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Abstract  

This study aimed at investigating the effect of collocation awareness and text structure 

awareness on reading comprehension among Iranian pre-university students. 60 female students 

were selected from among 92 pre-university students. After administering the Nelson Proficiency 

Test, 30 students whose score range fell one standard deviation above the mean were selected as 

intermediate- level students and 30 students whose score range fell one standard deviation below 

the mean as low-level students and divided into two groups; each group consisted of 15 students 

at intermediate- level and low-level of proficiency respectively (including a control group and an 

experimental group).  

Firstly, the experimental group received the collocation awareness, treatment for reading 

passages of Pre-university Book 1. Secondly, the experimental group (the control group in the 

first treatment) took the text structure awareness, treatment for reading passages of Pre-

university Book 2.  

A pretest and two protests on reading comprehension were administered and a T-test was 

conducted on scores of the experimental and the control groups. The results showed that both 
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treatments had positive effects on their scores, i.e., reading strategy instruction could facilitate 

reading comprehension.  
 

Introduction 

Reading processes are commonly divided into two components of decoding and 

comprehension (Hyde, 2002).  

Comprehension is the center of reading and research suggested that this skill can improve 

with explicit instruction and training (Elliot-Faust & Pressley, 1986; Miller, 1985).  

Instructional activities, in Hatch and Brown's (2000, p. 401) terms, “everything teachers 

do or should do in order to help their learners learn” are referred to as “teaching strategies”. 

Reading comprehension strategy is defined by Graesser (2007, p. 6) as “a cognitive or behavioral 

action that is enacted under a particular contextual condition with the goal of improving some 

aspects of comprehension.” 

The national reading Panel (2000) focused on two general topics within comprehension: 

vocabulary and comprehension strategies. Consequently, teachers can pay attention to reading 

strategy instruction at word- level and at comprehension- level so that the students can reach the 

awareness at two levels. 

Cruse (1984) believes that vocabulary items are not always single items or simply content 

words; rather, they can involve multi-word units, such as idioms, clichés, or fixed expressions 

that have both a consistency of form and of meaning. This aspect of language is referred to as 

collocation.  

Hill (1999) points that learning utterances in chunk speeds up fluency in speaking and 

reading through the chunking of phrases. Most of the time, EFL learners learn words discre tely 

but they spend a long time to join them grammatically. This makes them tired and to some extent 

incapable to use language correctly. Lewis (1993) also notes that teaching collocation warrants 

better learning vocabulary and grammar in particular and the whole language in general.   

Hedge (2003) indicates that any reading component of an English language course may 

include a set of learning goals for developing different factors, including an awareness of the 
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structure of written texts in English and knowledge of language which will facilitate reading 

ability. (Harris and Spiay, 1957; Ortegay Gasset, 1959; Goodman 1967; Chastain, 1988).  

This study intends to investigate the probable effects of Collocation Awareness (CA 

henceforth) and Text Structure Awareness (TSA henceforth) on the performance of Iranian pre-

university students in reading comprehension tests. It also tries to make a comparison between 

CA and TSA in order to reveal which is more effective in improving EFL students' performance 

in reading comprehension tests. 

 

Significance and Aim of the Study 

The purpose of teaching English in Iran is to enable students to read, understand, and translate 

different texts (Minister of Education, Hajibabaei on October 30, 2011); however, the low level 

performance of high school or pre-university students on reading comprehension tests especially 

in rural and lower socio-economic districts indicates their insufficient comprehension abilities 

and the need to provide the most effective reading instructional practices. Moreover, researchers 

agree that students with reading difficulties are mainly unable to use strategies that will assist 

them to achieve the goals of the reading task (e.g. Duke & Pearson, 2002). Consequently, the 

need for instruction of reading comprehension strategies to the students, especially in rural 

districts, will be highlighted. 

In addition, Gabb (2000) identifies a number of barriers, in the realm of reading, the most 

important of which are limited vocabulary and lack of background knowledge (schematic 

knowledge). Therefore, students with reading difficulty should expand their vocabulary and 

schematic knowledge, including the knowledge of text structure to read texts fluently.  

 Moreover, students with reading difficulty usually have a slow and exhausting word decoding 

process; i.e., because when the capacity of memory becomes overtaxed by decoding single 

words, comprehension is detrimentally affected (Spencer & Hey, 1998). If the students achieve 

the necessary levels of CA that requires the reader to identify words used together, the speed of 

the decoding process by readers can increase. 

On the other hand, some studies support the effectiveness of reading strategies instruction 

(e.g., Carrell, 1998; Dreyer & Nel, 2003; Kern, 1989; Meng, 2004) whereas others indicate the 
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ineffectiveness of reading strategies instruction (e.g., Barnett, 1988; White, 2006). The 

contradictory findings of these studies suggest a need to further investigation of these issues in 

the field. 

The findings of this study might present some points to students, teachers, and syllabus designers 

and also could magnify the role of teacher as a facilitator in the process of language learning 

when s/he grants hope and progress to the weak students who feel frustrated in their attempts to 

learn English. 

 

Research Questions 

This study seeks answers to the following questions: 

1. What is the effect of CA on the performance of Iranian pre-university students in reading 

comprehension tests? 

2. What is the effect of English TSA on the performance of Iranian pre-university students in 

reading comprehension tests? 

3. Does the effect of CA and TSA make a significant difference in the performance of Iranian 

pre-university students in reading comprehension tests? 

 

Research Hypotheses 

Accordingly, the following null hypotheses are formulated:  

H01: CA has no significant effect on the performance of Iranian pre-university students in reading 

comprehension tests. 

H02: English TSA has no significant effect on the performance of Iranian pre-university students 

in reading comprehension tests.  

H03: The effect of CA and TSA makes no significant difference in the performance of Iranian 

pre-university students in reading comprehension tests. 

 

The Review of Related Literature 
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Block (1986) claimed that reading strategies indicate how readers perform a task, what 

textual cues they attend to, how they make sense of what they read, and what they do when they 

do not understand a particular text. According to Carrel (1998) reading strategies include any of 

the tactics that readers use to engage in and comprehend a text, from all of the old techniques…. 

to more recently recognized strategies, such as activating prior background knowledge and 

recognizing text structure (Carrell, 1998).  

The notion of providing instruction in strategies has roots in developmental psychology 

that emphasizes the active, strategic nature of learning that develops as children mature. In their 

article, McKeown, et al. (2009) pointed out that this developmental psychology was the 

foundation upon which Brown and her colleagues (Brown, Bransford, Ferrara, & Campione, 

1983 as cited in McKeown, et al., 2009) investigated strategies for studying, such as note taking 

and underlining. They eventually came to the conclusion that strategy instruction might be useful 

to improve comprehension of younger or less able learners.  

Strategy selection requires a deliberate decision and attempt by the learner (Paris et al., 

1983). However, before many students are able to self-select appropriate strategies they require 

to be presented the direct instruction and scaffolding (Flippo & Caverly, 2000, p. 87).  

In another study by Ketabi and Tabatabaei (2004), the effects of comic strips on learner's 

reading comprehension of Iranian pre-university students were investigated.  

Karbalaei and Azimi (2011) also examined the effect of Paraphrasing Strategy 

Intervention, based on the model proposed by Schumaker, Denton, and Deshler (1984). Findings 

indicate that intervention or explicit instruction was effective in improving Indian ESL college 

students' reading comprehension.  

Motallebzadeh and Heirany (2011) also reported their findings from employing "thematic 

clustering of L2 vocabulary on the reading comprehension ability" to improve the reading 

comprehension ability of EFL intermediate students.  

The term collocation was originally introduced by Firth (1957) who argued that we know 

a word by the company it keeps and he considered collocation as a significant part of the word's 

meaning. Halliday (1966) defined collocation as “a linear co-occurrence relationship among 

lexical items which co-occur together” (p. 153).  



Volume II Issue I, April 2014  ISSN 2321 - 7065 

237 

 

Firth (1957) (known as the father of collocations) introduced the lexical approach to 

teach collocations. Advocates of the lexical approach claim that words receive their meanings 

from the words they co-occur with. Lexical units were addressed by many different labels, 

including “lexical phrases” (Nattinger & DeCarrico, 1992), “gambits” (Keller, 1979), “speech 

formulae” (Peters, 1983), and “lexicalized stems” (Pawley & Syder, 1983).  

Halliday (1966) and Sinclair (1966) (linguists known as Neo-Firthians) developed Firth's 

theory of meaning and emphasized the importance of lexical collocations (e.g., verb-noun and 

adjective-noun collocations). According to Halliday (1966), collocations cut across grammatical 

boundaries.  

The semantic approach also studies collocations separately of grammar. However, it 

focuses on exploring collocations in terms of a semantic framework of lexical items which is 

responsible for determining the words they collocate with.  

In Structural approach, two categories, i.e., grammatical collocations, (e.g., blockade 

against, apathy towards, ….) and lexical collocations (e.g., launch a missile, reject an appeal, 

….), are defined which are two facets of one phenomenon.  

In addressing the hypothesis that collocations are not learned because they are not even 

noticed, Lewis (2001) proposed that language teachers should enhance learners' awareness of 

collocations by helping them to pay more attention to words and their combinations in reading.  

Some studies reported the lack of collocation competence of EFL learners ; for instance, 

Bahns and Eldaw's (1993) study revealed that EFL learners' general knowledge of vocabulary 

does not include their knowledge of collocation.  

Most findings showed that general collocational knowledge among EFL learners was 

insufficient and that collocational knowledge is beneficial for EFL learning, by greatly 

facilitating language learning, comprehension, and production. Nevertheless, research 

investigating the impact of explicit collocation instruction on other aspects of EFL learners' 

general English proficiency, such as listening, speaking, writing, reading, and lexical fluency is 

not so much (e.g., 'reading', Lien, 2003; 'writing', Ying & Hendricks, 2004; 'listening, Hsu & 

Hsu, 2007; & Hsu, 2010).  
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In another study, Ying and Hendricks (2004) in a classroom-based study investigated the 

CAR (CA-raising) process. Results suggest that the process does raise learners' CA throughout 

and after the writing process and that the quality of student work appreciably increases with the 

use of collocation knowledge.  

 

Text Structure  

Texts fall into two categories, namely narrative texts and expository texts. The main purpose of 

narrative text is to entertain and the main purpose of expository text is to inform. (Brewer & 

Harp, 2005) 

Anderson and Armbruster (1984) presented a category of six expository text structures, 

including description, temporal sequence/process, explanation, compare/contrast, definition and 

examples, and problem/solution. More recently, Bakken and Whedon (2002) suggested five 

basic expository text structures named as main idea, list, order, compare/contrast, and classify.  

In the definition offered by Aulls (1978), he clearly confined the main idea to the 

paragraph level. According to Aulls (1978), “the main idea usually appears in one complete 

sentence; it is the most important statement that explains the topic of a paragraph; …..it may be 

implied and explicit” (p. 92).  

A text usually has several local main ideas, but only one global main idea that governs 

the entire text, and receives support from all the local main ideas in the text. But the  global main 

idea is not the sum of all the local main ideas put together. Instead, it is formed through a 

hierarchically structured text (Meyer & Rice, 1984). 

One of the central components of a paper is the paragraph.  According to Ostrom and 

Cook (1993), a paragraph consists of several sentences, supporting the controlling idea that is 

expressed in the topic sentence of the paragraph. 

A well-developed paragraph includes the form of supporting sentences (Ostrom and 

Cook, 1993).   

Among reading strategies “identifying components of the main idea structure” was 

introduced by researchers as an essential strategy among readers. Mir Ahmadi (2005) in his 

classification section of reading strategies referred to researchers' views as “paying attention to 



Volume II Issue I, April 2014  ISSN 2321 - 7065 

239 

 

topic sentences”(Li et al.,1996),“distinguishing the main idea from supporting detail” (Weir, 

1990),“identifying examples presented in support for an argument” (Hughes, 1989), “identifying 

the main idea and other salient features in a text” (Heaton, 1988), and “understanding  the 

subordinate ideas which support the thesis” (Harris, 1969).The above researchers mentioned in 

Mir Ahmadi's (2005) study classified the knowledge of main idea structure and its components 

as an important reading strategy which can lead to efficient L2 reading.  

Several researchers have experimented whether students' awareness of the main idea 

structure is an effective strategy for reading expository texts. One technique is the strategy of 

self-questioning of significant elements of texts which is effective on students' reading 

comprehension. In a study by Wong and Jones (1982), the effects of a self-questioning strategy 

with eighth- and ninth-grade students with learning disabilities were examined. The trained 

students answered more questions correctly, although they did not score higher on retelling the 

content of the passages. 

Another technique, according to Holley and Dansereau (1984), is instructional graphics 

(structured overviews; graphic organizers, maps, knowledge maps, networks, schematization, 

and flow charts). Results suggested map construction as a better method for understanding and 

remembering main ideas than studying maps, answering questions, or pre-reading. 

The effectiveness of map construction was also tested by Josten (1997). This time the 

form of SAD (Subject-Attitude-Development) mapping, a student-constructed graphic technique, 

is designed to aid college students in their search for main ideas and supporting details in reading 

material, and to help them recognize the relationship between main ideas and details to help 

clarify the author's structure.  

Annotating, or text marking, is considered as another effective technique to find out the 

main idea of expository texts. In a study conducted by Azimi and Karbalaei (2011) underlining 

main idea of passages is proven as an effective technique among EFL students to improve 

reading comprehension.  

 

 

The Role of Awareness 
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One important level of awareness is identified as "noticing." Noticing or paying attention to 

specific features of the target input is considered a necessary step in learning, and "those who 

notice most learn most" (Schmidt & Frota, 1986, p. 237). Little (1997) pointed out another aspect 

of awareness, i.e., "the development of a psychological relation to one's learning content and 

process" (p.93). Once learners are more aware of a process through which something is learned, 

they are more likely to apply this process again in their other learning tasks. Therefore, a higher 

level of awareness may help learners to become independent learners in language learning. 

 

Methodology 

Participants 

The participants of the study included 60 students selected from among 92 pre-university 

students studying in a school in Iran, Soureshjan city. All were females, aged between 17 to 19, 

and with no experience of English institute instruction. 

 

Instruments 

Two types of instruments were employed for data collection: the Nelson Proficiency Test (1997), 

and reading comprehension test (i.e., pretest & posttest) 

 

Nelson Proficiency Test 

The Nelson Proficiency Test (1997) was selected (level III, 150A) in order to determine the 

general English proficiency level of the participants of the study. This test consisted of 50 

multiple-choice items which took 45 minutes and was administered on the whole population to 

choose the control and the experimental group.  

 

Reading Comprehension Tests (Pretest & Posttest) 

In order to find out the performance of the participants on reading comprehension, before and 

after the first instruction, the participants answered the same test as a pretest and posttest. This 
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test included four sections (A-D) namely, sentence comprehension (3 scores), cloze passage (3 

scores), paragraphs with headings (4 scores), and reading passage (5 scores), totally 15 scores.  

The other posttest on reading comprehension was administered among the participants 

after the next instruction, the readability of which was calculated through Flesch Readability 

Formula. The result showed that both posttests were parallel to each other in terms of the level of 

difficulty, (both agree with each other at    80 ) and sections of the test. 

Since both tests were developed by the researcher of this study, they were piloted on 

another group who were similar in English proficiency level to the main participants of the study. 

The reliability of these tests was investigated by using KR-21 formula and they were 0.70 and 

0.75, which was satisfactory for the purpose of the study. Also, the validity of these tests was 

investigated by the expert judgments, including one university instructor and two EFL teachers. 

By investigating the test specifications like test method, scoring matrix, choice distribution, and 

selection of items, they confirmed the content validity of the reading comprehension tests.  

 

Procedure 

To collect the data, first, a multiple-choice proficiency test (i.e., Nelson test, 1997) was 

administered on 92 pre-university students of Soureshjan city. Based on the proficiency scores, 

30 students whose score range was one standard deviation above the mean were selected as 

intermediate- level students and 30 students whose score range fell one standard deviation below 

the mean were selected as low-level students. The participants were divided into two groups; 

each group consisted of 15 students at intermediate-level and 15 students at low-level of 

proficiency. They included a control group and an experimental group. 

In order to investigate reading comprehension ability, a pretest (T1) was conducted 

before the first treatment for both the control and the experimental groups. Then, the 

experimental group (G1) took the CA treatment (X1) for reading passages of Pre-university 

Book 1, while the control group (G2) read the passages with no CA. After a semester, both the 

control and the experimental groups received a posttest of reading comprehension (T2) which 

was given the participants as the pretest.  
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 After a three-week interval, the second treatment was conducted. This time, the 

experimental group (G2) took the TSA treatment (X2) for reading passages of Pre-university 

Book 2, while the control group (G1) read the passages without any kind of awareness activities. 

Similarly, after a semester a posttest (T3) which was parallel with the first one in terms of the 

readability (   80 )  was carried out for both groups. The following model (figure 1) shows 

the design of the study: 

 

Figure 1. The design of the study 

 

 

Both treatments were carried out by means of explicit instruction of two reading 

strategies (collocation and TSA) in the classroom. Explicit instruction of a reading strategy 

involved four phases: teacher modeling, guided practice, independent practice and reinforced by 

feedback, and application of the strategy in real reading situations (based on Pearson & Dole, 

1987). 

 

Collocation Awareness, Treatment 

Yang (1995, P. 6) summarized general steps of explicit instruction of reading strategies as 

follows: 1. Diagnosis, 2. Preparation, 3. Instruction, and 4. Evaluation.  

In this treatment, the following steps were taken by the teacher: 

 Emphasizing the importance of collocations for learning English to make the participants 

aware of collocations. 

 Introducing chunks of English which is suitable for the participants' level. They were 

restricted to noun + noun, adjective + noun, verb + noun, verb+ preposition. 

 Modeling to find these chunks and asked the participants to underline the chunks they 

can find in a text.  

 Preparing a set of activities as a chance for practicing collocations after reading. And, 

o The participants were given a set of incomplete phrases taken from the text and 

asked to complete them by scanning the text again.  

G1 T1 X1 T2 C T3 

G2 T1 C T2 X2 T3 
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o They were asked to find and match pairs of collocations arranged randomly.  

o They were given a text or some sentences, including collocational errors and 

asked to correct them based on chunks they had learned. 

o They were asked to have a brainstorming activity by means of which 

the teacher made them aware of the different constructions that a particular word 

can form (cited in Devici, 2004). 

 

Text Structure Awareness, Treatment 

In this treatment, the following steps were taken by the teacher: 

 Emphasizing the importance of text structure for the comprehension of English reading 

passages. 

 Explaining how the information in an English paragraph is developed and what elements 

can be involved in the development of an English paragraph; she discussed about the 

location of those elements as well.  

 Modeling to show the developmental elements of an English paragraph, including the 

topic sentence, main idea, and supporting sentences in several paragraphs of a text.  

 Asking the participants to underline the topic sentence, main idea, and supporting 

sentences in other paragraphs of a text. She also asked them to draw charts or tables and 

show the important information of each paragraph appropriately.   

 Providing the participants with immediate feedback on their attempts to use the new 

strategy.  

 Encouraging them to gradually become independent in their own work.  

 

Data Analysis and Results of the Pretest 

Before the first treatment, the reading comprehension pretest was conducted for both groups. 

Table 1 shows descriptive statistics for the pretest analysis. 

 

Table 1. Descriptive Statistics of the Pretest 



Volume II Issue I, April 2014  ISSN 2321 - 7065 

244 

 

 

 

Table 2 displays independent sample t-test results for the pretest analysis. 

 

Table 2. T-test for Independent Samples of the Pretest 

t-test for Equality of means  Levene's Test for 

Equality of 

Variance 

 

95% Confidence 

Interval of the 

Difference 

 

Std. Error 

Difference 

 

Mean 

Difference 

 

Sig. 

(2-

tailed) 

 

df 

 

 

T 

 

Sig. 

 

F 

Upper Lower 

.85732 -.59066 

 

.35344 

 

.13333 

 

.709 

 

28 

 

.377 .153 

 

2.153 RC 

scores in 

the pretest-

low 

 

.86157 -.59490 .35344 .13333 .709 24.794 .377   

1.13791 -1.00458 .52296 .06667 .899 28 .127 .625 .244 RC 

scores in 

the pretest- 

intermediate  

1.13895 -1.00562 .52296 .06667 .899 27.409 .127   

 

As Table 2 indicates, both the experimental and the control groups were nearly at the 

same ability level before the treatment. Furthermore, t-test analysis shows significance value as  

p =0.709 and p =0.899 which are higher than 0.05. This means that there is no statistical 

significance between the main performances of the experimental and the control low groups 

(0.709) as well as the experimental and the control intermediate groups (0.899) in the pretest. 

Therefore, we can conclude that both the experimental and the control groups were homogenized 

in reading comprehension skill before the treatment. Figure 2 and Figure 3 shows the above 

results. 

 

Std. Error Mean Std. Deviat ion Mean N Group 

.29141 

 

1.12863 

 

1.8333 

 

15 

 

Control  g roup Reading 

comprehension scores  

in the pretest – low .20000 

 

.77460 

 

1.7000 

 

15 

 

Experimental group 

.34157 

 

1.32288 

 

3.0000 

 

15 

 

Control  g roup Reading 

comprehension scores  

in the pretest –

intermediate  

.39601 1.53375 2.9333 15 Experimental group 
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Figure 2. The mean scores of the lower groups    Figure 3. The mean scores of the 

intermediate  

in the pretest.        groups in the pretest. 

                                                                             

 

The Results of the Posttests 

The Results of Posttest 1 

The experimental group took the CA treatment for reading passages of pre-university book 1, 

while the control group reads the passages with no CA. After a semester, both the control and the 

experimental groups received a posttest of reading comprehension which was given the 

participants as the pretest. Tables 3 show descriptive statistics for the first posttest analysis.  

 

Table 3. Descriptive Statistics of the Posttest 1 

Std. Error Mean Std. Deviat ion Mean N Group 

 

.48354 

 

1.87274 

 

6.1000 

 

15 

 

C 

 

Reading comprehension 

scores  in the posttest 1- 

low 

 

.85940 

 

3.32845 

 

8.9000 

 

15 

 

CA  

 

.79112 

 

3.06400 

 

9.2300 

 

15 

 

C 

 

Reading comprehension 

scores  in the posttest 1 -

intermediate  

 

 

.46411 

 

1.79 

 

12.9700 

 

15 

 

CA  

 

As Table 3 shows, the mean scores of the CA low group (8.90) and the CA intermediate 

group (12.97)  in the posttest is higher than the mean scores of the C low group (6.10) and C high 

group (9.23); therefore, there is a significant difference between the means of the two groups. 

The data obtained from the pretest analysis Table 4 displays independent samples t-test results 

for the first posttest analysis.  
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Table 4. T-test for Independent Samples of the posttest1 

t-test for Equality of means  Levene's Test 

for Equality of 

Variance 

 

95% Confidence 

Interval of the 

Difference 

Std.Error 

Difference 

 

Mean 

Difference 

 

Sig. (2-

tailed) 

 

df 

 

 

t 

 

Sig. 

 

F 

Upper Lower 

-.78008 -4.8199 .98609 -2.8000 

 

.008 28 -2.839 

 

.038 

 

4.760 

 

RC 

scores in 

posttest1 – 

low 

-.75527 

 

-4.8447 

 

.98609 

 

-2.8000 

 

.010 

 

22.057 

 

-2.839 

 

  

-1.85452 

 

-5.61215 

 

.91721 

 

-3.73333 

 

.000 28 

 

-4.070  

.028 

 

5.386 

RC 

scores in 

posttest1- 

intermediate  

 

-1.83416 -5.63251 .91721 -3.73333 .000 22.616 -4.070   

 

As it is evident from table 4, the results illustrate the equality of variances in two groups 

measured by Levene`s Test. The t-test also shows that the mean difference of the CA low group 

and the C low group is significant as the significance value is p = 0.008 which is smaller than 

0.05; similarly, the mean difference of the CA intermediate group and the C intermediate group 

is significant as the significance value is p = 0.000 which is smaller than 0.05. This means that 

the treatment 1 shows a positive result. This rejects the null hypothesis 1 suggesting that the 

treatment has increased reading comprehension scores. In other words, it could be concluded that 

CA has a positive effect on the performance of EFL students in reading comprehension tests. 

Figures 4 and 5 illustrate the above results.  

 

Figure 4. The mean scores of the lower groups                                    Figure 5. The mean scores of the   intermediate  

in the posttest 1.                           groups in the posttest 1. 
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The Results of Posttest 2 

After a three-week interval, the second treatment was conducted. This time, the experimental 

group (the control group in the first treatment) took the TSA treatment for reading passages of 

pre-university book 2, while the control group (the experimental group in the first treatment) 

read the passages without any kind of awareness activities. Similarly, after a semester a posttest 

which was parallel with the first one in terms of the readability (   80 ) was carried out for 

both the control and the experimental groups. Table 5 shows descriptive statistics for the second 

posttest analysis. 

 

Table 5. Descriptive Statistics of the Posttest 2 

 

Std. Error Mean Std. Deviat ion Mean N Group 

 

.37161 

 

1.43925 

 

7.5000 

 

 

15 

 

C 

Reading 

comprehension 

scores  in the 

posttest 2- low  

.49393 

 

 

1.91299 

 

 

10.1300 

 

 

15 

 

 

TSA 

 

.33970 

 

 

1.31566 

 

 

11.0300 

 

 

15 

 

C 

Reading 

comprehension 

scores  in the 

posttest 2-

intermediate  

 

 

.46718 

 

 

1.80937 

 

 

12.6600 

 

15 

 

TSA 

 

As Table 5 shows, the mean scores of the TSA low group (10.13) and the TSA 

intermediate group (12.66) in the posttest is higher than the mean scores of the C low group 

(7.50) and the C intermediate group (11.03); therefore, there is a significant difference between 

the means of the two groups. The results also show that the participants in the TSA (TSA) group 
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have outperformed those in the control group. Table 6 displays independent samples t-test results 

for the second posttest analysis.  

 

Table 6. T-test for Independent Samples of the Posttest 2 

 

t-test for Equality of means  Levene's Test 

for Equality of 

Variance 

 

95% Confidence 

Interval of the 

Difference 

 

Std. Error 

Difference 

 

Mean 

Difference 

 

Sig. (2-

tailed) 

 

df 

 

 

t 

 

Sig. 

 

F 

Upper Lower 

-1.36719 -3.89948 

 

.61811 

 

-2.63333 

 

.000 28 -

4.260 

.277 

 

1.230 

 

RC 

scores in the 

posttest 2- 

low 
-1.36279 

 

-3.90387 

 

.61811 

 

-2.63333 

 

.000 

 

26.003 

 

-

4.260 

 

  

-.45012 -2.81654 .57763 -1.63333 .009 28 -

2.828 

.197 1.74 RC 

scores in the 

posttest2-

intermediate  
-.44504 -2.82163 .57763 -1.63333 

 

.009 26.003 -

2.828 

  

 

According to Table 6, the results illustrate the equality of variances in two groups 

measured by Levene`s Test. The t-test also shows that the mean difference of the TSA low group 

and the C low group is significant as the significance value is p = 0.000 which is smaller than 

0.05; similarly, the mean difference of the TSA intermediate group and the C intermediate group 

is significant as the significance value is p = 0.009 which is smaller than 0.05. This means that 

the treatment 2 shows a positive result too. This rejects the null hypothesis 2 and confirms that 

TSA has a positive effect on the performance of EFL students in reading comprehension tests.  

Figures 6 and 7 depict the above results.  

Figure 6. The mean scores of the low groups   Figure 7. The mean scores of the intermediate groups  

in the posttest 2.       in the posttest 2. 



Volume II Issue I, April 2014  ISSN 2321 - 7065 

249 

 

     

 

The Results of the Comparison between Posttest 1 and Posttest 2 

In order to investigate which one of two strategies was more effective, the mean scores of the CA 

low and intermediate groups as well as the mean scores of the TSA low and intermediate groups 

were compared with each other. Table 7 shows descriptive statistics for the comparison of two 

posttest scores. 

 

Table 7. Descriptive Statistics of the Posttests 

 

Std. Error Mean Std. Deviat ion Mean N Group 

 

.85940 

 

3.32845 

 

8.9000 

 

 

15 

 

CA  

Reading 

comprehension 

scores  in 

posttests- low  

.49393 

 

 

1.91299 

 

 

10.1300 

 

 

15 

 

 

TSA 

 

.46411 

 

 

1.79749 

 

 

12.9600 

 

 

15 

 

CA  

Reading 

comprehension 

scores  in 

posttests-

intermediate  

 

 

.46718 

 

 

1.80937 

 

 

12.6600 

 

15 

 

 

TSA 

 

Table 8 displays independent samples t-test results for the comparison of two posttests 

scores. 

Table 8. T-test for Independent Samples of the Posttests 

 

 

t-test for Equality of means  

Levene's Test 

for Equality of 

Variance 
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95% Confidence 

Interval of the 

Difference 

 

Std.Error 

Difference 

 

Mean 

Difference 

 

Sig. (2-

tailed) 

 

df 

 

 

t 

 

Sig. 

 

F 

Upper Lower 

79711 

 

-3.26378 .99123 -1.23333 .224 28 -1.244 .045 4.421 

 

RC 

scores in 

the posttests 

– low 

.82055 -3.28721 .99123 -1.23333 .226 22.339 -1.244   

1.64892 -1.04892 .65852 .30000 .652 28 .456 .951 .004 RC 

scores in the 

posttests-

intermediate  

1.64892 -1.04892 .65852 .30000 .652 27.999 .456   

 

Based on Table 8, the results illustrate the equality of variances in two groups measured 

by Levene`s Test. The t-test also shows that the mean difference of the TSA and the CA low 

group is not significant as the significance value is p = 0.224 which is higher than 0.05; 

similarly, the mean difference of the CA and the TSA intermediate group is not significant as the 

significance value is p = 0.652 which is higher than 0.05. This means that the treatment 1 and 2 

show the same result. This accepts the null hypothesis 3 and asserts that both treatments have 

increased reading comprehension scores to the same degree. In other words, there was not any 

significant difference between the effect of CA and TSA on the performance of EFL students in 

reading comprehension tests.  

 

Discussion  

According to the results of the study, the effect of CA and TSA was significant on posttest scores 

of Iranian students in two treatments. Therefore, the first and the second null hypotheses of this 

study are rejected. This means that using of CA and TSA are two effective strategies in reading 

comprehension of EFL Iranian students at intermediate and low level of proficiency. 

The results of the study are in line with the work of other researchers investigating the 

effect of strategies instruction on reading comprehension of EF L Iranian students (e.g. Razavi, 

2003; Ketabi and Tabatabaei, 2004; Motallebzadeh and Heirani, 2011; Azimi and Karbalaei, 

2011).  

However, the above findings ran counter to the ideas of some scholars such as Barnett 

(1988) and White (2006) who deny the effectiveness of reading strategies instruction.  
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The results of the first research hypothesis support the findings obtained by Hsu (2010) 

who investigated whether collocation instruction would result in more positive effects on the 

participants' reading comprehension in comparison to the other two strategies namely vocabulary 

instruction and no instruction.  

The results of the second hypothesis confirm Hedge's argument (2003) that any reading 

component of an English language course may include a set of learning goals for developing 

different factors, including an awareness of the structure of written texts in English and 

knowledge of language which will facilitate reading ability. This finding is again in line with 

some scholars' views such as Goodman's (1967) and Chastain's (1988) that reading informational 

materials effectively requires that students have expertise in or be adept at detecting the 

relationship between the main ideas and supporting details. 

Besides, the same results confirm Gabb's (2000) belief mentioning that there are a 

number of barriers which cause difficulty for learners in moving them into a fluency stage in 

reading among which is the lack of background knowledge (schematic knowledge).  

According to the results, the knowledge of collocation and text structure made no 

significant difference in posttest scores of both experimental groups. In other words, the effect of 

CA and TSA made no significant difference in the performance of pre-university students in 

reading comprehension tests; therefore, the third hypothesis is not rejected. This result indicates 

that macro-processing might not be more effective strategy instruction than micro-processing on 

reading comprehension. 

However, the above outcome is contrary to the results of the study by Galliniet al. (1993) 

who investigated the impact of macro-processing and micro-processing strategy instruction on 

text learning among 66 high school remedial students over a 6-week period. The findings 

indicated that the macro-level group exceeded the other two groups on comprehension and on 

immediate and delayed passage recall assessments.  

 

Conclusion  

The following conclusions could be made from the study: 
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1. Reading strategy instruction had an important role in the performance of Iranian pre-university 

students in reading comprehension tests. 

2. CA and TSA were effective in promoting the performance of Iranian pre-university students in 

reading comprehension tests at low and intermediate levels of proficiency.  

3. The effect of CA and TSA made no significant difference in the performance of Iranian pre-

university students in reading comprehension tests. 

Material developers, teachers of English as a foreign language and EFL learners all can benefit 

from the findings of this study. 
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List of Abbreviations 

C  Control 

CA  Collocation Awareness 

EFL  English as Foreign Language  

ESL  English as Second Language 

L2  Second Language 

N  Number 

RC  Reading Comprehension 

Sig  Significant 

TSA        Test Structure Awareness 

 


