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Chapter One: Introduction

     "Due to the social and economic opportunities it offers, reading is one of the most

important skills to be developed among all learners" (Grabe, 1991, p. 386). 

According to Fazeli (2010), the ability to read written material is very important in

the civilized world. In a society characterized by globalization and technological

change, where knowledge is becoming increasingly important, reading ability is a key

skill for active participation. Reading comprehension ability is a basic and significant

way to learn English, especially in EFL contexts. That is why finding ways to

improve it has long been a major concern of teachers and researchers. 

    Due to the importance of the reading skill, there have been many studies trying to

explore different aspects of reading comprehension ability (Aidinlou, 2012; Carrell, 

1987; Lopez, 2008; Nagy, 1988; Rumelhart, 1977; Zhang, 2008). Many of these

studies focus on the grammatical and lexical knowledge, and few consider other

competencies and the possible differences among their effect on reading

comprehension. 

    One of those competencies which has been ignored by most researchers is systemic

functional linguistic (SFL) - oriented discourse knowledge. According to Aidinlu

(2011), based on SFL, language has two planes: discourse-semantics and lexico-

grammar. The former looks at language from two perspectives. Discoursally, it deals

with coherence and cohesion at the text level; and semantically it deals with the three

strands of meanings (meta-functions) at the clause level. 

     Some studies, like Aidinlou (2012), have focused on the effect of discourse

knowledge on reading comprehension ability, but none has compared the differences

among the effects of this knowledge, lexical knowledge and syntactic knowledge on

reading comprehension. It is the aim of the present study to address this question. 
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1.1. Statement of the Problem  

    In contrast to the extensive research on the effect of different factors on L2 reading

comprehension, few studies have been conducted to investigate the role of SFL-

oriented discourse knowledge on L2 reading. And the few existing studies do not

consider the possible differences among the effects of competencies like syntactic

knowledge, vocabulary knowledge and discourse knowledge on reading. The present

study is a response to the current paucity of research on this issue. It aims to fill part

of the existing gap and to shed light on this little explored area. 

1.2. Significance of the Study

    The reading skill has a vital role in language learning, yet it is often overlooked in

many English learning classes. So, this study is going to provide an effective way to

teaching this skill and make it more interesting for EFL learners. The findings of the

present study can be both theoretically and practically significant. Such a study can

provide information to be taken into consideration by language planners, curriculum

designers, textbook developers, language instructors, and teachers as well as learners. 

Finding the differences in the effectiveness of three ways of teaching reading;

vocabulary-oriented, syntax-oriented, and discourse-oriented, on EFL learners'

reading comprehension ability can provide us with opportunities to look differently at

reading instruction. 

1.3. Statement of the Questions and Hypotheses

    The present study aims to address the following research questions:

1) Are there any significance differences among the effects of vocabulary, 

syntax and (SFL) discourse-oriented methods of teaching reading on Iranian

EFL learners' short-term reading comprehension ability?

2) Are there any significance differences among the effects of vocabulary, 

syntax and (SFL) discourse-oriented methods of teaching reading on Iranian

EFL learners' long-term reading comprehension ability?
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In response to the above-mentioned questions, the following null hypotheses are

formulated:

1) There are no significant differences among the effects of vocabulary, syntax

and (SFL) discourse- oriented methods of teaching reading on Iranian EFL

learners' short-term reading comprehension ability. 

2) There are no significant differences among the effects of vocabulary, syntax

and (SFL) discourse- oriented methods of teaching reading on Iranian EFL

learners' long-term reading comprehension ability. 

1.4. Definition of the Key Terms

    This study adopts the following definitions for its key terms:

SFL-oriented discourse knowledge:  According to Aidinlu (2011), based on SFL, 

language consists of discourse-semantics and lexico-grammar levels. Discourse-

semantics describes language from discoursal and semantic perspectives. From

discoursal point of view, cohesion and coherence are of focal attention at the text

level. Cohesion refers to the logical and semantic relationships holding among

various parts of a text by means of references, conjunctions and lexical relations. 

According to Halliday and Hasan (1976), the interpretation of some parts of a text

depends on the understanding of some other parts mentioned earlier or later in the

body of the text or out of the text in the surrounding environment. Eggins (1994)

maintains that coherence is either of generic type, which is produced as a result of the

amalgamation of different functional stages of a genre; or of a registerial type, which

is generated as a result of the togetherness of the three variables that are the integral

part of a register.   

Vocabulary knowledge:  Cronbach (1942) distinguishes five aspects of lexical

knowledge; generalization (knowing the definition), application (knowledge about

use), breadth meaning (knowing different senses of a word), precision of meaning

(knowing how to use the word in different situations). For the purpose of this study, 
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vocabulary-oriented reading comprehension refers to the way in which readers read

word by word and find the meaning of each unknown word in order to comprehend

the meaning of the text. 

Syntactic awareness: According to Tunmer and Hoover (1992), syntactic awareness

refers to the ability to understand the grammatical structures of language within

sentences. Syntax is the level at which we study how words combine to form phrases, 

phrases combine to form clauses and clauses join to make sentences. For the purpose

of this study syntactic-oriented reading comprehension refers to the way in which

readers focus on sentence formation in order to comprehend the text. 

Reading comprehension: It is defined by Landry (2002) as a process in which the

reader controls his / her speed and relies on his/her background knowledge and

expectation to comprehend what the writer has written. So, comprehension takes

place when readers understand the meaning of the text. For the purpose of the present

study, it is operationally defined as the participants’ score on a reading

comprehension test. 
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Chapter Two: Review of Literature

2.1. Introduction

    The purpose of this chapter is to provide a theoretical background to the current

study by reviewing relevant literature on reading comprehension, models of

second/foreign language reading processing, approaches to teaching L2 reading, and

(SFL) discourse knowledge related to reading comprehension.  

2.2. What is reading?

    ''Reading is a psycholinguistic guessing game. It involves an interaction between

thought and language'' (Goodman, 1967, p. 127). Goodman (1967) asserts that

reading is a selective process which involves partial use of available minimal

language cues selected from perceptual input on the basis of the reader's expectation. 

As this partial information is processed, tentative decisions are made to be confirmed, 

rejected or refined as reading progresses.  Grellet (1981) believes that reading is the

process of extracting the required information from a text.  Chastain (1988, p.17)

states that "the reading goal is to read for meaning or to recreate the writer's

meaning".  She believes that reading involves comprehension, and when readers are

not comprehending, they are not reading. According to Yang (2002), comprehension

involves an active, dynamic, and growing process of searching for interrelationships

in a text. He states that ''Comprehension better refers to readers' understanding of

propositions (the basic units of meaning in the text), which includes words, phrases, 

sentences, and paragraphs'' (p. 19). According to Snow (2002), reading

comprehension is the process of simultaneously extracting and constructing meaning

through interaction and involvement with written language.

     Eskey (2005) describes reading as an active, purposeful, and creative mental

process in which the reader engages in the construction of meaning from a text, partly

on the basis of new information provided by that text but also partly on the basis of

whatever relevant prior knowledge, feelings, and opinions that reader brings to the

task of making sense of the words on the page. Grabe (1991) subdivides reading
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comprehension to six general component skills: 1. Automatic recognition skills, 2. 

Vocabulary and structural knowledge, 3. Formal discourse structure knowledge, 4. 

Content/world background knowledge, 5. Synthesis and evaluation skills/strategies, 

6. Metcognitive knowledge and skills monitoring. According to Lee and schallert

(1997), one prevalent view of L1 reading identifies it as a meaning construction

activity served by lower level processes associated with word decoding and

recognition and by higher level processes associated with bringing relevant prior

knowledge to bear on the reading. 

     Vahidi (2008) describes reading comprehension as a highly interactive

phenomenon in which different interactions take place through the activity of

reading. She introduces reading as a complex interplay between local level bottom-up

strategies (identification of meaning from the level of word upwards) and

increasingly more global levels of top down, higher order mental processes and

background knowledge. Veeravagu, Muthusamy, and Marimuthu (2010) state that

''reading comprehension is a thinking process by which a reader selects facts, 

information or ideas from printed materials; determines the meanings the author

intended to transmit; decides how they relate to previous knowledge and judges their

appropriateness and worth for meeting the learner’s own needs and objectives'' (p. 

206). Smith (1971) considers four distinctive and fundamental characteristics of

reading: (1) Reading is purposeful: people read for specific reasons or with specific

goals; (2) Reading is selective: logically, readers attend only to what is necessary to

their purposes; (3) Reading is based on comprehension: the reader brings certain prior

knowledge to a text and adds to it, whether in support or contradiction, the

information and ideas gathered from the reading; (4) Reading is anticipatory: the

interaction of this prior knowledge, the expectation of comprehending and the

purpose in reading lead readers to anticipate text content. 

Nassaji (2003) states that:

Reading as multivariate skill involving a complex combination and integration of a variety of

cognitive linguistic, and nonlinguistic skills ranging from the very basic low-level processing

abilities involved in decoding print and encoding visual configuration to high-level skills of
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syntax, semantics and discourse and to still higher-order knowledge of text representation

and the integration of ideas with the reader's global knowledge (p. 261).   

2.3. Models of second/foreign language reading processing

2.3.1. Bottom-up vs. top-down model  

     Early work in second language assumed a rather passive, bottom-up view of

second language reading. Led by Goodman's (1967) work, the distinction between

bottom-up and top-down processing became a cornerstone of reading methodology

for years to come. Goodman (1967) introduced a psycholinguistic model of reading

comprehension, which considered reading as a psycholinguistic guessing game. In

this model, reading was viewed as a language activity as well as a psycholinguistic

process. In order to reconstruct meaning from written language, the reader used three

cue systems, graphophonic, syntactic and semantic. According to Nassaji (2003), in

the past two decades, the psycholinguistic model has highly influenced L2 reading

research. He states that:   

Traditionally, it was believed that readers read by first decoding the words, combining their

meaning to form phrases, then sentences, and finally constructing the meaning of the whole

text in a very linear manner. In this view the major role was contributed to lower-level textual

components, with little importance given to higher –level comprehension processes during

the reading process (p.262). 

    He describes the psycholinguistic model as a model in which there is more

emphasis on higher-level contextual background knowledge sources, downplaying, to

a large degree, the contribution to reading of basic lower-level visual word

recognition processes. Although Goodman did not characterize his theory as a top-

down model, some experts, like Brown (2001), characterized it as a basically

concept-driven, top-down pattern. 

     According to Brown (2001), Goodman's model distinguishes between bottom-up

and top-down processing in reading. Brown refers to bottom-up as data-driven

operations which obviously require a sophisticated knowledge of the language itself. 

He defines bottom-up processing (data-driven operation) as a process in which
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readers must first recognize a multiplicity of linguistic signals (letters, morphemes, 

syllables, words, phrases, grammatical cues, discourse markers) and use their

linguistic data-processing mechanisms to impose some sort of order on these signals. 

He further states that:

Virtually all reading involves a risk- a guessing game, in Goodman's words, because readers

must, through a puzzle-solving process, infer meaning, decide what to retain and not to

retain, and move on. This is where a complementary method of processing written text is

imperative: top-down, or conceptually driven, processing in which we draw on our own

intelligence and experience to understand a text (p.299). 

    Keshavarz and Mohammadi (2009) describe bottom-up model as a linear model of

reading process according to which the reader starts with letters in the decoding

process and then decodes words and sentences. They introduce bottom-up processing

as data driven, as it mainly uses the textual elements in constructing the meaning of a

passage. They add that for fluent readers, this process becomes so automatic that

sometimes the reader is unaware of such a process.  

    Wallace (2001) refers to 'bottom-up' as a term which has been used for approaches

to reading which emphasize text-based features at word and sentence level. On the

other hand, the term top-down has been used for approaches which give greater

emphasis to the kinds of background knowledge and values which the reader brings

to reading. She adds that ''the nature of this knowledge can be characterized as a

'schema', or mental model, allowing a reader to relate new, text- based knowledge to

existing world knowledge'' (p. 22). Eskey (2005) noted that:   

What readers actually do is a kind of shift in orientation from commonsense bottom-up (from

text to brain) models of the process-in which the reader is assumed to decode precisely (in

the case of English) from left to right, from letters into words, and from words into larger

grammatical units in retrieving the writer's meaning, step by step, from the text-to a totally

different kind of model, the so-called top-down (from brain to text) model of the reading

process (p. 564). 



11

    Eskey (2005) refers to top-down descriptions of the reading process as the notion

which explains that readers do not decode in precise or sequential fashion, but

instead attack the text with expectations of meaning developed before and during the

process, take in whole chunks of text, making use of just as much of the visual

information on the page as they need to confirm and extend their expectations-a

process of predicting, sampling, and confirming in which readers interact with texts

by combining information they discover there with the knowledge they bring to it in

constructing a comprehensive meaning for the text as coherent discourse.  

    According to Liu (2004), the dual coding theory (DTC) can best distinguish

between top-down and bottom-up models. He states that:

Regarding bottom-up processes, DTC assumes that language units derived from natural

language are organized and mentally represented in various sensory modalities. Based on

familiarity and the effects of context, the reader may use these representations to perceive

grapheme-phoneme correspondences, and the visual, auditory, and/or articulatory

configurations of letters, words, or word sequences. Regarding top-down processes, DTC

provides a broader and more specific account of meaning, coherence, and inference effects. 

Activating both verbal and nonverbal mental representations of text helps readers create

alternative, interconnected context for generating inferences and integrating text, which

enables them to alter their accessing strategies along a continuum from feature perception to

inferential text modeling (2004, p. 227). 

      

    Kamil and Samuels (1988) argue that one way to look at the difference between

top-down and bottom-up models is that bottom-up models start with the printed

stimuli and work their way up to the higher-level stages, whereas the top-down

models start with hypotheses and predictions and attempt to verify them by working

down to the printed stimuli. 

2.3.2. Interactive models of reading comprehension

    Recent models of the second language reading process have focused on an

interactive approach toward reading comprehension. While research and practical

instruction has a strong positive attitude toward the psycholinguistic model of
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processing, some scholars like Grabe (1988), raises questions about this model for

ESL readers. He argues that there are questions about how and to what degree second

language readers employ lower-level processing strategies, and how these skills

interact with higher-level (top-down) strategies. He adds that there is also the

problem of whether second language readers actually conform to assumptions of the

psycholinguistic model of reading (i.e., to what extent a model of the fluent readers

adequately characterizes such readers). Carrell (1988b) has noted that:  

The top-down perspectives fails to accommodate important empirical evidence adequately. 

The interactive models, attempting to be more comprehensive, rigorous and coherent, give

emphasis to the interrelations between the graphic display in the text, various levels of

linguistic knowledge and processes, and various cognitive activities (p.224). 

  

    Eskey (1988) also considers some limitations for top-down models. He believes

that fluent reading is primarily a cognitive process, and top-down models

deemphasize the perceptual and decoding dimensions of this process. He adds that

top-down model is an accurate model of the skillful, fluent reader, for whom

perception and decoding have become automatic, but for the less proficient, 

developing reader- like most language readers- this model does not provide a true

picture of the problems such readers must surmount. The inadequacy of both the

bottom-up and top-down models in explaining the reading process led to the

emergence of the interactive approach to reading.      

     According to Keshavarz and Mohammadi (2009), the interactive model is based

on the premise that neither bottom-up nor top-down models can by themselves

describe the reading process. Barnett (1990) states that:

Interactive reading models do, as their label implies, theorize an interaction between the

reader and the written text. Like top-down models, they are reader-driven. They are not linear

but rather cyclical views of the reading process in which textual information and the reader's

mental activities (including the processing of graphic, syntactic, lexical, semantic, and

pragmatic information) have a simultaneous and equally important impact on comprehension. 

That is, as in top-down models, the reader uses his or her expectations and previous

understanding to guess about text content but, as in bottom-up models, the reader is still
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dependent upon what is in the text. Text sampling and higher-level decoding and recoding

operate simultaneously (p. 28). 

     Brown (2001) argues that more recent research on teaching reading has shown that

a combination of top-down and bottom-up processing , or what has come to be called

interactive reading, is almost always a primary ingredient in successful teaching

methodology because both processes are important. According to Eskey (2005), 

successful reading entails a balanced interaction between bottom-up and top-down

processing skills, thus restoring the simple decoding of text to a more central role and

raising doubts about the guessing game metaphor. Grabe (1991) defines interactivity

of reading in two ways. The first definition refers to reading as a process in which the

reader makes use of information from his/her background knowledge as well as

information from the printed page. The second definition refers to reading as an

interactive process in the sense that many skills work together simultaneously in the

process. According to Grabe (1988), interactive models of reading assume that skills

at all levels are interactively available to process and interpret the text. Eskey (1988)

notes that from the point of view of interactive models, good readers are both good

decoders and good interpreters of texts, and their decoding skills become more

automatic but no less important as their reading skill develops.   According to Pulido

(2003), interactive theories of reading view native and L2 reading as complex

cognitive processes in which the reader, using previous knowledge interacts with the

information in the text to construct and integrate meaning. 

2.3.3. Implications for the teaching of second/foreign language reading

    Several researchers have recently felt the need to emphasize that efficient and

effective second language reading requires both top-down and bottom-up strategies

operating interactively (Carrell 1988a; Eskey, 1988; Eskey & Grabe, 1988). 

According to Eskey and Grabe (1988), for second language readers, both top-down

and bottom-up skills and strategies must be developed, and developed conjointly, 

since both contribute directly to the successful comprehension of text. Eskey (1988)
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believes that bottom-up processing helps second language readers in simple decoding

tasks, ''holding in the bottom''. Carrell (1988b) introduces two areas of pedagogy, 

grammatical skills and vocabulary development, which can assist second language

readers to improve their bottom-up, language–decoding skills. She also refers to

building and activating background knowledge as two important factors which

improve second language readers' top-down processing skill. Similarly, Eskey and

Grabe (1988) consider two general implications. The first one is devoting some time

in reading classes to such relatively bottom-up concerns as the rapid and accurate

identification of lexical and grammatical forms. The second one is devoting some

time in reading classes to such top-down concerns as reading for global meaning, 

developing a willingness to take chances, and developing appropriate and adequate

schemata for the proper interpretation of texts.  According to Carrell (1988a), because

of the limitations on information-processing capacity and short-term memory, 

overreliance on text-based or bottom-up processing will produce a log-jam in the

system- the reader attempts to store too many separate pieces of information without

any higher-order relationship among them. She adds that overreliance on knowledge-

based or top-down processing will also cause knowledge-biased processing, or

schema interference in which text-based processing will be neglected. In contrast, 

Hinkel (2006), by referring to the key role of bottom-up processing, suggests the

priority of working on phonics, word recognition and graphic knowledge to sentence

and text level instruction. According to Ediger (2001), for English language learners

to read fluently, they must develop the ability to use component skills and knowledge

areas together simultaneously and rapidly. She adds that the task of effective reading

program is to provide information and practice in all systems which contribute to

making the process work.  

2.4. Approaches to teaching L2 reading

2.4.1. Language- based approach

     According to Masuhara (2003, p. 342), ''verbal protocol studies of L2 learners'

reading problems give numerous examples of how language processing, especially of
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vocabulary, gets in the way of achieving comprehension''. The dominant view around

the 1950s and 1960s was that once learners acquired the habit of language use

through learning grammar and lexis, they would become able to read fluently. 

According to this approach, reading problems depend on language problems

(language here is used in its traditional sense, knowledge of morphology, syntax and

lexis). According to Masuhara (2003), such behaviorist views led to reading being

treated as a means of language practice through the use of simplified texts and graded

readers. The basic assumption of this approach is that understanding the linguistic

meaning of a text equals understanding of the textual meaning. Chastain (1988)

argues that the teacher should not assume that meaning resides in the reading itself

and should provide students with enough vocabulary and grammar through pre-

reading activities. According to Geva (1992), those L2 learners who are more

proficient in L2 in terms of their lexicon and various aspects of syntactic knowledge

are better able to process and integrate information at more global levels in reading

tasks. 

     There are studies which underscore the importance of language skills for effective

reading (Clark, 1988; Devine, 1988). Clarke (1988) investigated the reading

behaviors of adults reading in two languages, English and Spanish. For this purpose, 

he examined the Spanish and English cloze test performance of good and poor L1

readers. In this study, cloze tests were used because of the assumption that in a cloze

test a response which is totally syntactically and semantically acceptable indicates

that the subject has understood what s/he has read. The finding of this study supports

the activities of traditional teachers whose approach to teaching emphasized grammar

lessons and vocabulary instruction, as well as recent attempts to integrate reading

skills and language development. Devine (1988) holds that low reading achievement

in a second language is significantly related to low general proficiency in that

language and that readers with low L2 language proficiency are specifically

handicapped in their ability to utilize contextual constraints and cohesive devices

when reading in their target language. Clark (1980) suggests that there is a threshold

of linguistic competence necessary for successful reading. He refers to this threshold
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hypothesis as 'short circuit hypothesis'. According to Bernhardt and Kamil (1995), 

within this hypothesis is the belief that language is the key factor in reading/literacy

activities, and in order to read in a second language, a level of second language

linguistic ability must first be achieved. Devine (1988) considers three general

conclusions for studies investigating the relationship between general language

proficiency and L2 reading ability:

1. Success in reading in a second language is related to the level of proficiency

in the language; the higher the level (to a point), the better the chances that

a reader will successfully comprehend a text. 

2. Knowledge of syntax enhances L2 reading ability. Research suggests that

poor second language reading is in part the result of the failure to

manipulate the syntactic features of the target language. 

3. The slow reading rate of L2 readers, with the problems that rate creates for

comprehension can be traced to low general competence in the second

language. 

2.4.1.1. Vocabulary and reading

    No text comprehension is possible, either in one's native language or in a foreign

language, without understanding the vocabulary of the text. The small number of

studies specifically investigating the relationship between vocabulary knowledge and

reading comprehension in English as a Foreign Language (EFL) have consistently

found a strong connection between the two (Hazenberg & Hulstijn, 1996; Hu &

Nation, 2000; Laufer, 1991a, 1991b).  

    According to Laufer (1997), reading comprehension is strongly related to

vocabulary knowledge, more strongly than to the other components of reading. 

According to Hu and Nation (2000), the relationship between vocabulary knowledge

and reading comprehension is complex and dynamic; one way of looking at it is to

divide it up into two major directions of effect- the effect of vocabulary knowledge

on reading comprehension and the effect of reading comprehension on vocabulary

knowledge. Hu and Nation (2000) also introduce four views toward the relationship
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between vocabulary and reading comprehension. The first view is the instrumentalist

view. This view sees vocabulary knowledge as a major prerequisite and causative

factor in comprehension. According to this view, good vocabulary knowledge

supports good comprehension. The second view is the aptitude view which sees

vocabulary as one of the many outcomes of having a good brain. Good

comprehension is also one of these outcomes; other outcomes might include skill at

non-verbal puzzles and the ability to understand oral explanations. The third view is

the knowledge view which sees vocabulary as an indicator of good world knowledge. 

This world knowledge supports reading comprehension because the reader must

bring much as information to the text as the reader expects to get from it. The fourth

view is the access view which, like the instrumental view, sees vocabulary as having

a causal relationship with comprehension provided that the vocabulary can be easily

accessed. Access can be improved through practice. This access can involve several

factors, including fluency of lexical access, speed of coping with affixed forms, and

speed of word recognition. According to Keshavarz and Mohammadi   (2009), 

vocabulary knowledge is an important component of models of processing reading. 

They believe that in the bottom-up model of reading, rich vocabulary knowledge

makes decoding and word recognition quicker and more efficient. Reading fluency

and automatic decoding would not be achieved without a strong knowledge of the

meaning and form of words in the text. In the top-down model, vocabulary

knowledge is part of the content and linguistic schemata required for successful

reading. In the interactive model of reading, vocabulary knowledge seems to be the

most important factor as it relates to both bottom-up and top-down processes. They

add that even in the schema theory of reading, vocabulary plays the role of a core

component related to formal and language schemata.  

     August, Proctor, Snow, and Carlo (2006) conducted a study on the effect of

Spanish language alphabetic knowledge, fluency, vocabulary knowledge and

listening comprehension ability of 135 Spanish-English bilingual Latina and Latino

4
th

-grade students on their English reading comprehension ability. The result of their

study revealed a significant main effect for Spanish vocabulary knowledge and an
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interaction between Spanish vocabulary and English fluency, such that faster English

readers benefited more from Spanish vocabulary knowledge than their less fluent

counterparts.  

     In another study, Stahl, Hare, Sinatra, and Gregory (1991) investigated the effect

of prior knowledge and vocabulary knowledge on reading comprehension ability. For

this purpose, they used a magazine article about a ceremony making the retirement of

a baseball player. The participants were required to answer the questions of a

vocabulary test and a questionnaire about their general knowledge about baseball. 

Then, they were asked to read the magazine article. Their comprehension of the text

was assessed using a written free recall. The researcher examined the effect of

knowledge of baseball and knowledge of word meanings in general and of the words

used in the passage specifically on tenth graders' recall of different aspects of passage

content. Vocabulary knowledge tended to affect the number of units recalled overall, 

and prior knowledge influenced which units were recalled. The finding of this study

suggested that the domain knowledge and vocabulary knowledge affect what is

comprehended as well as how much. Similarly, Laufer and Kalovski (2010)

suggested that vocabulary is the main factor in reading comprehension. 

     Several studies have investigated the role of different vocabulary instruction, pre-

learning vocabulary, and different vocabulary learning strategies on reading

comprehension (Johnson, 1982; Kafipour &Hosseini Naveh, 2011; Mckeown, Beck, 

Omanson, & Prefetti, 1983; Webb, 2009). Mckeown et al. (1983), in a study on the

effectiveness of long-term vocabulary instruction on reading comprehension

performance, concluded that intensive vocabulary instruction designed to promote

deep and fluent word knowledge enhances text comprehension. 

     Kafipour and Hosseini Naveh (2011) carried out a research to investigate the

impact of using five vocabulary learning strategies, determination, social, memory, 

cognitive, and metcognitive, on the reading comprehension ability of EFL learners. 

For this purpose, 164 EFL undergraduate students were required to answer one

questionnaire, Schmitt's vocabulary learning strategies, and one TOEFL reading

comprehension test. They concluded that among the five categories of vocabulary
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learning strategies, only one category (social category) had significant correlation

with and contribution to learners' reading comprehension. In another study on the

effect of pre learning vocabulary on reading comprehension and writing, Webb

(2009) concluded that L2 vocabulary learning may improve reading comprehension

and writing.  

     At the same time, there are several studies which have failed to establish a direct

relationship between vocabulary and reading comprehension ! Johnson (1983) in an

experimental study investigated the effect on reading comprehension on building

background knowledge. 72 advanced university level ESL students were assigned to

four groups. Each group read a passage on the topic of Halloween in the following

conditions:

Group 1: read the passage without a vocabulary list to study before reading or to refer

to while reading. 

Group 2: studied the definitions of the target words before reading but were not able

to refer to this list while reading. 

Group 3: read the passage with the target words glossed in the passage. 

Group 4: studied the target vocabulary words before reading with the definitions of

the target words glossed in the passage. 

    After the participants read the passage, they were asked to recall the story in

written form without reference to the text and to recognize sentences containing true

information from the passage.! Two weeks after the experimental treatments, they

were also given a vocabulary cloze test on the passage. The findings of this study

indicated that studying the definitions of the target words before reading without

being able to refer to this list while reading (Group 2 treatment) results in better

reading comprehension and recall of the section containing familiar information on

the topic. Studying the definitions of the target words before reading the passage

combined with the same word definitions glossed in the text (Group 4 treatment)

turned out to be not as effective on reading comprehension. In fact, the emphasis on

vocabulary items for Group 4 participants resulted in word-by-word reading, which
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may be detrimental to the general comprehension of the passage. Reading

comprehension resulting from the different treatments of the four groups in this study

did not support the high correlations between vocabulary knowledge and reading

comprehension.   

     Similarly, Smith (1971) argues that letter-by-letter or word-by-word reading is

detrimental to reading comprehension. The meaning of one word may be forgotten

before the next word is built or understood and thus, no meaningful relationships can

be established between words. Johnson (1983) states that ''the emphasis on the

development of vocabulary knowledge in reading textbooks may encourage word-by-

word reading and, consequently, may prevent the ESL reader from the development

of the skill of processing syntax and context in sampling and confirming for

meaning'' (p. 504).  

     According to Goodman (1967), reading is not a process of picking up information

from the page in a letter-by-letter, word-by-word manner; rather, it is a selective

process. He argues that fluent readers do not have the time to look at all the words on

a page and still read quickly. They use knowledge they bring to the reading and then

read by predicting information, sampling the text and confirming the prediction. 

According to Grabe (1988), reading is comprehending; the reader typically expects to

understand what s/he is reading, rather than wondering whether or not s/he will

understand the text. Grellet (1981) argues that one should start with global

understanding and move towards detailed understanding rather than working one way

around. It is always preferable to start with overall meaning of the text, its function

and aim, rather than working on vocabulary or more specific ideas.  

     Similarly, Hosenfeld (1984), comparing think-aloud protocols produced by native

English speakers and ESL students on two expository passages, found that more

skillful readers in their non-stop reading behavior skip words that they view as

unimportant to total phrase meaning, and their habitual response to an unknown word

is to replace it with the filler-word 'something' and then decode it with one of the

three strategies: 1. Use the remaining words in the sentence as clues to its meaning;

use the context of the preceding passage to decode it; or decide the word is not
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needed in an adequate comprehension of the sentence. In contrast, less skillful

readers' habitual response to an unknown word is to stop at the word, look it up in the

glossary, which according to Hosenfeld, is a disadvantage for them, and begin to read

the second paragraph without the meaning of the passage in mind.  

2.4.1.2. Vocabulary knowledge

    Vocabulary is one of the most elusive terms to define. According to Nation (2001), 

knowing a word means being able to recognize it's spoken and written form as well as

its meaning. Shahov (2012) believes that this definition is insufficient; firstly, 

because it implies that form and meaning are separate aspects of vocabulary

knowledge. Secondly, this definition fails to refer to all the other aspects of

vocabulary knowledge.  Laufer and Goldstein (2004) refer to vocabulary knowledge

as word knowledge. They add that word knowledge involves more than just the link

between meaning and form. They also refer to earlier definitions of lexical

knowledge, which describe it as the sum of interrelated subknowledges – knowledge

of the spoken and written form, morphological knowledge, knowledge of word

meaning, collocational and grammatical knowledge, connotative and associational

knowledge, and the knowledge of social or other constraints to be observed in the use

of a word. 

     Bogaards (2000) refers to Cronbach's (1942) definition of lexical knowledge,        

who distinguishes five aspects of lexical knowledge; generalization (knowing the

definition), application (knowledge about use), breadth meaning (knowing of

different senses of a word), precision of meaning (knowing how to use the word in

different situations). Similarly, Richards (1976), with regard to linguistic, 

psycholinguistic and sociolinguistic aspects of word knowledge, subdivides lexical

competence to word frequency, vocabulary growth in native speakers, collocation, 

register, case relations, underlying forms, word association, and semantic structure. 

Nation (2001) also categorizes lexical knowledge into three components, partial to

precise knowledge, shallow to deep knowledge, and receptive to productive

knowledge.  
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     Chappelle (1998) argues that a trait definition of vocabulary should contain four

characteristics: (1) vocabulary size; (2) knowledge of word characteristics; (3)

lexicon organization; and (4) process of lexical access.  Bogaard (2000) prefers to use

the concept of lexical unit. He gives a list of the aspects that may be learned about

lexical units in an L2:

1. Form : written or spoken form of unit

2. Meaning: knowledge of the semantic side of a lexical unit

3. Morphology: derivation and compounding of lexical units

4. Syntax  

5. Collocates: usability of lexical units in combination with a great number of

other elements of a given category

6. Discourse:  in what type of discourse and to what effect can lexical units be

used  

  

     Chall (1983) distinguishes between two types of vocabulary needed for reading:

word recognition and meaning vocabulary. Word-recognition vocabulary consists of

the words that a student can pronounce when seen in print whether by sight or by the

use of word attack skills. Meaning vocabulary consists of words that students can

attach appropriate meaning to, or define. He adds that recognition vocabulary is print-

bound, whereas meaning vocabulary is not; students have many words in their

speaking, vocabularies that they have never seen or attempted to read in print. 

Richards (1976) refers to a number of assumptions concerning the nature of lexical

competence.  

1. Knowing a word means knowing the degree of probability of encountering

that word in speech or print. 

2. Knowing a word implies knowing the limitations imposed on the use of the

word according to variations of function and situation. 

3. Knowing a word means knowing the syntactic behavior associated with

that word. 
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4. Knowing a word entails knowledge of the underlying form of a word and

the derivations that can be made from it. 

5. Knowing a word entails knowledge of the network of associations between

that word and other words in the language. 

6. Knowing a word means knowing the semantic value of the word. 

7. Knowing a word means knowing many of the different meanings

associated with the word. 

     Some researchers in the field of vocabulary and teaching have made a distinction

between two dimensions of vocabulary knowledge, breadth and depth.  According to

Nation (2001), breadth or size of vocabulary knowledge is the number of words that

learners know. Kaivanpanah  and Zandi (2009) refer to researchers like Greidaus and

Nienhauis (2001), and Vermmer (2001), who have tended to view vocabulary

knowledge as consisting of two dimensions of breadth ( how many words are known)

and depth (how well is a word known). Read (2004) refers to the definition of depth

and breadth knowledge by Anderson and Freebody (1981), who describe breadth of

vocabulary knowledge as the number of words for which the person knows at least

some of the significant aspects of meaning, and describes depth of vocabulary

knowledge as the quality of understanding a word. According to Qain (1999), breadth

of vocabulary knowledge refers to the number of words for which a learner has at

least some minimum knowledge of meaning and depth of vocabulary knowledge

refers to a learner's level of knowledge of various aspects of a given word, or how

well the learner knows this word.  Quellete (2006) also refers to oral vocabulary

breadth as lexical phonological entries and to depth of vocabulary knowledge as the

extent of semantic representations.  

     Some other researchers (Laufer, 1998; Laufer & Goldstein, 2004) have made

another distinction between two dimensions of vocabulary knowledge. Laufer and

Goldstein (2004) distinguish between receptive (passive) and productive (active)

knowledge of words. Passive knowledge is associated with listening and reading and

implies that we are able to comprehend the input. In vocabulary, this means that we

are able to perceive the form of the word and retrieve its meaning or meanings. 
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Active knowledge is associated with speaking and writing and implies that we can

retrieve the appropriate spoken or written word form of the meaning that we want to

express. Similarly, Laufer (1998) distinguishes between three components of word

knowledge, the basic receptive knowledge and two types of productive knowledge. 

The basic receptive knowledge refers to understanding the most frequent and core

meaning of a word. The two types of productive knowledge consist of controlled, 

which refers to producing words when prompted by a task, and free, which has to do

with the use of words at one's free will without any particular specific prompts for

particular words. 

2.4.1.3. Vocabulary breadth and reading comprehension

    Several studies have attempted to determine the amount of vocabulary needed by a

second language learner in order to be able to read with reasonable comprehension

(Hirsh & Nation, 1992; Laufer, 1989, 1991a). Laufer (1998) considers vocabulary

size as the most striking difference between foreign learners and native speakers. One

of the provocative theories about the relationship between vocabulary knowledge and

reading comprehension in L2 is the notion of threshold level of language proficiency. 

Threshold hypothesis in reading explains the strong relationship between vocabulary

knowledge and reading comprehension. Based on this hypothesis, reading is

hampered by limited control of language, and reading strategies can be applied only

when language knowledge is above threshold. There are a number of studies that

support this hypothesis (Keshavarz & Mohammadi, 2009; Laufer, 1989; Lee &

Schallert, 1997; Hirsh & Nation, 1992; Hu & Nation, 2000). To support the threshold

hypothesis, Laufer (1989) tried to find out what percentage of text-lexis was essential

for a successful reading comprehension in a foreign language. In her research on

native speakers of Hebrew and Arabic, who were taking a course in English for

academic purposes, she concluded that reading academic prose is likely to be greatly

affected by the lexical knowledge of the text. Her study also supports the threshold

hypothesis in reading comprehension. She found that understanding 95% of word

tokens in a text can ensure reasonable reading comprehension. Similarly, Keshavarz
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and Mohammadi (2009) suggested a vocabulary size of 95% of running words as a

threshold between adequate and inadequate comprehension of nonfiction texts. They

carried out a study to investigate the effect of vocabulary size on EFL reading

comprehension. 40 TEFL freshmen were randomly divided into five groups. Each

group was given five versions of the same text with different densities of unknown

vocabulary, i.e. 80%, 90%, 95%, 98% and one intact version. By comparing the

performance of the participants on multiple-choice reading comprehension tests, the

instructors concluded that different densities of unknown academic vocabulary

resulted in significant differences in the comprehension of nonfiction general English

texts.  

     Further support for threshold hypothesis can be found in Lee and Schallert's

(1997) work. They conducted a research to test two hypotheses. The first dealt with

whether L2 proficiency would be more strongly associated with L2 reading

performance than would L1 reading ability. The second hypothesis was related to

claims about a threshold level of L2 proficiency. For this purpose, they used 801

Korean third-year middle school and first-year high school students who exhibited a

wide range of ability in reading both Korean and English and in their English

proficiency. The students were required to complete three tests, English language

proficiency, English reading test, and a Korean reading test. They concluded that

reading ability in an L2 is more likely to be influenced by proficiency in the L2 itself

than by L1 reading ability. Their study also supported the hypothesis that the

threshold level of language proficiency exists. 

     Hirsh and Nation (1992) tried to determine the vocabulary size which is needed to

read unsimplified texts for pleasure. They examined unsimplified texts which

provided the most favorable condition for reducing the vocabulary burden in reading. 

They found that even when proper nouns are added, a 2000- word general service

vocabulary is not sufficient to allow pleasurable reading of a text. They added that to

achieve such reading, it is necessary for learners to have a vocabulary of around 5000

words. They also suggested two ways to help learners to read unsimplified texts. One
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is pre teaching and learning of needed vocabulary and the second is intensive study of

unsimplified novels.  

     Hu and Nation (2000) also conducted a study to investigate the effect of

vocabulary knowledge of fiction texts on reading comprehension. They attempted to

find out the impact of different densities of unknown words on comprehension.  In

their research on 66 adults attending a pre-university English course, which came

from a wide variety of language backgrounds, they concluded that the density of

unknown words has a marked effect on text comprehension. They also hold that

learners need around 98% coverage to gain adequate unassisted comprehension of the

text.  

     Similarly, Hazenberg and Hulstijn (1996) attempted to answer the question of how

many words of the Dutch language, and which words, an adult non-native speaker

needs to know receptively in order to be able to understand first-year University

reading materials. For this purpose, three groups of test takers, native speakers

entering university as freshman, non-native graduate students and non-native

prospective students taking the Dutch language entry examination test battery, were

required to answer a 140-items multiple-choice vocabulary test aimed at measuring

test takers' receptive knowledge of 18615 content words. For the third group of test

takers, they compared their scores on the vocabulary test with their scores on the

reading comprehension subset of the entry examination. They concluded that the

minimal vocabulary size needed for the university study is 10000 base words, clearly

a larger vocabulary size than required for reading every day unsimplified texts such

as newspapers or novels. 

     Matsuoka and Hirsh (2010), in their study on the vocabulary learning

opportunities in an ELT course book, suggested that in order to adequately

comprehend the ELT course book and guess unknown words from context, the reader

needs the knowledge of the first and second 1000 most frequent words, familiarity

with or recognition of proper nouns and a small number of technical, textual and

technology words, and pre-teaching of academic words occurring in the text. They

also added that direct teaching of academic vocabulary provides a good return for
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learners on an academic pathway. Baleghizadeh and Golbin (2010) emphasize the

necessity of improving learners' vocabulary size to help them cope with reading

passages. They did a research to discover the effect of vocabulary size on the reading

comprehension ability of Iranian EFL learners. In their study, 83 Iranian first-year

university students were given a vocabulary size test and a reading comprehension

test (TOEFL). The results showed a very significant correlation between vocabulary

size and reading comprehension. Nation (2006) states that ''If we take 98% as the

ideal coverage, an 8,000–9,000 word-family vocabulary is needed for dealing with

written text, and 6,000–7,000 families for dealing with spoken text'' (p. 79). 

2.4.1.4. Vocabulary depth and reading comprehension

     Most research conducted on L2 vocabulary to date has been concerned with

estimates of the vocabulary size or 'breadth' measures rather than the 'depth' of

vocabulary knowledge of specific words or the degree of such knowledge. However, 

according to some studies (Farvardin & Koosha, 2011; Kaivanpanah & Zandi, 2009;

Mehrpour, Razmjoo, & Kian, 2011; Qian, 1998, 1999), depth of vocabulary

knowledge makes a significant and unique contribution to the prediction of scores on

reading comprehension beyond the prediction provided by the breadth of vocabulary

knowledge. 

    Qain (1999) provides a theoretical framework which identifies various important

aspects composing depth of vocabulary knowledge for reading comprehension:

1. Pronunciation and spelling: how different forms of the word are pronounced

and spelled.  

2. Morphological properties: the word's stem, its capability of inflection, 

derivation, and other word formation devices and it's possible parts of

speech

3. Syntactic properties: the word's possible positions and its syntagmatic

relations, including collocational relations with other words in a sentence

4. Meaning: not only identification of the denotative meaning of a word in

context, but also, where applicable, knowledge of connotations, as well as
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polysemy, antonymy, synonymy, and other paradigmatic relations the word

may have

5. Register or discourse features: including possible adherence to a stylistic, 

social, or regional variety, and the field, mode, and manner of discourse

concerning the application of the word

6. Frequency of the word in the language, or whether this word is a commonly

used word or one that appears only in some specialized texts. 

    Qian (1998) claims that depth of vocabulary knowledge has a fundamental role to

play in the relationship between vocabulary knowledge and reading comprehension. 

Qain (1999) also tried to assess the relationships among vocabulary size, depth of

vocabulary knowledge, and reading comprehension in ESL. For this purpose, 74

participants whose scores on the vocabulary size test were more than 3000-word level

were required to answer four language tests including vocabulary size, reading

comprehension, depth of vocabulary knowledge and morphology as well as a

questionnaire on their background. The findings showed that depth and breadth of

vocabulary knowledge are strongly associated, and depth of vocabulary knowledge is

an important factor in the relationship between vocabulary knowledge and academic

reading comprehension.  

    Kaivanpanah and Zandi (2009) investigated the role of depth of vocabulary

knowledge in reading comprehension and its relationship with grammatical

knowledge. 57 EFL learners were given two tests, a depth of vocabulary knowledge

test and a TOEFL test. On the basis of the performance on the TOEFL test, the

participants were divided into three groups. To find out whether there is a significant

difference in test takers' performance from different proficiency levels on the

vocabulary test, a repeated measures ANOVA was run. The result showed that   

although depth of vocabulary knowledge is significantly related to reading, 

grammatical knowledge explains the greatest amount of variance in test takers'

performance on reading comprehension tests.  
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     Mehrpour, Razmjoo, and Kian (2011) carried out a study on the effectiveness of

the two aspects of vocabulary knowledge, breadth and depth, on Iranian EFL learners'

reading performance. For this purpose, a vocabulary level test, a word associate test, 

and a reading comprehension test were administered to 60 (30 male and 30 female)

advanced learners of English. The result revealed that although both depth of

vocabulary knowledge and vocabulary breadth can be considered as predictors of

reading comprehension performance, vocabulary depth is a stronger predictor of

reading comprehension performance than breadth.  

     In contrast, Tannenbaum, Torgesen, and Wagner (2006) in their study concluded

that breadth has a stronger relationship to reading comprehension than depth and

fluency. Li (2003), cited in Shen (2008), also showed in his study that the correlation

between depth of vocabulary and reading comprehension was lower than that of

breadth of vocabulary and reading comprehension. Parallel to this study, another

study conducted by Farvardin and Koosha (2011) on the comparison of the impact of

breadth and depth of vocabulary knowledge on learners' reading comprehension

performance revealed that although breadth of vocabulary knowledge appears to be a

stronger predictor of reading comprehension than depth, both aspects play a very

important role in it. 

2.4.1.5. Syntax and reading comprehension

     The role of syntactic knowledge in adult L2 reading has recently received a lot of 

attention. There have been studies which show the importance of syntactic awareness

as an element of the reading skill. Barnett (1990) believes that unduly stressing

vocabulary building or inference skills may not help those students who do not have

adequate syntactic knowledge. She adds that sensitivity to syntactic constraints

develops before sensitivity to both semantic and discourse constraints. According to

devine (1988), knowledge of syntax enhances L2 reading ability. He adds that poor

second language knowledge is in part the result of failure to manipulate the syntactic

features of the target language.  
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     Berman (1984), by reference to experimental evidence from his and other

researchers' work with Hebrew-speaking students of EFL, claims that 'efficient FL

readers must rely in part on syntactic devices to get text meaning'. The first study

which Berman (1984) refers to is the one which was conducted with 20 Hebrew

speaking learners in two groups; the control group was given a text of a little over

300 words which they had not previously seen, while the experimental group was

given a reworked version of the same text in which vocabulary items were left as far

as possible intact, and syntactic structures were simplified. Then, a single set of 30

questions was given to both groups of students. The result showed that the group, that

who read the syntactically adapted version did consistently better on all types of

questions, thus seeming to substantiate the hypothesis that syntactic factors are

important components of reading fluency in general. Yet, relatively more errors were

made by readers of the original text on questions of specific information than on

'global' or 'general' content; so, it was concluded that for the purpose of effective

skimming, for getting the gist of an entire text, 'syntax' may not be all that crucial. On

the other hand, for students' acquisition of specific information accurately and in

detail, exact appreciation of syntactic components of each sentence remains an

important aim.  

    The second study that Berman (1984) refers to is again with Hebrew speakers. In

this study, subjects, who were divided in two groups, read one of two versions of an

excerpt from an article. The experimental group's text was adapted by simplifying the

vocabulary items, with the syntax being left the same in both versions of the excerpt. 

The results showed that most of the mistakes were a result of poor knowledge of

syntax, while vocabulary, which was not simple, did not cause much difficulty.  

     Nation and Snowling (2000) examined the syntactic awareness skills of groups of

children who differed in reading comprehension ability but not in decoding skills. 

They found that children's syntactic awareness skills are related to their reading skills. 

In their study, poor comprehenders performed poorly on all measures of syntactic

awareness.  
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    In contrast, there have been studies which do not support the correlation between

syntactic knowledge and reading comprehension. Cooper (1984) conducted a study to

investigate the correlation between performance on syntactic features and general

comprehension. For this purpose, a shortened test was administered to a group of

practised and unpractised readers. The test consisted of twenty-six items and

concentrated on tense, aspect and modality. The results confirmed that neither group

was secure in understanding tenses, aspects or modality, and the mean score of

practised readers was rather low. He concluded that practised readers were not

distinguished clearly from unpractised readers by their ability to understand the

meaning carried by syntax.   

     In another study, Gascoigne (2005) investigated whether or not there is a negative

correlation between success on form-focused grammar exercises, and reading

comprehension ability of beginning L2 readers. 56 native speakers of English

enrolled in two introductory French courses in which grammar exercises as well as

reading exercises were addressed. The finding of this study failed to support a strong

negative correlation between success on form-focused grammar exercises and L2

reading comprehension scores.  

     In a similar vein, Cain's (2007) research on the relationship between syntactic

awareness and reading comprehension did not support a special relationship between

syntactic awareness and reading comprehension. She suggested that the relationship

between the two was indirect and arose from the variance shared with vocabulary, 

grammatical knowledge and memory. In addition, Blau (1982), in a study on the

effect of syntactic difficulty on learners' reading comprehension, concluded that the

relationship between syntactic difficulty and reading ability is not as strong as it may

have been expected. She adds that the importance of vocabulary as a factor in reading

ability has never been denied.   

    Some studies also compare the effect of vocabulary knowledge and syntactic

knowledge on reading comprehension performance. Mokhtari and Niederhauser

(2013) examined upper-elementary grade students' level of vocabulary knowledge

and syntactic awareness relative to their reading comprehension performance. Two
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sets of tests for measuring students' vocabulary, reading comprehension, and

syntactic awareness were administered to 32 upper-elementary students. The finding

showed that both vocabulary knowledge and syntactic awareness contributed in

significant and unique ways to students' reading comprehension performance. 

Additionally, syntactic awareness explained a small amount of additional variance in

reading beyond what was explained by vocabulary. Guo (2008) investigated the

respective role of vocabulary knowledge, syntactic awareness and metacognitive

awareness in explaining reading comprehension of adult English language learners. 

He found that vocabulary knowledge, syntactic awareness, and metacognitive

awareness are not completely distinguishable from one another. He further adds that

vocabulary knowledge is so highly correlated with syntactic awareness that neither of

them can be distinguished as separate factors explaining reading comprehension.  

     Along the same line, Shiotsu and Weir (2007) examined the relative contribution

of knowledge of syntax and vocabulary to L2 reading. Their study suggested the

relative superiority of syntactic knowledge over vocabulary knowledge in predicting

performance on a reading comprehension test. 

2.4.2. Schema-based approach

    Schema theory is about knowledge in the mind; it has to do with how knowledge is

organized in the mind and how it is used in processing new information (Masuhara, 

2003). The role of background knowledge in language comprehension has been

formalized as schema theory. Some researchers have investigated the role of schema

theory in reading comprehension. Carrell and Eisterhold (1983) argue that  according

to schema theory , no text, either spoken or written, by itself carries any meaning; it

only provides directions for listeners or readers as to how they should retrieve or

construct meaning from their own previously acquired knowledge. They note that

''this previously acquired knowledge is called the reader's background knowledge, 

and the previously acquired knowledge structures are called schemata'' (p. 220). 

Msuhara (2003) maintains that comprehension happens when a new experience is

understood in comparison with a stereotypical version of a similar experience held in
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memory.  According to Nassaji (2002), one of the major insights of schema theory

lay in drawing attention to the constructive nature of the reading process, and to the

critical role of the reader and the interaction between the text and the reader’s

background knowledge. These developments greatly influenced L2 comprehension

research and instruction, resulting in a large volume of insightful research on

evaluating and demonstrating the role of background knowledge in L2 reading

comprehension and instruction.  

     Nassaji (2002) also considers three assumptions that are implicit in schema-

theoretic approaches concerning the way knowledge is utilized in comprehension: (1)

that schemata are preexisting knowledge structures stored in the mind, (2) that

comprehension is a process of mapping the information from the text onto these

preexisting knowledge structures, and (3) that knowledge-based processes are

predictive and reader-driven. Carrrell and Eisterhold (1983) believe that ESL reading

comprehension may be affected not because the ESL readers' lack the appropriate

schema, but because they fail to activate the appropriate schema. 

    Schema theory has influenced the ways of teaching reading by emphasizing pre-

reading activities. Carrell, Pharis, and Liberto (1989), as cited in Zarei and Mahmudi

(2012), highlight the important role of background knowledge in students’ reading

comprehension by introducing two methods in ESL reading classes. According to

them, semantic mapping and experience-text relationship are two methods to improve

students’ prior knowledge. Semantic mapping is a brain storming activity in which

students verbalize associations on a topic as the teacher writes them on the board. It

provides a visual map that activates students’ prior knowledge of the topic, so it helps

them to focus on the relevant content schema, and to better understand information. 

Experience–text-relationship is a method through which students discuss what they

know about the topic of the reading text. It provides a link between what students

already know and what they will encounter in the text. In the experience step, the

teacher leads the students to discuss their own knowledge about the topic of the text

and activate their schemata. This per-reading section increases students’ motivation

to read the text. The second step is called text step, in which students read part of the
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text and during reading, the teacher asks them some questions to direct their schemata

in a correct direction. Finally, the relationship step, is a step in which the teacher

helps students to make a relationship between the content of the text and their prior

knowledge which was activated in the first step (experience). 

2.5. Systemic functional linguistics  

    Eggins (1994) describes Systemic Functional LinguisticS (SFL) as a functional-

semantic approach to language which explores both how people use language in

different contexts and how language is structured for use as a semiotic system. Martin

(1992)  believes that language, according to SFL, is used to do a function; it must be

manipulated at the text level, not at the sentence level solely; and it can be interpreted

and comprehended in the social context including context of situation and context of

culture, referred to as register and genre, respectively. According to Aidinlou (2012), 

SFL describes language from two points of view; discourse-semantics and lexico-

grammar. From the discoursal point of view, cohesion and coherence are of focal

attention at the text level. According to Halliday and Hasan (1976), cohesion is a

semantic relation between an element in the text and some other elements that are

crucial to the interpretation of it. It refers to the range of possibilities that exist for

linking something with what has gone before. They believe that cohesion occurs

where the interpretation of an element in the discourse is dependent on another. 

Malmkjar (2004, p. 543) defines cohesion as "the way in which linguistic items are

meaningfully connected to each other sequentially on the basis of grammatical rules". 

     The unit of analysis for cohesion is the cohesive tie. Martin (2003) defines

cohesive ties as the relationship between a cohesive item and the item it presupposed

in a text. Halliday and Hasan (1976) discuss five major types of cohesive ties that

occur in a text: reference, substitution, ellipsis, conjunction and lexical cohesion. 

''Reference refers to resources for referring to a participant or circumstantial element

whose identities are recoverable'' (Martin, 2003, p. 36). According to Eggins (1994), 

cohesive resource of reference refers to how the writer/speaker introduces

participants and then keeps track of them once they are in the text. He adds that
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participants are the people, places and things that get talked about in the text. Haliday

and Hasan (1976) introduce three types of reference: personal, demonstrative, and

comparative. Personal reference is reference by means of function in the speech

situation, through the category of person; demonstrative reference is reference by

means of location, on a scale of proximity; and comparative reference is indirect

reference by means of identity or similarity. Martin (2003) refers to ellipsis as the

resources for omitting a clause, or some part of a clause or group, in contexts where it

can be assumed. He further refers to another cohesive tie, substitution, as the

replacement of an item by another. The other cohesive tie which Halliday and Hasan

(1976) refer to is conjunction. According to Eggins (1994), the cohesive pattern of

conjunction, or conjunctive relation, refers to how the writer creates and expresses

logical relationships between the parts of a text. According to Halliday and Hasan

(1976), conjunctive elements are cohesive not in themselves but indirectly, by virtue

of their specific meanings; they are not primarily devices for reaching out into the

preceding (or following) text, but they express certain meanings which presuppose

the presence of other components in the discourse. Eggins (1994) describes another

cohesive resource, lexical cohesion, as how the writer/speaker uses lexical items

(nouns, verbs, adjectives, adverbs) and event sequences (chain of clauses and

sentences) to relate the text consistently to its area of focus or its field. Another

aspect of language from discoursal point of view is coherence. According to

Hallliday and Hasan (1976), coherence refers to the way a group of clauses relate to

the context. According to Martin (1992), social context includes both context of

situation, which is referred to as register, and context of culture, which is referred to

as genre. Eggins (1994) also identifies two types of coherence; registerial and generic

coherence. He believes that a text has registerial coherence when one can identify one

situation in which all the clauses of the text could occur, and has generic coherence

when one can recognize the text as an example of a particular type.  

    According to Halliday and Hasan (1976), a text is coherent in two regards: it is

coherent with respect to the context of situation and, therefore, consistent in register;

and it is coherent with respect to itself, and therefore cohesive. They introduce three
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general concepts; tenor, mode, field, for describing how context of situation, register, 

determines the kinds of meaning that are expressed. Accordingly, the 'field' is the

total event, in which the text is functioning, together with the purposive activity of

the speaker or writer; it thus includes the subject-matter as one element in it. The

'mode' is the function of the text in the event, including both the channel taken by

language spoken or written, extempore or prepared- and its genre, or rhetorical mode, 

as narrative, didactic, persuasive, phatic communion, and so on. The 'tenor' refers to

the type of role interaction, the set of relevant social relations, permanent and

temporary, among the participants involved. Eggins (1994) describes genre as the

staged, structured way in which people go about to achieve goals by using language. 

Martin (1984) describes genre as a staged, goal-oriented, purposeful activity in which

speakers engage as members of our culture. According to Steffensen (1985), a

distinction exists between cohesion and coherence. The former refers to the

relationship of linguistic elements within a text, while the latter refers to the

consistency of meaning constructed by the skilled or knowledgeable reader. A text

may have a low level of cohesion but still be highly coherent if it draws on a shared

domain of knowledge and allows for a high level of inferencing. The reverse is also

true: a high level of cohesion does not ensure coherence when the text reflects a

misunderstanding of real-world events.  

2.5.1. Cohesion and reading comprehension

    Many studies on first and second language acquisition have shown a strong

relationship between cohesion and reading comprehension. Irwin (1980) examined

the relationship between the cohesive ties in a passage and text comprehension. To do

so, two versions of a passage on gibbons were developed, with one version

containing about twice as many ties as the other. Sixty college students participated;

each read one of the passage-versions and then, either immediately or after 20

minutes, recorded his/her free recall and answered the prompted-recall questions. 

Though there were no differences between the treatment groups in terms of the

numbers of micro-level propositions recalled, there were significant differences
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between these groups in terms of the theoretical reading time/100-propositions-

recalled ratios, the number of reported macro-level statements, and the number of

prompted-recall questions answered correctly in the delayed condition. The results

also indicated that the number of cohesive ties in a passage may be related to

comprehension. 

Chapman (1982), in a study with 1355 children, aged 8, 10, and 13, found that

children’s perception of cohesion was a significant element in reading comprehension

in L1. Rather than “retreat from print”, secondary school teachers should pay

attention to the cohesive property of texts when trying to help students bridge the gap

from “learning to read” to “reading to learn”. Bridge and Winogard (1982)

investigated the differences between good and poor readers' awareness of cohesive

relationships within a text. Ninth grade good and poor readers were required to

complete a cloze passage in which words involved in three kinds of cohesive

relationships (referential, conjunctive, and lexical) had been systematically deleted. 

The subjects were asked to read the passage orally, supply the missing words, and

think aloud about the reasons for supplying each cloze deletion. The results showed

that Good readers were very successful in explaining the context clues which they

used to fill in the cloze deletions. Cooper (1984), in a study on the differences

between practiced and unpracticed non-native readers of English, found that

unpracticed readers differ primarily from practiced readers in their inability to

understand lexical cohesion, and to understand the meaning relationships between

sentences. 

    According to Mirzapour and Ahamadi (2011), for the EFL and ESP learners, the

knowledge that the sub-types of cohesive relations exist within different texts in

different order and with different degrees of utilization makes the interaction between

them and the text easy. Neglecting cohesion is one of the reasons why many Iranian

students cannot read and comprehend texts outside the class because reading is not

treated as it is by Iranian teachers. Cohen, Glasman, Ferrara, Fine, and Rosenbaum-

Cohen (1979) predict a similar problem in reading comprehension among all EFL

learners in understanding cohesive relationships in a text. They found that EFL
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learners do not pick up on the conjunctive words signaling cohesion, and read more

locally than native speakers. 

    Furthermore, the relationship between reading comprehension and specific

cohesive ties has been investigated by many researchers. Pierce (1975) comments on

the difficulties posed by discourse markers and advises that much more attention be

given to this category of ties in teaching reading. Chapman (1979), in a study on 74

eight-year-old fluent and non-fluent readers, found that one of the significant

distinguishing features between the performance of fluent and non-fluent readers was

the ability to integrate anaphoric relationships in reading continuous texts. He also

suggested that the perception of cohesive ties, providing cues for textual integration

and the recovery for meaning, was a major determinant of reading fluency. Demel

(1990) tried to investigate the relationship between overall comprehension and the

comprehension of coreferential pronouns for second language readers of English. To

do so, L2 students at the Ohio State University were required to read a passage of

contemporary U.S. literature. Overall comprehension was measured through an

immediate recall protocol, and coreferent comprehension was measured through a

coreferent-identification task. In the second phase of the study, both L1 and L2

subjects were observed. Discriminant function analysis along with information from

interviews provided insight into the types of errors made by L1 and L2 readers. The

results suggested that misunderstanding of coreferential ties reflected a

misunderstanding of the descriptive phrases to which the pronouns refered. 

    Geva (1992) conducted a study to discover the contribution of information about

inrasentential, intersentential and discourse-level knowledge of conjunction to the

prediction of expository text comprehension. For this purpose, 100 immigrant or

international students, who attended one of two Canadian universities and were

enrolled in courses designed to upgrade their English, were required to complete four

tasks; an intersentential conjunction task, a discourse-level conjunction task, an

intrasentential conjunction task, and a comprehension of Expositoy Academic Prose

task. The results showed that a discourse-level measure such as the conjunctions

cloze, which focuses on the ability to notice logical relationships among text
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segments, and which requires readers to consider what occurred earlier in the text, to

coordinate this information with subsequent information, and to insert appropriate

logical markers accordingly, is a good predictor of comprehension of authentic

academic discourse. It is also a better predictor than other tasks where student ability

to deal with logical relationships is measured with discrete items, intrasententially or

intersententially.  

     In another study, Ebrahimpourtaher (2011) tried to explore the role of learners'

awareness of referential devices in reading comprehension ability. Through a 20-

session term, 10 passages were taught to both experimental and control groups, each

including 15 subjects. The only difference was that subjects in the experimental

group were required to find referents while reading. The results from a post-test on

reading comprehension showed a significant improvement on the reading ability of

subjects in the experimental group.  

    Khatib and Safari (2011) conducted a research to explore the relationship between

knowledge of discourse markers (conjunctions) and reading comprehension. To carry

out the research, they gave 86 Iranian sophomores majoring in English a test of

discourse markers (DMs) alongside a reading comprehension test. The analysis

revealed a high correlation between the students’ knowledge of DMs (i.e., their

correct recognition of discourse markers) and their reading comprehension. In

another study, Aidinlou, Khodamard, and Azami (2012) investigated the effect of

textual cohesive reference instruction on the reading comprehension of Iranian EFL

students. 60 students at advanced level participated in this study. The researcher

divided them into two groups: control group and experimental group (30 students in

each class). The control group received no instruction on cohesive references, but the

experimental group received textual cohesive reference instruction. The results

suggested that implementing textual cohesive instruction within a communicative

task can help learners to improve their knowledge of cohesion. 
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2.5.2. Coherence and Reading comprehension

    Coherence has been recognized as more crucial than cohesion because, as Nuttall

(1982, p. 16) states, ''a text which is not coherent will be nonsense, although it may be

cohesive''. According to Eggins (1994), there are two types of coherence; registerial

and generic coherence. Register and genre have been recognized as factors affecting

reading comprehension. There have been few studies which focus on the effect of

genre and register familiarity on EFL learners' reading comprehension. Shokouhi and

Amin (2010) investigated the students' performance on reading comprehension tasks

due to their various degrees of genre familiarity. At the first stage of the study, 90

samples of six English and Persian newspapers were collected and analyzed using the

Systemic Functional approach to language analysis. Then, four texts from the English

samples (two written by American native writers and two by Iranian non-native

writers of English) were administered to 27 EFL students to answer a number of

questions regarding structure, content, and context of the texts. They found that the

differences found in students' performance on reading tests had resulted from generic

factors (familiarity with content and context of the texts) other than text structures.  

The study showed that subjects' familiarity with content and context of a genre is an

important factor in reading comprehension.  

    Aidinlou (2012) investigated the role of explicit instruction of discourse-semantics

in reading comprehension. To do so, 60 TEFL undergraduates were chosen and

assigned to one experimental group and one control group. The experimental group

was treated with discourse-semantics knowledge including factual genres, register, 

cohesion and functional grammar. He concluded that EFL learners will understand

the global discourse aspect of the reading comprehension passages better if they are

given formal teaching about register; that is, the field, tenor and mode of the

discourse, and the genre of different text types in accordance with the systemic

functional linguistics. Familiarity with register and genre helps students understand

and interpret the meaning of the words, phrases, sentences and paragraphs making up

a text in relation to the context of situation, which focuses on who, what, how, when
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and where, on the one hand, and the context of culture, which focuses on the cultural

aspects of the communicative event being intended by the writer, on the other. 

    Toledo (2005) insists on the need for including the notion of genre in schema

research, and more specifically in relation to formal schemata. He believes that the

concept of genre schema implies the consideration of sociocultural conventions that

exist around texts or discoursal units, and that it should be taken into account when

measuring readers’ comprehension. One cannot be certain whether or not readers

have grasped the message unless we are aware of their knowledge of the contextual

dimensions that constrain it at different levels. 

   Studies on the effect of formal schemata on reading comprehension emphasize the

role of genre and register awareness on reading comprehension. "Formal schemata is

often known as textual schema, it refers to the organizational forms and rhetorical

structures of written texts. It can include knowledge of different text types and

genres, and also includes the understanding that different types of texts use text

organization, language structures, vocabulary, grammar, level of formality/ register

differently" (Huang, 2009, p. 139). The result of the study by Zhang (2008) on the

role of the formal schema on reading comprehension revealed that the overt teaching

of the formal background knowledge; that is to say, register and genre, brings about

an increase in the recall of the main ideas of the reading passage and facilitates

reading comprehension. Sharp (2002) studied the effects of the four formal schemata

of expositions on comprehension using cloze test and recall protocol. The four formal

schemata included description, cause-effect, listing and problem-solving. The result

was consistent with the previous work in that it clearly demonstrated that formal

schemata did affect reading comprehension. 

     This brief review of the literature on reading comprehension shows that although

there are a number of studies which have investigated the effect of vocabulary and

syntax-based teaching of reading, few of them have considered discourse knowledge

and its effect on reading comprehension ability. This implies that there exists a gap in

research on this controversial issue. This study is an attempt to fill part of this gap; it
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aims to compare the effect of three important ways of teaching reading on EFL

learners' short-term and long-term reading comprehension. 
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Chapter Three: Methodology

This chapter is an explanation of the participants, the instruments used for data

collection, procedures, and the way in which data analysis was done. 

 

3.1. Participants

    This study was conducted with 90 female and male language learners at

intermediate level of proficiency who studied English in a private institute in Zanjan. 

They ranged from 16 to 28 in terms of age. The participants were studying in three

classes. Each class or group was randomly assigned to a different treatment

condition. It should be mentioned that there was no control group in this study and

the number of male and female students was not equal in each group. 

3.2. Instrumentations

    The materials and data collection instruments utilized in this study included the

following:

     One of the instructional materials was ‘Interchange’; the main course book at

Intermediate level, which was introduced by the institute and was obligatory to be

taught there. Other materials for teaching reading were chosen by considering the

length of the text (150-250 words). Due to time constrains, short reading passages

were selected from a variety of sources. The passages were chosen from reading

course books such as Interchange, Communicative reading skills 1, Select reading

and Reading through interaction. A total number of 20 reading texts were chosen

from the above-mentioned sources. Every session, two reading texts followed by

some multiple choice questions were used in the reading session. 

To collect data, the following instruments were used:

1. There was a pretest to homogenize the participants. The participants were

administered a PET (Preliminary English Test) test before starting the new

semester at their institutes. PET is a standard test for determining the
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proficiency of intermediate level students. This test contained 55 multiple-

choice items, 30 items tested the grammatical knowledge, and 25 items

examined the vocabulary knowledge of the learners. The test also contained

four reading comprehension exercises including matching, true-false, 

comprehension questions and a text with gaps.  A sample of the test is given

in Appendix A. 

2. Two post-tests were also used to determine the effect of vocabulary, syntax

and discourse-based teaching of reading comprehension on the participants’

reading comprehension ability. A post-test was administered immediately

after the treatment to see the effects of three ways of teaching reading on

learners’ short-term reading comprehension. For this reason, 3 reading

comprehension passages and 20 multiple choice questions were used

(Appendix B). The second post-test was administered 3 weeks after the

administration of the immediate post-test in order to investigate the delayed

effect of the above-mentioned treatments on the participants' reading

comprehension ability. The test included 3 reading comprehension passages

and 20 multiple-choice questions (Appendix C). 

3.3. Procedures

    To begin with, 90 intermediate level learners with the afore-mentioned

characteristics were selected. The participants were in three groups. In order to

determine the homogeneity of the participants, a proficiency test (PET) was

administered. It took 60 minutes. Results showed that the participants were more or

less at the same level. Having determined the type of treatment to be given to each of

the different groups, the treatment was given, which lasted over 10 sessions. The

participants took part in their English class twice a week. Each session lasted about

one and a half hour. Each group of participants received a different treatment. The

treatment consisted of the three different ways of teaching reading:

a) discourse-oriented

b) syntactic-oriented
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c) vocabulary-oriented

a)  Group A received two short passages in every session of their reading class. In

this group, the focus of reading instruction was on the discourse features of the

passages including factual genres, register and cohesion. For three sessions, the

participants in this group were taught cohesive devices, that is, references, 

conjunctions, ellipsis, substitution and lexical devices. For three sessions, the focus

was on the instruction of register, that is, field, tenor and mode. In the remaining four

sessions, the focus was on factual genres including exposition, exploration, report, 

description and discussion.  

  

b) Group B received two short passages in every session of their reading class. In this

group, the focus of reading instruction was on the students' knowledge of the

structure of each sentence. The instructor made students to focus on the syntactic

information of each sentence such as tense, subject-verb agreement, and different

clauses to get the meaning.    

c) Group C received two short reading passages in every session of their reading

class. In this group, the focus of reading instruction was on the vocabulary items of

the texts. The participants were supposed to read the text word by word and find the

meaning of each unknown word in order to be able to understand the general

meaning of the text. 

3.4. Data Analysis

    To test the research hypotheses and to answer the research questions, two separate

one-way ANOVA procedures were used; one to investigate the effect of different

ways of teaching reading on short-term L2 reading comprehension, and the other to

study the effect of the same ways of teaching reading on long-term L2 reading

comprehension.   
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Chapter Four:  Results and Discussion

4.1. Restatement of the Problem

     This study considers the effects of different ways of teaching reading on EFL

learners' reading comprehension ability. It is an attempt to investigate the differences

in the effectiveness of different ways of teaching reading (vocabulary, syntax, and

(SFL) discourse-oriented) on Iranian EFL learners' reading comprehension ability. 

    This chapter presents the quantitative results of the participants’ performances on

the two posttests. The results are presented in tables and figures. 

4.2. Results

4.2.1. Investigation of the First Research Question

    The first question attempted to investigate the differences in the effectiveness of

vocabulary, syntax, and (SFL) discourse-oriented teaching of reading on Iranian EFL

learners' short-term reading comprehension ability. A one-way ANOVA procedure

was used to analyze the participants' scores on the immediate post-test. Descriptive

statistics, including the mean, standard deviation, etc. are summarized in Table 1. 

Table1: Descriptive Statistics for the ANOVA on Reading Comprehension

N Mean Std. 

Deviation  

Std. 

Error

Minimum Maximum

  

discourse 30 18.3667 1.44993 .26472 15.00 20.00

syntax 30 16.9667 1.65015 .30127 13.00 20.00

vocabulary 30 16.2000 1.56249 .28527 13.00 20.00

Total 90 17.1778 1.78368 .18802 13.00 20.00

As it can be seen in the table, the discourse group has the highest mean ( =18.36), 

followed by the syntax ( =16.96), and the vocabulary ( =16.20) groups. The graphic

representation of the results (Chart 1) represents the differences among the groups

more conspicuously. 
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Figure 1: Performance of the Participants on the short-term Reading Comprehension

     In order to see whether or not the differences among the means are statistically

significant, the one way ANOVA procedure was run. The results of the ANOVA

procedure are given in Table 2. 

Table 2. The Result of the ANOVA Procedure on Reading Comprehension

Sumof

Squares df Mean Square     F Sig. 

Between Groups

Within Groups
72.422

210.733

2

87

36.211

2.422 14.950
.000

 
2
= 0.59

     Based on Table 2, since the F-value is statistically significant (F2, 87 = 14.95, p <

.05), we can safely claim that there are significant differences among the means of

the groups. So, the null hypothesis developed in chapter one is rejected. At the same

time, the index of the strength of association ( 
2

= 0.59) indicates that 59% of the

total variance in the dependent variable (reading comprehension) is accounted for by

the independent variable (presentation technique). This means that the remaining

41% of variance is left accounted for. To locate the differences among the means, a

post-hoc Scheffe test procedure was run, which yielded the following results. 



49

Table 3: Multiple Comparisons of Means for short-term Reading Comprehension

(I) group (J) group
Mean

Difference (I-J) Std. Error Sig. 

discourse Syntax 1.40000
*

.40185 .003

vocabulary 2.16667
*

.40185 .000

syntax vocabulary .76667 .40185 .168

*. The mean difference is significant at the 0.05 level. 

    A look at Table 3 makes it clear that although the difference between the syntax

and the vocabulary groups is not statistically significant, there are significant

differences between the discourse group and the other two groups. This means that

the participants of the discourse group have outperformed their counterparts in the

vocabulary and syntax groups. 

4.2.2. Investigation of the Second Research Question

    The second question attempted to investigate the differences in the effectiveness of

vocabulary, syntax, and (SFL) discourse-oriented teaching of reading on Iranian EFL

learners' long-term reading comprehension ability. A one-way ANOVA procedure

was used to analyze the participants’ scores on the delayed post-test. Descriptive

statistics, including the mean, standard deviation, etc. are summarized in Table 4. 

Table 4: Descriptive Statistics for the ANOVA on Reading Comprehension

N Mean Std. 

Deviation  

Std. 

Error

Minimum Maximum

  

discourse 30 18.0667 1.55216 .28338 15.00 20.00

syntax 30 16.7667 2.04574 .37350 13.00 20.00

vocabulary 30 15.5000 1.97833 .36119 13.00 20.00

Total 90 16.7778 2.12940 .22446 13.00 20.00

    As it can be seen in Table 4, the discourse group has the highest mean ( =18.36), 

followed by the syntax ( = 16.96), and the vocabulary ( = 16.20) groups. The

graphic representation of the results (Chart 2) shows the differences among the

groups more conspicuously. 
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Figure 2: Performance of the Participants on long-term Reading Comprehension

     

     To see whether or not the differences among the means are statistically significant, 

the one way ANOVA procedure was run. The results of the ANOVA procedure are

given in Table 5. 

Table 5. The Result of the ANOVA on long-term Reading Comprehension

Sumof

Squares df Mean Square    F Sig. 

Between Groups

Within Groups

98.822

304.733

2

87

49.411

3.503 14.107
.000

 
2
= 0.83

    Based on Table 5, since the F-value of 14.107 is statistically significant (F2,87 =

14.107, p < .05), we can safely claim that there are significant differences among the

means of the groups. So, the null hypothesis developed in chapter one is rejected. At

the same time, the index of the strength of association ( 
2

= 0.83) indicates that 83%

of the total variance in the dependent variable (reading comprehension) is accounted

for by the independent variable (presentation technique). This means that the

remaining 17% of variance is left accounted for. To locate the differences among the

means, a post-hoc Scheffe test procedure was run, which yielded the following

results. 
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Table 6: Multiple Comparisons of Means for long-term Reading Comprehension

(I) group (J) group

Mean ifference

(I-J) Std. Error Sig. 

discourse syntax 1.30000
*

.48323 .031

vocabulary 2.56667
*

.48323 .000

syntax vocabulary 1.26667 .48323 .037

*. The mean difference is significant at the 0.05 level. 

    A look at Table 6 makes it clear that there are significant differences between the

discourse and the syntax, between the discourse and the vocabulary, and between the

syntax and the vocabulary groups. In other words, the discourse-oriented teaching is

more effective on long-term reading comprehension than syntax-oriented teaching, 

which is, in turn, more effective than vocabulary-oriented teaching. 

4.3. Discussion

    The present study attempted to investigate the differences in the effectiveness of

vocabulary, syntax and (SFL) discourse-oriented teaching of reading on Iranian EFL

learners' reading comprehension ability. Regarding the first research question of this

study, the results indicated that there were significant differences between the

performance of the discourse and the vocabulary groups, as well as between the

discourse and the syntax groups on the immediate reading comprehension post-test. 

The results also showed that there was no significant difference between the

performance of the vocabulary and the syntax groups on the immediate post-test of

reading comprehension. 

      Some of the findings of this study are similar to those of the previous studies

(Aidinlou, 2012; Bridge & Winogard, 1982; Chapman, 1979; Cohen et al., 1979;

Cooper, 1984; Demel, 1996; Ebrahimpurtaher, 2011; Geva, 1992; Khatib & Safari, 

2011; Mirzapour &Ahmadi, 2011; Pierce, 1975) in that they, like the present study

emphasize the role of language learners' perception of cohesion on their reading

comprehension ability. 
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     Based on the results, it can be concluded that the Iranian students will have higher

performance on reading comprehension if they are given explicit instruction on (SFL)

discourse knowledge, which entails knowledge of different text types; knowledge of

the inevitable situational factors; that is, field, tenor and mode involved in

communicative events; and knowledge of cohesive devices, especially those specific

to written texts. These results support Aidinlou (2012), who suggests that explicit

instruction of systematic discourse-semantic knowledge will improve EFL learners'

reading comprehension ability. The findings of Aidonlou's study were similar to the

present study in that participant of the present study also received explicit instruction

on SFL-oriented discourse knowledge. The difference of Aidinlou's study with the

present study is that he did not compare the effectiveness of discourse-based method

of teaching reading with the effectiveness of syntax-based and vocabulary-based

instruction on reading comprehension. Another difference is that Aidinlou not only

studied the effect of discourse knowledge on reading comprehension, but also he

studied the effect of semantic knowledge.

    The findings of the present study also go in line with the result of a study

conducted by Chen and Yang (2006) on two groups of Taiwanese EFL learners. They

concluded that texts which were manipulated in accordance with the SFL theory

facilitated students’ reading comprehension, especially that of the students with low

prior knowledge. 

    The findings of this study also confirm those of Zhang (2008) that the overt

teaching of the formal background knowledge; that is to say, register and genre, 

brings about an increase in the recall of the main ideas of the reading passage at issue

and facilitates reading comprehension in consequence. The findings of Zhang's study

were similar to the present study since both studies explored the effectiveness of

teaching the formal background knowledge on EFL participants. The difference of

the present study with Zhang's study is that he attempted to explore the effects of

different formal schemata on reading comprehension rather than just studying the

effect of genre and register awareness on reading comprehension. Another difference

is that Zhang tested reading ability of participants by recall protocols and cloze test.   
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    This study also supports Carrell's (1985) contention that explicit teaching of text

structure facilitates reading comprehension. 

    Toledo (2005) believes that readers cannot grasp the message of the passage unless

they are aware of the knowledge of the contextual dimensions that constrain it at

different levels. This is supported by the findings of the present study, as the explicit

teaching of genre and register types referring to context of situation and context of

culture improved the learners' reading comprehension ability. 

    Meanwhile, the results of this study corroborate Goodman's (1967) claim that

reading is not a process of picking up information from the page in a letter-by-letter, 

word-by-word manner; rather, it is a selective process. He argues that fluent readers

do not have the time to look at all the words on a page and still read quickly; rather

they use the knowledge they bring to the reading and then read by predicting

information, sampling the text and confirming the prediction. The finding of the

present study also confirm those of Grabe (1988) that reading is comprehending; the

reader typically expects to understand what s/he is reading, rather than wondering

whether or not s/he will understand the text. According to Grellet (1981), it is always

preferable to start with overall meaning of the text, its function and aim, rather than

working on vocabulary or more specific ideas. She argues that one should start with

global understanding and move towards detailed understanding rather than working

the other way round. The results of the present study corroborate this claim.  

    Similarly, this study corroborates the results of Hosenfeld (1984) that more skillful

readers, while reading, skip words that they regard as unimportant to total phrase

meaning, and they replace an unknown word with the filler-word 'something' and

then decode it with one of the three strategies: 1. Use the remaining words in the

sentence as clues to its meaning; use the context of the preceding passage to decode

it; or decide the word is not needed in an adequate comprehension of the sentence. In

contrast, less skillful readers, while reading, stop at unknown words, and look them

up in the glossary. According to Hosenfeld, this habitual response to unknown words

makes less skillful readers to begin to read the second paragraph without the meaning

of the passage in mind.  
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     Based on the results of this study, discourse-oriented teaching of reading is the

best way in comparison to syntax and vocabulary-based teaching of reading. This

contradicts the finding of Hinkel (2006), who refers to the key role of bottom-up

processing and suggests that sentence and text level instruction should be worked

after working on phonics, word recognition and graphic knowledge.  

     The finding of this study also contradicts the finding of those studies which

underscore the importance of language skills for effective reading (Clark, 1988;

Devine, 1988; Laufer, 1997). The finding of this study supports those methods of

teaching of reading in which grammar lessons and vocabulary instruction as well as

recent attempts to integrate reading skills and language development are emphasized. 

In support of this position, Devine (1988) holds that low general proficiency causes

low reading achievement in a second language.  According to Laufer (1997), reading

comprehension is strongly related to vocabulary knowledge, more strongly than to

the other components of reading. 

     The observed discrepancy between the findings of the present study of those of the

above-mentioned studies could be partially attributed to the learners’ proficiency

levels. As it was discussed, this study used intermediate level participants. But, the

above-mentioned studies mostly used advanced learners. Another potential reason of

discrepancy could be due to the number of the learners who participated in the

present study. Large number of the participants in this study might produce different

results. Also, in this study gender was not considered as a variable which could be

another reason for producing different results. This study explored the effects of

awareness of cohesive ties, genre, and register on reading comprehension with

together. But, the above-mentioned studies mostly investigated the impact of only

one of the above-mentioned factors on reading comprehension. 

      Regarding the second research question of this study, the results indicated that

there were significant differences among the performance of the discourse, syntax

and vocabulary groups on the delayed reading comprehension post-test. The result

shows that discourse-based teaching has long-term effect on EFL learners' reading

comprehension ability. 
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     The results of this study go in line with a number of other studies (Kaivanpanah &

Zandi, 2009; Johnson, 1983; Shiotsu &Weir, 2007) in that they suggest the relative

superiority of syntactic knowledge over vocabulary knowledge in predicting

performance on reading comprehension. Johnson (1983), for example, believes that

the emphasis on the development of vocabulary knowledge in reading textbooks may

encourage word-by-word reading and, consequently, prevent ESL readers from the

development of the skill of processing syntax and context for meaning. Similarly, 

Shiotsu and Weir's (2007) study suggested the relative superiority of syntactic

knowledge over vocabulary knowledge in predicting performance on a reading

comprehension test. This finding also supports those of Kaivanpanah and Zandi

(2009) who found that grammatical knowledge explains a greater amount of variance

in learners' performance on reading comprehension tests than vocabulary knowledge. 

     The above mentioned conflicting areas are indicative of the need for further

research. Compared with most of the above mentioned studies which were carried out

in ESL setting, the present study was conducted in an EFL context and perhaps this is

what makes this study different from other studies. 
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Chapter Five: Conclusions and Implications

5.1. Introduction     

    In this section, the findings of the study are summarized. After a brief summary, 

some pedagogical implications and suggestions for further research are provided. 

5.2. Summary of the Findings

    The present study aimed at investigating whether or not there are significant

differences among the effects of different ways of teaching reading (vocabulary, 

syntax and discourse- based) on Iranian learners' reading comprehension ability. The

results of the immediate and delayed post tests showed that there were significant

differences among the effectiveness of three ways of teaching reading on learners'

reading comprehension ability. The results of the two One-Way ANOVA procedures

showed that the group which received discourse-based instruction had the best

performance, followed by the group which received syntax-based instruction. The

lowest performance was related to the group which received vocabulary-based

instruction. 

5.3. Conclusion

    The result of the present study indicated that the discourse-based teaching of

reading is the most effective way of teaching reading in comparison to the two other

ways; vocabulary and syntax-based teaching. Those participants who received

explicit instruction on cohesive ties, genre, and register performed better on both

reading comprehension tests. Based on the findings of this research, it can be

concluded that giving formal teaching about the register; that is, the field, tenor and

mode of the discourse, and the genre of different text types in accordance with the

systemic functional linguistics helps Iranian EFL learners to understand the global

discourse aspect of the reading comprehension passages better.  
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    The results of the delayed post-test also revealed that syntax-based teaching of

reading was better than the vocabulary based one. It seemed that word-by-word

reading prevented the participants from developing their skill of processing syntax

and context for comprehending the text. 

    To conclude, discourse-based teaching of reading provided the opportunity for

learners to pay attention to two important factors of a passage (cohesion and

coherence) to comprehend the text.

5.4. Pedagogical Implications

    The results of this study may have some pedagogical implications. As it was

mentioned in the previous chapters, formal teaching of the features of global

discourse helps students to understand and interpret the meaning of phrases, 

sentences and paragraphs of a text in relation to the context. 

    The findings of the present study can have significant implications for teachers. 

First, instead of encouraging students to read a text in a word by word or sentence by

sentence fashion, they can help them to understand features of global discourse to

interpret the text. Secondly, by knowing the advantages of understanding a text in

relation to its context of situation and context of culture, they can use formal teaching

of register and genre to help students in their general comprehension of a passage.  

    The present research can also have implications for students in that instead of the

traditional way of reading (word by word), they can try discourse-based reading in

which they can use features of global discourse, cohesion and coherence, to

understand and interpret meaning. 

5.5. Limitations and Delimitations of the Study

    The present study had the following limitations and delimitations. One limitation

of this study was that it was carried out only with pre-intermediate level students. 

Thus, learners at other proficiency levels were not included in this study. Gender was

not a variable in this study and the majority of participants were females. Thus, 

another limitation is the possible differences between the performances of male and
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female participants. Furthermore, this study was done in EFL context. Thus, the

results must be cautiously interpreted. The length of this study was another limitation. 

This study lasted for ten sessions. Another limitation of this study was that 90

learners participated in the present study; a larger number of participants may

increase the generalizability of the findings of this study.

5.6. Suggestion for Further Research

    For those who are interested in carrying out research in the area of reading

comprehension. The following suggestions are made: this study investigated the

differences in the effectiveness of, vocabulary, syntax, and discourse-based teaching

on intermediate level EFL learners' reading comprehension. Further investigation is

needed to provide stronger evidence for the effectiveness of different ways of

teaching reading at different levels of reading proficiency. 

    In addition, this study used multiple-choice questions to test learners’ reading

comprehension. Other ways of testing reading comprehension may provide more

precise results. 

    Furthermore, age can be an important independent variable that has not been taken

in to account in this study. Therefore, this study can be replicated with participants of

different age levels. 
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Appendix A: Preliminary English test (PET)

Grammar

1. How……. bread do you eat?

a) much

b) any

c) many

2. He doesn't……. my bicycle. 

a) likes

b) like

c) to like

3. When……. You have dinner?

a) does

b) do

c) are

4. My father……. Move house next year. 

a) going to  

b) is going to

c) going

5. James…… a lot of money at the restaurant. 

a) spended

b) spented

c) spent

6. I……. your father on the train yesterday. 

a) seed

b) saw

c) see

7. That's Joe and that's Anne. This is……. house. 

a) they're

b) their

c) there

8. We're boring! We haven't……. much today. 

a) did

b) do

c) done
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9. ……. he ever been to France?

a) has

b) have

c) did

10. What are …….?

a) this

b) that

c) those

11. Is he ……. Brother?  

a) your

b) you

c) you're

12. ……. it a hospital before?

a) was

b) were

c) did

13. I prefer jazz……. Rock 'n' roll. 

a) than

b) to

c) at

14. ……… did you stay at the restaurant?

a) how many

b) how long

c) how much

15. I've ……. been to North America. 

a) never

b) ever

c) have

16. ……. going to the cinema this evening. 

a) we don't

b) we're not

c) we isn't

17. I'm on holiday at the moment but I ……. in a hotel. 

a) work

b) 'm working
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c) working

18. Those ……. my pens. They're yours. 

a) isn't

b) aren't

c) don't

19. I'm going to walk to work……. Get fit. 

a) to

b) so

c) in

20. They've got three children. Julia is the middle …….. 

a) ones

b) children

c) one

21. …….. she your sister?

a) are

b) do

c) is

22. I always……. a raincoat in winter. 

a) carry

b) carrying

c) to carry

23. He …… play the piano. 

a) don't can

b) can't

c) can't to

24. He …… football on Saturdays afternoons. 

a) play

b) plays

c) playing

25. I don't want…… home yet. 

a) to go

b) go

c) going

26. How …… eggs do we need?

a) much
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b) many

c) cost

27. Paul and Susan ……. the car. 

a) didn't bought

b) didn't buy

c) didn't to buy

28. What do you……. for lunch?

a) eat usually

b) usually eat

c) usually to eat

29. I think English is …….. than math. 

a) easier

b) more easy

c) easy

30. At the moment I …… my oldest jacket. 

a) wear

b) 'm wearing

c) 'm wear

Vocabulary

1.  The opposite of 'forwards' is …….. 

a) backwards

b) in front

c) behind

2. Try to get home before rush……. 

a) time

b) hour

c) traffic

3. The opposite of loose is……

a) find

b) tight

c) baggy

4. He eats fast food every day. It's very……  

a) fat
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b) healthy

c) unhealthy

5. Justine has got fair….. 

a) hair

b) ears

c) eyes

6. John doesn't like talking to people at parties. He's ……

a) friendly

b) shy

c) a party animal

7. Her apartment is on the …… floor. 

a) thirteenth

b) thirteen

c) lowest

8. She's about 50. She's ……

a) middle-ages

b) medium-aged

c) middle-aged

9. What did you ……. for breakfast?

a) go

b) have

c) leave

10. Who is your favorite…….?

a) song

b) singer

c) show

11. This book is great. It's very……. 

a) useless

b) useful

c) usefully

12. I receive about 20 texts ……. every day. 

a) letters

b) mails

c) messages

13. My mother's or father's sister is my……. 



77

a) cousin

b) aunt

c) niece

14. We study past events in ………. 

a) sociology

b) history

c) mathematics

15. He's short-sighted. He wears…….. 

a) glasses

b) spectators

c) binoculars

16. The opposite of 'hungry' is …….. 

a) thirsty

b) full

c) famished

17. Will you ……. the match on TV tomorrow night?

a) watch

b) look

c) see

18. There were four ……. in the car. 

a) persons

b) peoples

c) people

19. It's the ……. time he has lost his phone. 

a) two

b) second

c) twice

20. Do you like …… films?

a) horror

b) boring

c) rock 'n' roll

21. Can you put the plates in the ……. 

a) washing machine

b) cooker

c) dishwasher
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22. There is an excellent art……. In the own. 

a) gallery

b) station

c) factory

23. it's going to rain. I hope you brought your……?

a) dinner

b) umbrella

c) bicycle

24. Have you got any……. paper for present?

a) wrapping

b) wrap

c) wrapper

25. Can you give him something to drink? He's very……. 

a) thirsty

b) tired

c) hungry

Reading comprehension

Part 1: Matching

In this part, you have to match five people to eight texts. 

The people all want to attend a course. Read the descriptions of eight courses. Decide which course

would be the most suitable for the each person. For Questions 1-5, select the best course. 

A - Form and Color

This is year-long course is perfect for people who want to learn about how to use a camera and who

want to take it up as a profession.  Students will learn how to use light and shade, color and

different shapes.  The course will also teach students to change their work using computer

technology.  Tips will be given on how best to get started in the profession. 

B - Practice makes Perfect

Learn about how to use computer software to make your work life easier.  This course is designed

for people who use computers regularly as part of their career, but who feel they are unable to make

the most of the technology.  Learn about new software for storing documents and photographs and

keeping records.  This evening class runs for ten weeks from September to December. 
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C - Armchair Explorer

This is a series of daytime lectures by people who have lived and worked in wild places.  Each of

the six talks will focus on a different continent.  Lecturers will show photographs of the animals and

plants, and explain why they are only found in one area.  Lecturers will include Leo Holland, a

scientist from the Antarctic project, and Milly Oliphant, who researches birds in the Amazon

rainforest.  Tea and Biscuits provided. 

D - Art Starter

Are you interested in a career in art?  If so, this full-time, eight-week course will be perfect for you.  

Learn about different methods used by artists, including painting, drawing, photography and

computer design.  Artists will create work for an exhibition which will be displayed in the Town

Hall for one month in September.  Top businessmen and women from the design industry will be

invited to attend the exhibition, so this could be a great start to your career!  

E – Wild Design                                                          

Whether you want a career in art, or you just want to enjoy your hobby, this    holiday course is for

you.  Wild Design is a two-week summer course situated on the wild coast of South Wales.  We

teach all kinds of art, including photography and painting, and the wild sea, beautiful flowers and

great wildlife will definitely give you lots of creative ideas.  Even if you already have a good

understanding of art, you are sure to learn something new from our team of professional tutors.   

F - Explore your Imagination

Do you want to show your friends a photograph of you beside the Egyptian pyramids or in the

jungles of Borneo?  Well now you can tell your friends that you have travelled the world without

actually leaving the country!  Join this evening class and learn how to use the latest technology and

software to change photographs to a professional standard.  You will also learn how to make your

own computer designs using the computer programs used by professionals. 

G - Technology for You

Do you feel as if everyone is using a computer except you? Join in this five-day course and learn

the basics.  You’ll learn how to store your personal files, send emails and use simple program to

write and print letters.  In the afternoons you will have the choice of either learning how to make

Birthday Cards and other designs on a computer, or you can join our ‘Basic computers for Work’

class. 

H - Wildlife Photographer

Travel to a different wild place every week and learn how to take photographs of animals, plants

and scenery.  Our expert teachers will advise you how to take the best pictures.  This course will run

for six weeks on Saturdays.  Students should already have a good understanding of photography

and their own equipment.  The class is suitable for everyone, as there is very little walking involved. 
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Question 1    

Harriet is 71, and is interested in painting and drawing. She would

like to go somewhere in the summer where she can learn new tips

and paint attractive scenery. 

a) Form and color

b) Practice makes perfect

c) Armchair explorer

d) Art starter

e) Wild design

f) Explore your imagination

g) Technology for you

Question 2    

Belinda works for a large Art Company and she feels she needs to

improve her computer skills. She already has a basic understanding

of some common computer programs, but she wants to learn how

to organize her work and store information. 

a) Form and color

b) Practice makes perfect

c) Armchair explorer

d) Art starter

e) Wild design

f) Explore your imagination

g) Technology for you

Question 3    

Jenny is interested in a career in design, and wants to learn how to

create art and change photographs using special computer

programs. She wants a course that will fit into her normal school

day. 

a) Form and color

b) Practice makes perfect
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c) Armchair explorer

d) Art starter

e) Wild design

f) Explore your imagination

g) Technology for you

Question 4    

George is unable to travel because he has difficulty walking, but he

wants to learn more about the wildlife and scenery in different

parts of the world.  

a) Form and color

b) Practice makes perfect

c) Armchair explorer

d) Art starter

e) Wild design

f) Explore your imagination

g) Technology for you

Question 5    

Chris wants a change in career, so he’s looking for a full-time   

course in which he can learn everything there is to know about

photography and how to use computers to change and sell his work. 

a) Form and color

b) Practice makes perfect

c) Armchair explorer

d) Art starter

e) Wild design

f) Explore your imagination

g) Technology for you
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Part 2: true/false questions

In this part of the exam you need to read a long text and answer 10 True/False questions.  

Read the text about some English villages. Then look at the sentences at the bottom of the page and

decide if each sentence is True or False.  

Explore the Villages around Hartbridge

Many visitors come to Hartbridge to see the wonderful art galleries and museums, the beautiful

buildings and the fantastic parks. Few people go outside the city, and so they miss out on

experiencing the scenery and the fascinating history of this beautiful area. This brochure will tell

you what you can see if you take a short bus ride out of the city. 

Camberwell

The historic village of Camberwell was once the home of the wealthy Hugo family. They lived in a

huge country house, Camberwell Court, and owned all the land in the area. The family sold their

house in the 1940s, and it is now open to the public. You can spend a whole day walking around the

house and gardens. There is a small exhibition about the family, a children’s play area, a gift shop

and a restaurant. But the village of Camberwell is also worth a visit. There are some beautiful

cottages with well kept gardens, and there is a small church which dates back to the eleventh

century. To get to Camberwell, take Bus 46 from the Bus station. Buses leave every two hours. 

Hidcot

Hidcot is an attractive village situated on the River Owell. Wildlife lovers should visit the Nature

Park to the south of the village, where there are large numbers of rare birds and flowers. However, 

you will probably see plenty of wildlife from the bridge in the village centre! In Hidcot, you can

take a two-hour river cruise - a great way to see the countryside and learn about the local wildlife

from a guide. If you prefer to explore the river by yourself, it’s well worth walking one and a half

miles along the river to the pub ‘The Boat’ which cannot be reached by road. Here, you can hire

small boats and explore the river at your leisure. To get to Hidcot, take Bus 7A to Reeford. Hidcot

is half way between Hartbridge and Reeford. 
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Tatterbridge

The beautiful village of Tatterbridge was home to the children’s writer Jane Potter, whose stories of

Benjamin Bear are loved by adults and children around the world. Jane Potter’s home is now a

museum and tea shop, and is well worth a visit just for its wonderful gardens. It also has a gift shop

where you can buy souvenirs and books. Tatterbridge has a number of interesting shops including

an excellent cake shop, and ‘Wendy’s Giftshop’ where you can find lots of unusual gifts made by

hand by local artists. Lovers of Jane Potter’s books should also walk to the Green Valley woods, 

which have not changed since Jane Potter wrote her stories there one hundred years ago. 

To get to Tatterbridge, take Bus 4 from outside the cinema. It takes about 40 minutes to get there. 

Moordale

This old industrial village is the highest village in the area. Here in the hills, coal was found in the

late eighteenth century, and people came here in great numbers to take it out of the ground and

transport it to the nearby towns. Many industries grew up in the area, including a paper factory and

a cotton factory. The industries all closed down in the nineteenth century, and since then Moordale

has gone back to being a quiet farming village. However, if you walk from the village centre up the

steep hill to the north, you can still see the paths where horses used to carry the coal. There is a four

mile walk around the village which has some amazing views, but walkers are must be careful as the

path is steep in places and they could slip. To get to Moordale, take Bus 7A to Reeford, and then

take the number 38 bus to Moordale.  

1. It is unusual for visitors to visit the villages near Hartbridge.  

2. The Hugo family allows people to visit their current home.  

3. The leaflet advises visitors not to spend all day at Camberwell Court.  

4. You can hire small boats from the bridge in Hidcot.  

5. You can take the bus directly to ‘The Boat’ pub near Hidcot.  

6. The leaflet says that the gardens are the best part of Jane Potter’s home.  

7. Jane Potter wrote her books in the Green Valley woods.  

8. You can visit the paper factory and the cotton factory in Moordale.  

9. You will see horses on farms as you walk around Moordale.  

10. You can get to all four villages directly from Hartbridge. 
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Part 3: comprehension questions

In this part of the exam you need to read a long text and answer 5 multiple choice questions. 

Read the text and then answer questions 1-5. 

     Different Colors can affect us in many different ways; that’s according to Verity Allen.  In her

new series ‘Color me Healthy’, Verity looks at the ways that colors can influence how hard we

work and the choices we make.  They can even change our emotions and even influence how

healthy we are.   

    ‘Have you ever noticed how people always use the same colors for the same things?’ says

Verity.  ‘Our toothpaste is always white or blue or maybe red.  It’s never green.  Why not?  For

some reason we think that blue and white is clean, while we think of green products as being a bit

disgusting.  It’s the same for businesses.  We respect a company which writes its name in blue or

black, but we don’t respect one that uses pink or orange.  People who design new products can use

these ideas to influence what we buy.’

     During this four-part series, Verity studies eight different colors, two colors in each program.  

She meets people who work in all aspects of the color industry, from people who design food

packets, to people who name the colors of lipsticks.  Some of the people she meets clearly have

very little scientific knowledge to support their ideas, such as the American ‘Color Doctor’ who

believes that serious diseases can be cured by the use of colored lights.  However, she also

interviews real scientists who are studying the effects of green and red lights on mice, with some

surprising results.   

     Overall, it’s an interesting show, and anyone who watches it will probably find out something

new.  But because Verity is goes out of her way to be polite to everyone she meets on the series, it’s

up to the viewers to make their own decisions about how much they should believe. 

1. What is the writer doing in this text?

a) giving information about how colours influence us

b) reporting what happens in a new television series

c) giving information about a television presenter

d) giving his opinion of a recent television show

2. Which of the following shows the probable content of the four shows?

a) Part 1 – Health; Part 2 – Products and Industry; Part 3 – Emotions; Part 4 – Decisions

b) Part 1 – Blue and Black; Part 2 – Red and Orange; Part 3 – White and Grey; Part 4 – Green and

Yellow
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c) Part 1 – Meeting Designers; Part 2 – Meeting People who Name Colors; Part 3 – Meeting

Doctors; Part 4 – Meeting Scientists

d) Part 1 – Cleaning Products; Part 2 – Make-up; Part 3 – Clothes; Part 4 – Food

3. According to Verity, why is a knowledge of color important?

a) It can help you to choose the best products.  

b) It can give you new ideas. 

c) It can help you to change people’s minds. 

d) It can help you to sell products. 

4. Who does the writer respect least?

a) Verity Allen

b) The people who name lipsticks

c) The ‘Colour Doctor’

d) The scientists who work with mice

5. Which of the following would make a good title for the text?

a) Enjoy it, but don’t believe everything. 

b) Another great show from Verity Allen! Five Stars!

c) Don’t miss this if you work in Business!

d) Watch this program! It will make you healthy!  

Part 4: text with gaps

In this part of the exam you need to fill 10 gaps in a short text. 

Read the text below and choose the correct word for each space. 

 !"#$%&'"(!)*&
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Appendix B: The reading texts used as immediate post-test

Reading (1)

Directions: Read the passage. Then answer the questions below. 

       

        Many people like to eat pizza, but not everyone knows how to make it. Making the perfect

pizza can be complicated, but there are lots of ways for you to make a more basic version at home. 

        When you make pizza, you must begin with the crust. The crust can be hard to make. If you

want to make the crust yourself, you will have to make dough using flour, water, and yeast. You

will have to knead the dough with your hands. If you do not have enough time to do this, you can

use a prepared crust that you buy from the store. 

        After you have chosen your crust, you must then add the sauce. Making your own sauce from

scratch can take a long time. You have to buy tomatoes, peel them, and then cook them with spices. 

If this sounds like too much work, you can also purchase jarred sauce from the store. Many jarred

sauces taste almost as good as the kind you make at home.  

        Now that you have your crust add your sauce, you need to add the cheese. Cheese comes from

milk, which comes from cows. Do you have a cow in your backyard? Do you know how to milk the

cow? Do you know how to turn that milk into cheese? If not, you might want to buy cheese from the

grocery store instead of making it yourself. 

        When you have the crust, sauce, and cheese ready, you can add other toppings. Some people

like to put meat on their pizza, while other people like to add vegetables. Some people even like to

add pineapple! The best part of making a pizza at home is that you can customize it by adding your

own favorite ingredients. 

   

Questions

1. The author's main purpose in writing this passage is to

A. Describe the history of pizza

B. Teach a healthier way to make pizza

C. Outline steps to make a basic pizza at home  

D. Provide tips about how to make your pizza especially delicious
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2. In paragraph 3, the author writes." Many jarred taste almost as good as the kind you make at

home." The purpose of this statement is to

A. clarify a later statement

B. provide an example

C. clarify an earlier statement

D. support the previous paragraph

3. In paragraph 4, the author asks a series of questions in order to

A.  Support the idea that most people cannot make homemade cheese

B.  Reinforce the idea that most people probably live on farms

C.  Prove that store-bought cheese tastes better than homemade  

D.  Emphasize the superiority of homemade cheese over store bought cheese

4. As used in paragraph 5, which is the best definition for customize?

A. to make personal

B. to prepare for more than one

C. to eat while hot  

D. to desire

5. According to the author, which of the following ingredients do you need to have ready before

you can add the toppings?

A. crust

B. crust and sauce

C. sauce and cheese  

D. crust, sauce and cheese

6. Which of the following words best describe how the author feels about making pizza from

scratch?

A. helpful

B. understanding

C. enthusiastic  

D. negative



89

7. Which of the following conclusions would work best at the end of this passage?

A.  Although the crust, sauce, and toppings are all important ingredients in pizza, it is clear that the

cheese is most important. Therefore, be sure your cheese is homemade. 

B.  It can be understood that making your pizza from should be avoided at all costs. Use store

bought ingredients and save yourself a heap of trouble. 

C.  As you can see, cooking a pizza can be fun, but it can also be very expensive. But, as you can

see, the best things are worth paying for. 

D.  Once you have prepared the crust, sauce, cheese, and toppings, you are ready to bake your  

Pizza.  I think you will see that making pizza at home can be a good alternative to purchasing it

from the store  

Reading (2)

Directions: Read the passage. Then answer the questions below

      Many people who are looking to get a pet dog get a puppy. There are many reasons why people

get puppies. After all, puppies are cute, friendly, and playful. But even though puppies make good

pets, there are good reasons why you should consider getting an adult dog instead.  

     When you get a puppy, you have to teach it how to behave. You have to make sure that the

puppy is housebroken so that it does not go to the bathroom inside the house. You have to teach the

puppy not to jump up on your guests or chew on your shoes. You have to train the puppy to walk on

a leash. This is a lot of work.  

     On the other hand, when you get an adult dog, there is a good chance that it will already know

how to do all of the previously mentioned things. Many adult dogs have already been housebroken. 

Many adult dogs will not jump on or chew things that you do not want them to jump on or chew. 

Many adult dogs will be able to walk on a leash without pulling you to the other side of the street.  

     Puppies also have a lot of energy and want to play all of the time. This can be fun, but you might

not want to play as much as your puppy does. Puppies will not always sleep through the night or let

you relax as you watch television.  

     On the other hand, most adult dogs will wait on you to play. What is more, they will sleep when

you are sleeping and are happy to watch television on the couch right beside you.  

     There is one last reason why you should get an adult dog instead of a puppy. When most people

go to the pound to get a dog, they get a puppy. This means that many adult dogs spend a lot of time

in the pound, and some never find good homes. So if you are looking to get a dog for a pet, you

should think about getting an adult dog. They are good pets who need good homes. 
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Questions

1) The author apparently thinks that puppies are  

A. bad pets because they take too much work to own  

B. friendly, playful, and a lot of work  

C. not as cute as adult dogs  

D. not as playful as adult dogs  

2) The main purpose of paragraph 2 is to explain how puppies  

A. are very immature  

B. do not make good pets  

C. can be very destructive  

D. are a lot of work  

3) As used in paragraph 3, which is the best example of a dog that is housebroken?  

A. Spot goes outside to use the bathroom.  

B. Rex always breaks things inside of the house.  

C. Rover never jumps on guests.  

D. Muffin chews on people’s shoes.  

4) According to the passage, why are adult dogs easier to take care of than puppies?  

I. Puppies need to learn how to walk nicely on a leash.  

II. Adult dogs have less energy than puppies do.  

III. It is harder for adult dogs to find a home than it is for puppies.  

A. l only  

B. I and II only  

C. II and III only  

D. I, II, and III  

5) Based on information in the passage, which of the following statements is false?  

A. Puppies have a lot of energy.  

B. Puppies need a lot of attention.  

C. Adult dogs do not like to play.  

D. Adult dogs do not need eat very much.  

6) The author begins paragraphs 3 and 5 with the phrase, "On the other hand." This phrase is used

to  

A. highlight an example  

B. contrast previous information  

C. contradict a later statement  

D. support the upcoming paragraph  

7) In the final paragraph, the author says, "many adult dogs spend a lot of time in the pound, and

some never find good homes." Based on what you have read in the passage, why is this most likely

the case?  

A. People see adult dogs as unhappy and dangerous, while they see puppies as cute and friendly.  
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B. People understand that most adult dogs still need to a lot of training before they understand how

to behave properly.  

C. People think that puppies are cute and playful and do not always think about how much work it

will take to train them. 

  

D. People do not want to get a dog that does not have much time left to live.  

8) Based on information in the passage, it can be understood that someone who owns a puppy must

be  

A. strict  

B. serious  

C. careful  

D. responsible

Reading (3)

Directions: Read the passage. Then answer the questions below. 

      What do you do with your orange peels and corn cobs after you are done eating? Most people

throw them in the trash can. But food leftovers do not have to go into the trash. They are

biodegradable, which means that they can be broken down by bacteria into natural materials. People

who like to garden often put their fruit and vegetable scraps in a special place known as a compost

pile.  

      A compost pile is a spot outdoors where food waste can break down into compost, which

gardeners use. This process takes several months. Once the compost is created, people spread this

mixture in their gardens to add nutrients to the soil. The compost in the soil helps new plants grow

in the garden.  

     How do you take care of a compost pile? It needs air, water, and heat. Bacteria and other

microorganisms break down the food waste into more basic elements like water and carbon dioxide. 

This process requires oxygen, so people use a shovel to turn compost regularly and help air reach all

parts of the pile. The pile cannot dry out, so it should be covered to keep moisture in. Finally, heat

speeds up the process. This means a compost pile should be in the sun for at least part of the day.  

     Food leftovers are not the only things that turn into compost. You can also add yard waste like

grass clippings, dried leaves, and straw. In fact, you should add these things to create a healthy

balance in your compost. But do not add any weeds to your compost pile unless you want to grow

weeds in your garden! Sometimes seeds are left behind in the compost. This can be a welcome

surprise if you find a tomato plant sprouting where you had not planted one. The tomato seed was

hiding in the compost, waiting to begin a new life in the garden. 

Questions

1) Gardeners use compost to  

A. reduce the amount of trash on the planet  

B. break down food waste  
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C. add nutrients to the soil  

D. take care of bacteria and other microorganisms  

2) To take care of a compost pile you have to  

I. turn it regularly  

II. cover it  

III. make sure it is in the sun for at least part of the day  

A. I only  

B. I and II only  

C. II and III only  

D. I, II, and III  

3) People should start a compost pile if they  

A. need compost right away  

B. do not like to garden  

C. want to put their food waste to good use  

D. eat oranges and corn  

4) You should not put weeds in a compost pile because  

A. they do not create a healthy balance  

B. food leftovers are the only things that turn into compost  

C. you do not want surprise plants growing in your garden  

D. the seeds can create new weeds in your garden  

5) The author apparently believes that a tomato plant  

A. is not a weed  

B. should not go in a compost pile  

C. is the best thing a gardener can grow  

D. requires compost to grow  
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Appendix C: Three reading texts were used as delayed post-test

Reading (1)

Directions: Read the passage. Then answer the questions below. 

     Marcia says that all of her friends have a cell phone, but Marcia’s mom doesn't want to buy her

one. Marcia's mom doesn't want Marcia to play video games either. What is more, the Internet

scares her. Marcia's mom says, “If Marcia has a cell phone, how do we know whom she is talking

to? Video games are bad for you. The Internet is dangerous and uncontrolled. It’s like having a gun

in the house. We should just ban her from using the computer, and I'm not buying her a cell phone

until she is eighteen. This is the only way we can be sure that Marcia is safe."

  

     Marcia’s dad disagrees with Marcia's mom. Although he agrees that there are some dangers to it, 

he likes the Internet, and finds it to be very useful. “The trouble is,” he says, “We just can’t stop

Marcia from using the Internet, as this would put her at a disadvantage. What is more, I like video

games. I think that, when played in moderation, they are fun. Obviously, it is not good to play them

without restraint or self-control. Finally, I think Marcia needs a cell phone. We can’t take these

things away.”

  

Questions

1) Which of the following best describes the difference between Marcia's mom and Marcia's dad?  

A. Mom wants to ban Marcia from using the computer, while dad likes to play video games.  

B. Mom thinks technology is dangerous, while dad thinks it can be useful.  

C. Mom cares little about Marcia's future, while dad is very supportive.  

D. Mom is very strict while Dad is open minded.  

2) Which of the following best describes the similarity between Marcia's mom and Marcia's dad?  

A. Mom and dad both like technology.  

B. Mom and dad both think video games are bad.  

C. Mom and dad both think the internet is dangerous.  

D. Mom and dad both care about Marcia's wellbeing. 

  

3) In paragraph 1, Marcia's mom says, "It's like having a gun in the house." She says this in order to  

A. support the idea that the Internet is dangerous  

B. reject the claim that guns can be safe if used responsibly  

C. encourage Marcia's dad to purchase a gun  

D. explain why the Internet is uncontrolled  

4) In paragraph 2, Marcia's dad says, "We just can’t stop Marcia from using the Internet, as this

would put her at a disadvantage." What does Marcia's dad mean by this?  

A. Marcia needs to learn how to use the internet if she wants to have friends in the future.  

B. Marcia should not stop using the internet because this will seriously slow her learning. 

  

C. If a person's ability to use the internet becomes important in the future, Marcia will be at a loss.  
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D. If Marcia does not learn to use the internet on her own, then she will never learn to recognize its

dangers

5) In paragraph 2, Marcia's dad says, "Finally, I think Marcia needs a cell phone." Given what you

know about Marcia’s mom’s concerns, what is the best reason Marcia's dad can provide to convince

Marcia's mom that Marcia needs a cell phone?  

A. Marcia can use her cell phone to talk to her friends, instead of needing to borrow one of ours. 

B. Having a cell phone will teach Marcia how to use new technology.  

C. Because all of her friends have one, it would be unfair to disallow Marcia to have a cell phone.  

D. If Marcia's is in trouble she can use her cell phone to call for help. 

  

6) Which of the following describes a level of game play that Marcia' dad would disapprove of?

  

A. On Saturday, Marcia plays video games all evening. The next day, she wakes up early and goes

for a walk through the woods near her house. When her friend calls Marcia, they talk about what

they are going to wear to school on Monday.  

B. Marcia plays video games for an hour or two. Then she eats lunch and meets her friends at the

skating rink. That night, Marcia and her friends go to see a movie.  

C. Marcia plays video games all morning. When her friends ask her to come play outside, Marcia

tells them that she is too busy and continues to play.  

D. Marcia plays video games for an hour every day for five days straight. During these days, she

does not watch any TV.  

7) Marcia's mom can best be described as

A. ridiculous  

B. careful  

C. cruel  

D. rude  

8) Marcia's dad can best be described as  

A. shameless  

B. foolish  

C. wild  

D. reasonable
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9) Which of the following would be the best way for Marcia to change the way her mom thinks

about technology?

A. Read her a newspaper article that talks about the importance of technology.  

B. Provide her an instruction manual detailing how the latest cell phone functions.  

C. Take her to the library and show her the top five most popular internet websites.  

D. Spend the weekend playing video games with her. 

Reading (2)

Directions: Read the passage. Then answer the questions below. 

      Have you ever heard someone use the phrase “once in a blue moon?” People use this expression

to describe something that they do not do very often. For example, someone might say that he tries

to avoid eating sweets because they are unhealthy, but will eat chocolate “once in a blue moon.” Or

someone who does not usually like to go to the beach might say “I visit the shore once in a blue

moon.” While many people use this phrase, not everyone knows the meaning behind it.  

     The first thing to know is that the moon itself is never actually blue. This is just an expression. 

The phrase “blue moon” actually has to do with the shape of the moon, not the color.  

     As the moon travels around the earth, it appears to change shape. We associate certain names

with certain shapes of the moon. For example, when we can see a small part of the moon, it is called

a crescent moon. A crescent is a shape that looks like the tip of a fingernail. When we cannot see

the moon at all, it is called a new moon. When we can see the entire moon, it is called a full moon. 

Usually, there is only one full moon every month. Sometimes, however, there will be two full

moons in one month. When this happens, the second full moon is called a “blue moon.”  

     Over the next 20 years, there will only be 15 blue moons. As you can see, a blue moon is a very

rare event. This fact has led people to use the expression “once in a blue moon” to describe other

very rare events in their lives.  

Questions

  

1) Which of the following would be a good example of someone doing something “once in a blue

moon”?  

A. Mary likes to go to the mountains every weekend. Mary goes to the mountains once in a blue

moon.  

B. Tom rarely remembers to take out the trash. Tom takes out the trash once in a blue moon.  
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C. Cindy hates to wash the dishes. Nevertheless, she does it every day. Cindy washes the dishes

once in a blue moon.  

D. Ming sometimes forgets to do his homework. Ming forgets to do his homework once in a blue

moon.  

2) When does a blue moon happen in nature?  

A. when there are two full moons in one month  

B. when the moon has a blue color  

C. when we cannot see the moon at all  

D. when we can only see a small part of the moon  

3) Using the passage as a guide, it can be understood that which of the following sentences does not

contain an expression?  

A. Thomas has lost his mind.  

B. An apple a day keeps the doctor away.  

C. I'll mow the grass after I finish my homework.  

D. It's never a bad time to start something new.  

4) As described in paragraph 3, what is another example of something that has a crescent shape?  

A. your thumb  

B. a distant star  

C. the letter “C”  

D. the letter "H"  

5) In the final paragraph, the author states: “Over the next 20 years, there will only be 15 blue

moons.” This means that over the next 20 years, a blue moon will happen  

A. once a year  

B. less than once a year  

C. more than once a year  

D. not enough information is provided  

6) In the final paragraph the author writes, "As you can see, a blue moon is a very rare event." The

purpose of this statement is to  

A. answer an earlier question  

B. provide an example  
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C. support an upcoming conclusion  

D. challenge a previous statement  

Reading (3)

Directions: Read the passage. Then answer the questions below. 

      Where does chocolate come from? Believe it or not, it grows on trees. Not as a sweet chocolate

candy bar wrapped in foil, but as a cocoa bean.  

      These cocoa beans grow on a cacao tree, which is found in tropical areas such as Central and

South America. The fruit of these trees are called pods, and they are long and hard. Inside the pods

is a soft, white pulp that surrounds the thirty or so seeds. These seeds are what we call cocoa beans. 

They are very hard and bitter to the taste.  

      To make chocolate, people start by carefully taking the beans out of the pods, still covered in

the white pulp, and leaving them in a bucket. The bucket is often covered with banana leaves and

left for anywhere from a few days to a few weeks. This process is called fermenting. Then the beans

are left to dry in the sun. Fermenting and drying the beans makes them less bitter. Then the beans

are shipped to a factory to be turned into chocolate.  

     At the factory, beans are roasted in ovens to bring out their flavor. After roasting, the outer

covering of the bean is removed. The inner bean is then crushed to form a paste known as chocolate

liquor.  

     From this paste, people can either make cocoa powder or the chocolate we buy in stores. To

make cocoa powder, the paste is crushed and pressed repeatedly to remove the fat, leaving behind

only a dry, ground powder. To make chocolate, people need to add other ingredients to the paste

such as milk, sugar, and cocoa butter. They then mix and heat the concoction several times to create

a substance we would recognize as chocolate. It may even have fruit, nuts, or candy added to it

before it is molded into a shape.  

     Considering all that must happen to turn a bitter cocoa bean into a chocolate bar, a dollar seems

like a small price to pay for such a delicious sweet treat.  

Questions

1) To make chocolate, what is the first thing people must do to the cocoa beans?  

A. leave them in a bucket  

B. roast them in an oven  

C. dry them in the sun  

D. ship them to the factory  
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2) After reading this passage, what can the reader conclude about chocolate?  

A. Chocolate is only made in Central and South America.  

B. People could make their own chocolate at home.  

C. There are many steps involved in making chocolate.  

D. It is too expensive to make chocolate.  

3) According to the passage, which of these items is needed to make the chocolate that is available

in stores?  

A. fruit  

B. nuts  

C. candy  

D. sugar  

4) As used in paragraph 5, which of the following best describes a concoction?  

A. To make the smoothie, Daryl blended strawberries, bananas, yogurt, and juice.  

B. When Jenna left the room, the pot of milk boiled for twenty minutes before boiling over.  

C. A sprinkle of powdered sugar on top makes everything sweeter.  

D. Elaine heated the lasagna, froze it, and then heated it again before serving it two weeks later.  

5) Based on information in the passage, it can be understood that the chocolate sold in stores is

different from cocoa beans because chocolate is  

A. sweet and cocoa beans are bitter  

B. cheap and cocoa beans are expensive  

C. a dry powder and cocoa beans are not  

D. uncooked and cocoa beans are cooked  
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