
Journal of University of Duhok., Vol. 26, No.2 (Humanities and Social Sciences), P 83-103, 2023 
 

 83 

THE PROTOTYPE APPROACH TO TEACHING THE NEGATIVE PREFIXES 

DE- AND UN- TO KURDISH EFL STUDENTS 

 
ZEKI SABER HAMAWAND and RAMAN QALANDAR HUSSIEN 

Dept. of English, College of Education for Human Science, University of Kirkuk-Iraq 

Dept. of English, College of languages, University of Sulaimani, Kurdistan Region-Iraq 

 

(Received: April 29, 2023; Accepted for Publication: August 6, 2023) 

ABSTRACT 
This paper explores the teaching of English negative prefixes de- and un- to Kurdish EFL college students, 

comparing two pedagogical models: traditional and modern. The traditional model relies on form-focused 

repetition, while the modern model, inspired by Cognitive Grammar, adopts a meaning-oriented approach, 

emphasizing the coherent category formed by various senses of a linguistic unit. The study highlights the 

significance of polysemy in grammar instruction, arguing that a negative prefix encompasses multiple senses 

beyond its morphological function. The study utilized an online-based classroom for both treatments, 

employing three tests and a questionnaire as data collection tools. The research concludes that the cognitive 

meaning-based approach proves more effective than the traditional form-focused method in teaching the 

selected negative prefixes. Furthermore, the study demonstrates the successful application of this approach in 

an online setting, as indicated by the questionnaire responses. 
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1.1 INTRODUCTION 

 

he focus of this paper revolves around 

prefixal negation in English, specifically 

the use of the de- and un- prefixes. Brown & 

Miller (2013) define negation as the process of 

denying an asserted statement. Negation operates 

at the morpho-syntactic level, denying the truth of 

an expression. Hamawand (2011) explains 

prefixation as attaching a prefix to a root, where 

the prefix functions as a bound morpheme and the 

root as a free morpheme. The prefix used for 

derivation is termed a derivational morpheme. 

Langacker (1987; 1991) points out that frequently-

used morphemes or lexical items possess various 

interconnected senses. Hamawand (2009) adds 

that a negative prefix forms a category with a 

central prototypical meaning, accompanied by 

other semantic extensions. To elucidate the 

polysemous meanings of the negative prefixes de- 

and un- to Kurdish EFL college students, the study 

compares two pedagogical models: traditional                                     

and modern approaches.  

 

 

1.2 Theoretical Framework and Related 

Studies 

1.2.1 Theoretical Framework  

1.2.1.1 Traditional Pedagogical Model 
The traditional pedagogical model (TRAD) is 

known as the transmission model or the 

transmission-reception model. It is based on the 

direct transmission of knowledge by the teacher, 

giving the students no chance to create their 

knowledge. The traditional pedagogical model has 

the following characteristics. The first major one 

is that rules are arbitrary because there are no 

principles to unite them (Tyler & Evans, 2004; 

Littlemore, 2009). The second feature is that the 

traditional account of instruction does not explain 

the conceptualization of the grammatical units. 

Grammatical units such as prefixes do not have a 

detailed analysis of meanings and their discourse 

and pragmatic features are almost neglected 

(Bielak & Pawlak, 2013). Thus, the teacher relies 

on memorization of a list of rules and functions in 

learning. Teachers, in the traditional account, are 

responsible for transmitting data, students are 

required to memorize them based on repetition. 

Relying solely on memory leads to a total absence 

of exploration and innovation in the educational 

process. The students are expected to memorize 
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the knowledge after receiving it from the teacher. 

To check if the students carried out the effort to 

memorize the knowledge, teachers use different 

form-focused activities and tests without the 

integration of pictorial and diagrammatic sketches. 

However, the traditional pedagogical model is 

inefficient as it neglects the development of 

fundamental aspects of learning such as curiosity, 

innovation, or discovery. In addition, most of the 

knowledge acquired by the students during the 

educational process is forgotten in a very short 

time by the students. 

1.2.1.2 Cognitive Pedagogical Model 

The Cognitive pedagogical model (COG) is 

based on linking educational content with issues 

that matter to learners in their lives. The Cognitive 

pedagogical model has the following 

characteristics. The first concerns the relationship 

between teacher and student. In this model, 

teachers and students work together. Teachers are 

knowledge facilitators, whereas students are active 

participants in the learning process. Learning is 

interactive and collaborative. The second concerns 

the importance of creativity in learning. Creativity 

is the fuel that sparks innovation. In this way, 

students are motivated to generate new ideas in 

the classroom and develop critical thinking, 

problem-solving, and decision-making skills. The 

third concerns leaning through argumentation. 

This helps students attend to contrasting ideas, 

which can deepen their learning. Teachers can 

trigger meaningful discussions in the classroom by 

encouraging students to ask open-ended questions. 

The fourth concerns learning in context. Context 

enables learners to interact with their surroundings 

and explore the world around them. Learning can 

be enriched by experiences from everyday life. 

The fifth concerns embodied learning. Embodied 

learning involves self-awareness of the body 

interacting with a real or simulated world to 

support the learning process. 

1.2.1.3 The Cognitive Grammar Approach to 

Prototype in Teaching Negative Prefixes  

The reason for choosing Cognitive Grammar, 

as Langacker (1987, 1991, 2008a, 2013) claims, 

language is not an encapsulated system but a 

system embedded within and inseparable from 

general cognitive processes. From this view, it 

follows that there are no clear-cut boundaries 

between lexicon, morphology, phonology, 

semantics, and syntax. Rather, they form a 

continuum of meaningful symbolic units of 

varying shapes and sizes. The continuum serves to 

structure conceptual content for expressive 

purposes. As an example of the interface between 

morphology and phonology, certain prefixes 

change the placement of stress in a word, as in 

irony [ˈʌɪrəni] and ironic [ʌɪˈrɒnɪk]. Language 

subsumes both literal and non-literal meanings. A 

literal meaning is a word‟s exact dictionary 

definition. A non-literal meaning is when a word 

means something other than the definitions in a 

dictionary. Non-literal meanings are used in 

writing as a way to make a comparison or an 

exaggerated statement about something. Literally, 

crossroads means “the point where two roads 

meet”. Non-literally or figuratively, it means a 

situation or point where a choice or decision must 

be made. Under the Cognitive view, both literal 

and non-literal meanings are included. Thus, 

discourse and pragmatic factors are involved in 

teaching grammatical units. In addition, pictorial 

and diagrammatic figures are combined in 

instruction so as to not rely completely on 

memorization and minimize vagueness and 

imprecision.  

The main reason for implementing Cognitive 

Grammar in this study is its prevailing assumption 

that most of the lexical or grammatical units are 

polysemous. Polysemy is the case when a single 

lexical item has a multiplicity of distinct yet 

related meanings. The meaning of a linguistic unit 

is not fixed but emerges from the dynamic and 

context-dependent relationships between the word 

and its referents. The meanings associated with a 

particular form are related and are stored in the 

speaker‟s mind as a structured network of 

relations. Take the word spring as an example. As 

a verb, spring means to jump, arise from, and 

become split. As a noun, it means season, an 

elastic device, well, and source. Under the 

Cognitive view, all the senses are subsumed in a 

complex network of relations (Hamawand, 2016).  

The multiple senses of a linguistic unit, 

according to Langacker (2008c), are connected to 

one another and some meanings are more 

prototype than others. The prototype theory of 

categorization was proposed by Eleanor Rosch 

and her colleagues in the early 1970s. The theory 

is reported in Rosch‟s research (1977, 1978) and 

Rosch & Mervis (1975). In this view, a category is 

centered around an ideal example or prototype. As 

stated by Cruse (2006), the prototype for a 

category is the most typical or central example of 
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that category, and peripheral examples are less 

typical or extensions of that prototype. The 

extension of meaning is motivated by contextual 

factors of various kinds.  

The third and most important reason for 

implementing Cognitive Grammar is Langacker‟s 

(1987) usage-based model. He suggests that the 

polysemous meanings of a linguistic element and 

their relationships are not arbitrary rather they are 

grounded in specific patterns of usage. These 

patterns, as Queller (2001) claims, are key to 

comprehending the nature of semantic polysemy 

networks. Being exposed to a series of multiple 

meanings of a linguistic element, Langacker 

(2008b) believes that a language user can abstract 

a stable linguistic structure which is well-known 

as schema. As a result, knowledge of a linguistic 

unit then will be entrenched in the mind of the 

language user. EFL teachers can rely on the 

aforementioned features of Cognitive Grammar in 

their instruction and material development and 

highlight the motivation behind certain semantic 

extensions (Achard, 2004; Langacker 2008b; 

Tyler, 2012; Wirag 2021). To investigate the 

usefulness of this theoretical account, the present 

research implements the insights of prototype 

theory and the usage-based approach of Langacker 

in teaching the negative prefixes un- and de-.  

1.2.2 Related Studies  

Applying Cognitive Grammar in the field of 

teaching EFL is a recent trend in language 

pedagogy. In the past decade, researchers have 

been trying to design new pedagogical programs 

that are based on Cognitive Grammar tenets. The 

major focus of the empirical research in this field 

so far has been on: tense and aspect (e.g., Bielak 

& Pawlak, 2013; Reif, 2012; Niemeier & Reif, 

2008; Turewicz, 2010), active/ passive voice (e.g., 

Bielak et al, 2013; Chen & Oller, 2008), articles 

(e.g., Achard, 2004; Huong, 2005; Verspoor & 

Huong, 2008), prepositions (e.g., Tyler & Evans, 

2004; Hung et al., 2018, Cho & Kawase, 2012; 

Wijaya & Ong, 2018; Tanaka, 2018), modal verbs 

(e.g., Tyler et al., 2011; Martinez, 2021), mood 

(e.g., Garcia, 2010) and conditionals (e.g., 

Jacobsen, 2012, 2016; Tsitoura, 2018).  

However, in the field of morphology, 

specifically teaching negative affixes, no research 

has been conducted on applying Cognitive 

Grammar insights. Most of the traditional 

pedagogical endeavors (Stotsky,1977; Graves et 

al., 2012; Baumann et al., 2003) implemented a 

structural approach to teach the grammatical 

features and concrete meaning of the negative 

prefixes. In addition, Hamawand (2009) analyzed 

and explored the semantics of English negative 

prefixes within the Cognitive Grammar theoretical 

framework, yet this study investigates the practical 

effectiveness of that theoretical analysis and the 

semantic extensions of de- and un- within an 

online classroom setting. 

1.3 Research Problem, Aim, and Significance 

1.3.1 Research problems and questions  

The use of the negative prefixes de- and un- 

poses a serious problem in general. As for Kurdish 

learners of English, the problem resides in the use 

of one prefix for another without abiding by any 

semantic considerations. At this juncture, it is 

hypothesized that the difficulty encountered by 

Kurdish learners of English lies in the inadequate 

analyses provided by most traditional grammars, 

on which they rely in the learning process. We 

have observed that morphology and vocabulary 

teaching based on the traditional model involves 

presenting the concrete meaning of a negative 

prefix. One of the problems that Kurdish students 

are facing is that their knowledge about negative 

prefixes is restricted. Accordingly, it could be 

assumed that Kurdish EFL learners are not 

familiar with the multiple meanings which the 

negative prefixes de- and un- express in language.  

Having identified the nature of the problem 

concerning de- and un-, two questions are posed 

before developing a solution. 

 Is there a significant difference between 

traditional and cognitive approaches to teaching 

negative prefixes? 

 Can the experiment be delivered in an online-

based classroom? 

1.3.2 Research Aims  

To address the issue and find a solution, the 

research has two aims: theoretical and practical. 

The theoretical goal is to emphasize the cognitive 

model‟s role in teaching English as a foreign 

language, specifically showcasing the 

effectiveness of Cognitive Grammar in 

classrooms. The practical objective is to apply 

Cognitive Grammar insights to teach the 

polysemous meanings of negative prefixes like 

de- and un-. This approach considers the 

cognitive aspects of these prefixes, beyond their 

morphological functions, providing valuable 

insights into their distinct yet related senses. To 

achieve these aims, the study employs Langacker's 
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Cognitive Grammar approach to polysemy and 

prototype, designing COG-based instruction and 

material. 

1.3.3 Research Significance  

The study‟s significance lies in adopting 

Cognitive Grammar insights to improve teaching 

selected English negative prefixes. By showcasing 

the effectiveness of Cognitive Grammar tenets and 

implementing a cognitive approach to instruct 

polysemous meanings, it enriches language 

education, empowering educators with innovative 

techniques for enhanced language proficiency. 

 

1.4 METHODOLOGY 

1.4.1 Research Design  

The research utilized materials from Evans 

(2019), Hamawand (2009), and Langacker (1987, 

1991, 2013) to design Cognitive-based slides. The 

content in appendices 1, 2, and 3 contains COG 

and TRAD slides. Since this study is limited to 

teaching the categorization of de- and un-, other 

negative affixes are excluded. The categorization 

lessons (prototype and periphery) for negative 

affixes in the COG group spanned four weeks; 

lessons from weeks 2 and 3 used included 

teaching negative prefixes de- and un-. Each COG 

lesson lasted 55-60 minutes, while TRAD lessons 

were shorter, lasting 40-45 minutes. The reason 

for the longer time in the COG lesson is that the 

students were exposed to the notion of 

categorization and polysemy first because they 

have never encountered or been introduced to 

these cognitive skills. In addition. the detailed 

presentations of the prototype and peripheral 

meanings of the negative prefixes needed more 

time to be explained. Furthermore, the COG tasks 

(see Appendix 1, Figures 7, 8, and 9) were more 

demanding and involved critical thinking skills. 

The matching exercise required applying critical 

thinking and ticking the right meaning to the right 

context to practice the prototype and peripheral 

uses of de- and un-. The diagram task required 

ordering the meanings from the most prototype or 

prominent to the least prototype. The solid line in 

the diagram presents the prototype usage and the 

dashed lines are representing the peripheral usage. 

Instead of just relying on meaningful description, 

these types of tasks as suggested by Holm (2009) 

and Taraszka-Drożdż (2020) will aid to present 

the content of the lesson in a different and more 

learner-friendly way. 

Taking a longer time in presenting COG-based 

material was also a challenge for other 

experiments (e.g. Bielak & Pawlak, 2013). 

Broccias (2008) and Tyler (2012) highlighted this 

criticism of Cognitive based explanations and 

analysis and the amount of time they take. The 

teacher in the current paper faced the same 

difficulties yet the teaching content and the tasks 

were more engaging and may open windows for 

more creative tasks and lesson designs. For 

example, in the COG group, before being exposed 

to the semantic network of the negative prefix un- 

and -de, the students were first introduced to the 

categorization theory (see Appendix 1, Figure 1). 

The teacher explained and highlighted mainly in 

this slide that each linguistic unit whether it is a 

morpheme, a word, or a sentence, does not have a 

single meaning, rather, it forms a network of 

meanings that behave differently yet each 

meaning is related to another. Then the teacher 

moved to explain polysemy (see Appendix 1, 

Figure 2) as a phenomenon in which a linguistic 

unit holds multiple distinct yet related meanings. 

Students‟ attention is drawn to the fact that not 

just words in English are polysemous, rather, 

morphemes, prepositions, and other grammatical 

units hold multiple meanings.  

In the COG group, the teacher and the students 

worked together on the dependent task. They 

searched several authentic materials from 

webpages, posts on Facebook and Instagram, and 

videos on YouTube to analyze and categorize the 

meanings of the negative prefixes de- and un-. 

The idea of this dependent task with authentic 

material was inspired by the call Wirag et al. 

(2022) did for integrating authentic material in the 

field of foreign language teaching. Langacker 

(2013) highlighted that “language use is never 

truly acontextual; an expression‟s manifestation is 

always subject to influence from the physical, 

linguistic, social, and psychological 

circumstances” (p.50). The teacher presented for 

the COG group authentic materials that contained 

the prototype and peripheral usages of de- and un- 

by highlighting some lines or short paragraphs that 

had prefixed words with de- and un- from various 

web pages. The students guessed the meanings of 

de- and shared their answers on the Zoom chat 

box and followed the same procedure for un-. 

After guessing, the teacher explained that for 

example the meaning of „getting off the vehicle‟, 
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in detrain, is one of the peripheral meanings that 

de- has (see Appendix 1, Figure 4).  

Langacker (2008b) suggests that the linguistic 

knowledge of language users is obtained from 

being exposed to a series of “usage events” in 

other words “actual instances of language use” 

(p.81) in discourse.  The COG students‟ attention 

was drawn toward analyzing the meanings of the 

highlighted words and then they were asked what 

de- for example meant in each of the given words. 

Long-term exposure to the targeted materials in 

authentic contexts is believed by Langacker 

(2008b) will lead to native-like knowledge of the 

conventional range of usage. The former 

technique, searching through authentic materials, 

as it is believed by the teacher, will create a 

lifelong learning strategy. The students had 

several hours of exposure even after the lessons to 

the multiple meanings and usage of de- and un- in 

online contexts to accomplish the assigned 

independent tasks.  

This procedure is believed to foster students' 

attention toward the peripheral usages of the 

negative prefixes. The teacher followed an explicit 

explanation of the semantic extensions of the 

negative prefixes de- and un-, as it is suggested by 

Csabi (2004) that the teacher should facilitate and 

make students notice the peripheral meanings of 

the linguistics unit. “Students may acquire new 

meanings of polysemous units by being exposed 

to them indirectly as they read or practice guided 

conversations, or even directly when connections 

are pointed out by the instructor” (Winters & 

Nathan 2020, p.70). Students will learn how to 

create and link a network of related usages from 

the polysemous meanings (Broccias 2008, p.83-

84).  

On the other hand, the information about de- 

and un- was easier for the TRAD group, and the 

tasks (see Appendix 2, figures 11, 14, and 15) 

were less demanding. The exercises in the TRAD 

lessons are the most frequently used techniques in 

the TRAD materials: Quirk et al. (1985), Biber et 

al. (2002), Plag (2003); Leiber (2009), 

Huddlestone & Pullum (2005); and Katamba & 

Stonham (2006). Instead of polysemy, the TRAD 

material counted on Homonymy, Allomorph, and 

Homophones in explaining the grammatical 

features and the concrete meanings since there are 

homonyms and allomorph cases of some negative 

prefixes in the aforementioned TRAD materials.     

The teaching procedure for the TRAD and 

COG groups was delivered in the Zoom meeting 

application. The reason for shifting to online 

teaching was that the university halls were all 

closed, and the students of UOS were on strike 

from 20
th
 September to 20

th
 November 2022. To 

conduct the experiment according to the planned 

schedule and not delay it, the students and the 

researchers agreed on shifting to online classes. 

Because of Covid-19, the students and the teacher 

have almost three years of experience in online 

learning and teaching. Thus, neither the students 

nor the researcher faced serious technical issues 

with online classes.  On the other hand, electricity 

was a problem for some students since the 

Kurdistan Region of Iraq suffers from a power 

shortage. As a medium of learning and instruction, 

the experiment depended mainly on Google-

classroom and Zoom applications. For posting the 

instructions and the materials, Google-classroom 

was the main platform. Facebook Messenger, 

WhatsApp, and Viber applications were used for 

communicating at the students‟ request. Zoom was 

chosen because it can be installed on various 

devices, and it is more convenient for those who 

do not have laptops. Most of the students used 

their smartphones to attend the sessions and did 

not face any difficulties. The treatments of both 

groups relied on sharing the PowerPoint 

presentations on the Zoom app. The teacher used 

Microsoft Word, as an additional aid, to explain 

things whenever the students needed extra help. 

1.4.2 Participants 

A total of 76 university students participated 

voluntarily in the present study. They come from 

the two English Departments at the College of 

Languages and the College of Basic Education at 

the University of Sulaimani (UOS). Both 

departments have morning classes and evening 

classes. I announced the course by visiting the 

classes in both departments and asked for 

volunteers to participate. The heads of the 

departments were so cooperative and suggested 

creating an online network among the students on 

WhatsApp, Viber, and Facebook Messenger to 

assist their enrolment because the students were 

on strike and there were some challenges. The 

volunteered participant‟s average age was between 

20-25 years. The students returned to college after 

the strike for one week and I immediately 

conducted the placement test to define the English 

level of the participants. Their English language 
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level is defined between B1 and B2 by the 

placement test (based on CEFR standard) of the 

Language and Culture Center of the University of 

Sulaimani. The purpose for selecting this level, as 

Achard (2004) suggests, Cognitive based teaching 

is associated with cognitive load, thus it will not 

be convenient for lower-level learners‟ capacity. 

The participants were divided randomly into 

two intact groups: 38 students in the COG group 

and 38 students in the TRAD group. The male 

students in both departments form a small 

percentage. Due to this, 23 female students were 

in the COG group, and 30 female students were in 

the TRAD group.  The participants‟ first language 

is Kurdish, and all of them learned and studied 

English as a Foreign Language in school for 12 

years in the Kurdistan Region of Iraq. All the 

participants took morphology lectures in college 

and were familiar with English negative prefixes.  

1.4.3 Data Collection and Testing Tools 

As this paper aimed to figure out the effects of 

the traditional and Cognitive Grammar 

perspectives on EFL Kurdish students‟ knowledge 

of negative prefixes, direct pre-test, post-test, and 

a delayed test were used. A list of questionnaires, 

which was based on Likert Scale with 5 options, 

was the second tool to elicit opinions from the 

students about the treatments. The list of 

questionnaires contained 2 questions; each has 

five options (see Appendix 3).  The tests and the 

questionnaire were conducted on Google Forms. 

The teacher shared the tests‟ links on Zoom and 

assigned 40 minutes to submit the form. The 

questionnaire was conducted by the same 

procedure but within 1 hour. The pre-test was 

conducted in the 1
st
 week before the treatments, 

the post-test was conducted 4 days after the 12
th
 

week at the end of the treatments, and finally, the 

delayed test was held 5 weeks after the post-test. 

Concerning the content validity and reliability 

of the tests, all the items were reviewed by 5 

English native and near-native speakers from 

different nationalities, they were themselves 

specialists in the ELT and EFL fields, and a 

committee of 5 Kurdish experts in the field of EFL 

and ELT, and Cognitive Grammar. In addition, the 

targeted materials of the lessons were reviewed by 

some local and international professors in the field 

of applied linguistics and applied                           

Cognitive Linguistics. 

Four items in the multiple-choice questions, in 

the pre-test, aimed at measuring the students‟ 

receptive knowledge about the precise meanings 

and usages of the negative prefixes de- and un- in 

context.  The students were presented with full 

sentences that contained a blank and four options 

from which they had to choose the more 

appropriate, or best prefix that reflects the suitable 

meaning in context. The second question (see 

Appendix 3) is about the polysemous nature of 

un-. Four full sentences are given with a negative 

prefix un- in each sentence. The prefixed words 

with un- in each sentence hold a different 

meaning; one is a prototype and the others are 

peripheral. In the instruction, „main‟ and 

„secondary‟ terminologies were used instead of 

„prototype‟ and „peripheral‟ respectively, to make 

it easier for the students to understand. The aim of 

the latter question is to check the receptive 

knowledge of the students and whether they are 

familiar with labeling the prototype and peripheral 

meanings of the given negative prefix with the 

right context. 

Each item in the first and second questions is 

worth two points. The post-test aimed to 

determine whether the students could recognize or 

recall the targeted negative prefixes‟ form and 

meanings (Lado, 1961; Ingram, 1985; Farhady et 

al., 1994). Furthermore, in the post-test, students 

were supposed to apply the knowledge they 

acquired from the teaching materials. For 

example, in the posttest question two, labeling the 

polysemous meanings of de- in context is 

presented to check whether students can transfer 

the knowledge of prototype and periphery in a 

new context (Barnett & Ceci, 2002). The five-

week delayed test aimed to measure the retention 

of newly learned knowledge about the targeted 

negative prefixes. 

1.5 Data Analysis  
The quantitative data in this study underwent 

statistical analysis, calculating means and standard 
deviations of the three tests for both groups. One-
way ANOVA (analyses of variance) was 
employed to determine significant differences 
between the two teaching methods. For the second 
quantitative data elicitation method, a one-sample 
t-test was conducted on the questionnaires to 
assess whether the population mean would differ 
significantly from a known or hypothesized value. 
Specifically, a one-sample t-test was utilized to 
determine the statistical significance of the 
students' responses to each selected question, 
gauging the importance of the question content to 
the students. 
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Table )1(-: Means of the prototype and peripheral usages of the negative prefix d- for the multiple-choice question 1 

of COG and TRAD. 
Questions  Traditional Cognitive 

Pre-test M Post-test M Delayed test M Pre-test M Post-test M Delayed test M 

Q1./2 proto 0.9474 1.2632 0.9730 0.9474 1.3684 1.4211 

Q.1/11 
peri. 

0.3158 0.7368 0.4865 0.4211 1.2105 1.1579 

*prototype (proto) *peripheral (peri) *mean (M) 

 

Table 1 displays the mean scores of the 

prototype and peripheral usages of the negative 

prefix de- for the multiple-choice question. 

According to the results, the COG group has the 

highest average score in the post-test with mean 

scores of 1.3684 and 1.2105 for the prototype (2) 

and peripheral (11) usages respectively. 

Furthermore, in the delayed test, the TRAD group 

has the lowest average scores of 0.9730 and 

0.4865 for the prototype (2) and peripheral (11) 

usages respectively. However, the COG group 

performed better in the delayed test with mean 

scores of 1.4211 and 1.1579 for the prototype (2) 

and peripheral (11) usages respectively. 

 
Table )2 -(:  Means (M) and standard deviations (SD) for negative prefix de- overall in multiple choice question 1 for 

COG and TRAD. 
Groups No.  Pre-test Post-test Delayed test 

 
Traditional 

38  
1.2632 M 

1.2667 SD 

 
2 M 

1.3152 SD 

 
1.4595 M 

1.1990 SD 

 
Cognitive 

38  
1.3684 M 

1.4031 SD 

 
2.5789 M 

1.4636 SD 

 

 
2.5789 M 

1.4636 SD 

 
Table (3):- one-way ANOVA for negative prefix de- overall in multiple choice question 1 for COG and TRAD.  

 

Source 

 

DF 

 

Sum of Squares 

 

Mean Square 

 

F Ratio 

 

p-value 

Traditional Group 2 11.06617 5.53308  

3.4786 

 

0.0343* 
Error 111 176.55761 1.59061 

C. Total 113 187.62378  

Cognitive Group 2 37.12281 18.5614  
8.9049 

 

0.0003* 
Error 111 231.36842 2.0844 

C. Total 113 268.49123  

 

The data in Table 2 reveal that there is a 

difference in the TRAD‟s mean scores in the tests 

overall and it is statistically significant since the 

one-way ANOVA in Table 3 indicates that their p-

value is 0.0343 which is less than 0.05. However, 

in the COG group, the students‟ knowledge of the 

prototype and peripheral meanings of de- showed 

higher improvement, the one-way ANOVA test in 

Table 3 shows a p-value of 0.0003 for all the tests 

which is less than 0.05. In more detail, the mean 

score of the pre-test in the COG group in Table 2 

changed from 1.3684 to a mean score of 2.5789 in 

the post-test. As could be noticed, the difference 

between the latter means is significant since it is 

1.210526 with a p-value of 0.0011 (according to a 

t-test analysis) which is less than 0.05. 

Fortunately, the students in the COG group did not 

deteriorate, the mean scores from the post-test to 

the delayed test did not change at all they are both 

2.5789 with a standard deviation of 1.4636.  
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Table( 4):- The mean scores of the prototype and peripheral usages of the negative prefix un- for the multiple-

choice question of both COG and TRAD groups. 
Groups Traditional Cognitive 

Pre-test M Post-test M Delayed test M Pre-test M Post-test M Delayed test M 

Q1./6. 

proto 

0.9474  1.3158 1.2973 0.7895 1.1053 1.3684 

Q1./16. 
peri 

0.6842 1.1579 0.8649 0.8947 1.4737 1.0526 

*prototype (proto) *peripheral (peri) *mean (M) 

 

According to the results in Table 4, in the post-

test, the TRAD group had the highest average 

score of 1.3158 for the prototype usage of un- in 

Q1.6 compared to the COG group with the lowest 

mean score of 1.1053. The results of the 

peripheral usage in Q1.16 in the post-test were 

different. The COG group had the highest average 

score in the peripheral usage of un- for 1.4737 

compared to the TRAD group score of 1.1579. 

Regarding the delayed test, the results were a bit 

different, the COG group has the highest average 

score of 1.3684 and 1.0526 for Q1.6 and Q1.16 

(prototype and peripheral usages) respectively 

compared to the TRAD group‟s results.  

 
Table )5 -(: Means (M) and standard deviations (SD) for negative prefix un- overall in multiple-choice question 1 

for COG and TRAD. 
Groups No

. 
Pre-test Post-test Delayed test 

 

Traditional 

38 1.6316 M 

1.4597 SD 

2.4737 M 

1.3504 SD 

2.1621 M 

1.1744 SD 

 

Cognitive 

38 1.6842 M 

1.5787 SD 

2.5789 M 

1.3076 SD 

2.4211 M 

1.6213 SD 

 

Table )6( -: One-way ANOVA for negative prefix un- overall in multiple choice question 1 for COG and TRAD. 
 

Source 
 

DF 
 

Sum of 
Squares 

 
Mean 

Square 

 
F Ratio 

 
p-value 

Traditional 
Group 

2 13.77729 6.88865  
3.8747 

 
0.0236* 

Error 111 197.34282 1.77786 

C. Total 113 211.12011  

Cognitive Group 2 17.33333 8.66667  
3.8063 

 
0.0252* 

Error 111 252.73684 2.27691 

C. Total 113 270.07018  

 
The results of the one-way ANOVA in Table 6 

suggest that the students‟ knowledge of the 

negative prefix un- changed significantly in the 

TRAD and COG since their p-values of 0.0236 

and 0.0252 are less than 0.05 respectively. 

However, taking the detailed results of the 

prototype and peripheral usages of un- separately, 

the mean scores in Table 4 show that COG 

students outperformed TRAD students in the 

peripheral usages as well as in the retention of 

knowledge.   

 

 
Table )7( -: Means (M) and standard deviations (SD) for COG and TRAD in question 2 (matching the polysemous 

meanings of un- and de- in context) 
Groups No.  Pre-test Post-test Delayed test 

 
Traditional 

38 3.0526 M 
1.9583 SD 

3.3684 M 
2.2351 SD 

2.5945 M 
1.3040 SD 

 
Cognitive 

38 2.8947 M 
1.5903 SD 

5.2105 M 
2.3034 SD 

 

4.1579 M 
2.4772 SD 
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Table 7 presents the mean scores of question 2 

in the three tests for both the COG and TRAD 

groups. According to the results, the TRAD group 

scored the highest mean score of 3.0526 with a 

standard deviation of 1.9583 in the pre-test. 

However, the COG group outperformed the 

TRAD group in the post-test and delayed test with 

the highest mean scores of 5.2105 and 4.1579 and 

standard deviations of 2.3034 and 2.4772 

respectively.  

 
Table )8 -(: One-way ANOVA for the pre-test, post-test, and delayed test of COG and TRAD for question 2. 

(matching the polysemous meanings of un- and de- in context) 
 

Source 
 

DF 
 

Sum of Squares 
 

Mean Square 
 

F Ratio 
 

p-value 

Traditional Group 2 11.50926 5.75463  
 

1.6393 

 
 

0.1988 
Error 111 389.65578 3.51041 

C. Total 113 401.16505  

Cognitive Group 2 102.17544 51.0877  
10.9697 

 
0.0001* Error 111 516.94737 4.6572 

C. Total 113 619.12281  

 
Table) 9 -(: Ordered Differences Report of Pre-test, Post-test, and delayed test for TRAD and COG 

groups Tests Difference p-Value 

 
Trad 

Pre-test Post-test 0.3158 0.7435 

Post-test Delayed Test 0.7739 0.1741 

Pre-test Delayed Test 0.4582 0.5372 

 
COG 

Pre-test Post-test 2.3158 0.0001* 

Post-test Delayed Test 1.0526 0.0892 

Pre-test Delayed Test 1.2632 0.0322* 

 

 

As the results of the one-way ANOVA in 

Table 8 suggest, there is no significant difference 

in the three tests of the TRAD group since the p-

value of 0.1988 is greater than 0.05. In Table 9, 

the ordered difference report displays that students 

in the TRAD group did not experience significant 

gains between the pre-test and post-test, and post-

test and delayed test since the p-values are 0.7435 

and 0.1741 respectively, which are more than 

0.05. On the other hand, the results of the one-way 

ANOVA in Table 8 indicate that the COG group 

performed better in question 2 as the p-value of 

0.0001 is less than 0.05. The COG students‟ 

performance changed by 2.3158 with a p-value of 

0.0001 from the pre-test to the post. The students 

did not deteriorate greatly in the COG‟s delayed 

test and retained information since the p-value in 

Table 9 of 0.0892 is less than 0.05.  

 

 
Table) 10(:- Descriptive statistics and a one-sample t-test for three questions in the TRAD group 
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Table )11( :Descriptive statistics and a one-sample t-test for three questions in the COG group 

Table 10 shows the t-test results of the 

TRAD‟s questionnaires 1, 2, and 3. A one-

sample t-test was conducted to show whether 

the students' responses would be statistically 

significant for each question. The weighted 

mean of question one "how interesting and 

creative would you rate the contents of the 

lessons?" is 3.68 with a standard deviation of 

0.655. Its p-value is less than 0.05, and it is in 

rank 7, indicating that the students considered 

the lessons to be interesting and creative. 

However, 14 (36 %) students found TRAD‟s 

lessons to be moderately interesting and 

creative. In addition, the weighted mean of 

question two "how easy and engaging would 

you rate the tasks/exercises of this course‟s 

lessons?" is 3.95 with a standard deviation of 

0.822. Its p-value is less than 0.05, and it is in 

rank 4 indicating that the students found the 

tasks very easy and undemanding. In addition, 

the students understood the Homophones, 

Allomorph, and             Homonyms lesson 

very well as the mean of this question is 3.89 

and its p-value is 0.0001whcih is less than 

0.05.   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Table 11 displays the t-test results for the 

COG‟s questionnaires 1, 2, and 3. Question 1, 

“how interesting and creative would you rate 

the contents of the lessons?” is in rank 6 with 

a weighted mean of 3.79 and a p-value of 

0.0001 which is less than 0.05, thus, 

indicating that the students found the COG 

lessons to be very interesting and creative. 

Although the latter p-value and ranking are 

promising, nearly 10 (26 %) of the responses 

for question 1, in general, found the COG 

lessons to be a bit challenging since they 

selected „slightly‟ and „moderately‟ options. 

The mean score for question 2 "how easy and 

engaging would you rate the tasks/exercises of 

this course‟s lessons?" is 3.32 and its p-value 

is 0.0001, yet 15 (39%) responses found the 

tasks to be moderately easy and engaging and 

nearly 5 (14%) responses found the COG 

tasks to be demanding. The responses to 

question 3 “how would you rate your 

understanding of the categorization/ the 

prototype and peripheral meanings of the 

negative affixes” are promising as the mean 

score is 3.61 with a p-value of 0.0001. 

Fortunately, no one chose „did not understand 
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at all‟, and only 15 (39%) students found the 

categorization lesson to be competitive.   

 

1.6- DISCUSSION 

 

The statistical results confirmed the 

hypothesis that the Cognitive Grammar 

approach to teaching polysemous meanings of 

the negative prefixes de- and un- to Kurdish 

EFL college students is more effective than 

the traditional approach. Apparently, 

providing the prototype and peripheral 

explanations of the negative prefixes to create 

a network between the related senses could 

help the students understand the peripheral 

usages and meanings. The TRAD group made 

gains as well but did not surpass the COG 

group in recognizing the negative prefixes‟ 

peripheral meanings since the TRAD 

treatment focused on the grammatical features 

of de- and un- and only their concrete 

meanings.  

The mean scores in the multiple-choice 

question 1 for the negative prefix de- 

highlighted that students gained benefits from 

the Cognitive Grammar based instruction to 

teach the prototype and peripheral meanings. 

Although the TRAD group improved in the 

post-test of the multiple-choice question 1 for 

recognizing the prototype usage of the 

negative prefix de-, the COG group 

outperformed in the post-test. The mean 

results of the prototype and peripheral usages 

of the negative prefix de- in Table 1 prove the 

claims of the benefits of teaching peripheral 

meanings of linguistic units. In addition, the 

results of the ANOVA test in Table 3 show 

the improvement of the COG students‟ 

receptive knowledge about the prototype and 

peripheral meanings of de- in general over the 

three tests.  

In the pre-test‟s multiple-choice, in Q1. 2, 

de- has the prototype usage „reversing the 

action‟ and in Q.1 11 it has the peripheral 

meaning „getting off the vehicle‟. The TRAD 

and COG group performed well in guessing 

the prototype usage of de- in Q1.2 in the post-

test which means „reversing the action 

described by the nominal base‟. The students 

in the COG group outperformed the TRAD 

significantly in guessing the peripheral usage 

of de- in the post-test because they have been 

taught that one of the peripheral meanings of 

de- is „getting off the vehicle described by the 

nominal base‟ or having the notion of 

„disembarkation‟. This could be a piece of 

evidence that it is beneficial for the students to 

provide further instantiations of the detected 

schema (Taraszka-Drożdż, 2020) 

The same significant finding could be 

noticed for the peripheral usage of un- in 

Table 4 in the COG‟s post-test. In the pre-test, 

the negative prefix un- in Q.1.6 holds the 

prototype meaning „the opposite of what is 

specified by the adjectival base‟ and in Q.1.16 

un- peripherally is used to mean „taking away 

what is specified by the nominal base‟. In the 

post-test, the TRAD students outperformed 

the COG students in guessing the prototype 

meaning of un- „the opposite of what is 

specified by the adjectival base and it denotes 

quality‟. However, the COG group scored 

significantly higher in guessing the peripheral 

usage of un- in Q.1.16 which means „taking 

away what is specified by the nominal base‟. 

This finding could support Taraszka-Drożdż‟s 

(2020) claim that students can recognize 

peripheral meanings in new contexts. 

In terms of retention, the statistical results 

of Q.1 2, 12, 6, and 16 illustrate that 

implementing a usage-based prototype and 

periphery approach in teaching could maintain 

the knowledge of the negative prefixes de- 

and un-. Tables 1 and 4 show in detail how 

COG students retained their knowledge about 

the prototype and peripheral meanings of de- 

and un-. In Table 1, COG students scored a 

higher average of 1.4211 in Q.1.2 in the 

delayed test compared to 1.3684 in the post-

test. Taking the average of Q1. 2 and 12 in 

general, Table 2 shows that the mean of the 

COG‟s delayed test is the same as the post. 

This statistical evidence illustrates that the 

students retained their knowledge about the 

prototype and peripheral meanings of de- 
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from the post-test to the delayed test. Deep 

processing and awareness raising of 

peripheral meanings improve retention 

(Boers, 2004). However, the TRAD faced 

deterioration in their knowledge about de- in 

the delayed test but it is not significant.  

Maintained knowledge of the prefix un- 

could be seen as well in Table 4 in the COG‟s 

delayed test. Taking prototype knowledge and 

peripheral knowledge separately, the case of 

un- in the delayed test is different from de-. 

The COG students performed better in Q.1.6 

in maintaining and improving their knowledge 

of the prototype usage of un- since the mean 

of the pos-test is 1.1053 and in the delayed 

test it is 1.3684. However, the results are not 

the same for peripheral usage since the mean, 

in Q.1. 16, is 1.4737 but in the delayed test it 

is 1.0526. Taking the average of Q1. 6 and 16 

in general together, Table 5 shows that the 

COG and TRAD groups did not deteriorate 

significantly in the delayed test. The mean 

difference between the post-test and delayed 

test for the TRAD group is 0.3115789 and the 

p-value is 0.5, for the COG group the 

difference is 0.1579 and the p-value is 0.8918.  

The significant improvement of the COG 

group in the knowledge of the prototype and 

peripheral meanings of the negative prefixes 

de- and un- could be supported further by the 

questionnaire‟s results in Table 11. In the 

COG group, students were introduced first to 

the categorization and polysemy notions in 

short (see Appendix 1, Figures 1 and 2) before 

teaching and practicing the negative prefixes. 

In Table 11, 23 COG students (60 %), in 

general (question 3, options 4 and 5), 

understood the categorization lesson in a very 

good way, yet 15 (39%) students, in general 

(question 3, options 2 and 3) faced few 

challenges in understanding the theory of 

categorization since it is new and they have 

not encountered cognitive topics before. On 

the other hand, in the TRAD group, the topics 

of homophones, allomorphs, and homonyms 

were explained before introducing the 

students to the negative prefixes, since in the 

TRAD material the former topics are 

highlighted in presenting the English negative 

prefixes. For example, students were taught to 

differentiate between the de- in deject, 

defecate, and the de- in decouple and decode. 

Table 10 presents that, 27 (71%) responses in 

general (question 3, options 4 and 5) from the 

TRAD group, understood the aforementioned 

topics in a very good way. The statistical 

results of the TRAD group revealed that 

explaining the aforementioned notions does 

not have a significant effect on students‟ 

knowledge of the extended meanings of the 

negative prefixes de- and un-. 

One of the encouraging findings of this 

paper is that teaching a diagrammatic network 

(Holme, 2009) and critical thinking-based 

activities of the negative prefixes de- and un- 

are effective. The overall statistical results of 

the one-way ANOVA test in Table 8 reveal 

that the COG group experienced significant 

gains from their pre-test to the post-test. The 

students in the COG group were exposed to 

Cognitive Grammar based activities such as 

diagrams and critical thinking such as 

matching the meanings to the right context 

(see Appendix 1 Figures 7 and 8). After being 

exposed to these exercises Table 7 displays 

that COG‟s mean score increased to 5.2105 

and the difference from the pre-test to the 

post-test, as reported in Table 9, is 2.3158 

with a p-value of 0.0001 which means the 

students experienced a significant change. 

However, the TRAD group did not change 

significantly because the statistical results in 

Table 9 show that the difference between the 

pre-test and post-test is only 0.3158 with a p-

value of 0.7. The reason for this low 

difference in the TRAD is that the students 

were not exposed to peripheral meanings and 

how these meanings compete, thus, one 

meaning is closer to the prototype and others 

are less close and more peripheral. The 

TRAD‟s students were fair at recognizing and 

finding the prototype meaning of the negative 

prefixes since they have been presented with 

only the most frequent meanings.  
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Regarding deterioration and the 

maintenance of knowledge, the 

aforementioned Cognitive-based exercise 

helped the COG group maintain the 

knowledge of polysemous meanings of the 

negative prefixes de- and un-. The results in 

Table 9 indicate that the COG group did not 

experience significant deterioration as the 

mean difference between the post-test to the 

delayed test is just 1.0526 with a p-value of 

0.0892. In the pre-test the polysemous 

meanings of un- are presented, in the post-test 

the polysemous meanings of de- are 

presented, and in the delayed test again un- is 

presented. In the post-test, the teacher did not 

use un- so as to test the students‟ 

understanding of the matching knowledge and 

recognition of the polysemous meanings. In 

other words, the teacher wanted to check 

whether the students will apply the technique 

of matching and recognizing the right 

meaning in context on other negative prefixes.  

The matching task in Figure 7 (see 

Appendix 1) was used in one 

guided/dependent task for explaining the 

polysemous meanings of the negative prefix 

un-, yet it was not used for de-. The teacher 

used the COG lessons‟ examples in the 

TRAD‟s lesson as well but did not use the 

same type of activities and depended on the 

TRAD material‟s activities as well as 

structural and form-focused tasks that are 

well-known in the mentioned departments of 

the students. The questionnaire‟s result, in 

Table 11, revealed that 18 (47%) responses 

(question 2, options 4 and 5) from the COG 

group found the tasks to be engaging yet 15 

(39%) responses found it a little bit 

demanding. Although 5 students (13%), in 

Table 11, found the COG tasks to be difficult, 

according to the promising statistical results in 

Tables 7, 8, and 9, COG students applied and 

retained the technique they learned from the 

exercises in the post-test and delayed test 

successfully.  

As could be noticed, the teacher facilitated 

the learning process of the peripheral usages 

of the negative prefixes de- and un-. The 

reason for applying this facilitated teaching 

procedure, as Wong et al., (2018) did, is that 

the polysemous nature of the other negative 

prefixes for example un- will compete with 

polysemes of de- and these interwoven 

meanings in the categorization system 

requires an implicit and explicit procedure to 

facilitate learning. In the questionnaire, 28 

(73%) responses in general (in question 1, 

responses 4 and 5) reported that the content of 

the COG lessons was interesting and creative. 

In spite of that, 10 (26 %) students of the 

COG group found the content of the COG 

lessons to be a bit challenging, 15 (39%) 

responses found the tasks to be moderately 

easy and engaging, and only 5 (14%) 

responses reported that the COG tasks are 

demanding. The teacher observed these results 

in the online sessions while teaching since the 

students have never encountered such types of 

activities before.  
The promising results of the statistical data 

about the retention of knowledge of the 
peripheral meanings of the negative prefixes 
de- and un- could support the advantage of 
implementing prototype and peripheral usage-
based teaching. The same effective results of 
teaching peripheral usage are noticed by 
Verspoor & Lowie (2003); Csábi (2004) Cho 
(2010); Tyler & Mueller (2011); Wong et al., 
(2018); and Wirag (2021). Furthermore, the 
advantages of applying prototype theory in 
teaching polysemous linguistic units are found 
in Masuda (2018). However, the main aim of 
the teaching materials in this paper, especially 
the teaching of particular peripheral meaning, 
as emphasized by Taraszka-Drozdz (2020), is 
to expose learners to a broader network of 
senses that a linguistic unit holds. Introducing 
categorization and the notion of polysemy 
may aid learners to develop a more nuanced 
and comprehensive understanding of the 
linguistic unit‟s meaning. In this way, a more 
robust mental representation of the linguistic 
unit could be created in the learner‟s mind, 
facilitating their ability to comprehend and 
use the linguistic unit in various contexts. 
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1.7 –CONCLUSIONS 

 
This research demonstrates a moderate 

commonality with previous studies, endorsing 
the efficacy of incorporating Cognitive 
Grammar insights to teach the negative 
prefixes de- and un-to Kurdish EFL college 
students. The study concludes that the 
application of cognitive-based instructions 
and activities significantly improves the 
learning of peripheral meanings associated 
with these prefixes. Moreover, the positive 
effects persist even after a four-week 
instruction period, surpassing the 
effectiveness of traditional teaching 
approaches. Consequently, the enduring 
impact of Cognitive Grammar-based material 
and activities becomes evident in the long 
term. It is noteworthy that this study is the 
first to utilize Cognitive Grammar insights in 
an online-based classroom setting. As a result, 
this paper contributes to the existing literature 
by providing empirical evidence supporting 
explicit instruction of the multiple meanings 
of de-, and un- and outlining successful 
strategies for online delivery, allowing access 
to authentic materials and extensive usage 
exposure. 
1.8- Recommendations 

The discovered results and the proposed 

instructional materials and exercises in this 

study have practical applications in teaching 

morphological aspects and vocabulary to EFL 

students. Moreover, the outcomes have the 

potential to motivate further research and EFL 

educators to adopt innovative Cognitive 

Grammar-based approache when teaching 

various language components. 

 
REFERENCES 
Achard, M. (2004). Grammatical instruction in the 

natural approach: A cognitive grammar view. In 
M. Achard & S. Niemeier (Eds.), Cognitive 
Linguistics, Second Language Acquisition, and 
Foreign Language Teaching (pp.165-194). De 
Gruyter: New York. 

Barnett, S. M., & Ceci, S. J. (2002). When and where 
do we apply what we learn?: A taxonomy for far 
transfer. Psychological Bulletin, 128(4), 612–
637 

Biber, D., Conrad, S. & Leech, G.N. (2002). Longman 
Student Grammar of Spoken and Written 
English. Harlow: Longman. 

Bielak, J. & Pawlak, M. (2013). Applying Cognitive 
Grammar in the Foreign Language Classroom: 

Teaching English Tense and Aspect. Heidelberg: 
Springer. 

Boers, F. (2004). Expanding Learners' Vocabulary 
Through Metaphor Awareness: What 
Expansion, What Learners, What Vocabulary?. 
In M. Achard & S. Niemeier (Eds.), Cognitive 
Linguistics, Second Language Acquisition, and 
Foreign Language Teaching (pp. 211-232). De 
Gruyter: New York. 

Broccias, C. (2008). Cognitive linguistic theories of 
grammar and grammar teaching. In S. De Knop, 
& T. De Rycker (Eds.), Cognitive approaches to 
pedagogical grammar (pp. 67-90). Berlin: 
Walter de Gruyter  

Brown, K. & Miller, J. (2013). The Cambridge 
Dictionary of Linguistics. Cambridge: 
Cambridge University Press. 

Cruse, A. (2006). Glossary of semantics and 
pragmatics. Edinburgh University Press. 

Cho, K. (2010). Fostering the acquisition of English 
prepositions by Japanese learners with networks 
and prototypes. In De Knop, S., Boers, F. & De 
Rycker, A. (Eds), Fostering Language Teaching 
Efficiency through Cognitive Linguistics (pp. 
257-276) De Gruyter: New York. 

Csábi, S. (2004). A Cognitive Linguistic View of 
Polysemy in English and its Implications for 
Teaching. In M. Achard, & S. Niemeier 
(Eds), Cognitive Linguistics, Second Language 
Acquisition, and Foreign Language Teaching 
(pp. 233-256). De Gruyter: New York.   

Evans, V. (2019). Cognitive Linguistics. A complete 
guide. Edinburgh: Edinburgh University Press. 

Farhady, H., Jafarpur, A. & Birjandi, P. (1994). Testing 
language skills: From Theory to 
Practice. Tehran: SAMT Publications. 

Hamawand, Z. (2009). The Semantics of English 
Negative Prefixes. Sheffield: Equinox. 

Hamawand, Z. (2011). Morphology in English: Word 
formation in cognitive grammar. Bloomsbury 
Publishing 

Hamawand, Zeki. (2016). Semantics. A cognitive 
account of linguistic meaning. Sheffield: 
Equinox. 

Holme, R. (2009). Cognitive linguistics and language 
teaching. Basingstoke: Palgrave Macmillan. 

Huddleston, R.D. & Pullum, G.K. (2002). The 
Cambridge Grammar of the English Language. 
Cambridge: Cambridge University Press. 

Ingram, D.E. (1985). Assessing proficiency: An 
overview on some aspects of testing. Modelling 
and assessing second language acquisition, 
(pp.215-276). 

Katamba, F. & Stonham, J. (2006). Morphology. 
Basingstoke: Palgrave 

Lado, R. (1961). Language Testing: The Construction 
and Use of Foreign Language Tests: A 
Teacher‟s Book. London: Longmans 

Langacker, R.W. (1987). Foundations of Cognitive 
Grammar. Stanford: Stanford University Press. 

Langacker, Ronald W. (1991). Foundations of 
cognitive grammar: Vol. 2. Descriptive 
applications. Stanford: Stanford University 
Press. 

Langacker, R.W. (1999). Grammar and 
Conceptualization. Berlin: Mouton De Gruyter 



Journal of University of Duhok., Vol. 26, No.2 (Humanities and Social Sciences), P 83-103, 2023 
 

 
97 

Langacker, R.W. (2008a). The relevance of Cognitive 
Grammar for language pedagogy. In S. De Knop 
& T. De Rycker (Eds.), Cognitive Approaches to 
Pedagogical Grammar: A Volume in Honour of 
René Dirven (pp. 7-36). De Gruyter: New York. 

Langacker, R.W. (2008b). Cognitive grammar as a 
basis for language instruction. In P. Robinson, & 
N. C. Ellis, Handbook of cognitive linguistics 
and second language acquisition, (pp. 76-98). 
Routledge: New York. 

Langacker, R.W. (2008c). Cognitive Grammar. A basic 
introduction. Oxford: Oxford University Press.  

Langacker, R.W. (2013). Essentials of cognitive 
grammar. Oxford University Press. 

Littlemore, J. (2009). Applying cognitive linguistics to 
second language learning and teaching. 
Palgrave Macmillan: New York. 

Masuda, K. (2018). Cognitive Linguistics and Japanese 
Pedagogy: A Usage-Based Approach to 
Language Learning and Instruction. De 
Gruyter: Berlin.  

Plag, I. (2003). Word-Formation in English (2nd ed.). 
Cambridge University Press 

Queller, K. (2001). A usage-based approach to 
modeling and teaching the phrasal lexicon. In 
Applied cognitive linguistics, 2, pp.55-83. 

Quirk, R., Greenbaum, S., Leech, G. & Svartvik, J. 
(1985). A Comprehensive grammar of the 
English language. London: Longman. 

Rosch, E. & Mervis, C.B. (1975). Family 
resemblances: Studies in the internal structure of 
categories. Cognitive psychology, 7(4), pp.573-
605. 

Rosch, Eleanor. (1977). Human categorization. In N. 
Warren (Ed.) Studies in Cross-Cultural 
Psychology 1, pp.3-49. 

Rosch, Eleanor. (1978). Principles of categorisation. In 
E. Rosch & B. B. LIoyd (Eds) Cognition and 
Categorisation, (pp.27-48). 

Taraszka-Drożdż, B. (2020). The Cognitive Grammar 
View of Lexical Polysemy and Its Application in 
Foreign Language Pedagogy. In Second 

language learning and teaching (pp.67-83). 
Springer: Switzerland. 

 Tyler, A. & Evans, V. (2004). Applying cognitive 
linguistics to pedagogical grammar: The case of 
over. In M. Achard & S. Niemeier 
(Eds.), Cognitive Linguistics, Second Language 
Acquisition, and Foreign Language Teaching, 
(pp.257-280). 

Tyler, A., Mueller, C., & Ho, V.B. (2011). Applying 
Cognitive Linguistics to Learning the Semantics 
of English to, for and at: An Experimental 
Investigation. Vigo International Journal of 
Applied Linguistics, 8, pp.180-205. 

Tyler, A. (2012). Cognitive Linguistics and Second 
Language Learning: Theoretical Basics and 
Experimental Evidence. Routledge: New York 
and London. 

Verspoor, M. & Lowie, W., (2003). Making sense of 
polysemous words. Language learning, 53(3), 
pp.547-586. 

Verspoor, M. H., & Huong, N. T. (2008). Cognitive 
grammar and teaching English articles to Asian 
students. In Du fait grammatical au fait 
cognitif (pp. 249-268). Presses Universitaires de 
Bordeaux. 

Wirag, A. (2021). The Construction and Efficiency of 
Prototype Definitions for the EFL Learner's 
Dictionary: An Empirical Study in Applied 
Cognitive Linguistics. WVT Wissenschaftlicher 
Verlag Trier. 

Wirag, A., Li, Y. & Zhang, B. (2022). Applying 
cognitive linguistics to foreign language 
teaching and learning: Addressing current 
research challenges. Cognitive Linguistic 
Studies, 9(2), pp.185-201. 

Winters, M.E. & Nathan, G.S. (2020). Cognitive 
linguistics for linguists. Springer: Berlin. 

Wong, M.H.I., Zhao, H. & MacWhinney, B. (2018). A 
cognitive linguistics application for second 
language pedagogy: The English preposition 
tutor. Language Learning, 68(2), pp.438-468.

 
 
 

 



Journal of University of Duhok., Vol. 26, No.2 (Humanities and Social Sciences), P 83-103, 2023 
 

 

98 

Appendices 

Appendix 1 

Cognitive Material  

 

 

 

 

 

 
 
 
 
 
 
 
 
 
 

Fig. (2): Introduction to polysemy Fig. (1): Introduction to categorization 

Fig. (3): the prototype meanings of the negative prefix de- Fig. (4): the peripheral meanings of the negative prefix de- 
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Fig. (5): the prototype meanings of the negative prefix un- Fig. (6): the peripheral meanings of the negative prefix un- 

Fig. (7): Labeling meanings-dependent task for a categorization lesson 

meanings of the negative prefix un- 

Fig. (8): diagram of categorizing meanings with full answer-dependent 

task for a categorization lesson 
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Appendix 2 

Traditional Material 

 

 

 

 
 
 
 

 
 
 

Fig. (9): Independent task to practice the polysemous meanings of un-. 

Fig. (11): Traditional independent task to practice and memorize de- 

Fig. (10): Traditional grammatical and semantic features of de- 
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Fig. (12): Traditional grammatical and semantic features of un- 

Fig. (13): Traditional grammatical and semantic features of un- 

Fig. (14): A task to practice some rules about un- 
Fig. (15): answers for the previous task in Figure 14 about un- 
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Appendix 3 

Pre-test 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

Fig. (16): pre-test-prototype meaning of de- Fig. (17): pre-test-peripheral meaning of de- 

Fig.(18): pre-test-prototype meaning of un- Fig. (19): pre-test-peripheral meaning of un- 

Fig. (20): pre-test-labeling the polysemous meanings of un- for the suitable context. 
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 پوختە
ةۆ  un- و de- فێرکردُی پێشگرە ُّرێِییّکاُی ئیِگيیزیئّم حٔێژیِّوەیّ ڕۆشِایێکی ُٔێ دەخاحّ شّر 

حٔێژیِّوەکّ دوو  ةۆ ئّم کارە، کە خوازیاری فێربوونی زمانی ئینگلیزین وەکو زمانێکی بیانی. كٔحاةیاُی کٔرد
ىّ ڕێٍِاییّکاُیدا شُّگ دەکات کّ ةریخیَ ىّ ُّریخی و ٌۆدێرن. پێداگۆگیکی  (شیاندن) ٌۆدێيی پیداگۆگیک

حّخج دەکات ىّشّر شێٔازەڕوخصار وە پشج دەةّشخێج ةّ دووةارەکردُّوە. پێداگۆگیکی ٌۆدێرن ُّریخی 
کّ ىّ ڕێزٌاُی گۆگِّحڤّوە وەرگیراوە، کّ حّخج دەکاحّوە ىّشّر ٌاُا حۆراوحۆرەکاُی یّکّی زٌاُّواُی ىّ 

ىّشّر ةٌِّای ئٌّّش،  حٔێژیِّوەکّ حیشک دەخاحّ شّر شٔودی فرەٌاُا ىّ ڕێزٌاُدا.  پۆىێِێکی یّکگرحٔودا.
پێشگرێکی ُّرێِی دەوحرێج کّ حۆڕێکی فرەٌاُایی ّْیّ و حُّٓا ئّرکێکی ٌۆرفۆىۆژی ُییّ. ئاٌاُخّ 
پراکخیکیّکّی ةریخییّ ىّ حێتّحێکردُی ڕێتازێکی ڕێزٌاُی کۆگِّحڤ ةۆ ٍُٔوُّیتِّرەحی و فرەواحا ىّ 

ئۆُلایِدا. حٔێژیِّوەکّ ةّو ئُّخاٌّ دەگا کّ واُّوحِّوە ىّ پۆىێکی -un  و -de  فێرکردُی پێشگرەکاُی ُّرێِی
شێٔازەڕوخصاراُّ وە  ىّ ڕێگّی ڕێتازێکی کۆگِّحڤ ىّشّر ةٌِّای ٌاُا کاریگّرحرە ىّ ڕێتازی ُّریخی 

 دەحٔاُرێج حاكیکردُّوەکّ ةّ شّرکّوحٔویی ىّشّر واُّیّکی ئۆُلایِدا پێشکّش ةکرێج.
 

ثڤ، ڕێبازی هىریجی، همووهىیبوىرەثی وە فرەماهایی ، پێشگرە هىرێوییىکان ، ڕێزماهی کۆگوى ووشّ شّرەکییّکان:
 کە خوازیاری فێربوونی زمانی ئینگلیزین وەکو زمانێکی بیانی. فێربووهی ئۆهلاین، قوثابیاهی کورد

 
 اىخلاصث

-deٗصيط ْذا اىتحد ضٔءاً حدٗداً عيٕ حعيً٘ اىتادئات اىِاف٘ث   فٖ اىيغث الإُخي٘زٗث ىيطلاب -unو   
اىٍخعيٍَ٘ اىيغث الإُخي٘زٗث نيغث أحِت٘ث. وىيل٘ام ةذىم، حزن اىدراشث ٍُٔذحَ٘ حرةَٔٗ٘ فٖ حعيٍٍ٘ٓا:  اىهٔرد

أحدٍْا حلي٘دي والاخر حدٗد. ف٘رنز اىٍِٔذج اىخرةٔي اىخلي٘دي عيٕ اىخهَٔٗ اىِحٔي ىيغث وٗعخٍد عيٕ اىخهرار. 
ٗد، اىٍصخٔحٕ ٌَ ٌتادئ اىِحٔ اىعرفِٖ ىيغث، فٓٔ ٗرنز عيٕ اىٍعِٕ، وٗؤند عيٕ ان اٌا اىٍِٔذج اىخرةٔي اىحد

. ح٘د حصيط اىدراشث اىضٔء عيٕ فائدة حعدد اىٍعاُٖ فٖ فٖ حصِ٘ف ٌٔحداىٍعاُٖ اىٍخخيفث ىئحدة اىيغٔٗث 
ف٘ث فحصب واٍُا شتهث حعيً٘ اىلٔاعد اىيغٔٗث. وةِاءً عيٕ ذىم، اُفخٌرضَ عيٕ اُّ ى٘س ىيتادئث اىِاف٘ث وظ٘فث صر

 اىٍِٔذج الاصيٌَٖ اىٍعاُٖ اىٍخعددة. وىٓذا فأن اىٓدف اىعٍيٖ ىيتحد ْٔ حطت٘ق ُظرٗات اىِحٔ اىعرفِٖ فٖ 
-deوٌخعددة اىٍعاُٖ فٖ حعيً٘ اىتادئات اىِاف٘ث  فٖ فصو دراشٖ عتر الاُخرُج. وٗصخِخج اىتحد ةأن  -unو   

ثر فعاى٘ث ٌَ اىٍِٔذج اىخرةٔي اىخلي٘دي اىذي ٗرنز عيٕ اىخهَٔٗ اىِحٔي اىخعيً٘ اشخِاداً ىلٔاعد اىِحٔ اىعرفِٖ ان
 واُّ ٌَ اىٍٍهَ ان ٗخً حِف٘ذ اىخخرةث ةِخاح عتر الاُخرُج.
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