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Chapter One: Preliminaries

1.1. Overview   

     Vocabulary is crucial for success, central to language, and crucial to a language

learner (Grass & Selinker, 1994). Teachers may help learners with vocabulary

directly or explicitly (intentionally) by means of word lists, paired translation

equivalents, and in various related semantic sets. Based on explicit vocabulary

learning hypothesis, acquisition of new vocabulary can be facilitated by the use of a

range of metacognitive strategies such as noticing and making attempts to fix their

new understanding by repetition and associational mediation techniques (Ellis, 1995).  

     Students do not learn vocabulary just with the help of teachers; sometimes they

learn vocabulary subconsciously and indirectly. Based on the implicit vocabulary

learning hypothesis, learners acquire the meaning of new words subconsciously as a

result of facing them in different exposures in a range of contexts (Ellis, 1995). 

According to Krashen’s input hypothesis (1989), learners acquire language just by

understanding the meaning of the messages, and there is no need to focus on form. 

This process takes place naturally without conscious attention and is identical to what

has been termed incidental learning (Ellis, 1995). 

     Neither of these extremist views alone seems to reflect the real nature of

vocabulary learning. It would be advisable to take the middle road and to agree to the

more balanced view that learning vocabulary is a continual process and happens both

implicitly and explicitly. 



     In order to learn words, not only should we know their definition, but also we

should try to learn all aspects of them (phonology, morphology, orthography, 

semantic). All these properties together constitute word knowledge (Schmitt, 2005). 

Learners need to know different things about a word before claiming that they have

learned it. Of course, we cannot teach all these aspects simultaneously; students need

time to learn them. Repetition and attempts to recall and retrieve them in different

contexts of use will help learning transfer from short term to long term memory. Only

then can we say that learning happens. But are all students able to recall different

aspects of vocabulary? Are all aspects activated equally in the learner’s mind during

the recall process? Despite a plethora of research on many aspects of vocabulary

learning, there appears to be a dearth of research addressing these questions. This

study, therefore, aims to investigate which aspect of word knowledge is activated

better in the mind of the learners in the retrieving process.  

     Everyone has a mental lexicon; it is a language user’s knowledge of words and the

representation of that knowledge about words in his/her mind. Mind is like a

computer and knowledge of words is stored there like a dictionary (Elman, 2004). 

There are several different inputs and outputs in our mental lexicon. To understand

speech, the auditory input lexicon must categorize a new sound pattern. To read the

word, the visual input lexicon must recognize a new orthographic pattern. To say the

word, the speech output lexicon must assign a program to its pronunciation. To write

it, the spelling output lexicon must have a specification for its orthographic sequence. 

Thus, learning the word is not a single process (Ellis, 1995). There is little room for



argument here; the controversy surrounds the issue of which aspect of the word is

activated more strongly when that word is confronted. 

     Lexical recall involves the retrieval of different types of information. Conceptual

information specifies the meaning of the intended word without much concern for

phonological forms. At this stage, syntactic information is also retrieved (Ellis, 1995). 

1.2. Statement of the problem  

     If we do not know words we cannot convey any messages, but if we do not know

grammar we can somehow convey our messages. This shows the importance of

vocabulary in communication and language learning (Wilkin, 1972). Words are

important because they play an important role in clarifying our thoughts. Vocabulary

can be defined as the words we must know to communicate in a good way. Teachers

have always desired to find ways to improve learner’s vocabulary both quantitatively

and qualitatively (Schmitt, 2008). 

     In the early 20th century, Dewey (1910) stated that vocabulary is very important

because a word is an instrument for thinking about the meaning. Thus, it is very

important to be serious in learning vocabulary in a proficient way (Schmitt, 

2008).Vocabulary knowledge is improved when learners encounter new words

several times in context through reading and listening. Learning vocabulary will

increase one’s competence; the person who has more knowledge has more self-

confidence, and is more motivated to talk and to learn (Meara, 1997). According to



Nagy and Herman (1987), one efficient and effective way in learning vocabulary is

incidental learning. Vocabulary growth occurs when learners are immersed in words

in a variety of ways (Bintz, 2011). 

     A question lingering for quite a while in the minds of researchers is what exactly

do we learn when we learn words? It is very important to know which aspects of

words are attended to more.  There has been substantial research on different

techniques of teaching and learning vocabulary and factors that might affect the

improvement of teaching strategies, but in the case of recalling different aspects of

words and its relationship with students’ intelligence, there is a paucity of research. 

The present study intends to fill part of the existing gap by investigating the extent to

which the phonological, orthographic, and semantic aspects of words are accessible

to foreign language learners.  

  

1.3. Significance of the study

     There are some problems in choosing the most suitable way for teaching

vocabulary because many teachers are not confident about the best method in

vocabulary instruction, and at times do not know where to begin. To focus

instructional emphasis on word learning and one single method is not enough

(Blachowicz, 2008).  

     According to the depth of processing hypothesis, the more cognitive energy a

person uses in learning and thinking  about a word , the more they will be able to



recall and use it later (Craik & Lockhart, 1972). This hypothesis implies that it is not

important how recently learners have learnt something. What is more important in

learning is the depth of processing. In other words, students must be taught how to

process information deeply. Deeper engagement with words should lead to higher

retention. Retention will be fixed if we try to recall the things that we have learned

several times. 

     Of particular concern here is the question of which aspect of the word is more

easily activated in the process of vocabulary recall. Knowing this will be very helpful

in finding better strategies for those aspects that are usually forgotten by the students. 

Thus, we should focus on those parts in order to be more successful in teaching. 

Moreover, students have different intelligences and, according to Gardner (1983), it

is very important that teachers take into account these intelligences, because they

cause individual differences in learners and affect the learning process. Not all

learners learn with the same method. When teachers know this, they may explain a

target point using a number of different ways. Thus, Multiple Intelligences theory can

possibly solve probable motivation and discipline problems in classes. This study will

investigate the relationship between two types of intelligence (linguistic and spatial)

and retrieving special aspects of words. 

1.4. Research Questions  

     This study is an attempt to find out which of the different aspects of word

knowledge are retrieved more in the process of lexical development. More

specifically, it addresses the following research questions:



     1. Are there any significant differences in the accessibility of phonological, 

semantic, and orthographic aspects of words in second language vocabulary learning?

     2. Are there any significant relationships among spatial and linguistic intelligences

on the one hand and various aspects of lexical knowledge on the other?

1.5. Research Hypotheses  

     In response to the above research questions, the following null hypotheses are

formulated:                                

H1. There are no significant differences in the accessibility of phonological, 

semantic, and orthographic aspects of words in L2 vocabulary learning. 

H2. There are no significant relationships among spatial and linguistic intelligences

on the one hand and various aspects of lexical knowledge on the other. 

1.6. Limitations and delimitations of the study

     Any research has its own limitations in the fields of methodology, data collection, 

sample size and statistical analysis. This study, like the majority of educational

studies has certain limitations and delimitations. Thus, the following limitations and

delimitations have to be taken into consideration:

1. One of the problems in this study is that we cannot really clarify how

vocabulary is transferred from short term memory to long term memory. Since



texts can affect the process of the acquisition of vocabulary, developing such

applied models can solve many of the current problems. The text types are

varied based on the subject type, word difficulty level, interest of the students, 

and other factors. It is hard to find texts containing all these characteristics. 

Thus, we have to consider the majority of the students’ level and interest. 

2. Some participants may have cooperated imperfectly and may have failed to take

the course or the exams seriously. 

3. This research was carried out only in one language institute and the number of

participants was 119. Therefore, the result of this study may not be generalized

to populations in other institutes or schools, which might differ in terms of

factors such as culture and back ground. 

4. As two of the delimitations of the present study, the age and gender of the

participants were not considered as variables. 

1.7. Definition of the key terms:

     This study adopts the following definitions for its key terms:

Orthography: It refers to the writing system that is used to represent the word

(Scanlon, &Vellutino, 1987). In this study, it simply means the spelling of a

word. 



Phonology: The ability to use the speech code to store and retrieve the word

(Scanlon, & Vellutino, 1987). In this study, it simply means the pronunciation of

the word. 

Semantics: It relates to the notion of the meaning of each word (Gaskell, Marslen, &

Rodd, 2004). In this study, it means the meaning that the word conveys. 



Chapter Two: Review of Literature

2. 1. Vocabulary

2.1.1 What are words?  

     Although the definitions that are proposed for words in first and second languages

are different, they are complementary (Qian, 1998).Word is a structural and semantic

thing that is within the language system. It is the basic unit of a language and results

from the association of a particular meaning with a particular group of sounds; that is

why the concept of the word is very challenging and difficult to define (Read, 2000). 

Miller (1999) believes that words can be defined as an association of meaning and

form of the words that plays a syntactic role. A valid definition of vocabulary should

contain four dimensions, including: vocabulary size, knowledge of word

characteristics, lexical organization and lexical access (Chappell, 1994). 

     Read (2000) points out that words like articles, prepositions, pronouns, 

conjunctions, and auxiliaries are often referred to as function words and belong more

to grammar of the language than its lexicon. While nouns, verbs, adjectives, and

adverbs are content words and refer to the meaning of the elements. The base and the

inflected forms of a word is known as a Lemma. 

     According to Coady (1993), vocabulary building is an essential and important part

of second language learning. Belisle (1996) maintains that one factor that is very

influential in improving and developing communication and literacy skills is



vocabulary acquisition, and a rich vocabulary is an ongoing challenge in second

language instruction. 

     The instruction of lexical competence consists of three dimensions: 1) a partial-to-

precision of knowledge dimension in which levels of knowledge  range in different

degrees of understanding, and move from recognition of a word to the vague

understanding of meaning and then to complete understanding. According to Qian

(1999), this dimension relates to the quality of vocabulary knowledge, 2) depth of

knowledge dimension refers to different aspects of the nature of words; according to

Read (1993), it relates to the quality of knowing words, 3) receptive and productive

knowledge refers to the mastery levels of vocabulary knowledge that make learners

able to perform in comprehension and production activities (Henrickson, 1999).    

     In the study of vocabulary acquisition, researchers study the following two distinct

dimensions:  the breadth of vocabulary or the size of the words, and the depth of

vocabulary, which refers to the quality of the knowledge (Nation, 2001; Qian, 1999). 

In depth, it is  important to know how well we know the word or how the quality of

learning  words and the description of lexical knowledge is while in breadth, we

usually want to  know  how  many words we know (Read, 2000). If the network that

surrounds a word is deeper, the knowledge of that word will be greater, and this is

what is meant by the depth of vocabulary, according to Nagy and Herman (1987).                       

     Depth of vocabulary refers to different types of knowledge of a word such as

pronunciation, spelling, grammatical and stylistic possibilities, collocations, and

frequency (Nation, 1990). According to Zhang (2006), in recent years, focus of



studies has shifted from the breadth to the depth of vocabulary. One of the most

considerable reasons is the definition of a word in the study. Researchers such as

Paribakht and Wesche (1996) state that vocabulary size by itself is not a reliable

predictor of language competence and has limited value. Meara (1996) believes that

the size of vocabulary is important just when learners know a small amount of

vocabulary. Coady (1993) believes that depth of vocabulary is important because the

degree of depth of vocabulary influences the development of vocabulary knowledge.  

2.1.2 A review of research on vocabulary teaching

     The history of research on vocabulary is very complex. In the past, teachers often

ignored vocabulary because they believed that vocabulary could easily be learned by

learners themselves (Huh, 2009). In those days, vocabulary instruction was often

without any planning, and usually students got it through natural exposure. Ketabi

and Hashemi Shahraki (2011) state that between 1940s to 1960s, attention was

mostly focused on grammatical and phonological structures and these approaches

decreased the importance of vocabulary in foreign language teaching. But now there

is a general agreement among vocabulary specialists that vocabulary and word

knowledge is at the heart of communication. It is, therefore, very important to find

efficient ways of learning them. A large number of studies have been carried out in

this regard (Coady & Huckin, 1997). 



     Fries (1945) believed that the problem of learning a new language was not in the

way of teaching, but in mastering its sound system and grammatical structure. He

valued Audio-lingual method as a good way to learn language, and made the most

influential study on the behaviorist psychology. Coady (1993) points out that in

Direct method or the Audio-lingual method the accurate production and limited

vocabulary knowledge was a good way to build language use habits and thus, good

language habits would lead to improved vocabulary knowledge.   

     According to Searle (1972), Chomsky brought revolutionary changes in linguistic

theory, and considered learning as acquisition not habit formation. Hymes (1972)

emphasized communicative competence, and teaching vocabulary started to become

a central part of teaching languages. Later on, there were more studies on the way of

teaching words and different aspects of vocabulary. As Montrul (2001) maintains, 

vocabulary learning does not involve just learning sound-meaning pairings; it is also

important to know other aspects. Besides, it is impossible to teach all words to

learners, and contemporary linguistics and cognitive psychology support the

psycholinguistic approach, which focuses on guessing the meaning of unknown

words through the use of contextual clues (Coady, 1993). Anthony (1975) makes

reference to the importance of one of the aspects of words: collocations. Judd (1978)

recommends that vocabulary be taught in a natural linguistic context. 



2. 1. 3. Current vocabulary teaching instruction

     We teach vocabulary in order to enable students to communicate. According to

Wilkins (1972) if we do not know any words, it is impossible to communicate, but if

we do not know the grammar we can somehow communicate. Thus, we should use

the techniques that can help learners to realize the concept of what it means to know a

lexical item. We should even go beyond that and try to provide opportunities for them

to use the learned items productively (Herold, Petty, & Stoll, 1968). Not only do

learners need to know the meaning of the word, but also they should be aware of how

and when to use it (Baleghizadeh & Yousefpoori, 2011). Nowadays, it is generally

accepted that vocabulary teaching should be a part of the syllabus (Lewis, 1993).  

     Identifying a single and best method for teaching vocabulary is impossible. 

According to Petty, Herold, and Stoll (1968), there is no single best method of

vocabulary instruction. Methods should involve several techniques to be effective, 

and no single method can help in learning all kinds of words. Similarly, Webb (2008)

believes that one single instruction does not have the same effects on different

learners, and there are many other factors that should be taken into consideration. He

maintains that we have two general instructions in vocabulary learning including:

implicit (incidental) and explicit vocabulary learning. 

     Incidental vocabulary learning, according to Ellis (1995), is the acquisition of

knowledge that takes place in a natural way, and without any conscious effort. 

Krashen (1989) points out that incidental acquisition of vocabulary occurs through



the operation of the input hypothesis, which states that learners acquire a second

language when input is comprehensible to them.     

     Raptis (1997) believes that vocabulary can be learned incidentally, and through

guessing from the context.  Meara and Schmitt (1997) state that the key to an

incidental learning approach is to make sure that learners have lots of exposure to that

language. Incidental learning of vocabulary is a gradual process, and learners will

improve their learning if they face the new words in various contexts (Herman &

Nagy, 1987).  

     Some researchers (such as Day & Omura, 1991) emphasize that learning the

meaning of the new words and even their forms can be improved through incidental

reading tasks. Laufer (2003) points out that incidental vocabulary learning may not

lead to the learning of many new words, but it is a very useful way in improving

partially known vocabulary, and by pushing the learners to read more, we can help

them to improve their vocabulary.  

     Coady and Huchin (1997) point to some advantages of incidental vocabulary

learning, including: 1) it is contextualized, 2) it is an efficient way that enables

learners to involve in two activities at the same time, vocabulary acquisition and

reading, and 3) it is learner-based. But incidental learning also has some

disadvantages. Craik and Lockhart (1972) believe that according to depth processing

hypothesis, learning vocabulary incidentally does not cause long retention. Ellis

(1995) also believes that memorizing words in this way does not lead to deep

processing or long retention. He adds that memorizing lists of words just helps



students to pass the exam, but students will forget those words very soon.  Hulstijin, 

Hollander, and Greidanus (1996) state that second language learners cannot learn

vocabulary efficiently through incidental learning, because they may not notice the

new words or sometimes they do not understand the correct meaning of the words. 

They believe that this kind of learning is not efficient and enough for learning new

words and one of the biggest reasons is lack of noticing of new words.   

     Another approach to vocabulary learning is called explicit or intentional, and

conscious learning (Hulstijn, Hollander & Greidanus 1996). Laufer (2005) believes

that explicit learning almost always leads to greater and faster benefits with a better

chance of retention. In this way, acquisition of new vocabulary can be increased by

the use of a range of metacognitive strategies, such as noticing, inferring the word in

context, and repetition of new words (Ellis, Tanaka, & Yamazaki, 1994). Hulstijn

(1989) refers to the mental effort hypothesis, based on which the retention of the

inferred word meaning is much more than the retention of the given word meaning. 

Because in this way learners are involved in the act of learning, and more

engagement will cause deeper learning. Ellis (1994) also emphasizes the importance

of increasing word consciousness in learning word meaning. 

     Explicit teaching can be contextualized through reading texts and de-

contextualized through lists of words (Nemati, 2009). McCarthy (1990) states that

words which are learned explicitly and from context will be retained longer in the

memory. Paribakt and Wesche (1997) believe that learning through both

contextualized and explicit vocabulary instruction results in much greater benefit in



vocabulary learning than contextualized learning through reading alone. They also

refer to another affective approach in teaching vocabulary that combines

decontextualized and contextualized vocabulary instruction.  

     Meara (1997) advocates the explicit teaching of vocabulary out of context at an

early stage of language acquisition, and then more context-based vocabulary learning

at later stages of language development and describes vocabulary from two

dimensions: size and organization. Laufer (1997) also avows that beginners first have

to learn the basic word families out of context and then they will be able to read

independently and acquire language in a natural way. Nemati (2009) believes that

many learners learn many aspects of vocabulary knowledge through context. Thus, 

context provides a better chance of learning vocabulary than decontextualized

learning from translation, definitions or synonyms. Schmitt (2008) adds that some

lexical aspects are easier to learn, such as word meaning and word form, while some

other aspects, such as collocations and intuitions are more difficult to teach explicitly, 

and they will probably be acquired through frequent exposures to the second

language. In other words, Schmitt believes that for maximum learning it is better to

have an explicit teaching and a component which increases the repeated exposure to

that lexical item, such as extensive reading. 

     The best method for achieving viable vocabulary learning is still unclear, because

it depends on a wide variety of factors such as; 1) words themselves, whether they are

high frequent or low, academic or not, words that span multiple contexts but their

meanings change in time versus words that are used just in specific subject areas. 2)



learners themselves, their age, nationality, mother tongue (Brown & Hulme, 1995). 

But the main issue that should be noticed in learning vocabulary is that many

researchers agree on a combination of different techniques, and there is no single

method.  

     There are some important principles for teaching vocabulary that should be taken

into consideration for more effective and better teaching and learning. Blachowiz and

Fisher (2004) point out four main principles for better teaching as follows: 1) be

active in developing the understanding of words and ways to learn them, 2) try to

personalize word learning, 3) try to immerse learners in words, 4) try to make

multiple sources of information in order to learn words through repeated exposures. 

Yopp (2007) introduces a strategy for teaching vocabulary that incorporates four

characteristics such as: a way to provide contextual information as well as

definitional information, a way to provide different exposures to words under study

and opportunities to use words, to help students to think about the relationships

among meaning, and to encourage learners to be active in the act of meaning. Yopp

believes that teachers should immerse students in word-environment and help them to

improve their word consciousness. 

2.2 Word knowledge  

2.2.1 What is word knowledge?   

     A Word involves much more than simply the knowledge of meaning and form

(Aitchison, 1994; Schmitt, 2000). Every word has different aspects. Richards (1976)



considers a number of assumptions that relate to the nature of lexical competence; he

categorizes the aspects of word knowledge in answering the question of what it

means to know a word? According to Richards, knowing a word means knowing

about the word’s 1) frequency, 2) register, 3) position, 4) knowledge of the word

form, 5) the network of associations between that word and other words, 6) the

meaning of the word, 7) the meaning-associations or knowing different meanings that

are associated to that word, and 8) the word’s part of speech. 

     In much the same vein, Nation (1990) and Schmitt (1995) identify different types

of vocabulary knowledge that a learner should have both receptively and productively

in order to be competent in the use of words. They include the spoken form of a

word, the written form of a word, the grammatical behavior of the word, the

collocational behavior of the word, the frequency, the stylistic register constraints of

a word, the conceptual meaning of a word, and the association that a word has with

other related words. 

     Likewise, Qian (1998) defines different aspects of a word as follows:

pronunciations,spelling, different meanings, connotations, inflections and derivations, 

syntactic prosperities, appropriate use, collocations, semantic associations, and

idioms that contain that new word. He believes that this list can be continued, but he

states that word knowledge can be categorized into three types: component-focused, 

learner’s familiarity with a word, and combination of component focused and

familiarity with the given word. Thus knowing a word is something more than just

being able to recall the meaning and form of it. Cronback (1942, as cited in Qian, 



1998) defines five categories in learning words such as: meaning, being able to recall

different meanings, being able to apply the word correctly, being able to use the word

productively, being able to know when and how to use the word in different contexts

and situations. Qian (1998) states that Cronback did not consider other aspects of

word knowledge. 

     According to Paribakht and Wesche (1996), knowledge of words should involve a

little more than connecting meaning to the form. They believe that uni-dimensional

understanding of a word does not mean that we have learned that word. They add that

vocabulary knowledge should have at least two dimensions of breadth (size of the

word) and depth (the quality of learning) of vocabulary. They emphasize that in

vocabulary learning, knowledge of the forms of words, their meanings, and the

linguistic features of the words are very important and both learners and teachers

should be aware of them.  

     Henriksen (1999) suggests that, learners consider three dimensions of lexical

knowledge including: 1) partial to precise knowledge, 2) depth of knowledge, 3) the

ability to use them receptively and productively. Nation (2001) divides word

knowledge in to three parts: form, meaning, and use. He points out that there is a

difference between being able to recognize a word whenever we hear or see it, and

being able to use that word in speaking or writing.    

     According to Nagy and Scott (2000), consideration of word knowledge leads to

children’s vocabulary growth, and the growth of their vocabulary must be based on

the recognition of the complexity of the word knowledge. Webb (2007) studied five



aspects of vocabulary and provided a description of word knowledge as follows:

orthography, paradigmatic associations, syntagmatic associations, grammatical

functions, and meaning and form to determine the relative efficacy of learning

glossed sentences and word pairs. 

     Schmitt (2008) states that for many teachers and learners establishing form-

meaning links is the first and the most essential lexical aspect which learners should

acquire. Such links may be somehow enough to allow recognition, but if learners

want to produce them actively, they will not be enough. Later on, it was realized that

lexical knowledge is not uni-dimensional and includes various types of knowledge. 

Words represent nodes and these nodes may be connected internally on different

dimensions, such as thematically, phonologically, morphologically, conceptually , 

and sociolinguistically (Vermeer, 2001). 

2.2.2 The importance of word knowledge  

     Huckin, Hymes and coady (1993) point out that lack of vocabulary knowledge is a

very big hindrance in learning a second language. According to Beck, Perfetii and

MCkenown (1982), vocabulary knowledge is very crucial for lexical automaticity and

understanding texts. Anderson and Freebody (1983) state that there is a strong

relationship between text comprehension and vocabulary knowledge because

meaning enables us to understand passages, and vocabulary knowledge may be

related to a person’s store of background information. Qian (1998) adds that partial



meaning is sometimes enough for just understanding the text, but in other situations

more lexical knowledge is needed and this is the weak point of most L2 learners;

their lexical knowledge is very superficial. Jacobs (2000) believes that there is a

strong relationship between vocabulary knowledge and academic achievement, 

because if students do not expand their vocabulary knowledge adequately, they will

have lots of problems in their reading comprehension. Thus, it may be concluded that

every dimension of word knowledge relates to comprehension. 

     Vocabulary knowledge is important because it contains all information that we

should know to access that word, to express ideas, and to communicate and learn

about new concepts (Sedita, 2005). Alderson (2000), and Alavi and Kaivanpanah

(2008) believe that word knowledge is a very important factor in reading

achievement; besides, they add that word knowledge is considered as an instrumental

means in reading comprehension and promotes reading fluency, thinking and

communication. 

     According to depth of processing hypothesis, the more cognitive energy a person

uses in thinking and learning about the word, the more he will be able to recall  and to

use that word (Craik & Lockhart, 1972). Thus, the most important issue in learning is

the depth of processing of new materials; this is what we can do by learning word

knowledge. Besides, according to Nemati (2009), deeper engagement with words and

learning different aspects of it causes higher retention in learning. Coady (1993)

believes that word knowledge is essential and prerequisite for understanding the



meaning of unknown words when there is no context clues. The depth of word

knowledge influences language proficiency and causes higher retention. 

2.2.3. Characteristics of word knowledge  

     Schmitt (2008) emphasizes that the form-meaning link is the first and the most

important aspect, but there seems to be several aspects of words that need to be taken

into account in teaching vocabulary. Qian (1998) believes that learners can learn

words in different levels and researchers differ in describing these different levels. 

The common characteristics of word knowledge, according to Naggy and Scott

(2000), are as follows: 1. Incremental, 2. Multi-dimensional, 3. Polysemy, 4. 

Interrelatedness, 5. Heterogeneity.  

     The first characteristic of vocabulary knowledge is the incremental view which

identifies levels of knowledge interpreted as stages in the acquisition of the word and

refers to the hierarchal level. The incremental view of word learning intends to

explain how a great deal of vocabulary knowledge can be learned little by little. 

According to Read (2000), the incremental view refers to the words that students

know receptively but are not yet able to use productively.  

     Nagy and Scott (2000) state that knowing just the meaning of a word does not

mean that we know everything. They refer to four stages of word knowledge

including: 1) never said it before, 2) heard it but does not know what it means, 3)

recognize it in context as having something to do with, 4) know it well. Konopak and



Drum (1987) point to six levels of word knowledge: 1) knows how to pronounce the

words, but it is not important how to write it, 2) just knows the meaning, but it is not

important how to express it, 3) knows a meaning but not the word for it, 4) knows the

partial meaning for it, 5) knows the different meaning for the word, 6) knows neither

the concept nor the word.  

     Paribakht and Wesche (1996) identify five stages of vocabulary knowledge that is

known as VKS and is as follows; 1) the words is completely unfamiliar to learners, 2)

learners know the word, but they do not know the meaning, 3) learners know the

correct synonym or translation of that word, 4) learners use a sentence that contains

that new word and it is semantically appropriate, 5) learners use the word in a

sentence with the correct grammar and meaning. Schmitt (2008) refers to what is

involved in knowing a word incrementally in three main divisions of form, meaning, 

and use. Laufer (1998) states that learning a second language is a continuum from a

non-existent knowledge to native-like competence without necessarily reaching it. 

Vocabulary learning as part of language learning is no exception.  

     The second characteristic of vocabulary knowledge is Multidimensionality. The

Multi- dimensional approach involves understanding various aspects of the meaning

of a word (Read, 1993). According to Richard (1976), knowing different aspects of a

word leads to the mastery of that word. Nation (1990) took Richard’s framework and

mixed it with other components of knowledge and made a clear distinction between

receptive and productive knowledge, including the form, function, position, and

meaning of the word. According to Nation, word knowledge consists of several



qualitatively different types of knowledge. Nation (1990) considers eight aspects of

word knowledge; the spoken form, the written form, the grammatical behavior, the

collocation behavior, the frequency, the stylistic register, the conceptual meaning, 

and the associations of the word with other related words. 

     The third characteristic is called polysemy. According to Jackson and Davis

(2000), it refers to a situation in which words have some other meanings and learners

can understand the related meaning based on the context. This means the meaning of

the word must be inferred from context, and word meanings are flexible. Meara

(1997) criticizes learning words in lists because he believes that the advocates of the

use of such lists do not consider the aspect of polysemy within words and are, 

therefore, very naïve. 

     Another characteristic is interrelatedness, which means that the knowledge of any

given word is dependent on one’s knowledge of other words. The fifth characteristic, 

according to Stahl and Fairbanks (1986), is heterogeneity. The essence of this feature

is that we cannot pretend that we know all words in the same way because knowing

each word differs and depends on the kind of the words. To summarize, word

knowledge includes:

1) Definitional information that comprises knowledge of the logical information. 

2) Relationship between a word and other known words like the meaning in the

dictionary (synonym, antonym). 



3) Contextual information defined as knowledge of the core concept of the word

and how that concept changes in different contexts. 

2.2.4. Passive and active word knowledge     

     Another characteristic of vocabulary knowledge is the distinction between passive

and active vocabulary. Passive or receptive knowledge is associated with listening

and reading and refers to what we are able to understand from input. It makes us

perceive the form of the word and retrieve its meaning or meanings. Active or

productive knowledge is associated with what a person needs to know about a word

in order to be able to use the word in writing or speaking (Melka, 1997). According

to Belisle (1996), limited active vocabulary makes learners incapable of expressing

higher level complex thoughts or concepts, and a limited passive vocabulary makes it

difficult to understand age-appropriate or subject-appropriate reading. Read (2000)

divides receptive vocabulary into two types: recognition and comprehension, and

productive vocabulary into two types of recall and use. According to Paribakht and

Wesche (1996), productive vocabulary knowledge is the knowledge that is used to

produce forms. 

     According to Meara (1990) and Nation (2001), it is important that teachers be

aware of this distinction, because active knowledge is very difficult to achieve. One

reason is that there is more to learn about a word in order to use it correctly. Another

reason is that, most learners practice words less than the times they encounter them in



the input (Nation, 2001). Melka (1997), states that receptive vocabulary are learned

faster than productive vocabulary. Thus, the active vocabulary size in learners is

smaller than the passive words. There are some studies that have shown the scores of

productive knowledge tests are much lower than those of receptive knowledge

(Schmitt, 1998; Waring 1977). Laufer conducted a study in 1998 to investigate the

gains and relationships between three types of word knowledge namely: passive, 

controlled active, and free active vocabulary. The results showed that passive

vocabulary size progressed well in learners, controlled active vocabulary progressed

less than the passive, and free active did not progress at all. Also, the size of passive

vocabulary was larger than the other types, and free active vocabulary did not

correlate with the other two types. Melka (1997) concludes that receptive and

productive follow each other, but are not separate. She proposes four stages that show

how learners become familiar with words and then enter the process of production of

that word as follows; imitation, comprehension, reproduction with assimilation, and

production. 

2. 3. Learning the first three aspects of vocabulary   

     A big concern of researchers in the field of second/foreign language

teaching/learning, and also one of the main challenges for teachers to deal with has

been vocabulary teaching and they try to apply various methods in this domain. Even

though over the years, many studies have been carried out throughout the world with

an attempt to find the way L2 vocabulary might be understood more efficiently, and



the way learners might be supported by teachers in the process of achieving their

goals (Zarei & Arasteh, 2011), few of them have been done with the purpose of

comparing three of the most common aspects of vocabulary in terms of their

accessibility.  

     The order based on which new vocabulary is introduced as well as the way of its

testing will affect learning and practicing very deeply (Ellis, 1995). Brown (2001)

states that multiple aspects of word knowledge need to be mastered by learners in

order to acquire a word truly. Furthermore, Ellis (1995) in response to the question of

what is important in learning a word and its entrance into the mental lexicon holds

that there are different aspects that need to be accessed for different channels of

Input/output (I/O). Zarei and Gholami (2007) state that study on the mental lexicon of

bilinguals indicate that words are classified into semantic and phonological networks

in a way that the learned word interacts with other words on the basis of these two

aspects. According to Rieder (2003), the implicit or explicit nature of vocabulary

learning differs from those of grammar learning, but research in this area is still very

limited. Thus, there is controversy over which aspects of vocabulary might be

accessed before the others. It has been suggested that different aspects of words can

be presented by divided bodies of factors being coded for temporal, spatial, 

frequency, acoustic, associative, and orthographic aspects of the words (Zimmerman, 

2004). The following three aspects are the main focuses of attention in this study. 



2. 3. 1. Meaning

     Landaur and Dumais (1997) claim that the meaning of words can be represented

by putting them in a multidimensional semantic space. The importance of such spaces

is that words that are similar in meaning should be represented similarly (Steyvers, 

2000).  

     Evans (2006) defines word meaning as a concept related to the semantic values

that is associated with individual lexical items, namely words or lexical semantics. It

is clear that what words mean is different from how they mean, or indeed what they

intend to mean (Crystal, 2003). According to Michaelis (1994), the lexicon has long

been considered as the source of content that is conceptually expressed by sentences. 

Thompson and Mooney (2003) define semantic lexicon as a component which is

rather time-consuming to build and update. Thus, LoGiudice and LaQuay (2005)

suggest that the size of the students’ vocabulary should be increased. In this way, the

natural facilities for linguistic and semantic relationships enable learners to enlarge

their vocabulary size easily and effortlessly. Simply, speaking, listening, and reading

seem to enlarge these students’ vocabulary skills. Students might understand the

intuitive meaning of each factor by the assistance of the bipolar adjective pairs highly

correlated with each other (Turney & Littman, 2003). 

     The first step in the vocabulary acquisition process is establishing the basic form-

links, and this is the aim of a vast majority of vocabulary materials and activities

(Schmitt, 2008). Carter and McCarthy (1988) state that the study of semantic features

in a word is one of the most important components of any lexical production course



because when we understand meaning fully, we can use the word correctly. 

According to Aitchison (1994), there are three different but related tasks in acquiring

word meaning. 

     The first term is labeling, which refers to the process of discovering which

sequence of a sound can be used as a name for a thing, and making a relationship

between concept sign and referent. Clarke (1993) refers to this process as mapping, 

and Ellis (1995) as acquiring referential meaning process. The second task is

packaging, which refers to the process of discovering things that can be packed

together under one label. During this process, learners go through over extension and

under extension. The third task is called network building, which refers to the process

of discovering the intentional links between words (Aitchison, 1994). Read (1993)

states that acquiring word meaning involves two interrelated processes which

include: a) adding to the lexical store with a process of labeling and packaging; b)

reordering or changing the lexical store with a process of network building. 

Henriksen (1999) points out that there is a tendency in second language vocabulary

acquisition to focus on the first but not to pay attention to the second aspect because

mapping meaning onto form is the first and the most central process, and the second

process is very slow and happens later (Aitchison, 1994). Carey (1978) states that

young children choose one particular meaning or only a limited aspect of meaning of

a word on the basis of a few exposures to lexical items.  

     It is clear that the meaning of a concept or word should be sought in the language

in which the act is framed that refers to the context in which the word occurs. Erk



(2007) believes that the meaning of words can vary widely according to context. The

fact that a word may have multiple types of usage and multiple meanings in different

context or even different words with similar meanings, which are known as

synonyms, denote the important role of contexts in learning words. Dooling and

Christiaansen (1977) suggest that the more abstract the concepts at the time of

vocabulary learning process are, the greater the role of semantic aspect of vocabulary

will be.  

     Karttunen (1974) states that based on a general agreement, at least two

complementary aspects of meaning need to be explored in order to find out how

language can be understood. First and the most important one is understanding a

certain relation between the sentence and the external world, that is known as

semantic or truth-conditional aspect of meaning. Accordingly, the knowledge of what

kind of worlds the sentence corresponds to shows the knowledge of truth-conditions

of the sentence or semantic aspects of a natural language. Thus word  meaning could

be understood by matching each syntactic derivation of the sentence to its

corresponding logical form. 

     Second, an aspect of meaning arisen from the knowledge of the kinds of

conversational situations is called the pragmatic aspect of meaning. This aspect is

determined by the sentence in question coupled with the maxims and conventions of

conversations expected to be followed in the process of communicating with each

other. Semantic orientation is the evaluative character of words that varies in either

positive or negative directions and from mild to strong degrees (Turney & Littman, 



2003). Korta (1997) suggests that in the field of pragmatics, rejecting and accepting

the idea is a way to show we understand the language. Besides, language users

consider that the aforementioned maxims are being followed by language users to

articulate a strategy for conversation in the process of two-way transferring

information. In this case again the importance of context is emphasized. 

     According to Pietarinen (2005), such forms of pragmatic meanings are very

important not only in communicative and linguistic pragmatics, but also in the

knowledge representation theories. Kitis (2009) considers different analytical levels

of language from a pragmatic perspective and refers to the distinct ways of their

contributions that need to be considered in the process of learning a foreign language. 

These pragmatic levels seem to be considered as the structure of the vocabulary

learning process. 

     Levinson (1983) believes that “the most promising definitions are those which

equate pragmatics with ‘meaning minus semantics’ or with a theory of language

understanding that takes context into account, in order to complement the

contribution that semantics makes to meaning” (p. 32). 

     LoGiudice and LaQuay (2005) suggest the following aspects as the students’

objectives in the process of vocabulary learning in terms of meaning of the words:

1) To recognize that a multiple-meaning word has more than one meaning;

2) To understand that multiple-meaning words can be the same or different parts

of speech;



3) To link different meanings to the similar words;

4) To enable to apply multiple meanings for words. 

     Zarei (2002) refers to the syntagmatic level of meaning, which is the ability of

combination of words (at least two lexemes) leading to the description of

collocations. Another issue that is pertinent to the meaning of words is fluency. 

Binder, Haughton, and Bateman (2002) refer to fluency as “true mastery in the

learning process” (p. 2). They make a distinction between accuracy and fluency in the

way that many of the language learners who are able to perform skills and indicate

knowledge accurately enough need unlimited time to do it; whereas expert

performers behave fluently, that is both accurately and quickly or without hesitation. 

Consequently, they refer to fluency as the way that foreign language speakers speak

smoothly, quickly, and without hesitation.  

     Fluency also refers to the rate at which a person accesses the meaning of a word

(Wagner & Torgeson, 1987). When word meaning becomes strengthed through

different exposures, the time it takes to access the word meanings will be decreased

(Wolf, Miller, & Donnelly, 2000). Carter and McCarthy (1988) state that when we

understand a word completely, we can use it appropriately, correctly, and fluently. 

While Allington (1983) thinks of fluency as reading in phrases, with acceptable

intonation and prosody being defined as reading with expression, Rasinski (2004)

mentions three components of fluency:



1) Accuracy or decoding of words within contexts accurately;

2) Automaticity or decoding of words while using intentional sources minimally;

and

3) Prosody or the proper application of expressions and phrases to express

meaning.  

     These three have long been considered as components of fluency; nevertheless, 

measures of fluency are found to be measures of word and non-word reading

proficiency and also those of the pace of reading (Schreiber, 1980, 1991)

     So, there is a relationship between deep understanding and using it fluently. Beck, 

Kucan and Mckeown (2002) maintain that different vocabulary teaching methods

create different outcomes in the fluency of words. Besides that, the importance of

mental processes and their vital role in teaching vocabulary cannot be denied. 

2.3.2. Form (Phonology and Orthography)   

     Based on the psycholinguistic and neuro-psychological histories, most of the

observed models of lexical processing indicate some types of network structures that   

make a distinction between two primary levels of processing, including the lexical

semantic (or lemma) and lexical form (or lexeme) levels. The lemma level is the

place at which grammatical information as well as lexical-semantic information are

studied, whereas the lexeme level is the one at which the orthographical as well as

phonological forms of words are described (Caramazza, & Hillis, 1990). 



     Studies show that even brain contains different regions that are responsible for

different tasks. The left inferior temporal and the left posterior parietal cortices are

required for accessing semantic knowledge; the left posterior basal temporal lobe of

the brain and the left operculum are required for translating semantics into

phonological output; and the left anterior inferior parietal cortex is required for

translating orthography to phonology (Flippi, Harth, Price, & Richardson, 2010). 

     Learners have to learn the written and the spoken form of words because knowing

them is very important and vital. The written form is called orthography and the

spoken form is called phonology. Fith (1985) defines orthography as the

phonological conversion. Orthographic coding is the ability to represent the string of

letters that show a printed word, as well as general aspects of the writing system such

as sequential dependencies, structural dependencies, and letter position frequencies

(Vellutino, Scanlon, & Tanzman, 1994).  

     At a very basic level, beginners try to establish a system of mapping or matching

between the letters or graphemes of written words and phonemes of spoken words

(Ehri, 1992). Ellis, Tanaka, and Yamazaki (1994) believe that learning forms of

words besides their input and output representations involves processes that are

completely separated from those involved in learning word meaning. There is a large

body of research that shows second language learners often have trouble with word

forms, especially the written forms (Laufer, 1989). According to Bogards (2001), 

teachers should focus on teaching forms more directly because mind has a limited



processing capacity, and any attention that mind gives to meaning, will decrease the

possibility in attention to forms and vice versa. 

     In most vocabulary teaching practices, more attention is paid to the meaning of

new words; however, such a narrow attention does not take into account the

incremental nature of word learning; there should be a balance in teaching different

aspects of words to make learners efficient (Nation, 2001; Gu, 2003). Learning

different aspects of the word is very important and can affect the other processes of

language learning. Thus, teachers should encourage students to write in order to

improve their reading and encourage them to pronounce words loudly in order to

improve their writing. 

     Orthographic information helps word recognition. A number of studies have

demonstrated that semantic variables also affect word recognition processes (Lupker, 

2005). Therefore, it sounds cogent that semantic learning may lead to orthographic

development. Differences in these information cause differences in outcome. Adams

(1990) refers to alphabetic differences in learners causing variance in learners’ word

recognition. Phonological ability or phonological awareness is also very important in

performing the way we pronounce words (Lupker, 2005). It appears that all these

processes are interrelated and the mastery over one of these aspects influences the

mastery over other aspects. 

     The issue in this study is to consider which of these related aspects is activated

better in the retrieval process. This would help teachers and learners make more



informed decisions about which aspect needs more considerations in the process of

word recognition. 

  

2. 3. 2. 1. Phonology

     A gap has been observed between human speech engineering and the theoretical

features of the study of human speech within the last twenty years (Kornai, 1995). 

While semantics covers the field of sentence interpretation, phonetics and phonology

are about sentence utterance. Phonetics and phonology need to be taken into

consideration for several reasons. Two more important reasons are that much better

ability can be gained through the study of the phonetics of a foreign language, and

that in this way the potentiality to instruct pronunciation of the foreign language (in

this case English) will be emphasized. One other reason is that the study of

phonology, as all study of language, provides an insight into how the human mind

works (Forel & Puskas, 1986). 

     While phonetics deals with the way sounds are produced, transmitted, and

perceived, phonology is only concerned with the way sounds function in relation to

each other in a language. Accordingly, phonetics is about sounds of language, while

phonology is about sound systems of language. Thus, phonetics is worth studying as

a descriptive instrument necessary to the study of the phonological aspects of

language. In other words, in the field of phonology, there is an attempt to understand

how human learns, stores, and applies the sound patterns of their languages. These



questions are linked to other questions, such as what is the range of sound patterns in

the world’s language and why? And how do languages sound patterns change over

time periods? (Andy, 2007). 

     Tang (2008) believes that phonetics is unsurprisingly reflected in phonology. 

According to Daniel (2011), phonology is concerned with sound behavior in

realization, whereas phonetics studies sound production. Nevertheless, it is in terms

of phonology being concerned with providing the information that has to do with the

functional patterning of the sounds in the language while phonetics provides the set

of features that refers to the sounds of a language. In this way, phonology is viewed

in terms of the organization of the sound patterns in the language while phonetics is

about the production of raw materials for the description of the speech sounds. To

sum up, it could be claimed that the production processes involved in physical sounds

are described by phonetics while the environmental characteristics shaping these

sounds in certain points of occurrence are described by phonology. 

     Each person grows up learning and speaking just one particular human language

which only uses a full range of remarkable, feasible, and producible sounds. For

instance, considering the categorizations of the English sounds which make English a

specific language, and obviously different from other languages, such as Quechua, 

Welsh or French, relates to the domain of phonology, which deals with the

organization of sounds and the language-specific selection to mark and express

meanings. The sound patterns in different languages as well as the knowledge that

speakers and hearers find necessary to hold, and children find essential to learn, to be



speakers of that particular language make special fields of interest for phonologists. 

They believe that something speakers of a certain language might access and talk

about in detail, is not necessarily their phonological knowledge; rather they often

have intuitions about language without holding the knowledge about their roots, or

precisely the ways to express them, but the knowledge undoubtedly is there

(McMahon, 2002). 

     It is considered prerequisite for each word to contain many distinct characters as

variations in the sound it stands for. Therefore, a single letter is an appropriate signal

for a simple uniform sound. Phonology is the study of these sound systems in

different languages. Studies that intend to prepare analytical methods to analyze

spoken utterances. Provide the means to signal them on paper in ways that develop a

deeper view toward the way each language operates (Andy, 2007). 

     Moore (2001) suggests that there are several area of language theories regarding

phonology, which is more difficult to do on a general course of language than to have

a general knowledge including all aspects. For instance, students might be required to

comment on a text catching a glimpse for the first time within different language

aspects among which phonology might be one. In this case, at one side, phonology is

concerned with socio-linguistics while considering social perspectives to

characteristics of sounds, such as intonation and accent. At another side, phonology

shades into anatomy and physiology that deals with the speech organs and the way to

use them. Finally, discovering objective standard ways of speech recording and

representing their symbols is another part of the subject.  



     The goal of phonology is thus to investigate the characteristics of the sound

systems which must be acquired or internalized by speakers to apply their languages

to fulfill the goal of communication. (Forel & Puskas, 1986). 

2. 3. 2. 2. Orthography

     In the field of experimental psychology, research on printed vocabulary

recognition has been considered as one of the most active aspects. Understanding the

stages of spelling development will help teachers to know which word study

activities are most appropriate for students. Teachers try to put word study into

operation within the confinements of the classroom. These stages of spelling

development describe students’ spelling behavior while they move from one level of

word knowledge to another. These stages have been correspondent to particular

levels (Katz & Frost, 1992).  

     Learning is an interaction between what is being learned and the learners

themselves. Thorstad (1991) states that there is no reason to believe that learners

themselves are different in their potentiality to learn. More attention should be given

to the possible psychological processes that are involved in learning literacy skills to

understand whether these differences are due to the differences in the regularity of the

orthography or not.  

     According to Burt (2006), if teachers do not consider learners’ already existing

knowledge about words as well as their potentiality to acquire new words, effective

teaching cannot begin. But if they do, teachers will be able to:



1) Discover the particular orthographic characteristics learners possess and their

needs to study;

2) Recognize learners’ progressive stage of methodological level or word

knowledge;

3) Instructional group learners;

4) Check learners’ development in acquiring; and word knowledge over different

time periods. 

     According to Burt, in this way, many teachers might find these orthographical

detailed lists of properties as reliable measures of students’ knowledge about words, 

easy and effortless to score and administer. This requires four basic steps including

the following:

1) A spelling inventory must be on the basis of students’ grade levels and

achievement levels. 

2) Students’ orthographical progress must be analyzed. This analysis helps

teachers to recognize what orthographic features students know and what they

are ready to know. 

3) Groups of students should be organized. This organization of groups of

students is helpful in planning instruction for developmental groups of them. 

4) Overall progress of the groups of students should be monitored by using the

same inventory. It could be useful in assessing students’ mastery over the

orthographical features they study. 



     The interest of many researchers has been aroused to the role of the orthographic

processing skill (OPS). In spite of observations based on which recent measures of

OPS are known principally as indicators of reading and spelling, OPS is usually

distinct from both reading achievement and phonological aspects (Burt, 2006). 

Hoxhallari (2000) offers the orthographic depth hypothesis, which states that the

ways leading to fluent reading are dependent on certain orthography. However, 

reading literature analyses do not indicate any theory in which OPS is considered to

have a meaningful role in reading acquisition. Orthographic Processing Skill (OPS)

organizes knowledge of spelling and fluent word identification, and there is not

enough evidence to support any directional hypothesis based on which its

development relies on phonological processes (Burt, 2006).  

     All the solutions offered in different ways to solve the problem of how to

represent spoken language in print has left a long and rich history behind. 

Nevertheless, further research is needed to investigate the nature and progress of

orthographic representations in experimental studies (Burt, 2006). Katz and Forst

(1992) believe that orthography is important for two reasons. First, the main purpose

of writing systems is primarily to represent spoken language and, therefore, finding

the imprint of spoken language within the processes leading from the printed word

recognition to the comprehension of the phase seems to be at least a plausible

explanation. Second, there has been a rather large amount of data supporting this

claim (Katz & Frost, 1992). 



     Literacy is defined as a braid of intertwining threads. The interwoven threads of

oral language and stories begin this braid. An orthographic thread is interwoven while

learners experiment with putting ideas on paper (Burt, 2006). Since the unique

structure of an orthography related to a certain language may have impacts on the

organization and acquisition of reading skills in that particular language,  the threads

of literacy start to bond while learners move into reading (Kerek & Niemi, 2009).  

     Orthography, which is described as learners’ growing knowledge of spelling and

the accurate patterns of letters in the orthographical system, increases this bonding. 

Thus, it can be concluded that this orthographic knowledge develops as the size of the

braid and its threads strengthen. Taking learners’ spelling into special consideration

opens a window into the learners’ knowledge of words as well as the information

they apply to be able to read and write words. In this way, matching an input letter

sequence with a representation of the words’ orthography learned through experience

with print is thought to be the identification of a visually represented word (Burt, 

2006). However, alphabetic orthographies are different in the degree to which they

are regular in their representation of sounds (Hoxhallari, 2000). 

  

2.4. Multiple intelligences  

     Intelligence is a concept that explains all mental abilities that people have in

learning or doing something (Sternberg, 2005). Gardner (1999) defines intelligence

as the ability to process information that people use whenever they face with a



problem or they want to do something. Tomlinson (2001) points out that

educationalists should provide opportunities for learners to identify their own

differences and potentials, and adds that the significant aim of studies on individual

differences is to predict in which situations and ways learners would succeed. 

2.4.1. Multiple intelligences theory

     Multiple intelligences refer to a learner based philosophy that characterizes

intelligence in humans having various dimensions; the improvements of these

dimensions are not equal in all people, but they can work on different aspects of their

intelligence to improve them (Richards, 2001). This is contrary to the traditional IQ

or intelligence tests in which it was believed that intelligence is a single, inborn

capacity, impossible to change. 

     Multiple intelligences theory was originally proposed by psychologist Howard

Gardner at Harvard University in 1983. He states that human brain is designed in a

way that is able to process several distinct forms of learning styles, and every person

has at least seven intelligences. Later on in (1999), he expanded the concept of

intelligence and added three more intelligences including existential, naturalistic, and

spiritual intelligences. He wrote many books to explain his theory. Today, is it not

only a widely accepted theory, but also a widely implemented one (Gardner, 1999).  

     Ricahrds and Rodgers (2001) define each intelligence as follows: 1)  linguistic

intelligence describes the ability to understand and  produce spoken and written



language; 2)  logical intelligence is the ability to use numbers effectively, to

recognize abstract patterns, to discern relationships and to reason well ; 3) visual-

spatial intelligence refers to the ability to understand form, space, color, line, and

shape including the ability to graphically represent visual or spatial ideas ; 4)

interpersonal intelligence involves the ability to understand peoples’ moods, feelings, 

motivations, and intentions. It includes the ability to work cooperatively with others

in a group and to communicate, verbally and nonverbally, with other people ; 5)

intrapersonal intelligence involves the ability to understand the internal aspect of the

self and to practice self-discipline ; 6)  musical intelligence involves the ability to

recognize tonal patterns and a sensibility to rhythm, pitch, melody, etc ; 7)

bodily/kinesthetic intelligence deals with the ability to use all or part of one’s body to

solve problems or express oneself ; 8) Naturalistic intelligence  is the ability to

recognize and classify plants, minerals, and animals, including rocks, grass, and a

variety of flora and fauna. It also includes the ability to recognize cultural artifacts

like car, sneakers, etc. 

     Multiple intelligences theory has important implications for teaching in general

and for language learning in particular (Armstrong, 2007; Azar, 2006). It provides

teachers with more choices in teaching and assessing methods and allows students to

learn in the way that is best suitable to their talent (Abdulaziz, 2008). Borek (2003)

states that it is very good to set classes based on students’ intelligence because it is

important to consider intelligence differences among individuals and allow them to



express themselves more; this also allows teachers to set special methods for different

learners. 

     Hoer (1997) clarifies that differences in intelligences do not make individuals

smarter than each other, but just show that they are intelligent in some distinct ways. 

Thus, if someone is not strong in one intelligence, it does not mean that s/he is not

intelligent. 

2.4.2. The importance of multiple intelligences (MI)

     Teachers and educators around the world have understood the fact that learners are

characterized by a wide variety of individual differences, and dealing with these

differences is very important for educationalists. Thus, teachers need to adjust their

methods of teaching and their evaluative considerations according to those learners’

differences (Alavian & Farhady, 2012). Armstrong (2007) maintains that by

presenting solutions such as using MI theory as an instructional plan, educationalists

try to detect language learning problems and get the best results. 

     Christon (1996) believes that applying multiple intelligences model enables EFL

teachers to individualize the learning environment.  According to Temur (2007), MIs

create motivation, and Freeman (2000) points out that it is appropriate to do some

activities that improve all these intelligences partly. Knowing multiple intelligences

can help learners to explore their intelligence strengths and will help instructors to

understand each student better, and provide specific support where it is necessary. 



Uzunoz (2011) also believes that this theory is effective on students’ achievement

and their retention success. 

     Nowadays, teachers try to relate multiple intelligence models with learning styles

and consider the benefits of using it to enhance learners’ abilities and individual

needs (Soleimani, Moinzadeh, Kassaian & Ketabi, 2011). Bruner (1983) conducted a

study on the way learners try to learn materials. He found that each learner has his or

her own learning , retaining, selecting and transforming information to process

knowledge which is shaped by his or her unique way  of seeing and interpreting the

world.  

     Several researchers have investigated the relationship between MIs theory and

learning English. For example, Hajhashemi and Amirkhiz (2011) investigated the

relationship between EFL learners’ multiple intelligence differences and their

language learning strategies. The finding of their research showed low correlation

between multiple intelligence and language learning strategies. Zarei and Mohseni

(2012) conducted a study to investigate the relationship between four types of

intelligence namely; logical, interpersonal, verbal, and intrapersonal with

grammatical and writing accuracy of 190 Iranian students and the results showed that

both intrapersonal and interpersonal intelligences were predictors of grammar

accuracy and intrapersonal intelligence had a significant effect on predicting learners’

writing accuracy.  

     Akbari and Hosseini (2008) investigated the relationship between foreign

language learners’ MIs scores and their use of different language learning strategies. 



Findings indicated positive relationships between the use of language learning

strategies and intelligence scores, but no relationship was found between strategy use

and musical intelligence. 

     Zarei and Shokri Afshar (2012) conducted a study to find out which of multiple

intelligence types is related to vocabulary knowledge and reading comprehension. 

The results showed that musical, interpersonal, kinesthetic and logical intelligences

were predictors of reading while musical, verbal, kinesthetic and natural intelligences

were predictors of vocabulary knowledge.  

    Arikan and Saricaoglu (2009) investigated the relationship between students’

gender and intelligence types and their success in grammar, listening and writing in

foreign languages. Based on the result, there was no significant gender difference in

the intelligence types except between gender and linguistic intelligence. Also

negative relationships were found between grammar and bodily–kinesthetic, spatial, 

and the intrapersonal intelligences; while the relationships between musical

intelligence and writing was found to be significant and positive. 

     Smith (2011) conducted an experiment to determine the effects of teaching styles

taken from the theory of multiple intelligences on retention rate and mastery over the

topic. The results showed the significant effect of using those special learning styles. 

Kelly (2005) tried to find a relationship between MIs and learning styles and

strategies, and found a positive relationship between them. Forst and Hoffman (2006)

also found a significant relationship between social, emotional, and cognitive

intelligences and learners’ learning.  



     In sum, multiple intelligences are an important aspect of learning languages and

discovering students’ multiple intelligences is one of the most important concerns of

language teachers and researchers. Research on this concept has suggested that a

number of these intelligences have been confirmed to be effective in teaching and

learning foreign languages. From among the multiple intelligences, this study is

focused on two, namely spatial and linguistic intelligences to see which one is more

conducive to the accessibility of the phonological, semantic, and orthographic aspects

of words in foreign language vocabulary learning. 

   



Chapter Three: Methodology

3.1. Introduction

     This chapter describes the methodology that was employed in the present study. It

explains the participants’ grouping, the instruments and procedures used for data

collection and analysis. 

3.2. Participants

      In the present study, a sample of 119 Iranian EFL students studying English at

Intermediate level of proficiency both (male and female), already tested using

MTELP (Michigan Test of English Language Proficiency) in a private language

institute in Karaj was selected. The participants were randomly assigned to six

different classes. The participants’ age ranged from 15 to 28. Teachers of these

classes were different, but the method of teaching vocabulary was the same. Students

attended their classes twice a week for 20 sessions, and each session lasted for 105

minutes. 

3.3. Instruments   

      This study employed the following materials and data collection instruments:  1. a

subtest of the Michigan Test of English Language Proficiency (MTELP) was

administered to all participants prior to the treatment to homogenize them in terms of



their vocabulary knowledge. The version of the MTELP used in this study contained

60 items, including 40 vocabulary and 20 reading comprehension items, all of which

in multiple-choice format. 2. A pretest was given to make sure that the participants

had no prior knowledge of the target words. It included 100 sentences in each of

which there was one target word underlined. The participants were required to write

down the Persian equivalent of each word in front of it. 3. A questionnaire was given

to all learners in order to determine the type of their intelligences (Spatial-Visual and

Linguistic). The questionnaire included 20 statements and was based on Howard

Gardner’ multiple intelligences questionnaire. Students marked each of the

statements that best described them. 4. Three tests were given to the participants at

the end of the experiment. Each test included 25 questions in multiple-choice format

and was utilized to measure one aspect of the target words including the semantic, 

phonological, and orthographic aspects. The format of orthographic test was in

multiple choice format and in some items students had to write the correct spelling of

the scrambled letter strings of the words. These tests were content valid because they

were directly based on the instructed words. Still, the content validity was checked by

having five experienced MA level teachers confirm the validity of the test. 5. The

instructional materials included four units of Interchange book, four units of Select

Readings, and eight units of Hey There. 



3.4. Procedures        

     The participants of the present study belonged to six different classes. Teachers of

these classes were different, but the method used in teaching vocabulary was the

same in all classes. Students attended their classes twice a week for 20 sessions and

each session lasted for 105 minutes. In order to determine the homogeneity of the

participants, a subset of MTELP was administered. These six classes had the same

new words and the same reading comprehension passages each session. 10 new

words were taught within 40 minutes at the beginning of the class each session. 

Teachers taught 60 new words during six sessions in six weeks.  

      The method used in teaching new words was as follows:

     First, teachers pronounced each new word three to five times while students had to

close their books and listen to the teachers’ pronunciation very carefully. Then, 

students were asked to repeat the words after the teacher. Each word was repeated by

the students four to five times, both individually and chorally. This activity took 10

minutes.  

     Then, teachers wrote each word on the white board, and showed the students the

position of stress marks in every word. Then, the teacher offered a synonym for each

word and gave an example for each word to make sure students learned how to use

those words in sentences. Students had to write the new words in their notebooks. 

The duration of this activity was 20 minutes.  



     Finally, the teachers read the text containing some of those new words to students

and asked some general questions about the text, to make sure students learned how

to use those words in sentences. This activity took 10 minutes.  

     At the end of the experimental period, teachers administered three tests. The tests

were based on the previously-taught 60 words. Each test contained 25 questions, and

was held in three different days and the time that was devoted to each test was 20

minutes. 

     Test number one was a fill-in-the-blanks test measuring the semantic aspect of the

words. It contained 25 sentences with blank spaces. The students had to read the

sentences and select the best choices to fill in the blank spaces. 

     The second gauged the correct stress position of the words. Here again students

had to recognize words with the correct stress pattern. The test was administered in

multiple choice- formats and contained 25 questions. 

     Test number three aimed to measure dictation. It contained 25 questions in which

the students had to find the correct spelling of words or put the scrambled letters in

the correct order. 

     Then, teachers administered a questionnaire containing 20 statements and students

had to mark statements that best described them. Ten of these statements described

the linguistic intelligence and the other ten described the spatial intelligence. The

time devoted to this questionnaire was ten minutes. 



3.5. Data Analysis  

     To analyze data and to answer the research questions, a repeated-measures one-

way ANOVA procedure and a Pearson Correlation procedure were used.  

                      





Chapter Four: Results and discussions

4.1. Introduction

     In this chapter the quantitative results of the participants’ performance on the post-

tests are presented and discussed with reference to the research questions addressed

in this study. The results are presented in tables and graphs. 

  

4.2. Investigation of the First Question

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

significant differences in the accessibility of phonological, semantic, and

orthographic aspects of words in second language vocabulary learning. A One-way

repeated measures ANOVA procedure was used to investigate the result of the

participants’ test scores. Descriptive statistics, including the mean, standard

deviation, etc. are summarized in Table 4. 1.  

Table 4. 1: Descriptive Statistics for the ANOVA

Mean Std. 

Deviation

N

meaning 21.13 2.20 119

dictation 17.90 3.68 119

pronunciation 22.07 1.99 119

     As it can be seen in the table, pronunciation has the highest mean (mean = 22.07), 

followed closely by meaning (mean = 21.13); dictation has the lowest mean (mean =

17.90). 

      



          The graphical representation of the results (Graph 4. 1) shows the differences

among the aspects more conspicuously. 

Graph 4. 1: Performance of the participants regarding different aspects of word   knowledge  

        In order to see whether or not the differences among the means are statistically

significant, the one way Repeated Measures ANOVA procedure was run. The results

are given in Table 4. 2.  

Table 4. 2: The results of the one way Repeated Measures ANOVA

Source Type III Sum
of Squares

df Mean
Square

F Sig. Partial Eta
Squared

Sphericity
assumed

1137.300 2 568.650 83.70 .000 .415

Greenhou
se-Geisser

1137.300 1.66 681.324 83.70 .000 .415

Huynh-
Feldt

1137.300 1.69 672.815 83.70 .000 .415

Lower-
bound

1137.300 1.00 1137.30 83.70 .000 .415

    



  Based on Table 4. 2, since the F-value is statistically significant (F= 83.70, p < .05), 

we can safely claim that there are significant differences among the effects of

different aspects of vocabulary learning. Thus, the first null hypothesis is rejected. 

Partial Eta Squared shows that 41 percent of the total variance in the dependent

variable is accounted for by the independent variable ( 2= .41).   

     To locate the differences among the means, a post-hoc Scheffe’ test procedure was

run, which yielded the following results. 

Table 4. 3: Multiple comparisons of means  

(I) aspect (J) aspect Mean
Difference

(I-J)

Std. 
Error

Sig.
b

95% Confidence
Interval for
Differenceb

Lower
Bound

Upper
Bound

meaning Dictation 3.227* .404 .000 2.245 4.209
meaning Pronunciation -.941* .281 .003 -1.624 -.258
dictation Pronunciation -4.168* .316 .000 -4.936 -3.401

*. The mean difference is significant at the .05 level. 
          b. Adjustment for multiple comparisons: Bonferroni. 

      

A look at Table 4. 3 makes it clear that the differences among the meaning, 

dictation, and pronunciation aspects of vocabulary learning are statistically

significant. Therefore, by comparing the mean differences, it can be claimed that

participants’ performance on the pronunciation test is significantly better than their

performance on both meaning and dictation tests. At the same time, the statistically

significant difference between dictation and meaning indicates that meaning is

significantly more accessible than dictation. In short, these results indicate that

pronunciation is the most accessible and dictation is the least accessible aspect of

lexical knowledge (among the three aspects studied). 



4.3. Investigation of the Second Question

     The second research question attempted to investigate the relationship between the

multiple intelligences (Spatial and Linguistic) and the accessibility of different

aspects of word knowledge. To this end, a correlation procedure was used. The

results of the correlation procedure are given in the following table:

Table 4. 4: Correlation between multiple intelligences and word aspects

Dictation pronunciation meaning
Spatial
intelligence

Pearson
Correlation

.120 .026 .011

Sig. (2-tailed) .194 .782 .904
N 119 119 119

Linguistic
intelligence

Pearson
Correlation

.052 -.260** -.001

Sig. (2-tailed) .573 .004 .990
N 119 119 119

     As Table 4. 4 demonstrates, there is a significant but negative relationship

between linguistic intelligence and pronunciation (r = - . 260, p < .01). In other cases, 

no significant relationship can be seen between multiple intelligences under study, 

namely Spatial and Linguistic intelligences and the different aspects of word

knowledge, namely pronunciation, dictation, and meaning. 

4. 4. Discussion

     The present study attempted to investigate the accessibility of different aspects of

word knowledge (pronunciation, meaning, and dictation) in EFL learners’ vocabulary

learning.  

     The first research question in the present study focused on the significant

differences among the accessibility of different aspects of word knowledge, including

pronunciation, meaning, and dictation in EFL learners’ vocabulary learning. The

findings showed that there were significant differences among the above-mentioned

aspects of word knowledge during EFL learners’ vocabulary learning. Lots of studies



have been carried out in this regard (Laufer, 1997), but there are few studies based on

the comparisons among these three aspects of word knowledge all together.  

     The results of the present study indicated that word aspects significantly influence

the process of vocabulary learning. The results of the present study are in line with

those of Day (1991), Dupcy and Krashen (1993), Gipe and Arnold (1979), Jenkins

and Wyosocki (1984), and Nagy (2005), who found that meaning and form of words

are the first aspects to be activated. The results are also in line with those of Ellis

(1995), who reported that memorizing the words does not lead to processing or

learning with long term retention.  

     The findings of the present study are also in accordance with the findings of

Hismanoglu (2006), who reported that pronunciation teaching is an important

component of the communicative competence and of great importance to fulfill a

successful oral communication. 

     In addition, the findings of the present study corroborate those of Ellis (2005). 

Ellis showed that acquisition of new vocabulary can be facilitated by the use of a

wide range of meta-cognition strategies, such as noticing, inferring word meaning

from context, making attempts to strengthen the new understanding and repeating

while taking different aspects of word knowledge into consideration in the process of

vocabulary learning. 

     Although not all of the different lexical aspects were considered in the present

study, the findings are in accordance with those of Ellis (1995), who reported that

doing activities that increase word consciousness can be a very important factor in

vocabulary learning. The results of the present study also lend support to those of

O’Malley and Chamot (1985), who found that students who learned words in context

had more access to different aspects of word knowledge, including pronunciation, 

meaning, and dictation than the ones who learned isolated words in vocabulary lists. 

Despite this, according to Oxford and Scarcella (1994), de-contextualized learning or

repetition was paradoxically the most common strategy that students used in learning. 



This finding also supports Lauffer’s (2005) finding that focus on form of the

vocabulary is  an effective and essential component of instruction in vocabulary

learning. 

     The other finding of the present study was that there is no significant relationship

between spatial and linguistic intelligences and different word aspects, namely

pronunciation, meaning, and dictation. There is only one significant but negative

relationship between linguistic intelligence and pronunciation.These findings are

accordance with Razmjoo (2008), and Saricaoglu and Arikan (2009), who have not

found MI types as predictors of vocabulary knowledge. Razmjoo (2008) found that

there is no relationship between MI and English language proficiency in Iranian

context.      

      However, these findings are in contrast with grammar-translation method and

reading-based approaches which view pronunciation as irrelevant. These findings are

also in contrast with those of Furnham and Mottabo (2004), which indicated that

learners with higher pronunciation skills recorded higher levels in linguistic

intelligence. In addition, the findings of the present study are in contrast with those of

Zarei and Afshar (2012), who reported that MI types can be significant predictors of

vocabulary knowledge.  

     Moreover, the findings of Sannoui’s (1995) study are different from the results of

the present study. She found a direct correlation between linguistic intelligence and

pronunciation skill. Besides, the findings of the present study are different from the

results of the Ghaffari Hadighe’s (2008) study, which were indicative of a high

correlation between the learners’ multiple intelligences and their speaking ability, 

including pronunciation. The findings of Kornhaber, Fierros and Veenema’s (2004)

study also differ from those of the present study. They found a strong correlation

between linguistic and spatial intelligences and language learners’ “keen sensitivity”

in the process of learning vocabulary while activating different aspects of word

knowledge. Overall, the results of Rahimi, Sadighi, and Hosseiny Fard’s (2011), 

study which indicate that linguistic intelligence is a relatively strong predictor of



reading performance (and thus the semantic aspect of word knowledge), differ from

the results of the present study. 

     A number of factors could possibly account for these findings. One of the reasons

may be the participants’ level of proficiency. Therefore, their tendency toward using

multiple intelligences and among them, linguistic and spatial intelligences were

moderate. At the same time, they were not so much aware of their possession of

multiple intelligences as well as the use of them. So, the relationship between

multiple intelligences in the present study, namely linguistic and spatial intelligences

and the different aspects of word knowledge considered in the present study, namely

pronunciation, meaning, and dictation turned out to be insignificant. This is

corroborated by studies such as Fahim and Pishghadam (2007), Bar-on (2010), and

Weshsler (1997), which accentuate the role of academic achievement and proficiency

level in using multiple intelligences, including linguistic and spatial intelligences and

indicate that more proficient students use some or all multiple intelligences more than

less proficient students and that language proficiency affects students’ use as well as

their awareness of their possession of multiple intelligences. 

     The other possible reason for such findings may be attributable to cultural

differences. In the present study, cultural differences were not taken into account

while most of the above-mentioned studies were conducted on ESL learners with

different cultural and linguistic backgrounds. According to Smith (2005), researchers

have long identified the increasing impact of cross-cultural parameters on the process

of vocabulary learning covering all different aspects of the word, including

pronunciation, meaning, and dictation. Besides, Eisner (2004) offers  the idea that

intelligence, which comes in varieties, is a culturally-sensitive phenomenon. The

above-mentioned studies confirm the claim made by Gardner (1983) and Gardner and

Hatch (1989) that since different types of intelligence are valued by different cultures, 

one’s culture and cultural context play important roles in a process known as

intelligence formation. Therefore, while certain intelligences might not be as evolved



in people of one culture, the same intelligences might be highly developed in the

individuals of another. 

     Also, in this study gender was not considered as a variable and this could be

another reason for producing different results. 

                                    

                                  



Chapter Five: Conclusions and Implications

5. 1. Introduction

     This chapter presents the main findings obtained from the study. In addition, some

pedagogical implications and suggestions for further research are provided. 

  

5. 2. Summary of the Findings

     The present study attempted to investigate whether or not there are any significant

differences in the accessibility of phonological, semantic, and orthographic aspects of

words in second language vocabulary learning. The results of the present study

showed that there are significant differences in the accessibility of phonological, 

semantic, and orthographic aspects of words in second language vocabulary learning.  

     Besides, the second research question attempted to investigate whether or not

there are any significant relationships among spatial and linguistic intelligences on

the one hand and various aspects of lexical knowledge on the other. The findings of

the present study revealed that, with one exception, there are no significant

relationships among spatial and linguistic intelligences on the one hand and various

aspects of lexical knowledge on the other. 

5. 3. Conclusion

     The results of the present study indicated that in the accessibility of phonological, 

semantic, and orthographic aspects of words in second language vocabulary learning, 

the phonological aspect seems to be most accessible, followed closely by the

semantic aspect of words. The findings of the present study also showed that the

orthographic aspect is the least accessible aspect of words in the process of second

language vocabulary learning. 



     As the results reveal, it seems that phonological, semantic, and orthographic

aspects of words in second language vocabulary learning are not equal in their

accessibility. It can also be concluded that each of the afore-mentioned word aspects

as well as their relationship with linguistic and spatial intelligences might be affected

by a multitude of peripheral parameters. 

     To conclude, this study might have shed some light on some of the surrounding

issues attributable to the process of the accessibility of pronunciation, meaning, and

dictation as word aspects in L2 vocabulary learning, besides their correlations with

linguistic and spatial intelligences. However, it has to be acknowledged that more

issues might have been arisen on this topic.  

5.4. Pedagogical Implications

     The findings of the present study may have pedagogical implications for both

teachers and language learners. The knowledge of how accessible word aspects are

may help teachers to discover new ways of teaching while considering the

accessibility of various word aspects and their correlations with multiple intelligences

with the aim of activating language learners’ motivation to learn new lexical items

and read new texts. Thus, the findings of the present study might have value for

language teachers.  

     The findings of the present study may have implications for language learners, as

well. Students can be more creative in the learning process if they have a working

knowledge of how accessible different word aspects are during vocabulary learning. 

In this way, they can expand their lexicon with less effort. Furthermore, by knowing

the concept of multiple intelligences and how to relate them to word aspects within

the vocabulary learning process, they will learn how to grow their multiple

intelligences, which seems to be evident, and this can help them to achieve higher

levels of learning effectiveness. 



5.5. Suggestions for Further Research

      For those who are interested in conducting research in the area of word aspects

and multiple intelligences and their relationships to one another and their effects on

language learning, the following areas of research are suggested:

     This study investigated the differences in the accessibility of three word aspects, 

namely phonological, semantic, and orthographic aspects of word knowledge. There

are definitely more than just these three aspects of word knowledge, investigation of

the accessibility and activation of which can be suitable topics for more research.     

Furthermore, this study was conducted to investigate only EFL learners’ vocabulary

learning. Similar studies can be conducted in the fields of listening comprehension, 

speaking, writing, and grammar. Moreover, age and gender were not taken into

account in the present study. Therefore, interested researchers can do the same study

considering these two variables. Also, the sample size in this study was rather small. 

Thus, the same study can be conducted with a larger sample. 

     Besides, this study attempted to investigate the effects of the accessibility of the

above-mentioned word aspects on the process of vocabulary learning as well as the

relationships between them and linguistic and spatial intelligences as two measures of

the multiple intelligences on EFL learners in the Intermediate level. Further

investigation is needed to be conducted by simply duplicating the same study on

different learners in various contexts at different levels of language proficiency. 

     And finally, the multiple intelligences theory proposed by psychologist Gardner

(1983) defines eight types of multiple intelligences, namely linguistic, logical-

mathematics, visual-spatial, interpersonal, intrapersonal, musical, bodily-kinesthetic

and naturalist. This study investigated the relationship between different aspects of

word knowledge and only two types of multiple intelligences, namely linguistic and

spatial intelligences. Further research studies need to be conducted to investigate the

relationship between other types of multiple intelligences and the same or different

aspects of word knowledge in the process of vocabulary learning. 
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Appendix A: vocabulary and reading comprehension sub-test of Michigan

English Language Proficiency Test (MELPT)

VOCABULARY

1. “Sally said she would paint the house for a _____ fee.”   

a. formulaic  

b. miniature  

c. superfluous  

d. nominal  

2. “No one can visit her because she has a very _____ disease.”  

a. intoxicating  

b. contagious  

c. corporal  

d. exasperating  

  

3. “He tried to explain how he felt. But he was unable to ____ his true feelings.”  

a. articulate  

b. evolve  

c. inhibit  

d. inflict  

  

4. “That popular magazine has many ______ .”  

a. denominations  

b. prescriptions  



c. subscribers  

d. spectators  

  

5.”Those two countries have always ____ the location of their shared border.”  

a. disputed  

b. dissented  

c. dissolved  

d. declined  

6. “He received a silver _____ for winning the contest.”   

a. trophy  

b. technique  

c. chasm  

d. grant  

7. “Inflation has risen in _____ years.”  

a. current  

b. recent  

c. the latest  

d. the last  

8. “No one knew what to do because his Instructions were so ______.”  

a. unconscious  

b. precarious  

c. ambiguous  

d. restrictive  



  

9. “John tried to eat a large piece of meat too fast and began to ____ on it.”  

a. exploit  

b. lash  

c. gauge  

d. choke  

10. “Jane is a very _____ student.”  

a. eventual  

b. foregoing  

c. conscientious  

d. admissible  

  

11. “Jenny is _____ of the mistakes of others.”  

a. tolerant  

b. benevolent   

c. cordial  

d. cooperative  

12. “The noise of the traffic is a real ____ when I’m trying to study.”  

a. epidemic  

b. outburst  

c. nuisance  

d. fragment  



13. “After Eric had run the race. His shirt was ______ sweat.”  

a. overcome by  

b. reinforced with  

c. invaded by            

d. saturated with  

  

14. “He took a second job to _____ his income.”  

a. engender  

b. augment  

c. exploit  

d. hasten  

  

15. “Frank _______  to travel the world.”  

a. conspires  

b. inspires  

c. asserts  

d. aspires  

16. “Bill’s teachers ______ him as a trouble maker.”  

a. regard  

b. remind  

c. conclude  

d. measure  



17. “Because John didn't take good care of himself, it was ____ that he would get  

sick.”  

a. invariable  

b. notorious  

c. inevitable  

d. conclusive  

  

18. “Bill just doesn't fit in here: he's like ____.”  

a. a bird in the hand  

b. a fish out of water  

c. a fly in the ointment  

d. water on a duck’s back  

19. “He said it would never work, that all our  

efforts had been _____.”  

a. distracted  

b. vacant  

c. futile  

d. convertible  

  

20. “When Helen told me she was mad at her boss, I asked her not to do anything
____.”  

  a. incidental  

  b. distorted  

  c. crucial  

  d. drastic  



21. “Jane was _____ that an unqualified person got the job.”  

  a. infected  

  b. beset  

  c. bold  

  d. resentful  

  

22. “The old man’s health was improving. But then some ____ developed.”  

  a. complications  

  b. implications  

  c. terminations  

  d. conclusions  

23. “Don’t use that airline. Its safety record is______.”  

  a. brazen  

  b. appalling  

  c. terminal  

  d. existential  

  

24. “John couldn’t say a word: he was ___ by the shocking news.”  

  a. jammed  

  b. clamped  

  c. stunned  

  d. clenched  



25. “Fred bought his new car on _____ quickly and without thinking.”  

a. impulse  

b. expectation  

c. prejudice  

d. reaction  

  

26. “When we heard the criminal was released from prison we felt nothing but ____.”  

a. infection  

b. revulsion  

c. combustion  

d. restriction  

27. “They did not believe the candidate’s _____.”  

a. apertures  

b. assertions  

c. imperatives  

d. resumptions    

  

28. “They didn’t finish the project in time though they had _____ three weeks to it.”  

a. accused  

b. adhered  

c. aggregated  

d. allotted  

  

29. “Because so much wheat has been sold to other countries, local supplies are ___.”  



a. expanded  

b. depleted  

c. apprehended  

d. preoccupied  

  

30. “The politician told _____ lie.”  

  a. a dense  

  b. a sundry  

  c. an outright  

  d. a snug  

31. “Jane wasn’t driving carefully, and had a ____ when she almost crashed into a
truck.”  

a. last call  

b. look out  

c. knock out  

d. close call  

32. “That scale isn’t correct. It needs _____.”  

a. cohesion  

b. calibration  

c. resignation  

d. approximation  

  

33. “Scott _____ his success to luck.”  

a. attributes  



b. contributes  

c. concedes  

d. attests  

  

34. “We hope that increasing the size of the police force will act as a _____ to
crime.”  

a. deterrent  

b. contraction  

c. suspension          

d. deficiency

35. “The teacher told Sue her comments were interesting but not _____ .”  

a. stimulating  

b. synthetic  

c. relevant  

d. peripheral  

36. “When he parked his car in our driveway, he _____ our property rights.”   

a. restrained  

b. penetrated  

c. infringed on  

d. invested in  

37. “The papers were easy to find because the files were _____ organized.”  

a. progressively  

b. intimately  



c. ironically  

d. meticulously  

  

38. “The boy didn't fall even though he was ____ on the edge of the cliff.”  

a. peering   

b. presiding  

c. perceived  

d. poised  

  

39. “If you pay for the movie, I’ll _____ for dinner.”  

a. snap  

b. sprout  

c. spark  

d. spring  

  

40. “From her accent he ____ that she was from Canada.”  

a. deduced  

b. evoked  

c. incurred  

d. implied  



READING COMPREHENSION

     Like all growing plants, the potato is a product of the seamless cooperation of sun, 

soil, temperature and water. However, while potatoes thrive on moisture, so, too, 

does the potato's worst affliction, late blight.  After attacking and blackening the

leaves, phytophthora infestans spores move down the stem, eventually reaching and

rotting the tubers in the ground. Even those potatoes harvested and stored may carry

the fungus and be wiped out. The search for the cause of the blight that ruined the

Irish plants in the 1840's and the Polish plants in 1980 preoccupied researchers for

years. M. J. Berkeley, a 19th-century naturalist, first recognized that the fungus

appearing on the potato plants in 1845 in Ireland and elsewhere was not the result of

the blight but the cause. Working in Germany, another scientist Heinrich Anton de

Bary, proved Berkeley's theory by identifying the fungus as an outgrowth on the host. 

It took another hundred years. However, before the mystery of the origin of the

fungus was solved, and the pathogen itself was traced to central Mexico. Late blight

has traditionally been held in check with costly chemical fungicides. Unfortunately, 

for many farmers, the chemicals are too expensive, if a valuable at all. Therefore

today, identifying or creating blight-resistant potato species is the major goal of

agricultural researchers interested in late blight.  

41. Where does late blight begin?  

a.    in the stems of potato plants  

b.    on the leaves of potato plants  

c.    in potatoes in the ground  



d.    in potatoes that are being stored  

42. M. J. Berkeley is known for …  

a.   discovering the cause of late blight.  

b.   finding a treatment for late blight.  

c.   understanding that the fungus was a result of late blight.  

d.   recognizing that the blight in Ireland was the same as the blight in Germany.  

  

43. The work of Heinrich Anton de Bary supported the theory that …  

a.   blight was a disease caused by potatoes.   

b.   late blight caused a fungus.   

c.   the cause of late blight was a fungus.  

d.   German potato blight and Irish potato blight had different causes.  

  

44. Where did the fungus come from originally?  

a.   Ireland  

b. Poland  

c.   Germany  

d. Mexico  

45. According to the passage, current research is primarily aimed at …  

a.   finding types of potatoes not so affected by late blight.  

b. developing more effective chemical fungicides to fight late blight.  

c.   developing less expensive chemical fungicides to fight late blight.   

d. discovering the cause of phytophthora infestans.  



  

     A little more than a hundred years ago, a number of European scholars began to

record stories being told in peasant cottages and compile them into the first great

collections of European folk tales. Written evidence exists to prove that the folk tales

they recorded existed long before then. Though. Collections of sermons from the 12th

to the 15th century show that medieval preachers knew of some of the same stories as

those recorded by the 19th century folklorists. The collections of folk tales made in

the late 19th and early 20th centuries provide a rare opportunity to make contact with

the illiterate masses who have disappeared into the past without leaving a trace. To

reject folk tales as historical evidence because they cannot be dated and situated with

precision like other historical documents is to turn one's back on one of the few points

of entry into the previous centuries. But to attempt to penetrate that world is to face a

daunting set of obstacles. The greatest of which is the impossibility of listening in on

the story tellers. No matter how accurate they may be. The versions of the tales

recorded in writing cannot convey the effects that the storytellers must have used to

bring the stories to life: the dramatic pauses. The sly glances. The use of gestures to

set scenes, and the use of sounds to punctuate actions. All of those devices shaped the

meaning of the tales, and all of them elude the historian. He cannot be sure that the

limp and lifeless text he holds between the covers of a book provides an accurate

account of the performance that took place in earlier times.  

46. The author believes that written versions of folk tales …  

a.   changed dramatically from the 19th to the 20th century.  



b. are valid historical documents.  

c.   show how illiterate the masses were before the 19th century.  

d. should be rejected as historical evidence.   

  

47. What problem of folk tale collections does the author discuss?  

a.   There is no way to tell which version of a story is the original version.  

b. They contain historical inaccuracies.  

c.   They are used as historical evidence.  

d. They don’t preserve the original performance style of the storytellers.   

  

48. The author’s main purpose in this passage is to …  

a.   criticize historians who use folk tales as historical documents.   

b. argue that folk tales are authentic historical documents.  

c. convince readers that modern versions of folk tales are probably not the same as

    the originals.   

d. explain why historians must study the illiterate masses of the past.  

  

49. According to the passage. Peasant folklore was recorded by …  

a.   19th century folklorists.  

b.   19th century preachers.   

c.   historians in the 12th to 15th centuries.  

d.   19th century peasants.  

  

50. The author talks about “limp and lifeless” texts because …  

a.   the original texts have been damaged.  



b. the texts do not reveal how the storytellers presented their folk tales.  

c.   some of the texts are no longer relevant to historians.  

d. the texts provide and accurate account of life in earlier times.   

  

…..Bioacoustics is a field that cacophony of sound emanating from the animal

kingdom. Using the equipment adapted from the sound recording industry and the

military. bioacousticians are learning how creatures use sound in mating , socializing, 

and staking out territories. The work of Eugene Morton of the National Zoological

Park exemplifies the interests of scientists in this field. He has shown that most

animals warn others away with a harsh. Low-pitched growl. The reason seems to be

that deep. Low-frequency sound suggests bigness, in the same way a bass drum

sounds mightier than a snare drum. Conversely, he has found that animals use high-

pitched sounds to show amiability or submissiveness. A pocket mouse. For example, 

signals appeasement with a whining squeal. A rhinoceros rumbles when hostile. But

whistles when feeling friendly. Morton and other scientists owe such findings to the

sonograph, the device that helped launch bioacoustics in the 1950’s Developed for

use in creating human voiceprints and submarine identification. The sonograph

converts sound waves in the atmosphere into electrical signals. The signals drive a

stylus. Which makes a two-dimensional "picture" of sound on paper. Using the

sonograph, Morton has found that although a bird's warning chirp and a dog's growl

sound dissimilar, pictures of their sounds are much alike. Both reveal a low overall

frequency and broad bandwidth; the sonogram looks like a thick, black bar. At the

opposite end of the sound spectrum is the thin-lined sonogram representing an



animal's friendly call, a high tone that makes the producer seem smaller and

unthreatening. Using sonograms and sophisticated computers. Bioacousticians are

scrutinizing everything from cricket chirps to lion roars to learn more about why an

animal makes particular sounds in particular situations.  

51. What is the importance of the sonograph in biacoustice?  

a.    It creates human voiceprints.  

b.    It sends electrical signals.   

c.    It helps scientists compare animal sounds.   

d.    It allows the identication of submarines.  

  

52. The original purpose of sonographs was to …  

a.   identify submarines.  

b. compare the sounds of birds and dogs.  

c.    warn threatening animals away.  

d. learn more about how animals use sound.   

  

53. What does a sonograph do?  

a.   It decreases the frequency of sounds.  

b. It makes sounds louder so scientists can study them.   

c.   It creates sounds like animals make.  

d. It makes a visual record of sounds.  

  

54. According to the passage. What does research show about large animals?  

a.   They may make high pitched sounds to show they are in danger.  



b. They may make low pitched sounds to show they feel friendly.   

c.   They may make high pitched sounds to show they feel friendly.   

d. They may have difficulty making high-pitched sounds.   

  

55. The research mentioned in the passage suggests that low-pitched sounds made    

      by an animal …  

a.   may mean the animal feels relaxed.   

b.  indicate the animal is bigger than a bird.   

c.   do not appear on a sonogram.  

d.   may mean the animal is giving a warning.   

  

     Printers use the term broadside to refer to a large piece of paper printed on one

side. In military language, it means an attack with all one's forces. Dudley Randall

invoked both these senses of the word when he established the Broadside press in

1965. Randall was a librarian and poet in Detroit when he began the press with his

personal savings as a way to copyright the words to his ballad about a 163 racial

incident in which whites killed three Black children. The poem was printed ad a

broadside.  "By creating the Broadside press, the most successful poetry institution in

the history of African American literature. Randall created something that had

previously not existed in the United States-an organization that would publish the

works of Black poets, “ explains professor Melba Boyd, a poet and former press

editor. Historically, work by Black poets had been criticized for emphasizing political

issues and not using the traditional poetic forms of the white literary establishment. 

Thus, Black poets had found it difficult to get published.   



     Boyd is producing a film documentary that will present Randall's biography as

well as his poetry. Randall served as general editor of the press from 1965 to 1977. In

the mid-seventies. Sky-rocketing printing costs and the closing of many small

bookstores to whom he had extended credit left the press in financial straits. Randall

then sold the press and slumped into a depression. But in the 1980's. He revived

community support for the press through the Broadside Poets Theater. Boyd hopes

her documentary on Randall will introduce more people to African American

literature.  

56. According to the passage, the Broadside press is most famous as a publisher of …  

a.   criticism of traditional white poetry.   

b.   biographies of famous African American poets.  

c.   poetry written by African Americans.  

d.   African American documentaries.  

57. Who paid the costs to start the press?  

a.    An organization of black writers  

b. Dudley Randall  

c.    Professor Boyd  

d. Many small bookstores  

  

58. According to Professor Boyd. What significant change occurred because of the  

      Broadside Press?  

a.   black poets returned to traditional poetic forms.  



b. Historical works about African Americans began to appear in print.   

c.   The Black literary establishment began to emphasize political issues.  

d. It became easier for Black poets to get their work in print.   

  

59. What happened to the Broadside Press in the 1980’s?  

a.   It was renamed the Broadside Poets theater.   

b. It moved into a different community.   

c.   It regained popular support.  

d. It helped support small bookstores during a depression.  

  

60. What did the Broadside Poets Theater do?  

a.   helped get support for the Broadside Press  

b. led Randall into a personal depression   

c.   led the Broadside  Press into financial difficulties  

d. supported many bookstores in the community  

  



Appendix B: Pre-test

Persian equivalent words

Write the Persian equivalent of the underlined words:

1. These are the people who haven’t bothered to personalize their ring tone. 

2. A good manager who is cued in to the team will certainly not want one person’s attitude

affecting everyone else. 

3. It created a simple and unique way for people to connect with each other. 

4. Of all our relationships, friendships are the most voluntary. 

5. Whether friendships are old or new, you can’t neglect them if you want them to last. 

6. Two other keys are flexibility and respect. 

7. It is really scary to see a delivery truck in the rear view mirror with a distracted driver on a

phone behind the wheel. 

8. Be supportive of your friends. It’s important to love them despite their faults!

9. Workforce cutbacks are common in today’s economy. 

10. Career experts have developed these strategies for holding on to a job. 

11. You can make a positive impact on your boss by arriving early and working late. 

12. This pompous fellow makes all his business calls in public places while standing in the

middle of a crowded room. 

13. Talking three times louder than necessary is characteristic of this offensive cell phone user. 

14. He made the gallant efforts to win the medal. 

15. I oath to tell the truth. 

16. They tempted him to join the company by offering him a large salary. 

17. The body was found concealed in dense undergrowth. 

18. She asked the waiter, “Do you have stuffed cabbage today?” He nodded his head. 

19. Tom had a similar problem when he arrived in India. After explaining something in class, he

asked his students if they understood. They responded with many different nods and shakes

of the head. 

20. They had rubbed this fish and soon after had won a prize! Although this “magic fish” is now

under study and off-limits to the public, many people have won money simply by rubbing its

picture. 

21. Can you find a vacant seat. 



22. Medical scientists are amazed that a human could have either of these qualities, let alone

both. 

23. As tourists looked on in amazement, a spaceship kidnapped 11 elephants from a game

preserve. 

24. The driver had stopped at a watering hole and the tourists were watching the elephants when

a gigantic spaceship appeared. 

25. I was absolutely enormous when I was pregnant. 

26. She asked me whether I was interested in working for her. 

27. “They each have special needs-physically, emotionally, or at school,” says Belles. 

28. I want to adopt orphans. 

29. In an interesting twist, thirteen of her boys are going to be in a local theater’s production of

Oliver!

30. We have a New Year celebration. 

31. Hot water circulates through the heating system. 

32. The day before their first anniversary, Sean’s memories flooded back in an instant. 

33. Nevertheless, they’ll be quick to tell you that it’s a dynamic, world-class city with tons of

things to do and see. 

34. People in downtown Sydney are always on the move, rushing to make contacts, cutting

deals, and gaining influence. 

35. Melbourne may not have the great surfing of Sydney, the beautiful Darling Harbor, or the

Opera House; instead, it’s low key and savvy. 

36. We have to be very conscious with this machine. 

37. The news is even worse for people who work the night shift. 

38. At the development phase it was possible to utilize earlier research which had been

performed. 

39. The implications of this research are huge. 

40. The corpse was hidden in dense undergrowth. 

41. It was winter, and I stood outside freezing while they rolled around on the floor laughing

hysterically. 

42. I afraid of these villains.

43. I woke up on the Monday morning feeling a little defiant, so I called in sick. 

44. I even had to go to the hospital! In the end, I learned a valuable lesson-I can’t get away with

anything!

45. She was officially broke. 

46. Do you have talent to do these activities?



47. She built a website and simply asked people to help her out by sending her a buck or two. 

48. “If 20,000 people gave be just $ 1, I’d be home free, and I’m sure there are 20,000 people

out there who can afford to give me $ 1.”

49. She was offered a book deal and a movie contract. 

50. It’s hard to devise the characters for that play. 

51. Most sites receive little traffic and even less cash. 

52. People sent her hate mail and scolded her on websites. 

53. David does not want to eliminate any name from that list. 

54. People loved to sing along as the band played, but most of them couldn’t carry a tune. 

55. In 1971, a loyal client asked Inoue to escort him on a company trip, but Inoue could not

Attend. 

56. He found a solution: he recorded his band’s back-up tracks, and then hooked up a car stereo

and an amplifier. 

57. Unfortunately, I feel numb in my hands. 

58. Although Inoue spent years in obscurity, in 1999, Time magazine called him one of the 20th

century’s most influential people, saying he had “helped to liberate the once unvoiced.”

59. Inoue is always getting asked silly questions, but he takes them in stride. 

60. At weddings and company get-togethers, the karaoke comes out and people relax. It breaks

the ice. 

61. She’s received teddy bears, subscriptions to Vogue, Dunkin’ Donuts Coupons, backpacks, 

jewelry, cat food, and candles. 

62. The writing on the tombstone was visible. 

63. They go to mainstream schools, take karate, go skating at the roller rink, and even act on

television. 

64. Every individual has certain rights. 

65. All the money is spent on the children, having new clothes and fancy cars isn’t important to

Belles. 

66. Amy contacted the police, who found Sean wandering near a motel three days later. 

67. He was confused and covered in bug bites. 

68. Psychiatrist Dr. Daniel Brown says Sean’s amnesia might have been caused by a series of

stressful moments, like his friend’s car accident. 

69. Sean views the experience as a chance to confirm he picked the right bride. “I got to see

how much she loves me,” said Sean. “We have a much stronger, closer bond from the

experience. 

70. Sydney has spectacular beaches. 



71. Melbourne has quaint old buildings and parks. 

72. Nevertheless, they’ll be quick to tell you that it’s a dynamic, world-class city with tons of

things to do and see. 

73. Welcome to the oldest rivalry in Australia. 

74. You have to dig a little to get under its surface, but once there, you’ll find a perfect example

of a chic, ultra-modern city. 

75. In Melbourne, eating out is a pastime and the pace of life is slower and easier. 

76. “It’s sort of like if you forgot the name of a file you stored on your computer. 

77. “I remember shoving cake in her face,” said Sean. 

78. Amnesia spoils newlyweds’ bliss. 

79. According to many Melbournians, inhabitants live a life of ideas, discussion, and debate. 

80. “Everybody aspires to be a star,” says Steve Chen, a Taiwanese immigrant who came to the

United States with his family in hopes of a better life. 

81. YouTube has now become a global sensation. 

82. When eBay purchased PayPal for $ 1.54 billion, the two received large bonuses for their

role in growing the small start-up. 

83. With Chen’s engineering skills and Hurley’s creativity, they thought forming a company

together was a plausible idea. 

84. After graduating from high school, Chen enrolled in the University of Illinois at Urbana-

Champaign to pursue a degree in computer science. 

85. With that, Hurley and Chen had their first idea for a sustainable business. 

86. They had taken a few digital videos of the event and wanted to share them with each other

the next day, but could not find a good means to do so. 

87. Both YouTube’s marketing strategy and growth as a result have been viral in nature. 

88. But it would be a part-time job he was hired for at a small e-commerce start-up called

PayPal that would change his life forever. 

89. When Hurley and Chen decided to sell their company, they did so for a hefty price tag of $

1.65 billion. 

90. Never break a confidence. 

91. When I woke up the next morning, I had the worst sunburn of my life. 

92. I’ll never forget the time last winter when I was baby-sitting these two kids for the first time. 

93. You need to be able to communicate them. 

94. Impress your superiors. 

95. Express yourself well. 

96. Get to the point and sell your professional self. 



97. Pinpoint the qualities you have that are truly valuable to the company. 

98. An interviewer does not want to hear that your five-year aspiration is to be sailing in the

Caribbean or working in a different industry. 

100. Trekking through the Himalayas after high school, Maggie Doyne met hundreds of

orphaned and poverty-stricken Nepalese children. 



Appendix C: post-test A

Choose the best alternative. 

1- It was at the party that I first made his .......................  

a) acquaintance    b) stage     c) action     d) vacant

2- He was sentences to 15 years in prison after admitting ............................ and fraud. 

a) aspire     b) attitude     c) expert     d) kidnap

3- She ........... Indian dress during her stay in the country. 

a) slammed     b) adopted     c) expressed    d) neglected

4- He spent the morning .................. around the old part of the city. 

a) wandering     b) spectacular     c) loyal      d) vacant

5- Never try to break a ....................  

a) debate     b) fancy     c) confidence        d) aspire

6- 1 don't like that movie because it is ........................  

a) spoiling     b) twisted     c) scary      d) voluntary

7- Do not miss the .............. opportunity to buy all six pans at half the recommended price. 

a) expert    c) chic     d) unique     d) numb

8- Hot water ............ through the heating system. 

a) circulates    b) twists     c) spoils      d) debates

      9-  ........... through the Himalaya after high school, He met hundreds of orphaned. 

a) neglecting     b) rekking     c) wandering    d) voluntary



      10-    We a good character for playing in that movie. 

a) aspire     b) impress     c) conceal      d) devise

    11- Many well known performers are appearing in a television ..................................  

a) liberate    b) fancy    c) spectacular    d) gallant

  1 2 - I was absolutely .............. when I was pregnant. 

a) enormous   b) gallant    c) voluntary   d) savvy

    13- Havingnew ......... House is not important. 

a) wandering     b) villain     c) scolded     d) fancy

    14- We have good news call for ...............  

a) Scary     b) dynamic     c) celebration     d) kidnap

     15- ..................................................The hospital has no beds. 

weak     b) spoil     c) vacant     d) scary

   16-Doing everything in the charitable organization is .............................  

a) Visible    b) voluntary    c) weak    d) gallant

   17-lf you .............. to do something, you will miss that chance. 

a) Neglect    b) impress    c) conceal    d) hide

   18-Gwen is .............. at finding bargains. 

a) Tempt    b) expressed    c) aspired    d) expert

   19-It is against the law to carry knives they are classed as .......................... weapons. 

a) Vacant     b) offensive     c) concealed    d) tempted



    20-You will ...... your appetite for dinner if you have a cake now. 

a) Impact    b) impress    c) debate    d) spoil

    21 -He will be remembered by us all as an ................. who always tried to make

people happy. 

       a) Individual     b) indoor    c) honest     d) occur

    22-The cartoon characters were ............... by Charles M. Schultz. 

a) Circulated    b) concealed    c) tempted    d) devised

    23-There are few.......... signs of the illness that kept her in hospital for so long. 

a) Visible     b) dislike    c) vapor    d) plain

     24-At the development phase it was possible to ............... earlier research which had been

performed in rocket population. 

a) Certain      b) enter     c) utilize    d) call up

      25-The sign of the toilet door said ...................  

a) Flight     b) vacant    c) wire    d) recent

Good luck



Appendix D: post-test B

Mark the stress

Voluntary       neglect        pompous        kidnap       plausible       liberate

Individual       conceal        vacant            adopt Circulate vacant

Eliminate      Acquaintance    Voluntary        neglect       aspire       Debate

Celebration   personalize        sustainable       impress      spoil        sensation

Psychiatrist

Good luck



Appendix E: post-test C

a. Choose the correct spelling. 

1- pril    preil      peril       priel

2- dence     dens      dencse     dense

3- talent     talent      telant      talente

4- owth     owth      outh      oath

5- conscious      conshious       concsious        conscious

6- Bim    beim    beam    baem

7- Daynamic    dynamik     dynamic    dynomic

8- Chik    chic    shik    chick

9- espaire     aspire      aspir      espire

nomb     nowmb     numb    namb

plausible    plausible     plausible     plosible

Spoale      spoil      spoil      spoile

b. Write the correct strings of letters. 

autfl octurhspi                 iaetnfd      ayllo           yfehf

camipt iswtt  yvavs                      Auellbisp                        dspseexr

aivrl eeidvs eutilzi                 eehtrwh



Appendix F: Linguistic and Spatial questionnaires

Complete each section by placing a “1” next to each statement you fell accurately describes you.  

Section1:

1)……. I write better than average for age. 

2)…..... I have a good memory for names, places, dates, or trivia. 

3)……..I enjoy word games. 

4)……. I enjoy reading books. 

5)……. I spell words accurately. 

6)……. I appreciate nonsense rhymes, puns, tongue twisters, etc. 

7)….... I communicate to others in a highly verbal way. 

8)….... I have a good vocabulary for age. 

9)…….I can readily absorb information from the radio or audio cassettes. 

10)..….I  like to talk through problems, explain solutions, ask questions. 

Section 2:

1)……  I have an appreciation of the arts. 

2)……  I tend to make a visual record of events with a camera. 

3)…….I  have no problem reading maps and navigating. 

4)… … I can visualize how things look from a different perspective. 

5)…….  I prefer reading material that is heavily illustrated. 

6) … … I often make my point by providing a diagram or drawing. 

7)…….  I enjoy visual games such as jigsaw puzzles and mazes. 

8)…….  I have no problem reading maps and navigating. 

9)……  I day dream more than peers. 

10)  …  I draw figures that are advanced for age. 
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