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What is vocabulary?
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Before we do anything else, we need to decide what should be considered

as vocabulary in a language course.

Multiword units N
bout groups of words like
ds are clearly vocabulary, but what a ; ike
a&awwww.wﬁﬁaas at Mﬁ& in a minute, portable TV, the United um.Eas a.& msmﬂwﬂ..
If learners want to use language fluently and Mmﬂ to Mmcb.m H__”WM MMM.._MMMW cale
ds together quickly in
ers, they need to be able to put wor ldy in typical comp e
i ley and Syder, 1983). Research on very larg
MMMMMMMM‘ :.Nw the mnwamw National Corpus show that m:wwzmr Emﬂm E,mm& HMMWM
i i ds together, Janguage users have preterr
possible ways of putting wor . e e tvowr
ing this (Kermedy, 1992). That is, we typically say [ \ ’
WM_“MMM HMMME %mwa isn't aM answer, heavy rain vather than severe rain, and take med
ici than have medicine or drink medicine. o .
H&aﬂmwwwmﬂmmwgw ways of learning these typical ncﬁgﬂmnm%m ﬁ&m“ﬂm
i i i liberately searching for them in \
deliberately learning them as units, de seaxching for e el
ing the patterns they are based on, and picking 1 up
Wwwmu% Hmam% quantities of language input. For people Umm_E..:dm to H.mmu.bwm
lan m. e, Palmer (1925) noted that “the most fundamental m_.E&um ﬁﬁ.ﬂoﬁ w
ﬁom.s »rmmw who are anxious to be proficient in foreign 8&53@905_3:. is this:
Memorize perfectly the largest number of common and useful word-groups!
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As a way of quickly developing fluency and of picking up native-like
expressions, groups of words should be lcarned as units. This learning is
made easier in most cases if the meanings of the single words that make up
the multiword units are also understood. It is thus useful to see vocabulary as
also including multiword units. A useful starting point for learning such units
is Crabbe and Nation’s survival vocabulary {Crabbe and Nation, 1991).

Word families

Do we count different forms of the same word as different words?
Researchers need to count words to answer questions like: How many words
do you need to know in order to read this book? How long is this book? How
fast do people speak? How many words does a five-year-old native speaker
know? How many words can you learn in week? What is a suitable vocabu-
lary learning goal for a first-year English course?

One way of counting words is to count running words or tokens. That is,
each word is counted one after the other and even if the same word form
occurs again it is counted again. So the previous sentence to this one coniains
23 tokens and several of these tokens are the same words — is, the, counted,
word, again — occurring more than once.

Another way to count words is to count different forms or types. So a
page of tokens will consist of a smaller number of types. But this means that
words like goal and goals will be counted as different types. When learners
know some of the basic word building patterns of English, particularly plu-
ral, past tense, present tense, stemn-+ing, stem +ed, possessive, it is more sensi-
ble to count word families than to count word types. That is, it is more real-
istic to count walk, walks, walked, walking as one word family. There are
occasional exceptions to this, like being and beings, hard and hardly where the
meanings differ more than that involved in the affixes, but usually counting
the word family better represents the receptive learning burden of the words.

Word families from the first 1000 most frequently used words of English
Agent Agree

agencies agreed disagree
agency agrees disagreeable
 agents agreeing disagreed
Ago agreement disagreeing
agreements disagreement
disagreements disagrees
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Core meanings

So far we have looked at multiword units and word families. The last issue
we will consider in deciding what is counted as vocabulary is meaning. If we
look at an entry for a word in a dictionary, we will find several different sens-
es of the word listed. For example, the entry for neutral in the COBUILD dic-
tionary lists the following senses:

Neuiral
1. a country that does not officially support either gide in a war

a positian not supporting either side in an argument
not showing emotions or preference

a neutral voice does not show emotions

not causing change because is equal on both sides
a position between the gears of a car

neulral wire—not earth or positive

neutral color

neutral atomic particles neither positive nor negative
neither acid nor alkali
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word family, This is particularly useful for receptiv i
i . ¢ lear . F -
ductive use, distinctions may need to be made. P e o pro

2. Background to the teaching of vocabulary

If we look closely at these senses we can see that they all share a common
core meaning—something like “not taking a particular side or position.”
When teaching and learning vocabulary, it is important to draw attention to
this core meaning because this reduces the number of items the learner has
to cope with, provides access to a wide range of uses, and often contrasts with
the first language of the learners. This contrast can be seen as one of the edu-
cational values of foreign language learning in that it shows learners that dif-
ferent languages organize the world in different ways.

When we look at the important vocabulary teaching principles, these
ideas of multiword units, word families and core meanings will be touched on
again. We have seen that there are arguments for teaching related uses, relat-
ed forms, and multiword units made from known items as part of a larger
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| Vocabulary teaching and learning must fit into the broader framework of
a language course. One way to make sure that there is a balanced range of

learning opportunities is to see a 1 i
anguage course as consisting of fo
They are as follows: s u strand.

L Fmﬂ%mm from meaning-focused input-learning through listening and
reading

2. deliberate language-focused learning—learning from being taught
sounds, vocabulary, grammar, and discourse

3. learning from meaning-focused output-learning b i
: — ha b
language in speaking and writing § by having o produce
4. m@&%ﬁm fluency—becoming quick and confident at listening, speak-
ing, reading and writing ’

Distinguishing the strands means that there is a balan i
jmmgmnm and incidental learning, of learning from input and MN%MWM_M._HMWW
ing through oral and written skills, and of learning and fluency mwsm_omugmmﬁ

These %cﬁ strands mﬁﬁq for all aspects of a language course, and _uoma..
bly most kinds of learning, but here we will only look at vocabulary.

Learning from meaning-focused input

The “learning from meaning-f i i i
e “le g-focused input” strand involves learni
from listening and reading. For vocabulary learning to occur in this ﬁ“wwm
ngmﬁ need to know 98 percent of the running words already. That Smmumu
at, at most, there %S:E be only one unknown word in every fifty running
MMMn_m ﬁ.wu mwua Zﬁho%“ 2000). This one unknown word in fifty is something
can be learned through guessing from context i
comprehension of the text. . i ext s which docs not stop
The learning from input strand needs to b
. e present even in the earl
stages of language learning, and so it is essential that learners have access ﬁw

mu.msﬁﬂw written mﬂ.Q wwowmc texts nmmnm re er mu
. OHN w‘nm S are ﬁT@ O I ant
most 1 ort:
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Deliberate learning

The deliberate learning strand is sometimes called form-focused instruc-
tion, language-focused learning, or Janguage study. It involves paying delib-
erate attention to language features such as sounds, spelling, vocabulary,
grammar, or discourse that are presented out of context. The most cbvious
deliberate learning technique is learning new vocabulary by memorizing
their first language translations,

Like the other strands, no more than 25 percent of the course time should
be given to this particular strand. It is an essential strand of a course but it
should not overwhelm the other strands.

Learning from meaning-focused output

The “learning from meaning-focused output” strand involves learning
through speaking and writing where the learners’ main attention is on com-
municating messages. It may seem a litle strange (o see the productive
skills as sources of vocabulary learning, but using vocabulary productively
can strengthen learning and can push learners to focus on aspects of vocabu-
lary knowledge that they did not need to attend to when listening and read-
ing (Swain, 1985). For example, when having to say that someone took their
medicine, the speaker has to choose the right verb—do people eaf, drink, or
take medicing? When listening and reading, no such decision has to be made.

Corson (1997) argues that academic vocabulary needs to be learned
both receptively and productively because being able to produce it is one way
of showing that you are part of a particular discourse community.

Fluency development

Vocabulary must not only be known, it must be readily available for use.
The fluency development strand of a course aims at helping learners make
the best use of what they already know. It is important to see fluency as being
related to each of the four skills of listening, speaking, reading, and writing
with fluency needing to be developed independently in each of these skills.
Fluency development activities should involve only known language items
(there should be no unknown vocabulary or grammatical features), should be
message-focused, should involve substantial quantities of input and output,
and should involve some pressure to perform faster than usual.
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Classify these teaching techniques into the four learning strands in a language

course given below. Add five more techniques from this chapter and from your
axperience.

Eour leaining strands

Meaning-focused Input; Defiberate learning; Meaning-focused output; Fluency
development _

Teaching technigues

1. Intensive reading 6. Reading easy graded readers

2. Learning word parts 7. Extensive reading

3. Speed reading 8. Prepared wiiting

4, r._mﬁm:_:@ to stories 9. Strategy training

5. Listening to morning talks 10, Communication activities with
written input

3. Principles for teaching vocabulary

. Learners see vocabulary as being a very important part

ing mbm one of the difficulties in Emmnwdw m._mv <Oomrw_mmwowwmw“ﬂmm%%n a
course is making sure that it does not overwhelm other essential parts of the
course. The best way to avoid this is for the teacher and course designer to
have a set of guiding principles that can be applied in a variety of teachin
and learning situations. These can then be applied in courses where there ﬁm
parts of the course deliberately set aside for vocabulary development, or in

courses where vocabulary is dealt with asi i i
as it occurs in skill-focused or ¢ -
focused lessons, onent

1. Focus on the most useful vocabulary first,

Some words can be used in a wide variety of circumstances. Others have
much more limited use. For example, the word kelp can be used to ask for
help, to describe how people work with others, to describe how knowledge
tools, .mum materials can make people’s work easier and so on. The %%L
adverlise has much more limited usefulness. Tt is still a useful word to know.
but there are many more useful words to learn before this one. Teaching ammu

N
ful vocabulary before less useful vocabulary gives learners the best return for

their learning effort,

. Hrm. most useful vocabulary that every English language learner needs
Ermﬁrm_ they use the language for listening, speaking, reading, or writing, or
whether they use the language in formal and informal sitnations, is the Buomﬁ
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frequent 1000 word families of English. This vocabulary is so useful that it
d 75 percent of the running words in academic texts and news-
papers, over 80 percent of the running words in novels, and about 85 percent
of the running words in conversation. It contains most of the 176 function
word families {words like a, the, of, because, could), and words like keep, kind,
know, lack, and land. It is possible to say and write a lot using only the first
1000 words of English. The next most useful list is the second 1000 words of
English. There are numerous lists of these words.
After this, the most nseful vocabulary depends on the goals of the learners.
If learners want to do academic study in senior high school or university, then
ihe Academic Word List (Coxhead, 9000) is the most useful vocabulary to learn
ﬁwﬁﬁu\\g.éi.mn.ﬁbm_m\mw<H\mic. This is a list of 570 word families that
oceur frequently in a wide range of academic texts. Here is part of an academ-
ic text with the words from the Academic Word List marked in bold type. Note
that there are about three Academnic Word List words in almost every line.

covers aroun

oach to policy, is the

The second idea used to justify a rule based appr
tionary policy has sys-

idea of ime consistency which implies that discre
tematic inflation bias. | attach less significance to this second idea than
many of my colleagues in the profession do. The reason is that in the time
consistency theories, the benefits of policy rules largely arise from how
they influence inflation expectations.

As well as Academic Word List words, each subject has its own special
technical vocabulary, which needs to be learned while studying that subject.
Beyond that, the rest of the vocabulary is low frequency words. At the

most conservative estimate, English contains 120,000 low frequency words
Learners need to learn low frequen-

and this largely excludes proper nouns.
cy words but, except for special needs, they are best learned after the high
mnmﬂﬂ@ﬁnwﬁoammam known. Native speakers of English do not know all

of the words in the English language.
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How much vocabutary do you know?

Mﬂmwﬁmxﬂwwﬂwﬁm #ﬂmﬁ_umm_::m:m_ of the list below are high frequency and the words at
ist are very low frequency. Put a check next t
which you know the meaning. This sh i o et a foetng o
. ort test will help you to i
’ ! get a feeling for
mos.. 3m.:< words you know. Multiply the number of words you know in M% list b
00 to find your vocabulary size. T

M . bird 18. monologue 35. plainchant
mu mm_m,..\u__g.o,\m 15. tamper 36. astrochemistry
20. acanthus 37. nondurables

4. cm.ﬁ: 21. blowout 38. carboxyl

5. faligue 22. orupper 39, eyestalk

6. kettle 23. gloaming 40. curragh

7. combat 24, minnesinger 41. gunlock

8. resent 25, perpetuity 42. dipole

9. redeem 28. fiffle 43. rigorism

10. hurrah 27. behindhand 44, localist
1. n.o:<mamo: 28. embolism 45. benchboard
12. fixture 29. angst 486. stirabout
13, accede 30. blowhard 47. hypothallus
”_“M avocation 31. devolute 48. doombook
L_m.. MMN”A_mé 32. mm<.9 48, paradiplomatic
o 33. golliwog 50. poroplastic

. hierarchy 34. neonate

wbow Mmm.mw_wﬁwﬁmm wﬁmﬁ the average native speaker with a university education
" ?Eﬁww EQUMO SM& mwamwmm. To cope well in English, a second lan-
: need around 5,000 words and preferab v
It is most efficient to learn thes D etel o (el as
: e words from the most useful
ful. In this way, at each st i e ot e o e
foxcging mmmoqw stage of learning, learners get the best return for their
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2. Focus on the vocabulary in the most appropriate way.

The first principle looked at what words to teach and learn. This princi-
ple looks at how they should be taught and learned. Here we will look at the
four most important vocabulary learning strategies of using word parts, guess-
ing from context, using word cards, and using dictionaries. We will see that
teachers need to clearly distinguish the way they treat high frequency words
from the way they treat low frequency words.

English is a language that has been strongly affected by other languages.
The core of the English language is the Germanic words from Anglo-Saxon
and Norse which make up most of the function words and well over half of
the first 1000 words of English. These are words like the, a, because, home, cul,
instead, iron. Beyond the first 1000 words, most of the words, around 60 per-
cent, came into English from French (through conquest), Latin {through reli-
gion) or Greek (through scholarship). These French, Latin and Greek words
are typically made up of prefixes, stems and suffixes: as/soci/ation, de/fin/ition,
col/loc/ate, contain, un/in/form/ative. This means that using word part knowledge
is a very useful way of learning low frequency words. The most common word
parts {prefixes and suffixes) occur in a very large number of different words.

Because high frequency words cover a large proportion of the running
words of a text, they provide a helpful context to allow learners to guess the
meaning of the low frequency words. This means that if learners develop skill
in reading and, along with that, skill in guessing from context, they will have
an effective strategy for coping with the many low frequency words that they
meet in their reading. .

Using word patts to help remember words, and using guessing from con-
text are two very important strategies for dealing with low frequency words.
There are two more very important strategies—using word cards for deliber-
ate learning, and looking up words in dictionaries. .

Using word cards involves making small cards and writing the English word
on one side and the first language translation on the other. These cards are kept
in packs of about fifty and are looked at when the learner has a free moment,
while travelling on the subway, waiting for a bus, or during TV commercials. It
may seem surprising to recommend using first language translation and delib-
erate, decontextualized learning. The use of the first language helps because it
provides the meaning in a simple, clear, and comprehensible way. Learning
from word cards is a very unfashionable technique {among teachers wedded to
2 communicative approach) but research (Nation, 2001) has shown it to be very
effective. In every vocabulary learning experiment where deliberate and inci-
dental learning is compared, deliberate learning always achieves faster and
stronger vocabulary learning results. This should not be interpreted as saying
that deliberate learning should replace incidental learning, but it does show that
deliberate learning should be part of a well-balanced course. Deliberate learn-
ing and meaning-focused learning complement each other.

Chapter 7
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; e

Hw_::m ﬁ__._:d\ words in another language on word cards. Study them. Work to leamn
em all,

1. Keep a record of how much time and how many repetitions were needed to
learn the words. How many repetitions were needed t¢ learn haif of the
words, three-guarters, all of them?

2. What words were difficult to remember? Why?
3. Describe a trick you used to help remernber a particular word. Was it effective?

4. Briefly list three research questions that would be worth exploring with this
type of technique.

.Hmmﬁmbm how to use a dictionary well is another important strategy in
which many learners require training and practice.

So mm,.ﬁ we have looked at ways of helping learners with low frequency
words. m..mumw frequency words are so important that anything the reader can do
to help in learning them is a well-justified use of classroom time. This includes

*  directly teaching high frequency words

* getting learners to read and listen to graded readers containing these
words

* getting learners to study the words and do exercises based on them
= getting learners to speak and write using the words

HuwoB the teacher’s point of view, the low frequency words do not deserve
ﬁmmowz.._m time in the same way. In class, time can be spent working on the
strategies that help learners deal with low frequency words, but teaching time
should not be spent on the words themselves. Low frequency words do not
deserve classroom time because of their low frequency. This means that when
mmmﬁdma.m ask about particular low m.memmnnw words, the teacher should either
deal with the word very quickly or use the opportunity to focus on a strategy.

3. Give attention to the high frequency words across the
four strands of a course.

High mﬂmmcmﬂnw vocabulary needs to oceur in all four strands of a course.

It should get @mrvmnmﬁm attention through teaching and study and should be

ﬁm”.mba MHmmﬂ HM. communicating messages in listening, speaking, reading and
iting. High frequency vocabulary should also be fluentl i

receptive and productive use. v ® fuenty accessible for
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4. Encourage learners to reflect on and take responsibility
for learning.

So far we have looked at principles that relate to choosing what vocabu-
lary to teach and the conditions needed for learning it. There is an important
principle that lies behind choosing and learning and that is that learners need
to realize that they must be responsible for their own learning. Taking this
responsibility requires (1) knowledge of what to learn and the range of
options for learning vocabulary, (2) skill in choosing the best options, and (3)
the ability to monitor and evaluate progress with those options.

Learners often find it difficult to take on this responsibility, partly because
of the way they have learned in the past. The following quotations are from
interviews with language learners about their vocabulary learning while they
followed an English proficiency course.

" think course is B5 percent learning by myself. Teacher not always teach

about Engflish in here. This is different from Hong Kong. | suggest teacher

can use three hours concentrated teach vocabulary—just use simple English
io explain some word meanings.”

A factor affecting what vocabulary learners study is the assessment that is
used in a course.

“ think it is not good way. We are studying for test. Before the test we study

hard, very hard. After the test we forget everything.”

In order to take responsibility for their own vocabulary learning, learners
need to choose words that will be useful for them. Here, an effective language
leamer describes what words he chooses to study.

“Mostly | just choose the words that | already. know but | have to improve
them or make them clear to me. Or | choose the one that are difficuit to—
me—about how 1o use them in different situations.”

“ learn words fram talking to people, from TV and from radio. If that word is

interesting | write on a small book. | always have a pen and notebook. Later
| can put them in this list (vocabulary notebook).”

Contrast this with learners who are not taking contro! of their own learning.

“ don't have no time to finding the words. Just | open my beok and then |
just pick up the words.”

“ ghoose very big academic word, but academic word is not useful. Of
course | should know that word, but 1 think | don’t use after this course.”

(Moir and Nation, 2002)

Chapter 7

Unless learners take control, the conrse will not b .
? e as effective fi .
Teachers can help them do this in the following ways: ective for them

1. Inform the learners of the different types of vocabulary.

2, Hawm.z. the _.mmwmmam in the various ways of learning so that they are very
familiar with the range of learning options available for them.

3. Provide genuine opportunities for choosing what to learn and how to learn.

4. _,u_dﬁ.nmm encouragement and opportunity for learners to reflect on their
learning and to evaluate it.

These ways include a mixture of informing, traini ragi
reflection; or in other words, knowledge, skill, mww& MMHMHMMQ SOt

z.\onww&mQ learning is 2 large and continuing task. Although teachers can
provide useful input and support to help learners deal with this, it is ulti-
mately the learners who have to learn and carry on learning. ,

..H_Tm four principles we have looked at in this chapter can be applied in a
variety of ways and in a variety of types of courses. What is most important
is that a principled approach is taken to vocabulary development so that
learners get the best return for their learning effort.

4. Classroom techniques and tasks

The techniques in this section are
he te grouped under the f
described in the background section of this n:mwﬁmﬁ o seands

gm&msmsmh@o:mma input activities These involve the learners focusing on
understanding messages where there is a low density of new vocabulary.

Teachers can read to learners from i

graded readers, briefly noting difficult
Eoﬂm on the board and giving quick'translations or &mmamosm.mm,rm
reading can be done as a serial with the story unfolding week by week.

1. O_.doomm an interesting story for an ESL/EFL class you are familiar with. You
might choose a story from a simplified reader.

2. wa_uma to ﬁma E_w. ,o.noQ aloud to the class. For the first one or two paragraphs
lightty mark in pencil in each sentence where you will pause and repeat. .

3. For the first page, circle the words that students might not understand,
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»  Doing regular silent extensive reading of graded readers js a vital means

of vocabulary development, as well as providing numerous other benefits.

+  Learning through meaning-focused input can come from presenting

talks to each other, from reading other learners’ writing, and from inter-
acting with the teacher. Vocabulary learning through input is increased
if a little bit of deliberate attention is given to the vocabulary by noting
unfamiliar words, by reflecting on the new vocabulary, by the teacher
quickly explaining new words while the learners listen to the story, and
by learners quickly previewing a reading to choose a few words to focus
on when reading.

Deliberate learning activities These involve direct study or direct teaching.

+  Having the meanings of words explained and examples of use provided

Learning prefixes and suffixes, and cutting up words to see their parts

+  Studying vocabulary on bilingual word cards

+ Learning and using mnemonic techniques like the keyword technique
to help remember vocabulary

*  Practicing spelling rules

+ Doing cloze exercises where the missing words in a text are recently
met items

«  Building word families by adding prefixes and suffixes to a stem

«  Learning to use the vocabulary learning strategies of word cards, guess-

ing from context, using waord parts, and dictionary use. (For some learn-
ers these strategies require deliberate attention to bring them into use.)

Meaning-focused output activities These-involve producing spoken or
written messages.

An effective way of turning input into output is to base speaking and writ-
ing activities on written input. If this input contains a few words that are out-
side the leamners’ knowledge, but which are relevant to the topic, then there
is a high probability that these words could be used and negotiated in spoken
interaction, or picked up for use in the written output of the task. Combining
written input with speaking and then writing increases such vocabulary learn-
ing opportunities. Although there are several important studies focusing on
vocabulary learning from output, more research needs to be done to see how
the written input is best designed and how different kinds of tasks affect use

and learning.
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. ,H_Mn.w following activity focuses on the word registration, which occured in
m. r:w.m ing text about a nurse (see Nation and Hamilton-Jenkins, 2000}

e learners read the text and then do productive work on some of Em.
vocabulary by doing such tasks.

G _.m_U se ._OU | a Q re registration KE NUIS| wO
ra ”_m 3 into those th ._w\:m_ ink re LEE

teacher doctor shop assistant
lawyer plumber bus driver
cleaner engineer computer programmer

Fluency activities These i ivi
. ese involve receiving or producin
with pressure to go faster. BoTp 8y messages

A very basic listening fluency activity involves the learners pointing to

or writing numbers as th : . X
order. g e teacher quickly says them in an unpredictable

At a slightly more w&<gnma level learners can listen to stories from
..mammmm readers which are well within their vocabulary knowledge. That
is, where they have 100 percent coverage of the running words
Speaking fluency activities involve s i .
peaking on very familiar topics with
some pressure to speak faster as in a 4/3/2 mnmimuwﬂrmwm the ngmm_
speak to one listener for four minutes on a topic, then give exactly the

same S..F to a different listener but in three minutes, and then to a dif-
ferent listener in two minutes.

Vocabulary 143




i jviti involve learners respond-
«  Very elementary reading fluency activities can involve P

ing orally to flashcards of words and phrases.

«  Once learners have a vocabulary of around seven or eight hundred

words, they can do speed reading training using very easy graded read-
ers or a speed reading course with a controlled vocabulary.

+  Speed writing involves writing under time pressure about topics that are

very familiar or that have just been read and talked about.

+  Reading lots of very easy graded readers for pleasure can develop read-

ing fluency.

5. Vocabulary in the classroom
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The purpose of this section is to show you some of @6 ways the wab.ﬁ-
ples and techniques are used in the classroom. It is organized using the prin-
ciples described in this chapter.

Focus on the most useful vocabulary first For &mawunﬁ‘ and interme-
diate learners, teachers should use material that is at a suitable level.

Before using a text with learners, it is useful to see how B:.nw of .Hr.m
vocabulary in the text is likely to be new for them. One way of moE.m .m.:Mr_m
to see the frequency level of the vocabulary in m.:.w text—how much is in the
first 1000, the second 1000, the Academic Word List, E.& how many are not
in those lists. This can be done by checking the words in ?m text against fre-
quency lists. There are computer programs that can do this for you.

Go to one of these addresses on the Internet and type in a word or paste in a
short text to see the different kinds of words in your text.

Frequency Level Checkers
http://language.tiv.ac.jpfile/
http://www.er.ugam.ca/nobel/r21270/extools/web_vp.htmi

Focus on the vocabulary in the most appropriate way Teachers mﬁo;E
give attention to high frequency words and should focus on the strategies JH
dealing with low frequency words. Notice how the teacher in Extract 1 deals
with useful and not so useful vocabulary in the following examples.

Chapter 7

m Exi

A low frequency word

S: What does regurgitate mean?
T: It means "repeat ideas from the book."

A high frequency word
S: What does punish mean?

T: That's a useful word, afthough | hope it is not needed in this class. See
if you can guess its meaning from these sentences.
He was punished for eating in class.
She was punished for coming hame fate.
What is the punishmant that you hate the most?
Tell me some things that you get punished for.

In the first example, the word is dealt with quickly and the lesson moves on.
The teacher could have added, “The re- at the beginning means again so that is
where the rgpeat part of the meaning comes from.” By doing this the teacher
directs attention to the widely used prefix rather than the much less useful word,
In the second example, the teacher spends time on the word and gets the leamn-
ers to think about it. The teacher will also come back to it again in later lessons.

In Extract 2, the same word is being taught in two different ways, Once
again, the principle of treating high frequency and low frequency words dif-
ferently lies behind the teaching. The word composition has been met in this
context—It involves using parts of @ musical composition in a new work.

8: 8ir, what does composition mean?
T1: A piece of music, like a song.

(The explanation glven by Teacher 1 suits the meaning of the word in its
context. Teacher 2 gives more helpful explanation using word paris,)

§: Sir, what does composition mean?

T2: Well, what does com- mean? With, logether. So, a composition is
something that is put together In a planned wa y. For example, a piece

. of wriling, a picture, a piece of music, a conmmittee, or a chemical mix-
ture.

Teacher 2 connects the meaning of the parts to the meaning of the whole
word. It also goes for the core meaming of the word. Tt works well if the
learners have already learned the thirty or so most useful prefixes:
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Jore-, hyper-, inter-, . for language learners within a controlled vocabulary. There are hundreds

non-, un-, anti-, ante-, arch-, bi-, ciroums, Egiwm.b e .mxmm- dis-, e (“out”) of such books available in numerous series such as Oxford Bookworms,
mid-, mis-, neo-, post, p o, Semes .,E.ou abe, ad com, de ’ ’ Cambridge English Readers, Penguin Readers, Heinemann Guided
in- (“in”), ob-, per-, pro- (“in front of); trans-. : Readers, and Longman Classics. These are an extremely valuable resource

: for teaching and learning English, and teachers should be very familiar

with them,
Here is part of a graded reader. Notice how it contains mainly high fre-
quency words and yet it still is an interesting story.

Soon we were on our way to Castle Dracula. The mountains were all around
us and the moon was behind black clouds. | could see nothing, but 1 coutd
still hear the wolves. The horses went faster and faster, and the driver

In the following extract with a low frequency word, somnm. how the : laughed wildly. Suddenly the carriage stopped. | opened the door and got
teacher switches the learners’ attention from the word to the guessing strate- : out. At once the carriage drove away and | was alone in front of the dark,
gy. Here is the piece of text containing the unknown word. : silent castle. | stood there, looking up at it, and slowly, the big wooden door

; opened. A tall man stood in front of me. His hair was white and he was
At age 15 he entered the University of Leipzig as a law student and by . dressed in black from head to foot.

the age of 20 received a doctorate from the University of Altdorf.

Subsecuently, Leibniz followed a career in law and international politics. Come in, Mr Harker,"” he said. “l am Count Dracula.” He held out his hand

and | took it. It was as cold as ice!
| went into the castle and the Count careiully locked the door behind me.
(Dracula from the Oxford Bookworms Series of Graded Readers Eevel 2)

8: What does subsequently mean?

T: What part of speech do you think it is? : The few low frequency words like castle, wolves, and carriage, which are
S: Adverb? needed for the story, are repeated many times in the story.
T: Why?

8: It's got -ly on the end.

T: Good. If we look away subsequently, what other word could we put
there to join the two senfences?

S: Then? Next?

T: Great. That's the meaning of subsequently. The sequ part means
“to follow.”

Balance aitention across the four strands

Learning from input Graded readers may be the major means of learn-
ing from input. Graded readers are books written s:ngd. a o.m.m.:ao.mmm
vocabulary. Some graded readers are considerably reduced m.E‘_E:mom:o:m
of well-known texts like Robinson Crusoe, Lord Jim, Free Willy, The .mum&.a
Garden, and The Boys from Brazil. Others are original stories written especially
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g i ing-focused input
important means of vocabulary growth in the meaning :
mD.E..WMMw“MMgm?m reading program. An extensive Sw&bm;?.mmamﬁ.nﬁ%””w
i iti raded readers primarily for enjoy )
learners reading large quantities of gr ment
\ ded reader every one or two wee
Ideally, the learners should read one gra : eks and
“ i 1l as being excellent for motiva
should read at least twenty in a year. As well & ; N
i i i i be an important source of vocabulary
and developing reading skill, this can . decbular
i d establish and enrich partiy
wih. Learners can pick up new vocabulary anec .
W.nwnmvsﬁ vocabulary through such reading. The reading can he done in nwmmﬂ.oon.w
time or as homewaork. There is now plenty of research that shows the m_w_m.cmmm
learning benefits of such “book floods” (Elley, 1991}. Graded me@mnm can also
used for listening, and some graded readers have accompanying tapes.

arnin < ivities wi bulary focus need to
ing from output Speaking activities with a vocabt . :
WM Eod:om@m nﬁm?zwmﬂo make sure the target <o.nw.wEmQ is getting Mﬁmummwm
Often, only small changes to the design of the activity are needed to keep

focus on vocabulary.

Fluency development Here is part of the four-minute delivery of a 4/3/2
activity and the corresponding part from the two-minute talk. Notice the
changes that accompany the increase in fluency. You should notice less hesi-
tations and repetitions, and more complex and accurate language use.

§: Today | will tell you about my experience with er Burmese ethnic group
in Thailand. 1 work th in the village as a school teacher for four years. It is
very interesting. They have their own leader. They have their own lan-
guage. They have their own law. erm So it's like a independent state in
Thailand which is illegal. | | teach in ah in that school before it become the
normal school like this, it's a patrol police schoo! before and we have about
three hundred students in that schoal, It is primary school. When the chil-
dren first come to school, they cannot speak Thai at afl. They speak their
own language and the student in form one the teacher has to speak Mon

Two-minute delive

S: Today [ will teil you about my experience in Thailand. You know 1 teach
um Burmese ethnic group on the western part of Thailand before | came
here. In the village where | teach there are about six thousand people.
They have their own leader. They have their own law. They have their own
language like an independent state. um Their occupation they they plant ah
com, cotion and sugar cane. | m._m<m‘ about three hundred students in the
school and the children when they come to school they don't speak Thai.
They speak their own language. So every teacher ha has to know the Mon
language, especially the teacher who teach in grade one.

Because meaning-focused activities do not give special overt attention to
vocabulary, the teacher needs to observe them carefully from a vocabulary
perspective. In this way, vocabulary can get attention across all four strands
of a course.

The thoughtful application of principles in the classroom will ensure that

learners can gain the most from the vocabulary component of the language
course.
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6. Conclusion

The teachers role is to focus on the most useful vocabulary, to provide
strategy training for the low frequency vocabulary, to ensure that vocabulary
learning has a chance to occur in all parts of a course, and to help learners
take control of their own vocabulary learning.

It is necessary to have a broad view of what can be considered vocabu-
lary so that multiword units are included. It is also necessary to see that there
are shared meanings underlying the range of senses of a word as well as its
various family members.

Vocabulary learning cannot be left to itself. It needs to be strengthened
by careful planning and well-directed teaching.

Learning Vocabulary in Another Language
(http://uk.cambridge.org/elt/nation)
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Kyoto Sangyo University Exiensive Reading
(http://www.kyoto-su.acjp/ information/er)
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