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ÖZET 

Bu çalışmada meti.1 okıJına esnasında kcırşıla ., ıiaıo anlamı bil inmeyeP İngilizce 

kelimelerin anlarrolarım tahınİn etmenin okuduğunu anlamava katkı~ ı araştınlmştıı . 

Metinde geçen anlanıı bi inmeyen ke .imelerin tahmini konusund öğren:::iler1n bilinçlerinin 

artınlmasryla öğrenci lerin okuduklanm an .. amada daı.a başa ı li ciacal-Jan varsaydım ştı r . 

Sözü edilen konunun araştırlması amacıyla Afyon Kocatepe Anadolu Lisesi Lise ll . 

Sıruf öğrencil eriyle deneysel bir çalışma yapılrruştır. 23 ' er kişiden oluşan iki gruptan biri 

deney, diğeri de kontrol grubu olmuştur. 

Gruplar 16 ders saatinden oluşan çalışma süresince Interactions ı adlı kitaptan alınan 

8 tane metin okumuşlardır. Kontrol grubunda anlarru bilinmeyen kelimelerin anlamı 

verilirken, deney grubunda ise anlamı bilinmeyen kelimelerin anlamlarını metnin sunduğu 

ipuçlarından yararlanarak tahmin etme konusunda öğrenciler bilinçlendiriimişlerdir. 

Gruplara 2 ayrı metinden oluşan ve her biri 1 O tane çoktan seçmeli , 1 O tane açık uç.lu, 

ve ı O tane kelime tahmini sorusundan oluşan bir ön ve bir son test verilmiştir. 

İstatistiksel analizler sonucunda her iki grubun da metinleri anlama açısından ön test 

ile son test arasında gelişme kaydettikleri gözlenmiştir. Kontrol Grubu ile Deney 

Gurubu'nun karşılaştınlması sonucunda Deney Grubu'nun Kontrol Grubun'a oranla her 

üç soru gıubunda da daha başarılı oldukları gözlenmiştir . 
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Sonuç ola ak cıal amı bi inmeyen kelimeleri 1ahmiıı etmenin okuduğunu anlamayı 

olumlu yönde etkilediğ i sonucuna varılaral\ \' abancı Di i dersl eıinde öğrendere anlm1ıı 

bilinmeyen k eltme eıin tahmin etme yön'unlerinin öf.:r,re1 ilmesi br~eri lmiştir 



ABSTRA C T 

This stu d:ı was an au empt to ınYestiga ı the inf1 ı enc c of con sciou snes, -ra i : i n~. 

ti·aining on gue. sinQ the n canı:ıu s of unkrıo vn vocabu!ary from context ual c!ues on ..... - .._, .:..... . 

reading comprehension lt was hypothesized that s udents would be more successf;1l irı 

readi ng comprehensior if they could g:uess the meaninf!. of unknovin vocabu lary fronı 

contexrual clues An expeıimental study was conducted with the Lycee Il students of 

Afyon Kocatepe ,-\natolian High School. Two lntem1ediate level groups, consisted of 

twenty-three students each, were treated as expeıimenta l and control groups. 

Both groups read eight texts from a reading book titled lnteractions 1 during the 

si:)l:teen class-hour instruction . \Vhile the control group was given defınitions of 

unknown vocabulary, the experimental group was instructed to guess the meaning of 

unknown vocabulary from contextual clues. 

A pre and a post test, consisted of two seperate texts with ten multiple choice, ten 

open ended, and ten vocabulary guessing questions, were given to both groups 

Analysis of statistical results showed that there was signifıcant difference between 

the pre and post test scores ofboth groupsin terms of multiple choice, open ended, and 

vocabulary guessing questions. The comparison of the post test scores Experimental 

Group with the post test scores of the Control Group )~elded nıeaningful difference in 

favor ofthe Experimental Group. Depending on the data obtained from this compaıison , 

it is claimed that guessing the meanings of unknown vocabulary from contextuai clues 



has a positive effı ct on the readers' reading co.nprehe11sion Therefore, it has been 

suggesı ed ı ha~ amer~ ~.houlrl be tc,uQht v-a\'.:; of ızu essin0· 1he ,·ıeanın'!s of unkn0\\ 11 
~ · ' ~ ~ -

voccıbular:ı from '.onı · xrual c!Je ~ . 
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CHAPTf:J.{ 

li\TRODtfCTlOI\ 

1 .l Background to the stud)' 

Tinker and McCullough suggest 

lt is inexcusable to live in ignorance todc.ı~ . Asa mcdiunı of coınrnunication anda tool of 

learn.ing. reading serves as an indispensiblc function in society. To be ablc to read jusı 

enouglı to get by is not sufficient: a person musı rcad well if s/lıe is to broaden her/ his 

e:-.:perience. develop new concepts. soh·e challenging problems. and acquirc clcar-lıeaded and up­

to-date ways of thinking all of w hi ch are needed to insure cont iıming personal gro\\th and 

ongoing adjustmenı to our c hanging world (1975: 3 ). 

Williams (1 990: 19) also emphasizes the importance of reading in an educational 

setting adding that "reading is the core of curriculum." Rivers ( 1981 :259), appreciating 

reading on two grounds, claims that " reading is a most important activity in any 

language class, not only asa source of information and a pleasurable acİivity, but also as 

a means of consolidating one' s knowledge of language." 

Rivers (1981: 1 9) appreciqtes reading a.s a means of consoiidating one' s knowledge 

of language as a by-product of reading, w hi ch according to Silberstein(l987 :28ft), has 
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been turned ouı tc be a tool of i.ı1proving prcııı-ıociation, practice grammalical forms, and 

~tud) synta\ under the influence of Audiolingua]ism ~\'hik acce;ıting t ,a i language 

imp;·ovement as a by-product of reading on the one hane.'. J\uttal( J 982 3 l) emphasize5 

tha1 the focus of ir teres:: ina reading lesscw is ncith~: · laPguage nor cont::cn, but the two 

to~.ı.eth r wE: slıo ıld set out to teach learners he·\\ brui,u a~_ı:f i:- use~ for conveyimc ._ ... (,._. . -
content. an i to develop the skills need .: tc extracl co;.ten~ from the Lnguage tha 

exp ·es es it Carre! 8:. Eisterhoid (198~ 5. 2) point ou1 ho\~ this ol:ıjecti\ e of readin2 

instructi on turned out to be the other way stat ing that" 

Traditionall~ in the stud_\ of sc:::ond languat:e conıpre!ıcnsion . ( ... ) the emph3sis lıas bcen alınosi 

e:-;clusively on the language: lo be comprelıended and not on the conıprelıcndcr. ln this 

perspective. each word. eaclı well -formed sentencc. and eYe~ well-fomıed te:-; t passage is said 

to "haw'· a meaning. Meaning is often conceived to be " in the utteraııce or te:-;t. lo haYe a 

separate, independent existence fToın botlı the speaker or mitcr and the listener or reader. ln 

this \ie\Y. failures to comprehend a non-defcclive coınınunication are always attribuled to 

language-specific defıcils. 

Carre! & Eisterhold (1983 :556) clarii)' the place of text in reading by stating that "a 

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

constmct meaning from their previously acquired knowledge according to schema 

theory, upon which all information processing depends. Schema theory deseribes the 

processing of information in the memory and use of it in comprehension. Schema theory 

maintains that processing a text is an interactive process between the text and the prior 

background knowledge or memory schcmata of the listener or reader. 

Several researchers have recently emphasized that "efi1cient and effective second 

language reading requires both top-down and bottom-up strategies operating 
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interacti \·c y (R·ı mell art. 1980; S cııı dfo r::l & Ganod, I 98 1; Dijk & Kintsch, 1 983; Carre! 

& Eisterhok . i983. cit .d in Carre-ı. 1987: ::2 -1) The röearch caiTied out by Goodman and 

Smit h, \\ ho ha\e contribuled a lo1 to Jmerc: tive ~1od " of' Reading. '\Vhich has wide 

appli cation in the fı el d of research a '1d practicc i ıı th" twentieth century, evol ,ed inı o eı 

"psycho! ingu ı~tic model of reading " GocdiT'an pro· oses t .a1 reading is no1 primarily a 

process of pickin,g up information from the page i rı r leıt e r-by-letter. \\ ord-by-word 

manner. RatheL he argued thai "reading i ~ a selective ı rocess'' (Grabe .. J 993 206) 

Goodman , J 967, (cited i . Chası a · n , 1988 223) lıol d :; that : 

... Select iYe process invol\'l:::s partia! use· of a\·ailablc minimal language cues 5elected from 

perceptual inpu1 on the basis of the readcr' s expcciations ... . EITicicn1 reading does not rcsu lı 

from precise perception and idcntification of all element s. bul from ski ll in selccting the fewest. 

most productive cues necessary to produce gucsses that are righı the fi rst time. 

Carre! & Eisterhold ( 1983: 555) cite Coady ( 1979), who has suggested that various 

sub-components of reading are involved, such as general language processing skills, 

syllable-morpheme information, syntactic information, lexical meaning, and contextual 

meaning in a psychological model of reading. Besides these, the ability to mak e linguistic 

prediction has an important place in reading(Clarke & Silberstein, 1977, cited in Grabe 

1993:207). 

Among these, we shall concentrate upon Jexical meanıng. Development of lexical 

ski ll s involves building vocabulary, developing techniques of word recogııition m a 

sequential program, and accumulating an eve.r-increasing supply of words which are 

recognized at a glance, i. e . without analysis (Silberstein, 1987:4 fl). That lexical 

processes are heavily involved in comprehension is assumed by recent theories of reading 
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and the e"is1e 1ce of a close rc!aıionship betwcen lexic:al knov . .ıledge and comprehension 

ha5"- been e:npiric<:ily demonstrated 1hmug!ı se\ eral studies. Such an assu 1ption. 

accord in~: to O manson et a: ( l Sl84 J 2~ 3 ), implics tha~ a rı;ader ·s knowled.:!e of lexical 

ite. 1~ wili affec1 ıext CDmJ_ reh~nsior:. T H.: uhirnat.: objectiv of reading instruction. in 

~u ta ır s( l9S2 :2 1) word ~. is to eEavit iea rners to re ad ·'· ithout help unfamilıar authentic 

texıs. at appıopriate spec>d. si!enth- s.nd wiıh adequate understandinı; Thu:·. \Vf have w 

make sure that learner have COih qmral. pupositional. conrc -tual, and pragmafit 

meaning 'ncluded i every sentence used in cı. text since the smooth fiow of words into 

phrases, phrases into sentences .. and sentences into paragraphs is essential in reading 

comprehension. Comprehension, which is basic in all reading, depends upon grasping 

word meanings, grouping words into unitary thouglıt complexes so that sentences, 

paragraphs, and the larger units become intelligible. Such grouping ability involves 

grasping the relations between words in sentences, betvieen sentences and paragraphs, 

and larger whotes (Tinker & McCullough 1975:5) A good reader, according to 

Silberstein,(l987:4) and Grabe, (1993 :2 ı 5), will be the one who has mastered the 

essential techniques of word identification and word recognition. 

As readers' eyes fix on 70 to 80% on content words, and the fixation is lower in the 

case offunction words according to (Perfetti ' s eye mavement research, cited in Chastain, 

ı 988:222) lexical access is accepted to be important in reading because of its central 

recurring nature in reading process. 

This study deals with the development of reading, the proficiency ofwhich is ofvital 

importance for the subjects, this is because they \\rili be involved in reading, especiaiiy 

related to their field of study after their graduation. That is why our courses have to be 

planned and carried out to serve the needs of the leamers. 
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Tlw subjects have teen observed to haw proble.ms wiı ·ı reading comprehens; ~..1n. 

These problems m;ght be du tc inc.dequate farniliari .y \.vitL somç of the basic ·eadin~: 

sblb and sırateE:i e~ and dut: in parı to EFL teachint_! strategy and ı~arners' wrong noı i on 

aboul the reading proces~ . They read a ttxt v ... ord b)· v, oı d oue tcı thci~ wron: not i on 

abom (forei~n !, laıwuaue readin!-2. . S ud\im: a text a:; ı.hvw2l: it were- 8 seıies of .__ '- .._ ..... .· ._. .__ 

independent un i ts, accord ing. to Grc1le1 ( l9R ı :6 ) .. i no good a:, it wou!rl or:iy e<ıd tht: 

students to become depende ıt on understanding evcry süıg e s· nt eı ~e in a text with the 

result that readers 1ePd to read all te 1 at t ı: .~ınne :pee. and tc' be reluctarı1 to infer the 

mearıing of sentences o paragraphs frorr: whai. .o:ıı e!:> before or afie~. S •ch leamer 

dependency on understanding every single word or sentence· contradicts the widely 

agreed object of reading instruction aiming at de ·eloping self-reliant, independent, 

discriminating readers. Contrary to what leamer-readers often assume, readers do not 

first assign a meaning to all the words in a text and then arrive at a global meaning 

Wallace. (1988: 27). She (1988:29) also emphasizes the importance of the surraunding 

sentences in the interpretation of any one sentence saying that "we cannot easily pluck up 

sentences out of context, they can only be interpreted in their context." Likewise 

Wallace, Williams (1984:3) states that "the readers are not simply a passive object, fed 

·w:ith letters, words and sentences, but is actively working on the text and is able to arrive 

at understanding without Iooking at every Jetter and word" citing support from reading 

research daiming that "efficient readers generally read in group s of word s, not word by 

word, far !es s letter by letter." 

Lewis and Hill ( 1985: 1 07) believe that nothing is mo re depressing than struggling 

word-by-word at snail's pace through a piece of material so that you can do something 

with it ortalk about it only to find that understanding the material has taken so long the 
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interes.l'ing foi!O\.v-up activi1y lasts oıily a moment or two or disappear al t ogetlıer . Thi s 

ki n ı ,f 1.vord bou , n<?s~ d e:ıiE> <: th _ coıEtru ct i ' e pwce:;s \1. hi ch claims that meaning does 

n .1 re ide in v. orcı s senıence.-, paragraph, . or r ven enti re passage:, considered in 

ü.olaıioı.: but ra ther İJ;yo) e:; t ı e intera~ ı ;Ye prl du ct ofte:-,:t and conte.: o variouc.: kind s. 

inclucling lintLuistic, prior kno\vledge. situd1icna , and task coııt e -.: t.. a nı ont! others 

( Spiro. J 9R0:24 5ft} 

Cole ( 193 8-215ff) trace~ tı e caus"' of reading wırd-f<ır-word to either trai ning i ı 

oral Jan~ruage or to a too conscientious attentio !1 to de-ta il and declare- tha1 reading word­

for-word is wholly unnecessary and objectionable on two ground s becau se it is slow and 

it in evitab Iy interferes with the acquisition of m eaning According to top-down models of 

reading, poor readers are word-bound because they do not know how to use context, or 

are afraid to try to use context ( Eskey & Grabe, 1988: 226 ). 

Starting reading with the fear that problems related with unfamiliar vocabulary and 

structures will be faced, according to Lu cas ( 1990:29), leads the readers to read slowly 

and carefully, weighing and measuring every word with a dictionary at their elbow as a 

life-support system. Struggling with unfamiliar words or reading on word-level as if in 

proof reading, according to Lautamatti (1 978 : 98), makes processing of the text at 

higher leve!s ofmeaning difficult or impossible. 

Lucas (1990:29) finds similarities between the above types of reading procedure and 

having a meal procedure consisting of bandiing knife, fork, chopstick without any 

mental efiört and suggests that, "the first step in teaching people reading is to make them 

aware ofwhat they do when they read efficiently intheir own language"_ 

Struggling with lower-unit.s such as stressing the importance of every word and 

structure for understanding, which is the major characteristics of language-oriented 
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model , worh aga ins1 tlı e nature of readi ng According 1o La u amatti O 9 i8 :97) "the 

teachi·ı2 o[ a forei tm language should se """ e the n ed:, of tb e reading process, not 

dominate and thus ham ·ıer it , and the sy labu5> of a reading cm rse should b basec on 

actually ob.:;erved dift1cul1 i s in rc-.ading not on preco ıre i ·ed id a of \Vhat the s1 udent 

shouid k.now abm. ı the language" 

As an alt e n2tiYe to rea d i n.:ı word-for-\vord hab it, Chast"in (1988 :2.1 ). (jıel kı 

(1S81 6): Lauıamatti (1978 98); Tomlinson & Ellis (1980 128) ~)el"r:ve that readers need 

to break out of the word--for-word habil and be tra im·d f rı read in broad plmı ses in order 

to become independent rea.ders .. since a~. has been stated above, successful readers do no1 

concentrate on words and sentences. insread they tak e in groups of v-.'ords at a time and 

start with global understanding and then work toward comprehending deta iled aspects 

ofthe reading. 

Although the ultimate objective of reading instruction is to help students to become 

independent readers, what is generally done in traditional reading courses does not serve 

that goal. Hamayan ( 1993: 16fi) states that Traditional ESL method s and approaches, 

which tended to focus on the form and structure of English, have been found to 

contradict the way in which language naturally develops, making the language leaming 

process more tedious and cumbersome for the learner than it needs to be. Any ESL 

curriculum or classroom activity must be primarily functional for the learner. ESL 

students need to leam the language for what they need to accomplish in their daily lives, 

both socially and academically or vocationally. As an alternative to traditional readi ıg 

courses, which are language-oriented, a student centered-approach can be applied, the 

primary purpose of w hi ch is to present the language in accordance with the needs of the 

learners. \Vith the application of a student-centered approach, it will be more likely that 



more leaminy \vi!! take place with the increase- of student responsibility which decreases 

teaeber doınin<~ncy in cla..· se:: (Gaims & Rectman. 198ô, ciıed i,ı Ooi & }.:..iır; Seach, 

1996 _- 7) r bc.rd leameı engayement as of pri 11ac_. irnponance !mu recommend tha ı 

leam rs should be encouraged to contribute iterm they\.\ ant t ı ]e ·, r 1. V.'hile not denyi:ng 

the importancE: of masteri ng tlıe grammalical svstem of the language. the functiona1 

approa.: h. açcording to Salimbene ( 198>2 ). p:e:.-,ent~- a systematic development of 

structural mas'te y and grammaıi cal form which is taughı as a means of carrying oui 

communi cative intent not as an end in itself. 

As reading is viewed as a set of skills that must be employed by readers, reading 

skills can be leamed in a functional approach at the heart of which lies student' s 

initiatives of discovery, communication with one another rather than the teacher, learning 

by doing, and leamer's independence. 

1. 2 Problem 

Students at AfYon Kocatepe Anatolian High School, like some of the other learner 

readers, have problems in reading comprehension. They, as Co le (193 8 :215ff) points out, 

get the idea that "they must look at every word as if omitting one will be a sin" as a 

result they read a texi word by word, stress every word to acquire meaning, which 

contradicts the contributions from psycholinguistic research since an efficient reader, 

according to Silberstein, (I 987:80), does not proceed in a rigid word-by-word fashion, 

decoding information from print to speech to aurol comprehension. They also have the 

v.Tong notion that a text can only be comprehended if the meaning of every word is 

known. Consequently, they try to pay the same amount ot attention to every word, 

sentence or structure to arrive at meaning. As a result, they miss the overall meaning. 



Moreover, they be.::,in reading witb the fear ıhat the · will noı com1:ı relıend the text 

hecause o- unknown vocabulai\ _ il habi ı '" hich can be over ome t.ırouL'.h training the - ~ ~ 

sıudents to appro ch unknoı.\rı 'OCabul<ır) posiriwh and provide thcnı to use specifıc 

tc>chnique .. to dea! w·ith unknovm ·ocabu uy (Nuta!L l 98 ::? · 66) 

1. 3 Purpose of the Stud:-

This stud) will investigate the in'1uencc of consciou~ness-raising training on guessing 

the rneanings of unl·nown vocabulary from contextual clues on read ing comprehension . 

It is an attempt to find out the role of strategy training by consciousness raısıng ın 

teaching reading. This thesis will answer the following question 

rf the Sludents' COilSCİO/ISJ1CSS 011 guessing W?fami/iar VOCabufa7) ' from COlllextua/ 

c/ues is raised through instruction rifthis strategy, willthere be an improvement intheir 

reading comprehemion oj ı he targetlanguage, i. e. English? 

1. 4 Limitations 

This study will be carried out at Afyon Kocatepe Anatolian High School and the 

effect of guessing unknown vocabulary from contextual clues on reading comprehension 

will be investigated. 

- Personality and background differences, and diverse interest were not taken into 

consideration in this study. 
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C H A PTfl\: lt 

REVf[\ , OF L!TERATURE 

2. O lo troduction 

This study is concemed with the application of the strategy of Guessing Vocabulary 

from Context in reading fo r comprehension. In this chapter, some of the terms related to 

reading and reading comprehension will be dealt with. 

2. ı Reading Comprehension 

2. 1. ı Definitions of Reading 

The concept of the reading phenomenon in our heads is crucially important as it 

shapes the way it is handled in practice. (Clymer, 1968, cited in V S., et al. 1976:22) 

emphasizes the daminating role which a definition of reading plays in the teaching of 

reading stating that: 

If reading to him is word recognition, he will drill on the basic sigh1 vocabulary and word 

recognition skills. If he thinks reading is ınerely reproducing w hat the author say s, he will direct 

the students' attention to the literal meaning of the passage and check his coınprehension of it. 

If he \i.ews readingasa thinking process. he "ili be concerned ' ' ith the reader' s ski ll in making 
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inı crprc ta i i ons and g ncrali1ations. in dra\', ·iııg infcrc:nccs ::ı ;, conclusions. 

A p iı ııorn non. accep1 ed as complex by some speci!liis[s such as Smith, 19881 ; 

Tinker & M eCu! ough. 197:'i 8) is totally opeı to numerou : d flnitions as it has beeıı 

for ma ny years. Thus. iı i, impor1 ant to exphn w ıa \ reading ıneam b fore d-:-c ling \>ı·itL 

reaJ i ı g and readi n ~2 c ı 1p ı ehensi )Jl Th·s i~ because tlıc goals of rea ing in truction, as 

Tinker & McCuı ; ough (197 5 7) emplıasize. '·canno1 b achie\ erl unless our ted mique_ 

of tea ch.ng are ba sed upon a sound undc ·standing of the mıt u re of reading.'· 

MoseLthal ( 1985 · ] }) g.i ves the following defınitions of reading phenomenon 

ap peared on the Reading Teachı::r between ( 1 984 and 1 985) 

-Reading is the studenı's ability to anS\\er teaclıcr · s quesüons abou1 wha! is \\Titten inllıe text. 

-Reading is the studcnt ' s abil ity to decode words. using knm\ledge of phonics. 

-Reading is the student' s ability to rcYise hypothesis and make use of prior knowledge. 

-Reading is a responsibility slıared by parents and teachers alike. 

-Reading is the student's ability to do well on standardized tests. 

-Reading depends upon the student's visual capacity, visual skill c.f:fıciency and visual 

perceptual-motor development. 

-Reading is the studenf s ability to read critically and to monitor h.is or her own comprehension 

-Reading is the student's ability to understand idioms. 

And then he (1985:1 1) makes an analogy between reading researchers anda group of 

blind people investigating an elephant and claims that "reading is a hosepipe, a pillar, or a 

throne" and concludes that "reading is a multifaceted process that goes beyond the 

descıiption of any single facet and there is no sing!P. definition considered to be 

absolutely right (1985:1 1 I) as (Spache & Spache, cited in Tinker & McCullough, 
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1975 :8), Duraıı.. McLauglı in, Rumeihan .. SchanL., Swaffer, and Weaver (ciı ed in 

Ha\"-kİns, J 991 .1 69) agree wiıh Mos ·nt hal because of its cömplexity of the reading 

plıe rı orneı!on For Burns. et al ( 1978 2 } nu mcr0u~ al:tempts to defıne readi ng is paıily 

hecause of thi5, multifaced process of readinf_! \}, hi ch includes two major component s-a 

pıucess aı da pıoduct-eadı ofwhich is compiicai ed. 

Like\vi:c Grabe (199~ 209) mainıains tha ; simple defınitions misrepresent complex 

cognitive processes such as reading a ıd clai m that descriptions of basic knowledge and 

processes required for flu ent readin_g mak e o more appropriate starti ng poin i 

According to Anderson, Hiebert , Scott & WiJJnson. 1985, Grabe, 1988: Hal!, Whi te & 

Guthrie, J 986; Smith, 1982; ( cited in Grabe ı 993 208), a description of reading has to 

account fo r the notions that fluent reading is rapid, purposeful , interactive, 

comprehending, flexible, and gradually developing 

The diverse varieties of the definitions of the reading phenomenon might result from 

the simplicity of the reading act from the out set. At first glance, reading seems simple as 

words having meanings; reading, therefore, is a straightforward translation from symbol 

to thought or to speech. However, the exploration of it any further reveals the fact that 

reading is a marvelously complex process in which many cognitive activities must occur 

simultaneously-each affecting all others. 

The variety of the definitions of reading implies that reading is a complex process 

involving a number of skills and depends on coordination of these special skills. This 

coordination necessitates active participation of the reader. In this process, students may 

need to be taught some skills to read more efficiently. Upon defining understanding as 

not an "all or nothing" process and reading as not an "all or nothing" process, Williams 

( 1 984:3 ), likens reading to a struggle after understanding especially when second 
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language leamers are -~oncerned and concludes tha· "part of the teacher ' s job is to 

develor 1\·ithin tLe 1 :' r:1er s~rategies thfi1 ,,-il hel;ı him iı thi:· ~-~ rugg! e .. Ciaıl & 

Sil be ·st ei ı . 1977; ( ci.e·~ in Grabe (i 993 :20 '7 ) em;ıh3sizc- tlk importaı:ce of providing 

stu·'enr~ ··,-i h instrucıio rıal obj ecıi··es as 

Re<Linı; \\:lr cha racı~ri;.ı:-d as 2.11 :ıcı i' e process of comprchendiııf.: and sıu d:::-ııt~ nccdcd to be: 

t auglıt straı :::-;.: ics to rcad rnon: cflıcicnıh ( C . .[ . . gucssinf-: tlıc- n.c-; nin_g or \\Oıd s from coıı!c\L 

dcfınc c:-..;pcctaıion>.. p r2 ic \ !ilf! an arıicle bcfo re rcadinf! in ordcr to lı ::l\·c an oycrall Yie"· of i!s 

tlıcııı::: . cngagın~ act ı ·ch in prcdic;ing \\hat the author nı ig lıı sa: nc:-.:t. read inE fo r ımıiıı idcas. 

sbmminf: alıcad 10 fill in the colllc\L looking for detai ls a nd rcadmg as ra_ i 1~ as possiblc: in 

ordcr to underst and tlıe oycrall ıiır·ınc of a passagc. For teaclicrs. t!ıe goal of reading irıst ruction 

\\as to providc studcnıs witlı a rangc of effecti , ·e approaclıes to tc:-..;! s- i ncluding lıelping studenıs 

to dcfine goals and strategies for reading. to use prc-reading actiYities to enhancc conceptual 

readiness. and 10 prO\ide students \\ith strategies to dea! \\ith difficult syntax. Yocabulary and 

organizational structure. 

Asa result many researchers; such as Carpenter & Just, 1986; Carry & Levy, 1990; 

Haynes & Car, 1990; Rayner & Pollatsek, 1 989; ( cited in Grabe 1993 :209) attempt to 

understand and explain the fluent reading process into a set of component skills. The 

effort to subdivide into component skills has led researchers to propose at least six 

general component skills and knowledge are as: 

i. Automatic recognition skills 

ii. Vocabulary and structural J:-..nowledge. 

iii. Formal discourse stnıcture knowledge 

iv. C on text 1 world background knowledge. 

Y. Synthesis and e\·aluation skills 1 strategies 

Yİ. Metacognj!iYc knowledge and skill monitoring 
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In addition to these, tbere are a variety of skills to be devclopcd ın order to be an 

efticient readeı . Grellc t( l9S 14-5) offer s tlıe foJ!o ,\ing list 

Rccogııi zing tlıc script of language 

D 'duci ng !he ıııcaııiıı~ and us~· of uıı faıni!ı;:ı: lc\ic;ıl itcıns . 

Undcrstarıdiııf e\plicitı. st~1! cd infcırm<ıti0 ıı 

Uııckrsıandin~: infonıı:ıti ı ~ 11! en noı exp li ciıh st:ıh.'d 

Undcrstaııdiıı g con.::Cj)ill:ıl ınc;ıniııg 

Understaııding tlıc comınunicati \ ·c , ·aluc (funcıioıı) of scııtcııccs aıı d ıııı craııccs 

Underst:ıııding relations v.i!l ıiıı the scııtcnccs. 

U nderstanding rclatioııs bctv.ecn the pan-- of a text th r0u~lı Je,:ical cohcsio ı dc1 iccs 

U nderstandi ng cohesion betwecn parts of a ıexı througlı grammatical deYicc ~. 

lnterpreting text by going outside of it. 

Rccognizing indicators in discoursc. 

ldent~ving the main point or important information in a piece discourse. 

Distinguishing the main idea from supporting details . 

Ex'tracting salieni points to summarize (the text. an idea ete.) 

Selective extraction of relevant points from a text. 

Basic refercncc skills . 

Skimming. 

Scanning to locate spccifıcally required infonnation. 

Transcoding infom1ation. diagroınatic display. 

Nuttal (982:31 -32) examines reading skills in four categories: 

ı. Skills involving fleribility of techniques: variations in reading rate; skirnming 

scanning, studying reading ,ete. 

ıı. Skills of utilizing information that is not strictly speaking pari of the text itself; 

reference apparatus, graphic conventions and diagrams. 



iii. Word--att aek skills : how to tadJ e unfanı ! li ar b;.ical ite ns b:-,: usıng rnorpho!ogy, 

in!Crence from con1e::[ ete ., or. by u sirıg dictionary 

I\ . T ex ı -atı cı ek skiil s: the proces. of int , ıv ret in:: the: t "Xt as 3 who le, using all th•: cl u es 

3 \ ailable indJding cohesio 1 and d dor ica l st ru c ıure. 

A:, a rest. L \ arıou s d efırıi ti oııs of readintı \ 'it h thei r own set of featu re. tha ; 

charactc-rize ~ ! e re1 at ionship bet v. een tlı e read ing phenomenon and th e> labels wdıi n the 

readi ng research literc.ture do exist in the readint_2 researcb literature . It can be concluded 

that read ing has been defined by differen writers in various ways at differe t periods in 

history in accordance v.~th the prevailing theories of language. As a result , reading has 

been defined under a variety of headings: reading as skill development , as a visual act, as 

a retleetion of cultural background, and as a thinking process. 

2. 2. Reading Strategies 

Leaming strategies, which are specific actions, steps or techniques, are employed in 

the course of communication in the target language or in the course of an effort to 

overcome a difficult task which will enhance leaming. While strategies may be used 

consciously, they may also be turned into a habit and used unconsciously. Strategies, 

according to Oxford (1990: 1 ), are especially iınportant for language learners because 

they are tools for active, self-directed involvement, and are essential for developing 

communicative cornpetence. Proficient readers are efficient and effective. They are 

effective in that they are able to use the least amount of eff'ort to achieve effectiveness. 

To achieve efficiency, they 



m:> inı a i n consıa nı focus on consırucıi ng the meaning tlı rougbou ı t lıe process. ah1ays seeking ılıc 

ıno:-ı direct p;ıt ı to ın ~an ing. ::ı l wa~. :' us in;.: st ratc_:ı.i cs fN rcduc i q~ u .ı::cii a i ı~ l\ . al \\ a' s be ing 

selcctin· abou ı the us:: of t lıc cucs a\ ai lablc and dra,·,i rıg decph :ı piio· conccpıual and liııguistic 

co ; ' lpcıcıı:::c E!Tıcicnt rc;:ıd::-rs ıniniıni 1.c depc ndcıı :::c on 'isual d e:ıai l Aw rc;ıdcr ·s profi : icnc~ is 

aYailatık d;;pcr din[~ on the seınantic background brough ı b1 the ıcıdc r ıo an g ı Ycn reading t ası 

(Carrcl ct ,1! 1990 12 ) 

While accepti ng the majority of learning strate~ies as being conscious actions taken 

by the learners, Oxford(J 990 12) also admils the existence ofinstinctivel y, unthinkingly, 

and uncritically employed strategies Leaıııing st rategies, · which are employed 

consciously, are accepted to be made fully automatic-unconscious, as it is often desired, 

through practice and use, and leamer's awareness ofthe already employed strategies and 

their utility m ay be increased. Oxford( 1990:9) list s the following as the features of 

leaıııing strategies: 

ı. Allow leanıers to become more self-directed. 

ıı. E:q>and the role of teachers. 

iii. Are Contribute to the main goal. 

iv. problem oriented. 

v . Are specifıc acıions taken by the reader. 

vı. Invol\'e ınany aspects of the leamer, not just the cognitive. 

vii . Supports leaming both directly and indirectly. 

viii . Are not always obsen·able. 

ıx . Are of conscious. 

x . Can be taughL 

xi. Are flexible . 
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:xii . Are iııfl uc· ilcc ; t>~ ;ı , ·ar i c! ~ of' faclors. 

\ .'hii (0 ._\1alley et al 1998.\ ~ited in Broı\ n, 199~ llö-117). the p : oıwers in the 

field or lea ·ning strat gi :-., di\·ide~ ı aır.ing ~trate-giö im o three group a ~ metacognitive 

l eamin~~ s ~rai e'-',ies , cov:niti\'e learninr2 stratev:i e . and socioeffective learnin::: strate~~(>c:, , ._ .._ .._ ...... ._ . .... -
Oxford( 1990 4 7) cate,::ori · e:: the n as direct and indireel leaming sırategi ~~ - Direc 

strategies include nıemory strate2ies, cngnitive strategies .:nd compensation str&tegies 

while indirect straıegies ineJude metacogı iti\'e, affective and social strategies. Whereas 

(O'I\1alley e1 a! , 1985 cited in Brown, 1994 1 17) considered guessing words -in-context 

strategies as a kind of cognitive strategies referring it as inferencing, Oxford (1990:4 7) 

accepts it as a coınpensation strategy and divides it into two kinds: (a) guessing 

intelligibly and (b) overcomıng limitations ın speak.ing and writing. Cornpensation 

strategies, according to her: 

enablc Jearners to use the new language for ei ther comprehension or production despite 

liınitations in knowledge. Compensation strategies are intended to make up for an inadequate 

reper1oire of grammar, and especially, of vocabulary. 

Reading strategies, according to Cohen (1990:83; Oxford , 1990:1ff) are mental 

processes readers actually choose to use in accomplishing reading tasks to make reading 

easier, faster, more enjoyable, more self-directed, more effective, and more transferable 

to new situations. Readers can use a variety of reading comprehension strategies to 

improve their comprehension of text and their retention of important information. These 

ineJude such top-down strategies as scanning to obtain an overview of the text structure 

and major ideas, asking themselves questions about what they want to know from the 
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text, predicting answers or information in for1hcoming paraJ.nıph s looking for specific 

\\ord. o · concepts. inferri ıg the meanın!; of unfamilic. r ' ·ord s. taking notes. and 

summarizing impoıiani i ııfoı-ma tio ı ı. 

(Hosenfel t:l al. 19S 1. citer: ın (hasıain J 9S8 2.' 1) identit\ twenty goo-d re~jing 

strateg:ies The skilied reader 

1) rc.::ıds ~ r ınc;m i n~: 

2) skips urıkıımm \ ord s or guesscs 

~ ı u ses conıcxt of pıior or subject materi al 

-l) identifies grammalical structurc 

5) e,·aluatcs the Yalidity of the guesscs 

6) mak es predictions based on the titlc 

7) continues to rcad 

8) recognizcs cognates 

9) mak es intcrpretations based on his knowledge of the world 

10) analyzes unknmm words 

1 1) reads e:\:pecting the material to be ıneaningful 

12) rcads formeaning rather than language 

13) is "illing to guess 

I 4) uses illustrations 

15) makes uses of glosses 

16) looks up the meaniııg ofwords onlyasa last resort 

17) gets the corrcct meaning v;hen looking up \\"Ords 

1 8) skips unimporta.nt words 

19) follows through on predictions. and 

20) utilizes conte:-.:t clues. 
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While ac ~ ~no -.:v edgi g the existence of nıany po('sible ··ead· ng s rategies, Co hen 

(1990 84 ff) li st: hree reading s.tra tef::i e~ ba~.ed up n the fınding: of so .ı1e researchers 

such as. (Bak er & Brovvn 1 9E:4 ; Ho~enfek~ , 19 77, 1979, 1984 , Hosenfelcl et a 1 1 98 ı) 

1) c assifıca ion of purposc 

2) organi t'alii.m of ı c:,t. <l iid 

:1) readint: for nıc:mın g. 

Co hen ( J 990 S4ff) c! assi f~· the possib e reading strategies int o fo ur ca ı tc~ori s based 

upon Sarig's doctoral dissertatiorı , 

a) Support Stra ı cgies- typcs of reading acts tha t are undertaken to facilitatc higlı lt::\ ei strategics: 

for e.xaıııplc. sk:imming. scanning. skipping. marking the tex1. and using a glossary 

b) Paraphrasc Strategies-decoding strategies to clarif) meaning by simplifying synıax. finding 

synonyıns. identif) ing the function portions of the tex1. 

c) Strategies for Establishing Coherence in the Text- the use of world knowledge or clues in tbe 

text to make the te:-..1 intelligible asa piece of connected discourse, for examplc. looking for 

organizations. using cantext and distinguislıing the discoursc functions in tlıc text such as, 

introduction. defıni tion, exemplifıcation.and conclusion. 

d) Strategies for Supenising Strategy Use- conscious strategies for checking on the reading 

process as it takes place; plaııning. ongoing self-e,·aluation. changing the planning and 

executing tasks, identif)ring misunderstandings, and remediating when reading problems arr: 

faced. 

Krashen & Terrel, 1983, ( cited ın Chastain 1988 :225) outline the following 

communicative reading strategy: 

1) Read for meaning 

2) Do notlook up eyery word 



3) P redicı ın eaning 

-+) Us-:- co nt C\t 

2:. 2. 1 Guessirıg t:nl-.no·wn \ ocabıılary From Context 

:?O 

Laı1gua.:_,~e , vhich i ~ a vehicle for c ommunicm ıon. im·o!ves 1h•:- intera.cti oıı of iinguistic 

compelence-k.no\\ !edge of forms cmd meanin_!! and communicaii ' e:- conıperenct' -

kno-vv!edge of the t1ınction:; IR 1guaFe is used foı and of ho" to use languat:c appropriaıc. 

to a given social si tuatio n. 

\VhjJe Carıcr & McCarth\· ( 1 98842) emphasize the place of vocabulary in 

commonication saying tha1 "without ~rammar very little can be conveyed, \Vithout word s 

nothing can be conveyed"_ Nation & Coady( 1988 98) express the import ance of 

vocabulary knowledge in reading stating that "vocabulary knowledge seems to be the 

most clearly identifıable sub-component of the ability to read " That language tasks in 

which students with inadequate vocabulary will be involved will cause them to suffer 

from frustration indicates the vital importance vocabulary has in reading comprehension. 

View-ing vocabulary knowledge from the po int of view of reading ski lls, Nutall ( 1982: 

65) sees vocabulary knowledge as a pre-requisite for dealing with most of the reading 

skjlls and concludes that "reading skills cannot be developed with texts that are loaded 

with unfamiliar word s." On the relationship between levels of word meaning and 

comprehension, Beck et al. (1982: 507) state that there is a close relationship between 

the ratio of the accessibility of the word s in a given text and comprehension and conclude 

that "if all of the word s in a given text are highly accessible, processing can be directed 

toward the overall meanirıg of a sentence or passage, but if the text contains too many 

unknown words, comprehension of a text may be restricted since unknown words can 



21 

create gaps in the nıeaning of a text. \vhicl p·eH·nıs the readcr' s abi i. ,. to construct 

n t\1l1llH! . 

Hcrm·r (1991 ~ -4) dra s at en1ioı: · rta ·h .cl to the impoı1an"e and new ways or 

tea hin_ç vocabu ia) in recent years by stariııg tha: "methodologists and linguists have 

i ncreasin~h · been t ırnint: hei r attention to vocabulary-s.tressing its ·mpOii ance i rı 

languag teaclıi n_u and reassessing sonH:' of the v. ays in w! ich it is taugh t and learnt." 

()uesıion<:: about learning \ 'Ocabulary have held the interes! of read .ng educators and 

psychologists over several decades. Jı has been argued tha1 vocabulary knowledge of 

learner~ could be enlan:ıed throu12h direct teachi1w ineidemal or int emionaJ /eamim! or .__ ... . ..__. . <.. · 

a combhwtion of thcse. Although direct teaching procedures are shown to have been 

effective in producing vocabulary learning including keyword lessons (Levin, McCormik.. 

Mi ller, Berry & Pres! ey, 1 982 ), synonym d rili (Penny, Jenkins & Screck, 1982), and 

classification, defıning sentence production tasks(Beck, Perfetti & Mckeown, 1982; cited 

in Lenkins et al. 1984: 768 ), the strongest support of an empirical support for this 

matter is that children can derive mearungs for unfarniliar words by using surraunding 

context(Camine, Coyle & Kameenui, in press; Werner & Kaplan 1982; cited in Lenk.ins 

et al . 1984:769). While same earlier research on vocabulary focused on memory 

strategies such as retention, some focused on rehearsal strategies such as the number of 

repetitions needed to leam word lists, and same recent research focused on mnemonics, 

a key-word method which starts with an acoustic link(fınding a keyword in L 1 that 

sounds like the foreign word) and then links the keyword and the foreign word by means 

of an interactive image. (Pressley et al. 1970 cited in Cohen, 1990: 159) state that the 

objectives of vocabulary instruction-that is retention and remembering-determine the 

strategies used in instruction. Jf the purpose is to maxirnize remembering, the mneınonic 



approadı is appropriate, but if the objective is to enhance other aspects of vocabulary 

instruction '·nd us , then infe rTing ı1ay work. Asa result of the rescarehes on vocabulary 

leaming t hrough reading (Kraslıeı . ! 989: Parry. 1991; Saragi .. Nation & Meister; 1978: 

cited in Gu & .! ol nscm; 1906 643-679), vocabularv is no longer though of as acquired as 

separate İi t;n:,; i' is viewed as an integra art of discourse and is deve oped along wi ıh 

recıding straıegies such as contexiual guessing 

In an an s \·er tc arı inquiry. Wa la ce( 1982 31 ) states that only a small percentage of 

the vocabulary knowledge of an educated native speaker, which nıay vary bet ween 

100.000 and 200.000, has been specially taught and similarly many language teaching 

programs aspire to teach only 2000 words. The remaining words, according to him, are 

learned in two ways: (a) guessing the meanings ofwords by learning them used in certain 

situations or sametimes by reading in certain cantext and (b) guessing their meanings 

from cantext . 

Though various techniques or ways of teaching/learning vocabulary do exist, 

teaching!learning the meanings of unfamiliar lexical items through contextual guessing is 

generally viewed to be one of the effective ways since through contextual guessing, 

learners are equipped with the ways of learning vocabulary and finding their own ways of 

expanding and organizing their word stores. In her interpretation of Halliday's idea of 

'meaning potential ' , (Rivers, cited in Carter & McCarthy, 1988:48) states that "the task 

oj vocabula1y teaching is to give teamers the means to mean, to help learners to 

'analyze' their meanings, in relation to the linguistic and cultural ideas of their native 

background, as they select from the options the new language provides." 

\Vhjle discussing the problems of the readers such as; unknown vocabulary, sentence 

structure, the fear and concentration on getting the correct answer than on the more 



importanı proce s of hov. to get the arL Vv er, and e.xcess (k: ·endenre on d;c~ionaıy , 

Aspatt ra .. (cited in Chas~ain 1988 :63). Coh'n , (1 9\0 :77}~ Le· ·ii1e & Hugh· n ,(198 5 1): 

OxforG, ( !990 .4 7ft), ZukO\ ·ski et al. (J <}82 G:S ) ap c on th e: idea that de 'eloping the 

ability f infeni ng 1 1 meanir g of a \-VOr b~.' considering it5' c.ontex1 i. one wa_, of f-:-eeing 

studenb fr om dependencE' on the dictionary or other hel p sources .Moreover, guessi rıg 

helps learners !et go of the belief !ha~ the',' !ıave to recor~ni2e .:::nd unde:stand rwry sin ı;: le .__ - '- . ... 

·,vord before they can comprehend the overal' meaning Learners, a cording !o Oxford 

(J 990:90), ca 1 understand a lot of language through systemati c guessing, without 

necessarily comprehending the details \Vhi le good language leamers can make educated 

guesses when confronted with an unfanliliar item, less adep1 language learners and 

anxious readers often panic, tune out, and worries about not knowing the words. As it is 

impossible to teach learners all the words they need to know and they may encounter, it 

is important to assure them that they can read pretty well for their purpose without 

kno\ving all the words as proficient spea.kers do and teach them guessing strategies thoJ 

will enable them taekle unknown words and lose their reliance on other help sources. 

This, according to McCarthy(l988:42), is the beginning of viewing vocabulary leaming 

as a language skill, of shifting the responsibility to the leamer. 

Guessing Vocabulary From Context, sametimes called inference, is defined as 

making use of logical, syntactic, and cultural clues to discover the meaning of unknown 

elements. According toNation & Coady(1988:104- 105), contextual guesswork involves 

the reader in seebng clues to meaning by fallawing a number of steps, wlıich lead from 

the word first to its immediate context, and then to its operation in the surraunding 

context. If the leamer lacks strategies to attack unfamiliar word s they encounter, s/he has 
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to rel· ' on other sources &uch asking so ; ıı eone or ookiı g the: m in a dictionary vvhich has 

t lıe i r 01~·n disadvanta :::-cs 

Nuttall (i 982 7011 ) points out that " we all infer the meaning of word s to some 

degree in ou;· 1!rsı language since 'vf leanı most of our vocabulary by using them: 

meeing fı·equt>ntl) with tl em ;n concre e ituz: tions ." Thu:.,, slw advises tha t students' 

ability ·of inferTing the mea ·ıi 1g of a word by consir!ering it s co•·ıte'\t should be developed 

in order to free students from dependence on dictionary or ot he · sources since ıoo mu ch 

attention to vocabulary has a harmful eiTec1 on the reading hahits such as slov . .- ing dO\vn 

the reading speed or interrupting the thoug. t process She also claims that training 

students to infer meaning from context "not only gives the students aid to comprehension 

but also will ultimately speed up their reading" . She (1982 :70) cites Bright & McGregor 

who daim that there are two reasons for specifıc training for inferring; 

a) most students are not aware that it is possible to understand new words without being told what 

they mean 

b) students should be encouraged to adopt a positive attitude to new lexical items in order to 

eliminate instinctively adopted negatiYc atti tudc. 

Rivers & Temperley (1978:70) state that students can usually work out the meaning 

of most of the remaining word s in a passage by intelligent guesswork or inference once 

they are familiar with the function words and common verbs, and have a recognition 

knowledge of so me additional basic vocabulary. Johnson ( 1982) cited in Seal 

(199 1:305) suggests that "students should be all o wed to read the text and confront the 

difficult vocabulary in context and thereby work out the meaning for themselves" since 

such a process aids retention as "any meaning the pupils work out for themselves will be 

better remembered than ?.ny one they are given. He also wams that providing the 
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::;t\ıdents wit h glosses ar1d pre-teaching vocabubiy "rı~Ry encouragc word--by-\vord 

reading and consequent y pr \ e nt the:: f SL re2dcr from the develcıpmcr~t of the skil! of 

processing S)ııta', and ccın t ext in sampling and confirın!ng m -cming." 

Oxford ( l 990 48 ) draw s attention to th~: close relati onship between the notior: of 

,::ues ·i n-..: vocabul .ry :rom conte. ·t and the central id~a of Top-Down mod el of reading. 

tbat is; "meaning is iı fact creat ed by the re'::.eiver in tlı e ligh1 of the experie·nce s/lıe 

already posses'" E~SL learners .. while poor decoders on the one hand. the~ · are :-ılready 

Eterat e in their nat ive language, can mak e use of their top-down processing familiaıity to 

c:om;-Jensate for their weaknesses in decoding. She also acknowledges that '' guessing i:; 

actually just a special case of the way people typically process new infomıation, that is, 

interpreting the data by using the immediate cantext and the ir own life experiences." Sh e 

sees this experience as the source of many intelligent guesses for both language experts 

and novices and claims that "not only beginners but also advanced learners, even native 

speakers use guessing when they have not heard something well enough, when they do 

not know a word, or when the meaning is hidden between the iines." 

As the abiiity to unlock a word not recognized at sight is an auxiliary· in the guest for 

comprehension, the teaching of 'Nord-attack skills, according to Stauffer(l970: 17), 

should not take precedence over the teaching of reading for meaning. Therefore, 

students should be assmed at the beginning of strategy training that they do not have to 

know all the word s of a page before they can understand its meaning and they should be 

also convinced to rely on the kin ds of techniques for discovering meani.ng rather than on 

other sources. 

Mondria & De · Boer (1991 :252-253) acknowledge the existence of a distinct 

interaction behveen contextual factors, word factors, and reader!leamer factors, which 
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deıerm: : e guessa ility of a ı un cı rnillar \VOrd . \'hile conte'\tual factors ma_; ineJude the 

redundancy of the text, the occurıeı ce of · :, ·nonyım and antonym 5. or words that are 

typically associa ı ed with the v-ord concerned., the \>.:ord fa ct or m ay ineJude such 

ca1:ef:,O. ies a<~ paıi c f speec ı . the degree of concretei1ess or abstract ion_ the transparency 

of 'word structure, thl" li ·elihood of inference, the degree of correspondence between the 

referentia! meaning of the fo eign v,cırd and tlıh t of the word in the reader-s mothei 

tongue., the extend to which the word-fomı and the meaning beaT with each other, and 

the frequency of the equivalent word in the reader's motber tongue. The redundancy of a 

text may be demonstrated by synonym in opposition~ antonym, cause and effect, 

association between an object and its purpose or use, description, and example. The 

reader/leamer factor, according to (Schouten-van Parreren, 1985; van Esch, 1987, cited 

in Mondria & De Boer, 1991 : 252-253 ) concerns the knowledge and skill of the person 

who is guessing such as knowledge of the word s that occur in the conte::\1, the ability to 

analyze the word-form with the aid of morphology and etymology, the ability to make 

use of syntactic and semantic and possibly stylistic context, knowledge of the world, a 

good knowledge of words in one's mother-tonb>ue(notably cognates), and a good 

knowledge ofwords in other foreign languages(notably related languages). 

Nation & Coady(1988: 104-1 06) present an etaboration the following strategy for 

guessing from cantext developed by Clarke & Nation(l 980). The strategy, which 

presupposes that the Jeamers can follow the ideas in the text they are reading which 

necessitates suffıcient command of vocabulary, grammar and reading skills, and the 

ieamers b ring some relevant background knowledge to the text, consists of five steps: 

i_ Finding the part of speech of the unknown word. 
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ii . l.ookin1~ at the immediate conte:x.t of the un nown wo··d and si ı 1pli ~1ing this contex1 if 

necessary . lmmediate con1ext can be elaborated by listın0 possible sourct:s of information 

that learııers can look for 

a Use the context to answer the question ·wtıat does -vhaf)' about the n novvıı word . 

b. Ma · -· use of any related phrases or relati 'e cia ses. 

c. Remove and or or and ma ·e tv. o or more simp ~enterıc e5 

d. Jn·erpret punctuation clues such as i:alics(shov.ing the v-.'ord will be d efıned). 

quotat ion marks(showing the word has a special n e2 1ing). dashes(showing appositio ıı ) 

or brackets(enclosing a definition). 

iii . locking at the wider context of the unknown word. Looking at the relationship 

between the ciause containing the unknov.m word and the surraunding clauses and 

sentences. These relationship include cause and effect, contrast, generalizatian -detail, 

exclusion( on the contrary, instead), explanation(in other words, that is), time(before, 

subsequently, finally), and arrangement(ın the first place, secondly). Although these 

relationships are generally signaled, these implicit relationship can be made explicit to 

help the leamers. The wider conte:xi can also be elaborated by citing possible sources of 

information for teamers to make use of: 

a. Make use of any reference word clues like this, that, it, ete. 

b. Complete any comparison cl u es. 

c. Choose and interpret the appropriate conjımction re/ationship between sentences the 

ciause or sentence with the unknown word and the preceding and following dauses or 

sentences. 

iv. Guessing, w hi ch consists of the actual guesses m ade by the kamer using the cl u es 

obtained in steps 1-3, canbemade inthemother tongue or in English. 
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\ . Checkint, the guess. Thcre are several ways o checking the guess: 

a Check that ihe pan of speech of the guess ;s th· ' same a ~ the pan of the speech of the 

unknown 'kord. 

b BreaL the unknown wor. into parts and see i.c the meaning of tht part rel ate. to the 

guess. 

c SubsT it ııte the guess for the unknown v . .ı ord . Does it make sense in conte:--;1 ° 

d. Look in a dictionary. 

In addition to these steps. several classroom activities are devi sed to begin to 

develop an ability to guess from context One of the most cornmon of them, according to 

Ruth & Gairns (1986:83), Nuttal (1982 71-73 ), is to provide students with sentences 

containing nonsense words in order to shmv them that some kind of understanding is 

possible and that they can get a good deal of infornıation from the sentences even though 

they do not really understand them. Another classroom activity is to get students to 

suggest what range ofwords could be used to complete incomplete given sentences. The 

la st of them is to show that possible fillers for any particular slot in a given sentence are 

limited makes it possible for us to work out the sort of thing an unknown word must 

m ean. 

Guessing skills can be built systematically by leading students step by step through 

different stages of guessing such as starting with global comprehension, asking students 

some preview questions before they start reading, interrupting in the middle to ask for 

predictions, and discussing the source of guesses in order to give the leamers chance of 

leaming from each other and make sure whether they are using all possible sources of 

clues. 



2. 3 Conkxt 

Comext is defined as tlıe- senıence or paragraph in \Vhi ch a ·ord appears, and can be 

categorizec as th" cantext ina texı consisting of mc·rpho og:ica. :yr,tacti ., and discoursc 

informatio 1 in a giveıı text. and the general corılext consisüng of the bacbzround '- ' .._, .._ ...... 

knowiedge of the reader oı the su ujec1 matter lt is o vious that mostwordsina text do 

not exis: in isolation as they are not usually simple. meaning-bearing units They almost 

always exist V/ith other words in context which contro s or supplies rnore infomıation to 

make the meanin!2 of a word clear. As context shapes the words and directs toward 

certain meanings, words -without context may be a\vkward, nonsense, or at least have 

numerous meanings. Context is categorized as immediate and wider contexts. Nation & 

Coady (1988: 1 05) state that immediate context can be elaborated by possible sources of 

information such as asking questions about the unknown word, making use of any 

related phrases or relative clauses, removing and or or to make two or more simple 

sentences, interpreting punctuation clues such as italics, quotation marks(showing the 

word will be defined), dashes(showing opposition), or brackets(enclosing a definition) 

The wider conte>..1, which consists of the relationships of dauses and sentences \\'İth 

surraunding dauses and sentences, can be elaborated by making use of possible sources 

of information such as making use of any reference word clues, completing any 

comparison clues, and interpreting the appropriate conjunction relationships between the 

ciause or sentence with the unknown word and the preceding and following dauses and 

sentences. 

Vv'hile Dixon & Nessel ( 1983 :69) emphasize the im portance of direct instruction in 

the use of contextual clues and suggest particular attention that must be paid that the 



:w 

students employ conte. ·t clues that thwugh v,·hiclı the beginning reader Jearns that 

reading is a sensible, nıeaningful acti\'i ty as tb: use of conte':t is encouraged. 

Nu tt al (ı 982 73 ) states that oı e m us~ have cl u es in ord er to be ah le inf er meaning 

from conıext and it must be ma~.sule that ·'ıh eıe are enough clues to rnake the inference 

possible and there are :e\. or no ot h r v. ord, in the contex\ tha( wi ll interfere with the 

atte, pt ıo deduce meaning ·· Lih.e\ is', Sea! ( 199 1 :305) says th at the proportion of 

known to unknown word in a text is a factor that appears to affect the case the leamer 

can acquire words in context by citing Liu & Nation ·s study (1985), whicL suggests 

that" the higher the percentage of known word in a text, the easier it is for the Jeamer to 

interpret the unknown words." Nation & Coady(1988:104) go one step further stating 

that it is not unrealistic to expect learners to guess between 60 percent and 80 percent of 

the unknown wordsina text if the density of the unknown wordsis not too lıigh. 

2. 3. 1 Contextual Clues 

Context, which is of great importance to readers in guessıng the mearung of 

unfamiliar words, are viewed in two different ways: one view is that context is used 

primarily as a word recognition skill, the other view maintains that context is used 

primarily in determining the meaning of unfamiliar or unknown word. Guessing 

vocabulary form context, which is one of the frequent ways readers discover the 

meanings of unfarniliar words, consists in the inference of the rneaning of an unknov.nı 

word from context and the word form. In the process of guessing, learners are helped by 

numerous clues: first of all, they are helped by the topic which may be signaled by an 

abstract or outline of a text, and title. Secondly, the other words in discourse, which is 

full of redundancy, anaphora, and parallelism, help the leamers. Finally, grammatical 



structure and ·ıunc.tuaıion contain c ues t!E: hel J the Jearners İ1 . iri!'errino the meaninu of 
~ u-

urıf.nmihar it ems Many times. the 5ıentence or semences a ·ound the unfamiliar w •rd will 

offer an indication oC or clue to, the \\ ord 's meaning that will as-isı the readers in 

decoding unknown or unfaıniliar woıd s~ that i:, the to,ı is charac1eri2_ed by; 

i. re!atiYely fe\\ diffıcul t \\Ords. 

ii. a topic that is familia lo the rcadcr. 

i ii syııtactic patterns that are ea ~ ıo process. and 

iY typograplıical lucs !ilc italics and subhcadings . (Hayncs. citcd in Co hen 1990 88 ). 

Several researchers have developed lists of clues which are available in context to 

helpin guessing the meaning of anunknown word. These lists, according to Nation and 

Coady( 1988: 1 06), w ere developed in several ways: 

a) by analysis oftexts( Artley, 1943; Oulin, 1970.) 

b) by getting Ieamers to deseribe the clues they u sed on word s they selected themselves 

(McCullough, 1943, 1945, 1958.) 

c) by getting learners to deseribe the clues they used to guess \Vords which were 

randamly chosen by the experimenter (Ames, 1966.) 

Faerch et al.(1984 :96) divide the types of cues to meanmg ın ihree groups: 

contextual, inter-lingual, and intra-lingual cues. Contextual cues ineJude one's knowledge 

of the world in relation to topic in question, the immediate linguistic context of the 

lexical item, and the other sentences in the text. lnter-lingual cues come from learner' s L: 

knowledge and knowledge of other foreign language(s). Intra-linf,rual cues are supplied 

by the target language such as phonological, orthographic, morphological(i.e., prefix, 



suffix , and stem), lexica!, vord clas..: , callocatio 1, and sernant ı .· Oxford (1990: 5 1 -90), 

\ ho ca tegorızes contextual clL e:- as iinguist ic arıd nonlinguist ic clues, labels the 

contextual, in to.r-lingual, a ı1d i Hra-lingu al clues as linguistic c!ues and states tha1 

linguistic clues are the bedrock of many correct guesses abou ı !he- meaning of m<ın) 

passages Linbıuistic chı es, \Vhich are al ready said to consist of previously gained 

knowledge of the target language. the leamers' mı..rı language, or some other languag~ . 

ca ı provide clues to the meaning Suffıxes, prefıxes , and word order are useful linguistic 

clues for guessing mearüngs . Non-language clues come from a variety of sources· 

knowledge of context, situation, text structure, personal relationships, topic, or general 

world knowledge. Besides text structure-that is introductions, summaries, conclusions, 

titles, transitions, ways of dividing the text, and general background knowledge such as 

knowledge of the target culture, knowledge of the topic under discussion, and general 

knowledge of current affairs, arts, politics, and literature, graphs, pictures, tables, and 

appendices can h elp leamers get an idea of the meaning . . 

Ames, 1966 (cited in Nation & Coady 1988:106), who thoroughly researched 

sources of clues, identified thirteen contextual clues that aid the reader in guessing the 

meaning of unfamiliar lexical items. Wbile four of these-modifying phrases or clauses, 

words connected or in series, preposition clues, non-restrictive dauses or appositive 

phrases-can be applied in the process of guessing through making use of the immediate 

context, nin e of these clues-definition or description, comparison or contrast, synonym, 

tone, setting and mood, referral, main idea-details, question-answer, and cause-effect-

can be applied in the process of guessing through making use of the wider c on text 

The staff of the Wisconsin Design for reading Skills Development classif)' contextual 

clues into three categories: explicit, implicit, and stmcture clues. While explicit clues 
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inclu e synon,,nı , defıniıion , E:quivalent phrase(s), and sumınc.ry, structure clues ineJude 

parent h esc-s, commas, da~he:;, quoı es, ;_ı n. -d ine.:- . quotation ma~l, and t) pe size( s) 

Implic.1 cl e~ ineJude cause and effect, contrast. examp!e, and modii\'ing pbrase (cited in 

11.1 · 1°·--· .... 8 ) ı~ orrı:.on.. , 1'/. .) . 

Be::.i 'es beirıg gı ecır ai i to learner in proce.ss of guessing. comexıua clues jusl any 

othc v.,;ord-attad.; skiiis used alone, are cl;:ıimed to ha 'e their Jimitctioıı~ ThesC' 

limitations, according to Bammam et al (ı 959:237). can I: e ove ·conıe and the ski ll in t !ıe 

use of context du es can be promoıed in case the teacheı 

ı. scmtinizes the material doselv to determine whether context does give a clue 

ıı. aids Jeamers in attaciling appropıiate meanings to the nev,; words that are encountered 

m provides many opporturuties for the learner to extend their skill in the use of context 

cl u es. 

Among reading experts, two views canceming who can gain most from contextual 

clues do exist: One view is that good readers should gain most from contextual clues 

since they are likely to be more sophisticated with respect to the syntactic and sernantic 

relationships of text, more sensitive to contextual clues, more adept at Jetter and word 

recognüion, and they have more processing capacity available for purposes of exploiting 

contextual clues than poor readers can. The opposing view, that poor readers should 

gain most from context, according to Adams & Huggings(1985:263-264), rests on the 

premise that they gain most from context due to their weakness in decoding since they 

can use the syntactic and sernantic dimensions of a te:>..1 as top-down support for their 

difficult or uncertain bottorn-up encoding ofthe text's visual dimensions. 



2. 3·. 2 \\'ord Ana lys is 

A: mentioned in tl e preceding parc;graphs. co!ltex.t clues are of greal importance to 

r-e:aders in determining t ·ıe me·.ning of unfamiliar lexical items . \\' h!;.'n the cont ex1 is ri clı 

in cue~ for \\Ord nıeaning, it is suffıcient for the generation of a l ik el :ı meaning and the 

rea:ier does not need any ot her cues But context, especially a less rich or an supportive 

c ntext may not alv,ay provi de the reader \Nith clu s sufficien1 for g:uessing the meaning 

of u:nfamili ar words. \Vhen the reader cannot interpret the surroundi ng context due to 

her/his poor vocabulary knowledge, s/he is forced into a word-by-word reading strategy, 

and has to guess blindly or has to pay more attention to a detailed analysis of the word, 

which can also provide leamers with clues to meaning. Apart from being one ofthe most 

effective ways of expanding vocabulary, a knowledge of word structure is al so of great 

use in inferring word meaning. The analysis of word-form, according to Mondria & De 

Boer(1991 :251 -252), involves the recognition of relationship between new words and 

already known words in the target language, the mother tongue, and other languages. 

Gaims & Redman(1986: 48) daim that an understanding of all three aspects of word 

building is essential to make educated guesses about the meaning ofunknown items. 

The staff of the Wisconsin Design for Reading Skills Development, according to 

Monison(1979:4 1), proposes for the word-parts strand of meaning study the following 

skills: 

2. 3. 2. 1 Uses \\'ord Parts: Prefixes 

The leamer recognizes that a prefix is a meaning bearing unit that can modify the 

m eaning of a word in one of the following ways: 



i to 8ignif-y range (i .e., ab- .. ad-, ~n - , ex-. in-. sub-. super-, inter-,) 

i i to indlcate- time (i e., pre-. post-, re-,) 

ııı to signif) approval or support (i e, com-, pro-,) 

;, to signif:ı opposition (i .e , de-, dis-, un-, anti -, mi s-, non-,in-,) 

\' . to s ignif~· number (i e . bi- , tri-.. di-, senıi - ,) 

2. 3. 2. 2 Uses \\'ord I.)a r ts : Suffixe$ 

The learner recognizes that a suffıx is itself a lTıeaning bearing unit that can modi(y a 

base word and with that modification identify the grammaticai fu nction of the base word 

as noun (i .e., -ance, -atioıı, -ism, -ure, -ment, -hood, -ness, -ty, -ess, -isı, -er, -or, -!et); 

as adjective or adverb ( i.e., -less, -able, -ful, -ant, -ish, -al , -ly, -est); 

or verb ( i.e., -en, ) 

2. 3. 2. 3 Uses Word Parts: Combining Forms 

The learner recognizes that combining forms (i .e., bio, geo, graph, logy, meter, 

phone, ploto, zoo, ·ıı~mıo, pseudo, auto, hydro, micro, aero, demo, psycho, astro, gram, 

magni, petro) are meaning bearing units that join together to constitute new English 

word s. 

2. 3. 2. 4 uses word Parts: w r rd Roots 

The learner recognizes that ome unfamiliar word s may consist of prefixes or suffixes 

combined with word roots (i.e ., lfac, sta, pos, fer, mit (mis), tend, spect, ten, part, cap(t), 

duc(t), pli) which have their origin ina language other than English. 
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Clarke & Nation, 1980, ( cited in Co hen, 1990 32) suggesi leaving v.'ord analysis as 

the las1 resort, after exhausting contextual clues-for example. detcrmining the paı1 of 

speech of the unlnown word , determining the relationship bet\veen the unknown word 

and other word :::. in the ciause or sentence, and looKing at th relaıionship bet\veen the 

ciause or sentence comaining the unknown word and other sentences or paragraplL -que 

to the likely--hood of aniving at an incon·ect or inappropriate meaning for the given 

context. A.nother warning on the application of v. • .-ord analysis is that both conıext clues 

and word analysis should not be focused at the same time even thoug lı the_' are used to 

determine word meaning. 

2. 4 Studies Done To Investigate Strategy Training 

It is accepted by the experts in the field of reading that vocabulary knowledge is an 

inseparable component of reading ability. The findings of David's study(1972), which 

investigated whether there are identifiable subskills within the overall ability to read, 

verified that recalling word meaning, detennining meaning from context, finding answers 

to explicit questions, and drawing inferences are some of the su b skills within the overall 

ability to read (cited in Nation & Coady, 1988:98) 

In recent years more and more attention has been paid to the problems involved in 

vocabulary acquisition. One of the theories about vocabulary acquisition is the theory of -

Schouten-van Parraren (1985), which maintains that words are best learned through 

reading. She advises the presentation of words in texts since they , according to him, 

provide many points ofreference for the retention ofwords. The results of Ames's study 

( 1966) are in agreement with the theoıy of Schouten-van Parraren in that they both daim 

that learning vocabulary through reading do exists. Ames(1966), who carried out an 
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experiment 10 investigate the success in guessing the meaning of unknown vocabulary 

from context, fou ıd out that his doctoral le\·el students successfull,· guessed 60 per cent 

of the un~~nown words (cited i ır tatton 8.:. Coady, ı 988 : 103) 

Our prediction that guessin~~ unfamil iar vocabulary from contextual clues shou ld 

improye reading comprehension is supported by studies carried out by Perfetti & 

. kl~eown. 1982; Draper 8:. Moeller, J 971: Kameenui 8:. Ca nie, 1 982; Sözöz. I 983 ) 

Sözöz(1983) carried out an experimental st udy on two groups-a pilot and a control 

group of students to find out the effect of guessing training on reading comprehension. 

The groups. which consisted of 30 students each, were at the same !eve! of English. 

During the study, which Jasted for a term, the pilot group spent one or two extra hours a 

week to do exercises on guessing. During the instruction, oral discussions were held 

after the leamers' guesses to find out their guessing strategies. The test, which was given 

before and after the study, included a cloze test ' with 240 blanks to be filled in, 150 

comprehension passage questions and 21 O unknown vocabulary items in context. The 

results of this study indicate that the pilot group di d better than the other group in tenns 

ofthe cloze test, comprehension passage, and unknown vocabulary items in context. 

The results presented here are in agreement with the theoretical discussions 

presented by Peıfetti et al.( 1982: 520.) They maintain that a vocabulary training 

program can lead to gains in comprehension daiming that subjects process individual 

word mearıings more accurately and more rapidly after the instruction. lmprovements of 

comprehension fallaw because construction of a passage meaning, especially noncentral 

content, is made easier because individual word meanings are understood. 

Several studies were alsa carried out to investigate the factors that might influence 

the guessability of words. Mondria & De Boer found out that the pregnancy or non-



pregnancy of a subject, verb, and function in a sentence influences the correct or 

incorrect guessing of the nıeaning o a v1 ord ( 1991) The fı nding s of a similar stu dy, 

carried ou t by Sternberg & Powell (1983) to distinguish bet ·een clues to the meaning of 

anunknown •.'o d in context, and variables that facilitate or hinder the use ofthese clues. 

\:O.'ere strikingl~· similar to those obta·ned in Mondria & De Boer·s study in that they both 

show that density of the unknov.;n words to known words in a text the number of times 

the same word occurs in a text , the vari et y of contexts in which it occurs in the text , tlıc 

importance of the unknown . word to understanding of the context, and the closeness of 

the influence the guessability of an unknown word. 

In tracing the causes of wrong guesses, Bensoussen & Laufer ( 1984) cia im that using 

the contex1ual information to the unknown word are same of the variables that might 

influence it and using word form instead of the cantext in guessing is one of the comman 

errors made mostly by untrained readers and even by the better readers. Studies of 

incorrect guessing, according to N attinger( 1988:63 ), indicate the im portance of getting 

learners to delay making use of word cl u es until they have made full use of the available 

cantext clues. 

2. 5 Strategy Training 

Learning strategies-techniques, approaches, or deliberate actions taken by learners to 

facilitate learning-can be taught and modified through strategy training which is an 

essential part of education. 

That good language learners use a variety of strategies to assist them in gaining 

command over new language skills not only in ESL classrooms but also in out of 

classroom acquisition environrnents implies that less competent learners can improve 
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their skills in a second lang age through training on strategies evidenced among more 

successful language learners With successful training, less competent Jearners can apply 

strategies to the acquisit ion of a variety of diflerent langu-age sJ.;j iJ s and transfı r them to 

s;milar language tasks Besides less competent language leanıer~ , even the best Jearners 

can improve their strategy use through strategy training which helı them guide learners 

to become moıe conscious cf strategy use and more adept al employing appropriatc 

srrat'egies A.nother -implication is that teachers could convey the strategy applications to 

students and direct them to utilize strategies for a variety of language leaming activities. 

Students, according to Wenden & Rubin (198 7:82), can make more effective use of 

leaming opportunities they encounter with teacher provision of the leaming tools . 

Language leaming strategies, according to Oxford (1990:202 fl) can be taught in at 

least three different ways: awareness training one-time strategy trairung, and Jong-term 

strategy training. Strategy training is most effective when the students leanı why and 

when specific strategies are important, how to use these strategies, and how to transfer 

them to new situations. Chamot & O'Malley (1994:98) suggest that strategies should be 

taught by naming the strategy, indicating that the purpose of the strategy is to help the 

student comprehend and remember new information, and remind the student to use 

strategies with subsequent reading. 

Apart from extensive reading, students, according to Stoller (1987:38), can benefit 

from explicit reading instruction that focuses on strategy training. By the help of strategy 

training the instructor can build leamer's repertoire of deliberate and purposef..ıl 

strategies to construct meaning, to remove meaning blockage, and to read critically. 

Seal (1991 :305) claims that leamer training isa factor that affects the Jeamers' ability 

to use cantext to guess the meaning of an unknown word citing Clarke & Nation's 
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(1980) study .. which demonstrates that learners caı improve their guessing skills by being 

trained to search for context clues within a text. 

2. S. 1 Awareness Training 

In studies on L2 learning a distinction is often made between explicit and implicit 

linguistic knowledge which .. according to Smith( J 9g8 51 ), have occurred ın vanous; 

fo rms both in the literature on language instruction and \Vithin a- more strictly Jeaming­

oriented context Implicit linguistic knowledge is what the individual can use bu1 not 

deseribe whereas explicit linguistic knowledge is knowledge which the individual can 

deseribe but does not necessarily use. The issue concems whether the leamer should 

treat the language task intellectually and systematically as a mental problem, or whether 

s/he should avoid thinking about the language and absorb it more intuitively. lt is argued 

that the second should be done by providing direct experience and avoiding the explicit 

knowledge promoted by the first. On the other hand, it is claimed that a conscious 

awareness of ho w language works and the subjectian of student' s experience to analysis 

would suit their cognitive style, increase rnotivation by giving added point to their 

activities, and so enhance learning. Widdowson (1990:98) clairns that learners need to 

realize the function of the device as a way of rnediating between word s and contexts, as 

a powerful resource for the purposeful achievernent of meaning. 

Language awareness could be roughly defined and viewed as a sensitivity to, or 

explicitly awareness of, the gramrnatical, lexical, or phonological features, and the effect 

on meaning brought about by the use of different forrns. Language consciousness raising 

is assumed to consists of complete and unrelenting focus on the formal structures of the 

target language. Awareness Training, which is also known as consciousness-raising or 
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familia izatio ı training. is viewed as important element s in a comprehensive model of 

foreign language leaming. Consciousness-raisinf:, implie- a deliberate attempl to drav. the 

leamer's attention to t ı e formal properties of the target language by exp icitl_· st-ı ing 

items, which were signaled implicitly. Participant:-, in awareness t ra i ;ı i ng , are h lped to 

become aware and famil iar with the Qeneral idea of lamruarre leam i ııg strateu:ies and the 
4..J '-' - 1..... 4.... 

way such strategies help t henı accomplish various language tasis Faerch et al. 

(1 984 :203) accept the process of developing more consciousness about impl icit 

knowledge as part of the general process of consciousness-raisint, and illustrates the 

process of consciousness-raising and automatization in the following way: 

-------------------------------------conscıousness raısıng--------------------------- ------- --

implicit explicit 

knowledge lmowledge 

~------------------------------------autornatization-------------------------------------------

Participants, in awareness training, do not have to use strategies, on-the-spot language 

tasks. Zvetina( l987:235) cites Van Parreren & Schoute-Van Parreren, who advocate 

explicit teaching of contextual guessing, argue that such guessing may improve reading 

comprehension and speed: " ... guessing the rneaning ofwords from context can enhance 

retention of these words ... " She also claims that teachers would do rnuch for students' 

reading ability, as well as their perceptions ofthemselves as capable language learners, an 

affective need far too often neglected in L2 classroorns by explicitly teaching students to 

be aware of their (often) ineffective strategies, and giving thern tools to correct these 

deficiencies. 
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2. 5. 2 O ne-tim e- Stra(egy Training 

One-time Strat eg~ Tra inin~ invol\'eS learning ·nd practicing ont: or more strategies 

' ' ith ac,ual langua c•e t· sh, usually those founc in 1he regular l an~uagc Jearning program 

This ki nd of training gi es the learner in[! rmation on the va lue of strategy, \ hen it can 

be used, hoY to use it. and how 10 e ·aluaı . the success of the s ra(e<ry One-time 

s!rategy is appropria e for leam rs who ha\ e a nee ' for particuia , identifıa )le. and very 

targeted strategies that can be taught in one or just a few sessions . 

2. 5. 3 Long-term Strategy Training 

Long-term Strate6ry Training involves leaming and practicing strategies with actual 

language task s. Students leam the significance of parti cu lar strategies, when and ho w to 

use them, and how to monitor and evaluate their performance. Like one-tenn training, 

long-term training should be tried to the tasks and objectives of the language program. 

However, long-term training is more prolonged and covers a greater number of 

strategies. It is likely to be more effective than one-time training. 
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3. 1 Research Design 

The main purpose of this study was to fınd out the effect of consciousness raising 

training on guessing unknown vocabulary from contextual clues on reading 

comprehension. Any significant difference between the scores of the Experimental Group 

which had the consciousness raising treatment during the sixteen class-hour instruction 

and the scores of the Control Group which had no consciousness raising treatment was 

investigated. The two groups were taught the same texts through the same ELT method 

except the experimental group's consciousness on guessing vocabulary from context 

was raised through contextual clues. In this study, two groups of students were 

examined in a pre-test and a post-test (Appendix A, B). Before any treatment, the 

Michigan Placement Test was adınİnistered on both groups to determine their levels. 

Then an Experimental and a Control Group of twenty students were fomıed . .A...fter the 

formation of the groups, a test (the pre and the post test), which was prepared by the 

researcher, was given as the pre-test to both groups to determine their success in reading 

comprehension. A set of ten Multiple Choice, ten Open Ended, and ten Vocabulary 



Guessing questions was constmcted for each of the two reading passages. The I\1ultiple 

Choice and Ope ıı Ended Quest ioıL requi red understandi ng of implicitly or explicitly 

stat ed idea~ and the i ocabu lary Guessing Quest ions req uired understanding of the target 

v. ords ir. the passat.oes The fonnal for t h~ Vocabulary Guessing Que::ıion_ test wa s 

multipl_e choice, with tbe target word usedin the texts and four al ternat;ve_ w re offered 

in the from of either brief det!nit ions or syn o nyıns and antonvms. In the pre and post 

test . which were administered in two sessions of 4. miııutes , students · success in 

ansv,;ering mult iple-choice, open-ended questions, and inferring the meanıng of 

unfamiliar vocabulary items from contextual clues was investigated. 

After that, a sixteen class-ho ur instruction consisting of fo ur class hours a w eek was 

applied to both group s in the fi rst temı of the academic year 1 997-1998. The same 

reading passages, appropriate for lntermediate Level learners, were given to both groups 

at the same length of time. Text-book reading extracts were used for instruction. 

The sequence of the reading instruction in both groups consisted of the following: 

1) Setting an overall purpose for reading the text: Students were given purpose(s) 

suitable for each texts in order to judge what they can skim over, what they must attend 

to in detaiL 

2) Introducing the text: The texts were introduced in order to get the students in the 

right direction, help them relate the text to their own experience, involve them actively, 

get them into the right mood, and make them interested in reading them. Students 

interest in the text was raised by means of questions such as; 

?" " YF' Id ı·k ?" "Wh . . . f ?" "Have you ever.. .. . , vv nat wou you ı ' e to ......... , at ıs your opınıon o ...... , 

ete. 



3. S · imming and s~ann i ng exercises 1 auestions in the who le text s wrre given or as!- ed 

in order to ha\'e thern involve activeh in thc> readi 1g process. 

4 . Each seet ion was taek! ed seetion by seetion by means of 

a) utilizing non-text information., if there was any. 

b) utilizing reference appar tu s; such as title, sumnıary, biographicai infonmnior about 

the author, ete. 

c) utilizing non-verbal informat ion; such as picture ·-, illustrations, tables .. ete. 

d) utilizing word-aitaek skills: such as ignoring some Jexical items. 

The procedure for each seetion consisted of: 

a) dealing with essential language points for the seetion 

b) assigrung questions for the seetion 

c) silent reading ofthe seetion by whole class 

d) checking answers to the questions asked above and assigrung some other questions for 

the class. 

5_ After completing seetion by seetion study, tasks were assigned to individuals or 

groups requınng assessment of the texts as a whole, drawing together information 

obtained from the detailed study and including the contribution of each part to the total 

message. 

6. Individuals or groups attempt tasks 

7. report back session and evaluation. 

In addition to these, the Experimental Group's consciousness on guessing vocabulary 

from contextual clues was raised through training them by making use of the available 

contextual clues accomparued by some extra and tasks. The strategy training in question 



was integrated with the tasks, obje ti ·es, and materials used in the in truction in order to 

help the learners better understand hov,: the strategies can be used in sign ifıcant, 

meaningful contexts sınce "ıneaningfulne8.5 makes i1 easıer to remember the 

strategies"(Oxford, 1990:206). 

As tlw main concem of this study was to develop tbe leanıers · reading 

con prehension through contextual guesswork the primary purpose throughout the study 

was. first of alL to make sure that the learners had at least a general understanding of the 

studied texts, and the secondary aim was to show how the meanings of cenain unknown 

words could be inferred from contextual clues. This procedure, according to 

Wallace(1 992:4 1) makessense at least for two reasons: 

1. It is important in any EFL reading program to train students to go for the overall meaning of the 

article or book that they are reading. and not to allow theınselves to be put off or distracted by 

individual words they don not know. 

2. The meaning of an indi\'idual word depends on the general mcaning of the passage. Most comman 

words have at least a vast range of denotations: which denotation is the appropriate one will depend 

on the meaning of the passage as who! e. 

Showing the leamers that the gist of an article or a passage can be understood even 

though it contains same unknown words was anather purpose of this procedure, since 

they had the wrong belief that all the words of a text had to be known for an 

understanding of it, which was one of the obstacles at the beginning of the treatment 

awaiting us. The usual procedure in dealing with the comprehension passages, studied in 

the course ofthe treatment, was to ask some questions to establish a general sense of the 



passage-.. and then to come to que tions about the meanings of individual '"-'Ords in order 

tn discourage word -decodin,:; . 

Al th very beginni ıg of the coııscıousness-raısıng trea!menL the Experimental 

Group was shown hov, some \Vords are used in differem sense:: and how the conte,:t of 

the word shcıpes the meaniı g of th 'nı . They v, ere asked to analyze what the same word 

meant in difleren ı sentences in order to increase their av,areness on the in portance of 

the context the \\'Ord used in. 

maintain 

L He took the Jead and maintained it until the end of the race. 

2. The police were unable to maintain law and order. 

3. Despite same evidence to the contrary, the palice maintained that he involved in the 

robbery. 

4. The railways lines have to be constantly maintained. 

lnvolve 

1. My job involves traveling extensively. 

2. He was involved in same critica! activities. 

3. The community progress involves recreational, cultural , and economic features. 

4. The witness's statement involves you in the robbery. 

5. Do not involve me in your problems 

(From Building Skills for Proficiency by Cesur Öztürk) 

The following two paragraphs were given to them and speculations on the possible 

word(s) that fitted in the blanks were made with themin order to emphasize further how · 



he meanings o in~li\idua l wo ·d s depend on the general n eanını:;. of a passage as a 

who le 

Paragraph J. 

When \\ e \H'n1 inside, th -----------had a!i·eady staı1ed. a 1d ı here\\," conıplete darkness . 

We looked for a sea, but l renıcmb r the fi n scenc of the-- ------ took place af nigh1. so 

. -
then:' was not any light froı 1 the screen to shov. us where to sit. Fina ll \'_ a \>,oma n with a 

torch caıne and helped us. lı v .. ·as only at the end ofthe---------(wlıich was terrible, by the 

way ) and lights came on, we realized that we were the only people there. 

(From Penguin ElementaD; Readim! Skills by Anne Parry and Mark Bartranı) 

Q Suggestions fo r the place they entered into. 

A: A building, a room. 

Q Did the place have any light when they entered into? 

A: No, it was dark . 

Q: They Iooked for a seat to sit Then, in a w ay they had to sit. A w o man with a torch 

cam e to help them. What kin d of places keep people with torches to help people? 

A: A theater, a cinema, a concert hall. 

Q: What do people watch ina theater, ina cinema, or ina concert hall? 

A: A play, a film, a concert. 

Q: Look at the Iast sentence. Were there any other people there? 

A: No, there were not. 

Q: We know from sentence 2 and three that the thing in that place had a scene. What 

things have scenes? 
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A A play, a film, and ete. 

Q W knO\\ fronı the l2sı s<:nt nce that the:, di d not li k - ir . 10\'., k-ı · . rernember rhe 

clues: it was in dar · pla e where. people go to watch i . A number of peopl · were 

e'\pect ed to com th re. lt had a beginning ai1d an en .. A er son "ii.ı a torch helped 

ıhem Y\'hich ofth two suggestions seenı mos1 likely? 

A The place isa cineına and it v.as a fı lnı . 

Paragraph 2. 

People nowadays complain about ' convenience food· -you knO\\ . food that comes in tins 

or packets-but in many ways the-----------is the perfect convenience food . lt has its 

own container-though we call it a shell You keep it in the fridge for some time. It can be 

used for all kinds of different dishes-omelettes, cakes, pankaces, or you can have it fried , 

scrambled or parched. Of course, _ _; _______ are full of cholesterol and probably bad for 

you. But who cares? 

(From Penguin Elementary Readimr Skiils by Anne Parry and Mark Bartram) 

Q: What is it? 

A: Food. 

Q: What does it have? 

A: A shell. 

Q: In what way does the writer compare it with other convenience foods'? 

A: About their packets, containers. 

Q: \\The re can you keep it and why? 

A: In a fridge, to keep it fresn. 



Q Ca ı it lıe used with other meal s, o; di shes') Suggestions? 

A Omekttc~;, ca l~es .. p2nkaces. 

O How can it be served') 

A . Fried. scrambled. parched. 

Q Taking into account all the information mentioııed _o fcır . \Vhat can it ber) 

A: Egg 

:'i 'l 

Ha\'İn~~ emphasized the imponancc of cantext through the previous two paragraphs, 

the follmNing semences (From TeachinQ Readinı1. Skills in a Foreign Langııng_~ by 

Christine Nuttall) were presented to them in order to show them how the number of the 

possible meanings of an unknown item increase with the wider conte:>..1 when all of the 

following sentences were given together and ho w the number of the possibilities narrow 

down when the following four sentences were given one at a time. 

1. She poured water into a tock . 

Q: What can we learn from sentence one? 

A: That a tock can hold water. 

Q: Suggestions? 

A: It can be a bucket, a bowl, a hole, a sieve. 

Q: Now, Jook at this sentence and think how does it narrow down the possibilities 

2. Then, lifting the tock, she drank. 

A: It can be lifted and it can be drunk from. 

Q: Can it be a hole, then? 

A: No, it can not lt can be a kind of container. 



Q ı 1o"", read the ne. ·ı senıence and thin\\ about \-\ lıat ne' · informat ion does it give. 

3 l 1nfonuna1ely. a she was setting it dov; n again, th tod: slipped from her hand and 

broke 

A \\ ·e kncm that it broJ...e '"hen sh slipp d ıt. l ca n be brokeıı 

Q You mean if is frag ile W hat mig ht it ha' e be n m ad of! 

A · Glass-chimı -clay - stone 

Li Only the handie remained in one piecc . 

Q. lt has a handle. What could it be') 

A: Jt could be a cup 

Q Ri ght That seems to be t he most likelv 
~ -

Then a text titled "He called it Penicillin" from Reading For Adults by R . D. Lewis 

(Appendix C) was given to the subjects who were assumed to have some prior 

knowledge on the content of it. The main purpose of trus activity was to show the 

leamers that prior knowledge mak es it easier the understanding of texts and guessing of 

unknown words. The words that were thought to have been unfamiliar were qualify, 

research, inoculation, and antibiotic. 

1. T: Look at the underlined word in paragraph one and read the whole sentence. 

T: What di d he do to enter to the university? 

A : He qualified. 

T: What do students in Turkey have to do for entrance to university? 

A: They have to pass entrance exarninations. 

· T: Then, qualify may mean sornetlung lik e pass necessary examinations. 



') r_s:s l!rcJı. Nem, look at the uııdcrliııed word in paragraph 2. 

1 \.·hat \\a s \\ ri gl ii · s job 0 

!\ A sc.ient i SL a b acı ,rio log i 5-t 

T \~ hy does the author thin ; tha t man\ peopk cw.,ect the ı Ji,· e :ı to hinı'' 

r\ Because of his deve opnıent of inoculation a~rıinsı typhoid fe, u 

T. \ lıat does a scientist han· to do ı o de\·el oı' o· d ıs~o , ·cr 2 t hin~" 

A They ha\ e to study. the' hcı \' to mak experiment s 

T. Then. \W cari subsrirute the word stud\· for research 

3 i nQ_gıjatioıJ Paragraph 2 

T What is an i noculation'~ 

A: A kin d of substance. lt w as u sed against typhoid fever 

T: As it was developed against typhoid fever, typhoid fever isa kind ofillness that causes 

problemsin the body. 

T : Then, we can say that İnoculation is a kind of substance that protects the body against 

typhoid fever-a kind offever, illness. 

4. antibiotic 

T: Why were the bacteria all round the mould dead? 

A: Because ofthe mould. 

T: W as it also effective with other kinds ofbacteria? 

A: yes, it was very effective. 

T: W ere other kinds of the same substance discovered? 

A: Y es, to fıght against all known bacteria and other deadly germs. 



T The-n. bacteri- can scmıetim s be ham1fi ı. to human bod and ih body should be 

protec~ed a~a ns1 ıhen: Remembe: tha1 the gemı ~ \\ere destroyed b · the mou id An ci 

Docıo r Fleming alied the germs as antibiot ic 

Having fomıe' a general sense o the imponance of conıext in guessi ıg the 

mea in~· <. of unt: nıilia v. ord s. the· ) ·amer< conscıousness on mak in~· u~e of the 

context ai clue~ was raised in order oftlıei r appearance i the s udıed tc.\t ~ v:ilh the hel' 

o7" 8 few extra exam~les Although :ome of tlıese c!ues are usu<ılh i nıplied b· authors, 

the Jearners were noı aware of the fact that these could be made use of in contextua l 

guesswork. ln ord er to increase thei: awarenes · on thi s matteı, the ·e cl u es were 

explicitly signaled with the help of a few exarnples. The following con!extuai clues were 

focused on as they were the most comrnon ones found in the text studied during the 

sixteen class-hour consciousness-raising treatment. 

The practical strategy for guessing unknown wordsin text, suggested by Nation & 

Coady( 1 988: ll 0), was applied in the course of the consciousness-raising treatment 

1 . Find the part of speech of the unknown word. 

2. Examine the immediate context. 

3. Examine the wider co n text. 

4. Guess the meaning. 

5. Check the meaning. 

1. The immediate context of eve!)' unfarniliar item to be guessed was elaborated by 

asking some questions to show them what to do in dealing with unfamiliar words. 
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a. Asa fı rst step. the gran r;ıatica funcıi on of t lıe un known word( verb. noun. adjective, 

ad \ erb. e ı c ) was decide~ 

Then. the kınd of meanin2! -positi \ e. or ne2! cı .i, · e- the unk-ııO\\ 1 v. ord seemed to . hcıH 

wa~ anal ·ze ci 

c Whetheı- the \\Ord imoh'ed mo\ eme-nt or not as discu ~sed 

ô The te:-:ı wa s aııalvzed whe!her tlı c unkno·x n \-\Ord \\2 S com ained elsewheıe by c. 

different name 

e Whether the word could be a thing. a substance. an emotion and ete.. \vas specul aıed 

with the learners . 

f Each unknown word to be guessed was analyzed whether it had any suffıxes or 

prefixes. 

g . Related words with the unknown word were searched for. 

h. If the sentence containing the unknown word had and or or , these words were 

removed to make two or more simple sentences. 

ı. Punctuation cl u es such as comma(,), da sh(-), parenthesis( ), colon( : ), and 

semicolon(;) contained in the texts were analyzed and their functions in the sentence 

were discussed with the h elp of the following examples. 

Comma(,) Let's Iook at the following sentence to find out the function that commas(,) 

serve. 

-In Japan, people use landmarks in their directions . They talk about hotels, markets, and 

bus stops. 

Q: What do the words 'hotels, markets, and bus stops' have in common in this sentence? 
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Aı· The;· arenames ofplaces. 

A ~ They o.re gewTall) L <w .. n by the resident s of that place 

O For \\hat purp se are the ~."· v. ord~ us d in the abo\ e senıenc e'l 

A · 1 ot .li d ıre tioı::ı 

0 Th n. '.·;hat mi~lıt be a landma rL 0 

A h coul · be well -known bui! iin~ . in a plc.cc 

Q: Then. we can . ay that a coınma can be u sed ıcı separate si milar itenı s ina serie . . 

J\ow lock at this example and think whether the commas used gi ve any clues regarding 

the ıııeaning ofthe underlined word. 

Meteorology, the science ofmeasurements, is based on precision 

Q: Wh.at does the underlined word seeın to ınean? 

A: The science ofmeasurement. 

Q: Thus, we can say that commas give information on the meaning of an unfamiliar word 

contained in the same sentence by separating items in a series. 

Now, look at the following senten ce and think about the functions of paranthesis ( ), and 

dash(-) . 

-Most people think that the typical North American diet consists of fast-foods 

(hamburgers and fresh fries). lt also includes convenıence foods, usually frozen or 

canned, and "junk food"-candy, potatoes, chips, cereal with lots of sugar but no 

vitamins, and so on. 

Q: What examples of fast-foods are given in the sentence? 

A: They are hamburgers and fresh fiies. 
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Q v · ıı at exaJll ı~s o~jun . .; food wei·,_ gi\ en in tlıe serıterıce'' 

_:, Can h potatoe~ .. chip .. cereal \\ith iots of su~ar buı no \·i ta miıı <, 

- he ı~ ' e cc. n sa\ th<ıl a da ·h( -) aıd c. pare-nıhesi~( ) ~i' e ı ile nıean ing or expla 1?.tion of a 

\\or c; 

C olon( • } and a sc-m icolon( . ). 

There ha~ been a seriö ri~e in the cost of uıili ti e5 v. aıc; . gas. and electriciı 

(} Wh:ıı do the word~ wat er. gas ,and elect rici ~- ha \·e i 1 comnıon';. 

' · Thing· people use in everyday li fe-

O: \\'hat are water, gas, and electricity" 

A The\' are utilities 

As we have seen, a colon(: ), or a semicolon(;) can separate two closely related it em s. 

2. The wider context of every unfamiliar item to be guessed was elaborated through the 

following contextual clues by giving some extra examples which explieitly signaled the 

meaning of the word to be guessed . 

I. Definition or description Word(s) or phrase(s) that are commonly found in the 

sentences that define or deseribe something were foeused on through the following 

examples. 

Be: 

-The context is the word s araund the new items. 

Can be deseribed as: 

Fatigue can be deseribed as the tiredness and exhaustion that result from muscular 

w or k 
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R h~ıo 

_s_e~1g~_ıi_g_n refers to tb" :-.erting apan of one group fl·onı another 

.&0_ıioncı liz;~uj_Qll imoh"es subsııt utin~ an acceptable rnolİ\c f,Jr n unaccept' ble o 1c 

M ean::, 

Drl!g ab 5_~ means becomin~ dependent on drugs 

Il That an explanation or an equivalent(equal ) of a new vocabulary is presented in 

arıother part of the sentence and the phrases in other word s ,t hat is , and i.& are clues to 

explanation were emphasized through the following examples. 

-J'm not sure that this business is strictly legitimate. i.e. is legal. 

-According to ethnologists, most animal behavior is govemed by innate or instinctive 

mechanisms, in other words, mechanisms inherited at birtl1 . 

-Most human beings are omnivores; that is, they eat both animal and plant material, 

while others are carnivores. eating only animal fish . 

III. That examples of the meaning of a new vocabulary item are in the sentence or in 

another part ofthe sentence and the phrases for example, fo r instance, and such as are 

the clues to the meaning were stressed through the following examples. 

-ln the markets basic commodities such as meat , sugar and cooking oil are often 

unattainable. 

-In Japan, people use landmark~ in their directions . For example, the Japanese will say., 

"Go straight down the corner. Tum left at the big hotel and go past the fiuit market. The 

post office is across the bus stop." 
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I\' . Tha t a ıthors somc im·-- use- ılıe v, · ord~ ho.,, ey_~[- buL unl_ı_j::_ on th coılj_ı}!n . . Q!U_b_ 

ot h -r haııd. ahlıow . .:h. , ·eL \\hi e. '~ he:-ea;;,_ ete to ı:ıkrt the rea -l er to ı he fac.t tha: a \\ ())"(: -------- - - ----·-- ---- -------~ ' 

v.itlı an oı'p·; ite m a1ıng is bei nfl used \~ere cmphas.zed thro ıgh the tcıl!ow i ni:' 

exaıııpl ' S. 

- \\hile d;:-:,eı1s are exp nd iı g, for~<:.ıs are ,Jırinl.. n': 

-He i~ noı _şjjı:ı ... 0 · On tiıe ·om ra;-\. he is quitl ~enero ı~ 

-Sonıe acıions are learned . buı other act io m. are inn<ıt_r 

-Allhough they Jook similar. these plang are actualiy quite distincı 

V Contex clues are often fo und in the form of synonym _ v-/Ords that mean the same as 

the unkrıown one. Authors sametimes use anather word in the same sentence or a 

neighboring sentence that has the same nıeaning as the unfamiliar word . Synonyms may 

be purposely included by an author to help readers understand a less unfamiliar word. ln 

such cases the synonyms may be set off by special punctuation within the sentence such 

as commas, dashes, or a parenthesis Also, they may be introduced by ot, and that_i_~ . A 

synonym may also appear asa restatement of the meaning ofthe unknown one. 

-The velocity, or speed oflight, about 300.000 kilometers Per second. 

-To repeat one smail job hour after hour is both tedious and uninteresting. The job 

becomes tiring and uninteresting. 

V The following ways of checking the guess were applied: 

a. \Vhether the paı1 of speech of the guess was the same as the part of speech of the 

unknown word was checked. 

b. The unknown word was broken into parts and analyzed whether the meanings of the 

part s m ade sen se or not. 
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c Tlıe glie~s \VaS sur ~-1iiU1ed for tb U!1Kl10\\Tı h(\ ·d anel insp•:-r·ted '":hetber it made seıbi· 

or nnt. 

At the eııd of the sixteen lc.s~:-hou r inst ruc ion, t l-.e f>0,1-tes L \A hi··h con:isted of th ı:. 

same iıem<, in tlıe pre 1es: . v..a .. gi en to be ~ı g rvup~. and pn ~ı.;ı ble rljf1erence~ b~twe::n the 

ı ' h pre ano po:<:t tesb ot eac , 
0

'. ı p anu likely differences bet;veen the .~cores of the n o 

grours werr evaluated. ln ord::' 10 acheye the goa . of th i_ stııd \. stcıtisti ca ·! tech 1i~ıues 

~~ere applieu T-test for deç end nt sam~ le:, wr. c. u sed to compare- the pre and post tes1 

core:. of each group withiı itself and t -tesı for ir dependent samples was used tc' 

com~ are the scores the experimenta l group obtained from the post test with the scores 

the control group obtained from the post test . 

3. 2 Subjects 

This study was carried out with forty-six Lycee grade two students of Af)ron 

Kocatepe Anatelian High School. The age of the students were 17- ı 8. The subjects, who 

had had a prep class, received English lessons eight hours a week for three years and 

have been receiving English Iessons four hours a week for three rnonths. The subjects 

were considered to be representative of the In termediate level . This was tested with a 

standard 'Michigan University Placement Test'. Forty--six students, who got the mark 

32-71 from the test, were selected for this study. Then an Experimental and a Control 

Gmup were formed . . After the forrnation of the groups, a test consiste.d of two texts, 

which was prepared by the researcher, was given to both groups in ord.er to determine 

their scores in the pre test. The number of students in each group v,'as twenty-three . The 

experiment took place during four regular English Iessons. 
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3 . 3 Dat~ Collerfiorı Prorrdun'~ 

Thi ::, ~;tud\ w as carried o l l fo ı ro ur las~ - 110ll!S 3 v. eel. in 1 he firsi ter m or the 

academic Yea r 1997-19% . To obtain da ta ı eg2rding the st udeıı t5 efficienc ·in re3dım· 

comprelı ension . a pr e-te, t beforc the treatnıem and a post-tesl afler the treat meni were 

carrie ; out The tes:. v. hich consisıed of t\\ o texts . has three part s Ten multiple-choice 

ai1C 1 en open-ended quesıion s '"'e:-t prepared for each tex:. Thes __ questions ai neC: to 

e !ıciı e xplı ci and impli ·it information in the texts Besides. each text inciueleel ten 

unknc\WTı words fo r guessing The student were asked to choose the most suitable 

altemative to underlined words Before the treatment, it was made sure that the 

students did not know the meaning of these words and the texts had er:.ough context 

clues to help the leamers. The students were given 45 minutes per passage. Aft:er the 

pre-test , the same reading passages were studied in both groups using the same 

techniques except the Experimental Group ' s consciousness about guessing the meaning 

of unknown vocabulary from context was raised by making use of contextual clues 

Eight texts from lnteractions I by Elaine Kirn and Pamela Hartmann were studied during 

the instruction. The texts were suitable for lntermediate learners. Then the same pre-test 

was given as the post-test to both groups. 

3. 4 Data Analysis 

In order to measure the Experimental and Control Group Jeamers' perforrnance, the 

scores were calculated on the basis of correct answers of the multiple-choice, open­

ended, and vocabulary guessing questions . Statistical techniques were applied in order 

to determine the meaningful difference between the pre and post test scores of the two 

groups. T-test for paired samples was applied to investigate likely meaningful difference 
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bet\\et:' ıı the pre an·ı p'ıst 1est scores of each grcui-, and t-te:::! for independen sample', 

·""as c:-:pplie~ to C\) m pa re the sc or s of ı he tv, o ~!roup s cı t th~ O O ~ cemfidence lç~.-e 1 hı: 

re'S' lı:; v,ere e·..;anıined and con pared in t.ernıs of1h ' fo lov-.-ing 

l. Diflerence~· het\ een the pre and the pcıs1 ıes t senres of the Experimenıa l G · o u ı ' iıı 

correctly anS\\ ered multiple cho;cf. opcr• endcd and '.'Ocabulc.rv ~messing c ıestiom 

2 Dif:T ıences be ween the prc ad post test score ~ of the Control Grour in correctiy 

answered mul ti ple choice. open ended anel vocabula ry guessin:_; ques! ions 

3. Differences 1. etween th"' scores of the Ex.perimental and the score .. of the Cont rol 

Group in correctly answered multiple choi ce. open ended and vocabulary guessing 

quest ions in the pre test . 

4. Differences between the scores of the Experimental and the scores of the Control 

Group in correctly answered multiple choice, open ended and vocabulary guessing 

questions in the post test 

5. Differences betv,:een the pre and post test Placement Test scores of the Experimental 

Group 

· 6. Differences between the pre and the post test Placement Test scores of the Control 

Group. 

7. Differences between the Pl;:ıcement post test scores of Experimerıtal Group and the 

Placement post test scores ofthe Control Group. 
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CH . . P fER I\' 

R[Sl lLTS 

This study v.ras designed to İıl\'estigat e the effects of consciousness-raising training 

on guessing the meanings of unknown v.ords on EFL leamers reading comprehension 

Any meaningfu! difference between the pre and post test scores of the Experimental 

Group and the Control Group, and any signifıcant difference between the post test scores 

of the Experimental Group and the post test scores of the Control Group, which were 

sought, would be the verification of our prediction that guessing unknown vocabulary 

from contextual clues should improve reading c.omprehension. 

This chapter contains the analysis of the pre and post test results which consisted of 

three sections: multiple cheice questions, open ended questions, and vocabulary guessing 

questions . lt also contains the analysis ofPlacement Test results. 



4. 1 _ rw!ysis üf the- Pre-tc_ t s,·ores of the Ex, ninwnt·· .a nd Contror Gn:mps. 

The qutsiıons in seet ion ! . 3 were investi f!.ated thromd~ the foJlowi ıw: . 
.._~ ._. .... 

Table 4 l i. ~d~arı Scores cfthe Expeıimen~ a~ nd ControlGroupsin tiı ·' re-tes1 of 

Text 1 J .lı ult ı ple Chc)ice )ues1 i on:-

----~--- ı ~ 1 
! 1 ! 0.10 0,9 1 

ı 
Con1. G 5,9 23 j 

(p= 0,9; p>0,05) 

As shownin Table 4. l . I, large differences did not exist between the performance of the 

Experimental and Control Groups in terms of the Multiple Choice Questions in the pre 

test of Text I. The results presented in the above table (t=O, 1 O; p>0,9) and the following 

five tables, obtained from the pre tests of Text I and Text ll, are in agreement with each 

other in that both groups were at the same levei ofEnglish . As will be noted through the 

following results showing the scores obtained from the pre tests of Text I and II, both 

groups did slightly better in Multiple Choice Questions compared to Open Ended and 

Vocabulary Guessing Questions of Text I and ll. 



Table 4 . l . 2 Mean Scorf's of tbe Experi ınenta ! and Control Groups in the Pre-test of 

Text 1 Open Endcd Questioııs 

ı:---------------- ---------- --------------------- --------------------- ---------- i 

· Pr<: Test J 'k an n t 1" - 1 [---------r _________ T ____ T _ ______ ____ _:_ _______ i 
1 E . G ı 4 'J j ').., . 1 ı -. \ p . i '- - _) ! i 

: ı 1 ı 

ı---t--------- . 
1 

Cont (j lı 5.0 23 1 

~--------~----~-------------------------J 

-0.3 1 0_7 

(p=0,7, p> 0,05) 

As displayed in this table .. the scores ofboth groups obtained from the pre test of Text I 

Open Ended Questions intensif)r our claim regarding English Proficiency level of the 

subjects. The mean scores of both groups and the value of p as being higher than that 

of a value are some of the indicators of our claim The subjects in both groups did 

worse in Open Ended Questions of both Text I, and Il compared to that of their 

perfonnance in Multiple Choice Questions ofText I and Il. 

Table 4. ı. 3: M ean Scores of the Experimental and Control Groups in the Pre-test of 

Text I Vocabulary Guessing Questions. 

Pre Test M ean n t p 

Ex"J). G. 4,2 23 

0,0 ı ,O 

Co nt G. 4,2 23 
1 

(p= 1 ,0; p> 0,05) 



The- res !ts presemed in · a ,i e 4 J. 3 are strikingly si :ııilar to those pn:sented so far in 

tha1 the subject s in both groups were at the same !eve! of En;lish. Jıı the eıbove ta bl e, we-

see that (r~=C .. O; p> 1) tlı ere is no sigııifı cant differenc bet ..; en thE E)\.pe r;meııta and !he 

' ' ı ~ . f h ' L 1 ' ' . Q . f -, l ~ ontro uroups ın teı . . ıs o l e oca u uıary u Jessıng . ues t ıons o ı e>.( 

Tatıle 4 J. 4 Mean Scores of tlw Experimerıtal an·' Control Grou ps in the Pre-tes: of 

Texı ]J Multiple Choice Quest ions 

1 Pre Test M ean n 

ExpG. ı 4,4 23 
1 

Cont G. 4,4 23 

(p= ] ,0; p> 0,05) 

p 

0,0 1 ,O 

ı 
i 
ı -

As can be seen from this table, both groups showed similar perfonnance in the pre test of 

the Multiple Choice Questions of Text II as they did in the pre test of Text I Multiple 

Choice Questions (t=O,OO; p> J) indicates that both groups were at the same level. As 

will be noted through the pre test results of Text II, they got lower mean scores from 

Text II pre test than they did from Text I pre test. 



Tabie 4. 1. 5 Mean Scores of t 1f. E:· erirrıc:t al <:nd Control Groups in the Pre-tes1 of 

Tc. ·t ll Opeı Ended (uestions 

ı - ---------- ------~ 

i Pre 1 est 1\1 eaıı n p 1 

1 i ! - ' ı __ __ı ____ _________ ı------------------------' 

1 Exr G ı n 1 ıı 1 1 

-----}-----J _______ j -o 8 o_ -1 1 

1 ı 1 ı 1 

1 Cont. G. 1 2,6 ı 23 _____ !_______ ! 

(p=0,4; p> 0,05) 

The results presente , in the above table shov.' that both groups obtained neaı-ly the same 

scores from the pre test of the Open Ended Questions of Text ll_ The subject s in both 

groups did worse in Text ll Open Ended Questions than they did in the other question 

types of Text I, and II pre tests 

Table 4. 1. 6: Mean Scores of the Experimental and Control Groups in the Pre-test of 

Te:>.1ll Vocabulary Guessing Questions. 

Pre Test M ean n t p 

Exp. G. 3,8 23 

1,8 0,6 

Cont. G. 3,1 23 

(p= 0,6; p> 0,05) 

From the above table it appears that there is not any significant difference between the 

scores of the Experimental and the Control Groups. The subjects in both groups have 

showed similar performance in the pre test of the Vocabulary Guessing Questions of 

Text II. (t= 1,8; p>0,6) This result obtained from the pre test of the Vocabulary 



Gues~;r~g Questions of this tes also inle.nsify our daim regarding thei r level of English 

madı? so far . 

4. 2 C~Dmpari .:.on of the Pn•--Test and Posf··tesı Scores of ıhc E xperiment::~, [ Grou p, 

The question conc:eming whetheı the sixteen clas. -hour consciousness-rai sing treatment 

orı guessım: th ,~ rneaıü ıı~ of unknc: vn vocabulary f~·om cc me·-:tual clues h;:ıd a uositi\e ... .... ... _ - s 

effe-:1 o~ı the Experimental Group l earneıs · perforınanc e wa- investigated through the 

fol!owing . 

Tab k 4 _ 2. l. Comparison of the Pre and Post-test Multiple Choice Question Scores of 

the Experiınental Group in Text 1. 

ı 
Exp. G. M ean n t p ı 

~ 
Pre Test 6,0 23 

1 
-6,6 0,01 

ı Post Test 
1 

7,6 23 

(p= 0,01; p< 0,05) 

The results in table 4. 2. 1, like the following five results showing the scores of the 

Experimental Group in the pre and post test s of Text I and Il, indicate that the sixteen 

class hour treatment had a positive effect on the Experimental Group Ieamers' Multiple 

Choice Question scores since they gained a 1.6 mean increase in the post test of Text I 

Multiple Choice Questions. \V1u!e twenty subjects showed improvement in the Multiple 

Choice Questions of Text I from pre-to post test by inercasing the number of their 

conect answers, only three subjects did the same number as they did in the pre test. No 



one shmil ed decrease in t ıe number of 11ı - ( ı correc1 answers . There is a signifıcant 

difference betv 'een tllf pre- te::ıı and po,1-tes t SC"'lrö in terms of ( t= -0,6. p<O,Ol) . 

Dependin; on their mean increase a 1ıd stRti sticall) significant difference, vve therefore can 

conc!ude that tlıe: consciousnes~-raisin.s treatment t.s i·v·e. to ibe Expe iınemal Group 

subjects hel ı ed them show signi fı cam İmfJrO\ em n Üi the post test in t erım of the 

Mulıipl Ch o' e Questiom, of Text l . 

Tab le 4 2 2: Comparison of the Pre and Post-tesr Open Ended Question Scores of the 

Experiment al Group in Text 1. 

Exp. G. M ean n t p 

Pre T. 4,9 23 

-7,4 0,01 
-

Post T. 7,0 23 

(p=O,O l; p< 0,05) 

As displayed in this table, the mean score of the Experimental Group in the pre test of 

Text 1 Open Ended Questions was 4,9 and in the post test it was 7,0. The mean increase 

they gained in the post test denotes that this difference was gained through the 

treatment which was given between the pre and the post test (t=-7,4; p<O,Ol) indicates 

that the treatment had also a positive effect on the Open Ended Question scores of the 

Experimental Group. While only three of the subjects got the same number of correct 

answers in the post test, twenty students showed better performance in the post test 



Table 4. 2. 3 Comparison of the Pre and Post-test Vocabulary Guessing Question 

S co res of the Experimental Group i 1 Te-: t 1 

p 
---.--------~------~--------~-------------

- 15,8 0,01 

(p=O,Ol, p< 0,05) 

The results in table 4. 2. 3 show that the mean value of the Experimeı ta! Group rose 

from 4,2 to 6,6 with an increase of 2,4 points. Analysis of the above presented results 

yielded identical results to the ones obtained from the two previous data Data analysi s 

showed that the increase in their score in the vocabulary guessing questions was 

signifıcantly larger than either the increase in the multiple choice questions and open 

ended questions. The mean increase and (t= -15,8 ; p<0,01) indicate that the 

Experimental Group subjects showed improvement their vocabulary guessing skiiJs from 

pre-to post test 

Table 4 . 2. 4: Comparison of the Pre and Post-test Multiple Choice Question Scores of 

the Experimental Group in Text IL 

Exp. G M ean n t p 

Pre T . 4,4 23 

- 14,5 0,01 

Post T. 6,9 23 

(p= 0,01; p< 0,05) 
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Analysis of the results presented in table 4 . 2 . 4, !ike the following three results shm:ving 

t e seeres of the Experimental Group in the pre and post test s of Text ll, are in 

agreemerıt \Vith those of the Te,;t -1 pre an_, po s~ test results in that they show that the 

treatment had alsa a positin· effect on the lea rners· 1 ext Il i\1ultiple Cho c Qu stion 

Seeres sine e they increased their pre test m ean s ~o re from 4, 4 to 6, 9 in the post test. 

While onl ~ one subject showed the same p"'ıfornı ance in the post tes a he did in the pre 

test_ the other twenty two su jects perforrw·,. bet~er in the post test than they did in the 

pre test. In addition to thi s_ they showed larger improvement in the Multiple Cheice 

Questions of Text ll than they d id in the Multiple Cheice Questions of Text 1. Depending 

on (t= -14,5; p<0,0 1), it can be said that the treatment helped the leamers to show 

signifıcant perforrnance in the Multiple Cheice Questions in this test. 

Table 4 . ~- 5: Comparison of the Pre and Post-test Open Ended Question Seeres of the 

Experimental Group in Text ll. 

Exp . G. M ean n t p 

Pre T. 2,2 23 

- 13 ,8 0,01 

Post T. 5,2 23 

(p=O, O 1; p< O, 05) 

As can be seen from Table 4. 2 . 5, the mean score of the Experimental Group in the post 

test of Text II Open Ended Questions increased from 2,2 in the pre test to 5,2 in the 

post test All ofthe subjects in this group showed improvement in this test. ln addition to 

this, the subjects had a higher mean increase in this test than they did in the Multiple 

Cheice Questions of Text I. (t=-13,8; p<O,O 1) indicates the significant ditference the 
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grolıp gai ned through the treatment that were g"ven to them b <etween tlıe pre and the 

post tests. 

Tahle 4 2. 6 Comparison of the Pre aıı d PosHest \'ocabulary Guessing Question 

Scores of the Experimental Group in Text II. 

- M ean n p 
1 

Pre T 3,8 23 ı 
- ] 2 .. 6 0.01 ı 

ı 
Post T. 59 23 i 

(p=O,Ol; p< 0,05) 

The results the Experimental Group obtained from the pre and post tests of the 

Vocabulary Guessing Questions of Text II show that the group increased their mean 

score from 3,8 in the pre test to 5,9 in the post test . Depending on (t= -12,6; p<O,Ol), it 

can be claimed that the treatment had a positive effect on the answers of the 

Experimental Groupsubjectsin the Vocabulary Guessing Questions of Text Il . 
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4. 3 Comparison of t H" Pn:--1est and PosHest Scores of the Control G rou p. 

The question whether the sixteen ciass-hour reading instruction had a posit ive effeci on 

the Control Group Jea rners reading comprehension was investigated through the 

following 

Table 4. 3 1 Comparison of the Pre and Post -test Multiple Clıoice Questiorı Scores of 

the Control Group in Text I 

r-------------------------------------------------------------~ 

Cont . G. M ean n t p ı 
Pre T. 5,9 23 

-7,1 ı 0,01 

Post T. 6,9 23 

(p=O,Ol; p< 0,05) 

The results presented in the above table indicate that the sixteen class-hour instruction 

had a positive effect on the Control Group learners' Multiple Choice Question Scores 

since their mean score increased from 5,9 to 6,9 in the post test with an increase of 1 

point. White five subjects did the same number of correct answers in both tests, the other 

eighteen subjects showed improvement in the post test. Depending on the results 

(t= -,1 1; p<O,Ol ) presented here, we can daim that the instruction had also a positive 

effect on the Text I Multiple Choice Question Scores ofthe Control Group . 
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Tab le 4 ) 2 · Comparison of t c Pre ? ıd Post -test Open E nd ed Ques' i on Scores of the 

Controi Group in Te\l i. 

Cont G M ean n p 

-7.8 0.0 ı 

ı Post T . j
1 

6,2 23 1 

L. ------~------~------~-------------------------------------J 
(p=O,Ol; p<0,05) 

As it will be seen from the above tab le, Open Ended Questions pre test mea .. value of the 

Control Group increased from 5 to 6,2 in the post test with an increase of 1 ,2 points . 

While four subjects did not shO\,v any progress by doing the same number of correct 

answers in both test s, the rest of the group showed improvement in the number of their 

correct answers. Three of the four subjects, who did not show any improvement in this 

test, di d not al so show improvement in the post test of the Multiple Choice Questions of 

Text IL The mean increase and (t= -7,8; p<0,01 ) show that the instruction heiped the 

learners in this group to show significant performance on the Open Ended Questions of 

Text I. 



Table 4. 3 3 Compari:;on of the Pre and Post--test Vo abulary' Guessing Question 

Scores of tbr Control Group in Text J. 

Com . G. M ean p 
--- --· 

1 

Pre T 4.2 " ' -1 o 0,01 L ~) 

--·--
Posi T. 5,6 23 ı 

1 

(p=O,Ol; p< 0,05) 

The result s presented in the above tab le show that the- mean score of the Control Group 

in the pre test ofVocabulary Guessing Questions was 4,2 and it was 5,6 in the post test 

While only one subject did the same number of correct answers in both tests, the other 

twenty-two subjects showed progress in the post test Their progress in tem1s of the 

Vocabulary Guessing Questions was due largely to the items in the test similar of which 

were dealt with in the course of the instruction. The Control Group subjects showed 

exactly the same degree of improvement in the Vocabulary Guessing Questions of both 

Text I and II. The results (t= -10, p<O,Ol) presented here denete that the instruction 

given to the Control Group between the pre and post tests had a positive effect on the 

Vocabulary Guessing Question Seeres ofthem. 



1 a_lc 4 3 -~ : Co 1ıpariso:ı of th . Prt and Post-test Multiple C'hoice QLle sı ior, Scores of 

ıhe Coııırol Group in 1 e>: t ll 

-- , 

p ı 
ı 

lconı G 
-; 

- 1 o 0,01 ı lPr~- T ___ L~4.~ 
' 1 

/ Pos; 1 . 1 ( ı 
L _______ _,___ 

ip==O,OJ; p< 0,05) 

The resul ts in table 4 3 4. like the previous three result s showing the scores of the 

Control Group in the pre and post tesıs of Text l, are in agreement with each other in 

that the instructi oıı was a great help to the Iearners since their pre test mean score rose 

from 4,4 to 6 points in the post test. Twenty-one subject s di d- better in the post test 

whereas only one subject did not show any progress in the post test The increase in their 

score in Tex1 II Multiple Choice Questions were higher than the increase intheir score in 

Text I Multiple Choice Questions. Depending on these results(t= - J O; p<O,OJ ), we can 

daim that the instruction had a positive effect on the Control Group learners' Text II 

Multiple Choice Question scores. 

4. 3. 5: Comparison of the Pre and Post-test Open Ended Question Scores of the 

Control Group in Text Il. 

Cont. G. M ean n t p 

Pre T. 2,6 23 -17 0,01 

Post T 4,4 23 

(p= 0,01; p<0,05) 
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As can be seen from the above tab le, the mean score of the C ontrol Group in the- pre test 

of Tex· l O~n1 Ended Quest;on~ increased f]·onı 2.6 to 4.4 in the post test wiıL a ıj 

inc;-ease of 1,8 points The i ı crease they gained in text J Open Ended Questions were 

'ıigher than the increase th e-_, gained in Te -ı Il Open Ended Questions Although all of 

the subject s shov. ed progres~ in the post te ts of Tex; J and 1 L they st i ll had diffrcuities in 

:upply1ng e~onomic answers ~s they usualh suppli ed mo re than \Vbaı w as required of 

1hem lt is hypothesized thaı their dift!cult ies are probably due to their uncert ainties of 

the meanings of the vocabulary included in the text (t= - 17: p<O,OJ) indicat es that the 

instruction had a positive eft(~ct on the learners' Opeıı En d ed Question S co res of Text Il 

Table 4. 3. 6: Comparison of the Pre and Post-test Yocabulary Guessing Question 

Scores ofthe Control Group in Text Il. 

Cont G. M ean n t p 

Pre T . 3, ı 23 -13 0,01 

Post T. 4,6 23 

(p=O,Ol; p< 0,05) 

The results in table 4. 3. 6 show that the Control Group increased i ts pre test m ean score 

from 3,1 to 4,6 in the post test with an increase of 1,5 points. Analysis of the results 

presented here are identical to the ones that were obtained from the post test of 

Yocabulary Guessing Questions of Te:xi I. Although all of the subjects showed progress 

in this test, their progress was du e largely to the items in the test sirnilar of w hi ch were 

dealt with in the course of the instruction. (t= - 13; p<O,Ol) indicates the significant 

difference the Control Group gained through the sixteen class hour instruction. The 
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result~, presented here are in agreen ;ent with the previous fıve res ılts in that they indicate 

the sigrıifıca nı improvement the Control Gro p leamers showed in the post test. 

4. 4 Compar·ison of the- P sHest Scon.>s of the E;..perimental and Conr rol Groups . 

Table 4. 4. J· Compa ri ~on of the Pmı -te sı J\1uit iple Choicc () •Jesıion Scores of tb -

Experimental Group \Vith the Scores of the Control Group in Text 1. 
-ı 

P ost T. M ean n 1 p 

Exp.G 1 7,6 23 ı 2, ı) 0,03 
ı 

Cent. G. ı 6,9 23 
ı 

(p=0,03; p< 0,05) 

As shownin the above table, the Experimental Group leamers' increase were higher than 

the Control Group leamers' increase since the Control Group had a mean score of 6,9 

points in the post test while the Experimental Group' s mean score was 7,6. As it was 

mentioned before, twenty subjects in the Experimental Group showed improvement in 

the post test of Text I Multiple Choice Questions whereas thi s number was eighteen in 

the Control Group. (t= 2, 15; p<0,03) indicates that the Experimental Group did better 

than the Control Group in terms of the Multiple Choice Questions of Text I. This 

increase may be due largely to the sixieen class-hour consciousness-raising instruction on 

guessing unknown vocabulary from contextual clues. The results presented here are only 

one ofthe fıve results supporting our prediction that guessing unknown vocabulary from 

contextual clues should improve reading comprehension. 



Table 4. 4. 2 Comparison ofthe Post-test Open Ended Question Scores of the 

Experimental Gro p vith the Score~; of•he- CoıJroi Cro ı p in Te:\t 1 ,----- ·- --- --------·-------·- ----

l p ~~~~- -- ---~~ı-- n 

ı. E:\p G _ _ J ___ J_23 __ 1 

-------------------, 

ı - ı ı ' 
l_Cont -~~-- l ö . ~ i ~ 3 ı 

(p=O.Otl. p<O.O)) 

2. ı ı 0.0-1 ı 
ı 
ı 

As \\as displayed in this tablc. the Experiment al Group had a mean scorc of 7 points 

while th::· Control Group' s mean scorr was 6. 2 pcint -. Four subjectsin the Experimentai 

Group did not shov·i any progress in the post test whereas this number \Va s four in the 

Control Group. Although both groups had diffi culties in the pre tests of the Open Ended 

Questions ofboth texts in supplying what was required of them, the Experimental Group 

w as observed to do better than the Control Group in the post test s of the same question 

types. This was predicted to have been due to their relatively more knowledge about the 

form and meaning of the unknown words, which was dealt with in the course of the 

consciousness-raising treatment given to them. AJthough both groups increased their pre 

test mean value, the Experiment al Group' s increase in their score were significantly 

higher than the increase of the Control Group. We can say that there is a significant 

difference between the scores of the two group s in favor of the Experimental Group du e 

to the consciousness-raising treatment on guessing unknown vocabulary from contex.-tual 

clues given to themin the course ofthe sixteen class-hour instruction. (t=2,11; p<0,04) 
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Tabk 4 . 4 3 Comparison ofıhe PosH est 'ocabulary Guessing Question Scores ofthe 

f:.;perimental Group with th e Scores oft!ıe Control Group in Text i . 

1 Post Tes. ,1earı n 1----------r~------, 
ı-----ı ,---------------- ------ --, 
i Exp G . 1 6.6 2.1 1 2,43 0,01 j 

~-~-o-nt- G----r-·---5 .f-:--------,f-----2-3-- , ı 
L_ _ _____ L_ _ ___ ı_ l_ -

(p=O,Ol; p<O,OS) 

Table 4 4 3 shO\\ s that the Experimental Group had a mean score of 6.6 poiıııs in the 

post tes t of the Vocabulary Guessing Questions of Text l while the Control Group· s 

mean score was 5,6 points . Although botlı groups improved, the Experiment al Group 

Jeamers · had a 1.3 higher increasc than the Control Group learners .. The Control 

Group' s progress 'vas due largely to the items in the test similar ofwhich were dealt with 

in the course of the instruction, although the Experimental Group's progress was not due 

to these items only since they were able to answer correctly the other items in the post 

test sirrillar of which were not dealt with before. Besides these items, they were 

successful in answering correctly the other items in this test The results presented here 

denote that the Experimental Group did better than the other group in this test(t=2,43; 

p<O,Ol) because of the sixteen class-hour consciousness-raising treatment on f,ı-uessing 

unknown vocabulary from contextual clues given to them. 



Table 4. 4. 4 Com ,rison 0f the Post-test Multiple Chcı ice Qucsti n S··ores of the 

Experinı ·ntal Group with the S ores oi' tl e Control Group in Te ·i ll 
~---------------·--------- ----- - -----------

~051 Tes! Me<:ııı n 

l:_~-G--l-6.9 _[_~ 2'---l 
J Cont. G. ı 6 1 23 ı 
ı - ----~-------------

p 

-------- --, 

1 
___ , _ ________ i 

0.04 

(p=0,04; p<O,O:'i ) 

\' lı 
<> · 

A · can be seen from Tah le- !.J . 4 4, the Ex perimenta l Group had a mean scoıe of ö. 9 

\vhile the Control Group' s mean score was. 6 Both Experimenta l Group subj ects and 

Control Group subjects showed signifıcant improvement. As found in the pn::vious three 

results, a significant difference did exist between the scores of the Experimental Group 

and the scores of the Control Group in favor of the Experiment al Group. (t= 2,1 2; 

p<0,04) This shows that the Experimental Group subjects did better than the Control 

Group subjects in Text II Multiple Choice Questions due largely to the consciousness-

raising treatment on guessing vocabulary from conte"X.iual clues. 

Table 4. 4. 5: Comparison ofthe Post-test Open Ended Question Scores of the 

Experimental with the Scores ofthe Control Group in Text Il. 

Post Test M ean n t p 1 
i 

Exp. G. 5,2 23 2,11 0,04 
1 

Cont. G. 4,4 ı 23 
1 

(p=0,04; p<0,05) 

The results presented in the above table show that the Experimental Group had a mean 

score of 5,2 in this post test while the Control Group had a mean score of 4,4. 

Although all of the subject s in both groups showed improvement in this test, they stili 
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hıd t!ıe same problem of supplying rel. va nt inf:)rmation This problem, as it \Vas 

nıenıione' before. ored i cı d to be due 1o the fa r: tha! the). e s v~ciall~, th" Com ·o ı Group 

subiec1s. had little or no idea o{' the meanin:2.s of the unkııoı.\n ,· · cırds . A~. 2 r ~ - u ]l the\ 
J ~ . 

usuaJJy tried to answer i he majorih of bt Ope.ı Ended questions b_ v. rit i 1 ~' down the 

'" ho le sentence or a corr.p ete paragra i. \ \ .1 ıcl1 included the answe · in it .A. s it v-.'ill be 

seeıı from the restüs. the Exp rime ta: Group had a hi;her mean scor in this t esı than 

the Control Group due probably to the fact 1!-at thev made use of the avaiiabic ccmtextual 

clues for the discoverv of their meanings. since the ratio of irrelevant infc ınation they 

supplied for the Open Ended Questions of Text ll and Text I was lower than t lıt' ratio or 

the irrelevanı infannation the Control Group supplied . We can say that the treatnıenı 

enabled the subjects in the Experimental Group do better than the subjects in the other 

group in T exi II Open En d ed Questions as they di d in the post test of the same question 

type of Text ı (t= 2,11; p<O,OS) 

Table 4. 4. 6: Comparison ofthe Post-test Vocabulary Guessing Question Scores of the 

Experimental Group with the Scores ofthe Control Group in Text II . 

Post Test M ean n t p 

Exp. G. 5,9 ')" .._.) 3,07 0,001 

Cont. G. 4,6 23 
ı 

(p=O,OOl ; p<0,05) 

As displayed in this tab le, the Experiment al Group' s m ean score is higher than the m ean 

score of the Control Group. AJthough the Expeıimental Group increased their pre test 

mean score to 5,9 in the post test, the other group increased the;r pre test mean score to 
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4,6 The results pres n:ed İ c:re are in agreement ı,.v ~U the p~ vio lS fi 1e re~ulıs in that they 

irdica e a meanin~:fıl diffeıence in f:wor cıf1he E-:pE·rimental Gmup. _ lthough all of the 

s ·bjt'Cts in bot. ~ro0ps sho'" ed progress in the \'ocahular_1· uestions of Text IL analy si~, 

of trı·;;: ri~h1 answers ofboth grouı · denmed th aı the Conırol Group ' .: improvem.:~nt \Vas 

due ], rgely to the 1 hr 'e iterı1s i:ı t is tes! '"hi· , \\'~re dea!! wiıh iı the- course of the 

instruction, while the Experiment al Group· s improvement di d not only focused around 

few items. on the contrary. they s ıcces sfully aı1S\ 'ered the •ocabulary guessing 

questions. which were focuseel duri ng th treatn ent (t= 3.07 :. p<O.O ı )The resuit s 

obtained from this sectioı:, along with those tha t were obtained from the Multiple 

Choice, Open Ended and Vocabulary Guessing Questions of Text l , and Il , indicate that 

the sixteen class-hour consciousness-raising treatment on guessing unknown vocabulary 

from conte>..1ual clues had a positive effect on the Experimental Group Ieamers' reading 

comprehension. These results revealed statistically signifıcant effects of consciousness­

raising treatment on guessing unknown vocabulary from contextual clues, they therefore 

support our prediction that guessing unknown vocabulary from contextual clues can 

improve reading comprehension. 



-+. 5 Compa rison of the Post-Test Tota Score:- of the- Expe ·imen al wit ı and the 

C(lntrol G roup. 

T·.~lt: 4 ) J Comparison oftho;; Pos~ Te.::t 1\iultiple Choice Question Total Scores 

ı···----T--·---·--------

Post Test I -~~ n 1 t p 

Exp G. _l l4 ,S l 23 j 

~-G- J=ı} 1 23 _l 2,M 0,0 1 

( t= 2,64, p<0,05 ) 

As was seeı from the above table .. the Expeıimen tal Group had a mean score of 14,5 

from the total Multiple Ciıoice Questions whi le the Control Group had a mean score of 

13 . }nspection of thesedata (t=2,64; p<0,0 1) indicating tha t the Experiınenta l Group 

subjects' increase is signi fıcantly higher than the Control Group subjects ' increase 

intensifıes our claim made so far that the sixteen class-hour consciousness-raising 

instruction on t:,ruessing vocabulary from contextual clues helped the subjects in the 

Experimental Group to do better on Multiple Choice Questions than the subjects in the 

other group. 

Table 4. 5. 2: Comparison of the Post-test Open Ended Question Total Scores of the 

Experimental Group with the Scores ofthe Control Group. 

Post Test M ean n t p 

Exp. G. 12,2 23 2, 48 0,01 

Cont. G. 10,6 23 

(p=O,Ol; p<0,05) 

The results presented in the above table also show that the Experimental Group had a 

higher mean score from the total Open Ended Questions than the Control Group. 



Although the Open Ended Queslion pr test scores of the Experiınuıtal and Control 

Groups v-.-ere n01 signifı antly diffi r nt ( = --0 .. ~ 1. p>ü.7). the posT 1 .s1 scores ofthese two 

gmups v,:ere statistical!y significanl (1=2 .,LJ8, p<O, Ol ) 

Tablc 4 5. 3 Canıparison ofth(' Post-iest \ ocabulary Guessing Question Total Scores 

the Experimental Grou, with the Scorö of t 1e Cont rol Group 

r------~----------------

1 Post Tesı I ___ T\~ean+ ı-1 --+-------
Exp G. i 12.,5 23 

i 

ContG j 10,3 23 

1 r 
~ 

2,98 0,01 ı 

_j 
(p=O,Ol; p<O,OS) 

The results, like the prevıous results presented in the last two tables, indicates the 

significant difference that the Experimental Group gained over the Control Group in 

tenns ofthe Vocabulary Guessing Questions. (t= 2,98; p<O,OJ) proves our daim that the 

sixteen class-hour consciousness-raising instruction on guessing unknown vocabulary 

from contextual clues had a positive effect on the Experimental Group learners' 

vocabulary guessing question scores. 



-L (ı C ompa ison of Oıc 1\lichigan P!~cemen~ Pre an( Po!;Hes\ Scon.·s of the 

[xperinH·ntal. Group and Control Groups. 

Tabk -t 6. 1: Cun.pari~on of th · I\'lichigan Place-ment Pre anel Pe s~: - test Scores of the 

Experimentc:! Group 

.-----------

1 

Exp. G M ean n 1 p 

Pre T. 54,3 ı ?" __ 1 

ı 
-9,0 0,01 

Post T. 57,8 23 

(p=O,OJ; p< 0,05) 

As shovm in Tab le 4 6. J, large differences existed between the pre and post test 

Michigan Placement Test mean scores of the Experimental Group since they had an 

increase of 3,5 points. While twenty subjects showed improvement in the post test, three 

of the subject s got the same number of the correct answers in both test s. Analysis of the 

answers of the subjects showed that their progress was due largely to the eight items. 

While the first three items include vocabulary, similar of \vhich were dealt with in the 

course of the treatment, the rest include vocabulary that could be answered correctly by 

making use of contextual Clues. The Experimental Group subjects' success in doing the 

last five items, which were not answered correctly by the Control Group, show that the 

consciousness-raising treatment on guessing unknown vocabulary from contextual clues 

. had been a great help to them. (t= -9,0; p<O,Ol) proves that the sixteen class hour 

treatment helped them improve their reading skills from pre-to post test. The results 

presented here are in agreement with those that were obtained from the comparison of 
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the Pre and Post test Score of the· Exper.mental Group to asse.:: the J{ ely mean.ingful 

difference beiweer the pre an: r()Sl test scores of th Ex )eri 1enial Group To 

ı:,umnıar ize thus f r, iı wa~ found out thaı the six.teen class-hour consciousness-raising 

treatmen1 0!1 gue~sirıg 10CabuJaıy f rom COI!tt':xtuaJ C ıes had a positi\ t e, e ~ on the 

E. perimerıta i Gruup learners · readiııg c,. mprehension . 

In brief. the sixteen clas: hour treamıent, given between the pre and the post teı:,ts , 

had a posiı i \ ' e effeAt on the Experin ental Group learners · readi ng. cc mprehensi on., \Vhich 

is in coincidence with our prediction that ~we sinE unfamiliar vocabulary from 
~ '- . 

contextual cl ues should ımprove reading comprehension is supported by the results 

presented so far 

Table 4 6 . 2: Compaıison of the Michigan Placeınent Pre and Post-test Scores of the 

Control Group. 

Cont. G. M ean n t p _j 
Pre T. 5 ] ,9 23 -6,6 0,01 

Post T. 53,6 23 

(p=0,01; p<0,05) 

The results presented in the above table show that the Control Group increased its 

Placement Test pre testınean score 51,9 to 53 ,6 in the post test with an increase of0,19 

points. While eighteen subjects showed progress in the post test, the others did the same 

number of correct answers in the post test . Their post test analysis showed that their 

progress w as du e largely to three items si mi! ar of w hi ch were dea lt with in the course of 

the instruction. The results(t= -6,6; p<O,O 1) presented in the above tab le prove that the 



si ~: te 'n class lıou r instnıc:ion had a po it i ve effect on the learııers · reading 

~ompre:! ensi on which was a!s _ı nlem.di -ı by the :>r,_, ,·iom si · result s ,he wi g 1h ~ pre and 

post tesı SCOT('5 of the -: rıtro i g;rwi.· in ırnr::: of 7\-Lltiple C!ıoi ce, Open Ended. and 

\ 'ocabuia' Gues. in0 Questions in Text 1 and Il The conclusion to be d rawıı from the 
. --

resu 1ts is tha t the i nsı ructiun e.ıable·. the Coııtro . Group Jearntrs impro ·e their reading 

-kilis fı·oın pr"-to post test. 

4. 7 Compar-ison of the .l\.!ichigan Placemeni Pre and Post-test Scorrs of t iır 

Experimenta Grour: wilh the Post-test Scon~·s of the Cor!trol Group. 

Tab!e 4. 7. 1: Comparison of the Michiga n Placement Pre-test Scores of the 

Experiment2l Group with the Post-test Scores of the Control Group. 

Pre Test M ean n t p 
ı 

Exp. G. 54,3 23 

0,8 04 
. ' 

ı ı 
1 

Cont. G. 5] ,9 23 1 
ı 

(p=0,4; p> 0.05) 

The results in table 4 . 7. ı, alongside with the previous results obtained from the pre 

tests of Text I and Text Il, show that the subjects in both group s V.'ere at the same level 

of English proficiency. The pre test s co res of the Experiment al and Control Group s di d 

not significantly ( t= 0,8; p>0,04) differ from each other. Depending on this and the 

mean scores that both groups obtained from the pre test of the Placement Test, we can 



say that t 1e subjccts i rı bcılı g rcıups sh O\~J.:· cl :,i •. ı i ar perforr~13n ~e in the pre tes1 of the 

P lacemen~ Tes! . 

Expe;imemal Grou) w ith the Po51-1 ecı Score <: cı f ıiw Control Group 
ı---· ·----·- - ------ ----- ·------- ------

[ Posı T. .1ecın n i' 1 

lExp G ,7. 8 =r 2-;-~--- 1.27 ----0. 1 _ .J 

1 Canı G. 53 .6 ı 23 1 

--------------~ 

(p=O, l :. p>0.05 ) 

The result s in the above table show that the Experimental Group had a mean score of 

57,8 points while the Control Group's mean score was 53 ,6. As it was mentioned before, 

twenty subjects in the Experimental Group showed improvement in the post test whereas 

the number of the subjects in the Control Group, who showed in improvement, \vas 

eighteen. While the progress of the Control Group was du e largely to three items, w hi ch 

include vocabulary or expressions similar of which were dealt with in the course of the 

instruction, the Experimental Group's improvement, in addition to the above mentioned 

items, was due largely to fıve items which could be done by making use of contextual 

clues for guessing unknown vocabulary. As presented before, the comparison of the Pre 

and Post Test Scores of both groups in terms of Text I and Il Multiple Choice, Open 

Ended and Vocabulary Guessing Questions yielded statistically significant results. 

Although the Experimental and the Control Groups have developed with the treatment, 

there is not any statistically significant difference benveen the Experirnental and Control 

Groups in terms of i he Placçıiı :=.nt Post Test Scores. 



5. 2 Condusion 

Several authors have emphasi ze--1 the importance of guessing the meaıııng of 

unkııown vocabulary fTom contextu&l clue, claim· ng that de\·eloping the ability of 

iııferrim: .. the meanim .. of a word b\ considerin!...'. it-:-. context is one way off;eeirH.', student ~ 
'- .__ . ... . '-

frum depencieı ce on the dictionary and other h elp sources (e g .. Chasrain., i %8 65; 

Cohen. 1990 77~ Levine & Hughon .. 19811. Oxford. 199047; Zul-;ov .. zb et al. 1982 65) 

Therefore. İ1 is usuall_· recomınended that students should be helped to develop their 

abilit~ ' to infer the meaning of unl-:nowı vocabulary b_: considering its context through 

training Several pieces of research, according to Seal ( 1 99 J 305) strongh suggest that 

"unknown vocabulary should be dealt with when they are faced instead of pre teaching 

them since pre teaching vocabulary may have a negative effect on reading 

comprehension." 

The analysis of statistical results of the t-test for paired samples showed that the 

sixteen class-hour reading instruction with or without the consciousness-raising 

treatment had a positive effect on the reading comprehension scores ofboth groups since 

they gained significant increase in the post test of Text I, Tex1 II, and the Michigan 

Placement Test. Although the pre test scores of the Experiinental and Control Group 

subjects in terms of the Text I and II Multiple Choice, Open Ended, Vocabulary 

Guessing Questions, and the Michigan Placement Test were not significantly different, 

their post test scores were signifıcantly different from those that were obtained in the pre 

test. 

Analysis of t-test for Independent Samples revealed the fact that the Experimental 

Group subjects' increase intheir scores were significantly higher than that of the increase 

of the Control Group subjects' in terrus of the Text I and li Multiple Choice, Open 
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Ende~, c:nd \'ocabulary Guessing Ouesıion s . The result p ·e senıed he re is not only in 

agreem rı~ V.·ith the theoreti cal discussioıı presemed by Perietti et al( 1982 520) vv ho 

ınainta i n that a vocabulary treıinin~ pro~ra ıı ı can lead to gains in comprehensio rı si ncc 

subject::. _ proce~s indi \'idual v, ord meaniııg ::; more accuraıely and more rapidly after the 

instruction buı a!so in agreement wit lı the finding.~ of Zö7öz(J983) and Ames .(l966) 

studies. Amrs 1966, v,, Jı o carriecl out an İTl\ esti0.atioıı to fınd ou1 the success İ!l f!;uessin11. 
~ '- .... 

the meaning of unknown vocabulary from con textual clues found out that his students 

successfuJly guessed 60 percent of the unknown words(cited in Nation &Coady, 

1988 103 .) 

One of the important revelations of this study is that subjects in both groups had 

some difficulties in answering the Open Ended Questions of both Text I and II. Their 

inefficiency in answering these questions was predicted to have been due to their 

uncertainties on the meanings of the unknown word s. lnspection of the correct answers 

of both groups in the pre test of both Text I and ll revealed that the majority of their 

correct answers had two features in co mm on: they w ere either the words with a prefix or 

suffix or were the words that had pregnant contexts. Although the Control Group 

subjects showed improvement in the post test of Text J and II Vocabulary Guessing 

questions, their progress has been observed to have been due to the same or similar 

items similar of which were dealt with in the course of the instruction because the 

majority oftheir correct answers focused on the same \VOrds. Using the word form rather 

than the context, according to Bensaussen & Lauffer (I 984), is a common error made 

mostly by untrained readers and even by the better readers. The Control Group subjects' 

difficulty in answering the Open Ended Questions of both Text I and ll is predicted to 

have be en du e to their inefficiency in making use of the contextual cl u es for guessing the 



meanings of unknovm vocabulary ~ine~ suppl_,'i ng moı-e infom1ation by writ ing dovm the 

whole senıence or parcı~raph thım whaı \\as required of tbem for these: ques1ion.., was the ­

nıo~.l strikinf' feature intheir ans\ ·ers Although the Experiınerıtal Group subjt>cts did not 

se_m 10 overcome complet ely the dit1icu!ty tlı;;y e:....perienced in the pre tes! in answering 

the Open Ended Questions of botb text '-, they were quire effıciem in suppiying what was 

required of thenı in t lıe Open Ended post te st questions compared wi tlı the Control 

Group subjects. 

Another striking fınding of this study is that although nearly 20 percent of our 

subjects did not seem to take the strategy training serious, they showed improvement in 

the post test of the two text s and in the post test of the Placement Test. 

Analysis oft-test for Paired Samples for the Michigan Placemen1 Test scores of each 

group yielded similar results obtained from the comparison of the pre and post test 

scores of each group in terms of the Multiple Choice, Open Ended, and Vocabulary 

Guessing Questions of both Text I and Il in that they indicate that the sixteen class-ho ur 

reading instruction with or without the consciousness-raising treatment had a positive 

effect on the leamers' reading comprehension. Although statistically signifıcant 

differences between the scores of the Experimental Group and the scores of the Control 

Group in terms of the Multiple Choice, Open Ended, and Vocabulary Guessing 

Questlons were found in the post test, any statistically significant difference was not 

obtained between the Placement post test scores of the Experimental Group and the 

Control Group even though the Experimental Group subjects answered more questions 

than the other group subjects in the post test of the Placement Test. It was hypothesized 

to be due to the fa ct that instruction of only one strategy was not enoı.ıgh to increase the 

Jeamers' proficiency in English. While the Control Group's post test mean increase were 
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observed 1o have been due largely to three i tenıs, \-'.hich ineJude Yocabulary dealt with 

dıring the insıruction_ the E perimental Group 's post test gains were observed to ha\·e 

beerı du e largely to five itenıs be.· id s tlı abo\ e mentioncd three items. Th e last five 

it m_ , v .. ·hic!ı the Experiınental Group ~u ~ects a ~\vere, correctly in the post test , 

contain question tha1 can be answered correct ly by making use of contextual clues. 

5. 3 Suggestions for Further Studies 

In this study, the contrihution of consciousness-raising instruct ion on guessing the 

meaning of unknown vocabulary from contextual clues on reading comprehension was 

investigated . As the findings ofthis study are in agreement with some ofthe studies on 

the same subject and vvith the majority of the theoretical discussions, a generalizatioıı 

based on the results of the present study might be offered to second language learners 

and teachers. Nevertheless, some other researches with elementary, intermediate or 

advanced students in different settings may be conducted to test the contribution of 

making use of the contextual cl u es in guessing the meanings of unknown vocabulary on 

reading comprehension. 

Guessing-words-in-context strategies might be suggested to ESL and EFL Jearners in 

order to strengthen their reading comprehension. Students, depending on the findings of 

this and similar studies, might be advised to try to apply guessing words-in-context 

strategies to guess the meanings of unknown vocabulary items instead of depending on 

other help sources. 

The roles of some other factors (e.g. time limitations, length of texts, the students' 

interest, the content, and age) on reading comprehension, which were not taken into 

consideration in this study, may also be investigated. 
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AP PENDIX A: Tex t 1 Pre and Post Test 

The Se ret ~ of a 1t.>f1 Long Lifr 

There are se\ eral piaces in the world that are famous for people li\ e a ver:;' b ng time 

Thtse places are usually in mountainous areas , far away from modern cities. Doctor~ . 

scientists. and public health experts ofıen travel to these regions to solve the nıy s ı e ry of c. 

long. healthy life:. the experts hope to bring to the modern world the seeret s of l.Qng? vity. 

Hunza is high in the Himalayan Mo ıntains of Asia There. many people O\ er oııe 

hundred years of age are stil! in good physical health . Men of ninety are nev-.' fat h ers, and 

women offifty have babies. What are the reasons fo r this good health') Scienti sts believe 

that the people of Hunza have these three benefits: ( 1 )physical work, usually in the fie ld s 

or with animals; (2) a healthful environment with clean air and water; and (3) a simple 

diet high in vitamins and nutrition but low in fat, cholesterol, sugar, and chemicals 

People in the Caucasus M ountains in the Soviet Union are also famous for their 

longevity. In this area, there are amazİng examples of very long-lived people. AJthough 

birth records are not usually available, a woman called Tsurba probably lived until age 

160; a man called S hi ral i may have lived un til age 168. His widow w as 120 years old . In 

general, the people not only live a long time, but also live well. They are almost never 

sick, and when they die, they have not only own teeth but also a full head of hair, and 

good eyesight. 

Vilcabamba, Ecuador, is an other area famous for the longevity of it s inhabitants. This 

region-like Hunza and Caucasus-is also in high mountains, far away from cities. In 

Vilcabamba, too, there is very little serious disease. One reason for the good health of 

the people might be the clean, beautiful environment. The temperature is 70 Fahrenheit 
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all year long: the wind ah\·ays comes from the same direction, and the regions is rich in 

fımvers. fruit. veget ables. and wildlifı . 

ln some v.ay, , the diec of the inhabitams in th ·· three region s are quite differen1 

Hunzukuts eat mainly raw veg .: ..-, ' 1les .. fruit: they ea ı mea· only a few iiınes a year . The 

Ca• casa ı diet consis s mainly of ınilk . chees ·. vegetablö, frui t, and mea1; most peoplc 

there drink the local red v-rine daily In Vilcabamba, people eat a smail amount of meaı 

each week, but the diet consists largely of grain, com, beans, potatoes, and fruit. 

Experts found one surprising fact in the mountains of Ecuador: Most people there. 

even the very old, consume a lot of coffee, drink large amounts of alcohol , and smoke 

forty cigarettes a dayı 

However, the diets are similar in two general ways: ( 1) the fruits and vegetables that 

the inhabitants of the three areas eat are all natural; that is, they contain no chemicals; 

and (2) the people consume fewer calories than do people in other parts of the world. A 

typical North American takes in an average of 3,300 calories every day; a typical 

inhabitant ofthese mountainous areas, between 1, 700 and 2,000 calories. 

lnhabitants in the three regions have more in common than calories, natural food, 

their mountains, and their distance from modern cities. Because these people live in the 

countryside and are mostly farrners, their lives are physically hard. Thus, they do not 

need to go to health clubs because they get a lot of exercise in their daily work. In 

addition, although their lives are hard, the people do not seem to have the worries of city 

life . Their lives are quiet. Consequently, some experts believe that physical exercise and 

freedoru from worry might be the two most important secrets oflongevity. 
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(From_lnteracrions I by Elaine Kirn and Pamela Haıimann) 

A. Choo:,~ thç coıTecı cho ice tha1 complete~ the foll owing statemei1t::ı according to the 

passage. 

The pa ssage is about . 

a the mountainous area of the \vorld 

b. the diets of the inhabitan!s ofthese areas 

c. the effect of a healthful environment on people 

d. the seeret s of a long, healthy life. 

2 The main idea of paragraph 8 is .... ....... ...... ..... . . 

a. the similarities of the diets ofthese people. 

b. what these people eat. 

c. the average calories a typical North Americantakesin aday. 

d the kin ds of places they li ve. 

3. The people of Hunza have a healthy life over one hundred years of age because 

a. they do physical work. 

b. they live in healthful environment with clean air and water. 

c. they have a diet high in vitamins but 10\v in fat. 

d. oftheir physical work healthful environment, and diet 

4 . AJthough the inhabitants of Hunza, Caucasus, and Vilcabamba are healthy and li ve 

long, .... ... ... .. .. ... .... . 

a. their lives are not quiet. 

b. their environments are similar. 

c. their diets are the same. 



d. their diets are different. 

5 ... ......... ...... diet consi. ts of milL, ch e:e, \'egetab!es. fruit. and nıeat 

a Experts· 

b. \'il·.abamhas· 

c. Caucasus· 

d Hunzukut< 

6 . People in these three regions do not need to go to health cl u bs becausc ....... ... .. . 

a. they live in the countryside. 

b. they are farmers . 

c . they eat natural food. 

d . their lives are physically hard. 

ı ... 
ı ı. 

7. According to some experts, .. .... .... .. .. , .. ......... .... are the most two important secrets . 

of a Iong life. 

a. physical exercise and diet. 

b. a healthful environment and physical exercise. 

c. physical exercise and freedam from worry. 

d. freedem from worry anda healthful environment. 

8. People ofVilcabamba are healthy because ..... ......... ..... .. . 

a. they live in a clean environment. 

b. they get a lot of exercises intheir daily lives. 

c. they live in mountainous areas faraway from cities. 

d. they eat nutritious food. 

9. they( line 19) refers to .. .. ....... ..... .. . 
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a mountains 

b Shiral i and his wife 

c T surbz and Shirali 

d inhabita nts of Caucasus 

1 O t!ıeir (line 41) refers to 

a inha bitams ' in Hunzc. 

b inhabitants' in Caucasus 

c. inhabitants' in Vilcabamba 

d. inhabitants' in the three regions 

B. Answer the following questions according to the passage. 

1. What are the characteristics of the environments in Vilcabamba? 

2. How are the diets of the inhabitants ofHunza, the Caucasus and Vilcabamba sirnilar? 

3. How old were the two Hunzukuts in the reading (Tsurba and Shirali) when they die? 

4. How many calories aday do the people ofthese regions consume? 

5. Why do experts often travel to the se mountainous areas? 

6 . How do the diets of the inhabitants of Vilcabamba differ from the diets of the 

inhabitants of Caucasus? 

7. Do these people have worries of city life? 

8. What other things do the inhabitants ofthese three regions have in common? 

9. What rnight be the secrets oflongevity? 

1 O. In which area do people consume a lot of coffee, and drink alcohol? 
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C. Choose the word or- r rase that is closest in mean ing to the under!ined word or 

plırasc. 

a .A long p riod of life 

') Expe11 

a. Professiomıl 

3. Benefıt 

a. Loss 

4. Inhabitant 

a. Resident 

5. Disease 

a. Health 

6. Environment 

a. Location 

7. Bean 

a. A kind of drink 

8. Consume 

a. Plant 

9. Consequently 

a. For this reason 

10. Seeret 

a. Visible 

b. A long time 

b Novice 

b. lncrease 

b. Tourİst 

b. Dlness 

b . Surrounding 

b. A kind offiuit 

b. Use 

b. CertainJy 

b . Reason 

c. Heal1l ı d Long period of li\'ing ili 

c Clunısy d Specialisı 

c. Profı t d. Disadvaııtage 

c. Ruler d. Visitor 

c. Pain d. Weariness 

c. Neighborhood d. Situation 

c. A kind of sweet d. A kind of food 

c. Waste d. Save 

c. However d. Asa result ofthis 

c. Hidden d. Mystery 



A PP EJ\'Dl\: B: Text II Pre a nd.. Eost Test 

Adn.>rtising: The Seliing of a Produ cı 

A consumer walks into a sıore He stand~ in front of hundreds o" hoxes of Jaundry 

d etergenı He chooses one bra 1d . pays for it. and lea\'e . . \~ · h~, doe:- he pici: tlwr specit1c 

kind of soap'~ ls ittruly benerthan th others'? Pro~)ably not. The. e days. many products 

are nearly identi al to one arıother in qualit_ı and pric~ . If products are nearl\' the same., 

what mak es consumers huy one brand instead of another'? Alihough we rnight not like to 

admit, commercials on television and advertisements in magazines probably influenced us 

much more than we think they do . 

Advertising informs consumers_about nev.' products available on the market. lt gives 

us information about everything from shampoo to toothpaste to computers and cars. But 

there is one serious problem with this. The "information" is actually very often 

"misinformation." It teli s us the products ' benefits but hi des their disadvantages. 

Advertising not only leads us to buy things that we do not need and cannot afford, but it 

also confuses our sense of reality. "Zoom toothpaste prevents cavities and gives you 

white teethl" the advertisement tells us. But it does not tell us the complete tnıth; that a 

healthy diet and a good toothbrush will have the same effect. 

Advertisers use many methods to get us buy their products. One of their most 

successful methodsis to make us feel dissatisfied_with ourselves and our imperfect lives. 

Our teeth are not white enough. Our hair is not shiny enough. Our dothes are not dean 

enough. Advertisements make us afraid that people will not lik e us if we do not use the 

advertised products "Why don't I have any dates?" a good-looking gir! sadly asks in a 

comrnercial. "Here," replies her roomrnate, "try Zoom toothpaste!" Of course she tries it, 

and immediately the whole football team falls in love with her. "That is a stupid 
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commerci aL " \\e mig hı say. Bu ı wc> v, i ll b J\ ' Zoom t oothpa··ıe out of fear of being 

unpopu lar and having no frieııd s 

Jf fear i- the negative motiw for buying a prod ıcı, ı hen \\ ant ing a good self-image is 

th positive reason for choosing it Each of us ha · a mental picrure of ı he kin d of person 

we would like to be. For example, a modern young woman might !ike to think that slı e 

looks Iike a beautiful movie star. A middle-aged man rnight want to see himself as a 

strong, attractive athlete . Advertisers know this . They write specific ads to make certain 

groups of people choose their product . Two people may choose different brands of 

toothpaste with the identical price, amount, and quality; each person believes that he or 

she is expressing his personality by choosing that brand. 

Advertisers get psychologists to study the way_customers think and their reasons for 

choosing one brand instead of another. These experts teli advertisers about the motives 

of fear and self-image. They also inform them about recent studies with colors and 

words. Psychologists have found that certain colors on the package of an attractive 

product will cause people to reach out and take that package instead of buying an 

identical product with different colors. Also, certain words attract our attention. For 

example, the words "new," "improved," "natural,", and "giant size" are very popular and 

seem to pull our eyes and hand towards the package. 

Many people believe that advertising does not affect them. They know that there is 

freedoru to choose, and they like to think they make wise choices. Unfortunately, they 

probably do not realize the powerful effect of advertising. They may not clearly 

understand that advertisers spend billions of dollars each year in aggressive competition 
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for our money. and they are extremel~ · successfu l. Do you beliew thaı ad~ do not 

influence \·our choice of prod ıcts') Just lool: at the hrand , in your kiıclıen and hathroom. 

(From lnteraction. I by Elaine Kim and Pamela Hartım:nn) 

A. Chose the correct choice that c.ompletes thr foHowing statements according to 

the passage. 

1. Advertising ....... ..... ... .... .. ........... . 

ıt informs us about few products. 

b. does not influence us very much. 

c. always tells us everything about a product. 

d. does not always tell us everything about a product. 

2. A person often buys a product because ..... .. ..... ... .......... . 

a. he or she is not happy with himselfor herself. 

b. he or she does not need a good self-image. 

c. he or she hates the colors on the packages. 

d. of certain drawings on the packages. 

3. Psychologists tell advertisers .. ... .... .... ...... .. .... ..... . 

a. to stop influencing people. 

b. how much money to spend on TV commercials. 

c. which brands toothpaste to produce. 

d. about people' s motives for buying. 

4. The words ....... .. .. ...... on products seem to attract attention. 

a. "improved," "new" 
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b ' · artifıcial," "our hair is not shiny enough" 

c '·good enough·-

d "our teetlı are noı ,~-,hite enough--

5. Ad,·ert isers ... .. ... ... . ... . to make us buy products. 

a ofler very low prices. 

b . do not sp en d mu ch mo ney 

c . need to use better detergents and shampoo 

d . get information from psychologists. 

6. Many people believe that advertising does not affect them because ..... .. .... . . 

a. they think that they have the freedem to choose. 

b. they think that they have a good self-image. 

c. they think that they have a negative motive for buying. 

d. advertisements teli us the benefits ofproducts. 

7_ The main idea ofparagraph four is ........ .... .... ... ...... ... .. . 

a. the negative motive for buying a product. 

b. the positive motive for buying a product. 

c. the advantage of advertisements. 

d . the disadvantages of advertisements. 

8. The passage is ab out. ......... __ .. ..... .. .. ..... .. . 

a. the benefits of products. 

b. what colors attract people's attention. 

c. the influences of advertising on people. 

d. what words attract people's attention. 



9 that (line 2) refers to ...... .. . . 

a a consumeı 

b one brand 

c. advert isin!! 

d another brand 

JO. this (line 12) refers to ..... ........ . 

a advertising 

b. market 

c. information 

d. consumer 

B. Answer the following questions according to the passage. 

ı . Why do consumers buy things they do not need and cannot afford ~ 

2. How does advertising make us fell dissatisfied with ourselves and our imperfect lives? 

3. What two things does advertising force us to do? 

4. How do psychologists help advertisers? 

5. What things attract people' s attention? 

6. What things cause people to buy a product instead of another identical one? 

7. Why do two people choose different brands of toothpaste with the identical price, 

amount, and quality? 

8. Why do advertisers spend billions of dollars each year? 

9. Why dosome people would like to be another person? 

1 O. Ho w does advertising confuse our sense of reality? 
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C Choose the \Yord or phn:rse that is closest in meaning to (he undedinrd word or 

ph ra sc. 

1. Identical 

L Equal 

2. Dissatisfıed 

a. Pleased 

3. Motive 

a. Basis 

b Similar 

b Discontented 

b. Fear 

c. Alikc Diffi rent 

c. Depressed d Contented 

c. Idea d . Reason 

4. Brand 

a Mark b. Quality of goods c. Type of goods d . lngredients of goods 

5 Consumer 

a. A person who sells goods 

b. A person who sp en ds a lot of mo ney 

6. Advertisement 

b. A person who saves money 

d . A person who buys goods 

a. A notice of something for sale in a newspaper, on wall, or made as a film 

b. Announcement 

7. Misinformation 

a .. True information 

d. Give wrong infannation 

8. Cavity 

a. Bacteria 

9. Pull 

a. Disturb 

c. Newscast d. Commercials 

b. Give true information c. Wrong information 

b. Dirt c. A large hole d. A small hole 

b. attract attention c. Show d. Take away attention 
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1 O Available 

a lmpossiblc b Reliable c Attainatıle d Unat1ainable 
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APPEN DIX: C 

He Called lt Penic iliin 

Alexander Fleming was bom on a fa rm in Scotland in the year 1 88 J. When he was 

thirteen he went to live with his brother, who was a doctor in London. For fi\ 'e years he 

worked as a clerk in a shipping office, but he did not stop studying. In 1902 he qualified 

for entrance to a university. An uncle left him a little n oney, and that made it possible fo r 

Fleming to become a student at the medical school of St Mary ' s Hospital, a part of 

London Universi ty. 

One of the famous doctors who taught the students at St Mary' s at that time was Sir 

Almroth Wright, a bacteriologist. He had done a great dea] of the most useful research 

into the work of blood in protecting the body against bacteria. Very many thousands 

people owed their lives directly to his work, especially his development of inceulation 

against typhoid fever. Probably millions owe their lives to him indirectly-because of the 

work of people like Flerning who learnt from him. 

During the First World War, Fleming worked as an army doctor in France. He saw 

large number of soldiers die of their wounds because the wounds made it possible for 

bacteria to work and multiply so quickly that the blood could not dea! with them 

After that war Flerning specialized in bacteriology, and in 1924 he himself became 

the professor ofbacteriology at St Mary' s HospitaL He continued the research for which 

St Mary' s was famous . In particolar he was locking for substances w hi ch would directly 

attack harmful bacteria without doing any harm to the body themselves . 

In 1928 he was studing the bacteria which caused a painful skin disease. In order to 

find out how to dea! with these germs he was growing them on smail plates. One day he 

noticed a smail area ofblue-green mould on one of the dishes. lt would be necessary to 
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t' row the bacteria again f\-1eanwhile hi s training made him put the nıou l d under hi~ 

mıcroscope. lt was a very common mould, Penicilliun notallfm. But the microscope 

showed Fleming something else: the bacteria all round the rnould were dead ilis trained 

mind started to ask questions 

Dr Fleming put some of the mould with rnore bacteria of the same bnd. The germs 

were destroyed. He tıied it on bacteria of other kinds lt stopped the growih of many 

other hannful germs. He seemed to have a powerful antibiotic. 

The question, and the experiments to fınd the answers to them, had only just begun. 

What was the substance in Penicillium notalum which kill ed the gernıs') Was it possible 

to isoiate it, to prepare it asa separate substance? Would it harrn the human body or any 

part of it? 

For years Flerning continued his experiments. He found that the substance was 

indeed a powerful antibiotic. He was able to isoiate it. He called it penicillin., and he 

showed that it did not harrn the body. But the substance was very hard to control. 

Flerning was a bacteriologist of very great ability, but he did not have a specialist's 

knowledge of chernistry, and particularly of biochernistry. Biochernistry is the study of 

the substance in living things. 

lt was not until 1940 that biochernists were ab le to fınd a way of producing perucillin 

as a powder with an onehanging character. The research which led to this discovery was 

done at Oxford by two extremely elever biochernists: Professor Howard Florey, an 

Australian, and Dr Ernst Chain, a German-bom scientist. They were helped by Florey's 

wife, who was also a doctor. And their research was supported by money from the 
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Rockefeller Foundation of Aıııerica That seenı s to b qune a good example o" 

international co-operation for a good purpose. 

Penicillin has saved lives and prevented suffering all over the world lt was fo r this 

reason that the Nobel Prize was given to Sir A.Jexander Flerning, Sir Howard Florey and 

Dr Chain in 1945 . But the discovery of penicillin also showed the way for the discovery 

of other wonderful substances which fight disease germs without harrning the body. 

Antibiotics have been found which dea! with almost all known bacteria and many other 

deadly germs These ineJude germs which attack animals and others which prevent the 

proper grmvth of plants 

Yery many countries shmved ho w mu ch they valued Fleming' s work. When he di ed 

ın 1955 he was honoured in one more way. His body was laid to rest in St Paul's 

Cathedral in London. It is a recognition that a man has served his country or the world 

extraordinarily well. 

(From Readimı For Adults by R. D. Lewis) 
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APPENDIX: D ( Sample Lesson) 

The course of instruction in both gro· v in the course of the- si:-;:t een class-hour 

treatment was carried out in the same way as presented here in the sample Iesson with an 

exception that the Experimental Group's consciousness-raising on making use of the 

contextual clues in guessing unfamiiiar vocabulary was raised through signaling the clues 

explicitly which were implicitly signa!ed 

A. Let's discuss the answen; of the following questions. 

1. \Vnat comes into your mind when you hear the word "family"? 

2. Was the family structure the same in the past? If not, what were the differences') 

3. What are the advantages or disadvantages of today' s family structure ? 

4. In your opinion, is it good or bad for a woman to work outside? Why, why not? 

5. Who does the most of the housework in your family? 

6. Who is the head of your family? In your opinion, is it good or bad for husbands and 

wives to share housework? 

7. Do you think women have more freedem than they di d in the pa st? 

8. Can you deseribe the relationships in you ideal family? 

B. Now read the following passage quickly and decide whether the following 

statements are true or false. 

1. ----- Families around the world are generally sınaller than they used to be. 

2. ----- In most countries, wives have most of the power in the family. 

3. ----- Living in the nuclear family is both good and bad for a woman. 

4 . ----- Women in extended families u sed to h elp each other with the housework and 

chil dren. 
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(Appendix D continued) 

l. ----- Generally, women are happy with marriage, but are not satisfıed . 

2. ----- Women with jobs are the most satisfied because they have freedom from 

housework. 

\\iQMEN IN THE NUCLEAR FAMILY 

A The family is changing. In the past, grandparents, parents, and children used to live 

together, in other words, the had an " extended family ." Sametimes two or more 

brothers with their wives and children were part of this large family group. But family 

structure is changing throughout the world . The "nuclear family" consists of only one 

father, one mother, and children; it is becoming the main structure everywhere. 

B The nuclear family offers married women some advantages: They have freedom 

from their relatives, and the husband does not have all the power of the family. Family 

structure in most parts of the world is stili "patriarchal"; that is, the father is the head of 

the family and makes most of the important decisions. Studies show, however, that in the 

nuclear families, men and women usually make an equal number of decisions about 

family life. Also, well-educated husbands and wives prefer to share the power. 

C But wives have to "pay" for the benefits of freedam and power. When women lived 

ın extended families, sisters, grandmothers, and aunts helped one another with 

housework and child care. In addition, older women in a large family had important 

positions. Wives in nuclear families do not enjoy this benefit, and they have another 

disadvantage, too: Women generally live longer than their husbands, and so older women 

from nuclear families often have to live alone. 
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D Studies show that\ romen are generally· less satisfied with marriage than men are In 

the past, men worked outside the home and women worked inside. Housework and child 

care were a full -time job, and there was no time for anything else. Of course, this 

situation is changing. Women now work outside the home and seem to have more 

freedoru than they did in the pası. Why, then, are some women stili discontent? 

E In most parts of the world taday, women work because the family needs more 

money. However, their outside jobs often give them less freedorn, not more, because 

they still have to do most of the housework The women actually have two full -time 

jobs-one outside the home and anather inside-and not free time. 

F The nuclear family will probably continue to be the main family form in the future. 

Change, however, usually brings disadvantages along with benefıts, and the famiJy form 

of the past had many advantages. 

(From lnteractions I by Elaine Kim and Pamela Hartman) 

C. In the reading selection, there is a capital letter next to each of the six 

paragraph. Match each paragraph with its topic. " 'rite the correct letter on the 

line. 

1.----- The changing family structure. 

2. ----- Comparisons ofwomen's work in the past in the present. 

3.----- The advantages ofnuclear family for women. 

4. ----- The disadvantages of nuclear family. 

5.----- Why women are dissatisfied with the ir work. 

6.----- Conclusion or summary. 
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D. Circle the ietter of the correcf ans\\ er to each of the foHowing qurstions, 

according to the- reading selection. 

ı . Who used to live in an "extended family""' 

a. There were only grandparents and children. 

b. There was one father, one mother, and their children 

c. There were many relatives. 

2. \\'hat advantages does the nuclear family offer women? 

a. The women have more freedom and can share in decisions. 

b. The women do not have to be the heads of the family. 

c. The women' s relatives do not h elp them with the housework and chil d care. 

3. What aresome disadvantages of the nuclear family for women? 

a. Husbands have to share power with their wives and help them with the housework. 

b. Older women do not often have important positions and often live alone when their 

husbands die. 

c. Family structure is more patriarchal in the nuclear family. 

4. Why are many women dissatisfied with marriage and the nuclear family? 

a. They want to stay home and do the housework. 

b. They do not enough money. 

c. they have too much work and not free time. 

E. Now, let's discuss the following questions. 

1. Do you live in an extt:nded family or in a nuclear family? What is the main family 

structure in Turkey? 
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2 What do yo thin\.; ıs good about nuclear families'1 \\'hat is good about ex1ended 

families') 

3. Do you think that there is a relationship between the degree of education women have 

and their expectations from marriage and life, such more freedom, financial 

independence, share in the decisions, ect.? 

F. Now, Iees Iook at the unknown words that were underlined. 

Look at the words extended family in paragraph one line two. 

First of aH, Jet' s look at the position of these words in this sentence. Are these used as 

the subject, verb, or object ofthis sentence? 

Ss: As the object ofthe sentence. 

T: And in front ofwhat types ofwords do we use "a, or an"? 

Ss: Before countable singular nouns. 

T: That is right. As we know the grammatical function of the word "family" is a no un. If 

so, what kin d of word s do w e usually use in front of a noun? 

Ss: Anather noun, an adjective, ete. 

T: Then, we can say that the grammatical function of the word "extended" is an 

adjective in this sentence as it defines the word that comes after it. Is the word used 

elsewhere in the same passage? 

Ss: In paragraph tree. In the same way. 

T: Does the word seem to have any prefixes or suffixes? 

Ss: It has "ed" suffix. 
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T: AJJ rit:,hı \\110 does an e. ·tended fam ilv include? 

Ss : lt includes grandparents. parems, and children 

T: Who helps an old woman who lives in an extended famiiy? 

SS: Sisters, grandmother, and aunts . 

T: So, can w e say that an extended family is smalP 
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Ss: No, it is large. So, we can say that an extended family means a large family including 

grandparents, parents, and children. Now, let's look at the following sentence and talk 

about what the phrases "in other words" add to the sentence. 

Example: Many women work both outside the home and inside; in other words, they 

have twofull-time jobs. What are their jobs? 

Ss: Work outside the home and inside. 

T: That is right. Can we say that the phrases used in other words, used in the above 

example, express the sentence before it in different words? 

Ss: Yes, that is right. 

T: Than, we can say that the phrases "in other words" used in the above passage in 

paragraph one serve to the same goal. 

T: Our next word to be guessed is "nuclear " used with the word "family" in the same 

paragraph. As you will remember, we said that family is used as a noun in the previous 

example and extended is used as an adjective to define it. Does it make any difference if 

we replace the word "extended" with the word "nuclear" except the change of meaning? 

Ss: No, than we can say that the word "nuclear" in front of the word "family" is used to 

define family. 
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T . \V ho does the nuclear family consist of' Does it includ grandparents and other 

relatives as an extended fami ly does" 

Ss: No, it includes only one father, one rnother, and children. 

T : Does the w o man in a nuclear family get h elp from her relatives lik e the w o man in an 

extended family" 

Ss: No, she does not 

T: How rnany types of family structure does the author mention here" 

Ss: Two . The writer compares these two famil y structures . 

T: Right. As you will remember, we said that an extended family is large. The author 

uses the word "but" in line three in the first paragraph to indicate that s/he is going to 

rnake a contrast with "extended family." The author compares a family structure with 

another one. Therefore, we can say that the word extended is used as having an opposite 

rneaning to nuclear. 

T: Our third word is "patriarchaL" Let's analyze the gramrnatical function of this word. 

Which word is used before the word "patriarchal" in line three paragraph two. 

Ss: The link verb "to be" . 

T: As patriarchal used after the link verb "to be", it cannot be usedas the subject of the 

sentence. It is used as the complement of the link verb. Can it be a verb, an adverb, a 

noun, or an adjective? 

Ss: An adjective. 

T: For w hat purpose is the word u sed for? 

Ss: To define a father in an extended family. 
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T Does il ha\'e any prefıxes or sufflxes'J If so. \vhat mig ht be the root of the word'7 

Ss lt has ·'-al" suffix Patriarch. 
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T What cornes int o your min d when you hear this word, i e .. pO\.ver, Christianity, leader 

of a group, ete. 

Ss: All of them, but in this sentence, patriarchal rrught be u sed as the head or leader of 

home. 

T: \Vho does the most of the important decisions in an extended family') 

Ss The father. He is the head of the faıllily. 

T: Now, let's read the fallawing sentence and then we will speculate what the phrases 

"that is" add to the sentence in which they are used. 

"Most human beings are omnivores; that is, they eat both animal and plant material, 

while others are carnivores, eating only animal flesh. 

T: What does the word "omnivores" mean? 

Ss: Sameone who eats both animal and plant material. 

T: Then, we can say that the phrases "that is" present an explanation or equivalent of an 

unknown word used in the same sentence. 

T: Now, let's look at the third sentence in paragraph two. 

"Faıllily structure in most part of the world is still patriarchal , that is, the father is the 

head ofthe family and makes most of the important decisions. 

T: As we said before, the phrases "that is" are clues to an explanation. Keeping this in 

rnind, we can say that the word "patriarchal" imply authority, leadership in the family. 

T: Our next word is "benefit~" u sed in the first line of paragraph three. The sentence is; 
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"But wi\·es have to pay for the penefıt::- of freeda m and power." 

T- 'hat can we ı-oughly sa./ about the grammatical flmctio n of the word benefits , ie. 

subject, object , verb , adject ive. adverb, or noun" 

Ss : The object of the- sentencc. 

T: Then, it isa noun then, isn't it? 

Ss: That is right. 

T- What kind of a meaning does it seem to have7 Posi tiv·e or negative0 

Ss Positive. 

T: What does the author refer to by this word? The help the women in extended families 

get from their relatives, the freedem from their relatives of the women in nuclear 

families, or their share of the power iri the family? 

Ss: Their freedem from their relatives, and their share of power. 

T: Do you think these are good or bad for a woman? 

Ss: Both good and bad . 

T: Does the author imply that these are good or bad in this passage? 

Ss: Good. 

T: With which word does the author deseribe these benefits in the first line of the second 

paragraph? 

Ss: With the word "advantage." 

T: Does the word benefits have any prefixes or su:ffixes? 

Ss: lt has the plural "-s." 

T: Now, let's look at the rest ofthe same paragraph to find out whether the same word 

is used elsewhere. 



(Appendix D continued) 

Ss Line three 
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T The seı tence says "Wives in nuclear families do nm enjoy this benefit, and they have 

anather disadvamage, too --

As we know, the words '"and"' and "another·' are used to add something similar in 

meaning to the other eleınents in the same sentence. Here, the author mentions two 

th.ings that wives in nuclear fa.milies do not have. One is getting help from their relatives 

and the other is ol der women' s power in extended fanıilies Are these referred to as 

advantageous or disadvantageous in the passage? 

Ss: Advantageous. 

T: Then, we can say that the word "benefit" is used as an antonyın to the word 

"disadvantage" in this sentence_ Thus, "benefit" and "advantage" are synonym words. 

T: O ur last unknown word is the word discontent u sed in the last line of paragraph fo ur. 

The sentence runs; "Why, then, aresome women stili discontent." 

T: First of all, I et' s look at the grammatical function of this word. What part of speech 

does the word seem to be? Verb, adjective, adverb, or noun? What comes before it? 

Ss: Women. Wives in nuclear families are discontent. 

T: That is right. Look at the link verb be and remember what kind of word s come after 

it. Adjectives, adverbs, or nouns? All of them may come after the link verb "be" 

depending on the situation_ But what is "discontent" here? Does it seem to be a verb? 

Ss: As it come after the link verb, it might be an adjective or a noun. 

T: Does it seem to have a positive or a negative meaning? 

Ss: A negative meaning because of"-dis" at the beginning of the it. 
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Ler s ana!yze thf text ' " ı et her the saiı ı e word is su ed e ~ · ewheıe by the same na ı 1e or 

t:,· a different name. Look at paragrapl: three' Who don·r enjLy the !. enefiıs of g ettir-ıg 

hel~' from their relarives. hôvint' imp(ytant posi l io r ı. ai home. and livir g with otiı e rs in 

tht family in their oid age0 

Ss: Wives in nuclear fam·lies 

T: Who are generally less satisfied witb mani.age than men are·7 

Ss Wi res in nuclear fa mi lies . 

T: Why0 

Ss : Because they have to 'Nork both outside and inside their homes And they have Iess 

freedom. 

T: Are they happy with this situation? 

Ss: No, they are not. 

T: Does the word discontent have any suffıxes or prefixes? What is the root of the 

word? 

Ss: It has the prefix "-dis" at its beginning. 

T: Then, the root of the word is "content." Remember the meanings of "disadvantage" 

and "dissatisfied" and the meaning "-dis" adds to them. 

Ss: Not content, not satisfied . 

T: Then, the word discontent means dissatisfied . 
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APPLNDlX E: ::\umht'r of ü e Correct Am· ı:-rs of the E ·per · merıta Grou in the 

Pre and I)ost T tsts of Michigan Piac~;<men { Test. 

Pre Te st Post Test 

ı 31 34 

2 38 41 

3_ 39 41 

4. 42 44 

5_ 48 52 

6 48 51 

7. sı 55 

8_ 53 55 

9. 53 56 

1 o_ 57 60 

11. 58 61 

12. 58 62 

13. 58 61 

14. 58 62 

ıs _ 60 66 

16_ 60 67 

17_ 60 66 

18. 60 68 

19_ 61 66 

20. 61 66 
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21. 

"V\ 
L..:.. . 

6) 

65 

67 

69 

71 
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APPENDIX F: l\umber of the- Correct Ans. ·ers of the Control Group in the Pre 

and .Post Tests of Michigan Piarement T est. 

Pre Test Post Test 

] 32 .... ~ 
..)..) 

2. 33 35 

.... 33 35 _). 

4. 37 38 

5. 40 43 

6. 43 45 

7. 48 50 

8. 48 51 

9. 50 51 

10. 52 53 

11. 54 56 

12. 54 55 

13. 56 59 

14. 57 59 

15. 58 60 

16. 59 61 

17. 60 64 

18. 60 62 

19. 60 63 

20 62 65 
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21. 66 69 

22 . 66 6S 

') ... __ ). 66 70 
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APPEJ\IHX G: Number of the Correct Answers of the Expe-rimental Group in the 

Pr-e and fost Tests of Text I. 

Multiple Choice Open Ended 'oca ulary Guessing 

Pre T. Post T. Pre T. Post T. Pre T. Post T. 

8 9 7 7 3 5 

2 6 7 4 6 2 5 

-. 7 7 5 6 2 5 .) 

4 4 6 5 7 '1 5 _) 

5 6 7 6 4 7 

6 6 7 4 7 2 4 

7 3 7 5 7 4 6 

8 4 6 4 7 4 6 

9 5 8 3 6 4 6 

lO 4 6 7 7 5 8 

11 6 8 3 6 4 7 

12 5 7 4 7 5 6 

13 6 7 6 8 4 '7 
1 

14 8 9 6 7 5 8 

15 8 9 6 7 5 7 

16 4 7 6 8 5 8 

17 8 8 3 7 4 6 

18 7 8 7 8 6 8 

19 4 8 3 7 5 8 
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~ (ı 8 8 
..., 1 4 8 1 1 

21 " 8 .:; 8 " 7 

2: s 9 6 7 6 8 

')~ __ ) 8 9 6 8 b 7 
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APPENDIX H: ~~umber of ~he Correct A nsv. rrs of the Experimental Group 'n the 

Pre and Post Tesıs of Text JL 

Mul tiple Choice Open Ended \' ocabulary Guessing 

Pre T. Post T. Pre T Post T Pre T. Post T. 

2 5 2 4 3 

') 4 6 4 3 .:.. 

3 4 6 
.., 

2 5 -' 

4 2 5 
..., 

5 3 5 _) 

5 
.., 

6 4 3 4 .) 

6 6 8 3 5 4 5 

7 5 8 4 4 6 

8 3 6 5 4 5 

9 3 7 3 6 4 5 

10 7 9 3 5 5 7 

1 ] 5 7 2 5 4 7 

12 6 8 6 4 6 

13 4 7 4 5 6 

14 8 8 3 6 4 6 

15 3 6 
..., 

6 4 5 -' 

16 4 6 2 6 6 6 

17 2 5 5 4 7 

18 6 9 6 7 5 8 

19 5 7 2 6 4 7 
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20 3 6 5 4 7 

21 4 7 ,..., 6 5 8 "'-

22 8 9 4 5 5 7 

')" _ .) 6 9 5 8 5 8 
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A.PPEJ\DLX. !: Number of the C or ·r et AnS\Yer , of the Control Group in the Pre 

and Post Tests of Text I. 

Multiple Choice Open Ended Vocabulary Guessing 

Pre T. Post T. Pre T Post T Pre T. Pos1 T. 

3 5 2 4 2 

2 7 7 3 2 4 

3 5 6 4 5 3 4 

4 5 6 2 4 3 4 

5 7 7 4 5 4 5 

6 4 6 5 6 3 5 

7 6 8 4 6 4 6 

8 7 8 7 8 5 7 

9 5 6 3 4 3 5 

lO 7 7 6 7 5 6 

11 8 9 5 7 6 7 

12 5 7 8 8 6 6 

13 6 7 6 7 4 6 

14 5 7 7 8 5 7 

15 7 8 6 7 5 6 

16 6 7 3 4 3 5 

17 7 7 8 8 6 7 

18 6 7 8 8 5 8 

19 6 7 6 7 5 7 



!-l i ı 

(Appendi'~ 1 cont in ued) 

20 4 ::ı 4 6 4 5 

21 5 6 .... 5 .... 4 .) .) 

22 8 8 8 s 6 7 

23 8 9 7 8 6 7 



ı .n 

APPEl'\Df.X J: ~mnb("r of the Correct Ans\vers of t r: Contn> Gro up in th J,re 

an d Posts Tests of Text 11 . 

Multiple Choice Open Ended Vocab :lary Guessing 

Pre T. Post T. Pre T . Post T. Pre T. Post T. 

..., 
2 2 -' 

2 2 4 
..., ,.., 
_) -' 

3 4 4 3 ı 3 

4 3 5 
.., 

2 -' 

5 4 6 6 7 4 5 

6 4 6 2 4 3 4 

7 3 2 4 3 4 

8 4 6 4 5 4 5 

9 3 5 2 4 
..., 

5 -' 

10 4 7 4 6 4 5 

11 5 6 3 3 5 

12 5 5 3 3 5 

13 5 7 2 4 3 5 

14 6 8 4 5 4 5 

15 5 7 ı 4 
..., 

5 -' 

16 6 7 
..., 

3 5 -' 

17 6 7 2 4 3 4 

18 6 7 4 6 4 6 

19 7 8 5 6 5 7 
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(Appendi '~ J continued) 

20 " 5 " 5 4 s ..) ..) 

21 6 7 4 6 4 5 

22 8 9 4 6 5 7 

23 5 7 4 6 4 6 
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APJ>[.\DIX K: Thf i\u m bu of the Total Corrrct Ans'<tt•rs of the Ex .1erimental and 

Control G roup in thr post test of T :ı.:t I a n d D. 

Exp. Group Cont Group 

M C O. E. \ '. G 1\1. c O. E. ve. 

14 1 ı 8 8 6 4 

2 13 10 8 11 6 7 

3 13 9 10 10 8 7 

4 1 ı 12 10 11 7 6 

5 13 10 11 13 12 10 

6 15 ı2 9 12 10 9 

7 15 ı ı 12 11 10 10 

8 12 12 11 14 ı3 12 

9 15 12 ll 1 ı 8 10 

10 15 12 15 14 13 ı 1 

11 15 ı2 14 ı5 10 ı2 

ı2 15 13 12 12 ı ı 11 

13 14 12 13 14 11 11 

14 ı7 ı3 ı4 15 13 12 

15 15 13 12 15 11 11 

16 13 14 14 14 7 10 

17 13 12 13 ı4 12 11 

18 17 15 16 14 14 14 

ı 9 15 13 ] 5 ı5 13 14 



( Appendi · K continued) 

20 14 12 1) 10 12 lO 

21 ı 5. 14 1.'\ 13 1 ı 9 

22 18 ı'"' ı 5 17 1-4 
1 . , . .:.. i_) 

,.,.., __ ) 18 16 15 16 14 ı "' _) 
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APPEKDIX L: Statistical Tables 

The r . u lı s of t-tes ı for Ind pendenı Samples for tlı e 1ich.gan Pl acenıent Tes1 

Scores of the Experimental and Control Group s in the pre-test 

Variable Number of Ca ses M ean so SE of iv1ean 

Exp . G. 54,3 913 9,438 1.968 

Cont. G. 23 51,9 ]30 10,917 2.27 6 

Mean Difference=2,4783 

Levene ' s Test for Equality ofVariance: F=, 748 P=,392 

t-test for Equality ofMeans 95% 

Variances t-value df 2-Tail Sig SE ofDiff. CT for Diff 

Equal ,82 44 ,415 3,009 (-3 ,587; 8,544) 

Unequal ,82 43,10 ,415 3,009 (-3,591 ; 8,548) 

The results of t-test for Independent Samples for Text I Multiple Choice Question 

Scores of the Experimental and Control Group s in the pre-test. 

Variable Number of Cases M ean SD SE ofMean 

Exp. G. 23 6,0000 1,679 ,350 

Cont. G. 23 5,9565 1,364 ,285 

Mean Difference = ,0435 

Levene's Test for Equality of Variances: F= 1,429 P=,238 



( Appendi" L continued) 

t-tes't for Eq ua lit · ofMeans 

\ 'ari ance_ 1-Yal ue d 2-Tail -Sig SE ofDiıT Cl for Diff 

Equa l -ı (J 4~ q14 ... . _. . ,4 5 ı (-.86(1 _ ,953) 

Unequal , lO 42.2LJ ,924 ASI (-,867, .954 ) 

The results oft-test for Independent Samples for Text 1 Open Ended Quest ion Scores of 

the Experimemal and Control Groups in the pre-test 

Variable Number of Ca ses M ean SD SE ofMean 

Exp. G 23 4,9130 ] ,621 ,338 

Cont. G 23 5,0870 2,151 ,449 

Mean Difference = -,1739 

Levene's Test for Equality ofVariances: F= 3,065 P=,087 

t-test for Equality ofMeans 95% 

Variances t-value df 2-Tail Sig SE ofDiff CI for Diff 

Equal -,31 44 ,758 ,562 ( -1' 306; ,958) 

Unequal -,31 40,89 ,758 ,562 (-1, 309; ,961) 

The results of t-test for Independent samples for Text I Vocabulary Guessing Question 

Scores ofthe Experimental and Control Groupsin the pre-test. 

Variable Number ofCases M ean SD SE ofMean 

Exp. G. 23 4,2174 1,204 ,251 

Cont. G 23 4,2174 1,413 ,259 



(Appendix L co nt in u ed) 

ı, 'iean Difference = ,0000 

Lev ııe ·s T esi for Equality of Meaııs 

\"ariaııce s 

Equal 

Unequal 

t-value 

,00 

.00 

df 2-Tail Si ~ 

4-t ı ,000 

4:?,92 J ,000 

SE ofDiff 

)87 

.387 

9Yiô 

Cl for Diff 

( - ~780 ; ' 780) 

( -, 780.: .781) 

The results of t-test for Independent Samples for Text li Multiple Choice Question 

Scores of the Experimental and ControlGroupsin the pre-test. 

Variable Number of Cases M ean SD SE ofMean 

Exp . G. 23 4,4783 1,806 ,377 

Cont. G. 23 4,4783 1,780 ,371 

M ean Difference = , 0000 

Levene's Test for Equality ofVariance: F= ,080 P= ,779 

t-test for Equality ofMeans 95% 

Yariances t-value df 2-Tail Sig SE ofDiff Cl for Diff 

Equal ,00 44 1,000 ,529 (- 1, 066; 1, 066) 

Unequal ,00 43,99 1,000 ,529 (-1, 066; 1, 066) 
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(Appendi :\ L conti nued) 

The results oft -test for Indeı_ endent Samples for Te\111 Open Encled Question Scores of 

the Experimental and Control Groups in the pre-test 

E\ p G 

Cont. G 

1 iumber ofCases 

7" _ _) 

l\1 ean Difference = -,3478 

Mear, 

2.2609 

2,6087 

Levene's Test for Equality ofVariances : F= 1,693 

t-test for Equality ofMeans 

Variances t-value df 2-Tail Sig 

Equal -,80 44 ,429 

Unequal -,80 43,42 ,429 

so SE ofMean 

1,389 ,290 

1.559 ,325 

P= ,200 

95% 

SE ofDiff CI for Diff 

,435 (-1, 225; ,530) 

,435 (- 1, 226; ,530) 

The results of t-test for Independent Samples for Text Il Vocabulary Guessing Question 

Scores of the Experimental and Control Group s in the pre-test. 

Variable Number of Ca ses M ean SD SE ofMean 

Exp_ G. 23 3,8261 1,154 ,241 

ConL G. 23 3,1739 1 '193 ,249 

Mean Difference = ,6522 

Levene's Test for Equality ofVariances: F=, 176 P= ,677 



(Append·x L conıinued) 

t-tesı for EoualitY ofl\1eans 
J · ' 

Variances t-value df 2-tail Sig SE ofDiff Cl fo r Dif( 

Equal .06(, ( - , 04)~ 1.3)0) 

Unequal 1,88 43.9:' ,066 .346 ( -,045, ı ,350) 

The results of t-test for Pai red Sample for Text I Multipl e Choi ce Question Scores of 

the Experimental Group in the pre and post -test. 

Exp. G. Number of Cases Corr 2-Tail Sig M ean SO SE of l'<1ean 

Pre T. 6,0000 ] ,679 ,350 

23 ,740 ,000 

Post T. 7,6087 ,988 ,206 

Paired Differences 

M ean SD SE ofMean t-value df 2-Tail Sig 

- 1,6087 1,158 ,241 -6,66 22 ,000 

95% CI (-2, 109; - 1,108) 

The results of t-test for Paired Samples for Text l Open Ended Question Scores of the 

Experimental Group in the pre and post-test. 

Exp. G. Number of Pairs Corr 2-tail Sig M ean SD SE ofMean 

Pre T. 4,9130 ] ,621 ,338 

?'"' _ _, ,582 0,004 

Post T. 7,0000 ,674 , 141 



(Appendix L continued) 

Paired Difterences 

M ec. n SD SE ofl\iean t-valu e df 2-tail Sia 
·-------"'--

-2,0870 I .3 ~5 .28 1 -7,44 22 ,00(} 

95% CI (-2,669; -1 ,505 ) 

The results of t-test for Paired Samples for Text J Yocabulary Guessing Question Scores 

ofthe Experimental Group in the pre and post-test. 

Exp. G. Number ofPairs Corr 2-tail Sig Mean SD SE ofMea ıı 

Pre T. 4, 2174 1,204 ,251 

23 ,825 ,000 

Post T. 6,6087 1,234 ,257 

Paired Differences 

M ean SD SE ofMean t-value df 2-tail Sig 

-2,3913 ,722 ,151 1 ı 5,88 22 ,000 

95% cı c-2, 704; -2,079) 

The results of t-test for Paired Samples for text ll Multiple Choice Question Scores of 

the Experimental Group in the pre and post-test 

Exp. G. Number of Pairs Corr 2-tail Sig M ean SD SE ofMean 

Pre T. 4,4783 1,806 ,3 77 

')" _.) ,898 ,000 

Post T. 6,9565 ] ,331 ,277 



(:\pı. end ·-...: L continued) 

Paired Difrerences 

:t\lec-ı ıı SD 

-2. 478.3 .8-16 

9:% CI (-2, 844 ~ -2, 11 2) 

SE ofMec-ın 

.170 - 14 ,05 

df 

22 

2-tail Sig 

,000 

The results of t-test for Paired Samples for text Il Open Ended Question Scores of the 

Experimental Group in the pre and post -test 

Exp. G. Number of Pairs Corr 2-tail Sig M ean SD SE ofMean 

Pre T. 2,2609 1,389 ,290 

23 ,689 ,000 

Post T. 5,2 174 1,1 26 ,235 

Paired Differences 

Mean SD SE ofMean t-value df 2-tail Sig 

-2,9565 ı ,022 ,2 13 -13,88 22 ,000 

95% CI (-Ji 398; -2,515) 



(Appendi>: L continued) 

The resulls of t-test for Paired Sanıples fo r Tex ı ll Vocab ıiarv Guessing Question 

Scores of the Experinıenta! G roup in the pre and posi-test. 

E\.p G ~~umt er of Pai rs Corr 2-- tail Sig M ean SD SE of M ean 

Pre T. 3,826 i ı ' 154 .24 1 

").., _ _ 1 .836 .000 

Post T 5,9 130 1,443 ,3 0 1 

Paired Differences 

M ean SD SE ofMean t-value df 2-tail Sig 

-2,0870 )93 '165 -12,63 22 ,000 

95% cı (-2,430; - 1,744) 

The results of t-test for Paired Samples for the Michigan Placement Test Scores of the 

Expeıimental Group in the pre and post-test. 

Exp. G. Number of Pairs Corr 2-tail Sig M ean SD SE ofMean 

Pre T. 54,3913 9,438 1,968 

23 ,989 ,000 

Post T. 57,8261 1 0,513 2,192 

Paired Differences 

M ean SD SE ofMean t-value df 2-tail Sig 

-3,4348 1,830 ,382 -9,00 22 ,000 

95% cı (-4,226; -2,643) 
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(Append i-: L continued) 

The results of -test fo r Pai red Sarrıples f0r Te\ 1 l Multiple Choice Quesiion Scores of 

the Control Group in the pre and post -test. 

Cont G J\uml,er of Pair:o;. C or - 2-tail Si~ i 1can SD SE of M ean 

Pre T_ 5,956) 1,364 ) 8) 

23 ,874 .000 

Post T_ 6_956) ]_06_ ") ') -, 
~ - ~ . 

Paired Differences 

M ean SD Se ofMean 1-value df 2-tai!Sig 

-L 0000 ,674 ,14 1 -7,1 ı 22 ,000 

95% cı c - ı , 292; -, 708) 

The results of t-test for Paired Samples for Text I Open Ended Question Scores of the 

Control Group in the pre and post-test 

Cont G. Number of Pairs Corr 2-tail Sig M ean SD SE ofMean 

Pre T_ 5,0870 2,1 51 ,449 

23 ,967 ,000 

Post T 6,2174 1,650 ,3 44 

Paired Differences 

M ean SD SE ofMean t-value df 2-tail Sig 

-1' 1304 ,694 ' 145 -7,81 22 ,000 

95% Cl (-1, 431; -,830) 



!Appendi ;..; L cominued) 

The results of He ı for Paired Samples for Text l \ ocabu an· ıuess i ng ) uestion ~core · 

ofthe Control Group in t e pre and post-test. 

Cont. G Number of Pairs Corr 2--tai l Sig Mean SD SE ofMean 

Pre T. 4,2174 1,413 ,295 

23 ,892 ,000 

Post T 5,6522 1.434 ,299 

Paired Differences 

M ean SD SE ofivlean t-value df 2-tai l Sig 

-1 ,4348 ,662 ,138 10,39 ,000 

95% CI (-1, 721; -1, 148) 

The resul ts of Hest for Paired Samples for text ll Mult iple Choice Question Scores of 

the Control Group in the pre and post-test. 

Cont. G. Number ofPairs Corr 2-tail Sig M ean SD SE ofMean 

PreT 4,4783 1,780 ,371 

23 ,913 ,000 

Post T. 6,0435 1,581 ,330 

Paired Differences 

M ean SD SE ofMean t-value df 2-tail Sig 

- 1, 5652 ,728 ,152 - ] 0,31 22 ,000 

95% cı (- 1, 880; -1,250) 



ı(; ı 

(A penclix L co ıııi nued) 

The res •!ts ofHesı for Paired Samples for Tex: ll Opei1 E ıc "d Question Scores of thE' 

Control Group in the pre and posı-test 

Co ıl G. Number of Pa ir:: Corr :2-t<ıil Sig M an SD SE oPd ea n 
- ----·----· 

Pre T. - , 608 7 1,559 ,325 

23 ,952 ,000 

Post T. 4,4348 ı ,376 ,287 

Paired Differences 

, 1ean SD SE ofMean 1-value df 2-tail Sig 

-1, 8261 ,491 ,102 -17,84 22 ,000 

95% Cl (-2, 038 ; -1,6 14) 

The result oft-test for Paired Samples for Text 11 Vocabulary Guessing Question Scores 

ofthe Control Group in the pre and post -test. 

Cont. G Number ofPairs Corr 2-tail Sig Mean SD SE ofMean 

Pre T. 3,1739 1,!93 ,249 

,943 ,000 

Post T . 4,6087 1,438 ,300 

Paired Differences 

M ean SD SE ofMean t-value df 2-tail Sig 

-1,4348 ,507 '106 -13,58 22 ,000 

95% Cl (-1, 654; -1,216) 
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( Appendİ:\ L coııtinued ) 

The resul - of t-test for Paired Samrles for ı he Michisan Placement Test Scores of the 

Comrol Group in the pre and post -test. 

Cont. G . ~umber of Pair~ Corr 2-tail Sig Mean so SE of.Mea ıı 

Pre T . 51,91 30 10,91 7 2.)76 

23 ,995 ,000 

Post T. 53,69)7 1 L574 2,4 l 3 

Paired Differences 

M ean so SE of Mean t-value df 2-tail Sig 

-1' 7826 1,278 ,266 -6,69 22 ,000 

95% CI (-2, 335; -1 , 230) 

The results oft-test for Independent Samples for the Michigan Placement Test Scores of 

the Experimental and Control Group s in the post -test. 

Post T Number of Cases M ean so SE of Mean 

Exp. G. 23 57,8261 ] 0,513 2,192 

Cont. G . 23 53,6957 ] ] ,574 2,413 

Mean Difference = 4, 1304 

Levene's Test for Equality of Variances: F=, 422 P= ,519 

t-test for Equality ofMeans 95% 

Variances t-value df 2-Tail Sig SE ofDiff CI for Diff 

Equal 1,27 44 ,212 3,260 (-2, 442; 1 O, 702) 

Unequal 1,27 43 ,60 ,212 3,260 (-2, 44.2; 1 O; 702) 
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(Appendi\ L continued) 

T ıC resu lı cft - ie .r,ı for Independent Sample.s for Te:-:t 1 i\1ultipie Clıoice Question Seeres 

of the ExperiiTıental and ControlGroupsin ıhe post-test 

Post T Number of Cases M ean SD SE ofMean 
------· 

Exp. G. 7" _.) 7,6087 ,988 .,206 

Cont. G. 23 6.,9565 ı ,065 ,222 

Mean Difference = ,6522 

Levene ·s Te st for Equality of Variances: F= .226 P=,637 

t-test fo r Equality ofMeans 

Variances t-value df 2-Tail Sig SE ofDiff CI for Diff 

Egual 2,15 44 ,037 )OJ (.,042; 1, 263) 

Unequal 2,15 43,75 ,037 ,303 (,042; 1, 263) 

The results oft-test for Independent Samples for Text l Open Ended Question Scores of 

the Experimental and Control Groupsin the post-test. 

Post T. Number of Cases M ean so SE ofMean 

Exp. G. 23 7,0000 ,674 ,1 4] 

Cont. G. 23 6,2174 1,650 ,344 

M ean Difference = , 7826 

Levene's Test for Equality ofVariances : F= 26, 354 P= ,000 
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(Appendix L continued) 

t-test for Equality of l\·1eans 

\ ariances t-values df 2-Tail Sig SE of Diff CI for Diff 

Equal 2.11 44 ,041 (.033; 1' 532) 

Unequal 2.11 29,14 ,044 ,372 (,022; l. 543) 

The results of t -test for Independent Samples for Text I Vocabulary Guessing Question 

Scores of the Ex.perimenial and ControlGroupsin the post -test. 

Post T Number of Ca ses M ean SD SE ofMean 

Exp. G. 23 6,6087 1,234 ,257 

Cont. G . ')"' _ _) 5, 6522 1' 434 ,299 

Mean Difference = ,9565 

Levene' s Te st for Equality of Variances F=,367 P= ,548 

t-test for Equality ofMeans 95% 

Variances t-value df 2-Tail Sig SE ofDiff CI for Diff 

Equal 2,43 44 ,019 ,394 (, 162; 1' 751 ) 

Unequal 2,43 43,04 ,020 ,394 (, 161; J' 752) 

The results of t-test for Independent Samples for Text Il Multiple Choice Question 

Scores of the Experimental and ControlGroupsin the post-test. 

Post T. Number of Cases M ean so SE ofMean 

Exp. G. 6,9565 1,331 ,277 

Cont. G . 23 6,0435 ı ,58 ı ,330 
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(Appendi .: L continued) 

Mean Di :ffe rence = ,9130 

Levene's Tes. for Equality of Variances f= ,492 P=,4S7 

t-test for Equality ofl\tleans 9 5%ı 

Variances t-value df 2-Tail Sig SE ofDiff C1 for Difr 

Equal 2,12 44 ,040 ,431 (,04: : 1.781) 

Unequal 2,12 42,76 ,040 ,431 (,044; 1, 782) 

The results oft-test for Independent Samples for Text Il Open Ended Question Scores of 

the Experimental and Control Groupsin the post-test. 

Post T. Number of Cases M ean SD SE ofMean 

Exp. G 23 5,2174 1 '126 ,235 

Cont. G. 23 4,4348 1,376 ,287 

Mean Difference = , 7826 

Levene's Test for Equality of Variances: F= 2, 541 P=, 118 

t-test for Equality ofMeans 95% 

Variances t-value df 2-Tail Sig SE of Diff CI for Diff 

Equal 2, ll 44 ,041 ,37 1 (,035; 1, 530) 

Unequal 2,11 42,35 ,041 ,371 (,034; 1' 531) 
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(Appendix L continued) 

The results of t-test for independent Samples for Text Il Vocabulary Guessing Question 

Scores of the Experiment al and Control Group' in the post -tesi. 

Post T. Number of Cases M ean SD SE ofMean 

E:..:p. G. ')" 
L--'~ 5.9130 1,443 ,301 

Cont. G. 23 4.6087 1,438 ,300 

Mean Difference = 1, 3043 

Levene's Test forEquality ofVariances F= ,101 P= ,753 

t-test for Equality of Means 95% 

Variances t-value df 2-Tail Sig SE ofDiff CI for Diff 

Equal 3,07 44 ,004 ,425 (,448; 2, 161) 

Unequal 3,07 44,00 ,004 ,425 (,448; 2, 161) 

The results of t-test for Independent Samples for the Total Multiple Choice Question 

Scores ofthe Experimental and Control Groupsin the post-test. 

Post T. Number of Cases M ean SD SE ofMean 

Exp . G. ')" _.) 14,5652 ] ,779 ,371 

Cont. G. 23 13,0000 2,216 ,462 

M ean Difference = 1, 5652 

Levene's Test for Equality ofVariances: F= 1,875 P= ,1 78 


