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* LISTEN

1 to listen to someone or something

2 to listen to a radio programme or radio station

3 to deliberately listen to other people’s conversations when they do not know
you are listening

4 ways of telling someone to listen to something

S someone who listens to a speech or performance or to what someone is saying

6 someone who regularly listens to a particular radio programme or radio station

\

3 to deliberately listen to other people’s conversations when they do not know
you are listening

listen in tap
eavesdrop monitor
bug

\2

eavesdrop / i:vz Il -dra:p/ to listen secretly to someone’s private conversation,
especially when you are hidden behind a door, wall, etc [vI]

(Longman Language Activator, 1993)

We should also be careful not to take regular dictionary skills for granted.
Scholfield (1997) shows that there are a number of things a learner must be
able to do to find the correct entry and meaning sense for a word: (1) the
word’s spelling must be guessed, even if it has only been heard; (2) alpha-
betical order must be known to locate the word; (3) the learner must decide
the proper word form under which to look up the word or phrase (e.g., to
find scruffier, you must look under scruffy; to find to put your nose to the
grindstone, you must look under nose); and (4) in the plentiful case of pol-
ysemous words, multiple meaning senses must be examined before decid-
ing upon the appropriate one. This complexity suggests that learners should
be given some practice in dictionary use at the beginning of a course, or at
the very least, made to read and understand the front matter in their dic-
tionaries. Unless this is made a requirement, all too many learners neglect
this informative source of dictionary knowledge.

When it comes to verbal skills, lexis is somewhat easier because much
less is required for listening and speaking than for reading and writing. Na-
tion (1990) recommends reading stories aloud, glossing new words when
they occur, and dictation exercises as ways of improving listening vocabu-
lary. For speaking, a number of possibilities exist. Pair-work activities that
have an information gap are often used to stimulate oral communicative
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practice. These can be made more effective by giving key vocabulary to one
of the partners, which then has to be negotiated with the other. Practice with
paraphrasing can help learners when they do not know a word, by making
full use of the words they do know. Joe, Nation, and Newton (1996) give a
number of ways of adapting speaking tasks for vocabulary learning. For a
variety of other listening and speaking activities that have a lexical focus,
see Nation (1994).

Conclusion

To close this chapter, let us again highlight the incremental nature of vo-
cabulary learning. The implication of this is that, except for totally new
words, learners will be adding to some existing knowledge of the L2 words.
When attempting to enhance this partial knowledge, vocabulary learning
will depend on what the learner already knows, and how well the learner
wishes to know the word. Graves (1987) highlights the multiplicity of vo-
cabulary learning, distinguishing six types: (1) learning to read known
words, (2) learning new meaning senses for known words, (3) learning new
words representing known concepts, (4) learning new words representing
new concepts, (5) clarifying and enriching the meanings of known words,
and (6) moving words from receptive to productive vocabularies. One can
see that Graves’s list emphasizes the ongoing learning of a word, as all of
these except (4) involve prior knowledge of either the word or the associ-
ated concept. Although Graves is referring to L1 vocabulary, the list should
apply equally to an L2 context. The important lesson to be taken from this
is that vocabulary teaching means more than just ittroducing new words, it
also includes nurturing partially known vocabulary along to the point where
learners can use it at will.

Summary

This chapter summarizes and adds to the “Applications to teaching” sec-
tions in previous chapters. The number of words a student needs depends
largely on the eventual goal: 2,000 words for conversational speaking,
3,000 word families to begin reading authentic texts, perhaps as many as
10,000 for challenging academic texts, and 15,000 to 20,000 to equal an
educated native speaker. '
Vocabulary can be acquired through explicit study or incidentally

through exposure to words in context. The most frequent 2,000 words are


Administrator
高亮
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essential enough to warrant explicit attention, but less frequent words
may have to be largely acquired incidentally. When explicitly teaching vo-
cabulary, it is beneficial to avoid cross-association, to teach underlying
meanings and complete word families when possible, and to be aware of
the intralexical and cross-linguistic factors that may make certain words
difficult for our learners.

Reading can provide a good context for incidental learning, although
only large amounts of it are likely to lead to any significant vocabulary
improvement. Thus extensive and narrow reading programs may be the
most beneficial for students. Guessing from context is an important way to
access vocabulary, but has limitations and may be more of a reading skill
than a vocabulary acquisition one.

Vocabulary acquisition is an incremental process, and teachers must
concentrate not only on introducing new words, but also on enhancing
learners’ knowledge of previously presented words.

Exercises for expansion

1. A number of language goals given in this chapter were related to a cer-
tain-sized vocabulary. The first is enough vocabulary to simply survive in
a foreign country during a short trip; the second is to be able to commu-
nicate verbally in everyday situations; the third is to start to read authen-
tic materials. The last is to have a nativelike vocabulary. List a number of
other language goals and the vocabulary size that you think might allow
them. How could you go about validating your guess in a vocabulary re-
search study?

2. Do you agree with the suggestion by Meara (1995) and myself that it
might make sense to prime the language-learning pump by teaching a
large amount of vocabulary at the beginning of a course of study? Why
or why not? Do you think such an idea might work in the teaching situa-
tion you are most familiar with?

3. Choose some vocabulary exercises or activities and analyze them from
a word-knowledge perspective. Which types of word knowledge do they
address and hopefully enhance? Which types of word knowledge are not
addressed? Does it matter that some word-knowledge types are not ad-
dressed?

4. It has been suggested that vocabulary learning strategies are impor-
tant because they enable students to learn the words that cannot be ex-
plicitly taught because of time constraints. Look at the list of vocabulary
learning strategies on page 134. Which of these strategies do you think

it might be most useful to teach to the students you are most familiar
with?
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5. The following three passages have been taken from different editions of
the same magazine, so they should have a similar style and level. They
have been modified to simulate varying percentages of unknown words,
by replacing words with blanks. In the first passage, 5 of every 100 words
have been replaced (5% unknown), the second passage 10 out of 100
(10% unknown), and the third 15 out of 100 (15%). Because the rarest
words are the ones most likely to be unknown, the least frequent content
words were the ones chosen for deletion, with the exception of names
and titles. How much more difficult does both guessing word meanings
from context and comprehending the meaning of the text become as the
percentage of unknown words becomes higher? Is there a point where
either breaks down? The missing words are in Appendix E.

Passage 1: Pain

Pain — like death and taxes — seems to be one of life’s eternal and
But in fact the concept of pain is anything but eter-
nal: It has changed radically over the course of history, and it also
differs from one culture to another, even from one individual to another.
Moreover, an increasing number of experts say that pain need not be

. The fact that it still is for many people may be the fault of cur-
rent medical practices — and of our attitudes.

In The Wilson Quarterly, David B. Morris recently suggested that for
the past three centuries Western society has relied ona |

idea of pain’s origins and significance. During the Middle Ages
and_______, he writes, human suffering seemed an expression of God’s
will, to be withfaithand . Pain was considered as much
a psychological or religious phenomenon as a medical one.

In the 17th century, European thinkers began to develop what
Morris calls “the medical model of pain.” In his Treatise of Man (1662),
René Descartes the modern understandingof ________ and

, describing pain as a mechanism that informed the brain when
a particular part of the body required attention: If a person put his foot in
a fire, the pain was what told him to pull his foot back from the flames.

That seems logical enough. And it's the explanation that most people,
physicians and alike, continue to accept. Morris argues, how-
ever, that it is wrong to suppose that the pain itself, once its “message”
arrives at the brain, is essentially meaningless. An increasing body of
evidence, he writes, indicates that “meaning is often fundamental to

the experience of pain. . . . Pain is never entirely a matter of nerves
and ________ but taps into our emotional, psychological, and cultural
experience” '

For example, low-back pain, the most common form of
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pain, often cannot be blamed on any specific physical cause. In
one study Morris , most adults who complained of back pain
turned out to have disk disease — as did 70 percent of those
who reported no back pain. In fact, Morris suggests, “the strongest signs
predicting that a [person] will develop back pain are job dissat-
isfaction and unsatisfactory social relations in the workplace.” The old

model may be partially right after all: Pain’s roots lie deeply
buried in human psychology.

(Civilization, January/February 1995, p. 16)

Passage 2: Dinosaurs

With Steven Spielberg’s computer-generated dinosaurs just finishing
their second across America, dinosaurs —and all sorts
of other ____ — are becoming hot collector’s items. Even Sotheby’s
is getting in on the action, with plans to the largest and most
complete Tyrannosaurus rex ever found. (It’s expected to go for as much
as $5 million.) Private collectors and dealers are bone hunting like mad

and, as Wendy Marston reports in The Sciences, many _________ aren't
at all pleased.
Atarecent _______ -collectors’ in Tucson, Marston found

dealers _______ cave bear , dinosaur eggs and “about fifty
-size birds from the period called Confuciu-
sornis sanctus which have on the ends of their wings. The Con-

fuciusornis [sold] , most for under $5,000 ____ 7
But collectingsuch_______is afarless than trad-
ing____ cards or stamps, critics say. “Every has a story to

tell, and if one isn’t collected right, it loses its context, its story, and es-

sentially becomes an art object,” says David W. Krause, a former presi-

dent of the Society of . Scientists also worry that pri-

vate owners of restrict public and scientific access to them. If a

collector buys the T. rex at Sotheby’s, may never learn whether,
as they suspect, the dinosaur suffered from

The scientific community is particularly concerned about a new push

to open up federal lands — currently the exclusive of academic

— to private _______ hunters. Collectors claim that, just as

and mining companies have a right to extract raw materials from

public lands, so they should be allowed to dig up the

And some aren’t waiting for official permission: The federal government

has had to setup a operation to catchillegal _______inthe act
of ______ federal lands.
Even on private land, have trouble when forced to

share access with for-profit hunters. One scientist was driven
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off his dig on the Blackfeet Indian Reservation in Montana when a com-
mercial ____company, following a standard industry practice, offered
the property owners money to dig on the land. When one owner, in turn,
asked the scientist to pay, he couldn’t — so he had to abandon the dig.

(Civilization, October/November 1997, pp. 36-37)

Passage 3: Wine

Americans have been making wine ever since the first European settlers
found wild on the East Coast. But until recently the re-
sults of their efforts often came closer to than they did to
, writes Paul Lukacs in American Heritage.

American make good eating but disappointing wine,
so_____ Colonial , including-Thomas Jefferson, Lord Balti-
more and William Penn, experimented with European

. The failed — not only because of the ex-

tremes of the East Coast ______ but also because of the
_ thatattackedthe ____ . The

did not exist in the
more ____ West, however, and by the 1850s Californians were plant-
ing__ widely. At the end of the century, California was producing

wines that could rival Europe’s. “
ter known in London than in New York.”

, writes Lukacs, “they were bet-

The ______ movement at the beginning of the 20th century did not
prevent farmers from growing and making their own wine, writes
Lukacs; “what died was any forits JWhen______ of

came in 1933, the country was in the depths of the
Wine was regarded simply as »and was usually sweet-

enedor . It was not until the '60s that Amencans began exper-
imenting with new tastes and ideas. Americam in two
ways: Ernest and Julio Gallo tried to figure outwhat ______ wanted and

to provide it; Robert Mondavi set out to produce wines that “belong in the
company of the truly fine wines of the world”

The very lack of , writes Lukacs, has helped to give
American wines today a and character of their own.

with science and , Californians were ableto______in a short
time what had taken centuries of and in Europe. And,
, Europeans began to realize that there was more than
behind the popularity of American . In 1976, a
tasting of international wines before French judges
signaledthe_______ of anew . The two winners — a
anda_____ —were both produced in the Napa Valley.

(Civilization, February/March 1997, pp. 27-28)
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Further reading

Several key references for vocabulary teaching appear on page 146 of this
chapter. Additional sources include: Beck, McKeown, and Omanson
(1987), Graves (1987), Nation (1994), Nation and Newton (1997), and Sok-
men (1997).

9 Assessing vocabulary

knowledge

* [ am familiar with multiple-choice tests. What other kinds of tests
are there to measure vocabulary?

* I would like to know how well my students know selected words.
How can I measure this?

* What words should I test?

There are a number of reasons why vocabulary testing should be regarded
as a useful element in a well-run language-teaching program. Most obvi-
ously, if vocabulary is considered to be an important component of language
knowledge, then it naturally needs to be assessed in some way. For some
learners, particularly beginners, vocabulary may be about the only aspect of
language they know well enough to be tested on. If a language program fo-
cuses on the skill of reading, vocabulary measurement is appropriate be-
cause vocabulary knowledge is one of the most important factors in read-
ing ability.

Another reason has to do with learner attitudes. Testing researchers have
found that tests have consequences far beyond providing estimates of ex-
aminees’ abilities. They also shape the way learners view the content of a
course. Most teachers are aware that learners partially jidge the importance
of classroom material by whether it appears on subsequent tests or not. This
effect is called backwash (or washback), and can be positive or negative. If
a teacher thinks vocabulary is important, then it is worth including a vo-
cabulary component in an assessment scheme to build positive attitudes to-
ward vocabulary study. On the other hand, if vocabulary is stressed in
classes, but never addressed during assessment, students might come away
with the negative conclusion that vocabulary does not really matter.

For whatever reason, most teachers will wish to gauge their learners’ vo-
cabulary progress and knowledge. Unfortunately, few teachers feel con-
fident in their knowledge of testing theory and methodology. This chapter
aims to provide you with enough background to be able to better evaluate
existing vocabulary tests, and with a framework to write your own tests,
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if you so wish. It will do this by focusing on four key questions for vocabu-
lary test development. (These questions are also discussed in Schmitt, 1994.)

Why do you want to test?

This question could be rephrased as “What use will you make of the re-
sulting test scores?” There are several possible purposes for giving a vo-
cabulary test. Perhaps the most common one is to find out if students have
learned the words that were taught, or that they were expected to learn
(achievement test). Alternatively, a teacher may want to find where stu-
dents’ vocabularies have gaps, so that specific attention can be given to those
areas (diagnostic test). Vocabulary tests can also be used to help place stu-
dents in the proper class level (placement test). Vocabulary items that are
part of commercial proficiency tests, such as the TOEFL (1998a, 1998b)
provide some indication of a learner’s vocabulary size, which is related to
overall language proficiency. Other possibilities include utilizing tests as a
means to motivate students to study, to show students their progress in learn-
ing new words, and to make selected words more salient by including them
on a test.

On a more general basis, a test’s purpose is related to the kind of lexical
information desired. A typical purpose for testing is to obtain an estimate of
the size of learners’ vocabularies, that is, h-ow many words or word families
they know. This is sometimes referred to as breadth of knowledge. Another
possibility is to measure how well target words or word families are known
(depth or quality of knowledge). Almost all of the widely used vocabulary
tests to date have been of the “size” variety, returning an estimate of the num-
ber of words known from frequency lists or other word samples. Even every-
day vocabulary tests made by classroom teachers might be considered
breadth tests in the sense that they estimate how many words are known from
a pool of those studied. But there is a growing awareness that these tests have
their limitations, and that measuring quality of knowledge is also desirable.
This distinction will be a recurring theme throughout this chapter.

. Having a clear idea of a test’s purpose(s) should lead to more principled
answers in the following steps.

What words do you want to test?

If the teacher wants to test students’ class achievement, then the words
tested should obviously be drawn from the ones covered in the course. It 1S
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better to avoid standardized tests in this case, because, unless an instructor
teaches solely from a single book, any general-purpose test is unlikely to be
as suitable to a particular classroom and set of students as one the instruc-
tor could custom-make (Heaton, 1988). The teacher is in the best position
to know her students and which words they should have mastered. The ex-
ception to this is when the syllabus is designed around a particular word
list, as some ministries of education prescribe. In cases like this, prepared
tests based on that word list may be suitable, particularly toward the end of
the course.

Vocabulary tests used for placement or'diagnostic purposes may need to
sample from a more general range of words. If the students to be tested all
come from the same school, or have been taught from similar syllabi, then
it is possible to draw words from those taught in their courses. However, if
students come from different schools with“different syllabi and language-
teaching methodologies, as may be the case in a university placement situ-
ation, then the selection must be more broadly based. In these cases, words
are often taken from word-frequency lists. Because students can generally
be expected to know more frequent words best regardless of their previous
schooling, use of these lists allows the principled selection of target words
that can be adjusted for students’ anticipated language level. (The exception
is cognates, which can be relatively easy even if they are infrequent in the
L.2.) The results from tests based on these lists can supply information not
only about how many words are known, but also at what frequency level.

Vocabulary tests that are part of proficiency tests need to include the
broadest range of words of all. Many universities rely on commercial pro-
ficiency tests to control admissions. Therefore, the tests must include a
range of words that will provide a fair evaluation of people of different na-
tionalities, native languages, and cultures, as" well as proficiency levels.
Some of the words on these tests must be uncommon enough to allow the
highest-level test takers to demonstrate their superior knowledge.

If the purpose of a test is to give an estimate of a learner’s total vocabu-
lary size, then some method is needed to sample from all of the words the
learner might know. For lower-level learners, frequency lists up to the
10,000-word level are suitable, because such students are unlikely to know
many words beyond this. In fact, sampling from the most frequent 1,000
and 2,000 levels is often sufficient, especially for beginners. But, for very
advanced learners (and native speakers) it is necessary to sample from all
the words in a language. In this case, the dictionary method is often used.
This involves systematically choosing words from a large dictionary, for ex-
ample, the 5th word from every 10th page. These words are then fixed on a
test. The percentage of correct answers is then multiplied by the number of
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words in the dictionary to arrive at an estimate of vocabulary size. Unfor-
tunately, this method has several problems, the main one being that the re-
sulting total size estimate will depend on the size of the dictionary used,
Also, direct sampling, as mentioned above, will result in skewed results, so
some adjustments in the sampling procedure need to be made (see Nation,
1993, for details on how to do this).

Another problem is that the number of words finding their way onto the
test compared to the total number of possible words is very low. This issue
of sample rate is an important one in vocabulary testing. Let us say that the
purpose of a test is to measure knowledge of the most frequent 1,000 words
of English, and it includes a sample of 100 of those words. The 1 in 10 sam-
ple rate is probably sufficient for us to infer the degree of knowledge of the
whole 1,000 word set. But if the test included only 20 words (1 in 50), we
would be much less confident that these accurately reflected knowledge of
the set. In general, higher sample rates and greater numbers of words make
for a better vocabulary test.

Sample rate has direct effects on the three major criteria in language test-
ing: validity, reliability, and practicality. Validity is a complex issue, but for
our purposes here, it refers to how well a test measures what it is supposed
to measure. In other words, do learners’ responses to the test items repre-
sent their actual knowledge of the target words, both those on the test and
the others in the set that did not make it onto the test? (See Read, in press,
for much more on the three testing criteria). For example, a vocabulary test
in which a target word is embedded in a sentence or paragraph is supposed
to measure knowledge of that word. But in order to answer that item, a
learner must also know the other words in the context, as well as be able to
read. So the test item is tapping other knowledge in addition to knowledge
of the target word. Many test types wish to capture this integrated interac-
tion of multiple linguistic aspects, but if a test purports to measure mainly
vocabulary knowledge, these other aspects can affect the vocabulary scores
in ways that are difficult to determine. This can compromise validity. Of the
many things that influence the validity of a vocabulary test, sample rate is
important in that higher rates obviously allow a more representative sample
of the total target word pool.

Reliability concerns the stability or consistency of a test’s behavior over
time. If an examinee took a test several times, without his or her ability
changing, the test would ideally produce the same score on each adminis-
tration (perfect reliability). In the real world, the test scores would vary to
a certain degree, because of such factors as examinee alertness or fatigue,
motivation, the testing environment, and the test itself. If the test scores var-
ied wildly, we would have no idea which particular score most closely cor-
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responded with the examinee’s true ability. In general, the more items (ques-
tions) a test contains (which means a higher sampling rate), the more reli-
able the test is.

Therefore, in terms of validity and reliability, longer tests are better. But
unreasonably extensive tests often fail in terms of practicality; for example,
tests with hundreds of words are unlikely to be of much use in the class-
room. Thus, there is always tension between having a test long enough to
be valid and reliable, yet short enough to be administered. A useful rule of
thumb is that the more important the consequences of a test, the longer and
more carefully constructed it should be. High-stakes tests that greatly affect
the lives of examinees (such as whether they gain entrance to a high school
or university) obviously need to be more comprehensive than tests that have
a relatively minor effect (e.g., a quiz that counts for only a small percent-
age of a course grade). -

The bottom line is that we are often dealing with large sets of words when
assessing learners’ total vocabulary size, and the larger the vocabulary set
we wish to measure, the lower the sampling rate is likely to be. Thus, it is
an advantage if an item format can be answered quickly, allowing the max-
imum number of items to be placed on a test.

What aspects of these words do you
want to test?

After the target words have been chosen, the next step is to decide which
aspects of those words will be tested. We have seen that lexical knowledge
is complex, composed of a number of different components. In addition, vo-
cabulary learning is incremental, and so mastery of these aspects will tend
to vary on a continuum stretching from “no knowledge” at one end to “com-
plete knowledge and control” at the other. Thus, there is a great deal of lat-
itude in what we might try to measure about the knowledge of a word, al-
though in practical terms we will never be able to capture everything.
Different responses to the first question (“Why do you want to test?) will
suggest different answers to the question being discussed in this section.
Henrickson’s (1999) three dimensions of vocabulary development provide
a tool with which to consider the possible lexical aspects:

1. the degree of mastery that the test attempts to measure (partial—pre-
cise)

2. the degree to which the various word-knowledge aspects are captured

3. afocus on receptive or productive knowledge
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As previously mentioned, vocabulary tests are normally used as achieve-
ment, placement, or diagnostic tests, as well as components of proficiency
tests. I will first use Henrickson’s model to discuss which aspects are nor-
mally captured in such “size” tests, and then look at the situation for depth
of knowledge tests. (See Chapelle, 1994, for an alternative model of vo-
cabulary ability.)

Lexical aspects and vocabulary size tests

Below are four types of items commonly used on size tests.
1. firm ‘
a. deep
b. hard
c. warm
d. clean
2. The writing on the page was illegible.
a. handwritten in ink
b. written in large letters
c. difficult to read
d. written in many colors
3. serious (Give L1 translation)
4. A is a large cat with stripes that lives in the jungle.

Upon contemplation, it becomes obvious that all of these items are only cap-
turing partial knowledge of the target words. Example 1 requires knowing
that a synonym for firm is hard, but this only addresses one meaning sense,
and does not tap other senses such as “a company” (a business firm) or “un-
yielding” (a firm commitment to something). Example 2 measures recog-
nition of illegible in this sentence context, but does not show whether test
takers can recognize the word in other contexts. Example 3 asks for an L1
translation of the L2 word serious, which does not demonstrate the ability
to use it in English discourse. Examinees need to know the concrete mean-
ing sense of tiger to fill in Example 4, but may not know the figurative mean-
ing sense of “a person who is aggressive in his or her actions.”

Not only are these items limited in the lexical aspects they address, but they
only describe the degree of knowledge in terms of correct/not correct. This
means that learners may know something about a target word, but still get no
score because the degree of their knowledge was below the threshold neces-
sary to answer the item correctly. Such dichotomously scored items will never
be able to give a very precise indication of what a learner knows about a word.

These comments should indicate the difficulty of devising an item for-
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mat that captures precisely all of a learner’s lexical knowledge; in fact, such
an item is probably impossible. But it is also clear that all of these example
items are capturing only a partial amount of a learner’s potential knowledge.

If we consider how well these items capture the various types of word
knowledge, we see that they are limited in this respect as well. The main fo-
cus is on meaning, and the test taker must also be able to read the written
words in order to answer the items. But, as already noted, these items meas-
ure only a single meaning sense, whereas words in English are very often
polysemous. Beyond this, the items do not seem to address the other word-
knowledge types to any great extent. The ability to understand the target
words in spoken discourse is not measured, nor are intuitions of how fre-
quently they occur. Grammatical knowledge about word class is not elicited
in Examples 1 and 2, because the options are all the same class, and so the
examinees do not have to choose betweeti different parts of speech. This
factor does come into play in Example 4, where an appropriate answer must
be a noun, although in Example 3 the translation equivalent is likely to be
the same word class as the target word. But in none of these examples is
morphological knowledge of the other word-family derivatives required.
Likewise, register is not involved, in this case because illegible and tiger do
not seem to have any strong connotative loading in these particular sentence
contexts. (Illegible could have a very negative connotation in a sentence
such as “She died because of a mistake caused by the doctor’s illegible
handwriting.”) Collocation may be involved to a slight degree in contextu-
alized sentences 2 and 4, but nothing like the degree it would be in a pro-
ductive composition task.

The first two examples are clearly receptive items, and the second two
are productive. But Examples 3 and 4 are productivé'only to a degree. From
the prompts, examinees have to produce the appropriate word form, but this
does not guarantee that they could use the word in their speech or writing.
Only if a test taker produces a word appropriately of his.or her own accord
can we say that productive mastery has been demonstrated, and then only
in that particular context.

So we can see that the amount of information obtainable from such items
is surprisingly limited. Meaning and word form are the main types of word
knowledge captured with all these items, and the measurement of these is
in the form of a crude knows/does not know evaluation. The items are rela-
tively quick to take, which helps the sampling rate, but they provide only a
partial picture of the total underlying lexical knowledge about the word.
Nevertheless, though a close analysis exposes these items’ weaknesses, we
should not be overly negative. If we are primarily interested in obtaining an
estimate of vocabulary size, then such items probably address a sufficient
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number of lexical aspects to allow inferences to be made about how many
words are known. But we do have to be cautious in interpreting the results
of such tests. They are usually based on measurement of single meaning
senses, and so should probably be seen as estimates of how many words are
known to some partial extent. It would be a mistake to assume that all words
marked as “correct” on such tests were at the learner’s immediate command.

Lexical aspects and depth of knowledge tests

Teachers wishing to know about how well target words are known will clearly
need a different type of item format than that illustrated above. Here is one
example of a depth item that ideally taps a greater number of lexical aspects.

5. Rate your knowledge of the target word. If you choose (d), please
compose a sentence using that word.

expand
a. I don’t know this word.
b. I have seen this word before but am not sure of the meaning.
c¢. I understand the word when I see or hear it in a sentence, but I don’t
know how to use it in my own speaking or writing.
d. I can use the word in a sentence.
(Scarcella & Zimmerman, 1996)

In this item format, test takers rate their own knowledge of the target words,
and at the highest level (d) demonstrate their knowledge by producing a sen-
tence. An item like this clearly addresses more lexical aspects than the ex-
amples given in the “size” section. In Henrickson’s terms, it is written to give
a fuller and more precise description of the learner’s lexical knowledge and,
at the highest level, addresses various word-knowledge types. In order to write
an appropriate and descriptive sentence, test takers must use their knowledge
of the word’s meaning, its word class, and possibly its collocations and reg-
ister marking. Perhaps this item’s greatest strength is that it captures degrees
of mastery between “no knowledge” and “full knowledge.” However, it is
more difficult to analyze in terms of receptive and productive knowledge. At
the highest level, the nature of the knowledge is clearly productive if an ap-
propriate sentence is generated, although it stems from receptive recognition
of the target word, so the test taker does not have to actually produce the word
form from memory. The task at Levels (a), (b), and (c) is self-rating, and this
is not exactly the same thing as recognizing and comprehending a word in an
authentic context. In testing, as in acquisition, we find that the distinction be-
tween receptive and productive mastery of a word is not always clear-cut.
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Although this item provides a clearer picture of a learner’s lexical knowl-
edge, it is obvious that it will take longer to complete than the “size” for-
mats discussed earlier. This means that fewer words can be tested, limiting
the practicality of such tests to some extent. This format is also prone to stu-
dents’ overestimating their mastery, because only the final level is verified
by a demonstration of knowledge. The challenge for vocabulary-testing
specialists is to devise item formats that give quality of knowledge infor-
mation in a time-efficient and verifiable manner. Some experimental for-
mats produced for research purposes will be illustrated later.

The depth of knowledge discussion so far has concentrated on quality
measures of a learner’s sum knowledge of a word. There are times, how-
ever, that teachers may wish to measure specific components of lexical
knowledge. This might occur if students of a particular L.1 have consistent
problems with a particular lexical aspect. Ryan (1997) found that many of
her Middle Eastern students had serious problems reading and spelling Eng-
lish words because of interference from Arabic. She designed a specific lex-
ical instrument to test for this (see also page 66).

6. Underline any word which is wrong, and write the correct word above it.

1. Have you met my aren’t? She’s my mother’s sister.
2. The cat is under the table.
3. The torn came into the railway station.
4. Oh dear! You’ve cut your finger — look at the build.
(Ryan, 1997, p. 196)

In this test, a particular lexical feature is addressed, namely, discriminating
between words with a similar form: aren’t—aunt, torm~train, build-blood
(item 2 has no mistake). The purpose of this test has nothing to do with size
or depth; rather it was designed to diagnose a specific learning problem. The
different lexical aspects that could be focused upon in this way are numerous,
with the following two examples illustrating how collocational and morpho-
logical knowledge can be isolated and tested, perhaps for diagnostic purposes.

7. Fill in the grid. + = collocates ? = questionable x = does not collocate

problem amount shame man

large

great

big

major

(McCarthy, 1990, p. 12)
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8. Fill in the blank with the appropriate word.
He has an mind. (analyze, analysis, analytical, analytically)

Other considerations

A last aspect that teachers should consider in vocabulary testing is mode of
the test. Although the vast majority of vocabulary tests are in the written
mode, tests in the verbal mode are also possible; dictation and interviews
are just two examples. Mode is related to another factor — whether the test
will be a discrete measure of only vocabulary knowledge or whether it will
measure how well vocabulary can be used when it is embedded in other lan-
guage skills, such as reading and writing. This is important because many
test formats require the testee to rely heavily on other language skills to an-
swer the item correctly. Consider this example:

9. Write a sentence illustrating the meaning of gather.

A student may know the meaning of gather but might not be a proficient
enough writer to produce a sentence expressing that knowledge. If teachers
want to test vocabulary, they should try to minimize the difficulty of the
reading, writing, speaking, and listening involved in the test items so that
limitations in these language skills do not restrict students’ ability to demon-
strate their vocabulary knowledge. An example of how to achieve this is to
always use words of a higher frequency in the definitions and sentence/dis-
course context than the target words being tested.

How will you elicit students’ knowledge
of these words?

All of the points raised above lead to the writing of a testing instrument that
elicits output from students indicating their vocabulary knowledge. This in-
volves key issues such as word choice, item format, and length of test. These
issues have already been touched upon, so let us look at vocabulary tests
more globally. Read (in press) has proposed three dimensions that deter-
mine the nature of vocabulary tests. Consideration of these dimensions can
help us judge the type of vocabulary test most suited to our purposes. Note
that the term construct refers to the theoretical understanding of some as-

pect of language. ‘
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Discrete ~<——> FEmbedded

A measure of vocabulary knowl- A measure of vocabulary that forms
edge or use as an independent part of the assessment of some
construct other, larger construct

Selective ~——> Comprehensive
A measure in which specific A measure that takes account of the
vocabulary items are the whole vocabulary content
focus of the assessment of the input material (reading/
listening tasks) or the test taker’s
response (writing/speaking tasks)

Context-independent ~«——— Context-dependent
A vocabulary measure in which A vocabulary measure that assesses

the test taker can produce -“the test taker’s ability to take

the expected response account of contextual information
without referring to any in order to produce the expected
context response

If the teacher is interested in measuring vocabulary knowledge as separate
from other language skills, then tests tending toward the discrete end of the
Discrete/Embedded continuum will be most appropriate. Examples are the
Vocabulary Levels and Checklist tests in the next section. Similarly, tests
measuring vocabulary size are likely to have the same tendency. Measures
that look into how well a word can be used in language, such as in writing,
will often be embedded in a test of the four skills, for example, in an essay
examination. If we wish to test knowledge of quciﬁc words, then we select
them and put them on a test. This is a standard practice with which we are
all familiar. But this does not give us any tndication of how well the words
can be spontaneously used by the test taker. One way around this is to ask
the learner to produce language and then analyze the vocabulary content of
all that is produced. This gives a better idea of the mastery of these words,
but it is very difficult to constrain the task enough to elicit any particular
words. The Lexical Frequency Profile and type — token ratios discussed in
the next section are examples of such comprehensive measures.

There is an ongoing debate about whether vocabulary should be tested
in context. In principle, it is a good idea, but it often leads to test items that
are expensive in terms of time. Also, many context-dependent formats re-
ally only provide a generic context that means little at all. For example,
many multiple-choice context sentences have very little content, simply be-
Cause test writers do not want to give away the meaning of the target word.
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It is difficult to design formats that truly require engagement with context,
which is why words still tend to be presented in isolation or in single sen-
tence contexts.

In practice, items set on traditional tests have mainly been selective and
context-independent, while the tests themselves have tended to be discrete,
But the more test writers wish to measure learners’ ability to actually use
words in real-world situations, the further the tests need to move toward the
embedded, comprehensive, and context-dependent ends of the continuums.
Once again, teachers need to be clear about the purposes of the test before
they can decide upon the most appropriate type.

Examples of current vocabulary test development

There is no commonly accepted standardized test of English vocabulary.
The closest thing we have is the Vocabulary Levels Test, first devised by Paul
Nation (1990). Rather than giving a single estimate of total vocabulary size,
it measures knowledge of words at four frequency levels: 2,000, 3,000,
5,000, and 10,000. It also has a special level for academic English words. It
uses the following item format:

1. bitter

2. independent small

3. lovely beautiful

4. merry liked by many people
5. popular

6. slight

The test is designed to require minimal reading, and so is fairly quick to
take. The option words all have different meaning senses, so learners who
have even a vague idea of a target word’s meaning sense should be able to
make the correct match. As such, it measures threshold meaning knowledge
of the target words. Because the test gives estimates of vocabulary size at 5
levels, it is useful for placement purposes, and diagnosing vocabulary gaps.
I have written two new and equivalent versions of the Vocabulary Levels
Test, with Version 1 being presented in Appendix F. (See Schmitt, Schmitt,
and Clapham, under review, and Schmitt and Schmitt, under review, for
more on these new versions.)

Checklist tests utilize a format that allows large numbers of words to be
tested. Target words are presented on a list and learners are merely required
to check (v) if they know'them or not. The obvious problem is that many
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subjects might overestimate their vocabulary knowledge and check words
they really do not know. To compensate for this, nonwords that look like
real words but are not, such as flinder or trebron, are put onto the test along
with the real words. If some of these nonwords are “checked,” that indicates
that the student is overestimating his or her vocabulary knowledge. A for-
mula compensates for this overestimation to give more accurate scores. The
compensation formula works well if students are careful and mark only a
few nonwords, but if they mark very many, then their scores are severely
penalized and the test becomes unreliable. Paul Meara is most closely as-
sociated with this format, having developed a book of pencil-and-paper
checklist tests called the EFL Vocabulary Tests (Meara, 1992), a commer-
cial computerized version called the Eurocentres Vocabulary Size Test
(EVST) (Meara & Jones, 1990), as well as a seties of single-level comput-
erized tests called the LLEX tests (Meara, 1994). (See also Meara & Bux-
ton, 1987.) As with the Vocabulary Levels Test, these tests focus on mean-
ing, and are particularly suitable as placement tests.

As for depth of knowledge tests, two approaches can be taken. The first
attempts to measure how vocabulary develops over time (developmental ap-
proach), and the other measures which word-knowledge types are known
(dimensions approach) (Read, 1997). Test item No. 5 in this chapter illus-
trates the developmental approach. A similar, but more elaborate, self-as-
sessment scale that is becoming increasingly used in vocabulary research is
the Vocabulary Knowledge Scale (VKS) (Paribakht & Wesche, 1993).

1. I don’t remember having seen this word before.
2. T'have seen this word before, but I don’t know what it means.

3. I have seen this word before, and I think it mean ~___ (synonym
or translation) * ,
4. 1know this word. It means . (synonym or translation)

5. Ican use this word in a sentence:
(If you do this section, please also do Section 4.)

This test format combines student self-report with production to ensure that
students do know the words. This kind of test can give a teacher some indi-
cation of where along the acquisition continuum a word exists in a student’s
lexicon. In addition, because it emphasizes what students know, rather than
what they do not know, by allowing them to show their partial knowledge
of a word, it may be more motivating than other types of tests. But scales
such as this have several weaknesses that need to be addressed. The first is
that the lower-level judgments are not verified. Second, the scale mixes re-
ceptive and productive measures, which makes it difficult to interpret.
Third, it is not clear in principle how many levels such a scale should have,
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and so the number usually has more to do with convenience than theory.
Also, the increments between each stage are unlikely to be equivalent in
magnitude. Fourth, test takers often write sentences that do not really illus-
trate whether a word is mastered or not, although this scale at least controls
for this eventuality by asking for a synonym or translation.

The dimensions approach can be exemplified by tests focusing on word
associations. Although this is a new direction, there is some evidence indi-
cating that there is a gradual progression in the development of the associ-
ations of words taught in class, suggesting that association tests may be
valuable in capturing this incremental aspect of vocabulary learning (Beck,
1981). The Word Associates Test (Read, 1993, 1998) was one of the first at-
tempts to use associations to measure associative and collocational word
knowledge, in addition to conceptual knowledge. In it, the target word is
followed by a eight options, four of which have some relationship with the
target word and four of which do not. The words in the left box have a par-
adigmatic relationship (sudden — quick, surprising) with the target word,
and the ones in the right box have a syntagmatic relationship (sudden
change, sudden noise). Learners are told that there are four associates and
are asked to find them.

sudden

I |
! beautiful quick surprising thirsty ;' change doctor noise school ‘

Read (1998) concludes that the test composed of these items gives a good
overall view of the test taker’s vocabulary knowledge, but that individual
items are not very reliable indicators of the quality of knowledge of each
target word, mainly because the effects of guessing are difficult to com-
pensate for. If the four associates are chosen, the learner can be assumed to
have good knowledge of the target word; if none are chosen, the word is not
known. But it is very difficult to interpret “split” scores in which some as-
sociates are chosen, but also some of the nonassociated words. In these
cases, it is difficult to know whether the associates chosen were really
known or just guessed.

The Association Vocabulary Test developed by Vives Boix (1995) does
not seem to have such a problem with guessing. In her format, learners are
presented with three-word clusters in which two words are associated and
the other is not. Learners then choose the unrelated word. (Note: creciente
= growing, veneno = poison, pdcima = nasty drink.)

[ Jcreciente []veneno []p6cima
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She asked a number of learners to think aloud while completing the test and
found that the percentage of successful guessing with this format was very
low.

Vives Boix suggests that this format measures the degree of lexical or-
ganization rather than the number of words known well. Thus, she believes
that it might be a good supplement to the type of size tests that are normally
given. This highlights an interesting direction in vocabulary testing: trying
to describe a learner’s overall lexicon in addition to the individual words
within it. As the state of vocabulary testing advances, we may well use vo-
cabulary tests that include a number of different formats, each giving in-
formation about a different facet of vocabulary knowledge. Three facets in
particular would be important in such a global measure: the number of
words known, the degree of organization of the lexicon, and the degree to
which words within the lexicon can be used automatically.

The last type of vocabulary measure we will examine resides on the em-
bedded, comprehensive, context-dependent sides of the testing continuum.
It involves analyzing the vocabulary produced in a written composition
through statistical analysis. Lexical density (total number of content words
divided by total number of words in the composition) gives some indication
of the “content load” of a composition, with a higher figure indicating a
higher density of content words (see page 75). Lexical variation or type—
token ratio (number of different words in a text divided by total number of
words in a text) shows the range of words used in a text. A higher figure
means that the writer has used more variety of words with less repetition.
Lexical sophistication (number of sophisticated word families in a text di-
vided by total number of word families in a text) shows the proportion of
relatively advanced words occurring in a text. The definition of what is ad-
vanced has to be defined for a particular group of students with their par-
ticular background and proficiency, but lower frequency of occurrence is
one obvious criterion. '

Laufer and Nation (1995) used the 1,000 and 2,000 frequency lists, along
with the University Word List (UWL) to create the Lexical Frequency Pro-
file (LFP). They use a computer program to sort all of the words in a com-
position into a four-category profile. For example, the profile for a learner
producing 200 1,000-level word families, 50 2,000-level, 20 UWL, and 10
others not on these lists (280 in total) would be 71%—18%—7%—4%. Further
research by Laufer (1994) suggested that taking the percentage of words be-
yond the 2,000 level gave a better indication of the vocabulary progress with
her students. All of these methods have the advantage that the students pro-
duce the words of their own accord in the composition, and that they are
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used in context. The downside is that these statistical procedures will need
to be researched further before their classroom applications are clear.

Implications for teachers

Perhaps the greatest lesson to be drawn from this testing review is that the
purpose of a test needs to be established before any evaluation of a par-
ticular test format can be made. For most teachers, the purpose will usu-
ally be achievement, placement, or diagnostic in nature, and so you may
well continue to rely on traditional test formats. Still, using the frame-
works suggested in this chapter can help to analyze these tests in a much
more rigorous way, which should facilitate achieving a better match be-
tween purpose and realization. If you wish to write vocabulary tests, the
questions should give you a basis to go through the development process
in a principled manner. Another key point is that proper test development
is recursive, and involves getting feedback on draft test versions from pi-
loting or from colleagues, and revising the tests on the basis of that feed-
back.

We have seen that no test format gives a complete specification of how
well a word is known. This means that vocabulary tests give incomplete in-
formation about an examinee’s lexical knowledge. Thus, you need to be
careful about how you interpret test results. Analyzing the test items to see
what they require of the test takers will give you a better idea about what
inferences can be made about the underlying lexical knowledge.

Summary

Testing vocabulary is a more complicated business than might at first be
assumed. A number of important factors need to be considered in the
development of a well-designed vocabulary test. This chapter offered a
systematic way of considering these factors. It also suggested one frame-
work for evaluating which lexical aspects to consider focusing on in vo-
cabulary tests, and another for analyzing the general attributes of a test.
Several tests which are currently being used in vocabulary research were
illustrated to show present thinking in the area of vocabulary test devel-
opment.

Assessing vocabulary knowledge 179

Exercises for expansion

1. Look at the following test items. Analyze what they require of the test tak-
ers and what we can confidently infer about their lexical knowledge if they
answer the items correctly. Or incorrectly?

i. Write your native-language translation for the word.
support
experience
difficult _____

i. Fill in the missing words.

| think thatwast____
was no trouble i

happiest summerofmyl_____ . There
our valley. Fletcherwasa______ _ona
business trip most of t summer.Hewastryingt _______get
a contractto s large amounts of beef t an Indian
Reservation somed ______.away.

(Wallace, 1982, p. 115)

iii. Choose the best pair of words to fill in the two blanks in the sentence.

Though the Oxford English Dictionary is undoubtedly the greatest dic-
tionary ever , it is designed for scholars and research work-
ers rather than the dictionary user.
a. assembled, assiduous
b. demonstrated, amateur
c. compiled, casual
d. published, professional
e. projected, omniscient
(Nurnberg & Rosenblum, 1977, p. 301)

iv. Circle the entry that does not fit with the rest of the group.

a. editorial b. court
business section Iawy'er
cartoons jail
weather author
research paper judge
advertisements jury

(Paul Nation, personal communication)

2. There have been ongoing attempts to make the lexical items on the
TOEFL more context-dependent. The current computerized version pre-
sents a passage on the left side of the screen. For a vocabulary item, part
of the passage is highlighted in bold font. The test taker is directed to the
target word in the passage, and then must find a synonym for it within the
highlighted excerpt:
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(Text highlighted in bold)

The Southwest has always been a dry country, where water is
scarce, but the Hopi and Zuni were able to bring water from streams
to their fields and gardens through irrigation ditches. Because it is
so rare, yet so important, water played a major role in their religion.

(ltem)
Look at the word rare in the passage.
Click on the word in bold text that has the same meaning.

(TOEFL, 1998a, 1998b)

How much must test takers engage with the passage context in order to
answer this type of item? Is there a way to make vocabulary items com-
pletely context-dependent?

3. Develop your own test of academic vocabulary using the procedures out-
lined in this chapter. Use the Academic Word List in Appendix B to sam-
ple from. Issues you will have to consider include purpose of the test,
which words to sample from the list, how many words to sample, and
which item format to adopt.

Further reading

For more on vocabulary testing: Nation (1990), Read (1997), and Read
(2000).

For details on testing in general: Hughes (1989), Bachman (1990),
Cohen (1994), and Bachman and Palmer (1996).

For an accessible how-to-do-it handbook that includes vocabulary test-
ing: Heaton (1988).

Appendixes

Appendix A Word associations for illuminate

One hundred British university students gave three associations each to
form this list. The top three responses are indicated in bold.

..

aglow enhance learn reveal 3
attention enknowledge light 78 rocket
Blackpool 10 enlighten 8 lighten 8 room
bright 22 excited light up 6 see 3
brighten 10 explain lit shine 12
brightness 2 expose make clear show 5
bulb 8 expressive manuscript sign 2
candle 2 fair meaning stars
Christmas 6 fire 2 medieval sun 3
clarify 6 flood monks switch
clarity 3 floodlight moon tacky
clear 5 florescent night ,  thought
clothes glass noticeable - torch
colorful glow 4 open * tree
colors 4 golden physics ultraviolet
darkness grasp picture 2 understand 5
dazzling green point out unpack
dim highlight 8 precise wonder
discover idea 4 present write
display inspire question yellow
educate knowledge 2 raise

electric lamp 5 realization 2

electricity 2 lazer red

(Personal files)
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Appendix B The Academic Word List (AWL)

The AWL was compiled by Averil Coxhead (1998) from a corpus of writ-
ten academic English, which contains approximately 3.5 million words.
The corpus included texts from twenty-eight subject areas, including seven
each from four faculty sections: Arts, Commerce, Law, and Science. Thus
the AWL contains words that occur in a wide variety of academic contexts.
The words on the list were selected according to three criteria: range, fre-
quency, and uniformity. As such, AWL words should be seen as essential
support vocabulary that is necessary to read academic topics, regardless of
the discipline. The list is divided into ten sublists, with 1 being the most fre-
quent and 10 being the least frequent.

abandon 8 analyse 1 benefit 1
abstract 6 annual 4 bias 8
academy 5 anticipate 9 bond 6
access 4 apparent 4 brief 6
accommodate 9 append 8 bulk 9
accompany 8 appreciate 8 capable 6
accumulate 8 approach 1 capacity 5
accurate 6 appropriate 2 category 2
achieve 2 approximate 4 cease 9
acknowledge 6 arbitrary 8 challenge 5
acquire 2 area 1 channel 7
adapt 7 aspect 2 chapter 2
adequate 4 assemble 10 chart 8
adjacent 10 assess 1 chemical 7
adjust 5 assign 6 circumstance 3
administrate 2 assist 2 cite 6
adult 7 assume 1 civil 4
advocate 7 assure 9 clarify 8
affect 2 attach 6 classic 7
aggregate 6 attain 9 clause 5
aid 7 attitude 4 code 4
albeit 10 attribute 4 coherent 9
allocate 6 author 6 coincide 9
alter 5 authority 1 collapse 10
alternative 3 automate 8 colleague 10
ambiguous 8 available 1 commence 9
amend 5 aware 5 comment 3
analogy 9 behalf 9 commission 2

commit
commodity
communicate
community
compatible
compensate
compile
complement
complex
component
compound
comprehensive
comprise
compute
conceive
concentrate
concept
conclude
concurrent
conduct
confer
confine
confirm
conflict
conform
consent
consequent
considerable
consist
constant
constitute
constrain
construct
consult
consume
contact
contemporary
context
contract
contradict
contrary

[

o
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contrast
contribute
controversy
convene
converse
convert
convince
cooperate
coordinate
core
corporate
correspond
couple
create
credit
criteria
crucial

- culture

currency
cycle

data

debate
decade
decline
deduce
define
definite
demonstrate
denote

deny
depress
derive
design
despite
detect
deviate
device
devote
differentiate
dimension
diminish

p—
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discrete
discriminate
displace
display
dispose
distinct
distort
distribute
diverse
document
domain
domestic
dominate
draft
drama
duration
dynamic
economy
edit
element
eliminate
emerge
emphasis
empirical
enable
encounter 1
energy
enforce
enhance
enormous 1
ensure
entity
environment
equate
equip
equivalent
erode
error
establish
estate
estimate

AR, RAOVUNNNNFUNWOAUNMUMOUNNNWRERNINNDNAR JOVOUNWAANWOARRRONIAKWO W
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ethic
ethnic
evaluate
eventual
evident
evolve
exceed
exclude
exhibit
expand
expert
explicit
exploit
export
expose
external
extract
facilitate
factor
feature
federal

fee

file

final
finance
finite
flexible
fluctuate
focus
format
formula
forthcoming
found
foundation
framework
function
fund
fundamental
furthermore
gender
generate
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generation
globe

goal

grade
grant
guarantee
guideline
hence
hierarchy
highlight
hypothesis
identical
identify
ideology
ignorant
illustrate
image
immigrate
impact
implement
implicate
implicit
imply
impose
incentive
incidence
incline
income
incorporate
index
indicate
individual
induce
inevitable
infer
infrastructure
inherent
inhibit
initial
initiate
injure

1
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innovate
input

insert

insight
inspect
instance
institute
instruct
integral
integrate
integrity 1
intelligence
intense
interact
intermediate
internal
interpret
interval
intervene
intrinsic 1
invest
investigate
invoke
involve
isolate
issue
item
job
journal
justify
label
labor
layer
lecture
legal
legislate
levy
liberal
licence
likewise
link
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locate
logic
maintain
major
manipulate
manual
margin
mature
maximise
mechanism
media
mediate
medical
medium
mental
method
migrate
military
minimal
minimize
minimum
ministry
minor
mode
modify
monitor
motive
mutual
negate
network
neutral
nevertheless
nonetheless 1
norm
normal
notion
notwithstanding 1
nuclear
objective
obtain
obvious
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occupy
occur
odd 1
offset
ongoing 1
option

orient

outcome

output

overall

overlap
overseas

panel 1
paradigm~
paragraph
parallel
parameter
participate
partner

passive
perceive
percent

period

persist 1
perspective
phase
phenomenon
philosophy
physical

plus

policy

portion

pose 1
positive
potential
practitioner
precede

precise

predict
predominant
preliminary
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presume
previous
primary
prime
principal
principle
prior
priority
proceed
process
professional
prohibit
project
promote
proportion
prospect
protocol
psychology
publication
publish
purchase
pursue
qualitative
quote
radical
random
range
ratio
rational
react
recover
refine
regime
region
register
regulate
reinforce
reject
relax
release
relevant
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reluctance 10 sole 7 text 2 Appendix C Frequency of selected words in
rely 3 somewhat 7 theme 8 CIC/BNC corpora

remove 3 source 1 theory 1

require 1 specific 1 thereby 8

research 1 specify 3 thesis 7 Frequency compared Number of occurrences
reside 2 sphere 9 topic 7 Word to disaster per one million words
resolve 4 stable 5 trace 6 1. and 732.82 25516.91
resource 2 statistic 4 tradition 2 2. age 6.08 211.88
respond 1 status 4 transfer 2 3. effort 3.02 11421
restore 8 straightforward 10 transform 6 4. wine 1.84 63.94
restrain 9 strategy 2 transit 5 5. device 1.58 54.93
restrict 2 stress 4 taosmit 7 6. disaster 1.00 34.82
retain 4 structure I tansport 6 7. complication 38 . 13.14
reveal 6 style 5 trend 5 8. emblem 09 311
revenue 5 submit. 7 trigger 9 9. vanquish 03 95
reverse 7 subordinate 9 ultimate 7 10. brainy o1 44
revise 8 subsequent 4 undergo 10

revolution 9 subsidy 6 underlie 6

rigid 9 substitute 5 undertake 4

role 1 successor 7 uniform 8

route 9 sufficient 3 unify 9

scenario 9 sum 4 unique 7

schedule 8 summary 4 utilise 6

scheme 3 supplement 9 valid 3

scope 6 survey 2 vary 1

section 1 survive 7 vehicle 8 |

sector 1 suspend 9 version 5 '

secure 2 sustain 5 via 8 :

seek 2 symbol 5 violate 9

select 2 tape 6 virtual 8

sequence 3 target 5 visible 7

series 4 task 3 vision 9

sex 3 team 9 visual 8

shift 3 technical 3 volume 3

significant 1 technique 3 voluntary 7

similar 1 technology 3 welfare 5

simulate 7 temporary 9 whereas 5

site 2 tense 8 whereby 10

so-called 10 terminate 8 widespread 8
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Appendix D Concordance for made it plain

Benny Polymer, the Titford manager,
“He

quality of his stance, his expression,

about six months, since Stephen had

right hon. Friend the Prime Minister

Boswell had by now

Fourthly, the 1966 White Paper

come to power, Napoleon 111 had

What it does mean is that he had
He

Innocent had also

again (though Edward VIII

Yet The Stock Exchange has

The British Shippers” Council has
Iran has

and their allies have always

by families, but Mrs Thatcher has
inner cities, the Prime Minister

at the foot of the stairs the dog
Mr Li has

v. Atack whether the police had
However, the Government

for the Republicans have already
where the manager and staff

She

Before I took that stand, I
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made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
made it plain
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at the start of the season that promotion was
enough,” I said.

he had overheard.

how much he objected even to a friendship

in his statement that we shall explore further

over a number of years that he wished to write
that at that time it was the government’s

that for him the problem of Paris was not simply
that he intended a legal relationship to exist

that he now wants to forgive and forget Mr

that he was the final authority in matrimonial

that he would only comply if the Liberal

that it does not intend to require compliance with
that it welcomes foreign competition as a means
that it would take it amiss if it were left out of any
that January 15th was merely the point after which
that she expects families to take on extra

that she was to spearhead the inner city campaign
that stairs were an innovation he’d not

that there will be no more special economic zones
that they did not want the defendant’s “help,” and
that they intended to go back into the ERM when
that they plan to use New York to frighten voters
to me that if staff were concerned about their safety
to them that she was upset by his tactless gesture.
what I was going to do.
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3. determiner numerative adjective adjective classifier thing
(evaluative) (objective)

old electric trains
cuckoo clock

those two splendid
that big noisy brown

Sinclair (1972) suggests that modifiers are generally ordered according
to the categories above, although the order can be changed to highlight par-
ticular elements. Can you think of any examples that contradict this pattern?
How generalizable is it?
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Appendix E Missing Words from the Chapter 8
Reading Passages

Passage 1: Pain

inescapable burdens

inadequate  Renaissance
neurons neurotransmitters
chronic cites

Passage 2: Dinosaurs

rampage genuine

fossil convention
magpie Jurassic

relics innocent
Vertebrate Paleontology
domain paleontologists
bounty surveillance

encountered  fossil

Passage 3: Wine

grapes flourishing
Indigenous  labrusca
cultivating  traditional
climate phylloxera
temperate vinifera
culture appreciation
cheap hooch
consumers  winemaking
technology ~ accomplish
sheer entrepreneurship
dawn era

inescapable
endured
laymen
lumbar

fossils
hawking
claws
pastime
fossils
fossil
looters
fossil

vinegar
grapes
vinifera
aphid
Ironically
repeal
fortified
tradition
trial
vintages
Cabernet

contemporary flawed
stoicism prefigured
neurotransmitters nonmalignant
chronic medieval
auction paleontologists
skeletons fossilized
briskly apiece
baseball fossil
paleontologists  gout
lumber bony
pillaging paleontologists
premier cru
prominent planters
grapes vines
roots aphid
temperance grapes
Prohibition Depression
entrepreneurs  reacted
stylg Armed
error eventually
blind professional

Chardonnay
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Appendix F Vocabulary Levels Test: Version 1

This is one of two versions of the Vocabulary Levels Test that are available.
See Schmitt, Schmitt, & Clapham for details on the procedures used to val-
idate this test, and Schmitt and Schmitt (under review) for Version 2.

This is a vocabulary test. You must choose the right word to go with each
meaning. Write the number of that word next to its meaning. Here is an ex-

ample.

1. business

2. clock _partofahouse

3. horse ___animal with four legs

4. pencil _ something used for writing
5. shoe

6. wall

You answer it in the following way.

1. business

2. clock __ 6 partofahouse

3. horse 3 animal with four legs

4. pencil __4  something used for writing
5. shoe

6. wall

Some words are in the test to make it more difficult. You do not have to find
ameaning for these words. In the example above, these words are business,
clock, and shoe.

If you have no idea about the meaning of a word, do not guess. But if you
think you might know the meaning, then you should try to find the answer.

Version 1: The 2,000-word level

1. birth

2. dust - game

3. operation ——_winning

4. row ____ beingborn
5. sport

6. victory

1. choice

2. crop — heat

3. flesh —  meat

4, salary _______ money paid regularly for doing a job
5. secret

6. temperature

OO AN~

cap

. education
. journey
. parent

scale
trick

. attack
. charm

lack
pen

. shadow
. treasure

. cream
. factory

nail
pupil

. sacrifice
. wealth

adopt
climb

. examine

pour

. satisfy
. surround

bake

. connect
. inquire

. limit

. recognize
. wander

burst

. concern
. deliver

fold

. improve

urge
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teaching and learning
numbers to measure with
going to a far place

gold and silver

— pleasing quality

not having something

—_partof milk

a lot of money
person who is studying

—_goup

look at closely
be on every side

‘n

— join together

walk without purpose
keep within a certain size

break open
make better
take something to someone



oo, wN -

194 Vocabulary in language teaching

. original
private
royal
slow

sorry
total

. brave

. electric
firm
hungry
local
usual

SO RON

first
not public

_____ all added together

commonly done

__ wanting food

having no fear

Version 1: The 3,000-word level

belt

. climate

. executive
. notion
palm
victim

SO ALN

acid
bishop
chill

ox

. ridge

. structure

SO AWM

bench
charity
jar

mate

. mirror

. province

CEC AN S

boot

. device

. lieutenant
. marble

. phrase

. vein

onhwN~

idea
inner surface of your hand
strip of leather worn around the waist

cold feeling
farm animal
organization or framework

long seat

—— help to the poor

part of a country

army officer
a kind of stone
tube through which blood flows

DA WN =

oNnhwON

OORWON = oA WN = oA WN =

oupwP=

. apartment
. candle

draft

. horror
. prospect

timber

. betray

. dispose
. embrace
. injure

. proclaim

scare

. encounter
. illustrate
. inspire

. plead

seal
shift

. assist
. bother
. condemn

erect
trim
whirl

. annual

. concealed
. definite

. mental

. previous

. savage

dim

. junior
. magnificent
. maternal

odd

. weary
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a place to live
chance of something happening
first rough form of something written

frighten

—say publicly

hurt seriously

meet

— begforhelp

close completely

—  help

cut neatly
spin around quickly

- wid

clear and certain
happening once a year

strange

—_wonderful

not clearly lit
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Version 1: The 5,000-word level

PAAPNS DONRRNS OORPNS DORWNS OORON

XSRS S

. balloon
. federation
. novelty

pail

. veteran

ward

. alcohol

apron
hip
lure
mess

. phase

. apparatus
. compliment

ledge
revenue
scrap
tile

bulb

. document
. legion

mare

. pulse

tub

. concrete

era
fiber
loop

. plank
. summit

blend
devise
hug
lease
plague

. reject

_ bucket

unusual interesting thing
rubber bag that is filled with air

stage of development
state of untidiness or dirtiness
cloth worn in front to protect your clothes

expression of admiration
set of instruments or machinery
money received by the government

female horse
large group of soldiers or people
a paper that provides information

circular shape
top of a mountain
a long period of time

mix together
plan or invent
hold tightly in your arms

PURAWNS OURAONS OOALNS

ourwh~

. abolish

drip
insert

. predict

soothe

. thrive

bleed

. collapse

precede
reject
skip
tease

casual

. desolate
. fragrant

radical
unique

. wholesome

gloomy
gross
infinite
limp
slim
vacant
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bring to an end by law
guess about the future
calm or comfort someone

—_ come before
—fall down suddenly
move with quick steps and jumps

sweet-smelling
— onlyone of its kind
—good for your health

—_emply
dark or sad
without end

Version 1: The 10,000-word level

oAM=

PO A WD

. antics

. batch

. connoisseur
. foreboding

. haunch

scaffold

. auspices

dregs
hostage
jumble
saliva
truce

foolish behavior
—agroup of things
person with a good knowledge of art or music

confused mixture
natural liquid present in the mouth
worst and most useless parts of anything
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So AN~

CNPONS OORWNS OUNAON~ OUARBNS

SopwN

. casualty

flurry
froth
revelry
rut

. seclusion

. apparition

botany

. expulsion
. insolence

leash
puddle

arsenal

. barracks

deacon
felicity

. predicament

spore

. acquiesce

bask

. crease
. demolish
. overhaul

rape

. blaspheme
. endorse
. nurture

skid
squint

. straggle

clinch
jot

. mutilate
. smolder
. topple

whiz

someone killed or injured
being away from other people
noisy and happy celebration

— ghost

study of plants
small pool of water

happiness
difficult situation
minister in a church

to accept without protest
sit or lie enjoying warmth
make a fold on cloth or paper

slip or slide
give care and food to

—_speak badly about God

move very fast
injure or damage
burn slowly without flame

OUThAWN =

OB AWN

DUAWNS OURON= OUTAWN

LRSI E S

. auxiliary
candid

. luscious
. morose
. pallid
pompous

. dubious
. impudent
. languid
. motley
. opaque
primeval
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___bad-tempered
__ full of self-importance
__ helping, adding support

rude
very ancient
of many different kinds

Version 1: Academic vocabula};

1. benefit

. labor

. percent
. principle
. source

survey

. element
fund

layer

. philosophy
. proportion
. technique

. consent

. enforcement
. investigation
. parameter
sum

trend

. decade
fee

. file

. incidence
perspective
topic

work

— partof100.

general idea used to guide one’s actions

money for a special purpose
skilled way of doing something
study of the meaning of life

.O

total
agreement or permission
trying to find information about something

10 years
subject of a discussion
money paid for services
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OO h WN -

DN hAhWN =

PUNRWNS OORON= OOARONS

oA WN =

colleague
erosion

. format

. inclination
. panel

. violation

achieve

. conceive

grant
link
modify

. offset

. convert

design
exclude

. facilitate
. indicate

survive

. anticipate
. compile

. convince

. denote

. manipulate

publish

. equivalent
. financial

. forthcoming
. primary

. random

. visual

. alternative
. ambiguous
. empirical

. ethnic

. mutual

. ultimate

action against the law
wearing away gradually
shape or size of something

change
connect together
finish successfully

keep out
stay alive
change from one thing into another

control something skillfully
expect something will happen
produce books and newspapers

most important
concerning sight
concerning money

last or most important
something different that can be chosen
concerning people from a certain nation
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