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ABSTRACT  

 

 The purposes of this study were to investigate the effect of word-frequency 

controlled reading on students’ incidental vocabulary acquisition and the influential 

factors on word learning. It also explored vocabulary learning strategies which the ten 

most successful students frequently employed in order to acquire thirty target words. 

The subjects of this study were thirty participants with moderate English proficiency. 

Over a period of five weeks, the subjects read ten pieces of reading material, each 

containing the same thirty target words. The reading materials were adapted in order 

to incorporate the thirty target words into each text without changing their original 

contents. Data were collected utilizing three research instruments: pre- and post- 

translation production tests, pre- and post-word comprehension in context tests, and a 

post-oral interview. 

The findings of the study can be summarized as follows: 

1. The students acquired an average of 75.88% of the target words’ meanings 

and comprehended an average of 47.77% after the reading treatment. 

2. Verbs and adjectives were found to be the most difficult word classes for 

the students to acquire. Adverbs were the easiest word class for them to understand; 

85.9% on the translation production test and 60% on the word comprehension in 

context test. Concrete words were acquired slightly better by the students, at a rate of 

67.4% on the translation-production test than on the word comprehension in context 

test—at a rate of 56.6%. Moreover, words which had only one concept and which 

belonged to just one part of speech were easier for the students to acquire incidentally. 
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Finally, the words containing seven to nine letters (moderate length) were acquired at 

the highest rate, 79.78%. 

3. Data interpreted from the oral interviews indicated that among the four 

vocabulary learning strategies (information sources, dictionary use, memorizing and 

practice, and others), information sources and dictionary use were the most popular 

strategies among the top ten most successful students, being used 25% of the time. 

Specifically, guessing word meaning from context, which was a sub-strategy in the 

information source category, was the most frequently employed by the respondents, at 

a rate of 60%. This particular strategy was chosen by the students because it was 

considered concrete and feasible to apply during the reading comprehension process. 

By contrast, other vocabulary strategies especially the two sub-strategies including 

encountering on TV and learning from a product label were employed the least at only 

10%. 

4. The majority of subjects reported that they would probably acquire the 

meanings of words which occurred in a treatment at least six times (mean = 6.35), 

especially words with less abstract meanings and those which belonged to only one 

part of speech. 

Further research studies in this area would help develop better prepared 

materials to foster learners’ vocabulary knowledge at least as regards meaning. Since 

a number of the target words used varied in function, such findings need to be verified 

by further research before any generalizations can be made. The selection of target 

words may be more carefully controlled by using the same class of word to be tested.  
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CHAPTER 1 

 

INTRODUCTION 

 

 This thesis presents a study on the effect of word-frequency controlled reading to 

develop Thai grade 9 EFL students’ ability in vocabulary acquisition through the use of 

ten pieces of adapted reading material. The introduction consists of the research rationale, 

its purposes, the research questions, the significance of the study, the expected results, the 

scope and limitations, and a definition of key terms in the study. 

 

1.1 Rationale for the Study 

 

Lexical knowledge is considered an important part of the foundation of language 

learning including learning English as a Second Language (ESL) and English as a 

Foreign Language (EFL). Mastering a new word certainly involves such commonsense 

abilities as form recognition (pronunciation, spelling, derivations) and knowing its 

dictionary meaning. Knowledge of its specific grammatical properties, however, as well 

as the ability to use the word appropriately in certain contexts, and its functions 

(frequency and appropriateness), are all part of the mastery process (Nation, 1990; 

Oxford & Scarcella, 1994).  

One way ESL/EFL learners acquire new words is through the use of their 

schemata, which include a repertoire of lexical sets. Exposure to target language inputs, 

particularly in the form of reading texts, is another way a learner’s vocabulary develops 

(Laufer, 2001). Research has indicated that during the reading process, the language 

learning skill most frequently employed by students is the acquisition of new vocabulary 

(Hayes & Ahrens, 1988). Thus, vocabulary learning is presumably a part of a student’s 

responsibility in EFL learning, and as such exposure to reading is the primary driver of 

vocabulary acquisition (Waring, 2000).  
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With regard to Thai EFL learners, deficiency of vocabulary knowledge has long 

been a significant problem for most students, both young and adults (Sawangwaroros, 

1984; Navasumrit, 1989; Sripetpun, 2000; Opasruttanakorn, 2005). At primary and 

secondary levels, grammar and reading are the skills mainly emphasized in the typical 

EFL classroom in Thailand, with vocabulary receiving little direct focus, but instead 

being taught concurrently with the aforementioned skills (Sawangwaroros, 1984; 

Navasumrit, 1989; Moran, 1991). Time constraints on teaching, is the main reason for 

this ancillary instructional treatment (Moran, 1991). Clearly, if ESL/EFL learners possess 

only limited vocabulary, they can hardly employ target language structures or functions 

to achieve successful communication (Opasruttanakorn, 2005). It is due to this fact that 

Thai EFL learners usually encounter major problems in their studies. Inevitably, learners’ 

lexical limitations lead to learners’ minimal success (Navasumrit, 1989).   

The circumstances in Thailand are not conducive to Thai learners acquiring the 

skill to use English realistically (Sripetpun, 2000). They usually have to read English 

printed texts in class in reading courses. These reading materials rarely control the 

frequency of target words occurring in the texts but rather recycle them in post-reading 

activities such as gap-filling exercises, multiple choice exercises, and short-sentence 

writing exercises. However, these activities do not provide adequate exposure to word 

learning because of limitations on teaching time and target word occurrence in reading 

materials. 

Different techniques of direct vocabulary instruction have been employed to solve 

such problems, such as using the vocabulary card-card-box technique (Tassana-ngam, 

1994), learning the individual meanings of target words, and deriving the meaning of 

words from context (Wimolkasem, 1992). Despite its proven effectiveness, direct 

vocabulary instruction suffers the criticism of decontextualization, and appears to be 

inadequate to equip learners in ESL/EFL classrooms with a basic vocabulary of 3000-

5000 word families, demanded by most English textbooks used in most EFL classes in 

secondary/high schools (Nation & Waring, 1997). Therefore, incidental vocabulary 

learning through text processing is viewed as one solution. 
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The notion of incidental vocabulary acquisition can be said to be correspond to 

implicit and/or explicit learning as it is discussed in second language (L2) and foreign 

language (FL) pedagogy. Incidental vocabulary acquisition generally refers to learning 

vocabulary while engaging in any activity which is not directly aimed at commiting 

lexical information to memory (Hulstijn, 2001). One way of enhancing incidental 

vocabulary learning is to provide several reading activities so that ESL/EFL learners can 

discover new lexical items. Numerous studies have focused on vocabulary acquisition 

through text processing. Specifically, the frequency of exposure to the unknown words in 

a text has a significant impact on the retention of word meanings. Language learners 

usually acquire many words that are repeated often in a particular text. In order to better 

increase word learning, texts can be purposely organized so as to increase exposure to 

new vocabulary, and this can be done without affecting text content (Kim, 2006). One 

effective way of establishing and strengthening lexical knowledge is to simply use 

repetitions of words throughout several texts (Rott, 2007). 

A moderate rate of word frequency in reading i.e. six to eight encounters have 

been shown to be sufficient for low to middle proficiency EFL learners to internalize an 

unknown word (Rott, 1999; Zahar et al., 2001). Incidental vocabulary acquisition, then, 

can be achieved by repeatedly encountering new words in multiple texts (Rott, 1999; 

2007; Zahar et. al, 2001; Waring & Takaki, 2003). Previous research also suggests that 

the design of instructional materials for vocabulary acquisition should provide consistent 

and frequent exposure to the target vocabulary. 

 However, vocabulary exposure experiments encounter many deficiencies; 

particularly in quality control of test construction, target word exposure, and control of 

ability level (Waring, 2000). Most L2 incidental vocabulary acquisition studies (Saragi et 

al., 1978; Ferris, 1988; Dupuy & Krashen, 1993) have been criticized for a number of 

limitations (Raptis, 1997; Hunt & Beglar, 2005), most of which are also acknowledged 

by the researchers themselves. One example is the usage of measuring instruments which 

are unable to detect small gains in learning (Nation, 2001). For example, Pitts et al. 

(1989) commented that their measuring instrument was designed in such a way that 
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rendered the knowledge gained partially useless. Moreover, they did not adequately 

control text difficulty (Nation, 2001). In another study, Pitts et al. (1989), reported that 

over 50% of the participants failed to finish reading the assigned chapters. The number of 

target words has also been identified as an issue, for example; only seventeen words were 

tested by Day et al. (1991). 

Even though the problem of target vocabulary control in designing reading 

materials requires intellectual intervention and time allocation, further revision of 

editorial versions would better facilitate natural learning of the target vocabulary. From 

this perspective, the same target words should be added to each text equally, so that 

learners can more easily acquire the vocabulary. In addition, previous studies distributed 

the target words throughout texts simply randomly, resulting in a lack of frequency 

control (Fukkink et al., 2001; Waring & Takaki, 2003; Pigada & Schmitt, 2006; Rott, 

2007). Min (2008) suggested that when it comes to enhancing target vocabulary 

acquisition among EFL secondary students, reading texts accompanied by post-reading 

exercises, are more effective and efficient than reading texts alone. Previous research 

indicates that learners obtain some knowledge of new vocabulary items from reading a 

text alone, but the studies have little to say about how or why the words were learned.   

The current study is, therefore, based on the assumption that an adequate and 

consistent frequency of words occurring in reading materials is an indispensable feature 

of acquiring a large amount of vocabulary in the language learning process. The study 

sets out firstly, to investigate the effect of providing ten word-frequency controlled 

readings with a variety of content, on students’ vocabulary acquisition as well as 

examining their possible influential factors affecting word learning. Secondly, it aims to 

discover the most frequently used strategies employed by the top ten most successful 

students and how they achieved their lexical knowledge. It is hoped that the findings will 

provide some important implications for EFL pedagogy in Thailand.  
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1.2 Purposes of the Study 

(1) To investigate the effect of reading with controlled word frequency on the 

students’ vocabulary acquisition, as measured by the scores of the subjects on the pre- 

and post-tests which include a word meaning test and a word comprehension test. 

(2)  To examine the factors affecting the subjects’ incidental vocabulary 

acquisition. 

(3)  To explore the strategies the subjects use in acquiring target words. 

 

1.3 Research Questions 

(1) Will the subjects incidentally acquire target words through reading with 

controlled word frequency? If so, what kind of vocabulary will they acquire the most and 

how? 

(2) What strategies will the subjects use to determine the target word definitions 

and achieve word comprehension? 

 

 

1.4 Significance of the Study 

The present study aims to investigate the ability of Thai grade 9 EFL students in 

incidentally acquiring target vocabulary contained in ten reading texts. The results of this 

research are expected to apply to other EFL students. Therefore it will assist EFL 

teachers in making decisions about preparing reading materials as well as adapting 

appropriate texts to aid vocabulary acquisition. 

 

1.5 Expected Results 

 It is expected that the results obtained from this study will be able to be applied in 

Thai EFL pedagogy to reevaluate the way English teachers teach reading and vocabulary, 

especially with regard to vocabulary acquisition from text processing. In particular, it is 

expected that: 
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 (1)  The subjects will incidentally acquire the thirty target words, in terms of their 

meanings and the subjects’ comprehension of them, as a result of the word-frequency 

controlled readings. 

 (2)   Factors affecting the subjects’ incidental vocabulary acquisition such as parts 

of speech, word classes, word length in letters, and word concepts will be discovered. 

 (3) The vocabulary learning strategies which the top ten highest achievers employ 

to comprehend the thirty target words and determine their definitions will be discovered.  

 

1.6 Scope and Limitations of the Study 

The following constraints need to be taken into account in the present study: 

(1) The present study focused only on the subjects’ ability in acquiring thirty 

target words through ten frequency-controlled readings. No other non-relevant 

vocabulary was tested. 

(2) It was designed to investigate only two aspects of word knowledge: word 

meaning and word comprehension in context. 

(3) It was limited to grade 9 EFL Thai learners in a secondary school in Hat Yai, 

where the situation and context might differ from those in other age groups, proficiency 

levels, and locations. 

(4) The subjects of the study did not constitute a large group of students. 

Therefore, the findings should be taken as tentative rather than conclusive. 

 

1.7 Definition of Terms 

 (1) Incidental Vocabulary Acquisition (IVA) is implicit vocabulary learning in 

which learners are engaged in activities which focus on understanding a text rather than 

on vocabulary alone. 

(2) Word Frequency Controlled Reading refers to the ten reading texts 

containing the thirty target words as well as the accompanying exercises. The thirty target 

words were included in each piece of reading material equally. 
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(3) Translation Production Test refers to the L2 to L1 meaning translation test 

designed to measure the subjects’ ability to convert the word meanings of the thirty target 

words from English into Thai. 

(4) Word Comprehension in Context Test refers to a gap-filling test requiring 

students to fill in the fifteen blanks by selecting from the fifteen provided target words 

and five additional distracters. It was designed to assess the students’ ability to 

understand the fifteen random target words (their meanings, functions, and usage) in 

context when they were encountered during reading.   

 



CHAPTER 2 

 

LITERATURE REVIEW 

 

The concept of vocabulary acquisition through reading is broad and involves 

many aspects of education. This chapter provides a related literature review to support 

the study of the effect of providing controlled word-frequency exposure in reading on 

the students’ ability to learn the target vocabulary as well as explore the successful 

learners’ strategies in acquiring these words. Five aspects relevant to this study are 

reviewed to provide a general background for the study. The terminological issues 

about intentional and incidental vocabulary acquisition in ESL/EFL learning, research 

on incidental word learning through reading, the role of exposure to word learning 

through reading, the function of context as an influence on vocabulary acquisition in 

reading, and the vocabulary strategies employed during the reading process are 

reviewed. 

 

2.1 Intentional and Incidental Vocabulary Acquisition 

 

 The process of vocabulary acquisition in ESL/EFL pedagogy has been 

discussed in terms of language development and lexical growth. Related to this is a 

clear distinction between intentional and incidental vocabulary learning. The former 

refers to a learning process in which the student consciously plans to learn new words, 

and is actively engaged in word learning, for example, by establishing their L1 

translations with the intent of memorizing their forms and meanings (Hutch & Brown, 

1995). All prepared learning tasks and activities are considered intentional learning. 

In other words, performing an activity that is primarily intended to build lexical 

knowledge by memory could be considered as the definition of intentional vocabulary 

learning (Hulstijn, 2001). Intentional learning is quick, and therefore usually preferred 

by learners, but it is also superficial. Learners encounter vocabulary in an isolated, 

often basic form of words and remain largely incapable of using them correctly in 
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context. Moreover, intentionally learned vocabulary tends to fade quite quickly from 

memory.  

Incidental vocabulary acquisition, on the contrary, stems mainly from reading 

and listening activities. In Ellis’s view (1994), the notion of incidental vocabulary 

acquisition is an unconscious vocabulary learning process which is a by-product of an 

intentional activity conducted for a different purpose. The process generally occurs 

through contextual induction in target language reading or listening, where learners 

encounter new lexical items together with different syntactic strings, which help the 

learner in using the words in semantic and idiomatic ways. New vocabulary in context 

often appears repeatedly with different usages, and hence becomes engrained in 

learners’ minds.   

Nevertheless, it takes a long time until sufficient vocabulary for fluent 

conversations and reading is incidentally gathered. Another problem is that this 

induction works best when the new items are mostly surrounded by familiar 

vocabulary. In fact, it has been shown that our retention capacity declines when more 

than five to ten new items are encountered in close proximity (Miller, 1956; 

Aitchison, 2003).  

Given the definition and nature of incidental vocabulary acquisition above, 

this process seems to occur unconsciously. Incidental vocabulary acquisition usually 

involves at least part of a learner’s active mind since s/he explicitly focuses on 

understanding the material (Ellis, 1994). It seems that active effort by students to 

understand materials is an essential element for incidental vocabulary learning to 

occur (Hulstijn, 1998). In other words, notice and attention play an important role in 

intentional and incidental learning. Word forms can be recognized efficiently in 

intentional learning, while word meanings can be processed and acquired through 

incidental learning. Thus, in order to achieve complete vocabulary acquisition (both 

forms and meanings), new word forms should be implicitly learned by learners and 

new word meanings should be taught explicitly by teachers.  

However, teaching methods and approaches used by teachers and researchers 

in these areas remain a crucial factor in vocabulary learning. In order to help students 

meet the challenge of vocabulary learning, it is important to ascertain the optimal 

level of EFL vocabulary acquisition. Given this concern, achieving a large vocabulary 
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of L2 lexicon is likely mediated by the learner’s L2 literacy, i.e. by the exposure to 

the L2 vocabulary during the reading process. It is also desirable that vocabulary 

acquisition instruction should expose learners to every new item comprehensively, 

thereby embedding it deeply and solidly into their mental lexicon. Personalized 

vocabulary acquisition using authentic texts is therefore one of the most beneficial 

activities. 

 

2.2 Incidental Word Learning through Reading 

 

Reading is a major source of vocabulary knowledge. Even though learners 

may have difficulty reading in an L2/FL, it is widely believed that L2/FL learners will 

experience word learning benefits from reading, to a similar extent that L1 readers do. 

Current language-teaching scholars claim that “reading widely is one of the best ways 

to learn another language” (Willis, 1996, p. 8). While reading, new words are 

encountered in texts and their meanings are decoded from the written context, which 

is made easier if a learner continues to read and encounter the new words in context 

again. This beneficial by-product of reading is also assumed to be available when 

reading in a second language. Indeed, it has been claimed that one of the best ways to 

acquire new L2 vocabulary is by reading in that language (Krashen, 1989).   

During the reading process, a process of constructing meaning also occurs 

through the reader interacting with the text while using their existing knowledge. The 

process by which readers connect prior knowledge and experiences to a text, and 

continue to read the text to confirm predictions is called the top-down process. An 

essential part of which is that the reader looks at a passage and then makes guesses. 

Conversely, when a reader reads words, sentences, and an entire text to construct 

meaning from the written input without relating it to his or her prior experience, the 

reader is using the so-called bottom-up process. Both the top-down and bottom-up 

processes are combined together to create an interactive model, which better 

approximates to the true reading process, especially for fluent readers (Farrell, 2002).  

Theoretical views of incidental vocabulary acquisition from reading exposure 

have involved various reading methods. Almost all the researchers involved, agree 

that vocabulary is learned during reading activities. In Schema Theory (Carrell & 
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Eisterhold, 1983; Carrell, 1987), reading is viewed as a complex amalgam of several 

informational sub skills used by readers to accomplish comprehension.  This theory 

reinforces the Interactive Model of Reading (Rumelhart, 1977), which combines the 

top-down and bottom-up approaches to ultimately suggest that language processing is 

organized in two levels, ranging from the recognition of individual letters to high-

level schemata employing world knowledge.   

The two dimensions of word knowledge are receptive and productive 

knowledge, which can be sub-divided into knowledge of the form, meaning and usage 

of a word. Lexical knowledge is best conceptualized as a continuum between the 

ability to recognize the meaning of a lexical item and the ability to use it productively; 

it is not merely the possession of a receptive set and a productive set of vocabulary 

items. Production performance can be increased by the practice of retrieving L2 

lexical items, resulting in a strengthening and refining of the ability to decode and 

encode structural properties (Ellis, 1994).  

To increase word knowledge through receptive skills, various learning 

elements are involved including knowledge of the degree of probability of 

encountering words in speech or print, an awareness of word constraints and word 

implications according to function and situation, a knowledge of word behavior 

syntactically, an ability to derive underlying word meaning, the skill of associating 

words with other words in a language,  a knowledge of the semantic values of words, 

and an awareness of the meaning associated with words (Read, 2000). 

Reading different texts, not only provides new vocabulary knowledge, but also 

extends and reinforces a students knowledge of the way language is processed and 

used (Nagy, 2007). Thus, incidental vocabulary acquisition involves skills in both 

deriving word meaning from context as well as in recognizing word forms in relation 

to their meanings. This process is dependent on both the ability of the learner and the 

understandability of the word’s concepts (Fukkink et. al, 2001). 

Importantly, comprehension and the use of word knowledge are different ways 

to distinguish receptive and productive vocabulary skills. Comprehension refers to 

understanding a word when it is encountered in context during reading, while use can 

be defined as using the word in speech or writing. To test word comprehension, it is 

best to have learners read a text and then fill in blanks with the correct target words 
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(Read, 2000). A whole text offers great opportunities to assess other aspects of word 

knowledge besides meaning, such as, the grammar of words, their appropriateness to 

the context and so forth.  This type of word knowledge has rarely been examined in 

previous studies which have rather focused on testing the acquisition of the meanings 

of target words as a result of reading treatment. 

Incidental vocabulary acquisition through reading has been directly studied by 

several researchers (Jenkins et al., 1984; Dupuy & Krashen, 1993; Hulstijn et al., 

1996; Ferris, 1988; Fukkink et al, 2001; Kim, 2006; Min, 2008). In these studies, 

learners were typically instructed to perform reading tasks that involved processing 

vocabulary. They were not informed in advanced that they would be tested on their 

ability to recall the target words after the treatment. The results generally showed that 

learners made slight gains in learning the new words when they were reading for 

meaning.  

Using native Greek speakers as participants, Pigada and Schmitt (2006) 

employed seventy nouns and sixty-three verbs in their study to investigate incidental 

vocabulary acquisition by using four graded readers in French. Because the texts were 

short, Pigada and Schmitt included only the most common parts of speech found in 

natural texts with the hope that further research would eventually include other word 

classes. They organized the two word classes into six different frequency groups 

according to the number of encounters, and tested three types of word knowledge 

(meaning, spelling, and grammatical characteristics). The researchers found that 

substantial word learning occurred during the extensive reading treatment, although 

the improvement was not uniform across the three types of word knowledge. Spelling 

was enhanced in all noun frequency groups and in all but two verb groups. For 

meaning, low-frequency nouns and verbs showed limited learning, and verbs were 

more limited than nouns. Knowledge of grammatical behavior improved in all 

frequency groups for nouns, but the grammatical mastery of verbs was much lower. 

A comparison of nouns and verbs has been at the forefront of attention in 

modern studies of cognitive and linguistic development, literacy, and academic 

achievement in school-age children (Wechsler, 1991, cited in Marinellie & Johnson, 

2004). According to Markman (1989), nouns are generally predictable semantically 

because they tend to occur in structured categories with hierarchical internal 
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organizations, while verbs and adjectives are found in lexical relationships that are 

less structured and predictable. Verbs may have nonhierarchical functions that make 

learning them more difficult, such as change, causality, and manner (Miller, 1991). 

Marinellie and Johnson (2004) observed that the definitions of nouns and verbs are 

taught with significantly different styles to upper-elementary school children. The 

teaching rate of noun definitions was significantly higher than that of verbs. The 

researchers speculated that this might be due to an inherent lexical organization of 

verbs that is less structured and less predictable than is that of nouns. In child 

language development, it is generally agreed that verbs are more difficult to learn than 

nouns, and thus verb vocabulary is acquired at a slower rate (Benedict, 1979; Gentner, 

1978). 

In a study by Kweon and Kim (2008), twelve Korean learners of English read 

authentic literary texts and were tested on their knowledge of the vocabulary before 

reading, immediately after reading and one month after reading in a post-test. Results 

showed a significant word gain between the pre-test and the first post-test, and also 

most of those gains those were retained at the time of the second post-test. Of the 

three different word classes that were used, nouns were a little easier to retain than 

verbs and adjectives. More frequently occurring words were more easily learned than 

were less frequent words across all three word classes.  

Previous studies have discussed the importance of text comprehension to 

vocabulary improvement when reading. The direct relationship between reading and 

general lexical knowledge was demonstrated by Rott (1997). Her study conducted by 

using German FL learners, examining the effect that exposure frequency and reading 

comprehension had on the success of incidental vocabulary acquisition and retention. 

In the study, the text comprehension, word gains, and word retention of the German 

learners were all very positive; retention in particular lasted over four weeks. These 

results suggest that text comprehension affects lexical gains. 

In another study, Swanborn and De Glopper (2002) examined the success of 

word learning that grade 6 L2 students in Denmark made from reading texts with 

different purposes. The results revealed that the proportion of words learned 

incidentally while reading to learn about a topic increased the most whereas the free 

reading condition caused fewer words to be learned. Also, the level of reading ability 
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was a significant factor in all situations; when reading for comprehension, low-ability 

readers hardly learned any words incidentally, whereas high-ability readers learned up 

to 27 of 100 unknown words. 

In an L1 study, Moravcsik and Healy (1998) examined the effect that visually 

enhanced words had on text comprehension. They found that placing words in 

boldface led to worse performance on comprehension questions than highlighting all 

target words in a text. An effective way of establishing and strengthening lexical 

knowledge is to simply use repetitive word occurrence throughout several texts (Rott, 

2007). 

Many researchers have found that the amount of reading a student does is one 

of the best indicators of their vocabulary size (e.g. Brown, 1993; Huckin & Coady, 

1999; Krashen, 1989). Examining students in grades 4, 5, and 6, Cunningham and 

Stanovich (1991) found that even after accounting for general intelligence and 

decoding ability, reading volume (amount of time spent on reading) was a significant 

and independent contributor to vocabulary knowledge, suggesting that most 

vocabulary is acquired incidentally. Cunningham and Stanovich (1998) further argue 

that, exposure to new words (written or oral) which are not in their existing 

vocabulary is the only opportunity for students to acquire new word meanings.  

Krashen (2004) reviewed fifty-four comparison studies of sustained silent 

reading versus traditional, skills-oriented instruction. He came to the conclusion that 

more reading opportunities, when implemented properly, are superior to traditional 

skill-building approaches in terms of providing greater literacy development.  

To sum up, almost any type of reading conducted will result in vocabulary 

growth. For students to get the most out of their reading, the conclusions of most 

researchers tend to suggest that they should read for various purposes and read texts at 

various levels of difficulty. Several factors in the text, such as the degree of contextual 

support, will influence how well a word is learned (Beck et al, 1983). Two other 

factors are the number of repetitions of each target word and the relative importance 

to the text as a whole, of the sentence in which they occur (Stahl, 1991). If a word is 

located in a sentence containing an idea relevant to the entire text structure, more 

information from the passage will be entailed in that idea and on the word. Because of 

this, readers tend to pick up new words that are vital to the meaning of a text more 
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quickly than they learn new words used in less crucial sentences (Kintsch & Van 

Dijk, 1978).  

The amount and kind of reading administered may also affect incidental 

vocabulary learning and explain the general paucity of experimental results. Thus 

learning vocabulary through a variety of reading content as well as providing frequent 

reading opportunities for students may be major influences on incidental vocabulary 

acquisition.  

 

2.3 The Role of Frequency of Exposure in Word Learning in Reading 

 

As noted earlier, incidental vocabulary learning is increasingly seen as 

occurring through exposure to reading. In the past decades, ESL/EFL studies have 

examined vocabulary acquisition through text processing. Given the findings of 

Hayes and Ahrens (1988), which pointed out that rare words are encountered with 

greater frequency in writing, rather than oral language, it is obvious that the quickest 

way to build vocabulary is to read more rather than to engage in oral language 

activities. West and Stanovich (1991) conducted an investigation in which American 

university students were tested on their ability to recognize the names of magazines 

and authors (a measure of their exposure to print) and the names of TV celebrities (a 

measure of their exposure to oral input). The results indicated that exposure to oral 

input resulted in far less vocabulary learning than exposure to reading. The difficulty 

of words used in magazines was associated with strong performance on a test of 

vocabulary size.  

 

In order to aid word learning, text can be purposely organized so as to increase 

exposure to new vocabulary, and this can be done without affecting the text content 

(Kim, 2006). From an ESL/EFL pedagogical point of view, examining the role of 

word repetition in a text seems to be a worthwhile area of study.  L2/FL learners 

usually acquire many words that are repeated often in a particular text, and usually do 

not acquire many of the words that occur less often.  

Ellis (1997) asserted that one can develop stronger memory traces through 

frequent exposure to the spoken or written forms of words which may eventually lead 
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to habit formation. Nevertheless, mapping meanings onto forms is very unlike 

repetitious drilling because each encounter occurs in a new and different context, and 

each new context is likely to be processed in a different way. For instance, the first 

few encounters with a new word may simply serve to alert the reader to the existence 

of the unfamiliar item. The next encounter also might not be very informative, but it 

could cause the learner to wonder about possible meanings and build useful initial 

associations. This would be an instance of what Stein (1993) has termed "the healthy 

inadequacy of contextual definition" (p. 23): a question space is opened but the 

learner does not fix on a solution prematurely. The next encounter might keep the 

learner wondering about the word, but if the context is more informative, then the 

learner may possibly guess the meaning.  

It is possible that the sequencing of encounters matters, and that encountering 

a word in a helpful context after several less helpful ones has the powerful gap-filling 

effect that Brown (1993) claims to have found in learning from video materials. 

However, the experiment was limited to just a few target words, placed in short, 

specially prepared texts.  

Determining the number of exposures needed for mastery of a new word 

involves considering many factors, such as the salience of the words in context, the 

richness of the contextual clues, the learners’ interest, and their existing repertoire of 

vocabulary. In addition, individual learners are likely to acquire new words 

differently. Some learners were able to master a new word the first time they looked it 

up, while others required multiple exposures, and even needed to use multiple 

dictionaries (Grabe & Stoller, 1997). This evidence indicates that extensive reading, 

and exposure to words in varying contexts is what allows proficient readers to 

effectively build their vocabulary (Blachowicz & Fisher, 2000). 

In one study in which the frequency of word occurrences was manipulated, 

Rott (1997) discovered a fairly strong positive correlation between the ability to recall 

information about the text and the gain and retention of target words. Participants at 

intermediate level who achieved greater levels of text comprehension were more 

likely to retain new words over four weeks. Learners were exposed to unfamiliar 

words with different occurrence rates (two, four, and six times) during reading. 

Results indicated that only two encounters with unfamiliar words during reading 
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significantly affected learners' vocabulary growth. Moreover, two or four frequencies 

of exposure resulted in fairly similar word gain, but six exposures produced 

significantly more vocabulary knowledge. However, the experiment was limited to 

just a few target words, placed in short, specially prepared texts. Ferris's (1988) study 

implied that the learning effects of frequent encounters must be measured more 

carefully, and that this can be aided by allowing subjects access to sources of 

information about target words rather than the only the text itself.  

In an empirical study, Jenkins et al. (1984) found yet a different figure: it took 

ten encounters for just 25% of learners to learn a word. It makes sense that learners 

with a larger vocabulary should require fewer encounters to learn another word, if 

only because they know a higher proportion of the words in the vicinity of the new 

word. Conversely, those learners with a smaller vocabulary will have to wait longer 

before encountering a context that is clear to them and that allows them to determine 

the new word’s meaning.  

It is obvious that the frequency of exposure to the unknown words in a text has 

a significant impact on the retention of word meaning. The primary reason for this is 

that the reappearance of a word will strengthen the form-meaning connection in the 

learner’s mental lexicon. In a more technical experiment by Hulstijn et al. (1996), it 

was found that frequency of occurrence aided incidental vocabulary acquisition to a 

greater degree for advanced L2 students when definitional information was provided 

on the side (such as in the margins or in a dictionary). When no external information 

concerning the meaning of unknown words was provided, acquisition was slower. 

Therefore, supplementary materials which provide frequent exposure to target words 

seem to be essential to aiding EFL readers in acquiring new vocabulary efficiently. 

Another clear example was found in a study by Fukkink et. al (2001). 

Primary-school readers were found to be less successful in deriving the meaning of 

words with low frequency of occurrence than those with higher frequencies. Although 

it seems likely that text comprehension and vocabulary acquisition through reading 

are shared processes, acquiring an understanding of the semantic features of new 

words is not necessarily accomplished by the same process whereas the level of 

analysis and building a cognitive representation from a text is (Pulido, 2004).   
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Incidental vocabulary acquisition, then, can be achieved by repeatedly 

encountering new words in multiple texts (Rott, 1999; Waring & Takaki, 2003; Zahar, 

2001). These studies found that a relationship does indeed exist between acquisition 

and frequency of exposure, and it is especially strong for low to middle proficiency 

EFL learners who are exposed to target words at least eight times (Waring & Takaki, 

2003). 

 It can be deduced from the aforementioned findings that frequency of 

exposure is a crucial part of word learning during the reading process. But that the 

number of times a word must be encountered in reading for it to be learned is not 

consistent. If all words were learned in eight encounters, but they appeared only twice 

in a given reading exposure, then acquisition would not occur and develop lexicon 

would not be acquired through reading. 

 It makes sense that learners with a large vocabulary probably require fewer 

encounters to learn a new word, if only because they already know a higher 

proportion of the words in the vicinity of the new word; conversely, those learners 

with smaller vocabulary may have to wait longer for a context that is clear to them. It 

is, therefore, considered likely that re-encountering target words in reading will 

enhance more incidental word learning. Further, in addition to the role of frequency, 

context in reading is another major factor in acquiring vocabulary during reading. 

 

2.4 The Role of Context Reading in Vocabulary Acquisition during reading 

  

The role of context in vocabulary acquisition is crucial, but it is not commonly 

regarded as being as important a method as memorization. The process of dealing 

with an unknown word in a reading text was well illustrated by Ruddell (1997). When 

encountering an unknown word while reading, a reader uses four dimensions to 

construct its meaning: context, structure, sound, and reference.  This process is the 

easiest and the most direct way for a learner to acquire new words from context. Once 

the word makes sense to the reader, s/he will continue to read and comprehend the 

text better. 

Complete vocabulary knowledge certainly involves the interpretation of 

context to determine meaning. Also, meta-cognitive strategies (strategies concerned 
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with the learning process itself) should be applied by learners to better comprehend 

newly encountered words while reading (Read, 2000). Research shows that although 

students learn new word meanings from context, they often require a great deal of 

pre-exposure, and possibly many realistic exposures, before they can accurately 

determine meaning from context (Jenkins et al., 1984). It follows that students will 

profit from instruction on how to use context effectively. Fukkink et al. (2001) also 

maintained that instructional effectiveness can further be raised by providing students 

with guidance in using different and specific types of context clues.  

Assuming that a readers’ primary purpose is text comprehension, the degree to 

which readers will try to determine the meaning of unknown words will primarily 

depend on how important the word is in helping them successfully construct textual 

meaning.  If readers perceive that the word does not contribute towards text 

comprehension, they may be more likely to neglect it. If this omission influences their 

comprehension, readers will try to complete the meaning by using clues given in the 

surrounding context, or with their background knowledge. 

When readers successfully determine the meaning of an unknown word, it is 

usually through contextual information, meaning that the reader is looking at the new 

word from the level of the meaning of the entire text or at least the surrounding 

paragraph (Brown, 1993). Consequently, a change of focus from the text level to the 

word level is required on the reader’s part in order to ensure that total acquisition can 

take place. Firstly, the reader must actively focus on the word form. Secondly, s/he 

must transfer the contextual meaning to the word meaning level. Finally, the reader 

must form a mental connection between the word form and its meaning. 

Word learning involves consciousness of both appropriate word usage and the 

cognitive process involved in the vocabulary-learning procedure (Fukkink, et al., 

2001). The interaction of the components is involved in word meaning specification 

during the reading process, and has implications for incidental vocabulary acquisition. 

Initially, a learner is confronted with an unknown word in a text, which will leave a 

conceptual gap in the learner’s mental model of the text’s meaning. The more 

extensive the context, the greater the need for derivation of meaning to take place. 

There are three distinct processes for an unknown word encountered in a text 

to become embedded into vocabulary repertoire (Huckin & Coady, 1999). Firstly, a 
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particular contextual meaning is discovered on the textual level through enhancement 

and focus. Secondly, an implied meaning from contextual information is derived, and 

this new information is integrated into existing knowledge structures. Finally, the 

recognition of the word form and of the connection between form and conceptual 

structure occurs through the learner’s cognitive skills. 

Carnine et al. (1984) conducted a study which showed that unknown words 

placed in context are easier to learn than if they are encountered in isolation. 

Contextual cues that are close to the target word make the process simpler. Also, 

synonyms (rather than inferential cues) help students derive the word meaning. Older 

students seem to be more able in deriving meanings for unknown words. 

Another study dealing with the influence of context on word acquisition task 

was that of Li (1988) who focused on L2 learners. Although Li did not report the kind 

of cues he used, his subjects were better than most at deriving and retaining word 

meanings in sentences that provided adequate contextual cues. Mondria et al. (1991) 

conducted a study that dealt with the effect of contextual clues on word guessing and 

retention for second language learners. It also questioned the correctness of guessing 

strategies, and how these strategies affected retention. The data showed that a 

contextual context, especially in sentences in which cues are given by function words 

did indeed result in an improvement in guessing, but not in improved retention. 

Moreover, words that were correctly guessed in context were not remembered any 

more often than incorrectly guessed words. 

Shefelbine (1990) shows that grade six students with smaller vocabularies 

acquire fewer word meanings from context, presumably because they are less capable 

of understanding contextual information that would help them in guessing unknown 

words and also because they have a less developed knowledge of even known words. 

In this study, it seems that word learning primarily occurred for the same words for 

both of the two groups of students studied; words already known by those with a large 

vocabulary did not seem easier to learn for the other students. Reasoning ability 

seemed to have no effect on the task. However, new concepts were harder to learn for 

students with a smaller vocabulary. 

Zahar et al. (2001) conducted a vocabulary acquisition study on Quebec high 

school ESL learners at five levels of proficiency. First, learners read a text and were 
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tested on the new vocabulary it contained.  Then, learned and unlearned words were 

compared for frequency of occurrence and the level of contextual support. Although 

both of these things were found to be associated with learner level, frequency of 

occurrence was more closely related. The study found a relationship among frequency 

of exposure, contextual richness, and vocabulary acquisition, particularly for words 

that appeared at least eight times. Readers might not allocate sufficient attentional 

resources, might not isolate the word from the context, or might establish incorrect 

associations with the word during each encounter. Therefore, enhanced instructional 

materials may be needed to stimulate the readers’ vocabulary learning process in the 

hope for increasing their potential processing. 

  Gao (2007) conducted an experiment designed to investigate the effect of 

sentence context, or lack thereof, on the results of vocabulary tests on forty Chinese 

EFL students at university level. Two sets of vocabulary test paper were used 

including twenty multiple-choice questions one of which required the students to 

choose the word with the most similar meaning to the word presented, and the other 

taking the form of sentence contexts where the students were required to choose the 

word with the most similar meaning from four single word items to an underlined 

word in the sentence. A concurrent aim of the study was to examine the relationship 

between the subjects’ performance and different types of context for vocabulary. The 

result demonstrated that context plays an important role in helping test-takers to work 

out the correct meaning of target words. In addition, this study concluded that the 

difficulty of target words should be carefully controlled in a future experiment and the 

choice of context for target words should receive a lot of attention. 

In summary, it can be confidently concluded that vocabulary can be acquired 

incidentally through reading by means of guessing and inferring word meaning from 

context. However, vocabulary learning from context is not always effective due to 

several factors. These include an insufficient frequency of the occurrence of new 

words, the readers’ decisions to ignore certain words, when readers mistakenly 

believe that they know words, and readers failing to make connections between new 

word forms and their associated meanings from context. 
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2.5 Vocabulary Learning Strategies in Reading 

 

As can be seen from previous studies, limitations due to lack of vocabulary 

competence are a major negative factor affecting the development of vocabulary 

learning. Learning strategies in incidental vocabulary learning are rarely examined. A 

learning strategy is a series of actions a learner takes to facilitate the completion of a 

learning task. A strategy starts when a learner analyzes a task, the situation, and the 

options available in his or her own repertoire. The learner then goes on to select an 

action, utilize it, monitor its effectiveness, and evaluate the actions’ results, allowing 

the learner to decide if s/he needs to revise the plan and action. Cohen (1998) 

distinguishes language learning strategies from language use strategies. The former 

revolve around the acquisition of language, and include such tactics as memory, while 

the latter is employed for the production of language such as speaking in an L2. 

Learning strategies can be defined as the unique thought patterns and 

processes used by students to facilitate the comprehension, learning, or retention of 

new information (O’Malley & Chamot, 1990). Studies of the techniques and 

strategies used by proficient language learners (Skehan, 1989) suggest that these 

students possess a greater repertoire of strategies and also utilize them with greater 

frequency than do their less proficient classmates. A major outcome of the research 

into the strategies used by successful language learners was the conclusion that 

learners should be taught not only the language but also the learning strategies 

themselves. As Rubin (1990) pointed out, poor learners often have no idea how their 

more proficient peers, arrive at correct answers, and this frustration leads them to 

believe that they can never reach that level themselves. Learners consulting electronic 

(Knight, 1994; Laufer & Hill, 2000) or paperback (Luppescu & Day, 1993) 

dictionaries for the definitions of unfamiliar words while reading tested higher on 

word retention on both immediate and delayed tests. They also received higher scores 

for both receptive and productive skills (Knight, 1994) than students who did not 

consult dictionaries. 

In the reading process, beginning readers may encounter a number of 

unfamiliar words. With a view to comprehending the texts, learners need to apply 

lexical processing strategies when exposed to unfamiliar words (Fraser, 1999). While 
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attempting to acquire vocabulary by reading a number of passages, learners will 

definitely encounter lexical items with unknown meanings. To overcome this lexical 

challenge, they employ strategies, which can be characterized as a series of deliberate, 

conscious, problem-solving actions (Wenden & Rubin, 1987). Various types of 

lexical processing strategies have been identified to date. Goodman (1996), for 

instance, approaches this issue from the linguistic point of view. He divides language 

into three levels: graphophonics, lexico-grammar, and meaning/pragmatics. 

Consequently, the cues at these linguistic levels—graphophonic, syntactic and 

semantic—are available to assist readers in making sense of the text and mastering 

unknown words.  

Ahmed (1989) suggested two major categories of vocabulary learning 

strategies: macro strategies and micro strategies. Macro strategies are broad general 

approaches to vocabulary learning. Examples of macro strategies are the use of 

information sources, dictionary use, memorization, practice, note-taking, and 

preferred sources of information. Micro strategies, in contrast, are more detail-

oriented and are concerned with specific learner behaviors that develop out of macro 

strategies. The two major types of vocabulary learning strategies are shown in Figure 

1. 
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Figure 1: Two Major Categories of Vocabulary Learning Strategies (Ahmed,  

                 1989: 10-11) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

- asking peers 
- guessing words from context 
- asking teacher 
- asking for L1 translation 

Macro Strategies Micro Strategies 

Information Sources 

Dictionary Use 

Memorization 

Practice 

Note-Taking 

- using monolingual dictionary 
- using bilingual dictionary 
- looking up word meanings 

- searching for example use 
- writing and repeating new   
   learned words 
- using L2 synonyms 

- using L1 equivalent 
- using new words in real  
  situation 
- asking others to verify   
  knowledge 
 

- organizing words by meaning 
- using L1 
- using word derivations 
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 Particularly, when learners undertake a reading task, these strategies dictate 

how they acquire new words after processing a text. The use of dictionary look-up 

behavior and translation as well as strategies concerned with anticipating content, 

guessing word meanings from contextual clues, integrating information, using 

relevant background knowledge, and understanding overall reading content are 

involved when a reader tries to make sense of a text being read.  If word meanings do 

not directly appear in the text, the reader must use these strategies to infer or search 

for their meanings (Rott, 2007). 

Fraser (1999) proposed a different categorization of vocabulary strategies: 

making inference (which is an overarching concept for syntactic and semantic cues), 

using a dictionary, and skipping words. In her study she found that participants started 

by attempting to make an inference to determine a new word’s meaning. If that failed, 

they moved to consulting a dictionary, and if that proved unhelpful, they would ignore 

the words, despite unwillingness to do so. This pattern of strategy use holds true for 

both reader preference and for the actual order of reading strategies employed by the 

learners. However, in terms of the effectiveness of the strategies in acquiring 

unfamiliar words, dictionary use was found to outperform making inferences, since 

full comprehension of word meaning results 78% of the time from efforts to consult a 

dictionary, but only 52% of the time from inference.  

Based on thirty-seven studies conducted by different researchers using verbal 

protocols as the method of collecting data, Pressley and Afflerbach (1995) compiled a 

comprehensive list of strategies that a reader might employ while reading a text, and 

therefore demonstrated that reading comprehension is highly strategic. Among these 

reading strategies, they highlighted those used by readers to find the meaning of 

unknown words. They argued that when stumbling onto an unfamiliar word or phrase, 

readers generally make a decision about the relative importance of the lexical item to 

the comprehension of the entire text. Attributing little or no significance to the item 

may cause the reader to remain ignorant of its meaning as he or she finishes reading 

the passage. However, if the reader decides that the lexical item has an important 

function to the overall meaning of the text s/he will take steps to work out its 

meaning. The lexical item then becomes the focus of attention, and the reader either 

uses a dictionary to select the relevant meanings or applies various types of context 
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clues in attempt to infer the unfamiliar word or phrase. The meaning is further 

evaluated for its conformity to the context and meaning of the entire passage: failure 

to determine the appropriate meaning can result in either another attempt or in 

surrender on the part of the reader.  

In choosing vocabulary learning strategies, the frequency of occurrence of a 

word becomes a crucial consideration. Nation (1994) suggests that teaching students 

strategies is especially important when dealing with low-frequency words. He argues 

that vocabulary instruction must be looked at from a cost/benefit viewpoint: high 

frequency words are so essential that the cost of teaching them is justified by the 

resulting benefit, but low frequency words will not generally be encountered enough 

to warrant their explicit teaching. Since teaching time spent on these words is not 

justified, Nation instead suggested teaching three strategies to help students deal with 

them: guessing from context, using mnemonic techniques, and using word parts.  

 Nassaji (2003) examined the relationship between on one side, the knowledge 

and use of inferential lexical strategies and on the other side, their success, based on 

introspective and retrospective think-aloud protocols. The study was conducted on 

twenty-one intermediate EFL learners in Canada who attempted to infer new word 

meanings from context. The findings suggested that the rate of success was low, even 

when the subjects used the strategies and knowledge sources they had at their 

disposal. The study also found that different strategies contributed to inferential 

success, or lack thereof, in different degrees, and that success was related more to the 

quality, rather than the quantity of the strategies used. Among knowledge sources, 

students used prior general knowledge most frequently. Among strategies, verifying 

and self-inquiry resulted in making successful inferences more often than other 

strategies. These results provide evidence of the important role that these meta-

cognitive strategies play in lexical inference. 

Using interviews and diaries, Wen and Johnson (1997) examined the usage of 

vocabulary learning strategies in their study of the relationship between learner 

variables and English achievement. Their study dealt with seven items covering four 

kinds of vocabulary learning strategies:  (1) memorizing words in prescribed reading; 

(2) memorizing words in self-initiated reading; (3) consulting a dictionary to find out 

information about the collocations of new words and the various meanings of those 



  
 

27 

words; and (4) specific techniques for memorizing new words. The study attempted to 

discover the differences between high and low achievers. The results showed that 

there was no significant difference between high and low achievers in the first and the 

fourth types of vocabulary learning strategies. 

Gu and Johnson (1996), in a study of the vocabulary learning strategies and 

language learning outcomes of Chinese students learning English as a foreign 

language, concluded that “both direct and indirect approaches to vocabulary learning 

can be useful” (p. 668). The direct approaches included such strategies as oral 

repetition of words, reading words in context, and using various other strategies to aid 

learning. The approaches they found ineffective, but were overused by the group of 

students who did not perform well in the study, included memorization and the 

placement of great emphasis on visual repetition of word lists. 

With respect to the findings discussed earlier, the strategies employed by high 

achievers need to be examined along with the question of how success in achieving 

lexical gains interacts with, and is mediated by contextual support in texts. The 

strategies which learners decide to use should be determined by their analysis of the 

task at hand, their own learning characteristics, and the learning context. Vocabulary 

learning strategies should include strategies for using, as well as for knowing a word. 

Unfortunately, incidental vocabulary learning is still a fairly new area of pedagogical 

research and the majority of research to date has concentrated on the product (gains) 

rather than the process (how these gains are learned) of acquisition (Mcneill, 1990) 

To sum up, learning new vocabulary is a challenge to L2/FL students, but it 

can be overcome by having access to a variety of vocabulary learning strategies. 

Learners should receive formal training in strategies they lack. To this end, teachers 

should consider learners’ willingness and readiness to receive training, and should 

think of the most appropriate way to present strategies. Thus, teachers may first need 

to make an appraisal of learners’ current vocabulary learning strategies, and then 

work to help them realize the value of other types of strategies. 

The review of literature above provides relevant findings for learning 

vocabulary incidentally while reading. Based on cognitive views of ESL/EFL 

vocabulary acquisition and related empirical research, the degree of vocabulary 

acquisition during reading tasks depends on several conditions: the frequency of 
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exposure, the role of context, the role of information sources, individual vocabulary 

learning strategies, and variety of content. Only a few studies have shown how words 

were learned incidentally. Besides, none of these studies provided equal frequency of 

reading exposure. The challenge is to construct a theoretical background and research 

findings to support practical work in the classrooms of schools in Thailand.  

The strong and established relationship between students’ vocabulary 

knowledge and their ability to successfully comprehend what they read places a heavy 

demand on classroom teachers, curriculum planners, program developers, organizers 

of staff development plans, reading researchers, and parent outreach programs. This 

demand calls for significant attention on the development of students’ vocabulary 

knowledge. Attention to vocabulary development is important for all students, but is 

especially important for students who are at risk of not learning to read well, 

particularly in the case of EFL learners.  

The problem, then, is how to expand a student's vocabulary knowledge to the 

point where s/he recognizes enough of the words in a text to be able to guess 

unfamiliar words from context. In other words, what is needed is a strategy for 

bridging the gap between knowledge of the kinds of high-frequency words found in 

texts, and knowledge of the words necessary for a student to be successful with 

incidental vocabulary learning.  

In light of this, providing significant reading exposure with controlled target 

words in texts of substantial length which contain many repetitions of the words may 

provide more effective results. In pursuance of the goal of facilitating vocabulary 

acquisition, carefully designing reading materials by providing high exposure to the 

target words and equally distributing the target words in each reading should be a 

fundamental priority.  

The review above of incidental vocabulary acquisition provides a framework 

for the present study. However, only a few a studies have focused on the idea of 

controlling word frequency in a text and the studies rarely examine possible 

influential factors which might affected incidental word gains as well as how these 

gains were acquired. 

Based on this view, the current study attempts to investigate the effect of word 

frequency controlled reading on the incidental vocabulary learning of grade 9 
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secondary students in Hat Yai. The study seeks to examine four possible influential 

factors: word class, abstractness and concreteness of words, the number of parts of 

speech and word concepts that the word could embody, and word length in letters, and 

how they affect incidental word learning. Moreover, it examines the strategies used by 

the top ten highest achievers who successfully acquired the target words. The findings 

of this study indicate an alternative method of teaching reading which can increase the 

vocabulary repertoire of students at a secondary school level and maximize the 

potential benefits of exposure through reading; in short, a useful way to acquire new 

words incidentally. 

 



CHAPTER 3 

 

RESEARCH METHODOLOGY 

 

 This study investigated the effect of word-frequency controlled reading on 

incidental vocabulary acquisition for Thai grade 9 students who studied English as a 

Foreign Language (EFL) during the 2008 academic year at Hatyairatprachasun School. 

This chapter explains the research procedures used in the study. It provides information 

about the subjects, research instruments, data collection, and data analysis. A summary of 

the chapter is also provided. 

 

3.1 Subjects of the Study 

Thirty grade 9 EFL students at Hatyairatprachasun School which is a government 

secondary school located in Songkhla, Thailand, participated in this study (N=30). For 

reasons of convenience, the researcher selected a class of grade 9 students (M. 3/11). On 

average, the students were at a moderate English proficiency level according to their 

results from a standardized test known as the National Test (NT) from the academic year 

2007. Their NT mean score on English was 52.50%. In addition, their English mean 

scores on the final test (semester 1, 2008) administered by the school was 68.94%. 

 

3.2 Preliminary Study 

 A preliminary study was conducted in order to select the thirty most appropriate 

target words for the main study. To ensure that the participants in the study had no or 

little knowledge about the target words, a vocabulary checklist (See Appendix A) was 

constructed one month prior to the design of the research material.  The researcher and 

two experienced English teachers selected possible words based on 3 word lists: the 

Headwords of The Academic Word List, the 1st 2000 Words of English, and the Second 

1000 Words of the General Service List (Nation, 2002) in order to identify words of 

which the subjects were ignorant.  From the three lists, twenty words, possibly unknown 
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words to the students were selected. Thus there were a total of sixty candidate unknown 

words including verbs, nouns, adverbs, adjectives, and prepositions.  

The vocabulary checklist was, then, administered one month later to a class of 52 

grade 9 students at another high school in Hat Yai. This session was conducted within a 

single 50-minutes period. The students were selected based on to their scores on the 

National Test. Their NT mean score was 56.40% seemed to be close to the subjects of the 

present study. The students were asked to identify those words for which they did not 

know the meanings. As a result, the top thirty unknown words were selected as 

appropriate target words for the main study.   

The result of the administration of the list of 60 words suggested that the 

participants in the preliminary study had little or no knowledge of the thirty words 

selected for the final study from the vocabulary checklist (See Appendix C). Therefore, 

these thirty words were appropriate to be used as target words. The list of thirty target 

words included 16 verbs, 8 adjectives, 4 adverbs, 1 noun, and 1 preposition (See 

Appendix D).  

 

3.3 Instruments 

 In order to obtain information for the study, the following research instruments 

and data collection instruments were used.  

 

 3.3.1 Research Instruments  

(1) Target Words (See Appendix D) 

After the target words were selected, the process of inserting these words into ten 

texts was completed in September, one month before the main study was conducted. The 

target words were varied in their functions. Generally, verbs are the most common parts 

of speech found in natural texts, so the target words included a large number of verbs. 

The target words were integrated into the readings without being highlighted, underlined, 

or presented in bold face type (Moravcsik & Healy, 1998).  
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(2) The Reading Materials (See Appendix E) 

The top thirty unfamiliar words among the original sixty listed vocabulary items 

were integrated into ten written texts. Three of the ten reading materials were selected 

and adapted from an unpublished course book written by the English Department of the 

school (“McDonald’s,”  “Mozart,”  “The Eiffel Tower,” and  “Speed Dating”). The other 

came from the two books: Adventures in Reading & Writing 3 (“Back to Cambodia,”  

“Dear Amanda,” and “Home Sweet Home”) and Inside Out for Pre-Intermediate 

(“Golfing Genius,”  “What People Really Want for Their Birthday ”and“ Great Love 

Affairs”).  These books were selected based on the requirements of the curriculum. 

The researcher and two experienced English teachers chose these reading texts on 

the basis of the topics, difficulty, and length being considered suitable for the learners’ 

level and all the thirty target words were integrated into each of them. Text length, 

appeal, and level of grammatical complexity were also taken into consideration. The texts 

were used as part of the students’ English course syllabus. A supervisor, a co-supervisor, 

and an experienced native-speaking English teacher provided advice and commented on 

the adapted versions of the texts.  The ten short texts (approximately 500 words each) 

were slightly rewritten in order to insert the target words but the topics were not altered. 

The target words were not explicitly designated by underlining, highlighting, or 

presentation in bold face type.  

The reading materials closely corresponded to materials in the students’ English 

textbooks, rendering them instructionally appropriate. They were designed carefully so 

that the students could understand them with the least difficulty possible. In addition, 

each text as accompanied by comprehension exercises, including short answer, multiple 

choice, true/false, and text summary items which were created for each reading text. The 

creation of these exercises was overseen by the supervisor, the co-supervisor, the native-

speaking English teacher, and two experienced English teachers, all of whom contributed 

advice. 
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3.3.2 Data Collection Instruments 

(1) The Tests of Lexical Gains 

The tests of lexical gains consisted of two tests: (1) a word translation-production 

test, and (2) a word-comprehension in context test. Both were used as pre- and post-tests 

in the experiment. Prior to the experiment, both tests were given to the subjects in order 

to measure their ability to supply the correct meanings of the thirty target words as well 

as to comprehend fifteen randomly selected target words in context. The two tests were 

administered at the beginning and the end of the experiment to measure the subjects’ 

incidental vocabulary acquisition of the target words. 

  (1.1) The Translation-Production Test (L2-L1) 

This test was designed to assess incidental word gains from the reading of the 

thirty target words by measuring the students’ ability to produce English-to-Thai word 

translations (See Appendix F and G). There were thirty items on the test, one for each 

target word. The participants were asked to supply a short translation, definition, or 

explanation of each target word in their L1 (Thai). Despite this L1 production 

requirement, this test was designed to measure the subjects’ L2 word-meaning 

knowledge. In the post-test (See Appendix G), all thirty items were rearranged into 

reverse order in order to avoid test recognition effect. 

  (1.2) The Word Comprehension in Context Test  

Two versions of a gap-filling test were used as both a pre- (See Appendix H) and 

a post-test (See Appendix I). Each consisted of a text which contained fifteen blanks 

designed to assess the students’ ability to understand the fifteen randomly selected target 

words (meaning, function, and usage) in context when encountered during reading.  

Being mindful of the test design, time constraints, and the possibility of the test-takers 

suffering stress, only fifteen target words were tested. The subjects were required to make 

use of contextual information in the test in order to provide the correct answers to 

complete the blanks. The fifteen words tested were from all word classes. A reading 

passage of approximately 150 words in length was adapted in order to insert the words to 

be tested. The test was designed to measure receptive word knowledge, particularly the 

comprehension of word meanings and their application.  
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(1.3) Oral Interview 

 An oral interview was conducted to obtain in-depth information on how the top 

ten highest achieving students acquired the target words. Six interview questions were 

written aimed at probing their individual strategies and finding out if there were any 

factors influencing incidental word learning. To ensure the reliability of the interview the 

questions, and back translations of them were checked by experts who also checked their 

content validity. The Thai-version of the interview questions translated from the English 

version by the researcher was translated back into English by two bilingual Thai associate 

professors of English. Afterward, the back translation was compared by the researcher’s 

supervisors with the initial English-version questions to see whether the two matched. 

The content validity was checked by two experts in applied linguistics.  

 During the interview session, the list of thirty target words was presented to each 

interviewee. The interviewees were asked to explain what strategies they frequently 

employed during the reading process in order to unlock the target words’ meanings and to 

comprehend them. The interviews were conducted in the subject L1 (Thai) to avoid 

misunderstanding of any directions and the interview form was also prepared in Thai to 

assist the researcher in eliciting more detailed responses from the interviewees. The 

interview sessions occupied approximately 20 minutes per interviewee. The six guideline 

questions are presented as follows: 

Six Guideline Interview Questions 

1. What did you do when you encountered unfamiliar words while reading? 

2. Apart from reading the texts, how did you know the meaning of these target   

    words ? 

3. Did you notice and pay attention to all the target words in the ten pieces of 

reading material?  

4. Do you think that seeing each word ten times helped you to remember/  

   learn the word? 

5. Do you think these reading activities helped you to acquire a number of new  

   Vocabulary items? 

6. What are your problems in reading EFL texts? 
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A summary of the data collection instruments and purposes are displayed in Table 3.1 

Table 3.1: Summary of Instruments and Purposes 

Instruments Purposes 

 

1. Research Instruments 

a. Target Words 

 

 

 

To be used as the tested words and their learning by the 

subjects to represent the accurate results of the tests 

 

b. Reading materials 

 

 

To provide frequent opportunities for the subjects to learn the 

target words by using word-frequency controlled reading as the 

reading treatment. 

 

 

2. Data Collection Instruments 

a. Pre-tests  

    1.1 Translation production   

    1.2 Word comprehension in  

         context 

 

 

 

 

To obtain data on participants’ target vocabulary knowledge 

and knowledge of their individual meanings, their 

comprehension, and their usage in context at the beginning of 

the reading treatment. 

 

b. Post-tests  

    1.1 Translation production   

    1.2 Word comprehension in  

         context 

 

 

 

To obtain data on participants’ target vocabulary knowledge 

and knowledge of their individual meanings, their 

comprehension, and their usage in context at the end of the 

reading treatment. 

 

 

c. Oral interview 

 

To obtain information in depth about the top ten most 

successful participants’ use of vocabulary learning strategies 

that might influence vocabulary acquisition. 
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3.4 Data Collection Procedure 

The experiment was carried out with one class of students at a secondary school 

in Hat Yai, Songkhla, Thailand. During the experiment, the students undertook a total of 

eight hours and thirty minutes of an EFL reading course (their usual class). The 

researcher conducted the reading treatment and taught the subjects herself. The 

experiment involved having the subjects read ten texts (two per week) over a two month 

period and the emphasis in the class was reading comprehension. Each text had been 

supplemented with thirty targets words. But no specific vocabulary instruction was 

conducted. The tests were designed to measure the receptivity of the subjects to new 

word knowledge, including both meaning and comprehension in context.  

 The overall research procedure consisted of the following four phases: (1) 

administrating the pre-test, (2) providing reading treatment, (3) administrating the post-

test, and (4) conducting the oral interview. 

 

Phase 1: Administrating the Pre-Test 

 The goal of this phase was to test the subjects’ prior knowledge of the thirty target 

words across two dimensions: word meanings and word comprehension in context. The 

thirty subjects were all required to take the pre-tests: the translation-production test and 

the word comprehension in context test. They were both administered on October 27, 

2008. The tests were proctored by the researcher and the class teacher and together they 

lasted one hour. The test results were then rated and scored for further analysis. 

 

Phase 2: Providing Reading Treatment 

 The ten input texts (each approximately 500 words in length) were adapted from 

three books (see Reading Materials, p.32) to integrate the thirty target words. No special 

background or cultural knowledge was required in order to comprehend the texts. The 

subjects were informed that they would read these ten reading texts and complete the 

reading exercises, covering two texts per week. The researcher conducted the reading 

treatment in the English Reading and Writing class, over a period of five weeks (ten 

periods). Each reading chapter was presented in a fifty-minute period. The subjects were 

informed that the purpose of this course was to improve their reading skills by 
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emphasizing reading comprehension. As such, the subjects were required to read each 

text with the goal of understanding the content, and thereafter they were assigned various 

reading exercises to enhance their comprehension. Within the fifty-minute period, the 

subjects were allowed to review the reading materials as much as they wished. All the 

exercises accompanying the reading materials were collected by the researcher, and 

returned to the subjects in the following class 

 The reading procedures were divided into three stages; the pre-reading stage, the 

while reading stage, and the post-reading stage. The three stages are explained and 

supported with examples:  

 (1) Pre-reading stage 

 In the pre-reading stage, the researcher gave an explanation and information about 

the topic of the reading lesson to the students. The researcher used various ways to give 

the information, for example: 

 - Asking the students about the reading passage ("How many   

 paragraphs are there in the passage?" or "what you do see in the pictures ?”) 

 - Writing the key words of the topic on the board and explaining them to the 

 students.  

 - Giving simple information about the reading topic, providing guidance on 

cultural issues  related to the topics (“What to do when one goes to a party,” “How to 

choose a present for different friends”) 

 (2) While reading stage 

 This stage was divided into three sub stages:  

  (2.1) Reading comprehension: The researcher asked the students to write 

down what the topic was about or asked them to identify difficult sentences in the 

passages so that they could discuss the meanings later.  

  (2.2.) Discussion: In this stage, the researcher provided the students with 

guided questions for them to discuss in detail among themselves in groups of five. The 

questions were related to the reading passages.  

  (2.3) Reading aloud: The students were required to read the passages 

aloud either one by one or in groups. The purpose was to achieve accuracy and fluency in 

pronunciation. 
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 (3) Post-reading stage 

  This was an evaluation stage and occupied approximately 10 minutes which 

consisted of answering comprehension exercises and questions relating to the reading 

passages. The researcher and the students summarized the passages together. During this 

session the students were able to ask further questions to clarify any issues relating to the 

passage. The procedures for the reading treatment are detailed in Tables 3.2-3.3. 

 

Table 3.2: Summary of Teaching Procedure 

Teaching Stage Procedure 

1. Introduction of Reading  
    Chapter 
 

- Elicit students’ general knowledge about the subject 
matter of the reading text and provide relevant 
background (5 minutes). 
 

2. Reading Process 
 

- Require students to comprehend the overall context (20  
  minutes). 
 

3. Follow-Up Activities 
 

- Ask students to do the given comprehension exercises  
  (10 minutes). 
 

4. Evaluation 
 

- Let students check the correct answers to the exercises     
(5 minutes). 
 

5. Summary 
 

- The teacher summarizes the overall reading content  
   without direct vocabulary instruction (5 minutes). 
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The reading treatment schedule is presented in Table 3.3. 

 

Table 3.3: Reading Treatment Schedule 

Period 
 
 

Reading Chapter Reading Tasks Time 

(minutes) 

2 days 
before 

the 
reading 

treatment 
 

Introductory Phase - giving a brief introduction to the 
  course 
- taking pre-tests 
 

120 

1 
 
 
 
 
 

Back to Cambodia 
 
 
 
 
 

- completing each sentence with a     
  word from the picture 
- story prediction 
- reading comprehension 
- scanning for answers 
- writing the missing words 
 

50 

2 
 
 
 
 
 

Dear Amanda 
 
 
 
 
 

- completing each sentence with a     
  word   based on a picture 
- story prediction 
- reading comprehension 
- writing the missing words 

50 

3 Home Sweet Home - completing each sentence with a     
  word   based on a picture 
- story prediction 
- reading comprehension 
- making inferences 
 

50 

4 McDonald’s - eliciting background knowledge 
- identifying main idea 
- using words from the story in  
  sentences 
- matching phrases  
- choosing right words for each meaning. 
- reading comprehension 
- completing sentences 

50 

5 Golfing Genius - searching for information from the Internet 
- writing full forms of numbers  
- using numbers in the text 
- writing superlative forms  
- completing questions with  superlative 
  adjectives 
 

50 
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Period 
 
 

Reading Chapter Reading Tasks Time 

(minutes) 

6 
 

What People Really Want for 
Their Birthday! 

- eliciting background knowledge 
- reading comprehension 
- rearranging the words to make  
  sentences 
- finding adverbs of frequency 
- matching words with phrases 
- rewriting sentences using verbs with  
  two objects 
 

50 

7 Mozart - eliciting background knowledge 
- identifying main idea 
- completing sentences with words  
  from the text 
- matching words with opposite pairs 
- guessing word meanings 
- choosing right words for the right  
  meanings 
 

50 

8 The Eiffel Tower - eliciting background knowledge 
- identifying main idea 
- completing sentences with given words  
- matching phrases  
- reading comprehension 
 

50 

9 Speed Dating - eliciting background knowledge 
- matching words and their meanings 
- reading comprehension 
- vocabulary reinforcement 
- completing passage 
 

50 

10 Great Love Affairs - eliciting background knowledge 
- reading comprehension 
- rewriting sentences with past simple  
  affirmative and negative forms 
 

50 

 

Phase 3:  Administering the Post-Test 

 One week after the conclusion of the reading treatment, the subjects were required 

to take a post-test to measure lexical gains from the ten, word-frequency controlled 

readings. The subjects spent approximately one hour in completing the test. The 

translation-production test was revised by reversing the presentation of the test items. The 

rearranged content was used in the word comprehension in context section but 

nevertheless utilized the same fifteen random words.   
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Phase 4: Conducting the Oral Interview 

Three days after administering the post-test, an oral interview was conducted in 

which the top ten highest achievers were asked to respond concerning the extent to which 

they could identify the number of encounters necessary to learn each target word. 

Answers were given on a scale of 1-10 times, the least to the most word occurrence in the 

reading materials. The open-ended questions aimed to probe the strategies the subjects 

used to determine word definitions and word comprehension. The interview also included 

questions asking for the students’ opinions, comments, and suggestions about any aspect 

of vocabulary learning through using reading materials. The data were recorded and 

interpreted using frequencies and percentages in order to determine the optimal frequency 

level needed as well as to present the most and least employed vocabulary learning 

strategies used by the top ten highest achievers. Furthermore, the top ten students on the 

post-test were also asked to comment informally concerning their vocabulary learning 

strategies. The students were asked to give reasons for their preferred strategies, and to 

explain how they used these to acquire the target words. The interviews lasted 

approximately twenty minutes for each subject. The data collection procedures are 

summarized in Table 3.4. 
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Table 3.4: Summary of Data Collection Procedure 

 

3.5 Data Analysis and Statistical Procedures 

 To appropriately answer the research questions, the following statistical 

techniques were used in analyzing the data from this study: 

3.5.1 Scoring (See Appendix J) 

(1) The Translation-Production Test (L2 to L1)  

The maximum total score possible in this test was thirty points. A point was 

awarded for each correct word definition. There were two levels of scoring, governed by 

the following criteria: (a) one point for a totally correct meaning, (b) a half point for 

Data Collection Time 

Introductory Phase 
 

A week before the pre-test 
(50 minutes) 

1. Pre-Test 

- The Translation-Production Test 

- Word Comprehension in Context 

One week before the reading treatment 

(60 minutes) 

2. Reading Activities 

  3.1. Back to Cambodia  

  3.2. Dear Amanda  

  3.3. Home Sweet Home  

  3.4. McDonald’s  

  3.5. Golfing Genius  

  3.6. What People Really Want  for Their Birthday 

  3.7. Mozart  

  3.8. The Eiffel Tower  

  3.9. Speed Dating  

  3.10. Great Love Affairs 

First to fifth week  

- giving two reading activities per week in  

  English Reading-Writing class (50   

  minute-periods) over the course of   5    

  weeks. 

 

3. Post-Test 
- The Translation-Production Test 
- The Word Comprehension in Context Test 

Two days after the reading treatment 
(60 minutes) 

4. Oral Interview Three days after the post-test  

( 20 minutes for each student) 
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mentioning a partially related meaning, and (c) zero points for no mention of any correct 

or related meaning.  

(2) The Word Comprehension in Context Test 

The maximum total score possible for this test was fifteen points. The students 

were asked to select target words from a box to complete blanks in a passage. One point 

was given for a correct answer and zero points for an incorrect answer. 

 3.5.2 Data Analysis Procedures 

To answer the research questions addressed and detailed in Chapter 1, the data 

obtained from the pre-test and the post-test (both word meaning and word comprehension 

in context) were quantitatively analyzed using the SPSS / PC (Statistical Package for 

Social Science / Personal Computer) program. In addition, the information obtained from 

the interviews was categorized and quantified using frequencies and percentages to 

identify the strategies the subjects employed for incidental vocabulary acquisition 

through reading. 

 

(1) Research Question I: Will the subjects incidentally acquire the target words through  

          reading with controlled word frequency? If so, what kind of               

                                           vocabulary will they acquire the most and how? 

 In order to answer Research Question I, the pre-test and the post-test were scored. 

One point was allotted for a correct answer and zero point for an incorrect answer. 

Afterward, the data were collected, tallied and analyzed with the SPSS / PC program. 

Percentages and mean scores on the pre-test and the post-test were calculated to identify 

the gains from the ten, word-frequency controlled readings. A paired sample t-test was 

utilized in order to determine significant differences between the mean scores on the pre- 

and post-tests. Furthermore, the thirty target words on the translation-production test and 

the fifteen random target words on the word comprehension test were categorized 

according to their highest to lowest scores using four criteria: (1) word class, (2) 

abstractness and concreteness of the word, (3) number of parts of speech and number of 

concepts that the word could embody, and (4) word length in letters to determine their 

influences on vocabulary acquisition. 
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(2) Research Question II: What strategies will the subjects use to determine the 

            target word definitions and achieve word  

                                                        comprehension? 

 The data obtained from the interview were analyzed by categorizing and further 

quantified using frequencies and percentages to provide support in answering Research 

Question II. The qualitative and quantitative data from the interview session were 

combined and quantified to calculate the mean values of the most frequent strategies the 

top ten highest achievers used. In order to determine which strategies the interviewees 

used in incidental vocabulary acquisition through reading, the mean values were used to 

determine the most frequently used type of vocabulary learning strategy employed 

overall by the subjects, as well as its frequency.  

 

 

 



CHAPTER 4 

 

FINDINGS AND DISCUSSION 

 

 The outcome of the data analysis procedure described in chapter 3 is reported and 

discussed in this chapter and the answers to the research questions raised in chapter 1 are 

presented. The results and discussion are ordered according to the two research questions 

addressed in chapter 1. The major findings are presented below. 

4.1 Degree of Incidental Vocabulary Acquisition from the Reading Treatment 

4.2 Factors Affecting the Degree of Incidental Vocabulary Acquisition through  

      the Reading Treatment 

 4.2.1 Word Class 

 4.2.2 Abstractness and Concreteness of Words 

 4.2.3 Number of Parts of Speech and Word Concepts 

 4.2.4 Word Length in Letters 

4.3 Discussion 

4.4 Vocabulary Learning Strategies Influencing Word Processing  

4.5 Effect of Controlled Frequencies 

4.6 Discussion 

4.7 Summary 

 

4.1 Degree of Incidental Vocabulary Acquisition from the Reading Treatment 

 

 The first research question concerned the investigation of the effect of word-

frequency controlled readings on students’ ability in acquiring the target words. The 

formal research question was: 

Will the subjects acquire vocabulary incidentally through word-frequency 

controlled reading? If so, what kind of vocabulary will they acquire the most and 

how? 
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In order to answer the first research question, the percentages and mean scores 

of the pre- and post-tests (both the translation-production test and the word 

comprehension in context test) were analyzed. The scores of each test were then 

compared using paired sample t-tests to determine if the students’ knowledge of the 

target words was significantly different before and after the experiment. The results are 

presented as follows: 

 

Table 4.1.1: Comparison of the Mean Scores Students Obtained in Pre- and Post-  

                     Translation Production Test (in Percentage %) 

Post-Test  

(30 points) 

Pre-Test  

(30 points) 

Paired Differences N 

Mean SD. Mean SD. Mean SD. 

df t Sig.  

(2-

tailed) 

30 75.88 13.08 1.50 0.41 74.38 12.17 29 33.47 .000** 

 ** Significant at p < .001 level 

 

With respect to the data presented in Table 4.1.1, the pre- and post-test mean 

scores of the translation production test were significantly different at the .001 level 

(t=33.47, p<.001). Most of the subjects knew the meaning of a few words at the time of 

the pre-test, (mean: 1.50%),  while on the post-test, the subjects showed a huge gain in 

vocabulary meaning knowledge the mean figure being 75.88%. The score increased by 

74.38%. This indicates that after the subjects undertook the reading treatment, their target 

words’ meanings improved significantly.  

In order to further investigate the degree of improvement in the subjects’ word 

comprehension, the percentages, mean scores and the comparison from pre- and post-test 

on word comprehension in context tests are presented below. The mean scores of word 

comprehension in context between the pre- and post-tests show a dramatic improvement 

in the subjects’ new words as can be seen in Table 4.1.2. 
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Table 4.1.2: Comparison of the Mean Scores Students Obtained on the Pre- and  

                     Post-Word Comprehension in Context Test (in Percentage %) 

Post-Test  

(15 points) 

Pre-Test  

(15 points) 

Paired Differences N 

Mean SD. Mean SD. Mean SD. 

df t Sig.  

(2-

tailed) 

30 47.77 15.66 1.77 6.76 45.99 14.04 29 17.94 .000** 

** Significant at p < .001 level 

 

According to the data in Table 4.1.2, the mean score of the pre-test was 1.77 %, 

which indicates that the students had little or no existing knowledge of the target words. 

However, the post-test mean score increased by 46% to 47.77%, which demonstrates that 

the students were able to understand the random target words in context more effectively 

after the treatment. The results from the t-test confirmed that the difference between the 

pre- and post-scores on word comprehension was statistically significant (t= 17.94, p< 

.001), which also indicates a noticeable improvement in the students’ word 

comprehension abilities. 

 Based on the significantly higher post-test scores on both the translation- 

production test and the word comprehension in context test, it is evident that the use of 

word-frequency controlled readings enhanced the students’ incidental vocabulary 

acquisition. It should be noted that students performed better in the areas of both 

vocabulary meaning and comprehension. 

With respect to the results obtained from the analysis of data pertaining to the pre- 

and post-tests, it can be concluded that although the differences between the mean scores 

of both the translation-production test and the word comprehension in context test were 

statistically significant, the findings seem to indicate that the reading treatment affected 

the students’ understanding of word meaning in isolation and their word comprehension 

in context differently. Also, word meaning seemed to be acquired to a greater degree by 

the subjects after the treatment than did word comprehension in context as shown in 

Figure 2. 
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Figure 2: Students’ Vocabulary Acquisition on Translation Production and  

    Word Comprehension in Context Tests 

 

  

 However, the number of words tested in the translation production and the word 

comprehension in context tests differed in that the word comprehension in context tests 

contained only 15 random target words while the translation production tests contained 

all 30 target words. To confirm the results, only the 15 words on each test were 

compared, as shown in Table 4.1.3. 
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Table 4.1.3: Comparison of the Mean Scores Students Obtained on the Pre- and  

                     Post-Translation Production tests (TPT) and the Pre- and Post-Word  

                     Comprehension in Context Tests (WCT) 

Post-Test  

(15 points) 

Pre-Test  

(15 points) 

Paired Differences N Test 

Mean SD. Mean SD. Mean SD. 

df t Sig.  

(2-

tailed) 

30 TPT 77.80 13.55 0 0 77.80 13.55 29 30.35 .000** 

30 WCT 47.77 15.66 1.77 6.76 45.99 14.04 29 17.94 .000** 

** Significant at p < .001 level 

 

 The data presented in Table 4.1.3 demonstrate that in both the pre- and post-tests, 

almost none of the students had acquired the fifteen random target words (mean scores: 

0% on translation-production test and 1.77% on the word comprehension test). 

Obviously, after reading the treatment, the students gained significantly higher scores on 

both tests: at 77.80% on the translation-production test and at 47.77% on the word 

comprehension test. This confirmed the results shown in Figure 2 that word meanings 

were more easily acquired by the students than word comprehension in context.  

Furthermore, it is worth investigating what factors influenced the subjects’ 

vocabulary acquisition, both meaning and comprehension. The thirty target words on the 

translation production test and the fifteen random target words on the word 

comprehension test were categorized using four criteria: (1) word class, (2) abstractness 

and concreteness of word, (3) number of parts of speech and number of concepts of the 

word, and (4) word length in letters. This was done in order to determine their influence 

on the subjects’ vocabulary acquisition. 

 

4.2 Factors Affecting the Degree of Vocabulary Acquisition through the Reading   

      Treatment 

 

 4.2.1 Word Class 

 Word class is viewed as one factor which affects some levels of processing; the 

way in which information is stored and accessed in the brain may differ for the types of 

words.  
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 Therefore the thirty target words were classified according to word class in order 

to examine this effect and the results are presented in Table 4.2.1.1. 

 

Table 4.2.1.1: Mean Scores Obtained from Pre- and Post-Translation Production  

                        Tests Categorized by Five Word Classes 

Pre-Test (%) Post-Test (%) No. 30 Target Words 

30 points 30 points 
 

Classes of Word 
Gained (%) 

 1. prepositions  
1 despite 

 
0 

 
96.7 

 
96.7 

 2. adverbs  
2 eventually 

 
0 

 
76.7 

3 however 3.3 83.3 
4 probably 0 86.7 
5 therefore 0 96.7 

 
 
 

85.9 
 3. nouns  
6 achievement 

 
0 

 
76.7 

 
76.7 

 4. adjectives  
7 complex 

 
0 

 
66.7 

8 entire 0 86.7 
9 familiar 0 93.3 
10 obvious 0 70 
11 particular 0 70 
12 spontaneous 0 53.3 
13 various 0 73.3 
14 unique  0 56.7 

 
 
 
 

71.25 

 5. verbs  
15 affect 

 
0 

 
50 

16 concentrate 0 23.3 
17 consider 0 83.3 
18 contribute 0 66.7 
19 encourage 0 90 
20 establish 0 56.7 
21 fascinate 0 90 
22 gather 0 66.7 
23 indicate 0 86.7 
25 involve 0 70 
26 occur 0 90 
27 process 0 80 
28 provide 0 70 
29 reveal 0 73.3 
30. settle 0 66.7 

 
 
 
 
 
 

67.72 

 Total 0.11 72.34 77.97 

 

 As shown in Table 4.2.1.1, the thirty target words were categorized into five 

classes: prepositions, adverbs, nouns, adjectives, and adverbs. The five classes of words 
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are presented from the highest score to the lowest level score obtained on the post-test. 

 With regard to the data in Table 4.2.1, it is apparent that the students acquired the 

word meanings overall at a rate of 77.97%. Although the subjects acquired prepositions 

at a rate of 96.7%, and nouns at a rate of 76.7%, the preposition and noun categories 

contained only one word for each. This was due to the decisions taken at the time of the 

selection of the target words. The data regarding preposition and noun categories will 

therefore be disregarded. 

 However, the subjects acquired adverbs at a high rate at 85.9%. By contrast, verbs 

and adjectives were much harder for the students to acquire. The students acquired verbs 

least well at a 62.72% rate, and adjectives were acquired at a rate of 71.25%.  

 In order to further investigate the effect of word class on both the acquisition of 

word meaning and word comprehension, the mean scores obtained on the post-tests of 

both translation-production and word comprehension are compared in Table 4.2.1.2. 
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Table 4.2.1.2: Score Comparison of the Pre- and Post-Translation-Production  

(TPT) and the Pre- and Post-Word Comprehension in Context Test 

(WCT), Categorized by Five Word Classes  

Pre-Test (%) Post-Test (%) 
 

No. 15 Tested 
Words 

TPT Mean WCT Mean TPT Mean WCT Mean 
1. prepositions (1)   

 
1 

 
despite 

 
 
0 

 
 
0 

 
 
0 

 
 
0 

 
 

96.7 

 
 

96.7 

 
 

70 

 
 

70 
2. adverbs (2)  

2 eventually 
 
0 

 
0 

 
76.7 

 
66.7 

 
3 

therefore  
0 

 
0 

 
0 

 
0 

 
96.7 

 
86.4 

 
53.3 

 
60 

3. verbs (4)  
4 consider 

 
0 

 
0 

 
83.3 

 
86.7 

5 fascinate 0 0 90 46.7 

6 involve 0 0 70 66.7 

7 process 0 

 
 
 
0 

0 

 
 
 
0 

80 

 
 
 

80.8 
 

20 

 
 
 

55 

4. nouns (5)  
8 achievement 

 
0 

 
0 

 
6.7 

 
6.7 

 
76.7 

 
76.7 

 
20 

 
20 

5. adjectives (7)   
9 complex 

 
0 

 
6.7 

 
66.7 

 
63.3 

10 entire 0 6.7 86.7 33 

11 familiar 0 0 93.3 20 

12 particular 0 0 70 33.3 

13 spontaneous 0 0 53.3 10 

14 various 0 6.7 70 73.3 

15 unique 0 

 
 
 
 
0 

0 

 
 
 
 

2.9 
 

56.7 

 
 
 
 

71 
 

63.3 

 
 
 
 

42.3 

 Total  0 0 1.8 1.8 77.8 68.3 48.4 49.5 

 

 The data shown in Table 4.2.1.2 demonstrates that the highest level of vocabulary 

acquisition occurred with adverbs (86.4%) and verbs (80.8%) on the post-translation 

production test. Meanwhile, on the word comprehension in context (post-test), students 

correctly understood adverbs (60%) and verbs (55%) in the contexts provided. Meaning 

can be defined as knowledge of a word which can be stored and retrieved to construct 

lexical knowledge. The overall results of the translation post-test production test revealed 

that students incidentally acquired the five word classes moderately well at 68.3%.  

 On the contrary, the five word classes for word comprehension were acquired less 

effectively by the subjects although it can be seen that the overall word comprehension 

for the five word classes increased by 49.5%. For word comprehension, the highest mean 

scores came from adverbs at 60% and verbs at 55%. When compared to the translation 

production post-test, there was a noticeable difference between the two tests of 18.8%. 

The results of both tests were in agreement that the easiest word classes for the subjects 
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in this study were adverbs since their meanings were the easiest to be acquired while 

verbs and adjectives were the most difficult. 

 

 4.2.2 Abstractness and Concreteness of Words 

 The researcher and a native experienced English teacher rated the semantic 

features of the thirty target words i.e. how abstract or concrete they were according to 

their imagineability and context availability in the ten reading texts. The context-

availability ratings were determined by the researcher and the experienced native English 

teacher to rate a specific attribute (for example, how easy is it for you to think of a 

meaning for this word?) that was conceptually related to the contextual support. If the 

two persons found it difficult to place a word into a sentence, then it was assumed to be 

difficult to retrieve relevant information from prior knowledge for that word so the word 

was regarded as abstract.  

 The abstractness of a word refers to an idea or concept which is a function of 

perceptual observability and is characteristic of contextual constraints, specific to the ten 

word-frequency controlled readings such as the words involve and complex. To make the 

meaning of these abstract words clearer, some examples and contextual clues are needed. 

The concreteness of a word in this study, on the other hand, refers to the perception or 

consideration of an idea or a concept which is of a more specific type of information and 

its meaning is stable in all contexts such as despite, and however. The thirty target words 

were then analyzed according to the effect of the abstractness and concreteness of the 

words on vocabulary acquisition. 

 The data presented in Table 4.2.2.1 divided the thirty target words into two 

categories: fifteen abstract words and fifteen concrete words. The findings were then 

analyzed according to the effect of the abstractness and concreteness of the words on 

students’ vocabulary acquisition. Overall, there was a slight difference in the acquisition 

of the two groups of words. The subjects acquired the abstract words at a rate of 57.5%, 

and they acquired the concrete words at a slightly higher rate—67.4%. 
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Table 4.2.2.1: Abstractness and Concreteness of Words as an Influence on Word  

Meaning Gains on the Translation Production Test 

Difficulty of Word Meanings (%) No. Target Words 
Abstractness Mean Concreteness Mean 

 1. prepositions  
1 despite 

 
- 

 
- 

 
96.7 

 
96.7 

 2. adverbs 
2 eventually 

 
76.7 

 
- 

3 however - 83.3 
4 probably 86.7 - 
5 therefore - 

 
 

81.1 

96.7 

 
 

90 

 3. nouns 
6 achievement 

 
76.6 

 
- 

 
- 

 
- 

 3. adjectives 
3 complex 

 
66.7 

 
- 

4 entire - 86.7 
5 familiar 93.3 - 
6 obvious - 70 
7 particular - 70 
8 spontaneous 53.3 - 
9 various - 73.3 
10 unique  - 

 
 
 

71.1 

56.7 

 
 
 

71.3 

 
15 

5. verbs  
affect 

 
50 

 
- 

16 concentrate 23.3 - 
17 consider 83.3 - 
18 contribute 66.7 - 
19 encourage - 90 
20 establish 56.7 - 
21 fascinate - 90 
22 gather - 66.7 
23 indicate - 86.7 
24 involve 70 - 
25 occur - 90 
26 process 80 - 
27 provide - 70 
28 reveal - 73.3 
29 settle 46.7 - 
30  tend 40 

 
 
 
 
 
 
 

57.4 

- 

 
 
 
 
 
 
 

78.8 

 Total  64.7 57.5 80 67.4 

 
  

 When examining individual word classes, verbs categorized as abstract were 

acquired by the subjects at a moderate rate of 57.4%. Moreover, abstract adjectives were 
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the most difficult to acquire, at 71.1%. The highest abstract word gains occurred in the 

adverb group at 81.1%. 

 Further, for all word types the concrete words had much higher mean scores. The 

table illustrates that abstractness and concreteness of words was a crucial factor in 

vocabulary acquisition. The more abstract the word, the more difficult it was to acquire. 

More importantly, if a verb was abstract, the students would have great difficulty learning 

its meaning. 

Table 4.2.2.2: Abstractness and Concreteness of Words as an Influence on the  

Word Comprehension Gains on Word Comprehension in Context 

Test 

Difficulty of Word Meanings (%) No. Target Words 

Abstractness Mean Concreteness Mean 

 
1 

1. prepositions  
despite 

 
- 

 
- 

 
70 

 
70 

 
2 

2. adverbs 
eventually  

 
66.7 

 
- 

3 therefore - 

 
66.7 

53.3 

 
53.3 

 
4 

3. verbs 
consider 

 
86.7 

 
- 

5 fascinate - 46.7 
6 involve 66.7 - 
7 process 20 

 
 

57.8 

- 

 
 

46.7 

 
8 

4. adjectives  
complex 

 
63.3 

 
- 

9 entire - 33 
10 familiar 20 - 
11 particular 33.3 
12 spontaneous 10 

- 

13 various - 73.3 
14 unique  - 

 
 
 

31.7 

63.3 

 
 
 

56.5 

 
15 

5. nouns 
achievement 

 
20 

 
20 

 
- 

 
- 

 Total 43 44.1 56.6 56.6 

  

 Turning now to word comprehension, the results were in agreement with those for 

word meanings. Abstract words were acquired at a rate of 47.8%, whereas concrete 

words were comprehended at a slightly higher rate of at 51.6%. It can also be said that it 

was harder for the students to achieve word comprehension than to acquire word 
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meaning, as shown in Table 4.2.2.2. However, there was a difference in the level of 

acquisition of different word classes, as compared to Table 4.2.2.1. For word 

comprehension, abstract nouns were the most difficult to acquire, at a rate of only 20% 

with abstract adjectives at only 31.7% although this might be due to the fact that the 

number of words in each word class was not the same.  

 Therefore, a further investigation was conducted to take into account the number 

of words for each part of speech and the number of word meaning concepts in order to 

obtain more revealing explanations. 

 

 4.2.3 Number of Parts of Speech and Word Concepts 

 Although, the target words were carefully tailored to be used as only a single part 

of speech, and with a single conceptual meaning in the ten texts, when the students 

encountered unknown words, they sometimes looked up their meanings in a dictionary. 

They probably found that some of the target words belonged to more than one part of 

speech (for example, complex was used as an adjective in this study but in a dictionary it 

also appears as a noun) and had multiple concepts or various meanings (for example, 

process, in this study refers to dealing with something in a particular way but in a 

dictionary it also has other meanings). It is, therefore, interesting to examine how this 

factor affected the study.  
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Table 4.2.3.1: Comparison between the Scores obtained on the Translation  

Production Post-Test (TPT) and the Word Comprehension in Context 

Post-Test (WCT), Delineated by Number of Parts of Speech  

One Part of Speech (%) More Than one Part of Speech (%) No. Target Words 

TPT Mean WCT  
 

Mean TPT Mean WCT  
 

Mean 

 
1 

1. prepositions  
despite 

 
96.7 

 
96.7 

 
70 

 
70 

 
- 

 
- 

 
- 

 
- 

 
2 

3. adverbs  
eventually  

 
76.7 

 
66.7 

3 therefore 96.7 

 
86.7 

53.3 

 
60 

 
- 

 
- 

 
- 

 
- 

 
4 

2. verbs  
consider 

 
83.3 

 
86.7 

5 fascinate 90 46.7 
6 involve 70 66.7 
7 process - 

 
 

81.1 

- 

 
 

40.5 

 
 
- 
 

80 

 
 

80 

 
 
- 
 

20 

 
 

20 

 
8 

5. nouns  
achievement 

 
76 

 
76 

 
20 

 
20 

 
- 

 
- 

 
- 

 
- 

 
9 

4. adjectives  
complex 

 
- 

 
- 

 
66.7 

 
63.3 

10 entire 86.7 33 - - 
11 familiar - - 93.3 20 
12 particular 70 33.3 
13 spontaneous 53.3 33.3 
14 various 73.3 73.3 
15 unique  - 

 
 
 

70.8 

- 

 
 
 

42.6 
 
- 

 
 
 

72.2 
 
- 

 
 
 

41.7 

 Total 79.4 82.4 53 46.7 74.2 76.1 41.7 30.9 
 

The fifteen random words on the word comprehension in context test were 

compared with the results from the translation-production test in order to establish the 

overall picture. Table 4.2.3.1 illustrates that target words which were used as only one 

part of speech were, on average, acquired at a rate of 82.4% for word meaning and 46.7% 

on word comprehension. Specifically, preposition (which contained only one word) and 

adverb vocabulary was the most successfully acquired in both tests. Despite the words’ 

characteristics pertaining to their part of speech in the dictionary, their meanings were not 

overly difficult for the students to grasp. As shown in the analyzed data, the students 

comprehended the target words’ meanings on the translation-production test at a high 

rate: 82.4% for the words belonging to just one part of speech but only at 46.7% for the 

words belonging to more than one part of speech. However, an adjective and a verb 

belonging to more than one part of speech in the dictionary process and familiar were 
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surprisingly acquired at the highest rate for their meanings; familiar was acquired the 

highest at 93.3% followed by process at 80%. 

 On the contrary, the target words belonging to more than one part of speech were 

acquired at a lower rate on the word comprehension in context test (30.9%).  On this test, 

verbs serving as more than one part of speech were acquired at the lowest rate by the 

students (only 20%).  

Verbs and adjectives seemed to be quite difficult word classes to acquire on both 

tests due to their characteristic abstractness, as well as their length in number of letters. It 

should be noted that students performed better in the acquisition of words which are used 

as only one part of speech and which are concrete. 

 

Table 4.2.3.2: Comparison between the Score obtained on the Translation  

Production Post-Test (TPT) and the Word Comprehension in Context 

Post-Test (WCT), Delineated by Number of Concepts of Meaning 

One Concept (%) More Than One Concept (%) No. Target Words 

TPT Mean WCT  
 

Mean TPT Mean WCT  
 

Mean 

 1. prepositions  
1 despite 

 
96.7 

 
96.7 

 
76.7 

 
76.7 

 
- 

 
- 

 
- 

 
- 

 3. adverbs  
2 eventually  

 
76.7 

 
66.7 

3 therefore 96.7 

 
86.7 

53.3 

 
60 

 
- 

 
- 

 
- 
 

 
- 

 2. verbs  - 
4 consider 

 
83.3 86.7 

5 fascinate 90 46.7 

 
- 

 

6 involve 70 66.7 
7 process 

 

 
 

86.7 
 

 
 

66.7 

80 

 
 

75 

20 

 
 

43.4 

 5. nouns  
8 achievement 

 
76.7 

 
76.7 

 
20 

 
20 

 
- 

 
- 

 
- 

 
- 

 4. adjectives  
9 complex 

 
- 

 
- 

 
66.7 

 
63.3 

10 entire 86.7 33 - - 
11 familiar - - 93.3 20 
12 particular 70 33.3 
13 spontaneous 53.3 33.3 
14 various 73.3 73.3 
15 unique  56.7 

 
 
 

67.9 

63.3 

 
 
 

42.6 
 

 
 
 

80 
 

 
 
 

41.7 

 Total  78.2 67.3 52.7 51.9 77.5 77.5 42.5 42.6 
 

Likewise, for number of word meaning concepts, as shown in Table 4.2.3.2, the 

mean scores obtained from the translation production post-test and the word 
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comprehension in context post-test indicate that the target words which had only one 

concept were acquired at a rate of 67.3% on the former and at 51.9% on the latter. 

Surprisingly, the words with more than one concept were acquired at the slightly higher 

rate of 77.5% on the translation-production test, but only at 42.6% on the word 

comprehension in context test. 

It is apparent that adverbs and prepositions which belonged to a single concept 

were acquired at a high rate on both tests. Adjectives and verbs were gained by the 

subjects at a moderate rate. On the translation-production test, the subjects acquired 

adverbs and verbs which belonged to one concept equally at 86.7%. Nevertheless, 

knowledge of nouns and adjectives with one concept improved differently for the 

subjects between the two tests. In the case of adjectives with a single concept, the 

subjects also produced higher scores on the translation production test (67.9%) than on 

the word comprehension in context test (42.6%).  

It can be noticed that the target words which belonged to more than one concept 

were more difficult for the subjects to acquire. Specifically, on the word comprehension 

in context test, the subjects partly comprehended two word categories at a moderate rate: 

verbs at 43.4% and adjectives at 41.7%. However, their meanings were not overly 

difficult to grasp by the subjects as seen in the categories of adjectives (80%) and verbs 

(75%) on the translation-production test. This indicates that the students performed better 

in supplying a correct word meaning than using it in context. 

 

 4.2.4 Word Length in Letters 

As far as the difficulty of words is concerned, word length in letters is certainly 

one attribute which affected the target words’ acquisition. Word length in letters is 

assumed to influence students’ ability in recognizing target words and processing them 

while reading. 

 

After calculating the scores on the post-test, the target words were classified into 

three categories according to their length in letters: four to six letter words, seven to nine 

letter words, and ten to twelve letter words, in order to examine their different influences 

on word learning. 
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 With regard to the analyzed data in Table 4.2.4.1, it can be seen that after the 

reading treatment, the words in total, were gained at a rate of 69.4%. The words which 

had seven to nine letters were acquired at the highest rate, 79.78%, while the words with 

ten to twelve letters were acquired at the lowest rate, 61.10%. It is worth noting that the 

words with four to six letters were only gained at a moderate rate. 

Regarding four to six letter words, the words “tend” (40%) and “affect” (50%) 

were probably not acquired at a high rate by the subjects because these words have more 

than one meaning in a dictionary. 
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Table 4.2.4.1: Word Length in Letters as an Influence on Word Meaning Gains  

 on the Translation Production Test 

Word Length in Letters 
 
 
 

No. 

4-6 Letters (9 words) 

Score on Translation 
Post-Test  

(%) 

Mean 

1 affect (v.) 50 
2 despite (prep.) 96.7 
3 entire (adj.) 86.7 
4 gather (v.) 66.7 
5 occur (v.) 90 
6 reveal (v.) 73.3 
7 settle (v.) 46.7 
8 tend (v.) 40 
9 unique (adj.) 56.7 

 
 
 

67.43 

 7-9 Letters (15 words) 
10 consider (v.) 

 
83.3 

11 complex (adj.) 66.7 
12 encourage (v.) 90 
13 establish (v.) 56.7 
14 fascinate (v.) 90 
15 familiar (adj.) 93.3 
16 however (adv.) 83.3 
17 indicate (v.) 86.7 
18 involve (v.) 70 
19 obvious (adj.) 70 
20 probably (adv.) 86.7 
21 process (v.) 80 
22 provide (v.) 70 
23 therefore (adv.) 96.7 
24 various (adj.) 73.3 

 
 
 
 
 
 
 

79.78 

 10-12 Letters (6 words) 
25 achievement (n.) 

 
76.7 

26 concentrate (v.) 23.3 
27 contribute (v.) 66.7 
28 eventually (adv.) 76.7 
29 particular (adj.) 70 
30 spontaneous (adj.) 53.3 

 
 
 

61.10 

 Total  72.34 69.44 
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Table 4.2.4.2: Word Length in Letters as an Influence on Word Comprehension  

Gains on the Word Comprehension in Context Test 

Word Length in Letters No. 

 
 
 

4-6 Letters (3 words) 

Score on Word 
Comprehension  

Post-Test  
(%) 

 Mean 

1 despite (prep.) 70 
2 entire (adj.) 33 
3 unique (adj.) 63.3 

 
35.44 

  
7-9 Letters (7 words) 

 

4 complex  (adj.) 63.3 
5 consider (v.) 86.7 
6 familiar (adj.) 20 
7 fascinate (v.) 46.7 
8 involve (v.) 66.7 
9 process (v.) 20 
10 therefore (adv.) 53.3 

 
 
 

50.96 

  
10-12 Letters (5 words) 

 

11 achievement (n.) 20 
12 eventually (adv.) 66.7 
13 particular (adv.) 33.3 
14 spontaneous (adj.) 10 
15 various (adj.) 73.3 

 
 

40.66 

 Total  48.42 42.36 

 
 Regarding word length in letters as an influence on word comprehension, there 

was a noticeable difference between the overall mean score from the word 

comprehension in context test and that of the translation production test. Table 4.2.4.2 

shows that the overall mean score of the three groups for word length was 42.36%, which 

was noticeably less than that from the translation production test (27.08%).  

 However, there was agreement between the results of the two tests in that the 

words with seven to nine letters were acquired at the highest rate, which was 50.96% in 

the word comprehension in context test. The words with ten to twelve letters were 

acquired at the moderate rate of 40.66% in the word comprehension in context test. 
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4.3 Discussion 

 

From the results of this study, it is evident that providing word-frequency 

controlled reading had a profound effect on students’ ability to acquire vocabulary 

incidentally. The analyses of the post-tests on word meaning and word comprehension 

illustrate that the subjects’ controlled exposure to words during the reading process was 

very similar to real-life exposure to target words in that one has to encounter a word 

several times before eventually acquiring its meaning. Most students were generally able 

to supply correct meanings and apply the target words in certain contexts.  

It seems that the comprehension of words by the subjects was only partially 

successful from the readings, but it was not as successful as the acquisition of meaning. 

This was especially true for words with abstract meanings, such as verbs, where very 

little meaning uptake seemed to have occurred. The findings refer to the word forms and 

common meanings that must be recognized automatically by a reader, regardless of the 

context, for a minimum of comprehension to be achieved.  

Even though the students’ ability to construct both knowledge of meanings and 

comprehension of the target words increased significantly, they increased by different 

degrees. The students acquired the target words’ meanings at a much higher rate than 

they achieved comprehension in context. The findings therefore agreed with the results of 

the study by Pigada and Schmitt (2006), where meanings were quickly acquired for all 

classes of words as a result of frequency. Knowledge of verbs was much lower than that 

of other word classes due to their grammatical difficulty. There are two reasons for this. 

Firstly, it may be because word meanings are primarily acquired from contextual 

information provided by controlled frequency in readings. Encountering the target words 

in several different reading contexts could have been a contributing factor to the students’ 

gains in acquiring meaning. The second reason could be that the students found the 

application of word usage, and proper usage in context, much more complicated than the 

acquisition of meaning. As Read (2000) postulated, merely recognizing words is much 

simpler than actually comprehending and utilizing those words. This process is also 

dependent on the ability of a learner to understand word concepts while reading (Fukkink 

et al., 2001). 
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Regarding the types of words, the study distinguished four major possible factors 

which might influence a student’s ability to acquire vocabulary. Word class is the first 

factor to consider. In this study, verbs, adjectives, and adverbs were the most difficult for 

the subjects to acquire. The results of this study are in agreement with the studies 

conducted by Gentner (1982), Markman (1989), and Kweon and Kim (2008), in that 

verbs present more of a learning challenge than nouns, and thus learners develop verb 

vocabulary at a slower rate. The mapping between form and meaning for verbs is more 

difficult than for nouns because of the argument structure information of verbs. For 

example, how many and what kinds of arguments (e.g. theme, goal, or location) should 

be tackled in the learning process of verbs, a consideration which is not necessary when 

learning nouns. Furthermore, the results corresponded to the studies by Benedict (1979) 

and Gentner (1978) that verbs are more difficult to learn than other types of words. Since, 

verb vocabulary was acquired at a lower rate. 

The second factor is the concept of a word in context. The ability to communicate 

abstract concepts in a language depends on the surrounding contextual support. It is, 

however, generally thought that this ability is secondary to, or dependent upon, the ability 

to use language to refer to concrete concepts. It is currently widely accepted that concrete 

words are unconditionally easier than abstract words for a learner to process (Gentner, 

1982). “Achievement” and “spontaneous,” for instance, were difficult for the subjects due 

to their abstract concepts in context and their word lengths, even though in this study they 

belonged to a single part of speech category. On the contrary, the word “despite” was 

easier for the subjects to learn from context because it mostly occurred in sentences as a 

signal word in a context which showed a subsequent contrasting idea.  

The third factor is the number of parts of speech to which a word belongs, and the 

number of meanings a word has. These factors were consistent in the study, but are 

changeable in other situations. One word can have more than one function and more than 

one meaning. If a word can be used in several senses, then the word is necessarily 

associated with several different sets of word classes and meanings, each of which 

corresponds to one of the meanings of the word. If the students can determine which 

words correspond to a given verb, they can use those words for discovering the right 

meaning of the verb in a given sentence. The individual words “tend” and “familiar,” 
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were classified as having more than one concept, depending on context. In this study, 

these words were used with the same concept in each context on a consistent basis. Also, 

they are not very abstract; therefore most students were able to acquire them in the 

experiment. However, it is difficult to apply the appropriate meaning and function of the 

same word in some contexts, even if the word has already been encountered several 

times. The process of applying a word in context requires more than just recognition, but 

also the ability to determine the appropriate word usage (Read, 2000).  

The last factor influencing vocabulary acquisition in this study is word length in 

letters. Orthographics plays an important role in the translation from word form to word 

meaning. The students scored low on words with ten to twelve letters on both the 

translation production test and on the word comprehension in context test. If these words 

happened to be abstract, it was even harder for the students to acquire them, as was the 

case with the words “achievement,” “spontaneous,” and “particular.” The words 

“concentrate,” “spontaneous,” and “contribute” were the most difficult in the category of 

ten to twelve letter words because their meanings were less easy for the subjects to guess, 

even though they were surrounded by contextual clues.  It is noteworthy that the length of 

words is a very crucial factor in the success of students’ vocabulary acquisition. 

 

4.4 Vocabulary Learning Strategies as an Influence on Word Processing  

 

 The second research question was designed to explore the strategies the subjects 

employed in acquiring the target words. The formal research question was: 

What strategies will the subjects use to determine the target word definitions and 

achieve word comprehension? 

 This research question attempted to identify the most frequently used strategies 

that the top ten highest achievers employed in learning the target words both during and 

after the readings. It also sought to examine the most successful strategies that they used. 

The findings are discussed according to the results obtained from the oral interviews, 

which presented an overall picture of the strategies used by the subjects. The strategies 

were categorized to help identify the specific strategies which were successful for the top 

ten highest achievers 
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The results from the responses in the oral interview are presented in Table 4.4.1. 

It can be seen that overall, strategies were employed for almost eight target words (mean 

= 7.5) by the ten most successful students. Each category of vocabulary learning strategy 

was employed by one to two students on average (mean = 1.93).  The most frequently 

employed strategies were consulting information sources and dictionary use, both at 25% 

especially the sub-strategies of guessing from context, which was the most frequently 

used at 60%, asking peers, and using a bilingual dictionary at 30%. The least employed 

strategy was in the “other” category, at 12.5%. Sub-strategies in this category included 

encountering the word on TV, learning it from a product label, and encountering it while 

learning other subjects, all at 10%, and encountering  the word while taking other tests, at 

20%. Meanwhile, the memorization and practice category was only a moderately-used 

strategy by the successful students, at 15%. This included searching for examples of use, 

writing and repeating new learned words, and learning from familiar roots/stems, at 20%. 
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Table 4.4.1: Summary of Four Types of Vocabulary Learning Strategies, from  

                     Data Obtained from the Oral Interview Sessions 

Type Vocabulary Learning Strategies No. of Target Words No. of 

Subjects 

Information Sources 
1.1 guessing from context 

 
22 

 
6 (60%) 

1.2 asking peers  15 3 (30%) 
1.3 asking tutors 3 2 (20%) 
1.4 asking siblings 5 2 (20%) 
1.5 asking teacher 1 1 (10%) 
1.6 asking parents  1 1 (10%) 

1 

Mean 7.48 2.5 (25%) 
Dictionary Use 
2.1 using bilingual dictionary (Eng-Th) 

 
26 

 
3 (30%) 

2.2 using monolingual dictionary (Eng-Eng) 5 2 (20%) 

2 

Mean 15.50 2.5 (25%) 

Memorization and Practice 
3.1 searching for example use 

 
6 

 
2 (20%) 

3.2 writing and repeating new learned words 8 2 (20%) 

3.3 learning from familiar roots/stems 7 2 (20%) 

3.4 learning from synonym/antonym 1 1 (10%) 

3.5 analyzing the word by its suffix 2 1 (10%) 

3.6 determining type of word 3 1 (10%) 

3 

Mean 4.50 1.5 (15%) 

Others 
4.1 encountering while taking other tests 

 
4 

 
2 (20%) 

4.2 encountering while learning other subjects 4 1 (10%) 

4.3 encountering on TV 1 1 (10%) 

4 

4.4 learning from a product label 1 1 (10%) 

 Mean 2.50 1.25 (12.5%) 

 Total  7.50 1.93 (19.3%) 

 

4.4.1 Information Sources  

With regard to guessing from context, the students agreed that using contextual 

cues was a useful strategy to obtain the meaning of unfamiliar words. Sixty percent of the 

ten most successful students indicated that they had acquired the target words by 

guessing from context. Six out of ten used context cues most of the time when unfamiliar 

words impeded their attempts at comprehending a text. Students A, B, and C tended to 

make intelligent guesses about a word’s meaning before using any other strategies. 
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Student B found nine unfamiliar words within two passages, and she always tried to infer 

their meanings from the context. She re-read the surrounding sentences for a particular 

word she did not know the meaning of, in order to pick up clues that might be helpful in 

figuring out the meaning of that word. The students also reported that they did not 

attempt to use contextual clues if they lacked basic knowledge about the surrounded 

context. According to the interview, the participants pointed out that: 

Student A 

“I tried to guess certain target words’ meanings in sentences in which the words 

were surrounded by familiar vocabulary and context.”   

 

Student B 

“I usually figured out the target words’ meanings in order to understand what the 

sentence was about in general.” 

 

Student C 

“ At the beginning, I tried to figure out the context of a particular word. Then I 

guessed its meaning to obtain the exact meaning.” 

 

Guessing from context made up a significant part of the students’ strategy use in 

dealing with unknown words. However, 60% of all respondents pointed out that they first 

tried to guess word meanings from context if they were reading an English sentence with 

several unfamiliar words. Guessing from context is probably one of the most useful skills 

ESL/EFL learners can acquire and apply, both inside and outside the classroom. In order 

to improve and develop the development of this skill, vocabulary guessing tasks should 

be integrated as often as possible into reading activities. This can be more effective after 

a global or gist understanding of a text has been established. 

Likewise, Students D and E made good use of context, but they also employed 

many other vocabulary strategies. This was in contrast to Student F, who consistently 

employed the strategy of using context cues every time an unfamiliar word hindered her. 

As she stated: 
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Student F 

“I always guessed the meanings of unknown words from contextual clues in a text 

by considering the general idea of each sentence. I would gradually come to know 

their meanings after encountering them a few times (at least three times).” 

 

Furthermore, three participants (30%) relied on the strategy of asking their peers 

about some of the unfamiliar words they read in the passages. One of them reported that: 

Student H 

“When reading, I usually asked my classmates for the meanings of unknown 

words. If this did not work out, I would look up their meanings in a dictionary.” 

 

Two subjects indicated that they asked their siblings to verify the meanings of 

eight of the target words: “affect, concentrate, consider, complex, contribute, indicate, 

involve, and occur.” Student G relied on asking her sister for the meanings of these eight 

words, whereas Student H only asked her brother to clarify what the word “indicate”  

meant. 

Student G sometimes asked her tutor about certain unknown words, even though 

she deemed them to contribute little to the overall meanings of the texts. She admitted 

that she could still grasp what the texts were about without expending effort to 

understand these words. She originally considered the unknown words important and 

paid a lot of attention to them; however, as she read on to subsequent sentences, she soon 

forgot about the words. Initially, she had attempted to guess the meanings of the words 

from context, but after generating possible meanings, she did not deem them acceptable 

and decided to ask her tutor for clarification of the unknown words. 

The teacher was generally respected as a knowledgeable authority by the other 

students. When one student (Student H) failed to find an appropriate meaning of a word 

in a dictionary, she would sometimes consult her teacher for an explanation of its 

meaning and appropriate usage. Previously, if she could not fit a dictionary meaning to a 

word in the context of a passage, she was inclined to give up and not to continue her 

efforts to find the meaning of the unfamiliar word. Therefore, asking her teacher was a 

good strategy for quickly assisting her reading comprehension, especially for the words 
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which she misread. For instance, she confused the words affect and effect, and she did not 

really understand the concepts behind these words because she thought she already knew 

the meaning of the word affect, although her idea was incorrect. Therefore, she finally 

asked her teacher to explain the different meanings and usage of the two words. 

 

4.4.2 Dictionary Use  

Twenty-five percent of the students reported that translation was very useful for 

vocabulary learning. They commented that dictionary use was the best way to quickly 

translate word meanings, as well as helping them to easily understand word definitions. 

Bilingual dictionary use was the most frequently employed strategy by the respondents 

(30%). However, the students admitted that monolingual dictionaries were also useful to 

them.  

Students A, B, and E occasionally turned to a monolingual turned to a 

monolingual dictionary rather than a bilingual one. Interestingly, this observation could 

indicate that these three participants, unlike their peers who always preferred a bilingual 

dictionary as their primary strategy, actually processed the written input entirely in the 

target language (English). They did not see any need to translate the concepts they 

absorbed from the text; instead, they invariably “considered” in English, and if they were 

significantly obstructed by lexical items, only then did  they turn to a dictionary, but 

always a monolingual one.  

Student A 

“I chose a monolingual dictionary to look up the use of the word “consider” 

because I thought it provided more examples than the bilingual one.” 

 

Of the ten participants, three mainly relied on a bilingual (English-Thai) 

dictionary to deal with unfamiliar words. Although a monolingual (English-English) 

dictionary was available, they preferred the bilingual one. Student I, for example, almost 

always consulted a bilingual dictionary. She identified target words and other content 

words as unfamiliar, and frequently consulted the dictionary. For four of the words-- 

familiar, gather, however, and therefore- she used context cues, and for three others she 

combined the use of a dictionary and context clues or skipped the words altogether. 
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Similarly, Student J encountered more than thirty unknown words in the two passages, 

and consulted a bilingual dictionary for only twenty of the words. For the rest, she 

combined the bilingual dictionary and a monolingual dictionary, or simply skipped them. 

Such a pattern of strategy use was very similar to the one employed by Student H, who 

found thirty words which she did not know the meanings of.  

The students reported that their reason for generally relying on a bilingual 

dictionary was the ease of understanding what the word actually meant. For them, it was 

more convenient to learn the meanings of English words by finding equivalent ones in 

their native language. They admitted they did not need to translate the meanings from 

English to Thai if they looked them up in a bilingual dictionary. This reflected the way 

they comprehended English texts: they translated the printed English words into their 

native language, Thai. This was especially apparent in one of the participants, Student I. 

She interpreted the texts in chunks of ideas, usually a phrase or a sentence. Immediately 

after reading each chunk, she translated it into her mother tongue. As she indicated: 

Student B 

“I usually checked the meanings of unknown words in a bilingual dictionary 

again after reading. I consider this strategy the best for me to understand the 

words.” 

 

Two participants used a monolingual dictionary as their main vocabulary strategy. 

Of the thirty unfamiliar words they encountered, five were dealt with by means of a 

monolingual dictionary. They also consulted a bilingual dictionary to look up the 

meanings of some other difficult words. Occasionally, when having difficulty in fitting 

one of the meanings into the context in the passage, one of the students turned to the 

bilingual dictionary, hoping that the translated meaning would be less problematic.  

One of the students said, “When I wanted to find out the different shades of 

meaning and to understand which meaning was used in which context, I would choose a 

bilingual dictionary to find the appropriate usage of a word” (Student E). 

Student J also mainly depended on an English-English dictionary for the same 

reason as Student I, i.e. she did not need to think about the same concept twice- in her 

native language and the target language, respectively. In addition, she mentioned more 
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comprehensive entries and a clearer definition as reasons why consulting a monolingual 

dictionary was her preferred vocabulary strategy.  

 

4.4.3 Memorization and Practice 

Twenty percent of the respondents reported that they kept personal vocabulary 

notes in which they wrote new words, their definitions, translations, and examples. 

Twenty percent pointed out that they wrote down all new words they came across and 

tried to search for examples of their usage. In addition, 20% of the students noticed word 

roots and stems, from which they felt that multiple meanings and multiple dimensions of 

meanings (referential, syntactic, pragmatic, and emotional) could be decoded. As student 

F pointed out: 

Student F 

“When I saw unknown words, I often looked at coordinating words and the 

context in general. If I still could not get the meaning, I sometimes looked at their 

roots. Then I tried to guess the meanings from these roots”. 

 

Ten percent of the respondents predicted the meaning of unfamiliar words when 

they were used with an example of a familiar word and the unknown words were paired 

with synonyms or other closely related words during reading. One student reported that 

she attempted to comprehend some words by first recognizing stems, to which affixes 

(prefixes or suffixes) had been added. Student C reported that: 

 

Student C 

“I sometimes used references for particular words. I sometimes determined the 

words’ prefixes (pre-meanings) and suffixes (post-meanings) to get their 

meanings. I think this way is easier than memorization alone.” 

 

One student out of ten felt that thinking of a picture or imagining a look-alike 

word helped her to remember a word and its meaning. She could break the word down 

into a more familiar word. She could then associate the word “however,” for example, 

with introducing different idea. Moreover, she also analyzed texts by inferring the 
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authors’ moods (ironic, funny, and serious), which helped her to obtain the meanings of 

unknown words. As she said: 

Student D 

“Many English words have similar meanings and pronunciations. Therefore, I 

listed some words which might be related to the unknown words. I also studied 

them, and their synonyms and antonyms.” 

 

When the students tried to comprehend the words, 10% of them determined the 

words’ type by looking at their semantic functions in context. For instance, the words 

“achievement,” “spontaneous,” and “eventually” were guessed by the students as being 

noun, adjective, and adverb respectively, due to their usage in sentences. One of the 

participants reported that: 

Student B 

“At the beginning, I tried to determine the part of speech of an unknown word. 

Then I would try to guess its meaning. If I could not understand it, I would then 

look up its meaning in a bilingual dictionary.” 

 

4.4.4 Others 

Another way of learning the target words was from having encountered them 

while taking other tests. Twenty percent of the students had noticed the words 

“complex,” “however,” “establish,” and “indicate” on their National Test (NT). This test 

is an effective measurement of English proficiency, administered at the end of each 

academic year.  The student concluded that the words she encountered on the test might 

be important for her to pass her school’s own tests, so she noted them to study later on. 

As she indicated: 

 

Student I 

“When I encountered the word “process” during the reading treatment, I realized 

that I had seen it on the NT. Thus, I thought I could understand what the word 

meant.” 
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Interestingly, 10% of the top ten highest achievers indicated that they encountered 

the words “concentrate” and “process” while studying in a science class. They gradually 

learned these words from their science teacher, so this exposure helped them comprehend 

the words better. The two participants reported that: 

Student C 

“I had encountered the two target words in science class before attending the 

reading treatment, so I recorded them in my notebook to find out their meaning.” 

 

Student J 

“When I encountered the words “process” and “concentrate” during the reading 

treatment, I suddenly realized that I had encountered them before in science class. 

Therefore, I thought I could guess their meanings from the texts.” 

 

As useful aids to learning English, one student noted that TV programs, product 

labels, and other course books helped him learn new words incidentally. One of the ten 

students pointed out that she had heard the words “complex” and “reveal” from 

cosmetics’ advertisements on TV. Incidentally, she determined the word meanings from 

pictures and their descriptions on TV. Furthermore, one participant (10%) saw on a 

product label (for ice cubes), the word “unique,” so this helped her figure out its meaning. 

Two respondents reported that: 

Student E 

“I myself like watching cable TV; this helped me learn the word, “complex” and 

“reveal,” from an advertisement about women’s skin products.” 

 

Student G 

“I always saw the word “unique” on a product label for ice cubes, so I thought I 

could guess its meaning.”  
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4.5 The Effect of Controlled Frequency 

 

In addition to the other contributing factors, the students also commented on their 

need for word-frequency occurrence, for each target word, in the reading texts. Table 4.5 

shows the response percentages for each word, divided by frequency. 

Based on the data shown in Table 4.5, the results indicate that, on average, the top 

ten highest achievers were able to acquire a word after approximately six encounters 

(mean= 6.35) with it in the texts. Upon further investigation, it was revealed that the 

students all required ten exposures (mean = 10) for the word “spontaneous” (100%). 

Other extreme results included “affect” (80%), “encourage” (30%), “obvious” (30%), 

“reveal” (20%), “establish” (10%), “fascinate” (10%), and “particular” (10%). The lowest 

required frequencies of occurrence (mean= 3.30) were for the words “entire” (20%), 

“however” (20%), “consider” (10%), “eventually” (10%), and “occur” (10%). The 

students also reported that they actually started noticing the target words by the third 

reading. They guessed that those words might be used in their examinations later on. The 

fifth and sixth exposures further alerted them to the necessity of learning the words, and 

therefore caused them to turn to memorizing the target words’ meanings after the reading 

treatment 
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Table 4.4.2: Students’ General Perception of Their Need for Frequency of Word  

          Occurrence in the Reading Treatment from the Oral Interview 

Need for Word Occurrence (%) 
Target Words 

1 2 3 4 5 6 7 8 9 10 
Mean SD.  

1. achievement (n.) - - - 50 10 30 10 - - - 5 1.16 

2. affect (v) - - - - - - - 10 10 80 9.70 .68 

3. concentrate (v) - - - - - 40 30 20 10 - 7 1.05 

4. consider (v.) - 10 10 40 30 - 10 - - - 4.30 1.33 

5. complex (adj.) - - - 20 50 10 10 10 - - 5.40 1.27 

6. contribute (v.) - - 10 - 50 20 20 - - - 5.40 1.17 

7. despite (prep.) - - - 20 - 20 40 20 - - 6.40 1.43 

8. encourage (v) - - - - - 10 10 40 10 30 8.40 1.35 

9. establish (v) - - - - - - 30 50 10 10 8 .94 

10. entire (adj.) - 20 30 40 10 - - - - - 3.40 .97 

11. eventually (adv.) - 10 60 20 10 - - - - - 3.30 .82 

12. fascinate (v.) - - - - - - - 30 60 10 8.80 .63 

13. familiar (adj.) - - 10 30 50 10 - - - - 4.60 .84 

14. gather (v.) - - 50 40 10 - - - - - 3.60 .70 

15. however (adv.) - 20 30 50 - - - - - - 3.30 .82 

16. indicate (v.) - - 10 40 30 20 - - - - 4.60 .97 

17. involve (v.) - - - - - 40 30 30 - - 6.90 .88 

18. occur (v.) - 10 60 10 20 - - - - - 3.40 .97 

19. obvious (adj.) - - - - - - - 40 30 30 8.90 .88 

20. particular (adj.) - - - - - - - 50 40 10 8.60 .70 

21. probably (adv.) - - - - - 10 20 40 30 - 7.90 1.0 

22. process (v.) - - - - 40 40 20 - - - 5.80 .79 

23. provide (v.) - - - 40 40 10 10 - - - 4.90 1.0 

24. reveal (v.) - - - - - - - 10 70 20 9.10 .57 

25. settle (v.) - - - - 10 60 10 10 10 - 6.50 1.18 

26. spontaneous (adj.) - - - - - - - - - 100 10 .00 

27. tend (v.) - - - - - - 60 40 - - 7.40 .51 

28. therefore (adv.) - - - - 10 20 70 - - - 6.60 .70 

29. various (adj.) - - - - 30 50 20 - - - 5.90 .74 

30. unique (adj.) - 

 

- 

 

- 

 

- 

 

10 

 

10 20 

 

20 

 

30 

 

- 

 

7.50 1.35 

 

Total 

 

- 

 

14 

 

30 

 

52 

 

25.6 

 

25 

 

24.7 

 

27.3 

 

27.3 

 

36.3 
 

6.35 

 

.41 
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4.6 Discussion 

 

The second research question attempted to investigate the use of vocabulary 

learning strategies among the top ten highest achievers in order to understand the pattern 

of their strategy use and their reasons for using certain strategies. The results were 

consistent with previous research with respect to the types of vocabulary strategies 

subjects employ: context cues, monolingual and bilingual dictionaries, and asking others 

to verify word meanings (Ahmed, 1989; Pressley & Afflerbach, 1995; Fraser, 1999; 

Nassaji, 2003).  

Obviously, when learners undertake a reading task, these strategies dictate how 

they acquire new words after processing the text. The use of dictionary look-up behavior 

and translation, as well as strategies concerned with anticipating content, guessing word 

meanings from contextual clues, integrating information, using relevant background 

knowledge, and understanding overall reading content are all involved when a reader 

tries to make sense of a text.  If word meanings are not readily identifiable in a text, these 

strategies are what will allow a reader to infer or search for their meanings (Rott, 2007). 

The most frequently used strategy for learning words was by guessing word 

meanings from context, at 60%. The top ten most successful students indicated that they 

liked to learn words from context, which they felt was an efficient way to remember 

words deeply and use them freely. They mentioned that when they came across new 

words, they would first try to guess the meanings according to contextual clues, and only 

if this was not successful, and they still needed to know their meanings, would they turn 

to dictionaries. As pointed out by Hulstijn (2003), a reader must be familiar with 98% of 

the words in a passage in order to successfully guess an unfamiliar word’s meaning from 

context. This conclusion was also confirmed in the interviews. One student from the 

group remarked, “When I started the first reading, I encountered too many unknown 

words in one paragraph; I was discouraged and gave up guessing their meanings from 

their context. I decided to look up their meanings in a dictionary instead.” 

Dictionary use was also very popular with the students for comprehension and 

vocabulary learning. Sometimes, they consulted dictionaries only when the unfamiliar 

words appeared repeatedly or when the new words were crucial to their understanding of 
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the passages. Dictionaries were used to aid comprehension. More extended dictionary 

usage strategies involve not only the meanings of new words, but also set phrases, word 

usage, and other pertinent information about the words. 

It appeared to be quite problematic—if not impossible—to determine a uniform 

pattern of strategy use. Each subject had his or her own preferences for strategies to 

employ when tackling unfamiliar words, although the students were equally skilled in 

comprehending the English texts, as indicated by the results of the post-test. This study, 

therefore, supported the view that every person is relatively complex in terms of how 

they deal with new words (Ivey, 1999). Each subject was unique in terms of the patterns 

of vocabulary strategies that they employed, often favoring one strategy over another 

because it was the most effective one to deal with unfamiliar words in a particular 

situation.  

In vocabulary acquisition, there is a frequency factor for learning new words. If 

students encounter the same words quite often in different texts, they can learn those 

words better. This finding was in agreement with the studies by Rott (1999), Zahar et al. 

(2001) and Waring & Takaki (2003) that a rate of frequency of around six to ten times 

was the most efficient for learners to acquire word knowledge, at least, word meanings on 

multiple-choice tests.  

This finding has some implications for the teaching of reading at the secondary 

level. First, it is essential that vocabulary learning strategies be inserted into the syllabi of 

reading courses in secondary schools, especially in Thailand. This has also been 

recommended in many anecdotal and personal reports from the reviewed literature 

mentioned in the initial part of this paper. Currently, as students barely know how to cope 

with unfamiliar words, they definitely require some instruction on this topic. Explicit 

instruction may be expected to assist them in gaining higher levels of proficiency in 

reading. Second, it might be misleading to consider all learners alike and to assume that 

all of them can use the same vocabulary strategies with an equal degree of effectiveness. 

One particular vocabulary strategy may work best for a certain learner, but another 

learner might achieve the same level of success in obtaining meaning by means of a 

completely different strategy. It is therefore suggested that learners be encouraged to 
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practice different types of vocabulary strategies to find out which are the most suitable 

for them.  

 In conclusion, the findings for the two research questions indicate the role of 

frequency of exposure in acquiring lexical items. Building upon existing notions and the 

classification of the most noticeable strategies employed by the top ten highest achievers, 

this study provides further support for and confirmation of previous findings, as 

addressed in the following details. 

Based on the results concerning the frequency of vocabulary strategies employed 

by successful students, four essential issues were revealed. First, the overall strategies the 

top ten highest achievers used most frequently suggested that they considered 

comprehension of the target words in the reading texts important to processing the texts.  

Second, vocabulary acquisition can be best conceived as a process in which 

ESL/EFL learners negotiate word meanings from a textual level to a word level. This 

shift is necessary so that the learner can form a mental connection between the word form 

and his or her conception of its meaning. ESL/EFL learners who use scaffolding 

strategies, such as inferring word meanings through contextual clues and determining 

word meanings through dictionary reference, stand to benefit. A single encounter with a 

low-frequency word is not likely to lead to its acquisition, as evidenced from the 

responses of the majority of respondents. Several instances of encountering and 

processing the same word are necessary for a learner to form the connection between a 

word’s form and its theoretical structure. This process requires motivation on the part of 

the learner; in other words, there is a need for the learner to acquire the word deliberately. 

The learner also needs to form word associations and must repeatedly be confronted with 

the word. An organized attempt to memorize the form and meaning of a word with the 

assistance of bilingual dictionaries expedites the procedure by which ESL/EFL learners 

increase their vocabulary.  

On the contrary, many ESL/EFL learners with higher language ability acquired 

words incrementally as they encountered them in context through reading and listening 

activities, in a quite similar way to that in which native speakers of a language expand 

their vocabulary. This could be regarded as incidental vocabulary learning. Based on the 

responses of the top ten most successful EFL learners who participated in this study, it 
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can be assumed that providing a frequency of approximately six exposures to new words 

in reading promotes its acquisition. This valuable finding can be used to suggest 

methodologies to teachers that can be used in the classroom to facilitate ESL/EFL 

learners’ understanding of English texts. Since the key to vocabulary acquisition can be 

seen as a mediation of meaning, teachers can assume roles to mediate such acquisition by 

using methodologies and techniques that help to focus the attention of ESL/EFL learners 

on improving their vocabulary. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



CHAPTER 5 

 

SUMMARY, IMPLICATIONS AND RECOMMENDATIONS 

 

 This chapter presents a summary of the research and its implications, and 

recommendations based on the findings set out in chapter four. With respect to the 

empirical research, implications for teaching and recommendations for further studies are 

suggested. 

 

5.1 Summary of Research Findings 

 

 This study investigated the effect of providing ten word-frequency controlled 

readings on grade 9 students’ ability to acquire vocabulary incidentally. It also sought to 

reveal the influential factors which contributed to the students’ success in acquiring the 

words. The quasi-experimental research was conducted using thirty grade 9 students at 

Hatyairatprachasun School, Hat Yai. Quantitative and qualitative data were collected 

during the two-month long experiment. The data were then examined in an attempt to 

identify the influential factors in the success of the students. Two types of data analyses 

were conducted: quantitative analysis on vocabulary acquisition and qualitative analysis 

on students’ vocabulary learning strategies. The first involved an analysis of the overall 

vocabulary acquisition by calculating percentages and mean scores using paired sample t-

tests. The latter dealt with an analysis of the frequencies of vocabulary learning strategies 

employed and the word frequency needs in reading of the top ten highest achievers.  

The main research findings can be summarized as follows: 

 5.1.1 After providing ten word-frequency controlled readings, which contained a 

variety of reading contents and a high frequency of target word occurrence, the 

translation-production test showed that the students acquired an impressive 75.88% of the 

thirty target words. The word comprehension in context test showed that the subjects 

comprehended 47.77% of fifteen random target words two days after the reading  
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treatment. Additionally, the number of word meanings gained compared with the amount 

of word comprehension gained was significantly different. That is, the students 

performed significantly better on the translation-production post-test than on the word 

comprehension in context post-test. Although, students’ word comprehension knowledge 

tested lower than their word meaning knowledge, word comprehension gains were 

nevertheless significant in this study. In addition, this study resulted in a sizeable increase 

in students’ vocabulary knowledge compared to previous studies concerning incidental 

vocabulary acquisition. It can be said that the word-frequency controlled readings had a 

positive effect on vocabulary learning both for word meaning and word comprehension. 

In other words, providing students with frequent exposure to words in various contexts 

helps raise their level of vocabulary knowledge. 

 5.1.2 The study further examined four influential factors which affected the 

acquisition of target words. The results are summarized as follows. 

 

  (1)  Word Class 

  Of the five word classes used (nouns, prepositions, adjectives, adverbs, 

and verbs), three classes of target words were gained particularly well by most of the 

students: adverbs at 85.85% as seen on the translation production post-test. By contrast, 

the students had more difficulty acquiring the other two main classes of words included 

in the study: verbs at 62.72% and adjectives at 71.25%. Word meanings were rapidly 

acquired almost immediately after the treatment. 

 On the word comprehension in context post-test, the students correctly 

understood 60% of the adverbs and 55% of the verbs, whereas adjectives were more 

difficult to be acquired by the students at only 42.3%. Adjectives seemed to be the most 

difficult for students to comprehend and properly apply in context. 

 

 (2) Abstractness and Concreteness of Words 

  The abstractness and concreteness of words was another crucial factor 

which influenced vocabulary acquisition in this study. Words which were less abstract 

and more concrete were generally acquired more easily by the students as seen in both 

the translation-production post-test and the word comprehension in context post-test. 
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Moreover, it was found that adjectives and verbs were considered to be the most difficult 

word classes for the students to acquire. 

 

 (3) Number of Parts of Speech and Word Concepts 

 Besides word class and word abstractness, the number of parts of speech 

and meanings a word had were considered to be two other influences. Concerning 

numbers of parts of speech, words which existed as only one part of speech were 

acquired more easily in both types of test. On the contrary, nouns, verbs, and adjectives 

were shown to be more difficult to acquire by the results of the post-test due to their 

greater abstractness and frequency of belonging to multiple parts of speech. Likewise, for 

number of word concepts, words which had only one concept were acquired at a slightly 

higher rate by the students. It should be noted that words with only one concept and 

which belonged to only one part of speech were easier to acquire incidentally than words 

with more than one concept and those belonging to several parts of speech. 

 

 (4) Word Length in Letters 

  In terms of word length in letters, there was a clear finding that the 

meanings of words with seven to nine letters (moderate length) were acquired most 

readily at 79.78%, whereas they were comprehended at a rate of only 50.96% in regards 

to their usage in context. The longest length words (ten to twelve letters) were considered 

to be most difficult and were thus acquired the least on both tests: 61.10% for meaning 

gains and 40.66% for comprehension gains.  

  These four factors therefore were thus the major influences that affected 

vocabulary acquisition during the reading process. It can be concluded that verbs and 

adjectives respectively, were the hardest and least hard word classes for the students to 

acquire with adverbs of medial difficulty. Moreover, if the words in these classes were 

abstract of long length, and/or belonged to more than one of part of speech, then they 

were more difficult for the subjects to learn. 

 5.1.3 From the interpreted data obtained from the oral interview sessions, it was 

found that among the four vocabulary learning strategies (information sources, dictionary 

use, memorization and practice, and others), the use of information sources was the most 
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popular among the top ten most successful students, being employed at a rate of 25% by 

the top ten achievers. Specifically, the strategy of guessing from context to work out 

word meaning, which was one of the vocabulary strategies in this category, was the most 

frequently employed strategy by the top ten highest achievers, at a rate of 60%. This 

particular strategy was chosen by the students because it was one of the strategies, which 

was concrete and feasible to apply during the reading comprehension process.  

 5.1.4 In this study, it was found that besides guessing from context, the students 

also preferred using bilingual dictionaries (English to Thai) to look up word meanings for 

unknown items which they had already encountered three times. The students reported 

that the meanings of these words were difficult to guess from context and they supposed 

that they might appear on a test later, so using a bilingual dictionary was the quickest 

vocabulary learning strategy for them.  

 5.1.5 The successful students further mentioned that the frequency of occurrence 

of new words when reading influenced their vocabulary acquisition. The first to third 

occurrences alerted them to pay more attention to learning the word. The fifth to sixth 

encounters positively affected their ability to recognize the word forms and their meaning 

in context. The subjects also felt that they would probably acquire the meanings of words 

which occurred in a treatment at least six times (mean = 6.35), especially words with less 

abstract meanings and those belonged to only one part of speech. 

 

5.2 Pedagogical Implications 

 

 Since this study was carried out with a group of only thirty junior-high school 

students, it is difficult to generalize or draw the conclusion that providing word-

frequency controlled readings for all Thai junior-high school students would have 

identical results. However, the results of the current study may provide some useful 

information for classroom teaching, and also for designing reading materials focused on 

promoting incidental vocabulary acquisition as a potential alternative method of teaching 

reading and vocabulary to Thai students. This section suggests the following pedagogical 

implications. 
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 5.2.1 It was found that word meanings were gained to a greater extent than was 

word comprehension during the reading process, because students used the strategy of 

guessing from context. It is suggested that English teachers make use of word-frequency 

controlled readings to foster students’ vocabulary size. The findings of this study showed 

that students quickly acquired word meanings after reading, whereas word 

comprehension may require elaboration through direct teaching instruction to be acquired 

properly. After the reading treatment in this study, the students gained a certain level of 

word comprehension knowledge as a result of frequent exposure to the words. Hence, 

teachers need to be aware that frequent exposure to target words during the reading 

comprehension process is necessary for the development of the student’s vocabulary 

knowledge. Furthermore, teachers should encourage students to employ a variety of 

vocabulary learning strategies, rather than primarily relying on guessing from context 

when they encounter words with meanings that cannot easily be inferred from contextual 

information. 

5.2.2 Taking word classes into account, it was noted that verbs seemed to be the 

most difficult groups of words to learn with adjectives and adverbs somewhat easier. At 

some levels of processing, the way in which information is stored and accessed in the 

brain may differ for the different types of words. In the typical EFL classroom in 

Thailand and elsewhere, the main focus is on the direct teaching of nouns. Lack of 

instruction about verbs vocabulary instruction can cause a failure in English 

communication because verbs are expressions of action and process, and without them 

students cannot construct meaningful sentences. Consequently, it is teachers’ 

responsibility to teach verbs along with other word classes, so that students will be able to 

communicate in English more effectively.  

It is fair to say that teachers should be expected to teach students not only what to 

learn, but also how to learn. For example, when practicing the guessing of word meaning 

from context, teachers should warn learners not to rely on word morphology too much 

and not to attempt to comprehend sentences on the basis of individual words, as some of 

these words may appear to be familiar even though they are not. Instead, meanings 

should be discovered from a wider context. 
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5.2.3 The subjects investigated felt that the English learning environment is 

changing for the better, and that more English reading materials are becoming available. 

They were also well aware of the importance of incidental vocabulary learning and the 

associated learning strategies. These positive feelings towards incidental vocabulary 

learning are helpful for learners’ vocabulary development. Teachers should be 

encouraged to help students to expand their conscious involvement in the learning 

process. Teachers should be sure to choose teaching materials, teaching methods, and 

techniques that match learners’ interests, as well as promoting their learning proficiency. 

Therefore, incidental vocabulary learning can be a great supplement to intentional 

learning. Learners should be aware that opportunities for incidental vocabulary learning 

can occur in places other than in textbooks. The employment of incidental vocabulary 

learning strategies is complex, and it is necessary for teachers to give appropriate 

guidance on incidental vocabulary learning.  In addition, teachers should focus on helping 

learners to develop strategies to better comprehend and learn vocabulary incidentally, and 

the final goal of these strategies should be to help the learners continue to learn new 

words and increase their vocabulary size. 

 

5.3 Recommendations for Further Research 

 

 The following suggestions for further research aim to compensate for the 

limitations of this study and to achieve a better understanding of the effect of word-

frequency controlled reading on incidental vocabulary acquisition. 

In order to develop a thorough understanding of the potential that word-frequency 

controlled readings have to aid incidental vocabulary learning, to confirm findings, and to 

produce new findings, some recommendations for further studies are made. 

 5.3.1 This study was intended to examine the effect of word-frequency 

controlled reading on the incidental vocabulary acquisition of Thai grade 9 EFL students, 

by having them undertake ten reading comprehension activities. Since the subjects were 

at about the same level of English proficiency, they demonstrated similar vocabulary 

learning strategies, such as, guessing from context and using a bilingual dictionary, which 

were the most frequently employed strategies. Subjects with a different level of reading 
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proficiency might produce different findings in the areas of word knowledge gained and 

vocabulary learning strategies used. Thus, it would be useful to conduct similar research 

using a larger number of subjects, with various levels of reading proficiency, in order to 

investigate whether students with different levels of reading proficiency show different 

gains in the knowledge of word meanings and/or in word comprehension. If further 

studies involve more subjects with different levels of proficiency, it will be possible to 

examine whether or not word-frequency controlled reading has different degrees of 

influence on learners with different backgrounds. In that way, more generalizable results 

could be obtained.   

5.3.2 The results of this study suggest that a word-frequency of ten exposures has 

a positive effect on the learning of word meanings, though there nevertheless remain 

some more difficult dimensions, like word comprehension. Further investigation needs to 

provide more in-depth information on the role of exposure in vocabulary learning which 

influences the role of word comprehension in context. Such research needs to engage 

ESL/EFL readers in various tasks to provide a more reliable picture of the relationship 

between both factors. 

5.3.3 In addition to theory development, future studies need to concentrate on 

three major areas. The first is the notion that the selection of target words should be 

carefully controlled, using only vocabulary of the same function. Second, further research 

may need to investigate whether some word comprehension can occur and can be 

replicated. Finally, considering the results of this investigation, future studies should 

further examine the production of new vocabulary knowledge in writing tasks or 

speaking situations. In addition, it is worth investigating the word gains from reading 

exposure can also be measured by writing and speaking tests. EFL classroom instructors 

should provide reading materials which can aid in promoting lexical gains be used to 

foster learners’ vocabulary knowledge, especially their meanings. 

 5.3.4 The information on vocabulary strategies which the subjects employed was 

obtained purely from oral interviews. Therefore, other collection methods such as 

questionnaires and observation should be included in further investigations to determine 

if the results are the same.  
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 5.3.5 Since this study aimed at examining the vocabulary learning strategies 

employed by the ten most successful students, the findings may not be able to describe 

the students with low scores. Further investigation should consider how unsuccessful 

students employ vocabulary learning strategies in the reading process and compare those 

strategies to the highest achievers in order to gain a better understanding of the two 

groups of learners. 

 5.3.6 For a better understanding of the usage of vocabulary learning strategies by 

Thai learners, further experimental research should be conducted. It should observe how 

effective Thai students’ vocabulary learning strategies are for reading comprehension, 

and their influence on incidental word learning. 

5.3.7 Longitudinal studies need to be conducted. The whole experiment took 

place within the regular school curriculum for about a two-month period only. A further 

longitudinal study would be able to identify the influence of incidental vocabulary 

acquisition on students’ word retention over a longer period of time. 
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Appendix A 

Vocabulary Checklist (Thai Version) 

��������	: ��������	
������ (√) ���������������	��������	��� �!�"�#$����ก�	�����&��'�� �(��

�	���������)*��	�����+,� -)	������������)*��	�� &'��'
�ก������	
������(√)  �"�������
�����������.� �ก�'
�ก���� ��������	��
/ �������
����� -)	��$����������$��� �'���
�������� 

คําศัพท ไมรูจัก เคยไดยิน/ เคยเห็น รูความหมาย/ ใชใน
ประโยคได 

1. achievement    

2. across    

3. among    

4. affect    

5. along    

6. against    

7. ancient    

8. beyond    

9. concentrate    

10. consider    

11. complex    

12. contribute    

13. context    

14. during    

15. desert    

16. discovery    

17. despite    

18. encourage    

19. establish    

20. entire    

21. eventually    
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คําศัพท ไมรูจัก เคยไดยิน/ เคยเห็น รูความหมาย/ ใชใน
ประโยคได 

22. expert    

23. exactly    

24. exit    

25. familiar    

26. fascinate    

27. frequency    

28. further    

29. gather    

30. gate    

31. generally    

32. however    

33. image    

34. indicate    

35. involve    

36. major    

37. occasionally    

38. occur    

39. obvious    

40. option    

41. particular    

42. probably    

43. process    

44. provide    

45. quality    

46. rarely    

47. reveal    

48. settle    
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คําศัพท ไมรูจัก เคยไดยิน/ เคยเห็น รูความหมาย/ ใชใน
ประโยคได 

49. several    

50. spontaneous    

51. similar    

52. tend    

53. therefore    

54.  through    

55.  toward    

56. trouble    

57. various    

58. unique    

59. upon    

60. usually    
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Appendix B 

Vocabulary Checklist (English Version) 

 Directions: For each word, place a check mark (√) in one column that 
describes your knowledge of the word. Please be honest and put only one checkmark 
in each column. If you choose “I can define/ use it”, please write a meaning of the 
word in the column.  

 

Word I don’t know I’ve heard/ seen it I can define/ use it 

1. achievement    

2. across    

3. among    

4. affect    

5. along    

6. against    

7. ancient    

8. beyond    

9. concentrate    

10. consider    

11. complex    

12. contribute    

13. context    

14. during    

15. desert    

16. discovery    

17. despite    

18. encourage    

19. establish    

20. entire    

21. eventually    
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Word I don’t know I’ve heard/ seen it I can define/ use it 

22. expert    

23. exactly    

24. exit    

25. familiar    

26. fascinate    

27. frequency    

28. further    

29. gather    

30. gate    

31. generally    

32. however    

33. image    

34. indicate    

35. involve    

36. major    

37. occasionally    

38. occur    

39. obvious    

40. option    

41. particular    

42. probably    

43. process    

44. provide    

45. quality    

46. rarely    

47. reveal    

48. settle    
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Word I don’t know I’ve heard/ seen it I can define/ use it 

49. several    

50. spontaneous    

51. similar    

52. tend    

53. therefore    

54.  through    

55.  toward    

56. trouble    

57. various    

58. unique    

59. upon    

60. usually    
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Appendix C 
Selecting of the 30 Appropriate Target Words 

 
 

 
 

Percentage (%) Word 

I don’t know I’ve heard/ seen it I can define/ use it 

1. achievement 73.47  26.53 0 

2. affect 14.29 83.68 0 

3. concentrate 61.23 38.78 0 

4. consider 44.90 55.11 0 

5. complex 24.49 12.25 0 

6. contribute 87.76 12.25 0 

7. despite 73.47 26.53 0 

8. encourage 83.68 16.33 0 

9. establish 97.96 2.04 0 

10. entire 61.23 34.70 0 

11. eventually 81.64 18.37 0 

12. fascinate 26.53 73.47 0 

13. gather 55.11 44.90 0 

14. familiar 48.98 51.02 0 

15. however 53.07 46.94 0 

16. indicate 44.90 55.11 0 

17. involve 79.60 20.21 0 

18. occur 85.72 14.29 0 

19. obvious 81.64 18.37 0 

20. particular 71.43 28.58 0 

21. probably 53.07 46.04 0 

22. process 28.58 71.43 0 

23. provide 26.53 73.47 0 

24. reveal 46.98 51.02 0 

25. settle 26.53 73.47 0 
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Percentage (%) Word 

I don’t know I’ve heard/ seen it I can define/ use it 

26. spontaneous 100 0 0 

27. tend 44.90 55.11 0 

28. therefore 83.68 16.33 0 

29. various 87.76 12.25 0 

30. unique 71.43 28.58 0 

31. usually 0.00 53.07 46.94 

32. expert 24.49 71.43 4.09 

33. frequently 83.68 14.29 2.04 

34. exit 0.00 73.47 26.53 

35. image 10.21 57.15 32.66 

36. rarely 83.68 14.29 2.04 

37. similar 24.49 71.43 4.09 

38. major 53.07 44.90 2.041 

39. discovery 10.21 87.76 2.04 

40. context 77.56 71.43 4.09 

41. across 6.13 57.15 36.74 

42. trouble 53.07 20.41 2.04 

43. ancient 81.64 16.33 4.09 

44. further 38.78 55.11 6.13 

45. desert 40.82 51.02 8.17 

46. generally 59.19 38.78 2.04 

47. quality 18.37 77.56 4.09 

48. exactly 20.41 57.15 32.66 

49. option 63.27 30.62 6.13 

50. against 10.21 71.43 16.33 

51. along 20.41 69.39 10.21 

52. occasionally 10.21 71.43 18.37 

53. several 69.39 24.49 2.04 

54. upon 18.37 77.56 4.09 

55. during 20.41 77.56 2.04 
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Percentage (%) Word 

I don’t know  I’ve heard/ seen it I can define/ use it 

56.  toward 81.64 16.33 2.04 

57.  through 6.13 57.15 32.66 

58. beyond 20.41 77.56 2.04 

59. among 53.07 44.90 2.04 

60. gate 12.25 71.43 16.33 
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Appendix D: Target Words 
 

A List of Thirty Selected Target Words 

 
Summary of Target Words 
 
16 verbs 

8 adjectives 

4 adverbs 

1 noun 

1 preposition 

 

1. achievement  (n) 

2. affect (v) 

3. concentrate (v) 

4. consider (v) 

5. complex (adj.) 

6. contribute (v.) 

7. despite (prep.) 

8. encourage (v.) 

9. establish (v.) 

10. entire (adj.) 

11. eventually (adv.) 

12. fascinate (v.) 

13. gather (v.) 

14. familiar (adj.)  

15. however (adv.) 

 

 

16.  indicate (v.) 

17.  involve (v.) 

18.  occur (v.) 

19.  obvious (adj.) 

20.  particular (adj.) 

21.  probably (adv.)  

22.  process (v.) 

23.  provide (v.) 

24.  reveal (v.) 

25.  settle (v.)    

26.  spontaneous (adj.)   

27.  tend (v.) 

28.  therefore (adv.) 

29.  various (adj.) 

30.  unique (adj.) 
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Appendix F: Translation Production Pre-Test 

Name ____________________________________ Class______ Date___________ No._______ Score ________ 
 
 

Pre Vocabulary Meaning Test (50 minutes) 
 

Part I:  Word Translation (30 items) 

 Direction: Translate these words into Thai precisely. 

 
 

 

 

 

 

 

No. Vocabulary 
 

Meaning 

1 achievement (n.)  

2 affect (v.)  

3 concentrate (v.)  

4 consider (v.)  

5 complex (adj.)  

6 contribute (v.)  

7 despite (prep.)  

8 encourage (v.)  

9 establish (v.)  

10 entire (adj.)  

11 eventually (adv.)  

12 fascinate (v.)  

13 familiar (adj.)  

14 gather (v.)  

15 however (adv.)  
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No. 
 

Vocabulary Meaning 

16 indicate (v.)  

17 involve (v.)  

18 occur (v.)  

19 obvious (adj.)  

20 particular (adj.)  

21 probably (adv.)  

22 process (v.)  

23 provide (v.)  

24 reveal (v.)  

25 settle (v.)  

26 spontaneous (adj.)  

27 tend (v.)  

28 therefore (adv.)  

29 various (adj.)  

30 unique (adj.)  
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Appendix G: Translation Production Post-Test 

Name ____________________________________ Class______ Date___________ No._______ Score ________ 
 
 

Post Vocabulary Meaning Test (50 minutes) 
 

Part I:  Word Translation (30 items) 

 Direction: Translate these words into Thai precisely. 

 

 
 
 
 
 
 
 
 
 
 

No. Vocabulary 
 

Meaning 

1 unique (adj.)  

2 various (adj.)  

3 therefore (adv.)  

4 tend (v.)  

5 spontaneous (adj.)  

6 settle (v.)  

7 reveal (v.)  

8 provide (v.)  

9 process (v.)  

10 probably (adv.)  

11 particular (adj.)  

12 obvious (adj.)  

13 occur (v.)  

14 involve (v.)  

15 indicate (v.)  
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No. 
 

Vocabulary Meaning 

16 however (adv.)  

17 gather (v.)  

18 familiar (adj.)  

19 fascinate (v.)  

20 eventually (adv.)  

21 entire (adj.)  

22 establish (v.)  

23 encourage (v.)  

24 despite (prep.)  

25 contribute (v.)  

26 complex (adj.)  

27 consider (v.)  

28 concentrate (v.)  

29 affect (v.)  

30 achievement (n.)  
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Appendix H: Word Comprehension in Context (Pre-Test) 

Direction:  Fill in the gaps with the given words from the box (15 blanks). 

(a) provided (b) involved (c) gathering (d) successful 
(e) establish (f) processed (g) probably (h) achievement 
(i) despite (j) entire (k)  contribute (l) eventually 
(m) spontaneous (n) familiar (o) considered (p) various 
(q) finally (r) excited (s) consisted (t) accessed 

 
Going to a Lantern Festival 

 
Today was Helen Wu’s sixteenth birthday!  This year she had a feeling that 

her gift would (1) _______ be different. Then, her parents surprised her with an 
airline ticket from North Carolina to Taiwan. Helen was very excited because it only 
just her second time to be there. She could hear the beating of her own heart (2) _____ 
all of her efforts to control it.  Helen would visit her grandparents again and (3) 
______ a closer relationship with them in time for this year’s lantern festival.  But, 
she’s probably not (4) ______ with it, she would love the festival which (5) ______ 
special parties, fireworks, and the most beautiful lanterns. 

 
 Six weeks later, Helen stepped off a plane in Taipei.  After a custom officer 

had (6) ______her passport, Helen met her grandparents. They couldn’t believe it has 
been an (7) ______ four years’ period since they last saw her. They promised she 
would have a good time. The BBQ party was ready for the celebration. They were 
happy with their wonderful dinner they (8) _______. Her grandparents were just glad 
they could (9) _______ in making this wonderful experience for Helen.  

 
(10) ______ , after the party, all of them had made their way to the lantern 

festival in town.  A large crowd was (11)______ to see the thousands of beautiful 
lanterns and the loud noise from the (12)_______ explosion of firecrackers. The 
lanterns were (13) _______ traditional inventions which had (14) _______ shapes and 
sizes.  Some looked like lions and dragons.  Some were as big as cars.  Building it 
must have been quite an (15) ________.   
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Appendix I: Word Comprehension in Context (Post-Test) 
Direction:  Fill in the gaps with the given words from the box (15 blanks). 

(a) achievement (b) spontaneous (c) provide (d) familiar 
(e)  processed (f) entire (g) despite (h)  eventually 
(i)  established (j) successful (k) various  (l)  contribute 
(m)  involve (n) consider (o)  gather (p) probably 
(q)  finally (r) excited (s) consisted (t) accessed 

 
A Necklace in the Grass 

 
(1) _____ the fact that Joe worked hard, he just couldn’t (2) _____ enough 

money together to pay for Robert’s operation. None of his friends or family had any 
extra money to (3) ______. If Robert didn’t get the operation, he might (4) ______ go 
blind. 

 
 At the Sands Restaurant, Joe worked as a waiter on Thursday and Friday 
nights for his second job. Before starting work, he went to relax in the garden behind 
the restaurant. As he sat down, he saw something shiny in the grass.  A valuable 
beautiful necklace, made of (5) _____-sized diamonds.  If he could sell, he could (6) 
______ Robert with money for the (7) ______ expenses in operation. But it would not 
be an (8) ______ he would be proud of. “I may be poor, but I have (9) _______ an 
honest reputation, and I want to keep it” he thought. To find the owner would (10) 
____ a lot of time and trouble. Joe made a (11) _______ decision.   
 
 However, there was another option to (12)_______.  He could give the 
necklace to Michael Harris, the owner of the Sands Restaurant. Mr. Harris could (13) 
______ check with his customers to find out who lost it.  A few minutes later, the 
owner of the necklace was found. Elizabeth Hardwick, was very happy to have the 
necklace back.  Her grandmother, with whom she was very (14) ______, gave it to her 
long ago. She gave Joe an envelope.  He opened the envelope and saw a check for 
$5,000.  He couldn’t believe it!  After the bank (15) _______ this check, he would 
have the money to pay for Robert’s operation! 
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Appendix J 

 Raw Score Obtained from the Main Study 

Translation (30 points) Word Comprehension (15points) N=30 

Pre-test % Post-test % Pre-test % Post-test % 
1 0 0 24 80 0 0 8 53.3 
2 0 0 23 76.7 0 0 3 20 
3 0 0 17 56.7 0 0 4 26.7 
4 0 0 23 76.7 0 0 4 26.7 
5 0.5 1.7 22 73.3 0 0 8 53.3 
6 0 0 22.5 75 0 0 6 40 
7 0 0 8 26.7 0 0 4 26.7 

*8 0.5 1.7 25.5 85 0 0 9 60 
9 0 0 24.5 81.7 0 0 8 53.3 

*10 1 3.3 27 90 0 0 9 60 
11 0 0 25.5 85 0 0 8 53.3 
12 0 0 16 53.3 0 0 4 26.7 
13 0 0 20 66.7 0 0 6 40 
14 0 0 22.5 75 0 0 5 33.3 
15 0 0 23.5 78.3 0 0 7 46.7 

*16 2.5 8.3 28 93.3 4 26.7 11 73.3 
17 0 0 23 76.7 0 0 7 46.7 
18 0 0 23.5 78.3 0 0 6 40 

*19 2 6.7 23.5 78.3 0 0 11 73.3 
*20 0.5 1.7 25.5 85 0 0 8 53.3 

*21 2 6.7 27 90 4 26.7 11 73.3 
22 1 3.3 21 70 0 0 9 60 

*23 1 3.3 26.5 88.3 0 0 11 73.3 
24 0 0 21 70 0 0 4 26.7 
25 0 0 19.5 65 0 0 6 40 

*26 1 3.3 25.5 85 0 0 9 60 
*27 0.5 1.7 25 83.3 0 0 8 53.3 
28 0 0 21.5 71.7 0 0 5 33.3 

*29 0.5 1.7 24.5 81.7 0 0 8 53.3 
30 0.5 1.7 24 80 0 0 8 53.3 

 0.5 1.5 22.8 75.9 0.27 1.8 6.86 45.7 
 

Notes: Asterisk (*) in front of the number of students represents the top ten  

            highest achieving students, who took part in the oral interviews. 

 

 




