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Chapter one: Preliminaries 

1.1. Introduction 

Humans, as interactive beings, are constantly seeking better ways to communicate with and 

convey messages to other individuals in society. One such way is choosing a common 

language spoken by the majority. While a difference in language used to be a barrier to 

effective communication, currently, thanks to the developments in language teaching, 

especially English language teaching (ELT), interaction between people of different 

linguistic backgrounds occurs with astonishing ease. Nevertheless, the journey that ELT has 

gone through was not an easy and uneventful one. 

Decades ago, learning a foreign language was mainly associated with learning the form 

and grammatical structures, and lexis was only viewed as a means to present these structures 

(Rudzka, Channell, Putseys, & Ostyn, 1981). At a time like this, the development of the

Lexical Approach theory by Lewis (1993) was a turning point that shifted some of the 

attention toward lexis. The significance of vocabulary in the learning process was at last 

gaining well- Marty ska, 2004). 

Vocabulary learning is considered a major and fundamental component of language learning 

(Shooshtari & Karami, 2013). Collocations are one of the most interesting and, at the same 

time, intriguing aspects of vocabulary. That is why we have recently been witnessing an 

increasing recognition of the importance of lexical collocations in the field of English 

language teaching (Bahns, 1993). 

Since the concept of collocation was first introduced by the British linguist Firth in 1957, 

the study of English collocations has attracted increasing attention from language teaching 

researchers in recent years. The importance of collocation studies in foreign language 

teaching and research is undeniably obvious (Zarei & Koosha, 2003). And it is widely 

acknowledged that collocations are both indispensable and, at the same time, problematic for 



language learners, and that they should be carefully included as an essential component in 

second language teaching, especially at intermediate levels and afterwards (Fan, 2009). 

Accordingly, it is of upmost importance to come up with more effective ways and 

techniques to teach collocations. One of these can be input enhancement (also known as 

‘consciousness-raising’), which has recently garnered a great deal of attention.  Input 

enhancement (IE) is a concept in second language learning. Sharwood Smith (1991) coined 

the term as a way of providing better grammar instruction in second or foreign language 

classrooms. Input enhancement has different types and basically aims to make some forms 

of the target language more noticeable in order to draw the students' attention to them. 

Therefore, it is a process that cannot be achieved without 'noticing' (Rashtchi & Gharanli, 

2010).  

Visual input enhancement, also known as textual or typographical input enhancement, is 

a technique that is used to increase the saliency of a particular target form. When a form is 

visually or textually enhanced, it has different typographical features from the rest of the 

text, such as different color, different font style, use of italics, boldface or underlining, etc. 

(Wong, 2003). 

Another IE technique is input flooding, which, as the name suggests, involves providing 

ample opportunities for repeated exposure to the target language forms and is believed to be 

beneficial for language learners to attempt discovery learning and work out the target 

Hollander & Greidanus, 

Semantic input enhancement is yet another input enhancement technique in which the 

form is presented to learners together with its meaning. Semantic enhancement, also called 

semantic elaboration or lexical elaboration, is beneficial for learners in that it strengthens the 

meaning of the target form, by adding its semantic features through paraphrasing, providing 

L1 or L2 glosses, giving other sorts of prompts, etc (Rott, 2007).  

It seems that the main concern of input enhancement techniques in the history of 

research in second or foreign language acquisition has primarily been the effect of input 

enhancement on the acquisition of grammatical forms. However, there seems to be a gap 

with regard to lexical knowledge. To this end, the present study aims to partially fill this gap 



by assessing the effect of three different forms of input enhancement on the learning of 

English lexical collocations. 

1.2. Statement of the Problem 

According to Richards and Renandya (2002), grammar is more manageable and is presented 

in a neat, well-organized package, as opposed to vocabulary, which covers an enormous 

area, and could not be managed as easily. Throughout the history of ELT, numerous attempts 

have been made to discover all there is to know about different aspects of Grammar. The 

considerable number of articles and research projects found online and in journals can attest 

to this fact. In recent decades, however, there has been a distinct shift of attention toward 

vocabulary and vocabulary teaching (Kennedy, 1990). This  is evident in countless studies 

focusing on vocabulary and its many components such as works done by Schmitt (2000), 

Gardner (2004), Ouellette (2006),  Shiotsu and Weir (2007), Shen (2008), Baleghizade and 

Golbin (2010), Matsuoka and Hirsh (2010), Farvardin and Koosha (2011), and Boers (2013). 

Collocation, as an undeniably valuable and indispensable feature of lexis (Lewis, 1993), has 

been the subject of examination by researchers, and the results have usually shown that both 

grammatical and lexical collocations can prove to be quite problematic for learners to master 

2003). Therefore, finding the best way to assist learners in the process of learning 

collocations is a worthy endeavor. Many researchers have attempted to examine various 

aspects of collocations. Yet, there seems to be a paucity of well-defined research on lexical 

collocations, and particularly on finding effective methods to teach them. In an attempt to fill 

part of this gap, this study is aimed at examining the effects of three input enhancement 

techniques on Iranian EFL learners' comprehension and production of lexical collocations. 

1.3. Significance of the Study 

With the growing desire to produce language as natural as possible and achieve native-like 

communication, collocation is currently regarded as one of the most crucial aspects of 

language, particularly at upper intermediate and advanced levels. It can affect both spoken 



and written performance of learners. Needless to say, it is of utmost importance for learners 

to master this component of language in order to improve their communication skills.  

Naturally, language teachers, especially EFL/ESL teachers, can benefit from the results 

of this study. English teachers often complain about their students' ability (or lack thereof) to 

produce native-like language. Therefore, they are constantly looking for ways to remedy this 

situation. Curriculum developers could also make use of the findings and design an optimal 

curriculum for learners by including new techniques, such as input enhancement techniques. 

Through investigating the effect of input enhancement techniques on the comprehension 

and production of English collocations, the present study is also hoped to shed light on the 

theoretical aspects of teaching and learning collocations. 

1.4. Research Question 

The purpose of the present study is to answer the following research questions: 

1. Are there any significant differences among the effects of visual input enhancement, 

semantic input enhancement, and input flooding on female Iranian EFL learners' 

comprehension of lexical collocations? 

2. Are there any significant differences among the effects of visual input enhancement, 

semantic input enhancement, and input flooding on female Iranian EFL learners' production 

of lexical collocations? 

1.5. Research hypotheses 

Based on the above-mentioned research questions, the following null hypotheses are 

formulated: 

1. There are no significant differences among the effects of visual input enhancement, 

semantic input enhancement, and input flooding on female Iranian EFL learners' 

comprehension of lexical collocation. 



2. There are no significant differences among the effects of visual input enhancement, 

semantic input enhancement, and input flooding on female Iranian EFL learners' production 

of lexical collocations. 

1.6. Definition of Key Terms 

The key terms and concepts of this study are used variably in different studies. The present 

study adopts the following definitions. 

Collocations: Two or more words, frequently used together, that sound natural to native 

speakers of a language (McCarthy & O'Dell, 2005). 

Lexical collocations: Those collocations that comprise content words (nouns, verbs, 

adjectives and adverbs), not function words such as prepositions (Benson, et al., 1986). 

Input enhancement: Any method applied in order to accentuate input (whether spoken 

or written) for the learners' benefit and increase chances of noticing (Wong, 2003). 

Visual input enhancement: Refers to any technique to visually enhance and stress the 

input so as to draw learners' attention (Fahim & Vaezi, 2011). 

Semantic input enhancement: Providing semantic features of input (whether in L1 or 

L2) to make learners aware of the input with regard to its meaning (Barcroft, 2002). 

Input flood or input flooding: Presenting the learners with numerous exposures to the 

target items in the input (Schmidt, 1990). 

Comprehension of lexical collocations: For the purpose of the present study, 

comprehension of collocations is operationally defined as the participants' performance on a 

specially designed and administered multiple-choice test of lexical collocations. 

Production of lexical collocations: For the purpose of the present study, production of 

collocations is operationally defined as the participants' performance on a fill-in-the-blanks 

test of lexical collocations. 





Chapter Two: Literature Review 

2.1. Introduction 

This chapter provides a review of the history in the areas of collocations and input 

enhancement. Furthermore, the theories and the related studies in these fields are 

presented. 

2.2. Collocations 

Over the past decades, there has been an increasing amount of research into various 

aspects of collocations, in order to discover how to maximize native-like accuracy 

and fluency. Despite the existence of numerous studies on collocations,  many of 

which focus on the importance of collocations and the problems encountered while 

language learners learn them, there is still much ground to be covered. This attention-

grabbing component of language deserves to be thoroughly examined. 

Nowadays, no one denies that collocations are an integral and significant 

component of vocabulary development. As stated by many prominent linguists, 

knowing the meaning of a word is not sufficient for knowing and learning that word. 

There are other aspects of a vocabulary item that are central to its definition. One 

such aspect involves a word's potential to combine with other words (Shokouhi & 

Mirsalari, 2010). Hill (2000) believes that ready-made phrases and combinations 

constitute a considerable part of our speech, amounting to almost 70 percent of all our 

written and spoken utterances. Put simply, we owe a big part of our verbal 

communication to the existence of collocations (Marty ska, 2004). 



Collocations play an important role in distinguishing between native and non-

native speakers. In other words, collocation errors are good indicators of a non-native 

learner, whether in spoken or written production (Farrokh, 2012). Thus, keeping in 

mind the lack of enough exposure to native speakers and the inadequacy of ordinary 

English dictionaries in providing comprehensive and in-depth knowledge of 

collocations (Wu, 1996), researchers are striving to find effective methods to meet 

the needs of ESL/EFL learners. 

A number of researchers and experts have attempted to define collocations. 

Nevertheless, it has not been a completely successful attempt and the exact definition 

of collocations still remains the subject of some debate. As Farrokh (2012) puts it, 

due to the close associations with the fields of linguistics, lexicography and language 

pedagogy, defining collocations is a challenging endeavor. Similarly, Lesniewska 

(2006), Shokouhi and Mirsalari (2010), and Piits (2013) have considered this task a 

difficult and challenging one. Some of the definitions provided by researchers and 

linguists are referred to below. 

One of the key concepts mentioned in several definitions has to do with the 

that these combinations usually spring to mind without conscious thought (Shokouhi 

& Mirsalari, 2010). 

It is hard to imagine experts and researchers involved in the study of collocations 

who are unfamiliar with the famous sentence by the renowned British linguist Firth: 

"you shall know a word by the company it keeps" (1957, cited in Zarei & 

Baniesmaili, 2010, p. 147). However, it is worth noting that in fact the first person 

who attempted to define collocations was Firth's countryman, Palmer (Palmer, 1933). 

To Palmer, collocations are words that should preferably be learnt as a whole or as an 

individual word, and not as two or more separate pieces. After Palmer, the first expert 

who used collocation in a technical sense was Firth, who proposed that in 



determining the meaning of a word, its context is at least to some extent determinant 

Zarei & Koosha 2003).   

Fan (2009) refers to a well-known follower of Firth, Sinclair (1991), who defines 

collocations as the occurrence of words in close proximity of each other in a text. Just 

as Moehkardi (2002) did in his work, Fan also mentions Kennedy (1990), according 

Benson, Benson, and Ilson (1986) take idioms and their differences with 

collocation into consideration and define collocations as "specified, identifiable, non-

idiomatic phrases and constructions. Such groups of words are called recurrent 

combinations, fixed combinations or collocations" (Benson, et al., p. ix). 

Lewis (1997) describes collocations as a phenomenon involving the co-

occurrence of certain words in a natural text, with a regularity that is more common 

than to be considered random. He, then, divides them into three categories: fully 

fixed, relatively fixed, and novel. 

Piits (2013) divides the definitions provided so far into two groups: those 

understood in a narrower sense, and those perceived in a broader sense. In the 

narrower sense, collocations are considered in the realm of phraseology, on a scale 

between idioms and free combinations. Two important parameters here are 

'transparency' and 'substitutability'. In fact, in defining collocations, the aim of the 

definition is absolutely determinant. In the broader sense, the key parameter is 

'frequency'. In other words, the definitions depend on the fact that the co-occurrence 

of items must be observed on frequent occasions. 



2.2.1. Collocations, Idioms, and Other Word Combinations 

The concept of collocations also brings to mind some other relatively similar notions 

which ought to be properly analyzed and distinguished from collocations. 

Before choosing the term 'collocations' for the phenomenon he observed, Palmer 

(1933) pondered other alternatives, namely, 'idioms', 'heterosemes', 'phrases', 

'locutions', 'formulas' and 'compounds'. However, he eventually settled on the ideal 

choice: 'collocations'.  

In a number of other works, the main focus has especially been on distinguishing 

collocations from 'idioms' on the one hand, and 'free combinations' on the other. In 

the following paragraph, some of these differences are brought to light. 

Bahns (1993) notes the lack of consistency in free combinations and the fixedness 

of idioms. He, then, goes on to differentiate collocations from these two concepts by 

stating that collocations are rather loose combinations placed somewhere between 

idioms and free combinations. As opposed to idioms, the overall meaning is in line 

with the meaning of its integral elements. Furthermore, their saliency and frequency 

of use is what makes them different from free combinations. 

Another difference, pointed out by Zarei and Koosha (2003), is that compared to 

idioms, which are fixed combinations, the relationship between the elements of a 

collocation can be extended to different parts of speech of the related words. For 

instance, 'strong argument', 'strength of argument', 'argued strongly', etc. 

Lesniewska (2006) mentions that the transparency and literal nature of 

collocations, as opposed to the figurative and rather unclear nature of idioms, is the 

reason why collocations remain mostly unnoticed by learners. 



However, in a somewhat different view from the majority of experts, Moehkardi 

(2002) considers collocations not as a completely separate phenomenon, but simply 

as an alternative term for the concept of free combinations. 

Apart from the definition of collocations, its categorization has also been 

somewhat varied. While some forms of categorization are common among many 

researchers, there are also differences originating from different viewpoints. 

2.2.2. Types of Collocations 

The most prevalent and dominant categorization is that of Benson et al. (1986). Over 

the past two decades or so, a large number of researchers have either based their 

In their book, 'The BBI combinatory dictionary of English', Benson, et al (1986) 

divide collocations into two types: lexical and grammatical. In lexical collocations, 

all the elements are content words (noun, verb, or adjective). There are no 

grammatical components like clauses, or infinitives. Seven major types of lexical 

collocations proposed in 'The BBI combinatory dictionary of English' are as follows: 

1, 2 = verb + noun (in 1, the verb is mostly transitive, implying creation or 

activation: set a record. In 2, the verb expresses eradication or nullification: renege 

on a promise)  

3= adjective + noun, or nouns used as an adjective (simple solution, house arrest)  

4= noun + verb (war broke out) 

5= noun 1 + of + noun 2 (a herd of sheep) 



6= adverb + adjective (desperately sad) 

7= verb + adverb (apologize profusely). 

Grammatical collocations comprise a content or dominant word together with a 

function word or grammatical structure (a preposition, an infinitive, or a clause). 

According to Benson, et al. (1986), there are eight main types of grammatical 

collocations: 

1= noun + preposition (a sense of) 

2= noun + to + bare infinitive (a pleasure to meet you) 

3= noun + that-clause (an agreement that he would see the children weekly) 

4= preposition + noun combinations (in agony, to his surprise) 

5= adjective + preposition (interested in) 

6= adjective + to + bare infinitive (easy to understand) 

7= adjective + that-clause (he was afraid that they would get lost in the city) 

8= 19 verb patterns in English (for example, verbs with direct and indirect objects, 

verbs that cannot be used without a prepositional phrase, verbs directly followed by a 

bare infinitive, verbs followed by a gerund, verbs followed by to + infinitive, verbs 

followed by an object + to + infinitive, verbs followed by an object + bare infinitive, 

etc.). 

Carter (1998) divides collocations into four types of 'unrestricted', 'restricted', 

'semi-restricted', and 'familiar'. Unrestricted collocations can freely collocate with 

numerous items, like the verb take, which can be in a number of phrases. Restricted 

collocations, on the other hand, are fixed and do not have the flexibility to collocate 

with other words. Take pretty sure as an example. Semi-restricted, as the name 



suggests, is more limited than unrestricted, and there are a number of items that can 

replace an element. For instance, harbor can collocate with doubt, suspicion, 

grudges, and uncertainty. And finally, familiar collocations are related to the 

frequency of occurrence. They involve elements that regularly accompany each other, 

for example, unrequited love (Martynska, 2004).  

In his categorization, Sinclair (1991) contends that there are 'upward' and 

'downward' collocations. When the element a word is collocating with is more 

frequently used than the word itself, it is an example of upward collocation. They 

usually form grammatical structures and their elements mainly include prepositions, 

adverbs, conjunctions, and pronouns. Conversely, when the word collocates with 

another word which is less frequent than itself, then the collocation is a downward 

one. Here, the elements provide a semantic analysis and are mostly nouns and verbs. 

He also briefly refers to 'neutral collocation' as a middle ground halfway between 

upward and downward collocations. 

Another classification, proposed by McCarthy and O'Dell (2005), divides 

collocations into fixed, strong collocations, or more open ones. For instance, in the 

phrase take a photo, there is no other word which could replace take and collocate 

with photo. Therefore, this is a fixed collocation. On the other hand, in the phrase 

keep to the rules, different words can be used instead of keep. For example stick to 

the rules. Thus, this collocation is more open. 

2.2.3. Theoretical Background 

In her study, Gitsaki (1996) introduces three approaches with regard to collocations. 

She proposes 'lexical', 'semantic', and 'structural' approaches; in each approach, a 

certain aspect of collocations retains dominance, namely word meaning, semantic 

properties, and structural patterns, respectively. 



Although Firth never attempted to explicitly present a theoretical framework of 

collocations, the lexical approach directly draws on his work and his idea of 

collocations (Gitsaki, 1996). Based on the lexical approach, the meaning of words is 

dependent on their co-occurring words. Similar to Firth's notion that as soon as a 

word occurs in a new combination, we are dealing with a new word (Gitsaki, 1996). 

As mentioned by Martynska (2004), lexis must be considered individually, 

independently and separate from grammar. This statement, while initially accepted by 

other well-known proponents of the lexical approach to collocations, such as Halliday 

and Sinclair (also known as the Neo-Firthians), did not hold for long. These linguists 

later admitted that the usefulness of grammatical patterns cannot be denied (Gitsaki, 

1996). 

In the second approach to the study of collocations, the semantic approach, 

collocations are similarly considered separate from grammar. The advocates of the 

semantic approach, such as Chomsky as the most prominent one, found fault with the 

lexical approach, claiming that it could not account for why certain items co-occur 

with particular items. Therefore, in this approach, the aim is to find those semantic 

Shokouhi & Mirsalari, 2010). In Martynska's (2004) words, the semantic approach 

attempts to examine collocations from the semantic point of view. It looks beyond the 

observation of collocations and tries to determine their specific shape. 

Evidently more influential than the two aforementioned approaches, the structural 

approach gives the central role to grammar, claiming that other than lexis, collocation 

is determined by, and must be studied within, the grammatical frameworks (Gitsaki, 

the study of collocations, lexis is inseparable from grammar. Such notions can 

account for why structural approach outweighs the other approaches.  



2.2.4. Previous Studies 

A relatively large number of studies have been conducted on various aspects of 

collocations. Most of these studies have stressed the importance of collocations and 

 1996). However,  a large 

number of these studies have to do with the problems and difficulties encountered 

; Zarei & 

Wu (1996) examined the collocational proficiency of college students and found 

that choosing the correct lexical item was not easy for many of the participants. Even 

having access to dictionaries could not improve their performance. Wu concluded 

that lexical collocations must be explicitly taught, and more appropriate dictionaries 

could be quite effective. 

In another comprehensive study, aimed at investigating and examining the process 

of English collocation acquisition, Gitsaki (1999) looked for evidence indicating the 

existence of particular patterns of acquisition for English collocations. The 

participants, 275 Greek high school students aged between 12 and 15, were divided 

into three levels of proficiency (post-beginner, intermediate, post-intermediate), and 

asked to complete three different tasks: a writing task, a fill-in-the-blank task, and a 

translation task. Her study showed that as proficiency level develops, so does 

collocation knowledge. Moreover, she found out that there are distinguishable 

patterns of acquisition. She concluded that translating grammatical collocations is 

easier than lexical collocations.  

Huang (2001) examined collocation knowledge of 60 Taiwanese EFL college 

students, and their collocational errors. The focus was on four types of lexical 



collocations (free combinations, restricted collocations, figurative idioms, and pure 

idioms). The findings showed that, of the four types, free combinations and pure 

idioms were the least and the most problematic, respectively. The results indicated 

learners' unsatisfactory knowledge of collocations, with most errors stemming from 

L1 transfer.  

Barfield (2002) focused on the production of 'verb+noun' collocations by two 

groups of Japanese university students (a high group and a low group). The 

participants were required to record their voices while they gave a summary of a text 

they had previously read and made notes on. The high group proved to use the 

collocations more actively. 

Zarei and Koosha (2003), in a two-part study, examined the problems of Iranian 

advanced level learners with English lexical collocations. In the first part, they 

analyzed 2,400 pages of English texts produced by 27 learners and found the patterns 

of collocations which were most problematic (adjective + noun, noun + noun, noun + 

verb, verb + noun). 64 learners participated in the second part of the study. They were 

asked to complete six cued production tasks. The results confirmed that Iranian high-

proficiency learners indeed have grave problems with English lexical collocations. 

Hassanabadi (2003) administered a 40-item multiple choice test to assess 80 

Iranian university students' knowledge of collocations. He found out that the learners' 

performance on lexical collocations correlated with their performance on 

grammatical collocations, and that they performed differently on various 

subcategories of collocations. 

Martynska (2004) stressed the vital role of collocations in the field of second 

language learning and examined the collocational competence of intermediate level 

high school students. He observed that although learners knew 71% of English 

words, they could only identify 52% of the collocations made up of those words. He 



concluded that knowing the meaning of both elements of a collocation individually 

does not necessarily result in accurately identifying the meaning of the collocation. 

Faghih and Sharafi (2006) examined the vocabulary learning of 100 Iranian 

learners of English to find errors that are made as a result of the confusion of 

collocations. Their findings suggest that this type of confusion is a common source of 

error in students' interlanguage, and collocational knowledge correlates with language 

proficiency. They also concluded that the level of difficulty of different types of 

collocations vary, with 'adjective+noun' being the most difficult pattern. 

In their study, Jafarpour and Koosha (2006) worked with 200 university students 

majoring in English. They aimed to find out the effects of data-driven learning 

approach, proficiency level, and L1 on the collocational knowledge of prepositions. 

The results indicated that data-driven learning has a marked effect on collocations of 

prepositions. Furthermore, a positive correlation was found between proficiency level 

and knowledge of collocations of prepositions. Learners' L2 production was also 

affected by negative transfer from their L1 proposition patterns. 

Specifically focusing on language transfer as the main source of errors in 

collocations, Jing (2008) gathered writing samples from Chinese learners of English 

to find collocational errors. The findings showed that L1 transfer occurred mostly as 

semantic transfer, and that learners tended to change the words from their language 

into English resulting in a word-for-word translation. 

Also stressing the importance of L1 negative transfer, Nagano and Kitao (2008) 

investigated its role in learning L2 collocations among Japanese learners of English. 

41 participants, divided into three proficiency levels of beginner, intermediate, and 

advanced, took an online grammatical-judgment test. The results revealed that all 

three proficiency levels found L2 collocations problematic. Moreover, negative 

evidence of collocations in their mother tongue affected the participants' response to 

L2 collocations. 



Keshavarz and Salimi (2007) investigated the relationship between collocational 

competence and the performance of 100 Iranian university students majoring in 

English on cloze tests. The tests (both multiple-choice and open-ended ones) 

comprised 50 items of lexical and grammatical collocations. The findings indicated 

that performance on cloze tests correlated significantly with knowledge of 

collocations. 

Aiming to assess both production and comprehension of collocational knowledge, 

Jaén (2007) designed a test comprising 80 items. The purpose was also to evaluate 

collocational competence through a corpus-driven approach. The results showed the 

participants' low proficiency regarding collocational knowledge and the fact that their 

performance was poorer in production.  Similar results were found in a study by 

Brashi (2009), who administered a multiple-choice and a fill-in-the-blanks test to 

examine the learners' knowledge of 'verb + noun' collocations. He, too, concluded 

that the learners' comprehension of collocations is better than their production of 

collocations. 

Through gathering writing samples, Fan (2009) adopted a task-based approach in 

her attempt to develop a better understanding of collocational use and the problems 

involved in doing so. The participants were Hong Kong ESL learners and native-

speaker British students. She concluded that Hong Kong learners' collocation use was 

equally affected by their L1, their L2 and lack of knowledge of the grammar and lexis 

of the target language. 

In an attempt to compare different patterns of lexical collocations and determine 

the most challenging one, Zarei and Baniesmaili (2010) assessed the recognition and 

production of 34 Iranian upper-intermediate learners of English. Based on the results, 

participants' performance was better in 'adjective + noun' and 'noun + noun' patterns. 

Furthermore, the 'noun + verb' pattern turned out to be the most problematic pattern.   



Another study focusing on identifying difficult collocation patterns was conducted 

by Shokouhi and Mirsalari (2010). They wanted to know if collocational knowledge 

correlates with general linguistic knowledge. 35 participants took part in the study, 

and their answers to a multiple-choice test were assessed by a native speaker. The 

results indicated that grammatical collocations were more difficult than lexical ones, 

with noun + proposition pattern being the most difficult one. In addition, they did not 

find any significant correlation between collocational knowledge and general 

linguistic knowledge. 

Examining 130 essays by Malaysian learners, Hong, Rahim, Hua, and Salehuddin 

(2011) focused on the learners' 'verb + noun' collocations to investigate the types and 

sources of collocational errors. Their findings suggested that collocations involving 

prepositions were the most problematic type, and intralingual transfer was the biggest 

source of errors. 

Nesselhauf (2003) attempted to analyze high-proficiency level German learners' 

use of English verb-noun collocations and the collocational problems in their written 

productions. The results indicated that when it comes to collocations, even highly 

proficient learners have serious problems, and that the most frequent errors occurred 

due to incorrect choice of verbs. Furthermore, there was a large amount of 

interference from the mother tongue.  She suggested that teaching collocations be 

integrated into the ESL/ EFL syllabus, and that it is the teachers' responsibility to 

raise learners' awareness of collocations, especially in early stages of language 

somehow 'notice' collocations. One of the methods proposed by the researchers is 

through consciousness-raising or input enhancement.

Highlighting the importance of collocations, a number of studies have focused on 

categorizing them based on their frequency of use. For instance, in an explanatory 



work, Hoover (2003) did cluster analyses of frequent collocations to ascertain the 

extent to which the frequency of collocations (as opposed to frequency of words or 

other sequences) can indicate the author's style. He concluded that, for the most part, 

an analysis of frequent collocations can be a more effective indicator of the authors' 

style than frequent words or sequences. 

Basing her work on data gathered from native speakers of English in BNC 

(British National Corpus) and TIME (corpus made from the weekly American 

magazine), Koya (2006) examined high-frequency 'verb+noun' collocations to find 

essential collocations for Japanese EFL learners. The results revealed that frequent 

collocations in BNC and TIME, although quite commonly used, were not topic-

related. What is more, they were not what might have been considered basic 

collocations for Japanese EFL learners.  

Also making use of BNC corpus as data source, Shin and Nation (2007) examined 

spoken texts to provide a list of most frequent collocations which were selected based 

on six criteria. To their surprise, they found a considerably large number of high-

frequency collocations to which all six criteria applied. Furthermore, they noticed that 

shorter collocations (two-word combinations) were more frequent than longer ones, 

and those containing shorter words were also more frequent than those with longer 

components. 

In another study, Shin (2007) attempted to examine frequent English collocations 

to make the task of teaching and learning them more feasible for Korean EFL 

learners. To this end, he took the factor of 'predictability' into account. As he puts it, 

if there is a word-for-word Korean equivalent for a collocation, it is considered 

predictable. The findings revealed that two third of the 500 frequent collocations 

were predictable for Korean learners. 

As to the effects of collocation instruction on the development of language skills, 

several studies have been conducted. For example, Hsu (2007) investigated the 



relationship between lexical collocations and online writing among Taiwanese 

college students. The participants were 41 students majoring in English and 21 

students from other fields, who all took an online writing test and received writing 

scores. Furthermore, the frequency and variety of lexical collocations they used were 

examined. The results showed that there was a considerable correlation between the 

online writing scores and both frequency and variety of lexical collocations. 

In another study on English and non-English major students, Ying (2009) 

examined the relationship between collocations and coherence in writing by Chinese 

learners. The findings indicated that both English and non-English majors made 

common mistakes in their writing, and in both groups the number of mistakes in 

lexical collocations was higher than grammatical collocations. In comparison to 

English major students, there was no significant correlation between correct 

collocation use and coherence in writing, leading the researcher to deduce that the 

relationship between accurate use of collocations and coherence strengthens as the 

language skills grow. 

Ghonsooli, Pishghadam, and Mohaghegh Mahjoobi (2008) focused on the writing 

skill and how it could be affected by collocational instruction. During a 21- session 

experimental period, 30 Iranian university students were divided into control and 

experimental groups. Unlike the control group, the experimental group received 

collocational instruction. The results of posttests revealed that the members of the 

experimental group significantly outperformed those of the control group. 

Adelian, Nemati, and Falahati Qadimi Fumani (2015) examined the effects of 

knowledge of English collocations on Iranian advanced learners' writing ability. 

There were 80 participants in the study who were given three topics to choose from 

and write a composition on. A multiple-choice test was also given to determine the 

participants' receptive knowledge of collocations. The results revealed that 

collocational knowledge of EFL learners only affected their comprehension of 



collocations and no significant effect was observed on the production of collocations 

in their free writing.  

Aiming to evaluate Taiwanese EFL learners speaking proficiency and its 

relationship with their knowledge and use of lexical collocations, Hsu and Chiu 

(2008) gathered data from 56 third-year university students majoring in English. 

After administering three tests, they concluded that while Taiwanese students' 

speaking proficiency significantly correlated with their knowledge of English lexical 

collocations, this did not hold true for their use of lexical collocations. Nor was there 

any significant relationship between knowledge and use of lexical collocations. 

Shooshtari and Karami (2013) focused on pre-intermediate EFL learners' speaking 

proficiency. They wanted to see whether providing treatment on lexical collocation 

use could improve speaking proficiency. To this end, they selected 50 Iranian pre-

intermediate students and divided them into two groups, experimental and control. 

After a ten-session instruction period, the participants' use of lexical collocations and 

their oral proficiency were tested. The results indicated that the instruction positively 

affected speaking proficiency. 

In a similar study, Movahediyan Attar and Allami (2013) selected 40 Iraninan 

intermediate EFL learners and divided them into control and experimental groups. 

They reported that the knowledge of collocations had a significant effect on the 

participants' speaking ability, and their production of collocations. Furthermore, the 

participants had a positive attitude toward the teaching of collocations. 

Balcı and Çakır (2011) investigated the use of collocations to teach vocabulary to 

primary school students. The participants were 59 seventh-grade students from two 

classrooms. One group received classical techniques, and the other learned new 

vocabulary items through collocations. The result indicated that the collocation 

technique led to more successful vocabulary learning and retention. 



Ganji (2012) attempted to examine the effects of three variables on reading 

comprehension. The variables were lexical collocations, topic familiarity and cultural 

familiarity. The participants, 38 freshmen and sophomore Iranian learners majoring 

in English translation, were given three kinds of instruction over three weeks, each 

followed by a reading comprehension task. The best results were achieved in the 

reading task after topic familiarity instruction. And collocation instruction was the 

second effective method. 

A number of researchers have investigated how different methods of instruction 

can affect either production or comprehension of collocations (or both). For instance, 

in a threefold study, Zaferanieh and Behrooznia (2011) compared web-based 

concording versus traditional, and implicit versus explicit methods of collocation 

teaching. They also examined the effect of students' mother tongue (L1) on 54 Iranian 

EFL learners' collocation learning. The findings revealed that web-based concording 

practices were more effective than traditional method, and the learners who received 

explicit instruction significantly outperformed the ones who received implicit 

instruction. 

Uçar and Yükselir (2015) examined the effects of corpus-based activities on 

'verb+noun' collocations. They selected 30 EFL university students and assigned 

them to control and experimental groups (each containing 15 students). The latter was 

taught collocations through corpus-based material, while the control group received 

collocations through the conventional teaching method. The results of the posttest 

showed that corpus-based activities were significantly more effective than 

conventional method. 

Focusing on both comprehension and production, Zarei and Tondaki (2015) 

investigated the effects of implicit and explicit instruction on the learning of English 

lexical collocations. 180 EFL learners who had participated in the study were divided 

into two groups, one receiving explicit, and the other receiving implicit techniques. 



At the end of the experiment, a posttest was administered, and the results revealed no 

significant difference between implicit and explicit techniques of instruction on either 

comprehension or production of lexical collocations. 

2.3. Input Enhancement 

Attracting learners' attention has always been a major concern of teachers, and they 

do everything in their power to get it. Employing input enhancement techniques, 

whether intentionally or unintentionally, is one way of doing so. As AsadiAmirabadi 

et al. (2014) put it, underlining target structures and using a different color, or 

explicitly explaining the rules are all examples of such techniques. 

In Sharwood Smith's (1991) words, input enhancement is the process of making 

language input salient to learners. This simple and unambiguous definition has been 

the basis and foundation of a considerable number of studies. Many researchers 

alterations in a few cases. For example, while referring to Sharwood Smith's 

definition, Wong (2003) states that ideally this deliberate attempt at saliency of target 

forms will increase their chances of being noticed and, in turn, result in more intake. 

A similar definition was provided by Fahim and Vaezi (2011). 

Barcroft (2003) calls the input enhancement process a 'manipulation' of input to 

make some forms more noticeable than others. He believes that input enhancement 

can be defined with regard to two key factors: how much it changes the original 

input, and how much learners are involved in activities that require more than mere 

comprehension of input. 

It is rather inconceivable to mention 'input' and 'input enhancement', but say 

nothing of other related terms such as 'awareness', 'noticing', and 'consciousness-



raising' that have led to what today we call input enhancement (IE). At least, a 

perfunctory reference to the aforementioned terms is called for. 

2.3.1. Input 

We shall begin with 'input' itself to see how it has garnered the attention of experts in 

the field of second or foreign language learning. The important role of input has been 

2013). As the source of exposure to the target language, input is of great importance 

to ESL and EFL learners, whether oral (teacher's spoken utterances, recorded texts, 

etc) or written (course books, story books, on-line passages, etc).  Krashen's well-

known 'Input Hypothesis' also deserves its due attention, since it has played an 

influential role in support of the significance of input. As Krashen (1982) puts it, 

learners can only comprehend input when it contains i + 1, i being their current state 

of knowledge. In other words, input will be comprehensible if it is only slightly 

above the learners' current level of language knowledge, and comprehension takes 

place when attention is focused on meaning, not form. 

AsadiAmirabadi, Biria and Sedaghat (2014) refer to Ellis (1994) who introduces 

two types of input; Ellis mentions that in the course of second or foreign language 

acquisition, learners encounter interactional and non-interactional input. Interactional 

input refers to the input that learners receive while interacting with others, whereas 

non-interactional input is the one received when learners are not communicating with 

another party, for instance while reading a text. 

Stressing the significance of output, Gass (1997) proposed several stages required 

to transform input into L2 output. Apperceived input  comprehended input 

intake  interaction  L2 output. Apperceived input refers to learners' attention to, 

and awareness of, the target items that are new and not yet part of their interlanguage. 



One step further is the comprehended input, which is more likely to be assimilated 

into learners' knowledge and enter the intake phase. 

2.3.2. Consciousness-raising, Noticing, and Awareness 

With regard to 'consciousness-raising', there has been some controversy. The concept 

was introduced by Sharwood Smith (1981), who later admitted that the term can be a 

misleading one for several reasons (Sharwood smith, 1991). Consciousness-raising, 

as the name suggests, has to do with raising students' awareness of a form. In 1991, 

he distinguished between deliberate consciousness-raising (usually initiated by the 

teacher) and self-initiated consciousness-raising (by the learner). 

However, Sharwood Smith (1991) points out that even if language learners' 

attention is drawn to the target forms, there is no guarantee that those forms will be 

internalized. Using this term can also be questioned on the grounds that there is a lack 

of theoretical support for the relationship between learners' awareness and input 

processing. Then, he goes on to propose a "safer term" (p.120), which is 'input-

salience-creation' or better yet 'input enhancement'. This new term is more 

manageable, since it has no claim to control internal processes in learners' mind, but 

rather manipulate what learners receive from the outside world (the material they are 

exposed to). 

Another prominent linguist who finds fault with the term 'consciousness' is 

Schmidt (1990). He maintains that the use of this word is ambiguous and can refer to 

three different aspects; consciousness as awareness, consciousness as intent, and 

consciousness as knowledge. However, his preferred term is 'noticing', since he 

believes that without noticing, the target forms will not transform into intake and, 



Shmidt (2010) also refers to the concept of awareness, and how it is related to the 

notion of attention. While attention and awareness are interrelated, there is no such 

link between awareness and learning. He then distinguishes between 'noticing' and a 

higher level of awareness, 'understanding'. 

2.3.3. Types of Input Enhancement 

Sharwood Smith (1991) holds that input enhancement can either be the result of 

deliberately manipulating input as an external factor, or originate from the internal, 

automatic learning strategies adopted by learners. External manipulation is usually 

done by the teacher who, in a variety of ways, attempts to draw learners' attention to a 

linguistic feature. Internally-induced input enhancement, on the other hand, is the 

outcome of learners' mental and cognitive learning mechanisms when they 

themselves decide something is worth paying attention to and that they are prepared 

Rashtchi and Gharanli (2010) use this distinction to classify types of salience of 

input: externally- and internally- driven salience. It is worth mentioning that 

Sharwood Smith (1991) believes that much like noticing, externally-driven salience 

or input enhancement does not necessarily bring about the assimilation of the targeted 

item into learners' interlanguage. 

In another categorization, Rashtchi and Gharanli (2010) distinguish positive input 

enhancement, in which correct items are highlighted and underlined, from negative 

input enhancement, in which emphasis is on erroneous items, for example, to indicate 

mistakes. 

Another type of categorization has to do with the mode of input. Input 

enhancement is believed to have two forms or methods: a typographical one for 



written mode, and an interactional one for spoken mode (Birjandi, et al. 

2006). 

However, despite all the attention input enhancement has justly garnered, not all 

the input is transformed into intake. This is cause for reflection. What are various 

forms of input enhancement? Which ones are more effective and under which 

circumstances? There are many other issues which warrant meticulous consideration 

and examination.  

As to different techniques of input enhancement, one may refer to (1) 

typographical manipulation, (2) input flooding, (3) explicit instruction, (4) marginal 

glosses, (5) translation or definition (semantic elaboration), (6) providing corrective 

feedback, (7) form-

Fahim and Vaezi (2011) point out that, in a large number of cases, input 

manipulation is done through visual enhancement. One of the most commonly used 

techniques is indeed visual input enhancement. 

2.3.3.1. Visual Input Enhancement (VIE) 

This kind of input enhancement is also known as ‘textual, or typographical 

enhancement’, or in one case called 'external manipulation of input' by Rashtchi and 

Gharanli (2010). Visual input enhancement, as the name suggests, visually 

accentuates input. The idea is to make certain aspects of input, which can otherwise 

be ignored, visually noticeable to learners. In other words, visual enhancement is 

implicitly employed to heighten certain forms in the text or written input (Fahim & 

Vaezi, 2011). 



In their studies, Leow, Egi, Nuevo and Tsai (2003), and Lee and Lee (2012) refer 

to different studies that have used typographical manipulation such as underlining, 

capitalizing, using different font types and sizes, color coding, bold-facing, 

italicizing, etc. in the input to increase perceptual salience. Hopefully, these visual 

cues will result in the learners' attention being drawn to the target forms, and by 

facilitating the input-to-intake process, consequently lead to noticing and acquisition 

Wong (2003), mentions two characteristics for visual enhancement, or as he calls 

it  textual enhancement: (a) learners are attending to tasks on paper, particular to 

written input, and (b) certain parts of the input are visually and typographically 

manipulated to draw the learners' attention. Wong also refers to the fact that 

researchers have mostly focused on the acquisition of linguistic forms with less 

thought to lexis. 

2.3.3.2. Input Flooding (IF) 

Another implicitly achieved method of IE, which according to Hamed Mahvelati and 

Mukundan (2012) is of use to those learners who prefer discovery learning, is input 

flooding. IF is used frequently by ELT researchers, and linguists have used different 

wordings to define and explain it: 'amply exposed', 'superabundance of input', 'high 

frequency of occurrence', 'numerous examples of a feature', 'frequently used', 

'increased incidence of target structures', 'a large number of target forms', 'increased 

opportunity of noticing', etc. However, they all refer to the same phenomenon. 

Inferring from the similar definitions provided by experts, it is safe to say they are in 

complete agreement that this form of input enhancement uses quantity as its inherent 

feature. 



Similar to visual input enhancement, in input flooding (IF), the assumption is that 

exposing learners to target items repeatedly enhances their saliency (Schmidt, 1990)

and facilitates the acquisition process (AsadiAmirabadi, et al., 2014). Input flooding 

increases opportunities for learners to notice the target form through repeated 

exposure. Gass (1997) points out that the frequency of the target form affects 

noticing, and thus frequent exposure can lead to noticing more easily. A notion 

echoed by Horst, Cobb, and Meara (1998), who also state that the use of repetition in 

a text or several texts gives learners a chance to process these recurring items, and is 

furthermore beneficial to incidental word acquisition. 

As Hamed Mahvelati and Mukundan (2012) put it, learning forms through input 

flooding is usually an incidental product of reading and listening activities. In other 

words, the fact is that, as opposed to visual input enhancement, input flooding can be 

applied through both 'written' and 'oral' input. 

2.3.3.3. Semantic Input Enhancement (SIE) 

Yet another input enhancement technique is semantic enhancement, also called 

'semantic elaboration' or 'lexical elaboration'. The use of SIE has been slightly less 

common than the other previously mentioned input enhancement techniques, VIE and 

IF. This type of input enhancement involves the provision of the semantic features of 

target items (through paraphrasing, providing L1 equivalence, etc.) in order to add 

emphasis to those items and increase the chances of noticing and, therefore, longer 

retention. Knowing the associations of a word, i.e. its relationship with other words, 

is highly beneficial for learners, and generally leads to a deeper learning of the words 

(Shostack, 2003). 

'Meaning' is the central element in various definitions presented by researchers 

and linguists. For example, Barcroft states that semantic elaboration is "the increased 



evaluation of an item with regard to its meaning" (2002, p. 323). He also contends 

that this kind of elaboration, as opposed to structural elaboration, results in better 

retention and recognition of target forms. 

Furthermore, Negari and Rouhi (2012) point out that the goal of semantic 

enhancement is to add additional information to the text, as a counteractive strategy 

to make up for the difficulty of some items.  

Similar to Barcroft (2002), who compares semantic and structural elaboration, 

Ahmadi (2014) comments on the association of elaborated items with meaning. She 

also touches on the ability of the mind in creating links between the new target items 

and the existing knowledge in a way that makes sense. 

A concept embedded in the related studies on lexical or semantic elaboration is 

the notion of modification. Kim (2006), Le (2011), Negari and Rouhi (2012), Rahbar 

and Mousavi (2014), and Birjandi et al. (2015) all refer to 'text modification', 'input 

modification', or 'lexical modification' in their works. Modification has two types: 

simplification and elaboration. Simplification of text or input refers to changes in the 

text that involve removing the items considered difficult for the respective learners 

and replacing them with less complicated items or structures in order to increase the 

comprehensibility of the text. Elaboration, on the other hand, does not involve any 

kind of deletion or removal, but rather includes adding an extra piece of information 

by way of paraphrasing unknown linguistic forms, or providing the L1 gloss (Le, 

2011).  

2.3.4. Previous studies 

The sheer bulk of data, particularly in the past decade, on various kinds of input 

enhancement techniques (whether implicit or explicit ones) attests to the significance 

of these techniques in the world of research. Experts and researchers like Rashtchi 



and Gharanli (2010), Dastjerdi and Farshid (2011), Goudarzi and Raouf Moini 

(2012), Hamed Mahvelati and Mukundan (2012), Lee and Lee (2012), Negari and 

Rouhi (2012), Nyoni (2012), Jabbarpoor and Abdollahzade (2013), Ahmadi (2014), 

Sahebkheir and Davatgari Asl (2014),  Birjandi, Alavi and Najafi (2015), etc. have all 

carried out studies focusing on one or more types of input enhancement techniques 

and their effects on different components of a target language. 

Some researchers have shown that input enhancement techniques can positively 

affect learners' comprehension or production of a particular target form or structure.  

For instance, Kondo (2007) attempted to examine semantic elaboration on 63 

Japanese learners' English vocabulary learning. These university students were 

presented with semantically elaborated word lists and then put into two groups, 

performing either sentence writing or translation tasks. After the task performance, 

one immediate and two delayed posttests (one week later and three weeks later) were 

administered. In all three posttests, the sentence writing group did considerably better 

than the translation group, leading the researcher to conclude that semantic 

elaboration can positively influence vocabulary learning. 

Rashtchi and Gharanli (2010) investigated the effect of noticing through input 

enhancement on Iranian EFL learners' acquisition of English conditional sentences. 

The same set of texts were given to two intact classes, each with 29 female students. 

One class received the text with some visual manipulations such as enlargement, 

underlining, bolding, and use of italics, while the other group's text had no such 

alterations. In the end, the analysis revealed that the input enhancement had aided the 

learning of conditional sentences for the experimental group. 

In a rather similar study on the retention of conditionals, AsadiAmisabadi, et al. 

(2014) examined the effect of input enhancement and input flooding on Iranian EFL 

learners' performance in the long term. 75 participants were divided into three 

experimental groups: input flooding, input enhancement, and a combination of both. 



The posttest administered after three weeks showed that the group who had received 

both IE and IF performed better than the other two groups. 

Fahim and Vaezi (2011) conducted a study which has much in common with the 

present study. They decided to investigate the effects of visual enhancement on 

Iranian learners' acquisition of 'noun + verb' collocations. During ten sessions, 96 

intermediate EFL learners, in three groups, were given 10 reading texts. The 

collocations were in boldface and capital letters for the first group. The second group 

received conventional teaching, and the third group, the control group, were provided 

with no special treatment. Posttest results showed that textual enhancement and 

conventional teaching were equally effective on the learning of 'noun-verb' 

collocations. 

The effects of lexical simplification and lexical elaboration on incidental 

vocabulary acquisition were examined by Negari and Rouhi (2012). The participants 

were 80 male and female Iranian university students, who received the materials with 

simplification of difficult items, parenthetical or non-parenthetical semantic 

elaboration. The researchers concluded that while lexical simplification failed to 

affect incidental vocabulary learning, lexical elaboration was effective. Furthermore, 

between non-parenthetical and parenthetical elaboration, the latter proved more 

effective than the former. 

One of the few studies that has considered three IE techniques is the one 

conducted by Lee and Lee (2012). Their work on immediate and delayed English 

vocabulary recall is similar to the present study, in that it investigated the effects of 

visual enhancement, semantic enhancement, and input flooding. They concluded that 

although these IE techniques had no effect on delayed meaning recognition, they did 

positively affect immediate meaning and form recognition to various degrees. 

Goudarzi and Rauf Moini (2012) found out that in retention of collocations, L1 

glossed forms were more of use to learners than highlighted (bold) input and non-



highlighted input. And learners who had benefited from highlighted input performed 

better than those in non-highlighted group. 

Very similar findings were reported in a recent study, conducted by Birjandi, et al. 

(2015), who investigated the effects of three types of input on the acquisition of 

English phrasal verbs. 35 Iranian EFL learners at intermediate level of English 

language proficiency received six different texts in unenhanced, typographically 

enhanced, and lexically elaborated forms. Based on the participants' performance on 

the posttest, elaborated text was more effective than the other two input forms, and 

typographically enhanced form was more effective than unenhanced input form. 

Jabbarpoor and Abdollahzadeh (2013) decided to find the effect of textual input 

enhancement on subjunctive mood and inversion structures, as one part of their study. 

The participants were 30 EFL college students, who were provided with twelve 

enhanced texts for subjunctive mood and twelve other texts for inversion. After the 

final posttest, they concluded that although textual input enhancement can have 

various effects on different forms, it is indeed beneficial to learning target forms in 

this particular study. 

Nahavandi and Mukundan (2013) worked on textual input enhancement and 

explicit rule presentation and examined their effect on intake of simple past tense. 

The participants were 93 Iranian foreign language university students who were 

divided into three groups. The groups were provided with three reading passages and 

were supposed to answer some comprehension questions. The findings of the study 

revealed that the performance of the third group (textual enhancement + rule 

presentation group) was significantly better than the other two groups. 

Sahebkheir and Davatgari Asl (2014) examined the written performance of 

Iranian EFL learners to assess their use of conjunctions. During eight sessions, two 

groups of learners were given an essay. The members of experimental group received 

texts with bolded and underlined instances of conjunction, while the control group 



had the same texts without any such alterations. The results showed that the 

experiment positively affected the performance of those in the input enhancement 

group. 

Through examining the writing samples of 70 female Iranian EFL learners (aged 

between 22 and 30), Rahbar and Mousavi (2014) attempted to examine the effects of 

lexical elaboration on students' English vocabulary use. Between the first and second 

writing tasks, the participants in the experimental group received lexically elaborated 

reading passages, while the control group's passages were unelaborated. The results 

revealed that lexical elaboration was effective and the students' production of the 

target vocabulary increased by 60.24%.  

On the other side of the scale are studies and research findings that show, on some 

occasions, that IE techniques fail to make a difference in the process of learning 

certain linguistic items and structures. A number of such studies are as follows: 

In a special case, the particular IE method, not only proved insignificant, but also 

actually worked as a hindrance to learners' progress. Barcroft (2002) attempted to 

investigate the effect of semantic and structural elaboration on lexical acquisition of 

Spanish. Low-proficiency English speaking participants, who were learning Spanish 

as their second language, were required to learn 24 new Spanish vocabulary items. 

The researcher concluded that "increased semantic processing can inhibit one's ability 

to encode the formal properties of new words" (Barcroft, 2002, p. 323).  

In her study, which has much in common with Barcroft's study, Ahmadi (2014) 

also worked on finding the effects of semantic elaboration and structural elaboration 

on learning and retention of target language vocabulary. The participants, 44 female 

second and third grade students, were divided into two groups of semantic and 

structural elaboration, and received 45 new English vocabulary items during three 

sessions. After the required task (grouping the words according to their meaning or 

number of letters) was completed, Ahmadi detected no significant differences 



between the effects of two types of elaboration on learning and retention of English 

vocabulary. 

Leow, et al. (2003) attempted to see how beneficial textual enhancement can be 

with regard to noticing in ESL or EFL learning. They chose 72 first year college 

students, and presented them with enhanced or unenhanced texts including English 

present perfect or, in some other cases, present subjunctive structures. The immediate 

recognition and comprehension posttests revealed that textual input enhancement had 

no significant benefit over the unenhanced input (Leow, et al., 2003). 

Wong (2003) worked on the effects of two variables, textual input enhancement 

and input simplification, on non-meaningful grammatical structures. 81 English 

native speakers, majoring in French, participated in the experiment on the agreement 

of past participle, in number and gender, in relative clauses. The experiment included 

three reading passages with different kinds of modification (a. textual enhancement + 

simplification, b. only simplification, c. only textual enhancement, d. no enhancement 

and no simplification). The findings were not very promising and revealed that the 

only treatment that proved effective was simplification, which based on a free recall 

task had a positive effect on the comprehension of target grammatical forms.  

Kim (2006) conducted a multi-dimensional study, involving two levels of 

typographical enhancement (enhanced/unenhanced) and three levels of lexical 

elaboration (explicitly elaborated/implicitly elaborated/unelaborated), to see the effect 

on the acquisition of English vocabulary by Korean college students. 26 target words, 

provided in six different versions of the same experimental text, were given to 297 

participants. Based on the results, lexical elaboration alone proved helpful for 

meaning recognition but not for form recognition. Typographical enhancement was 

beneficial to neither form nor meaning recognition. A combination of lexical 

elaboration and typographical enhancement was not effective on form recognition. 



Explicit and implicit lexical elaboration were both equally beneficial to meaning 

recognition. 

Another study that makes use of several input enhancement techniques is the one 

conducted by Rott (2007). 38 German native speakers participated in the study.  Her 

goal was to investigate the impact of input flooding and to assess the combined effect 

of IF with either semantic or visual enhancement. Her findings confirm that visual 

enhancement had no effect on word encoding.  

Combs (2008) focused on topic familiarity and input enhancement. 36 learners 

participated in the study. Combs concluded that topic familiarity and textual input 

enhancement both failed to significantly affect form acquisition.  

Boston's (2009) work on the effects of input flooding on learners' choice of 

grammar during a communicative task met with success to a certain degree. There 

were 55 participants divided into three groups, two of which received input flooding 

with either the modal verb 'can' or present perfect. Evaluating their performance 

revealed that the group that was presented with present perfect forms in their input 

had the largest number of sentences in present perfect. For the modal verb 'can', on 

the other hand, things were not so straight forward. In fact, the other two groups 

produced more sentences with 'can'. Thus, Boston contends that even without the 

application of input flooding, successful results would, more or less, have been 

achieved.  

Hamed Mahvelati and Mukundan (2012) compared the effect of an implicit input 

enhancement method (input flood) with an explicit one (consciousness-raising 

approach) on lexical and grammatical collocations learning. The participants, 95 high 

proficiency learners, were divided into two experimental and one control groups. The 

learners in one of the experimental groups received input flooding treatment, while 

the members of the other group were provided with explicit collocation instruction. 

The findings showed that although input flooding proved effective, the learners in 



consciousness-raising group significantly outperformed the ones in the input flooding 

group. 

Ertürk (2013) examined the possible effects of pushed output, input processing, 

and visual enhancement on the promotion of EFL/ESL learning and retention. Results 

showed that visual input enhancement was not successful in drawing the learners' 

attention to the intended target forms. 

Although a large number of studies have been done on the effects of input 

enhancement techniques on different components of language, few have focused on 

the several of these techniques or their effects on lexical collocations. Hence, the 

present study aims to investigate the effects of three input enhancement techniques on 

the learning of lexical collocation by female Iranian EFL learners 



Chapter 3: Method 

3.1. Introduction 

In this chapter, the methodological specifications are spelled out. The participants, 

the instruments employed during the experiment, the applied procedures and data 

analysis are all specified here.  

3.2. Participants 

Initially, 110 Iranian female EFL learners, at intermediate level of proficiency, were 

selected through cluster sampling. The learners, aged between 16 and 40, were 

studying English at two different institutes in Fardis, Safir Language Academy, and 

Pars Delta Language Institute. In the process of homogenizing the participants, 30 of 

them had to be excluded from the experiment after the administration of the 

proficiency test, as they had received either a much higher or a much lower score than 

the average. The remaining 80 participants were randomly assigned to four groups, 

one comparison and three experimental groups. 

3.3. Instruments 

The following instruments were used to collect data for the study and to answer the 

research questions: 



3.3.1. Language Proficiency Test (ECCE)  

To homogenize the participants, the ECCE (Examination for the Certificate of 

Competency in English) 2009 sample test, developed by Michigan University, was 

administered. ECCE is one of the most popular proficiency tests to assess EFL or 

ESL learners' English competency. The participants of the study were supposed to 

answer the GVR (grammar, vocabulary and reading) section comprising 100 

multiple-choice items, containing 35 grammar items, 35 vocabulary items, and three 

reading passages followed by 30 comprehension questions. 

3.3.2. Collocation Pretest 

A 105-item test, containing a variety of collocations, was administered at the 

beginning of the study to test the participants’ degree of familiarity with the target 

forms. Each item was an English sentence in which one or two elements of a lexical 

collocation were removed, leaving only the first letter to rule out other possible 

collocations. The L1 equivalents of the collocations were also provided. Those items 

which were unfamiliar to the students were selected to be included in the posttest. 

3.3.3. Instructional Materials 

The coursebooks that the learners were studying at their institutes were American 

English File 4, English Result Intermediate, English Result Upper-intermediate, FCE 

Result, and CAE Result. 



3.3.4. Reading passages taken from English Collocations in Use 

Nine reading passages, selected from 'English Collocations in Use' by Mccarthy and 

O'Del (2005), were chosen for the experiment. Each Passage included ten or so 

lexical collocations, which were presented in different ways to each group. The visual 

enhancement group had the collocations enlarged, bolded and underlined. The 

semantic enhancement group received passages accompanied by the L1 equivalent of 

the collocations, parenthesized immediately after the items. The input flooding 

group's passages were longer than the other groups, as they contained more sentences 

with the target collocations in them. And finally, the members of the comparison 

group were given passages with no enhancement.   

3.3.5. Comprehension Posttest of Collocations 

At the end of the experimental period, a comprehension posttest of collocations, 

containing 30 multiple choice items, was administered to measure the participants' 

comprehension of collocation and compare the effects of the three input enhancement 

types, visual enhancement, semantic enhancement, and input flooding, as opposed to 

no enhancement at all on the comprehension of collocations. 

3.3.6. Production Posttest of Collocations 

To assess the participants' productive knowledge of lexical collocations, another 30-

item posttest was administered. The test was in fill-in-the-blanks format, in which the 

participants were required to provide one of the elements of the lexical collocations. 

The Persian equivalent of the collocations and the first letter of each blank was given 

to prevent the provision of other possible words which could be used in the context of 

the sentences. 



3.4. Data Collection Procedure 

To achieve the purpose of the study, the following procedure was followed: 

At first, 110 participants were chosen through cluster sampling from among 

intermediate-level learners. Next, the participants were homogenized through the 

ECCE (Examination for the Certificate of Competency in English) 2009 sample test. 

They had 80 minutes to answer the 100 multiple-choice items.  80 participants whose 

scores fell between one standard deviation above and below the mean were selected 

to take part in the study, and the other 30 were excluded from all subsequent 

analyses.  

To make sure that the participants had no prior knowledge of the items to be 

presented, a pretest was administered. The 105-item pretest contained dictionary 

sentences, from which some words were removed. Based on the Persian equivalent 

and the first letter of each blank, the participants were required to produce the target 

collocation. They were given 45 minutes to respond to the test. The answers were 

analyzed, and the items of which the participants had prior knowledge were excluded 

from the posttests.  

Next, the treatment began, during which the participants were randomly assigned 

to one comparison (Group A) and three experimental groups to receive treatment 

through different input enhancement techniques, i.e. visual input enhancement 

(Group B or VIE Group), semantic input enhancement (Group C or SIE Group), and 

input flooding (Group D or IF Group). Group A received the materials without any 

kind of input enhancement, but the other groups had their materials enhanced in some 

way, Group B with typographical changes, Group C with the provision of Persian 

meaning, and Group D with numerous repetitions of target items in their passages.  

After the treatment period, which lasted for six weeks, two post-tests were 

administered to evaluate the participants' comprehension and production of the target 

items. The comprehension posttest contained 30 multiple-choice items and the 



production posttest included 30 fill-in-the-blank items. The allotted time for the 

multiple-choice test was 20 minutes, and for the fill-in-the-blanks test 30 minutes. 

3.5. Data Analysis 

Having obtained the required data, in order to test the research hypotheses and 

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

posttests of comprehension and production. 





Chapter 4: Results and Discussion 

4.1. Introduction 

In this chapter, the quantitative results of the ANOVA procedures and their 

implications for the research questions are presented. Furthermore, in order to have a 

clear illustration, these results are shown in graphs and tables. 

4.2. Results 

4.2.1. Investigation of the first research question

The first research question investigated whether there are any significant differences 

among the effects of visual input enhancement, semantic input enhancement, and 

input flooding on female Iranian EFL learners' comprehension of lexical collocations. 

To this end, a one-way ANOVA procedure was used on the learners' comprehension 

posttest. Descriptive statistics, including the mean and standard deviation, are shown 

in Table 4.1. 



Table 4.1 
Descriptive Statistics for the ANOVA on comprehension of collocations 

N Mean Std. Deviation 95% Confidence Interval for Mean 

Lower Bound Upper Bound

Comparison 21 11.90 6.782 8.82 14.99

Input flooding 19 13.00 8.347 8.98 17.02 

Semantic 

enhancement 

19 14.32 7.235 10.83 17.80 

Visual 

enhancement 

21 13.24 8.123 9.54 16.94 

Total 80 13.09 7.543 11.41 14.77

As is evident from the table, the highest mean belongs to the semantic input 

enhancement group, followed by the visual input enhancement and the input flooding 

groups. And the lowest mean belongs to the comparison group. 

A graphic representation shows the differences among the four groups more 

clearly (Graph 4.1).  



Graph 4.1: Performance of the participants on collocation comprehension posttest  

In order to find out whether the observed differences among the groups were 

significant or not, the one-way ANOVA procedure was run. The results are presented 

in Table 4.2. 

Table 4.2 
The results of the one-way ANOVA on collocation comprehension

Sum of df Mean F Sig. 

Squares Square 

Between Groups 

Within Groups 

Total 

58.663 

4435.724 

4494.388 

3 

76 

79 

19.554 

58.365 

.335 .800 



As the table shows, the F value is not statistically significant (F(3,76) =.33, p > 

.05) and, therefore, the first null hypothesis of the study could not be rejected. In 

other words, there are no significant differences among the effects of visual input 

enhancement, semantic input enhancement, and input flooding on the comprehension 

of lexical collocations by female Iranian EFL learners. 

4.2.3. Investigation of the second research question 

The second research question was concerned with discovering whether or not there 

are any significant differences among the effects of visual input enhancement, 

semantic input enhancement, and input flooding on female Iranian EFL learners' 

production of lexical collocations. To do so, another one-way ANOVA was used on 

the participants' production posttest. The descriptive statics are shown in Table 4.3. 

Table 4.3 
Descriptive Statistics for the ANOVA on production of collocations 

N Mean Std. Deviation 95% Confidence Interval for Mean 

Lower Bound Upper Bound

Comparison 21 4.71 5.497 2.21 7.22 

Input flooding 19 5.21 7.532 1.58 8.84 

Semantic 

enhancement 

19 8.84 8.846 4.58 13.11 

Visual 

enhancement 

21 7.05 7.145 3.80 10.30 

Total 80 6.43 7.346 4.79 8.06 

As with the comprehension posttest, in the production posttest, the results were 

more or less the same. The highest mean belongs to the semantic input enhancement 

group. The visual input enhancement group has the second highest mean. Input 

flooding group holds the third rank, and the comparison group comes last. 

Graph 4.2 shows the differences among the four groups more conspicuously. 



Graph 4.2: Performance of the participants on collocation production posttest  

In order to see whether the observed differences among the means were 

significant or not, the ANOVA was used, the results of which are shown in Table 4.4. 

Table 4.4 
The results of the one-way ANOVA on collocation production

Sum of 

Squares 

df Mean 

Square 

F Sig. 

Between Groups 208.628 3 69.543 1.303 .280 

Within Groups 

Total

4054.922 

4263.550

76 

79

53.354 

As it can be seen from the table, the second null hypothesis of the study was not 

rejected either, due to the insignificance of the F value (F(3,76) =1.30, p > .05). That is 



to say, there are no significant differences among the effects of visual input 

enhancement, semantic input enhancement and input flooding on the production of 

lexical collocations by female Iranian EFL learners. 

4.3. Discussion 

The present study attempted to investigate whether there were any differences among 

the effects of various forms of input enhancement techniques (visual input 

enhancement, semantic input enhancement, and input flooding) on learners' 

comprehension and production of lexical collocations. While the members of all three 

groups outperformed the comparison group (the group with unenhanced materials), 

these differences were not statistically significant, neither in the comprehension, nor 

in the production of lexical collocations.  

The findings of this study mirror a number of studies which have focused on the 

effects of either one or more of these input enhancement techniques on different 

variables. For instance, Leow, et al. (2003) found that textually enhancing the input 

had no significant effect on the performance of learners on the comprehension and 

production of present perfect or present subjunctive forms. 

Furthermore, the findings of the present study are in line with the findings of 

Wong (2003), whose study revealed that textual input enhancement had no effect on 

the learning of past participle agreement in relative clauses. 

Another study with similar results is the one conducted by Combs (2008), which 

focused on textual enhancement together with topic familiarity. The result showed 

that neither technique could be effective on form acquisition. 

Moreover, the findings of the present study are in accordance with those of Ertürk 

(2013) regarding the effects of pushed output, input processing, and visual input 



enhancement on participants' learning and retention. Visual input enhancement 

proved to be ineffective in bringing the target items to learners' attention. 

The findings of the present study also lend support to Boston's (2009) work. 

Boston holds that flooding the input, while beneficial to some extent, does not 

significantly affect learners' use of target items. And learners' success cannot be 

entirely attributed to the technique. Moreover, he emphasizes the need for form-based 

post activities for better intake of the target items. 

The findings of the present study also corroborate those of Hamed Mahvelati and 

Mukundan (2012). Similar to Boston (2009), they found that although input flooding 

can be affective, raising learners' consciousness of the forms will render better results 

than just increasing the exposure to target items. 

One of the studies on semantic input enhancement, which had similar findings to 

the present study, is the one conducted by Ahmadi (2014), who compared semantic 

and structural elaboration. The results showed no significant differences between the 

two techniques. 

In addition, the findings of the present study are partially in line with those of 

Kim (2006), who investigated the effects of typographical (visual) input 

enhancement, lexical elaboration (explicit and implicit), or combinations of these 

techniques on form and meaning recognition of vocabulary items. Typographical 

input enhancement affected neither meaning nor form recognition. A combination of 

typographical input enhancement and lexical elaboration was not helpful for form 

recognition either. And having the text lexically elaborated made no difference in the 

learners' performance compared to that of the unelaborated text group. 

Furthermore, the findings of the present study support those of another 

comprehensive study making use of several input enhancement techniques. 



Considering the effects of frequency of input enhancement, Rott (2007) found that 

repeated visual input enhancement (bolding) was not effective in word encoding. 

On the opposite side are studies whose findings are contradicted, to varying 

degrees, by those of the present study. In these studies, different input enhancement 

techniques have proved beneficial to second or foreign language learning. Some of 

these studies are the ones by Kondo (2007), Rashtchi and Gharanli (2010), Negari 

and Rouhi (2012), Lee and Lee (2012), Goudarzi and Rauf Moini (2012), Jabbarpoor 

and Abdollahzadeh (2013), Nahavandi and Mukundan (2013), Sahebkheir and 

Davatgari Asl (2014), Rahbar and Mousavi (2014), Birjandi, et al. (2015), etc. 

For instance, in their works, Rashtchi and Gharanli (2010), Fahim and Vaezi 

(2011), Jabbarpoor and Abdollahzadeh (2013), Nahavandi and Mukundan (2013) and 

Sahebkheir and Davatgari Asl (2014) all concluded that various forms of visual 

enhancement of the input (bolding, underlining, highlighting, enlarging, etc) will 

improve the participants' performance (in the use of conditional sentences, 'noun + 

verb' collocations, subjunctive mood and inversion structures, simple past tense, and 

conjunctions). 

Based on the findings of Goudarzi and Rauf Moini (2012) and Birjandi, et al. 

(2015), semantic (or lexical) input enhancement and visual input enhancement both 

positively affect learners' performance. And, of the two types, semantic enhancement 

is more effective. Other researchers who have found semantic elaboration to be 

effective in their studies are Kondo (2007), Negari and Rouhi (2012), and Rahbar and 

Mousavi (2014).  

Furthermore, AsadiAmisabadi, et al. (2014) met with success when they made use 

of both input enhancement and input flooding techniques, concluding that a 

combination of these techniques is more effective than either of them alone. 



Other findings that are of great value to the present study are those of Lee and Lee 

(2012), who focused on all three techniques employed in the present study. Although 

there were no differences among the techniques in delayed vocabulary recall, 

immediate posttests showed positive results. The semantic input enhancement group 

did better in meaning recognition, while input flooding and visual input enhancement 

groups were better at form recognition. 

The findings of the present study can be attributed to several factors. One such 

factor might be the conditions under which the study was conducted, such as the short 

duration of the study. It took approximately two months for each group to receive the 

treatment and complete the subsequent tests. Different results might be obtained in 

the long term. The timing of the study can have affected the results as well, 

specifically for the younger participants, as the experimental period coincided with 

their school or university exams. 

In addition, a number of works which met with success were conducted in places 

where English was the second language. Hence, the context and educational culture 

of Iran could have affected the study since Iranian learners are EFL students, and the 

only exposure they get to the target language is in the class.  

The findings could also be due to the characteristics of the participants. The 

participants of this study were all at intermediate to upper-intermediate level of 

proficiency. And it is evident from the posttest results that those learners with higher 

proficiency scored better. In their studies, Gitsaki (1999), Faghih and Sharafi (2006), 

and Jafarpour and Koosha (2006) have also drawn the same conclusion that 

proficiency level has a positive correlation with learners' learning of collocations. 

Furthermore, the sample size for the study was small and only comprised female 

learners. For practicality reasons, this study was conducted with 80 female EFL 



EFL learners in Iran, especially as the participants of this study come from only one 

type of environment, private English institutes.  

Another important and determining factor may be the tendency of Iranian learners 

to keep to conventional methods. The participants may have decided that the 

presentation of materials in each session did not suffice and turned to their own 

preferred way of learning the collocations, and this might have confused the effect of 

the techniques. 



Chapter 5: Conclusions and Implications 

5.1. Introduction 

In this chapter, the summary of the findings and the conclusions are spelled out. 

Subsequently, some pedagogical implications and suggestions for further studies are 

presented. 

5.2. Summary of the Findings 

The purpose of the present study was to discover whether there were any significant 

differences among the effects of three methods of enhancing the input, namely visual 

input enhancement, semantic input enhancement, and input flooding, on female 

Iranian EFL learners' comprehension and production of lexical collocations. 

The results of the ANOVA procedure on the comprehension posttest revealed that 

there were no significant differences among the effects of these techniques.  As for 

the second research question, the results of ANOVA procedure on the production 

posttest showed no significant differences either. However, the means of all groups 

were higher on comprehension posttest.  



5.3. Conclusion 

The present study was set out to investigate the effectiveness of three input 

enhancement techniques on the comprehension and production of lexical 

collocations. Based on the obtained results, neither of the two null hypotheses was 

rejected. From this, a number of conclusions can be drawn.  

For one thing, as the findings showed, none of the techniques in this study turned 

out to be significantly superior to others in affecting the participants' performance 

regarding lexical collocations. In other words, under similar conditions, neither 

enhancing the input (visually or semantically) nor increasing the learners' exposure to 

the input can differentially affect their learning of the target items to a considerable 

extent. It can, therefore, be concluded that, while designing materials for ESL or EFL 

students, materials writers do not have to be overly concerned with the method of  

presentation of the materials (at least when it comes to lexical collocations), and 

focus on other criteria that take precedence.  

Moreover, teachers can conveniently choose the technique they find more 

applicable and handy for their class, as other factors such as class time management, 

lack of an exact equivalent for the items, different proficiency levels, etc. might limit 

the teacher's choice. For example, input flooding can be time-consuming in the class, 

or semantic enhancement (L1 gloss) might not work for every lexical item. Based on 

the findings of this study, it may be concluded that teachers need to resist the 

temptation to insist on implementing one or more of the afore-mentioned techniques 

in their classroom presentations. They can give priority to practicality or 

manageability issues. It may also be concluded that since there are no significant 

differences in the degree to which the variables under investigation in this study 

affect the comprehension and production of collocations, a combination of these 

techniques may render better results. Given that learners are multi-dimensional and 

that each learner is a unique creature with a unique set of learning preferences, a 



combination of presentation techniques will almost certainly be more effective than 

any single technique used alone. This is simply because different presentation 

techniques can cater for a wider range of learning preferences. 

Furthermore, given the fact that all the input enhancement techniques in the 

present study are of written type and implicit ones, the conclusion to be drawn is that 

students might need more explicit ways to learn collocations, and similar to what 

Farrokh (20120) and Hamed Mahvelati and Mukundan (2012) concluded, it might be 

necessary to explicitly teach these items in language classes. This means that only 

using implicit techniques in teaching collocations and hoping that learners will find a 

magic way of learning them may be leaving too much to chance. Nonetheless, for 

such a conclusion to be based on a stronger foundation, comparison has to be made 

between the effects of explicit and implicit presentation techniques on the learning of 

lexical collocations, something not addressed in this study for manageability reasons. 

5.4. Pedagogical Implications 

The present study can be of use to teachers and materials writers. Given the fact that 

the effects of visual input enhancement, semantic input enhancement and input 

flooding do not differ much, the teacher or materials writer can choose the ones 

which are more practical and easier to employ. Thus, they can avoid unnecessarily 

changing the original texts. Furthermore, once a particular technique is selected, there 

is no need to shift from one to the other. And it seems better to carry on consistently 

to see the results in long term.  



5.5. Limitations and Delimitations 

There are a number of limitations and delimitation in this study, which should be 

taken into consideration.  

1. The participants were female learners aged between 16 and 40. Hence, the 

results may not be generalizable to male learners. 

2. Another factor, which further limits the generalizability of the findings, is the 

small sample size of 80 participants. 

3. Since the participants of the study were limited to intermediate level of 

language proficiency, the findings may not be generalized to other proficiency levels.  

4. Another consideration is that the participants were from two private institutes in 

Karaj, and therefore, cannot represent all Iranian EFL learners (school and university 

students, learners who prefer self-study, other institutes, other cities, etc.). 

5. It should be taken into account that a number of participants might have failed 

to give their complete dedication to the study, as they also had their school or 

university exams to prepare for. 

5.6. Suggestions for Further Research 

For those who wish to conduct research in this area, the following suggestions are 

made: 

1. The participants of this study were 80 female learners, aged between 16 and 40. 

Gender and age can be considered as independent variables. The same study can be 

done with male, or both male and female learners, with a larger sample size.  



2. The proficiency level of the participants was intermediate. Further investigation 

is required to examine the effects of input enhancement at other proficiency levels to 

see whether it produces different results. 

3. This study compared the effects of visual input enhancement, semantic input 

enhancement, and input flooding. Other studies can either focus on different 

techniques or a combination of these techniques to see the results. 

4. The present study just examined lexical collocations. Research can also be done 

on various aspects of grammatical collocations. 

5. The time span of this study was two months. The same study can be replicated 

with a longer duration to investigate the long-term results. 
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Appendices 
Appendix A: ECCE (Examination for the Certificate of Competency in English) 

grammar, vocabulary, and reading section INSTRUCTIONS 

Do not begin this section until the examiner 

has read these instructions to you. 

1. There are 100 problems in this section of the examination. There are grammar, 

vocabulary, and reading problems. They are numbered 51 through 150. Examples of 

each kind of problem are given below. 

2. You will have 80 minutes to finish the entire grammar, vocabulary, reading (GVR) 

section. Try to answer all the problems. Do not spend too much time on any one 

problem or you will not have time to finish this section. You may answer the 

problems in any order you wish. 

3. Each problem in this section has only one correct answer. Completely fill in the 

circle that corresponds to the answer you have chosen. Do not make any stray marks 

on your answer sheet. If you change your mind about an answer, erase your first mark 

completely. Any problem with more than one answer marked will be counted as 

wrong. If you are not sure about an answer, you may guess. 

GRAMMAR 

51. Last year six people got promoted, but this year _______. 

a. not any employees did 
b. no employees did 

c. none employees did 
d. didn’t any employees 

52. How are the plans _______ for the party next week? 

a. come along 
b. to come 

c. coming 
d. that come 

53. The new machine worked _______ John said it would. 

a. as if 
b. just if

c. just as if 
d. just as



54. The ceremony _______ by family and friends. 

a. attends 
b. attended 

c. was attended 
d. has attended 

55. Bill has had many _______ problems lately. 
a. healthy 
b. healthful

c. health 
d. healthiness

56. I understood _______ of what he said. 
a. few 
b. any 

c. hardly 
d. little 

57. “Did you quit smoking?” 
“I meant to last month, but so far I _______ been able to.” 
a. haven’t 
b. couldn’t 

c. wasn’t 
d. wouldn’t 

58. “Did you like the book?” 
“Not really, only _______ chapters were worth reading.” 
a. the two of 
b. two of the 

c. of the two 
d. two of 

59. “Will there be any special events in town on July 4th?” 
“Plans _______ for a big parade.” 
a. making 
b. being made

c. are making 
d. are being made

60. If people _______ kind to other people, the world would be a better place. 
a. are always 
b. were always 

c. always be 
d. will always be 

61. A bear is stronger than five men _______. 
a. combination 
b. combined 

c. combining 
d. combine 

62. Everyone _______ about the lives of actors. 
a. interests in knowing 
b. interests to know

c. is interested in knowing 
d. is interesting knowing



63. I knew Paul _______ me to come, but I just couldn’t get there in time. 
a. wanted 
b. wants 

c. is wanting 
d. will want 

64. I tried to tell her what happened, but she wouldn’t listen _______. 
a. of my explaining 
b. to my explanation

c. to my explain 
d. for my explanation

65. _______ his inexperience, the candidate will not be elected. 
a. Because of 
b. Without

c. In spite of 
d. Although

66. Our teachers were as surprised as we _______ that our school won the 
championship. 
a. did 
b. been 

c. had 
d. were 

67. There are a lot of places in California _______ be interesting to visit. 
a. would 
b. which would 

c. which they would 
d. they would 

68. My cousin must stop _______ milk because it makes him sick. 
a. to drink 
b. drinks 

c. he drinks 
d. drinking 

69. It _______ possible for me to return your call if you had left your number. 
a. would have been 
b. would be 

c. will have been 
d. will be 

70. I wonder _______ graduated yet. 
a. Jane 
b. that Jane 

c. whether Jane 
d. when Jane 

71. Don’t worry about _______ you look like. The dress is casual for this evening. 
a. how 
b. what

c. which 
d. that

72. My boss requested that _______ late at the office tomorrow. 
a. me to stay 
b. I stay 

c. will I stay 
d. my staying 



73. What was your reason _______ taking a chemistry class? 
a. of 
b. for 

c. by 
d. about 

74. Many people don’t know that both zinc and copper _______ to make coins. 
a. are using 
b. are used

c. used 
d. use

75. Your grades show you’ve made great _______ at school this year. 
a. progressive 
b. progressing 

c. progress 
d. progresses 

76. The situation is more complex _______. 
a. than it seems 
b. than seems

c. as seems 
d. as it seems

77. _______ my parents, I get advice from my friends. 
a. Besides 
b. Except of 

c. In additional 
d. As to 

78. The city monument _______ built several years ago. 
a. was 
b. has been 

c. is 
d. had 

79. I would have preferred to visit the museum after _______ lunch. 
a. having eating 
b. having eaten 

c. had eaten 
d. eaten 

80. “Have you paid the electric bill?” 
“I wasn’t planning to _______ after payday.” 
a. during 
b. until 

c. since 
d. before 

81. “Why do you think people should exercise more?”
“It helps your body _______ and healthy.” 
a. become strong 
b. be strongly 

c. of being strong 
d. become strongly 

82. If we don’t do this now, we _______ able to do it. 
a. may never be 
b. will never 

c. had to never be 
d. can never be 



83. There are many differences between my beliefs and _______. 
a. those of her 
b. her ones 

c. ones of her 
d. hers 

84. “Do you remember that old song we used to dance to?” 
“Yes, that was _______ long ago.” 
a. much 
b. even 

c. a lot 
d. so 

85. “It’s too cold outside.” 
“I know. I _______ for summertime!” 
a. absolutely cannot wait 
b. cannot absolutely wait 

c. cannot wait absolute 
d. absolute cannot wait 

VOCABULARY 

86. Politicians should not _______ from the laws they pass. 
a. earn 
b. profit 

c. increase 
d. finance 

87. Karen has a good _______ at work and is always happy to learn new skills. 
a. harmony 
b. wish

c. confidence 
d. attitude

88. This mathematical theory is the _______ of my argument. 
a. underground 
b. basement 

c. foundation 
d. principle 

89. Is Italy _______ like a boot or a motorcycle helmet? 
a. shaped 
b. positioned 

c. located 
d. placed 

90. Many of the books written one hundred years ago are still _______ today. 
a. intended 
b. extended 

c. relevant 
d. permanent 

91. Michelle used facts and examples to _______ her point of view. 
a. gain 
b. justify

c. achieve 
d. convince



92. The little girl _______ her doll on the dirty floor. 
a. picked 
b. crawled 

c. dragged 
d. handed 

93. Linda asked her teacher for _______ about which classes to take. 
a. guidance 
b. admission 

c. entrance 
d. registration 

94. This statue _______ to be made of marble. 
a. defines 
b. discovers

c. appears 
d. conceives

95. I’ve been _______ with Rebecca via email, but she doesn’t write very often. 
a. conducting 
b. contacting

c. corresponding 
d. composing

96. For my _______, please don’t tell Mom I broke her lamp. 
a. sake 
b. excuse 

c. help 
d. mistake 

97. The population of Detroit is getting smaller _______ to the latest census. 
a. concerning 
b. involving 

c. relating 
d. according 

98. Her new job offered a very high _______. 
a. earning 
b. wealth

c. value 
d. salary

99. Tom was not sure of his _______ to complete the work alone, so he asked for 
help. 
a. provision 
b. behavior 

c. function 
d. ability 

100. The police officer’s clever planning _______ an arrest. 
a. responded to 
b. reacted to

c. returned to 
d. resulted in

101. Frank _______ his mother by not calling when he stayed out late. 
a. worried 
b. feared 

c. suffered 
d. expected 



102. Jeff _______ and fell on the wet floor. 
a. threw 
b. rolled 

c. slipped 
d. passed 

103. We need to do something that will _______ between the young and the old. 
a. bridge the gap 
b. jump the gun

c. bear the burden 
d. go halves

104. The meeting will start _______ at seven o’clock. 
a. perfectly 
b. thoroughly 

c. promptly 
d. simultaneously 

a. decision 
b. administration 

c. arrangements 
d. judgment 

106. Once his plan was set in _______, it was impossible to stop. 
a. function 
b. play

c. motion 
d. process

107. The doctors said they would _______ Steve’s surgery on Tuesday. 
a. treat 
b. perform

c. operate 
d. produce

108. All the students were _______ from school at 3 p.m. 
a. admitted 
b. suspended 

c. promoted 
d. released 

109. Those fish cannot _______ outside in the pond when the temperature gets so 
cold. 
a. concentrate 
b. reveal 

c. operate 
d. survive 

110. That dictionary has been very popular and it’s now in its third _______. 
a. version 
b. edition 

c. copy 
d. process 

111. The contract becomes final once certain _______ are met. 
a. values 
b. scenes

c. conditions 
d. actions

112. Did you _______ well on the driving test? 



a. do 
b. put 

c. get 
d. take 

113. He comes from a very mountainous _______ of the country. 
a. land 
b. form

c. piece 
d. region

114. I _______ Bob would water his plants more. 

a. ask 
b. want 

c. hope 
d. wish 

115. He _______ that we eat at the Italian restaurant. 
a. expressed 
b. indicated

c. appointed 
d. suggested

116. I’m afraid the new law will _______ economic development. 
a. reserve 
b. avoid 

c. decline 
d. restrict 

117. Taking care of ten animals was a heavy _______ for the Smiths. 
a. relief 
b. collection 

c. development 
d. burden 

118. Amy had to ______ her doctor’s appointment because she was going out of 
town. 
a. prevent 
b. deny 

c. cancel 
d. reserve 

119. Since you haven’t checked your facts, I don’t think your report is _______. 
a. exact 
b. secure 

c. considered 
d. accurate 

120. We finally _______ the wild animal by trapping it in a cage. 
a. kept 
b. captured

c. clutched 
d. grasped

READING 

This passage about salutes comes from multiple sources. Salutes are signals used by 
the military to show honor and respect. The most common form of salute is the hand 



salute—raising one’s open hand to the eyebrows. There are several theories about its 
origin. One theory suggests the hand salute is similar in function to the handshake. 
By raising an open hand, like extending the hand for a handshake, saluters can show 
they are unarmed. Another theory traces the hand salute to the time when men wore 
metal armor in battle. To signal a friendly approach, these soldiers raised the visors 
on their helmets so that they could be recognized. This action required the same arm 
movement as today’s common hand salute. 
Another type of salute is the 21-gun salute. In this case, “gun” refers to the cannons 
on a ship. This tradition originates from the time of sea battles when defeated ships 
had to empty their cannons to show surrender. But today, firing guns has become a 
way of honoring important people such as presidents and royalty. Originally, the 
number of guns fired during a salute varied from country to country. This often 
caused confusion. For example, the British used to use seven guns. On the other 
hand, the United States fired one shot for each state. In 1875, an international 
agreement among many nations 
set the number at 21. This common number indicates that countries are giving each 
other equal respect. 

121. Originally, handshaking and saluting might have had the same purpose. What 
was it? 
a. to show equal respect 
b. to end a battle

c. to show one did not have a weapon 
d. to honor someone who died in battle

122. Why is metal armor mentioned in the passage? 
a. to explain what visors were made of
b. to explain one possible origin of saluting 
c. to describe the different hand signals of soldiers
d. to describe why soldiers do not shake hands 

123. In the third sentence of the second paragraph, what does This tradition refer to? 
a. replacing cannons on ships with guns 
b. the 21-gun salute as a sign of respect  

c. a common way to surrender a battle 
d. requiring ships to salute each other 

124. Originally, what did it mean to fire all of the guns on your ship? 
a. It had lost a battle. 
b. It had superior weapons. 

c. It was honoring a guest. 
d. It was celebrating a victory. 

125. What did the international agreement of 1875 do? 
a. It made gun salutes more common among many nations.



b. It replaced the cannons on ships with guns. 
c. It made many countries use the same number of shots in salutes. 
d. It changed the meaning of the 21-gun salute. 

126. Which of these would be the best title for this passage? 
a. Signals in Battle 
b. The History of Salutes 

c. The Changing Methods of Warfare 
d. British-American Military Salutes 



INSTRUCTIONS 
You and your family will be visiting the mountains of Colorado area and are looking 

for things to do. Read the questions, and then look at the advertisements on the 
opposite page for the answers. 

127. For which activity is there a single fee? 
a. 1 
b. 2 

c. 3 
d. 5 

128. Which activity offers a discount for children?
a. 1 
b. 2

c. 3 
d. 5

129. Which activity fee covers food? 
a. 1 
b. 2 

c. 3 
d. 4 

130. Which activity offers food for an additional charge? 
a. 1 
b. 2 

c. 4 
d. 5 

131. On a Monday, where could you go to hear music?
a. 1 
b. 3 

c. 4 
d. 5 

132. Your aunt is expecting a baby. Which activity is closed to her? 



a. 1 
b. 2 

c. 3 
d. 4 

133. Which activities’ fees include transportation from the ranch? 
a. 1 and 2 
b. 1 and 4

c. 1 and 5 
d. 2 and 4

134. Where can you see live animals? 
a. 1 and 2 
b. 1 and 3 

c. 2 and 3 
d. 2 and 5 

135. Which activities feature some weapons? 
a. 1 and 3 
b. 3 and 4 

c. 3 and 5 
d. 4 and 5 

136. In the winter, where can a family with teenagers go on a Saturday? 
a. 1 and 3 
b. 1 and 4 

c. 3 and 5 
d. 4 and 5 

137. Which activities state that they have age restrictions? 
a. 1, 2, and 4 
b. 1, 2, and 5 

c. 2, 3, and 4 
d. 3, 4, and 5 





INSTRUCTIONS 
On the opposite page is a brochure about the Johnson Ranch. Read the questions 

below and then look at the magazine page for the answers. 

138. According to the passage, why do most people visit the ranch? 
a. to see the canyon 
b. to ride horses 

c. to go hiking 
d. to round up cattle 

139. When is it the least expensive to go to the ranch? 
a. January 
b. July

c. October 
d. December

140. What brought early settlers to the area of the Johnson Ranch? 
a. gold mines 
b. beautiful scenery 

c. ranching work 
d. Lewis and Clark’s descriptions 

141. When was the Red Onion Saloon in business? 
a. the early 1800s 
b. the mid-1800s 

c. the mid-1900s 
d. the late 1900s 

142. Who went to the Red Onion Saloon? 
a. miners 
b. Lodge guests 

c. Lewis and Clark 
d. the Johnson family cowboys 

143. According to the passage, what did Lewis and Clark write about? 
a. gold miners 
b. rock towers

c. Johnson ranch 
d. the Red Onion Saloon

144. What is important to wear when riding? 
a. clothes that keep you warm 
b. loose clothing 

c. boots with a special heel 
d. hiking boots 

145. Why are western-cut jeans recommended? 
a. They are warmer.
b. They protect your ankles. 
c. They are more attractive with cowboy boots. 
d. They are better for horse riding.

146. You’ve decided to go fly fishing today. What other activity can you also do 
today? 
a. listen to music in Cowboy Lounge 
b. hike to Shell Falls 

c. do cattle work 
d. go by yourself to the canyon 



147. If you want to cook your own food, where should you stay? 
a. at a log cabin 
b. in a suite at the Main Lodge 

c. in a Cowboy Lounge 
d. at the campfire 

148. Which activity requires an extra fee? 
a. fishing lessons 
b. horseback riding

c. cattle work 
d. mountain biking

149. Besides teaching how to ride, what do the riding instructors do? 
a. tell you what to wear 
b. tell you when to ride 

c. tell you how to feed your horse 
d. tell you where to ride 

150. For which activity do you need to bring your own equipment? 
a. horseback riding 
b. mountain biking

c. fly fishing 
d. cattle work



Appendix B: Pretest 

1.  Let me o....... you my congratulations for/on being elected. 

2. His l........ memory is still okay, but his s....... memory is failing. 

3. Her car has t....... the lead.  

4. government programs that are intended to a....... poverty. 

5. The students competed i.......for the prize. 

6. It wasn’t easy to find s....... income in the city.  

7. We got  a good d....... on a new car. 

8. The policeman b....... his whistle.  

9. He thinks the w....... of his family. 

10. We can't afford a vacation right now because money is t.......  . 

11. Many families in the city are living below the p.......  l ....... . 

12. “Guess who I met today.” “Can you give me a c....... ?”

13. I got the distinct im.......  that they didn't mean to stay long.  

14. He complained b....... about the crowds.

15. working for the e....... of poverty. 

16. Have you ever t....... any illegal drugs?  

17. The audience responded with t.......  applause.

18. Steven has gotten  a p.......  at Manchester University.  

19. He made a f.......  (by) gambling.

20. When asked about the reasons for these drastic changes, she p....... ignorance. 

21. A man o....... fire in a crowded mall.

22. She's always c....... jokes.  

23. I can v....... remember my first day at school.



24. I remember the incident v.......  .  

25. This is a g.......  o.......  . 

26. He de.......  wanted (back) into the game. 

27. The students are r....... money for their school.  

28. The reward he received was r....... deserved.  

29. I'm sorry that I have to r....... this subject, but we can't ignore it any longer.  

30. He s....... the world record for/in the 100-meter dash.

31. Gettysburg, site of the final, d........ battle of the Civil War. 

32. Tonight we will honor the school's most o....... performances. 

33. She's a film c....... for the "New York Times".

34. She gave a b....... performance as the villain.

35. Can we c.......   the s....... , please?

36. We got involved in a le....... discussion. 

37. She finally a....... her life's ambition. 

38. The g...............  economy has become increasingly unstable. 

39. I was so worried about you, I cl.......  forgot to feel sorry for myself.  

40. The battle r....... ten days. 

41. I read the book/film r....... in the newspaper.

42. He speaks h....... of you.   

43. The film is b....... on a t....... story.  

44. There are a number of good books for children that talk about the d....... subject of 

a death in the family.

45. They t....... him p....... . 

46. Her time in the race was a p....... best. 

47. To take f....... credit, you must include at least three maps with your project.



48. The play's o....... s....... takes place in the courtyard.

49. There is a de....... need for change.

50. My mind went b....... when I heard the question. 

51. The new chef comes h. ....... recommended by the food critics.

52. Children in many d. .......  countries lack basic medical care.

53. I have n......... but praise  for the hospital staff.

54. The novel's c....... character is an orphan. 

55. Drugs that e.......  performance. 

56. "When can I see you again?" he whispered s.......  . 

57. He has a brief c....... role in the film.

58. Her performance in the ballet earned her critical a....... .

59. She s....... the winning goal in the game's final minute.

60. A UN p.......  force has been sent there.

61. She’s e.......  several poetry competitions.

62. When he told me his name, it all came f.......back.

63. The movie has a h....... e....... . 

64. there are sleeping r....... on the streets.

65. I called Dad, sounding des....... sad and pathetic.

66. His memoirs recount the h....... of the war.  

67. The audience gave the performers a big r....... of applause. 

68. She became d....... depressed after her mother's death.

69. I'll be there. I give you my w.......  . 

70. trying to help people to es....... poverty. 

71. The diplomatic talks narrowly a....... a war.

72. She made a w....... from her savings account.  

73. He's been d.......  hints that he'd like to be invited to the party. 

74. I d..........  remember him putting the money in his pocket.



75. He m....... his money in the insurance business. 

76. The television show was adapted for the big  s....... . 

77. The report examines the w....... gulf between the state's rich and poor 

schools.

78. She was watching the clock and becoming i....... anxious.

79. Can I ask you (for) a f....... ?

80. The movie got r....... reviews from the critics. 

81. We've been w....... s....... about her.

82. An a.......  war or attack involves all the forces that are available.  

83.I was b....... disappointed when I didn't get into college.

84. Dogs have an a....... sense of smell.

85. The s....... is s........ : you need to spend less money.

86. The movie is worth seeing just for the spectacular s....... e.......

87. He left home and j....... the a....... after he graduated from high school.

88. a singer performing before a full h....... .

89. It took several paragraphs for her to ge....... to the p....... of her argument.

90. There was m....... anger among teachers and parents. 

91. Two men were shot during f....... fighting last weekend.

92. They're se....... rich.

93.There was w....... condemnation of the invasion.

94. He’s m........  his intentions quite c....... .

95. Congress has the power to d....... war on/against other countries.

96. A case that has a....... strong public feeling.

97. The movie is a box office h....... .

98. I h....... approved of his actions.

99. As the years passed, the memories f....... .



100. She has to m....... a s....... at the convention.  

101. Who will be the m....... l....... in his next film?

102. War could b....... soon.  

103. I l....... my t....... and yelled at him.  

104. I trusted my i....... and ended the relationship.

105. She was earning b....... m....... as a lawyer.

Appendix C: Comprehension posttest 

1. Cinemas are guaranteed a full ................ for the opening of a new ghost movie or a 

re-run of an old one. 

a. hall                         b. house                          c. film                             d. box office 

2. Yemen is on the brink of ................ war as rebels move south. 

a. all-out                     b. all-over                       c. around                        d. averted 

3. The Rolling Stones have been ................  hints that they will announce their 2015 

North American tour on March 19, 2015. 

a. directing                 b. dreading                      c. damaging                   d. dropping 

4. Can the United Nations ................ War with Iraq? 

a. involve                   b. avert                            c. increase                      d. accompany 

5. And please give all of the fantastic performers a big ................ of applause for their 

efforts this evening! 

a. range                     b. reward                           c. round                         d. rule 

6. When I saw you on Sunday, all those feelings came ................  back. 

a. forward                 b. flooding                         c. from                          d. facing 

7. The show 'Arrested Development' was very unique and received a lot of critical 

................  . 

a. acclaim                 b. admission                       c. appeal                       d. adoration 

8. There's no proof that sports drugs ................ performance. 

a. elevate                  b. erect                                c. entail                        d. enhance 



9. My mind went ................ during the examination. What should I do? 

a. blind                      b. block                              c. blank                         d. bald 

10. For many people, the aim is to improve their ................ best with a faster time. 

a. personal                b. perfect                             c. person                      d. private 

11. This is a ................ subject and one with considerable difference of opinion. We 

must act carefully. 

a. deep                      b. delicate                             c. desperate                 d. decent  

12. He speaks ................  of Taran, and says he is an honorable man. 

a. high                       b. honor                                c. honorably                  d. highly  

13. Sorry I didn't turn up - I ................ forgot. 

a. clear                       b. clearly                               c. clean                         d. cleanly 

14. 'Boyhood'  won four prizes from the Los Angeles Film ................ . 

a. cast                        b. critics                                 c. critical                     d. criticizers 

15. The man ................a Guinness World Record with a real-life hoverboard. 

a. set                           b. submitted                           c. saved                      d. scrolled 

16. Military historians frequently depict the Battle of Gettysburg as one of the 

................battles that marked a turning point in the American Civil War. 

a. destiny                    b. decision                              c. decisive                  d. desperate 

17. It's embarrassing when I ................a joke, and no one gets it. 

a. establish                 b. invite                                   c. perform                 d. crack 

18. Two men had ................fire in a parking lot outside an art exhibit, killing 6 

people. 

a. onset                       b. opened                                c. obeyed                  d. obtained 

19. Managers ................ignorance over the incident and claim not to have seen or 

spoken about it.  

a. paid                         b. pretended                           c. pleaded                 d. practiced 

20. Investing in agriculture is the most effective way to ................ poverty in Africa. 

a. exit                          b. enhance                              c. eradicate                d. explain 



21. In his interview, SU chancellor said that he respected Hopkins and thought the 

................ of him. 

a. worth                        b. wealth                                c. world                      d. worldly 

22. I have recently come across the idea to purchase a stock for ................ income. 

a. stable                         b. steady                                c. salary                      d. satisfied 

23. Cori, Hansen and Flores ................ the lead in the American Chess Championship 

2015. 

a. turned                        b. took                                  c. took over                 d. totally 

24.The film "Ghostbusters" was the second biggest box office ................of 1984. 

a. hit                               b. high                                  c. theater                        d. ticket 

25. She took a final glance at the world behind her, and whispered ................ to me, 

"You're one of them now". 

a. silently                        b. aloud                                c. wordlessly               d. softly 

26. In trying to ................ global poverty, each year billions of dollars are funneled 

into programs that support the cause. 

a. ruin                             b. release                               c. cancel                     d. 

alleviate 

27. Dedicated friends of Jessica Cameron are trying to ................ money for charity 

in her memory. 

a. roll up                         b. track                                  c. waste                       d. raise 

28. My six year old laptop is falling apart, and I am in ................ need of a new 

laptop. 

a. desperate                    b. common                            c. dramatic                  d. reduced 

29. Given our understanding of the ................ of war, it is often difficult to 

understand how men coped with life at the Front during the First World War. 

a. horrible                       b. terrible                               c. hate                        d. horrors 

30. Research suggests, when it comes to detecting lies, you should trust your 

................  . 



a. independency              b. intense                              c. instinct            d. 

incompetency 



Appendix D: Production posttest 

1. War could b............  soon.  

. I h........ approved of his actions.

. Congress has the power to d.........  war on/against other countries.

. There was m..........  anger among teachers and parents. 

. Dogs have an a............  sense of smell.

. The movie got r........... reviews from the critics. 

. there are sleeping r......... on the streets.

. He has a brief c..........  role in the film.

. The battle r........  ten days. 

. I remember the incident v.........  .  

1.  Let me o........... you my congratulations for/on being elected. 

1 . Who will be the m.......... l........  in his next film?

. A case that has a.......... strong public feeling.

. Two men were shot during f...........  fighting last weekend.

. I was b............  disappointed when I didn't get into college.

. We've been w..........  s.........  about her.

. She was watching the clock and becoming i.........  anxious.

. The novel's c........... character is an orphan. 

. The new chef comes h........  recommended by the food critics.

. The play's o...........  s.........  takes place in the courtyard.

1. I read the book/film r...........  in the newspaper.  

2 . I'm sorry that I have to r........... this subject, but we can't ignore it any longer.  

  

2 . The reward he received was r.............   deserved.  

. The audience responded with t.............   applause. 



. We can't afford a vacation right now because money is t.......... . 

. He complained b..........  about the crowds.

2 . I can ...........   remember my first day at school.

. To take f.......... credit, you must include at least three maps with your project. 

     

. The television show was adapted for the big  s.......... 

. Steven has gained a p.......... at Manchester University.  














