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0. ABSTRACT AND RESUMEN

Abstract: There are many methods to teach vocabulary to Spatudents of English as a
foreign language nowadays. Beyond memorizing, iikeas been typical during much time,
teachers can use techniques, methods and everotineirmagination to make their students

learn vocabulary in a more enjoyable manner.

Apart from teachers’ role, learners’ role is alsgportant. They may have different reasons
for learning, they may learn in different contesxtteey may be different also, their motivation
and responsibility for learning may also influemcehe way they learn. All around the world,
students of all ages are learning to speak Engbsh,their reasons for wanting to study
English can differ greatly. Some students, of ceumly learn English because it is on the
curriculum at secondary level, but for others, gind the language reflects some kind of a

choice.

Key words: L2: second language, L1: first language, receptivewledge, productive
knowledge, target-language community, EFL: Engisha foreign language, ESL: English,
as a second language, intensive reading, extemsa@ing, incidental learning, intentional
learning, explicit learning, explicit teaching, dijt instruction, VLS: vocabulary learning
strategies, high-frequency words, low-frequency dgprmeaning-focused input, meaning-
focused output, language-focused instruction, mmecraevices, syllabus.

Resumen:Hoy dia hay muchos métodos para ensefiar vocabaldom® estudiantes espafioles
de inglés como lengua extranjera. Aparte de losiadd métodos como memorizar
interminables listas, los profesores pueden usamidés y métodos para hacer que sus
estudiantes aprendan vocabulario de formas mastemiulas y no tan aburridas y

mecanizadas.

Aparte del papel que tienen los profesores, ellpdgpéos estudiantes es también importante.
Cada estudiante puede tener diferentes razonesaperader, pueden aprender en contextos
diferentes, su motivacion y responsabilidad pararafer también puede influir en la forma

en la que aprenden. Hay estudiantes de inglésedloecdel mundo pero sus razones para
estudiarlo pueden ser totalmente diferentes. Algyngeden estudiarlo simplemente porque
estd en el programa de sus institutos, pero pacs estudiar inglés puede ser su propia

eleccion.
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Palabras clave: segunda lengua, primera lengua, conocimiento regeptonocimiento
productivo, comunidad del idioma de destino, ingiémo lengua extranjera, inglés como
segunda lengua, lectura intensa, lectura extensareradizaje incidental, aprendizaje
intencionado, aprendizaje explicito, enseflanzaieix@] instruccion explicita, estrategias
para el aprendizaje de vocabulario, palabras mugcérentes, palabras poco frecuentes,
informacion de entrada enfocada en el significaohdprmacion de salida enfocada en el

significado, lengua enfocada en la instruccionpdtivos mnemotécnicos, temario.

1. INTRODUCTION

According to Schmitt (2000), the mechanics of vataty learning are still something of a
mystery, but one thing we can be sure of is thatd&/@re not instantaneously acquired, at
least not for adult second language learners. Rathey are gradually learned over a period
of time from numerous exposures. This incrementalure of vocabulary acquisition
manifests itself in a number of ways. We have @il the experience of being able to
recognize and understand a word when we see itertaor hear it in a conversation, but not
being able to use it ourselves. This common sitmathows that there are different degrees of
knowing a word. Being able to understand a worlnewn asreceptive knowledgand is
normally connected with listening and reading. # are able to produce a word of our own
accord when speaking or writing, then that is ader@d productive knowledge

(passive/active are alternative terms).

The assumption is that people learn words recdptifiest and later achieve productive

knowledge. This generally seems to be the caseinblainguage learning there are usually
exceptions. We may have a good productive mastezy the spoken form of a word but not
over its written form. This suggests that we alsmd to consider the various facets of
knowing a word. Of course, everyone realizes thabed’s meaning must be learned before
that word can be used. In addition, there is tlaetoral matter of mastering either the spoken
or the written form of the word before it can bedisn communication. A person who has not
thought about the matter may believe that vocapufapwledge consists of just these two
facets — meaning and word form. But the potentr@dvidledge that can be known about a
word is rich and complex. Nation (1990) proposesftilowing list of the different kinds of

knowledge that a person must master in order tovkanavord.
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The meaning(s) of the word

The written form of the word

The spoken form of the word

The grammatical behavior of the word
The collocations of the word

The register of the word

The associations of the word

YV V Vv V¥V VY VY V V

The frequency of the word

These are known as typesvadrd knowledgeand most or all of them are necessary to be able
to use a word in the wide variety of language situis one comes across. The different types
of word knowledge are not necessarily learned @stime time, however. Being able to use a
word in oral discourse does not necessarily etgihg able to spell it. Similarly, a person
will probably know at least one meaning for a wbedore knowing all of its derivate forms.
Each of the word-knowledge types is likely to barfeed in a gradual manner, but some may
develop later than others and at different ratesmRhis perspective, vocabulary acquisition
must be incremental, as it is clearly impossiblgam immediate mastery of all these word

knowledges simultaneously.

Nation’s list is convenient in that it separates tomponents of lexical knowledge for us to
consider. But we must remain aware that this isxgredient, and in reality the different kinds
of word knowledge are almost certainly interrelatédr example, frequency is related to
formality (part of register) in that more frequembrds tent to be less formal, and less

frequent words tend to be more formal.

2. LEARNERS

According to Jeremy Harmer (2007), many peoplenldanglish because they have moved
into a target-language community and they neecktalide to operate successfully within that
community. A target-language community is a platere English is the national language -
e.g. Britain, Canada, New Zealand, etc. - or wliei® one of the main languages of culture

and commerce — e.g. India, Pakistan, Nigeria. Timpgses students have for learning will
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have an effect on what it is they want and neelddaon, and as a result will influence what
they are taught. Business English students, fomeka will want to spend a lot of time

concentrating on the language needed for specifi€iness transactions and situations.
Students living in a target-language community wiéled to use English to achieve their
immediate practical and social needs. Studentsepémal English (including those studying
the language as part of their secondary educawndhjyot have such specific needs, of course,
and so their lessons (and the materials which ¢aehiers use) will almost certainly look

different from those for students with more cleadgntifiable needs.

English is learnt and taught in many different esits, and in many different class
arrangements. Such differences will have a corasldereffect on how and what it is we

teach.

For many years we have made a distinction betweeplp who study English as a foreign

language and those who study it as a second or t@hguage. It has been suggested that
students of EFL (English as a Foreign Language) tenbe learning so that they can use
English when travelling or to communicate with atipeople, from whatever country, who

also speak English. ESL (English as a Second Lajgustudents, on the other hand, are
usually living in the target-language community.eTlatter may need to learn the particular
language variety of that community rather than aengeneral language variety. The English
they learn, therefore, may differ from that studmdEFL students, whose needs are not so

specific to a particular time and place.

A huge number of students learn English in primaing secondary classrooms around the
world. They have not chosen to do this by themselbait learn because English is on the
curriculum. Depending on the country, area and shkool itself, they may have the
advantage of the latest classroom equipment amdni@tion technology, or they may, as in
many parts of the world, be sitting in rows in sl@a®ms with a blackboard and no other

teaching aid.

Private language schools, on the other hand, tebeé better equipped than some government
schools (though this is not always the case). TWilyfrequently have smaller class sizes,
and, crucially, the students in them may well helvesen to come and study. This will affect

their motivation at the beginning of the process.

The vast majority of language classes in the wtakd place in educational institutions such

as the schools and language schools we have alreadifoned. In such situations teachers
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have to be aware of school policy and conform ttakys and curriculum decisions taken by
whoever is responsible for the academic runninghefschool. They may well be learning
outcomes which students are expected to achiedestadents may be preparing for specific

exams.

One of the greatest differences between adolesesntsyoung children is that these older
children have developed a greater capacity forratisthought as they have grown up. In
other words, their intellects are kicking in, ahdy can talk about more abstract ideas, teasing
out concepts in a way that younger children findfiadilt. Many adolescents readily
understand and accept the need for learning of ee mdellectual type. At their best,
adolescent students have a great capacity foritegrenormous potential for creative thought
and a passionate commitment to things which intehesn. Adolescence is bound up with a
search for identity and a need for self-esteems Thoften the result of the students’ position

within their peer group rather than being the cgnsace of teacher approval.

Another aspect of individual variation lies in trstudents’ cultural and educational
background. Some children come from homes whereatidm is highly valued, and where
parental help is readily available. Other childreowever, may come from less supportive
backgrounds where no such backup is on offer. Wistudents have different cultural
backgrounds from the teacher or from each otheyy timay feel differently from their
classmates about topics in the curriculum. They maye different responses to classroom
practices from the ones the teacher expected arribe which the writers of the course book

they are using had anticipated.

According to Nation (1990), it is useful to makestdiction between direct and indirect
vocabulary learning. In direct vocabulary learnthg learners do exercises and activities that
focus their attention on vocabulary. Such exerciselside word-building exercises, guessing
words from context when this is done as a classcesee learning words in lists, and
vocabulary games. In indirect vocabulary learnimg learners’ attention is focused on some
other feature, usually the message that is convbyea speaker or writer. If the amount of
unknown vocabulary is low in such messages, coradie vocabulary learning can occur
even though the learners’ attention is not dired¢tedard vocabulary learning. But certain

conditions must apply for such learning to occur.
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1. First, the learners must be interested in undedgtgrnthe message. From the point of
view of vocabulary learning, this interest creadeseed to understand the unknown

words in the message.

2. The message should contain some items that areytstle the learner’s present level
of achievement. These items, however, should berstahdable from the context in
which they occur. This includes both language amulanguage contexts.

3. The learners should not feel worried or threateledheir contact with the foreign

language.

There is a place for both direct and indirect vadaty learning activities. This is in fact
another way of saying that contact with languageise should be given more time than

decontextualized activities.

3. TEACHERS

Most people can look back at their own schooldays identify teachers they thought were
good. But generally they find it quite hard to selyy certain teachers struck them as special.
Perhaps it was because of their personality. Plgs#ilwas because they had interesting
things to say. Maybe the reason was that they aseif they loved their job, or perhaps
their interest in their students’ progress was ocalfimg. Sometimes, it seems, it was just

because the teacher was a fascinating person.

One of the reasons that it is difficult to give geal descriptions of good teachers is that
different teachers are often successful in diffeveays. Some teachers are more extrovert or
introvert than others, for example, and differeaachers have different strengths and
weaknesses. A lot will depend, too, on how studei@® individual teachers and here again,

not all students will share the same opinions.

Effective teachers are well-prepared. Part of gheparation resides in the knowledge they
have of their subject and the skill of teachingudgnts will learn more successfully if they

enjoy activities they are involved in and are iatted or stimulated by the topics we bring
into the classroom. Teachers should make theirohsssnteresting. Of course, in many

institutions, topics and activities are decreeddme extent by the material in the course book
that is being used. But even in such situationsetieea lot we can do to make sure we can
cater for the range of needs and interests ofttldeats in our classes.
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Language teachers need to know how the languageswbinis means having a knowledge of
the grammar system and understanding the lexicgksy how words change their shape
depending on their grammatical function, and hoeytlgroup together into phrases. They

need to be aware of pronunciation features suslo@sds, stress and intonation.

3.1. IMPLICATIONS FOR TEACHERS

According to Schmitt (2000), vocabulary is learnecrementally and this obviously means
that lexical acquisition requires multiple exposute a word. This is certainly true for
incidental learning, as the chances of learning rataining a word from one exposure when
reading are quite low. Other studies suggest thaguires five to sixteen or more repetitions
for a word to be learned (Nation, 1990). If recygliis neglected, many partially known
words will be forgotten, wasting all the efforteddy put into learning them. Fortunately, this
recycling occurs naturally as more frequent wordspear repeatedly in texts and
conversations. This repetition does not happenretirly as great an extent for less frequent
words, so teachers should look for ways to bolarner input to offset this. Extensive

reading seems to be one effective method.

For explicit learning, however, recycling has todamsciously built into any study program.
Teachers must guard against presenting a word amt¢hen forgetting about it, or else their
students will do the same. This implies developangnore structured way of presenting
vocabulary that reintroduces words repeatedly assroom activities. Learning activities
themselves need to be designed to require multipde@ipulations of a word, such as in
vocabulary notebooks in which students have toagk land add additional information about
the words. Understanding how memory behaves cap teldesign programs that give

maximum benefit from revision time spent.

Learners benefit from a complementary combinatiénexplicit teaching and incidental

learning. Explicit teaching can supply valuablstfintroductions to a word, but of course not
all lexical aspects can be covered during thes@werers. The varied contexts in which
learners encounter the word during later incidenta¢etings can lead to broader
understanding of its collocations, additional maegnisenses, and other higher-level
knowledge. In addition, repeated exposure will helpconsolidate the lexical aspects first

learned.
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Additionally, explicit teaching is probably essahfior the most frequent words of any second
language (L2), because they are prerequisitesaftguage use. The learning of these basic
words cannot be left to chance, but should be taagjlguickly as possible, because they open
to the door to further learning. Less frequent v8oh the other hand, may be best learned by
reading extensively, because there is just notgmdime to learn them all through conscious
study. Thus, explicit teaching and incidental iéag complement each other well, with each

being necessary for an effective vocabulary program

It is probably worth considering adding a vocabylkarning strategies component to our
vocabulary program for Secondary School Students. WMl not be able to teach all the
words students will need, and even the input geeerdy extensive reading has its

limitations. Students will eventually need to effeely control their own vocabulary learning.

3.2. VOCABULARY IN A LEARNING COURSE

According to Nation (1990), vocabulary teaching ¢&nnto a language learning course in
any of four ways. Most courses make use of all,fout the amount of time spent on each of
these ways depends on the teacher’s judgemenlatioreto a large number of factors, such
as the time available, the age of the learners,atheunt of contact with English outside
school hours, and the teacher’s theory of how lagguis best learned. The four ways

described below are listed from the most indiredhe most direct.

1. Material is prepared with vocabulary learning asoasideration. The most common
examples of this are the preparation of simplifieaterial and the careful vocabulary
grading of the first lessons of learning Englisto. @1 observer of such an English
course it might appear as if no attention is bejivgn to vocabulary, but in fact the
selection and grading of vocabulary has been givient of attention before the course

begins.

2. Words are dealt with as they happen to occur. fesns that if an unknown word
appears in a reading passage, the teacher gives atbemtion to it at the moment it
causes a problem. A lot of vocabulary teachingadsedin this way. Although the
selection of vocabulary seems unplanned, the wesytieated need not be. Teachers
may follow principles when dealing with such wordsor example, they draw
attention to the underlying concept of the worcheatthan just giving a contextual

definition. They point out regular features of gpelling of other words. They focus

10
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attention on the learning burden of the word, dral/tcarefully avoid “unteaching”.
They consider the frequency and usefulness of a wen deciding how much time

to spend on it.

. Vocabulary is taught in connection with other laage activities. For example, the
vocabulary of a reading passage is dealt with lkeetbe learners read the passage.
Through direct teaching and reading the learneorbe familiar with the topic
vocabulary before they need to use it in the forspéaking activity. Another
possibility is to have vocabulary exercises follogvireading or listening texts. “Find
the words in the passage which mean...” is the masinton example of this. In all
the activities described here, the teaching vo@alut directly related to some other

language activity.

. Time is spent either in class or out of school lo& $tudy of vocabulary without an
immediate connection with some other language i&g¢tiFor example, time is spent
on learning spelling rules or on activities liketthnary use, guessing words, the use
of word parts, or list learning. This time can Iperst on activities involving the whole
class as in learning mnemonic techniques, usinggragroup work as in paraphrase
activities or combining arrangement exercises, ratividually as in the use of
vocabulary puzzles or code exercises. Such vocgbwark can have the aim of
establishing previous learning or increasing vo&atywso that future language use can

go more smoothly.

4. VOCABULARY LEARNING STRATEGIES

According to Schmitt (2000), one approach of faaiing vocabulary learning that has

attracted increasing attention uscabulary learning strategie@/LS). Interest in VLS has

paralleled a movement away from a predominantlghiggy-oriented perspective to one that

includes interest in how the actions of learnerghiaffect their acquisition of language. It

seems that many learners do use strategies foigarocabulary, especially when compared

to language tasks that integrate several linguskills (e.g., oral presentation that involves

composing the speech content, producing comprdblengronunciation, fielding questions,

etc.). This might be due to the relatively discret¢ure of vocabulary learning compared to

more integrated language activities, making it eatd apply strategies effectively. It may

11
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also be due to the fact that classrooms tend tchasipe discrete activities over integrative
ones, or that students particularly value vocalydksarning.

Commonly used VLS seem to be simple memorizatiepetition, and taking notes on
vocabulary. These more mechanical strategies dem dhvored over more complex ones
requiring significant active manipulation of infoaton (imagery, inferencing, keyword
method). If we follow the depth of processing pertjve, it would seem that learners often
favor relatively “shallow” strategies, even thoutfley may be less effective than “deeper”
ones. Indeed, research into some “deeper”’ vocaplgarning strategies, such as forming
associations (Cohen & Aphek, 1981) and using thgwéed Method (Hulstijn, 1997), have

been shown to enhance retention better than roteomzation. However, even rote repetition

can be effective if students are accustomed tagusifsecondary School students can benefit

from the context usually included in deeper adtgit

Rather than being used individually, multiple VL& &ften used concurrently. This means
that active management of strategy use is impor@abd learners do things such as use of
variety of strategies, structure their vocabulaarhing, review and practice target words, and
they are aware of the semantic relationships betwesv and previously learned L2 words;

that is, they are conscious of their learning ake tsteps to regulate it.

When considering which vocabulary learning straaegio recommend to our students, we
need to consider the overall learning context. gffiectiveness with which learning strategies
can be both taught and used will depend on a nuwibeariables, including the proficiency
level, L1 and culture of students, their motivateamd purposes for learning the L2, the text
and task being used, and the nature of the LZ.ike$ important to gain cooperation of the
learners, because a study has shown that studaotsesisted strategy training learned worse
than those who relied on their familiar rote refp@ti approach (O’Malley & Chamot, 1990).
We thus have to take learning culture into consitien, because learners from different
culture groups sometimes have quite different @pigsi about the usefulness of various
vocabulary learning strategies. Proficiency levas lalso been shown to be quite important,
with one study showing word lists better for begmgnstudents, and contextualized words
better for more advanced students (Cohen & Aph8B1)L In addition, the frequency of the
target words is relevant. High-frequency words $thqarobably be taught, so they mainly
require strategies for review and consolidationeseghs low-frequency words will mostly be
met incidentally while reading or listening, andisiially require strategies for determining

their meanings, such as guessing from context amdywvord parts (Nation, 1990).

12
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4.1. EXAMPLES OF VOCABULARY LEARNING STRATEGIES

There are numerous different VLS, with one list tagming fifty-eight different strategies

(Schmitt, 1997). Some of the strategies appedrdridllowing list:

4.1.2.Strategies for the discovery of a new word’s megnin

>

YV VYV V¥V V¥V VY VYV V

Analyze part of speech

Analyze affixes and roots

Check for L1 cognate

Analyze any available pictures or gestures

Guess meaning from textual context

Use a dictionary (bilingual or monolingual)

Ask teacher for a synonym, paraphrase, or L1 tatiosl of new word

Ask classmates for meaning

4.1.3.Strategies for consolidating a word once it hasrbeecountered

>

YV Vv Vv ¥V V¥V VY VY V V

Study and practice meaning in a group

Interact with native speakers

Connect word to a previous personal experience
Associate the word to its synonyms and antonyms
Use semantic maps

Image word form

Image word’s meaning

Use Keyword Method

Group words together to study them

Study the spelling of a word

13
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Say new word aloud when studying

Use physical action when learning a word

Verbal repetition

Written repetition

Word lists

Put English labels on physical objects

Keep a vocabulary notebook

Use English-language media (songs, movies, nevesast)
Use spaced word practice (expanding rehearsal)

Test oneself with word tests

Skip or pass new word

vV ¥V Vv Vv VY VY ¥V V¥V VY VY V V

Continue to study word over time

It seems that learners do use strategies and hiexth thelpful. This suggests that we should
incorporate strategy training in our classes, lauges the question of how effective such
training is. Research is inconclusive on this pasoime studies report a reasonable degree of

success, whereas others report only limited sucoegven student resistance.

VLS have a great deal of potential, but we musvéey sensitive to our learners and their

needs when incorporate strategy instruction intocouriculum.

5. TEACHING VOCABULARY

At beginners levels, teachers frequently use erpad practice procedures. For example, we
might have individual pictures on flashcards shgwpeople who are tired, sad, happy,
frightened, exhausted, etc. We hold up a pictusetgo it and say “tired...she’s tired”, while
miming a yawn. Then we model “tired” and get thedsints to repeat it. Next, we hold up (or
point to) the next picture and model “sad”. As #tedents learn more words, we conduct a
cue-response drill, holding up different flashcafaispointing to different pictures) so that the

students give the correct word. Students can teerthe words in their own sentences.

14
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For any classes above the complete beginner lewaedlan assume that different students will
know a range of different lexical items. A way odpdoiting this is to get the class (with our
help) to build their own vocabulary tree. For exéenguppose that intermediate students are
working on a unit about homes and houses, we npghta diagram on the board. Then
students are asked to add to the diagram as ex¢dnsis they can. Perhaps we put them in
different groups, one for each room (kitchen, bedrpdining room, etc) and they have to
come up with as many words as possible for th&mroOr perhaps they just come up to the
board, one by one, to add to the diagram, usintkaramarker pens. While they are doing
this, we can help out with spellings and pronumeret and when the diagram is as complete
as the students can make it, we can do pronungisatark and/or add any important words

which we think are missing.

5.1. EXAMPLE OF VOCABULARY ACTIVITIES

This kind of activity draws on the students’ exgti knowledge (which is why it is
appropriate for elementary levels onwards); thelestis are involved; there is movement and

discussion, and the teacher is on hand to exptalmeactice when it is necessary.

At higher levels, we can ask students to take ewere responsibility for decision-making
about how words are used. The following exampkdliabout vocabulary associated with the

weather, including the metaphorical uses we havevéather lexis.

The activity starts when students are asked towdst their favourite kind of weather is.
When they have done this, we tell them they arex@qydo do some language research.
Students are given a series of weather phrasesbkzjng sun, blizzard, breeze, downpour,
gale, heavy shower, heavy snowfall, light showightlbreeze, light snowfall, strong breeze,
strong sunshine, strong wind, sunshine, torremtial. They are told to use the words to
complete the middle column of a table by looking tlee words in a dictionary, on a CD-
ROM, by using a search engine on the Internet ara/aalking to each other. When they
have done this (and we have checked through thbies), we can ask them to put the
following weather-related verbs in the right-harmluenn of the chart: blow, drizzle, fall,

howl, pour, roar, scorch, settle, shine, and wistl
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least severe <-----> most severeassociated verbs
rain light shower, heavy shower...
snow
sun
wind

Once again, they do this by researching the wardshiemselves. We only help them if they
get stuck or when the activity finishes and we &higacough what they have found out (we
can draw the chart on the board and have the sideme and fill it in). Students are then
asked to tell each other about the worst weathesr ltlave ever been in — or to describe a day

they remember that was particularly memorable bexafithe weather.

Finally, the students are asked to read a texthichvwarious weather metaphors occur (e.g.
“sunny disposition”, “shower with presents”, “gale$ laughter”, “thunder” (as a verb),
“storm out of a room”, “thunderstruck”, “thunderoapplause”, “storm of protest”). They
have to find the weather metaphors and say what ttmek they mean. We will then go
through the metaphors to make sure they are coatllertvith them before asking them to use

them in their own invented stories.
Two things need to be said about this sequence:

» Firstly, when we stray into metaphorical and ididimausage of any kind, the
language we teach is often specific to a particubarety of English (in this case
British English), and so we will have to decide hgenuinely useful it is for our
students to learn.

» But secondly and more importantly in the contektapproaches to vocabulary
teaching and learning, the whole sequence hasvegdtudents in doing much of the
study themselves, without having to be told andgjltaly us — although we will, of
course, confirm the students’ right choices, andearsure they are using the words

and phrases correctly.
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5.2. VOCABULARY ACTIVITY

According to Nation (1990), the two most commonged ways of investigating vocabulary
size involve the use of a dictionary or a frequeroynt. In the dictionary method, the
investigator randomly chooses words from the dicry. One method would be to choose the
second word on every tenth page of the dictiondepending, of course, on how many words
were needed for the test. The learners are testeédese words. Various types of tests could

be used with second language learners —for example:
v" Multiple choice tests
atome 1. arough split
2. a pain in the back
3. a large, heavy book
4. a type of horse
v’ Translation tests

A tome

v Instead of the tested word appearing alone, itccbel put into a simple nondefining

context:

Itis a tome

In such atest it is important to use the biggegtahary possible.

According to McCarthy & O Dell (2001), there are myadifferent topics to organize new
words to be learned. For example a number of wiordnglish have originated the names of
people:

v" boycott (refuse to deal with or a refusal to deal witHaadlord in Ireland who made

himself unpopular by his treatment of his tenanis &as socially isolated.

v braille: (name of raised writing system and used by btiadple) from the name of its

French inventor, Louis Braille.

v' chauvinist (strong belief that your country, race, or grasisuperior to others) after

the Frenchman, Nicolas Chauvin, who was fanatiayoted to Napoleon.
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v" machiavellian (cunning, deceitful, unscrupulous in the pursoit a goal) from

Niccolo Machiavelli, the Italian statesman who died 527.

v nicotine (chemical present in tobacco) from thé"igntury French diplomat, Jean

Nicot, who introduced tobacco to France.

A number of other words in English come from plaeenes:

v' bedlam (chaos) from the name of a famous London mentabital once situated

where Liverpool Street Nation now stands.

v hamburger (famous American ground beef sandwich) named &fie city Hamburg,

Germany.

v' spartan (severely simple) from the ancient Greek city $parta, famed for its

austerity and discipline.

v' gypsy (member of a particular group of traveling pedptem people who were once
thought to have come from Egypt.

These are only some examples of words with intexgsorigins. We can teach new
vocabulary telling our students every story behevery new word, and after that we can
make an activity using those new words. For exampley have to list the words in two

columns, grouping them correctly:

INVENTIONS POLITICS

braille chauvinist
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6. DIFFERENT WAYS OF LEARNING

According to Jack Richards and Willy A. Renandy@Q0@2), there are three approaches to

vocabulary instruction and learning:

1. Incidental learning of vocabulary requires thatcteas provide opportunities for

extensive reading and listening.

2. Explicit instruction involves diagnosing the worgsrners need to know, presenting
words for the first time, elaborating word knowlegdgnd developing fluency with

known words.

3. Independent strategy development involves pradgigmessing from context and

training learners to use dictionaries.

Although all of these approaches and principleshavole to play in vocabulary instruction,
the learners’ proficiency level and learning sitoiatshould be considered when deciding the
relative emphasis to be placed on each approaderiaral, emphasizing explicit instruction
is probably best for beginning and intermediatalsiits who have limited vocabularies. On
the other hand, extensive reading and listeninghintrgceive more attention for more
proficient intermediate and advanced students. &tegsproaches are presented as seven
teaching principles.

6.1. INCIDENTAL LEARNING
6.1.2.Principle 1 Provide opportunities for the incidental learningvmcabulary

In the long run, most words in both first and setdanguages are probably learned
incidentally, through extensive reading and listgniSeveral studies have confirmed that
incidental L2 vocabulary learning through readingesl occur. Although most research
concentrates on reading, extensive listening cam iakcrease vocabulary learning. For native
speakers of English learning vocabulary from coniexa gradual process. Likewise, L2
learners can be expected to require many exposorasword in context to understand its

meaning.

The incidental learning of vocabulary through estee reading can benefit language

curricula and learners at all levels. Accordin@tmady (1997), the role of graded readers is to

19



Laura Roldan Requena

build up the students’ vocabulary and structuresl timey can graduate to more authentic
materials. Many students may never have done axtensading for pleasure, so it may be
initially useful to devote some class time to Singd Silent Reading (SSR). Once students
develop the ability to read in a sustained wayn tmest of the reading should be done outside

class.

6.2. EXPLICIT INSTRUCTION
6.2.1.Principle 2 Diagnose which of the 3,000 most common words é&ameed to study

Knowing approximately 3,000 high-frequency and gehecademic words is significant

because this amount covers a high percentage @fdhgs on an average page.

6.2.2.Principle 3 provideopportunities for the intentional learning of vocaddry

The incidental learning of vocabulary may evengualtcount for a majority of an advanced
learners’ vocabulary; however intentional learnitigough instruction also significantly
contributes to vocabulary development. Explicitinstion is essential for beginning students
whose lack of vocabulary limits their reading dkililt is wonderful how beginners can learn
enough words to learn vocabulary through extenseeliing when they do not know enough
words to read well. They get it by studying the(B,0nost frequent words until the words’
form and meaning become automatically recognized ‘ight vocabulary”). The first stage
in teaching these 3,000 words commonly begins witind pairs in which an L2 word is

matched with an L1 translation.

Vocabulary lists can be an effective way to quidgrn word-pair translations. However, it
is more effective to use vocabulary cards becaemmérs can control the order in which they

study the words. Also, additional information casie/ be added to the cards.
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6.2.3.Principle 4: provide opportunities for elaboratimgord knowledge

Simply knowing translations for L2 words does naaantee that they will be successfully
accessed for use in an L2 context, because knoavimgrd means knowing more than just its
translated meaning or its L2 synonyms. There arews aspects of word knowledge such as
knowing related grammatical patterns, affixes, camrexical sets, typical associations, how
to use the word receptively and productively, ands. Receptive knowledge means being
able to recognize one of the aspects of knowledgeugh reading and listening, and

productive knowledge means being able to usespaaking and writing. Teachers should be
selective when deciding which words deserve desgmmptive and/or productive practice, as

well as which types of knowledge will be most usébu their students.

Elaboration involves expanding then connections/beh what the learners already know and
new information. One way to do this is to choosendtds from the surrounding context and
to explain their connections to the recently ledrm®rd. In addition to presenting this new
information, teachers should create opportunitiesiéet these useful, recently learned words
in new contexts that provide new collocations asdoaiations. Exercises that can deepen

students’ knowledge of words include the following:
» Sorting lists of words and deciding on the categpri

» Making semantic maps with lists either providedtbg teacher or generated by the

learners

» Generating derivatives, inflections, synonyms, antbnyms of a word

Y

Making trees that show the relationships betwegresudinates, coordinates, and

specific examples

Identifying or generating associated words
Combining phrases from several columns
Matching parts of collocations using two columns

Completing collocations as a cloze activity

vV VvV VY VY V¥V

Playing collocation crossword puzzles or bingo
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6.2.4.Principle 5: provide opportunities for developidgdncy with known vocabulary

Fluency-building activities recycle known wordsfamiliar grammatical and organizational
patterns so that students can focus on recogniningising words without hesitation.
Developing fluency overlaps most of all with deyeigg the skills of listening, speaking,

reading, and writing, so giving learners many opjoaties to practice these skills is essential.

Fluency partly depends on developing sight vocalgutarough extensive reading and

studying high-frequency vocabulary. Fluency exagisclude timed and paced readings.

6.3. INDEPENDENT STRATEGY DEVELOPMENT
6.3.1.Principle 6: experiment with guessing from context

Guessing from context is a complex and often diffistrategy to carry out successfully. To
guess successfully from context, learners neesdavkabout 10 out of every 20 words (95%)
of a text, which requires knowing the 3,000 moshown words. Even if one knows these
words, however, unless the context is very constidiiwhich is a relatively rare occurrence,
or unless there is a relationship with a known wigkehtifiable on the basis of form and
supported by context, there is little chance ofsgueg the correct meaning, because guessing
from context fails to direct attention to word foramd meaning, relatively little learning

occurs.

Although this strategy often may not result in gagna full understanding of word meaning

and form, guessing from context may still contréotd vocabulary learning. Just what is and
is not learned will partly depend on text diffigulas well as the learners’ level. More

proficient learners using texts that are not ovedifficult can be expected to use this strategy
more effectively than low proficiency learners. dhould be remembered that learning
vocabulary also includes learning about collocajaassociations, and related grammatical
patterns as well as meaning. Therefore, if regularacticed, this strategy may contribute to
deeper word knowledge for advanced learners asderigey pay attention to the word and its

context.

However, given the continuing debate about thecéffeness of guessing from context,
teachers and learners should experiment with ttrietegy and compare it to dictionary
training. Guessing from context is initially timercsuming and is more likely to work for

more proficient learners. A procedure for gues$iogy context begins with deciding whether
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the word is important enough (e.g., is part ofrapartant and/or is repeated often) to warrant
going through the subsequent steps. This decisiatself a skill that requires practice and
experience. Teachers can assist learners by manongs which learners should try to infer
before using other sources, as well as by providingses. Once learners decide that a word
Is worth guessing, they might follow a five-stemgedure such as that of Nation and Coady
(1988):

1. Determine the part of speech of the unknown word.
2. Look at the immediate context and simplify it ifcessary.

3. Look at the wider context. This entails examinihg tlause with the unknown word
and its relationship to the surrounding clausessamiences.

4. Guess the meaning of the unknown word.

5. Check that the guess is correct

6.3.2.Principle 7: examine different types of dictionarend teach students how to use them

Bilingual dictionaries have been found to result viacabulary learning. Compared to
incidental learning, repeated exposure to wordshioed with marginal glosses or bilingual
dictionary use leads to increased learning for aded learners. A bilingual dictionary may
be much more likely to help lower-proficiency lears in reading comprehension because

their lack of vocabulary can be a significant fagtotheir inability to read.

Bilingualized dictionaries may have some advantage®r traditional bilingual or
monolingual dictionaries. Bilingualized dictionasiessentially do the job of both a bilingual
and a monolingual dictionary. Whereas bilingualtiditaries usually provide just an L1
synonym, bilingualized dictionaries include L2 ations, L2 sentence examples, as well as
L1 synonyms. Bilingualized dictionaries were foundesult in better comprehension of new
words than either bilingual or monolingual dictioea. A further advantage is that they can
be used by all levels of learners: Advanced stigdesh concentrate on the English part of the

entry, and beginners can use the translation.

Electronic dictionaries with multimedia annotatioofer a further option for teachers and
learners. A study of American university studergarhing German found that unfamiliar
words were most efficiently learned when both piesuand text were available for students.
This was more effective than text alone or comlgniext and video, possibly because
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learners can control the length of time spent ungwmthe pictures. Computerized entries are

easier to use than traditional dictionaries soesttglwill be more likely to use them.

Finally, training in the use of dictionaries is @sal. Unfortunately, in most classrooms, very
little time is provided for training in dictionanyse. In addition to learning the symbols and
what information a dictionary can and cannot offegrners may need extra practice for
words with many entries. Furthermore, learners nedzk taught to use all the information in
an entry before making conclusions about meaning wbrd. The learners’ attention should
also be directed toward the value of good sentexesnples which provide collocational,
grammatical, and pragmatic information about woFisally, teachers should emphasize the
importance of checking a word’s original contextetally and comparing this to the entry

chosen, because context determines which senseafdas being used.

7. BEST PRACTICE IN VOCABULARY TEACHING AND LEARNIN G

Research on second language acquisition can beprieted to show that a well-balanced
language course should contain four major stramgsining-focused input, meaning-focused
output, fluency development and language-focussttuation. The inclusion of a language-
focused instruction strand is not a reaction to momicative approaches but is the result of
research findings that courses that contain sustramd are likely to achieve better results
than courses that do not contain such a strandmiést second language learners, language-

focused vocabulary instruction is assentiapart of a language course.

7.1. VOCABULARY AND MEANING-FOCUSED INPUT

Reading has long been as a major source of voagbgitawth. Research indicates that, for

several reasons, there is a fragility to this lohéearning.

» First, research with native speakers of Englishwshthat the amount of vocabulary
learning that occurs during the reading of a textather small. It is necessary to use
sensitive tests of vocabulary knowledge to show laayning at all. However, it is
likely to be cumulative if there are repeated opyaities to meet the partially learned
vocabulary again. This suggests that there will db&lose relationship between
vocabulary growth and the amount and variety of mmagfocused input. Frequency
counts show us that there is a very rapid drophoffrequency of occurrence of

24



Laura Roldan Requena

vocabulary after the most frequent 2,000 to 3,00§h-Hfrequency words of the
language. Clearly, beyond the most frequent woridshe language, considerable
meaning-focused input is needed for vocabulary grow continue at a reasonable
pace.

The second reason why vocabulary learning througammg-focused input is fragile

is that it depends heavily on the quality of theriheers’ control of the reading skill. For
native speakers there is little vocabulary growttoeigh reading while learners gain
control of the skill of reading. For native speakef English, this takes several years.
Once this skill is developed, reading can then beca major means of vocabulary
growth. Nonnative speakers are in a different stna but with similar results. Adult

learners of another language may already be fltgaters of their first language. One

of the major barriers to reading in the second lzigg is vocabulary size.

The third reason why vocabulary learning througlanieg-focused input is fragile is
that the type of reading that is done will strongifiluence vocabulary learning. If
learners read in familiar areas where they brindotaof relevant background
knowledge to their reading, they will easily copghwinknown words in context, but
they will probably not learn them. If they read unfamiliar areas, there is greater
chance of learning new vocabulary because they t@ayay close attention to the

language of the text to get the meaning.

Research in another area of meaning-focused injppcsts the value of giving attention to
the language as a system and not just as messgeses of vocabulary learning through
listening to stories show that if the teacher lyiehterrupts the story to comment on the

meaning of a word, or to put it on the chalkboaft learning of those items increases

significantly. This shows that deliberately drawaigention to language items as a part of the

language system (language-focused instruction) maéa&rning more certain. Relying on

meaning-focused input alone is leaving too mucthi@nce.

This examination of the fragility of vocabulary teag through meaning-focused input is not

intended to show that such learning is not worthevhWocabulary learning through reading

and listening is an essential strand of a languagese. Best practice in vocabulary teaching
and learning should aim to reduce this fragility jpviding large quantities of suitably

graded input, by providing it across a range ofrgerand topics, and by providing language-
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focused activities to support it. This will ensuhat the learning condition of noticing will

occur.

7.2. VOCABULARY AND MEANING-FOCUSED OUTPUT

It may seem a little strange to see meaning-focuseehking and writing as ways of
expanding learners’ vocabulary, but the most exgitfindings of recent research on
vocabulary learning have revealed how spoken ptamtuof vocabulary items helps learning
and how teachers and course designers can influgmeespoken production. The main

findings of this research into spoken communicasietvities are as follows:

» The written input to a communicative task has aomajfect on what vocabulary is
used and negotiated during the task. All of theabotary negotiated in the ranking
and problem-solving tasks is in the written tas&ethhanded out to the learners. In the
retelling task, vocabulary from the written textpoduced during the retelling even
when the written text could not be consulted amiesof the vocabulary items were

previously unknown.

» Negotiation of the meaning of unknown vocabularyantethat words had a greater
chance of being learned. However, because much moegiously unknown
vocabulary was used and not negotiated, quaneigtimore vocabulary was learned

through being used productively or receptively.

» The quality of learning depends on the quality eé wof the previously unknown
vocabulary during the communicative task. The ntbeevocabulary is observed or
used in contexts which differ from its occurrenoethe written input, the better is

learned.

» Learners are able to provide useful informationeimch other on most of the
vocabulary in a typical communicative task; thatiissomeone in a group does not
know a particular word, there is likely to be somecelse in the group who knows
something useful about it and who can communidaseinformation effectively.

» Learners who actively negotiate the meaning of omknwords do not seem to learn

more than learners who observe the negotiation.
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» Only a small amount of the negotiation in a commative task (about 6%) is
negotiation of word meaning. The other kinds of otegion include negotiation of

procedure, negotiation of comprehension, negotiatfanishearing, and so on.

» Research on learning from negotiation needs tabeful about distinguishing what is

negotiated.

The significance of these findings for vocabulagrhing is that by carefully designing and
monitoring the use of the handout sheets for sptdsis, teachers can have a major influence

on determining what vocabulary could be learnethfsuch tasks, and how well it is learned.

There is no research on how tasks involving wriggaduction can result in vocabulary
learning. It is not difficult to imagine that writy requiring the synthesis of information from
several related sources could provide very faverabinditions for learning from input and

strengthening this learning through generativeinseritten output.

7.3. DEVELOPING FLUENCY WITH VOCABULARY

Here “fluency” means making the best use of what yready know, and fluency
development tasks have the characteristics of wiwglno new language items, dealing with
largely familiar content and discourse types, idolg some kinds of preparation or repetition
so that speed and smoothness of delivery can impramnd involving some kind of
encouragement to perform at a faster than nornval lef use. Fluency tasks are typically

meaning-focused tasks.

There are some vocabulary items that need to bedddo a very high degree of fluency as
quickly as possible. These include numbers, pétitewulas, items for controlling language

use (for example, to ask someone to repeat, speak stowly and so on), times, and periods
of time and quantities. In addition to this, iingportant that all high-frequency vocabulary be

learned to a reasonable degree of fluency sottbhahibe readily accessed when it is needed.

The following learning conditions favor the deveaiognt of fluency:

» The demands of the task are largely within the B&pee of the learners, that is, the
learners are working with known language items,iliamideas, and familiar tasks.

Fluency activities should not involve unfamiliarcabulary.
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» The learners’ focus is on the message.

» The learners are encouraged to reach a higheuthaal level of performance, through

the use of repetition, time pressure, and planamd)preparation.

Repetition and focus on the message may work ageaath other —the more something is
repeated, the less likely it will continue to besas a message-focused activity. The teaching
methodology solution to this is to balance the eas®/ided by the repetition against a
challenge provided by new but similar material, ugdg time, a new audience, and
increasing complexity. Initially, activities suchs anumber dictation, prepared talks,
interviews, and questionnaires would be most slatdlater activities could include retelling

tasks.

7.4. VOCABULARY AND LANGUAGE-FOCUSED INSTRUCTION

Language-focused instruction occurs when learngestdtheir attention to language items
not for producing or comprehending a particular sage, but for gaining knowledge about
the item as a part of the language system. Langimmgsed instruction thus includes
focusing on the pronunciation and spelling of woudisiberately learning the meanings of a
word; memorizing collocations, phrases and sentgenegataining a word; and being corrected

for incorrect use of a word.

Negotiation of vocabulary is also a kind of langesdigcused instruction if it involves

discussing the word’s spelling or pronunciationgiming an explanation of its meaning.

Language-focused instruction can affect impliciowtedge of a language in several ways. If
knowing the word is not dependent on a developnhesg¢guence of knowledge, then
language-focused instruction on each word can asdtty to both implicit knowledge and
explicit knowledge. Some concepts —for example,ilfarelationships- are probably acquired
developmentally, and language-focused instructiay hmve no effect if the learners are not
at an appropriate stage of conceptual developmiens. not known what other learning
conditions apply for language-focused instructionvmcabulary to directly affect implicit
knowledge, but it seems likely that only some leagnof vocabulary items that are not

affected by a developmental sequence directly emtgplicit knowledge.

A second effect of language-focused instructioting it can raise learners’ consciousness or
awareness of particular items so that they are there readily noticed when they occur in
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meaning-focused input. The causal chain is (1) dagg-focused instruction, (2) explicit
knowledge about a word, (3) increased awareneskeotvord, (4) noticing of the word in
meaning-focused input, and (5) implicit knowleddeh® word. The quality of the language-
focused instruction will determine how readily ardias noticed and what aspects of the word

are noticed.

A third effect of language-focused instruction imitarly indirect: (1) language-focused
instruction, (2) explicit knowledge, (3) output atructed from the explicit knowledge (that
is, the word is used in a consciously constructadesce), (4) the output acting as meaning-

focused input to the same learner, and (5) imgtisdwledge of the word.

What kinds of language-focused vocabulary instactare likely to be of benefit? The
following list is ranked in order of importance. dbasuggestion is matched with its likely

effect on implicit knowledge.
1. GUESSING UNKNOWN WORDS FROM CONTEXT

Although this may seem to be a meaning-focusedipgtiat least in the early stages
of the development of the guessing skill, it invedearners consciously focusing on
unknown words, interrupting their normal readingd aystematically drawing on the

available clues to work out the unknown word’s megn
2. LEARNING THE MEANINGS OF UNKNOWN WORDS

There is an assumption in much that is written &bmcabulary learning that all
vocabulary learning should be in context. This agsion is not supported by
research and by what successful learners do. Thigedte learning of vocabulary
may contribute directly to implicit knowledge ifétwords learned are not complicated
and if the learning is meaningful. At the very ledle results of deliberate learning
will be available for language-focused use, whicaynthen indirectly contribute to
implicit knowledge through production or through kimy meaning-focused input
meaningful. There is a lack of research on thecethé deliberate vocabulary learning

on meaning-focused use.
3. STUDY OF WORD PARTS AND MNEMONIC DEVICES

The majority of words in English come from Frenthtin, or Greek and the majority
of these have word parts, particularly prefixes anffixes, which occur in many
words. Knowledge of these word parts can be usethpoove the learning of many
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words through relating unknown word forms and megsito known word parts. This
is similar to the effect of mnemonic devices on almdary learning, the best

researched of which is the keyword technique.

The effect of such learning is probably to add kplieit knowledge. This will
contribute to implicit knowledge receptively becaus is a very strong form of
consciousness-raising, and productively througld#ierate production of meaning-

focused output.

A well thought-out vocabulary component of a courseuld be largely

indistinguishable from the listening, speaking, diag, and writing parts of the
language program. The main differences would li¢hm language-focused learning
and in the deliberate planning and manipulationth& written input to listening,

speaking, reading, and writing activities to pravimptimal conditions for vocabulary
growth.

8. APPLICATIONS OF A NOTIONAL SYLLABUS

According to D.A. Wilkins (1983)a notional approach to syllabus design represents a
strategy in the structuring of language learningt thontrasts with the more common
grammatical structuring. The potential of the notibsyllabus as a structure for language
teaching is obviously still largely unexplored. Téés, therefore, all the more need for some
discussion of the way in which it might be operased of the pedagogic implications that it

seems to carry.

8.1. THE FORMS OF A NOTIONAL SYLLABUS

The essence of a notional syllabus will be in therpy it gives to the semantic content of
language learning. The first step in the constomctf any language syllabus or course is to
define objectives. Wherever possible these wilbhsed on an analysis of the needs of the
learners and these needs will be expressed in tefite particular types of communication
in which the learner will need to engage. One capnedict the actual forms of sentences that
people will need to produce, but this does not @méwne from arming the learner with a
knowledge of the general rules of the grammatigsiesn so that he can create the sentences

(types of meaning are expressed) so that he cam dadept and combine the different
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components of this knowledge according to the meguents of a particular act of

communication.

The principal difficulty in applying a notional amgach stems from the fact that there is no
one-to-one relation between grammatical forms atinélegrammatical meanings (conceptual
meaning) or language functions. Exactly the samblpm inevitably arises in a grammatical
approach, but in that case it is rarely recognid&tiere semantic-grammatical and modal
meanings are concerned, there is, in English, mglesirealization for such notions agure
time, agenbr possibility Any logical set of spatial relationships can owlgh difficulty be
mapped on to the linguistic forms (e.g. preposg)othat actually express the relationships.
However the lack of congruence between form andnngais most striking in the case of
functional meaning, that is, in the use of sentsrautterances in actual acts of speech. An
individual sentence can be used to perform virgualhy function in the language and

consequently any function may take a variety ofrfer

8.2. GLOBAL COURSE DESIGN

The acquisition of the grammatical system of a l&gg remains a most important element in
language learning. The grammar is the means thradngth linguistic creativity is ultimately
achieved and an inadequate knowledge of the gramimald lead to a serious limitation on
the capacity for communication. A notional syllabus less than a grammatical syllabus,
must seek to ensure that the grammatical systgmoserly assimilated by the learner. We do

not express language functions in isolation.

8.3. LEXICAL CONTENT

The principal concern in this discussion of syllallesign has been to discover the most
effective ways in which the functional and grammaltiaspects of linguistic competence can
be developed. In a grammatical syllabus the lexomadtent is determined according to a
variety of criteria of which frequency is perhapg tmost important. In a notional syllabus,
while concepts of frequency are not irrelevantreéhere other sources from which vocabulary

will in the first place be derived.

To a certain, though limited, extent the semantarygnatical categories themselves have
implications for the lexical content. Conceptsiofd, quantity and space cannot be expressed
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without an appropriate lexicon. Communicating e reactions too may involve drawing
on a certain set of lexical items. In general, hoave the categories of communicative
function do not so much demand a specific lexicaitent as operate on a lexicon determined

by other factors.

One of these factors will be the situation of laage use. We saw above that a function is
only realized in a specific context and indeed wlaarly be taught in a specific context. That
context may well be aituationalcontext and, in that case, the lexical contenthawugll be
situations of language use into account and ingl@a it goes part of the way towards
defining the lexical content of learning. The cotitdhowever, may bénguistic as much as
situational and, in this case, the exact form otitarance will be dependent on the general
semantic orientation of the text in which it occufgords can be drawn up into semantically
related sets. To put it another way, the lexicailtent of utterances is often a matter of the
topicsbeing talked about. If the topic is itself asstailawith the physical setting, the lexical
need has already been predicted from the situataradysis; but, more often than not, there
is no particular relationship between the settmgvhich language is produced and the topic

which is being talked or written about.

The lexical content of learning, therefore, candrgely derived from an analysis of the topics
likely to occur in the language use of a given groln the case of specialized language
learners the topics obviously derive from the field specialization; in the case of non-
specialized learners it is probably necessary tabésh a number of themes around which
semantically related items can be grouped and faich in constructing a notional syllabus
an appropriate selection can be made. Such an agpto specifying the lexical content is
obviously very much in keeping with the generallggophy of the notional syllabus with its

emphasis on the content and purpose of languageuaaioation.

To give an idea of what is meant heretbpic, it might be worth-while giving an example.
The topics below have been used in the specificaifdearning content for beginners in the
context of adult language learners (Secondary Sdtodents):

a) personal identification
b) house and home
c) trade, profession, occupation

d) free time, entertainment
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e) travel

f) relations with other people
g) health and welfare

h) education

1) shopping

J) food and drink

K) services

l) places

m) weather

This list was produced for use in a given contixt not exhaustive, nor would it necessarily

be appropriate in other contexts.

8.4. SOME IMPLICATIONS FOR THE PROCESS OF TEACHING

Both in teaching and in evaluating our students, meed to adopt procedures that are
congruent with what we regard as the proper ohjestof language teaching. In proposing
that the semantic dimension should be given theadsgpriority in syllabus design, we are
implying that the success of our teaching shoulgudged by whether or not our pupils are
able to communicate meanings appropriately. To renthat this is so, we need to introduce
new forms of language learning materials and wel tedave at our disposal new techniques

of assessment.

8.5. TEACHING MATERIALS: THE USE OF AUTHENTIC MATERLS

The needs of the receiver will lead us to constimmaof the place ofuthentic language
materials the interactional nature of much communicatioh lwad us to emphasize the place

of role-playing.

By talking so far principally in terms of the pret#id content and purpose of the learner’s
own utterances, we have concentrated on the leasiexr potentiaproducer of language.
However, any discussion of verbal interaction iplcomprehension as well as production of

language, and it would therefore be wrong to ghwe impression that syllabus planning is
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planning for production only. By focusing on theewer we are obliged to consider the
content and purpose, not only of the utterancesée produce, but of those he may hear or

read.

In a context where we are emphasizing the commtimécgurpose of language and the
immediate usefulness of the language being learthedacquisition of comprehension skill
poses a particular problem. Whereas the indivitkigthe master of what he himself chooses
to say, he can exercise no comparable control teelanguage he hears. If the language is to
be encountered only in the classroom, this presemtgreat difficulty, since the teacher can
control both the language that the pupil producesl #he language that he hears.
Conventionally this control is exercised in suclhway that the pupil hears diverse and
complex language forms only in the later stage¢eafning. However, the essence of the
semantic approach is that we do envisage the plitysdf immediate language use. This in
turn means that the learner will have to try toensthnd far more varied forms of language
than he is capable of producing himself. We camminally afford to give the learner a

receptive repertoire that is as limited as his pobide repertoire will be.

In some ways this is merely a new form of a familesue. Learners who have followed
conventional language courses and who may havelap®ee a considerable classroom
competence find that when they come into contatit wative speakers of the language, they
meet serious problems in comprehension. They mayalle to perform adequately
themselves in speech, but they frequently cannderstand what native speakers say to
them. The fact is that they are not accustomedetwihg (or reading) the language as it is

produced by native speakers for native speakers.

This suggests that in language courses generaityinlcourses based on a notional syllabus
in particular, much more attention needs to be pfaidthe acquisition of a receptive
competence and that an important feature of méeatesigned to produce such a competence
would be authentic language materials. By this samht materials which have not been
specially written or recorded for the foreign leamnbut which were originally directed at a
native-speaking audience. Such materials need weh de edited, in the sense that
linguistically difficult sections would not be déel, although the linguistic content of such
texts could well be exploited in various ways. Timportance of incorporating such materials
into courses is that they will provide the only oppnity that the learner will have to see the
contrast between the somewhat idealized languagjehth is acquiring and the apparently

deficient forms that people actually use, to mbetforms of language current in speech and
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to develop the ability to understand language hieatvill never need to produce. In short, such
materials will be the means by which he can brittgee gap between classroom knowledge

and an effective capacity to participate in reaplaage events.

8.6. TESTING

The process of evaluation in language teachingasety related to objectives. We test a
learner’s language skill in order both to estabiidiat he knows (or what he can do) and to
assess how successful we have been in our teaichamging to his linguistic achievement.
The tests involved would inevitably be largely seef integrated rather than isolated skills.
They would also be tests of language performandee Problems of testing actual
performance are well known. In the context of aior@l syllabus it means that we will be
seeking the answer to the question of whethergameér can express such things as concepts
of time, spatial relationships, possibilities, mmiens, promises, forgiveness, prohibitions,
affirmations, conjectures, surprise, solicitudendeed any of the sub-categories that are
proposed for the notional syllabus. At the momest,do not know how to obtain the answers
to such questions. We do not know how to estalihehcommunicative proficiency of the
learner. It should not be inferred from this thataional syllabus cannot operate until the
problem of testing is resolved. It would be a sgeaset of priorities that limited a teaching
program to what we were able to test effectivelyt Bhe forms of testing do have
considerable influence on the manner and the confdanguage teaching and it is important
that while some people are experimenting with thional syllabus as such, others should be
attempting to develop the new testing techniqueas should, ideally, accompany it. Indeed,
such techniques would be a valuable contributiodatmuage testing whether or not the

proposals here for a notional syllabus come to ioelyw accepted.

9. CONCLUSIONS

Learning vocabulary through incidental, intentignahd independent approaches requires
teachers to plan a wide variety of activities axeéreises. The amount of emphasis that
teachers and programs decide to place on any getérity will depend on the learners’ level
and the educational goals of the teacher and thgrgm. In general, it makes most sense to
emphasize the direct teaching of vocabulary fomles who still need to learn the first 3,000

most common words. As learners’ vocabulary expandsze and depth, extensive reading
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and independent strategies may be increasingly asigdd. Extensive reading and listening,
translation, elaboration, fluency activities, guegsfrom context, and using dictionaries all

have a role to play in systematically developing lrarners’ vocabulary knowledge.

In order to decide which vocabulary learning sgege to recommend to our students, we
need to consider the overall learning context. dfhectiveness with which learning strategies
can be both taught and used will depend on a nuwibeariables, including the proficiency
level, L1 and culture of students, their motivatenmd purposes for learning the L2, the text
and task being used, and the nature of the LZ.itike$ important to gain cooperation of the
learners, because a study has shown that studantsesisted strategy training learned worse
than those who relied on their familiar rote refpati approach.

It seems that learners do use strategies and tieh thelpful. This suggests that we should
incorporate strategy training in our classes, buises the question of how effective such
training is. Research is inconclusive on this pasoime studies report a reasonable degree of
success, whereas others report only limited sucoegven student resistance.

CONCLUSIONES

El aprendizaje de vocabulario a través del enfaguiglental, intencional o independiente,
requiere que los profesores hagan un plan con\@aedad de actividades y ejercicios. La
cantidad de énfasis que los profesores y progrgmoagan en una actividad dependera del
nivel de los estudiantes y los fines educaciond&sprofesor y del programa. En general,
tiene mas sentido enfatizar la ensefianza directaodabulario para los estudiantes que
todavia necesitan aprender las primeras 3,000 naalabas comunes. Cuando el vocabulario
de los estudiantes se vaya expandiendo, la leettiemsiva y las estrategias independientes
pueden ir enfatizandose mas. La lectura extenisisactividades de “listening”, traduccion, y
elaboracion, las actividades de fluidez, imaginar @ contexto, y el uso de diccionarios
juegan un papel importante en el desarrollo delocomiento del vocabulario de los
estudiantes.

Para decidir qué estrategia de aprendizaje de utara recomendar a nuestros estudiantes,
tenemos que considerar todo el contexto de aprgedita efectividad con la que las

estrategias de aprendizaje pueden ser ensefiadsamdgsudependerd de diversas variables,
incluyendo el nivel de competencia, la lengua nmatey la cultura de los estudiantes, su

motivacion y propadsitos para aprender la segunugule, y la naturaleza de la segunda lengua
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en si misma. Es importante ganarse la coopera@donsdestudiantes, porque un estudio ha
demostrado que los alumnos que se resistieroreatiategia de entrenamiento aprendieron

peor que aquellos que confiaron en el enfoque pktiogdn familiar de memoria.

Parece que los estudiantes utilizan estrategias ymcuentran Gtiles. Esto nos sugiere que
deberiamos incorporar estrategias de aprendizajauestras clases. La cuestion es qué
estrategias son mas efectivas. La investigaciomesditha materia es concluyente en este
punto: algunos estudios apuntan un grado razowlghéxito en el uso de estrategias, mientras

otros apuntan s6lo a un éxito limitado, o inclusare cierta resistencia por parte del

estudiante.
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