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Abstract:

Many Iraqi EFL college students face difficulties with vocabulary retention and its
application in meaningful communication; thus, examining the implications of discourse
metacognition may reveal an effective approach to vocabulary instruction. Language pro-
ficiency depends on vocabulary knowledge. Two fundamental concepts are combined
in discourse metacognition, which is the awareness and control of one’s own thought
processes during discourse, whether in writing or speaking: discourse communication
involves the use of language in both written and spoken forms. Thinking about how one
is thinking involves two metacognitions: planning, tracking, and assessing one’s cognitive
processes. This is study aims to investigate the effect of the discourse metacognition on
the vocabulary development of EFL college students and how students’ metacognitive
awareness influences their use of vocabulary in discourse. This study hypothesized that
there is no statistically significant relationship between classroom discourse metacognition
awareness and vocabulary development at the (0.05) level of significance. The popula-
tion of this study consists of 120 male and female college students from the first stage of
the Department of English at the College of Education, University of Diyala, while the
sample that participated in this study includes 60 male and female students. The result of
this study shows that students don’t perform well as for many reasons; therefore, some

conclusions and recommendations are put forward.

Keywords: discourse, vocabulary, metacognition, classroom discourse.
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Section One:

1.1 The Problem

Many EFL college students face difficulties when it comes to classroom discourse,
metacognition skills and vocabulary enhancement or development since they do not have
enough experience in engaging fully in the classroom discussion and other tasks. They
depend on dictionaries in finding new words for missing lexical knowledge, i.e., they
have limited vocabulary knowledge. Students also have little awareness in learning and
monitoring their understanding, and this lack of awareness results in inefficient learning
behaviour as they spend much time on tasks without using a suitable strategy to do them.
Sometimes, teachers themselves lack training in metacognition strategies for facilitating
the given task for their students, which encourages students’ self-regulation. The way of
teaching plays an important role in making students practice vocabulary and metacogni-
tion skills in meaningful communication. Some traditional ways of teaching just focus on
teaching grammar and vocabulary drills rather than engaging their students in communi-
cation discourse, for example, the teacher-centered method. All these problems impede
students’ vocabulary development, so it should strengthen the students’ or learners’ meta-

cognition to make them understand the new words and to be effective communicators.

1.2 The Aim of the Study
This study aims to investigate the effect of the discourse metacognition on the vocab-
ulary development of EFL students and explore how students’ metacognition awareness

influences their use of vocabulary in discourse.

1.3 The Hypotheses of the Study
This study is hypothesized that there is no statistically significant relationship between
classroom discourse metacognition awareness and vocabulary development at the (0.05)

level of significance.
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Section Two

2.1 Classroom Discourse

Discourse consists of verbal or written communication. Teaching and learning English
relies heavily on classroom discourse. The success or failure of a lesson hinges on the
teacher’s capacity to manage student input. Crystal (1992) defines discourse as an extend-
ed segment of spoken language that surpasses the confines of a sentence, encompassing
forms such as sermons, jokes, narratives, and arguments, or as a text that integrates both
linguistic and paralinguistic components of instruction.

According to Domalewska (2017), classroom discourse refers to the language used
throughout the learning process and is a process that takes place in the classroom.

The initial investigations of classroom discourse (e.g. Sinclair and Coulthard 1975;
Mehan 1979) characterized the three-part structure as comprising a teacher’s query, a
student’s response, and a teacher’s evaluation of that response. In classroom conversa-
tion, the teacher has superior rights to speak compared to the students and is crucial in
allocating speaking turns. Recent research indicates that classroom discourse is more flex-
ible than the traditional three-part Initiation-Response-Evaluation structure implies (e.g.,
Waring 2011; Margutti and Drew 2014; Lee 2007; Garton 2012; Petitjean 2014; Gardner
2015); however, it remains evident that such discourse imposes constraints on students’
opportunities to participate in classroom discussions. Moreover, student comments are
significantly briefer than those of instructors, frequently restricted to phrases and clauses
(Csomay 2012).

According to Nunan (1993), there is a specific kind of discourse that takes place in
classrooms, both between teachers and students. In its broadest sense, classroom discourse
encompasses all types of conversation that take place in classrooms and other educational
environments. A survey of the literature, however, shows that the context of classroom
discourse as an analytical unit is very broad. Perhaps a more accurate way to think about

this unit would be to expand the term’s meaning to include discourse in educational con-
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texts. Studies that looked at teacher-student interaction gave way to a more contemporary
focus on education and identity development through discourse in the examination of
classroom discourse.

Furthermore, studies on classroom discourse have covered a wide range of topics, from
Halliday’s systemic functional grammar (1978, 1994) to microanalytical conversation
analysis. It should be mentioned that while numerous linguists have contributed to the
growth of classroom discourse, education research has also developed its own paradigmat-
ic approaches to classroom discourse, such as interaction analysis.

There are two parts to classroom discourse, according to Yu (2009). He organizes
classroom conversation into categories based on whether or not the teacher dominates the
subject matter and the mode of discussion. This taxonomy confirms four main forms of
classroom interaction: The first kind of classroom interaction happens when the teacher
doesn’t have control over the topic or activity, whereas the second kind happens when
the teacher has control over the topic but not the activity. In this kind of exchange, the
instructor conveys knowledge or clarifies a problem. In the third category, students work
together, but the teacher is in charge of the subject and the activity. The fourth type occurs
when the teacher directs the action but not the subject.

Liu and Le (2012) proposed a rank-based model of classroom discourse and discovered
the IRF model—which consists of Initiation, Response, and Feedback.

in language school classrooms.

For instance:

Teacher: What is Iraq capital city? (Initiation)

Baghdad is the student. (Response)

Teacher: Baghdad, indeed. It’s accurate. (Feedback)

Initiation, response, and feedback are the three components that comprise an exchange.
An assessment explanation of the students’ response, which they refer to as feedback, is

included in this phase. To find out how effective IRF is in practice, numerous research
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has been carried out; a few of these are included below.

The amount of instructor discussion has already been the subject of numerous studies
(Liu & Zhu, 2012). In order to give students more opportunity to participate in class
discussions and improve their language skills by using English, it is crucial that teacher
and student talk be balanced in English as a foreign language (EFL) courses. Liu and Le
(2012).

In his study, Suzuki (2004) investigated the connection between student absorption
in adult ESL classes and corrective feedback. He explained and examined the trends in
learner uptake and corrective feedback. Thirty-one adult ESL students and three ESL
teachers interacted for 21 hours, which made up the database. After being recorded and
transcribed, the exchange was coded. The findings revealed both parallels and diver-
gences in this regard.

“Question-and-answer sessions usually dominate classroom discourse, with teachers
mostly asking questions since it is one of the main ways they can regulate the conversa-
tion. “Since asking questions and providing feedback are essential to a class’s success,
teachers use them as one of the most common strategies to monitor the quality and quanti-
ty of students’ work. Classroom discourse is a component of classroom process research,
which gives teachers the ability to keep an eye on both of these metrics (Yu, 2009).

Yu (2009) states that asking questions and giving feedback are two of the most pop-
ular ways second language teachers engage with students. Both strategies require careful
thought, as concentrating on questions and feedback is likely to yield insightful results
that will lead to a deeper understanding of how to enhance second language instruction.

Many studies concur that asking questions can help students improve their language
skills (Liu & Le, 2012). Liu and Le (2012) assert that teachers are in charge of the class-
room conversation and initiate the current three-phase IRF exchange by posing a lot of
questions. Although they can be used for a number of purposes, questions are typically

used as a means of starting conversations that are focused on medium-oriented objectives.
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The first typology was proposed by Liu and Le (2012), who distinguished four categories

of classroom inquiries.

1.2 Metacognition

Metacognition describes a kind of higher-order thinking in which the learner actively
manages their own cognitive processes. Metacognitive behaviors include organizing one’s
approach to a learning assignment, checking one’s understanding, and assessing one’s
progress toward a goal.

Metacognition is defined as “one’s knowledge regarding one’s own cognitive processes
or related aspects” (Flavell, 1976, in Kaplan et al., 2013) and is often described as “think-
ing about one’s thinking.” Possessing advanced metacognitive thinking skills correlates
with enhanced learning outcomes. Roediger & McDaniel (2014) state that metacognition
refers to the awareness and comprehension of one’s own cognitive processes in think-
ing and learning. Research indicates that particular tactics can be employed to improve
an individual’s capacity to acquire and remember information. Individuals that employ
metacognition are aware of the appropriate learning strategies for themselves and how to
organize their learning process.

According to Firth, J. ( 2025) , metacognition can be regarded as the oversight of the
process of learning, functioning as an administration or governance system. It is the aspect
of our thinking that concentrates on our actions and their motivations. This encompasses
fundamental tactics pertinent to learning, ranging from methods (such as doing long divi-
sion) to broader concepts on effective learning, consolidation, concentration, and memory
retention. He adds that, the term “metacognition” encompasses a wide range of concepts,
including:

1. the ability of a young child to select strategies and make adjustments as they learn;

2. the ability of an older student to organize their work and consider feedback later on;

3. the way a teacher evaluates their students’ progress or learning as a whole.
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2.3 Metacognition in Learning Vocabulary

For nearly three decades, research on vocabulary acquisition techniques has been con-
ducted. After the initial work by Gu and Johnson (1996), many empirical and theoretical
investigations have been carried out, firmly establishing vocabulary acquisition strategy
research within the discipline of applied linguistics. Gu (2018) pointed out that scholarly
interest in vocabulary acquisition techniques still needs to grow in spite of these devel-
opments. Several criticisms about the essence confusion and the absence of consistency
when analyzing vocabulary learning processes taken from the self-regulation perspective
are partly to blame for this somewhat ambiguous status (Tseng et al., 2000).

Due to the theoretical advancements sparked by these concerns, language learning has
been reframed through the metacognition lens (F. Teng & Mizumoto, 2024). The use of
metacognitive techniques in vocabulary learning a notion with roots in educational psy-
chology is a noteworthy attempt to solve these problems (Schraw, 1998). By providing a
more thorough framework to aid in vocabulary acquisition, progress has demonstrated the

relevance of a metacognitive viewpoint in vocabulary learning method research.

2.4 Recognizing Metacognition in the Learning of Vocabulary

McCarthy M. (2023) asserts that the word “vocabulary” can refer to a wide range of
different but connected ideas. Every phrase in a language can be referred to by its vocab-
ulary, consequently we can say that Latin, French. Vocabulary, as defined by Neuman
and Dwyer (2009), is the set of terms that students need to participate successfully in
hearing (receptive vocabulary) and speaking (expressive vocabulary) forms. Muhyidin et
al. (2018) asserted that an extensive vocabulary correlates with enhanced language profi-
ciency among students. Comprehending vocabulary is a crucial component for acquiring
English abilities, including the four skills. Badriah (2022) asserts that during the process
of learning English, students have challenges in the language due to the necessity of prac-

ticing vocabulary without comprehension. Consequently, vocabulary growth is essential
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in the English language acquisition process to facilitate the discussion of all linguistic
nuances (Aswad et al., 2019; Yaumi et al., 2023; Ko et al., 2025).

Understanding a word encompasses a vast array of knowledge elements, each requiring
a different level of fluency, detail, and strength. To ensure the acquisition of well-round-
ed, practical vocabulary knowledge, the curricular balance and concentration of a vocab-
ulary teaching course are crucial. Nation (2022) states that frequent exposure to words
and careful consideration of those words are the two most important factors in successful
vocabulary education. Word frequency and the intensity of mental processing with each
encounter are the two most important factors in expanding one’s vocabulary. A key com-
ponent of efficient noticing and retrieval is the ability to notice words at a surface level,
which is essential for vocabulary learning. While productive retrieval entails articulating
meaning via written or spoken words, receptive retrieval entails remembering meaning
from visual or auditory cues. The power of both forms of retrieval increases when they
are based on prior knowledge. Vocabulary acquisition that is both efficient and effective
requires metacognitive awareness, which equips students to not only notice and seek out
words more effectively, but also to organize, monitor, and assess their learning processes.

To set the stage for discussing metacognition in vocabulary acquisition, it is import-
ant to define SRL and explain its role in studies of vocabulary strategies. Tseng et al.
(2006) laid the groundwork for incorporating SRL principles into this area of study. They
initiated a more systematic method of assessing students’ ability to self-regulate their
vocabulary acquisition by developing a tool to quantify this skill. The complex nature of
vocabulary learning’s self-regulatory and self-regulated components has since been the
subject of much research.

This can lead to significantly improved vocabulary learning (F. Teng, 2024b). The
criterion-related accuracy of self-regulated vocabulary learning has also been examined
by researchers using composite models (Alamer, Teng, & Mizumoto, 2024); self-regulat-

ed vocabulary learning features seem to be positively and marginally correlated with L2
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vocabulary achievement. This association emphasizes how self-regulation can improve
vocabulary learning outcomes by indicating that those who are good at controlling their
learning processes also typically have greater vocabulary competence levels.

Research on vocabulary learning strategies that incorporates SRL has produced several
advancements.

1) Measurement methods: Researchers may now measure students’ capacity to control
their vocabulary learning thanks to the development of methods to evaluate self-regulatory
capacity.

2) Impact on Learning tactics: Gaining knowledge into how self-regulation affects
learning tactics has helped students maximize their vocabulary acquisition. 3) Validity
and success: Supporting language learners’ self-regulation has real-world advantages, as
evidenced by the favorable correlations found between SRL constructs and vocabulary
success.

Metacognition, often called metacognitive awareness, is an important but mostly unex-
plored component of vocabulary learning processes, despite the growing body of research
devoted to studying mechanisms for self-regulation. According to Wen et al. (2023),
there is a connection between metacognitive awareness and the ability to self-regulate. A
person’s self-regulatory capacity is their skill in controlling their own behavior in pursuit
of their goals by making use of a variety of motivational and cognitive tactics. Metacog-
nitive awareness, on the other hand, is being cognizant of one’s own cognitive processes,
such as one’s own learning strategies and how to use them effectively. The importance
of metacognition in vocabulary acquisition is becoming more recognized. Metacognition
is defined as the ability for learners to become self-aware and control their own thought
processes to improve vocabulary acquisition. Students are encouraged to take an active
role in the acquisition of vocabulary with the increased focus on metacognitive tactics.

The purpose of keeping track of what “good” language learners do is to find out what

other, less successful learners can do to improve their own performance. According to
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Rodgers (2018), there are three main characteristics of strong learners: (1) they are pro-
active when it comes to expanding their vocabulary, (2) they can adapt their method use
to different situations, and (3) they employ effective strategies more often when learn-
ing new terms. The results of the experiments have verified these predictions. Teng and
Zhang (2024) used a random assignment method to divide 120 university-level English
as a foreign language (EFL) students in China into four groups: reading alone, reading
with a gap-fill component, reading with writing, and reading with a digital dictionary. The
participants’ metacognitive knowledge and regulation were evaluated using the Metacog-
nitive Awareness Inventory. Both the receptive and productive metacognitive knowledge
standardized parameter estimates were statistically significant at the.001 level, but the

metacognitive regulatory standardized parameter estimates were insignificant.

2.5 The Role of Teacher in Metacognition Instruction

Teachers frequently work in extremely unpredictable environments; they encounter
pupils with diverse motives and skill levels every day who are grouped together in dy-
namically shifting groups. Put differently, educators need to be reflective in a dynamic
environment (Lin, Schwartz, and Hatano 2005).

Educators should emphasize writing elements that improve students’ metacognition
and concentrate on the various elements of cognitive understanding (person, task, and
strategy). Hiver and Whitehead (2018) made several recommendations on the roles that
instructors should play in metacognitive education.

1) Being Fluent in their own Language or Languages: Teachers ought to act as lin-
guistic role models for their students.

2) Developing Metalinguistic Knowledge: Teachers need to be aware of the language
they use and how it affects their students.

3) Fostering Intercultural Competence: Instructors ought to motivate pupils to observe

and modify their thoughts and social interactions.
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4) Understanding Language-Learning Processes: By giving students active responsi-
bilities, teachers may empower them to take charge of their education.

Teachers should take into account their students’ emotions and cognitive capacities in
complex learning situations. Being conscious of their emotional responses, such as joy
or fear, can help students take control of their cognitive capacities, comprehension, and
curiosity in activities. Teachers must also explicitly teach metacognition to pupils who
are not proficient.

In sum, reading, writing, vocabulary, and listening skills can all be improved with
metacognitive training. Teaching metacognitive skills gives teachers ways to change the
way they teach, improve students’ learning and strategy-using skills, and increase their
cognitive capacities and motivation to learn a language.

In order to improve the language learning process, students should understand how they
can expand on their current knowledge while also identifying their knowledge gaps and
creating plans to close them. By reflecting on what pupils already know and modeling
language acquisition, language teachers can help their students succeed in their foreign
language learning endeavors. However, language teachers themselves need to be meta-
cognitively aware in a number of ways in order to assist students in learning a foreign

language.

2.6 Promotion of Metacognition in Language Learners

The principles of metacognitive instructional models, as revealed by metacognition
research, include modelling tactics, reflecting on learning, activating past knowledge, and
integrating learners in the monitoring and evaluation of learning processes. According to
Anderson (2002, 2008), there are five main parts or abilities that make up metacognition
regarding learning that may be taught in a language classroom. A teacher has a crucial
role in elucidating, demonstrating, and fostering an environment that promotes thoughtful

conversation for all of the components. Anderson recommends the following elements:
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(1) Learning preparation and planning. In order to achieve their learning objectives,
students consider the things they require or would like to do as well as what they can do.

(2) Choosing and applying instructional techniques. According to Anderson (2002, 3),
“the learner can think critically and arrive at conscious decisions regarding the process
of learning because they possess the metacognitive ability to choose and use particular
techniques in a given context for a specific purpose.”

(3) Monitoring the application of strategies. It is important to teach students to mon-
itor how they employ strategies. For instance, during learning, students could quiz them-
selves on the tactics they have chosen, how effective they are, and how much they apply
them as planned.

(4) Organizing different tactics. Students need to use multiple tactics for the majority
of learning tasks. Therefore, students benefit from efficiently coordinating the different
tactics they are familiar with during their learning process.

(5) Assessing learning and the application of strategies. The four queries that Ander-
son recommends be asked periodically throughout the learning process encapsulate the
fifth component: (1) What do I hope to achieve? (2) What tactics am I employing? (3)
How effectively do I use them? (4) What other options did I have? According to An-
derson, these enquiries can be seen of as the core of the first four elements, and they all

function best when together.

Section Three / Methodology

The steps that were done to accomplish the aims of the current research are described
in this section. These steps entail selecting the sample, deciding on the study’s instrument,
determining the test’s validity, reliability, and item analysis, conducting the test, and de-
ciding on the statistical techniques to be used to analyze the data acquired.

3.1 Population and Sampling of the study

“A group of individuals of the same species living and interbreeding within a given
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area’ is how Lebreton et al. (1992) defined population. The term “Sample” refers to a
subset of people who are chosen to be observed and studied in order for the findings to be
generalized to the entire population (Hayes and Stratton, 2013).

During the academic year 2023/2024, there will be 120 EFL college students in the
first stage from the Department of English, College of Education, University of Diyala,
who have represented the population of the study, whereas the sample of this study con-

sists of 60 male and female students, as illustrated in Table (1).

Table (1)
The Population , Sample and Pilot study of the Study

University Stage Population Sample Percentage

3.2 Validity

Benati, A (2022) asserts that language assessments can evaluate a range of competen-
cies, including the ability to discern and retain novel phonemes, the ability to understand
the grammatical roles of different sentence elements, the ability to deduce concepts in a
foreign language exclusively from context, and the ability to track visual stimuli while
interpreting language, among others. Validity can manifest in various forms, including
face validity, content validity, and others. This study employs both face and content va-
lidity. According to Benati, A. (2022), a test possesses content validity if its questions
are representative of the language skills and grammatical structures it aims to evaluate.
An achievement examination will be considered to possess validity in content if it encom-
passes knowledge imparted during instruction.

3.2 Reliability of the Test One of the key characteristics of an instrument for measuring

is reliability, which is defined as “the degree that an assessing instrument remains reliable
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in measuring whatever it measures” (Bachman and Palmer, 1996).
From a statistical perspective, the result obtained from applying Cronbach’s alpha for-

mula is 0.82, which is regarded as a suitable index.

3.3 Construct Validity

Construct validity is a more advanced method of verifying the validity of an instrument.
Statistical methods are the foundation of construct validity. The percentage of every con-
cept in the overall variation seen in a phenomena is how it is calculated (Kumar, 2011).
To determine the test’s appropriateness and worth for the participants, its items are eval-
uated according to a variety of standards and criteria. These procedures are as follows:

1. Diffficulty Level

Finding out how challenging each test item is the main aim of the pilot study. This is
the tool that students use to find out whether they passed or failed a certain thing (DeV-
ellis 2003).

2. Item Analysis

According to Marshall and Rossman (1999), item analysis is a method for understand-
ing the test’s items in relation to one another and for making decisions based on that
knowledge.

3. The Power of Discrimination

Richards and Schmidt (2013) define test discriminating as the extent to which a test or
a specific question on a test can differentiate between persons with low performance and
those with high scores.

The use of the discrimination power equation reveals that the discriminating power of
the test items varies from 0.37 to 0.64. Consequently, all test items are deemed appropri-

ate since the values exceed 0.30, as illustrated in the subsequent table (2):
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Table (2)

The Discriminating Power of the items

Items No. DP

0.64
0.37
0.54
0.64
0.37

Ul [ [ RN ==

0.64
0.54
0.64
0.52
0.60

17 [ "~ LSS T I NS

0.52
0.50
0.37
0.44
0.54

Ul [ |[W N |-

0.52
0.37
0.52
0.54
0.37

(92 I "N OV B S I

Section Four / Analysis of Data and Discussion of Results
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4.1 Result Related to the Hypothesis

The obtained data have been analysed in this section in order to achieve the aims of the
study and validate its hypotheses. The outcomes are explained as follows:

Table 3 indicates that the participants achieved a mean score of 7.79, with a standard
deviation of 3.70. The t-test formula is employed for a singular sample. The results indi-
cate that the calculated t-value is 6.93, while the critical value is 1.98 at a significance lev-
el of 0.05 and with 134 degrees of freedom. The computed t-value exceeds the tabulated
t-value, indicating no significant differences in the achievement of EFL college students.
This study illustrates that EFL undergraduates possess insufficient comprehension of the
meanings of linguistic components. This illustrates the challenges encountered by EFL
college students in this domain. The hypothesis asserting that “there is no statistically
significant relationship between classroom discourse metacognition awareness and vocab-

ulary development at the (0.05) level of significance.” is rejected.

Table (3)

The Mean Scores, Standard Deviation and T-Value of the Achievement Test

=1 1 g:l

S § T- value =
O = : 5
o ¢ X ) e E i’j Q
g & 8 0 2 s =
a 9o 75} ~ =
& I~ g s 9
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2 i computed Tabulated o

@) ) o

Discussion of the Result
According to the obtained result, the researcher has seen that EFL college students,

at the first stage are weak and have no comprehension in the parts of vocabulary. This
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weakness may relate to the way of teaching ,for example the instructor may use the clas-
sical approach in teaching vocabulary, or the vocabulary is taught in isolation (word by
word) not with the context, or the students have no experience with metacognitive strat-
egies (they are not trained well in these strategies such as: planning, monitoring ,and
evaluating). Also, motivation plays important role in teaching and learning, here the stu-
dents may lack to such motivation.

5. Conclusions

1. Metacognition encompasses awareness of cognitive processes and its control and
regulation.

2. The students’ performance are not satisfied due to their experience in metacognitive
strategies.

3. Metacognitive training offers significant potential for improving language acquisi-
tion.

however, it still requires more development.

6.Recommendations

1. Educators must explicitly implement metacognitive education for learners with low
competency.

2. Educators and learners can engage in collaboration to evaluate the language acquisi-
tion process, and to use mixed methods in teaching.

3. It’s better for instructors to join vocabular with metacognitive strategies.
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Appendix(1)

The Achievement Test

Q1/ Choose a word from the left side that matches the word on the right:

1.

[—y

[—y

—

VS N \Y) W W N [\O VS B \O)

[V, B US  \S]

. Private
. Total not public

. Sorry

. blame
. Hide keep away from sight

. invite

. salary
. temperature money paid regularly

. crop

. apply
. jump become water

. melt

. fortune
. pride something you must pay

. debt
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Q2: Choose the correct word in parentheses to complete each sentence.

1. It'S =--mmmeeeem- to drink a lot of water in hot weather. (important / unimportant)

2. It’S —mmmmmmmeee- to run in very hot weather. (healthy / unhealthy)

3. Kevin, Ray, and Charlie ran across the desert in 1 days. Their trip was-------------
(successful [ unsuccessful)

4. Kevin, Ray, and Charlie met lots of nice people on their trip. The people were very-
------------ (friendly /unfriendly)

5. Trees and water are------------- in the desert. (common / uncommon)

Q3: Match the positive adjectives (1—5 ) with the meanings (a—f ).

1 [ gorgeous A | right for a particular purpose, person or situation
2 | practical B making you very interested or attracted
3 | suitable C [reasonable and practical
4 | sensible D |intended to be useful
5 | fascinating E very beautiful
F incredible

Q4: Read the text carefully, then choose the similar meaning from the list below:

Philip is my opposite numberl in the company’s New York office. We have a good
working relationship and there’s a lot of day-to- day collaboration2. Having a counter-
part like Philip in another branch is a great support. Last month we got a new boss, who
quickly established a good rapport3 with everyone. She likes us to take the initiative . The
company is very hierarchical; there’s a pecking order for everything. I do a job-share4
with a woman called Rose, which suits us as we each have childcare responsibilities. My
office uses a hot-desking system, so I sit in a different place every day. I socialize with

my workmates outside of work, but we try not to talk shop5 on those occasions.



@M?‘cﬁ‘“ﬂé}{ﬁ
£ 3wl || LeKome Lbozd Loods Aoes

E VS N )

W

. communication/relationship.

. working together to achieve shared goals.

. talk about work; informal.

. has the same position / does the same job as me.

. an agreement where two people each share the same job.

. way of communicating and working together.



