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Abstract

This study investigates the impact of explicit morphological instruction (EMI) of affixes on Vietnamese EFL students’ ability to infer word
meaning and identify word class while reading. A quasi-experimental design was employed with 60 students (aged 14–17, B1 level) at a private
English center, divided into an experimental group (n = 30) and a control group (n = 30). Both groups completed a pre-test and post-test
measuring word-meaning inference and word-class identification; the experimental group received six weeks of EMI targeting prefixes and
suffixes, while the control group followed traditional instruction (rote memorization and textbook-based instruction). A 17-item Likert-scale
questionnaire (Cronbach’s α = 0.70–0.87) and a classroom observation checklist provided supplementary evidence. Results showed no
baseline difference between groups (p > 0.05), but after the intervention the experimental group significantly outperformed the control group
in both inferring word meaning (M = 3.58 vs. M = 2.19, t(58) = 7.20, p < 0.001) and identifying word class (M = 4.42 vs. M = 3.54,
t(58) = 4.89, p < 0.001). Questionnaire results further indicated strongly positive student perceptions of morphological awareness across
cognitive, affective, and behavior dimensions. The findings support explicit affix instruction as an effective strategy for improving vocabulary
inferencing and reading comprehension among Vietnamese EFL learners in private-center settings.

Keywords: morphological awareness; affixes; explicit morphological instruction; word meaning inference; word class identification; Vietnamese
EFL learners.

Introduction

Reading comprehension requires learners not only
to recognize words but also to construct meaning
from texts, and vocabulary remains a major obstacle
for Vietnamese EFL learners in this process. When
students encounter an unfamiliar word derived from
a known base through a prefix or suffix, for example,
helpful, helpless, or unhelpfully from help, they often
struggle to infer its meaning or grammatical category,
especially where instruction has traditionally empha-
sized memorization and repetition of individual lexical
items rather than the internal structure of words [1].

Morphological awareness (MA), is the learners’
ability to recognize, analyze, and manipulate the
meaningful components of words, offers a substantial
strategy to learn vocabulary and deal with reading
tasks. Affixes provide systematic clues to both mean-
ing (e.g., un-, re-, dis-) and grammatical class (e.g.,
-ness, -tion, -able, -ly), potentially allowing learners to
move beyond rote memorization toward independent

word-processing strategies. Prior research supports
the value of MA for vocabulary development [2–4]
and reading achievement [5]. However, explicit mor-
phological instruction (EMI) remains underexplored in
Vietnamese EFL contexts, particularly within private
English-language centers, where the learning pace,
parental expectations, and curriculum control differ
from public schools.

This study addresses that gap by examining
whether EMI targeting affixes improves Vietnamese
EFL students’ ability to infer word meaning and
identify word class in reading, and how students
perceive the usefulness of this instruction. Three
research questions guided the study:

• RQ1: To what extent does morphological aware-
ness of affixes improve Vietnamese EFL students’
ability to infer word meanings in reading?

• RQ2: To what extent does morphological aware-
ness of affixes improve students’ ability to accu-
rately identify word classes in reading?
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• RQ3: What are Vietnamese EFL students’ per-
ceptions and attitudes towards the usefulness of
morphological awareness in supporting reading
comprehension?

Literature Review

Morphology, Morphemes, and Affixes

Morphology is the sub-discipline of linguistics con-
cerned with word-internal structure and the rules
governing how morphemes (the smallest meaningful
units of language) combine to form words [6, 7].
Morphemes are typically classified as free (able to
stand alone, e.g., eat) or bound (dependent forms that
must attach to a base, e.g., -ing), and within bound
morphemes, as affixes attached before a base (prefixes)
or after it (suffixes) [8]. A further functional distinction
separates inflectional affixes, which mark grammatical
features such as tense or number without changing
word class (e.g., -ed, -s), from derivational affixes, which
form new words and frequently change meaning
and/or grammatical category (e.g., -ness, -tion, un-
) [9].

Prefixes in English predominantly modify mean-
ing (negation, degree, time, location) while largely
preserving the base’s word class, for example, re- in
redo keeps the verb category while shifting meaning
to repetition [7]. A smaller set of “class-changing”
prefixes (e.g., a-, be-, en-) does alter word class [10].
Suffixes, in contrast, more frequently determine or
change grammatical category: nominal suffixes (-ness, -
tion, -ment), verbal suffixes (-ify, -ize), adjectival suffixes
(-able, -ful, -less), and adverbial suffixes (-ly, -wise)
each signal a distinct word class, with the outermost
suffix in multi-affixed words typically determining the
final category [11–13]. This systematic, rule-governed
relationship between affix form and both meaning and
grammatical function is what makes affixes a plausible
resource for inferencing during reading—the central
construct examined in this study.

Reading Comprehension and Vocabulary Knowledge

Reading comprehension is widely conceptualized
as the construction of a mental representation of
a text through the interaction of reader, text, and
purpose [14–16]. Scarborough’s reading-rope model
[17] frames skilled reading as the integration of
two strand bundles: word recognition (phonological
awareness, decoding, sight recognition) and language
comprehension (background knowledge, vocabulary,
language structures, verbal reasoning, literacy knowl-
edge). Vocabulary knowledge sits at the intersection of
both bundles, supporting accurate word identification
and higher-level meaning construction alike.

Vocabulary knowledge itself is commonly described
along two dimensions, vocabulary breadth (how many
words a learner knows) and vocabulary depth (how
well they know each word’s meanings, forms, and

relations) [18]. Vocabulary breadth has been shown
to explain a substantial share of variance in reading
performance [19], and learners typically need mastery
of several thousand high-frequency words to read flu-
ently at intermediate-to-advanced levels [20]. Because
breadth and depth are closely related, instruction that
develops one dimension plausibly supports the other
[18, 21].

Morphological Awareness and Explicit Morphologi-
cal Instruction

Morphological awareness (MA) is learners’ ability
to recognize, analyze, and manipulate morphemes
and to apply this knowledge when interpreting or
producing morphologically complex words [22, 23].
Tyler and Nagy [24] distinguish three components
of MA: relational knowledge (recognizing links be-
tween a word and its morphological relatives, e.g.,
love–lover–lovable), syntactic knowledge (understanding
how affixes change a word’s grammatical role), and
distributional knowledge (understanding which affixes
can attach to which bases, e.g., -ness attaches to
adjectives but not verbs).

MA supports vocabulary growth through mech-
anisms such as semantic transparency—recognizing
that morphologically related words (e.g., telephone,
television, telescope) share meaning components, which
Tyler and Nagy [24] estimate applies to roughly
60% of unfamiliar words encountered by secondary
students—and phonological support, since affixation
often shifts stress patterns in predictable ways [25]. For
reading specifically, Giazitzidou et al. [26] identify two
pathways through which MA operates: a decoding
pathway, in which recognizing familiar morphemes
speeds up word reading and frees working memory
for comprehension, and a meaning pathway, in which
morphological analysis supports inferencing of un-
familiar words. Empirically, MA has been shown to
predict reading comprehension even after controlling
vocabulary knowledge and word-reading ability [27],
with consistent effects reported across age groups
from early childhood through university [27, 28].

Because MA does not develop automatically from
incidental exposure, several scholars advocate explicit
morphological instruction (EMI), which is a direct,
structured teaching of affix meaning and function,
modeled on general explicit-instruction principles
of review, clear presentation, guided practice with
feedback, and independent practice [29, 30]. Goodwin
and Ahn [31] and Hennenfent et al. [30] report that
EMI improves not only morphological knowledge but
also word reading speed, spelling, vocabulary growth,
and reading comprehension.

Morphological Awareness Among Vietnamese EFL
Learners

Evidence from Vietnamese contexts shows both
promise and difficulty. On the positive side, quasi-
experimental interventions with Vietnamese sec-
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ondary and university students report significant gains
in vocabulary application and reading-related perfor-
mance following EMI [25], alongside generally positive
learner and teacher attitudes toward morphology
instruction [32].

However, several challenges are also documented.
Structurally, Vietnamese is a monosyllabic, isolating
language with minimal inflection, which can produce
negative transfer and make English’s rich derivational
morphology feel unfamiliar and effortful to process
[33]. Academically, morphology is not taught enough.
The studies show that Vietnamese students, and even
English majors how only moderate morphological
awareness (around 65%) [4], and that morphology
is often treated as a fragmented add-on rather than
a systematic component of the curriculum [32, 34].
Psychologically, the sheer number of affixes and the
context-dependence of their meanings can increase
cognitive load and push learners toward rote memo-
rization rather than structural analysis [4].

Previous Studies and Research Gap

Previous research establishes that MA contributes
meaningfully to vocabulary development and reading
achievement [2–5], and that Vietnamese learners can
benefit from and generally respond positively to
EMI [25, 32]. However, relatively few studies explore
the specific effect of affix-focused EMI on the two
reading subskills of word-meaning inference and
word-class identification, as opposed to broader vo-
cabulary or comprehension outcomes. Moreover, this
evidence base remains concentrated in school settings,
while that of immediate learners in English language
centers where curriculum pacing and instructional
autonomy are different from public schools are un-
derstudied. The present study addresses this gap
through a quasi-experimental pre-test–post-test design
examining whether six weeks of affix-focused EMI
improves Vietnamese EFL students’ ability to infer
word meaning and identify word class while reading,
and a questionnaire on students’ perceptions of the
intervention.

Theoretical Framework

The theoretical framework integrates morphological
awareness, morphological processing, and reading
comprehension. It proposes that knowledge of affixes
provides learners with semantic and grammatical
information when processing unfamiliar words. Pre-
fixes mainly contribute to meaning, while derivational
suffixes often signal word class.

Based on this framework, explicit morphological
instruction (EMI) was established as the independent
variable, while word-meaning inference and word-
class identification were the two main dependent
variables. The meaning pathway of morphological
awareness supports the prediction that affix knowl-
edge can help learners infer unfamiliar word mean-

ings, whereas syntactic and distributional knowledge
provides a basis for identifying word classes.

Accordingly, the study hypothesized that EMI
would improve students’ ability to infer word mean-
ings (H1) and identify word classes (H2). The CAP
framework was additionally used to examine students’
cognitive, affective, and behavioral perceptions of
applying morphological knowledge in reading. Thus,
the framework guided the selection of variables, the
intervention content, the research hypotheses, and the
interpretation of the findings.

Methodology

Design

A quasi-experimental, mixed-methods design was
used with two intact groups (non-random assign-
ment), consistent with classroom-based research con-
straints.

Participants and Setting

Sixty Vietnamese EFL students (aged 14–17, B1 level,
working toward IELTS 4.5–5.0) at a private English
center were divided into an experimental group (n =
30, six weeks of EMI) and a control group (n = 30,
textbook-based and rote memorization).

Instruments

Vocabulary and reading tests (pre-test/post-test): mea-
sured students’ ability to infer word meaning and
identify word class from affixed vocabulary in context.
The number of test items is 30 questions, with the
score range was from 0 to 10. However, when the
participants took part in the test, the score range of
pre-test was from 2.67 to 8.33, meanwhile, that of
post-test varied from 3.33 to 10. The item format for
the two tests was relatively the same, with the tests
being divided into 4 parts: Part 1: Word Meaning
inference at the sentence level (Multiple choice), Part 2:
Word Classification identification at the sentence level
(Multiple choice), Part 3: Word Classification identifi-
cation at the sentence level (Fill-in-the-blank), and Part
4: Word Meaning inference and Word Classification
identification at the text level (Multiple choice).

The test content was judged based on these follow-
ing criteria: clarity of instruction, appropriateness for
level B1 students and level of difficulty. Revision was
made according to their constructive feedback before
conducting the tests to the students. The scoring and
analytical procedures for the instruments have also
been clarified. We have also noticed a lack of reliability
coefficients and normality analysis for both pre- and
post-test, so we have added another table to fully
demonstrate this.

17-item Likert-scale questionnaire (three themes A:
overall MA, B: word meaning inference, C: word
class identification), administered post-intervention;
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internal consistency was acceptable to good (Theme
A α = 0.867; Theme B α = 0.819; Theme C α = 0.700).
This is measured by 5-point Likert scale (1: Strongly
disagree, 2: Disagree, 3: Neutral, 4: Agree, 5: Strongly
Agree). The CAP scale was adapted with specific
modifications to reflect students’ metalinguistic aware-
ness (MA), vocabulary knowledge, ability to infer
word meaning, and ability to identify word class at
the Intermediate level. This adaptation was under-
taken primarily to obtain measurable and pertinent
data capable of adequately addressing the research
questions and the overarching research topic. Each
section adheres to a consistent structure, progressing
from Cognitive Learning, wherein students assess
their own understanding of specific aspects of MA,
including roots, prefixes, suffixes, their meanings,
and corresponding word class, to Affective Learning,
which investigates whether students have developed
greater confidence and a more positive attitude toward
their existed morphological knowledge, together with
their readiness to infer meaning and word class inde-
pendently. The final component, Behavior Learning,
addresses the extent to which students apply this
morphological knowledge to practical reading tasks.

To ensure comprehensive understanding, the ques-
tionnaire, though originally composed in English, was
translated into Vietnamese. This translation enabled
students to fully comprehend each item and provide
honest, subjective self-evaluations following EMI in-
struction, thereby further enhancing the validity and
reliability of the study.

Procedure

Both groups completed the pre-test in Week 1. The
experimental group received six weeks of EMI (explicit
teaching of common prefixes/suffixes, guided practice
inferring meaning and class from affixed words, em-
bedded reading tasks). The control group continued
regular textbook-based vocabulary instruction, and
teacher encouraged rote memorization among the con-
trol group and they faced the same unit and reading
text as the control group. Both groups completed
the post-test and, for the experimental group, the
questionnaire, at the end of the intervention.

Ethical Considerations

This study was conducted with careful attention
to ethical standards. Before data collection process,
permission was obtained from the VMG English
Center, and consent forms were obtained from the
students’ parents. Participants were informed about
the study’s purpose and procedures, and their par-
ticipation was completely voluntary. They were also
told they could withdraw from the study at any time
without facing any criticism and threatening behaviors
from teachers. To protect participants’ privacy, no
personal information was collected; data were coded
and reported only in combined, anonymous form. All

Figure 1: Overall research design and procedure.

information was used solely for academic research and
was kept strictly confidential throughout the study.

Data Analysis

Descriptive statistics, independent-samples t-tests
(between-group comparisons), and paired-samples
t-tests (within-group pre–post comparisons) were
computed in SPSS.

The quantitative analysis of the data collected from
the pre-test and post-test was conducted to investigate
the impact of Morphological Analysis (MA) instruction
through EMI on students’ reading comprehension
level. The performance of students in both groups
was summarized using descriptive statistics, which
included mean (M), standard deviation (SA), and gain
scores. SPSS was employed to perform the appro-
priate inferential statistical tests in order determine
whether there were significant differences between
the experimental and control groups. The initial
comparability of the two groups was determined by
examining the pre-test results. Subsequently, the post-
test results were compared to identify changes in
reading comprehension that occurred after the six-
week intervention. The statistical significance level
was established at p < 0.05, and t > 1.96.

Results

Normality Analysis

The normality of the pre-test and post-test scores
was assessed using the Shapiro–Wilk test. As the
sample size of each group was 30, the Shapiro–Wilk
test was considered appropriate for evaluating the
normality assumption. For the control group, the pre-
test scores were normally distributed, W(30) = 0.957,
p = 0.260, and the post-test scores were also normally
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Table 1: Tests of Normality for (Control Group).

CONTROL GROUP Kolmogorov–Smirnova Shapiro–Wilk

Statistic df Sig. Statistic df Sig.

Pre-test scores 0.104 30 0.200∗ 0.957 30 0.260
Post-test scores 0.137 30 0.156 0.964 30 0.397
∗This is a lower bound of the true significance. aLilliefors Significance Correction.

Table 2: Tests of Normality (Experimental Group).

EXPERIMENTAL GROUP Kolmogorov–Smirnova Shapiro–Wilk

Statistic df Sig. Statistic df Sig.

Pre-test scores 0.095 30 0.200∗ 0.958 30 0.279
Post-test scores 0.135 30 0.175 0.965 30 0.408
∗This is a lower bound of the true significance. aLilliefors significance correction.

distributed, W(30) = 0.964, p = 0.397. Similarly, for
the experimental group, the pre-test scores showed a
normal distribution, W(30) = 0.958, p = 0.279, while
the post-test scores were also normally distributed,
W(30) = 0.965, p = 0.408. Since all significance
values were greater than 0.05, there was no statistically
significant evidence of departure from normality.
Therefore, the normality assumption was satisfied for
all four sets of scores, supporting the use of parametric
tests in the subsequent analyses.

Baseline Equivalence

Independent-samples t-tests confirmed no significant
pre-test differences between groups in word-meaning
inference (control M = 1.97, SD = 0.86; experimental
M = 1.81, SD = 0.87; t(58) = 0.69, p = 0.491) or
word-class identification (control M = 3.20, SD =
0.67; experimental M = 3.23, SD = 0.71; t(58) =
−0.19, p = 0.853), establishing comparable starting
points.

Paired-samples t-tests showed that the control
group made no significant improvement in word-
meaning inference, increasing from M = 1.97 (SD =
0.86) to M = 2.19 (SD = 0.71), t(29) = 1.933,
p = 0.063, although a significant improvement was
observed in word-class identification, from M = 3.20
(SD = 0.67) to M = 3.54 (SD = 0.81), t(29) =
3.839, p < 0.001. In contrast, the experimental group
demonstrated significant gains in both word-meaning
inference, from M = 1.81 (SD = 0.87) to M = 3.58
(SD = 0.78), t(29) = 14.012, p < 0.001, and word-class
identification, from M = 3.23 (SD = 0.71) to M = 4.42
(SD = 0.56), t(29) = 11.242, p < 0.001. These findings
suggest that while traditional instruction improved
word-class identification, EMI produced significant
improvements in both word-meaning inference and
word-class identification.

Between-Group Comparison

To establish baseline homogeneity between the control
and experimental groups prior to the intervention, an
independent-samples t-test was conducted on the pre-
test scores. As presented in Table 4, there were no

statistically significant differences between the two
groups in either component. Specifically, for word
meaning inference, the control group (M = 1.97, SD =
0.86) and the experimental group (M = 1.81, SD =
0.87) performed similarly, t(58) = −0.693, p = 0.491
(p > 0.05). Likewise, for word class identification, the
pre-test mean scores of the control group (M = 3.20,
SD = 0.67) and the experimental group (M = 3.23,
SD = 0.71) showed no significant variation, t(58) =
−0.186, p = 0.853 (p > 0.05). These results confirm
that both groups possessed an equivalent level of
morphological awareness and reading skills before
the EMI intervention commenced.

An independent-samples t-test was conducted to
compare the post-test performances of the control
and experimental groups across both components.
As presented in Table 5, the experimental group
significantly outperformed the control group in both
inferring word meaning and identifying word class
following the intervention.

Specifically, for inferring word meaning, students
in the experimental group achieved a substantially
higher mean score (M = 3.58, SD = 0.78) than those
in the control group (M = 2.19, SD = 0.71). This
difference was statistically highly significant, t(58) =
7.196, p < 0.001.

Similarly, about identifying word class, the exper-
imental group demonstrated superior performance
(M = 4.42, SD = 0.56) compared to the control
group (M = 3.54, SD = 0.81), with the difference
also showing statistical significance, t(58) = 4.887,
p < 0.001.

These post-test results provide strong evidence to
reject null hypotheses H01 and H02 , thereby confirming
H1 and H2. It can be concluded that explicit morpho-
logical instruction (EMI) exerted a significant positive
impact on enhancing both the word-meaning inference
and word-class identification skills of ESL learners.

Student Perceptions

Questionnaire results indicated strongly positive per-
ceptions across all three themes (mean item scores
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Table 3: Pre-test and post-test performance by group.

Group Component Pre-test M (SD) Post-test M (SD) t (d f = 29) p

Control Word meaning 1.97 (0.86) 2.19 (0.71) 1.93 0.063
Control Word class 3.20 (0.67) 3.54 (0.81) 3.84 < 0.001
Experimental Word meaning 1.81 (0.87) 3.58 (0.78) 14.01 < 0.001
Experimental Word class 3.23 (0.71) 4.42 (0.56) 11.24 < 0.001

Table 4: Independent-samples t-test of pre-test scores.

Test component Control M (SD) Experimental M (SD) t (d f = 58) p

Word-meaning inference 1.97 (0.86) 1.81 (0.87) −0.693 0.491
Word-class identification 3.20 (0.67) 3.23 (0.71) 0.186 0.853

Table 5: Independent-samples t-test of post-test scores.

Measure Control M (SD) Experimental M (SD) t (d f = 58) p

Word-meaning inference 2.19 (0.71) 3.58 (0.78) 7.20 < 0.001
Word-class identification 3.54 (0.81) 4.42 (0.56) 4.89 < 0.001

Table 6: Results of the questionnaire.

Theme Item M Interpretation

A (Overall morphological
awareness)

Word formation understanding 4.43 Very high

Common affix understanding 4.53 Very high

Morpheme understanding 4.20 High

Word relation understanding 4.13 High

Confidence with complex word 3.87 High

Affix application to understand-
ing new word

4.33 High

Application in reading texts 3.67 High

Improved reading speed thanks
to word formation knowledge

3.77 High

B (Word Meaning Inference) Improved overall word inference
skill

4.47 Very high

Do not immediately need
dictionary

3.40 Moderate

Simplification of words in
reading

3.53 High

Combination of affix knowledge
and context

3.87 High

Check of the appropriateness of
inferred word to context

3.67 High

C (Word Class Identifica-
tion)

Improved word class understand-
ing

4.77 Very high

Improved the relationship
between affix and word class

4.43 Very high

Confidence with identifying word
class of a difficult word

4.50 Very high

Improved frequency of using
affix knowledge to word
identification

4.37 Very high

3.40–4.77 on a 5-point scale). Theme C (about im-
provement on word class identification) showed the
strongest agreement (M = 4.37–4.77), followed by
Theme A (improvement on overall MA, M = 3.67–
4.53); Theme B (word meaning inference) showed
somewhat more variation (M = 3.40–4.47) but re-

mained above the scale midpoint.

Analyzed through a Cognitive–Affective–
Psychomotor (CAP) lens, most students reported
that from a cognitive perspective, affix knowledge
is useful for inferring the meanings of unfamiliar
words and identifying their word classes and most
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students show their understanding of word formation,
common affix, word relations and recorded their vast
improvement on such reading subskills.

From an affective perspective, most students re-
ported more confidence and lower anxiety when
dealing with unfamiliar or morphologically complex
vocabulary, they also noticed that reading texts had
become more simplified and their reading speed had
improved, However, due to only 6-week exposure,
several reported that they still had not gained enough
confidence and comfort when facing the similar situa-
tion, causing them to partially rely on dictionary when
reading (with no immediate dictionary consultation
being the lowest of theme B), and some students still
illustrated that their MA had not helped them to
simplify the reading texts and enhance their speed.
However, these factors indicate that MA has generally
reduced students’ reliance on immediate translation,
memorization, or dictionary consultation and for this
effect to be more profound for more students, frequent
exposure to different affixes with longer intervention
period is needed for future research.

From a behavioral perspective, students reported
actively applying morphological strategies by breaking
complex words into prefixes, bases, and suffixes. Thus,
morphological awareness appeared to function not
only as theoretical knowledge but also as a practical
strategy that students could apply when processing
unfamiliar vocabulary. Overall, the findings indicate
positive student perceptions of the usefulness of
morphological awareness across cognitive, affective,
and behavioral dimensions, supporting its potential
role in improving reading-related vocabulary process-
ing. These results are also consistent with previous
research in the Vietnamese EFL context [25].

Discussion

The findings demonstrate that explicit instruction
in affixes meaningfully improves Vietnamese EFL
students’ ability to infer word meaning and identify
word class, two skills central to independent reading
comprehension. Unlike the control group, whose gains
were minimal (word meaning) or modest (word class),
the experimental group’s large, statistically significant
improvements suggest that morphological structure,
when made explicit, gives learners a transferable
strategy rather than isolated vocabulary knowledge.

This pattern aligns with Scarborough’s reading-
rope model, in which morphological knowledge
supports both the word-recognition and language-
comprehension strands of skilled reading. It also ex-
tends prior evidence on MA and vocabulary/reading
outcomes [2, 5] into an underrepresented setting,
which is the Vietnamese private-center EFL classroom
where curriculum control and instructional pacing
differ from public schools.

The test and questionnaire results pointed in the
same direction, which provides complementary evi-
dence for the findings. Students not only demonstrated

improved performance on the tests but also reported
that they found affix analysis useful, felt more confi-
dent in using morphological knowledge, and applied
the strategy in reading tasks. The consistency be-
tween students’ actual performance and their reported
perceptions suggests that the positive perceptions
of the instruction were accompanied by measurable
learning gains. Thus, the findings do not simply reflect
students’ positive attitudes toward the lessons without
corresponding evidence of improvement.

Despite these findings, the study has several limita-
tions. First, participants were not randomly assigned to
the experimental and control groups because the study
used existing classes. Second, the intervention lasted
only six weeks, and no follow-up test was conducted
after the intervention. Therefore, it remains unclear
whether the learning gains will be maintained over
a longer period. Third, the study was conducted at
only one English language center, which limits the
generalizability of the findings to other educational
settings. Future research could address these limita-
tions by conducting follow-up assessments to examine
the long-term retention of morphological knowledge,
recruiting participants from multiple English language
centers, and comparing learners at different levels of
English proficiency.

Conclusion and Implications

This study provides evidence that explicit morpho-
logical instruction in affixes significantly improves
Vietnamese EFL students’ ability to infer word mean-
ing and identify word class in reading, and fosters
positive learner perceptions of the strategy’s cognitive,
affective, and practical value. Pedagogically, private
English centers and classroom teachers can integrate
short, systematic affix-focused instruction into existing
textbook-based curricula without requiring additional
materials or class time. Methodologically, the study
underscores the value of combining outcome measures
with perception and observation data to build converg-
ing evidence for vocabulary-instruction interventions
in under-researched private-center context.
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