mastering the lower ones. 

The six categories are shown in Figure (2.1) below: 

 

Figure  (2.1) 

Bloom's Taxonomy and the Revised Bloom's Taxonomy 

Specifically, each category with its example as well as its key words will be shown in 

Table (2.1) according to Bloom (1956). 

 

 

 

 

 

Evaluation 

Synthesis 

Analysis 

Application 

Comprehension 

Knowledge 
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Table (2.1) 

Bloom's Cognitive Domain 

 Category Example and key words (Verbs) 

Knowledge: Recall data or 

information. 

Examples: List the names of the main 

characters in the story. 

Key words: defines, describes, identifies, 

knows, labels, lists, matches, names, 

outlines, recalls, recognizes, reproduces, 

selects, states. 

Comprehension: Understand the 

meaning, translation, interpretation and 

interpretation of instructions and 

problems. State a problem in one's own 

words.  

Examples: What was the main idea of the 

story? 

Key words: comprehends, converts, 

distinguishes, estimates, explains, , gives an 

example, interprets, paraphrases, rewrites. 

Application: use a concept in a new 

situation or unprompted use of an 

abstraction. Applies what was learned 

in the classroom into novel situations in 

the work place. 

Examples: Using what you know about the 

structure of the stories read in class, write a 

new story of your own. 

Key words: applies, changes, computes, 

demonstrates, discovers, manipulates, 

operates, predicts, prepares, relates, shows, 

solves, uses. 

Analysis: Separates material or 

concepts into component parts so that 

its organizational structure may be 

understood. Distinguishes between 

facts and inferences. 

Examples: Break the story down into its 

separate parts, describing how they relate. 

Key words: analyzes, breaks down, 

compares, contrasts, diagrams, 

deconstructs, differentiates, discriminates, 

distinguishes, identifies, illustrates, infers, 

outlines, relates, selects, separates. 

Synthesis: Builds a structure or pattern 

from diverse elements. Put parts 

together to form a whole, with 

emphasis on creating a new meaning or 

structure. 

Examples: By combining these two stories 

about whales, what would you predict 

about the future of the whale population on 

earth? 

Key words: categorizes, combines, 

compiles, composes, creates, devises, 

designs, explains, generates, modifies, 

organizes, plans, rearranges, reconstructs, 

relates, reorganizes, revises, rewrites, 

summarizes, tells, writes. 

Evaluation: Make judgments about the 

value of ideas or materials.  

Examples: Is this a well written story, in 

your opinion? Why? 

Key words: appraises, compares, 

concludes, contrasts, criticizes, critiques, 

defends, describes, discriminates, 

evaluates, justifies, relates,  

 

 

 



 22 

Table (2.2) 

Cognitive process dimensions 

Categories and cognitive processes       Alternative names            Definition  

Analyze: Break material into its constituent parts and determine how the parts relate 

to one another and to an overall structure or purpose. 

1-differentiating     

 

 

 

2-Organizing        

 

 

 

3-Attributing 

 discriminating, 

distinguishing, focusing 

 

 

finding coherence, 

integrating, outlining, 

deconstructing.  

 

deconstructing                                 

-distinguishing relevant or  

important from irrelevant 

or unimportant parts of 

presented material. 

 

-Determining how 

elements fit or function 

within a structure.  

 

-Determine a point of 

view, bias, values, or 

internet underlying 

presented material.         

Evaluate: Make judgments based on criteria and standards. 

1-Checking      

 

 

 

 

 

 

2-Critiquing                           

        coordinating, 

detecting, monitoring,                                              

testing. 

 

 

 

 

judging 

-detecting inconsistencies 

within a process or 

product; detecting the 

effectiveness of a 

procedure as it is being 

implemented. 

 

-detecting inconsistencies 

between a product and 

external criteria; detecting 

the appropriateness of a 

procedure for a given 

problem. 

 

Create: Put elements together to form a coherent or functional whole; recognize 

elements into a new pattern or structure. 

1-Generating 

 

 

 

2-Planning 

 

 

3-Producing 

hypothesizing 

 

 

 

designing 

 

 

constructing 

-coming up with 

alternative hypotheses 

based on criteria. 

 

- devising a procedure for 

accomplishing some task. 

 

-inventing a product. 

 

From the above mentioned table, it appears that the categories can be thought of as 

degrees of difficulties in thinking and learning process. That is, the lower ones must 

be normally mastered before the higher ones can take place. 
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In the mid – nineties Lorin Anderson, a former student of Bloom revised the cognitive 

domain in the learning taxonomy and made some changes; the two most prominent 

ones are: 1- changing the names in the six categories from noun to verb forms, and 2- 

slightly rearranging them (Phol, 2000). 

This new taxonomy, as appears in figure (2.2), reflects a more active form of thinking 

and is perhaps more accurate. 

 

Figure  (2.2) 

Revised Bloom's Taxonomy 

Original domain                                                  New domain 

 

Evaluation                                                                                 Creating  

 

Synthesis                                                                                    Evaluating 

 

Analysis                                                                                       Analyzing 

 

Application                                                                                  Applying 

 

Comprehension                                                                           Understanding 

 

Knowledge                                                                                    Remembering 

 

However, The modifications which were done by Lorin Anderson do not change the 

core of the Bloom's  cognitive levels.  All evolve around the same  cognitive thinking 

skills. 
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2.4.3 Concepts that are related to HOTS: 

Various major concepts relevant to the HOTS are to be introduced in the following 

paragraphs based on three assumptions about thinking and learning- First, the levels 

of thinking cannot be unmeshed from the levels of learning; they involve 

interdependent, multiple components and levels- Second, whether or not thinking can 

be learned without subject matter content is only a theoretical point. In real life, 

students will learn content in both community and school experiences, no matter what 

theorists conclude, and the concepts and vocabulary they learn in the prior year will 

help them learn both higher order thinking skills and new content in the coming year- 

Third, higher order thinking involves a variety of thinking processes applied to 

complex situations and having multiple variables (Goodson, L and Rohani, F: n.d-11). 

Nevertheless, training is a necessity for developing higher order thinking . intelligent 

people may achieve a certain level  of  it by one's self effort but they can do better if 

they receive training. On the other hand,  people  who are less intelligent  are in 

agitating need to be trained on higher order thinking skills; otherwise, they  stay at the 

low thinking  level, particularly, memorization. 

2.4.3.1 Meta cognition and HOTS: 

It refers to the deliberate conscious control of one's own cognitive activity. According 

to Brown (1978) using meta cognition requires two sets of related skills. 

First, one must understand what skills, strategies and resources a task requires. 

Second, one must know how and when to use these skills and strategies to ensure that 

the task is completed successfully. Thus, one's success with meta cognition depends, 

in part, on a belief in one's ability to get smarter as well as the beliefs of others, such 

as teachers, in one's ability (Crowl et al., 1997). Meta cognition  is a basic  skill that 

enables an individual to achieve a higher order thinking activity successfully. 

2.4.3.2  Procedural knowledge and HOTS: 

It means how to do something, methods of inquiry and criteria for using skills, 

algorithms, techniques, and methods (Pickard, 2007: 49). It appears as a type of 

knowledge and a prerequisite for higher order thinking since it includes methods of 

inquiry and criteria for using these skills. In addition, the ability to recite a rule or a 

set of procedures is "information learning"; the ability to apply a rule or procedure to 

a routine single – variable situation is "application". 
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Procedural knowledge sometimes referred to or misunderstood as a higher order 

thinking skill. On the contrary, neither of these capabilities (reciting and application) 

involve higher order thinking. Instead, applications of procedural knowledge that also 

involve analysis and synthesis of two or more concepts would be considered higher 

order thinking. Examples include: 

constructing map projections and grids, writing clear and 

concise case reports, calculating the fixed overhead costs for a 

project, designing spread sheets, drawing conclusions about the 

impact of social reform on the universality of social programs, 

and establishing meaningful relationships with coworkers (Huot, 

1995:2). 

2.4.3.3 Comprehension and HOTS: 

Comprehension is a part from Bloom's taxonomy. It's considered to be one of the 

lower order skills, but is integral to HOTS development. While it's an important 

prerequisite, it is not a higher order thinking skill. Comprehension remains the process 

by which individuals construct meaning from information and form new "schemata" 

through specific activities (Crowl et al., 1997), including, but not limited to, 

 generating and answering questions that demand higher order thinking about 

old and new ideas, 

 confronting conflicting ideas and information, problems, or dilemmas, 

 exploring and making discoveries, 

 conducting systematic inquiries, 

 summarizing, reciting, and discussing new ideas and their relationships, 

 relating new understandings to other concepts, 

 applying new ideas and information in basic problem – solving activities, or 

 reflecting and verbalizing about cognitive processes involved in 

comprehension. 

2.4.3.4 Creativity and HOTS: 

Basically, creativity do not refer to higher order thinking explicitly, it cannot be 

unmeshed from the process. It is necessary for generating new ideas and solutions for 

problems that go beyond previously learned concepts and rules. Its place in the 

network of higher order thinking skills was well articulated in Pasteur's observation 

that "chance favors only the prepared mind" because "only a trained mind can make 
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connection between unrelated events, recognize meaning in a serendipitous event", 

and produce a solution that is both novel and suitable (cited in Crowl et al., 1997: 

192-193). 

Common characteristics of creativity are listed below: 

Some educators confirm that there are some well-known characteristics of creativity, 

they will be listed below. 

 Creativity involves selecting the relevant aspects of a problem and putting 

pieces together into a coherent system that integrates the new information with 

what a person already knows (Stenberg and Davidson, 1995). In a basic sense, 

it involves a series of decision – making choices between "two or more 

competing alternatives of action", each having "several pros and cons 

associated with it". 

 Creativity involves discovering and solving problems. Innovative approaches 

are used to accurately evaluate short coming, and actions are taken to remedy 

those weaknesses. 

 Creativity overlaps with other characteristics, such as "intelligence, academic 

ability, dependability, adaptiveness, and independence' and can 'evolve within 

each of the seven intelligences". 

 It requires many of the same conditions for learning as other higher order 

thinking skills. The learning processes are enhanced by supportive 

environments and deteriorate with fears, insecurities, and low – self esteem. It 

deteriorates with extrinsic motivation, restraint on choice, and the pressure of 

outside evaluation (Crowl et al., 1997:169 – 196). 

2.4.3.5 Intelligence and HOTS: 

What is meant  by intelligence is  not the general  ability  of learning. It  refers to  

seven types of  abilities or intelligences including linguistic – verbal, logical – 

mathematical, spatial, musical, bodily – kinesthetic, interpersonal, and intrapersonal 

abilities. Each person has some of them, but not all. Actually, it's possible for one to 

develop any of the types through training, education, and life experience. In this 

regard, Gardner (1983) asserts that each person is able to develop each intelligence 

and that some of the intelligences will be more developed than others. Thus, each 
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person can develop his / her intelligences through education especially when there is 

training at early ages. Therefore, intelligence is : 

 No longer limited to the idea of a single ability or global capacity to learn, 

adapt, and think rationally; 

 Inclusive in its general and specific abilities to embrace general knowledge, 

comprehension, thinking, and problem solving; 

 Multidimensional in mental processes involving convergent and divergent 

thinking; multilevel, including linguistic – verbal, logical – mathematical, 

spatial, musical, bodily – kinesthetic, interpersonal, and intrapersonal abilities 

that influence one's approaches to problem solving and thinking (Kauchak and 

Eggen,1998; Kirby and Kuykendall,1991).  

The relation between intelligences and higher order thinking skillsis interactive. That 

is, to practice any higher order thinking skills, an individual is in need of more than 

one intelligence. For example, producing a speech to be addressed to a certain 

audience is a synthesis  cognitive skill where a speaker is in need of utilizing logical, 

verbal, linguistic, interpersonal, intrapersonal and  bodily abilities. 

2.4.3.6 Critical thinking and HOTS:  

After reviewing some definitions of what critical thinking is, it appears that this term 

"critical thinking" and HOTS are interrelated to some extent. Both require high 

intellectual processes and cultivation of one's mind so that one could be an active 

respondent to information not just memorize it. 

According to Jones (1989:13), many educators believe that critical thinking is the 

single most important cognitive skill. He defines it as "Reflective and reasonable 

thinking that is focused on deciding what to believe or do". To him, it involves: 

1- ability to define and clarify such things as problems, issues, conclusions, 

reasons, assumptions, 

2- ability to judge the credibility, relevance and consistency of information, and 

3- ability to infer or to solve problems and draw reasonable conclusion. 

Thus, core critical thinking skills are listed in Table (2.3) below: 
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Table (2.3) 

Core Critical Thinking Skills 

Skill Experts' consensus description Sub skill 

Interpretation 

"To comprehend and express the meaning or 

significance of a wide variety of experiences, situations, 

data, events, judgments, beliefs, rules, procedures, or 

criteria". 

Categorize 

Decode 

significance. 

Clarity meaning. 

Analysis 

"To judge the intended and actual inferential 

relationships among statements, questions, concepts, 

descriptions, or other forms of representation intended 

to express beliefs, judgments, experiences, reasons, 

information, or options.  

Examine ideas. 

Identify arguments. 

Identify reasons 

and claims. 

Inference 

"To identify and secure elements needed to draw 

reasonable conclusions; to form conjectures and 

hypotheses, to consider relevant information and to 

deduce the consequences following from data, 

statements, principles, evidence, judgments, beliefs, 

opinions, concepts, descriptions, or other forms of 

representation".  

Query evidence. 

Conjecture 

alternatives. 

Draw conclusions 

using inductive or 

deductive 

reasoning. 

Evaluation 

"To assess the credibility of statements or other 

representations that are accounts or descriptions of a 

person's perception, experience, situation, judgment, 

belief, or opinion; and to assess the logical strength of 

the actual or intended inferential relationships among 

statements, descriptions, questions, or other forms of 

representation". 

Assess credibility 

of claims. 

Assess quality of  

arguments that 

were made using 

inductive or 

deductive 

reasoning. 

Explanation 

"To state and to justify that reasoning in terms of the 

evidential, conceptual, methodological, and contextual 

considerations upon which one's results were based; and 

to present one's reasoning in the form of arguments". 

State results. 

Justify procedures. 

Present arguments. 

Self – 

Regulation 

"Self – consciously to monitor one's cognitive activities, 

the elements used in those activities, and the results 

deduced, particularly by applying skills in analysis, and 

evaluation to one's own inferential judgments with a 

view toward questioning, confirming, validating, or 

correcting either one's reasoning or one's results". 

Self – monitor. 

Self – correct. 

Source: Critical Thinking Definitions are cited from APA Report: Expert 

Consensus Statement on Critical Thinking (ERIC ED 315 – 432). 

2.4.4 Strategies of HOTS: 

Readers usually use HOTS strategies to improve their abilities in thinking. Thus, good 

readers use higher order thinking strategies to think about, and control their reading 

before, during, and after reading a selection. In addition, students who do not use 
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HOTS are usually low achievers in reading (Marier,2000). Although there are many 

strategies of HOTS, following is a brief discussion about four of these strategies. 

2.4.4.1 Questioning in reading activities: 

Questioning as a strategy can develop levels of thinking skills for deeper learning and 

more understanding. It helps students to prepare for reading and to understand while 

reading (Hendricks et al., 1996). Questioning can be facilitated with the Directed 

Reading – Thinking Activities Approach (DRTA) described by Haggard (1985, as 

cited in Hendricks et al, 1996),whereby  the teacher reads a text with students, stops at 

intervals, and asks questions. Students discuss their answers in a whole – class activity 

in order to have a better understanding of what they are reading. A Question – Answer 

Relationship (QAR) technique proposed by Raphael (1984) has been linked to 

improved students' reading comprehension after reading (Sorrell, 1990 as cited in 

Kelly, 1999; Spivey, 2000). Thus, by using the student generated questioning strategy, 

text segments are integrated and thereby improve reading comprehension (Oczkus, 

2003:24). 

2.4.4.2 Inferring 

Inferring is to some extent related to reading between lines. Students need to use their 

own knowledge along with information from the text to draw their own conclusions 

(Serafini, 2004). Through it, students will be able to draw conclusions, make 

predictions, identify underlying themes, use information to create meaning from the 

text and use pictures to create meaning (Harvey and Goudvis,2000:33 – 40). Besides, 

students can be taught to use illustrations, graphs, and titles from the text to make 

inferences. 

2.4.4.3 Summarizing 

This process requires from students awareness of what is important to be paraphrased 

and summarized. Alder (2001) states that the process of summarization requires the 

reader to determine what is important while reading and to paraphrase the information 

in the readers own words. Accordingly, teacher modeling and student practice of the 

summarization process has proven its effectiveness in improving students' ability to 

summarize text and text comprehension as well. Students can be taught to identify 

main ideas, connect the main ideas, eliminate redundant and unnecessary information, 
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and remember what they read with the summarization strategy (Abu Nejmeh, 2011: 

9). 

2.4.4.5 Prediction 

Prediction as a strategy for improving comprehension "helps the reader set a purpose 

for their reading" (Mcknown and Barnett,2007:17). Additionally, Pesa and Somers 

(2007:31) expand that before reading, prediction can "activate prior knowledge, set a 

purpose for reading, and engage the reader from the outset". Introducing the title of 

the reading, pictures associated with its content, and key words can prompt prediction 

(Mcknown and Barnett,2007). During reading, Pesa and Somers (2007) assert that 

prediction can help students monitor their comprehension and continued interest. 

Block and Israel (2005 as cited in Mcknown and Barnett,2007:18) agree that "good 

readers use their experiences and knowledge to make predictions and formulate ideas 

as they read". Further, students can compare their predictions with information in the 

actual text (Mcknown and Barnett,2007). The importance of students revising their 

predictions when necessary is highlighted by Teele (2004, as cited in Mcknown and 

Barnett,2007), who links this to improved reading comprehension. 

Teachers who read aloud in class can guide students' predictions with questions. 

Oczkus (2003) emphasizes that "this strategy also allows for more student interaction, 

which increases student interest and improves their understanding of the text". After 

reading, this strategy can "help students to interpret, analyze, and deepen their 

understanding" (Pesa and Somers, 2007:32).  

2.4.5 Why thinking in schools? 

What educators need to ask is: of what value is emphasizing thinking in schools 

especially at the elementary level? Beyth – Marom et al. (1987:216) underscore the 

need to enhance the teaching of thinking in schools when they state that "Thinking 

skills are necessary tools in a society characterized by rapid change, many alternatives 

of actions, and numerous individual and collective choices and decisions". As 

societies move from receiving information to processing information there is the need 

for schools to increase the students' capability to acquire, analyze, and apply complex 

information and be able to solve problems effectively  (Tucker,1988). In addition, 

Beyer (1995:28) quoting the third president of the United States wrote, "A democracy 
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cannot survive unthinking citizens". Teaching thinking prepares students to participate 

fully in a democratic society. 

Accordingly, in a democratic and ever changing world citizens need to have the 

ability to make meaningful judgments about issues and information which are 

personal, social, economic, and political in nature (Owu – Ewie,2008:43). Further, 

Beyer (1988) gives four reasons for the development of school – wide instructional 

programs to improve student thinking. First, a greater number of students lack the 

proficiency needed to engage in higher order thinking. Second, the present state of 

affairs today and in the future (rapid explosion of information) requires citizens who 

possess the skills to make thoughtful decisions. This can be achieved  through 

education. Third, the enhancement of thinking in schools is a response to the 

complaints about deficiencies in students' thinking. Fourth, research in teaching, 

learning skills, and cognitive science has indicated that inappropriate teaching 

methods are used to teach thinking. 

Thus, training learners to be good thinkers is fruitful to the individual and the society 

as well. It improves students' academic performance and achievement. Facione 

(1988:11) points out that "There is significant correlation between critical thinking 

and reading comprehension". He also notes that thinking is a liberating force in 

education and a powerful resource in one's personal and civic life. Moreover, Fisher 

(1998) from a philosophical point of view argues that the quality of our lives depends 

on the quality of our thinking. Fisher; therefore, claims that we teach thinking because 

of the pleasure gained from intellectual stimulus and challenges, it motivates and 

engages learners, and it promotes moral qualities and virtues. Fisher adds that 

teaching children thinking is a fulfillment of human nature, develops the virtues of 

seeking truth, honesty and respect for others, and strengthens the basic foundations of 

democracy. 

2.4.6 Approaches to teaching thinking: 

Through the complex nature of thinking that demands great efforts in promoting it 

among learners, the schools, teachers, parents, and teacher institutions should help 

nurture thinking skills among learners to enhance their thinking in the learning 

process. Kirby and Kuykendall (1991) note that in spite of the  general  acceptance 

that thinking skills should be taught in schools, there is no consensus on the means. 



 32 

Coles (1993) says that there "is no single approach to teaching thinking. The 

contention has been on whether teaching thinking should be eradicated from or 

infused in the curriculum". According to Swartz and Parks (1994), the argument has 

centered on three main principles: direct / explicit teaching of thinking skills, infusing 

thinking skills into classroom teaching, and integrating thinking into content 

instruction. The researcher thinks  that all of the three approaches are useful . To 

illustrate, explicit teaching of thinking skills helps learners  acquire systematic 

knowledge of thinking strategies.  Besides, infusing thinking skills into classroom 

teaching is necessary as  it activates students'  role in teaching  thinking  skills and 

deepens their knowledge. So, intentionally or not intentionally, they  transmit 

practicing   thinking habits and strategies to students. Finally, integrating thinking into 

content instruction acts as  a resource  for both teachers  and studentswhich provide 

them  with means of practicing thinking. 

2.4.6.1 Separate thinking courses: 

Those who argue for the teaching of thinking as any subject on the school curriculum 

prefer a direct instruction in thinking where skills or strategies that enhance thinking 

can be taught. This school of thought argues that all thinking is evaluated by some 

standards of some specific subjects (McPeck,1981) and that each subject has its 

different logic (Nickerson,1988). Hamer and Csapo (1999) refer to this as domain – 

specific. McPeck argues that the best way to teach thinking is through a given 

discipline. He is of the view that thinking cannot be properly generalized to all subject 

areas because one skill cannot be applied generally across other subject areas. 

McPeck's view implies that it is not enough for learners to learn the content of a 

discipline but must also learn to think in that subject. Therefore, teachers need to 

identify the needed skills (reasoning) that are appropriate for teaching those skills. 

Teachers who teach thinking using this ideology go in for thinking programs which 

adopt a "skill approach"; analyze the process of thinking into skills and strategies, and 

provide training and practice for learners to transfer(Nisbet,1993). Thus, this approach 

gives guided practice in applying skills and techniques (Coles,1993). 

On contrary, Coles notes that such approach will bring tension between teaching 

thinking and dealing with the direct topics. Joyce (1985) thinks this may make the 

teaching of thinking disappear gradually from the curriculum. 
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In the researcher's point of view, this approach has the advantage of giving an in – 

depth study of thinking which helps promote these skills in the learning process. On 

the other hand, this approach may be a waste of time through the repetition of the 

introductory courses in thinking in all disciplines. 

2.4.6.2 Infusion approach: 

This approach involves the teaching of thinking as part of the subjects in the 

curriculum. Thinking is not seen as independent of the various disciplines in the 

school; accordingly, the proponents of this ideology believe that thinking is virtually 

in all disciplines. It is referred to as domain – general by Haner and Csapo (1999). 

Additionally, Bransford et al. (1987) see this approach as portraying thinking as 

something which develops along human development.  

Infusion approach argues for a "thinking curriculum" which promotes thinking by 

means of "problem solving approach" with emphasis on application and integration 

(Nisbet,1993). According to Swarts and Parks (1994), this approach of teaching 

thinking is based on the natural fusion of information. Further, the infusion approach 

acknowledges the importance of cognitive operations in the context subject matter in 

the instruction process and also students learn subject matter while still focusing on 

cognitive procedure to develop new insights, connections, hypotheses, conclusions, or 

generalization (Beyer,1997). Specifically, Ennis (1985) sees that this approach avoids 

repetition of introductory principles in each subject and encourages the application of 

cognitive skills to other disciplines. All in all, if care is not taken in applying this 

approach, little emphasis will be given to thinking especially in the hands of the 

inexperienced teachers. 

2.4.6.3 Immersion Approach: 

This approach comes as alternative to the infusion approach. Ennis (1985) defines 

immersion approach as a thought – provoking content instruction in which there is no 

direct teaching of complex thinking. Beyer (1997) says that in this approach of 

blending thinking and subject matter, there is concentration and emphasis on 

developing subject matter insights, knowledge, and understanding. Thinking in this 

approach is not explicitly taught but students think through the subject matter. Brandt 

(1988) in an interview with Arthur Costa, the editor of Developing Minds, asserted 

from Costa that teaching content alone and thinking students will learn to think gives 
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disappointing results and the same will happen if thinking skills are taught in 

isolation. According to Costa, the best approach is to blend the two approaches by 

selecting content for its relationship to thought processes; further, the proponents of 

this approach "believe it is the challenge or struggle to carry out thinking and repeated 

opportunities to exercise it that lead to more skilled thinking (Beyer,1997). Moreover, 

one characteristic of this approach is the attention paid to the subject matter and the 

chance where students think deeply. 

There is an argument about the categorization of this approach. Paul et al. (1989 favor 

the Socratic dialogue approach which they call "dialectical teaching". Thus, it is like 

the eclectic approach which bridges the tension between the two approaches but the 

believers of the two approaches seem to criticize it. Nickerson (1988:34) believes that 

for effective  teaching of thinking, the two main approaches must be combined to 

some degree. Besides, he notes that: 

It is important to treat the skills, strategies, attitudes, and other 

targeted aspects of thinking in such a way that students come to 

understand their independence from specific domains and their 

applicability to many… it seems equally important to 

demonstrate their application in meaningful contexts so students 

witness their genuine usefulness 

To support his view, he says that if the teaching of thinking is to be useful to learners 

in a variety of context, then students should be made aware of the generality of its 

applicability which is true independently of the context of the teaching. All in all, 

these approaches tend to be good in general but their effectiveness in schools depends 

primarily on the classroom teacher. 

2.4.7 Enhancing thinking skills of learners: 

Attention of how to teach thinking to learners should be devoted due to its 

importance. There are a few articles which have made meaningful suggestions on how 

to enhance thinking skills of learners. In fact, our learners need someone who urges 

them to think; someone who really plays an essential role in developing the thinking 

skills  of learners. Accordingly, the teachers, parents, the learners, and teacher 

institutions are playing a significant role in enhancing such skills of learners.. 
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2.4.7.1 Role of teachers 

The success of any program relies heavily on the teachers. The centre for critical 

thinking (1996) suggests that teachers should let their students  be aware of what they 

are in for the first day they attend classes, teachers should speak less in class, develop 

specific strategies for cultivating thinking, use concrete examples in class, regularly 

question students, and break class down frequently into small groups to work on 

specific tasks. Additionally, the centre adds that teachers should think aloud in front 

of the students and present concepts in context of their use. Thus, this may  be a very 

useful way of how to teach students to think without noting that.Besides, Cotton 

(2001) suggests that teachers should use various instructional approaches to enhance 

thinking skills. He; for example, says that the use of probing questions, redirection on 

and reinforcement increases students' content knowledge and enhance the 

development of thinking skills. Moreover, he says that teachers should use higher 

order questions in the classroom and also have enough waiting time for students to 

respond to a question. Thus, teachers should know that students have the capacity to 

think and learn if they are trained enough by their teachers; therefore, it is the 

responsibility of teachers to expand and strengthen students' thinking by urging them 

to use their background knowledge in their current situations. 

To support this idea, Collins (1993) states that in enhancing critical and creative 

thinking (higher order thinking skills), the teacher must be a model. He must practice 

the thinking skills in the teaching process. Accordingly, he must provide opportunities 

for students to select activities from a range of appropriate choices, seek imaginative, 

appropriate, and ethical solutions to problems, exhibit genuine interest, curiosity and 

commitment to learning (Owu – Ewie,2008:71). 

Further, Collins suggests that teachers can enhance critical and creative thinking by 

involving students in role plays / simulations, using "structured controversy", 

encouraging students to recognize contradictions, asking divergent questions, asking 

students to analyze the content of materials / texts, and asking students to defend their 

assertions with reason. Thus, teachers ought to eradicate negative attitudes about 

thinking from students' minds and replace it with a positive one that may help nurture 

the creative thinking in learners' minds. Harris (1998) lists the following as positive 

attitudes that teachers should promote in their students: curiosity, constructive 
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discontent, the belief that problems can be solved, the ability to suspend judgment and 

criticism, see good in the bad, problems lead to improvement, and a problem can be 

solved. 

In the teaching process, teachers should structure learning tasks around problem 

solving, decision making, or conceptualizing which show students opportunities on 

how to use thinking skill (Beyer,1987). Specifically, in this process, students are to 

show their view points, provide evidence, and take correct decisions in the light of 

their arguments. This makes students feel self confident to some extent and be able to 

respond to challenges to different points of views put forward; identify and examine 

the underlying assumptions and examine their consistency. Though this is a student – 

centered process that offers the teacher the opportunity to interpret the process to see 

how students are using the important thinking skills they have learnt in the execution 

of a problem or task (Beyer,1987). 

To conclude, teachers have an essential role in enhancing students' thinking skills by 

asking questions that do not have direct answers, encourage them to feel free when 

asking additional questions, and encourage them to express their opinions in addition 

to showing respect when listening to others' points of view. 

2.4.7.2 Role of parents: 

Another reason behind enhancing thinking skills is the parental involvement. It is 

crucial to mention that the environment which the child is born in plays a pivotal role 

in developing the child's personality. In addition, parents should have positive 

attitudes to enhance thinking skills among learners. Specifically, parents, at home, 

should engage their kids in giving reasons for their choices and actions and give them 

the freedom to express their points of view in a way that they feel responsible for such 

actions. Besides, Lopes (1995) in talking about how to help kids grow creatively, 

suggests that parents should relax controls which diminish self – confidence, it is not 

always critical to have the correct answer to a problem, inspire perseverance, provide 

creative atmosphere, and offer but not to pressure kids. Thus, encouragement from 

parents promotes  kids' interest in thinking. 
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2.4.7.3 Role of school: 

In addition to the parental role in enhancing thinking skills, the school has also a 

major role to play in enhancing these skills among learners but according to Perkins 

(1990), schools do not serve this interest very well. He adds that schools should 

promote the intrinsic motivation of learners; additionally, schools need to appreciate 

teaching and learning of thinking skills by awarding prizes to teachers and students 

engaged in thinking skills activities. By doing so, the school provides an ecosystem 

that nurtures, supports, and honors skillful thinking (Beyer,1988). The school also 

should provide staff development as teaching thinking skills do not come readily to all 

teachers. Beyer (1988) is of the opinion that considerable staff development has to be 

undertaken to carry a thinking skills program from curriculum guide into effective 

student learning. Thus, providing continuous staff development help schools to be 

aware of the modern trends in teaching skills and applying them in the teaching 

process. 

2.4.7.4 Teacher training institutions: 

Enhancing thinking in learners by incorporating the teaching of thinking skills in the 

teacher education curriculum is the role that should be played by teacher institutions. 

Cotton (2001) for example affirms that training teachers to teach thinking skills 

(critical and creative thinking) leads to student achievement gains. He adds that 

teacher training is the key factor to most successful thinking programs. 

Moreover, Crump, Schlichter, and Palk (1988) have identified that there is positive 

relationship between teacher training and student achievement. According to Beyer 

(1988), to develop proficiency in the strategies and skills used in the teaching of 

thinking skills, a teacher training program must include the following elements: 

provide education through lectures, reading, and discussion in the theories and 

research upon which they are based, demonstrate constantly how these strategies 

work, offer repeated practice and observation in the use of these strategies and skills, 

and provide coaching. The teaching of thinking skills in schools will be enhanced 

when there are qualified teachers to handle them effectively in the classroom; further, 

Stuart (1999:24) in a comparative analysis study in primary teacher education 

identified that tutors do not use appropriate methods that enhance thinking skills. She 

states "It is quite rare for tutors to get professional development designed to help 
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them. Most stumble into and train in the way they were trained – sometimes using 

their university notes of fifteen years ago". 

To improve the performance of learners on thinking skills tests, pre – service teachers 

institutions must improve teacher training. Hence, teacher training institutions must 

teach cognitive skills to pre – service teachers before training them to teach thinking 

skills in the classroom (Ashton, 1988). Finally, teacher institutions need to incorporate 

thinking skills into all aspects of teacher preparation and train future teachers to be 

models of effective thinking strategies (Walsh & Paul,1988). 

2.4.7.5 The role of learners: 

Learners play the major role in the thinking process. They have to show positive 

attitudes in class especially where discussions are the most dominant activity. Thus, 

they have to cultivate their minds towards creative and critical thinking. Accordingly, 

Wilks (1995) suggests the following as some of the things learners should do in a 

discussion group to enhance thinking skills: not to yell or call out, concentrate on 

what others are saying, be tolerant, and say what they think and feel freely. Learners 

must ask questions for clarification, listen attentively, make sound judgment, think 

before they respond to a question or comment, weigh the implications of what they 

say, give reasons for what they say or do, learn to practice thinking skills learnt, and 

learn to take risks. Harris (1998) suggests that learners should do away with negative 

attitudes that block how they will use the creative and critical thinking they have 

learnt. These negative attitudes according to Harris include using expressions like "Oh 

no, a problem!, it can't be done, I can do it, but I am not creative or critical thinker, I 

might fail". Therefore, learners should develop positive attitudes like curiosity, see the 

good in the bad and believe that most of the problems can be solved. Harris adds the 

following as good attitudes: perseverance, flexibility, imagination, and knowing that 

mistakes are unavoidable. 

2.4.8 Factors that inhibit thinking: 

Throughout the researcher's experience in schools, she noticed that the teaching of 

thinking skills is not well treated or rather neglected. This may be ascribed to many 

reasons such as the lack of experience among the teachers themselves to teach these 

skills, the overload curriculum, or that the time allotted does not allow for more 

questions. Specifically, Bayer (1988) for example, identifies five factors that inhibit 
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the teaching of thinking skills in schools. These factors include inappropriate teaching 

methods employed by teachers, ineffective testing procedures used by both teachers 

and testing companies which fail to support and reinforce the development of thinking 

skills among learners, and serve overload of skills in the curriculum. The others are 

lack of consensus among educators on which thinking operations are essential and 

worth teaching, and the inability of teachers, test makers, material developers, and 

curriculum designers to identify the essential thinking operations to select for 

teaching. 

Additionally, Owu – Ewie (2008:78) asserts that educational policies negatively 

influence the teaching of thinking skills in schools. Thus, most educational policies 

emphasize standards and teachers accountability; accordingly, there is an increased 

prevalence of standards, high – stake testing, and outcome assessment (Ward &Mc 

cotter,2004). This implies that the main focus is on testing rather than helping students 

to be creative thinkers in the learning process. Furthermore, the culture of the school 

does not support the teaching of thinking in schools. Leat (1999:293) comments on 

saying: "The school culture may offer some encouragement [to teaching of thinking 

skills] but it is often not wholly supportive, given other pressures". In addition to the 

above, schools kill the intrinsic motivation by  engaging in practices like  emphasis on 

heavy grading, minimal informative feedback, lack of choice of activities, and 

constant scrutiny of work (Perkins,1990). Thus, it appears that schools do not 

encourage the teaching of thinking skills; therefore, they must change this view into 

another positive one that enhances and supports the thinking skills. 

Gardner’s theory, which regards intelligence as having seven dimensions, has been 

receiving recent attention related to teaching (Kauchak & Eggen, 1998). Schools are 

shifting curricula and teaching methods to accommodate the diverse abilities and 

talents of students (Crowl et al., 1997). Teachers may have a greater impact by 

creating lessons that “use the various types of intelligence in classroom activities” (p. 

187). 

2.4.9 Theories related to learning and higher order thinking skills 

Thinking is mental processes which leads individual to clear obscurities, settle 

confusion, answer questions, define problems, describe items, recall information, 

analyze, combine and synthesize, evaluate and judge, make decisions and assign 
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goals. Each one has his / her own thinking strategies; how to approach a problem, how 

to analyze a matter or how to combine ideas to produce something new. Moreover, 

the differences in thinking strategies are ascribed to age, level of education, 

experience, and culture. Research has produced many theories which defined thinking 

development; thus, some of the outstanding names in the field are Piaget, Bruner, 

Bloom, and Gange. 

2.4.9.1 Piaget 

According to Piaget, the developmental stages are the key to cognitive development. 

School – age and adolescent children develop operational thinking and the logical and 

systematic manipulation of symbols. As adolescents move into adulthood, they 

develop skills such as logical use of symbols related to abstract concepts, scientific 

reasoning, and hypothesis testing. These skills are the foundations for problem 

solving, self – reflection, and critical reasoning (Crowl et al.,1997;Miles,1992). 

2.4.9.2 Bruner 

According to Bruner, learning processes involve active inquiry and discovery, 

inductive reasoning, and intrinsic motivation. Stages of cognitive development are not 

linear; they may occur simultaneously. Bruner introduced the "spiral curriculum" in 

which learners return to previously covered topics within the context of new 

information learned. Both Piaget and Bruner focus on active learning, active inquiry 

and discovery, inductive reasoning, intrinsic motivation, and linkage of previously 

learned concepts and information to new learning. Stages include enactive (hands – on 

participation), iconic (visual representations), and symbolic (symbols, including math 

and science symbols) (Crowl et al., 1997). 

2.4.9.3 Bloom 

In each of Bloom's three taxonomies (cognitive, affective, and psychomotor), lower 

levels provide a base for higher levels of learning (Bloom,1956;Kauchak and 

Eggen,1998). Comprehension and application form linkages to higher order skills; 

here, the learner uses meaningful information such as abstractions, formulas, 

equations, or algorithms in new application in new situations. Higher order skills 

include analysis, synthesis, and evaluation and require mastery of previous levels, 

such as applying routine rules to familiar or novel problems (McDavitt,1993). It  
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involves breaking down complex material into parts, detecting relationships, 

combining new and familiar information creatively within limits set by the context, 

and combining and using all previous levels in evaluating or making judgment. There 

also appears to be some interaction across taxonomies. 

2.4.9.4 Gange  

According to Gange, intellectual skills begin with establishing a hierarchy according 

to skill complexity. Within this structure, discriminations are prerequisites for 

concrete and defined concepts, simple rules, complex higher order rules, and then 

problem solving. Cognitive strategies may be simple or complex (Gange,1985; Briggs 

and Wager,1981; Gange, Briggs, and Wager,1988). Attitudes and motor skills, related 

varieties of learning, may involve lower as well as higher order thinking – spanning 

from a simple application of a tool to a complex systems analysis and evaluation. 

Bloom (1956) and Gange and Briggs (1974) allow for greater possibilities of teaching 

complex skills to younger learners and the possibility that learners can be "young" at 

any age, starting at lower levels and connecting to higher levels of thinking. 

In conclusion, what is common among the theories is that thinking and learning are 

developmental processes that move from low to high. The highest cognitive skill 

cannot be achieved without recalling needed information, comprehending, analyzing, 

evaluating, and creating.  

2.5 English for Palestine Grade Eight 

2.5.1 An Overview of English for Palestine Grade 8 

English for Palestine 8 is the eighth level of a complete English series. Level 8 

complements and extends the work in level 6 and 7. As such, level 8 maintains the 

continuity of the course and offers many new features to stimulate and challenge 

teachers and students: for example, there is emphasis on vocabulary building, on 

comparing and contrasting points of grammar and on developing reading skills. 

As in previous levels, the course has a double strand of communicative activities and 

skills work. The skills of reading, writing, listening and speaking are integrated 

throughout the course, and there is now more emphasis on combining the skills in 

sequences of activities. New vocabulary and grammatical structures are carefully 

controlled and are introduced in the context of the language skills. The students are 
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guided through graded writing activities to encourage them to write independently. 

The writing element of the syllabus in level 8 focuses on learning  how to write 

clearly and concisely in English (ETB, 2007: 4). 

2.5.2 Reading objectives in English for Palestine Grade 8: 

The general objectives of teaching reading in English for Palestine Grade 8 have been 

stated by the Palestinian ministry of higher education as follows: 

 Answer factual, inferential, judgment or evaluation questions. 

 Read familiar material with correct pronunciation and intonation. 

 Recognize proform referents. 

 Generate questions about a reading text. 

 Summarize a reading text. 

 Make predictions about a reading text. 

 Make inferences about a reading text. 

 Develop awareness of synonyms and antonyms. 

 Develop awareness of semantic fields (word mapping). 

 Identify the main idea of a reading text. 

 Identify supporting details. 

 Distinguish main idea from supporting details. 

 Recognize rhetorical markers and their functions. 

 Comprehend visual survival material. 

 Deduce meaning of unfamiliar words from context. 

 Skim for gist or general impression of text or graphics. 

 Distinguish fact from opinion. 

 Infer mood and author's attitudes or tone. 

 Understand different types of letters. 

 Scan for specific information from texts and realia (ads, menu, schedule, 

calendar, flight information, tickets, etc.). 

 Interpret information presented in diagrammatic display. 

 Relate text to personal experience, opinion, or evaluation. 

 Analyze components of text such as setting, theme, character, etc. 

 Extract and synthesize information from different sources (ELC, 1999: 31). 
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It is obvious that the majority of these objectives are related directly to HOTS; hence, 

the researcher relied on them to some extent to build her own criteria as they include 

all the necessary reading skills needed for 8
th

 graders. 

2.5.3 Components of English for Palestine Grade 8 

2.5.3.1 Student's Book:  

The student's book uses many of the teaching techniques of previous levels, but 

develops and expands them in line with the students' age and abilities. The use of 

standard rubrics makes it easy for the teacher to recognize the purpose of each activity 

and to teach it effectively. 

2.5.3.2 Work Book:  

It provides exercises and activities that help students to practice and consolidate what 

they have learned from the student's book. Thus, the work book has activities for 

further practice of new vocabulary or new grammar in the student's book.This is 

indicated with reference on the student's book page and in the teacher's notes for the 

lesson. 

2.5.3.3 Cassette: 

It provides both listening material and a useful pronunciation model (ETB, 2007: 5). 

2.5.4 Format of units in English for Palestine Grade 8: 

There are 18 units in the student book, they include 16 main teaching units which 

contain 6 lessons each. Each pair of lessons is on two pages. Lessons 1 and 2, 5 and 6 

are designed to be covered in one class period each. On contrary, lesson 3 and 4 are 

designed to be covered within two periods. Each of the main teaching units is 

designed for a total of eight class periods. 

Furthermore, there are two revision units, unit 8 and unit 18, each designed to take 

four lessons. This gives the teachers the chance to review the language and 

vocabulary of the previous units. Where possible, the teacher should identify language 

items or skills that are still causing difficulties and help the students with them. The 

word list at the end of the student's book differs from lists in earlier grades. It contains 

new vocabulary for active learning in unit – by – unit alphabetical order. Stress also is 

marked and parts of speech are noted. 
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2.6 Summary: 

In conclusion, this section presented the theoretical framework of the study in order to 

give a clear overview about the topics related to textbook evaluation, HOTS, reading 

comprehension skill, and English for Palestine grade 8 textbook. Next is the second 

section of this chapter that covers previous studies and commentary. 
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Section II 

Previous Studies 

2.7 Introduction 

The researcher, in this particular section, provides some studies relevant to the current 

one. These studies, to the researcher's best knowledge, have been carried out on 

evaluating the series of English for Palestine in its general characteristics and the 

textbook as a whole. Consequently, none of the studies examined a specific skill; 

especially higher order thinking skills. Therefore, the current study will be the first to 

deal with the HOTS only. Thus, it evaluates the HOTS in the reading exercises of 

English for Palestine-Grade 8. 

Accordingly, this section reviews twenty-eight studies so that the researcher could 

benefit from their procedures, tools, findings and recommendations if found. 

Furthermore, the studies are categorized into four main domains. The first domain 

reviews ten studies related to evaluating EFL/ESL textbooks. The second domain 

reviews eight studies related to evaluating English for Palestine textbooks. The third 

domain is only confined to three studies related to evaluating HOTS in textbooks 

other than language; specifically, geography, social studies, and science textbooks. 

The last domain reviews seven studies related to evaluating HOTS in English 

textbooks through reading skill investigation. The studies in all these domains are 

sequenced thematically. 

2.8 Studies related to evaluating EFL/ESL textbooks : 

Kamile and Karliova (2009) in their study examined and evaluated the selected 

English language course books from the view point of vocabulary selection and 

teaching techniques they employ; further, the five course books chosen by the 

researchers were all for adults and young adults to learn and teach English as a foreign 

language. To achieve this goal, content analysis was employed in the study. Findings 

of the study revealed that all selected course books integrated lexis into their 

syllabuses, giving emphasis to word knowledge by means of separated headings and 

additional sub – headings, such as vocabulary, word building, word formation, easily 

confused words, keyword transformation, near – synonyms and synonyms. In 

addition, all of the course books have colorful layouts supporting vocabulary 
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acquisition and comprehension through pictures, graphic designs, drawings, diagrams 

and cartoons except for grammar in context 2 which has also some pictures and 

drawings, but all are in black – and – white format and fewer in number, which makes 

the Student's Book somehow dull and less attractive than the rest of the course books. 

Similar to the previous study, Nemati (2009) in his study evaluated English pre – 

university textbook of Karnataka state if India with respect to general criterion as well 

as vocabulary teaching. To achieve this, the researcher used two types of evaluation. 

First, a questionnaire was made with reference to some critical features extracted from 

different material evaluation checklist in addition to, a part related to different 

strategies of vocabulary teaching. Moreover, the prepared questionnaire was 

completed by 26 pre – university teachers from 12 randomly selected governmental 

and nongovernmental schools. In the second phase, to analyze vocabulary of the book 

systematically, some texts of the book were randomly selected, submitted to 

vocabulary profile to see if they are sequenced from the most frequently used words 

to less used one.  

The results of data from the questionnaire revealed that except  for some shortcomings 

that exist in the book, the book is generally accepted by %70 of the teachers; 

furthermore, the results of vocabulary analysis showed that it is better to change and 

do some modification in the sequence of presenting the text. That is texts with more 

frequent vocabularies and the easier ones come first and texts with much more 

difficult vocabularies  should appear  at the end of the book. 

Hashemi (2011) conducted a study in which he evaluated the three English language 

textbooks that were used at high schools in Iran from the high school English teachers' 

point of view. For the study purpose, a 46 – item questionnaire was developed about 

the five sections of the textbooks (vocabulary, reading, grammar, language function, 

and pronunciation practice), their physical make – up, and practical concerns. 

Additionally, fifty high school teachers with more than five years of teaching 

experience were asked to reflect on the questionnaire by checking one of the four 

options included. Results of the study indicated that the textbooks are not acceptable 

from the teachers' point of view concerning their five sections, their physical make – 

up, and some practical concerns. 
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In an attempt to determine the extent to which First Grade English Textbook 

conformed to the common universal characteristics of EFL/ESL textbooks, Soori. et al 

(2011) in their research  used detailed analysis focusspecifically on the use of a 

checklist developed by the researchers. Findings showed that only 63% percent of the 

book conformed to the universal characteristics of textbooks. Moreover, implications 

suggest that textbook developers, by using appropriate checklist, can include more 

universal features in their EFL/ESL textbooks which, at the same time, are tailored 

and adapted to the needs of the learners. To conclude, the researchers say that 

examining all aspects of EFL/ESL textbooks and comparing them against an 

assessment tool such as an evaluation checklist ensures that significant factors will not 

be missed. 

In addition, Tok (2010) in his study aimed at investigating the advantages and 

disadvantages of one type of TEFL materials, English language textbook "Spot On" , 

used in state primary schools in Turkey. The sample of the study consisted of 46 

English teachers chosen randomly from state primary schools in Malatya and 

Adiyaman city centers. To achieve the study intent, a five – likert type scale was used 

for evaluation; additionally, the course book was evaluated in term of layout and 

design, activities and tasks, language type, subject, content and skills and whole 

aspect. The results of the study revealed that "Spot On" textbook actually did not 

stand up reasonably well to a systematic in – depth analysis and that the negative 

attributes far out – weighed the positive characteristics. 

Dealing with the same issue, Ezici (2006) in his research  tried to assess the 

effectiveness of an intermediate textbook titled "New Bridge To Success 3" which 

was prepared by Ministry of National Education as an instructional material for the 

ninth grade high school students from the perspective of the teachers and students. 

Thus, the researcher used both quantitative and qualitative data that were obtained 

through student questionnaires administrated to 336 students and interviews with 

eight teachers. Additionally, data collected through interviews were transcribed, 

content – analyzed and grouped according to all criteria used in the study for the 

evaluation of the particular textbook. 

Results of the study showed that both teachers and students felt negative about the 

most of the characteristics of the textbook. It was also found that reading passages 
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needed to be simplified in terms of both vocabulary load and structures. Furthermore, 

the majority of students and all teachers mentioned that the level of the textbook was 

not appropriate for the particular age group. The results also indicated that the 

materials failed to consider learning style preferences of the visual, auditory, and 

kinesthetic learner. On the other hand, one of the strengths of the textbook was the 

artwork's being – up to date and helpful for the students to understand the lesson. 

Another study was conducted by Litz (2001) for the purpose of evaluating and 

analyzing a textbook (English First hand #2) that was being used by all of the high – 

beginner English classes in the university's EFL Program at the Sung Kyun Kwan 

University. Thus, a research project needed to be initiated in order to determine the 

overall pedagogical value and suitability of this book towards this important 

component of the university language program. Additionally, the study relied on the 

active participation of all eight of the intermediate English course instructors as well 

as the five hundred students who were enrolled in the program. To achieve the study 

purpose, a series of textbook evaluation questionnaires were created and provided to 

the instructors and students at the conclusion of the first year of the course. Both the 

students and teacher evaluation survey questionnaires were based on the specific 

concerns and priorities of Sung Kyun Kwan University. 

In addition, the questionnaires contained questions that pertained to the practical 

considerations, layout and design, range and balance of the activities, skills 

appropriateness and integration, social and cultural considerations, subject content, 

and language types represented in the textbook. Findings of the study demonstrated 

that the textbook stood up reasonably well to a systematic in – depth analysis and that 

the positive attributes far out – weighed the negative characteristics. Despite a few 

reservations and shortcomings (lack of an ESP focus), the teachers felt that the 

textbook was relatively compatible with the university's language – learning aims and 

suitable for small, homogeneous, co-ed classes of senior Korean students. Moreover, 

the teachers felt that the textbook actually raised their students' interest in further 

language study. To conclude, " English First hand #2" can be neither whole – 

heartedly recommended nor unreservedly utilized in this particular teaching and 

learning situation. Nevertheless, it still can be an effective textbook in the hands of a 

good teacher and instructors should not be discouraged from using it with the 

appropriate learner audience.  
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Close to the previous studies' aims, Seda (2007) in his study explored English 

teachers' attitudes towards the evaluation of the textbook "New Bridge To Success for 

9
th

 Grade New Beginners"(NBS).The study investigated teachers' perceptions 

concerning main characteristics of a model ELT textbook designed for high school 

students in Ankara. The participants of the study were 60 English teachers from 13 

different Anatolian High Schools in Ankara during 2006. Furthermore, two sets of 

data were used for the study, first: a questionnaire was distributed to 60 English 

teachers and interviews were completed with 12 of the teachers who returned  the 

questionnaire. Moreover, the textbook NBS was used as the core material for 

analyzing the data in terms of determining the correspondence and discrepancies 

between the teachers' reports and the actual features of the textbook.  

Findings showed that teachers' evaluations depicted agreement and disagreement 

considering the features of the textbook. The findings also showed that the 

researcher's own observations of the textbook elements correspond to the teachers' 

evaluation. On the other hand, there are a number of aspects wherein the participants' 

responses reflect discrepancies when compared with the analysis of the textbook by 

the researcher. 

Moving to the Arab context, Al – Yousef (2007) conducted a study in which the Third 

Grade Intermediate English Course Book (CB) in Saudi Arabia, 'Say It in English', 

Riyadh was evaluated by the researcher. To achieve the goal of the study, the 

researcher used a retrospective mixed – methodology research design (both 

quantitative and qualitative) which includes interviews / document analysis (Micro – 

analysis) and questionnaires (Macro – analysis) with different populations: students, 

teachers, supervisors, and policy makers. Furthermore, the quantitative analysis was 

conducted with a total sample of 184 students, teachers, and supervisors who 

participated in textbook evaluation tool, both online and via paper – and – pencil. 

Results of the study revealed that both the teachers – supervisors and the students 

perceived the CB as moderately adequate; additionally, both the quantitative and the 

qualitative findings have shown that the content and the visuals of the textbook were 

among the categories that gained the most support, while gradation and recycling and 

supplementary material were the most poorly rated categories.  
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Similarly, Alamri (2008) in his study examined the quality of the sixth grade English 

language textbook for Saudi boys' schools which was introduced at the elementary 

stage by the ministry of education in 2004. To achieve this, a survey questionnaire 

was used to elicit the perspectives of 93 English language teachers and 11 supervisors 

in Riyadh Educational Zone about the textbook in question. In addition, the 

questionnaire consisted of 64 grouped under 12 main categories: the general 

appearance, design and illustration, accompanying materials, objectives, topic 

appropriateness, learning components, socio – cultural contexts, skills development, 

teachability, flexibility, teaching methods, and practice and testing. The findings were 

generally in favor of the textbook except for the teaching methods and some other sub 

– items. Out of 64 items in the questionnaire, only 13 items had arithmetic means less 

than 2.50. Specifically, the category that had the lowest mean was the one on teaching  

methods. The findings also revealed that there were no significant difference between 

the means of the two populations of the study (teachers and supervisors) except on the 

flexibility of the textbook and the different natures of their jobs might be the reason 

behind that difference. 

2.9 Studies related to evaluating English for Palestine : 

Fattash (2010) in his research aimed at addressing the congruity of the new 

Palestinian English language school curriculum, which has been recently introduced, 

with the requirements and aspects of the most recent language teaching method (the 

communicative approach) aimed at investigating the teachers' views of the various 

skills embodied in the content of this curriculum, and attempted to find out whether 

the requirements and aspects of the communicative curriculum were taken into 

consideration. For the study purpose, a questionnaire was prepared, administrated, and 

distributed among hundred and twenty seven English language teachers representing 

the total population of teachers in Nablus Districts. The study revealed a number of 

encouraging results such as the reading materials in the new curriculum are interesting 

and appealing to the new generation and the reading component is relevant to the 

students' cultural background. It also revealed a big number of findings that need to be 

seriously looked into in the process of future evaluation of the curriculum. 
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In an attempt to identify the existing and required life skills latent in the content of 

English for Palestine – grade six textbook, Hamdona (2007) designed a content 

analysis card that sought to collect data relevant to the study; besides, these data 

involved making a survey for the textbook so as to analyze the activities that match 

the five domains set by the study. Findings of the study showed variation in the 

frequencies of the five main domains and in each domain as well. Specifically, 

communication life skills domain got the highest score of 36.39%. The next score was 

personal / social life skills domain, leadership life skills domain was in the third 

position, the fourth was decision making / problem solving life skills and finally the 

lowest score was critical thinking.  

To conclude, recommendations were drawn to make balance in distributing the five 

domains in life skills in the content of the textbook. The researcher also recommended 

reviewing the existing material associated with the international models for 

classifying life skills; he added that workshops should be held in order to discuss 

strengths and weaknesses of the textbook to support strong points and remedy 

weakness. 

Following the same purpose of evaluating English for Palestine textbooks, Masri 

(2003) conducted an evaluative study to evaluate the first graders' new English for 

Palestine textbook from teachers' perspectives in the Northern Districts of Palestine. 

Thus, a questionnaire was developed for the purpose of the study; it included fifty five 

items distributed to the five domains of the study. Furthermore, all the teachers in the 

Northern Governorates who teach English for Palestine Grade one were the 

population of the study. One finding of the study revealed that the score of evaluating 

first graders' English for Palestine from teachers' point of view was 

(75.81%).Moreover, the finding of the five domains indicated that the physical 

appearance outlook of the textbook domain was (79.9%), level of education for the 

students domain was (79%), structures and grammar domain was (74%), methods, 

aids (teacher book) domain was (73.2%), and book content domain was (72.2%). It 

was also found that there were significant differences in the degree of evaluation of 

the Palestinian English textbook for the basic first grade gender variable in favor of 

males. Additionally, there were significant differences in the degree of evaluation due 

to educational level in favor of M.A degree holders and there were also significant 

differences in the degree of evaluation due to experience in favor of those who are 
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less than five years of experience. In the light of the findings, recommendations were 

suggested such as giving EFL teachers training programs and workshops to 

concentrate on the new methods and aids. Finally, teachers should keep focusing on 

modern and up to – date techniques and, other studies should be conducted to evaluate 

the upper grades and reward the superior teachers who perform very well in their 

work. 

Additionally, in order to evaluate the effectiveness and suitability of English for 

Palestine Iv content, Mahmoud (2007) in his study  used several evaluative criteria 

such as a questionnaire that contained important items through which a person can 

judge the suitability of a good TEFL or ESL textbook. The researcher used the 

characteristics of a good textbook in order to see whether the textbook mentioned 

above is suitable or not.  

Moreover, the questionnaire was given to 60 English language teachers who teach the 

fourth graders from Jenin and Qabatia districts. Finally, the researcher noticed that 

these textbooks are suitable and he strongly recommended using them in private as 

well as in governmental schools. 

 Similar efforts were initiated by Al Mazloum (2007) in which heaimed at evaluating 

the content of English for Palestine, grade ten textbook in the light of the standards for 

foreign language learning. To achieve that goal, an analysis card that sought to collect 

data relevant to process the study was designed by the researcher. Results revealed a 

variance in the frequencies of the standards; the researcher points out that there should 

be more balance in the distribution of these standards among the units. The findings 

also showed good employment for topics in the textbook and various topics were 

introduced throughout the twelve units. 

Similarly, Aqel (2009) evaluated the Palestinian 11
th

 grade textbook from teachers' 

perspective. Thus, the study examined the role of the district, gender, qualification 

and years of experience variables among teachers on the degree of the evaluation of 

the new Palestinian English textbook for the eleventh grade in southern Nablus and 

Salfit districts. For the intent of the study, an evaluation scale was developed on the 

basis of language teaching and learning criteria that determined the specifications of 

good quality textbook. 
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Moreover, the sample of the study consisted of 60 male and female teachers who 

teach English for the 11
th

 grade in southern Nablus and Salfit districts. The researcher 

also adopted a 47-item questionnaire to evaluate the textbook which includes four 

main domains: book general shape, book objectives, book content, and teaching aids. 

Findings of the study demonstrated that the degree of evaluation of English for 

Palestine 11
th

 grade textbook in southern Nablus and Salfit districts was moderate; 

additionally, there were significant differences in book general shape domain between 

Salfit and southern Nablus districts in favor of Salfit. There were also differences in 

teaching aids between male and female teachers in favor of females. However, there 

were no significant differences in the degree of evaluation of the textbook due to 

qualification or experience variables. In the light of the results, the researcher 

recommended that the 11
th

 – English textbooks be revised frequently. Moreover, they 

should be provided with a variety of literary forms, such as poems and essays. Finally, 

the units of the textbook should be reduced so that teachers can cover the material 

efficiently and in time. 

Concerning the evaluation of culture, Al Ja'bari (2010) described and investigated 

how culture is presented in Palestinian high school English textbooks English for 

Palestine (EFP). Accordingly, three instruments were used, a questionnaire for 

teachers, a questionnaire for students, and a textbook evaluation guide to evaluate the 

cultural content. Results of the study showed that although the importance of culture 

in the EFL class is recognized in the guidelines for English for Palestine, this 

recognition does not seem to be well reflected in the textbooks and teachers' practices 

which means that there is a gap between the ministry guidelines for the syllabus and 

the real application. 

Similar initiations were provided by El Shawa (2011) in which she evaluated the 

cultural content of English for Palestine secondary stage (Grade 11 and 12) textbooks 

in order to find out to what extent the content of these textbooks reflect the Palestinian 

and the Non Palestinian culture.  To collect the needed data, the researcher used one 

main tool which was a content analysis card. Based on the analysis of data, the 

following were the most important conclusions:  

 More than half of the entire activities included in the two textbooks analyzed 

are culturally oriented. 
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 There is a focus on introducing the Non-Palestinian cultures more than the 

Palestinian culture. 

 A focus on introducing the Products of the Non-Palestinian cultures more than 

the Palestinian culture is evident. 

 Practices of both the Palestinian and the Non-Palestinian cultures are 

introduced with, almost, equal reference. However, the opposite is true for the 

perspectives. 

 Within the Non-Palestinian subdivision the focus on the Target cultures: 

products, practices, perspectives comes first. 

 Wealthy presentation of various countries and cultures from different parts of 

the world; thus providing a sense of intercultural learning is obvious. 

 Very limited opportunities for comparing cultures is evident. 

 Absence of authentic texts for either Palestinian or Non-Palestinian countries. 

 There is no special focus on providing Palestinian youth with phrases and 

suitable expressions to talk about and introduce their Palestinian Issue to theworld via 

English. Absence of Islamic topics was detected as well.In the light of the results, the 

researcher recommended giving coherent directives in terms of guidance on the 

teaching of culture; further, designing teacher training programs that equip teachers 

with cultural teaching knowledge and related cultural activities was also suggested. 

Finally, active use of authentic materials along with preparing an enrichment material 

that include Islamic and Palestinian Issues was recommended. 

2.10 Studies related to evaluating HOTS and reading comprehension 

in textbooks : 

Injeong. et al (2009) in their study examined whether questions embedded in 

geography textbooks address three components of spatial thinking: concepts of space, 

tools of representation, and processes of reasoning. Moreover, a three – dimensional 

taxonomy of spatial thinking was developed and used to evaluation questions in four 

high school level geography textbooks. Results indicated that textbook questions 

focus on low – level spatial concepts more frequent than high – level spatial concepts; 

few questions require students to create various kinds of spatial representationsand 

textbook questions only rarely encourage higher – order cognitive skills. All in all, the 
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study provided insights on the design and use of textbook questions to foster learning 

to think spatially. 

Additionally, in order to determine, according to Bloom's taxonomy, the levels of 

questioning generated by third – grade social studies textbooks, Risner (2000)  in his 

research examined the extent to which each selected textbook emphasized higher 

levels of questioning, i.e. above knowledge level and compared the textbooks' 

frequency ratings of knowledge – and above – knowledge – level questioning. 

Specifically, the two series selected for the study were "communities: Harcourt Brace 

Social Studies" and "Communities: Macmillan – McGraw Social Studies"; further, 

lesson plans and accompanying questions for in – class use were obtained for 

classification. In addition, the textbooks offered opportunities for applying and 

evaluating information in higher order question – and – answer classroom recitation 

previously omitted in textbook publications. Findings of the study suggested that 

elementary students exposed to the most recent editions of social studies textbooks 

will have opportunities, as encouraged by questions included in teachers' editions, to 

understand, apply, synthesize, and evaluate critically social studies concepts. 

For the same purpose, the same researcher Risner, et al (1991) in their study 

attempted to determine the level of questioning according to Bloom's taxonomy, 

generated by test items that accompany selected fifth – grade science textbooks. Thus, 

to achieve the intent of the study, an analysis of the tests provided by three of the most 

commonly used elementary science textbooks was completed. Additionally, the 

analysis examined the extent to which each series emphasized the higher levels of 

questioning and what significant differences existed between the old and new 

publications in the number of knowledge – level and above – knowledge – level test 

items included in end – of – chapter tests. Accordingly, one hundred items from end – 

of – chapter tests were analyzed from each edition (old and new) of the textbooks 

series (200 per series), which represented a total sample consisting of 600 items. 

Moreover, the 600 items were randomly selected and categorized by the researcher 

and one experienced classroom teacher, according to the six major categories included 

in Bloom's taxonomy: knowledge, comprehension, application, analysis, synthesis, 

and evaluation. Results of the study revealed that higher order thinking skills are not 

elicited by end – of – chapter tests that accompany science textbooks. Thus, the lack 

of emphasis on application, analysis, synthesis, and evaluation levels of questioning 
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indicated a gap between the stated goals of elementary science textbooks and actual 

published material.  

2.11 Studies related to evaluating HOTS and reading comprehension 

in English textbooks: 

Rivas (1999) in her study presented an analysis of the reading components in a 

representative sample of ELT course books for intermediate level and above. Thus, it 

examined the way those course books reflect current theories on foreign language 

reading in their treatment of the reading skill. Based on the instructional implications 

of interactive models of reading, the analysis focused on the attempts to develop both 

lower- level processing skills and higher- level comprehension and reasoning skills in 

EFL learners. It was concluded that the course books seem to reflect current 

interactive views on reading, although they differ in the number and type of activities 

included, and were deficient in various ways. This implied that EFL teachers need to 

supplement deficient reading activities to help learners become efficient readers. 

For evaluating the higher thinking skills according to Bloom's taxonomy,  Alul (2000) 

in his study evaluated the instructional questions in the Eighth Grade English 

Textbooks used in Palestine during the academic year 1999-2000 via Bloom's 

taxonomy to find out to which degree it developed higher thinking skills.It is worth 

noting that the name of the target book is Petra 'Jordanian curriculum' which used to 

be taught in the West Bank before applying English for Palestine series in 2001. More 

specifically, questions presented in the textbook, work book and the stories were 

analyzed and compared according to Bloom's taxonomy method. For the study 

purpose, an analysis sheet was prepared. Furthermore, key words were used as criteria 

in the classification of the questions according to the requested taxonomy. 

Additionally, lower and higher level question groups were calculated, frequencies and 

percentages were tabulated and represented by bar graphs to facilitate the analysis of 

the results. Results of the study revealed that there was still a preponderance of lower 

level questions in the studied textbooks. Finally, the researcher recommended that 

more studies be conducted on English Petra textbooks for the other grades. She also 

recommended that the Palestinian curriculum designers improve their questioning 

techniques in the new Palestinian curricula. 
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Similarly, based on the revised Bloom's taxonomy, Lan and Chern (2010) conducted a 

study in which they aimed at investigating the cognitive process levels and knowledge 

types measured on the English reading comprehension tests of college entrance 

examinations administrated from 2002 to 2006 in Taiwan. Thus, a descriptive analysis 

was conducted to examine the similarities and differences of the content and cognitive 

skills intended to be assessed between the two tests, hoping to serve as a reference for 

English teachers while helping learners develop the needed cognitive skills in reading 

and test preparation. Results showed that for both tests, four major levels in the 

revised Bloom's taxonomy (remember, understand, apply, and analyze) along with 

eight sub- levels, and three types of knowledge (factual, conceptual, and procedural) 

along with three sub types were identified, with a total of five major question types 

and nine subtypes of questions. Additionally, items on remember factual knowledge 

and understand factual knowledge, which belong to lower cognitive levels, were the 

majority in the two tests, and few items were found at higher levels of (apply) and 

(analyze). Further, the major differences between the SAET and the DERT were the 

frequency, occurrence, and distribution of items testing different cognitive sub- skills 

and knowledge sub types. Finally, it was found that executing/apply items were more 

favored in the SAET, whereas the DERT has more items on inferring (a sub type 

under understand category). 

In the study of Rahman (2004) the reading syllabus and reading materials used at the 

intermediate level in Bangladesh were examined. Thus, the study discussed the recent 

developments in reading pedagogy. It also presented an evaluation of teaching the 

different sub skills of reading and then through an empirical study examined whether 

both higher or lower order sub skills were covered in the reading syllabus, and taught 

properly in the country. Moreover, the methods for empirical investigation in the 

study included students' and teachers' questionnaire survey, students and teachers' 

interview, classroom observation and administering reading tests; further, reading 

components of the syllabus and the reading materials were also evaluated. Results 

showed that students have problems in most of the sub skills of reading, and it also 

showed that the approaches to teaching and learning reading skills are still backdated; 

additionally, the observation showed that the syllabus, materials and tests were not 

bad, but these emphasized only the lower order skills; the higher skills, on the other 

hand, were totally neglected. 
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Additionally, the series of New Interchange textbooks were analyzed by Ming (2011) 

in his study from the viewpoint of Bloom's taxonomy. Accordingly, he investigated 

the learning objectives of the textbooks used in private colleges in China, and 

compared the differences between textbooks written by Chinese and foreign 

specialists, in order to give suggestions about which kind of textbooks were more 

suitable for Chinese English learners especially English majors, the textbooks written 

by Chinese scholars or those written by foreign specialists. To achieve the intent of 

the study, the researcher used Bloom's taxonomy for analyzing the textbooks and 

made an open- ended questionnaires to find out what students think about the books. 

Further, the data in the study were the series of Cambridge International English 

course textbooks for communication course and integrated skills of English for 

comprehensive course. Findings of the study revealed the following: 

 These textbooks are heavily based on communication language learning to help 

students talk more in class and advance their creative thinking. 

 The integrated skills of English were suitable for freshman or junior students to 

improve their basics. 

 Knowledge and comprehension- based parts were the most important tasks and 

exercises (57.5%), and this placed the book at the low level of Bloom's 

taxonomy. 

 The assignment of pair work/ group work and the discussion tasks, which 

ranked high as comprehension/ application of Bloom's taxonomy, occupy very 

little in the units; therefore, teachers have to enhance the level introducing 

creative/ analysis- based assignments. 

The reading skills development books of Mary Land Community College 

developmental/ remedial programs were  the focus of Charles (1980) in his study in 

which the researcher sought to determine the number of questions per taxonomy 

category; whether there was a significant difference between observed and expected 

frequency; and whether there was a significant difference among the categories. The 

study involved a survey of community college developmental reading programs, 

which revealed that 185 different skill were being used, and the selection of a sample 

of 555 questions from these books for analysis. Of the questions, 145 fell into the 
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knowledge category of Bloom's Taxonomy, 400 into the comprehension category, 2 

into the application category, and none in the categories of analysis, synthesis, and 

evaluation. In this regard, this concentration of questions in the two lowest levels of 

thinking indicated that very little stimulation of the higher thinking processes was 

offered via the questions used in the reading skills development books used in the 

community colleges. Generally speaking, the authors and publishers of these books, 

and the educators that use them need to become more concerned about the higher 

level thinking development of students, estimate the intellectual capabilities of these 

students at a higher level, and consider that reading material on a higher level may 

build reading motivation. 

Finally, concerning the Palestinian context, Ali's (2010) aimed at evaluating the 

reading texts and exercises in student book (SB) and (WB) of English for Palestine – 

Grade 9 in order to find out to what extent the reading exercises match the suggested 

criteria. It also aimed at identifying the areas of weaknesses in these reading texts and 

exercises. For the study purpose, the researcher collected the needed data through a 

content analysis card and a structured interview. 

 The researcher interviewed fifteen 9
th

 grade English language teachers in order to 

find out their views about the reading texts and exercises. The findings of the study 

showed the following conclusions: 

1. The reading texts in the textbook employed a wide variety of topics  as well as 

values and good manners. On the other hand, no authentic reading texts were 

found in this textbook and extensive reading was not included. Four reading 

texts were found to be related to the Palestinian culture and reality and they 

were the most interesting to students. 

2. Regarding the text vocabulary, in all  the reading texts, colors were used to 

highlight new vocabulary and the number of new vocabulary was suitable for 9
th

 

graders. 

3. Almost all the visuals accompanying the reading texts were relevant, attractive, 

colorful and clear to the 9
th

 graders. 

4. Concerning the text layout, all the reading texts have sufficient margins on sides 

and spaces between lines and are divided into paragraphs. 



 61 

5. With respect to the reading exercises in SB & WB , all the instructions were 

clear, a great variety in questions was found within each reading text but 

throughout the textbook, the same types of questions were repeated. By contrast, 

there was no employment of exercises that require students to infer the author's 

attitude, distinguish between fact and opinion, recognize pronoun references, 

find meanings of new vocabulary in contexts, relate the text to their personal 

experience and to work out answers in pairs and groups. These skills were 

neglected in both the SB and WB.  

6. Most of the results obtained from the interviews supported all the results 

obtained from the  content analysis card. 

Based on the study findings, the researcher recommended modifying the reading 

exercises by preparing an enrichment material that cover all the neglected skills. Also, 

it was recommended to conduct other studies similar to this study or in other skills 

like writing, speaking or listening in othertextbooks of English for Palestine Series. 

2.12 Commentary on the previous studies: 

By reviewing the above mentioned studies, the researcher's background has been 

expanded especially on choosing the suitable tools that researchers followed when 

conducting evaluative studies. 

 Most importantly, as few studies evaluated the HOTS separated from other skills in 

general studies in the world and in the Palestinian studies, this study tended to 

evaluate the HOTS in reading exercises in the Palestinian English textbook. 

Therefore, the researcher sees that the current study will be more different from other 

studies. 

Besides, the researcher came out with her own criteria after revising different sources; 

specifically, the previous studies. Accordingly, she reviewed twenty – eight studies. 

Ten of the studies were related to evaluating EFL / ESL textbooks in general, eight 

studies were related to evaluating English for Palestine textbooks, three studies were 

related to evaluating HOTS in general books, and finally, seven studies were related 

to evaluating HOTS in the English textbooks through the reading skill investigation.. 

Finally, unlike other researchers, the researcher herself built her own criteria for 

evaluation in terms of international standard criteria. It is worth mentioning that in 
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terms of the used instrument, most of the reviewed studies used the content analysis 

card in addition to the interview. This was a strong motive that lead the researcher to 

use the content analysis card to conduct the present study. 

Different tools were used in these studies which helped the researcher to choose the 

used two tools to conduct the current study. Some of the suitable used tools in the 

mentioned studies include analysis cards (Kamile & Karliova 2009, Al – Yousef 

2007, Hamdona 2007, Al – Mazloum 2007, Aqel 2009, El Shawa 2011, Risner, et al 

1991, Rivas 1999, Lan & Chern 2010, Charles 1980, and Ali 2010); questionnaire 

(Mahmoud 2006, Aqel 2009, Masri 2003, Nemati 2009, Hashemi 2011, Tok 2010, 

Ezici 2006, Litz 2001, Seda 2007, Al – Yousef 2007, Alamri 2008, Fattash 2010, Al 

Ja'bari 2010, Rahman 2004, and Ming 2011) and an interview (Ezici 2006, Seda 2007, 

Al Yousef 2007, and Ali 2010). 

Concerning the results of the study, most of them showed negative results such as 

Hashemis's study (2011) which indicated that the textbooks are not acceptable from 

the teachers' point of view considering their five sections, their physical make – up, 

and some practical concerns. Tok (2010) revealed that "Spot On" textbook actually 

did not stand up reasonably well to a systematic in – depth analysis. In Ezici's study 

(2006), results showed that both teachers and students felt negative about the 

characteristics of the textbook and that the reading passages needed to be simplified in 

terms of both vocabulary and structure. Al Ja'bari (2010) showed that there is a gap 

between the ministry guidelines for the syllabus and reality. In addition, Alul (2000), 

Lan &  Chern (2010), Rahman (2004), and Ming (2011) in their studies affirmed that 

there was still a preponderance of lower level questions over HOTS. 

 On the contrary, some studies assured that the textbooks are well designed and fulfill 

the textbook evaluation criteria such as Al – Mazloum (2007), Mahmoud (2007), Al – 

Yousef (2007), the findings of these studies proved that the textbooks analyzed were 

suitable and highly recommended for use in the classroom.  

2.13 Summary: 

The main focus of this chapter is reviewing the related literature of evaluation, 

reading, and HOTS. In addition, previous studies were reviewed and commented on. 
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Chapter Three 

Methodology 

3.1 Introduction 

The practical aspects of this study will be described in the current chapter. This 

includes the techniques of collecting and describing the data through employing the 

suitable tool to fulfill the intent of the study. Generally speaking, this chapter provides 

an illustration for the method decided to be used, the tools of the study that involve 

constructing a content analysis card and a structured interview, examining its validity 

and reliability and the procedures that were used to carry out the study. 

3.2 Research method 

The researcher, in order to conduct the study, adopted the descriptive analytical 

method of research. The descriptive method means "any research that describes a 

setting or events in numerical terms" (Brown and Rodgers, 2002: 118). 

Hence, the researcher adopted this type of research as the study seeks to evaluate to 

what extent the HOTS are available in Grade 8 textbook. 

3.3 Instrumentation 

Content analysis is used as the research instrument for this study. Hsieh and Shannon 

(2005: 1278) define content analysis as "a research method for the subjective 

interpretation of the content of text data through the systematic classification process 

of coding and identifying themes or patterns". 

Along with this definition, content analysis is considered to be "an approach of 

empirical, methodological controlled analysis of texts within their context of 

communication, following content analytic rules and step by step models, without 

rash quantification" (Mayring, 2000: 2). Out of these definitions, Patton (2002: 453) 

says that content analysis is "any qualitative data reduction and sense- making effort 

that takes a volume of qualitative material and attempts to identify core consistencies 

and meanings". It is obvious, from these definitions that qualitative content analysis 

emphasizes an integrated view of speech/texts and their specific contexts. Qualitative 

content analysis goes beyond merely counting words or extracting objective content 

from texts to examine meanings, themes, and patterns that may be manifested or latent 
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in a particular text. It allows researchers to understand social reality in a subjective but 

scientific manner (Weber: 1990). 

In this regard, Ali (2010: 88-89) states that content analysis is an appropriate research 

method to use when manipulating large quantities of textual information to 

systematically identify certain characteristics or properties. Consequently, to achieve 

the study purpose, a content analysis card was used to collect, describe and analyze 

data regarding the availability of HOTS in reading exercises of English for Palestine-

Grade 8 in the light of the suggested checklist in the analysis card. 

3.5.3 Constructing the content analysis card 

Having reviewed the available literature including books, previous studies, and related 

articles, the researcher constructed her own criteria. This is because only some of the 

criteria in the checklist that were reviewed suit the purpose of the study. 

3.5.4 Description of the content analysis card: 

3.5.4.1 Purpose of the analysis: 

The analysis, in this evaluative study, aims at investigating the extent to which the 

HOTS are available in the reading exercises in SB and WB of English for Palestine- 

Grade 8. 

3.5.4.2 Documentation: 

The analysis includes all the reading exercises of all (18) units of the SB and the WB 

as well. 

3.5.4.3 Category of the analysis: 

The whole number of the reading comprehension exercises in the SB is 278 that is 

distributed among the 18 units of the target textbook. Out of these exercises, only 77 

are related to the higher order thinking skills which have the percentage of  27.69. On 

the other hand, the whole number of the reading exercises in the WB is 260. Only 27 

out of them are related to the higher order thinking skills, this has the percentage of  

10.38. 

3.5.4.4 Elements of the analysis: 

The research reviewed variant sources to build the criteria for evaluation, these 

criteria are the elements of the analysis card. 
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3.5.4.5 Limitation of the analysis: 

1- The analysis covers all the reading exercises of the reading texts in SB and 

WB as well. 

2- The teacher's book isn't included in the analysis. 

3- The analysis focuses mainly on the reading skill not on other skills. 

Besides, the content analysis card was shown to experts so that the researcher could 

benefit from their comments and suggestions for further modifications. (Appendix 1) 

3.5.5 Validity of the content analysis card: 

To ensure the validity of the content analysis card, it was shown to some experts from 

different institutions. The majority of the referees (9) were from the Islamic 

University of Gaza, two of them were from Al-Qattan Centre, one of the referees was 

from Gaza University and the remaining one was an English supervisor in UNRWA. 

The list of the criteria was checked to examine: 

1- The comprehensiveness of the dimensions needed for the analysis, 

2- The relevance of the items to the general dimensions, and 

3- The clarity and linguistic correctness of the criteria. 

After showing the content analysis card to experts and in the light of their suggestions, 

some of the items included in the checklist were omitted due to having nearly the 

same meaning. All in all, the referees assured the suitability of the criteria included in 

the checklist for evaluating the availability of HOTS in the reading exercises of 

English for Palestine – Grade 8. After confirming the final version of the checklist, 

the number of items became (26) distributed into three categories i.e.; analysis, 

synthesis, and evaluation as shown in table (3.1). (Appendix 2) 
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Table (3.1) 

The number of items in each domain of the analysis card 

 

No. Domains No of items 

1. Analysis 13 

2. Synthesis 9 

3. Evaluation 4 

Total  26 

 

Illustration of the items used in the content analysis card: 

Analysis: It refers to the ability to break down material into its component parts so 

that its organizational structure may be understood. This may include the 

identification of the parts, analysis of the relationships between parts, and recognition 

of the organizational principles involved. Learning outcomes here represent a higher 

intellectual level than comprehension and application because they require an 

understanding of both the content and the structural form of the material. An 

illustration of each item will be shown below in table (3.2) 

Table (3.2) 

Illustration of the analysis items 

Items  under investigation  

related to the analysis skill  
Illustration 

1- Distinguish facts from opinions. 

Students  should  distinguish  between   

natural, scientific, historical, geographical 

facts and author's opinion. 

2- Categorize information in text. 

Students  should find the relations that may 

distinguish  certain pieces of information  

from others and separate them in categories  

according to the relation in between. 
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Items  under investigation  

related to the analysis skill  
Illustration 

3- Compare items in text. 
Students should  find similarities or 

differences between  items in the text. 

4-Guess meaning of words in context. 
Students  should find clues in the text to get 

the meaning of unfamiliar words. 

5-Read between lines. 

Students  should  explore the hidden  

message of the texts  which is not  read in the 

printed  lines. 

6-Recognize causes and effects. 

Students  should find  the causes  or the 

effects of certain events, phenomena, 

situations or action , 

7-Explain the information introduced. 
Students  should illustrate information in the 

text, simplify, and give examples.  

8-Recognize clues and evidence. 

Students  should examine the text  or the 

pictures accompanied to find clues that may 

lead to certain decision or to more 

understanding of the text. 

9-Elicit rules and principles. 
Students  should find permanent relations  

between  specific concepts.   

10-Infer the mood, attitudes, or tones 

of the author. 

Students  should elicit the message  the 

author wants to convey. 

11- Distinguish main ideas from the 

supporting ones. 

Students  should differentiate main ideas and 

the ideas in relevance that illustrate them.  

12- Order items according to their 

importance. 

Students  should distinguish between  what is 

important and less important  or un important 

and scale them according to their importance. 

13- Break down the text into its main 

components. 

Students  should recognize the components of 

the text, the role of each item and introduce it  

in separation. 
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Synthesis: It refers to the ability to put parts together to form a new whole. This 

may involve the production of a unique communication (theme or speech), a plan of 

operations (research proposal), or a set of abstract relations (scheme for classifying 

information). Learning outcomes in this area stress creative behaviors, with major 

emphasis on the formulation of new patterns or structures. Table (3.3) will introduce a 

brief illustration to each item of the synthesis skill. 

 

Table (3.3) 

Illustration of the synthesis items 

Items  under investigation  

related to the synthesis skill 
Illustration 

1- Rearrange information related to the 

text . 

Students may reconstruct the text in a different 

form or rearrange jumbled  ideas to match the 

form of the original texts.  

2- Summarize texts. 

Students should concise the most  important 

components of the text to communicate the 

message in brief using their own words. 

  3- Write or retell the material of the text 

using his own words. 

Students paraphrase the text in their own 

words. 

4- Predict events or solutions related to the 

text. 

Students  should think of or suggest solutions 

related to posed situations  in the text. 

5- Discuss to persuade. 

Students should argue, debate  or explain ideas 

related to the text to persuade others with their  

beliefs. 

6- Hypothesis data. 
Students should suppose or imagine  

unavailable  ideas in the text. 

7- Generate information related to the text. 

Students should think and produce ideas that 

may add  something  new to explain or support  

the text.  

8- Combine his own information with the 

information in the text. 

Students should interact with the text  through 

adding their information  to the information in 

the text to compose an integrated image of the 

target material.  

9- Connect knowledge from different 

sources. 

Students search  for information related to the 

text from other texts, or pictures in the book or 

any other resources. 
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Evaluation: It is concerned with the ability to judge the value of material (statement, 

novel, poem, research report) for a given purpose. The judgments  are to be based on 

definite criteria. These may be internal criteria (organization) or external criteria 

(relevance to the purpose) and the student may determine the criteria or be given 

them. Learning outcomes in this area are highest in the cognitive hierarchy because 

they contain elements of all the other categories, plus conscious value judgments 

based on clearly defined criteria. A brief demonstration will be provided concerning 

the items of the evaluation skill in table (3.4) 

Table (3.4) 

Illustration of the evaluation items 

Items  under investigation  

related to the evaluation skill 
Illustration 

1- Express his/ her opinions 

towards situations in the target 

text. 

Students should decide whether to agree 

or disagree with a certain opinion or 

situation basing their opinions on logical 

bases. 

2- Conclude  themes of texts. 
Students  should explore what the text is 

mostly about. 

3- Recognize subjectivity and 

objectivity. 

Students  should explore whether the 

information  stated  in the texts  are facts 

free from bias  misleading or opinions 

aims at  influencing readers' feeling and 

thoughts. 

4- Make choices based on 

reasoned argument. 

Decide whether something is false or true, 

relevant or irrelevant, balanced or 

exaggerated. 
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3.5.6 Performing the analysis: 

In order to apply the analysis, the researcher contacted another researcher to carry out 

the content analysis card with her. She provided the other researcher with the criteria 

she prepared for evaluating the availability of HOTS in reading exercises and 

discussed with her how to conduct the analysis. In addition, the second researcher was 

asked to start analysis for units 1 – 5 from the SB and the WB to check her 

understanding. After assuring the researcher's involvement, she was asked to complete 

the analysis for all the 18 units. Besides, the analysis was conducted through counting 

the frequencies of each item in both SB and WB. 

 

3.5.7 Reliability of the analysis card: 

The concept of reliability can be viewed in internal or external terms. Brown and 

Rodgers (2002: 241) define internal reliability as "the degree to which we can expect 

consistent results if the data for the study were re-analyzed by another researcher". On 

the other hand, they define external reliability as "the degree to which we can expect 

consistent results if the study was repeated". Thus, to achieve this, another researcher 

was involved in the process of analyzing the textbook  in order to examine the 

reliability of the analysis card. Additionally, the researcher and her colleague analyzed 

the first five units twice at two weeks in between. The purpose was to find out to 

which degree correlation exists through time and  through persons. To check the  

reliability, she used Holsti Correlation to determine the reliability as mentioned below 

(Holsti, O.R.88: 140-142): 

 

2 M 

R 

N1 + N2 

(R) refers to the consistency; (M) refers to the number of the analysis agreed upon by 

the analyzers; (N1andN2) refer to the elements of the analysis. Correlation between 

the two researchers is shown below in table (3.5) 
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Table (3.5) 

Reliability Through Time 

Target 

Book 

Analysis 

processes 

Number of 

items 

Points of  

agreement 

Points of 

difference 

Correlation 

coefficient 

SB 

First  

process 
69 

 

 

68 

 

 

 

 

1 

 

0 

second 

process 
69 

98.5 

WB 

first 

process 
28 

 

28 

 

0 

0 

second 

process 
28 

1oo% 

 

The results in the above mentioned table show that  there is a strong correlation which 

enables the researcher to process the data collected. 

3.3.7 Reliability through persons 

To test the level  of consistency through persons, the findings of the analysis of the 

reading exercises of  the first five units of  SB and WB in English for Palestine grade  

8 done by the two researchers was examined by Holsti equation. 

Table (3.6) shows the level of consistency  between  the results of  the two 

researchers. 
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Table (3.6) 

Coefficient Correlation Among Researchers: Reliability through Persons 

 Analyzers 
Number 

of items 

Points of 

agreement 

Points of 

difference 

Correlation 

coefficient 

SB 

First Analyzer 69  

66 

 

3 

 

95.6 Second Analyzer 69 

WB 

First Analyzer 28 

28 0 100.00 

Second Analyzer 28 

The results in the table above show that  there is a high correlation between the two 

researchers, which enables the researcher to process the data collected. 

3.3.8 The interview 

The researcher carried out a structured interview with English language  teachers who 

teach English for Palestine – Grade 8. Specifically, she consulted many experts from 

the field to choose the suitable questions for the purpose of the interview and to  

benefit from their experience. (Appendix 3) 

3.3.8.1 The objective of the interview: 

For the sake of validating or refuting the findings the researcher obtained from the 

content analysis process, she conducted a structured interview with sixteen 8
th

 grade 

English language teachers in Khanyounis city. The main aim of the interview was to 

find out their views concerning the availability of HOTSin the reading exercises of 

English for Palestine – Grade 8.(Appendix 4)  

3.3.8.2 Description of the interview: 

The interview handled the following points :  

1- The availability of HOTS in the reading exercises from teachers' point of 

view. 

2- The mostly used skill of HOTS in the reading exercises in both SB and WB. 

3- The least used skill of HOTS in the reading exercises in both SB and WB. 

4- Whether the reading exercises enhance students' HOTS. 
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5- Any suggestions would be provided to enhance HOTS in the reading exercises 

of the target book. 

3.3.8.3  Population of the interview: 

It includes all 8
th

 grade English teachers in UNRWA schools in Khanyounis city. 

Thus, the population consisted of (31) teachers; (18) male and (13) female teachers. 

3.3.8.4 Sample of the study: 

The sample of the interview includes 16 teachers; (7) male teachers and (9) female 

teachers. It represents 50% of the population. The sample was stratified randomly. 

The interview was carried out with the teachers who taught SB and WB of English for 

Palestine – Grade 8. 

3.3.8.5 Validity of the interview: 

To ensure the validity of the interview, the researcher distributed it to (13) juries from 

the Islamic University, Gaza university , UNRWA English Supervisors and QCERD. 

All agreed on the suitability of the questions in the interview card. (Appendix 5) 

Moreover, the researcher distributed a defining sheet  to 8
th

 grade English language 

teachers. This aimed at familiarizing the English teachers of what HOTS exactly mean 

and to give them  an idea  about the items included  in the analysis card. (Appendix 6) 

3.3.8.6 Carrying  out the  interview 

The researcher interviewed the sixteen members of the sample individually  then  she 

calculated  points  of  agreement  and  differences  statistically. 

3.4 Procedures of the study: 

The researcher conducted the following procedures: 

 Building the criteria of the evaluation through reviewing the literature related 

to textbooks evaluation. 

 Consulting some specialists to verify the tools. 

 Modifying the analysis card according to the referees' comments. 

 Applying the analysis card with the help of  another researcher. 

 Getting the permission from UNRWA administrators to carry out the 

interview. (Appendix 7) 
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 Conducting the interview with 8
th

 grade teachers of English in Khanyounis 

city. 

 Analyzing the data in the form of frequencies and percentages and organizing 

it through tables. 

3.5 Summary: 

This chapter presented the methodology followed in this study. It described how the 

research was conducted, the instrumentation, and how the data were collected, 

recorded and analyzed. In addition, it presented how validity and reliability of the 

content analysis card were verified and tested for performing the study. Then the 

interview, its aim, description, population, sample, validity and reliability and the 

whole procedures of the study were discussed. 
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Chapter Four 

The Study Findings 

4.1 Introduction 

This chapter presents the findings of the study. Two statistical techniquesi.e. 

frequencies and percentages are used to show the final collected data results. Tables 

are also used to clarify and present these data. Through these forms, points of 

strengths and weaknesses are identified. 

4.2 Results of the Content Analysis Card 

1-The developed list of criteria for reading exercises: 

One of the purposes of the study is to develop a list of criteria in order to evaluate the 

reading exercises. The suggested criteria built by the researcher can be used as a guide 

to allocate the areas of strengths and weaknesses in the reading exercises. 

Additionally, it may help those who are concerned in evaluating textbooks to better 

analyze and evaluate the reading exercises by examining the extent to which these 

criteria are applied.  

2-Evaluating the reading exercises of the SB and WB: 

Having developed the suggested criteria, the researcher designed a content analysis 

card and refereed it to analyze the reading exercises to collect the needed data 

concerning the three sub skills related to HOTS. 

Question 1: 

To what extent do the reading  exercises of English for Palestine – grade 8 

include analysis skill ? 

To answer this question, the researcher analyzed  the reading  exercises of English for 

Palestine – grade 8.  

The following domain includes 13 criteria related to the reading exercises in both SB 

and WB. Table (4.1) shows frequencies, averages and relative  weight of the sub skills  

belonging to analysis skill.  
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Table (4.1) 

Frequency and percentage of the items in the analysis skill 

Items SB % WB % total % 

1- Distinguish facts from opinions. 0 0 0 0 0 0.0 

2- Categorize information in text. 5 11.1 4 44.4 9 16.7 

3- Compare items in text. 3 6.7 0 0 3 5.6 

4-Guess meaning of words in context. 4 8.9 1 11.1 5 9.3 

5-Read between lines. 0 0 0 0 0 0 

6-Recognize causes and effects. 19 42.2 3 33.3 22 40.7 

7-Explain the information introduced. 2 4.4 0 0 2 3.7 

8-Recognize clues and evidence. 7 15.6 1 11.1 8 14.8 

9-Elicit rules and principles. 0 0 0 0 0 0.0 

10-Infer the mood, attitudes, or tones of the 

author. 
2 4.4 0 0 2 3.7 

11- Distinguish main ideas from the supporting 

ones. 
0 0 0 0 0 0.0 

12- Order items according to their importance. 0 0 0 0 0 0.0 

13. To break down the text into its main 

component. 
3 6.7 0 0 3 5.6 

 45 100 9 100 54 100 

 

Successively, the above table shows that very high percentages are scored for the 

items 'recognize causes and effects' which got the highest percentage among the other 

items % 42.2 with a frequency of 19, 'recognize clues and evidence' got % 15.6, 

'categorize information in text' got % 11.1, 'guess meaning of words in context' 8.9 

and so on. With noticing that these results are attributed to the SB only,whereas the 

majority of the criteria are not available in the exercises of the WB as illustrated in the 

table.  

More emphasis will be paid to these criteria in the following chapter. 
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Question 2 

To what extent do the reading  exercises of English for Palestine – 

grade 8 include synthesis skill? 

To answer this question, the researcher analyzed  the reading  exercises of English for 

Palestine – grade 8. The following table includes frequencies, averages and relative  

weight of the sub skillsbelonging to Synthesis  skill. 

Table (4.2) 

The frequency and percentage of the items in the synthesis skill 

Items SB % WB % total % 

1.Rearrange information related to the text . 0 0 1 5.3 1 2.3 

2 Summarize texts. 0 0 1 5.3 1 2.3 

3. Write or retell the material of the text using his own 

words. 
0 0 2 10.5 2 4.7 

4. Predict events or solutions related to the text. 9 36 0 0.0 9 20.9 

5. Discuss to persuade. 4 16 0 0.0 4 9.3 

6. Hypothesis data. 0 0 0 0.0 0 0.0 

7. Generate information related to the text. 2 8 9 47.4 11 25.6 

8. Combine his own information with the information 

in the text. 
8 32 3 15.8 11 25.6 

9. Connect knowledge from different sources. 2 8 2 10.5 4 9.3 

 25 100 18 100 43 100 

Table (4.2) shows the percentage and frequency of each item of synthesis skill. It is 

obvious that, in the exercises of the SB, the item "predict events or solutions related to 

the text" got the highest frequency of 9 times and the percentage % 36. This indicates 

that the reading exercises are enriched to some extent with predicting events. After 

that, the item "combine his own information with the information in the text" comes 

to occupy a percentage of 32 with a frequency of 8. On contrary, the exercises of the 

WB are not enriched enough with synthesis activities except for the item "generate 

information related to the text" which got % 47.4 with a frequency of 8. 
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Question 3 

To what extent do the reading  exercises of English for Palestine – 

grade 8 include evaluation skill ? 

To answer this question, the researcher analyzed  the reading  exercises of English for 

Palestine – grade 8.  

The following table includes the frequencies, the averages and the relative  weight of 

the sub skills  belonging to the Evaluation skill. 

Table (4.3) 

The frequency and percentage of the items in the evaluation skill 

Items SB % WB % total % 

1- Express his/ her opinions towards situations in 

the target text. 
5 71.4 0 0 5 71.4 

2- Conclude themes of texts. 2 28.6 0 0 2 28.6 

3- Recognize subjectivity and objectivity. 0 0.0 0 0 0 0.0 

4- Make choices based on reasoned argument. 0 0.0 0 0 0 0.0 

 7 100 0 0 7 100 

Table (4.3) reveals that 2 criteria out of the four ones "express his/her opinions 

towards situations in the target text and conclude themes of the text" are available in 

the reading  only, while the exercises of the WB do not include any of these criteria at 

all. This shows that there is a sign of deficiency in this skill and the reading exercises 

really need to be enriched with more evaluative studies. 

These are  the results obtained from the content analysis card. Following is the answer 

to the sub question related to the interview. 

4.3 Results of Interviews 

What is 8
th

 grade English language teachers' evaluation of the higher order thinking 

skills in the reading exercises of English for Palestine Grade 8? 

To answer this question, the researcher carried out an interview with 8
th
 grade English 

language teachers to check their evaluation of HOTS in the reading exercises of English for 

Palestine Grade 8. Next  is the teachers' answers to the posed questions. 
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Q1: Based on your teaching experience, do you think that HOTS are 

well-treated in the reading exercises? Please elaborate. 

Their answers to the question were the following: 

12 teachers out of 16 said that HOTS are not well-treated or rather neglected, they see 

that most of the pre-reading and the post reading questions treat the comprehension 

level of thinking since the passages are meant for comprehension. Besides, the lack of 

HOTS in the reading exercises may be ascribed to the following three reasons: 

1- Most of the passages are scientific in form, hence, it is not easy for the author 

nor for the teacher to ask questions that include HOTS. 

2- The exercises after each reading text are not organized in a way to aid the 

implementation of Bloom's taxonomy. 

3- They believe that the authors have not followed a certain method of 

questioning. 

Additionally, they see that the reading exercises focus primarily on the lower skills 

such as knowledge, comprehension and application. Therefore, these exercises do not 

satisfy competent students because they need more questions that promote their 

thinking abilities. 

The remaining four teachers proved that HOTS are covered fully and the exercises are 

above students' mentalities. In addition, students cannot guess the meaning of some 

vocabularies because they are too many and they, as teachers, find difficulty in 

dealing with such exercises since they have to finish the whole textbook within a very 

limited time. Another teacher said that HOTS are there and they are also above 

students' mentalities; therefore, teachers deleted these exercises and replacedthem 

with the support material done by the UNRWA since it suits students' abilities and 

levels. 
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Q2: Based on your teaching experience, which of the HOTS are 

mostly used in the reading exercises English for Palestinegrade 8? 

Their answers to the question were the following: 

14 teachers out of 16 emphasized that the analysis skill is the mostly used and more 

presented than the other two skills because according to Bloom's taxonomy synthesis 

and evaluation are the highest skills. Accordingly, analysis skill is introduced through 

guessing the meaning of some words and recognizing the causes of some events. 

Regarding the synthesis skill, it includes the ability to write, make summaries, and 

sometimes construct a comprehensive idea of the text. As a result, this skill comes 

after analysis. 

On the contrary, two teachers have different opinions. One of them said that 

evaluation is the mostly used while the other said that synthesis then analysis skill is 

the mostly used in the exercises. 

Q3: Based on your teaching experience, Which of the HOTS are less 

concentrated on? Why? 

Their answers to the question were the following: 

15 teachers out of 16 asserted that evaluation exercises are excluded or rather 

neglected (do not exist). This is due to the fact that students' minds are still limited. 

Thus, they cannot judge things appropriately or give opinions toward situations; 

therefore, the curriculum designers may exclude such activities because they know 

that the evaluation skill is the highest one in Bloom's taxonomy and students can just 

answer the simple and direct questions. Furthermore, students do not have the ability 

to express opinions or judge things because their exposure to the language is poor. 

They do not practice it except in classrooms and in fact the curriculum, especially 

Grade 8, is so long and more complex than other textbooks in the prep stage. 

On the other hand, just one teacher said that analysis skill is less concentrated on 

without giving any explanation. 
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Q4: Based on your teaching experience, Do you think that the 

reading exercises improve students' HOTS? Why? 

Their answers to the question were the following: 

Ten teachers said that the reading exercises do not improve students' HOTS since the 

majority of the questions focus primarily on comprehension level, so they resort to the 

support material which contains some exercises that enhance HOTS to some 

extentdone by the UNRWA. Others said that the exercises do not improve students' 

HOTS due to the lack of the three skills (analysis, synthesis, and evaluation). In 

addition, some of those teachers said that they, as teachers, add additional exercises 

for toppers to satisfy their desire in learning. 

On the contrary, six teachers have proved that the reading exercises promote students' 

HOTS, not so much, but from time to time;specifically, in the analysis skill which is 

the most used and focused on. It improves students' ability in reading critically and 

guessing the meaning through context. Still they need more focus on the other two 

skills. Others stated that reading exercises improve students' HOTS a little bit but not 

so much because the main focus is how to make students succeed not to think deeply 

of the introduced information. Besides, these exercises are meant for the high 

achievers in order to benefit from it. Regarding low achievers, they can just learn the 

lower skills represented in comprehension and application. 

Q5: What suggestions would you provide to enhance HOTS in the 

reading exercises in the target textbook? 

Their answers to the question were the following: 

Eight teachers said that it would be better if these textbooks are provided by more 

questions that include HOTS which suit students' level and environment. In addition, 

providing students with a suitable and variant passages; e.g., stories, social problems, 

daily situations, and some useful scientific passages. Moreover, following a certain 

technique of asking the questions such as Bloom's taxonomy taking into account the 

gradation from simple to complex questions and keeping in mind students' needs. 

Thus, HOTS should be varied and short; i.e., each question should contain one 

specific idea. Specifically, HOTS should be covered and suit students' attitudes, 

interests, desires, and levels. 
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Two teachers suggested conducting remedial and enrichment material that cover these 

three skills. 

Three teachers suggested that English teachers should have more training courses on 

how to deal with these skills and how to improve students' abilities to apply HOTS in 

their life. 

Other two teachers suggested that more time should be given to students to be able to 

practice these skills. 

One teacher said that it is better to change this textbook totally and replace it by 

another one which suits students' abilities. 

The above answers were obtained from various teachers who teach 8
th

 grade in 

Khanyounis city only. Besides, these answers were the teachers' views concerning the 

reading exercises in the target book. 

4.4 Summary: 

This chapter answered the questions of the study by presenting the findings of theused 

instruments (the content analysis card and the structured interview). Concerning these 

findings, it can be said that the reading exercises in English for Palestine Grade 8 

need to be enriched with HOTS especially the evaluation skill which has the least 

share in the reading activities if compared with the other two skills (analysis and 

evaluation). This does not mean that these two skills are treated properly throughout 

the SB and WB, but it directs the attention of emphasizing this skill (evaluation) due 

to its eminent deficiency. Based on these findings, a detailed discussion will be 

provided in the next chapter. 
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Chapter Five 

Discussions, Conclusion, and Recommendations 

5.1 Introduction: 

This chapter intends to introduce the findings of the study, interpret, discuss and 

match them to the findings of the previous studies. In addition, implication and 

recommendations depending on the study findings will be presented at the end of this  

section. 

5.2 Discussion of the results of the content analysis card 

Next is the answers and discussions of the sub questions of the study: 

- Answer and discussion  of the first sub question: 

To what extent do the reading exercises in English for Palestine grade 8 include 

analysis skill? 

The results of checking the availability of the analysis skill in the reading exercises  in 

English for Palestine grade 8(SB) came as the following: 

 Only eight items out of the thirteen of the analysis sub skills are available while the 

other five sub skills are absolutely neglected to the extent of zero percentage.  

The following is the discussion  of the available items  in the SB 

"Categorize information in a text" 

This skill requires students to group the information each according to its origin or 

class. It got % 11.1 with a frequency of 5 times in relation to the total number of all 

the analysis items which are 45. 
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Example: Unit 4 – Lesson 3 and 4 – Ex:3 – P.27 

 

Description of the activity: students are going to classify each word according to the 

category it belongs to namely (proteins – fats – carbohydrates). 

2-Compare items in a text. 

In this type of exercises, students are asked to compare between two things mentioned 

in the text. It got % 6.7 with a frequency of 3 times in relation to the total number of 

all the analysis items which is 45. 

Example: Unit 7 – Lesson 3 an 4 – Ex:5 – P.45 

 

Description of the activity: students have to read the text in order to compare 

between Scott and Amundsen to find out the similarities between them; in addition, 

they have to find out the differences between the weather in Palestine and the weather 

in the Antarctic. 

3-Guessing  meaning of words in context 

This sub skill requires students to guess what the words mean in the target text. It got 

% 8.9 in relation to the total number of the analysis items which is 45 with a 

frequency of 4 times . 
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Example: Unit 15 – Lesson 3 and 4 – Ex:5 – P.91 

 

Description of the activity: students should read the exercise carefully then  try to 

find the matching meaning of the target  words and phrases in context. This received 

% 8.9  out  of the total number  of the reading exercises  in the target book. This result 

agrees with the result  found by Lan and Chern (2010)  when compared SAET and 

DERT reading books and  found  that there is more  items of  inferring in DERT 

reading book.  

4-Recognizing causes and effects 

This means that students are required to explore causes behind occurrence of certain 

matters mentioned in the text. It got % 42.2 with a frequency of 19. This indicates that 

this item has the highest rate of frequency if compared with the other items which 

indicate analysis  skill. The findings concerning this item match the results of the 

interview with eighth grade English language teachers which was conducted in this 

study,in that, teachers assured that causes and effects questions have the highest 

frequency in English for Palestine grade 8. 

Example: Unit 10 – Lesson 3 and 4 – Ex:4 – P.61 

 

Description of the activity: students should read the text then find the causes of 

Deema and Maria's beliefs about their uniforms, why Bill needs different  clothes and 

why Abdul- Salam is wearing that  type of clothes. 
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5-Explain the information introduced. 

Explaining the information introduced is an important sub skill that requires students 

to activate their minds  and  to interact  with the received information to explain it  not 

to be recipients only. It received % 4.4 with a frequency of 2 times. The following is 

an example of an exercise that asks students to explain the information in the text. 

Unit 5 – lesson 3 and 4 – Ex:1 – P. 32  

 

 

Description of the exercise : students have  to examine the picture to  introduce 

explanation of the available information to someone  who does not know it. 

6- Recognize clues and evidence 

Referring to this item, students are to examine certain points in the text in order to 

find  clues that may lead to more understanding of the text. It got % 15.6 with a 

frequency of 7 times. It could be said this item comes after the item "recognize causes 



 86 

and effects" which has the highest number of frequency in the analysis items in 

comparison with the other remaining items. 

example: Unit 6 – Lesson 3and 4 – Ex:2a – P.38 

 

Description of the activity: students have to examine the title to find the relation 

between it and the picture and to guess where might the text be from and who might it 

be for using the clues in the pictures. 
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7-Infering the mood, attitudes, or tones of the author 

regarding the item 'infer the mood, attitudes, or tones of the author' it got the 

percentage of % 4.4 with a frequency of 2 times. This means that the number of the 

questions that urge students to think about what the writers want to convey or their 

attitudes are very rare. Thus, the SB needs more varied questions that prompt students 

to elicit or infer the author's beliefs and attitudes.  

Example: Unit 17 – Lesson 3 and 4 – Ex:3 – P.102 

 

Description of the activity: students are supposed to read the title of the text 

carefully in order to infer the writer's answer to the question "Will the oceans live or 

die?". This question matches the criteria  of inferring the mood, attitudes, or tones of 

the author. 
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8- Break down the text into its main component. 

This sub skill requires students to analyze the text into its components to highlight 

specific  ideas. It got % 6.7 with a frequency of 3 times. This item is exemplified in 

only three units throughout the SB which are (Unit 7 – Lesson 3 and 4 – Ex:4 – P.45, 

Unit 11 – Lesson 3 and 4 – Ex:4 – P.67, and Unit 14 – Lesson 3 and 4 – Ex:3 – P.85). 

The following is an example that requires students to break down the text into its main 

components: 

Example: Unit 11 – Lesson 3 & 4 – Ex:4 – P.67 

 

Description of the activity: students are supposed to read the text thoroughly, find 

out the main pieces of  information  that  compose the whole body  of the text and list 

them  in the box as  separate items. 

Findings of the work book: 

After analyzing the reading exercises of the WB and checking the availability of 

HOTS in these exercises, it was found: 

Regarding the analysis skill: Only four items related to this skill are mentioned with 

complete ignorance of the other items. For more clarification, the item "categorize 

information in texts" got the percentage % 44.4  with a frequency of 4 times in 

relation to the total number of the analysis skill exercises. 
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Example: Unit 5 – Lesson 3 and 4 – Ex: 4 – P. 29 

 

Description of the activity: students should refer back to exercise number 3 and then 

complete the net work each with its suitable words. It is a matter of categorizing items 

under  their collection. 

Guess meaning of words in context 

This sub skill refers to the reader's ability  to find clues in the text that  help  guessing 

meaning of words through context, it got % 11.1 with a frequency of 1 time. This 

implies that there is a lack of this item throughout the reading exercise in the WB. The 

only example of this item is mentioned below: 

Unit 12 – Lesson 3 and 4 – Ex: 2 – P. 68 

 

Description of the activity: students should read the different meanings of the same 

word then read the sentences followed. At this time, they have to guess the 

contextualized meaning of words according to context. 
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Recognize causes and effects 

With regards to this item, it received the percentage % 33.3  with a frequency of a 3. 

This shows that there is a lack of this item in the exercises of the WB if compared 

with that of SB which is enriched with these questions more than others. 

Example: Unit 18–Ex: 3 a and c – P. 103 

 

Description of the activity: students should read the passage, then give causes of the 

required question by referring back to the target text. 

Recognize clues and evidence 

Concerning the item 'recognize clues and evidence', it got % 11.1  with a frequency of 

1 time which shows that the WB must include more and more questions that embody 

this item. The following is an example which embodies this item. 
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Unit 6 – Lesson 3 and 4 – Ex: 1 – P. 34 

 

 

 

Description of the activity: In this exercise, students should read the diary then 

decide who wrote it through certain clues found in the diary itself. 
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Commentary: 

Concerning the exercises of the SB: It is worth noting that the other items of the 

analysis skill which are: "distinguishing facts from opinions, eliciting rules and 

principles, distinguishing main ideas from the supporting ones, reading between lines, 

and ordering items according to their importance" are NOT included at all. This result 

goes with that of Ali's study who affirmed that there is no employment of exercises 

that require students to infer the author's attitudes, distinguish facts from opinions, 

recognize pronoun reference, find meanings of new words in context, and relate texts 

to their personal experiences. Thus, the lack of these items is a sign of weakness in the 

reading exercises referring to analysis  which is a higher order thinking skill. It is 

clear that five analysis sub skills out of the thirteen are not included throughout  the 

reading exercises of the SB. It means that % 38.4 of the items  which are supposed  to 

be included as representatives  of analysis skill  is missing. This is considered as a 

high rate of deficiency in the reading comprehension exercises in SB. Thus, more 

enriching exercises are needed to fill this gap in the reading exercises concerning 

analysis skill. In spite of this deficiency, the reading exercises in English  for 

PalestineGrade 8 are, to some extent, good but an effort from the curricula designers 

should be exerted to provide exercises that cover  the missing part  of the reading 

exercises  related to the analysis skill. This result also matches  the result  of 

Rahman's study (2004) who concluded that the material and the reading exercises  are 

not bad but more emphasis should be given to the  higher order thinking skills. 

The findings of the WB revealed that: 9 items out of the 13 were absolutely 

neglected, they are: distinguish facts from opinions, compare items in text, read 

between lines, explain the information introduced, elicit rules and principles, infer the 

mood, attitudes, or tones of the author, distinguish main ideas from the supporting 

ones, order items according to their importance, and break down the text into its main 

components. This supports the idea that the reading exercises of the WB need more 

enriching exercises that would cover the items of the analysis skill (especially the 

missing ones) to give students the chance to practice HOTS more properly. 
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Answer and discussion of the second sub question: 

To what extent do the reading exercises in English for Palestine 

grade 8 include synthesis skill? 

The following are the findings: 

Nine items are included under this higher order skill, out of them, only five items are 

utilized while the other four are totally neglected. Here is the demonstration of the 

items that exist in the reading comprehension exercises of SB: 

1- Predict events or solutions related to the text 

In regard to requiring students to make predictions about the reading texts,it got the 

highest percentage of 36 with a frequency of 9 times in relation to the total number of 

the synthesis items which is 19. This means that this item occupies a vast space 

amongst the other items. In the researcher's opinion, it is an important item as it 

engages students in active thinking  that enables them  to imagine what will happen in 

the text and to  generate ideas and solutions; in other words, to be close to  the actions 

of the text. 

The following is an example of predicting events or solutions: 

Unit 6 – Lesson 1 and 2 – Ex:5 b, d, and e – P.37 

 

Description of the activity: students have to read the text so that they could answer 

question b, they have to predict the missing part of the conversation between Sami 

and the policeman. 

Sami: …………………………………………………. (missing information) 

Officer: When did you lose it? 
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In question (d), students are required to suggest a solution for Sami in order not to 

lose his things again and finally, in answering question (e), What must Sami do 

differently after leaving the police station? Students are expected  to predict actions 

that Sami may do after he leaves the police station. 

2- Discuss to persuade 

This item requires students to discuss issues related to the text when there is an 

argument. It had the percentage % 16 with a frequency of 4 times which implies that 

there is a place to practice such an  item in the reading comprehension exercises. This 

sub skill occurred  in the following example: 

Unit 13 – Lesson 3 and 4 – Ex:1 a, b – P.78 

 

Description of the activity: students are required to give or at least discuss with their 

teacher why their families have such names and how it is related to their ancestors. 

They also are going to say why their parents chose their given names and the reasons 

behind this. 

3- Generate information related to the text 

It is like the brainstorming process where students have to produce ideas that are 

directly linked to the text. It got % 8 with a frequency of 2 times. This item is 

exemplified in only two units throughout the reading exercises of the SB which are 

(unit 13 – lesson 3 and 4 – ex: 6 – p.79 and in unit 16 – lesson 3 and 4 – ex:3 – p.97) 

consider the following example: 

 

 

 

 



 95 

Unit 16 – lesson 3 & 4 – ex:3 – p.97 

 

Description of the activity: students are required to produce more questions that are 

related to the information introduced in front of them following the same model given 

to them in the exercise itself.  

4 -  Combine his own information with the information in the text 

It is good to make relation between what is newly learnt to students' previous 

knowledge. This item requires students to connect between their pre – requisite and 

the information in the text. It got % 32 with a frequency of 8 time, which implies that 

it is used frequently throughout the reading comprehension exercises. 

Example: Unit 1 – Lesson 3 and 4 – Ex:5 – P.9 
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Description of the activity: In question (5), students should say what is good and 

what is bad about both: the television and the mobile phone by combining their own 

information with the advantages and disadvantages of them. Then they should  use the 

information found in the exercise and add their own ideas to make new sentences. 

They may also resort to the ideas in exercise 4 and adding their ideas to it to make a 

new idea. 

5- Connect knowledge from different sources  

This requires students to make a whole idea from many or different sources. It got % 

8 with a frequency of 2 times. The following is an example from the SB. 

Unit 1 lesson 3 and 4 Ex:1 P.8 

 

Description of the activity: 

Students have to connect knowledge got from the pictures of the T.V screen on page 8 

and from the map on the inside cover of the book and recall information from their 

schemata to carry out the activity. 

As  it is previously mentioned, this item has the frequency of 2  which means that this 

item is not available throughout the reading exercises of the SB. 

Once again this result matches that of Ali (2010) who said that there is no 

employment of exercises that urge students to relate the information in the text to their 

own experiences or their own knowledge. 

Findings of the WB: 

To some extent, the exercises of the WB are more enriched with the synthesis skill if 

compared with the analysis one. Specifically, 6 sub skills out of 9 ones are included in 

the WB. Below is a detailed discussion of these items: 
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1- Rearrange information related to the text 

In regard to this sub skill, it received % 5.3  with a frequency of once. It is 

exemplified in only one unit throughout the reading exercises of WB. 

Unit 1 – Lesson 3 & 4 – Ex: 1 – P. 56 

 

Description of the activity: students should rearrange  the adjectives according to the 

right order in the suitable place. 

2- Summarize text 

Referring to the item "summarize text", students are to read the text then summarize 

the most important events in it. It got the percentage 5.3  with a frequency of 1. The 

only example of this item is introduced through the following: 
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Unit 12 – Lesson 3 and 4 – Ex: 1 – P. 68 

 

Description of the activity: students are required to go back to their SB in order to 

make a summary of the important events that took place in the target text. 

Specifically, students have definite statements in the exercise and they have to 

complete them by referring to their SB, then write the complete summary. 

3- Generate information related to the text 

Regarding this skill, students have to produce more information related to the text, it 

got % 47.4 with a frequency of 9. This indicates that this sub skill occupies the 

biggest share among other sub skills of the synthesis skill. 
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Example: Unit 11 – Lesson 1 and 2 – Ex: 5 – P. 61 

 

 

Description of the activity: students, in this exercise, have to read the shopping list 

of Mariam, then produce and write more questions and answers as illustrated in the 

question itself. 

4- Combine his own information with the information in the text" 

concerning this item, it got % 15.8 with a frequency of 3. This implies that these 

questions which require students to combine their information with that of the text are 

found only three times throughout the reading exercises of the WB. The researcher 

sees that more questions regarding this particular sub skill should be added as it 

creates an atmosphere that is full of challenge and encouragement among students. 
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Example: Unit 17 – Lesson 3 and 4 – Ex: 3 – P. 99 

 

Description of the activity: students are to write two paragraphs about themselves 

"what they like and do not like"; most importantly, they will relate their own 

information with the information provided in the WB. 

5- Connect knowledge from different sources 

This sub skill requires students to gather information from different sources to present 

a new whole. It got % 10.5 with a frequency of 2. It is exemplified in only two units 

throughout the WB which are (unit 9, part 1, ex:1, p. 50 and unit 13, lesson 1 and 2, 

ex:2, p. 72). The following is an example from: 

Unit 13 – Lesson 1 & 2 – Ex: 2a – P. 72 
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Description of the activity: students should read personal details given at the top of 

the page, then they have to form the details from the bubble to present the information 

as a whole. 

Commentary on this skill with regard to the SB: 

out of the nine criteria developed to evaluate the reading exercises of the SB, only 5 

are mentioned throughout the units of the SB whereas the other 4 criteria which are: 

rearrange information related to the text, summarize texts, write or retell the material 

of the text using his own words, and hypothesis data were not mentioned at all. As 

synthesis is one of the higher order thinking skills, most of the studies reviewed 

earlier in this study such as that of Rivas (1999), revealed that the course books she 

evaluated  did not seem to provide enough opportunities for the development of 

higher-level skills. In addition, they were deficient in various ways; especially, HOTS. 

The exercises of the WB, on the other hand, do not include three items. These are 

predicting events or solutions related to the text, discuss to persuade, and hypothesize 

data. Although the exercises of the WB include some sub skills of the synthesis skill, 

they are not enough and  they are not well distributed throughout the units of the WB. 

Besides, more questions should be provided to fill the gap of this skill. 

Answer and discussion of the third sub question: 

To what extent do the reading exercises in English for Palestine 

grade 8 include evaluation skill? 

The  following are the findings: 

Only two items out of the four that belong to the evaluation skill  are utilized 

throughout the whole reading comprehension exercises of the SB. Here are examples  

of the  exercises available in the student's book: 

1-Express his / her opinions towards situations in the target text 

This item requires students to judge things according to their points of view. It got the 

highest percentage which is % 71.4  with a frequency of 5 times in relation to the total 

number of the evaluation skill exercises which are  seven items.  
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Example: Unit 8 – Lesson 3 and 4 – Ex: 5– P. 51 

 

Description of the activity: students are supposed to read what is written in each 

letter and express their  opinions towards  the ideas included. 

2- Conclude themes of texts 

Students are required to read the text  and  to get the main idea  about which the text 

revolves.  It got % 28.6 with frequency of 2 times in relation to the total number of the 

evaluation items.  

This sub skill is available  only in  two units throughout the SB which are (unit 3, 

lesson 3 and 4, ex:2, p.20 and unit 12,lesson 3 and 4, ex:2,p.72) 

This item is exemplified through the following: 
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Example: Unit 3– Lesson 3 and 4 – Ex:2 – P. 20) 

 

Description of the activity: students should read the text carefully, then choosethe 

best title for it according to their understanding. Thus, they conclude the theme of the 

text through examining  it carefully. 

Commentary: 

Regarding the exercises of the SB: It is noticeable, from the above mentioned 

findings, that only two items out of the four ones related to the evaluation skill are 

covered. This result indicates a poor coverage of the evaluation skill in the reading 

exercises.  This  goes with Injeong  et al (2009) who stated that text book's questions  

focus on low  level  concepts more frequently than higher level. It also goes with the 

findings of the interviews with the 8
th

 grade English language teachers who assured 

(the majority of them) the idea that the evaluation skill is the least concentrated on 

throughout the reading exercises of  both the SB and WB. 
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Consequently,  more evaluative questions should be provided so that students would 

have the opportunity to express their opinions, feelings, and attitudes which pave the 

way to them to be creative and innovative thinkers.  

Furthermore, in the WB, none of the exercises have treated this skill. This reveals that 

the exercises need more varied questions that enable students to express their 

opinions, feelings, and attitudes toward different situations in addition to enabling 

them  to judge, investigate texts to explore  fairness or bias. It is  the top skill  of 

Bloom's Taxonomy. 

Commentary on the results 

The researcher  can conclude that HOTS, by and large, are not well covered, and this 

is  not different from the majority of the  results of the previous studies. To illustrate, 

there is a significant agreement among  those studies that HOTS are not covered,  not 

well treated , or well distributed. To exemplify;  Rivas (1999), Alul(2000), Charles 

(1980), Ali (2010) and others agree on the deficiency in exercises that  develop higher 

order thinking skills in textbooks. 

5.3 Discussion of the results of interviews 

Answer  and discussion of the fourth sub question: 

What is 8
th

 grade  English language teachers' evaluation of  the 

higher order  thinking  skills in the reading exercises  of English for 

Palestine grade 8? 

Answer and  discussion of  the first question  of the interview:  

Based on your teaching experience, Do you think that HOTS are well-treated in 

the reading exercises? Please elaborate. 

12 teachers out of 16 said that HOTS are not well-treated or rather neglected.They see 

that most of the pre-reading and the post reading questions treat the comprehension 

level of thinking  or knowledge, comprehension and application (LOTS). The  

teachers  ascribed the lack of HOTS in the reading exercises to the following three 

reasons:  

 The  passages are designed for comprehension. 
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 They think that most of the passages are scientific in form; hence, it is not easy 

for the author nor for the teacher to ask questions that include HOTS. 

 The exercises after each reading text are not organized in a way that  aid  the 

implementation of Bloom's taxonomy. 

 They believe that the authors have not graded the  questions from low to high 

level. 

Additionally, they posed  the idea  that reading exercises do not satisfy competent 

students who need challenging  questions to promote their thinking abilities  because 

they  primarily focus on the lower skills such as knowledge, comprehension, and 

application. 

On the other hand, four of the teachers declared that HOTS are fully covered and the 

exercises are above students' mental abilities. That is, students cannot guess the 

meaning of some vocabularies.   

The result of  the  first  question assures  that % 75  of the target sample  believe that 

HOTS are not available. On the other hand, % 25 think that HOTS  are available  but 

they are higher than the students mental  abilities.  This means that the question  

whether  the HOTS are well-treated in the reading exercises  is answered 

negatively. That is, the HOTS  are not well treated  in the reading exercises of English 

for  Palestine 8.  

This  result agrees with the results of analyzing the reading exercises of grade 8 

English for Palestine textbook in the  present study and Ali' study (2010) which 

analyzed the reading  exercises of English for Palestine 9 and announced that HOTS 

were not well treated. She claimed: 

there was no employment of exercises that require students to infer 

the author's attitude, distinguish between fact and opinion, recognize 

pronoun references, find meanings of new vocabulary in contexts, 

relate the text to their personal experience and to work out answers 

in pairs and groups. These skills are neglected in both the SB & WB. 

Also it  agrees with Hashemi's (2011) results who indicated that the text 

books are  not  acceptable from the teachers points of view. 
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Answer and  discussion of  the second question  of the interview: 

Based on your teaching experience, which of the HOTS are mostly used in the 

reading exercises? 

14 teachers out of 16 (% 87.5) emphasized that the analysis skill is the most used and 

more presented than the other two skills. The analysis skill is introduced through 

guessing the meaning of some words and recognizing the causes of some events. 

Regarding the synthesis skill, it tests the ability to write, make summaries, and 

sometimes construct a comprehensive idea of the text. This skill comes after the 

analysis skill. 

On the contrary, two teachers i.e. % 12.5 have different opinions. One of them said 

that evaluation is the most used while the other said that synthesis and analysis skills 

are the mostly used  successively in the exercises.  

The  result of this question agrees  with  the result of analyzing reading exercises of 

English for Palestine grade 8 text book in the  present study. That is, both  found that  

analysis skill took  the  lion's share  among  the other HOTS. 

Answer and  discussion of  the third question  of the interview: 

Based on your teaching experience, which of the HOTS are less concentrated on? 

Why? 

15 teachers out of 16;that is % 93.75 asserted that evaluation exercises are excluded or 

rather neglected (do not exist). According to their opinions, this is due to the fact that 

students' minds are still limited. Thus, they cannot judge things appropriately or give 

opinions toward situations; therefore, the curriculum designers may exclude such 

activities because they know that the evaluation skill is the highest one in Bloom's 

taxonomy and students can just answer the simple and direct questions. Further, 

students do not have the ability to express opinions or judge things because their 

exposure to the language is poor. They do not practice it except in classrooms and in 

fact the curriculum, especially Grade 8, is so long and more complex than other 

textbooks in the prep stage. On the other hand, just one teacher (% 6.25) said that the 

analysis skill is less concentrated on without giving any explanation.  
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This result agrees  with the results of previous studies such as Charles (1980) which 

concluded  that 145 reading  questions fell into the knowledge category of Bloom's 

Taxonomy, 400 into the comprehension category, 2 into the application category, and 

none of categories of analysis, synthesis, or evaluation were available.  However, the 

researcher does not agree with the reasons of the  lack of  the other levels of HOTS; 

synthesis and evaluation, members of the target sample suggested. She believes that 

HOTS  should be practiced as early as possible even in kindergartens. It is a matter of 

evaluation skill  when a teacher in a kindergarten tells a fairy tale  and asks students 

which character they  love or hate more and why. Moreover, grade 8 students  are 14 

to 15 years old. Consequently, they are responsible in front of Allah  to pray, to fast, 

to read Qur'an and think in its verses to learn lessons  and to recognize Allah's 

wisdom. So, it could not be said  that they are with limited minds to the  extent  that  

they cannot  practice HOTS .They can do but  the type of HOTS questions  should 

mach their level of thinking and their level of knowledge.  

Answer and  discussion of  the fourth question  of the interview 

Based on your teaching experience, do you think that the reading exercises 

improve students' HOTS? Why? 

Ten of the teachers (% 62.5) said that the reading exercises do not improve students' 

HOTS since the majority of the questions focus primarily on the comprehension level, 

and neglect the three skills (analysis, synthesis, and evaluation). In addition, some of 

those teachers said that they, as teachers, add additional exercises for toppers to 

satisfy their desire in learning or resort to the enrichment material prepared by 

UNRWA. 

On the other hand, six teachers % 37.5 claimed that few of the reading exercises 

which promote students' HOTS are available; specifically, the analysis skill which is 

mostly used and focused.  They think that the analysis exercises improve students' 

ability in reading critically, guessing meaning through context. However, they stated 

that  still there is an urgent need  to focus more on the other two skills; synthesis and 

evaluation. Some of those   who think that the reading exercises  in the target book  

lead to very little improvement  in students' HOTS attribute this deficiency  to the 

notion that the main focus of the reading exercises is exam oriented.  That is, the 

purpose of the exercises is to enable  students to pass exams not to think deeply of the 
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information introduced. Besides, the reading exercises are meant for low achievers 

who can just practice the lower skills represented in recalling, comprehension and 

application, not for high achievers. This result agrees with that of Injeong. et al (2009) 

who indicated that textbook questions focus on low – level spatial concepts more 

frequently than high – level spatial concepts; few questions require students to create 

various kinds of spatial representations; and textbook questions only rarely encourage 

higher – order cognitive skills. Generally, the study provided insights on the design 

and use of textbook questions to foster learning to think spatially. 

Answer and  discussion of  the fifth question  of the interview 

What suggestions would you provide to enhance HOTS in the reading exercises 

in the target textbook? 

Eight teachers i.e. % 50 said that it would be better if this textbook would be provided 

by more questions that include HOTS to suit students' level and environment. In 

addition, to provide students with a suitable and variant passages; e. g., stories, social 

problems, daily situations, and some useful scientific passages. Moreover, following a 

certain technique of asking the questions such as Bloom's taxonomy taking into 

account the gradation from simple to complex questions and  to keep in mind students' 

needs. Thus, HOTS should be varied and short; i.e., each question should contain one 

specific idea. Specifically, HOTS should be covered and suit students' attitudes, 

interests, desires, and levels. 

Two of the teachers i.e. % 12.5 suggested providing remedial and enrichment material 

that covers these three skills. 

Three of the teachers i.e. % 18.75 suggested that English teachers should have more 

training courses in how to deal with these skills and how to improve students' abilities 

to apply HOTS in their life. 

Two of the teachers;that is % 12.5 suggested that more time should be given to be 

able to practice these skills. 

One teacher (% 6.25) said that it will be better if this textbook would be changed 

totally and replaced by another which suits students' abilities. 



 119 

This agrees with Ming's study (2011) whichconfirmed that the assignments of pair 

work/ group work and the discussion tasks, which ranked high as 

comprehension/application of Bloom's taxonomy, occupy very little in the units; 

therefore, teachers have to enhance the level introducing creative/ analysis- based 

assignments. Further, he recommended that teachers should provide enrichment 

material to support HOTS activities. 

 Answer of the fifth sub question: 

What is a suggested framework that can be introduced for effective  

development of higher order thinking in English for Palestine grade 8  

textbook? 

In an attempt to answer this question, the researcher has suggested  the following  

framework which consists  of four  steps to be followed  by teachers when teaching 

HOTS. Examples of HOTS  exercises  are also provided. 

Objectives of the framework 

This framework puts forward  a vision of  a four – step procedure that  mayprovide  

teachers with the  practical form to be followed while training their  students  to 

practice HOTS. Moreover, it  provides  more reading exercises  related to higher order 

thinking skills  as an enrichment material to units (3,6,7,10,14) from the target book. 
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Step one: 

Determine the learning objectives 

A teacher should determine the learning objectives of the whole reading 

comprehension course and the objectives of each specific class as well. Objectives act 

as the base which defines the behaviors students should exhibit in class. Concerning 

the objectives of practicing higher order thinking skills, they should be constructed in 

the form of analysis, synthesis, and  evaluation.  To illustrate, analysis  exercises 

should  include  questions such as classifying, comparing, and guessing meaning.  

With regards to the synthesis skill, students are to synthesize, combine, reconstruct the 

text in a different form, rearrange, generate questions, hypothesize, and conclude the 

author's message. 

 At the level of evaluation, students are to judge, explore bias, describe characters, 

define the moral lesson. 

The following are forms of higher order objectives on the level of analysis: 

 Students should classify (certain items) in the text. 

 Students should compare ………………… with ………………… (items 

found in the text). 

 Students should find causes of …………………… (items found in the text). 

 Students should find results of ………………….. (items found in the text). 

 Students should guess meaning of words in context. 

 Students should take notes. 

 

On the level of synthesis: 

 Students should summarize the text. 

 Students should retell or rewrite the text using their own words. 

 Students should generate questions related to the text. 

 Students should suggest alternative solutions or ends. 

 Students should combine their information with that of the text. 
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On the level of evaluation: 

 Students should explore bias in the text, criticize, recommend, and evaluate. 

 Students should elicit the theme of the text. 

The above mentioned objectives should be introduced to students in form of action 

verbs or behavioral verbs. Consider the following examples: 

 Compare wedding party in 'Palestine' to wedding party in 'Scotland'.  

 Paraphrase the text in your own words. 

 Express your opinion towards the following situation…. 

It is worth noting that well designed objectives lead to achieving the desired 

behavioral response. 

Step two: 

Students should be familiarized with the meaning of the behavioral verbs; for 

example, when students are expected to answer or respond to the following questions:  

 Compare between the advantages and disadvantages of both mobile and 

telephone (Unit 1), they should be trained how to do systematic comparisons, 

and how to assign similarities and differences between them. 

 When students are asked to guess the meaning of words in context, they 

should be trained to find clues in the text which help them to elicit the 

meaning.  
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 An example of that is the following: 

 

 The word "instrument" in Unit 2, P. 12 . To explore the meaning  of this word, 

students  should find clues  that  may lead to the meaning. They should look at the 

sentence before, the sentence after, and relate all to the whole text. At the same time 

the teacher guides students through the following questions about the sentence before: 
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Which music are they listening to? (tablah) 

After this, the teacher asks students to investigate the sentences after; for instance, he 

says: Look at the words al'oud and guitar. What are these? 

Students may give different meanings, the teacher then picks the most appropriate one 

and writes on the board: tablah, 'oud, and guitar are musical instruments. 

At this time, students get the meaning through exploring the relation among those 

items (tablah, 'oud, and guitar). All of the words are related to music. So they are 

musical  instruments( these activities  belong to the analysis skill). 

Step  3 

Reflecting: students are asked to describe the thinking steps they go through to get the 

meaning of  the target word  or any thinking process they lead. Real practice and 

reflecting are necessary to build the students' ability to think critically. Accordingly, 

the whole process is a matter of interaction between the teacher and the students in 

one hand and students and the text in the other.  

The role of the teacher as a guide is strong and clear in this early stage of practicing 

higher order thinking skills. Nevertheless, it faints gradually when students are used to 

doing it on their own. 

Step four  

Feedback: continuous feedback should be introduced by the teacher to the students 

after every activity on the cognitive level along with the psychological level. This is to 

assess the information they have got to motivate them making more efforts. In 

addition, feedback is based on a teacher's assessment of students' performance which 

enables him to know the level of achieving objectives.  

It is necessary to mention that teaching  reading  comprehension should pass in three 

phases  pre reading activities which  focus on  activating students' schemata to interact 

with the text, examining the title and the accompanied pictures to predict events 

related to the text in addition to the other two phases which are while and post reading 

in which each has its specific steps.  
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Practical  example of HOTS activities: 

In an effort to illustrate the application of this framework on English for Palestine 

Grade – 8, the researcher chose some units (3,6,7,10,14) and has suggested the 

following activities to develop HOTS. Before this, an example about the story "the 

tortoise and the hare" is provided as a model for teachers to follow when applying 

the suggested activities from the target book. 

Procedures: 

Procedural activities should be carried out in question-answer form. Questions can be 

used to support the gradual thinking process which passes from lower to higher level. 

For example, a teacher can go gradually from asking about direct facts in the story 

moving to analyzing, synthesizing, and evaluating. It is worth noting that each 

question should have a specific and clear objective and should lead to another one. 

The Tortoise and the Hare 

 

Once upon a time there was a hare who used to boast how he could run faster than 

anyone else. One day when he was teasing a tortoise for its slowness, the tortoise 

answered back: “Who do you think you are? There’s no denying you’re swift, but 

even you can be beaten!” The hare squealed with laughter.  

 The  hare  replied, “Beaten in a race? By who? Not you, surely! I bet there’s nobody 

in the world that can win against me, I’m so speedy. Now, why don’t you try?” 
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The tortoise accepted the challenge. A course was planned, and the next day at dawn 

they stood at the starting line. The hare yawned sleepily as the meek tortoise trudged 

slowly off. When the hare saw how painfully slow his rival was, he decided  to have a 

quick nap. “Take your time!” he said. “I’ll sleep  for sometime then  I will win  the 

race in a minute. 

The hare woke up and gazed round, looking for the tortoise. But the creature was only 

a short distance away, having barely covered a third of the course. Breathing a sigh of 

relief, the hare decided he might as well have breakfast too, and off he went to munch 

some cabbages he had noticed in a nearby field. But the heavy meal and the hot sun 

makes him tired and sleepy. With a careless glance at the tortoise, he fell fast asleep  

again and was soon snoring happily. The sun started to sink, below the horizon, and 

the tortoise, who had been plodding towards the winning post since morning, was 

scarcely a yard from the finish. At that very point, the hare woke with a jolt. He could 

see the tortoise a speck in the distance and away he dashed. He leapt and bounded at a 

great rate, his tongue lolling, and gasping for breath. Just a little more and he’d be first 

at the finish. But the hare’s last leap was just too late, for the tortoise had beaten him 

to the winning post. Poor hare! Tired and in disgrace, he slumped down beside the 

tortoise who was silently smiling at him.“Slowly does it every time!” he said. 
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Timing Question Objective 

Pre-reading What is the story about?  

Which of the two animals can run faster? 

To elicit the main 

idea.(Synthesis) 

 Utilizing schemata to 

interact with the text. 

While 

reading 

Who are the main characters? 

 

To recognize facts in the 

text. 

 Why did  the hare teas the tortoise?  Define a cause( analysis) 

 What did  they agree about? To recognize facts in the 

text. 

 Who do you think will win the race? Why? To predict events 

(synthesis). 

 How many times did the hare stop? To recognize facts in the 

text. 

 How many times did the tortoise stop to rest? To recognize facts in the 

text. 

 Who won the race? To recognize facts in the 

text. 

 Was the result expected? Why? To guess events and give 

reasons (  prediction  

 and  analysis) 

Post reading match the following traits with the characters and 

say why? 

Careless – proud – playful – lazy – hard worker – 

To judge or give opinions 

about the characters 

and then justify their 
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wise – insistent – fool. 

hare  Why  

Proud   

Playful  

Careless  

 

Tortoise Why  

Wise  

Insistent  

Hard worker  
 

answers. 

(analysis, evaluation, and 

synthesis') 

 Suggest an alternative end to the story. To suggest possible end. 

( Synthesis) 

 Rearrange the following items according to the 

sequence of the story. 

To rearrange events in the 

text. .( Synthesis) 

 summarize story in your own words. ( Synthesis) 
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The following suggested activities are from English for Palestine 

Grade 8 

Unit (3) 
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On the level of the analysis skill, questions may be as the following: 

Why should nations work together in space exploration? (learners have to find 

reasons). 

Decide whether the following sentences are facts or opinions. Write (F) for facts and 

(O) for opinions: 

 Earth is the only home for man. (  ) 

 Living on the moon or March is fantastic. (  ) 

 Yuri Gargarin was the first man to travel to the moon. (  ) 

 Man will soon develop an atmosphere like the earth on the moon. (  ) 

On the level of synthesis: 

What would happen if man lived on the moon. 

(learners have to hypothesize, generate or predict events). 

On the level of evaluation:  

Tojudge the author's  attitude towards exploring the space, students should choose  

the correct answer from the following: 

 The author is interested in exploring the space. 

 The author thinks that exploring the space is a matter of wasting wealth. 

 The author thinks that exploring the space is a crazy project. 
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Unit (6)  

 

 

 

 



 121 

On the level of analysis: 

Guess the meaning of the following words through context: 

1- Wallet                       2- describe                      3- ticket 

 

On the level of synthesis: 

 What would you do if you were in Sami's position. 

 Introduce a piece of advice to Sami. 

 What is the lesson learned from the story. 

 

On the level of evaluation:  

Choose the best answer from a, b, or c: 

The girl who took the money to the police station is: 

   A-foolish  

   B– honest  

   C– does not like money (Students have to judge the girl's manner). 
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Unit (7) 
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On the level of analysis & evaluation: 

In line 21 "They did not die for nothing" Do you think that the author's belief is 

correct? Why?  

Evaluation: Learners have to express their opinions towards the author's belief and to 

decide whether it is right or wrong.  

Analysis: Learners  have  to recognize causes. 

On the level of synthesis: 

What would have happened if: 

a- The teams had travelled together. 

b- They had had more food. (learners have to produce ideas or make predictions 

about the text). 
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Unit (10) 
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On the level of analysis: 

Compare between the weather in north Canada and Palestine 

Country Winter Summer 

Palestine   

Canada    

 

On the level of synthesis: 

Write a paragraph about the types of clothes 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

This question belongs to the synthesis skill where students should write coherent 

sentences from their own, it is a productive process. 

the level of evaluation: 

In paragraph "3" 

"if we don’t try our hardest it's like saying the family isn't important" 

Is it a fact or opinion? Express your opinion towards what is said 
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Unit (14) 
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On the level of analysis: 

Classify: 

Glacier  -  architecture -  Plain  –  science  –  Baghdad -  medicine  – 

Cordoba -–  cliff  –   Granada. 

Studies Cities Natural places 

 

 

 

  

 

On the level of synthesis: 

Write two sentences about Islamic effects in Spain. 

_____________________________________________________________________

_____________________________________________________________________ 

 

On the level of evaluation: 

Choose the best answer  and say why? 

 When Muslims  occupied Spain: 

 They stole its  wealth. 

 They built a great  civilization. 

 They forced people to be ignorant. 
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5.4 Conclusion 

The overall findings of this study demonstrated that higher order cognitive skills in 

reading comprehension  exercises are not  well covered, not well treated nor well 

distributed. There is a  lack of progression from the lower cognitive skills  to the 

higher ones. To illustrate, out of the twenty six categories  adopted  as criteria to 

evaluate higher order thinking skills,  only fifteen  are covered in  the student book i.e. 

% 58 while % 42 were neglected. Moreover, in the work book only ten  skills i.e. % 

46 are covered while %54 are neglected. 

As to the treatment of the exercises, mostly the same  form of questions was 

introduced, For instance, all the questions related  to recognize  causes and effect sub 

skill are treated  with why questions. In addition, only taking notes exercises are  

related to analyzing text into its components. 

As to the distribution of exercises, some skills have a high rate of frequency, others 

have a very low rate of frequency. e.g., the sub skill 'predicting events or solutions 

related to the text' takes place 9 times whereas 'discuss to persuade' sub skill takes 

place only once. There is an agreement between the results of the interview  and the  

results  of the target book analysis.  In that, both agree on the lack of higher order 

thinking skills in the text books and  on the unbalanced distribution of  them  

throughout the book  in addition to  the  shortage of variety of  questions.  

 These findings do not  match the general objectives of teaching reading in English for 

Palestine stated by the Palestinian Ministry of Higher Education which focus on 

higher  order thinking skills such as generating questions about a reading text, 

inferring, judging or evaluating questions, recognizing proform referents, 

summarizing a reading text,  making predictions about a reading text, making 

inferences about a reading text, identifying the main idea of a reading text, deducing 

meaning of unfamiliar words from context, skimming  for gist or general impression 

of text or graphics, distinguishing fact from opinion, inferring mood and author's 

attitudes or tone, interpreting  information presented in diagrammatic display, relating 

text to personal experience, opinion, or evaluation, analyzing components of text such 

as setting, theme, character, and extracting and synthesizing information from 

different sources. 
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The researcher  attributes   this weakness  to the following reasons: 

 The author of the book  is not aware  of the necessity of providing higher order 

thinking skills  into the reading comprehension  exercises in English for 

Palestine stated by the Palestinian Ministry of Higher Education. 

 Designing activities related to higher  order thinking skills  needs producing 

high  quality of  strategies  which need  much time  and effort. 

 The time allocated  to  teaching  reading comprehension  is not long enough to 

provide such advanced activities. 

In the light of these findings, the researcher recommends the following. 

 

5.5 Recommendations: 

Based on the findings of the study, this section presents some recommendations with 

a view to modify  the reading  exercises in English for Palestine Grade 8 as follows: 

1. As the present syllabus of English for Palestine Grade 8 does not include enough 

higher order sub skills of reading, it is  recommended that  the book designers 

should modify the  reading  exercises to include higher  order thinking skills such 

as predicting, using contextual clues, guessing meaning of words through context, 

interpreting texts, evaluating a text critically, recognizing the author's position 

and bias, distinguishing between facts and opinions, understanding author's tone, 

mood and attitude, etc.  

2. English supervisors are recommended to prepare enrichment materials that 

provide teachers with more exercises that cover higher order thinking  skills. In 

addition, they should hold more workshops to train the English teachers how to 

develop  and enhance students' thinking skills. 

3. The researcher recommends  that the English language teachers should  provide  

students with more reading activities, help them with hints and clues, and train  

them to practice the cognitive and meta cognitive strategies while reading. In this 

regard, teachers should not lecture all the time, and explain everything to the 

students but they should encourage the students to read and find out by  

themselves the different layers of meanings in the texts. 

4. It is recommended that  the  textbook  should  provide pair work and  group work 

activities to improve the outcomes of reading processes. Furthermore, it is 
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recommended  that the reading  exercises should engage students in 'word attack', 

'sentence attack' and 'text attack' activities. Accordingly, students should be active 

organizers, not passive recipients. 

 

5.6 Implementation: 

The researcher also recommends: 

1. Conducting other studies related to the current one in other Palestinian English 

textbook series to see to what extent the reading exercises match the developed 

criteria in this study. 

2.   Carrying out other similar studies that evaluate HOTS in other skills such as 

speaking, writing, or listening. 

3. Conducting studies on measuring to what extent the goals of teaching reading 

stated by the Ministry of Education have been accomplished by teachers. 
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Appendix (1) 

Consultation Form of an Analysis Card 

The Islamic University of Gaza 

Faculty of Education  

Department of English Teaching Methods 

MA Program 

 

An Invitation To Judge a Checklist 

Dear Dr …………………………………........... 

 

     The researcher Ayat Seif is carrying out an M. ED thesis entitled  

 

Evaluating the Higher Order Thinking Skills in Reading Exercises of 

English for Palestine Grade 8 

 

The researcher is suggesting the following checklist as a criterion to measure the 

availability of higher order thinking skills referred to as (HOTS) in English for 

Palestine , grade 8 textbook . It is worth mentioning that the items of the 

checklist are based on literature related to the target evaluation , especially 

Bloom's taxonomy . In addition , the checklist covers the three levels of HOTS  

(Analysis , Synthesis , and Evaluation) 

I will be so grateful if you provide me with your comments related to the 

effectiveness of the criteria used in this checklist . 

Any modifications , additions , or omissions will be taken into consideration . 

The researcher  

Ayat A. Seif 

Comments : 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

Referee's name : 

……………………………. 

http://www.islamonline.net/arabic/news/2005-02/20/images/pi
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1- Items related to the analysis skill : 

The reading exercises enable students to practice the down listed activities : 

Neutral Disagree Agree Items  NO 

   Distinguish facts from opinions. 1- 

   Categorize information in text. 2- 

   Compare items. 3- 

   Guess meaning of words in context . 4- 

   Read between lines. 5- 

   Recognize causes and effects . 6- 

   Identify the components of texts . 7- 

   Explain the information introduced. 8- 

   Order items according to their importance. 9- 

   Recognize clues and evidence. 10- 

   Find correlation between causes and 

effects. 
11- 

   Elicit rules and principles. 12- 

   Examine the text for consistency and 

adequacy.  
13- 

   Subdivide information. 14- 

   Illustrate information. 15- 

   Infer the mood, attitudes, or tones of the 

author. 
16- 

   Distinguish main ideas from the 

supporting ones. 
!7- 
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2- Items related to the synthesis skill: 

The reading exercises enable students to : 

 

Neutral  Disagree  Agree  Items  No  

   Rearrange information in texts.  1 - 

   Summarize texts . 2 - 

   Construct new material based on the 

target text. 

 

3 - 

   Connect knowledge in different situations. 4 - 

   Substitute ideas in the text with one's own 

idea. 
5 - 

   Write or retell the ideas of the text using 

his own words. 
6 - 

   Combine his own information with the 

information in the text. 
7 - 

   Predict events or solutions. 8 - 

   Discuss to persuade.  9 - 

   Hypothesize data. 10 - 

   Generate questions about the reading 

texts. 
11 - 

   Extract information from several sources 

to present the reading texts. 
12 - 
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3- Items related to the evaluation skill: 

The reading exercises enable students to : 

 

Neutral Disagree  Agree  Items  No  

   Judge the consistency of the written 

material of the text. 

1 -  

   Appraise the value of the text concerning 

accuracy of information and soundness of 

argument. 

2 - 

   Judge adequacy of the data which support 

conclusion. 

3 - 

   Express his/ her opinions towards 

situations in the target text. 

4 - 

   Conclude themes of texts. 5 - 

   Recognize subjectivity and objectivity. 6 - 

   Make choices based on reasoned 

argument. 

7 - 

   Justify information or events. 8 - 

   Defend situations. 9 - 
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Appendix (2) 

The Final Version of the Criteria of Evaluation 

After showing the suggested criteria to the referees, they omitted and modified some of these criteria to be more suitable than before. 

The final shape of the content analysis card is adopted to be like the following: 

Unit 
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 

total S
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S
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S

B 

W

B 

S

B 

W

B 

S

B 

W

B 

S

B 

W

B 

S

B 

W

B 

S
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S
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Items 

1- Distinguish facts from opinions. 

                                     

2- Categorize information in text.                                      

3- Compare items in text.                                      

4- Guess meaning of words in context.                                      

5- Read between lines.                                      

6- Recognize causes and effects.                                      

7- Explain the information introduced.                                      

8- Recognize clues and evidence.                                      

9- Elicit rules and principles.                                      

10- Infer the mood, attitudes, or tones of the 

author. 

                                 

 

    

 

11- Distinguish main ideas from the 

supporting ones. 

                                     

12- Order items according to their 

importance. 
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Unit 
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 

total S
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S
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 13- Break down the text into its main 

components. 

 

                                     

S
y

n
th
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k
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l 

Items: 
1. Rearrange information related to the text . 

                    

 

                 

 

2. Summarize texts.                                      

3. Construct a comprehensive from of the text.                                      

4. Write or retell the material of the text using 
his own words. 

                                     

5. Predict events or solutions related to the 
text. 

                                     

6. Discuss to persuade.                                      

7. Hypothesis data.                                      

8. Generate information related to the text.                                      

9. Combine his own information with the 
information in the text. 

                                     

10. Connect knowledge from different sources.                                      

E
v

a
lu

a
ti

o
n

 

sk
il

l 

Items: 
1- Express his/ her opinions towards situations in 

the target text. 

 

 

      

 

    

 

    

 

        

 

              

 

2- Conclude themes of text.                                      

3- Recognize subjectivity and objectivity.                                      

4- Make choices based on reasoned argument.                                      
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Appendix (3) 

Consultation form of an interview card 

 

The Islamic University of Gaza 

Faculty of Education  

Department of English Teaching Methods 

MA Program 

 

Consultation Form of an Interview Card 

 

 

Dear Dr. , …………………………………. 

 

The researcher Ayat Saif is carrying out an M.ED thesis entitled  

 

Evaluating the Higher Order Thinking Skills in Reading Exercises of 

English for Palestine Grade 8 

The purpose of the interview is to check whether the higher order thinking skills are 

available in the reading exercises or not . 

 

  I would be so grateful if you could provide me with comments on : 

 

1- the suitability of the questions to the purpose of the interview . 

2- the comprehensiveness and clarity of the questions . 

 

Any modifications , additions , or omissions will be taken into consideration . 

Comments : 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

Referee's name : 

……………………………………………. 

Thanks in advance 

 

 

http://www.islamonline.net/arabic/news/2005-02/20/images/pi
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1- Based on your experience in the field of education, do you think that higher order 

thinking skills are well – treated in the reading exercises ? if yes, explain? 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

2- Based on your experience in the field of education, which of the higher order 

thinking skills are mostly used in the reading exercises? 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

3- Based on your experience in the field of education,  which of the higher order 

thinking skills are less concentrated on? Why? 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

4- Based on your experience in the field of education, which of the higher order 

thinking skills are more used / exploited by students (raise more motivation, 

enjoyment, time on task) How? 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………. 

5- Based on your experience in the field of education, what are the skills that students 

are more involved in? How? 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

6-what further suggestions would you provide to enhance the higher order thinking 

skills in the reading exercises in our textbook? 

…………………………………………………………………………………………..

…………………………………………………………………………………………..

………………………………………………………………………………………….. 
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Appendix (4) 

The final version of the interview 

After consulting the referees, they made some comments and modifications regarding 

the questions of the interview. In the light of their comments and suggestions, the 

final version of the questions were the following: 

1- Based on your teaching experience, do you think that higher order thinking 

skills are well – treated in the reading exercises ? Please elaborate. 

2- Based on your teaching experience, which of the higher order thinking skills 

are mostly used in the reading exercises? 

3- Based on your teaching experience, which of the higher order thinking skills 

are less concentrated on? Why? 

4- Based on your teaching experience, do you think that the reading exercises 

improve students' higher order thinking skills? Why? 

5- What suggestions would you provide to enhance higher order thinking skills in 

the reading exercises in the target book? 
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Appendix (5) 

The List of Juries 

 

1. Dr. Akram Habib                 PhD. in TEFL          The Islamic University 

2. Dr. EzzoAfana                    PhD. in statistics      The Islamic University 

3. Dr. Hassan Al Nabih            PhD. in TEFL          The Islamic University  

4. Dr. Kamal Mortaja               PhD. in TEFL          The Islamic University 

5. Dr. Khader Khader              PhD. in Linguistics     The Islamic University 

6. Dr. MosheerAmer               PhD. in TEFL          The Islamic University 

7. Dr. Nazmi Al Masri             PhD. in TEFL          The Islamic University 

8. Dr. Sadeq Firwana               PhD. in TEFL          The Islamic University 

9. Dr. WalidAmerPhD. in Linguistics     The Islamic University 

10. Mr. Mohammad Yousef        B.A. in English       A researcher at (QCERD) 

11. Mrs. MahaBarzaq                 M.A. in TEFL         A researcher at (QCERD) 

12. Mrs. Suha Dawoud               M.A. Student          Supervisor at UNRWA Schools 

13. Mrs. Zulfa Bard El-Deen         M.A. in TEFL         Gaza University 
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Appendix (6) 

A Defining Sheet of What HOTS Mean 

A brief guide of what  higher order thinking skills (HOTS) mean: 

Bloom's taxonomy is one of the most well known taxonomies in the educational field 

which defines the learning objectives. This taxonomy is divided into three main 

domains: cognitive, affective, and psychomotor domain.  

The cognitive domain, which is the researcher's concern here, is subdivided into six 

categories which are: knowledge, comprehension, application, analysis, synthesis, and 

evaluation. Specifically, the first three categories are known as lower order thinking 

skills (LOTS), while the other remaining skills (analysis, synthesis, and evaluation) 

are known as higher order thinking skills (HOTS). HOTS include analysis, synthesis, 

and evaluation which will be discussed briefly below: 

Analysis: It refers to the ability to break down a concept into parts. This process may 

include the identification of the parts and the analysis of the relationships between 

parts. A learner may  distinguish facts from opinions, categorize information in the 

text, guess meaning of words in context, read between lines, recognize causes and 

effects, order items according to their importance, and/or infer the mood, attitudes, or 

tones of the author. 

Synthesis: It refers to the ability to form something new. This process may involve the 

production of a unique composition (theme or speech), a plan or an original abstract 

idea. 

Learners should rearrange events in the text, write the ideas of the text using their 

own words, predict events or solutions, and/or connect the information in the text with 

their own information. 

On the level of Evaluation, learners should judge  the value of some material and 

justify the judgment based on criteria. As a result, learners are expected to express 

opinions toward situations in the target text, conclude themes of texts, recognize 

subjectivity and objectivity, and/or make choices based on reasoned argument. 
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Appendix (7) 

Permission for applying the interview 

 


