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Designing the vocabulary programme of a course is similar to most exam-
ples of language course design. In addition to considering the situation in
which the course occurs, it is necessary o decide what vocabulary will be
selected for teaching, how it will be sequenced, and how it will be pre-
sented. In this review of vocabulary pedagogy, we will fiest look at these
aspects of selection, sequencing, and presentation, and then explore in
more detail two issues that have hecome a focus of receat research,
namely, incorporaring vocabulary development into communicative ac-
tivities, and improving learners’ access 10 vocabutary that has already

been partly learned.

Selection

There has been a long tradition of cesearch into what vocabulary will
provide the best return for learning. The majority of these pieces of
research have been frequency counts, which have provided lisss of the
most frequent and widely used words of a language. Particularly for the
carly stages of learning a language, these studies have provided very
vatuable information. The often repeated finding of frequency counts has
been that the most frequent 2,000 headwords account for at least 85% of
the words on any page of any book no matter what the subject matter.
The same words give an even greater Coverage of spoken language.
Focusing learners’ atcention on the high-frequency words of the language
gives a very good return for learning effort.

Frequency and range, however, have not bezn the only factors that have
guided the principled selection of vocabulary for teaching. Other factors
‘nclude the ability ro combine with other words, the ability to help define
other words, the ability to replace other words, and other factors related
o association and availability. These factors and others have been
brought rogether in the notion of a ‘core vocabulary’ (Carter, 1986,
1987). West (1953} used some of these, but particularly frequency, range,
and replaceability, in his classic General Service List of English Words,
which conrains 2,000 headwords with indications of their frequency and
the refative frequency of each word’s meanings.
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have rechnical vocabularies. It couid also be argued that newspapers have

their own technical vocabulary, such as the names of people, places, and
organizations. Although chis vocabulary changes rather rapidly, it does
share several features with the cechnical vocabularies of, say, science.
First, the names carry a lot of the message in a particular text. Second, it is
often repeated within a text. Third, it may be defined in the text or be

considered expected background knowledge for a reader. Technical vo-

cabulary is best raught within the content area of the relevant m:Eanna
nglish classes. Grouping

is usually not a useful focus in preparatory E :
irems within a lesson will be looked at later in this article in the section

dealing with dangets in associative activities.

Presentation

chnical vocabulary lists can be used 1o make it easier for
teachers and learners to treat these types of vacabulary in the same way as
high-frequency vocabulary — namely, by learning these items directly
through vocabulary exercises oOr individual learning. Because high-
frequency words are relatively few in numbes, are essential for effective
language use and give a very good coverage of text, each individual high-
frequency word is worthy of attention by the teacher.

Because low-frequency words are many in number, can often be
guessed from context if the high-frequency words are known, and occur
very infrequently, each word does not deserve attention from the teacher,
but strategies for coping with and Jearning these words do. These strat-
egies include, in order of importance, guessing from context, using word
parts to help remember word meanings, and using mnemonic and rote
vocabulary learning strategies. Note thac this approach is described from

the teacher’s point of view, As Kelly {1990) has pointed out, guessing is
ic learning of lexis. Both of these

nat a subsiitute for systematl
approaches - guessing and systematic learning — deserve attention from

the teacher, particularty in rerms of strategy development. It is at this
point that the teacher’s and the learner’s interest may diverge. The
ceacher’s main concern wilt be in the effective development of the strat-
egies. The learner will be mainly concerned with the particular piece of
learning that the strategies help.

The general principles for dealing with high- and low-frequency vocab-
ulary have been described, bue there are several ways that these principles
can be put into practice. Generaily, these ways can be described as direct
and indirect. They are not necessarily alternatives and may complement
each other.

In a direct approach to vocabulary reaching, explicit attention is given
to vocabulary. There may be vocabulary lessons where periods of time aré
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In a study of the acquisition of mathematical vocabulary through the
performance of split information activities by eleven- to thirteen-year-old
students, Hall (1992) found that the vocabulary learning of students
working on these interactive activities was greater than that of students
working within a reacher-fronted arrangement with a reading focus. Fig-

ure 1 shows a sample rask.

Pariner A Partner 8
Tell B how to draw this: Draw the lines that A tells
you about. Finish the sentence
A together.
B
Finish the sentence. e ———
ABisa —— s vertical line.

plit information activities ‘can provide oppor
increase both language knowledge and content
at the requirement for spoken output in
ive use of new vocabulary items (their use
ructures) are the key factors leading to

Talt concluded that s
tunicies for talk . . . which
knowledge’. Hall suggesis th
these activities and the generat
in new contexts and in new st

acquisition of these items.
Simcock {1993) studied learners’ performance in ask-and-answer ac-

tivities where students read a story in pairs and then respond to preset
questions from their partners abour the events in the story, responding as
if they were the people in the story who had experienced these events. She
found that new vocabulary encountered in the reading input for the
activity was used productively and accurately by learners even when they
were not being asked about these items by their partners. This suggests a
role for incidental vocabulary learning when the learness’ focus s pri-
marily on meaningful performance of a communicative activity.

A study by Elley (1989) provided empirical evidence of incidental vo-
cabulary learning for seven- to eight-year-clds involved in listening to
stories in which there was repetition of the new words, illustrations of the
words, and redundancy through context. Elley recorded gains of 15%
where there was no explanation of the new words and 40% gains where

n occurred. Although this resuit relates largely to listening, it

explanatio
text where attention 18

also shows the acquisition of vocabulary in a con
on meaningful communication and not on langnage itself.
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What are the features of communication activities that
encourage vocabulary learning?

First, the face-to-face nature of communication n group activities can

help speakers to set their speech to & suitable level for the particular

listeners and to adjust it when listeners indicate a lack of understanding.
Listeners can also help the speaker by pointing out items that he or she
may not be using correctly. Thus learness involved in group work can get
help from each other on the meaning of unfamiliar language, including
vocabulary items they do not know. Through negotiation, fearners can
continue to get additional information on an anfamiliar item until they
are satisfied that they understand it.

Second, communication activisies generally provide a
rext such as a scenario for role play or an {lustrated serting within which
to encounter new vocabulagy. This context may not only provide suffi-
cient evidence for a learnet 1O make a reasonable guess as to the meaning
of unfamiliar items, bur i¢ also assists in the remembering of new jterns
(Crail & Tulving, 1975) and in the networking of new knowledge within
the learners’ present knowledge structures (Anderson & Reder, 1979).

Third, there is a good chance {earners will also be exposed (o repeated
ase of the new ifems during the course of the activity. Furthermore,
because the repetition occurs in a meaningful context, the durabilicy of
the learning of the new items is likely to improve.

Fourth, having encountered the new items, learners are likely to be
required to use them productively in the activity. If this requires learners
to use vocabulary in ways that are not rote repetitions of the way the
vocabulary appeared in the input to the task, leasning wiil be much
greater (Hall, 1992}.

Fifth, from a psycholinguistic perspective, group-based peer interac-
tion typically provides a learning environment in which learners can
make errors and express misunderstanding without the adverse effects of
exposing their weakness to the whole class or to the teacher (Long &
Porter, 1985).

To sum up, there are sound psycholinguistic and pedagogic reasons for
using communication activities for improving learners' vocabulary
knowledge. But whether and to what extent @ learners’ vocabulary
knowledge will be extended through commugication activities is depen-
dent on certain features of the activities themselves. These features in-
clude the choice of vocabulary and its placement within the textual inpat
for the activity, the teacher’s and learners’ strategies for arriving at the
meaning of unfamiliar items, and the processing demands of the activity.
By being aware of these features and the way they affect Jearners’ re-

sponses to unfamiliar vocabulary, teachers can improve the quality of

meaningful con-
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in diagrams or illustrations, or within larger known

ment include labels
or types of jobs or qualifications {such

categories such as a list of sports,
as those in the Appendix).

Finally, tasks should be selected in which the vocabulary will not cause

undue strain or breakdown in the flow of task performance. Where
difficult vocabulary exists, there are three options, First, vocabulary that
is not important for the learners at their present level can be omitted in a
revision of the rask. This allows a focus on communicative intent rather
than language form or meaning. But many tasks cannot be simplified

without substantial effort.

Second, vocabulary that is useful and deserves attention can be pre-
taught in lessons leading up to performance of the task. This has the
advantage of giving the learners opportunities deepen their recall and

productive skill during task performance using vocabulary that has pre-
viously been introduced in a controlled setting. However, preteaching
cakes time and may require learners to meet NEW items outside of a
meaningful context.

Third, both important and kess important vocabulary can be glossed in
the task with either a definition, an example, a translation, or a picture.
Glosses can save fime since only the learners who do not know the items
need refer to them, However, they may also deny the learners valuable
opportunities o apply guessing strategics or to practice helping each
other with word meaning. The choice made will depend on the conient of
the activity, the learning goal, and the constraints withirt which the

teacher is working.

Encouraging depth of processing through
communication activities

The fact that learners spend time negotiating vocabulary items during
performance of communication activities has already been discussed.
However, the presence of unfamiliar vocabulary in a task will not auto-
matically result in negotiation of these items. Newton (1993) found thart
of the 79 unfamiliar words in four communication activities performed
by a group of learners, only 16 were subject to meaning-focussed negotia-
tion. Most of this negotiation of word meaning occurred in the ranking/
discussion tasks rather than in the information exchange tasks.

The following extracts show the eféect of the type of task on the con-
tent of negotiation,

Extrace 1 is from a split in
change information from their incomplet

formation task in which learners must &xX-
¢ maps of a zoo in order t©
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complete the maps. There is no re
order to accurately transfer them.

Extract 1

57 shed

58 Tdon’t know shed?

57 shed. shed

58  what’s the meaning of said?
56 what’s a spell s m-? .
58 s.h.ed. .

S7 s.hed.

56 sh.e.d.

55 shed

S7 yeah ok 3 .
S6 M:a ? I'don’t worry, we just write down

Extracr 2 is
taker from a ranki i i
: ing/discus i i
race 2 is taken f sion task in which le
B, mw m MMM._OM and n_aé_ovgmzn.mmmcnmv work our E_QNWMMMMWOW
B e zne then _mmwmhm m@vnmmﬁmmﬁ changes ro overcome EMMM
Broblerns » 1earners must deal with each voca i
ow. The result is negotiation of the kind il %Em@ e they
Extract 2 e
57 doyouk i
now what i
A is number nine?
S7  yeah
MW n_o:ur:.a. -« - you know dolphins?
whart animals thac?

yeah sometimes the -
; sh
58  like swimming voow\ ow it in the performance

uir
quirement o understand the irems in

+ + - dolphins yeah

S5 yes

58 yes

55 swimmi .

58 ball ing pool they jump up and they carch the

mw Enmn something fish?
ike a shark bur th
S5 oh yean ot ey are not dangerous

In extrace 11
earn
€IS were content to exchange items via spelling without

m W P . - _
g
success C:Y negoriaiin, ﬂ_—m :Hmmﬂm:_ﬁ_m Om Hhﬂm 1Lems. HD. exrract Nu on tne
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different

treatment of unfamili
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consistent with an analysis of overall ne T o e extracts i

scripes from the two tasks. This showed nrm.wﬁo M_M M_%H 1 wmxwﬁm:m.:m  tran-

our of a total of
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141 negotiating questions in the ranking activities were concerned with

word :wnmnim. and 26 (18%) with word mOanna@mnnmeo?Fn_ﬁ mm:m
information activities, on the other hand, only 5 {(or 01%) out of a total
of 326 questions were concerned with word meaning and 113 (35%)

with perception.
These results provide clear evidence of a greater focus on word meast-

ing in the ranking information activity and a greater focus on form in the
split information activity. The key to these differences seems (O lie in the
depth of information processing of the two types of tasks. In the split
rask, information had 10 be accurately exchanged but was not used inany
further decision making or problem solving. Information exchange re-
quired relatively superficial processing of task vocabulary. In the ranking
task, however, learners had to evaluate the finguistic input provided in the
activity and use it to make decisions and solve problems. These opera-
tions reguire deeper levels of comprehension (Bloom, 1956).

This finding is not intended to dismiss the use of split information
ave been shown to have two important advantages
discussion activities: They generate much more
overall negotiation (Doughty & Pica, 1986; Newton, 1993), and talk is
much more evenly shared among all participants (Mewton, 1993). We
may wish, therefore, to consider ways of mainaining the split informa-
tion dimension of a task, while also ensuring that a depth of informarion
processing OCCurs. The activity in the Appendix is an attempt f0 do this.

In task 1 of che activity, learners are required to transfer information
from the rable. In task 2, the learners must then critically assess and rank
this information according to a set of criteria. By incorporating these two
rypes of performance into one activity, the learners are forced not only to
be accurate and to concentrate on correct forms, but ro undertake mean-
ingful discussion of the information in the activity as well. This has the
benefits of split activities — a large amount of negotiation and equal
sharing of talk, as well as the benefits of the shared activities—a meaning-

ful focus on contenc and vocabulary.

activities since these h
over ranking or open

Accessing existing vocabulary

Thus far we have focused on learning new vocabulary and the various
approaches and factors that influence vocabulary expansion. It is one
thing to learn new yocabutary; it is another to be able to access it quickly
when it is required for use.

There are two ways vocabulary can be taught so that it can be readily
accessed: (1) through fluency activities that provide a weli-beaten path to
an item, and (2) through richness activities that increase the syntagmatic
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an aradigmatic 1SS0CIa ionsa nerw vidin

mu < HW nw_ ass 1ari an et Qﬁ—Am ﬂTEm Hum..O uﬁm. m a u\ wuo S
d d d R .

of access to an item. Let cm_co_hmnmmnromnm_._nwm m: ﬂ:.:_ ::

Fluency activities

Fluency activities have certain cl isti
cessing quite 4 | haracteristics, (1) They may inv
langu mmwm Hsor. n%mﬂﬂomw ﬁ%mﬁmn. 2) .::%.Bmma limited umﬁm:mom_mmwmo-
unfamiliar _m:,msmmn or ey involve material thar does not contain mu y_n
give most attention to Hrﬂw_:w unfamiliar ideas. This allows the user mJ
rask through preparatio _:mzn.w goal. {3) They involve rehearsal of ! 0
encoutagement for the _:v planming, or repetition. (4) They involve so .
requires that the activi aer O reach a high rate of performance wl .EM
agement may be in %Mzmmm._mwnw a high level of aucomaticity. This m:nm_n
continoing necord sl Ho:.s of limited time to do the activity or in moMn.
following Fluency "aciivi as a graph, of the result of the acrivit .Hrm
described. Although ﬁw:zmm_m: make use of many of the mnmﬂsmw.w ju ;
one of the subskills d cabulary development is not their main goal i
tls developed as a result of the activities godb s

1. Repeated i
m:mvnrm mmw”wmnﬁwa?_%roémm 1989) involves learaers silently reread
ing the sar with the goal of reaching a faster o e doing
, e A \%m y more difficult comprehension rasks peetor
e 4312 Hnwzmaﬂn {Maurice, 1983; me_.o:“. 1989} requires tf
Casner BE:HWW monn ﬁw Mm%wmnmmmw or S:m to three annmmm?M :%M:MH
m ﬁms:nmm e for telling, 3 minutes for the second, and 2
- The best recording rechnique i
The best que involves the learner repearedly recordi
2 walk in M_mw language laboratory until the learner “.m mmmmwmﬁnoa_:m
4 s _WEM e wo%cp.:,_msnm has been recorded fed that the
. ers read a text to a high level of : i
. * . E &
tn pairs questioning each other abowt Eo:n%%“ﬂm_nww m“wumvn%g work

doing

Note that all i

broviden oo n%nm MMmMMma:me Snr:_.aﬁmm can be based either on rexts

s provod b s ﬂM oﬂ on material prepared by the learners. Usin

vocabutars, Usind et m.n er allows the teacher to focus on E_,an:_mm

ey . Vel 7 : Q%nﬂumaa texts ensures that the vocabulary i
ven though it may not yet be readily accessible. v

Richness activities

kwﬂﬁm mnm mm— T al (o] .~:_0

VILEES art a O a
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and those that establish paradigmatic relationships.
Chapter 13, this volume.

Syntagmatic relationships ace tho
words that can typically precede or fo
can be preceded by words like
(alternative fuels), fossil (fossil fuels). As a verb it may
inflation (fuels inflation), rumonrs {fuels ramours), and
phrase add fuel to the flames. Activities that can be used
relationships include the following.

1. Collocation activities. i typical collocation act
match collocates with given irems.
lists of items that they must match up (Bro

(Also see Lewis,

se that associate a word with other
llow it. For example, the word fuel
cost (as in the cost of fuel), alternative

be followed by
can occur in the
to develop these

ivity gets learners to

Tor example, the learners have two
wn, 1974). As Brown

(1974} and Rudzka, Channell, Putseys, and Qstyn (1981} show, there

are many ways of devising collocarion exer

can also be done as group or ¢
their differing experience to suggest collocates for a

cises. Collocation activities
lass activities with learners drawing on

given word, Col-

location is related to the idea of 2 word having an underlying meaning.

For example, the word fadehasar

ange of uses. A colour may fade. A

TV picture fades. Light fades. Music fades. Memories and feelings

fade. Our looks fade (unfortunately
fade into the background. These uses ca
different meanings, and comparison
often encourage such a division. Howevet,
we can see an underlying meaning
underlying meaning is something like ‘go s
longer there’. By looking
the various uses as examp
different words. It is more economic

1). A smile fades. Someone can
1 be considered as several
with another language would
if we look at all these uses
that is common to them all. The
lowly away until it is no
for an underlying meaning we then regard
les of different collocations rather than as
a1 in terms of learning and teach-

ing, and more educational in terms of seeing how different languages
organise experience in different ways to look for underlying meanings

and develop collocational knowledge.

9. Semantic mapping. Semantic mapping
drawing a diagram o
their use in a particular text. Semantic mapping
bringing relationships in a text to
deepening understanding of a text
for words, Semantic mapping is best introduced
effort berween the teacher and the class.

(Stahl & Vancil, 1986) involves
f the refationships between words according to

has the effect of

consciousness for the purposes of
and creating associative networks

as a collaborative

3. Dictation and related activities. Nation {1991) has suggested that

most value is gained
contains known words used in unfamiliar ways.

from dicration activities when the dictation text

The nature of the
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dictati ivity | i
tation activiry is that ir focuses learners’

i ; : e atrenti
tional relationships within dictated phrases attention on the colloca-

Humh.m.&—m natic _.n_. i t ¥
m:..—ODMm:Tm are HT wWith othe, m
T 0se m._mﬂ aA550¢ _.. W T
R ate a Owﬁ_ IS O
mmmm.mﬂ& :ﬂm_::m. >m O._..ﬂm_w AHWWQU m—.—OEmu —_HQHO m.m a e{_ﬁmm <m_.~.mmﬂ of -
¥ mu:mwm

ble relationshi

ships, and thes

: - e can b i .

tion activities. an be developed in matching and classifica
a-

Dangers in associative activities

It is worth i
remembering that th fati
; ¢ associativ :
native spea . e networks t
They Enmw.m :mwwnawmﬁmw mamaccmzw built up through normal _wmw:mmx _Mﬁ for
of near synonyms _ow_n m.w ’ mw P_,mm*.m_:m owm_om:avm“ by working H_ﬁozwr mmm
relationships hterences, or by studying rax i
are called WEW .m.mn_.,_wm%ow:m of deer are called fawns, %m wocﬂmﬂﬂmﬂ wm
Na . ats
learning items act, research by Higa {1963) ha
s
ates is M:nr Mywwmmmmm.n that are near synonyms, oEuom:v@m OHMWMM\ % et
hot and cold ot H_:M icult Q.Em learning unrelated irems; mrmm is _nmmmnwn_-
many of the learners MH%M.:WD”M Bm_nmmm_nmmzmnm the %mmnc_ﬂ“ _um“““m
be unsue e word forms and the meani ;
e _NMHH.%m._mmmou.érmﬂram frot means ‘hot’ or hot Mmm, mma dsm_
aozﬂawo‘ _szm items like shrewd, sy, cunning, crafty, eans ‘cold
¢ 1, pity, together results i v ®
1LY s In more confusi ;
increases the 3 1 nfusion tha
or m:nnxnmnn %H“meﬁﬁ_ww mum _mm_..:m:m. The time for such mn%mmﬂ.mom_mmﬂw msm
and they now need B»n__ﬁnmmm ina group are largely familiar to the _nmwm .
enough, it is likely that ﬁﬂ: ; Em distinctions between them H:Snmmazm__w
> 1 e overlap of meani -
of such items eaning and substitutability i
ts much greater than the differences between En,w“r.% pﬂ Ny
; in shorr,

they share a lar,
ge number of i . .
even one. semantic features and differ by only a few or

or sympathy,

Conclusion

One purpose of this survey has b

incorporates a een to show that vocabulary teachi
m.:nmmos to 1 Hmﬂwmnowwwwﬁw@mmﬂom and that vocabulary _nmﬂzm:wmmwo\mwm_hwm
vocabulary development m”m. teachers are serious about their learners®
broad scale in terms of go mnz there is a need for planning both on a
those goals, and within _W als and resources and approaches to achieve
The research shows that ¢ . m%owm of a particular language learning ask.
challenge §s ro turn thi .omn ers can have a major effect on learning. The

this research into classroom practice.
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Appendix: Making an employment decision

You are ma I COr m: r:w i £ your ﬁwwﬁ 15 10 OT.QDmm
age fer SINESS. ur €
2 TS Om a ﬂm @n -
one Om HTN mOZOE:..—m mﬂmuwwﬁm_._uﬂm mOn. nrm muOm_.nwO_.n._ Om. mﬂﬁm ﬁ_ﬂ:Nnﬂ mH—n—
O mn—ozm O mmnﬂﬂ “Oﬁ:. n_.@murﬁm__uﬂm r.m.cm TGO: mntet cwﬂémﬁ— mOH Hm—m
O::.:..:.ﬁﬁ m .

job.

Task 1: Exchanging information about the applicants

i licants befow. Infor-
ithi tion about the four app nfor
table with informa D e
%oz.rwaﬁmﬁwmmm:m from your SE@. Other Emacnm <0<M W_.Wn ) %._ oup have
H.ﬂmcc. sing information. Get this information m:: B
[ r .
M\ﬂﬁmﬂmoﬁ%maon is in a different order on the othe

]
Name Lee, Gek Tay
i i ker Flectrician
i Truck driver | Social worl
Cccupation Lawyer
$29,000
Salary
Trade
Qualifications Tract e
1. English
1 1. 1. !
Languages N. 2. 2, Korean 2.
ied
Marizal status Unmarrie
34 42
Age
i d
High blood | Very goo
Healdh pressure
1 1. Rock climbing w Rugby
Spores W 2. Chess 2. 2.

Task 2: Choosing the best applicant

i i i h of
i i licant will get the job. Eac
t decide together which app 1 o
Zow”ﬂﬁmmw&nwmwn three different criterion about the most suitable app
¥y 7
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{see below). You must use all the criteria to make a group decision. Listen
as each group member says his or her criteria, If the information in the
table meets a criterion, puta tick (v) beside that information in the table.
Order the applicants according to the number of ticks they ger. The
applicant with the most sicks will ger the job

Your criteria
The successful candidate should:

1. Have experience in work thar requires commuaication skills,
2. Be under 32 years of age if unmarried.

3. Have earned no more than $40,000 in his or her previous job
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