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Chapter one: Preliminaries

1.1 Introduction

     In the modern age, people from all over the world need to learn English. Today, 

with the advent of the internet in the life of people, everybody can communicate with

others from different countries and cultures. Additionally, English as an international

language has a major role in science; most of the science books and articles are

written in English. The importance of English, in turn, accentuates the importance of

the methods and materials that ESL (English as Second Language) teachers use to

teach it.  

     Meanwhile, nowadays, technology and multimedia are used as useful tools in

language learning. In many English classes, teachers use computer programs, 

instructional movies and films to teach English. English movies, as a kind of

multimedia, are used by many teachers and learners, and are becoming increasingly

popular among people. So they can influence second language learning because they

provide different aspects of the modality of input. 

     It is evident that input has great importance in second language acquisition (SLA). 

This implies that a greater level of attention needs to be paid to the modality of input

in language learning (Sydorenko, 2010). In recent years, many researchers have

considered the effect of multimedia materials on second language learning. 

     According to Plass and Jones (2005), multimedia is a combination of print, audio, 

and imagery that enhance input by making it more comprehensible. They claim that



pictures and video can improve reading and listening comprehension. Similarly, 

Paivio (1986, 1991, and 2007) holds that based on Dual Coding Theory, a

combination of imagery and verbal information enhance information processing. 

Purhosein Gilakjani (2012) states that multimedia include text, color, graphical

images, animation, audio sound, and full motion video in single application that can

be useful in improving students' understanding of language. 

     The present study aims to investigate the effect of different aspects of a film

(video, audio, and captions) on improving L2 learners' vocabulary learning. The

effect of each aspect of a film on vocabulary comprehension and production will be

investigated under three treatment conditions: first; video, audio, and captions

(VAC), second; video and captions (VC), and finally video and audio (VA). 

1.2 Statement of the problem

     Until recent years, traditional methods were used for teaching vocabulary. Most

teachers preferred to use books for teaching. Language teachers and learners were not

interested in using multimedia. Many English classrooms were not well-equipped

with modern media. Many students used these instruments as a means of

entertainment and did not pay attention to movies as a helpful way for improving

their language. Even today, there are students who rarely watch any instructional

movies and films at home, and many parents consider watching instructional movies

a waste of time. 



     However, with the increasing popularity of multimedia sources among the

younger generation, one can hardly deny the effect of various aspects of multimedia

on the learning of various language components and skills such as vocabulary, 

grammar, listening, reading, speaking and writing. 

     This claim is corroborated by several researchers who have shown the positive

effect of using different kinds of multimedia on language learning. For instance, 

Danan (2004) and Wang (2012) state that captioned movies can assist L2 learners to

recall second language vocabulary through combining images, spoken words, and

written text. Nonetheless, there are others who are against the use of multimedia in

learning a second language because they think multimedia use may be accompanied

by a number of difficulties. Moreno and Mayer (2007) claim that using captioned

movies is not useful for L2 language classroom because they can overload the visual-

pictorial channel by presenting animations, verbal information, and words on-screen

text at the same time. The present study aims to partially resolve the controversy

surrounding this issue by addressing the question of the extent to which various

aspects of multimedia can affect L2 vocabulary learning.  

1.3 Significance of the study

     Today, as an important tool, technology has a major role in teaching and learning

English as a second or foreign language. Furthermore, input has a great importance in



second language acquisition (SLA). Therefore, as a kind of technology, multimedia

can provide different input modalities in L2 language learning.  

     The significance of this research is that it investigates the effect of three different

combinations of multimedia including first, video, audio, and captions (VAC), 

second, video and captions (VC) and third, video and audio (VA) on L2 vocabulary

learning. 

     In VAC, the combination of audio as a verbal input along with video and captions

as two visual inputs at the same time, are investigated on L2 vocabulary

comprehension and production. The second combination of multimedia examines the

effect of two visual inputs without any verbal input on L2 vocabulary comprehension

and production. And finally, the combination of a verbal input and one visual input, 

which include images of the film without any written text of the speech as captions

on TV screen, is investigated on L2 vocabulary comprehension and production.    

     Some studies have investigated the effect of using captioned video on second

language learning; however, few of them have considered  the different input

modalities of a film separately, each film has visual and verbal effect on language

learning; moreover, the captions of the film as visual input have an important role in

language learning.  

     By using more effective combinations of multimedia environment, teachers can

help L2 learners to receive useful input, which is an important factor in language

learning, and to improve their skills. 



1.4 Statement of the research questions and hypotheses

1.4.1 Research questions

     The present study is an attempt to answer the following research questions:

1. Are there any significant differences among the effects of various multimedia

on L2 vocabulary comprehension?

2. Are there any significant differences among the effects of various multimedia

on L2 vocabulary production?

1.4.2 Research hypotheses

     In response to the above-mentioned questions, the following null hypotheses have

been formulated:

1. There are no significant differences among the effects of various multimedia

on L2 vocabulary comprehension. 

2. There are no significant differences among the effects of various multimedia

on L2 vocabulary production. 



1.5 Limitations and delimitations of the study

     Several limitations and delimitations were involved in the present study. One of

the most important limitations of this study was finding L2 learners at the same level

of language proficiency. In addition, this study was carried out in six sessions;

therefore, satisfying the professors was somehow difficult, because taking 30-60

minutes of their class time would cause some difficulty for their own instruction. 

     Another limitation was the length of the instructional treatment that could have

affected the results of the study. If the study were conducted in a longer period of

time, the findings might have changed. 

     The number of participants in the present study can be considered as another

limitation. From the 82 students who were initially selected for this study, only 56 of

them participated in all sessions and after homogenizing them, only 52 students

remained. 

     Selecting an exciting movie which was suitable for the students' level was another

challenge. Choosing 103 unfamiliar words in only 48 minutes of the film content for

comprehension pre-test and providing two reliable post tests, one for comprehension

and another for production, constituted another challenge. 

     The participants of the present study were both male and female in different age

levels, majoring in English translation and English language teaching. The possible

effects of gender, age and field of study of the participants were not investigated. In



other words, in this study, the L2 learners' sex, age and filed of study were not

variables. 

1.6 Definition of the key terms

     The key terms of this study are defined as follows:

     Multimedia: For the purpose of the present study, multimedia includes: 1) video, 

audio, and captions (VAC), 2) video and captions (VC), and 3) video and audio

(VA).  

     Video: The word video that is used in this research means the visual modality of

the film. 

     Audio: It is the aural modality of the film.  

     Caption: It is the textual versions of the spoken word that is presented on the TV

screen. 

     Vocabulary comprehension: For the purpose of the present study, vocabulary

comprehension is operationally defined as the participants' performance on a

multiple-choice vocabulary test. 

     Vocabulary production: In this study, it is defined as the participants'

performance on a Fill- in the blanks test. 





Chapter Two: Literature review

2.1 Introduction

     In this chapter, the relevant literature on vocabulary learning, learning with media, 

book as a traditional tool, television, computer and multimedia, multimedia learning

and its effects on L2 vocabulary learning; and the, theoretical framework of using

multimedia on L2 vocabulary learning will be summarized. Finally, the previous

studies relevant to present study will be reviewed.  

2.2 Vocabulary learning

     According to Miller (1991), vocabulary includes sets of words which are used for

producing and understanding sentences, so it plays a major role during the process of

second language learning. In other words, words are the building blocks of a

language without which people cannot express their intended meaning (Lotfi, 2007). 

That is why Adolph and Schmitt (2004) claim that an essential part of language

learning is the study of vocabulary.  In addition,  Bastanfar and Hashemi (2010) state

that a large vocabulary is required for communication. To show the importance of

vocabulary, Wilkins (1972, pp 9-10) asserts that "without grammar very little can be

conveyed, without vocabulary nothing can be conveyed". Moreover, Tuan (2011)

believes that vocabulary is an element that links the four skills of speaking, listening, 

reading and writing together. Krashen (1989) gives several reasons why vocabulary

has been the focus of attention: first, a good knowledge of vocabulary is essential for



the mastery of a language; second, language acquirers carry dictionaries, not

grammar books and regularly announce that the lack of vocabulary is a main problem

in the process of language learning. They also need to be able to use the recently

acquired vocabulary in their speech and written text. Due to the significant role of

vocabulary in communication, many studies have attempted to find more effective

ways of teaching/ learning words, and several dichotomies have also been made

including implicit/incidental and explicit/intentional vocabulary learning. The

distinction between these two ways is summarized as follows:

      Incidental learning appears in both abstract and factual knowledge, while

intentional learning can be applied only to factual knowledge. In incidental learning, 

vocabulary learning occurs through extensive reading, listening to radio, stories, 

music, watching television, movies and conversations ( Hunt and Beglar, 1998; Tuan, 

2011). Implicit vocabulary learning occurs in context (Nation, 1990) Explicit

vocabulary learning is a traditional and common method in vocabulary learning

(Tuan, 2011). In intentional learning, vocabulary learning can happen deliberately by

memorizing thousands of words along with grammatical words (Hulstijn, 2003).  

     Because of the vital role of vocabulary in learning a second language, a large body

of research has been done on the strategies of vocabulary learning  

  



2.2.1 Vocabulary learning strategies (VLS)

     Vocabulary learning strategies are a part of language learning strategies which

facilitate vocabulary learning and have attracted considerable attention (Nation, 2001;

Schimitt, 2002b). They move away from teaching-oriented approach toward one that

encourages self-direction for learners. In other words, according to Oxford (1990), 

vocabulary learning strategies (VLS) promote self-direction of learners. Self-directed

learners are autonomous learners who are able to assume responsibility for their own

learning and to gain confidence, involvement and proficiency. Thus, L2 learners

should be tought vocabulary learning strategies they need most.

2.2.2 Taxonomies of vocabulary learning strategies

     As mentioned before, word knowledge has a major role in communication

(Krashen, 1989), and it is essential for both production and comprehension of verbal

and written texts in a second language. Therefore, a variety of strategies are required

in order to gain a wide range of word knowledge. Many language researchers have

proposed VLS classification systems. In particular, Gu and Johnson (1996), Lawson

and Hogben (1996), Schmitt (1997) and Nation (2001) have developed VLS

taxonomies which are often mentioned in the literature on vocabulary learning

strategies.  

     Gu and Johnson (1996) classify VLS into guessing, dictionary, note-taking, 

rehearsal, encoding, and activation. They have related these categories to two other



factors which include beliefs about vocabulary learning and meta-cognitive

regulation. Meta-cognitive strategies consist of selective attention and self-initiation. 

L2 learners who use selective attention are able to recognize which words are

significant for them to learn and are necessary for sufficient comprehension of a text. 

Those who employ self-initiation strategies are able to make clear the meaning of the

vocabulary items by the use of different means. Guessing strategies, using dictionary

and note-taking strategies are categorized as cognitive strategies. Rehearsal and

encoding strategies are labeled as memory strategies. Rehearsal strategies include

word lists and repetition. Encoding strategies consist of association, imagery, visual, 

auditory, semantic and contextual strategies as well as word-structure. Activation

strategies comprise those strategies through which L2 learners use new words in

various contexts. 

     Lawson and Hogben's classification (1996) includes repetition, word feature

analysis, simple elaboration and complex elaboration. Repetition contains reading of

related words, simple rehearsal, writing of word and meaning, cumulative rehearsal

and testing. Word feature analysis consists of spelling, word classification and suffix. 

Sentence translation, simple use of context, appearance similarity, and sound link

categories are defined as simple elaboration. But, complex elaboration involves

complex use of context, paraphrase and mnemonics. Lawson and Hogben's study

showed that L2 learners who employ a wide variety of learning strategies remember

more of the learned words later. Nevertheless, L2 learners who use complex

elaboration strategies, in comparison with those who use simple repetition strategies, 



remember a greater number of the learned words later. They also found that strategies

should be presented more directly during language teaching because L2 learners are

not informed about the benefits of these procedures. 

     Schmitt (1997) categorizes VLS into determination, social, memory, cognitive and

meta-cognitive. His classification is influenced by Oxford's (1990) language learning

strategies, which include social, memory, cognitive and meta-cognitive strategies, but

it contains some modifications through which he makes a difference between

discovery and consolidation strategies. The former assists L2 learners to understand

the meaning of new words when encountered for the first time, and the latter helps

them to memorize the meaning of the words after they have been introduced. 

Discovery strategies include determination and social strategies while consolidation

strategies are consistent with the categories adopted from Oxford. Schmitt (1997)

believes that L2 learners use determination strategies when they need to discover the

meaning of a new word without recourse to another person's experience. For instance, 

L2 learners try to guess the meaning of the new word with the use of context, 

structural knowledge of language, and reference material. They can also use the help

of another person to discover the meaning of a new word.  

     Nation's (2001) taxonomy includes planning, sources, and process strategies. 

Planning consists of choosing where and how often to focus attention on vocabulary

items. These categories also include choosing words, choosing aspects of word

knowledge and choosing strategies as well as planning repetition. Sources include

getting information about the word. This information can be found from the word



form itself, from the context, from reference sources such as dictionaries or glossaries

and from analogies and connections with other languages. Process involves

establishing word knowledge through noticing, retrieving and generating strategies. 

Noticing includes considering the vocabulary to be learned; putting the word in a

vocabulary notebook or list; putting the vocabulary item onto a word card and

repeating it orally and visually. Retrieving contains recalling the words that have

been learned before. The last subcategory is generating, which comprises "attaching

new aspects of knowledge to what is known through instantiation (i.e., visualizing

examples of words), word analysis, semantic mapping and using scales and grids"

(Nation, 2001, p. 222). Strategies at this level involve rule-driving generation like

generating context, collocations and sentences containing the new word. In addition, 

the mnemonic strategies and using the word in different contexts through the four

skills are also classified under generating strategies. 

2.3 Learning with media

     Haas (1989) has defined media by their technology, their symbol system, and their

processing capabilities. Technology is the most obvious characteristic of a medium. 

Its function, its shape and other physical features are determined by mechanical and

electronic aspects. A medium such as a television and a radio is classified by these

characteristics. 



    Goodman (1976) refers to symbol systems as modes of appearance, or sets of

elements such as words, picture components, and so on. He states that these elements

are interrelated within each system by syntax and are used in specifiable ways in

relation to a field of reference. Indeed, the words and sentences in a text may

represent people, objects, and activities and be structured in a way that forms a story. 

Kozma (1991) describes a medium by its capabilities to use certain symbol systems. 

As a result, television can be described as a medium that is able to use

representational or pictorial and audio-linguistic symbol systems. Therefore, video

and motion films can be used as equivalents in this regard, while they can be different

from radio which uses only audio-linguistic symbol systems. 

     Kozma (1991) claims that the processing capabilities of a medium may facilitate

performances the learner is able to operate, or perform those that the learner cannot. 

In other words, Salomon (1988) explains that the learner may incorporate such a

process into his or her own repertoire of cognitive processes if they are explicit and

fall within Vygotsky's (1978) "zone of proximal development". Nevertheless, 

Salomon and Clark (1977) point out that some of a medium's capabilities may not be

used in a particular learning episode. As an example, Kozma (1991) mentions a

particular video presentation that may employ few or no representational symbols

such as a "talking head" presentation. In this condition, a virtual medium is generated

that includes the profile of symbol systems and processing capabilities that were

actually used during the session. So, it can be expected that only the capabilities of

the virtual medium have an effect on learning processes and outcomes. However, 



Snow (1989) states that the use of a particular medium with certain capabilities will

be useful for learners if the capabilities are used by instructional methods to supply

certain representations or perform or model certain cognitive operations that are

remarkable to the task and situation, and which the learners cannot perform or supply

for themselves. 

     Among different kinds of media, one can refer to books, television, computer, and

multimedia environments. Distinctions among these media are based on the

characteristics of their technologies, symbol systems, and processing capabilities.  

2.3.1 Learning with book

     A book is the most common medium that is used in school learning. A book, as a

kind of medium, can be characterized by the symbol system, and it can use text and

pictures. According to Kintsch (1988; 1989), learning with text consists of the

construction of two interconnected mental representations (i.e., a textbase and a

situation model). Kintsch and van Dijk (1978) state that the textbase is a mental

representation springing directly from the text, and it is a propositional representation

of the meaning of the text. Through progressing in the text, the reader encounters the

propositions and integrates them with the ones constructed before. The most recent

and most frequently assembled propositions are held in short-term memory and

retained by repetition. The reader generalizes from these local propositions to create

macro-propositions that show the gist of the text. Integrating the information of the



text in this way enhances the probability that it will be retained in short-term memory

and be fixed in long-term memory. 

     Kintsch (1988, 1989) indicates that a mental representation of the situation

described by the text is defined as the situation model. The situation model can be

made from propositions or spatial information while the text base is propositional

representation of the meaning of the text. The situation model is made from and

connected to information in the textbase and to knowledge structures represented

from long-term memory by information emerging early in the text or that activated by

the reader's aim (Kozma, 1991).  Anderson, Spiro, and Anderson (1978) call these

structures schemata, but Minsky (1975) refers to them as frames, and Schank and

Abelson (1977) label them as scripts. The purpose of these structures is to supply a

"scaffold" on which the situation model is made from the textbase, and to supply

default values so that the reader can infer about the local situation not explicitly cited

in the text. Learning from text involves the integration of these representations into

the knowledge system of the comprehender by updating the schemata in long-term

memory or by making a new schema for an unknown situation (Kozma, 1991). 

     On the other hand, orthographic symbols are not the only ones available in books. 

Many books, from primers to college books, consist of pictures and diagrams. 

Pressley (1977), and Levie and Lentz (1982) state that the use of pictures with text

improves remembrance, especially for poor readers, if the pictures explain

information central to the text, and when they evoke new content that is significant to

the overall message, or when they represent structural relationships mentioned in the



text. Rusted and Coltheart (1979) investigated the effect of pictured texts on good and

poor readers to learn about physical features, behavior, and habits of unfamiliar

animals. Their findings showed that the text with pictures of animals was useful for

holding the information by both good and poor students.  

2.3.2 Learning with television

     A major role of video is its use of both auditory and visual symbol systems. 

Research has shown that visual attention is affected by several factors. Huston and

Wright (1983) refer to one set of factors as 'formal features', which involve the use of

various types of voices (such as children, adult male, female) laughing, sound effects, 

music of various types, animation, cuts, zooms, pans and so on. While moment-to-

moment visual attention of children may wander from the set, evidence suggests that

they constantly monitor the presentation at a surface level, such that their visual

attention is recaptured by certain audio cues (Anderson, Alwitt, Lorch, and Levin, 

1979). 

     Many studies such as Meringoff (1982); Nugent (1982); Baggett and Ehrenfeucht

(1982, 1983); Pezdek and Hartman (1983); Pezdek, Lehrer, and Simon (1984); and

Pezdek and Stevens (1984), have been conducted to investigate a video program with

its decomposed audio and visual presentations to compare the role of these two

sources of information, individually and together. None of these studies have

suggested that the combination of audio and visual information causes lower



remembrance than remembrance from either source alone. In most of these studies, 

the combination of visual and auditory symbol systems has led to more remembrance

than visual-only and audio-only presentations. In other words, Huston and Wright

(1983) believe that visual attention is essential though not adequate for

comprehension. 

     On the other hand, Baggett (1989) claims that visual and linguistic information

affect memory differently. She states that visual representations involve more

information and are "bushier". In addition, Webb (2011) showed that in order to

reduce the lexical load and increase background knowledge, watching similar L2

television programs are useful and may facilitate comprehension when watching

subsequent episodes with similar content. He believes that at the beginning, the

purpose of instruction in this way should be to support comprehension because if L2

learners can comprehend L2 television programs they are more likely to watch them

regularly. He concludes that regular watching of related programs may lead to large

incidental vocabulary learning.   

2.3.3 Learning with computer

     So far, media have been characterized and differentiated from each other by their

characteristic symbol systems, but some media such as computers are more

differentiated by what they can do with information, that is, their capability to process

symbols. For instance, computers can transform information in one symbol system to



that in another one (Dickson, 1985). Computers can transform what a learner types in

printed text into speech with a voice synthesizer. A learner can use a computer and

transform equations and numerical values or analog signals into graphs (Kozma, 

1991). 

     Computer reading machines are an example of the role of computer in reading

skills that convert written material into speech and supply substantial help to many

people with learning disabilities who have poor reading skills. They can increase their

reading speed and comprehension and enhance the length of time that reading can be

sustained. A kind of computer reading machine provides a substantial development in

which printed material is displayed and permits the user to see an accurate image of

the page being read that contains illustration, layout, and formatting in addition to

text. This way, the quality of the synthesized speech is enhanced and facilities for

developing comprehension and critical reading are supplied (Elkind, 1997). 

     As a role of computer in L2 vocabulary learning, Pavicic (2008) refers to

Computer Assisted Vocabulary Learning (CAVL) through which learners can

successfully learn words by employing specialized programs available on CD-ROMs, 

the Internet, and popular computer games.  

        

2.3.4 Learning with multimedia  

     According to Mayer (2005), multimedia is defined as presenting words as spoken

and/or printed text; and pictures such as illustration, photos, animation, or video. 



Lexical material is presented in verbal form such as printed text or spoken text. 

Picture material is presented in pictorial form such as static graphics that involve

illustrations, graphs, diagrams, maps, or using dynamic graphics which consist of

animation or video. In other words, Kozma (1991) believes that multimedia can

facilitate learning by gathering the different advantages of the individual media in a

single instructional environment. Therefore, technology has combined several media

devices and provided information which was previously achieved by several devices. 

He refers to interactive videodisc environments and hypermedia environments as two

integrated approaches of multimedia environments. Interactive video by combining

computer and video technologies, allow both of them to generate information that are

displayed together on the same screen. Nelson (1974) defines hypertext/ hypermedia

as nonlinear text. Moreover, Conklin (1987) claims that hypermedia is a set of

windows on the computer screen that are connected to information in a data base. 

    Mayer (2005) explains that multimedia learning takes place when people construct

mental representation from words such as spoken text or printed text, and pictures

such as illustrations, photos, animation, or video. Thus, it can be said that multimedia

relates to the presentation of words and pictures, whereas learning relates to the

learner's construction of knowledge. 

     Defining multimedia instruction, Mayer (2005) points out that multimedia

instruction or multimedia environment involves presenting words and pictures that

are aimed to improve learning. Briefly, multimedia instruction relates to designing

multimedia presentations in ways that assist people to construct mental



representations. Mayer categorizes multimedia learning outcomes into three

categories of no learning, rote learning, and meaningful learning. Poor performance

on retention and transfer is the individual pattern of no learning outcome. To

illustrate, the learner is without knowledge. Good retention and poor transfer is the

individual feature of rote learning outcome. In this case, the learner has what can be

named fragmented knowledge or inert knowledge that can be recalled but cannot be

employed in new situations. Finally, good transfer performance and good retention

performance are the distinguishing features of meaningful learning outcome. That is, 

the learner's knowledge is classified into an integrated representation. Instructors try

to use multimedia in a way that results in meaningful learning; that is, by integrating

words and pictures, which leads to meaningful learning.  

2.4 Multimedia and vocabulary learning

     So far, many researchers have investigated the effects of various multimedia

environments on L2 vocabulary learning. They referred to the visual and audio aids

of multimedia on L2 vocabulary learning and indicated how picture improved

language learning. Kellogg and Howe (1971) claimed that L2 vocabulary items are

learned more effectively when they are along with images or actual objects related to

their meaning than when they are not accompanied with such additional information.

Terrell (1986) confirmed that a combination of unknown words with visual aids

could facilitate and improve vocabulary learning. Moreover, Underwood (1989)



showed that images are remembered better than words, and words are remembered

better if they are strongly associated with images. These studies not only suggest the

strengths of combining visual and audio aids in learning L2 vocabulary, but also

support the capacity theory that could be defined as pictures and sounds joining

unconnected themes, saving space for learners' working memory and increasing the

speed of comprehension (Wang, 2012). To put it in another way, Oxford and

Crookall (1990) found that when pictures and texts are combined, the engagement of

larger parts of the brain lead to greater depth of processing than when texts are

processed alone. Linebarger (2006) stated that L2 learners can process information

more efficiently by providing previous evidence with multiple opportunities with

various formats under different contexts. 

     Today, one of the multimedia tools employed in language classrooms is video. It

can assist learners not only by displaying the content and deepening comprehension, 

but also by developing lexical and grammatical learning. In addition, it provides a

direct link between the target language and the learning mind. On the whole, L2

learners become aware of the target phenomenon associated with the target language

(Wang, 2012). Moreover, Balatova (1994) found that when L2 learners viewed the

audio-visual material with subtitle, they learned more vocabulary. Karamitroglou

(2000) classified different kinds of subtitling as follows:

1) Interlingual subtitling: This kind of caption is used in subtitled movies with the

second language audio, but with the native language subtitle of the viewers.   



2) Intralingual subtitling: This kind of subtitle is used in captioned movies with the

second language audio and captions. 

3) Closed subtitling: This kind of subtitle can be shown or hidden at the viewer's

will. 

4) Open subtitling: In open subtitling, subtitle cannot be shown or hidden at the

user's will. The subtitle in this captioned movie is a physical part of the film and

is presented with sound and image of the movie. 

In addition, Wang and Shen (2007) added another kind of subtitling, namely reversed

subtitling. 

5) Reversed subtitling: It is used in captioned movies that the audio is in native

language of the viewers but the captions are displayed in second or foreign

language.     

     Broadly speaking, Wang (2012) refers to three classifications for the combination

of audio and caption. The first type is interlingual subtitle, which is a combination of

L2 audio and L1 caption. The second is intralingual subtitle-the combination of L2

audio with L2 caption. The third category is the opposite of the second one; that is, 

the combination of L1 audio and L2 caption. Zarei and Rashvand (2011) investigated

four stimulus conditions of multimedia which consisted of interlingual, intralingual, 

verbatim, and nonverbatim on L2 vocabulary comprehension and production. They

found that nonverbatim subtitles had positive effect on vocabulary comprehension

irrespective of whether they were interlingual or intralingual. They also concluded



that intralingual captions resulted in more vocabulary production regardless of

whether they were verbatim or nonverbatim. From another viewpoint, Zarei and

Sadeghi (2011) considered the role of multimedia environments in language learning. 

The contribution of synchronous and asynchronous interlingual and intralingual

transcript presentation was examined to vocabulary comprehension and production. 

They indicated that L2 learners had similar performance in these different

combinations of multimedia. Several researchers such as Friedman (2001);

Ogasawara (1994); Vanderplank (1993); and Ya-Ting Chang and Shakhagova (2004)

believe that displaying captioned movies in language classrooms motivates L2

learners in second language learning because, by decreasing the affective filter effect

during the learning process, it provides a relaxing and interesting environment for

students.    

     Glossing is another aspect of multimedia environment which is considered by

many researchers. Zarei and Oshnouie Mahmoudzadeh (2013) referred to various

types of glosses a) textual glosses b) pictorial glosses c) textual-pictorial glosses, and

found that although the three kinds of glosses had the same effects on L2 vocabulary

learning, they were all significantly more effective than the control condition. 

     On the other hand, some studies have shown that captioned movies are not useful

for all L2 learners at any proficiency level. They can only be used for advanced and

intermediate learners. If they are used for beginners, they should be matched to the

learners' proficiency level (Baltova, 1999; Danan, 2004).  Bird and Williams (2002), 

and Koolstra and Beentjes  (1999) believe that captioned movies are helpful for



learners with high reading ability, but students who have a poor reading skill cannot

understand the film well. Other researchers such as Neuman and Koskinen (1992)

also refer to the speed of captions in subtitled films and believe that captions change

rapidly on the screen, and so, many learners miss some parts of the captions. 

      Nueuman and Koskinen (1992) found that the modality of the captioned film may

cause misunderstanding in the learning process. The fact that L2 learners try to watch

the pictures of the movie and read the written texts on the screen simultaneously, 

causes difficulty in their comprehension. If they focus completely on the pictures and

animations of the movie, they may miss some parts of the captions, and if they dwell

on the subtitle of the film, they cannot pay full attention to the pictures and animation

of the film. In fact, their findings confirm Mayer's limited capacity assumption. 

     Furthermore, Burt (1999) says that movies are not suitable for complex concepts. 

They also cannot help learners in practicing grammar or the writing skill. Especially, 

when non-captioned films are used in the class as instructional medium, conditions

become more difficult.   

      

2.5 Input hypothesis

     The input hypothesis of Krashen (1985) tries to define how L2 learners can

acquire a second language; he believes that acquisition is more important than

learning. Furthermore, Krashen explains that for language acquisition to occur, input

must be at 'i+1' level. To illustrate, language materials must be a little beyond the



learner's proficiency level so that they provide comprehensible input. That is why

many researchers investigate the effect of 'comprehensible input' as a major element

in second language acquisition. 

    As mentioned above, according to this hypothesis, multimedia tools provide deeper

comprehension through the combination of audio and visual input in the process of a

second language learning (Wang, 2012). In this case, Danan (2004) believes that

interlingually subtitled movies can be useful in supplying the comprehensible input

for L2 learners, and they can change incomprehensible pictorial information to

comprehensible input. In contrast, as said in the previous section, captioned movies

benefit only intermediate and advanced students, not for beginners. Thus, according

to the comprehensible input hypothesis, if they are used in language classroom, they

should be suitable for the students' proficiency level (Baltova, 1999; Danan, 2004).   

                    

2.6 Dual Coding Theory (DCT)

     Dual coding theory has two assumptions: basic mental structures and processes. 

The structures are of concerned with the auditory and visual representations. The

processing assumptions govern the development and activation of the mental

structures (Clark & Paivio, 1991).  

     In figure 2.1, Paivio (1986) explains other structural assumptions of DCT that

connect verbal and nonverbal representations into a complex associative network. A

first kind of link is called referential connection that links corresponding verbal and



imaginal codes together. This operation can arouse images for words and can name

the pictures. In this case, the word 'school' might elicit negative visual images in

students who have connected the word and these nonverbal reactions. That is why

Baggett (1984) claims that referential connection can cause the representation of

information in one channel to activate those in the other. Another kind of link is

called associative connection, which connects representations together within the

verbal and nonverbal systems. Within the verbal system, words are linked to other

related words. For example, for a student who dislikes school, the word 'school' might

evoke verbal associations such as 'hate', 'boring', or 'afraid'. As mentioned above, the

link can be within the nonverbal system that connects images to other images in

either the same or various sensory modalities. To illustrate, in the mentioned

example, the sight of school might arouse visual images and nonverbal reminiscence

of unpleasant school experiences. 



   Figure 2.1 Verbal and nonverbal symbolic systems of Dual Coding

Theory (Reprinted from Paivio, 1986)

     As it was said above, Clark and Paivio (1991) state that the second assumption of

dual coding theory is processes. The processing assumptions of DCT govern the

development and activation of verbal and nonverbal associative structures. In this

process, active mental representations activate related nodes in the network so that

complex patterns of arousal among the representations occur in the network. With

respect to the activation of mental representation, conscious nonverbal and verbal

experience may associate strong activity; for example, an image of 'school' and



thinking of words such as 'lazy' or 'intelligent'. In short, Clark (1978) indicates that

not only the relative activation of verbal and nonverbal system, but also the patterns

of activation within the nonverbal and verbal systems are affected by instructions. 

Thus, instructions in creating synonyms can provide more responses than when

students have no association to words.   

     Danan (2004), investigating the dual coding theory and its effects on L2 learning

via captioned movies, explains that in this way L2 learners receive information in

three systems which involve motion pictures, spoken words, and written text. These

systems are separate, but at the same time linked together by associations between

image, sound, and text; hence, according to Wang (2012), the combination of images

and subtitles can assist L2 learners' recall of the target words.  

2.7 Cognitive theory of multimedia learning

     According to Mayer's (2001) cognitive theory is based on three theory-based

assumptions which include the dual channel assumption, the limited capacity

assumption, and the active processing assumption (Figure 2.2). 

Dual Channel Assumption: This assumption states that a visual-pictorial

channel and auditory-verbal channel are two individual channels of the human

cognitive system that are employed for representing and manipulating information

(Baddeley, 1986, 1999; Paivio, 1986). The Visual-pictorial channel of cognitive

system processes pictures as pictorial representations that are received through eyes, 



and the auditory-verbal channel of cognitive system processes spoken words as

verbal representations that are received through ears (Mayer, 2002).  

Limited Capacity Assumption: It shows that visual-pictorial channel and

auditory-verbal channel of human cognitive system has a limited capacity for storing

and manipulating information (Baddeley, 1986, 1999; Sweller, 1999). Mayer (2002)

adds that if a lot of information are presented at the same time for each channel, it can

be overloaded. 

Active Processing Assumption: According to this assumption, for meaningful

learning to occur, learner should engage in active processing within working memory

by employing appropriate words and pictures, organizing them coherent mental

structure, and integrating them into relevant prior knowledge (Mayer, 1999, 2001;

Wittrock, 1989). In addition, Mayer (2002) indicates that the active learning

processes happen when corresponding verbal and pictorial representations are in each

channel of human cognitive system at one time. To illustrate, Wang and Shen (2007)

claim that captioned movies can assist learners to achieve meaningful learning by

engaging learners in active processing within working memory.  



Figure 2.2 Cognitive theory of multimedia learning (reprinted from Mayer, 2001)

2.7.1 Multimedia principle

     A commonsense view believes that information transfer with pictures and words

are the same. Thus, it's not necessary to combine information and animation; on the

contrary, the cognitive theory of multimedia learning claims that students learn better

from words and pictures than from words alone. In fact, according to the cognitive



theory of multimedia learning, when learners mentally bridge pictorial and verbal

representations of the explanation, they can understand deeply (Mayer, 2002). Mayer

adds that in this process, the multimedia representations inspire the student to

construct a pictorial mental model of the lightning system and to link it mentally and

a verbal mental model of the lightning system together. 

  

2.7.2 Contiguity principle

     As said in the cognitive theory of multimedia learning, simultaneous

representation of corresponding words and pictures can engage learners in productive

cognitive processing so they can construct mental connections between them. The

integration of auditory and visual representations in the working memory, which

results in this cognitive processing, can produce deeper understanding in the learning

process. 

     Mayer and Anderson (1991) show in their study that better understanding occurs

when verbal and pictorial representations are presented simultaneously than

successively because, as Mayer (2002) claims, in successive representation students

spend twice as much time as in simultaneous representation. 

     Based on these results, Mayer (2002) concludes that another condition that is

useful in promoting meaningful learning is contiguity principle. Thus, according to

this principle, multimedia learning in which verbal and pictorial input is available

simultaneously plays a major role in providing a deeper understanding for students.   



     Therefore, the advocates of this principle suggest that using synchronous

captioned movie is better than asynchronous captioned movie because when the text

is presented asynchronously after or before watching the film, the learner's

comprehension will reduce   

2.7.3 Coherence principle

      According to interest theory, as Harp and Mayer (1997, 1998) point out, adding

interesting adjuncts to instructional materials motivates the learner, and this

motivation results in increased attention to the incoming material. Thus, an expanded

version of a multimedia presentation which involves interesting adjuncts can be more

useful for students than a basic version which contains no interesting adjuncts. But, 

based on the cognitive theory of multimedia learning, these added supplements not

only should be interesting but also relevant, because if irrelevant material is added to

a multimedia presentation, it can overload the working memory. In this case, the

studies of Mayer, Heiser, and Lonn (2001); and Moreno and Mayer (2000) show that

a basic version which does not include words, sounds, or video has better result than

an expanded version. Based on these results, the coherence principle states that if

extraneous words, sounds, and video are excluded from multimedia representations, 

deeper understanding will occur.  

    



2.7.4 Modality principle

     As mentioned before, the capacity limitation of working memory is a major

problem that learners encounter during the learning of new materials. As said in the

limited capacity assumption of cognitive theory, if extraneous information enters in

to the visual-pictorial channel or the auditory-verbal channel, one of these channels

may be overloaded. In order to solve this problem, the working memory capacity

must be expanded. This expanding can be done under some conditions such as

presenting some information in visual mode and other information in auditory mode. 

Because of this, the modality principle says that learning improves when the

presentations are narrated rather than presented visually (Low and Sweller, 2005). In

supporting the modality principle, findings of some researchers such as Mayer and

Moreno (1998); and Moreno and Mayer (1999) show that learning occurs better when

multimedia presentation involves animation and narration than animation and words

that are presented as on-screen text. 

     Based on these results, using movies without caption (VA) are useful for L2

learners in the process of second language learning, but employing captioned films

may decrease meaningful learning by causing overload in working memory ( Moreno

and Mayer, 2007). 

       



2.7.5 Redundancy principle

     Another condition which causes meaningful learning is called the redundancy

principle. This principle is the same as the modality principle, and indicates that

deeper learning occurs when multimedia presentations contain animation and

narration than animation, narration, and words on-screen text (Mayer, 2002).  In

brief, when words on-screen text is presented along with animation and narration, it

creates redundancy and reduces learners' comprehension. Then, as indicated in the

modality principle, it is better to use movies in the language classroom which do not

have subtitle. On the other hand, Sorden (2005) believes that captioned movies are

suitable for beginners for understanding spoken words, and they create redundancy

only for advanced students.  

2.7.6 Personalization principle

     Increasing students' interest and motivation is always helpful in the process of

learning. In order to achieve this purpose, the personalization principle states that

meaningful learning is promoted when multimedia presentations occur in personal

comments and using first- and second-person rather than third person (Mayer, 2002). 

In this case, Moreno's and Mayer's (2000) findings show that conversational style of

multimedia presentation brings about better result in providing deeper learning than

expository style.   



2.7.7 Interactivity principle

     Based on this principle, interactive role of students in the learning process can

improve learning, because it can decrease the chances of cognitive overload that was

mentioned in the cognitive theory of multimedia learning. Based on this principle, 

meaningful learning occurs when the control of presentation rate of multimedia

explanations is on the hand of students (Mayer, 2002).

2.7.8 Signaling principle

     Based on this principle, incorporating signals in narrated animations can help

learners to achieve meaningful understanding; for example, phrases that begin with

first, second, and third can be useful in this respect. Because, according to the

cognitive theory of multimedia learning, signaling can draw learner's attention to key

events and causal relations among them. Thus, these verbal signals that on used in

narrated animation can assist learners to achieve deeper understanding of multimedia

presentations (Mayer, 2002). In addition, Lorch, (1989) and Loman and Mayer

(1983) state that these signals should be used in printed text. So, based on this

principle, selecting films with this feature is important in multimedia learning. 

Moreover, in captioned movies, these signals which are presented in both verbal

representation and subtitle can help learners determine the important ideas and how

they are organized.  



2.7.9 Split attention principle  

      This principle is the same as the redundancy principle, and follows the cognitive

theory of multimedia learning. Ayres and Sweller (2005) state that in this condition, 

learners need to split their attention between, and mentally integrate, multiple sources

of information. This overloading of working memory can be avoided if the need to

mentally integrate multiple sources of information is eliminated. 

     Base on this principle, captioned movies present both the printed words and the

animation in the visual-pictorial channel, and they will overload the visual working

memory capacity and this can reduce deeper understanding. Hence, it is better to use

movies without printed words to improve learners' comprehension (Sorden, 2005).

2.8 Previous studies

     A number of studies have investigated the effects of multimedia on L2 vocabulary

learning. Some of these studies have been selected and discussed here. 

     Sydorenko (2010) tried to show the effect of input modality in three stimulus

conditions (video, audio, and captions) on  1) the learning of written an aural word

forms, 2) overall vocabulary gains, 3) attention to input, and 4) vocabulary learning

strategies. In order to do the research, he divided 26 Russian beginning L2 learners

into three groups. The first group was VAC that received video, audio, and captions;

the second group that received video and audio was named VA; and the third group



was VC that watched video and captions. The results of his study showed that the

score of the VAC and VC groups on written recognition of word forms was higher

than on aural recognition of the word forms, while the VA group scored higher on

aural recognition of word forms than on written recognition. The findings of his study

also indicated that the VAC group learned more word meaning than the VA group. In

addition, the results suggested that L2 learners considered captions of the film as

visual images more than other input modalities. He concluded that captioned movies

help L2 learners in the recognition of written word forms and learning of word

meaning, while non-captioned movies aid L2 learners in the recognition of aural

word forms thus improving listening comprehension. 

     In another study, Zarei and Rashvand (2011) considered the effect of multimedia

on second or foreign language vocabulary learning in different captioning conditions. 

They investigated the effect of verbatim and nonverbatim interligual and intralingual

subtitles on L2 vocabulary comprehension and production. They used 120 L2

learners in four groups. The same film was played for each group in different types of

subtitling including 1) verbatim interlingual subtitles 2) nonverbatim interlingual

subtitles 3) verbatim intralingual subtitles, and 4) nonverbatim intralingual subtitles. 

The results indicated that nonverbatim subtitles have positive effect on vocabulary

comprehension irrespective of whether they were interlingual or intralingual. The

findings also showed that regardless of whether captions were verbatim or

nonverbatim, intralingual subtitles affected vocabulary production positively. 



     A similar study was conducted with 120 first-year B.A students by Zarei and

Sadeghi (2011) which aimed to examine the effectiveness of synchronous and

asynchronous interlingual and intralingual captions on L2 learners' vocabulary

comprehension and production. Participants were divided randomly in to four groups. 

Each group saw the same film in different caption conditions. The first group

received synchronous intralingual subtitle, the second group watched asynchronous

interlingual captions, the third group saw synchronous intralingual transcript, and the

fourth group watched asynchronous intralingual subtitle. The duration of the film was

50 minutes, which was played during three sessions. In order to test L2 learners'

vocabulary comprehension, a multiple-choice test was used, and to investigate the

participants' ability to produce the new words, a fill-in the-blank test was

administered. The results of the comprehension test showed that there were no

significant differences among the four groups in L2 learners' vocabulary

comprehension. In addition, the findings of production test showed that different

transcript conditions had no significant role in L2 learners' vocabulary production. 

     Another study which considered to the role of multimedia on second language

learning was done by Zarei and Oshnouie Mahmoudzadeh (2013), who investigated

the effects of various multimedia glasses on L2 vocabulary learning and reading

comprehension. They used 65 female students at a low-intermediate proficiency

level. Randomly, one group was selected as the control group and the other three

acted as the experimental groups. Three experimental groups received multimedia

glosses in different conditions which involved a) textual glosses, b) pictorial glosses, 



and c) textual-pictorial glosses. Analyses revealed that differences between each of

these three experimental groups (textual, pictorial, and textual-pictorial) and the

control group in vocabulary production was statistically significant, but the

differences among these three groups was not statistically meaningful. The findings

of their study also indicated that there were no significant differences in reading

comprehension among these four groups. This means that glossing did not affect

reading comprehension. 

     In another study, Zarei and Hasani (2011) investigated the effects of glossing

conventions on L2 vocabulary recognition and production. To this end, they selected

158 participants and divided them into eight groups. Four groups read the passages in

four types of interlingual glosses including interlinear, marginal, pre-text, and post-

text and another four groups received texts in four types of intralingual glosses, 

namely, interlinear, marginal, pre-text, and post-text. The results showed no

significant differences among the four types of intralingual glosses on vocabulary

recognition and recall. But, with regard to interlingual glosses, the pre-text and

marginal groups outperformed the two other groups in vocabulary recognition. 

Moreover, the post-text gloss had positive effect on vocabulary recall.    

     Jones (2004) investigated the effects of pictorial and written annotations on L2

vocabulary learning in two studies. In both studies, she divided the participants into

four groups: three experimental groups that were provided with pictorial, written, and

both pictorial and written annotations, and one comparison group that received no

annotation. In first study, there were 80 French students and the second study



involved 67 French students. Four aural multimedia treatments were presented to the

students in a computer lab, so that the students could see only their own computer

screens. Five separate listening comprehension screens were shown to each

experimental group. Students of the pictorial annotation group could view the

pictorial representations of the French keywords. In the written annotations group, 

students could see the English translations of French keywords. Students who learned

English in the pictorial and written group could view the pictures and English

translation of French keywords. But in the control group, students could not see any

picture and/or English translation. They could only listen to the pronunciation of

French keywords. The results of her studies showed that in immediate written

vocabulary recognition posttest of study 1, there was a significant difference between

the control group and the other three treatment groups, but the differences among the

annotation groups was not statistically meaningful. In addition, the results of delayed

written vocabulary recognition posttest in study 1 were similar to those of the

immediate one. This means that the experimental groups had significantly higher

performance than the comparison group, but there were no statistically significant

differences among them. Furthermore, in study 2, the results of a delayed written

vocabulary production post-test showed that the written annotation and the pictorial

and written annotation groups had significantly higher scores than the comparison

group, but the difference between the pictorial annotation group and the comparison

group was not meaningful.  



     Yanguas (2009) examined the effects of various multimedia glosses (textual, 

pictorial, and textual-pictorial on L2 vocabulary learning and text comprehension. He

used a computerized reading text in his study. For this purpose, 94 participants were

divided into four groups that included three experimental groups and a control group. 

All multimedia gloss groups read the text under one of the mentioned gloss

conditions. Based on the results of quantitative and qualitative analyses of data, all

multimedia gloss groups outperformed the control group. The findings also showed

there were no statistically significant differences among the groups in vocabulary

production. Finally, the results showed that textual-pictorial gloss group performed

better that all other groups did.  

     In another experiment, Kim and Gilman (2008) tested the effects of the use of

multimedia components such as visual text, spoken text, and graphics on second

vocabulary learning at Myungin Middle School in Seoul, South Korea. 172 middle

school students were divided into the following six instructional conditions:   

1. Visual text

2. Visual text and added spoken text

3. Visual text and added graphics

4. Visual text, added graphics, and added spoken text

5. Reduced visual text and added spoken text

6. Reduced visual text, added graphics, and spoken text



Multimedia instruction through a web-based program was provided to all students in

the six groups. The results showed that participants who received visual text and

added graphics instruction or those who received visual text, added spoken text, and

added graphic instruction outperformed the other groups. 

     In another study, Tabatabaei and Shams (2011) investigated the effects of various

multimedia glosses, namely text, picture, and text plus picture on online

computerized L2 vocabulary learning and reading comprehension of Iranian EFL

learners. About 60 female Iranian junior high school students participated in their

research. They were randomly assigned to four groups: three multimedia gloss groups

that were exposed to research treatment and one control group. Students of the textual

group could click on hyperlinked words and access a new page which showed the

word with a definition in English. In the pictorial gloss group, participants could click

on hyperlinked words and saw a new page which displayed the picture of the word. 

In the third group, L2 learners could open a new page that showed a combination of

both definition and picture of the word after they clicked on the hyperlink. But the

control group read the text under none of the three mentioned conditions. The results

showed that:  

1) All multimedia gloss groups performed significantly better than the control

group in computerized L2 reading comprehension, but did not differ

significantly from each other. 

2) The difference between the multimedia gloss groups and the control group in

L2 vocabulary production was statistically significant. 



3) There was a strong trend that textual-pictorial multimedia gloss group gained

better scores in computerized L2 text comprehension than the textual

multimedia gloss group and pictorial multimedia gloss group, although the

gain in score was not statistically significant. 

4) The textual-pictorial multimedia gloss group significantly outperformed the

other two multimedia gloss groups. 

Based on the above findings, they concluded that using multimedia gloss could have

positive effect on language teaching and particularly on online computerized L2 text

comprehension and vocabulary learning. 

     Rezaee and Sharbaf Shoar (2011) tried to address the impact of using multimedia, 

images and movies on learning vocabulary items included in a reading

comprehension text. To this end, 70 pre-intermediate level L2 learners were selected

and divided into three groups. The participants in the first group received texts in

which certain vocabulary items were included as the target of teaching. In the second

group, members read the same texts along with some pictures. And in the third group, 

students were provided with the same texts along with movie clips. The finding of his

study indicated that students who were exposed to reading comprehension passages

with movie clips outperformed the two other groups in learning and recalling of

vocabulary.  

     Investigating the effect of mobile learning as a kind of multimedia environment on

language learning, Khazaie and Ketabi (2011) conducted a study with 185 L2



learners whose age ranged from 18 to 23. For this purpose, they used multimedia to

developed three kinds of vocabulary learning materials. The participants were divided

into the following groups:

1) Students with higher visual and verbal abilities. 

2) Students with higher visual but lower verbal abilities. 

3) Students with both lower visual and lower verbal abilities. 

4) Students with lower visual ability but higher verbal abilities. 

Statistical analyses of the results revealed that L2 learners with high-visual and high-

verbal abilities could learn more vocabulary when they were exposed to pictorial and

written annotation. However, exposure to learning materials without annotations for

L2 learners with low-visual and low-verbal abilities resulted in better vocabulary

learning.  Furthermore, L2 learners with high-visual ability benefited from learning

materials with pictorial annotations and L2 learners with high-verbal abilities found it

easier when they were exposed to learning materials with written annotations. 

     Yeh and Wang (2003) tried to show the effect of multimedia vocabulary

annotation and learning style on vocabulary learning. To this end, 82 students from

the Department of Material Science and Technology and the Department of

Chemistry at the National Tsing Hua University in Taiwan were selected for the

study. The first purpose of their study was to examine the effectiveness of three types

of vocabulary annotation (text annotation only, text plus picture, and text plus picture

and sound) on vocabulary learning for EFL college students in Taiwan. The second



purpose was to investigate how learners with certain perceptual learning styles

(auditory, visual-verbal with text, visual-nonverbal with picture, and mixed

preferences) learned vocabulary. The results indicated that the most effective type of

vocabulary annotation was text plus picture. 

     Another study was done by Yoshii (2006) which investigated the effects of

various glossing on incidental vocabulary learning in a multimedia environment. For

this purpose, 195 Japanese students were selected. They were divided into the

following four groups:

• L1 text only

• L2 text only

• L1 text plus picture

• L2 text plus picture

     Results showed that differences were not statistically significant between L1 and

L2 glosses for definition-supply and recognition task, but differences between

textual-pictorial glosses and textual glasses for definition-supply test were

meaningful. This means that textual-pictorial glosses group outperformed the textual

glosses group on the definition-supply test. Another finding suggested that difference

between picture glosses and no-picture glosses was not significant. 

     A similar study by Babaie Shalmani and Khalili Sabet (2010) explored the effects

of pictorial, textual, and picto-textual glosses on L2 reading comprehension. 120

students, who were majoring in Teaching English as a Foreign Language (TEFL), 



participated in their study. The participants were divided into three experimental

groups. The first group received five academic reading passages with picto-textual

glosses which provided both textual definitions and relevant pictures of the words. 

The second group received the same reading passages through textual glosses. And

the reading passages of the third group were the same as those of two previous groups

with the difference that the students of this group were exposed to pictorial glosses. 

The results of the study indicated picto-textual glosses group performed better than

the two other groups. The finding also showed that the performance of pictorial

glosses group was better than that of the textual glosses group. 

     Zandieh and Jafarigohar (2012) investigated the effects of computer mediated

hypertext glosses on comprehension, and immediate and delayed vocabulary

retention under incidental and intentional learning conditions. 184 intermediate level

students of English as a foreign language were selected from an English school. They

were divided into two experimental groups under incidental and intentional

conditions with different treatments. The first group received electronic texts with

temporarily highlighted target words in the incidental condition, and the second

group was provided with the same electronic texts with permanently highlighted

target words in the intentional condition. The target vocabularies of both treatment

conditions were hyperlinked to the same textual enhancements. The results of the

study revealed that the intentional learning condition improved immediate gain, 

whereas the incidental one enhanced vocabulary retention. Therefore, they concluded



that both methods of vocabulary learning can be useful for vocabulary

comprehension and retention. 

     Another experiment was conducted by Farvardin and Biria (2012), showing the

impact of marginal glosses on Iranian EFL students' reading comprehension and

vocabulary retention. Glossing was classified into three instructional conditions as

follows:

a)Single gloss in participants' first language (SL1G)  

b) Single gloss in participants' second language (SL2G)

c)Multiple-choice gloss (MCG) in participants' second language

  For this purpose, 120 undergraduate students majoring in English Teaching at Azad

University of Najafabad, Iran were selected. The participants were divided into three

groups under the mentioned instructional conditions. The students in the SL1G group

were provided with passages with several Persian translations only one of which was

correct. The students in the SL2G group were exposed to texts with English

synonyms or definitions only one of which was correct. The students in the MCG

group read the passages with multiple-choice glosses which involved more than one

correct meaning. The findings of the study indicated that the MCG group

outperformed the two other treatment groups in vocabulary learning. This means that

the difference between the SL1G and SL2G groups was not statistically significant. 

The results of the research also showed that the SL2G group outperformed the SL1G

and MCG groups in reading comprehension. 



     In short, the various aspects of multimedia and L2 vocabulary learning have

already extensively studies in isolation. However, there seems to be a paucity of

research on the effect of specific combinations of multimedia (different input

modalities) on EFL vocabulary comprehension and production. The present study, 

therefore, aims to fill part of the existing gap in this area and shed light on some of

the issues surrounding this little explored area.  



Chapter Three: Method

3.1 Introduction

     The aim of this study was to investigate the effect of various multimedia on L2

vocabulary learning. It tried to investigate which type of input modality was the most

effective on second language vocabulary learning. This chapter describes the

participants, the materials, the instruments and procedures used for data collection.

3.2 Participants

     The participants of the study were initially 82 B.A level students of Imam

Khomeini International University (IKIU) in Qazvin. The major field of study of 55

students was English translation and 27 students were majoring in English language

teaching. The participants' age ranged from 18 to 30. The L1 of all students was

Persian. There were 38 male and 44 female students. 26 students, who were not

present in all sessions, were excluded from the study. Thus, only 56 of them

remained. To homogenize the students and to assess their proficiency level, the

standard test of Michigan was administered. Based on their performance on the

proficiency test, from among the 56 participants, 52 students who scored between one

standard deviation above and below the mean were selected. 

     The participants were divided into three treatment conditions. First, video, audio, 

and captions (VAC). Second, video and captions (VC). And third, video and audio



(VA). There were 18 participants in the VAC group which included 5 male and 13

female students, majoring in English translation. There were 17 participants in the

VC group including 3 male and 19 female students, whose major was English

language teaching. In the third group, 17 students including 15 male and 2 female

students whose major was English translation participated in the treatment condition. 

It should be mentioned that there was no control group in this study and the number

of male and female students was not equal in each group. The distribution of the

participants of the three groups is presented in Table 3.1. 

Content VCA VC VA

Group Group 1 (N= 18 ) Group 2 (N= 17 ) Group 3 (N= 17 )

Table 3.1 The distribution of the participants in three groups

3.3 Materials and instruments

     The materials and data collection instruments utilized in this study included the

following:

1. In order to homogenize the participants in terms of their vocabulary

knowledge, a standard language proficiency test was needed. Therefore, a

multiple-choice vocabulary subtest of the Michigan Test was used for

determining the students' proficiency level. It consisted of 40 vocabulary items. 

(See appendix I).  



2. 'Challenges of Life' was the name of a documentary film which was played for

students in three separate sessions. The total time duration of the film was 48

minutes. Therefore, the time duration of the film in each session was almost 16

minutes. The transcript of the film is presented in Appendix II. 

3. A vocabulary pre-test consisting of 103 words was also administered. All the

words that were included in the pre-test were selected from among the words

that appeared in the content of the film. The participants were required to write

the Persian equivalent of the highlighted words in each sentence. The purpose

of this test was to remove from the post-tests those words that were familiar for

the students. The time duration of this test was 60 minutes (See appendix III). 

4. The post-test which was given to the participants at the end of the experimental

period in a separate session consisted of 60 items in two parts. The first part

included the items of vocabulary comprehension in multiple-choice format. 

The number of questions in this part was 30. The second part involved 30

items of vocabulary production in 'fill-in-the-blanks' format. The time allocated

to the students to answer the questions was 40 minutes (See appendix IV). 

None of the items that appeared in the vocabulary production post-test

appeared in the vocabulary comprehension post-test.    

3.4 Procedure

     In order to achieve the purpose of the study, the following procedures were gone

through. 



     First, 56 participants were selected at IKIU. Second, the vocabulary subtest of the

Michigan language proficiency test which consisted of 40 vocabulary items in

multiple-choice format was administered to the students in the first session. As

mentioned before, the purpose of this test was to homogenize the students. The time

duration of this test was 30 minutes. 

     A documentary film titled 'Challenges of Life' was selected for this study for

several reasons. First, its difficulty level was appropriate for these students. Second, 

the narrator of the film spoke clearly and at a normal speed that was understandable

to listeners. Third, the subtitle of the film could optionally hide in line with the

purpose of the treatment. This film was displayed in three separate sessions. 

     In the next step, a vocabulary pre-test was prepared. Attempt was made to choose

difficult words that appeared in the content of the film. It included 103 English

sentences with highlighted words requiring the students to write the meaning of the

target words in Persian. The goal of this test was to remove the items that the students

knew from the post-test. This test was given to the students in the second session, and

it took 60 minutes.  

     Next, the participants were divided into three experimental groups. The first group

was VAC, which received video with audio and captions. The participants watched

the film during three sessions. In the first session, they watched 17:10 minutes of the

film. In the second session, they watched another 16:20 minutes, and in the third

session, the rest of the film was presented. After watching the film in each session, 



the students were required to write a summary of the film in 10 minutes. The purpose

of this activity was to make sure that the students paid attention to the film. The

second group was VA. This group watched the film without any captions. But all

other procedures were the same as the first group. The third group was VC. This

group went through the same procedure as the two previous groups, but they did not

receive audio; they watched just video with captions.  

     At the end of the experimental period, the post-test which consisted of 60

questions was administered to the students in a separate session. This test consisted of

two parts. Part A measured vocabulary comprehension; it had 30 questions in

multiple-choice format in which each sentence had to be completed with one of the

four alternatives. Part B included 30 vocabulary production items. This part was in

'fill-in-the-blanks' format in which sentences containing a blank were given to the

students to fill in the blanks. To avoid the possibility of the participants filling the

blanks with words other than the target words, the Persian equivalents of the target

words were given in parentheses in front of each sentence. In addition, the first letters

of the target words were presented in the blanks. The time duration of this test was 40

minutes.  

3.5 Data analysis

     In order to answer the research questions and to test the research hypotheses, the

gathered data were analyzed using two separate one-way ANOVA procedures. One



ANOVA investigated the effect of various multimedia on L2 vocabulary

comprehension, and another ANOVA was used to see the effect of various

multimedia on L2 vocabulary production. 



Chapter four: Result and discussion

4.1 Introduction

     This study investigates the effect of various multimedia on L2 vocabulary

learning. It is an attempt to address the differences in the effectiveness of input

modality through various multimedia: first, video, audio, and captions (VAC), 

second, video and captions (VC), and third, video and audio (VA). This chapter

presents the results of the participants’ performance on the comprehension and

production of L2 vocabulary. Moreover, it includes the graphical and tabular forms of

the results of statistical analyses. 

4.2 Investigation of the first research question

     The first research question aimed to investigate the effects of various multimedia

on L2 vocabulary comprehension. To answer this question, a one-way ANOVA

procedure was used. Descriptive statistics is presented in Table 4.1. 



Table 4.1 Descriptive statistics for the one-way ANOVA on vocabulary

comprehension

Group N Mean Std. 

Deviation

Std. Error 95% Confidence Interval for

Mean

Lower Bound Upper Bound

VAC 18 10.5000 5.02055 1.18335 8.0033 12.9967

VC 17 14.1765 4.01926 .97481 12.1100 16.2430

VA 17 13.8235 5.87617 1.42518 10.8023 16.8448

Total 52 12.7885 5.21061 .72258 11.3378 14.2391

     Based on the results of Table 4.1, it can be observed that the VC group has the

highest mean ( X = 14.17), followed closely by the VA group ( X = 13.82). The VAC

group has the lowest mean ( X = 10.50). The implication is that the VC and VA

conditions are more effective than VAC on learners’ L2 vocabulary comprehension. 

     To see whether or not the observed differences among the groups are statistically

significant, the one-way ANOVA procedure was run. The result of the ANOVA

procedure is presented in Table 4.2. 



Table 4.2 ANOVA on vocabulary comprehension

Sum of 

Squares

df Mean Square F Sig. 

Between Groups 145.232 2 72.616 2.871 .066

Within Groups 1239.441 49 25.295   

Total 1384.673 51    

      

     Based on Table 4.2, the observed F value and the significance level (F(2,49) =2.87, 

P >.05) indicate that there are no statistically significant differences among the three

groups. Thus, the first null hypothesis supported. Therefore, it can be concluded that

although the VC and VA groups performed better than the VAC group on the

vocabulary comprehension test, the differences among the three groups were not

statistically meaningful. 

     The following graphical representation (Graph 4.1) makes the results more easily

noticeable. 



Graph 4.1 The performance of the participants on vocabulary comprehension test

4.3 Investigation of the second research question

     The aim of the second research question was to investigate whether or not there

are any significant differences among the effects of various multimedia on L2

vocabulary production. To do so, another one-way ANOVA procedure was used and

the mean differences between post tests of the three experimental groups were

compared to see which of the three multimedia conditions is the most effective. 



Descriptive statistics, including the mean, standard deviation, etc. are shown in Table

4.3. 

Table 4.3 Descriptive statistics for the one-way ANOVA on vocabulary production

Group N Mean Std.  

Deviation

Std. Error 95% Confidence Interval for Mean

Lower Bound Upper Bound

VAC 18 4.8889 2.76297 .65124 3.5149 6.2629

VC   17  7.1176 2.80362 .67998 5.6762 8.5591

VA 17 5.5882 4.89973 1.18836 3.0690 8.1074

Total 52 5.8462 3.66427 .50814 4.8260 6.8663

     It can be seen from Table 4.3 that the group that received video and captions (VC)

has the highest mean ( X = 7.11), followed by the group that received video and

audio (VA) ( X = 5.58). The group receiving video, audio and captions has the lowest

mean ( X = 4.88). Another one-way ANOVA procedure was used to see whether or

not the differences among the groups are statistically significant. Table 4.4 presents

the results of the one-way ANOVA procedure. 

Table 4.4 ANOVA on vocabulary production

Sum of Squares df Mean Square F Sig. 

Between Groups 45.109 2 22.555 1.728 .188

Within Groups 639.660 49 13.054

Total 684.769 51



     Based on Table 4.4, the observed F value and the significance level (F(2,49)= 1.72, 

P>.05) show that there are no statistically significant differences among the three

groups. Thus, the second null hypothesis is also supported. Therefore, it can be

concluded that although the VC group performed better than the VAC and VA groups

on vocabulary production test, the differences were not statistically significant. 

     The following graphical representation (Graph 4.2) makes the results more easily

noticeable. 

Graph 4.2 The performance of participants on vocabulary production test



4.4 Discussion

     The present study attempted to investigate the effects of three different

combinations of multimedia environments: video, audio, and captions (VAC), video

and captions (VC), and video and audio (VA) on L2 vocabulary comprehension and

production. The results indicated that there were no significant differences among the

three experimental groups. This means that these three stimulus conditions had no

differential effect on learners' L2 vocabulary comprehension and production. 

Although, there was a strong trend that students in the VC and VA groups got better

vocabulary comprehension scores than those in the VAC group, and with respect to

vocabulary production, the VC group was better than the two other groups, the

differences were not statistically significant. 

     The findings of the present study are different from a number of studies some of

which were reviewed in chapter two, and share certain aspects with others. For

example, the result of this study contradicts Syndorenko's (2010) findings, which

indicated that the VAC group learned more word meanings than the VA group. In his

study, the performance of the groups that received captions (VAC and VC) were

better than the VA group on the written recognition of word forms while the VA

group was better than the two mentioned groups on the aural recognition of  words. 

     In this study, the mean score of the VAC group was lower than that of the two

other groups in vocabulary comprehension. This could be justified on grounds that

information presented at the same time through both the visual-pictorial and auditory-



verbal channels in the VAC condition might have led to cognitive overload. Such a

finding is in line with the split-attention theory, based on which information which is

presented to learners through multiple channels will force learners to divide their

attention. As a consequence, only a part of the learners' attention will be paid to each

modality, hence reducing the effectiveness of learning. This study also shows that the

mean score of the VC group is higher than that of the two other groups in vocabulary

production. This indicates that captions can be useful in improving vocabulary

production. But as it was mentioned before, differences among the three experimental

groups were not statistically meaningful. Although this result was to some extent

unexpected and in contradiction with other studies conducted in this domain, several

factors could have led to these results. One of the factors may have been that the

students needed more time to accommodate themselves to their related stimulus

condition of multimedia instruction. Another cause may have been related to having

opportunity to take the movie backward and forward, which might have helped them

to have better performance on the post-test. 

     The results of other studies done in this area, are compared with the findings of

this study as follows:

     The result of this study is in line with Zarei and Oshnouei Mahmoudzadeh (2013), 

who concluded that the differences between the effects of various multimedia glosses

including textual, pictorial, and textual pictorial were not statistically meaningful, 

although there were significant differences between these three experimental groups

and the control group. In line with the result of this study as well as Zarei and



Oshnouie Mahmoudzadeh's findings, Jones (2004) concluded that the effects of

different input modality including pictorial, written, and pictorial-written conditions

were not statistically significant. That is, the three experimental groups did not differ

significantly from each other, but all annotation groups performed significantly better

than the control group. Another study which endorses the result of this study is

Tabatabaei and Shams' (2011) study, which showed that all the multimedia gloss

groups outperformed the control group in target words learning. Similarly, the results

of this study corroborate those of Zarei and Sadeghi (2011), who examined the

effects of various types of captions in the area of multimedia instruction on

vocabulary learning, but found no significant differences among the effect of

synchronous and asynchronous interlingual and intralingual subtitles on L2

vocabulary comprehension and production. 

     On the other hand, unlike the present study, the result of several studies such as

Yeh and Wang (2003) and Kim and Gilman (2008) indicated that the text-picture

annotation had more positive effect than other combinations of multimedia on

vocabulary learning. In addition, Rezaee and Sharbaf Shoar (2011) showed the

positive effect of the combination of text and movies compared with text and picture, 

and text only, on vocabulary learning. Parts of the findings of Zarei and Hasani

(2011), who worked on the effects of different input modalities in the domain of

multimedia learning on language learning, were to some extent similar to those of

this study, and other parts were different from those of the present study. They found

no significant differences among the four types of intralingual glosses including



interlinear, marginal, pre-text, and post-text on vocabulary recognition and recall. 

But, with regard to interlingual glosses, the pre-text and marginal groups

outperformed the two other groups in vocabulary recognition. Moreover, the post-text

gloss had positive effect on vocabulary recall. Moreover, Zarei and Rashvand (2011)

found significant differences among other aspects of multimedia environments in

language learning, namely, interlingual and intralingual, verbatim and nonverbatim

captions. They concluded that nonverbatim captions resulted in more vocabulary

learning and interlingual captions affected vocabulary production positively. 

     These areas of controversy among the findings of the previous studies as well as

those between the results of the present study and those of the previous studies

warrant further research in this little explored area.   

    

                      



Chapter five: Conclusion and implications

5.1 Introduction

     In this chapter, first a summary of the findings and conclusions of the study will

be presented. Then, some pedagogical implications of the study will be discussed.

Finally, suggestions will be made for further research.

5.2 Summary of the findings

     The present study was an attempt to answer the question of whether there are any

significant differences among the effects of various multimedia combinations; video, 

audio, and captions (VAC), video and captions (VC), and video and captions (VA) on

L2 vocabulary comprehension and production.  

     The first research question investigated the effect of various multimedia

combinations on vocabulary comprehension. The result indicated that there were no

significant differences among the experimental groups.  

     The second research question sought to investigate the effect of three stimulus

conditions of multimedia environment on L2 vocabulary production. The results of

the vocabulary production post-test showed no statistically significant differences

among the three groups. Although the VC group performed better than the VAC and

VA groups on the vocabulary production test, the differences among the effects of the



VAC, VC and VA conditions on the participants' vocabulary production was not

statistically significant. 

5.3 Conclusion

     The present study failed to find any meaningful differences among the effects of

different multimedia combinations on L2 vocabulary comprehension and production. 

On the other hand, based on the findings of several previous studies, to some of

which reference was made in the 'literature review' and 'discussion' sections, various

multimedia learning conditions have been shown to be significantly more effective on

language learning than the control condition. One obvious conclusion to be drawn

from this is that learning through multimedia has got fairly obvious, and to some

degree undeniable, superiority over traditional learning. 

     At the same time, given the findings of this study and the mixed findings of

previous studies, it may be concluded that it does not matter what combination of

multimedia is used. In other words, regardless of the various forms and combinations

of forms, multimedia is an asset that can positively influence L2 vocabulary learning.    

       

5.4 Pedagogical implications

     The findings of the present study may have implications for teachers, learners and

materials developers. Language teachers can improve L2 learners' vocabulary



comprehension and production by using instructional movies and by making second

language classes more interesting for L2 learners.  

     The observations in all treatment sessions showed that using multimedia was very

pleasurable for students and changed the boring instructional environment to a

relaxing and interesting one for second language learning. In addition, the findings of

this study can be useful for material developers and instructional book designers to

consider the effects of multimedia on second language learning. By including

exciting instructional movies and incorporating visual images in the instructional

books, they can create a more pleasurable instructional environment for second

language learners. Therefore, the quality and result of instruction may improve. 

5.5 Suggestion for further research

     This study investigated the effect of various multimedia combinations as different

input modalities on L2 vocabulary comprehension and production. For those who are

interested in conducting research in the area of using multimedia environment and the

effect of different input modalities on language learning, the following areas of

research are suggested:

1. This study did not investigate L2 learners' gender, age and field of study. Other

studies can examine the effect of these factors on l2 vocabulary comprehension

and production in various multimedia conditions. 



2. The effect of various multimedia can also be studied on L2 learners' listening

and reading comprehension. 

3. Captions, as a visual input, were a variable in two groups. Interested

researchers can replicate this study using L1 captions in various multimedia

conditions. 

4. This study was conducted with L2 learners at intermediate level of proficiency. 

It is suggested that interested researchers examine the effect of various

multimedia on L2 vocabulary comprehension and production at different levels

of proficiency. 

5. In this study, there was no control group. It is suggested that interested

researchers conduct the same study with comparison groups. 
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Appendices

Appendix I

Michigan Test of English Language Proficiency (MTELP)

Vocabulary

Direction: In each of the following sentences a word is omitted. Bellow each

sentence you will find four words. You should choose the one word that would best

complete the meaning of the sentence. 

1. “Sally said she would paint the house for a_____ fee.”

a. formulaic

b. miniature

c. superfluous

d. nominal

2. “No one can visit her because she has a very _____ disease.”

a. intoxicating

b. contagious

c. corporal

d. exasperating

3. “He tried to explain how he felt. But he was unable to ____ his true feelings.”



a. articulate

b. evolve

c. inhibit

d. inflict

4. “That popular magazine has many ______ .”

a. denominations

b. prescriptions

c. subscribers

d. spectators

5. “John tried to eat a large piece of meat too fast and began to ____ on it.”

a. exploit

b. lash

c. gauge

d. choke

6. “Jane is a very _____ student.”

a. eventual

b. foregoing

c. conscientious

d. admissible



7. “Jenny is _____ of the mistakes of others.”

a. tolerant

b. benevolent

c. cordial

d. cooperative

8. “Frank _______ to travel the world.”

a. conspires

b. inspires

c. asserts

d. aspires

9.”Those two countries have always ____ the location of their shared border.”

a. disputed

b. dissented

c. dissolved

d. declined

10. “He received a silver _____ for winning the contest.”

a. trophy

b. technique



c. chasm

d. grant

11. “Inflation has risen in _____ years.”

a. current

b. recent

c. the latest

d. the last

12. “No one knew what to do because his instructions were so ______.”

a. unconscious

b. precarious

c. ambiguous

d. restrictive

13. “The noise of the traffic is a real ____ when I’m trying to study.”

a. epidemic

b. outburst

c. nuisance

d. fragment

14. “After Eric had run the race. His shirt was ______ sweat.”



a. overcome by

b. reinforced with

c. invaded by

d. saturated with

15. “He took a second job to _____ his income.”

a. engender

b. augment

c. exploit

d. hasten

16. “Bill’s teachers ______ him as a troublemaker.”

a. regard

b. remind

c. conclude

d. measure

17. “Because John didn't take good care of himself, it was ____ that he would get

sick.”

a. invariable

b. notorious

c. inevitable



d. conclusive

18. “He said it would never work, that all our efforts had been _____.”

a. distracted

b. vacant

c. futile

d. convertible

19. “Jane was _____ that an unqualified person got the job.”

a. infected

b. beset

c. bold

d. resentful

20. “Don’t use that airline. Its safety record is______.”

a. brazen

b. appalling

c. terminal

d. existential

21. “Fred bought his new car on _____ quickly and without thinking.”

a. impulse



b. expectation

c. prejudice

d. reaction

22. “They did not believe the candidate’s_____.”

a. apertures

b. assertions

c. imperatives

d. resumptions

23. “Bill just doesn't fit in here: he's like ____.”

a. a bird in the hand

b. a fish out of water

c. a fly in the ointment

d. water on a duck’s back

24. “When Helen told me she was mad at her boss, I asked her not to do anything

____.”

a. incidental

b. distorted

c. crucial

d. drastic



25. “The old man’s health was improving. But then some ____ developed.”

a. complications

b. implications

c. terminations

d. conclusions

26. “John couldn’t say a word: he was ____ by the shocking news.”

a. jammed

b. clamped

c. stunned

d. clenched

27. “When we heard the criminal was released from prison we felt nothing but ____

.”

a. infection

b. revulsion

c. combustion

d. restriction

28. “They didn’t finish the project in time though they had _____ three weeks to it.”

a. accused



b. adhered

c. aggregated

d. allotted

29. “Because so much wheat has been sold to other countries, local supplies are ___

.”

a. expanded

b. depleted

c. apprehended

d. preoccupied

30. “Jane wasn’t driving carefully, and had a ____ when she almost crashed into a

truck.”

a. last call

b. look out

c. knock out

d. close call

31. “Scott _____ his success to luck.”

a. attributes

b. contributes

c. concedes



d. attests

32. “The teacher told Sue her comments were interesting but not _____ .”

a. stimulating

b. synthetic

c. relevant

d. peripheral

33. “The papers were easy to find because the files were _____ organized.”

a. progressively

b. intimately

c. ironically

d. meticulously

34. “If you pay for the movie, I’ll _____ for dinner.”

a. snap

b. sprout

c. spark

d. spring

35. “The politician told _____ lie.”

a. a dense



b. a sundry

c. an outright

d. a snug

36. “That scale isn’t correct. It needs _____.”

a. cohesion

b. calibration

c. resignation

d. approximation

37. “We hope that increasing the size of the police force will act as a _____ to

crime.”

a. deterrent

b. contraction

c. suspension

d. deficiency

38. “When he parked his car in our driveway, he _____ our property rights.”

a. restrained

b. penetrated

c. infringed on

d. invested in



39. “The boy didn't fall even though he was ____ on the edge of the cliff.”

a. peering

b. presiding

c. perceived

d. poised

40. “From her accent he ____ that she was from Canada.”

a. deduced

b. evoked

c. incurred

d. implied



Appendix II

The film transcript

Challenges of life

     Our planet may be home to 30 million on different kinds of animals and plants. 

Each individual locked in its own life-long for survival. Everywhere you look, on

land or in the ocean, there are extraordinary examples of the lengths living things go

to stay alive.

     This is the coast of Florida. Here, strange scars on the sea bed hint at one animal's

remarkable strategy. These are bottlenose dolphins, one of the most intelligent

animals on Earth. Their prey is very elusive, fast-swimming fish. But the dolphins

have invented a completely new way of hunting. By beating its tail down hard, this

dolphin stirs up the shallow silt. And by swimming in a tight circle it creates a ring of

mushrooming mud around a shoal of fish. The contracting ring traps the fish just like

a net. Panicked, the fish jump to escape. Right into the open mouths of the waiting

dolphins. Again and again, the lead dolphin creates a circle, before they all line up

with perfect timing. These dolphins are the only ones known to have developed this

hunting behavior and it gives them an edge. This sort advantage may mean the

difference between life and death in the survival of the fittest. This series reveals the

most spectacular and extraordinary strategies that animals and plants have developed



to stay alive. For every creature, every day is full of challenges, all of which must be

overcome, somehow, in order to survive. 

     Kenya, famous for its big cats. The supreme hunters. Cheetahs specialize in

hunting at speed. Though fast, they are fragile creatures, built to sprint after small

prey. They don't have the strength or weight of a lion to bring down larger animals. 

This male is different. He doesn't hunt alone. He's learnt that there is strength in

numbers. But here, there are not just two, but three cheetahs. A brand of brothers. 

They have changed their tactics and, by doing so, have taken their prey by surprise. 

They have learnt that working together they can bring down large prey. An ostrich. A

bird that towers over a cheetah and is more than twice as heavy. It can't fly to escape

danger, but it can lash out with a deadly kick. A female, unaware as yet, of any

danger. Even with three of them this is still highly risky. If one gets injured the other

two couldn't hope to tackle such large prey. On the other hand, if they get it right, the

rewards are huge. The male has spotted one of brothers, but only one. It's not too

worried.  Then suddenly there are three! The female is slower to realize the danger

and the cheetahs switch targets. It takes the combined effort and weight of all three

brothers to bring down this powerful bird. Even now the ostrich could land a fatal

kick. So far, the brothers are winning. Ostriches have yet to find a way to foil such

tactics. 

     Other animals have also evolved surprising tactics to outmanoeuvre. The enemy, 

not with brute strength but with extraordinary weapons. Madagascar. A strange world

where nothing is quite as it seems. To hunt here requires stealth and subterfuge. And



living within the trees is a master of ambush. A preying mantis. Well camouflaged

and lightning quick, these insects are highly efficient predators. But even they are

outgunned.

     A chameleon. Its camouflage is exceptional because it can change its skin colour

to match its surroundings. Its eyes move independently to spot prey. It creeps towards

to its victim, until just in range. Then it unleashes a super weapon. Its tongue shoots

out at 15 meters per second. And not only hits, but grasps its target. But few hunters

are always successful. For them a hunt is just one meal. For prey, the stakes are

higher. It's life… or death. As Antarctica move from spring into summer, the inlets

and bays, once choked with ice become free. And animals move in to feed. These are

crabeater deals. They don't actually eat crabs, but kill, small shrimps that swarm in

their billions in these waters. Resting on a large ice floe, these crabeaters are safe. But

as soon as they enter the water, they are on their guard, for good reason. Killer

whales. Here in Antarctica, many killer whales prey only on fish. But these whales

are different, they specialize in hunting seals. This seal swimming to open water in

unaware of the danger heading his way. Until now. He's in real trouble. There is no

escape unless he can hide behind this small piece of floating ice. But he's been

spotted and surrounded. Now agility is his only chance. He dodges for his life, 

staying as close as he can to the iceberg. He's tiring. And the whales tighten the

circle, going for the kill. But hunters don't always get their own way. In the end, the

seal's determination and kill, using the ice for protection, kept him just out of reach. 

And the whales move on. Recently it's been observed that killer whales are much



more successful when hunting other types of seal. Crabeaters like this put up too

much of a fight. 

     For creatures living in the open ocean there is nowhere to hide from predators. But

there is safety in numbers. One fish, however, has evolved a different escape tactic. 

To leave the water completely, take to the air and fly! After a huge effort to get

airborne, flying fish can glide 200 meters or so, to escape the predators chasing them. 

     Not all animals are hunters, many are vegetarians. But the battle between animals

and plants can also be intense. Boa Vista, central Brazil. This valley is peppered with

strangely pitted rocks. These are not natural formations but the legacy of long

struggle between one animal and one plant. Brown-tufted capuchins, highly

intelligent monkeys. They spend their nights in the safety of caves, emerging each

morning to find food. Down in the valley is a particular favourite.  A nut palm. The

palms produce huge seeds, but they have very strong shells. That protect them against

attack from hungry animals. For the capuchins this is a war of attrition. They check

which seed is the ripest, and the battle commences. The first job is to tear the tough

fibrous husk from the nut. He doesn't try to crack the nut straight away, but drops it to

the ground. He's learnt that a nut should be given a week or so drying in the sun. 

These are ones he prepared earlier. He taps them to see if they're ready. This huge flat

rock is his anvil. And this is a hammer. It's made of a different and much harder rock

than the anvil. Now something extraordinary happens. The capuchins' use of these

stone tools requires an exceptional level of intelligence, planning and dexterity. The

nut finally cracks and exposes a rich, oily kernel. Youngsters watch and imitate the



adults, just as human toddlers do. If they are to become independent, they must learn

to crack their own nuts. But the learning process is long, with many frustrations. They

learn early on that to do a job properly, you need the right tool. It can take eight years

for a capuchin to master this art and overcome the palm's formidable defenses.

     But some plants have turned the table and feed on animals. This is a highly

sophisticated trap. The bait, sugary nectar around the rim of the disc. The triggers, 

fine hairs, two of which have to be touched within 20 seconds of each others. The

victim, a fly which finds the colour and nectar irresistible. One. Two. When

triggered, the trap snaps shut so fast that the fly is imprisoned. The venus flytrap now

slowly digests its victim. 

     Life's challenges are more than just finding food. In every animal's life there

comes  a time when its mind turns to breeding. One creature's approach is mind-

boggling. Malaysia. This strange insect has been lying dormant on the forest floor. 

Once safe in the trees, these males hide among the leaves and begin an extraordinary

transformation. One that will make the difference between fathering offspring or not. 

He begins by gulping in air bubbles, forcing them up into his head. He then pumps

the bubbles into the stalks supporting his eyes, just like blowing up a balloon. And

this is what earns these creatures their name, the stalk-eyed fly. A few final

adjustments to straighten out any remaining creases and he's ready for action. They

may look unwieldy, but eye on stalks improve not only his ability to spot predators, 

but they are key when it comes to winning females. In the evening both males and

females gather and the males begin to size one another up, eyeball to eyeball. Having



the widest eye span puts you at the top of the pecking order. The eye stalks are not

weapons, they're measuring sticks, used to gauge how big, and so how strong, a male

is. But there's trouble if two top males have exactly the same eye width. Then the

contest descends into a brawl. Defeated. The winner. He now has the right to mate

with all the females nearby. 

     The rather gentlemanly way stalk-eyed files settle their differences over females is

not the only way. Some animals are much more violent. It's the dry season in Zambia. 

The lagoons are either baked dry, or the mud is so thick animals get stuck, with fatal

consequences. This male hippo has been living in one small lagoon, but as it dries, it's

turning into a death trap. Understandably, the females that once shared it with him

have all left. Even if he wants to, he can't stay much longer. He needs water to keep

cool and females to mate with. And this is where they all are. Almost all the hippos in

the areas are in what is left of the Luangwa River, because it's the last place where

there's still deep water. This bend is controlled by an all-powerful male. Since the

drought many more females have joined his herd. They are happy to live cheek by

jowl, but any male who comes here in the hope of mating must first defeat the

overlord. The wandering male arrives and has a decision to make-submit or fight. 

Victory for the overlord. His domination of his channel in the river remains and with

it mating rights with the females. The loser is alive, but is an outcast. He retreats to

another part of the river where it's so shallow that no females will follow. His chance

to father offspring is over for now. 



     For some animals the challenges of breeding are not about fighting but about

courtship. Among birds, displays, songs and rituals can reach extraordinary level of

complexity and beauty. During spring, on the freshwater lakes of Oregon, gredes join

together to renew their partnership. The ceremony starts with a series of graceful

duets, in which one partner echoes the actions of the other. But the real test comes

now. Only the strongest and the most faithful are prepared to join together for the

final exultant dance. 

     Those animals which have young now face a whole new set of challenges, to

protect and nurture their offspring. In the cold waters of the northern Pacific Ocean, 

there lives a giant. A giant Pacific octopus at over four meters long. She is hunting

not for prey, but for a den.  Somewhere to settle down and hide. Her den has to be

just right. She's going to live here for the rest of her life. She's carrying fertilized

eggs, and now, happy and settled, she lays them. 100,000 of them. Over the next six

month she carefully tends her precious brood. She caresses them with her arms to

keep them free of algae and properly supplied with oxygen. This is her first and only

brood. And so she takes great care of them. While she's guarding her eggs she doesn't

leave the den. Not once. Unable to feed, she is starving. Her last act of devotion is to

blow water over the eggs to help them hatch. Young, fully-developed octopus pop

out. Though only a few will survive to adulthood, she's given them the best chance

she can. After her long and lonely vigil, she is dead. Surely this sacrifice must make

her one of nature's most devoted mothers. 



     Here, 30 meters beneath the Costa Rican forest canopy, another dedicated mother

ensures that her young also have the best possible start in life. This tiny strawberry

poison arrow frog, only the size of a finger nail, is guarding her fertilized eggs. 

Whilst the eggs and tadpoles are developing, she and her mate keep watch, making

sure that they are safe from predators. But they can't stay here forever. The leaf little

is drying out and tadpoles need water. She must do something, and fast. She needs to

move them and so encourages one tadpole to climb on her back. She now begins an

epic journey. But it's not to a pond, as you might expect, she is looking for something

very particular. Her journey takes her across the forest floor to the foot of a tall tree

and then she starts to climb. For such a little frog it is a marathon ascent, like a

human mother climbing the Empire State Building with a child on her back. She's

looking for a plant, a bromeliad, growing on the tree. It holds a pool of water at its

centre, the perfect nursery pool for a developing tadpole. In slides her youngster. But

this is only one of six tadpoles. She must rush back down to rescue the others. One by

one she collects them and carries each to its own bromeliad. But there is another

problem. The little pools contain no food. So she has to provide it. She lays an

unfertilized egg in each pool for her tadpoles to eat. And then she leaves. But one egg

won't sustain a growing tadpole for long, so she has to return every few days with

another egg. Over the next two weeks she can climb almost half a mile tending her

young. An astonishing feat for such a tiny creature. While she's busy delivering eggs, 

the tadpole grows legs and its tail begins to disappear. And then one day it leaves its



bromeliad nursery forever and climbs out into the forest. Whilst its mother has a well-

deserved rest. 

     Birds are also diligent parents. Over their lifetime they invest huge effort in just a

few young. But there is only so much a parent can do. All along the Antarctic

peninsula both male and female chinstrap penguins have been commuting daily from

the open ocean to collect food for their chicks. Mouthful of kill, caught many miles

away at sea, are regurgitated. But one day the chicks wait in vain for food. Their

parents do not return. The chicks now face life on their own. This is a toughest time

in an animal's life and some are not going to make it. Over the next few days, driven

by hunger, the chicks make their way down to the shore. Instinct tells them they have

to head out to sea. Built to withstand the cold, they have already accumulated a larger

of fat, and their outer feathers act as a waterproof shield. But they still have to learn

to swim. The polar sea is challenging enough but with a change in the wind, a slick of

broken ice has choked the bay. For any penguin this ice presents a real problem. But

for the chicks it's a disaster. They must get through this barrier to the open water, if

they are too feed. One, perhaps hungrier or braver than the rest, leads the way and

tries skittering over the top, while the others watch. The ice is hard to swim through, 

and progress is painfully slow. A leopard seal. This chick never had the chance to

learn how to avoid the seal. Its end is inevitable. The leopard seal efficiently flays the

chick, learning off a small piece with each throw. Others take their chance. But the

leopard seal is now ready for its next victim. It's a lottery, and the lucky chicks make



it out to open water. There is still an element of chance in life which an individual

can do little about.

     In the end, overcoming life's challenges, whether finding enough to eat or

outwitting your predators, is only significant if life's final challenge can be met. From

a tiny frog dedicating weeks to her few cherished tadpoles, to an orange-utan who

spends eight years bringing up her baby, individual animals strive to reach this one

ultimate goal, to pass on their genes and to ensure the survival of the next generation. 

Ultimately, in nature, that is what life is all about.



Appendix III

Vocabulary pre-test

Direction: In front of each sentence, write the meaning of the underlined word in

Persian. 

1. The landscape still bears the scars of the war. 

2. What are you hinting at?

3. The lion will often stalk its prey for hours. 

4. She managed to get an interview with that elusive man. 

5. The wind had stirred up a powdery red dust. 

6. Mental contract as it cools. 

7. Twenty miners were trapped underground. 

8. He may be prosecuted for revealing secrets about the security agency. 

9. Martin now faces the biggest challenge of his career. 

10. Relations between the two countries are in a fragile state. 

11. She sprinted to her car. 

12. The meat of an ostrich is not really palatable to the human. 

13. He towered over his mother. 

14. She would suddenly lash out at other children. 

15. I spotted a police car behind us. 

16. If it is not treated correctly, the condition can prove fatal. 



17. A massive arms-smuggling plan has been foiled by the CIA. 

18. He believed he could outmanoeuvre and trap the English King. 

19. His father was in a drunken brute. 

20. Lions rely on stealth when hunting. 

21. Journalists often use subterfuge to obtain material for stories. 

22. Armed police lay in ambush behind the hedge. 

23. Some animals have no natural predators. 

24. The England team was completely outgunned.  

25. Troops dressed in camouflage. 

26. Johann would creep into the gallery to listen to the singers. 

27. We waited until the enemy was within range. 

28. The government's proposals unleashed a storm of protest in the press. 

29. Alan grasped the handle and pulled it. 

30. There are several sheltered inlets along the coast. 

31. I was too choked with emotion to speak. 

32. Crabs move sideways on land. 

33. Shrimps turn pink when cooked. 

34. Swarms of tourists jostled through the square. 

35. Gray seals basking on the rocks. 

36. With surprising agility, Karl darted across the road. 

37. He ran across the courtyard, dodging a storm of bullets. 

38. Do not leave your seat until the plane is airborne. 



39. Couple gliding over the dance floor. 

40. The dogs saw him running and chased him. 

41. Our youngest daughter is a vegetarian. 

42. The surface of the moon is peppered with craters. 

43. The desert roads are pitted with potholes. 

44. Never buy eggs with cracked shells. 

45. Work will commence on the new building immediately. 

46. He turned as someone tapped him on the shoulder. 

47. Computer game can improve children's manual dexterity.

48. He lifted his T-shirt to expose a jagged scar across his chest. 

49. This evidence is the kernel of the defendants' case. 

50. People often feel a sense of frustration that they are not begin promoted quickly

enough. 

51. The new range of computers have formidable processing power. 

52. In Britain, the defense of the country has historically been left to the navy. 

53. The fish wouldn't take the bait. 

54. He took aim and squeezed the trigger. 

55. I was overcome by an irresistible urge to cry. 

56. The government imprisoned all opposition leaders. 

57. Most babies can digest a wide range of food easily. 

58. The seeds remain dormant until the spring. 

59. In recent years, the movie industry has undergone a dramatic transformation. 



60. She gulped down her breakfast and ran for the bus. 

61. When water boils, bubbles rise to the surface. 

62. I'll have to iron out the creases. 

63. The thermostat will gauge the temperature and control the heat. 

64. I only entered the contest for fun. 

65. His father was a violent and dangerous man. 

66. Many believe that poverty is a direct consequence of overpopulation. 

67. They hoped to defeat the enemy at sea. 

68. Smokers often feel as though they are being treated as social outcasts. 

69. The lady of the house performs the sacred ritual of lighting two candles. 

70. Her father was a quiet man with graceful manner. 

71. Do you think Bob's always been faithful to you?  

72. After the egg has been fertilized, it will hatch in about six weeks. 

73. We cannot afford to waste precious time. 

74. His fingers caressed the back of her neck. 

75. The poor dog looked like it had been starved. 

76. Alanna has always shown intense devotion to her children. 

77. A cold breeze was blowing hard. 

78. All the chicks have hatched out. 

79. The egg cracked open and out popped a tiny head. 

80. Eva and Paul kept a constant vigil by their daughter's hospital beside. 

81. In those days, an animal was offered as a sacrifice to God. 



82. She is dedicated socialist. 

83. The cart began its gradual ascent up the hill. 

84. People rushed to buy shares in the company. 

85. Survivors of the crash were rescued by helicopter. 

86. They gave me barely enough food to sustain me. 

87. I find it absolutely astonishing that you didn't like it. 

88. They climbed the mountain in 28 days, a remarkable feat. 

89. He has a well-deserved reputation as a reliable worker. 

90. After a diligent search, the police found the missing child. 

91. Some birds and animals regurgitate food to feed their young. 

92. Police searched in vain for the missing gunman. 

93. The company admitted that it had been a tough year. 

94. Animals have a natural instinct for survival. 

95. This fabric can withstand steam and high temperature. 

96. I seem to have accumulated a lot of books. 

97.  One hundred and twenty people died in China's worst air disaster. 

98.  A further escalation of the crisis now seems inevitable. 

99. Do you really think winning the lottery would make you happy?

100. Somehow he always manages to outwit his opponents. 

101. The actress now dedicates herself to children's charity work. 

102. I cherish the memory of that day. 

103. The ultimate outcome of the experiment cannot be predicted. 



Appendix IV

Vocabulary comprehension and production post-test

Part (A)

Direction: In each of the following sentences a word is omitted. Bellow each

sentence you will find four words. You are to chosen the one word that would best

complete the meaning of the original sentence. 

1. They are fragile creatures, built to ………. after small prey. 

a. defeat  

b. sprint

c. gulp

d. trap

2. A bird that ……… over a cheetah and is more than twice as heavy. 

a. towers  

b. reveals

c. spots

d. hunts

3. Their prey is very …………., fast-swimming fish. 

a. elusive



b. extraordinary

c. surprising

d. cute

4. They have yet to find a way to ………….. such tactics. 

a. clinch

b. confirm

c. foil

d. trick

5. They can ……. out with a deadly kick. 

a. tap

b. evolve

c. touch

d. lash

6. Strange scars on the sea bed …………… at one animal's remarkable strategy. 

a. exploit

b. hint

c. gauge

d. assert



7. By beating its tail down hard, this dolphin ……………. up the shallow silt. 

a. stirs

b. inspires  

c. aspires

d. conspires

8. Other animals have evolved surprising tactics to……………. . 

a. interchange

b. inhibit

c. inflict

d. outmanoeuvre

9. The capuchins' use of these stone tools requires an exceptional level of

intelligence, planning and ……………

a. conscience

b. victory

c. dexterity

d. tolerance

10.She …………… them with her arms. 

a. declines

b. dissolves



c. disputes

d. caresses

11.Another …………… mother ensures that her young have the best possible

start in life. 

a. truthful

b. dedicated

c. polished

d. graceful

12.Among birds, displays, songs and ………….. can reach extraordinary level of

complexity and beauty. 

a. rituals

b. fragments

c. outbursts

d. nuisances

13.The loser is alive, but is a(n)……………. . 

a. outcast

b. stupid

c. invader

d. aggressor



14.They are used to …………. how big, and how strong, a male is. 

a. stun

b. exploit

c. gauge

d. clench

15.A few final adjustments to straighten out any remaining …………

a. deterrents

b. creases

c. suspensions

d. deficiencies

16.This strange insect has been lying ………….. on the forest floor. 

a. outright

b. dormant

c. snug

d. dense

17.For a little frog it is a marathon ……… , like a human mother climbing the

Empire State Building with a child on her back. 

a. descent

b. decline



c. incline

d. ascent

18.This is an astonishing ………….. for such a tiny creature. 

a. feat

b. element

c. cohesion

d. calibration

19.The mother is tired so it has a ……… rest. 

a. well-equipped

b. well-built

c. well-deserved

d. well-behaved

20.One egg won't …………. a growing tadpole for long. 

a. snap

b. sprout

c. spring

d. sustain



21.Birds are also ………… parents. Over their lifetime they invest huge effort in

just a few young. 

a. sundry

b. diligent

c. proud

d. accusing

22.Mouthful of krill, caught many miles away at sea, are ……………. . 

a. preoccupied

b. regurgitated

c. apprehended  

d. expanded  

23.Built to ………. the cold, they have already accumulated a larger of fat, and

their outer feathers act as a waterproof shield. 

a. withstand

b. attribute

c. attest

d. concede

24.Her last act of ……… is to blow water over the eggs to help them hatch. 

a. infection  



b. combustion  

c. devotion

d. revulsion

25.Its ………. is exceptional because it can change its skin colour to mach its

surrounding. 

a. restriction

b. contraction

c. injection

d. camouflage

26.It creeps towards its victim, until just in ………….. . 

a. range

b. domain

c. stimulation

d. aggregate

27.He's been spotted and surrounded. Now ………… is his only chance. 

a. fragility

b. agility

c. futility

d. utility



28. He …………… for his life, staying as close as he can to the iceberg. 

a. reminds

b. concludes

c. dodges

d. measures

29.This chick never had the chance to learn how to avoid the hunter. Its end is

………. . 

a. invariable

b. conclusive

c. inevitable

d. notorious

30.Overcoming life's challenges, whether finding enough to eat or …………. your

hunters, is only significant if life's final challenge can be met. 

a. benefiting

b. dedicating

c. accumulating

d. outwitting

Part (B)

Direction: Fill in the blanks by the suitable word. The first letter and the meaning of

each word is given in front of each sentence in Persian. 



31.The c………….. ring traps the fish just like a net.  )

32.The o………….. could land a fatal kick.  )

33.The bays c……………. with ice become free.   )

34.This valley is peppered with strangely p…….. rocks.   )

35.They check which seed is the ripest, and the battle c………. .    )

36.The male has s……….. one of brothers. )

37.They don't actually eat c………….. .  

38.They kill small s……………….. . 

39.A s……………. of brothers have changed their tactics. )

40.To hunt here requires s……………. . )

41.Living within the trees is a master of a……………. )

42.The nut finally cracks and exposes a rich, oily k…………….. . )

43.To hunt here needs s……………     )

44.The enemy, not with b ………… strength but with extraordinary weapons.

)

45.These insects are highly efficient p ……….. . 

46.It u…………… a super weapon.  

47.They specialize in hunting s…………… . )

48.The victim, a fly which finds the colour and nectar i…………. . 

49.The ceremony starts with a series of g…………… duets, in which one partner

echoes the actions of the other. 



50.Only the strongest and the most f………… are prepared to join together for the

final exultant dance. 

51.She's carrying f……………. eggs.    

52.She carefully tends her p…………… brood.    

53.Young, fully-developed octopus p…………….. .  

54.After her long and lonely v………….. , she is dead.   

55.Flying fish can g…………. 200 meters or so.   

56.It can take eight years for a capuchin to master this art and overcome the

palm's f............ defenses. )

57.She must r………….. back down to rescue the others. 

58.One day the chicks wait i…………. for food.   

59.A tiny frog dedicating weeks to her few c………… tadpoles.    

60.The b ………… is sugary nectar around the rim of disc. 
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