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Who is this
beook for?

What is this
book about?

Introduction

Flowe iz Teach Vocabulary has been written for all reachers of Enghsh who
wish to improve their knowledge and to develop their classioom skills in
this vmportant area.

There has been a revival of interest in vocabulary teaching in recent years.
This 15 partly due to the recent avatlabiline of compurcnsed databases of
words (ir m.rpom), and partly Jue to the dcvclopnnm of new approaches to
language teaching which are much more ‘word-centred’, such as the "lexical
approach’. This interest is reflected in the many recent tides you will find in
the Further Reading list on puge 183 However, these developments have
been slow to reach teachers in o form that is casily transferable 1o the
classroom. This hook aims o bridie that gap: 1o sketch in the theoretical
backeround while at the saime time suggesting ways in which the waching
af vocabulary can be integrated inte lessons.

Given the challenge involved in processing, storing and producing words
in a second language. the book attempts to answer the question: what can
weachers do e help?

Before looking at specific pracedures and rechniques, we will need first o
define what a word s, and how words relate to one another (Chapter 1).
Chapter 2 locks at the way this knowledge is zcquired, organised, stored and
retricved, and includes a brief discussion of the nature and role of memory.
Crucial to the success of a teaching sequence — whether a lesson or 2 whole
caurse = is the selection of items to focus on, There are a nuimber of sources
from which to selecr words, and Chapters 3 and 4 survey these sources —
including coursebooks, dictionaries, corpora and literature,

Classroom techniques for presenting vocabulary irems, and {or practising
them {or ‘putting them to work’) are dealt with i Chapters 5 and &
respectively. In Chapter 7. the concept of the word is expanded o include
both the way individual words are Jormed from smaller components, and
the way words themselves combine to form larger ‘chunks', often with
idiomatic meaning. In Chapter 8, the testing of vocabulary is deah with,
while Chapter 9 looks at ways of helping leamers 10 take responsibilicy for
their own learning, including wavs of coping wirh gaps in their vocabulary
knowledge.

Practical classroom apyplications are signalled throughout by this icon
Finaliy, the Task File consists of photocopiable task sheets, relevant o each
chapter. They can be used for individual study and reflection, ar for
discusston and review 1n a training context. An answer key |5 provided.

i1




Jhat's in a word?

introduction
Identifying words
Ward classes
Word families
Word formation
Multi-word units
Callocations
Homonyms
Polysemes
Synonyms and artonyms
Hyponyms

Lexical fields

Style and connotation

intreduction ‘A word is 4 microcusm of human consciousness.” ( Vygotsky)

All languages have words, Language smerges first as words, both
historically, and m terms of the way each of us learned our first and any
subsequent langnages. The coining of new words never stops. Nor does the
acquisition of words. Tven in our first language we are continually learning
new words, and learning new meanings for old wards. Take, for example,
this deseription of a wine, where famibiar words are being used and adapied
ro express very spectalised meanings:

A deep rich red in colonr, Lush and soft aroma with plums and
blackberries, the cak 15 pleneiful and adds vanilla to the mix, auractive
black pepper undercurrents. The mouthfeel is plush and comforrable like
an old pair of slippers, bovsenberry and spicy plum [rult flavours wich
liquorice and well seasoned oak. The generous finish ends with fine
grained tannins and a grippy carthy afteriasee,

{from wel page at www.ewinexchange com.au)

It you are not familiar with wine-tasting terminology. you may have found
chis text heavy golng, due to buth the densiey and spccmhscd nature of 11
\'uull‘nl]ar\f For example, you may be familiar with fush and ‘pe"m/l but
uncereain as to what rthey mean, or how they dilfer in meaning, in this
context. Same words may be entrely new to vou — such as grippy and
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ldentifying
words

mouthfeed, Learners of a second language experience a similar bewilderment
even with much simpler texts. They may be confronted by words that are
totally unfamiliar, or are being uscd in ways that for them are nove] and
possibly obscure. They may even be meeting convepts that are simply not
represented by words in their first language.

Their prablems are compounded when they need to produce language.
Finding the right word 1o it the intended meaning is frustrating when your
store of words is limited. And when words get confused with each other,
even within this hmited store, the results can be disastrous, as in this
example from a student’s composition:

I am writng to complan you abeut an wnecessary operatin teat I
kad at 3t dharles Hospial, last May 25 Tuwe months ags, I went to
vieT Poctor Sdnchiz, wne works a3 this Hospital, becausz I had
adercds trat prevénied me to bréathe. He Dersaaded me Yo nave a
mrse opdration 1o got aut The adencids. I was worred win this dea,
buT finaly I accepted s decmon. Tue wedks later I had baen cperated.

e problem was wher ng rémeved, Toe pardages of my naise. 1 gave
a seout!!! My neisc inad Deen crarged by @ small noise smilar to tee
pia's reses .

To sum up, learning the vocabulary of 2 second language presents the learner
with the following challenges:

+ making the vcorrect connections, when understanding the second
language, berween the form und the meaning of words (e.g. mouthfes],
gripgy), including discriminating the meanings of closely related words
(e.g. lush and plush}

* when producing language, using the correct form of a word for the
meaning intended (1L.e. note not nefse)

To meet these challenges the learner needs to:

+ acquire a critical mass of words for use in both understanding and
producing language

* remember words over timne, and be able 1o recall them readily

+ develop strategies for coping with gaps in word knowledge, including
coping with unknown waords, or unfamiliar uses of known words

I order 1o address the above issucs, it may pay te start 2 the beginning, and
to attempt 1o define what exactly a word is. Here is a sentence that, at first
glance, consists of twenty of them:

| like looking for bits and pieces like old second-hand record players and
doing them up to look like new.

Of course, there are not twenty different words in that sentence. At least two
of those twenty words are repeated: and 1s repeated once, ftke three times: [
itke loaking for bits and piccer fhe ... looh ke new. On the other hand, the
first ftke 15 a verb, und the other two are prepositions ~ so is this really a case
of the same word heing repeated? And then there’s fooking and food: are these



Word tlasses

1 » What's i a waord?

twe difterent words? Or two diiferent forms of the same word? Then there's
second-hand: vwo words joined to make one? Probably - the hyphen suggests
we treat second=hand differently from, say, ['ve got @ second band. But what
about recgrd player? Two words but one concept, surely?

It gets worse. What about bits und piecer? [so't this a self-contained umt?
After all, we don't say pieces and dits. Or things and pictes. A case, perhaps, of
three words forming one. (Like dirs and bobs) And losking for: wy
dictionary has an entry for /ook, another for Jook fir, and yet another for Jook
after. Three different meanings — three different words? And, tinully, deing
them up: although dotng and up are separared by another word, they seem to
be sa closely linked as to torm 2 werd-like unit (do wp) with 3 single
meaning: renevate. One word or two?

The decision as to what counts as a word might seem rather academic,
but there are important implications in terms of weaching. 1s it enough, for
example, to reach & fopd and assume that learning 1o look for and fo look after
will follow automatically? Do vou teach ook, focks, fooking together? Should
you teach record and player as separate irems before introducing record player?
And how do you ge abour waching fo de semething up when not only is the
meaning of the whele more than the sum of its parts, bur the parts
themselves are moveable? You can do a flat up or do rp a flat. Finally, how do
you assess how many words a learner knows? If they know 4izs and they
know pieces, can we assurne they know éitr and pierer Does the learner whe
knows biss and pieces know ‘more’ than the learner who knows only iss and
pieces?

Ler’s take a closer look at these different aspects of what constirutes a
word. In so doing, we will attempt to cover the main ways in which words
are deseribed and categorised. Knowing how words are described and
categorised can help us understand the decisions thar syllubus planners,
materials writers and teachers make when it comes to the teaching of
vocabulary.

We can see from our example sentence that words play different roles in a
text. They fall into one of eighc different word classes:

nouns bits, pieces, record, player
prenouns 1, them

verbs tike, looking, doing, te look
adjecrives old, second-hand, new
adveeb up

preposittons  for, like
conjunciion  and
determiner -

Like, like many words in English, ¢can belong to two or more word classes.
The unrepresented class are the determiners — words like a, the, some, 1his,
fast.

In terms of the meanings assoviated with these word classes, we can make
a crude division into twa groups. On the one hand, there are words like for,
and, them, to that mainly contribute to the grammatical structure of the

3
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Word families

sentence. These are called grammatical words (or fanction words) and are
generally prepositions, conjunctions, determiners and pronouns. On the
other hand, there are the content words, these that carry a high information
load. Content words are usually nouns, verbs, adjectives and adverbs. The
sense of 1 text is more or less recoverable using these words alone:

like looking bits pieces old second-hand record players doing up look new
Compare this with:
| for and like and them to like

Typically, where space is at a premium, such as in text messages, newspaper
headlines, and road signs, it is the content words alone thar do the job:
RAIL STRIKE TALKS END. Content words are an open set: that is, there
15 no limit to the number of content words that can be added to the
language. Here are a few that have been added recently — airbag, emoticon,
carjacking, cybersex, guark. Grammatwal words, on the other hund, are a
closed set. The last time a pronoun was added ro the language was in the
carly sixteenth centory. (Ir was them.)

Traditionally, grammatical words belonged to the domain of grammar
teaching, while the teaching of vocabulary was more concerned with content
words, However, the rigid division between grammar and vocabulary bus
become blurred recently. The interdependence of these two systems is a key
tenet of what has been called the lexical appreach (see page 112).

We've seen how words may share the same base or root (e.g. fok) but take
different endings: looks, losking, looked. This is a feature of the grammar of
mast languages: the use of add-ons (called affixes) to make a verb past
{losked), tor example, or a noun plural (4r75). These differenr grammatical
torms of a word arc called inflexions. Adding afiixes serves a grammatical
purpose. It is also & fundamental principle of word formation generally - the
adding of affixes to the roots of words (e.g. play) to fashion new words. A
waord thar results from the addition of an affix to a root, and which has
different meaning from the root, is called a derivative:

play

play + er
re + play
play + ful

So, while plays, played and playing sre inflexions of play, the words playe
rephay and playful are each denvatives of piay. Inflexions and derivanives are
both formed by the process of affixation. Note that -er and —ff are end-
of-word affixes, or suffixes, while beginning-of-word affixes, like re-, #n-,
pre-, de-, ere, are called prefixes,

We can now talk about words as belonging to families. A word family
comprises the base word plus its inflexions and its most common
derivatives. To take another example, the base form anderssand includes the
following members in its family:



Word
formation

b e What’s in a word?

understands
understanding
understood
understandable
misunderstand
misunderstoad

Research suggests that the mind groups these different forms of the same
word together, Therefore, rather than talk about the number of individual
words a persan knows, it makes more sense to talk abour rhe number of
word families.

Affixation is one of the wavs new words are formed from old. Another ene
is compounding - that is, the combining of rwo or more independent
words, as 1n the case of second-band, word processor, paperback, and so on. The
fact that many compounds started life as rwo separate words is evident trom
their variant spellings. Thus: dish washer, dish-washer, dishwasher; and wild

flower, coitd-flower, wildflower. This is one reason why it is tempting to

consider record player ay one compoeunded word rather than two single words,

Another reasen to consider record player a single word is that this kind of
compaound pattern — noun + verb + -er — 15 @ very common, and highly
productive, one w English: a zecord player 35 a raachine thar plays records.
Likewnse dishuasher, )’Jm'rdryer, bus driver, goufkeepfr, typewriier; they are all
formed according to the same principle. New words thar follow this partern
are constantly |cining the language: screcmsaver, fratnipotfer, particle
accelerator, mail server. Another common pattern is the noun + noun
pattern, as in meichbox, classroom, teapot, mousemal, g, Of course, the two
patterns — noun + noun and noun + verb + -¢r — can re-combine to form
even more complex compounds: dumptrnch-driver, candlestick-maker,
windscrezri—awiper, and so on.

Twa words can be blended to form one new one {called s blend):
breabfast + lunch = brunch, information + entertainrient = infotainment, Or a
word can be ce-opted from one part of speech and used as another, a process
called conversion. Typically nouns are converted into verbs {or ‘'verbed') as
in The shell impacted agatnst a brick wall, Let’s brunch jomorrow. But other
parts of speech can be converted us well: she upped and feft (preposition —
veeb}, « batfson fhight is an abselute musit (verb — noun). Finally, new words
can be coined by shortening or clipping longer words: ffu (from influenzal,
emai! (from electronic mail) and derm (from dermitory),

In the following text, 1 indicates words formed by affixation,
* compounds, 3 conversion and 4 clipping:

Weighed down by details? The 40MB Chk! PC Card Drive from
lomega, a lightweight?, removeable! storage! drive for PC users, will
soon sort chat out. Designed with people on the go® in mind, rhe Clik!
PC Card Drive removes the need for additional cables and cumbersome!
storage back-up??, Each Clik! disc has the capaciry to store 40 megas™ of
information quickly and conveniently. With packaging'? akin to your
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Multi-word
units

favourite pair of Cutler and Gross specs?, this stream-lined? sysiem is an
essential lubricant! to life in the fast lane.

{from Hillpaper magazine, Time Life)

Even when words are nut joined ro form compounds, we have seen thar
groups of more than one word, such as & and pieces, do up, look for, can
function us u meaningful vnit with a fixed or semi-fixed form. Technically
these are known as multi-word units, but they are often called simply
texical chunks, For exaniple, in the following extract {in which two warkers
are discussing the Australian car industry ~ a Holden is an Australian car)
the lexical chunks are in iealics:

KEITH: % amazing bow the bleeding car industry's seoung rownd. It's
Holdens fer yearc and now Fords have got it. HEH and rruly. [ ... ]
Year after year they're laying more off towards the end of the year so
they knew this was coming - it wasn't out af the blue,

jor I think that they shipped a %¢ of the accessory overseas teo.
Before they did a fot of the bits and pieces themselves.

(from Slade D, The Texvure of Casweal Conversation)

The chunks vary 1n rerms of how fixed, and how idiomatic, they are. For
example, out of the blue is bath idiomartic (that is to say, its meaning is not
easily recoverable from ies individual companents) and fixed - you can' say
Srom the blue or ow of the green, for cxample, Welf and trady and bits and pireces
{as we have seen) are also fixed, but less idiomatic, Year uffer year, on the
other hand, is only semi-fixed. It allows a limited amount of manipulation:
we can say menth after mourh and day after day. Note that both # Jr of and
JSor years are rypical of the enormous number of chunks that are used 10
express vague quantities and qualivies: loads of] that sort of thing, more or less,
now and again.

Fis amazing how ... belongs 1o a set of sumi-fixed multi-word units that
function as sentence frames: they provide a structure on which to *hang' a
sentence, and are especially useful in reducing planning time in rapid speech,

Especially common in informal language are compounds of verb + adverb
{Like suueng roz:_nd}, or verb + preposition {(fosé after). These are known as
cither phrasal verbs or multi-part verbs. Because they are often idiomatc
{like Jay off ) and can somertimes be separated (laying more workers off and
laving off more workers), they present a formidable challenge to learners. {1n
Chapter 7 you will find mare on chunks and phrasal verbs.)

To handle the fact that chere are multi-word items that behave like single
words, the term lexeme was coined. A lexeme is 2 word or group of words
that function as a single meaning unit. So, 1o return to the sentence that
started this chaprer:

} like looking for bits and pieces like old second-hand record players ang
doing them up to lock like new.

we could count locking for, bits and pieces, record players, doing ... up and so
ook as single lexemes, along with 1, Hke, ofd, them, evc.



Collocations

ioe Whai's in a werd?

We have scen how wards ‘couple up' 1o form compounds, and how they ‘hurnt
in packs' in the shape of multi-word units, There is a looser kind of assaci-
ation called collecation. Two words are collocates if they eccur together
with mere than chance frequeney, such that, when we see one, we can make
a fairly safe bet that the other is in the neighbourhood. The availability of
corpus data (j.¢. datahases of text - see page 68) now allows us to check the
statistical probabiliy of two words co-occurring. The most [requent
collacate of record, for example, 1 world. Another is se2. S0 we have no
trouble ﬁ]ling in the blank when we hear someone say $Ae set @ netw wordd ...

Coltocation is not as {rezen a relationship as that of compounds or multi-
word units, and two eollocates may not even oceur next to each other — they
miay be separated by one or more other words. S2#, for example, is the second
most frequent collocate of record but it seldom oceurs right next 1o 1 He ser
the junior recard i J990. Notice that ser and recond can also collocate in quite
a ditfercnt sense: Just fo set the vecord seraipht . In fact ser the record sevaight
is such @ strong collocation that it almost has the status of a chunk, and
indeed it gets a separate entry {under revord) In dictionaries, as do some
ather strong callocates with record, such as for the record, off the record and sn
record.,

Collocation, then, is hest scen as part of a coatinuum of serength of
assaciation: 2 continuum that moves from compound words (seconed-hand,
recard Jm'ayar] through multi-waord units = ar lexical chunks - (&ifs and
PIE{!_{:] including idiems (ont of the Hlwe) and phrasal verbs (da np), to
collocations of more or less fixedness (ser the record straight, set a new world
record ).

Here is a text with some of its more frequent collocations underlined,
while the more fixed multi-word units are in italics:

A record numbey of 54 reams will be competing in three sections as the
Bryants Carpcts Intermediate Snooker League gets underway this week.
Once again all three sections are fikely to be very closely contested. In
Section A, defending champions Mariner Automatics, captained gnce
again by the most successful skipper in the league, Johin Stevens, will he
the team i beal.

The biggest threat ss /rkely te come from Grimsby Snooker Club A, and
P and ) Builders who will have Steve Singleton af sbe helm for the first
fime.

(from the Grimséy Ewvening Telegraph)

It should be clear from this passage the extent to which word choice is
heavily constrained by what comes before and after. This 18 perhaps the
single miost elusive aspect of the lexical system and the hardest, therefore,
for learners o acquite. Even the slightest adjusements to the collucations -
by substituting one of 1ts components for a near synonym {underlimed) -
rurns the text into nen-standard English:

A record lot of 54 teams will be competing in three sections as the
Bryants Carpcts Intermediate Snooker League reaches underway that
week. One tme again all three sections are possibly to be very nearly
contested ..
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Homonyms

Paolysemes

By way of an example, in the learner’s text in the Introduction to this
chapres (page 2) there are a number of collocations that are non-standard:

te get out the adencids (for fo remove .. )
I was worried with this idea {(for The idva worried me)
I gave a shout {for [ shouted)

Taken individually, each of these 'mis-collocations’ is pecfectly intellipible
and nowhere near as serious as the aose—noire confusion, but in combination
they may have a negarive cffect on some readers.

We have seen how fe and fke can be two quite different words: 1 fike
Jooking ... look fike new. Words that share the same form but have unrelated
mearungs are called homenyms. For histerical reasons, English s rich in
homonyms: ceedl, bat, shed, left, fair, ete. Thus, while fair in the sense of
beautitul or pleasing comes from an Old English word (feeger), its bomonym
fair, a5 in Skipton Fair, comes from Latin feria by way of French foire. While
homonyms provide 2 headache for the learner, their ambiguity is 1 rich
source of humour, Like the joke about the duck whe went to a chemist’s to
buy lip-sabve. ‘Wil vou be paying by cash or credit card? asked the
pharmacist. “Just put it on my bill," replied the duck,

Another potential source of confusion are the many words in English rha:
sound the same but are spelt differently: borse und boarse, meet and meat, tail
and tafe, discrete and discreet, afovd and affowed. These are called
homophones (litcrally same sound’). There are alse words that are
pronounced differently but spelt the same: @ windy day, but a long and
wwindy road; o liwe concert, but where do you live?, a fead pipe, but a lead singer.
These are called homographs (fiterally ‘same writing).

Ay if homonyms, homophones and homographs weren't enough, a2nother
potential source of confusion for leamers — and a challenge for reachers - is
the fact that very many words in English have different but overlapping
meanings. Take fair, tor example. Clearly these two senses of far are
hornonyms:

She had long fair hair.
My pig won first prize at Skipton Fair.

But what about these?

This isn‘t fair on anyone, but it does happen,

We have a fair size garder and we may as well make use of it.

She was only a fair cook.

The sun's rays <an be very harmful, beating on unprotected fair skin.
This fair city of ours ...

h will be fair and warm.

Although there appear to be six ditferent senses of fasr represented here,
ranging from reasonable through quite large, average, pale, beautiful to dry and
pleasant, there is an underlying sense thar at least some if not all of these
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antonyms

Hyponyms

T+ Whats in s word?

meanings are related. Try substituting pleasing, for example, and you'll find
that it mare or less fits most of these contexts. Dictionary wrirers
(Yexicographers) classify words like fair as being polysemous — that is, of
having multiple but related meanings, each of which is called a polyseme.
Hold is another good ommple of 1 polysemous word:

| heid the picture up to the light.

{ was heid overnight in a cell,

You need to hold a work permit,

Mrs Smith is holding a party next weelk,

Marxists hold that people are all naturally creative,

He was finding it a strain to hold his students’ sttention.
Theyt probably hAoid the Londen train if we're late in.

The theatre itself <an hold only a Himited pumber of people.
Will you tell her the offer still halds.

These books hold the bed up.

{All examples of farr and bafd are from the Cofffng CORUILD Fnglish
Dicrionary)

If the polysemous nature of English vocabulary provides a challenge to
dictionary compilers, it is 2 complete headache for learners. At what point
can you be said o know 3 word such as fair ot Aold — when you know its
meost basic meaning, or when you know the different shades of meaning
represented by all its polysemes? This 1s an 1ssue we will return to when we
look at the teaching of word meaning.

Synonyms arc words that share a similar meaning. Thus: e/d, ancient,
anfigue, aged, elderly are 2ll synonyms in that they share the commeon
meaning of nof young/new. However, there the similarity ends. We are more
likely to ralk about an ald record player and even an antigue one than an elderdy
record player or an aged one. Synonyms are similar, but seldom the same.
Even berween words that seem interchangeable, such as saxd and c2é, or
awbergine and egg-plang, one will be preferred over the other in certain
contexts and by particular speakers.

Notice we were forced to define a/d in terms of what it 1s not: sor
yonng/menn. Words with epposite meanings - like o/ and new - are called
antonyms. Again, like synonyms, the relation between such opposites is not
always black and white {to use two antonyms) and the very notion of
‘oppositeness’ is coublesome. The apposite of an old woman is 4 young
TN, but the Qppos ite of an ofd re com’})fa}rer 1§ Aew grg, ot aymmg GHE.
Your a!n' boyfriend, however, could be either the boytriend who s not your
young boyfriend or the one who is not yeur new dayfriend. Nevertheless, like
synonyms, antonyms have a useful defining function and are therefore a
convenient teaching resource.

Hyponym is another -nym word that is useful when ralking abour che
way word meanings are related. A hyponymous relationship is a &ind of
relationship, as in A bamemer is a kind af toof or A kiwi 15 a kind of bird fand a
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&ind of frutr). Thus, bammer Is a hypanym of foaf; Aizd a hyponyny of bird
{and pruif). Co-hyponyms shure the same ranking in a hierarchy: danmmer,
saw, screwdriver are all co-hyponyms; foef is the superordinate rerm. But
suw also has a superordinate relation ro different kinds of saw: fressauw,
chainsaw, Jigaaw, etc. We can illustrate these relations like this:

tool
|
I I I
hammer serewdriver saw
I
I I |
fretsaw chainsaw jigsaw

A sirmilar lond of relationship s @ pure ofs as in a kepboand is part of a compurer.
Notice that this is quite different from saving « deybeard is  kind of compater.
In this poem by William Carlos Williams, the words that have this kind of
relationship (called mergnymy) are underlined, while co-hyponyms are in
italics:

Under a low sky
this quiet morning
of red and

yellow legves ~

A bird disturbs

ne more than one pwig
of the green leaved
peach tree

Thaus, leaves and fewigr ase parts of trees, while reg, yelfow and green are kinds
of colours.

In the following passage (from a short story by David Guterson) there are a
number of words that are connected to the idea of Christmas {Christmas
Eve, the (Christmas] tree, lights and carolt):

We were ar my sister’s house for Christmas Eve, fire in the fireplace,
lights on the tree, Christmas carols playing on the stereo. Queside the
window a light snow blew down, lcicles hung from the gutters and in the
vard the grass fooked sprinkled with powder. By morning everyrhing
would be white.

As Christmas-themed words, smow, feicdes and frreplace could also be
included, since they all belong o 3 mental scenario associated with northern
hemisphere Christmas celebrations. Words that have this kind of themaric
relationship are said to belong to the same lexical field. Tree, carads, fireplace
and Aights all belong to the lexical field of "Chiristmus’ — although all of them,
with the possible exception of earslr — belong to other lexical fields as well.
Notice that the text alse contains u lexica! field of weather-related words
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thar partly overlaps with the Clinstmas words (mow, dlew, iricles, poder,
wohite), as well as words connected with the douse theme { fireplace, sterco,
window, gutters, yord, yrass).

Here's an extract quoted earlier in this chapter:

KEITI: Ie's amazing how the bleeding car indusiry's swung round. It's
Holdens for years and now Fords have got it. Well and truly.
[ ... | Year ufter year they're laying more off towards the end of
the year so they knew this was coming — it wasn't out of the blue,

1o I think that they shipped a lot of the accessory overseas toe.
Before they did a lot of the bits and pieces theniselves.

Expressions like the bleeding car industry, ouwt of the blue and bivs and
pieces, suggest a style ol language char is closer to spoken, informal English
than to a formal written style. Moreover, the use of dleediny suggests
British ar Australian Enghish rather than North American English. Britsh,
Austratian and North American are difterent varieties of English. More
than arything, choice of words is an indicator of style and place of erigin.
Dhictionaries rypically indicate the style and variety of 4 word by conventions
such as che following:

Am North American English
Aus Auvstralian English
Br British English
dated

fmd formal

infml  informal

law

literary

poctic

slang

taboo

tframy The Caméridge Internarional Dictionary of Engfish, CUF)

A distinction is often made berween style and register. A regisrer of English
is a variety of the language as used in specific conrexs, such as kegal English,
academic English, or technical English. Discrepancies in style and register
are a5 disconcerting as unusual collocations. Take, for example, this emaii 1
received (from somebody [ had never met):

Dear Scott,

I have booked Diana to arrive in Barcelona ar 22.25 (10.25pm} on
Sarurday 19th August. [ hope the lateness of the hour deesn't
discommode you roo much. Di will be flying our of Barcelona on Friday
25th August ar 1.25pm. Are you cool with these arrangements? If not, 1
can change them no probs.

Also, I'm still teying to wack down the anicle you want.

Regards,

[.-]

11
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Note the difference in style berween words and expressions like fateness ?
the hour and discommode {formal, and somewhar archaic, on the one hand)
and are you ivof, o probs, track down (colloquial and spoken, on the other),
Linked to style is the issue of connotation. Two words may be synonyms,

but each may evoke quite different associations. Famous and natorious both
have an undcrl}'mg meaning of 1welf-&netun, but only the latter has negarive
connetations. In this baok, you will find the term fearners used in preference
to students ot pupils, which have somewhart passive connotations. In the
following ncwspaper text, the emotive connotations of the underlined words
emphasise the writer's disapproval of an event that itself was triggered by a
politician's use of the negative {or pejorative} term ‘mongrel”:

EX-PRIME Minister Ted Fleatch last night rorpedoed William Hague's
desperate bid to shut down the Tory race row. Ile compared maverick
MPF John Townend — who described the British as 2 ‘mongrel race’ — to
Enoch Prwell and said he should be kicked out of the party. Sir Ted, who
booted Powell out in 1968, warned 'many other’ right-wing MPs shared
Townend’s extreme views.

{from The Sunt newspaper)

In this chapter the aim has been to show that a word is a mare

complex phenomenon than at first it might appear. For example:

« words have different functions, some carrying mainly grammatical
meaning, while others bear a greater informational load

* the same word ¢an have a variety of forms

wards can be added to, or combined, to form new words

words can group together to form units that behave as if they were

single words

* many words commonly co-occur with other words

words may look and/or sound the same but have quite different

meanings

one word may have a variety of overlapping meanings

different words may share similar meanings, or may have opposite

meanings

same words can be defined in terms of their relationship with other

words - whether, for example, they belong to the same set, or

co-occur in similar texts

words can have the same or similar meanings but be used in

different situations or for different effects

Now that we have locked at some of the complexities of vocabuiary,
the next chapter will examine how words are learned. both in the first
language and in a second language. We will also explore how theories
of learning might impact on the teaching of vocabulary — a theme
that will be developed in subsequent chapters.



How important
is vocabulary?

bww words are
rned

ow imnportant is vocabulary?

What does it mean to ‘know a word'?

How is our word knowiedge organised?

How is vocabulary learned?

How many words does a learner need to know?
How are words remembered?

Why do we forget words?

What makes a word difficult?

What kind of mistakes do learners make?

What are the implications for teaching?

“Without graminar very little can be conveyed, without vocabulary setbing
can be conveyed. This is how the linguist David Wilkins surmed up the
lmportance of vocabulary learning. His view is echoed in this advice to
students from = recent coursebook {Dellar H and Flocking 3, innguation,
LTP): 'If you spend most of your time studying grammar, vour English will
not improve very much, You will sce most improvement if you learn more
words and expressions. You can say very little with grammar, but you can say
almost anything with waords!
Most learners, 100, acknowledge the imporrance of vocabulary acqui-
sition. Here are some staternents made by learners, in answer to the question
Flow would you ke to improve your English?

Oral is my ueakness and 1 can't speack o fluent sentence in English,
Sometwnes, I am hack ofF usehul wacabularies to express my chvoms.
My problem is That I forget the words soon after I have iocked in The
dac‘l'ion.:t.ry_ For gxawple when 1 read a English bodk,

+ 1 wouwld lke to wprove wmy vecabulary. T have the fecing That T always
use the same diomatic expressans o eapress different sort of things,
14 ke to aderge my vocabulary (this word I alse had *6 find .
dictiorary). Toa cFien my speaking is hard caused by missing words.

However, vocabulary teaching has not always been very responsive i such
problerns, and teachers have nor fully recognised the tremendous
communicative advantage in developing an extensive vocabulary. For 2 long

13
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uime, teaching approaches such as the Direct Method and audiolingualism
grave greater priority to the reaching of grammatical strucrures. In order not
to distract from the learning of these structures, the aumber of words
introduced in such courses was kept fairly Jow. Those words which were
taught were often chosen either because they were easily demonstrated, or
because they fitted neatly into the ‘structure of the day’.

The advent of the communicative approach in the 1970s set the stage
for 3 major re-think of the role of vocabulary. The communicative valee of
a core vocabulary has always been recognised, particularly by tourists. A
phrase hook or dictionary provides more communicative mileage than a
grammar — in the short rerm at least. Recognition of the meaning-making
potential of words meant that vocabulary became a learning objective in its
own right. 1n 1984, for example, in the introduction o their Caméridge
English Course, Swan and Walter wrote that "vacabulary acquisition is the
largest und most important rask facing the language learner’. Coursebooks
began ro inclede acuvities thae specifically targeted vocabulary.

Nevertheless, most language courses were (and soll are} organised around
grammar svllabuses. There are good grounds for retaining a grammatical
organisation, While vocabulary is largely & collection of items, grammar is
a system of rules. Since one rule can generate ¢ great many sentences, the
teaching of grammar is considered o be more productive. Grammar
multiplies, while vocabulary merely adds. However, two key developments
were to challenge the hegemony of grammar. One was the lexical syllabus,
that is, a syllabus based on those words that appear with 2 high degree of
frequency in spoken and written English. The other was recognition of the
role of lexical chunks (see page 6) in the acquisition of language and in
achieving fluency. Both these developments (which we will look ar more
closely in Chapter 7) were fuelled by discoveries arising from the new
science of corpus linguistics,

The effect of these developments has been to raise awareness as to the key
tole vocabulary development plays in language learning. Even if muost
vourschooks still adopt a grammatical syllabus, vocabulary s no longer
treated as an ‘add-on. Much mare attention is given to the grammar of
words, to collocation and to word frequency. This is reflected 1n the way
coursebooks are now promoted. For exarple, the back covers of three recent
courses claim:

Strong emphasis on vocabudary, with a particular focus on high frequeney,
useful words and plirases. (from Cutting Edge Intermediate)

Well-defined vocabulary syllabus plus dictionary training and prenun-
vialion practice, including the use of phonetics. {from Mew Headway
English Coursc}

a strongly lexical syllabus, presenting and practising hundreds of
natural expressions which students will find immediatcly useful. (from
Innovaiions)
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We have becn wlking abour the importance of having an extensive
vocabulary — that is, knowing lots of words. But what does it meun 1o 4row
a word®

At the most basic level, knowing a word involves knowing:

* its form, and

* its meaning
IET tell yenu that there is, in Maori, 2 word that takes the form sangi, vou can
not really <aim to say you ‘know fengi” since you don’t know what fangi
means. The form of the word rells you rothing about its meaning.

So, what does tangs mean? Well, it means sound. But is that sound the
noun, or seund the verb, as in 6 soend? In fact, it can mean both - so part
of knowing the meaning of tangi is knowing its grammutical function. But
fangi doesn’t mean only sonnd, it also means flameniation, dirge and to
weep. In fact the waiata tang (funeral lament) is an integral parr of the
tangthanga, or Maori funeral ceremony, so much so that fangi has come to
mean {colloquially} simply firmreral. But, of course, not a funeral in the
European sense. A Maori tangi is 2 very different kind of ceremony. For a
starr ... {and so on). In other words, knowing the meaning of a word is nor
Just knowing its dictionary meaning (or meanings) - it also means knowing
the words commenly 2ssociared with ic {its collocations) as well as is
connelations, including its register and its cultural accretions.

Finally, we need to distinguish berween receptive knowledge and
productive knowledge, Now that you know the meaning of ramgs vou can
probably make sense of the opening passage from che short story “Tangi” by
Wit Thimaera;

Do nat listen to the wailing, Tama. Do nor listen to the women chanting
their sorrows, the soaring waiata tangi which sings alone and disconsalare
above the wailing, 1t is only the wind, Tama. De nat listen to the sorrows
of the marae ...

Assuming you understued fengi in this exract, you mav sull feel
uncomfortable abour working the word into a letter or dropping it into a
conversation. (And so far you have only had its written form, not its spoken
form.) In other words, you have receprive, but not productive, knowledge of
the word. Receptive knowledge exceeds productive knowledge and generatly
~ bur not always - precedes it. Thar is, we vnderstand more words than we
utrer, and we usually understand them befare we are capable of uttering
them.

15
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To summarise, word knowledge can be represented as in this diagram for
the word fangr:

The wiitien

Forin: 'l'CU’g':

The ineaningtsh
Satindd, weep, s,
taenemeairen, Has conie 1o
meun fiuneral. Also,
s, erdyong

The grammatcal
behaviour: e.g. iU's
uscd a5 bBorh 2 nyam
and 3 verb; it can be
wsed passively

The word's requency:
idage 154 high Treyqueney word
in daen. as well as being
wied 1 NZ Enghsh

The wrnds
dervations
tangihenga inoun),
tungifei {passive
form)

The connatations
ioF associaions) of the
word: g has sirong
asiociations with waditional
Maen culiure, evoking the
riteals of i meede
(ermmunity argal

The collocations of
the word: c.p. worag
rangi (luneral songy; magi
rekd §= sweel soufd:
harmonious)

The rogisier of the
word - spoaken and wriken:
uzed colloguiatly 1o mean
Sunereuf: now commonly
used in Mew Featund
Englizli too

What s involved in knowing the word ‘tangt’

Of course, cven a proficient speaker of Maori may not 'know' all these
aspects of the word tang: word knowledge is incremental and takes time.
What is sometimes called a state of nitial fuzziness seems w be an
inevitzble part of vocabulary learning,

The above diagram for the word fengi suggests that the way words are
stored in the mind resembles Jess a dictionary than z kind of network or
web. This is an apt image: the mind seems te store words neither randomly
nor in the form of a list, but in a highly erganised and interconnecred
fashion — in what Is often called the mental lexicon.

The mistakes we make offer an insight inte the way the mental lexicon is
organised. For example, the speaker who says ‘I wutched this Maori !agga on
television’ s contusing two words that are similar in form, il quite difterent
in meaning: fangi and rango. This suggests that words with similar sound
structure are closely interconnecied, so that the search for one may
sometimes activate its near neighbour. The comic effect of this kind of
mistake (calied a malapropisin) has not been lost on writers, including
Shakespeare:

sorronst: "Thisbe, the Howers of sdious savours sweet ~'
quince:  'Odious —~ odorous!
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As in a dictivnary, similar forros seem to be located adjacent to each other.
But if every time we ‘'locked up’ a word in the mental lexicon, we started
with its form, we would have 1o scroll through a grear mauny similar-
sounding but totally unrelated words: tandem, rangent, tangle, tango, ew.
This would be very time-consuming. To speed things up, words are also
interconnected according o their shared meanings — ali the flur words
being interconnected, and all the cotbing words interconnected too. So, if |
want to say  had a deficions mange for breakfast, the lexicon activates the fruic
department before triggering « search of words beginning wirth mang-. This
accounts for the fact that, In experiments, subjects find that answering the
first of the following two questions is easier and quicker than answering the
second:

1 Name a fruit that begins with .
2 Name a word that begins with g thac is « fruit.

In each case the word scarch simultancously focuses on form and meaning,
but it seems the brain is herter disposed to begin the search via the
meaning-based {thesaurus-like) lexicon than the form-based (dichonary-
like) one. This also accounts for the facr that, once subjects have acvessed
the fruit category, they are able to find other fruits more quickly, All of thix
suggests 3 semantic {meaning-based} orgarisadon, bur one thar also has a
form-based (or whar is called morpholegical) back-up. The two systems
waork in tango, sorry, in tandem. This explains why malapropisms (such as
edious/sdorous) are not only similar in sound to the intended word, but are
almost always the same part of speech and often share aspects of their
meaning. Hence, many learners of English confuse chicker and Lizchen: not
only do the two words sound alike, they are both nouns and they share
elements of meaning in that they belong to the same lexical field.

We can think of the mencal lexicon, therefore, as an overlapping system
in which words are stored as 'double entries’ — one entry conraining
information about meaniag and the ather about form. These individud
word entries are then linked to words that share similar characreristics,
whether of meaning (mange/papaya) ot of form (rangi/tangs) — or both
{chickenkitchen). The number of connections s enormous. Finding & word
is Like following a path chrough the nerwork, or berter, following several
paths at once. For, in order t economise on processing time, scveral
pathways will be activated simultancously, fanning out across the network in
a process called ‘'spreading activation’.

Linked to this system are other arcas of cognition, such as world
krlowledge {like an encyclopedia) and memory {like a personal diary or
autobiography), so that activation of a word like tangi or mange or tangs alsa
triggers general knowledge and personal experiences that extend beyond the
simple ‘dictionary’ meantngs of these words. Knowing a word, then, is the
sum rotal of all these connections — semantic, syntactic, phonological,
erthographic, morphological, cognitive, cultural and autobiographical. It is
unlikely, therefore, thar any two speakers will 'know’ a word in exactly the
same way.

17
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tearned?

Knowing a word is one thing ~ but how is thar knowledge acquired? In
learning their first language the first werds that childeen learn are rypically
those used for kabelling — that is, mapping words ¢n to concepts - su thar
the coneept, for cxamplc, of d(,)g has a name, dog. Or ;fogg."f. But not all four-
legged animals are dogs: some may be cats, so the chiid then has to learn
how far to extend the concept nfn’ag, so us nat to mctude cats, but to include
other people’s dogs, toy dogs, and even pictures of dogs. In ather words,
acquiring a vocabulary requires not only labelling but categorising skills.

Finally, the child needs to realise that common words like app/z and dog
can be replaced by superordinare terms like frudt and animaf. And tha
ammal can accommodate other lower order words such as cae, Aorse and
clephant. This nwvolves a process of metwork building - constructing a
complex web of words, so that items like dfack and white, or fingers and toes,
or family and brother are interconnected. Network building serves to link atl
the labels and packages, and lays the groundwork for 2 process that
continues for s long as we are exposed to new words {and new meanings
for old words) ~ thar is, for the rest of our lives.

In what ways is the development of a second language (L2) lexicon any
different from that of the first language (L1)7 Perhaps the most ebvious
difference is the fact that, by definition, second language learners already
have a first language. And not enly de they have the words of their first
language, but they have the conceprual syscem thar these words encode, and
the complex network of associations that link these words one with another.
Learning a second language involves both learning a new conceptual sys-
tem, and constructing a new vocabulary nerwork — a second mental lexicon.

Consider, for example, the problems 1 faced when learning Maori kinship
terms:

The wird #ina is used by (1) a boy when speaking of his younger bmthcr,
{2} a girl when speaking of her younger sister. The word frméane is used
by (1} a boy when spezking of his older brother; {2} a gitl when speaking
of her older sister. The word srahine is used by a boy when speaking of
his sister. The word rurigane is used by a girl when speaking of her
brother

§from Harawira K, Teach Yoursedf Maori, Reed Books}

The culrural 'distance’ between Maorl and Eurepean conceptual systems is
relatively large, but for maost language learners there will be much more that
is shared than is fereign. Feven learning Maorl, [ did not have to relearn the
concept of Aand, for example, or vf borse. The fact that the adult learner’s
concept system is already installed and up-and-running, means that he or
she is saved a lot of the over- and under-generalising associated with first
language learning. An adult learner is unlikely to confuse a dog with a car,
for example.

However, there is a downside to having a ready-made conceptual system
with its associated lexicon, Faced with learning 2 new word, the second
l::.ngu.ag:. learner is Likely to shert-cut the process of vonstructing a network
of associations — and simply map the word directly onta the mother tongue
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equivajent. Thus, if a German-speaking learner learns the English word
takfe, rather than creating a direct link from feble to the concept of rable,
they are more likely to create 2 fink to their L1 equivalent (T¥seb), The L1
word acts as a stepping stone 1o the rarget concept.

Perhaps - in order to pre-ernpr n over-dependence on mental ranslation
- learners should be advised to follow Christophet Isherwood's advice:

When Christopher began giving English lessons, he would try to convey
to his German pupils samething of his swn mystique about the German
language. ‘A table doesn't mean ein Tisch — when you're learning a new
worid, you must never say o yourself it means. That's altogether the wrong
approach. What you must say to yourself iz Over there in England, they
have a thing called a table. We may go to England and look ar it and say
“that's our Tisch”. But it isn't. The resemblance is only on the surface. The
two things are essentially different, because they've been thought about
differently by two nations with two different cultuzes. I you can grasp the
fact that that thing in England isn't merely calfed a table, it really 75 a table,
then vou'll begm to understand what the English themnselves are like ...
OFf vourse, if you cared ra buy a table while you were in Lngland and
bring it back here, it would became ein Tisch. But not immediacely.
Germans would have to think about it as ein Tisch for quite a long while,
first.

(from Chriseapher and Fir Kind, Eyre Methuen)

Isherwoud is suggesting that the words fable and Tisch are not synonymous
- that their mearings do not map onto each other snugly. While this
example may be a little far-ferched, it s true that the degree of semantic
overlap between words in different languages can vary a lot, This is often a
cause of lexical errors. A Spanish speaker who complains that her shoes
make ‘her fingers hurt' is over-gencralising from Spanish deds which means
both finger and soe. Likewise, 3 German speaker who has left his ‘elock’ at
home, may in fact mean his wareh: Ubr stands for both clock and warch,

Many cross-language errors are due to what are known as false friends.
Talse friends are words thar may appear fo be equivalent, but whose
meanings do oot in fact correspond. Examples of false English friends for
speakers of Polish, for example, are:

acinally  (abtualnie in Polish means ‘ar present’, ‘currently’)
apartment (apartamens in Polish 1s a ‘horel suite’)

chef (sz¢f1s Polish for ‘chief” or ‘boss’)

dren (dres is Polish for ‘tracksuit’}

Bistery  (Aisteria 1n Polish means ‘story”)

tunai (fumaiyé in Polish is a “sleepwalker')

pupil (pupil in Polish is a *per’ or ‘favourite’)

Over-reliance on transfer from L1 could, conceivably, result in a Pale say-
ing: ‘Tell the chef that actually these’s u lunatic in a dress in my apartment?

Generally speaking, however, languages that share words with similar}
forms (called eognates) have many more real friends than false friends. An «Z
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Irzlian learner of Enghsh, tor example, need not feel suspicious of the
English word apartment (appartaments m lralian), nor garage (the same in
Italian), garden (giarding, or fakony (baleone) - amonyg thousands of others.

As well as false friends and real friends, there are strangers: words that
have no equivalent in the L1 at all, since the very concept doces net exist in
the learner’s lexicon. Supposedly Chinese has no equivalent for the English
words privacy or commurnity. In this case, the Chinese learner of English 1s
in a position not dissimilar to & child learning his or her L1; they are
learning the concepr and the word in tandem. The way colour terms are
distributed in different cultures is also a possible source of conceptual
strangeness. Russian, for example, distinguishes beeween two kinds of blue:
sinif vs golubgj, for which English has ne satisfactory equivalents. But one
needs to be careful nat 1o read too much into such reported differences; like
the Inuits one hundred different words for smow, they may in fact be
language myths.

By analogy with false friends, real friends sand strangers, it may be the case
that, for a good many second language learners, most of the words in their
L2 lexicon are simply acquaintances. They have met them, they know them
by name, they ever understand them, but they will never be quite as famnibiar
to thein as their mother tongue equivalents. This is because the associative
links in the second language lexicon are usually less firmly established than
mother tongue links. To extend the metaphor: learning a second language is
like moving to a new town — it takes time to establish connections and wern
acquaintances inte friends. And what 1s the difference between an
acquatntance and a friend® Well, we may forget 20 acquaintance, but we can
never forget a friend. (For mote on remembering and forgetting, see below.)

A further major difference between first and second language vocabulary
learning is in the potential sizc of the lexicon in each case. An vducated
native speaker will pmbably have a vocabulary of around 20,000 words (or,
more accurately, 20,000 word familics — see page 4). This is the result of
adding about a thousand words a year to the 5,000 he or she had acquired
by the age of five. An English dictionary includes many more: the
Longman Dictionary of Contemporary English, for example, boasts ‘over
20,000 words and phmscs', while the Oxford Englisk Dictionary contains
hall’ a wmillion entries. Most adult second language learners, however,
wilt be lucky to have acquired 5,000 word families even afier several years
of sudy.

This relatively slow progress has less to do with aptitude than with
exposure. The average classroom L2 learner will experience norhing like the
quantity nor the quality of exposure that the L1 infant receives. [t has been
calculated thart a classroom learner would need more than cighteen years of
ciassroom exposure to supply the same amount of vocabulary input rhar
occurs in just one year in natural settings. Maoreover, the input that infants
recetve is tailored to their immediate needs ~ ir is interactive, and it is often
highly repetitive and patterned — all qualities that provide optimal
conditions for learning. By comparison, the average L2 learner’s input is, to
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say the least, impoverished. Given these constraints, how many words does
the learner need w know?

The answer must depend to a large extent on the learner’s needs. A
holiday 1rip 1o an English-speaking country would obvieusly make different
voczbulary demands than a years study in a British universiry. But is there
such a theag as a threshold level - a core vocabulary thar will serve in most
sitvations? One ﬁgure that is often quoted s 2,000. This is arcund the
number of words that most native speakers use in their daily conversation.
About 2,000 words, too, is the size of the defining vocabulary used in
dictionaries for language learners. These are the words and suffixes thau are
used in the dictionary’s definitions. Moreover, 4 passive knowledge of the
2,000 most frequent words in English would provide a reader with
familiarity with nearly nine out of every ten words In moest written texts. In
this paragraph, for example, so far only the tollowing words fall cutside the
top 2,000 words in written English: coeabidary (mentioned twice), thveibold,
core, quofed, narive, dictionaries/dictionarys, suffixes, definitions, morcover,
passsie, familiarity and paragraph. Tn other words, fourteen out of 140
runining words, or exactly ten per cent of the text, would be unfamiliar to
the learner who had learned the top 2,000.

And very many of the words in the preceding parageaph — such 53 the, f5,
a, vn, wenld, i, bud, is, there, that, will and one — are cxtrcmt'l}' COMMnon
indeed. In fact, it has been calculated that the most frequent 100 words in
English mzke up almost fifty per cent of most texts. That s w say, a half of
this book consists of merely 100 words!

Of courge, the majoriry of these 100 high frequency words are grammar
- or function ~ words, such as bas, fo, did, she, were, etc., and not content
words like enswer, depend, large, extent, learner, needs, etc. On their own, as
we saw in Chapter 1, function words have very restricted usefulness: try
having a conversation with the ten most frequent words in written English:
the, to, of, @, and, in, I, was, for, that!

There is a strong argument, then, for equipping leamers with a core
vocabulary of 2,000 high frequency words as soon as possible. The
researcher Paul Mears estimated thiat at the rate of 50 words a week (not
unreasonable, especially if the emphasis is taken off grammar teaching} this
target could be reached in 40 weeks, or one academic year, more or less. OF
course, this is the minimum or threshold tevel. Most researchers nowadays
recommend a basic vocabulary of au least 3,000 word families, while for
muore specialised needs, 2 working vocabulary of over 3,000 word families is
probably desirable. Students aiming to pass the Cambridge First Certificate
Examimation (FCE}, for example, should probably aim to understand at
least 5,000 words even if their productive vocabulary is half that number.

On the other hand, students preparing for academic study might be
hetter off warking from a specizlised academic word list. A recently
published academic werd list consists of just 570 word families, covering 2
vanety of disciplines — arts, commerce, law and science — and includes such
items as anaiyse, concept, data and ress rarch. These 570 word familics account
for one in every ten words in academic texts. For example, the following
words nceurring in the paragraph we znalysed above are covered in this
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academic list: core, quoted, passive and paragraph. Knowledge of this
acaderic fist (o top of the 2,000 most frequent words in English) would
have thus reduced the unfamlhar waords in that paragraph to a mere ten.

A preoccupation with vocabulzry size, however, overlooks the importance
of voczbulary depth. Vocabulary knowledge 1 nat an all-or-nothing
phenomenon, that is, a case of either knowing 4 word or not knowing it.
Consider, for example, these different degrees of ‘knowing' in my own
knowledge of Spanish, using words taken randomly from the Q section of
the dictionary:

guess (cheese) can understand and produce it (both in speaking
and writing} without effort
querer (want) can understand it and produce it, though need to
think about past iriegutar forms
gredar (stay) ¢an understand it and produce it, bur anly in its
main non-idiomatic senses
wirdfarie can understand it in context only, and can produce
?opcrarjng theaere) it if prompred {e.g. with {irst letter) bue not
corfident about correct word stress
uiebra can understand it in context oaly, and ean't produce
g bankruptcy) it even if prompted
quicig (hinge) probably wouldn't undersiand it even in context,

and certainly can't produce it

"This suggests that, at the very least, estimates of vocabulary size must take
inte account productive and receptive knowledge. Then there is knowledge
of spelling and pronunciation, of derivative forms 2od of different shades of
meaning. Finally, there is the degree of control over word knowledge: is the
word readily accessible, or does 1t require prompting? {Think of how you
answer crossword clues: some words come omly when several letters have
been filled in; others require no prompting at all.) Again, these different
aspects of knowing' suggest thae the task of acquiring a functional lexicon is
more complicated than simply memorising words from lists,

In the end, however, exactly which words a learner needs to know is a very
personal matter. 1t is not easy either to predict fearners’ needs nor to cosure
that the words that have been selected for teathing will be learned. Nor wall
there be time, especially in non-intensive language courses, for all the words
that the learners need to be explicitly raught. A good part of vocabulary
acquisition has to be incidental. Incidenral ]e’lrnmg is facilitated through
exposure o language input, in the form of extensive reading, for example.
Inpur from the teacher and from other learners Is also an important resource
for incidental learning (see Chaper 3).

Most important of all, perhaps, is that the teacher encourages an enthu-
siasm for vocabulary acquisition, and provides learners with the strategies
for self-directed Jearning — strategies that will be discussed in Chapter 9.
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To achieve the kind of ourcomes described in the last section, the learner
needs not only to iearn a lot of words, but te remember them, In fact,
learning i remembering. Unlike the learning of grammar, which is
essentially a ruke-based system, vocabulary knowledge 1s largely a question
of accumulating individual items, There are few short cuts m the form of
generative rules: it is essentielly a question of memory. How, then, does
memory work? And what are cthe implications for reaching vocabulary?

Researchers into the workings of memory customarily distinguish
between the following systems: the short-term store, working memeory,
and long-term memory.

‘The short-term store (STS) is the brain's capacity to hold a limited
number of items of information for periads of time up to a few seconds. 1t
is the kind of memory that is invelved in holding in your head a telephone
number for a5 long as 1t takes to be able to dial it. Or to repeat a word that
you've just heard the teacher modelling. Bur successful vocabulary learning
clearly involves more than simply holding words in your mind for a few
seconds. For words to be integrated inie lung-term memory they need 1o be
subjected ta different kinds of operanions.

Focussing on words long enough to perform operatiens on them is the
function of working memory. Many copnitive tasks such as reasoning,
learning and understanding depend on working memeory. It can be thought
of as a kind of work bench, where information is first placed, studied and
moved about before being filed away for later retrieval. The informatan
that is being manipulated can come from external sources via the senses, or
it can be ‘downloaded’ from the long-term memaory. Or both. For example,
a learner can hear a word (like !aﬂgr'). download a similar word from long-
term memory {like tangs}, and compare the two in working memory, before
deciding 1f they are the same or different. Material remains in working
memory for about twenty seconds.

This capacity 1s made possible by the existence of the articulatory loop,
a process of subvocal repetition, a bir like 2 leop of audio rape going round
and round. Ir enables the short-term store to be keprt refreshed. Having just
heard a new ward, for example, we ¢an mn it by as many times as we need
in ordes to examing it (fangs ... fangi . fangl_tangi ) — assuming that
not too many other new words are compening for space on the loop. The
holding capacity of the articulatory leop seems to be a determining facror in
the ability to learn languages: the longer the loop, the better the learner. Or,
to put it 2nother way, the ability to hold a phonological representation of a
word in working memory is a good predictor of language learning aptitude.
Likewise, any interference in the processes of subvocal repetition — e.g.
distracting background talk — is Likely to disrupt the functioning of the loop
and impair learning. Ancther significant feature of the articulatary loop is
that it can hold fewer 1.2 words than L1 words. This has a bearing on the
length of chunk a learner can process ar any one time.

Also linked to working memory is a kind of mental sketch pad. Here
inages — such ¢ visual mnemonics (or memory prompts} ~ can be placed
and scanned in order to elicit words trom long-term memmory into working
memoty (see Chaprer 9 for more on mnemeonics).
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Long-term memory can be thought of as a kind of filing system. Unlike
working memory, which has a limited capacity and no permanent content,
long-term memory has an cnormous capacity, and its contents are durable
over time. However, the fact that learners can retain new vocabulary items the
length of a lesson (i.e. beyond the few seconds’ duration of the short-term
store) but have forgotten them by the next lesson suggests that long-term
memory is not always as long-term as we would wish. Rather, it occupies a
continuum from ‘the quickly forgotten’ o ‘the never forgotten’. The great
challenge for language learners is to transform matertal from the quackly
forgotten to the never forgotten. Research into memory supgests thar, in
order to ensure that matenal moves inte permanent long-term memory, a
number of principles need to be observed. Here is a brief summary of some
of the research findings that are relevant o the subject of word learning:

* Repetitien: The time-honoured way of ‘memonising’ new material is
through repeared rehearsal of the material while it is stll in working
memory — Le. letting the articulatory loop just run and run, However,
simply repeating an itern {the basis of rote learning) seems to have lirdle
long-term ctfect unless sume atriempt is made 1o organise the maternial at
the same time (see below). Bur one kind of repetition that &5 important is
repetition of encounters with a word. It has been estimated that, when
reading, words stand a good chance of being remembered if they have
been met at least seven times over spaced intervals. (Are you still in any
doubt, for instance, as to the meaning of fangi?)

* Retrieval: Another kind of repetition that is crucial 1s what is called the
retrieval practice effect. This means, simply, that the act of retrieving a
word from memory makes it more [ikely that thg learner will be able 1o
recadl it again later. Activities which require retrieval, such as using the
new word in written sentences, ‘oil the path’ for furure recall,

¢+ Spacing: It is berer to distribute memory work across a period of time
than to mass it together in a single block. This is known as the principle
of distributed practice. This applies in both the short term #nd the long
term. When teaching students 2 new set of words, for example, it s best
to present the first rwo or three items, then go back and test these, then
present some more, then backtrack zgain, and so on. As each word
becomes berter learned, the resting interval can gradually be extended.
The aim is to test each item at the longest interval at which it can reliably
be recalled. Similarly, over a sequence of lessons, newly presented
vocabulary should be reviewed in the next lesson, but the interval
batween successive Lests should gradually be increased.

Pacing: learners have different learning styles, and process dara at
different rates, so ideally they should be given the apportuaity o pace
their own rehearsal activities. This may mean the teacher allowing time
during vocabulary learning for learners to do ‘memory work’ - such as
organising ot reviewing their vacabulary ~ silently and individuaily
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Use: Purting words 1o use, preferably in some interesting way, is the best
way of ensuring they are added to long-term memory. It is the principle
popularly known as Use it or fose it. In Chapier 6 we will look at ways of
putting words ro work. Meanwhile, the following points all relate 10 ways
of manipulating words in working memaory.

Cognitive depth: The more decisions the learner makes abour a word,
and the more cognitively demanding these decisions, the betrer the word
is remembered. For example, a relatively superficial judgement might be
simply to rmatch it with 2 word that rhymes with itz e.g. tngo/mangs. A
decper level decision might be to decide on its part of speech (noun,
adjective, verh, etc). Deeper sull might be to use it to complete a
sentence.

Personal organising: The judgements thar learners make abour a word
are most effective if they are personalised. In one study, subjects who had
read a sentence aloud containing new words showed better recall than
subjects who had simply silently rebearsed the words, But subjects who
had made up their own sentences containing the wards and read them

aloud did berter suil.

Imaging: Best of all were subjects who were given the rask of silenty
visualising a mental picture 1o go with a new word. Other ests have
shown that eastly visualised words are more memorable than words that
don't immediately cvoke a picture. This suggests that - even for ubstract
words — it might help if learners asseciate them with some mental image.
Interestingly, it doesn't seem to matter if the image is highly imaginative
or even very vivid, so long as it is sclf-generated, rather than acquired
‘second-hand".

Mnemenics: These are ‘tricks’ to help retrieve items or rules that arg
stored in memory 2nd that are not yet automatically retrievable. Even
native speakers rely on mnemonics o help with some spelling rules: e.g.
t before ¢ except after ¢ As the previous point suggests, the best kinds of
mnemonics are often visual. The most well-attested memory technique
is the keyword technique, which is described in Chapter 9.

Motivation: Simply wanting to learn new words is no guarantee that
words will be remembered. The only difterence a strong motivation
makes is that the learner is likety to spend more time on rehearsal and
practice, which in the end will pay off in terms of memory. But even
unmotivated learners remember words if they have been set tasks that
require them to make decisions about them.

Attention/arousal: Contrary to popular belief, you can’t improve your
vacabulary in your sleep, simply by listening to a tape. Some degree of
conscivuls atfention is required. A very high degree of atiention {cailed
arcusad) seems to correlate with improved recall. Words thar trigger a
strong emotional response, for example, are more easily recalled than
ones that don. This may account for the fact that many learners seem to
have a knack of remembering swear words, even if they've heard them
only a couple of times,
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Affective depth: Related to the preceding point, affective (i.e. emotional)
information 1s stored zlong with cognitive (1.e. intellectual) das, and may
play an equally important role on how words are stored and recalled. Just
as it is impertant for learners to make cognitive judgements about words,
it may also be important to make affective judgements, such as Do [ fike
the sound and look of the word? Da I fike the thing that the word represents?
Doct the word evoke any pleasant or unpleasant assoctations? In this vein,
Christopher Ishenwood, continuing his discussion about saéf and Tisch
{sec page 19}, makes the poinr rhat ‘the difference between a table and ein
Tisch was thar a table was the dining-table in his mother's house and ¢in
Tisch was ¢in Tisch in the Cosy Corner [a low-life bar in Berlin]".

Similarly, the reforming educationalist Sylvia Ashton-Warner, who
tzught reading and writing skills to underprivileged children in New
Zealuwd in the 1960s, used the affective value of words as the basis of
what she called her ‘key vocabulary’ appreach. Her primary school
children chose the words they wanted tw learn. These often had a strong
emotional charge, such as Mummy, Daddy, kiss. frightened, ghost. In
teaching early lteracy ome of Ashton-Warner's basic principles was that
"First words must be made of the stuff of the child himself, whatever and
wherever the child' {from Ashton-Warner 5, Teacher, Virago).

Even with the best will in the world, students forget words, As a rule,
forgetting is rapid at firse, but gradually slows down. This i¢ true in both the
short term (e.g. from lesson to lesson) and in the long term (e.g. after a
whole course). It has been estimated thar up to 80 per cent of material is lost
within 24 hours of initial learning, but that then rhe rate of forgetting levels
out. And a study of learners’ retention of a foreign language {Spanish} over
an extended period showed that — in the absence of opportunities to use the
language ~ rapid forgetting occurred in the first three or four years after
instruction, but then levelled out, with very Little further loss, even up o 30
years later. Two factors seemed to determine retention. First, those words
that were easy to learn were botter retained. {See the following seetion for a
discussion of what makes a word easy or difficult to learn.) Secondly, those
words that were learned over spaced learning sessions were retained betres
than words that were learned in concentrated bursts — consistent with the
principle of distributed practice (see page 24).

Forgetting may be caused both by interference from subsequent learning
and by insuificicnt recycling. With regard 1o interference, most teachers will
be familiar with the symptoms of ‘overload’, when the price tor learning new
language items is the forgerting of old oncs. This seems o be particularly
acute if words are taught that are very similar to recently acquired words.
The new words have the effect of “overwriting’ the previously learned
material. This s an argument agasnst teaching words In lexical sets where
words have very similar meanings {sce Chapter 3).

More important, perhaps, as a remedy against forgetting, is recycling.
Research shows that spaced review of learned material cun dranvatically
reduce the rate of forgetting. But it's not encugh simply to repeat words, or
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to re-encounter them in their original contexts. Much herter is to recycle
them in different ways, and, ideally, ar successive levels of depth. Research
suggests that if learners see or use a word in a way different from rhe way
they first met it, then betrer leamning is achieved. For example, study this
sentence (in Maort), and its translation:

E Hﬁhepa e tangi, kati ra te tangi!
{Joseph, you are crying, but you have cried enough!)
(feomm The Penguin Book of New Zealund Vorse)

Even if you cant make much sense of the grammar, the novel encounter
with tangi, In s sense of ‘erying’, is Further reinforcement of 2angr = funeral.

Anyone who has learned a second language will know that some words
seern casier to learn than others. Easiest of all are those thar are more or less
idenncal, both in meaning and ferm, to their L1 equivalents, When this is
due to the fact that they derive from a commen origin, they are called
cognates. Thus Catalan vocwbudars, French wornbulaire, Tralinn voradolario
and English wecadulary are all cognates and hence relatively easily
transferable from one language eo the other. The global spread of English
has alse meant that many Lnglish words have been borrowed by other
languages. Examples of such Toan words in Japanese are shanpu (shampoo),
shoppingu [shopping) and sunakky (snack). Cognares and loan waords
provide a useful ‘way in’ te the voeabulary of English, and are worth
exploiting (see page 35). However, as we have seen, there are 2 number of
traps for new pliyess, in the form of falsc friends, Knowing that acsualfy and
aktuglnse are false friends may make the learning of actrally difficult for a
Pulish speaker (or a Frunch or Spanish speaker, for that matter), since they
may tend ro averd using it aliogether.
Other factors that make sore words mare difficult than otlers are:

* Preonunciation: Research shows that words that are difficulr to
pronounce are more difficult to learn. Potennally difficult words will
typically be those that contain sounds thar are unfamiliar to some groups
of learners - such as regular and Jorry for Japanese speakers. Many
learners find that words with clusters of consonants, such as sérengeé or
crisps or feakfast, are wso problematic,

= Spelling: Sound-spelling mismatches are likely 1o be the cause of errors,
either of pronunciation or of spelling, and can contribute to a word's
difficulty. While most English spelling is fairly Jaw-abiding, there are
also some glaring irregularities. Words that conrain silent letters are
particutarly problematic: fareign, Jisten, beadache, dimbing, bored, honest,
cuphoard, muscle, ete,

* Length and cemplexity: Long words seem to be ne more difficult to
learn than short ones. But, as a rule of thumb, high frequency words tend
o be shurt in English, and therefore the learner is likely to mect them
meore often, a {uctor favouring their "learnsbiliry”. Also, variable stress in
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polysyllabic words - such as in word families like mecessary, necessity and
necessarify — can add to their difficulry.

Grammar: Also problematic is the grammar associated with the word,
especially if this differs from that of its L1 equivalent. Spanish learners of
English, for example, tend to assume that explatn follows the same
pactenn as both Spanish explicar and English e/, and say he explained me
the fessan. Remembering whether a verb ke engow, foue, or hope 1s followed
by an infinitive (¢o swim) or an ~ing torm (mummmg} can add to its
difficulty. And the grammar of phrasal verbs is particularly troublesome:

some phrasal verbs are separable (she looked the word up) hur others are
not (she looked after the children).

Meaning: When two words overlap in meaning, learners are Likely to
confuse them. Made and dv are 2 case it point: you make breakfast and
ke wn ﬂppufm‘mem. but you de the bousework and de a qm's.'iarmm'rf.
Words with multiple meanings, such as sinee and sti#, can also be
troublesome for learners. Having learned one meaning of the word, they
may be reluctant to accept 2 sccond, torally different, meaning.
Unfamitiar concepes may make a word difficule to learn. Thes, culture-
specific items such as words and expressions associated with the game
cricket (a sticky wicket, a has trick, a good innings) will seem fairly opaque
to most learners und are unlikely to be easily learned.

Range, connotation and idiomaticity: Words thar can be used in 1 wide
range of contexts will generally be perceived as easier than their
synonyms with a narrower range. Thus prt is a very wide-ranging verb,
compared to impose, place, position, etc. Likewise, #in Is a safer bet than
skirety, stim, slender. Words that have style constraints, such as very
informal words (chuck for throw, swap for exchange), may cause problems.
Uncertainty as to the connotations of some words may cause problems
too. Thus, prepaganda has negative connotations in English, but its
equivalent may simply mean pudiicity. On the other hand, zecentric does
not have negative connotations in English, but its nearest equivalent in
other languages may mean deviant. Finally, words or expressions that-are
wiomatic {like mehe up your mind, keep an eye on ...} will geacrally be
mote difficult than words whose meaning is transparent (decide, wateh). It
is cheir idiomaticity, as well as their syntacric complexity, that makes
phrasal verbs so difficult.

Given the kinds of difficulty outlined above, it is not surprising that learners
make mistakes with words. In fact, the researcher Paul Meara estimates that
lexical errors outnumber other types of error by more than three to one.
Here is a sample of lexical errors {underlined):

1 I hepe afier biggening Englsh studing 1 shell not have a free time
at all.

2 1'd tke fo spend a couple of week somauhere on a pecpleless sland.

3 1 tke watdhng Bowars and inhaling thar lovely small
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All lexical errors are instances of a wrong chuice of form - whether a
spelting error (e.g. diggening, sbedl), or a suffix errar (peapleless). or the wreng
word algether {)ﬁup: EETD, :‘ng, inbafing). However, for convenience we can
categerise €rrors inty [Wo major types:

» form-relaed
* meaning-related

Form-relaced errors include mis-selections, misformarions, and spelling
and pronunciation errors. A nmis-sclection is when an existing word form
is selected that is similar in sound or spelling to the correct form - the
equivalent 10 a native speaker’s malapropism (see page 16). For example: My
girtfriend was wery bungry with me (for angry). Or, He persuaded me ta hawe
u noise oporation (for nose).

Misformations often result from misapplving word formarion rules (see
page 5}, producing non-existeil words, us in a peopleless island, or his
bopeness of peace. Sometimes these misformations will show a clear influence
from the learner’s mother tongue, as in #he prople fovked emocionated — from
the Spanish emocionade (excited). Whole words may be combined wrongly
to form non-existent combinanions: AMagy of time I fust warch shops’ window
{for go window—shopping). ldioms and fixed expressions are vulnerable io
this kind of mix up: 4 seride cowid kilf the gold eggs goose aud catese the ruin of
a touniry.

Spelling mistakes result from the wrong choice of lecter (shetf for shall},
the omission of letters (stwding for studying), or the wrong order of leters
(Zerel for fizde). Pronunciation errors may result from the wrong choice of
sound (feave for five), addition of sounds {sschool for scheal), omission of
sounds (podnk for praduct} or misplaced word stress {comFORTable for
comfortable).

Meaning-related errors rypically occur when words that have similar or
related meanings are confused and the wrong cheice is made. Thus: 7 hope
.. 1 sheil nor hawe a free time (instead of T expect ... ). And ] fike watching
Jlowers and inbaling their lovely smell. While warching belongs ta the set of
verbs related o seving 1 is mappropriate for relatively static objects Like
Aowers, Similatly, inbafing tends 1o be used for smoke or gas, and not smell.
That is to say, mbeling docsn’t collocate with smed. Many ‘wrong word’
mistakes are in fact wrong collocates. For example: [ dave fijieen years
experiene a5 a parffm.far professor {rather than « privare teacher).

Meamng-related wrong-choice ercors may derive from the learners L1,
where the meaniog of an L1 word may not exactly match its L2 equivalent,
A comrmon example made by Spanish speakers is: I'm five with my fathers in
Mexico city. In Spanish, the plural of padre (father) means parents.

Learners may also be unaware of the different connotations of related
words, causing wrong-choice errors such as: T hawe chosen to describe Stephen
Heawking, a notorigus scientific of our century. Wrong choice may resalt in
clashing styles, as in this letter by a Japanese student to the accommodation
bureau at my place of work:
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Pear Sirs/Madams,
I'm ¢ harmy because I may leave Japan at the end of Jaruary.
I'm germa stop by MY and go to £spana. Fease get busy!

Indiscriminate dictionary use may be the cause of this srylistic error by a
Russian learner: May e TV stay bere and keep on my bodiernal work (where
bodiernal 1s an archaic synonym for day-to-day).

Sometimes errors can be both form- and meaning-induced. Thar is, 2
similar-sounding form is selected because it has a similar meaning 1o the
tarpet one, For example: [ went 1 a paréy for see my friends. It was very funny.
{(Instead of Ir was a lot of fun.) Ox, I have friends who speak English as their
nature fanguage (for native language). The occurrence of this kind of error i
not surprising, given the way words are stored and accessed in the rmind,
with form and meaning modules overlapping and intecconnected.

In this chapter we have looked at how the mental lexieon s strucrured and
the way it develops, in both first and second languages. What then are the
implications of these findings for the teaching of vocabulary?

* Leasners need tasks and strategies 1o help them organise their menzal
lexicon by building networks of associations — the more the better.

+ Teachers need 1o accept that che learning of new words involves a period
of ‘initial fuzziness’,

* Learners need to wean themselves off a reliance on direct translation
from their mother tongue.

= Words need to be presented in their rypical contexts, so that learners can
get a fee} for their meaning, their register, their collocations, and their
SYNIRCUC eNVironments,

* Teaching should direct attention to the sound of new words, particularly
the way they are siressed,

* Leamers should aim to build a threshold vocabulary as quickly as
possible.

+ Learners need tw be actively involved In the learning of words.

* Learners need multiple exposures to words and they need to retrieve
words from memory repeatedly.

* Learners need to make multiple decisions about words.

» Memory of new words ean be reinforced if they are used to express
personally relevant meanings.

* Nor all the vocabulary that the learners need can be “taught’: learners will
need plentiful exposure to talk and textr as well as training for self-
directed learning,

in this chapter we have surveyed the principles underlying the acquisi-

tion of vocabulary in a second language, and sketched some possible

implications for teaching. Perhaps the most important points to be

emphasised are these:

s learners need a ¢ritical mass of vocabuliary to get them over the
threshold of the second language
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¢ = How words are learned

« achieving this critical mass requires both intentional and incidental
learning

» the first language is a support but can also be a potential block to
the development of a second language lexicon

* vocabulary learning is item learning, and it is alsc netwaork building

* vocabulary learning is a memory task, but it alse involves creative
and personalised use, i.e. learning and using

* learners have to take responsibility themselves for vocabulary
expansion

Having sketched out some implications for teaching, the rest of the
book will explore these implications in more detail. One key 1ssue is
the relation between teaching and learning. What is the teacher’s role
in vocabulary development? And how useful are other possible
saurces of vocabulary input? In the next two chapters we will review
and evaluate some of the main potential sources of vecabulary input,
including the teacher.
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Lists

Lists

Coursebaoks

s Votabulary books

The teathar

Other students

Rllassroom sources
f words

In order to schieve the kinds of learning targets mentioned in the last
chapter (e, u threshold of 2,000 to 3,000 words), vocabulary learning
requires 3 rich and nourishing dict. Some of these words will be learned
actively. Others will be picked up incidentally. So this diet will need to
consist of words rhat have been selected for active study (i.e. for intentional

learning} and i
will also need to be
a  source  for
incidental learning
through exposure.
Where arc learners
going to find these
words — and in
sutficient quantity
and with sufficient
frequency?
Traditienally,
words targeted for
active studv were
supphied to learn-
ers n the form of
tists. On the right,
for example, 15 a
list of words from

(from Girau LT,
Meétods oo fr.rgfé'i,
Colecrion Magister)

VOCABULARY
glass vidric o dress vestin, veslirse
a stadent un esidiznie daify diariamente,
{stiiident) (d2ili) diaria
heulthy saludable ! Arnotd Arnaldo
fl'ﬂ;l) “famold}
a f}'of, una mufecs A.fbe.g . Alberly
{='thrett}
o safely razor una ImAqUina ; :
(sdtti célst)  de atgiiar a ;gg;ng- un e3peye
a E{.:i;‘!‘ an bosque Jfukiog gls)
probably probablemen-
Tiby  TTons | pronabiy e
with w"os | fhfug;:y ¢l camine
{uiz) ) L
€0 fhe police la pulicia
G{Jérg—;} farge J (polls
Arthur Adturo the bath-roem el cuarte de
[Aarzoer) DazZ [irm) bafo
Jalia Julia g member  un membro,
(ralia) {ménmbrery  un individuo
o (opy capiar the seap el jabin
fcopit ~ | {sdup)
tﬂfﬂﬁsfer-tn- la eufieda breakfost el slmusrzo
satoee in 160) (bréufast} )
to shave afetlar, alcitarse dinner la comida
fehii) {dieen)
fer wash lavar, lavarse supper la canz
{udshy 1 [see'peet}
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the thirteenth lesson of an English course published in 1925 for Spanish-
speaking students,

Note that there seems to be no apparent rationale behind the chotce and
ordering of these words. Criteria of usefulness, frequency or lexical field
membership don't seem to apply. Lists fike this one have given list learning
a bad name. As the character played by Hugh Grant in Woody Allen’s Smaif
Time Crooks says: 'I'm not a hundred per cent convinced that memorising
the dictionary is the best way of improving your vocabulary ...",

However, the value of list learning may have been underestimated. Many
students quite like learning words from lists - even such oddly assembled
lists as the one above. One reason is that it is very economical: Jarge numbers
of words can be learned in a relatively short time (where learning is taken o
mean the ability to recall items in subsequent tests). Some researchers
estimnate that up to thirty woerds an hour can be learned this way, Having the
mother tongue transtation alongside not only deals with the meaning
conveniently, but allows learners to test themselves (from L1 1o English, and
trom English to L1} as well as to test one another. Even the fact thar the
words are not related nor in alphabetical order may be a bonus because, us
we will see below, this reduces the chance of getting words confused with
each other. Better than lists, though, are word cards (see page 145}, Having
each word on an individual card means the sequence can be varied, as a
precaution against what is called the “serial effect’. This oceurs when one
word on a list triggers recall of the next word, and so on. This is net of much
use for real Life vocabulary use, when words must be recalled independentdy
of the context in which they were learned.

Here are some ways of exploiting word hists in class:

B The teacher reads words from the listin a random order. Leatncrs show
" they can match the sound with the written form by ticking the ones
they hear. They can then do this with each other in pairs.

B  Learners cover the L1 translation (f they have a bilingual list)h, the
P . . . . .
teacher gives transiations and learners tick the English equivalents.

Both the preceding activities can be turned ints a form of Brngs! Ask
learners each to write down, say, twelve words (from a list of twenry).
Read our twelve words from the master list in random order, or read out
their L1 translations. Alteenatvely, if the words can be illustrated, show
pictures of the words. Learners rick off each word as it nccurs = the first
learner 1o have ticked all twelve of their words shouts out Bingo!

=

® From a random list of words, ask learners to make connections between
words and explain them to their classmates: the more connections the
better, no matter how far-ferched. For example, using the list on page 32
where the words 5 capy and tv shave appear, a student mighe produce: £
learned to shave by copying my father.

-

%_ Swudents construct a story from the list: they can do this by choesing

"~ wwelve words from a bst of rwenty, and working them into a narrative.
Or they take turns to make a sentence that includes the next word in
the list 50 as to continue the story.
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Coursebhooks

24

?\ Ask learners to make their own fist from the words that come up in the
lesson (see below under Other studenss) and to bring their lists to class
for the next lesson. Ar the beginning of the fallowing lessen, pair
students up to test cach other on their word lists.

E Learners can also make lists of words that have appeaced in previous

" units of the coursebook, and test each other by, far example, asking
Houws do you say ... in English? or Whatl the English for ... 2 Or, they
couid prepare gapped sentences to be completed by words from their
lists.

Courschook trearment of vocabulary varies considerably. For example, one
study of nine beginners' courses showed thar the number of words
introduced ranged from just vver a thousand 1o nearly four thousand.
Nowadays, it is customary to make explicit reference to the lexical content
of a course in the syllabus descriprion. Flere, for example, is an extracr from
the syllabus of Leod Abead:

UMIT TITLE ‘PAGE  VOCABULARY AREAS 7 GRAMMAR

1 Al the weekend ¢

. Welcome ! &

mbedests and hobbees

et e gChnahiag

pics wn s book

Freterd Amole DI nt PRo KIS e

Ceeshor: Haw pfen?

Houtowirih Addearts ol frequenry
Wauld B + intinitine veddt e
Stabirg verbs
2 Daing new 16 hanguages Goatg {0 ¢ nhimnler
mings ountrics Candtar’, fouid oot $h+ rdinnne

Agult celuaTien chasses
Tihes, dakes. dys, rmuntis

Aguetbs very well, & fiftle, not aralt
LikeZznoy + g

Maoncy Wanliwoukd ke o mlin tive wakh dn
Life changes Fust ample
3 Planning a trip 24 soeons of teanapuct Comparaive adiectiees {+ sram e
Trawal campatitive adjecinees ieregular fams)
Pretur v g
Fpdal, ! Ine docisions

2wkt we for primsns
Led's + iRnbyd

{from Hopkins A and Potrer |, Look Abcad, Longman)

What faceors determine the choice of words for inclusion in the lexical
strand of a coursebook syllabus? Briefly, they are: usefulness, frequency,
learnability and teachability.

Words are useful if they can be put to immediare use — a case for teaching
classroom vocabulary (pen, board, door, mowebeck, etc.} very early in an
elementary course. However, for learners studying the language but with
few opportunities to put it to use, it becomes harder to predict what words
they are likely to need. Accordingly, the notion of a core vocabulary was
devised. Core words are those that — all things being equal - are likely to be
more useful than non-core words. Core words are rypically those words used
when defining other words. For example, the definition of both giggh und
guffaw ovolves using the word laugh: A4 gf&g‘ff is a kind of langh, etc. Buc the
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wppoesite is nor true we don't use giggh or paffaw o define laugd, Laugh,
therefore, is more of & core word than giggle.

Another test of ‘core-ness’ is whether the word collocates widely. Thus,
bright collocates with sum, light, idea, smile and chifd, whereas its synonym
radiant bas 2 much narrower range of collocates. A radians idea and o radiant
wvhild are unlikely (although, of course, not impassible). Superordinate words
{sec page 10} are alse good candidates for a core vocabulary: flower being
more useful than cither rose or geraninm. And a word is less useful if it is
used in a narrow register. Thus spud {collaquial) is less useful rhan peltats
(neither colloquial nor formal}, medical practitioner (formal) less usetul chan
docrer (neither colloguial nor formal).

The relative frequency of a word is another key facter in determining its
incluston i 4 syllabus. The argument for teaching the most frequent words
in the language is a pewerful one. It is claimed thart the most frequent words
express the most frequent meanings in the language — a view that will be
explored in Chapter 7 (see page 112).

In Chaprer 2 we looked at factors that make some words easter to learn
than others - such as their similarity ro words in the learner’s mother tongue
¢.§. fefephone and feléfono. This is a good indicator of how learnable they wre.
Chaice of wards to include in a syllabus, especially for beginner students,
will be determined in part by their learnability. It is now common to find a
section at the beginning of many courses which directs attention to English
waords (such as faxi, cinemn, restawrans) that are likely o be loan words or
cognates in the student’s mather 1ongue, as in the example overleal from
The Begirmers' Choce.

Learnabiity is not ro be confused with teachability. Words ate more
easily teachable if they can be demonstrared or illustrated — by the use of
pictures or real objects, for example {see page 78). T is easter to teach a word
itke dlackboard than a word like though, even though shengd is much more
frequent, and probably more useful, than Alackéeard As a rule of thumb,
nouns are more casily raught than verbs or adverbs, and concrete nonns are
miore easily taught than abstract nouns,

How, then, 15 the coursebook vocabulary syllabus realised in the acrual
content of the book? Normally, vocabulary inpet is incorporated in three
ways:

* in segregated vocabulary sections

* Jntegrated into text-based activities

* incidentally, as in grammar explanations and exercises, task instructions,
etc.

1o segregated vocabulary activities, words are often presented in the form
of lexical sets. These are a group of words thar share a relation of hyponymy
(see page 9). For examnple, in the unit in Losk Abead called Planning a trip
(shown in the table on the previous page) the general topic area is travel, and
the followiny lexical set is provided:

boat car helicopter balicon  bicycle (bike}
bus coach plane ship’
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Introducing words in fexical sets would seem o make good sense, As we saw
on page 17, 1t seems 1o reflece the way that words are stored in the mind.
Moreover, the meanings of the words can be made clearer by contrasting
them with closely related words in the same ser. And, if the words are being
introduced to support 4 specific grammar structure, words belonging to the
same Joncal set are more casily slotred into the structure thun words chosen
more randomly.

However, evidence suggests that words that are too closely associated
tend to interfere with each other, and can actually make the learning rask
more difficalt. Words that can fill the same slot in a senteace are particelarly
likely to be confused:

| taok the car ta Switzerland,
train
bus
coach
plane

One research study, by T Tinkham, com pared the rate of learning of words
organised nta fexical sets (apple, pear, nectarine, peach, erc.} with sets of
unrelated words (mewntarn, shoe, flower, mouse, sky, tefevision). The study
showed a betrer learning rate for the latter erganisasion than for the former.
What's more, the learners themselves thought that the lexical sets were
more diflicult to learn. This suggests thar the fact that words are stored
together does not mean thart they should be learned together, It alse explains
why learners aften confuse the days of the week, calours, or such seemingly
casy words s bof and cofd.

Nevertheless, most coursehooks sull favour a lexical set approach. It is
important, therefore, to present the sets in such a way as to reduce the
chances of confusion. One way of doing this is to emphasise the differences
{rather than the similarities) of words in a set. This means avoiding using
them interchangeably, as in ¥ hat, its cold, or bot warer, cold warer. Better 1o
introduce them along with their commoanly associated collocates, such as ber
coffer, hot and dry, and et summer, but cold beer, cold and wet and cold winter,

Easier ro learn are words thar are thematically linked but have a looser
relation than lexical sets. In the unit on leisure activities {in Look Abead), the
following words are introduced 1n order to alk about fuugee jumping:

to jump bridge rope to hang boat
to wear harness ankle to help river

Because these words do not substiniie for cach other, there is less chance of
interference. Moreover, because they can be threaded into a narrative they
are more easily and nuturally practised. Also, they may be more casiy
recatled. It is easier to remember a narrative with words embedded in it,
than to recall a list of de-contexmalised words. So, even if preseating words
in lexical sets, it may pay to put them into some kind of context as quickly
as possible:
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Piet went to Geneva by plane, then he rented a car to drive to Meiringen,
On the return journey he took the frain te Geneva, flew back to Barcelona,
and caught the airport bus ...

Perhaps more important, though, than the manner of presentation s the
kind of fellyw-up practice that is provided. As we saw in Chaprer 2, the
more decisions the learner has to make about a word, the more chance there
is of the words being remembered. Here is a sequence from a coursebook
that requires students to make several decisions about both the meaning and
forrn of a lexical set of ‘character” words:

Character adjectivaes

What sort of person are YO 49

Py A S e T oy

1 Are your usually smilng and happy? a
2 Doyou em ihe company of other pecple? - 10 Do you gat annayed if you !
3 Doyou bind it difficult 1o meet new people? = have to wait bor anyonre o anything? o f
+ Isitimportant to you to succeed in yourcareer? (O 1L Do you put off until tomornrew what 3
% Does your moed change often and suddenly for you could do today? Q
nG reasen? ) 1T Do you work hard? ol
6 Dayou notice other peaple's teelings? Q B Do you keep your leelings and ideas to yourself? O
7 Do you think the feture will be good? W Do you often give presents? Q
& Canyourfnends depend on you? a 15 Doyou tak a lol? ]
9 b5 your rgem often in a mews? |

16 Are you wsualty calm and not wormed by things? (] %

r £ \E

|
e 2
Py

Work in pairs.

I a the personality quiz above 1o discover what type of 4 Whal is the opposite of each of the sixtegn ndjcctives E
person you are. Use a dictionary 10 check any new in Exercise 37 .
words Write ¥ for Yes, N for Wo, and § for Sometimes Remember thal the prefises in- and na- can sometimes

be used (o make negatives. Which of the adjectives ]
2 Ask your partner to do the quiz about you. above can use these?

Loak ac your ideas and your pariner's ideas about

you. Are thay the same? 5 Deseribe sameone in the class (0 your pariner but f
. don't say wha it is. Can your partner guess whao il is? i

3 Match these adjectives with the questions i the quiz. ;
3 unlidy 9 Polazy 7
b optimistic i generous 1
¢ socizbie * moody ?
o tatkative | hard-working -
B resorved M easy-gaing 4
T shy n reliable :
g irmpatient o chaerful
h ambitiqus P sensitive

Which are positive quulitres and which are megative? -

Which could be both? from Soars L and }, Mew
g - — e {feadtay Intermediare, OUT
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Another way of dealing with vocabulary in segregated activities is to fucus
an the rules of word formation {see page 5). Rather than grouping words
together because of similarities in meaning, the focus here is on their formal
properties, such as affixation or the way that words combine to form
compounds. Here, for example, is a section on adjective formarion:

VOCABULARY

ﬁ-d] ectives 2 Complete the senenees behow using the weels

Adprnives formed wih oo descrsbe our readtion o wn e s o ke adjcrives with -ing o

somame v something Example:
1 aexas terrifSed seben § e thar fifm

|:n'nu_w Aoy hare tiee dissippesns

e

addecnwes formed wab g dexenle e persemn ar

shung thal cuses the Teahon Exampbe. a) The Whmwas very . —— and | fell wsleep

T il s ferrifyieg B His okes weren's vooy - v pateady
frughed

1 Btawh ihe adjecives 1y Boss mah the
picrures beiow, and ben make a1 senlence using
each b lie adieciives

o Andy said he was vary
vouur o ke

~ w1 ke abron

d} My Sister Wiis v willi e oxam
i 5 resels She hadd expected Deter
amused  amiened Borad ted deappointed e HMall asiecp earle Ithae boen & _. — cay.
Hiresed FL L was witls e Br no g et

Akl Jasfers Dartudaee.

3 Adjeuives can wdse b Fonmed o serhs angd
nouns by usiing sullices. Recognasig 4 sulfix afen

Felpy when yiru ace frying we work oul e teaning
of w new word inoomtext Use he suflies o form |
antjeatis ex frim the nonens danid vorbs, Examgzle: -
ATIEACY = chdreTedine

AL FFLNES
[l-\- us - -l able oGl e
NUERSVERISE
Attt odour rehgeet wtmpatin .
poamAnce gt T hope  amagime K
- o
N

from Beil ] and Gower R,
Intermediate Matters,

)
e BABSHE Sl g Longman -

Courschooks nowadays take seriously the need to recycle vocabulary
regularly, and often build inta their content periodic raview stages. Similarly,
testing activities are often included; in Chapter 8 we will look at some
examples of both recycling and testing tasks.

Finally, segregated vocabulary tasks can be aimed at developing particular
vecabulary learning strategies, such as guessing wards from contexr. In
Chapter 9 we will look more closely at some cxamples of strategy traiming
tasks.
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Vocabulary work in coursehooks is eften integrated into text-based
activities. This can take the form of pre-teaching of voeabulary in
prepatation for a text-based task, wherher for understanding (as in listening
and reading) or for production (as in speaking and writing). Words selected
for pre-teaching arc those that are Likely 10 be both unfamiliar to learners
and crucial for the performance of the fask. Note that this means that not
all unfamiliar words in a text need to be pre-taught. Often coursebooks
leave it up ro the teacher to decide which words to pre-tcach, on the
assumption that the teacher’s familiarity with the students will be the best
guide. Research has shown that, in fact, reachers generally have fairly
reliable intuitions as to which words will cause their kearners difficulry,
Sometimes, however, particular words are singled out by the coursebook
writers and included in the instructions in the Teacher’s Book or in the
coursebook itself. For example:

You are going to read an extract from a book of l“ascinatipg faces. }'1r‘st
check the meaning of the following words and phrases in your miai-
dictionary:

to ban a jury .
plumbing and drains a slave :
smelly traffic congestion '
a vahidle welfare .

{from Cunningham S and Moor B, Cutting Edge Intermedinte, Longman)

The value of exrensive pre-teaching of vocabulary is debatable. It is
obvivusly difficult to make an accurate prediction as to which words
students won't know, or even which ones will be essential for understanding
the text. One way is ta use concordancing software to identify the keywords
in the text - that is the words that occur with a significant degree of
frequency {see the next chaprer under Corpus data). And teaching isolated
words our of context is time-consuming wark. It may often be 2 better idea
1o get into the text as soon as possible, and either encourage learners 1o
guess the meaning from context, or to explain words as the need arises.
Another way of preparing learners for a text-based task is to begin with
some discussion on the general theme of the text. This can have rwo
purposes: to trigger recall of known words, and to creare the need for
learning new, theme-related, words. The assumption is that at least some of
the words elicired from such # task will help in the processing of the text.
On the page opposite, for example, are two rasks (also from Cutting Fdye
Tntermediare) designed 1o prepare learners for a listening activity:
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Television

Oiscuss the following

1 questions in groups.

* How much television do you
watch?

+ What are your favoutite
programimes?

*  Age there any programmes that
you particulary dislike?

Below is a list of things we

can watch on television. if
necessary, check the meaning of
the words and phrases in bold in
your mini-dictionary. Then mark
them as follows:

2% if you think Lhere are 100
many of these on television
in your couniry,

s if you think there ure ubout
the rght amount of these.

v if you think there should be
more of these.

X ifyou don't have these in
your country at all.

o advertisements that use
attroctive peopte ta sel!
products like cors or
perfurne

O

b govemment advertising
<ampalgns against things
ke drink-driving

¢ programmes with live
sports coverage

d children's programrnes
which Include violenice

¢ iong complicated murder
mysteries or thrillers

f Interviews with politicians
g «<hat shows
h  game shows

cuUooD0 O O O

i soap operas
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Follow-up text-based
vocabulary tasks typi-
cally inchude such rhings
as searching the text {or
words that match selec-
ted definitions or lor
words that complete
gapped sentences, On
the right, for example, is
a reading text from Unit
3 of Look Abead and its
follow-up rasks:

from Hopkins A and Potrer j,_‘

[.ook Ahead 7, Longman

4 Look at the title of the magazine article. What
do you think the writer's main points are? Now
read the article. Were you right? Do you agree
with her?

'FEAR OF
FLYING

How can anyene Uke fiylng? 1t's a crazy ihing to

do. Birds fly; prople den'l. | hate fiylng. You
wiatt for hours for the plane to dake off, and s
often Jate. The planc's always rrowded. You can't
walk around and there's nothing tu de. You can't
open the windows and you can’t get off. The scais

" arr uncomfertable, there's o choice of food and
there are never eneugh tollets. Then after the plane
lands, [t's even worse. Jt takes haurs ta ge1 out of
the afrport and Into the dty.

[ prefer wavelllng by traln, Tralps are much
betier than planes; they're cheaper, saler, and miare
comfariable. You can walk around In 3 train and
open the windaws, Statlans zee more converien|
than alrports, because you can get onand off In the
middle of cittes. §if you miss a traln. you can always
catch another onc 1aier. Yos. Irains are slower, but
speed Ise't everything. Staying ative and cnjoying
yourself Is more importzntl

5 Read the article again and answer these
questions.

1 How does the wrlter prefer travelling?

2 For the writer, which of Lthese adjectlves
describe travelling by train? Which adicctives
describe 1ravelling by planc?

dangerous  fast safe bad  slow
expensive  comfortable  good
uncomfortable convenient

€ Now match these verbs from the textand their
definitions,

1 taland 2) {u leave the ground and go
upin the aie

2 tocatch h) o urrive gt an alcport in a

3 1o miss plane

4 totake off ¢} to arcive Too late for a plahe.
Irain ely,

) £ gel on or itdo public

iraaspost
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Finally, courschooks provide learners with a lot of incidental vocabulary
embedded in task instructions, grammar explanations, and so on. This often
takes the form of metalanguage — thar is, the language that is used to talk
about language. Grammaneal terms such as werd, proposrtion, present temse
and fimker are examples of mctaianguage. So, roo, ure functional terms, such
a5 inviting, refusing, apolegising and compigining. Understanding task
instruction language (sometimes called process language) is particularly
importint for Jearners working wirhout the assistance of a teacher. Here, for
example, is an activity designed to introduce distance learners to the
language they witl meet in an Internet-mediated course:

1, Nera aie Some impociant words, You need 1o knaw these wosds helate you

da the Bxertises.

clitk click and dran

Teathers' room

i

=
2%
ve 2

BACK TL
RECEPTION

o
T

e
o
Tl

frorn the Tntreductory Unit of
Ner Languuges, Intemational
Hguse, Barcelona

43



Howv to Teach vocabulary

Yocabulary
books

There is a wide selection of supplementary vocabulary books now available.
This reflects the revival of interest in vocabulary teaching over the last
twenry years or so ~ coupled with the need to supplement the often
unsysternatic treatment given to words in coursebooks. Somerimes
voeabulary books are targeted ar specific needs, such as business or technical
English, or are designed as preparation for public examinations. Books on
phrasal verbs have been particularly popular. More often, vocabulary bosks
cover a wide range of general English needs.

Of course, books aimed specifically at vocabulary development are not an
entirely new thing. The tourist’s phrase book is as much 1 collection of
words as it s a collecrion of phrases. In fact, the recent recognition of the
important role of chunk learning (see page 115) suggests that the
combiration of phrases and words, organised semantically — i.c. according
to meanings ~ may be an ideal learning aid.

Typically, supplementary vocabulary books are organised thematically,
as in this extract from the coments page of The Heinemann English
Wordbuilder.

Names

Age

Family relationships
Marizal skatus
Couniries, Natonalities
Locatien

Build

From the neck up

From shoulder to fingertips

From the bottom down

Inside and ourtside the torsa
Compound adjectives about the bedy
cic,

Sometimes a facus on word fermation (such as compounding) or en lexical
relations {such as antonyms) is interwoven into this thematic organisation,
often creating an apparendy haphazard effect:

1 Things in the home 1 6 Phrases 1

2 Synonyms — adjectives 7 Things in the home 3
3 Countries and nationalities 8 Guess their jabs

4 Things in the home 2 9 Synonyms — verbs

5 Quantities 10 Name the sport

{from Watcyn-Jones P, Fosf your Vocabuiary 1, Penguin)

Nevertheless, such books arc very popular, not least because they allow
learners to work independently on vocabulary areas that they are interested
in. As the ritle of this lagr example implies, many of these books are
designed to fes/ vocabulary knowledge, rather than to feack it. The first unit
in Test your Pocabulary 1, for example, looks like this:
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1 Things in the home 1

Wrile the number of k2ch drawing next 1a the correct word. (3¢ example).

knle

vaceum cleancr
spoan
mmeashring ju
toaster

electne ketlle
paic of sc1840P5
fork

electTic mixer
Eravy juB

1o

et o

i

Used in conjunction with a dictionary, or in pair or group work, where
learners can pool their knowledge, even testing acnvities like this one can
have 1 learning outcome. Or they can be used as diagnostic exercises, to find
out what students already know in advance of their being taught a lexical
area. (A logical follow-up task for the material above might be to ask
tearners to brainsterm other words they know related to the theme of things
in the Aome. For mote on brainstorming, see page 49.)

More recenty, vocabulary books with a teaching compenent alongside
the testing component have begun to appear. Overleaf, for example, is a
page from Eunglish Focabulury in Use (Elemenrary).

4%
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49 communications 1
A Letters e
. date — r
[
23
b
letter — posthax |
5
addrosy —a——— . i
y
Dian't fgrgee to put a stamp %
on the envelope. l
Tton't forger vo post the detres. envelnpe Famp i
Telephone and fax 3
'
§
ui.
:usw:rphcm telciphoae R
Juan midees 2 lor of phone calts. Fle phones s gind friced every day.
Jilk sene e 4 fax pesterdar.

from Mchhy M
and (YDell ¥, English
Focabulary in Use
{Elementary), CUP

What is vour phopeffax gember?
330718 1= double three vh seven oae eight)

A typical phone conversation

SUE Fwo three four six flive oh.

nicks Helly. Iv's Nick here, CCan § speak to Taho, please.

SUE: I'm surry, he s’ here ae the moment. Can T rake a messape?
ke Thankes, Could vou just tel) hio Wik ealled, FY call back e
saEr O P eell hame. Ginodbye.

NICK: Bye.

T P A T s e

COmMPUICT SCrogn keyheard

Anne gees 3 kap of e-mails [tn New York,

What is vour el addresys
halllanders@eup.cam acab (= Mol Flandess av CU-F dot C-a-M dor A-C dot U-K)

tip: If pussibfe, ger an sxample of a letter snd an e-mail in Eaglish. Write down aoy
usehul words o phrayes ip them.

R AR T

— BRI AR B S e e o

One of the problems of many supplementary vocabulary baoks is that often
lack of space prohibits a thorough development of a vocabulacy area. Users
aren’t given more than one of TWo OpportLMILES 1O make dClT‘ISlDﬂS about
words. Thus. the principie of cognitive depth {see page 25) iy somctimes

a6
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missing. Teachers need to think of ereative ways of developing an acuviry ro
ensure memorability. [ leve, for example, are some tasks that could accompany
the unit ont Téings fne the bome (trom Tz Your Vocabuwlary 1) on page 45:

?\ .

Group the items into ar least three differenc categories (of your vwn
devising). With a neighbour compare and explain vour categories.
Use your dictionary 1o add different words to these categories,
Teach your neighbour the words you have added.

Wheo would you give these items te as birthday presents? Write a list
of the items and names. Explain vour list to a acighbour.

Rank the items in zerms of usefidness, Compare rankings,

Tmagine you and your classmate are sharing a lar. Decide which of
the items you will buy, and in which order,

Write definitions {or descriptions} of three of the items. Can your
neighbour guess which ones they are?

Write the first paragraph of a story. Include au least five frems in
your Par:lgrapl'n Exrhang{‘: with your partner. Continue ¥Your
partner’s story. Can vou include mose items?

Tell the story behind any of the items that you vourself own, Where
did you get ir? How long huve you had ie? How often do you use ie?

Of eourse, it wonld be 2 bit much 1o do aff these activities, especially since
the List of vocabulary trems includes such low frequency words as gravy mug!
Nor do all groups of words lend themselves to all these activities. Bur the
extra speaking and writing practice students are getting justifies ar leas
some of these activities, even if the targeted words ase of a farly low priono.

Some vocabulary books have imaginative tasks that are directed not so
much at cognitive depth as at affective depth - cthar is, the ¢motional
associations attached to words. As we suw on page 26, strong cmotional
associations can aid memory. Here, for example, is an activity from
Focabutary by Morgan and Rinvolucri:

LEVEL
TIME 25-41 minutes

IN CLASS 1 Ask the studenrs what date in is teday. Wraeitonbe buard. Ask

E/4 Life keywords

Elementary lo Advansed

them what Hhe daie was seven years aga. Putthil om the bourd. Ak
three ur Tour peaple [wove ald they wore on that dace, scven yuars dye.

7 Now ask the studenes 1o write down ren koy oonutjoail o ddea words
and phrases that swn up their lives rowe and o further ten o sua up
thoir lives thren

3 Ak the students w par off and ¢xplain the woeds and vnerr .
sigtiheance 1o theur partners. Have lhem chanpe pucaners theee oo iowr

Limes, nut more, as this kind of 1alking is very Lirimg.

froms Morgan ] and
Ranwolucri NI,
Forabulary, OUP
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The teacher
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The teacher is a highly productive - although often undervalued — source of
vocabulary input. Learners often pick up a lot of incidental language fram
their teachers, especially words and phrases associated with classroom
processes, such as

Let's see ...

Now then .

Whosa turn is it?

Is that clear?

What we're going to do now is ...
Have you finished yet?

The teacher is also the source of 2 lot of useful interpersonal language,
especially in the more conversational stages of the lessen:

Did you have a nice weekend?
Ob really?

That's amazing!

Could you close the window?
Nice tie.

Whaops!

Never mind.

ete.

Tt is worth drawing learners’ attention to rthis language from time to time,
One way ol doing this is simply to ask them: #hat Jdte { juct say? and What
other ways are there of saving the same thing? And, if the class is 2 monolingual
one, How wornld yow say that in (your fanguage)?

The teachers own stories can also serve as & vehicle for vocabulary inpur.
One way of doing this is for the teacher to tell the class a shore anecdore
while at the same time recording it on cassette. Having-told the story, the
teacher asks the learners o write down any words they remembered,
comparing in pairs or small groups. The teacher then replays the recorded
anecdote one or two Limes, each time letting the learners top up cheir list of
wards, and asking the meaning or spelling of any unfamiliar items. Using
these words, the learners can then work in small groups to reconstruct the
story as closely as possible to the original. The teacher then replays the
cassette so that they can check, and edit, thewr written texts, This technigue
is a good way of introducing, in context, words that are often difficulr 10
teach on their own — such as phrasal verbs {see page 6). Here, for example,
is 2 story one teacher told her class (the phrasal verbs are underhined):

‘T had to fly te Glasgow last week. As we were taking off, there was a loud
bang in ene of the engines. We had hit a hird. We had to wrn round aid
come back to Barcelona. 1t turped out thar the bird had damaged the
engine. 56 we had to ger_off, and hang aroune for three hours, while
another plane was sear out to pick us up. By this time [ had missed my
cannecting flight, so 1 was held up another three hours in Luton. By the
time I got to Glasgow, it had taken me fifteen hours!”
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Qther students in the class are a particularly fertile source of vocabulary
input. Learners often pay more attention to what other learners say than
they do to either the coursebook or their teacher. The rescarcher Assia
Slimani wha studied secandary school classrooms in Algeria found that, en
the whele, the students remembered many more of the words related o the
topics that other students had raised in the lesson, than words coming from
any other source, Unfortunately, in many classrooms, the learners are nat
given many oppottunities 1o raise their own topics. Apart from any other
benefiss, the vocabulary spin-off would seem 1o be justification ensugh for
allowing learners more control of the topic agenda in the classroom

It is easy te underestimate the combined streagth of a class’s shared
‘lextcon”. 1t 1s the nature of vocabulary knowledge that no two learners'
mental lexicons will cortespond exactly. Berween them they will have 2
surprising number of words. One way of sharing thess words is by means of
brainstorming activities. Here are a few ideas:

Organise the class into groups of three or four, and set them a time
limit to come up with as many words as they can thar are related to the
theme (e.g. schoal, cooking, crime). When they have finished, appoint
a ‘secretary’ from each group ro write their group's words on o the
board {1t the same time, if there is room), Alternatively, appoint a ‘class
secretary’ to beard all the words. You can make this 2 competition by
allocating one point for each ward that none of the other groups has.
Allow groups to challenge any word thar they think is “off tapic’.

B For a very large lexical field, such as food items, clothing, jobs,
nationalitics or animals, choose letters of the alphabet (B, 5, A, M, etc)
tor cach "raund’ of the game. In their groups students have to come up
with only irems that begin with that letter. Avoid infrequent letters of
the alphaber (], @, K, X}. Piay several rounds, choosing different
letters, allocating points to the group with the mest words in each
round.

% Set differenc topics {or dilferent aspects of a topic) ro different groups.
For example, if the general theme is music = set one group the task of
brainstorming musical instruments, another types of music, and
another adjectives that collocate with music (foud, soft, etc). Re-group
the students so that they can teach one another the words that they
have brainstormed.

E\ Provide the class with pictures to prompt brainstorming activities, A
collection of different magazine piceures (of, for example, people,
interiors, landscapes or meals) distributed amongst groups can act as a
productive focus for eliciting vocabulary. After learners have come up
with sufficient words, a representative of each group can stick their
picture on the board, and write their group's words underneath.
Encourage other students to ask each proup's representative the
meaning of any unfamilar words, using the formula Whar does
mean?
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Any of thc above activities can be done with or withour the use of
dictonanes {see page a0y,

One way of giving learners at least temporary control of the topic agenda
is to cneourage them to prepare short class presentations on a topic of their
choice. This is similar to the ‘show-and-tell' rype of activity common in
primary classrooms. As they are giving their presentation, the teacher van
keep a running record of new or interesting vovabulary that comes up, Or
the students whe are listening can note down words thar they consider
worth recording. After the presentation, this vocabulary can form the basis
of a follow-up acrivity. For example, the teacher writes the topic-related
words on the board, and students, in pairs or groups, write a suminary of the
presentation, incorporating the new vocabulary, Alrernatively, the student
giving 1he presentation cun be asked to prepare a list of keywords which are
distributed, o1 written up, in advance of the presenration itsell,

Anather way of ‘capturing’ classroom vocabulary as it necurs is to appoint
‘word secretaries’ during group work. When students are engaged on a
group work task, the word secretary simply listens and notes down any new,
unusual, or atherwise salient words, which are then shared with the class as
a whale.

Many teachers keep an area of the board sectioned off 1a order to record
words that crop up during classroom bk, Tt is relatively easy to write up
words as they occur, without disturbing the flow of talk, At the end of the
activity — or at the end of the lesson — time should be spent in running
through these words, If the class is a monolingual one, the teacher can
challenge students to provide transiations of the words. Alternatively, they
can artempt definitions, or at least try and recall the context in which the
word emerged.

With experience, teachers are often able to ‘pause’ the classroom talk Jong
enough to focus on words that anse raturally by means of an ‘instructonal
aside’. In this example, ar the points marked by an arrow, the reacher
manages o intervene without interfering, as learners attempt to explain
what ‘harrancking’ 1s — their ingenious coinage for ‘canyoning’, based on the
Spanish word barranguisme:

511 Whar about going to mountains, we can do ‘barrancking’.
[5s laugh)
T What’s ‘barmancking'?
52 s asport.
T: Yes, but whar do you do exactly?
53 You have a river, 2 small river and [gestures]
Goes down?
§5: Yes, as a cararacr,
-+ 70 QK, a waterfall |writes 1t on bhoard] What's 2 waredfall,
Manel? Can you give me an example? A famous waterfall
[draws]
s1: Like Niagara?
T:  OK. 5o what do you do with the waterfail?
g4: You go down,
T:  Whart? 1n a boat?
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$4: No, no, with a ... jeome se dice cuerda? [How do you say
crerda?]
53 Cord.
= 11 No, rope, a cord is smaller, like at the window, look. [points)
$4: Rape, rope, you go dowe rope in waterfall.

In order that this ‘emergent class vocabulary’ is ner lost from one Jesson to
the next, some teachers keep a word box (or word bag} in their classrooms.
New words are written on to small cards and added to the word box. At the
beginning of the next lesson, these words can be used as the basis for a
review activity. For example, the teacher can rake words our of the box and
ask learners to define them, provide a translation or put them inro a
sentence. The words can also form the basis for peer testing activities, in
which learners take a number of word cards and test each other in pairs or
small groups. (Furcher ideas {or exploiting word cards can be found on page
147.) Periadically the word box should be ‘purged’ of words that the chuss
agree ny longer need recycling,

In this chapter:

= we have locked at five possible sources of vocabulary input for
learners:
- lists

coursebooks

vacabulary books

the teacher

other students

i

We noted that:

« lists are an economical way of organising vocabulary for learning,
and that it doesn't matter a great deal if they are put together in a
rather random way. It will help, though, if list learning activities are
integrated into the lesson,

* coursehooks select vocabulary for active study on the grounds of:

- usefulness
- freguency
- learnability
- teachability

+ coursebook content includes baoth segregated and integrated
vocabulary work

+ segregated activities typically present or practise lexical sets, or
word formation rules, or recycle or test words introduced
previously, or target specific vocabulary-fearning strategies

+ vocabulary is also integrated into skills work, typically in the form
of a pre-task or post-task vocabulary focus

= some coursebook vocabulary is incidental, such as that included in
instructions and grammar explanations

» supplementary vocabulary books are usually thematically organised,
but cover a range of vocabulary skills
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* coursebooks and vocabulary books cannot always provide sufficient
practice of newly introeduced waords, in which case the teacher may
need to devise ‘multiple decision-making’ tasks, to ensure an
element of 'cognitive depth’ in vocahulary learning

* the teacher is 3 potentially fruitful source of vocabulary input, not
only in terms of incidental learning, but also as a means of
intreducing vocabutary through teacher talk

* in any one class, each learner can contribute ta the shared class
‘lexicon’ through activities such as brainstorming, and research
findings suggest that learner input is as powerful, if not more so,
than other vacabulary sources. Productive use of this resgurce
depends in part on allowing learners some control of the topic
agenda,

In the next chapter we will continue investigating sources of
vocabulary input, with special reference to texts, dictionaries, and that
more recent phenomenon, the corpus.



Short texts

*« 9 & #»

Short texts
Books and readers
Dictionaries

Corpus data

As we saw 1 the last chaprer, voeabulary used to be offered 10 learners in
the form of lists. Nowadays, the tendency is 1o present vocabulary in texrs.
For vacabulary building purposes, texts ~ whether spoken or written — have
enormous advantages over learning words from lists. For a starr, the fact char
words are in context increases the chances of learners appreciating not ondy
their weaning but their rypical environments, such as their associated
collocations or grammatical structures. Moreover, it is likely that the text
will display topically connected sets of words {or lexical fields - sce page
10). As we saw in the last chapeer, cvidence suggests thar words loosely
connected by topic may be easier 1o learn than more nghily connected
lexical sers.

Short texts are ideal for classroom use, since they can be subjected to
intensive grammatical and lexieal study, without overtaxing learners’
attention or memory, as may be the case with longer texes. Learning to cope
with short texts is alse good preparation for mdependent reading and
listening, including dealing with longer texts. Moreover, short texts provide
uscful medels for student production, in the form of speaking and writing.

A characteristic feature of cohesive texts is that they are threaded through
with words that relate to the same Lapic — what are sometimes called lexical
chains. This is even more likely if the text Is anthentic - that is, if it has not
been especially written or doctored lor the language classroom. Here, for
example, is @ shorr authentic text that contains a number of lexical chains,
the main one being a srade chain, Words in this chain are underlined.

Snake sneaks into Auckland suburh

The huntis on for a live snake which could be on the loose in Auckland.
The reptile has left behind a freshly shed skin in the inner-city suburb of
Freeman's Bay. Experts helieve it has come {rom a bog or python nearly
WO melres !ong,Tcn-yL:lr -ald Victor McKenney found the skin near his
home. I thought it was like fish scales and then my friend pointed out it
looked like snake skin,' Victer said. The skin is now being tested at a site
near Christchurch but experts believe it s a harmless variey and
definitely stil] alive.
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It is not the first snake to sneak into New Zealand this year. In March
a petsanous eastern brown spake was found alive in Wellington and rwo
others were discovered dead in Auckland and Wellington,

The Ministry of Agriculture and Forestry is worried. Although it is not
a dangerous variety, MAF points out that afl repriles could be carriers of
bacteria such as salmonella, The MAF snakecarcher team will be out
again with dogs in a bid to find the spake. Meanwhile, MAF is urging
anyone who spors the missing snake to call 0800-809 966.

(from web page at hup:/fonenews.nzoom.cum/national}

Intertwined with the swade chain is 3 bunving chain, which includes the
words: but, on the loose, snakecatcher, dogs, find/forend, discovered, missing. A
skin chain includes shin (x 4), shed and seafes. Afive, dead and fwe form a
chain of their own, while Aurmiles, dangerous and prisonous form a danger
chain, to which could perhaps be added carriors, bacteria and salmonella.
Notice how the dominant lexical chains provide 2 summary of the gist of the
story: The bunt is on for a barmliess live snake afier its skin was fourid.

©  Actvities designed to explott this characteristic of texts include setting

" the students the task of identifying the lexical chains for themselves —
by, for example, underlining ur circling associated words. They can
then attempt to identify the type of relationship berween words in a
chain, such as collocations (Fue snake; shed sking snake skin; fish seales),
synonyms (gn the loose, missing; found, discovered); antonyms {barmless,
dangerous); and hyponyms and their superordinates: reptife — snake —
boa/prython/castern brown snake. They may even note the juxtaposition
of snake and smeek — this time a sound relatienship, rather than a
meaning one. Having done this 'lexical detective’ work, learners can
then attempt either to reconstruct the text from memory, or wrire a 50-
word summary of it.

Lexical chain detection rasks offer another way of exploiting courscbook
texts, even those written primarily for a grammatical purpose. In the rext
Fear of Flying on page 42, there are two dominant lexical chains: a plane
chain, and a frain chain. Setting che learners the rask of extracting rhese
linked items, and then using them to summarise the text, adds appreciably
to the vecabulary learning potential of the text.

Differcne kinds of rexts {or genres) are likely 1o display different lexical
features. Academic writing, for example, is noted for having a higher
proportion of nouns over verbs than non-academic texts. Not only that, bur
the nouns are often stacked together with adjectives or nouns {or both) to
form relatively long sequences, as in this example, in which the compound
noun phrases are underlined:

We investigate the suitahility of deploying speech rechnology in
g mp_q;gg-bg;:g_:.i systems rhat can he used 1o teach forglgn languags skills.
In reviewing the current state of speech recopmition and speech

processing techaology and by examining 2 number of voice-interactive
CALL applications, we suggest how to create robust interactive learning
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epvironments that exploit the strengths of speech rechnology while
working arvund its limitations. In the conclusion, we draw on our review
of these applications to identify directions of future research that might
improve both the design and the overall performance of voice-Interagtive

CALL systerns.

{from web page at hup//Utmsuedu/vol2num/articled/index htiml)

On the other hand, less formal kinds of texts alyo have their swn lexieal
characteristics. Floroscopes in magazines, for example, are typically rich in
idiomatic language, including phrasal verbs. [n this example, idiems and
idiomatic phrasal verbs have been undetlined:

LIBRA
23 September—22 October

LOVE A new man on the scene sheds 3 fresh fight on a past relationship
and you'll wonder if you can make a_fresh stace with him, Give it a spin.
It won't he the same as the last one.

AMBITION Nothiag comes easy now with a project, and your instinct
is 1o pack itin. Dond! You'll get your inspiration back when Venus joins
Neptung on the 22nd.

INSIGHT You hang out with so muany people thar every now and ygain
you need to hole up and take stock. Deal with those jobs on vour 'to do’
list and you'll feel back in control.

{from I¥ magazine}

There are 2 number of ways these lexical features can be exploired. Here, for
example, is a procedure that can be applied to both the academic text and
the horoscepe text

g

*  Ask learners to skim the text and decide a) what kind of text it is, b}
what is purpese is, ) who it 1s written for and d} what style it i
written in {e.g. formal, informal).

* Learners read the text 2gain and are asked to attempt a rough
summary of its gist - e.g. ‘what is it abouc™ [in the case of the
academic text} or ‘whar three pieces of advice are offered?’ (in the
cuse of the horescope).

«  Ask tearners to find all the examples of the lexical feature that is
being wargeted - e.g. long noun phrases (in the wcademic text) or
wlioms (in the haroscope). To ease the task, you can tell them how
many 1 look for.

* Learners then work out the meanings of the phrases either from
their components, or frem their context, or both. At this point, they
could be allowed 1o consuit dictionaries.

* Ahernatively, provide definitions, synonyms or L1 translations of
the targeted words, and ask them o find the words in the text that
match, For example: Try ir. (For Giue ir a spin.)
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= Ask learners 1o sbudy the margeted items and analyse them in terms
of their farmal features - e.g. 1n the academic 1ext, to separate the
noun phrases inte adjective + noun, or noun + noun combinations,
or, in the haroscope, to distinguish between the phrasal verbs and
other idiematic phrases.

- Provide the learners with the same texrs, but with the targeted items
blanked out. See if they can complete the texts by replacing the
items. Alternatively, provide them with a list of the items {(including
OTE OF DWO CXITas, perhaps) 1o re-insert |0 the text,

= Ask [earners to write their own texts, to include some of the irems
they have been studying,

So far, we have anly been looking ar written texts. But spoken language also
comprises 1 wealth of exploisble material, Twe lexical leatures of spoken
language rhat are difficult to teach in isolation are discourse markers and
tags. Discourse markers are words or phrases, such as well, anyway, [ mean,
IV teff you what, that tend to occur at the onsct of an utterance and indicate
a change i the direction of the talk. Tags, on the other hand, accur at the
end of an urerance, either to qualify what has been said (such as f suppose,
atzually, really), or to elicit the listener’s invelvement {such as isna? 22 you
#row, yeah?). In this extract (between a driving instructor and his client), the
discourse markers are underlined and the rags are in iralics:

iNsTRUCTOR: Al right?

LearnNEr: [ Sighs] Yeah [laughs]

isTRUCTOR: Well done, Maria, you did well on that lesson. You can
switch off now.

LEARNER: Yeah, great, thank you very much.

INSTRIUCTOR: 30 how d'you find it okay?

LEARNER:  Yeah, it was grear «cfum’{y.

ivsTRUCToR: That's good.

cearner: [ really enjoyed it. I thought I was more in control.

INSTRUCTOR: You've come on a lot on that lesson acually.

LEARNER:  D'yvou think so?

InsTRUCTOR: Yeab, Since the last one even, you dnow,

LEARMER: I think the last one was a bad vne thongh. L mean, 1 felt 1
wasn't patient you ko,

INSTRUCTOR: Yoah but, you see, you had a gap before that,

LEaRnER:  That's why.

INSTRUCTOR: Thar’s whar was wrong reaffy.

{after McCarthy M, in Coupland J, Smad! Tadé, Longman}

Exactly the same identifying and categorising tasks, as suggested for the
academic and horoscape texts, can be applied o a transcript of real walk such
as this one. If the ralk is recorded, so much the berrer, sinee learners can get
the bencfit of the prosodic features of the text — that is, the stress and
intenation.

Finally, shorr literary texts offer multiple possibilities for vocabulary
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development. It goes without saying thar writers and poets choose their
words carefully, not only for their meanings but for their formal features as
well. (Someone ence defined poetry as ‘the right words in the right order’.}
Seeing how writers put words (o use for their expressive funetion can only
help enrich the network of word associations for the learner, Here, for
example, is a poem that imbues rather mundane objects with special
significance:

HANDBAG

My mother’s old leather handbag,
crowded with lerters she carried
all through the war. The smell

of my mother’s handbag: mints
and lipstick and Coty powder.
The look of those letters, sofrened
and worn ar the edges, opened,
read, and refolded so often.
Letters from my father. Odour

of leather and powder, which ever
since then has meant womanliness,
and love, and anguish, and war.

(from Fainlight R, Sedecied Poems, Cassell)

The following lexcal features are worth drawing students’ attention to {or
helping them discover):

?\ .

The things in the text, and their relationships, i.c. fandbay which
cONtains fetters, mints, lipseick, powder, and which is made of feather.
Students could talk about the things they carry with them, or that
they remember their mother or grandmother having.

The complex noun phrases: My mothers oid leather handbag;, The
smell of my mother’s bandbap ... Students could construct complex
noun phrases along similar lines to describe the things they have
talked aboue previously.

The deseribing function of participles: soffened, worn, epencd, read,
refolded. Students could describe their own {(or remembered) abjects
using sequences of participles.

The sensations in the text: the smell of ... the fook of ... Other
expressions that follow this pattern are 7he sonnd of and fhe feel of ...
Srudents could apply these expressions to the objects they have been
desenibing.

The abstract nouns in the text: womandingss, love, anguish and the
way these are connected to concrete objects and actions:
womaniiness — lipstick, powder; love — letters, anguish — opened,
read, refolded. Students could search for abstract nouns which
capture their cwn emotional associations with the objects they have

been talking about.
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* The partern of two-syllable words ending in a sobwa (unstressed
central vowel sound): mether, leather, powder, lever, farber, odour,
ever. Students could add to this list, espeeially words thar could fit
the kind of loose associations creared by the poem {fovwr, drosher,
feather, lighter, never, ete).

*  Finally, students could attermpt a ‘personalised’ version of the peem,
follewing a similar pattern:

an extended noun phrase

:}Je smelllook/feelisound of ..

+

a list of irems

;fx imeltllookifeel/vonund of ..

;inglt: item from the Tist + sequence of paruciples
;a’our/wrmd’appeamnre{ﬁ'd af ...

+ which vver sisice then bas meany + abstract nouns

The patterned nature of many literary texts, especially poems, and the
intricate ‘web of words’ that knits them together, means that the above
approach can be generalived to almost any poem. (It is impaortant, at some
stage of the process, that learners Aear the poem read aloud, in order to
appreciate its formal characteristics, such as mewre and rhyme.)

While coursebooks, votabulury books and short texts are useful for focusing
on specific words for active study, the point has been made thae the learner
needs plentiful opportunitics for incidental learning to oceur as well. The
best way of providing the necessary expasure is threugh excensive reading -
thar is, the reading of long texts, and for pleasure rather than for
information.

Extensive reading provides the opportunity to meer words in their
context of use, and also supplies repeated encounters with many of these
words. Research suggests that it takes six or more encounters with a word
before learning is Likely to take place. While coursebooks take the need o
recycle vocabulary seciously, words are seldom repeated up to six timies. This
is partly due to the fact thar, in the interests of varicty and coversge, there 15
a high turnover of topics in a coursebook. This means that an ares of
vocabulary, such as food and drink, or clothing. or family relationships, or
geographical terms, tends to be intreduced just once, and then dropped.
Simplified readers and "real’ books tend to follow a topic over & length of
text, ensuring g least some repetition of key vocabulary. i

Simpliﬂcd readers are widely available, and ac a variety of levels. They are
graded borh in terms of their grammar complexity and their vocabulary
load. For example, the number of words used at each level of the Penguin
series of graded readers is imited according to this scale:



4 o dexts, diclionaies and corporg

Easystarts 200 words
Level Cne Beginner 300 words
Level Two Elementary 600 words
Level Theee Pre-lntermediate 1,200 words
Level Four Intermediate 1,700 words
Level Five Upper-latermediate 2,300 words
Level St Advanced 3,000 words

Even if learners do not know all the words in a reader, the fact that the
vocubulary range is restricted means thar there should be encugh familiar
words to enable them to guess the meaning of the unfamiliar words from
context. Researchers estimate that if 90 to 95 per cent of words in a text are
familiar, then reading will not seem too much of a chore. [ncidencally, this
suggests a very simple st when recommending extensive reading to
learners. Ask them to select any passage from the book and count out an
extract with 100 words. If, in those 100 words, fewer than five are
unfamiliar, then there 15 a good chance that the hook will be within the
learner’s comfortable reading range. I more than ten words are unfamiliar,
the learner is recommended to choase a reader from a lower level, or 1o look
for authentie texts that do fall within the 95 per cent limir,

It is imperative that f learners are w enjoy, and ger the most out of,
extensive reading 1t should not be seen as hard work. Not only should texts
be within their current comperence, but, ideally, learners should have the
opportunity to choose the kinds of texts they are going ro read. This could
mean having a class library of books to choose from. The teacher will need
to exercise discretion, however, as to how learners’ reading experiences are
incorporated mto the ¢lassroom. It may be counterproductive to insist on
learners making formal reports or summaries of their reading, since this may
turn reading into a chore not a pleasure. Nevertheless, some discussion of
the value of free reading may help motivate those learners who do not
normally read for pleasure, even in their own language.

Free reading, as we have seem, increases the chances of repeated
cncounters wirth words. Even better than free reading, from the poinr of
view of recycling, is what is called narrow reading. (Its aural equivalent is
narrow listening.) Narrow reading is reading around the same topic over
the course of @ number of texts. In this way learners become more familiar
with the tepic, which in turn makes reading casier. But more importanty,
when you read a nuwmber of texts on the same theme, you will come across
the same vocabulary used repeatedly. Narrow reading is in facr what most
newspaper or magazine readers do on a daily basts, That is, they follow a
particular news story over a pertod of time. Introducing narrow rcad:ng inte
the classroom therefore meets with little resistance. One student, who had
recently been introduced to this technique, commented: 1 like rcadmg one
story because, after the first day, | don't have to use the dictionary as much,
s0 it makes reading more enjoyable.”

As an example, here is a follow-up story to the story ‘Snake sneaks inte
Auckland suburb’ on page 53. Content words (i.e. not grammar words) that
oceurred in the previows story are underlined:
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Snake shed from coat, not python

Auckland’s gnake hunt has ended after experts realised a skin found en a
city strect was shed from a fancy coat, and nat a real live python.

The man who owns the cout has reld the Ministry of jeulture and
Forestry 2 snakeskin sewn into his prized garment is missing.

He approached MAF last weck after realising the skin was gone from
the coat, last worn ro a Halloween Ball just 2 couple of days before school
children found the skin on 2 Freemap's Bay street.

The October finding prompted lengthy searches of the suburb by
MAF wacker dogs and detector teams, after experts they consulted said
the skin appeared to have been freshly shed.

Today MAF admitted those experts were probably wrong.

Spokeswoman Gita Parsot said New Zealand had tittle experience with
snake sking, and experfs were now reviewing how to identify the age of a
skir.

Ms Parsot said experts in Australia, where there are a lot of snakes,
might be consulted if sking were found 10 future, = NZPA

{from web page at hupifwwwstuff.co.nz)

Of the 108 or so content words {see page 4 in this texe, 43, or nearly halt,
are repeated from the previous news story. If the story had run longer, the
density of familiar vocabulary would probably have been even greater.

Both these snake stories were taken from Internet news sites, which are a
useful source of narrow reading material. But conventional newspapers and
magazines offer similar — if less conveniently accessible — matenal. Setting
students the task of following a story that interests them - and reperting on
it to their classmates - can be done using either clectronic or print media,
according 1o availability. For the latter, teachers may wish to collect
sequences of news stories, filed according to topic, in order to build up a
dossier of uwseful material. Narrow listening activines would require a
collection of sequences of topic-based recordings, such as news stories, folk
tales, or even just pap songs.

For a long time the use of dictionaries in class was discouraged, generally on
the grounds that dependence on 2 dicticnary might inhibie the development
of more useful skills, such as guessing from context, Also, it was argued that
if the dicticnary is a bilingual one, learners may over-rely on transfation, at
the expense of developing a separate L2 lexicon. Finally, indiscriminate
dictionary use often results in the kind of errors where the wrong word has
been selected for the meaning intended. A student of mine, for instance,
wrote a recipe for Glose shave with pinenuts: the Spanish word rape has two
English equivalents in rhe dictionary: mankfish (the intended meaning} and
close shave (the unintended outcome).

However, the role of dictionaries in vocabulary learning has been
reassessed. As sources of words, and of information about woerds, they are
unequalled. Nowadays, an excellent selection of learner dictionaries s
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available, und caursebooks regularly include activities designed te encourage
resourceful and efficient dictionary use.

At this point, we need o distinguish berween the different kinds of
dictionary available. The first imporrant distinction to make is berween:

* bilingual dictionaries (e.g. a French-English, English-French diction-
ary), and
* monolingual dictionaries (e.g. English only)

On the whole, learners tend to favour bilingual dictionaries over
monolingual tnes. They are easy to understand, and the time taken to reter
to them only minimally interrupts reading or fistening. More importaarly,
they are also usefud for production - for speaking and writing. For example,
2 German learner wanting to express the wdea of Schlange but not knewing
its English equivalent (snake}, would have no trouble finding the right word
in a German—English dictionary. Bur where would he start with an English-
only dictionary? Even if he had a vague idea that ic began with an 5, there
are a lot of words beginning with 5 10 wade through before getting to inwke.

Nevertheless, bilingual dictionaries, especially the pocker or elecrronic
ones that most students have, can be misteading, as we saw with ofaie shave,
By suggesting a one-to-one match between L1 and L2 words, they often
aversimplify matters. Here, for example, is how a pocket French-Langlish
dictionary deals with the word shedf {(which we met in the snake story on
page 53

shed! (Jed) # hangar m. remise £
shed? (fed) o7 jeter, répandre

As it happens, if you consult the eniries for jeter and répandre in the same
dictionary, you will find that neither give thed as an equivalent, S0, while the
dictionary may be af some use in helping the learner understand shed when
the word is encountered in a text, it gives no guidance that would help the
same learner produce shed when engaged in a writing task, for example.

A further distinction can be made between

* native speakers’ dictionaries, and
« learners dictionarics

The latter use & restricted vocabutary for their definitions. They also include
data that is ol particular use for learners, such as grammar information ~e.g.
whether a noun is countable or not, or whether a verb 15 followed by the
infimitive or the -ing form. The e Tore soToatiy

_b(-'ttcr lcﬂ_ﬂ-ler dictionaries RISID WORD CHOICE: actually, currently, at present
include advice for learners that js | Actually (and actual) does not mean “at the
. f . present time” in English. Compare currently and

based on an analysis of typical | at present: “Have you rivr et Simon® "t Gceaally

. H et lm e years aga (= n fact). “fs the company
learner €rors. On the right, for 0i1g 4l <Yes, * 7S pusrently doing very noll:
example, s a note on how | irsdetag verywellar prosens”
detuatiy s used: in conversation, eapecislly in British English,
g @y ectualky can be used to make whal you are saying
stfler, eapecially Il you nre cOTrect ING SOMA0NE,
disagreaing, or complalning: “"Grai! § b French

trom the Longman Dictionary of coffee! “EF, it’s German acrturlly, ” Bt il can be
; used with the opposite sleet: Fdidn task yeur
Cmrfemporm].v Engfr:b optnien, achually,
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Another distinction is berween dictionaries that are organised:

* alphabetically, or
* according to meaning categories

A reference book organised according to meaning categories is generatly
classed as a thesauwrus. For cxample, 1n the Ceméridge Word Selcetar series
words are organised not alphabetically but according to shared or similar
meanings. Unlike 2 conventional thesaurus, only a limited number of words
are included in each category, and definitions are provided in the fearner’s L1
Here, for example, is an entry from the Caralan version of the Word Selector.

Fodert

modam. adi moduen the most madern squipment
I'equipament més modern |usades actuatment] moder
languages lengues modernes Ihabit. [a refarkncia al
segle passat) moderm historpliterature/art
ahistbnafiteratura modemna
modemize . Tamet -ive ibrin vii [obit p. ¢x. un m2iode,
un equip) modernilzart-se) modernizalion aifc
modemiLracit
octo-datn 3dj 1 Imodem. Descrw: @ ex, ur &quip, un
melodel modem, actuat 2 (savint + withy [que coneix g
conté I'ahima informacid. Descriu, p. ex. un Histay, un
mapal 3l dia to keep up-fo-date with the Latest
developments manienir-se ol dia de Tes dltimes
novelals We must bring our reconds up-to-dite, Hem
do posar al dla ch nosires anivy,
opdabe vt 1 fobi: p. ex. UNs anxiuy, und mformacid, un
madel| actualitzar We're.updating alt our offfce
equipimant. Estem aclualizant tol Pegquipament de
Foficina. 2 {sovint + anj idonar 'dlima informacit af
posat al dia Pl just update you on the larest sales
figures. Em limitaré a posat-vos al diz de ez ilvimus
rifres de yendes. update ne acrualilzaclo
pangded a0 ffora i | i pej.| acabat 4iaventas
| ean‘t cope with this newlingled machinery, Ma me'
aully aimb Aquesta Mmanuinaria n moderna.
contemparary adi 1 lutil. sobretot en a llengua escrila
i en 1a parla més yerigss o intel-lectuall coniempotiti,
coetani 2 [sovinl + witht Jque viu &n una mabeixa
tpoca o wemps) coslani, conlemporant conlemporary
nE Contemprrani -3nia
curmt, adj thabit, davant de n] [que sutceeix 9 exisleis
en aquest moment] aclull, corlent carrent affairs
actualital the current sconomic chimate e climé
econdmic actual the cument igsue of the magating

1 &M niimecs o 1a revisia faes avizt fomal guan e
Fa servir daresrs de ol coment These ideds are corent
in cedain sections af the community, Aquestes idecs
540 carrents en alguas weloes de la comunitat,
currently adv acialment

toplcah ad] [ielacional amb esdeveriments actuals
Descriv: p. ex. una pregunts, yn problema, una
allusidl d"actualitay, diinteres ipical télk conveisa
cobre alers o' actvalitat

E»m.. m__ m:

aahion nch | mods i be infoul of fashion eslaring
star de moda Poinied shoes are coming back inta
fashicn, Les sabatés amb punta ternen 3 estar de modi.
Roller-skating is the latest fashion here_ Aqui Valtima
moda &5 el patinalge sabre rodes, 2 [robal moda
men'sfadies” Fashions moda &' home/de dona [davanl
de n} fashion dasigner dissenyadors de moda fashion
madel mode! Faghion show deshilada de models

Enshborabbe 20j {descria: . £x, Una roba, una persona,
una opinit, un restayrant] de moda, de ban gust '
fasinranable to live in 2 converted warehouse. ESLA de
moda viure &0 magzizems rehabiliuls. lashignably adv
{mottl a la moda

trand nc (avint + in, tawards) fendéncia The piesent
wrend I 1owands produdts which ame savironmeai-
friendly. La tendéncia actuat sfavoreix als productes
respactuosos amb el med ambiiot. o sef athe trend
impotar uhala fendéncia

woraty adi Yorga informal b sovint pejd a Idltima moda
trandy lefi-wing ideas idees esquereanes de moda

e whthAE vi finformal | més aviat obsoled) estar 2l dia,
sor PGl Cril @ with-if vicar un massen amb idees
modernes

Y

TEE T T it L

from the Catalars Word Selector, CUP

A meaning-based organisation is particularly useful for production, that is
for preparation for speaking or writing tasks, since it allows the learner i
search for the exact word to represent an intended meaning. For example, a
learner wanting to find an appropriately idiomatic expression to express the

general idea that "Teachers should

“be modermn” in their knowledge of

I:eaching m?ﬂ'_xods’ would first Jook up modern (English) or modern (Catalan}
in the book’s index. This leads ta the appropriate section where the student
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would not have to laok far to find the expressi
oot €510 £
Pm}’iil::i';ﬁ’ll ;ai?ers. sliiould keep up—to—datcPwith tea’cél?i:f); fniihia;:'l so Ao
Hondfinder Dlic ;:;c;p e go:ircms the organisation of both the Oxford ‘! LArNers
fetrntor (dubb d?rla;:y an th,c Lengman Language Activator. For (:xam‘ le t}:_j
7,000 ey wcn:di d :v I:‘ ?m:urld s fizst p rndu_ction dictionary’) is based onzto,ung
Rrglsh (or o co.t; - n]l'; ‘tlri)gcthcr comprise ‘the basic meanings of the core of
CnBsh oras doca ary - scc page 21}. Organised ander each key d
words and phrascs with refated mennings. Unlike the Wp;;rd

Sﬁ(‘?{.(ﬂ? ‘hC Actrvator 1t monoh ﬂgl.lﬂ.l HCIC for exam lt 15 ll,(:lw II)E, Actrvator
H b r P i
deals with modern: I ' |

and neeealy

your sof becter iadi]
The Croimimg muthods tu 10 whou! ary dere Jorgurd

which meanjng ? Gking | We ltke o thirk weve one of e furword boking [y

R T L5 T o BE L rair bk 3

madem piecet, _a 1 MORERH mova with the timas | eyt el o chonse

lhodE BE wurwayu[lmngorwmlum shthdt ynuart--umgnMum A
Mﬂ: L MEthds Al B though You may ngh want i %

ANg Fraesl -y phrie) i
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" mead n fy * i
& o cl“:\.f:‘ga srnEthimg I nder 1 MARS " enm—om_lmuuunum'lasdm,huﬂHm. miste tetad)]

Charjes 56 colletforaf awlirm ort | Moctern miatu” mn be
b gydleult 2o get used o | P tanre wox moden gnd quie
— ngereseing Bur J shink | prefer o rmdilanal tadlvt
4 i g 191 DRSGIRNNT MESEIUMES SYSIEETS mﬂmﬁﬁ;mﬁ; r::"ig;‘;::"::m“ﬁe‘:
QioceRsEs ElG Ul e een g=veloped e dferent from the enyles ased L Whe paat \ndjt

g Ie Masr st (s 2y aquinrdnl Cantprperary art U st tines fiard o wmiprriaed aad
nodapn amprecias. | The denoers perforend g 12 OHLEATRTTIY
up-jo-dats grrgngoment of emn Loke’

rovndarn J'moon [ |moedaend | | avant-gards g et § amvoinl exteemely
T erm il moiemi o ssengers i B strane or hont 1o rlerslutd bechuss Tl 1 |
sht ity | dn Jupartese var foemrics ther e aft the mast "ﬂ:d‘?r""l“‘“""‘“"*”’” Lnart, pastc, T
muelerm mach ey i A o hesterased modirh are-defence 2l Ly

cusfert com B m? t.rlpms]?-r " lihplgh she Nkes prantyands musie Lyddia Al phoys clag
P0G BN | ap L ML upodate [nthods fmech- Sical gistiar ang puace. | e Whiribape An Caiiery
Vaery Fequipmen Mucllities te (=based un ey ol afmlirs e s of amrgerde scklpters 24
Pecaeil Hnnwledee or Witas) vadi pures. .

Pors pthistes dre trowp a0 Phe huat L 40 4308 faL it n Tuturiutic ) s vk Futuristhe desian Buliding
oty e cguipmEnI L ths Hpspal o the st up Mim edc £ =00 Ahp appedrs s owsern v wcraige L i
BN Wna s aned = 1 comptr SYFIET (5ol (3 P s ang (e aturs arsk i 1 the presenls 1)
g dotr ang Teeibic The fu feratic 3pris sdmeiLm £ 182 freidle of thr eTip. | We

e e — e = _ | tHamkpeus desigrs (i LG 100 s Es I Jr T fartiy, ;
2 WEING L oesmg e am, the mosl rerel LTy [T o - — i
1 a0 wiya o (AbeY a4 :;Ijm comehng o oder 0 make 1! ik
1 modsm Tarwaid-ieking madardt B
'1 prograEsve engve it 1w Limaa n""‘"‘“"‘m' i

innevallve go-oaed . 'l u:dnil: up NG Aina | E’

e |'medn § msdam) 10| \
o et < Foswralt 1) Lzew (A izl miodre kMg ml]w"ln iz dae BrsR) | modmant J Imasdar|
trchriguet | Thaviea ey FMeLa T ulie - e ateys et haakd .
SCEH 101 AL G AP s t Lcark + The schraf L e The girerin Eubieariies ape shiempiing  mndem e e oy
(rordeT in s DRRraach 1 arn i, ° I!qﬂ'll!mm?ol'aym"n."I'wauugl\l‘ﬂirudu@in[}ﬂnﬁfmmf H
pmrvlll.v. gmatproeie] Heen i crange LRd lenprove mgmn:ﬂ::::‘ﬁ:;f:‘::r::z;,i‘:fﬁ W The B
;;!;:yon da hearving onnighehel§ e maltenls g deas mmﬂ];::ﬂs mevger eiodf frenining., cnmedrizatim ond

: N T madernlzalion &f st
Bt w11 he st prugPessive murhacls agriculiore yau LARED .
FLiT g 00 arihing akeut ke meacher o He hias o Hepuild b““’lh‘“‘ “':d‘“ “’:“;‘-I"&nr{‘%";[‘?m‘; :fiﬁ';,%m
' ctg! i (e I soreltnng modem By E 11 x
,.':.:.:‘ o nd isutusieial redemer & hWDETESELY G bl oF feabires than 1 Bags and adding e ekt ORES
Jht arw availaple 1o phioee aeily v poadiee]
AN [he oid gy fopd tas hote fee revised end broughtep
She s Deen e for fer inauHtL TER iU Aelp ﬁ:'::;l' mﬁz’amr:"gm t0 briiag fha1r oid fualts
lngnr1n.rP!"’PN'lhspmh | Toine ' maigauesnliat the ke X
Jthone e af the e gl At pr U of dhe et wp i [ap 2! 0 gkt smme ng saels 2 adesLgm or
Temavathon |’ veabal L U | R i o earer reire Sysiem more MU U5 auiing the moak et |BETT
hat ewals o e ot penen Jr Yic e girLs 1 4 3m That 18 ke not hecom wsklbras, ubd:
{achtaned efr (10T

Enrrcuntivw (and s ey SRI0E k% iypreds dod ldeas
Ll G glecvs anel rwlsad jed |

T =T

a-roamt £ LR TR

63



How to Teach Yorabulary

Picture dictionaries, because they are thematically organir'.cd,
kind of meaning-hased dictionary, and are particularly use
group together words of the same lexical fiel
thar they are restricted ro things or actions chat can

younger learners they are ideal.

Finally, there are those leasner dictionaries that b

are another
{ul in that they

L. Their limitation i, of course,
be illustrated. But for

ave specialised

functions, such as dictionaries of business English, dictonanes of idioms, of
collocations, of phrasat verbs, and pronunciation dictipnaries {See the
further reading list on page 183 for speafic ritles.)

What sort of information does 1 dictionary provide? Below:
is the entry for shed from the Longman Distionary of Contempora?y

Nore, first of all, that
there are two homonyms
that have the form shed
{sce page B), and that
these two different mean-
ings are Listed separately as

shed® and shed® Pro-
nunciation s supplied,
using  phonemic  script

{Jed), Grammunical infor-
mation follows. including
part of speech (4, @), the
fact that the noun s
countable [C] and the verb
is transitive [T, as well as
the verb’s inflexions (shed,
shedding). Both entries are
further sub-divided into
their different palysemes,
¢.g.shed! 7 a small building
.. and 2 a large industrial
building ... In the case of

shed® fedi n {CL 1 a sawall buliding, ofien Made 05
wond, nsed especially for star|ny things: We Al a i
shed (A gar back verd |0 coirle shed]a garden shed
2 alarge Industrial bailding where wark % dare, Jarge
vehitcles are kept o machinery Ls stored 16

shed? v [T past iense ond past paroeipie shed preseat

riiciple shedding _—
.:ﬂ * LIGHT 4 if soinething sheds light, ! I‘Eh‘;‘-r.‘f
aria around it: Tie femp sfed @ yrifow glow anivihe ﬁ" -
1 » DROP/FALL OFF 4 a} 1odrop semcthingor show
it tw Wall; He strude acrpss the barhrogm. shedding wer
chetthesos hewenr. B) if2h animal shuds skin oc hair 0':
a plant sheds leaves etc, they [all off as part of a palurs
process: Pecidutus frevs shod their dopues in aUivmn TAS
e grows. @ snoke will reguiariy shed irs skin-
3w GETRID OF 4 o get rid of somethinA llhut yuu};;
{gngey need or wand: The campany is P“}‘"‘"f':‘?'. ‘0 5 i
aboutaquatier of its workforce. ) shed my inkibitions e
Juined the dancing. | shed pounds/stones{=getthi nr;—;r
by 1osing several pounds ewcy 'd Iﬁefoshzd?ﬂ"f POH: .
4 shed light on 1w make something easiet 1@ ,";, or
stand, by providing new or better infocmation: We're
foping kis lester will shed gome tight on the M¥SED:.
5 B WATER 4 if somelhing sheds water. he water
Tows off its surface, Instead of sinking o #
& shed bleod wakilior injure people, cspecml.ly durlngja
war or a Bght: Too much blood Aas aiready bt shed in
s conflict. -~ see 2130 #LOVDSHED
7 shed tears espectaliy fiterary Wocry: She hod netsheda
single tear during the funeral.
¥ shed its load ArE IFa vehicle sheds 1is 1oad. the goods
3t is carvying accidentally fall off

for example,

English,

=

the verb hed, different meanings are signposted in capital letrefs for ease of
refevence. Definitions are written in easy-to-underseand Janguage, and
examples are included that are chosen to display the word's metung as v_veIl
as its grammatical behaviour. Common collecations are includEdT_ibf‘! fight
on, shed bioad, cte. Links to derived forms are also signalled, s 1n see alse
8LOODSHED, Register and style information is also included, where re levant.
Thus, shed fears is murked as beiny fterary while shed ity load 15 Brinish usage.
Finally, frequency information is added in the margin: 5 j means that the
noun shed 15 in the 2,000-3,000 band in terms of frequency 10 spoken
English {8 = spoken). A word marked as W 1, on the other hand, would be
in the top thousend werds of written English (W = wricten). A word
marked W 2 would be in the next thousand, and so on. o .
If we compure this information with the map of whar 13 involved in
knowing the word ramgi (see page 16}, ir is clear shat all the relevant
linguistic informadon is supplied by the dictionary. OFf course, the less
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linguistic, more encyclopedic, information is missing: the iconic mle of the
garden shed 1n suburban British culture is not even hinted at. For this kind
of information we would need to consult a dictionary of culrure. For
example:

... In Britain people generally choose to sit in the back garden, out of
view of other people. The back garden usnally also has a lawn and flower
beds, and sometimes a vepetable plot or fruit trees. There is often a bird
table {= & raised platform on which foeod is put for bicds) and a shed in
which garden tools are kepr.

{from the Oxford Guide o Brirish and Amevican Culture, OUP)

What kind of use can learners make of dictionary informarion? This will
depend on how well trained they are in using dictionaries. ldeas for train-
ing learners to become cifective dicrionary users are tonnd in Chapter 9.

Meanwhile, in this section the

focus will be on the use of S\ T

. . Some words

dictionaries notb so much s <an be more than
one part of speech. For example:

reference aids {for reading or - ,

writing, for example} than as coak: A cook (noun; is sameomne
learning aids. Iow can the 1Ho £00ks Cverb) food,
information in dicttonaries be orange: An orange (noun) is an
exploited 1o promote vocabulary orange (adiective)} frur.
acquisition? On the righy, for
example, is a coursebook activity
{from Greenall 8, Reward

Use your dictionary to find oyt
what parns of speech these words

Pre-Fntermediate, Macmillan can be.
Heinemann} thar requires the @k head drink fNar san
use of a dictionary. rent slice  hear

In this activity, learners are
using their dictionaries to make Write sentences showing their
at feast rwo decisions about the different parts of speech,
targeted  words:  they are He talks all the time

identifying their _woFd _cIas§es, L Theres a talk an insects ronght
and they are diseriminating

between  their  different

meanings, hoth of which ure necessary if they are to write coherent
sentences. This two-step process reflects a key principle underlving the
classroom use of dictionaries: cognitive depth (see page 25). The more
decisions the learner makes about a ward, the greater the degree of cognitive
processing, and hence the greater the likelihood of retention in memeory.
Every time learners consult a dictionary they have initiated a decision-
making process. And the fact that dictionaries contain such a weakth of
information makes them ideal for use in multple decision-making tasks.
Dictionary-based activities cun be designed that require srudents o make
decisions about @ word’s spelling, its pronunciation, its meaning, its
grammar, its collocations, its derivatives, the style and connotations of the
word, and its frequency.

—
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Here, for example, zre two tasks rhat focus on spelling and pronunciation:

% Dictare a selection of words that share the same sounds, but may be
spelt according to different nirles, such as dare, grear, wait, fare, cight,
late, straight, batt, hate, ctc. Srudcnts use dictionaries to check spelling
and organise words into spelling groups (e, all the -ai- words
together). They can then draw conclusions 2s to which are the more
frequent spellings, and which are exceptional.

€  Swdents are given words on cards that share the same spelling features
bur may be pronounced differently. For example, the letter g in guess,
magtc, gaol, fog, gym, gifl, gene, fogxr farge, etc. As in the preceding
activity, dictionaries are used to sort words aceording to pronunciation,
and w help discern patterns.

The following two tasks target word meaning:

B  Students are dictated words or given words on cands, and must sort

" them inte meaning categories, using the dictionary. The tite of the
category can be given, or, to make the task more difficudr, left 1o the
learners ta wark out. Far example, the following twelve words can be
grouped into three groups of four words each: doard, cfub, piece, net,
hole, fer, Tackel, gueen, umpire, check, green, court. Note that many of
these waords are polysemous (i.e. they have more than one meaning) so
learnaes will need to use their dictionaries intelligently in order to
locate the correct meaning area {in this case, meanings connected with
games).

?\ Srudents find the odd one out in sets of three or four words {auck,
pigeon, python, stork); matching synonyms {(pessonows — venomaus),
entonyms (Aarmiess — dengerous), organising words inte hierarchy ranks
(c.g. reptile, snake, pythom frut, apple, Granny Smith).

Here are two tasks that invelve researching the grammar of words:

E,\ Students organise words into parts of speech, according to dictionary
information, or into counrable/uncountable (nouns), transitive/
tntransitive {verbs), etc.

B Students use dictionaries to check the grammarical correctness of
sentences such as

’d like some informations about (taly,
How much patata would you like?

| prefer Californian wines to French ones.
The flat was full of furnitures.

or

| suggested him to see a dentist.

she recommended the film.

He explained me the lesson.

The doctor advised me to rest,

They apologised that they were late,
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Dicrionaries can also be used to raise awareness about collocation:

B Srudencs march words on eards to form cotlecations, checking with the
=

dictienary. For example:

densely injured
fataily enforced
narrowly defeated
sorely outnumbered
strictly tempted
hopelessly populated

Word derivation can also form the foeus of dictionary tasks:

famnilies, to show commaon derived forms:

B Students use dictionaries 1o complete prids or ‘spidergrams’ of word

persan crime verb
robber robbery rob
murder
hijacker
rape
smuggling
gL

The following
respectively:

three tasks

focus on style, connotation and frequency,

? Students use dictionaries to decide which word or «xpression in a
B : .
group 1s the odd one our, in terms of style:

flee

orcur
supervise
bump off

ete.

run away retreat turn tail
wrop up happen take place
manitar keep an eye on  cvarsee
murder kil assassinate

B Students use dictionary information to greup words according to
" wherher they have neurral or negative connotations. For example:

notorious
publicify
skinny

chat
chiltdish
fqueer
officious
collaborator
bachelor

famous
propaganda
slim

gossip
childlike
gay

official

ally

spinster
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Corpus data

68

& Swdents use trequency information in the dictionary to rank words in
 terms of [requency. For example:

1 sick unwaell ill
2 grill cook fry
3 ship yacht boat

(Answers: 1 sick, W, unwell; 2 cook, fry, grill; 3 boat, ship, yacht)

Or, students underline words in a texc that fall wichin the 2,000 (or 3,000
top most frequent words band.

Note that any of the above activities can be used in combination with
others, thereby increasing the number of decisions about a selected set of
waords. For example, a set of words can first be dictated {decisions about
spelling, then categorised {decisions about meaning), then sorted into
neutral and negative (derisions abaut connetation). Alternatively, a set of
words can be grouped according to part of speech (decisions about
grarnmar) and then matched according to colloeation. (Sce Chaprer ¢ for
mote discussion of mulniple decision tasks.)

‘Today's dictionaries provide accurate information about a word's frequency
and its typieal collocations, as well as supplying authentic examples of the
word in context. This information is largely due to the development of
corpus linguistics. A corpus {plural zorpora} is a collection of texts that has
been assembled for the purposes of language study. Modern corpora are
stored elecrronically and consist of many miflions of words of text, both
spoken and written. They range from academic texts through newspaper
articles to casual conversation, and include American, British, Australian,
teenager and even learner varieties of English.

The benefic for teachers and learners of corpus dara is that it provides
them with casily accessible information abour redl language use,
frequency and collocation. Before the advent of corpora, teachers had to rely
largely on inmitions about the way words are acrually used. To take one
example: coursebooks give the impression that adverbs of frequency (wsually,
never, somielimes, always, cie.) cannot occupy two adjacent slots in a
sentence. Thus: [ wswally come bome early on Fridays, I always come bhome
early on Fridays, but nov [ wsually alwaps come home early on Fridays.
Flowever, a search of two corpus websites (British National Corpus:
httpi//sara.natcorp.ox.ac.uk/lookup himl  and COBUILD  Corpus:
hetpi//ricania.cobuild.collins.couk/form.himl) shows that, while oot
cemmon, such combinations do occur:

Suede's imperturbable drummar never usualfy says a singie word in
interviews,

... the convent where we usually never set foot

Tickets are normally always available on the continent

Do you normally usually have sugar?

efc,



d4 = Texls, chictionanes and corposd

Because corpora consist of ‘used’ language, they can claim a certain
authority over invented or imagined language. This does not deny the value
of intuitions, In fact, it wag an intuition that prompred me to check for
winally + always type combinations in the first place. But aceess 10 corpora
now means that we can provide Jearners witlu attested, rather than invenied,
examples of words in contexr. By this means, we can show learners not what
someone thinks they sbould say, but what users of the language acwally 4o
say.

This does not mean, theugh, that corpus mformation should be used
uneriticatly Corpus informarion is only as good as the corpus it comes from.
A corpus of reenage slang, for example, would not be of much use for
reaching business English, Likewise, a corpus of wrilten English may not be
much use for eaching spoken English. Furthermore, just because an
instance of language use is attested (such ws Do yor normatly wually baze
sgarf) does not mean that it should be taught. Tn order o lacilitare
learning, teachers must do as they have always done, thar is, select, adapm
and supplement raw dara so that it is epumally useful for the learner
Corpora have simply provided another source of data — one thar, admittedly,
redusces the need to rely on hunches,

Before the advent of corpora, frequency information was also largely
guesswork — or involved a grear deal of pea-and-paper counting. Now,
fearner dictionaries are able w provide seatistically uccurste dara about
frequency. High frequency words are flagged {as we saw in the case of shed ).
Sometimes, more specific information is provided. Here, for example, s &
graph showing the relative [requencies of the verbs /et affoww and permit,

i
V7 Prequencies of the verbs et, allow ani
i ™ spoken and written English

SPOMEM

' |HIW
{ i peemic
| emerrren

______liﬂ

alkwr
i petaniil

I: L] B 10w e bben g Lo :
e hgt 4 Mg more COMMmEn o
i 3ig graph shave hal A " :
i Lmkegn Englsh Lhan allow and permit Al{l_ow “ :::; '
i camegn M wntien Enghth Permit v & forman el
I meaning 10 offadlly lvt spmeone do samathing. H

e

from the Longman
Dictionary af
Contempornry English

e van LDngde L e € 2R

Ciiven that one aspect of knowing a word is knowing how frequently vsed
it is, this kind of information is potentially useful to the learner. Tt is even
more useful to the teacher and coursebook writer, as it can inform their
decisions as to what words to scleer for active study. For example, the
following adjectives are often presented topether:
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beautifui handsome ugly attractive
good-looking pretty unattractive

According to the Lengman Dictionary of Contemporary English, only
deautiful, attractive and pretty fall within the top 3,000 words band (and In
that order}. The absence of negative adjectives (ugly, umattractive) in the
high frequency bands suggests thar speakers use other means to express the
idea of unattractiveness e.g. not wery pretly, sof derribly atirackive, and that
maybe these constructions should be taught in prefereace.

A closer examination of the kinds of words that collocate with these
adjectives marrows the choice further. Ugfy, for example, is used less to
describe people than 1n the context of ugly scenes ot an ugly situation, or in
the expression X rears its ugly head. Handwome, which is relatively infrequent,
collocates on the whole with male subjects. Beantifif collocates with woman
and gird, but also frequently with people, world, day, things and place. Pretty
and aftractive, when used to describe prople, also have mainly feminine
collocates. Of all these adjectives, geod-faoking is the only onc thar applics
equally to both sexes, and, what's more, is used almost exclusively for people.
So, despite its lower frequency, as an all-purpose adjective for describing
appearance, it may be the one to teach.

This kind of information {on frequency and collacation), to which only
dictionary writers used to have access, 1s now freely available. T was able to
assemble the above data simply by using 2 learners’ dictionary and the
Collins COBUILD English Collocations on CID-ROM. Collocational
information is also available on the Internet — for example, the COBUILD
corpus at hrerp://ritanma.cobuild.collins.co.uk/form. html. With a litde
training, and perhaps some guidance in the form of a task sheet, learners
themnselves can access this kind of information.

Corpus information is typically presented in the form of concordances.
A concordance displays the results of a word search as individual lines of
text, with the targeted word {or words) aligned in the centre. Here, for
example, is a concordance for deawsifid (from the COBUILD website}.
Deespite the slightly mutilated look of the sentences (necessary if they are to
frt onto onc line) there is enough information for students ro work out what
kinds of things and people are described as beantiful.

as much 8% CONNQISsEUrs: 1t b5 a beantlul ebsiract pamnting. But it 18
was worn by, amongst others, the beautiful Amerlean actraga Ruth Ford. This
dwellar alike. We know thas a beautifl and lving tountiryside requiras
Imspiretion for the bride-te-be Eeauttful line bone ching 1s not ondy a
In pddition to haing a very beautifud gerden, it has greal historical
ini the Thirties. Mow there ars some beautife! houses on the outshirts, [ reckon
amid the forests and lakea of tha beavtiful Jels countryside. Ha brought in
! have never forgotten this boautiful part of the world. I'vé RoL Just
living in what 12 arguably the most beawuilful piace tn the tinited States, as
arguably the most Interssting and beeutiful small clty In the Unlbet States.
which we ete al & very solitary end beautful epot in the Harz Mountains.
of peimitive pine pews 0side, & bagutiful stalned glass window faced inw
other, that Argfeld girl i3 reatly beautiful, with those ayes, that akin, that
was vory simply a charming and very beawilul woman. A year leter, Ellzsteth
wha dated some of the world's most beautifid women, In 1851 Hanaeon Sp avan
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Cencordances are a convenient way of presenting learners with data for
analysis, from which they can work out the regularities and parrerns
associated with selected words. Bur they are not easy. The minimal contexts,
truncated sentences, and ungraded vocabulary, can be off-putting for all but
quite advanced Jearners.

However, if the concordance has been compiled from a text thar the
learners are already familiar with, it may be Jess intimidating. Here, for
example, is the transceipt of a coursebook recording from the Collins
COBUILD English Course 1, in which two people tatk about the busiest day
they've had recently.

‘Highe. B0 Lhe busiest day I've had recently was izal Monday when [ had to teach,
1 taught In thraa diffarent sohools. S0, on Monday morning L taught in one schon)
Irom nkoe thirty to twetve thirty. Then [ went home, acd on the way home | hed
1o g0 & lot of shopping. Then 1 had lunch. | puse had Lme to have lunch. Than | went
ot again | want to another schenl, Wie other atde of London, where [ taught from
four to 91¢ Then [ had half an hour to get from thab school down to ancther scheol
i the centre of London for gix thiry to 2ight chirty. Then [ gou home and I went
et for sapper aferwards with frmends, 80 that was guite & busy day.”

'Tha buziest day I've had receniiy was probably on Saturday, pecauvse [ drove down
Irom Landon W Sussex on Saturday mormung. And, whon b gob home 1 got nome
&% atout lunchilbme. Ang [ had beneh, and then aftar lunch my cousins cAme DT
And | tonk them shopping. And thean we wend Lo vigit gn awnt of mine who hves
pearhy hecauge thay hadn's seen hep for a long tlme. And then | care home, and
1 went ottt o gupper, And theh 1 wait Nore again.’

In advance of the language-focused rtasks, the teacher plays the class
the cassette recording, and checks their general understanding by
asking questions such as: Which one is a teacher? Who lefi London on
Saturday? The rteacher can then distribute the wanscript of the
recording, for more detailed question-and-answer work (How many
schools did the first speaker teach in? Did the second speaker visit Ais cousins,
or did they wisit him? cre).

Now cames the lanpuage facus. A keyword scarch (sce below)
shows thar among the significandy frequent words in this shorr text
are: went, then, howe, school and bad. Using a concordancer {2 program
that searches for words in a text and sorts them nto Lines), any of these
words can become the focus of o concordance. For example, here is the
concordance for Aome:

ne thiry W twelve thirty. Then I wenl homa, and on the way home [ had v doa
Then [ weny, fome, and on the way bome T bed 0 do a lot of shopping. Then
Bix thirty o aight thirty. Theo I got hoine end T wont out for supper afecward
Betupdny morning. And, win I got home - E got home &b sboud lunchilme. An
morning. And, whan [ got hooe - 1 gol home at about Mnchtime. And 1 had hunch
en her Mor a longd tma. And then | eame home. and I want ouk 1o supper. And then
4 7 wetih et W supper. And shen ] went home ageds.

=1 A

Displayed like this, heme Is available for more focused study than when
buried in a text. For examiple, learners can list the verbs that collocate
with heme {go, get, come), notice that no prepositions are used in these
combinations, and find any other expressions that include bame {on the
way Aome). Moreover, it doesn't need a computer to display this
information. Learners can make their own concordance lines by simply
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wriring out all the sentences, or parss of sentences, that include the
word home, and aliguning them accordingly. For example:

Then 1 went wome, and on the way home
on e way home 1 had to do a lot oF shopping
Tren I got home
when T get home
I got home at abautd lurchime
And. then T came name
And then 1 went bhome again

The extra effort involved in compiling their own concordance may
help draw learners’ attentien to salient feawures of the rext.
Alternatively, the texcher can provide the learners with a concordance
with the rarger word {called the nede) blanked out. The learners’ task
is tor work out what the missing word is — L.e. whar one word would fit
all of the displayed contexts?

Concordances are starting to appear in courschooks. Here, for example, is an
activity from The Intermediate Choice:

L got any monsy on you? Not
got this lovely letter be
got thme children too

From the British Nationaf Corpus {Spoken)

1 Look at the forms of get abave with another
student. Find one example where:

4} gel means from Mohamed 5,

= o hay * Lo Amve * IO TeLnive and Acklam B,

e weoileafetch o o become 7he Injermediate
B) et + preposition shows movement. Choice, Longmaa
€ have + gor s wsed o alk about

* possessions = lanuly relations

L dY got is the Past Simple form of ger
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Angther useful ool when dealing with corpus material is a keyword
program, (Note that this is a different sense of keyword from that used in
Chapter 2 to describe a memory technigue.} Keywords are words in the text
that are not just frequent, but significantly so. For example, the fact thar the
most frequent word 1n a given text is #2¢ is of litte significance. The is the
most frequent word in almost axy text. A keyword, on the other hand, s 2
word in 4 text that occurs more often in that particular text than it does
across a whole range of texts. A keyword program is able o plot the
keywords in a text simply by comparing the text with a large corpus of text,
For example, in the two snake stories quoted carlies in this chaprer on pages
33 and 60, the word snake occurs ten times {and thirteen rimes iFwe 1nclude
wnakeskin, snakecatcher and smakes). In the Britich National Corpus (BNC)
Sampler, a vorpus of ene million words of spoken English and one million
words of written Lnglish, snake occurs only eleven times. This means thae
the ten occutrences of saake In the two newspaper wxes is highly significant.
Even if you hadn't read them, it would be safe to assume from this one face
that the topic of the texts was something to do with snakes. Here are all the
keywords 1 the twe articles, in order of significance (I used WardSmidh
Tools from QUDY: snake, MAF, skin, experts, python, Auckland, sbed, suburh,
coat, found.

Notice how the keywords rend to be nouns. Notice also thae they provide
a kind of very condensed surnmary of the story Understanding the
keywords of a text is a large part of understanding the text itself. So, when
choosing words to pre-teach in advance of reading, a teacher need Took ne
farther than the keywords. Also, giving learners the keywords of 4 text in
advance of their reading the text is an excellent way of activaring their
knowledge of the topic of the text. Once activated, this knowledge allows
them to make betrer sensc of the text.

B These are some of the questions a teacher could ask, using the

keywords:

“Where 15 Auckland? (New Zealand)

‘Do you associate snakes with New Zealand?

"Why/Why not?

"What is a pyrhen?'

"What do you know about snakes’ skin¥

“What is the possible connection berween smake, séin and coar?’
“What is the possible connection berween suburd, Auckfand and foznd ¥
'Whaf is the possible connection between experss and the gest of the
story?

“What could the letters AMLAF stand for?”

And, when the learners have read the text in order to confirm their
predictions, they can then use the keywords to write a summary of the
story.

Also, as we saw with the example using Aome, keywords ¢an become the

focus for a concordance search, especially those words that have particular
collocarional or grammatical characteristics.
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Con<lusions

Looking ahead
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In this chapter:

*

we continued looking at scurces, both direct and indirect, of
vocabulary input

the vatue of providing contextualised vocabulary input was
emphasised, since texts display words in loose association and also
in ways that are typical of their particular text type

We noted that;

authentic texts {including literary texts), in particular, are rich in
vocabulary learning potential, since a large part of their coherence
is due to their lexical patterning

extensive reading of, for example, simplified readers, is a good
source of incddental vocabulary learning, particularly because of the
repeated encounters readers have with words, Narrow reading —
reading about one topic over a series of texts — offers even more
opportunities for repetition.

dictionaries are hoth a tool and & resource for vocabulary learning,
since they contain a wealth of information about words,
information that can be tapped through classroom activities
invelving mukiiple decision-making

corpora are the latest addition to the resources available for
vocabulary input. Corpora are particularly useful for providing
attested examples of language in use, as well as frequency and
collocational information. Concordancing and keyword programs
are two of the tools that make corpus data available for classroom
use.

5o far we have tooked at sources of words. But vacabulary learning is
not just a question of finding words. It also reguires active mediation
on the part of the teacher. In the next chapter we will look at ways
the teacher can make the presentation of vocabulary maximaily
effective, both in terms of word form and word meaning.



Prasenting
vocabulary

Presenting vocabulary

Using translation

How to iflustrate meaning
How to explain meaning
®  How to highlight the form

® How to involve the fearners

I the tast two chaprers we loaked at possible sources of vocabulary input,
including vocabulary books, readers, dictionaries and corpora, A mofivated
and self-directed fearner might be able to agquire a large vocabulacy simply
by using these resources. However, many learners sign up for language
courses n the expeceation that, at least some of the time, they will be
presented with language, rather than having to go our and find it for
themselves. By presentation, we mean those pre-planned tesson stages in
which learners are taught pre-selected vocabulary irems. OF course,
incidental vocabulary teaching can occur at other times of the lesson, as
when a text or a discussion throws up unfamiliar vocabulary. In this chapter,
hawever, we will be mainly concerned with ways vecabulary can be formally
presented in the classecom. But many of the issues are relevant to the
informal teaching of vocabulary as well,

As we saw in Chapter 2, ar the very least learners need to lesrn both dhe
meaning and the form of 1 new word. We shall deal with each of these
compenents in . But it's worth peinting out that both these aspects of
a wurd should be presented in close conjunction in order to ensure 4 tight
meaning-and-form fir. The greater the gap berween the preseniation of a
word's form: and its meaning, the less likely thar che learner will make 2
mental connection between the two.

Let's say the teacher has decided o teach a related ser of words ~ for
example, 1tems of clothing: sbirt, treusers, jacket, socks, dress, jeans. The
teacher has a number of options available. First, there is the question of how
many words to present. This will depend on the following factors:

* the level of the learners (whether beginners, intermediale, or advanced)
+ the learners” likely familiarity with the words (learners may have met the
words betore even though they are not part of their active vocabulary)

« the difficulry of the items - whether, for example, they express abstract
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7o

rather than concrete meanings, or whether they are difficulr to pronounce
* their 'teachability’ — whether, for example, they can be easily explained or
demonstrated
- whether items are being learned for production (in speaking and writing)
or for recognition only (as in listening and reading). Since more time will
be needed for the former, the number of items is likely to be fewer than
if the aim s only recognition,

Furthermore, the number of new words presented should not averstrerch
the learners’ capacity te remember them. Nor should the presentation
extend s0 far inlo the lesson that no time is available 1o put the words to
waork {see the next chapter),

Coursebooks tend o operate on the principle that a vocabulary
presentation should include ar most about a dozen items. Here, for example,
are the items listed in the presentarion of cloches vecabulary in a curreruly
popular clementary coursebook {from Soars L and ], Headway Elementary,

OUIP):

a jumper a shirt a T-shirt a dress a skirt
a jacket a suit a tie
trousers jeans trainers shoes boots

However, claims for the desirability of much higher vocabulary learning
targets have been made, especially by proponents of teaching methods thar
subscribe to ‘whole person learning’, such as accelerated learning and
suggestopedia (2 method first developed by Georgi Lozanov in Bulgaria).
Teachers following these methods vse techniques of relaxation and
suggestion, in order to predispose the learaer to massive amounts of inpur,
including literally hundreds of words in a session. Some of these claims may
be excessive, but it may also be a fact thar conventional teaching methods
underestimate the learner’s capucity to retain new vocabulary. Incorporating
into lessons some of the basic principles of human memory (as outlined in
Chaprer 2) may be a muans of extending the somewhat conservative targets
set in coursebooks.

Having decided en the number of items to teach, there is then the choice
of the sequence of presentaton, cither:

* meaning tirst, then form, or
+ form first, then meaning

In the first option the teacher could, for example, hold up a picture of a shirt
{the meaning), and then say Trs a shire (the form). In a ‘form first’
presentation she could say shirs a number of times, have the students repeat
the word, and only then point te the picture. Both approaches are valid.
There is an argument that presenting the meaning first creates a need for
the form, opening the appropriate mental “files’, and making the
presentatien both more eHicient and more memorable. On the other hand,
‘form first’ presentation works best when the words are presented in some
kind of context, so that the learners can work out the meaning for
themselves.
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The next set of choices relates to the means of presentation - whether o
present the meaning through:

*  transkation

+ real things

- picoures

= actions/gestures
+ definitions

* siruations

And whether to present the word in its:

+ spoken form, or
» written form

and in whar order (e.g. spoken before written) and hew soon (e.g. delaying
thie wrirten form until the spoken furm has been thoroughly learned),

There are also decisions to be made concerning the degree of Jearner
involvernent. For exumple:

= sheuld the weacher provide both the meaning and the form herself?

* should the teacher present the meuning and attempt to elicit the form?
* showld the reacher present the form and attempr to elicit the meaning?®
* should the learners repeat the form, and it so, when?

We will address all these issues in this chapter.

Traditionally, translation has been the most widely used means of
presenting the meaning of 2 word in monolingual classes. Translation has
the advantage of being the most direct roure to a word’s meaning -
assuming that there is a close match between the targer word and its L]
equivalent, It is therefore very cconomical, and especially suitable for
dealing with incidental vocabulary that may crop up in a lesson. However,
25 we have seen, an over-reliance on translation may mean char learners fail
to develop an independent L2 lexicon, with the effect that they always
access L2 words by means of their L1 equivalents, rather than directly. Also,
beczuse learners don't have to work very hard to access the meaning, it may
mean that the word 15 less memorable. A ease of 'no pain, no gain’,

However, there are a number of different ways of incorporating
trznslation into the vocabulary presentation. Here, for example, are three
imagirary extracts in which the Spanish-speaking teacher is reaching her
Spanish-speaking students clething vocabulary:

1 TRACHER: [ininglés pantaloncs se Uaman trousers. Trousers. Ahara, todos
juntos ... [In English pansalones are called tromsers. Trousers.
Now, all together ..]
STUDENTS: Trousers.

2 Teacuer: Does anyone know the English for una camisa? No? Listen,
it’s a shire. Shirt. Repeat.
STUDENTS: Shive.

77



How to Teach Vocabutary

78

How to
illustrate
meaning

3 Teacuer: What’s this” [peinting to picture of a dress] Do you know
whar this 15 in English? No? Listen, it's a dress. Dress. Repear,
STUDENTS: Dress.
reacHER: How do you say dress in Spanish? Marta?
MARTA:  Falda
TeEACHER: That right.

In the first exteact all the teacher’s ralk is in Spanish. This cffectively
deprives fearners of valuable L2 input. Moreover, not much attempt is made
to invslve the learners, apart from simply getting them to repeat the word.
In the second extract, the teacher uses only English (the target language),
apart from when L1 wards are used 1o introduce meaning, They are thus
exposed to a lot more Eaglish than sunply the target vocabulary items. In
the third extract, the presentation is entirely in English. Spanish is used only
to check that learners have understood,

Opinion is very much divided as to the merits of each approach. Hers for
example, 15 an exchange on the subject of translation, berween reachers
participating on an Internet discussion group (IATEFL Teacher Trainers
Special Interest Group Mailing List: tisig@listbot.com):

[Derrin] On the L1 question. 1, a native English speaker, trequently find
rmyself using L1 to quickly clarify my Catalan students’ doubits as o the
meaning of unknown lexis in texts they are exposed to. I sce little point
in walking around 2 room acting like a chicken for half an hour when you
can say ‘pollo’.

[Drennis] Well, halfl an hour would be overdoing it (and are your students
THAT slow on the uptake?). Bur although there are clearly occasions
when a short, sharp translaton is the most effective method of conveying
mezning, is it necessarily the most effective method of encouraging
learning? I bet if you did wulk around the room acting like a chicken, even
for five minutes, saying: ''m » chicken. I'm a chicken.” your students
would never forger the English word for "pollo’. And if you acted laying
an egg, your fame would spread.

[Gulfem] Thanks to Dennis for his support ... Which reminds me of the
whole issue of teaching Young learners. Surely L1 translation cannor be
acceptable in this case. I actually have become a chicken whio luays golden
cggs (Jack and the Beanstalk) for the students” benefit and much to their
delight: but that's maybe because I'm female, middle-aged and well
rounded: call it type casting if vou like!

An alrernarive to transfation - and an obvious choice if presenting a see of
concrete objects such as clothes items — is to somchow illustrate or
demonstrate them. This can be done either by using real objects (called
realia) or pictures or mime. The use ol realia, pictures and demonstration
was a defining technique of the Direct Method. The Direct Method, in
rejecting the use of translation, developed as a reaction to such highly
intellecrual approaches to language learning as Gramroar-Translation. Here,



5 * How to present vocabulary

for example, is advice for teachers from a popular Dircer Method course of
the 1940s:

HOW TO TEACH THE NAMES OF OBJECTS

The usual procedure is as follows.

The teacher first selects a number of objects, in batches of say from 10
to 20. [...] The objects may be

(a} those thar are usually found in the place where the lesson is given,
c.g. door, window, knife, march, hook; or parts of the body or articles of
clothing.

{b) those collected specially for the purposes of the lesson, e.g. a stick,
a stang, a nail, a piece of wire, a picce of swring <.

(¢} those represented by pictures, such as those printed on picture cards
or wall charts, or by rough drawings on the blackboard,

The teacher shows or points to each object in turn and names 1. He
says the name clearly (but naturally) three or four times. [...] When the
pupils have had sufficient opportunity to Aear the words and sentences
{and ro grasp rtheir meaning) they are called upon to say them. In the
first instance they may repeat them after the eacher .

{from Palmer H, The Teaching of Oral Engfish, Longman}

Such an appreach is especially appropriate if teaching beginners, and with
mixed nationality classes, where translation is not an optien. It is also a
technique that has beea reclaimed by practitoners of Total Physical
Response (TPR), a methed thar promotes initial immersion in 2 high
quantity of comprehensible input. In making use of the immediate
environrment of the classroom, and of things that can be broughr into the
classroom, the intention is to replicate the experience of learning one's
mather tongue. A TPR lessen typicaily involves the teacher demanstrating
actions, using real objects, and then geting the learners o perform the same
or similar actions in response to commands. Typical classroom commands
might be:

Point to the apple.

Put the banana next to the apple.

Give the apple 1o Matasha.

Qffer the banana to Maxim.

ate,

{Plastic fruir and vegetables are ideal for this kind of activity.)

Visual aids rake many forms: flasheards {published and home-made}, wall
charts, transparencies projected on to the board or wall using the overhead
projectar, and board drawings. Many teachers collect their own sets of
flashcards from magazines, calendars, ete. Especially useful are picrures of
items belonging to the following scts: fosd and drink, cdorhing, howuse interiors
and furniture, fandscapes/exteriors, forms of transport plus a wide selection of
pictures of people, sub-divided into sets such as jods, nationalities, sports,
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activicies and appearance (¢alf, strong, sud, healthy, ofd, etc), Not only can such
pictures be used to present new vocabulary items, but they can be used to
practise them,

The use of pictures or objects as prompts for vocabulary teaching can be
enhanced it some basic principles of memory are taken into account,
including the principle of distributed practice (see page 24). 1n teaching a
set of, say, ten clothing itemns, it is important to keep reviewing the
previously introduced items, preferably in a varying order — something like
this:

present shirf
present facker
present frousers
revicw shirt
review frousers
present dress
review jacket
prosent stwedler
review dress
review sher!
present socks
etc.

Another principle underlying effective memorisation 15, as much as is
possible, to allow learners to work at their own pace. In this way they can
form assoclations and think of mnemonic devices that are personally
relevant, and appropriate to the degree of difficulty the word is causing
them. This is more likely to happen if they are working on their own or in
small groups. But by building pauses into a teacher-led: presentation, the
teacher can provide learners with time to ‘carch up’ and to reflect.
Here, by way of example, are some activities using flashcards:

% The teacher shows cards one at a time, and either clicits or says the
word it represents. As a rule of thumb, about ten unfamiliar words is
probably sufficient. Periodically the reacher backtracks and changes
the order {sec above). Finally, stick all the cards on 1o the board, and
write the words alongside {or ask learners to come up and write them).

1

Stick a collection of pichure cards (e.g. clothes) on the beard and
number thent. (If vou are working round a large rable, place the cards
fiace up on rthe table.} Invite learners to ask you about the words they
are unfamiliar with, For example: Whary nuwmber 67 Check to see if
someone ¢lse knows before giving the answer. When students arc
sufficiently familiar go through them all, asking, #hats number 82 erc.
As a check, rurn the cards around, one ar a time, so that they can't be
seen, and again ask Wher’s numéer 82 Finally, write the words on the
board alongside each picture.
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B Stick a selection of cards on the board and allow learners to use
bilingual dictionaries to find the words they represent. They can then
write the words adjacent to the picrures,

B  Give pairs or groups of three a seleeron of cards each. They can use

* bilingual dictionanies to find cut the word for each picrure. Then,
representatives from vach group can ‘teach’ the rest of the class the
words they have discovered, using the visual aids.

B Show the class a wall chart ar a large picrure containing many different
items (e.g. a strect scene or an wirport) for 2 short period of time, say
ten seconds. Individually or in paics, the learners then have to write
down as many words — in English - as they can remember having seen
represented in the picture. Allow them ro use dictionaries. Show the
picture again tor anuther few seeonds, to let them extend their Lists of
words. Reveal the picture for the checking stage: the individual or puir
with the most correct words is the winner.

Qf course, rehiance on real objects, illustrarion, or demonstration, is limited.
Tt is anc thing to mime a chicken, but quite another 1o physically represent
the meaning of a word like insuitien or become or trustworthy. Also, words
frequently come up incidentally, words for which the reacher won't have
visual aids or realia 2t hand. An alternative way of conveying the meaning
of a new word is simply to use words — other words. This is the principle
hehind dictionary definitions. Non-visual, verbal means of clarifving
meaning include:

*« providing an example situation

= giving several example sentences

* pgiving synonyms, antonyms, or superardinate terms
+ giving a full definition

All of the above procedures can be used in conjunction, and also in
combination with visual means such as board drawings or mime. Although
wverbal explanation may take a little longer than using translaticn, or visuals
or mime, the advantages are that the learners are getring exera ‘free’ listening
practice, and, by being made to work a Lirtle harder to get to the meaning of
a word, they may be more cognitively engaged. Obviously, it is Important,
when using words in arder to definc other words, that the defining words
thernselves are within the learners’ current range. Dector Johnson's
definttion of 4 #er In his famous dictionary 1 an example of what 7o/ to say
in the classroom: Anyehing retiadated or decassated at equal distances with
faterstices between the frtersections!

A situational presentation invelves providing a scenario which clearly
contextualises the target word (or words). Here, for example, 15 2 situztion
for teaching embarrassed/cmbarrassing:
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Cartherine saw 2 nust at the bus stop. 1is back was turned but she was
sure it was her brother, so she tapped him on the shoulder with her
umbsella and shouted "Look out! The police are atter you!” The man
turned around. He was a complete stranger,

SHE WAS TERRIBLY EMBARRASSED. IT WAS A VERY
EMBARRASSING EXPERIENCE.

(from Q'Neill R, English inr Situntions, QUP)

Reinforcing a siuational presenration with pictures, board drawings, or
gesture makes it more intelligibic, and perbaps more memonible. More
memarable still is the situation that comes directlv from the experience of
the people in the room — whether the teacher or students. In other words,
the teacher could tell her own story of when she was embareassed, and then
imvite the stdents 1o tell their own. Again, the extra ‘free’ speaking and
listening practice justifies the relatively long time spent on just are or twu
items of vocabulary,

An alternative tov the situational approach s to provide studenrs with
example sentences, each one being a fypical instance of the target word in
context. This is not dissimilar to the way concordances can be used {see page
70). From the cumularive effect of the sentences che students should be able
to hypothesise the meamng of the target word — wsing induction: the
mental process of hypothesising from examples. Here i a reacher giving
sentence examples for the word famcy:

T: Listen to these sentences and see if vou can work out what the verb
fancy means: Number one: Hes really nice, but 1 don't fancy bin. [pause]
Two: I fancy cating out fanight. Don't you? [pause] Three: Do you fancy
a enp of coffee? [pause] Four: Fancy a drink? [pause) Five: That guy en
the dance floor — be veally fancies bimself Tpause] And six; I never really
Sfancied package holidays much. [pause] OK, talk to your nelghbour and
then I'll read them again .

Allow the students as many hearings of the sentences as they think they
need before they are confident encugh to venture an answer. (For
particularly difficult words, it may help if the learners write the sentences
down.) Depending on whether the class is monalingual or net, the teacher
can then ehcit a mother tongue tanslaton of the mrget word, or
alternatively, a synonym or definition.

Cne advantage of this approach is that the learners hear the word several
iimes, increasing the likelhaod of retention in memory. Another advaneage
is that they hear the word in 2 varlety of rypical contexts {rather than just
one) so they can start to get a feel for its range of wses us well as its typical
collocations (e.g. fancy o drink). Finally, they get information on the word's
form and grammar — whether, for example, 1t 15 ircegular or transitive {if a
verh}, or countable (if a noun). It may scem to invelve guite a lot of
preparation for the teacher, but consulting dictionaries and corpora for
examples of the rarger words in conrext can help reduce pld.nmng i,

Vcry olten quick e\pl.mmu)n using a synonvm { fancy' - it means Veke'),
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antonym (oargoing’ = it § the oppesite of thy, introverizd’) or 3 superordinare
rerm (g ‘herring' i @ kind cffﬁjf)), will werve, especially in incidental
vocabulary work, This is particulasly useful when glossing (explaining)
words that come up in texts,

More claborate defininions, such as those in dictionaries, require more
effort on the part of both reacher and learner. Lexicographers {dictionary
writers) spend @ great deal of time agonising aver definitions, so there is no
reason to think thar teachers will find them any easier. Forrunarely, learners’
dictionaries phrase their definitions in language chat offers teachers a
reltable moedel, should they need one. Here, for example, is the definition for
peerify from two dictonaries — first, a conventional dictionary and, second,
a learners’ dictionary:

peerif§ o L. ot change into mane; (Ag.] paraluse or
siupefy with asconishmens, terror, cic., (petrified wath
Jear cac .ty deprive {mind, docinne, cig.} of vitaliy. 2
11 v into stone {He or g, |11 pétrhee I med L X
setnyicase [ LT, Gk petta tocks see v | (from the Concrse Oxford
Dictionary)

pelrity ;peiniiasy, petrifies, petrifylng, petri-

tled. 1 it something peteifies you, it makes you feel v.o

veey Irightened Indesd, perhaps so frightensd thal ¢ scire
pou CANAGL move, an The wartlag whistle starled to £
blow. The sound peirified bim. ¢ petrifled. ga If | ¢ aosguanir
badnt been alone | wouldnt have been nearly so = temilied
peirified,

1 When something dend peirilles, || gradually vimc
changes inlo stope. ¢ peirified. x0 The mounlain & apc Ay :
renge locmed menacingly like some petrified prehjs. ATRD

toric monster. o petrificatlon / petnifikens*n/. & ¥ UNCHINT
1 I something such as & sociely or instiplion vemo
petrifies or if something else petritien it, il ceasas to = Magnule
change and develop: a farmal use. wg Militariém and

zencphobia pelrified the soclal order.. it civiliza-

tion was ot (o wither or pairily, » peirtcalion, s0 ¢ FiNcoNT - ;

These statements, taken foo llterally, lead fo the = Megnetion (from the CO{‘{'”’.

peirification of meaning. COBUILD English
Dictionary}

A variant of the definition approach is to present a layered definition - that
i5, one thar 1s segmented into several shorr statements, each one including
the target word. This is similar to the example sentences approach
mentioned above, but in this case the sentences are discrere components of
a larger defimtion. For example:

1z If you feel prerified you are wvery very frightened, Someone can be
petrifted by fear. Perrified literally means turned to stone. Petrificd
wood is wood that has become stone. In some places you can see
peirified forests.

In this way, the meaning = and shades of meaning - of a word are built up
piece by piece, with the added advantage that the learners hear the targer
word not only in context, but repeated (in the above example five times).
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In reality, most reachers draw on a range of technigues — situations,
synonyms, example sentences, erc. - in their presentations of word meaning,
Here, for example, is an extract trom a lesson in which the teacher uses a
variety of means ~ including words that the smdents are already famitiar
with - o introduce pesrified:

71 OK s anyone very frightened of ghosts? Would you be frightened if
you saw a ghost? Frighlened, OK, T know if T saw, for example, if ] saw
i ghost, there is one feeling I would feel. T would feel frightened.
[writes] But even more than frightensd, how would you feel i you saw
a phost* More than fightened, stronger, than frightened.

$: Terrifted.

T Good, ferrified. |writes] Teregfied. Anyrhing even stronger than
cerrified? A werd in English. Even, really, you're so frightened you're ..

s: Seared?
T That's not, thats the same as grightened. There's something that’s
stronget.

s: Auansshed,

T Asronithed. Aitonished 15 2 little bit more like swrprived. T think -
terrified; there’s an even stronger word, which would be pesrificd.
[wrires] And it means when vou wre so frightensd that you can't speak,
you can't think, and you can't move. You're absolutely peerified. And 1
think i T saw a ghost 1 would probably be [laughs] probably be
petrified, heing the rather pathetic soul that T am.

Finally, it's worth emphasising that learning the meaning of a word - or
learning anything, for that matter ~ is a process of gradual approximation.
Even in our first language it may take a long pCl’lOd of "fuzziness’ before we
fee] comfortable abour using certain words. It 18 probably asking too much
of teachers 1o expect them to clarify every nuance of a word’s meaning at
first encounrer. Berter that they orientate their learners in the general
direction of a word’s meaning, while cquipping them with the skills and the
motivation to continue exploring the further reaches of thar word's
‘semantic space’.

[n Chapter 2 we noted the fact thar the sound of words, as much as their
meaning, determines the way they are stored in the mental lexicon. The fact
that like-sounding words are often confused {tambourines foc trampolines, o
chicken for kitchen, for example) is evidence of this. This sugpeses thar
highlighting the spoken form of a word is very important in terms of
ensuring it is appropriately stored. This in mrn means deawing learners’
artention to the way the word sounds,

Words seem 1 be stored and aceessed primarily according to their overall
syllable structure and stress. Henee it is easy o conhuse samdeurine and
trampoline because they have the same general shape, despite some
differences of individual sounds. This suggests thar highlighting the stress
and general shape of the word is 4 useful aid to retention and deserves as
much attention as the individual sounds.
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There are 4 number of ways of highlighting the spoken (oem of the werd.
Fssentially these are;

*+ listening drills
» oral drills
*  boardwork

Having established the meaning of a new word, the teacher can model it
using listening drills. A drill is any repetition of a short chunk of language.
It this case, 1t s the teacher who does the repeating, so as to accustom the
learners ta the phonological feangres of the word. Customarily, this takes rhe
torm of a clear bur pamiral epunciation of the word {or words), usually
preceded by sume sore of cue, such as 'Listen " This is repeared fwo or
three times. To draw learners’ attention to the syllable structure and stress of
the word, this modelling g Process can be accompunied by some kind of visual
strnulos, such as using " the fingers of one hand to vepresent the ditferent
syllables.

The teacher can also ask the class to identify the stressed svilable. The
question Hherel the stress?is a good one for learners to getused ro. One way
of introducing the idea of stress — in the first lesson, for example — is to ask
the learners o say how many syilables there are in thewr own names, and
which of these sy].hb]e:- is brresbed. {OM course, if it's a one- s¥llable name,
the stress will be on char one syllable.)

In drill-and-repeat type methodologies, such as audiolingualism, it would
then be customary for learners to repear the new word, both in chorus and
individually, in order to reinforce it 1n memory. Moare recently, the value of
simply repuating newly intreduced language - especially grammancal
structures — has been questioned. Some writers argue that the requirement
te ‘get one's tongue round it may distract from the cognitive work invelved
in ‘getting one’s mmd round it As we saw in Chapter 2 (see page 23), we
forger words quickly 1f there is any interference or incerruption of the
articulatory loop (the process of subvecal repetition on which weorking
memory depends). This suggests chat allowing Jearners two or three seconds
‘processing’ time benveen hearing a new word and saying it might have
benefits in terms of retention in memory. One way of encouraging
subvocalisation 15 sometimes known as a mumble drill. Ar a cue from the
teacher, learners mumble or mutier the word o themselves at their own
pace. Evidence suggests that subvocalisation is a technique that suceessful
learners use nanurally {(see page 161}, so it may be ane worth establishing as
standarc classroom practice,

However, 1o withhold production indefimitely iz Tikely to frustrate
learners, whose instinct ts often o llave a go ar repeating a new word
themnselves. And nothing gives learners a bewer feel for the shape of a word
than saving it — even if the teacher’s intention is to teach rhe word for
recognition only. It mav be appropriate, therefore, to get learners o vocalise
the new words, alter they have first subvocalised them, by ineans of choral
or individual repetition, i.e. drilling,
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Features of the word's pronunciation can also be highlighted asing the
beard. Many teachers use some kind of symbol — such as a small box - to
indicate where the primary stress is placed.

Figntencd  petrified

Providing learers with a transcriprion of the word using phonemic script
15 ancther way of highlighting the pronunciation visually. The phonemic
transcriprion of frightened is /tatond/.

Use of phonemic symbals also avoids the poeentially negaive effects of
sound—spelling mismatches (but see below). Of course, this assumes learners
are familiar with phonemic script. [F they are not, they may find the extra
learning load daunting, cspecially if they are still getring used o Raman
script (as may be the case for learners whose mather tongue uses a different
seripe). On the other hand, there is no grear mystery to phonemie scripr,
especially reading it (as opposed o wnting it). Most of the consonant
sounds are casily decipherable so 3t is mainly a rask of getting to know how
the many English vowel sounds are represented — 2 task chat can be spread
over a number of lessons, if necessary. Also, the fact that all good learner
dictionaries use a standardised form of phonemic script meuans that further
reinforcement can be provided by dictionary activites thar focus on
profunciation {se¢ page 66). (For a detaiied reference chart of English
sounds and the way they are produced, see Appendix A in Gerald Kelly's
Horw to Trach Pronunciation, m this series.)

How scon should learners meer the written form of a new word?
Traditionally, it was fele that meeting the writcea form oo soen would
interfere with correct pronunciation habits. This is specially the case in
English (it was argued), where sound-spelling matches are notoriously
unreliable. Learners who are pronouncing words like cuphoard, suif, and
sfand perfectly carrectly, having only heard them, often regress to ‘cup-
board’, 'sweet’ and ‘is-land’, once exposed to the written form. On these
grounds, presentarion of the written form used to be deluyed until learners
were thoroughly familiar with the spoken form,

However, the counter argument runs that = since learners are going to
meet the written form eventually ~ it may be berter 1o deal with any
sound—spelling mismatches head on, and get these difficulties out of the way
soener rathes than later. After all, leamners are likely to form a mental
representation of the probable spelling of new words as soon as they first
hicar thern, so 1t is better that this mental represeatation is an accurate one.
Moreover, the sound—spelling irregularitics in English are often overstated.
Tt is true that there are some extremely unreliable spellings (the ~augh family
being the mast commonly cited}. Bur the vast majority of words in English
conform to a fairly small set of rules. Aveiding the issue by withhelding the
written form may depsive learners of the opportunity of observing these
regularities for themselves. A useful strategy, therefore, might be to ask
learners, soon after hearing a new word, 10 atternpt to spell 1t {On 1f the first



How to involve
the learners

5 + How 1w present vocabulary

mecting is with the written form, e attempt o pronounce ic) If they are
having trouble doing this, the wacher can prompt them by reminding them
of familiar words with a similar pronunciation or spelling. In Chapter 3 we
will look at some useful spelling rules that can be taught to learners.

But there is an even more important reasen for being introduced to the
written form as soon as possible. Crucial clues o meaning are often much
easier to identify in the written torm than in the spoken form of the word.
In speaking, sounds tend to merge, or are even dropped entively, such rhar
cven m C'.a.refu]ly articulated speech a word like bandbag spunds like bambag,
and pefice itation comes out us plee sation. In the absence of key
morpholegical information (like Aend- and pefice) learners have nuthing to
attach the new ward t - or nowhere to ‘hle’ it — and therefore find it
ditficult ro understand and remember. So the effort invalved in learning it
is that much grearer. Many experienced reachers will be familiar with rhe
surprised look of recognition on students’ faces once they see the wrirten
form of a word they have been labouring to make sense of. Depriving them
of this form may be counterproductive,

The word “presentation’ has connotations of teacher as transmutter, and
learness as passive recipients, of language {acts. But, as was pointed aut in
Chapter 2 (page 30), learners need to he actively involved in the learning of
words'. How can learners be given more involvement in the presentation
phase of word learning?

One technigue that has already been mentioned v this chapter 15
elicitation. A standard elicitation proceduse is for the teacher to present the
meaning of a word {e.g. by showing a picture) and asking learners to supply
the form:

1: {showing picture of waterfalf) What's this? Tomas?
50 Cararace?

T Not exactly. Elena?

s Warterfall?

1: Goed.

Alternatively, the teacher can supply the word, and clicit a definition,
synonym or example:

T What's a waterfall? Anyone?
s: Like Nizgara?
T Yes, exacty.

This second procedure, going from form to meaning, is typical of text-based
vocabulary work. It alse occurs when words come up nataradly in classroom
talk (see, for example, the extract of classroom talk on page 500,

The rationale underlying elicitation is that:

= it actively invelves the learners in the lesson
* it maximises speaking opporiunities
+ it keeps the learners alerr and attentive
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* it challenges berter kearners who might ocherwise ‘turn off”
* it acts as a way of checking the learners’ developing understanding

* in the case of form-first presentations it encourages learners ro use
contextual clues

If overused, however, many of the advantages of elicitation may he lost. Figst
of all, anly the betrer learners may be involved in the process, while the
others remain passive bystanders. The use of names (or nominating) when
eliciting is one way round rhis: Whers ¢ waterfall? Etsika? or Sylvia, bow da
you suy kolega’ in English?

Prolonged clicitation sequences can end up being very frustrating for
learners if chey simply don't know the answers the teacher 15 seelang - a
cross benween 2 quiz show and a police interrogation. Finally, if all or most
of the teucher’s questions are elicitation questions, the quality of
reacher—student talk can become compromised, After all, in the outside
world, we seldom spend a lor of conversatiunal time asking questions tor
which we air:_ad\ know the answer (hke Whart @ waterfal/t) There are times
when learters need exposure to 'real’ questions, such as Mhats the biggest
waterfall you've ever secn?

This suggeses that another important way of involving learners is to have
them personalise the new words, Personalisation is simply the process of
using the new word in u context that is real for the learner personally. The
point was made, it Chapeer 2 (page 30}, that ‘memory of new words can be
reinforced if they are used 1o express personally relevant meanings’. Therc
are many ways of doing this. Here are some 1deas:

B Ask learners to write 2 true sentence using the new word, preferably

" applying it to themselves or someont thev know ~ more easily donc
with words like frightened and embarrassed than perhaps words like
waeserfadl. To help, provide a sentence frame, such as The fast frme I felt
frightened was when .. Ov The biggest waterfall I bave ever secn ..

B Learners write questions for other learners, incorporating the new
word. For example: #hat makes you emburrassed! frighternsd? They
exchange questions, write the answers, and then report to the rest of
the class.

¥ Ask learners to make an association network centred on the new

word. That is, they conncct the word to other words that they associate
with it, however far-ferched, drawing 2 diagram in the manner of the
example opposite. They then compare their networks with those of
other students, asking about, and explaining, the associations. Tere, for
example, is the association neowork produced by one student for the
word fren:

13
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Gnaemlc

ood

mneral

o

hardware
shop

1f teaching a lexical set such as food itemns, or forms of transport, or
jobs, or kinds of {ilm, ask the learners to rank the items in order of
personal preference — from mast preferred to least preferred. Tor
example, drama, thrifler, musical, western, costume drama, horror wmouvie
... Then, in pairs, they compare and explain their rankings.

Fieally, an alternative to reacher presentation - and one that maximally
involves learners - bs peer teaching, Le. learncrs teaching each other
voecabulary. One way of doing this Is through 2n information gap activity,
This 35 an activity in which informatian js distributed berween students in
pairs er small groups. In order to complere a task, students must exchange
information in arder to "fill the informarion gap’. If the information also
includes words whose meaning is known enly to individual members of the
group, the information exchange will require members to teach each other
those words.

8%
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% For example, imagine cach member of a pair has one of the following
picrures:

.
LN
REERE

chehwashed

% Saucersn Hhate waster pleture

0
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The aim is te exchange mformation abour the pictures in order 1o find
the ten difterences. At some stage rhas waill :nvolve students using the
words that have been glossed at the bottom of their picture - for
example fug in Picture A Because their partaer does not have the word
for jug, (and in all likelihood will not know it) he or she will have 1o
ask for an explanation. A probable sequence might go like this:
STUDENT 1: s there a jug on the table in your picrure?

STUDENT 20 A what?

$TUDENT 12 A jug.

sTUDENT 2: What is ‘jug'

$TUDENT 1: A jug is a thing for keep warer or milk.

STUDENT 2: Ah. Yes. T have one — whar is called - judge?

srupent 1: Jug. J-U-C.

STUDENT 2: Yes, there is one jug on the table in my picturc.

et

The excra effort put into negotiating the meaning and form of the
unfamiliar words pays off in terms af learning. Naote, for a start, how
rmany tines the word sug was used, Research suggests that negotistion
of word meaning in this way is a very powerful Jearning tool, and is
mare menmorable, on the whole, than reacher presentation. In order 1o
maximise s usefulness, it may help if learners have been taughr some
simple defining expressions, such as i75 a thing vou wie for ... Its madv
of ... It fooks like ..

Other ways of seuing up peer teaching tasks include:

R

g

Give each student in a group 4 card (or cards) with a different word on
it, the meaning of the word being provided in the form, for example,
of a rtranslation, synonym or picture. Students have to study their
card(s) silently and learn their words. Then the group is given a task
which involves using the words. For example, it might be a story-
construction activity, in which students have to order sentences, each
of which contains one of the targesed words, To do the rask, each
student would have to explain to the other members of the group the
words that they have just studied.

Alternatively, they are asked to categorise the words on the cards into
groups, or to rank them according to some criteria. They might, for
example, be objects which are ranked according to their usefulness on
a desert island. In order to do chis 1ask, students will fiest need o teach
each other rthe words they have fearned individually,

Each student is given a list of six to eight words, with their transtations
or definitions. For example, one student may get the following: check
in, boarding pass, duty free, luggage, :f’m'r:'f)' check, departure gute, i
Anather may gev: camp fire, frying pan, pocket knife, matches, backpack,
ctc. They have to wark these words into a short narrative. They then
tell each orher their narrative, explaining any unfamiliar words as they
go along.
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Conclusions

Looking ahead

92

In this chapter we looked at technigues and procedures which involve
direct teacher intervention in the teaching of pre-selected items of
vocabulary, Among the chaices available to the teacher when
planning a vocabulary presentation are the following:

how many words to present at a time

whether to present the meaning of words first or the form first
whether to use translation as the means of presenting meaning, or
whether to use some form of illustration, such as reafia, visual aids,
or mime, or

whether 1o use a verbal means of presentation, such as an example
situation, example sentences, synoryms, or definitions

how to present the spoken form and whether this should involve
student repetition

how soon to present the written form

how, and to what extent, 1o involve the learners in the
presentation, through the use of elicitation, personalisation, and
peer teaching, for example

Some of the conclusions reached include the following:

the number of words that can be learned is constrained by factors
such as word difficuity, but need not be limited to only a few words
establishing the meaning of a new word first and then presenting
its form is a standard approach

transtaiion is an economicat way of presenting meaning but may
not be the most memorable

illustrating meaning is effective, but is limited to certain kinds of
words

explaining meaning verbally is time-consuming but can be effective
if explanations are kept clear and simple

the spoken form can be highlighted through the giving of clear
models, the use of phonemic script, and repetition

the written form shoutd not be withheld too long

tearners should be actively involved in the presentation

Presenting words is only the tip of the iceberg. To ensure that learners
get to ‘know’ these words to the extent outlined in Chapter 2, they
will need plentiful opportunities to engage with these words in a
variety of contexts, and te ‘put these words to work' — the theme of
the chapter that follows.



'How to put words
"'to. work

Integrating new knowledge into old
Decision-making tasks

Production tasks

* & ¥ 2

{Games

Integrating  Tradinonally, the presentation ol new language rems would swiftly he

new followed by the practice of these items. This practice would typieally ‘take
knowledge the iorn_1 of sorme of kind of oral repetition, such as 2 drili. This notion of
mechanical practice underlics the popualar beliet that ‘practice makes
perfect’. Hiwever, a5 we saw in Chapier 2, simply repearing newly tearned
words is no guarantee that they will move from the shore-term memory
store inte permanent memnory, New knowledge — 1.e. new words — needs o
be inregrated into existing knowledge - e, the learners’ existing network of
word associations, or what we called the mental lexicon. As we also saw in
the discussion on memory, there is a greater likelihood of the word being
integrated into this network if many ‘deep’ decisions have been made about
it. T other words, to ensure long-term retention and recall, words need to
be ‘pur s work’. They need 10 be placed in working memory, and subjected
to different operations. Such operations might include: being taken apart
and put back together again, being compared, combined, matched, sorred,
visuahsed and re-shuffled, as well as being repeatedly fled away and recalled
(since the more often a word iy recalled, the easier recall becomes). Tn this
chapter we will look at a range of activiry types designed 10 do jfust thar,
They might best be thought of #s integration activities, racher than ‘practice
activities' or ‘reintorcement acrivities', since both these lacter rerms have
assuciations with a more mechamical, less cognitive, approach to language
teachung.

into old

Decision-  There are many ditferent kinds of tasks thar teachers can set learners in
myaking tasks  order to help move words into long-term memory. Some of these tasks will
require more brain work than others. That is to say, they will be more
cognitively demanding. Tusks in which learners make decisions abaut words
wan be divided into the following types, roughly arranged in an ecder from

feast cogrutively demanding to most demanding:

* dentifying
+ selecting
= matching
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" sofring
* ranking and sequencing

The more of these task types that can be performed on a sct of words the
berter. In other words, an identification tazsk could be followed by a
matching task, which in turn could be followed by 2 ranking rask.

Idcntif'ying wardy si mply means ﬁnding them where they may atherwise
be ‘hidden’, such as in texts.

% Here, for example, are some identification tasks reluting to the text

Fear of Fiving (on page 42). Give the learners the text and ask them to:

+ Couni the number of times planefs) and frainfs) occur in the text.
*+ Find tour words connected with flying in the text.

» Find five phrasal verbs in the text.

+ Find eight comparative adjectives in the text.

+ Underline all the words ending in -ing in the rext.

Ask them to read the rexe, then warn it over, and then ask:
* '1)id the following words occur in the text?’
busy crowded fast dangercus uncomfortable
dirty convenient inconvenient noisy
* ‘Now check the text to sec if you were righr.’
Listening out for particular words in a spoken or recorded texe is also a form

of identification activity. Below is a selection of identification tasks based on

this rext:

£ OK, that's Mr Brown. He's wearing a jacket and trousers, no tie, and

! he's talking to the woman with tha long dark hair — she's wearing a
black dress. Now Mrs Brown i3 over there. She's wearing a skirt and a
blouse, and she's talking to a tall man with falr hatr And thelr son,
Richard ... yes, there he i8, he's over in the corner. He's wearing jeans
and & T-shirt - he's the one with very short hair

(from Dooff A and Jones C, Language in Use (Beginner Warkbook), CUP)
+ List all the clothes items that you hear.

« Raise your hand when you hear a clothes irem.
= Put these items in the erder thar you hear them:

blouse tle skint jeans jacket T-shirt dress  trousers
+ Tick the items that you hear:

blouse shaes fie shorts skirt socks jeans jacket hat
T-shirt dress trousers suit shirt

« Listen tor clothes words and write them in the correct column:

Mr Brown Mrs Brown Richard
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Identification is also the process learners apply in tasks in which they have
to unscramnble anagrams (such as wefs, snage, 2t = for sust, jeans, tie}, or when
they have 1o search for words in a ‘word soup’, such as the following (also
from Langnage in Use):

1 What are these <laches in English?
The answers are all in the wordsquare,

5 H1 R T O 5
J A C K E T H
A T C J N J O
T R O U S E R
i DA MW A T
E X T F U N §
O D R E s 5 )
S K I R T U P
s U s v 1T )

Selecting tasks are cognitively more complex than identification tasks, since
they involve buth recognising weords and making choices amongst them,
This may take the form of chaosing the ‘odd one out’, as in this task (again,
based on the lexical set of clothes):
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% Choovse the okl one out in each group:

1 trolsers socks jrans T-shirt
2 blouse skirt tie dress

3 T-shirt i shorts trainers
cte.

Note that with chis kind of activity, there 15 no ‘right’ answer necessarily.
What s important is that learners are able o justify cheir choice, whatever
their answer. Ir 15 the cognitive work that conmts — not geering the right
ANRWLCT.

Here is another open-ended selection task, with a personaliscd element:

1 Work in pairs. Choosa five words 2 Think of three people you
1o describa yourself. Use a admire very much. They can be
dictionary if necessary. politicians, musigians, spors

personalities etc. or people you
know personally. Choose the
persan you admire most and
think of three adjectives to
describe this person,

carchul interesting  clever cold
confident fit fonny imaginative
intzlligent kind lazy nervous
optimistic  patient  pessimisfic
polite quiel calm ude sad

senitive nlce serious  tldy Then cheose the second and

thoughtful third person you admire and

think ef three mare adjectives
Think of other words you can for each person to explain why.
use.

hgnest, friendly. .

Briscuss your choice of words with

your gartner,

fohink I'm usially optimistic,

And I'm always politef —
frorm Greenall &, Reweard

Does hefshe agree with you? Fro-Tntermedialz, Macmillan

i Heinemanm

Another useful selecting task thur can be applied to any vocabulary lesson
is:

Choose live {or tenn or tiventy) words trom this lesson to learn. Think
of how you will demenstrate - in the next class - chat you have learned
them.

The samne kind of task can be applied to any text thac the lzarners have read
or listened o, And, as a way ol recveling vocabulary items from previous
lessons, learners can select words from heir notebooks to “test’ their
classmates ar the beginning of each lesson.
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A matching task invelves Brst recognising words and then pairing themn
with — for example — 2 visual representation, a translation, a synonym, an
antonym, a defimtion, or 2 collocate. As an example of this last type, here 1
a verb-aoun matching rask;

WORD PAIR RACE
In five minutes, write as many correcl pairs of verb +
noun phrases as possible.

T
pook rash

do fait

wear win

VERBS s,

eake 8 100k i,

e
.n'hel'\
b shoct

Put on

o atﬂ!e
LEFY

weisht ary

s ghtseeln g

ahg
Clidta), afilm

aseat-belt NOUNS ane

aAphoto "esearch

amatch  fortune

ur father
from Oxenden C and e

Latham-Koenig C,
Lnglish Fife
Tncermediate, OUP

Pelmanism is 2 memory game which involves nothing but matching. Word
pairs {or picture—word matches) are printed on individual cards which are
placed face down in 2 random distribution, Players take turns to pick up 2
card and then search for its partner. 1T they correcdy locate the partner
(initially by guesswork, but, as the game progresses, by remembering where
individual cards are located), they keep the pair, and have another turn, [F
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not, they lay the cards face down where they found them, and the next
player has a rurn. ‘The player with the most pairs at the end of the game is
the winner. Typical pairs maght be:

= antonyms {taif - shore, thick = thin, dark - light, etc.}
British and American equivalents (46 — check, pharmacy — drugstore, Jifi -
elevetar, et), or

+ collocations (wide + awake, stark + naked, fast + asleep, erc.)

Sorting activities require learners o sort words into dilferent categories.
The categories can either be given, or guessed. Here is an example of the
tormer (from '1'hor1'1bur}r S5, Higblight Pre-Intermediate, Heinemann):

Word field: characteristics
2 Put these adjectives into two groups - positive and negative.

emaotional  friendly good-humoured  outgoing
confident  ambitious rude self-centred
offensive  kind selfish nice

tad

Here is an activity in which learners (at » [aitly advanced level} decide
the categories themselves:

Put these words into four groups of three words each. Then, think of
a titke for each group.

goal net piece club  racket shoot  board green
court  hole  pitch  referee  check  serve  tee  move

Now, can you add extra words t0 cach group?

Finally, ranking and sequencing activities require learners to put the words
o some kind of order. This may involve arranging the words on a cline:
for example, adverbs of frequency (afways, sometimes, never, occasionally,
gften, etc). Or learners may be asked to rank items according to preference:

¥ Imagine vou have just moved into a completely empry flat. You can
afford to buy one piece of furnirure a week. Put the following items in
the arder in which you would buy then:

fridge bed desk dining table sofa
wardrobe  chair  dishwasher  bookcase  cocker
washing machine  chest of drawers

Now, compare your list with another student and explain your erder. If
you were sharing the flat rogether, would vou agree? 1f not, make 4 new
list that you both agree abour,

Here is #n example of a ranking activity (from Morgan ] and Rinvolucri M,
Vocabutary, OUP) that can be adapted to different levels by changing the
selected wards:
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D/13 Classifying knowiedge

LEVEL Intermediate to Advanced
TIME 20-30 minuLes
INCLASS . I Purhe sadents in threes and ask them to rank the following tvpes

of skilltknowledge (a) for their usetuiness in everyday lifc: th) in terms

of the value of qualifications thag inight be gained through acquiring
such knowledpe.

tooth care soil chemiiiry srgery  poychnainy arithmens
PHCFQuEOMPLIRE kniemg  geomerny plain conkery
daring feaguz foorbalf Heerary criticisee tHs

nuclear physics curdan blen cockery pog s

EFUICING @ motor car ancient (rreck CarPEntiy

road safety Jibling rax forms
2 Ask the threes to come logether into nincs and compare their
rankings.

Ordering items chronologically 1s another way of getting students to make

Judgements about words. Fur example:

YOUT COUNTIY:

graduate get married be born  get divorced  get engaged
dhe retire leave home have children  re-marry  start schoo!

Any sequence of activities — from starting a car to buying a home — lends

€  Put the following words in the order in which they cvpteally happen in

itself to the same treatment. Here, for example, is a task that focuses on the

language of air uavel (from Garton-Sprenger | and Greenall §, Fiving

Colorers 2, Helnemann )

Work in pairs, Think about what people do when they travel by plane.
Put the actions below in the correct column.

before the flight after the flight

heck in leave lhr plone

leave the plane check in
land collect your baggage
unfasten your seatbelt go through passpert control
go into the departure lounge listen to the safety instructions
go to the departure gate go through customs
fasten your seatbelt baard the plane
go through passport control go into the arrivals hall
Number the actions in the order people do them.
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tasks

Note that there may not be a ‘right answer’ in a ranking or sequencing task,
but that the exercise of making the choices and — even beter — comparing
them with 1 elassmate’s choices, is good “brain work’.

The decision-muaking tasks we have been looking ut are principally
receplive: learners make judgements about words, but don't necessarily
produce them. (Of course, they can then become praduction tasks by rthe
simple expedient of inviting the learners to talk about these judgements.)
Huowever, tasks that are productive from the outset are thase in which the
learners are required to incorporate the newly studied words into some kind
of speaking or writing activity. These can be classitied as being of two main
types:

* completion — of sentences and texts
= creation - of sentences and texts

Sentence and wxt completion tasks are what are more generally known as
gap-Blls. They are usually writing tasks and they ae often used in tests (see
Chapter 8) as they are easy to design and mark. They have many different
formats, but a basw distinction can be macle between open and closed gap-
fills. The open tvpe 15 one where the learner fills the gaps by drawing on
their mental lexicon. {There may be a clue, though, such as the first letter of
the word.} In a closed gap-6ll, on the other hand, the waords are provided,
in the form of a list at the beginning of the exercise, for example. It is simply
a matter of deciding which word goes in which gap.
Here are some exampie instructions for open and closed gap-fill rasks:

» Complete the text by writing an appropriate word int each space:
‘Greta Garbo, the Swedish-born film ____, was born in 1905, She won
a schotarship 1o drama scheol, where she learned o __ . [n 1924 a
film direetor chose her for 2 _ in a Swedish film called ..

* Choose the best word from the list o complete each sentence. Use
each word ence ..

* Select words from the list to camplete these sentences. Nate thar there
are more words than sentences ...

= Choose words from the text you have just read to complete these
sentences ..,

= Choose the best word to complete each sentence:
1 When 1 feel tired, T can't stop .

a  sneezing
b yawning
¢ coughing
d weeping
ete.

Note that the last exumple is 2 multiple choice task. These are very popular
with designers of vacabulary tests {see Chapter 8).
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In complerion tasks, the context is provided, and it is simply 2 matter of
sloting the night word . Sentence and text ereation tasks, however,
require learners to create the contexts for given words, Here are some typical
task instructions:

= Use each of these words 1o make & sentence which clearly shows the
meaning ol the word.
= - - - . .

* Choose s words from the list and write a sentence using each one.

* Use each of these words to write a frie sentence about yoursell or
semeone you know.

* WWrire a short narrative {or dialogue) which ncludes at least five words
from the list.

Tasks such as these lead naturally into speaking activities — either reading
aloud or pertorming dialogues to the class, or comparing and explaining
sentences in pairs or smadl groups. These activities involve many of the
processes that serve to promoete retention in long-term memory, such as
rehearsal, repetition and explanation.

Nor all creation activities need searr as wriring tasks. Here is a speaking
task {alse from Fiying Cslours 2} which requires learners to create sentences
using pre-selecred vocabulary:

Work in pairs. Ask and say how you feel abaut your town or village,
Hoveir. Ivsallnight. lean'tstandin

Which of the following adjectives can you use to describe your town or
village?

interesting  boring amnoying depressing frightening  marvellous
beautiful peaceful noisy lively

Can you explain why!

I find it boring because there's nothing to do in the evenings.

The use of questionnaires is a good way of putting vecabulary to work in the
form of guestion-and-answer exchanges. Many areas of vocabulary lend
themselves to some kind of questionnaire or survey. The same vocabulary
ttems in the preceding example could be used as the basis of a questionnaire
ar survey.

¥ Seudents can prepare a survey — using these examples as a modek

1 Is your hometown boring ar interesting? Why?
2 Do vou find big cities: depressing, interesting, lively or noisy? Why?
ete.

They then ask cach other their prepared questions, and repore the
results to the class, using full sentenees, such as Mare thinks his
hametown (5 bntevesting becase i has a lot of Bistortoal monuments.
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Games

While the title of this chapter is ‘How to put words to werk’, it would be
wrong to suggest that vocabulary learning has to be all work and no play.
Language play, including word games, has a long history. Children of all
cultures seem to enjoy games of the ‘I spy ..." or 'Hangman' type, and there
is u long tradition of adult word games, a number of which have been
adapred for television. Most first-language word games transfer comfuriably
to the second-language classroom. The most useful will be those that are
consistent with the principles of learning cutlined on pages 24 and 25. For
example, the more often a word is successfully retrieved from memory, the
easier it becomes to recall it. Therefore, useful games are those that
encourage learners to recall words and, preferably, ar speed. Or, consistent
with the principle thar learners need to make muldple decisions about
wards, a useful game would he one fike a ‘dictionary race’, where students
first sort words into alphiabetical order, then inte parts of speech, and then
into lexical sets — the first group to complete all three tasks correctly being
the winner.

However, since many word games deal solely with isolated — rather than
contextualised - words, and often reguire only shallow processing on the
part of the learner, they should be used judiciously. The rime spent on 2
single de-contextuabised word in a game of ‘Hangman', for example, has to
be weighed up sgainst the more productive, contextualised and cognitively
deep activitivs outlined earlier in this chapter. Too often gamies are used 10
plug holes in lessons which could more usefully be filled with language-rich
talk. Nevertheless, the fun factor may help make words more memorable,
and, like it or not, a compettive elernent often serves ro animate even the
most Jethargic students,

S0, here gre some word games to try:

E Word clap: Students stand or sit in a circle, and, following the teacher’s
lead, maintain a four-beat thythim, clapping their hands on their thighs
thice times (one-two-three ...} and then both hands together {four!).
The game should start slowly, but the pace of the clapping can
gradually increase. The idea is to take turns, clockwise, 1o shout out a
different word from a pre-selected lexical set (for example, fruit and
vegetables) on every fourth beat, Players who either repeat a word
already used, or break the rhythm — or say nothing — are “out” and the
game resumes without them, uneil only one plaver is lefi. The teacher
can change the lexical set by shouting out the name of a new set at
strategic points: Furniture! Notionalities! fobs! etc.

B Categories: Learners work in pairs or small groups. On & piece of
paper, they draw up 2 number of columns, according te 2 model on the
board, each column labelled with the name of a lexical set: e.g. fruit,
transport, clothes, antmals, sports. The teacher calls out a letrer of the
alphabet {e.g. B%, and to a time limit {e.g. three minures), students
write down as many words as they can beginning with that letter in the
separate columng (banana, berry, bus, bikini, blowse, bear, bal, bascball,
Sasketbult ). The group with the most {correct) words wins,



<l

&+ How to put words to work

Noughts and erosses: Draw twu noughts and crosses grids on the
haafd:

r

Toad

. T
and, cafhes |
drak name
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rurds
s [traespart| of T
: hody

One is blank. In the other each square is {abelled with a cutegory, or
with nine difterent phrasal verb particles (up, on, off, in, back, exc), or
nine ditferent affixes Lm-, now-, <fess, ~tien, exc). Prepare 2 number of
questions relating 1o each category. For example (il the class is
monolingual}: How do you say ‘tambure’ in English? Or, Whar Is the
oppasite of 'shy'? Divide the class 1nto two teams: noughts and crosses.
'f’?hc object s to take turns choosing a category and answering a
question in this category correctly so as o earn the right ta place their
team’s symbol in the corresponding position in the blank grid. The
winning team s the first 1o create a line of three (noughts or crosses),
either vertically, hotizontally, or diagonally.

Coffeepor: This is a guessing game. One learner answers yes/no
guestions from the rest of the class (or group) about a verb that she has
thought of, or that the teacher has whispered o he In the questions
the word eeffeepor is used in place of the mystery verb. Se, for example,
students might ask De you coffeepet indoors or vitdosrs? Iy coffeeporting
easy or dyfficult? Can you coffeepod with your hands? ¢, I the verb thar
the student has selected is yawn the answers would be: Both indoors and
outdoors; {t's casy; Mo, you can't, but you migb{ wse your bands ... To make
the game easier a list of, say, weney verbs can be put on the board and
the person who 13 °it” chooses one of them. This can also be plaved in
Pa[rﬁ,

Back to board: This is another guessing game, but this time the
student who is ‘it’ has to guess a word by asking the rest of the class
questions. The student sivs facing the class, back o the board; the
teacher writes a recently studied word or phrase or idiom on the board,
ot of sight of the student. The student asks different students yes/no
or cither/or questions in order to guess the word. For example: Flelga,
15 i @ verd or a neun? (d werd ) Dittmar, is 1 an actisn? (No.) Kard-
Heinz, is it something you do awith your mind? (Yes ) ere. To make the
game casiet, the words chosen can be limired in some way — e.g. all
phrasal verbs; all character adjectives, and so on.
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Pictienary® Based on the commercialised game of the same name,
this involves students guessing words or phrases from drawings. They
work in teams, each member of the team raking turns to be the ‘arsst’.
If there are three teams, for example, the three ‘artists” go t the front
of the class where the teacher shows them a word {or phrase} on » card.
At a cue, they quickly return to their group and try to get their group
ter correctly guess the ward by drawing it with pen and paper. The first
teamn o zuess correcthy carns a point, and three new "artists” have a turn
with another word, This is good for reviewing idiomatic expressions,
sueh as green with enwy, dowen in the dumps, under the weather, in the
dark, over the moon. At the end of the game, groups can use the pictures
as memory prompts in order to recall and write down the expressions
that ‘came up in the game, and then to put them into a sentence to
show what they mean,

Word snap: Using word cards = e.g, from the class word bayg ot word
box {sec page 51) - studenes work in small groups, with the aim of
collecting as muny word 'pairs’ as possible. One player ‘deals’ two word
cards, face up, so that everyome can read them. The first player to think
of a way the words are connecied gers to keep the pair, and two more
words are lnid down. A conmection could be: same parc ot speech;
synonyms or antonyms; same lexical set; or, simply, 2 meaningful
sentence can be made using both words, If no connection can be made,
the rwo cards are shuftled back into the pack. The wacher will need o
be available w0 decide 1n the case of connecrions being ‘challenged’.

Word race: The class 15 divided into teams and each team is given a
board marker pen {or picce of chalk}. The board is divided into as
many sections as there are teams. The teacher (or a specially appoimred
student) says a word in the students’ language, and the first team ro get
the correct English translation on to the boarl earns a point. The yame
continues for as many words as it 1s felt necessary to review. The game
is suitable for u monalingual class, but a variacion of it, which would be
suitable for multiingmal classes, would be to read sut definitions ol
words, of give synonyms of show pictures, rather than give transtations,

Spelling race: The board is divided in two halves, and a representative
from each of two teams stands at che board with a board marker pen
or chalk. The teacher shows the rest of the class a word on a card. The
teams must simultaneously spell {not say) the word to their
tepresentative, who cannot sec the word. The first team to get the word
on to the hoard with its correct spelling carns a point. The game
continues with different students taking turns to be the team
representative. This game is more difficule than it sounds, vspecially if
words are chosen that include letters which are frequently confused -
such as 7 and & o and & ; and g. Lots of variations ot this game are
possible. The word could be displayed as a picture, so that the teams
have to decide whar the word is before spelling ir.
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Looking ahead

6 = How 2 pul words 1o work

The above is by no means an exhaustive list of word games, bur is
represeniative of some generic game types, guessing being one of the most
favoured. Used with discretion, putting words to play is a valid and
enjoyable way of putting words to work.

In this chapter we looked at classroom activities designed to integrate
newly atquired words into the {earner's mental lexicon. Key principles
underlying such activities are the importance of:

* making successive decisions about wards

« productive as well as receptive tasks

« the judicious use of highly engaging activities such as games

Decision-making tasks include the following types:
+ dentification

s sglecting

* matching

s sarting

« ranking and sequencing

Production tasks can be divided into those that reguire:
+ completion of sentences and texts
*+ creation of sentences and 1lexis

Games that draw attention to newly learned words often encourage
recall through guessing and categorising.

In Chapter 1 we established that words both ‘contain’ other words (as
head is contained in ahead), and that a word-like unit may in fact
cansist of several words {as in head and shoulders or & head start). In
fact, there seems 1o be a continuum of 'wordiness’, from individual
syltables, up 1o what are now commeonty calied lexical chunks. This
expanded notion of what a word is - and how it impacts on teaching
- is the subject of the next chapter.
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eaching word parts
nd word chunks

#®  Teaching word formation and word combination
A lexical approach

&  Teaching lexical chunks

®  Teaching ward grammar

®  Teaching phrasal verbs

&  Teaching idioms

Teaching word  In Chapter 1 we looked at some of the principles of word formation in
formation and  English. We noted that words can be formed by the addition of prefixes and
word  suffixes — u process called affixation. (The word affisation is itself an
example of the result of adding affixes to the root fix.) We also saw how, by
compounding, two or more words can join up © make one. Thus: slack +
board = blackboard. Or, new words can be created by a process called
conversion, when 2 word that in one context is one part of speech {such as
a aoun}, in another context can be enlisted to serve 2 ditferent function
(such as a verb). Hence, you may have heard the relatively recent term #s
board as in The teacher boarded the new words and the students wiote them
dowal.
Then again words can cluster (but not join up) to form multi-word untts
- loosely called chunks - that behave as if they were single words. For
example, alongside Mack, the Langman Dictionary of Contemporary Englisk
lists: Alack and white, black and bluv, black sheep, in the black and to black out.
{This last is an example of a phrasal verb.) Many chunks have an idiomatic
meaning ~ that is 1o say the meaning of the chunk as a whole is not directly
inferrable from the individua words: Her the bladk sheep of the family; you've
intreduced a red berring, cie.
The way bits of words combine, and the way words themselves can be
combined, s a constant source of difficulty for learners. Errors of the
following cypes are common:

combination

« Affocation errors
There are uncountless ways to bring happiness 10 my life thanks to the
internet.
After finishing the paragraph and reading it again, [ felt unsatisfy.
I think that my real and only knowledgernents are in the vocabulary.
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» Compouncing errors
In London I tock a twe flaor bus and of course crossed the city in the highest
floor.
I saw my dog died in a box's shoes.

» Lrrors of mulii-word units
We have aiso a buses network,
Sometimes dog isn’t the best man’s friend.

Collocation errors
I don't like when | do mistakes,
Somae teachers are strict they putl us 3 lot of homework and exams.

+ Phrasal verb errors
She used ta go to school with her maid, and a maid was picking up her from
schaol.
There are some days thal the better it's stay in bed and don't get up you.

- ldiom errars
| have no more money. 50 most of time | just watch shops” window.
i don't like to Biow my own horn, but my grammar knowledge and my
vocabulary are quite good.

In responding to these kinds of problems, there are two possible approaches,
Yo can either

v teach rules, or
= expose learners ro lots of correce examples

A rule-based approach starts by isolaung and highlighting any relevant
patterns or regulanities. Take word formation, for example. In a rule-hased
appmach, words can be grouped and prcscnrcd according to the manper
of formation {affixation, compounding, cenversion, crc). Within these
categories finer distinctions can by made. So, of the words formed by
affixation we can select those formed by the addirion of prefixes, and this
group van be narrowed down further to those that have a negative meaning.
The way shese words are formed can then be described in general terms in
the Forimof a rule — or ‘rule of thumb'. Fere is an example of such an explicit
rule statement {from Gude K and Duckworth M, Proficiency Masterclass,
CUP):

B

Negative prefixes, The prefixes miv-, dis-, ig-,and soi- can all be gsed 10 give a worrt a rather
niepative meaning. The prefis muy help you 1o guess the meaniog of the word.

mis= = "wrongly, badly” or "not done” (msmanape)

ofis- = “wway from, (he opposite ol luck of " {disrasee)

e = ‘oo, acking in® (gnerani)

- = not, ek of, the opposite, reversal or removal of " (wndo)

Heqe is some advice 10 help vou choose the carrect prelis

ifis- can be used 1o form verbs, e dissorisfys idjectives, ef dishoner: and nuum, eg «isapiliry,
The prefix iy- appears only before the lener #,
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Here, on the other hand, is 4 table which suprests = but docso'r explicity
statc — a rule about noun and verb endings:

Y Now you can sirengiher the thin ADIECTIVE NOUN VERE
grecn line.
) wide
Strengthen is a verh which is formed
from the adjective strong. Work in pairs strong
and complete this table. deap
weak
short
high

from Naunwon J, Think Firs
Ceretfiante, Longman
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A similar approdch ix used with word coHocations {see page 7), wherever a
general tendency can be identifed, Ilere, for example, 1s 1 coursebook
extract thar focuses on the difference berween make and do combinations:

|
VOCABULARY ftom Bell | and Gower R,

Tntermediate Mucters, Lungmall

Make or do?

1  Read the following sentences carefully.

Lass right [ tried to do ray bomework However, 1
kept miaking niistakes becauise the fman upstars
was doing his exercises and making a note.

Make vsually means to creae, bri R NG existenee,
or produce 4 result

Do vsually means o perform an action. However,
there are exceptions o this ‘rule’, as you will see in
Exercise 3.

One problem with 2 rule-based approach is thar the scope of the rule Is not
always clear, How many, and which, adjectives can be turned inro vesbs by
the addition of -en, for example? Swees and fresh — yes, but wer and Jry?
There is the added problem of the tack of one-to-one march between forms
and categories. For example, in- and #n- both express negation {uncersain,
inactive), but i~ can also be used with the reaning of £, or within (as in
inctusive). And when do we use fn-, as oppased to #n- or nen- or dis-, 10
convey negation? How, for example, does the learner know whether to use
wi,ia!i{ﬁr(f, déssa!i{ﬁed, imm‘ig‘it'n’ or nenrsadisfied *

One advantage of knowing the meanings of different affixes, however, is
that they may help the learner unpack the meaning of unfamiliar words
when reading and listening. So, a reader coming across dissasisfied for the
first time should have ne wrouble understanding it if they know resfsficed and
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are familise with different negative prefices. However, even when applying
the rules to receprion there are problems. Owrfine does not mean out of lineg;
reseavch Jdoes ot mean scurch agein; NOr does itflammable mean non-
flammable. Some teachery therefore recommend using word formation as 3
guide to meaning only if all other means (such as using context clues) fail.

The alternative to a rule-based approach is an item learning one. Inother
words, the learning of complex words (Like fudisposed or dissatisfiedy would
stmply invobee the same processes as the learning of simple ones (like sed or
sad ). Than is, it is basically & memory rask, wich each word learned as an
individua! item. And, 1s with any memory task, the quantity of encounters
with the ltems 1s a critcal facior Al.n.r.:rdmg tor this view, learners need
exposure, and plenty of it, eather than rules.

There are good grounds for fivouring an iem learning approach. For 4
start, this seems ta be the way words are acquired naturally. Thc_\f are flest
learned as items, and then gradually re-categorised according to rules. Thar
15, once & cricical mass of separate items (such as torden, srrengehen, deepen,
weaken, erc.) has been learned, the mind stares to sort them accerding to
their shared regularities {adjective or noun + —en = verb). This seems to be
the case not only {or the learning of patterns of word formation but far the
learning of grammar as well. Learners may have ro learn a lot of separate
instances of a structure (§ am gc—mg .oare you coming? . by was saving )
befere these items coalesce into u rule {subject + o e + —ngh. In fact, wem
learning may be a prerequisite for rule learning generally. (This docsn't
mean, of course, that the process always results in correct inferences.
Learners can over-generalise from their own rules, so s to produce Hes o
good rooker, for example.)

The main disadvanmgc of an item learning approach is that it is very
gradual and requires a great deal of exposure. But the good news ix that the
process can be speeded up by consciousness-raising, Consciausness-raising
means drawing the learners’ artention to the parterns and regularities of the
language — helping them to netice these regularities. In this way, the reacher
can facilitate the development of a fée/ (as opposed to a cast-iron rule) for
what is the best interpretation of a word, or the most acceptable production
of enc. This does not necessanly mean teaching rules, but simply making
patterns stand out. In a way, it is a compromise position between rule
learnmg and item memorisation.

One writer, Anita S6kmen, provides a good example of how the teacher
cap guide learners to work out meaning, while at the snme time integraring
new knowiedge with oid:

A less-structured approach to word parts is to sporadically ask students w0
analyze words. For example, in one course I have taught for several vears,
the word fwuafe routinely comes up and students rarely know the
meaning of the word. or its root, 'nar’. However, once we review what the
prcﬁx ‘in" means, and [ ebieit other words containing the root “nas (et e,
nettuval, nation, natisnality, pre-natal), someone in the class can infer the
meaning, &irth, from their understanding of the brainstormed words. In
this way, word unit analysis asks learners to compare the new word with
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known words in order to get to their core meaning, Because it demands
a deeper level of processing and reactivation of old, known words wath the
new, it has the potential of enhancing long-term storage.

{from Schmice N and McCarthy M {Eds), Focabuiary, CUP)

Other pattern- lughlighting techniques imvolve the use of texts and include
the following:

B learners are given a text and asked to search for and underline all
compound nouns, negative prefixes, multi-word units, ctc.

% learners find words in a text that are derivations. For example, ‘Find
three wards in the text that are derived from sense ...

& learners classify these derivations according to which part of speech
© theyare

& learners categorise underlined words in a text according to a common
© affix, or aecording to the word formation prinaple they exemplify
{eompounding, conversion, etc,)

The more of these kinds of eperations the learner does the better, since (as
we saw in the last chapter) the more decistons the learner makes about a
word the greater the depth of processing.

A great advantage of working from texts is that the words that are to be
focused on are already in context, hence their meanings may be clearer than
if presented as isolated words in a list {see Chaprer 4). Also, and perhaps
more importantly, the shared context will bring words twgether that are
commenly associated. In the following text, for example, there are a number
of words assaciated with nme, crime and the law:

TIME LIMITS _

There are strict time limits on the detention of persons without charge.
An arrested persen may net be detained without charge for mere than 24
hours, unless a serious arrestable offence has been committed. If a serious
artestable offence has been commirted a superintendent can extend the
period to 36 hours to secure or preserve evidence by continued
questioning. Where a serious arrestable offence has been commirted and
the suspect needs to be held in custody beyond the 36 hour period, the
police must bring the suspect before a magistrate to extend the time limit
o z maximum of 60 hours.

(From McCarrick-Wacson, Essential English Legal System, Cavendish)

As well as words associated with the legal process (detention, arresied, charge,
offence, comniit, superiniendent, questioning, etc.) there are words of the same
derivation (detention, detained, arrested, arrestable, person, persons). There are
also a number of examples of collacation and chunking. Some relate to time:
time fimits, extend the period, 36 hours, the 36 bour period; and others 1o
crime: commit an offence; without charge, bold in custody. These words and
combinations are found not only in close association, but in their typical
grammar contexts. For cxample, the crime language occurs in passive
constructions: fo by detained without charge and {an] offence bas been
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commiteed. This particular text has the added advantage that a number of key
words and phrases are repeated {e.g. @ serious arrestable offence bas been
commuited ) thereby increasing the likelihood of retention in memory.

An approach to focusing on these features might be:

B+ Ask smdents to read the text and w answer comprehension
' questions to gauge level of understanding. For example:

1 The maximum time you can be detained without charge is:
a 24 fhiours b 36 hours ¢ 60 hours

2 You can be detained for 36 hours only ift
a a serious arrestable offence has been commirted.
b a magistrate gives permission.
¢ further questioning 15 necessary.

* Ask learners (working together and using dictionaries) te underline
all words relating to legal processes, and 1o categorise these
according to a) people, b) processes.

= Ask them to use dictionaries t make verbs lor these movns: fim,
detention, charge, sffence, questioning, suspect, and to make pouns of
these verbs: arrest, detain, rammit, extend, secure, preserve. Which of
the verl forms can take -abk to form an adjectivet

+ Ask them to circle all ime expressions with numbers and note the
prepositions used in each case,

- Ask learners to identify the verbs that fill these slots: a person
without charge; an offence; a suspect 01 custedy.
a suspect before a magistraie,  fime fimit,

* Ask learners to rewrite the passage in ‘plain English’, e.g. as if they
were explaining it to a frignd. Alternatively, ask them to translaze it
into their own language.

* Learners then use the rewritten (or translated) passage as & asis for
reconstructing the original text from memory. They then compare
the reconstruction with the vriginal.

* A follow-up activity might be ro ask learners to rescarch and
summarise this aspect of the legal system in their own country
(respecting, of course, their cultural sensirivitics).

Note that this text, although shert, is difficult and the tasks would be
achievable only by quite advanced learners. Nevertheless, the same tasks
could be adapted to much easier texis, and used at lower levels.

To summarise, then: the teaching of the grammar of word formation and
word combinarion can be appoached from two directions: early instruction
in the rules, or the learning of a quantity of vacabulary items from which
these rules are slowly distilled. We have looked at the case for a midway
position that recognises the need for early exposure bur at the same fime
aceepts that consciousness-raising through focused atrention can speed up
the process of ‘getring a feel for it’. Plentful exposure plus consciousness-
raising is a key principle underlying what has come to be known as a lexical
approach.
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A lexical approach to language teaching toregrounds vecabulary learing,
both in the form of individual, high frequency words, and in the form of
word combinations (or chunks). The impetus for a lexical approach o
tanguage teaching derives from the following principles:

* a syllabus should be organised around meanings

= the most frequent words encede the most frequent meanings
and

= words typically co-oceur with other words

= these co-oceurrences {or chunks) are an aid to fluency

A syllabus organised around meanings rather than forms (such as grammar
seructures) is called a semantic syllabus. A number of theorisis have
suggested that 1 syllabus of meanings - especially those meanings thar
learners are likely 10 need v express — would be inore usefu! than a svilabus
of structures. For example, most learners will at some time need 10 express
such categories of meaning {or notions) as powession of freguency of regret o
manner. imply teaching learners a variety of structures, such as the presens
simple ot the secomd conditional, 1s no guarantee that their communicative
needs will be mee. The presear simple, for example, supports a wide range
of l‘l'neauings (‘t‘n'c'lc’m‘ AL, ﬁd‘:m‘ f'{:'n(rm:u, past narrative, ¢we), some of
which may be less useful than others. Wouldn't it be better to start with the
more useful meanings themselves, rather than the structure?

A sernantic svllabus — Le. one based around meanings — is likely to have
a strong lexical focus. The following sentences, for example, all involve the
present simple, but they express different notions. These notional meanings
are signalled by certain key words (underlined):

Does this tewel elong to you? (possession)

How pften do you go to tondon? (frequency)

| wish I'd done French, {regret)

Exarcise is the best way of lasing weight. (manner)

Words like delong, sfien, wwivh and way carry the Lion's share of the meaning
in these sentences: the grammar is largely padding. A lexical approach
argues thar meaning is enceded primarily in words. This view motivared
two coursebook writers, Dave and Jane Willls, to propose that a lexical
syliabus might e the best way of organising a course. The Willises believed
that a syllabus based around the maost frequent words in the language would
cover the most frequent meanings in the language. Aceordingly, they based
their beginners’ course around the 700 mest frequent words in English.
They used corpus data (e computer banks of naturally necurring text - see
page 68} to find out how these words "behaved” — thar is, the kinds of words
and structures that were associated with these high frequency words.

For example, an extremely common word in English bs way. According
to COBUILD corpus data, it is in fact the third most common noun in
English {after sime and people). An analvsis of corpus data shows that way
is used to express a varicty ol meanings:
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1 method or means It's & useful way of raising revenue.
The cheapest way is to hire a van,
2 manver, style, behaviour Ha smiles in a superiar way.
Play soccer Jack Charlton's way.
3 what happens, what is the case That's the way it goes.
We were so pleased with the way
things were gaing.

4 degree, extent, respect She's very kind and sweet in lots of
ways.
I no way am | a politically effective
person,

5 location, movement, direction, space A man asked me the way 1 5t Fawl's.

Get out of the way.
{afrer Willis [, The Lexical Syflakns, Collins)

Using corpus duta, they then studied what kinds of grammatical structures
weary was typically found with — i.c. its syntactic cavirenment. For example,
the first use of way in the table above {meaning 'method or means’) 1§
commenly found in association with this patteri:

way + of + -ing a useful way of raising revenue
the different ways of cooking fish

The next step was to devise teaching materials that iltustrared  these
meanings and patterns, bearing in mind that the staring point was not the
pattern itself, but the meaning {rmrethod, means), znd its {requency, as
evidenced in the high frequency of the word way.
Here, for example, s how Wiilis and Willis summarise this use of 1oay in
The Colfins COBUILD English Course 2. 1
Similar reatment is given to other ngh | Wa¥
frequency words in the language, such as | There are differant ways of
thing, so, do, place, get, like, lovk, and would. | writing ‘colour’ — the American
Note that some of these words — like do | 24y {colar) or the English way
and wweuld —~ are traditionally associated {colour)
with specific grammatical strucrares, such zo:; ”:‘;’T)’ oys are there of
as the present simple or the second pr{;d‘iefg:s?;ber‘ .
Linonal. However, in & lexically ; G Ay of agreeing
conaiiend o » Leatl) and disagreeing.
organised course, they are dealt with in | [ like the way be sings.
much the sune way as words like wayand | Do this way. Look.
like. That s, Ffirst their principlc
meanings, and then their typical syntactic
environments, are identified. Lnterestingly, when the synractic environment
of wendd (to talk about hypothetical situations) was examined, 1T was jound
that the combination of wexdd and i, as in the ‘secand conditional {14 dean
MA if T had the maney) occurred relatively infrequently. Much more commof
was wandd on its Own, as

It woutd be nice to keep bees.
Opening the beaches would not be 2 solution,
‘would she make a gea! like that?’ she wandered.
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The Willises argued that wewdéf should be dealt wih as just another word,
rather thao as part of a syntactic structure. Alevical view of languaye, then,
starts to dissolve the distinction between tunction words and lexical words,
In so doing, it starts to dissolve the distinetion between grammar and
vacabulary,

The second major development underlving a lexical approach was the
recognition of the important role plaved by multi-word units, or ¢hunks
{sce page 6). A number of researchers have noticed that a fot of enrdy
language learning rakes the form of chunks (such as tbis-fr-mine, give-me,
arwl feave-me-alons). These are acquieed s single, unanalysed unus. The
capaciw te use these chunks in conversational exchangcs seems to be an
imporwant factor in developing fluency, Using 'pre-fabricated’ language,
rather than using grammur rules to fabricare language from scratch, saves
valugble processing time. These chunks are then stored away and only at a
later stage of development are they analysed into their component parts. So,
this-is-mine is evenually broken down into:

determiner {this/that, v} + t2 be + possessive pronoun (mine, yours, etc.)

This anatysis allows the pruduction of other combinations using the same
pattern, such as That s yours or Those are bers,

This ‘chunking’ process serves two purposes in early language production:
it enables the child 1o have chunks of linguage avaikuble for immedinte use,
while at the same time it provides the child with language patterns to hold
in reserve for later analysis. Not anly that, some of the new creations {e.g.
thai is yours, those are hers) can in turn be ‘re-chunked’ - i.e. memorised as
wholes, and stored for larer retrieval. The researchers Pawley and Syder
proposed that adulr language users have at their command a repertoire of
literally hundreds of thousands of these memaorised chunks. For example:

How are you?

Long time no see,

So anyway ...

Don't mention it.

There you are, you see,

speak of the devil,

It's got nothing to do with me.
Hang or a minute.

It you ask me ...

Ir seems that the mental lexicon is not so much a dictionary as a phrase
book.

It is this phrase ook’ view of language that prompted Michael Lewis to
proposc his version of a lexical apprtnch {called #4e Lexical Appru.ich)
Lewis s.rgm.s that language consists of grammaticalised lexis, not lexicalised
grammar’. In other words, he chabenges the traditional view that language
competence consists of having a foundation of grammatical structures into
which we slor individual words. Instead, we store a huge assortment of
mt.rnnrhu.l words, phrase< and collocations, slong with their associated
‘grammar’. In order to maintin conversational tluency, we select from this
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vast phrase book the chunks we need, und then fine-tune for grammar.
Thus, to make a request, we might select the chunk Divou think you vondd .,
and tack on to it another chunk — sern #he vodine dewn? — while at the same
time making any ppropriate grammatical adjustments 1o ensure the two
chunks stick rogether neatly. {Compare that with: Wowld yor siind + turnlNG
the volume dewn?) According o a lexical approach, language learning is
essentially a process of item learning, as apposed to rule learning. 1n facy,
Lewis is very sceptical abour the value of studying traditional grammar rules
at all.

It should be clear thar the lexival syllabus of Dave and Jane Willis and
Michael Lewiss [exical Approach share a number of features. Both
acknowledge the important meaning-making function of vacabwlary, and
both question the traditienal distinction berween vocabulary and grammar.
In their view, words are ceally 'small grammar’ and grampar is "big words',
Where these writers differ 15 in their c¢lassroom approach, the Willises
favouring a4 task-based approach to learning the semantic syllubus, while
Lewis argues for a more analytic, texr-hased approach, in which rexes are
examined for the kinds of chunks embedded in them.

So far we have been talking abour lexical chunks as if they were 2 single
undiflerentiated category. But, as we saw in Chapter 1 (page 6}, there are
different types of chunks and differene degrees of ‘chunkiness”. Of the
different types, the tollowing are the most important for teaching purposes:

= collocations — such as wudely travelled; rich and famons; make de with; set
the table

* phrasal verbs ~ such as gof wps fog on; run owt of! go on abont

* idioms, catchphrases and sayings — such as il for leather: get cold fees; as
old as the Bills; mind your pum Briiness; fakes one to krow one

» sentence frapes ~ such as wa.-u‘n"pau nrind lf ¥ the ri;r'ng T T §r
were yeu: what really gets me is

- social formulae - such as see you larer: bate a nice day: yours sincerety

» discourse markers — such as frantly speaking on the ather band: ! take your
poir.'r; OHeE upan M to clif o fsng story shovd .

Within these categonies further distinctions can be made in terms of
fixedness and idiematicity. Fixed chunks are those thac don't wlow any
VACIMAN: YOU Can say over L moen (1o mean ecstatic) but not under the moon
(1o mean nof ecstasic). Nar over the full moon, over the sun, ete. Many chunks
are serni-fixed, in that they allow some degree of variation. Nice o see you is
semni-fixed 1n that it allows fovely. good, wonderfid, etc. in the nice slot, and
riet, tatdhs o, hear from, erc. m the see slot.

Some chunks are transparent in that the meaning of the whele is clear
from their parts, «s in the case of a5 ofd as the bilks and 1o bnock down. Others
are much more idiomatic: ro spiff the beans and fo dnock off (meaning ¢o steal).
INeither tixedness nor idiomaticity are absolute valucs, however, Rather
there is a cline from very fixed to very free, and from very idiomatic 1o very
transparent. Phrasad verbs are a case in point. Some phrasal verbs are
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symtactically flexible: I'ff bring up the puper or L'l bring the paper up. Others
are 00t fcan't tefl the twins apars but not [ can't tzlf apart the rwins, Maoreover,
the combination bring up has a range Dfmennings, somne Tuweral (£4/ dring ap
the paper}, some semi-idiomatic (Don't bring that subject up again) and some
very idiomatic {They frought thetr children up ta speak Ltalan),

The ability to deploy a wide range of lexical chunks both accurately and
appropriately is probably what most distinguishes advanced learners from
intermediate ones. [ow is this capacity developed? Probably not by learning
rules = a5 we saw with word formation, the rules (it there are any) are
difficult to learn and apply. A lexical approach is based on the belief that
lexical competence comes simply from:

*+ frequent exposure, and
* COnSCIOUSnEss-rasing

To which we could perhaps add a thied factor:

* memorising

Classrvom language provides plentiful apportunities for exposure to lexical
chunks. Many learners are familiar with expressions Tike T don'’t understand
and { dan’? dnsw long before they have been presented with the ‘rules’ of
present simple negation. By increasing cthe stock ot classroom phrases,
teachers can exploit the capacity of chunks 1o provide the raw material tor
the later acquisiion of grammar. Many teachers cover their classroem walls
with useful phrases and insist on their use whenever an appropriate
apportunity arises. A sampling of phrases I have noticed on classroom walls
includes:

What does X mean?
How do you say X7
What's the (past/pluralfopposite, etc.} of X?
Can you say that again?
Can you write it up?
How do you spell it?
I'm not sure.

I've forgotten.

1 left it at home.

| haven‘t finished yet.
Lt's {your/myfis) turn.
You go first,

Here you are,

Pass me the ...

Let's have a break.

et

The repetitive nature of classroom activity ensures plenciful exposure to

these chunks. This is vital, because ceeasional and random exposure is
insufficient. Many leamers simply aren't aware if a combination is one that
occurs frequentdy (and is therefore 2 chunk} or if it is a ‘one-off’
Nevertheless, there is more chance of encountering mstances of chunking in
authentic text than in text that has been ‘doctored’ for teaching purposes.
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This is vet another argument for using suthentic texts in the classroom,
despite the ditficulties often associated with them,
Here, for example, 1 an extrace from a fairly well-known aurhentic texr:

Yo, T'll tell you what [ want what [ really really want,

So tell me what you want what vou really really wanr

I'll tell you what I want what { really reaily want,

So tell me what you want what you really really want

I wanna | wanpa I wanna I wanna I wanna really really really wanna
zigazig ha

If you want my future, torges my past,

If you wanna get with me, better make 1t fast

Now don't go wasting my precious tiame

Get your act together we could be just fine ...

I vau wannabe iny lover, you gotta get with my friends
Make it last forever, Friendship never ends

IF you wannabe my lover, you have got to give,

Taking is too easy but that's the way it is.

What d'va think zhout thar® Now you know how 1 feel.
Say you can handle my love, are you for real?

T won be hasey, '] give you u ury

If you really bug me then I'll say goodbye

(from Hunnabe by the Spice Crirls)

Like many pop songs, the lyrics of this song are rich in lexical chunks,
including sentence frames (I'¥ telf you whar I .. ; whar I really freally] want
frs .. J I you wanna ... better . If vow really, then i), collocations
(rwasting my precivus fime: Jast forever: taking 1t .. casy; give you a try), and
catchphrases (better make 1t fase; get your art together; thats the way i 15 are
yon for real?}.

How couid you use the above song rext? Essentially, the approach need
not be very dilferent from the approach 1o the legal English text on page
114). That 1s:

* check vinderstanding of text (for example, by eliciting a paraphrase or
translation of the text)
* using tUranscripl, set tasks focusing on features of words in combination

Esxamples of such tasks might be:

E’ = Underline afl contractions, Decontract them (ie. wanna = wanr /s)
» Find examples of these sentence parrerns in the song:
kel what .
If you ... inperative ...
if you ... you have got to ..
I you . then I .
* Write some more exumples, using these patterns, that would fit the
theme of the song.
+ Use examples from the song to show the difference between e/ und

l'ri’y.
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* Find the verbs thae Al these slots:
fime; your act fogether; Jorewer;

Their repetitivences, combined with their t

spoken chunk-rype language,

ather [ Js don’t reach,

But it is not just informal language that is rich in lexical chunks. As we
saw earlier, legalistic language is richly patterned in this way. And so is the
language of business. ln facr, increasingly the teaching of business English

it fast,
i easy; yoodbye,

recognises the importance of raising awareness about collocation.

Flere, for exarnple, is an excrcise on collocations related to the word sades:

parmerships 50 you cun check them easily later,

area AEPPESEALALIE Lownch

barget

boast

moreage

———__
Jr/
;

b poy (s

.

E 4‘@}6«"

AETESE ﬁj

fwte«rt‘rh_/;—
reash

adipt cat¥or

¢
e f&‘a&yf

Efaﬁecaa’t

-~ I

fpores

The ward in the centre of the diagram is the keyword. There are different kinds of words in
the background words. Use differszru coloured pens w underline the backgrounc! words so
that you divide them into groups. Find some two-word and lllref:-word partnerships, Look.
for some parnerships whiclt include the keyword and a verk {ram lhe. bac?kground waords.
Write four sentences about your own situation. Use coloured pens or highlight the word

wolame

el
7o drpe

diease cabratote

et fwé«me

progpect
meeling
EOMMIEETR calf

win/bose

f«m eolewd

,Eom Wilberg F and Lewss M,

15

Buitness English: An Fndividual
Learning Programms, UI'P

Y precions

endency to incorporate a lot of -
make pop songs a usefu! resource for
vocabulary work. And not only do they recycle many curcent idioms and
catchphrases, they are often respunsible for tntroducing new ones into the
lunguage, such as Whar f reafly really want ... Advertising has z similar

effect: think of ﬁﬂgeh!ir&ing Yood, it the real thing and ir reaches parts that
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Natice thet the focus is not just on noun + noun collocations (safes velumie)
bur on verb + noun + noun combinations (e.g. dessr swr sales woltme).
Chunks of this size require the addition of only a litde real grammar to
pravide much of the substance of typical business text: e need o boost onr
sales volume.

Here are some more ideas for teaching collocation:

tﬁ‘.

Learners sort words on cards tnto their collocational pairs {e.g. warm
+ wefcome, sin + chance, golden + apporeunily, lucky + break, mixed +
reception, erc). Use the same cards 1o play pelmanism {see page 97). O
they sore them into binownial pairs {pairs of words that follow a fixed
scquence and often have idiomatic meaning such as dor and cold, to and
fro, out and abeut, sick and tired). Or into groups, sccording to whether
they collocate with particular ‘headwords™ e.g. srip (bresiness, day, round,
return, boul), holiday (semmer, family, public, one month, werking} and
weekend (fong, every, last, mext, Aoliday). Foliow up by asking learners to
write sentences wsing rhese combinations.

Read out a list of words: learners in groups think of as many
collocations or related expressions as they can. Set a time fimic — the
group with the most collocations wins & point. Good words for this
include parts of the body {face, bead, back, foot, hund}, colours {red,
green, bluc, bluck, erc.) and opposties, such as weadstrong, narrow/wide,
safe/dangerous, old/young, etc.

Fill in a collocational grid, using dictionaries, to show common
collocations. For example, here's a very simple (and completed) one for
e and Aroud:

wide broad
. daor
. . street
N N river
. smile
. shoulders
. nose
" gap
. accent
. world
. . range
' variery
- ap‘art
. awake
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% In preparacion for writing or speaking activities, learners can spend

some tme searching databases for useful collocations. Ask them first
to brainstorm any nouns and verbs they are likely to need, and then
to check for common collocates, using a concordance program (see
Chapter 5) such as the COBUILD corpus on the Internet or a2 col-
location dictionary (such as the LTP Dictionary of Selecred Collocations),
or simply a good learners’ dictionary. Here, for example, are collocates
and compound words for keywords selecred in preparation for a
composttion on the subject of:,l‘?y:'ng. They were all found USINg enrmies
1 the Longman Dictionary of Contersporary English:

fly: fly direct, fly on te, fly economy class, fear of flying

flight: an hours flight, my flight's been called, charter flight, flight
attendant, flight path, flight recorder

air: by air, aithorne, airbus, aircraft, aircrew, airfare, air hostess, airling,
airplane, airport, airsick, air traffic controlter

travel: travel by train, ¢ar etq, trave! widely, travel around, travel light,
travel the world; well-travelled, widely travelled

Ask learners to prepare collocanion maps’ of high frequency words and
their collocates. Words like have, take, give, make and get lend
themselves o this kind of treatment. They ure often used in
combination with nouns to form an expression which has a meaning
of its own, as in have @ ook, take o hreak, give advice, make an
appeintment, so that the verb el has litde or no independent
meaning. For this reason, they are called delexical verbs. Here, for
example, is a collocation map for Aeve, which shows its range of
collocations organised inte meaning categories:

The diagram below shows the most important uses ot have. Write
2 the phrases with have frem Exercise 1 into the correct section.

N

@

!‘J'-h: adnith
frave or Brcork fmw 17 ML b

{utve frovdrde Jurve b Drodivies

fiowe (Oﬁ:fl‘
o gl S o e ciiprelte

futve @ goad ider
fravc o cuhf
Iravy <t aleink /£
el S ux ferogh [ from Cunningham $ and Moor
— — B, Gurting Erdge Intermediate,

Longeman
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Learners can either create their own maps using dictionaries {or con-
cordance programs — see page 70), or add to an existing map, as this task
(also trom Cutting Edge Intermedrate) sugpests:

3 a} Add the phrases below to the correct section of the diagram.

have a broken leg  have aparty havefun have a lut of enargy
have a haliday hove a meeting  have a strange feeting have @ wash

b} With which uses can yau also use hove got? What do you notice?

% Teachers can exploit the fact that many (ilm and book titles and names
of pop groups are commen collocations. Think of Fasal Attraction,
Desperaie Meuswres, Deep Impact, The Usual Suspects (all films) or Dire
Straits, Take That, Primal Scream and Public Enemy (all names of
groups). A search of the Internet quackly revealed thae all the following
cotlocations of fusz are names of bands: Lasr Call, The Last Danee, Last
Firee Exit, Last in Line, Last Laugh, The Last Resort, Last Suppar and
Last Tuesday. Learners can do the same - search for bund names and
check, using a dictionary, if they are commen collocations or not.
Alrernatively, they could consult a dictionary, or a dictionary of
collocations, in order to invent band names or Hilm titles of their own,

%= Because of the two- part nature of collocations, any matching activities
" lend themselves to work on them (see page 97). Similarly, odd one out
tasks are useful. For example:

What is the one word in each row that does rer usvally go with the
word on the left?

win  mateh  war salary  efection race Iottery

earn oney degree Nving salary interest  place

gain  weight advantage access support Wages  experience

But there is a limit to the number of collocations that can be dealt with in
activities Like the ones above. The amount of time spent on targeting
particular iselated collocations has to be balanced against dme spent
engaged in real fanguage use, such as reading and speaking. It may, in fact,
be in the context of real language use that the best learning oppertunities
will occur. A ot of work on collocation (and vocabulary generally) may
happen in response to learners’ errars. This reactive approach is deseribed by
Morgan Lewis:

Imagine a student produces He' a srrong smeker. You could simply supply
the student with the standard collocate - Aeawy ~ and move on. But an
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ideal opportunity to activaie language on the edge of the scudent’s lexicon
has been missed. Iv requires very ittle extra dine or explaining to add:
eccastenal, chatn and non as more collocates of smober.

{(from Morgan Lewis in Feaching Callocation, LTP)

Finally, as a general approach to the teaching of lexicsl phrases and
collocation, the following advice is sound:

Become more aware of phrases and collocations yourself,

* Make your students aware of phrases and collocations.

* Keep an eye on uscfulness and be aware of overloading students,
+ Feed in phrases on a ‘Tirtle but often’ basis.

* Introduce phrases in contexe, but drill them as short chunks,

* DPoint vul patterns in phrases.

* Be ready v answer studens’ questions brietly.

* Keep written records of phrases as phrases,

* Reinloree und recyele the phrases as muoch a5 you can,

(From Cutting Edge Intermediate Teavhers’ Book, Longman)

It may seem oue of place to be talking ubout granumar in 2 book un
vacabulary. [However, there is only a thin fine - if indeed there is 2 line at all
— berween these two arcas of language. As we saw in Chapter 2, knowing a
word means knowing its associated gramovar. What exactly is the asseciared
grammar of a word? It is those patterns of words that typically co-occur
with it. For example, a word like say has a different grammar from a word
like fefl. You can reff someone somcthing but you can't say semeonc something.
The grammar of say and e/ can be represented like this (where P means
verb, and # means noun group):

say: Vothat (as in She says (rhat) she is cold)
0! Vo that (as in He told me (that} be was broke)

Words that are related in meaning to either say or feff tend to fall into one
of these two patterns. Thus, verbs following the ¥ thar pattern and having a
similar meaning o say include admit, cxplain, report, stafe and sugpest. Verbs
like ## on the other hand, which follow 3 ¥ n ¢hat pattern, include:
convince, inform, pevswade, proiise, vemind and warn. C:mfusmg the two
patterns resules in crrors like the following:

My friend suggested me to go to Madrid for a weekend.
The agency said me it wasnt their problem.
| want to explain you something about the tour.

Helping learners identify word grammar is hasically the same as helping
themn identify collocations: a case of providing them with rich data and
focusing their attention on the parerns. As an atd to eeachers, reference
books arc new appearing which organise words according to their
grammatical characteristics. Here, for example. is an extract from one such
bagk:
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Phrasal verbs are another instance
words and grammar. They are p
because of their lexical meaning
grammatica] form. Here is how

7= Teaching word Pars aivd word chiumks

2 Some verhs are followed by a roun graup and o
that-cleuse. Tor example, [n i tofd her thal there had been
ar accident, the verh el is followed by the noun group
her and the that-clause thar there had been an accident

This pattern is ¥ o that.

After rnost of these verbs, the word rhat 5 often telt out,
especially in speech.

Active pattern

Werl growp BoUn group  § thol-clowse

he loved me.
that it wowld hurk.

He told me
They | nad womed | me

Passive pattern

Verb gmup That~kiuse F

He | wasioformed

that he hnd been disyualifed,
He  |was tobt

that It could mevcr happen

Veros with this pattern are concerned with causing
someene o know or think something

rssure guaranies  promize  garisly ell
bt infarm reassure  show wam
QIIVIMEE  pefsuude Temnd feuchl

We are pleased to inform you that we have been able (o
accepl your applicatlon.

i remminded her that an seversd occasions she Tad
remarked on the boy’s improvement.

trom Frrds: Parterns
and Practice,
Clussroum Fdlition,
Collis COUIN.D

1o their grammar;

|

L

There are four rypes of phrasal verb,

Type 12 intranstive VB COHRE HO [EECOVEr consciousness)

These don't wake an ohject.

Type 20 teansinive inscparable e fonk it hinvestigate)

These must take an objeer which alwavs comes after
the verh,

Type 3 teansinve separable e prt off (postponey

The I:nhjeu can cither come berween the verb nd the
particle or atter the verb. If we ysy o pronoun then it
must go berween,

Type 4 three-part, e pat wpp el {endure)

These are always ransitive inseparahle.

of the fuzziness a1 the boundary berween
articularly problemaric for learners borh
s {which are often idiomaric) and their
phrasal verbs are often grouped, according

from
Naunton |,
Think
Abeai to
Firgy
Cerrificase,
Longman
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Traditional appreaches to the reaching of phrasal verbs have tended 1o focus
on these rules. Hence, when phrasal verbs are presented they are categorised
according to whether they are Type 1, Type 2, ete. They are also often
grouped according o their lexical verb (thart is, the word that carries the
major share of the meaning): get wp, get hack, gel off, get aver, etc, and
exercises are clesigned to test the learner’s knowledge of the difference. For
example:

% Use phrasal verbs with gef to complete these sentences:
1 Tcan'® _ how mwch Julia has changed: it's amaziag!
2 Excuse me, | wane o at the next stop.

3 The concert was cancelled so Pm going to see if I can
Tl'l}' ml)ﬂe}_

Typical excrcise types used in the teaching of phrasal verbs include:

* sentence gap-hills {as the example abave}

= re-phrasing: e.g. changing the veth in the sentence {e.y depart) to a
phrasal verb that has a similar meaning le.g. set off )

= maching: ¢.g. matching the phrasal veeb with 15 synenym

Mare recently, exercise types have Locused on the meanings of the particles
- a particle being the adverb or preposition component of the phrasal verb
{in, back, off, around, etc). A focus on particles 2lms to sensitise learners o
the shared meanings of a group such as carry o0, drive en, bang om, go on and
ceme gn. Here, for example, is an exercise sequence that deals with the
particle dezem:

Phrasal verb study
Down is an adverb and 2 preposition. The basic 1 dronk down my double Sotch eagertly .
meaning of down & to da with movement from The i of the box wos nofied down, R
a higher pesition or level to 2 lower one. In the Yhe witer floods their hames or breoks down the
text on page 36 of the Students’ Book you reags: walls.
In 1948 Tennessea Williams and | drove down in Coand liedowa on yaur bed.

his jeep from Rome to Naples ...

1 a satch these descriprions of down phrasal verbs Thiey ask me the date and fighit number: ] always willelt
with the seniences beiow.

I Movemgnt and position 15 o bit hat in hete = uen (Ldowa.
2 Decreasing, lowering and reducing
3 fastening ond figing

4 Eollopsing and otiacking

§ Compleieness, ending ond change gach one.

¢ Eating and drinklag

7 Writing end recording

M e ficrms tatted to make enough maoney, tiey woukd
Clpse dowen.

dowi so 'l remember.

b Here aer fve mrote down phirasal verbs, Check thar
meaning in yours dictipnary and wrilc a semtepce for

drive down -
ool down -
Slick dovm =

sickuown - | Irom Radiey P and Millerchip C,
noty down Workout Upper Intermediare,
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The systematic approack to the weaching of phrasal verbs reflects the rule-
driven approach to the teaching of word formation. But there is no reason
to believe that a rule-driven approach is any more effective with phrasal
verbs chan it is with compaosite words. Often the rules are so daunting that
learners tend to avaid using plirasal verbs for fear of making mistakes - not
2 goud basis for mastering an imporeant area of language. It may be the case
that phrasal verbs are best learned on an item-by-item basis, and preferably
in short contexts that demonstrare their syntactic behaviaur. The following
passage, which comes from a guide to the Cambridge First Certificate in
English examination, offers some good advice to students:

1 Whenever you read a book, newspaper or text in English, get into rhe
habit of sdensifving and underlining phrasal verhs ...

2 Whrite down in a specitd notebook the sentences in which they appear.

3 Use your English-English dictionary to losk up the meaning, and
write this after your sentence,

4 Try to write your own seneence using the same phrasal verb in a
ditferent comtext.

5 Get an English reacher or triend to check that your sentences are
correct.

6 Limit the number of new phrasal verbs you collect to, say, twe or three
each day, if vou do fve or ten minutes’ good work with each, you will
quickly build up a useful stock of words which you have actually seen
used in the English you have read.

(frnm Naylor H and Hagger S, First Cartificase Handbask, Hulton Educational)

This approach 15 self-direcred and text-based, and, admirtedly, assumes 2
high degree of metivation on the part of the learner. Nevertheless, the
approach can be adapted to the classroom. For a start, the teacher can
increase the probability of learners coming avruss phrasal verbs by providing
texts that are hkely to have a high frequency of phrasal verbs in them.
Because phrusal verbs are often idiomatic they tend, Tike other idiems, to
cluster together — where you find one, you are likely to find others, Here, for
examnple, is & short text from a magazine with the phrasal verbs underlined:

Next time you go rushing off 1o sign up for an exercise class, consider first
what you want to get out of it. [...] If you really want 1o de-stress, set an
hour or so aside afterwards to ge heme, listen o music and have a
leisurely shower or bath. Working out, having a shower und then dashing
back to work or rushing on te meet friends just doesnt allow you enough
time to benefit fully from the relaxing after-effects of exercise.

{from New Homan magazine)

Some books on phrasal verbs present theme-related sets of verbs in specially
written texts. Thus, a text about relationships may include such phrasal
verbs as go owt with, get on with, fall aut, sphit up, make up, get back togerher,
ete. As with lexical sets {see page 17), however, there is a danger thar words
of toe similar a meaning will interfere with each other - especially if they
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have a simitar form (e.g. go owe with, got on wieh). A looser and more natural
rclanom]up may be minre Lth:(tu-c such us the way words occur In a text, as

in this example:

1 In the listening exercise on page 3 you will hear six new pheasal verbs They are in buld
type in this paragraph. From their context, work out which ones mean:

loleave o recover consciousness 1o fioish
Lo arive 1o begin suddenly  to escape

War had broken out it the desent
kingtom and we realized thal we had o
get away. Amanda tumed op & my
apariment threg hours lale, S0 we
immediately gal ihe car and sel off
across Ihe deserl Soon, our petrot
supply ran out, hut we managed 10 beg
some Irom & passing lomry. We were
within sight of the border, when Iheie
was a sudden, taud bang and everything
went black. When | came round, night
nad fallen and Amanda was watching
over me wilh a warfied expression 1
was ihen that | realized we had doven
over a kandmine.

2 Complete these sentences by using each phrasal verb once.

He is still unconzcious; 11l call you when he ..

She was so unhappy at home that she just had to
[Tyou ..oooee . late, you wan't be allgwed Lntothc Loncet‘r
We'll have 1o . really early to catch the ferty.

Just use 2 cheque Lf your cash

A flu epidemic has ... ...at wurk ] hopx | don't catch it

PR rr

-

teon: Naunren J, Thisek Ahead t6 Frrst
Cerdtficate, Longman

Nore that the occurrence of phrasal verbs in the rext is faidy natural and that
thev are highlighted in order to promote noticing. Moreover, the tasks in
this scquenge move from recognition te production and the exercise is not
encumbered with complex explanation ar categorisation. All of these
ingredients are conducive 1o successful vocabulary learning.

R Ao
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idioms

¥ » Teaching word parts and word chunks

Finally, teachers should aso try and include phrasal verbs in their
classrzom Janguage as much as possible — and draw atrention to these from
time to time. Common chissroom expressions incorporating phrasal verbs
are sif down, et your it P, PUTR YOlT papers over, Wrife this down, cover the
page up, lovk it up, hurry up and calm dows! By this means, exposure o a rich
diet of phirasal verbs can begin on Day 1 of the course.

We've seen that many phrasal verbs are idiomatic — in tha their meanings
are not eastly unpacked from their component parts. Knowing the meaning
of pur and up allows us w interpret the sentence § pur up a sheif in #he kitchen,
Bur this knowledge is not mueh help in unpacking either f pur Luke up for
the weekend ov { put up with Luke for the weekend. Both these last examples
are idiomaric. Idiomaticity exists at both the single word and multi-word
level, Individhal words can be used hguratively, as in This plan doesn’s grab
mey, The bitcher is u pigsty; [ ean't unpack ehe meaning of this fdiem. More
wypically, idioms are formed from collecutions, and vary from being both
very fixed and very idiomitic (smelf a rat; the coast is clear) 1o being both less
fixed and less idiomatic (Hﬂod‘ a myrhitheary, et vun @ basiness‘rheatre, eic),

Tdioms present problems in both understanding and in production, They
are ditfieult to understand because they are not casiy unpacked, and they
are difficulv ro produce because they often allow no variation. Few errors
sound more comical than an even shightdy muddled idiom (v.g. | don't wans
to hlow my ewn born, instead of J den¥ want te blow my crun drumpat).
Morcover, muny idioms have a very narrow register range, being used only
n certain contexts and for certain effects. They thercfore need o be
approached with 2 great deal of caution, and most teaching guides
recommend teaching them for recognition only.

Traditional reaching approaches tend to group idivms togerher accarding
to some category, and present them in sets. Bur, as with phrasal verbs,
teaching a set of idioms that are notionally related — such as idioms
assaciated with parts of the body (down ar beel, put yourr foct up. fooi the bill,
toe the line, etc.) — would seem to be a sure recipe for confusion, It's not
difficult to inmgine what could go wrong: put your heels wp, toc the bilf, ere.
More typically, idioms are grouped by theme. For example, the expressions
sender the weatker, off colonr, run down and eut of seres are al] synonvmous
with 1. But again, if these are being taughr tor production, the potential for
confusion is high.

As with phrasal verbs, 1 more effective and less perilous approach might
be simply to teach chem as they anse, and in their contexts of use. That s,
to treat them as individual lexical ieems in their own righe, without making
a sgng and dance about them. Since idioms tend w cluster ogether, cereain
text types are often very rich in them, In this extract {from Swugar) idioms
(including idivmatic phrasal verbs) are underlined.

Eastenders
Marrin gers a big wake-up call this month when Mark is taken seriously

ill. How wil] he copc knewing his big bro's days could be numbered and
will Nicky stick by bun thiough thick and thin?
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Home and Away

Tom offers to pay for Justine’s courses tn the city with the money he
earmned from acting ta the commercial. What a sweetie, eh? However,
Justine isn'v that impressed, and feels that Tom's ¢ranping ber seyle. How
can she let him down gently?

Coronation Street

The Mike, Mark and Linda triangle’s still going strong, and sparks arg
beginning_to fly berwesn Linde and Mark’s new girlie, Claire. Eeck!
Things aren't oo good over at the Platt’s either.

Emmerdale

Mark is annoved when neither of his parents make it to the parent’s
evening ... how embarrassing! Richic lends Sarah a shoulder 1o cry on
after vet unother bust-up with Jack. Will those rwo ever get on?

To use a text like this in class, fearners could be ser the task of working out
the undeclined idioms from either their form or their context, For example,
going strong is easily unpacked from its components, Sparks are beginning o
7y 15 less obvious, but 1ts negative connotation can be deduced from what

“Follows { Eeeh? Things aren’t too good ...). Showing learners how to work out

idiomatic meaning from these kinds of clues can not only contribute w
passive vocabulary knowledge but can improve reading skills as well,

There is more to words than simply ‘words’. In this chapter we have

seen:

* how parts of words combine in systematic ways to form whole
words

* how whole words combine in systematic ways to form chunks

But, the fact that these combinations are systematic does not mean
that the weaching of word formation or of ward combination should
necessarily be rule-based. The systerms may be too complicated or too
irregular ta be of much use to learners, either for receptive or
productive purposes.

Instead, an approach that combines frequent and contextualised
exposure with consciousness-raising may work best. This is
recammended for the teaching of:

s composite words
+ collocations

» phrasal verbs

« idioms

so far we have been concerned with teaching and fearning. But, for
various reasons and at various stages in the process, the learning of
vocabulary needs to be measured. In the next chapter we look at ways
of testing vocabulary knowledge — both before, during and at the end
of instruction.



Why test
vocabulary?

Why test vocabulary?

What to test

Types of test

Measuring word knowiedge

Assessing vocabulary size

Doing action research

Why test anything? The obvious answer is that, without wsting, there 15 no
reliable means of knowing how effective 2 teaching sequence s been.
Testing provides 3 form of feedback, both for learners und reachers,
Moreover, testing has a usetul buckwash efleee it learners know they are
going t be rested on their vocabulary learning, they may take vocabulary
1c’lrnlng more bcrloush [Ehl‘lng motivates learners to review \-(m.lbuhr} n
preparation for a test, {talso provides an excuse for further, post-rest, review
—when, for example, the teacher gaes over the answers in class. [n rhis way,
testing can be seen as part of the recyeling of vocabulary generaily. [n facr,
the only difference berween many recycling exercises and tests is thart only
the latter are scored. Here, for example, 15 a review activity from a
coursebook that could just as well form an item in a test

4 Vocabulary

a) Make six lists of the words in the box: 1 The
pody; 2 Travel, 3 The country; 4 [llness; 5 Jobs:

Food. -
feld bunt  luggege buildes  steak  rice frmnthI! ]
cecrician cough  face  delay  wood and Gower R,
fishh  businessman  path  mushroons  0e Elementary
flight finger platform  3mm mountain AMariers,
aspirin  Mackache Longman

b mark Lhe stress on the corrcct svltable of words
of more than one syltable. J
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Inturmal testing of this type is hest done on 2 regular basis. Ideally, in fuct,
vouabulary eovered in the previous lesson should be tested at the beginning
of the next one. If not, the chances of reraining the new vocabulary are
greaty reduced, The principle of distributed practice (see page 24) argues
that the spacing of these review phases should gradually be increased. This
requires ¢ cerrain discipline on the part of teachers to keep track of their
vocabulary input, and to schedule tests ar the optimal times. One informal
way of testing is to get the learners to wst each other, using their vocabulary
notebooks (see Chaprer 9) or the class word box (sec page 51},

More formal testing ray be required ac certarn strategic stages in a
course. Tests of vecabulary knowledge sometimes form s part of placement
tests, or 45 a component of a diagnestic test in advance of planning a course
programme. Such tests usually nvolve some attempt to measure extent of
vocabulary knowledge. Tests of achievement ar the end of a course, and of
overall proficiency, as measured by exwernal examinmativns such as the
Cambridge First Certificate or TOEFL, typically include a vocabulary
testing component. Yocabulary knowledge s sometimes targeted in tests of
reading abiliry, since there is a strong correlation hetween the two. Finally,
learners” developing vocabulary knowledge, and their s of vecabulary
learning strategres, may be the subject of testing for research purposes -
especialy the kind of research that teachers themselves can carry out in their
own classreoms.

In Chapter 2 we concluded that knowing 2 word means knowing:

* the word's form — both spoken and wricten

* the word’s meaning {or meanings)

» any connotations the word might have

» wherher the word 15 specific to a certain register or style

* the word's grammatical characteristics — e.g. part of speech
* the word's common collocations

* the word’s derivations

+ rthe word’s relative frequency

Furthermore, i these aspects of word knowledge can be realised receptively
(in liseening and reading) or productively {in speaking and writing). Any
vorabulary test, therefore, needs w take into account the multi-dimensional
character of word knowledge.

Most vocabulary tests targer only one or two aspects of ward knowledge.
For example, the following items (1-3) focus en spelling, meaning and
collocation respectively:

1 | Teacher: "Wrire down these words. Number 1, configdens, Number
2, independent. Number 3, expectant. Number 4, reluctant’, etc.

2 | Write the English word that means: 1 a place where you go to buy
meat; 2 the person who repairs your kitchen tap if ir leaks; 3 the
thing that you buy at a post office if you want to post z letter; ere,
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3 Choose the best word to complere cach seatence:

1 The flight artendant asked the passengers to . atrention
to the safety demanstration.
a give b devote ¢ pay d lend

2 A severe hurricane in the South Pacific has many Lives.

z claimed b tiken ¢ lalled  d desmoyed
3 The delegates blamed cach other when the peace 1alles broke

aoff bup c¢on ddown
etc.

Note that in tests 1 and 2 no context 15 provided, whereas in the third the
targeted language is {minimallv) contexrualised. OF course, contexrs can be
added. In the case of test 1, the teacher could dictate whale sentences. In the
case of rest 2, learners could be asked to pur the words into sentences.

Nore alsa that tests 1 and 2 require learners to produce the correct form
- 1e e recall them from Jong-term memory. On the other hand, the
collocation test (rest 3} is receptive in that it simply tests the learner's abilicy
o recognise the correct form, This is a limitation if the aim is also 1o test a
learners ability w produce these forms, However, it could he made
productive if the mulriple choice answers were removed:

Choose the best word 1o complere each sentence:

1 The flight atrendant asked che passengers 1o atiention to the
salery demonstration,

2 A severe hugricance in the South Pacific has many lives.
3 The delegates blamed each other when the peace talks broke .

etc.

Whether to test with or without a context, or to test for recagnition or for
production, are issucs that are besr resolved by taking into account the
purpose of the test and also irs likely effect on reaching. If the purpose of
the test is to predict the learner’s reading ability, for example, then a
receptive test will be sufficient. But it should also he a vontexrualised text,
frecause reading involves using contexe clues to help work out werd
meuning. A de-contextualised word test might not be a vali test of reading
ability. Moreover, it has heen argued that de-contextualised tests encourage
learners simply to learn long lsts of words. On the plus side, de-
cortexualised tests are wsuallv easy to compile and mark, so they are
therefore very practicable.

To sum up, rhere is bound to be a trade-off between issues of validity
{does the rtest assess what T want it to assess?), of practicality (s it easy to
administer?), and of backwash (will the rest have a positive effect on
learning?). Also at issue 1s the question of the test's reliability. For example,
will it give cunsistent results, regardless of who marks it, and will it give the
same result for students of the same ability? The following test task assesses
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productive, wontextualised word knowledge, so it is @ valid test of the
learner’s cornmand of vocabulary for a ‘real hfe’ purpose. But, since 1t is
scosed somewhat impressionistically, it may nos be a very reliable test:

Write 3 letter of about 200 words to a friend, explaining that you have
recently moved house and why, and inviting the friend 10 a
housewarming party.

Scaring: Rate the range and accuracy of the writer’s vocabulary
knowledge on a scale: [rom 4 {excellent) ro 1 {very poor).

The reliabifity of the test van be improved by providing muore explicit eriteria
tor marking (see page 135}, Nevertheless, applying such criteria effectively
ts liable w slow marking down, and thus reduce the rest’s practicality.

Considerations of validiry and reliabiliry are less of an issue in infonmal
wsting, however, where the mamn objective is to motivate rovicw and
recycling. Mere impartang, peciaps, is thart the learners dooept it as beinyg a
valid test — thar it has what is called face validity. Beyond thar, ic doesn't
really marter whar the test is like, so long a3 it encourages review.

We have already seen an example ol a multiple choice test (in the
collocation example at the wp of page 131}, Multiple choice tests aee a
popular way of testing in that they are easy 1o score (2 computer can do it}
and they are easy 1o design (or seem to be). Maoreover, the multiple choice
format can be used with isolated words, words in a sentence contexe, or
words in whole texts. Here, for example is 2 'word only’ example:

tangle  means 2 u type of dance
b a tropical forest
¢ a confused mass
d a kind of fruir

Here, on the other hand, ts a contextualised multiple choice tost:

CANCER 22 June-22 July

Someone else is fa playing: b calling: ¢ tinging/ the tune and for the
moment you're quite happy to go o wlong; b around; ¢ aruay] with
what seermns like o reasonable idea. Hobbies fa make; & wse; ¢ takef up
far o0 tuch time and children could need support wirh a new
activity. Feelings are fo gaing. b running; ¢ dimbing] high so ensure
you're getting the affection you need ...

{from MK magazine)

On the negative side, moultiple choice tests have been criticised because

+ learners may choose the answer by a process of elimination, whiclh hardly
constitutes ‘knowing' the right answer

« depending on the number of possible answers (called distractors), there
is 4 onc-in-three (or one-in-four) chance of getting che answer right

* they test recognition only — not the ability to produce the word
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* they are not as casy to design as might appear. On what basis are the
distracrars ehosen, for example” Synonyms? Words commounty confused?
Words of a stmilar sound or spelling? False friends?

An arernative 1o multiple choice 15 some form of gap-GI1, Gap-fl} tests
require learness 1o recall the word from memory in order o complere 3
sentence of text. Thus they test the abiline to produce a word rather than
simply recognise it. The best-known example of this test type is the cloze
test. In a cloze test, the gaps ure reguladly spaced - eg. every seventh,
eighth, or ninth word. In this way, knowledge of a wide range of word types
= mcluding grammar words as well 45 coneent words - is tested. Moreover.
the ahility to complete the gaps depends on understanding the context, as
in this example, in which every sixth word has been deleted:

Tumbu fly

In Africa south of the Sahara, another (1} the traveller may
encounter is {2) tumnbu or mango fy, which {3} _ its egps
on clothing lud (4) on the ground to dry. (5) larvae
harch and burrew theie {6} inte the skin, causing boit-like

{7 - These can be avoided by (8) — that clathes, bedding,
ete., are {9) spread on the ground to dry.

(l‘mm Dawood R, Travedlers’ Mealth, QUL

The succesful answer to wem (9] above depends on learners having
understood the gist of the passage. Is it afways or never, for example? In fact,
cloze tests were origimally designed as tests of reading. Tt 15 arguable,
therefore, whether they are really vocabulary tests ar all.

A variant of the cloze test is one in which, rather than every sth wodd,
specilically chosen words are deleted. In this way, the test can be sreered
mare towards content words, and hence become a more valid test of
vocahubary, Most teachers will be familiar with tests of this selective (or
open) cloze type, although it is more often used to test grammar than
vocabulary. The problem with gap-6lls, however, is that there is often more
than one possible correct answer, which makes scoting diffieult. Thus, for
item (1) above, the words prodlom. parasice, danger or even thing are all
acceptable. One way of controlling this s to provide the first letters of the
word:

Tumbu fly

In Alfrica south of the Sahara, another problem the traveller may '
€ is the tumbu or mango fly, which | its eggs on clothing
kid out on the ground to dry. The larvac h_ and burrow their

way into the s . causing boil-like s . These can be a
by ensuring that clothes, bedding, etv., are net 5 on the ground
tor dry.

A vanety of this approach 5 called the C-tese. Tn a2 C-test, the second half
of every second word is deleted as shown overleal:
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Tumbu fly

In Africa south of the Sahara, another prob____ the trav.__ may
encou__ st rumbuo mango fl___,whichla__ its
eg__oncloth_ _laide__ ont__ groundt  drvT___
larvac hat_ and bur____ theirw____ intot___ skin, caus____
boil-like swel . These ¢ be avoi by ensu that clot_,
bedding, et ,dre o spread o thegro_ todr___ .

At first sight, this looks even less like a vocabulary test than does u ctoze test,
However, tesearchers have shown thar suceess a1 doing C-tests corrclates with
success at other kinds of vocabulary est. Hence, it has been argued thar C-
tests are valid tests of overall vocabulary knowledgre, and thus can usefull}r
serve us placement tests. They 2re not, however, of much use to teachers as
informal tests of progress, since they cannor be tailored to rest specitically
targeted words.

Another veriety of gap-fill tests learners' knowledge of word formation, by
asking them to convert words trom one form to another so as to fit » context.
Flere is an example:

Change the word on the left into a suitable form to fill the gap:
1 compose QOn one occasion the opera was conducted by the
2 place Have you seen my keys? 1 seein to have . them.

This kind of task tests learners’ knowledge of derivations (composer and
misplated as opposed to, say, the Incorreet compesiter or deplaved). Tt also tests
their ability o interpret the suerounding context, in order to make the correct
choice among several possible derivations (notr cemposare ot displaced, for
examp]c),

Even if sometimes the contexts are only a single sentence, one of the
strengths of gap-fills is that they provide contexts for the words that are being
targeted. This 1s consistent with the view that language should he both raught
and tested in context, In facr, words like rompoce or place would be difficult o
test out of context, given that they have muluple meanings. However, gap-hils
require only minimal production on the part of the learner, and so it s
arguable whether they really test the learner’s ability to use the targeted words
in contexts of their own creation. The following test types atterapt 1o remedy
this weakness,

One way is mply to usk learners 1o write sentences of their own that show
the meaning of targeted words. However, as experienced teachers know, it 1s
often difficult to assess learners’ word knowledge on the basis of their own
sentences, For example, while three of the following five semences are well-
farmed, only the last displays a sound grasp of both the form and meaning of
the word sleep: '

Tony sleeped.

Tomy slept.

oy skept-For Ten nours.

Toby was 50 Tired ke was siept for fem bours.

Tory wes s¢ twed e <lert fer Ten rours.
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A more revealing test of productive vocabulary knowledge is o set lzarners
the task of writing a whole text that includes the selected vocabulary items.
This is teasible only if the words themselves are likely to co-oceur. Here is
an exampie where this is the case:

Write a paragraph of about 100 words to include at least six of the
tollowing ten words. You <an change the form of the word, if
necessary — e.g. work — worked |

voucher stain sale unwrap
store rug couch refund
torn complain

When scoring such 2 west, marks can be allocated for both correcr form and
appropriate use of each of the selecred words.

The above tasks targer pre-selected wards - words that may have been
covered in preceding lessons, for example. A more global assessment of
learners’ vocabulary knowledge can be gained from an evaluation of their
writibg and speaking overall. Many tests of learners’ production, such as the
writing component of the Cambridge First Certificare examinatien, include
an assessment of the candidaie’s vocabulury knowledge, both irs range and
its aceurzcy. Usually this is assessed qualitarively — chae is, o general
impression 15 made of the learner’s vocubulary knowledye according to
eriteria such as the following:

Wide range of words appropriately and accurately used; good
use of idiom and collecation; appropriare style 4

Adcquu.t‘: range, with only occasional erroes of spelling, word
form, style, collocation, of word choice; meaning clear overall 3

Lirited range of words, with sume repetition; frequent esrors
of spelling, style, collovation, er word choice, leading te
occasional difficultics in understanding meaning 2

Very narrow range, highlv repetitive; frequent spelling and
word form errors; little or o awareness of collocation or style;
meaning frequently nbscure i

However, without considerable standardisation, such criteria are often
diffieult to apply. Ditfercnt examiners will have different opimions as to
whart constinutes an ‘adequate range’ of words, for example,

An alternative approach is o evaluate the data quanttatively — that is,
using objective and measurable criteria. Three aspects of vocabulary
knowledge that are measurable quantitatively are:

* lexical density
* lexical variety
* lexical sophistication
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Lexical density is a measure of the proportion of content words in a text.
Content words — as opposed to function words — are words that carry s high
informarion load, such as nouns, adjectives and verbs (see page 4). Written
text that contains a high proportion of such words is characteristic of
proficient writers. Lexical variety, on the other hand, is a measure of the
different words in the text. Again, a high proportion of different words is an
indicator of an extensive vacabulury knowledge — what is often called range.
Finally, lexical sophistication 15 assessed by counting the number of
relatively infrequent words 1n a text — such as che number of words char fall
outside of a list of the top 2,000 most frequent words.

Here, for example, is 3 text written In response to the task on page 132:

I'en writheg to you as I have st Frisned emeving e a raw bouse, I
s very Tirng d.n,rs I lch* my ol hewse bocause there uere somez
thirgs L ddn't lhe, such as 4 had quive so hitle reoms, Not only
were Trare Wtle and dark rooms but ficre were alse litle sunbght,
was chuoys o Yo svade. Moreover, I asked To tee ouner oF the
house te samt o, as P was very dirt vy but b fureed dewn what 1
bad asked s¢ I decded to laave the house.

T have moved to a brard-rew buldng ¢ Tiare are ng preblams wth
Tog Pamuru ard ofegr Trings at all, That house = very comtrtable
and 4 has alss kirgd windons o pass Swough thg surhgint, By the
Way, iy nde ndighbours arg very micg, teoy aclped me with rmoving my
Turniture and all my things.

1 have mived 16 an area vaar lots of parks, o s beautiful place.

well, 76 sum up 1'd the o T0 come to my nouszwarming patly T
cpen that pretty place I've got. S0 wsiwng to bhear from you soon

The lexical density of this text — i.e. the number of content words as a
percentage of the total number of words - is something like 35 per cent. Tor
the purpeses of this calculation, contenr words are considered to be nouns,
verbs {but not auxiliary or modal verbs), adjectives, and adverbs derived
from adjectives (e.g. guickly). The lexical variety - the number of different
words as a proportion of the totul number of words — is almost exactly 50
per cent {94 out of 189). Tor this calculation, the different forms of a verb,
such as /ef? and /o fegve, are counted 4s one word type, while lexical chunks,
such as phrasal verbs {furmed down) and discourse markers (fo sum up) are
counted as single itemns.

Finally, the nurber of words falling outside the top nwo frequency hands.
as indicated in the Colins COBUILD Enghsh Dictionary, is exactly ten:
tiring, suniight, shade, morsover, dirty, brand-new, for?yron‘aélfe, neighbaur,
Suraiture and Sewsewrarming. This repeesents about 10 per cent of the roral
oumber of different word types, and provides a measure of the lexical
sophistication. To sum up, the student has a score of 35, 50 and 10 for lexical
density, varicry and sophistication respectively.

Of course, such a caleulation needs to be balanced against a measure of
the accuracy of vocabulary use. However, this is notoriously difficult 1o
measure using yuantitative means. Some errors are less senous than others
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(iz my old house an errorf). Others spread over more than one word {e.g, s
pass rbraug}: the sandight). Sull others are difficult o distinguich from
grammar mistakes (guise so fittle rooms). An assessment of accuracy is likely
to be somewhat 1 1rnpres=:um-tlt. therefore.

By contrast, here is how 2 native speaker responded to the same task:

Tust a note fo let you know that at last 1've mowed {see address
apovel. vow prebably remember Trat 1 owas having o miscrable fwne in omy
last Pat because of the mose, particularly frem the bar dounstors
wiicn uscd o stay open To three in Tl marning. 1 tricd all sorts of
thags, wcluding lodang a formal complaint with the local coancty bt
nethng werked, se feally I deoded to quit, T raver really bhed foat
rEigaboaringd much amaoay. IT was also @ long way from work,
Torougn 2 Frend of o freed 2 wias luhy arougn to fnd somatheg
almest strogntasay. I1's w a much quetar area, only ten meutis
From fiae office and Yaaré's oven o view oF the rugr From She tarraze
It's more exponse Than the other place, and f reeds quive a et of
werk but s going o be lovely, T've already met the neighbours and,
they seem dlesant enduan - ne dags o lowd music 50 Far! Amasay,
oce Ih ad F dene upy I plarding o throw a WSk nowseearming
party, so tes s by way o an evtathon. W et you keaw, the detalds
ngarer teg event,

In this case, the lexical density was 42 per cent and the lexical variety
roughly 63 per cent. The number of low frequency words was 16,
representing 13 per cent of the different word rypes. This provides a point
of comparison with the 35 per cent, 50 per cent and 10 per cent of the
student composition.

Clearly, this is 4 fairly laborious way of going about assessing vacabulary
knowledge. Moreover, any asssessment of the density, variery and
suphistication of a learner’s use of vocabulary in a rext needs to take account
of the kind of wxr it 5. Tor example, academic writing is usually
considerably mare lexically dense than fiction. Spoken text is a lot kess dense
than written text, But at least these three measures provide an objective way
of assessing voeabulary knowledge, and may be helpful 25 2 means of
evaluating a learner's progress over time. And, with practiee, reachers cun
become fairly praficient ar making an impressionistic but reasonably
accuriate assessment of these criteria without the necessity of totting up
every word.

Semetimes 1t is useful to assess the size of a learners vocabulary, For
example, as a tactor in determining a learners readiness to sit a public
examination, the number of words they know may be crucial, It is estimated
that a recognirion vocabulary of at least 4,500 words is necessary for the
Cambridge First Certificate examination. There is little point in 2 learner
entering for the exam if his or her vocabulary size is barely 2,000, How,
then, do you go about assessing vocabulary size?

One fairly crude measure 15 to use a dictionary and choose u random
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selection of words - say every tenth word en every tenth page — and
incorporate these into a tesr. The test eould take the (orm of multiple chaice
guestions, or a multiple marching task, such as the folivwing (which has the
advantage of resting several words at once):

Mlaich the following words with their meaning (there are more
meanings than words):

1 call narrow building
crowd 2 anmoy
gddl 3 oype of artist
pester 4 small sailing boat
sculptor 5 sea bird

& alotof people

Ot learners could simply be asked to transhite the words inro their fiest
language. The proportion of words carrectly known represents the
proportion of werds in the whole dictionary. So, if the learner knows thirty
out of a hundred words randomly chesen (i.e. 30 per cent}, and there are
10,000 headwords in the dictonary, then a very rough cstimate of the
learner’s vocabulary size is 30 per cent of 18,000, or 3,000 words.

Another approach is 1o ask learners themselves to assess the number of
words they know by giving them a representative sample of words in the
forn of a list and asking them to tick the werds they are fumiliar with. A
meore sophisticated self-assessment test takes into account the fact that word
knowledge involves varying degrees of depth. Rather than I kuow this word
vs I don’t know this werd, candidares can be asked to rate their knowledge
according to the following categories:

I don't remember seeing this word before.

I recognise this word but T don't know what it means,
[ think this word means .

I can use this word in a sentence. For example:

The test can be made more accurate still by selecting the words to be tested
from different frequency bands. This can be fairly easily done, using the
coding system in the Cofltns COBUILD English Dictionary, for example,
which diseriminares beeween five different frequency bands:

+ the 700 most (requent words. For example: other, family, week, wari,
vitlable

* the next 1,200 mast frequent words. Tor example: smagine, fustice, reform,
carh, agreement

+ the next 1,500 most frequent words. For example: sensible, fancy, fucky,
weig&, heauly

+ the next 3,200 most frequent words. For example: refevant, miake,
mentral, hockey, drawer

+ the next 8,100 most frequent words. For example: pickled, comgregation,
Jud, eraftsman, soonrge

This gives a sample from a total of nearly 15,000 words overall. If, say, thircy
words are tested ar cach level (using, tor example, the multiple matching
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task Hlustrated above), the results should give a fairly aceurate indication of
the learner’s vocabulary size. Thus, if the test demonstrares that the rest
taker knows twenty-gight first band words, cighteen second band words but
ofly four third band words, it i safe to assuine that their vocabulary size is
within the first two bands, that is w say, within 1,900 words.

Other, often ingentous, ways of assessing vocabulary size have been
devised. However. given the complexiny and intricacy of the mental lexicon,
and the difficuley of establishing whar exacdy constitutes 4 word, any
estimate ol vocabulary size is only ever going w be approximate, at best.
Nevertheless, even an approsamate measure may be beter than none, when
it comes to deciding, for example, how much preparation may be neeessary
for an exam.

Tusting, we have said, is a way of g getting teedback on the teaching=learning
process. In that sense. it is a form of small-scale research. Research irself is
part of a cvele of inquiry and expeniment rhar characterises the warking life
of professional praceitioners, Most teachers are in o constant state of ‘trying
something owt’, w see if 1t has any noticeable cfiect on lvarning owrenmes.
[t may be a new book, or a new rtechnigue, or simply a new way of
organising the classroom furniture. Vouabulary waching lends iself o this
kind of expenimentation, since, unlike grammar, vocabulary knowledge i
more readily iemsed, und hence more easily measurable. Tr is easier, for
example, 10 assess wherher nwenty words can be recalied ¢ week after they
have been introduced, than assess a learners command of the present
perfect over the same period of time,

Small-scale chassroom rescarch implemented by teachers and directed a
impreving learning outeomes is called action research. Action research does
not need to meet the same rigorous standards as, for example, the more
elaborate “scientific’ research carnied out by academics. This does not mean
that it lacks rigour entirely. The same principles that relate to effective
testing = such as validity and reliability ~ apply equally to action research.
But above all, action rescarch should be practicable - it should not pl.xu_
wiidue demands on eicher teschers or students, and tr should have practical
QUICONIES.

Below are detailed some possilie lnes af inquiry regarding the teaching
of vocabulary that practising teachers could pursue in their own classrooms.
They are directed not so much ar measuring learners against each other (as
in an examination), as assessing the effectiveness of the learning—teaching
pracess in genceal. They all involve some kind of experimemal reaching
and/or learning activity {the treatment) and then 2 post-test of vocabulary
recall. Strictly speaking, the resules of the post-test are vnly valid il some
kind of pre-test has been conducted i advance of the rreatment, althiough
chis is nor always practicable,

To investigate different learning styles: Some [earners prefer to see new
words instantly, others are happy simply to hear them and run them
through their articulatory loop (see page 23). To find out what works best
with your own learners, teach the class ten new words by repeating and
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drilling, but not writing, theru. In a subscquent lesson, teach another wn
words, by wniting them on the board, and repearing them, bus nat drilling
them. Allow the same time interval {eg. n week) berween each
presentation before testing each batch of ten words to see which batch is
recalled best. Note any major ditferences between different learners. You
can vary this procedure by adjusting the order and combinarion of
hearing, seeing, and repeaung the words, You could also combine tus
experiment with a shorr questionnaire about learning styles: Do youn prefer
¢o see @ new word instanthe? Do you prefer 1o hear a neww wword by rfore you sic
## ete. Note any correlations herween learners’ preferved styles and the
resules of the experiment.

To investigate the effectiveness of different mnemonic techniques:
Explain 1o learners that you are guing o present, say, tweary new wards,
and that you will test them on their recall of these words in 2 week's dime.,
Suggest that they think of ways of remembering these words. Present the
words — using any of the approaches suggested in Chapeer 5. Test the
tearners a week later — using any of the testing methods suggested in this
chapter. Compare ressits and then ask learners to report on the way
they went about remembering the words, paying particular anennion W
ay memory techniques that the more successful students used. Then
present another ser of new words, askany learners wo apply the memory
techniques used by the successful learners. Test again 1n a week’s time,
and see if there is any overall improvement in recall. A variation of this
experiment might be to teach one hall of the class a mnemomic
technique, such as the keyword technigue (see page 145), teach all the
class a set of words, and sec if the experimental group {Le. those
instructed in the kepword techaique} show noticeably better recalt. They
cuan then cxplain o their classmates how they applied this technique.

To investigate different ways of selecting words for presentation: [n
Chapter 3 it was suggested that presenting words in closely relared lexical
sets might be counterproductive, as the simalarities in meaning might
cause cross-interference. Ta test this view, teach three batches of, say, ten
wards in successive lessons, and in subsequent lessoms test Tor recall. The
first bateh of words should all belong to the same lexical ser; the second
shauld be randoraly chosern, and 1he third should have a loose relationship
- e.g. words thar might co-oceur in the same text. {One way of compiling
this last batch is simpiy to select ten words from one or two paragraphs of
an authentic texi.)

Toinvestigate the effect of extensive reading on vovabulary acquisition:
Provide learners with 2 praded reader or, at an advanced level, an
authentic novel ur book of short stories. Set regular rasks to encourage
nut-of-class reading, and programme discussions of the reading macerial
during class time. Meanwhile, select words from the material that are
Tikelv 1 be unfamiliar to learners. IF possible, toy to note how many times
the selecred words are repeated in the reading material. Do not draw any
special artention to these words before the testing stage. At the end of the
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reading phuase, test learners on their recall of the words by, for example,
using the four 'word familanty’ categorics mentioned earlier in this
chapter (sue page 138). Sec if the results of this test correlawe in any way
with the number of times the words were repeated in the rext, '

- To investigate vocabulary recording steategies: Ask learners to let yon
borrow thew vocabulary notcbosks overnight, Note down the way they
record vocabulury - whether they simply List words randomly, whether
they gloss them with translarions, or definitions, whether they include
contextualised examples, e, Choose 2 selecrion of words thar are
comman o all notehooks (il possible) and tesr the class on these words
i a subsequent lesson. Cotnpare individual results to determine whether
there is any correlation berween vocabulary recording srrategics and
recall. Use the results of this experiment to discuss the best ways of
recording vocabulary (see the nexe chapter for more on ways of recording
vocabulary).

* To investigate the effect of guessing-from-context: Prepare 3 reading
iext tor the class that includes « number of words known to be (o fikely
to be} untamibior. For one half of the class, provide » gloss of these
difficult words, eg. in the form of a anshiion or definition. For
example, here is parr of a text witl glosses in Spanish:

A DAY IN THE LIFE OF CABIN CREW
4.00am

Tim on carly shift! today, so ir's still dark when the alam? goes off,
When you're getting up at the crack of dawn’, vou need w be
organised, so I checked my msters? and prepared my uniform and
cabin® bag fast night. Today I'm deing what's known in the trade® as
‘a double Amsterdamy’ ..

1 urno

2 despertador

3 al romper el alba

4 listas, programas

5 cabina

& ollio

(from Easyfer In Flight magazine)

The other half of the vlass have no such help, and have to guess the
meaning of the unfamiliar words from context. Ask comprehension
yuestions about the text that require learners to engage with the
untamiliar words. Allow them o collaborate on answering the questions,
but avoid gving any delinition or translation of the unfamiliar words,
Simply encourage them to tey 1o work out the meaning from the conrext,
ln a subsequent tesson, test recall of the words in the text, See if there is
any difference benveen the nwo halves of the class — those that did net
have to da much cognitive ‘work’, and rhose thae did.
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* To investigate the effect of dictionary use: Follow the same steps as in
the previous experiment, but this time allow the group with no glosses ©
consult dictionaries {rather than relying on context). Again, see if recall
is enhanced by the decision-making involved in consulting a dicrionary.
A further vaniant of this experiment would be to allow one half of the
class to look up unfamiliar words in a dictionary, while restricting the
other half 10 using context clues, and then comparing the results of a
recall test.

The above list of research ideas by no means exhausts the possible lines of
inquiry open to the teacher when exploring the teaching of vocabulary.
Even if the resulss of these experiments are inconclusive, sharing your
findings with the class can generate discussion of different vocabulary
learning strategics. This in rurn will raise awareness as to how vocabulary
might best be learned and this can only be of benefit to all.

In this chapter we have looked at different ways vocabulary learning
can be tested, Testing needs 1o take account of factors such as:

* validity - are you testing what you want 1o test?

+ reliability - will the test give consistent results?

» practicality - is it easy to administer and mark?

+ face validity - will the learners take it seriously?

Testing can be both informal (as in regular progress tests) or formal
{as in end-of-course achievement tests). Sometimes, e.g. for placement
purposes, it is useful to test for vocabulary size.

Good tests have a positive backwash effect - for example, they
encourage good learning strategies.

Yocabulary tests can be divided into tests of:
* recognition
¢ production
They also divide between tests where words are tested:
* out of context
s in context

Finally, vocabulary knowledge can be assessed:
* qualitatively — by using assessment scales, for exampie
+ guantitatively — by deing word counts to test for lexical density, for
example
Testing is one way of assessing learning outcorres - the products of
learning. One way of assessing the processes of [earning is by means
of action research. An action research cycle typicaliy includes:
* a pre-test
* an experimental treatment
* a post-test
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Looking ahead  One of the benefits of action research is that it can help raise
awareness, on the part of both teacher and learner, of the best ways
of goeing about learning vocabulary. In the next and final chapter, we
explore the subject of vocabulary learning strategies in more depth.
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Learner training

Using mnemonics

Waord cards

Guessing from context

Coping strategies for production
Using dictionaries

Spelling rules

Keeping records

Motivation

Learner Some vears ago a leading authority on second lnguage learning, Wilga
training  Rivers, wrote:

Facabutary canner be taught. It can be presented, explained, included in all
kinds of activities, and experienced in all manner of associations ... but
ultimately it is learned by the individual. As language teachers, we must
arpuse mferest in teords and a cerlain excitement in personal development
in chis area ... We can help aur students by giving them ideas on how to
learn, but cach will fipally learn a very persanal selection of items,
organized i refationships in an individual way.

(from Communiivating Noturally in « Second Language, CUP)

The unique guality of each person’s mental lexicon, and the idiesyncraric
way it 15 acquired, have been recurring themwes in this boak. This does not
mean, however, that the teacher is redundant. On the contrary, the teacher
can play a major rote in motivating learners to take vocabulary seriously, and
in ‘gving then wdeas an how to learn’. Thar 15 the theme of this chapter
learner training,

Learner training - i.e. tmaming learners to learn cffectvely ~ has been
informed by research into the strategies that successful learners use. Studies
have shown that good learners do the following things:

* They pay artention to form - which, in vocabulary terms, means payiag
attention to the constituents of words, to their spelling, to their
pronunciation and to the way they are siressed.
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They pay artention to meaning - which means they pay artention to the
way words are similar or different in meaning, to the vonnotacons of
words, 10 their style and to their ussociations.

« They are good guessers — which means they work out the meanings of
unfamiliar words trom their form and from contextual clues.

* They ke risks and are not afraid of making mistakes - which means
they make the mosr of imited resources, and they adopt strategies to cape
when the right words simply don't come forth,

+ They know how to arganise their own learning — by, lor example, keeping

a sysrematic record af new words, using dictionaries and other study aids

resoureefully, using memorising techniques, and putting time aside for

the ‘spade work’ in kinguage learning, such as repetitive practice.

This fast point suggests thar good language learners have achieved a
measure ot sutonomy and have developed their own eehnigues - thar they
dunt teed to be mained how to learn, Nevercheless, loss sclt-direcred
learners might benchit from guidancc - by, far example, buing shown u ranyge
af vocabulary learning techniques, and choosing those which best suir their
preferred learming styde. Pardeularly usetul are technigues for remembering
words, since, as we saw in Chapter 2, a great deal of what i invelved m
auquiring » functioning lexivon is shinply a memory sk,

Techniques for remermbering things are called mnemonics. [n Chaprer 2
{page 25} we saw that the best mnemonics wre those thag

*+ have a visual element
+ are self-gencrated - e nut ‘borrowed’ from another leamner or the
teacher

The best-known mnemonic eechnique is called the keyword cechnique.
This involves devising an image that rypically connecs the pronunciation of
the second languuge word with the meaning of a first language word. For
example, when T was learning the Maori word 20 areda flove) the word
sounded a litzle like the English word arrote + -en, 50 I pictured Cupid with
a bow and arrow.

Devising keywords takes time, and a certain amount of training. Indeed,
it can take more thne and training than some practitioners think i is worth.
However, the rescarch evidence 15 compelling: there seems to be no other
single techinique thut works as well. Therefore, when teaching new
vocabulary irems, it may be a good idea to allow fearners a fow minutes ro
stlendy and individually devise kevwords. Then, if vou ask them to tell their
neighbours about their keywords it will not only reinforee them, bur ir may
help train learners who are having rrouble adopting this technigue.

Apast from the keyward technique, there Is probably no vocabulary learning
technique more rewarding than the use of word cards. In fact, it is arguably
more cffective than the keyword technique, since there are some leamers
who find ‘imaging difficulr, but all learners can be trained to prepare and
use sets of word cards.
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The word card technique involves these steps:

.+ Learners write a word 0 be learned on one side of a small card
(about the size of a business card} and its mother rongue translarion
on the uther.

Frant — [ T Back
t'e |I ’ ov, e
aroha J

- [)epcnd]ng i the difficuloy of the words (see page 27) a full set at

any one time should consist of berween 20 and 50 cards.

Words do not have o belong ro lexical sets - in fact it s probably

hetter thar they don't, so as to aveid the interference effect of words

of similar meaning being learned ogether (see page 37).

= Learners test themselves oncthe words by fuest recalling the meaning
af the new words — Le, looking at each new word and then checking
their understanding of each one by locking at the word's teansiation.

* They then re\-erse-'t_l_w process, using the rranslation to trigger the
form of the new word,

* Wards that cause difficulry should be moved to the top of the pile.
In any case, the cards should be shuffled penodically to avoid serial
etfects’ - that is, remembering words because of the order they come
in and not for any other reason.

» The sequence of learning and review should become increasingly
spaced {according to the principle of spacing — sec page 24).

= As words are learned they should be discarded, and new word cards
made and added to the set.

To train learners to adopt this technique — and to always carry around with
thern a set of cards — it pays at first to supply srudents with blank cards until
they get into the habit of obtaining their own. Hand out the cards after a
vocabularv-rich stage of a lesson and demonstrate how w prepare half 2
dozen cards, leming individuals choose which words they want to learn.
{Dhscourage learners from making cards of words they are alceady familiar
with.} It helps if vou have a ser of cards of vour own as eJ.Amples with which
vou can demonsteate 2 simple sequence ‘of activities. Tt is not important
what hinguage you choose for your own L2, The purpose is simply to
dumonstsate the method. This is the hasic procedure:

L Look at the L2 word first {4e aroka) and then check the meaning (fowe).
Repcat this wirh the whole set.
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2 Look at the L1 word first {fove) and ay to recall the L2 word (e araha)
check and cantinue through the whole set,

3 Repeat this sequence o or three times.

4 Shuftle the cards so that they are in a different order, and repeat steps 1
t 3.

In subsequent lessons, ask learners 10 produce their word card sers, and
invite them ro comment on their usefulness, how many words they have
learned, and how often they reviewed them. Some learners, of course, will
not have used cheir cards acall. Others will already be 1 tlie habic. Continue
incorporating word card activities inte lessons, unal the majerity of learners
are using them on a regular busis,

Here are sume other activities that can be done in class t encourage the
independent use of word cards. Note that some of them depend on fearners
sharing the same L1:

v Peer teaching and testing: At the beginning of the lesson, pair
students off, and ask them o compare their current word card sets.
Encourage them to teach each other the words in their sets that they
do nen share, and 1o st each other.

Association games: For example, cach learner lavs down one card at
the same time, with the L2 word face up. The first 10 make a coherent
sentence incorporating both words gets a point. {The wacher may have
ti» adjudicare the cohierence of some of the sentences.) If no association
can be made by either player, put the cards aside and deal two more.
Continue in rhis way until all the cards are used.

% Guess my word: When learners are already familiar with cach other’s
* word cards, each takes a word at random, and the other has o guess
which word it 15 by asking ves/mo questions, such us Ir £ @ noun/
verdladyective .2 Does 1 begin with . ¥ Has it gof ome/twa/three
syllables | P ere.

%  De-vowelled words: Each of a pair selects a word fram their word
cards and writes it down without its vowels - their partaer has 1o work
out what the word s,

¥ Ghvost writing: Each of a pair takes turns t write the word in the aig,
or on their partner'’s back. Their partaer has to work out whar the word
15

i  Categories: In pairs or small groups, learners organise their words into

" caregories, e.g. according 1o whether the words have hot or cold, or
masculine or feminine, or good or bad, or sweet or sour, asseciations.

Learners can use the cards as material for other word games such as Word
Race, Back to Board, and Pictionary® (see Chapter 6).
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context

In Chaprer 2 it was argued that lemners need a threshold vocabulary of ue
least 2,000 word Famlics, and thar this would ]Jr(:\'idu familtarity with
roughly nine out of ten words in a non-specialist text. Increasing the core
vocabulary to 3,000 or even 3,000 would further reduce the ratio of
unkuiown to known words in a non-specialist text, but not greatly In fact,
no matter how many words learners acguire, they will always be coming
across unfamiliar words in their reading and listening, This s why they will
always need to be able ro make intelligent jruesses as to the meaning of
unknown words. Guessing {rom context bs prolably one of the most useful
skills learners can acquire and apply both inside and outside the chassroom.
What's mare, it scems 10 be one rhat can be ranght and smplemented
relatively easily. It 3s also one that we all already wse - perhaps unconsciously
= when reading and listening in our mother tongue, So it is probably less a
case of learning a uew skill then translerring an existing vne. The problem
for most learners when guessing the meaning of words in a second language
is that they are less conlident abuur their understanding of the coruext than
they would be in their L1, They therefore tend 10 rely on the context Jess,
For this reason, vocabulary ‘guesswork’ should be inregrared as often as
rossible into text-based activities, such ay reading or listening for
comprehension, and will be most effective after a global or gist
understanding of the text has been established.
Recommended steps for guessing from context are these:

* Decide the part of speech of the unknown word - whether, for example,
it is a noun, verb, adjective, ete. lts position in the sentence may be a
guide, a5 might its ending (¢ g. an -¢d or -2ng ending might indicare iv is
a verh).

= Look for further clues in the word's immediate collocares — if it is a noun,
does it have an article (which might suggest whether it s countable or
not)y” If ic s a verb, does it have an object?

* Look at the wider context, inuding the \urroundlng clauses and
seatences — especially 1f there are ‘signposting” words, such as bay, and,
Bowever, so, that might give a clue as to how the new word is connected
to its context. For example: We gor home, tired bur elated: the presence of
but suggests that ofared is not similar in meaniog w sdred. Compare: He
Fot bome, tired and downbearted.

* Look at the form of the word for any clues as to meaning, For example:
dounbearted is made up of down + heart + 2 parnciple affix (-2},

* Make a guess as to the meaning of the word, on the basis of the above
strategics,

* Read on and see if the guess 15 confirmed; it not - and if the word seemns
critical ro the understanding of the rext — go back and repeat the above
steps. If the word does not seem critical, carry on reading, Maybe the
meaning will become clearer tater on.

« When all ¢lse fuils, consulr a dictionary,

Many useful cxercise types have been devised to train learners in these
strategies. [t is a particular focus of instruction for seadents preparing for
examinations, where they will not have aceess to dicrionaries. Here are two
coursebuok excrvises which target guessing frony context strategies:



g = Hewy try iramn goad vocabulary lesrners

L_Guessing vocabulary in context

part A

Loests at e senugnees hele
woorils Work oot wliak dase Wl
sentence. Examgle:
Fribbel sl et So
o HECk wiker 1 cold

e AN the wordd in Hedics are nonsenEs
ks rhean from e context oof the

wof, beceeese i LS sengthinlg you pri restirted

) 1wy 2 very cold day so L puta i eound m-,'kncck.
D e e l:'i) w?t}iflb?{::: :: :(i_i:)h::cmw | hado't
o ¥ i e rosterday but T Eailed i e
¢y b did thiee rrafers yosterday

swdied snough. _
d} al dicl the exam very rodh) becausy 1 had @ hwadache
&7 | sarked very lae At wark because 1 everslept

P er Ul syes ol ds are
In the $CRLERCLs I0VE decide whether the Demss o ok
] .

adverhe, verhs (PAsL LERSE ) NOUHE: a-.lief.ti\.'*-’i —
Frample. Tribbet st be d RO, e o CORIEE S
from Bull | and Gower R,
Infermediate Matters, Longman

Exercise 6

Read the tollowing text once, and then look caretully at cach of the
words printed in itafics. Remember when Iookjng at each word {if its
meaning is unknawn to you) that you should deade:

{a) what kind of word it is
{b) whar information s given in the sentence or the whole passage
which can help you to work our rhe meaning.

We %ut in a hetde blue car heavily decorated with shining dress and
upholstered in deep red plusly: we were the only ones in a car made to
take six. As we watted to starg, ¥ tried to make mysell camtorrable on
the seats, but they were so high and west thar I could only sit on the
edge with my legs dangling and my hands tightly ofurching the brass
s.at%ry raif in front; ] felt like 2 peaina pod (L)

{from The Only Child by James Kirkup)

When yau have done this, look at the questions which follow and in
each case write down from the four chaoices given, the word which
seems closest in meaning to the word quoted trom the passage.

1 brass

A cloth B wood € paper D meral

2 wvast

Asmall B hard  C big D soft

3 dangling

E’\ ﬂ;nning B hanging C moving D standing

ere.

I from Naylos H und Haggar S, First )
Cevtificate Handbsok, Huhon Educational
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Coping  Guessing the meaning of unknown words from context is a strategy that
strategies for  helps learners cope when reading and listening. But how can they niake up
production for gaps in their word knowledge when speaking or writing? Do coping

strategies exist for production?

Even in our first language we use strategies w ger round the problem of
not knewing a word, or not being able to recall ic in tme. Vague terms such
as ehingy, thingummy and whaesit are enlisted to Al the gap, as in this
example (from a conversation):

Oh the whole glass 1s blue | thought it was the liquid that was blue
(Qaugheer). T rhought it was crm thae whatsic pifa colada or whatever it is
- it's brighr blue — curacao or sumething.

Vague language is equally useful for learners of a second fanguage. Words
and phrases like 4 sorf of) a kind of, stff, theng, erc. can be usefully mughe at
even quite low levels. Here, for examiple, is 4 coursebook extract that targers

vague language and 1s directed at Jow intermediate learners:

5 Here arc soune ways 1o ask for something
when you don’t kenw the word,

Useful waords:

stufr

athing sguare
amaching  dnguad ronml
a roal powder

mafere

Usehul structures:
a ching with a bote £ with 3 handl

31 machine for making holes

7 el for cunting wead

a thing for puting picces of paper wyether
sorac naterial for making curcans

some liquud for cleaning windows

sontte powder for washing clorbes

some seuff for killing inseets

Examph:

a1 Lxouse me_ F don't speak English very well,
What da vou call che round glase i caimera?

o The kens.

&0 The lens. UK. 1 need some matetial for
clearing the fens

# Alens cleaner Yoo, we have ..

Mow lonk at the pivturcs and ask for one of
the things.

The New Caméridge Englich
Conrse 2, CUP
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Other ways of getting round gaps in vocabulary knowledge include:

+ paraphrasing — as in ‘a bed for carrying sick people’ (for strescher)

*+ deseribing — as in ity like a chain ity got {our legs, you sit on it bue it
hasn't got & back™ (for stoel)

* using u rough synonym - as in ‘the car is broken’ (for the car woun? stars)

* ‘foreignising’ the equivalent L1 word — as when 1 Spanish speaker
correctly ormits the final -2 in rrangeifle w0 produce rranguil, or, less
suctesslully when a student of mine asked for ‘carpet’ in an English
stationery shop, reasoning (incorrectly) that the word tor f5/der might be
the Spanish word {sarpete) mrinus the -a.

* using gesture and mime - for example, if trving o buy A saw or a hammer.

* using the L1 word - in the hope thar the listener will know i, or thar it
won't be very different in the L2,

Learners can Dirst be exposed to these stritegies {on tape, for example) and
then apply them - through rele plays. Buving taols und gadgets from a
hardwiare store is a productive scenario. When talking with learners, it
sometimes pays to resist supplying them with the words they are looking for,
in order to encourage them to integrate coping strategics into thewr ealk.
Reminding learners that proficient spuakers also sutfer from gaps in their
vocabulary knowledge can be helpful: teachers can draw sttention to the
language they themsclves use when experiencing word recrieval difficulties.
Exposing learners o 'defining’ language, us used in dictionaries, is another
way of providing them with the means o cope with vocabulary gups. Some
learner dictionuries deliberately wse an informal, spoken style in their
defimitions, as in this example (from the Colfins COBUILD English
Dittisnary).
A corkscrew is a device for pulling corks out of botrles. [t has a spiral-
shaped metal rod with a point that you push into the cork and a handle
which you pull to remove the cork.

Examples like these can serve s useful models for learners to write their
own definitions — using language such as a deviee for -:'ug; it has
X-ibaped; ... that/which you ... ere. As well as wrying to Jearn the names of
relatively infrequent tems (as in the example from Tese your Vocabulary 1 on
page 45}, learners maght also write definitions of them. As further practice,
they can then exchange their definitions and guess which definition matches
which picture.

Dictionaries ~ as we have seen — can be used as a Iast resort when ‘guessing
from context’ strategies fail. But they can also be used productively, bath For
generating text and as resources for vocabulary acquisition. Their usefulness
depends on learners being able to access the information they contain both
speedily and aceurately. Training learners in effecive dictionary use s
particularly imporrant since many learners may nor he familiar with
dictionary conventions, even in their own linguage. Such iraining also
provides them with the means to continue vucabulary acquisition long after
their course of tormal srudy has been completed.
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Key skills invotved in eifective dictionany use are the following:
Recognising features of dictionary layout, such as wse of alphabetical
order, headwords, grammar and pronuncistion informarien, definitions,
eic.

= Understanding the way dictionary entries are coded ~ particalarly tie use

of abbreviations such as adi (adjective), s¢f (something), ScerZ (Scottish
English}, etc.

Discriminating between the different meanings of a word, especially a
word with many polysemes (sce page B) such as course or fair, or words
that arc homonyms such as 4, bar and shed or homographs such as
windy, five and fead (see page B).

Cross-checking {when using a bibingual dictionary} that the translation
equivalent that is offered is the best choice for the meaning that is
required. For example, a French learner wishing to express smérasser {as
in fe t'embrasse in English may find several difierent equivalents o their
dictionary: [ endrate. 2 bug. 3 £iss. 4 Ineludy. Only by checking "backwardy’
{e.g. by looking up the entry for 4iss) will they discover rhat some of the
English words may have a more restricted meaning and may not be
appropriate for cheir purpose.

Using synenyms, antonyms and ocher information to narrow the choice
of best word for the meaning intended. For example, 2 learner wanting o
convey the meaning, carefree but knowing only careless could use this as
the starting point in a du_nonar) search. Similarly, the learner who wants
to correct the sentence " They rold everyone their L”gﬂ“gcd will find both the
noun emgagement and the correct verb ammownced under the eniries
alongside engaged in any good learners’ dictionary. Or a learner
wondering il sfeed substitutes for borse will find that it has poetic
conhotations and is generzlly only used in a literary contexe.

Inferring the spelling of un unfamiliar word from only having heard it, in
order to check its meaning in the dictionary.

Ways of traintng learners in the above skills include the following:

? Direct attention to the dictionary’s lavout information, us dlsph\cd in
a typical entry. Such example entries can usually be found in the
introductory matter at the front of the dicoonary. You could prepare a
wallchare or overhead transparency that displays this information.
Then prepare a quiz that learners can angwer in groups, using their
dictionaries. The words should be abscure beeause, of the learners
atready know the words, there would be ne incentive to use rhcu
dictionaries. For exarnple:

1 Which one in cach of the following lists are not English words?
a terrapin b fermagant ¢ ferkle d tern
@ wede b wedlock ¢ weente d wedge
a caterpiflar b ocaitery <ot d eaterwand
2 What part of speech are
a guggle b parch o barring o peaky
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3 Whar 15 the past tensc of
a whide b orend o ored d striee

4 Find the words from which these words are derived:
a shies b oranly o begotten d gravelly

5 What preposition usually follows cach of these words?
a befieve b ashamed ¢ oppeied  d consist

fi [n rerms of pronunciation, which is the odd one out in each group?
a tnene b oconcie © preciie
a death b breath ¢ sheath
A rude b prad ¢ lewd

7 What s the American equivalent ol
a denner favker
b pavemens artisi
¢ boliday mialer
d spare tyre

& Design u similar set of activities based on just one page of a learners’

© dictionary.

& Sut learners the sk of idendlving which of different headwords
matches a given meaning. A headword is any word which bas an eoury
of 1ts own. In the case of homonyms and homaographs, most
dictionaries give scparate entries, and number the headwords
accordingly. Thus:

spar' to practise boxing with someone
spar? a thick pole, especially one on a ship to support sails or ropes
(adapred [rom the Lougman Dictisuary sf Contemporary English}
Here is an exercise aimed at sensitising learners to this dictionary feanure:
1. Find che entries for post in your dictionary. !
2. Notee that there are 5 separate entries, each with a
numbered headword. from
3. Write the number of the headword used in these sentences. || Underhill &,
Lise Your
i Headward Dictionary,
eq ' post Ihe lettar romorow Auimber oup
post has the meaning of headword number (T8
a The soldier stood at his post.
b There are twa large gateposts in
front of the house.
¢ At sunset, bugles blew the last post,
d s the post delivered to each house?
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Set similar tasks that require learners o discriminate berween the
difierent meanings {or polysemes) under one headword, or the
different phrasal verbs associated with one headword (e.g. ges 1p, et
wet, gel over),

B With groups of students speaking the same mather tongue and using
bilingual dictionarics, set translation tasks involving words with
multiple meanings 10 borh the L1 and L2, Encourage them to cross-
check the words to cnsure that the translation matches the meaning
required by the vontexs, English words which could be targered in such
exercises because their transhition is problemaric include: couniry, to
et WAY, t6 Spewed, 15 Sy, 16 stand, 1o get, teip, home, fin, to foin, mind,
and virwally all common prepositions,

v Set learners the tusk of devising word chains using dictionary entrics,
Different pairs can be given a starting word, and then ten minutes to
produce as long a2 chain as possible, choosing only words that are
related in some meaningtul way with the immediately preceding word.
They can then explan their word chains to other puirs. Here, for
example, 15 2 word chain thar started from the word herrid in the
Longran Dictionary of Contemporary English:

horrid — unpleasant — (nat) enjoyable —+ pleasure - happiness
—+ feelings — anger — offensive — insulting — rude — annoy —
unhappy -+ worfieg — anxious

% Encourage dictionary use when learners are self-correcting therr
written work. Indicate, for example, where 2 mistake is due to the
wrong spelling (wirk o webich}, the wrong choice of word {nervans for
magry), ar the wrong Form of the word chosen (argues for mgmmm‘xl
As preparation, distribute examples of vocabulary errors collected from
homework, and ask learners 1o work in pairs or small groups, using
dictionaries, 10 correct them.

E  Encourage learners to guess the spelling of unknown words that accor
© when they are listening to 3 recorded cassetre, for example. Pause the
casseite after words known to be unfamiliar, and allow learners time to
work in pairs to work out the spelling. They may then check the
spelfing in the dictionary, looking up the meaning at the same tme.

Tt was pointed our {on page 148} that che first line of attack on meeting
unkamiliar words in 2 text is 10 use ‘guessing from context’ strategics and
thay dictionanies should only be consulted as a last resort, [{ learners are
shorteutting the guessing stage, one way of reducing their dependence on
dictionaries is the following:

% Hand out a text that has a number of words in it that vou expect will
be unfamiliar te learners. Ask them individually to choose just five
words that they arc allowed to look up. Before handing out
dictionaries, ask them to compare and revise their shortlists” in pairs,
If one student thinks they know a word on their partner's hist {through
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having worked it out from contexy, for example) they can E).Pl.?.ll‘! itto
them and delete that word from their liste. They continue in the same
way in successively larger groups, before submitting the words to a class
vote, Only when the class ageees an 2 definitive shorr-list of five words
can the dictionaries be consulted. In chis way, learners can negotiate
which words are most imporrant for an undcr“.tanding of the text, and
which cannot be deduced from context. The activity also requires
learners to make repeated decisions abour words, which ~ as we have
seen - is an ad to memorisagon,

Dictionaries are ofien used to check spelling, and spelling in Engfish is
soenewhat problematic, This is because there is often more than one way of
spelling a sound, and more than one way of pronouncing a lerter {or
combination of lewers). Think of the way the /i./ sound can be spelr in
words such as me, flen, tree, Pete, ceifing and Seficve. Or {famously) the
different pronunciations of the letwers ougd as 10 rough, though, tharewyeh and
kough. The situation is complicated by the existence of many words rhat are
speht the same bur pronounced differently (homographs}, and many that are
prenounced the same bue spelt diffecently (homophenes — see page 8). On
top of which, there 1s 4 small ser of words that have ulternative spellings:
grw/fjm{ ﬂn@c’menr{mdgnmrr :k:ffﬁf&'ﬁ&fﬁu! alright/ail Jrg/.rr ete, This can
give the impressian that English spelling bs totally capricious,

However, if English spelling really is so irregular, how 1s it that competem
speakers of the language can usually make a reasonably good guess as to how
to spel] an unknown word? In fact, English spelling is surprisingly regular.
Research studies have shown that as many as eight out of every ten words
are spelt according to a regular patrern and thar only three per cent of wards
are so unpredictable that they have to be learned by rote. This three per cent
includes many of the most common werds in English - such as one, s,
you, were, would, satd — which, because of their frequency, don't cause
learners many problems.

This suggests that it may be worthwhile teaching some of the more
productive rules of English spelling. These rules will equip learners with 2
handy ool when writing. Familiarity with spelling regularities will also help
them predict the pronunciation of a new word when they meet it in their
reading. 1t is ver another way of making learners less dependent on either
their teacher or their dictianary.

Four such highly productive rules have been identified hy researchers.
They are:

+ Use i before ¢ except alter ¢ or when pronounced like the ¢ in #ed. This
rule accounts for: vhief] picee, relieve, receipt, cetfing, their and beir.

+ If the werd ends in a consonant + y, then you change the y to i when
adding a suffix. This accounts for: happier, refies, deautified, piridess and
married.

+ If the word ends in a syllable formed by a combination of a single
consenant, a single vowel and a single consonant, such as wel, run, {ravel,
stap, you double the final consonant when adding an ending that begins
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Keeping
records

with a vowel, such as -er -rag, -ew, giving wetter, renning, traveller,
stepped, beginner and biggest.

= If there is an unpronounced e at the end ot the word, and if the suffix
begins with a vowel, then you drop the e: evung, liked, nudise, writer,

These rules can be taught and practised deductively = that is, the rule is
given and then it is applied to examples, Gr the rules can be discovered
inductively — that is, learners can study examples and work our the rules for
themselves. One such way of guiding leamers to discover for themselves
rules of spelling, including sound-spelling regulartties, is the following:

&+ Dictate 2 number of words that have a common sound - such as faif

' as in fly. Alternatively, if learners are famibiar with it, write up the
words in phonenuc seript. Try to include only words that learners
are likely to be familiar with, For cxample (ac elementary level): fy,
my, drive, bigh, like, shy, night, fine, try, white, fight, nine
Encourage them 1o have a guess as the spelling, if they are not sure,

*+ Allow them te use dictionaries to check the spellings.

* Ask them to group the words inte three different pacterns,
according to spelling, They should be able to identify the patterns:
-y i_e and -igh Ask them to see if they can see any possible rules
for choosing any of these spellings. (The -y spelling occurs only ar
the end of words.)

*+ Point out that these are the three commonest spellings of the /aif
sound, and that by far the most frequent is L_e. (In fact, thus spelling
is used in nearly 75 per cent of words that contain this sound.) Less
common are -y and -fgh.

* Dictate some more words — this 1ime words that are likely o be
unfamiliar to the learners, e.gg. sty, flighe, bive, chime, dlight, pry, dime,
spite, dine. Ask them to wry to write these words, ro compare their
attempts, and then to check their dictionaries. If they can't find their
first guess {e_g. Alite), suggest they try another spelling (&fighe).

* Ask learners to write sentences using as many /at/ words as possible,
Give them an example: e.g. My thy bride likes nice white wine. Ask
them w0 read their sentences atoud. This will help reinfurce the
sound-spelling relationships.

The point has been made that the learning of 2 new word is not
instantancous, but that it requires repeated visits and conscious study. Much
of this revisiting and studying of words will have to take place vutside class
time, since there simply st time enough in class for review and recycling.
This means that learners will have to depend to a large extent on ther own
vocabulary records. Plowever, few students are so organised rthar chey
autornatically record rhe content of vocabulary lessons in a way chat will
provide a useful reference for later study, As an example of how not w
record vocabulary, here is how one student took notes on a lesson on the
theme of deseription:
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Its red.
What colgrer s i 7 »
hhat shawe isck.  groy = @ing
Ty
Inediiar= A
Anuntfigr 3
Lt )ocﬂ'wf L0t slpes O:Rouﬂ
D = SQMm
?.D“NZ.) - =T®Lb(:‘§
Ié[s a,j-t/&cow Dov.fﬂ m’b@&‘ 6ﬁ%5ép’%

Like other vocabulary learning skills, the kesping of vocabulary notebooks
is 2 skill rhar usually requires some classroom training. At the same time, as
with any mnemaonic system, it 1 probably best if learners develop cheir own
preferred methad of recording vocabulary. Bur same exposure to different
systems raight help raise their awareness of the aptions available. Here are
some ideas as to how to go abour this:

=

Advise learners © have u special notebook solely for voeabulary.
Ideally, it should be of a size rthat they can curry round with them.
Alrernatively, recommend that they keep a part of their class notes
separated for the purposes of recording vocabulary only.

From previous classes, save examples of “had’ vocabulary records — like
the example above ~ and use these as a springboard for discussion on
the best way to organise vecabulary. At the same time, look our for
good examples of vocabulary note-keeping, and contrast these with the
less effective examples. Many coursebooks now include ideas for
organising vocabulary. Here, for example, is advice on making ‘'mind
maps’
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1 With ancther student, put the words below into these different

groups.

] breakfast food and drink 4 family members

2 numbers 3 conitinents and countries

3 days of the week ¢ interests

tea father reading teveniy-five coffee
ham Monday  sport hat chocolate Sunday
cheese  Europe miasic grandmother wo
baby sugar toast Thursday films
son Friday daughter  Wednesday seventy
bulrter egRs eight Aystraliz brother
Asia Africa forty-five  Greece France

2 Add other words you know to each group.

Wo
oL

post office )
e

rk with another student. QOrganise the tontinents and

ntries like this:
teacher

student

i

{from Mohamed 5 and Acklam R, ]

The Beginners' Cheice, Longronn

Ask learners regularly to compure and comment en their vocabulary
notebooks. Elicic any useful tips. Possible issues that may anse are:

the organisation of words — are they recorded chronologically, as
they came up in class, or are they organised alphabetically, or into
themes?

the forms of words ~ is there any indication gs to pronunciaion, tar
example? Are derivatons meluded?

the meanings of words — is translution used to supply the meaning,
or are definitions, synonyms, and/or examples given?

chunks - are multi-word units and idioms recorded separarely?
mnemonics — is any mnemonic information included, e.g. using the
keyword technique (see page 145)?

Set an example yourslfl by planning board work in such a way that it
is easy for learners to copy and organise their vwn vocabulary record.
If possible, reserve one section of the beard for new words. Mark word
stress and any other problematic features of pronunciation, ¢.g, using
phonemic seript. Here is an example of well-organised board worle



9 « How w Urain ood vocabulary learness

Clothes

! patterrs:

What's bessng wearing? chacked - fefexe/ E

A strped  cotton gt sirped. fstcanps/ (]

Srecked, wacllen oullaver

phain lzather _',a.ckc*. plain /Plelfl / D

maberpls:
Cn"'l'f ton
weallen

leatrgr

syrthe i

% Allow time in the lesson for learners to record vocabulary and to devise
mnemonics. Often the disorganised nature of learners’ notebooks is
simply the result of being roshed. Use the beginaing of subsequent
lessons for a period of quiet review.

v Check students’ vacabuiary notebooks from time to time. Tlis provides
an incentive to learners to maintain a cecord of their vocabulury
learning, and is alse a useful resource for choosing words thar may need
to be reviewed and recycled later on.

Maotivation At the beginning of this chapter, we quoted Wilga Rivers, ta the effect that:
As language teachers, we must arouse inferest In words and a certain
exciternent im personal development in this arca”. How is this worthy abn o
be achieved? One way is simply io rimetable plenty of time for vocabulary-
focused activities. Teachers can take heart from recenr developments in
research that seem to suggest thar a heavy concentration on vocabulary
acquisition, especially in the early stages of learning, is a prerequisite for
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later proficiency in the language. It may be the case that mastery of the
grammar systemt depends on there being a entical mass of vocabulary o
work with. Teachers need not fear, theretore, that they are “wasting time’
teaching vocabulary.

It is alse important not to short-change learners by depriving them of
vocabulary learning activities that arise during the course of the lesson, even
if these might scem to be peripheral to the main focus of the lesson. A lot
of the vocabulary that surfaces during teacher—student, and student-student
conversation may in fact be more useful — and more memorable — simply
because it has arisen out of the students’ own needs and interests. Stmilarly,
classroom texes, whether in the coursebook or prepared by the teacher, offer
2 rich source of words. There has been a rendency in recent classroom
practice, in dealing with texts, to focus oo superficial reading skills such as
skimming and scanning, Scadents are cautioned 'not to try and understand
every word'. It seems 4 wasted opportunity, though, not to explott such texis
to the full, especially since many swdents feel thar they would like to
‘understand evesy word' in a text. To deny them this satisfaction may be
counterproductive.

As a reacher, possibly a fearner, and definitely a user of words yourself,
vou should share vour sense of the excitement and fascination of words with
vour students. Vocabulary kearning never stops, even fong after the grammar
svstemn s firmby in place. New words are being coincd datly, und old words
are assuming new meanings. Here ace just 2 few of the thousands of words
and phrases that have entered the lexicon in the Iast ten years: bad bair day,
canyoning, cone off, dadrock, dumb down, nternant and spamming. Talking
about words like these, and even coining new ones, can sensitise learners not
only to the rules governing wond formation, but also offer an insight inro
aspeets of the culnures thar produce such coinages.

Finally, share your own learning experiences — and those of other learners,
both suceessful and unsuccessful - with your learners. [ dere, for example, 15
how one successtul language learner — the ninetcenth-century exploter Sir
Richard Burton ~ describes the learning strategies he developed. Buetan is
alleged to have mastered around 30 languages, and could learn 2 new one in
Just rwo months. This is an annatated description of his technique, in his
awn words, {The numbers refer to the strategies listed below.)

1 gor a simple grammar and vocabulary, m:{rkcd out the forms and words
which [ knew were absolutely nemssar} , and learnt them by heart? by
carrying them in my pockert “and looking over them at spare moments
during the day®. T never worked {or more than a quarter of an hour at a
time, [or after thar the bramn lost its freshness®. After learning some three
hundred words®, eastly done in 2 week, I smmbled through some easy
book-work {one of the Gospels is the most come-arable®), and
underlined every word thar 1 wished to recollect’, in order to read over
my pencillings a1 least once a dm . 11 came across a new sound like
the Arabic Ghayn, | trained my tungue o it by repeating 1t so many
thousand times a day”. When I read, 1 invariably read out loud, so that
the ear might aid memory!? ... whenever I conversed with any body ma
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language 1 was learning, | took the rouble 1o repeat their words inaudibly
after then, and sa 1o learn the trick of pronunciation and emphasis!!,

These are the sirategies Burton seems to have employved:

1

2

[N =] =]

10
11

He concentrated inittally on swhat was necessary - presumably in order
to achieve a minimum Tevel of effective communication.

He used hem memorisation, at least ar the early stages of learning,
rather than the learming of rules.

He constandy reviewed what he had learned, perhaps using the
privciple of disteibured praciice.

He reviewed in short bursts, taking udvantage of perinds of optimal
datfention,

He acquired a critical mass of words w start with, sufficient o provide
a vere vocabulary for the reading of texts.

To reduce the strain on this limited vocabulary, he chose texts whose
content he was already (amiliar with in his own language. He seems o
have recognised the need for comprehensible input.

He niade conscious decisions about which words he would titentionally
learn, and highlghted these on the page.

Agrain, he constantly reviewed the targered words.

He drnlled spoken feutures of the language that required neuro-
physiological (as opposed to cognitive) contrel.

He cxploited rhe sound of words ro facilitate storage in memeory,

He used subvocalisation techniques to assist memory.

All of these wechniques have been vindicated in subsequent research inte
vocahulary acquisition. What is significant, though, abour Burten’s account,

is

the determination with which he went abour learning languages. a

determination driven by his iiscination for other peoples and other cultures.

If

something of this fascination can rub off in the classreom, maybe

vocabulary learning will assume a momentum of its own.
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Task File

Introduction

*  The exercises in this section ail refate to topics discussed in the
chapter to which the exercises refer. Some expect definite
answers, while others only ask for the reader’s ideas and
opimnions.

. Tutors can decide when it is appropriate to use the tasks in this
section. Readers working on their own ¢an do the tasks at any
stage in their reading of the book.

= Ananswer key {pages 178 to 182} is provided after the Task File
for those tasks where it is possible 1o provide specific or
suggested answers. The symbol & beside an exercise indicates
that answers are given for that exercise in the answer key.

*  The material in the Task File can be photocopied far use in
limited circumstances. Please see the note on the back of the

title page for the restrictions on photocopying.
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Chapter

1 What's in a word?

o~ A Lexical relations Pages 3-10
What is the relationship between the words in the following groups?
L a big loud oval green sensitive involuntary

I make surrender understand grab  belong
2 a feminina femininity feminist feminism

b ease easy easily easiness uneasy uneasily
3 a strange odd funhy pecdliar  weird

b help assist aid lend a hand
4 a like dislike

) freezing boiling

¢ turnon  turn off

d friend enemy
5 a goldfish trout sole eal shark

b toil fry bake roast grill braise
b lean bank tender tag plain mean flounder
7w logon monitor download  bBrowser

b hand luggage gate number check in  boarding pass

o B Lexical relations Pages 3-10
In ihe text helow, tind examples of the following;

1 wwo synonyms S three words betonging to the same

2 rwo antonyms lexical field

3 two co-hyponyms 6 2 roc word and its derivative

4 a hyponym and is superordinate term 7 two words derived from the same oot

Sculpture
Making models and figures, or statues, is a farm of art called sculpture. Sculpture 15 done
in two ways: by carving and moufding. In carving, the scuiptar cuts into a bieck of woed
or stone with sharp tools. In moulding, he makes 2 model in soft clay, then bakes the day
to harden it. From the hard mode| he makes a mould, and pours into 1T wet concrete or
tot, liquid metal {such as bronze). When this hardens, a perfect 'casting’ of the mode! is
faft.

Today sculptors also use materials such as pieces of glass, metal and cloth, as well as
wood and stane.

(from Jack A, Pocke! Encyelopedia, Kingfisher Books)

o € Word formation rages

The following words are recent coin §e5 in English. Match each with its definition - und
then decide what principlels) of word formartion cach one is an example of.

twigloo sport that involves descending mountain streams at high speed
internaut ireely distributed compurer software

dumb dawn a small computer application

canyoning very large place serving alcoholic drinks and food

applet make something less intellectually demanding

trainspotter habitual user o[gthc Internet

decluttering s tree~house made of branches

shareware gerting rid of unnecessary things

superpub 4 collector of information about train movements
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TASK FILE
Chapter

2

o A Knowing a word

» €

14

Pages 15-16

This dictionary eatey for the words
ocear and eecurrence comprises differ-
ent aspects of what knowing these
words means. 1dentify the different
aspects of word knowledge and match
them wath these categories: meaning,

Huve 13 leach Vogablary « Task File

How words are learned

The o our ok airkaa v occurved, oocurTing L] fermad
W Lt hapmen: Mieny povidonts ocrur in the home. §Climatic

cftangat hede povurhad at anfenials chronghow the
mpflenamar 2 {olways - advsprend W happen o exiat 1n
A parliculer place o siwation [+ infamong etel
ihoogring crngle docues maln fy iy yolng clibdren

QCCUf bar /b phr o |T nol in passivef o an idea or
Theaht stcurs bo you, i suddendy comes inta your m ind-
Il oecurs 10 sb Uhat Laedn't it gecur t vou that your sus-
band mtght be luete®! The possifility thae she might be
witing nener ootarred g her | ltoccurs ioshtodosth !
Silppinsd 0 aeeer o0cirred to you o phone the police?

{po&en farm, grammar, devived . farms,
colfocatrons, register, frequency.

{fram the Largaan Dicrionary

of Contemporary Engfih)

OC-CUr TRNGE a'karans|la' ke 1 [C)something that
kippens: & common/rare/regular eccurrence:
Fluoding tnder this bridge b v common weeurrence |
Fanghter wns @ rare preerrenee in his clossemom. 2|1
1he fact of something happebing: thr fFeglen! oirurréree
af sinlent teatms i (ha abeo

First language vocabulary learning  Page i8

Flere are 1wo extracts of mother and child @k, In the fist, the child, Katevn (C), is
aged one year and nine months; in the second she is a year older. Whar evidence can you
find of the development of her lexivon?

1 T {picks up red bean baq in shape of 3 bigycle} Santa Claus.
M: Santz Claus? that's a bicycle, honey. that's noet Santa Claus. that's a bicycle. red lkcycle,
€ bigycle. (puts bicycle an car) sits.
M: yes, he's sitting down. that's vight.
2 € (leoking under her skirt) | just hiave see. I'm gonna gel some rubber pants,
A why?
. because then ! won't go tinkle in these pants so I'M get some rubber pants ... | have

to go get some of those rubber pants, (going inte her bedroom} Fll be right back. the
door is open s | can getin,

(from Peccei |, Child Language, Roudedge)

learners’ vocabulary errors  Pages 28.29

In this extract of student writing, identify the lexical errors according to whether they
are form-rolated (eg. mis-selections, mistormations, spelfing mistakes), or meaning-
relared (2.2, wrang word choice).

| never have done para-gliding in my life, because | have a little of giddness. Consequently
I like the sports that | stay at the floor, For example, | has been skating for many years from
{ was eight years old until threeten. During this time | went to the club all Saturdays
maorning, but | never have participated in competitions. One day when | was skating | falled
and | did hurt my undle. This falled didn't permite me ta return at the skate.

List the errors:

mis-selection

mistormatian
wrong spelling
wrong word choice

Scott Thornbury How to Tearh Voesholary @ Pearson Edugation Limiked 2002
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Chapter

3 Classroom sources of words

o A Selecting words to teach Pages 33-35

The following words are Introduced for active study in three successive levels of 2
courscbook scries (Rell T and Gower R, Elvmentary Matters, lutermediate Matsers, Upper
Intevmediate Matters, Longman). Can you group them according to the level at which
they were introduced, i.c. Elementary, Intermediate, Upper Intermediate® {(Ten words
have been selected from each level.} On what grounds did you make vour choicer For
example, uscfulness, frequency, learnabiliry, teachabiliny?

stylish theque glimpse uneventiul
afford intelligant oot windscraen
rurt out of awful crocodile village
flight be fond of incredibly fantastic
piead quilty split up with terrified tissues
carrots squeak stockbroker overtake
showers try on September balding
strenuous heart attack

B Exploiting coursebook material Pages 38-42

Here are two vocabulary exercises from a coursebook. Can you devise ways of extending
the exercises, so that learners make several decisions about both the form and meaning
of the words?

Build your vocabulary

Word field: biography You study.
You get divorced.
You do military setvice,

What is the usual order of ‘
You die. J
|

these events in your country?

You retire. You get married.
You get engaged. You {ind a job.
You graduate, You have children.
You are born. You leave home.

7 Match the verbs with the
pictures:
swim ran ride  jog
walk exercisc  dive

(fiom Thoenkwoy S, Fgbliphe Pre-Prermediate, Heinemanm)
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g L There is parliamentary democracy in
Jamaica Jamaica but the country 1 right .Df

Havr 1o Teach vor atndary = Fask File

£ Dealing with words in coursebook texts Page 40

The following ext comes frem Unit 17 of a 20-unit beginners’ eourse (Mohamed 8 and
Acklam R, The Beginners' Choiwe, Longman). Students have to read the text and
camplete the chart.

hat words are likely 10 be unfamiliar (o learners? Which of these

are necessary in order o do the task? How would you deal with these words? For
exarnple, would you pre-rcach them? Ii so, how?

comice dug 10 SCOMDIC PrEssures. 'Ihe
W&in export is sugar and 1ouTism Ess
i 1 money
The history of Jamaica is ane of | imponant, bul very Litile i
coloniatism. English is fhe BfﬁFlﬂl rc;ches \l:: F:)::rle o 555 of e 25
i also @ Jamacan owever,

1a|';g\_!age.hulli'beml e

0. .
Pa‘n-,e weather is peneraily sunmy and | jamaicans
wanm, e [emperaure varies by only | now live 1;

! e whatever (he | 10wns and.

three or four degre [Lows o
sEas0n. :

Reggae music is everywhere and peu}:le L:ve
nearly always has a political andl_or unli} they
religious message. Diilerent _Chgs'.u!_n ! are seventy-
religions exist, but Rastafananis 15 three.
particularly popular with young | .

ople. It swesses the spiritual urity of | Furvesiing
Africa nd looks for political change. ugar cant

166
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Chapter

4 Texts, dictionaries and corpora

o A Short texts pPages3

ldentify and list any Jexival chains of three or more words in the fellowing text. Give
cach list a ide. A lexical chain can consist off repeated words, synonyms and antonyms,
hyporyms, or simply words that belong to the same lexical field.

Squeaky Clean

Birds caught, in oil spills could soon be cleaned using iron powder and magnets. Unlike
detergents, the tachnique removes oil without destroying the waterproof properties of
feathers.

John Orbell and his colleagues at the Victaria University of Technology in Meltbourne,
Australia, found that oil sticks to fine iron powder in preference 1o birds' teathers.
Cambing the feathers with a magnet removes the oil as well as the iren, "We were guite
amazed by the efficiency of the deansing process,” says Orbell.

Magnetic cleaning is also much quicker than existing treatments, which involve gently
scrubbing feathers before rinsing and drying. ‘The dry <leaning process takes a matter of
minutes,” says Grbell. As less handling is required, the procedure should be less stressfol
for the hirds and allow more to be {reated per hour.

{hy Jon Copley, frenn Mew: Sepenrest)

o B Literary texts rPage 57

Ldentify any lexical featuees of the following puem that vou could guide your learners w
notice and mani pulate:
Wild Sron
Sea go dark, dark with wind
Feet go heavy, heavy with sand
Theoughts go wild, wild with the sound
Of iren on the old shed swinging, danging:
Go dark, go heavy, go wild, go round,
Dark with the wind
Heavy with the sand
Wild with the iron that tears at the nail
And the foundering shriek of the gale.

{Allen Curnew, Colfeesad Poems, Carcaraer Press)

o € Corpora Pages68-70

What grammarical and semantic information about the word jren is revealed by this
earact from the COBUILD corpus? For example, what different parts of speech docs
iron tunction as? What different meanings does it have?

I mean Lhe Barth 15 made mainly of on and sillcon and things ke that
a super-family of enzymes Lthat use Iron and oxygen o do interesiing
a4 well as pienty of vitamins, iron and potassium, and lows of fibre.
There's a coin laundry, compiste with iron and ironlng board, I the pool Area
belng beaten over the head with a 3ft won bar by a boy outside the school, who
he learned twWo Whings: the velue of ron discipline, and the inequlttes and
building mazerials, such as stes] and iron, in shortage, [ran ey have to turn
Lo hotd & preliminary mesung to iron oub thelr differences and prasent a
galis for ruthiessness, hardness, and on resolution, the behavior of an
and 127 wnnes of granite. No stes] or iron was used; the slabs and pleces of
1pl (k) Daly produces display of iron will Golf Heineken Classic [/h) [b)
the grean. If you normaliy hil a 3-wron 180 yards, take a 4-lran, or even &
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Chapter

2 How to present vocabulary

o A Ways of presenting words  Page 77

Consider how you would present each of the following six sers ol wards. What de you
think would be the most appropriate means of presenting them? (E.g. visual auds, a
sitwation, real ebjects, erc.)

witch .
classica)

stle
< i Tolk
heraine .
cruel taz2
prave e::'?
. n
grant a wish e

cast @ spell

5 {\
]I Prothote

doctor

AcLou prant
engineel esign
social worker retira
3y off

lawyer

gh're the sack

& B Anticipating problems pages 75-76

Lack at the following words. What problems of meaning (including style and use) or
form {eicher spoken or written) might they present to bearners? Discuss what you could
do in class to help Jearners with these problems.

stomachache actually
lawyer gentleman
thorough crisps
tomfortable rerming
furpiture invaluable
get on with chuffed

) Scott Thornbury How to Teach Vecabwlary € Pearson Education Limited 2002
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o € Presenting a lexical set rages 75-7¢

The following activities come from a coursebook presentation {Bell | and Gower R,
Elcmentary Marters, Longman) but they are our of sequence. Can you organise them
into a togical sequence® Whar factors did you consider when ordering the activities®
Note that some of the activities refer ro the photograph (in colour in the original) and
the box of words below. ’

cap socks coat  jacket  jeans  sweater wrousers  skirt  hat
cardigan trainers dress  T-shirl  shoes

I Whar are Abex and Jim weuring?

2 March the words in the box with the clothes in the photograph.

3 Work with a pariner and sir back o back. What's vour partner wearing? It vou can’t
remember, ask a question. Example: Are yow wwear iy dack fiocks) o bliee sacks?

4 March the words in the box with the parts of the bady (A or B or A and B).
Use a dictionary w help you. Exumptc: capr = A, socky = B, coat = Aund B.

5 Correct these sentences:
1 Steve’s wearing black jeans, a white T-shirr and a1 grey sweearer. 1ie's got red sacks
and green trainers. He's wearing a black cap.
2 Pauline’s wearing a short red skirt, 2 blue cardigan and a black har.
6 Which clothes are red, yellow, white, black, brown, blue, green or grey? Examples:
Alex’s dress is green, Stevels jeans are blwe, fin's wearing grey tromers.

Semtt Tharabury How to Teach Vocabwlary © Pearsen Education Limited 2002
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Howe 1g feach vacabytary « Task File
Chapter

6

How to put words to work

A Exploiting coursehook material rages 93-101

Here is a vocabulary activity from a beginners’ course (Mohamed S and Acklam R, 7%
Beginners” Choice, Longman), consisting of two stages. Devise at lcast three further
stages which woukd revjuire learners to ‘put the words to woek’ — buth receptively and
productively.

7 Look ai the picture helow and number the
parts of the body.

I S LI
havar 2 head .. faot.. DOSE.. ove -
leg knew finger ... mouth. hat " .
o o .o bhadk
\ 102 shoulder .. face .. arm

car .. stomach ..

\ 3 ¥ Listen and check your answers.

Seetl Thembury How to Teach Vacabulary € Pearson Education Limned 2002
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o B Cognitive and affective depth Pages 33-101

Research suggests that tasks with depth have 2 greater learning pay-off than tasks that
lack depth. Rate the following asks according to the amount of depth — either affective
{emotonal} depth or cognitive (inrelleccual) depth. For example: cogniuvely demanding
vs cognitively undemunding; affectively engaging vs affectively unengaging, Place the
number of each task on this grid:

cognitively demanding

affectively affectively
unengaging engaging

cogairively undemanding

All eighr tasks relate to the following set of words:

doing housework watching TV playing music
babysitting going tor a drink qoing for a walk
eating out reading SWHMMing
working out gardening going to the movies
going shopping going for a drive
redecorating surfing the net
1 Pur the werds in afphabetical order.
2 Listen and repear the words.
3 Prepare questions using at least six of these words, and ask vour classmates. Report
their answers 1o the class.
4 Rank these wards in the order of personal preference.
§ Categorise these words inte three groups. Then idenofy the odd one our in each

roup.

fi ‘.[aklz true and false scneences about yoursell using eight of these words, beginning
T really like ... or Fdon't fike ... very much. Can your partner guess which are true and
which are talse?

7 Look these words up in the dictionary and check you know their meaning.

8 Translate these words into your language.

€ Word games Pages 102-104

Theee have been 3 number of papular relevision programmes based around word games,
such as (in the UK) Colf my Biuffand Blankery-Blank. What TV and radio word games
arc you familiar wirh - andyhow might these be adapred for classroom putposes? '

Scatt Thornbury How to Teach Vocabulary © Pearson Education Limited 2002
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Chapter

7 Teaching word parts and word chunks

o A Combinations Pagec 106-107

Lock ar coursebook extraces 1-5 below. What combuning principle {e g. eompounding,
affuation, collocanion) docy each of these coursebook activitics target?

1

a You can make hair and eye into adjectives, e.g. dark-haired, blue-eyed.
Can you make more adjectives like this?

ledt- ialr- groen hot- areaw- broacd- zhort-
bicoded  shouldered  haired  sighted handed eyed  rrinded

b Check the meaning. Which adjectives describe personality?
Which ones describe you or someone you know?

{from McGowen B and Richardson V, Clschuise Dre-Tneermediaze, QUPY

2T : 3T
1 Work with another student. Put the opposites of 2 How cnany ;Por.b an
the adjectives below in one af the columns. Ase you make by using
the words in the columns generzlly negative or words Irom colunin 1
posilive in meaning? and colugan 27
un tdis | itn in i 1 2
- : - : hand pola
I I | herse skiing
Aracive friendly  sensitive  |ayal water ball
exparienced  canag ambitious  adspable ice racing
reliable obedicit  polite alerant basket hockey
panen selfish dJdecisive  Faithfsl mator skating
ST lucky i incelliggena pet
base
(from Mohamed 5 and Acklam R, Intrrotediate Choice, {from Thornbury S, Fighlight
Longman) Pre-Intermediate, Helnemann)
4
I Complete the Lese.
ina smail viifage ourselves retiring
In different countries: travelling  golf
My parests are dplorrats, and they've worked all gves Lne
worid It was strange Jor me and my sister growing up
— Dl @ made g very infEpendert - we CaN 0ok
after + __ ___ Ky telrer's ook Toeward to e
Aowy | think he's had snaugh of ieng abrosd. and he wants 1o
setie dpwn » and take v » HIYIl ba harder
e my mum, 1don't Bheak sha'll pvar gwe up @
2 Weite sentencts about yourselF wich s multiword (flmm McGowen B an'd
verbs in the rext. Richardson V, Clackwie
Pre-friterntediate, OUPY
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Walk around the classroom
and find one person who:

o sometimes goes on holiday
alone.
hates going shopping.
¢ usually goes for a drink / coffee
after class,
d usually goes home o3 soon as
the lesson finishes.
is going out an Saturday night.
is going away next weekend.
goes jogging regularly.
likes going for a walk in the
countryside.

D

{rom Cunningham S and Moor P, Cueting Fdge fnrermeddinge, |ongman)

o B Word grammar rage 122

Sort these verbs into three groups according to their associated grammatecal patterns.
Can you find any similarities of meaning within each group?

manage develop proceed show
disappesr advise fail emerge
teach attempt ask arrive

o € tdioms rages 127-128
Identify any idioms - including phrasal verbs used idiomatically - in this text.

1.40 Neighbaurs

Navy girl Janine finally comes clean and admits to her mother Cheryi that she has been
the victim of domestic vigience. No wonder she was so terrified when her ex-boyfriend
Ross turned up in Ramsay Street.

7.30 Coronation Street

Behind-the-scanes investigations mean things look grim for Vicky and Steve. The syndi-
cate [ooks forward to its first race. Reg's flat goes up for sale - is be finally moving an?
And Don has an idea that could put the garage back on its feet. Teenage sweethearts
Kelly and Ashley are going great guns with their romance, and it continues apace. And
at last, Judy gets the job she wanted.

{from the Rudie Times}
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8 How to test vocabulary

A Vocabulary tests  Pages 129-132

Here are two tests of vocabulary. Discuss and evalaate ther according to criteria of
validity, reliability, practicality and backwash. Tick the caicgories i the box for each reet.

1 Put more words in these lists,
Exarnp]c: uncle, aunt, cousn, Tather
Toarm nese. ..o ool
2 breakfast, dinner, . ...

3 triangle, cross, ... .
4 knife, cup, .o
5 fiy walk, ...

cre

{from Swan M and Waleer C, The Carmbridgs Englist Caurse 1, CUP)

I validiry | Lo medium high
teltability  law medium high
pracricality | liedle average a ot

| backwash negative average positive

2 Read the following rext and use the word given in capituls at the end of cach live to
form a word that fits in the gup in the same line. There 15 au example at the beginning
(0} Write your answers on the answer sheet,

Media career opportunities

MNowadays there is a {0) varely of carcer opportunities | VARY

in the media. It is possible to study (1) ... 2k JOURNALIST

most untvessities, many of which offer (2} ... OPTION

courses in reporting on sports and (3} ... Newer | ENTERTAIN

degrees in smedia studies, which were (4) ... a5 AVAILABLE

reccntly s ten years ago, attract (3} ..o ENTHUSIASM
students from all over the courntrv.

Some graduates prefer to work in (6) oo a5 1 ADVERTISE

et

validity low medium high - _]
reliabilicy low medium high ‘
practicality | litde average alot __J
backwash negative average positive

Scott Thornbury How ta Teach Vocabulary 8 Pearson Education Limited 2002
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Measuring word knowledge Pages 135-}3?' . ] .
Read the following piece of student writing and rate it in terms of the wfarc{_ kno-WI,;:mgre
the writer displays, using the scr_ﬂe on page .]35'. Check yoz.:r.1r{n11'l'1‘011d.1gal?]s_t ;':-ati rri
quantitative measure, by evaiuntmg the text’s !Cx'l{_':tl densn}, \-nr’n(-iza?, im sOp dl‘S‘UILG ;3

(see page 136}, (To measure s lexical sophistication, you me‘."“. ageess rr&:} ,*i:,; .r;l;;:v
that provides word frequency information, c.g. the Longman ictionary of Contemporary

English.)

Living longer ia the dream of many paople because
they don't want to separate from theip family andg
friends. But scientists are malting ressarches to
Increage the life span. Technology 1= used to extend hfe
8Pan. For example, ten years ago the average span of
Iife in Turkey was 1ty to sixty but today it increnses
to sixty 0 seventy with the help of technological
improvements. Many people belleve that this 1g very
big advantage for human life. They believe that it
brevent many Uiness and by this way limproves the
quality of life. But I don't agree with them because
technology has many negative sffacts such as human's
nature, environment end human's health. To sum up,
Wo are damaging lots of things ingluding human being
wWhile trying to lengthen life span. So that we must
think twice befora doing something to human belng
whethsr it i8 useful or harmfu.
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2 How to train good vocabulary learners

A Learner training fage 114
Here is some advice foor learners from coursebaoks. Thscuss and assess 1t n terms of the
prinviples outlined 1 Chaprer 9. Is it good advige? Is 1t peactical? Is je Tikely o give
results?

oLGA AND MiGUEL |

ehoare 1l
Jh(!Iﬂ '1\t\L1 Miwalies

;f@
)
E ¥erd] fwerd) (i3

Mot alwags Somenmes | learn whale pheasey
by heart For caample T ihiak gou dieuld,
| ot jou snouldnt or Tm (54 up etk
Taen, when | apeax tn pWfiers 1 ooy nesd o
c=— Ihmk of tht neceesary vocatabany to

i compitle the senteacte

§ ooy dean eu buda
sr.ru.nc-'s and by wiwd?

LEARNING-T1ps

1o br continurd

] beo ! WpeaE to ethier proplt in fes, doe qou?
as, | imd it very difficult 16

‘oenld’ whole. wenteaces 1= fongink

{Irom Palencia R and Thornbury 3, Ower 25 Us! 4, Studenis’ Rock, Longman)

*Deveiop an efficient means of storing vocabulary which vou can
vasily refer 1o later, Experiment with the following.

- Alphabetical card indexes with definitions or translations of
words.

- A special note-book with new words listed by topic area.

- An alphahetical note-book (e.g. sn address book) which you can
keep with you at afl times.

- An alphabetical list en your home computer. {This has the
advantage over the others as it will be easier 1o update.}

{from Radley P and
Millerchip C, Borkeur
Uppcr' Intermediate,
Longman)

B Expression Organiser

This sectinn helps you to record and ranslale some of the most mlpqnant expnuaaonq from each wait It
is always best to record words in phrascs, Tather than individual words. S ¥ou con t lale very
easily. Sometioes you must think ol an equivalent expression in your own language.

1a 2a

What 0 your g gt . . . ViR shiah w0 1w k?

He as his pan e asz L L S . S0 Wl ke 1 B bk yio wisa at o L
En2 mush b i AcvBaing .. . ink fen realy nlo mugs ...

Ti b gl .. - Lazs wnd Dlues wnd Bl 5 oF Heog

M sands seby susreeng i ety Il GG B AR

ELE UL W N LY f . 1 Gt i v ey 100

(o Dellae W oand Necking D, frasvations, LTP

) Sttt Thombary How o Teach Vacabulaiy & Pearson Education Limited 2002
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o B Self-correction page 154
Read this text written by a student and idenafy lexical crrors, Devise a coded marking
scheme that will encourage the learner to self-correcr, using a dictionary, for example,

What general advice would you give this kearner?

Puring tharksgiving day, I went Yo American
famiy for 4 days. It was vay interesting.
Frst, I was amazed about my host and
hostness they have 7 chldren. In my country,
most of famles have 2 chidren, Then T went
to my hostness's parents had thanksgiving dinner.
This uas ancther surprised. There were H2 pecple
in this Family. This is real big Tamily. 1 also did,
something that I nevar did it before. 1 rede a
harse, made pizza, baked cockies, and decorated,
Christmas's free. Firally, vy ome stay made o
big chacdlate cake that is my favorite cake for
me to gve a Farewal dinnar. T wos really missed,
M;andl#opalcangclﬂwsi’ayagmn.
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Task File Key

Chapter 1

A

sume word class, Lo, all wdjectives (a}, all verbs ()
same word family, L.¢. a root (femin-) and its derivatives
synonyins, 1.e. words or phrases of similar meaning
antonyns, Le. wotds of opposite meuning
o hypooyms, 1.e. kinds of fish («}, ways of covking (b}
homonyms, i.e. all of these are words that have at least swo rorally
different meamngs
words belonging to the sume lexical field, Le. computers (),
air travel ()
SYNeNYms: madels, figtires
antonyms: soft, burd
co-lyponyims: weeed, stehe, concrese, day, gl mytal, doth (A materialy)
hyponym aml superordinare term: ssosd etc. und mareriaf, brenze and
meral; sraipture and wrt
§ lexical field: virtually all the content words helong to the lexical ficld
of sculplare, e.g, art, carving, cuts, dlock, foaly, clay, bakes, maald, casting,
scrlplor
6 aroot and s derivative: burd and Sarder, monid and moulding
7 two words derived from the same root: sdpture and szdpior {from
seulpt)
faiglon: 5 tree-house made of branches ~ a blend of twig and dplos
fnfernans habiwal user of the Internet — 2 blend of fnternes and astronuns
dimb doworr; make something less inteliccrually demanding - conversion
of diemb {from adiective to verb) plus adverb particle (down) 1 form, by
compounding, a phrasal verb
canyoang: sport that involves descending mountain streams at high speed
~ tormed by converston from noun 1o verb and affxation: canyen + -ing
appler: 2 small copurer application = Formed by a combination of
clipping and affixation: application + -let
traimpotier: a collector of informstion about train movements - formed
by compounding of frain « spotter, spatrer being, tormed by altisation:
JPG! 4oy
decluttering: getung rid of unnecessary rhings - formed by conversion
froem noun o verb (cfurterd and affation: do- » dwiter + -fngr
shurewvare: frecly distributed computer soltware — formed by affixation:
shitve + —ware (bl\f nnang}' with Aardrore, 1gfk'zmrr)
snperpuds very large place serving aleoholic drinks and food ~ formed by
affixation: wuper + preb. Pud lselfis a Clipping of pubite bowse.
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Task File Key

Chapter 2
A

frequency tpaken tanm grammar  derived farms  grammar regitter

: uc-cur;a'ka:[a'Ea:rD&)@ccurreﬂ, occwrringXl)formaly

1 (io happen)Many aceldents occur in e home. | Climatic
changes have occurred at infervals throughout the

millenniu f%always + agw prep]ito happen or exist in grarmmar
/%parﬂfjldafp ace or situation: [+ in/among,,em]/
eollpcations —=—" ‘hooping cough eccurs mainly in young chi
N occur t6)Eb phr B TT mot in sivefif an idea or
(thought occurs to you, 1t suddenly comes into your mind;
it occurs to sh that Didr 1 if occur to you that your hus-
band might be late?| The possibility that she might be
wrong never gccurred to her.| itoccurs tosbtodosth f
spoken suppose it never occurred to you to phone the police?

form _“-'_"—"—-—-—-—_,____

oc-cur-rencely’karansfa’ka/n) 1 (CiGomething that
happens) @ common/rare/fegalar ocourrence
Flooding under this bridge Is a common pcrurrence. |

ineaning Laughter was a rare occurrence in his classroom. 2 {Uj  <OVowton
the fact of something happening: the frequent occurrence
aof violent storins in the areq

meaning

meaning

B Apart from her very limited vocabulary at age 1:9, the child over-generalises
the meaning of wards, so that Senta Claws refers o anything large, red and
seunded, perhaps. A vear later, however, words are used precisely {panrs) and
modified so as 1o match exacrly what is being referced to (rubder pansil.
Words are also used in their correct combinations { 8o ged, right back, get in).
Theee s alse evidence of some ‘chunk’ learning: ponra, seme of those and 1 be
right hack. Notice, also, the use of linkers (fecause, so) to muke logical
COnﬂECtiOﬂS AL FOSS uiterances.

C Mis-selection: sncfe (for ankfe). Misformantians: threeten, Saturdays, (1) fulled,
{rhis) fadled, (1he) skare. Wrong spelling: giddrmess, permite. Wrong word choice:
Jlaor {for ground), frem (Tor siuce), off (for every), (return) at {for ro).

Chapter 3

A The words were presented at these levels:

Elementary: cheque. inteiligent, coat, awful, viflage, flight, tissues, carrets, try on,
Sep.‘eméer

Imermediate: sevlish, affard, crocodile, be fond of incredibly, fantastic, terrified,
showers, balding, beart attack

Upper Intermedite: gfimpse, uneventfal, windicreen, runi out of, plead grifty,
splte up with, ueak, stockbroker, overtake, strentious

Note that this is bow one coursebook series graded the words. Other books

might inereduce them at different levels (or not a1 all), according vo factors

such as the chaice of coursebook thernes and texts.
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Chapter 4

A

Thete are at least four main fexical chains running through this texc: dirds, oif,
tran and ;‘-"mnfrzg. ({_Fnsurprisingl}; these Four thomes sum up the gist uf the
Xt fron clrans bivds of o) Wards in the Afnd chain are Sirds and foarbers
{repeated feequenty). O/ chain words are oif {eepewted) and gilf; iren -related
words include magnsre 2nd firen) powdery eleaning words include demned,
detergenn, combing, deansing, scrubbing, rinsing, drying, dry cleaning. There are
also 1 nuenber of words connected to the theme of process { process, freatments,
procadure).

B Salienr fearures of the poem include:
adjectives (nuany repiaterd ) dark, deatry, wifd
go + the above adjectives: go wild, cre.
adjective + with + nour wild with the sound, et
and the larger pattern: aoun + go + adjective, adjective + with « noun
participles: seeinyring, dangrag. forndering
onomatopacic words (wonds that sound ltke the thing they are deseribing):

laging, shrick
preponderance of one-svllable, Anglo-Suxon (as opposed 16 Latinate} words:
dark, frot, sand, Yo, o1e.

C o The eorpus data reveals than seoer can be waed s both o conntabie and
uncountible nown (a i-fran and e steed ;1 feon, tespectively), that it can
madify other nuurs (eag fran deedothat it can be used fipuracively with noups
like discipline, revalrt oz, and wadf {mcuning oy sireng), and it forms a phrasat
verb with enr (1o fron wie).,

Chapter 5

A Some appropriate ways of presenting, these gronps of words might be:

1 through mime; 2 through a storvy 3 through recorded examples of music,
or by reference w known musicians; 4 by means of visial aids, or delinitions;
5 through » simation, or W number of sicuatons, elated mowork; 6 through
realia {i.e. real camples of maenals).

Note that — aceording to the available visual o trechinological aids, the
ingenuity of the teacher, the learning seyles of the smdents — other means of
presentation mght be st as cllective,

B stomachache: pronunciedon wmd spelling

fawyer: pronunciation sid speting. meaniog {different cultures classity people
who work tn law Jilferenaly}

thgrangh: spelling and promuncition: meanmg (confusion with through)

comfartable: pronuncation {spedilivally 2 tendency to stress the second
syllable}

fi(rﬂf.fm'z'.' menningg (e fact thaa fhemeare 1s uncountable - ,rgmzﬁznn'(urc, not
Jurnitires) also pronupeiarion

gt gzt meaning, Gt phesal verb)

actpatiy: meaniog (oo Tangnyges 1w enuivalent words mean ‘at the
moment'}

gendbaman mweming U nse i oresncied o cerwin contexts — e g dadlies aond
gfr.'ri'emrr:; 1t L s eminmitannons '.uuu"l:uud wi1|1 c[ass); fnrm (Lhc ]’Jhlral 15
irregulac)

rdsp:: pmlmnn.'i:lliun; g (vrmlusion with Jp:}hs}
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Task File Key

vemannd; the torm of the grammar that accompanies it (remirnd somecone 1o do
semething, remind someone of somethingl;, mcaning (confusion with remember)

irrvaluadls: meaning {the negative prefix suggests it means ot valualle’}

chuffed: meaning (colloguial, rpically spoken, stvie), pronunciation

The acrual coursebook order is the following: 4, 2, 6, 5, 1. 3.

Chapter 6

R

cogaitively demanding

35 &
affecrively aftectively

unEngaging engaging
1,2,7.8 4

cognitively undemanding

Chapter ?

A

B

1 comipeunding,; 2 atfivacion; 3 compounding - multi-word compounds
(phrasal verbs), 5 collocarion.

Group 11 maaage, proceed, fail, attenps all are followed by so-infinitive sid ane
agsociated with actions and processes.

Greoup 2: develop, disappens, emerge, arrive: all are verbs thar take no objecr {i.e.
inrransitive verbs) and their shared meaning is one of things changing staw or
moving.

Group 3: show, advise, teach, ask: all these verbs van be (ollowed by a direct
object and fo-infinitive (as in J advised ber fo see a docfor}. Note that only three
{show, reach, ask) can he used with an indirect object: [ showed bim the way, All
four verbs wmply that someone influences someone else, nffen through wards,

Idioms are underlined:

1.40 Neighbours

Navy girl [anine {inally comys clean 2nd admits to her mother Cheryl that
she has been the victiom of domestic vielence, Mo wopder she was so terrified
when her ex-boyfriend Ross turned up in Ramsay Streer,

7.38 Coronation Street

Behind-the-scenes investigations mean things look grim for Vicky and Steve.
The syndicate looks forward to its first rave. Regs flat goes up for sale - is he
finally moving an? And Do has an idea thar could pur the garage back on irs
feei. Teenage sweeiheurws Kelly and Ashley are going great guns with their
romance, and ir continues apace. And gt last, Judy gets the job she wanted.

Chapter 8

B

A peneil-and - paper count of the texe’s lexical density gives a figure of 47%
(71 content words eur af 150); its lexical variery is 6% {92 different words
out of 150, and its sophistivation is 4% ~ the relatively infrequent werds
being spas, insprovemenss, itlneis, negative, lengthen, barmpil.
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Task Fiie Key

Chapter 9

B One simple way of coding lexical errors might be to use the abbreviatians:
W {for wrong torm), WC {for wrang collocation}, and WW {for wrong
word). WE and WC ermors are relatively easily carrecred by reference to a
pood dictionary. WW errors are less easily self-coreected, untess the learner
has access to a chesaurus-type lexicon, Here is the stdent's vext, coded for
the three types of ertors:

During (WW} thanksgiving day, | went to American tamily tor 4 days. It
was very interesting. Fiest, [ was amazed ghoyt {WC) my host and hastness
[WE) they have 7 childrea. In my vountry, most of famnilies have 2

children. Then T went w my hostnesss {WFE) parents had chanksgiving,
dinner. This was another surprised (WF). There were 42 peopte in this
family. This is real big faraily. T also did something that | never did it before. 1
rode 3 horse, made pizza, baked cookies, and decorated Chrigtmay’s ree
{WF). Finally, my home stuy made a big chocolare eake that is my favorire
ezke for me w give a furewell dinner. | was really missed them, and 1 hope 1

can go home stay (WCY again,
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Further reading

The follewing books are recommended if you would like to follow up
some of the topics discussed in this book:

Adrchison | (1994} Words in the Mind: An Introduction to the Mental
Lexicen, Blackwell.

Carrer R (1998) Focabulary: dpplicd Lingwistic Perspectives (2nd edition).
Routledge.

Gairns R and Redman 5 (1986) #orking with Words. Cambridge
University Press.

Lewis M (1993) The Lexical Approach. Language Teaching Publications.

Lewis M (1997) fmplementing the Lexical Approach. Langﬁage Teaching
Publications.

Lewis M (Ed.} {2000} Traching Collocation. Language Teaching
Publicariens.

MeCarthy M (1990} Focadretury, Oxford University Press.

Nation I 8 P (2001) Learning Vocabulary in Another Language. Cambridge
University Press.

Read [ (2000) Assessing Ferabulary. Cambridge University Press,

Scli;mitr N (2000} Yocabulary in Language Teaching. Cambridge University

Tess.

Schmitr N and McCarthy M (Eds.) (1997) Focabuiary: Description,
Acquisition and Pedagogy. Cambridge University Press.

Sinclair J (1991) Cerpus, Convordante, Colfoeation. Oxford University Press.

Stevick E W (1996) Memaory, Meaning and Method {2nd edition). Heinle
and Heinle.

Willis D (1990} The Lexical Syllabns. Colling COBUILD.

The following reference books, CID-ROMs and websites are also useful:

Cambridge Word Sefector. (1933) Cambridge University Press.

Colting COBUILD Grammar Patierns: 1 Verbs. (1996) HarperCollins,

Colling COBUILD Grammar Patterns: 1 Nouns and Adjectives. (1998)
HarperCollins.

Colling COBUILD English Dictionary. (1995) HarperCollins.

Longman Dictionary of Contemporary English (3rd edition). (1978, 1995)
Longman.

Longman Language Activator. (1993) Longman.

WordSmith Tools | concordancing software] {Version 3.0, 2001) Oxford
University Press.

British National Corpus Sampler CD-Rom (1999) BNC Consortium.

British National Corpus: herp:// sara.natcorp.ox.ac.uk/lookup.html

COBUILD Corpus: hutp:// vtania.cobuild. collins.co.uk/form.hitml
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