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Chapter One: Introduction

1.1. Background

Vocabulary, as one of the main components of language, has been the object of many

studies. Without using vocabulary, people cannot convey meaning and communicate with

each other. Vocabulary learning is at the heart of language learning and language use

Watts-Taffe, 2005). 

According to Allen (1983), experienced teachers are well-informed of the important

role of vocabulary and know that lack of vocabulary leads to a feeling of insecurity. So, 

they try to plan appropriate instruction to help learners to learn vocabulary better. Different

teachers may adopt different instructional policies to teaching vocabulary. Norris and

Ortega (2000) propose that form-focused instruction is beneficial and helpful for language

learning. From Spada's (1997) point of view:

form-focused instruction (hereafter referred to as FFI) will mean any pedagogical

effort which is used to draw the learners' attention to language form either implicitly

or explicitly  within  meaning-based approaches to L2 instruction [and] in which a

focus on language is provided in either spontaneous or predetermined ways (p.73).  

According to Spada (2011), “this definition differs from Long's (1991)

conceptualization of focus on form, which is restricted to spontaneous language use which

is defined as exclusive attention to form” (p. 226). Spada maintains that isolated and

integrated FFI differ from Long's (1991) definition of ‘focus on form’ because both include



pre-determined attention to form, whereas ‘focus on form’ is defined as unplanned, 

spontaneous attention to form. Since both isolated and integrated FFI provide attention to

form and meaning (albeit in different ways), they differ from ‘focus on forms'.

He further argues that this definition of form-focused instruction also differs from

Ellis' (2001) definition of form-focused instruction – which is broader in scope – to include

instruction that focuses exclusively on forms (i.e. focus on forms). One type of form-

focused instruction is integrated instruction. According to Spada and Lightbown (2008), 

integrated instruction refers to the instruction that is provided within the context of

communicative activities. Ellis (2001) states that focusing on integrated approach, and thus

linguistic form (in this case vocabulary items), takes place in communicating meaning. In

contrast to integrated form-focused instruction, in isolated form-focused instruction, 

attention to form is in instructional segments that are separated from communicative

language practices but still carried out in courses that are primarily meaning-focused such

as content-based instruction and communicative language teaching. 

According to File and Adams (2010), in an isolated approach, learners just focus on

the features of a particular vocabulary item in isolation, whereas in an integrated approach, 

their main focus is directed to understanding the meaning in the text. 

According to Spada and Lightbown (2008), both types of instruction assume a

primary focus on meaning with the inclusion of attention to form, but they differ in terms of

WHEN attention to form is provided. In integrated FFI, learners’ attention is always drawn



to form within communicative practice and activities. In isolated FFI, learners’ attention is

always drawn to form separately from communicative practice and activities. 

In addition to integrated and isolated FFI, Barcroft (2009) refers to intentional

vocabulary learning, which refers to learning new vocabularies while aiming to do so. 

Moreover, Pressley, Levin, and Delaney (1982) state that one strategy that can be used in

intentional vocabulary learning is synonym generation, a semantically oriented task. To

produce a synonym, one must activate semantic properties of a word.     

Since vocabulary learning may be neither fully incidental nor fully intentional

(Barcroft, 2009), distinguishing the type of instruction is not easy. Several researchers

agree that little research has been carried out in the field of vocabulary learning (Folse, 

yet clear (de Groot, 2006). So, this study is an attempt to investigate the effects of isolated, 

integrated and synonym generation techniques of L2 vocabulary instruction on Iranian EFL

learners' vocabulary comprehension and production. 

1.1 Statement of the Problem and Purpose of the Study  

Vocabulary is the basis of language; so teachers or even materials developers can never

undervalue its importance in learning a foreign language (Hoshino, 2010). Not only is the

learning of vocabulary important, but also it is a major challenge to many L2 learners. 

Iranian EFL learners are no exception to this general rule.  This highlights the importance

of attempts at finding techniques and activities that may facilitate this thorny task. 

According to Laufer (2005), vocabulary learning has been mistreated by the focus-on-form



researchers. This implies that focusing on various kinds of instructional activities may

enrich vocabulary teaching (Ellis, 2001).  

Many studies have been conducted on various aspects of vocabulary leaning and the

factors that may affect vocabulary learning. However, given the complexity of L2

vocabulary learning process, previous studies have come up with mixed, and sometimes

contradictory results. As a result, there appears to be a lack of consensus in our

understanding of the exact nature of vocabulary learning in general, and the effect of

different techniques of presentation on L2 vocabulary learning, in particular. In an attempt

to partially fill this gap, this study aims to investigate the effects of isolated, integrated and

synonym generation techniques of vocabulary instruction on EFL learners' vocabulary

comprehension and production. 

1.2 Research Questions

This study aims to address the following research questions:  

Q1. Are there any significant differences among the effects of integrated, isolated and

synonym generation techniques on Iranian EFL learners' short term vocabulary

comprehension?

Q2. Are there any significant differences among the effects of integrated, isolated and

synonym generation techniques on Iranian EFL learners' short term vocabulary

production?



Q3. Are there any significant differences among the effects of integrated, isolated and

synonym generation techniques on Iranian EFL learners' long term vocabulary

comprehension?

Q4. Are there any significant differences among the effects of integrated, isolated and

synonym generation techniques on Iranian EFL learners' long term vocabulary

production?

1.3 Research Hypotheses  

In line with the above mentioned research questions, the following null hypotheses are

formulated:  

H1: There are no significant differences among the effects of integrated, isolated and

synonym generation techniques on Iranian EFL learners' short term vocabulary

comprehension. 

H2: There are no significant differences among the effects of integrated, isolated and

synonym generation techniques on Iranian EFL learners' short term vocabulary

production.  

H3: There are no significant differences among the effects of integrated, isolated and

synonym generation techniques on Iranian EFL learners' long term vocabulary

comprehension. 



H4: There are no significant differences among the effects of integrated, isolated and

synonym generation techniques on Iranian EFL learners' long term vocabulary

production.  

1.4 Definition of Key Terms  

The present study adopts the following definitions for its key terms and concepts:

Integrated vocabulary instruction  

In an integrated approach, focus on linguistic form (in this case vocabulary items), whether

& Robinson, 1998). Spada and Lightbown (2008, p. 129) state that “in a reading lesson, 

this kind of focus on form would occur while students were engaged in reading a second

language text (in other words, while their primary focus was directed at understanding the

meaning in the text)”. 

Isolated vocabulary instruction  

Spada and Lightbown (2008) declare that “in isolated FFI, attention is given to form in

instructional segments that are separate from communicative language practice but are still

carried out in courses that are primarily meaning focused, for example, content-based

instruction and communicative language teaching” (p. 162). 



Synonym generation vocabulary instruction

Williams (2008) argues that “Intentional instruction of vocabulary skills for students

includes teaching students to use dictionaries and reference sources, context clues, 

synonyms, antonyms, homophones, homographs and figurative language.”(p. 17). Barcroft

(2009) believes that if a word is provided in the L1, while generating a synonym for it also

in the L1, the cognitive processes will largely be semantically focused, since the formal

properties of the words involved are already well-known and, therefore, require the

application of less cognitive effort. 

Vocabulary learning

Vocabulary, as Diamond and Gutlohn (2006) put it, “is the knowledge of words and word

meanings” (p.2). They continue that vocabulary knowledge is not something that can ever

be completely mastered, and it expands and deepens during the course of a lifetime. For the

purpose of the present study, vocabulary learning (including both comprehension and

production) is operationally defined as the participants’ performance on specially designed

vocabulary tests. 

Incidental (implicit) vocabulary learning

Husltijn, Hollander, and Greidanus (1996) define incidental learning as “the accidental

learning of information without the intention of remembering that information” (p. 327). 



Nation (2001) defines incidental vocabulary learning as an important strategy in vocabulary

learning referring to the learning which occurs without intention to focus on vocabulary. 

Intentional (explicit) vocabulary learning

In Barcroft’s (2009) opinion, intentional vocabulary learning refers to learning new words

while aimed to do so, namely when a learner studies a list of second/foreign language

vocabularies or doing activities of a workbook. Also, Schmitt (2000) refers to intentional

vocabulary learning as explicit learning of vocabulary, and holds that it focuses attention

directly on the information to be learned. 

1.5 Significance of the Study  

Vocabulary knowledge is known to play an important role in individuals' proficiency in

both first and second languages, and effective learning of new English words is one of the

main aims to be achieved. With regard to vocabulary in EFL language courses, McCarthy

(1990) points out that it is the experience of most language teachers that the single biggest

component of any language course is vocabulary. No matter how successfully the sounds of

L2 are mastered, without words to express a wide range of meaning, communication in L2

cannot happen in any meaningful way. According to Wallace (1982), if a learner is not able

to find the words he needs to express himself, this is a serious hindrance to speaking the L2. 

Laufer (1986) states that lexis is of crucial importance in learning an L2, more important

than grammatical rules. To put it another way, one of the most challenging parts of

language learning is the acquisition of vocabulary. 



Although several studies have indicated that an integrated instruction during a

reading lesson improves vocabulary learning (Blachowicz, Fisher & Watts-Taffe, 2005;

File & Adams, 2010), some others have shown that isolated vocabulary instruction also has

positive results (File & Adams, 2010). In addition, few of the mentioned studies on

vocabulary instruction were based on research in a classroom setting, and, therefore, their

results are not applicable to classroom contexts (Higa, ). 

Since vocabulary knowledge is known to be an important factor of general English, 

and is

researchers are paying more attention to the need for vocabulary instruction. 

If this study manages to identify an effective way to vocabulary instruction, both

teachers and English language learners may get closer to finding a remedy for poor

vocabulary knowledge of EFL learners. It may also provide empirical evidence for

choosing appropriate techniques of vocabulary instruction regarding the nature and need of

Iranian EFL learners. It can also contribute to the field of materials design in that syllabus

designers can consider appropriate activities when preparing textbooks for vocabulary

teaching. 





Chapter Two: Review of the Related Literature

2.1. Introduction

This chapter is an attempt to review the relevant literature regarding the issues of interest in

the present study. The chapter begins with a discussion of vocabulary and elaborates on

vocabulary learning and different techniques as well as second language vocabulary

instruction. Then, there is a review of the studies on the relationship between incidental, 

intentional, isolated and integrated vocabulary instruction and the results of previous

studies.  

2.1 What Is Vocabulary?

The term vocabulary refers to “a list or set of words for a particular language or a list or set

of words that individual speakers of a language might use” (Hatch & Brown, 1995, p. 69). 

Words are the tools we use to think, to express ideas and feelings and to learn about the

world. Because words are the very foundation of learning, improving students' vocabulary

knowledge has become an educational priority. Johnson and Johnson (2004) argue that

“students' word knowledge is strongly linked to academic accomplishment, because a rich

vocabulary is essential to successful reading comprehension” (p. 1). Vocabulary is the

knowledge of words and word meanings (Diamond & Gutlohn, 2000, p. 2). Vocabulary

knowledge is not something that can ever be completely mastered; it expands and deepens

during the course of a lifetime. Instruction in vocabulary involves far more than looking up

words in a dictionary and using the words in a sentence. Vocabulary is acquired



incidentally through indirect exposure to words and intentionally through explicit

instruction in specific words and word learning strategies. According to Grave (2000), there

are four components of an effective vocabulary program:

1. Wide or extensive independent reading to expand world knowledge. 

2. Instruction in specific words to enhance comprehension of texts containing those

words. 

3. Instruction in independent word learning strategies. 

4. Word consciousness and word play activities to motivate and enhance learning. 

According to Johnson and Johnson (2004), knowing many words helps students

understand the full meaning of texts. They also hold that students' word knowledge is

related to academic accomplishment. 

Vocabulary has a crucial role in every language (no matter whether it is first, second

or a foreign language). Paulson and Bruder (1976) noted that although vocabulary is the

most overlooked area of all in language, there is evidence that the semantic relationship is

more important than syntactic relationship for receiving messages. 

Wilkins (1972) has stressed the importance of vocabulary saying: “there is not much

value in being able to produce grammatical sentence if one has not got the vocabulary that

is needed to convey what one wishes to say” (p. 71). Chastain (1988) has acknowledged the

important role of vocabulary in language acquisition. She believes that vocabulary usually

plays a greater role in communication than the other components of language. She also



asserts that the lack of needed vocabulary is the most common cause of students' inability

to say what they want to say during communication. 

The view that vocabulary is of secondary importance for successful language

learning has now really changed; although vocabulary teaching and learning were ignored

to a large extent in past decades, there is now a widespread agreement as to the need for

the typical neglect of vocabulary in second or foreign language instruction. Laufer (1986)

was also among those who brought to the attention of researchers the neglect of vocabulary

in second language acquisition research. She presents evidence from the literature to show

that vocabulary has not received its due attention in the classical books and articles of the

field. 

Researchers have highlighted the importance of vocabulary knowledge for second

and foreign language learners in reading (Huckins & Bloch, 1993), speaking (Huckins, 

2003), listening (Ellis, 1997), and writing (Lee, 2003). For most students, language is best

acquired when it is not studied in a direct or explicit way, it is acquired most effectively

when it is used as a vehicle for doing something via the language. 

2.2 Techniques of Vocabulary Learning

Over the years, there has been a large body of research on vocabulary learning, resulting in

different techniques facilitating the process. These techniques include (but are not limited

to) incidental vocabulary learning, dictionary use, note-taking, rote rehearsal, mnemonics:



focusing on meaning, word-formation: focusing on form, semantic networks: focusing on

meaning, and person-dependent vocabulary learning strategies. Each of these techniques

are discussed briefly in the following sections. 

2.2.1 Incidental Vocabulary Learning

Research on both first and second language development supports the conclusion that much

of vocabulary learning occurs naturally when learners attempt to understand new words

they hear or read in context (Paribakht & Wesche, 1999). Such learning has been called

incidental because it occurs as learners are focused on something other than word learning

itself. According to Hulstijn (2003), a considerable percentage of the L2 vocabulary is

acquired incidentally (i.e. as a ‘byproduct’ of reading). L2 pedagogy has often interpreted

incidental vocabulary acquisition from reading as evidence that extensive reading is a

fertile ground for acquiring L2 vocabulary (Huckin & Coady, 1999). According to Laufer

and Hulstijn (2001), in experiments investigating incidental vocabulary learning, learners

are typically required to perform a task involving the processing of some information

without being told in advance that they will be tested afterwards on their recall of that

information. 

In a comprehensive review of research on incidental vocabulary learning in mostly

L1 contexts, Coady (1997) concluded that incidental vocabulary learning, or ‘acquisition’, 

achieves better results than intentional vocabulary learning. Coady (1997) believes that

incidental learning is an important part of vocabulary-building, especially among advanced



learners, but it requires a great deal of prior training in basic vocabulary, word recognition, 

metacognition, and subject matter. 

2.2.2 Dictionaries and Vocabulary Learning

Most studies on the effectiveness of dictionaries have been conducted in L2 settings, and

most have compared dictionary definitions with contextual guessing. Recent years have

witnessed a surge of interest in dictionary research in L1 contexts (Nunan, 1991). Pearson

(1987) for example, discovered that while incidental vocabulary learning through

contextual guessing did take place, those who used a dictionary as well as guessed through

context not only learned more words immediately after reading but also remembered more

after two weeks. 

Zarei and Lotfi (2012) attempted to investigate the effect of monolingual and

bilingual dictionaries on the recognition and recall of abstract and concrete words by

Iranian high school students. They assigned the participants to two groups. One group used

only a monolingual dictionary and the other only a bilingual dictionary. Results indicated

that the bilingual dictionary group had a better performance than the monolingual

dictionary group on the vocabulary recognition test, but word type had no effect on the

comprehension of new words. Results also indicated that neither dictionary type nor word

type was effective on vocabulary production. 



2.2.3 Note-Taking and Vocabulary Learning

When getting information about a new word, learners may take notes, in the form of

vocabulary notebooks, vocabulary cards or simply notes along the margins or between

lines. Yet, learners differ in what they do in note-taking, when they take notes, and how

they take notes (Grains & Redman, 1986). These differences, among other things, may well

distinguish the good from the poor learners. Teachers intuitively know how important note-

taking is, and a lot has been said on how note-taking should take place (Allen, 1983). 

Furthermore, Codesal (2000) believes that vocabulary notebook is an effective tool

for exposing learners to a wide variety of vocabulary learning strategies as well as

promoting learner independence in ways which are both meaningful for learners and

manageable for teachers. Riazi, Sadeghy and Zare (2005) report that prior knowledge

techniques - semantic mapping and semantic feature analysis - are not commonly used by

Iranian EFL learners because they require deep cognitive processing. Rather, they prefer

using other techniques, mostly keeping vocabulary notebook since notebook keeping makes

it possible to write down the relevant word information and review them when needed. 

In another study, Riazi, et. al., (2005) discovered that semantic mapping strategy is

not commonly used by Iranian EFL learners. A questionnaire, which was completed by 213

students, indicated that the most frequently used strategies were shallower cognitive

strategies, and the less commonly used strategies were those that involved deeper cognitive

processing, such as the keyword technique and semantic mapping. The results also showed



that language learners make more use of traditional vocabulary learning strategies such as

taking notes in class and using new words in sentences. 

Barcroft (2009, p.75) refers to a taxonomy of vocabulary learning strategies which

divides 50 different strategies into two main groups: strategies used to infer meaning of

new words and strategies used to consolidate words. In addition, the system further

classifies strategies depending on whether they are determination, social, memory, 

cognitive or metacognitive. Based on this taxonomy, keeping a vocabulary notebook is a

cognitive strategy which is used to consolidate words and their meanings in learners' minds. 

2.2.4 Rote Rehearsal and Vocabulary Learning

One of the first problems a foreign language learner encounters is how to commit a massive

amount of foreign words to memory. And the first and easiest strategy people pick up and

use, naturally, is simply repeating new words until they can be recognized. It is, therefore, 

not surprising to see most of the earlier research focusing on various aspects of vocabulary

rehearsal. Nation (1991) refers to four of the most interesting issues about word list

repeating aloud versus repeating silently. 

Crothers and Suppes (1967) reported that almost all of their participants

remembered all 108 Russian-English word pairs after 7 repetitions, and about 80% of 216

word pairs were learned by most participants after 6 repetitions. Similarly, Lado, Baldwin

and Lobo (1967) presented their intermediate level college students of Spanish with a list of



100 words, and found that only one exposure sufficed for an average of 95% recognition

and 65% recall. In general, results on this issue show that, if remembering word pairs is the

Webb, 1962), and not many repetitions are needed before the L2-L1 word pairs can be

remembered. 

Investigators have tried various list sizes and concluded generally that this issue

depends on the difficulty level of the words on the list. Crothers and Suppes (1967), for

example, examined list sizes ranging from 18 to 300 and discovered that when words were

difficult, small list sizes were better, and that when words were easy, large sizes were more

efficient. It was thus suggested that if a word list does not contain many difficult words, 

lists of 100 or more words can be studied at one time. 

Anderson and Jordan (1928) examined the number of words that could be recalled

immediately after initial learning, 1 week, 3 weeks, and 8 weeks thereafter and reported a

learning rate of 66%, 48%, 39%, and 37%, respectively. Similar results can be found in

Seibert (1927, 1930). It was, therefore, suggested that students should start repeating newly

learned words immediately after the first encounter. Spaced recall and repetition should

follow afterwards at longer intervals. 

2.2.5 Mnemonics: Focusing on Meaning

Mnemonics, as aids to memory, have fascinated philosophers, psychologists, teachers and

learners ever since antiquity (Wenden, 1999). Mnemonic devices in foreign language

learning in modern times were boosted by a whole robust line of research inspired by



Atkinson (1972, 1975). The presupposition underlying this tradition is very simple. 

Atkinson (1972, p. 45) summarizes this as: “1) mnemonic devices work miraculously in

mnemonics should work for foreign language vocabulary learning as well”. 

One of the most studied mnemonics is the keyword method, a sound-alike native

word, through an interactive image that involves both the foreign word and the native word

(Atikinson, 1975). A verbal version of the keyword method, as Cohen (1998) argues:

differs from the imagery version only at the last stage, where, instead of an

interactive image, a sentence is made up in the learner's L1 that involves the

keyword and the L1 equivalent doing something together (p. 119). 

It is hoped that the stimulus of the foreign word would trigger the activation of the

sound-alike keyword, which would in turn activate the interactive image or sentence, 

resulting in the retrieval of the real meaning (Nation, 1991). Comprehensive reviews exist

on the effectiveness of mnemonic techniques in foreign language vocabulary learning

(Cohen, 1998):

1) Mnemonic devices mainly aim for the retention of paired-associates. 

2) The mnemonic approach to vocabulary development emphasizes on a fixed one-

to-one   relationship between form and meaning. 

3) Mnemonic techniques tend to focus on the referential meaning of a word, often at

the expense of its grammatical information. As a result, mnemonic devices may not



necessarily be cost-effective in the long run if word use in natural contexts rather

than meaning retention is the final aim (Nation, 1991). 

4) Mnemonic devices might be more applicable at different stages of learning. They

might benefit absolute beginners who need to remember a large number of fairly

arbitrary paired-associates or advanced learners whose target language system has

already been established. 

5) Learners of a foreign language should be explicitly warned that mnemonic

devices are only meant to complement rather than replace other approaches to

vocabulary learning (Cohen, 1998). As Carter (1988) rightly contends, “too great

focus on learning vocabulary as the separated items, may well lead to neglect of the

skill aspect of vocabulary in natural discourse” (p. 169). 

Zarei and Salimi (2012) investigated the effects of three methods of vocabulary

presentation, i.e., picture, song, and the keyword method on Iranian EFL learners'

vocabulary recognition and production. After administering the pretest, the participants

were divided into three groups. Each group was instructed through a specified method of

vocabulary presentation including picture, song, and the keyword method for a whole

semester. The results of the study showed that the group instructed through picture had the

best performance, followed closely by the group instructed through the keyword method. 

The group taught through the song method performed significantly worse than both the

picture group and the keyword method group. 



2.2.6 Word-Formation: Focusing on Form

Early work in this area came from lexicographers (Zimmerman, 1997). Understandably, 

Zimmerman (1997, p. 16) adds that “their pedagogical implications were prescriptive in

nature, and focused mainly on why etymological information is important to the learner and

what should be taken into consideration”. For example Thompson (1987) maintains that

knowledge of Greeco-Latin roots can assist vocabulary development in that it helps

students predict or guess what a word means, explain why a word is spelt the way it is, and

remember the word by knowing how its current meaning evolved from its metaphorical

origins. Nation (1991) identified four types of etymological information that can help the

learner:

ysis of lexical units in terms of processes of

metaphor) of their formation and development. 

Nation focused on the ‘skills aspect’ and outlined three skills a learner needs in

order to make use of affixation. This is “breaking a new word into parts so that the affixes

and roots are revealed; knowing the meaning of the parts; and being able to connect the

meaning of the parts with the meaning of the word” (Nation 1991, p. 89). He went on to

provide examples of how each skill can be developed. 

2.2.7 Semantic Networks: Focusing on Meaning

Recent developments in lexical semantics tell us a lot about vocabulary learning. Coady

and Huckin (1996) hold that componential analysis and the paradigmatic versus



syntagmatic conceptions of the mental lexicon, for example, have encouraged the

development of the semantic field, semantic network or map, or semantic grid strategies in

which new words are presented and organized in terms of maps or grids of interrelated

lexical meanings. According to Nation (1991), the network of associations between words

in a native speaker's brain may be set as a goal for second language learners, but this does

not mean that teaching these associations directly is the best way to achieve this goal.  

2.2.8 Person-Dependent Vocabulary Learning Strategies

From guessing at the first encounter, to possible dictionary use and note taking, to

rehearsal, encoding and contextual activation, vocabulary learning in real life situations is a

dynamic process involving metacognitive choices and cognitive implementation of a whole

spectrum of strategies (Atkinson, 1975, p. 214). He further argues that whether and how a

learner evaluates the task requirement and whether and how a cognitive strategy is

deployed often depend more on the learner than on the task. He continues saying that this

learner-oriented process approach to vocabulary acquisition is beginning to form a new

trend. 

2.3 Current Trends in Teaching Second Language Vocabulary

There are several ways in teaching L2 vocabulary that have appeared in the literature since

the 1970s. They vary from inferring from context, to explicit teaching, integrating old

words with the

Nation, 1991). These trends are discussed in the following parts. 



2.3.1 Inferring From Context

For many of us, Atkinson (1975) argues, our perspective on teaching vocabulary was

greatly influenced by the top-down, naturalistic, and communicative approaches of the

1970s and 1980s. Atkinson (1975) further adds that the emphasis was on implicit, 

incidental learning of vocabulary. Textbooks, in his opinion, emphasized inferring word

meaning from context as the main vocabulary skill. Although exposure to a word in a

variety of contexts is extremely important to understanding the depth of the word's

meaning, providing incidental encounters with words is only one method to facilitate

vocabulary acquisition. 

Cohen and Aphek (1981) argue that the arguments for not focusing solely on

implicit instruction to facilitate second language vocabulary acquisition come from a

number of potential problems associated with inferring words from context. First of all, 

acquiring vocabulary mainly through guessing words in context is likely to be a very slow

process (Cohen & Aphek, 1981). Secondly, inferring word meaning is an error-prone

process. Students, especially those with low level proficiency in the target language, are

often frustrated with this approach, and it is difficult to undo the possible damage done by

incorrect guessing. Third, even when students are trained to use flexible reading strategies

to guess words in context, their comprehension may still be low due to insufficient

vocabulary knowledge (Zimmerman, 1997).  

Zarei and Arasteh (2011) investigated the effects of code-mixing, thematic

clustering, and contextualization on L2 vocabulary recognition and production. The



research sample was divided into three groups. Each group received vocabulary instruction

in one of the techniques. Multiple-choice and fill-in-the-blanks vocabulary tests were used

to measure the participants' recognition and production of the target words. Results

indicated no significant differences among the effects of code-mixing, thematic clustering, 

and contextualization on L2 vocabulary recognition. But significant differences were found

among the effects of code-mixing, thematic clustering and contextualization on L2

vocabulary production. The participants of the thematic clustering group performed better

than the participants of the code-mixing group on the production test. But there was no

significant difference between the code-mixing and contextualization groups. In addition, 

the participants of the thematic clustering group performed better than the participants of

the contextualization group on the production test. 

2.3.2 Explicit Teaching

Livingston (1997) believes that explicit teaching helps to build a large ‘sight vocabulary’, 

integrate new words with the old, provide a number of encounters with words, promote a

deep level of processing, facilitate imaging and concreteness, use a variety of techniques, 

and encourage independent learner strategies. 

L2 learners need help to develop a large sight vocabulary so that they may

automatically access word meaning (Adams & Huggins, 1985). However, which words

should be focused on: high frequency words or difficult ones? Difficult words need

attention as well. Because students will avoid words which are difficult in meaning, in

pronunciation, or in use, preferring words which can be generalized (Livingston, 1997, p. 



76), lessons must be designed to tackle the tricky, less-frequent words along with the highly

frequent. 

2.3.3 Integrating New Words with the Old Ones

According to lexico-semantic theory (Lado, 1990), humans acquire words first and then, as

the number of words increases, the mind is forced to set up systems which keep the words

well-organized for retrieval. The human lexicon is, therefore, believed to be a network of

associations, a web-like structure of interconnected links (Atkinson, 1975). Lado (1990, p. 

97) argues that if L2 students are to store vocabulary effectively, instructors need to help

them establish those links and build up those associations. When students are asked to draw

on their background knowledge, their schema, they connect the new word with already

known words, the link is created, and learning takes place. He further adds that there are a

variety of class activities which draw on background knowledge, stimulating students to

explore the relationships between the new words and words already known. 

2.3.4 Promoting a Deep Level of Processing

Better learning will take place when a deeper level of semantic processing is required

because the words are encoded with elaboration (Coady & Huckin, 1996). This means that

by simply repeating items, maintenance rehearsal will not lead to retention. However, 

according to Cohen and Aphek (1981), providing elaborative rehearsal and richer levels of

encoding will result in better learning. “When students are asked to manipulate words, 

relate them to other words and to their own experiences, and then to justify their choices, 

these word associations are reinforced” (Cohen & Aphek, 1981, p. 84). 



Works on key areas in L2 vocabulary learning-including the learners, the words, 

and the teacher-

Researchers have looked at which vocabulary learning strategies learners use (Nassaji, 

Twaddell (1973) agreed in principle with the use of a limited vocabulary in the

initial stages of language learning and supported the immediate development of strategies

for the expansion of vocabulary at the intermediate and advanced stages. Twaddell saw the

expansion of vocabulary as very important, especially at advanced levels of teaching. He

noted that this has been a serious shortcoming of modern instruction, and he suggested

remedies such as teaching students of a foreign language to skim reading materials and to

guess words in context as part of this much needed massive vocabulary expansion program. 

The main benefit gained from all learning strategies, including strategies for

vocabulary learning, is the fact that they enable learners to take more control of their own

Scharle & Szabo, 2000). 

A good knowledge of strategies and the ability to apply them in suitable situations

might considerably simplify the learning process of new vocabulary for students. For

instance, independence in selecting which words to study results in better recall of the

words than when the words are chosen by someone else (Ranalli, 2003). 

Recently, investigating different techniques of vocabulary instruction and more

lately discovering student strategies to vocabulary learning have become the subject of



much research. Many influential books on vocabulary learning and instruction have

appeared since

1999). 

According to Hatch and Brown (1995), there are numerous approaches, techniques, 

exercises, and practices that can be used to teach vocabulary. However, teachers must

decide what types would be best for their students and their circumstances. In this regard, 

Rivers (1981) believes that “as language teachers, we must arouse interesting words and a

certain excitement in personal development in this area. We can help our students by giving

them ideas on how to learn vocabulary and some guidance on what to learn” (p. 463). 

Rivers (1981) further adds that in order to decide what technique to use, the teacher should

see whether the chosen technique (a) achieves the objectives, (b) maintains the eagerness of

the learners, and (c) suits to all types of students. On the whole, there are many techniques

available for vocabulary teaching, but the key in all vocabulary teaching is to keep

motivation high. 

Accoding to Spada (2011), form-focused instruction will mean any pedagogical

effort which is used to draw learners' attention to language form either implicitly or

explicitly within meaning-based approaches to L2 instruction [and] in which a focus on

language is provided in either spontaneous or predetermined ways. In the present study, the

integrated, isolated and synonym generation techniques of vocabulary instruction are

considered. 



2.3.5 Incidental (Implicit) and Intentional (Explicit) Vocabulary Learning

Husltijn, Hollander, and Greidanus (1996) define incidental learning as “the accidental

learning of information without the intention of remembering that information” (p.327). 

Nation (2001) defines incidental vocabulary learning “as an important strategy in

vocabulary learning” (p. 232). One can develop vocabulary knowledge subconsciously

while being involved in any language activities, especially reading.  

According to Paribakht and Wesche (1999), from the perspective of a language

teaching program which aims at developing learners' reading proficiency and related

receptive vocabulary, a reading-based, incidental learning approach may be adequate, but

for programs which aim at developing learners' production skills, rapid vocabulary

expansion and some measure of influence over what is learned, such an approach would

appear insufficient. 

Karp (2002) believes that although learners may acquire vocabulary incidentally

through extensive reading alone, it is difficult, especially in a foreign language classroom

environment because vocabulary learning is a very slow process. Therefore, it is difficult to

predict which words will be learned, when and to what degree. Moreover, Hatch and

Brown (1995) define intentional learning as “being designed planned for, or intended by

teacher or student” (p. 368). Ellis (2001) refers to intentional learning of vocabulary as “the

planned method involving the use of tasks designed to elicit forms which have been

selected already by teachers” (p. 46). 



Ellis (1997) argues that the acquisition of form, collocations and grammatical class

arise through incidental learning, whereas semantic properties and the linking of form and

meaning need intentional learning. Schmitt (2008), however, proposes that when form is

accompanied by meaning, it may benefit from intentional learning, while agreeing with

Ellis and Nation that the more contextualized aspects such as collocation may be best learnt

incidentally. 

The incidental method is usually adopted by learners who have an advanced level of

English proficiency while the intentional method is used by beginners (Laufer & Hulstjin, 

2001). Although incidental learning is believed to be useful for second language learners, it

may be hindered due to time cost in classrooms, and it is slow and gradual for learning

(Schmitt, 2000). For students with academic goals, this kind of learning will not provide

adequate or enough time and skill (Coady, 1997). Therefore, to compensate for these

limitations, intentional vocabulary learning is needed.  

Nation (2001) claimes that most vocabulary learning occurs incidentally, but a

deliberate, intentional learning is required, too. Schmitt (2000) supports this point of view, 

and holds that for second language learners, both explicit and incidental learning should be

seen as complementary and kept in balance. 

2.3.6 Integrated, Isolated and Synonym Generation Techniques

Generally speaking, intentional learning of vocabulary is the method of learning vocabulary

by using tools to bring learners' attention to the form and meaning of words, such as

dictionaries, vocabulary lists and direct vocabulary explanation. Schenelling (1987)



believes that in order to achieve a high level of recall, spelling corrections, synonym

generation and relevant feedback are valuable.  

Barcroft (2009) examined the effects of synonym generation on L2 vocabulary

learning during reading in both incidental and intentional vocabulary learning contexts. 

Spanish-speaking adult learners of L2 English at low- and high-intermediate proficiency

levels read an English passage containing ten target words translated in the text. Results

revealed that target word recall was higher when explicit instruction was provided and

when synonym generation was not required. Negative effects of synonym generation

emerged in both incidental and intentional learning conditions. 

Akef and Vaziri (2013) investigated the effect of integrated, isolated and

intentional vocabulary instruction with synonym generation on EFL learners' writing skill. 

Results revealed that integrated and intentional learning with synonym generation led to

more improvement in the writing skill of the learners. 

In an integrated approach, focus on linguistic form (in this case vocabulary items), 

whether planned or incidental, occurs in the context of communicating meaning (Ellis, 

nson, 1998). Spada and Lightbown (2008) believe that in a reading

lesson, this kind of focus on form would occur while students were engaged in reading a

second language text (in other words, while their primary focus was directed at

understanding the meaning in the text). 

Spada and Lightbown (2008) also maintain that in isolated FFI, attention is given to

form in instructional segments that are separate from communicative language practice, but



are still carried out in courses that are primarily meaning focused; for example, content-

based instruction and communicative language teaching. 

Lee (2008) claims that integrated skills instruction has recently been promoted as

one of ten macro-strategies in post-method TESOL and in reading-to-learn contexts (Grabe

& Stoller, 2002). 

Many investigations indicating the strengths of isolated word training have

that have

shown children are more successful at reading words in context than at reading words in

Archer and Bryant (2001) taught students to read unknown words by embedding

them within meaningful sentences, whereas the others were presented with the same words

on flashcards. They concluded that children required fewer trials to learn the target words

during context training than during isolated word training.  

Martin-Chang and Levy (2005) concluded that words learned in context are read

faster and more accurately in a new story context than are words learnt in isolation. These

researchers state that words learnt in isolation are read faster and remembered better when

read later in isolation than the words encountered in context. 

Nassaji (2003) conducted a study and concluded that intermediate-level ESL

learners were not very successful at inferring word meanings from context in a reading text. 



And it is better that in ESL learning classrooms students not be pushed to rely too much on

context to learn the meanings of new words. 

Hill and Laufer (2003) conducted a study in which they compared input only

(incidental learning), meaning glosses in the margins (integrated focus on form) and

decontextualized vocabulary exercises (isolated focus on form). They found that isolated

approach was the most effective. However, Martin-Chang, Levy and O'Neil (2007)

conducted a study and concluded that in comparison to isolated word training, contextual

training has clear advantages for both word acquisition and transfer, and, with no drop in

retention and also context training, promotes the development of the reading skill over and

above isolated word training. They also maintained: “if the goal is to have students who

excel during training, remember what they are taught, and are able to use what they have

learned to read novel texts, our findings clearly suggest that context training is a more

fruitful method of instruction than isolated word training” (p. 55). 

Watanabe (1997) conducted a study in which students who read a text that included

glosses of difficult words outperformed those who read the text without glosses. So, he

found that attention to vocabulary during reading activities promoted learning. 

Yoshii (2006) examined the effectiveness of L1 and L2 glosses on incidental

vocabulary learning in a multimedia environment. The investigation included the effects of

additional pictorial cues in L1 and L2 glosses, and how these additions affect vocabulary

learning. Findings suggested that both L1 and L2 glosses are effective for incidental

vocabulary learning, but long-term retention may differ between the two types; and that the



effect of additional visual cues on vocabulary learning may depend on the nature of the

given tasks. 

Paribakht and Wesche (1997) compared the vocabulary learning scores of a reading

only group and a reading- plus group. Students in the reading-plus group read eight texts

and did extra vocabulary-focused activities while the reading-only group read the same and

other supplementary texts. The results revealed that the reading-plus group gained more

words and achieved higher levels of word knowledge. 

File and Adams (2010) compared the effect of isolated and integrated vocabulary

instruction and incidental vocabulary learning on university students. Results revealed that

both types of instruction were effective, and their learning and retention rates were more

than incidental exposure alone. Also, retention rates were similar for both isolated and

integrated instruction, but isolated instruction led to higher rates of learning. 

Watts (2008) investigated the relationship between L2 incidental lexical gain during

gain and the variables of clause type and word saliency. Results showed that word saliency

was significantly related to gain of grammatical class and word meaning, with increases in

word saliency associated with greater levels of lexical gain, while clause type was

significantly related only to gain of grammatical class, with greater gains present for target

words in independent clauses. The findings indicated that saliency and clause type are both

related to L2 lexical gain, but that they may play separate roles in L2 lexical acquisition and

processing. 



Pulido (2004) examined the effects of cultural background knowledge on immediate

incidental vocabulary gain through reading brief narratives that described either culturally

familiar or culturally unfamiliar versions of everyday scenarios. Results revealed

significant effects of cultural familiarity whereby vocabulary gains were greater after

participants read within the culturally familiar versions of the scenarios. 

In a quasi-experimental study, Zaid (2009) used two approaches to vocabulary

instruction with 34 Level III College of Languages and Translation students. The purpose

of the study was to explore the effects of each approach. One strategy emphasized direct

teaching of the individual meanings for a set of unfamiliar words. The second strategy

emphasized teaching students to derive word meaning from sentence context, rather than

teaching specific meanings. Pre-test/post-test comparisons indicated that both approaches

were effective in helping students acquire, retain and further recall the lexical items

instructed. 

ESL/EFL studies have showed significantly lower gains in incidental vocabulary

learning than L1 studies. Karp (2002) holds that although learners may acquire vocabulary

incidentally through extensive reading alone, it is difficult, especially in a foreign language

classroom environment, because vocabulary learning is a very slow process. Therefore, it is

difficult to predict which words will be learnt, when and to what degree. 

According to Nassaji (2003), intermediate-level ESL learners are not very

successful at inferring word meanings from context in a reading text. And it is better in



ESL learning classrooms for students not to be pushed to rely too much on context to learn

the meanings of the new words. 

Oxford (2001) states that the integrated-skill approach, as contrasted with the purely

segregated approach, exposes English language learners to authentic language and

challenges them to interact naturally in the language. Learners rapidly gain a true picture of

the richness and complexity of the English language as employed for communication. 

Moreover, this approach stresses that English is not just an object of academic interest nor

merely a key to passing an examination; instead, English becomes a real means of

interaction and sharing among people. She also concluds that:

With careful reflection and planning, any teacher can integrate the language skills

and strengthen the tapestry of language teaching and learning. When the tapestry is

woven well, learners can use English effectively for communication (p. 2). 

Intentional learning is quick and usually preferred by learners, but it also causes

some problems. Learners often encounter vocabulary in an isolated form and remain

incapable of using them correctly in context. Moreover, Nation (2001) claimes that most

vocabulary learning occurs incidentally, but a deliberate, intentional learning is required, 

too.  

Jenkins, Stein, and Wysocki (1984) tested the hypothesis that new vocabulary

knowledge can be acquired through incidental learning of word meanings from context. 

Fifth graders of two reading abilities read passages containing unfamiliar words. Students

were randomly assigned to different numbers of context presentations: 0, 2, 6, or 10



passages read over several days. Half of the unfamiliar words were informally taught before

their appearance in the passages. Word meanings were learned from context, and more

frequent presentation in context increased learning. Also, better readers profited more from

context than did less skilled readers, and prior exposure (informal teaching) resulted in

greater learning. Vocabulary effects were also observed on a measure of reading

comprehension. 

Fraser (1999) investigated the lexical processing strategies (LPSs; ignore, consult, 

infer) used by L2 learners when they encountered unfamiliar vocabulary while reading and

the impact of these strategies on vocabulary learning. Introspective data were collected

from eight participants (Francophone university students, intermediate ESL proficiency) on

eight texts over 5 months to elicit LPS use on self-identified unfamiliar words. Then, a

week after each reading, the participants completed a cued recall task to measure their

learning of these words. An analysis of overall LPS use (changes in patterns and

effectiveness of strategy use with LPS-focused instruction) and word retention rates

showed the potential for vocabulary learning through reading and indicated that some LPSs

led to higher retention rates than others. 

Rott (1999) examined whether intermediate learners incidentally (a) acquire and (b)

retain unknown vocabulary as a result of reading. The study further assessed (c) the effect

of the text variable of exposure frequency. Learners were exposed to unfamiliar words

either two, four, or six times during reading. Vocabulary acquisition and retention tests

were used to measure productive and receptive knowledge gain. Results indicated that only

two encounters with unfamiliar words during reading significantly affected learners'



vocabulary growth. Moreover, two or four exposure frequencies resulted in fairly similar

word gain, but six exposures produced significantly better vocabulary knowledge. 

Retention measures showed mixed results. On productive vocabulary knowledge, only half

of the participants displayed a significant rate of retention. On receptive knowledge, all but

one experimental group retained vocabulary over 4 weeks. 

Furthermore, Ciftci and Uster (2009) concluded that teaching vocabulary in context

concerning both use and function of words is much more helpful compared to sticking just

to dictionary meaning. Besides, Day (1991) and Rot (1999), by comparing intentional and

incidental learning, came to the conclusion than although incidental vocabulary learning

does occur, intentional learning leads to more retention. 

Horst (2005) described a way of tackling L2 vocabulary learning using electronic

scanning, lexical frequency profiling, and individualized checklist testing. The method was

pilot tested in an ER program where 21 ESL learners freely chose books that interested

them. The innovative methodology proved to be feasible to implement and effective in

assessing word knowledge gains. Growth rates were higher than those found in earlier

studies. 

Attan and Wong (2014) carried out a within-group experimental study with the

purpose of comparing the effectiveness of treatment on vocabulary acquisition and

retention using two explicit vocabulary learning strategies (VLS) of Rote-Copying (RC)

and Read-Plus (RP).  35 Form 1 Malaysian secondary school learners with poor English

proficiency participated in both treatments for two weeks with each treatment carried out



once each week. A post-test was administered a week after the treatments. The participants

read adapted texts and underwent different treatments. The RC required participants to

copy L2 words, sentences in context and their translated L1 equivalents twice; while three

vocabulary enhancement activities were used in RP. Results indicated no significant

difference between RC and RP in vocabulary learning. Both treatments led to significant

vocabulary learning; however, the participants showed better vocabulary gain in the post-

test after undergoing the RP treatment. Interview findings indicated that the participants

preferred the more cognitively-challenging RP treatment. In contrast, the RC was deemed

boring and ineffective. Nevertheless, RC was useful for low proficient ESL learners. In

sum, intentional VLS seemed to be the key to vocabulary learning. 

Mathison and Freeman (1998) report some advantages of integrated instruction; to

name some, one can say that it increases understanding, overall comprehension and

retention. However, Laufer (2005) and Pribakht and Wesche (1997) state that isolated FFI

is better than integrated one. 

Eckerth and Tavakoli (2012) investigated the differential effects of the variables

‘word exposure frequency’ and ‘elaboration of word processing’ on the initial word

learning and subsequent word retention of advanced learners of L2 English. Although

results showed equal effects of both variables on initial word learning, subsequent word

retention was more contingent on elaborate processing of form–meaning relationships than

on word frequency. The results suggested that processing words again after reading (input–

output cycles) is superior to reading-only tasks. 



Empirical research estimating the gap between L1 receptive and productive

vocabulary has shown mixed results. Some studies show that receptive vocabulary is much

larger than productive vocabulary (i.e., Hartmann, 1946). Others show that the gap between

research, however, the general consensus is that the gap between receptive and productive

vocabulary is significant. 

Hartmann (1946) gave a vocabulary test derived from a list of 50 words to 106

students. A word was regarded as belonging to a person's recognition vocabulary "if the

elements of the answer indicated that the respondent had some familiarity, however slight, 

with the true significance of the term" (p. 87). Since each word in the test ‘represented’

8,000 words in the dictionary, the resulting scores were multiplied by that number. The

average of score so obtained was 215,040 words, from which the author concluded that the

recognition vocabulary of students, and probably of the reading public, is larger than has

usually been assumed.  

Fan (2000) tried to find out more about the gap between receptive and productive

vocabulary and the ways to narrow it. The participants were several groups of sub-degree

students, and the instruments for data collection included an active and a passive

vocabulary test as well as a questionnaire. There was no evidence to indicate a consistent

ratio between active and passive vocabulary knowledge, and the relationship between them

was found to be more complicated than it appears to be. In addition, learning strategies

which help to enhance active vocabulary knowledge were identified. 



Min (2008) attempted to compare the effectiveness of reading plus vocabulary-

enhancement activities (RV) and narrow reading (NR)— repeated reading of thematically

related articles—on vocabulary acquisition and retention of English as a foreign language

(EFL) secondary school students. 25 third-year male students at intermediate-level of

English proficiency participated in each instructional treatment two hours per week for five

weeks. The RV group read selected texts and practiced various vocabulary exercises. The

NR group read thematically related supplemental materials besides the selected texts. A

Vocabulary Knowledge Scale was employed to assess students' knowledge of 50

vocabulary items. The results showed that the RV group demonstrated significantly more

knowledge about the target vocabulary than the NR group on the acquisition and retention

tests. The researcher concluded that reading plus focused vocabulary exercises are more

effective and efficient than the narrow reading approach in enhancing target vocabulary

acquisition and retention among EFL secondary students. 

In his study, Webb (2008) investigated the relationship between receptive and

productive vocabulary size. The experimental design expanded upon earlier methodologies

by using equivalent receptive and productive test formats with different receptive and

productive target words to provide more accurate results. Translation tests were scored at

two levels of sensitivity to measure receptive and productive knowledge of meaning and

form. The results showed that total receptive vocabulary size was larger than productive

vocabulary. When responses were scored for fuller knowledge, receptive vocabulary size

was also found to be greater than productive vocabulary size in each of the three word

frequency bands, with the difference between receptive and productive knowledge



increasing as the frequency of the words decreased. However, when responses were scored

for partial knowledge, there was little difference among vocabulary sizes at each frequency

band. The findings also indicated that receptive vocabulary size might give some indication

of productive vocabulary size. Learners who have a larger receptive vocabulary are likely

to know more of those words productively than learners who have a smaller receptive

vocabulary. 

In another similar study, Webb (2005) investigated the effects of receptive and

productive vocabulary learning on word knowledge. Japanese students studying English as

a foreign language learned target words in three glossed sentences and in a sentence

production task in two experiments. Five aspects of vocabulary knowledge orthography, 

syntax, association, grammatical functions, and meaning and form were each measured

using receptive and productive tests. The study used an innovative methodology in that

each target word was tested in 10 different ways. The first experiment showed that, when

the same amount of time was spent on both tasks, the reading task was superior. The second

experiment showed that, when the allotted time on tasks depended on the amount of time

needed for completion, with the writing task requiring more time, the writing task was more

effective. If the second experiment represented authentic learning, a stronger argument

could be made to use productive vocabulary learning tasks over receptive tasks. 

Mondria and Wiersma (2004) investigated the popular belief of many foreign

language teachers that words that are learned both receptively and productively are better

retained receptively than words that are learned just receptively. The results of the



experiment showed, contrary to expectation, that learning words both receptively and

productively leads to a similar level of receptive retention as learning words just

receptively. Similarly, learning words both productively and receptively leads to a

comparable level of productive retention as learning words just productively. In addition, 

the experiment showed that productive learning leads to a considerable amount of receptive

retention; that receptive learning leads to a certain amount of productive retention, and that

productive learning is substantially more difficult than receptive learning. 

As the above review suggests, vocabulary learning has been the subject of a

considerable number of recent studies. Substantial research has also being carried out on

the factors affecting L2 vocabulary learning. Several studies have focused specifically on

the effects of presentation techniques on L2 vocabulary learning. Nonetheless, there seems

to be a paucity of research as to the comparative effects of isolated, integrated, and

synonym generation on L2 vocabulary learning. The present study is an attempt to address

this gap. 



Chapter Three: Method

3.1. Introduction

The aim of the present study was to investigate the effects of isolated, integrated and

synonym generation techniques of vocabulary instruction on Iranian Intermediate level EFL

learners' vocabulary comprehension and production. This chapter is a description of the

participants, the instruments used for data collection, the applied procedures, and the way in

which data analysis was done. 

3.2. Participants

A sample of 120 Iranian EFL learners (female) was selected to participate in the study. 

They were studying English at Sadegh institute (west of Tehran). The participants were

roughly at the intermediate level of proficiency, and their age ranged from 14 to 22. After

the administration of a 60-item TOEFL test (see Appendix 2) and taking the result into

account, 30 participants were excluded from the study because of either a different

language proficiency test score, or not writing their names on the papers. There remained

90 learners to take part in the study. They were divided into 3 groups, and each group was

randomly assigned to one type of treatment condition as follows:

Group A: Integrated vocabulary instruction  

Group B: Synonym generation vocabulary instruction

Group C: Isolated vocabulary instruction



3.3. Instruments and Materials

To fulfill the purpose of this study, the researcher used the treatment and data collection

instruments described below:

A paper based TOEFL test (see Appendix 2) was administered to homogenize the

participants at the beginning of the study. This test contained 60 multiple choice items, and

it was used to determine the proficiency level of the participants. It consisted of three

sections.  

Section one: 20 items on vocabulary,  

Section two: 20 items on structure,  

Section three: 20 items on reading comprehension.  

The teaching materials of this study, 15 reading passages (see Appendix 4), were taken

from Interchange Book 2. The number of the target words to be taught during treatment

was 250. New Interchange, the English series for adult and young-adult learners of English, 

teaches students to use English for everyday situations and purposes related to school, 

work, social life, and leisure. Its integrated multi-skills syllabus uses contemporary, real-

world topics to introduce conversational language and place grammar in communicative

contexts. New Interchange also features task-based listening activities, student-centered

fluency activities, and high-interest reading passages. Each level provides between 70 and

120 hours of class instruction. 



In the first session of the experiment, a 100-item vocabulary test (see Appendix 3)

was administered as the pretest to check the participants’ level of vocabulary knowledge. 

To study the effects of the treatments on the participants' short term vocabulary

comprehension, a 30-item multiple choice posttest (see Appendix 5) was administered

immediately after the treatment. Another posttest in fill-in the-blanks format (see Appendix

6) was administered to see the effects of treatments on the participants' short term

vocabulary production. The test had 30 items, each item included a statement with a blank

to be filled with one of the target words that the participants had learnt during the treatment. 

There were also two delayed posttests one month after the treatments: one of them, 

a 30-item multiple choice test (see Appendix 7), was administered to compare the effects of

the treatments on the participants' long term vocabulary comprehension. Another delayed

posttest (see Appendix 8) was a 30-item fill-in-the-blanks test. It was administered to

investigate the effects of the treatments on the participants' long term vocabulary

production.  

3.4. Procedure

Initially, a TOEFL test was administered to the participants to select the sample of the

study. Those whose scores fell between one SD above and below the mean on the TOEFL

test were selected to participate in the study. Then, the participants were randomly assigned

to one of the treatment conditions. Every group contained 30 participants (totally 90

participants). After this, the vocabulary pretest was administered. 



Then, the treatment began, during which the learners were taught vocabulary three

sessions a week. The participants were divided into three groups and each group was

randomly assigned to one of the three treatment conditions as follows:

In one of the experimental groups, the researcher (teacher) used synonym

generation technique of vocabulary instruction while in another group, vocabulary was

presented using integrated vocabulary instruction; in the third group, the isolated

vocabulary instruction was used. 

First, the participants were given three minutes to discuss the title of the passage in

pairs and to make predictions about the passage. Following this warm-up, the reading

treatments began. In each group, the teacher read the text aloud while the participants

followed along, reading their own books. This procedure was adopted to control the pace of

the reading lesson and to ensure that all the participants had the same processing time for

the text. At the end of each paragraph, the researcher stopped and summarized the main

ideas of the paragraph or asked students to do so. 

3.4.1. Reliability and Validity of the Post-tests

The reliability index of the comprehension and production posttests estimated through the

KR-21 formula turned out to be .42 and .66, respectively. To check the validity of these

post-tests, the correlation between these tests and the vocabulary subtest of a TOEFL test

was checked. To this end, a Pearson correlation procedure was used. The validity index

turned out to be .79 and .81 in the comprehension and production posttests, respectively. 

Table 3.1 (see Appendix 1) presents the results in detail. 



3.4.2. Integrated Vocabulary Instruction

In the integrated condition, the teacher taught the words in the context of the reading. The

teacher or one of the students started the oral reading of the text immediately after warm-up

instead of pre-teaching the words. After reading a sentence that contained one of the target

words, the researcher (teacher) returned to the bolded words and drew the participants'

attention to the form. Then, the teacher gave the meaning of the word orally. After that, the

teacher explained the meaning in relation to the context in which they appeared. This part

was practiced several times to ensure the same amount of time and instruction being offered

in the integrated and synonym generation conditions.  

3.4.3. Synonym Generation

In this group, since the purpose of reading was to read for meaning, the researcher (teacher)

read the text first. Then, she defined new vocabulary items during the reading for students

and provided one or more synonyms for each word. Here, like in integrated instruction, the

students were engaged in both following and listening to the teacher while reading the text

and trying to guess the meaning of the passage. In this group, the students were supposed to

learn both the meaning and synonyms of the new words. Also, the teacher discussed with

students whether or not it was possible to replace the synonyms of the new words in that

specific passage.



3.4.4. Isolated Vocabulary Instruction

In isolated vocabulary instruction, all the new vocabulary items of the reading passage were

taught before the participants read the text. Each word was presented individually on an

overhead transparency and pronounced by the teacher (researcher). The teacher then orally

defined the words (from a scripted definition that was also used in the integrated reading

treatment). After all the target words were taught, the teacher started to read the text orally

or asked students to read the text. The target words were bolded in the text, but the teacher

paid no further attention to them when they came up in the reading.  

After eighteen sessions, the participants took two posttests. One posttest was

administered immediately after the treatments to study the effects of the treatments on short

term vocabulary comprehension and another for studying the effects of the treatments on

short term vocabulary production. Two delayed post-tests (in multiple-choice and fill-in-

the-blanks format) were administered after one month in order to study the effects of the

treatments on the learners' long term vocabulary comprehension and production.  

3.5.Data Analysis

After all tests were administered and the data were collected, to test the research hypotheses

and to answer the research questions, four separate one-way ANOVA procedures were used

on the immediate and delayed posttests of vocabulary comprehension and production.



Chapter Four: Results and Discussion

4.1. Introduction

In this chapter, the statistical procedure used to analyze the gathered data is presented. 

Tables and figures are used to describe the results of data analysis. Then, the obtained

results are discussed in light of the findings of other studies in the related literature.  

4.2. Investigation of the First Research Question

The first research question sought to investigate whether or not there were significant

differences among the effects of integrated, isolated and synonym generation techniques on

Iranian EFL learners' short term vocabulary comprehension. To this end, the participants’

scores on the immediate vocabulary comprehension test were compared. Descriptive

statistics, including the mean, standard deviation, etc. are summarized in Table 4.1. 

Table  0.1  

Descriptive statistics for the ANOVA on short-term vocabulary comprehension

N Mean Std. Deviation Std. Error

Synonym generation 30 22.4500 2.64525 .59150

Integrated 30 24.7500 2.51050 .56137

Isolated 30 21.5000 2.72416 .60914

Total 90 22.2250 3.11783 .34858

  



Table 4.1 indicates that the highest mean on the vocabulary comprehension test

belongs to the integrated vocabulary group ( =24.75), followed by the synonym generation

group ( =22.45). The lowest mean belongs to the isolated vocabulary instruction group

( =21.50). 

In order to see whether the observed mean differences among the groups are

statistically significant, the one-way ANOVA procedure was used. The results of the

ANOVA procedure are summarized in Table 4.2. 

  Table  0.2

  ANOVA results on short-term vocabulary comprehension

Sum of Squares Df Mean Square F Sig. 

Between Groups 221.050 2 110.525 17.582 .000

Within Groups 546.900 87 6.286

Total 767.950 89 2=.25

In Table 4.2, the observed F-value and the significance level (F (2, 87) = 17.582, p <

.01) indicate that there are statistically significant differences among the three groups. 

Therefore, the first null hypothesis of the present study is rejected, and it can be safely

claimed that there are significant differences among the effects of these three vocabulary

instruction techniques on short term vocabulary comprehension. 

At the same time, the index of the strength of association 2 = 0.25) indicates that

25 percent of the total variance in the dependent variable (short term vocabulary

comprehension) is accounted for by the independent variable (vocabulary instruction



techniques). This means that the remaining 75 percent of the variance is left unaccounted

for. 

In order to locate the differences among the groups, a post hoc Scheffe test was

used. The results are summarized in Table 4.3. 

  Table  0.3

  Multiple comparisons for the ANOVA on vocabulary comprehension

(I) group (J) group
Mean

Difference (I-J)
Std. 

Error Sig.

95% Confidence Interval

Lower
Bound

Upper
Bound

Integrated Synonym
generation

3.25000* .84830 .004 .8246 5.6754

Isolated 4.55000* .84830 .000 2.1246 6.9754

Synonym
generation

Isolated
1.30000 .84830 .507 -1.1254 3.7254

*. The mean difference is significant at the 0.05 level. 

  

As it can be observed in Table 4.3, the mean score of the integrated group is

significantly better than the mean scores of the synonym generation and the isolated groups, 

suggesting that the participants of the integrated group have outperformed their

counterparts in the two groups, but the mean scores of the latter two groups do not differ

significantly from each other. The following graphic representation of the results (Figure

4.1) shows the differences among these groups more conspicuously. 



Figure 0-1. Means Plot on Short-term Vocabulary Comprehension

4.3. Investigation of the Second Research Question

The second research question was aimed at finding out whether or not there were any

significant differences among the effects of integrated, isolated and synonym generation

techniques on Iranian EFL learners' short term vocabulary production. To this end, the

participants’ scores on the immediate vocabulary production posttest were compared. The

descriptive statistics of the participants’ performance on the vocabulary production test are

presented in Table 4.4. 



Table  0.4

Descriptive statistics for the ANOVA on shoret-term vocabulary production

N Mean Std. Deviation Std. Error

Integrated 30 22.9000 3.89196 .87027

Synonym generation 30 19.3500 4.01674 .89817

Isolated 30 18.2500 3.29074 .73583

Total 90 20.7625 4.27013 .47742

  

Table 4.4 indicates that the highest mean ( =22.90) belongs to the integrated group, 

followed by the synonym generation group ( =19.35). The participants of the isolated

group have the lowest mean ( =18.25). To see whether or not the observed differences

among the groups are statistically significant, the one-way ANOVA procedure was used. 

The obtained results are presented in Table 4.5. 

   Table  0.5

   The results of the ANOVA on short-term vocabulary production

Sum of Squares Df Mean Square F Sig. 

Between Groups 321.437 2 160.7185 12.495 .000

Within Groups 1119.050 87 12.862

Total 1440.487 89 2 =.19

As it can be seen in Table 4.5, the F-value and the significance level (F (2, 87)

=12.495, p < 0.01) are indicative of significant differences among the means. This means



that the second null hypothesis of this study is rejected, and it can be safely claimed that

there are significant differences among the effects of these three vocabulary instruction

techniques on short term vocabulary production. 

Moreover, the index of the strength of association 2= 0.19) shows that 19 percent

of the total variance in the dependent variable (short term vocabulary production) is

accounted for by the independent variable (vocabulary instruction techniques), and that the

remaining 81 percent is left unaccounted for. 

Another post hoc Scheffe test was utilized to locate the differences among the

groups. The results of the multiple comparisons are summarized in Table 4.6. 

Table  0.6  

Multiple comparisons of means for the ANOVA on short-term vocabulary production

(I) group (J) group
Mean

Difference
(I-J)

Std. 
Error

Sig. 
95% Confidence Interval

Lower Bound Upper Bound

integrated

Synonym
generation

3.55000* 1.21344 .043 .0806 7.0194

Isolated 4.65000* 1.21344 .004 1.1806 8.1194

Synonym
generation Isolated 1.10000 1.21344 .844 -2.3694 4.5694

*. The mean difference is significant at the 0.05 level.

Based on Table 4.6, the mean score of the integrated group is significantly better

than the mean scores of the synonym generation and the isolated groups, but the mean

scores of the latter two groups do not differ significantly from each other. In other words, 



the participants of the integrated group have outperformed those of the synonym generation

and the isolated groups, suggesting that integrated vocabulary instruction is the most

effective technique of instruction on short term vocabulary production. The following

graphic representation (Figure 4.2) shows the differences among the groups more

conspicuously.

Figure 0-2. Means Plot on the Short-term Vocabulary Production Test

4.4. Investigation of the Third Research Question

The third research question sought to investigate whether or not there were significant

differences among the effects of integrated, isolated and synonym generation techniques on

Iranian EFL learners' long term vocabulary comprehension. To this end, the participants’



scores on the delayed vocabulary comprehension test were compared. Descriptive statistics, 

including the mean, standard deviation, etc. are summarized in Table 4.7. 

Table  0.7  
Descriptive statistics for the ANOVA on long-term vocabulary comprehension

N Mean Std. Deviation Std. Error

Synonym generation 30 22.9980 2.28725 1.371

Integrated 30 23.6420 2.14098 2.25

Isolated 30 22.1100 2.90816 2.215

Total 90 30.3250 3.11783 1.3658

  
Table 4.7 indicates that the highest mean on the long-term vocabulary

comprehension test belongs to the integrated vocabulary group, followed by the synonym

generation group. The lowest mean belongs to the isolated vocabulary instruction group. In

order to see whether the observed mean differences among the groups are statistically

significant, the one-way ANOVA procedure was used. The results of the ANOVA

procedure are summarized in Table 4.8. 

Table  0.8  

ANOVA results on long-term vocabulary comprehension

Sum of Squares Df Mean Square F Sig. 

Between Groups 271.150 2 135.575 18.814 .000

Within Groups 626.970 87 7.206

Total 756.920 89 2=.24



In Table 4.8, the observed F-value and the significance level (F (2, 87) = 18.814, p

< .01) indicate that there are statistically significant differences among the three groups. 

Therefore, the third null hypothesis of the present study is rejected, and it can be safely

claimed that there are significant differences among the effects of these three vocabulary

instruction techniques on long term vocabulary comprehension. 

At the same time, the index of the strength of association 2 = 0.24) indicates that

24 percent of the total variance in the dependent variable is accounted for by the

independent variable. This means that the remaining 76 percent of the variance is left

unaccounted for. In order to locate the differences among the groups, a post hoc Scheffe

test was used. The results are summarized in Table 4.9. 

Table  0.9  

Multiple comparisons for the ANOVA on long-term vocabulary comprehension

(I) group (J) group
Mean

Difference (I-J)
Std. 

Error Sig.

95% Confidence
Interval

Lower
Bound

Upper
Bound

Integrated Synonym
generation

3.15000* .86430 .003 .8996 5.1311

Isolated 4.94000* .88140 .001 2.1136 6.0036

Synonym
generation

Isolated
1.41000 .88120 .511 -1.1254 3.1114

*. The mean difference is significant at the 0.05 level. 

As it can be observed in Table 4.9, the mean score of the integrated group is



significantly better than the mean scores of the synonym generation and the isolated groups, 

suggesting that the participants of the integrated group have outperformed their

counterparts in the two groups, but the mean scores of the latter two groups do not differ

significantly from each other. The following graphic representation (Figure 4.3) shows the

mean plot on long-term vocabulary comprehension. 

Figure  4 3 Means Plot on Long-Term Vocabulary Comprehension

4.5. Investigation of the Fourth Research Question

The fourth research question was aimed at finding out whether or not there were any

significant differences among the effects of integrated, isolated and synonym generation

techniques on Iranian EFL learners' long term vocabulary production. To this end, the

participants’ scores on the immediate vocabulary production posttest were compared. The

descriptive statistics are presented in Table 4.10. 
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Table   0.10  

Descriptive statistics for the ANOVA on long-term vocabulary production

N Mean Std. Deviation Std. Error

Integrated 30 25.8700 3.89196 .85134

Synonym Generation 30 20.3600 4.98172 .88716

Isolated 30 19.0100 3.7168 .78173

Total 90 22.7901 4.08819 .45197

  

Table 4.10 indicates that the highest mean belongs to the integrated group, followed

by the synonym generation group. The participants of the isolated group have the lowest

mean. To see whether or not the observed differences among the groups are statistically

significant, the one-way ANOVA procedure was used. The obtained results are presented in

Table 4.11. 

Table  0.11  

The results of the ANOVA on long-term vocabulary production

Sum of Squares Df Mean Square F Sig. 

Between Groups 357.786 2 178.893 12.293 .000

Within Groups 1265.990 87 14.551

Total 164.489 89 2 =.19

As it can be seen in Table 4.11, the F-value and the significance level (F (2, 87)



=12.293, p < 0.01) are indicative of significant differences among the means. This means

that the fourth null hypothesis of this study is rejected, and it can be safely claimed that

there are significant differences among the effects of these three vocabulary instruction

techniques on long term vocabulary production. 

Moreover, the index of the strength of association 2= 0.19) shows that 19 percent

of the total variance in long term vocabulary production is accounted for by vocabulary

instruction techniques, and that the remaining 81 percent is left unaccounted for. 

Another post hoc Scheffe test was utilized to locate the differences among the

groups. The results of the multiple comparisons are summarized in Table 4.12. 

Table  0.12  

Multiple Comparisons of Means for the ANOVA on Long-term Vocabulary Production

(I) group (J) group
Mean

Difference
(I-J)

Std. 
Error

Sig. 

95% Confidence
Interval

Lower
Bound

Upper
Bound

Integrated

Synonym
generation

3.61000* 1.21344 .032 .0806 7.0194

isolated 4.99000* 1.21344 .002 1.1806 8.1194

Synonym
generation isolated 1.87000 1.21344 .844 -2.3694 4.5694

*. The mean difference is significant at the 0.05 level.

Based on Table 4.12, the Scheffe test indicates that the mean score of the integrated

group is significantly better than the mean scores of the synonym generation and the



isolated groups, but the mean scores of the latter two groups do not differ significantly from

each other. In other words, the participants of the integrated group have outperformed those

of the synonym generation and the isolated groups, suggesting that integrated vocabulary

instruction is the most effective technique of instruction on long term vocabulary

production. Figure 4.3 shows the mean plot of the mean scores on long-term vocabulary

production. 

Figure  4 4 Means Plot on Long-Term Vocabulary Production

4.6. Discussion

The first and the second research questions of the present study sought to

investigate whether or not there were any significant differences among the effects of

integrated, isolated and synonym generation techniques on Iranian EFL learners' short term

vocabulary comprehension and production. The results of these research questions were in

line with several studies that have shown children are more successful at reading words in
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6).  

One of the studies consistent with the findings of the present study is the study done

by Briggs, Austin and Underwood (1984) with nine- and ten-year old good and poor

readers reading a target stimulus, either a word or a pseudohomophone, preceded by

incongruous, congruous, or no-sentence context in the case of words, and by congruous or

no-sentence context for the pseudohomophones. Both good and poor readers showed

contextual inhibition with incongruous context, but only poor readers showed facilitation

with congruous context. With the non-word targets this facilitation was particularly

effective, such that poor readers' performance matched that of the good readers. 

Another study supporting the usefulness of integrated vocabulary instruction

technique is that of Juel (1980), who reported that good readers are predominantly text-

driven, while poor readers are concept-driven, and average readers fluctuate. 

In the same vein, Nicholson, Bailey and McArthur (1991) argue that there is a

popular view among teachers that children read words better in context. This view is

certainly supported by Goodman's classic study in 1965, which showed a 60% 80% gain in

word recognition accuracy when children read words in context as against reading an

isolated list. Similarly, Martin-Chang and Levy (2005) concluded that words learned in

context are read faster and more accurately in a new story context than are words learnt in

isolation.  



Likewise, the findings are in line with those of Martin-Chang, Levy and O'Neil

(2007), who concluded that in comparison to isolated word training, contextual training has

clear advantages for both word acquisition and transfer, and, with no drop in retention

promotes the development of the reading skill over and above isolated word training. 

The findings of the present study comply with the above-mentioned studies in that

the results showed that if vocabulary items are taught in context (integrated vocabulary

instruction), they are most likely to be comprehended and recalled both in short and long-

term. On the other hand, unlike the above-mentioned studies, several other investigations

underscore the strengths of isolated vocabulary instruction

tuart, Materson & Dixon, 2000). 

Regarding research questions 3 and 4, there are also a number of studies which have

resulted in both isolated and integrated vocabulary instruction techniques being equally

effective on EFL learners’ vocabulary learning and retention. One of these studies was

carried out by File and Adams (2010), who reported that both types of instruction were

effective, and that their effect on learning and retention rates was more than incidental

exposure alone. Also, retention rates were similar for both isolated and integrated

instruction, but isolated instruction led to higher rates of learning. 

One of the reasons why this study revealed different results from that of File and

Adams with regard to isolated instruction may be the age of the participants. Older L2

learners may devote more attention to their learning with more consciousness and



intellectual effort. Bearing this in mind, an older learner can benefit from isolated

vocabulary instruction as well. 

Another study the findings of which partially contradict those of the present study is

that of Nassaji (2003), who concluded that intermediate-level ESL learners are not very

successful at inferring word meanings from context in a reading text, and that it is better in

ESL learning classrooms for students not to be pushed to rely too much on context to learn

the meanings of the new words. The reason for the different results could be the different

L2 learning settings. The study carried out by Nassaji was in an ESL context, whereas ours

was carried out in an EFL context. This factor may be an influential factor because learners

in different L2 learning contexts may apply different vocabulary learning strategies. 

In another study, Barcroft (2009) examined effects of synonym generation on

second language vocabulary learning during reading in both incidental and intentional

vocabulary learning contexts. He concluded that target word recall was higher when

explicit instruction was provided and when synonym generation was not required. Negative

effects of synonym generation emerged in both incidental and intentional learning

conditions. 

One reason why the mentioned study yielded different results from the present study

may be due to different L1 of the participants, which is considered a determining factor in

synonym-generation technique. The other reason could be the way the new vocabulary was

presented to the learners. In Bracroft’s study, words were presented in the text itself with

their translation, whereas in the present study, the teacher did not provide the learners with



the text and did not translate them to L1 and instead, gave them the synonyms as they were

reading the text.  





Chapter Five: Conclusion and Implications

5.1 Introduction

This study attempted to investigate the effects of isolated, integrated and synonym

generation techniques of L2 vocabulary instruction on Iranian EFL learners' short-term and

long-term vocabulary comprehension and production. This chapter is dedicated to

presenting the conclusions and the pedagogical implications of the findings. This chapter

comes to an end with a list of suggestions for further research. 

5.2 Conclusion

Based on the results presented in the previous chapter, it can be concluded that from among

the three methods of vocabulary instruction, the group that received integrated vocabulary

instruction outperformed the other two groups. This means that integrated vocabulary

instruction turned out to be the most effective of the three techniques on both short-term

and long-term vocabulary comprehension and production. 

In addition, the results of the immediate and delayed posttests showed that the

synonym generation technique of vocabulary instruction comes second. This means that if

EFL teachers teach vocabulary by giving synonyms, it will result in better short-term and

long-term vocabulary comprehension and production than the third method of instruction, 

i.e. isolated technique of instruction. 



Based on the findings of the present study, it can be concluded that teachers who

wonder which of the three vocabulary instruction techniques cited in this study is better to

follow can choose integrated technique, which turned out to be the best one. It can also be

claimed that if teachers follow the integrated vocabulary instruction technique, they are

most likely to obtain satisfactory results in their students’ long and short term vocabulary

comprehension and production. 

It can further be claimed that applying a synonym-generation approach to

vocabulary instruction will result in better vocabulary learning and retention than an

isolated approach. Furthermore, it can be suggested that a vocabulary instruction syllabus

will yield better results if it is made of the three investigated vocabulary instruction

techniques. 

5.3 Implications

The findings of the present study may have theoretical as well as pedagogical implications

for researchers, teachers and learners. The findings may have implications for researchers

in that the findings may help resolve certain theoretical issues and open new horizons for

further research. The findings may also have implications for teachers. Language teachers

may decide to move toward more context-based (i.e. integrated) vocabulary instruction as

the learners’ language ability develops. Language teachers may also find it useful to

develop in learners an awareness of alternative vocabulary learning techniques that involve

active processing of the target vocabulary. They may also need to make learners conscious

of the need to develop an independent and structured approach to language learning, which



has been shown to be most associated with vocabulary learning success (Hunt & Beglar, 

2005).  

The findings may also have implications for language learners. Language learners

might be better equipped and better prepared to make more informed choices among the

different techniques to facilitate their task of L2 vocabulary learning. 

5.4 Limitations and Delimitations of the Study  

In the present study, there were a number of limitations and delimitations, which need to be

taken into consideration while attempting to generalize its findings; they include the

following:

1. Due to the limited number of intermediate level students at language institutes, they

were not selected randomly.  

2. Since the course book of the institute in which the research was conducted was “New

Interchange 2”, the researcher merely used the vocabulary of the mentioned book, and

she was not allowed to use extra sources. 

3. In order to narrow down the scope of the research and have more homogeneous groups

of participants, the participants were limited to intermediate level. 

4. All the participants of the present study were female and their age range was between

14 and 22. This means that one needs to be cautious in generalizing the findings. 



5.5 Suggestions for Further Research

The present study can be carried out and replicated with the following areas being

considered:

1. As for the participants, future research can consider the factor of gender and its

possible effect on academic performance. 

2. The researcher in the present study chose her subjects from among intermediate

level learners. Further research can focus on language learners at other levels of

proficiency. 

3. A triangulation of sources of information is desirable in doing further research. 

Future research can apply different and more sources of gathering information. 
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Appendixes

Appendix 1 – Reliability and Validity of the Posttests

Table 3-1

Correlation Procedure for Vocabulary Comprehension and Production Posttests

TOEFL

Comprehension

Pearson Correlation .798**

Sig. (2-tailed) .000

N 20

Production

Pearson Correlation .811**

Sig. (2-tailed) .000

N 20

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

  



Appendix 2 – TOEFL test

Reading

Directions: In this section you will read several passages. Each one is followed by a

number of questions about it. You are to choose the one best answer, (A), (B), (C), or (D), 

to each question. Then, on your answer sheet, find the number of the question and fill in the

space that corresponds to the letter of the answer you have chosen. Answer all questions

about the information in a passage on the basis of what is stated or implied in that passage. 

Read the following passage:

Questions 1-9

Carbon tetrachloride is a colorless and inflammable liquid that can be produced by

combining carbon disulfide and chlorine. This compound is widely used in industry today

because of its effectiveness as a solvent as well as its use in the production of propellants. 

Despite its widespread use in industry, carbon tetrachloride has been banned for home use. 

In the past, carbon tetrachloride was a common ingredient in cleaning compounds that were

used throughout the home, but it was found to be dangerous: when heated, it changes into a

poisonous gas that can cause severe illness and even death if it is inhaled. Because of this

dangerous characteristic, the United States revoked permission for the home use of carbon

tetrachloride in 1970. The United States has taken similar action with various other

chemical compounds. 

  

1. The main point of this passage is that

  (A) carbon tetrachloride can be very dangerous when it is heated

  (B) the government banned carbon tetrachloride in 1970

  (C) although carbon tetrachloride can legally be used in industry, it is not allowed in home

products

  (D) carbon tetrachloride used to be a regular part of cleaning compounds

  

2. The word "widely" in line 2 could most easily be replaced by



  (A) grandly

  (B) extensively

  (C) largely

  (D) hugely

  

3. The word "banned" in line 4 is closest in meaning to

  (A) forbidden

  (B) allowed

  (C) suggested

  (D) instituted

  

4. According to the passage, before 1970 carbon tetrachloride was

  (A) used by itself as a cleanser

  (B) banned in industrial use

  (C) often used as a component of cleaning products

  (D) not allowed in home cleaning products

  

5. It is stated in the passage that when carbon tetrachloride is heated, it becomes

  (A) harmful

  (B) colorless

  (C) a cleaning compound

  (D) inflammable

  

6. The word "inhaled" in line 7 is closest in meaning to

  (A) warmed

  (B) breathed in

  (C) carelessly used

  (D) blown

  

7. The word "revoked" in line 8 could most easily be replaced by



  (A) gave

  (B) granted

  (C) instituted

  (D) took away

  

8. It can be inferred from the passage that one role of the U.S. government is to

  (A) regulate product safety

  (B) prohibit any use of carbon tetrachloride

  (C) instruct industry on cleaning methodologies

  (D) ban the use of any chemicals

  

9. The paragraph following the passage most likely discusses

  (A) additional uses for carbon tetrachloride

  (B) the banning of various chemical compounds by the U.S. government

  (C) further dangerous effects of carbon tetrachloride

  (D) the major characteristics of carbon tetrachloride

Questions 10-20

The next artist in this survey of American artists is James Whistler; he is included in this

survey of American artists because he was born in the United States, although the majority

of his artwork was completed in Europe. Whistler was born in Massachusetts in 1834, but

nine years later his father moved the family to St. Petersburg, Russia, to work on the

construction of a railroad. The family returned to the United States in 1849. Two years later

Whistler entered the U.S. military academy at West Point, but he was unable to graduate. 

At the age of twenty-one, Whistler went to Europe to study art despite familial objections, 

and he remained in Europe until his death. Whistler worked in various art forms, including

etchings and lithographs. However, he is most famous for his paintings, particularly

Arrangement in Gray and Black No. 1: Portrait ofthe Artist's Mother or Whistlers Mother, 

as it is more commonly known. This painting shows a side view of Whistler's mother, 



dressed in black and posing against a gray wall. The asymmetrical nature of the portrait, 

with his mother seated off-center, is highly characteristic of Whistler's work. 

  

10. The paragraph preceding this passage most likely discusses

  (A) a survey of eighteenth-century art

  (B) a different American artist

  (C) Whistler's other famous paintings

  (D) European artists

  

11 . Which of the following best describes the information in the passage?

  (A) Several artists are presented. 

  (B) One artist's life and works are described. 

  (C) Various paintings are contrasted. 

  (D) Whistler's family life is outlined. 

  

12. Whistler is considered an American artist because

  (A) he was born in America

  (B) he spent most of his life in America

  (C) he served in the U.S. military

  (D) he created most of his famous art in America

  

13. The word "majority" in line 2 is closest in meaning to

  (A) seniority

  (B) maturity

  (C) large pieces

  (D) high percentage

  

14. It is implied in the passage that Whistler's family was

  (A) unable to find any work at all in Russia

  (B) highly supportive of his desire to pursue art



  (C) working class

  (D) military

  

15. The word "objections" in line 7 is closest in meaning to

  (A) protests

  (B) goals

  (C) agreements

  (D) battles

  

16. In line 8, the "etchings" are

  (A) a type of painting

  (B) the same as a lithograph

  (C) an art form introduced by Whistler

  (D) an art form involving engraving

  

17. The word "asymmetrical" in line 11 is closest in meaning to

  (A) proportionate

  (B) uneven

  (C) balanced

  (D) lyrical

  

18. Which of the following is NOT true according to the passage?

  (A) Whistler worked with a variety of art forms. 

  (B) Whistler's Mother is not the official name of his painting. 

  (C) Whistler is best known for his etchings. 

  (D) Whistler's Mother is painted in somber tones. 

  

19. Where in the passage does the author mention the types of artwork that Whistler was

involved in?

  (A) Lines 1--3



  (B) Lines 4--5

  (C) Lines 6--7

  (D) Lines 8--10

20. The word "asymmetrical" in line 11 is closest in meaning to

  (A) proportionate

  (B) uneven

  (C) balanced

  (D) lyrical

Structure

Directions: These questions are incomplete sentences. Beneath each sentence you will see

four words or phrases, marked (A), (B), (C), and (D). Choose the one word or phrase that

best completes the sentence. Then, on your answer sheet, find the number of the question

and fill in the space that corresponds to the letter of the answer you have chosen. 

Look at the following examples. 

Example 1 Sample Answer

The president _______ the election by a landslide. 

(A) won (B)

(B) he won (C)

(C) yesterday (D)

(D) fortunately

The sentence should read, “The president won the election by a landslide.” Therefore, you

should choose answer (A). 

Example 2 Sample Answer

When ________ the conference? (A)

(A) the doctor attended

(B) did the doctor attend (B)

(C) the doctor will attend (C)

(D) the doctor’s attendance



The sentence should read, “When did the doctor attend the conference?” Therefore, you

should choose answer (B). 

1. _____ range in color from pale yellow to bright orange. 

(A) Canaries which

(B) Canaries

(C) That canaries

(D) Canaries that are

2. ______ of precious gems is determined by their hardness, color, and brilliance. 

(A) The valuable

(B) It is the value

(C) It is valuable

(D) The value

3. _____ a tornado spins in a counterclockwise direction in the northern hemisphere, it

spins in the opposite direction in the southern hemisphere. 

(A) However

(B) Because of

(C) Although

(D) That

4. The Caldecott Medal, ______ for the best children’s picture book, is awarded each

January. 

(A) a prize

(B) which prize

(C) is a prize which

(D) is a prize

5. The horn of the rhinoceros consists of a cone of tight bundles of keratin _____ from the

epidermis. 

(A) grow

(B) grows

(C) growing



(D) they grow

6. Most species of heliotropes are weeds, _____ of them are cultivated. 

(A) some

(B) but some

(C) for some species

(D) some species

7. Thunder occurs as ______ through air, causing the heated air to expand and collide with

layers of cooler air. 

(A) an electrical charge

(B) passes and electrical charge

(C) the passing of an electrical charge

(D) an electrical charge passes

8. Researchers have long debated ______ Saturn’s moon Titan contains hydrocarbon

oceans and lakes. 

(A) over it

(B) whether it

(C) whether

(D) whether over

9. Nimbostratus clouds are thick, dark grey clouds _____ forebode rain. 

(A) what

(B) which

(C) what they

(D) which they

10. _____ in several early civilizations, a cubit was based on the length of the forearm from

the tip of the middle finger to the elbow. 

(A) It was used as a measurement

(B) A measurement was used

(C) The use of a measurement

(D) Used as a measurement

11. Only when air and water seep through its outer coat _______



(A) does a seed germinate

(B) to the germination of a seed

(C) a seed germinates

(D) for a seed to germinate

12. ________ seasonal rainfall, especially in regions near the tropics, is winds that blow in

an opposite direction in winter than in summer. 

(A) Causing

(B) That cause

(C) To cause

(D) What causes

13. The extinct Martian volcano Olympus Mons is approximately three times as ________

Mount Everest. 

(A) high

(B) high as is

(C) higher than

(D) the highest of

14. The flight instructor, _______ at the air base, said that orders not to fight had been

given. 

(A) when interviewed

(B) when he interviewed

(C) when his interview

(D) when interviewing

15. In the northern and central parts of the state of Idaho _______ and churning rivers. 

(A) majestic mountains are found

(B) found majestic mountains

(C) are found majestic mountains

(D) finding majestic mountains

16. The North Pole, ______a latitude of 90 degrees north. 

(A) it has

(B) is having



(C) which is having

(D) has

17. The city of Beverly Hills is surrounded on ______the city of Los Angeles. 

(A) its sides

(B) the sides are

(C) it is the side of

(D) all sides by

18. ______ greyhound, can achieve speeds up to thirty-six miles per hour. 

(A) The

(B) The fastest

(C) The fastest dog

(D) The fastest dog, the

19. Marmots spend their time foraging among meadow plants and flowers or ______ on

rocky cliffs. 

(A) gets sun

(B) sunning

(C) the sun

(D) sunny

20. The greenhouse effect occurs ______    radiated from the Sun. 

(A) when does the Earth's atmosphere trap

(B) does the Earth's atmosphere trap

(C) when the Earth's atmosphere traps

(D) the Earth's atmosphere traps

Vocabulary

Directions: These questions are incomplete sentences. Beneath each sentence you will see

four words or phrases, marked (A), (B), (C), and (D). Choose the one word or phrase that

best completes the sentence. Then, on your answer sheet, find the number of the question

and fill in the space that corresponds to the letter of the answer you have chosen. 



1. It is evident that animals played a predominant role in the world of the upper Paleolithic

Period. 

(A) hazardous

(B) principal

(C) minuscule

(D) misunderstood

2. Some experts believe that the functions of the print media will be replaced by audio or

visual media. 

(A) distribution

(B) influences

(C) roles

(D) popularity

3. A central issue in probability is predicting the value of a future observation. 

(A) recording

(B) interpreting

(C) observing

(D) foretelling

4. The modem world is inundated with competing propaganda and ounterpropaganda. 

(A) balanced

(B) sustained

(C) overwhelmed

(D) contaminated

5. The expansion of public services has caused concern that the civil service branches are

becoming autonomous powers. 

(A) independent

(B) advanced

(C) superior

(D) perilous

6. A deep rock tunnel between Washington, D.C. and Boston that employs an entirely new

type of rapid conveyance is receiving serious consideration from civil planners. 



(A) an outlandishly

(B) a comparatively

(C) an intrinsically

(D) a completely

7. Women's magazines reflect the changing view of women's role in society. 

(A) distort

(B) show

(C) accentuate

(D) promote

8. Courtship is a widespread prelude to mating among modern reptiles. 

(A) a tedious

(B) an uncontrolled

(C) a common

(D) an essential

9. The elimination of carbon dioxide is a necessary process in all animals. 

(A) rejection

(B) accumulation

(C) deletion

(D) production

10. In contrast to traditional rhetoric, modern rhetoric has shifted its focus to the audience

or reader. 

(A) intensified

(B) narrowed

(C) maintained

(D) altered

11. The enormous rigid plates that make up the outer shell of the Earth continually move

relative to one another. 

(A) vast

(B) ancient

(C) dense



(D) deep

12. The process of eutrophication involves a sharp increase in the concentration of

phosphorus and nitrogen and promotes the growth of algae. 

(A) conceals

(B) boosts

(C) disrupts

(D) halts

13. Evidence that harmful effects may result from small amounts of radiation has prompted

concern about low level irradiation from various sources. 

(A) minimized

(B) exaggerate

(C) generated

(D) sustained

14. Large sponges often harbor smaller organisms. 

(A) shelter

(B) reject

(C) avoid

(D) consume

15. Most varieties of squash were cultivated by American Indian civilizations. 

(A) bartered

(B) grown

(C) eaten

(D) gathered

16. The sugar maple grows to a height of 120 feet and has a dense crown of leaves that

turns bright red in the fall. 

(A) vibrant

(B) thick

(C) remarkable

(D) large



17. The sumacs grown for landscape use display a graceful style with spectacular fall colors

and colorful fruit clusters. 

(A) elude

(B) maintain

(C) develop

(D) exhibit

18. Tadpoles typically dwell at the bottom of bodies of fresh water. 

(A) swim

(B) feed

(C) live

(D) reproduce

19. John Quincy Adams was a conspicuous opponent of the expansion of slavery. 

(A) consistent

(B) noticeable

(C) distinguished

(D) formidable

20. The Indian civilizations of Alabama spanned over 10.000 years. 

(A) declined

(B) developed

(C) covered

(D) prospered



Appendix 3 – Vocabulary Pretest

Write down the Persian equivalents of the following words. 

1. exchange  
2. accommodations
3. salary
4. harvest crops
5. possibilities  
6. fairly  
7. opportunities  
8. favors  
9. reasonably  
10. response
11. pleasant  
12. sincerely  
13. refuse
14. allow  
15. respectful  
16. politely
17. Reciprocate
18. worldwide  
19. treasure
20. Technophiles  
21. handheld  
22. coordinates  
23. identify  
24. disappointed
25. inexpensive  
26. logbook  
27. comments
28. etiquette  
29. customs  
30. celebrate  
31. speeches
32. communities
33. harvest
34. honor  
35. ancestors  
36. graves  
37. gravesites
38. decorated  
39. respect  
40. unique  

1. ………………. 
2. ………………. 
3. ………………. 
4. ………………. 
5. ………………. 
6. ………………. 
7. ………………. 
8. ………………. 
9. ………………. 
10. ………………. 
11. ………………. 
12. ………………. 
13. ………………. 
14. ………………. 
15. ………………. 
16. ………………. 
17. ………………. 
18. ………………. 
19. ………………. 
20. ………………. 
21. ………………. 
22. ………………. 
23. ………………. 
24. ………………. 
25. ………………. 
26. ………………. 
27. ………………. 
28. ………………. 
29. ………………. 
30. ………………. 
31. ………………. 
32. ………………. 
33. ………………. 
34. ………………. 
35. ………………. 
36. ………………. 
37. ………………. 
38. ………………. 
39. ………………. 
40. ………………. 



41. frustration  
42. humorous  
43. crush
44. attracted  
45. pretend  
46. interrupt  
47. announcer
48. nevertheless  
49. totally  
50. rush  
51. psychologist  
52. personalities
53. certain  
54. decision
55. counselor  
56. practical  
57. curious  
58. analyze  
59. imaginative  
60. outgoing  
61. persuade  
62. keep track of
63. aliens  
64. magicians  
65. fairs
66. limelights
67. thrilled
68. gradually  
69. entirely  
70. proverbs  
71. wisdom
72. impressive  
73. sums up  
74. immediately  
75. distinct  
76. reasons  
77. protect  
78. average  
79. invites  
80. stretch  
81. career  
82. appeared  
83. commercial  
84. feature  

41. ………………. 
42. ………………. 
43. ………………. 
44. ………………. 
45. ………………. 
46. ………………. 
47. ………………. 
48. ………………. 
49. ………………. 
50. ………………. 
51. ………………. 
52. ………………. 
53. ………………. 
54. ………………. 
55. ………………. 
56. ………………. 
57. ………………. 
58. ………………. 
59. ………………. 
60. ………………. 
61. ………………. 
62. ………………. 
63. ………………. 
64. ………………. 
65. ………………. 
66. ………………. 
67. ………………. 
68. ………………. 
69. ………………. 
70. ………………. 
71. ………………. 
72. ………………. 
73. ………………. 
74. ………………. 
75. ………………. 
76. ………………. 
77. ………………. 
78. ………………. 
79. ………………. 
80. ………………. 
81. ………………. 
82. ………………. 
83. ………………. 
84. ………………. 



85. self-thriller  
86. decided  
87. notice
88. dramas  
89. production  
90. company
91. famous
92. donated  
93. urged  
94. director  
95. role  
96. Give and take
97. Refuse
98. Coordinates
99. Contain
100. candle

85. ………………. 
86. ………………. 
87. ………………. 
88. ………………. 
89. ………………. 
90. ………………. 
91. ………………. 
92. ………………. 
93. ………………. 
94. ………………. 
95. ………………. 
96. ………………. 
97. ………………. 
98. ………………. 
99. ………………. 
100. ………………. 

  



Appendix 4 – Teaching Material

1. Drew Barrymore Pre reading  

Where was Drew Barrymore born? When did she start working? When did she win the

Golden Globe Award?  

Drew Barrymore was born in Los Angeles, California, in 1975. She comes from a long line

of actors. In fact, her grandfather, John Barrymore, was one of the most famous actors in

the United States in the 1920s. Drew Barrymore began her career very early. Before her

first birthday, she appeared in a TV commercial for dog food. At the age of two, she acted

in her first TV movie. At age five, she appeared in her first feature film, the self-thriller

Altered States. Barrymore's big break came two years later, at age seven. Director Steven

Spielberg decided to cast her in his film E. T: The Extra- Terrestrial. Hollywood took

notice, and Drew became a star. As a young adult, Barrymore acted in several dramas and

own production company, Flower Films. Four years later, she produced her first film, 

Never Been Kissed. Over the years, her company has made a lot of famous movies and TV

programs, including Fever Pitch in 2005 and the new Charlie's Angels TV series in 2011. 

In 2007, Barrymore's career took a new turn. She began working for the United Nations

World Food Program. Later, she donated $1 million to the program. Then, after a terrible

earthquake in Haiti in 2010, she urged people to give money to the program in a YouTube

video.  



Meanwhile, Barrymore's work on movies continued. In 2009, she became a director with

the film Whip It. In the same year, she won the Golden Globe Award as an actress for her

role in Grey Gardens. Drew Barrymore wears many different hats and works very long

hours. What does she do in her free time? She spends time with the people she cares about. 

She says, "I don't know what I'd do without my friends."  

2. New ways of getting around  

Look at the article. Where do you think it is from? Check the correct answer  

1. an instruction manual  

2. a news magazine  

3.an encyclopedia  

4.a catalog  

Here are some of the best new inventions for getting around.  

If you love to take risks when you travel, this is for you: the Wheelman. The design is

simple: two wheels and a motor. You put your feet in the wheels. It's very similar to

skateboarding or surfing. You use your weight to steer, and you control the speed with a

ball you hold in your hand. Why use two wheels when you can use three? The Trikke



Scooter looks a little silly, but it's serious transportation. The three wheels make it very

stable. And because it's made of aluminum, it's very light. It moves by turning back and

forth - just Like skiing on the street. Do you want an eco-friendly family car? If so, check

out the Leaf It's all-electric and gives off zero C02 emissions. It has an 80 kW motor and

can travel up to 140 kph! You can recharge the battery up to 80 percent of capacity in just

30 minutes and recharge it fully overnight. To get around town in style and park easily, 

there's nothing better than the Twizy Z.E. It has four wheels, but it's only 2.3 meters long

and 1.13 meters wide the passenger sits behind the driver. It has a zero emission 15 kW

electric motor that can reach a maximum speed of 75 kph.  

3. Break those bad habits  

Read the article. Then check the best description of the article.  

1. The article starts with a description and then gives advice.  

2. The article starts with a description and then gives facts.  

3. The article gives the writer's opinion.  

Some people leave work until the last minute, a lot of us like to spread or listen to gossip, 

and others always arrive at events late. These aren't as serious as some problems, but they

are bad habits that can cause trouble. Habits like these waste your time and, in some cases, 



might even affect your relationships. Do you wish you could break your bad habits? Read

this advice to end these habits forever!  

There's Always Tomorrow  

PROBLEM: Do you leave projects until the very last minute and then stay up all night to

finish them?  

2 SOLUTION: People often put things off because they seem overwhelming. Try to divide

the project into smaller steps. After you finish each task, reward yourself with a snack or a

call to a friend.  

Guess What I Just Heard  

3 PROBLEM: Do you think it's not nice to talk about other people, but do it anyway? Do

you feel bad after you've done it?  

4 SOLUTION: First, never listen to gossip. If someone tries to tell you a secret, just say, 

"Sorry. I'm not really interested." Then think of some other news to offer - about yourself. 

Never on Time  

5 PROBLEM: Are you always late? Do your friends invite you to events a half hour early?

6 SOLUTION: Use the reminder function in your phone.  

For example, if a movie starts at 8:00 and it takes you 20 minutes to get to the theater, you

have to leave by 7:40. Put the event in your phone calendar, and then set it to send you a

reminder at 7: 30.  



4. FOOD & MOOD  

Skim the article then check the main idea.  

D Certain foods cause stress and depression. D Certain foods affect the way we feel We

often eat to calm down or cheer up when we're feeling stressed or depressed. Now new

research suggests there's a reason: Food changes our brain chemistry. These changes

powerfully influence our moods. But can certain foods really make us feel better? Nutrition

experts say yes. But what should we eat, and what should we avoid? Here are the foods

that work the best, as well as those that can make a bad day worse.  

To Outsmart Stress  

What's good? Recent research suggests that foods that are high in carbohydrates, such as

bread, rice, and pasta, can help you calm down. Researchers say that carbohydrates cause

the brain to release a chemical called serotonin. Serotonin makes you feel better.  

What's bad? Many people drink coffee when they feel stress. The warmth is soothing, and

the caffeine in coffee might help you think more clearly. But if you drink too much, you

may become even more anxious and irritable.  

To Soothe the Blues  

What's good? Introduce more lean meat, chicken, seafood, and whole grains into your diet. 

These foods have a lot of selenium. Selenium is a mineral that helps people feel more



relaxed and happy. You can also try eating a Brazil nut every day. One Brazil nut contains

a lot of selenium.  

What's bad? When they're feeling low, many people tum to comfort foods - or foods that

make them feel happy or secure. These often include things like sweet desserts. A chocolate

bar may make you feel better at first, but within an hour you may feel worse than you did

before.  

5. Volunteer Travel- A Vacation With a difference.  

Check the statements you think are true. Then scan the article to check your answers. 

- Volunteer travelers don't receive money for their work.  

- Volunteer travel is only for young people. 

For her vacation each year Allie Lebrun goes volunteer travelling. In a recent interview

with Volunteer Magazine she talked about volunteer vacations.  

VM: What is volunteer traveling?  

AL: It's like an exchange program. People find a program in a country they'd like to visit. 

In exchange for food and accommodations, they work. In other words. They don't get a

salary. The idea is that volunteers can learn about real people in other countries. 

Vacationers who stay in hotels often don't learn much about the local people and culture.  

VM: what kinds of work can volunteers do?  



AL: Many of the jobs are on small farms. Farmers often need volunteers to harvest crops. 

I've harvested vegetables and fruit - including nuts and olives. Some volunteers work with

animals, such as milking cows or goats. That's an interesting experience, I can tell you!

And sometimes farmers want volunteers to do things like build stone walls. There are lots

of possibilities.  

VM: Who can volunteer?  

AL: Anyone! Many volunteers are fairly young. The work can be hard, so a volunteer

needs to be fit. But, actually, age isn't important I've worked with people in their seventies

and even eighties!  

VM: Where can people volunteer to work?  

AL: Just about anywhere in the world! I've volunteered in Italy, Morocco, Indonesia, and

several countries in Latin America.  

VM: And finally how can someone find out about volunteer travel opportunities?  

AL: Oh, that's easy! Just go online. Do a search for "volunteer travel" or "volunteer

vacations. You'll find lots of websites with information about opportunities for

volunteering. Maybe there's a program in a country you've always wanted to visit!  

6. How to ask for a favor  

Read the heading in the article. Can you think of other good advice when asking for a

favor?  



We all have to ask for favors sometimes. But it can be a difficult thing to do - even when

you ask a good friend. So how can you ask a favor and be reasonably sure to get a positive

response? Here are some suggestions.  

Be a nice person  

When you ask someone for a favor, you're really asking the person to go out of his or her

way to help you. Show the person that you understand he or she is doing something

especially nice for you. If people think you're pleasant, they're more likely to want to help. 

Thank them sincerely when they help you. And, of course, a smile goes a long way.  

Choose your words carefully  

How do people respond to requests like this one: "Hey, Mike, lend me your car!"? They

probably refuse. How can you avoid this problem? Choose your words carefully! For

example, say, "Mike, would you mind doing me a favor?" Mike will probably respond like

this: "Maybe. What do you need?" Now you have his attention and can explain the

situation. People are more likely to agree to help you when they know the whole story.  

Give and take  

If someone agrees to do you a favor, allow the person to choose when he or she helps you. 

Be respectful of the other person's time, and try not to ask for too much. If someone

refuses your request, you should accept the answer politely. Don't make a habit of asking

for favors, and always make sure you're ready to do someone a favor in return. 

Reciprocate. It's just a matter of giving and taking.  



7. Modern-Day Treasure Hunters  

Scan the article. What is geocaching? Who enjoys it? Why?  

Geocaching is a game played worldwide - even though it only began in 2000! Geo is from

the word geography, and caching (pronounced "cashing") means hiding a container with

"treasure" inside. The purpose of geocaching is to use OPS technology to find a hidden

cache - some people call it a high-tech treasure-hunting game. Technophiles love it

because you need technology. Hikers love it because you may have to walk a long way. 

And looking for treasure is fun, so it's also great for children.  

It isn't difficult to become a geocacher. First, buy a small handheld OPS device. Next, 

search online for a geocaching website and choose a cache to look for. Some caches are in

beautiful locations, such as river valleys, mountains, or beaches. For each cache, websites

list coordinates - numbers that give an exact geographical position (for example, 48"

51.29' N, 02"17.40' Eis the Eiffel Tower in Paris). Input the coordinates for your cache into

your OPS device, and you're ready to go!  

Your OPS device will identify the exact location of your cache. That's the easy part. The

hard part comes after you get to the location - finding the cache! Some caches are hidden

under stones, in trees, or even in water. And what will you find in your cache? If you're

looking for gold or diamonds, you'll be very disappointed. Most caches contain

inexpensive things like books, toys, coins, or DVDs. There's also a logbook and pencil for

you to record the date you found the cache and make comments. The real prize is the

pleasure of saying, "1 found it!"  



Geocaching etiquette allows you to take whatever you want from the cache, but you must

replace it with something of the same or higher value. Don't forget to bring some treasure

for the next geocacher!  

8. Customs Around the World  

Do you have any holiday customs in your country?  

1. On the third Monday of October, Jamaicans celebrate National Heroes' Day. They honor

seven men and women who were important to Jamaica's history. There are speeches, 

music, sports, and dancing. They also give awards to "local heroes" for helping their

communities.  

2. On August 15 of the lunar calendar, Koreans celebrate Chusok, also known as Korean

Thanksgiving. It's a day when people give thanks for the harvest. Korean families honor

their ancestors by going to their graves to take them rice and fruit and clean the

gravesites.  

3. An interesting custom in Thailand is Loy Krathong. A krathong is a bowl made from the

bark and leaves of banana trees. It's decorated with a lit candle, three lit joss sticks, and

flowers. After the rainy season, on the evening of the full moon in November, Thai people

float krathongs on the river to pay respect to the river goddess.  

4. Finland has a unique but very modem custom. It started because some people felt angry

when their cell phones didn't work well. They wanted to express their frustration in a



humorous way. So every summer, there is a cell-phone-throwing contest. People throw

their cell phones as far as possible. The winner receives a prize, such as a gold medal.  

9. Are you in love?  

What is the difference between "having a crush" on someone and falling in love?  

You think you're falling in love. You're really attracted to a certain person. But this has

happened before, and it was just a "crush." How can you tell if it's real this time? Here's

what our readers said:  

If you're falling in love,  

You'll find yourself talking to, calling, or texting the person for no reason. (You might

pretend there's a reason, but often there's not.)  

You'll find yourself bringing this person into every conversation. ("When I was in Mexico a

friend begins. You interrupt with, "My boyfriend made a great Mexican dinner last

week.")  

You might suddenly be interested in things you used to avoid. ("When a woman asks me to

tell her all about football, I know she's fallen in love," said a TV sports announcer.)  

OK, so you've fallen in love. But falling in love is one thing, and staying in love is another. 

How can you tell, as time passes, that you're still in love?  



If you stay in love, your relationship will change. You might not talk as much about the

person you are in love with. You might not call him or her so often. But this person will

nevertheless become more and more important in your life.  

You'll find that you can be yourself with this person. When you first fell in love, you were

probably afraid to admit certain things about yourself. But now you can be totally honest. 

You can trust him or her to accept you just as you are. Falling in love is great - staying in

love is even better!  

10. Find the Job That's Right for You!  

About half of all workers in tile United States have jobs they aren't happy with. Don't let

this happen to you! If you want to find the right job, don't rush to look through job ads on

the Internet. Instead, sit down and think about yourself. What kind of person are you? What

makes you happy?  

2 According to psychologist  

John Holland, there are six types of personalities. Nobody is just one personality type, but

most people are mainly one type. For each type, there are certain jobs that might be right

and others that are probably wrong.  

3 Considering your personality type can help you make the right job decision. Liz is a good

example. Liz knew she wanted to do something for children. She thought she could help

children as a school counselor or a lawyer. She took counseling and law courses - and



hated them. After talking to a career counselor, she realized that she's an Artistic type. Liz

studied film, and she now produces children's TV shows and loves it.  

Personality types The Realistic type  

is practical and likes working with machines and tools.  

The Investigative type  

is curious and-likes to learn, analyze situations, and solve problems.  

The Artistic type  

is imaginative and likes to express ideas by creating art.  

The Social type  

is friendly and likes helping or training other people. The Enterprising type  

is outgoing and likes to persuade or lead other people. The Conventional type  

is careful and likes to follow routines and keep track of details.  

11. A Guide to Unusual Museums  

Read the article. Find the words in italics below in the article. Then circle the meaning of

each word or phrase.  



l.When you go off the beaten path, you do something unusual/go somewhere far away. 

2.When something is founded, it is started I discovered.  

3.When something is stunning, it is extremely attractive /large.  

4.When something is ancient, it is very old I common.  

5.When something is complimentary, it is free of charge I very expensive.  

6.When something is gooey, it is light and refreshing /thick and sticky.  

1. Have you been to the 1.ouvre in Paris, the National Museum of Anthropology in Mexico

City, or any of those other "must seen museums? Well, now it's time to go off the beaten

path.  

The Kimchi Museum Seoul, South Korea  

2 If you don't know about kimchi, a trip to the Kimchi Museum is an eye-opening

experience. The museum was founded in 1986 to highlight South Korea's rich kimchi

culture. The exhibit includes displays of cooking utensils and materials related to making, 

storing, and eating the famous pickled vegetables. The museum also provides details about

the history and nutritional benefits of South Korea's most beloved side dish. Finally, stop

by the souvenir shop to try various types of kimchi.  

The Museum of Gold Bogota, Colombia  

3 If you want to see beautiful objects, the Museum of Gold is the place. It holds one of

South America's most stunning collections. Because the exhibits sparkle so brightly, you



can actually take photographs without using a flash on your camera! Not everything is

made of gold, though. Among the exhibits are ancient pre-Columbian items. Many of them

are made from a mixture of gold and copper, known as tumbaga.  

The Chocolate Museum Cologne, Germany  

4 The Chocolate Museum will teach you everything about chocolate from cocoa bean to

candy bars. You'll learn about chocolate's 3,000-year history and discover how it was once

used as money in South America. A real chocolate factory shows you how chocolate is

made, after you've finished the tour, you can sample a complimentary drink of rich, gooey

pure chocolate - perfect for those with a sweet tooth.  

12. From the Streets to the Screen  

Scan the article. What makes Staff Benda Bilili different from other groups of musicians?

Staff Benda Bilili is a group of musicians from Kinshasa, Democratic Republic of Congo

(DRG). They live on the streets of the city. The four original group members are all

disabled and move around on homemade tricycles. The group was founded by guitar

players Papa Ricky Likabu and Coco Ngambali. Other musicians refused to play with them

because they couldn't dance. Later, a street kid, Roger Landu, joined them. He made his

own musical instrument from a fish can, a piece of wood, and one guitar string - nothing

more.  



The group's music is classic Congolese rumba mixed with reggae and rhythm 'n' blues. 

Their lyrics contain a message to street people and disabled people: Be very strong. Papa

Ricky believes that the only real handicaps are in the mind, not the body. He says the

group's main musical influences come from the street: "We sleep there, eat there, rehearse

there." They also play there. Every evening, the group performs in front of an audience near

Kinshasa Zoo.  

In 2004, two French filmmakers were working in the DRC when, by chance, they heard

Staff Benda Bilili's music. They loved it so much that they spent the next five years making

a documentary film about the group. In 2009, Staff Benda Bilili's first CD was released. It's

called Tres Tres Fort, which means "very very strong." The group won the WOMEX

(World Music Expo) Artist Award. Then, in 2010, the documentary Benda Bililil Was

screened at the Cannes Film Festival, and the group played on the opening night.  

Staff Benda Bilili wants to use its worldwide success to raise awareness about the problems

of street people in Kinshasa and around the world.  

13. Special Effects  

Scan the article. What is the most important change in special effects?  

Nowadays, almost anything can happen in the movies. Dinosaurs rule the world, people fly, 

and aliens attack spacecraft. But how is it all possible?  

2 Special effects started long before the movies. For centuries, magicians performed in the

streets, usually in markets and fairs. They did card tricks and things like making rabbits



"disappear." In the early nineteenth century, before the invention of electricity, actors in

theaters were highlighted by limelights. Sometime later, a lighting technique called

"Pepper's ghost" was used to make ghosts "appear" on stage. Audiences were thrilled.  

3 Motion pictures began in the 1890s, but there was no sound. They were "silent movies."

"Talkies" were first shown in the 19205. Later, color films gradually replaced black-and-

white ones.  

4 From the 1950s to the 1980s, special effects became more and more fantastic. Experts in

robotics, computers, engineering, and other fields were employed by filmmakers. However, 

the biggest development in special effects came with computer-generated imagery (CGI) in

the 1990s. Jurassic Park (1993) had full shots of dinosaurs using CGI. Titanic (1997) used

CGI for shots on board the ship and very small models to show underwater shots of the

ship.  

5 More recently, Avatar (2009) used 60 percent CGI and 40 percent live action. It was the

first film to be shot entirely with a 3-D camera. It shows totally believable scenes of

humans and aliens on the moon Pandora.  

6 Special effects in movies are both a science and an art. Computer technology and human

imagination come together to bring stories to life. They make science fiction and action

movies much more exciting to watch, and audiences love them.  



14. Pearls of Wisdom  

Look at these proverbs and pictures below. Then match each proverb with a picture.  

a) A bird in the hand is worth two in the bush  

b) One person's meat is another one's poison  

c) Don't count your chickens before they hatch  

d) Money doesn't grow on trees.  

Why do people use proverbs? Many people love proverbs for their wisdom. Others enjoy

the images in proverbs. But proverbs are most impressive because they express a lot of

information in just a few words. A good proverb quickly sums up ideas that are sometimes

hard to express. And the person listening immediately understands the message.  

2 Where do proverbs come from? Proverbs come from two main places - ordinary people

and famous people. These two sources are not always distinct. Common and popular

wisdom has often been used by famous people.  

And something said or written down by a well-known person has often been borrowed by

the common man. For example, "Bad news travels fast" probably comes from the

experience of housewives. However, "All's well that ends well" was written by William

Shakespeare.  



3 What do proverbs tell us? Proverbs are used everywhere in the world. If you can

understand a culture's proverbs, you can better understand the culture itself. There are

many different ways that we use proverbs in daily life. Here are some examples of what

proverbs can do:  

4.         

Give a warning  

Give advice

Teach a lesson   

Express a common truth

Meaning: Something you have is better than

something you might get. 

Meaning: It's not easy to get money. 

Meaning: Don't plan outcome until it actually happens. 

Meaning: What one person loves, another person may hate.  
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15. The Truth about Lying  

Is it ever better to tell a lie than the truth? If so, when?  

Most of us are taught to believe that lying is wrong. But it seems that everybody tells lies

- not big lies, but what we call "white lies." If we believe that lying is wrong,. Why do we

do it? Most of the time, people have very good reasons for lying. For example, they

might want to protect a friendship or someone's feelings. So, when do we lie and who do

we lie to? A recent study found that the average person lies about seven times a day. 

Here are some reasons why.  

1.Lying to hide something: People often lie because they want to hide something from

someone. For example, a son doesn't tell his parents that he's dating a girl because he

doesn't think they will like her. Instead, he says he's going out with the guys.  

2.Lying to make an excuse: Sometimes people lie because they don't want to do

something. For example, someone invites you to a party. You think it will be boring, so

you say you're busy.  

3. Lying to avoid sharing bad news: Sometimes we don't want to tell someone bad

news. For example, you have just had a very bad day at work, but you don't feel like

talking about it. So if someone asks you about your day, you just say that everything was

fine.  
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5.Lying to make someone feel good: Often we stretch the truth to make someone feel

good. For example, your friend cooks dinner for you, but it tastes terrible. Do you say so?

No. You probably say, "Mmm, this is delicious!"  

Appendix 5 – Immediate Posttest on Short-term Vocabulary Comprehension

Read the cloze passage and choose the best answer!  

Pablo Picasso was born in Malaga, Spain in 1881. His father was a drawing teacher, and

Pablo became his father's pupil and at the age of 13, he ….(1)… his first ... (2) .... His

family moved to Barcelona in 1895 where Pablo joined an art academy. As a young man, 

he took interest in masterpieces of famous artists ... (3) ... El Greco and de Goya. In 1901, 

a close friend of Picasso shot himself, which had a great ... ( 4 ) ... on Pablo. He was very

sad and began painting his pictures in grey and blue tones instead of bright, ... (5) ... 

colours. This part of his career is called his Blue Period.  

1. A) talked   B) gave away  C) distributed   D) held  

2. A) show   B) exhibition   C) concert   D) gallery

3. A) if   B) like   C) then   D) both  

4. A) focus   B) invitation  C) dependence  D) impact  

5. A) special   B) acceptable  C) vivid   D) vague  

One important discovery in the middle of the 1850s made it possible to build modern

skyscrapers .... (1) ... the Industrial Revolution, brick and stone walls carried the weight

of buildings .... (2) ... each floor was very heavy, it was impossible to build very high
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houses. In the middle of the 19th century steel ... (3) ... an important building material. 

This metal was ... (4) ... and light. Architects could now construct a steel skeleton to

support very tall buildings. Chicago's Home Insurance Company Building was ten stories

tall and the first skyscraper ... (5) ... such a steel construction.  

1. A) After   B) While  C) During   D) Before

2. A) Although B) Yet    C) As   D)So  

3. A) is becoming B) has become  C) becomes  D) became  

4. A) strong  B) cheap   C) weak  D) tiny  

5. A) use  B) to use   C) used   D) using

  

Houses are buildings that people can live, eat and sleep in. They …(1) …you from

dangers and bad weather. Most houses show the lifestyles, traditions and cultures of the

people who live in them. Homes and houses have different …(2) …and sizes. They are

built of different materials that depending on the climate of the area you live in. Long

ago, people …(3) …homes with whatever building materials that they had. In Africa and

some islands of the South Pacific they used grass or leaves that grew nearby. In the south-

western part of the United States the Pueblo Indians used sun-dried bricks to build …(4)

…houses. In the northern part of North America and in northern Europe wood …(5)…

the main building material for many centuries  

1. A) work   B) analyze   C) protect   D) stick  

2. A) perspectives  B) shapes   C) calls   D) windows  

3. A) built   B) are building  C) have built   D) build  
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4. A) our   B) your   C) their   D) her  

5. A) will be   B) is    C) was   D) has been  

Monuments are objects or buildings that have been created to honor an important person

or a historic event that happened. People have built monuments for thousands of years. In

many cases they are ..... (1) ..... of ancient civilizations, like the pyramids of ancient

Egypt. These monuments were so ..... (2) ..... that it took thousands of people to build

them. During the past two hundred years monuments ..... (3) ..... famous ..... (4) ..... of

cities. The Statue of Liberty in New York ..... (5) ..... immigrants who came to the New

World from Europe. The Eiffel Tower in Paris was built at the entrance of the 1889

World Fair.  

1. A) history  B) symbols  C) gifts   D) stories  

2. A) small   B) important   C) large   D) heavy  

3. A) were becoming  B) become   C) became   D) have become  

4. A) towels   B) halls   C) landmarks   D) legends  

5. A) welcomed B) will welcome  C) was welcoming  D) was welcomed  

Choose the appropriate word or word phrase to complete the sentences. 

1. It is strange that the Americans, who calculate so carefully on the possibilities of

military victory, do not realize that in the process they are ---- to deep psychological and

political defeat.  

a) excluded
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b) involved

c) exposed

d) responded  

e) extolled  

2. Since my brother is not experienced in computers I have ---- all important files in case

he may delete any of them.  

a) made for

b) taken for  

c) backed up

d) passed away  

e) come about

3. Whether you are in love with her or not, I will never ---- to this marriage. 

a) approve  

b) consent

c) evacuate  

d) argue

e) decline  

4. The police officer confessed that shooting the burglar was a(n) ---- made decision and

he regretted that.  

a) instinctively

b) dramatically

c) caringly
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d) approximately

e) mercifully  

5. G. Bell's ---- knowledge of the nature of sound enabled him to conjecture the

possibility of transmitting multiple messages over the same wire at the same time. 

a) exuberant

b) restrictive

c) extensive  

d) numerous  

e) disgraceful

6. Until he won a great amount of money from the lottery, he had been living in ---- for

more than 30 years

a) powder  

b) temptation  

c) welfare

d) poverty

e) vacancy

7. If you are late to the meeting, it will be really difficult to ---- the subjects which have

been discussed. 

a) look for

b) play down

c) give for

d) drop in  
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e) catch up with

8. Your lawyer’s being present in the court room is ---- since he may prevent your chance

of being misdirected. 

a) flexible

b) hostile

c) official

d) critical  

e) mutual

9. When the U.S. and England proclaimed war against Iraq, the anti war protesters all

around the world ---- practically all the roads to the famous squares. 

a) took over  

b) blocked off  

c) passed away

d) turned over

e) set up

10. Working at a box office, I was told that selling forty tickets a day was ----, but when I

sold more than fifty I would get an extra payment.  

a) restrictive

b) satisfactory

c) delicate  

d) considerate  

e) denial
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Appendix 6 – Immediate Posttest on Short-term Vocabulary Production

1.  

The US housing m----- is changing. A few years ago, Americans wanted large houses

with big b--------, even bigger kitchen and several bedroom. Now h------ buyers are

changing their m---- and choosing smaller houses. Buyers are also looking for houses that

have "green technology". This technology c---- less to run and is safer for thee----------. 

For example buyers are looking for windows that are c----- with special g------ to keep the

cold outside and the heat inside. They also want kitchen a--------- like ovens and

refrigerators that are energy e--------. Another change is that house builders are now

building houses with kitchens that also f------ as family rooms and that serve then---- of

modern lifestyles.in some new kitchen for example you can find s-----that are used for

charging laptops cellphones and MP3 players as well as areas for rice cookers

microwaves and coffee makers. Finally homebuyers no longer want a second f----. They

want their new houses to have only one floor without stairs. As Americans get older they

w----about falling down the stairs and hurting themselves.  

2.  

In very cold c------- people get around using sleds p----- by strong dogs. Usually eight to

ten dogs are paired up in teams of two. Then they are h----- up to a sled. The sled driver

also called the musher, s---- on the sled and guides the dogs through the snow. While
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most people c------- riding on a dog sled a sport some people still use dog sleds to c----

firewood or food to rural areas.  

In Bangkok Thailand the Sky Train is a popular w--to travel. The Sky Train is an electric-

powered train that c------ people above the city. The traffic in Bangkok is very bad so the

Sky Train is the f------ and cleanest way to travel. The Sky Train can transport 50000

people per hour and it offers air conditioned clean trains to r---.  

If you are c-------- about pollution from cars, trains and buses c---- out some old but

environmentally forms oft-------------.  

In Venice, Italy, people use boats c----- gondolas to get around. Gondolas are just like

taxis except they travel on w---- instead of land. The gondolier or driver u---an oar to

guide the gondola through the water. Gondoliers also sing or play a musical i¬-------- if

you pay them extra money.  

3.  

Always be c------about giving out your personal information. Never e---- your name , 

address, or telephone number on a website until you are sure you understand its p¬-----

policy. Make sure they will not give your information to anyone else. Also be on g----

when you are asked to fill out a form for an online contest or promotion. The people c----

----- this information might use it to try to sell things to you in the future. Most

importantly never give your p-------- to anyone online even if the website is s-----. Your

password is the key to all your personal information for that website so you should keep
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it p------. Don't ever reply to spam those u-------emails about things like weight loss. 

Investment opportunities or work at home schemes. In fact you should probably d-----

these kinds of emails before you open them. If you r---- to a spam email you risk getting

more spam once the "spammers" find out you are a real person.  

Can you i------ living life without the Internet? How would we keep int---- with our

friends do r------- for homework buy things or read the latest news? While the Internet p--

----- hours of fun it is also possible that some of the people you d--- with online may try

to take a--------of you.  

Another kind of online t----- is more embarrassing than it is dangerous. Be sure to avoid

posting personal information or photos on s----- networking websites. You might not c---

about it now but those party pictures or embarrassing posts will be online for years and

future employers could see them. Here something to think about: if it's on the Internet it's

p-----. That means anyone can look at it, including your grandmother!

4.  

Do you enjoy nature? You might visit the Giant's Causeway in Bushmills Northern

Ireland. The Giant's Causeway is m--- up of large rocks. It's called a "causeway" because

the rocks 1--- like a raised road over the water. The rocks are about 60 million years old. 

The rocks were put there by nature, but an Irish f--- story says that Irish hero Finn

McCool built the causeway to go f---- huge giant in Scotland. This spot has been a p------



136

place with tourists for hundreds of years. Take a helicopter ride to get a great v--- of the

causeway.  

Are you tired of doing the s----thing for vacation? Next time you p--- a vacation think

about one of these nontraditional vacation i----. If you aren't a----- of high places, take a

special t--- of the Sydney Harbor Bridge in Australia. Guides will help you c---- 440 feet

to the top of the world's largest steel arch bridge. You will be able to feel the steel of this

magnificent bridge with your o--hands. The guides will take a p------ of you at the top of

the bridge.  

Do you enjoy museums? Then c---- out the Edison National Historic Site in New Jersey, 

USA. This is the home and 1--------- of Thomas Alva Edison who i-------the light bulb the

m----- picture camera and the record player. Walk around the beautiful grounds of

Edison's house and take a tour of the chemistry building.  

5.  

You have an i--------- to spend a relaxing Saturday at the beach. But then a friend asks

you to d---- her to an appointment. Your boss asks you to come in and finish a p------. 

Your mother asks you to help c---- up her yard. You p------- say yes even though you

really want to say no. Many people can't say no. they don't want to make their friends f---

bad or feel they can't say no to family. At work some people don't say no because they

don't want to miss an o---------- like the chance to learn something new and interesting. 

But when you say yes to someone else you say no to yourself. People who always say yes



137

b----- tired and sad. Thy may even have am--¬---- and get so upset they can't do anything!

So how do you say no? Here are some ideas:  

When someone asks for a favor say "sorry but I can't this time". A polite answer like this

is nicer than a r--- one like" I don't to do that" it won't make the person angry, and it says

you might help next time.  

Tell the person you have another commitment- that you said you would do something

else. This show that you take your commitments seriously.  

Say "I don't want to say I'll do something if I don't have time do my b---". This shows that

you want to help, but only when you can do and o---------- job.  

Appendix 7 –Delayed Posttest on Long-term Vocabulary Comprehension

Choose the appropriate word or word phrase to complete the sentences. 

1. If you are late to the meeting, it will be really difficult to ---- the subjects which have

been discussed. 

a) look for

b) play down

c) drop in

d) give for

e) catch up with

2. Since my brother is not experienced in computers I have ---- all important files in case

he may delete any of them.  
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a) taken for

b) passed away

c) backed up

d) made for

e) come about

3. Whether you are in love with her or not, I will never ---- to this marriage. 

a)  decline

b) consent

c) approve

d) argue

e) evacuate

4. G. Bell's ---- knowledge of the nature of sound enabled him to conjecture the

possibility of transmitting multiple messages over the same wire at the same time. 

a) extensive

b) restrictive

c) numerous

d) exuberant

e) disgraceful

5. Until he won a great amount of money from the lottery, he had been living in ---- for

more than 30 years

a) vacancy

b) powder
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c) welfare

d) poverty

e) temptation

6. Your lawyer’s being present in the court room is ---- since he may prevent your chance

of being misdirected. 

a) critical

b) mutual

c) official

d) hostile

e) flexible

7. The police officer confessed that shooting the burglar was a(n) ---- made decision and

he regretted that.  

a) instinctively

b) mercifully

c) caringly

d) approximately

e) dramatically

8. When the U.S. and England proclaimed war against Iraq, the anti war protesters all

around the world ---- practically all the roads to the famous squares. 

a) blocked off

b) turned over

c) passed away
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d) took over

e) set up

9. It is strange that the Americans, who calculate so carefully on the possibilities of

military victory, do not realize that in the process they are ---- to deep psychological and

political defeat.  

a) responded

b) extolled

c) exposed

d) excluded

e) involved

10. Working at a box office, I was told that selling forty tickets a day was ----, but when I

sold more than fifty I would get an extra payment.  

a) considerate

b) satisfactory

c) restrictive

d) delicate

e) denial

Read the cloze passage and choose the best answer!  

Pablo Picasso was born in Malaga, Spain in 1881. His father was a drawing teacher, and

Pablo became his father's pupil and at the age of 13, he ….(1)… his first ... (2) .... His

family moved to Barcelona in 1895 where Pablo joined an art academy. As a young man, 

he took interest in masterpieces of famous artists ... (3) ... El Greco and de Goya. In 1901, 
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a close friend of Picasso shot himself, which had a great ... ( 4 ) ... on Pablo. He was very

sad and began painting his pictures in grey and blue tones instead of bright, ... (5) ... 

colours. This part of his career is called his Blue Period.  

1. A) talked   B) held   C) distributed   D) gave away  

2. A) gallery   B) show   C) concert   D) exhibition  

3. A) like   B) if    C) then   D) both  

4. A) focus   B) impact   C) dependence  D) invitation  

5. A) acceptable  B) special   C) vivid   D) vague  

One important discovery in the middle of the 1850s made it possible to build modern

skyscrapers .... (1) ... the Industrial Revolution, brick and stone walls carried the weight

of buildings .... (2) ... each floor was very heavy, it was impossible to build very high

houses. In the middle of the 19th century steel ... (3) ... an important building material. 

This metal was ... (4) ... and light. Architects could now construct a steel skeleton to

support very tall buildings. Chicago's Home Insurance Company Building was ten stories

tall and the first skyscraper ... (5) ... such a steel construction.  

1. A) After   B) Before   C) During   D) While  

2. A) As   B) Yet    C) Although   D)So  

3. A) has become  B) becomes   C) is becoming  D) became  

4. A) weak   B) cheap   C) strong   D) tiny  

5. A) using   B) to use   C) used   D) use  

  



142

Houses are buildings that people can live, eat and sleep in. They …(1) …you from

dangers and bad weather. Most houses show the lifestyles, traditions and cultures of the

people who live in them. Homes and houses have different …(2) …and sizes. They are

built of different materials that depending on the climate of the area you live in. Long

ago, people …(3) …homes with whatever building materials that they had. In Africa and

some islands of the South Pacific they used grass or leaves that grew nearby. In the south-

western part of the United States the Pueblo Indians used sun-dried bricks to build …(4)

…houses. In the northern part of North America and in northern Europe wood …(5)…

the main building material for many centuries  

1. A) work   B) analyze   C) protect   D) stick  

2. A) perspectives  B) shapes   C) calls   D) windows  

3. A) built   B) are building  C) have built   D) build  

4. A) our   B) your   C) their   D) her  

5. A) will be   B) is    C) was   D) has been  

Monuments are objects or buildings that have been created to honor an important person

or a historic event that happened. People have built monuments for thousands of years. In

many cases they are ..... (1) ..... of ancient civilizations, like the pyramids of ancient

Egypt. These monuments were so ..... (2) ..... that it took thousands of people to build

them. During the past two hundred years monuments ..... (3) ..... famous ..... (4) ..... of

cities. The Statue of Liberty in New York ..... (5) ..... immigrants who came to the New



143

World from Europe. The Eiffel Tower in Paris was built at the entrance of the 1889

World Fair.  

1. A) symbols   B) history   C) gifts   D) stories  

2. A) small   B) important   C) large   D) heavy  

3. A) became   B) become   C) were becoming  D) have become  

4. A) towels   B) halls   C) landmarks   D) legends  

5. A) was welcomed  B) will welcome  C) was welcoming  D) welcomed  
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Appendix 8 –Delayed Posttest on Long-term Vocabulary Production

1.  

If you are c-------- about pollution from cars, trains and buses c---- out some old but

environmentally forms oft-------------.  

In Venice, Italy, people use boats c----- gondolas to get around. Gondolas are just like

taxis except they travel on w---- instead of land. The gondolier or driver u---an oar to

guide the gondola through the water. Gondoliers also sing or play a musical i¬-------- if

you pay them extra money.  

In Bangkok Thailand the Sky Train is a popular w--to travel. The Sky Train is an electric-

powered train that c------ people above the city. The traffic in Bangkok is very bad so the

Sky Train is the f------ and cleanest way to travel. The Sky Train can transport 50000

people per hour and it offers air conditioned clean trains to r---.  

In very cold c------- people get around using sleds p----- by strong dogs. Usually eight to

ten dogs are paired up in teams of two. Then they are h----- up to a sled. The sled driver

also called the musher, s---- on the sled and guides the dogs through the snow. While

most people c------- riding on a dog sled a sport some people still use dog sleds to c----

firewood or food to rural areas.  

2.  
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The US housing m----- is changing. A few years ago, Americans wanted large houses

with big b--------, even bigger kitchen and several bedroom. Now h------ buyers are

changing their m---- and choosing smaller houses. Buyers are also looking for houses that

have "green technology". This technology c---- less to run and is safer for thee----------. 

For example buyers are looking for windows that are c----- with special g------ to keep the

cold outside and the heat inside. They also want kitchen a--------- like ovens and

refrigerators that are energy e--------. Another change is that house builders are now

building houses with kitchens that also f------ as family rooms and that serve then---- of

modern lifestyles.in some new kitchen for example you can find s-----that are used for

charging laptops cellphones and MP3 players as well as areas for rice cookers

microwaves and coffee makers. Finally homebuyers no longer want a second f----. They

want their new houses to have only one floor without stairs. As Americans get older they

w----about falling down the stairs and hurting themselves.  

  

3.  

Are you tired of doing the s----thing for vacation? Next time you p--- a vacation think

about one of these nontraditional vacation i----. If you aren't a----- of high places, take a

special t--- of the Sydney Harbor Bridge in Australia. Guides will help you c---- 440 feet

to the top of the world's largest steel arch bridge. You will be able to feel the steel of this
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magnificent bridge with your o--hands. The guides will take a p------ of you at the top of

the bridge.  

Do you enjoy nature? You might visit the Giant's Causeway in Bushmills Northern

Ireland. The Giant's Causeway is m--- up of large rocks. It's called a "causeway" because

the rocks 1--- like a raised road over the water. The rocks are about 60 million years old. 

The rocks were put there by nature, but an Irish f--- story says that Irish hero Finn

McCool built the causeway to go f---- huge giant in Scotland. This spot has been a p------

place with tourists for hundreds of years. Take a helicopter ride to get a great v--- of the

causeway.  

Do you enjoy museums? Then c---- out the Edison National Historic Site in New Jersey, 

USA. This is the home and 1--------- of Thomas Alva Edison who i-------the light bulb the

m----- picture camera and the record player. Walk around the beautiful grounds of

Edison's house and take a tour of the chemistry building.  

4.  

You have an i--------- to spend a relaxing Saturday at the beach. But then a friend asks

you to d---- her to an appointment. Your boss asks you to come in and finish a p------. 

Your mother asks you to help c---- up her yard. You p------- say yes even though you

really want to say no. Many people can't say no. they don't want to make their friends f---

bad or feel they can't say no to family. At work some people don't say no because they

don't want to miss an o---------- like the chance to learn something new and interesting. 
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But when you say yes to someone else you say no to yourself. People who always say yes

b----- tired and sad. Thy may even have am--¬---- and get so upset they can't do anything!

So how do you say no? Here are some ideas:  

  

When someone asks for a favor say "sorry but I can't this time". A polite answer like this

is nicer than a r--- one like" I don't to do that" it won't make the person angry, and it says

you might help next time.  

Tell the person you have another commitment- that you said you would do something

else. This show that you take your commitments seriously.  

Say "I don't want to say I'll do something if I don't have time do my b---". This shows that

you want to help, but only when you can do and o---------- job.  

5.  

Can you i------ living life without the Internet? How would we keep int---- with our

friends do r------- for homework buy things or read the latest news? While the Internet p--

----- hours of fun it is also possible that some of the people you d--- with online may try

to take a--------of you.  

Always be c------about giving out your personal information. Never e---- your name , 

address, or telephone number on a website until you are sure you understand its p¬-----

policy. Make sure they will not give your information to anyone else. Also be on g----
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when you are asked to fill out a form for an online contest or promotion. The people c----

----- this information might use it to try to sell things to you in the future. Most

importantly never give your p-------- to anyone online even if the website is s-----. Your

password is the key to all your personal information for that website so you should keep

it p------. Don't ever reply to spam those u-------emails about things like weight loss. 

Investment opportunities or work at home schemes. In fact you should probably d-----

these kinds of emails before you open them. If you r---- to a spam email you risk getting

more spam once the "spammers" find out you are a real person.  

Another kind of online t----- is more embarrassing than it is dangerous. Be sure to avoid

posting personal information or photos on s----- networking websites. You might not c---

about it now but those party pictures or embarrassing posts will be online for years and

future employers could see them. Here something to think about: if it's on the Internet it's

p-----. That means anyone can look at it, including your grandmother!










