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ABSTRACT

ISOLATED OR INTEGRATED FORM-FOCUSED INSTRUCTION IN TEACHING
VOCABULARY TO EFL LEARNERS THROUGH READING TEXTS

Mustafa SARIOGLU

Department of Foreign Language Education
Programme in English Language Teaching

Anadolu University, Graduate School of Educational Sciences, December 2020

Supervisor: Assoc. Prof. Dr. Ozgiir YILDIRIM

Although vocabulary instruction plays an indispensable role in second language
(L2) learning and teaching, there exists no consensus on whether form-focused
vocabulary instruction should be isolated from or integrated into meaning-oriented or
communicative activities. Reading texts are regarded to provide EFL learners with more
meaningful contexts to learn, practise, and revise new L2 words. With this in mind, the
current study investigates the effectiveness of form-focused instruction (FFI) in
teaching L2 vocabulary items to EFL learners through various reading texts in a
classroom setting. It specifically attempts to compare the effects of incidental learning
with no focus on form (FonF), isolated FFI, and integrated FFI on lexical gains of EFL
learners in terms of their recognition and recall of the target vocabulary items in reading
texts. The study adopted a mixed method research design. 48 participants in three intact
classes were presented 27 real English target words in one of these three types of
treatments in meaning-focused reading courses. The results revealed that isolated FFI
led EFL learners to by far the highest vocabulary gain scores as compared to integrated
FFI and incidental exposure to reading text. These quantitative findings were elaborated
through the qualitative data gathered through the open-ended questionnaires and semi-
structured interviews to explore the preferences and perceptions of EFL learners about

these three techniques of vocabulary acquisition in a text-based reading course.

Keywords: Incidental learning with no focus on form (FonF), Integrated form-focused
instruction (FFI), Isolated form-focused instruction (FFI), Teaching

English as a foreign language (EFL), Vocabulary teaching.



OZET

YABANCI DiL EGITIMINDE YENIi KELIMELERIN METINLER OKUNMADAN
ONCE VEYA OKUMA ESNASINDA METINLERLE BIRLIKTE OGRETILMESI

Mustafa SARIOGLU

Yabanci Diller Egitimi Anabilim Dali
Ingilizce Ogretmenligi Programi

Anadolu Universitesi, Egitim Bilimleri Enstitiisii, Aralik 2020

Danigman: Dog. Dr. Ozgiir YILDIRIM

Kelime 6grenimi ve dgretimi, yabanci dil egitiminde 6nemli rol oynamaktadir.
Ciinkii kelimeler olmadan ne bir dilin var olmasi diisiiniilebilir ne de o dille iletisim
saglanabilir. Alan yazinda kelime bilgisinin yabanci dil 6grenmedeki 6nemi ile ilgili
fikir birligine ragmen, yeni kelimelerin Ogrencilere en etkili bicimde nasil
ogretilebilecegi konusundaki tartismalar devam etmektedir. Ozellikle, yeni kelimelerin
metinler okunmadan 6nce mi yoksa okuma esnasinda metinlerle birlikte mi 6gretilmesi
gerektigi hususu halen tartisilmakta olan bir konudur. Ilgili alan yazinda bu konuda
yeterli deneysel c¢alisma bulunmamakla birlikte, smif igindeki dogal Ogrenci
davraniglarina odaklanan g¢aligmalara ozellikle ihtiyag duyulmaktadir. Bu c¢alisma,
yabanci dil okuma derslerinde yeni kelimelerin metinler okunmadan 6nce veya okuma
esnasinda metinlerle birlikte 6gretilmesinin veyahut herhangi bir 6gretim olmaksizin
kelime anlamlarimin 6grenciler tarafindan metinlerin baglamindan c¢ikarilmasinin
onlarin hedef kelimeleri anlamasina ve kullanmasina olan etkilerini arastirmayr amag
edinmektedir. Ug farkli okuma metnindeki 27 hedef kelime, ingilizceyi yabanci dil
olarak 6grenen 48 0grenciye bu li¢ 6grenme yontemi kullanilarak 6gretilmistir. Calisma
sonuglar1 yeni kelimelerin metinler okunmadan 6nce 6gretilmesinin daha etkili ve daha
kalic1 bir 6grenme sagladigini gostermistir. Ayrica 68rencilerin bu ii¢ farklt 6grenme

yontemi konusundaki diisiince ve tercihleri nitel olarak analiz edilmistir.

Anahtar Sozciikler: Kelimelerin metinlerden 6nce 6gretilmesi, Kelimelerin okuma
esnasinda metinlerle birlikte Ogretilmesi, Kelime anlamlarinin
metnin baglamindan ¢ikarilmasi, Yabanci dil olarak Ingilizce
ogretimi, Okuma derslerinde kelime 6gretimi.
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CHAPTER 1

1. INTRODUCTION
1.1. Background to the Study

Vocabulary plays an indispensable role in almost all stages of second language
(L2)' learning and teaching seeing that a language is meaningless without its
vocabulary. Firstly, a language is basically used as a means for verbal communication,
and words are a prerequisite for carrying out this process. In this regard, Wilkins (1972)
asserts that “without grammar very little can be conveyed, without vocabulary nothing
can be conveyed” (p. 111). Secondly, vocabulary knowledge is regarded as a good
indicator of overall L2 proficiency and as a key facilitator of four main language skills.
As stated by Sarioglu (2014, p. 1), "if an analogy is made between a language and a
human body, vocabulary is the heart which pumps blood to all the other vital organs
such as reading, writing, listening and speaking” (See Figure 1.1 below). The full
mastery of words paves the way for easier comprehension and more effective use of L2
by fostering the development of all receptive and productive skills. With this in mind,
L2 teachers should try to do their best to offer their students a well-structured

vocabulary learning programme.

Vocabulary

Figure 1.1. The role of vocabulary in L2 acquisition

Despite the growing consensus on the significance of vocabulary instruction in
second language acquisition (SLA), there exists some disagreement on the most

effective ways of learning and teaching L2 words. First of all, one matter of intense

! In this study, “second language (L2)” is used to refer to both second and foreign language.



debate in SLA research has been whether it is beneficial or not to attract learners’
attention to formal aspects of language such as grammatical structures and vocabulary
items while they are involved in meaning-oriented or communicative tasks in L2. This
debate highlights the distinction between form-focused instruction (FFI) and incidental
learning with no focus on form (FonF) within the scope of vocabulary acquisition
through reading. Form-focused instruction means deliberately drawing L2 learners’
attention to vocabulary items while they are engaged in a meaning-oriented reading
activity. As for incidental learning with no FonF, it can be designated as L2 learners’
unintentional acquisition of new vocabulary items from the textual context when they
are exposed to a reading text (VanPatten and Benati, 2015). Although there is no
explicit focus on lexical forms, vocabulary acquisition occurs incidentally while L2
learners are reading a text for information or for pleasure. In other words, they acquire
some L2 words as a by-product of reading by inferring their meanings from the textual
context and without any intention to learn.

As an evidence for his “input hypothesis”, Krashen (1989) finds out that first
language (L1) learners are eligible for acquiring new vocabulary items through
extensive reading as long as they are exposed to comprehensible input. Naggy, Herman
and Anderson (1985) also indicate that children acquire and retain most of their L1
words incidentally, and some studies have emphasised the feasibility of incidental
vocabulary acquisition for L2 learners as well (e.g., Horst, Cobb and Meara, 1998).
However, the efficacy of incidental vocabulary learning seems to be open to question in
view of a great number of other studies which revealed only small lexical gains even for
L2 learners exposed to extensive reading over a long time (e.g., Horst, Cobb and Meara,
1998; Naggy, Anderson and Herman, 1987; Naggy, Herman and Anderson, 1985). By
criticising the reading input alone, Laufer (2005) suggests that form-focused vocabulary
instruction may help L2 learners maximise their vocabulary gains from a meaning-
oriented reading practice. Long and Robinson (1998) conclude that meaningful input
has a pivotal role in language learning, but focus on form facilitates learning by offering
L2 learners better opportunities to notice, acquire and master language forms as well as
retaining them for a longer period of time.

Another controversial issue in L2 lexical research is whether form-focused
vocabulary instruction should be isolated from or integrated into the meaning-oriented



or communicative activities. Seeing that there exists an increasing consensus on the
beneficial impact of FFI on SLA (e.g., Day and Shapson, 1991; Doughty and Varela,
1998; Lyster, 2004; Norris and Ortega, 2000; Sheen, 2005; Spada and Lightbown, 1993;
2008; White et al., 1991), the focal point of the relevant literature has turned into the
timing and specific types of FFI. In this respect, more recently, Spada and Lightbown
(2008) have classified form-focused instruction (FFI) into two types: (a) isolated FFI,
and (b) integrated FFI. In isolated FFI, students’ attention is focused on linguistic forms
separately from communicative or meaning-based activities, but it should be noted that
this FFI also takes place as an essential part of these activities. In other words, L2
learners’ attention is drawn to linguistic forms so as to facilitate meaningful or
communicative interaction. As another option, integrated FFI entails shifting learners’
attention to language forms during meaning-oriented or communication-based tasks.
These integrated FFI attempts may be pre-planned by language teachers, or they may
arise unexpectedly in the course of meaningful or communicative language practice. All
in all, the major difference between isolated and integrated FFI is the timing of the
instruction since both types of FFI take place as an integral part of meaning-based or
conversational activities within the scope of the same communicative syllabus. The
shared objective of both approaches is to help learners with the meaning and/or
communicative use of target language.

More specifically, isolated form-focused vocabulary instruction involves focusing
L2 learners’ attention on particular vocabulary items separately, immediately before or
soon after, from the context of meaning-oriented or communicative activity. As an
example, isolated FFI can include pre-teaching of new vocabulary items to L2 learners
before a reading activity or their practising these lexical items after the reading session.
As for integrated approach, it requires making L2 learners aware of the target words
while they are reading the text, particularly, when the reading activity is in progress.
Integrated FFI can also be in the form of a lexical glossary, which is attached to the
margins of a reading text as an explanatory note about the critical unknown words in the
given text. It should be taken into consideration that the main focus of both isolated and
integrated FFI is helping L2 learners understand the meaning of the text more
effectively. Thus, isolated and integrated FFI are regarded as two indispensable ends of

the same continuum (Spada and Lightbown, 2008).



1.2. Statement of the Problem

There seems to exist an increasing consensus on the facilitative role of FFI in SLA
process in the relevant literature (e.g., Day and Shapson, 1991; Doughty and Varela,
1998; Laufer, 2005; Lyster, 2004; Norris and Ortega, 2000; Sheen, 2005; Spada and
Lightbown, 1993; 2008; White et al., 1991). Therefore, the focal point of the related
research has evolved into the timing of instruction and specific types of FFI. Long
(1991) classifies FFI as “focus on forms (FonFs)” and “focus on form (FonF)”. FonFs
signifies paying an overt attention to L2 forms with little or no emphasis on meaning or
communicative use. It entails deliberate and explicit study of linguistic forms such as
grammatical structures and vocabulary items in a complete isolation from the context of
communication so that learners can practise these L2 forms accurately as one thing at a
time. Alternatively, focus on form (FonF) involves an explicit attempt to call learners’
attention to linguistic features of language such as grammar and vocabulary within the
context of communication. According to Long (1991), FonF “overtly draws students’
attention to linguistic elements as they arise incidentally in lessons whose overriding
focus is on meaning or communication” (pp. 45-46).

However, Long’s (1991) original taxonomy of FFI has had some limitations in
terms of communicative syllabus design. Initially, Long (1991) has designated FonFs as
attracting L2 learners’ attention to discrete L2 forms through decontextualized study
and practice of these target forms in a similar fashion to the traditional methods of
language teaching, which is incompatible with communicative syllabi. In addition,
Long’s (1991) original description of FonF is reactive and incidental in nature. That is,
it is restricted to directing learners’ attention to form in order to help them with the
accuracy of language use only when the need arises or a problem occurs incidentally
during communicative tasks and activities in a L2 classroom, which implies the notion
that the linguistic elements to be called attention cannot not be pre-determined by the
teacher (Spada and Lightbown, 2008). Therefore, the further interpretations of FonF
have been made to extent its definition to cover pre-planned instructions on potential L2
forms, with which students are likely to encounter difficulties during communicative

language practice (e.g., Doughty and Williams, 1998; Long and Robinson, 1998).



Given the above-mentioned limitations of Long’s (1991) categorization, Spada
and Lightbown (2008) have developed a recent taxonomy of FFI, which is in harmony
with communicative syllabi. After classifying FFI as isolated and integrated FFI, they
emphasised the non-existence of experimental studies which directly compare the
effects of these two types of FFI in classroom settings. Since then, several studies have
been conducted to compare the effects of isolated and integrated FFI on L2 learners’
acquisition of some grammatical structures (Gwiazda, 2015; Iraji and Gholami, 2018;
Spada et al., 2014; Tsapikidou, 2013). On the basis of the questionnaires developed by
Spada et al. (2009) and Valeo and Spada (2015), some other studies aimed at exploring
L2 learners’ and teachers’ preferences for isolated or integrated FFI in learning and
teaching grammar, respectively (Ansarin, Abad and Khojastheh, 2015; Mansouri, Jami
and Salmani, 2019; Songhori, 2012; Ustiinbas, 2016; Valeo and Spada, 2015).
However, there is a lack of empirical and experimental classroom research, which
directly compares the effects of isolated and integrated FFI on L2 learners’ vocabulary
acquisition in the contexts of both English as a foreign language (EFL) and English as a
second language (ESL).

To my knowledge, there seems to exist only two studies that have attempted to
make a direct comparison between the effectiveness of isolated and integrated FFI in L2
classrooms: (1) a case study by Elgiin (2009), which was later published as a journal
article (Elgiin-Glindiiz, Akcan and Bayyurt, 2012), and (2) a quasi-experimental study
by File and Adams (2010). Elgiin (2009) carried out a case study to observe and
compare the effects of isolated FFI and integrated FFI on the lexical, grammatical and
writing development of sixth grade EFL learners in Turkey. The results suggested that
the students exposed to integrated FFI performed better in all measures as compared to
their counterparts who received isolated FFI in their English courses. The study findings
also revealed that the participants showed a preference for integrated FFI.

File and Adams (2010) carried out a study to investigate which type of form-
focused instruction (FFI) is a more effective means for learning new vocabulary items
from an ESL reading lesson: (a) isolated FFI, (b) integrated FFI, or (c) no focus on form
(incidental vocabulary learning). They compared the effects of these three kinds of
instruction on ESL learners’ recognition and retention of the target words in a classroom

setting. The study results showed that both isolated and integrated form-focused



instruction through reading led to more vocabulary learning and retention than no-focus
on form (incidental exposure to reading alone). However, the findings revealed no
statistically significant difference between isolated and integrated approach although the
participants in isolated groups gained a bit higher rates of vocabulary learning and
retention compared to their integrated counterparts.

All in all, the given two studies in the literature have revealed controversial
research evidence for the effects of isolated and integrated FFI. There seems to be no
consensus on whether vocabulary instruction should be isolated or integrated within
meaningful or communicative language practices in L2 classrooms. Given this
controversy, it can be concluded that there is still need for further investigation into the
role of focus on form in vocabulary acquisition, especially which type of form-focused
instruction is more suitable for L2 vocabulary learning, which is thought to pose some
significant methodological and pedagogical implications for L2 learners, teachers and

teacher trainers.

1.3. Significance of the Study

The justification for this study is threefold. First, the relevant literature lacks the
empirical and experimental studies to directly compare the effects of isolated and
integrated FFI on L2 learners’ acquisition of vocabulary through reading texts in real-
life classroom situations. The majority of the related studies have compared the effects
of isolated and integrated FFI on L2 learners’ acquisition of some grammatical
structures (Gwiazda, 2015; Iraji and Gholami, 2018; Spada et al., 2014; Tsapikidou,
2013), and several studies have tried to explore L2 learners’ and teachers’ preferences
for isolated or integrated FFI in learning and teaching grammar, respectively (Ansarin,
Abad and Khojastheh, 2015; Mansouri, Jami and Salmani, 2019; Spada et al., 2009;
Songhori, 2012; Ustiinbas, 2016; Valeo and Spada, 2015). Barrot (2014) has
concentrated on the impact of combining isolated FFI with integrated FFI on the
development of writing and speaking skills in ESL context. However, to my knowledge,
there are only two studies, which lay emphasis on vocabulary acquisition of L2 learners
in order to compare the effects of isolated and integrated FFI: a case study by Elgiin
(2009) and a quasi-experimental study by File and Adams (2010). In addition, the study
by File and Adams (2010) seems to be the only study that compares the effects of



isolated or integrated FFI with no FonF (incidental vocabulary learning) within the
context of a reading lesson. There is still need for further classroom-based research to
directly compare the effects of these two types of FFI especially on L2 learners’
vocabulary acquisition through reading texts. Thus, the current study intends to fill this
gap in the related literature.

The second justification for the current study is that whether new vocabulary
items should be taught in isolation or in an integrated way is still a controversial issue in
both pedagogical and classroom-based research, so it is worthy of further investigation.
From a pedagogical point of view, isolated FFI is reported to be advantageous when L2
learners share the same L1 and when there are serious L1-based errors in L2 learners’
interlanguage due to strong L1 influence on L2 forms (Lightbown, 1991). Integrated
FFI1 is stated to be favourable when L2 forms have a high communicative value and
when their misuse gives rise to communication breakdowns. Isolated FFI is preferable
to help L2 learners notice and grasp the linguistic forms with low frequency, low
salience, or low communicative value. As soon as they comprehend the meaning of the
target L2 forms, integrated FFI is preferable to attain greater fluency and automaticity in
the communicative use of these forms (Spada and Lightbown, 2008), which implies the
effectiveness of isolated FFI in improving receptive skills and the efficacy of integrated
FFI in the development of productive skills. Isolated FFI is argued to be beneficial to
introduce simple L2 forms, which are comparatively easy to clarify or demonstrate
(Spada and Lightbown, 2008). However, integrated FFI may be more practical to
present inherently complex linguistic features (DeKeyser, 1995; Robinson, 1996).

The findings from two recent studies conducted in classroom settings have also
revealed controversial research-based evidence. In the case study by Elgiin (2009),
integrated FFI has been found to be more effective than isolated FFI on the lexical,
grammatical and writing development of Turkish EFL learners. On the other hand, the
quasi-experimental study by File and Adams (2010) suggests that both isolated and
integrated FFI lead ESL learners to significantly more vocabulary learning and retention
than incidental exposure alone (no FonF). Although L2 learners in isolated group have
achieved slightly higher vocabulary gain scores than those in integrated group, File and
Adams (2010) have observed no statistically significant difference between these two
types of FFI. Hence, it can be concluded that there is still a lack of classroom research



to discover the circumstances under which isolated or integrated FFI suits best, which
will shed light on how to learn and teach unknown L2 words through reading. In this
regard, the current study intends to make recommendations to L2 learners, teachers and
teacher trainers by revealing some research evidence on this controversial issue.

As for the third justification, two studies in the literature has several critical
limitations, and not only Elgiin (2009) but also File and Adams (2010) have highlighted
the need for further research to be conducted in more controlled settings and with more
carefully-planned research design. Elgiin’s (2009) study has several weaknesses with
regard to methodology and research design such as heterogeneity of almost all
experimental conditions and variables in two distinct research sites, difference of initial
proficiency levels of the participants in two groups, and methodological problems with
planning and the use of data collection instruments. In their study, File and Adams
(2010) have tried to counterbalance the experimental conditions for both types of FFI.
However, they have not succeeded in making both treatments completely neutral since
L2 learners in isolated group have been exposed to target words one more extra time
than their integrated counterparts. File and Adams (2010) argue that this extra time and
additional learning opportunity may be the underlying factor in greater vocabulary gains
of the participants in the isolated condition. Thus, there is a need to know more about
how the study findings would be if the treatment conditions for both types of FFI were
counterbalanced more meticulously, which is the main motive behind the current study.

The use of reading texts can be an effective means for providing L2 learners with
more meaningful context to acquire new words and with more suitable atmosphere to
use this lexical knowledge for communicative purposes. With this in mind, the current
study attempts to investigate the effectiveness of form-focused instruction (FFI) in
teaching L2 vocabulary items to EFL learners through various reading texts in a
classroom setting. It specifically opts for meaning-oriented reading practice to compare
the effects of (a) incidental learning with no focus on form, (b) isolated FFI, and (c)

integrated FFI on EFL learners’ recognition and recall of target L2 vocabulary items.

1.4. Theoretical Framework

The input hypothesis and acquisition-learning hypothesis, which are integral

components of Krashen’s Monitor Theory, propose theoretical bases for incidental



vocabulary learning with no FonF. The input hypothesis suggests that a learner acquires
a language only through exposure to comprehensible input, which is slightly above his
or her current level of linguistic competence (Krashen, 1982). It argues against the role
of formal instruction in SLA seeing that the comprehensible input is the only
prerequisite and the sufficient condition for acquiring a language. In his acquisition-
learning hypothesis, Krashen (1982) also draws a distinction between learning and
acquisition. Learning is described as a conscious process, which entails overt study of
language rules. However, as stated by Krashen (1982), we master a language through
acquisition. It involves unconscious processes, through which learners internalize
language rules as a result of exposure to comprehensible input. The learned knowledge
cannot be transformed into the acquired one through instruction, so instruction is argued
to have no impact on learners’ acquisition of language features.

The theoretical basis for isolated FFI comes from “information processing theory”
and “skill acquisition theory” from cognitive psychology. Information processing theory
posits that human brain has a limited capacity for processing, so L2 learners may have
difficulty in focusing their attention on both form and meaning simultaneously (Ellis,
1997). According to “skill acquisition theory”, SLA resembles learning all the other
skills in life such as playing a musical instrument and dancing. It highlights the role of
“practice” in developing a skill, and it argues that the complexity of a skill determines
explicit or implicit learning of the rules about that skill (VanPatten and Benati, 2015).
The theory proposes three stages of skill development: (1) cognitive / declarative, (2)
associative / procedural, and (3) autonomous / automatic (See Section 2.3.3 for the
details about the theoretical and pedagogical background of isolated FFI).

“Interaction hypothesis”, “transfer appropriate processing (TAP) hypothesis” and
“negotiation of form” are put forward as theoretical rationale behind integrated FFI.
Based on his “interaction hypothesis”, Long (1996) argues that comprehensible input
and interactions both smooth the way for fine-tuned SLA and present optimum
conditions for learners to focus their attention on L2 forms spontaneously. Here
interactions mean conversations between L2 learners and other interlocutors. Interaction
hypothesis asserts that interactions play a key role in SLA together with comprehensible
input, output and feedback (VanPatten and Benati, 2015). Interactions help L2 learners
notice some language features in the input and facilitate their SLA process by either



modifying input or giving feedback. TAP hypothesis mainly suggests that L2 learners
perform better in recalling the knowledge back from memory if the conditions of
retrieval bear a resemblance to those of learning (Franks et al., 2000; Morris, Bransford
and Franks, 1977). As for “negotiation of form”, it denotes conversations between L2
learners and other interlocutors about formal properties of L2 (see Lyster, 2001; Lyster
and Ranta, 1997), which can also lead L2 learners to notice important language features
in the input during communicative or meaningful interaction. (See Section 2.3.4 for the
details about the theoretical and pedagogical background of integrated FFI).

Noticing hypothesis is regarded as a theoretical support for both isolated and
integrated FFI. It proposes that focusing conscious attention on certain language
features in the input is a prerequisite for SLA. Input cannot be processed by L2 learners
without initial notice and conscious attention. Schmidt (1990) suggests that there is a
certain degree of awareness in language learning, which is a counter-argument to
Krashen’s notion that SLA takes place unconsciously. According to noticing
hypothesis, FFI is beneficial in SLA because it helps L2 learners to notice crucial

linguistic elements in the input.

1.5. Purpose of the Study

The current study aims to investigate the effect of form-focused instruction (FFI)
on vocabulary gains of EFL learners while they are involved in reading texts in
classroom settings. It specifically attempts to compare incidental learning with no FonF,
isolated FFI, and integrated FFI in terms of their effects on EFL learners’ immediate or
delayed recognition and recall of the target lexical items in a text-based reading course.
The study also intends to explore the preferences and perceptions of 48 Turkish EFL
learners about not only incidental exposure to reading texts alone but also isolated or
integrated form-focused vocabulary instruction. It should be noted that the purpose of
the present study is not to make a certain choice among incidental learning, isolated
FFI, and integrated FFI, thereby leading EFL teachers to opt for using one and avoiding
the others. Rather, it tries to help them discover the circumstances under which one of

these three treatments is more preferable than the others.
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The present study tries to answer the following five research questions:

1. What are the effects of (a) incidental learning with no FonF, (b) isolated FFlI,
and (c) integrated FFI on EFL learners’ immediate or delayed recognition and

recall of the target vocabulary items in a text-based reading course?

2. Is there any statistically significant difference among (a) incidental learning
with no FonF, (b) isolated FFI, and (c) integrated FFI in terms of their effects on
EFL learners’ immediate or delayed recognition and recall of the target

vocabulary items in a text-based reading course?

3. “Do the effects of (a) incidental learning with no FonF, (b) isolated FFI, and (c)
integrated FFI differ from one reading text to another in terms EFL learners’

immediate or delayed recognition and recall of the target vocabulary items?”

4. What are EFL learners’ preferences among (a) incidental learning with no
FonF, (b) isolated form-focused vocabulary instruction, and (c) integrated form-

focused vocabulary instruction in a text-based reading course?

5. What are EFL learners’ perceptions of (a) incidental learning with no FonF, (b)
isolated form-focused vocabulary instruction, and (c) integrated form-focused

vocabulary instruction in a text-based reading course?

1.6. Definitions of Terms

“Acquisition-learning hypothesis” draws a distinction between learning and
acquisition (Krashen, 1982). Learning is a conscious process. However, a language is
mastered through acquisition. It involves unconscious processes, through which learners
internalize language rules as a result of exposure to comprehensible input. The learned

knowledge cannot be transformed into the acquired one through instruction.

“Depth of vocabulary knowledge” is defined as how well each individual word
is known and organized in the learner’s mental lexicon (Schmitt, 2014). It signifies the
quality of knowledge about each single word such as its meaning, part of speech,

pronunciation, spelling and collocations.
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“Fluency or automaticity of access to words” is L2 learners’ ability to retrieve
vocabulary items from their lexicon at full speed for language use (Meara, 1996). It
entails the speed of access to recall words from their memory and to use them fluently

to relay their messages in the course of meaningful or communicative interaction.

“Focus on form (FonF)” is an explicit attempt to call learners’ attention to
linguistic features of target language such as grammar and vocabulary within the
context of communication. FonF “overtly draws students’ attention to linguistic
elements as they arise incidentally in lessons whose overriding focus is on meaning or

communication” (Long, 1991, pp. 45-46).

“Focus on forms (FonFs)” is paying an overt attention to the formal aspects of
language with little or no emphasis on meaning or communicative use. It entails the
deliberate, explicit, and decontextualized study and practice of L2 forms such as
grammatical structures and vocabulary items in a complete isolation from the context of

communication in a similar fashion to the traditional methods of language teaching.

“Form-focused instruction (FFI)” is drawing L2 learners’ attention to formal
aspects of language such as grammatical structures and vocabulary items within the
context of meaning-oriented or communication-based language practice. FFI offers L2
learners opportunity to notice and learn linguistic elements which they are unlikely to
grasp without guidance. FFI may be in the forms of a brief explanation of rules, explicit

feedback on error, or metalinguistic clarification (Spada and Lightbown, 2008).

“Incidental learning” is defined as learning certain language features as a by-
product without any attention or intention to learn (VanPatten and Benati, 2015). Within
the context of the current study, “incidental vocabulary learning” refers to L2
learners’ unintentional acquisition of new words while they are reading a text for
pleasure or information, as a by-product of reading. Here they infer the meanings of

words from the textual context and no FFI is provided to them.

“Information processing theory” assumes that human brain has a limited
capacity for processing, so it is likely for L2 learners to have difficulty in focusing their

attention on both language forms and meaning simultaneously (Ellis, 1997).
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“Input hypothesis” suggests that a learner acquires a language only through
exposure to comprehensible input, which is slightly above his or her current level of
linguistic competence (Krashen, 1982). It argues against the role of formal instruction in
SLA since the comprehensible input is the only prerequisite and the sufficient condition
for acquiring a language.

“Integrated FFI” entails shifting learners’ attention to L2 forms during meaning-
oriented or communicative activities. Unlike “focus on form”, integrated FFI may be
both pre-emptive and reactive. That is, it may be pre-planned by teachers in the light of
the potential problems encountered by L2 learners, or the need for integrated FFI may
arise unexpectedly in the course of communicative practice. Within the scope of this
study, “integrated form-focused vocabulary instruction” refers to teaching new

words to EFL learners while they are reading the text.

“Intentional learning” is defined as learning something explicitly through
conscious attention or deliberate study (Hulstijn, 2003). “Intentional vocabulary
learning” involves purposeful attempts to master new vocabulary items such as the use

of word lists and monolingual or bilingual dictionaries to search the word meanings.

“Interaction hypothesis” asserts that conversations between L2 learners and
other interlocutors play a key role in SLA together with comprehensible input, output
and feedback (VanPatten and Benati, 2015). Interactions help L2 learners notice some
language features in the input and facilitate SLA processes by either modifying input or

giving feedback.

“Isolated FFI” is directing learners’ attention to linguistic elements of a language
separately from communicative tasks or activities in L2 classrooms. More specifically,
“isolated form-focused vocabulary instruction” requires focusing learners’ attention
on particular L2 words in a separated section from the context of communicating
meaning. Unlike “focus on forms”, isolated FFI takes place as an integral part of
communicative language teaching (CLT). Within the framework of the current study,
“isolated FFI” refers to pre-teaching of new vocabulary items to EFL learners

immediately before a reading activity.

“Lexical competence” can simply be described as learners’ ability to understand

and use the vocabulary items in a particular language.
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“Long-term memory” has a limitless capacity to store information permanently.
Only actively-processed and completely-learned information is transferred from
working memory to long-term memory, otherwise that information starts to be

forgotten.
“Mass repetition” means repeating words several times in a single session.

“Negotiation of form” denotes conversations between L2 learners and other
interlocutors about formal properties of the target language (Lyster, 2001). It may lead
L2 learners to notice important language features in the input in the course of
communication or meaningful interaction, thereby facilitating SLA processes.

“Negotiation of meaning” refers to conversations between L2 learners and other
interlocutors about meaning of the target language. It can be maintained in the forms of
confirmation check, clarification request and comprehension check as various means to

help L2 learners to cope with the communication breakdowns.

“Noticing hypothesis” postulates that focusing conscious attention on certain
language features in the input is a prerequisite for SLA. Input cannot be processed by

L2 learners without initial notice and conscious attention.

“Processability theory” maintains that L2 learners are obliged to follow a
hierarchical order of processability in acquiring language rules (Pienemann, 1998). L2
learners go along a rigid route of processing procedures to acquire formal properties of

language.

“Productive word knowledge”, also known as “active vocabulary”, means L2
learners’ ability to use words properly to relay their messages during oral or written

communication (Schmitt, 2000).

“Receptive word knowledge”, also called as “passive vocabulary”, is L2
learners’ ability to recognise and understand the meanings of L2 words when they
encounter these words in a reading text or when they are exposed to them during a
conversation (Schmitt, 2000).

“Retrieval of words” is subsequent recall of L2 vocabulary items from memory
after first encounter (Nation, 2001). Learners make greater cognitive effort to retrieve

words, and retrieval resembles more to actual use of words in authentic situations.
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“Short-term memory”, also known as “working memory”, holds a limited
amount of information in our mind for a limited period of time due to its limited
capacity for storage. It actively operates information for cognitive processes such as

comprehension, learning and reasoning.

“Size (breadth) of vocabulary knowledge” refers to the number of the words

that a L2 learner knows (Schmitt, 2014). It denotes the quantity of known words.

“Skill acquisition theory” suggests that SLA resembles learning all the other
skills in life such as playing a musical instrument. According to this theory, “learning of
a wide variety of skills shows a remarkable similarity in development from initial
representation of knowledge through initial changes in behavior to eventual fluent,

spontaneous, and highly skilled behaviour” (VanPatten and Benati, 2015, p. 85).

“Spaced repetition” involves repeating vocabulary items at intervals through the

extension of word study over a longer period of time (Nation, 2001).

“Transfer appropriate processing (TAP) hypothesis” mainly suggests that L2
learners perform better in recalling the knowledge back from memory if the conditions

of retrieval bear a resemblance to those of learning (Franks et al., 2000).
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CHAPTER 2

2. LITERATURE REVIEW
2.1. Vocabulary in L2 Learning and Teaching
2.1.1. The role of vocabulary in L2 learning and teaching

Vocabulary can broadly be defined as a complete series of words pertaining to a
language. Words are integral components of a language. “As building blocks of a
language, words construct critical bridges into the mystical world of meaning in a
language, thereby enabling us to understand and to be understood by others” (Sarioglu,
2014, p. 7). Our first language acquisition process begins with our utterances of words,
and we carry on acquiring new L1 words to death. The process of lexical development
in L2 also never comes to an end. In this respect, vocabulary plays a prominent role in
virtually all phases of second language learning and teaching.

First of all, the prestige of vocabulary in SLA derives from its communicative
value. A language is basically used as a means for communication, and words are
principal conveyors of meaning in communicative interaction. It seems practically
unattainable to communicate without words. “No matter how well the student learns
grammar, no matter how successfully the sounds of L2 are mastered, without words to
express a wide range of meanings, communication in an L2 just cannot happen in any
meaningful way” (McCarthy, 1990, p. viii). We are able to convey our feelings and
opinions with inaccurate knowledge of grammatical or phonological rules; however, it
unlikely to carry out verbal communication without sufficient knowledge of L2
vocabulary. Ellis (1994) proposes that lexical errors result in more comprehension
problems in communication than grammatical errors. L2 learners will suffer from more
communication breakdowns if they do not know the proper word or they do not use it
accurately. In short, L2 learners’ communicative competence and performance, to a
large extent, are determined by their lexical development, which is the main reason why
many tourists try to obtain a dictionary before leaving on a vacation, rather than
grammar books.

Secondly, vocabulary knowledge is often interpreted as a good indicator of overall

L2 proficiency and a key facilitator of four main language skills; namely, reading,
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listening, writing and speaking. In L2 lexical research, vocabulary size is closely
associated with other aspects of language competence and performance. A number of
studies have revealed a clear correlation between L2 learners’ vocabulary size and their
overall language proficiency (e.g., Alderson, 2005). Moreover, good vocabulary
knowledge serves as the basis for higher performance in four main skills. As an
example, a L2 learner’s vocabulary size is regarded as an indicator of his or her success
in reading comprehension. Thus, lexical competence seems to be a crucial factor, which
encourages and fosters the development of all receptive and productive skills in L2.

All in all, the mastery of words paves the way for easier comprehension and more
effective use of L2. On the other hand, many students regard learning the word stock of
a language as one of the most difficult aspects of SLA. Hence, L2 teachers should try to

do their best to offer their students a well-structured vocabulary learning program.

2.1.2. Lexical competence

Lexical competence can simply be described as our ability to understand and use
the vocabulary items in a particular language. Lexical competence is regarded to be
multidimensional in nature. The size (breadth) and depth of vocabulary knowledge are
two fundamental dimensions of lexical competence (Nation, 1990), and automaticity of
access to vocabulary knowledge (fluency) is put forth as the third dimension (Meara,
1996). The size (breadth) of vocabulary knowledge refers to the number of the words
that a L2 learner knows whereas the depth of lexical knowledge is defined as how well
each individual word is known and organized in the learner’s mental lexicon (Schmitt,
2014). While the size of vocabulary knowledge denotes the quantity of known words,
the depth signifies the quality of knowledge about each single word such as its meaning,
part of speech, pronunciation, spelling and collocations. As for fluency or automaticity
of access, it can be interpreted as our ability to retrieve vocabulary items from our
lexicon at full speed for language use (Meara, 1996). That is, it entails the speed of
access to recall words from our memory and to use them fluently to relay our messages
in the course of meaningful or communicative interaction. The breadth (size), depth and
fluency of vocabulary knowledge should be regarded as complementary and
supplementary to one another because they are three integrated components of lexical

competence.
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2.1.2.1. Aspects of knowing a word

Most people assume that knowing a word denotes having information about its
meaning. However, knowledge of a word involves the awareness of many other lexical
aspects. In a broad sense, knowledge of a word requires understanding its form,
meaning and use (Nation, 2001). Knowing the forms of a word includes being
conscious of its spelling (written form / orthographical form), pronunciation (spoken
form / phonological form), and word parts such as stems and affixes. Knowing the
meanings of a word comprises being aware of its associations, concept and referent as
well as its denotation, which is also called as “literal”, “primary”, “dictionary”, “core”
or “central” meaning. Knowing the use of a word entails having knowledge of its
grammatical functions, collocations and constraints on use such as appropriateness,
register and frequency. If L2 learners would like to achieve full mastery of a word, they
should know all these lexical aspects, which frame the “learning load of a word”.
Nation (2001) basically describes “learning burden of a word” as the amount of effort
which a learner makes to master that word. Each vocabulary item may bring distinct
learning burden on different L2 learners as each learner encounters different level of
difficulty in learning the given lexical item due to individual differences.

In view of the multidimensional nature of knowing a word, it is almost impossible
for L2 learners to gain an understanding of all aspects of word knowledge at once. A
learner may be aware of the literal meaning and pronunciation of a word, but he or she
may not spell it accurately. Likewise, a L2 learner may use a word in his or her speech
fluently, but he or she may be unaware of its appropriateness to the existing context of
communication. With this in mind, for L2 learners, knowing a word entails more than
one encounter with the given word (Nation, 2001), which underlines the vital role of

repetition, practice and revision of newly-learned L2 vocabulary items.

2.1.2.2. Receptive and productive word knowledge

There also exist several degrees of knowing a word. A L2 learner may understand
the meanings of some words with ease, but he or she may find it difficult to use these
words fluently in speech. L2 learners predominantly are able to comprehend
comparatively more words than they are able to use actively during communicative
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interaction, which highlights the distinction between receptive and productive
knowledge of L2 words. Schmitt (2000) defines “receptive knowledge” as our ability to
recognise and understand the meanings of L2 words when we encounter these words in
a reading text or when we are exposed to them during a conversation, which is also
called as “passive vocabulary”. As for “productive knowledge”, it means our ability to
use words properly to relay our messages during oral or written communication, which
is also designated as “active vocabulary”. In this regard, receptive word knowledge is
highly correlated with listening and reading skills in L2. On the other hand, productive
knowledge of L2 words is closely associated with writing and speaking skills. It is
unlikely for L2 learners to gain the knowledge of all the words both receptively and
productively. They may recognise and grasp the meaning of some L2 vocabulary items,
but they may not use these words actively in their writing or speech. Similarly, they
may succeed in evolving some aspects of a word into productive level, but some others

remain at receptive degree.

Table 2.1. The receptive and productive word knowledge (Nation, 2001, p. 27)

R: What does the word sound like?

spoken .
P: How is the word pronounced?
. R: What does the word look like?
Form written . .
P: How is the word written and spelled?
R: What parts are recognizable in this word?
word parts .
P: What word parts are needed to express the meaning?
form and R: What meaning does this word form signal?
meaning P: What word form can be used to express this meaning?
. concept and R: What is included in the concept?
Meaning )
referents P: What items can the concept refer to?
o R: What other word does this make us think of?
associations . .
P: What other words could we use instead of this one?
grammatical R: In what patterns does the word occur?
functions P: In what patterns must we use this word?
. R: What words or types of words occur with this one?
Use collocations . i
P: What words or types of words must we use with this one?
constraints on R: Where, when and how often would we expect to meet this word?
use P: Where, when and how often can we use this word?

Note: R = receptive knowledge, P = productive knowledge
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The overall receptive and productive distinction of word knowledge can also be
adapted to specific aspects of knowing a word such as spelling and pronunciation. In
Table 2.1, Nation (2001) categorises various aspects of lexical knowledge according to

L2 learners’ receptive and productive control over these lexical aspects (p. 27).

2.1.2.3. Memory, repetition and retrieval of L2 vocabulary items

Richards and Schmidt (2002) defines memory as the mental capacity of human
mind to store, retain and retrieve information, and they draw a distinction between two
types of memory: short-term memory and long-term memory. Also known as working
memory, short-term memory holds a limited amount of information in our mind for a
limited period of time due to its limited capacity for storage. It actively operates
information for cognitive processes such as comprehension, learning and reasoning. As
for long-term memory, it has a limitless capacity to store information permanently.
Only actively-processed and completely-learned information is likely to be transferred
from working memory to long-term memory, otherwise that information starts to be
forgotten. When we need the relevant information from long-term memory, it is called
back to short-tem memory and processed here once more. In this respect, Schmitt
(2000) proposes that L2 vocabulary instruction should pave the way for efficient
transfer of word knowledge from working memory into long-term memory.

In view the multidimensional aspects of knowing a word, it is almost impossible
for learners to attain the full mastery of new L2 words in one meeting. Repetition,
recycling and revision of a newly-learned word in meaningful contexts play a key role
in establishing stronger form-meaning mappings of the given word. L2 learners repeat
words in various ways. “Mass repetition” means repeating words several times in a
single session while “spaced repetition” involves repeating vocabulary items at intervals
through the extension of word study over a longer period of time (Nation, 2001). The
related literature suggests that spaced repetition leads to better learning and longer
retention than mass repetition (e.g., Baddeley, 1990; Bloom and Shuell, 1981,
Dempster, 1987). It is also discovered that the majority of forgetting takes place
immediately after initial learning process, and later, the forgetting rate gradually slows
down (e.g., Griffin, 1992; Pimsleur, 1967). With this in mind, novel L2 words are
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advised to be repeated and practised soon after the learning session before too much
forgetting occurs (Nation, 2001).

Retrieval is defined as subsequent recall of L2 vocabulary items from memory
after first encounter (Nation, 2001). Learners make greater cognitive effort to retrieve
words, and retrieval resembles more to actual use of words in authentic situations.
Successful retrieval is reported to enhance the retention of words. Therefore, after initial
presentation of unknown vocabulary items, L2 teachers should give L2 learners a
golden chance of recalling the meanings of the newly-learned words from their memory
at later encounters, which will give rise to longer retention of these words (Nation,
2001). Finally, learners should be provided with further opportunities for repetition,
practise, revision and creative use of novel L2 words in various meaningful or
communicative contexts, which will enhance their speed of access to these vocabulary

items in L2.

2.1.3. Teaching L2 vocabulary

Although there exists considerable agreement on the significance of vocabulary
instruction in SLA, there is still disagreement on the most effective ways of teaching L2
vocabulary items. The related L2 lexical research offers various beneficial approaches
for teaching L2 words in a systematic way:

a) explicit teaching of certain crucial L2 vocabulary items such as high frequency
words (Nation, 1993; 1995),

b) providing learners with maximum exposure to L2 through which they can learn
new words incidentally from the context (Krashen, 1989),

c) training learners on the most effective vocabulary learning strategies so that
they can continue to enlarge their L2 lexicon on their own (Nation, 1990; Schmitt,
2000),

d) revision of L2 words in meaningful contexts through practical classroom
activities (Allen, 1983),

e) offering L2 learners further opportunities to use L2 words in communicative
tasks (Nation and Newton, 1997),

f) raising L2 learners’ awareness and motivation towards vocabulary learning.
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It should be born in mind that L2 vocabulary development is a multi-dimensional
process. Therefore, it is unreasonable to regard one of the approaches above as the best
option since each of them incorporates an integral part of this multi-faceted process of

L2 vocabulary acquisition.

2.1.4. Best way of teaching vocabulary: Harmony approach

There exists no best vocabulary teaching method, which suits all situations or
addresses all the aspects of L2 learners’ lexical development. With this in mind, all of
these strategies should be combined simultaneously to produce more pleasing effect in
L2 vocabulary teaching. Every strategy has its own strengths, and it is difficult for the
others to compensate these strong points. Hence, a harmony of these six practical
approaches is superior to any single way of teaching L2 words. Instead of proposing

them as better or worse, all these approaches should be regarded as complementary.

Incidental
Learning

Recycling
el Revision

Strategy
Tratning

Figure 2.1. Harmony approach in L2 vocabulary instruction

In view of the insights from the recent L2 lexical research, a “harmony approach”
has been designed by the researcher. This approach comprises six major strands of
systematic L2 vocabulary instruction (See Figure 2.1):

1) Explicit Teaching: At the early stages of L2 learning and teaching, it should be
given prominence to explicit vocabulary instruction. Beginner students with low
proficiency levels may be in need of explicit study of L2 words until they are able to
extract meanings from a reading or listening text and express their ideas and opinions in
speech or writing. It is unlikely for L2 learners to guess the meanings unknown words

successfully from the context without achieving a certain level of lexical competence. In
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addition, some L2 vocabulary items such as high frequency words, academic words and
technical vocabulary items in a particular field of study are regarded to be worthy of
learning and teaching explicitly. Especially, the mastery of high frequency words plays
a pivotal role in easier comprehension and more effective use of L2. According to
Nation and Waring (1997), if L2 learners succeed in learning the most frequent 2000
words of English, they will spontaneously know at least 85% of the running words in
any kind of spoken or written texts. Seeing that these high frequency words and
academic words pave the way for further development in language learning, their
acquisition should not be left to chance fate by L2 teachers and learners.

2) Incidental Learning: The size of English vocabulary is reported to be 114000
word families (Goulden, Nation and Read, 1990). Therefore, it is unattainable for L2
learners and teacher to master all of these words in a language through explicit study
alone in view of the restricted time in L2 classrooms. L2 vocabulary items, which are
unlikely to be mastered in explicit manner, can only be learned through incidental
exposure to L2 input such as extensive reading. Incidental learning is argued to play a
major role in L2 vocabulary acquisition. Specifically, it seems plausible for L2 learners
to acquire low frequency words through incidental exposure to L2 input (Coady, 1997).
Taking multi-dimensional nature of lexical competence, even drawing explicit attention
to a target word at once cannot teach L2 learners all the aspects of knowing that word in
detail. Certain aspects of word knowledge such as collocation, grammatical functions,
and constraints on use can only be grasped accurately through multiple exposures to a
certain word in various contexts (Schmitt, 2000) apart from explicit study. Therefore,
the opportunities for incidental learning such as extensive reading should be integrated
into a well-structured vocabulary teaching programme. In this regard, Celce-Murcia
(2001) highlighted the need for “a balanced approach that includes explicit teaching
together with activities providing appropriate context for incidental learning” (p. 286).

3) Strategy Training: Explicit teaching of L2 words resembles giving fish to a
hungry child; but as he grows up, the skill of fishing independently is getting more and
more important. Likewise, as the lexical competence of L2 learners start to expand, they
should also be trained in most effective vocabulary learning strategies (VLS) such as
guessing from context, mnemonic devices, the use of bilingual and monolingual

dictionaries, and word part analysis (word roots and affixes) so that they can keep on
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improving their L2 lexicon independently (Nation, 1990; Schmitt, 2000). Namely, L2
learners should not be left alone while acquiring new words incidentally through natural
exposure to L2 input. They should also be encouraged to develop their own vocabulary
learning strategies so as to become more autonomous L2 vocabulary learners. All in all,
the mastery of high frequency words through explicit study should be complemented by
strategy training, which helps L2 learners expand their lexical competence on their own
by fostering their ability to infer the meanings of unknown words from the context of
meaningful and communicative interaction.

4) Recycling Vocabulary through Classroom Activities: Newly-learned
vocabulary items should be practised, recycled and revised through various practical
classroom activities so as to be mastered thoroughly. Given the incremental nature of
lexical competence, students may not learn all aspects of knowing a word with only one
exposure. In this regard, a number of communicative classroom activities should be
planned, designed and organized to provide L2 learners with various meaningful
encounters with novel words in different contexts, thereby facilitating the recognition,
memorization, retention, recall, and effective use of these words for meaningful and
communicative interaction in L2,

5) Practising Vocabulary through Communicative Tasks: It is unlikely for L2
learners to achieve the full mastery of L2 words without recalling these words from
their memory and using them fluently to relay their messages in the course of
meaningful or communicative interaction in the target language. Meaning-oriented and
communicative tasks will supply L2 learners with more opportunities to use the target
language in interactive oral language production (Nation and Newton, 1997). Rather
than mass repetition, communication-based activities such as games, competitive tasks,
and role plays offer L2 learners more meaningful context to practise and revise new
vocabulary items as well as a golden chance to use these words independently for
communicative purposes, thereby creating a more enjoyable atmosphere for L2 learning
and teaching.

6) Awareness and Motivation Raising Activities: It is also of utmost importance
for L2 teachers to raise L2 learners’ awareness of the high status of words in SLA and
to increase their desire and motivation towards learning L2 vocabulary items. In this
way, L2 learners can attach importance to words as building blocks of language and
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they can bear the responsibility of their own vocabulary development in the target
language. Allen (1983) suggests that L2 teachers should do their best to create a sense
of personal need to learn L2 words in the minds of their students instead of being
successful in the exam or satisfying their teachers. The intrinsic motivation of L2
learners can also be triggered though enjoyable communicative activities like
competitive tasks and word games, through which they can master and use L2 words for
more authentic purposes such as winning the game, having fun and fulfilling a social
interaction with their classmates. A wiling teacher may explore much more effective
ways of raising meta-cognitive awareness and motivation of their students.

In conclusion, any single approach of teaching or learning L2 vocabulary items
will not tackle all the aspects of lexical competence. Therefore, all the reasonable
approaches should be combined harmoniously for maximum results since they address
divergent but crucial facets of vocabulary acquisition. With this in mind, harmony
approach proposes a well-structured L2 vocabulary learning program, which combines
explicit vocabulary teaching with encouragement of L2 learners to learn incidentally
from the context with the help of strategy training. It also entails L2 learners’ practice
and revision of newly-learned L2 words in meaningful contexts on a regular basis, their
use of those words independently for communicative purposes and awareness raising
activities. According to Schmitt (2000: 14), “current best practice includes both
principled selection of vocabulary, often according to frequency lists, and instruction
methodology that encourages meaningful engagement with words over a number of
recyclings”. Hence, in well-designed L2 vocabulary instruction, words are chosen
carefully, planned systematically, taught explicitly, and reviewed periodically by
teachers. From students’ point of view, they are learned eagerly, guessed contextually,

practised meaningfully and used actively for communicative purposes.

2.1.5. The use of reading texts in teaching L2 vocabulary

The use of reading texts in L2 classrooms brings several advantages to EFL
learners in terms of their lexical development. First, reading texts — factual or literary,
authentic or simplified — are invaluable supplementary materials for L2 classrooms
since they include useful samples of language use. They supply L2 learners with such a

great number of vocabulary items and grammatical structures that it facilitates the
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development of all four language skills (Hismanoglu, 2005). Therefore, using such
reading texts can be a good source for a variety of meaningful and communicative
activities through which L2 learners not only enhance their language skills but also
reinforce and revise newly-learned lexical and grammatical items. Second, reading texts
intensify L2 learners’ linguistic awareness of the target language by making them
conscious of various language norms (Lazar, 1993). Coping with multiple levels of
meanings in reading texts improves L2 learners’ interpretative abilities. Third, carefully
selected reading texts may also contribute to EFL learners’ personal growth and
intellectual development (Carter and Long, 1991). During reading, L2 learners give
personal reactions towards the text by relating it with their own feelings or experiences.
On the other hand, interpreting multiple levels of meanings in the texts fosters L2
learners’ intellectual development, thereby enhancing their imagination and improving
their critical thinking skills. In the light of these benefits of using reading texts in L2
classrooms, this study utilises reading texts to investigate the role of FFI and to compare
the effects of isolated FFI, integrated FFI, and incidental learning with no FonF on EFL

learners’ vocabulary acquisition.

2.2. Incidental Learning with no Focus on Form (FonF) and Form-focused
Instruction (FFI)

2.2.1. Incidental learning with no focus on form (FonF)

Incidental learning is defined as learning certain language features as a by-product
without any attention or intention to learn (VanPatten and Benati, 2015). As an
example, students unintentionally pick up a number of vocabulary items and language
patterns through meaningful interactions or communicative activities in L2 classrooms.
Incidental learning is declared to play a pivotal role in L2 vocabulary acquisition. L2
readers incidentally learn a large number of vocabulary items while they are reading a
text for pleasure or information. They unintentionally learn these lexical items as a by-
product of reading since their prime intention is to extract meaning from the text.
Within the bounds of incidental learning, L2 learners infer the meanings of words from
the textual context and no instruction is provided to them. The studies on vocabulary
acquisition of native speakers indicate that the lexicon of native speakers come into
existence through a great deal of incidental learning. However, it is quite questionable
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in the SLA research as there is a great deal of research evidence for the insufficiency of
incidental exposure to input alone in SLA (e.g., Laufer, 2003; Hill and Laufer, 2003).
Incidental learning deviates from intentional learning, which can be designated as
learning something explicitly through conscious attention or deliberate study (Hulstijn,
2003). Intentional vocabulary learning involves purposeful attempts to master new
words such as the use of monolingual or bilingual dictionaries to search the word
meanings. On the other hand, VanPatten and Benati (2015) state that incidental learning
should not be regarded as equivalent to implicit learning. In implicit learning, a person
Is not consciously aware of the learning process; however, that person may or may not
be conscious of his learning something new within the context of incidental learning.
The theoretical basis for incidental learning comes from the input hypothesis,
which is an integral component of Krashen’s Monitor Theory. The input hypothesis
suggests that a learner acquires a language only through exposure to comprehensible
input, which is slightly above his or her current level of linguistic competence (Krashen,
1982). Therefore, the strongest form of the input hypothesis argues against the role of
formal instruction in SLA since the comprehensible input is the only prerequisite for
acquiring a language. As specified by this hypothesis, the basic function of teachers is
to make certain that L2 learners are exposed to comprehensible input, which is the

sufficient condition for SLA.

2.2.2. The role of instruction in SLA

SLA theories come up with four possible standpoints regarding to what extent
instruction affects L2 learners’ acquisition of language forms (VanPatten and Benati,
2015, pp. 48-54). The first position proposes that instruction does not make any
difference. In his acquisition-learning hypothesis of the Monitor Model, Krashen (1982)
drew a distinction between learning and acquisition. Learning is defined as a conscious
process, which entails overt study of language rules. However, acquisition designates
unconscious processes, through which learners internalize language rules as a result of
exposure to comprehensible input. Within the scope of this hypothesis, the learned
knowledge cannot be transformed into the acquired one through instruction, so
instruction does not have any effect on learners’ acquisition of formal properties of

language. In view of the evidence from the studies of ‘“‘acquisition order” and
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“developmental sequences”, this position argues that instruction is impotent to change
the route of L2 acquisition, and it ignores the role of instruction in SLA.

The second thought suggests that instruction is restricted by the route of
acquisition and developmental sequences. In his processability theory, Pienemann
(1998) maintains that L2 learners are obliged to follow a hierarchical order of
processability in acquiring language rules. L2 learners go along a rigid route of
processing procedures to acquire formal properties of language. They cannot skip any
stages in this hierarchy, and the grammatical structures in one stage can only be
acquired when L2 learners has completed the required development in the previous
stages. Nevertheless, in this viewpoint, instruction can facilitate SLA if it is given in
harmony with learners’ developmental stage. Instruction provided at the right time is
also suggested to increase the speed of SLA.

According to the third perspective, instruction is beneficial in SLA. In line with
the theoretical bases from Long’s “interaction hypothesis” and Schmidt’s “noticing
hypothesis™, this position mostly depends on a great deal of research evidence from
classroom-based studies on SLA. In his review of numerous studies, Long (1983) finds
out that instruction is advantageous for various types of learners with different ages and
different levels of proficiency in both ESL and EFL contexts. He draws a conclusion
that instruction and combination of instruction with incidental exposure to input have
more beneficial effect on SLA than incidental exposure alone. More recently, Norris
and Ortega (2000) have carried out a meta-analysis of 40 studies on the impact of
instruction on L2 learners. They also have discovered that instruction makes favourable
changes and developments in SLA, thereby making a significant difference.

Final standpoint assumes that instruction is necessary in that L2 learners’
linguistic systems are likely to be fossilised in the absence of instruction. Without
instruction, their language development will come to an end, and they will start to use
non-native-like language patterns. However, this position is a bit untenable since it is
commonly acknowledged that most L2 learners are unlikely to attain the developmental
level of native speakers. In the light of the relevant literature on the effectiveness of
instruction is SLA, it can be concluded that instruction cannot change the hierarchical
order of acquisition, but it has a favourable impact on SLA processes (VanPatten and
Benati, 2015). All in all, in the related literature, there is an increasing consensus on the
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merits of instruction in SLA. Thus, the focus of attention has changed into investigation
of specific types of instruction as well as the conditions under which different types of

instruction are more beneficial.

2.2.3. Form-focused instruction (FFI)

With the advent of new L2 teaching methodologies such as communicative
language teaching (CLT), content-based instruction (CBI) and task-based language
teaching (TBLT), it has gained importance to shift L2 learners’ attention to language
features while they are engaged in meaningful or communicative interaction. Form-
focused instruction (FFI) can be defined as drawing learners’ attention to formal aspects
of language such as grammatical structures and vocabulary items within the context of
meaning-oriented or communication-based language practice. FFI offers L2 learners
opportunity to notice and learn linguistic elements which they are unlikely to grasp
without guidance.

In the field of SLA, it is likely for very young learners to attain high level of L2
proficiency without FFI, especially, if they have a chance of exposure the target
language outside the classroom, which may imply that FFI is not necessary for SLA.
However, this is not the case in EFL or ESL contexts, where the classrooms are the only
settings for L2 learners to be exposed to L2 input. Under these circumstances, a high
level of language development cannot be achieved without FFI. That is the reason why
many studies in CLT and CBI contexts have revealed positive evidence for facilitative
effect of FFI on L2 learners’ knowledge and use of some language features with higher
accuracy and fluency (e.g., Day and Shapson, 1991; Doughty and Varela, 1998; Spada
and Lightbown, 1993; Lyster, 2004; Sheen, 2005; White et al., 1991) Norris and Ortega
(2000) have also conducted a meta-analysis of 40 studies on the impact of instruction on
L2 learners. The study findings have demonstrated that FFI has a favourable impact on
L2 learners’ knowledge and use of various language features. Hence, in the light of the
evidence from L2 research and teaching experiences in L2 pedagogy, it can be
concluded that there is growing agreement on the efficiency of FFI especially when it
calls learners’ attention to both form and meaning within context of meaning-oriented

tasks or communicative interaction (Spada and Lightbown, 2008).
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2.2.4. Earlier taxonomies of form-focused instruction

In the relevant literature, different taxonomies were developed with regard to
form-focused instruction (FFI). Hereafter, these earlier taxonomies will be discussed

briefly.

2.2.4.1. “Separationist” and “unificationist” approaches

In his study on communicative syllabus design, Johnson (1982) has drawn a
distinction between “separationist” and “unificationist” approaches in teaching language
structure and use. In separationist point of view, the teaching of a language form is kept
apart from the practice and the use of the given form in communicative activities. A
formal aspect of a language is presented first to learners through a structural syllabus,
and then the given form is activated or recycled through a communicative syllabus. As
an alternative, unificationist standpoint argues for the integration of teaching a language
form and its use in the same communicative syllabus. That is to say, the separation
between accuracy and fluency is not regarded as desirable or plausible from an

unificationist perspective.

2.2.4.2. Focus on forms (FonFs) and focus on form (FonF)

Long (1991) classifies FFI as “focus on forms (FonFs)” and “focus on form
(FonF)”. Focus on forms requires paying an overt attention to the formal aspects of
language with little or no emphasis on meaning or communicative use. It entails the
deliberate and explicit study of linguistic forms such as grammatical structures and
vocabulary items in a complete isolation from the context of communication so that L2
learners are able to learn and practise these formal properties of language accurately. As
stated by Long (2000), focus on forms is the systematic teaching of linguistic elements
where L2 learners are supposed to practise one thing at a time with little or no attention
to communicative use. Focus on forms attracts L2 learners’ attention to discrete
language forms through decontextualized instruction and practice of these target forms
in a similar fashion to the traditional methods of language teaching. On the other hand,
focus on form is an explicit attempt to call learners’ attention to linguistic features of
language such as grammar and vocabulary within the context of communication.

According to Long (1991), focus on form “overtly draws students’ attention to linguistic
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elements as they arise incidentally in lessons whose overriding focus is on meaning or
communication” (pp. 45-46). Thus, it gives emphasis on the formal properties of
language as a part of communicative activities or tasks, where the primary concern is to

convey meaning.

2.2.4.3. Research on earlier taxonomies of FFI

In the relevant literature, there some studies that have attempted to compare the
effects of “focused on form (FonF)” with “focus on forms (FonFs)” on L2 learners’
learning vocabulary items in a reading lesson. As an example, Laufer (2003) conducted
a comprehensive study, which included three experiments to compare the effects of
“focus on forms” and “focus on form” on EFL learners’ acquisition of new vocabulary
items. The participants of Experiment I were two intact classes of 60 advanced Israeli
EFL learners. One class (FonF) were provided with L1 translations of 10 target words
as glosses in the margins of the reading text, and they were supposed to read the text
and answer 10 comprehension questions which require their mastery of the given target
words. The other class (FonFs) were just supplied with a list of 10 target words with L2
definitions and L1 translations, and they were expected to write a sample sentence with
regard to each target word. The results showed that the participants in FonFs group
yielded significantly higher vocabulary gain scores than their counterparts in FonF
group in not only the immediate post-tests but also the delayed post-test administered
two weeks later.

In the second experiment, Laufer (2003) tried to compare the effects of reading
comprehension and composition writing on the vocabulary retention of two intact
classes of 82 advanced Israeli EFL learners. The participants in one class were exposed
to the target words in a reading text whereas those in the other class wrote their own
texts that involved the same target words. More specifically, the “reading” group were
required to answer 10 comprehension questions after they read the text, where L1
meanings of 10 target words were given as glosses. The students in the “writing” group
were provided with the lists of 10 target words with L2 definitions and L1 translations,
and they were assigned to write a letter to a newspaper editor by using these target

words. The findings revealed that the participants in the “writing” group outperformed
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their counterparts in the “reading” group on both the immediate and the delayed recall
of target vocabulary items.

The third experiment by Laufer (2003) aimed at comparing the effects of three
tasks on the vocabulary gain scores of 90 10th grade Arabic EFL learners: (a) reading a
text with the help of a dictionary for unknown words, (b) writing example sentences
with the target vocabulary items, and (c) filling in the blanks of the sentences with the
given target words after checking their meanings from the dictionary. The results also
revealed that word focused activities were more beneficial than the learners’ acquisition
of the target vocabulary items through reading. In the light of these study findings from
three experiments, Laufer (2003) argued against the assumption that reading alone is the
best source of L2 vocabulary learning.

In another study, Hill and Laufer (2003) carried out a computer-based study to
investigate the effects of three task types on vocabulary gains and retention of 96
Chinese young adult EFL learners. One group of learners were asked to read the text
and answer 12 comprehension questions which required their mastery of 12 target
words. The second group of learners did vocabulary exercises, where they were
expected to choose the corresponding L2 meaning of each target word from four
options. The third group was supplied with L2 meaning or synonym of each target word
and they were supposed to select the correct form from four alternatives. With the help
of an electronic dictionary, the participants in all groups had the opportunity to check
L2 meanings, L1 translations, pronunciation of the target words by just clicking on the
related words. Although the study results indicated higher lexical gains scores in all
three conditions, two word-focused tasks in the second and third group were found to be
significantly more effective than the reading comprehension task in terms of both

immediate and delayed recall of the target L2 words in the reading text.

2.3. A Recent Taxonomy of FFI: Isolated and Integrated FFI

Long’s (1991) description of focus on forms involved explicit study of discrete
language forms through decontextualized exercises as in traditional language teaching
methods, which is incompatible with communicative syllabi. In addition, Long’s (1991)
original explanation of focus on form was reactive and incidental in nature. In other

words, it was restricted to directing learners’ attention to form in order to help them
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with the accuracy of language use only when the need arises or a problem occurs
incidentally during communicative tasks and activities in a L2 classroom, which implies
that the linguistic elements to be called attention cannot not be pre-determined by the
teacher (Spada and Lightbown, 2008). In this regard, the further interpretations of focus
on form have been made to extent its definition to cover pre-planned instructions where
teachers may predict the potential difficulties to be encountered by the students during
communicative language practice (e.g., Doughty and Williams, 1998; Long and
Robinson, 1998).

Given the above-mentioned weaknesses of Long’s (1991) original categorization,
Spada and Lightbown (2008) have developed a more recent taxonomy of FFI within the
scope of communicative syllabi, which is the focal point of the current study. They have
grouped FFI into two categories: (a) isolated FFI and (b) integrated FFI. The major
difference between these two approaches is the timing of FFI in the communicative
course design. While integrated FFI is given in the course of the meaning-based or
communicative activities, isolated FFI is provided separately from these activities;
namely, before or after these activities are conducted in L2 classrooms.

Isolated FFI is directing learners’ attention to linguistic elements of a language
separately from communicative tasks or activities in a L2 classroom. In contrast to
Long’s (1991) original interpretation of “focus on forms”, isolated FFI take place as an
integral part of communicative language teaching (CLT) or content-based instruction
(CBI). Learners’ attention is drawn to formal aspects in isolation from the context in
order to help them with the meaning or communicative use of language. Isolated FFI
may be provided to L2 learners in preparation for a meaning-oriented or communicative
activity, or it may be given shortly after the activity seeing that the learners have had
difficulty with some linguistic elements during the activity.

Integrated FFI entails shifting learners’ attention to language forms during
meaning-oriented or communicative tasks. Unlike Long’s (1991) description of “focus
on form” as reactive in nature, integrated FFI may be both pre-emptive and reactive.
That is, integrated FFI attempts may be pre-planned by teachers in the light of the
potential problems encountered by L2 learners, or the need for integrated FFI may arise

unexpectedly in the course of communicative language practice. Both isolated and
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integrated FFI may be in the forms of a brief explanation of rules, explicit feedback on
error, metalinguistic clarifications, and so on (Spada and Lightbown, 2008).

Although Spada and Lightbown (2008) make a distinction between isolated and
integrated FFI, they regard these types of FFI as two indispensable ends of the same
continuum. On the one side, there is a room for isolated FFI in a communicative
syllabus so that L2 learners can use the target language accurately for communicative
purposes. In his evaluation of the drills in audiolingual method, DeKeyser (1998)
declares that practice is beneficial for L2 learners especially when it entails practice in
"conveying personal meanings"” (pp. 53-54). On the other side, integrated FFI “has the
greatest potential for facilitating the development of fluent and accurate language that is
available for use outside the classroom” (Spada and Lightbown, 2008, p. 188). Thus,
isolated and integrated FFI should be considered as supplementary and complementary
to each other within the contexts of CLT and CBI.

2.3.1. Factors affecting the choice of isolated or integrated FFI

Spada and Lightbown (2008) specified a great number of factors that may affect
L2 teachers’ selection between isolated or integrated FFI (pp. 194-200). These are as
follows:

(@) L1 influence on L2 forms,

(b) salience of L2 forms in the input,

(c) frequency of L2 forms in the input,

(d) difficulty or complexity of the rules with regard to L2 forms,

(e) communicative value of L2 forms,

(f) learners’ developmental level,

(g) learners’ age,

(h) learners’ aptitude for language learning,

(1) learners’ and teachers’ preferences,

(j) individual learning styles, and

(k) learners’ earlier experiences in language learning.
The above-mentioned factors are designated to be dynamic in nature since they may

differ according to various contexts of learning and teaching and individual differences.
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2.3.2. Strengths and limitations of isolated and integrated FFI

In the light of the above-mentioned factors, Spada and Lightbown (2008) give a
detailed account of the strengths and limitations of isolated and integrated FFI in
different learning and teaching conditions. Isolated FFI is reported to be advantageous
especially when learners’ native language (L1) is highly influential on L2 forms. Strong
L1 influence may cause serious L1-based errors in the interlanguage of L2 learners
predominantly in monolingual classes (Lightbown, 1991). Since all the students share
the same mother tongue, the use of incorrect language forms may change into a
fossilized error in such L2 classrooms. In these circumstances, L2 teachers can benefit
from isolated FFI to minimize the negative transfer caused by the deceptive similarities
between L1 and L2.

Isolated FFI can be favourable to teach linguistic forms that are not salient or
frequent in the oral input but of great importance for the communicative use of L2.
Focusing learners’ attention on L2 forms in isolation may enhance the salience of these
forms, thereby leading L2 learners to take notice of these target forms that are mostly
not conspicuous in the oral input such as “third person singular -s” in English. Isolated
FFI may also be efficient in teaching infrequently-used language features that are absent
or rare in the input that learners are exposed to in L2 classrooms. In this regard, one of
the merits of input enhancement is increasing the salience and frequency of some
linguistic elements in the input, which has been highlighted by several studies in the
relevant literature (e.g., Alanen, 1995; Norris and Ortega, 2000).

Isolated FFI may be preferable to introduce simple language forms, which are
comparatively easy to clarify or demonstrate (Spada and Lightbown, 2008). However,
integrated FFI may be more practical to present inherently complex linguistic features
(DeKeyser, 1995; Robinson, 1996). The complicated rules, which are too difficult to be
successfully learned or taught, could be both explained well by teachers or absorbed
better by L2 learners in the course of meaning-oriented or communicative language
activities.

The communitive value of linguistic elements should also be taken into account in
choosing between these two kinds of FFI. Integrated FFI may be more beneficial to
teach L2 forms, misuse of which will give rise to communication problems. Lightbown

(1998) proposes that it is highly possible for most learners to concentrate on both form
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and meaning simultaneously when the target L2 form functions as a principal conveyor
of meaning in communication. On the other hand, when students’ errors do not result in
communication breakdowns, FFI may be isolated from communicative tasks to make
them discern the accurate use of language forms (Spada, Lightbown and White, 2005).
No matter whether it is isolated FFI or integrated FFI, Schwartz (1993) has observed
that instruction and feedback have a greater potential to change L2 learners' knowledge
and use of vocabulary items than of syntax and morphology.

The developmental level of L2 learners is another matter for concern (Spada and
Lightbown, 2008). Teachers may take advantage of isolated FFI before the students
make use of the target L2 form in their interlanguage. However, more accurate and
fluent use of these forms during communication may be promoted best by means of
integrated FFI. That is, isolated FFI may be a better alternative to help L2 learners
notice and grasp the linguistic forms with low frequency, low salience, or low
communicative value. As soon as these learners have managed to comprehend the
meaning and use of the target forms, integrated FFI should be preferred to attain greater
fluency and automaticity in the communicative use of these forms. Spada and
Lightbown (2008) imply that isolated FFI may be applicable for the development of L2
learners’ receptive skills whereas integrated FFI may be effective in improving their
productive skills. According to Morgan-Short and Wood Bowden (2006), both input-
based and output-based practice lead to development in L2 learners’ receptive and
productive skills provided that the types of practice are meaningful and provide them a
route to establish form-meaning relations.

The choice between isolated or integrated FFI may also differ according to the age
of L2 learners (Spada and Lightbown, 2008). Very young children usually master a L2
with little or no FFI, especially when they are exposed to the target language outside the
classroom. In contrast, instruction may be more favourable for teenagers and adults, or
they may even be dependent on such an instruction to improve their L2 skills especially
if the classroom is the only setting they can get L2 input (DeKeyser, 2000). Specifically,
elderly L2 learners seem to profit more from isolated form-focused grammar instruction
as they are more experienced in learning a language due to the acquisition of their
mother tongue or the study of another L2 (Barkhuizen, 1998). The related studies in
CLT or CBI has suggested that children mostly do not perceive some types of integrated
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FFI (e.g., implicit recasts or enhanced input) as an attempt to focus on form (Lyster and
Ranta, 1997). However, they appear to benefit from explicit types of integrated FFI
such as prompts, elicitation and emphasis (Ammar and Spada, 2006; Doughty and
Varela, 1998; Lyster, 2004). As in isolated FFI, adults are reported to be more
conscious of different kinds of integrated FFI as feedback on linguistic forms in various
contexts of SLA (Ellis, Basturkmen and Loewen, 2001; Ohta, 2000).

The proficiency level, aptitude, learning styles, preferences and experiences of L2
learners should also be taken into account in deciding which type of FFI to utilize. The
language learners with higher aptitude and metalinguistic abilities may be more
responsive to integrated FFI within the context of communication as compared to those
with lower language-learning aptitude and metalinguistic competence (Spada and
Lightbown, 2008). Ranta (2002) proposes that students with poorer metalinguistic and
analytic skills in their L1 are in need of more explicit (feasibly, isolated) FFI to help
them to establish a strong form-meaning relations. Mackey et al. (2002) also suggests
that adults with higher test scores of their working memory are more receptive to
interactional feedback (integrated FFI). In addition, it is reported that L2 teachers and
students usually have different perceptions, attitudes and preferences for FFI. In two
comprehensive studies by Schulz (1996, 2001), almost all learners have been found to
be more willing to have their teachers correct their errors even though only few teachers
regarded it as beneficial and preferable. Schulz (2001) concludes that L2 learners
believe more than their teachers that FFI is indispensable to attain a high level of L2
proficiency. Furthermore, the learning styles, experiences and preferences of L2
learners are of utmost importance. Isolated FFI may be preferred most by the L2
learners with previous experiences in learning a L2 via traditional structure-based
syllabi whereas integrated FFI may be a better option for those who have learned a L2
informally. In conclusion, Dérnyei (2005) argues that L2 students mostly profit from
the instruction that is in line with their preferences.

2.3.3 Theoretical and pedagogical background of isolated FFI

Stern (1992) puts forward that communicative activities are vitally important
element of L2 learning and teaching; nevertheless, there is a still a room for an “analytic

language syllabus” (p. 180). One of the widespread arguments is that isolated FFI keeps

37



L2 learners’ motivation alive. Raimes (2002) proposes that focusing on linguistic
features during communicative tasks will divert L2 learners’ attention away from
communication, thereby making them discouraged. That is the reason why L2 teachers
are mostly guided to bear in mind the common errors made by students in the course of
interaction-based activities and to give explanations of these errors in a separate part of
the lesson, which is isolated from the context of communication. The other reasoning in
favour of isolated approach is the notion that FFI comes before and sets the scene for
communicative use of a novel linguistic element (Spada and Lightbown, 2008).
“Presentation, Practice, Production (PPP) model” is one of the most commonly used
methodologies in the field of teaching a L2 all around the world. In this model, the
presentation of new language features takes place at the first stage of the lesson, which
is followed first by the practice of these linguistic features in a controlled way. Then,
the last stage, production, requires L2 learners’ use of the target language features freely
for communicative purposes.

“Skill acquisition theory” in cognitive psychology is regarded as another
theoretical rationale behind isolated FFI. It suggests that SLA resembles learning all the
other skills in life such as playing a musical instrument, cooking and dancing.
According to this theory, “learning of a wide variety of skills shows a remarkable
similarity in development from initial representation of knowledge through initial
changes in behavior to eventual fluent, spontaneous, and highly skilled behaviour”
(VanPatten and Benati, 2015, p. 85). The theory proposes three stages of skill
development: (1) cognitive (declarative), (2) associative (procedural), and (3)
autonomous (automatic). First, a learner obtains “declarative knowledge” about a skill
cognitively through analysis or observation, but without any attempt to use it. The
second stage involves changing this knowledge into behaviour (procedural knowledge)
through controlled practice. Here the learner associates his or her initial knowledge with
the procedural execution of the given skill. The last stage entails the step-by-step
automatization of the skill through continued practice. Through appropriate practice, the
learner will take the control over the skill and will start to use it autonomously in
authentic situations.

“Skill acquisition theory” highlights the role of practice in developing a skill. In
this respect, language skills cannot be automatized without appropriate and ongoing
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practice. As L2 learners practise linguistic features, their language skills will become
more automatic and fine-tuned and they will be able to use the target language for
communication independently outside the classroom.

“Skill acquisition theory” also puts forward that the complexity of the skill
determines explicit or implicit learning of the rules regarding with that skill. The
complicated rules may be learned better implicitly whereas simple rules may be
acquired more effectively in an explicit way. With this in mind, it is argued that
complex subskills of language learning should be practised through integration of these
subskills into internal representations of language (VanPatten and Benati, 2015). As the
learners become more proficient, these internalized representations will be structured
again and again.

“Noticing hypothesis” proposes a theoretical basis for both isolated and integrated
FFI. This hypothesis postulates that focusing conscious attention on certain language
features in the input is a prerequisite for SLA. Input cannot be processed by L2 learners
without initial notice and conscious attention. In contrast with Krashen’s notion that
language acquisition takes place unconsciously, Schmidt (1990) suggests that there is a
certain degree of awareness in language learning, thereby arguing against implicit or
unconscious learning. “Noticing hypothesis” proposes that instruction is beneficial in
SLA since it helps L2 learners to notice crucial linguistic elements in the input. In this
framework, making students aware of key formal properties of the language facilitates
their L2 development; otherwise, they will not be able to process the input properly.

“Information processing theory” can be regarded as another support for isolated
FFI. This theory assumes that human brain has a limited capacity for processing, so it is
likely for L2 learners to have difficulty in focusing their attention on both language
forms and meaning simultaneously (Ellis, 1997). VanPatten (1990) found out that L2
learners, especially beginners, may suffer from paying attention to some formal aspects
of the target language while making effort to comprehend a reading text at the same
time. Some other studies, which were conducted by VanPatten (1996, 2004) and
VanPatten and Cadierno (1993) revealed positive research evidence for the facilitating
effect of isolating specific language forms in the input on L2 learners’ processing

mechanism, through which they established better form-meaning mappings.
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In addition to the studies by VanPatten and his colleagues, further support for
focusing form in isolation comes from some recent research. In two studies carried out
by Trofimovich (2005) and Barcroft (2002), students were expected to focus on
language forms either in isolation or in the course of processing meanings. According to
the findings from both studies, presenting language features in isolation was found to be
more advantageous for L2 learners. Trofimovich (2005) and Barcroft (2005) suggested
that focus on meaning gave rise to poorer recall of language forms such as
pronunciation or spelling of vocabulary items. It is certain that the actual use of
language for communicative purposes requires paying attention to multiple dimensions
of language and processing all of them at the same time. However, it can be concluded
from the studies by Trofimovich (2005), Barcroft (2002) and VanPatten (1990) that
communicative context may not be sufficient for L2 learners to initially notice, perceive

and interpret some linguistic elements.

2.3.4 Theoretical and pedagogical background of integrated FFI

The pedagogical literature also offers a considerable amount of support for
integration of FFI into communicative tasks or activities. Celce-Murcia (1991) proposes
that grammatical forms should be taught in connection with meaning or discourse and
by taking social factors into account. Likewise, Long (1991) has argued that calling
attention to linguistic forms should be integrated into communicative activities, by
means of which L2 learners use the target language in meaningful interaction.
Moreover, Brumfit (1984) states that teachers should not let L2 learners be anxious
about the accuracy of their use of certain language forms during communicative
interaction. Spada and Lightbown (2008) highlights that the feedback given in the
course of communicative tasks may have a favourable impact on L2 learners’
motivation. Most students give up feeling stressed or anxious when they are aware of
that teacher will help them whenever they need, which has been underlined by several
studies on the expectations and preferences of L2 learners (e.g., Schulz, 1996, 2001).
Furthermore, studies such as DeKeyser (1998) and Lightbown (1998) suggest that the
integrated FFI leads to superior language learning since it establish a direct link between

linguistic forms and meanings within the same context.
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“Interaction hypothesis”, which is a matter of concern in SLA and cognitive
psychology, can be considered as another rationale behind integrated FFI. As a scholar
that is most commonly associated with “interaction hypothesis”, Long (1996) argues
that comprehensible input and interactions not only smooth the way for fine-tuned SLA
but also present optimum conditions where L2 learners spontaneously focus their
attention on language forms, as in integrated FFI. In this framework, interactions signify
conversations between L2 learners and other interlocutors. “Interaction hypothesis”
posits that interactional modifications play a key role in SLA together with
comprehensible input, output and feedback (VanPatten and Benati, 2015). Exposure to
comprehensible input is vital for L2 learners to go through a successful SLA process,
but it seems to be insufficient. They also need interactional modifications to help them
notice some language features in the input. Interactions between learners and other
interlocutors may facilitate SLA by either modifying input or giving feedback. The
interlocutor may modify the input seeing that the learner misunderstands or does not
understand the input. Input modification may take place in the following forms:
restatement of by simplifying (e.g., caretaker speech), exemplifying, and changing the
original statement. Feedback involves any types of information that interlocutors give
L2 learners to make them aware of their ill-formed utterances such as recasts. This
hypothesis regards feedback as integral component of conversation rather than as a
means for error correction. Output is also indispensable for SLA. Modifying L2
learners’ output through “negotiation of meaning” fosters noticing crucial language
features. “Negotiation of meaning” can be maintained in the forms of confirmation
check, clarification request and comprehension check as various means to help L2
learners to cope with the communication breakdowns.

“Noticing hypothesis” and “negotiation of form” are the other theoretical
constructs in SLA, which can be viewed as support for integrated FFI. “Noticing
hypothesis”, which also establishes the rationale behind isolated FFI, suggests that
paying conscious attention to certain L2 forms in the input is a prerequisite for SLA.
Without noticing some crucial language features, L2 learners are not be able to process
the input properly and they fail to learn these formal properties of the target language.
From this perspective, FFI, whether it is isolated or integrated, takes a leading role in

SLA as it attracts L2 learners’ attention to certain key linguistic elements in the input.
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On the other side, “negotiation of form” denotes conversations between L2 learners and
other interlocutors about formal properties of the target language (see Lyster, 2001;
Lyster and Ranta, 1997). The concept of “negotiation of form™ is also in line with
integrated FFI since it may lead L2 learners to notice important language features in the
input in the course of communication or meaningful interaction, thereby facilitating
SLA processes.

“Transfer appropriate processing (TAP) hypothesis” from cognitive psychology is
another theoretical support for integrated FFI. “TAP hypothesis” mainly suggests that
L2 learners perform better in recalling the knowledge back from memory if the
conditions of retrieval bear a resemblance to those of learning (Franks et al., 2000;
Morris, Bransford and Franks, 1977). In other words, students will recall language
features more easily if they go through the similar processes during retrieval as they do
in learning these features. Two studies on bilinguals’ memory have revealed positive
research evidence for the effects of the similarity of testing tasks with learning tasks on
bilingual learners’ successful retrieval of vocabulary items (Basden, Bonilla-Meeks and
Basden, 1994; Durgunoglu and Roediger, 1987). However, there is still a need for
further research with more complex language features. According to Spada and
Lightbown (2008), TAP implies that language features that are focused on during
communicative interaction (integrated FFI) will be recalled more easily in actual use of
language for communicative purposes. On the other hand, if linguistic features are
learned in isolation from the context of communicative activities in the classroom, L2
learners will encounter more difficulties in retrieving these features during social
interaction outside the classroom than in decontextualized situations (Doherty et al.,
2003; Segalowitz and Gatbonton, 1995; Segalowitz and Lightbown, 1999). These
findings may be the reason why some L2 learners who get high scores on tests are not
necessarily be able to use these test items fluently in their spontaneous speech outside
the classroom.

There is also support for integrating FFI into communicative activities or
meaningful interaction from the classroom-based research on CBI and CLT. The
findings from two studies by Lightbown and Spada (1990) and Lightbown (1991) have
shown that young ESL learners who get integrated FFI during meaning-focused tasks
perform better in learning some L2 forms than those who receive no attention to the
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target forms. Some other studies have highlighted the facilitative impact of integrated
FFI during communicative tasks on ESL learners’ language development (e.g., Doughty
and Varela, 1998; Ellis, Basturkmen and Loewen, 2001; Spada and Lightbown, 1993;
Williams and Evans, 1998). However, most of them have drawn a conclusion by
comparing the effectiveness of integrated FFI with that of no focus on, where the
participants have not been exposed to any type of instruction. Hence, none of the above-
mentioned studies directly compare the effects of integrated and isolated FFI, which is

the key motivation behind the current study.

2.4. Isolated and Integrated Form-focused Vocabulary Instruction

Isolated form-focused vocabulary instruction requires focusing learners’ attention
on particular L2 words in a separated section from the context of communicating
meaning. As an example, isolated FFI can include pre-teaching of new vocabulary items
to L2 learners before a reading activity or their practising these lexical items after the
reading session. As for integrated form-focused vocabulary instruction, it involves
making L2 learners aware of the target words while they are reading the text,
particularly, when the reading activity is in progress. Integrated FFI may also be in the
form of a lexical glossary, which is attached to the margins of a reading text as an
explanatory note about the critical unknown words in the given text. It should be taken
into consideration that the main focus of both isolated and integrated FFI is to help L2
learners understand the meaning of the text more effectively.

2.5. Research on Isolated or Integrated Form-focused Vocabulary Instruction

Spada and Lightbown (2008) first distinguished between isolated FFI and
integrated FFI in 2008, and they emphasized the non-existence of empirical or
experimental research which directly compares the effects of these two types of FFI in
classroom settings. Since then, several studies have been conducted to compare the
effects of isolated and integrated FFI on L2 learners’ acquisition of some grammatical
structures (Gwiazda, 2015; Iraji and Gholami, 2018; Spada et al., 2014; Tsapikidou,
2013). On the basis of the questionnaires developed by Spada et al. (2009) and Valeo
and Spada (2015), some other studies aimed at exploring L2 learners’ and teachers’

preferences for isolated or integrated FFI in learning and teaching grammar,
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respectively (Ansarin, Abad and Khojastheh, 2015; Mansouri, Jami and Salmani, 2019;
Songhori, 2012; Ustiinbas, 2016; Valeo and Spada, 2015). However, to my knowledge,
only two studies have attempted to directly compare the effects isolated and integrated
FFI on vocabulary acquisition of L2 learners. The first one is the empirical research by
Elgiin (2009), which was later published as a journal article (Elglin-Giindiiz, Akcan and
Bayyurt, 2012). The other one is the quasi experimental study by File and Adams
(2010). The comparison of isolated FFI with integrated FFI is still worthy of further
investigation in L2 lexical research since the results of the given studies are
controversial, which will be discussed in detail hereafter.

Elgiin (2009) carried out a case study to compare the effects of isolated FFI and
integrated FFI on the lexical, grammatical and writing development of sixth grade EFL
learners in Turkey. The study also tried to explore the participating students’
preferences for isolated or integrated FFI and their attitudes to these two types of
instruction. The participants were 120 primary school students from two distinct private
schools, one of which was located in Adapazari, and the other was in Istanbul. As a
requirement of the curriculum in English language teaching (ELT), 50 participants from
two intact classes of the school in Adapazar1 were receiving isolated FFI in English
classes whereas integrated FFI were being given to 70 students from three intact classes
of the school in Istanbul. Almost all the variables of ELT were stated to be different in
two schools such as language curricula, syllabi, instructional methods and techniques,
resources, materials including coursebooks and so on. Two distinct EFL teachers
provided isolated FFI to two separate classes of the school in Adapazari. The students
from three classes of the school in Istanbul obtained integrated FFI from three different
EFL teachers. Each of five teachers was different in age, and they had different teaching
experiences. In this regard, the researcher conducted a case study to compare the effects
of isolated and integrated FFI through observing two schools, each of which adopted
two different ELT methodologies. The data were gathered through the Key English Test
(KET), essay writing, questionnaire and semi-structured interviews. According to the
study results, the students exposed to integrated FFI performed better in all measures as
compared to their counterparts who received isolated FFI in their English courses. The

findings also revealed that the participants showed a preference for integrated FFI.
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The study by Elgiin (2009) seems to be the only research to compare the effects of
isolated and integrated FFI in the EFL context in Turkey. However, the given study has
a large number of critical weaknesses with regard to the research design and
methodology, some of which have already been mentioned by the researcher in the
“limitations” section of the research paper (pp. 101-103). First, the characteristics of
two research sites were not homogenous enough to make generalizations about the
effects of isolated and integrated FFI. The nature and the conditions of ELT in two
schools differed widely in ELT policies, curricula, syllabi, instructional methods and
techniques, resources, educational materials such as textbooks, teachers, and so on. The
schools were also located in two different provinces of Turkey, which implies that two
groups of the participants might have dissimilar socio-economic backgrounds. The
characteristics of EFL teachers in one group were completely different from those who
taught the other group. In order to make a clear comparison between the effects of
isolated and integrated FFI, all the experimental conditions and variables should be the
same in two research settings except for the type of FFI. The reason behind higher
performance of the students who got integrated FFI might be any of these divergent
variables rather than type of instruction.

The second weak point of the study by Elgiin (2009) pertains to the planning,
selection and implementation of the instruments for data collection. To start with, the
Key English Test (KET) was chosen to measure the grammar and vocabulary
development of the participating students. However, KET does not comprise
“grammar” or “vocabulary” sections. It is a standardized test that is specifically
designed to measure four main language skills; namely, reading, writing, listening, and
speaking. With this in mind, KET results can be used to make inferences about the
participants’ general language proficiency. However, it is unlikely for a researcher to
come to the conclusion about the vocabulary or grammar development of the students in
two groups, especially when different coursebooks and educational materials are used in
EFL courses with these two groups of students. The grammatical content of the
coursebooks might be similar to a certain extent, but this is not the case for the lexical
content. Next, the participants in each school were expected to write essays on different
topics, which makes it unlikely for a researcher to compare the writing development of

the students in two groups. Then, the questionnaire and semi-structured interviews were
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conducted to find out the participants’ preferences between isolated and integrated FFI.
However, the students in each school were exposed to only one type of FFI. Therefore,
it might be implausible for the participants to make a choice between two options
without having any practical contact or experience with one of these two types FFlI,
thereby making the validity and reliability of the data collection instruments
questionable.

As another weakness in the study by Elgiin (2009), the pre-test results from KET
scores showed that the students in two schools were in different levels of language
proficiency in reading and writing even though both groups were in sixth grade. Before
the study was conducted, the students exposed to integrated FFI (M=59.89, SD=16.82)
performed considerably better than those who received isolated FFI (M=43.60,
SD=9.73). These findings revealed statistically significant difference between two
groups. Under these circumstances, it might not be plausible for a researcher to compare
the effects of isolated or integrated FFI on two groups of learners with different
language proficiency. Taking these weaknesses into consideration, Elgiin (2009)
proposed that the findings of her study are by no means conclusive but they should be
regarded as advisory. After stating six limitations of her case study, she highlighted the
need for further experimental studies conducted in more controlled settings, which is the
main motive behind the current study.

File and Adams (2010) carried out a comprehensive study to investigate which
type of form-focused instruction (FFI) is a more effective means for learning new
vocabulary items from an ESL reading lesson: (a) isolated FFI, (b) integrated FFI, or (c)
no focus on form (incidental vocabulary learning). They compared the effects of these
three kinds of instruction on ESL learners’ recognition and retention of the target words
in a classroom setting. The participants were 20 adult ESL learners with intermediate
level of proficiency from two classes of an academic English course within a university
preparation programme. The participants in both classes read two articles. Each article
included a total of 18 target words, 12 of which were explicitly taught (either isolated or
integrated) and the rest six were included in tests to find out the effect of no focus on
form. Two treatments were conducted with each class. In the first one, the target words
were taught to participants in isolation immediately before they read the article. The
other treatment entailed vocabulary instruction which was integrated with the reading
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process; that is, the participants were taught the new words while they were reading the
article. In all testing procedure, vocabulary knowledge scale (VKS) was utilised to
measure different levels of lexical knowledge about each target word. The study results
showed that both isolated and integrated form-focused instruction through reading led to
more vocabulary learning and retention than no-focus on form (incidental exposure
alone). However, the findings revealed no statistically significant difference between
isolated and integrated approach although the participants in isolated groups gained a bit
higher rates of vocabulary learning and retention compared to their integrated
counterparts.

The study by File and Adams (2010) has a great number of strengths. First of all,
it provides readers with comprehensive background information and sufficient literature
review. Secondly, it is a very well-designed study. The objectives are expressed in a
lucid manner, and the results are directly referred to these objectives. In addition, the
details of the study - such as the research design, the materials, the procedure, and the
results - are explained comprehensibly with clear tables and figures. Another strong
point is the execution of piloting with regard to all the treatments in the study. As for
limitations, the sample size is very limited in that there are only nine participants in one
class and 11 in the other one. The other limitation of the study is that treatment groups
differ in terms of how many times the learners encounter each target word, which was
also stated by File and Adams (2010, p. 241). Although great care is taken to provide
both groups with the equal amount of instruction time and the similar type of
instructional procedure, the participants in the isolated condition meet each target word
twice: once during the isolated instruction (both the word itself and the example
sentence of the given word) and once again while reading the article. However, the
integrated group have the chance of only one exposure to each target word when
reading the article. This extra encounter may be regarded as the underlying factor in the
greater vocabulary gains of the participants in the isolated condition. Hence, there is still
a need to know more about how the study findings would be if the experimental
conditions and variables for both type of FFI were counterbalanced more meticulously,

which is the main focus of the present study.
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2.6. Research on Isolated or Integrated FFI in Other Language Skills and Contents

Several studies were conducted to compare the effects of isolated and integrated
FFI on L2 learners’ acquisition of some grammatical structures. Tsapikidou (2013)
carried out a PhD dissertation to compare the effects of isolated and integrated FFI on
148 5"-grade Greek EFL learners’ acquisition of past tense. She did not find any
statistically significant difference between the effectiveness of two types of FFI. In their
study, Spada et al. (2014) attempted to compare the impact of isolated and integrated
FFIl on 109 adult ESL learners’ both receptive and productive knowledge of “passive
voice”. They gathered the data through “written error-correction tests” and “picture-
cued oral production tasks”. Although the isolated groups were found to be better at
written grammar tests and integrated groups performed better at oral communication
tasks, the research findings revealed no statistically significant difference between two
kinds of FFI.

Within the scope of her PhD dissertation, Gwiazda (2015) also conducted a
comprehensive quasi-experimental study to compare the effects of isolated FFI,
integrated FFI, and no FonF on 91 secondary school EAL students’ acquisition of
various grammatical structures in English. The study results indicated that both types of
FFI led EAL learners to more grammar learning than no FonF. Isolated FFI were
statistically verified to be superior to both integrated FFI and no FFI. The study findings
from both qualitative and quantitative data highlighted the merits of isolated FFI for
EAL learners in learning various grammatical items in L2. In a more recent study, Iraji
and Gholami (2018) compared the effects of isolated and integrated FFI on 60 Iranian
EFL learners’ receptive and productive knowledge of some grammatical structures such
as “passives” and “conditional clauses”. The results demonstrated that both isolated and
integrated FFI performed better than the control group who received no FFI. The
findings also revealed a positive research evidence for the superiority of integrated FFI
over integrated approach since EFL learners in integrated group got higher recognition
and production test scores with regard to the target grammatical structures.

As for the effects of isolated and integrated FFI on other language skills, Barrot
(2014) tried to investigate the impact of combining isolated FFI with integrated FFI on
the development of writing and speaking skills in ESL context. She attempted to

compare the combined effect of isolated and integrated FFI with that of ordinary
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English learning programme on 41 ESL learners. The study findings emphasised the
facilitative role of combining these two types of FFI in improving ESL learners’
productive skills.

On the basis of the questionnaires developed by Spada et al. (2009) and Valeo and
Spada (2015), some other studies aimed at exploring L2 learners’ and teachers’
preferences for isolated or integrated FFI in learning and teaching grammar,
respectively (Ansarin, Abad and Khojastheh, 2015; Mansouri, Jami and Salmani, 2019;
Songhori, 2012; Ustiinbas, 2016; Valeo and Spada, 2015). The study by Songhori
(2012), which was conducted with 202 university-level students with various levels of
English proficiency and 30 English teachers in Iran, suggested that both teachers and
learners opted for integrated FFI over isolated FFI in teaching and learning grammatical
language features, respectively. Valeo and Spada (2015) also carried out a study with
469 adult learners and 100 teachers in EFL contexts in Brazil and ESL context in
Canada. According to the findings, both learners and teachers expressed their
preferences for integrated form-focused grammar instruction even though they value the
merits of isolated FFI. The study also emphasised the impact of individual and
contextual differences on teachers’ and students’ preferences for the timing of the
grammar instruction. The study by Ustiinbas (2016), which was conducted with 651
Turkish EFL learners and 42 English teachers, also revealed a positive research
evidence for both teachers’ and learners’ preferences for isolated form-focused grammar
instruction. Ansarin, Abad and Khojastheh (2015) tried to explore 454 Turkish EFL
learners’ preferences for isolated or integrated FFI in grammar learning. According to
study results, beginners statistically showed no specific preference between two types of
FFI whereas advanced learners opted for integrated FFI. Conducted with 280 students
and 120 teachers, the study by Mansouri, Jami and Salmani (2019) indicated that
teachers preferred integrated FFI while the students expressed their preferences for
isolated FFI in teaching and learning grammatical patterns in English, respectively.

All in all, several experimental and classroom-based studies have been conducted
to directly compare the effects of isolated and integrated FFI in other language skills
and contents such as grammar. However, there is still lack of experimental and
classroom research to compare these two types of FFI in the context of L2 vocabulary

learning, which is main motivation behind the current study.
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CHAPTER 3

3. METHODOLOGY
3.1. Participants

48 Turkish EFL learners took part in the present study. The participants were all
prep-class students from three intact classes in the school of foreign languages at a state
university in the city of Bursa, Turkey. There were 16 students in each intact class. 30
of the participants were male, and the rest 18 were female. All of them were native
speakers of Turkish. The participants ranged in age from 18 to 20 years old. They were
EFL learners at B1 CEFR? level. The participants were all supposed to be at the same
level of English proficiency seeing that they had been assigned to their classes through
the placement tests held by the directorate of the school of foreign languages. The
participating students were also assumed to have similar educational background since
they had been registered in the given state university through the same nation-wide
university entrance exam, which was held half a year before the study.

Non-probability convenience sampling method was applied to select the research
site and the participants. The study was carried out in a classroom setting in the school
of foreign languages at a state university. The teacher, who was also the researcher of
the current study, had nearly 14 years of experience in teaching English as a foreign
language. All the treatment sessions were conducted by this teacher so as to eliminate
the variations in teaching procedure. The vocabulary instruction was given to the
participants as they usually received within their courses.

The research ethics committee approval was obtained from the state university to
which this PhD dissertation was submitted (See Appendix 1). In order to gain access to
the research site and the participants, the necessary permissions were received not only
from the directorate of the school of foreign languages (See Appendix 2) but also from
the rectorate of the university (See Appendix 3). All the students participated in the
current study on a voluntary basis, and the verbal and written informed consent was
taken from each participant (See Appendix 4). Meanwhile, all the participants were

given information about the aim and scope of the study. They were briefly introduced

2 CEFR: The Common European Framework of Reference for Languages
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isolated and integrated form-focused vocabulary instruction as well as incidental
vocabulary learning through exposure to reading. They were also notified that they
could withdraw from the treatments whenever they wanted since they participated in
this study with their own free will. Last but not least, the participants were provided
with the formal assurance that the data collected within the scope of this study would be
used only for academic purposes and that it would not be shared anyone else without

their permission.

3.2. Research Site

The study setting was the school of foreign languages (SFL) at a state university
in the city of Bursa, Turkey. The SFL offers intensive English preparatory program to a
variety of undergraduate university students from 23 departments at four faculties of the
university. It aims to equip the students with the foreign language skills they will
require not only to pursue their academic studies in their departments but also to obtain
the highest level of national and international positions in their professional and social
lives. The English preparatory program is compulsory for the students from three
departments where the medium of instruction is English whereas it is optional for those

from 20 departments where the classes are conducted in Turkish.

The SFL English preparatory program offers a skill-based language-teaching
curriculum, which is divided into four successive levels of English proficiency; namely,
Level 1 (A2), Level 2 (B1), Level 3 (B1+), and Level 4 (B1+ Academic Skills). The
first three levels of the curriculum give emphasis to English for general purposes (EGP)
while the last level focuses attention on English for academic purposes (EAP).
The English courses are provided in four academic quarters. Each quarter lasts about
eight weeks, each of which consists of 24 hours of foreign language instruction. Thus,
the SFL curriculum adopts an integrated approach to offer prep-class students
opportunity to improve their language skills by intending to attach equal importance to
four main language skills; namely, listening, speaking, reading and writing.

43 EFL instructors were working at the SFL. 31 of them were Turkish EFL
instructors, and the rest 12 of them were foreign instructors from 10 different countries
all around the word. Two of the instructors were native speakers of English. The main

reason why this SFL was chosen as the research site was that the researcher had been
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working as an EFL instructor here for four years when this study was carried out. The
researcher was also the EFL teacher of three intact classes that participated in the
present study. These circumstances not only ensured the natural group dynamics within
these EFL classrooms but also smoothed the way for the planning, coordination and

implementation of the treatment sessions within the scope of the current study.

3.3. Reading Texts

Three reading texts were used in the current study: Text A: “Cindy Jackson”, Text
B: “Larry Walters”, and Text C: “Pompeii”. All the reading texts were taken and
adapted from a reading coursebook entitled “People, Places, and Things 3” (Lougheed,
2006). They were all similar in length since each text contained approximately 350
words. Within the scope of the current study, each of three reading texts were employed
to carry out all experimental treatments (namely; incidental learning with no FonF,
isolated FFI, and integrated FFI) to counterbalance the texts (See Appendices 5, 6, 7 for
the reading texts used in the study).

A number of criteria were taken into consideration in the selection of these
reading texts. These criteria can be classified into two broad categories: (a) student-
related factors, and (b) text-related factors (Arias, 2007; Day, 1994). On the one hand,
the researcher considered the needs, interests, background knowledge, and language
proficiency levels of the participating students while deciding which reading texts to
choose. On the other hand, the text-related factors such as relevance, topic, content,
exploitability, readability (length, lexical and syntactic appropriateness, text
organization and discourse), cultural suitability, political appropriateness and
appearance were also taken into account in the selection of appropriate texts to be used

in the current study.

3.4. Target Words

A total of 27 real English words were selected from the reading texts, and they
were assigned as target vocabulary items. Each of three reading texts comprised nine
target words. The target words in each reading text were determined to be homogenous
in terms of their size, parts of speech, frequency bands, and length. Each reading text

included three verbs, three nouns, and three adjectives. The mean numbers of letters and

52



syllables of the target vocabulary items were almost the same for each reading texts
(See Table 3.1 for the target words).

Table 3.1. The target vocabulary items

Reading Size & Part Target Words Frequency Mean Mean Treatment
Text of Speech Bands number of  number of
syllables letters
Text A: 9 words sag (v) 9 2,3 7,0 Isolated FFI
Cindy discern (v) 3 (Group A)
Jackson 3 nouns obsess (v) 3
3 verbs inheritance (n) 4 Integrated FFI
3 adjectives  transition (n) 3 (Group B)
quest (n) 14
Length: jolly (adj) 5 Incidental
350 eternal (adj) 3 Learning
words glamorous (adj) 3 (Group C)
Text B: 9 words induce (v) 7 2,3 7,3 Integrated FFI
Larry ascend (V) 4 (Group A)
Walters 3 nouns penalize (V) 5
3 verbs objective (n) 4 Incidental
3 adjectives  excursion (n) 6 Learning
glimpse (n) 3 (Group B)
Length: serene (adj) 8
357 tangled (adj) 6 Isolated FFI
words alluring (adj) 4 (Group C)
TextC: 9 words spew (V) 6 2,3 6,9 Incidental
Pompeii collapse (v) 5 Learning
3 nouns flee (v) 4 (Group A)
3 verbs excavation (n) 3
3 adjectives  layer (n) 3 Isolated FFI
amity (n) 5 (Group B)
Length: frantic (adj) 6
350 abandoned (adj) 4 Integrated FFI
words 5 (Group C)

prosperous (adj)

The procedure for the selection of target vocabulary items was as follows: First of

all, the reading texts in the coursebook (Krantz and Norton, 2015) used by the given

school of foreign languages were put through Cobb’s online vocabulary profiler (Cobb,

n.d.) in order to discover the suitable frequency bands for the target words. The scores

revealed that the participants are routinely engaged in the reading texts, which covered
English words from the 1,000 and 2,000-word level (91% from 1,000 word-level, 5%
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from 2,000 word-level, 1% from academic words, and 3% from off-list words). This
online analysis indicated that the frequency bands of target words should be above
2,000-word level. Next, the frequency band of each candidate target word in the reading
texts was also searched from an online database, Cobb’s online lexical tutor (Cobb,
n.d.). In this way, 36 candidates for target words were designated from 3,000-word level
and above, which were likely to be unfamiliar to the participating students.

Later, three textbooks read by the participants in the previous terms (Dummett,
Hughes and Wood, 2015; Hughes and Wood, 2015; Krantz and Norton, 2015) were
checked rigorously whether they include the candidate target words or not. Through this
detailed analysis into the content of three coursebooks, some of the candidate words
were eliminated from the lists of the target words. Then, the ultimate decision on 27
target words was taken through the constructive feedback from three EFL teachers, all
of whom were instructors and PhD students at a state university. Meanwhile, some
words were eliminated from the list since their meanings were thought to be easily
inferred from the context of the reading texts. The expert opinion was also obtained
from three associate professors. (See Appendix 8 for the detailed information about of

the target words).

3.5. Research Design

The present study adopted a mixed method research design since it benefited from
both quantitative and qualitative methods, in combination, to offer a better
understanding of the research problem. More specifically, the study employed an
explanatory sequential mixed method research design. An explanatory sequential design
entails the policy of first collecting the quantitative data to get a general impression of
the research problem and then gathering the qualitative data to explain or extend the
quantitative findings, thereby providing a view of the full picture (Cresswell, 2012).
Within the scope of the current study, the quantitative data were gathered through nine
experimental treatments, and the qualitative data were collected through open-ended
questionnaires and semi-structured interviews to explain and elaborate the quantitative
research results (See Table 3.2 for the research design).

The quantitative research employed three-group quasi-experimental model in pre-
test, post-test, delayed post-test design. Three intact classes were randomly assigned to
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one of three experimental groups (Group A, Group B, and Group C, hereafter). Two
weeks before the treatments, participating students in each group were given the pre-
tests to measure their prior knowledge of 27 target vocabulary items. The treatments
were conducted during text-based reading courses. Each of three experimental groups
participated in all of three treatments; namely; isolated FFI, integrated FFI, and
incidental learning. In this regard, three types of treatments were counterbalanced not
only among three experimental groups but also within each group. Similarly, three
reading texts were also counterbalanced both among three experimental groups and
three types of treatments.

Table 3.2. The research design

2 weeks before the Group A & The pre-test of 27 target words

treatments B&C
Experiment | Experiment |1 Experiment 111
Group A Text A Text B Text C
Isolated FFI Integrated FFI Incidental Learning
? extpe”Te”ta' Text A Text B Text C
reatments Group B
Integrated FFI Incidental Learning  Isolated FFI
Text A Text B Text C
Group C
Incidental Learning  Isolated FFI Integrated FFI

Immediately after Group A &

the treatments B&C The immediate post-test of 27 target words

Within 2 weeks Group A &

after the treatments B & C Open-ended Questionnaires with all of the participants

2 weeks after the Group A &

treatments B&C The delayed post-test of 27 target words

3 weeks after the Group A &

treatments B&C Semi-structured interviews with 40% of the participants

The participants in Group A were taught nine target words of Text A through
isolated FFI, and they were provided with integrated FFI for nine target lexical items in

Text B while they acquired nine target vocabulary items of Text C incidentally with no
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FonF. On the other hand, the students in Group B received isolated vocabulary
instruction for the target lexical items in Text C; integrated FFI was employed for the
target words in Text A, and they were exposed to the target vocabulary of Text B with
no FonF. Lastly, those in Group C were presented the target vocabulary items in Text B
with isolated FFI; they were given integrated form-focused vocabulary instruction for
the target words in Text C, and they tried to learn nine target words of Text A through
incidental exposure alone. In this way, the order of treatments between three
experimental groups was also counterbalanced. Such a research design would offer
opportunity to compare the effectiveness of incidental learning, isolated FFI and
integrated FFI within three different contexts:

(1) the overall effect of each treatment (isolated FFI, integrated FFI, and
incidental learning with no FonF) on all the participants in all three
experimental groups (all groups in one),

(2) the effect of each treatment (isolated FFI, integrated FFI, and incidental
learning with no FonF) on the participants in each individual group
(separately for Group A, B, and C),

(3) the effect of each treatment (isolated FFI, integrated FFI, and incidental
learning with no FonF) on all the participants within each reading text
(separately for Text A, B, and C).

The characteristic features of each type of treatment were absolutely the same for
all three experimental groups. The participating students in all groups received isolated
and integrated vocabulary instruction in the same way, or they were provided with the
same context to learn the target words incidentally without any FFI. Exactly the same
learning, teaching and testing materials were employed within the scope of each type of
treatment. The equal amount of time was allocated to all types of treatments.

The experimental conditions of isolated and integrated FFI were alike, except for
the execution time when the vocabulary instruction was given to the participants,
namely before or during the meaning-focused reading activity. In isolated treatments,
the target words were taught before the participants started to read the related texts. As
for integrated treatments, the same target items were instructed while the participants
were reading the same texts. The only major difference was the lack of FFI for the

treatments of “incidental learning with no FonF”, which might be regarded as extra time
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and additional learning opportunities for the other two types of treatments; namely,
“isolated FFI” and “integrated FFI”. With this in mind, the participants in “incidental
learning with no FonF” treatments were allowed more time — as much as the time
allocated for isolated and integrated FFI — to read the texts in order to counterbalance
the experimental conditions of all three treatments in terms of learning time. Seeing that
all participants were made aware of isolated FFI, integrated FFI and incidental learning
through exposure to reading, they were not given any extra information that permits or
forbids their use of dictionary during the treatments of incidental learning with no FonF.

The participants in each group took the immediate post-tests soon after the end of
the treatments. The immediate post-tests were conducted in two modalities: one aimed
to test word recognition and the other was intended to measure word recall. In the same
way, the participating students were given two modalities of the delayed post-tests two
weeks later to measure their delayed recognition and recall of the target words under
each type of treatment.

The study also adopted a qualitative research methodology to get detailed
information about the preferences and perceptions of EFL learners about isolated FFI,
integrated FFI and incidental learning with no FonF in a text-based reading course. The
qualitative data were mainly gathered through the open-ended questionnaires, which
were conducted with all of the participating students within two weeks after the
treatments. On the other hand, the qualitative research findings from the open-ended
questionnaires were checked and elaborated through alternative qualitative data from
the face-to-face semi-structured interviews, which were conducted with 40% of the
participants three weeks after the treatments. Hence, the data from semi-structured
interviews were utilised as a strategy of methods triangulation to substantiate the

consistency of the qualitative research findings from the open-ended questionnaires.

3.6. Materials and Instruments

All of the materials and instruments used in this study were prepared by the
researcher after a detailed analysis of the related literature. First, the initial drafts of the
materials and instruments were revised by three EFL teachers, all of whom were
instructors and PhD students at a state university. Next, these materials and instruments

were reviewed and proofread for accuracy by a native speaker of English. Meanwhile,
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the necessary corrections were made with regard to the grammatical and typographical
errors as well as the misspelled words. Afterwards, the final versions of materials and
instruments were checked by three associate professors. Then, the face and content
validity of the materials and instruments was obtained on the basis of expert opinion.
Finally, all the materials and instruments were tested through a pilot study with another
intact class. (See Table 3.3. for the procedures for the development of the materials and

instruments).

Table 3.3: The procedures for the development of materials and instruments

Preparation of the materials and instruments by the researcher

¥

Revision of the initial drafts of the materials and instruments by 3 EFL teacher

¥

Proofreading of the materials and instruments by a native speaker

¥

Expert opinion from 3 associate professors on the face and content validity of the materials and
instruments

Execution of the pilot study to check instructional materials and testing instruments

Three types of materials and instruments were used in the current study:

1) The instructional materials for teaching the target words in the treatments (the
reading texts, the PowerPoint presentations),

2) The testing instruments for collecting the quantitative data (the pre-tests, the
immediate post-tests, the delayed post-tests),

3) The instruments for gathering the qualitative data (the open-ended
guestionnaires, the semi-structured interviews).

3.6.1. Instructional materials

The vocabulary instruction was provided to the participants by means of
PowerPoint presentations, which mainly comprised the slides of various pictorial
flashcards to teaching the target words in sentential contexts (See Appendices 9, 10 and
11 for the PowerPoint slides to teach target words in reading texts A, B and C,
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respectively). Under the treatments of isolated and integrated FFI, each target word was
presented through three different types of pictorial flashcards (See Figure 3.1). The first
type included only a picture, a photograph, or a drawing to illustrate the corresponding
target word. This kind of pictorial flashcard was employed to create a context for the
students to move smoothly into the meaning of a target word, which functioned as a
lead-in stage of learning. In the second types of flashcards, the visuals of target words
co-existed with their English spellings, the parts of speech, and the definition of its
meaning underneath. The last types of pictorial flashcards embedded sample sentences
into the corresponding pictures of the target vocabulary items so that the participating
students could repeat, revise and practise those newly-learned words in two sentential
contexts. All the slides of PowerPoint presentations were prepared in such a big size
that it was likely even for the students sitting at the backside of the classroom to see and

read them with ease.

Factories spew out The volcano was
spew (V): to push smoke and pollute our spewing out lava and
out material environment. ash.

Figure 3.1. Sample pictorial flashcards for teaching the English word “spew”

3.6.2. Testing instruments for quantitative data collection

Three sets of testing instruments were prepared to gather the quantitative data
from the participating students: (1) the pre-tests, (2) the immediate post-tests, and (3)
the delayed post-tests. The pre-tests were designed in 4-option multiple choice format in
order to measure the students’ recognition of the target vocabulary items (See Figure
3.2). The students were given a sentence with a blank and a corresponding picture or
visual as clues. They were asked to choose the correct or best option to complete the

given sentence. In the pre-test items, the choice “I don’t know” was also put as a fifth
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option to keep the students away from inflating their test scores by guessing right, as in
Nation and Beglar’s (2007) vocabulary size test, online version of which can be
retrieved from http://my.vocabularysize.com (See Appendix 12 for the pre-tests).

The immediate and delayed post-tests were formed and conducted in two
modalities in order to measure the students’ recognition and recall of 27 target
vocabulary items in the reading tests. The word-recognition tests were designed in the
4-option multiple-choice format. With the help of the corresponding visuals, the
participants were expected to choose the correct target words to complete the sentences
given as clues above four options (See Figure 3.3). As for the word-recall test, the
students were given the sentential contexts with blanks accompanied by the
corresponding pictures, and they were supposed to recall and write the English
equivalents of the target words into the given blanks (See Figure 3.4). The parallel post-
tests were prepared and conducted two-weeks later as the delayed-post tests. Instead of
using the same post-tests as delayed post-tests, the parallel tests were developed to
eliminate the possibility that the participants would recall the correct answers of the
previous test items from their memory. (See Appendix 13 for the immediate post-tests

and See Appendix 14 for the delayed post-tests).

It is a(n) house
because there is nobody
living here. The child when A lot of houses

he saw the snake. during
I:l I don’t know.

the earthquake, and

A) abandoned B) frantic A) fled B) collapsed many people died.
C) prosperous D) steaming C) buried D) spewed
Figure 3.2. A sample pre-test Figure 3.3. A sample post- Figure 3.4. A sample post-
item test item (word recognition) test item (word recall)
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3.6.3. Instruments for qualitative data collection

Two kinds of instruments were employed as a means for collecting qualitative
data: (1) open-ended questionnaires, and (2) semi-structured interviews. On the one
hand, the open-ended questionnaires were conducted to explore EFL learners’
perceptions and preferences for isolated FFI, integrated FFI or incidental learning with
no FonF in a text-based reading course. The questionnaire items were prepared in
Turkish so that the participants could express their ideas and thoughts more easily in
their mother tongue. On the other hand, the face-to-face semi-structured interviews were
carried out to elaborate the qualitative data gathered through the questionnaires. The
semi-structured interviews were also designed in Turkish so that the participants could
feel themselves more comfortable communicating with the researcher.

The questionnaires and the semi-structured interviews comprised five open-ended
items. The first three items aimed to explore the participants’ perceptions of (a) isolated
FFI, (b) integrated FFI, and (c) incidental learning with no FonF in a reading course,
respectively. The fourth item inquired their preferences among these three types of
vocabulary learning techniques as well as the reasons underlying their preferences. The
last item offered the participants opportunity to make any comments, suggestions or
criticism with regard to the questionnaire items. (See Appendix 15 for the open-ended

questionnaire and semi-structured interview items).

3.7. Instructional Procedure

Table 3.4 shows the instructional procedure that was applied within the scope of
the current study. The pre-tests were conducted two weeks before the treatments to
measure the participants’ prior knowledge of target vocabulary items in three reading
texts. The participants were given 10 minutes to answer the items in each pre-test.
However, almost all of them completed it in much shorter time because they did not
know the target words. The participants received no instruction about target words in 2-
week time period up to the treatments.

Each of nine experimental treatments lasted 90 minutes, which covered two 45-
minute reading lessons. In all types of treatments, the participating students started the
reading lesson with discussing two warm-up questions pertaining to each text. (Those
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groups in isolated treatment received the form-focused vocabulary instruction after the
warm-up session.) Next, pre-reading activities were employed to set a purpose for
reading the text. Here the participating students tried to make predictions about the
content of the text by looking at the related photo(s) or picture(s) and by reading the
title of the text. After commenting on the visual(s) and the title of the text, the students
were asked to read just first sentences of each paragraph in the text so as to make a
guess about the answer of a multiple-choice question, which was mainly about the topic
of the text. Later, the students read the text alone for the first time. They were
encouraged to skim the whole text in order to check whether their predictions were true

or not.

Table 3.4. The instructional procedure

2 weeks before the treatments The pre-tests of all the target words

¥

Treatments

Isolated FFI

Integrated FFI

Incidental Learning

Lesson 1 (45 min.)

A. Warm-up (5 min.)

i Isolated Vocabulary
Instruction (Before
reading) (12 min.)

B. Pre-reading (8 min.)
C. First reading (8 min.)
D. Second reading (12 min.)

A. Warm-up (5 min.)

B. Pre-reading (8 min.)

C. First reading (8 min.)

D. Second reading (12 min.)

# Integrated Vocabulary
Instruction (During 2"
reading) (+ 12 min.)

A. Warm-up (5 min.)
B. Pre-reading (8 min.)
C. First reading (14 min.)

D. Second reading (18 min.)

Lesson 2 (45 min.)

E. Comprehension questions
(8 min.)

F. Post-reading (12 min.)

G. Immediate post-test
(word recall) (10 min.)

H. Immediate post-test
(word recognition) (10 min.)

E. Comprehension questions
(8 min.)

F. Post-reading (12 min.)

G. Immediate post-test
(word recall) (10 min.)

H. Immediate post-test
(word recognition) (10 min.)

E. Comprehension questions
(8 min.)

F. Post-reading (12 min.)

G. Immediate post-test (word
recall) (10 min.)

H. Immediate post-test (word
recognition) (10 min.)

¥

2 weeks after treatments

The delayed post-tests

After a short-discussion about the answer of the multiple choice item, the students

were asked to read the text for the second time so as to put seven jumbled events into
correct order. (The groups in the integrated treatments were provided with form-focused

vocabulary instruction here, during this second reading. Unlike the other treatments,
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the students in integrated treatments read the text again together with the teacher.
Meanwhile, the teacher read the text aloud and the students followed him by reading
from their own copy. The reason underlying this procedure was to control the pace of
reading and to give integrated form-focused vocabulary instruction properly. After
reading the sentence which include one of the target words, the teacher stopped and
gave vocabulary instruction as the same as the isolated group received.) Then, the
participants in all treatments were supposed to answer four comprehension questions.
Finally, as a post-reading activity, the students were asked to discuss on two questions,
which attempts to relate the reading text with their personal opinions and experiences.
(The participants in incidental treatments were not provided with any form-
focused vocabulary instruction. Instead, they just used linguistic context to acquire new
target words in the reading texts. With this in mind, the students in “incidental
learning” treatments were allowed more time — as much as the time allocated for
isolated and integrated FFI — to read the texts in order to counterbalance the

experimental conditions of all three treatments in terms of learning time.)

We watched the plane Flying in a balloon is

while it was enjoyable, but the air
ascend (v) go up, ascending into the becomes a bit colder as you
rise, move up white clouds. ascend.
Figure 3.5. A Figure 3.6. A Figure 3.7. A sample Figure 3.8. A sample
sample pictorial sample pictorial pictorial flashcard pictorial flashcard

flashcard flashcard

The following standard procedures were adopted to teach each target word: First,
the unlabelled pictorial flashcard of the target word was displayed on the smartboard
screen in the classroom (See Figure 3.5). Not only was this flashcard used to attract the
students’ attention to the new word, but it also provided a favourable context for the
students to move smoothly into the meaning of the given word. At this lead-in stage, the
teacher asked the students some questions to help them guess the meaning of the new
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word. Second, the teacher presented the students with the phonological form of the
target word by pronouncing it three times: ascend”, “ascend”, and “ascend”. Third, the
labelled pictorial flashcard was shown to the participating students (See Figure 3.6).
Seeing the spelling, the parts of speech, and the meaning of the target word on the
screen together with the corresponding picture, they repeated the English pronunciation
of “ascend” three times after the teacher. Fourth, the students were explicitly informed
about the spelling, the parts of speech, and the meaning of the target word. Fifth, the
students were supplied with two sample sentences along with the corresponding visuals
so that they could revise the newly-learned target word (See Figure 3.7 and Figure 3.8).
At this stage, the teacher read the example sentences very carefully and paid special
attention to make the students understand these sentences well. All of the target
vocabulary items were individually instructed in the same way. Both isolated and
integrated vocabulary instruction for each group lasted about 12 minutes.

After pre, while, and post reading activities had been completed, the immediate
post-tests were conducted in two modalities. At first, the word recall test was
administered to measure the participants’ productive knowledge (active recall) of the
target words in the reading texts. Here the participants were expected to recall and write
L2 equivalents of the target words into the blanks left in the sentences. Then, the other
type of immediate post-test was conducted in the multiple-choice format to measure the
participants’ recognition of the target words. Taking the number of test items into
account, the participants were allowed 10 minutes to take each immediate post-test.
However, the majority of the participants completed their test within a shorter period of
time.

The participants were not permitted to take note about the target words during or
after the treatments. They were also not given any assignment about these reading texts
and target vocabulary items. After a two-week interval, the parallel post-tests were
conducted to assess the participants’ delayed recall and recognition of the target words
in each treatment. Similarly, 10 minutes were allocated to the administration of each
delayed post-test. The participants were not given any information about these delayed
post-tests to prevent some students from making regular attempts to study these target

words throughout this two-week period.
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3.8. Isolated and Integrated Form-Focused VVocabulary Instruction

By means of PowerPoint slides, the participants were taught the target words in
each treatment (isolated or integrated) through pictorial flashcards accompanied with
two sample sentential contexts. In isolated treatments, the target words were taught in a
separate section before the students started to read the texts. As for integrated
treatments, the same target items were instructed while the participants were reading the
texts for the second time. Rather than the pre-teaching of the target words, the teacher
just began to read orally the related texts together with the students. When they
encountered one of the targeted words in the text, the teacher stopped to draw the
students’ attention to the target form on the slideshow. Meanwhile, the target item was
presented through the same procedures as isolated FFI. The meaning and pronunciation
of the target word were presented to the students, and they were provided with two
sample sentences. The context of these samples was in line with the context where the
target word was used in the texts; therefore, the students’ attention was not kept away
from the overall meaning of the texts. When the teacher finished explaining the
meaning of the target item in connection with the context it appeared in the text, they

carried on reading (See Table 3.5 for the isolated and integrated vocabulary instruction).

Table 3.5. The isolated and integrated vocabulary instruction

Each target word was instructed with pictorial flashcards through the following 5 steps:

1) The unlabelled pictorial flashcard was shown to the students to establish a context (See Figure 3.5).
Meanwhile, the students tried to guess the meaning of the words under the guidance of the teacher.

\ 4

2) The teacher pronounced the target word three times.

\ 4

3) Seeing the spelling, parts of speech, and definition of the target word on the labelled flashcard (See
Figure 3.6), the students repeated the pronunciation of the word three times after the teacher.

¥

4) The students were explicitly informed about the spelling, the parts of speech and the meaning of the
target word.

\ 4

5) Each target word was practiced through two example sentences, which was embedded in the related
visuals (See Figure 3.7 and 3.8).
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3.9. Piloting, Scoring, and Inter-rater Reliability

The instructional materials, the testing instruments, and all types of the
experimental treatments were piloted with another intact class of B1l-level students in
the same school of foreign languages. During the pilot study, the treatments were also
timed. Moreover, all the instructional materials for teaching the target words and testing
instruments for data collection were checked.

While scoring the word-recognition tests, one point was given for each correct
response. As for the scoring of word-recall tests, one point was given for each correctly-
produced target word, and half a point was assigned to the responses with one-letter
spelling mistakes. The responses with more mistakes were not received as true.

At the stages of data analysis, not only the quantitative data from the pre-tests and
the post-tests but also the qualitative data from the open-ended questionnaires and semi-
structured interviews were verified by a second rater, who was working as an EFL
instructor at a state university. The intra-class correlation was calculated to test inter-
rater reliability of both the quantitative and qualitative measures. The intra-class
correlation efficiency was found to be 1.00 for average measures in the quantitative
analyses. As for the intra-class correlation efficiency of the qualitative analyses, it was
computed as 0.98 for average measures. These statistics demonstrated an excellent level
of internal consistency between two raters because the figure was quite higher than the
preferred ratio of inter-rater reliability (o > 0.80).

3.10. Data Collection

All the data were collected during the spring semester of 2018/2019 academic
year. Data collection processes were conducted in an ethical manner. All types of data
were gathered on a voluntary basis, and the verbal and written informed consent were
taken from all the participating students before data collection procedures. (See
Appendix 4 for the samples of written consent forms taken from the participants). Table
3.5 displays the summary of data collection procedures.

The quantitative data were gathered from all of 48 participants through the pre-
tests, the immediate post-tests and the delayed post-tests. However, the data from four
participants were excluded at the analysis stage due to their pre-test results, which
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revealed that they had already recognised three to six target words from each reading

texts before the study was conducted. The incomplete data from one participant were

also eliminated since he could not get involved in majority of treatment sessions

because of the high level of absenteeism. Hence, the quantitative data from 43

participating students who scored zero (0) on the pre-test were included into the analysis

stage of the current study. (See Appendices 12, 13, and 14 for the pre-tests, immediate

post-tests, and delayed post-tests, respectively).

Table 3.6: The summary of data collection procedures

Data Collection Instrument / Process Date Groups
# Pilot study of experimental treatments 04 February - 15 Another intact
#¥ Checking instructional —materials and testing March 2019 group at B1-level
instruments
# Pre-experimental measures
v Placement tests to compare English proficiency 12 September 2018  Group A, Band C
levels of the participants
v Reading comprehension test scores of the 22-29 March 2019 Group A, Band C
participants in the previous academic quarter
v" Vocabulary test scores of the participants in the

previous academic quarter

A4

# Informing the participants about the aim and scope of
the study

# Verbal and written consent from the participants

01-05 April 2019

Group A, Band C

¥

# Pre-tests of target words

08-12 April 2019

Group A, Band C

¥

# Implementation of experimental treatments
# Immediate post-tests

22-26 April 2019

Group A, Band C

# Open-ended questionnaires

29 April - 03 May
2019

Group A, Band C

# Delayed post-tests

06-10 May 2019

Group A, Band C

# Semi-structured interviews

13-17 May 2019

6 participants
from each group
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As for the qualitative data, they were collected by means of open-ended
questionnaires and semi-structured interviews (See Appendix 15 for the open-ended
questionnaire and semi-structured interview items). On the one hand, the questionnaires
were given to the participants in order to explore their preferences and perceptions of
isolated FFI, integrated FFI and incidental learning with no FonF in a text-based reading
course. In a few days after the treatments, the printed questionnaire sheets were
distributed to all of 48 participating students by hand. The questionnaire items were
originally in Turkish so that the students could express their opinions and feelings more
easily in their native language. No limitations were imposed on time and location for the
respondents to answer the questionnaire items. Therefore, the participants were free to
fill out the questionnaire forms wherever and whenever they wanted. At last, 43
participants completed their questionnaire forms on a voluntary basis and submitted
them to the researcher. Thus, the questionnaires yielded a 90% response rate. (See
Appendix 16 for the samples of the open-ended questionnaires with the participants).

On the other hand, the face-to-face semi-structured interviews were conducted
with 18 students, which was equivalent to nearly 40% of the participants. Six volunteers
were randomly selected from each of three intact groups. The semi-structured
interviews were carried out not only to collect more information about the opinions of
the participants but also to clarify the details that were still left unclear by the
questionnaire data. The semi-structured interviews were also carried out in Turkish so
that the students could express their thoughts and ideas more fluently and comfortably
while interacting with the researcher. The protocols were employed to record the
interview data, and all the interview sessions were audio-recorded and transcribed
verbatim so as not to miss any details. (See Appendix 17 for the samples of the semi-

structured interviews with the participants).

3.11. Data Analysis
3.11.1. Quantitative Data Analysis

The quantitative data were analysed by means of a statistical software program.
First, the pre-tests, the immediate post-tests and the delayed post-tests were organised,

classified and entered into the software program. Afterwards, the descriptive statistics of
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the mean scores, standard deviations, and percentages of these tests were calculated
separately for each type of treatment. Next, one-way repeated measures ANOVA
analyses were conducted to find out the effects of incidental learning, isolated FFI, and
integrated FFI on vocabulary gains of the participants in each group. Meanwhile, pair-
wise comparisons with Benferroni adjustments were computed among pre-tests, post-
tests, and delayed post-test scores of the participants so as to explore the significance

level of the difference across the test results.

Table 3.7: The procedures for quantitative data analysis

RQ 1: Individual effects of isolated FFI, integrated FFI and incidental learning with no FonF
1. Calculation of descriptive statistics (means, standard deviations, percentages) for each technique
2. One-way repeated measures ANOVA analyses to find out the individual effect of each technique

3. Pairwise comparisons with Bonferroni adjustment as post hoc tests to explore the significance level of
the difference across pre-tests, immediate post-tests, and delayed post-test scores of the participants

4. Generation and interpretation of statistical tables

RQ 2: Comparing the effects of isolated FFI, integrated FFI and incidental learning with no FonF
1. Calculation of descriptive statistics (means, standard deviations, percentages) for all three techniques
2. One-way ANOVA analyses to compare the effects of three techniques in each treatment

3. Pairwise comparisons with Bonferroni adjustment as post hoc tests to explore where the significant
differences lie among each these three techniques of vocabulary learning

4. Generation and interpretation of statistical tables

RQ 3: Comparing the effects of three techniques across various reading texts

1. Calculation of descriptive statistics (means, standard deviations, percentages) for all three types of
treatments in each reading text

2. One-way ANOVA analyses to compare the effects of three types of treatments in each reading text

3. Pairwise comparisons with Bonferroni adjustment as post hoc tests to explore where the significant
differences lie among these three techniques of vocabulary learning in each reading text

4. Generation and interpretation of statistical tables

Then, one-way ANOVA tests were employed to compare the effects of isolated
FFI, integrated FFI, and incidental learning with no FonF on EFL learners’ immediate
or delayed recognition and recall of target words. These analyses were followed by the
pair-wise comparisons with Benferroni adjustments in order to see whether there exists

any significant difference among three types of treatments. One-way ANOVA analyses
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were also run to compare the effectiveness of these three types of vocabulary learning
methods in different reading texts. Finally, the statistical tables were created to enhance
the readers’ understanding of the quantitative research results (See Table 3.7 for the
procedures for quantitative data analyses in relation to the first three research

questions).

3.11.2. Qualitative Data Analysis

The qualitative data from the open-ended questionnaires and semi-structured
interviews were analysed and interpreted in accordance with “grounded theory ”, which
suggests a set of systematic procedures for collecting and analysing the qualitative data.
Grounded theory research tries to generate a new theory through a step-by-step analysis
of qualitative data gathered from the participants, especially when the available theories
are inappropriate or insufficient to give a clear explanation of the research problem
(Creswell, 2012). The current study employed the emerging design (Glaser, 1992).
Rather than utilising pre-set categories or themes, a data-driven approach was adopted
to let new categories or themes emerge from the qualitative data, which generated a new
theory grounded in the perceptions and the experiences of the participants within the
treatments.

The study made use of constant comparison procedures in the whole process of
qualitative data analysis. As an inductive method, constant comparison was used to
infer general categories from the specific samples of the qualitative data by making
comparisons between the incidents and the categories in the data (Creswell, 2012).
Initially, the qualitative data were organised and classified. Meanwhile, the data were
read critically, examined and evaluated in detail, and reviewed several times so as to
obtain a general outline of the data. Next, the qualitative data were divided into codes,
which can be defined as the smallest unit of data. In vivo and descriptive coding
techniques were primarily used to identify the codes (Miles, Huberman and Saldana,
2014). In vivo coding is assigning labels to the units of qualitative data based on the
actual words or phrases of the participants. On the other hand, descriptive coding is
labelling the units of qualitative data by summarising the main points stated by the
participants. Then, the sub-categories and categories were generated through a detailed

analysis and interpretation of these identified codes. In this phase, the frequencies of the
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codes were assigned to each sub-category and category. Finally, the categories were
grouped into the main themes, and the relevant tables and figures were created in order
to explain the qualitative research findings of the current study. (See Appendix 18 for
the samples for the qualitative data analyses.)

The whole processes of the qualitative data analyses were repeated and checked
by a second researcher in order to ensure inter-rater reliability. The qualitative findings
were compared at the end of each step of data analyses. The mutual agreement was
made on the controversial issues (See Table 3.8 for the procedures for qualitative data
analyses in relation to the fourth and fifth research questions).

Table 3.8: The procedures for qualitative data analysis

RQ 4: EFL Learners’ preferences for isolated FFI, integrated FFI and incidental learning
1. Organisation and classification of the qualitative data

2. ldentification of the preference of each participant from the qualitative data

3. Calculation of the frequencies and the percentages for the preferences of all participants

4. Generation and interpretation of tables

RQ 5: EFL Learners’ perceptions for isolated FFI, integrated FFI and incidental learning
1. Organisation and classification of the qualitative data

2. General outline of the data through critical reading, detailed analysis and several reviews

3. Identification of the codes as the smallest units of data through in vivo and descriptive coding

4. Generation of sub-categories and categories through a detailed analysis and interpretation of the
identified codes

5. Grouping of sub-categories and categories into main themes
6. Calculation of the frequencies of codes within each sub-category, category and main theme

7. Generation and interpretation of tables
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CHAPTER 4

4. RESULTS

The study results are explained in depth hereafter in the light of five research
questions. Firstly, the study findings of pre-experimental measures were provided with
regard to the comparison of the participants in each group in terms of their levels of
English proficiency, their vocabulary and reading comprehension test scores in the last
academic quarter, and their pre-test results of the target words in three reading texts
used in the present study. Then, the first three research questions were answered
through the quantitative results of the current study. The general outcomes were
clarified with regard to the overall effects of isolated FFI, integrated FFI, and incidental
learning with no FonF on 43 EFL learners’ acquisition of the target words in the reading
texts. These overall findings were checked through the detailed statistical analyses
conducted within each of three individual intact classes. Finally, the last two research
questions were replied by means of the qualitative research findings, which were mainly

collected through open-ended questionnaires and semi-structured interviews.

4.1. The Research Findings before the Treatments

The pre-experimental measures indicated that the participants in all groups were
at the same level of English proficiency in that they had been assigned to their classes
through the same placement test held by the school at the beginning of the academic
year. One-way ANOVA analyses were employed to compare three intact classes in
terms of their level of English proficiency. The success rate was nearly 80% for the
participants in Group A (M=79.69, SD=7.93) whereas this ratio was about 81% for their
counterparts in Group B (M=80.63, SD=7.34) and for the participating students in
Group C (M=80.75, SD=7.28). In the light of these findings, it can be concluded that
there were no statistically significant differences among the placement test mean scores
of the participants in three groups, F(2, 45)= 0.095, p=0.909 (See Table 4.1).

One-way ANOVA analyses were also run to compare three groups in terms of
reading comprehension test scores of the participants in the final exams at the end of

last academic quarter. The achievement rate was approximately 80% for the participants
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in Group A (M=80.03, SD=10.65). This figure was 82% not only for the students in
Group B (M=81.91, SD=6.31) and for those in Group C (M=82.34, SD=9.09).
Consequently, the findings revealed no statistically significant differences among the
reading comprehension mean scores of the participating students in three intact classes,
F(2, 45)=0.307, p=0.737 (See Table 4.1).

Table 4.1. The research findings before the treatments

n M SD % df F p
Placement Test GropA 16 7969 793 80%
Scores (Conducted Group B 16 80.63 734 81% 0.095 0.909
by the School) 45
y GroupC 16 8075 7.28 81%

Reading GroupA 16 80.03 1065 80%
Comprehension Test GroupB 16 81.91 6.31 82% 0.307 0.737
Scores (Final Exam)  Gropc 16 8234 909 82%

GroupA 16 7156 1225 72%
Vocabulary Test GroupB 16 7088 1348 71% 2 0154  0.858
Scores (Final Exam)

GroupC 16 7325 1157 73%

Note: Maximum mean score = 100.00

Furthermore, the means scores of the participants on the final vocabulary exam
held last academic quarter were compared by means of one-way ANOVA analyses. The
lexical gains of the students was 72% for Group A (M=71.56, SD=12.25) while these
ratio was 71% for their counterparts in Group B (M=70.88, SD=13.48) and 73% for
those in Group C (M=73.25, SD=11.57). These findings also released no statistically
significant differences among the vocabulary exam mean scores of the students in each
intact classes, F(2, 45)= 0.154, p=0.858 (See Table 4.1.). Thus, the study results
suggested that the participants in each group had similar levels of English proficiency,
reading comprehension, and vocabulary gains scores, before the treatment sessions, at
the beginning of the academic quarter.

The last but not the least, the pre-test results showed that the participating students
in each intact group had no prior knowledge of target words in each of three reading
texts which were employed in the current study. The statistical data from one absentee
and four participants who had already recognised three to six target words from each

reading text were excluded at the analysis stage. Therefore, the data from 43
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participating students who scored zero (0) on the pre-test were included into the
analyses of the research findings, and the mean scores were calculated as zero (0) for

the pre-tests which were conducted in the treatments.

4.2. The Quantitative Research Results

The first research question is as follows: “What are the effects of (a) incidental
learning with no focus on form, (b) isolated FFI, and (c) integrated FFI on EFL learners’
immediate or delayed recognition and recall of the target vocabulary items in a text-
based reading course?” One-way ANOVA with repeated measures analyses were
conducted to investigate the effects of isolated FFI, integrated FFI, and incidental
learning with no focus on form on EFL learners’ immediate or delayed recognition and
recall of the target words in a reading course. For each method of learning, these
analyses revealed statistically significant differences between the lexical gain scores of
EFL learners before and after the treatments. As post hoc tests, the pairwise
comparisons with Bonferroni adjustment were also calculated among the pre-test, the
immediate post-test, and delayed post-test mean scores of the participants so as to
explore where the significant differences existed. All the statistical tests and analyses
demonstrated that all three types of vocabulary learning techniques provided EFL
learners with higher lexical gain scores in terms of immediate or delayed word

recognition and recall of target words in reading texts.

4.2.1. The effect of isolated FFI on EFL learners’ recognition and recall of target

words

One-way repeated measures ANOVA was run to explore the overall effect of
isolated FFI on 43 EFL learners’ recognition and recall of target vocabulary items in a
text-based reading course (See Table 4.2). The pre-test results indicated that the
participating students had no prior knowledge of nine target words before they were
given isolated form-focused vocabulary instruction. On the other hand, they recognised
94% of the target lexical items correctly immediately after the treatment (M=8.42,
SD=0.93). The delayed post-test results also suggested that the receptive vocabulary

gains of the participants remained relatively stable even two weeks later. They could
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recognise 88% of the target words accurately (M=7.93, SD=1.33) even though they did
not recycle and review those words during this time. Thus, isolated FFI was found to
have statistically significant impact on EFL learners’ word recognition test scores,
F(2000, 41000)= 1794.878, p<0.001. The pairwise comparisons with Bonferroni
adjustment were carried out as post hoc test, and the results verified the statistically
significant differences not only between the pre-test and the immediate post-test mean
scores but also between the pre-test and the delayed post-test mean scores at p<0.001
level. In brief, these research findings revealed positive research evidence for the
facilitative effect of isolated FFI on EFL learners’ recognition of target words.

Table 4.2. The overall effect of isolated FFI on vocabulary recognition and recall

N M SD % df F p

Pre-test 43 000 000 0%

Word : 0. 2,000

Recognition Immediate post-test 43 842 093 9%4% 41,000 1794.878 0.000
Delayed post-test 43 793 133 88%
Pre-test 43 0.00 000 0%

Word : o 2,000

Recall Immediate post-test 43 513 218 57% 41,000 119.698 0.000
Delayed post-test 43 137 099 15%

Note: Maximum mean score = 9.00

The participants also obtained quite high word-recall test scores (See Table 4.2).
They could properly recall and produce 57% of target lexical items (M=5.13, SD=2.18)
immediately after isolated FFI. In delayed post-tests, they were able to remember and
write roughly 15% of the target words accurately (M=1.37, SD=0.99) in spite of two
weeks interval and without any further practice or revision. Those statistics verified the
facilitative effect of isolated FFI on EFL learners’ recall of target vocabulary items,
F(2000, 41000)= 119.698, p<0.001. Pair-wise comparisons were conducted as post hoc
tests with regard to these three word recall tests, and they also validated the significance
of differences at p<0.001 level. In the light of these research findings, it can be
concluded that isolated form-focused vocabulary instruction provided EFL learners with
high word recognition and recall scores both immediately after the treatment and two
weeks later.

Overall effect of isolated FFI on vocabulary learning was also checked through

detailed statistical analyses conducted within each of three individual groups. Table 4.3
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indicates that isolated vocabulary instruction in Group A was detected to have
statistically significant effect on EFL learner’s immediate and delayed recognition of
the target words in Text A, F(2, 28)= 363.921, p<0.001. The pairwise comparisons were
also run as post hoc test, which justified the significant differences between the pre-test
and the immediate post-test (M=8.33, SD=0.98) as well as between the pre-test and the
delayed post-test (M=7.27, SD=1.49) at p<0.001 level. On the other side, the
participants in Group A obtained significantly higher word recall scores in both the
immediate and the delayed post-tests thanks to isolated FFI, F(2, 28)= 136.350,
p<0.001. The post hoc tests also substantiated the statistically significant differences not
only between the pre-test and the immediate post-test (M=4.97, SD=1.23) but also
between the pre-test and the delayed post-test (M=1.50, SD=0.94) at p<0.001 level.
With this in mind, the study results highlighted the facilitative impact of isolated FFI on

L2 learners’ immediate or delayed recognition and recall of target words.

Table 4.3. The effect of isolated FFI on vocabulary recognition and recall (Group A)

n M SD % df F p
Pre-test 15 0.00 0.00 0%
Word . 2
.. Immediate post-test 15 833 098 93% 363.921 0.000
Recognition 28
Delayed post-test 15 7.27 149 81%
Pre-test 15 0.00 000 0%
Word . 2
Immediate post-test 15 497 1.23 55% 136.350 0.000
Recall 28
Delayed post-test 15 150 094 17%

Note: Maximum mean score = 9.00

Isolated FFI was also verified to be statistically beneficial to the participants in
Group B regarding with immediate and delayed recognition of the target words in Text
B, F(2, 24)= 738.902, p<0.001 (See Table 4.4). The pairwise comparisons conducted as
post hoc tests revealed the statistically significant differences between the pre-test and
the immediate post-test means (M=8.31, SD=0.95) in addition to between the pre-test
and the delayed post-test mean scores (M=8.46, SD=0.78) at p<0.001 level. The EFL
learners in Group B also benefited from isolated vocabulary instruction in terms of
immediate and delayed recall of the target words in Text B, F(2000, 11000)= 43.150,
p<0.001. The pairwise comparisons statistically confirmed the significance of
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differences between the mean scores of the pre-test and the immediate post-test
(M=5.50, SD=2.40) as well as between the means of the pre-test and the delayed post-
test (M=1.23, SD=0.73) at p<0.001 level. Thus, the research findings suggested that
isolated FFI equipped the students in Group B with high level of vocabulary gains in
both word recognition and recall tests.

Table 4.4. The effect of isolated FFI on vocabulary recognition and recall (Group B)

n M SD % df F p
Pre-test 13 000 000 0%
Word . 2
. Immediate post-test 13 831 095 92% 738.902 0.000
Recognition 24
Delayed post-test 13 846 078 94 %
Pre-test 13 000 000 0%
Word . 0. 2.000
Recall Immediate post-test 13 5.50 240 61% 11.000 43.150 0.000
Delayed post-test 13 123 073 14%

Note: Maximum mean score = 9.00

The statistics from Group C were also in line with the figures from the other
groups. As seen in Table 4.5, isolated form-focused vocabulary instruction facilitated
EFL learners’ immediate and delayed recognition of target words in Text C, F(2, 28)=
577.070, p<0.001. According to the post hoc tests, there were statistically significant
differences between the mean scores of the pre-test and the immediate post-test
(M=8.60, SD=0.91) as well as between the means of the pre-test and the delayed post-
test (M=8.13, SD=1.36) at p<0.001 level. On the other hand, the participating students
in Group C also gained significantly high lexical gain scores in the immediate and
delayed word recall tests of Text C, F(2000, 13000)= 23.127, p<0.001. The pairwise
comparisons supported this significant difference between the pre-test and the
immediate post-test means (M=4.97, SD=2.75) as well as between the pre-test and the
delayed post-test mean scores (M=1.37, SD=1.25) at p<0.01 level. To sum up, the study
results released positive research evidence for the facilitate role of isolated FFI in EFL
learners’ immediate or delayed recognition and recall of the target vocabulary items in a

text-based reading course.
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Table 4.5. The effect of isolated FFI on vocabulary recognition and recall (Group C)

n M SD % df F p
Pre-test 15 0.00 0.00 0%
Word . 2
. Immediate post-test 15 8.60 0.91 96 % 577.070  0.000
Recognition 28
Delayed post-test 15 813 1.36 90 %
Pre-test 15 0.00 0.00 0%
Word . 0 2.000
Recall Immediate post-test 15 497 275 55 % 13.000 23.127 0.000
Delayed post-test 15 137 125 15%

Note: Maximum mean score = 9.00

4.2.2. The effect of integrated FFI on EFL learners’ recognition and recall of target

words

One-way ANOVA with repeated measures was employed to find out the overall
effect of integrated FFI on 43 EFL learners’ recognition and recall of target vocabulary
items in reading texts (See Table 4.6). According to the pre-test results, the participants
had no previous knowledge of nine target lexical items before they were exposed to
integrated FFI. They could recognise roughly 71% of the target words accurately
(M=6.37, SD=1.66) immediately after they were provided with integrated form-focused
vocabulary instruction. Even after a two-week interval, their word recognition rate was
65% in delayed post-tests (M=5.81, SD=2.17). These study results released positive
research evidence for the facilitative effect of integrated FFI on EFL learners’
recognition of target words, F(2, 84)= 265.022, p<0.001. The pairwise comparisons
which were conducted as post hoc test also confirmed the significance of differences
between the pre-test and the immediate post-test means as well as between the pre-test
and the delayed post-test mean scores at p<0.001 level. In the light of these research
findings, it can be put forward that integrated FFI had statistically significant effect on
EFL learners’ word recognition test scores.

As for word recall test scores, the participating students could recall and produce
25% of target lexical items properly (M=2.24, SD=2.11) immediately after they were
exposed to integrated FFI. Two weeks later, they were able to remember and write
roughly 6% of the target words accurately (M=0.51, SD=0.61) in the delayed post-tests.
Although the achievement rate in integrated FFI was not as high as that in isolated FFI,

these statistics also revealed that integrated FFI had a significant impact on EFL

78



learners’ recall of target vocabulary items, F(2000, 41000)= 24.989, p<0.001. Pair-wise
comparisons were employed as post hoc tests with regard to these three word recall
tests, and they also verified the significance of differences at p<0.001 level. These
research findings indicated that EFL learners benefited from integrated FFI in terms of

their recognition and recall of the target words in a text-based reading lesson.

Table 4.6. The overall effect of integrated FFI on vocabulary recognition and recall

N M SD % df F p
Pre-test 43 0.00 0.00 0%
Word : 2
.. Immediate post-test 43 6.37 166 71% 265.022 0.000
Recognition 84
Delayed post-test 43 581 217 65%
Pre-test 43 0.00 0.00 0%
Word : 0 2.000
Recall Immediate post-test 43 224 211 25% 41.000 24.989 0.000
Delayed post-test 43 051 0.61 6 %

Note: Maximum mean score = 9.00

The detailed analysis of the findings from each of three intact groups were also in
line with overall statistics. Table 4.7 displays that the participants in Group A gained
significantly higher vocabulary recognition scores by means of integrated FFI with
reference to Text C, F(2, 28)= 90.913, p<0.001. The pairwise comparisons were put to
use as post hoc tests, and they substantiated the significant differences between the pre-
test and the immediate post-test means (M=6.33, SD=1.54) and also between the pre-
test and the delayed post-test means (M=>5.33, SD=2.06) at p<0.001 level. Moreover,
integrated FFI was explored to have significant effect on EFL learners’ immediate or
delayed recall of target words in Text C, F(2000, 13000)= 6.709, p<0.05. The post hoc
tests released the significant differences between the mean scores of the pre-test and the
immediate post-test (M=1.93, SD=1.97) at p<0.01 level. However, there was no
significant difference between the pre-test and the delayed post-test means scores
(M=0.47, SD=0.69), p=0.062. While integrated FFI was identified to be statistically
advantageous to the participants in Group A soon after the treatment, it did not yielded
significant effect on their word recall scores in the delayed post-test. Nevertheless, all-
inclusive statistics suggested that integrated vocabulary instruction had a facilitative

impact on the students’ recognition and recall of the target words in Text C.
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Table 4.7. The effect of integrated FFI on vocabulary recognition and recall (Group A)

n M SD % df F p
Pre-test 15 000 000 0%
Word - 2
- Immediate post-test 15 6.33 154 70% 90.913 0.000
Recognition 28
Delayed post-test 15 533 206 59%
Pre-test 15 000 000 0%
Word : 0. 2.000
Recall Immediate post-test 15 193 197 21% 13.000 6.709 0.010
Delayed post-test 15 047 069 5%

Note: Maximum mean score = 9.00

Integrated FFI was also confirmed to be statistically effective in providing the
participants in Group B with immediate and delayed recognition of the target words in
Text A, F(2, 24)= 129.153, p<0.001 (See Table 4.8). The post hoc tests pointed to the
statistically significant differences not only between the pre-test and the immediate
post-test means (M=6.69, SD=1.44) in addition to between the pre-test and the delayed
post-test mean scores (M=7.08, SD=2.02) at p<0.001 level. Integrated vocabulary
instruction also brought advantage to the students in Group B within the scope of the
immediate and delayed recall of the target words in Text A, F(2000, 11000)= 28.404,
p<0.001. The post hoc tests verified the significance of differences between the pre-test
and the immediate post-test (M=3.19, SD=1.56) at p<0.001 level and also between the
pre-test and the delayed post-test (M=0.69, SD=0.56) at p<0.01 level. Hence, the
research findings revealed positive research evidence for the beneficial effect of

integrated FFI on EFL learners’ lexical gains in both word recognition and recall tests.

Table 4.8. The effect of integrated FFI on vocabulary recognition and recall (Group B)

n M SD % df F p
Pre-test 13 000 000 0%
Word - 2
. Immediate post-test 13 6.69 144 T74% 129.153 0.000
Recognition 24
Delayed post-test 13 7.08 202 T79%
Pre-test 13 0.00 000 0%
Word : 0. 2.000
Recall Immediate post-test 13 319 156 35% 11.000 28.404 0.000
Delayed post-test 13 069 056 8%

Note: Maximum mean score = 9.00

The research results from Group C were also in harmony with those from the

other groups. As shown in Table 4.9, the students in Group C obtained statistically
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higher vocabulary gain scores in the immediate and delayed recognition tests when they
were exposed to integrated FFI in connection with Text B, F(2, 28)= 74.357, p<0.001.
As reported by the post hoc tests, there were statistically significant differences between
the mean scores of the pre-test and the immediate post-test (M=6.13, SD=2.00) as well
as between the mean scores of the pre-test and the delayed post-test (M=5.20, SD=2.08)
at p<0.001 level. On the other side, the general statistics from the word recall tests
suggested that those in Group C also benefited from integrated FFI in terms of their
lexical gains in the immediate and delayed word recall tests of Text B, F(2000, 13000)=
3.943, p<0.05. However, the pairwise comparisons revealed statistically significant
differences neither between the pre-test and the immediate post-test means (M=1.73,
SD=2.48) nor between the pre-test and the delayed post-test mean scores (M=0.40,
SD=0.57), p=0.052. Nonetheless, overall statistics from Group C, similar to other
groups, indicated that integrated FFI facilitated EFL learners’ recognition and recall of
the target words in Text B.

Table 4.9. The effect of integrated FFI on vocabulary recognition and recall (Group C)

n M SD % df F p
Pre-test 15 0.00 000 0%
Word Immediate post-test 15  6.13 200 68% . 74357  0.000
Recognition P ' ' 0 28 ' '
Delayed post-test 15 520 2.08 58%
Pre-test 15 0.00 000 0%
Word : 0. 2.000
Recall Immediate post-test 15 173 248 19% 13.000 3.943 0.046
Delayed post-test 15 040 057 4%

Note: Maximum mean score = 9.00

4.2.3. The effect of incidental learning with no FonF on EFL learners’ recognition

and recall of target words

One-way repeated measures ANOVA analyses were conducted to investigate the
overall effect of incidental learning with no FonF on 43 EFL learners’ recognition and
recall of target vocabulary items in reading texts (See Table 4.10). According to the pre-
test results, the participants had no prior knowledge of nine target words before they
were exposed to incidental vocabulary learning from the contexts of reading texts. Soon
after the treatment, 43 EFL learners students recognised 39% of the target words

correctly (M=3.49, SD=1.61). Two weeks later, the receptive vocabulary gains of the
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participants were a bit higher seeing that they could recognise 43% of the target words
accurately (M=3.91, SD=2.40) without any further practice or revision during this time.
In this regard, incidental learning with no FonF also yielded statistically significant
effect on EFL learners’ word recognition test scores, F(2000, 41000)= 101.087,
p<0.001. The post hoc tests, which were put to use as pairwise comparisons, validated
the statistically significant differences between the pre-test and the immediate post-test
mean scores as well as between the pre-test and the delayed post-test means at p<0.001
level. Briefly, these findings revealed positive research evidence for the facilitative role
of incidental learning with no FonF in EFL learners’ recognition of target words in

reading texts.

Table 4.10. The overall effect of incidental learning on vocabulary recognition and recall

N M SD % df F p

Pre-test 43 0.00 0.00 0%

Word - 0 2.000

Recognition Immediate post-test 43 349 161 39% 41.000 101.087 0.000
Delayed post-test 43 391 240 43%
Pre-test 43 0.00 0.00 0%

Word . 2.000

Recall Immediate post-test 43 042 0.66 5% 41.000 11.211 0.000
Delayed post-test 43 0.10 0.23 1%

Note: Maximum mean score = 9.00

As for word recall tests, the students properly recall and produce 5% of target
vocabulary items (M=0.42, SD=0.66) immediately after the treatment of incidental
learning from the context. In delayed post-tests, they were able to remember and write
only 1% of the target words accurately (M=0.10, SD=0.23). Even these statistics were
found to be sufficient enough to support the significant effect of incidental learning with
no FonF on EFL learners’ recall of target words, F(2000, 41000)= 11.211, p<0.001. The
pair-wise comparisons were also conducted as post hoc tests with regard to these three
word recall tests, and they also confirmed the significance of differences between the
pre-test and the immediate post-test means at p<0.001 level and also between the pre-
test and the delayed post-test mean scores at p<0.05 level. In the light of these findings,
it can be concluded that incidental learning with no FonF had statistically significant

impact on EFL learners’ recognition and recall of target words in reading texts.
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The rigorous analysis of the individual results from each of three groups also
released similar research evidence, which were in consistent with overall study findings.
As shown in Table 4.11, the students in Group A obtained higher word recognition
scores in immediate and delayed post-tests when they learned the target words
incidentally from the context of Text B, which was found to be statistically significant,
F(2, 28)= 22.300, p<0.001. The pairwise comparisons also substantiated the significant
differences between the means scores of the pre-test and the immediate post-test
(M=3.13, SD=1.67) as well as between the pre-test and the delayed post-test mean
scores (M=3.33, SD=2.44) at p<0.001 level. However, the effect of incidental learning
with no FonF on Group A was not found statistically significant in terms of the
participants’ word recall test scores with regard to Text B. The students in Group A
could recall only 1% of the target words both in the immediate post-test (M=0.07,
SD=0.26) and in the delayed post-test (M=0.10, SD=0.28), F(2000, 13000)= 1.000,
p=0.394. Thus, the related findings indicated the facilitative effect of incidental learning
with no FonF on the participants’ immediate or delayed recognition of target words
whereas they did not reveal any statistically significant effect in terms of their

immediate and delayed recall of target vocabulary in Text B.

Table 4.11. The effect of incidental learning on vocabulary acquisition (Group A)

n M SD % df F p
Pre-test 15 000 000 0%
Word T mediate posttest 15 3.3 164 35% 2 22.300  0.000
Recognition i i 28 ' '
Delayed post-test 15 333 244 37T%
Pre-test 15 0.00 000 0%
Word - 2.000
Recall Immediate post-test 15 0.07 026 1% 13.000 1.000 0.394
Delayed post-test 15 010 028 1%

Note: Maximum mean score = 9.00

Incidental learning with no FonF was also found to be statistically beneficial to
the students in Group B with respect to their immediate and delayed recognition of the
target words in Text C, F(2, 24)= 38.604, p<0.001 (See Table 4.12). The pairwise
comparisons which were conducted as post hoc tests verified the significant differences
between the pre-test and the immediate post-test mean scores (M=4.00, SD=1.41) and
also between the pre-test and the delayed post-test means (M=4.08, SD=2.40) at
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p<0.001 level. The participants in Group B also benefited from incidental learning with
no FonF in terms of their immediate and delayed recall of the target words in Text C,
F(2000, 11000)= 6.838, p<0.05. The post hoc tests confirmed the significance of
differences between the mean scores of the pre-test and the immediate post-test
(M=0.92, SD=0.89) at p<0.01 level. However, there was no statistically significant
difference between the means of the pre-test and the delayed post-test (M=0.04,
SD=0.14). Given these findings, incidental learning with no FonF was detected to be
statistically beneficial to the participants in Group B soon after the treatment although it
did not yielded significant effect on their word recall scores in the delayed post-test.
Nevertheless, general statistics revealed positive research evidence for significant
impact of incidental learning with no FonF on the students’ recognition and recall of the

target words in Text C.

Table 4.12. The effect of incidental learning on vocabulary acquisition (Group B)

n M SD % df F p
Pre-test 13 000 000 0%
Word : 2
. Immediate post-test 13 400 141 44% 38.604 0.000
Recognition 24
Delayed post-test 13 408 240 45%
Pre-test 13 0.00 000 0%
Word - o.  2.000
Recall Immediate post-test 13 092 089 10% 11.000 6.838 0.012
Delayed post-test 13 0.04 014 05%

Note: Maximum mean score = 9.00

The statistics from Group C were also in accordance with those from the other
groups. As seen in Table 4.13, incidental learning with no FonF facilitated the
participants’ immediate and delayed recognition of target words in Text A, F(2000,
13000)= 27.539, p<0.001. The post hoc tests verified the statistically significant
differences between the mean scores of the pre-test and the immediate post-test
(M=3.40, SD=1.72) as well as between the means of pre-test and the delayed post-test
(M=4.33, SD=2.41) at p<0.001 level. Furthermore, incidental learning with no FonF
also had a significant effect on the participants’ lexical gain scores in the immediate and
delayed word recall tests of Text A, F(2000, 13000)= 5.571, p<0.05. The pairwise
comparisons supported this significant level difference between the pre-test and the

immediate post-test means (M=0.33, SD=0.45). However, no statistically significant
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difference was detected between the pre-test and the delayed post-test mean scores
(M=0.17, SD=0.24), p=0.058. Incidental learning with no FonF vyielded significant
effect on the participants in Group C in terms of immediate recall of target words in
Text A, but this effect was not stable in delayed word recall tests administered two
weeks later. All in all, the research findings from Group C also supported the facilitative
role of incidental learning with no FonF in EFL learners’ immediate or delayed

recognition and recall of the target vocabulary items in a reading course.

Table 4.13. The effect of incidental learning on vocabulary acquisition (Group C)

n M SD % df F p

Pre-test 15 000 000 0%

Word : o, 2.000

Recognition Immediate post-test 15 340 172 38% 13.000 27.539 0.000
Delayed post-test 15 433 241 48%
Pre-test 15 000 000 0%

Word : 0 2.000

Recall Immediate post-test 15 033 045 4% 13.000 5.571 0.018
Delayed post-test 15 017 024 2%

Note: Maximum mean score = 9.00

4.2.4. The comparison of isolated FFI, integrated FFI, and incidental learning with

no FonF in terms of EFL learners’ immediate recognition and recall

The second research question is as follows: “Is there any statistically significant
difference among (a) incidental learning with no focus on form, (b) isolated FFI, and (c)
integrated FFI in terms of their effects on EFL learners’ immediate or delayed
recognition and recall of the target vocabulary items in a text-based reading course?”
Even though all three methods were found to have facilitative effects on vocabulary
learning, one-way ANOVA analyses were conducted to compare incidental learning
with no focus on form, isolated FFI, and integrated FFI in terms of their effects on EFL
learners’ immediate or delayed recognition and recall of the target words in three
reading texts. Then, the post hoc tests were carried on through pairwise comparisons
with Bonferroni adjustment so as to explore where the significant differences lie among
these three ways of vocabulary acquisition.

Table 4.14 displays the overall results of the immediate post-tests to compare
isolated FFI, integrated FFI, and incidental learning with no FonF in teaching
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vocabulary to 43 EFL learners through reading texts. Before the treatment sessions, the
participants had no prior knowledge of target lexical items in the reading texts.
Immediately after the treatments, the participating students could recognise 94% of the
target words properly (M=8.42, SD=0.93) when they got isolated FFI. The achievement
rate of immediate recognition was 71% for the integrated FFI (M=6.37, SD=1.66)
whereas the figure was 39% when the participants were exposed to incidental learning
with no FonF (M=3.49, SD=1.61). One-way ANOVA analysis revealed statistically
significant differences across these three methods of vocabulary learning in terms of the
participants’ immediate recognition of the target words, F(2, 126)= 127.234, p<0.001.
The pairwise comparisons were employed as post hoc tests, and the results verified the
significant differences across the mean scores of all three types of treatments at p<0.001
level. In the light of these findings, it can be concluded that isolated FFI provided EFL
learners with by far the highest vocabulary recognition scores as compared to both
integrated FFI and incidental learning. The students who got integrated FFI also
performed significantly better at immediate recognition of target words than those who

were exposed to incidental learning with no FonF.

Table 4.14. The overall results of the immediate post-tests

N M SD % df F p

| diat tost Isolated FFI 43 842 093 94% )

mmediate post-tes .

(Word Recognition) Intggrated FF - 43 637 166 71% 126 127.234  0.000

Incidental Learning 43 349 161 39%

| diat test Isolated FFI 43 513 218 57% )

mmediate post-tes ,

(Word Recall) Integrated FFI 43 224 211 25% 126 75.476  0.000

Incidental Learning 43 042 0.66 5%

Note: Maximum mean score = 9.00

The overall results of immediate word recall tests were also parallel with those
of immediate word recognition tests. Soon after the treatments, the students exposed to
isolated FFI could recall and produce 57% of the target words correctly (M=5.13,
SD=2.18) while the rate of immediate recall was 25% under the treatment of integrated
FFI (M=2.24, SD=2.11). The same students were able to recall only 5% of the target
vocabulary (M=0.42, SD=0.66) when they were expected to learn the target words

incidentally. According to one-way ANOVA analysis, there were statistically
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significant differences among the mean scores of isolated FFI, integrated FFI and
incidental learning within the scope of the participants’ immediate retention of the
target words, F(2, 126)= 75.476, p<0.001. The post hoc tests also validated the
significant differences across these three ways of presenting vocabulary at p<0.001
level. Thus, these findings suggested that EFL learners given isolated FFI performed
significantly better than their counterparts in other groups on immediate recall of target
words. Integrated FFI was also found to be statistically more effective than incidental
learning with no FonF.

The comprehensive analyses of the individual results from the groups were in
alignment with the general research findings. Table 4.15 presents that isolated FFI led to
the highest rates of word recognition gains for the participants in Group A, F(2, 42)=
51.355, p<0.001. The students recognised 93% of the target words correctly when they
were given isolated FFI (M=8.33, SD=0.98). Their achievement rate was 70% for
integrated FFI (M=6.33, SD=1.54) while the figure was only 35% when they were
exposed to learn the target words incidentally (M=3.13, SD=1.64). The post hoc tests
statistically supported the significant differences between isolated FFI and integrated
FFI at p<0.01 level. The differences between integrated FFI and incidental exposure and
between isolated FFI and incidental exposure were significant at p<0.001 level. Hence,
the students obtained the most vocabulary gains under the treatment of isolated FFI.
Integrated FFI was also statistically found to be more effective than incidental learning

with no FonF in terms of the word recognition scores of the participants in Group A.

Table 4.15. The results of the immediate post-tests (Group A)

n M SD % df F 0
| diat -test Isolated FFI 15 833 098 93% )
mmediate post-tes 0
(Word Recognition) Integrated FFI 15 633 154 70% ,, 5135  0.000

Incidental Learning 15 313 164 35%

Isolated FFI 15 497 123 55%
Integrated FFI 15 193 197 22% 50.301  0.000
Incidental Learning 15 007 026 1%

Note: Maximum mean score = 9.00

Immediate post-test
(Word Recall)

N
SN

In the immediate word recall tests, the students in Group A performed best under

the treatment of isolated FFI as compared to the integrated FFI and the incidental
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exposure alone, F(2, 42)= 50.301, p<0.001. Immediately after isolated FFI, they
recalled 55% of the target words accurately (M=4.97, SD=1.23). Integrated FFI
provided the same students with 22% of the immediate retention of the target words
(M=1.93, SD=1.97) as compared to 1% of the word recall with incidental learning with
no FonF (M=0.07, SD=1.26). The pairwise comparisons substantiated the statistically
significant differences between isolated FFI and integrated FFI as well as between
isolated FFI and incidental exposure at p<0.001 level. The difference between the
means of integrated FFI and incidental exposure was significant at p<0.01 level.
Consequently, these findings revealed the research evidence for the superiority of
isolated FFI over integrated FFI and incidental learning. Integrated FFI was also
verified to be better than incidental exposure alone in terms of the immediate retention

of the target words.

Table 4.16. The results of the immediate post-tests (Group B)

n M SD % df F p

| diat -test Isolated FFI 13 831 095 92% )

mmediate post-tes ;

(Word Recognition) —"egrated FFl 13 669 144 74% .. 37.225 0.000

Incidental Learning 13 400 141 44%

| diat -tost Isolated FFI 13 550 240 61% )

mmediate post-tes ;

(Word Recall) Integrated FFI 13 319 156 35% 36 22759 0.000

Incidental Learning 13 092 089 10%
Note: Maximum mean score = 9.00

Table 4.16 demonstrates that the students in Group B benefited the most
efficiently from isolated FFI in terms of their word recognition scores soon after the
treatments, F(2, 36)= 37.225, p<0.001. They recognised about 92% of the target words
presented in isolation (M=8.31, SD=0.95) whereas this ratio was 74% for the target
lexical items taught in integrated way (M=6.69, SD=1.44). They were able to recognize
44% of these words correctly when they were exposed to incidental learning with no
FonF (M=4.00, SD=1.41). The differences between the means of isolated FFI and
integrated FFI were identified to be significant at p<0.01 level though the post hoc tests.
There were also statistically significant differences between the means scores of isolated
FFI and incidental exposure as well as between the integrated FFI and incidental

exposure at p<0.001 level. Thus, it can be concluded that the participants in Group B
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got by far the highest word recognition scores under the treatment of isolated FFI. They
also obtained significantly higher lexical gains from integrated FFI as compared to
incidental learning with no FonF.

Isolated FFI led the students Group B to higher rates of the immediate word recall
than integrated FFI and incidental exposure alone, F(2, 36)= 22.759, p<0.001. After the
isolated FFI treatment session, the participants recalled 61% of the target words
properly (M=5.50, SD=2.40), and their achievement rates were 35% for the words
taught through integrated FFI (M=3.19, SD=1.56) and 10% for the words they learned
incidentally from the reading texts (M=0.92, SD=0.89). The pairwise comparisons
validated the statistically significant differences between isolated FFI and integrated FFI
as well as between integrated FFI and incidental exposure at p<0.01 level. The
difference between the means of isolated FFI and incidental exposure was significant at
p<0.001 level. Given these findings, it can be concluded that isolated FFI provided EFL
learners in Group B with superior word recognition scores as compared to integrated
FFI and incidental learning. Integrated FFI also gave rise to better results than incidental
exposure without FonF with regard to the participants’ immediate recall of the target
vocabulary items.

The results of immediate post-tests from Group C were in harmony with the
overall study findings of the second research question (See Table 4.17). According to
statistics, isolated FFI yielded the best outcomes in terms of the students’ recognition of
the target words, and it was followed by integrated FFI and incidental learning,
respectively, F(2, 42)= 39.130, p<0.001. The participant’s achievement rate in word
recognition test was 96% under the treatment of isolated FFI (M=8.60, SD=0.91) while
integrated FFI led them to 68% of success rate (M=6.13, SD=2.00). This ratio remained
at 38% for incidental exposure alone (M=3.40, SD=1.72). The post hoc tests statistically
verified the significant differences across the mean scores of all three types of
treatments at p<0.001 level. These findings pointed out that isolated FFI offered EFL
learners by far the greatest word recognition gains as compared to both integrated FFI
and incidental learning. The students in Group C also recognised the target words

presented through integrated FFI more effectively than those words learned incidentally.
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Table 4.17. The results of the immediate post-tests (Group C)

n M SD % df F p
Immediate post-test Isolated FFI 15 860 081 9%6%
mmealate post-tes .
(Word Recognition) "tegrated FFI 15 613 200 68% ,, 39.130 0.000
Incidental Learning 15 340 172 38%
Immediate bost.test Isolated FFI 15 497 275 6%
mmealate post-tes .
(Word Recall) Integrated FFI 15 173 248 19%  ,, 18198 0.000

Incidental Learning 15 033 045 4%
Note: Maximum mean score = 9.00

The participants in Group C also benefited best from isolated FFI in terms of the
immediate recall of the target words, F(2, 42)= 18.198, p<0.001. They recalled 55% of
the target words correctly when they were provided with isolated form-focused
vocabulary instruction (M=4.97, SD=2.75). Their achievement rates were 19% for the
words taught through integrated FFI (M=1.73, SD=2.48) and only 4% for the target
words they learned incidentally from the reading texts (M=0.33, SD=0.45). The post
hoc tests validated the significance of differences between the mean scores of isolated
and integrated FFI at p<0.01 level. The difference between the means of isolated FFI
and incidental exposure was significant at p<0.001 level. However, no statistically
significant difference was found between the means of integrated FFI and incidental
learning, p=0.248. Hence, these findings revealed positive research evidence for the
superiority of isolated FFI over integrated FFI and incidental learning with no FonF
with regard to the participants’ instant retention of target vocabulary items. The results
did not yielded statistically significant difference between the effects of integrated FFI
and incidental learning with no FonF.

4.2.5. The comparison of isolated FFI, integrated FFI, and incidental learning with

no FonF in terms of EFL learners’ delayed recognition and recall

Table 4.18 presents the overall results of the delayed post-tests to compare the
effects of isolated FFI, integrated FFI, and incidental learning with no FonF on 43 EFL
learners’ delayed recognition and recall of target words in reading texts. Two weeks
after the treatment sessions, the participating students who got isolated FFI managed to
recognise 88% of the target words accurately (M=7.93, SD=1.33) even though they did

not recycle or revise these words during this time. The rate of immediate recognition
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was 65% for the target words taught through integrated FFI (M=5.81, SD=2.17) while
the ratio was 43% for the words learned incidentally (M=3.91, SD=2.40). One-way
ANOVA analysis pointed out that there were statistically significant differences among
the mean scores of isolated FFI, integrated FFI and incidental learning in relation to the
participants’ delayed recognition of the target words, F(2, 126)= 42.616, p<0.001. The
pairwise comparisons also confirmed the differences across the means of all three types
of treatments at p<0.001 significance level. In this regard, EFL learners got by far the
highest word recognition scores under the treatment of isolated FFI. They also obtained
significantly more lexical gains from integrated FFI in terms of the immediate

recognition of the target words as compared to incidental exposure alone.

Table 4.18. The overall results of the delayed post-tests

N M SD % df F p
Delaved post-test Isolated FFI 43 793 133 88% )
elayed post-tes .
(Word Recognition) —"tcarated FF! 43 581 217 65% ,,c 42616 0.000

Incidental Learning 43 391 240 43%

Isolated FFI 43 137 099 15% )
Integrated FFI 43 051 061 6% 196 38.408 0.000
Incidental Learning 43 010 023 1%

Note: Maximum mean score = 9.00

Delayed post-test
(Word Recall)

After a two-week interval, the students could recall and properly produce 15% of
the target words under the treatment of isolated FFI (M=1.37, SD=0.99) while the rate
of their delayed retention was 6% for the words presented through integrated FFI
(M=0.51, SD=0.61). They were able to recall only 1% of the target vocabulary
(M=0.10, SD=0.23) when they were exposed to incidental learning with no FonF. One-
way ANOVA analysis released statistically significant differences among the mean
scores of isolated FFI, integrated FFI and incidental learning within the scope of the
participants’ delayed recall of the target words, F(2, 126)= 38.408, p<0.001. The post
hoc tests verified the significance of differences between isolated FFI and integrated
FFI as well as between isolated FFI and incidental learning at p<0.001 level. The
difference between the means of integrated FFI and incidental learning was also
significant at p<0.05 level. Hence, these research findings revealed positive research

evidence for the superiority of isolated FFI over integrated FFI and incidental exposure
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on EFL learners’ delayed recognition and recall of target vocabulary items in reading
texts. Integrated FFI also led to higher rates of vocabulary gains in delayed post-tests as
compared to incidental learning with no FonF.

The detailed analyses of the results from the individual groups were also in
consistent with the overall research findings. As shown in Table 4.19, isolated FFI led
to the highest delayed recognition scores for the participants in Group A, F(2, 42)=
14.038, p<0.001. They recognised 81% of the target lexical items correctly when they
were given isolated FFI (M=7.27, SD=1.49). Their achievement rate was 59% for
integrated FFI (M=5.33, SD=2.06) while the figure was only 37% when they were
expected to learn the target words incidentally (M=3.33, SD=2.44). The pairwise
comparisons statistically verified the significant differences between the means of
isolated FFI and integrated FFI as well as between the means of integrated FFI and
incidental exposure alone at p<0.05 level. The differences between the mean scores of
isolated FFI and incidental exposure with no FonF were significant at p<0.001 level. In
view of these research findings, it can be concluded that the students in Group A
obtained the highest vocabulary gains under the treatment of isolated FFI. Integrated
FFI was also statistically detected to be more efficient in the delayed recognition of
target words as compared to incidental learning with no FonF.

Table 4.19. The results of the delayed post-tests (Group A)

n M SD % df F p

Delaved posi-test Isolated FFI 15 727 149 81% )

elayed post-tes ;
(Word Recognition) —Ntedrated FF1 15 533 206 59% ,, 14.038 0.000

Incidental Learning 15 3.33 244 37%

Delaved post-test Isolated FFI 15 150 094 17% )

elayed post-tes ,
(Word Recall) Integrated FFI 15 047 069 5% 42 160.330 0.000

Incidental Learning 15 010 028 1%
Note: Maximum mean score = 9.00

In the delayed word recall tests, the students in Group A performed best under the
treatment of isolated FFI as compared to the integrated FFI and the incidental exposure
alone, F(2, 42)= 160.330, p<0.001. They were able to recall 17% of the target
vocabulary items accurately even two weeks after isolated FFI (M=1.50, SD=0.94).

Integrated FFI provided the same students with 5% of the long-term retention of the
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target words (M=1.93, SD=1.97) as compared to approximately 1% of the delayed
recall for incidental learning with no FonF (M=0.07, SD=1.26). The pairwise
comparisons substantiated the statistically significant differences between the mean
scores of isolated and integrated FFI at p<0.01 level. The difference between isolated
FFI and incidental exposure alone was found to be significant at p<0.001 level.
However, there was no statistically significant difference between the means of
integrated FFI and incidental exposure without FonF, p=0.469. Thus, these findings
revealed positive research evidence for the supremacy of isolated FFI over integrated
FFI and incidental learning. Integrated FFI was also substantiated to be significantly
better than incidental exposure alone in terms of the delayed retention of the target

words.

Table 4.20. The results of the delayed post-tests (Group B)

n M  SD % df F p

Delaved post-test Isolated FFI 13 846 078 94% )

elayed post-tes .
(Word Recognition) —Ntegrated FFl_ 13 708 202 77% = 5. 18797 0.000

Incidental Learning 13 408 240 45%

Delaved posi-test Isolated FFI 13 123 073 14% )

elayed post-tes .
(Word Recall) Integrated FFI 13 069 056 8% 36 7.032  0.000

Incidental Learning 13 004 014 05%
Note: Maximum mean score = 9.00

Table 4.20 displays that EFL learners in Group B benefited the most efficiently
from isolated FFI in terms of their word recognition scores even two weeks after the
treatments, F(2, 36)= 18.797, p<0.001. They managed to recognise nearly 94% of the
target words presented in isolation (M=8.46, SD=0.78) whereas this ratio was 77% for
the target lexical items taught in integrated way (M=7.08, SD=2.02). They were able to
recognize 45% of these words correctly when they were exposed to incidental learning
with no FonF (M=4.08, SD=2.40). Although the mean score of isolated FFI was
considerably higher than that of integrated FFI, pairwise comparisons did not yielded
any statistically significant difference between two types of FFI, p=0.199. The
differences between the means of isolated FFI and incidental exposure alone were
identified to be significant at p<0.001 level. There were also statistically significant

differences between the means scores of integrated FFI and incidental exposure at
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p<0.01 level. Considering these statistics, it can be concluded that the participants in
Group B got by far the highest word recognition scores under the treatment of isolated
FFI. They also obtained significantly higher levels of lexical gains from FFI as
compared to incidental learning with no FonF.

Isolated FFI led the students Group B to higher rates of the delayed word recall
than integrated FFI and incidental exposure alone, F(2, 36)= 7.032, p<0.001. The
participants recalled 14% of the target words properly two weeks after the isolated FFI
treatment session (M=1.23, SD=0.73). Their achievement rates were 8% for the words
taught through integrated FFI (M=0.69, SD=0.56) and only 0,5% for the words they
learned incidentally from the reading texts (M=0.04, SD=0.14). The pairwise
comparisons statistically validated the significant differences between the means of
isolated FFI and integrated FFI as well as between the means of integrated FFI and
incidental exposure at p<0.05 level. The difference between the means scores of
isolated FFI and incidental exposure was found to be significant at p<0.001 level. Given
these findings, it can be concluded that isolated FFI provided EFL learners in Group B
with superior long-term retention of the target words as compared to integrated FFI and
incidental learning. Integrated FFI also gave rise to better results than incidental
exposure without FonF with regard to the participants’ delayed recall of the target
vocabulary items.

The results of delayed post-tests from Group C were also in harmony with the
overall study findings of the second research question (See Table 4.21). According to
statistics, isolated FFI yielded the best outcomes in terms of the students’ recognition of
the target words, and it was followed by integrated FFI and incidental learning,
respectively, F(2, 42)= 14.920, p<0.001. The participant’s achievement rate in the
delayed word recognition test was roughly 90% under the treatment of isolated FFI
(M=8.13, SD=1.36) while integrated FFI led them to 58% of success rate (M=5.20,
SD=2.08). This ratio remained at 48% for incidental exposure alone (M=4.33,
SD=2.41). The post hoc tests statistically verified the significant differences between
the mean scores of isolated and integrated FFI at p<0.01 level. The difference between
the means of isolated FFI and incidental learning was significant at p<0.001 level.
However, no statistically significant difference was found between the mean scores of
integrated FFI and incidental learning, p=0.724. These findings pointed out that isolated
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FFI offered EFL learners by far the greatest word recognition gains as compared to both
integrated FFI and incidental learning. Although the students in Group C recognised
more target words under the treatment of integrated FFI than those target words learned
incidentally, the results revealed no statistically significant difference between these two
types of treatments.

Table 4.21. The results of the delayed post-tests (Group C)

n M SD % df F p
Delaved Isolated FFI 15 813 136 90% )
elayed post-test o grated FFI 15 520 208 58% 14920  0.000
(Word Recognition) - - 42
Incidental Learning 15 433 241 48%
Delaved Isolated FFI 15 137 125 15% )
elayed post-test
| FFI 1 4 57 % . .
(Word Recall) ntegrated 5 0.40 05 5% 42 9.388 0.000

Incidental Learning 15 017 024 2%
Note: Maximum mean score = 9.00

The participants in Group C also benefited best from isolated FFI in terms of the
delayed recall of the target words, F(2, 42)= 9.388, p<0.001. They could recall 15% of
the target words correctly when they were provided with isolated form-focused
vocabulary instruction (M=1.37, SD=1.25). Their achievement rates were 5% for the
words taught through integrated FFI (M=0.40, SD=0.57) and only 2% for the target
words they learned incidentally from the reading texts (M=0.17, SD=0.24). The post
hoc tests validated the significance of differences between the mean scores of isolated
and integrated FFI as well as between the means of isolated FFI and incidental exposure
at p<0.01 level. However, no statistically significant difference was found between the
means of integrated FFI and incidental learning, p=1.000. Hence, these findings also
revealed positive research evidence for the superiority of isolated FFI over integrated
FFI and incidental learning with no FonF with regard to the participants’ delayed
retention of target vocabulary items. These results did not vyielded statistically
significant difference between the effects of integrated FFI and incidental learning with

no FonF.
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4.2.6. The effects of isolated FFI, integrated FFI, and incidental learning with no
FonF on EFL learner’s recognition and recall of the target words in various
reading texts

The third research question is as follows: “Do the effects of (a) incidental learning
with no focus on form, (b) isolated FFI, and (c) integrated FFI differ from one reading
text to another in terms EFL learners’ immediate or delayed recognition and recall of
the target vocabulary items?”” One-way ANOVA analyses were run to find out whether
the effects of incidental learning with no focus on form, isolated FFI, and integrated FFI
differ from one text to another in terms of EFL learners’ recognition and recall of the
target words in these reading texts. The pairwise comparisons with Bonferroni
adjustment were also conducted as the post hoc tests in order to detect where the

significant differences exist among these three techniques of vocabulary learning.

Table 4.22. The results of the immediate post-tests (Text A)

n M  SD % df F P

| diat -test Isolated FFI 15 833 098 93% )

mmediate post-tes ;

(Word Recognition) —"egrated FFl 13 669 144 T74% . 47.355 0.000

Incidental Learning 15 340 172 38%

| diat -tost Isolated FFI 15 497 123 55% 5

mmediate post-tes ;

(Word Recall) Integrated FFI 13 319 156 35% 40 61.375 0.000

Incidental Learning 15 033 045 4%
Note: Maximum mean score = 9.00

Table 4.22 illustrates that the target words in Text A were recognised best when
the students were provided with isolated FFI, F(2, 40)= 47.355, p<0.001. The
participants correctly recognised 93% of the target words in Text A under the treatment
of isolated FFI (M=8.33, SD=0.98) while integrated FFI led them to 74% of success rate
in the immediate word recognition test (M=6.69, SD=1.44). This figure remained at
38% for incidental exposure alone (M=3.40, SD=1.72). The pairwise comparisons were
run as post hoc tests, and they pointed out that there was a statistically significant
differences between the mean scores of isolated and integrated FFI at p<0.01 level. The
differences between the means scores of isolated FFI and incidental learning as well as
between the mean scores of integrated FFI and incidental learning were detected to be

significant at p<0.001 level. These research findings suggested that the target words in
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Text A were learned best through isolated FFI. Integrated FFI also provided the students
with significantly greater word recognition gains than incidental exposure alone.

In the immediate word recall tests, the target vocabulary items in Text A were
recalled best by the participants under the treatment of isolated FFI as compared to the
integrated FFI and the incidental exposure alone, F(2, 40)= 61.375, p<0.001.
Immediately after isolated FFI treatment, the students recalled 55% of the target words
accurately (M=4.97, SD=1.23). Integrated FFI supplied the same students with 35% of
the immediate retention of the target words (M=3.19, SD=1.56) as compared to 4% of
the word recall with incidental learning with no FonF (M=0.33, SD=0.45). The post hoc
tests substantiated the statistically significant differences between the mean scores of
isolated and integrated FFI at p<0.01 level. There were also significant differences
between the means of isolated FFI and incidental learning as well as between the means
of integrated FFI and incidental learning at p<0.001 level. These statistical findings
revealed positive research evidence for the superiority of isolated FFI over integrated
FFI and incidental learning. Integrated FFI was also verified to be better than incidental

exposure alone in terms of the immediate retention of the target words in Text A.

Table 4.23. The results of the delayed post-tests (Text A)

n M SD % df F p

Delaved post-test Isolated FFI 15 727 149 81% )

elayed post-tes ;
(Word Recognition) Intggrated FF : 13 708 202 7% ,, 9842 0000

Incidental Learning 15 433 241 48%

Delaved post-test Isolated FFI 15 150 094 17% )

elayed post-tes .
(Word Recall) Integrated FFI 13 069 056 8% 40 15.803  0.000

Incidental Learning 15 017 024 2%
Note: Maximum mean score = 9.00

As shown in Table 4.23, isolated FFI also led EFL learners to the highest rates of
word recognition gains for the target vocabulary items in Text A two weeks after the
treatments, F(2, 40)= 9.842, p<0.001. The students managed to recognise 81% of the
target words in Text A correctly when they were given isolated FFI (M=7.27, SD=1.49).
Their achievement rate was 79% for integrated FFI (M=7.98, SD=2.02) while the figure
was 48% when they were exposed to learn the target words incidentally from Text A
(M=4.33, SD=2.41). Although the mean score of isolated FFI was considerably higher
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than that of integrated FFI, the pairwise comparisons did not yielded any statistically
significant difference between two types of FFI, p=1.000. The differences between the
means of isolated FFI and incidental exposure alone as well as between integrated FFI
and incidental exposure alone were found to be significant at p<0.01 level. Hence, these
results revealed that the target words in Text A were learned more effectively through
isolated FFI. Integrated FFI also provided EFL learners with higher vocabulary gain
scores than incidental learning with no FonF.

According to the delayed word recall tests, the students retained more target
words of Text A under the treatment of isolated FFI as compared to their performance
after the treatments of integrated FFI and the incidental exposure alone, F(2, 40)=
15.803, p<0.001. The participants were able to recall 17% of the target vocabulary items
accurately even two weeks after isolated FFI (M=1.50, SD=0.94). Integrated FFI
provided the participants with 8% of the long-term retention of the target words in Text
A (M=0.69, SD=0.56) as compared to 2% of the delayed recall for incidental learning
with no FonF (M=0.17, SD=0.24). The post hoc tests validated the statistically
significant differences between the mean scores of isolated and integrated FFI at p<0.01
level. The difference between the means of isolated FFI and incidental exposure alone
was found to be significant at p<0.001 level. However, there was no statistically
significant difference between the means of integrated FFI and incidental exposure
without FonF, p=0.120. Given these findings, it can be concluded that EFL learners
showed by far the best performance in the long-term retention of the target words in
Text A when they were given isolated FFI. They also recalled more target vocabulary
items from Text A through integrated FFI as compared to their performance in
incidental exposure alone.

Table 4.24 displays that the participating students performed best in the instant
recognition of the target words in Text B when they were given isolated FFI, F(2, 40)=
36.446, p<0.001. They correctly recognised 92% of the target words in Text B under the
treatment of isolated FFI (M=8.31, SD=0.95) while integrated FFI led them to 68% of
achievement rate in the immediate word recognition test (M=6.13, SD=2.00). They
were able to recognise only 35% of the target vocabulary when they were exposed to
incidental learning alone (M=3.13, SD=1.64). The pairwise comparisons, which were

employed as post hoc tests, justified that there was a significant differences between the
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mean scores of isolated and integrated FFI at p<0.01 level. Statistically significant
differences were also observed between the means of isolated FFI and incidental
learning in addition to between the mean scores of integrated FFI and incidental
learning at p<0.001 level. These statistics demonstrated that the target words in Text B
recognised best when EFL learners were provided with isolated FFI. Integrated FFI was
also found to be more effective in equipping the students with higher word recognition

scores than incidental learning with no FonF.

Table 4.24. The results of the immediate post-tests (Text B)

| diat -test Isolated FFI 13 831 095 92% )
mmediate post-tes ’
(Word Recognition) Integrated FFI 15 6.13 200 68% 40 36.446  0.000

Incidental Learning 15 313 164 35%

Isolated FFI 13 550 240 61%
Integrated FFI 15 1.73 248 19% 27.212 0.000
Incidental Learning 15 007 026 1%

Note: Maximum mean score = 9.00

Immediate post-test
(Word Recall)

As for the immediate word recall tests, the students retained more target words
from Text B under the treatment of isolated FFI as compared to the integrated FFI and
the incidental exposure alone, F(2, 40)= 27.3212, p<0.001. They succeeded in recalling
61% of the target words accurately immediately after isolated FFI (M=5.950, SD=2.40).
Their average rate of immediate recall was 19% for integrated FFI (M=1.73, SD=2.48),
and this ratio was solely 1% after incidental learning with no FonF (M=0.07, SD=0.26).
The post hoc tests validated the significant differences not only between the means of
isolated and integrated FFI but also between the means of isolated FFI and incidental
learning at p<0.001 level. However, there was no statistically significant difference
between the mean scores of integrated FFI and incidental learning, p=0.079. Hence,
these findings produced positive research evidence for the supremacy of isolated FFI
over integrated FFI and incidental learning in terms of the participants’ immediate recall
of the target words in Text B.

Two weeks after the treatments, EFL learners also obtained the highest rates of
word recognition gains from Text B by means of isolated FFI, F(2, 40)= 24.606,
p<0.001 (See Table 4.25). They managed to recognise 94% of the target words in Text
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B correctly under the treatment of isolated FFI (M=8.46, SD=0.78). Their success rate
was 58% for integrated FFI (M=5.20, SD=2.08) whereas this ratio was 37% when they
were supposed to learn the target words incidentally from Text B (M=3.33, SD=2.44).
The pairwise comparisons confirmed the significant differences between the mean
scores of isolated and integrated FFI as well as between the mean scores of isolated FFI
and incidental exposure alone at p<0.001 level. The difference between the mean scores
of integrated FFI and incidental exposure alone was noted to be statistically significant
at p<0.05 level. In the light of these results, it can be concluded that EFL learners
showed the best performance in the delayed recognition of the target words in Text B
when they were exposed to isolated FFI. Integrated FFI also revealed better results than

incidental learning with no FonF within the scope of Text B.

Table 4.25. The results of the delayed post-tests (Text B)

n M SD % df F p
Delaved postteq S0 FFI 13 846 078 4%
elayed post-tes O
(Word Recognition) Integrated FFI 15 520 208 58%  ,, 24606 0.000

Incidental Learning 15 333 244 37%

Isolated FFI 13 123 073 14% )
Integrated FFI 15 040 057 4% 40 15.655 0.000
Incidental Learning 15 010 028 1%

Note: Maximum mean score = 9.00

Delayed post-test
(Word Recall)

In view of the delayed post-test results, the students retained more target words of
Text B under the treatment of isolated FFI as compared to integrated FFI and the
incidental exposure alone, F(2, 40)= 15.655, p<0.001. They were able to recall and
produce 14% of the target lexical items properly even two weeks after isolated FFI
(M=1.23, SD=0.73). Integrated FFI provided them with 4% of the long-term retention
of the target words in Text B (M=0.40, SD=0.57) while they could gain only 1% of
delayed word recall from incidental learning with no FonF (M=0.10, SD=0.28). The
pairwise comparisons, which were conducted as post hoc tests, supported the
statistically significant differences between the mean scores of isolated and integrated
FFI at p<0.01 level. The difference between the means of isolated FFI and incidental
exposure alone was verified to be significant at p<0.001 level. However, there was no

statistically significant difference between the means of integrated FFI and incidental
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exposure without FonF, p=0.425. Consequently, these research findings validated the
superiority of isolated FFI over the other two treatments on EFL learners’ long-term
retention of the target words in Text B.

Table 4.26 presents that the participating students were significantly more
successful in the recognition of the target words in Text C under the treatment of
isolated FFI, F(2, 40)= 42.804, p<0.001. The participants could recognise 96% of the
target words in Text C immediately after those words were presented through isolated
FFI (M=8.60, SD=0.91). Their success rate of immediate word recognition was 70% for
integrated FFI (M=6.33, SD=1.54) whereas this figure remained at 44% for the
treatment of incidental exposure alone (M=4.00, SD=1.41). The pairwise comparisons
indicated that there was a statistically significant differences across the mean scores of
all three types of treatments at p<0.001 level. Thus, these findings revealed that the
target words in Text C learned and recognised best by EFL learners when those words
were taught through isolated FFI. Integrated FFI was also verified to lead EFL learners

to higher word recognition gains from Text C as compared to incidental exposure alone.

Table 4.26. The results of the immediate post-tests (Text C)

n M SD % df F p
Immediate post-test Isolated FFI 15 860 091 96% 2
(Word Integrated FFI 15 6.33 154 70% 40 42.804  0.000
Recognition) Incidental Learning 13 4.00 141 44%
| diat -tost Isolated FFI 15 497 275 55% )
mmediate post-tes 0
(Word Recall) Integrated FFI 15 193 197 21% 40 14.924  0.000

Incidental Learning 13 092 089 10%
Note: Maximum mean score = 9.00

The students performed best on the immediate recall of the target vocabulary
items in Text C when they were exposed to isolated FFI, rather than integrated FFI or
incidental learning, F(2, 40)= 14.924, p<0.001. They managed to recall 55% of the
target words properly under the treatment of isolated FFI (M=4.97, SD=2.75).
Integrated FFI led the same students to the achievement rate of 21% in the immediate
retention of the target words (M=1.93, SD=1.97) whereas this ratio was only 10% for
the treatment of incidental learning with no FonF (M=0.92, SD=0.99). The post hoc

tests released the statistically significant differences between the means of isolated and
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integrated FFI at p<0.01 level. The significant difference was also identified between
the mean scores of isolated FFI and incidental learning at p<0.001 level. However, there
was no statistically significant difference between the mean scores of integrated FFI and
incidental learning, p=0.610. These statistics produced positive research evidence for
the superiority of isolated FFI over integrated FFI and incidental exposure alone within
the context of EFL learners’ immediate retention of the target words in Text C.

Table 4.27 demonstrates that EFL learners got the best results from isolated FFI
with regard to their delayed recognition of the target words in Text C, F(2, 40)= 15.949,
p<0.001. After a two-week interval, the participants managed to recognise 90% of the
target vocabulary in Text C correctly under the treatment of isolated FFI (M=8.13,
SD=1.36). Their achievement rate was 59% for integrated FFI (M=5.33, SD=2.06)
while the figure was 45% when they were supposed to learn the target lexical items
incidentally from Text C (M=4.08, SD=2.40). The pairwise comparisons validated the
significant differences between the mean scores of isolated and integrated FFI at p<0.01
level. There was also significant differences between the means of isolated FFI and
incidental exposure alone at p<0.001 level. However, no statistically significant
difference was found between the means of integrated FFI and incidental exposure,
p=0.296. Hence, these results suggested that isolated FFI was superior to integrated FFI
and incidental learning within the scope of EFL learners’ long-term recognition of the

target words in Text C.

Table 4.27. The results of the delayed post-tests (Text C)

n M SD % df F p
Delaved post-test Isolated FFI 15 813 136 90% ,
elayea post-tes .
(Word Recognition) Integrated FFI 15 533 206 59% , 15949 0.000

Incidental Learning 13 408 240 45%

Delaved post-test Isolated FFI 15 137 125 15% )
elayed post-tes ;
(Word Recall) Integrated FFI 15 047 070 5% 40 9.109 0.001

Incidental Learning 13 0.04 014 05%
Note: Maximum mean score = 9.00

The findings from the delayed word recall tests in Text C were also harmonious
with those from the other texts. The participants retained more target words from Text C
under the treatment of isolated FFI as compared to their performance within the

contexts of integrated FFI and the incidental exposure alone, F(2, 40)= 9.109, p<0.01.
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They were able to recall and produce 15% of the target words correctly even two weeks
after isolated FFI (M=1.37, SD=1.25). Integrated FFI equipped the participants with 5%
of delayed recall (M=0.47, SD=0.70) while incidental learning led them to merely 0,5%
of the long-term retention of the target words in Text C (M=0.04, SD=0.14). The post
hoc tests, which were conducted as pairwise comparisons, revealed the statistically
significant differences between the means of isolated and integrated FFI at p<0.05 level.
The difference between the means of isolated FFI and incidental exposure alone was
detected to be significant at p<0.01 level. However, no statistically significant
difference was explored between the mean scores of integrated FFI and incidental
exposure without FonF, p=0.569. These findings suggested that EFL learners retained
significantly more target words from Text C when they were given isolated FFI.

In conclusion, the quantitative research results demonstrated that the target
vocabulary items in all three texts were recognised and retained best when EFL learners
were exposed to isolated FFI. Integrated FFI also led the participants to significantly

greater word recognition gains than incidental exposure alone (See Table 4.28).

Table 4.28. The overall research results of the reading texts

Test Type  Treatment Text A TextB Text C
M SO % M SD % M SD %

Immediate Isolated FFI 833 098 93% 83l 095 92% 860 091 96%
?x;rt;“ Integrated FFI ~ 6.69 144 74% 613 200 68% 633 154 70%
Recognition)  Incidental Learning  3.40 1.72 38% 313 164 35% 4.00 141 44%
Immediate Isolated FFI 497 123 55% 550 240 61% 497 275 55%
?\?\j;rt;St Integrated FFI 319 156 35% 173 248 19% 193 197 21%
Recall) Incidental Learning  0.33 045 4% 007 026 1% 092 0.89 10%
Delayed Isolated FFI 727 149 81% 846 078 94% 813 136 90%
?xért;“ Integrated FFI 708 202 79% 520 208 58% 533 206 59%
Recognition)  Incidental Learning  4.33 241 48% 3.33 244 37% 4.08 240 45%
Delayed Isolated FFI 150 094 17% 123 073 14% 137 125 15%
?x;rt?t Integrated FFI~~ 0.69 0.56 8% 040 057 4% 047 070 5%
Recall) Incidental Learning = 0.17 024 2% 0.10 028 1% 0.04 0.14 0.5%

Note: Maximum mean score = 9.00
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4.3. The Qualitative Research Findings

The fourth research question of the present study is as follows: “What are EFL
learners’ preferences among (a) incidental learning with no focus on form, (b) isolated
form-focused vocabulary instruction, and (c) integrated form-focused vocabulary
instruction in a text-based reading course?” The quantitative study results statistically
revealed that isolated FFI provided EFL learners with by far the highest vocabulary gain
scores as compared to integrated FFI and incidental learning with no FonF. The
qualitative research findings from the open-ended questionnaires and semi-structured
interviews also supported these statistical outcomes since a great number of participants
opted for isolated FFI rather than integrated FFI and incidental exposure alone in

learning vocabulary in a text-based reading lesson.

4.3.1. EFL learners’ preferences for vocabulary learning in a text-based reading

course

Table 4.29. EFL learners’ preferences for vocabulary learning in a text-based reading course

n % EFL learners’ preferences

39 90,7% Isolated form-focused vocabulary instruction
7% Integrated form-focused vocabulary instruction
2,3% Incidental learning with no focus on form

Table 4.29 shows 43 participants’ favourite vocabulary learning techniques in a
text-based reading course. In parallel with the quantitative research results, nearly 91%
of the participating students expressed their preferences for isolated vocabulary
instruction seeing that isolated FFI led them to more immediate learning and long-term
retention of target vocabulary items during a meaning-oriented reading practice.
Approximately 7% of the participants opted for integrated form-focused vocabulary
instruction in EFL reading classes. Only one participant (2%) showed a preference for
incidental learning with no FonF to acquire new vocabulary items from reading texts. In
brief, isolated FFI became the first choice of the majority of participating students for
learning vocabulary items in a text-based reading course. Hence, the qualitative research

findings also revealed positive research evidence for the superiority of isolated FFF
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over integrated FFI and incidental exposure alone in terms of EFL learners’ preferences,

which verified the quantitative research results of the current study.

4.3.2. EFL learners’ perceptions of three treatments

The last research question is as follows: “What are EFL learners’ perceptions of
(@) incidental learning with no focus on form, (b) isolated form-focused vocabulary
instruction, and (c) integrated form-focused vocabulary instruction in a text-based
reading course?” The qualitative findings from 43 open-ended questionnaires and 18
semi-structured interviews were in harmony with the quantitative research results
because the majority of Turkish EFL learners reflected more positive ideas, thoughts,
and feelings with regard to isolated FFI as compared to integrated FFI and incidental

learning with no FonF.

4.3.2.1. EFL learners’ perceptions of isolated form-focused vocabulary instruction

The qualitative research findings revealed a grand total of 1741 codes with regard
to EFL learners’ perceptions of isolated FFI. These codes were classified into two main
themes and eight related sub-themes. The main themes were “vocabulary learning”
(1129 codes) and “reading” (612 codes). Four sub-themes of vocabulary learning were
“vocabulary size and depth” (168 codes), “quality” (576 codes), “learning context”
(158 codes), and “learner attitude ” (227 codes). On the other hand, four sub-themes of
reading were “pre-reading” (181 codes), ‘“reading comprehension” (148 codes),
“reading fluency” (117 codes), and “reader reaction” (166 codes). In the light of these
two main themes and eight sub-themes, 43 EFL learners’ opinions about isolated FFI
will be clarified in detail hereafter with the excerpts from the open-ended questionnaires

and the semi-structured interviews.

4.3.2.1.1. Main theme 1: Vocabulary learning

In view of the qualitative research findings, a great number of participating
students reported that isolated FFI led them to a more effective vocabulary learning as
compared to integrated FFI and incidental learning with no FonF. A total of 1129 codes

were discovered with regard to the first main theme “vocabulary learning” and four
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relevant sub-themes; namely, “vocabulary size and depth”, “quality”, “learning

context”, and “learner attitude” (See Table 4.30).

Table 4.30. The distribution of codes in theme 1: Vocabulary learning (Isolated FFI)

Isolated FFI
Main Categories  Sub-categories Frequency
Theme of Codes
Vocabulary Vocabulary v learning all target words / more target words in number 87
Learning size & depth v deeper knowledge of each target word 81
Quality v best / most successful method, most effective / efficient/ 112
beneficial vocabulary learning
v easier / more efficient memorization, stronger semantic 79
network
v better / longer retention 65
v  useful / functional / reasonable / practical method 58
v more effective repetition, revision and practice 56
v better / easier recall 53
v superior exemplification of the concept of the words 51
(through sample sentences)
v more opportunities to check comprehension of word 49
meanings
v easiest learning, most facilitative instruction 42
v faster learning 7
v short-term retention* 2%
v’ not very useful, not very successful* 2*
Learning v attention grabbing, direct focus on words 73
Context v" doing one activity at a time 47
v chance of learning words through various techniques such 33
as visuals
v harmonious learning as a whole class 5
Learner v appropriate, favourable, ideal, favourite 98
Attitude v most enjoyable, pleasant learning 74
v feeling comfortable 29
v greater self-confidence 13
v feeling successful 11
¥' not suitable for my learning style* 1*
v feeling confused* 1*

Total number of codes 1129

* Participants who prefer vocabulary-learning methods other than isolated FFI
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Vocabulary size and depth

The qualitative findings revealed 168 codes with respect to the size and depth of
target words that the participating students learned through isolated FFI. The size
(breadth) of vocabulary knowledge refers to the number of the words that a L2 learner
knows whereas the depth of lexical knowledge is defined as how well each individual
word is known and organized in the learner’s mental lexicon (Schmitt, 2014). Most of
Turkish EFL learners asserted that isolated FFI led them to a higher rate of learning in
terms of both size and depth of vocabulary knowledge. On the one hand, the
participants declared that they were able to learn all of the target vocabulary items or
more words in number with the help of isolated FFI (87 codes). In his questionnaire,
Student 5 from Group B stated that:

I prefer receiving isolated form-focused vocabulary instruction in a reading course. | have
succeeded in learning most of the target words by means of isolated FFI, and | have

comprehended the reading text more effectively.
On the other hand, the participating students put forward that isolated FFI
provided them with a deeper knowledge of each individual target word (81 codes). At

the end of his questionnaire, Student 10 from Group A indicated that:

Isolated form-focused vocabulary instruction is more suitable for my learning style. After
the initial learning of the meanings of the target words before reading, seeing them again in

the context of reading texts allows us to grasp the forms and the use of those words better.
Student 12 from Group C reported that:

When the new L2 words are taught in isolation before reading, we inevitably pay more

attention to the spelling, pronunciation, and the meanings of each individual target word. ...
Consequently, a large number of Turkish EFL learners expressed that isolated FFI
facilitated their acquisition of not only higher number of target words but also more
lexical aspects of each target word such as spoken and written form, meaning,
appropriateness and constraints on use, grammatical patterns, collocations and

associations.

Quiality
A great number of Turkish EFL learners pointed out that isolated FFI also offered
a higher quality of vocabulary learning as well as the quantity. In this regard, a total of

576 codes were deduced from the qualitative data about the “quality” of vocabulary
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learning under the treatments of isolated FFI. The participants described isolated form-
focused vocabulary instruction as the best or most successful method by maintaining
that isolated FFI led them to a more effective acquisition of the target words in the
reading texts (112 codes). Student 11 from Group B ended his questionnaire with the

following statement:

Learning the novel L2 words separately before reading is by far the best method to master

those target vocabulary items more effectively and to comprehend the reading texts better.
In this respect, isolated FFI was designated to be the most beneficial way of learning
new L2 words in reading texts.
Some students mentioned the ease of learning the target words through isolated
form-focused vocabulary instruction (42 codes) whereas some others highlighted the
speed of their lexical learning within the treatments of isolated FFI (7 codes). In his

questionnaire, Student 2 from Group C declared that:

I would rather receive isolated form-focused vocabulary instruction prior to reading the
texts. The underlying reason behind my preference is that this technique supplies us with

the opportunity to learn the target L2 vocabulary items faster and more easily.

Moreover, isolated FFI was argued to be more advantageous to store the novel L2
vocabulary items easily in the long-term memory, thereby giving rise to a more
effective memorization process (79 codes). The participants asserted that isolated
vocabulary instruction provided them with more opportunities to build up stronger
semantic networks among the words in their memory by making associations between
the newly acquired and the old words. During the interviews, Student 3 from Group B
emphasized that:

In my opinion, isolated FFI is the most effective method. We highly benefit from the initial
learning of new L2 words before reading the texts. Then, we revise and practice those
words with the help of sample sentences. When we subsequently recall and retrieve these
words from our memory during reading comprehension, we establish better semantic

networks among the words in our memory. The more we repeat the newly learned

vocabulary items, the better we master them.

Turkish EFL learners also suggested that they could easily recall the target L2
words from their memory by virtue of isolated FFI (53 codes). In the course of her

interview, Student 15 from Group B expressed that:
Isolated FFI was an effective method. Initially, we learned the meanings of new L2 target

words separately before reading, and we were exposed to some example sentences that
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include these words. Then, we practised these words again in the context of reading. ...
Hence, | could easily recall the meanings of the target words whenever | wanted, even one
week later.

In her questionnaire, Student 14 from Group A highlighted that:

Isolated form-focused vocabulary instruction provided me with a better retention of the new
target words in the reading text because | learned them with the help of the visual materials
and | found opportunity to pronounce them. | was also able to recall the meanings of these

target words more clearly since we practised them through the example sentences.
Likewise, most of the participating students asserted that isolated FFI equipped them
with better or longer retention of the target vocabulary items in the reading texts (65
codes). In his questionnaire, Student 6 from Group C also revealed that:

I think isolated FFI is the best method for teaching new L2 vocabulary items. Since we
learned the meanings of target words separately before reading, | could read the text more
fluently. In this way, the reading text functioned as a mental exercise through which we can

retain the newly learned target words in our memory for a long time.
Furthermore, the majority of the participants mentioned that isolated FFI paved
the way for effective repetition, revision and practice of target vocabulary items (56
codes). They proposed that such kind of revision and practice offered them more
opportunities to check their comprehension of the target words (49 codes). During the
interviews, Student 4 from Group B articulated that:
Isolated form-focused vocabulary instruction is more reasonable than the other two
techniques. Even if we forget the meanings of the new L2 words that we have learned in
isolation before reading, we can easily check our knowledge of those words by inferring

their meanings again from the context during reading. In this way, we repeat and revise the

target words by practising them in our mind.
Turkish EFL learners also suggested that isolated FFI vyielded the superior
exemplification of the concept of the target words thanks to some sample sentences and
the visuals embedded in these sentences (51 codes). In her questionnaire, Student 8
from Group B stated that:

I think that isolated FFI is the most efficient way of learning new L2 vocabulary items. |

can learn all the target words easily and keep them in my memory for a longer time because

the sample sentences along with the visuals strengthen the link between the forms and the

meanings of those words.

Keeping these characteristics in mind, almost all of the participating students

described isolated FFI as “useful”, “functional”, “reasonable” and “practical” way of
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learning the novel target words in reading texts (58 codes). In his questionnaire, Student

6 from Group B reported that:
In my opinion, isolated FFI is a reasonable and functional method in mastering new
vocabulary items in reading texts. When we learn the target L2 words before reading, we
are able to both retain these words in our memory for a longer period of time and read the
text more fluently, without wasting time to think about the meanings of these unknown

words.
On the other hand, two participants who expressed their preferences for the other
vocabulary learning methods gave negative details of isolated FFI. They found isolated
vocabulary instruction as “not very useful” and “unsuccessful” (2 codes) by arguing that
they did not experience with long-lasting retention of the target words within the

treatments of isolated FFI (2 codes).

Learning context

The qualitative research findings released 158 codes in relation to the “learning
context”. The greatest number of participants designated isolated FFI as “attention-
grabbing” since it drew more direct attention to the novel L2 words in the reading texts,
which raised their awareness of these unknown vocabulary items (73 codes). During her
interview, Student 16 from Group C articulated that:

I think isolated FFI has led us to higher lexical gains owing to the fact that we have focused
all of our attention merely on target vocabulary items before we start reading.

In his questionnaire, Student 13 from Group B indicated that:
I think isolated form-focused vocabulary instruction was the most efficient method. It led
us to an easier recall and a better retention of newly-learned vocabulary items since we

directly focused on learning the meanings of each target word in the reading text.

In addition, most Turkish EFL learners attributed the success of isolated FFI to
doing only one activity at a time: first learning vocabulary, and then reading the text (47
codes). For instance, Student 14 from Group A concluded her questionnaire with the
following statement:

I prefer isolated form-focused vocabulary instruction before reading the texts. I can
concentrate better on what | do by completing one activity and moving on to the other.
During the treatments of isolated FFI, | was able to focus all my attention on vocabulary

learning and succeeded in learning all the target words more effectively by taking notice of

not only their spelling and pronunciation but also their meanings. ...
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As another example, Student 15 from Group B reported that:

I have not had any difficulty within the treatment of Isolated FFI as compared to the other
two methods. | have succeeded in learning more target words in number through isolated
FFI because my brain responds well to learning if | do only one activity at a time. In this
way, I am able to learn the new L2 vocabulary items in the reading texts more easily. ...

Therefore, this method is very useful.

Furthermore, some participants regarded isolated FFI as more convenient for
learning vocabulary through various techniques (33 codes). Many students asserted that
isolated FFI gave them a golden chance of learning the target words through visuals. In
her questionnaire, Student 11 from Group A emphasized that:

I think isolated FFI is the most intelligible technique. With the help of this technique, |

could keep all the target words in my memory for a long time. The teacher’s use of visual

materials during the instruction made the lesson more enjoyable and fruitful. ...
Student 4 from Group B started her questionnaire with the following statement:

Isolated FFI provided me with the best retention of the target L2 words due to the fact that |
learned the new vocabulary items in the reading text by means of visual techniques.

Lastly, a few participants mentioned that isolated FFI offered them opportunity to
learn the target words harmoniously as a whole class (5 codes). In his questionnaire,
Student 1 from Group C underlined that:

In my opinion, isolated form-focused vocabulary instruction was the most ideal method. As
a whole class, we both learned the unknown L2 words at the same time and read the text in

harmony with each other. Therefore, isolated FFI did not divert our focus of attention away

from vocabulary learning and it did not cause us to lose concentration on reading.

Learner attitude

As a result of the qualitative data analysis, a total of 227 codes were determined
with reference to “learner attitudes” towards isolated FFI. The majority of Turkish EFL
learners narrated their vocabulary learning experiences as “enjoyable” and “pleasant”
during the treatments of isolated FFI (74 codes). In her questionnaire, Student 12 from

Group A reported that:

Isolated FFI provides us with an enjoyable atmosphere in which we can learn the target L2
words more effectively through the visual materials. We keep these words in our memory
better since we practise them through the sample sentences and revise them in the linguistic
context of the reading texts, which makes the target vocabulary items easier to learn,

memorise and recall.
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A great number of participants clarified that they felt themselves more comfortable
within the treatments of isolated FFI (29 codes). Isolated FFI was also declared to lead
the students to feel more successful in vocabulary learning (11 codes). For example,

Student 12 from Group A completed her interview with the following remarks:

I prefer isolated form-focused vocabulary instruction because it makes me feel more

comfortable and successful while learning the target L2 words in the reading text.

Some other participants asserted that isolated FFI enhanced their self-confidence in their
lexicon (13 codes). During his interview, Student 10 from Group A stated that:

When | learned the new vocabulary items in isolation before reading the text, | felt myself

more confident with my lexical knowledge, and | could comprehend the text better.

Nearly 91% of the participants labelled isolated FFI as their “favourite” since they
found this method “ideal”, “favourable”, or “appropriate” for their learning style (98
codes). All in all, it can be concluded that almost all of Turkish EFL learners showed
positive attitudes towards learning the target L2 words in isolation, except for 1
participant who regarded this method as unsuitable for his learning style by stating that

he felt confused under the treatment of isolated FFI (1 code).

4.3.2.1.2. Main theme 2: Reading

In the light of the qualitative research findings, a great number of participants
reported that isolated FFI provided them with a better atmosphere to improve their
reading skills when compared to integrated FFI and incidental learning with no FonF.
A total of 612 codes were identified pertaining to the second main theme “reading” and
four related sub-themes; namely, “pre-reading”, “reading comprehension”, “reading

fluency ”, and “reader reaction” (See Table 4.31).

Pre-reading

181 codes were discovered in connection with the sub-theme “pre-reading”. The
majority of 43 Turkish EFL learners put forward that isolated form-focused vocabulary
instruction supplied them with a better atmosphere to improve their pre-reading skills.
To start with, the participating students suggested that isolated FFI made them lexically
well-prepared for the reading texts (74 codes). Second, isolated FFI was reported to

remove some of the psychological barriers to reading comprehension by making the
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students braver, more comfortable, less stressful, and more self-confident (31 codes).
Third, the participants declared that isolated form-focused vocabulary instruction gave
them an idea about the content of the text prior to reading (35 codes). Finally, isolated
FFI was stated to provide Turkish EFL learners with a higher motivation and an easier
adaptation to the texts by arousing their interests in the topic of these texts (41 codes).
Here are some sample excerpts from the questionnaires and the interviews, which
illustrate the facilitative role of isolated FFI in developing Turkish EFL learners’ pre-
reading skills. In her questionnaire, Student 11 from Group A pointed out that:
I think isolated FFI is the most intelligible technique. With the help of this technique, ... I

could comprehend the reading text more easily, and this increased my motivation to read by

creating interest in the topic of the text.
In his questionnaire, Student 5 from Group C stated that:

Prior teaching of the new L2 vocabulary items in isolation before reading makes students
adapted well to the texts, thereby enhancing their reading comprehension. ...

Student 3 from Group C concluded her questionnaire with the following statements:
I prefer the method of isolated form-focused vocabulary instruction prior to reading the

text. In this way, we get ready for reading the text more fluently and understanding it better.
It also makes reading more enjoyable for us. ...

In her questionnaire, Student 15 from Group C also indicated that:

Isolated FFI is much more effective than other methods in terms of vocabulary learning.
Not only does it make you psychologically ready for the texts but it also does not interrupt

the flow of reading. ...
Lastly, Student 14 from Group B ended her questionnaire with the following words:

I would prefer receive isolated FFI. Getting the prior knowledge of new L2 vocabulary
items before reading gives us insight about the content and prepares us lexically for the

reading texts. ...

Reading comprehension

A detailed analysis of the qualitative research data displayed 148 codes in relation
to “reading comprehension”. As stated by nearly 90% of the participants, isolated form-
focused vocabulary instruction led to a better or more effective comprehension of
reading texts (72 codes). More specifically, some participating students declared that
isolated FFI helped them understand the whole text in detail whereas some others
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reported that isolated FFI enabled them to answer the comprehension questions more

properly and willingly. In her questionnaire, Student 16 from Group C clarified that:
I think isolated FFI is the best method because | have realised that | am able to learn the
target words more easily. | can also comprehend the reading texts better with the help of
this method.

Student 10 from Group A emphasised that:
Learning the meanings of new L2 vocabulary items beforehand provides students with a
good flow of reading. By means of isolated FFI, the whole text can be understood clearly at

first reading. ...
In his questionnaire, Student 11 from Group B pointed out that:

Isolated FFI is the best method for understanding the reading texts in detail. It is extremely
difficult to comprehend the texts without knowing the meanings of new L2 vocabulary

items beforehand.
In addition, the majority of the participants highlighted the ease of reading
comprehension under the treatments of isolated FFI (46 codes). Student 6 from Group A

started his questionnaire with the following statement:

In my opinion, isolated form-focused vocabulary instruction is the most reasonable
technique. When we know the meanings of new L2 vocabulary items beforehand, the

interpretation of reading texts becomes easier.
Last but not least, isolated FFI was reported to lead the participants to a better
processing of text organization, which can also be called as “text coherence” (30 codes).

In her questionnaire, Student 14 from Group A articulated that:
Since | learned the novel L2 words before | started reading the text, | could understand the

whole text in detail, and | was able to process the text organization better.

Reading fluency

A great number of Turkish EFL learners mentioned the favourable effect of
isolated FFI on their flow of reading. A total of 117 codes were inferred from the
qualitative data with regard to “reading fluency”. Most participants asserted that
isolated FFI opened the door for a good flow of reading, which enabled them to read the
texts more fluently (71 codes). In her questionnaire, Student 11 from Group C stated
that:

I prefer isolated form-focused vocabulary instruction. Knowing the new L2 vocabulary

items beforehand paves the way for a good flow of reading. It saves time. Since we learn
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the meaning of unknown words, we are able to make sense of the text organisation and

coherence more quickly.

Some students maintained that they were able to read the texts without

interruption thanks to isolated form-focused vocabulary instruction (21 codes). Student

14 from Group B started her questionnaire with the following comments:

Isolated form-focused vocabulary instruction before reading not only makes students

lexically well-prepared for the texts but also provides a fluent reading without interruption

because there is no need to stop reading to look up unknown words in dictionaries.

Furthermore, isolated FFI was argued to allow the participating students to read

the texts faster, thereby saving time in the reading course (25 codes). In his

questionnaire, Student 9 from Group C underlined that:

Isolated FFI makes us lexically well-qualified for the text before we start reading.

Therefore, we do not waste time in looking for the meanings of new L2 vocabulary items

by interrupting our flow of reading. ...

Table 4.31. The distribution of codes in theme 2: Reading (Isolated FFI)

Isolated FFI
Main Categories Sub-categories Frequency
Theme of Codes
Reading Pre-reading v making us lexically well-prepared for the text 74
v" a higher motivation to read & an easier adaptation to texts 41
v’ giving an idea about the content of the text 35
v making us psychologically ready for the text 31
Reading v a better / more effective comprehension, understanding the 72
Comprehension text in detail, answering comprehension questions properly
v easier comprehension of the texts, answering 46
comprehension questions more easily
v better processing of text organization (coherence) 30
Reading v more fluent reading, a good flow of reading 71
Fluency v faster reading, time-saving 25
v reading without interruption 21
Reader v pleasurable reading 74
Reaction v reading more comfortably / confidently / fearlessly 56
v more concentrated reading 36
Total number of codes 612
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Reader reaction

The qualitative research findings revealed a total of 166 codes with regard to
“reader reaction”. More than 90% of the participating students declared that they took
pleasure in reading when they received isolated form-focused vocabulary instruction

(74 codes). Student 3 from Group C expressed her opinions of isolated FFI as follows:

In my opinion, new L2 words should be taught in isolation before reading the texts. With
the help of this method, we can understand the text more easily and we can read it without
interruption. Thanks to the easier comprehension, we are not bored with reading and we

answer the (comprehension) questions more willingly.
In her questionnaire, Student 16 from Group A stated that:

I am inclined to learning the new L2 words first prior to reading the text. It makes the text
more comprehensible, thereby giving rise to pleasurable reading. Taking a glance at the text
without understanding is very different from taking pleasure in reading. | prefer reading

with pleasure through isolated FFI.
Isolated FFF was also declared to provide Turkish EFL learners with more
opportunities to read the texts comfortably, confidently, fearlessly or without stress (56

codes). Student 8 from Group C started his questionnaire with the following remarks:

Learning the meanings of new L2 vocabulary items beforehand makes me less stressed
while reading the text. It also paves the way for easier comprehension and interpretation of
the text.

Student 8 from Group A summarised his learning experience with isolated FFI in the
following way:
With the help of isolated form-focused vocabulary instruction, | started to read the text

more confidently.
Finally, the majority of the participants affirmed that they could concentrate better
on reading after they were exposed to isolated FFI (36 codes). During her interview,

Student 9 from Group A pointed out that:
Isolated form-focused vocabulary instruction is very beneficial to me. Without knowing the

new L2 vocabulary items before reading the text, I cannot concentrate well on reading. ...

4.3.2.2. EFL learners’ perceptions of integrated form-focused vocabulary instruction

The qualitative research results from 43 Turkish EFL learners revealed a great
number of positive opinions on isolated FFI. However, except for a few positive or

neutral ideas, the participating students demonstrated the negative perceptions of
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integrated FFI mostly because they compared its efficiency with that of isolated FFI. In
this regard, the qualitative findings indicated a total of 1126 codes in terms of EFL
learners’ opinions of integrated FFI. These codes were grouped under two main themes
and eight related sub-themes. The main themes were “vocabulary learning” (734
codes) and ‘“reading” (392 codes). Four sub-themes of vocabulary learning were
“vocabulary size and depth” (94 codes), “quality” (310 codes), “learning context”
(114 codes), and “learner attitude” (216 codes). On the other side, four sub-themes of
reading were “pre-reading” (76 codes), “reading comprehension” (111 codes),
“reading fluency” (90 codes), and “reader reaction” (115 codes). Given these two
main themes and eight related sub-themes, 43 EFL learners’ opinions about integrated
FFI will be elucidated in the following section with the excerpts from the open-ended

questionnaires and the semi-structured interviews.

4.3.2.2.1. Main theme 1: Vocabulary learning

A total of 734 codes were deduced from the qualitative data with respect to the
first main theme “vocabulary learning” and four related sub-themes; namely,
“vocabulary size and depth”, “quality”, “learning context”, and “learner attitude”
(See Table 4.32).

Vocabulary size and depth

A comprehensive analysis of qualitative data revealed 94 codes in connection
with “vocabulary size and depth”. In this respect, the majority of 43 Turkish EFL
learners declared that they were able to learn just limited number of target vocabulary
items by means of integrated FFI (35 codes). Some participating students asserted that
they succeeded in acquiring an average number of the target words with the help from
integrated form-focused vocabulary instruction (11 codes). One participant, who
showed a preference for integrated approach, expressed that she succeeded in learning
more target words under the treatment of integrated FFI (2 codes). In his questionnaire,
Student 8 from Group A stated that:

I assumed that integrated FFI was efficient at the initial stages of the treatment. However,
then | started to get confused about the meanings of L2 target vocabulary items. In the end,

I was able to learn merely two or three words.
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Table 4.32. The distribution of codes in theme 1: Vocabulary learning (Integrated FFI)

Integrated FFI

Main Categories  Sub-categories Frequency
Theme of Codes
Vocabulary Vocabulary v superficial knowledge of each target word 42
Learning size & depth  vlearning a limited number of words 35
v'learning an average number of target words 11
v'deeper knowledge of words** 4>
v'learning more target words in number** 2%*
Quality v'short-term / limited / almost no retention; probability of 49
forgetting in a short time
v/difficulty of learning 46
v/difficulty of memorization 44
v/difficulty of recalling target words 43
v'unsuccessful / inefficient method, ineffective learning 29
v'lack of repetition, revision, and practice 28
v'limited opportunity to check comprehension of word 27
meanings
v'moderately effective, less effective than isolated FFI 26
v'good retention** 6**
v'best method, more effective / beneficial learning** 6**
v'good exemplification of the concept of the words (through 5
sample sentences)
Learning v less attention and lack of concentration on target words 49
Context v/difficult to focus on two activities at a time 31
v'only one chance of learning target words 18
v'not having enough time to think about the meaning of the 8
target words
v’ opportunity to learn words in context 6
v’ opportunity to use visual techniques (if it is pre-planned) 2
Learner v" unpleasant learning, feeling bored 53
Attitude v' inappropriate, unfavourable, not suitable for my learning 45
style
v feeling confused / complicated 33
v distracting 31
v challenging, tiring 28
v feeling unsuccessful 14
v  appropriate, favourable, favourite** 6**
v' second favourite, a good alternative to isolated FFI 4
v  enjoyable** 2%*
Total number of codes 734

**Participants who prefer integrated FFI
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In her questionnaire, Student 2 from Group B also emphasised that:

In my opinion, integrated FFF was moderately effective in term of vocabulary learning rate.
I could retain just limited number of target L2 words. | think the effect of this method

would also be the same for all students.

As for the depth of their lexical knowledge, a great number of students mentioned
that integrated FFI provided them with only superficial knowledge of each individual
target word in the reading texts (42 codes). On the other hand, two of three participants
who opted for integrated FFI argued that it came up with deeper knowledge of target L2
words (4 codes). Student 2 from Group A articulated that:

Integrated FFI is not a satisfactory method. It does not bring about a long-term retention of

new L2 words. It provides us with only superficial knowledge of target vocabulary items in
the reading texts.

Quality

The qualitative research findings divulged a total of 168 codes in relation to the
“quality” of vocabulary learning. 43 Turkish EFL learners reflected both positive and
negative representations of integrated vocabulary instruction. On the one hand, nearly
half of the participating students described integrated FFI as “moderately effective” by
highlighting that it was not as efficient as isolated FFI (26 codes). In his questionnaire,

Student 15 from Group A emphasised that:

Integrated form-focused vocabulary instruction was the second best method for me to learn
the unknown L2 words in the reading texts.
During her interview, Student 12 from Group A articulated that:

Integrated FFI was not as effective as isolated FFI. Isolated vocabulary instruction led us to
a better retention of the target words in the reading texts since we had more opportunity to
revise and practise these words. Therefore, we could easily recall the meanings of these
target words when we met them again in the reading texts or in the tests. However, we had
only one chance of learning the target words under the treatments of integrated FFI, so
there was always the probability of forgetting their meanings in a short time due to the lack
of revision and practice. Briefly, integrated FFI was less effective.

On the other hand, more than half of the participants gave negative descriptions of

9 ¢

integrated FFI as “ineffective”, “inefficient” and “unsuccessful” method in learning L2

vocabulary. They put forward that integrated FFI brought about an ineffective learning
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of the target words in the reading texts (29 codes). In his questionnaire, Student 3 from
Group A stated that:

Integrated FFI did not provide me with an effective vocabulary learning. | was able to learn
just a limited number of the target words during reading, and | could not recall the
meanings of those words after a while.

In her questionnaire, Student 8 from Group B pointed out that:

... Integrated FFI was not as effective as isolated FFI. Trying to learn the target words and
reading the text at the same time caused the limited comprehension and the lack of

understanding the text organization.

The majority of Turkish EFL learners highlighted the difficulty of learning,
memorizing, and recalling the target vocabulary items within the treatments of
integrated FFI (46, 44 and 43 codes, respectively). Likewise, a great number of
participants asserted that integrated FFI gave rise to short-term, limited or almost no
retention of the target lexical items, which made the meanings of these novel L2 words
more likely to be forgotten in a short time (49 codes). In her questionnaire, Student 13

from Group C articulated that:
Integrated FFI is not an efficient method. We can learn some of the target words; however,
we cannot recall the majority of these words. It also becomes very difficult for us to follow
reading.

In his questionnaire, Student 4 from Group B expressed that:
The effects of integrated FFI last for only limited period of time. For the mastery of new L2
words, they should be repeated more frequently and revised more carefully. During the
integrated FFI, we instantly understand the meanings of the target words and sentences at
the time of reading. However, the meanings of these words become more likely to be

forgotten after a few sentences.

Most participating students maintained that integrated FFI did not present them
with any circumstances to repeat, revise or practise the target vocabulary items in
reading texts (28 codes). Therefore, integrated FFI was reported to deprive EFL learners
of the opportunities to check their comprehension of word meanings (27 codes). During

her interview, Student 2 from Group A underlined that:
I do not think that integrated FFI leads to the long-term retention of the target L2 words.
We instantly learn the meaning of the words at the time of instruction, but we fail to keep
their meaning in our mind for a long time since there is no opportunity to repeat and

practise these words. ...
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In his questionnaire, Student 2 from Group C pointed out that:

In my opinion, integrated FFI is not a good method for vocabulary learning. The most
serious deficiency of this type of instruction is to assume that only one exposure to new L2
words is sufficient for the students to grasp the meaning of these words. Without offering
the students further opportunities to revise and check the meanings of these words, it is not

appropriate to put integrated FFI into use.
Integrated FFI was also argued to pave the way for good exemplification of the
concept of the target words by virtue of sample sentences and the visuals integrated into

these sentences (5 codes). During his interview, Student 10 from Group A stated that:
Integrated FFI enabled us to learn the new L2 words in context of reading. The sample
sentences and the visuals also opened the way for a good exemplification of the concept of
the target words. Hence, we benefitted from integrated FFI to learn how to use these words

in context.
Furthermore, three participants (7%), who expressed their preferences for integrated
approach, argued that integrated FFI supplied them with a more effective learning (6
codes) and a good retention of the target words in the reading texts (6 codes). In his

questionnaire, Student 6 from Group B emphasised that:
In my opinion, integrated FFI is the most efficient method. ... Learning new vocabulary

items within the context of reading provides us with a good retention of target L2 words.

Learning context

A detailed analysis of qualitative data generated 114 codes with regard to
“learning context”. Almost all participants declared that integrated FFI called less
attention to the new L2 words in the reading texts, which gave rise to the lack of
concentration on individual target words (49 codes). More than half of 43 Turkish EFL
learners attributed the inefficiency of integrated FFI to the difficulty of focusing on two
activities at the same time; namely, both learning vocabulary and reading the text

simultaneously (31 codes). In this regard, Student 5 from Group C reported that:
Trying to learn new L2 words and reading the text simultaneously distract our attention.
Since our main objective is to understand the reading text, we pay less attention to learning
the target vocabulary items, thereby resulting in the limited retention of these words. It also
makes things more difficult for us to follow the reading text and understand the text

organisation. ...

121



During his interview, Student 4 from Group B underlined that:
It is quite difficult to focus on both learning vocabulary and reading the texts at the same
time. Under these circumstances, a learning difficulty occurs either in learning the target
words or in reading comprehension. Therefore, integrated FFI is less effective than isolated
FFI.

In his questionnaire, Student 12 from Group C expressed that:
... It is very difficult for students to both listen to the teacher’s vocabulary instruction and
try to understand the reading text simultaneously. Doing two things at a time causes us to
lose our concentration, so we have difficulty in focusing our attention on learning target
vocabulary items.

Some students criticized that integrated FFI offered them only one chance of
learning the new L2 words (18 codes) while some others expressed that they did not
have enough time to think about the meanings of the target lexical items under the
treatment of integrated FFI (8 codes). In his questionnaire, Student 9 from Group B

highlighted that:
I think that integrated FFI was less effective than isolated FFI in terms of learning L2
vocabulary items in the reading texts. It is more difficult to learn and memorize target
words at a time without any repetition.

During his interview, Student 5 from Group A pointed out that:
I think integrated FFI also does not have positive impact on students’ vocabulary learning
because they do not have sufficient time to master the target L2 words by thinking about
their meanings.

As for the strong points of integrated FFI, a few participants underlined that it
provided them with opportunity to learn the target words within the linguistic context of
reading (6 codes). Lastly, two participants mentioned the facilitative effects of using
visual materials during the pre-planned integrated form-focused vocabulary instruction

(2 codes). Student 6 from Group C stated that:
Although integrated FFI is not as efficient as isolated FFI, it has some advantages. Most
importantly, rather than focusing on target words individually, we try to learn the meanings
of those words in a textual context, which increase their retention.

In her questionnaire, Student 14 from Group A expressed that:
We were learning the target vocabulary items and reading the text simultaneously. We
interrupted reading and tried to guess the meanings of the target words within the scope of
integrated FFI when we came across unknown L2 words in the text. We benefited from

some visual materials so that we could keep these words in our memory. ...
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Learner attitude

A total of 216 codes were identified about the “learner attitudes” towards
integrated form-focused vocabulary instruction. In view of the qualitative research
findings, it can be concluded that most of the Turkish EFL learners showed negative
attitudes towards integrated FFI. The greatest part of the participants asserted that they
did not take pleasure in acquiring the new L2 vocabulary items through integrated FFlI
by narrating their learning experiences as boring (47 codes). In her questionnaire,
Student 12 from Group A articulated that:

Integrated FFI was boring, and it was confusing for us to both try to comprehend the
reading text and struggle to learn new L2 words in the texts simultaneously. We were able
to learn just a few of the target vocabulary items, so we did not benefit much from this

method.

More than half of the students clarified that they felt confused or complicated
during the integrated form-focused vocabulary instruction (33 codes) whereas another
half found integrated FFI distracting (31 codes). Integrated FFI was also regarded to be
challenging and tiring by some participants (28 codes), and some others argued that
integrated approach made them feel unsuccessful in learning L2 vocabulary (14 codes).

In her questionnaire, Student 11 from Group C criticised that:
This method (Integrated FFI) have distracted my attention. While we are trying to

understand one part of the text, we stop reading to learn the meaning of an unknown L2
word. We totally lose our concentration and it becomes very tiring to learn new vocabulary
items.

In her questionnaire, Student 10 from Group C highlighted that:
Integrated FFI is a little distracting. It does not lead to a good retention of target L2
vocabulary items because we just concentrate on understanding the meanings of the
sentences and the main idea of the reading text, rather than focusing on individual words.

For this reason, | do not regard this method as beneficial.

With these perspectives in mind, integrated FFI was declared to be “inappropriate” and
“unfavourable” by most of the participants since they thought that it was not suitable for
their learning style (45 codes).

As for the positive attitudes, several Turkish EFL learners labelled integrated FFI
as their “second best / favourite method” by considering it as a good alternative to

isolated FFI (4 codes). Three participants, who preferred integrated FFI, found this type

123



of instruction “more appropriate” and “more favourable” way of learning the unknown

L2 words in reading texts (6 codes). Finally, one of the students described his

experiences of integrated FFI as “enjoyable” (2 codes).

4.3.2.2.2. Main theme 2: Reading

In the light of the qualitative research findings, a total of 392 codes were

determined with reference to the second theme “reading” and four relevant sub-themes;

namely, “pre-reading”, ‘“reading comprehension”, “reading fluency”, and ‘“reader

reaction” (See Table 4.33).

Table 4.33. The distribution of codes in theme 2: Reading (Integrated FFI)

Integrated FFI

Main Categories Sub-categories Frequency
Theme of Codes
Reading Pre-reading v'low motivation to read, not willing to read 43
v limited lexical preparation for the texts 31
v"a high motivation to read** 2%%*
Reading v limited comprehension 38
Comprehension  v“difficulty in comprehension 27
v'lack of understanding the text organization 26
v"average comprehension 11
v'no comprehension, unable to answer comprehension 5
questions
v"a good comprehension of the text 4x*
Reading v less effective reading 48
Fluency v'interrupted flow of reading 27
v'difficulty in following the text 7
v'slower reading, time consuming 5
v'a good flow of reading** 3**
Reader v'unpleasant reading, feeling bored 45
Reaction v less concentrated reading, distracting 35
v feeling puzzled / confused / complicated 28
v'pleasurable reading** 4
v feeling tired 3
Total number of codes 392

**Participants who prefer integrated FFI
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Pre-reading

The qualitative data released a total of 76 codes with respect to sub-theme “pre-
reading”. The majority of the Turkish EFL learners declared that integrated FFI resulted
in a low motivation to read the texts by expressing their unwillingness to read during

integrated FFI (43 codes). In her questionnaire, Student 3 from Group C stated that:
I do not think integrated FFI is suitable for my learning style. While trying to understand a
sentence in the text, | interrupt reading to ask the teacher the meaning of an unknown L2
word that | come across in that sentence. However, | usually forget the beginning part of
the sentence while the teacher is explaining the meaning of that unknown word. It is getting
more and more boring to read the text. Therefore, | do not want to read the text, nor am |

willing to answer comprehension questions after reading.
A great number of participants stated that integrated FFI did not provide them
with the right set of circumstances to make them lexically and psychologically well-
prepared for the texts before reading (31 codes). During his interview, Student 15 from

Group A asserted that:
Integrated FFI did not prepare us for the reading text. We started reading the text
immediately. It was very complicated for me to learn words and try to understand the
reading texts at the same time.

One of the students who expressed his preference for integrated FFI pointed out that this
type of instruction offered him a higher motivation to read the text.

Reading comprehension

A total of 111 codes were discovered regarding to the effect of integrated FFI on
“reading comprehension”. Although most of Turkish EFL learners insisted that
integrated FFI resulted in just a limited comprehension of the reading texts (38 codes),
some students argued that integrated FFI led them to an average comprehension of the
texts (11 codes). A few participants reported that they were unable to understand the
reading texts and answer comprehension questions under the treatments of integrated
FFI (5 codes). Integrated FFI was also declared to cause some difficulties in reading
comprehension for more than half of the participating students (27 codes). In his

questionnaire, Student 5 from Group B explained that:
Integrated form-focused vocabulary instruction provided me with a very limited retention

of target words. I also could not understand the reading text.
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During her interview, Student 15 from Group B emphasised that:
It was a bit complicated to both try to learn the new L2 words and attempt to understand the
reading text concurrently. For me, reading comprehension was of secondary importance
when compared to vocabulary learning. It was also tiring. | had difficulty in answering

comprehension questions.
Student 11 from Group B criticised the integrated FFI with the following statement:

Integrated FFI is not a good method since it interrupts our flow of reading many times.

These interruptions make it difficult to comprehend the reading text.
A number of Turkish EFL learners affirmed that they had difficulty in processing
and understanding the text organization while they were receiving integrated FFI (26
codes). In her questionnaire, Student 15 from Group C stated that:
Even though integrated FFI is not as effective as isolated FFI, it can be said that it provided
the students with a clear comprehension of the reading texts. However, the interruptions of
reading due to vocabulary instruction had a negative effect on our processing and

understanding the text organization. This situation also caused us to waste a lot of time

apart from disrupting our flow of reading.
From a more positive perspective, three participants who opted for integrated FFlI,
argued that integrated form-focused vocabulary instruction led them to a good

comprehension of the reading text (4 codes).

Reading fluency

A total of 90 codes were deduced from the qualitative data with regard to
“reading fluency”. Almost all of Turkish EFL learners mentioned the negative effect of
integrated FFI on their flow of reading. According to the majority of the participants,
integrated FFI did not lead them to a fluent reading of the texts when compared to
isolated FFI (48 codes). Moreover, nearly half of the students reported that integrated
form-focused vocabulary instruction interrupted their flow of reading (27 codes). In her

questionnaire, Student 9 from Group A pointed out that:
Integrated FFI was beneficial to me. However, | think there occurred many interruptions in
our flow of reading since we tried to learn unknown vocabulary items while we were
reading the text.

Student 10 from Group B highlighted that:
Integrated form-focused vocabulary instruction interrupted the flow of reading. It became

very difficult for us to recall the target L2 words.
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Some participants highlighted the difficulty of following the teacher’s actions,
who tried to read the text aloud and gave integrated FFI at the same time (7 codes).

During her interview, Student 13 from Group C articulated that:

Integrated FFI is actually not bad, but there occurs a problem. The teacher is instructing the
meanings of new L2 target words while reading the text. It is likely for us to miss
vocabulary instruction. It is not always easy to catch up with the pace of the teacher. For

this reason, integrated FFI is not efficient enough.
Furthermore, integrated FFI was reported to cause slower reading, which was also
narrated as time consuming (5 codes). In her questionnaire, Student 14 from Group A
stated that:

.. integrated FFI interrupted our flow of reading many times, so we failed to understand
the text organization and we spent too much time. In addition, trying to understand the text
and struggling to keep the target words in my memory distracted my attention. For this

reason, | felt that I could not benefit much from integrated FFI.

Finally, the idea that integrated FFI maintained a good flow of reading was put forward

by three participants whose favourite method was integrated vocabulary instruction.

Reader reaction

In view of qualitative research findings, a total of 115 codes were diagnosed in
connection with the “reader reactions” towards integrated FFl. A great number of
Turkish EFL learners declared that they got bored and did not take pleasure in reading
while they were receiving integrated form-focused vocabulary instruction (45 codes). In

her questionnaire, Student 14 from Group B pointed out that:

Integrated FFI gives rise to unpleasant reading because we need to stop reading in order to
learn the meanings of unknown words. This loss of concentration on reading causes limited

comprehension of the text and lack of understanding the text organization.
The majority of the participants also affirmed that they suffered from the lack of
concentration on reading when they were exposed to integrated FFI (35 codes). In her

questionnaire, Student 16 from Group A stated that:

Integrated FFI is also good. The only shortcoming of this method is that the interruptions in
the flow of reading distract our attention and it may give rise to a limited comprehension of

the texts.
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During her interview, Student 9 from Group B underlined that:

I think integrated FFI disrupted our flow of reading. | felt a bit complicated because it is too
difficult to concentrate on two things at a time; namely, learning vocabulary and reading
the text.

More than half of the Turkish EFL learners reported that integrated FFI made
them feel puzzled, confused or complicated (28 codes) whereas a few participants
regarded integrated FFI as tiring (3 codes). In his questionnaire, Student 16 from Group
C declared that:

I get confused when | learn new L2 words while reading the texts. Integrated FFI also does

result in a good retention of target vocabulary items.
Three participants, who preferred integrated FFI, put forward that integrated FFI

provided them with the right set of circumstances for pleasurable reading (4 codes).

4.3.2.3. EFL learners’ perceptions of incidental learning with no focus on form

The qualitative findings from the open-ended questionnaires and the semi-
structured interviews did not reveal positive research evidence for the incidental
vocabulary learning with no FonF. All of 43 Turkish EFL learners, except one, reported
that incidental learning with no FonF led them to ineffective vocabulary learning and
very limited comprehension of reading texts.

A detailed analysis of the qualitative data generated a grand total of 1587 codes
within the scope of EFL learners’ perceptions about incidental vocabulary learning with
no FonF. These codes were classified into two main themes and eight sub-themes. The
main themes were ‘“vocabulary learning” (1073 codes) and “reading” (514 codes).
Four sub-themes of vocabulary learning were “vocabulary size and depth” (88 codes),
“guality ” (408 codes), “learning context” (206 codes), and “learner attitude” (371
codes). On the other side, four sub-themes of reading were “pre-reading” (42 codes),
“reading comprehension” (156 codes), “reading fluency” (52 codes), and “reader
reaction” (264 codes). By taking these two main themes and eight sub-themes into
consideration, 43 Turkish EFL learners’ perceptions of incidental learning with no FonF
will be explained hereafter together with the excerpts from the open-ended

questionnaires and the semi-structured interviews.
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4.3.2.3.1. Main theme 1: Vocabulary learning

A detailed analysis of qualitative research findings revealed a total of 1073 codes
in relation to the first main theme “vocabulary learning” and four related sub-themes;
namely, “vocabulary size and depth”, “quality”, “learning context”, and “learner
attitude” (See Table 4.34).

Vocabulary size and depth

A total of 88 codes were inferred from the qualitative data with regard to the
“vocabulary size and depth” within the treatments of incidental exposure. Almost all of
the Turkish EFL learners asserted that they could not achieve any lexical gains from the
treatments of incidental learning with no FonF in terms of both size and depth of the
target vocabulary items in the reading texts (67 codes). During his interview, Student 15

from Group A pointed out that:
It was a bad experience. We were able to achieve no lexical gain from incidental learning
with no FonF. We were acquainted with some words in the reading text. With the help of
these words, we tried to understand the text, but we could not manage it.

In her questionnaire, Student 5 from Group B declared that:
Under the treatment of incidental learning with no FonF, | was not able to comprehend the
reading text, nor could | learned any of the target vocabulary items.

Some participants highlighted that they were able to learn just limited number of
target vocabulary items by means of incidental learning with no FonF (9 codes). During

his interview, Student 3 from Group B articulated that:

I was able to learn a very small number of target L2 words under the treatment of incidental
learning with no FonF. This method was not suitable to my learning style. After looking up

their meanings into the dictionary, | completely forget the words within 10 or 15 minutes.
Incidental learning with no FonF was reported to provide EFL students with just a
superficial knowledge of each individual target word in the reading texts (8 codes). In
her questionnaire, Student 15 from Group C highlighted that:
I do not think that this method led us to learn the target L2 words or to understand the
reading text. As we are not able to infer word meanings from the context, it is getting more
and more complicated for us to comprehend the text. Even if we coincidentally guess the

meaning of a word, we cannot get the deeper knowledge of that word. Therefore, the

spelling and the meaning of that word is forgotten in a short time.
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Four participants, one of whom preferred incidental learning with no FonF,
argued that this method led them to better vocabulary learning since it required the
deeper processing of the target words in their mind (4 codes). In his questionnaire,
Student 5 from Group A reported that:
Although this method disrupts our flow of reading, it provides us with a good retention of
vocabulary items. We mentally process them better by thinking more deeply over the words
while inferring their meanings from the context. For this reason, | think that this method is
more beneficial.

In his questionnaire, Student 12 from Group C stated that:

Within the treatments of incidental learning with no FonF, it is really difficult for us to infer
the meanings of the target words successfully from the context, and we are able to learn just
a limited number of target words. However, it offers better retention of the successfully-

inferred target words since we try to learn them through our own efforts.

Quality

The qualitative research findings released a total of 408 codes in connection with
the effect of incidental exposure on the “quality” of vocabulary learning. All Turkish
EFL learners, except for one, argued that incidental learning with no FonF gave rise to
an ineffective vocabulary learning by describing it as “the worst”, “unsuccessful” and
“inefficient” method in mastering the target L2 words in the reading texts (81 codes). In

his questionnaire, Student 16 from Group B pointed out that:

I could not retain any target words, so it was the least efficient method in vocabulary

learning.

As mentioned by the majority of the participating students, it was impossible or
too difficult to infer the word meanings from the context without any instruction by
highlighting that it required too much fruitless effort (70 codes). In his questionnaire,
Student 6 from Group A stated that:

In my opinion, this method is unreasonable and challenging. It seems impossible to be able
to infer the meanings of unknown words from the context.

In his questionnaire, Student 1 from Group B declared that:
I think this technique was unsatisfactory. Students will definitely fail to infer the meanings
of the target words from the context if they are exposed to incidental learning with no
FonF. By the way, | was not able to learn any of the target words and | could not do

anything in the reading course.
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Most of the participants asserted that they were not able to recall the meanings of
the target words in reading texts within the treatments of incidental learning with no
FonF (24 codes). Incidental exposure was also reported to yield almost no retention of
the new L2 vocabulary items since the participants were more likely to forget the
meanings of those words shortly after they read the related sentence (29 codes). In his

questionnaire, Student 10 from Group B pointed out that:
I had too much difficulty in inferring the meanings of unknown words from the context,
and this method yielded almost no retention of the target words in the reading text.

In her questionnaire, Student 15 from Group B expressed that:
... This method does not supply us with sample sentences to exemplify the concepts of
target words, which makes our learning more difficult. I am not able to recall a great
majority of the new L2 vocabulary items after a short time. Hence, this technique is not

beneficial to me.
In his questionnaire, Student 11 from Group A articulated that:

This technique was very boring. | was able to understand the main idea of the text to a
certain extent. However, | could not retain the target L2 words, which is the reason why |

found this method wrong to use in an EFL classroom.
In his questionnaire, Student 3 from Group B declared that:

In my opinion, incidental vocabulary learning was not a good method. | was not able to
understand the reading text, nor could | recognise and recall the target vocabulary items. It
was unlikely for this method to provide us with benefit to keep new L2 words in our

memory.

Many participants asserted that they could not find an opportunity to repeat, revise
or practise the target L2 words in reading texts when they were exposed to incidental
learning with no FonF (19 codes). Likewise, a great number of students maintained that
incidental learning with no FonF did not provide them with the right set of
circumstances to check the accuracy of their inferences on the meanings of the target
vocabulary items (42 codes). Incidental learning with no FonF was also reported to
deprive Turkish EFL learners of the exemplification of the concepts of the target words
since they were not presented with any definitions, sample sentences or visuals about
those words (21 codes). All these factors could be the reasons why a large number of
participants mentioned the probability of misunderstanding or misinterpreting the target
L2 words under the treatments of incidental learning with no FonF (23 codes). In her

questionnaire, Student 8 from Group B declared that:
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It is not an efficient way of learning vocabulary. In this method, | am not able to realise the
target L2 words. Even if | can successfully infer the meanings of some words from the
context, |1 cannot keep their meanings in my memory since this method offers no

opportunity to repeat, revise and practise these vocabulary items.

During her interview, Student 2 from Group B articulated that:

I think incidental learning with no FonF is the least effective technique. The other two
methods provide us with a good exemplification of the concept of the target words through
sample sentences. However, we only have a chance of using dictionaries to learn the
meanings of unknown words. Dictionaries gives only the basic meaning of a word, which is

not sufficient to master that word. Thus, I cannot retain the target words for a long time.

In his questionnaire, Student 9 from Group B highlighted that:

I think this method leads us to the lowest level of lexical gain. The word meanings we infer

from the context may be different from the actual meanings of the target words in the text.

In his questionnaire, Student 10 from Group A clarified that:

From time to time, we can infer the meanings of some words from the context. However,
we do not have any opportunity to check the accuracy of our inferences of word meanings
are true or false, which gives rise to the probability of misunderstanding the target words in

the reading text.

A great number of participants declared that the efficiency of incidental learning

varies from one student to another (28 codes). As maintained by some students, it took

too much time to learn or infer the meanings of any unknown words from the context

during the treatments of incidental learning with no FonF, which can also be described

as time consuming (8 codes). In his questionnaire, Student 6 from Group B expressed

that:

This method is a bit difficult because its efficiency differs from one student to another.
Each learner can make different inferences about the meaning of the same word, which
somewhat depends on students’ individual skills to guess from textual context. Therefore, I

do not regard this way of vocabulary learning as efficient.

In his questionnaire, Student 4 from Group B declared that:

vocabulary

... It is extremely difficult to both infer the meanings of unknown words from the context
and comprehend the reading text. We need to read the same sentence in the text for many
times and think about the meanings of new L2 words for a long time, which is time

consuming.

All in all, the majority of Turkish EFL learners gave details of incidental

learning with the words such as ‘“unreasonable”, “impractical”,

“problematic”, “wrong”, and “useless” (59 codes). On the other hand, four participants,
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one of whom opted for incidental vocabulary learning, argued that it might be difficult

to infer the meanings of unknown L2 words from the context, but the retention of these

successfully inferred words were better than those words taught through the other two

methods (4 codes).

Table 4.34. The distribution of codes in theme 1: Vocabulary learning (Incidental learning with no

FonF)
Incidental learning with no FonF
Main Categories  Sub-categories Frequency
Theme of Codes
Vocabulary Vocabulary v no lexical gain in terms of both size and depth 67
Learning size & depth  v" learning a limited number of words 9
v superficial knowledge of target words 8
v' deeper processing of target words 4 (3+1***)
Quality v worst / unsuccessful / inefficient method, ineffective 81
learning
v difficulty / impossibility of inferring meanings from 70
context
v’ unreasonable, impractical, problematic, wrong, useless 59
method
v’ no opportunity to check the accuracy of the inferences on 42
word meanings
v" almost no retention, probability of forgetting 29
v varies from one student to another 28
v" almost no recall 24
v' probability of misunderstanding the words 23
v" no exemplification of the concept of the words 21
v’ no repetition, revision, and practice 19
v taking too much time (time-consuming) 8
v" good retention of the words inferred successfully 4 (3+1***)
Learning v" almost no opportunity to learn 89
Context v lack of attention / concentration on words, no lexical 55
awareness
v self-learning, not learning in harmony 31
v' obscurity of target words 23
v" need to use dictionary 7
v" no chance of using visual techniques 1
Learner v" unpleasant learning 138
Attitude v inappropriate, unfavourable, not suitable for my learning 61
style
v feeling puzzled / confused / complicated 59
v unwilling / reluctant to learn words 57
v feeling alone 29
v feeling bored / stressed 16
v' challenging, feeling tired / exhausted 11
Total number of codes 1073

*** Participant who prefers incidental learning with no FonF
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Learning context

In view of qualitative research findings, a total of 206 codes were determined with
respect to “learning context”. Nearly all of 43 Turkish EFL learners proposed that
incidental learning with no FonF offered them no opportunity to learn the target L2
words in the reading texts (89 codes). As mentioned by the majority of the participants,
incidental learning with no FonF attracted no attention to the new L2 words in the
reading texts, which deprived EFL leaners of the concentration on individual target
words (55 codes). Therefore, they affirmed that incidental exposure alone did not create
any awareness about the target vocabulary items. In his questionnaire, Student 7 from
Group A declared that:

Incidental learning with no FonF is a very difficult and boring method because the learning
stage never comes true.

In his questionnaire, Student 13 from Group B stated that:
In this method, | could not keep any of the target words in my memory. Rather than
learning new vocabulary items, we concentrated on understanding the main idea of the text.

Therefore, | could not recognize and recall any of the target words in the reading text.
In his questionnaire, Student 5 from Group C asserted that:

I think this method does not have any beneficial effect on students because it does not raise
their awareness of target words. ... Within the scope of this method, it is extremely difficult
for students to learn new vocabulary items by inferring their meanings from the context.

A great number of Turkish EFL learners reported that the target vocabulary items
were obscure within the treatments of incidental learning with no FonF since these
words were not made obvious and clear to the participants (23 codes). According to the
most of the participants, incidental learning with no FonF opened the way for self-
learning, in which each student individually took the initiative in his or her own
vocabulary learning (31 codes). In her questionnaire, Student 14 from Group A pointed
out that:

I had difficulty with this method. Because the target L2 words were not clear, | tried to find
out the meanings of all the unknown words in the text. While | was trying to infer the
meanings of all the words from the context, | failed to understand the text organization and
I could not understand the text properly. | do not think that incidental learning yielded a

good retention of the target words.
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During her interview, Student 16 from Group B expressed that:
This technique was good since it paved the way for independent vocabulary learning.
However, it made me puzzled to start reading the text directly without knowing the
meanings of target words. It was more difficult to guess the meanings of unknown words.

In her questionnaire, Student 15 from Group B stated that:

This method does not provide us with a harmonious vocabulary-learning atmosphere in the

classroom. Each student tries to learn unknown L2 words in the text independently. ...
Several students emphasised that incidental vocabulary learning required EFL
learners’ use of paper or online dictionaries since they were not given any vocabulary
instruction (7 codes). One participant mentioned that incidental exposure by no means
paved the way for utilising visual techniques (1 code), thereby resulting in not only
ineffective learning of the target words but also poor recall and retention. In his

questionnaire, Student 1 from Group C asserted that:
Incidental learning is the worst of all three methods. It requires the use of paper or online

dictionaries, which distracts our attention away from reading comprehension.
In her questionnaire, Student 2 from Group B declared that:

Within the scope of this method, we did not have the chance of learning vocabulary through
visual materials. Therefore, | was not able to keep the target words in my memory for a

long time. | obtained the least amount of lexical gain from this method.

Learner attitude

A total of 371 codes were deduced from the qualitative data regarding with
“learner attitudes” towards incidental vocabulary acquisition. It can be concluded from
the qualitative findings that almost all of the Turkish EFL learners adopted negative
attitudes towards incidental learning with no FonF. The majority of the participants
reported that they did not take pleasure in struggling to learn the target words through
incidental exposure alone (138 codes). Some participants affirmed that they felt bored
or stressed when they were exposed to incidental learning with no FonF (16 codes). In

his questionnaire, Student 15 from Group A declared that:
I did not enjoy incidental learning with no FonF. I felt that I got bored with this technique.
In his questionnaire, Student 8 from Group C also expressed that:

In this method, it is always likely for us to misinterpret the meanings of the unknown L2
words in the reading text. | think this method is not reasonable to use in EFL classrooms

because it is extremely boring.
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As maintained by most of the learners, trying to infer the words meanings from
the textual context made them feel puzzled, confused or complicated (59 codes).
Furthermore, a large number of students asserted that they were unwilling or reluctant
to learn the target words through incidental learning with no FonF (57 codes). During
her interview, Student 9 from Group A pointed out that:

In this method, we tried to learn unknown L2 words with our own effort. However, | got
confused since | was not able to infer the meanings of unknown words from textual context.
Thus, | had difficulty in understanding the sentences, which resulted in the limited
comprehension of the reading text.
In her questionnaire, Student 12 from Group A stated that:

Incidental learning with no FonF is very difficult and unpleasant. After a while, we do not
want to read the text. We are not able to learn any target word, nor are we eager to learn.
When we try to infer the meanings of the unknown words from the context, it becomes
more boring to read the text. We lose our concentration and get distracted before we come
to the end of the text.

Some other students expressed their feelings of tiredness and the lack of energy
while trying to learn the target words incidentally from the context of reading (11
codes). Multitudes of learners narrated that they felt themselves alone throughout their
incidental learning experiences (29 codes). During his interview, Student 2 from Group
C clarified that:

I do not think this method is effective. ... It becomes very challenging and tiring for us to
learn the unknown L2 words in the reading text because the teacher leaves us alone in this

process. ...

In the light of these attitudes and feelings, nearly all Turkish EFL learners
designated incidental vocabulary learning as “inappropriate” or “unfavourable” because

it was not suitable for their learning style (61 codes).

4.3.2.3.2. Main theme 2: Reading

In the light of the qualitative research findings, a total of 514 codes were
determined in connection with the second theme “reading” and four relevant sub-
themes; namely, “pre-reading”, “reading comprehension”, “reading fluency”, and

“reader reaction” (See Table 4.35).
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Table 4.35. The distribution of codes in theme 2: Reading (Incidental learning with no FonF)

Incidental learning with no FonF

Main Categories Sub-categories Frequency
Theme of Codes
Reading Pre-reading v' no preparatory study on the unknown words 25
v' no motivation to read / unwilling to read 13
v' psychologically not ready for the text 4
Reading v difficulty in understanding the texts 58
Comprehension  v" a very limited comprehension 34
v" no comprehension, unable to answer comprehension 31
questions
v misunderstanding & misinterpretation of the texts 19
v" lack of understanding the text organization 14
Reading v" uncontrolled fluency of reading 32
Fluency v interrupted flow of reading 13
v slower pace of reading 7
Reader v" unpleasant reading 116
Reaction v lack of concentration on reading / distracting 53
v feeling puzzled / confused / complicated 52
v feeling alone 28
v feeling bored / stressed 15

Total number of codes 514

Pre-reading

The qualitative research findings revealed a total of 42 codes with regard to sub-
theme “pre-reading”. A large number of Turkish EFL learners reported that incidental
learning with no FonF did not provide with the opportunity to be lexically well-prepared
for the texts before reading (25 codes). In addition, several students mentioned that they
did not feel themselves psychologically ready for the reading texts when they were
exposed to learn target L2 words incidentally (4 codes). Last but not least, some other
participants proposed that they lost their motivation to read the texts during the
treatments of incidental vocabulary learning with no FonF, thereby damping down their
willingness to read (13 codes). During her interview, Student 13 from Group C declared
that:

In my opinion, this method is extremely difficult. Without the preparatory study on new L2
words, it is very challenging to both infer the meanings of unknown words from the textual
context and understand the reading text. This leads us to read the text more slowly, which

reduces our motivation to read. Hence, we feel ourselves unsuccessful.

137



In his questionnaire, Student 8 from Group C stated that:

This method is problematic because it makes us unwilling to read the text.

During her interview, Student 12 from Group A pointed out that:

I think this was the worst method. Because there are a great number of unknown words in
the text, we do not feel ourselves psychologically ready for the reading text. Therefore, it
becomes more difficult for us to infer the meanings of unknown L2 words from context.
This situation also increases the probability of forgetting even the meanings of previously

known words while reading the text. ...

Reading comprehension

A total of 156 codes were identified in relation to the EFL learners’ perceptions
about the effects of incidental vocabulary learning on their “reading comprehension”.
All participants, except for one, asserted that incidental learning with no FonF brought
about a very limited comprehension (34 codes) or no comprehension of reading texts
(31 codes). In this regard, a few students declared that they were unable to answer
comprehension questions after they had acquired the target L2 words incidentally from
the linguistic context of reading. In her questionnaire, Student 13 from Group C

suggested that:

This was the most inefficient and difficult method. It is very troublesome to infer the
meanings of new L2 words from the context, and it leads us to no retention of the target

words in the text. Furthermore, we can understand nothing from the reading text.

As reported by the majority of the participants, it was too difficult to understand
the reading texts through incidental learning with no FonF (58 codes). Furthermore,
some participating students highlighted the probability of misunderstanding or
misinterpreting the reading texts during the treatments of incidental learning with no
FonF (19 codes). Student 11 from Group B summarised his experience with the

following statement:
Without receiving any vocabulary instruction, it is impossible for students to comprehend

the text in detail.
In her questionnaire, Student 2 from Group A also reported that:

It is confusing. We cannot infer the meanings of unknown L2 words from the textual

context properly; therefore, we can misunderstand the reading text.
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Finally, some Turkish EFL learners maintained that they had difficulty in
understanding the coherence of the text while they were exposed to learn the target
words incidentally from the context (14 codes). In his questionnaire, Student 9 from
Group A stated that:

I do not think this method was beneficial. As | could not infer the meanings of unknown
words from the context, | had difficulty in both understanding the text and processing the

text organization (coherence).

Reading fluency

The relevant qualitative data generated a total of 52 codes about “reading
fluency”. Nearly all participants mentioned that incidental learning with no FonF
disrupted their fluency of reading because they could not control their flow of reading
without sufficient knowledge of unknown L2 words in the reading text (32 codes).
Some other participants declared that incidental vocabulary learning led them to an
interrupted flow of reading (13 codes), which was also reported to decrease their speed
of reading (7 codes). During her interview, Student 15 from Group B emphasised that:

In this method, each of us reads the text individually. Because there are many unknown L2
words that we need to guess from the textual context, we cannot control our flow of
reading. ...

In his questionnaire, Student 3 from Group C asserted that:
I do not think that this method is suitable for my learning style. Looking up into dictionary
interrupts my flow of reading, and | waste a lot of time trying to find out the meanings of
unknown words and trying to understand the text. After a while, reading the text is getting

more and more boring.

In her questionnaire, Student 14 from Group B stated that:

Incidental learning with no FonF causes many interruptions while we are reading the text,

which has a negative impact on our reading fluency. ...

Reader reaction

The qualitative research findings released a total of 264 codes in relation to the
“reader reactions” towards incidental learning with no FonF. All Turkish EFL learners,
except for one, reported that incidental learning with no FonF led them to unpleasant

reading (116 codes). Similarly, some participating students affirmed that they got bored
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with reading and they felt stressed when they were exposed to incidental learning with
no FonF (15 codes). The majority of participants asserted that they got puzzled,
confused or complicated (52 codes) whereas some others declared to feel themselves
alone during reading within the treatments of incidental learning with no FonF (28
codes). Lastly, almost all participants maintained that they were deprived of their
concentration on reading while they were trying to infer the meanings of the words from

context (53 codes). In his questionnaire, Student 11 from Group C declared that:

... The students get into trouble because they have been left alone with all the responsibility
of their own vocabulary learning. Reading the text without prior knowledge of the target L2

words put the students into stress. Thus, the students may not favour this technique.

In her questionnaire, Student 12 from Group A stated that:

Incidental learning with no FonF is very difficult and unpleasant. After a while, we do not
want to read the text. We are not able to learn any target word, nor are we eager to learn.
When we try to infer the meanings of the unknown words from the context, it becomes
more horing to read the text. We lose our concentration and get distracted before we come
to the end of the text.

In his questionnaire, Student 16 from Group C expressed that:

I do not think that this method is beneficial because it makes us feel confused and bored.

In conclusion, the qualitative research findings from the open-ended
questionnaires and semi-structured interviews were also in line with the quantitative
results of the study. A great number of participating students reported that isolated FFI
led them to a more effective vocabulary learning and provided them with a better
atmosphere to improve their reading skills when compared to integrated FFI and

incidental learning with no FonF.
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CHAPTER 5

5. DISCUSSION

5.1. The Individual Effects of Isolated FFI, Integrated FFI and Incidental Learning
with no FonF on EFL Learners’ Vocabulary Learning through Reading

Texts

Within the scope of the first research question, this study attempts to investigate
the individual effects of (a) incidental learning with no FonF, (b) isolated FFI and (c)
integrated FFI, independently from one another, on EFL learners’ immediate or delayed
recognition and recall of L2 target words in reading texts. First, the statistical analyses
have been conducted to explore the overall individual effect of each condition on all 43
EFL learners in three classes. Then, the overall effect of each treatment has been
checked through the detailed analyses of the data from the learners in each individual
class. The overall research findings have revealed positive research evidence for the
facilitative effects of each type of vocabulary learning on EFL learners’ immediate or
delayed recognition and recall of the target L2 vocabulary items in reading texts. The

statistics from each single class are mostly in line with these overall findings.

According to the study results, 43 Turkish EFL learners in all groups have
benefitted most from isolated FFI in terms of immediate or delayed recognition and
recall of L2 target words in the reading texts. Although the achievement rate in
integrated FFI is not as high as isolated FFI, the statistics has revealed that integrated
FFI also facilitates EFL learners’ immediate or delayed recognition and recall of L2
target words as well. Both isolated and integrated FFI have been found to have
statistically significant impact on EFL learners’ vocabulary gains in all measures. These
results are, to a great extent, in consistent with the findings of the similar quasi-
experimental study by File and Adams (2010). File and Adams (2010) have also found
out the favourable impact of both types of FFI on ESL learners’ vocabulary learning
through reading. In the same way, the findings of the present study support the notion
that FFI is beneficial to SLA. Thus, this study has revealed positive research evidence
for the growing consensus on the facilitative impact of FFI on L2 learners’ knowledge

and use of some language features more effectively (e.g., Day and Shapson, 1991;
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Doughty and Varela, 1998; File and Adams, 2010; Laufer, 2005; Lyster, 2004; Norris
and Ortega, 2000; Sheen, 2005; Spada and Lightbown, 1993; 2008; White et al., 1991).

Despite relatively lower vocabulary gain scores than two types of FFI, incidental
exposure to the reading texts has been detected to have a significant effect on
vocabulary acquisition of EFL learners. The participants have recognised about 40% of
the target L2 words through incidental vocabulary learning with no FonF. These results
confirm the statistically significant effect of incidental exposure on EFL learners’ word
recognition test scores. However, they have recalled only 5% and 1% of the target
words accurately on immediate and delayed post-tests, respectively. Even with these
figures, the effect of incidental vocabulary learning with no FonF has been detected to
be statistically significant. These findings indicate that natural exposure to reading also
offers L2 learners opportunities to acquire some new words from the context. However,
the participating students have had difficulty in recalling the target words soon after
reading and two weeks later. In the relevant literature, some other studies have also
demonstrated a certain amount of incidental vocabulary learning through reading (e.g.,
Horst, Cobb and Meara, 1998; File and Adams, 2010; Naggy, Anderson and Herman,
1987; Naggy, Herman and Anderson, 1985). Nevertheless, considering the enormous
differences between EFL learners’ lexical gains from isolated or integrated FFI and
incidental exposure alone, it can be concluded that FFI is much more effective than
incidental learning with no FonF in terms of EFL learners’ immediate or delayed

recognition and recall of L2 target words in reading texts.

“Noticing hypothesis” suggests that focusing conscious attention on certain
language features in the input is a prerequisite for SLA. Input cannot be processed by
L2 learners without initial notice and conscious attention (Schmidt, 1990). It proposes
that instruction is beneficial in SLA since it helps L2 learners to notice crucial linguistic
elements in the input. In this regard, DeKeyser (2000) asserts that L2 learners may be
dependent on instruction to improve their L2 skills especially if the classroom is the
only setting they can get L2 input. No matter whether it is isolated FFI or integrated
FFI, Schwartz (1993) has observed that instruction and feedback have a greater
potential to develop L2 learners' knowledge and use of vocabulary items than of syntax

and morphology.
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5.2. The comparison of Effects of Isolated FFI, Integrated FFI and Incidental
Learning with no FonF on EFL Learners’ Vocabulary Learning through

Reading Texts

The second research question aims at comparing the effects of (a) incidental
learning with no FonF, (b) isolated FFI and (c) integrated FFI on EFL learners’
immediate or delayed recognition and recall of L2 target words in reading texts. The
overall study results suggest that isolated FFI provides EFL learners with by far the
highest rates of recognition and recall of target vocabulary items both immediately after
the reading lesson and two weeks later. Integrated FFI has also been found to be
statistically more effective than incidental exposure with no FonF. The individual
results from each class are in alignment with these general research findings as well.
The participating students in each class have performed best in all measures under the
treatments of isolated FFI. They have also obtained significantly higher vocabulary
gains from integrated FFI as compared to incidental exposure to reading texts. Thus, the
general study findings have revealed positive research evidence for the superiority of
isolated FFI over integrated FFI and incidental learning with no FonF.

The findings of the present study can be compared and contrasted with the result
of the recent study by File and Adams (2010). Both studies suggest that isolated FFI
leads L2 learners to achieve the highest rates of vocabulary learning and retention as
compared to integrated FFI and incidental exposure alone. As for the differences, the
findings of current study indicate that isolated FFI are statistically more effective than
integrated FFI and incidental learning with no FonF. However, the study by File and
Adams (2010) has revealed no statistically significant difference between isolated and
integrated FFI although ESL learners in isolated group have gained a bit higher rates of
vocabulary learning and retention than those in integrated group.

The results of the current study are completely different from the case study by
Elgiin (2009), which was later published as a journal article (Elgilin-Giindiiz, Akcan and
Bayyurt, 2012). Both studies compare the effects of isolated and integrated FFI in the
EFL context in Turkey. However, Elgiin’s (2009) study concludes that integrated FFI is
more effective than isolated FFI on the lexical, grammatical and writing development of
Turkish EFL learners. On the other hand, the present study reveals positive research

evidence for the superiority of isolated FFI over integrated FFI and incidental exposure
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on EFL learners’ immediate or delayed recognition and recall of L2 target words in
reading texts. It should be noted that Elgiin’s (2009) study has several critical
weaknesses with regard to methodology and research design such as heterogeneity of
almost all experimental conditions and variables in two distinct research sites,
difference of initial proficiency levels of the participants in two groups, and
methodological problems with planning and the use of data collection instruments.
Elgiin (2009) discusses most of these weaknesses in the “limitations” section of her
research paper (See Section 2.5. for the details).

More specifically, Elgiin (2009) makes use of the key English test (KET) to
measure the grammar and vocabulary development of Turkish EFL learners. However,
KET does not comprise “grammar” or “vocabulary” sections. It is a standardized test
that is specifically designed to measure four main language skills. In this regard, KET
results can be used to make inferences about the participants’ general language
proficiency. However, it is unlikely to compare and draw a conclusion about the
vocabulary or grammar development of the students in two groups, especially when
different coursebooks and educational materials are used in EFL courses with these two
groups of students. The grammatical content of two distinct coursebooks may be
similar, to a certain extent, but this is not the case for the lexical content.

Taking the limitations of her study into consideration, Elgiin (2009) suggests that
her findings are by no means conclusive, but they should be regarded as advisory. She
also highlights the need for further experimental studies to be conducted in more
controlled settings. With this in mind, the current study conducts a further investigation
to compare the effects of isolated and integrated FFI in a classroom context, where the
experimental conditions and variables have been tried to be neutralised for both types of
FFI. Under such circumstances, isolated FFI has yielded better outcomes than integrated
FFI and incidental exposure in terms of EFL learners’ vocabulary learning through

reading texts.

5.3. The comparison of Effectiveness of Isolated FFI, Integrated FFI and
Incidental Learning with no FonF in Various Reading Texts

The third research question intends to find out whether or not the effects of (a)

incidental learning with no focus on form, (b) isolated FFI, and (c) integrated FFI differ
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from one reading text to another. To my knowledge, the present study is the first quasi-
experimental research to compare the effects of these three vocabulary learning
techniques in various reading texts. Three reading texts have been used in the current
study. Each text has been employed to carry out all of three treatments so as to
counterbalance the experimental conditions for each reading text. The research results
suggest that EFL learners have shown by far the best performance in the immediate
recognition and recall of the target words in each of three reading texts when they are
given isolated FFI. Likewise, two weeks after the treatments, EFL learners have
recognised and retained more target vocabulary items from each text under the
treatments of isolated FFI. Integrated FFI has also been found to be more effective than
incidental exposure alone. Hence, this study concludes that the target words in each
reading text have been recognised, retained, and recalled best by Turkish EFL learners
when they are provided with isolated FFI as compared to integrated FFI and incidental
learning with no FonF. In the light of these study findings, it can be concluded that the
superiority of isolated FFI over the other two techniques has not changed according to
various reading texts.

The superior effect of isolated FFI on EFL learners’ vocabulary learning through
reading can be interpreted through some theoretical bases. “Information processing
theory” posits that human brain has a limited capacity for processing information, so L2
learners may find it difficult to focus on both form and meaning concurrently (Ellis,
1997). Integrated FFI often entails drawing L2 learners’ attention on both word forms
and general meaning of text at the same time, which is likely to make isolated FFI more
advantageous for these learners. In his study, VanPatten (1990) has discovered that L2
learners suffer from paying attention to some formal aspects of L2 while making effort
to comprehend a reading text simultaneously.

Some other studies have revealed research evidence for the facilitative effect of
isolating specific language forms in the input on L2 learners’ processing mechanism,
through which they can establish better form-meaning mappings (e.g. Barcroft, 2002;
Trofimovich; 2005; VanPatten, 1996; 2004; VanPatten and Cadierno, 1993). In two
studies by Barcroft (2002) and Trofimovich (2005), L2 learners have been expected to
focus on word forms either in isolation or in the course of processing meanings.

Presenting vocabulary in isolation has been found to be more advantageous for L2
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learners. Trofimovich (2005) and Barcroft (2002) suggest that focus on meaning give
rise to poorer recall of language forms such as pronunciation or spelling of vocabulary
items. It is certain that the actual use of language for communicative purposes requires
paying attention to multiple dimensions of language and processing all of them at the
same time. However, in the light of the findings from the given studies, it can be
concluded that communicative or meaningful context may not be sufficient for L2
learners to initially notice, perceive and interpret some linguistic elements.

“Skill acquisition theory” makes analogy between SLA and learning all the other
skills in life such as playing a musical instrument. Pre-teaching of target words in
isolation before reading offers L2 learners opportunity to master these words in the
same order with three stages of skill development; namely; (1) cognitive, (2)
associative, and (3) autonomous. First, L2 learners gain the forms and meanings of the
words cognitively. Second, they make form-meaning associations by practising these
words through sample sentences. Finally, L2 learners are expected to recall the meaning
of the words autonomously in the course of reading. In this way, they take the control
over the word meanings through appropriate practice and start to use the words
autonomously for understanding a text, as in authentic situations.

“Skill acquisition theory” underlines the role of “practice” in developing a skill.
Isolated FFI prior to reading enables L2 learners to practise the newly-learned target
words independently during reading. According to this theory, the complexity of the
skill determines explicit or implicit learning of the rules regarding with that skill.
Complicated rules are advised to be learned better implicitly whereas simple rules
require explicit attention. In this framework, complex sub-skills of language learning
should be practised through integration of these sub-skills into internal representations
of language (VanPatten and Benati, 2015). In this respect, the mastery of vocabulary
items in L2 can be regarded as simple enough to be focused explicitly in isolation.

Further support for presenting words in isolation comes from some pedagogical
research evidence in the relevant literature. After highlighting the vital role of
communicative activities in L2 learning and teaching, Stern (1992) argues that there is a
still a room for an “analytic language syllabus” (p. 180). Another supportive argument
is that isolated FFI keeps L2 learners’ motivation alive. Raimes (2002) proposes that

focusing on linguistic features during communicative tasks diverts L2 learners’
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attention away from communication, which will make them discouraged. In this regard,
L2 teachers are mostly guided to keep in mind the common errors made by students in
the course of interaction-based activities and to give feedback about these errors in a
separate part of the lesson, which is isolated from the context of communicative
interaction. As one of the most commonly used methodologies in L2 teaching, PPP
(presentation, practice, production) model can also be regarded as a support for isolated
FFI (Spada and Lightbown, 2008). Three stages of PPP model are in harmony with
isolated form-focused vocabulary instruction. Isolated FFI involves presentation and
practice of the unknown L2 words before reading, and it sets the scene for the
autonomous use of newly-learned words in the context of reading.

Last but not least, the advantage of isolated FFI over integrated FFI can be
explained through the strengths and limitations of these approaches (Spada and
Lightbown, 2008). First, isolated FFI is argued to be more beneficial when L2 learners
share the same L1 and there are serious L1-based errors in L2 learners’ interlanguage
due to strong L1 influence on L2 forms (Lightbown, 1991). The present study, which
reveals a positive research evidence for superiority of isolated FFI, has also been carried
out in a monolingual classroom, the students of which share the same mother tongue.
Second, isolated FFI is stated to be advantageous to introduce simple L2 forms, which
are comparatively easy to clarify or demonstrate. Vocabulary items seem to be simple
enough to be described with ease in isolation. Third, isolated FFI is said to be more
preferable to help L2 learners notice and grasp the linguistic forms that are not salient or
frequent in the input. As in most of the similar studies, the target words of the present
study include the vocabulary items with low frequency. Focusing learners’ attention on
L2 words in isolation may enhance the salience and frequency of these words, thereby
fostering more effective learning. The merits of such kind of input enhancement have
been supported by some studies in the literature (e.g., Alanen, 1995; Norris and Ortega,
2000). Fourth, isolated FFI should be used before L2 learners make use of the target
forms in their interlanguage. As soon as they comprehend the meaning of these forms,
and integrated FFI should be preferred to attain greater fluency and automaticity in the
communicative use of these forms. Here it can be inferred from Spada and Lightbown’s
(2008) statement that isolated FFI may be a better option to develop L2 learners’
receptive skills whereas integrated FFI may be effective in improving their productive
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skills. Reading is also regarded as receptive skill, and isolated FFI might be more
functional to help L2 learners grasp the meanings of unknown words in reading texts,
which has also been supported by the findings of the current study and, to some extent,
by File and Adams (2010).

5.4. EFL Learners’ Preferences for Isolated FFI, Integrated FFI and Incidental

Learning with no FonF

The fourth research question tries to explore 43 Turkish EFL learners’ preferences
for isolated FFI, integrated FFI and incidental learning with no FonF. The qualitative
findings from the questionnaires and the interviews have also verified the quantitative
research results, which highlight the advantages of isolated FFI over the other two
techniques. The qualitative findings indicate that the majority of 43 Turkish EFL
learners have opted for isolated FFI rather than integrated FFI and incidental exposure
alone in learning L2 vocabulary in a text-based reading lesson. About 91% of the
participants have expressed their preferences for isolated vocabulary instruction seeing
that it leads them to more immediate learning and long-term retention of target words.
Approximately 7% of the students have preferred integrated form-focused vocabulary
instruction in EFL reading classes. Only one participant (2%) has shown a preference
for incidental learning with no FonF to acquire new vocabulary items from reading
texts. Briefly, isolated FFI has become the first choice of a great number of Turkish
EFL learners.

On the basis of the questionnaires developed by Spada et al. (2009) and Valeo and
Spada (2015), some studies have been conducted to explore L2 learners’ and teachers’
preferences for isolated or integrated FFI in learning and teaching grammar (e.g.,
Ansarin, Abad and Khojastheh, 2015; Mansouri, Jami and Salmani, 2019; Songhori,
2012; Ustiinbas, 2016; Valeo and Spada, 2015). However, to my knowledge, there is no
classroom-based research which investigates L2 learners’ and teachers’ preferences for
isolated or integrated FFI in learning and teaching vocabulary items. Although it has
also not designed specifically for vocabulary instruction, the study by Elgiin (2009)
attempts to find out Turkish EFL learners’ attitudes and overall learning preferences for
isolated or integrated FFI in two schools. However, the participating students in each

school have been exposed to only one type of FFI, isolated or integrated. Therefore, it

148



might be implausible for the participants to make a choice between two options without
having any practical contact or experience with one of these two types FFI, thereby
making the validity and reliability of the data collection questionable. In short, the study
by Elgiin (2009) suggests that Turkish EFL learners show a preference for integrated
FFIl. On the contrary, the findings of current study demonstrate that Turkish EFL
learners in three classes express their preferences for isolated form-focused vocabulary
instruction after they have experienced in all of three learning conditions.

The learning styles, preferences and experiences of L2 learners should also be
taken into account in deciding which type of FFI to utilize. L2 teachers and students are
usually reported to have different perceptions, attitudes and preferences for FFI. In two
comprehensive studies by Schulz (1996, 2001), it has been found that almost all learners
are more willing to have their teachers correct their errors even though only few
teachers regard it as beneficial and preferable. Schulz (2001) proposes that learners
believe more than their teachers that FFI is indispensable to attain a high level of L2
proficiency. Furthermore, the experiences and preferences of L2 learners are of utmost
importance. Dornyei (2005) argues that L2 students mostly profit from the instruction

that is in line with their preferences.

5.5. EFL Learners’ Perceptions of Isolated FFI

The last research question is designed to explore EFL learners’ perceptions of (a)
incidental learning with no FonF, (b) isolated form-focused vocabulary instruction, and
(c) integrated form-focused vocabulary instruction in a text-based reading course. The
qualitative findings from open-ended questionnaires and semi-structured interviews are
in harmony with the quantitative results because the majority of Turkish EFL learners
have reflected more positive ideas, thoughts, and feelings with regard to isolated FFI as
compared to integrated FFI and incidental learning with no FonF.

In parallel with the quantitative findings of the current study, most of the
participants have reported that isolated FFI provides them with a higher rate of learning
in terms of both size and depth of vocabulary knowledge. They have asserted that
isolated FFI help them not only succeed in learning more target words but also pay
more attention to lexical aspects of each target word such as spelling and pronunciation
through. Isolated FFI has also been reported to offer a higher quality of vocabulary
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learning. It is seen as the best or most effective method since isolated FFI paves the way
for better learning, easier recall and longer retention of the target words in the reading
texts. Some participants have mentioned the ease and speed of their learning and
memorization in that isolated FFI offer them further opportunities to build up stronger
semantic networks among the words in their memory.

The superiority of isolated FFI over integrated FFI may stem from the fact that it
leads L2 learners to retrieve the target words during reading. Retrieval is defined as
subsequent recall of vocabulary items from memory after first encounter (Nation, 2001).
Learners make greater cognitive effort to retrieve words and retrieval resembles more to
actual use of words in authentic situations. Successful retrieval is reported to enhance
the retention of words. Isolated FFI offers L2 learners opportunity to retrieve the target
words autonomously during reading comprehension after they have learned and
practised the target words prior to reading. Independent recall and use of these words in
a new context (reading) may provide L2 learners with better retention since it facilitates
their speed of access to these lexical items. The relevant research suggests that the
retrieval of a word is more beneficial than just seeing that word and its meaning (e.g.,
Baddeley, 1990; Landauer and Bjork, 1978).

The majority of the participants in this study have declared that isolated FFI sets
the scene for effective repetition, revision and practice of target vocabulary items.
Isolated FFI has also been stated to supply them with more opportunities to check their
comprehension of the target words. Even if they forget the meanings of new L2 words
that they had learned in isolation before reading, they can easily check their knowledge
of those words by inferring their meanings again from the context during reading.
Isolated FFI has been interpreted to achieve superior exemplification of the concept of
the target words through sample sentences. Nation (2001) proposes that “examples help
bring a message alive” (p. 215). Good examples provide L2 learners a route to easily
conceptualise the meanings of words in their minds. These are some of the reasons why
the participating EFL learners describe isolated FFI as “successful”, “useful”,
“functional”, “reasonable” and “practical” way of learning new L2 words in reading
texts.

In the light of these qualitative research findings, the advantage of isolated FFI

over integrated FFI can be justified through the merits of “spaced repetition”. L2

150



learners repeat words in various ways. “Mass repetition” means repeating words several
times in a single session while “spaced repetition” involves repeating vocabulary items
at intervals through the extension of word study over a longer period of time (Nation,
2001). Within the scope of the current study, all the experimental conditions for isolated
and integrated FFI are alike, except for the timing of the instruction. Integrated group
has learned, repeated and practised the target words within the context of reading in one
session (mass repetition) whereas isolated group has learned and repeated the target
words before reading and practised them through reading after a while (spaced
repetition). The related research findings indicate that spaced repetition leads to better
learning and longer retention than mass repetition (e.g., Baddeley, 1990; Bloom and
Shuell, 1981; Dempster, 1987). It is also discovered that the majority of forgetting takes
place immediately after initial learning, and later, the forgetting rate gradually slows
down (e.g., Griffin, 1992; Pimsleur, 1967). With this in mind, novel words should be
repeated soon after the learning session before too much forgetting occurs (Nation,
2001). Russell (1979) puts forward an ideal repetition schedule as follows: 5-10 minutes
after the learning session, a day later, a week later, a month later, and six months later.
By the way, isolated vocabulary instruction prior to reading obeys the first stage of this
schedule, which may be the underlying factor behind the advantage of isolated FFI over
integrated one.

A great number of participants have designated isolated FFI as “attention-
grabbing” since it draws more direct attention to new L2 words in the reading texts,
which is highlighted by “noticing hypothesis” (Schmidt, 1990). Isolated FFI has been
declared to help them notice not only the meaning of a target word but also its spelling
and pronunciation. In addition, most Turkish EFL learners have attributed the success of
isolated FFI to doing only one activity at a time: first learning new words, and then
moving on to reading text. In this regard, “information processing theory” suggests that
human brain has a limited capacity for processing information, so it may be difficult for
L2 learners to focus on both form and meaning concurrently (Ellis, 1997). In integrated
FFI, L2 learners pay their attention to both word forms and general meaning of text at
the same time, which is likely to make isolated FFI more advantageous. Furthermore,
the participants think that the nature of isolated FFI is more convenient for learning new

words through various techniques such as visuals since such an instruction is separated
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from L2 learners’ meaningful interaction with the reading text. In this respect, “dual
coding theory” underlines the merits of using visual materials to teach vocabulary items
(Clark and Paivio, 1991; Paivio, 1991). “Dual coding” means making use of both
linguistic and visual elements simultaneously to help learners grasp the meaning of a
word, which facilitates learning, recall and retention of that target word.

The participating EFL learners exhibited positive attitudes towards learning new
L2 words in isolation. They have narrated their vocabulary learning experiences as
“enjoyable” and “pleasant” since they felt themselves more comfortable, more
successful and more self-confident within the treatments of isolated FFI. The majority
(91%) of participants have labelled isolated FFI as their “favourite” since they find this
method “ideal”, “favourable”, or “appropriate” for their learning style.

Finally, isolated FFI has been reported to provide EFL learners with a better
atmosphere to improve their reading skills when compared to integrated FFI and
incidental learning with no FonF. First, isolated FFI seems to pave the way for the
development of pre-reading skills as it make L2 learners lexically well-qualified and
psychologically ready for the content of the text, thereby fostering a higher motivation
and an easier adaptation to the text by arousing their interests in the topic. Second,
isolated form-focused vocabulary instruction leads Turkish EFL learners to an easier
comprehension of the texts and to a better processing of text organization, which can
also be called as “text coherence”. Third, isolated FFI has been declared to have a
favourable effect on reading fluency. Unlike integrated FFI, the participants state that
they are able to read the text without interruption under the treatments of isolated FFI. It
opens the door for a good flow of reading, which enables them to read the text faster.
Fourth, Turkish EFL learners have shown positive reactions to isolated FFI as readers.
They declare that they take pleasure in reading because isolated FFI offers them more
opportunities to read the text comfortably, confidently, fearlessly or without stress. In
this way, they are able to concentrate well on reading.

All in all, the qualitative research findings from the open-ended questionnaires
and semi-structured interviews are in harmony with the quantitative results of the study.
The majority of participating students have reported that isolated FFI set the scene for

more effective vocabulary learning and provided them with better opportunities to

152



improve their reading skills when compared to integrated FFI and incidental learning

with no FonF.
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CHAPTER 6

6. CONCLUSION
6.1. The Summary of the Study Findings

The current study aims at investigating the effects of form-focused instruction
(FFI1) on vocabulary gains of 48 Turkish EFL learners while they are involved in
reading texts in classroom settings. The first research question investigates the
individual effects of (a) incidental learning with no FonF, (b) isolated FFI and (c)
integrated FFI, independently from one another, on EFL learners’ vocabulary gains
from reading texts. The overall research findings have revealed positive research
evidence for the facilitative effects of each of three conditions of vocabulary learning on
EFL learners’ immediate or delayed recognition and recall of the target words in
reading texts. The individual statistics from each of three classes are mostly in line with
these overall findings. In the light of these study results, it can be concluded that not
only isolated and integrated FFI but also incidental exposure to reading texts are
beneficial to EFL learners in terms of their vocabulary gains in a text-based reading
course.

The second research question attempts to compare the effects of (a) isolated FFI,
(b) integrated FFI and (c) incidental learning with no focus on form (FonF) on EFL
learners’ immediate or delayed recognition and recall of the target words in reading
texts. The overall study results demonstrate that isolated FFI leads EFL learners to by
far the highest level of recognition and recall of target words both immediately after the
reading session and two weeks later. Integrated FFI has also been detected to be
statistically more effective than incidental exposure alone in all measures incidental
exposure alone. The individual results from each class are also in harmony with these
general research findings. Turkish EFL learners in each class have showed the best
performance in all measures under the treatments of isolated FFI. They have also
obtained significantly higher vocabulary gains from integrated FFI as compared to
incidental exposure to reading texts. Thus, the general study findings have released
positive research evidence for the superiority of isolated FFI over integrated FFI and

incidental learning with no FonF.
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The third research question intends to compare the effects of these three
techniques across various reading texts. According to the study findings, Turkish EFL
learners have performed best in each of three reading texts under the treatments of
isolated FFI. Integrated FFI has also been verified to be statistically more beneficial
than incidental learning with no FonF. Thus, the target words in all of three texts have
been recognised, retained, and recalled best when EFL learners are provided with
isolated FFI as compared to integrated FFI and incidental exposure alone. In other
words, it can be concluded that the superiority of isolated FFI over the other two
techniques has not changed from one reading text to another.

The fourth research question tries to discover Turkish EFL learners’ preferences
for these three vocabulary learning conditions. The research findings suggest that 91%
of the participants have expressed their preferences for isolated form-focused
vocabulary instruction seeing that it leads them to more immediate learning and long-
term retention of target words. Approximately 7% of the learners have opted for
integrated FFI. Only one participating student (2%) has preferred incidental learning
with no FonF to acquire new words from reading texts. Hence, the majority of 43
Turkish EFL learners showed preference for isolated FFI rather than integrated FFI and
incidental exposure alone in learning novel L2 words in a text-based reading lesson.

The last research question is designed to explore Turkish EFL learners’
perceptions of these three techniques of vocabulary learning from reading texts. The
qualitative findings from the open-ended questionnaires and the face-to-face semi-
structured interviews have also verified the quantitative research results, which
highlight the advantages of isolated FFI over the other two techniques. The majority of
the participants have reflected more positive ideas, thoughts, and feelings with regard to
isolated FFI. Isolated form-focused vocabulary instruction has been reported to be better
or more effective in terms of (a) quantity of vocabulary learning, (b) quality of
vocabulary learning, (c) the convenience of learning context, (d) learner attitudes, (e)
preparation for the reading texts (pre-reading skills), (f) reading comprehension, (g)
reading fluency, and (h) reader reaction. In the light of these research findings, it can be
concluded that isolated FFI seems to be more convenient for Turkish EFL learners to

acquire new L2 vocabulary items through reading texts since it paves the way for more
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effective vocabulary learning and provided them with better opportunities to improve

their reading skills as compared to integrated FFI and incidental learning with no FonF.

6.2. The Implications of the Study
6.2.1. The methodological implications

The findings of present study have made significant contribution to the relevant
research through its methodological implications. First, there is a lack of classroom
research that directly compares the effects of isolated and integrated FFI on L2 learners’
acquisition of vocabulary items while they are involved in reading texts. The majority
of the studies have compared the effects of isolated and integrated FFI on L2 learners’
acquisition of some grammatical structures (e.g., Gwiazda, 2015; Iraji and Gholami,
2018; Spada et al., 2014; Tsapikidou, 2013). However, to my knowledge, there are only
two studies, which lay emphasis on vocabulary acquisition of L2 learners in order to
compare the effects of isolated and integrated FFI (Elgiin, 2009; File and Adams, 2010).
With this in mind, the current study intends to fill this gap in the related literature.

Second, whether new vocabulary items should be taught in isolation or in an
integrated way is a matter of intense debate in L2 research. On the one hand, the case
study by Elgiin (2009) suggests that integrated FFI has more facilitative effect on the
lexical, grammatical and writing development of Turkish EFL learners as compared to
isolated FFI. On the other hand, File and Adams (2010) discover that both isolated and
integrated FFI lead ESL learners to significantly more vocabulary learning and retention
than incidental exposure alone (no FonF). Although ESL learners in isolated group have
achieved slightly higher vocabulary gains than those in integrated group, File and
Adams (2010) have observed no statistically significant difference between these two
types of FFI. In this regard, the findings of the current study have made a crucial
contribution to the above-mentioned controversial issue by revealing positive research
evidence for the superiority of isolated FFI over integrated FFI and incidental exposure
to reading with no FonF. In the light of the study findings, isolated FFI appears to be
more effective in learning new L2 words through reading texts. Hence, the present study
suggests some implications to L2 learners and teachers on how to learn and teach

unknown L2 words through reading texts.
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Third, the relevant research highlights the need for further classroom research to
be conducted in more controlled settings and with more carefully-planned research
design (e.g., Elgiin, 2009; File and Adams 2010; Spada and Lightbown, 2008). It has
been observed that most studies do not counterbalance the experimental circumstances
for both type of FFI. They either allocate more time or give richer vocabulary
instruction to the learners receiving isolated FFI. The present study hypothesises that
this extra time and learning opportunities may be the underlying factor for the
superiority of isolated FFI. Therefore, more attention has been paid to counterbalance
the treatment conditions and variables for both isolated and integrated FFI. In these
premises, the study findings have revealed that Turkish EFL learners in all three classes

have obtained significantly higher vocabulary gains through isolated FFI.

6.2.2. The pedagogical implications

The current study findings have also revealed some significant pedagogical
implications, which are likely to give L2 learners, teachers, and teacher trainers insights
into L2 vocabulary learning and teaching through reading. First of all, instruction seems
to be beneficial in SLA as it helps EFL learners to notice new L2 words in the reading
text. No matter whether it is isolated or integrated, FFI plays a facilitative role in EFL
learners’ immediate or delayed recognition and recall of the unknown words in reading
texts. Even limited attempts to call EFL learners’ attention to lexical aspects of
language may have favourable effects on their vocabulary development.

Secondly, isolated FFI may be a better alternative for EFL learners and teachers in
learning and teaching new vocabulary items through reading texts, respectively. All
experimental groups in the study have benefitted most from isolated FFI, and the target
words in all texts have been recognised, recalled and retained best under the treatments
of isolated FFI. Isolated FFI appears to have a positive impact on EFL learners’
processing mechanism, through which they can establish stronger form-meaning
mappings of new L2 words. Isolated instruction may also be more advantageous to
introduce unknown L2 vocabulary items that are infrequent in the input since such
words are comparatively easy to clarify or demonstrate. Next, isolated FFI given prior
to reading seems to lead EFL learners to successful retrieval of new L2 words from their
memory after the first encounter, thereby fostering longer retention of these words. L2
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learners make greater cognitive effort to retrieve the new words autonomously during
reading comprehension as in authentic situations, which is likely to facilitate their speed
of access to these lexical items. Then, isolated FFF draws more direct attention to new
L2 words in reading texts, which help EFL learners notice not only the meaning of these
words but also the other lexical aspects such as spelling and pronunciation.

Third, incidental exposure to comprehensible input also contributes to SLA. EFL
learners are likely to acquire some new L2 words from the context through natural
exposure to reading texts. However, they are inclined to forget the meaning of the
newly-acquired words immediately after reading if they are not given further
opportunities to practise, recycle, revise and use these words. In short, a carefully-
selected reading text alone, to a certain extent, seems to provide L2 learners with a
meaningful context to acquire L2 vocabulary items. These findings imply that, apart
from explicit instruction of L2 vocabulary in isolation, EFL teachers should offer their
students further opportunities to practise newly-learned words in greater meaningful
contexts, such reading texts, so that the students can conceptualise the meaning of these
words better in their minds.

In addition, EFL learners may have difficulty in focusing on both form and
meaning at the same time due to limited capacity of human brain for processing
information. In this respect, as compared to isolated FFI, integrated FFI may lead EFL
learners to poorer recall of some lexical aspects of new L2 words such as spelling and
pronunciation since it requires concentrating on L2 word forms while making effort to
understand a reading text simultaneously.

Moreover, the findings of the present study imply the facilitative role of practice
in vocabulary development of EFL learners. Isolated FFI has a greater potential to offer
EFL learners more opportunities to take the control over the meanings of new L2 words
through appropriate practice prior to reading, thereby having a golden chance of using
these words autonomously for understanding the text in the course of reading as in real
life. Thus, isolated FFI sets the scene for effective repetition, revision and practice of
newly-learned L2 words in authentic situations.

Furthermore, the results of the current study also highlight the merits of “spaced
repetition” in L2 vocabulary learning and teaching. Repeating novel L2 words at

intervals through the extension of word study over a longer period of time leads EFL
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learners to better learning and longer retention than mass repetition, which involves
repeating these words several times in a single session. The majority of forgetting takes
place immediately after initial learning, so spaced repetition appears to be best solution
for EFL learners to minimize the rate of forgetting.

Last but not least, the qualitative research findings emphasise the indispensable
role of visual materials in L2 vocabulary learning and teaching since they promote
better learning and higher retention of vocabulary items. Isolated FFI has been declared
to be more convenient for learning new words through various techniques such as
visuals. All in all, the current study suggests that EFL teachers should derive benefits

from various techniques rather than adopting single approach in vocabulary instruction.

6.3. The Limitations and Suggestions for Further Research

It is likely to make several suggestions for further research by taking some
limitations of the current study into consideration. To begin with, there is still a lack of
classroom research to directly compare the effects of isolated or integrated FFI on EFL
or ESL learners’ acquisition of L2 vocabulary items through reading. In this respect, the
research findings of the present study need to be supported through similar kinds of
classroom-based research. The second thing to concern is that the scope of the current
study is restricted in size of participating students and target vocabulary items.
Conducting further research with larger sample size by employing different target words
is most likely to bring greater certainty on the research evidence revealed by the this
study. Third, the participants of the present study are EFL learners at B1 CEFR level.
These research findings need to be verified through further studies conducted in
different context and with different participants at various levels of language
proficiency and in different age groups. Fourth, the integrated treatment of this study
involves providing EFL learners with vocabulary instruction while they are reading the
texts. This form of integrated FFI has been chosen to counterbalance the time and the
learning opportunities for both types of FFI. Further research may intend to compare
isolated FFI with other forms of integrated FFI such as a lexical glossary, which is
attached to the margins of a reading text as an explanatory note about the critical
unknown words in the given text. The isolated FFI may also be in the form of word
study after reading session rather than pre-teaching of new vocabulary items. Last but
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not least, within the scope of this study, the delayed post-tests have been conducted two
weeks after the treatments because the period of each academic quarter is restricted to
eight weeks, seven of which is for foreign language instruction and the last week is
allocated to the assessment. With this in mind, further studies may concentrate on the
effects of isolated and integrated FFI on L2 learners’ longer-term recognition and

retention of target vocabulary items in reading texts.
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Appendix 4: Samples of Written Consent Forms Taken from the Participants

ARASTIRMA GONULLU KATILIM FORMU - {
Sevgili Ogrenciler,

Bu aragtma, “Isolated or Integrated Form-focused Instruction in Teaching Vocabulary to FFL
Leamners through Reading Texts (Yabaner Dil Egitiminde Yeni Kelimelerin Metinler Okunmadan
Once veya Okuma Esnasinda Metinlerle Birlikte Ogretilmesi)” baslikh bir doktora tez ¢alismasidir.
Bu calismanm amaci, yabanct dil efitiminde veni kelimelerin metinler okunmadan énce
ogretilmesinin, okuma esnasinda metinlerle birlikte &gretilmesinin veya herhangi bir 6gretim
olmaksizin  kelime anlamlarmin  6grenciler tarafindan metinlerin - baglammdan ¢ikaritmasinim
Ingilizceyi yabanci dil olarak 6grenen Sgrencilerin hedef kelimeleri anlamasma ve kullanmasmna olan
etkilerini aragtirmaktir. Ayrica ¢ahgma, katlimcilann bu g farkh dgrenme yéntemi konusundaki
digimeeleri ve tercihlerini de ortaya ¢ikarmayr amag edinmektedir.

Bu galiymada, siz hazirhk suufi ofrencilerine 3 farkh Ingilizce okuma metni (A, B, C Metni)
vasitasivla toplam 27 adet kelime oZretilmesi hedeflenmektedir. Bu kelimelerin O tanesi A Metni
okunmadan 6nce, 9 tanesi B Metninin okunmas: esnasinda metinle birlikte ogretilecek ve difer 9
kelimenin anlami ise - herhangi bir 6gretim olmaksizin - siz d@renciler tarafindan C Metninin
baglamindan ¢ikarilmast istenecektir. Ozetlemek gerekirse, bu galismada kapsaminda i¢ ayn
uygulama yapilacak ve her bir uygulamada katilimeilara iig farkli 6gretme/ogrenme vonteminden birisi
kullamlarak kelimeler ogretilecektir. Her bir uygulamadan énce ve sonra, o uygulamada 6gretilecek 9
hede(kelime ile ilgili kelime anlama ve kullanma basart testleri on-test ve son-test olarak verilecektir.

Caligmanin amact dogrultusunda, kelime anlama ve kelime kullanma basar: testleri vasitasivla sizden
veriler toplanacaktir. Bu ¢aligmaya katilmmz gonillilik esasma dayanmaktadr, Aragtrmada
katilimedanin isimleri gizhi tutulacaktir. Aragtirma kapsammda toplanan veriler, sadece bilimsel
amaglar dofrultusunda kullamlacak, arastrmanmm amact disinda ya da bir bagka arastirmada
kullanitmayacak ve gerekmesi halinde, sizin (yazili) izniniz olmadan bagkalanyla paylagilmayacaktir.
[stemeniz halinde sizden toplanan verileri inceleme hakkiniz bulunmaktadir. Sizden toplanan veriler
arastirma sonuna kadar korunacak ve aragtirma bitiminde arsivienecek veya imha edilecektir. Veri
toplama siireglerinde size rahatsizlik verebilecek herhangi bir soru/talep olmayacaktir. Yine de
katihmimz sirasmda herhangi bir sebepten rahatsizlik hissederseniz ¢alismadan istediginiz zamanda
ayrilabileceksiniz. Caligmadan ayrilmamz durumunda, sizden toplanan veriler galigmadan cikanlacak
ve imha edilecektir. A

Gontlli katithm formunu okumak ve degerlendirmek tizere ayirdigimz zaman igin tesekkir ederim,

Aragtirmact A1 : Ogr. Gor. Mustafa SARIOGLU

Adres : Bursa Teknik Universitesi Yabanci
Diller Yiiksekokulu Ofis No: 212 Yildirim / BURSA

is Tel 10224300 3361

Cep Tel : 05057400348

Bu cabiymaya tamamen kendi rzamla, istedigim takdirde cahsmadan ayriiabilecegimi bilerek
verdigim bilgilerin bilimsel amaclarla kullaniimasim kabul ediyorum.
(Liitfen bu formu doldurup imzaladiktan sonra veri toplayan kisive veriniz.)
Katiimer Ad ve Soyady |
Imza A

Tarih ‘0%, 04.&2;;3%




ARASTIRMA GONULLU KATILIM FORMU - 2
Sevgili Ogrenciler,

Bu aragtrma, “Isolated or Integrated Form-focused Instruction in Teaching Vocabulary to EFL
Learners through Reading Texts (Yabanct Dil Egitiminde Yeni Kelimelerin Metinler Okunmadan
Once veya Okuma Esnasinda Metinlerle Birlikte Ogretilmesi)” baghikli bir doktora tez ¢alismasidir.
Bu ¢aliymanin amaci, yabanct dil efitiminde veni kelimelerin metinler okunmadan énce
ofretilmesinin, okuma esnasinda metinlerle birlikie Ogretilmesinin veya herhangi bir ogretim
olmaksizin  kelime anlamlariun 63renciler tarafindan metinlerin  baglarmmndan  gikarihmasinm
Ingilizceyi vabana dil olarak 6grenen dgrencilerin hedef kelimeleri anlamasma ve kullanmasina olan
etkilerini aragtirmaktir. Ayrica ¢aliyma, katilimeilarm bu tig farkli 8grenme yéntemi konusundaki

ditgtinceleri ve tercihlerini de ortava ¢ikarmayi amag edinmektedir,

Bu ¢ahgmann amaci dogrultusunda, sizin bu ti¢ farkli 6grenme yontemi konusundaki diisitncelerinizi
ve tercihlerinizi saptamak iizere 4 agik uglu sorudan bir anket yapilmas: planlanmaktadir. Bu ankete
katihmimz gonidlilik esasima dayanmaktadir. Arastumada kathmelarn isimleri gizli totulacaktr.
Aragtirma kapsamunda toplanan veriler, sadece bilimsel amaglar do@rultusunda kullamlacak,
aragtrmanin amact disinda ya da bir baska aragtirmada kullanilmayacak ve gerekmesi halinde, sizin
{(yazih) izniniz olmadan bagkalarivla paylasilmayacakur. Istemeniz halinde sizden toplanan verileri
inceleme hakkmuz bulunmaktadir. Sizden toplanan veriler. arastma sonuna kadar korunacak ve
aragtirma bitiminde argivlenecek veya imha edilecektir. Veri toplamd “Streclerinde size rahatsizlik
verebilecek herhangi bir soru/talep oimayacakim Yine de katilimumz sirasinda herhangi bir sebepten
rahatsizlik hissederseniz ¢ahgmadan istediginiz zamanda aynlabileceksiniz. Calismadan ayrilmamz

durumunda, sizden toplanan veriler ¢aligmadan ¢ikanlacak ve imha edilecektir.
Gontillt katilim formunu okumak ve degerlendinmek tizere ayirdiiniz zaman icin tegekkiir ederim.

Aragtirmacs Ay : Ogr. Gor. Mustafa SARIOGLU

Adres : Bursa Teknik Universitesi Yabanci
Diller Yitksekokulu Ofis No: 212 Yildim / BURSA

Is Tel : 0224 300 33 61

Cep Tel 1 0505740 03 48

Bu ¢alismaya tamamen kendi nzamla, istedigim takdirde ¢aliymadan ayrilabilecegimi bilerek
verdigim bilgilerin bilimsel amaglarla kullanidimasuu kabul edivorum.

(Laitfen bu formu doldurup imzaladiktan sonra veri toplavan kigive veriniz.)

Katiimer Ad ve Soyada

imzfi C_@am«
Tarih '03.04.2013




ARASTIRMA GONULLU KATILIM FORMU - 3
Sevgili Ogrenciler,

Bu arastirma, “Isolated or Integrated Form-focused Instruction in Teaching Vocabulary to EFL Learners
through Reading Texts (Yabanci Dil Egitiminde Yeni Kelimelerin Metinler Okunmadan Once veya Okuma
Esnasinda Metinlerle Birlikte Ogretilmesi)” baslikli bir doktora tez galismasidir. Bu galigmanin amact,
yabanci dil egitiminde yeni kelimelerin metinler okunmadan 6nce 8gretilmesinin, okuma esnasinda metinlerle
birlikte Opretilmesinin veya herhangi bir &gretim olmaksizin kelime anlamlarinin dgrenciler tarafindan
metinlerin baglamindan gikarilmasinin Ingilizceyi yabanci dil olarak 8grenen Sgrencilerin hedef kelimeleri
anlamasina ve kullanmasina olan etkilerini arastirmaktir. Ayrica ¢aligma, katihmeilarin bu tig farkli 6grenme

ySntemi konusundaki dtigtinceleri ve tercihlerini de ortaya gikarmay: amag edinmektedir.

Bu ¢alismanin amaci dogrultusunda, sizin bu ti¢ farkli 8grenme ySntemi konusundaki diistincelerinizi ve
tercihlerinizi saptamak {izere 4 agik uglu sorudan yar1 yapilandirilmig bir gdriisme yapilmasi planlanmaktadir.
Bu ankete katiliminiz géniilliilitk esasina dayanmaktadir. Aragtirmada katilimeilarin isimleri gizli tutulacaktir.
Arastirma kapsaminda toplanan veriler, sadece bilimsel amaglar dogrultusunda kullanmlacak, arastirmanin
amact disinda ya da bir bagka aragtirmada kullanilmayacak ve gerekmesi -halinde, sizin (yazili) izniniz
olmadan bagkalariyla paylasiimayacaktir. Istemeniz halinde sizden toplanan verileri inceleme hakkiniz
bulunmaktadir. Sizden toplanan veriler arastirma sonuna kadar korunacak ve arastirma bitiminde argivlenecek
veya imha edilecektir. Veri toplama siireglerinde size rahatsizlik verebilecek herhangi bir soru/talep
olmayacaktir. Yine de katiliminiz sirasinda herhangi bir sebepten rahatsizlik hissederseniz galigmadan
istediginiz zamanda ayrilabileceksiniz.  Calismadan ayrilmaniz durumunda, sizden toplanan veriler

caligmadan gikarilacak ve imha edilecektir.
Goniillii katilim formunu okumak ve degerlendirmek tizere ayirdiginiz zaman igin tegekkiir ederim.

Arastirmaci Adi  : Ogr. Gor. Mustafa SARIOGLU

Adres : Bursa Teknik Universitesi Yabanci
Diller Yiiksekokulu Ofis No: 212 Yildirim / BURSA

is Tel : 0224 300 33 61
Cep Tel : 0505 740 03 48

Bu ¢ahsmaya tamamen kendi rizamla, istedigim takdirde calismadan ayrilabilecegimi bilerek verdigim
bilgilerin bilimsel amaglarla kullamilmasini kabul ediyorum.

(Liltfen bu formu doldurip imzaladiktan sonra veri toplayan kisiye veriniz,)

Katihmci Ad ve Soyadi
imza
Tarih

03.04.2049



Appendix 5: Reading Text A — “Cindy Jackson” 3

CINDY JACKSON 3

A. Warm-up
1. Do you think that you are beautiful or

handsome? Why?
2. What do people do to look more
beautiful or handsome?

B. Pre-reading

1. Look at two photos of a woman.

What are the differences between two

photos? What must she have done to

change her appearance?

= : : 2. Read the title. Have you heard about
N < F : “Cindy Jackson™? Who is she?

3. Read the first sentences of each paragraph, and guess the answer of the question below.

This text is mainly about a woman who .
A) plays with beautiful dolls B) always thinks about her beauty
C) became a cosmetic surgeon D) is a professional makeup artist

C. Read the text below and check your guess.

CINDY JACKSON
1 When Cindy Jackson was 32 years old, she wrote a list of all the things she
wanted to change about her appearance. She was obsessed with her beauty, and this
had begun years earlier when she was a farm girl in Ohio. At the age of six, she was
given a doll as a gift. She invented a glamorous life for her doll, and she dreamed of
5 the same kind of life herself. When she looked at herself in the mirror, her image was
not ugly, but it was far from her dreams. In high school, she felt that the beautiful girls

got all the attention and that nobody discerned her.
Jackson was tired of feeling ugly and unattractive. In 1988, she wrote her
beauty wish list. Her list was based on the standards of beauty she had learned as an
10 art student. She never dreamed that she would really be able to make any of these
changes. But, soon after writing the list, she was given a small inheritance. It was

enough to begin her change into beauty.

Jackson felt that her nose was too big and her lips were too thin. In addition, her
skin sagged in certain areas because she had lost weight. In order to solve these
15 problems, Jackson had several surgical operations. She had surgery to remove fat from

3 This text was taken and adapted from Lougheed (2006, pp. 32-33).
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her thighs and abdomen, as well as two nose operations and a face and jaw lift.
Chemical peels made her skin appear brand new, and makeup, including eyeliner and
lipstick, was tattooed onto her face for an eternal fresh appearance. Nine operations
later, a doll had come to life.

Jackson's transition to beauty through cosmetic surgery has made her a
famous person. She has written many articles describing her experience, as well as her
life story entitled “Living Doll”. She also acts as a cosmetic surgery consultant. Her job is
to help other people achieve the same success she has in the guest for beauty.

Jackson is now a jolly woman to make every change that she wrote on her wish list in
1988.

D.

Read the text again and put the events into the correct order.

a. She had nine surgical operations.

b. Cindy Jackson was feeling ugly and unattractive when she looked at herself in the
mirror.

c. Her change into beauty through cosmetic surgery has made her a famous person.

d. She has written some articles and a story about her life and experiences.

e. She made her beauty wish list of things she wanted to change about her
appearance in 1988.

f. She is working as a cosmetic surgery consultant at the moment.

g. She was given a small amount of money, which was enough to start her change.

E. Answer the questions and circle the correct options.

1. When did Jackson make her beauty 3. Cindy Jackson used ____ to remove
wish list? fat from her thighs and abdomen.
A) At age six B) In high school A) diets B) pills
C) In art school D) At age 32 C) surgery D) exercise
[ 2. Why didn’t Jackson like her nose? ] [ 4. In high school, Jackson : ]
A) It was very large. A) felt very pretty
B) It was too thin. B) thought that she was unattractive
C) It hung down loosely. C) got a lot of attention
D) It was ugly. D) had a successful life

F. Post-reading: Discuss the questions below.
1. What cosmetic products do you like to use?
2. Would you like to change your appearance through surgery? Why or why not?



Appendix 6: Reading Text B — “Larry Walters” 4

LARRY WALTERS *
: A. Warm-up

1. Do you like flying?
2. What are some methods that people use to fly?

B. Pre-reading

1. Look at the picture. What happens in the picture?
How can someone fly using the chair?

2. Read the title. Have you heard about “Larry
Walters™? Who was he?

3. Read the first sentences of each paragraph in the

text, and guess the answer of the question below.

This text is mainly about 2
A) how to make a flying machine B) different ways to fly
C) an unusual trip across the desert D) an electric power cut

C. Read the text, and check your guess.

LARRY WALTERS
1 For most people, a chair is a place to sit and relax. For truck driver, Larry
Walters, a chair was a way to fly. From the time he was young, Larry found balloons
alluring and he always dreamed of using balloons to fly. When he was 33 years old,
he decided to make his dream come true. He bought the necessary equipment — a
5 usual aluminium garden chair and 42 weather balloons. He also got an air gun
because he planned to shoot the balloons when he was ready to land. His girlfriend
wanted him to get a parachute, too, just in case.
Lamry’s objective was to fly 483 kilometres across the Mojave Desert,
beginning from the garden of his girlfriend's house near Los Angeles. On the day of his
10 trip, he tied the chair down with two ropes and attached the helium-filled balloons to it.
Then, he sat down in the chair with his gun and his parachute. He was ready to go.
Larry's friends untied one rope. Suddenly, the other rope broke, and Larry and his chair
rose quickly toward the sky. He ascended much faster and higher than he had
expected. He was not serene at 5,000 meters above the ground.

15 Larry's excursion did not happen the way he had planned. He was high up in

the sky where the air was cold. An airplane pilot got a glimpse of him and reported him

4 This text was taken and adapted from Lougheed (2006, pp. 42-43).



flying with balloons come true.

to the authorities. Meanwhile, Larry was shaking with cold. He wanted to return to the
ground, but there was nothing he could do. His air gun fell down during his rise. All he
could do was to go wherever the wind took him.

20 In the end, Larry and his chair could land. The ropes holding the balloons
became tangled in some electric lines, and the chair hung just two meters above the
ground. Larry was able to go down safe and unhurt, but the ropes of the balloons
induced a twenty-minute electric power cut in the neighbourhood. Although the
authorities penalized Larry for breaking flying rules, he was able to make his dream of

D. Read the text again and put the events into the correct order.

a. At the age of 33, he decided to fly across the desert on a garden chair.
b. Larry was shaking with cold, and all he could do was to go wherever the wind took him.

1 | c. Since his childhood, Larry Walters had wanted to fly with balloons.

chair.

minutes

down.

d. He tied the chair down with two ropes, and he attached 42 helium-filled balloons to the
e. Larry’s chair climbed too fast, so he was at 5,000 meters above the ground in a few
f. When his friends untied one rope, the other rope broke suddenly and his air gun fell

g. The ropes of the balloons hung in some electric lines, and Larry could go down safe.

E. Answer the questions, and circle the correct options.

[ 1. What was Larry Walters’ job? j

l: 2. How high in the air did Larry climb? J

A) pilot B) aluminium chair salesman

C) gardener D) truck driver

A) 300 meters B) 483 meters

C) 500 meters D) 5,000 meters

3. What did Larry take with him on
his flying trip?

4. What did Larry do when he wanted
to return to the ground?

A) A gun and a parachute
B) Drinking water

C) A warm jacket

D) Some sandwiches

A) He shot the balloons.

B) He untied the ropes.

C) He asked a pilot for help.

D) He waited for the chair to land by itself.

F. Post-reading: Discuss the questions below.

1. Would you like to fly using balloons? Why?

2. Do you have any other dreams which you want to make come true?




Appendix 7: Reading Text C — “Pompeii” °
POMPEI! °

A. Warm-up
1. What do you think about natural disasters?
2. What kinds of disasters can destroy a whole

town/city?

B. Pre-reading

1. Look at the picture. The person in the picture died
nearly 2,000 years ago. What, do you think, killed that
person?

2. Read the title. What do you know about “Pompeii™?
3. Read the first sentences of each paragraph in the
text, and guess the answer of the question below.

This text is mainly about
A) the volcanoes of Pompeii B) an ancient Roman Empire

C) the last days of Pompeii D) the mountains of Rome

C. Read the text quickly to check your guess.

10

15

POMPEI

The ancient Roman town of Pompeii sat at the foot of the large volcano, Vesuvius,
in southern Italy. The town and the volcano had lived in peace and amity side by side for
years. Pompeii's people lived a good life. Their town was a prosperous seaport and a
popular resort. Many rich Romans had their holiday homes there. The theatres, shops, and
streets were filled with enjoyable activities. All this ended on August 24 in the year 79 A.D.

At about noon on August 24, a large cloud of ash and rocks came out of the top of
Vesuvius, moving up 20 kilometres into the air. The ash and rocks began to rain down on
the people of Pompeii and other nearby towns. Soon, the roofs of Pompeii were covered
with a layer of volcanic material that was close to three meters thick. Buildings began to
collapse under the heavy rocks. By this time, people had already started to flee the town.
Taking what possessions they could, they made frantic attempts to call their loved ones to

join them. They escaped to the countryside. By evening, most of the citizens had left
Pompeii.

But Vesuvius had not finished yet. All night long, it continued to spew out rock and
ash. The next morning, steaming lava came out of the volcano and rolled down its sides
toward Pompeii. The town was covered with the lava so deeply that only the tops of the
very tallest buildings could be seen. Later, some people returned to the town to try to find

5 This text was taken and adapted from Lougheed (2006, pp.74-75).




their things and possessions out of the hard lava, but of course no one could live there
anymore. The buried town lay abandoned for hundreds of years.

20 In 1748, the long-forgotten town was rediscovered. Since then, a number of
excavations have been made to get information about ancient Roman life. Architecture,
art, and other examples of Roman culture were all perfectly kept by the lava.
Archaeologists have also found the bodies of about 2,000 Pompeii people who, unable to
escape the running wave of lava, became frozen in it forever.

D. Read the text again and put the events into the correct order.

a. In 1748, the buried town was rediscovered by the archaeologists.

b. On August 24, 79, a cloud of ash and rocks started to come out of the top of Vesuvius.

c. They have found the bodies of 2,000 Pompeii people who were frozen in the lava
forever.

d. The roofs of Pompeii were filled with volcanic material, and the buildings were

destroyed.

e. Most of people took their possessions and escaped from Pompeii.

1 | f. Pompeii and the volcano, Vesuvius, were living together peacefully for years.

g. The steaming lava came out of the volcano and it buried the whole town.

E. Answer the questions, and circle the correct options.

1. At about what time of the day did 2. What happened to the buildings of
Vesuvius begin to erupt? Pompeii?
A) Early in the morning A) They were mostly undamaged.
B) 12:00 noon B) They were burned by fire from the volcano.
C) Late in the afternoon C) They were carried away by the flood of lava.
D) At night D) They fell down under the weight of rocks.
[ 3. What happened in 17487 ] [ 4. What is true about Pompeii? ]
A) Pompeii was rediscovered. A) Most of the people were poor.
B) Vesuvius erupted again. B) It was a boring place to visit.
C) A museum of Roman art was opened. C) Very few people lived there.
D) Pompeii’'s people returned to their homes. D) it was located on the coast.

F. Post-reading: Discuss the questions below.
1. Have you experienced any natural disasters?
2. Would you prefer to live inland or near the sea? Why?
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Appendix 9: PowerPoint Slides to Teach Target Words in Reading Text A

Text A:
Cindy Jackson

obsess (v.): to think about someone or
something all the time

Jane is always obsessed with making Sue looks great, so she should stop
money. obsessing about her weight.




His belly sagged as he got fatter.

20 years ago

My mom’s skin sagged as she got older.

@
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discern

S

discern (v.): to see, hear, feel someone or
something; notice

The detective discerned some footprints
on the ground.

Joe was listening to music loudly, so he
could not discern the truck approaching.




inheritance (n.): money or other things
left to you by someone who has died

When their father died, they received a
house as an inheritance.

He gambled away all his inheritance in a
week.

new

new
»

od K
W

transition

transition (n.): a change from one state to
another




Her transition to beauty is a result of
plastic surgery.

She has lost weight after the transition
from fast food to a healthy diet.

quest (n.): a search

Astronauts are on a quest for life on
Mars for a long time.

=
<

She did everything in quest for beauty,
and she made her dreams come true.




5

jolly (adj.): happy and cheerful

Everybody was in a jolly mood at the
party.

He is jolly because he has had a good
mark on the exam.

glamorous

She is a glamorous movie star.

glamorous (adj.): more attractive and
beautiful than usual people or things




fll

My daughter likes dreaming about a
glamorous life for her dolls.

eternal

eternal (adj.): endless, continuing forever

Many religions promise that there is an
eternal life after death.

They feel an eternal love for each other.




Appendix 10: PowerPoint Slides to Teach Target Words in Reading Text B

Text B:
Larry Walter

———

\éﬂ USE)

Drinking alcohol while driving is very
dangerous. It induces traffic accidents.

Eating too much fast food induces some
health problems.

ascend




ascend (v.): to go up, rise, move up,
climb up

We watched as their plane ascended into
the clouds.

Travelling by balloon is fun, but the air
becomes a bit colder as you ascend.

penalise (v.): to punish someone for
breaking a rule

The referee penalised the footballer for
his foul play.

Drunk drivers should be penalised by the
police.




Tom caught a glimpse of his friend’s
paper in the exam.

| CF
e | i N

My dad got a glimpse of the man who
stole our car.

excursion

excursion (n.): a short trip




The hotel in Paris organises daily
excursions to the Eiffel Tower.

OBJECTIVES

-O-

/I\

OBJECTIVES

objective

~| oBJECTIVES =

objective (n.): an aim, target, goal

Their objective is to buy a house in the
countryside and to live happily there.

My brother’s objective is to finish his
science project by tomorrow.




serene

They were serene during meditation.

My father was Iooking serene in the
hammock.

tangled (adj.): twisted together in an
untidy way

She hates tangled hair.




| found my little sister tangled in a jump
rope.

o

P

alluring
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alluring (adj.): attractive, desirable

=
<

She is a beautiful woman with her
alluring smile.

Istanbul is a wonderful city. It offers
tourists alluring shops and restaurants.

Thank you for your attention.




Appendix 11: PowerPoint Slides to Teach Target Words in Reading Text C

Text C:
Pompeii

spew

spew (v.): to push out material

“““E 1.
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Factories spew out smoke and pollute
our environment.

The volcano was spewing out lava and
ash.

collapse




Hundreds of buildings collapsed during
the earthquake.

The roof is in danger of collapsing
because of the heavy snow.

flee

flee (v.): to escape, run away

He was fleeing from the snake.

The thief fled the bank when he saw the
police.




excavation (n.): the activity of digging
in the ground to find things from the
past

Archaeologists make excavations on historical
sites to look for old buildings or objects.

A new dinosaur fossil was found
through archaeological excavations.

layer

layer (n.): an area of material that covers
all of a surface
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There is a layer of jam in fhe middle of
the cake.

ICe.

The people in this office work in amity
and peace.

) i 0l\V(d
Children are symbols of love, peace and
amity.




The child was making frantic cries for She made frantic attempts to find her
help in the water. lost child.

abandoned

abandoned (adj.): no longer used A child was found abandoned outside a
or left completely by the people police station.




The USA is one of the most prosperous
countries in the world.




Appendix 12: Pre-tests

PRE-TEST (Text A: Cindy Jackson)

Circle the best options.

My brother is
with computer games.
He never thinks about
anything else.

|:| | don’t know.
A) obsessed B) sagged

C) achieved D) discerned

g

3.

Rita is a (n) film
star. She has an
attractive life full of

beauty and success.

Sue has married in the

for happiness,
and she is happy with
her husband.

A) eternal

C) several

[] 1don’t know.
B) chemical

D) glamorous

|:| | don’t know.
A) inheritance B) quest

C) transition D) surgery

He is rich. He’s
received a lot of
money as a(n)

from his grandfather.

|:| | don’t know.
A) quest  B) transition

C) surgery D) inheritance

.;\‘Zilll\

6.
Youth is not ;we My father put on
will all get older, and weight.  His  belly
we will die one day in as he got
the future. fatter.

A) chemical

C) glamorous

[] 1don’t know.
B) eternal
D) jolly

|:| | don’'t know.
A) discerned B) obsessed

C) sagged D) achieved

My sister is a She looked at
girl.  She carefully, but she
always smiles at could not the
people. house in distance.
|:| | don’t know. |:| | don’t know.
A) jolly B) glamorous A) sag B) discern
C) eternal D) chemical C) obsess D) achieve

It is difficult for him to
make from
university life to full-
time work.

[] 1don’t know.
A) surgery B) inheritance

C) transition D) quest




Circle the best options.

PRE-TEST (Text B: Larry Walters)

Smoking
can
lung cancer, so it is
not healthy.

cigarettes

|:| | don’'t know.
A) penalise B) ascend

C) expect D) induce

C) glimpses D) rise

We are interested in When | saw my
art, so we often mother, she was
organise daily in telephone
to museums. cable.
|:| | don’t know. |:| | don’'t know.
A) objectives B) excursions | A) serene  B) tangled

C) alluring D) necessary

Her is to
lose weight, so she
will go on a
vegetarian diet.

|:| | don’t know.
A) glimpse B) rise

C) objective D) excursion

The teacher

the student for

cheating on the exam.

[] 1don’t know.
A) ascended B) penalised

C) induced D) expected

i

The woman was so
______ that he could
not help falling in love
with her.

[] 1don’t know.
A) alluring B) serene
C) unhurt D) tangled

In one minute, the
plane quickly
and disappeared
into clouds.

|:| | don’t know.
A) induced B) penalised
C) ascended D) expected

8.

On my way home, I
got a(n) of a
thief in the bank, so |
called the police.

|:| | don’t know.
A) excursion B) objective
C) rise D) glimpse

The atmosphere was
very peaceful, so
everybody was
during the holiday.

|:| | don’t know.
A) tangled B) alluring

C) serene D) necessary




Circle the best options.

PRE-TEST (Text C: Pompeii)

fco.
ol

1.

Car exhausts
out smoke, and they

cause air pollution.

|:| | don’t know.
A) flee B) collapse
C) return D) spew

o

We have to clean the

floor because it is

covered with a thick
of dust.

[] 1don’t know.
A) layer B) excavation

C) amity D) steam

It is a(n)
house because there

is nobody living here.

[] 1don’t know.
A) abandoned B) frantic

C) prosperous D) steaming

Archaeologists study

human culture by
making on
historical sites.
|:| | don’t know.
A) steam B) excavations
C) layers D) amities

The thief
through the window
when he saw my
father.

|:| | don’t know.
A) fled B) collapsed
C) covered D) spewed

Dubai is a(n)

city, so rich people go
there to spend their
holiday.

[] 1don’t know.
A) prosperous B) steaming
C) abandoned D) frantic

Joe made _
attempts to arrive at
work on time, but he
could not manage it.

|:| | don’'t know.
A) ancient
C) frantic

B) prosperous
D) abandoned

Jane and Sue are
good friends. They
spend time together
in__and peace.

|:| | don’'t know.
A) steam B) amity

C) excavation D) layer

A bridge __ during
the earthquake and
two people died in
water.

|:| | don’t know.
A) collapsed B) fled

C) spewed D) returned




Appendix 13: Immediate Post-tests
WORD-RECOGNITION TEST (Text A: Cindy Jackson)

Circle the best options.

He is rich. He'’s
received a lot of
money as a(n)
from his grandfather.

A) quest B) transition

C) surgery D) inheritance

My sister is a
girl.  She

smiles at people.

always

A) jolly

C) eternal

B) several

D) chemical

o0

3.
She looked at
carefully, but she
coudnot __ the

house in distance.

A) sag B) discern

C) obsess D) achieve

Rita is a film
star. She has an
attractive life full of
beauty and success.

It is difficult for him to
make _ from
university life to full-
time work.

My brother is
with computer games.
He never thinks about
anything else.

A) eternal  B) chemical A) surgery  B) inheritance | A) obsessed B) sagged
C) several D) glamorous | C) transition D) quest C) achieved D) discerned
( f‘ é
®©
- 1 L\\
7. ! 9.

Sue has married in
the __ for happiness,
and she is happy with
her husband.

A) inheritance  B) quest

C) transition D) surgery

Youth is not
we will all get older,
and we will die one
dav in the future.

A) chemical B) eternal

C) glamorous D) jolly

My father put on
weight.  His  belly

as he got fatter.

A) discerned B) obsessed

C) sagged D) achieved




WORD-RECALL TEST (Text A: Cindy Jackson)
Fill in the blanks with the suitable words from the text.

My son is with computer games.
He never thinks about anything else.

My father put on weight. His belly
as he got fatter.

'

She looked at carefully, but she could
not the house in distance.

He is rich. He’s received lots of money
as a(n) from his grandfather.

-
-

6.

It is difficult for him to make
from university life to full-time work.

She has married in ___ for happiness.
She is happy with her husband.
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Molly is a girl.
She always smiles at people.

Youth is not ; we will all get older,
and we will die one day in the future.

Ritais a film star. She has an
attractive life full of beauty and success.

GOOD LUCK!




WORD-RECOGNITION TEST (Text B: Larry Walters)

Circle the best options.

1] k\.‘
4 4

The woman was so
that he could
not help falling in

1.

love with her.
A) alluring B) serene
C) unhurt D) tangled

Smoking cigarettes
lung cancer,
S0 it is not healthy.

A) penalises  B) ascends

C) expects D) induces

On my way home, |
got a(n) of a
thief in the bank, so |
called the police.

A) excursion
C) rise

B) objective
D) glimpse

4.
Her is to
lose weight, so she
will go on a

vegetarian diet.

A) glimpse B) rise

C) objective D) excursion

5.0

In one minute, the
plane quickly
and disappeared
into clouds.

A) induced
C) ascended D) expected

B) penalised

When | saw my
mother, she was
in telephone
cable.
A) serene  B) tangled
C) alluring D) necessary

The atmosphere was
very peaceful, so
everybody was

during the holiday.

A) tangled B) alluring

C) serene D) unsafe

The teacher the
student for cheating

on the exam.

A) ascended B) penalised

C) induced D) expected

@

We are interested in

art, so we often
organise daily

to museums.

A) objectives B) excursions

C) glimpses D) rises




WORD-RECALL TEST (Text B: Larry Walters)
Fill in the blanks with the suitable words from the text.

2.

Smoking cigarettes

lung cancer, so it is not healthy.

In one minute, the plane
quickly and disappeared into clouds.

The teacher

the student for cheating on the exam.

Her is to lose weight,
so she will go on a vegetarian diet.

We are interested in art, so we often
organise daily to museums.

On my way home, | got a ofa
thief in the bank, so | called the police.

R-...§
g&fj’lp )

The atmosphere was peaceful, so
everybody was ____ during the holiday.

The woman was so that he
could not help falling in love with her.

When | saw my mother, she was
in telephone cable.

Y

GOOD LUCK!




WORD-RECOGNITION TEST (Text C: Pompeii)

Circle the best options.

Car exhausts
out smoke, and they

cause air pollution.

A) flee
C) bury

B) collapse
D) spew

It is a(n)
house because there
is nobody living here.

A) abandoned B) frantic
C) prosperous D) steaming

Jane and Sue are
good friends. They
spend time together in
____and peace.

A) steam B) amity

C) excavation D) layer

Archaeologists study

The thief

Dubai is a(n)

human culture by through the window city, so rich people go
making on when he saw my there to spend their
historical sites. father. holiday.
A) steams  B) excavations | A) fled B) collapsed A) prosperous  B) buried
C) layers D) amities C) buried D) spewed C) abandoned D) frantic

- oy

Joe made

attempts to arrive at
work on time, but he
could not manage it.

We have to clean the

floor because it is

covered with a thick
of dust.

A bridge

during the earthquake
and two people died
in water.

A) ancient B) prosperous
C) frantic D) abandoned

A) layer B) excavation

C) amity D) steam

A) collapsed B) fled

C) spewed D) returned




WORD-RECALL TEST (Text C: Pompeii)
Fill in the blanks with the suitable words from the text.

Fco,)
o

Car exhausts out
smoke and they cause air pollution.

A bridge during the earthquake
and two people died in water.

The thief through
the window when he saw my father.

Archaeologists study human culture by
making on historical sites.

We have to clean the floor because it
is covered with a thick of dust.

Jane and Sue are good friends. They
spend time together in __ and peace.

Joe made __ attempts to arrive at work
on time, but he could not manage it.

It is a(n) house
because there is nobody living here.

Dubai is a(n) city, so rich
people go there to spend their holiday.

GOOD LUCK!




Appendix 14: Delayed Post-tests
WORD-RECOGNITION TEST (Text A: Cindy Jackson)

Circle the best options.

When our father died,
we have received a

John

is a(n)

student because he

3.

The detective

some footprints on
house as  a(n) has got a high mark
the ground.
on the exam.
A) quest B) transition A) jolly B) several A) sagged B) discerned
C) surgery D) inheritance | C) eternal D) chemical C) obsessed D) achieved
~ 8 @ b
J
4. 5.
Jill is a(n) film After the from My sister is
star. She has an fast food to a healthy with  money. She
attractive life full of diet, she has lost a lot always thinks about
beauty and success. of weight. making money.
A) eternal B) chemical A) surgery  B) inheritance | A) obsessed B) sagged
C) several D) glamorous | C) transition D) quest C) achieved D) discerned

The astronauts are on

a(n) for
life on Mars for a long
time.
A) inheritance  B) quest
C) transition D) surgery

Eye?l&s‘t‘m@

Love *

They feel a(n)
love for each other.
Their love will never

end.
A) chemical B) eternal
C) glamorous D) jolly

Tom eats fast food
and he puts on
weight. His belly
as he gets fatter.

A) discerns  B) obsesses

C) sags D) achieves




WORD-RECALL TEST (Text A: Cindy Jackson)

Fill in the blanks with the suitable words from the text.

My sister is with money. She
always thinks about making money.

Tom eats fast food and he puts on
weight. His belly as he gets fatter.

3.

The detective
some footprints on the ground.

When our father died, we have
received a house as a(n)

ggacfg\",-‘ﬁi- l
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After the __ from fast food to a healthy
diet, she has lost a lot of weight.

The astronauts are on a(n)
for life on Mars for a long time.

i

7.

John is a(n) student because
he has got a high mark on the exam.

They feel a(n) love for
each other. Their love will never end.

Jill is a(n) film star. She has an
attractive life full of beauty and success.

GOOD LUCK!




WORD-RECOGNITION TEST (Text B: Larry Walters)

Circle the best options.

=
<

1. 2.
| fell in love with that Drinking alcohol While Jane  was
girl because she was lots of health problems playing in the garden,
beautiful  with  her such as cancer and she got a(n) of
smile. loss of memory. a butterfly.
A) alluring B) serene A) penalises B) ascends A) excursion B) objective
C) unhurt D) tangled | C) expects D) induces C) rise D) glimpse
4. 5. 6.
Their is to The plane Unfortunately, | found

buy a house in a
vilage, and to live
happily there.

A) glimpse B) rise

C) objective D) excursion

into the clouds and
disappeared.

A) induced
C) ascended D) expected

B) penalised

my little sister
in her jump
rope.
A) serene  B) tangled
C) alluring D) necessary

The atmosphere was
very peaceful, so we

were during the
meditation.
A) tangled B) alluring
C) serene D) unsafe

The policeman
_____ the driver
for breaking the
traffic rules.

A) ascended B) penalised

C) induced D) expected

A lot of hotels in
Paris organise daily

to Eiffel
Tower.

A) objectives B) excursions

C) glimpses D) rises




WORD-RECALL TEST (Text B: Larry Walters)
Fill in the blanks with the suitable words from the text.

2.

Drinking alcohol health problems
such as cancer and loss of memory.

The plane
into the clouds and disappeared.

The policeman
the driver for breaking the traffic rules.

Their is to buy a house
in a village, and to live happily there.

A lot of hotels in Paris organise daily
to Eiffel Tower.

While Jane was playing in the garden,
she got a(n) of a butterfly.

7.4 8.
The atmosphere was peaceful, so we | fell in love with that girl because she
were during the meditation. was beautiful with her smile.
9.
Unfortunately, | found my little sister
in her jump rope. GOOD LUCK!




WORD-RECOGNITION TEST (Text C: Pompeii)

Circle the best options.

We were afraid
because the volcano
was out ash,
lava and rocks.

A) fleeing B) collapsing

C) burying D) spewing

This is a(n)
town because nobody
lives here.

A) abandoned B) frantic

C) prosperous D) steaming

The people in this
office work in __ and
peace, so everybody
is happy here.

A) steam B) amity

C) excavation D) layer

4.

A new dinosaur fossil
has been found
during the

archaeological

A) steams  B) excavations

C) layers D) amities

The thief the
bank when he saw
the police officer.

A) fled
C) buried

B) collapsed
D) spewed

Susana is a(n)
businesswoman
because she earns a

lot of money.
A) prosperous  B) buried
C) abandoned D) frantic

(=

8.

Sue was in panic, so
she made

attempts to find her
lost child.

Because of the heavy
show, our car was
covered with a thick

A) ancient
C) frantic

B) prosperous
D) abandoned

of ice.
A) layer B) excavation
C) amity D) steam

Hundreds of houses
during the

earthquake, and

many people died.

A) collapsed B) fled

C) spewed D) returned




WORD-RECALL TEST (Text C: Pompeii)
Fill in the blanks with the suitable words from the text.

1.

We were afraid because the volcano
was out ash, lava and rocks.

A lot of houses during the
earthquake, and many people died.

The thief the
bank when he saw the police officer.

A new dinosaur fossil has been found
during the archaeological

=

Because of the heavy snow, our car
was covered with a thick of ice.

The people in the office work in ___ and
peace, so everybody is happy here.

Sue was in panic, so she made
attempts to find her lost child.

This is a(n)
town because nobody lives here.

Susana is a(n) businesswoman
because she earns a lot of money.

GOOD LUCK!




Appendix 15: Questionnaire & Interview Items (in English)

Dear Students,

This questionnaire/interview aims to explore your perceptions and preferences for (a) isolated form-
focused vocabulary instruction, (b) integrated form-focused vocabulary instruction, and (c)
incidental vocabulary learning with no focus on form in a reading course. | would be grateful if you
could fill in the following questionnaire. | would like to thank you, in advance, for your attention
and contribution to my study.

Mustafa SARIOGLU

1. What do you think about isolated vocabulary instruction in a reading lesson?

2. What do you think about integrated vocabulary instruction in a reading lesson?

3. What do you think about incidental vocabulary learning from context in a reading lesson?

4 (a). Which one do you prefer to learn new words in a reading course?
[ ] Isolated Form-focused Vocabulary Instruction
] Integrated Form-focused Vocabulary Instruction
[] Incidental Learning from Context (No focus on form)

4 (b). Why?

5. Would you like to share any other comment, suggestion, or criticism? [lyes [INo
(If yes, please specify.)




Questionnaire & Interview Items (in Turkish)

Degerli Ogrenciler,

Bu anket/goriisme, sizlerin (a) yabanci dil egitiminde yeni kelimelerin metinler okunmadan 6nce
Ogretilmesi, (b) okuma esnasinda metinlerle birlikte O6gretilmesi veya (c) herhangi bir 6gretim
olmaksizin kelime anlamlarinin 6grenciler tarafindan metinlerin  baglamindan ¢ikarilmasi
konusundaki diislinceleri ve tercihlerini ortaya g¢ikarmayr amac¢ edinmektedir. Ankete katilarak
zaman ayirdiginiz ve ¢alismama katki sagladiginiz i¢in ¢ok tesekkiir ederim.

Mustafa SARIOGLU

1. Yabanci dil okuma derslerinde yeni kelimelerin metinler okunmadan 6nce 6gretilmesi ile ilgili
ne diisliniiyorsunuz? Liitfen agiklayiniz.

2. Yabanci dil okuma derslerinde yeni kelimelerin okuma esnasinda metinlerle birlikte
Ogretilmesi ile ilgili ne diisiiniiyorsunuz? Liitfen agiklayiniz.

3. Yabanci dil okuma derslerinde yeni kelimelerin anlamlarinin 6grenciler tarafindan metinlerden
cikarilmasi yoluyla 6grenilmesi ile ilgili ne diislinliyorsunuz? Liitfen agiklaymniz.

4 (a). Bu ii¢ kelime 6grenme yonteminden hangisini tercih edersiniz?
[ ] Kelimelerin metinler okunmadan &nce dgretilmesi

[] Kelimelerin okuma esnasinda metinlerle birlikte 6gretilmesi

[ ] Kelime anlamlarinmn &grenciler tarafindan metinlerden ¢ikarilmasi

4 (b). Neden? Liitfen aciklayiniz.

5. Herhangi bir 6neri, dilek ve sikdyetiniz var m1? [ ] Evet [] Hayir
(Varsa litfen belirtiniz.)




Appendix 16: Sample Student Questionnaire Form 1 (in Turkish)

Questionnaire with Student 3 from Group C

Degerli Ogrenciler,

Bu anket, sizlerin (a) yabanci dil egitiminde yeni kelimelerin metinler okunmadan once 6gretilmesi,
(b) okuma esnasinda metinlerle birlikte 6gretilmesi veya (c) herhangi bir 6gretim olmaksizin kelime
anlamlarinin 6grenciler tarafindan metinlerin baglamindan ¢ikarilmasi konusundaki diisiinceleri ve
tercihlerini ortaya ¢ikarmayr amag¢ edinmektedir. Ankete katilarak zaman ayirdigmiz ve ¢aligmama
katki sagladiginiz i¢in ¢ok tesekkiir ederim.

Mustafa SARIOGLU

1. Yabanci dil okuma derslerinde yeni kelimelerin metinler okunmadan dnce dgretilmesi ile ilgili
ne diisliniiyorsunuz? Liitfen agiklayiniz.

Bence _yeni ~elimeler metinler okunmadan orce verilmeli, Ry setilde
metni  doha  elay  anlyorud ve  okurken gksokliy _yosamiyoru E. Daha
{olag; qn}gi@m)r; 6N metnden sibidmiyor  ve sorularr  daha  istekl

Ce Vaplyoru Z.

2. Yabanci dil okuma derslerinde yeni kelimelerin okuma esnasinda metinlerle birlikte
ogretilmesi ile ilgili ne diigliniiyorsunuz? Liitfen agiklayiniz.

: \ - 8 : Fre | evs A1 G 1IN &
Qlj}nh’j climleyt  anlamayd  Golsicken  bilmedigim elme ile ~orsilogtigiie
jf tmene  Soruyorum O o Helimew  dgitloreen  ben  cumlenin bagin
ogretiene  Sor .,
» neds | ; Dolayisiy la hem okumadk
u/)wofuln ve Mmedin  sikier bir hol /g_ﬁgor Lolayisty

‘ | m.
istemiyorum hem de sorulari  cevaplomak —SAENYOrUD




3. Yabanci dil okuma derslerinde yeni kelimelerin anlamlarinin 6grenciler tarafindan metinlerden
cikarilmasi yoluyla 6grenilmesi ile ilgili ne diisiiniiyorsunuz? Liitfen agiklayiniz.

Bu _yonterti  ~tendime _uygun __gormdyorum. B;‘/r?fsjg,}w
~felimelerle “Lars lagtigimdo onlgrin  dnlamlarind — paolkp metnin
_gidisatina gjre _uygun  olanni  ~ullamp  onlayand  <fodorr
GOk vakit  ~foybedigorum. wﬁym(c’l bir  Zamon sonco  Medin

sieiet  bir  hol gl

4 (a). Bu ii¢ kelime 6grenme yonteminden hangisini tercih edersiniz?
X1 Kelimelerin metinler okunmadan énce 6gretilmesi

[] Kelimelerin okuma esnasinda metinlerle birlikte dgretilmesi

[ ] Kelime anlamlarinin 6grenciler tarafindan metinlerden ¢ikarilmasi

4 (b). Neden? Liitfen agiklayiniz.

Mein oXumadan o Ance yen ~elimelerin Sgretiimesi

_Yyontemn/ tercih ederim, GL.‘/ﬁ kv bu ;g_yéde me+ni
ok , , '
vmoe  ve  onlomos 1'GiIn hozi-lonmus  0luyoruZ, Bu

_Sayede obumay caha  eglencell  oluyor, “[abii  ~telimeler

de  hafizarmzdo ﬁécl/igo e

5. Herhangi bir 6neri, dilek ve sikdyetiniz var m? [ ] Evet X Hayir
(Varsa liitfen belirtiniz.)




Sample Student Questionnaire Form 1 (English Translation)
Questionnaire with Student 3 from Group C

Dear Students,

This questionnaire aims to explore your perceptions and preferences for (a) isolated form-focused
vocabulary instruction, (b) integrated form-focused vocabulary instruction, and (c) incidental
vocabulary learning with no focus on form in a reading course. | would be grateful if you could fill
in the following questionnaire. | would like to thank you, in advance, for your attention and
contribution to my study.

Mustafa SARIOGLU

1. What do you think about isolated vocabulary instruction in a reading lesson?

Bence _yeni ~elimeler metinler okunmiadan oree verilmell, Ry setilde
: =
metni  doha  =elay  anlyorud ve okurken gksorklly  JosaniyoruZ. Daha

folay  anladiginz — igin  metinden  sitimyor ve  sorulart  dohd Istekl
Ce Vap liyoru Z.
In my opinion, new L2 words should be taught in isolation before reading the texts.
With the help of this method, we can understand the text more easily and we can read it without
interruption. Thanks to the easier comprehension, we are not bored with reading and we answer

the (comprehension) questions more willingly.

2. What do you think about integrated vocabulary instruction in a reading lesson?

Bu dgretim  seklinin  bapo _uygun Oldugunu  dsunmuiyorum,

' Fvres | eve A1 G 1IN @
0w el ‘ colisirke Uedid ] oime  ile  ~orzlogt g
Quni’u Cl”‘?ﬂ@:f’ a/)/o/‘r_u_;u a Galsireen b /}'/Fﬁdlq m <Jehme

® o Kelimeuy aqitlgreen ben clinilenin bdr’w'”
- / S

ogretmene  Soruyorum.

‘ Ly p Nolayisiy la hem okumak
unubugorum  ve  Metin skt bir hal _dlyor Dolaytsty ’

[stermiyorum hem de sorulori  cevaplomat isdermiyorum.

- I do not think integrated FFI is suitable for my learning style. While trying to
understand a sentence in the text, | interrupt reading to ask the teacher the meaning of an
unknown L2 word that | come across in that sentence. However, | usually forget the beginning
part of the sentence while the teacher is explaining the meaning of that unknown word. It is
getting more and more boring to read the text. Therefore, | do not want to read the text, nor am |

willing to answer comprehension questions after reading.




3. What do you think about incidental vocabulary learning from context in a reading lesson?

~elimelerle '{Qrﬁl/Q,SJIg_}/Y?dd onlarin  dnlamiarind batip metnin

._.9'.“1"504""0 g ore uygun olanini “{utlan/f an /anﬂa ~faidor

GOk vagit ~aybediyorum ﬂy”"“ bir  Zamaln soncra  Me4in

Sikiey bir |al aligrr

I do not think that this method is suitable for my learning style. Looking up into
dictionary interrupts my flow of reading, and | waste a lot of time trying to find out the meanings
of unknown words and trying to understand the text. After a while, reading the text is getting

more and more boring.

4 (a). Which one do you prefer to learn new words in a reading course?
X Isolated Form-focused Vocabulary Instruction
[ ] Integrated Form-focused Vocabulary Instruction
] Incidental Learning from Context (No focus on form)

4 (b). Why?
Meini oXumaldan , Ance _yen -{é//mf/@rm »jre’%!mc:ﬁ
) Vgolrn#en‘l/.n:' -/5f(=,’/') ederim, CL'//)}:;} hu {q‘yede /7')64'/’7/’
Olumoe e anlomok /Gin hozirlannug  0luyoruZ. Bu
”_SIC‘,U&Q" obumag claho dfg’le/":ﬁ/" plu or. “[abi ~elimeler

de  hafizarnzdo ‘7&0_/’@0"7

I prefer the method of isolated form-focused vocabulary instruction prior to reading
the text. In this way, we get ready for reading the text more fluently and understanding it better.
It also makes reading more enjoyable for us. Furthermore, it helps us retain the target L2 words

in our memory for a long time.

5. Would you like to share any other comment, suggestion, or criticism? [l1Yes [XINo
(If yes, please specify.)




Sample Student Questionnaire Form 2 (in Turkish)
Questionnaire with Student 14 from Group A

Degerli Ogrenciler,

Bu anket, sizlerin (a) yabanci dil egitiminde yeni kelimelerin metinler okunmadan 6nce dgretilmesi,
(b) okuma esnasinda metinlerle birlikte 6gretilmesi veya (c) herhangi bir 6gretim olmaksizin kelime
anlamlarinin dgrenciler tarafindan metinlerin baglamindan ¢ikarilmasi konusundaki diisiinceleri ve
tercihlerini ortaya ¢ikarmayi amac¢ edinmektedir. Ankete katilarak zaman ayirdigmiz ve ¢alismama
katk: sagladiginiz icin ¢ok tesekkiir ederim.

Mustafa SARIOGLU

1. Yabanci dil okuma derslerinde yeni kelimelerin metinler okunmadan 6nce 6gretilmesi ile ilgili
ne diistiniiyorsunuz? Liitfen agiklaymiz.

Yen kelimelers matne baslamocan Hre, yd’@el/er jordlrmj\q
ve Jre\o{ui ederek a\r\er\oﬁjim 16N doha akildd #olcr ol
/\jmm kelimeleri 8rnek cimlelerde de Ku/(aﬂcfﬁfmlj. 1N cbhp,
net hoérmv@jog,pcum

Medne baslomocon Snce d \rencjij}m iginde Mmetni bir

odHJnll fc,;"'ﬂde Hoviachm & mehiin taomini Zihninnde
Conlondira bildim .

2. Yabanci dil okuma derslerinde yeni kelimelerin okuma esnasinda metinlerle birlikte
Ogretilmesi ile ilgili ne diisliniiyorsunuz? Liitfen agiklayiniz.

Ketime\ens 5?‘%;%%&\, bir Jgnobn do, parafzj, oévo/du,e_
/5}/)mf&i§\m3.% #elinmelere jelmaf ole dump onlory ~ahmin
ewtmcqe qolléldorduk,yf%/cb Aolmast 1Gin e j&ﬁe//efden
dorarlon orduk . A U“)’}de” dolay Pargo ok AN,
anlam b Nﬁ‘ﬁﬁdr-d /bjbgHJk e "ok 2aman  harcacik. Bir
jor\cbn Mme+ni on!_ma:}o\ call ;-,Qj‘,m e bir dem do Aelime-
leri aklimdla WC’UO C«C'”(SVlﬁ'm IR didohm n?’//ch &j&yf’

den verim o'oLmodzjvm1 Nissetm .




3. Yabanci dil okuma derslerinde yeni kelimelerin anlamlarinin 6grenciler tarafindan metinlerden
cikarilmasi yoluyla 6grenilmesi ile ilgili ne diisiiniiyorsunuz? Liitfen agiklayiniz.

| Z))U J&T,em‘l t\lﬁulor{er\ birag 2oflandim ¢ ikl biden
IStenilen Aelimeler belli c‘HJ‘ Iy, bu Ué}zden bilmedﬁ;m 43m
Kelimeleri 4ahmain ederek bulmaaq calistm. Bunu opiriag
colsitken MeAnin bﬂﬂf\\\‘i’j&ﬂ Y Kc’}jw Mowe Mmedny tam
Q(\\OAGON\Od\HI_&h.W G ik Aolie; bIN 35'”9”“ O’au\gjunu
&é\‘)ﬂm&\jo(\um,

4 (a). Bu li¢ kelime 6grenme yonteminden hangisini tercih edersiniz?
[] Kelimelerin metinler okunmadan 6nce dgretilmesi

[ ] Kelimelerin okuma esnasinda metinlerle birlikte 6gretilmesi

[] Kelime anlamlarmin dgrenciler tarafindan metinlerden ¢ikarilmasi
4 (b). Neden? Liitfen agiklayiniz.

Neni #elimelert meini okumodon 4nce éﬁmnmej; ~Hercah

edenim. CAnk S o ) bitirip cli?fr)rf j@gmem bernnn doha
rjf ocklonmomi éOﬁ)UD{ Oikdortimi "/0/9/0:7//9/ hern felimeni
\jO}_\l'?lf\\—akuf\u(Suﬂu,hem de anlamin y bir setilde Sgrendim.
Daha sonra metni ckurden  Zhnimde anlardirabildim Ve
Mmetinde 35’4(’” O’Ojlm anlochm. &ﬁdlece kelimelers daho sonra

hatir lobbbi\{\()em iGN akhmaa Oir ablon  olustar s ol

5. Herhangi bir 6neri, dilek ve sikayetiniz var mi? [ ] Evet [] Hayir
(Varsa liitfen belirtiniz.)




Sample Student Questionnaire Form 2 (English Translation)

Questionnaire with Student 14 from Group A
Dear Students,
This questionnaire aims to explore your perceptions and preferences for (a) isolated form-focused vocabulary
instruction, (b) integrated form-focused vocabulary instruction, and (c) incidental vocabulary learning with no focus
on form in a reading course. | would be grateful if you could fill in the following questionnaire. | would like to thank
you, in advance, for your attention and contribution to my study.

Mustafa SARIOGLU

1. What do you think about isolated vocabulary instruction in a reading lesson?

Yen felimelers metne baslamocan Hre, jﬂfsel/er jordu"mj\c\
Ve 4(’\0{&3 ederek  darendigiomn 6N doha akildb 4o/ ololu
/\jrwo kelimeleri 8rnet cdmielerde de Ku/(ano(ﬁfm/(;l 1N b,
net  horHrlouab)l dim

v /\{//8—»\‘()6 ©aslomocbn Jnce dgrendiam igin de metni bir
] \ \
bd-lgnluk fc,@de Aoviachm @ m‘?ﬁZf‘n tamiarnini Zihnimde
Conlonairg bildim
Isolated form-focused vocabulary instruction provided me with a better retention of the new target words
in the reading text because | learned them with the help of the visual materials and | found opportunity to
pronounce them. | was also able to recall the meanings of these target words more clearly since we practised

them through the example sentences.
Since | learned the novel L2 words before | started reading the text, | could understand the whole text in

detail, and I was able to process the text organization better.

2. What do you think about integrated vocabulary instruction in a reading lesson?
Retime\ens %mnrrlen/ bir Jonobn do, parcay oéuljo/'dw,
Al meoli?j\m’,% Aelinmelere je;mc@ oe curup onlory Hahmin
eweqe Gall 513@( duk At dalmas 16N de ﬂ%e//erden
jorar oNyo ~duk Zf)u U&ﬁ den doay pargo cot OAINAA,
anlamn b *\“m‘ﬁg&rd? Kajbeﬁ«ik & Gok 2aman  harcacik. Bir
jaf\cbn metni anlomowe, ol sk j'm e bir \jondo( da Aelime:
v
leri aklimea ma e calist rj‘m IR dikkohm néz;n oy B jJﬂ
den vepim o'cz.f\nodzjfmv hissetim .

We were learning the target vocabulary items and reading the text simultaneously. We interrupted reading
and tried to guess the meanings of the target words within the scope of integrated FFI when we came across
unknown L2 words in the text. We benefited from some visual materials so that we could keep these words in our
memory. Therefore, integrated FFI interrupted our flow of reading many times, so we failed to understand the

text organization and we spent too much time. In addition, trying to understand the text and struggling to keep the
target words in my memory distracted my attention. For this reason, | felt that | could not benefit much from

integrated FFI.




3. What do you think about incidental vocabulary learning from context in a reading lesson?

By J&'Hem" ujﬁulor,ker\ 01Nt Zorlandim cdnkly biden
IStenilen Aelimeler belli desyldi, bu jl‘ﬁ-der\ b}lﬂf’d)ﬁi(\’\ A8 m
N

\‘ - ¥ L \ / 1
Ke imeles 40»\(\””\ ederek  bul fWOaQ Qo!!{_g—é N \j{,;ﬁ( ' 1(0)0{'(1(‘; Un
: N |

colisitken - : ~
coligifken metnin b&wn\&a&m‘) Koj/gejaw e Mmetn tam
a\ ~ R _—
S O’GON\OC{‘”(- Bt’fm\(Y\ L ghida Aglicy b™ jjn'l@rn :'DHujh”“"
Cl)ﬁé dnon \‘)\jO{\um .
| had difficulty with this method. Because the target L2 words were not clear, | tried to find
out the meanings of all the unknown words in the text. While | was trying to infer the meanings of
all the words from the context, | failed to understand the text organization and | could not

understand the text properly. I do not think that incidental learning yielded a good retention of the
target words.

4 (a). Which one do you prefer to learn new words in a reading course?
X Isolated Form-focused Vocabulary Instruction
] Integrated Form-focused Vocabulary Instruction
(] Incidental Learning from Context (No focus on form)
4 (b). Why?
NMen) Aelimelent metni okumodon Ance d’j?mnmej;' ~Hercih

edenin. CAnS bir sl bidir P d/“?ﬁmc-’ jf’cmem benrn doha

“\j{ odaklenmomm, 503)89( Diortimi "fo/j/"://,?, hermn &elimenn
iz -okunusunu, hem de anlamini iyi bic setllde dgrendim
Daha Sonra metni churden  zibnimde @nlordirabildim ve
etinde geaen O}ajlor 1 anlodim. 6{‘1(6’66 kelimeler’ doha sonra
hahrlo}fb'\mmw iGine akhmao bir soblon olustarms o leum

| prefer isolated form-focused vocabulary instruction before reading the texts. | can
concentrate better on what | do by completing one activity and moving on to the other. During the
treatments of isolated FFI, | was able to focus all my attention on vocabulary learning and
succeeded in learning all the target words more effectively by taking notice of not only their spelling
and pronunciation but also their meanings. Furthermore, | could easily retrieve all the target L2
words from my memory, and | was able to understand all the events and details in the reading text.
In this way, we established better semantic networks among the words in our mind, which helped us
recall the target vocabulary items with ease.

5. Would you like to share any other comment, suggestion, or criticism? [lYyes [XINo
(If yes, please specify.)




Appendix 17: A Sample Transcription of Student Interview (in Turkish)

Interview with Student 15 from Group B

Degerli Ogrenciler,

Bu gorlisme, sizlerin (a) yabanci dil egitiminde yeni kelimelerin metinler okunmadan Once
Ogretilmesi, (b) okuma esnasinda metinlerle birlikte 6gretilmesi veya (c) herhangi bir 6gretim
olmaksizin kelime anlamlarmm &grenciler tarafindan metinlerin baglamindan ¢ikarilmasi
konusundaki diisiinceleri ve tercihlerini ortaya ¢ikarmayi amag¢ edinmektedir. Goriismeye katilarak

zaman ayirdiginiz ve calismama katki sagladiginiz igin ¢ok tesekkiir ederim.
Mustafa SARIOGLU

1. Yabanci dil okuma derslerinde yeni kelimelerin metinler okunmadan dnce 6gretilmesi ile
ilgili ne diistiniiyorsunuz? Liitfen agiklaymiz.

Bu etkili bir metot, ciinkii once kelimeleri dgrendik ve ciimle icerisinde kullandik. Bu
sayede metni kolayca anlayabilme yetenegine sahip olduk. Daha sonra dagutniging
metinlerde kelimelerin anlamlarint bir kez daha pekistirdik. Bir hafta sonra bile kelimeleri
hatirlamaya calistigimda kolayca hatirladim. Kisacasi, bu etkili bir yontemdi.

2. Yabanci dil okuma derslerinde yeni kelimelerin okuma esnasinda metinlerle birlikte
Ogretilmesi ile ilgili ne diisiiniiyorsunuz? Liitfen a¢iklayiniz.

Bu biraz karisik oldu, bir taraftan kelimeleri ogrenmeye calismak bir taraftan metni
anlamak... Metni anlamak biraz daha geri planda kaldi. Yorucu oldu. Sorulari
cevaplamakta zorlandim.

3. Yabancit dil okuma derslerinde yeni kelimelerin anlamlarmin 6grenciler tarafindan
metinlerden ¢ikarilmasi yoluyla 6grenilmesi ile ilgili ne diigiiniiyorsunuz? Liitfen agiklayimiz.

Bu metotta metni kendimiz okuyor ve kelimeleri kendimiz ogrenmeye calistyoruz. Fakat bir
kelime ¢ok farkli anlamlara gelebildigi icin metinden anlamim ¢ikarmak zor oluyor. Bir de
hepimiz kendi basimiza takiddigimiz icin bir birlik olmuyor. Kimisi hizhh okuyor anliyor,
kimisi yavas okuyor anliyyor. Burada bir karisiklik oluyor ve bu metodun hic¢ bir etkisi
olmuyor.

4 (a). Bu ii¢ kelime 6grenme yonteminden hangisini tercih edersiniz?
X] Kelimelerin metinler okunmadan dnce 6gretilmesi

[ ] Kelimelerin okuma esnasinda metinlerle birlikte 6gretilmesi

[] Kelime anlamlarinin dgrenciler tarafindan metinlerden ¢ikarilmasi

4 (b). Neden? Liitfen aciklayiniz.

Kelimelerin metinler okunmadan once égretilmesi yontemini tercih ederdim. Ciinkii etkili
bir yontem.

5. Herhangi bir 6neri, dilek ve sikayetiniz var mi? [ ] Evet X Hayir
(Varsa liitfen belirtiniz.)




A Sample Transcription of Student Interview (English Translation)

Interview with Student 15 from Group B

Dear Students,

This interview aims to explore your perceptions and preferences for (a) isolated form-focused
vocabulary instruction, (b) integrated form-focused vocabulary instruction, and (c) incidental
vocabulary learning with no focus on form in a reading course. | would be grateful if you could fill
in the following questionnaire. | would like to thank you, in advance, for your attention and

contribution to my study.
Mustafa SARIOGLU

1. What do you think about isolated vocabulary instruction in a reading lesson?

Isolated FFI was an effective method. Initially, we learned the meanings of new L2 target words
separately before reading, and we were exposed to some example sentences that include these
words. With the help of isolated FFI, we gained the ability to comprehend the reading text more
easily. Then, we were able to practice these target vocabulary items again in the context of
reading. Hence, | could easily recall the meanings of the target words whenever | wanted, even
one week later. In brief, it was an efficient method.

2. What do you think about integrated vocabulary instruction in a reading lesson?

It was a bit complicated to both try to learn the new L2 words and attempt to understand the
reading text concurrently. For me, reading comprehension was of secondary importance
when compared to vocabulary learning. It was also tiring. 1 had difficulty in answering
comprehension questions.

3. What do you think about incidental vocabulary learning from context in a reading lesson?

In this method, we read the text individually and try the learn the meanings of target L2 words
on our own. However, it becomes very difficult to infer the meanings of those words properly
from the textual context since a word might have various different meanings. This method also
does not provide us with a harmonious vocabulary-learning atmosphere in the classroom
because each student tries to learn unknown L2 words in the text independently. Some students
read and understand the text fast whereas some others read and understand at a slow pace.
There occurs a confusion here and this method has no facilitative effect on learning.

4 (a). Which one do you prefer to learn new words in a reading course?
X Isolated Form-focused Vocabulary Instruction
[] Integrated Form-focused VVocabulary Instruction
[] Incidental Learning from Context (No focus on form)

4 (b). Why?

I would prefer receive isolated FFI because it is an effective method.

5. Would you like to share any other comment, suggestion, or criticism? [lYes [XINo
(If yes, please specify.)




Appendix 18: Samples for the Qualitative Data Analyses

Sample 1 for the Qualitative Data Analyses

Questionnaire with Student 3 from Group C

Dear Students,

This questionnaire aims to explore your perceptions and preferences for (a) isolated form-focused
vocabulary instruction, (b) integrated form-focused vocabulary instruction, and (c) incidental
vocabulary learning with no focus on form in a reading course. | would be grateful if you could fill
in the following questionnaire. | would like to thank you, in advance, for your attention and
contribution to my study.

Mustafa SARIOGLU

1. What do you think about isolated vocabulary instruction in a reading lesson?

Ee;lcé /ueni ~elimeler metinler okunmadan oree verilmels, _&/ setilde

N g
metni  daha ~olay  anlyoruz ve  okurken gksokliy Josamiyoru E. Daha
{/ﬁla) anladiginz  igin  metinden  sikidmiyor ve  sorular daha  i'stekl

Ce vaplyoru Z.
In my opinion, new L2 words should be taught in isolation before reading the texts.
With the help of this method, we can understand the text more easily and we can read it without

interruption. Thanks to the easier comprehension, we are not bored with reading and we answer

the (comprehension) questions more willingly.

Code in Turkish Code in English gfg; Sub-category Category Theme
. . reasonable,
kelimeler me':‘tlnler words should be taught ‘ appropriate, ‘ Learner ‘ Vocabulary
okunmadan 6nce in isolation before 1 . - -
; - - favourable, ideal, Attitude Learning
verilmeli reading favourite
. . easier -
metni daha kolay understar]dlng the text 2 ‘ comprehension of ‘ Reading ) Reading
anlama more easily the text Comprehension
21?:111?1': urken we read the text 1 ‘ reading without ‘ Reading ‘ Readin
without interruption interruption Fluency g
yasamiyoruz
metinden sikilmama | not bored with reading | 1 “ %glt?\?z;rion to read “ Pre-reading “ Reading
metinden sikilmama | not bored with reading =) leasurable =)/ Reader =)
. . . 2 reading Reaction Reading
daha istekli more willingly
we answer the - - -
sorular1 daha istekli (comprehension) better_/ more Reading .
- 1 effective . Reading
cevapliyoruz questions more comprehension Comprehension
willingly P




2. What do you think about integrated vocabulary instruction in a reading lesson?

Bu  dgretim  setiinin  bapo _ujgun Olduguny disinmiyorum.
' Eompre s | a4 163 1ENA O
v T - ‘ calisir Untedid cime  ile  ~orslosdigime
Gunku  cdmleyt anlamaya  Golsiceen  bilmedig i Selme TH—
‘ i " O A Kelimew aqitlgreen ben cunilenin bagin
Sgretmene  Soruyorum. = o *elimey Hewiell G5 el ;
. » Nolanisid ¢ ol maoi
medin  skier bir  hal  dlyor:  Dolaytstyla hem  okumalk

‘.//»Lﬁycrl_un ve

hem dJde isderniyorum.

,"546@90%‘/” sorularr cevw,ﬂomat

- I do not think integrated FFI is suitable for my learning style. While trying to
understand a sentence in the text, | interrupt reading to ask the teacher the meaning of an
unknown L2 word that | come across in that sentence. However, | usually forget the beginning
part of the sentence while the teacher is explaining the meaning of that unknown word. It is

getting more and more boring to read the text. Therefore, | do not want to read the text, nor am |

willing to answer comprehension questions after reading.

Code in Turkish Code in English ESS; Sub-category Category Theme
inappropriate,
bana uveun desil not suitable for my 1 unfavourable, ‘ Learner Vocabulary
ygun deg learning style not suitable for Attitude Learning
learning style
okumay: kesip interrupting reading to interrupted ‘
bilinmeyen kelimeyi ?{:ﬁ:}i;egggﬁr the 1 flow of Eﬁ‘ﬁ:gg Reading
Ogretmene sorma unknown word reading
forgetting the
ogretmen kelimeyi beginning part of the ::e;r?centrate d - Reader
agiklarken ctimlenin | sentence while the 1 readin Reaction Reading
basini unutma teacher is explaining -ading,
distracting
the word
forgetting the
ogretmen kelimeyi beginning part of the limited ‘ Readin
agiklarken ciimlenin | sentence while the 1 comorehension Com rghension Reading
basini unutma teacher is explaining P P
the word
. . It is getting more and
Zﬁgg sikict bir hal more boring to read ‘
the text. unpleasant Reader
okumak istememe unwilling to read 3 reading, Reaction Reading
sorulart cevaplamak unwilling to answer feeling bored
istememe p (comprehension)
questions
slund Slmene_]_ i s ot o vt e
sorular1 cevaplamak gloa 2 to read, not Pre-reading Reading
- (comprehension) o
istememe - willing to read
questions




3. What do you think about incidental vocabulary learning from context in a reading lesson?

_QVC,/,',,-,C,/@—/@ -{qr; ,/Mimda onlorin anlamiarindg baep metnin
_gidisatina . ggre  uygun  olanni  ~ullamp  onlayano  ~fodor
ok vaki ~oybedigorum %}gwm bir  Zapon sonra  Me4in
sieiel  bir ol aliprr

I do not think that this method is suitable for my learning style. Looking up into
dictionary interrupts my flow of reading, and | waste a lot of time trying to find out the meanings

of unknown words and trying to understand the text. After a while, reading the text is getting

more and more boring.

Code in Turkish Code in English g?ed; Sub-category Category Theme
inappropriate,
yontemi kendime | not suitable for my 1 ‘ unfavourable,  not ‘ Learner ‘ Vocabulary
uygun gérmeme learning style suitable for learning Attitude Learning
style
bilmedigim Looking up into
kelimelerle dictionary 1 ‘ interrupted flow of ‘ Reading ‘ Readin
karsilagtigimda onlarin | interrupts my flow reading Fluency Y
anlamlaria bakma of reading.
. - wasting a lot of -
kelimelerin time trying to find ‘ tgklng too ”?“Ch ‘ . ‘ Vocabulary
anlamlarma bakarken . 1 time (time- Quality -
. out the meanings . Learning
... cok vakit kaybetme consuming)
of unknown words
. . difficulty in .
metni anlayana kadar | .. trying to |, - understanding  the - Reading Reading
.. understand the text text Comprehension
. . reading text is
metnin sikict bir hal getting more and | 1 ‘ unpleasant reading ‘ Reade_r ‘ Reading
almasi ... Reaction

more boring ...




4 (a). Which one do you prefer to learn new words in a reading course?
X Isolated Form-focused Vocabulary Instruction
] Integrated Form-focused Vocabulary Instruction
[] Incidental Learning from Context (No focus on form)

4 (b). Why?
Me+ni oXumadan s dnce _yen ~felimelerin »_’_@ff»‘%u‘mcxz;f
yontenin, tercih  ederim. C nku bu  soyede med4ni
CEUmaE e onlomok /Gin hozilorns — oluyoruZ. Bu
Sayede okumag claho Apgg/e/*:'ﬁ/f oluyor “Jobii  ~felimeler
de ha f/za/n/gdcy a;éeyﬁgo,—-

I prefer the method of isolated form-focused vocabulary instruction prior to reading
the text. In this way, we get ready for reading the text more fluently and understanding it better.
It also makes reading more enjoyable for us. Furthermore, it helps us retain the target L2 words

in our memory for a long time.

. . . . Cod
Code in Turkish Code in English F:e: Sub-category Category Theme
. . A reasonable,
metpl olfumadfm once preferring |so|at'ed ‘ appropriate, ‘ Learner ‘ Vocabulary
yeni kelimelerin FFI before reading | 1 . ) .
e .. . favourable, ideal, Attitude Learning
Ogretilmesini tercih etme | the text .
favourite
making us -
metne hazirlanmis olma ?:)ttready for the 1 - lexically ready for - Pre-reading Reading
the text
more fluent .
. L h ‘ . ‘ R ‘ .
metni daha iyi okumak read the text more 1 reading, a good eading Reading
fluently . Fluency
flow of reading
understand the text ‘ better / more ‘ Readin
metni daha iyi anlamak 1 effective g . Reading
better . Comprehension
comprehension
metni okumak daha making reading pleasurable Reader .
eglenceli more enjoyable . - reading - Reaction - Reading
kelimelerin hafizada retamlr_1g the target - better / longer - . - Vocabulary
words in memory 1 . Quality .
kalmasi . retention Learning
for a long time
5. Would you like to share any other comment, suggestion, or criticism? [ ] Yes  [X] No

(If yes, please specify.)




Sample 2 for the Qualitative Data Analyses

Questionnaire with Student 14 from Group A
Dear Students,
This questionnaire aims to explore your perceptions and preferences for (a) isolated form-focused vocabulary
instruction, (b) integrated form-focused vocabulary instruction, and (c) incidental vocabulary learning with no focus
on form in a reading course. | would be grateful if you could fill in the following questionnaire. | would like to thank
you, in advance, for your attention and contribution to my study.

Mustafa SARIOGLU

1. What do you think about isolated vocabulary instruction in a reading lesson?
Yen felimelers metne baslomocon Hre, qdfgcl er qore dimu ‘\C\

Ve "("‘(\f&uﬁ_ ederek 42 r\cr\d!f‘/t(f‘ 16N dohog rw/ah o/l J/J//

/\jm(o kelimeleri 8rnek cdmlelerde de 4yl andi?v/r/,; 1N b,
net ‘/\Cr’"!r'o\;“‘):“?ré;i ()

” Medne bn,,[oﬁbrbr\ 8nece Asren
b ! vﬂ"' an(?'(’J‘j HKovrachm
Co ra bildim

‘/\]/Ir‘r“ /'G/vﬂ c/@ /l')GJ-r“u b}f
ve Metnin toMarming Zihnimde

\r'r\“

Isolated form-focused vocabulary instruction provided me with a better retention of the new target words
in the reading text because | learned them with the help of the visual materials and | found opportunity to
pronounce them. | was also able to recall the meanings of these target words more clearly since we practised
them through the example sentences.

Since | learned the novel L2 words before | started reading the text, | could understand the whole text in
detail, and I was able to process the text organization better.

Code in Turkish Code in English IC::?S(; Sub-category Category Theme
yeni kelimeleri ... | learning the new learning all the Vocabulary Vocabulary
Ogrenme words 2 # target words # Size & Depth ‘ Learning
yeni kelimeleri . chance of learning
gorseller learning h he new ‘ words through ‘ Learning - Vocabulary
words with the helpof | 1 - - .
yardimryla - - various techniques Context Learning
Ogrenme visual materials such as visuals
kelimeleri telaffuz | opportunity to 1 deeper knowledge of Vocabulary Vocabulary
ederek grenme pronounce the words - each target word - Size & Depth ‘ Learning
Lo providing with a better
yeni kelimeler ... | oo E L o 1 ‘ better / longer ‘ Quality - Vocabulary
daha akilda kalic retention Learning
target words
) . . superior
kelimeleri 6rnek practised the words ‘ exemplification of the ‘ _ ‘ Vocabulary
ciimlelerde through the example 1 concept of the words Quality Learnin
kullanma sentences (through sample g
sentences)
recalling the meanings - - Vocabulary
daha net hatirlama | S0 E T clearly 1 ‘ better / easier recall ‘ Quality ‘ Learning
Since | learned the ... making us lexically
I.Reme b,a S lar_ne_ldan words before | started 1 - well-prepared for the - Pre-reading ‘ Reading
ogrendigim i¢in ... .
reading the text ... text
metni bir biitiinliik | understanding the 1 ‘ le)?fté(:;;ic;nore ‘ Reading Readin
icinde kavrama whole text in detail comprehension Comprehension 9
metnin tamamini : better processing of .
zihinde processing the text 1 ‘ text organization ‘ Reading . Reading
organization better Comprehension
canlandirma (coherence)




2. What do you think about integrated vocabulary instruction in a reading lesson?

Ketinne\ent &ﬁmm‘r}.en,b»‘ﬂ ch\obﬂ do, ?Darfd?j; okbyo/dw%

6/)"“601@““33 Aelimnelere jen‘nc@ oe curup onlory Jahmin

€+meqe call (Slno(‘duk‘ Ak Aolmas 16N e ﬂ%e//erden

orar

onorduk . A t:)\‘);c{@r\. dol

aj| parGo Gok O4lhndd,

anlam b M‘m\n‘igdr.,‘: /bjbev'#-ik e "ok 2aman  harcock. Bir

jomen Mme+ni anlomouwe, Qa//éﬁjlrh e bir Vi don do AEime-
J
leri aklimdla WO‘*‘IO’ calistiam ain diAbolm b ldi @UJL’M'
| v J J
den verim alom c»hjrrm Nissetim .

We were learning the target vocabulary items and reading the text simultaneously. We interrupted reading and
tried to guess the meanings of the target words within the scope of integrated FFI when we came across unknown L2
words in the text. We benefited from some visual materials so that we could keep these words in our memory.
Therefore, integrated FFI interrupted our flow of reading many times, so we failed to understand the text organization
and we spent too much time. In addition, trying to understand the text and struggling to keep the target words in my
memory distracted my attention. For this reason, | felt that I could not benefit much from integrated FFI.

Code in Turkish Code in English gfg; Sub-category Category Theme
kelime dgrenirken bir learning vocabulary

yandan da pargay1 and reading the text ‘ ‘ ‘

okuma ... simultaneously difficult to focus .

- - - R Learning Vocabulary
bir yandan metni trying to understand 2 on two activities context Learnin
anlamaya bir yandan the text and struggling atatime g
da kelimeleri aklimda to keep the target
tutmaya c¢alisma words in mind
bilmedigimiz interrupting reading ...
kelimelere gelince de when we come across - interrunted flow - Readin -
durup ... the unknown L2 words | 2 P g Reading

- - of reading Fluency
parganin ¢ok interruption of the
bolinmesi flow of reading

. . opportunity to .
gorsellerden benefit from some 1 ‘ use visual - Learning ‘ Vocabulary
yararlanma visual materials techniques context Learning

e s - lack of .
anlam biitiinliigiinii failing to understand 1 ‘ understanding ‘ Reading Reading
kaybetme the text organization fext organization Comprehension
spending too much slower reading, Reading .
gok zaman harcama time ! ‘ time consuming - Fluency ‘ Reading
bir yandan metni trying to understand -
anlamaya bir yandan the text and struggling ‘ less Iattelr(ntlfo n ‘ . ‘ |
da kelimeleri aklimda to keep the target 1 and lac o Learning Vocal?u ary
D - concentration on context Learning

tutmaya ¢aligtigim i¢in | words in my memory taraet words
dikkatim dagild: distracted my attention 9
dikkatimi dagutt1 distracted my attention | 1 “ distracting ‘- kﬁg;ﬂg; “ ?_/;Cr"::ﬁlgary

T - ineffective . Vocabulary
verimli degil not beneficial 1 “ learning ‘- Quality “ Learning
verim alamadigimi | felt that I could not ‘ unpleasant ‘ Learner ‘ Vocabulary
hissettim benefit much from it L ‘ learning Attitude Learning




3. What do you think about incidental vocabulary learning from context in a reading lesson?

6U J&'ﬂe(ﬂ\ Lﬁﬁulor{’ en biras

2o landim ¢ drv ! bﬁ S5

Stenilen kelimeler belli degilel, bu qeden bilmedigim A3m
\ ‘ J

kﬁ\\mc\em —J,'OY\(Y\\(\ eder 4

&5 -

6{ bu‘ [YlClaQ Go h(:*" 1M :‘)1 N\ g\ihf/‘ A Un
Menin L343 ISGAND Kﬁjbe-Hﬂ e medn, tam
\ s > i . * ~

Gﬂ O)GO(V\O\:&W( : &?"\‘ NN IC.“'\\ GQJHO\ kﬂ”(‘ ‘ b)"(\ j\gf}‘p m O 'a uj\,l LA
cméx‘jf\(\(\{)xjo(\u(n

colsitken

I had difficulty with this method. Because the target L2 words were not clear, | tried to
find out the meanings of all the unknown words in the text. While | was trying to infer the
meanings of all the words from the context, | failed to understand the text organization and |
could not understand the text properly. | do not think that incidental learning yielded a good

retention of the target words.

Code in Turkish Code in English Ic::l?;jc? Sub-category Category Theme
bu yontemde I had difficulty . Learner Vocabulary
zorlandim with this method | - “ unpleasant learning “ Attitude “ Learning
difficulty /
bu yontemde I had difficulty 1 ‘ impossibility of ‘ Qualit ‘ Vocabulary
zorlandim with this method inferring meanings y Learning
from context

. e target L2 words obscurity of target Learning Vocabulary
kelimeler bell degildi were not clear ! “ words ‘ Context ‘ Learning
bilmedigim tim providing with a
kelimeleri tahmin better retention of 1 ‘ better / longer ‘ Qualit ‘ Vocabulary
ederek bulmaya the new target retention y Learning
galisma words

e failing to lack of .
rlgifi)l:tlrszmnh%unu understand the 1 - understanding the - EZ?I:Shension - Reading
text organization text organization P
. not understanding limited Reading .
metni tam anlamama the text properly ! ‘- comprehension ‘- Comprehension - Reading
akilda kalici degil not yielding a 1 ‘ almost no retention ‘ Qualit - Vocabulary
g good retention y Learning




4 (a). Which one do you prefer to learn new words in a reading course?
X Isolated Form-focused Vocabulary Instruction
] Integrated Form-focused Vocabulary Instruction
[] Incidental Learning from Context (No focus on form)

4 (b). Why?

Neni Aelimelent metni ckumodon Hdnce o”jf@nm@J, ~ercih
edenim. CAnxd or jsli bitir o) d{?f/’;ti’é’ j@f,m@m benim doha
e A s : :
‘J’ odoklonmomy \ﬁj)"«h( Dikdortimi Toplyip, hern &elimenin
\ : U \} /
joﬁ‘}'?m‘ -oRkuNusuNu, hem de anlamin iy bir setilde 9’\‘91@“&4(T

Oaha sonra metni churden  zhnimde @nlordirabildinm ve

Mmedinde gecen O’Gij./on anlochm. 63'3(6(6 kelimeler’ doha sonra
hQ‘(‘lf‘lQl&jbl"{"ﬂf’((» iGire akhmab Oir Sablon olustarms o leum

I prefer isolated form-focused vocabulary instruction before reading the texts. I can

concentrate better on what | do by completing one activity and moving on to the other. During

the treatments of isolated FFI, | was able to focus all my attention on vocabulary learning and

succeeded in learning all the target words more effectively by taking notice of not only their

spelling and pronunciation but also their meanings. Furthermore, | could easily retrieve all the

target L2 words from my memory, and | was able to understand all the events and details in the

reading text. In this way, we established better semantic networks among the words in our

mind, which helped us recall the target vocabulary items with ease.

. . . . Code
Code in Turkish Code in English Freq Sub-category Category Theme
yeni kelimeleri - reasonable,
. preferring isolated .
metni okumadan - appropriate, Learner Vocabulary
P, . FFF before reading 1 . ) .
once 6grenmeyi favourable, ideal, Attitude Learning
. the text .
tercih etme favourite
s completing one . - .
bir isi bitirip . p g . doing one activity at Learning Vocabulary
. activity and moving 1 . ;i
digerine gegme atime Context Learning
on to the other
. . more concentrated Reader .
daha iyi odaklanma concentrating better 1 . . Reading
reading Reaction
iyi i attention grabbing,
daha iyi odaklanma concentrating better _ g g ) Vocabulary
dikieatin topl focusi - 2 direct focus on Quality Learnin
ikkatini toplama ocusing attention words 9
. learning all target
. . learning the target Vocabulary Vocabulary
kelimeleri 6grenme 1 words / more target . .
words . Size & Depth Learning
words in number




hem kelimenin learning not only I I I
yazilig ve spelling and deeper knowledge of Vocabulary Vocabulary
okunugunu hem de pronunciation but each target word Size & Depth Learning
anlamini 6grenme also the meanings

learning the target ‘ best/ most ‘ -
kelimeleri iyi bir words r?mre g successful method, Qualit Vocabulary
sekilde 6grenme effectivel most effective / y Learning

y beneficial learning
metni okurken easily retrieve all the ' ' '
kelimeleri zihinde target words from
. . Vocabulary

canlandirma memory better / easier recall Quality Learnin
kelimeleri daha recalling the target g
sonra hatirlama words later
metni okurken easily retrieve all the ' more effective ' ' Vocabular
kelimeleri zihinde target words from repetition, revision Quality Learnin y
canlandirma memory and practice g

understand all the better / more

tind tii L ‘ . ‘ Readin ‘ .

metnde geeen twm events and details in effective g . Reading
olaylari anlama . Comprehension

the text comprehension

i easier / more
. establls'hmg better ‘ efficient ‘ ‘
aklinda bir sablon semantic networks - . Vocabulary
. memorization, Quality .

olusturma among the words in stronaer semantic Learning

our mind netwgrk

5. Would you like to share any other comment, suggestion, or criticism?

(If yes, please specify.)

[ ] Yes

X] No






