RELATIONSHIP OF VOCABULARY KNOWLEDGE
AND READING COMPREHENSION OF ENGLISH
SUBJECT AT SECONDARY LEVEL IN ISLAMABAD
CAPITAL TERRITORY

ZIA UR RAHMAN
Roll No. AX846489
Registration No. 95NAD0750

SECONDARY TEACHER EDUCATION DEPARTMENT
FACULTY OF EDUCATION
ALLAMA IQBAL OPEN UNIVERSITY
ISLAMABAD
2021

RELATIONSHIP OF VOCABULARY KNOWLEDGE
AND READING COMPREHENSION OF ENGLISH
SUBJECT AT SECONDARY LEVEL IN ISLAMABAD
CAPITAL TERRITORY

ZIA UR RAHMAN
Roll No. AX846489

Submitted in partial fulfilment of the requirements for the degree of
Doctor of Philosophy in Education at
Department of Secondary Teacher Education
Faculty of Education, Allama Iqbal Open University, Islamabad

2021
ii

iii

DEDICATED

To

All those who became sources of aspiration
including

My Wife & Children (Maryam Zia & Obaid Ur Rehman)
and
All worthy Teachers who provided their unparalleled support during
accomplishment of this Work

iv

AUTHOR’S DECLARATION

I, Zia Ur Rahman, Roll Number AX846489, an AIOU, Islamabad research
student do hereby solemnly declare that the thesis entitled “Relationship of
vocabulary knowledge and reading comprehension of English subject at
secondary Level in Islamabad Capital Territory” being submitted as partial
fulfilment of Ph.D. degree in the discipline of Education, specialization in
Teacher Education is an original work, except where otherwise acknowledged in
the text, has not been submitted or published earlier for obtaining any degree
from this or any other university or institution. The thesis is complete in all
respects ready to be evaluated

Zia Ur Rahman

v

FORWARDING SHEET

It is certified that the research work described in this thesis “Relationship of

Vocabulary Knowledge and Reading Comprehension of English Subject at
Secondary Level in Islamabad Capital Territory” is an original work of the author.
It was carried out under my supervision. I have provided guidance during tool
development, data collection, data analysis and report writing.

_______________________
Supervisor
Dr. Zafar Iqbal
Assistant Professor
DNFE, AIOU, Islamabad
Dated: ________________

vi

APPROVAL SHEET
Title of Thesis:

Relationship of Vocabulary Knowledge and Reading
Comprehension of English Subject at Secondary Level in
Islamabad Capital Territory

Name of Student:

Zia Ur Rahman

Roll No.

AX846489

Accepted by the Faculty of Education, Allama Iqbal Open University, in partial
fulfilment of the requirements for the degree of Doctorate of Philosophy in Education,
specialization in Teacher Education.

Dr. Zafar Iqbal
Supervisor
Viva Voce Committee

_______________________
External Examiner

_______________________
Internal Examiner

_______________________
Dr. Naveed Sultana
Chairperson STED

_______________________
Prof. Dr. Nasir Mahmud
Dean, Faculty of Education
Allama Iqbal Open University
Islamabad

Dated: 30-09-2021
vii

ACKNOWLEDGMENTS
The researcher indebted the heavy burden of acknowledging the contributions
and assistance of all those who put moral and physical support in the noble tasks of
exploring hidden truth and reality found in educational endeavour. All praises and
thanks to Almighty ALLAH, the Omnipotent, the Omnipresent, the Most Merciful and
Most Compassionate, the source of knowledge and wisdom who conferred upon the
researcher the power of mind and capability to take this material contribution to the
already existing ocean of knowledge and Holy Prophet Hazret Muhammad (Peace Be
Upon Him) the Most Perfect and Exalted person ever born on the surface of the earth,
who is the best source of guidance and knowledge for humanity as a whole. The work
presented in this manuscript was accomplished under the inspiring guidance, generous
assistance and enlightened supervision of Dr Zafar Iqbal, Assistant Professor, Distance
and Non-Formal Education Department, Allama Iqbal Open University, Islamabad.
The researcher expresses his gratitude to him for his scholastic and sympathetic attitude
in the completion of this research work. He has always been a source of Inspiration and
Enlightenment.
The researcher is also very grateful to Dr. Naveed Sultana, Chairperson
Secondary Teacher Education Department, Allama Iqbal Open University, Dr
Muhammad Tanveer Afzal, Dr Sidra Rizwan, Dr Munazza Ambareen and Dr
Mhammad Zafar Iqbal Mir faculty members, Secondary Teacher Education
Department, Allama Iqbal Open University, Islamabad who benevolently extended all
possible ways to smooth completion of this piece of work through their expert guidance,
sympathetic and encouraging attitude all the time. The researcher is also thankful to
Prof. Dr. Nasir Mahmood, Dean Faculty of Education, Allama Iqbal Open University,
Dr Muhammad Ajmal, Chairman, Department of DNFE, Dr Rehmat Ullah Bhatti,
viii

Assistant Professor, Elementary Teacher Education and Early Childhood Education,
Allama Iqbal Open University, Islamabad for raising my spirit and motivation for
completion of this scholastic task. The professional help provided by Dr. Zahid Majeed,
Assistant Professor, Special Education Department, Allama Iqbal Open University,
Islamabad (who guided me to select the research instruments and provided productive
feedback) and Mr. Suleman Khalil, Lecturer, Allama Iqbal Open University, Islamabad
and Mr. Muhammad Mushtaq, Statistical Assistant, Statistics Department, Allama
Iqbal Open University, Islamabad (for their valuable guidance in using statistical
techniques during statistical analysis for this research), is acknowledged.
The researcher also heartily thanks Mr. Abdul Waheed, Director, Federal
Directorate of Education, Islamabad, Mr. Zafar Iqbal Yousef Zai, Secretary, Private
Educational Institutions Regulatory Authority, Islamabad, Dr Ehsan Mahmood, Area
Education Officer, Tarnol, Mr Sohail Khan, Area Education Officer, Nilore and all
Principals of Educational institutions for their logistic support in practically conducting
this research. Many thanks to all students and their parents for their valuable
contributions in administering research instruments for this research. The support given
by my colleagues Malik Ameer Khan, Malik Javaid Awan, Shoukat Ali Awan, Jamil
Ahmad Mughal, Farhet Sultan and Rasib Mehmood, is also commendable. The
researcher expresses deep appreciation to Malik Abrar Hussain (President) and Malik
Deen Muhammad Awan (Vice-President) of All Pakistan Private Educational System
and Colleges Association (APPESCA) for their cooperation in accomplishment of this
research.
The researcher cordially honours the feelings of all dear friends especially Mr
Muhammad Afzal, Qamar ud Din, Shakeel Ahmad and Salima Babar for their
constructive supports and encouragement. No words can replace the pains and
ix

sufferings of his family members, friends and well-wishers who were being ignored by
the researchers during accomplishment of this work. The researcher finds no words of
solace and relief to express his feelings to his parents, siblings, wife and children
Maryam Zia and Obaid Ur Rehman for their moral support to achieve this noble task.
Last but not least, the researcher acknowledges the contribution of all those who
supported him openly or their names have been missed due to my human error. They
will live forever in his heart and prayers.

(Zia Ur Rahman)

x

ABSTRACT
Title:

Relationship

of

Vocabulary

Knowledge

and

Reading

Comprehension of English Subject at Secondary Level in
Islamabad Capital Territory
Pages:

252

Researcher:

Zia Ur Rahman

Advisor:

Dr. Zafar Iqbal

University:

Allama Iqbal Open University

Subject Area:

Secondary Teacher Education

Year:

2021

Degree:

Ph.D. (Education)

Vocabulary knowledge and reading comprehension are two core areas which
help individuals to learn a language. Nevertheless, their contribution in language
development is evitable, students overlook how both are interrelated to each other and
produce a gap in development of language. The aim of this study was to investigate the
relationship between vocabulary knowledge of students and their reading
comprehension in English at secondary level in Islamabad Capital Territory. A
correlational research design was used in the study. Multistage sampling technique was
employed to select 2088 randomly selected students from sampled secondary schools.
Eight research instruments were administered to collect data from the samples of the
study. Independent sample t-test and Pearson Product Moment Correlation Coefficient
were used to statistically analyse data. Area wise, results revealed that students of urban
and rural areas had similar breadth of vocabulary knowledge, however, students of rural
areas had better depth of vocabulary knowledge than students of urban area. Gender
wise, boy and girl students possessed similar breadth of vocabulary knowledge,
xi

however, girl students possessed better depth of vocabulary knowledge than boy
students. School wise, both public and private school students possessed similar breadth
of vocabulary knowledge; but private school students possessed better depth of
vocabulary knowledge than students of public schools. Results revealed that students
of private schools had better capacities of working memory than students of public
schools. Similarly, private schools’ students were more fluent in reading texts, however,
word decoding skills of students of public schools and private schools were same.
Additionally, private school students employed better reading strategy use and prior
topic knowledge in reading texts than public school students. Results have shown that
vocabulary breadth and vocabulary depth of students have non-significant relationships
with their working memory capacity, their reading fluency and their word decoding,
however both components have significant relationships with their reading strategy use
and their use of prior topic knowledge. It is recommended to train students to use
reading strategies and prior topic knowledge in learning English.
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CHAPTER 1
INTRODUCTION
Present section explains the problems of reading in English subject that students
are facing in secondary grades. This section provides a summary of the current scenario
about English as a second language (ESL), existing knowledge of vocabulary of
students and its consequences occurred on reading comprehension at secondary level.
This overview provides a basis for the present study that is shown in the problem
statement, research questions, research objectives and its significance for improvement
of language acquisition of English language.
Pakistan is a multilingual society. Therefore, its educational system provides
multilingual learning where more than one language is taught to satisfy educational
needs of students. Students learn Punjabi, Sindhi, Pushto, Balochi, Urdu and English
languages to communicate with people in regional, national and international
perspectives. After promulgation of 18th amendment, 2010 in the constitution of
Pakistan, provinces are considered responsible to provide teaching of languages to their
students.
The English language evolved in our education system during the colonial
period when it got the status of a second language. Gradually, people began to learn
English after the Partition of Indo-Pak. Saeed, Zia and Saeed (2014) identified that the
English language keeps the position of social prestige and universal recognition in
Pakistan. The English language is mandatory for higher studies and for lucrative jobs.
Gillani, Khurshid, Jumani and Rahman (2010) rightly indicated that English has a
“multifaceted and compound position” in the country now.
People use dual languages in their social and professional lives in Pakistan.
Education is provided to the children in English and Urdu languages. Elite schools use
1

English language in the student-teacher interaction whereas public schools use Urdu
language as a medium of instruction. Pakistan has a rich cultural diversity and students
come from different communities and ethnicities. They receive primary education in
regional language. At secondary and higher levels of education, students are taught in
Urdu and English. Eventually, change in languages in educational context develops a
barrier in their educational progress.
Despite the fact that Urdu is considered as the national language of Pakistan,
English remains as the language of science and technology (Taimuri, 1999). Due to this
reason, students have shown a strong desire to learn English as Second Language
(ESL). Further, many subjects are language based and students are essentially
dependent upon English language.
Notwithstanding, Urdu holds a prominent position in our social context, people
utilize English as an official language (Coleman, 2010). Consequently, parents seek
their children to learn dual languages. Despite parental preferences, the aptitudes of
students in language proficiency seem different. Students show keen interest to learn
dual languages but all students are not able to learn these languages. Students become
proficient learners, if they have good command of vocabulary knowledge of a specific
language. Students have less command of vocabulary knowledge to use in learning
languages.
Students are taught English language as a compulsory subject up to intermediate
level. According to Ren and Han (2016) “English plays a key role as a major subject in
school and English teaching is highly examination oriented”. Prior to understanding
contents of a specific subject, students must have enough knowledge of English to learn
this subject. Public and private schools use English as a medium of instruction in urban
area of Pakistan. Still, most schools use Urdu as a medium of instruction in rural area.

2

English language has an important distinction over other languages used in
Pakistan that is its use as the language of textbooks. “Most textbooks at that level [at
high school level] are written in the expository genre, often called the language of the
curriculum” (Nippold, 2017). Learning these subjects depends heavily on the
communication skills of students in the English language. Evidently the English
language facilitates learning of other subjects, too.
Like many other distinctions, the English language has an eminent position in
Pakistan. Nawaz, Amin and Tatlah (2016) identify that it has got the privilege to be
considered as a second language in the society. However, students find it difficult to
become proficient learners of the English language. Despite recognizing the English
language as a global language and as a language of scientific communication, the
dropout rate of students in secondary and higher secondary in Pakistan is very high
among most of Asian countries (World Bank, 2013).
Academic achievement is considered very necessary for students to transfer
from one level of education to the other (Al-Zoubi & Younes, 2015). The success and
failure of students in their academic levels determine their competency in learning.
Although, the government's desperately makes efforts to achieve the target to improve
the quality of learning, the failure rate in learning English is alarming in Pakistan.
The Government of Pakistan (2016) reported that about 50 million people
cannot read and write a sentence in any language in Pakistan (GOP, 2016). This report
pointed out that those who can read are unable to understand written texts. Similarly,
South Asian Forum for Educational development (2015), in its research report, gave
evidence that 81% students of grade 5th possessed the ability to read written sentences
in English language but only 49% of them were able to understand these sentences.
Early Grade Reading Assessment report (EGRA report) of The USAID (2014)
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proclaimed that most students of early grades appeared to have difficulty in
understanding the English language. These reports have shown evidence of problems
in the field of language learning.
Students face many deficiencies which they carry out throughout their earlier
stages of learning. Students are found to be deficient in reading comprehension in
secondary classes. Resultantly, students are unable to comprehend it in their own words
at secondary stage.
In the literature, there are several reasons for student’s inability of
comprehending written texts. Researchers have argued that students' lack of vocabulary
knowledge contributes to their poor reading comprehension in English language
(Ashraf & Ahmad, 2003). Students with poor vocabulary knowledge perform low in
reading comprehension, as compared to those students who possess good vocabulary
knowledge and demonstrate better reading comprehension.
The knowledge of vocabulary is considered as a requirement for learning of
bilingual languages (Beglar & Hunt, 1995). Vocabulary knowledge enables the student
to become a fluent reader of a particular language. A fluent reader shows better
performance in reading, understanding and comprehending texts. There are diverse
views about how much one knows the words of a language, however, Beck, Mckeown
and Kucan (2002) argued that students should add at least 2000 to 3000 new words
each year in their vocabulary.
Researchers have conducted several studies to determine how learning of
vocabulary knowledge affects students' ability to understand written texts in a specific
language. Due to the findings of their studies, a clear distinction has been made that
both components of vocabulary knowledge; vocabulary breadth and vocabulary depth
affects student’s reading comprehension abilities (Ma & Lin, 2015; Anjomshoa &
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Zamanian, 2014; Roughi & Negari, 2013; Kameli & Baki, 2013;; Guo, 2008). It is
evident to know the contribution of each component of vocabulary knowledge in their
abilities of reading comprehension.
Like, vocabulary knowledge, researchers also identified various components of
reading comprehension which contribute mainly in comprehending written texts in a
language (Sanford, 2015; Cromely, 2005). Working memory capacity, reading fluency,
word decoding skill, reading strategies and prior topic knowledge are identified as
essential components of reading comprehension.
Researchers have found that there is a strong relationship between components
of vocabulary knowledge and components of reading comprehension (Nippold, 2017;
Storm, 2007). These researches were conducted in different contexts. Essentially, there
was a need to conduct research in local contexts to determine which components of
vocabulary knowledge can help learners in improving their reading comprehension
abilities.
Working memory capacity is the valuable component of reading comprehension
and a necessary element of an individual’s memory system which allows an individual
to store vocabulary knowledge of a particular language. Learners have varying degree
of working memory capacity which affect their performance in comprehending texts.
Various factors may cause the difference between their working memory capacities.
Students’ gender, their locations, socio-economic status of their parents and provision
of educational facilities are major factors responsible for their performance in learning
of a language. The more learners possess knowledge of words, their meanings and uses,
the better they have capacity to utilize working memory in understanding written texts.
Persons with effective vocabulary knowledge have better understanding of
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phonological processing of words and speech sound relationships that can help them to
become a proficient learner of a particular language.
Reading fluency determines how a fluent person understands texts written in the
English language. Native speakers of the English language possess more reading
fluency that helps them in understanding and comprehending texts. Students are less
fluent in reading texts in the English language, especially where English is used as a
second language (Al-Qahtani, 2015). Such problems are common where students have
low vocabulary knowledge of a particular language.
Word decoding skills is a prerequisite to read vocabulary of a particular
language (Hulme & Snowling, 2014). An individual with good word decoding skills
can easily read complex words of the English language and can become a fluent reader.
Struggling students employ metacognitive reading strategies to accelerate speed of their
reading and hence can become good readers. Knowledge on a specific topic Prior
knowledge can help students to understand and comprehend text easily.
Students with low vocabulary knowledge use reading comprehension strategies
to overcome their deficiency in learning (Almutairi, 2018). If students are unable to use
appropriate reading strategies during the reading process, their understanding of texts
may be affected badly. Student’s inability to use appropriate reading strategies can
cause reading deficits in their learning.
Reading culture is major distinction between public schools and private schools.
Reading culture involves provision of library facilities, reading resources and allocation
of time to develop study habit in students. Public schools are unable to provide reading
culture to their students. Contrary to this, private schools sustain a reading culture for
their students (Solangi, 2015). As a result of this drawback, students cannot read a text
with suitable speed and proper understanding. Majority of the students encountered
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difficulties in pronunciation, vocabulary, accent, silent words, abbreviations and
grammatical structure.
In view of the above facts, it was evitable to investigate the association between
sub-components of vocabulary knowledge and components of reading comprehension
at secondary level. This stage is a bedrock for intermediate and higher education. If any
discrepancy found in linking sub-components of vocabulary and components of reading
comprehension at this stage, these discrepancies should be addressed. Hence, in order
to uncover the flaws which may be found in understanding and comprehending texts,
the association between these two constructs need to be explored.
1.1.

STATEMENT OF PROBLEM
Secondary education is a bedrock in the entire educational system of a country.

Students excel in educational and professional careers through successful completion
of secondary education. Proficiency in English language enables students to perform
well in their careers. A proficient learner of English language requires good command
of English vocabulary and its appropriate use in reading comprehension.
Large number of students face reading difficulties in English in secondary
classes. Seemingly students don’t have appropriate vocabulary knowledge of this
language that may help them in comprehending written texts. Eventually students lag
behind in reading written texts or sentences in the English language. As a result of this
deficiency, students perform low in language acquisition.
Majority of students of Islamabad belong to different regions of Pakistan. These
students require diversified learning needs to fulfil through secondary education.
Consequently, a uniform learning environment is inevitable to gauge the current
situation of reading texts of English language in the regions (McCarthy; 2020). Students
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of secondary schools may be considered representatives of students of all regions of
Pakistan. Therefore, this study was conducted in secondary schools of Islamabad.
Present study investigated the relationship of a student's knowledge in two
aspects of vocabulary knowledge with components of reading comprehension at
secondary level in Islamabad.
1.2.

OBJECTIVES OF THE STUDY
Following research objectives were framed to guide the present study.
1. To find the relationship between components of vocabulary knowledge of
students and their working memory capacity used in comprehending texts in
English language.
2. To explore the relationship between components of vocabulary knowledge of
students and their ability to read written text fluently in English language.
3. To discover the relationship between components of vocabulary knowledge of
students and their use of word decoding skills in comprehending texts in
English language.
4. To determine the relationship between components of vocabulary knowledge of
students and their reading strategy use in comprehending text in English
language.
5. To identify the relationship between components of vocabulary knowledge of
students and their use of prior topic knowledge in comprehending text in
English language.
6. To assess inter-correlation between components of vocabulary Knowledge of
English language.
7. To evaluate inter-correlation among components of reading comprehension of
English language.

8

1.3.

RESEARCH QUESTIONS
Research questions were formulated to collect data in order to answer the question

why this study was conducted. In order to determine the relationship between variables
of study, correlational research design was employed. Since the study was conducted
in natural environment, therefore research questions were formulated instead of
research hypothesis which were applicable to use in experimental studies. A number of
researchers formulated research questions in their correlational research (Sanford,
2015; Guo & Roherig, 2011; Sanchez et al, 2010; Spybrook, 2008; Cromely & Azvedo,
2007; Cromely, 2005; Qian & Schedl, 20040). In order to achieve above research
objectives of study, these research questions were framed to collect data.
1. Does students’ vocabulary breadth of English language relate with their
working memory capacity in their reading comprehension at secondary level?
2. Does students’ vocabulary depth of English language relate with their working
memory capacity in their reading comprehension at secondary level?
3. Does students’ vocabulary breadth of English language relate with their reading
fluency in their reading comprehension at secondary level?
4. Does students’ vocabulary depth of English language relate with their reading
fluency in their reading comprehension at secondary level?
5. Does students’ vocabulary breadth of English language relate with their
decoding skills in their reading comprehension at secondary level?
6. Does students’ vocabulary depth of English language relate with their decoding
skills in their reading comprehension at secondary level?
7. Does students’ vocabulary breadth of English language relate with their reading
strategy use in their reading comprehension at secondary level?
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8. Does students’ vocabulary depth of the English language relate with their
reading strategy use in their reading comprehension at secondary level?
9. Does students’ vocabulary breadth of English language relate with their use of
prior knowledge in their reading comprehension at secondary level?
10. Does students’ vocabulary depth of English language relate with their use of
prior knowledge in their reading comprehension at secondary level?
11. Is there any inter-correlation between components of vocabulary knowledge in
the English language at secondary level?
12. Is there any inter-correlation between components of reading comprehension in
English language at secondary level?
1.4.

SIGNIFICANCE OF THE STUDY
Language occupies a precious place in educational, social and economic life of

a person. Consequently, people learn different languages to communicate their point of
view with others. Learning of a foreign language is difficult task. However, people use
English as a second language and as an official language in businesses, trades and
government offices (Khushi & Talaat, 2011). Educational institutions also use English
to communicate with the students in imparting education and training. Curriculum of
scientific knowledge and technical education are also written in English language.
Consequently, learning English has become a necessity to excel in academic and
occupational lives in today’s world.
English language also helps students in learning other school subjects.
According to Bowyer-Grane and Snowling (2005), “a child who does not learn to read
and comprehend in the early school years has severe difficulties also in studying other
school subjects”.
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Students who possess suitable vocabulary knowledge can understand and
comprehend written texts easily. A proficient reader requires the ability to use breadth
and depth of vocabulary knowledge in understanding and comprehending texts in
English. Various components of reading comprehension have varying degree of
association with breadth and depth of vocabulary knowledge. Students learn these
dimensions of vocabulary knowledge to utilize in specific components of reading
comprehension.
This study has manifold significance for different stakeholders of English
language learning in secondary education. This study is pertinent for students, teachers,
administrators, curriculum planner, educational experts and future researchers. The
prospective importance of this study for different stakeholders is given below.
1. This study may help administrators and teachers to improve instructional
strategies for enhancing student’s vocabulary in English language and properly
use during reading comprehension.
2. This study may help parents of students to keep in view the weakness of their
students in learning the English language and to help them to adopt strategies
for getting reading comprehension ability.
3. This study may help students in identifying weak areas of vocabulary
knowledge and to overcome problems occurred in reading comprehension
process.
4. This study may help education experts to assess the qualitative and quantitative
aspects of vocabulary knowledge to meet the learner’s need for comprehending
written texts in the English language at secondary stage.
5. This study may be beneficial for the government to establish a support system
to improve learner’s reading comprehension of the English language.
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6.

This study may help national and international organizations to establish a
support system that improves reading comprehension of students in the English
language.

7. This study may help curriculum planners to update vocabulary knowledge of
English language and to include in the curriculum of English subject that help
learners in comprehending texts.
1.5.

DELIMITATIONS OF THE STUDY
This study was delimited only to:
1. Students of 10th grade who were studying English as a compulsory subject at
secondary level in public and private secondary schools.
2. Students who were enrolled with Federal Board of Intermediate and Secondary
Education, Islamabad.
3. Students of private schools who were registered with Private Educational
Institution Regulatory Authority (PEIRA)
4. Students who were taught textbook of English, approved by Federal Board of
Intermediate and Secondary Education, Islamabad.

1.6.

DEFINITIONS OF MAJOR CONSTRUCTS
Two major constructs were involved that were used throughout the study.

Evidently, it is essential to define these broader concepts.
1.6.1. Vocabulary Knowledge
Vocabulary knowledge is an individual’s knowledge of words, their meanings,
their forms and uses in a particular language. Vocabulary knowledge concerns mainly
with the knowledge of word and its meaning in a specific language. An individual
requires to learn meanings of words and their uses in order to communicate with people.
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1.6.2. Reading comprehension
Reading comprehension is a systematic and organized process of understanding
and decoding texts in a particular language. Learners use vocabulary knowledge to
understand written texts, derive meaning from the texts and express their understanding
of that texts. Reader reads a word or sentence from printed texts and gains meaning
from texts. This ability of the readers helps them to comprehend these texts.
1.6.3. Operational Definitions of Variables
Due to the diverse nature of variables under investigation, it is evident to
operationally define these variables to make a clear and precise understanding of the
scope and significance of this study.
The present study consisted of seven (7) variables of two major constructs that
contain vocabulary knowledge and reading comprehension. Vocabulary knowledge has
two major aspects namely; breadth and depth of vocabulary knowledge. Similarly
reading comprehension has involved five variables (e. g working memory capacity,
reading fluency, word decoding skills, reading strategies and prior topic knowledge).
1.6.4. Breadth (Size) of vocabulary knowledge
Breadth of vocabulary knowledge or vocabulary size contains an individual's
knowledge about words or lexicon of a particular language, especially of English
language. Vocabulary breadth assesses the quantitative aspect of word knowledge.
Breadth of vocabulary knowledge is operationally defined as the total number of words
one knows at a particular level of language proficiency.
1.6.5. Depth of vocabulary knowledge
Depth of vocabulary knowledge or vocabulary depth contains qualitative
aspects of vocabulary knowledge. An individual’s quality of knowledge about a word
refers to a depth of vocabulary knowledge that answers the question how well one
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knows a word. Depth of vocabulary knowledge includes word associates, collocation
associates and morphological knowledge.
1.6.6. Working Memory
Working memory is defined as an individual’s limited capacity store which
temporarily collect information, store and use this information in their learning. It
provides resources to process information while retrieving the same or different
information.
1.6.7. Prior Topic Knowledge
Prior topic knowledge is operationally defined as pupil’s knowledge about a
specific topic before instruction that helps them to understand the concepts clearly.
Student’s content knowledge related to some specific domain is included in prior
knowledge which is studied prior to direct instruction from the teacher.
1.6.8. Reading fluency
Reading fluency is operationally defined as an individual’s ability of reading
aloud written texts with speed. The more a reader possesses a reading rate, the better
reading fluency would be. Reading fluency is recognized as the rate of reading or
reading speed a learner has while reading a text.
1.6.9. Word decoding
Word decoding is defined as the ability of a student to identify a word from a
string of letters and correctly read these words. A person utilizes word decoding skills
to identify words of a particular language and correctly pronounce these words.
1.6.10. Reading Strategies
Reading strategies is defined as an individual’s ability to utilize different
reading skills to understand written texts of a particular language. Learners use many
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reading strategies in reading comprehension processes. Three major reading strategies
were assessed in this study including; problem solving, support and global strategies.
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CHAPTER 2
REVIEW OF RELATED LITERATURE
This section provides an overview of previous research studies conducted in
different contexts across different levels of education and in different countries. This
section also provides information about major components of vocabulary knowledge,
their role in learning the English language and their relationship with reading
comprehension of students. Previous research studies are reviewed to clarify the
purpose of this study.
2.1.

OVERVIEW OF READING
Reading is the process of utilizing an individual's knowledge of a particular

language to understand the written texts correctly. Goodman (1978) affirmed “Reading
is a precise process. This process involves identification of words and their spelling
patterns that enables a learner to comprehend written texts. Sari (2019) explained
written texts as “letters, words, sentences, and paragraphs that encode meaning”.
Reading process enables a reader to determine meanings of written texts. Four reader’s
competencies are utilized for understanding texts (Bagaric, 2007). Readers apply their
knowledge of determining how words are organised into sentences in language
competence. In discourse competence, they determine their knowledge of connecting
text parts and student’s knowledge about different types of texts, the composition of
texts and contents of texts is understood in sociolinguistic competence. Students utilize
strategic competence which is their ability to use top-down strategy or bottom-up
strategy, while reading a text.
Reading is a complex process that involves higher level processing and lowerlevel processing (Nassaji, 2004). Higher level processing includes letter identification
and

word recognition, whereas lower-level
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processing are the cognitive and

metacognitive processes. These processes include; integrating information within the
text, activating prior knowledge, making inferences, monitoring text comprehension
and strategy use. Lower-level processes have the potential to be automatized, but higherlevel processes generally require additional resources (Grabe, 2009).
2.2.

APPROACHES TO READING
Readers employ different approaches to understand the meaning of texts.

Katalian (2008) stated that a successful reader employs two approaches; top-down
processing and bottom-up processing.
2.2.1. Top-Down Approach
Reading is seen as a psycholinguistic game in a top-down approach (Mondesir
& Griffin, 2020; Goodman, 1967). Readers' basic knowledge influences their
phonological processing in understanding and comprehension of texts. Readers use
various cognitive and metacognitive strategies to accelerate phonological processing in
a top-down approach. Readers use their knowledge to understand the text quickly. Prior
knowledge acts as a central component of reading skills that touch the long-term
memory of the reader in order to derive conceptual ideas related to written texts.
Readers gain knowledge of the words from the text, synchronize it and make sense of
the text through a psycholinguistic game of cognition. Readers take four steps in topdown processing; reading text, guessing the meaning of the text, predicting the content
of the text and correcting the meaning of the text. If readers do not predict correctly,
the reading process is terminated. Readers actively control the reading comprehension
process. They recognize words and letters to confirm their perceptions. This way, they
can easily decode a passage without understanding new words written in the text.
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2.2.2. Bottom-up Approach
Bottom-up approach views reading as a systematic and step by step process
(Stanovich, 1986; Rieben & Perfetti, 1991). Reader takes a step-by-step process to
process the texts and the processing of each component of reading takes place
independently in a bottom-up approach. Reader’s lower-level recognition skills play a
decisive role. These skills include orthographic, semantic, syntactic and phonological
processing. According to bottom-up processing, higher order reading skills are not
required to understand and comprehend the text. The process of reading starts when
readers perceive a single phoneme used in words, clauses and sentences. Readers
thoroughly read and understand the whole text without skipping any part of it.
2.3.

AN OVERVIEW OF VOCABULARY
Vocabulary is the core area of learning a particular language. Learners learn the

vocabulary of a language through the process of vocabulary development. As cited by
Neuman and Dryer (2009), “vocabulary consists of the words which a reader knows to
effectively communicate their point of views to other people”. Vocabulary can be
classified in two distinct types on the basis of reader’s communication ability including;
expressive vocabulary and receptive vocabulary.
Some researchers classified vocabulary in two basic forms; receptive
vocabulary and productive vocabulary (Richard, 1976; Webb, 2009). An individual
recognizes and understands receptive vocabulary while using it in some context,
however they are unable to produce such vocabulary. As opposed to receptive
vocabulary, learners recognize and understand productive vocabulary easily. Hence,
they can pronounce productive vocabulary correctly and fluently in speaking and
writing.
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Vocabulary can be attained through the process of vocabulary acquisition which
contains incidental learning and explicit learning. Incidental vocabulary acquisition
involves exposure of the learner to spoken or written language and in this way the
learner acquires vocabulary unconsciously. This vocabulary, as mentioned by Hulstijn
and Laufer (2001) is “the by-product of another activity”. Contrary to this, explicit
vocabulary acquisition is the conscious effort of learners to learn vocabulary through a
systematic instruction. Students are actively engaged in learning new words but
learning new words or exposure to word meaning alone does not essentially provide
enough vocabulary. Exposure to word only assists in learning the word’s form; word
class; collocations, associations or connotations.
Learners require explicit vocabulary knowledge in learning process (Laufer,
2005). Experienced learners don’t pay much attention to the meaning of a precise word.
Similarly, misunderstanding of unfamiliar words or unawareness about unfamiliar
words in a sentence likely lead the readers to misperception. When written in a difficult
text, students may find it difficult to understand these words. In the same way, students
might feel the problem of inferring the meaning of a word, while using it in the specific
contexts. Laufer (2005) suggested to repeatedly engage with new words in order to
avoid forgetting them.
Vocabulary can be seen as a stock of new words and their relationship with
phrases in a language. Adger (2002) indicated “vocabulary also can show the orders of
new words in a language and the way to use these words to build a stock in their minds”.
Vocabulary plays a vital role in reader’s understanding of the texts in a second
language (Fazeli, 2012; Read, 2000). Their abilities of text comprehension improve, if
they achieve more vocabulary. Students use various languages in different phases of
learning. Most students learn in their first language (mother tongue or national
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language) or in their second language (mostly in English language) in most countries
of the world. Learning these languages is done simultaneously or one by one. This
process of vocabulary acquisition may have varying developmental patterns (Li &
Kirby, 2015). Either second language learners acquire vocabulary of second language
simultaneously with first language or second language learners learn vocabulary of
second language later with an established first language’s linguistic system.
2.3.1. About Vocabulary Knowledge
Vocabulary knowledge has evolved around different times in history.
Researchers used vocabulary knowledge, word knowledge and lexical knowledge
interchangeably in their studies. Stahl (2005) affirms “vocabulary knowledge is the
knowledge of words. It implies solely to its definition but also knowledge of words that
fits into the world”. Word knowledge, as cited by Graves, Ryder, Slater and Calfee
(2001) is “the ability of an individual to define a word correctly”. Similarly, lexical
knowledge, as quoted by Li and Kirby (2015) refers to “the extent to which readers'
knowledge of a particular word represents the knowledge of its use with its form,
meaning, and practical properties” .
Dictionary portrays two modes of languages; written language and oral
language (Kame'enui, Francis, Fuchs, Good, O’Connor, Simmons, 2002). These modes
of languages shape the body of words, the student must know to read the text easily and
comprehensively. Readers don't really need to know all word families to understand a
language, but they do need a small number of words to understand the texts. Torki
(2012) recognized that out of 50,000-word families, learners need to know 2,000
common word families of the English language to understand 80% of the words that
appear in the text.
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Vocabulary knowledge is vital for understanding a particular language.
Language demands knowledge of words, their meanings and uses to provide knowledge
sources that are essential for reading comprehension in a language. Schmitt (2008)
insisted that vocabulary knowledge carries meanings of texts and subsequently provides
an individual the skill to comprehend the texts.
2.3.2. Dimensions of Vocabulary Knowledge
Vocabulary knowledge is a multidimensional construct. These dimensions
account to shape the conceptual frameworks of vocabulary knowledge. Some
researchers proposed vocabulary knowledge as a construct containing various
interrelated sub-constructs such as morphological, spoken, and written form, social,
connotative and associational knowledge (Laufer & Goldstein, 2004). Contrary to this,
Graves et al (2001) considered vocabulary knowledge as a six stages process which
includes, learning to read known words, learning their new meanings, learning new
words, classifying the meaning of known words, enriching their meanings and
converting the words from receptive to expressive vocabulary.
2.4.

CONCEPTUAL FRAMEWORKS OF VOCABULARY KNOWLEDGE
Researchers proposed various vocabulary knowledge frameworks in their

studies (Richard, 1976; Nation, 2001 & Qian, 1998, 2002). Following conceptual
framework of vocabulary knowledge are generally used to understand various
dimensions of vocabulary knowledge.
2.4.1. Richard (1976)’s Framework of Vocabulary Knowledge
Richard (1976)s framework of word knowledge considered vocabulary
knowledge as a multi-dimensional concept which consisted of semantic, syntactic and
pragmatic structures of the word. Readers who know the words, actually means that
they possess the knowledge of how these words comes in speech or print, the limitations
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imposed on the use of the words according to variation of meaning and circumstances, the
syntactic behaviour related with those words, the network of relationship between that
word and different words, the semantic value of a word and different meanings
associated with the word.
2.4.2. Nation (2001)’s Theoretical Idea of Vocabulary Knowledge
Nations (2001)’s theoretical model answers two primary presumptions about
the nature of words and their subcomponents that are essential in learning a language.
Nation’s model of vocabulary knowledge answers two basic questions; i. e what is a
word and what is involved in learning a word?
Nation (2001) used receptive–productive distinction to separate the different
sub-skills necessary to recognize a word. First category of this model includes forms of
the word such as oral and written form. These forms are essential components of word
knowledge. Semantic knowledge is the second category which includes learning of the
meaning of the given word or lexical item. It is essential for connecting words to the
semantic network in the mental lexicon. Learners receive new meanings of the existing
words and add new items to their lexical store. The use is the third aspect of vocabulary
knowledge which includes the grammatical functions, the collocations, the frequency
and registers of the word item.
Nation’s framework defines three perspectives of vocabulary knowledge;
morphological knowledge, semantic knowledge and pragmatic knowledge. All these
perspectives are interrelated. According to this framework, word form and context are
essential to derive the meanings of words. Both, word forms and word meanings
improve the ability of learners to communicate with others.
Nation’s vocabulary knowledge framework has some weaknesses that have
provided less justification to further classify vocabulary knowledge in other
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dimensions. This framework provides evidence to classify vocabulary breadth,
however depth of vocabulary knowledge cannot be interpreted clearly.
2.4.3. Qian (2002)’s Theoretical Model of Vocabulary Knowledge
Qian (2002)’s theoretical framework is the second influential framework of
vocabulary knowledge. Qian (2002) suggested four inter related dimensions of
vocabulary knowledge such as breadth of vocabulary knowledge, depth of vocabulary
knowledge, lexical access and automaticity of receptive- productive knowledge.
Breadth and depth of vocabulary knowledge are already discussed in previous
frameworks. The third dimension of vocabulary knowledge (organization of lexicon)
means to remember the word and to keep the connection among the different words in
learners’ minds. Fourth component of vocabulary knowledge consists of the
automaticity of receptive-productive knowledge. Automaticity of vocabulary
knowledge explains the basic process of vocabulary learning.
2.5.

COMPONENTS OF VOCABULARY KNOWLEDGE
Vocabulary knowledge possesses various interrelated components generally

discussed by researchers in previous theoretical frameworks. Followings are the basic
components of vocabulary knowledge.
2.5.1. Breadth of Vocabulary Knowledge
Breadth of vocabulary knowledge or vocabulary size is the major determinant
of reading incomprehension of students. Reza, Ahmad and Hosein (2014) proclaim that
higher proficient students possess larger vocabulary than lower proficiency students.
Earlier, Meara (1996) stated that learners who possess big vocabulary are more
proficient in language learning than learners with smaller vocabulary.
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2.5.2. Depth of Vocabulary Knowledge
Depth of vocabulary knowledge is a relatively new dimension in language
acquisition. According to Moinzadeh and Moslehpour, (2012), “depth of vocabulary
knowledge is the learner’s level of knowledge of various features of a particular word”.
This aspect of vocabulary knowledge remained unexplored in the past. However,
researchers are exploring this aspect of vocabulary knowledge extensively in their
research. Followings are the different components involved in depth of vocabulary
knowledge.
2.5.3. Word Associates
Researchers employed word associate tasks to explore the learner's ability to
use depth of vocabulary knowledge in learning a language. Read (2004) divides depth
of vocabulary knowledge in paradigmatic, syntagmatic and analytic knowledge.
Paradigmatic involves super-ordinates and synonyms of words. Syntagmatic
knowledge includes collocates that means how words are used together infrequently.
Analytic knowledge consists of words which represent the main element of the meaning
of the target word. Nassaji (2004) contends that it is associated with the knowledge of
words with respect to its articulation, spelling, register, their stylistic and morphological
features, as well as their syntactic and semantic relationship with other words in the
language.
2.5.4. Collocation Associates
The term collocation is relatively new in the lexicon of English (Sadeghi, 2009).
The word ‘collocation’ can be explained in various ways. Nation (2001) declared that
collocation is the group of words which fit in together.
Semantic network or mental lexicon consists of words that are associated by
meaning, rather than by word form. Semantic relations are classified into syntagmatic

24

and paradigmatic relations. Collocations come under syntagmatic relationships in
semantic networks that express how different words are used together in learning of
language (Read, 2004). Syntagmatic relationships are textual relationships between a
stimulus word and a response word. The stimulus word and the response word are
generally of different word classes and therefore cannot be replaced in a sentence.
Collocation associations may include idioms, adjectives, adverbs, grammatical and
lexical collocations. On the other hand, paradigmatic relationship refers to the
relationship occur between words of the same word class. They may be considered as
vertical relations and can be replaced in a sentence. Paradigmatic relations may include;
coordination (e g. salt - pepper), super-ordination (e g. animal - cat), subordinates (e g.
chair – furniture), synonymy (e g. worried – sad) and meronymy (e g. hand– finger).
Hasan and Shabdin (2016) quoted Benson (1985) there are two types of
collocations; grammatical or syntactic and semantic or lexical collocation. Collocation
is a major aspect of depth of vocabulary that explains most variance in reading
comprehension.
2.5.5. Morphological Knowledge
Morphological awareness determines how well a person knows the rules to form
another word of a specific word family of a specific language. According to Kuo and
Anderson (2006) “Morphological awareness refers to one's understanding of the word
formation rules of a language”. Morphological knowledge is necessary for
understanding of written texts in a language.
Morphological awareness significantly contributes to vocabulary knowledge
and reading comprehension of a second language (Goodwin, Huggins, Carlo, August
& Calderon, 2013; Zhang & Koda, 2013). According to Tabatabaei and Yakhabi
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(2011), a significant relationship exists between vocabulary knowledge of learners and
their morphological awareness.
Morphological knowledge has emerged as an important contributor to word
reading and comprehension skills. Morphological knowledge makes a strong
contribution to reading comprehension in first and second language (Tighe & Binder,
2015; Curinga, 2014).
2.6.

SIGNIFICANCE OF VOCABULARY KNOWLEDGE
Language learners depend heavily on acquisition of vocabulary knowledge to

learn a particular language. An individual who has a vast vocabulary can easily learn
the language. Li (2015) quoted Wilkins (1972), without grammar, little can be
conveyed; without vocabulary, nothing can be conveyed.
Vocabulary knowledge is learnt informally when children interact socially with
their family members, peers and relatives. When children enter schools, the addition of
vocabulary knowledge becomes formal and systematic.
Students learn vocabulary knowledge through vocabulary building process.
Many stakeholders like parents, peers, teachers and other family members help them in
this process. Adolescent’s vocabulary knowledge varies according to individual
differences they possess. They are supposed to have specific vocabulary knowledge at
various grades of education. How children learn vocabulary knowledge depends on
their learning environment and the factors that account for this environment.
Students who possess large vocabulary sizes are able to learn English more
effectively than students with low vocabulary. Researchers found a strong relationship
between vocabulary level of students and their English language proficiency (Ibrahim,
Sarudin & Muhamad, 2016).
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Individual’s vocabulary knowledge has many benefits in learning a language,
particularly in learning the English language. Its relationship with reading fluency,
academic achievement and reading comprehension cannot be denied. Beck, McKeown
and Kucan, (2002) confirmed “vocabulary knowledge sponsors reading fluency,
enhances academic achievement and improves reading comprehension”.
2.7.

READING COMPREHENSION
There is no precise definition of reading comprehension, therefore researchers

define it differently. They have not yet reached on a conclusive definition of reading
comprehension. However, RAND, Reading study group (2002) defines reading
comprehension as “a simultaneous process to extract and construct meaning through
interaction and involvement with written language”.
Reading comprehension contains two cognitive processes. Readers construct
the idea in their minds in order to understand written texts of a particular language in
the first process. Readers interact with the idea of the writer represented by the text
process. These processes help readers to decode written symbols in order to construct
meaning in their mind. Readers engage in reading words written on the page and decode
its meaning in their minds. In this way, readers construct the text base of the text in
their minds.
Given this meaning of reading comprehension delineates that an individual
experiences two procedures; being able to peruse words on the page precisely and to
comprehend or understand the content being read (Nayton, 2013). In other words, we
can use the following formula to understand the whole process of reading
comprehension in a single line.
Reading comprehension= decoding x language comprehension
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Readers need various cognitive skills to use in their act of reading and in
accomplishing various academic tasks (National reading Panel, 2000). Readers
integrate these cognitive skills in reading comprehension processes that help learners
in decoding written texts, analyse, explain, and express their own ideas about written
materials.
Reading is a purposeful activity and its ultimate goal is comprehension. Reading
and comprehension has close linkage and are two interrelated processes. Roe (2014)
mentions that the reading comprehension process brings meaning to the texts that we
read in the act of reading. Gough and Tunmer (1986) affirmed that the process of
reading comprehension consists of a multi-component that interacts with the reader, the
text and the variables that are related to text. These variables include; phonemic
awareness, phonics, fluency and vocabulary (Cirino, Romain, Tolar, Barthe, Fletcher,
& Vaugh, 2013; National Reading Panel, 2002).
Reading comprehension involves two sub-processes; oral comprehension and
text comprehension. Readers require reading skills to be mastered during reading
comprehension of written texts. Oral comprehension represents a student’s ability to
read the text and then explain it in their words. On the other hand, text comprehension
is an individual ability to understand written text and produce their understanding in
written form.
Oral comprehension develops in the early age of language development.
Struggling readers face problems in developing their ability to comprehend text
throughout their lives. Therefore, efforts are made to improve their reading
comprehension in language acquisition.
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2.8.

MODELS OF READING COMPREHENSION
Researchers utilized various models of reading comprehension in their studies

to investigate the problem being faced in reading comprehension of a language. The
most prominent models of reading comprehension are given below.
2.8.1. Interactive Model
Interactive model is improvement of bottom-up and top-down models in its
orientation (Stanovich, 1980). A reader uses five knowledge sources; (1) syntax, (2)
semantic, (3) orthographic, (4) lexical, and (5) pragmatic knowledge sources in reading
the text. This model assumes that these knowledge sources are employed
simultaneously to create perceptions in the reader's mind (Rumelhart, 1994). According
to the interactive model, when a reader reads text, the message center receives
information written in text. Each knowledge source examines this information to check
the consistency of information with its knowledge domain. They register and synthesize
this information written in texts. Long term memory of readers draws this information
into working memory. Reader’s understanding of the surface structure of the texts and
their background knowledge helps them to derive the meaning of the text. This model
assumes that the meaning of text is not hidden in text. Both information within the text
and readers’ interpretation of this text enables them to construct the meaning of the text
(Rumelhart, 1977).
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Figure 2.1: Interactive model of reading (Adapted from Rumelhart, 1994)
2.8.2. Interactive-Compensatory Model
Stanovich (1980) developed an interactive compensatory model which was
based on compensation theory. When readers face a deficiency in reading, they get the
information from other levels. This model claims that when readers face problems in
one dimension of reading, their skill in other dimensions can compensate for these
problems and help readers to overcome possible flaws in reading. Readers shift their
reliance on other knowledge sources. Top-down processing compensates this deficit.
This model is effective for readers who possess lower word recognition skills but have
good knowledge of the text topic.
2.8.3. Situation Models
Situational models were based on connectionist theories which emerged as a
new theory of reading. These models were applied to uncover some complexities in
decoding the content of the text (Kintsch, 1988; Mckoon & Ratcliff, 1992; Zwaan &
Radvansky, 1998). Inference generation is crucial for language comprehension as well
as constructing mental representation of the text (Kintsch & Van Djik, 1978). Inference
generation is the key process in language comprehension and readers make different
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types of inferences. For example, readers use different inferences to make situational
representation from the text such as bridging and elaborating. According to situation
models, reading comprehension is a multifaceted process that involves processing of
semantic, syntactic, phonological, conceptual and situational components. When
readers read the text, these components interact with readers’ working memory and
their long-term memory. Construction of representation of what a text is about requires
the construction of a situation model which is the mental representation of a text's
contents (Zwaan & Radvansky, 1998). We build a situational imagination when we
read a text. For instance, when we read a story about ancient Persia, we have some
imaginations and conceptualizations of the events, their time and place as well as the
relationship between them that form the infrastructure of comprehending the text.
Most texts are composed of multiple events. These models consider verbs as the
central building block of the text for connecting the propositional information and
establishing coherence in the readers’ memory.

Time

The
Protagonist

Space

Motivation

Causation

Figure 2.2: Situation models of reading. (Adapted from Zwaan & Radvansky, 1998)
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2.8.4. The Event Indexing Model
The proponents of the event indexing model believe that text contains clues
which represent the text in the reader's mind. In the Event-Indexing model, the events,
objects, people, goals and their relationship are considered as the backbones of the text
rather than words, phrases or sentences (Zewan & Madden, 2004). These indexes
consist of time, goals, causation, protagonists, and objects and space. Readers utilize
these indexes to represent events presented in the text. If events share more indexes, the
possibility of storing information in long-term memory will increase. Information
presented in the text, reader’s background knowledge and situational representation of
the text build up a delicate and complex relationship in the reading process.

Figure 2.3: The event indexing model (Adapted from Zwaan & Radvansky, 1998)
2.9.

COMPONENTS OF READING COMPREHENSION
Like vocabulary knowledge, proficient readers utilize various components of

reading comprehension in understanding the text. These components of reading
comprehension integrate together to make them successful readers. For example,
according to Lervag and Lervag (2014), phonological awareness and word decoding
are two important components which contribute in comprehending the text. Similarly,
Tunmer and Chapman (2012) found that vocabulary knowledge and word recognition
contribute in reading comprehension, while vocabulary knowledge is a major
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contributor of reading comprehension. Caldwell (2008) identified four components of
reading comprehension involving; comprehension (process of comprehending text); the
skills, knowledge base and motivation of comprehender, and the difficulty and
characteristics of the texts that are read, listened or watched. According to Snow, Sweet,
Alverman, Kamili and Stricland (2002), “nine cognitive components are involved in
process of reading comprehension such as vocabulary, reading fluency, word
knowledge, motivation of reader, purposes and goals, cognitive and metacognitive
reading strategies, linguistic knowledge, discourse knowledge and integrating non-print
information with the texts”.
Reading comprehension skills helps readers in decoding a text, analysing,
explaining, and expressing their own ideas about written materials (Abbas & Narjes,
2016). Harkio and Pietila (2016) states that reading comprehension is a reading skill
that an individual should possess to understand texts.
Researchers categorized reading comprehension as reading strategies which
readers adopt to understand and comprehend the written texts (Kamil, 2008; Reza,
Ahmed & Hussain, 2014). Reading comprehension should be considered as reading
skills, reading strategies or reading process that is used to comprehend a text. Whatever
the nature of reading comprehension will be, it has some specific sub components that
are discussed below.
2.9.1. Working Memory
The concept of working memory has been popularized during the last two
decades of the 20th century. Working memory is an essential component of the memory
system that helps an individual to perform many cognitive tasks. These cognitive tasks
include reading, learning or problem solving. Researchers have long been searching its
effects on human’s learning and specifically in reading. As the reader's working
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memory functions properly and effectively, their performance in cognitive tasks
improves and they continue to perform better in processes of reading, problem solving
and learning a particular language.
Working memory is a limited store of intellectual dispensation. According to
Miller and Kupfermann (2009), “working memory refers to the transitory storage
capacity and operations that manipulate verbal or written input while processing
incoming information and retrieving relevant phonological information from the longterm lexicon”. Swanson, Zheng and Jerman (2009) stated that working memory is a
processing source to maintain information relating to academic tasks. This store
simultaneously processes the same information or other information during performing
different tasks.
Working memory contains four major parts which perform different functions
containing; verbal short-term memory (phonological loop), visuo-spatial short-term
memory (visuo-spatial sketch pad), episodic buffer and central executive system. Verbal
short-term memory is used to remember speech-based information for a short period of
time. Visio spatial short-term memory manipulates visual images. Episodic buffer not
only stores visual and auditory information but also integrates information in a coherent
episode. Central executive system assigns data to its sub-system. It controls higher level
mental processes that coordinate storage and mental processing.
Initially the model of working memory comprises three subcomponents
including; the central executive controls, visuo-spatial sketchpad and phonological
loop. However, a fourth component was proposed in the work memory model that was
the episodic buffer which is an intermediate factor between two slave systems and the
central executive function (Baddeley, 2000).
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Working memory and short-term memory are two different concepts.
Researchers have opposing views about the nature of working memory and short-term
memory. Working memory manipulates information through the central executive
system. It relies heavily on the central executive system while manipulating
information. Short-term memory retrieves information without manipulation. It
recovers a sequence of items in the order in which information is stored. Contrary to short
term memory, working memory is used to recall information that is transformed from
its initial encoding to perform task-relevant operations through manipulations (Colom,
Flores-Mendoza, Quiroga & Privado, 2005).
Working memory plays an important role in reading comprehension. It
integrates information in the reading comprehension process. Working memory enables
students to store and manipulate information while engaging in other complex cognitive
tasks (Baddley & Hitch, 1974).
A learner uses working memory to process and retrieve information in learning.
Miller and Kupfermann (2009) apprehended that working memory manipulates verbal
or written incoming information and retrieves relevant phonological information at the
same time from the long-term lexicon.
A remarkable progress has been seen in the study of the relationship between
working memory and reading comprehension (Daneman & Carpenter, 1980).
Researchers found that working memory plays a central role in the learning of children.
Specifically, it has been investigated in reading comprehension of children (Alloway,
2009).
Different theories of working memory were developed which have domain
specific components or short-term components of working memory. These theories
differ primarily on whether working memory can be divided into domain-specific
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components which possess unique processing and short-term storage capabilities
(Baddeley, 2000; Baddeley & Hitch, 1974), or whether working memory is part of a
larger unitary construct primarily guided by the focus of attention (Gray, Green, Alt,
Hogan, Kuo, Brinkley & Cowan, 2017).
2.9.2. Word Recognition
Word recognition is the ability of a person to read isolated words in isolation
and in context. Through reading these words, students get information which they use
to understand text. Word recognition skill may be used to understand how much a
student is capable of understanding and reading words of a particular language. Word
recognition includes two skills of a language reader; reading fluency and word
decoding.
Word recognition subcomponents are conceptualized differently but researchers
found consistency in their relationship with learning outcome. One major outcome is
its association with reading comprehension. Researchers emphasized to further
investigate how word recognition skills are associated with other components of
reading comprehension (Kato, 2009; Van Gelderen, Schoonen, de Glopper, Hulstijn,
Simis, Snellings & Stevenson, 2004).
2.9.3. Reading Fluency
Reading fluency has started receiving attention in learning a second language in
recent years. Reading fluency is a reliable trait of skilled readers to read different types
of text. Department of Education and Training of Western Australia (2004) defines
fluency as “the ability to read aloud with expression to demonstrate an understanding
of the author’s message”. Reading fluency includes word decoding, word recognition
and syntactic processing. These sub-skills are necessary for comprehension (Fuch,
Fuch, Hosp & Jenkins, 2001; Grab, 2009).

36

Reading fluency has three key components including; accurate word
recognition, automaticity and appropriate rhythm and intonation of speech (McKenna
& Stahl, 2009). A reader possesses skill to recognize words in the initial stage of
fluency, where pupils recognize words with 90 to 95% accuracy. Readers use less
conscious decoding skills at this stage which allow them to read words fluently. This
automaticity of learners saves their time and mental energy for reading comprehension.
Hence, learners understand the parts of speech of a sentence which is considered a lower
form of comprehension. The ability of a learner to read with some inflection refers to
prosody.
Reading fluency plays an important role in reading comprehension. A skilled
reader typically reads most texts at a rate of 250-300 words per minute that enable the
reader to comprehend text (Grabe, 2009).
Although reading fluency and word decoding do not have a strong relationship,
it allows the reader to move to a higher order comprehension process. Reading fluency
does not require a reader to decode every single word in their mind, instead it allows
the reader to move to a higher order comprehension process. This step reduces the
demand for decoding in the reading process and correlates reading fluency with reading
comprehension (Fuchs, Fuchs, Hosp & Jenkins, 2001).
2.9.4. Word Decoding
Decoding is defined as an individual’s ability to correctly identify and interpret
a word from a sequence of letters (National Institute for Literacy, 2007). Phonemic
awareness and phonics are two skills involved in decoding words. Spoken words are
made up of individual units of sound, called phonemes. Individuals who have a better
understanding of these phonemes have better phonemic awareness. As compared to
phonemic awareness, phonics is the understanding of the relationship between the
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letters in written words and the sounds of these words when an individual speaks these
words.
A person transforms written words in phonological forms in the decoding
process while reading texts. Various sub-skills are necessary to decode texts such as
phonological awareness, mapping between letters and their names, and mapping
between graphemes (letter or letters that spell a sound in a word) and their phonological
representations (Koda, 2005). These sub-skills enable students to read texts and
improve their reading ability in a language. Skilled readers utilize these skills to
pronounce words accurately (i.e., apply letter-sound correspondences to pronounce
words), while less skilled readers are characterized by their poor decoding skills, as a
result of poor decoding skills, their comprehension abilities suffer as well.
2.9.5. Metacognitive Awareness
Metacognitive awareness is derived from Metacognition. Metacognition refers
to one's knowledge about cognitive conditions and capacities that can be shared among
individuals. It expands the construct to include affective and motivational
characteristics of thinking at the same time (Paris & Winograd, 1990).
Sheorey and Mokhtari (2001) define metacognitive awareness “as the
knowledge of the readers’ reading related cognition and the self-control mechanism”.
Readers utilize this cognition and self-control mechanism in reading comprehension.
Skilled readers require two kinds of knowledge; general knowledge and specific
knowledge that permit them in effective reading (Nakanishi & Ueda, 2011; Guo &
Roehrig, 2011). Metacognitive awareness is related to general reading knowledge. It
may be transferred from reading the first language to reading the second language.
Less research had been conducted to investigate its role in reading. However
recently many researchers are exploring its role in reading, particularly in second
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language. Recent trends have led to an increasing emphasis on the role of metacognitive
awareness of one’s cognitive and motivational processes in reading.
Readers employ many metacognitive reading strategies while they are engaged
in reading comprehension. Metacognitive awareness is viewed as a critical component
of reading comprehension (Gelderen et al., 2003; Schoonen, Hulstijn, & Bossers, 1998).
Readers can use many metacognitive reading strategies while reading a text. It depends
on the reader's own choice. There are many reading comprehension strategies that a
reader can utilize in understanding of texts. Readers use five metacognitive strategies
in reading comprehension such as monitoring comprehension, using prior knowledge,
making predictions, questioning, recognizing story structure and summarizing. Also,
Cakici (2017) divided metacognitive reading strategies into five essential components
including; preparing and planning for effective reading, deciding when to use particular
reading strategies, knowing how to monitor reading strategy use, learning how to
orchestrate various reading strategies and evaluating reading-strategy use. Similarly,
readers use four reading comprehension strategies such as previewing, click and clunk,
get the gist and wrap up (Klingner, Vaughn & Schumm, 1998).
It is not clear when these metacognitive reading strategies develop in learners
during reading written texts. However, researchers believe that these reading strategies
gradually grows in the reader with the passage of time. Older and successful readers
attain different genres in various ways. These reading help readers to learn and
comprehend texts in effective ways.
2.9.6. Prior topic knowledge
Prior knowledge is perceived as the most important component which helps a
reader to understand and comprehend text in a particular language. Learners activate
prior topic knowledge in the reading process. Cook (2008) acknowledged that reading
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occurs in context. Readers get the meaning of a text from their previous knowledge
stored in their minds and the processes through which the reader tackles it.
Learners employ prior knowledge in reading comprehension. Those students
who have higher prior knowledge about written text perform better in comprehending
the texts. Prior knowledge and reading comprehension have a positive strong
relationship in learning a second language.
Two major constructs constitute prior knowledge; domain specific knowledge
and topic related knowledge. Prior knowledge is considered essential for students to
grasp background knowledge related to texts being read in the reading process. Prior
knowledge makes this text clearer and fills the missing gap of information.
Prior knowledge provides missing information effortlessly and immediately
which increases reading comprehension, Ozuru, Dempsey and Mcnamara (2009) affirm
that prior knowledge facilitates readers to predict missing information which help in
their read fluency. Many researchers agree on the importance of prior knowledge in
facilitating reading

comprehension (Chen, 2008; Shapiro, 2004). Reading

comprehension is, thus, a process that combines information from text with the reader’s
prior knowledge (Snow, 2002).
Although prior knowledge is thought to be the most important component that
helps readers in reading comprehension, very few researchers have sought its scope in
comprehending texts. One of the studies conducted by Abdelaal and Sase (2014), found
a significantly high relationship between prior knowledge and reading comprehension.
Researchers found that the performance of students with high prior knowledge was
significantly better than students with low prior knowledge in reading comprehension.
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2.10.

PREVIOUS STUDIES ON BREADTH AND DEPTH OF VOCABULARY
KNOWLEDGE AND READING COMPREHENSION
Researchers have been studying the role of breadth and depth of vocabulary

knowledge in reading comprehension (Anderson & Freebody, 1981; Rashidi &
Khosravi, 2010; Ouellette, 2006; Li, 2003). In the past, Anderson and Freebody (1981)
recognised the role of vocabulary knowledge in reading comprehension of students in
first language. Similar to this study, the relationship between vocabulary knowledge
and reading comprehension in a second language was also explored (Zhang, 2012;
Chang & Mathew, 2016). Various studies were conducted to determine the better
predictor of reading comprehension. Ouellette (2006) found that depth of vocabulary
plays a vital role in reading comprehension than breadth of vocabulary. Tannenbaum,
Torgesen and Wagner (2006) argued that breadth of vocabulary had a stronger
relationship to reading comprehension than vocabulary depth. In contrast, researchers
found that both breadth and depth of vocabulary knowledge contribute equally to
reading comprehension. For example, Qian (2002) investigated the effect of two aspects
of vocabulary knowledge in academic reading and found that both components have a
great impact on reading comprehension.
As far as kinds of written texts are concerned, texts are written in two ways;
narrative and expository texts. Yildirm, Yildiz and Ates (2011) found that narrative
texts have high correlation with vocabulary knowledge in the initial stage of education.
Similarly, Learners achieve two kinds of vocabulary; a general academic vocabulary
and content specific vocabulary. Both general academic vocabulary and content specific
vocabulary are essential for reading comprehension (Ardashevaa, Newcomera,
Firestonea & Lamb, 2017).

41

Students achieve proficiency in reading comprehension at two proficient levels;
intermediate and advanced levels. Students require both breadth and depth of
vocabulary knowledge more at intermediate level than advanced level of proficiency
(Harkio & Pietila, 2016). Vocabulary breadth and depth seem to be stronger predictors
of reading comprehension skills in lower levels of proficiency than at advanced level.
Breadth of vocabulary knowledge affects the student's reading comprehension.
Learners with large vocabulary possess a strong ability of reading (Li, 2003). Some
researchers found that there is an interrelationship between both breadth and depth of
vocabulary knowledge. As vocabulary size of students increases, vocabulary depth at
the sentence and textual level also increases, however the relationship between these
aspects of vocabulary knowledge is weak (Liu, 2002).
Students learn vocabulary knowledge at different levels of education. Many
factors influence their reading comprehension abilities in these levels. Many factors are
associated with growth in vocabulary knowledge and reading comprehension. These
factors include constant yearly change and change proportional to the previous level of
vocabulary knowledge and reading comprehension. In a study, Quinn, Wagner,
Petscher and Lopez (2015) found that previous levels of vocabulary knowledge acted
as leading indicators of reading comprehension growth.
Proficient readers possess vocabulary knowledge and syntactic knowledge that
help in understanding and comprehending written text. Syntactic knowledge accounts
more in reading comprehension of students who have higher reading ability than
students with low reading ability (Kim & Cho, 2015). In contrast, Zhang (2012) found
that vocabulary knowledge is the stronger predictor of reading comprehension than
syntactic knowledge.
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Vocabulary knowledge determines the growth in reading comprehension between
learning of first and second language (Lervag & Aukrust, 2010). In a study conducted
to investigate the growth of reading comprehension in first and second language
learners, they found that variability in reading comprehension is determined by their
decoding skill and their reading comprehension abilities.
2.11.

INTERRELATIONSHIP

BETWEEN

SUB-COMPONENTS

OF

VOCABULARY KNOWLEDGE AND COMPONENTS OF READING
COMPREHENSION
Strong correlational relationship between vocabulary knowledge and reading
comprehension is not a new phenomenon. Many researches proved that vocabulary
knowledge and reading comprehension have a strong relationship in learning of a
particular language. Researchers focussed their attention towards investigating the
relationship between sub-components of vocabulary knowledge and components of
reading comprehension in their contexts.
Working memory capacity of a person allows an individual to store and process
information while accomplishing academic tasks. Vocabulary knowledge is required to
use this capacity. The more an individual acquires the knowledge of words, their
meanings and uses, the better they possess working memory capacity to utilize in
reading texts.
Reading fluency determines how fluent a person would be in reading texts. On
the other hand, word decoding skill is a prerequisite to read words of a particular
language. An individual who possesses good decoding skills can easily read complex
words and become a fluent reader. Word decoding and reading fluency of students have
direct effects on their reading comprehension ability. In a study, Cirino et al (2013)
found that struggling readers who were weak in word decoding and reading fluency
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were less proficient in reading comprehension. This study confirms the assumption that
students who have good command of decoding skills can become a fluent reader.
Evidently, their fluency in reading results in better comprehension of written texts. As
mentioned previously, Lervag and Aukrust (2010) also concluded that decoding skills
of students can cause variance in reading comprehension in learning of a particular
language.
A reader employs various cognitive and metacognitive reading strategies to
accelerate understanding and comprehending written texts in a language (Mokhtari &
Reichard, 2002). These reading strategies are useful to become good readers. Good
readers are aware of the contents and purpose of reading written texts. They use some
reading strategies to overcome the problems that can occur during their reading.
Prior knowledge, the knowledge of students on a specific topic helps students
to comprehend written texts. As discussed earlier, previous level of vocabulary
knowledge is the leading indicator of students’ growth in reading comprehension in
later stages of education (Quinn et al, 2015).
As discussed above, many researchers explored the relationship between
components of vocabulary knowledge and components of reading comprehension
separately, however less studies have been conducted to explore the relationship
between two aspects of vocabulary knowledge with as many components of reading
comprehension as possible.
2.12.

THEORETICAL FRAMEWORK OF THE STUDY
Theoretical framework plays an important role in conducting research.

Researchers view the limitations of research and focus on the actual purpose of study.
This theoretical consideration of present study was based on Interactive model
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(Rumelhart, 1994), Interactive compensatory model (Stanovich, 1980) and Nation’s
Vocabulary knowledge framework (2001).
Interactive model (Rumelhart, 1994) is an improve version of bottom-up and
top-down models of processing. According to this model, when readers read the texts,
they receive information or knowledge which are stored in the knowledge sources.
These information are stored in five knowledge sources namely; syntax, semantic,
orthographic, lexical, and pragmatic knowledge sources. Each knowledge source
examines this information to check the consistency of information with its knowledge
domain. They register and synthesize this information written in texts. Long term
memory of readers draws this information into working memory. Reader’s
understanding of the surface structure of the texts and their background knowledge
helps them to derive the meaning of the text. This model assumes that the meaning of
text is not hidden in text. Both information within the text and readers’ interpretation
of this text enables them to construct the meaning of the text (Rumelhart, 1977).
The second influential model was interactive compensatory model (Stanovich,
1980) which was based on compensation theory. When readers read texts, if they face
problems in reading, a deficiency occurs in reading. When readers face problems in one
dimension of reading, their skill in other dimensions can compensate these problems
and help them to overcome these problems. Readers move their dependence on other
sources of knowledge. This model is an improved version of top-down and bottom-up
processing. Both approaches of reading help readers to overcome the deficiency find in
their reading.
The third framework; Nation’s (2001) vocabulary knowledge framework
classified vocabulary knowledge in three categories; semantic, pragmatic and
morphological knowledge. First category of this model; pragmatic knowledge includes
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forms of the word such as oral and written form which are essential components of
word knowledge. Semantic knowledge includes learning the meaning of the words. It
connects the words to the semantic network. Learners receive new meanings of the
existing words and add new items to their lexical store. Morphological knowledge is
the third category of vocabulary knowledge which includes the knowledge of the
grammatical functions, the collocations, the frequency and registers of the word items.
Although, Nation’s vocabulary knowledge framework had not clearly termed semantic
knowledge, pragmatic knowledge and morphological knowledge as the breadth and
depth of vocabulary knowledge, but it provided a baseline for linguists and educational
experts to classify it in two aspects of vocabulary knowledge. Figure 2.4 illustrates the
theoretical model of present study.
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Figure 2.4: Theoretical Framework adopted for the Present Study
2.13.

CONCEPTUAL FRAMEWORK OF THE STUDY
Reading is a precise cognitive activity which starts with utilizing an individual’s

knowledge of a particular language to understand texts effectively. Reader gets
vocabulary knowledge through this activity which is considered knowledge about
word-meaning of a particular word. Vocabulary knowledge is classified into vocabulary
breadth and vocabulary depth. Vocabulary breadth means quantity or number of words
an individual learns at a particular level of education. A reader can learn different levels
of breadth of vocabulary knowledge. Similarly, vocabulary depth refers to quality of
word an individual learns during a particular level of education. Vocabulary depth is
categorized into word associates, collocational associates and morphological
47

knowledge. Reading comprehension is the ultimate purpose of reading. It is the
systematic process of understanding and decoding the texts in order to comprehend it
meaningfully. Researchers have identified various components of reading
comprehension in literature. Working memory is the capacity of a person which stores
information and retrieves these information when require. Second component of
reading comprehension is reading fluency. It is an individual’s ability to read written
texts with speed and accuracy. Word decoding is a skill use to recognize word from the
thread of letter. Reading strategies are mastery of reading skill. A person uses these
skills in reading texts. Prior topic knowledge is content specific knowledge which a
learn get before instructions by the teachers.
Vocabulary knowledge has a significant relationship with many components of
reading comprehension. Researchers have found high correlation between both subcomponents of vocabulary knowledge (vocabulary breadth and vocabulary depth) and
working memory capacity (Raudszus, Segers & Verhoeven, 2017), reading fluency
(Storm, 2007), word decoding (Kato, 2009), reading strategy use (Guo, 2008) and prior
knowledge (Chou, 2011).
Researches further opened a new dimension of research which indicated that
there are strong inter relationship among sub-components of vocabulary knowledge
(Zhang & Annual, 2008) and components of reading comprehension (Raudszus, Segers
& Verhoeven, 2017; Kato, 2009; Zhang & Annual, 2008). Figure 2.5 elaborates the
conceptual framework of the study.
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Figure 2.5: Conceptual Framework adopted for the Present Study
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P. Knowledge

CHAPTER 3
RESEARCH METHODOLOGY
The background of this research is associated with a positivism school of
thought which is objective in nature and can be directly measured (Gratton & Jones,
2004). This epistemological underpinning showed tangible and concrete nature
variables. A Positive paradigm advocates that human behaviour is observable and
measurable objectively, on the basis of which laws can be developed to explain or
predict future behaviour. The present study explored the relationship between two
major constructs that were measurable and objective in nature.
Quantitative approach was used in this study which provides an objective
measure of reality (Wiliams, 2007). So, this paradigm uses numerical measurement and
analysis to get the result of research. Various tests and inventories were administered
to find an in-depth pattern of relationship between these components.
In a positivist school of thoughts, researchers explain variables under
consideration and then the relationships between them are explored (Scott, 2012). For
this purpose, correlational research design was considered appropriate to find
relationships between components of both constructs; vocabulary knowledge and
reading comprehension.
3.1.

RESEARCH DESIGN
Research design is a logical sequence of events happening in a research study.

It links research questions to empirical data obtained through data collection
techniques. The design of a study includes a research method, sample, research tools
and procedure adopted to collect and analyse data.
This study investigated the relationship among components of two major
constructs of reading i.e., vocabulary knowledge and reading comprehension. For this
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reason, correlational research design was suitable for this study. Various researchers
used this design for this purpose in their studies in different contexts (Rashidi &
Khusravi, 2010; Roehrig & Williams, 2011). Present study was conducted in a natural
environment, without interfering with the phenomena being studied. So, manipulation
of variables was not required. This study employed a quantitative approach to quantify
the level of relationship between variables of study.
3.2.

POPULATION
Population consists of the whole individuals upon which the results of the study

are generalizable. Population consisted of all students studying in secondary classes in
secondary schools which belonged to different regions including; students of federal
area, as well as of different provinces of Pakistan and of Azad Jammu and Kashmir.
Present study considered all the students studying in two distinct areas of Islamabad;
students of urban areas and students of rural areas as population. According to Federal
Board of Intermediate of Secondary Education, Islamabad (2017), following is the
summary of enrolment of students in 10th grade in public and private secondary schools
of Islamabad.
Table 3.1
Area wise and Gender Wise Secondary Schools and Students Enrolment in Public and
Private Secondary Schools of Islamabad
Area

School
Category

Boy
Schools

Boy
Enrolment

Girl
Schools

Girl
Enrolment

Total
School

Total
Enrolments

Urban

Public

23

4672

33

7786

56

12458

Private

30

3300

57

3204

87

6504

Public

39

3188

42

6024

81

9212

Private

29

5000

60

5060

89

10060

121

16160

192

22074

313

38234

Rural

Total

Source: FBISE (Federal Board of Intermediate & Secondary Education); PEIRA (Private Educational
Institutions Regulatory Authority)
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Population consisted of 38,234 students of 313 public and private schools
situated in Islamabad. Area wise, 18962 students were enrolled in 143 secondary
schools in urban area, whereas 19, 272 students were enrolled in 170 secondary schools
in rural area. Data shows that the majority of secondary schools situated in rural area
were more than urban area. Number of students enrolled in these schools were relatively
the same. Gender wise, 16160 boy students were studying in 121 boy schools, whereas
22074 girl students were studying in 192 girl secondary schools. Girl schools and their
enrolment were more than boy students and their enrolments. School wise, 21670
students were enrolled in 137 public secondary schools and 16564 students were
enrolled in 176 Private secondary schools. Similarly, private schools situated in
Islamabad were more than public schools, however student’s enrolments of public
schools were higher than private schools.
3.3.

SAMPLE
Sample consisted of an entire set of subjects drawn from population of the study.

Samples were selected keeping in view various factors involved in complexity of
subgroups of population. Many secondary schools didn’t have enough students to be
able to participate in the study. Borg and Gall (1979) suggested that correlational
research requires a minimum sample size of thirty cases. So, 30 samples were drawn
from each school that were the smallest subgroup of sample. Table 3.2 shows area wise
and gender wise distribution of samples from sampled schools.
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Table 3.2
Samples Drawn from Secondary Schools of Islamabad
Urban Area
Nature

of

School
Public Schools

Private Schools

Rural Area

Sampled

Sample

Sampled

Schools

Taken

Schools

Boys

7

210

12

Girls

10

300

Boys

4

Girls

Gender

Grand Total

Total
Total

Total

Schools

Sample

360

19

570

13

390

23

690

120

10

300

14

420

4

120

10

300

14

420

25

750

45

1350

70

2100

Sample

3.3.1. Sampling Procedure
Multistage sampling technique was employed to select samples from the entire
population. At first stage, proportionate stratified sampling was used to select samples
from secondary schools of two strata; urban and rural areas. Proportionate Stratified
sampling involved the division of a population into two strata which were formed on
the basis of student’s characteristics. Students of every stratum had unique
characteristics due to educational facilities available in their area. Secondary schools in
urban areas had good educational facilities (e.g., libraries, transports, play grounds,
laboratories etc.), whereas secondary schools in rural areas had scarce educational
facilities.
Cluster sampling technique was employed to draw sampled schools on publicprivate schools distinction from each stratum (e. g., students of public schools and
students of private schools). Cluster were further subdivided on gender basis (Boy
school students and girl school students). Simple random sampling was employed to
draw samples from these sub-clusters in the final stage.
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Enrolments of secondary school students were obtained from their respective
secondary schools of each stratum. Student’s name was noted down in MS excel
spreadsheet and every student of each stratum was given a unique ID. Simple random
sampling was employed to draw 2100 Grade 10th students from the total population.
Figure 3.1 shows the sampling procedure adopted to select sample of the study.

Population
Proportionate Stratified Sampling
Selection of Schools on Area basis
Urban Schools

Rural Schools

Cluster Sampling

Public schools

Private schools

Public schools

Private schools

Selection of Schools on Gender Basis

Boy schools

Girl Schools

Boy Schools

Girl Schools

Boy Schools

Girl Schools

Selection of Sample from Sampled Schools

Simple Random Sampling

Sample of Study
Figure 3.1: Sampling procedure of the study
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Boy Schools

Girl Schools

3.3.2. Sampling Frame
Sampling frame consisted of a sub-segment of the entire population that was
taken into consideration while selecting a sample of the study. This frame provides
complete information about the area from where samples were selected. Samples of 30
students of 10th class of a school were selected from 70 secondary schools. Samples
were drawn from the entire population in following ways.
1. Total 313 secondary schools were situated in Islamabad Capital Territory and
38,234 students were enrolled in these schools. Out of total enrolled students,
19,272 were studying in urban area and 18,962 were studying in rural area.
2. Out of 313 secondary schools, seventy (70) sampled schools were selected
randomly from where 2100 samples were selected randomly. These students
were involved in written assessments.
3. Secondary schools of rural area consisted of 1350 students and secondary
schools of urban area consisted of 750 students studying at secondary level.
4. Out of 2100 samples, 210 samples (3 randomly selected students from each
school) were selected for oral assessment.
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Figure 3.2: Sampling frame of the study
3.3.3. Descriptive of Categorical Variables in the Study
Sample of present study were selected according to categorical variables
involving; areas wise, gender wise and school’s category wise from the entire
population. Total 2100 secondary school students were proposed to be selected for the
study. Written data of 18 students were found insufficient, therefore was excluded from
the study. Similarly, one (1) student was absent in oral tests. Data of categorical
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variables was accordingly tabulated. Following data explains the distribution of
samples according to these categorical variables.
Table 3.3
Descriptive of Categorical Variables in the Study
Sr. No
1.

2.

3.

Variables

Types

Students

Percent

Local

Urban

776

37.1

Rural

1312

62.9

Public

1344

64.3

Private

744

35.7

Boys

1014

48.6

Girls

1074

51.4

Schools

Gender

Locality wise, 1312 students (62.9%) were studying in rural areas and 776
students (37.1%) belonged to urban areas. Hence, we can say that the majority of
students were studying in secondary schools in rural area than urban area of Islamabad.
In the public private distribution of schools, 1344 students (64.3%) were
studying in public secondary schools, whereas 744 students (35.7 %) were studying in
private secondary schools. Majority of students belonged to public secondary schools,
as compared to students of private schools.
Gender wise, 1014 boy students (48.6 %) were studying in secondary schools,
whereas 1074 girl students (51.4 %) were studying secondary schools in Islamabad.
The proportion of girl students was slightly higher than boy students in Islamabad.
3.4.

INSTRUMENTATION
Research instruments permit researchers to infer information from the samples

regarding the specific area of study. This study had multi-variant constructs that were
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assessed using eight (8) research instruments in the data collection process. Researchers
assumed these research instruments in two broad categories including; Vocabulary
Knowledge Test and Reading Comprehension Test.
Vocabulary knowledge consisted of three tests comprising; Vocabulary Level
Test (VLT), Word Associate test (WAT) and Morphological knowledge test (MKT).
Vocabulary level test contains four sub-sections; Vocabulary level 2000-word, 3000word, 5000 word and graded vocabulary level.
Components of reading comprehension were assessed using five research
instruments; BADER reading and language inventory (BRI), metacognitive awareness
reading inventory (MARSI), qualitative reading inventory, Comprehensive Test of
Phonological Processing (CTOPP) and Test of Word reading Efficiency (TOWRE).
3.4.1. Vocabulary Level Test (VLT)
Vocabulary level test (Nation, 1990) was initially used for diagnostic purposes,
but later used to diagnose the problems of students in learning. This test consisted of
90-items that are most extensively used in research due to its ease for test takers and
evaluators.
Vocabulary Level Test receives its title after the various frequency levels that
its sections measure. It gives an outline of their receptive vocabulary knowledge at five
frequency levels; 2,000, 3,000, 5000 and academic vocabulary. The 2000- frequency
band covers the most common 2000-word families in English, the 3000-frequency band
the 3000 most common word families and so on. The fifth band (representing 836
items) is approximately at the 3,000-to-6,000-word level and consists of the most
academic words.
Later, Schmitt, Schmitt, and Clapham (2001) modified the Vocabulary Level
Test (Version 2). The Vocabulary Level Test functions with ten clusters containing six
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words and three definitions to be matched. This version of Vocabulary Level Test is a
150-item test that contains Thirty (30) items for each vocabulary level that represent
100 words of any particular frequency band, items are written in each cluster with six
words in a column on the left and the corresponding meaning senses of three of these
in another column on the right. Learners are asked to match words written in the lefthand column with the meanings in the right-hand column. Vocabulary Levels Test is
the closest to a standardized test currently available (Meara, 1990).
Vocabulary level test was modified to make it relevant for the students in the
local context. Thirty (30) items of academic vocabulary level were omitted and replaced
by inserting new sixty (60) items of graded vocabulary level. Items of Graded
Vocabulary Level were selected from the textbook of English for Grade 9th and Grade
10th. Both textbooks were taught in secondary schools/colleges in Islamabad. Items of
graded vocabulary level were intended to assess a student's vocabulary size from
prescribed textbooks so that we had a better understanding of the vocabulary size of our
students. Cronbach alpha reliability vocabulary level test was estimated as 0.91.
3.4.2. Word Associates Test (WAT)
Various researchers used the Word Associate Test (WAT) developed by Read
(1993, 1998). This test was developed to determine a student's vocabulary depth and
assess how well an individual knows about qualitative aspects of vocabulary
knowledge. It contains two sections; word associates and collocation associates. Word
associates assess student’s knowledge about word meaning and contain words that are
synonyms or near synonyms. Students are given words with four options. Students were
asked to recognize synonymous words in given options. On the other hand, Collocation
associates are words that appear frequently together in an expression.
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Initially, read (1993) developed a Word Association Test that consisted of 40
items. Each word contains a stimulus word and eight responses; four words are related
to stimulus word and four words are distractors. Just 4 words were allowed to be
selected from among the 8 words. The stimulus words were selected from university
word list (Nation, 1990). Later, read (1998) developed another Word Associate Test to
measure depth of word knowledge in advanced learners of English. This test also
consisted of 40 items containing a stimulus word followed by 8 words. This time, he
put the following 8 options for each stimulus, in two boxes. Each box contained 4
words. Test-takers were asked to choose the synonyms of the stimulus word (which
was an adjective in this test) from the left box if there was any. The possible collocations
of the stimulus adjective were chosen from among the 4 words in the right box. A
sample item from this test appears below:
Fertile
Special

dark

private

growing

business

soil

egg

mind

Qian (1999) used a word associate test developed by Read (1998) and called
this revised test DVK (Depth of Vocabulary Knowledge). Each item of a DVK test
consisted of a stimulus word followed by 8 words which were presented in two boxes.
The model of choosing the options was the same as mentioned above. The only
difference was the choice of stimulus words in a way to be familiar to the target sample.
One sample item of this test is as follows:
Sudden
Beautiful

quick surprising

thirsty

change doctor

noise

school

Qian (1999) found that depth of vocabulary knowledge made a unique
contribution to the prediction of reading comprehension scores and depth of vocabulary
knowledge played a fundamental role in reading comprehension processes and that
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there was a positive relationship between the learner’s depth of vocabulary knowledge
and their lexical inference ability.
For the present study, Word Associate Test (WAT) was developed after
extensive literature review and following criteria applied in selection of items of
previous version of Word Associate Test. Thirty (30) items were selected from English
text books taught in secondary classes (9th & 10th) in schools of Islamabad. Cronbach’s
alpha reliability of the researcher developed Word Associate Test was calculated as
0.89.
3.4.3. Morphological knowledge test
Morphological knowledge test is used to assess students ‘ability to recognize
grammatical structure of sentences of the English language. Qian (1998) developed a
Morphological Knowledge Test which contained 20 items.
For the present study, a morphological knowledge test was developed to
determine a student's ability to recognize parts of sentences given in this test. Items of
morphological tests were selected from English Text books taught to the students in 9th
and 10th class in Islamabad. A list of 20 words were given and students were given a
task to mention which part of the sentence they represent. Cronbach’s alpha reliability
of morphological knowledge test was calculated as 0.92.
3.4.4. BADER Reading and Language Inventory
BADER reading and Language Inventory (Bader & Pearce, 2009) was used to
assess prior topic Knowledge of high school students. The inventory consists of three
passages of graded readers of grade 9th about three subjects (i.e., English, Social
Studies and Science) containing; a failure to communicate, modern Chemistry and
voter drive. Students were asked to answer questions about their prior topic knowledge
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of these subjects. Students read the passages and answered the questions about their
prior topic knowledge. Every correct answer was given one (1) mark.
3.4.5. Qualitative Reading Inventory
Qualitative Reading Inventory (Leslie & Caldwell, 2006) is standardized tests
that include a strong informal, teacher-interpretation component. These assessments
provide teachers with an in-depth view of their students as readers, their level of
achievement and, to some extent, their various strengths and areas of concern in
reading.
Qualitative Reading Inventory-6 was used to assess reading fluency of the
students. Three unfamiliar passages from representative literature, social studies, and
science texts; the Vietnam War, World War I, and viruses are given in this inventory to
assess their reading fluency. Out of these passages, World War-I was used in this study.
Quality Reading Inventory is an improved version of (one minute fluency measure).
This inventory assesses students reading speed per minute in reading expository texts.
Researcher had 25 years of English teaching experience. Hence, it was easy to
administer the Inventory and draw inferences of a student's performance.
3.4.6. Test of Word Reading Efficiency-2
Test of Word Reading Efficiency (TOWRE-2) was used to assess student’s
ability to read sight words and non-words. Cumulative results of both aspects of reading
indicate sight word efficiency and phonemic Decoding Efficiency. TOWRE-2
developed by Torgeson, Wagner and Rashotte (1999) consisted of form ‘A’ and form
‘B’. Researchers used Form ‘A’ that contains two-word lists; sight word list (104
words) and nonsense word list (63 words).
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3.4.7. Comprehensive Test of Phonological Processing (CTOPP-2)
Phonological processing is one of the important elements of using phonemes in
speaking and writing of English language. Phonological processing refers to “the use
of the sounds of one's language (i.e., phonemes) to process spoken and written
language” (Gorrilla, 2020; Wagner & Torgesen, 1987). Phonological processing
consists of three major components including; phonological awareness, phonological
working memory and phonological retrieval.
Phonological awareness is the ability of a reader to analyse and manipulate the
sound structure of a language via a range of tasks. Phonological awareness is the
umbrella term; It applies when the manipulated units are phonemes, instead of words,
onset-rime segments, or syllables.
Phonological working memory involves storing phoneme information in a
temporary, short-term memory store (Wagner & Torgesen, 1987). This phonemic
information is then readily available for manipulation during phonological awareness
tasks. Non-word repetition (e.g., repeat /pæg/) is one example of a phonological
working memory task.
Phonological retrieval is the ability to remember the phonemes related to
specific graphemes. Phonological retrieval can be evaluated by rapid naming tasks.
This ability to recall the speech sounds is also integral to phonological awareness.
Many researchers found that phonemic working memory and phonemic
awareness plays a central role in assessing a student's working memory capacity.
Therefore, researcher used Non-Word Repetition and Elision tests to phonological
working memory and phonemic awareness. These sub tests identify individual’s
strengths and weaknesses in developing phonological processing,
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3.4.8. Metacognitive Awareness Reading Strategies Inventory
Metacognitive Awareness Reading Strategies Inventory (MARSI), Version 1.0
which was developed by Mokhtari and Reichard (2002) was used to assess use of
reading strategy of students. It consists of three reading strategies; Global, ProblemSolving, and Support Strategy that plays an important role in text comprehension. This
inventory serves as a catalogue of strategies students report using while reading
academic or school-related materials such as textbooks, library materials, and magazine
articles (Majeed, 2017).
Metacognitive reading strategies inventory is illustrated on a 5-point, Likertscale that contains options such as. 1 (never or almost never do this), 2 (only
occasionally do this), 3 (sometimes do this), 4 (usually do this), 5 (always or almost
always do this). They provided essential information about the use of Mean score of
these items that can be interpreted as a mean < 2.4 as low usage, 2.5–3.4 as medium
usage, and < 3.5 as high usage. Researcher administered this tool and found Cronbach
alpha reliability of MARSI as 0.88.
3.4.9. Global Reading Strategies
Global Reading Strategies contains 13 items representing a set of reading
strategies that are oriented toward a global analysis of text. Global strategies can be
used to assess the act of reading. Items numbers included in MARSI are; 1, 3, 4, 7, 13,
14, 17, 19, 22, 23, 25, 26, 29.
Example:
I have a purpose in mind when I read.
3.4.10. Problem Solving Strategies
Problem-Solving Strategies consist of eight (8) that an individual uses to solve
the problem of reading when text becomes difficult to read. These strategies provide
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readers with action plans that allow them to navigate through text skilfully. Students
use these strategies that focus to solve reading problems and repair strategies when
problems occur in reading. The Item number of MARSI that involve Problem Strategies
are; 8, 10, 11, 16, 18, 21, 27, 30.
Example: I adjust my reading speed according to what I read.
3.4.11. Support Reading Strategies
Support Reading Strategies consists of nine (9) items that involve student’s
actions of using reference materials, taking notes and other practical strategies. These
strategies help students in understanding texts. Item numbers that indicate Support
Reading Strategies are; 2, 5, 6, 9, 12, 15, 20, 24, 28.
Example: I take notes while reading
Table 3.4 shows the detailed descriptions of Metacognitive Awareness Reading
Strategy Inventory.
Table 3.4
Description of Metacognitive Awareness Reading Strategy Inventory
Research
Instruments
MARSI
(Mukhtari &
Reichard,
2002)

3.5.

Sub-Test

Item No’s

i. Global Strategies

Number of
Items
13

ii. Problem-solving

8

8, 10, 11, 16, 18, 21, 27, 30

iii. Support Strategies

9

2, 5, 6, 9, 12, 15, 20, 24, 28

Total Test Items

30

1, 3, 4, 7, 13, 14, 17, 19, 22,
23, 25, 26, 29

VALIDATION OF RESEARCH INSTRUMENTS
Research instruments used in the study involved two kinds of tests; oral tests

and written tests. Oral tests such as Test of Word Reading Efficiency and
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Comprehensive Test of Phonological Processing are standardized and norm referenced.
Hence these tests did not require any validation.
Written tests of components of vocabulary knowledge (such as, graded
vocabulary level, Word Associate Test and Morphological Knowledge Test) were
researcher-developed, therefore required instrument validation. In order to have valid
tests, five (5) experts of English language were asked to judge the face and content
validity of the researcher-made tests on a five-point Likert Scale. Content validity
procedure was employed to determine Content validity indices of responses of experts.
Content validity is the degree to which an instrument has an appropriate sample of items
for the construct being measured” (Polit & Beck, 2004). Content validity of Index of
instruments was measured by using the following formula.
I-CVI = Number of experts giving a rating of “very relevant” for each item
Total Experts.
Where
I-CVI > 0.79 (item is relevant)
Between 0.70 and 0.79 (the item needs revision),
If the value is below 0.70 (the item is eliminated)
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Table 3.5
Content Validity of Graded Vocabulary Level Used in the Study
Item

Word

Meaning

1

Crumble

Break into pieces

2

Charm

3

Rater
1
5

Rater
2
4

Rater
3
5

Rater
4
5

Rater
5
4

Attraction

5

4

4

4

Pageant

A colorful
exhibition

4

3

4

4

Aptitude

Natural ability

3

4

5

Adorn

Decorate

5

6

Appoint

Select

7

Solitude

8

Agreement

I-CVI

5

1

4

5

1

4

4

4

0.8

5

5

4

4

0.8

5

5

4

4

5

1

4

4

4

5

5

5

1

State of being alone

4

4

5

5

5

5

1

Taboo

Forbidden

5

5

5

4

4

5

1

9

Chaos

Disorder

4

2

4

5

4

4

0.8

10

Venture

Project

4

5

5

1

4

4

0.8

11

Twinkle

Shine with delight

3

5

4

5

4

4

0.8

12

Host

person taking part
in an event

4

3

5

5

5

4

0.8

13

Refuge

Place of safety

1

4

5

4

4

4

0.8

14

Entertain

Amuse

3

5

5

5

5

4

0.8

15

Embodimen
t

Living example

4

4

4

3

5

4

0.8

16

Confess

To admit a
wrongdoing

4

5

5

5

5

5

1

17

Decade

A period of ten
years

4

1

5

5

4

4

0.8

18

Rinse

Wash quickly

4

1

5

5

4

4

0.8

19

Orphan

Child whose parents
are dead

4

5

5

2

5

4

0.8

20

Foe

An enemy in battle

3

5

5

4

5

4

0.8

21

Loathe

Prove something is
false

1

5

4

5

5

4

0.8

22

Devastate

Shock

4

3

5

4

5

4

0.8

23

Justify

Prove

3

4

5

5

4

4

0.8

24

Identity

Personality

3

4

5

5

4

4

0.8

25

Distract

Divert

4

5

5

3

5

4

0.8

26

Emigrant

Migrant

5

1

4

5

4

4

0.8

27

Endanger

Risk

4

4

5

5

4

5

1

28

Prohibit

Forbid

5

4

4

4

5

5

1

29

Wood

Forest

4

3

4

5

4

4

0.8

30

Recruit

Employee

5

3

5

5

4

4

0.8

31

Surety

The state of being
sure

5

4

5

5

5

5

1

32

Merge

combine

5

4

4

5

5

5

1
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Item

Word

Meaning

33

Integrate

34

Assimilate

Rater
1
5

Rater
2
4

Rater
3
5

Rater
4
4

Rater
5
5

Fatigue

Weakness

4

3

4

5

35

Insight

understanding

5

4

4

36

Broadcast

To transmit a
program

4

4

37

Sterling

of highest quality

4

38

Threat

Danger

39

Native

40

Agreement

I-CVI

5

1

5

4

0.8

5

5

5

1

5

5

4

5

1

2

5

4

5

4

0.8

4

4

5

4

5

5

1

Local

4

4

5

5

5

5

1

Minor

small in size

5

4

5

5

5

5

1

41

Meditation

Thought

4

4

5

5

4

5

1

42

Politician

Statesman

4

4

5

5

4

5

1

S-CVI/average = 0.88
Total Agreement= 42
S-CVI/UDA= 0.0148

Table 3.5 shows validation of graded vocabulary level that was developed to
assess the student’s knowledge about vocabulary given in textbooks of 9th and 10th
grades. Five experienced teachers were asked to judge the content validity of the
researcher's tests on a five-point Likert Scale. Responses of Likert Scale ranged from
strongly disagree (1), disagree (2), undecided (3), agree (4) and strongly agree (5).
Responses of raters were tabulated and their agreement scores were calculated.
Calculated value of the Item validity index of graded vocabulary level was 0.88.
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Table 3.6

I-CVI

Agreement

Rater 5

Rater 4

Rater 3

Rater 2

Rater 1

Collocation

Collocation

synonym

Synonym

Word

S. No

Content Validity of Word Associate Test Used in the Study

1

Absolute

Total

Complete

Truth

Reality

4

4

5

5

5

5

1

2

Acute

Critical

Serious

Condition

Angle

5

3

5

2

5

3

0.6

3

Common

General

Shared

Aim

Room

4

5

5

4

4

5

1

4

Constant

Regular

Continuous

Pain

Word

5

2

4

4

5

4

0.8

5

Convenient

Easy

Suitable

Way

Condition

5

4

4

5

5

5

1

6

Critical

Dangerous

Serious

Level

Temperature

4

4

4

4

5

5

1

7

Chivalry

Velour

Bravery

Act

Stance

4

5

4

2

4

4

0.8

8

Dynamic

Energetic

Active

Leadership

Personality

4

5

4

4

4

5

1

9

Distinct

Diverse

Different

Part

Feature

4

4

5

4

4

5

1

10

Domestic

Local

Internal

Animal

Program

5

3

5

5

4

4

0.8

11

Delicate

Sensitive

Difficult

Issue

Matter

4

4

4

5

4

5

1

12

Deep

Profound

cavernous

eye

Sea

4

2

5

5

4

4

0.8

13

Eloquent

Fluent

Expressive

Debater

Speaker

4

4

4

4

5

5

1

14

Equitable

Just

Fair

Decision

Matter

5

3

5

5

4

4

0.8

15

Essential

Compulsory

Evitable

Part

Element

4

4

5

5

4

0.8

16

Everlasting

Eternal

Endless

Life

Truth

5

5

5

4

4

5

1

17

Frozen

Icy

Cold

Meat

Lake

4

3

5

5

5

4

0.8

18

Integral

Fundamental

Essential

Role

Job

4

2

4

5

5

4

0.8

19

Immense

Huge

Vast

Need

Pleasure

5

2

5

5

5

4

0.8

20

Modest

Shy

Unsure

Behavior

Women

4

4

4

4

5

5

1

21

Minimal

Least

Average

Rate

Profit

4

3

5

5

4

4

0.8

22

Native

Local

Inhabitant

Person

Culture

5

3

4

5

5

4

0.8

23

Noble

Decent

Polite

Cause

Truth

4

5

5

5

4

5

1

24

Optimum

Minimum

Least

Usage

Area

5

3

4

4

5

4

0.8

25

Pensive

Thoughtful

Pondering

Mood

Pleasure

5

5

5

4

5

5

1

26

Pivot

Central

Real

Point

Role

4

2

4

5

5

4

0.8

27

Prime

Key

Profitable

Location

Solution

4

4

5

5

4

5

1

28

Spacious

Open

Roomy

Home

Light

4

5

5

5

5

5

1

29

Slender

Slim

Skinny

Body

Physique

5

5

4

5

5

5

1

30

Stern

Harsh

Severe

Behavior

Speech

4

5

5

4

4

5

1

S-CVI/average
0.9
Total Agreement
30
S-CVI/udA
0.03
Table 3.6 shows the content validity index of researcher made word associate
test. Items of word associates’ tests were taken from text books of 9th and 10th grades
being taught in secondary schools of Islamabad. Five experienced teachers were asked
to judge the content validity of word associate tests on a five-point Likert Scale.
Responses of raters were tabulated and their agreement scores were calculated.
Calculated value of the Item validity index of the word associate test was 0.90.
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Table 3.7

I-CVI

Agree
ment

Rater 5

Rater 4

Rater 3

Word

Rater 2

Item

Rater 1

Change
in Parts
of
Speech

Content Validity of Morphological knowledge Test Used in the Study

1.

Hopeless

(Verb/nounadjective)

4

5

3

4

4

5

1

2.

Rehabilitate

No change (VerbVerb)

5

5

5

5

4

5

1

3.

Upset

(Verb- adjective)

5

5

5

4

4

5

1

4.

Remarkable

(Verb- adjective)

4

5

5

5

4

5

1

5.

Un parallel

(Noun- adjective)

5

5

4

4

4

5

1

6.

Distinctive

(Noun- adjective)

4

1

5

5

4

4

0.8

7.

Politely

(Adjective- adjective)

5

5

4

5

3

4

0.8

8.

Companionship

(Noun-noun)

4

5

5

4

3

4

0.8

9.

Emotional

(Noun- adjective)

2

5

4

5

4

4

0.8

10.

Acceptable

(Verb- adjective)

3

5

5

5

5

4

0.8

11.

Appreciative

(Verb - adjective)

4

5

4

5

5

5

1

12.

Gentleness

(Adjective- Noun)

5

5

4

3

5

4

0.8

13.

Excessively

(Adverb- adjective)

4

5

5

5

5

5

1

14.

Environmental

(Noun- adjective)

3

5

5

5

5

4

0.8

15.

Truthfulness

(Adjective-Noun)

4

5

4

2

5

4

0.8

S-CVI/average
Total Agreement
S-CVI/UDA

0.89
15
0.04

Table 3.7 shows the content validity index of researcher made morphological
knowledge test. Items of morphological knowledge tests were taken from textbooks of
9th and 10th grades being taught in secondary schools of Islamabad. Five experienced
teachers were asked to judge the content validity of morphological knowledge tests on
a five-point Likert Scale. Responses of raters were tabulated and their agreement scores
were calculated. Calculated value of the Item validity index of the morphological
knowledge test was 0.89.
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3.6.

PILOT TESTING
Research instruments were pilot tested on small samples (excluding original

sample selected for present study) of the population. Johanson and Brooks (2010)
suggested that 30 representative participants from the population of interest is a
reasonable minimum recommendation for a pilot study where the purpose is
preliminary survey or scale development.
Reliability of research instruments was determined by using Cronbach alpha
except for oral tests which used other forms of reliability. Cronbach alpha values were
used to determine reliability of vocabulary level test (VLT), Word Associate Test
(WAT), Morphological Knowledge Test (MKT), Prior Knowledge Test and
Metacognitive Awareness Reading Strategy Inventory (MARSI). Cronbach alpha
values are reliant on the number of items in the instruments. If items of instruments are
less than ten, Cronbach alpha values can be quite small (Pallant, 2005). In such cases,
other forms of reliability can be used. These research instruments had fifteen (15) or
more than 15 items, therefore Cronbach alpha were considered appropriate for
assessing reliability of these instruments.
Oral tests like; Comprehensive Test of Phonological Processing (CTOPP-2),
Test of Word Reading Efficiency (TOWRE-2) and Qualitative Reading Inventory
(QRI-6) are individually administered, non-formal tests used for diagnostic purposes
and extensively administered tests in researches. Coefficient alpha was used to estimate
the reliability of CTOPP subtests (except the colour naming speed subtest which used
alternate-form coefficients). The mean coefficient alpha for working memory (nonword repetition and elision subtests) for children 15 years of average age was .89.
Coefficient alpha of non-word repetition was .77 and elision was .91. Coefficient alphas
for the composites were derived using Guilford’s (1954, p-393) formula and reported
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in CTOPP-2 (Wagner, Torgesen, Rashotte and Pearson, 1999). Test-retest reliability of
TOWRE-2 (as reported by examiner manual) of Form A for students 13-18 years old
were reported as Sight Word Reading (.81), Phonic Decoding Efficiency (.79) and Total
Word Reading Efficiency (.88).
Detailed description of research instruments being used, purposes of their
uses, constructs being measured, number of items in research instruments and their
reliability is given in table 3.8.

72

Table 3.8
Descriptions of Research Instruments used in the Study
Sr.
No
1

R. Instruments

Purpose of R. Instruments

Constructs

Items

Reliability

Vocabulary Level
Test
(Adapted and
modified, Schmitt
et al, 2001)

Vocabulary Level Test is used to
measure the quantity or number
of words of a particular language
one knows.

Vocabulary
Breadth

132

0.91

2

Word Associate
Test (Rahman &
Zafar, 2019)

The Word Associate Test
measures student’s knowledge
about synonyms and collocation
of words of the English language.

Vocabulary
Depth

120

0.92

3

Morphological
Knowledge Test
(Rahman & Zafar,
2019)

Vocabulary
Depth

15

0.88

4

CTOPP-2
(Wagner,
Torgeson &
Rashotte , 2013)

Working
Memory
Capacity

78

0.89

Morphological knowledge Test
measures students’ knowledge
about words and relationship of
these words with other words.
CTOPP-2 assesses students'
working memory capacity which
they use to remember and retrieve
words whenever required.

5

Qualitative
Reading Inventory
(Leslie &
Caldwell, 2006)

Qualitative Reading Inventory
assesses the students’ abilities to
read written texts of English
language fluently.

Reading
Fluency

245

--

6

TOWRE-2
(Torgeson,
Wagner &
Rashotte, 1999)
MARSI
(Mukhtari &
Reichard, 2002)

TOWRE-2 is used to assess
students’ ability to correctly
decode words of English texts.

Word
Decoding

167

0.88

MARSI
assesses
students’
strategy use while reading texts of
the English language.

Reading
Strategy Use

30

0.88

BADER Reading
Inventory
(Bader & Pearce,
2000)

BADER Reading Inventory is
used to measure students’ use of
prior topic knowledge.

Prior Topic
Knowledge

13

0.88

7

8

Total 160 secondary school students from 8 private and public secondary
schools were involved in pilot testing. Twenty students from each school were
randomly selected. Paper pencil Tests of vocabulary knowledge and reading
comprehension were administered in their respective schools. Similarly oral tests were
held individually. Data was statistically analysed using SPSS (23.0 Version). The
results of pilot testing revealed a high correlation between components of vocabulary
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knowledge and components of reading comprehension. Lately, research instruments
were modified in the light of the results of data of pilot testing. Table 3.9 shows the
students of public and private secondary schools involved in pilot testing of research
instruments.
Table 3.9
Students of Public and Private Schools Involved in Pilot Testing of Research
Instruments
Area

Gender

Urban

Rural

Boys

Public School
Students
20

Private School
Students
20

Total
Students
40

Girls

20

20

40

Boys

20

20

40

Girls

20

20

40

80

80

160

Total

3.7.

RESEARCH PROCEDURE
Research procedure involved all the activities that were done to collect data

from the sample of the study. Following steps were involved in the research procedure
to collect data from the sample of the study.
3.8.

DATA COLLECTION
Collection of data is a central part of a research work that a researcher

undertakes to get relevant data. Data was collected by going through following steps of
research procedure.
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3.8.1. Permission/ approval to conduct research
Formal procedure was adopted to get permission from Federal Directorate of
Education (FDE), Islamabad and Private Educational Institutions Regulatory Authority
(PEIRA).
3.8.2. Administration of Research Instruments
Research instruments were administered personally to the sample in their
respective educational institutions. Principals/ headmasters/ headmistresses were asked
to help in administering research instruments. Written assessment tests were
administered in the school's halls of respective schools. Written assessments involved
vocabulary level tests, Word Associates Test, Morphological Knowledge Test, Prior
Knowledge test, taken from BADER Reading and Language Inventory (Bader &
Pearce, 2009) and Metacognitive Awareness Reading Strategies Inventory. Two
thousand and one hundred (2100) sampled students were asked to participate in written
tests. Students were given suitable time to complete these tests. For oral data, two
hundred and ten (210) samples were selected from a major sample of the study. Three
students were randomly selected from a major sample of each school involved in the
study. Various researchers employed similar sampling frames; one containing higher
sample size and another small sample size to find relationships between two distinct
sets of variables. For example, Qian (1998) investigated the relationship between depth
of vocabulary knowledge and reading comprehension in Chinese and Korean EFL
learners. Researcher used various instruments to assess different aspects of depth of
vocabulary knowledge and reading comprehension. Researcher selected a small sample
size and administered interviews for in-depth investigation. Also, Elsayyad (2014)
investigated the relationship between working memory of students and their reading
comprehension in L1 Arabic and L2 English in Kuwaiti contexts. Researchers used
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similar mixed method research design to get qualitative and quantitative data.
Similarly, Cromely (2005) reviewed various studies to justify the sampling procedure
adopted in her study to find correlation between different components of reading
comprehension. Researcher applied a similar sampling method to select sample for
various components of reading comprehension in her study.
For present study, oral tests were administered in a separate room to ensure the
confidentiality of results after completion of written tests. Oral tests consisted of
measures of working memory, reading fluency and word decoding. Responses of
students were recorded, video-taped and transcribed for data analysis.
Research procedure contained three phases. Written tests were administered in
1st phase. Oral tests were administered in the second phase. Data obtained in 1st Phase
and 2nd phase was statistically correlated in third phase. Figure 3.3 shows the whole
research procedure employed to conduct this study.
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Phase-I

Reading
Comprehension

Vocabulary
Depth

Vocabulary
Breadth

VLT

MKT

WAT

Vocabulary Knowledge Scores
Phase-II

RS

PK

RF

WD

WM

Reading Comprehension Scores

Phase-III

Vocabulary knowledge Scores

Reading Comprehension Scores

Correlate VK Sores and RC Scores

Figure 3.3: Research Procedure employed to conduct present study
VLT (Vocabulary Level Test); MKT (Morphological Knowledge Test); WAT (Word Associate Test); WM
(Working Memory); RF (Reading Fluency); W.D (Word Decoding); RS (Reading Strategies); PK (Prior Knowledge)

3.8.3. Scoring Procedure
Following scoring methods were used to get inferences from the obtained data.
i. Vocabulary level Test
Vocabulary level Test contains one hundred and thirty-two (132) items. Items
were written in each cluster with six words in a column on the left and the corresponding
meaning senses of three of these in another column on the right. Learners were asked
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to match words written in the left-hand column with the meanings in the right-hand
column. Every correct response was given one mark (Qian, 1998).
ii. Word Associate Test
Two tests were administered to assess student’s knowledge about word
association tasks and morphological tasks. Word Associate Test (WAT) assesses
student’s knowledge about synonyms or near synonyms of a word and collocation
associates assess student’s knowledge about the words that appear frequently together.
Thirty words were given and every word had eight options. Students were asked to
recognize synonyms in the first four options and collocations in next four options.
Correct responses were awarded one mark. Total marks of Word Associate Test were
120 marks comprising; 60 marks of word associates and 60 marks of collocation
associates (Read, 1998 as cited in Adam & Sadegi, 2014).
iii. Morphological Knowledge Test
Morphological knowledge test was used to assess a student's ability to recognize
grammatical structure of sentences of English language. A list of 15 words was given
and students were given a task to mention which part of the sentence they represent.
Answers of students were marked. Every correct answer was given one mark (Qian,
1998).
iv. BADER reading and Language Inventory
Students were asked to answer 13 questions about their prior topic knowledge.
Students read the passages and answers the questions. Every correct answer was given
one (1) mark (Sanford, 2015).
v. Comprehensive Test of Phonological Processing
Working memory ability of students was assessed by administering
Comprehensive Test of Phonological Processing (CTOPP-2). Researcher purchased
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this test along with CDs and got permission to administer this test accordingly.
Comprehensive Test Of Phonological Processing (CTOPP-2) is an individually
administered test that encompasses various core tests such as Elision, Blending word,
segmenting words, Non-Word Repetition, Rapid Digit naming, Rapid Colour Naming.
Researchers used two core tests; Non-Word Repetition and Elision to measure
Phonological working memory and phonological awareness. Non-word repetition
consisted of 31 non-words which were presented to students in audio taped form held
in a CD. Participants were asked to repeat these words after listening them. Their
responses were recorded, transcribed and marked accordingly. Elision task consisted of
34 words. Participants were asked to read aloud these words. They were asked to read
the word, omitting a specific sound of an alphabet or a part of word. Phonological
Working Memory Composite Score and Phonological Awareness Composite Score
(PACS) were calculated using guidelines given in the examiner’s booklet. Both
composite scores were tabulated to assess working memory capacity of students.
vi. Qualitative Reading Inventory
Students were asked to read aloud a passage “World War-1”. The total time
required to read the passage was one minute. Student’s total number of words read
aloud and number of words read incorrectly were tabulated to calculate Total Word
Read per Minute (TWRM). Reading fluency can be compared to the “Independent,
Instructional, and Frustration” levels.
Total Word Read per Minute (TWRM) = WCPM + any uncorrected errors
Reading rate = WCPM/ WCPM + any uncorrected errors X 100
vii. Test of Word Reading Efficiency (TOWRE-2)
Student’s word recognition skill was measured by administering Test Of Word
Reading Efficiency (TOWRE-2). Researcher purchased the test and got permission to
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use this test to measure word decoding ability of students. This test consists of two lists;
sight words reading (104 sight words) and phonemic decoding (66 non-words). Author
provided standard words that rhyme with the target non-word on the record form and
also included the International Phonetic Alphabet. For example, item # 1 on Sight Word
List (Form A) is “ip” which the pronunciation guide indicates rhymes with the vowel
sound in “tip”.
Researcher individually administered the test. Participants were presented test
items and asked to read aloud the printed words on each word list in a 45 second
interval. Every correct response was given one (1) mark and an incorrect response was
marked as Zero (0). Practice items were provided to enable the students to respond
accurately to at least one item. Raw scores of both measures were computed and
Standard Score and Composite Score was calculated using the guideline given in the
examiner booklet. Composite Score was the measure of a student's word decoding
ability.
viii. Metacognitive Awareness Reading Strategy Inventory
Students were asked to give their views about their use of reading strategies they
adopted during reading a text on a Five Point Likert scale. This scale contains following
options:
S#
1
2
3
4
5

Responses
I never do this.
I occasionally do this.
I sometimes do this.
I usually do this.
I always do this.

Marks
1
2
3
4
5

Students’ responses were awarded marks given against each option. Students’
marks were then tabulated to find the students’ scores of use of a particular strategy
during reading texts. Composite scores of uses of reading strategies were calculated to
find overall students’ reading strategy use.
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3.9.

STATISTICAL ANALYSIS
Data analysis is the essential part of a research endeavour which bring order,

structure and meaning to the mass of collected data (Marshall & Rossman, 1999). Data
was statistically analysed by using the computer software SPSS 23 version. The
statistical techniques of Mean, Standard Deviation, Independent Sample t-test and
Pearson Correlation were used to assess the relationship among student’s various
aspects of vocabulary knowledge and their performance in different components of
reading comprehension.
Vocabulary level test and word associate test were used to assess a student's
level of knowledge of two aspects of vocabulary. Frequency, percentage, Mean and
Standard Deviation were used to elicit information about student’s levels of vocabulary
knowledge. The Independent Samples t-test was used to compare the mean score
differences of two groups based on gender, area and institutions. This statistical test
determines if two sets of data are significantly different from each other.
Frequencies, percentages, average scores (mean scores) were calculated to
assess student’s performance in components of reading comprehension. The statistical
techniques of Mean and standard Deviation were used to get the average and composite
score of each variable of reading comprehension that was used for correlation and
comparison of those variables. An Independent Sample t-test was used to determine the
difference between student’s performances in reading comprehension of two groups
based on area, gender and institutions.
Pearson Correlation was used to investigate the relationship among different
variables of study. Relationship of students’ knowledge of two aspects of vocabulary
knowledge and their performance in different components of reading comprehension
was investigated through this statistical technique. Results were presented in tables and
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besides frequencies the opinions of the respondents were calculated into percentage.
The details of statistical techniques used are given below.
3.9.1. Measures of Central Tendency (Mean)
Mean is the statistical technique that assesses the tendency of a sample to score
around average mean. Mean’s scores of samples were used to compare average
responses of groups and to determine which group performed better than other groups.
3.9.2. Measures of Variability (Standard Deviation)
Standard deviation is a statistical technique that is used to assess the variability
of score of a sample. It measures how dispersed the data is in a normal distribution.
3.9.3. Pearson Correlation
Pearson product-moment coefficient was used to investigate the relationship
between vocabulary knowledge and reading comprehension. Pearson product-moment
coefficient is designed to find out the relationship among continuous variables or for
one continuous variable and one dichotomous variable (Pallant, 2005).
Pearson correlation coefficients (r) ranges values from –1 to +1. The positive
sign indicates whether there is a positive correlation that means if one variable
increases, the other variable also increases. On the contrary, a negative sign indicates
whether there is an inverse correlation among variables that means if one variable
increases, the other variable decreases. The size of the absolute value (ignoring the sign)
provides an indication of the strength of the relationship. A perfect correlation of 1 or
–1 indicates that the value of one variable can be determined exactly by knowing the
value of the other variable. Various researchers used Pearson correlation technique to
explore the relationship of vocabulary knowledge and reading comprehension in
different contexts (Anjomshoa & Zamanian, 2014; Kehzin, 2015; Ma & Lin, 2015 &
Kameli & Beki, 2013).
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3.9.4. Cohen’s d
Independent sampled t-test indicates whether the difference between two groups
is statistically significant or non-significant. With large samples, even very small
differences between groups can become statistically significant. Cohen’s d was used to
calculate effect size between mean scores of two groups. Cohen’s d is the most
commonly used statistics to determine the effect size between means of two groups
(Pallant, 2005).
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CHAPTER 4
ANALYSIS AND INTERPRETATION OF DATA
Chapter 3 presents the detailed research procedure being employed in present
study. It includes population of study, sample, and sampling frame, development of
research instruments and pilot testing of these instruments. Data collection procedure
is also given. It also entails how related data was collected. Present chapter describes
how data was statistically analysed and interpreted using different statistical methods.
4.1.

ANALYSIS OF DATA
This study contains two types of data according to the mode of conducting

research. First type of data was obtained through written tests and other data was
obtained through oral tests. Written tests were administered to all sampled students. As
opposed to this, an oral test was administered to randomly selected students from
sampled students. The reason to administer oral tests was time constraints, as it was not
possible to administer oral tests to all sampled schools.
Both written tests and oral tasks were held in student’s respective schools.
Primarily, randomly selected students were identified through screening of student’s
according to the selection criteria from their respective schools. Then written tests were
administered in their school’s examination halls. English language teachers also helped
in administering the written tests. Students were guided to attempt these tests in an
unbiased manner.
Oral tests were conducted to selected students in the next sessions. Oral data
was coded, audio and video taped, and transcribed both types of data were entered in
SPSS (Version, 23) data file.
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4.2.

DESCRIPTIVE STATISTICS OF CONTINUOUS VARIABLES
Continuous variables consisted of measures of sub-components of vocabulary

knowledge and components of reading comprehension. Students were given two kinds
of tasks containing; written tests and oral tasks. Written tasks consisted of vocabulary
level test (132 items), word associate test (60 items), collocation associate test (60
items), morphological knowledge test (15 items), Metacognitive Awareness Reading
Strategy Inventory (30 items) and prior knowledge test (13 items).
Table 4.1
Descriptive Statistics of Sub-Components of Vocabulary Knowledge

Vocabulary Level Test

Word Associate Test

Sub-Components of VK

N

Mean

SD

Vocabulary 2000 Word Level

2088

20.76

3.98

Vocabulary 3000 Word Level

2088

16.65

5.01

Vocabulary 5000 Word Level

2088

11.56

5.22

Graded Vocabulary Level

2088

15.30

6.69

Word Associates

2088

40.58

10.18

Collocation Associates

2088

40.67

10.29

Morphological Knowledge

2088

7.52

4.58

Written tasks were administered to assess mean scores in measures of
vocabulary levels, word associates, collocation associates and morphological
knowledge. Research instruments containing; Vocabulary Level 2000-word level,
Vocabulary 3000-word level, vocabulary 5000-word level and Graded Vocabulary
level were administered to assess a student's breadth of vocabulary knowledge.
Additionally, Word Associate Test, Collocation Associates and Morphological
Knowledge Test were administered to assess a student's depth of vocabulary
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knowledge. Two thousand eighty-eight (2088) were involved in written tasks in seven
tests. Table 4.1 indicated mean and standard deviation of written tasks.
Majority of students responded in Vocabulary level 2000 words (M= 20.76, SD,
3.98), Word Associates (M=40.58, SD=10.18) and Collocation Associates
(M= 40.67, SD=10.29).
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Table 4.2
Descriptive Statistics of Oral Assessments of Reading Comprehension
Components of RC
1.

Working
Memory

N

Mean

SD

Non-Word Repetition

209

61.00

4.92

Elision

209

50.75

6.63

2.

Reading
fluency

Total correct word being read

209

142.62

27.74

3.

Word
decoding

Sight Word Reading

209

97.04

14.47

Phonetic Decoding Efficiency

209

106.11

12.06

Oral tasks were administered to assess mean scores on measures of subcomponents of reading comprehension. Oral tasks consisted of Qualitative reading
Inventory (247 words), Non-Word Repetition (31 non word), Elision (34 items), Sight
word Reading (106 words) and Phonetic Decoding (66 words). As mentioned in Table
4.2, students highly responded in measures of reading fluency (M=142.62,
SD= 27.74), Phonetic Decoding Efficiency (M=106.11, SD= 12.06) and Sight Word
Reading (M=97.04, SD =14.47).
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Table 4.3
Descriptive Statistics of Written Assessments of Reading Comprehension
Components of RC
1.

Reading strategy

Mean

SD

Solving 2088

29.50

5.73

Global Strategy

2088

45.47

7.85

Support Strategy

2088

32.33

6.31

2088

10.19

3.34

Problem

N

Strategy

2.

Prior
Knowledge

Topic

---

Written tasks were administered to assess mean scores on measures of student’s
uses of reading strategies and prior topic knowledge in reading comprehension. Written
tasks consisted of Metacognitive Awareness Reading Strategies Inventory (30 items)
and BADER reading and language Inventory (13 items). As mentioned in Table 4.3,
students highly responded in measures of global strategy (M= 45.47, SD= 7.85) in
reading strategy use. While they responded low in their use of prior topic knowledge
(M=10.19, SD= 3.34).
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4.3.

GROUP WISE COMPARISON ABOUT STUDENT’S SCORES IN
COMPONENTS OF VOCABULARY KNOWLEDGE
Independent sample t-test was used to assess breadth and depth of vocabulary

knowledge of students on gender basis, area basis and school’s category’s basis.
Independent sample t-test was used to compare the mean differences between two
groups. Independent sampled t-test indicates whether the difference between two
groups is statistically significant or non-significant. Cohen’s d was used to calculate
effect size which describes the total amount of variance between mean scores of two
groups. These tables show results of independent sampled t-test that tests the hypothesis
that the two groups have equal variances.
Table 4.4
Area wise Comparison of Student’s Scores of Breadth of Vocabulary Knowledge
Constructs

Area

N

Mean

SD

t

df

p

d

Vocabulary 2000 Word

Urban

776

20.54

4.15

-1.97

1533.23

0.05

0.11

Level

Rural

1312

20.9

3.86

Vocabulary 3000 Word

Urban

776

16.7

4.68

0.36

1757.8

0.71

0.02

Level

Rural

1312

16.62

5.18

Vocabulary 5000 Word

Urban

776

11.73

5.07

1.18

2086

0.24

0.05

Level

Rural

1312

11.45

5.31

Urban

776

15.69

6.58

2.05

2086

0.04

0.09

Level

Rural

1312

15.07

6.73

Vocabulary Breadth

Urban

776

64.66

15.68

0.86

2086

0.39

0.04

Rural

1312

64.04

16.12

Graded

Vocabulary

Table 4.4 shows the results of independent sampled t-test of scores of subcomponents of vocabulary breadth of students of urban and of rural areas. There was
no significant difference between scores of vocabulary 3000-word Level of students of
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urban area (M=16.7, SD=4.686) and students of rural area [M=16.62, SD=5.18,
t(1757.8) = 0.36; P=0.7], scores of vocabulary level 5000-word level of students of
urban area (M=11.73, SD=5.067) and students of rural area [M=11.45, SD=5.305, t
(2086) =1.18; P=0.24]. However, there was a significant difference between scores of
vocabulary 2000-word Level of students of urban area (M=20.54, SD=4.154) and
students of rural area [M=20.9, SD=3.86; t= (1533.23) =-1.97; P=0.05] and scores of
graded vocabulary level of students of urban area (M=15.69, SD= 6.57) and students
of rural area [M=15.08, SD=6.75, t(2086) =2.03, p = 0.04], and vocabulary breadth of
urban area (M=64.7, SD=15.68) and students of rural area [M=64.02, SD=16.13; t
(2086) =.95, p=.34] .Standard mean difference indicated small effect size between mean
scores of vocabulary breadth (d=.04) of both groups. It can be concluded that students
of urban and rural areas possessed similar breadth of vocabulary knowledge of English
language.
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Table 4.5
Area wise Comparison of Student’s Scores of Depth of Vocabulary Knowledge
Constructs

Area

N

Mean

SD

t

df

p

d

Word
Associates

Urban

776

39.95

9.31

-2.27

1802.14

0.02

.1

Rural

1312

40.96

10.66

Collocational
Associates

Urban

776

40.2

9.71

-1.65

1742.59

0.10

.08

Rural

1312

40.95

10.61

Morphological
Knowledge

Urban

776

7.34

4.34

-1.46

1733.53

0.15

.07

Rural

1312

7.63

4.71

Vocabulary
Depth

Urban

776

87.48

20.20

-2.13

1798.54

0.03

.1

Rural

1312

89.54

23.06

Summary of table 4.5 showed the result of independent sampled t-test of subcomponents of depth of vocabulary knowledge of students of urban and of rural areas.
Independent sample t-test showed that there was a significant difference between scores
of word associates of students of urban area (M=39.95, SD=9.31) and students of rural
area [M=40.96, SD=10.66, t(1802.14) = -2.27; P=0.02], and scores of vocabulary depth
of students of urban area (M= 87.48, SD=20.20) and students of rural area[M=89.54,
SD=23.06,t(1798.54)=-2.13; P=.03]. Additionally, there was no significance difference
between scores of collocational associates of students of urban area (M= 40.2, SD=
9.71) and students of rural area [M=4.95 , SD=10.61 , t(1742.59) =-1.65; P= 0.10], and
scores of morphological knowledge of students of urban area (M=7.34, SD=4.34) and
students of rural area [M=7.63, SD=4.71,t(1733.5)=1.46;P=0.15]. However, standard
mean difference indicated very small effect size between depth of vocabulary
knowledge (Cohen’s d= .1) of both groups. These differences between mean scores
were due to sampling errors. Collectively, students of rural area possessed somewhat
better depth of vocabulary knowledge than students of urban area.
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Table 4.6
Gender Wise comparison of Student’s Scores of their Breadth of Vocabulary
Knowledge
Constructs

Gender

N

Mean

SD

t

df

p

d

Vocabulary
2000 Word
Level
Vocabulary
3000 Word
Level
Vocabulary
5000 Word
Level
Graded
Vocabulary
Level
Vocabulary
Breadth

Boy
Girl

1014
1074

20.79
20.75

4.04
3.91

0.21

2086

0.84

.008

Boy
Girl

1014
1074

16.52
16.77

5.35
4.65

-1.12

2086

0.26

.05

Boy
Girl

1014
1074

11.65
11.46

5.25
5.19

0.83

2086

0.41

.04

Boy
Girl

1014
1074

15.55
15.06

6.73
6.63

1.67

2086

0.09

.07

Boy
Girl

1014
1074

64.51
64.04

16.43
15.49

0.66

2086

0.51

.03

Table 4.6 shows the results of independent sampled t-test of sub-components of
breadth of vocabulary knowledge of boy and girl students. Independent sample t-test
showed that there was no significant difference between scores of vocabulary 2000word Level of boy students (M=20.8, SD=4.04) and girl students [M=20.8, SD=3.91,
t(2086) = 0.21; P=0.8], 3000-word Level boy students (M=16.5, SD=5.35) and girl
students [M=16.8, SD=4.65, t(2086) = -1.12; P=0.3], scores of vocabulary level 5000word level of boy students (M=11.7, SD=5.25) and girl students[M=11.5, SD=5.19,
t(2086) =.86; P=0.41], graded vocabulary level of boy students (M=15.6, SD=6.73)
and girl students [M=15.06, SD=6.63; t= (2086) =1.67; P=0.09] and sores of vocabulary
breadth of boy students (M=64.5, SD= 16.43) and girl students [M=64.04, SD=15.49,
t(2086) =0.66, p = 0.51]. Standard mean difference indicated small effect size between
mean scores of vocabulary breadth (d=.03) of both groups. It can be concluded that
boy students and girl students possessed similar breadth of vocabulary knowledge of
English language.
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Table 4.7
Gender Wise Comparison of Student’s Scores of their Depth of Vocabulary
Knowledge
Components

Gender

Word Associates

Collocational Associates

Morphological Knowledge

Vocabulary Depth

N

Mean

SD

t

df

p

d

Boy

1014

39.62

9.7

1.83

2086

.07

.18

Girl

1074

41.49

10.5

Boy

1014

40.02

10.04

1.53

2086

.69

.12

Girl

1074

41.29

10.49

Boy

1014

7.14

4.49

1.61

2086

.11

.16

Girl

1074

7.88

4.63

Boy

1014

86.78

21.08

4.06

2086

.000

.18

Girl

1074

90.66

22.78

Table 4.7 showed the result of independent sampled t-test of word associates,
Collocational associates, morphological knowledge and depth of vocabulary
knowledge of boy and girl students. Independent sample t-test showed that there was
no significant difference between scores of word associates of boy students (M=39.62,
SD=9.7) and girl students [M=41.49, SD=10.5, t(2086) =1.83; P=0.07], and scores of
collocational associates of boy students (M=40.02, SD=10.04) and girl students
[M=41.29, SD=10.49, t(2086) = 1.53; P=.12], and scores of morphological knowledge
of boy students (M= 7.14, SD=4.49) and girl students[M=7.88, SD=4.63, t(2086) =
1.16; P=.16]. Overall, there was a significance difference between scores of depth of
vocabulary knowledge of boy students (M= 86.78, SD= 21.08) and girl students
[M=90.66, SD=22.78, t(2086) =4.06; P=.000]. Standard mean difference indicated very
small effect size between depth of vocabulary knowledge (Cohen’s d= .1) of both
groups. These differences between mean scores were due to sampling errors. It can be
concluded that girl students possessed better depth of vocabulary knowledge than boy
students.
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Table 4.8
School Wise comparison of Student’s Scores of their Breadth of Vocabulary
Knowledge
Constructs

N

Mean

SD

t

df

p

d

Vocabulary 2000
Word Level

School
Category
Public
Private

1344
744

20.6
21.07

4.00
3.91

-2.57

2086

.01

.1

Vocabulary 3000
Word Level

Public
Private

1344
744

16.6
16.73

4.86
5.25

-0.53

1437.57

.60

.02

Vocabulary 5000
Word Level

Public
Private

1344
744

11.72
11.25

5.09
5.43

1.97

1452.97

.05

.1

Graded Vocabulary
Level

Public
Private

1344
744

15.77
14.45

6.69
6.59

4.34

2086

.000

.2

Vocabulary Breadth

Public
Private

1344
744

64.7
63.49

15.66
16.45

1.66

2086

0.10

.07

Table 4.8 showed the result of independent sampled t-test of sub components of
breadth of vocabulary knowledge of students of public schools and of private schools.
Independent sample t-test showed that there was a significant difference between scores
of vocabulary 2000-word Level of students of public schools (M=20.6, SD=4.00) and
students of private schools [M=21.07, SD=3.91, t(2086) =-2.57; P=0.1], scores of
vocabulary level 5000-word level of students of public schools(M=11.72, SD=5.09)
and students of private students[M=11.25, SD=5.43, t(1452.97) =1.97; P=0.05], graded
vocabulary level of students of public schools M=15.77, SD=6.69) and students of
private schools [M=14.45, SD=6.59; t= (2086) =4.34; P=0.000]. however, there was no
significance difference between scores of 3000-word Level of students of public
schools (M=16.6, SD=4.86) and students of private schools [M=16.73, SD=5.25,
t(1437.57) = -0.53; P=0.60] and sores of vocabulary breadth of students of public schools
(M=64.7, SD= 15.66) and students of private schools [M=63.49, SD=16.45, t(2086)
=1.66, p = 0.10]. Standard mean difference (Cohen’s d) indicated small effect size

94

between mean scores of breadth of vocabulary knowledge (d= .07) of both groups.
These differences were due to sampling errors. It can be concluded that students of
public and private schools possessed similar breadth of vocabulary knowledge.
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Table 4.9
School Wise Comparison of Sub-Components of Depth of Vocabulary Knowledge
Constructs

School
Category
Public

N

Mean

SD

t

df

p

d

1344

39.53

9.66

-6.2

1390.98

0.000

0.3

Private

744

42.49

10.84

Collocational

Public

1344

39.82

9.86

-4.9

1414.58

0.000

0.3

Associates

Private

744

42.21

10.85

Morphological

Public

1344

7.16

4.48

-4.8

1471.64

0.000

0.3

Knowledge

Private

744

8.17

4.69

Vocabulary Depth

Public

1344

86.51

20.69

-6.1

1363.57

0.000

0.3

Private

744

92.87

23.79

Word Associates

Table 4.9 showed the result of independent sampled t-test of word associates,
Collocational associate and depth of vocabulary knowledge of students of public and
of private schools. Independent sample t-test showed that there was a significant
difference between scores of word associates of students of public schools (M=39.53,
SD=9.66) and students of private schools [M=42.49, SD=10.84, t(1390.98) = -6.2;
P=0.000], between scores of collocational associates of students of public schools
(M=39.82, SD=9.86) and students of private schools [M=42.21, SD=10.85, t(1414.58)
= -4.9; P=0.000], and scores of morphological knowledge of students of public schools
(M= 7.16, SD=4.48) and students of private schools [M=8.17, SD=4.69, t(1471.64) = 4.8; P=0.000], and between scores of vocabulary depth of students of public schools

(M= 86.51, SD= 20.69) and students of private schools [M=92.87, SD=23.79, t(1363.57)
=-1.65; P= 0.000]. Standard mean difference (Cohen’s d) indicated medium effect size
between mean scores of depth of vocabulary knowledge (d= 0.3) of both groups.. It can
be concluded that students of private schools possessed slightly better depth of
vocabulary knowledge than students of public schools.
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4.4.

GROUP WISE COMPARISON ABOUT STUDENT’S RESPONSES IN
COMPONENTS OF READING COMPREHENSION
Following tables show area wise, gender wise and school wise scores of

components of reading comprehension including; working memory capacity, reading
fluency, word decoding skills, reading strategies and prior knowledge of students that
were required for effective reading comprehension in learning of English at secondary
level.
Table 4.10
Area Wise Comparison of Student’s Scores of Core Subtests of Working Memory
Constructs

Area

N

Mean

SD

t

df

p

d

Non-Word
Repetition

Urban

76

59.93

3.31

-2.73

206.6

.007

.4

133

61.61

5.56

76

49.25

6.18

-2.51

207

.013

.4

133

51.61

6.74

Urban

76

108.92

7.16

-3.65

207

.000

.5

Rural

133

113.11

8.41

Elision

Rural
Urban
Rural

Working
Memory

Table 4.10 showed the result of core subtests of working memory of students of
urban and rural areas. Independent sampled t-test showed that there was a significant
difference between scores of Non-Word Repetition students of urban area (M=59.93 ,
SD=3.31 ) and students of rural area [M= 61.61, SD= 5.56, t(206.6)= -2.73 ; p=0.007], scores
of Elision students of urban area (M=49.25 , SD=6.18 ) and students of rural area [M=51.61,
SD=6.74 ,t(207)= -2.51 ; p=.013], and scores of Working Memory capacity students of urban
area (M=108.92 , SD=7.16 ) and students of rural area [M=113.11 , SD=8.41 ,t(207)= -3.65 ;
p=0.000]. Standard mean difference (Cohen’s d) indicated a medium effect size between

mean scores of working memory capacity (d=0.5) of students of urban and rural areas.
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It can be concluded that working memory capacity of students of rural area is somewhat
better than students of urban area.
Table 4.11
Area Wise Comparison of Student’s Scores of Reading Fluency
Construct

Area

N

Mean

SD

t

df

p

d

Reading Fluency

Urban

76

143.8

27.9

1.05

207

0.3

.07

Rural

133

141.9

27.7

Table 4.11 showed the result of reading fluency of students of urban and rural
area. Independent sample t-test showed that there was no significant difference between
scores of reading fluency of students of urban area (M=143.8,SD=27.9) and of student
of rural areas[M=141.9,SD=27.7; t(207)=1.05, p=0.3]. Standard mean difference
(Cohen’s d) indicated a small effect size between mean scores of reading fluency (d=
.07) of both groups. It can be concluded that the reading fluency of students of urban
area is similar to students in urban area.
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Table 4.12
Area Wise Comparison of Student’s Scores of Word Decoding Skills
Constructs

Area

Sight Word Urban
Reading
Rural

N
76

Mean
84.03

SD
10.755

133

80.88

12.987

Phonetic
Decoding
Efficiency

Urban

76

52.34

10.426

Rural

133

52.43

7.387

Word
Decoding

Urban

76

102.79

12.35

Rural

133

100.77 11.812

d

t
1.79

df
207

p
0.07

.3

-0.07

207

0.95

.01

1.167

207

0.25

.2

Table 4.12 showed the result of sub-tests of word decoding skill of students of
urban and rural areas. Independent sampled t-test showed that there was no significant
difference between scores of sight word reading students of urban area (M=84.03,
SD=10.755) and students of rural area [M=80.88, SD=10.755, t(207)= 1.79; p=0.07], scores
of phonemic decoding efficiency of urban area (M=52.34, SD=10.426) and students of rural
area [M=52.43, SD=7.387, t(207)= -0.07; p=0.95], and scores of word decoding skill students
of urban area (M=102.79, SD=12.35) and students of rural area [M=100.77, SD=11.812,
t(207)=1.167; p=0.25]. Standard mean difference (Cohen’s d) indicated a medium effect

size between mean scores of word decoding (d= 0.2) of both groups. It can be concluded
that students of urban area possessed similar word decoding skills as students of rural
area.
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Table 4.13
Area Wise Comparison of Student’s Reading Strategy Use
Constructs
Problem
Strategy

Area

N
776

Mean
29.56

SD
t
5.855 0.20

1312

29.5

5.649

776

45.74

7.953 1.19

1312

45.32

7.776

776

32.5

6.481 0.90

1312

32.24

6.194

Urban

776

103.8

18.94 0.50

Rural

1312

103.4

16.99

Solving urban
Rural

Global Strategy
Supporting Strategy
Reading strategies

urban
Rural
urban
Rural

d

df
2086

p
0.84

.01

2086

0.24

.05

2086

0.37

.04

2086

0.62

.02

Table 4.13 showed mean scores on the Reading Strategy Use of students of
urban area and students of rural area. Independent sampled t-test showed that there was
no significant difference between scores of problem solving strategy students of urban
area (M=29.56, SD=5.855) and students of rural area [M=29.5, SD=5.649, t(2086)=0.20;
p=0.84], scores of global strategy of urban area (M=45.74, SD=7.953) and students of rural
area [M=45.32, SD=7.776, t(2086)= 1.19; p=0.24], scores of supporting strategy students
of urban area (M=32.5, SD=6.481) and students of rural area [M=32.24, SD=6.194, t(2086)=

0.90; p=0.37], and scores of reading strategies students of urban area (M= 103.8, SD=18.94)
and students of rural area [M=103.4, SD=16.99, t(2086)= 0.50; p=0.62]. Standard mean

difference (Cohen’s d) indicated very small effect size between mean scores of reading
strategy use of both groups (d = 0.02) between both groups. It can be concluded that
students of urban area possessed similar reading strategy use as students of rural area.
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Table 4.14
Area Wise Comparison of Student’s Use of Prior Topic Knowledge
Constructs

Area

Prior Topic urban
knowledge
rural

N

Mean

SD

t

df

p

776

10.07

3.35

-1.4

2086

0.16

1312

10.28

3.32

d
.06

Table 4.14 showed the result of student’s use of prior topic knowledge of
students of urban and rural areas. Independent sample t-test showed p-value
that there was no significant difference between scores of use of prior topic knowledge
of students of urban area (M=10.07, SD=3.35) and students of rural area [M=10.28,
SD=3.32; t(2086)=-1.4; p=.16]. Standard mean difference indicated a very small effect
size between mean scores of student’s use of prior topic knowledge (d=.06) of both
groups. It can be concluded that the use of prior topic knowledge of students of rural
area is similar to students of urban area.
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Table 4.15
Gender Wise Comparison of Student’s Scores of Core Subtests of Working Memory
Capacity
Construct

School
Category
Boy
Girl

N

Mean

SD

t

df

p

d

102
107

61.38
60.64

3.9
5.71

1.1

188.71

0.3

.16

Elision

Boy
Girl

102
107

50.06
51.41

6.28
6.90

-1.5

207

0.14

.21

Working
Memory

Boy
Girl

102
107

111.45
111.72

7.22
9.10

-0.2

200.42

0.81

.03

Non-Word
Repetition

Table 4.15 showed results of student’s core subtests of working memory
capacity of boy and girl students. Independent sample t-test showed that there was no
significant difference between scores of non-word repetition of boy students (M=61.38,
SD=3.9) and girl students [M=60.64, SD=5.71, t(188.71) =1.1; p=0.3], and scores of
elision of boy students (M=50.06, SD=6.28) and girl students [M=51.41, SD=6.90,
t(207) = -1.5; P=0.14], and scores of working memory of boy students (M=111.45,
SD=7.22) and girl students[M=111.72, SD=9.10, t(200.42) = -0.2; P=0.81]. Standard
mean difference (Cohen’s=d) indicated very small effect size between working memory
capacity (d=.03) of both groups. It can be concluded that working memory capacity of
boy and girl students were similar.
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Table 4.16
Gender Wise Comparison of Student’s Scores of Reading Fluency
Construct
Reading
Fluency

School
Category
Boy

N

Mean

SD

t

df

p

d

102

139.34

26.85

-1.7

207

0.09

.2

Girl

107

145.75

28.33

Table 4.16 showed mean scores of reading fluency of boy and girl students.
Independent sample t-test showed that there no significant difference between score of
reading fluency of boy students (M=139.34,SD=26.85) and scores of girl students
[M=145.75,SD=28.33; t(207)=-1.7, p=.09]. Standard mean difference (Cohen’s d)
indicated a medium effect size between reading fluency (d = .2) of both groups. It can
be concluded that the reading fluency of boy students and girl students are moderately
the same.
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Table 4.17
Gender Wise Comparison of Student’s Score of Word Decoding Skills
Construct

School
Category

N

Mean

SD

t

df

p

d

Sight Word
Reading

Boy

102

83.62

11.159

1.84

207

0.07

.3

Girl

107

80.5

13.152

Phonetic
Decoding
Efficiency

Boy

102

51.13

10.034

-2.1

176.2

0.04

.3

Girl

107

53.61

6.775

Word Decoding

Boy

102

101.57

12.29

0.07

207

0.94

.01

Girl

107

101.45

11.815

Table 4.17 showed scores of sub-tests of word decoding skills of boy and girl
students. Independent sample t-test showed that there was a significant difference
between scores of phonetic decoding efficiency of boy students (M=51.13, SD=10.03)
and of girl students [M=53.61, SD=6.78, t(176.2)=-2.1;p=.04], however, there was no
significance difference between scores of sight word reading of boy students (M=83.62,
SD=11.16) and girl students [M=80.5, SD=13.16, t(207)=1.84; p=.07], and scores of
word decoding skill of boy students (M=101.57, SD=12.29) and girl students
[M=101.45, SD=11.82, t(207)=.07; p=.94]. Standard mean difference indicated a small
effect size between word decoding skills (d=.01) of both groups. It can be concluded
that word decoding skills of boy and girl students are similar to each other.
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Table 4.18
Gender Wise Comparison of Student’s Responses on their Reading Strategy Use
Construct

Gender

N

Mean

SD

t

df

p

d

Problem Solving
Strategy

Boy
Girl

1014
1074

29.45
29.59

5.81
5.65

-0.6

2086

0.6

.03

Global Strategy

Boy
Girl

1014
1074

45.54
45.41

7.79
7.9

0.38

2086

0.7

.02

Supporting
Strategy

Boy
Girl

1014
1074

32.33
32.35

6.44
6.18

-0.08

2086

0.9

.003

Reading strategy
Use

Boy
Girl

1014
1074

103.43
103.66

18.36
17.14

-0.29

2086

0.8

.01

Table 4.18 showed the result of student’s reading strategy use of boy and girl
students. Independent sample t-test showed that there was no significant difference
between scores of problem solving strategy of boy students (M=29.45, SD=5.81) and
of girl students [M=29.59, SD=5.65, t(2086)=- 0.6;p=0.6], scores of global strategy of
boy students (M=45.54, SD=7.79) and girl students [M=45.41, SD=7.9, t(2086)= 0.38;
p=0.71], scores of supporting strategy of boy students (M=32.33, SD=6.44) and girl
students [M=32.35, SD=6.18, t(2086)=-0.08; p=0.93], scores of reading strategy use of
boy students (M=103.43, SD=18.36) and girl students [M=103.66, SD=17.14, t(2086)=
-0.29; p=0.8]. Standard mean difference (Cohen’s d) indicated small effect size between
reading strategy use (d = 0.01) of both groups. It can be concluded that reading strategy
use of boy and girl students are similar to each other in learning the English language.
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Table 4.19
Gender Wise Comparison of Student’s Use of Prior Topic Knowledge
Construct

Gender

N

Mean

SD

t

df

p

d

Prior Topic knowledge Boy

1014

10.13

3.46

0.99

2086

0.003

.04

Girl

1074

10.27

3.23

Table 4.19 showed the result of scores of prior topic knowledge of boy and girl
students. Independent sample t-test showed that there was a significant difference
between scores use of prior topic knowledge of boy students (M=10.13 ,SD=3.46) and
of girl students [M=10.27, SD= 3.23; t(2086)=0.99, p=.04]. However, standard mean
difference indicated a small effect size between scores (d=.04) of both groups. It can be
concluded that prior topic knowledge of girl students is slightly better than boy students.
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Table 4.20
School Wise Comparison of Student’s Scores of core subtests of Working Memory
Constructs

School Category

N

Mean

SD

Non-Word
Repetition

t

df

p

Public
Private

137
72

60.26
62.42

5.21 -3.08 207 .002
3.99

.4

Elision

Public
Private

137
72

49.69
52.78

6.73 -3.28 207 .001
5.97

.5

Working Memory

Public
Private

137 109.82 8.08 -4.49 207 .000
72 114.96 7.43

.6

Table 4.20 showed the result of core subtests of working memory capacity of
students of public and of private schools. Independent sample t-test showed that there
was a significant difference between scores of non-word repetition of students of public
schools (M=60.26, SD=5.21) and students of private schools [M=62.42, SD=3.99,
t(207) =-3.08; p=0.002], and scores of elision of students of public schools (M=49.69,
SD=6.73) and students of private schools [M=52.78, SD=5.97, t(207) = -3.28;
P=0.001], and scores of working memory of students of public schools (M=109.82,
SD=8.08) and students of private schools [M=114.96, SD=7.43, t(207) = -4.49;
p=0.000]. Standard mean difference (Cohen’s d) indicated high effect size between
mean scores of working memory (d=.6) of both groups. It can be concluded that
working memory capacity of students of private schools are moderately better than
students of public schools.
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Table 4.21
School Wise Comparison of Student’s Scores of their Reading Fluency
Construct
Reading
Fluency

School
Category
Public

N

Mean

SD

t

df

p

137

138.69

28.76

-2.87

207

0.004

Private

72

150.10

24.16

d
.4

Table 4.21 showed the result of student’s reading fluency in public and private
schools. Independent sample t-test showed that there was a significance difference
between scores of reading fluency of students of public schools (M=138.69, SD=28.76)
and students of private schools [M=150.10, SD=24.16; t(207)-2.87, p= .004]. Standard
mean difference (Cohen’s d) indicated a medium effect size between mean scores of
reading fluency (d=-.41) of both groups. It can be concluded that the reading fluency of
students of private schools is moderately better than students of public schools.
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Table 4.22
School Wise Comparison of Student’s Scores of their Word Decoding Skill
Constructs
Sight
Reading

School
Category
Word Public
Private

N
137
72

Mean
83.09
79.99

SD
11.96
12.74

t
1.746

df
207

p
0.08

D
.2

Phonetic
Decoding
Efficiency

Public
Private

137
72

51.8
53.54

9.79
5.55

-1.645

205.77

0.10

.2

Word Decoding

Public
Private

137 101.88
72 100.81

12.31
11.46

0.611

207

0.54

.1

Table 4.22 showed the result of word decoding skills of students of public and
private schools. Independent sample t-test showed that there was no significance
difference between scores of sight word reading of students of public schools
(M=83.09, SD=11.96) and students of private schools [M=79.99, SD=12.74; t(207)
1.746, p= 0.08], and scores of phonic decoding efficiency of students of public schools
(M=51.8, SD=9.79) and students of private schools [M=53.54, SD=5.55, t(205.77) = 1.645; P=0.10], and scores of word decoding of students of public schools (M=101.88,
SD=12.31) and students of private schools [M=100.81, SD=11.46, t(207) = 0.611;
p=0.54]. Standard mean difference (Cohen’s d) indicated a small effect size between
mean scores of word decoding skills (d= .1) of both groups. It can be concluded that
word decoding skills of public-school students is similar to private school students.
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Table 4.23
School Wise Comparison of Student’s Scores of their Uses of Reading Strategies
Constructs

School
Category
Public
Private

N

Mean

SD

t

df

p

d

1344
744

29.27
29.97

5.94
5.29

-2.8

1684.99

.006

.1

Global Strategy

Public
Private

1344
744

45.35
45.69

8.13
7.30

-0.9

2086

.336

.04

Supporting
Strategy

Public
Private

1344
744

32.17
32.65

6.52
5.87

-1.7

1673.28

.089

.1

Reading
strategy Use

Public
Private

1344
744

102.99
104.55

18.69
15.82

-2.02

1755.73

.043

.1

Problem
Solving
Strategy

Table 4.23 showed the result of student’s reading strategy use of students of
public and private schools. Independent sample t-test showed that there was no
significant difference between scores of problem solving strategy of students of public
schools (M=29.27, SD=5.94) and students of private schools [M=29.97, SD=5.29,
t(1684.99)= -2.8;p=.006], scores of global strategy students of public schools
(M=45.35, SD=8.13) and students of private schools [M=45.69, SD=7.30, t(2086)= 0.9; p=0.336], scores of supporting strategy students of public schools (M=32.17,
SD=6.52) and students of private schools [M=32.65, SD=5.87, t(1673.28)= -1.7;
p=0.089], scores of reading strategy use students of public schools (M=102.99,
SD=18.69) and students of private schools [M=104.55, SD=15.82, t(1755.73)= -2.02;
p=0.043]. Standard mean difference (Cohen’s d) indicated a small effect size between
mean scores of reading strategy use (d= .1) of both groups. It can be concluded that
students of private schools employed better reading strategy use than students of public
schools.
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Table 4.24
School Wise Comparison between Student’s Scores of their use of Prior Topic
Knowledge
Construct
Prior Topic
knowledge

School
Category
Public

N
1344

Mean
9.98

SD
3.51

Private

744

10.6

2.95

t
-4.29

df
1766.9

p
0.000

d
.2

Table 4.24 showed the result of independent sampled t-test of student’s use of
prior topic knowledge of public and of private schools. Independent sample t-test
showed that there was a significant difference between mean scores of use of prior topic
knowledge of students of public schools (M=9.98, SD=3.51) and students of private
schools [M=10.6, SD=2.95, t(1766.9) =-4.29; P= .000] Standard mean difference
(Cohen’s d) indicated a small effect size between mean scores of use of prior topic
knowledge (d = .2) of both groups. It can be concluded that private school students had
somewhat better prior topic knowledge than public school students.
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4.5.

RELATIONSHIP

BETWEEN

COMPONENTS

OF

VOCABULARY

KNOWLEDGE AND COMPONENTS OF READING COMPREHENSION
Following tables show the relationship between breadth of vocabulary
knowledge and components of reading comprehension in English language learning at
secondary level.
Table 4.25
Relationship between Students’ Knowledge of Vocabulary 2000 Word Level and their
Working Memory Capacity
Constructs
Non-Word Repetition

Elision

Working Memory

Pearson Correlation

Vocabulary 2000
Word Level
0.108

Sig. (2-tailed)

0.118

Pearson Correlation

.026

Sig. (2-tailed)

.713

Pearson Correlation

.071

Sig. (2-tailed)

.305

N

209

Table 4.25 showed the result of correlation of vocabulary level 2000-word level
and student’s scores in non-word repetition task, elision task and working memory
capacity of students. Pearson correlation coefficient indicated that there was no
significant relationship between vocabulary 2000-word level and non-word repetition
task (p=0.12 > 0.05, r=0.11), elision task (p = 0.71 > .05, r = .03) and working memory
capacity of students. (p = .52 > .01, r = .305). Findings showed that a low relationship
existed between vocabulary level 2000-word, non-word repetition, elision and working
memory capacity of students.
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Table 4.26
Relationship between Students’ Knowledge of Vocabulary 3000 Word Level and their
Working Memory Capacity
Constructs
Non-Word Repetition

Elision

Working Memory

Vocabulary 3000
Word Level
.043

Pearson Correlation
Sig. (2-tailed)

.541

Pearson Correlation

.074

Sig. (2-tailed)

.288

Pearson Correlation

.062

Sig. (2-tailed)

.373

N

209

Table 4.26 showed the result of correlation of vocabulary level 3000-word level
and student’s scores in non-word repetition task, elision task and working memory
capacity of students. Findings showed that there was no significant relationship
between

vocabulary

level

3000

word

and

non-word

repetition

task

(p = .541 > 0.05, r =.043), elision task (p = .288 > 0.05, r = .074) and working memory
capacity of students (p = .373 > 0.05, r = .062). Pearson correlation coefficient indicates
a low relationship between vocabulary level 3000-word, non-word repetition, elision
and working memory capacity of students.
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Table 4.27
Relationship between Students’ Knowledge of Vocabulary 5000 Word Level and their
Working Memory Capacity
Constructs
Non-Word Repetition

Elision

Working Memory

Vocabulary 5000
Word Level
.029

Pearson Correlation
Sig. (2-tailed)

.681

Pearson Correlation

.075

Sig. (2-tailed)

.278

Pearson Correlation

.067

Sig. (2-tailed)

.337

N

209

Table 4.27 showed the result of correlation of vocabulary level 5000-word level
and student’s scores in non-word repetition task, elision task and working memory
capacity of students. Findings showed that there was no significant relationship
between

vocabulary

level

5000

word

and

non-word

repetition

task

(p = .681 > .05, r =.029), elision task (p = .278 > .05, r = .075) and working memory
capacity of students (p = .337, r = .067). Pearson correlation coefficient indicates a low
relationship existed between vocabulary level 5000-word, non-word repetition, elision
and working memory capacity of students.
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Table 4.28
Relationship between Students’ Knowledge of Graded Vocabulary Level and their
Working Memory Capacity
Constructs
Non-Word Repetition

Elision

Working Memory

Pearson Correlation

Graded Vocabulary
Level
.036

Sig. (2-tailed)

.601

Pearson Correlation

-.030

Sig. (2-tailed)

.666

Pearson Correlation

-.034

Sig. (2-tailed)

.627

N

209

Table 4.28 showed the relationship of graded vocabulary level and student’s
scores in non-word repetition task, elision task and their working memory capacity.
Finding indicated that there is no significant relationship between graded vocabulary
level and non-word repetition task (p = .601>.05, r = 0.036), elision task (0.666 > .05,
r = -.030) and their working memory capacity (p =.627, r = -.034). Hence a student's
score on measures of graded vocabulary level is negatively correlated with their scores
on measures of nonword repetition, elision and working memory. It is concluded that
graded vocabulary level had negative correlation with non-word repetition, elision and
working memory capacity of students.
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Table 4.29
Relationship between Students’ Breadth of Vocabulary and their Working Memory
Capacity
Constructs
Non-Word Repetition

Elision

Working Memory

Vocabulary Breadth
Pearson Correlation

.066

Sig. (2-tailed)

.342

Pearson Correlation

.042

Sig. (2-tailed)

.548

Pearson Correlation

.045

Sig. (2-tailed)

.521

N

209

Table 4.29 showed the relationship of a student's breadth of vocabulary
knowledge and their scores in nonword repetition tasks, elision tasks and their working
memory capacity. Finding indicated that that there is no significant relationship
between breadth of vocabulary knowledge and their scores in non-word repetition task
(p = .342 >.05, r = 0.066), elision task (0.548 > .05, r = .042) and their working memory
capacity (p = .521, r = .045). Hence a student's score on a measure of graded vocabulary
level was not significantly correlated with their scores on measures of nonword
repetition, elision and working memory. Pearson correlation coefficient indicated a
very low relationship between these measures. It is concluded that there was a low
relationship between breadth of vocabulary knowledge and non-word repetition, elision
and working memory capacity of students.
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Table 4.30
Relationship between Students’ Knowledge of Word Associates and their Working
Memory Capacity
Constructs
Non-Word Repetition

Elision

Working Memory

Word Associates
Pearson Correlation

.078

Sig. (2-tailed)

.262

Pearson Correlation

.019

Sig. (2-tailed)

.790

Pearson Correlation

.070

Sig. (2-tailed)

.316

N

209

Table 4.30 showed the relationship of student’s knowledge of word associates
and their scores in nonword repetition tasks, elision tasks and their working memory
capacity. Finding indicated non-significant relationship between student’s knowledge
of word associates and their scores in non-word repetition task (p = .262> .05,
r = .078), elision task (0.790 > .05, r = .019) and their working memory capacity
(p=.316, r = .070). Findings showed that student’s knowledge of word associates was
not significantly correlated with their scores on measures of nonword repetition, elision
and working memory. Pearson correlation coefficient indicated a very low relationship
between these measures, however the relationship between both variables was not
significant. It is concluded that word associates had no significant relationship with
non-word repetition, elision and working memory capacity of students.
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Table 4.31
Relationship between Students’ Knowledge of Collocational Associates and their
Working Memory Capacity
Constructs
Non-Word Repetition

Elision

Working Memory

Collocational Associates
Pearson Correlation

.139*

Sig. (2-tailed)

.045

Pearson Correlation

-.054

Sig. (2-tailed)

.436

Pearson Correlation

.044

Sig. (2-tailed)

.523

N

209

Table 4.31 showed the relationship of student’s knowledge of collocational
associates and their scores in nonword repetition tasks, elision tasks and their working
memory capacity. Finding indicated non-significant relationship between student’s
knowledge of collocational associates and their scores in non-word repetition task (p
=.045 > .05, r = .139), elision task (.436 > .05, r = -.054) and their working memory
capacity (p=.523, r = .044). Findings showed that student’s knowledge of collocational
associates was not significantly correlated with their scores on measures of nonword
repetition, elision and working memory. Pearson correlation coefficient indicated a
very low relationship between these measures. It is concluded that collocational
associates had a low relationship with non-word repetition, elision and working
memory capacity of students. It means as student’s knowledge of collocational
associates increases, their working memory capacity also increases.
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Table 4.32
Relationship between Students’ Morphological Knowledge and their Working
Memory Capacity
Constructs
Non-Word Repetition

Elision

Working Memory

Pearson Correlation

Morphological
Knowledge
.129

Sig. (2-tailed)

.063

Pearson Correlation

-.124

Sig. (2-tailed)

.074

Pearson Correlation

-.012

Sig. (2-tailed)

.859

N

209

Table 4.32 showed the relationship of student’s morphological knowledge and
their scores in nonword repetition tasks, elision tasks and their working memory
capacity.

Finding

indicated

non-significant

relationship

between

student’s

morphological knowledge and their scores in non-word repetition task (p =.063 > .05,
r = .129), elision task (p= .074 > .05, r = -.124) and their working memory capacity
(p=.859, r = -.012). Pearson correlation coefficient indicated a low relationship between
morphological knowledge and non-word repetition task and a low negative relationship
between morphological knowledge and elision task. As a whole Pearson correlation
coefficient indicated a negative relationship between morphological knowledge and
student’s working memory capacity in learning of English language. It is concluded
that morphological knowledge had a low negative relationship with non-word
repetition, elision and working memory capacity of students. It means that if
morphological knowledge of students increases their working memory capacity
decreases.
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Table 4.33
Relationship between Students’ Vocabulary Depth and their Working Memory
Capacity
Constructs
Non-Word Repetition

Elision

Working Memory

Vocabulary Depth
Pearson Correlation

.129

Sig. (2-tailed)

.063

Pearson Correlation

-.043

Sig. (2-tailed)

.541

Pearson Correlation

.051

Sig. (2-tailed)

.464

N

209

Table 4.33 showed the relationship of student’s depth of vocabulary knowledge
and their scores in nonword repetition tasks, elision tasks and their working memory
capacity. Finding indicated non-significant relationship between student’s depth of
vocabulary knowledge and their scores in non-word repetition task (p =.045 > .05, r =
.139), elision task (.436 > .05, r = -.054) and their working memory capacity (p=.523, r
= .044). Findings showed that student’s depth of vocabulary knowledge was not
correlated with their scores on measures of nonword repetition, elision and working
memory. Pearson correlation coefficient indicated a very low relationship between
these measures. It is concluded that vocabulary depth of students had non-significant
relationship with non-word repetition, elision and working memory capacity of
students.
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Table 4.34
Relationship between Students’ Knowledge of Vocabulary 2000 Word Level and their
Reading Fluency
Construct
Reading Fluency

Vocabulary 2000 Word Level
Pearson Correlation

-.057

Sig. (2-tailed)

.411

N

209

Table 4.34 showed the relationship of vocabulary level 2000-word level and
their scores in reading fluency. Finding indicated that there was no significant
relationship between vocabulary 2000-word level and reading fluency task
(p = .411>.01, r = -.057). Pearson correlation coefficient indicated a low relationship
between two variables. Hence a student's score on measure of vocabulary 2000-word
level is not significantly correlated with their scores on measures of reading fluency. It
is concluded that vocabulary level 2000-word level doesn’t improve student’s reading
fluency in learning the English language.
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Table 4.35
Relationship between Students’ Knowledge of Vocabulary 3000 Word Level and their
Reading Fluency
Construct
Reading Fluency

Vocabulary 3000 Word Level
Pearson Correlation

-.049

Sig. (2-tailed)

.482

N

209

Table 4.35 showed the relationship between a student's knowledge of
vocabulary level 3000-word level and their scores in reading fluency. Finding indicated
that there was no significant relationship between vocabulary 3000-word level and
reading fluency task (p = .482 > .01, r =-.057). Pearson correlation coefficient indicated
a low relationship between two variables. Pearson correlation coefficient indicated a
negative relationship between student’s scores on measure of vocabulary 3000-word
level and their scores on measures of reading fluency. It is concluded that a vocabulary
level 3000 words doesn’t improve a student's reading fluency in learning the English
language.
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Table 4.36
Relationship between Students’ Knowledge of Vocabulary 5000 Word Level and their
Reading Fluency
Construct
Reading Fluency

Vocabulary 5000 Word Level
Pearson Correlation

-.004

Sig. (2-tailed)

.951

N

209

Table 4.36 showed the relationship between a student's knowledge of
vocabulary level 5000-word level and their scores in reading fluency. Finding indicated
that there is no significant relationship between vocabulary 5000-word level and
reading fluency task (p= .951> 0.01, r = -.004). Pearson correlation coefficient indicated
a low negative relationship between two variables. It is concluded that a vocabulary
level of 5000-word level doesn’t improve a student's reading fluency in learning the
English language.
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Table 4.37
Relationship between Students’ Knowledge of Graded Vocabulary Level and their
Reading Fluency
Construct
Reading Fluency

Graded Vocabulary Level
Pearson Correlation

.023

Sig. (2-tailed)

.737

N

209

Table 4.37 showed the relationship between a student's knowledge of graded
vocabulary level and their scores in reading fluency. Finding indicated that there was
no significant relationship between a student's knowledge of graded vocabulary level
and their reading fluency task (p= .737 > 0.01, r=.023). Pearson correlation coefficient
indicated very low relationship between two variables. It is concluded that knowledge
of graded vocabulary level doesn’t improve a student's reading fluency in learning the
English language.
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Table 4.38
Relationship between Students’ Breadth of Vocabulary Knowledge and their Reading
Fluency
Construct
Reading Fluency

Vocabulary Breadth
Pearson Correlation

-0.02

Sig. (2-tailed)

0.08

N

209

Table 4.38 showed the relationship between student scores of breadth of
vocabulary Knowledge and their reading fluency in learning of English language.
Finding indicated that there is no significant relationship between breadth of vocabulary
knowledge and reading fluency of students (0.8 > 0.01, r = -.02). Pearson correlation
coefficient indicated a very low relationship between two variables. It is concluded that
breadth of vocabulary knowledge doesn’t improve a student's fluency in reading texts
in English language.
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Table 4.39
Relationship between Students’ Knowledge of Word Associates and their Reading
Fluency
Word Associates

Construct
Reading Fluency

Pearson Correlation

-0.02

Sig. (2-tailed)

0.74

N

209

Table 4.39 showed the relationship between a student's knowledge of word
associates and their reading fluency. Finding indicated that there was no significant
relationship between student’s knowledge of word associates and reading fluency tasks
(p = .74 > .01, r = -.02). Pearson correlation coefficient indicated a negative relationship
between two variables. As a student's knowledge of word associates increases, their
fluency in reading texts in English decreases.
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Table 4.40
Relationship between Students’ Knowledge of Collocation Associates and their
Reading Fluency
Collocation Associates

Construct
Reading Fluency

Pearson Correlation

-.077

Sig. (2-tailed)

.269

N

209

Table 4.40 showed the relationship between student’s knowledge of collocation
associates and their fluency in reading texts of the English language. Finding of the
table showed that there was no significant relationship between collocation associates
and reading fluency tasks (p = .269 > 0.01, r = -.077). Pearson correlation coefficient
indicated a low negative relationship between two variables. It is concluded when a
student's knowledge of collocation associates increases, subsequently their fluency in
reading text of English language decreases. It is concluded that collocation associates
don't improve a student's reading fluency in learning the English language.
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Table 4.41
Relationship between Students’ Morphological Knowledge and their Reading Fluency
Construct
Reading Fluency

Morphological Knowledge
Pearson Correlation

-.065

Sig. (2-tailed)

.351

N

209

Table 4.41 showed the relationship between morphological knowledge of
students and their reading fluency of English language. Finding indicated that there was
no significant relationship between morphological knowledge and reading fluency (p =
.351 > 0.01, r = -0.65). Pearson correlation coefficient indicated a low negative
relationship between two variables. When a student's morphological knowledge
increases, their fluency in reading English language decreases. It is concluded that
morphological knowledge doesn’t improve a student's reading fluency in learning the
English language.
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Table 4.42
Relationship between Students’ Depth of Vocabulary Knowledge and their Reading
Fluency
Vocabulary Depth

Construct
Reading Fluency

Pearson Correlation

-0.11

Sig. (2-tailed)

0.13

N

209

Table 4.42 showed a relationship between composite scores of depth of
vocabulary Knowledge and student’s reading fluency in learning of English language.
Finding showed that there was no significant relationship between depth of vocabulary
knowledge and student’s reading fluency (p = 0.13 > 0.01, r = -.11). Pearson correlation
coefficient indicated a low negative relationship between two variables. It is concluded
that a student's depth of vocabulary knowledge does not improve their fluency in
reading texts in English language.
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Table 4.43
Relationship between Student’s Knowledge of Vocabulary 2000 Word Level and Their
Word Decoding Skill
Constructs
Sight Word Reading

Phonetic Decoding Efficiency

Word Decoding

Pearson Correlation

Vocabulary 2000
Word Level
-.030

Sig. (2-tailed)

.672

Pearson Correlation

-.072

Sig. (2-tailed)

.300

Pearson Correlation

.06

Sig. (2-tailed)

.38

N

209

Table 4.43 showed the relationship of student’s knowledge of vocabulary level
2000-word level and their scores in sight word reading. Finding indicated that there was
no significant relationship between vocabulary 2000-word level and sight word reading
task (p= .672 > 0.05, r= -.030), phonetic decoding efficiency (p =.300,
r = -.072) and word decoding skills (p =.38>.05, r = .06). Pearson correlation coefficient
indicated low negative relationship between students’ knowledge of 2000 word level
and scores of sub-tests of word decoding. Findings also indicated a very low
relationship between a student's vocabulary 2000-word level and their word decoding
skill. It is concluded that vocabulary 2000-word level and word decoding skills of
students have no relationship in learning the English language.
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Table 4.44
Relationship between Student’s Knowledge of Vocabulary 3000 Word Level and their
Word Decoding Skill
Constructs
Sight Word Reading

Phonetic Decoding Efficiency

Word Decoding

Pearson Correlation

Vocabulary 3000
Word Level
.025

Sig. (2-tailed)

.715

Pearson Correlation

.125

Sig. (2-tailed)

.071

Pearson Correlation

.086

Sig. (2-tailed)

.213

N

209

Table 4.44 showed the relationship between a student's knowledge of
vocabulary level 3000-word level and their sight word reading, phonetic decoding
efficiency and word decoding skill. Finding indicated that there was no significant
relationship between vocabulary 3000-word level and sight word reading
(p = .715>.01, r = .025), phonetic decoding efficiency (p = .071 > .01, r = - .125) and
word decoding skills (p =.213 > .01, r = .086). Pearson correlation showed low
relationship between vocabulary 3000-word level and sight word reading, phonetic
decoding efficiency, as well as, word decoding skills of students. It is concluded that
vocabulary level 3000-word level doesn’t improve student’s sight word reading,
phonetic decoding efficiency and word decoding skills to use in learning the English
language.
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Table 4.45
Relationship between Students’ Knowledge of Vocabulary 5000 Word Level and Their
Word Decoding Skill
Constructs
Sight Word Reading

Phonetic Decoding Efficiency

Word Decoding

Pearson Correlation

Vocabulary 5000
Word Level
.012

Sig. (2-tailed)

.866

Pearson Correlation

.113

Sig. (2-tailed)

.103

Pearson Correlation

.064

Sig. (2-tailed)

.357

N

209

Table 4.45 shows the relationship of vocabulary level 5000-word level and
mean scores in their phonetic decoding efficiency. Finding indicated that there is no
significant relationship between vocabulary 5000-word level and sight word reading
task (p = .866 > .01, r = .012), phonetic decoding efficiency (p = .103 > .05, r = .113)
and word decoding (p = .357> .01, r = .064) between two variables. Hence a student's
score on a measure of vocabulary 5000-word level is not significantly correlated with
their scores on measures of sight word reading task. It is concluded that vocabulary
level 5000-word level doesn’t improve student’s sight word reading in learning the
English language.
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Table 4.46
Relationship between Students’ Knowledge of Graded Vocabulary Level and their
Word Decoding Skill
Constructs
Sight Word Reading

Phonetic Decoding Efficiency

Word Decoding

Pearson Correlation

Graded Vocabulary
Level
.077

Sig. (2-tailed)

.268

Pearson Correlation

.048

Sig. (2-tailed)

.490

Pearson Correlation

.053

Sig. (2-tailed)

.449

N

209

Table 4.46 shows the relationship of graded vocabulary level of students’ and
their sight word reading task. Finding indicated that there is no significant relationship
between graded vocabulary level and sight word reading task (p = .268 > .01,
r = .077), phonetic decoding efficiency (p = .490 > .01, r = .048) and word decoding (p
= .449 > .01, r = .053) between two variables. Hence a student's score on measure of
graded vocabulary level is not significantly correlated with their scores on measures of
Phonetic decoding efficiency. It is concluded that graded vocabulary level doesn’t
improve student’s Phonetic decoding efficiency in learning of English language
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Table 4.47
Relationship between Students’ Breadth of Vocabulary Knowledge and their Word
Decoding Skill
Constructs
Sight Word Reading

Phonetic Decoding Efficiency

Word Decoding

Vocabulary Breadth
Pearson Correlation

.060

Sig. (2-tailed)

.385

Pearson Correlation

.026

Sig. (2-tailed)

.709

Pearson Correlation

.06

Sig. (2-tailed)

.38

N

209

Table 4.47 shows the relationship of vocabulary breadth and mean scores in
sight word reading tasks. Finding indicated that there is no significant relationship
between vocabulary breadth and sight word reading task (p = .385 > .01, r = .060),
phonetic decoding efficiency (p = .709 > .01, r = .026) and word decoding
(p = .38>.01, r = .06) between two variables Hence student’s score on measure of
vocabulary breadth is not significantly correlated with their scores on measures of
Phonetic decoding efficiency. It is concluded that vocabulary breadth doesn’t improve
student’s Phonetic decoding efficiency in learning of English language

134

Table 4.48
Relationship between Students’ Knowledge of Word Associates and their Word
Decoding Skill
Constructs
Sight Word Reading

Phonetic decoding Efficiency

Word Decoding

Word Associates
Pearson Correlation

-.064

Sig. (2-tailed)

.354

Pearson Correlation

-.050

Sig. (2-tailed)

.473

Pearson Correlation

-.073

Sig. (2-tailed)

.294

N

209

Table 4.48 shows the relationship of word associates and mean scores in sight
word reading tasks. Finding indicated that there is no significant relationship between
word associates and sight word reading task (p =.354 > .01, r = - .064), phonetic
decoding efficiency (p= .473 > .01, r = -.050) and word decoding (p = .294 > .01,
r = -.073) between two variables Hence student’s score on measure of word associates
is not significantly correlated with their scores on measures of Phonetic decoding
efficiency. It is concluded that word associates don't improve a student's Phonetic
decoding efficiency in learning the English language.
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Table 4.49
Relationship between Students’ Knowledge of Collocation Associates and their Word
Decoding Skill
Constructs

Collocation Associates

Sight Word Reading

Phonetic
Efficiency
Word Decoding

Pearson Correlation

-.027

Sig. (2-tailed)

.701

Decoding Pearson Correlation

-.056

Sig. (2-tailed)

.417

Pearson Correlation

-.050

Sig. (2-tailed)

.469

N

209

Table 4.49 shows the relationship of vocabulary level 2000-word level and
mean scores in sight word reading task. Findings indicated that there is no significant
relationship between vocabulary 2000-word level and sight word reading task
(p = .701 > .05, r = -.027), phonetic decoding efficiency (p = .417 > .01, r = -.056) and
word decoding (p = .469 > .01, r = -.050) between two variables Hence student’s score
on measure of collocation associates is not significantly correlated with their scores on
measures of Phonetic decoding efficiency. It is concluded that collocation associates
don't improve a student's Phonetic decoding efficiency in learning the English language.
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Table 4.50
Relationship between Students’ Morphological Knowledge and Their Word Decoding
Skill
Constructs
Sight Word Reading

Phonetic Decoding Efficiency

Word Decoding

Morphological Knowledge
Pearson Correlation

-.117

Sig. (2-tailed)

.091

Pearson Correlation

-.083

Sig. (2-tailed)

.233

Pearson Correlation

-.105

Sig. (2-tailed)

.131

N

209

Table 4.50 shows the relationship of vocabulary level 2000-word level and
mean scores in sight word reading task. Finding indicated that there is no significant
relationship between morphological knowledge and sight word reading task
(p=.091>.05, r = -.117), phonetic decoding efficiency (p = .233 > .01, r = -.083) and
word decoding (p = .131 > .01, r = -.105) between two variables. Hence student’s score
on measures of morphological knowledge is not significantly correlated with their
scores on measures of Phonetic decoding efficiency. It is concluded that morphological
knowledge doesn’t improve a student's Phonetic decoding efficiency in learning the
English language.
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Table 4.51
Relationship between Students’ Depth of Vocabulary Knowledge and their Word
Decoding Skill
Constructs
Sight Word Reading

Phonetic Decoding Efficiency

Word Decoding

Vocabulary Depth
Pearson Correlation

-.049

Sig. (2-tailed)

.479

Pearson Correlation

-.059

Sig. (2-tailed)

.399

Pearson Correlation

-.079

Sig. (2-tailed)

.254

N

209

Table 4.51 shows the relationship of vocabulary depth and mean scores in sight
word reading tasks. Finding indicated that there is no significant relationship between
vocabulary depth and sight word reading task (p = .091 > .05, r = -.117), phonetic
decoding efficiency (p = .233 > .01, r = -.083) and word decoding (p=.131>.01, r = .105) between two variables. Hence, student’s vocabulary depth is not significantly
correlated with sight word reading, Phonetic decoding efficiency and word decoding
skills. Overall, vocabulary depth doesn’t improve student's Phonetic decoding
efficiency in learning the English language.
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Table 4.52
Relationship between Students’ Knowledge of Vocabulary 2000 Word Level and their
Reading Strategy Use
Constructs
Problem Solving Strategy

Pearson Correlation

Vocabulary 2000
Word Level
.100**

Sig. (2-tailed)
Global Strategy

Pearson Correlation

.000
.133**

Sig. (2-tailed)
Support Strategy

Pearson Correlation

.000
.106**

Sig. (2-tailed)
Reading strategies

Pearson Correlation

.000
.119**

Sig. (2-tailed)

.000

N

2088

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.52 showed the relationship of vocabulary level 2000-word level and
mean scores in problem solving strategy. Finding indicated a significant relationship
between vocabulary 2000-word level and problem-solving strategy (p = .000 < .01,
r = .100), global strategy use (p = .000 < .01, r = .133), support strategy
(p = .000 < .01, r = .106) between two variables Hence student’s score on measure of
vocabulary 2000-word level is significantly correlated with their scores on measures of
Support strategy use. It is concluded that vocabulary level 2000-word level improves
student’s use of Support strategy in learning of English language.
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Table 4.53
Relationship between Students’ Knowledge of Vocabulary 3000 Word Level and their
Reading Strategy Use
Constructs
Problem Solving Strategy

Pearson Correlation
Sig. (2-tailed)

Global Strategy

Support Strategy

Reading Strategy Use

Vocabulary 3000
Word Level
.041
.06

Pearson Correlation

-.009

Sig. (2-tailed)

.679

Pearson Correlation

.033

Sig. (2-tailed)

.136

Pearson Correlation

.015

Sig. (2-tailed)

.504

N

2088

Table 4.53 showed the relationship of vocabulary level 3000-word level and
mean scores in problem solving strategy. Finding indicated that there is no significant
relationship between vocabulary 3000 word level and problem solving strategy
(p = .06 > .01, r = .04), global strategy (p = .0679 > .01, r = -.009), support strategy
(p = .136 > .01, r = .033) between two variables Hence, there was no significant
relationship between students’ vocabulary level 3000 words and their use of problem
solving strategy, no significant relationship between students’ vocabulary level 3000
words and their use of support strategy, no significant relationship between vocabulary
level 3000 words and their use of global strategy. Overall, no significant correlation
existed between student’s vocabulary level 3000 words and their use of all reading
strategies. It is concluded that vocabulary 3000-word level doesn’t improve student’s
use of Support strategy in learning the English language.
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Table 4.54
Relationship between Student’s Knowledge of Vocabulary 5000 Word Level and their
Reading Strategy Use
Constructs
Problem Solving Strategy

Pearson Correlation
Sig. (2-tailed)

Global Strategy

Pearson Correlation
Sig. (2-tailed)

Support Strategy

Pearson Correlation
Sig. (2-tailed)

Reading Strategy Use

Pearson Correlation

Vocabulary 5000
Word Level
-.146**
.000
-.174**
.000
-.165**
.000
-.191**

Sig. (2-tailed)

.000

N

2088

**. Correlation is significant at the .01 level (2-tailed)

Table 4.54 showed the relationship of vocabulary level 5000-word level and
mean scores in problem solving strategy. Finding indicated a significant negative
relationship between vocabulary 5000 word level and problem solving strategy
(p = .000 < .01, r = -.146), global strategy (p = .000 < .01, r = -.174), support strategy
(p = .000 < .01, r= -.165) and students’ Reading Strategy Use Hence, there was a
negative correlation between student’s vocabulary 5000 word level and problem
solving strategy a significant negative correlation between vocabulary 5000 word level
and global strategy, a significant negative correlation between vocabulary 5000 word
level and support strategy, and a significant negative correlation between vocabulary
5000 word level and uses of strategies with their scores on measures of problem solving
strategy, global strategy, support strategy and reading strategy use. It is concluded that
a significant negative correlation existed between student’s vocabulary level 5000
words and their use of all reading strategies. It is concluded that if students’ vocabulary
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level 5000 words increases, their use of problem solving, global, support and reading
strategies decreases.
Table 4.55
Relationship between Students’ Knowledge of Graded Vocabulary Level and their
Reading Strategy Use
Constructs
Problem Solving Strategy

Graded Vocabulary Level
Pearson Correlation
Sig. (2-tailed)

Global Strategy

Pearson Correlation
Sig. (2-tailed)

Support Strategy

Reading Strategy Use

Pearson Correlation

-.141**
.000
-0.161**
0.000
-0.139**

Sig. (2-tailed)

0.000

Pearson Correlation

-.170**

Sig. (2-tailed)

.000

N

2088

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.55 showed the relationship of graded vocabulary level of students and
their use of problem-solving strategy. Finding indicated a significant relationship
between graded vocabulary level and problem-solving strategy (p=.000<.01, r=-.146),
global strategy (p = .000 < .01, r = -.174), support strategy (p = .000 < .01, r = 0.165)
and students’ Reading Strategy Use (p = .000< .01, r = -.170). Pearson correlation
coefficient correlation indicated low negative relationship between both variables.
There was a significant negative relationship between students’ graded vocabulary level
and their use of problem-solving strategy, a significant relationship between students’
graded vocabulary level and their use of support strategy and a significant relationship
between students’ graded vocabulary level and their use of global strategy. Overall, a
significant negative correlation existed between student’s graded vocabulary level and
their use of all reading strategies. As the graded vocabulary level of students increases,
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students’ Reading Strategy Use decreases. It is concluded that a graded vocabulary level
permits students to learn the English language without employing reading strategies.
Table 4.56
Relationship between Breadth of Vocabulary Knowledge and Student’s Reading
Strategy Use
Constructs
Problem Solving Strategy

Vocabulary Breadth
Pearson Correlation
Sig. (2-tailed)

Global Strategy

Pearson Correlation
Sig. (2-tailed)

Supporting Strategy

Pearson Correlation
Sig. (2-tailed)

Reading Strategy Use

Pearson Correlation

-.072**
.001
-.098**
.000
-.079**
.000
-0.096**

Sig. (2-tailed)

0.000

N

2088

**. Correlation Is significant at the 0.01 level (2-tailed)

Table 4.56 showed the relationship between a student's use of breadth of
vocabulary Knowledge and their Reading Strategy Use. Finding indicated that there
was significant relationship between breadth of vocabulary knowledge and problemsolving strategy (p = .000 < 0.01, r = -.072), global strategy (p=.000<0.01, r =-.098),
support strategy (p = .000 < 0.01, r = -.079) and working memory capacity of students
(p = .000 < 0.01, r = -.096). Pearson correlation coefficient indicated low relationship
between two variables. Student’s score of breadth of vocabulary knowledge is
significantly correlated with their Reading Strategy Use. There was a significant
relationship between students’ breadth of vocabulary knowledge and their use of
problem-solving strategy, a significant relationship between students’ breadth of
vocabulary knowledge and their use of support strategy and a significant relationship
between students’ breadth of vocabulary knowledge and their use of global strategy.
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Overall, student’s depth of vocabulary Knowledge was significantly correlated with
their Reading Strategy Use. Breadth of vocabulary knowledge and student’s uses of
reading strategies are negatively correlated. If a student's breadth of vocabulary
knowledge increases, their Reading Strategy Use decreases. It is concluded that breadth
of vocabulary knowledge permits students to prevent the Reading Strategy Use in
learning the English language.
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Table 4.57
Relationship between Students’ Knowledge of Word Associates and their Reading
Strategy Use
Constructs
Problem Solving Strategy

Word Associates
Pearson Correlation
Sig. (2-tailed)

Global Strategy

Pearson Correlation
Sig. (2-tailed)

Support Strategy

Pearson Correlation
Sig. (2-tailed)

Reading Strategy Use

Pearson Correlation

.142**
.000
.165**
.000
.120**
.000
.164**

Sig. (2-tailed)

.000

N

2088

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.57 showed the relationship of scores in word associates and Reading
Strategy Use of students in learning the English language. Finding indicated a
significant relationship between word associates and problem-solving strategy
(p= .000 < .01, r =.142), global strategy (p =.000 <.01, r =.165), support strategy
(p=.000 < 0.01, r=.120) and student’s Reading Strategy Use. Pearson correlation
coefficient indicated a low relationship between these variables. There was a significant
relationship between word Associates and problem-solving strategy, a significant
relationship between word Associates and support strategy, and a significant
relationship between word Associates and global strategy. Overall, student’s
knowledge of word associates was significantly correlated with their Reading Strategy
Use. It is concluded that word associates improve student’s use of these reading
strategies in learning the English language.
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Table 4.58
Relationship between Students’ Knowledge of Collocation Associates and their
Reading Strategy Use
Constructs
Problem Solving Strategy

Collocation Associates
Pearson Correlation
Sig. (2-tailed)

Global Strategy

Pearson Correlation
Sig. (2-tailed)

Support Strategy

Pearson Correlation
Sig. (2-tailed)

Reading Strategy Use

Pearson Correlation

.139**
.000
.179**
.000
.147**
.000
.185**

Sig. (2-tailed)

.000

N

2088

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.58 showed the relationship of scores in collocation associates and mean
scores in the Reading Strategy Use of students in learning the English language. Finding
indicated a significant relationship between collocation associates and problem-solving
strategy (p = .000 < 0.01, r = .139), global strategy (p = .000 < 0.01,
r = 0.179), support strategy (p = .000 < 0.01, r = 0.17). There was a significant
relationship between Collocational Associates and problem-solving strategy, a
significant relationship between Collocational associates and support strategy, and a
significant relationship between Collocational associates and global strategy. Overall,
student’s knowledge of Collocational associates was significantly correlated with their
Reading Strategy Use. It is concluded that collocational associates improve student’s
use of strategies in learning the English language.
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Table 4.59
Relationship between Students’ Morphological Knowledge and their Reading Strategy
Use
Constructs
Problem Solving Strategy

Global Strategy

Support Strategy

Reading Strategy Use

Morphological Knowledge
Pearson Correlation

.006

Sig. (2-tailed)

.795

Pearson Correlation

.114**

Sig. (2-tailed)

.000

Pearson Correlation

.009

Sig. (2-tailed)

.678

Pearson Correlation

.062**

Sig. (2-tailed)

.004

N

2088

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.59 showed the relationship between morphological knowledge of
students and their Reading Strategy Use in learning the English language. Finding
indicated that there was no significant relationship between morphological knowledge
and problem-solving strategy (.795 > 0.01, r = .006) and support strategy (.678 > 0.01,
r = .009) but significant relationship between morphological knowledge and global
strategy (.000 < 0.01, r = 0.114), and student’s Reading Strategy Use (= 0.004<.01, r
=.062). It is concluded that word associates improve student’s use of global strategy
and student’s Reading Strategy Use in learning the English language.

147

Table 4.60
Relationship between Depth of Vocabulary Knowledge and Student’s Reading
Strategy Use
Constructs
Problem Solving Strategy

Vocabulary Depth
Pearson Correlation
Sig. (2-tailed)

Global Strategy

Pearson Correlation
Sig. (2-tailed)

Supporting Strategy

Pearson Correlation
Sig. (2-tailed)

Reading Strategy Use

Pearson Correlation

.131**
.000
.183**
.000
.125**
.000
0.176**

Sig. (2-tailed)

0.000

N

2088

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.60 showed the relationship between composite scores of depth of
vocabulary Knowledge and student’s composite scores of reading strategy use. Finding
indicated that there was a significant relationship between depth of vocabulary
knowledge and student’s Reading Strategy Use (0.000 < 0.01). Pearson correlation
coefficient indicated a low relationship (r = 0.176) between two variables. Student’s
depth of vocabulary Knowledge was significantly correlated with their Reading
Strategy Use in learning the English language. It is concluded that depth of vocabulary
knowledge improves student’s Reading Strategy Use in learning the English language.

148

Table 4.61
Relationship between Students’ Knowledge of Vocabulary 2000 Word Level and their
Prior Topic Knowledge
Constructs

Vocabulary 2000 Word Level

Prior
Topic Pearson Correlation
knowledge
Sig. (2-tailed)

0.115**

N

2088

0.000

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.61 showed the relationship of vocabulary level 2000-word level and
mean scores in prior topic knowledge. Finding indicated that there was a significant
relationship between vocabulary 2000-word level and prior topic knowledge
(0.000 < 0.01). Pearson correlation coefficient indicated a low relationship (r = 0.115)
between two variables Hence student’s vocabulary 2000-word level was significantly
correlated with their use of prior topic knowledge. It is concluded that vocabulary level
2000-word level improves a student's prior topic knowledge in learning the English
language.

149

Table 4.62
Relationship between Students’ Knowledge of Vocabulary 3000 Word Level and their
Prior Topic Knowledge
Construct
Prior Topic knowledge

Vocabulary 3000 Word Level
Pearson Correlation

0.012

Sig. (2-tailed)

0.597

N

2088

Table 4.62 showed the relationship of vocabulary level 3000-word level and
mean scores in prior topic knowledge. Finding indicated that there was not a significant
relationship between vocabulary 3000-word level and prior topic knowledge (0.597 >
0.01). Pearson correlation coefficient indicated a low relationship (r = 0.012) between
two variables Hence student’s vocabulary 3000-word level had no significant
relationship with their use of prior topic knowledge. It is concluded that vocabulary
level 3000-word level doesn’t improve a student’s prior topic knowledge in learning
the English language.
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Table 4.63
Relationship between Students’ Knowledge of Vocabulary 5000 Word Level and their
Prior Topic Knowledge
Construct

Prior Topic knowledge

Vocabulary 5000 Word Pearson Correlation
Level
Sig. (2-tailed)
N

-0.093**
0.000
2088

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.63 showed the relationship of vocabulary level 5000-word level and
mean scores in prior topic knowledge. Finding indicated that there was a significant
relationship between vocabulary 5000-word level and prior topic knowledge
(0. 000 < 0.01). Pearson correlation coefficient indicated a low relationship
(r = -0.093) between two variables Hence student’s vocabulary 5000-word level was
significantly correlated with their use of prior topic knowledge. It is concluded that
vocabulary level 5000-word level improves a student's prior topic knowledge in
learning the English language.
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Table 4.64
Relationship between Students’ Knowledge of Graded Vocabulary Level and their
Prior Topic Knowledge
Construct
Graded

Prior Topic knowledge
-0.183**

Vocabulary Pearson Correlation

Level

Sig. (2-tailed)

0.000

N

2088

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.64 showed the relationship of graded vocabulary level and mean scores
in prior topic knowledge. Finding indicated that there was a significant relationship
between

graded

vocabulary

level

and

prior

topic

knowledge

(0.000 < 0.01). Pearson correlation coefficient indicated a low relationship
(r = -0.183) between two variables Hence student’s graded vocabulary level was
significantly correlated with their uses of prior topic knowledge. It is concluded that
graded vocabulary level improves a student's prior topic knowledge in learning the
English language.
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Table 4.65
Relationship between Students’ Breadth of Vocabulary Knowledge and their Prior
Knowledge
Construct
Prior Topic knowledge

Vocabulary Breadth
Pearson Correlation

-0.075**

Sig. (2-tailed)

0.001

N

2088

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.65 showed the relationship between breadth of vocabulary Knowledge
and student’s score of prior topic knowledge. Finding indicated that there was a
significant relationship between breadth of vocabulary knowledge and prior topic
knowledge of students (0. 001< 0.01). Pearson correlation coefficient indicated a very
low relationship (r = -0.075) between two variables. Student’s breadth of vocabulary
Knowledge was significantly correlated with their use of prior topic knowledge.
however, this correlation was negative. It means that if breadth of vocabulary
knowledge increases, student’s use of prior topic knowledge decreases.
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Table 4.66
Relationship between Students’ Knowledge of Word Associates and their Prior Topic
Knowledge
Construct
Prior Topic knowledge

Word Associates
Pearson Correlation

.347**

Sig. (2-tailed)

.000

N

2088

**. Correlation was significant at the 0.01 level (2-tailed)

Table 4.66 showed the relationship of word associates and mean scores in prior
topic knowledge. Findings indicated that there was a significant relationship between
word associates and prior topic knowledge (0. 000 < 0.01). Pearson correlation
coefficient indicated a moderate relationship (r = .347) between two variables Results
showed that word associates were significantly correlated with their use of prior topic
knowledge. It is concluded that word associates improve a student's prior topic
knowledge in learning the English language.
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Table 4.67
Relationship between Students’ Knowledge of Collocation Associates and their Prior
Topic Knowledge
Construct
Prior Topic knowledge

Collocation Associates
Pearson Correlation

.244**

Sig. (2-tailed)

.000

N

2088

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.67 showed the relationship of collocation associates and mean scores in
prior topic knowledge. Finding indicated that there was a significant relationship
between collocation associates and prior topic knowledge (0.000 < 0.01). Pearson
correlation coefficient indicated low relationship (r = 0.244) between two variables
Hence student’s collocational associates were significantly correlated with their use of
prior topic knowledge. It is concluded that collocation associates improve a student's
prior topic knowledge in learning the English language.
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Table 4.68
Relationship between Students’ Morphological Knowledge and their Prior Topic
Knowledge
Construct

Prior Topic knowledge

Morphological Knowledge Pearson Correlation

.214**

Sig. (2-tailed)

0.000

N

2088

**. Correlation is significant at the 0.01 level (2-tailed)

Table 4.68 showed the relationship of Morphological Knowledge and mean
scores in prior topic knowledge. Finding indicated that there was a significant
relationship between Morphological Knowledge and prior topic knowledge
(0. 000 < 0.01). Pearson correlation coefficient indicated a moderate relationship
(r = .214) between two variables Hence student’s Morphological Knowledge was
significantly correlated with their use of prior topic knowledge. It is concluded that
Morphological Knowledge improves student's prior topic knowledge in learning the
English language.
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Table 4.69
Relationship between Students’ Depth of Vocabulary Knowledge and their Prior
Topic Knowledge
Construct
Prior Topic knowledge

Vocabulary Depth
Pearson Correlation

0.318**

Sig. (2-tailed)

0.000

N

2088

**. Correlation is significant at the 0.01 level(2-tailed)

Table 4.69 showed the relationship between depth of vocabulary Knowledge
and student’s score of prior topic knowledge. Finding indicated that there was a
significant relationship between depth of vocabulary knowledge and prior topic
knowledge of students (0.000< 0.01). Pearson correlation coefficient indicated medium
relationship (r = 0.318) between two variables. Student’s score on depth of vocabulary
knowledge was significantly correlated with their score of prior topic knowledge. It is
concluded that depth of vocabulary knowledge improves a student's prior topic
knowledge in learning the English language.
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4.6.

INTER

CORRELATION

BETWEEN

COMPONENTS

OF

VOCABULARY KNOWLEDGE AND READING COMPREHENSION
Following matrix shows the inter-correlation between components of
vocabulary knowledge, components of reading comprehension.
Table 4.70
Inter Correlation Matrix of Sub-Components of Vocabulary Knowledge
Constructs

VL 2000

VL 3000

VL5000

GVL

W. Associates

VL3000 Word

0.52**

VL 5000 Word

0.28**

0.59**

G.V Level

0.19**

0.41**

0.69**

W. Associates

0.19**

0.17**

0.06**

-0.03

Collocation

0.19**

0.18**

0.03

0.09**

0.83**

Morph. Knowledge

0.18**

-0.03

-0.08**

0.08**

0.47**

Collocation

0.42**

**. Correlation is significant at the 0.01 level (2-tailed)
VL 2000 words (Vocabulary level 2000 words); VL 3000 words (Vocabulary level 3000 words), VL 5000 words
(Vocabulary level 5000 words) & GVL (Graded Vocabulary level); W. Associates (Word Associates); Collocation
(collocation associates); Morph. Knowledge (Morphological Knowledge)

Table 4.70 shows inter Correlation between sub-components of vocabulary
knowledge. In the breadth of vocabulary knowledge, a high correlation exists between
vocabulary level 2000 word and vocabulary level 3000 word; between vocabulary level
5000 word and graded vocabulary level, while low correlation exists between
vocabulary level 2000 word and vocabulary level 5000 word. Similarly, low negative
correlation found in graded vocabulary level and word associates, whereas high
correlation found in word associates and collocation associates. As far as morphological
knowledge is concerned, medium correlation is found in word associates and
collocation associates.
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Table 4.71
Inter-Correlation Matrix of Sub-Components of Reading Comprehension
Constructs

W. Memory

R. Fluency

W. Decoding

W Memory

-

R Fluency

0.30**

W Decoding

0.35**

0.54**

R strategies

-0.06

-0.03

-0.12

P knowledge

0.026

0.04

-0.03

R. strategy

0.58**

**. Correlation is significant at the 0.01 level (2-tailed)
W. Memory (Working Memory); R. Fluency (Reading fluency); W. Decoding (Word decoding); R. Strategies
(Reading Strategy Use); P. Knowledge (Prior Topic Knowledge); (P value< 0.01)

Table 4.71 shows the results of study indicating inter-correlation between
components of reading comprehension. A medium correlation exists in working
memory and reading fluency. Similarly, there is a medium relationship between
working memory and reading fluency. A high correlation exists between reading
fluency and word decoding, as well as between Reading Strategy Use and prior topic
knowledge.
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CHAPTER 5
SUMMARY, FINDINGS, DISCUSSION, CONCLUSION
AND RECOMMENDATIONS
This section summarizes the entire research procedure being carried out to
conduct the study. Major findings of present study are discussed with logical
association with findings of previous studies. Recommendations are made to improve
the existing situation related to reading comprehension in English language. Lastly,
some suggestions are made to guide researchers that intend to conduct study in this
particular area of research.
5.1.

SUMMARY
Knowledge of vocabulary, its different forms and underlying concepts are

inevitable to understand and comprehend written and oral texts. Present study attempted
to find the relationship of two components of vocabulary knowledge and five
components of reading comprehension. A correlational research design was used in this
study. Stratified sampling technique was used to select 70 secondary schools from
which samples were drawn. Simple random sampling was employed to select 2088
secondary school students. Sample consisted of randomly selected 750 students from
urban areas and 1350 students from rural areas.
Eight research instruments were administered to collect data in this study. Tests
were administered in secondary schools where students were studying. Written tests
were administered in the school's examination halls. Later these tests were marked. Oral
tests were timed and therefore individually administered in a separate room. Students
were given practice items to familiarize them with original items. These tests were
audio taped and video recorded. Recorded items of oral tests were coded. Collected
data, through written and oral tests, was entered in SPSS (23 version) and statistically
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analysed using descriptive statistics of percentage, mean and standard deviation.
Independent Sampled t-test was employed to assess groupwise comparison between
student’s scores of sub-component of vocabulary knowledge and components of
reading comprehension. Pearson Product Moment Correlation Coefficient was
employed to find the relationships between components of both constructs.
5.2.

FINDINGS
Findings of the study can be categorized into two parts; group wise comparison

of students’ results and correlational analysis of students’ results.
Group wise results showed that students of secondary schools of rural area
possessed better knowledge of vocabulary level 2000 words, while students of
secondary schools of urban area possessed more knowledge of graded vocabulary level.
As a whole, students of secondary schools of urban and rural areas possessed similar
breadth of vocabulary knowledge in English subject. Similarly, students of secondary
schools of rural areas possessed more knowledge of word associates, collocational
associates and morphological knowledge than students of secondary schools of urban
area. These findings indicate a uniform pattern of student’s acquisition of breadth of
vocabulary knowledge. Both groups enjoy the similar opportunities to learn breadth of
vocabulary knowledge, however, students of secondary schools of rural area had got
more chances to acquire depth of vocabulary knowledge.
Results of school’s category have shown that students of public schools had
better knowledge of vocabulary level 2000 words, 5000 words and graded vocabulary
level whereas, students of private schools possessed more knowledge of collocation and
morphological knowledge. Overall, Students of public schools possessed better
understanding of the breadth of vocabulary knowledge, whereas, students of private
schools had better depth of vocabulary knowledge. These differences between
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vocabulary acquisition were due to teacher’s influence on the learning of students.
Teachers of public schools were more inclined toward transferring quantitative aspects
of vocabulary knowledge. As opposed to them, teachers of private schools emphasized
on qualitative aspects of vocabulary knowledge through different academic activities.
Gender wise, boy students and girl students possessed similar breadth of
vocabulary knowledge of English language, however, girl students possessed better
depth of vocabulary knowledge than boy students. Findings have shown that boy and
girl students were taught equally to improve their quantity of words knowledge.
whereas girl students, were also taught about quality of vocabulary.
Results have shown that students of rural area had somewhat better working
memory capacity, therefore, they are more capable to use working memory effectively.
The possible reason of their better working memory capacity is due to their training
through repeated reading practices in reading texts of English subject. Findings also
indicated that word recognition skills (reading fluency and word decoding) of both
groups were similar. Both groups acquired similar abilities to read texts fluently and
decode words easily. These reading skills are lower-level processing skills and students
acquired these skills in early grades of their schooling. Additionally, reading strategy
use and use of prior topic knowledge of students of urban area and rural area were
similar. Both groups of students possessed similar abilities to use reading strategies and
prior topic knowledge in learning of English. Students are trained to apply reading
strategy use and use of previous knowledge in learning process.
Gender wise comparison has shown that boy and girl students had equal
working memory capacity that they used in reading texts in English. Both, boy and girl
students resides in almost similar places and have equal opportunities to get knowledge,
therefore their working memory capacities were also similar and identical. Due to their
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similar working memory capacity, their word recognition skills (reading fluency and
word decoding) were also similar. Both, boy and girl students were equally fluent
readers and had similar word decoding skills, they used during reading texts in English.
It was also found that reading strategy use of boy and girl students are similar to each
other, while, use of prior topic knowledge of girl students is slightly better than boy
students. Both, boy and girl students were able to use reading strategies which helped
them to overcome their deficiencies in reading English texts. Similarly, girl students
were capable to link current knowledge with previous knowledge which made learning
effective.
School wise comparison have shown that private schools’ students had better
working memory capacity than public schools’ students. Private schools emphasize
students to employ their working memory in reading texts. Similarly, private schools’
students were more fluent in reading texts, however, word decoding skills of public
schools’ students and private schools’ students were same. Additionally, students of
private schools employed better reading strategies and their use of prior knowledge in
reading texts in English than students of public schools. Private schools have had better
facilities of reading. Therefore, students of private schools were fluent, had more
abilities to use reading strategies and use previous knowledge in learning.
Correlation of sub-components of vocabulary knowledge and components of
reading comprehension have shown that vocabulary breadth of students has not
improved their ability to use the quantity of words in their working memory capacity.
In other words, vocabulary level 2000 words, vocabulary level 3000 words, vocabulary
level 5000 and graded vocabulary level haven’t increased student’s capacity of
phonological working memory. Similarly, vocabulary level 2000 words, 3000 words,
5000 words and graded vocabulary level haven’t improved student’s phonological
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awareness. Vocabulary depth of students including; word associates and collocational
associates have not increased their phonological working memory and phonological
awareness, except collocation associates which improved their phonological working
memory. Students haven’t obtained number or quality of words which could help them
in understanding speech-sound relationship and couldn’t store or retrieve these words
in their working memory.
There was no significant relationship between students' vocabulary breadth (i.e.,
vocabulary level 2000 words, 3000 words, 5000 words and graded vocabulary level)
and their fluency in reading texts in English language. Similarly, there was no
significant relationship between students' vocabulary depth (i.e., word associates,
Collocational associates and morphological knowledge) and their fluency in reading
texts of English language. A fluent reader doesn’t require to utilize vocabulary
knowledge to read texts fluently. Hence, vocabulary breadth and vocabulary depth
don’t improve the reading fluency of students.
Results have shown that a non-significant relationship existed between students'
vocabulary breadth (i.e., vocabulary level 2000 words, 3000 words, 5000 words and
graded vocabulary level) and their word decoding skill used in reading texts in English.
Similarly, there was no significant relationship between students' vocabulary depth (i.e.,
word associates, collocational associates and morphological knowledge) and their word
decoding skills in reading texts in English. Collectively, it can be inferred that
remembering more words can’t help readers to recognize the words from other words.
Students learn word decoding skills in early stages of education and later on, they
become capable of recognizing the words and reading these words in reading. As a
whole, vocabulary knowledge can’t improve readers’ word decoding skills in reading
process.
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Results of study have revealed that vocabulary level 2000 words, 5000 words
and graded vocabulary level correlated with problem Solving Strategy and Support
Strategy. Whereas Vocabulary level 5000 words and graded vocabulary level also
correlated with global strategy. Collectively, student’s breadth of vocabulary
knowledge is negatively correlated with their reading strategy use. Similarly, depth of
vocabulary knowledge positively correlated with their reading strategy use. Word
associates and collocation associates correlated with problem solving strategy, global
strategy and support strategy whereas Morphological knowledge correlated with global
strategy only. Students considered vocabulary depth important in using reading
strategies in reading texts. Both components of vocabulary knowledge play significant
role in utilizing reading strategies in reading, as mentioned in top-down processing
approach of reading. According to this approach, students’ uses of reading strategies
act as an important components in reading comprehension.
This study has indicated that students’ vocabulary breadth (i.e., vocabulary level
2000 words, vocabulary level 5000 words and graded vocabulary level) was negatively
correlated with their use of prior knowledge, whereas students’ vocabulary depth was
positively correlated with their use of prior topic knowledge. The relationship between
collocation associates and prior topic knowledge is significant, however, word
associates and morphological knowledge were not correlated with prior topic
knowledge. These results are consistent with top-down processing approach of reading.
Prior topic knowledge of students plays a central role in this approach of reading.
A strong correlation existed between word associates and collocational
associates, between vocabulary level 5000-words and graded vocabulary level. A
medium correlation between vocabulary level 2000-words and vocabulary level 3000words, between vocabulary level 3000-words and vocabulary level 5000-words,
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between collocational associates and morphological knowledge, a low relationship
existed between word associates and Collocational associates.
A medium relationship existed between students’ reading fluency and their
word decoding skill, and reading strategy use of students and their prior topic
knowledge. A low relationship existed between students’ working memory capacity
and their reading fluency.
5.3.

CONCLUSIONS
Students who have good working memory don’t require many of the words,

their meanings and uses of these words in their minds. Similarly, these students don’t
need to understand quality of these words (i.e., synonym, antonym, collocations and
morphology of these words). Students with average working memory who have least
vocabulary knowledge can understand texts easily. Similarly, students who have good
working memory capacity don’t essentially need good vocabulary knowledge. This
study has established this stance that vocabulary knowledge has no substantial role in
an individual’s working memory.
Reader’s fluency is determined by speed of reading the texts. Vocabulary
knowledge is not required to read the texts fluently. It is not necessary that every reader
utilizes knowledge of word, its meanings, its uses and the relationship of word with
other words in understanding the texts. Most readers develop the habit to read with
speed and accuracy of reading texts, therefore, understanding texts is not the purpose
of reading. In such case, vocabulary knowledge has minimum effect on reading fluency.
Although vocabulary knowledge seems to be effective in recognizing the word
through utilizing reader’s word decoding skill, however this skill is taught at initial
stage of learning. Students don’t require to decode the words in higher level of
education. Students who have good word knowledge cannot get benefit in their word
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decoding skill. In other words, vocabulary knowledge and word decoding skill have no
relationship with each other at this stage.
There is a significant negative relationship between breadth of vocabulary
knowledge and their reading strategy use. Similarly, there is a significant positive
relationship between vocabulary depth of students and their reading strategy use. This
study was based on interactive models of reading comprehension. A reader utilizes topdown approach where students use cognitive and metacognitive reading strategies in
reading process. Students with low vocabulary knowledge can overcome the deficiency
of less knowledge of words, their meaning and their uses, as well as knowledge of
qualitative aspects of vocabulary knowledge by utilizing various reading strategies in
the reading process. This study affirmed the stance that vocabulary knowledge has
positive impact on students’ reading strategy use in reading in English subject.
Students' vocabulary breadth has a negative correlation their use of prior topic
knowledge while students' vocabulary depth has positive correlation with their uses of
prior topic knowledge in comprehending texts of English language. In top-down
processing reader’s previous knowledge plays pivotal role in comprehending texts,
however their vocabulary knowledge improves their use of previous knowledge.
Students with good vocabulary knowledge may explains better about their prior
knowledge of a specific content of particular subject. Hence, students may get
vocabulary knowledge according to their grade level in order to use prior topic
knowledge in understanding texts.
5.4.

DISCUSSION
Exploring the relationship between two dimensions of vocabulary knowledge

and reading comprehension is not a new phenomenon. A large number of researchers
explored the underlying components of breadth and depth of vocabulary knowledge
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and found both dimensions of vocabulary knowledge are inevitable to understand a
language, especially, in learning of second language in a local contexts (Gu, 2017;
Segbers & Schroeder, 2017; Afyon & Yayele, 2016; Hasan & Shabdin, 2016; Teng,
2014; Anjomshoa & Zamanian, 2014; Adam & Sadegi, 2014; Daller & Milton, 2013;
Baleghizadeh & Golbin, 2010; Mukarto, 2005).
Researchers found many components of reading comprehension that essentially
contributed in learning of a language (Al-Damiree & Bataineh, 2016; Nippold, 2017;
Rashidi & Khusravi; Kehzin, 2015; Li & Kirby, 2015; Naeemeh & Behzad, 2015; Jiang,
Kuo & Winkler, 2015; Zamanian & Ghalebi, 2015; Lervag & Aukrust, 2010; Guo,
2008).
On the basis of contribution of both constructs; vocabulary knowledge and
reading comprehension, a new era of research began to explore in different contexts
and researchers have tried to find the relationship between sub-components of two
dimensions of vocabulary knowledge and reading comprehension sub-components.
Present research is an effort to explore the relationship of both constructs and try to
establish any relation between sub-components of vocabulary knowledge and
components of reading comprehension in a local context.
As mentioned earlier, researchers explored the role of different sub-components
of vocabulary knowledge in understanding texts. They considered reading
comprehension a multi-dimensional construct and pursued to find as many components
as possible to accelerate the pace of learning of a language (Sanford, 2015; Croomley,
2005). Present study contains five major components of reading comprehension
(working memory capacity, reading fluency, word decoding, Reading Strategy Use and
prior topic knowledge). One or more than one core sub-tests were used to assess these
reading comprehension sub-components. Similarly, four sub-components of

168

vocabulary breadth (Vocabulary level 2000 words, 3000 words, 5000 words and graded
vocabulary level) and three sub-components of vocabulary depth (word associations,
collocation associations and morphological knowledge) were assessed. In the end each
individual sub-component of vocabulary knowledge was correlated with individual
components of reading comprehension.
While correlating sub-components of breadth of vocabulary knowledge and
sub-components of working memory capacity, student’s knowledge about Vocabulary
level 2000 words, vocabulary level 3000 words, vocabulary level 5000 and graded
vocabulary level were not correlated with student’s phonological working memory. As
far as sub-components of vocabulary depth are concerned, only students’ knowledge of
collocation associates was significantly correlated with phonological working memory.
Findings of current study have not found any previous comparable study. Similarly, no
significant relationship was found between these sub-components and phonological
awareness. Findings of the study contradict with findings of an experimental study.
Huang, Lin and Su (2004) found a significant relationship between vocabulary
knowledge (vocabulary level 2000 word, 3000 words, 5000 words and 10000 words)
and phonological awareness (core-sub test of Wording memory) in an experimental
study. They concluded that the student’s phonological awareness training could
significantly increase their vocabulary knowledge.
This study found no significant role of Vocabulary level 2000 words, 3000
words, 5000 words, graded vocabulary level in fluency in reading written texts of
English language. Similarly, sub-components of vocabulary depth play no significant
role in reading texts of the English language fluently. In other words, if students have
good knowledge of vocabulary breadth and depth, their fluency in reading would not
increase. The result of the present study is contradicted by the findings of a previous
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study conducted by Yamashita (2013) who revealed that lexical meaning access was a
significant predictor of reading rate.
Findings show no significant relationship between both measures of word
decoding skills and vocabulary level 2000 words, 3000 words, 5000 words and graded
vocabulary level. As mentioned earlier in a study conducted by Yamashita (2013), the
researcher found word decoding as a predictor of reading fluency assessed by reading
rate in learning English.
Results of study show that Vocabulary Level 2000 Words, 5000 words and
Graded vocabulary correlates with problem Solving Strategy and Support Strategy.
Whereas Vocabulary level 5000 words and graded vocabulary level also correlates with
global strategy. There was no evidence of finding a significant correlation between
vocabulary level 3000 words and any reading strategy use. Collectively student’s
breadth of vocabulary knowledge is correlated with their Reading Strategy Use in
understanding and comprehending written texts in the English language. Findings of
the present study are comparable with Sanford (2015)’s study that found a moderate
correlation between vocabulary knowledge and student’s Reading Strategy Use in
students with disabilities (SWD).
Findings of present study are compatible with findings of study conducted by
Guo and Roehrig (2011) that found that metacognitive awareness reading strategies and
vocabulary knowledge offered the best fit to the data. Current study found that Word
associates and collocation associates correlate with problem solving strategy, global
strategy and support strategy whereas Morphological knowledge correlates with global
strategy only.
Findings of present study are contradictory to Croomly (2005)’s study that
found a negative correlation between vocabulary knowledge and background
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knowledge (Prior knowledge). This study shows that vocabulary level 2000 words,
3000 words and collocation associate positively correlated with prior topic knowledge.
5.6.

RECOMMENDATIONS
The following were the main recommendations of the study.
1. Students should be trained to use effective reading strategies that help them to
overcome the problem of low vocabulary knowledge.
2.

Teachers should encourage students to use appropriate reading strategies in
reading written texts in English subject.

3. Students should be provided prior topic knowledge which link current
knowledge with previous content specific knowledge.
4. Teachers must link content specific knowledge of a particular subject with
student’s prior knowledge before instruction in teaching learning process.
Effective use of prior topic knowledge can improve student’s informed guessing
for effective reading of students.
5. Students with good vocabulary knowledge may explain better about their prior
knowledge of a specific content of particular subject. So, vocabulary knowledge
of students should be improved to enable them to utilize it in explaining
previous knowledge.
5.7.

SUGGESTION FOR FUTURE RESEARCH
The results of this study are generalizable to all students of secondary schools

who are studying English subject at secondary level in Islamabad Capital Territory.
This study provides a baseline to conduct more research in future in this area.
Researchers of this area should conduct a comprehensive study, extending the
population up to national or provincial level to make it generalizable to all country.
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This study has some limitations. Students of private secondary schools not
working under Private Educational Institution Regulatory Authority (PEIRA) were no
involved in the study. Similarly, many private school systems teaching other text books
than text books published by the National Book Foundation (Federal Book Board) were
also excluded from this study.
Researcher employed self-developed tests in this study. Development of
research instruments of this study will provide a basis for those researchers that intend
to work in this area of instrument development.
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APPENDICES
Appendix ‘A’
Tests of Vocabulary Knowledge and Reading Comprehension

Parents’ Consent Letter
Dear Parent/ Guardian
Assalam.o.Alaikum.
I am a PhD student studying in Allama Iqbal Open University, Islamabad.
Currently, I am conducting research on the relationship of vocabulary knowledge of
students and their reading comprehension in English subject. I intend to include your
son / daughter in my study. I hope you will allow me to include your ward in this
research. If you allow, please fill in the following background information and consent
form.

Zia Ur Rahman Awan
Ph.D. Student, AIOU, Islamabad.

Parent’s Background Information
Note: Check ( ) the relevant boxes.
1.

Name of Parent/ Guardian _____________________(Optional)

2.

Relationship with child:
If other, Please Specify

3.

 Father

 Mother

________________________

Socio economic Status (Annual Income) ____________
 300,000/-approx.
 500,000/-.
 700, 000/ 10, 00,000/ More than 10, 00,000/- _______________________

4.

Check here
 I.

I am willing to allow my son/daughter to become part of this study

 II. I am not willing to allow my son/daughter to become part of this study.

Date:

/ / 2019

Signature ________________
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Student’s Background Information
Note: Check (V) the relevant boxes.
1.

Name of student ___________________________(Optional)

2.

Gender:-  Boy

3.

Age:

4.

Class:  9th

 10th

5.

Area:-  Urban

 Rural

6.

Number of years you have been studying English subject __________

7.

Check here

 Girl

_________

 I. I am willing to participate in the above study
 II. I am not willing to participate in the above study
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Appendix ‘B’
Vocabulary Level Test
This is a vocabulary level test. You must choose the right word to go with each meaning.
Write the number of that word next to its meaning. You may answer it in the following
way.

. آپ کو ہر معنی کے لئے صحیح لفظ کا انتخاب کرنا ہوگا.یہ ایک الفاظ کی سطح کی جانچ ہے
 آپ اسے مندرجہ ذیل طریقے سے جواب دے.اس کے معنی کے آگے اس لفظ کانمبرلکھیں
.سکتے ہیں
1.
2.
3.
4.
5.
6.

business
clock
horse
pencil
shoe
wall

….. (6)………. Part of a house
……(3)…….animal with four legs
……(4)…something used for writing

Version 2: The 2,000-word level
1. copy
2. event

_____ end or highest point

3. motor

_____ this moves a car

4. pity

_____ thing made to be like
another

5. profit
6. tip
1 accident
2 debt
3 fortune
4 pride
5 roar
6 thread
1 coffee
2 disease
3 justice
4 skirt
5 stage
6 wage

_____ loud deep sound
_____ something you must
pay
_____ having a high opinion
of
Yourself

_____ money for work
_____ a piece of clothing
_____ using the law in the
right
Way

1 clerk

1 admire
2 complain _____ make wider or
longer
3 fix
_____ bring in for the first
time
4 hire
_____ have a high opinion
of someone
5
introduce
6 stretch
1 arrange
2 develop

_____ grow

3 lean

_____ put in order

4 owe

_____ like more than
something else

5 prefer
6 seize
1 blame
2 elect
3 jump
4
manufactu
re
5 melt
6 threaten
1 ancient
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_____ make
_____ choose by voting
_____ become like water

2 frame
3 noise
4 respect
5 theater
6 wine

_____ a drink
_____ office worker
_____ unwanted sound

2 curious
3 difficult
4 entire
5 holy
6 social

1 dozen
2 empire

_____ chance

3 gift
4
opportunity
5 relief
6 tax

_____ twelve
_____ money paid to the
government

_____ not easy
_____ very old
_____ related to God

1 bitter
2
independe
nt
3 lovely

_____ beautiful
_____ small
_____ liked by many
people

4 merry
5 popular
6 slight

Version 2: The 3,000-word level
1 bull
2 champion
3 dignity
4 hell

1 abandon
_____ formal and serious
manner
_____ winner of a
sporting event
_____ building where
valuable objects are
shown

5 museum
6 solution

2 dwell
3 oblige

_____ live in a place
_____ follow in order to
catch

4 pursue
5 quote
6 resolve

1 blanket
2 contest

_____ holiday

1 assemble
2 attach

3 generation

_____ good quality

3 peer

4 merit

_____ wool
used on beds

4 quit

covering

5 plot
6 vacation
1 comment
2 gown
3 import
4 nerve

_____ look closely
_____
stop
doing
something
_____ cry out loudly in
fear

5 scream
6 toss

_____ long formal dress
_____ goods from a
foreign country
_____ part of the body
which carries
feeling

5 pasture
6 tradition
1
administration
2 angel

_____ leave something
permanently

1 drift
2 endure
3 grasp
4 knit

_____ suffer patiently
_____ join wool threads
together
_____ hold firmly with
your hands

5 register
6 tumble
1 brilliant
_____ group of animals
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2 distinct

_____ thin

3 frost
4 herd
5 fort
6 pond
1 atmosphere
2 counsel
3 factor
4 hen

_____ spirit who serves
God
_____ managing business

3 magic

_____ steady

4 naked
5 slender
6 stable

_____ without clothes

1 aware
_____ advice
_____ a place covered
with grass

2 blank

_____ female chicken

4 normal

5 lawn
6 muscle

3 desperate

_____ usual
_____ best or most
important
_____ knowing what is
happening

5 striking
6 supreme

Version 2: The 5,000-word level
1
contemplate

1 analysis
2 curb
3 gravel
4 mortgage

_____ eagerness

2 extract

_____ loan to buy a
house
_____ small stones
mixed with sand

3 gamble
4 launch

5 scar
6 zeal

5 provoke
6 revive

1 cavalry

1
demonstrate

2 eve
3 ham
4 mound

_____ small hill
_____ day/ night before
a holiday
_____ soldiers who
fight from horses

5 steak
6 switch
1 circus
2 jungle
3 nomination

_____
think
about
deeply
_____ bring back to
health
_____ make someone
angry

2 embarrass

_____ break suddenly
into small pieces

3 heave

_____ have a rest

4 obscure

_____ make someone
feel shy

5 relax
6 shatter
_____
musical
instrument
_____ seat without a
back or arms
_____ speech given by a
priest in church

1 correspond
2 embroider
3 lurk

4 sermon

4 penetrate

5 stool
6 trumpet

5 prescribe
6 resent
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_____ exchange letters
_____ hide and wait for
someone
_____ feel angry about
something

1 artillery
2 creed

1 decent
2 frail

_____ weak

3 harsh

_____ concerning a city

4 maple

4 incredible

_____
believe

5 pork
6 streak

5 municipal
6 specific

3 hydrogen

1 chart
2 forge

_____ a kind of tree
_____ system of belief
_____ large gun on
wheels

_____ map
_____ large beautiful
house
_____ place where
metals are shaped

difficult

to

1 adequate
2 internal

_____ enough

3 mature

_____ fully grown

4 outfit

4 profound

_____ alone away from
other things

5 sample
6 volunteer

5 solitary
6 tragic

3 mansion

Graded Vocabulary Level
1.belief
2.charm
3.crumble
4.pageant

……..break into pieces
………
attraction, appeal
………a
colorful exhibition

1.justify
2.devastate

………shock

3.carve

………prove

4.identity

………personality

5.bounty
6.detect

5.determine
6.disrupt

1.acute
2.accomplish
3.adorn
4.aptitude
5.addict
6.appoint

1.distract
2.expedite
3.emigrant
4. endanger
5.enormity
6. float

……...natural ability
……...decorate
………select

1. solitude
2. insomnia
3. permissible

……...forbidden
……. State
of being alone

4. taboo

1. prohibit
2. verge

………employee

3. vigor

………forest

4. recruit

……... forbid

…disorder
5. shaggy
6. chaos

5. wood
6. thrill
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……… divert
………migrant
………risk

1. venture
2. twinkle
3. sterling
4. woe

……...person
taking
part in an event
……… project
……,,,,… shine with
delight

1. ordinary
2. surety
3.merge
4. resolute

5. host

5. ripe

6. skip

6. integrate

1. jocund
2. refuge
3. impressive
4. ambition

1. broadcast
2. fatigue
3. flutter
4. instance

…the state
of being sure
……..combine

…………..assimilate

……….place of safety
……...……….amuse
……… living example

5. embodiment
6. entertain
1. affair
2. confess
3. decade
4. demise

5. insight
6. imbued
……....a period of
ten years
…..to
admit
a
wrongdoing
……wash
quickly

1. sterling
2. texture
3. traverse

……...of the
quality
…….... local

4. foreign

………danger, risk

5. rinse
6. execution

5. threat
6. native

1. foe
2. fix

1. minor
2.
meditation
3. politician

3. orphan
4. loathe

………understanding
……...weakness
………to transmit a
program on radio/TV

…….child
whose
parents are dead
……….an enemy in
battle
….prove something is
false

5. negate
6. prevail

4. outcast
5. proclaim
6. glee

193

highest

……statesman
……...small in size
………thought

Appendix ‘C’
Word Associate Test

Word Associate Test (WAT) contains items of syntactic associates and
collocation associates. Syntactic associates measure how much students know the
synonyms or nearly synonyms of a word. Collocation associates measure how much
students know the use of collocation i.e., words that are used together in literature.
Here are words with their Eight (8) associates. First four (4) words contain synonyms
or near synonyms (syntactic associates) and last Four (4) words contain words that are
used together with given word (collocation associates) in a sentence. You are requested
to tick (V) the appropriate associates of the given words (word associates tests).
(میں مصنوعی ایسوسی ایٹس اور کولوکیشن ایسوسیwords associates tests) لفظی ایسوسی ایٹ ٹیسٹ
ایٹس کے آئٹم شامل ہیں۔ مصنوعی ایسوسی ایٹس میں یہ اندازہ لگایا جاتا ہے کہ طالب علم ایک لفظ کے کتنے
 کولوکیشن ایسوسی ایٹس میں یہ اندازہ لگایا جاتا ہے کہ کتنے طالب.مترادف یا تقریبا ً مترادف الفاظ جانتے ہیں
.علموں کوادب میں مل کر استعمال ہونے والے الفاظکا استعمال معلوم ہے
 پہلے چار الفاظ مترادف یا تقریبا ً مترادف اور آخری چار الفاظ میں وہ.) ہیںassociates(یہاں ہر لفظ کے آٹھ
 آپ سے درخواست ہے کہ مطلوبہ لفظ.الفاظ ہیں جو اس لفظ کے ساتھ مل کر عام استعمال کیے جاتے ہیں
.) کو نشان زد( )کریںassociates(کے دو دومناسب ساتھیوں
1.

Absolute

Total

2.

Half

Truth

Word

Problem

Reality

Fin
al

Critical

Serious

Monster

Design

Condition

Angle

Common

General

4.

Complete

Acute

Commendable

3.

Partial

Shared

Final

Specific

Aim

Circle

Room

Hate

Access

Reason

Constant

Partial

Regular

Continuous

Temporary
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Pain

Word

5.

Convenient

Easy

6.

Hard

Difficult

Suitable

Way

Pain

Condition

hard

Critical

Dangerous

Soft

Serious

happy

Entry

Level

Company

Temperatur
e

7.

Chivalry

Valour

8.

Lazy

Stance

Example

Solution

Personality

Help

Energetic

Active

Leadership

Ease

Diverse

Same

Different

Part

Feature

Inquiry

Entry

Local

Internal

Foreign

Animal

Home

Dwelling

Program

Delicate

Sensitive

12.

Act

Domestic

National

11.

Bravery

Distinct

Identical

10.

Coward

Dynamic

Slow

9.

Lazy

Slight

Difficult

Dual

Over

Cavernous

Soft

Answer

Issue

Matter

Deep

Profound

Surface
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Eye

Animal

Entry

Sea

13.

Eloquent

Fluent

14.

Just

Cold

Crowd

Speaker

Fair

Friendly

Decision

Problem

Matter

Answer

Evitable

Unimportant

Useless

Part

Element

Issue

Nature

Necessary

eternal

endless

Life

Truth

News

Human

Hot

Pleasant

Answer

Meat

Weather

Lake

Integral

Fundamental

19.

Debater

Frozen

Icy

18.

Audience

Everlasting

Temporary

17.

Fast

Essential

Compulsory

16.

Slow

Equitable

Biased

15.

Expressive

Essential

Useless

Least

Role

Health

Theory

Immense

Huge

Vast

Narrow

Neutral
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Need

Issue

Job

Pleasure

Job

20.

Modest

Nude

21.

Unsure

Maximum

Foreign

Costly

Slight

Average

Rate

Cry

Smile

Profit

inhabitant

Invader

Person

Decent

Polite

Cause

Anarchy

Culture

Speak

Truth

God

Ideal

Average

Least

maximum

Pondering

Sleepy

Restless

Usage

Area

Centre

Real

Anger

Smile

Mood

Pleasure

Corner

Role

Pivot

Central

27.

Happy

Pensive

Thoughtful

26.

Animal

Optimum

Minimum

25.

Woman

Noble

Cheap

24.

Behaviour

Native

Local

23.

Public

Minimal

Least

22.

Shy

Real

Odd

Eternal

Entry

profitable

Location

Point

Prime

Key

Ordinary

Essential
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Solution

City

Health

28.

Spacious

Open

29.

Narrow

Skinny

Fat

Tight

Home

Answer

Agent

Light

Slender

Slim

30.

Roomy

healthy

Area

Body

Physique

Wealth

Stern

Soft

Harsh

Severe

healthy
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Anger

Behaviour

Speech

Novel

Appendix ‘D’
Morphological Knowledge Test
Explain the meaning of the following words in English or translate them in Urdu
Language. If the underlined part of the word has changed the part of speech of the base
word, please indicate this by using appropriate terms provided below.

 اگر زیر.نگریزی میں مطلب بیان کریں یا اردو زبان میں ترجمہ کریں1درج ذیل الفاظ کے
 تو درج ذیل،بحث لفظ کے حصےکےاستعمال سےبنیادی لفظ کے بیان کا حصہ بدل گیا ہے
. ) دیںv( طریقےسے مناسب اصطالحات استعمال کر کے اس کا اشارہ
Possible terms: noun, verb, adjective, adverb, preposition
Homeless

Home+ less

Without home

Impossible

Im + possible

Not feasible

S. No

Words

Part of speech

لفظ

بیان کا حصہ

1.

Hopeless

Hope+ less

2.

Rehabilitate

Re+ habilitate

3.

Upset

Up+ set

4.

Remarkable

Remark+ able

5.

Un parallel

Un+ parallel

6.

Distinctive

Distinct+ ive

7.

Politely

Polite+ ly

8.

Companionship

Companion+ ship

9.

Emotional

Emotion + al

10.

Acceptable

accept + able

11.

Appreciative

appreciate + ive

12.

Gentleness

Gentle +ness

13.

Excessively

excessive + ly

14.

Environmental

Environment +al

15

Truthfulness

Truthful + ness
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(n

adj)

No change (adj

Meaning/
translation
the word

of

adj)

The change in part of speech
caused by the underlined part

زیر بحث حصے کے
استعمال سے بیان کے (لفظ
/کےمعانی
حصے میں تبدیلی
ترجمہ

Appendix ‘E’
Metacognitive Awareness Reading Strategies Inventory (Version 1.0)
Directions:
Listed below are statements about what people do when they read academic or
school-related materials such as textbooks or library books. Five numbers follow each
statement (1, 2, 3, 4, 5), and each number means the following:
•
•
•
•
•

1 means “I never or almost never do this.”
2 means “I do this only occasionally.”
3 means “I sometimes do this” (about 50% of the time).
4 means “I usually do this.”
5 means “I always or almost always do this.”

After reading each statement, Tick in the relevant box (1, 2, 3, 4, or 5) that
applies to you using the scale provided. Please note that there are no right or wrong
answers to the statements in this inventory.

جب لوگ تعلیمی یا اسکول سے متعلق مواد جیسے نصابی کتب یا الئبریری کتب پڑھتے ہیں
 تک5  سے1  ہر بیان کے سامنے،تو وہ کیا کرتے ہیں؟ درج ذیل بیانات اسی سے متعلق ہیں
:نمبر درجہ ہیں۔ جن کی وضاحت اس طرح سے ہے
 "میں یہ کبھی2 •
". "میں کبھی کبھی یا تقریبا ً ایسا کبھی نہیں کرتا1 •
".کبھار کرتا ہوں
 "میں4 •
.)وقت٪50 ً  "میں کبھی کبھی ایسا کرتا ہوں" (تقریبا3 •
".یہ عام طور پر کرتا ہوں
". "میں ہمیشہ یا تقریبا ً ہمیشہ یہ کرتا ہوں5 •
 تک کے نمبروں کے متعلقہ5  سے1 ہر بیان کو پڑھنے کے بعداس کے سامنے دیے گئے
براہ کرم نوٹ کریں کہ.خانوں میں سے اپنی سوچ کے مطابق خانے میں ( ) کا نشان لگائیں
.اس فہرست میں بیانات کے صحیح یا غلط جواب موجود نہیں ہیں
S.
No.
1
2

3

4
5

حکمت عملی کا استعمال

Strategy Use

جب میں پڑھتا ہوں تو میرےذہن میں ایک
.مقصدہوتاہے
I take notes while reading to میں پڑھتے ہوئے نوٹ لے لیتا ہوں جو مجھے
help me understand what I
پڑھے ہوئے کو سمجھنے میں مدد دیتا ہے۔
I have a purpose in mind when
I read.

read.
I think about what I know to
help me understand what I
read.
I preview the text to see what
it’s about before reading it.

میں پڑھتے ہوئے مواد کے متعلق سوچتا ہوں
جو مجھے سمجھنے میں مدد دیتا ہے۔

میں متن کو پڑھنے سے پہلے اس کا جائزہ لیتا
ہوں کہ یہ کس کے متعلق ہے۔
When text becomes difficult, I جب متن مشکل ہو جاتا ہے تومیں بلند آواز سے
read aloud to help me پڑھتا ہوں تاکہ میں سمجھ سکوں کہ میں کیا
understand what I read.
.پڑھتا ہوں
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Rating Scale
1

2

3

4

5

میں اہم معلومات پر غورکرنے کے
لئےخالصہ کرتا ہوں.
میں سوچتا ہوں کہ آیا متن کا مواد میرے
پڑھنے کے مقصد کے عین مطابق ہے
میں آہستہ لیکن احتیاط سے پڑھتا ہوں کہ یقینی
طور پر سمجھنا چاہتا ہوں کہ میں کیا پڑھ رہا
ہوں۔
اپنی سمجھ بوجھ کاجائزہ لینے کے لئے میں
اپنے پڑھے ہوئے مواد پر دوسروں سے بحث
کرتا ہوں۔
متن کی لمبائی اور تنظیم جیسی خصوصیات
کو نوٹ کرنے میں پہلے متن کا تجزیہ کرتا
ہوں۔
جب میں توجہ کھو دیتا ہوں تو میں اپنے اصل
موضوع کی طرف پلٹنے کی کوشش کرتا ہوں
متن میں موجود معلومات کو یاد رکھنے کے
لئے میں انہیں خط یا دائرہ لگا دیتا ہوں۔
زیر مطالعہ مواد کے مطابق میں اپنے پڑھنے
کی رفتار میں مطابقت پیدا کرتا ہوں۔

I summarize what I read to
reflect
on
important
information in the text.
I think about whether the
content of the text fits my
reading purpose.
I read slowly but carefully to
be sure I understand what I’m
reading.
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8

I discuss what I read with
others
to
check
my
understanding.
I skim the text first by noting
characteristics like length and
organization.

10

I try to get back on track when
I lose concentration.

11

I
underline
or
circle
information in the text to help
me remember it.
I adjust my reading speed
according to what I’m
reading.
I decide what to read closely
and what to ignore.

12

understand what I read.
When text becomes difficult, I
pay closer attention to what
I’m reading.

13

14
15

16

I use tables, figures, and
pictures in text to increase my
understanding.

17

I stop from time to time and
think about what I’m reading.

18

I use context clues to help me
better understand what I’m
reading.
I paraphrase (restate ideas in
my own words) to better
understand what I read.

19

اپنے پڑھے ہوئے مواد کو بہتر طور پر
سمجھنے کے لئے میں اُس کی تشریح و توضیع
کرتا ہوں۔
اپنی پڑھی ہوئی معلومات کو یاد رکھنے کے I try to picture or visualize
لئے میں ان کا خاکہ یا خالی تصویر بنا لیتا ہوں۔ information to help remember
میں کلیدی معلومات کی شناخت کے لئے جلی
اور ترچھے حروف جیسے چھپائی کے
معاونات استعمال کرتا ہوں۔

7

9

میں یہ فیصلہ کر لیتا ہوں کہ مجھے کیا غور
سے پڑھنا ہے اور کیا رد کرنا ہے۔
میں پڑھتے ہوئے لغات جیسے حوالہ جاتی I use reference materials such
as dictionaries to help me
مواد کو استعمال کرتا ہوں۔
جب متن مشکل ہو جاتا ہے تو ،میں جو کچھ
پڑھ رہا ہوتا ہوں اس پر مزید توجہ مرکوز کرتا
ہوں.
میں اپنی سمجھ بوجھ میں اضافہ کرنے کے
لئے جدول  ،اعداد و شمار اور تصاویر استعمال
کرتا ہوں.
میں کبھی کبھار پڑھتے ہوئے رک کر یہ
سوچتا ہوں کہ میں کیا پڑھ رہا ہوں۔
جو میں پڑھ رہا ہوتا ہوں اُسے سمجھنے میں
متن کا سیاق و سباق میری مدد کرتا ہے۔

6

what I read.
I use typographical aids like
boldface and italics to identify
key information.
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21

22

میں متن میں پیش کردہ معلومات کا تنقیدی
جائزہ اور تجزیہ کرتا ہوں.
متن میں خیاالت کے درمیان تعلقات تالش
کرنے کے لئے میں متن کو دوبارہ دیکھتا ہوں۔
جب مجھے متضاد معلومات کا سامنا ہوتا ہے
تو میں اپنی معلومات کا احاطہ کرتا ہوں۔

I critically analyse and
evaluate the information
presented in the text.
I go back and forth in the text
to find relationships among
ideas in it.
I check my understanding
when
I
come
across
conflicting information.
I try to guess what the material
is about when I read.

جب میں پڑھتا ہوں تو یہ اندازہ کرنے کی
کوشش کرتا ہوں کہ یہ مواد کس کے متعلق ہے۔
جب متن مشکل ہو جاتا ہے تو ،میں اپنی سمجھ When the text becomes
difficult, I re-read to increase
میں اضافہ کرنے کے لئے دوبارہ پڑھتا ہوں
my understanding.
I ask myself questions I like to
have answered in the text.

میں اپنے آپ سے وہ سواالت پوچھتا ہوں جن
کے جواب میں متن میں دیکھنا چاہتا ہوں۔
میں یہ دیکھنے کی کوشش کرتا ہوں کہ متن I check to see if my guesses
کے بارے میں میرا اندازہ صحیح ہے یا غلط ۔ about the text are right or
میں نامعلوم الفاظ یا جملے کا معنی کا اندازہ
کرنے کی کوشش کرتا ہوں
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wrong.
I try to guess the meaning of
unknown words or phrases.

23

24

25

26
27

28
29

30

Appendix ‘F’
Prior Knowledge Test
Read the following three passages carefully and answer the questions about previous
knowledge that you have about these passages.

Passage 1: A Failure to Communicate
When two people speak the same first language, they occasionally misunderstand each
other. Imagine the difficulty that interpreters have when they must first understand what
the speaker of one language has said and then translate the message into another
language.
Translators are challenged when the speaker makes a reference to an event or story
character that is not known to listeners from another country. A speaker may refer to
someone as a “Cinderella,” meaning that a person was once poor and is now wealthy,
but if the listeners do not know the story, the meaning is lost.
Translating quickly, while the person is speaking, is especially difficult. Yet,
simultaneous translation is used today in about 85% of all international meetings. Not
only are translators working with the United Nations, but they are employed for
business, scientific, and educational meetings as well.
Computers are being programmed to translate languages. Although computers have
great potential for speedy translations, they have some of the same problems that human
translators have. In an early attempt to translate English into Russian, a computer
translated “out of sight, out of mind” as “invisible idiot.” In our global society we need
to work hard to understand each other and keep a sense of humour.
Questions
1.
2.
3.
4.

What does communicate mean?
______________________________________________________
Do you speak more than one language?
______________________________________________________
Have you ever had a difficult time communicating with someone?
______________________________________________________
Why would it be difficult if you were not able to understand what
someone was saying?
______________________________________________________

Passage 2: Modern Chemistry
One of the founders of modern chemistry was a wealthy Frenchman, Antione Lavoisier,
who lived in the late eighteenth century. Lavoisier burned different substances in a
closed chamber and proved that there was no change in their weight. This showed that
the basic elements remained the same even though their appearance was completely
altered.
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To explain this phenomenon, an English chemist, John Dalton, proposed the atomic
theory in 1810. According to Dalton’s theory, all matter is composed of minute building
blocks, which he called atoms. The atoms of the different elements vary in size and
characteristics. Though the elements themselves can and do combine to form new
substances, their atoms always remain the same.
Guided by this theory, a Russian scientist, Dmitry Mendeleyev, arranged all of the
known elements in a table according to their atomic weights. He showed that the
elements fell naturally into certain groups with similar properties. Since many gaps
appeared in the table, chemists began to search for the missing elements.
The field of science contains many examples of discoveries being shared by people
from different nations. Because lack of communication can be disastrous to the growth
of knowledge, most scientists are eager to compare results and learn from each other.
Questions
5.
6.
7.
8.

Chemistry is the study of
______________________________________________________
A person who studies chemistry is called a
______________________________________________________
Have you ever taken a chemistry course in school?
______________________________________________________
Why would it be important to study chemistry?
______________________________________________________

Passage 3: Voter Drive
Soon after Jim moved to Plainfield, he received a telephone call from a person who
asked if he was registered to vote in the coming election. Jim said that he hadn’t thought
about it. The caller said she was a member of a local organization that was sponsoring
a voter drive. She didn't represent any particular political party but only wanted to
encourage people to register and to vote.
Since registration terms and procedures differ from one part of the country to another,
the people working in the voter drive offered to explain the local procedures and tell
people where they could register.
The caller explained that after Jim registered, he would be mailed a sample ballot for
each election. The ballot would contain the names of the candidates and the measures
to be voted on. Jim asked some questions and then thanked the caller for giving him
information about voter registration.
Frequently people say that they don’t bother to vote because one vote is not significant.
Jim read that a presidential election, referred to as the Revolution of 1800, resulted in
Burr and Jefferson having the same number of votes. Jim appreciated being reminded
about voter registration when he recalled that important tie.
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Questions
Answer these questions before reading the passage.
9.
What is the document people use to vote called?
_________________________________________________________
10.
How is the president elected?
_________________________________________________________
11.
What must a person do to be able to vote?
_________________________________________________________
12.
Do people in your family vote?
_________________________________________________________
13.
How old must you be to vote?
_________________________________________________________
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For permission to use of the Comprehensive Test of Phonological Processing--Second
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PRO-ED. Kit 13080. Number of copies: 1 No fee assessed.
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reliability of the Licensed Material or its appropriateness or effectiveness with respect to
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made against PRO-ED, Inc. on account of your use of the Licensed
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Appendix ‘I’
List of Public and Private Schools Selected Through Stratified Sampling
S. No

Name of Institutions

Gender

Area

Schools

1

Islamabad Model College for Boys, G-10/4, Islamabad

Boy

Urban

Public

2

Islamabad Model School for Boys (VI-X), G-7/3-1

Boy

Urban

Public

3

Islamabad model college for boys, F-10/3, Islamabad

Boy

Urban

Public

4

Islamabad Model College for Boys, G-6/2

Boy

Urban

Public

5

Islamabad Model College for Boys, F-7/3, Islamabad

Boy

Urban

Public

6

Islamabad Model School for Boys (VI-X), I-10/2, Islamabad

Boy

Urban

Public

7

Tanveer Hussain Shaheed Model College for Boys, G-7/4

Boy

Urban

Public

8

Islamabad Model School for Boys (VI-X), F-8/3, Islamabad

Boy

Urban

Public

9

Islamabad Model College for Girls, F-10/2, Islamabad

Girl

Urban

Public

10

Islamabad Model School for Girls, G-7/2, Islamabad

Girl

Urban

Public

11

Islamabad Model School For Girls, G-11/1, Islamabad

Girl

Urban

Public

12

Islamabad Model School for Girls, G-10/1, Islamabad

Girl

Urban

Public

13

Islamabad Model College for Girls, G-9/2, Islamabad

Girl

Urban

Public

14

Islamabad Model College for Girls, G-6/1-4, Islamabad

Girl

Urban

Public

15

Islamabad Model School for Girls, G-9/4, Islamabad

Girl

Urban

Public

16

Islamabad Model School for Girls (I-X), G-5, Islamabad

Girl

Urban

Public

17

Islamabad Model School for Girls, University Colony,G-5

Girl

Urban

Public

18

Islamabad College for Girls, F-6/2, Islamabad

Girl

Urban

Public

19

Islamabad Model School for Girls, F-6/1, Islamabad

Girl

Urban

Public

20

Allied school, 387 ibn.e.sina road, G-10/2 Islamabad

Boy

Urban

Private

Pak turk international school & college Faiz Ahmed Faiz
21

road, H-8/1

Boy

Urban

Private

22

PIES school & college, house no 2, street no 38, G-6/2

Boy

Urban

Private

23

OPF boys college, H-8/4

Boy

Urban

Private

24

EMS High school, main campus F-11/4 Islamabad

Girl

Urban

Private

25

Dar.e.arqam school, madina.tul. hujjaj compus I-10/4

Girl

Urban

Private

26

Marjan public school & college F-10/4 islamabad

Girl

Urban

Private

27

Islamabad Model School for Boys (I-X), Naugazi (F.A.)

Boy

Rural

Public

28

Islamabad Model School for Boys (VI-X), Golra (F.A)

Boy

Rural

Public

29

Islamabad Model School for Boys (I-X), Chattar (F.A.)

Boy

Rural

Public

30

Islamabad Model School for Boys (VI-X), Chirrah (F.A.)

Boy

Rural

Public

31

Islamabad Model School for Boys (VI-X), Noon, (F.A.)

Boy

Rural

Public

32

Islamabad Model School for Boys (VI-X), Talhar (F.A)

Boy

Rural

Public

33

Islamabad Model College for Boys, Chak Shehzad (F.A.)

Boy

Rural

Public

34

Islamabad Model College for Boys, Nilore (F.A.)

Boy

Rural

Public

35

Islamabad Model School for Boys, Jhang Syedan (F.A)

Boy

Rural

Public
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36

Islamabad Model School for Boys (I-X), Maira Akku, (F.A )

Boy

Rural

Public

37

Islamabad Model School for Boys (I-X), Kirpa (F.A.)

Boy

Rural

Public

38

Islamabad Model School for Boys (I-X), Bharakau (F.A.)

Boy

Rural

Public

39

Islamabad Model School for Boys, (VI-X), Kurree (F.A.)

Boy

Rural

Public

40

Islamabad Model School for Girls (I-X), Shah Allah Ditta (F.A.)

Girl

Rural

Public

41

Islamabad Model College for Girls, Punjgran (F.A)

Girl

Rural

Public

42

Islamabad Model College for Girls, Jagiot (F.A.), Islamabad

Girl

Rural

Public

43

Islamabad Model School for Girls (I-X), Rawal Town (F.A.)

Girl

Rural

Public

44

Islamabad Model School for Girls (I-X), Pind Malkan, (F.A.)

Girl

Rural

Public

45

Islamabad Model School for Girls (I-X), Phulgran (F.A.)

Girl

Rural

Public

46

Islamabad Model College for Girls, Malpur (F.A.)

Girl

Rural

Public

47

Islamabad Model College for Girls, Margalla Town, F.A.

Girl

Rural

Public

48

Islamabad Model School For Girls (I-X), Talhar (F.A.)

Girl

Rural

Public

49

Islamabad Model School for Girls (I-X), Mohra Nagial (F.A.)

Girl

Rural

Public

50

Islamabad Model College for Girls, Model Town, Humak (F.A.)

Girl

Rural

Public

51

Islamabad Model School for Girls (I-X), Gagri, (F.A.)

Girl

Rural

Public

52

Islamabad Model School for Girls (I-X), Chirah (F.A.)

Girl

Rural

Public

53

Garden public secondary school, garden town, new shakrial (FA)

Boy

Rural

Private

54

National public secondary school, G.T road, Rawat (F.A)

Boy

Rural

Private

Dr A.Q Khan college of science and technology, Bahria Town

55

Phase-8 (FA)

Boy

Rural

Private

56

Allama Iqbal model school, Tarlai Kalan (F.A)

Boy

Rural

Private

57

Honhaar Grammar school, kallar road, P.O rawat (F.A)

Boy

Rural

Private

Pak Turk international school & college,3-park road, near
58

Tarlai (F.A)

Boy

Rural

Private

59

DHAI army public school, sector F, DHA phase no 2 (FA)

Boy

Rural

Private

60

Army public school, orchard area, DHA phase-1 (FA)

Boy

Rural

Private

61

Institute of Islamic sciences, satra meel, (F.A)

Boy

Rural

Private

62

Allama Iqbal public school, main street, ghouri town, koral,

Girl

Rural

Private

63

Paradise public school, Benazir chowk, tarnol ( F.A)

Girl

Rural

Private

64

Fatima public school and college, jabba Khanna, Dak (F.A)

Girl

Rural

Private

65

Penguin international school, british homes, islamabad (FA)

Girl

Rural

Private

66

The national school and college, Pakistan Town (FA)

Girl

Rural

Private

67

Islamabad career college bhara kahu F.A Islamabad

Girl

Rural

Private

68

Al noor Islamic model school, sharifabad P.O Koral (F.A)

Girl

Rural

Private

69

Babur public school, nae abaddi, bhara kahu, Islamabad

Girl

Rural

Private

70

Uswa college, saif ali education complex, japan road, sihala

Girl

Rural

Private
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Permission Letter - 1
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Appendix ‘K’
Permission Letter - 2
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Appendix ‘L’
VOCABULARY KNOWLEDGE SCALE (Teachers Version)
Dear English Language Experts/ English teacher
Following test items of vocabulary knowledge of the English language are
taken from Textbook of English of grade 9th and textbook of English of Grade 10th to
assess vocabulary level and vocabulary depth of secondary school students in my study.
Please rate these items on five (5) point Likert Scale. Tick (V) relevant options of rating
scale. The details of the rating scale are given below.
Rating point

Response

1

most appropriate

2

Appropriate

3

Undecided

4

Inappropriate

5

Most inappropriate

1. Graded Vocabulary level
Item

Word

Meaning

Distractors

1

Crumble

Break into pieces

2

Charm

Attraction

Belief,
detect
-do-

3

Pageant

4

Aptitude

5
6
7

Adorn
Appoint
Solitude

8

Taboo

A
colorful -doexhibition
Natural ability
Acute, accomplish,
addict
Decorate
-doSelect
-doState of being alone Shaggy, Insomnia,
permissible
Forbidden
-do214

Rating Scale
1 2 3 4 5
Bounty,

9
10
11

Chaos
Mellow
Venture

Disorder
Of highest Quality
Project

-doWoe, skip, Sterling
-do-

12
13

Twinkle
Refuge

Shine with delight
Place of safety

-doJocund, impressive,
ambition
-do-doDistractors
1

14
Entertain
15
Embellish
Item Word

Amuse
Enlarge
Meaning

16

Decade

17

Confess

18

Excel

19

Orphan

20

Foe

A period of ten
years
To
admit
a
wrongdoing
To do extremely
well
Child whose parents
are dead
An enemy in battle

21

Negate

22

Devastate

23
24
25

Crunch
Devise
Distract

26
27
28
29
30
31

Emigrant
Endanger
Victim
Wood
Value
Supreme

32
33
34

Merge
Modest
Insight

35
36
37

Fatigue
Emphasize
Sterling

38
39
40

Native
Threat
Morale

41

Glee

Affair,
execution
-do-

demise,

-doFix, loathe, prevail
-do-

Prove something is -dofalse
Shock
Carve, determine,
disrupt
Support
-doControl
-doDivert
Expedite, Enormity,
Float
Migrant
-doRisk
-doObject
Verge, Vigor, Thrill
Forest
-doImportance
-doHighest
Resolute,
Ripe,
Ordinary
Combine
-doShy
-doUnderstanding
Flutter,
instance,
imbued
Weakness
-doHighlight
-doOf highest quality
Texture, Traverse,
Foreign
Local
-doDanger
-doConfidence
Merry,
outcast,
proclaim
Cheerful
-do215

2

3 4 5

42
43

Meditation
Broadcast

44
45
46

Minor
Politician
Surety

47
48

Sentence
Whisper

49

Association

50

Lunar

51
52

Magnitude
Recruit

Thought
To
transmit
a
program
Small in size
Statesman
The state of being
sure
Punishment by law
Say
something
quietly
Feelings connected
with an event
Relating to the
moon
Importance
Employee

53
54
55

Peer
Prohibit
Identity

Friends
Forbid
Personality

56
57
58

Justify
Integrate
Embodiment

Prove
Assimilate
Living example

59
60

Rinse
Participant

Wash quickly
Contributor
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-doProficient, priority,
Dynamic
-do-doChasten,
trend,
leisure
-do-doFirm,
minor
-do-doRecovery,
queer
-do-doIllustrate,
irritant
-do-doRoaring,
spinning
-do-do-

disgrace,

reveal,

limb,

host,

Appendix ‘M’
Word Associate Test

Following test items contain adjectives, synonyms or nearly synonyms (Word Associate)
and words that often come together (collocation Associates) taken from the book of English
for Class 9th and Textbook of English Class for 10th. Please rate these test items.
items

word

Word Associate

Collocation Associate

Rating Scale

Synonym 1

Synonym 2

1 2

1
2
3
4
5
6

Absolute
Acute
Common
Constant
Convenient
Critical

Total
Critical
General
Regular
Easy
Dangerous

Complete
Serious
Shared
Continuous
Suitable
Serious

Collocation
1
Truth
Condition
Aim
Pain
Way
Level

7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30

Chivalry
Dynamic
Distinct
Domestic
Delicate
deep
Eloquent
Equitable
Essential
Everlasting
Frozen
Integral
Immense
Modest
Minimal
Native
Noble
Optimum
Pensive
Pivot
Prime
Spacious
Slender
Stern

Velour
Energetic
Diverse
Local
Sensitive
Profound
Fluent
Just
Compulsory
Eternal
Icy
Fundamental
Huge
Shy
Least
Local
Decent
Minimum
Thoughtful
Central
Key
Open
Slim
Harsh

Bravery
Active
Different
Internal
Difficult
cavernous
Expressive
Fair
Evitable
Endless
Cold
Essential
Vast
Unsure
Average
Inhabitant
Polite
Least
Pondering
Real
Profitable
Roomy
Skinny
Severe

Act
Leadership
Part
Animal
Issue
eye
Debater
Decision
Part
Life
Meat
Role
Need
Behavior
Rate
Person
Cause
Usage
Mood
Point
Location
Home
Body
Behavior
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Collocation
2
Reality
Angle
Room
Word
Condition
Temperatur
e
Stance
Personality
Feature
Program
Matter
Sea
Speaker
Matter
Element
Truth
Lake
Job
Pleasure
Women
Profit
Culture
Truth
Area
Pleasure
Role
Solution
Light
Physique
Speech

3

4

5

Appendix ‘N’
Morphological Knowledge Test
Explain the meaning of the following words in English or translate them in Urdu
Language. If the underlined part of the word has changed the part of speech of the base
word, please indicate this by using appropriate terms provided below.

Possible terms: noun, verb, adjective, adverb, preposition
Examples:
a. Homeless

Home+ less

Without home

(n- adj)

b. Impossible

Im+ possible

Not feasible

No change (adj- adj)

Ite
ms

Words

Part of speech

Meaning

Change in part of
speech
due
to
underlined part

1

Helplessness

Helpless+
ness

Weakness

No
change
(noun- noun)

2

Hopeless

Hope+ less

Without
hope

(Verb/nounadjective)

3

Rehabilitate

Re+ habilitate

Naturalize

No
change
(Verb- Verb)

4

Discontent

Dis+ content

Dissatisfied

Verb/Noun/adj
ectiveadjective)

5

Upset

Up+ set

Sad

(Verbadjective)

6

Remarkable

Remark+ able

Extraordina
ry

(Verbadjective)

7

Un parallel

Un+ parallel

Un-match

(nounadjective)

8

Distinctive

Distinct+ ive

Unique

(nounadjective)

9

Politely

Polite+ ly

Respectfull
y

(adjectiveadjective)
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Rating Scale
1

2

3

4

5

10

Companions
hip

Companion+
ship

Company

(Noun-noun)

11

Emotional

Emotion + al

Sensitive

(Nounadjective)

12

Acceptable

accept + able

Adequate

(Verbadjective)

13

Avoidable

avoid +able

Mandatory

(Verbadjective)

14

Unwarranted

un+ warranted Baseless,

(adjective
adjective)

15

Unending

un +ending

(nounadjective)

16

Appreciative

appreciate
ive

17

Gentleness

Gentle +ness

Kindness

(adjectiveNoun)

18

Excessively

excessive + ly

Unduly

(adverbadjective)

19

Environment
al

Environment
+al

Ecological

(nounadjective)

20

Truthfulness

Truthful
ness

Eternal

+ Obliged

+ Honesty
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(verb
adjective)

(AdjectiveNoun)

–

-

Appendix ‘O’
List of School Teachers involved in Content Validity Index
Sr.
No

Teacher’s Name

Designation

Qualification

Experience

School/ College

1.

Dr. Rasib Mehmood

SST

PhD

18 Yrs.

IMCB, G-7/2, ISD

2.

Muhammad Usman

Lecturer

MPhil

18 Yrs.

ICB, G-6-1/3, ISD

3.

Shafi Zaman

SST

MA/ M. Ed

30 Yrs.

IMSB, G-9/1, ISD

4.

Qamar Ud Din

DHM

M. Phil

10 Yrs.

IMSB, 1-10/ 1, ISD

5.

Farhat Sultan

SST

MA/ M. Ed

30 Yrs.

IMCB, G-7/2, ISD
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Appendix ‘P’
Rubric for Coding
i. Vocabulary Level Test

Sr. No
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
Sr. No
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45

2000 Word Level
Correct Response
Sr. No
6
16
3
17
1
18
5
19
4
20
3
21
6
22
4
23
3
24
6
25
1
26
3
27
4
28
1
29
6
30
The 3000 Word level
Correct Response
Sr. No
3
46
2
47
5
48
6
49
4
50
1
51
2
52
3
53
4
54
4
55
2
56
1
57
2
58
5
59
4
60
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Correct Response
6
5
1
2
1
6
4
2
5
3
1
5
3
6
5
Correct Response
2
4
1
3
4
5
2
4
3
5
6
4
4
6
1

The 5000 Word level
Sr. No
61
62
63
64
65
66
67
68
69
70
71
72
73
74
75
Sr. No
91
92
93
94
95
96
97
98
99
100
101
102
103
104
105
106
107
108
109
110
111

Correct Response
Sr. No
6
76
4
77
3
78
4
79
2
80
1
81
6
82
5
83
4
84
4
85
2
86
1
87
1
88
3
89
2
90
Graded Vocabulary level
Correct Response
Sr. No
3
112
2
113
4
114
4
115
3
116
6
117
4
118
1
119
6
120
5
121
1
122
2
123
2
124
6
125
5
126
3
127
2
128
5
129
3
130
1
131
5
132
222

Correct Response
2
6
5
6
5
2
1
4
6
2
5
4
1
3
5
Correct Response
2
1
4
1
3
4
4
5
1
2
3
6
5
2
1
1
6
5
3
1
2

ii. Word Associate Test
Items Word

Word Associate

Collocation Associate

Synonym 1

Synonym 2

Collocation 2

1

Absolute

Total

Complete

Collocation
1
Truth

2

Acute

Critical

Serious

Condition

Angle

3

Common

General

Shared

Aim

Room

4

Constant

Regular

Continuous

Pain

Word

5

Convenient

Easy

Suitable

Way

Condition

6

Critical

Dangerous

Serious

Level

Temperature

7

Chivalry

Velour

Bravery

Act

Stance

8

Dynamic

Energetic

Active

Leadership

Personality

9

Distinct

Diverse

Different

Part

Feature

10

Domestic

Local

Internal

Animal

Program

11

Delicate

Sensitive

Difficult

Issue

Matter

12

deep

Profound

cavernous

eye

Sea

13

Eloquent

Fluent

Expressive

Debater

Speaker

14

Equitable

Just

Fair

Decision

Matter

15

Essential

Compulsory

Evitable

Part

Element

16

Everlasting

Eternal

Endless

Life

Truth

17

Frozen

Icy

Cold

Meat

Lake

18

Integral

Fundamental Essential

Role

Job

19

Immense

Huge

Vast

Need

Pleasure

20

Modest

Shy

Unsure

Behavior

Women

21

Minimal

Least

Average

Rate

Profit

22

Native

Local

Inhabitant

Person

Culture

23

Noble

Decent

Polite

Cause

Truth

24

Optimum

Minimum

Least

Usage

Area

25

Pensive

Thoughtful

Pondering

Mood

Pleasure

26

Pivot

Central

Real

Point

Role

27

Prime

Key

Profitable

Location

Solution

28

Spacious

Open

Roomy

Home

Light

29

Slender

Slim

Skinny

Body

Physique

30

Stern

Harsh

Severe

Behavior

Speech
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iii. Morphological Knowledge Test
Item
No.

Words

Part of speech

Meaning/
The change in part of
translation of speech caused by the
the word
underlined part

1

Hopeless

Hope+ less

Without hope

(Verb/noun- adjective)

2

Rehabilitate

Re+ habilitate

Naturalize

No change (Verb- Verb)

3

Upset

Up+ set

Sad

(Verb- adjective)

4

Remarkable

Remark+ able

Extraordinary

(Verb- adjective)

5

Un parallel

Un+ parallel

Un-match

(noun- adjective)

6

Distinctive

Distinct+ ive

Unique

(noun- adjective)

7

Politely

Polite+ ly

Respectfully

(adjective- adjective)

8

Companionship

Companion+ ship

Company

(Noun-noun)

9

Emotional

Emotion + al

Sensitive

(Noun- adjective)

10

Acceptable

accept + able

Adequate

(Verb- adjective)

11

Appreciative

appreciate + ive

Obliged

(verb - adjective)

12

Gentleness

Gentle +ness

Kindness

(adjective- Noun)

13

Excessively

excessive + ly

Unduly

(adverb- adjective)

14

Environmental

Environment +al

Ecological

(noun- adjective)

15

Truthfulness

Truthful + ness

Honesty

(Adjective-Noun)
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Metacognitive Awareness Reading Strategies Inventory (MARSI)
Version 1.0 Kouider Mokhtari and Carla Reichard (2002)
S.
No.

Type

Strategies

Scale
1
2 3
S
D U
D
D

1

GLOB

I have purpose in mind when I read

2

SUP

I take notes while reading to help me
understand what I read.

3

GLOB

I think about what I know to help me
understand what I read

4

GLOB

I preview the text to see what it’s about
before reading it.

5

SUP

When text becomes difficult, I read aloud to
help me understand what I read

6

SUP

I summarize what I read to reflect on
important information in the text.

7

GLOB

I think about whether the content of the text
fits my reading purpose.

8

PROB

I read slowly but carefully to be sure I
understand what I’m reading

9

SUP

I discuss what I read with others to check my
understanding.

10

GLOB

I skim the text first by noting characteristics
like length and organization
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4 5
A S
A

11

PROB

I try to get back on track when I lose
concentration.

12

SUP

I underline or circle information in the text to
help me remember it.

13

PROB

I adjust my reading speed according to what
I’m reading.

14

GLOB

I decide what to read closely and what to
ignore.

15

SUP

I use reference materials such as dictionaries
to help me understand what I read.

16

PROB

When text becomes difficult, I pay closer
attention to what I’m reading.

17

GLOB

I use tables, figures, and pictures in text to
increase my understanding.

18

PROB

I stop from time to time and think about what
I’m reading.

19

GLOB

I use context clues to help me better
understand what I’m reading.

20

SUP

I paraphrase (restate ideas in my own words)
to better understand what I read.

21

PROB

I try to picture or visualize information to
help remember what I read.

22

GLOB

I use typographical aids like boldface and
italics to identify key information.
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23

GLOB

I critically analyze and evaluate the
information presented in the text.

24

SUP

I go back and forth in the text to find
relationships among ideas in it.

25

GLOB

I check my understanding when I come
across conflicting information.

26

GLOB

I try to guess what the material is about when
I read.

27

PROB

When text becomes difficult, I reread to
increase my understanding

28

SUP

I ask myself questions I like to have
answered in the text.

29

GLOB

I check to see if my guesses about the text are
right or wrong.

30

PROB

I try to guess the meaning of unknown words
or phrases.

iv. BADER Reading and Language Inventory
(Prior Topic Knowledge Test)
Passage 1 (A failure to communicate)
1. What does communicate mean? (to convey or transfer information to others)
2. Do you speak more than one language? (Yes or No)
3. Have you ever had a difficult time communicating with someone? (Yes or No)
4. Why would it be difficult if you were not able to understand what someone was
saying? ((possibly we can’t understand each other’s point of view)
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Passage 2 (Voter Drive)
1. What is the document people use to vote called? ( National Identity Card)
2. How is the president elected? (through votes)
3. What must a person do to be able to vote? (registered him/her as a voter)
4. Do people in your family vote? (yes/no)
5. How old must you be to vote? (18 years old)
Passage 3 (Modern Chemistry)
1. Chemistry is the study of Science.
2. A person who studies chemistry is called a scientist.
3. Have you ever taken a chemistry course in school? (yes/ no )
4. Why would it be important to study chemistry? (Chemistry helps people to
understand human and non-human anatomies)
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v. Qualitative Reading Inventory (Leslie & Caldwell, 2006)
Examiners Copy
World War I

3

World War I, also known as the Great War, drew in not only the major powers

19

of Europe, but those of America and Asia as well. Many economic and political

33

factors caused the war. Newly industrialized nations competed with one another

44

for trade and markets for their goods. Also, the urge for national power and

58

independence from other nations came from old and new powers. When a new

71

nation tried to increase its power by building a strong military, an older nation

85

perceived the new nation as a threat to its power. Such tensions led to the division

101

of Europe into two groups for security: one composed of Britain, France, and

114

Russia, the other of Austria, Hungary, and Germany. Although the factors

126

discussed above caused the war, the final breaking point was a local conflict

138

between Austria and Serbia, a tiny kingdom in south Eastern Europe. Serbia,

150

supported by Russia, wanted to unite with the Serbs living in the Austro-

163

Hungarian Empire and create a Greater Serbia. Austria, supported by Germany,

174

did not want Serbia cutting into its empire. The war officially started in August

188

of 1914, after the assassination of the Austrian heir to the throne, who was

202

visiting Sarajevo, near Serbia’s border. The assassin was a young man with

214

connections to the military intelligence branch of the Serbian government.

224

Austria’s attempt to punish Serbia drew Russia and its allies Britain and France

237

into a war against Austria—Hungary and Germany.

245
____

Total words Read/ minute=
Errors=
Correct Word Per Minute (CWPM)=
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