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Abstract

The present study aimed to examine and compare the impact of teaching
economic terms through etymological elaboration with three more
conventional methods of vocabulary instruction in ESP courses in Iran, that
is, teaching through contextual definitions, L1 translation, and implicit
instruction on the learners' general comprehension of economic texts and
their understanding of author's opinion. As for general comprehension, the
performance of students on the reading comprehension test was not affected
by vocabulary instruction method in the four groups. In other words, it
seemed that there was no causal relationship between the vocabulary
instruction method and general reading comprehension. Regarding author's
opinion, the results showed a superiority of etymological elaboration over
contextual definition, translation, and implicit instruction.
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Introduction

Vocabulary knowledge has been considered as of the most central
factors in learning a foreign or second language to the extent that
some experts claim that [lkarning a second or foreign language largely
means learning its vocabularyl }(Gass, 1999, p. 325). Several studies
have shown that vocabulary knowledge can determine learners'
success with respect to different language skills (e.g. Saville-Troike,
1984; Dakun, 2000; Nation and Meara, 2002; Laufer and Goldstein,
2004). One such aspect is in comprehending language in which the
vital role of vocabulary is quite evident since according to some
scholars "no text comprehension is possible, either in onel lmative
language or in a foreign language, without understanding the text[ls
key words" (Laufer, 1997, p.20). Regarding the role of vocabulary
knowledge in reading comprehension, Anderson and Freebody (1981),
Laufer and Sim (1985), Daneman (1991), Bossers (1992), Schoonen,
Hulstijn, and Bossers (1998), Alderson (2000), Nation (2001),
Verhoeven (2000), Qian (2002), Droop and Verhoeven (2003),
Nassaji (2003), and Tannenbaum, Torgesen and Wagner (2006)
maintain that vocabulary is the most determinant predictor of reading
comprehension. Also, Beck, Perfetti, and MaKeown (1982), Nagy
(1988), and Lesaux, Kieffer, Faller, and Keller (2010), believe in a
causal view proposing that improved vocabulary promotes reading
comprehension.

Based on applied linguistic research findings, Hiebert and Kamil
(2005) maintain that vocabulary can play a significant role both in
reading comprehension and studentsJoverall academic success. Of
course, it is quite evident that to achieve both academic success and
the ability to read specialized texts in his/her own filed of a study, a
language learner needs not only to have a good command of general
vocabulary, but also a repertoire of specific words related to his/her
major, known as technical or semi-technical words. In relation to the
importance of learners' knowledge of technical words specific to
different field of study, Nation and Kyongho (1995) maintain that
after learning about 2000 general service vocabulary items, providing
learners of English for special purposes with special purposes
vocabulary items, can be very helpful.
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Based on the existing research, among different specialized fields of
study, the language of economics is said to abound in such metaphors
that merit special attention since they reflect the scientific domains
which economics has borrowed from in order to structure itself
(Henderson, 1982, 1994; Jeffreys, 1982; McCloskey, 1985; Mata and
Lemercier, 2011; Resche, 2012). Therefore, it seems that teaching
technical terms through strategies focusing on the origin of these
borrowed words can be helpful. One such a strategy is etymological
elaboration (Boers 2000), that is, "explicit reference to the literal
sense or origin of the metaphors” (p.145) and grouping these
figurative expressions according to their source domains.

The question that arises here is whether metaphor awareness-
raising on the part of language learners' awareness can be helpful in
reading specialized texts. According to Sznajder (2010), in ESP
courses, teaching metaphorically oriented technical and semi-technical
terms is generally considered as potentially problematic. This in turn,
makes reading specialized texts difficult for second language learners
whose native language is not English. In other words, although many
scholars theoretically acknowledge the place of conceptual metaphors
in learning specialized vocabulary in economic texts and in facilitating
the comprehension of such texts, with the exception for Boers (2000),
to the best of our knowledge, there are no empirical studies to put
these principles into practice in real ESP classrooms.

For this purpose, teaching economic terms through etymological
elaboration was compared to more conventional methods of
vocabulary instruction in ESP courses in Iran, that is, teaching through
contextual definitions, L1 translation, and implicit instruction.

Literature Review

The introduction of the cognitive linguistic insights into second
language acquisition for vocabulary teaching has attracted a lot of
attention in applied linguistics (Danesi, 1986, 1993; Low, 1988;
MacLennan 1994, Scott, 1994; Deignan, Gabrys, & Solska, 1997;
Boers, 2000a, 2000b, 2001, 2013; Csabi, 2004; Picken, 2005; 2007;
Boers & Lindstromberg, 2006, 2008b, 2012; Guo, 2007).

In order to show the justification for the adoption of a cognitive
linguistic approach to language teaching, Boers and Linstrombrerg
(2008), refer to one eminent feature of cognitive linguistics, that is, the
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concept of 'motivation’. Contrary to other paradigms that assume that
language is basically arbitrary, Cognitive Linguistics propose that
"motivation in language is both primary and pervasive" (Boers &
Lindstromberg, 2008, p. 17). According to this view, the meanings of
linguistic forms are believed to be motivated by people's physical,
social and cultural experiences.

In the same way, Boers et al. (2004), argue that according to
cognitive semantics, many figurative expressions can be attributed to a
relatively small number of more concrete [lsowe domainsldn order to
help us understand some more abstract [ltmet domains[lthrough
Ulanceptual metaphorsi;] in other words these expressions are
'motivated’. The idea of 'motivation’ in this sense, may help language
learners positively in some ways. For instance, according to Boers &
Lindstromberg (2008), presenting elements of a second/foreign
language as motivated can help learners gain a deeper understanding
of these elements due to the fact that encouraging learners to notice
motivation retains highlighting connotations and activation of
semantic networks. For instance, motivating the meaning of 'prune' in
‘pruning the company’ by revealing its original context of use (i.e. to
cut off some of the branches of a tree to make it grow or look better)
that is a linguistic realization of the conceptual metaphor
ECONOMICS IS GARDENING, may help a learner better understand
the meaning of the word in an economic context (i.e. to reduce
something by removing unwanted material). Also, it is helpful since it
seems to foster learning as it involves processing information at a
relatively [deepl]level, which according to [ékels-of-processing[]
theory (Cermak & Craik, 1979) increases the likelihood of the
information being retained in memory. One type of deep level
processing is exemplified by dual coding. Dual coding is likely to take
place in the above example, if the learner is encouraged to associate
the

Moreover, Boers (2000b) points out that due to the fact that an
author can use different figurative expressions to describe a specific
economic reality, an author's choice of figurative expressions may
reflect the author's conception of that reality and his/her viewpoint
about the issues of concern. This helps us conclude that if students
understand value judgments and inferences that are associated with an
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expression, they may recognize the author's point of view in a more
effective way. As a result, enhancing metaphoric awareness on the
part of learners which may be accomplished by making students aware
of the source domain or origin of the figurative expression can be a
very helpful tool for critical in-depth reading.

The present study aimed to investigate and compare the impact of
teaching economic terms through etymological elaboration with three
more conventional methods of vocabulary instruction in ESP courses
in Iran, that is, teaching through contextual definitions, L1 translation,
and implicit instruction on the learners' general comprehension of
economic texts and their understanding of author's opinion.

The following two research questions were investigated:

1. To what extent does the vocabulary instruction method affect
learners' general comprehension of economic texts?

2. To what extent does the vocabulary instruction method affect
learners' understanding the author's opinion?

Methodology

Participants

Seventy- five students of Economics participated in the main study.
All were sophomores enrolled in English for the Students of
Economics as a required course for their major in the University of
Isfahan, Isfahan, Iran. All the participants were native speakers of
Persian aged 19-21. Since the ESP classes schedule could not be
disrupted nor classes reorganized to accommodate the present research
project, the participants could not be randomly assigned to treatment
groups. As a result, there was no choice but to use intact groups of
students as participants. However, in order to increase the internal
validity of the research, the four intact groups were randomly assigned
to the four treatment conditions: etymological elaboration (teaching
economic terms through source domains), Contextual Definitions
(providing L2 definitions/synonyms), translation (presenting L1
equivalents), and Implicit Instruction (No focus on vocabulary items).
Table 1 shows the participants' characteristics in terms of sex and the
teaching condition for the main study.
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Table 1- Frequencies for Method and Gender Method of Instruction
Gender

Frequency Percent Frequency  Percent
Etymological Elaboration 17 22.7% Male 46 61.3%
Contextual Definition 20 26.7% Female 29 38.7%
Translation 19 25.3%
Implicit Instruction 19 25.3%
Total 75 100.0% 75 100.0%

As the data for gender in Table 1 reveals, the male students
accounted for 61.3% of the participants while the female students for
38.7 %.The higher percentage for male participants in comparison to
female ones could be attributed to the fact that there are more male
students than female students in Economics Faculty as a whole.

Materials

Task Materials

For the first group, known as the Etymological Elaboration Group, the
accompanying glossary defined economic terms through etymological
elaboration. The texts for the second group, named the Contextual
Definition Group, were presented along with a glossary containing
definitions or synonyms for the given words in English as they were
used in economic contexts. As for the third group, referred to as the
Translation Group, the economic terms were translated into the
students' L1, i.e. Persian, in a glossary provided to them along with
the texts. Finally in relation to the last group, known as the Implicit
Instruction Group, there was no focus on the intended words but rather
the learners were required to complete simple reading comprehension
tasks.

Research Instruments

Two different research instruments were deployed in this study. A
100-item vocabulary checklist was used to make sure that the
participants were not familiar with the economic terms that were
going to be taught. The participants were asked to identify the words
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they were familiar with. Hence, a list including 72 economic terms
with which 80 % of the learners were not familiar was developed.

Secondly, a 30-item reading comprehension test was used in the
present investigation as a both the pre-test and the post-test (2). It
included five texts followed by comprehension questions that were the
same for all groups. Three texts out of the five were selected from
among the ten passages that were worked on in the teaching phase.
The format for the questions was taken from Boers (2000b) based on
which the participants were asked whether they agreed that the
sentences are in-line with the contents of the reading passages. For
every question they were required to tick YES / NO or DON'T
KNOW. Twenty- two items in the test were meant to measure the
participants' general comprehension, and the other eight questions
were designed to check for the learners' understanding of the author's
point of view. All questions on the test were reviewed by five expert
judges. The reliability of the test was calculated .81 through
Cronbach's alpha.

Procedures

The experiment took place in the natural classroom setting, within
regularly scheduled classes and was run by researcher .The
participants, except for the Implicit Instruction Group, were aware that
they were taking part in a study and that they were going to take a test
following the instruction period.

In the first instruction session for the participants in the first group,
known as Etymological Elaboration Group (EEG), the instructor, who
was the researcher herself, introduced the structure of conceptual
metaphors and described the source and target domains through
different examples. For instance, in the conceptual metaphor
ARGUMENT IS WAR, 'war" is the source domain through which we
can understand the meaning of ‘argument' that is the target domain.
The italic words in the following sentences are the linguistic
realizations of this metaphor:

1) Your claims are indefensible.

2) He attacked every weak point in my argument.

3) His criticisms were right on target. (Kovecses, 2010; p. 6)
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In addition, it she explained that the economic terms would be taught
based on the source domains they are derived from such as
ECONOMY IS HUMAN BEINGS, ECONOMY IS A MACHINE,
ECONOMY IS AN ANIMAL, etc. Then, the instructor began reading
the first text. Whenever she reached an underlined word, she stopped
and gave a literal definition of the word orally. The learners were
asked to guess what the source domain of each word was and match
each word with the given source domains. They were encouraged to
apply imagery in processing the words and to make extensions from
the literal meanings to the figurative meanings of the words in an
economic context (Boers, 2000a).

For the second group, named the Contextual Definition Group
(CDG), there was no reference to the idea of Conceptual Metaphors.
The same economic terms were taught in this group but here based on
the meaning of the terms in the given context and not based on the
literal meaning. The texts were followed by some tasks in which the
students were required to do focusing on L2 definitions of the words
including: Match the definitions with the given words, and Fill in the
blanks with the given words (1).

As for the third group, known as the Translation Group (TG), the
same texts with L1 glossaries were used. The texts were followed by
translation and fill-in-the-blanks tasks (1).

In the fourth group, referred to as Implicit Group (IMG), the main
focus was on reading comprehension and there was no conscious-
raising activity by the teacher to direct the attention of the students to
the unknown vocabulary. The students were asked to guess the
meaning of the words from the context or skip the words if they did
not understand the words. Having completed reading the texts, they
were required to answer some reading comprehension questions
including True or False, Choose the best answer, and Answer the
following questions (1).

It is worth mentioning that the time allocated to tasks and activities
in all groups were the same. The length of instruction was 8 weeks,
each week one session, and each session 45 minutes. The last session
was devoted to the test administration.
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Results

The main purpose of this study was to see whether Conceptual
Metaphor Theory, and its representative method in this study, i.e.,
etymological elaboration have anything to say about their effect on
reading comprehension or not. Of course, it should be reminded that
the only study concerned with this question is Boers (2000b) in which
he stated that the method had some effect on realizing authors'
opinions, attitudes, and biases, but not so much on general
comprehension. Therefore, the investigation has to do with two
aspects: the effect of different methods of vocabulary instruction on
learners’ general comprehension, and on their understanding of
authors' viewpoint.

Table 2 shows the frequency of scores on the reading
comprehension test. The table shows that the highest mean score
belongs to contextual definition (17.40) and the lowest mean score is
for etymological elaboration (14.76).

Table 2- Descriptive Statistics for Reading Comprehension Scores

Std.

Method Mean N Deviation Minimum Maximum
Etymological Elaboration 14.76 17 5.52867 5.00 25.00
Contextual Definition 17.40 20 6.13360 3.00 28.00
Translation 15.42 19 5.06969 9.00 27.00
Implicit 17.10 19 5.76286 8.00 27.00
Total 16.22 75 5.64148 3.00 28.00

A one-way analysis of variance (ANOVA) was utilized in order to
find out whether there was a significant difference between means for
different groups. As Table 3 illustrates, analysis of variance showed
no statistically significant difference at the p < .05 level in reading
comprehension scores for the the four groups: F(3,71) = .950, p = .421
>.05.
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Table 3- Results of One-way ANOVA for Reading Comprehension

Scores

Sum of Squares df Mean Square F Sig.
Between Groups 90.867 3 30.289 .950 421
Within Groups 2264.280 71 31.891
Total 2355.147 74

Post-hoc comparisons using the Scheffe test revealed that although
the mean score for contextual definition (M = 17.40, SD = 6.13) was
on the surface higher than that of etymological elaboration (M =
14.76, SD= 5.52), the test showed no statistically significant
difference between the two groups. A look at Table 4 shows that there
was no difference between the four methods in terms of their effect on
reading comprehension scores.

Table 4- Results of Scheffe Test for Reading Comprehension Scores

Mean Difference

95% Confidence Interval

(1) Method (J) Method | Std. Error  Sig.
(-9 Lower Bound Upper Bound
Contextual 263529 186293 575 -7.9702 2.6996
i Definition
Etymological
Elaboration Translation -.65635 1.88532 .989 -6.0554 47427
Implicit -2.34056 1.88532 .674 -7.7396 3.0585
Etymological 263520 186293 .575 -2.6996 7.9702
Elaboration
Contextual
Definition Translation 1.97895 1.80916 .754 -3.2020 7.1599
Implicit 29474 1.80916 .999 -4.8862 5.4757
Etymological 65635 188532 .989 47427 6.0554
Elaboration
Translation  Contextual 197895 180916 .754 -7.1599 3.2020
Definition
Implicit -1.68421 1.83221 .838 -6.9311 3.5627
Etymological 234056  1.88532 .674 -3.0585 7.7396
Elaboration
Implicit Contextual 29474 180916 .999 -5.4757 4.8862
Definition
Translation 1.68421 1.83221 .838 -3.5627 6.9311
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As it was mentioned above, another purpose was to see if there
was any significant difference between etymological elaboration and
other methods in terms of their effect on realizing authors' opinion. To
do so, learners' scores on the eight questions concerned with authors'
opinion were analyzed statistically. Table 5 shows the descriptive
statistics for the scores on these questions.

Table 5 - Descriptive Statistics for Questions on Authors' Opinion

N Mean Std. Deviation Std. Error Minimum Maximum

Etymological

\ 17 594 124853 30281  3.00 8.00
Elaboration

Contextual 20 3.80 206729 46226  1.00 8.00
Definition

Translation 19 500 1.04365 44500  1.00 8.00
Implicit 19 6.89 110024 25241 500 8.00
Total 75 53733 200522 23154 1.00 8.00

The data in Table 5 demonstrates the highest mean score belongs
to the Implicit Instruction Group (M=6.89) and the lowest mean score
for the Contextual Definition Group (M=3.80). It is also clear that the
scores range from 3 to 8 for Etymological Elaboration, 1 to 8 for
Contextual Definition, 1 to 8 for Translation, and 5 to 8 for Implicit
Instruction.

In order to examine the effect of method of vocabulary instruction
on the participants' ability to realize the author's opinion, a one-way
analysis of variance (ANOVA) was conducted. The descriptive
statistics and the results of the one-way ANOVA are presented in
Table 6 and 7, respectively.



54 Journal of English Language Teaching and Learning. No.18/ Fall & Winter 2016

Table 6- Descriptive Statistics for Author's Opinion

N Mean Std. Deviation Std Minimum Maximum
Error
Etymological
; 17 6.64 1.36662 .33145 3.00 8.00
Elaboration
Contextual 20 485 181442 40572  2.00 8.00
Definition
Translation 19 4,94 1.50826 .34602 2.00 8.00
Implicit 19 5.36 1.92095 .44070 2.00 8.00
Total 75 5.41 1.78654 .20629 2.00 8.00

Table 7- The Results of One-way ANOVA for Author's Opinion

Sum of Squares df Mean Square  F Sig.
Between Groups  36.386 3 12.129 4,310 .008
Within Groups 199.801 71 2.814
Total 236.187 74

Table 7 displays a significant difference between the scores (p<
.05) for different methods of instruction, F(3,71) = 4.31, p = .008<.05.
To see where the difference, a Scheffe test was conducted. The results
of the Scheffe test (Table 8) demonstrated the superiority of
etymological elaboration (M= 6.64, SD= 1.36) over contextual
definition (M=4.85, SD= 1.81), and translation (M= 4.94, SD= 1.50),
but not implicit instruction (M= 5.36, SD= 1.92). The results also
show no significant difference between implicit instruction and the
other two methods, that is, contextual definition and translation.
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Table 8-The Results of Scheffe Test for Author Opinion

95% Confidence

Mean Std Interval
(1) Method (J) Method  Difference | i

Sig.
(1)) Error Lower Upper
Bound Bound

Contextual

1.79706" 55339 .019 2123 33818
Definition
Etymological
Elaboration Translation .56004 .033 .0959 3.3035
1.69969"
Implicit _ 1.27864 56004 167 3252 2.8824
Etymological ) 25206+ 55330 019 33818 -2123
Elaboration
Contextual
Definition Translation -.09737 53742 998 -1.6364 1.4416
Implicit 51842 53742 818 20574 1.0206
Etymological ) no959* 56004 033 33035  -.0959
Elaboration
Translation — Contextual o000 5o/ gog 14416  1.6364
Definition
Implicit 42105 54426 896 19797 1.1376
Etymological | 7051 56004 167 28824 3252
Elaboration
Implicit Contextual = o0 ga71y 818 10206  2.0574
Definition
Translation 42105 54426 896 11376 1.9797

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

Discussion
Regarding author's opinion (Research Question 2), the results showed
a superiority of etymological elaboration over contextual definition,
translation, and implicit instruction. It might be expected that the
participants taught implicitly would outperform the participants in
Translation and Contextual Definition groups since the focus of tasks
for this group was on reading skills and the learners had to challenge
with the text much more than the participants in the other two groups.
Not observing a significant difference might be due to the fact that
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interpreting author's opinion is a kind of evaluative inference that
needed to be taught and practiced explicitly.

The participants' significant gain in the Etymological Elaboration
Group in comparison to the other groups, can be justified by Boers'
(2000b) study. Hez maintains that an author's choice of figurative
expressions to talk about an economic reality demonstrates the
author's viewpoint and reflects his/her conception of the reality. As a
result, an understanding of the author's value judgements related to a
figurative expression may help learners recognize the author's point of
view; this, in turn, requires raising learners' metaphor awareness that
may be accomplished by attracting students' attention to the source
domain or origin of the ifgurative expression.

Conclusions and Implications
It is believed that the findings of the present research have some
pedagogical findings as follows:

(1) Etymological elaboration as a subtype of semantic elaboration is a
useful technique in teaching and learning economic terms. Of
course, it does not mean that it is certainly the best method, but it
can be used as a very effective complementary technique in
teaching economic terms.

(2) Vocabulary instruction can function as a useful device in
increasing learners' comprehension of texts, but it is not the only
effective factor.

(3) In ESP books for Economics, some place should be given to
conceptual metaphors since they are the building blocks of most
economic terms.

(4) A successful way of teaching specialized vocabulary may need to
be a combination of different methods of instruction both in an
explicit and implicit manner.

As with all small-scale studies, the present research is not without
limitations that should be addressed by future research.

One of the main limitations of the present study goes with factors
related to participants. First, in the present study, only 75 subjects
were involved and there were only 20 participants in each group at
most. This number is far from satisfactory for the generalizability of
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the results. In other words, the small number of participants assigned
to any treatment condition makes it problematic to discuss the
treatment effects obtained with certainty.

Second, there was no chance for random sampling and the
participants were intact groups of learners, a feature that rendered the
design of the study into a quasi-experimental one which made the
findings fuzzy to some extent.

Third, the participants were selected from one university and one
field of study. This might affect the results of the study in the sense
that the findings could not be generalized to other universities of the
country and other majors.

Except for gender, the present study did not take into account
learners variables such as language proficiency and cognitive style,
among others, that may affect the results of the study. For instance, in
case of etymological elaboration, according to Boers, (2000b) and
Boers et al., (2006, 2009), individual learner characteristics, including
proficiency level, aptitude, and cognitive style may affect the degree
to which learners benefit from this approach.

Another limitation was the limited amount of time devoted to the
instruction period. The number of sessions was not enough to work on
more texts and teach more words, so vocabulary instruction was
restricted to 72 words, that is, 12 words each session on average. In
some previous studies, the treatment of etymological instruction had
lasted for nearly one semester (Guo, 2007).

Yet, another limitation was that the impact of conceptual metaphor
typology on the results was not considered in the present study. The
type of metaphors, that is, whether they are structural, ontological, or
orientational metaphors, may affect the learners' performance.
Moreover, according to Boers (2001), hypothesizing about
etymological origin may not be so easy for all figurative expressions.
Some of these expressions may be so opaque that it is difficult to
retrieve any images or to make any reasonable hypotheses at all.
Secondly, cross-cultural differences may hamper successful
hypothesizing especially when metaphors are culture specific.

With regard to instruction method, the study was restricted to only
four methods of vocabulary instruction, that is, teaching through
etymological elaboration, definitions, translation, and implicit
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instruction. There are so many other different teaching methods,
including semantic mapping, key word method, semantic feature
analysis, etc. among others As for the testing instruments, the
vocabulary test was in a fill-in-the-blanks format that limited the
assessment of the learners' vocabulary knowledge just to choosing a
word from a list and put in the blank spaces provided. The format for
the comprehension test was adopted from Boers (2000b), that is,
choosing between Yes, No, and | Don't Know.

Taking the findings and limitations of the current study, the
researcher suggests the following issues for further research.

First, replication of the study with larger number of participants
from different fields, different universities and even different
countries with different cultural backgrounds will increase both the
validity and reliability of the research. Second, if the participants are
selected randomly, all the members of the target population will have
the same chance of being included in the study and as a result, the
findings can be generalized to the whole population with a greater
extent of certainty. Learner characteristics like language proficiency,
age, cognitive style, aptitude, and the like can be considered as
effective factors in future research projects.

A longer period of instruction and a more comprehensive list of
economic terms will result in more dependable findings. Considering
the effect of metaphor typology will also lead to more fruitful results.
Moreover, cross-cultural differences between English and Persian can
be taken into account. For instance, future research can be based on a
contrastive analysis of conceptual metaphors in English and Persian to
see if similarities and differences can affect learning metaphors.

With regard to instruction method, other vocabulary instruction
methods like semantic mapping, key word method, semantic feature
analysis, etc. can be investigated.

The format of the vocabulary test can be changed to multiple-
choice or cloze test to see the possible effects of test type on learners'
performance both in vocabulary and retention tests. The format for the
comprehension test can also be changed to a different one.

The time interval between the vocabulary learning test and the
retention test can be longer to eliminate the practice effect.
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