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Chapter 1: preliminaries

1.1 Introduction

  Vocabulary knowledge occupies an important position in second

language learning. Many learners of a second or foreign language face

significant problems in vocabulary learning, and worry about how to tackle

the very challenging task of learning many thousands of words. Numerous

attempts have been made to solve some of the challenges facing learners in

reference to vocabulary learning. However, doubts remain over their

effectiveness in improving learners’ vocabulary comprehension and

production. Different teaching approaches, namely those based on

behaviorism and innatism, attempted to lighten the burden of this demanding

task, but they faced significant drawbacks to promote learners’ acquisition of

vocabulary (Song, 2011). Regarding these shortcomings many questions

remain concerning how vocabulary is internalized, and the question of how

to teach vocabulary is still a debatable one.  

One approach which is claimed to be beneficial in coping with the

problems of vocabulary learning is task-based language teaching. Task-

based language teaching (TBLT) is one of the most significant and

prominent approaches in the field of language teaching and learning. TBLT

cannot be considered as a distinct method (Ellis, 2009). This powerful

approach of language teaching has attracted increasing attention from

researchers and teacher educators over the past two decades (Van den

Branden, 2006). Task-based language teaching has appeared in response to

the constraints of the traditional and form-focused models of language

teaching such as the PPP (Presentation, Practice, and Production) approach

(Ellis, 2003). TBLT is a departure from the conventional, strict and teacher-
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controlled models of language instruction (Song, 2011). This approach can

be seen as a clear enhancement of communicative language teaching (CLT), 

emphasizing the role and needs of language learners. TBLT considers

language learning as a progressive and evolving process enhancing

communication and social interaction rather than a product acquired by

practicing language items (Hismanoglu, 2011). In this adaptable approach of

language teaching, tasks are employed as the main pedagogical tool to teach

diverse language elements. Language learning occurs through the process of

completing tasks, and learners master the target language more powerfully

when they are exposed to meaningful task-based activities in a natural way. 

Proponents of task-based language teaching believe that the uptake of

vocabulary, as one of the key elements in second language learning, can be

enhanced by employing proper pedagogical tasks. However, designing

effective pedagogical tasks has always been a huge challenge for second

language (L2) researchers and teachers.  

Numerous definitions of a ‘task’ have been offered (see Ellis, 2003, p. 

4-5). Regarding these various definitions, Ellis (2009, p.223) proposed the

following set of vital criteria for a language-teaching activity to be a task:

1. The primary focus should be on ‘meaning’ (by which is meant that

learners should be mainly concerned with processing the semantic and

pragmatic meaning of utterances). 

2. There should be some kind of ‘gap’ (i.e. a need to convey

information, to express an opinion or  to infer meaning). 

3. Learners should largely have to rely on their own resources

(linguistic and non-linguistic) in order to complete the activity. 
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4. There is a clearly defined outcome other than the use of language

(i.e. the language serves as the means for achieving the outcome, not as an

end in its own right). 

Current second language (L2) instruction research has encouraged the use of

different tasks in (L2) classrooms. Task-based language teaching provides

learners with access to both explicit and implicit learning experience. It has

the ability to integrate meaning-focused communication with form-focused

instruction. However, the positive impact of utilizing different task types on

vocabulary learning is still open to question. The fact that this debate over

the effectiveness of diverse task types in promoting vocabulary uptake

remains unresolved indicates a need for further examination and research in

this regard. The present study attempts to investigate whether employing

different task types is positively correlated with the uptake of new

vocabulary items. This research compares the effectiveness of two types of

output-oriented tasks (Word formation task, and Code-mixing task), and two

types of input-oriented tasks (Multiple-choice cloze task, and Gap-filling

task) in second language vocabulary comprehension and production. Here, 

the major concern is whether different types of these 2 groups of tasks make

any significant difference in second language vocabulary learning. It also

aims to answer which of these two groups of task (input-oriented and output-

oriented tasks) leads to greater gains of knowledge in comprehension and

production of the target words.  

1.2 Statement of the Problem

“Vocabulary is a core component of language proficiency, and

provides much of the basis for how well learners speak, listen, read, and

write.” (Richards & Renandya, 2002, p. 255) Vocabulary plays a pivotal role
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in second language learning. However, learning new vocabulary items has

always been a huge challenge for second or foreign language learners.  

A quick review of the research into vocabulary learning reveals that

there is a shortage of research concerning the effectiveness of diverse task

types on promoting learners’ vocabulary uptake. There are a few high

quality studies regarding the impact of different types of tasks on vocabulary

learning, but none of these studies are concerned with comparing the

effectiveness of these tasks (Word formation task, Code-mixing task, 

Multiple-choice cloze task, and Gap-filling task) on improving EFL

learners’ vocabulary comprehension and production. This paucity of

research justifies the need to conduct more studies in this more or less

controversial area. 

Empirical research attempting to examine the impact of different task

types on vocabulary learning has been sparse in Iran, too. The combination

of all the aforementioned points highlights the importance of further studies

in this regard. The purpose of the present study; therefore, is to fill part of

the existing gap in an area in need of further exploration by focusing on

which task type (Multiple-choice cloze task, Gap-filling task, Word

formation task, and Code-mixing task) can best improve learners’

comprehension and production of L2 vocabulary.

1.3 Significance of the Study   

The significance of this study lies in its attempt to examine the

effectiveness of two types of output-oriented tasks (Word formation task, 

and Code-mixing task,) and two types of input-oriented tasks (Multiple-

choice cloze task, and Gap-filling task) on second language vocabulary

comprehension and production. These four task types (Multiple-choice cloze
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task, Gap-filling task, Word formation task, and Code-mixing task) have not

been compared with each other to the best of the  present researchers’

knowledge, and teachers are not sure which of the above four types of task is

more beneficial to enhance learners’ learning of words. 

Revealing the uncovered aspects of the impact of TBLT approach on

vocabulary learning is worth substantial exploration and research. 

Knowledge of how task type may influence vocabulary comprehension and

production can help teachers make more informed decisions as to what kind

of teaching activities to make use of to facilitate L2 learners’ thorny task of

vocabulary development. 

This study can also make a significant theoretical contribution to the

field of L2 vocabulary learning because its findings can be used as evidence

for and against certain theories or approaches to vocabulary learning, 

including learning through meaning-focused input, meaning-focused output, 

and so on. 

1.4 Research Questions  

The present study aims at addressing the following questions:

Q1. Which task type (Multiple-choice cloze task, Gap-filling task, Word

formation task, and Code-mixing task) is more effective on L2 vocabulary

comprehension?

Q2. Which task type (Multiple-choice cloze task, Gap-filling task, Word

formation task, and Code-mixing task) is more effective on L2 vocabulary

production?

Q3. Is there any significant difference between the effect of pedagogical

Input-oriented and Output-oriented tasks on L2 vocabulary comprehension?
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Q4. Is there any significant difference between the effect of pedagogical

Input-oriented and Output-oriented tasks on L2 vocabulary production?  

1.5 Research Hypotheses

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

formulated:

H1. There are no significant differences among the effects of these task

types (Multiple-choice cloze task, Gap-filling task, Word formation task, 

and Code-mixing task) on L2 vocabulary comprehension. 

H2. There are no significant differences among the effect of these task types

(Multiple-choice cloze task, Gap-filling task, Word formation task, and

Code-mixing task) on L2 vocabulary production. 

H3. There is no significant difference between the effect of pedagogical

input-oriented and output-oriented tasks on L2 vocabulary comprehension. 

H4. There is no significant difference between the effect of pedagogical

input-oriented and output-oriented tasks on L2 vocabulary production. 

1.6 Limitations and Delimitations of the Study

In the present study, the following limitations and delimitations

should be taken into account:

1. There are various types of tasks considered as pedagogical tools in task-

based language teaching approach. It was impossible to compare all task

types in one study. Therefore, this study was confined to a limited number of
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selected tasks. This implies that the findings of this study may not be

generalizable to other task types. 

2. Due to time and administration limitation, only 80 language learners

participated in the present study. Therefore, care must be exercised in

generalizing the findings.  

3. The students who participated in this study were male and female. 

Therefore, participants’ gender was not taken into account as a variable in

this study. 

4. The proficiency level of the participants was constrained to intermediate

level. Thus, care should be taken in generalizing the result of the present

study to learners of other proficiency levels. 

5. The present study investigated the effect of different types of task on

students’ vocabulary comprehension and production; this means that the

other language skills (e.g. reading comprehension, listening, speaking, etc.)

were not of concern here. 

6. While participants were carrying out the selected tasks, their performance

could be affected by many different factors including their personality type, 

level of anxiety or motivation, and their learning styles. Additionally, it was

impossible to impose complete control on the students’ probable practice

outside the classroom. 

1.7 Definition of the Key Terms

The key terms and concepts of the present study are theoretically and

operationally defined as follows:
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1.7.1 Task:

  One of the most widespread definitions which reveals all of the

critical features of a ‘task’ is the one provided by Ellis (2003, p.16), who

defines pedagogical tasks in the following way:

A work plan that requires learners to process language pragmatically

in order to achieve an  outcome that can be evaluated in terms of whether

the correct or appropriate propositional   content has been conveyed. To

this end, it requires them to give primary attention to meaning and  to

make use of their own linguistic resources, although the design of the task

may pre-dispose  them to choose particular forms. A task is intended to

result in language use that bears a resemblance, direct or indirect, to the way

language is used in the real world. Like other language  activities, a task

can engage productive or receptive, and oral or written skills and also

various cognitive processes. 

17.2 input-oriented tasks:

In these tasks, language leaning will happen by providing sufficient

and comprehensible input for language learners. Language elements (e.g. 

vocabulary items) are learned through receptive skills which could provide

adequate and intelligible input for learners. Little attention is given to

productive activities, and learners are not asked to use new language

elements in written or spoken format. In the present study, Multiple-choice

cloze and Gap-filling tasks are considered as input-oriented tasks. Students

receive input while performing the tasks. Moreover, they are not supposed to

use new vocabulary items either in a written or spoken form. 
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17.3 Output-oriented Tasks:  

In these tasks, language elements will be taught through productive

activities, and less attention is given to receptive activities. When vocabulary

learning is in focus, vocabulary items are taught through productive

activities, and the teacher asks learners to use an item either in spoken or

written form. In the present study, Word formation and Code- mixing tasks

are regarded as output-oriented tasks. Students are required to use and

produce new vocabulary items in written form. 

1.7.4 Task-based language Teaching:  

   Task-based language teaching is defined by Richards and Schmidt

(2002, p. 540) as “A teaching approach based on the use of communicative

and interactive tasks as the central units for the planning and delivery of

instruction. Task-based language teaching is an extension of the principles of

Communicative language teaching”. TBLT requires learners to perform the

assigned tasks in real world situations or as closely as possible to real world

use (Ellis, 2003). 

1.7.5 Vocabulary Comprehension:  

Richards and Schmidt (2002) consider vocabulary comprehension as

“the total number of words a person understands, either in reading or

listening (p.447)”. For the purpose of the present study, vocabulary

comprehension is operationally defined and measured as the scores of the

participants on a vocabulary comprehension test (Multiple- choice

vocabulary test).   
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1.7.6 Vocabulary Production:

According to Segler, Pain and Sorace (2002), vocabulary production

involves what one needs to know about a word in order to use it in speaking

and writing. In this study, vocabulary production is operationally defined

and measured as the participants’ score on a vocabulary production test in

Fill in the blank format.  
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Chapter 2: Review of Related Literature

2.1. Introduction

After development in business arrangements around the world, English

as an international language gain a prominent position in government’s long

termism. Consequently language teaching profession burdens a heavy load of

designing methods and curriculum planning. In early days, to achieve this

purpose, scholars theorize findings of behaviorist psychology in combination

with linguistic findings of structuralism. The result of this combination was

the advent of audiolingualism. The world of language teaching profession has

experienced considerable changes in the last few decades, with a myriad of

pros and cons associated with each. When we first set off the profession

formally in the 1940s with Audiolingualism, we never knew that we were

going to establish a well-framed and strongly-theorized discipline, with strong

theoreticians. In the first part of this chapter, a historical and technical

overview of this evolution will be explained to have a framework at hand for

explaining how task-based language teaching came into existence. In the

second part, an overview of vocabulary learning and the involved processes

and strategies will be touched upon. 

2.2. From Structural Practice to Communicative Use: An Overview

Structural practice of language was dominant during Audiolingualism. 

It was supported by drawing on Pavlov’s findings in behavioral psychology. 

According to Watson (1913), human behavior should be studied objectively, 

rejecting mentalistic notions of innateness and instinct. Watson (1913)

considered the classical conditioning theory as the main reason for all

learning. He asserted that “by the process of conditioning we build stimulus
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response connections, and more complex behaviors are learned by building

up series or chains of responses.” (p.158)

The age of audiolingualism began to wane with Chomsky’s

“Generative Grammar” in the 1960s. We had a shift from Behaviorism to the

role of human mind in language learning. The late 1970s and early 1980s

brought about a revolution in the discipline with the emergence of

Communicative Language Teaching. Richards (2006, p. 6) has divided these

developments into three phases and we will follow his classification:

• Phase 1: traditional approaches (up to the late 1960s)

• Phase 2: classic communicative language teaching (1970s to 1990s)

• Phase 3: current communicative language teaching (late 1990s to the

present. 

2.2.1. Phase 1: Traditional Approaches (Up to the Late 1960s)

In this era, the main mindset of language learning researchers was on

grammatical competence as the basis of language proficiency. Language

learning was believed to take place through rote learning as in repetition of

dialogs, substitution drills, and memorization. Errors were to be avoided

because they were signs of failure and could lead to false learning. 

Audiolingualism and Situational Language Teaching were the methodologies

which best fitted into this framework of grammatical competence. As Richard

and Rodgers (2001) emphasized, in a typical audio-lingual lesson, the

following procedures would be observed:

1. Students first hear a model dialog (either read by the teacher or on tape)

containing key structures that are the focus of the lesson. They repeat each

line of the dialog, individually and in chorus. The teacher pays attention to

pronunciation, intonation, and fluency. Correction of mistakes of
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pronunciation or grammar is direct and immediate. The dialog is memorized

gradually, line by line. A line may be broken down into several phrases if

necessary. The dialog is read aloud in chorus, one half saying one speaker’s

part and the other half responding. The students do not consult their book

throughout this phase. 

2. The dialog is adapted to the students’ interest or situation, through

changing certain key words or phrases. This is acted out by the students.  

3. Certain key structures from the dialog are selected and used as the basis for

pattern drills of different kinds. These are first practiced in chorus and then

individually. Some grammatical explanation may be offered at this point, but

this is kept to an absolute minimum. 

4. The students may refer to their textbook, and follow-up reading, writing, or

vocabulary activities based on the dialog may be introduced. 

5. Follow-up activities may take place in the language laboratory, where

further dialog and drill work is carried out. (Richards & Rodgers, 2001, pp. 

64–65)

Speaking of syllabus, the starting point was chiefly grammar and lists of

vocabulary. As Richards (2006, p.8) suggests, “In a typical lesson according

to this approach, a three-phase sequence, known as the P-P-P cycle, was often

employed: Presentation, Practice and Production.”

2.2.2. Phase 2: Classic CLT (1970s to 1990s)

In the 1970s, a reaction to traditional language teaching approaches

began and soon spread around the world as the fame of older methods such as

Audiolingualism and Situational Language Teaching wane. According to Ek

and Alexander (1980), instead of grading and sequencing the grammar and

vocabulary learners needed to master, it was contended that a syllabus should
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identify the following aspects of language use in order to be able to develop

the learner’s communicative competence:

1. As detailed a consideration as possible of the purposes for which the

learner wishes to acquire the target language; for example, using English for

business purposes, in the hotel industry, or for travel. 

2. Some idea of the setting in which they will want to use the target language;

for example, in an office, on an airplane, or in a store. 

3. The socially defined role the learners will assume in the target language, as

well as the role of their interlocutors; for example, as a traveler, as a

salesperson talking to clients, or as a student in a school. 

4. The communicative events in which the learners will participate: everyday

situations, vocational or professional situations, academic situations, and so

on; for example, making telephone calls, engaging in casual conversation, or

taking part in a meeting. 

5. The language functions involved in those events or what the learner will be

able to do with or through the language; for example, making introductions, 

giving explanations, or describing plans

6. The notions or concepts involved, or what the learner will need to be able

to talk about; for example, leisure, finance, history, religion. 

7. The skills involved in the “knitting together” of discourse: discourse and

rhetorical skills; for example, storytelling, giving an effective business

presentation. 

8. The variety or varieties of the target language that will be needed, such as

American, Australian, or British English, and the levels in the spoken and

written language which the learners will need to reach. 

9. The grammatical content that will be needed. 

10. The lexical content, or vocabulary, that will be needed
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As you can see in these items, in order to use language communicatively, the

role of communicative competence was emphasized. This was a broader

concept than grammatical competence, and included knowing what to say and

how to say it appropriately based on the situation, the participants and their

roles and intentions. Traditional grammatical and vocabulary syllabuses and

teaching methods did not include information of this kind. 

2.2.3. Phase 3: Current Communicative Language Teaching (Late 1990s

to the Present)

CLT views “the language learner as a partner in learning; they

encourage learner participation in communicative events and self-assessment

of progress.” (Savignon, 1991, p. 273) Methodologists advise learners to take

communicative risks and to focus on the development of learning strategies. 

Traditional methodologies neglected social context in both language teaching

and language acquisition research and did not pay attention to communicative

competence as a goal for learners. Savignon (ibid) suggests that “the

description and explanation of the differential competence that invariably

results must include an account of this interaction.” (p. 273)

Richards (2006, p.22) lists ten core assumptions of the current trends in CLT:

1. Second language learning is facilitated when learners are engaged in

interaction and meaningful communication. 

2. Effective classroom learning tasks and exercises provide opportunities for

students to negotiate meaning, expand their language resources, notice

how language is used, and take part in meaningful interpersonal exchange

3. Meaningful communication results from students processing content that

is relevant, purposeful, interesting, and engaging
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4. Communication is a holistic process that often calls upon the use of several

language skills or modalities. 

5. Language learning is facilitated both by activities that involve inductive or

discovery learning of underlying rules of language use and organization, as

well as by those involving language analysis and reflection

6. Language learning is a gradual process that involves creative use of

language, and trial and error. Although errors are a normal product of

learning, the ultimate goal of learning is to be able to use the new language

both accurately and fluently

7. Learners develop their own routes to language learning, progress at

different rates, and have different needs and motivations for language

learning

8. Successful language learning involves the use of effective learning and

communication strategies

9. The role of the teacher in the language classroom is that of a facilitator, 

who creates a classroom climate conducive to language learning and

provides opportunities for students to use and practice the language and to

reflect on language use and language learning

10.The classroom is a community where learners learn through collaboration

and sharing. 
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2.3. Content-Based Instruction (CBI)

Content refers to the information that we learn or communicate through

language rather than the language itself. In traditional approaches to language

teaching, content is selected after other decisions have been made. In other

words, grammar, texts, skills, functions, etc., are the starting point in planning

the lesson or the course book, and after these decisions have been made, 

content is selected. Content-based teaching, as Grabe and Stoller (1997)

suggest, starts from a different starting point. Decisions about content are

made first, and other kinds of decisions concerning grammar, skills, 

functions etc., are made later. 

According to Richards (2006, p. 28), content-based instruction is based

on the following assumptions about language learning

• People learn a language more successfully when they use the language as a

means of acquiring information, rather than as an end in itself

• CBI better reflects learners’ needs for learning a second language

• Content provides a coherent framework that can be used to link and

develop all of the language skills. 

2.4. Task-Based Instruction (TBI)

Task-based instruction, or TBI (also known as task-based teaching), is

another methodology that can be considered as developing from a focus on

classroom processes. Advocates of TBI claim that language learning will

result from creating the right kinds of interactional processes in the classroom, 

and the best way to create these is to use specially designed instructional tasks

(Skehan, 2003). Scholars also argue that grammar and other dimensions of

communicative competence can be developed as a by-product of engaging
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learners in interactive tasks. Task-based instruction, however, makes strong

claims for the use of tasks and sees them as the primary unit to be used, both

in planning teaching (i.e., in developing a syllabus) and in classroom teaching

(Swan, 2005; Brown, 2007).  

The notion of task consists of some key characteristics. Nunan (1989) lists

them as follows

• It is something that learners do or carry out using their existing language

resources

• It has an outcome which is not simply linked to learning language though

language acquisition may occur as the learner carries out the task

• It involves a focus on meaning

• In the case of tasks involving two or more learners, it calls upon the

learners’ use of communication strategies and interactional skills (p. 32). 

Willis (1996, p.130) also proposes six types of tasks as the basis for TBI

1. Listing tasks: For example, students might have to make up a list of things

they would pack if they were going on a beach vacation

2. Sorting and ordering: Students work in pairs and make up a list of the most

important characteristics of an ideal vacation

3. Comparing: Students compare ads for two different supermarkets

4. Problem-solving: Students read a letter to an advice columnist and suggest

a solution to the writer’s problems

5. Sharing personal experience: Students discuss their reactions to an ethical

or moral dilemma

6. Creative tasks: Students prepare plans for redecorating a house. 
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2.5. Syllabus Design: Three Approaches

Before defining task-based language teaching, we will have a quick

overview of different approaches to this type of syllabus. Long and Crookes

(1992) consider three syllabus types for TBLT which appeared in the 1980s:

(a) the procedural syllabus, (b) the process syllabus, and (c) the task syllabus. 

2.5.1. The Procedural Syllabus

This type of syllabus which was proposed from 1974 to 1984 is mostly

concerned with the classroom processes which stimulate learning. It consists

not of a list of items determined through some form of linguistic analysis, not

of a description of what learners will be able to do at the end of a course of

study, but of the specification of the tasks and activities in which learners will

engage in class (Nunan, 1988).The procedural syllabus is closely associated

with names like Prabhu and the Bangalore Project. In clarifying his views, 

Prabhu stated:

… The issue was thus one of the natures of grammatical knowledge to be

developed: if the desired form of knowledge was such that it could operate

subconsciously, it was best for it to develop subconsciously as well. (Prabhu, 

1987, p. 14-15)

He further argues that:

… while the conscious mind is working out some of the meaning-content, a

subconscious part of the mind perceives, abstracts, or acquires (or recreates, 

as a cognitive structure) some of the linguistic structuring embodied in those

entities, as a step in the development of an internal system of rules. (ibid, p. 

59-60)
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There are, however, some criticisms to the Bangalore Project; Nunan (1988, 

p. 44) holds that: “... the focus is exclusively on learning processes and there

is little or no attempt to relate these processes to outcome.”  

2.5.2. The Process Syllabus

The early rationale for the process syllabus was mainly educational and

philosophical, not primarily a psycholinguistic one. A process syllabus

focuses on the whole learning process and seeks to address the overall

question of “who does what with whom, or what subject matter, with what

resources, when, how, and for what learning purpose(s).” (Breen 1984, p. 

56)The concern is with the learner and learning rather than with language or

language learning, with the assumption being that learning is the product of

negotiation, which in turn drives learning

The process approach as Candlin (1984, P.30) suggested “characterizes

syllabus as specification and planning of what is to be learned in terms of

ways of knowing, interpreting knowledge, and engaging in knowledge.” Here, 

the emphasis is on interactive and problem-solving aspects of language

learning which are embodied in processes. This, obviously, is contrary to

what was practiced before as the achievement of narrowly predetermined

states of knowledge This kind of syllabus requires the learner to involve in

deciding the task objectives, content and methodology. This is in contrast to

the procedural syllabus, where the tasks are carefully controlled and the

learner is given little choice in the tasks, or how to go about them (White &

Robinson, 1995)

However, the process syllabus has been criticized for a number of

reasons, one of which is “concerning the high degree of autonomy required of

the learner in negotiating task content.” (Finney, 2002, p. 73)This expectation
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makes great demands on the learner’s linguistic competence, and the teacher’s

competence in facilitating this negotiation (White, 1988). Another

shortcoming for the implementation of the process syllabus is that of cultural

barriers as teacher-learner negotiations may threaten to an unacceptable

degree the traditional role relationships in the language classroom in some

cultures (Long & Crookes 1993). 

2.5.3. The Task Syllabus

TBLT bases arguments for an analytic syllabus on what is known about

the processes involved in second language learning (Long & Crookes 1993). 

The basic rationale for TBLT derives from SLA research particularly

descriptive and experimental studies comparing tutored and naturalistic

learning. Results suggest that formal instruction (a) has no effect on

developmental sequences, (b) has a positive effect on the use of some learning

strategies, as indicated by the relative frequencies of certain error types in

tutored and untutored learners, (c) clearly improves the rate of learning, and

(d) probably improves the ultimate level of SL attainment (Doughty 1991;

Long, 1988). This view, as it is the central focus of this study, will be further

explained in the rest of the chapter. 

2.6. Task-Based Language Teaching

In the 1970s, the assumption seemed to be that it was not enough in

language teaching to focus only on language structure, but that this needed to

be accompanied by a concern to develop the capacity to express meanings

(Widdowson, 1978).  

In this regard Skehan (2003, p.1) argues:
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At the same time as these pedagogic developments, there was also

considerable growth in the relatively new (research-based) field of second

language acquisition, where a similar (but  stronger) underlying claim was

made − that naturalistic exposure to and use of language were  prerequisites

for development, but with some slightly different emphases – that

naturalistic use has to come first and is necessary to drive forward

interlanguage, i.e., the structural development of language. 

While, as mentioned before, in the 1970s and the early 1980s, 

researchers were thrilled by the assumptions that the CLT brought, a few

years later, as Skehan (ibid) puts it, two major developments occurred. First, 

the term communicative activity was replaced by task; and, second, the weak

and strong versions of the task-based approach were introduced. 

TBLT was based on the constructivist theory of learning and

communicative language teaching methodology that emerged in response to

some constraints of the traditional PPP approach, denoted by the process of

presentation, practice, and performance (Ellis, 2003; Long & Crookes, 1992). 

It was during the 1990s, when TBLT developed into a comprehensive

structure for the communicative classroom where learners did task-based

activities via cycles of pre-task preparation, task performance, and post-task

feedback via language focus (Skehan, 1996; Willis, 1996). 

Task-based approach in second language teaching was first used by

Prabhu, who published the Bangolore research report in 1982 and advanced

the concept of task-based approach (Nunan, 1988). Researchers involved in

task-based approach have internalized experience from language research, 

language learning research and foreign language acquisition research, and it is

getting more and more mature together with them. Its functions and values in

constructing learner-centered classrooms and language learning contexts, 
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giving learners the chance to communicate and interact, and enhancing

learners’ ability to deploy the target language and sort out communicative

problems were highly appreciated and recognized by researchers in the area

of language teaching (zhu, 2009).  

Nunan (2004, p.1) lists some major principles and practices of TBLT:

• A needs-based approach to content selection. 

• An emphasis on learning to communicate through interaction in the

target language

• The introduction of authentic texts into the learning situation

• The provision of opportunities for learners to focus not only on

language but also on the learning process itself

• An enhancement of the learner's own personal experiences as important

contributing elements to classroom learning

• The linking of classroom language learning with language use outside

the classroom. 

2.7. Defining task

Task-based language teaching is considered as a powerful approach for

maximizing language learning and teaching, which employs tasks as its main

pedagogical tools to structure language teaching. Activities which foster real

communication are of most prominence in language learning. In TBLT, 

learners are to use language to perform meaningful tasks and, thus, language

which is meaningful to learners can pave the way for the learning process

(Willis, 1996).  

The task-based approach to language teaching and learning promotes

learning language and skills in the process of performing tasks in which
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teachers are both instructors and guides and learners are both receivers and

main agents. It is via TBLT that learners will master how to make full use of

their own communicative abilities to shift from L1 to the target language. It

presents a chance for them to learn cooperatively and activates their probable

abilities to employ and deal with the target language in a professional way

(zhu, 2009). As Larsen-Freeman (2000) states, since language learners make

an effort to perform a task, they have the opportunity to interact with their

peers. It is this interaction that is assumed to ease language acquisition in that

learners are to try to comprehend each other and to present their own

meaning. 

  In defining task, we should draw a distinction between real-world tasks

and pedagogical tasks, where the former refers to the tasks which the learner

could possibly be required to carry out in the real world, and the latter refers

to the tasks which would be highly unlikely for the learner to perform outside

the language classroom (Rashtchi &Keyvanfar, 2007). Although Pedagogic

tasks seem to be of little real-world value, Widdowson (1987) argues that they

“can be thought of as an investment to be drawn on to meet unpredictable

communicative needs.” (p. 68)

  Considering task as an educational activity, Nunan (1989,p.10) states

that task is “A piece of classroom work which involves learners in

comprehending, producing or interacting in the target language while their

attention is principally focused on meaning rather than form.” Willis (1996, p. 

53), on the other hand, stresses that task is “a goal-oriented activity in which

learners use language to achieve a real outcome”. 



31

In the same way, Skehan (1998a, p.95) lists features of task as follows:  

1. Meaning is primary;

2. There is some sort of relationship to comparable real-world activities;

3. Task completion has some priority;

4. The assessment of tasks is in terms of outcome. 

Similarly, Ellis (2003) views task as a “work plan” that requires

learners’ cognitive processes via the inclusion of Skehan’s four criteria. Van

den Branden (2006) asserts that definitions of the term task can be divided

into two general principles based on the goals and purposes for which we use

this term.  

• Definitions of “Task” as language learning goal

• Definitions of “Task” as an educational activity

Van den branden (2006, P.4) offers several definitions based on the first

principle. He then summarizes the various definitions of task into the

following definition:

A task is an activity in which a person engages in order to attain an

objective, and which necessitates the use of language. Using language is a

means to an end. By understanding language  input and producing output the

goals that the learner has  in mind can be better achieved. 

Regarding the second principal which considers task as an educational

activity, Richards, Platt and Weber assert that:

…an activity or action which is carried out as the result of processing

or understanding language (i.e. as a response) For example, drawing a map

while listening to a tape, listening to an instruction and performing a

command may be referred to as tasks. Tasks may or may not  involve the

production of language. A task usually requires the teacher to specify what

will be regarded as successful completion of the task. The use of a variety of
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different kinds of tasks in language teaching is said to make language

teaching more communicative ... since it provides a purpose for a classroom

activity which goes beyond the practice of language for its own sake

(Richards, Platt & weber, 1985, p. 289)

Definitions regarding pedagogical tasks vary somewhat, they all

emphasize the fact that pedagogical tasks involve communicative language

use in which the user's attention is focused on meaning rather than

grammatical form. 

To draw a conclusion from these seemingly different definitions of

task, it may be possible to note that despite being various by nature, these

definitions have some common points. Thus, a task is a kind of activity by

which learners would use communicative strategies to carry it out. The type

of discourse emerging from task is aimed to be similar to the one that

emerges naturally in the real world (Ellis, 2000). 

2.8. Characteristics of Task-Based Language Teaching

Although there is a divergence of views among the advocates of task-

based language teaching in relation to the core principles of TBLT, Swan

(2005, p. 26) emphasizes that there is a general agreement among them on the

characteristics listed below:   

• Instructed language learning should mainly contain natural or naturalistic

language use, and the activities are related to meaning rather than

language. 

• Instruction should support learner-centeredness rather than teacher-

centeredness. 

• Because totally naturalistic learning does not normally give rise to target-

like accuracy, engagement is essential to promote the internalization of
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formal linguistic elements while keeping the perceived benefits of a

natural approach. 

• This can be realized best by offering opportunities for focus on the form, 

which will attract students’ attention to linguistic components as they

emerge incidentally in lessons whose main focus is on meaning or

communication. 

• Communicative tasks are especially suitable devices for such an approach. 

• More formal pre- or post-task language study may be beneficial. This may

make contribution to internalization by leading or maximizing familiarity

with formal characteristics during communication. 

• Traditional approaches are unproductive and unsuitable, particularly

where they require passive formal instruction and practice isolated from

communicative work. 

2.9. The Role of the Learner

Defining learner roles is one of the main considerations in TBLT, and

this gives learners a central role in language pedagogy. As Nunan (2004, p. 

14) suggests, “Learner-centeredness has been an influential concept in

language pedagogy for many years, and, like TBLT, it has strong links with

communicative language teaching.” This takes the learners into account at all

levels from initial planning, through implementation, to assessment and

evaluation. Advocates of learner-centered approach to education believe that

learners should be involved and even informed about any stage of learning

and studying they are involved in. As Nunan (2004, p. 65) puts it, learners

must take responsibility for their own learning, developing autonomy and

skills in learning how to learn
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2.10. The Role of the Teacher

Concerning role of the teacher in the class, Borg (2003, p.81) properly

describes teachers as “active, thinking decision-makers who make

instructional choices by drawing on complex, practically-oriented, 

personalized and context-sensitive networks of knowledge, thoughts and

beliefs.” Teachers make their own philosophies by taking into consideration

the needs and the beliefs of learners under the dimension of selection, 

adaptation and presenting tasks. 

According to Breen and Candlin (1980), the teacher has three main

roles in the communicative classroom The first is to act as a facilitator of the

communicative process, the second is to act as a participant, and the third is to

act as an observer and learner. Furthermore, according to Clarke and

Silberstein (1977) “The teacher as teacher is necessary only when the class is

attempting to resolve a language problem, for it is only in this situation that

the teacher is automatically assumed to possess more knowledge than the

students. This role can be minimized if the students’ attack strategies and

reading skills have been effectively developed. If the task is realistic and the

students have learned to adjust their reading strategies according to the task, 

there should be little need for teacher intervention.” (p. 52)

2.11. Approaches to Task-Based Language Teaching

There are three main approaches to TBLT, which are Long’s (1985), 

Skehan’s (1998b), and Ellis’s (2003) approaches. The table below taken from

Ellis (2009, p.225) categorizes these three approaches to TBLT according to

five characteristics: (1) the provision of opportunities for natural language

use; (2) learner-centeredness; (3) focus-on-form; (4) the kind of task; and (5)

the rejection of traditional approaches to language teaching (e.g. PPP)



35

Table 2.1. A comparison of three approaches to TBLT

characteristics Long(1985) Skehan(1998b) Ellis (2003)

Natural language use Yes Yes Yes

Learner-centeredness Yes Yes Not necessarily

Focus on form
Yes-through

Corrective feedback

Yes-mainly

 through pre-task

Yes – in all phases  

of a TBLT lesson

Tasks Yes-unfocused and
focused

Yes-unfocused Yes-unfocused and
focused

Rejection of Traditional
approaches

Yes Yes No

Taken from Ellis (2009, P.225)

As  is  overtly  seen  in  the  table,  what  all  these  three  approaches  have  in  

common  is  that  they  all  stress  the   characteristics of tasks in establishing

contexts for natural language use and that they focus on form. Nevertheless, 

differences in the three approaches are clear-cut regarding how attention to

form is to be achieved, with Long underlining corrective feedback, Skehan

emphasizing task design and pre-task planning, and Ellis a myriad of ways in

all three stages of a task-based lesson. Differences in the three approaches are

also noticeable with respect to (2) (i.e. Ellis does not view group work as a

crucial characteristic), (4) (i.e. While Skehan favors just unfocused tasks, 

Long and Ellis also consider a role for focused tasks), and (5) (While Long

and Skehan regard traditional structural teaching as theoretically

unsupportable, Ellis views it as complementary to TBLT) (Ellis, 2009). 

2.12. Classification of Tasks

In TBLT literature, there are many kinds of task categories. Since

TBLT has been considered as a trend in language teaching, writers have



36

studied it from different perspectives. Prabhu (1987, p.98) provides three task

types in his Bangalore Project:

1. Information-gap activity, which involves a transfer of given information

from one person to another – or from one form to another, or from one

place to another – generally calling for the decoding or encoding of

information from or into language. 

2. Reasoning-gap activity, which involves deriving some new information

from given information through processes of inference, deduction, 

practical reasoning, or a perception of relationships or patterns. 

3. Opinion-gap activity, which involves identifying and articulating a

personal preference, feeling, or attitude in response to a given situation. 

Furthermore, Willis (1996) offers six main types of task that can be

changed in order to be suitable for any topic, and can involve any of the four

language skills. These tasks are: listing, ordering and sorting, comparing, 

problem solving, sharing personal experiences, and creative tasks (Richards &

Rodgers, 2001, p. 234)

Meanwhile, Pica, Kanagy, and Falodun (1993) classify tasks according

to the type of interaction that occurs in task accomplishment and give the

following classification:

• Jigsaw tasks: these tasks involve learners in combining different pieces of

information to form a whole (e.g. three individuals or groups may have

three different parts of a story and have to piece the story together). 

• Information-gap tasks: these are tasks in which one student or group of

students has one set of information and another student or group has a
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complementary set of information. They must negotiate and find out what

the other party’s information is in order to complete an activity

• Problem-solving tasks: students are given a problem and a set of

information. They must arrive at a solution to the problem There is

generally a single resolution of the outcome

• Decision-making tasks: students are given a problem for which there are a

number of possible outcomes and they must choose one through

negotiation and discussion

• Opinion exchange tasks: learners engage in discussion and exchange of

ideas. They do not need to reach agreement

Furthermore, According to Rashtchi and Keyvanfar (2007, p.115) there

are different classifications of task types including the following:

Form-focused activities ( exercises)

Meaning-focused activities ( tasks)
o Focused tasks

Grammatical  
Consciousness-raising

o Unfocused tasks  

Pedagogic tasks ( Interactionally authentic)
o Information-gap
o Opinion-gap
o Reasoning-gap

Target tasks (situationally authentic)

Focused tasks have two objectives: one is to encourage communicative

language use and the other is to encourage learners to use some specific

predetermined linguistic item(s). Focused tasks are of two types:  a
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grammatical task is designed in a way that it can be completed only if learners

use a particular language item. The second type of focused tasks is called

consciousness-raising tasks. In such tasks, the content of activity is language

itself rather than some everyday-life topics or situations. That is, a language

point becomes the subject of the interaction learners are supposed to engage

in. As learners talk about the linguistic item in order to complete the task, they

develop some kind of awareness of how that particular linguistic item works

(Rashtchi & Keyvanfar, 2007, p. 112)

Unfocused tasks can be classified based on the degree of their

similarity to real-life situation. Some tasks correspond to the everyday life of

learners and, thus, they are said to have situational authenticity. On the other

hand, some tasks are rather artificial in the sense that they are unlikely to

happen in everyday life; but, they tend to elicit the kind of language that

corresponds to the language of everyday-life interaction. These kinds of

pedagogic tasks are said to have interactional authenticity. (Nunan, 1991)

2.13. An Overview of Learning Vocabulary

Vocabulary development, in a native or foreign language, is an

ongoing and lifelong process. While L1 vocabulary acquisition is usually

researched in the context of early speech or child literacy, there is no point at

which it terminates. For instance, studies conducted by Carroll (1971), and

Diller (1971) revealed that L1 lexicon continues to increase in size until

middle age and beyond. Similarly, while L2  vocabulary  learning  is  

usually  investigated  as  the  outcome  of  formal  learning  or  intensive

language immersion, virtually any situation facilitates its development at

some  level  of  knowledge  (Singleton,  1999).  To  elaborate  this  claim,  
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new  words  or  new  meanings  and  connotations,  which  are  conjoined  

with  pre-acquired  words,  are  constantly acquired. Thus, the lexicon is

never stable, and is always in a state of fluctuation (Elman, 1995). 

Furthermore,  most  studies  investigate  vocabulary  growth  in  contexts  

where  it  is  likely  to  be  statistically  significant  or  linearly  linked with  

other  factors (Meara, 1996). 

Researchers have proposed different definitions of vocabulary

knowledge, some of which are reviewed here. Many lexical researchers have

mentioned that many types of vocabulary knowledge are necessary to know

a word. Nation (1990), for example, suggests that knowing a word means

knowing its written and spoken forms, its meanings, its grammatical

patterns, its collocations associations, the frequency as well as its register. 

Laufer (1997) reviewed several researchers’ definitions of a word and

summarized a list of word features involved in the learning of a new word, 

including word form, that is, pronunciation and spelling word structure such

as roots, derivations and inflections, its syntactic patterns, its multiple

meanings, metaphorical, affective and pragmatic meanings, its relations with

other words such as synonyms, antonyms, hyponyms, and its common

collocations

Similarly, Gairns and Redman (1986) offered several aspects of

knowing a word—a word’s conceptual meaning, its polysemous meanings, 

its homonyms, its affective meanings its style, register, and dialect, its sense

relations such as synonyms, antonyms, its associations, its L1 translation

equivalents, its multi-word verbs, idioms, collocations its semantic

relations, its grammar and pronunciation. 

Another factor determining a learner’s vocabulary knowledge is how

well the words are known, that is, the depth of vocabulary knowledge. Many
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researchers have stressed the complexity of lexical knowledge, assuming

that how well a word is known is a key component for determining the

structure of the L1 or L2 mental lexicon. 

Actually, vocabulary knowledge is multi-faceted (Schmitt, Schmitt, &

Clapham, 2001), not an all-or-nothing proposition (Melka, 1997). A

prominent distinction separates the breadth and depth of vocabulary

knowledge (Qian, 1999; Read, 2000). Breadth refers to size, or number of

known vocabulary items, while depth refers to their degree of knowledge. 

Depth encompasses many knowledge paradigms, for example the degree of

word familiarity (Wesche & Paribakht, 1996), or the degree to which

associative word knowledge is native-like (e.g., Schmitt, 1998). 

2.14. Approaches to Vocabulary Instruction

Research has shown that there are various approaches to vocabulary

instruction. These approaches, as Hunt and Beglar (2002) argue, are the

following:

2.14.1. Incidental Learning

Some researchers believe that most words in both first and second

languages are probably learned incidentally, through extensive reading and

listening (Nagy, Herman & Anderson, 1985). Nagy, Herman and Anderson

(1985) in their study found that native speakers of English get 10% chance

to learn unfamiliar vocabulary from context. This is said to be the same for

L2 learners. 
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2.14.2. Explicit Instruction

Over the past two decades, a growing body of research has challenged

traditional views regarding the role of direct teaching in vocabulary

development. Numerous studies have documented the positive impact of

direct, explicit vocabulary instruction on both immediate word learning and

longer-term reading comprehension (Baker, Kame’enui & Simmons, 1998;

Beck, McKeown, & Kucan, 2002; Biemiller, 2004; Marzano 2004). 

Biemiller and Boote (2006) found that while rereading stories

improved students’ understanding of word meanings by 12%, an additional

10% gain occurred when word explanations were taught directly during the

reading of the storybook. They suggest that teachers introduce more rather

than fewer word meanings during read-aloud; stating that increasing the oral

vocabulary of students by 400 word meanings per year is a reasonable goal. 

A similar study in England (Cain, 2007), with third grade students

investigated whether or not the use of word explanations (definitions)

facilitated students’ word learning. The investigator found that although

students made gains when explanations were provided for unfamiliar words, 

they made the greatest increases when they explained their own definitions

of the targeted words. 

2.15. Vocabulary Teaching Techniques

In the Audiolingualism era, the only technique for teaching

vocabulary was presenting a list of vocabulary or dictionary for the learners

to memorize. However, in recent years, newer and more creative ways for

teaching vocabulary have been proposed. Many scholars have suggested

various important vocabulary teaching techniques or instructional strategies

such as teaching prefixes, suffixes, and roots, teaching collocations, 



42

polysemous words, words in context, guessing words from context, teaching

culture, translation, songs, and dictionary skills to help students learn

vocabulary. 

Chen (1998) found that, in terms of vocabulary instruction, 30% of

the teachers used example sentences to explain new words; 25% of them

explained new words in both L1 and L2; less than 20 %used prefixes, 

suffixes and roots to explain new words; more than 50% of them encouraged

their students to adopt guessing meanings from context when encountering

unfamiliar words; 40% of them encouraged their students to check up new

words in dictionaries; only few teachers encouraged students to skip new

words and continue reading. 

Since vocabulary may be forgotten if not practiced over and over, 

researchers have proposed a number of activities to help leaners learn and

maintain vocabulary in their minds. Some researchers suggest that games

can be used to arouse students’ interests in practicing previously learned

words. For example, Allen (1983) recommends using game-like activities

and crossword puzzles to let intermediate level students practice words they

have learned. Semantic exercises or activities are another kind of vocabulary

practice activities. They require students to deeply process words, form word

associations, and relate new words with old ones (Sökmen, 1997).Others

(e.g. Liu & Shaw, 2001) believe that vocabulary should be taught in

collocations. 

2.16. Output and Vocabulary Acquisition in SLA

There is a belief that learners’ pushed output can contribute to

vocabulary learning in a number of ways. In this regard, Swain and Lapkin
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(1995) argue that output tasks can lead to the noticing of linguistic

shortcomings, “pushing” learners to modify output. 

2.17. Receptive and Productive Vocabulary Knowledge

As Melka (1997) points out, the process of learning a word usually

progresses from receptive to productive knowledge, starting with a vague

familiarity with the word form and ending with the ability to use the word

correctly in free production. In such a learning process from receptive to

productive knowledge, word comprehension does not automatically predict

correct production of the words. L2 learners often do not use a word

correctly, nor access it freely for production even if they can recognize it. 

Henriksen (1999) argues that such a gap between receptive and productive

use of vocabulary may result from learners not yet having achieved adequate

control over words. Here, control refers to how fast and automatically a

learner can utilize information stored in different dimensions of the lexicon, 

such as semantic, syntactic and morphological information. The productive

use of vocabulary requires stable and well-connected links between these

different dimensions of vocabulary knowledge, which seem to be more

tenuous for L2 learners. 

Empirical research addressing the gap between L1 receptive and

productive vocabulary has shown mixed results. Some studies show that

receptive vocabulary is much larger than productive vocabulary; for

example, Hartmann (1946, as cited in Melka, 1997). On the other hand, 

studies carried out by Ringbom (1987), and Takala (1984) revealed that the

gap between receptive and productive vocabulary is insignificant. In L2

research; however, the general consensus is that the gap between receptive
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and productive vocabulary is significant (Pignot-Shahov, 2012; Webb, 

2005).   

2.18. Previous Studies on Output and L2 Vocabulary Acquisition

Drawing on the distinction between receptive and productive

knowledge of vocabulary learning, the focus of this section is on output. In

an experimental study, Ellis and He (1999) found that the interaction

between output and dialogic interaction could be a beneficial factor for

Learners to acquire productive as well as receptive vocabulary knowledge. 

Similarly, de la Fuente (2002) found that only negotiated interaction that

incorporated output appeared to have promoted both receptive and

productive learning of words, and increased productive word retention. 

As mentioned earlier, output has a very interactive and significant role

on vocabulary acquisition. Three different roles for output have been

proposed by Swain (1996) including a) noticing, b) retrieval, and                 

c) retention.   

The term “noticing” or “attention” is derived from cognitive

psychology, and the claim that no learning can occur without attention has

been a focal point of recent SLA research. Numerous studies (Gass, Svetics, 

& Lemelin, 2003; Izumi, 2002; Leow, 1997) have investigated how attention

can aid the L2 learning process, and have proposed that attention is a key for

enabling L2 learners to analyze and incorporate linguistic forms and

meanings into their L2 linguistic system. 

There is also a theoretical claim that output may serve as a crucial

means to strengthening connections between the lemma (the particular form

that is chosen by convention to represent the lexeme) and the lexeme (the set

of all the forms that have the same meaning). Such strengthened connections
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between the lemma and the lexeme enable learners to have easy access to

and efficient control of vocabulary knowledge stored in their L2 language

system, and can also contribute to an increase in lexical fluency (retrieval). 

In other words, as Nation (1990, p. 86) puts it, “when L2 learners are

engaged in output production, they are required to actively solve problems

of word form or of word meaning on their own. Through such active

processing of lexical information, a learner can achieve faster, more precise

and automatic use of vocabulary knowledge than when just hearing or

reading L2 vocabulary.”

Retention, by definition, refers to “the ability to recall or remember

things after an interval of time. In language teaching, retention of what has

been taught (e.g. grammar rules, vocabulary) may depend on the quality of

teaching, the interest of the learners, or the meaningfulness of the materials.”

(Richards & Schmidt, 2002, p. 162)

How vocabulary is kept in mind or memorized, has been an

interesting point to researchers. The general consensus from the field of

cognitive psychology is that retention of new information depends on the

amount and the quality of attention that individuals pay to various aspects of

words. The operation of the elaboration process leads to better retention of

vocabulary, which is supported by empirical research conducted by Hulstijn

and Laufer (2001). 

2.19. Previous studies on task-based vocabulary learning

In the second part of the review, we considered some studies

concerning task based language teaching and vocabulary acquisition in

recent years. One of these studies was conducted in Iran. Maftoon and
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Haratmeh (2012) used a pedagogical approach to investigate the relative

effectiveness of tasks with different involvement loads on the vocabulary

knowledge of Iranian EFL learners. The goal was to investigate the way that

the construct of involvement load is related to the Input Hypothesis

(Krashen, 1985) and the Output Hypothesis (Swain, 1996) to see whether the

involvement load or input/output-orientation of tasks is the determining

factor in task effectiveness. The participants were 127 university students

from four General English classes at the Islamic Azad University, 

Mobarakeh Branch, who were assigned to four instructional groups. 

Contrary to the predictions of the Involvement Load Hypothesis (Laufer &

Hulstijn, 2001), the results of the study indicated that involvement load is

not the only determining factor in task effectiveness, but input/output-

orientation of tasks is also a decisive parameter in task effectiveness. While

Laufer and Hulstijn’s proposal is the first valuable step towards building a

theory of vocabulary learning, the results of the study indicated that

involvement index may well not function independently of the task type, i.e., 

input or output orientation of a word-focused task. 

Newton (1995) carried out a case study examining the vocabulary

gains made by an adult learner of English as a second language as a result of

performing four communication tasks. Gains were measured on comparisons

of pre- and post-tests of vocabulary from the worksheets from the four tasks. 

The gains were discussed in relation to the interactional processes involving

unfamiliar vocabulary. Explicit negotiation of word meaning appeared less

deterministic of post-test improvements than the use of words in the process

of completing the task. He further writes:
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While this result may to some extent be an artifact of test design, it is

also true that when the  group actively used vocabulary which was

unfamiliar to the subject of this study, the embedding  of this vocabulary

in the context of the task and its interactive use are likely to have provided

not only important information about word meaning but also the conditions

whereby that meaning could be acquired. (Newton, 1995, p. 372)

Eventually, he found that the placement of a word on task worksheets

and the nature of a task, whether a split information task or a shared

information task, both had a strong effect on the use and learning of new

vocabulary. 

Joe (1998, p. 358) states that “a large proportion of vocabulary is

acquired incidentally from written contexts. However, in text-based studies

promoting generative processing, it is not clear if, or to what extent, 

generation influences incidental vocabulary learning.” The study examined

the effects of text-based tasks and background knowledge (prior vocabulary

knowledge and a disposition to use generative learning tactics when tackling

new vocabulary) on incidental vocabulary learning. 48 adult ESL learners

were randomly assigned to one of three treatments (a) reading and retelling a

text with explicit generative training and without access to the text during

recall, (b) reading and retelling a text without explicit generative training but

with access to the text during recall, and (c) neither reading nor retelling a

text. All subjects sat a pre-test (individual interviews and a read and retell

task) and post-tests (individual interviews and two multiple-choice tests)

designed to tap partial vocabulary knowledge gains. Results indicated that

the process of reading and retelling a text promotes incidental vocabulary

learning and that generative processing enhances vocabulary learning with
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greater levels of generative processing leading to greater vocabulary gains

for unknown words. 

Rott (2004) investigated whether L2 readers' sensitivity towards a new

lexical form is heightened if they are repeatedly pushed to produce output

and are immediately provided with relevant input in input-output cycles. In

addition, the study sought to assess how these interventions influence text

comprehension. Fourth-semester learners read three texts, with four target

words each, under the following conditions: (a) cued-output task, (b) self-

selected output task, and (c) un-enhanced (control) reading. Results showed

that four input-output cycles did not contribute to retaining more robust

form-meaning connections (FMCs) than the normal reading condition. In all

three conditions, FMCs varied in strength and completeness, requiring

different cues for retrieval. The two input-output tasks affected text

comprehension differently. The self-selected output task resulted in text

comprehension similar to the un-enhanced reading; the cued-output task

seemed to interfere with text comprehension. 

Newton (2001) argued that rather than removing difficult words, 

teachers should consider a number of cooperative options for exposing

learners to new words during task-based interaction. He examined data from

a number of classroom tasks where learners had to deal with new words

during task performance without access to a dictionary or teacher's

intervention. The results suggested that not only rich language use results

from negotiating new words, but that the meanings of many of these words

are retained in the days after the task performance. 

Kim’s (2011) study consisted of two experiments investigating the

involvement load hypothesis in vocabulary learning. Experiment 1 compared

the performance of 64 adult English as a second language (ESL) learners
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from a range of countries at two different proficiency levels (i.e., 

matriculated undergraduate students vs. students in an Intensive English

Program) to ascertain the effectiveness of three vocabulary tasks with

different levels of task-induced involvement. Experiment 2 investigated

whether two tasks hypothesized to represent the same level of task-induced

involvement would result in equivalent initial learning and retention of

target words by 20 adult ESL learners at two different levels of proficiency. 

The results of Experiment 1 showed that a higher level of learner

involvement during the task promoted more effective initial vocabulary

learning and better retention of the new words. The findings of Experiment 2

indicated that when different tasks had the same involvement load, they

resulted in similar amounts of initial vocabulary learning and retention of

new words. 

These studies show that researchers seem to have a consensus to the

role of task based instruction in vocabulary learning. Despite this consensus

on the general role of task based instruction in vocabulary learning, there

seems to be a paucity of research on how different task types can affect L2

vocabulary learning, particularly in an EFL context. In response to this

paucity, the present study addresses the effects of input oriented and output

oriented tasks on Iranian EFL learners’ vocabulary comprehension and

production.  
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Chapter 3: Methodology

3. 1. Introduction

The aim of the present study was to investigate the effect of input-

oriented and output-oriented tasks including: Multiple-choice cloze task, 

Gap-filling task, Word formation task, and Code-mixing task on L2

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 in the present

study. 

3. 2. Participants

A sample of 113 Iranian EFL learners (both male and female) was

selected to participate in the study. They were studying English at Sokhane

Ashna and Shokohe Andisheh institutes in Tehran. The subjects were

selected from the intermediate level of proficiency, and their age ranged

from 18 to 30. After the administration of the Michigan test of English

language proficiency and taking the result into account, 33 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 80

learners to take part in the study. They were divided into 4 groups, and each

group was randomly assigned to one type of treatment condition as follows:

Group A: Multiple-choice cloze task

Group B: Gap-filling task  

Group C: Word formation task

Group D: Code-mixing task
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3.3. Instruments and Materials

To conduct the present study the following instruments were

employed:

1.  A Michigan test of English Language Proficiency (MTELP)

2.  A vocabulary pretest

3. Ten reading passages taken from Cambridge FCE (first certificate in

English) Examinations.  

4.  A vocabulary comprehension post test

5. A vocabulary production post test

3. 3. 1. Michigan Test of English Language Proficiency (MTELP)

In the present study, a Michigan general language proficiency test was

administered to homogenize the participants and to validate the posttests. 

Michigan Test of English Language Proficiency (MTELP) is one of the

famous and standard tests for specifying ESL or EFL learners' level of

language proficiency. It is an already established and verified test in terms of

reliability. 

The sample of Michigan test used in this study contained 25 multiple-

choice items including 10 English grammar items in a conversational format, 

10 vocabulary items requiring the selection of a synonym or completion of a

sentence, and one reading passage followed by 5 reading comprehension

questions. A copy of the test is given in Appendix A.  

3. 3. 2. Vocabulary Pretest

The target words for this study were selected from reading passages

taken from Cambridge ESOL Examinations. To make sure that the

participants had no prior knowledge of the target words, and to minimize the
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effect of their prior vocabulary knowledge, a vocabulary pretest containing

100 items was given to all the participants. These lexical items were

contextualized in 100 English sentences. Each item contained one of the

target words and required students to supply the Persian equivalent of the

italicized words in the sentence.  Those words the meaning of which the

participants did not know were selected for inclusion in the posttest, and the

familiar words were excluded from the posttests.   

3. 3. 3. Reading Passages

The instructional materials were ten reading passages taken from

Cambridge FCE (First Certificate in English) examination. The FCE is one

of the examinations available from the University of Cambridge ESOL

Examinations in England, and it is for an intermediate level qualification.   

  The passages were in an appropriate difficulty level to roughly match

the learners’ ability; that is, they were neither too difficult nor too easy. Each

passage contained 10 target words. In order to cancel out the effect of

different difficulty levels, the same ten reading passages were given to all

groups, but each group was treated with different task types. In other words, 

the passages were given to the participants under four conditions. Each of

the four groups read the reading passages under one of the four conditions of

Multiple-choice cloze task, Gap-filling task, Word formation task, and

Code-mixing task. 

3. 3. 4.  A Vocabulary Comprehension Posttest

At the end of the experimental period, a vocabulary comprehension

posttest was administered to compare the effects of Multiple-choice cloze, 

Gap-filling, Word formation, and Code-mixing tasks on L2 vocabulary
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comprehension. It was a 30-item vocabulary test in the multiple-choice

format.  

3. 3.5.   A Vocabulary Production Posttest

A 30-item fill-in-the-blanks vocabulary test was used to measure the

participants' productive knowledge of vocabulary. In the fill-in-the-blank

test, the first letter of each word was given with its translation in Persian. 

This was done to ensure that the learners could produce the target words and

to prevent the possibility of learners providing either partial synonyms or

other words that fitted the context without necessarily being the intended

words.  

3. 4. Procedures

In order to achieve the aim of the study, the following procedures

were followed. Initially, a total number of 113 participants were selected. To

homogenize the participants, a Michigan test of English language

proficiency (MTELP) was administered. As a result, 33 participants, who

had scored more than one standard deviation away from (above or below)

the mean, were excluded from subsequent statistical analyses, and there

remained 80 approximately homogenous participants to take part in this

study. The participants were divided into four groups. Each group was

randomly assigned to one of the treatment conditions. 

To make sure that the participants had no prior knowledge of the

target words and to minimize the effect of prior knowledge, a vocabulary

pretest containing 100 items was administered prior to the treatment. The

participants were required to supply the Persian equivalent of the italicized

English words in 100 sentences. Each sentence contained one of the target
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words which had been extracted from the reading passages the learners were

supposed to receive as treatment. The words which turned out to be familiar

to more than three participants were excluded from the subsequent

vocabulary comprehension and production post-tests. 

In the next phase, the treatment began. Each group of participants

received their treatment under one of the following conditions. The four task

types consisted of the Multiple-choice cloze task (Group A); Gap-filling task

(Group B); Word formation task (Group C), and Code-mixing task (Group

D). 

The participants of Group A, the Multiple-choice cloze group, 

received ten cloze texts. Each text contained ten gaps and was followed by

ten four-option multiple choice questions. The Participants of this group

were required to fill the gaps in each text by choosing the right words from a

list of ten four-option multiple choice items. 

The Gap-fill group (Group B) was provided with ten cloze texts.  In

each text ten target words were deleted, leaving ten gaps. The target words

and their English explanations were provided in random order as a list on a

separate page along with five distractors in each text. The task for this group

was to read the text and complete the ten gaps with the most appropriate

words from a list of 15 words. 

Group C was treated with Word formation task. They received ten

texts. Each text contained ten gaps, each gap corresponding to a word. The

‘stems’ of the missing words were given along with the text and had to be

transformed to the target and missing words. The types of word formation

involved not only the addition of affixes (e.g. ‘honest’ to ‘dishonesty’), but

also internal changes (‘strong’ to ‘strength’) and compounding (e.g. ‘rain’ to
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‘raindrop’). The misuse of capital letters and other punctuation marks was

ignored, but correct spelling was important. 

Ten cloze texts were given to the participants of Group D, the Code-

mixing task group. In each text, ten words were deleted, leaving ten blanks

and missing words. The Persian equivalent of each missing word was

provided in parentheses after each blank. These Persian equivalents were the

clear hint to the missing words. The task for the learners was to fill each of

the blanks with the English equivalent of the Persian words given in

parentheses. 

The experimental period lasted for 8 weeks, of which 5 weeks were

allocated to the treatment, two weeks to the Michigan test and the pretest, 

and one week to the posttests. It needs to be noted, however, that not all the

class time was used for the treatment each session. Since the learners were

taking their general English course, only a third of each class time every

week (about 45 minutes) was allocated to the experiment. 

At the end of the experimental period, two post-tests were

administered. A 30-item vocabulary test in multiple-choice format was used

to measure the participants’ vocabulary comprehension knowledge. Another

30-item vocabulary test in fill-in-the-blanks format was utilized to measure

the participants’ vocabulary production. To validate the post-tests, and to

avoid creating learner sensitivity toward the target words, the Michigan

proficiency test was given to a group of 30 students with characteristics

similar to the target groups (EFL learners studying at the intermediate level)

concurrently with the post-tests. The validated post-tests were then

administered to the 80 approximately homogeneous participants. The

obtained data were then summarized and submitted to statistical analyses. 
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3.5. Data Analysis

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

the research hypotheses and to answer the first and second research

questions, two separate one-way ANOVA procedures were used on the

immediate posttest of vocabulary comprehension and production. Then, to

analyze the obtained data and to answer the third and fourth research

questions, two separate independent samples T-tests were run on the

immediate posttest of vocabulary comprehension and production. 



58



59

Chapter 4: Results and Discussions

4.1. Introduction  

This study sought to investigate the effect of various task types

(Multiple-choice cloze task, Gap-filling task, Word formation task, and

Code-mixing task) on L2 vocabulary comprehension and production. In this

chapter, the results of the participants’ performance on vocabulary

comprehension and production post-tests are presented and discussed with

regard to the research questions. Furthermore, tables and figures are also

used to display the results of statistical analyses. 

4.2. Reliability of the post-tests

The reliability index of the vocabulary comprehension and production

posttests was estimated through the KR-21 formula turned out to be .42 and

.66, respectively. 

4.3. Validity of the Posttests  

To check the validity of the vocabulary comprehension and

production posttests, the correlation between these tests and a Michigan test

was checked. To this end, a Pearson correlation procedure was used. Table

4.1 illustrates the correlation procedure for these tests and the Michigan test. 
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Table 4.1. Correlation Procedure for Vocabulary Comprehension and Production Posttests

Michigan

Comprehension

Pearson Correlation .836**

Sig. (2-tailed) .000

N 20

Production

Pearson Correlation .828**

Sig. (2-tailed) .000

N 20
**. Correlation is significant at the 0.01 level (2-tailed). 

As Table 4.1 shows, there is a significant and high positive correlation

between the new tests and the criterion. The validity index turned out to be

.83 and .82 in the comprehension and production posttests, respectively

4.4. Investigation of the First Research Question

The first research question sought to investigate the effect of various

task types including Multiple-choice cloze task, Gap-filling task, Word

formation task, and Code-mixing task on L2 vocabulary comprehension. To

do so, a one-way ANOVA was used. Descriptive statistics, including the

mean, standard deviation, etc. are summarized in Table 4. 2. 

Table 4.2. Descriptive Statistics for the ANOVA on Vocabulary Comprehension

N Mean Std. Deviation Std. Error

Code-mixing 20 22.4500 2.64525 .59150
Word formation 20 24.7500 2.51050 .56137
Multiple-choice 20 21.5000 2.72416 .60914

Gap-filling 20 20.2000 2.83957 .63495
Total 80 22.2250 3.11783 .34858
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Table 4.2 indicates that the highest mean on the vocabulary comprehension

test belongs to the Word formation group (x = 24.75), followed by the Code-

mixing group (x =22.45). The third highest mean belongs to the Multiple-

choice cloze group (x =21.50), and the Gap-filling group (x = 20.20) has the

lowest mean.  

In order to see whether the observed mean differences among the

selected groups are statistically significant, the one-way ANOVA procedure

was used. The results of the ANOVA procedure are summarized in Table

4.3. 

Table 4.3. The ANOVA Procedure on Vocabulary Comprehension

Sum of 
Squares Df Mean Square F Sig. 

Between Groups 221.050 3 73.683 10.239 .000
Within Groups 546.900 76 7.196

Total 767.950 79 2=.25

In table 4.3, the observed F-value and the significance level (F (3.76) = 10.23, 

p < .05) indicate that there are statistically significant differences among the

four 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 effect of these four task types (multiple-choice cloze task, gap-fill

task, word-building task, and code-mixing task) on 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

(vocabulary comprehension) is accounted for by the independent variable

(diverse task types). This means that the remaining 75 percent of the

variance is left unaccounted for. 
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In order to locate the differences among the study groups, a post hoc

Scheffe test was utilized to detect the precise location of the differences. The

results are summarized in Table 4.4. 

Table 4.4. 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
Code –mixing Word formation -2.30000 .84830 .070 -4.7254 .1254

Multiple-choice .95000 .84830 .741 -1.4754 3.3754

Gap-filling 2.25000 .84830 .080 -.1754 4.6754

Word formation Multiple-choice 3.25000* .84830 .004 .8246 5.6754

Gap-filling 4.55000* .84830 .000 2.1246 6.9754

Multiple-choice Gap-filling 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 4.4, the mean score of the Word formation

group is significantly better than the mean scores of the Multiple-choice and

the Gap-filling groups, suggesting that the participants of the word formation

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 result further indicates that although there is a difference between

the means of the Code-mixing group and the Word formation group, the

difference is statistically insignificant. Moreover, the result shows that there

are no statistically significant differences between the Code-mixing group

and the Multiple-choice group, as well as the Code-mixing group and the

Gap-filling group. The implication is that the participants’ performance is

more or less similar. 

  The following graphic representation of the results (Figure 4.1) shows

the differences among these groups more conspicuously. 
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Figure 4.1.Means Plot on the Vocabulary Comprehension

4.5. Investigation of the Second Research Question

The aim of the second research question was to examine the effect of

various task types including Multiple-choice cloze task, Gap-filling task, 

Word formation task, and Code-mixing task on L2 vocabulary production. 

To this end, another one-way ANOVA procedure was run. The descriptive

statistics of the participants’ performance on the vocabulary production test

are presented in Table 4.5. 

Table 4.5. Descriptive Statistics for the ANOVA on Vocabulary Production

N Mean Std. Deviation Std. Error

Code-mixing 20 22.5500 4.09717 .91616

Word formation 20 22.9000 3.89196 .87027

Multiple-choice 20 19.3500 4.01674 .89817

Gap-filling 20 18.2500 3.29074 .73583

Total 80 20.7625 4.27013 .47742

  

Table 4.10 indicates that the highest mean (x =22.90) belongs to the Word

formation group, followed closely by the mean of Code-mixing group (x
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=22.55). The Multiple-choice group has the third position (x =19.38).The

participants of the gap-filling group have the lowest mean (x =18.46), which

is noticeably lower than the other groups.  

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 4.6. 

Table 4.6. The ANOVA procedure on vocabulary production

Sum of Squares Df Mean Square F Sig. 

Between Groups 321.437 3 107.146 7.277 .000
Within Groups 1119.050 76 14.724

Total 1440.487 79 2 =.19

As it can be seen in Table 4.6, the F-value and the significance level (F (3.76)

=7.27, p < 0.05) 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 effect

of these four task types (multiple-choice cloze task, gap-fill task, word-

building task, and code-mixing task) on 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 (vocabulary

production) is accounted for by the independent variable (diverse task

types), and that the remaining 81percent 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 4.7. 
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Table 4.7. Multiple Comparisons of Means for the ANOVA on Vocabulary Production

(I) group (J) group
Mean

Difference (I-
J)

Std. Error Sig. 
95% Confidence Interval

Lower Bound Upper Bound

Code -mixing

Word
formation

-.35000 1.21344 .994 -3.8194 3.1194

Multiple-choice 3.20000 1.21344 .082 -.2694 6.6694

Gap -filling 4.30000* 1.21344 .008 .8306 7.7694

Word
formation

Multiple-choice 3.55000* 1.21344 .043 .0806 7.0194

Gap -filling 4.65000* 1.21344 .004 1.1806 8.1194

Multiple-choice Gap -filling 1.10000 1.21344 .844 -2.3694 4.5694
*. The mean difference is significant at the 0.05 level. 

Based on Table 4.7, the difference between the Code-mixing group and the

Gap-filling group is statistically significant, with the Code-mixing group

outperforming the Gap-filling group. It is worth noting that there are no

statistically significant differences between the Code-mixing group and the

Word formation group, as well as the Code-mixing group and the Multiple-

choice group. 

Moreover, the Scheffe test indicates that the mean score of the Word

formation group is significantly better than the mean scores of the Multiple-

choice and the Gap-filling groups, but the mean scores of the latter two

groups do not differ significantly from each other. In other words, the

participants of the Word formation group have outperformed those of the

Multiple-choice and the Gap-filling groups, suggesting that Word formation

task is the most effective task in vocabulary production. 

  The following graphic representation (Figure 4.2) shows the

differences among the groups more conspicuously. 
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Figure 4.2.Means Plot on the Vocabulary Production Test

4.6. Investigation of the Third Research Question

The aim of the third research question was to investigate whether or

not there is any significant difference between the effect of input-oriented

and output-oriented tasks on vocabulary comprehension. To do so, an

independent samples T-test was run to compare the mean scores of the

input-oriented and output-oriented groups on vocabulary comprehension. 

Descriptive statistics of the participants’ performance on the vocabulary

comprehension test are presented in Table 4.8. 

Table 4.8. Descriptive Statistics for the T-test on vocabulary Comprehension

Orientation N Mean Std. Deviation

Voc. Comprehension
Output-oriented Tasks 40 23.6000 2.79927

Input-oriented Tasks 40 20.8500 2.82434

  

As displayed in Table 4.8, the mean scores for the output-oriented and

input-oriented groups on the vocabulary comprehension posttest are 23.60

and 20.85, respectively. The independent samples T-test was used to see
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whether or not the observed difference between the groups was statistically

significant. The result is presented in Table 4.9. 

Table 4.9. An Independent samples T-test on vocabulary comprehension

Levene's Test for
Equality of 
Variances

t-test for Equality of Means

F Sig. t df Sig. 
(2-tailed)

Mean
Difference

Vocabulary
comprehension

Equal
variances
assumed

.028 .867 4.347 78 .000 2.75000

=.19Equal
variances

not 
assumed

  4.347 79.994 .000 2.75000

  

Based on Table 4.9, and considering the observed t-value and the

significance level (t (78) = 4.34, p < .05), we can safely claim that there is a

significant difference between the effect of pedagogical Input-oriented and

output-oriented tasks on vocabulary comprehension. Therefore, the third null

hypothesis of the study is rejected.  

Meanwhile, the index of the strength of association ( =.19) indicates

that 19 percent of the total variance in the dependent variable, vocabulary

comprehension, is accounted for by the independent variable, diverse task

types. This means that the remaining 81 percent of the variance in the

dependent variable is unaccounted for.  

The following graphic representation of the results (Figure 4.3) makes

them more clearly understandable. 
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Figure 4.3. Means of groups on the vocabulary comprehension posttest 

4.7. Investigation of the Fourth Research Question

The fourth research question sought to investigate whether or not there is

any significant difference between the effect of input-oriented and output-

oriented tasks on vocabulary production. To this end, another independent

samples T-test was run to compare the mean scores of the input-oriented and

output-oriented groups on the vocabulary production test. Descriptive

statistics of the participants’ performance on the vocabulary production test

are presented in Table 4.10.  

Table 4.10. Descriptive Statistics for the T-test on vocabulary production

Orientation N Mean Std. Deviation
Voc. Production  Output-oriented Tasks 40 22.7250 3.94830

Input-oriented Tasks 40 18.8000 3.66690

  

As displayed in Table 4.10, the mean scores for the output-oriented and

input-oriented groups on the vocabulary production posttest are 22.72 and

18.80, respectively. In order to see whether or not the observed difference
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between the groups is statistically significant; the independent samples T-

test was used. The result is presented in Table 4.11. 

Table 4.11. An Independent samples T-test on vocabulary production

Levene's Test 
for Equality of 

Variances
t-test for Equality of Means

F Sig. t df Sig. 
(2-tailed)

Mean
Difference

Vocabulary
production

Equal
variances
assumed

.0312 .578 4.607 78 .000 3.92500

Equal
variances

not 
assumed

  4.607 77.577 .000 3.92500

Based on Table 4.11, the observed t-value and the significance level             

(t (78) = 4.60, p < .05), indicate that there is a statistically significant

difference between the two groups. Therefore, the fourth null hypothesis of

the present study is rejected, and we can safely claim that there is a

significant difference between the effect of pedagogical input-oriented and

output-oriented tasks on vocabulary production. 

Meanwhile, the index of the strength of association ( =.21) indicates

that 21 percent of the total variance in the dependent variable, vocabulary

production, is accounted for by the independent variable, diverse task types. 

This means that the remaining 79 percent of the variance in the dependent

variable is unaccounted for. 

The following graphic representation of the results (Figure 4.4) makes

them more clearly understandable. 
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Figure 4.4. Means of groups on the vocabulary production test

4.8. Discussions:

This study investigated the role of input and output oriented tasks on

L2 vocabulary comprehension and production. According to Hulstijn and

Laufer (2001, p. 552), “the Involvement Load hypothesis does not predict

that any output task will lead to better results than any input task. It predicts

that higher involvement induced by the task will result in better retention, 

regardless of whether it is an input or an output task.” But in this study we

found out that output or input orientation of a task is a determining factor in

vocabulary comprehension and production.

This finding of the present study showing the effectiveness of task

types is in parallel with one of the studies which was conducted in Iran about

the role of input and output orientation of tasks. Maftoon and Haratmeh

(2012) used a pedagogical approach to investigate the relative effectiveness

of tasks with different involvement loads on the vocabulary knowledge of



71

Iranian EFL learners. Contrary to the predictions of the Involvement Load

Hypothesis (Laufer & Hulstijn, 2001), the results of the study indicated that

involvement load is not the only determining factor in task effectiveness, but

input and output orientation of tasks is also a decisive parameter in task

effectiveness. 

The first research question investigated the effect of various task types

including: Multiple choice cloze task, Gap-filling task, Word formation task, 

and Code-mixing task on L2 vocabulary comprehension. The result

indicated that the Word formation group and the code mixing group are

significantly better than the Multiple-choice and the Gap-filling groups, but

the mean scores of the latter two groups do not differ significantly from each

other. These results are in line with the findings of Celik (2003). He suggests

that code-mixing is very effective on the internalization of the lexical items. 

He showed that applying code mixing tasks appropriately leads to better

teaching and learning of new vocabulary, especially in ESL context. On the

other hand, contrary to the findings of this study, Zarei and Arasteh (2011)

reported that code mixing was the least effective of the three techniques they

considered (code mixing, thematic clustering, and contextualization) on

vocabulary recognition, and significantly less effective than thematic

clustering on vocabulary production. Supporting Celik (2003) and unlike

Zarei and Arasteh (2011), in this study we found that code mixing is very

effective, in comparison to other types of tasks on vocabulary

comprehension. 

It is interesting to note that in vocabulary production, the code mixing

group and the word formation group outperformed the multiple cloze and

gap filling groups, too. This shows that code mixing can be very effective on

vocabulary production as well. Some studies support this finding. Ayenomi
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(2006) and Woon (2007) reported code-mixing to be a useful technique in

teaching L2 vocabulary. They believe that code-mixing is very effective on

both comprehension and production of the lexical items. 

The aim of the third research question was to investigate whether or

not there is any significant difference between the effect of input-oriented

and output-oriented tasks on vocabulary comprehension. The findings

suggested that there was a gap between receptive knowledge from input-

oriented tasks and productive knowledge from output -oriented tasks in a

way that productive knowledge was more effective than receptive

knowledge in vocabulary comprehension. This result is in contradiction with

some studies; for example, Hartmann (1946, as cited in Melka, 1997)

showing that receptive vocabulary is much larger than productive

knowledge.  

When we talk about vocabulary comprehension we should consider

this point that incidental learning plays a very important role. A typical and

well-known proponent of incidental vocabulary learning is Krashen (1989), 

who,  in the context of his input hypothesis, argues that we acquire

vocabulary through exposure to comprehensible input, that is; “by

understanding language that is ‘a little beyond’ our current level of

competence”( Krashen, 1981, p.103). In his words, comprehension is at the

heart of language acquisition and production is only a sign of second

language acquisition that has already taken place (Krashen, 1981). Contrary

to this contention, it turned out in this study that even in vocabulary

comprehension; output oriented tasks were shown to be more effective than

input oriented tasks.  

The superiority of the output-oriented tasks over input-oriented tasks

shown in this study supports Swain’s comprehensible output hypothesis. 
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Swain (1985), while acknowledging the invaluable role comprehensible

input serves in second language acquisition (SLA), argues that it is not

sufficient for learners to fully develop their second or foreign language

proficiency. According to Swain, what these learners need is not only

comprehensible input but also comprehensible output. The comprehensible

output hypothesis holds that when learners run into communication

difficulties, they try to make their output more coherent, appropriate and

precise. The assumption is that this process would contribute to language

learning by making learners notice the gap between their interlanguage and

language as it is used by native speakers and discover what they can do and

cannot do. 

Moreover, there are some studies claiming that productive learning

might be better suited to developing productive vocabulary knowledge than

receptive learning (Griffin & Harley, 1996; Waring, 1997; Webb, 2005). So, 

it does not come as a big surprise that output-oriented tasks turned out to be

more effective than input-oriented tasks. 

The fourth research question sought to investigate whether or not

there is any significant difference between the effect of input-oriented and

output-oriented tasks on vocabulary production. The result show that the

output-oriented groups outperformed input-oriented groups on the

vocabulary production test. Drawing on the distinction between receptive

and productive knowledge of vocabulary, the finding of this study seems to

support the role of output.   

In an experimental study, Ellis and He (1999) found that the

interaction between output and dialogic interaction could be a beneficial

factor for learners to acquire productive as well as receptive vocabulary

knowledge. Similarly, de la Fuente (2002) found that only negotiated
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interaction that incorporated output promoted both receptive and productive

learning of words, and increased productive word retention. Corroborating

these findings, in this study we could see that output oriented tasks can have

a positive effect on vocabulary knowledge.  

  Nonetheless, this finding of the study is in contradiction with

Krashen’s input hypothesis, avowing that input alone is sufficient for the

development of both receptive and productive second language knowledge. 

In addition, based on Krashen’s natural order hypothesis, speech emerges. In

other words, even productive knowledge develops naturally from receptive

knowledge. This implies that input-oriented activities alone are not only

capable of creating language knowledge, but also even more effective than

output-oriented activities on the development of both receptive and

productive language knowledge.  
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Chapter five: Conclusions and Implications

5.1. Introduction

In this chapter, the summary of the present findings will be given. In

addition, some pedagogical implications as well as suggestions for further

research will be provided.  

5.2. Summary of the Findings

The present study investigated the effects of various task types, 

including the Multiple-choice cloze task, Gap-filling task, Word formation

task, and Code-mixing task, on L2 vocabulary comprehension and

production. The results of both vocabulary comprehension and production

tests showed that the mean differences among the selected task types were

significantly different. 

Based on the obtained results, the word formation group achieved the

highest mean among all the groups on both vocabulary comprehension and

production tests. The participants who received the code-mixing task had the

second highest mean on both. The multiple-choice group had a low mean on

vocabulary comprehension and production, and the gap-filling group had the

worst performance among all the groups on both tests. 

The results also indicated that output-oriented tasks lead to

significantly greater gains of knowledge in both vocabulary comprehension

and production than input-oriented tasks. Therefore, teachers are advised to

provide more opportunities for the learners to practice vocabulary by using

output-oriented tasks rather than input-oriented tasks in their classes. 
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5.3. Conclusion

Based on the findings of the present study, it can be concluded that in

spite of the teacher-centered tradition of instruction in Iranian context, 

applying output-oriented tasks gives sufficient room to students to show

themselves. In other words, if treated with output-oriented tasks, students

would become more engaged in the learning of the target language elements, 

and they would take more active roles in the learning process. It can be

concluded that employing output-oriented tasks can keep students motivated, 

and facilitate students’ learning processes.  

In the Iranian context, language instruction is mainly based on the

input. Target language elements are mostly learnt through the receptive

skills. There is no sufficient room for students to show their abilities through

productive skills. On the other hand, employing output-oriented tasks

necessitates learners to produce the intended language items. The production

of the target language items through output-oriented tasks may have a

greater level of appeal to learners due to their novelty. This sense of

motivation and enthusiasm may partially account for the

dominance/superiority of the output-oriented tasks over the input-oriented

tasks.  

In the 1970s, Krashen proposed the input hypothesis, based on which

exposure to comprehensible input containing the target structures is the

necessary and sufficient cause of second language acquisition (Richards &

Schmidt, 2002). Unlike Krashen, claiming that the cause of second language

acquisition is input that is understood by the learner, the present study

suggested that employing output-oriented tasks and focusing on the learners’

language production could be effective in facilitating learners’ language

learning. Based on the obtained results, we can claim that this study lends



77

support to the output hypothesis proposed by Swain (1985).  Output

hypothesis suggests that successful second language acquisition requires not

only comprehensible input, but also comprehensible output, language

produced by the learner that can be understood by other speakers of the

language. It has been argued that when learners have to make efforts to

ensure that their messages are communicated (pushed output), this puts them

in a better position to notice the gap between their productions and those of

proficient speakers, fostering acquisition (Richards & Schmidt, 2002). 

Despite the apparent areas of discrepancy as to which task type is

more beneficial than which other types, there seems to be almost a

consensus that, overall, tasks are effective and conducive to language

learning in general and vocabulary learning in particular. Yet, the

discrepancies among the findings of various studies as to the effectiveness of

different task types on vocabulary learning, coupled with areas of gap

between the findings of this study and those of other similar studies warrants

more studies in the future. 

5.4. Pedagogical Implications  

The effect of different task types on language learning is undeniable. 

The present study can help teachers and learners to understand the

importance of various task types in language learning. The findings of the

present study can have implications not only for teachers and learners, but

also for materials developers. 

  The knowledge of the effects of diverse task types on vocabulary

learning can help teachers make more informed decisions as to which task

types to choose to engage their learners in. Moreover, the results may be

helpful in improving learners’ autonomy. Given the superiority of output-
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oriented tasks over input-oriented tasks, learners can be allowed to

experience greater levels of autonomy by being actively engaged in

productive activities and assume more responsibility for their own learning

rather than being passive bench-bound recipients of information. 

  Furthermore, the results of the current study might provide useful

insights for the developers of instructional materials and syllabus designers

in their selection of effective word-focused tasks in EFL General English

materials. It can hardly be denied that adequate and sufficient vocabulary

knowledge leads to good comprehension. Thus, given the importance of

vocabulary in EFL General English classes, any word-focused task that

helps learners to develop their vocabulary knowledge would certainly be

welcomed. 

And finally, this study could possibly lay the groundwork for a great

deal of research to touch on the effect of different word-focused tasks on

various aspects of vocabulary knowledge. Many other questions may be

raised in relation to the findings of this study.   

5.5. Suggestions for further Research

The following areas of research are suggested for those who are

interested in carrying out further research in the area of TBLT and

vocabulary learning, 

This study was conducted on the effect of various task types on L2

vocabulary comprehension and production. As the index of omega squared

( 2) showed, just 25 percent of vocabulary comprehension, and 19 percent

of vocabulary production were accounted for by diverse task types. 

Therefore, further research can be conducted on the effect of other variables
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including learners’ personality type, level of anxiety or motivation, and

their learning style. 

There are various types of tasks considered as pedagogical tools in

task-based language teaching approach. This study investigated the effects

of four task types including the Multiple-choice cloze, Gap-filling, Word

formation, and Code-mixing tasks, on L2 vocabulary comprehension and

production. It was confined to a limited number of selected tasks, and the

other types of tasks were not considered in the present study. Further

studies can also be conducted examining the effects of other task types on

L2 vocabulary comprehension and production. 

The present study aimed to examine the effects of the selected task

types on L2 vocabulary comprehension and production. Further studies can

be carried out to investigate the effect of task type on listening

comprehension, reading comprehension, speaking and writing.  

Moreover, age as well as gender was not considered in the present

study. Therefore, interested researchers can take these variables into

consideration.  

Furthermore, the focus of the present study was on intermediate EFL

learners and other proficiency levels were not considered. The same study

can be done with participants at other proficiency levels.  

This study was performed with a relatively small sample of

participants. Further research can investigate the effects of the same task

types with larger samples. 

All in all, the present study may only have scratched the surface of the

issue. But the hope is that it may also have fanned the flame of interest in

other researchers. 
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After all, the limitation of the present study coupled with the areas of

controversy between the findings of this study and those of the previously

conducted studies warrants further research in a not well-understood area in

need of further exploration. 
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Appendices

Appendix A: Michigan Test of English Language Proficiency (MTELP)

PRINCE GEORGE’S COMMUNITY COLLEGE
SAMPLE TEST AND INFORMATION

FOR INTERNATIONAL STUDENTS (MICHIGAN TEST)
NO APPOINTMENT NECESSARY at Largo Campus
MONDAY through THURSDAY 8:30 am to 6:00 pm

FRIDAYS: 8:30 am to 12:00 pm (NOON)
Bladen Hall, Room 100

301-322-0147
http://academic.pgcc.edu/sas/

Testing hours are different for other campuses & locations

ON THE DAY OF THE TEST
1. Bring with you

a. Valid identification (Passport, Driver’s License, Resident Card, Maryland
MVA Card )

b. Two (2) soft-lead, #2 pencils
2. Ask the testing staff (at your site) whether the test will be timed. Plan your

schedule accordingly. 
3. Dictionaries or other aids may not be used during the test. 
4. The Largo Campus testing center requires all personal possessions brought into

the testing area to be placed in a locker,, which requires payment of a quarter. 

TESTING PURPOSE
The Michigan test consists of several tests that are useful for evaluating the

English language proficiency of students whose first language is not English. 
Michigan test scores serve as the basis for course placement. If the test results

indicate deficiencies in standard, written English, the student will be required to take
appropriate preparatory course work. 

OTHER TESTING REQUIRMENTS
Students will be required to take a math placement test prior to enrolling in credit

math courses. Math placement testing generally does not occur until after a student’s
initial meeting with an International Advisor. 
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MICHIGAN TEST OF ENGLISH LANGUAGE PROFICIENCY

The Michigan test of English language proficiency consist of 100 multiple choice
questions: 40 English Grammar questions, 40 Vocabulary questions, and 20 Reading
Comprehension questions. If you test at a timed site, you will be given 75 minutes (one
hour and fifteen minutes) to finish the entire test. After completing the Michigan test, you
will also be required to provide a writing sample on an assigned topic. 

This Sample test consists of 10 English grammar questions, 10 vocabulary
questions, and 5 reading comprehension questions. At the end of the test is an answer key
with which to check your answers to the sample test. 

Part I
GRAMMAR

This Test will measure how well you can recognize and use English grammatical
structures. Each question in this test is part of a conversation –sometimes only one person
is speaking and at other times there are two people speaking. In each conversation a word
(or group of words) is left out. Following the conversation are four choices of words
which might be used in the incomplete conversation. You are to select the word (or group
of words) which would be used by a speaker of English, and which would best fit into the
conversation. 

1. “Why is Albert the only person who got a promotion?”
“Because he is_____ one in the office.”

a) Best
b) a best
c) the best  
d) the best of

2. “When is Frank going to leave?”
“He ______to sail something this week.”

a) Can
b) Have
c) Is going
d) Must
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3. “Will the entertainment begin right away?”
“No. John will give _____speech before we begin the song.”

a) Him
b) Himself  
c) His
d) Its

4. “I didn’t understand the lecture.”
“I didn’t know _____ he was talking about either.”

a) That
b) Why
c) What  
d) It

5. “Did you enjoy the movie?”
“It’s ______ good as any I’ve ever seen before.”

a) Very
b) More
c) As  
d) Much

6. “Let’s go to the beach this afternoon.”
“We are planning to. In fact, we have the picnic basket packed _____ .”

a) However
b) Still
c) Already
d) Yet

7. “Are you going to leave now?”
“Unless you would prefer me________ here.”

a) To stay  
b) Will stay
c) That I stay
d) Stay
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8. “Should I give ______?”
“No, it isn’t his.”

a) John the book
b) The book John
c) Book the john
d) The john book

9. “Carl is very homesick.”
“I hope _____ his brother here will make him happier.”

a) Having
b) Has
c) Had
d) He has

10. “You seem to enjoy mathematics.”
“Yes, if I ______ smart, I would have taken mathematics in college.”

a) Will be
b) Had be
c) Am
d) Have been

Part II
VOCABULARY

There are two types of vocabulary items in this test. In the first type you are given a
sentence follow by four words or phrases. You are to find the word or phrase that is
closest in meaning to the underline word (or words) in the sentence and that could be
used in the sentence without changing its meaning greatly. 

In the other type of item you are given a sentence with one word omitted and a list
of four words. You are to find the word that would best complete the sentence. 

11. One hundred thousand people wanted to see the football game but the stadium
had seats for only fifty thousand ____. 

a) Attendant  
b) Victims
c) Bullies  
d) Spectators
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12. Peaches are plentiful this year. 
a) Pleasant
b) Very sweet
c) In large supply
d) In full basket

13. He rejected all the planes that were given to him. 
a) Changed
b) Liked  
c) Thought about
d) Refused  

14. John did not have to write the composition if he didn’t want to; it was _______. 
a) Optional
b) Eligible
c) Unauthorized  
d) Unseemly

15. Their performances are always outstanding.
a) Outside
b) Crowded
c) Very great
d) Understood

16. He bet money on every horse race and every baseball game even though his wife
didn’t want him to _____. 

a) Propel
b) Gamble
c) Exploit
d) Endow

17. Harris was never able to do the work by himself because Marry would always
_____. 

a) Defer
b) Interfere
c) Disperse  
d) Discontent
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18. They need time to lure the fish. 
a) Cook
b) Clean
c) Attract
d) Find

19. This form breeds some of the best race horses in the country. 
a) Raises
b) Sells
c) Owns
d) Races

20. He was asked to leave school because of his bad behavior. 
a) Credit
b) Be character
c) Health
d) Actions

Part III
READING COMPREHENSION

This test measures how well you read. There are four reading passages, follow by five
questions about each passage. You should read each passage carefully and then try to
answer the questions following that passage. If you do not know the answer at first, you
may read the passage again, but do not spend too much time on one passage, if your
testing center has a time limit. 
  
Example Passage
While I was getting ready to go to town one morning last week, my wife handed me a
little piece of red cloth and asked if I would have time during the day to buy her two
yards of cloth like that. I told her I would glad to do it. And putting the piece of cloth into
my pocket, I took the train for town. 

The person telling the story is …
a) A married lady
b) An unmarried lady
c) A married man
d) An unmarried man

You know that the person telling the story is (c) a married man because he says, “…my
wife handed me…”
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The author was given a piece of red cloth …
a) In the morning  
b) At noon
c) In the afternoon
d) In the evening

The passage says, “….one morning last week, my wife handed me a little piece of red
cloth…”, so the answer is: a) in the morning. 

Answer questions 21-25 in this manner. Mark only one answer for each problem. 

Reading Passage for Questions 21-25
The earth’s crust averages 16 miles thick and rests on what is called the mantle. This
layer, about 750 miles thick, is believed to be of a semi-viscous or plastic nature rather
than solid. Thus, both continental and oceanic areas could be said to float on the mantle, 
with continental areas pushing deeper into the mantle than do oceanic areas where the
crust is thinner. 
Constant erosion moves dirt and rock into ocean area where they settle. These areas
gradually sink deeper into the mantle, eventually creating pressures that thrust new land
up from surrounding area. Mountains formed by this process are made of sedimentary
rock and are called folded or dome. 

Earthquakes occur where the crust shifts or creaks a part sharply under pressure; the
resulting breaks or fissures are called faults. Mountains created by these faults are called
fault blocks.  
In weak spots on the earth crus-generally near sea coasts-gases and molten rock under
tremendous pressure break through to form conical shaped mountains. These we know as
volcanoes. 

No sooner are new mountains and flat lands created by pressure than water, ice, wind, 
begin to wear them away, thus creating new valleys, river courses, and coastlines. 

21. The first paragraph is mainly about the earth’s  
a) Continents
b) Crust
c) Mantle
d) Oceans
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22. The writer uses the word “float” to described the way  
a) Dirt and rocks erode into the sea
b) Land and water areas rest on the mantle  
c) The mantle rests on the earth’s core
d) Water areas drift onto the mainland

23. The mantle is
a) A pliable substance under the crust
b) A solid layer of the earth’s crust
c) A thin layer of earth under the ocean  
d) The semi-solid exterior of the earth

24. The second paragraph states that eroded materials creates pressure in ocean areas
causing the formation of  

a) Continental areas  
b) Dome mountains  
c) Fault blocks  
d) Fissured reefs

25. Folded mountains consist of  
a) Broad fissures
b) Molten rock
c) Plastic material
d) Sedimentary rock
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ANSWER KEY  
MIGHIGHAN TEST OF ENGLISH LANGUAGE PROFICIENCY

(MTELP)

Part I – Grammar
  1. C
  2. C
  3. C
  4. C
  5. C
  6. C
  7. A
  8. A
  9. A
10. B

  Part II – Vocabulary  
  11. D
  12. C
  13. D
  14. A
  15. C
  16. B
  17. B
  18. C
  19. A
  20. D

  Part III – Reading Comprehension  

  21. C
  22. B
  23. A
  24. B
  25. D
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Appendix B: Vocabulary Pretest

Students’ name:      
Please write the meaning of the italic words in Persian. 

1. She gave the greatest performance of her career. 

2. We expect to see further improvement over the coming year. 

3. You have made the biggest mistake in your life. 

4. The need for sleep varies considerably from person to person.  

5. A combination of tact and authority was needed to deal with the situation.

6. We have an endless list of thing to do.  

7. This impressive achievement is because of your endless effort. 

8. His salary was insufficient to meet their needs. 

9. We are in competition with four other companies for the contract. 

10. They are both heavily involved in politics. 

11. The best solution would be for them to separate. 

12. We spent most of our time in Barcelona just looking at the architecture. 

13. One of the climbers fell from a height of 25 meters. 

14. Last year we had good and healthy agricultural productions. 

15. The slight movements of the curtains showed where she was hiding. 

16. The noise made sleep impossible.  

17. Accommodations must be made for students with learning disabilities. 

18. We have seen an enormous growth in the number of businesses using the web. 

19. We are discussing the necessity of employing more staff. 

20. A raise in immigration in the US is because of governments policies. 

21. It’s important to look at the cultural context in which the novel was written. 

22. Most of the country will be dry, but there will be some rain locally. 

23. He often got into fight and committed acts of vandalism. 

24. The company allows its employees to take unpaid leaves for various reasons. 

25. The opposing armies were preparing for war. 

26. We all have to learn to handle the crisis. 

27. Numbers of car thefts have been reported recently. 
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28. She grew up in a quiet neighborhood of Boston. 

29. His French was excellent, and he took pleasure in speaking it. 

30. I get a lot of enjoyment out of working with young children. 

31. I was send to bed as a punishment. 

32. The great Childhood memories will not be forgotten. 

33. She took the job for various reasons.  

34. It is the matter of greatest importance to me. 

35. Remove dead leaves to encourage new growth. 

36. The third book in a bookshelf is the best one. 

37. It is a software package to meet your requirements. 

38. Unlike most systems, this one is very easy to install. 

39. You cannot rely on the strength of a rope. 

40. He came very late to the class. Additionally, he was not ready to answer the questions. 

41. He knew I was energetic and dynamic and would get thing done. 

42. There is a wide variety of patterns to choose from.

43. The house has a cheerful atmosphere. 

44. Most performers feel nervous before they go on stage. 

45. Everyone agreed the experiment was a great success. 

46. He has always been a source of inspiration for me. 

47. She told me a very surprising thing. 

48. It is unrealistic to expect these changes to happen overnight. 

49. Many famous people have stayed in the hotel. 

50. It is just a demonstration of support for the reforms. 

51. The English language is constantly changing. 

52. They are problem solvers before they are computer scientists or animators. 

53. He intentionally left me off the list. 

54. It was an unfortunate set of circumstances that no one could have predicted. 

55. She was tragically killed in a car accident. 

56. The plan has strengths and weaknesses. 

57. The new model will go into production next year. 

58. Their music still enjoys great popularity among teenagers. 
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59.   I was not very successful at keeping the news secret. 

60.   Sometimes she fantasized about buying a boat and sailing around the world. 

61. We could not ignore the possibility of an enemy attack. 

62.   Buying all those computers was a costly mistake. 

63. t was a great achievement for such a young player. 

64. You can improve your fitness by going for a daily run. 

65. We try to avoid environmentally damaging project. 

66. I bought the largest TV I could find.  

67. She has an expensive collection of Japanese vases. 

68. The beautiful beaches are the island’s main attraction. 

69. We decided to explore the surrounding countryside.

70. This excellent book will be a welcome addition to the library of any student. 

71. The artist’s awareness of color and light is perfect. 

72. Britain is well known for its unpredictable weather. 

73. Doctors say that the disease is most infectious in the first twenty-four hours. 

74. Life expectancy in Europe has increased greatly in 20th century. 

75. The milk is dehydrated and stored as powder. 

76. What leads to the transformation of one economic system to the other?  

77. Are you interested in taking out a subscription to ‘News Week’?

78. Make sure your vaccinations are up to date. 

79. Throughout her life she demonstrated her deep commitment to the needs of the poor. 

80. Cancer mortality among old people is high. 

81. Nursing is still one of the most fulfilling careers. 

82. The project has been postponed indefinitely. 

83. First use some iodine to disinfect the wound. 

84. There is no scientific basis for such politics. 

85. It is unhygienic to store raw meat at that temperature. 

86. This is a potentially dangerous situation. 

87. Reaching to a high standard of cleanliness is our goal. 

88. Researchers are not sure about the cause of the problem. 

89. Inadequate lighting made it difficult to continue work after dinner. 



  103  

90. These photographs will affect people’s perception of war. 

91.   As she watched him, she felt increasingly sure that she had made the right choice.  

92.   The divorce rate in the US is pretty incredible. 

93. Being with my family gives me a feeling of security and happiness. 

94. We need experienced teachers for teaching English. 

95. In comparison with other recent video games, this one is not very exciting. 

96. Here is a list of products that are potentially hazardous to health. 

97. You will need to record your daily weight.  

98. He lost consciousness in eight o’clock and died a few hours later. 

99. Fortunately, everything worked out all right in the end.  

100. Alcohol is strictly forbidden on school premises. 
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   Appendix C: Target Words for Posttests

Text 1

1) Considerably 2) Combination 3) Impressive 4) Insufficient 5) Competition

Text 2

6) Architecture 7) Agricultural 8) Accommodation 9) Growth

Text 3

10) Immigration 11) Vandalism 12) Unpaid 13) Opposing 14) Handle 15) Theft

Text 4

16) Various 17) Requirements 18) Unlike 19) Strength

Text 5

20) Variety 21) Cheerful 22) Inspiration 23) Unrealistic 24) Demonstration 25) Constantly

Text 6

26) Intentionally 27) Unfortunate 28) Tragically 29) Popularity 30) Fantasize  

Text 7

31) Costly 32) Collection 33) Attraction 34) Surrounding 35) Addition 36) Awareness                      
37) Unpredictable 38) Possibility

Text 8

39) Infectious 40) Expectancy 41) Dehydrated 42) Transformation 43) Subscription                     
44) Commitment 45) Mortality 46) Fulfilling 47) Indefinitely

Text 9

48) Disinfect 49) Unhygienic 50) Potentially 51) Inadequate 52) Solution 53) Cleanliness

Text 10

54) Perception 55) Incredible    56) Security 57) Comparison 58) Hazardous 59) Consciousness    
60) Strictly
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Appendix D: Word formation Task (Text 1)
      
Student’s Name:                                             

1- Read the text below.  
2- Use the word given in capitals at the end of each line to form a word that fits in the space in
the same line.  
There is an example at the beginning (o).     Example: 0. Ability    

COMPUTERS THAT PLAY GAMES

Computers have had the (0. Ability) to play chess for many years now,  ABLE

and their (1) ….in games against the best players in the world has shown PERFPRM

steady (2)…. . However, it will be years before the designers of  IMPROVE

computer games machines can beat their (3) …challenge yet- the ancient BIG  
    
board game called Go. The playing area is (4)….larger than in chess  Considerable

and there are far more pieces, so that the (5) ….of moves is almost  COMBINE

(6)…. . The game involves planning so many moves ahead that   END

even the (7) ….calculations of the fastest modern computers  IMPRESS
  
are (8) ….to deal with the problems of the game.    SUFFICENT

in a recent (9) …..for computer Go machines, the best machine beat all COMPETE

its computer rivals, but lost (10)……to three young schoolchildren, so  HEAVY  

there is obviously still a lot of work to do.   
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ANSWEY KEY       Word formation Task

Text 1 “Computers that Play Games”
1- Performance 2- Improvement 3- Biggest 4- Considerably 5- Combination 6- Endless              
7- Impressive 8 – Insufficient 9- Competition 10- Heavily  

Text 2  “Sky scraper? NO, Water scraper”
25- Impressive  26- Solution  27- Architecture  28- Height  29- Agricultural                        
30- Movement 31- Impossible  32- Accommodation  33- Growth  34- Necessity  

Text 3 “Criminal Behavior”
1- Immigration 2- Cultural 3- Locally 4- Vandalism 5- Unpaid   6- Opposing 7- Handle             
8- Theft   9- Neighborhood 10- Punishment  

Text 4 “Bread”
1- Childhood   2- Various 3- Importance 4- Growth 5- Third 6- Requirement(s)                        
7- Unlike 8- Strength 9- Additionally 10- Energetic  

Text 5 “Pablo Picasso”
25- Variety  26- Cheerful  27- Performers  28- Success  29- Inspiration  30 – Surprising           
31- Unrealistic 32- Famous  33- Demonstration 34- Constantly  

Text 6 “Superheroes”
1- Scientific 2- Intentionally 3- Unfortunate   4- Tragically 5- Weakness   6- Endless                  
7- Production 8- Popularity 9- Successful 10- Fantasize  

Text 7 “The Eden Project”
1- Possibility 2- Costly 3- Environmentally 4- Largest 5- Collection 6- Attraction                       
7- Surrounding 8- Addition 9- Awareness 10- Unpredictable

Text 8 “Help Tomas for $5 a Month”
1- Infectious 2- Expectancy 3- Dehydrated 4- Transformation 5- Subscription                        
6- Vaccination 7- Commitment 8- Mortality 9- Fulfilling 10- Indefinitely

Text 9 “Kitchen Hygiene”
1- Disinfect 2- Scientific 3- Unhygienic 4- Combination 5- Potentially 6- Cleanliness                 
7- Researchers 8- Inadequate 9- Solution 10- Daily

Text 10 “Scuba Diving”
1-Perception 2- Increasingly 3- Incredible 4- Security 5- Experienced 6- Comparison                  
7- Hazardous 8- Consciousness 9- Fortunately 10 – Strictly  
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Appendix E: Code-mixing Task (Text 1)
      
Student’s Name:  

1. Please read the following text carefully. 
2. Fill each of the following blanks with the English equivalent of the Persian words given in
parentheses.  

COMPUTERS THAT PLAY GAMES

Computers have had the ability to play chess for many years now, and their                 (1)

P…………… ) in games against the best players in the world has shown

steady (2) I……………… .However, it will be years before the designers of computer

games machines can beat their (3) B…………… Challenge yet- the ancient board

game called Go. The playing area is (4) C……………… larger

than in chess and there are far more pieces, so that the (5) C……………… of

moves is almost (6) E …………… . The game involves planning so

many moves ahead that even the (7) I …………… calculations

of the fastest modern computers are (8) INS …………… to deal with the

problems of the game. 

In a recent (9) C…………….. for computer Go machines, the best

machine beat all its computer rivals, but (10) H…………….. to three

young schoolchildren, so there is obviously still a lot of work to do.  
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ANSWEY KEY       Code-mixing Task

Text 1 “Computers that Play Games”
1- Performance 2- Improvement 3- Biggest 4- Considerably 5- Combination 6- Endless              
7- Impressive 8 – Insufficient 9- Competition 10- Heavily  

Text 2  “Sky scraper? NO, Water scraper”
25- Impressive  26- Solution  27- Architecture  28- Height  29- Agricultural                        
30- Movement 31- Impossible  32- Accommodation  33- Growth  34- Necessity  

Text 3 “Criminal Behavior”
1- Immigration 2- Cultural 3- Locally 4- Vandalism 5- Unpaid   6- Opposing 7- Handle             
8- Theft   9- Neighborhood 10- Punishment  

Text 4 “Bread”
1- Childhood   2- Various 3- Importance 4- Growth 5- Third 6- Requirement(s)                        
7- Unlike 8- Strength 9- Additionally 10- Energetic  

Text 5 “Pablo Picasso”
25- Variety  26- Cheerful  27- Performers  28- Success  29- Inspiration  30 – Surprising           
31- Unrealistic 32- Famous  33- Demonstration 34- Constantly  

Text 6 “Superheroes”
1- Scientific 2- Intentionally 3- Unfortunate   4- Tragically 5- Weakness   6- Endless                  
7- Production 8- Popularity 9- Successful 10- Fantasize  

Text 7 “The Eden Project”
1- Possibility 2- Costly 3- Environmentally 4- Largest 5- Collection 6- Attraction                       
7- Surrounding 8- Addition 9- Awareness 10- Unpredictable

Text 8 “Help Tomas for $5 a Month”
1- Infectious 2- Expectancy 3- Dehydrated 4- Transformation 5- Subscription                        
6- Vaccination 7- Commitment 8- Mortality 9- Fulfilling 10- Indefinitely

Text 9 “Kitchen Hygiene”
1- Disinfect 2- Scientific 3- Unhygienic 4- Combination 5- Potentially 6- Cleanliness                 
7- Researchers 8- Inadequate 9- Solution 10- Daily

Text 10 “Scuba Diving”
1-Perception 2- Increasingly 3- Incredible 4- Security 5- Experienced 6- Comparison                   
7- Hazardous 8- Consciousness 9- Fortunately 10 – Strictly  
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Appendix F: Multiple-choice Cloze Task (Text 1)
    

Student’s Name:  

1. Please read the following text carefully. 
2- Decide which answer (A, B, C OR D) best fits each gap. 

COMPUTERS THAT PLAY GAMES

Computers have had the ability to play chess for many years now, and their (1)……....in

games against the best players in the world has shown steady (2)……..... However, it will be

years before the designers of  computer games machines can beat their (3)………. challenge yet-

the ancient board game called Go. The playing area is (4)……....larger than in chess and there

are far more pieces, so that the (5)..........of moves is almost (6)………. . The game involves

planning so many moves ahead that even the (7)……....calculations of the fastest modern

computers are (8)……....to deal with the problems of the game.  

In a recent (9)……....for computer Go machines, the best machine beat all its computer

rivals, but lost (10)……....to three young schoolchildren, so there is obviously still a lot of work

to do. 

1 A. Insurance   B. Performance C. Acceptance D. Ignorance  

2 A. Engagement B. Arrangement C. Encouragement  D. Improvement  

3 A. Sharpest   B. Widest  C. Biggest   D. Deepest

4 A. Considerably B. Systematically C. Logically  D. Scientifically  

5 A. Participation  B. Concentration  C. Combination D. Confirmation  

6 A. Errorless  B. Effortless  C. Eventless       D. Endless

7 A.  Impressive B. Imperative  C. Instructive  D. Impassive  

8 A. Inattentive  B. Inconsiderate C. Independent  D. Insufficient

9 A. Corporation          B. Preparation          C. Competition          D. Consultations  

10 A. Effectively  B. Heavily   C. Sufficiently D. Favorably  
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ANSWEY KEY        Multiple-choice Cloze Task

Text 1 “Computers that Play Games”

1-(B) performance 2- (D) improvement 3- (C) biggest 4- (A) considerably                        
5- (C) combination   6- (D) endless 7- (A) impressive 8 – (D) insufficient                        
9- (C) competition 10- (B) heavily  

Text 2  “Skyscraper? NO, Water scraper”

25- (A) impressive  26- (C) solution  27-(B) architecture  28-(B) height                        
29- (C) agricultural  30- (D) movement 31- (D) impossible  32- (A) accommodation           
33- (B) growth  34- (C) necessity  

Text 3 “Criminal Behavior”

1- (B) Immigration 2-(B) cultural 3- (D) locally 4- (C) vandalism 5- (A) unpaid                        
6- (A) opposing 7- (D) handle    8- (D) Theft   9- (C) neighborhood 10- (B) punishment  

Text 4 “Bread”

1- (D) childhood   2- (B) various  3- (C) importance  4- (B) growth  5- (A) third                        
6- (A) requirement  7- (D) unlike  8- (C) strength  9- (B) additionally  10- (D) energetic  

Text 5 “Pablo Picasso”

25- (D) variety  26- (B) cheerful   27-(C) performers   28- (D) success                        
29- (A) inspiration   30– (C) surprising 31- (A) unrealistic  32- (B) Famous                    
33- (B) demonstration  34- (C) constantly  

Text 6 “Superheroes”

1- (B) Scientific 2- (C) intentionally 3- (A) unfortunate 4- (D) tragically                        
5- (D) weakness   6- (A) endless 7- (B) production 8- (B) popularity 9- (C) successful               
10- (A) fantasize           

Text 7 “The Eden Project”

1- (C) possibility  2-(D) costly  3-(C) environmentally  4- (B) largest  5- (A) collection              
6- (C) attraction  7- (C) surrounding  8- (D) addition  9- (A) awareness    10 – (B) unpredictable
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Text 8 “Help Tomas for $5 a Month”

1- (C) infectious 2- (A) expectancy 3- (A) dehydrated 4- (D) transformation                        
5- (B) subscription 6- (B) vaccination 7- (C) commitment 8- (D) mortality                       
9- (A) fulfilling 10- (C) indefinitely

Text 9 “Kitchen Hygiene”

1- (A) disinfect 2- (C) scientific 3- (C) unhygienic 4- (D) combination                        
5- (A) potentially 6- (B) cleanliness 7- (D) researchers 8- (B) inadequate   9- (C) solution        
10- (A) daily

Text 10 “Scuba Diving”

1- (D) perception 2- (D) increasingly 3- (B) incredible 4- (A) security                        
5- (D) experienced 6- (C) comparison 7- (C) hazardous 8- (B) consciousness   9- (A) fortunately
10 – (C) strictly  
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Appendix G: Gap-filling Task (Text 1)
    

Student’s Name:  

1. Please read the following text carefully. 
2. Fill in the blanks with ten of the most appropriate words from the vocabulary list. 
3. Each word MUST be used once and in the correct place

COMPUTERS THAT PLAY GAMES

Computers have had the ability to play chess for many years now, and their (1)……....in

games against the best players in the world has shown steady (2)……..... However, it will be

years before the designers of  computer games machines can beat their (3)………. challenge yet-

the ancient board game called Go. The playing area is (4)……....larger than in chess and there

are far more pieces, so that the (5)..........of moves is almost (6)………. . The game involves

planning so many moves ahead that even the (7)……....calculations of the fastest modern

computers are (8)……....to deal with the problems of the game.  

In a recent (9)……....for computer Go machines, the best machine beat all its computer

rivals, but lost (10)……....to three young schoolchildren, so there is obviously still a lot of work

to do.  

Vocabulary list:

(a) Heavily- adv.  Very, in large amount, to a high degree

(b) Considerably- adv.  Significantly, Much or a lot  

(c) Endless – adj.  Continuing for a long time and seeming to have no end; very large in size
or amount and seeming to have no end, limitless

(d) Accomplishment- noun.  An impressive thing that is done or achieved after a lot of  work;
achievement

(e) Performance- noun.  How well or badly something works

(f) Cooperation- noun. The fact of doing something together, or of working together toward
a shared aim

(g) Insufficient-adj.  Not enough, or not great enough.
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(h) Incapacity-noun.  Lack of ability or skill

(i) Improvement-noun. The act of making something better, the process of something
becoming better

(j) Combination- noun. Two or more things joined or mixed together to form a single unit

(k) Progress- noun. The process of improving or developing, or of getting nearer to
achieving or completing something

(l) Competition- noun. An event in which people compete with each other to find out who is the
best at something

(m) Biggest- adj. The most important one; the most serious one

(n) Uninterrupted-adj. Not stopped or blocked by anything; continuous and not interrupted

(o) Impressive- adj. Making you feel admiration, because they are very large, good, 
skillful, etc.  
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ANSWEY KEY      Gap-filling Task

Text 1 “Computers that Play Games”

1- (E) performance 2- (I) improvement 3- (M) biggest 4- (B) considerably                        
5- (J) combination 6- (C) endless 7- (O) impressive 8– (G) insufficient                        
9-    (L) competition      10- (A) heavily  

Text 2 “Skyscraper? NO, Water scraper”

25- (I) impressive  26-(G) solution  27-(D) architecture  28- (L) height                        
29- (B) agricultural  30- (O) movement 31- (A) impossible  32- (F) accommodation                 
33- (N) growth             34- (K) necessity  

Text 3 “Criminal Behavior”

1- (E) Immigration 2-(H) cultural 3- (J) locally 4- (N) vandalism 5- (F) unpaid                        
6- (K) opposing 7- (A) handle    8- (L) Theft   9- (B) neighborhood 10- (C) punishment  

Text 4 “Bread”

1- (O) childhood   2- (M) various  3- (H) importance  4- (F) growth  5- (I) third                        
6- (J) requirement  7- (B) unlike  8- (L) strength  9- (D) additionally  10- (A) energetic  

Text 5 “Pablo Picasso”

25- (N) variety   26- (E) cheerful   27-(J) performers   28- (L) success   29- (I) inspiration         
30 – (A) surprising 31- (O) unrealistic 32- (F) Famous 33- (B) demonstration                        
34- (H) constantly  

Text 6 “Superheroes”

1- (K) Scientific 2- (N) intentionally 3- (M) unfortunate   4- (A) tragically                        
5- (I) weakness   6- (E) endless 7- (G) production 8- (D) popularity 9- (J) successful    10- (C)
fantasize  

Text 7 “The Eden Project”

1- (C) possibility 2- (J) costly 3- (H) environmentally 4- (N) largest 5- (M) collection                
6- (G) attraction 7- (A) surrounding 8- (E) addition 9- (K) awareness                        
10 – (D) unpredictable
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Text 8 “Help Tomas for $5 a Month”

1- (K) infectious  2- (B) expectancy  3- (I) dehydrated  4- (L) transformation                        
5- (E)  subscription  6- (D) vaccination  7- (N) commitment  8- (H) mortality                        
9- (G) fulfilling               10- (A) indefinitely

Text 9 “Kitchen Hygiene”

1- (E) disinfect 2- (K) scientific 3- (H) unhygienic 4- (N) combination                        
5- (B) potentially 6- (I) cleanliness 7- (F) researchers 8- (C) inadequate 9- (A) solution 10- (L)
daily

Text 10 “Scuba Diving”

1- (E) perception 2- (N) increasingly 3- (K) incredible 4- (H) security                        
5- (L) experienced 6- (J) comparison 7- (B) hazardous 8- (F) consciousness                        
9-   (C) fortunately       10 – (A) strictly  
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Appendix H: Vocabulary Comprehension Posttest

Post-test A: Vocabulary Comprehension Posttest (Multiple-choice format)

Student’s name:                                                                      Teacher’s name:

Read the following sentences, and choose the correct word for each space. 

Write your answer on the separate answer sheet. 

1. During the war many companies were able to add   to their wealth. 

A) Deliberately            B) Considerably C) Occasionally  D) Reasonably  

2. Some researchers have obtained very   results with such a treatment. 

A) Excessive   B) Responsive  C) Impressive  D) Progressive

3. There has been rain fall over the past two years, and farmers are having trouble. 

A) Adequate   B) Deficient    C) Inefficient   D) Insufficient

4. Universities have to provide student    for first-year students.  

A) Accommodation B) Civilization  C) Transformation  D) Conformation  

5. It is time for    groups to unite and work toward a common goal. 

A) Opposing  B) Outstanding C) Distracting  D) Challenging  

6. They were arrested on act of   , they destroyed public property deliberately.  

A) Murder   B) Burglary  C) Robbery  D) Vandalism

7. She does not want anyone to think she cannot   the crisis. 

A) Operate  B) Handle  C) Dominate    D) process

8. The people’s main     are food and shelter.  

A) Engagements B) Arrangements C) Agreements D) Requirements
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9. Dreams can be a rich source of    for an artist. 

A) Speculation B) Visualization  C) Inspiration  D) Stimulation  

10. It is     to expect these changes to happen overnight.  

A) Considerate B) Accurate  C) Unrealistic  D) Pessimistic

11. The objective is to create a dynamic,    changing website.  

A) Constantly  B) Unclearly   C) Deliberately D) Randomly  

12. She would never    hurt anyone. 

A) Systematically B) Coincidentally C) Accidentally D) Intentionally

13. He added that the delay was the    result of a very bad accident. 

A) Unimaginable B) Unfortunate C) Unintentional D) Unimpressive      

14. The number of patients with access to the necessary drugs is    low. 

A) Selectively  B) Tragically  C) Favorably    D) satisfactorily

15. I used to      that I live in a big house with a swimming pool.  

A) Recognize  B) Advertise   C) Fantasize  D) Hypothesize

16. They were worried about the    result of the football match.  

A) Unpredictable B) Unambiguous C) Uncontroversial D) Unattainable  

17. Hepatitis B is a highly         virus. It can be passed from one person to

another easily. 

A) Unhygienic             B) Non-transmissible   C) Non-communicable D) Infectious

  

18. You will     very quickly in this heat, if you don’t drink lots of water.  

A) Swell   B) Sweat  C) Dehydrate  D) Dampen



  118  

19. I have decided to renew my monthly      to the cancer charity. 

A) Consideration B) Constitution  C) Production  D) Subscription

20. He has demonstrated strong and deep    to help to the needy people. 

A) Attachment  B) Commitment  C) Assessment  D) Engagement

21. Finding a/an     Career may be the key to personal happiness.  

A) Fulfilling  B) Dissatisfying C) Frustrating   D) Unpromising

22. The project has been postponed    due to lack of interest.  

A) Indefinitely   B) Substantially C) Consistently D) Systematically

23. The nurse tried to clean and    the cuts on his hands. 

A) Refine   B) Purify  C) Disinfect  D) Rinse

24. Hospital cleaners were criticized for the      conditions of the central

kitchens.  

A) Uncomplicated B) Unpolluted   C) Uncontaminated D) Unhygienic

25. This crisis is    the most serious in the organization history.  

A) Potentially  B) Efficiently   C) Pleasantly   D) Sufficiently

26. The food supplies are     to meet the needs of the hungry.  

A) Indeterminate B) Inconsiderate  C) Inadequate  D) Inconsistent   

27. There is a general public     that standards in schools are falling. 

A) Association              B) Perception  C) participation D) Appreciation

28. It is one of the most  substances known, causing cancer and nerve damage.  

A) Mysterious  B) hazardous   C) Advantageous  D) Rebellious
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29. As she fell, she hit her head and lost     for several minutes. 

A) Perception  B) Attraction   C) realization  D) Consciousness

30. The use of cameras in this museum is    forbidden.  

A) Strictly  B) Precisely   C) Gradually    D) Aimlessly  
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Answer key                   

Post-test A: Vocabulary Comprehension Post-test

1. B) Considerably

2. C) Impressive

3. D) Insufficient

4. A) Accommodation

5. A) Opposing

6. D) Vandalism

7. B) Handle

8. D) Requirements

9. C) Inspiration

10. C) Unrealistic

11. A) Constantly

12. D) Intentionally

13. B) Unfortunate

14. B) Tragically

15. C) Fantasize                 

16. A) Unpredictable

17. D) Infectious

18. C) Dehydrate

19. D) Subscription

20. B) Commitment

21. A) Fulfilling

22. A) Indefinitely

23. C) Disinfect

24. D) Unhygienic

25. A) Potentially

  26. C) Inadequate

  27. B) Perception

  28. B) Hazardous

  29. D) Consciousness

  30. A) Strictly
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Appendix I: Vocabulary Production Posttest

Post-test B: Vocabulary Production Posttest (fill-in-the-blanks format)

Student’s name:                                                                      Teacher’s name:

Read the following sentences, and fill each gap with the English equivalent of the

Persian word given in parentheses

1. His treatment was a C   of surgery, radiation and
drugs. 

2. There is now intense C   between schools to attract students. 

3. City hall is a fine example of modern A   . 

4. Rice is the main A   product in our country. 

5.  Poverty is one of the reasons for the rapid G  in violent

crime.

6.  She left a number of U  bills when she back home. 

7. Finally police found the man responsible for a series of car T  

in the past year.  

8. I had to sign V  documents before they would let me into

the country. 

9. She works very seriously, U  most people in the office.

10. After running she did not even have the S   to stand up. 

11. This tool can be used in a V  of ways. 

12. I am making a real effort to be C   despite everything. 

13. Most people gathered in public places as a D   of

support for more freedom. 

14. His novel achieved great P  all over the world. 

15. Driving without fastening the seat belt is a C          mistake. 

16. In This museum you can find a great C   of valuable
paintings.

17. The park will be a new visitor A   for the town. 
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18. From the top of the hill you can see all the S  
countryside.

19 In the last three month there has been a new A        
to the family-our daughter, Rachel. 

20. TV programs should increase people’s A   of eating a
healthy diet. 

21. We are considering the P   of providing a new class for
advanced students.  

22. The average life E   in Middle East is less than
that in Europe. 

23. Her friends watched her T       from shy local girl to
famous movie actress. 

24. Cancer M   is much higher in the poorest
areas of the city. 

25. There is no simple S  to the problem of unemployment.

26. Improved C  of young children can prevent the spread of
serious diseases.  

27. This factory was capable of producing an I     
100 cars per hour. 

28. For the S    of passengers, all band baggage is carefully
checked. 

29. Car prices in the UK are very high by C     with other
European countries.
       
30. Most people in the US believe that I   has enriched the
economy and culture. 
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Answer key
Post-test B: Post-test B: Vocabulary Production Posttest (fill-in-the-blanks format)

1. Combination

2. Competition

3. Architecture

4. Agricultural

5. Growth

6. Unpaid

7. Theft

8. Various

9. Unlike

10. Strength

11. Variety

12. Cheerful

13. Demonstration

14. Popularity

15. Costly

16. Collection

17. Attraction

18. Surrounding

19. Addition

20. Awareness

21. Possibilities

22. Expectancy

23. Transformation

24. Mortality

25. Solution

26. Cleanliness

27. Incredible

28. Security

29. Comparison

30. Immigration



  124  





Buy your books fast and straightforward online - at one of world’s 

fastest growing online book stores! Environmentally sound due to 

Print-on-Demand technologies.

Buy your books online at

www.get-morebooks.com

Kaufen Sie Ihre Bücher schnell und unkompliziert online – auf einer 

der am schnellsten wachsenden Buchhandelsplattformen weltweit!

Dank Print-On-Demand umwelt- und ressourcenschonend produzi-

ert.

Bücher schneller online kaufen

www.morebooks.de
VDM Verlagsservicegesellschaft mbH

Heinrich-Böcking-Str. 6-8 Telefon: +49 681 3720 174 info@vdm-vsg.de
D - 66121 Saarbrücken Telefax: +49 681 3720 1749 www.vdm-vsg.de




