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ABSTRACT

The purposes of this study were to investigateetfect of word-frequency
controlled reading on students’ incidental vocabukacquisition and the influential
factors on word learning. It also explored vocabulaarning strategies which the ten
most successful students frequently employed ieroim acquire thirty target words.
The subjects of this study were thirty participantth moderate English proficiency.
Over a period of five weeks, the subjects readpieces of reading material, each
containing the same thirty target words. The regqaiaterials were adapted in order
to incorporate the thirty target words into eackt i@ithout changing their original
contents. Data were collected utilizing three redeanstruments: pre- and post-
translation production tests, pre- and post-womnt@@hension in context tests, and a
post-oral interview.

The findings of the study can be summarized asvid|

1. The students acquired an average of 75.88%eofatfyet words’ meanings
and comprehended an average of 47.77% after tdengetreatment.

2. Verbs and adjectives were found to be the mditudt word classes for
the students to acquire. Adverbs were the easiesl wlass for them to understand;
85.9% on the translation production test and 60%th@nword comprehension in
context test. Concrete words were acquired sligheiyer by the students, at a rate of
67.4% on the translation-production test than @word comprehension in context
test—at a rate of 56.6%. Moreover, words which baty one concept and which

belonged to just one part of speech were easighéstudents to acquire incidentally.



Finally, the words containing seven to nine let{enederate length) were acquired at
the highest rate, 79.78%.

3. Data interpreted from the oral interviews intikchthat among the four
vocabulary learning strategies (information sourckstionary use, memorizing and
practice, and others), information sources andatiaty use were the most popular
strategies among the top ten most successful dsjdesing used 25% of the time.
Specifically, guessing word meaning from contexhick was a sub-strategy in the
information source category, was the most freqyestiployed by the respondents, at
a rate of 60%. This particular strategy was chdsgrihe students because it was
considered concrete and feasible to apply duriegrdélading comprehension process.
By contrast, other vocabulary strategies especihdytwo sub-strategies including
encountering on TV and learning from a product laere employed the least at only
10%.

4. The majority of subjects reported that they wloplobably acquire the
meanings of words which occurred in a treatmeneast six times (mean = 6.35),
especially words with less abstract meanings aondettwhich belonged to only one
part of speech.

Further research studies in this area would heleldp better prepared
materials to foster learners’ vocabulary knowledgéeast as regards meaning. Since
a number of the target words used varied in fun¢toich findings need to be verified
by further research before any generalizationshmmade. The selection of target

words may be more carefully controlled by usingghme class of word to be tested.

Vi
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CHAPTER 1

INTRODUCTION

This thesis presents a study on the effect of vi@guency controlled reading to
develop Thai grade 9 EFL students’ ability in vadaby acquisition through the use of
ten pieces of adapted reading material. The into consists of the research rationale,
its purposes, the research questions, the signdecaf the study, the expected results, the

scope and limitations, and a definition of key terimthe study.

1.1 Rationalefor the Study

Lexical knowledge is considered an important pathe foundation of language
learning including learning English as a Seconddumge (ESL) and English as a
Foreign Language (EFL). Mastering a new word celyainvolves such commonsense
abilities as form recognition (pronunciation, spe| derivations) and knowing its
dictionary meaning. Knowledge of its specific graatival properties, however, as well
as the ability to use the word appropriately intaer contexts, and its functions
(frequency and appropriateness), are all part ef ritastery process (Nation, 1990;
Oxford & Scarcella, 1994).

One way ESL/EFL learners acquire new words is thinothe use of their
schemata, which include a repertoire of lexicas.sEkposure to target language inputs,
particularly in the form of reading texts, is amatlhwvay a learner’s vocabulary develops
(Laufer, 2001). Research has indicated that dutimeyreading process, the language
learning skill most frequently employed by studastthe acquisition of new vocabulary
(Hayes & Ahrens, 1988). Thus, vocabulary learnmi@resumably a part of a student’s
responsibility in EFL learning, and as such expedorreading is the primary driver of

vocabulary acquisition (Waring, 2000).



With regard to Thai EFL learners, deficiency of abualary knowledge has long
been a significant problem for most students, bathing and adults (Sawangwaroros,
1984; Navasumrit, 1989; Sripetpun, 2000; Opasrakam, 2005). At primary and
secondary levels, grammar and reading are thes gkilinly emphasized in the typical
EFL classroom in Thailand, with vocabulary recejyilittle direct focus, but instead
being taught concurrently with the aforementionddllss (Sawangwaroros, 1984,
Navasumrit, 1989; Moran, 1991). Time constraintsteaching, is the main reason for
this ancillary instructional treatment (Moran, 199Clearly, if ESL/EFL learners possess
only limited vocabulary, they can hardly employgetr language structures or functions
to achieve successful communication (Opasruttamakzf05). It is due to this fact that
Thai EFL learners usually encounter major problentseir studies. Inevitably, learners’
lexical limitations lead to learners’ minimal sussgNavasumrit, 1989).

The circumstances in Thailand are not conduciv&hai learners acquiring the
skill to use English realistically (Sripetpun, 2000 hey usually have to read English
printed texts in class in reading courses. Theseling materials rarely control the
frequency of target words occurring in the texts tasher recycle them in post-reading
activities such as gap-filling exercises, multigkoice exercises, and short-sentence
writing exercises. However, these activities do paivide adequate exposure to word
learning because of limitations on teaching timd target word occurrence in reading
materials.

Different techniques of direct vocabulary instroothave been employed to solve
such problems, such as using the vocabulary cadiax technique (Tassana-ngam,
1994), learning the individual meanings of targetras, and deriving the meaning of
words from context (Wimolkasem, 1992). Despite joven effectiveness, direct
vocabulary instruction suffers the criticism of detextualization, and appears to be
inadequate to equip learners in ESL/EFL classrowitts a basic vocabulary of 3000-
5000 word families, demanded by most English testlsoused in most EFL classes in
secondary/high schools (Nation & Waring, 1997). réfere, incidental vocabulary

learning through text processing is viewed as ahgtisn.



The notion of incidental vocabulary acquisition da said to be correspond to
implicit and/or explicit learning as it is discudsm second language (L2) and foreign
language (FL) pedagogy. Incidental vocabulary aition generally refers to learning
vocabulary while engaging in any activity whichnst directly aimed at commiting
lexical information to memory (Hulstijn, 2001). Oneay of enhancing incidental
vocabulary learning is to provide several readictyvdies so that ESL/EFL learners can
discover new lexical items. Numerous studies haeeided on vocabulary acquisition
through text processing. Specifically, the frequeotexposure to the unknown words in
a text has a significant impact on the retentionrwofd meanings. Language learners
usually acquire many words that are repeated aftenparticular text. In order to better
increase word learning, texts can be purposelyrizgd so as to increase exposure to
new vocabulary, and this can be done without affgctext content (Kim, 2006). One
effective way of establishing and strengtheningiciaix knowledge is to simply use
repetitions of words throughout several texts (R2207).

A moderate rate of word frequency in reading iig.te eight encounters have
been shown to be sufficient for low to middle pcagncy EFL learners to internalize an
unknown word (Rott, 1999; Zahar et al., 2001). diecital vocabulary acquisition, then,
can be achieved by repeatedly encountering new sviordnultiple texts (Rott, 1999;
2007; Zahar et. al, 2001; Waring & Takaki, 2003eWous research also suggests that
the design of instructional materials for vocabylacquisition should provide consistent
and frequent exposure to the target vocabulary.

However, vocabulary exposure experiments encoumany deficiencies;
particularly in quality control of test construatiotarget word exposure, and control of
ability level (Waring, 2000). Most L2 incidental @@bulary acquisition studies (Saragi et
al., 1978; Ferris, 1988; Dupuy & Krashen, 1993)é@een criticized for a number of
limitations (Raptis, 1997; Hunt & Beglar, 2005), sh@f which are also acknowledged
by the researchers themselves. One example istgewf measuring instruments which
are unable to detect small gains in learning (Mat@001). For example, Pitts et al.

(1989) commented that their measuring instrumerdg deasigned in such a way that



rendered the knowledge gained partially uselesstebeer, they did not adequately
control text difficulty (Nation, 2001). In anothstudy, Pitts et al. (1989), reported that
over 50% of the participants failed to finish reaglthe assigned chapters. The number of
target words has also been identified as an issuexample; only seventeen words were
tested by Day et al. (1991).

Even though the problem of target vocabulary cdntnodesigning reading
materials requires intellectual intervention antheti allocation, further revision of
editorial versions would better facilitate natuledrning of the target vocabulary. From
this perspective, the same target words shoulddoedato each text equally, so that
learners can more easily acquire the vocabulargdtiition, previous studies distributed
the target words throughout texts simply randomsgulting in a lack of frequency
control (Fukkink et al., 2001; Waring & Takaki, 200Pigada & Schmitt, 2006; Rott,
2007). Min (2008) suggested that when it comes nbagcing target vocabulary
acquisition among EFL secondary students, readirts taccompanied by post-reading
exercises, are more effective and efficient thaadirey texts alone. Previous research
indicates that learners obtain some knowledge of wacabulary items from reading a
text alone, but the studies have little to say abow or why the words were learned.

The current study is, therefore, based on the gssoimthat an adequate and
consistent frequency of words occurring in readimgterials is an indispensable feature
of acquiring a large amount of vocabulary in thegiaage learning process. The study
sets out firstly, to investigate the effect of pgrbng ten word-frequency controlled
readings with a variety of content, on studentstalulary acquisition as well as
examining their possible influential factors affagtword learning. Secondly, it aims to
discover the most frequently used strategies erepldyy the top ten most successful
students and how they achieved their lexical kndgde It is hoped that the findings will

provide some important implications for EFL pedagogThailand.



1.2 Pur poses of the Study

(1) To investigate the effect of reading with cotied word frequency on the
students’ vocabulary acquisition, as measured bysttores of the subjects on the pre-
and post-tests which include a word meaning tesdtaaword comprehension test.

(2) To examine the factors affecting the subjedtgidental vocabulary
acquisition.

(3) To explore the strategies the subjects useduiring target words.

1.3 Resear ch Questions

(1) Will the subjects incidentally acquire targebrds through reading with
controlled word frequency? If so, what kind of vbakary will they acquire the most and
how?

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

and achieve word comprehension?

1.4 Significance of the Study

The present study aims to investigate the abilitylwai grade 9 EFL students in
incidentally acquiring target vocabulary contaimeden reading texts. The results of this
research are expected to apply to other EFL stadérterefore it will assist EFL
teachers in making decisions about preparing rgadmaterials as well as adapting

appropriate texts to aid vocabulary acquisition.

1.5 Expected Results

It is expected that the results obtained from skusly will be able to be applied in
Thai EFL pedagogy to reevaluate the way Englisbitess teach reading and vocabulary,
especially with regard to vocabulary acquisitioonfrtext processing. In particular, it is

expected that:



(1) The subjects will incidentally acquire thértiyhtarget words, in terms of their
meanings and the subjects’ comprehension of thena eesult of the word-frequency
controlled readings.

(2) Factors affecting the subjects’ incidentatabulary acquisition such as parts
of speech, word classes, word length in letterd,vaord concepts will be discovered.

(3) The vocabulary learning strategies which tieeten highest achievers employ

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

1.6 Scope and Limitations of the Study

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

(1) The present study focused only on the subjestdity in acquiring thirty
target words through ten frequency-controlled negsli No other non-relevant
vocabulary was tested.

(2) It was designed to investigate only two aspedtsvord knowledge: word
meaning and word comprehension in context.

(3) It was limited to grade 9 EFL Thai learnersaisecondary school in Hat Yai,
where the situation and context might differ framoge in other age groups, proficiency
levels, and locations.

(4) The subjects of the study did not constitutdamge group of students.

Therefore, the findings should be taken as tergatther than conclusive.

1.7 Definition of Terms

() Incidental Vocabulary Acquisition (IVA) is implicit vocabulary learning in
which learners are engaged in activities which $ooo 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 tbeoapanying exercises. The thirty target

words were included in each piece of reading maltegually.



(3) Trandation Production Test refers to the L2 to L1 meaning translation test
designed to measure the subjects’ ability to cartherword 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 selectifigm the fifteen provided target words
and five additional distracters. It was designed agsess the students’ ability to
understand the fifteen random target words (thesammgs, functions, and usage) in
context when they were encountered during reading.



CHAPTER 2

LITERATURE REVIEW

The concept of vocabulary acquisition through regds broad and involves
many aspects of education. This chapter providetaged literature review to support
the study of the effect of providing controlled wdrequency exposure in reading on
the students’ ability to learn the target vocabulas well as explore the successful
learners’ strategies in acquiring these words. Espects relevant to this study are
reviewed to provide a general background for thelyst The terminological issues
about intentional and incidental vocabulary acquisiin ESL/EFL learning, research
on incidental word learning through reading, thke rof exposure to word learning
through reading, the function of context as anuifice on vocabulary acquisition in
reading, and the vocabulary strategies employedngluthe reading process are
reviewed.

2.1 Intentional and Incidental Vocabulary Acquisition

The process of vocabulary acquisition in ESL/EFedgqgogy has been
discussed in terms of language development anddegrowth. Related to this is a
clear distinction between intentional and incidentzcabulary learning. The former
refers to a learning process in which the studensciously plans to learn new words,
and is actively engaged in word learning, for ex@mpy establishing their L1
translations with the intent of memorizing theirmfies and meanings (Hutch & Brown,
1995). All prepared learning tasks and activitiess @onsidered intentional learning.
In other words, performing an activity that is painty intended to build lexical
knowledge by memory could be considered as thaitiefa of intentional vocabulary
learning (Hulstijn, 2001). Intentional learninggsick, and therefore usually preferred
by learners, but it is also superficial. Learnemsainter vocabulary in an isolated,

often basic form of words and remain largely inddpaof using them correctly in



context. Moreover, intentionally learned vocabultegds to fade quite quickly from
memory.

Incidental vocabulary acquisition, on the contratgms mainly from reading
and listening activities. In Ellis’s view (1994he notion of incidental vocabulary
acquisition is an unconscious vocabulary learnirag@ss which is a by-product of an
intentional activity conducted for a different page. The process generally occurs
through contextual induction in target languagedieg or listening, where learners
encounter new lexical items together with differephtactic strings, which help the
learner in using the words in semantic and idioonafiys. New vocabulary in context
often appears repeatedly with different usages, lagnce becomes engrained in
learners’ minds.

Nevertheless, it takes a long time until sufficiargcabulary for fluent
conversations and reading is incidentally gathersadother problem is that this
induction works best when the new items are mostlyrounded by familiar
vocabulary. In fact, it has been shown that owgntbdn capacity declines when more
than five to ten new items are encountered in clpsaximity (Miller, 1956;
Aitchison, 2003).

Given the definition and nature of incidental vaglapy acquisition above,
this process seems to occur unconsciously. Inctleoicabulary acquisition usually
involves at least part of a learner’'s active mimdces s/he explicitly focuses on
understanding the material (Ellis, 1994). It sedhw active effort by students to
understand materials is an essential element fwdental vocabulary learning to
occur (Hulstijn, 1998). In other words, notice attention play an important role in
intentional and incidental learning. Word forms dama recognized efficiently in
intentional learning, while word meanings can becpssed and acquired through
incidental learning. Thus, in order to achieve ctatgpvocabulary acquisition (both
forms and meanings), new word forms should be iithlilearned by learners and
new word meanings should be taught explicitly acters.

However, teaching methods and approaches usedablyees and researchers
in these areas remain a crucial factor in vocalgukarning. In order to help students
meet the challenge of vocabulary learning, it igpamant to ascertain the optimal

level of EFL vocabulary acquisition. Given this cem, achieving a large vocabulary
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of L2 lexicon is likely mediated by the learner’g literacy, i.e. by the exposure to
the L2 vocabulary during the reading process. lals desirable that vocabulary
acquisition instruction should expose learners were new item comprehensively,
thereby embedding it deeply and solidly into theiental lexicon. Personalized
vocabulary acquisition using authentic texts is@f@re one of the most beneficial

activities.

2.2 Incidental Word L earning through Reading

Reading is a major source of vocabulary knowledgeyen though learners
may have difficulty reading in an L2/FL, it is wigebelieved that L2/FL learners will
experience word learning benefits from reading samilar extent that L1 readers do.
Current language-teaching scholars claim that ‘irepdidely is one of the best ways
to learn another language” (Willis, 1996, p. 8). Whreading, new words are
encountered in texts and their meanings are decfsdedthe written context, which
is made easier if a learner continues to read acdumter the new words in context
again. This beneficial by-product of reading isoassumed to be available when
reading in a second language. Indeed, it has Haened that one of the best ways to
acquire new L2 vocabulary is by reading in thaglsage (Krashen, 1989).

During the reading process, a process of conshgiatieaning also occurs
through the reader interacting with the text whising their existing knowledge. The
process by which readers connect prior knowledge experiences to a text, and
continue to read the text to confirm predictioncadled thetop-down process. An
essential part of which is that the reader looka passage and then makes guesses.
Conversely, when a reader reads words, sentenodsara entire text to construct
meaning from the written input without relatingtat his or her prior experience, the
reader is using the so-callédttom-up process. Both the top-down and bottom-up
processes are combined together to create an dtiteramodel, which better
approximates to the true reading process, espgbwalfluent readers (Farrell, 2002).

Theoretical views of incidental vocabulary acquusitfrom reading exposure
have involved various reading methods. Almost lal tesearchers involved, agree
that vocabulary is learned during reading actigitin Schema Theory (Carrell &
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Eisterhold, 1983; Carrell, 1987), reading is vievesda complex amalgam of several
informational sub skills used by readers to accashptomprehension. This theory
reinforces the Interactive Model of Reading (Ruraeih1977), which combines the
top-down and bottom-up approaches to ultimatelygsagthat language processing is
organized in two levels, ranging from the recogmitiof individual letters to high-
level schemata employing world knowledge.

The two dimensions of word knowledge are receptarel productive
knowledge, which can be sub-divided into knowledfjthe form, meaning and usage
of a word. Lexical knowledge is best conceptualizsda continuum between the
ability to recognize the meaning of a lexical itanmd the ability to use it productively;
it is not merely the possession of a receptiveaset a productive set of vocabulary
items. Production performance can be increasedhbyptactice of retrieving L2
lexical items, resulting in a strengthening andnief of the ability to decode and
encode structural properties (Ellis, 1994).

To increase word knowledge through receptive skillarious learning
elements are involved including knowledge of thegrde of probability of
encountering words in speech or print, an awarenésgord constraints and word
implications according to function and situation kaowledge of word behavior
syntactically, an ability to derive underlying wongeaning, the skill of associating
words with other words in a language, a knowledlgihe semantic values of words,
and an awareness of the meaning associated witltswyfBead, 2000).

Reading different texts, not only provides new \mdary knowledge, but also
extends and reinforces a students knowledge ofvine language is processed and
used (Nagy, 2007). Thus, incidental vocabulary eton involves skills in both
deriving word meaning from context as well as icognizing word forms in relation
to their meanings. This process is dependent dm thet ability of the learner and the
understandability of the word’s concepts (Fukkitkag 2001).

Importantly, comprehension and the use of word Kadge are different ways
to distinguish receptive and productive vocabulskills. Comprehension refers to
understanding a word when it is encountered inecdrduring reading, while use can
be defined as using the word in speech or writirggtest word comprehension, it is
best to have learners read a text and then fitllamks with the correct target words
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(Read, 2000). A whole text offers great opportesitio assess other aspects of word
knowledge besides meaning, such as, the grammaorafs, their appropriateness to

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

previous studies which have rather focused onngsltie acquisition of the meanings

of target words as a result of reading treatment.

Incidental vocabulary acquisition through readimg been directly studied by
several researchers (Jenkins et al., 1984; Dupugré&shen, 1993; Hulstijn et al.,
1996; Ferris, 1988; Fukkink et al, 2001; Kim, 2008in, 2008). In these studies,
learners were typically instructed to perform readiasks that involved processing
vocabulary. They were not informed in advanced thay would be tested on their
ability to recall the target words after the treat The results generally showed that
learners made slight gains in learning the new womtien they were reading for
meaning.

Using native Greek speakers as participants, Pigadh Schmitt (2006)
employed seventy nouns and sixty-three verbs iin ghedy to investigate incidental
vocabulary acquisition by using four graded readefrench. Because the texts were
short, Pigada and Schmitt included only the mostroon parts of speech found in
natural texts with the hope that further researchld eventually include other word
classes. They organized the two word classes imtalifferent frequency groups
according to the number of encounters, and tegtexe ttypes of word knowledge
(meaning, spelling, and grammatical characteristidhe researchers found that
substantial word learning occurred during the esitenreading treatment, although
the improvement was not uniform across the thrpesyf word knowledge. Spelling
was enhanced in all noun frequency groups and lirbwl two verb groups. For
meaning, low-frequency nouns and verbs showed dumniearning, and verbs were
more limited than nouns. Knowledge of grammaticehdwvior improved in all
frequency groups for nouns, but the grammaticatema®f verbs was much lower.

A comparison of nouns and verbs has been at tredréot of attention in
modern studies of cognitive and linguistic develepin literacy, and academic
achievement in school-age children (Wechsler, 188&d in Marinellie & Johnson,
2004). According to Markman (1989), nouns are galhepredictable semantically
because they tend to occur in structured categongls hierarchical internal
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organizations, while verbs and adjectives are founbkxical relationships that are
less structured and predictable. Verbs may havéiamrchical functions that make
learning them more difficult, such as change, daysand manner (Miller, 1991).

Marinellie and Johnson (2004) observed that thentieins of nouns and verbs are
taught with significantly different styles to uppalementary school children. The
teaching rate of noun definitions was significantigher than that of verbs. The
researchers speculated that this might be due toharent lexical organization of
verbs that is less structured and less predictdide is that of nouns. In child
language development, it is generally agreed thdissare more difficult to learn than
nouns, and thus verb vocabulary is acquired abwaeslirate (Benedict, 1979; Gentner,
1978).

In a study by Kweon and Kim (2008), twelve Koreaarhers of English read
authentic literary texts and were tested on theovledge of the vocabulary before
reading, immediately after reading and one monitér aéading in a post-test. Results
showed a significant word gain between the predest the first post-test, and also
most of those gains those were retained at the ¢ifrtbe second post-test. Of the
three different word classes that were used, nowere a little easier to retain than
verbs and adjectives. More frequently occurringdgowere more easily learned than
were less frequent words across all three wordetas

Previous studies have discussed the importancesxaf domprehension to
vocabulary improvement when reading. The diredti@hship between reading and
general lexical knowledge was demonstrated by @8@7). Her study conducted by
using German FL learners, examining the effect éxgbsure frequency and reading
comprehension had on the success of incidentalbubaigy acquisition and retention.
In the study, the text comprehension, word gaing, \&ord retention of the German
learners were all very positive; retention in pardar lasted over four weeks. These
results suggest that text comprehension affectsdkegains.

In another study, Swanborn and De Glopper (2002jrexed the success of
word learning that grade 6 L2 students in Denmaddenfrom reading texts with
different purposes. The results revealed that thepgstion of words learned
incidentally while reading to learn about a topicreased the most whereas the free
reading condition caused fewer words to be learAé&xh, the level of reading ability
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was a significant factor in all situations; wheading for comprehension, low-ability
readers hardly learned any words incidentally, whghigh-ability readers learned up
to 27 of 100 unknown words.

In an L1 study, Moravcsik and Healy (1998) examittesl effect that visually
enhanced words had on text comprehension. Theydfdbat placing words in
boldface led to worse performance on comprehengimstions than highlighting all
target words in a text. An effective way of estsling and strengthening lexical
knowledge is to simply use repetitive word occucesthroughout several texts (Rott,
2007).

Many researchers have found that the amount ofrrgadstudent does is one
of the best indicators of their vocabulary sizey.(&rown, 1993; Huckin & Coady,
1999; Krashen, 1989). Examining students in grades, and 6, Cunningham and
Stanovich (1991) found that even after accountiog deneral intelligence and
decoding ability, reading volume (amount of timesipon reading) was a significant
and independent contributor to vocabulary knowledgeggesting that most
vocabulary is acquired incidentally. Cunningham &tanovich (1998) further argue
that, exposure to new words (written or oral) whialte not in their existing
vocabulary is the only opportunity for studentgbguire new word meanings.

Krashen (2004) reviewed fifty-four comparison sagdiof sustained silent
reading versus traditional, skills-oriented instroic. He came to the conclusion that
more reading opportunities, when implemented pigpare superior to traditional
skill-building approaches in terms of providing ater literacy development.

To sum up, almost any type of reading conducted negult in vocabulary
growth. For students to get the most out of theading, the conclusions of most
researchers tend to suggest that they should ceaifious purposes and read texts at
various levels of difficulty. Several factors iretkext, such as the degree of contextual
support, will influence how well a word is learné8leck et al, 1983). Two other
factors are the number of repetitions of each tanged and the relative importance
to the text as a whole, of the sentence in whiely thccur (Stahl, 1991). If a word is
located in a sentence containing an idea relevartheé entire text structure, more
information from the passage will be entailed iattilea and on the word. Because of
this, readers tend to pick up new words that at&@ ¥ the meaning of a text more
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quickly than they learn new words used in less iatusentences (Kintsck Van
Dijk, 1978).

The amount and kind of reading administered may afect incidental
vocabulary learning and explain the general paucftexperimental results. Thus
learning vocabulary through a variety of readingteat as well as providing frequent
reading opportunities for students may be majduarfces on incidental vocabulary

acquisition.

2.3 The Role of Frequency of Exposurein Word Learning in Reading

As noted earlier, incidental vocabulary learning imereasingly seen as
occurring through exposure to reading. In the piestades, ESL/EFL studies have
examined vocabulary acquisition through text preces Given the findings of
Hayes and Ahrens (1988), which pointed out that m@ords are encountered with
greater frequency in writing, rather than oral laage, it is obvious that the quickest
way to build vocabulary is to read more rather th@anengage in oral language
activities. West and Stanovich (1991) conductednaastigation in which American
university students were tested on their abilitygoognize the names of magazines
and authors (a measure of their exposure to paimi)the names of TV celebrities (a
measure of their exposure to oral input). The tesuldicated that exposure to oral
input resulted in far less vocabulary learning teaposure to reading. The difficulty
of words used in magazines was associated witmgtperformance on a test of

vocabulary size.

In order to aid word learning, text can be purppsefanized so as to increase
exposure to new vocabulary, and this can be dotieowi affecting the text content
(Kim, 2006). From an ESL/EFL pedagogical point adw, examining the role of
word repetition in a text seems to be a worthwlilea of study. L2/FL learners
usually acquire many words that are repeated aft@nparticular text, and usually do
not acquire many of the words that occur less often

Ellis (1997) asserted that one can develop strongamory traces through
frequent exposure to the spoken or written formeafds which may eventually lead
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to habit formation. Nevertheless, mapping meaniogso forms is very unlike
repetitious drilling because each encounter ocicussnew and different context, and
each new context is likely to be processed in terht way. For instance, the first
few encounters with a new word may simply servaléot the reader to the existence
of the unfamiliar item. The next encounter also migot be very informative, but it
could cause the learner to wonder about possiblenimgs and build useful initial
associations. This would be an instance of whah3%1€993) has termed "the healthy
inadequacy of contextual definition” (p. 23): a si@n space is opened but the
learner does not fix on a solution prematurely. Tilegt encounter might keep the
learner wondering about the word, but if the cohiexmore informative, then the
learner may possibly guess the meaning.

It is possible that the sequencing of encountergenmsa and that encountering
a word in a helpful context after several less fudlpnes has the powerful gap-filling
effect that Brown (1993) claims to have found iarteng from video materials.
However, the experiment was limited to just a fewgét words, placed in short,
specially prepared texts.

Determining the number of exposures needed for enasif a new word
involves considering many factors, such as theesedi of the words in context, the
richness of the contextual clues, the learnergrest, and their existing repertoire of
vocabulary. In addition, individual learners ar&ely to acquire new words
differently. Some learners were able to mastenvawerd the first time they looked it
up, while others required multiple exposures, amdneneeded to use multiple
dictionaries (Grabe & Stoller, 1997). This evidemaeicates that extensive reading,
and exposure to words in varying contexts is whHeiwa proficient readers to
effectively build their vocabulary (Blachowicz &dgFier, 2000).

In one study in which the frequency of word occnoes was manipulated,
Rott (1997) discovered a fairly strong positiveretation between the ability to recall
information about the text and the gain and retentf target words. Participants at
intermediate level who achieved greater levels ext ttomprehension were more
likely to retain new words over four weeks. Leam&rere exposed to unfamiliar
words with different occurrence rates (two, foundasix times) during reading.
Results indicated that only two encounters withaumfiar words during reading
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significantly affected learners' vocabulary growtforeover, two or four frequencies
of exposure resulted in fairly similar word gainutbsix exposures produced
significantly more vocabulary knowledge. Howevdre texperiment was limited to
just a few target words, placed in short, specigipared texts. Ferris's (1988) study
implied that the learning effects of frequent emdews must be measured more
carefully, and that this can be aided by allowinthjects access to sources of
information about target words rather than the dnéytext itself.

In an empirical study, Jenkins et al. (1984) foyatla different figure: it took
ten encounters for just 25% of learners to leamoed. It makes sense that learners
with a larger vocabulary should require fewer emters to learn another word, if
only because they know a higher proportion of tleeds in the vicinity of the new
word. Conversely, those learners with a smallerabotary will have to wait longer
before encountering a context that is clear to tleoh that allows them to determine
the new word’s meaning.

It is obvious that the frequency of exposure tothknown words in a text has
a significant impact on the retention of word megniThe primary reason for this is
that the reappearance of a word will strengthenfdih®-meaning connection in the
learner’'s mental lexicon. In a more technical ekpent by Hulstijn et al. (1996), it
was found that frequency of occurrence aided imtalevocabulary acquisition to a
greater degree for advanced L2 students when tefial information was provided
on the side (such as in the margins or in a dietign When no external information
concerning the meaning of unknown words was praljidequisition was slower.
Therefore, supplementary materials which providgdient exposure to target words
seem to be essential to aiding EFL readers in aoguiew vocabulary efficiently.

Another clear example was found in a study by Fokket. al (2001).
Primary-school readers were found to be less safides deriving the meaning of
words with low frequency of occurrence than thosh Wwigher frequencies. Although
it seems likely that text comprehension and vocaalyulcquisition through reading
are shared processes, acquiring an understandinigeofemantic features of new
words is not necessarily accomplished by the sarmeeps whereas the level of

analysis and building a cognitive representatiomfia text is (Pulido, 2004).
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Incidental vocabulary acquisition, then, can beiadd by repeatedly
encountering new words in multiple texts (Rott, 999/aring & Takaki, 2003; Zahar,
2001). These studies found that a relationship duodsed exist between acquisition
and frequency of exposure, and it is especiallgnstrfor low to middle proficiency
EFL learners who are exposed to target words at Eght times (Waring & Takaki,
2003).

It can be deduced from the aforementioned finditlggt frequency of
exposure is a crucial part of word learning durihg reading process. But that the
number of times a word must be encountered in ngafbir it to be learned is not
consistent. If all words were learned in eight emters, but they appeared only twice
in a given reading exposure, then acquisition wawt occur and develop lexicon
would not be acquired through reading.

It makes sense that learners with a large vocapylebably require fewer
encounters to learn a new word, if only because takkeady know a higher
proportion of the words in the vicinity of the newmord; conversely, those learners
with smaller vocabulary may have to wait longerdorontext that is clear to them. It
is, therefore, considered likely that re-encoungpgriarget words in reading will
enhance more incidental word learning. Furthemddition to the role of frequency,

context in reading is another major factor in adqgivocabulary during reading.

2.4 The Role of Context Reading in Vocabulary Acquisition during reading

The role of context in vocabulary acquisition is@al, but it is not commonly
regarded as being as important a method as mertionzd he process of dealing
with an unknown word in a reading text was wellslrated by Ruddell (1997). When
encountering an unknown word while reading, a readees four dimensions to
construct its meaning: context, structure, soumdl, @eference. This process is the
easiest and the most direct way for a learner qoiee new words from context. Once
the word makes sense to the reader, s/he will moatto read and comprehend the
text better.

Complete vocabulary knowledge certainly involve® timterpretation of

context to determine meaning. Also, meta-cognistrategies (strategies concerned
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with the learning process itself) should be appligdearners to better comprehend
newly encountered words while reading (Read, 20B@search shows that although
students learn new word meanings from context, thfegn require a great deal of
pre-exposure, and possibly many realistic exposubefore they can accurately
determine meaning from context (Jenkins et al., 4198 follows that students will
profit from instruction on how to use context etfeely. Fukkink et al. (2001) also
maintained that instructional effectiveness cathiirbe raised by providing students
with guidance in using different and specific typégsontext clues.

Assuming that a readers’ primary purpose is tertm@hension, the degree to
which readers will try to determine the meaninguaknown words will primarily
depend on how important the word is in helping themcessfully construct textual
meaning. If readers perceive that the word does aomtribute towards text
comprehension, they may be more likely to negledt this omission influences their
comprehension, readers will try to complete the mmgnby using clues given in the
surrounding context, or with their background knedge.

When readers successfully determine the meanirag afnknown word, it is
usually through contextual information, meaning tih@ reader is looking at the new
word from the level of the meaning of the entirgtter at least the surrounding
paragraph (Brown, 1993). Consequently, a chandeanfs from the text level to the
word level is required on the reader’s part in otdeensure that total acquisition can
take place. Firstly, the reader must actively foonsthe word form. Secondly, s/he
must transfer the contextual meaning to the wordnimgy level. Finally, the reader
must form a mental connection between the word famnchits meaning.

Word learning involves consciousness of both apjeitgword usage and the
cognitive process involved in the vocabulary-leagniprocedure (Fukkink, et al.,
2001). Theinteraction of the components is involved in wordaming specification
during the reading process, and has implicationgfidental vocabulary acquisition.
Initially, a learner is confronted with an unknowsord in a text, which will leave a
conceptual gap in the learner's mental model of tdve’'s meaning. The more
extensive the context, the greater the need favateyn of meaning to take place.

There are three distinct processes for an unknowaml wncountered in a text
to become embedded into vocabulary repertoire (Hu&kCoady, 1999). Firstly, a
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particular contextual meaning is discovered ontéx¢ual level through enhancement
and focus. Secondly, an implied meaning from camixnformation is derived, and

this new information is integrated into existingokviedge structures. Finally, the
recognition of the word form and of the connectlmgtween form and conceptual
structure occurs through the learner’s cognitivibssk

Carnine et al. (1984) conducted a study which skiothat unknown words
placed in context are easier to learn than if tlaeg encountered in isolation.
Contextual cues that are close to the target woastenthe process simpler. Also,
synonyms (rather than inferential cues) help sttgddarive the word meaning. Older
students seem to be more able in deriving meariargsmknown words.

Another study dealing with the influence of contert word acquisition task
was that of Li (1988) who focused on L2 learnershdugh Li did not report the kind
of cues he used, his subjects were better than atodériving and retaining word
meanings in sentences that provided adequate d¢oateues. Mondria et al. (1991)
conducted a study that dealt with the effect oftertual clues on word guessing and
retention for second language learners. It alsstipeed the correctness of guessing
strategies, and how these strategies affected ti@mtenThe data showed that a
contextual context, especially in sentences in lviiges are given by function words
did indeed result in an improvement in guessing, Mot in improved retention.
Moreover, words that were correctly guessed in edntvere not remembered any
more often than incorrectly guessed words.

Shefelbine (1990) shows that grade six studenth wihaller vocabularies
acquire fewer word meanings from context, presugnabtause they are less capable
of understanding contextual information that woh&lp them in guessing unknown
words and also because they have a less developedddge of even known words.
In this study, it seems that word learning primadtcurred for the same words for
both of the two groups of students studied; wotdsady known by those with a large
vocabulary did not seem easier to learn for thesroitudents. Reasoning ability
seemed to have no effect on the task. However,aoewepts were harder to learn for
students with a smaller vocabulary.

Zahar et al. (2001) conducted a vocabulary acauisgtudy on Quebec high
school ESL learners at five levels of proficienEyrst, learners read a text and were
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tested on the new vocabulary it contained. Thearnled and unlearned words were
compared for frequency of occurrence and the lefeontextual support. Although
both of these things were found to be associatdd lgarner level, frequency of
occurrence was more closely related. The studyd@urelationship among frequency
of exposure, contextual richness, and vocabulaggiattion, particularly for words
that appeared at least eight times. Readers mightlfocate sufficient attentional
resources, might not isolate the word from the extntor might establish incorrect
associations with the word during each encountkerdfore, enhanced instructional
materials may be needed to stimulate the readersibulary learning process in the
hope for increasing their potential processing.

Gao (2007) conducted an experiment designed westigate the effect of
sentence context, or lack thereof, on the resultsocabulary tests on forty Chinese
EFL students at university level. Two sets of vadaby test paper were used
including twenty multiple-choice questions one ofiieh required the students to
choose the word with the most similar meaning ®wlord presented, and the other
taking the form of sentence contexts where theestisdwere required to choose the
word with the most similar meaning from four singl®erd items to an underlined
word in the sentence. A concurrent aim of the stwdg to examine the relationship
between the subjects’ performance and differeredyqg context for vocabulary. The
result demonstrated that context plays an importaeatin helping test-takers to work
out the correct meaning of target words. In additithis study concluded that the
difficulty of target words should be carefully covited in a future experiment and the
choice of context for target words should receivet @f attention.

In summary, it can be confidently concluded thatalmlary can be acquired
incidentally through reading by means of guessimg) iaferring word meaning from
context. However, vocabulary learning from contexnot always effective due to
several factors. These include an insufficient degcy of the occurrence of new
words, the readers’ decisions to ignore certaind&omwhen readers mistakenly
believe that they know words, and readers failmgniake connections between new

word forms and their associated meanings from conte
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2.5 Vocabulary Learning Strategiesin Reading

As can be seen from previous studies, limitations tb lack of vocabulary
competence are a major negative factor affectirgg development of vocabulary
learning. Learning strategies in incidental vocabylearning are rarely examined. A
learning strategy is a series of actions a leamtders to facilitate the completion of a
learning task. A strategy starts when a learnelyaes a task, the situation, and the
options available in his or her own repertoire. Té@rner then goes on to select an
action, utilize it, monitor its effectiveness, aghluate the actions’ results, allowing
the learner to decide if s/he needs to revise the pnd action. Cohen (1998)
distinguishes language learning strategies fronguage use strategies. The former
revolve around the acquisition of language, antua such tactics as memory, while
the latter is employed for the production of langgiguch as speaking in an L2.

Learning strategies can be defined as the uniqueigtit patterns and
processes used by students to facilitate the cdmpsgon, learning, or retention of
new information (O’Malley & Chamot, 1990). Studief the techniques and
strategies used by proficient language learnereh&k 1989) suggest that these
students possess a greater repertoire of stratageslso utilize them with greater
frequency than do their less proficient classmatemajor outcome of the research
into the strategies used by successful languagmdesa was the conclusion that
learners should be taught not only the language atsd the learning strategies
themselves. As Rubin (1990) pointed out, poor lemften have no idea how their
more proficient peers, arrive at correct answensl this frustration leads them to
believe that they can never reach that level thewvaselearners consulting electronic
(Knight, 1994; Laufer & Hill, 2000) or paperback uppescu & Day, 1993)
dictionaries for the definitions of unfamiliar wardvhile reading tested higher on
word retention on both immediate and delayed td$tsy also received higher scores
for both receptive and productive skills (Knigh®98) than students who did not
consult dictionaries.

In the reading process, beginning readers may emeoua number of
unfamiliar words. With a view to comprehending tleats, learners need to apply
lexical processing strategies when exposed to uhfarwords (Fraser, 1999). While
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attempting to acquire vocabulary by reading a nundfepassages, learners will
definitely encounter lexical items with unknown mems. To overcome this lexical
challenge, they employ strategies, which can beacherized as a series of deliberate,
conscious, problem-solving actions (Wenden & Rulifg87). Various types of
lexical processing strategies have been identifeddate. Goodman (1996), for
instance, approaches this issue from the lingugsiiat of view. He divides language
into three levels: graphophonics, lexico-grammamnd ameaning/pragmatics.
Consequently, the cues at these linguistic levelgpitpphonic, syntactic and
semantic—are available to assist readers in masamge of the text and mastering
unknown words.

Ahmed (1989) suggested two major categories of wdeay learning
strategies: macro strategies and micro strateilesro strategies are broad general
approaches to vocabulary learning. Examples of onatrategies are the use of
information sources, dictionary use, memorizatigractice, note-taking, and
preferred sources of information. Micro strategi@s,contrast, are more detail-
oriented and are concerned with specific learnbabers that develop out of macro
strategies. The two major types of vocabulary lie@rstrategies are shown in Figure
1.



Figure 1: Two Major Categoriesof Vocabulary L earning Strategies (Ahmed,

1989: 10-11)

l Macro Strategies |

—=_5

l Infor mation Sourc&sle| }
' Dictionary Use l! }
' Memorization l! >

l Practice IE' }

' Note-Taking |!' }

l Micro Strategies |

—=_5

- asking peers
- guessing words from context

- asking teacher
- asking for L1 translation

- 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

24



25

Particularly, when learners undertake a readisy, tthese strategies dictate
how they acquire new words after processing a {Exé use of dictionary look-up
behavior and translation as well as strategies eroed with anticipating content,
guessing word meanings from contextual clues, mategy information, using
relevant background knowledge, and understandingratlv reading content are
involved when a reader tries to make sense ofteb&irg read. If word meanings do
not directly appear in the text, the reader mustthese strategies to infer or search
for their meanings (Rott, 2007).

Fraser (1999) proposed a different categorizatibrvazabulary strategies:
making inference (which is an overarching conceptsiyntactic and semantic cues),
using a dictionary, and skipping words. In her gtekde found that participants started
by attempting to make an inference to determinevaword’s meaning. If that failed,
they moved to consulting a dictionary, and if thedved unhelpful, they would ignore
the words, despite unwillingness to do so. Thisgpatof strategy use holds true for
both reader preference and for the actual ordeeading strategies employed by the
learners. However, in terms of the effectivenessthed strategies in acquiring
unfamiliar words, dictionary use was found to outpen making inferences, since
full comprehension of word meaning results 78%hef time from efforts to consult a
dictionary, but only 52% of the time from inference

Based on thirty-seven studies conducted by difteresearchers using verbal
protocols as the method of collecting data, Prgsmtel Afflerbach (1995) compiled a
comprehensive list of strategies that a reader negiploy while reading a text, and
therefore demonstrated that reading comprehensitighly strategic. Among these
reading strategies, they highlighted those usedéaylers to find the meaning of
unknown words. They argued that when stumbling antoinfamiliar word or phrase,
readers generally make a decision about the relatiportance of the lexical item to
the comprehension of the entire text. Attributingd or no significance to the item
may cause the reader to remain ignorant of its mgaas he or she finishes reading
the passage. However, if the reader decides tlatettical item has an important
function to the overall meaning of the text s/hdl wake steps to work out its
meaning. The lexical item then becomes the focuattehtion, and the reader either

uses a dictionary to select the relevant meanimggpplies various types of context
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clues in attempt to infer the unfamiliar word orrgde. The meaning is further
evaluated for its conformity to the context and meg of the entire passage: failure
to determine the appropriate meaning can resuleiiner another attempt or in
surrender on the part of the reader.

In choosing vocabulary learning strategies, thguemcy of occurrence of a
word becomes a crucial consideration. Nation (1324)gests that teaching students
strategies is especially important when dealindhWoiv-frequency words. He argues
that vocabulary instruction must be looked at frantost/benefit viewpoint: high
frequency words are so essential that the coseaxthing them is justified by the
resulting benefit, but low frequency words will rggnerally be encountered enough
to warrant their explicit teaching. Since teachtimge spent on these words is not
justified, Nation instead suggested teaching tstestegies to help students deal with
them: guessing from context, using mnemonic tearesgand using word parts.

Nassaji (2003) examined the relationship betweenre side, the knowledge
and use of inferential lexical strategies and andther side, their success, based on
introspective and retrospective think-aloud protecdhe study was conducted on
twenty-one intermediate EFL learners in Canada wafitempted to infer new word
meanings from context. The findings suggestedttimtate of success was low, even
when the subjects used the strategies and knowledgeces they had at their
disposal. The study also found that different styes contributed to inferential
success, or lack thereof, in different degrees,thatisuccess was related more to the
quality, rather than the quantity of the strategised. Among knowledge sources,
students used prior general knowledge most freuelinong strategies, verifying
and self-inquiry resulted in making successful iefees more often than other
strategies. These results provide evidence of mhmgoitant role that these meta-
cognitive strategies play in lexical inference.

Using interviews and diaries, Wen and Johnson (18%&mined the usage of
vocabulary learning strategies in their study oé ttelationship between learner
variables and English achievement. Their studytde#h seven items covering four
kinds of vocabulary learning strategies: (1) memog words in prescribed reading;
(2) memorizing words in self-initiated reading; ()nsulting a dictionary to find out
information about the collocations of new words dne various meanings of those
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words; and (4) specific techniques for memoriziegviwords. The study attempted to
discover the differences between high and low aehmnge The results showed that
there was no significant difference between higth law achievers in the first and the
fourth types of vocabulary learning strategies.

Gu and Johnson (1996), in a study of the vocabukayning strategies and
language learning outcomes of Chinese studentsiitgprEnglish as a foreign
language, concluded that “both direct and indiegitroaches to vocabulary learning
can be useful” (p. 668). The direct approachesuded such strategies as oral
repetition of words, reading words in context, asthg various other strategies to aid
learning. The approaches they found ineffective,vioere overused by the group of
students who did not perform well in the study,luded memorization and the
placement of great emphasis on visual repetitionaf lists.

With respect to the findings discussed earlier,stnategies employed by high
achievers need to be examined along with the quresiti how success in achieving
lexical gains interacts with, and is mediated bytegtual support in texts. The
strategies which learners decide to use shouldeberrdined by their analysis of the
task at hand, their own learning characteristios, the learning context. Vocabulary
learning strategies should include strategies $imgy as well as for knowing a word.
Unfortunately, incidental vocabulary learning i8l st fairly new area of pedagogical
research and the majority of research to date basentrated on the product (gains)
rather than the process (how these gains are Baohacquisition (Mcneill, 1990)

To sum up, learning new vocabulary is a challemge/FL students, but it
can be overcome by having access to a variety oalwdary learning strategies.
Learners should receive formal training in strageghey lack. To this end, teachers
should consider learners’ willingness and readirteseeceive training, and should
think of the most appropriate way to present sgriate Thus, teachers may first need
to make an appraisal of learners’ current vocalpulearning strategies, and then
work to help them realize the value of other typestrategies.

The review of literature above provides relevamdiings for learning
vocabulary incidentally while reading. Based on ritge views of ESL/EFL
vocabulary acquisition and related empirical redearthe degree of vocabulary
acquisition during reading tasks depends on sewarallitions: the frequency of
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exposure, the role of context, the role of inforimatsources, individual vocabulary

learning strategies, and variety of content. Onfgva studies have shown how words
were learned incidentally. Besides, none of théseiess provided equal frequency of
reading exposure. The challenge is to construkearetical background and research
findings to support practical work in the classr@oof schools in Thailand.

The strong and established relationship betweerdests’ vocabulary
knowledge and their ability to successfully com@mth what they read places a heavy
demand on classroom teachers, curriculum planpeogyram developers, organizers
of staff development plans, reading researcherd,painent outreach programs. This
demand calls for significant attention on the depeient of students’ vocabulary
knowledge. Attention to vocabulary developmentipartant for all students, but is
especially important for students who are at rigknot learning to read well,
particularly in the case of EFL learners.

The problem, then, is how to expand a student'stwdary knowledge to the
point where s/he recognizes enough of the words itext to be able to guess
unfamiliar words from context. In other words, whatneeded is a strategy for
bridging the gap between knowledge of the kindkigh-frequency words found in
texts, and knowledge of the words necessary fotudest to be successful with
incidental vocabulary learning.

In light of this, providing significant reading exgure with controlled target
words in texts of substantial length which contaiany repetitions of the words may
provide more effective resultén pursuance of the goal of facilitating vocabulary
acquisition, carefully designing reading materiaysproviding high exposure to the
target words and equally distributing the targetrdsoin each reading should be a
fundamental priority.

The review above of incidental vocabulary acqusitprovides a framework
for the present study. However, only a few a stdiave focused on the idea of
controlling word frequency in a text and the stsdierely examine possible
influential factors which might affected incidentabrd gains as well as how these
gains were acquired.

Based on this view, the current study attemptsvestigate the effect of word

frequency controlled reading on the incidental Vndary learning of grade 9
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secondary students in Hat Yai. The study seekxamime four possible influential
factors: word class, abstractness and concretefessrds, the number of parts of
speech and word concepts that the word could emlaodlyword length in letters, and
how they affect incidental word learning. Moreoveexamines the strategies used by
the top ten highest achievers who successfullyiesdjthe target words. The findings
of this study indicate an alternative method oth#ag reading which can increase the
vocabulary repertoire of students at a secondahpdlclevel and maximize the
potential benefits of exposure through readingshort, a useful way to acquire new

words incidentally.



CHAPTER 3

RESEARCH METHODOLOGY

This study investigated the effect of word-frequercontrolled reading on
incidental vocabulary acquisition for Thai gradestddents who studied English as a
Foreign Language (EFL) during the 2008 academic geddatyairatprachasun School.
This chapter explains the research procedures insi@ study. It provides information
about the subjects, research instruments, datactiolh, and data analysis. A summary of

the chapter is also provided.

3.1 Subjects of the Study

Thirty grade 9 EFL students at Hatyairatprachastho8l which is a government
secondary school located in Songkhla, Thailandiigyated in this study (N=30). For
reasons of convenience, the researcher selectedsiaf grade 9 students (M. 3/11). On
average, the students were at a moderate Englddicipncy level according to their
results from a standardized test known as the Naftibest (NT) from the academic year
2007. Their NT mean score on English was 52.50%addition, their English mean
scores on the final test (semester 1, 2008) adtareid by the school was 68.94%.

3.2 Preliminary Study

A preliminary study was conducted in order to setbe thirty most appropriate
target words for the main study. To ensure thatpieicipants in the study had no or
little knowledge about the target words, a vocatyutzhecklist (See Appendix A) was
constructed one month prior to the design of tleeaech material. The researcher and
two experienced English teachers selected possiblels based on 3 word lists: the
Headwords of The Academic Word List, tH& 2000 Words of English, and the Second
1000 Words of the General Service List (Nation, 20 order to identify words of

which the subjects were ignorant. From the thiss, ltwenty words, possibly unknown
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words to the students were selected. Thus there wéotal of sixty candidate unknown
words including verbs, nouns, adverbs, adjectiard, prepositions.

The vocabulary checklist was, then, administeresl month later to a class of 52
grade 9 students at another high school in Hat Wais session was conducted within a
single 50-minutes period. The students were sealebtsed on to their scores on the
National Test. Their NT mean score was 56.40% sddmbe close to the subjects of the
present study. The students were asked to idetitdge words for which they did not
know the meanings. As a result, the top thirty wwin words were selected as
appropriate target words for the main study.

The result of the administration of the list of @@rds suggested that the
participants in the preliminary study had little oo knowledge of the thirty words
selected for the final study from the vocabulargdatiist (See Appendix C). Therefore,
these thirty words were appropriate to be usedhaget words. The list of thirty target
words included 16 verbs, 8 adjectives, 4 adverbsjotin, and 1 preposition (See
Appendix D).

3.3 Instruments
In order to obtain information for the study, tr@ldwing research instruments

and data collection instruments were used.

3.3.1 Resear ch Instruments
(1) Target Words (See Appendix D)

After the target words were selected, the procéssserting these words into ten
texts was completed in September, one month b#ferenain study was conducted. The
target words were varied in their functions. Gelhgraerbs are the most common parts
of speech found in natural texts, so the targetdwancluded a large number of verbs.
The target words were integrated into the readwigisout being highlighted, underlined,
or presented in bold face type (Moravcsik & Hedl§98).
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(2) TheReading M aterials (See Appendix E)

The top thirty unfamiliar words among the origisatty listed vocabulary items
were integrated into ten written tex@®hree of the ten reading materials were selected
and adapted froran unpublished course book written by the Engligip&tment of the
school(“McDonald’s,” “Mozart,” “The Eiffel Tower,” and“Speed Dating”)The other
came from the two bookgidventures in Reading & Writing @Back to Cambodia,”
“Dear Amanda,” and “Home Sweet Home”) armdside Out for Pre-Intermediate
(“Golfing Genius,” “What People Really Want for @ih Birthday "and“ Great Love
Affairs”). These books were selected based omegfairements of the curriculum.

The researcher and two experienced English teachese these reading texts on
the basis of the topics, difficulty, and lengthrgeiconsidered suitable for the learners’
level and all the thirty target words were integdainto each of them. Text length,
appeal, and level of grammatical complexity wesmdhken into consideration. The texts
were used as part of the students’ English couwléabsis. A supervisor, a co-supervisor,
and an experienced native-speaking English tegutostded advice and commented on
the adapted versions of the texts. The ten skeats t((approximately 500 words each)
were slightly rewritten in order to insert the targvords but the topics were not altered.
The target words were not explicitly designated umyderlining, highlighting, or
presentation in bold face type.

The reading materials closely corresponded to nadgein the students’ English
textbooks, rendering them instructionally apprajerial’hey were designed carefully so
that the students could understand them with thst ldifficulty possible. In addition,
each text as accompanied by comprehension exerasdsding short answer, multiple
choice, true/false, and text summary items whichevegeated for each reading text. The
creation of these exercises was overseen by trensspr, the co-supervisor, the native-
speaking English teacher, and two experienced &mggiachers, all of whom contributed

advice.
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3.3.2 Data Collection Instruments
(1) TheTestsof Lexical Gains

The tests of lexical gains consisted of two tedsa word translation-production
test, and (2) a word-comprehension in context &sth were used as pre- and post-tests
in the experiment. Prior to the experiment, bostgevere given to the subjects in order
to measure their ability to supply the correct niegs of the thirty target words as well
as to comprehend fifteen randomly selected targetisvin context. The two tests were
administered at the beginning and the end of thEerxent to measure the subjects’
incidental vocabulary acquisition of the target dsor

(1.1) TheTrandation-Production Test (L2-L 1)

This test was designed to assess incidental warts geom the reading of the
thirty target words by measuring the students’igbtb produce English-to-Thai word
translations (See Appendix F and G). There wenmytlitems on the test, one for each
target word. The participants were asked to supplshort translation, definition, or
explanation of each target word in their L1 (ThaDespite this L1 production
requirement, this test was designed to measure stiigects’ L2 word-meaning
knowledge. In the post-test (See Appendix G), lifty items were rearranged into
reverse order in order to avoid test recognitidactf

(2.2) TheWord Comprehension in Context Test

Two versions of a gap-filling test were used ashl@pre- (See Appendix H) and
a post-test (See Appendix 1). Each consisted agxa which contained fifteen blanks
designed to assess the students’ ability to uralmidhe fifteen randomly selected target
words (meaning, function, and usage) in context rwkacountered during reading.
Being mindful of the test design, time constrairasd the possibility of the test-takers
suffering stress, only fifteen target words wemsddd. The subjects were required to make
use of contextual information in the test in orderprovide the correct answers to
complete the blanks. The fifteen words tested wesm all word classes. A reading
passage of approximately 150 words in length waptad in order to insert the words to
be tested. The test was designed to measure nezepdrd knowledge, particularly the

comprehension of word meanings and their applinatio
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(2.3) Oral Interview

An oral interview was conducted to obtain in-deptformation on how the top
ten highest achieving students acquired the tamgetls. Six interview questions were
written aimed at probing their individual strategjiand finding out if there were any
factors influencing incidental word learning. Tcsare the reliability of the interview the
guestions, and back translations of them were @tkbl experts who also checked their
content validity. The Thai-version of the intervigwestions translated from the English
version by the researcher was translated baclkangdish by two bilingual Thai associate
professors of English. Afterward, the back transtatvas compared by the researcher’s
supervisors with the initial English-version quess to see whether the two matched.
The content validity was checked by two expertapplied linguistics.

During the interview session, the list of thirgrdet words was presented to each
interviewee. The interviewees were asked to explaimat strategies they frequently
employed during the reading process in order toakithe target words’ meanings and to
comprehend them. The interviews were conducteché subject L1 (Thai) to avoid
misunderstanding of any directions and the intewierm was also prepared in Thai to
assist the researcher in eliciting more detailespaases from the interviewees. The
interview sessions occupied approximately 20 mmpir interviewee. The six guideline
guestions are presented as follows:

Six Guideline Interview Questions

1. What did you do when you encountered unfamiliards while reading?

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

words ?

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

reading material?

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

learn the word?
5. Do you think these reading activities helped t@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 angbpses are displayed in Table 3.1

Table 3.1: Summary of Instruments and Purposes

I nstruments

Purposes

. Research I nstruments
. Target Words

To be used as the tested words and their learnjinlyeb

subjects to represent the accurate results ottis t

. Reading materials

To provide frequent opportunities for the subjeotkearn the
target words by using word-frequency controllectieg as the
reading treatment.

. Data Collection I nstruments
. Pre-tests
1.1Translation production
1.2 Word comprehension in

context

To obtain data on participants’ target vocabulargwledge
and knowledge of their individual meanings, their
comprehension, and their usage in context at tabimg of

the reading treatment.

. Post-tests
1.1Translation production
1.2 Word comprehension in

context

To obtain data on participants’ target vocabulargwledge
and knowledge of their individual meanings, their
comprehension, and their usage in context at tbeoéthe

reading treatment.

. Oral interview

To obtain information in depth about the top tersto
successful participants’ use of vocabulary learsitngtegies

that might influence vocabulary acquisition.
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3.4 Data Collection Procedure

The experiment was carried out with one class wdestts at a secondary school
in Hat Yai, Songkhla, Thailand. During the expeniyghe students undertook a total of
eight hours and thirty minutes of an EFL readingirse (their usual class). The
researcher conducted the reading treatment andhttatlge subjects herself. The
experiment involved having the subjects read tetstéwo per week) over a two month
period and the emphasis in the class was readingpr@hension. Each text had been
supplemented with thirty targets words. But no #mewocabulary instruction was
conducted. The tests were designed to measureetieptivity of the subjects to new
word knowledge, including both meaning and compnslan in context.

The overall research procedure consisted of thiewmg four phases: (1)
administrating the pre-test, (2) providing readirgatment, (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 subjecitst kgnowledge of the thirty target
words across two dimensions: word meanings and wonaprehension in context. The
thirty subjects were all required to take the metd: the translation-production test and
the word comprehension in context test. They weaih lmdministered on October 27,
2008. The tests were proctored by the researclethenclass teacher and together they

lasted one hour. The test results were then ratddeored for further analysis.

Phase 2: Providing Reading Treatment

The ten input texts (each approximately 500 wordemngth) were adapted from
three books (see Reading Materials, p.32) to iateghe thirty target words. No special
background or cultural knowledge was required ideorto comprehend the texts. The
subjects were informed that they would read theseréading texts and complete the
reading exercises, covering two texts per week. fEsearcher conducted the reading
treatment in the English Reading and Writing clasggr a period of five weeks (ten
periods). Each reading chapter was presentediftyarfinute period. The subjects were

informed that the purpose of this course was torawve their reading skills by
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emphasizing reading comprehension. As such, thgeasbwere required to read each
text with the goal of understanding the contentl tiereafter they were assigned various
reading exercises to enhance their comprehensiathinAthe fifty-minute period, the
subjects were allowed to review the reading mdteaa much as they wished. All the
exercises accompanying the reading materials wellected by the researcher, and
returned to the subjects in the following class

The reading procedures were divided into thregestathe pre-reading stage, the
while reading stage, and the post-reading stage. thiee stages are explained and
supported with examples:

(1) Pre-reading stage

In the pre-reading stage, the researcher gave@aration and information about
the topic of the reading lesson to the students. rEsearcher used various ways to give
the information, for example:

- Asking the students about the reading pass&ty many

paragraphs are there in the passage?™what you do see in the pictures)?”

- Writing the key words of the topic on the boandd explaining them to the

students.

- Giving simple information about the reading mpproviding guidance on
cultural issues related to the topi®vhat to do when one goes to a party,” “How to
choose a present for different friengls”

(2) Whilereading 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 totiigedifficult sentences in the
passages so that they could discuss the meantegs la

(2.2.) Discussion: In this stage, the researcher provided the stadeith
guided questions for them to discuss in detail agritvemselves in groups of five. The
guestions 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 tev achieve accuracy and fluency in

pronunciation.
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(3) Post-reading stage

This was an evaluation stage and occupied appaigign 10 minutes which
consisted of answering comprehension exercisesqaedtions relating to the reading
passages. The researcher and the students sunuhfezpassages together. During this
session the students were able to ask furtheriquedb clarify any issues relating to the

passage. The procedures for the reading treatmedietailed in Tables 3.2-3.3.

Table 3.2: Summary of Teaching Procedure

Teaching Stage Procedure
1. Introduction of Reading - Elicit students’ general knowledge about the sobj
Chapter matter of the reading text and provide relevant

background (5 minutes).

2. Reading Process - Require students to comprehend the overall corfféx
minutes).
3. Follow-Up Activities - Ask students to do the given comprehension esesci

(10 minutes).

4. Evaluation - Let students check th@wrect answers to the exercis
(5 minutes).
5. Summary - The teacher summarizes the overall reading conten

without direct vocabulary instruction (5 mindtes




The reading treatment schedule is presented ireTaBl

Table 3.3: Reading Treatment Schedule
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Period

Reading Chapter

Reading Tasks

Time

(minutes)

2 days
before
the
reading
treatment

Introductory Phase

- giving a brief introductiorthe
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

Dear Amanda

- completing each sentence with a
word based on a picture

- story prediction

- reading comprehension

- writing the missing words

50

Home Sweet Home

- completing each sentence with a
word based on a picture
- story prediction
- reading comprehension
- making inferences

50

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

Golfing Genius

- searching for information frohetinternet
- 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 - eliciting background knowledge 50
Their Birthday! - reading comprehension
- rearranging the words to make
sentences

- finding adverbs of frequency

- matching words with phrases

- rewriting sentences using verbs with
two objects

7 Mozart - eliciting background knowledge 50
- 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

8 The Eiffel Tower - eliciting background knowledge 50
- identifying main idea
- completing sentences with given words
- matching phrases
- reading comprehension

9 Speed Dating - eliciting background knowledge 50
- matching words and their meanings
- reading comprehension
- vocabulary reinforcement
- completing passage

10 Great Love Affairs - eliciting background knodtge 50
- reading comprehension
- rewriting sentences with past simple
affirmative and negative forms

Phase 3: Administering the Post-Test

One week after the conclusion of the reading treatirthe subjects were required
to take a post-test to measure lexical gains from ten, word-frequency controlled
readings. The subjects spent approximately one moucompleting the test. The
translation-production test was revised by reversive presentation of the test items. The
rearranged content was used in the word comprebrensi 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, ah ioterview was conducted in
which the top ten highest achievers were askeddpand concerning the extent to which
they could identify the number of encounters nemgsto learn each target word.
Answers were given on a scale of 1-10 times, thst® the most word occurrence in the
reading materials. The open-ended questions aimguiabe the strategies the subjects
used to determine word definitions and word com@nsion. The interview also included
guestions asking for the students’ opinions, contmy&and suggestions about any aspect
of vocabulary learning through using reading materiThe data were recorded and
interpreted using frequencies and percentageder ¢o determine the optimal frequency
level needed as well as to present the most arst &raployed vocabulary learning
strategies used by the top ten highest achieverthdrmore, the top ten students on the
post-test were also asked to comment informallyceaming their vocabulary learning
strategies. The students were asked to give redeortiseir preferred strategies, and to
explain how they used these to acquire the targetdsv The interviews lasted
approximately twenty minutes for each subjethe data collection procedures are

summarized in Table 3.4.
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Table 3.4: Summary of Data Collection Procedure

Data Collection

Time

I ntroductory Phase

A week beforethe pre-test
(50 minutes)

1. PreTest
- The Translation-Production Test

- Word Comprehension in Context

Oneweek beforethereading treatment

(60 minutes)

2. Reading Activities
3.1. Back to Cambodia
3.2.
3.3.
3.4.
3.5.
3.6.
3.7.
3.8.
3.9. Speed Dating
3.10. Great Love Affairs

Dear Amanda

Home Sweet Home

McDonald’s

Golfing Genius

What People Really Want for Their Birthday
Mozart

The Eiffel Tower

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 thereading treatment
(60 minutes)

4, Oral Interview

Three days after the post-test

(20 minutes for each student)

3.5 Data Analysisand Statistical Procedures

To appropriately answer the research questions, ftllowing statistical

technigues were used in analyzing the data fromdtudy:

3.5.1 Scoring (See Appendix J)

(1) TheTrandlation-Production Test (L2to L1)
The maximum total score possible in this test wadyt points. A point was

awarded for each correct word definition. Thereemsvo levels of scoring, governed by

the following criteria: (a) one point for a totalgorrect meaning, (b) a half point for
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mentioning a partially related meaning, and (cpzmwvints for no mention of any correct
or related meaning.
(2) TheWord Comprehension in Context Test

The maximum total score possible for this test fifsen points. The students
were asked to select target words from a box toptet® blanks in a passage. One point
was given for a correct answer and zero pointsufioincorrect answer.

3.5.2 Data Analysis Procedures

To answer the research questions addressed arittdietaChapter 1, the data
obtained from the pre-test and the post-test (aattd meaning and word comprehension
in context) were quantitatively analyzed using 8eSS / PC (Statistical Package for
Social Science / Personal Computer) program. Iitiadgdthe information obtained from
the interviews was categorized and quantified udnegiuencies and percentages to
identify the strategies the subjects employed facidental vocabulary acquisition

through reading.

(1) Research Question I: Will the subjects incidentally acquire the targetrds through

reading with controlled word frequency¥/2d, what kind of
vocahylavill they acquire the most and how?

In order to answer Research Question |, the meated the post-test were scored.
One point was allotted for a correct answer ana z®int for an incorrect answer.
Afterward, the data were collected, tallied andlyred with the SPSS / PC program.
Percentages and mean scores on the pre-test apdstieest were calculated to identify
the gains from the ten, word-frequency controlleddings. A paired sample t-test was
utilized in order to determine significant diffecss between the mean scores on the pre-
and post-tests. Furthermore, the thirty target wand the translation-production test and
the fifteen random target words on the word comgmsion test were categorized
according to their highest to lowest scores usiogr fcriteria: (1) word class, (2)
abstractness and concreteness of the word, (3) euaflparts of speech and number of
concepts that the word could embody, and (4) werdjth in letters to determine their

influences on vocabulary acquisition.
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(2) Research Question I1: What strategies will the subjects use to deteentiie

target word definitions and achieve word
comprehension?

The data obtained from the interview were analylzgatategorizing and further
guantified using frequencies and percentages teiggasupport in answering Research
Question Il. The qualitative and quantitative déitam the interview session were
combined and quantified to calculate the mean wahi¢he most frequent strategies the
top ten highest achievers used. In order to detexmihich strategies the interviewees
used in incidental vocabulary acquisition throughding, the mean values were used to
determine the most frequently used type of vocalulaarning strategy employed

overall by the subjects, as well as its frequency.



CHAPTER 4

FINDINGS AND DISCUSSION

The outcome of the data analysis procedure destitbchapter 3 is reported and
discussed in this chapter and the answers to f#eareh questions raised in chapter 1 are
presented. The results and discussion are ordeosdding to the two research questions
addressed in chapter 1. The major findings arepted below.

4.1 Degree of Incidental Vocabulary Acquisitionrfrehe Reading Treatment

4.2 Factors Affecting the Degree of Incidental Vlmdary 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 WBrdcessing

4.5 Effect of Controlled Frequencies

4.6 Discussion

4.7 Summary

4.1 Degree of Incidental Vocabulary Acquisition fran the Reading Treatment

The first research question concerned the invatsbig of the effect of word-
frequency controlled readings on students’ abiiityacquiring the target words. The
formal research question was:

Will the subjects acquire vocabulary incidentallpraugh word-frequency

controlled reading? If so, what kind of vocabulavyjl they acquire the most and

how?
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In order to answer the first research questionptreentages and mean scores
of the pre- and post-tests (both the translatiamtpection test and the word
comprehension in context test) were analyzed. Tdwes of each test were then
compared using paired sample t-tests to deterniirtbei students’ knowledge of the
target words was significantly different before after the experiment. The results are

presented as follows:

Table 4.1.1: Comparison of the Mean Scores Studen®btained in Pre- and Post-

Translation Production Test i Percentage %)

N Post-Test Pre-Test Paired Differences  df t Sig.
(30 points) (30 points) (2-
Mean SD. Mean SD. Mean SD. tailed)
30 75.88 13.08 1.50 0.41 74.38 12.17 29 33.47 .000**

** Significant atp < .001 level

With respect to the data presented in Table 4.1.1, the gnd post-test mean
scores of the translation production test were iBggmtly different at the .001 level
(t=33.47, p<.001). Most of the subjects knew theanmeg of a few words at the time of
the pre-test, (mean: 1.50%), while on the podi-tee subjects showed a huge gain in
vocabulary meaning knowledge the mean figure b@&m@8%. The score increased by
74.38%. This indicates that after the subjects tiodk the reading treatment, their target
words’ meanings improved significantly.

In order to further investigate the degree of inwgraent in the subjects’ word
comprehension, the percentages, mean scores andrtparison from pre- and post-test
on word comprehension in context tests are preddmow. The mean scores of word
comprehension in context between the pre- and testt-show a dramatic improvement

in the subjects’ new words as can be seen in Tabklée.
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Table 4.1.2: Comparison of the Mean Scores Studen®btained on the Pre- and
Post-Word Comprehension in Coext Test (in Percentage %)

N Post-Test Pre-Test Paired Differences  df t Sig.
(15 points) (15 points) (2-
Mean SD. Mean SD. Mean SD. tailed)
30 47.77 15.66 1.77 6.76 45.99 14.04 29 17.94 .000**

** Significant atp < .001 level

According to the data in Table 4.1.2, the meanesodithe pre-test was 1.77 %,
which indicates that the students had little oremsting knowledge of the target words.
However, the post-test mean score increased bytd&%5.77%, which demonstrates that
the students were able to understand the rand@ueattawords in context more effectively
after the treatment. The results from the t-testfiomed that the difference between the
pre- and post-scores on word comprehension waistgtally significant (t= 17.94, p<
.001), which also indicates a noticeable improvemém the students’ word
comprehension abilities.

Based on the significantly higher post-test scooes both the translation-
production test and the word comprehension in ctriest, it is evident that the use of
word-frequency controlled readings enhanced thelestis’ incidental vocabulary
acquisition. It should be noted that students perénl better in the areas of both
vocabulary meaning and comprehension.

With respect to the results obtained from the asialgf data pertaining to the pre-
and post-tests, it can be concluded that althohgldifferences between the mean scores
of both the translation-production test and thedvoomprehension in context test were
statistically significant, the findings seem to icate that the reading treatment affected
the students’ understanding of word meaning inatsoh and their word comprehension
in context differently. Also, word meaning seemedge acquired to a greater degree by
the subjects after the treatment than did word cehgmsion in context as shown in

Figure 2.
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Figure 2: Students’ Vocabulary Acquisition on Trandation Production and

Word Comprehension in Context Tests

[l Post-Test
B Pre-Test

47.77%

Mean Scores
|

1.50%

Translation Production Test Word Comprehension
in Context Test

However, the number of words tested in the traissigproduction and the word
comprehension in context tests differed in thatwloed comprehension in context tests
contained only 15 random target words while thediaion production tests contained
all 30 target words. To confirm the results, onhe t15 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 Studen®btained on the Pre- and
Post-Translation Production s¢s (TPT) and the Pre- and Post-Word
Comprehension in Context Testg/CT)

N Test Post-Test Pre-Test Paired Differences  df t Sig.
(15 points) (15 points) (2-
Mean SD. Mean SD. Mean SD. 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 atp < .001 level

The data presented in Table 4.1.3 demonstrataritmtth the pre- and post-tests,
almost none of the students had acquired the fiftaedom target words (mean scores:
0% on translation-production test and 1.77% on tmerd comprehension test).
Obviously, after reading the treatment, the stuslgained significantly higher scores on
both tests: at 77.80% on the translation-productest and at 47.77% on the word
comprehension test. This confirmed the results showFigure 2 that word meanings
were more easily acquired by the students than wongprehension in context.

Furthermore, it is worth investigating what factardluenced the subjects’
vocabulary acquisition, both meaning and comprebeand he thirty target words on the
translation production test and the fifteen randdarget words on the word
comprehension test were categorized using fouer@it (1) word class, (2) abstractness
and concreteness of word, (3) number of parts eésip and number of concepts of the
word, and (4) word length in letters. This was danerder to determine their influence
on the subjects’ vocabulary acquisition.

4.2 Factors Affecting the Degree of Vocabulary Acqgaition through the Reading

Treatment

4.2.1 Word Class
Word class is viewed as one factor which affeotnes levels of processing; the
way in which information is stored and accessethebrain may differ for the types of

words.
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Therefore the thirty target words were classiiedording to word class in order

to examine this effect and the results are predent&able 4.2.1.1.

Table 4.2.1.1: Mean Scores Obtained from Pre- andoBt-Translation Production

Tests Categorized by Fivedn Classes

No. 30 Target Words Pre-Test (%) Post-Test (%)
30 points 30 points C'?fasiﬁii f(O/VO\;OrOI

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 71.25

12  spontaneous 0 53.3

13 various 0 73.3

14 unique 0 56.7
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 67.72

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

Total 0.11 72.34 77.97

As shown in Table 4.2.1.1, the thirty target wowdsre categorized into five

classes: prepositions, adverbs, nouns, adjectares adverbs. The five classes of words
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are presented from the highest score to the loleest score obtained on the post-test.

With regard to the data in Table 4.2.1, it is appathat the students acquired the
word meanings overall at a rate of 77.97%. Althotlgh subjects acquired prepositions
at a rate of 96.7%, and nouns at a rate of 76.7#& pteposition and noun categories
contained only one word for each. This was duééodecisions taken at the time of the
selection of the target words. The data regardirggpgsition and noun categories will
therefore be disregarded.

However, the subjects acquired adverbs at a laitghat 85.9%. By contrast, verbs
and adjectives were much harder for the studengsqaire. The students acquired verbs
least well at a 62.72% rate, and adjectives wegeised at a rate of 71.25%.

In order to further investigate the effect of waldss on both the acquisition of
word meaning and word comprehension, the mean saiained on the post-tests of
both translation-production and word comprehenai@compared in Table 4.2.1.2.
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Table 4.2.1.2: Score Comparison of the Pre- and Regranslation-Production
(TPT) and the Pre- and Post-Word Comprehension in @ntext Test
(WCT), Categorized by Five Word Classes

No. 15 Tested Pre-Test (%) Post-Test (%)
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 0 0 76.7 86.4 66.7 60
therefore
3 0 0 96.7 53.3
3. verbs (4)
4 consider 0 0 83.3 86.7
5 fascinate 0 0 0 0 90 808 46.7 55
6 involve 0 0 70 66.7
7 process 0 0 80 20
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 0 29 93.3 71 20 423
12 particular 0 0 70 333
13 spontaneous 0 0 53.3 10
14  various 0 6.7 70 73.3
15  unique 0 0 56.7 63.3
Total 0 0 1.8 1.8 77.8 68.3 48.4 495

The data shown in Table 4.2.1.2 demonstrateghbatighest level of vocabulary
acquisition occurred with adverbs (86.4%) and vdi@38%) on the post-translation
production test. Meanwhile, on the word comprel@nsin context (post-test), students
correctly understood adverbs (60%) and verbs (58%he contexts provided. Meaning
can be defined as knowledge of a word which castbeed and retrieved to construct
lexical knowledge. The overall results of the ttatisn post-test production test revealed
that students incidentally acquired the five woakses moderately well at 68.3%.

On the contrary, the five word classes for worthpeehension were acquired less
effectively by the subjects although it can be st the overall word comprehension
for the five word classes increased by 49.5%. Famdveomprehension, the highest mean
scores came from adverbs at 60% and verbs at 558énWompared to the translation
production post-test, there was a noticeable diffee between the two tests of 18.8%.
The results of both tests were in agreement tleae#siest word classes for the subjects
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in this study were adverbs since their meaningsewee 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 Englisbh¢e rated the semantic
features of the thirty target words i.e. how alidtia concrete they were according to
their imagineability and context availability inethten reading texts. The context-
availability ratings were determined by the reskar@and the experienced native English
teacher to rate a specific attribute (for examplew easy is it for you to think of a
meaning for this word?) that was conceptually eglato the contextual support. If the
two persons found it difficult to place a word irdassentence, then it was assumed to be
difficult to retrieve relevant information from pri knowledge for that word so the word
was regarded as abstract.

The abstractness of a word refers to an idea ncegi which is a function of
perceptual observability and is characteristicaftextual constraints, specific to the ten
word-frequency controlled readings such as the wioneblveandcomplex.To make the
meaning of these abstract words clearer, some drarapd contextual clues are needed.
The concreteness of a word in this study, on therohand, refers to the perception or
consideration of an idea or a concept which is ofage specific type of information and
its meaning is stable in all contexts sucldaspite,andhowever.The thirty target words
were then analyzed according to the effect of th&tractness and concreteness of the
words on vocabulary acquisition.

The data presented in Table 4.2.2.1 divided theytllarget words into two
categories: fifteen abstract words and fifteen oetecwords. The findings were then
analyzed according to the effect of the abstrastrag®l concreteness of the words on
students’ vocabulary acquisition. Overall, theres\aaslight difference in the acquisition
of the two groups of words. The subjects acquihedabstract words at a rate of 57.5%,

and they acquired the concrete words at a slighgler rate—67.4%.
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Table 4.2.2.1: Abstractness and Concreteness of Witw as an Influence on Word

Meaning Gains on the Translation Production Test

No. Target Words Difficulty of Word Meanings (%)
Abstractness Mean  Concreteness Mean

1. prepositions

1 despite - - 96.7 96.7
2. adverbs
2 eventually 76.7 -
3 however - 81.1 83.3 90
4  probably 86.7 -
5 therefore - 96.7
3. nouns
6 achievement 76.6 - - -
3. adjectives
3 complex 66.7 -
4  entre - 86.7
5 familiar 93.3 71.1 - 71.3
6 obvious - 70
7  particular - 70
8 spontaneous 53.3 -
9 various - 73.3
10 unique - 56.7
5. verbs
15 affect 50 -
16 concentrate 23.3 -
17 consider 83.3 -
18 contribute 66.7 -
19 encourage - 90
20 establish 56.7 -
21 fascinate - 57.4 90 78.8
22 gather - 66.7
23 indicate - 86.7
24 involve 70 R
25 occur - 90
26 process 80 -
27 provide - 70
28 reveal - 73.3
29 settle 46.7 -
30 tend 40 -
Total 64.7 57.5 80 67.4

When examining individual word classes, verbs gateed as abstract were
acquired by the subjects at a moderate rate oP&7Moreover, abstract adjectives were
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the most difficult to acquire, at 71.1%. The highalsstract word gains occurred in the
adverb group at 81.1%.

Further, for all word types the concrete words hadth higher mean scores. The
table illustrates that abstractness and concretenésvords was a crucial factor in
vocabulary acquisition. The more abstract the wtrd,more difficult it was to acquire.
More importantly, if a verb was abstract, the shudavould have great difficulty learning
its meaning.

Table 4.2.2.2: Abstractness and Concreteness of Wisr as an Influence on the
Word Comprehension Gains on Word Comprehension in @Gntext
Test
No. Target Words Difficulty of Word Meanings (%)

Abstractness Mean  Concreteness Mean

1. prepositions

1 despite - - 70 70
2. adverbs
2 eventually 66.7 66.7 - 53.3
3  therefore - 53.3
3. verbs
4  consider 86.7 -
5 fascinate - 57.8 46.7 46.7
6 involve 66.7 -
7  process 20 -
4. adjectives
8 complex 63.3 -
9 entire - 33
10 familiar 20 31.7 - 56.5
11 particular 33.3 -
12 spontaneous 10
13 various - 73.3
14  unique - 63.3
5. nouns
15 achievement 20 20 - -
Total 43 441 56.6 56.6

Turning now to word comprehension, the resultseweragreement with those for
word meanings. Abstract words were acquired atta o 47.8%, whereas concrete
words were comprehended at a slightly higher rét 61.6%. It can also be said that it

was harder for the students to achieve word congmsbn than to acquire word
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meaning, as shown in Table 4.2.2.2. However, theas a difference in the level of
acquisition of different word classes, as compated Table 4.2.2.1. For word
comprehensionabstract nouns were the most difficult to acquatea rate of only 20%
with abstract adjectives at only 31.7% althougts timight be due to the fact that the
number of words in each word class was not the same

Therefore, a further investigation was conductethke into account the number
of words for each part of speech and the numbevasi 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 tailotecbe used as only a single part
of speech, and with a single conceptual meaninthéenten texts, when the students
encountered unknown words, they sometimes looketheip meanings in a dictionary.
They probably found that some of the target word®iged to more than one part of
speech (for examplepomplexwas used as an adjective in this study but ircaodiary it
also appears as a noun) and had multiple conceptarmmus meanings (for example,
process in this study refers to dealing with somethinganparticular way but in a
dictionary it also has other meanings). It is, ¢fere, interesting to examine how this

factor affected the study.
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Table 4.2.3.1: Comparison between the Scores obtaithon the Translation
Production Post-Test (TPT) and the Word Comprehensin in Context
Post-Test (WCT), Delineated by Number of Parts of 8ech

No. Target Words One Part of Speech (%) More Than one Part of Speed®no)
TPT Mean WCT Mean TPT Mean WCT Mean

1. prepositions

1 despite 96.7 96.7 70 70 - - - -
3. adverbs
2 eventually 76.7 86.7 66.7 60 - - - -
3  therefore 96.7 53.3
2. verbs
4 consider 83.3 86.7
5 fascinate 90 81.1 46.7 405 - 80 - 20
6 involve 70 66.7
7  process - - 80 20
5. nouns
8 achievement 76 76 20 20 - - - -
4. adjectives
9 complex - - 66.7 63.3
10 entire 86.7 33 - -
11 familiar - 70.8 - 42.6 93.3 72.2 20 41.7
12  particular 70 33.3
13 spontaneous 53.3 33.3 - -
14  various 73.3 73.3
15 unique - -
Total 79.4 82.4 53 46.7 74.2 76.1 41.7 30.9

The fifteen random words on the word comprehensiorcontext test were
compared with the results from the translation-pabidn test in order to establish the
overall picture. Table 4.2.3.1 illustrates thag&rwords which were used as only one
part of speech were, on average, acquired at af&2.4% for word meaning and 46.7%
on word comprehension. Specifically, prepositiomi@h contained only one word) and
adverb vocabulary was the most successfully acduireéboth tests. Despite the words’
characteristics pertaining to their part of speede dictionary, their meanings were not
overly difficult for the students to grasp. As show the analyzed data, the students
comprehended the target words’ meanings on thesl&ton-production test at a high
rate: 82.4% for the words belonging to just ond péispeech but only at 46.7% for the
words belonging to more than one part of speectwdyer, an adjective and a verb

belonging to more than one part of speech in tlegadiary processand familiar were



58

surprisingly acquired at the highest rate for thmganings;familiar was acquired the
highest at 93.3% followed lpyrocessat 80%.

On the contrary, the target words belonging toertban one part of speech were
acquired at a lower rate on the word comprehensi@ontext test (30.9%). On this test,
verbs serving as more than one part of speech aegeired at the lowest rate by the
students (only 20%).

Verbs and adjectives seemed to be quite difficalitdrclasses to acquire on both
tests due to their characteristic abstractnesselisas their length in number of letters. It
should be noted that students performed bettdraratquisition of words which are used

as only one part of speech and which are concrete.

Table 4.2.3.2: Comparison between the Score obtaishen the Translation
Production Post-Test (TPT) and the Word Comprehensin in Context
Post-Test (WCT), Delineated by Number of Conceptsf dleaning

No. Target Words One Concept (%) More Than One Concept (%)
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 86.7 66.7 60 - - - -
3  therefore 96.7 53.3
2. verbs -
4 consider 83.3 86.7 -
5 fascinate 90 86.7 46.7 66.7 75 43.4
6 involve 70 66.7
7  process 80 20
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 - 67.9 - 42.6 93.3 80 20 41.7
12 particular 70 33.3
13 spontaneous 53.3 33.3
14  various 73.3 73.3
15 unique 56.7 63.3
Total 78.2 67.3 52.7 51.9 77.5 77.5 425 42.6

Likewise, for number of word meaning concepts, lasng in Table 4.2.3.2, the

mean scores obtained from the translatiproduction post-test and the word
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comprehension in context post-test indicate thattdrget words which had only one
concept were acquired at a rate of 67.3% on thedorand at 51.9% on the latter.
Surprisingly, the words with more than one concepte acquired at the slightly higher
rate of 77.5% on the translatipmoduction test, but only at 42.6% on the word
comprehension in context test.

It is apparent that adverbs and prepositions wbilonged to a single concept
were acquired at a high rate on both tests. Adjestiand verbs were gained by the
subjects at a moderate rate. On the translatioduotmn test, the subjects acquired
adverbs and verbs which belonged to one concepallggat 86.7%. Nevertheless,
knowledge of nouns and adjectives with one condepiroved differently for the
subjects between the two tests. In the case ofctags with a single concept, the
subjects also produced higher scores on the ttaorslproduction test (67.9%) than on
the word comprehension in context test (42.6%).

It can be noticed that the target words which bgdahto more than one concept
were more difficult for the subjects to acquiree8fically, on the word comprehension
in context test, the subjects partly comprehendedword categories at a moderate rate:
verbs at 43.4% and adjectives at 41.7%. Howevegir theanings were not overly
difficult to grasp by the subjects as seen in thegories of adjectives (80%) and verbs
(75%) on the translation-production test. This @adies that the students performed better

in supplying a correct word meaning than using itantext.

4.2.4 Word Length in Letters

As far as the difficulty of words is concerned, d@dength in letters is certainly
one attribute which affected the target words’ aitjon. Word length in letters is
assumed to influence students’ ability in recogmgziarget words and processing them

while reading.

After calculating the scores on the post-test,ténget words were classified into
three categories according to their length in tettéour to six letter words, seven to nine
letter words, and ten to twelve letter words, idesrto examine their different influences

on word learning.
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With regard to the analyzed data in Table 4.2.4.tan be seen that after the
reading treatment, the words in total, were gaiaed rate of 69.4%. The words which
had seven to nine letters were acquired at theekigiate, 79.78%, while the words with
ten to twelve letters were acquired at the lowatt,r61.10%. It is worth noting that the
words with four to six letters were only gainechahoderate rate.

Regarding four to six letter words, the words “tefi0%) and “affect” (50%)
were probably not acquired at a high rate by th®esitis 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 Influeoe on Word Meaning Gains

on the Translation Production Test

No. Word Length in Letters Score on Translation Mean
Post-Test
(%)
4-6 Letters (9 words)
1 affect (v.) 50
2 despite(prep.) 96.7
3 entire(adj.) 86.7
4 gather(v.) 66.7 67.43
5  occur(v.) 90
6  reveal(v.) 73.3
7 settle(v.) 46.7
8 tend(v.) 40
9  unique(ad;].) 56.7
7-9 Letters (15 words)
10 consider(v.) 83.3
11 complex(adj.) 66.7
12 encouraggv.) 90
13 establish(v.) 56.7
14 fascinate(v.) 90
15 familiar (adj.) 93.3 79.78
16 however(adv.) 83.3
17 indicate(v.) 86.7
18 involve (v.) 70
19 obvious(adj.) 70
20 probably(adv.) 86.7
21 procesgV.) 80
22 provide(V.) 70
23 therefore(adv.) 96.7
24 various(ad;.) 73.3
10-12 L etters (6 words)
25  achievemen(n.) 76.7
26 concentratgVv.) 23.3
27 contribute(v.) 66.7 61.10
28  eventually(adv.) 76.7
29  particular(adj.) 70
30 spontaneougad].) 53.3
Total 72.34 69.44
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Table 4.2.4.2: Word Length in Letters as an Influene on Word Comprehension

Gains on the Word Comprehension in Context Test

No. Word Length in Letters Score on Word Mean
Comprehension
Post-Test
(%)
4-6 Letters (3 words)
1 despite(prep.) 70
2 entire(adj.) 33 35.44
3 unique(ad;].) 63.3
7-9 Letters (7 words)
4 complex (adj.) 63.3
5 consider(V.) 86.7 50.96
6  familiar (adj.) 20
7 fascinatg(V.) 46.7
8 involve (v.) 66.7
9  procesqV.) 20
10 therefore(adv.) 53.3
10-12 L etters (5 words)
11 achievemen(n.) 20 40.66
12 eventually(adv.) 66.7
13 particular(adv.) 33.3
14 spontaneougad;.) 10
15 various(adj.) 73.3
Total 48.42 42.36

Regarding word length in letters as an influenoenwmrd comprehension, there

was a noticeable difference between the overall meaore from the word

comprehension in context test and that of the katios production test. Table 4.2.4.2

shows that the overall mean score of the threepgréar word length was 42.36%, which

was noticeably less than that from the translgbi@duction test (27.08%).

However, there was agreement between the resulisectwo tests in that the

words with seven to nine letters were acquirechathighest rate, which was 50.96% in

the word comprehension in context test. The words wen to twelve letters were

acquired at the moderate rate of 40.66% in the wondprehension in context test.
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4.3 Discussion

From the results of this study, it is evident thabviding word-frequency
controlled reading had a profound effect on stusleability to acquire vocabulary
incidentally. The analyses of the post-tests ondwoeaning and word comprehension
illustrate that the subjects’ controlled exposwrevbrds during the reading process was
very similar to real-life exposure to target woidsthat one has to encounter a word
several times before eventually acquiring its megnMost students were generally able
to supply correct meanings and apply the targetls/or certain contexts.

It seems that the comprehension of words by thgestdowas only partially
successful from the readings, but it was not asessful as the acquisition of meaning.
This was especially true for words with abstractamegs, such as verbs, where very
little meaning uptake seemed to have occurred.fihldéengs refer to the word forms and
common meanings that must be recognized automigtiopla reader, regardless of the
context, for a minimum of comprehension to be adde

Even though the students’ ability to construct blktlowledge of meanings and
comprehension of the target words increased saamifly, they increased by different
degrees. The students acquired the target wordahimgs at a much higher rate than
they achieved comprehension in context. The finglihgrefore agreed with the results of
the study by Pigada and Schmitt (2006), where nmgamvere quickly acquired for all
classes of words as a result of frequency. Knovdeafgverbs was much lower than that
of other word classes due to their grammaticalaliffy. There are two reasons for this.
Firstly, it may be because word meanings are priynaccquired from contextual
information provided by controlled frequency inde®s. Encountering the target words
in several different reading contexts could havenbe contributing factor to the students’
gains in acquiring meaning. The second reason cbealdhat the students found the
application of word usage, and proper usage inestnmuch more complicated than the
acquisition of meaning. As Read (2000) postulatedrely recognizing words is much
simpler than actually comprehending and utilizimpse words. This process is also
dependent on the ability of a learner to understaoidi concepts while reading (Fukkink
etal., 2001).
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Regarding the types of words, the study distingedsfour major possible factors
which might influence a student’s ability to acguirocabulary. Word class is the first
factor to consider. In this study, verbs, adjecj\end adverbs were the most difficult for
the subjects to acquire. The results of this stady in agreement with the studies
conducted by Gentner (1982), Markman (1989), anceétwand Kim (2008), in that
verbs present more of a learning challenge thamsyoand thus learners develop verb
vocabulary at a slower rate. The mapping betweem fand meaning for verbs is more
difficult than for nouns because of the argumemntacstire information of verbs. For
example, how many and what kinds of arguments {eegne, goal, or location) should
be tackled in the learning process of verbs, aiderstion which is not necessary when
learning nouns. Furthermore, the results corresporid the studies by Benedict (1979)
and Gentner (1978) that verbs are more difficuleton than other types of words. Since,
verb vocabulary was acquired at a lower rate.

The second factor is the concept of a word in cdnfehe ability to communicate
abstract concepts in a language depends on theusding contextual support. It is,
however, generally thought that this ability is@edary to, or dependent upon, the ability
to use language to refer to concrete concepts.ciiirently widely accepted that concrete
words are unconditionally easier than abstract wdod a learner to process (Gentner,
1982). “Achievement” and “spontaneous,” for insenwere difficult for the subjects due
to their abstract concepts in context and theirddengths, even though in this study they
belonged to a single part of speech category. @nctintrary, the word “despite” was
easier for the subjects to learn from context beeaumostly occurred in sentences as a
signal word in a context which showed a subseqcemirasting idea.

The third factor is the number of parts of speectiich a word belongs, and the
number of meanings a word has. These factors wemsistent in the study, but are
changeable in other situations. One word can hawe than one function and more than
one meaning. If a word can be used in several sertien the word is necessarily
associated with several different sets of word sgasand meanings, each of which
corresponds to one of the meanings of the wordhdf students can determine which
words correspond to a given verb, they can useetamds for discovering the right

meaning of the verb in a given sentence. The iddal words “tend” and “familiar,”
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were classified as having more than one concepierdkng on context. In this study,

these words were used with the same concept in@attbxt on a consistent basis. Also,
they are not very abstract; therefore most studestie able to acquire them in the
experiment. However, it is difficult to apply thpm@opriate meaning and function of the
same word in some contexts, even if the word hemsady been encountered several
times. The process of applying a word in contegiinees more than just recognition, but
also the ability to determine the appropriate wasdge (Read, 2000).

The last factor influencing vocabulary acquisitiarthis study is word length in
letters. Orthographics plays an important rolehia translation from word form to word
meaning. The students scored low on words with teetwelve letters on both the
translationproduction test and on the word comprehension imend test. If these words
happened to be abstract, it was even harder fosttients to acquire them, as was the
case with the words “achievement,” “spontaneousyd dparticular.” The words
“concentrate,” “spontaneous,” and “contribute” wéne most difficult in the category of
ten to twelve letter words because their meaning®uess easy for the subjects to guess,
even though they were surrounded by contextuabcllies noteworthy that the length of

words is a very crucial factor in the success wdlents’ vocabulary acquisition.

4.4 Vocabulary Learning Strategies as an Influencen Word Processing

The second research question was designed torexple strategies the subjects
employed in acquiring the target words. The forneakarch question was:

What strategies will the subjects use to deterrthieetarget word definitions and

achieve word comprehension?

This research question attempted to identify tlustnfirequently used strategies
that the top ten highest achievers employed imlagrthe target words both during and
after the readings. It also sought to examine thstrauccessful strategies that they used.
The findings are discussed according to the reslitained from the oral interviews,
which presented an overall picture of the strategiged by the subjects. The strategies
were categorized to help identify the specifictsigges which were successful for the top

ten highest achievers
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The results from the responses in the oral intenaee presented in Table 4.4.1.
It can be seen that overall, strategies were eregldgr almost eight target words (mean
= 7.5) by the ten most successful students. Eaglgoey of vocabulary learning strategy
was employed by one to two students on averagenmeh93). The most frequently
employed strategies were consulting informatiorreesiand dictionary use, both at 25%
especially the sub-strategies of guessing fromesdntwvhich was the most frequently
used at 60%, asking peers, and using a bilinguiodary at 30%. The least employed
strategy was in the “other” category, at 12.5%. -Swhbtegies in this category included
encountering the word on TV, learning it from aguot label, and encountering it while
learning other subjects, all at 10%, and encoumgethe word while taking other tests, at
20%. Meanwhile, the memorization and practice aategvas only a moderately-used
strategy by the successful students, at 15%. Ticlsded searching for examples of use,

writing and repeating new learned words, and |egrfriom familiar roots/stems, at 20%.
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Table 4.4.1: Summary of Four Types of Vocabulary Larning Strategies, from
Data Obtained from the Oral Iterview Sessions

Type Vocabulary Learning Strategies No. of Target Vérds No. of
Subijects
1 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%)
Mean 7.48 2.5 (25%)
2 Dictionary Use
2.1 using bilingual dictionary (Eng-Th) 26 3 (30%)
2.2 using monolingual dictionary (Eng-Eng) 5 2 (20%)
Mean 15.50 2.5 (25%)
3 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%)
Mean 4.50 1.5 (15%)
4 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 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 studegteed that using contextual
cues was a useful strategy to obtain the meaningfaimiliar words. Sixty percent of the
ten most successful students indicated that they dauired the target words by
guessing from context. Six out of ten used contexrs most of the time when unfamiliar
words impeded their attempts at comprehending & &wudents A, B, and C tended to

make intelligent guesses about a word’'s meaning@rbefising any other strategies.
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Student B found nine unfamiliar words within twospages, and she always tried to infer
their meanings from the context. She re-read tlmeosnding sentences for a particular
word she did not know the meaning of, in orderitk up clues that might be helpful in
figuring out the meaning of that word. The studealso reported that they did not
attempt to use contextual clues if they lacked d&siowledge about the surrounded
context. According to the interview, the participapointed out that:

Student A

“| tried to guess certain target words’ meaningssentences in which the words

were surrounded by familiar vocabulary and context.

Student B
“I usually figured out the target words’ meaningsarder to understand what the

sentence was about in general.”

Student C
“ At the beginning, | tried to figure out the corteof a particular word. Then |

guessed its meaning to obtain the exact meaning.”

Guessing from context made up a significant pathefstudents’ strategy use in
dealing with unknown words. However, 60% of allp@sdents pointed out that they first
tried to guess word meanings from context if theyeweading an English sentence with
several unfamiliar words. Guessing from contexir@bably one of the most useful skills
ESL/EFL learners can acquire and apply, both inamtk outside the classroom. In order
to improve and develop the development of thisl,skdcabulary guessing tasks should
be integrated as often as possible into readingites. This can be more effective after
a global or gist understanding of a text has batabéished.

Likewise, Students D and E made good use of canbextthey also employed
many other vocabulary strategies. This was in eshtto Student F, who consistently
employed the strategy of using context cues everg &n unfamiliar word hindered her.
As she stated:
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Student F
“| always guessed the meanings of unknown word®s ftontextual clues in a text
by considering the general idea of each sentenaeuld gradually come to know

their meanings after encountering them a few tiaeteast three times).”

Furthermore, three participants (30%) relied ondtrategy of asking their peers
about some of the unfamiliar words they read inghgsages. One of them reported that:

Student H

“When reading, | usually asked my classmates fe& mtheanings of unknown

words. If this did not work out, | would look ugthmeanings in a dictionary.”

Two subjects indicated that they asked their sgglito verify the meanings of
eight of the target wordsaffect, concentrate, consider, complex, contributeicate,
involve,andoccur.” Student G relied on asking her sister for the nmgmnof these eight
words, whereas Student H only asked her brothedaify what the word‘indicate”
meant.

Student G sometimes asked her tutor about certdinawn words, even though
she deemed them to contribute little to the ovarsdhnings of the texts. She admitted
that she could still grasp what the texts were abeithout expending effort to
understand these words. She originally considenedunknown words important and
paid a lot of attention to them; however, as slael r@n to subsequent sentences, she soon
forgot about the words. Initially, she had atterdpte guess the meanings of the words
from context, but after generating possible meagisge did not deem them acceptable
and decided to ask her tutor for clarificationtod unknown words.

The teacher was generally respected as a knowlelggaathority by the other
students. When one student (Student H) failedrtd &n appropriate meaning of a word
in a dictionary, she would sometimes consult hachier for an explanation of its
meaning and appropriate usage. Previously, if skdmot fit a dictionary meaning to a
word in the context of a passage, she was inclinegive up and not to continue her
efforts to find the meaning of the unfamiliar woftherefore, asking her teacher was a

good strategy for quickly assisting her reading pmghension, especially for the words



70

which she misread. For instance, she confused tndsaffectandeffect and she did not
really understand the concepts behind these wadause she thought she already knew
the meaning of the wordffect although her idea was incorrect. Therefore, smaly

asked her teacher to explain the different mearamgisusage of the two words.

4.4.2 Dictionary Use

Twenty-five percent of the students reported thantdlation was very useful for
vocabulary learning. They commented that dictionasg was the best way to quickly
translate word meanings, as well as helping themasily understand word definitions.
Bilingual dictionary use was the most frequentlypéoged strategy by the respondents
(30%). However, the students admitted that monakhglictionaries were also useful to
them.

Students A, B, and E occasionally turned to a miogohll turned to a
monolingual dictionary rather than a bilingual of@erestingly, this observation could
indicate that these three participants, unlikertpeers who always preferred a bilingual
dictionary as their primary strategy, actually mesed the written input entirely in the
target language (English). They did not see anyd rnteetranslate the concepts they
absorbed from the text; instead, they invariablyt&idered” in English, and if they were
significantly obstructed by lexical items, only theid they turn to a dictionary, but
always a monolingual one.

Student A

‘I chose a monolingual dictionary to look up thesusf the word “consider”

because | thought it provided more examples tharitingual one.”

Of the ten participants, three mainly relied on @ingual (English-Thai)
dictionary to deal with unfamiliar words. Although monolingual (English-English)
dictionary was available, they preferred the biliagone. Student I, for example, almost
always consulted a bilingual dictionary. She idedi target words and other content
words as unfamiliar, and frequently consulted tietiahary. For four of the words--
familiar, gather, howeverndtherefore she used context cues, and for three others she

combined the use of a dictionary and context cloeskipped the words altogether.
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Similarly, Student J encountered more than thirtknown words in the two passages,
and consulted a bilingual dictionary for only twerdf the words. For the rest, she
combined the bilingual dictionary and a monolingdiationary, or simply skipped them.
Such a pattern of strategy use was very simildhéoone employed by Student H, who
found thirty words which she did not know the measi of.

The students reported that their reason for gedgeralying on a bilingual
dictionary was the ease of understanding what theel \&ctually meant. For them, it was
more convenient to learn the meanings of Englishde/dy finding equivalent ones in
their native language. They admitted they did negchto translate the meanings from
English to Thai if they looked them up in a bilirduictionary. This reflected the way
they comprehended English texts: they translatedptinted English words into their
native language, Thai. This was especially appareohe of the participants, Student I.
She interpreted the texts in chunks of ideas, lsagbhrase or a sentence. Immediately
after reading each chunk, she translated it intariaher tongue. As she indicated:

Student B

“I usually checked the meanings of unknown wordsaibilingual dictionary

again after reading. | consider this strategy thesbfor me to understand the
words.”

Two participants used a monolingual dictionaryresrtmain vocabulary strategy.
Of the thirty unfamiliar words they encounterediefiwere dealt with by means of a
monolingual dictionary. They also consulted a Igilial dictionary to look up the
meanings of some other difficult words. OccasignaNhen having difficulty in fitting
one of the meanings into the context in the passage of the students turned to the
bilingual dictionary, hoping that the translatedamiag would be less problematic.

One of the students said, “When | wanted to find the different shades of
meaning and to understand which meaning was usethich context, | would choose a
bilingual dictionary to find the appropriate usagea word” (Student E).

Student J also mainly depended on an English-Bnglistionary for the same
reason as Student I, i.e. she did not need to thiodut the same concept twice- in her

native language and the target language, respbctiveaddition, she mentioned more
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comprehensive entries and a clearer definitioneasans why consulting a monolingual

dictionary was her preferred vocabulary strategy.

4.4.3 Memorization and Practice

Twenty percent of the respondents reported that Kept personal vocabulary
notes in which they wrote new words, their defoms, translations, and examples.
Twenty percent pointed out that they wrote downnallv words they came across and
tried to search for examples of their usage. Intamd 20% of the students noticed word
roots and stems, from which they felt that multipleanings and multiple dimensions of
meanings (referential, syntactic, pragmatic, andtemal) could be decoded. As student
F pointed out:

Student F

“When | saw unknown words, | often looked at cooating words and the

context in general. If | still could not get theanég, | sometimes looked at their

roots. Then I tried to guess the meanings fromethests”.

Ten percent of the respondents predicted the mgafininfamiliar words when
they were used with an example of a familiar wand ¢he unknown words were paired
with synonyms or other closely related words dumiegding. One student reported that
she attempted to comprehend some words by firsigrezing stems, to which affixes
(prefixes or suffixes) had been added. StudentpGrted that:

Student C
“I sometimes used references for particular wordsometimes determined the
words’ prefixes (pre-meanings) and suffixes (postmngs) to get their

meanings. | think this way is easier than memoiensalone.”

One student out of ten felt that thinking of a pret or imagining a look-alike
word helped her to remember a word and its mear8hg. could break the word down
into a more familiar word. She could then associheeword “however,” for example,

with introducing different idea. Moreover, she alanalyzed texts by inferring the



73

authors’ moods (ironic, funny, and serious), whihped her to obtain the meanings of
unknown words. As she said:
Student D
“Many English words have similar meanings and pnociations. Therefore, |
listed some words which might be related to thenowk words. | also studied

them, and their synonyms and antonyms.”

When the students tried to comprehend the word¥ @Dthem determined the
words’ type by looking at their semantic functionscontext. For instance, the words

“achievement,” “spontaneous,” and “eventually” wepeessed by the students as being
noun, adjective, and adverb respectively, due &r thsage in sentences. One of the
participants reported that:

Student B

“At the beginning, | tried to determine the part gfeech of an unknown word.

Then | would try to guess its meaning. If | coutd nnderstand it, | would then

look up its meaning in a bilingual dictionary.”

4.4.4 Others

Another way of learning the target words was froavihg encountered them
while taking other tests. Twenty percent of thedstus had noticed the words
“complex,” “however,” “establish,” and “indicate’notheir National Test (NT). This test
is an effective measurement of English proficienagiministered at the end of each
academic year. The student concluded that thesagind encountered on the test might
be important for her to pass her school’'s own fegisshe noted them to study later on.
As she indicated:

Student |

“When | encountered the word “process” during theading treatment, | realized
that | had seen it on the NT. Thus, | thought lldawnderstand what the word
meant.”
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Interestingly, 10% of the top ten highest achiewedécated that they encountered
the words “concentrate” and “process” while studyin a science class. They gradually
learned these words from their science teachahis@xposure helped them comprehend
the words better. The two participants reportedt tha

Student C

“I had encountered the two target words in sciertass before attending the

reading treatment, so | recorded them in my not&lodind out their meaning.”

Student J
“When | encountered the words “process” and “contrate” during the reading
treatment, | suddenly realized that | had encowddghem before in science class.

Therefore, | thought | could guess their meanimgsifthe texts.”

As useful aids to learning English, one studeneddhat TV programs, product
labels, and other course books helped him learnwexgs incidentally. One of the ten
students pointed out that she had heard the wocdsnglex” and “reveal” from
cosmetics’ advertisements on TV. Incidentally, determined the word meanings from
pictures and their descriptions on TV. Furthermaree participant (10%) saw on a
product label (for ice cubes), the word “uniquey’tkis helped her figure out its meaning.
Two respondents reported that:

Student E

“I myself like watching cable TV; this helped marlethe word, “complex” and

“reveal,” from an advertisement about women’s sroducts.”

Student G
“l always saw the word “unique” on a product labfgr ice cubes, so | thought |

could guess its meaning.”
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4.5 The Effect of Controlled Frequency

In addition to the other contributing factors, #tadents also commented on their
need for word-frequency occurrence, for each tanget, in the reading texts. Table 4.5
shows the response percentages for each wordediag frequency.

Based on the data shown in Table 4.5, the resudisate that, on average, the top
ten highest achievers were able to acquire a wéiesd approximately six encounters
(mean= 6.35) with it in the texts. Upon further eéstigation, it was revealed that the
students all required ten exposures (mean = 10Yherword “spontaneous” (100%).
Other extreme results included “affect” (80%), “enrage” (30%), “obvious” (30%),
“reveal” (20%), “establish” (10%), “fascinate” (10%and “particular’ (10%). The lowest
required frequencies of occurrence (mean= 3.30ewer the words “entire” (20%),
“however” (20%), “consider” (10%), “eventually” (%), and “occur” (10%). The
students also reported that they actually stareting the target words by the third
reading. They guessed that those words might be ingheir examinations later on. The
fifth and sixth exposures further alerted themh® necessity of learning the words, and
therefore caused them to turn to memorizing thgetawvords’ meanings after the reading

treatment



Table 4.4.2: Students’ General Perception of TheiNeed for Frequency of Word

Occurrence in the Reading Treatment fronthe 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 80 970 .68
3. concentrate (v) - - - - 40 30 20 10 - 7 1.05
4. consider (v.) - 10 10 40 30 - 10 - - - 430 1.33
5. complex (adj.) - - 20 50 10 10 10 - - 540 71.2
6. contribute (v.) - - 10 - 50 20 20 - - - 540 1.17
7. despite (prep.) - - 20 - 20 40 20 - - 6.40 314
8. encourage (v) - - - - - 10 10 40 10 30 840 1.35
9. establish (v) - - - - - 30 50 10 10 8 .94
10. entire (adj.) - 20 30 40 10 - - - - - 340 97
11. eventually (adv.) 10 60 20 10 - - - - - 3.30.82
12. fascinate (v.) - - - - - - - 30 60 10 880 .63
13. familiar (adj.) - - 10 30 5 10 - - - - 460 48
14. gather (v.) - - 50 40 10 - - - - - 360 .70
15. however (adv.) 20 30 50 - - - - - - 3.30 .82
16. indicate (v.) - - 10 40 30 20 - - - - 460 .97
17. involve (v.) - - - - 40 30 30 - - 6.90 .88
18. occur (v.) - 10 60 10 20 - - - - - 340 .97
19. obvious (adj.) - - - - - - 40 30 30 8.90 .88
20. particular (adj.) - - - - - - - 50 40 10 860 .70
21. probably (adv.) - - - - 10 20 40 30 - 790 O01.
22. process (v.) - - - - 40 40 20 - - - 580 .79
23. provide (v.) - - 40 40 10 10 - - - 4.90 1.0
24. reveal (v.) - - - - - - - 10 70 20 910 57
25. settle (v.) - - - 10 60 10 10 10 - 650 1.18
26. spontaneous (adj.) - - - - - - - - - 100 10 .00
27.tend (v.) - - - - - 60 40 - - 740 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 - 750 1.35

Total 14 30 52 25.6 25 247 273 273 36.3 6.35 n

76
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4.6 Discussion

The second research question attempted to investihpe use of vocabulary
learning strategies among the top ten highest aetsan order to understand the pattern
of their strategy use and their reasons for usiedam strategies. The results were
consistent with previous research with respecth® types of vocabulary strategies
subjects employ: context cues, monolingual andhdpilal dictionaries, and asking others
to verify word meanings (Ahmed, 1989; Pressley &flébach, 1995; Fraser, 1999;
Nassaji, 2003).

Obviously, when learners undertake a reading tdmse strategies dictate how
they acquire new words after processing the telx¢ Use of dictionary look-up behavior
and translation, as well as strategies concernéu amticipating content, guessing word
meanings from contextual clues, integrating infarorg using relevant background
knowledge, and understanding overall reading caraea all involved when a reader
tries to make sense of a text. If word meaningsnat readily identifiable in a text, these
strategies are what will allow a reader to infesearch for their meanings (Rott, 2007).

The most frequently used strategy for learning wowhs by guessing word
meanings from context, at 60%. The top ten mostessful students indicated that they
liked to learn words from context, which they felas an efficient way to remember
words deeply and use them freely. They mentionedl When they came across new
words, they would first try to guess the meaningsoeding to contextual clues, and only
if this was not successful, and they still neede#rtow their meanings, would they turn
to dictionaries. As pointed out by Hulstijn (2008)reader must be familiar with 98% of
the words in a passage in order to successfullgggare unfamiliar word’s meaning from
context. This conclusion was also confirmed in thierviews. One student from the
group remarked, “When | started the first readihgncountered too many unknown
words in one paragraph; | was discouraged and gpvguessing their meanings from
their context. | decided to look up their meaniirga dictionary instead.”

Dictionary use was also very popular with the shisldor comprehension and
vocabulary learning. Sometimes, they consultediafiaties only when the unfamiliar

words appeared repeatedly or when the new words @rercial to their understanding of
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the passages. Dictionaries were used to aid coraps&n. More extended dictionary
usage strategies involve not only the meaningseof words, but also set phrases, word
usage, and other pertinent information about thedg.o

It appeared to be quite problematic—if not impolestbto determine a uniform
pattern of strategy use. Each subject had his orotvm preferences for strategies to
employ when tackling unfamiliar words, although #tedents were equally skilled in
comprehending the English texts, as indicated byréisults of the post-test. This study,
therefore, supported the view that every persorelatively complex in terms of how
they deal with new words (Ivey, 1999). Each subyeas unique in terms of the patterns
of vocabulary strategies that they employed, ofeeroring one strategy over another
because it was the most effective one to deal witfamiliar words in a particular
situation.

In vocabulary acquisition, there is a frequencytdador learning new words. If
students encounter the same words quite oftenffareint texts, they can learn those
words better. This finding was in agreement with studies by Rott (1999), Zahar et al.
(2001) and Waring & Takaki (2003) that a rate @fginency of around six to ten times
was the most efficient for learners to acquire wiardwledge, at least, word meanings on
multiple-choice tests.

This finding has some implications for the teachaigeading at the secondary
level. First, it is essential that vocabulary leagnstrategies be inserted into the syllabi of
reading courses in secondary schools, especiallyfhailand. This has also been
recommended in many anecdotal and personal repams the reviewed literature
mentioned in the initial part of this paper. Cuthgnas students barely know how to cope
with unfamiliar words, they definitely require somestruction on this topic. Explicit
instruction may be expected to assist them in ggiriigher levels of proficiency in
reading. Second, it might be misleading to consalelearners alike and to assume that
all of them can use the same vocabulary strategihsan equal degree of effectiveness.
One patrticular vocabulary strategy may work best docertain learner, but another
learner might achieve the same level of successbtaining meaning by means of a
completely different strategy. It is therefore sesfgd that learners be encouraged to
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practice different types of vocabulary strategiegind out which are the most suitable
for them.

In conclusion, the findings for the two researclegtions indicate the role of
frequency of exposure in acquiring lexical itemsil@ing upon existing notions and the
classification of the most noticeable strategiepleged by the top ten highest achievers,
this study provides further support for and conéitimn of previous findings, as
addressed in the following details.

Based on the results concerning the frequency calvalary strategies employed
by successful students, four essential issues nggealed. First, the overall strategies the
top ten highest achievers used most frequently esigd that they considered
comprehension of the target words in the readixts enportant to processing the texts.

Second, vocabulary acquisition can be best condeas a process in which
ESL/EFL learners negotiate word meanings from autdxlevel to a word level. This
shift is necessary so that the learner can forneatah connection between the word form
and his or her conception of its meaning. ESL/EERarhers who use scaffolding
strategies, such as inferring word meanings throcmftextual clues and determining
word meanings through dictionary reference, standenefit. A single encounter with a
low-frequency word is not likely to lead to its adsjtion, as evidenced from the
responses of the majority of respondents. Severslamces of encountering and
processing the same word are necessary for a letrrierm the connection between a
word’s form and its theoretical structure. This q@ss requires motivation on the part of
the learner; in other words, there is a need ferdd¢harner to acquire the word deliberately.
The learner also needs to form word associatiodsraust repeatedly be confronted with
the word. An organized attempt to memorize the famd meaning of a word with the
assistance of bilingual dictionaries expeditesghecedure by which ESL/EFL learners
increase their vocabulary.

On the contrary, many ESL/EFL learners with higlerguage ability acquired
words incrementally as they encountered them irtesthrthrough reading and listening
activities, in a quite similar way to that in whickative speakers of a language expand
their vocabulary. This could be regarded as ind@alerocabulary learning. Based on the

responses of the top ten most successful EFL leamleo participated in this study, it
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can be assumed that providing a frequency of appately six exposures to new words
in reading promotes its acquisition. This valuafiileding can be used to suggest
methodologies to teachers that can be used in ldssroom to facilitate ESL/EFL

learners’ understanding of English texts. Sincekifne to vocabulary acquisition can be
seen as a mediation of meaning, teachers can assieado mediate such acquisition by
using methodologies and techniques that help tosfolee attention of ESL/EFL learners

on improving their vocabulary.



CHAPTER 5

SUMMARY, IMPLICATIONS AND RECOMMENDATIONS

This chapter presents a summary of the researdhitanimplications, and
recommendations based on the findings set out apteh four. With respect to the
empirical research, implications for teaching amcbommendations for further studies are

suggested.

5.1 Summary of Research Findings

This study investigated the effect of providing teord-frequency controlled
readings on grade 9 students’ ability to acquireabailary incidentally. It also sought to
reveal the influential factors which contributedtbe students’ success in acquiring the
words. The quasi-experimental research was conduig thirty grade 9 students at
Hatyairatprachasun School, Hat Yai. Quantitativel guoalitative data were collected
during the two-month long experiment. The data ween examined in an attempt to
identify the influential factors in the successtloé students. Two types of data analyses
were conducted: quantitative analysis on vocabudaquisition and qualitative analysis
on students’ vocabulary learning strategies. Trat fnvolved an analysis of the overall
vocabulary acquisition by calculating percentagesmean scores using paired sample t-
tests. The latter dealt with an analysis of thguencies of vocabulary learning strategies
employed and the word frequency needs in readitigeofop ten highest achievers.

The main research findings can be summarized sl

5.1.1 After providing ten word-frequency contrdlleeadings, which contained a
variety of reading contents and a high frequencytarfjet word occurrence, the
translation-production test showed that the stuglaatjuired an impressive 75.88% of the
thirty target words. The word comprehension in eghttest showed that the subjects

comprehended 47.77% of fifteen random target wtwdsdays after the reading
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treatment. Additionally, the number of word measimgined compared with the amount
of word comprehension gained was significantly ediéht. That is, the students
performed significantly better on the translatioonguction post-test than on the word
comprehension in context post-test. Although, stiglevord comprehension knowledge
tested lower than their word meaning knowledge, dvoomprehension gains were
nevertheless significant in this study. In addititims study resulted in a sizeable increase
in students’ vocabulary knowledge compared to evistudies concerning incidental
vocabulary acquisition. It can be said that thedafoequency controlled readings had a
positive effect on vocabulary learning both for @aneaning and word comprehension.
In other words, providing students with frequenp@sure to words in various contexts
helps raise their level of vocabulary knowledge.
5.1.2 The study further examined four influentfattors which affected the

acquisition of target words. The results are sunmadras follows.

(1) Word Class

Of the five word classes used (nouns, prepositiadgectives, adverbs,
and verbs), three classes of target words wereedgparticularly well by most of the
students: adverbs at 85.85% as seen on the tiansfabduction post-test. By contrast,
the students had more difficulty acquiring the ottveo main classes of words included
in the study: verbs at 62.72% and adjectives a25Ph. Word meanings were rapidly
acquired almost immediately after the treatment.

On the word comprehension in context post-test, students correctly
understood 60% of the adverbs and 55% of the vevbgreas adjectives were more
difficult to be acquired by the students at only382. Adjectives seemed to be the most

difficult for students to comprehend and propepypls in context.

(2) Abstractness and Concreteness of Words

The abstractness and concreteness of words waheancrucial factor
which influenced vocabulary acquisition in thisdstuWords which were less abstract
and more concrete were generally acquired mordydagithe students as seen in both

the translation-production post-test and the wanchgrehension in context post-test.
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Moreover, it was found that adjectives and verbeeve®nsidered 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 muwhparts of speech
and meanings a word had were considered to be ter onfluences. Concerning
numbers of parts of speech, words which existedbrdg one part of speech were
acquired more easily in both types of test. Ondiatrary, nouns, verbs, and adjectives
were shown to be more difficult to acquire by tlesults of the post-test due to their
greater abstractness and frequency of belongingutaple parts of speech. Likewise, for
number of word concepts, words which had only amecept were acquired at a slightly
higher rate by the students. It should be notedl waads with only one concept and
which belonged to only one part of speech weresedsiacquire incidentally than words

with more than one concept and those belonging\ersal parts of speech.

(4) Word Length in Letters

In terms of word length in letters, there was l@ac finding that the
meanings of words with seven to nine letters (maidefength) were acquired most
readily at 79.78%, whereas they were comprehentladae of only 50.96% in regards
to their usage in context. The longest length wdtels to twelve letters) were considered
to be most difficult and were thus acquired thestieamn both tests: 61.10% for meaning
gains and 40.66% for comprehension gains.

These four factors therefore were thus the miaftuences that affected
vocabulary acquisition during the reading procdssan be concluded that verbs and
adjectives respectively, were the hardest and learst word classes for the students to
acquire with adverbs of medial difficulty. Moreoyéfr the words in these classes were
abstract of long length, and/or belonged to moentbne of part of speech, then they
were more difficult for the subjects to learn.

5.1.3 From the interpreted data obtained fromatta interview sessions, it was
found that among the four vocabulary learning sgg@s (information sources, dictionary

use, memorization and practice, and others), teeoti;mformation sources was the most
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popular among the top ten most successful studeeisg employed at a rate of 25% by
the top ten achievers. Specifically, the stratefygwessing from context to work out

word meaning, which was one of the vocabulary egjies in this category, was the most
frequently employed strategy by the top ten higleettievers, at a rate of 60%. This
particular strategy was chosen by the studentsusedawas one of the strategies, which
was concrete and feasible to apply during the rgadbmprehension process.

5.1.4 In this study, it was found that besidessgu®y from context, the students
also preferred using bilingual dictionaries (Enlglis Thai) to look up word meanings for
unknown items which they had already encounteregettimes. The students reported
that the meanings of these words were difficuljtess from context and they supposed
that they might appear on a test later, so usibgiagual dictionary was the quickest
vocabulary learning strategy for them.

5.1.5 The successful students further mentionatittte frequency of occurrence
of new words when reading influenced their vocalyukcquisition. The first to third
occurrences alerted them to pay more attentioedming the word. The fifth to sixth
encounters positively affected their ability toognize the word forms and their meaning
in context. The subjects also felt that they wquidbably acquire the meanings of words
which occurred in a treatment at least six timesam= 6.35), especially words with less

abstract meanings and those belonged to only anefpspeech.

5.2 Pedagogical | mplications

Since this study was carried out with a group diydhirty junior-high school
students, it is difficult to generalize or draw tleenclusion that providing word-
frequency controlled readings for all Thai juniogih school students would have
identical results. However, the results of the entrstudy may provide some useful
information for classroom teaching, and also fasigieing reading materials focused on
promoting incidental vocabulary acquisition as geptal alternative method of teaching
reading and vocabulary to Thai students. This secuggests the following pedagogical
implications.
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5.2.1 It was found that word meanings were gailoed greater extent than was
word comprehension during the reading process,usecatudents used the strategy of
guessing from context. It is suggested that Endksichers make use of word-frequency
controlled readings to foster students’ vocabutarg. The findings of this study showed
that students quickly acquired word meanings afteading, whereas word
comprehension may require elaboration through titesching instruction to be acquired
properly. After the reading treatment in this stuthe students gained a certain level of
word comprehension knowledge as a result of frege&posure to the words. Hence,
teachers need to be aware that frequent exposutarget words during the reading
comprehension process is necessary for the develupof the student’s vocabulary
knowledge. Furthermore, teachers should encouraggerss to employ a variety of
vocabulary learning strategies, rather than prilpaglying on guessing from context
when they encounter words with meanings that caeasity be inferred from contextual
information.

5.2.2 Taking word classes into account, it was chdi@t verbs seemed to be the
most difficult groups of words to learn with adjeets and adverbs somewhat easier. At
some levels of processing, the way in which infdiomais stored and accessed in the
brain may differ for the different types of words the typical EFL classroom in
Thailand and elsewhere, the main focus is on thectliteaching of nouns. Lack of
instruction about verbs vocabulary instruction caause a failure in English
communication because verbs are expressions anaatid process, and without them
students cannot construct meaningful sentences.se&goently, it is teachers’
responsibility to teach verbs along with other wolakses, so that students will be able to
communicate in English more effectively.

It is fair to say that teachers should be expetiddach students not only what to
learn, but also how to learn. For example, whewtmiag the guessing of word meaning
from context, teachers should warn learners natly on word morphology too much
and not to attempt to comprehend sentences onasie bf individual words, as some of
these words may appear to be familiar even thohgly tre not. Instead, meanings
should be discovered from a wider context.
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5.2.3 The subjects investigated felt that the Ehgliearning environment is
changing for the better, and that more Englishirepthaterials are becoming available.
They were also well aware of the importance ofdental vocabulary learning and the
associated learning strategies. These positivanfgeltowards incidental vocabulary
learning are helpful for learners’ vocabulary depshent. Teachers should be
encouraged to help students to expand their camsciovolvement in the learning
process. Teachers should be sure to choose teactfatggials, teaching methods, and
techniques that match learners’ interests, as agefiromoting their learning proficiency.
Therefore, incidental vocabulary learning can beraat supplement to intentional
learning. Learners should be aware that opporamitr incidental vocabulary learning
can occur in places other than in textbooks. Theleyment of incidental vocabulary
learning strategies is complex, and it is necessaryteachers to give appropriate
guidance on incidental vocabulary learning. Initoid, teachers should focus on helping
learners to develop strategies to better comprebaddearn vocabulary incidentally, and
the final goal of these strategies should be t lleé learners continue to learn new
words and increase their vocabulary size.

5.3 Recommendationsfor Further Resear ch

The following suggestions for further research aon compensate for the
limitations of this study and to achieve a bettaderstanding of the effect of word-
frequency controlled reading on incidental vocabyuéquisition.

In order to develop a thorough understanding ofpittential that word-frequency
controlled readings have to aid incidental vocatyuk@arning, to confirm findings, and to
produce new findings, some recommendations fohéurstudies are made.

5.3.1 This study was intended to examine the eféovord-frequency
controlled reading on the incidental vocabularyuasitjon of Thai grade 9 EFL students,
by having them undertake ten reading compreheresitivities. Since the subjects were
at about the same level of English proficiency,ytidemonstrated similar vocabulary
learning strategies, such as, guessing from coatekusing a bilingual dictionary, which

were the most frequently employed strategies. Stdbith a different level of reading
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proficiency might produce different findings in theeas of word knowledge gained and
vocabulary learning strategies used. Thus, it wanédiseful to conduct similar research
using a larger number of subjects, with varioulewf reading proficiency, in order to
investigate whether students with different levelgeading proficiency show different
gains in the knowledge of word meanings and/or srdvcomprehension. If further
studies involve more subjects with different levetsproficiency, it will be possible to
examine whether or not word-frequency controlleddmeg has different degrees of
influence on learners with different backgroundsthat way, more generalizable results
could be obtained.

5.3.2 The results of this study suggest that a viil@glency of ten exposures has
a positive effect on the learning of word meanintp®ugh there nevertheless remain
some more difficult dimensions, like word compredien. Further investigation needs to
provide more in-depth information on the role opesgure in vocabulary learning which
influences the role of word comprehension in cont®uch research needs to engage
ESL/EFL readers in various tasks to provide a nmeli@able picture of the relationship
between both factors.

5.3.3 In addition to theory development, futuredsta need to concentrate on
three major areas. The first is the notion that ghkection of target words should be
carefully controlled, using only vocabulary of tbeme function. Second, further research
may need to investigate whether some word compsstiencan occur and can be
replicated. Finally, considering the results ofstlmvestigation, future studies should
further examine the production of new vocabularyowledge in writing tasks or
speaking situations. In addition, it is worth intrgating the word gains from reading
exposure can also be measured by writing and spgaésts. EFL classroom instructors
should provide reading materials which can aid ianmpting lexical gains be used to
foster learners’ vocabulary knowledge, especi&lgirtmeanings.

5.3.4 The information on vocabulary strategiesclvhiihe subjects employed was
obtained purely from oral interviews. Thereforehest collection methods such as
guestionnaires and observation should be includddrther investigations to determine
if the results are the same.
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5.3.5 Since this study aimed at examining the bolzay learning strategies
employed by the ten most successful students,itlkdéngs may not be able to describe
the students with low scores. Further investigattiould consider how unsuccessful
students employ vocabulary learning strategiefénréading process and compare those
strategies to the highest achievers in order to gabetter understanding of the two
groups of learners.

5.3.6 For a better understanding of the usagecébulary learning strategies by
Thai learners, further experimental research shbaldonducted. It should observe how
effective Thai students’ vocabulary learning sigags are for reading comprehension,
and their influence on incidental word learning.

5.3.7 Longitudinal studies need to be conductece Wmole experiment took
place within the regular school curriculum for abauwo-month period only. A further
longitudinal study would be able to identify theflience of incidental vocabulary

acquisition on students’ word retention over a Emgeriod of time.
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Appendix A

Vocabulary Checklist (Thai Version)
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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

4].

particular

42.

probably

43.

process

44,

provide

45.

quality

46.

rarely

47.

reveal

48.

settle
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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 (n one column that
describes your knowledge of the word. Please bestand put only one checkmark
in each column. If you choose “I can define/ ugptease write a meaning of the
word in the column.

Word | don’t know I've heard/ seen it | | can define/use it

. achievement
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. affect
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Word

| don’t know

I've heard/ seen it

| 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




103

Word

| don’t know

I've heard/ seen it

| 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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Selecting of the 30 Appropriate Target Words
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Word Percentage (%)
| don’t know I've heard/ seen it | | can define/ usat
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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Word

Percentage (%)

| don’t know I've heard/ seen it | | can define/ usat

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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Word Percentage (%)
| don’t know I've heard/ seen it | | 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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A List of Thirty Selected Target Words

8.

9.

10.

11.

12.

13.

14.

15.

achievement (n)
affect (v)
concentrate (v)
consider (v)
complex (adj.)
contribute (v.)
despite (prep.)
encourage (v.)
establish (v.)
entire (ad).)
eventually (adv.)
fascinate (v.)
gather (v.)
familiar (ad).)

however (adv.)

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

indicate (v.)
involve (v.)
occur (v.)
obvious (adj.)
particular (adj.)
probably (adv.)
process (v.)
provide (v.)
reveal (v.)
settle (v.)
spontaneous (adj.)
tend (v.)
therefore (adv.)
various (adj.)

unique(adj.)

Summary of Target Words

16 verbs

8 adjectives

4 adve

1 noun

rbs

1 preposition
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APPENDIX E

The Ten Reading Materials
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[ ~a airport ~b boarding ¢ customs “d crying ~e hugging J

Complete each sentence with a word from the picture.
1. The people on the left are walking up the stairs and the plane.
2. After everyone boarded the plane, it left the

3. At , workers look through suitcases, they don't want people to bring

bad things into the country.

4. The women are for the first time in many years. They put their

arms around each other to say hello.

5. The man is . There are tears on his face.

G 2,“5 ore youread

Look at the title and picture. What country is the couple going to?
Read the story to check your answer.




110

THAILAND

Back to Cambodia

VIETNAM

Nol Soth stood in front of his restaurant in San Francisco.
The restaurant, called Lucky Moon, was very popular. Americans
loved the unique Cambodian food served at Lucky Moon. Some
customers had to wait one hour before they could eat. Nol just
didn't have enough tables for everyone.

“We need to consider what to do”, Nol told his wife Narum. It is obvious that if we stay
here in San Francisco, we will need to make our restaurant bigger. Therefore, we will need a
better kitchen and we'll need to provide more tables. Otherwise, people will probably stop eating
here.

“Yes,” agreed Narum. “I think it's time we made the restaurant bigger.”
“Or we could leave San Francisco and return to Cambodia,” said Nol spontaneously.
“What?” asked Narum. “Why go back to Cambodia?”

“We came to America many years ago, but I still think of Cambodia as my home,” Nol
told her. “I would eventually like to go back. I would like to contribute towards helping Phnom
Penh become a strong city again.”

“But what would we do there,” asked Narum, “and what would making such a big chance
involve?”

“If we can establish a restaurant in America, we can do the same thing in Cambodia,”
said Nol.

Over the next few weeks, Narum and Nol talked a lot about what to do. Narum revealed
that she missed Cambodia too. She wanted to see old friends and family who still lived there.

“It won't be easy to start an entire new business again. We will have to concentrate very
hard on forming a good plan. It will be a complex process,” Narum told Nol, “however, I would
like to try.”

Nine months later, after having tended to all their affairs in America, Nol and Narum
went to the San Francisco International Airport to fly to Phnom Penh. Both of them cried as;
they were boarding the plane. They were happy to be going home, but they were scared 4
about the future. Were they making a mistake? Were they too old to start over and settle
down again? Would the people in Phnom Penh welcome them back?

dapted from Btllmgs et al. 2002‘11 0.
e halategirbleiion, TS alEIN it Tl }*u.,“r 2. " -
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At customs, the workers were very particular
as they looked through Nol and Narum's suitcases. Back to Cambodia
After that, they saw that many familiar people had
gathered to wait for them. Soon, everyone was hugging

them and crying at the same time. Driving through Phnom Penh, Nol was fascinated by what he saw.

“When we left, Cambodia was just starting to get better

“Now things are much better. Look at what has occurred!
There are shops, businesses, and various types of restaurants

everywhere. What a great achievement for the Cambodian
people.”

“Yes,” said Narum softly. “Maybe too many restaurants.”

“Don't worry,” Nol encouraged her. “American loved our
Cambodian restaurant, and I think that Cambodians will love an American restaurant. In our new
restaurant, I think we should serve American food.”

That's just what Nol and Narum did. A month after they arrived, they opened their new
restaurant. They called it San Francisco Moon.

“Despite the fact that we may not get rich here,” Nol indicated to Narum the day
restaurant opened, “we'll do all right. And it feels good to be back home.”

%k %k ok ks ke gk ke ok ke ke ks sk sk ke ok kb sk ok sk ke ok kb ok ke ok ok ok ok b ok ok ke ke ok ke ok ok ke ok ok

3. Comprehension

Complete the sentence. Fill in the correct bubble.

1. Two successful restaurant owners in San Francisco
a. make their restaurant bigger
b. return to Cambodia and open a restaurant
c. return to Cambodia

2. The Lucky Moon Restaurant
a. serves American food
b. needs a better kitchen
c. has enough table

3. In Phnom Penh, the Soths decide to
a. open a Cambodian restaurant
b. open an American restaurant
c. open the Lucky Moon

Adapted from Billings et al., 2002: 7-10.

after being affected by so many years of war,” he told Narum,

hmammmm PO W W R
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ck to Cambodia

4. Narum wants to return to Cambodia because
a. the Lucky Moon isn't popular
b. she doesn't like America

c. she misses her friends and family

5. Customers will wait an hour to get a table at the Lucky Moon. That shows the Lucky
Moon

a. has slow service
b. has good food
c. Is the only restaurant in the area

Q 4. Reading SKill: Scanning

Scan the ad below for the answer.

1. What is the phone number at the Lucky Moon?
2. What are the dinner hours?
3. Name two food items in the ad.
(1)
2
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ﬂ S. Vocabulary Review - BaCk to CambOdla |

Complete the sentences. Write the missing word.

[ 1. airport ~2. boarding ~3. customs 4. crying ~ 5. hugging ]

1. People coming from other countries must go through to
show what is in their suitcases.

2. People who are put their arms around each other.

3. Itook my friend to the . He was taking plane to Tokyo.

4. The sad woman said goodbye to her son. She was

5. The passengers were the plane at 11:30 p.m. The plane

took off at 11:50 a.m.

% %k %k ok ok kK ok ok ok ok ok ok %k ok ok ok ok

% %k %k %k ok ko ok ok ok ok ok ok ok ok ok ok

Adaptgd fro tllmgs etal., 2002: 7-10.
pSESAK ‘g R T
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Chapter2 Dear Amanda

{ 25 7 \ 1. Key Vocabulary

Match the sentences to the items in the picture.
1. Your mother or father's parents are your grandparents.
Your mother or father's sister is your aunt.

Your mother or father's brother is your uncle.

Your brother or sister's daughter is your niece.

IS

Your brother or sister's son is your nephew.

2. Before you re

Scan the story. There are two young women in the story.
What university do they go to? Read the story to check your answer.

University:

Adapted from Billings et al., 2002 25-28. | S
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LuAnne Kinney sat in her apartment and I
waited for her roommate Sherry to return from class. Dear Amanda
When Sherry got home, LuAnne handed her a piece of paper.

“What's this?” asked Sherry.

“You know I'm adopted,” said LuAnne. “Well, I found my birth mother, the woman
who gave birth to me. This is a letter to her. I've been concentrating on writing it all day.
However, I don't know if it will sound good or not. Will you read it aloud so I can hear how
it sounds?”

Sherry nodded and said “I'll be happy to contribute any way I can, though I tend to
be a slow reader.” She sat down on her bed, and began to read.

Dear Amanda Perkins,

Nineteen years ago, you gave birth to a baby girl at the North Side Hospital in
Atlanta, Georgia. Two days later, a couple came and adopted your baby. That baby
was me.

I don't know what your life is like, but I will tell you about my life.

A wonderful family adopted me, and we settled down in Virginia Beach, Virginia,
which is where I grew up. My parents are great. I always knew I was adopted. I often
thought about you. Do you and I look the same? Do we act the same? I want to know
about my birth father, grandparents, aunts, and uncles. Do I have brothers and sisters?
spontaneous after nineteen years, but I would like to talk to you. Will you consider
writing me back?

I started looking for you last year when I was a senior in high school. Now I go to
James Madison University. I hope this letter makes you happy. I know it may be a little

LuAnne Kinney

Your birth daughter,

“What do you think?” LuAnne asked.
“I think it's terrific,” encouraged Sherry. “It's obvious that you put a lot of time into the
process of writing this particular letter, and it's not overly complex. You should probably mail it
right away.”
LuAnne thanked her for providing feedback and mailed the letter. Then she tried to
forget about it,
but at various times every day she ran to the mailbox to look for a letter from her birth mother.
At last LuAnne opened her mailbox and saw a letter from her birth mother.
She took the letter back to her room. ?% X
“Here,” she said to Sherry. “I'm too nervous to open it. Can you read it to me?”¢ %

Adapted from Billings et al., 2002: 25-28.
at
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¥
“Okay,” said Sherry. Dear Amanda

Dear LuAnne,

Your letter was great! I was looking for you, too! It was fascinating to hear about
what has occurred in your life!”

After you were born, I never stopped thinking about you, despite our separation.
Every year on your birthday, I hope you are having a good life. It sounds like you are.

I'm so happy you grew up in a good family and are now in college. I am sure your parents
are wonderful and love you.

I'm proud to reveal that you have a wonderful older brother named Mark. One day
I hope you can meet him and his family. Mark and his wife Karen have a son and a daughter.
They are your nephew and niece!

I want to talk to you, too. Therefore, I hope that you'll write me again soon. Perhaps
eventually we can gather the entire family together. Please send me your telephone number
and indicate some good times for me to call.

With love,

Amanda Perkins

When Sherry finished reading the letter, LuAnne was crying, because of how deeply
it had affected her. She whispered, “What a unique opportunity to finally become familiar
with the family I never knew. Thanks Sherry. And thank you, Amanda.”

“Congratulations, you have established contact with your birth mother after all these
years” said Sherry. “I'm glad that I could be involved; what a wonderful achievement!”

@ 3. Comprehension

True or false? Fill in the correct bubble. True False

1. A young woman looks for and finds her birth mother. T F
2. LuAnne is a freshman at the University of Virginia. T E
3. LuAnne was nervous about writing to her birth mother. T Ik
4. Amanda Perkins wants to learn more about LuAnne. T F
5. Amanda Perkins did not give up her son for adoption. T F

Adapted from Billings et al, 2002: 25-25. [ SZ }m >
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Dear Amanda

@ 4. Vocabulary Review

Complete the sentence. Write the missing word.

[ aunt  grandparents nephew  niece uncle ]

My father's sister is my

My is my mother's brother.

My father's mother and father are my

My sister's daughter is my

o R e

My brother's son is my

%k ok ke ke ok ke ke ke ok sk kb sk ok sk ok ok sk ok sk b ok sk ok ok sk ok sk ok ok b ok sk ok ok b ok ke ke ko ke ok

Adapted from Billings et al., 2002: 25-28.
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Chapter3
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[‘é janitor ~b landscaper - ¢ hairdresser ~d ~ bus driver e carpenter]

Complete each sentence with a word from the picture.

1. A drives a bus.

2 A cuts the grass and waters the flowers.

3. A cuts and styles hair.

4. A cleans buildings and takes out the garbage.
5 A use a hammer and nails to build with wood.

- 2. Before ou reaa

Scan the story to complete the sentence below. Read the story to
check your answer.

Charles is a

a. hairdresser b. bus driver c. landscaper
* ok ok Sk kK Kk ok ok ok ok sk ok kK K Kk ok ok ok ok ok sk ok kK K Kk ok k ok ok ok ok kK K Kk k ok
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Charles and Kate Perry loved living in Hawaii.
They loved the beautiful, warm ocean. They loved
s walking on the beach and watching dolphins play in

the water. But they didn't love how expensive Hawaii was.

When the Perry first moved to Hawaii, it soon occurred to them that money would be
a problem.

“Everything here is so expensive,” Charles said. “It will be a real achievement if we
can find a way to stay.”

However, Charles and Kate were lucky. After a month of concentrating all their time
on job hunting, Charles got a job as a bus driver, and Kate became a successful hairdresser.
Many people came to her shop for haircuts. These were encouraging successes, and they
eventually decided to settle down for good. They bought a house on Oahu.

“Not everyone is as lucky as we are,” Kate told Charles. “I want to help people who
can't buy their own house. Consider how positively that could affect the community as well.”

Charles agreed, so he and Kate made a spontaneous decision and started to volunteer
for Habitat for Humanity. This particular organization helps build and provide homes for
families who otherwise would probably never be able to buy one.

“We build people a house and let them pay us back a little at a time,” the director told
Charles and Kate. “But they have to help build the entire house. Therefore, we require each
family to put in 500 hours of work. And, as I'm sure it's obvious, all our workers are volunteers,
” he indicated. “No one gets paid to help us.”

“We gathered that,” said Charles, “and we would love to get involved. However,
building a home is a very complex process, and Kate and I certainly aren't construction workers,
” he revealed.

he director told them that experienced construction workers would be there to help
them and tend to their questions and concerns. On the next Saturday morning, Charles and
Kate went to a building site. Other volunteers were ready to begin building the house. All
weekend, Kate and Charles worked with the other volunteers. The carpenters knew how to
build houses. The landscapers made the grass and gardens beautiful. Others were
businesspeople, teachers, or janitors who were good cleaners.

People with construction experience told the volunteers what to do, so that everyone
helped, despite their lack of experience. Charles spent most of the day cutting wood. Kate
spent her time hammering nails.

Adapted from Billings et al., 2002: 43-46.
- [ W . —— — i 14 1
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After that first weekend, Charles and Kate
contributed a lot of their free time volunteering for

Home Sweet Home

Habitat for Humanity. They learned to do more and
more things, and became familiar with various aspects of home construction. They also met
many unique people, and even established some lifelong friendships.

“Everyone is so nice,” Kate said. “I like spending time with people who want to help
other people.”

The best part was working with the new homeowners. Kate and Charles were fascinated
with how hard these families worked. Husbands, wives, and children all helped build their new
houses. As the houses were going up, the families became more and more excited.

“It's wonderful,” Charles said. “We're making people's dreams come true.”

% %k %k ks ke k ok ke ko ke k ko ke sk ok ok ke sk ok ok ok sk ok ok ok gk ok ok ok ok ok ke ok ok ok ke ko ko ok ok

9: 3. Comprehension

Complete the sentences. Fill in the correct bubble.

1. Kate and Charles move to Hawaii, become successful, and
a. help build home b. go to the beach c. start a business

2. Charles and Kate are afraid Hawaii is too

a. beautiful b. expensive c. hot
3. Habitat for Humanity builds
a. roads b. hotels c. homes
4. Kate and Charles learn a lot about .
a. building b. teachers c. hair dressing
5. Habitat for Humanity believes everyone who wants one of their houses should
a. help build it b. go to Hawaii c. be ajanitor

9; 4. Reading Skill : Making Inferences

Making inferences helps you understand more about a story. To make an
inference, use what is written in a story to guess what is not written.

Adapted from Billings et al., 2002: 43-46.
i .28 &
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Home Sweet Homé

Fill in the bubble with the correct inference.

1. Charles and Kate were lucky. Soon Charles got a job as a bus driver, and Kate was
a successful hairdresser.
Inference : It's

a. easy to get good jobs in Hawaii
b. hard to get good jobs in Hawaii

2. “We build them a house and let them pay us back a little at a time,” said the director.
“But they have to help build the house. Each family has to put in 500 hours of work.”
Inference : Habitat for Humanity

a. gives people free house
b. helps people build their houses

3. All weekend, Charles and Kate worked with the other volunteers. Some were carpenters
and landscapers. Others were businesspeople, teacher, or janitors who were good cleaners.

Inference : Habitat for Humanity volunteers

a. don't need construction experience
b. Must have construction experience
%k ks sk sk sk ok ko k ok sk ok k ke ke ok k ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok ke ok ok

Adapted from Billings et al., 2002: 43-46.
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Chapter4 McDonald's
1. Pre-reading activity
1. Do you like to eat McDonald's food?
2. Why do you think so many people like McDonald's?
3. Where is your nearest McDonald's?
)
/“J‘j 2. New Words
vy
own b I always go sailing because I own a boat.
counter > If you want to pay for that dress, take it to the counter.
waiter B> Waiter, can you please bring me a glass of water?
washing- up B>  Let's go to a restaurant so we don't have to do the washing-up afterwards.
hamburger > Children like to eat hamburgers because they taste good.
fires &> To make fries, chop potatoes into long, thin pieces and cook them in hot oil.

%k %k %k %k ke ke sk ok sk sk gk ok ok ok sk sk sk sk ok ok ok ok sk ok b ok ok ok ok ok ke ok ok ko ok ok ok ok ok ok k k ok ok
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rom English Reading & Writing Course Book, 2005: 61-65.
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There were two McDonalds Mac and Dick and
they were brothers. In 1948, they owned a restaurant in McDonald's
California. No one could have dreamed how they would
eventually affect the restaurant business. They liked being involved in the restaurant business;
however, they got tired of the customers ordering so many different things to eat. This forced
them to contribute more time and effort to the business than they would have liked. It occurred
to them to concentrate on making some spontaneous changes, so that running the restaurant
would be less complex.

'If we provided customers a smaller menu, we could
make some of the food before they come, and they wouldn't
have to wait so long for their meals,' revealed one of the
brothers. The other brother agreed and added, 'And if we
made the customers come to the counter, we wouldn't need
any waiters or waitresses to gather their orders and tend to
them. We could also use plastic plates, and therefore eliminate
the washing-up process.’

real good

...and still only 15¢

Despite the fact that these were unique ideas at the time, the McDonald brothers used
them, and the customers were very pleased. They got their meals very quickly in less than a
minute and they paid only 15 cents for hamburgers and 10 cents for fries. The first McDonald's
restaurant had no seats for customers to sit on. This meant that people had to take their food
away, and that no one had to clean up any tables.

Then a man called Ray Kroc came to the brothers
and indicated that he wanted to buy their business. He was
fascinated by their achievements, and felt that he could
make the business even bigger. They settled on a selling
price of $27 million for the entire business. After that,
people paid Ray Kroc to open their own restaurants using = -
the McDonald's name and menu. Before long, there were McDonald's restaurants all over the
United States, and nowadays, they are established all over the world even in China and Russia.
The success of McDonald's encouraged many other people to start similar restaurants, but
McDonald's is still the most popular. Most people probably consider McDonald's to be the most
famous and familiar restaurant in the world.

The most successful McDonald's business is in Hong Kong. The Hong Kong McDonald's
sells more hamburgers every day than any other McDonald's anywhere else in the world.
McDonald's restaurants are so successful because children in particular love going to them.

It's obvious that they not only like the food, but that they like the various toys and 0 -
games they can get at McDonald's as well. '

.
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3. Main Idea MCDOHald'S

Circle the correct answer:
The story is about ...

1. asuccessful restaurant.

how customers got cheaper meals.

how to start your own restaurant.
where to find your nearest McDonald's.

hUEE ol

how McDonald's keeps children happy.

£ 4. Word Usage

.

1.

Complete these sentences using words from the box.

[

wait order plastic quickly added J

b

“w

I'm hungry. I think I'll now.

Customers are happy when they get their meals

Please for me here.

He told that she had the job and then that she had to work hard.
plate never break.

o a0 ow

Match the phrases in A to the phrases in B to make sentences.

A B
If you own something a. they think the same way about it.
When people agree on something b. aplate.
A restaurant is c. shops not houses.
Counters are found in d. aplace to eat.
You eat food from e. It belongs to you.

Name food that is made out of potatoes.
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I McDonald's}

4. Find these words and phrases in the story and choose the right word for each meaning.

[ brother customer got tired of seats ]

did not like something any longer=

a
b. chairs= .

c. men or boys with the same father and mother=
d. People who buy something in a shop or restaurant=

5. Reading Comprehension

a.  When did the first McDonald's restaurant open?

b. Why did the McDonald brothers want the customers to come to the counter?

¢. How much did the first hamburgers cost?

&

Who bought the McDonald's business?

e. Where is the most successful McDonald's?

f. Name four countries where you can find McDonald's restaurant?

g. Who does the word 'they' refer to in line 3?

\
i

[Tt
-

7S
- e

rom Egg_h‘s_h Reading & Writing Course Book, 2005: 61-65.
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The McDonald brothers did not like

They used plastic plates because

There were no seats in the restaurant so that
Ray Kroc paid the McDonald brothers
The Hong Kong McDonald's is successful because it sells

© a0 TP
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Chapter5

TIGERMANIA:

WHEN PEOPLE WILL
DOANYTHING T TEE
. OFF WITHTHE BEST.

Who is Tiger Woods? Find at least three facts about him on Internet

1.
2.
3.

The following numbers come out of a short article about Tiger Woods. Write out the numbers
in their full form and then use them to complete the text.

a. 30/12/75 = 30th December 1975

b. Ist=
. 16=
d. V=

o e o .;b P [ e 4
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4 e ¢
Golfing Genius'
= P

e. 08/04/01=

f. 1=

g 50,000,000 =

h. 1/8 =

Tiger Woods was born on (1) 30th December, 1975, in
California, USA, of mixed heritage: he describes himself as a

2) black, a quarter Thai, a quarter Chinese,

an eighth white and an (3) American Indian.
His father, Earl Woods, indicated that he named his son Tiger after
a friend who saved his life in the Vietnam War.

Golf'is a complex game that requires both skill and an ability
to concentrate. As a boy, it quickly became obvious that Tiger was
fascinated with the game of golf. However, no one could have

predicted how he would affect the sport. He was only nine months

old when he started to play golf, and he played his first game at
4) years old. His father was his first teacher, and contributed much
time and effort to encourage Tiger to develop his unique skill.

At the age of eight, Tiger won his first tournament, despite being so young. He
eventually went on to gather five more wins before he was (5)
On (6) , Tiger Woods made golfing history. He became the
(7) golfer to win all four majors the most important tournaments

within the same year, and in the process revealed his talent to the entire world.

Tiger has helped to make golf more familiar to, and popular with, people of all ages
and levels. Therefore, many more people have gotten involved with the sport. Most people
agree that, because of his achievements, he is probably considered the greatest e

golfer of all time. Certainly, he has already established himself as one
of the richest.
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He now earns more than $
(8) a year.

He has a $100 million deal with Nike in particular, and also has deals with American Express,
Buick, Rolex and Wheaties. These various sponsorships provide Tiger with the majority of his
income. He has many financial advisors who tend his affairs and settle his sponsorship
contracts for him.

What advice would he give prospective parents of golf champions? 'Don't force your
kids into sports. It has to be fun." This fact may not occur to some eager parents, but Tiger
believes that having a spontaneous curiosity in a sport is essential for children to excel at it.
The best advice he ever got? From his dad: 'Always be yourself.’

A.  Write out the superlative forms for the following groups of adjectives
B. Underline the superlative adjective which is form different way from the other three.

Adjective Superlative Forms

e.g. old/rich/ exciting/ greatthe oldest/ the richest/ the most exciting/ the greatest

1. valuable/ big/ hot/ thin
2. funny/ interesting/ sexy/ happy
3. Bad/ far/ good/ talented

c. Complete these questions with eight different superlative adjectives. Use the adjectives in
the close up or your own ideas

1. Whois sport person in the world?
2. Whatis music group of all time?
3. What is place you've ever visited?
4. Who is person you know?

5. What is possession you have?

%k ok %k Kk k% ks ke ke ko ok sk sk ok ok sk kb ok ko ok ok sk ok ok ko kb ok kb ok ok ok ok
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What People Really Want
Chapter6 ~ for Their Birthday!

1. Pre-reading activities

1. When do we usually give presents?

2. What's the best present you've ever given?

3. What's the best present you've ever received?

4. Whom do you think is easier to select a present for, men or women? Why?

1t was my birthday recently, and as usual I didn't get what
1 really wanted. My birthdays usually involve getting a bunch of
flowers, a book, a box of chocolates and electronic gadgets. My
Sfamily always asks me what I want, and I always tell them the
same thing [ want a surprise. So this year I got flowers, books,
chocolates, and gadgets. For the rest of my entire life, I will probably continue to get these
things on every other birthday. Does it occur to no one to make a spontaneous gift-buying
decision for once?

Despite the fact that flowers are lovely, they hardly ever last for more than a week,
and eventually you must throw them away. A real present is something you can keep. I always
look for the unique diamond ring hidden in the flowers, but it's never there.

1 consider books to be a waste of time, and I hate getting chocolates because I'm
normally on a diet. Imagine how they would affect my figure!

1 must reveal, however, that gadgets are the worst. Most women are not interested in
gadgets. Men tend to buy gadgets for women because men are fascinated with gadgets. For
my birthday, my husband

bought me a gadget that provides bubbles in my bath, like a
j Jacuzzi. Last year he got me one of those things that you settle
on the back of your seat and it massages your

Adapted from Kay et al., 2002: 34-36. wl'
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back. What's he trying to tell me? That I deserve
some little luxuries? I agree with that, but the little
luxuries I like to gather are made of gold or silver.

But women are sensitive and intuitive, so it's obvious that they always know the right
thing to buy. Right?

Wrong.

The big mistake that women make is that they usually buy clothes. They buy particular
clothes because they like them and they want to encourage other people to wear the clothes
they like. "You always wear dark colours, and I want to help you establish a change, so I'm
going to buy you a brightly coloured tie or a pair of Mickey Mouse socks that you can
contribute to your wardrobe.’

This is not an achievement, rather, it is a big mistake. Men don't usually want brightly
coloured ties or silly socks. Therefore, the word to remember when you're buying a present
for a male is Gadgets. Men like anything digital or electronic, and the more complex the
better. Like one of those watches that tells scuba divers the time in Atlantts Men can

concentrate for hours on the process of learning how a new gadget wor, o;ﬁ@n

familiar with its operation.
For his birthday, I gave my husband a small torch and a Swi. )&\(\O
army knife with various tools, the same present that I once gave SQZJ
12-year-old nephew. He was overjoyed.

1t's very simple. As I've indicated, you can't go wrong if
you always remember the 'G'word for men and the 'J' word for women BU L
and that's ‘J' for jewellery, not 'J' for Jacuzzi. f’ y ; £ | ¢ g

2. Reading Comprehension

Read the article about giving and receiving presents and answer the
following questions.

a. Did a man or a woman write the article?

b.  Does s/he think men are good at choosing a present?

c.  Does s/he think women are good at choosing a presents

d. What do women and men really want for their birthday? Do you agree?

Adapted from Kay et al., 2002: 34-36. m
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What People Really Want %3
for Their Birthday!

Rearrange the words below to make six statements from the article.
You have been given the first word.

a)  Books
time of waste a are
b) Most
in are interested women gadgets not
c¢)  Women
and sweet are sensitive
d) Men
anything like electronic digital or

| 3. Adverb of Frequency

Find these adverbs in the article and notice the use of them.. Put
them in order starting with always and finishing with never.

nomlallysometimeshardlyeveroftenoccasionallyusuallyrarely

4. Word Collocation

.x\ 8 ®

Match words from column A with words from column B to make phrases.

A B

a) abunch of . Sock/ scissors/ jeans
b) abox of . cake/ furniture/ wood
c) apairof . cigarettes/ crisp/ biscuits

d) apacket of . flowers/ grapes/ keys

e) apiece of
f) abottle of

. wine/ perfume/ whisky

.C\Lh.hwwv—t

chocolates/ matches/ tissues

Adapted from Kay et al., 2002: 34-36.
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Verb with two objects: re-write the following sentences as the example.

Check your answers in the article.

What People Really Want :

for Their Birthday!

Subject Verb Direct object for/ o Indirect obj¢ct Re-write
1. Men buy | presents for | women. Men buy women presents.
2. My husband |bought| a present for me.
3 He got one of those thing| for me.
AT gave | asmall present to my husband.

% %k %k %k %k ok ke gk ok ke ke ke ke ke ke ke sk sk sk sk sk sk ok ok ok ok ok ok ok ok ok ok ok ok ok ke ke ke ke ke ke ke ke ke ok ok

Adapted from Kay et al., 2002: 34-36. m
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Chapter?7

1. Pre-reading activity

1. What kind of music do you like?

2. Can you read or write music?

3. Can you name a famous person who wrote music?

“g} 2. New Words

composer > Her teacher liked the song the girl composed very much and said she
might be a famous composer one day.

orchestra I like listening to music played by an orchestra.

piano > If I sing, will you play the piano for me?

concert b We went to a concert to hear a famous singer.

violinist > The violinist is not easy to play well. A good violinist must practice
every day.

instead > I was tired so I did not go to the cinema. I went to bed early instead.

proper B> This is not a proper computer- it's just a toy one.

bury & When the dog died, we buried him in the garden.

Adapted from English Reading & Writing Course Book, 2005: 47-49. |
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Mozart was one of the greatest composers who
ever lived, and his musical achievements are legendary.
He was born in Salzburg, Austria, in 1756. Even when
he was very young, Mozart loved music. His father, who
was the leader of an orchestra, was very happy that his son
was so interested in music, and encouraged Mozart to
concentrate on improving his skill. When Mozart was three
years old, he learned to play the harpsichord, which is like
a piano. Mozart began to compose music at the age of five,
and eventually his father took him to play in front of the
kings and queens of Europe. Playing in front of gathered
royalty provided Mozart the opportunity to establish his
reputation across the continent.

At one concert, one of the violinists was missing from the orchestra. In a spontaneous
act, Mozart picked up a violin and got involved. He played the complex music without a
mistake. Mozart's father, and the other players in the orchestra in particular, were surprised.
Mozart had never been taught to play the violin! Mozart continued travelling around Europe
with his father, who was his teacher in everything. He composed various pieces for the piano,
the violin, and later for a full orchestra.

Mozart could write down a piece of music even if he had heard it only once,
which indicated that he had a perfect memory for musical tones. One day, he went
to hear a group of people singing in a big church in Rome. The song was very
special. The church leader said people could sing the unique song only once a year, and only
in his church. No one else was allowed to have the music. Mozart listened to the song.
Although it was very difficult and long, Mozart went home and, though it was a long process,
wrote down the entire piece from memory. The head of the church heard about this, and
instead of being angry with Mozart, he gave him a prize, probably for having revealed such
an incredible talent.

Despite his obvious talent, when Mozart grew up, people were not so interested in him.
He settled for working as a teacher and pianist, but he did not tend to make much money.
In 1791, at the age of 35, he died. He was so poor there was not enough money to give him
a proper grave. Therefore, no one knows where his burial occurred. However, what he
contributed to the world of music continued to fascinate people long after his death. His
familiar style of music is considered very beautiful by the millions of people who have been

affected by it.
% %k %k sk ok ks k ko ke k k ok ok ok ok ok ok ok ok ok ok ok ok ok vk sk sk sk sk sk ke sk ke sk sk ok bk ke ke ke ok ok

Adapted from English Reading & Writing Course Book, 2005: 47-49. |
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Mozart

3. Main Idea

Circle the correct answer.
The story is about...

1.
2.
3.
4.
5

the beginning of the piano.
Mozart's piano.

a family of musicians.

a poor burial.

a wonderful Austrian composer.

1. Complete these sentences using words from the text.

[ even instead composed concert harpsichord ]

a. I won't give it to you if you pay me money.
b. Would you like to go to a ?
¢. Have you ever any music?

d. Idid not learn to play the piano. I learned the violin

e. A is a very old kind of piano.

2. Match these words into opposite pairs.

happy behind

in front of continued
full picked up
stopped empty
put down sad

3. Name an instrument you play across your shoulder.

S -

Adapted from English Reading & Writing Course Book, 2005: 47-49. | -



137

4. Find these words in the story and choose the right words for the
meanings below. 7

missing travelling

leader difficult

a. head person =

b. going from one place to another =

c. noteasy =

d.  notthere =

Adapted from English Reading & Writing Course Book, 2005: 47-49. |
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Chapter8 “8 The Eiffel Tower

1. Pre-reading activity

1. Find Paris on a map of French on internet. What countries are located near it?

2. What is the tallest building in your town or city?

3. Where do many visitors go in your town or city?

2. New Word

lift & If you go to the tenth floor, use the lift instead of the stairs.
invest > Mr. Smith asked his friends to invest money in his company.
view B> The view from my window is beautiful. I can see the sea.
apartment > We will be living in a much bigger apartment next year.
experiment > Nobel was not allowed to do any more experiments in his

laboratory because they were too dangerous.

twice > She has visited Paris twice- last year and this year.

Adapted from English Reading & Writing Course Book, 2005: 54-57.
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The Eiffel Tower

Circle the correct answer.
The story is about ...

SR <&

B 2 Bt

tall buildings.
expositions.
expensive buildings.
new inventions.

a tower in Paris.

4. Word Usage

1. Find these words and phrases in the story and choose the right word
for each meaning.

[ showed invested apartment designed ]

C.

d.

a. put money into =
b.

let people see =

a place to live =

planned =

2. Match the phrases in A to the phrases in B to make sentences.

el S

A B
If someone is famous, a. you do it without difficulty.
When you do something easily, b. they are well-known.
A view is c. you go to see it.
If you visit something, d.  What you can see from somewhere.

Adapted from English Reading & Writing Course Book, 2005: 54-57.

B
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Most people would probably consider the The Eiffel Tower

Eiffel Tower to be the most famous and familiar-looking

building in Europe. This unique architectural achievement stands in the
Champs de Mars, a park near the River Seine in Paris. It is 300 metres tall
and was built by Alexandre Gustave Eiffel for the Paris Universal Exposition
in 1889. Expositions or 'expos' as we now call them, are places where people
can gather to see new inventions, spontaneous new kinds of art, and new
kinds of food.

The construction process involved many steps. Because the
é@ tower was such a tall building, Eiffel wanted to make it easy for people
)
{

W

&

to get to the top. He wanted to provide a lift, which was a very new
invention at the time. Eiffel encouraged Elisha Otis to design a lift for
the tower.

The French government indicated that it did not like the first
design Otis showed it; therefore, it would not permit the lift installation
Alexandre Gustave Eiffel— to occur. Instead, the first visitors had to climb hundreds of stairs to the

top. Later, Otis changed the design, and the government eventually allowed his company to
contribute its lifts to the tower. They were the first proper lifts in the world.

o AL

The Eiffel Tower cost over a million US
dollarsa lot of money, at that time in particular.
People who invested in the building were
worried they would not get their money back. 1
However, in the first year they got their entire  £/isha Oris
investment back, and much more besides. Thousands of tickets were
sold to people who wanted to go up and look at the view from the top.

The Eiffel Tower's lift

The opening of the Eiffel Tower took place on the 10th of June, 1889. Eiffel himself
settled in the tower where he had established his own apartment. Various kings and queens,
fascinated by the tower, visited it during the opening and, of course, they visited Eiffel's
apartment. Despite the fact that Eiffel designed the tower for people to visit, it also tended to
be used for complex scientific experiments. Nowadays, the tower gets twice as many visitors
as the other very famous building in Paris, the Louvre.

The writer Oscar Wilde revealed that he liked the Eiffel Tower because it was the only
place in Paris from which he could not see the Eiffel Tower! Perhaps being on the tower also
affected his creativity, allowing him to better concentrate on his writing. It is obvious that
the Eiffel Tower is atrue work of art.

Adapted from English Reading & Writing Course Book, 2005: 54-57.
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TheEiltel Tower

3. Find these words and phrases in the story and choose the right word
for each meaning.

[ showed invested apartment designed J

put money into =

=

let people see =

@

a place to live =

e

Planned =

(9]

. Reading Comprehension

a. Where does the Eiffel Tower stand?

b. Who built it?

c. Who built the lift that went to the top of the Eiffel Tower?

d. What is an exposition?

e. How much did the Eiffel tower cost?

f. The tower is used by the tourists. What else was it used for?

g. What does the word 'they' refer to in line 13?

h. What does the word 'they' refer to in line 21?

Adapted from English Reading & Writing Course Book, 2005: 54-57.
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Chapter9 Speed Dating

% 1. Before you read y Mi%smedm

Answer the following questions.

1. What do people usually do on a first date?

2. Look at the title of this reading. What do you think it means?

3. What are the most common ways to meet someone in your country?

2. Target Vocabulary

S

Match each word with the best meaning.

1. community a. stress; a feeling of being pushed to do something
2 conventional b. a group of people who live in the same place

3 episode c. move smoothly, like water

4 exchange d. important factor

5. flow e. one in a series of events

6 impression f. take part in an activity

7 key g. usual; normal; in use for a long time

8 participate h. Swap

Adapted from English Reading & Wﬁti@é&e Book, 2005: 66 - 6.
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9. pressure 1. look through something quickly to find important or
interesting information

10. scan j. one's thoughts or feelings towards someone or
something, after having met him, her, or it.

%k %k ko gk ke ks %k ok sk sk ok sk sk gk ok sk sk ok sk ok sk ok kb ok ok ok sk ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok

3. Idioms

1. cashinon= earn money from some idea or trend; take advantage of something
to make money from it
e.g. Most entertainer try to cash in on their fame while they are popular.
2. moveon= finish one thing and start something new ; continue to the next thing
e.g. All right, if everyone has finished reading the passage, let's move
on to the question.
3. one another = each other
e.g. We haven't spoken to one another in years.

%k %k kK ok sk gk ke ke sk ok sk ke gk ok sk sk ok ok ke ok ok ok b ok ok ok ok ok ok sk ok ok ok ok ok ok ok k ok ok ok ok

Consider this: You are the first to arrive at the table in the
back corner of the restaurant. As you sit down, a handsome
stranger comes to the table and settles himself on the seat across
from you. You read his name on his nametag, “Jason.” Once he is
seated, a bell rings and your date begins!

As you scan your list of conversation topics, the man across
the table asks about your hobbies. From there, the conversation naturally flows back and forth
from your interests to his particular interests to your job to his job. The two of you establish a
good rapport. You are both careful not to ask questions that are too personal, such as “Where
do you live?” or “What's your last name?”” Then the bell ring occurs again, which indicates
that it's time to move on. As you make your way to the next table, you quickly mark your
date card. You write the man's name on the card. e

i kﬂ (o
Adapted from English Reading & Writing Course Book, 2005: 66 - 6. ﬁ((
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Under the question “Would you like to meet again for

areal date?” you mark “yes.” Then you take a seat for
your next date, and the entire process repeats again.

Welcome to the unique world of speed dating, which has hugely affected the dating
scene. This is the latest way for single people to get involved with various other people they
might like to date, without the obvious pressure associated with the conventional dating scene.
Many businesses have contributed speed dating services to the market, and the concept has
become especially popular in the United States, England, and Canada. These businesses
organize events where participants can have dozens of quick dates all on the same night.
Each speed date tends to last less than ten minutes, and some services limit each date to only
three minutes. Therefore, this gives people just enough time to concentrate on making an
impression, and on getting familiar with their date. Then, each person on the “date” can
decide if they want to meet the other again. If both people mark “yes” on the date card, the
service will provide the means for the people to contact one another to arrange a real date.

The idea for speed dating came from Yaacov Deyo of Los Angeles. In 1999, he
wanted to provide an alternative way for his students to get together other than using blind
dates arranged through family or friends. Despite its novelty, his spontaneous speed dating
idea was such a successful achievement that it quickly spread to other communities across
the United States. Deyo and his wife also wrote a book, SpeedDating: a Timesaving Guide
to Finding Your Lifelong Love, which revealed the keys of successful speed dating. Then
complex businesses were set up to try to cash in on the popularity of speed dating. And after
a popular television sit-com did an episode on speed dating, dating services across the United
States really took off.

Like any date, speed dating probably does not always work out. However, most
services claim to have at least a 50 percent success rate for daters. And, in the case of Erik
and Denise from Milwaukee, their night of speed dating eventually led to marriage. But the
funny thing is they never actually had a speed date together. They just saw each other at a
speed dating event and, fascinated by each other, decided to exchange phone numbers at the
end of the evening.

So if you want to meet many single people in a short time, Deyo encourages you to
gather your confidence and give speed dating a try!

F % Kk kK sk ks ks ke sk ok sk sk k sk ok Kk sk ok sk sk k sk sk ok sk ok ok ok K sk ok k ok ok ok kK ok ok Kk
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Adapted from English Reading & Writing Course Book, 2005: 66 - 6.?)&'.&
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4. Reading Comprehension

Speed Dating

Circle the letter of the best answer.

1. How is speed dating different from conventional dating?
a. The dates are very short.
b. Itisn't usually possible to meet the person again.
c. The two people do many activities on one date.
d. The two people usually know each other quite well.
2. What would be a suitable question for speed dating?
a. Where do you live?c. What spots do you like?
b. What's your last name?d. What's your phone number?
3. How long might it take a person to complete ten speed dates?
a. ten minutesc. one week
b. one eveningd. ten days
4. Who is Deyo?
a. aman who has had many speed dates
b. the inventor of speed dating
c. aman who get married after speed dating
d. the president of a speed dating company
5. Which event led to a rapid rise in speed dating in the US?

a. anational speed dating event c. the marriage of Erik and Denise
b. a television broadcast d. the publication of a book in
Milwaukee

5. Vocabulary Reinforcement

A. Circle the letter of the word or phrase that best complete the sentence.

1. A saying in English says, “You don't get a second chance to make a first .

a. pressure b. community c. episode d. impression
2. The police the faces of the crowd, looking for the criminal.

a. scanned b. fix c. caught up with d. looked like
3. Bangkok and Hat Yai both have very large Chinese

a. conventions  b. episodes c. communities d. procedure
4. The to being a good piano player is lots of price.

a. key b. factor c. reason d. effect R

<

\(x (22
Adapted from English Reading & Writing Course Book, 2005: 66 - 6. ¥k
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5. My wife is really interested in alternative films, but I'm interested in more

movies.
a. offensive b. holy C. pressure d. conventional
6. There was a great of that series on TV last night.
a. empire b. episode c. impression d. tone
7. The river down from the mountains into the sea.
a. flows b. spills c. leaks d. floats
8. Many people tried to the idea of buying Internet's names and then reselling

them for more money.

a. profit b. cash in on c. make a fortune  d. move on

B. Complete the passage with items from the box. One item is extra.

What do yow think?

Lcash imon exchange  impression moveon  participate one another]

Speed dating is a new way for single people to meet each other without the

(1) of going on a lot of dates. At a speed-dating party, a person can
2) in many short dates on the same evening. Couples only talk to
each other long enough to get a(n) (3) of (4)

before they (5) to the next date. The couples do not

(6) any personal information during these dates, but if both want to

see each other again, the speed-dating company will put them in contact with each other.

% %k Kk ke k ke ke ke ok sk ok ke sk sk %k ok ok ok ok sk sk ok ok ok ok ok sk ok ok ok bk ok kb ok ok ok ok ok ok ok ok ok

L

< Lﬂ (o
Adapted from English Reading & Writing Course Book, 2005: 66 - 6.{{‘ g
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| No. [ Date

C hapter] () <2 Great Love Affairs

1. Look at the couples in the article and decide what you think are the
correct answer to these questions.

a. Who waited too long before asking his lover to marry him?

b. Who built a monument in the memory of his wife?

¢. Who gave up his kingdom for love?

d. Who sent red roses to his wife's crypt three times a week until his death in 1999?

e. Which couple only spent one night apart during thirty years of marriage?

A. The Duke & Duchess of Windsor

(

I

I

| After the death of his father in 1936, Edward VIII

I became the King of England. He was in love with

I Mrs. Wallis Simpson, an American divorcee, and he
|
I
1

government did not accept her as Queen of England because she was divorced.

Therefore, he had to choose continue as King of England or marry Mrs.

\

|

|

l

|

. |
revealed that he wanted to marry her. But the British I
[

|

|

[

|

|

J g
Adapted from Kay et al., 2002: 20-21. C) /
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B. Paul & Linda McCartney

I
I When Paul McCartney left the Beatles in April 1970, many
|* people concentrated the blame on Linda, his American

|+ Pphotographer wife. They felt she had affected Paul regarding
his spontaneous decision to leave the group. However, it was
obvious that Linda was the love of Paul's life, and in thirty
years they only spent one night apart. She died of cancer
in 1998 with Paul by her side.

|
|
|
|
|
|
|
|

C. Marilyn Monroe & Joe DiMaggio

Their marriage lasted less than ten months, but DiMaggio
was always there for Marilyn, to encourage her and contribute
whatever support he could. It occurred that he, himself,
organized her funeral. Until his death in 1999, he

provided for six red roses to be sent to her crypt r
three times a week )\

D. Shah Jahan & Mumtaz Mahal

In the 17th century, Emperor Shah Jahan built the
unique Taj Mahal in memory of his wife. He was
heartbroken when his wife died after nineteen years
of marriage. One year after her death, construction of
the Taj Mahal began. The entire construction process took twenty-two years to ¢
complete, and involved many complex steps. Six years later, Jahan died and was s
buried with his true love in what is probably one of the most familiar and romantic "
buildings in the world. It is known in particular as a symbol of India, and is )
considered a great architectural achievement. It

Fe e e e e e e e T T e s T e e T e T T T T -/'
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Adapted from Kay et al., 2002: 20-21. q /
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Great Love Affairs

3. Re-write each of the following sentences with past simple affirmative and
negative forms.

e.g. Yesterday I (buy) a CD. = Yesterday I bought a CD/ Yesterday I didn't buy a CD.

1. Last Saturday I (stay up) all night.

2. In January I (start) a new diet.

3. Today I (hurry) to my English lesson.

4. This morning I (receive) an e-mail.

5. Last night I (fall) asleep watching TV.

6. Last year I (go) on holiday abroad.

%k %k k% ke ok ke ke ke ke sk ok %k ok ok sk ok sk ok ke ok ok ok ok ok ke ok ok sk ok ok ok ok ke ke k ok ke ok ko ok ok ok ok
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Adapted from Kay et al., 2002: 20-21. C) /




Appendix F: Tranglation Production Pre-Test

Name Class Date No.

Score

150

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.)




Name

Appendix G: Tranglation Production Post-Test

Class Date No.

Score

152

Post Vocabulary Meaning Test (50 minutes)

Part I: Word Translation (30 items)

Direction: Translate these words into Thai precisely.

Z
e

Vocabulary

Meaning

unique (adj.)

various (adj.)

therefore (adv.)

tend (v.)

spontaneous (ad;.

settle (v.)

reveal (v.)

provide (v.)

O O N| O g | W N

process (v.)

[
o

probably (adv.)

[ —
[

particular (adj.)

=
N

obvious (adj.)

=
w

occur (v.)

[EY
NN

involve (v.)

=Y
(63}

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.)




Appendix H: Word Comprehension in Context (Pre-Tes}

Direction: Fill in the gaps with the given words from the box15 blanks).

(a) provided (b) involved (c) gathering (d) succefd
(e) establish (f) processed (g) probably (h) achiement
(i) despite (j) entire (k) contribute () eventualy
(m) spontaneous (n) familiar (o) considered (p) véous

(q) finally (r) excited (s) consisted (t) accessed

Going to a Lantern Festival

Today was Helen Wu's sixteenth birthday! This yshe had a feeling that
her gift would (1) be different. Then, her parents surprised her \aith
airline ticket from North Carolina to Taiwan. Heleras very excited because it only
just her second time to be there. She could hedbehating of her own hed®)
all of her efforts to control it. Helen would widner grandparents again af(i)

a closer relationship with them in time for thisay's lantern festival.But,
she’s probably not4 with it, she would love the festival whigb)
special parties, fireworks, and the most beaulé#iterns.

Six weeks later, Helen stepped off a plane in @iaipAfter a custom officer
had(6) her passport, Helen met her grandparents. Theylctudlelieve it has
been an(7) four years’ period since they last saw her. Thegnpsed she
would have a good time. The BBQ party was readytlier celebration. They were
happy with their wonderful dinner thg8) . 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 i@yhe lantern
festival in town. A large crowd wadl) to see the thousands of beautiful
lanterns and the loud noise from tfE2) explosion of firecrackers. The
lanterns werel(3) traditional inventions which had.4) shapes and
sizes. Some looked like lions and dragons. Some\&s big as cars. Building it
must have been quite &b5)




Appendix I: Word Comprehension in Context (Post-Tef
Direction: Fill in the gaps with the given words from the box15 blanks).

(a) achievement (b) spontaneous (c) provide (d) falar
(e) processed (f) entire (g) despite (h) eventlal
(i) established (j) successful (k) various () antribute
(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 couldBjt enough
money together to pay for Robert’s operation. Nohais friends or family had any
extra money tg@3) . If Robert didn’t get the operation, he migh} go
blind.

At the Sands Restaurant, Joe worked as a waitefhomsday and Friday
nights for his second job. Before starting work went to relax in the garden behind
the restaurant. As he sat down, he saw somethiimy &h the grass. A valuable
beautiful necklace, made () -sized diamonds. If he could sell, he co(8d

Robert with money for thér) expenses in operation. But it would not
be an(8) he would be proud of. “I may be poor, but | h49¢ an
honest reputation, and | want to keep it” he thaugl find the owner would10)
_____alot of time and trouble. Joe madglLa) decision.

However, there was another option (b2) . He could give the
necklace to Michael Harris, the owner of the SaRdstaurant. Mr. Harris could.3)

check with his customers to find out who lost A few minutes later, the
owner of the necklace was found. Elizabeth Hardyweés very happy to have the
necklace back. Her grandmother, with whom sheweag(14) , gave it to her
long ago. She gave Joe an envelope. He openeghttedope and saw a check for
$5,000. He couldn’t believe it! After the bafiks) this check, he would
have the money to pay for Robert’s operation!




Appendix J

Raw Score Obtained from the Main Study

156

N=30 Translation (30 points) Word Comprehension (15poirg)
Pre-test Post-test % % Post-tes %
1 0 24 80 0 0 8 53.3
2 0 23 76.7 0 0 3 20
3 0 17 56.7 0 0 4 26.7
4 0 23 76.7 0 0 4 26.7
5 0.5 22 73.3 0 0 8 533
6 0 22.5 75 0 0 6 40
7 0 8 26.7 0 0 4 26.7
*8 0.5 25.5 85 0 0 9 60
9 0 24.5 81.7 0 0 8 53.8
*10 1 27 90 0 0 9 60
11 0 25.5 85 0 0 8 53.8
12 0 16 53.3 0 0 4 26.7
13 0 20 66.7 0 0 6 40
14 0 22.5 75 0 0 5 33.8
15 0 23.5 78.3 0 0 7 46.[7
*16 2.5 : 28 93.3 4 26. 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 23.5 78.3 0 0 11 733
*20 0.5 25.5 85 0 0 8 53.3
*21 2 27 90 4 6. 11 73.3
22 1 21 70 0 0 9 60
*23 1 26.5 88.3 0 0 11 738
24 0 21 70 0 0 4 26.7
25 0 19.5 65 0 0 6 40
*26 1 25.5 85 0 0 9 60
*27 0.5 25 83.3 0 0 8 53.3
28 0 21.5 71.7 0 0 5 33.3
*29 0.5 24.5 81.7 0 0 8 53,3
30 0.5 24 80 0 0 8 53.3
% 0.5 22.8 75.9 0.2 1. 6.86 45.7

Notes:Asterisk (*) in front of the number of students megents the top ten

highest achieving students, who toak ethe oral interviews.





