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p,bstrae,

The present dissertation focuses on the area of vocabulary teaching in the foreign
language classroom. It attempts to highlight the way computer corpus data can be used as

source for EFL (English Foreign Language) vocabulary description, selection and
instruction.

The basic foundation of language learning and proficiency is vocabulary
acquisition, since this language element pervades all language skills areas: listening,
speaking, reading and writing. Therefore, vocabulary helps learners in both language
comprehension and production. However, its learning seems to be difficult and challenging
to foreign language learners and the main reasons lay in the large amount of vocabulary
and the language little exposure in the learning environment, assuming that the classroom
is the only place where the foreign language is formally heard and normally used.

In fact, it becomes a necessity to give serious consideration to more reliable
lanonaoe sources for designing relevant teaching materials to achieve successful language
learning. Given the challenge involved in EFL vocabulary selection and instruction the
present research paper endeavours to highlight the way corpus data analyses and outcomes
which the researcher considers to be relevant and transformable in terms of how effective
they are in the area of EFL vocabulary selection and instruction.

The aim of the resent study is threefold. At first, along a descriptive study, the
attempt is to give an overview of how the teaching of vocabulary is viewed in literature on
foreign language education and to highlight the way computer corpus-data enhances the
difficulties and encourages the facilities involved in EFL vocabulary teaching and learning
processes (Chapter one). Then, through an analytic study, the attempt is to examine and
analyze the teaching and learning situation of EFL vocabulary in Algerian secondary
education; the case of third year literary stream pupils (Chapter two). The data of the study
are collected through a semi-structured interview devoted to 10 EFL teachers and two
questionnaires conducted among both teachers and 35 third year secondary school pupils.
Latter on, the gathered data are analyzed in tables and graphs and interpreted both
quantitatively and qualitatively (Chapter three). Eventually, on the basis of literature
reading and the field work outcomes, the researcher highlights some suggestions and
recommendations (Chapter four) which may overcome to some extent the difficulties
teachers and learners encounter as far as vocabulary knowledge, selection and instruction

are concerned.
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General Introduction

As the English language has been firmly established as the uncontested
international language all over the world and much attention and concern are paid is paid
to its teaching and learning. It is generally believed that vocabulary is an important
component in target language teaching and learning, as it pervades all four skills areas:
listening, speaking, reading and writing. Therefore, vocabulary knowledge considerably
helps language learners in both comprehension and production.

Indeed, the acquisition of a rich vocabulary is crucial for it plays a significant role
in language proficiency. Yet, it is also one of the most difficult and challenging aspects of
learning a foreign language. The main reasons lie in the large amount of vocabulary itself
and the language little exposure in the learning environment assuming that the classroom is
the only place where the foreign language is ‘formally’ heard and ‘normally’ used.
Therefore, it is necessary to give serious consideration to reliable language resources,
teaching materials and learning strategies for successful learning of vocabulary.

Actually, there has been a revival of interest in vocabulary teaching in the recent
years. The recent availability of computerized databases of words (dr corpora) and the
development of new approaches to language teaching, which are much more 'word-
centered', such as the «“lexical approach”, have heavily contributed in raising awareness
about vocabulary importance to Janguage learning. However these developments have
been slow to reach teachers in a form that is easily transferable to the classroom. This
paper attempts to bridge this gap by outlining in the theoretical background the way
computerized corpus information can be integrated into EFL vocabulary teaching.

Vocabulary teaching is an important as well as challenging component in language
teaching and learning classes; and the English language is no exception. Given the
challenge involved in selecting, teaching and learning words in a foreign language; the
present research endeavours 10 highlight the way data corpus analyses and outcomes which
one considers to be relevant and transformable in terms of how they inform pedagogy or
challenge how to select and what to teach in the area of English vocabulary. Yet, the study
stops at the classroom door. It does not intend to tell ‘nstructors how to teach and what to
do in their own classes; only they can know best what is effective and appropriate in their
specific local context. They are by far the best persons to take the final practical steps on
this research, if they judge the work to have value. Therefore, this research paper will be

set to answer the following question: in what ways or to what extent can computer-corpus

1



data analyses enhance the tasks of both vocabulary teaching and learning to EFL literary
stream teachers and learners likewise?

In fact, this dissertation intends to answer the aforesaid problematics from which
the following research questions are formulated:

1-What beliefs do EFL teachers and learners hold about English vocabulary learning?
2- What barriers and strategies do EFL teachers and learners encounter while teaching
and learning vocabulary in their language classes using the textbook New

Prospects?

3- How can data corpus ease the burden and facilitate the processes involved in

English vocabulary selection and instruction?

4- What are the EFL teachers’ and learners’ attitudes regarding the application of data
corpus in their EFL language classes?

Out of these questions, the following hypotheses are made:

» EFL teachers and learners in Algerian secondary schools would regard vocabulary
teaching and learning important to language learning and at the same time a difficult
task.

» Both participants might display a lack of interest and motivation to EFL vocabulary
teaching and learning. As a consequence, teachers may opt for a range of flexible
teaching techniques and learners for learning strategies to go beyond these barriers.

* Data corpus as an informed materials would enhance EFL vocabulary knowledge and
selection and may motivate teachers and learners for they can be sure that the language
they are practicing is ‘modern’, i.e. used in everyday situations, and targeted to
situations they are likely to find themselves in and corresponds to what they will hear
and see in real conversations, movies, radio and TV shows, newspapers, books, Internet
texts and magazines.

»Both teachers and learners would welcome the idea of applying corpus data, as an
informed material, in their EFL vocabulary teaching and learning materials.

The study takes place at a secondary school named Daoud Mohamed El-Djebli in
Remchi -Tlemcen. The foreign language teachers and learners chosen for this investigation
are those in charged of teaching third year literary stream pupils who are expected to sit for
their baccalaureate exams so as to go on their studies in higher education institutions. One
opts for this sample so as to investigate on the English vocabulary knowledge these

learners do have and need as a base to go further in different branches of studies.



This four chapters dissertation opens with a literary review that informs the basic
questions as far as the target vocabulary teaching and learning situation and data corpus are
concerned. Additionally the researcher strives to outline in the first chapter critical
knowledge for computerized corpus application and effectiveness on English vocabulary
selection and instruction for textbook writers and language teachers respectively. This is
intended to illustrate and explain the application and adaptation of data corpus in teacher
education and development as regards English vocabulary teaching and learning. Later on,
based on selected research instruments, the researcher points out, analyzes and discusses
the English vocabulary teaching and learning situation in the Algerian secondary school
level of education _ literary stream pupils (chapters two and three). Finally, based on the
gathered data, one reveals the facilities and the difficulties Algerian teachers and learners
encounter in selecting, teaching and learning EFL vocabulary in their language classes.
Besides, some suggestions and recommendations are listed on the light of the study
outcomes for a ‘better’ vocabulary teaching and learning, so as to conclude the present

research paper.
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1.1Introduction :

For many years, vocabulary was seen as incidental to the main purpose of language
teaching, namely, acquisition of grammatical knowledge about the language. Recently,
however, methodologists and linguists have increasingly paid attention to vocabulary as it
pervades all four skill areas of listening, speaking, reading and writing.

Perhaps the greatest tools teachers can give learners for succeeding, not only in
their education but more generally in life, is a large, rich vocabulary and the skills for using
those words as their ability to function in today’s complex social and economic worlds is
mightily affected by their language skills and word knowledge. Therefore, language
teachers in general and foreign language teachers in particular should attribute importance
to teaching vocabulary in their classes since words play an important role in expressing
one’s feelings, emotions, and ideas to others during the act of communication (spoken or
written).It follows from this, that vocabulary is of great importance for foreign language

teaching and learning.

1.2 Vocabulary:

1.2.1 Vocabulary: definition

An initial key question is to enquire into what is meant by ‘vocabulary’. A

commonsense view implies that vocabulary consists of words, albeit categorized and often
with multiple meanings for each word.
The first definition of vocabulary in the Oxford Advanced Learner’s Dictionary (A S
Hornby, 2000) is “all the words that a person knows or uses”. The next definition is “all
the words of in a particular language”. Similarly, the Random House Webster’s
Unabridged Dictionary (Flexner, 2003) defines vocabulary as “the stock of words used by
or known to a particular people or group of persons”. A following definition is “the words
of a language”. At this level, one needs to denote what a word is. This latter is defined as
“a unit of language, consisting of one or more spoken sounds or their written
representation that functions as a principal carrier of meaning”. These dictionary
definitions provide brief and concise knowledge about the query. Yet, little specificity and,
hence, little guidance is supplied to researchers who are concerned with vocabulary
acquisition and understanding.

More technically, vocabulary is a list of freestanding items of language that have
meaning.” (McCarthy, 1990:3). Furthermore, Hatch and Brown (1995:7) note that
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"vocabulary refers to a list or set of words that individual speakers of a language might
use”. In that context, vocabulary is the name for words one must know in order to listen,
speak, read and write effectively. In other words, the vocabulary of a person is defined
either as the set of all words that are understood by that person or the set of all words likely
to be used by that person when constructing new sentences. Following this, one may reflect
on the existence of different vocabularies (the vocabulary one can only understand and not

necessarily use and vice versa).

1.2.2 Vocabulary or Vocabularies?

The term vocabulary is usually used in its singular form to mean a person’s
vocabulary. However, it seems important for Beck, Mckeown and Kucan (2002) to point
out that in almost all cases there are some differences in the number of words that an
individual understands and uses. They also argue that even the terms “uses” and
“understands” need clarification. For example, the major way in which one “uses”
vocabulary is when s/he speaks and writes; the term expressive vocabulary is used to refer
to both since there are the vocabularies one uses to express himself or herself. One
“understands” vocabulary when s/he listens to speech and when s/he reads, the term
receptive vocabulary is used to refer to listening and reading vocabularies. Finally, to
round out the terminology, meaning or oral vocabulary refers to the combination of
speaking and listening vocabularies and literate vocabulary refers to the combination of
one’s reading and writing vocabularies. Figure 1 shows the relationship of the eight
different terms.

In early Second or Foreign language learning (S/FLL) stages the language learners
have neither meaning vocabulary nor literate vocabulary. At first, they need to acquire a
basic knowledge of how printed letters relate to the sounds of spoken words. Being able to
translate print into speech allows the learners to use what they know about meaning/oral
vocabulary for their literate vocabulary. So for very young learner the meaning
vocabularies are larger than their literate vocabularies. This is so much the case for older
learners and for adults whose meaning vocabularies are probably larger than their meaning
vocabularies. They tend to have a larger group of words which they use in reading and
writing than those words they use in their own speech. This is because written language is

more formal, more complex and more sophisticated than spoken language.
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On the light of what was said before; vocabulary represents a key instrument for its
relevant importance on both areas of language learners’ comprehension as well as

production. Its importance in language learning is further detailed in what comes next.

Meaning /Oral Vocabulary

/ Listening Spealing \

Receptive Vocabulary Expressive Vocabulary

\ Reading Writing /
Literate/Written Vocabulary

Figure 1: The Eight Different Vocabularies Relationship (Beck, Mckeown and Kucan : 2002).

1.2.3 Types of Vocabulary:

In teaching and learning vocabulary, it is essential to distinguish between different

types of vocabulary because different types of vocabulary need different focus and
treatment or some types of vocabulary will be given priorities and emphases in teaching and
learning according to learners’ different aims of learning.

1.2.3.1 Spoken and Written Vocabulary:

Although most of the existing literature on vocabulary has grown out of the
study of written texts, recent corpus-based investigation of written and spoken vocabulary
have enabled researchers to do more comparative study of spoken and written vocabulary in
actual use. They reveal the difference between the vocabulary of written texts and the
vocabulary of everyday spoken language. According to Cambridge International Ceorpus
(CIC) Schmitt and McCarthy distinguish between spoken and written vocabulary. They
note that the written list is rﬁainly made up of ‘function words, non-lexical, i.e., non-content
items, including pronouns, prepositions and conjunctions’, while the spoken list seems to
embrace ‘some lexical words like: know, think, well, get and right’ (1997:24). Other
differences are: spoken texts which seem less ‘dense’ than most written texts in vocabulary

terms, which is characterized in language-in-action texts; repetition and lexical negotiation
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occur much more often in spoken discourse than in written texts; vague and rather general
words are more frequently used in everyday talk than in written texts.

These differences are quite significant when textbook writers consider what
kinds of vocabulary items are important to teach in writing and in speech respectively.
From the comparative study, one now knows that ‘spoken language is the main source of
exposure to language for communication but written language will always remain a
Jundamental source of input for language learning. ’ (Schmitt and McCarthy, 1997: 38).

1.2.3.2 Core and Non-core Vocabulary:

As the word ‘core’ suggests, core vocabulary refers to those words that are more
central to the language than other words and tend to be the most frequently occurring ones.
“People prefer to use such words because they do have core meaning-potential’ (McCarthy,
1990). They are thought to be more ‘core’ because it is easy to find an antonym; also they
are neutral in formality and usable in a wide variety of situations. Furthermore, an important
point is that, such words can be used to paraphrase or give definitions of other wordseFor
example, in Task 41, (McCarthy, 1990) the following instruction is given: [decide which is
the core word in the set of words: slim, slender, thin, emaciated and scrawny and we can
easily figure out that ‘thin’ is the core word.] |

In ESP (English for Specific Purposes) teaching, teachers may come across
subject-specific vocabulary, which is non-core as far as the language as a whole is
concerned. ‘This is because it is not neutral in field and is associated with a specialized
topic.’ (Carter, 1988:172)

They are subject-specific core vocabulary, for example, placebo and dialysis. Learners with

specific or academic purposes may need to acquire them in medical texts and lessons.

1.2.3.3 Discourse Structuring Vocabulary and Procedual Vocabulary:

In English vocabulary, there exist a number of abstract nouns that have little
independent lexical content like assumption, variety, solution, proposal and factor.
Their main function is to structure discourse, that is, to summarize or encapsulate
previously mentioned ideas and link one sentence to the next. These abstract nouns are al'so
called ‘anaphoric nouns’ and belong to discourse structuring vocabulary. They are q.ult'e
commonly used in expository academic prose and in newspaper articles. Therefore, 1t. is
important and necessary for second language learners, particularly, those who learn English
for academic purposes to be familiar with these words.

Procedual vocabulary is characteristically used to talk about other words, paraphrase
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them, define them and organize them in communication. As they are commonly used in
dictionaries to give definitions, learners may find them useful when learning other words for
the accumulation of their vocabulary.

1.2.3.4 Technical, Semi-technical and General Vocabulary:

In terms of teaching vocabulary in ESP, it is most important to make a distinction
between the two types of vocabulary: technical and semi-technical because they are of great
importance to learners studying English for specific and academic purposes. Dudley-Evans
and St John (1998: 83) suggest resolving the overlapping six categories (Baker, 1988: 91)
into two broad areas:

a). vocabulary that is used in general language but has a higher frequency of occurrence in
specific and technical description and discussion.

b). vocabulary that has specialized and restricted meanings in certain disciplines and which
may vary in meaning across disciplines.

It is quite clear that the first area would be referred to as semi-technical and the second area
would be regarded as technical vocabulary. One can examine the following text to illustrate
the difference between them.

We report a double blind, placebo controlled, crossover trial of an angiotensin

converting enzyme inhibitor, enalapril, in patients with chronic Sluid overload

receiving dialysis. We used a crossover study and carried out procedures within

the study according to the standard of the ethics committee of this hospital.

Each patient was given either enalapril or placebo in the first period of

Ireatment and the alternative treatment in the second period; the order in which

Ireatment was given was randomized, 13 patients receiving enalapril and 12

Dplacebos first. Randomization was carried out by suppliers of the drug,. [Cited

in Dudley-Evans and St John (1998: 83) ].

The technical vocabulary is quite obvious. The items are: angiotensin, enzyme
inhibitor, enalapril, chronic, dialysis and placebo. The semi-technical vocabulary items are
as follows: report, double blind control, crossover, trial, convert, fluid, overload, receive,
study, carry out, procedure, standard period treatment, randomize, randomization, supplier
and drug.

1.2.3.5 Academic Vocabulary:
So far, there have been several studies that have investigated the vocabulary

learners need for academic study. The most ‘useful’ one is the Academic Word List by
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Coxhead (1998), which was compiled from a corpus of 3.5 million running words of written
academic text by examining the range and frequency of words outside the first 2000 most
frequent occurring words of English, as described in General Service List (GSL) by West
(1953). It contains 570 word families that occur reasonably frequently of a very wide range
of academic texts and the list is not restricted to a specific discipline, which means that the
words are useful for learners studying humanities, law, science, and commerce. There is a
number beside each word indicating the sub-list in which it appears and it is quite

convenient to look up.

1.2.4 Vocabulary Revival and Importance to Foreign Language Learning:

Learning a foreign language involves the development of different skills such as
reading, writing, listening and speaking. Although specific skills may be focused on
separately for pedagogical reasons, two elements are crucial to the process of acquiring and
using a language: vocabulary and grammar (Celce-Murcia, 2001). The importance of
grammar has been widely recognized in ELT (English Language Teaching) methodologies
(Celce-Murcia, 2001; Nunan, 2001; Swan, 2002). This situation seems to be a little
different with vocabulary. In comparison to other fields of research in language learning, it
is possible to state that vocabulary teaching and learning has been left to a position of
secondary importance (Richards and Renandya, 2002). According to DeCarrico:
“vocabulary has not always been recognized as a priority in language teaching”
(2001:285).

Before the mid 1980s, vocabulary was considered the Cinderella of language
teaching and was referred to as a ‘neglected’ area of second language learning and teaching
(Meara, 1980). Richards was one of the first scholars to point out the fact that vocabulary
is typically neglected in Foreign or Second Language (L2) instruction. He states that “the
teaching and learning of vocabulary has never aroused the same degree of interest within
language teaching as have such issues as grammatical competence, reading or writing
which have received considerable attention from scholars and téachers "(1974: 73).

From the late 1980s, vocabulary was an area that had drawn researchers' interest
within the mainstream of L2 acquisition (Nation 1997). Researchers realised that many of
learners' difficulties, both receptively and productively, result from an inadequate
vocabulary, and even when they are at higher levels of language competence and
performance, they still have the need of learning vocabulary (Laufer, 1986 and Nation,

1990). One of the research implications about the importance of vocabulary is that "lexical
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competence is at the heart of communicative competence” (Meara, 1996:35), and can be a
"prediction of school success" (Verhallen and Schoonen, 1998: 452).

Meanwhile, there was an increasing output of teaching and learning handbooks or
guidelines which directly focused on vocabulary (Carter 1987 and 1998; Gairns and
Redman 1986; Gough 1996; Holden 1996; Jordan 1997 McCarthy 1990; Morgan and
Rinvolucri 1986; Nation 1990; Lewis 1993, 1997; Schmitt and Schmitt 1995; Schmitt
2000; Tapia 1996).

Vocabulary has got its central and essential status in discussions about learning a
language. Particular approaches were developed, like discourse-based language teaching
(Carter and McCarthy 1988), the lexical Phrase approach (Nattinger and DeCarrico 1992),
the lexical approach (Lewis 1993, 1997), and the lexical syllabus (Sinclair and Renouf
1988; Willis 1990). Selection of core vocabulary or corpus by modern technology, (for
example the Birmingham COBUILD corpus) was also systematically developed (Carter
1987, 1988; Descamps 1992; Flowerdew 1993; Sinclair and Renouf 1988; Worthington
and Nation 1996). Moreover, approaches to assessing vocabulary have become particularly
specialised (Nation 1993 and Read 2000). Therefore, the weak or discriminated status of
vocabulary as criticised (Levenston 1979) in both L2 acquisition research and teaching
methodologies has changed and is no longer the case.

Actually, the late 1990s offer a completely different picture. Vocabulary studies
have received increased attention judging by the number of publications in the field, there
are more empirical studies on vocabulary learning strategies. Several books on the issue of
L2 vocabulary acquisition were also published during the past few years.

After the publication of, The Lexical Approach by Michael Lewis in 1993, there

was an evident revival of interest in vocabulary acquisition. What this author suggests in
his book is definitely compatible with the claims of the communicative approaches;
however, in Lewis’ proposal there seems to be a greater emphasis on the meaning and use
of the different language items. He argues that “the Lexical Approach is not a new all-
embracing method, but a set of principles based on a new understanding of language.”
Since Lewis’ claims make so much intuitive sense, the main concern is , therefore, to
investigate whether the kinds of activities and strategies proposed by Lewis (1993, 1998,
2000) and others like Nation, (1994, 2001), and Thornbury (2002) facilitate vocabulary
acquisition and whether explicit teaching and incidental acquisition of vocabulary make

EFL learning more effective.

12
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This revival of interest in issues of vocabulary learning in L2 stresses the fact that
vocabulary is a central component of language proficiency. In this respect, Richards J.C.
and Renandya assume that:

Vocabulary is a core component of language proficiency and provides
much of the basis for how well learners listen, speak, read and write.
Without an extensive vocabulary... learners often achieve less than
their potential and may be discouraged Jrom making use of language.
(2002: 252)

The importance of vocabulary knowledge to language learning is therefore highly
regarded for this knowledge is not something that can ever be fully mastered; it is
something that expends and deepens over the course of a lifetime. Actually, it is this what
Steven Stahl (2005:72) points to “vocabulary is knowledge; the knowledge of a word not
only implies a definition, but also implies how that word fits into the world”.

Learning vocabulary appears to be central to language and is of great significance
to language learners. Words are the building blocks of a language since they label objects,
actions and ideas without which people can not convey the intended meaning. Moreover,
words are the tools one uses to think, to express ideas and feelings and to learn about the
world. Following this, the teaching and learning of languages can not be set apart the
teaching and learning of their words. Therefore, vocabulary learning is an indispensable
part of language classes and EFL classes are no exception.

In the same context, Beglar and Hunt confess that “Vocabulary acquisition is a
crucial, and in some senses, the central component in successful foreign language
acquisition” (2005: 7). It could be argued that vocabulary is the cornerstone of successful
L2 acquisition. Everyone has an innate desire to name their experiences, their environment,
and their reality. In some ways, vocabulary could be considered the ‘meat’ of a language
and grammar the framework that holds it together. While it is possible to communicate
without good grammar, it is virtually impossible without vocabulary. in this respect,
Bowen and Marks write: “Words are the basic of language, and thus the basic of
communication. Without words, it is possible to know everything about the grammatical
structure of a language, but yet to be unable to make a single utterance” (2002: 106).

David Wilkins (1972:111) summers up the importance of vocabulary learning by
saying "without grammar very little can be conveyed, without vocabulary nothing can be
conveyed™. In other words, words of a language are just like bricks of a high building.

Despite quite small pieces, they are vital to the great structure. In that sense, an ability to
13
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manipulate grammatical structure does not have any potential for expressing meaning
unless words are used.

In fact, methodologists and linguists emphasize and recommend teaching
vocabulary because of its importance in language teaching. Vocabulary is needed for
expressing meaning and in promoting the receptive (listening and reading) and the
productive (speaking and writing) skills. In this context Harmer (1991, 153) notes “If
language structures make up the skeleton of language, then it is vocabulary that provides
the vital organs and the flesh”.

Actually, words appear to be the very foundation of learning therefore improving
learners' vocabulary knowledge has become an educational priority. Before stating the
different vocabulary teaching and learning methods, it may pay attention at first to outline

the historical development of vocabulary in ‘recent’ English language teaching.
1.2.5 The Background of English Vocabulary Teaching:

In the early decades of the 20th century, vocabulary teaching and research were
respectable. The Grammar Translation Method and the Reading Approach were the leading
language teaching methodologies at that time. Both of these approaches involved a great
deal of direct vocabulary teaching and learning (Murcia 1991 :296).

The Grammar Translation Method aimed to provide the student with a detailed
literary vocabulary which is learned through long lists of translated items and a bilingual
dictionary and practiced through sentence translation with little opportunity to try out
pronunciation (Rivers 1981:28-30). The Reading Approach attached more importance to
vocabulary than grammatical skills. The vocabulary of the early readings was strictly
controlled. Since the acquisition of vocabulary was regarded more prominent than the
mastery of grammatical skills, expanding vocabulary as fast as possible was of great
importance (Celce -Murcia and Prator 1979:3).

The Reform Movement, which was set up as a reaction to the Grammar Translation
Method, stressed the primacy of spoken language and the presentation of the written word
only after the spoken form had been provided. It was emphasized that “new vocabulary
should only be met in sentences and meaningful contexts” (Richards and Rodgers
2001:10).

The Direct Method, which grew out of the Reform Movement, made emphasis on

interaction for language acquisition and acquiring an acceptable pronunciation from the
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beginning. It introduced vocabulary through “classroom objects, mime, drawings and
explanations, or even texts supplemented by pictures” (Rivers 1981 :32-33).

The Oral Approach and Situational Language Teaching were British structuralist
approaches to language teaching developed between the 1930’s and the 1960°s (Richards
and Rodgers: 2001). In the Oral Approach, grammar and vocabulary was carefully chosen
and graded. This ultimately led to the Vocabulary Control Movement and West’s ‘A
General Service List of English Words’ 1953, which had a permanent effect on the grading
of vocabulary (Schmitt: 2000 and Zimmerman: 1997). In Situational Language Teaching,
the meaning of words was not to be given via explanation in either the mother tongue or
the target language but was to be induced from the way the form was used in a situation.
The learner was expected to deduce the meaning of a particular vocabulary item from the
situation in which it was presented. The meaning of new words was not conveyed through
translation. It was made clear visually with objects, pictures, action and mime (Richards
and Rodgers: 2001).

The Audio-lingual Method was shaped after the Second World War when the need
for foreign language speakers was better appreciated. In this method, the amount of
vocabulary presented was kept low (Thornbury: 2002) and was chosen for its simplicity
(Schmitt: 2000). It was assumed that; when grammatical ﬂuendy was present, exposure to
the foréign language itself lead to vocabulary development (Coady: 1993). It was also
stressed that knowing too much vocabulary would cause students to have a false sense of
security (Zimmerman: 1997).

The Cognitive Approach, which emerged as a reaction against the defects of the
Audio-lingual Approach and its behaviourist features at the end of the 1960s and beginning
of the 1970s, took as its theoretical base the Transformational-Generative Grammar of
Chomsky (Stern: 1991). In this approach, the acquisition of an adequate vocabulary was
crucial for successful L2 use. Students could not use the structures and functions during the
act of communication without having sufficient amount of vocabulary. In a cognitive class,
the language teacher had to move from competence to performance. To put it another way,
he was expected to follow the presentation, practice and the application stages. To teach
the meanings of the lexical items, techniques like contextualization, demonstrations,
drawings, real objects, flashcards, Over Head Projector (OHP), etc. were used to a great
extent. Moreover, synonyms, antonyms, hyponyms, collocations, cognates and semantic

fields, etc. were also utilized by language teachers.
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The Communicative Approach is a renowned British Approach to language
teaching the emergence of which dates back to the mid-1960s. Especially, British applied
linguists like Henry Widdowson, M. Halliday, C. Brumfit, K. Johnson, and D.Wilkins
leaded to this communicative movement, advocating that communicative proficiency and
functions of language should be emphasized over the mastery of structures. Dell Hymes
stressed the need to teach communicative competence (i.e. the ability to use the target
linguistic system effectively and appropriately). Concepts like context, use, effective
communication, communicative function, comprehensible pronunciation, etc. were given
importance in this approach. Senel (2002) emphasizes that new words are not presented in
isolation, but in the context of a complete sentence, and in a meaningful situation. This
way, the words acquired meaning when they appeared with a particular definition in a
determined context. Moreover, Thornbury (2002) stated that coursebooks began to
incorporate communicative activities specifically targeting vocabulary since the meaning-
giving role of lexis was recognized in this approach.

The Lexical Approach was developed by Michael Lewis in 1993. This approach
stresses the importance of vocabulary as being basic to communication. It is claimed that if
learners do not recognize the meaning of keywords, they will be unable to participate in the
conversation, even if they know the morphology and the syntax of the foreign language.
However, Lewis states that the Lexical Approach is not simply a shift of emphasis from
grammar to vocabulary teaching since ‘language consists not of traditional grammar and
vocabulary, but often of multi-word prefabricated chunks.’ (Lewis, 1997:7). Hence, the
Lexical Approach emphasizes language as prefabricated chunks that the learner can take
and use to promote fluency: collocations, phrasal verbs, idioms, catchphrases, sayings,
sentence frames, social formulae and discourse markers being the most significant chunks
for the foreign language learner (Thornbury: 2002). This approach has influenced
coursebooks and dictionaries. It is simply due to this reason that many coursebooks and
dictionaries incorporate collocational exercises and information in the present times.

In recent years, Content-based Instruction has gained popularity in foreign language
learning and teaching. This approach has been utilized in immersion programmes, teaching
languages for specific purposes, and for teaching all levels of proficiency. In this approach,
vocabulary is completely contextualized and courses which have carefully designed the
scope and the spiralling sequence of the content manage to recycle both the content and the

associated vocabulary. Many language programmes also choose content to conform to the
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knowledge students already possess and texts may either be authentic or specially written
(Stryker and Leaver: 1997).

On the light of what was mentioned before, it seems important to note that
vocabulary teaching is an area of worthy effort and investigation and that of English is for
being the universal language. Indeed, this language element is needed to be taught and
learned and appears to have different phases so as its teaching and learning is

accomplished successfully.

1.2.6 Vocabulary T eaching Components:

Vocabulary instruction generally involves three components: vocabulary selection,
word knowledge and teaching techniques.
1.2.6.1 Vocabulary Selection:

Traditionally, teachers used to select and present vocabulary from concrete to
abstract. Words like ‘door’, ‘window”, ‘desk’, etc., which are concrete, used to be taught at
beginning levels. However, words like ‘honesty’, ‘beauty’ etc., which are abstract words,
used to be taught at advanced levels because they are not ‘physically represented’ in the
teaching and learning environment and are very difficult to explain.

Nowadays methodologists suggest that teachers can decide and select the words to
be taught on the basis of how frequently they are used by speakers of the language. That is,
the most commonly used words should be taught first (Harmer: 1991).

One can get information about which words will be most useful for learners of
English by looking at frequency counts of vocabulary. “Usually a vocabulary count is done
by making a list of the words in a particular text or group of texts and counting how often
and where they occur. Some of the more recent counts have used computers to list the
words and count their frequency” (Nation, 2001: 18). Besides that, teachers can decide
which words are useful and should be taught to their learners on the basis of semantics.
This means, that the word is more useful if it covers more things than if it only has one
very specific meaning. For example, the word ‘book’, which is taught at beginning levels,
has wider usage than the words ‘notebook’, ‘textbook’, etc. Furthermore, Nation (2001)
notes that frequency and exposure are not enough to be used when teachers select and
prepare a word list for learners of English. So he suggests other criteria, such as language
needs, availability and familiarity, regularity and ease of learning or learning burden.

Teachers can help their learners enrich and increase vocabulary. They can also help

the learners to build a new store of words to select from when they want to express
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themselves. If any learner can handle grammar correctly, that does not mean that he can
express himself fluently, unless he has a store of words to select from. Therefore, teachers
are a very important factor in selecting and teaching English vocabulary, and they have to
design vocabulary syllabi according to their learners’ needs. As a result, “teachers’
vocabulary work can be directed toward useful words and can give learners practice in
useful skills” (Nation: 1990, 1).

The selection of words which are to be taught to the students is a very important
procedure in the language learning process. However, the word selection process does not
mean that the students will be fluent in expressing themselves in English upon learning that
list, i.e., what students need to know regarding vocabulary is the word’s meaning, use,
formation and grammar.
1.2.6.2 Vocabulary Knowledge:

When conveying the meaning to the language learners, teachers should teach their
pupils that a word may have more than one meaning when used in different contexts. For
example, the word “book™ has at least twelve different meanings when used in context. It
has eight meanings as a noun, two meanings as a verb and three different meanings when
used with prepositions as phrasal verbs. One may say “I booked my ticket three days ago”;
another “I booked him for speeding” and so on (Harmer: 1991). In fact, teachers should
make the vocabulary teaching and learning process clear and easy for their learners when
conveying any meaning; otherwise the student may feel bored and become fed up with
learning vocabulary.

The meaning of words can be communicated in many different ways. Nation ( 1990)
suggests that teachers can convey meaning to their students by demonstration or pictures
(using an object, using a cut out figure, using gesture, using OHP, performing and action,
photographs, blackboard drawings or diagrams and pictures from books) and by verbal
explanation (analytical definition, putting the new word in a defining context, and
translating into another language). Besides that, teachers should involve learners in
discovering the words’ meanings by themselves and let them make efforts to understand
words’ meanings. When the pupils are involved in discovering meaning, they will ‘seldom’
forget those meanings and they will be able to express themselves fluently.

When a single word has various meanings, the teacher should decide which
meanings are to be taught first, i.e., the teacher must decide which meanings occur most
frequently and which meanings the learners need most. As a result, the pupils will be

motivated rather than bored and they will gradually build their own store of words which
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will be a basis for communication at any time. Furthermore, the learners should be familiar
with the words’ meanings when words are used in metaphors and idioms, and they should
know when to choose the right word for the right place. Harmer states that: “We know that
the word ‘hiss’, for example, describes the noise that snakes make. But we stretch its
meaning to describe the way people talk to each other (“Don’t move or you’re dead,” she
hissed.). That is, metaphorical use” (1991:157).

Language learners also need to know the different forms which words have and
when to use them. Thus the verb ‘run’ has the participle ‘running’ and ‘run’. The present
participle ‘running’ can be used as an adjective and ‘run’ can also be a noun. Getting
familiar with the different forms of words, learners can easily know how to use the words
in writing and speaking. Therefore, word formation is a very important part in teaching
vocabulary.

Moreover, word grammar is one of the most important parts that learners should be
taught carefully. Teachers should give them the opportunity to be exposed to grammatical
patterns and to practice them frequently, such as nouns (countable and uncountable), verb
complementation, phrasal verbs, adjectives and adverbs. Therefore, “different parts of
speech: should usually be taught separately because they occur in differing sentence
pattern, but they need not be widely separated in a course if their meanings are very
similar”(Nation, 1990, 57). Teaching vocabulary is not Just conveying the meaning to the
students and asking them to learn those words by heart. If teachers believe that the words
are worth explaining and learning, then it is important that they should do this efficiently.
Teachers should use different techniques and activities in teaching English vocabulary to
motivate the learners, enrich their vocabulary and enable them to speak and write English
properly.
1.2.6.3 Vocabulary Teaching Techniques and Exercises:

Indeed, much has been outlined about the techniques and activities that teachers can
employ and use in teaching target language vocabulary such as presentation, discovery
techniques and practice. In fact, research experiments have identified some common
vocabulary teaching techniques.

According to Ur (1996:63), there are different ways of presenting new vocabulary.

In the following, different techniques of presenting the meaning of new vocabulary are

shown:
- Concise definition. - Detailed description (of appearance, qualities...).
- Examples (hyponyms). - Hllustration (picture, object).
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- Demonstration (acting, mime). - Context (story or sentence in which the item
occurs.)

- Synonym. - Opposite(s) (antonyms).

- Translation. - Associated ideas, collocations.

Along with, Murcia (1991:301-302) lists different techniques used in presenting

new vocabulary as follows:

Visual Aids (Pictures, Objects). - Word Relations (Synonyms, Antonyms).

Pictorial Schemata (diagrams, grids, tree diagrams, or stepped scales).

Definition, Explanation, Examples, and Anecdotes.
Context. - Word Roots and Affixes.

In her work, Teaching English as a Second or Foreign Language (1991), Celce

Murcia describes and explains an approach to vocabulary teaching which she termed "3 C's
Approach" (conveying meaning, checking understanding and consolidation).it is an
approach in which teachers are recommended to follow the above mentioned stages.
In stagel (conveying meaning), the items are presented to the students. In stage
2 (checking for comprehension) exercises test how far the students have
grasped the meaning of the items. In stage 3 (consolidation), students deepen
their understanding of the items through usé and creative problem-solving
activities. (Celce-Murcia, 1991: 301).

In the stage of “conveying meaning”, the presentation of new vocabulary items to
learners can be done in many ways, so that the learners can understand and grasp the
words’ meanings. In the beginning levels, teachers can convey meanings by bringing
‘realia’ into the classroom, i.e., teachers can bring the objects themselves to the classroom
and show them to the learners, such as ‘pens’, ‘rulers’, ‘balls’. However, when that
becomes impossible (to bring the object to the classroom, such as ‘cars’, ‘animals’)
teachers can show their pupils pictures of those items. Besides that, teachers can mime or
do an action or a gesture to convey meaning. Concepts like running, walking, or smoking
are easy to present in this way. At the advanced levels, teachers can convey meaning by
using the techniques of word relations (synonyms or antonyms), definitions, explanations,
examples, anecdotes, contexts and word roots and affixes. Below is an example by Celce-
Murcia which may help us understand what some of the above mentioned techniques
mean.

If the teacher is explaining the item “a guided tour”, s/he may ask the

class to imagine a museum or an art gallery in which there is a group of
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people listening to a man explaining a picture. The man goes from this

picture to the next picture and the people follow him. The teacher

explains that the man is called a guide and the group is on a guided tour.

If this is not clear, the teacher can illustrate with another example,

perhaps of a guided tour of a city. (1991: 302)

Actually, all of the above mentioned techniques are very useful for teaching new
lexical items. They can help the teacher to make his lesson interesting and useful. Using
these ways, the teacher can motivate his pupils and get them involved in the teaching
learning process.

After the stage of “conveying meaning”, the teacher should check the learners’
understanding, i.e., the teacher can prepare different kinds of exercises to check the pupils’
vocabulary comprehension. Celce-Murcia suggests different kinds of activities for
checking the learners’ understanding, such as fill-in-the-blank, making pairs and sorting
exercises. In the fill-in-the-blank activity, the teacher gives the students either sentences or
short passages with missing words, and then the students have to consider the context of
the sentences to work out the probable missing words. In the matching pair’s activities, the
students may be asked to pair up verbs with appropriate nouns, mini dialogues, definitions,
idioms or funny definitions.

If teachers\ want to make sure that their students can use the word properly and can
express themselves fluently, they should go to the last stage, which is “consolidation”.
Implementing this stage, the teachers can ask their pupils to handle problem-solving tasks,
writing a story or dialogue, discussions and role-play.

Thornbury (2002) discusses several techniques and procedures a teacher might
choose to help learners acquire new vocabulary items. The underlying premise is that
sometimes there is a need for the instructor’s direct intervention in the teaching of selected
vocabulary items. Thornbury admonishes teachers to consider important issues such as
how many words to present at a time, whether to present the meaning or the form of a
word first, and whether to use translation, as opposed to using some type of visual or
verbal illustration. This reflection will enable teachers to make appropriate choices.
Thornbury adds that the procedure a teacher follows to help learners become aware of how
the grammar of a given word works is very similar to the one learners use to understand
collocations. The key is to provide learners with rich data and to guide them to pay

attention to patterns and to notice.
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Since Lewis (1997) claims that most of the activities used in the Communicative
Approach are compatible with the Lexical Approach, then what teachers need to do is to
adapt activities so that the tasks have a clear lexical focus. To achieve this goal, Lewis
(1997: 205) points out that teachers should do the following:

* Consciously take every chance to expand the learners’ phrasal lexicon.

* Develop learners’ awareness of word-grammar as well as sentence grammar.

* Highlight fixed expressions and prototypical examples, so ensuring learners have
maximum benefit from the language they meet.

* Encourage accurate observation and noticing by learners, but without excessive analysis.
« Use many different ways to increase learners’ awareness of the value of noticing,
recording and learning multi-word items.

* Encourage learners to keep a well-organized lexical notebook.

* Encourage lexical, but not structural, comparison between L1 and L.2.

* Help learners to hear and learn language in multi-word units.

* Talk more informally, but in a carefully controlled way, with your class.

« Tell simplified anecdotes (true or otherwise): increase carefully-controlled teacher talking
time.

* Take a global, holistic view of pronunciation.

* Value successful language at all times, even if it is not formally accurate.

Furthermore, in the preface to his second book, Implementing the Lexical

Approach, Lewis (1998: 3) argues that implementing the lexical approach classes does not
mean a radical upheaval, likely to upset colleagues, parents and learners. On the contrary,
if introduced with thought and sensitivity, its introduction will be almost invisible,
involving perhaps 20 or even 50 small changes in every lesson, each in itself
unremarkable, but the cumulative effect will be more effective teaching and more efficient
learning.

In sum, vocabulary is not a syllabus, i.e., a list of words that teachers prepare for
their learners to memorize and learn by heart. Memorizing may be good and useful as a
temporary technique for tests, but not for learning a foreign language. Language students
need to learn vocabulary of the target language in another way. If teachers are really to
teach students what words mean and how they are used, they need to show them being
used together in context. Words do not just exist on their own; they live together and they
depend upon each other. Therefore, teaching vocabulary correctly is a challenge for

teachers and very important element in language learning.
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1.2.7 The Complexity of Vocabulary Learning and Teaching:

Researchers and theorists have pointed to the fact that vocabulary knowledge
teaching and learning is multi-faceted, “a disarmingly simple term for a complex
multidimensional phenomenon” (Harley, 1996). Due to this complexity, classroom
teachers must take a more comprehensive approach to vocabulary development for
students in order to reach a higher quality and quantity of L2 output (Swain, 1996;
Sanaoui, 1996).

There are three facets of this complexity: a) receptive versus productive vocabularies, b)
breadth versus depth of vocabularies, and c) direct teaching vs. contextual inferencing.
1.2.7.1 Receptive Vs. Productive:

One seemingly obvious duality of vocabulary knowledge is the receptive - versus
productive capacity of the L2 learner. Receptive vocabulary refers to the words and
expressions students can understand when reading or hearing them. Productive vocabulary
refers to the words and expressions that the students can use correctly when producing oral
or written language. In fact, both capacities need to be developed to communicate
effectively.

Paribakht and Wesche (1996) adapted the Gass (1988) framework for language
acquisition to the realm of vocabulary development. The framework specifies the stages of
vocabulary acquisition from first exposure to output:

1. Apperceived input: is when students are made to “notice” the vocabulary and then
connect it to past learning.

2. Comprehended input is similar to Krashen’s “comprehensible input” but goes a step
further in assuring that the student has understood it.

3. Intake is when the student uses the vocabulary in various situations.

4. Integration is the internalization of the new vocabulary.

5. Output is the use of the lexical items in the student’s production.

This hierarchical framework clearly delineates the middle processes needed to
move learners from the receptive stage to the productive stage. It is imperative that
repeated exposure and manipulation of the vocabulary be available for the learner to
internalize and in turn produce newly acquired vocabulary.
1.2.7.2 Depth Vs. Breadth:

A second dimensional facet to vocabulary acquisition, which is key to quality

language development, is depth of knowledge. Depth of vocabulary deals not only with
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meaning, but with morphology, phonology, syntax, sociolinguistic aspects, differences
between written and spoken uses, and strategies for approaching unknown words.

As teachers approach the challenge of teaching depth of vocabulary across the
curriculum, it is helpful to look at continua of vocabulary knowledge. Wesche and
Paribakht (1996) make reference to Cronbach’s categories of increasing knowledge of
words developed in 1942, which are:

1. Generalization: being able to define the word.

2. Application: selecting an appropriate use of the word.

3. Breadth of meaning: recalling the different meanings of the word.

4. Precision of meaning: applying the word correctly to all possible situations.
5. Availability: being able to use the word productively.

In looking at this continuum, i.e. range, it becomes clear that too often, pupils are
given the message that learning vocabulary only involves the very first level of word
knowledge. Teachers need to make a conscious effort to create activities that allow
students to develop their vocabulary to the highest level.

A second continuum to which Wesche and Paribakht (1996) make reference is
Taylor’s Categories of Knowledge. The categories are not hierarchical, but are key aspects
of full vocabulary knowledge (breadth of Vocabulary). Taylor’s categories are as follows:
1. Frequency of occurrence
2. Word register
3. Word collocation
4. Word morphology
5. Word semantics
6. Word polysemy and the relationship of sound to spelling
1. Knowledge of the equivalent of the word in the mother tongue
These two continua give a more comprehensive view of vocabulary knowledge than has
traditionally been considered by second language instructors. To effectively develop depth
of vocabulary knowledge, one needs to use a check list similar to Taylor’s to plan
classroom activities that address all lexical components.
1.2.7.3 Direct Teaching Vs. Contextual Inferencing:

The emphasis of most teachers' vocabulary instruction entails one main tactic--
encouraging students to pick up meaning from context. “Current pedagogical trends
emphasize incidental or indirect learning by resorting to contextual cues” (Duquette and

Painchaud, 1996: 143). Krashen professes that vocabulary is best learned through reading
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and that other vocabulary teaching approaches are not effective. “There is growing
evidence fo suggest, however, that inferring the meaning of new vocabulary in context is a
lengthy and error-prone undertaking which by itself, is an inefficient way of mastering
second language vocabulary” (Raptis, 1997: 567). Incidental learning is one way to
acquire lexical knowledge, but it may be ineffective and/or inefficient. Morrison (1996)
claims that L2 learners need to reach a certain “threshold level” before they are able to use
effective and inferencing procedures.

Guessing from context is not always possible, due to the learner’s limited ability
and also due to varied text construction. Texts range drastically in contextual quality. Due
to the reality that students will encounter texts which are not context rich, teachers must
offer both contextualized and decontextualized vocabulary learning activities.

Explicit instruction must also be planned for developing students’ productive skills.
Due to years of being encouraged to “just get the gist,” the learners’ immersion becomes
very comfortable with ambiguity. They must be pushed to accurately use the target words
in context (Swain, 1996). Lyster (1997) has shown the power of various modes of error
correction. In 1987, Lyster explained that without such correction, pupils’ immersion will
reach eighth grade and still be producing far from native like language and admits that
unplanned and explicit correction of lexical errors need to happen consistently in the
classroom.

Indeed, this crucial aspect of language learning is not to be left to chance .i.e. the
English vocabulary size and complexity should be tackled, selected, planned, managed,
represented, encouraged and tested in a way that makes these processes less effort and time
devoting than they used to be. In fact, among the many ways which lessen the complexity
of the aforesaid processes in vocabulary instruction, one strongly suggests the application

of computer-corpus data corpus.

1.3 English Vocabulary Instruction and Corpus Data:

With the new economic order and advances in computer technology, modern
communication has greatly increased international contact. This increasing global contact
has also affected the academic and business communities. It has also undoubtedly affected
language teaching and learning, especially English (Warschauer and Richard, 2000).
English has become a global language for international communication (Crystal: 2003).

Particularly because of Internet use growth, many more people can now read, write, speak,
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and listen to English via the computer. Accordingly, the Internet has become a tool for
language teaching and learning (Fotos: 2004 and Brown: 2000).

The use of modern technology in teaching languages has been noticeably
increasing worldwide over the past decade (Chen, Belkada, and Okamoto: 2004;
Pennington: 1999; Toyoda and Harrison: 2002). With the creation of the World Wide Web
(WWW), it has become possible and feasible for language teachers to make effective use
of instructional materials, especially in teaching language and culture (Belz: 2003 and
Thorne: 2003).

Vocabulary building is an essential component to language learning, and new
developments in technology provide new tools for learners. The role of data corpus i.e. a
collection of written and/or spoken texts stored by a computer; as a source for English
vocabulary selection and instruction to foreign language learners is increasing, as educators
recognize its ability to present authentic content that is based on accurate information
about present day usage; and to create familiar activity types with authentic language that
helps learners to use the language more naturally in their own conversations and classroom
speaking activities. In point of that, data corpus input serves as a means to manage the
effort and time consuming tasks of foreign language learning in general and vocabulary

instruction and acquisition in particular.

1.3.1 Data Corpus: Some Definitions:

A corpus (plural corpora) is a collection of written or spoken texts which are
assembled for the purpose of language study. In this respect, David Crystal (1991) writes

in his work, A Dictionary of Linguistics and Phonetics, a corpus means: “A4 collection of

linguistic data, either written lexts or a transcription of recorded speech, which can be
used as a starting-point of linguistic description or as a means of verifying hypotheses
about a language . Similarly, John Sinclair (1991: 171) defines corpus as “4 collection of
naturally occurring language text, chosen to characterize a state or variety of a
language. ”

Actually, written texts like newspapers and magazines can be stored electronically
in the computer by means of a scanner, a CD (Compact Disk), or the Internet. Spoken texts
like conversations are recorded and then the recordings are transcribed; that is, they are
written down word for word, so that the texts of these conversations can be fed into the

computer database and include American, British, Australian, teenager and even learner
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varieties of English (McCarthy, 2004). 1t is then possible to analyze the language in the
corpus with corpus software tools to see how people really speak or write,

O’Keeffe, McCarthy and Carter (2007) report, in their work From Corpus to

Classroom: Language Use and Language Teaching, that “Another Seature of a corpus, as

Biber, Conrad and Reppen (1998) point out, is that it is q principled collection of texts
available for qualitative and quantitative analysis ",
Following this:

> A corpus is a principled collection of texts i.e. not any collection of texts is a
Corpus as a corpus needs to be a representative data carefully designed in a way that its
qualities will often be Jjudged on how representative it is. In other Words, the design criteria
of a corpus would ideally capture all the essential linguistic and social variables for it is
important to scrutinize how a corpus is designed when buying, assessing or evaluating any
findings based on it and more importantly when assessing its representativeness.

> A corpus is a collection of electronic texts usually stored on a computer i.c.
Corpora are available on a computer. Data corpus is, therefore, amassed and can be
analysed by specially designed software. It may be available either in a form of written or
spoken texts or in both. If it is a data corpus of written language, texts may be entered into
a computer by scanning, typing, downloading from the internet or by using files that
already exist in electronic form. Corpora of spoken language, on the other hand, are much
more time-consuming to record, transcribe and assemble.

> A corpus is available for qualitative and analysis i.e. once a corpus is stored in a
database, one can analyze it both qualitatively and quantitatively. In fact, data corpus
illustrates this qualitative and quantitative analysis by providing answers to questions like
these:
* What are the most frequent words and phrases in English?
" What are the differences between spoken and written English?
* Which tenses do people use most frequently?
* What prepositions follow particular verbs?
* How do people use words like can, may and might?
* Which words are used in more formal situations, and which are used in more informal
ones?
* How often do people use idiomatic expressions and why?
* How many words must a learner know in order to participate in everyday conversation?
* How many different words do native speakers generally use in conversation?

A=
L/
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By means of corpora and software tools one can see how language is actually used.
Therefore analyses can not rely on intuitions or anecdotal evidence; instead they would

rely on what hundreds of different speakers and writers have actually said or written.

1.3.2 Data Corpus: Some Investments:

Data corpus is gathered and analysed for different needs: Studies on core areas
of linguistic structure (as grammar), lexicography (modern dictionaries are created by
exploring large corpora), language variation and language history, literary stylistics,
language learning (teaching), cultural studies (frequency and connotation of a political
ideology) and translation studies (parallel corpora more often used to describe translation
options and preferences).

As regards language learners and teachers, data corpus is applied for various
purposes. Learner’s dictionaries, grammar reference materials, vocabulary learning
materials and, more recently, course books have all benefited from the information in
corpora. Materials developed with corpora can be more authentic and can illustrate
language as it is really used. (McCarthy, 2004). This means that the data corpus-informed
materials (the frequency lists, concordance and collocation statistics) that they generate
enable language instructors to get to the facts about language use and insert the content that
present authentic and accurate information about present day use and usage.

In summery, a corpus is simply a large collection of texts that one can analyze
using computer software, just as one can access the millions of texts on the Internet. [t is
not a theory of language learning or a teaching methodology, but it does influence the
textbook writers and language teachers and users’ way of thinking about language and the

kinds of texts and examples they use in language teaching and learning.

1.3.3 Data Corpus Input and English Vocabulary Knowledge:

The purpose of this subtitle is to supply the reader with the knowledge data corpus
can gather and offer to a language vocabulary. More precisely, it intends to show what data
corpus can tell us about the vocabulary of the language under study; the English language.

A corpus is often divided into sections, or subcorpora, that contain different types
of English. For instance there are subcorpora of different varieties such as North American
English and British English, or different types of language as conversations, newspapers,

business English and academic English.
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Following this, the first thing to decide about is what kind of English syllabus
designers and language teachers want to base their material on for different corpora will
provide them different words and often with different uses of words to teach. For example,
the word nice is largely used for conversations than for academic written English. Another
example is the word see which is as frequent in conversation as in academic English, but
with different uses. In academic English, see is mostly used to refer to the reader to other
books and articles like in ‘see Jeremy Harmer, 2005°.In conversation see has a greater
variety of uses including the expression I see which means "I understand" and you see
which introduces what the speaker feels a new information for the listener; as in you see
have a neighbour whom I'm good Jriend wWith, as far as neighbour-wise. (Someone
describes his relation with his neighbour to a stranger).

So the teachers' choice of corpus may affect which words they will include in their
materials and which meanings of those words they will teach. For most learners, in general
English courses, the priority is speaking, so for these students it makes sense to base much
of the syllabus on a spoken corpus. Many language learners are asked to write in English,
especially for examinations, thus again it makes sense to refer to a corpus in which the
kinds of texts learners will have to write are included.

The benefit for teachers and learners of data corpus is that it supplies them with
easily accessible information about:

* Frequency: which words and expressions are most frequent and which are rare.

¢ Differences in speaking and writing: Which vocabulary is more often spoken and
which is more often written.

¢ Contexts of use: The situations in which people use certain vocabulary

¢ Collocation: Which words are often used together.
* Grammatical patterns: How words and grammar combine to form patterns.

* Strategic use of vocabulary: Which words and expressions are used to organize
and manage discourse.

A corpus, therefore, can be a very rich resource for writers and textbook writers for

the detailed view it can offer about how ‘real’ people speak and write in everyday

situations. Indeed, it can provide information about vocabulary, grammar, formality and

informality, the difference between spoken and written language.
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1.3.3.1 Frequency:
The frequency of words is shown and ordered in a frequency list. This latter, tells

us what words and phrases are used most often i.e. high frequency words; and which are
less used i.e. low frequency words.
Lists from the data corpus as the ones presented in work of Geoffrey Leech, Paul

Rayson and Andrew Wilson (2001), Word Frequencies in written and Spoken English:

based on the British National Corpus can give us lots of interesting information about the

written and spoken language alike.

The is the first word in the rank frequency list for the whole corpus (see Appendix E); the
five most common verbs (apart from parts of the verbs be, have and do) are said know, see,
get, and made; the most common nouns are time, people, way, years, work, government,
man, day, work, and life; the most common adverb is so. One can also see which words are
more frequent than similar or related words: Yeah is more frequent than yes; also is more
frequent than too.

In The 2000 Most Frequent Words (Brown Corpus) some plurals like years, people,
states, eyes, children and members are more frequent than the singular forms: year, person,
state, eye, child and member. Fore more details and examples see Appendix E. These
frequency lists raise questions such as: Why are the adverbs just and too more frequent
than grammatical items like does? Why is something more frequent than anything,
everything, and nothing?

As far as language teachers are concerned frequency lists will be useful for them to
make choices about what to tech and in what order to present their teaching materials. For
instance, teachers can see that many idioms are rare, so they can teach hem later in the
language programme. On the other hand, they can notice which items in a large vocabulary
set people talk about most, so as to give them priority in teaching. These vocabulary units
may include names of colours, types of music, clothing, health problems and the like.
(O’Keeffe, McCarthy and Carter, 2007) |

At this stage, one may enquire about the following query; should teachers teach the
entire top given word list and in the order in which they appear in data corpus? It may not
be possible to use all the items in the list, for a number of reasons. Some may be culturally
inappropriate, not suitable for class, or just difficult to use until learners have more
English. Moreover, it can be related to communicative needs of the language learners that
may be different from those of the people whose conversations are recorded on the corpus

data. For example, a word like homework which is a frequent word in any classroom,
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comes toward the end of the top 2,000 words, whereas words like supposed, true and
already which in the top 400, might be challenging for elementary learners. Indeed,
frequency, while important is only a guide.

1.3.3.2 Differences in Speaking and Writing:

As noted previously, corpus tools can give textbook writers and teachers
information about how frequent a word is in different corpora, therefore, they can compare
the frequency of vocabulary in say, newspapers, academic texts and conversations.

In the Cambridge Internationa] Corpus (ICI) the word probably is about five times
more frequent in conversation than in newspapers and ten times more frequent in
conversations than in academic texts, On the other side, however is eight times more
frequent in newspapers than in conversation and over twenty times more frequent in
academic texts than in conversation. The word actually has 1239 and just 147 Rounded
frequency (per million word tokens) in the spoken part and the written one of the British
National Corpus respectively. The awareness of such differences helps the language
teachers a great deal, to decide on whether to insert and present vocabulary units in a
written or spoken context.

1.3.3.3 Context of Use:

The corpus includes information about the speakers and the situations in which
different conversations take place. It is possible to see, for example, whether an item of
vocabulary is used by everyone in all kinds of situations, or mostly by people who know
each other very well, or mostly in more polite situations with strangers or work colleagues.
Information like this from large corpora enables teachers to present vocabulary
appropriately and to point out to their learners examples of more formal use such as
Goodbye vs. Bye and perhaps more importantly, very informal usage such as using the
word /ike for reporting speech (I was like "Hey!") or the expression and stuff (we have a lot
of parties and stuff).

1.3.3.4 Collocation:

The term collocation generally refers to the way in which two or more words are
typically used together. For example, one may say heavy rain but not heavy sun, or to say
we make or come to a decision, but we do not do a decision. Following this, heavy rain

and make a decision are often referred to as collocations.
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With collocation software teachers can search for all the collocations of a particular
word. That is, all the words that are used most frequently with a given word and especially
those with a higher than anticipated frequency.

This is particularly useful for finding the collocations of verbs like Aave, get, make,
and do which are often referred to as delexical verbs. These are verbs that do not have a
lexical meaning of their own, but take their meaning from the words that they collocate or
are used with. For example, the verb make has a different meaning in each of the
expressions make a cake, make a decision, and make fun of. therefore it is sensible to teach
verbs like these in expressions, as collocations, instead of trying to identify and distinguish
basic meanings, which is difficult and, in many cases, almost impossible.

Figure 2 bellow is an illustration that shows some of the most frequent collocates
of the words make and do .They include words that come immediately after the word
(make sure) and words that have two or more words after it (make a difference, make a
huge mistake).

Fig'ureZ: Collocations of the verbs make and do.

MAKE: sure, difference, sense, decision, mistakes, decisions, money,
Judgments, mistake, reservations, copies and effort.

DO: anything, something, things, job, well, nothing, work, whatever,
aerobics, gardening, stuff, homework and laundry.

Notice that although make is a frequent word, it collocates most strongly with a
higher-level, lower-frequency vocabulary. On the other hand, the collocations of do are a
mixture of very concrete, elementary items (homework, laundry) and more advanced
abstract or vague vocabulary (anything, something, things). Lists like these help teachers
and coursebooks writers to make choices about what to teach at different levels. (for more
examples see Appendix E).

At higher levels, collocations can be taught and practiced overtly and students can
be encouraged to write down collocations as well as single words. But even at the
elementary level, instructors can introduce the idea of words and expressions that are “used
together” even if they do not use terms like collocation or collocates, and then they can
encourage language learners to keep notes of these in their vocabulary notebooks. For
instance, teachers at elementary level may ask their pupils to think of words and
expressions that go with the verbs ‘Play’, ‘Go’ and ‘Read’. (For a discussion of this topic
see Lewis, 1993, 1997 and 2000; Nation, 2001; Thornbury, 2002).
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Indeed, knowledge of typical collocations gives learners power. Not only they will
avoid making mistakes, but they will also sound more native-like because fluent and
appropriate language use requires collocational knowledge.

1.3.3.5 Grammatical Patterns: (The Grammar of Vocabulary /The Vocabulary of
Grammar)

The corpus can show teachers the grammatical patterns that vocabulary forms- or
the grammar of vocabulary. This is very helpful with verb complements, i.e. Linguistic
items that and structures that that must follow or that usually follow any particular verb,
such as objects or infinitive verbs. This can answer questions about what forms are used
after certain verbs when the teachers' intuition fails them.

This fact would be better explained by means of this example; [Cited in Carter R. and
McCarthy M.: 2006) ].
Questions with the verb mind may include several ones including these; Do you mind...?

and Would you mind......? Without having a look at a corpus, four basic patterns seem

equally possible.

Request Examples

Do you mind +...... ing Do you mind helping me for a second?
Would you mind + ...... ing Would you mind helping me for a second?
Asking for Permission Exapmles

Do you mind + if Do you mind if I leave early today

Would you mind + if Do you mind if leave (or left) early today?

However, when we look at the phrases Would you mind and Do you mind in the
corpus data, one finds that two of these patterns stand out as being more frequent. Figure 3
includes a representative selection of examples of these phrases from the corpus. Each
phrase is shown in a concordance (see the example in Appendix E). A concordance is a
screen display of a word or phrase as it is used by many different speakers in the corpus.
The word or phrase one may be interested in is shown in the middle of the screen,
highlighted in some way, with the rest of the text — if any — before and after it. In figure 3,
each line represents someone’ speech using the phrase "Would you mind" or "Do you
mind".

Would you mind taking this day?
Would you mind taking this seat by the window because he...?

Would you mind talking to us just for a minute?
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Would you mind signing this form?
Would you mind?

Would you mind answering a couple of questions?

Do you mind if I take this?

Do you mind if 1 go get a drink first?

Do you mind if I put some makeup on real quick?

Do you mind if I uh take the um apple juice in the car?
Do you mind if I take these pretzels?

Do you mind us taping it?

Do you mind if I to put the thing on there?

Figure 3: Concordances of "would You mind" and "Do you mind" from the CIC.

In the aforementioned list one may notice that the both expressions, in some cases,
are used on their own as questions with no following words. Where the speaker continues,
one notices that do you mind is mostly used in the expression do you mind if...to ask for
permission to do something. Whereas, would you mind is mostly used as would you mind +
..ing to ask for requests. Moreover, one may point out that the more complex patterns with
an object (would you mind me asking... and do you mind us taping...) are also much less
frequent. Following this, teachers can make learners' life a little easier and teach the
frequent patterns first, leaving the complex structures until a later level.

In addition to seeing the grammar of individual words, the grammar of vocabulary,
language teachers and syllabus designers can also learn about the vocabulary used with
certain grammar structures — the vocabulary of grammar. For example, the corpus can tell
us the most frequent verbs used in the past continuous structure was/were +...ing. The top
ten are going, thinking, talking, doing, saying, trying, telling, wondering, looking and
working.

Notice that five of these verbs describe “saying” and “thinking.” In addition, 12
percent of the uses of was going to are in the phrases was going to say or was going to ask,
and 28 percent of the uses of was Irying are with similar verbs of saying and thinking
(McCarthy, 2004). Hence, it seems that these verbs are an important part of the vocabulary
of this structure. Then, why teachers would not teach this vocabulary with this structure, if
they want foreign language learners to learn the kind of usage they will hear from expert

users and native speakers.
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1.3.3.6 Strategic Vocabulary:

Teachers are familiar with the kinds of words and expressions that writers use
strategically to organize written texts, from simple conjunctions like and and however,
which organize ideas within and across sentences, and adverbs such as first, secondly, etc.,
which list ideas within a paragraph or text, to expressions such as in conclusion, which
signals that the text is about to end. Written texts are easy to find in newspapers, books, on
the Internet, etc., as models for teaching or our own writing. Yet, what is the strategic
vocabulary that speakers use to organize and manage conversations, and how can we find
it? To help coursebooks writers and language teachers answer these questions a corpus is
needed to analyze many different conversations. Next, they can start by looking again at
frequency lists to identify and analyze the kind of strategic vocabulary speakers use.

In addition to looking at single words, they can find in the corpus frequency lists
of phrases — vocabulary items that contain more than one word, sometimes called
“chunks,” “lexical bundles,” or “clusters” [see McCarthy and Carter (2002); O’Keeffe,
McCarthy, and Carter (2007)]. These lists contain “fragments,” or bits of language that don
not have a meaning as expressions in their own right, such as in the, and I and of the.
However, they can remove these to find expressions that do have their own meaning.
Examples are: (two words) you know, I mean, I guess, or something, (three words) a little
bit, and all that, (four words) or something like that, and things like that, (five words) you
know what I mean, as a matter of fact, (six words) it was nice talking to you; and all that
kind of stuff (seven+ words) a lot of it has to do (with) . . . (these expressions are taken
from the frequency lists in the CIC). It appears that some of these expressions are much
more frequent than the everyday, basic, single words that teachers would expect to teach at
an elementary level. Chunks such as I mean, I don't know and or something are more
frequent than woman, six and black. This suggests that teachers need to take chunks
seriously as vocabulary items to teach in a basic course.

» Vocabulary for Conversation:

In fact, the most frequent words and phrases that exist in conversations are also
found in written language. Examples are: grammatical items (articles, pronouns,
prepositions); common every day nouns, verbs, adjectives, adverbs (people, money, go,
see, different, interesting, still, usually) and modal items (can, maybe, should, probably).

In addition to these grammatical and common every day words and phrases, there

exist other items that distinguishes the spoken mode from the written one. Indeed, these
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items do reflect the interactive nature of conversation and give this latter its distinctive
character. These items are better described as being vocabulary of conversation rather than
merely vocabulary in conversation. Bellow is illustrations of this kind of vocabulary with
extracts from the corpus to show how people have actually used them.

1. Discourse Markers:

A discourse marker is a word or a phrase that organizes or manages the discourse in some
way. In this case the type of discourse is conversation.

Discourse markers are said to organize given conversations as a whole or just the
speaker's own speech. Examples include:

Anyway which speakers use with words like "so" and "well" to come back to the main
point after an interruption.

% Speaker A gets back to the main point of her story, using anyway.

A:[...] I won first prize.

B: Oh you always win.

A:1don’t win.

B: Yes you do.

A: And so anyway the prize was ten dollars . . .

# Speakers organize their own speech; an example is the expréssion I mean, which signals
the speaker is going to restate, repeat, clarify, or add to what was just said. '

Here the speaker uses I mean to explain what she means by “pretty much grown”:

[. . .] this is home for my kids now. Um they’re pretty much grown. I mean

they’re nineteen and seventeen.
2. Responses:

The very frequent words and expressions people use to react or respond to what
other people say, before adding their own contribution to the conversation, include
expressions of agreement like "exactly”, "absolutely” and "that's true" others of
understanding as "I know", "I know what you mean" and "I see" whereas "great"”, "that's
nice” and "that's too bad" are expressions that people often use when reacting to positive
or bad news.

3. Monitoring Expressions:

In conversation, speakers often involve the other participants to measure how the
conversation is going. For example, a speaker may use expressions like "you know what 1
mean”, or the shorter "you know", to check if others in the conversation understand,

sympathize with, or even agree with what he or she is saying.
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In contrast, expressions such as "you see” "let me tell you" and "actually” create
the opposite Impression that the speaker is “telling” the listener something that he or she
may not already know. These strategies are not Just luxuries or optional extras, but they are

important in creating "trye" dialogue and in creating "good" relationships between the

“hings, activities, or situations. Some of the most frequent are the phrases “or Something”,
¥ things like that”, "and Stuff”, "and everything” "or whatever” "gnd that kind of
‘ad "and that sort of stuff”. More formal eXamples are and so on, and so forth, and
“ese expressions basically mean “7 don’t need to say this in detai] because [
what I'm saying.
'/about autumn;
>

thing like that”,

~ Xpressions of Stance:

think”, or "fom my point of view". In other times, however, they present information as
facts about which they are very certair; With words and phrases Jike "definitely" " in fact”,
"as a matter of fact”, or less certain using "maybe” "probably”, "I don s know" or "I'm noy
Sure”. Sometimes they want to assure the listener they are being truthful: ", be honest
(with you)" is often used. [See Carter and McCarthy (2006), for more on stance. |
Conversations in COrpus appear 190 be full of these and other expressions and it

would be very difficy]t to communicate witpout them. They seem to be very important. F or
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knowledge pulled out from the corpus in their language teaching materials in general and
of vocabulary in particular.

The teaching of English vocabulary seems to be an important area worthy of effort
and investigation that may be enhanced by means of data corpus application. In fact, the
recent technologies, the electronically corpus data, has provided new teaching and learning
tools for language teachers and learners as far as the teaching, learning and developing of
language vocabulary is concerned. Indeed, data corpus seems to be a kind of information
that is potentially important to the language learners and even more useful to the teacher
and the course book writer. However vocabulary learning is not just a question of finding
words. It also requires active mediation on the part of the teacher in terms of word

selection and instruction.

1.3.4 What do Teachers Need to Teach about the English Vocabulary?

Traditionally, the teaching of vocabulary was mostly incidental, limited to
presenting new items as they appeared in reading or sometimes listening texts. This
indirect teaching of vocabulary assumes that vocabulary expansion will happen through the
practice of other language skills, which has been proved not enough to ensure vocabulary
expansion (Lewis: 1993).

Nowadays it is widely accepted that vocabulary teaching should be part of the
syllabus, and taught in a well-planned and regular basis. Some authors, led by Lewis argue
that vocabulary should be at the centre of language teaching, because ‘language consists of
grammaticalised lexis, not lexicalised grammar'. Therefore, the task of vocabulary
teaching and learning becomes a challenge for teachers and learners, alike, partly because
of the size of the task and partly because of the variety of vocabulary types to be learned,
including single words, phrases, collocations and strategic vocabulary as well as
grammatical patterns, idioms and fixed expressions.

According to Michael J. Wallace (1982), to “know” a word may mean the ability to:
= Recognize it in its spoken or written form.
= Relate it to an appropriate object or concept.
= Use it in the appropriate grammatical form.
= In speech, pronounce it in a recognizable way.
* In writing, spell it correctly.
= Use it at the appropriate level of formality.

= Be aware of its connotation and association.
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= Use it with the words it correctly goes with, i.e. in the correct collocation.

In the same concern, Richards (1976) and Nation (2001) list the different things
learners need to know about a word before one can say that they have learned it. These
include:

= The meaning(s) of the word.

= [ts spoken and written forms.

= What “word parts” it has (e.g., any prefix, suffix, and “root” form).

* Jts grammatical behavior (e.g., its word class, typical grammatical patterns it occurs in).

= Its collocations.

= [ts register.

= What associations it has (e.g., words that are similar or opposite in meaning).

= What connotations it has.

= [ts frequency.
To these, teachers could add whether a word has a strategic use and if it has any special
uses that are different in registers such as conversation or academic writing. Hence, they
may notice how important it is to use a corpus in order to give learners all the right
information they might need to master a word or phrase.

Actually, it would be unrealistic to teach everything about a word the first time it is
presented to learners — and any such attempt would make for some very tedious lessons.
Obviously, language teachers need to make choices about how much they teach on a first
presentation. For example, with the word like, in addition to its sound (spoken form) and
spelling (written form) instructors might choose to teach only one of its meanings (to enjoy
or to find something to be pleasant), with one grammatical pattern (I like+ singular or
plural noun) and some associated vocabulary (I like football/, cartoons...). At a later date,
teachers can add other meanings such as "to be similar to" (I have a car like that) or add
more grammatical patterns such as liket+ to+ verb (I like to play tenmnis). The choices
teachers make are influenced by factors such as frequency, usefulness for the classroom,
and “learnability” — how easy the item is to learn and to teach.

Language teachers can also take each type of knowledge from the list above and
make the learners aware of its importance and usefulness in building up their knowledge of
a word. For example, teachers can focus occasionally on how to express opposite or similar
meanings for a set of vocabulary they are teaching, show learners what is useful to learn
about the forms of nouns or verbs or how prefixes, suffixes can help vocabulary building

quickly. In fact, giving learners practice in manipulating these different areas of knowledge
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teaches useful learning strategies pupils can apply in learning other vocabularies. Schmitt
(2000) notes that teachers are also asked to encourage their learners to look at the different
meanings of a given vocabulary item for a gradual and incremental need and to show them
how they can come back to word they have previously "/earned" to add more information
about it, such as other meanings, or how to create an opposite meaning using a prefix.

Melka (1997) admits that another issue to consider is which vocabulary teachers
want their learners to be able to use when they speak or write (their active or productive
vocabulary) and which they want them to be able to recognize and understand but not
necessary produce (their passive or receptive vocabulary). It appears that learners often
feel frustrated when they can understand more than they can produce, but explaining this
fact of active vs. passive knowledge as a normal part of learning can be reassuring. When
you assign vocabulary lists to learn, why not include some passive vocabulary items and
discuss with students which items they need to learn “for understanding” and which they
need to learn really well so that they can use them. (But be sure that in practice or testing
activities, pupils are required to remember and use only the active vocabulary
productively.)

Additionally, even from the elementary level, Sokmen (1997) notes, it is important
to include in vocabulary lessons not just single words, but also larger “chunks” such as
collocations, phrases, or expressions, even whole sentences, as well as strategic
vocabulary. By building up a stock of expressions as well as individual words, learners can

assemble the language they need to communicate more fluently.

1.4 Conclusion

It is now clear that acquisition of vocabulary is as just important as the acquisition
of grammar. Teachers should have the same kind of expertise in the teaching of vocabulary
as they do in the teaching of structure and attach much importance to the vocabulary
teaching. Greater attention to vocabulary learning by teachers and students will result in
greater overall language progress. Powerful techniques for vocabulary growth should be
explored and exploited, so that language learners will be able to make their way more
easily to their proficiency goals.

In this chapter, constituting the literature review, the interest was firstly to shed the
light on the historical background, importance and complexity of English vocabulary

teaching. It secondly, highlights the application of computer corpus-data requirements as
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far as problems mainly related to foreign language teachers and learners are concerned in
meeting the challenge of English vocabulary teaching and learning in general. The next
chapter, however, strives to treat the above teaching and learning situation with close

reference to a particular case of study in the Algerian secondary school context.
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2.1 Introduction:

As far as the study's concern is third year learners' English vocabulary teaching and
learning in Algerian secondary school, it may pay attention to primary privilege education
system in Algeria, the learners and teachers’ linguistic background, invest the status of
English language in Algeria and its presence in their direct environment and, then, the EFL

vocabulary teaching materials in their textbook New Prospects. Later, the researcher

introduces the sample population the study is concerned with, the research questions, the
hypotheses, the research instruments and the research methodology to be followed in the

present investigation.

2.2 The Educational System in Algeria:

The Arabian Campus Web site describes the Algeria education system as follows:
Primary education is mandatory and lasts for nine years (Ecole fondamentale). This
education comprises two schools primary schools and middle schools. In primary schools,
pupils are taught two languages; modern stated Arabic and French. The former is
introduced from the first year. The latter, however, is instructed from the third year. The
English language is rather taught till the first year in middle schools and is curried out till
the last year in secondary schools and in higher education departments either as a main
subject in the English department or as an additional subject in other departments as
political sciences and physics .

Secondary education is compulsory and consists of a three-year cycle of study
provided in secondary schools and technicums. There are three branches of secondary
education: general, specialized, and technical/vocational. Students, in general secondary
and specialized secondary education, study for three years and sit for the Baccalaureate
examination. Successful students are awarded the “Baccalaureate de I’Enseignement
secondaire” in one of the various streams offered. The Baccalaureate gives access to higher
education but some institutions require it to be of a certain type (science, arts, etc.). The
objective of technical and vocational secondary education is to prepare students for active
life and industry (technicians and qualified workers).

Studies last between one and four years, according to the type of training
undertaken and can also lead to higher education. Higher education is provided by
universities, specialized institutes, national institutes of higher education, and teacher

- training institutes, which fall under the responsibility of the Ministry of Higher Education
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and Scientific Research, as well as by institutes run by other ministries. The specific
degrees awarded are determined by the field of study, not the institution. The Ministry of
Higher Education approves the curriculum, which is standardized for each field of study.
Algerian institutions also award graduate degrees (Diplémes de Postgraduation) in most

fields in which a Licence is awarded.

2.3 The Status of English Language in Algeria:

In the shade of Globalization, the English language has an indisputable status as the
first language all over the world as noticed by Baker (2003: 2) “English has become Sfirmly
established as the international language of the present time”. Being not only the language
of music, literature, politics, technology and/ or sciences, the English language imposed
itself in very single field of human beings’ daily life. As a result it becomes a hard task
nowadays for someone who does not know English to read an construction about a drug
or an other of how to make use of a household electrical appliances .If illiteracy’s
definition was restricted in the few past decades to those who do not know how to write
and read, it refers today and with no exaggeration to the person who does not master
English at least to know about its basic riles, adding to the computing sciences which is not
our concern.

Subsequently, a great interest and a large awareness’s wave of its importance are
increasingly rising day after day in deferent parts of the world mainly in the developing
countries, the case of Algeria. Where and even though the existing linguistic confusion
specifying in Algerian society, regarding the many unsettled questions like; what is the real
native language of the country either Arabic or ‘Tamazight’? And or what is the real
status of the French language in the Algerians’ daily speeches? Yet, the English language
found its way to the Algerian people in the early 60’s and 70’s mainly in respect to the
economic tendency of the country and as stated in the British council profile on ELT in
Algeria 1975 “Algeria’s interests in the field petroleum, natural gas, iron,
steel,....orientates her increasingly to the English speaking west..”. Moreover, Algeria
considers Algeria as: “a means to Jacilitate communication with the world, to have access
to modern sciences, modern technologies and to enlarge creativity in its universal
dimensions.”(Cited in Benmoussat: 2003)

Nevertheless and despite its importance, the English language remained and still in

a perpetual competition with French language at least in respect to three points:
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-Unlike the French, this is considered as a first foreign language English has the status of a
second foreign language.

-English is latterly introduced to the Algerian learners during their schooling in the 8™
A.F (Année fondamental/ fundamental schooling) in the middle school comparing the
French which is inserted in the 4™ A.F. In the primary school (in the 3™ year after the
reform).

-Thought its rank as a foreign language, the French language is part of the Algerian
learners’ daily life since they use it in their ordinary speech and it is present in their direct
environment in media like newspaper or on TV, and even in the official speeches of the
Algerian Official. Whereas, English is restricted to the classroom use only as a school
subject.

Considering that these differences between the two languages are quiet legitimate
in regard to the historical background of the French language comparing to English one in
the country .However , this confinement and restriction in use, only in the classroom, is
systematically, reflected on the kind of the Algerian learners’ language proficiency that
may vary between average and poor. Taking into account that statistically, classroom
exposure to English is about 524 hours counting 3 hours a week for a period of 7 years (4
years in the middle school and 3 in the secondary school), remains insufficient to master a
foreign language and meet learners’ communicative needs as explained by Mountford and
Mackey:

When English as a foreign language is taught to children at the primary

school and early secondary levels of education, it is generally taught with

a general aim in mind- that is regarded as a ‘good thing’ for them to learn

a foreign language as a part of a board definition. There is usually,

however, no immediate and specific requirement for such children to make

use of the language in any communicative situation. (1978: 2)

They carry on stressing the fact that “inevitably what is taught to primary and
secondary level children is not a communicative knowledge of the English language use,
but knowledge of how the syntax and lexical rules of English operate”. Hence, students
arriving at university lack many aspects of the language that negatively affects their
performances like the communicative competence which is required in the utilitarian
purposes, to travel abroad, to find a job, or simply to study which is the concern of the
actual research as stated by Brumfit (1979: 116): “The problem is that students and

especially students in developing countries, who have received several years of formal
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English teaching Jrequently remain deficient in the ability to actually use the language, to
understand its use, in normal communication, whether in the spoken or written mode”.
That is why, an immediate reconsideration and urgent changes must occur on both
English language status and the way it is regarded by the Algerian people as being
restricted to an international language, which considerably affect their proficiency.
However, despite the efforts and the emphasis of teaching this language as an important
part of the curriculum, English still remains a foreign language that can not be used in the
ordinary social life, so that its learners face many problems to express themselves with.
Baker notes that: “English is often used as an international language rather than as a

means of communication with English speakers not from English speaking countries”
(2003: 9).

2.4 _Algerian Learners and Teachers’ Linguistic Background:
Algerian pupils come from different linguistic backgrounds. Both Arabic —speaking

and Berber- speaking Algerians need to learn the official standard Arabic in their early
years of schooling .After their second year in schools, they undergo the learning of their
first foreign language, i.e., French (Benmoussat: 2003). By the age of 11-12, it is the turn
of their second foreign language namely English.

Linguistically speaking, Algerian pupils need to learn both low and high versions of
Arabic. This is known as “diglossia”. Diglossia is a form of bilingualism in which two
languages (dialects) are used habitually for different purposes or in different social (or
educational) situations (Lyons, 1970: 319). Two more languages are therefore being
learned by Arabic speaking Algerians before learning English. Berber-speaking Algerians
(mostly in Aures and djurdjura regions) need to learn three languages before English is
learned. Now as Berber has been recognized as an official language, it is introduced in the
school system. In some regions, student needs to learn “Tamazight”. Yet, both Arabic and
Berber languages share many phonological, morphological and syntactic features by virtue
of their cognate socio-linguistic family. On the other hand being Indo European languages
and with a rich historical socio-cultural heritage, English and French share many features.
It may be surprising to say that Arabic, Berber and English share many features, more
specifically phonological.

Algerian middle school teachers have undergone a one-year training period in the

technological institution. For many months, they have attended courses in their fields of
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specialty and actual teaching training. Graduation happens as a result of obtaining the
average between study and practice. After graduation they all of them are recruited directly
to middle schools.

In the Technological Institutions of Education (ITE), middle school teachers are
supposed to have attended 6 subjects: Applied Linguistics, Didactics, Grammar, Oral,
Phonetics and Written Expression. However, the teachers involved in the experiment have
not received any kind of training to teach English to first year middle school pupils. Most
of them have received training for 8 AF and 9AF. Thus they lack experience in the field of
teaching English to first year middle school pupils since the approach, the textbook and the
syllabus are different and many aspects that were not taught before, they are now
independent teaching steps, for instance the teaching of pronunciation. It is noteworthy to
say that technological institutions have ceased to be the main source of middle school
teacher supply. Instead, newly recruited teachers come from the university.

At present, the “licence”- the Algerian licence is roughly equivalent to the English
and American ‘Bachelor of Arts”, (B.A) — in English studies places any holder of this
degree at the open doors of the teaching profession in secondary schools. However,
become certified to teach English after having passed a regional written exam consisting of
related questions to the role of teachers in classroom practices. If the result of the exam is
positive, it will be followed by an oral testing (interview) that may attest the
mental/cognitive readiness of the candidate. Then, the approved candidate needs to be
confirmed as a ‘qualifies’ teacher by means of the CAPES examination — Certificat
d’Aptitude Professionnelle de 1’Enseignement Secondaire, which is equivalent to the
British Certificate in Education. At this level, teachers can embrace the teaching career and

climb up the promotion scale, acquiring more experience and savoir-faire.

2.5 The Teaching of English as a Foreign Language in Algeria:

The English language is the most widespread language used in the world. In fact, it
is now the dominant or official language in over 60 countries and is represented in every
continent (Crystal, 1997: 106). From this fact, it can be understood that the English
language is a vital means for communication for millions of people in the world.

In Algeria, English starts to be learned at about 13 of age, which is regarded by
many scholars to be the critical age for language learning. The delay in learning English

and the little exposure to this language make learners much influenced by their first
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language or by French. This influence is revealed at different levels: phonology, grammar,
word-for-word translation, etc. At the phonological level, learners find difficulty in
articulating some sounds especially in spontaneous speech. The English short vowel / /,
for instance, is most of the time replaced by the great majority of the students either by the
French open vowel /a/ in words like approximant, syllable, acquisition, theatre, addition,
according, etc. These examples involve believing that this kind of influence concerns
mainly English words which have the same form and similar meaning to those of French.
Researchers believe that the first language influence is more frequent in complex
word order and word-for-word translation of phrases. Duskova (1969), for instance, found
that interference from the other tongue was plainly obvious in errors of word order and

sentence construction when she studied written errors in the compositions of Czech post

graduate students (see Krashen, 1981:65).

2.5.1 The English Language Importance and Use:

During the twentieth century, numerous technology inventions and developments
have been facilitated communication between people from all walks of life and the
language that is most used is English, as the following quote proves: " most of the .
scientific, technological and academic information in the world is expressed in English"(
Crystal 1997:106).

At this stage one may enquire about the number of people who speak English, the
reasons for which they are learning English and the number of people who are learning it.

Drawing on David Crystal's, Encyclopedia of the English Language, the British council

provides the following figures:

- English is the main language of books, newspaper, airport and air traffic control,
international business and academic conferences, science and technology, diplomacy,
sport, international competitions, pop music and advertising.

- Over two thirds of the world's population scientists read in English and three fourth of the
world's mail is written in English.

- eighty percent of the world's electronically stored information is in English.

- Of the 200 million users of the internet, some thirty-six percent communicate in English.
- At any one time, there are 130,000 students learning English and other skills through the
medium of English in the British council teaching centers worldwide.

- Around 700,000 people go to Britain to learn English. They spend 700,000 million

pounds-possibly over one billion pounds.
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- The British English language centers products are worth 800 million pound yearly.

- English is spoken as 2 first language and a second language by around 735 million
peoples.

- Nearly 750 million people are believed to speak English as a foreign language.

- Algerians among them are twice as many as the natives or second Janguage speakers of
English.

Overall, what it comes down to is, language is the vital tool to thinking, social
interaction, transfer of knowledge and education. Also, it embraces uses in economic as
well as cultural transitions and eventually world common peace and common
understanding.

Having brought the English language into the Algerian context one may wonder
about the following questions: are the Algerians aware of these figures? And how do they
deal with the English language phenomenon? It may be fair to say that the Algerian society
at large is conscious towards the importance and uses of English. The true problem,

however, is the answer to the second question.

2.5.2 Foreign Language Teaching F inalities and Goals in Algeria:

The Algerian decision makers see the teaching of foreign languages, particularly
French and English, as a clue to:

« Communicate with different parts of the world.

« Have access to modern sciences and technologies.

» Make pupils autonomous in exploring and exploiting materials having a relation

with their field of study and be prepared to successfully seat for examinations.

Along with these finalities, the Ministry of Education states that the goals behind
the teaching of foreign languages are to achieve the linguistic, methodological and cultural
objectives. Actually, what matters most is that on€ should remind that these finalities aim
at supplying Algerian students with necessary pedagogical tools to develop learning.
Accordingly, finalities, pedagogical tools and principles of teaching and learning are
combined to reach the already established goals.

Indeed, one should assume that teaching English or any other foreign language o1
second language in Algerian schools is to enable learners develop their ability to
communicate in the target language. What is more, Algerians need English and French as

languages of Wider Communication to get in touch with technology sciences.
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As regards the English teaching objectives, in the 1976 Ordinance, the Algerian
political class states that students are supposed to communicate in the various forms,
aspects and dimension of English. Hence, four main categories of goals can be mentioned:
socio-cultural, humanistic, educational and academic.

Eventually, the study of English must imperatively be conceived with the objective
of helping the Algerian society to get harmoniously integrated in modernity. This means a
fully complete participation in a rising linguistic community of people who use English in
all types of transactions. This participation must be, therefore, based on sharing and
exchanging ideas as well as experiences in the field of science, culture and civilization.

This, indeed, will make it possible to know oneself and the other.
2.5.3 The Teaching of English before 2006 Education Reforms ( in

Secondary Education Level) :

English is considered to be the second foreign language in Algeria. Being a former
French colony, Algeria has always had French language classes in its school system. After
independence (1962), the authorities started the Arabization Process of the Country and
State Departments. Arabization started in schools first. On score of that, French classes
were started in the third year of the primary school. It is fair to say that French was kept as
a tool to teach scientific subjects, while the national language, i.e. Arabic, was used to
teach literary subjects.

Later, once the shift from primary to fundamental schools-education occurred,
French classes were pushed one year up. As an outcome, Algerian students started in the
fourth year of their primary schooling. By 1989, French became a school subject as any
other. As for English, it was introduced in the second year middle schools. The Algerian
students are to learn English as a subject for the next five years; three of which in
secondary schools.

Teachers' training in English could be done in two different institutions. In fact,
students (future teachers) interested in teaching in the middle school level are oriented to
technological institutions to study for one year. While those whose interest is to teach in
the secondary school level, need to undergo four years of studying English in the
universities.

Unlike French, English is seen as an additive bilingualism. This means that the
foreign language does not pose a threat to the learner's mother tongue or identity. Ideally,

foreign language learning is best curried out when prejudices are inexistent or ruled out.
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Actually, English has won the hearts and minds of Algerians for the Anglo-Saxon culture
does not seem to threaten the local culture or way of life in spite of the west movies and
pop music which take the younger generations by storm. Consequently, one may confirm
that despite all deficiencies and obstacles, English has a positive attitude from most
Algerians and, hence, much is to be done and expected in the learning and teaching phase.
When it comes to practice, instructors often must begin their work in the classroom
with little or no guidance to help them appreciate which methods work, how, and why. In
response, they may fall back on an outdated model for understanding language teaching
and language learning.
% Older model: Language learning is a product of transmission. Teacher transmits
knowledge. Learner is recipient.
This teacher-centered model views the teacher as active and the student as fundamentally
passive. The teacher is responsible for transmitting all of the information to the students.
The teacher talks; the students listen and absorb (or take a nap).
The teacher-centered model may be attractive to new language instructors for
several reasons:
eIt is the method by which they were taught.
oIt makes sense: The teacher should be the focus of the classroom, since the teacher knows
the language and the students do not.
o It requires relatively little preparation: All the teacher needs to do is present the material
outlined in the appropriate chapter of the textbook.
oIt requires relatively little thought about students or student activities: All students listen
to the teacher’s presentation, and then do related exercises.
However, experienced language instructors who reflect on their teaching practice
have observed that the teacher-centered model has two major drawbacks:
e It involves only a minority of students in actual language learning.
eIt gives students knowledge about the language, but does not necessarily enable them to
use it for purposes that interest them.
To overcome these drawbacks, language teaching professionals in the United States and
elsewhere have adopted a different model of teaching and learning.
% Newer model: Language learning is a process of discovery. Learner develops
ability to use the language for specific communication purposes. Teacher models

language use and facilitates students’ development of language skills.
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In this student-centered model, both student and teacher are active participants who share
responsibility for the student’s learning. Instructor and students work together to identify
how students expect to use the language. The instructor models language use, and students
then use the language themselves in practice activities that simulate real communication
situations. The active, joint engagement of students and teacher leads to a dynamic

classroom environment in which teaching and learning become rewarding and enjoyable.

Table: 1 Differences between Teacher-Centered and Learner-Centered

Instruction.

TEACHER CENTERED

LEARNER CENTERED

Focus is on instructor

Focus is on both students and instructor

Focus is on language forms and structures
(what the instructor knows about the

language).

Focus is on language use in typical
situations (how students will use the

language)

Instructor talks; students listen

Instructor models; students interact with
instructor and one another

Students work alone

Students work in pairs, in groups, or alone
depending on the purpose of the activity

Instructor monitors and corrects every
student utterance

Students talk without constant instructor
monitoring; instructor provides
feedback/correction when questions arise

Instructor answers students’ questions about
language

Students answer each other’s questions,
using instructor as an information resource

Instructor chooses topics

Students have some choice of topics

Instructor evaluates student learning

Students evaluate their own learning;
instructor also evaluates

Classroom is quiet

Classroom is often noisy and busy

Language instructors who have never experienced learner-centered instruction can
find it daunting in several ways.
* It requires more preparation time: Instructors must consider students’ language learning
goals, identify classroom activities that will connect those with the material presented in
the textbook, and find appropriate real-world materials to accompany them.
* It is mysterious: It’s not clear what, exactly; an instructor does to make a classroom
learner centered.
* It feels like it isn’t going to work: When students first move into small groups, they may

be slow to get started as they assess the assigned task and figure out group dynamics.
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It feels chaotic: Once students start working in their groups, the classroom becomes noisy
and the instructor must be comfortable with the idea that students may make mistakes that
are not heard and corrected.

» It sounds like a bad idea: The phrase “learner-centered” makes it sound as though the
instructor is not in control of the classroom.

This final point is an important one. In fact, in an effective learner-centered classroom, the
instructor has planned the content of all activities, has set time limits on them, and has set
them in the context of instructor-modeled language use. The instructor is not the center of

attention, but is still in control of students’ learning activities.

2.5.4 The Teaching of English after 2006 Educational Reforms in Algerian

Secondary Schools:

The teaching of English as a second foreign language in Algeria to secondary
school pupils in general and third year pupils in particular, after 2006 Education Reforms
implies a whole process going through an immense work of plan of designing syllabuses,
devising accompanying documents and conceiving textbooks. This is part of a global
framework to teaching different subjects in Algerian schools, whose common point is the
choice of an appropriate methodology, approach, centered on the learenrs' gradual
autonomy. As a matter of fact, the Competency-based Approach has been adopted for
English teaching just as to ensure interdisciplinary coherence. An adequate teacher training
course is, therefore, undoubtedly the necessary step to implement an efficient educational
policy to familiarize Algerian teachers with the innovative method.

The significance of the target language requires that school allow more time for
communication so that the language learner acquires abilities (through language activities)
to interact with his classmates as well as the adults around him. These abilities, acquired
through listening, speaking, reading and writing serve three types of objectives.

1. Linguistic Objectives:

-To equip the learner with the basic amount of the language material (grammar, phonetics,
vocabulary and the four language skills) that will help him carry on his studies and learn
the language adequately.

2. Methodological Objectives:

-To promote the pupil's learning strategies aiming at autonomy so he can deepen, develop

and increase his knowledge.
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-To make the pupil acquire methods for the working and thinking (organizing, coherence
and relevance) i.e. study the skills to get the pupils acquire strategies for self-evaluation.

- To get the pupils be able to use and exploit various documents and feel interested in
subjects that are not treated in class.

3. Cultural Objectives:

Cultural objectives contribute to make the pupils open up their mind through discovering
the context of English civilization and culture. This implies necessity to:

- identify the pupil's real needs.

- regard English as a real tool of communication.

-develop oral communication (listening and speaking skills) and written communication
(reading and writing skills).

- set up situations of real communication.

- choose subjects according to the pupil's age and interest.

- Focus on learner-centered- method.

- use suitable teaching aids (iconographic and audio-visual).

The approach by competencies consists of using knowledge acquired at school in
different and significant contexts of use that will make it viable and durable. Indeed, by
helping the pupil to give sense to his learning, the approach makes him acquire intellectual
competencies and develop processes that are necessary to the assimilation and the use of
his knowledge. It also makes the pupil become aware of the resources he develops and

teaches him how to re-invest the learning outside or in other disciplines.

2.5.5 The English Foreign Language Teaching Syllabus:

The newly build syllabus contains a short introduction making explicit the finalities
of the English language teaching, as set by the Ministry of Education. From these finalities
derive linguistic, methodological and cultural objectives. It is worth reminding that these
finalities aim at supplying Algerian learners in the necessary pedagogical tools to promote
learning.

2.5.5.1 The Third Year English Textbook New Prospects:
New Prospects is the TEFL textbook intended to teach English for pupils

embarking on the third year secondary school level, regardless their streams. It complies
with the new English syllabus as laid out by the National Curriculum Committee of the
Ministry of National Education in March 2006.
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Three major features of the syllabus have been given careful consideration in
designing this book:

v" The fact that the Baccalaureate is exclusively of the written code;

v’ The emphasis on the thematic orientation;

v" The need to cater for the pedagogical requirements of all Baccalaureate streams.
Naturally the overall approach remains basically competency-based, learner-centered and
project-geared.

2.5.5.2 The Competency-based Approach:

The Competency-based Approach is an approach that appeared in America,
precisely in Canada and the U.S.A. These parts of the world receive many emigrants each
year form different parts from the world. They are of different races, customs, languages,
cultures and educational levels. They are in need of special and specific courses in order to
behave properly in the society; so a very language policy must be established for their
integration both in the new society and to have a positive effect in their work places. It has
been developed in the above regions to give a hand to immigrants and refuges to learn and
acquire English and skills at the same time. Like the communicative approach, the
competency-based approach bases its teaching on interaction; it focuses on developing the
language to perform different skills. It is an approach aiming at establishing a link between
the learning acquired at school and the context of use outside the classroom. This approach
enables the learner to know how to: learn, to share, to exchange and to cooperate with
others.

In Algeria, the Competency-based Approach appeared first for economic purposes
and a political decision whose objectives are to face the influence of globalization. It was
also used to create coherence between school syllabi and makes the Algerian learner
reinvest his knowledge while performing at schools as well as at social or professional
levels. It is an approach aiming at establishing a bridge between the learning acquired at
school and the context of use outside the classroom in the pupils' own environment with
his parents, friends and even the teachers of the disciplines. In sum, it is a learner-centered
approach that enables the learner to learn how to learn, to share, to exchange and to
cooperate with others.

New Prospects, the English textbook, requires the use of the competency-based

approach through the development of competencies and communicative skills. Thus, it

highlights the characteristics of the aforementioned teaching approach that is based a lot
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on the active contribution of the pupil in the process of learning English as a foreign
language. (

2.5.5.3 The Main Textbook Characteristics:

In fact, the current textbook New Prospects is the official textbook designed by the

Ministry of Education for all the pupils in their third year of English language study in the
secondary school. The manual is a pedagogical document that handles the new official
syllabus adopted within the framework of the recent Education Reform. The syllabus is
communicatively oriented and thematically organized. The units which the textbook
includes are set with various topics and language functions, structures, components, skills
and strategies. Thus is ensured the possibility of conveying all aspects of the syllabus
within the four units which each stream is expected to engage with. For example, literary
stream learners are in charge with the first four units in the manual.

New Prospects contains six units: “Exploring the Past”, “Ill-gotten Gains never

Prosper”, “Schools: Different and Alike”, “Safety First”, “It’s a Giant Leap for Mankind”

and “Keep Cool!”. Each file is presented with varied colourful illustrations. Every unit
comprises two main parts with two sequences each. The units are followed by the
“Listening Scripts”, a “Grammar Reference” and a “Resource Portfolio”.

The first part in each unit is called, Language Outcomes, is divided into two
sequences: “Listen and Consider” and “Read and Consider". The former contains rubrics
which are: getting started, let us hear it, and around the text. Actually, this sequence is
composed of ‘grammar explorer’, ‘vocabulary explorer’ and ‘pronunciation and spelling’.
The latter holds the getting started, taking a closer look and around the text rubrics.
Similarly, this sequence contains the ‘grammar and vocabulary explorers’ and
‘pronunciation and spelling’.

Both sequences close with a rubric entitled Think, Pair, Chare. The tasks in this
rubric aim at getting the pupils to re-invest in speaking or writing, the thematic and
language elements acquired throughout the sequences by foregrounding a particular
function (advertising, comparing, informing, etc.). The purpose of these two sequences is
to work on the language dimension of the texts by the study of grammatical structures,
vocabulary, pronunciation and spelling. What is aimed at is getting the learners to
internalize the thematic and linguistic ‘tools’ they will make use of, more naturally so to
speak, in the second part of the unite.

The second part of the unit, Skills and Strategies Outcomes, is essentially concerned

with the structural and discursive aspects of the texts. The interest shifts now to
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compositional skills and communication strategies. This part comprises two sequences:
“Listening and Speaking” and “Reading and Writing” focusing on the awareness and
practice of primary skills (listening, speaking, reading and writing) and social skills
(collaborative work, peer assessment, responding to problem solving situations...) inside
and outside the classroom. They are aimed at getting the pupils to eventually concretize in
the “ Saying it in Writing” and “ Writing Development” rubrics what is termed in the
official syllabus as ‘L’objectif terminal d’intégration’. As far as the present research in
concerned, one opts for the vocabulary teaching and learning analysis of the first part with

its both sequences in every unit within the given textbook.

2.5.6 The Vocabulary Element in New Prospects:

The vocabulary element is independently treated in a step called “vocabulary
explorer” in the sequences “listen and consider” and “read and consider” of every unit. A
far as the present study is concerned, the researcher considers the first part in every unit i.e.
Language Outcomes; the third step in each file named as vocabulary and sound building

among which the phase of vocabulary explorer is highly regarded.
2.5.6.1 The Vocabulary Teaching Materials in New Prospects:

The textbook includes six files with various themes and topics. The vocabulary
element is shown in the step called vocabulary explorer. This latter in both sequences of

language outcomes throughout all the units in New Prospects includes a range of

vocabulary teaching elements and tasks.
% Unit 1: “Exploring the Past”.

The vocabulary teaching materials the first unit offers are:
% Linking adjectives + prepositions.

e.g. good at, depend on.
% Linking verbs + prepositions.

e.g. believe in, derives from.
%+ Negative prefixes: e.g. dis- and de-

% Suffixes: e.g. -tion, -ment, -ed, -able, -ic and —ty.

“ Unit 2: “Ill-gotten Gains Never Prosper”.

% Suffix —ly: e.g. honest- honesty; responsible- responsibility.

 Prefixes dis-, il- : e.g. honest- dishonest ; approve- disapprove.
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= Unit 3: “Schools: Different and Alike”.
% Forming adjectives with —al and -ive: e.g. educational, reflexive,
innovative, responsive, constructive, effective...
% Forming nouns: verb + ing. E.g. teaching, learning, training...
< Forming nouns with —tion. E.g. education, completion.
% Unit 4: “Safety First”.
% Verb + Preposition. E.g. accused X of Y, protect X from Y, provide X
with Y, suffer from X.
<+ Forming adjectives with —y. e.g. greed- greedy, speed- speedy, milk- milky.
% Unit 5: “It’s a Giant Leap for Mankind”.
% Forming nouns from nouns: e.g. science- scientist, astronomy- astronomer.
¢ Forming nouns from verbs and adjectives: e.g. weigh (v) — weight (n), hot
(adj.) — heat (v and n).
% Forming singular and plural nouns from verbs: e.g. believe (v) — belief (n.
sing.) — beliefs (n. PL).
% Unit 6: “Keep Cool!”
% Forming adjectives from nouns with -ous, -ful, -ic: e.g. courage -

courageous, faith — faithful.

0,
0.0

Forming new words with self- : e.g. self-centred.

K/
L4

Forming nouns with —ness and —ty: e.g. kind — kindness, loyal — loyalty.

K/
0.0

Forming verbs with —en: e.g. tight- tighten.

2.5.6.2 The Vocabulary Learning Strategies in New Prospects:

The teaching of learning strategies has been extensively discussed in different
aspects in foreign and second language teaching (Cohen, 1998; Ellis, 2001; Oxford, 2002).
Researchers have pointed out that strategies may help students learn to learn (Oxford,
2002; Mariani, 2004; Chamot, 2005), contributing to a better development of linguistic,
communicative and pedagogical skill, including autonomy and the management of the
learning process. In this sub-title, key strategies in vocabulary teaching will be discussed as
far as the textbook under study is concerned.
% Dictionary Use:
Dictionaries, both bilingual and monolingual, are an independent word learning
strategy which teachers and textbooks require learners to make use of. Actually, it is a

strategy of self-learning as pupils would be encouraged by themselves to consult a
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dictionary whenever a word looks familiar but the sentence in which it is found makes
strange sense, or no sense at all.

In writing, instead of merely underlying the incorrect use of difficult words, the
teacher could require the student to look up each of them in the dictionary and practice
their use. Such consistent use of the dictionary is likely to develop in the learners an
awareness of the pitfalls that words may conceal. Miller and Gildea (1987) criticize the use
of a dictionary for word learning for the limitations of this practice. In fact, because
definitions provide only a superficial level of word knowledge and rarely show students
how to use the words, vocabulary instruction must move beyond the definitional level of
word meanings.

For instance task one in page 18, in the step of vocabulary explorer, teaches at first
learners some targeted words that are related to the theme “Exploring the Past” of unit one
and the teaching strategy the task requires is dictionary use. These words are verbs among
which you would find: emerge, flourish, evolve, develop, collapse, rise, decline, spread,
vanish, mature, disappear, bloom...etc. Then, pupils are asked to place the words in a
curved line representing the rise and fall of civilizations. This is another learning strategy
that helps learners to group words into semantic fields and to facilitate their memorization.

% Thematic Grouping:

One basic strategy in vocabulary learning is thematic grouping, or just grouping.
This strategy involves the selection and grouping of vocabulary in topics or themes. The
topics or themes may be situations, places, feelings, subjects, jobs, among many other
possibilities. The primary purpose of this strategy is to provide students with basic
contextualization and memorization techniques. Thematic grouping has been widely used
in coursebooks, dictionaries (monolingual and bilingual) and picture/photo dictionaries,
explicitly or implicitly, in a range of teaching methods and approaches. This strategy may
be put into practice in a number of techniques, which include monolingual or bilingual lists
and theme-based syllabuses.

% Gap-fill:

Gap-fill tests require learners to recall the words already ‘learned’ from memory in
order to complete a sentence or text. Therefore, tasks of this type seek to test the pupils’
ability to choose from a list or produce words rather than merely recognizing them.
(Thornbury: 2000). In this task, knowledge of a wide range of word types, including the

grammar structures mainly tenses is tested. Moreover, the ability to make choices and

60



Chapter Two Case Study: Data Collection

omissions among the propositions available and complete the gaps depends on
understanding of the context.
The above learning strategy is ‘widely’ used as far as EFL vocabulary teaching and

learning is concerned in New Prospects. Pupils, in all the textbook units, have at least one

task in each vocabulary explorer step that requires them to fill in blanks in texts with a
given set of words ( task 2 in pages 18, 26 50 and 110; task 4 in page 57 and task 3 in
pages 80 and 88).
For example, the second task in page 18, in unit one / vocabulary explorer step, asks pupils
to fill in the blanks in a text with appropriate words from the curved line in the previous
task and to exclude some of them for being irrelevant.
“ Contextual Guessing
One important skill for the learner’s future comprehension tasks is guessing
unknown words in context. Contextual guesswork means inferring meaning from clues in
the context. There are three ways of doing this. Firstly, learners should be explained the
theory behind ‘guessing’, in other words, guess through incidental and intentional reading.
Secondly, the proportion of unknown words to be guessed in the text; learners should know
90% of the words in the text. F inally, what can be learned from the context; in othef words,
learn the part of speech of the word, its collocation and the various forms the word can take.
In unit six, the last unit in the textbook, task one in page 178 requires pupils to guess the
meaning of some phrases from the context of a given text, to write a definition to each of
them and to use them in illustrative sentences of their own.
% Word Formation: Affixes learning

Another popular strategy for learners to develop on is the knowledge of affixes.
Most words are made of other words. Unfortunately, the importance of word-formation
processes (Carter and McCarthy: 2006) seems to be underestimated in foreign languages
teaching. In ESP (English for Specific Purposes) courses, in which needs analysis is
fundamental (Hamp-Lyons, 2001; Dudley-Evans, 2001), the teaching of some suffixes and
prefixes plays a central role in vocabulary teaching and learning, mainly in reading
courses. This kind of knowledge could help learners develop strategies to learn vocabulary
and to infer possible meanings of unknown words. Understanding the meanings and use of
some prefixes and suffixes can make the vocabulary learning process easier and faster.
Pupils should know that the suffix -er basically means the agent (person or tool) which
performs the action expressed by the verb: teacher — the person who teaches; learner — the

person who learns.
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The reason for this approach to developing basic metalinguistic knowledge of word
formation is very straightforward: students must learn reading strategies that will enable
them to read in their academic or professional contexts. Besides, this linguistic knowledge
provides students with better tools which can accelerate vocabulary learning and develop
learning strategies for reading in a foreign language.

Fortunately most tasks, in vocabulary explorer step, are related to word affixation
(tasks 3 and 4 in page 27; task 2 and 3 in page 57; task 1 on page 110; task 2 page 178 and
task 4 in page 170). For instance, task one in page 26 asks pupils to complete a table with
the missing member of each word ‘family’ whenever possible. Actually, they are required
to derive a noun, an adjective and adverb from a verb (e. g. invent) or a noun, an adverb and
a verb from an adjective (e.g. responsible). The task offers knowledge about word form
(spelling and pronunciation), word parts (prefixes and suffixes) and its grammatical
behaviour (verb, adjective, adverb or noun) and uses the vocabulary teaching strategy
termed ‘word formation’. Other learning strategies are summed up in the following.

Below are the kind of activities pupils can find in their textbook to learn vocabulary:
*Readings: they are normally followed by true/false/not mentioned statements, or by
questions, so that they can use scanning and skimming strategies ( in Task 3, p. 16;)

* Completing Lists or Tables: they are very useful exercises to review old vocabulary (in
Task 1 p.26).

® Ranking words: from a list of words written at random, and that usually belong to the
same semantic field (in Task 1, p. 18).

® Writing the words under the correct category heading (in Task 1, p.57; Task 2, p. 88,
Task 1, p. 139; Task 1, p. 169; Task 2, p. 178).

* Circling the odd word out (in Task 1, p. 50).

* Completing the sentences/texts with the words in the box (in Task 2, pp.50-51; Task 2,
p. 110).

* Meaning Guessing from context (in Task 1, p. 178).

* Using some words in illustrative sentences (in Task 2, p. 139).

* Choosing the right word (In Task 2, p. 118).

* Filling in the gaps with a suitable word (in Task 3, p. 88).

* Matching the parts to make complete words, set phrases, etc. (in Task 3, p. 19).

* Matching words with their associated words (in Task 2, p. 139).

* Finding adjectives/verbs/prepositions, etc in a text (in Task 1, p. 118; Task 1, p. 139).

* Matching words/phrases with their definitions (in Task 1, p. 147).
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* Word building: adding prefixes (in Task 3- 4, p. 27; Task 3, p. 57; Task 4, p. 170).
* Word building: adding suffixes (in Task 3- 4, p. 27; Task 2, p. 57; Task 1, p. 110; Task
2,p. 178).
* Word building: deriving word ‘family’ (in Task 1, p. 26; Task 2, p. 169).
" Replacing for a synonym (in Task 1, p. 79).
* Looking for word collocations (in Task 2, p. 79).
Having analyzed and discussed EFL vocabulary teaching and learning elements and

strategies in New Prospects, one would further this discussion to the other components ( the

doers) that any teaching and learning situation involves, i.e. teachers and learners.

2.6 The Situation Analysis:

As mentioned previously, during the last decades, the English language has been

firmly established as the uncontested international language all over the world. As a result,
a great interest in teaching and learning it is increasingly rising.
In fact, learning a foreign language is based on the master of its vocabulary, which exerts a
great influence on one's expression in communications. Both teachers and learners need to
pay much attention to the learning of English vocabulary because a widely productive
vocabulary is essential in enhancing a language learner's skills.

2.6.1 The Statement of the Problem

Knowing that most third year secondary school learners have laid a "good"

formation of English grammar in their prior English learning, one of most arduous jobs in
their last secondary school year is to master so many words as possible so as to be ready to
join any given stream in their further studies. Thus, to help pupils enlarge their vocabulary
has become one of the most important tasks secondary school teachers have to fulfill in
their English teaching.

Those who have experience in learning a foreign language must know that at the
beginning or in the end, vocabulary is always one of the biggest problems in language
learning. It is possible for almost many foreign language learners after a certain period of
learning time, to pronounce many words sufficiently correctly and to know at least some of
the basic structures and grammatical rules of the language. Yet it may be more difficult for
them to possess a range of vocabulary, which is wide enough to satisfy their needs in

communication.
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Most teachers of English in general and secondary schools' teachers in Algeria in
particular and probably elseWhere, regard English vocabulary as the most difficult a
complex, and boring teaching aspect for he huge number of English words, entries and
vocabulary knowledge they possess. Indeed, it is noticed that syllabus designers and
teachers meet serious difficulties in dealing with the steps of vocabulary selection (which
words to teach first and which ones to keep later on), presentation (which techniques and
ways to use for the presentation of the target vocabulary) and the retention (which kinds of
tasks that teachers can set learners in to help move words in long-term memory).

In dealing with this teaching situation, the application of computer corpus data
based on learners' needs should be adopted. It is essential to identify the academic needs
before designing a language course (Munby: 1978).Therefore, students' needs and interests
and corpus requirements should be taken into consideration when designing teaching
materials. Such identification is likely to increase the teachers' awareness to the learners'
needs and to the recent technological teaching tools and thus help course designers to

design more efficient English courses in general and vocabulary teaching in particular.
2.6.2 The Research Questions

Actually, after a careful evaluation of the enquiries course designers face before,

while and after teaching English vocabulary, the researcher decided to investigate them,
seeking to answer the following questions: What beliefs do EFL teachers and learners hold
about English vocabulary learning? What barriers and strategies do EFL teachers and
learners encounter while teaching and learning vocabulary in their language classes using

the textbook New Prospects? How can data corpus ease the burden and facilitate the

processes involved in English vocabulary selection and instruction? What are the EFL
teachers’ and learners’ perceptions regarding the application of data corpus in their EFL
language classes? From these questions the following hypotheses are formulated.

2.6.3 The Research Hypotheses

As a first attempt to answer the preceding questions the researcher formulated the

following hypotheses:
*EFL teachers and learners in Algerian secondary schools would regard vocabulary
teaching and learning important to language learning and at the same time a difficult

task.
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= Both participants might display a lack of interest and motivation to EFL vocabulary
teaching and learning. As a consequence, teachers may opt for a range of flexible
teaching techniques and learners for learning strategies to go beyond these barriers.

= Data corpus as an informed materials would enhance EFL vocabulary knowledge and
selection and may motivate teachers and learners for they can be sure that the language
they are practicing is ‘modern’, i.e. used in everyday situations, and targeted to
situations they are likely to find themselves in and corresponds to what they will hear
and see in real conversations, movies, radio and TV shows, newspapers, books, Internet
texts and magazines.

= Both teachers and learners would welcome the idea of applying corpus data, as an

informed material, in their EFL vocabulary teaching and learning materials.
2.6.4 The Objectives of the Study

The present theses focuses on the teaching of vocabulary in foreign language

classes and attempts to show that vocabulary has an important place in foreign language
education. The main aim of the theses is threefold.

1- To give an overview of how the teaching of vocabulary is viewed in literature on
foreign language education and bring together the most important ideas and
suggestions for teaching vocabulary.

2. To examine the teaching and learning situation of EFL vocabulary in Algerian
secondary school level; the case of third year literary stream pupils.

3. To raise awareness and give importance to the application of computer corpus-data
in the field of language vocabulary teaching by highlighting some suggestions and
recommendations which may overcome to some extent the difficulties teachers encounter
as far as vocabulary knowledge, selection and instruction are concerned.

After having described the educational situation the present study is based on; and
decided on what data to collect. The researcher would, then, decide about the research

methodology i.e. the data collection procedures.

2.7 The Research Methodology
2.7.1 The Choice of the Method

The choice of the method is mainly based on the problem of the investigation. In

fact, the nature of the problem, the population and the data to be collected make the

researcher decide on one of many methods.

65




Chapter Two Case Study: Data Collection
\

As the research work, one undertakes attempts to analyze the English vocabulary
teaching in the third year secondary school syllabus and the problems facing the English
foreign language teachers and learners, the researcher opted for the descriptive approach.
Moreover, knowing the learners' actual needs and drawing the link between English
vocabulary teaching and computer corpus data would be more fruitful by means of the
descriptive method than registering their past needs and learning tools. Hence, the
historical approach does not fit the present research; similarly, the experimental study
would be of no usefulness if one considers that nothing new would be tested and that the
researcher will only describe, report and analyze conditions of the current situation.

One decided, therefore, to focus on the descriptive status of the method than on the
experimental one, influenced by the view that a good understanding of the problem is
better gained through a description of the situation rather than speculating about the
possible solutions.

The descriptive approach, indeed, would be more adequate for this research
because the work is mainly based on definitions, description and analysis. Besides, in order
to highlights the impact and the relation between English vocabulary teaching and corpus
data, the researcher opted for the use of the aforesaid approach, which will permit one to
identify this relation and collect the needed data about the subject under investigation. One
would also attempt to provide the language teachers and learners alike with some
suggestions for their development in the field of English vocabulary teaching and learning

to third year English school pupils. |
2.7.2 The Sample Population

To obtain the needed data regarding the English vocabulary teaching and learning
situation as far as third year secondary school level and literary stream is concerned, the
researcher deals with two samples chosen from the two different and meanwhile inter
related populations.

Following the requirements of the present research, one needs both a population of
learners for the administering of a questionnaire designed for the given English foreign
language learners. Along with, a population of English foreign language teachers for the
administering of a questionnaire and a semi-structured interview designed for teachers.

The population of pupils concerned by the present paper is third year literary
stream pupils. One third year literary stream class (of 35 pupils) is presented as a sample

among the 3 classes representing different literary, scientific and technological streams.
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The concerned class is mixed between two different streams: third year “Letters and
Philosophy” and “Letters and Foreign Languages” in Daoud Mohamed Eldjabli
Secondary School at Remchi (Tlemcen) enrolled for the academic year 2009-2010.

The two streams share the same fact, that is, the subject matter of English is a
primary one besides Arabic and French. Therefore, both streams are supposed to have an
acceptable proficiency in languages since it reflects a personal predetermined choice and
fits a given profile before the final orientation.

The pupils sample population stands for learners from “letters and philosophy” and
“Letters and Foreign Languages” streams. It is made up of thirty five (35) pupils. There
are 29 girls and 6 boys and from the whole 7 are repeaters.

Randomization will be the strategy used to choose the sample. The researcher will
opt for this method because in random sampling, according to Brown (2001:72) "each
individual in the populations must have an equal chance of being selected", which
reduces the effect of bias and enhances objectivity.

The population of teachers for this study is of 10 teachers, those who have taught
English for the years, before and after the Educational Reform (2006). There are six
female teachers and 4 male ones.

Actually, since the thesis is an analytic study of attitudes, opinions and application
both teachers and pupils' perceptions toward the subject under investigation will be of
relevance in this research work. The researcher, therefore, will need the use of the sample
population of both teachers and pupils. Following this, the more attitudes and opinions
the researcher collects the closer one is, to reasonable suggestions and effective

solutions.

2.7.3 The Research Instruments

After one has limited the intended population and taken the sample, the researcher
has decided on the use of questionnaires and structured interview. In order to collect the
necessary information for the present research paper and to bring more consistency to the
study one has opted for the combination of the two aforesaid research tools.

2.7.3.1The Questionnaire:

Questionnaires are printed forms for data collection, which include questions or
statements to which the subject is expected to respond. They require subjects to provide
information in response to a stimulus provided by the researcher. The answers in

questionnaires are usually expressed in a written form. In this sense Brown (2001: 6)
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writes “questionnaires are written instruments that present respondents with a series of
questions or statements which they are to react either by writing out their answers or
selecting from among existing answers”.

In second language acquisition research, questionnaires are used mostly to collect
data on phenomena which are not easily observed, such as attitudes, motivation and self-
concepts as beliefs and preferences. They are also used to collect data on the processes
involved in using language and to obtain background information bout the research
subjects, such as age, previous background in language learning, number of language
spoken and years of studying or teaching the language.

The questionnaires will be designed for the purpose of gaining further insights into

the teaching situation in the intended secondary school. In addition, to obtain the teachers
and learners' perceptions a questionnaire will be designed for both populations.
A questionnaire might be the only instrument that can serve as a means of collecting
considerable data with a minimum of time and effort. In fact, it is used as the main
source of data and seems to be the most appropriate tool for many considerations like:
the large number of the population under investigation, its guarantee of the respondents’
anonymity. Moreover, it allows researchers to obtain accurate relevant information and
to collect factual data that can be analyzed quantitatively and systematically. It is not
easily administrated, but it also provides a clear and general view of the investigated
problem which is difficult to obtain by other means of investigation. Questionnaires, as
pointed out by Anderson (1990:207) allow the gathering of reliable and valid data,
relatively, in a short period of time.

In the present work the questionnaire will be directly administrated to the teachers
and pupils in the given secondary school by the end of the academic year 2008-2009.
Questionnaire can vary in their degree of explicitness. The researcher opts for those of a
high degree of explicitness, structured questionnaires, in which the subjects are required
to mark responses, to check agreements and disagreements or to select among a number
of alternatives. Structured questionnaires are considered to be more efficient than open
ones and can also be scored by machine. It is possible to use different types of questions,
open and closed, in the same questionnaire.

However, one of the main problems with questionnaires is the relatively low
response rate, which poses questions about the reasons why certain subjects respond and
others do not. A low return rate may therefore influence the validity of the findings. At
this level a call for a complementary research tool is needed.

£Q
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a) The Teachers' Questionnaire
The teachers' questionnaire aims to answer the first research question of this
dissertation which reads: What beliefs do Algerian teachers hold about EFL vocabulary
teaching and learning? Actually, it first surveys the teachers’ background information and
then reviews their views on EFL vocabulary instruction as far as the third year literary
stream pupils in secondary school level are concerned.

There are 40 items, which can be divided into five sections: (1) Teachers’
Background Information, (2) Teaching Conditions, (3) Teachers’ Beliefs in Vocabulary
Instruction, (4) “New Prospects” and English Vocabulary Teaching and (5) Teachers’
Difficulties and suggestions in Vocabulary Instruction.

» The Teachers' Questionnaire Administration and Description:

The questionnaire begins with a small introduction in which the problem and the aims
of the research are stated. The introduction will be followed by a small note assuring the
respondents that the information contained in the questionnaire will remain anonymous.

It is generally assumed that the major problem in questionnaire's design is to make it
clear and intelligible to all respondents. Consequently, the researcher tries as much as
possible be away from leading, hypothetical or embarrassing questions. In fact, before
administering the final draft of the questionnaire, the researcher pilots it on at least two
doctors at the English language department at the university level to test its validity.

After bringing some relevant correction, the questionnaire was directly administered
to the intended sample population of English teachers who have taught the third year
literary stream secondary school pupils since 2002 ( since the Algerian Educational
Reform) or those who actually teaching English for the academic year 2009- 2010.

As mentioned lately, the questionnaire contains 40 items organized in 5 sections.
Some of the items are common in both: the pupils' questionnaire as well as the teachers'
one in order to compare both viewpoints concerning facts that need to be evaluated and
dealt with from both scopes the one pupils and the other of teachers. The questionnaire is a
combination of different types of questions. It consists of open form items, closed form of
items and multiple choice items.

The first section contains 08 questions. They elicited information about the
teachers’ background information; including educational background (item 1/ 3), years of

teaching English in secondary school (item 4), their status in the secondary school they are
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teaching in (item 5), views and knowledge about the curriculum guidelines (items 6/7) and
workshops attending experience (item 8). The items are in the form of multiple choices.

This section is beneficial in the sense that it determines the teachers' field
experience in their English language learning as well as, the training they have undertaken.
This data is important for teachers may behave differently depending on the institutions
they learned in, their functional status and the number of years of teaching experience.
Furthermore, their behaviour may differ from one teacher to another.

The second section, feaching conditions, includes 4 items. The questions aim at
gathering information about the availability or management of English language teaching
facilities and adequacy of language teaching materials and timing as regards to ; year
literary stream teachers and pupils in the secondary school level. The researcher designs
this section in the teachers’ questionnaire under the belief that teaching materials and
facilities are ‘vital’ elements in any language teaching and learning process.

The third section has 5 queries. The items in this section are to collect data about the
teachers’ beliefs in vocabulary instruction. Three of them are statements to which
respondents are asked to indicate their agreement or disagreements. Following Five-point
Likert-type, the informants’ choices range from: strongly agree, agree, average, disagree
and strongly disagree. However, the first two items are of multiple-choice questions.

The forth section deals with the textbook and the guidelines under use and the
vocabulary instruction. It contains 9 items ranging between close-ended questions and
multiple choices questions. The items enquire about whether the teachers followed a
specific training to teach vocabulary in the Competency Based Approach (CBA) and
whether they are provided with the language materials and teaching facilities. Some of
which aim at eliciting data about the approach on which vocabulary teaching and learning
strategies are based on, the objectives of the syllabus that can be fulfilled as regards
vocabulary instruction and on whether the targeted vocabulary knowledge aspects are
appropriate to the learners’ interests and needs.

The last section is designed to encourage teachers to voice the difficulties they
encounter in vocabulary instruction. It opens with 3 multiple choice questions that probe
the type of difficulties and problem areas that teachers face while teaching targeted
vocabulary to their learners. Eventually, in the last two items teachers are given an open
space to provide the researcher with some suggestions, solutions and ways to facilitate and

improve the EFL vocabulary teaching and learning situation.
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b) The Pupils' Questionnaire

The pupils' questionnaire attempts to identify the pupils’ perception on EFL
vocabulary learning. It also aims at identifying the factors behind the third year literary
pupils' difficulties and facilities in learning English vocabulary in the intended secondary
school, hopefully to find a kind of remedy to this problem, by suggesting what would be
more interesting and motivating of the problem.

The above objectives, therefore, entail collecting the pupils' opinions and seeing
their attitudes and preferences regarding this learning situation.

A questionnaire is considered to be, particularly, adequate for this kind of research. In fact,
it allows the researcher to reach a potentially large number of correspondents, thus, one
needs to design a questionnaire for the given sample to collect the necessary data for the
present research paper.
=  The Pupils' Questionnaire Administration and Description

The questionnaire will begin with a brief introduction, in which the problem and the
aims of the research will be revealed. Then it is followed by a collection of questions
which will spread out of four or five sections which will be organized in a deductive order
from general facts to more precise and closed elements to collect the needed data.

The pupils' questionnaire will not be piloted on a small sample of the population,
since it will be directly administered to them and the instructions will be explained and
handed to all third year literary stream pupils in the given secondary school.

In order to reach a better picture of the English vocabulary teaching conditions and
practices in secondary school level, it would be vital for the purpose of the study to ask
pupils about their vocabulary learning difficulties.

The following is a brief description of each section in the questionnaire. In section
one: Pupils’ Attitudes towards EFL Learning and Vocabulary, gathers data about the
learner’s general attitudes towards EFL learning in general and its vocabulary in particular.
It allows the researcher to collect general information about the pupils' age, sex and their
learning background as regards their pre-secondary school studying background.

Section two: Pupils ‘Beliefs on EFL Vocabulary Learning, provides information
about the learners beliefs on EFL vocabulary learning. The attempt behind addressing this
section’s questions in this section is to confirm or reject one's hypothesis concerning the

importance and difficulty of EFL vocabulary.
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Section three is named: Pupils ‘Practices on EFL Vocabulary Learning. This
section supplies the researcher with some information closely related to the aspect of
English vocabulary in terms of, learners’ learning strategies and their motivating and
demotivating task while dealing with vocabulary learning.

At last, section four: Learners’ Difficulties and Suggestions in Vocabulary Instruction;
is devoted to summarize the pupils' difficulties, needs, interests and preferences and permits to
offer pupils a free space to give what they think best for a better achievement in the aspect of
English vocabulary teaching and learning.

2.7.3.2 The Semi-Structured Interview

Interviews aim at obtaining information by direct contact with the subjects. The
interviewer asks questions and the interviewee responds in a face-to-face situation.
Therefore, interviews are personalized and permit a level of in-depth information-
gathering, free response and flexibility that can not be obtained by other procedures.
Interviews can be differentiated by their degree of explicitness and structure, ranging from
very open interviews to very structured ones (Herbert, 2000). One makes use of the semi-
structured interview whenever uniform and specific information is needed.

The Semi-structured interview is conducted with a fairly open framework which
allow for focused, conversational, two-way communication. It is used as one qualitative
technique/method of analysis in order to give and receive information. Unlike the
questionnaire framework, where detailed questions are formulated ahead of time, semi
structured interviewing starts with more general questions or topics (Powney and Watts,
1987). Relevant topics are initially identified and the possible relationships between these
topics become the basis for more specific questions, which do not need to be prepared in
advance. Not all questions are designed and phrased ahead of time. The majority of
questions are created during the interview, allowing both the interviewer and the person
being interviewed the flexibility to probe for details or discuss issues (Valentine, 1997). It
has several advantages. First, it is administrated individually to the members of the sample
and the information is completed by the researcher himself, thus ensuring that all questions
are answered by all informants. Second, the interview allows for personal explanations of
questions, in case any point(s) need(s) to be clarified.

For all the above reasons, the semi-structured interview may be regarded as another
more reliable instrument chosen for this research, especially when dealing with a small
sample (teachers).Yet, at the same time questionnaires and structured interview are not

always reliable tools of research for complacencys; telling lies to please the researcher are
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noticed. Hence, the teachers and learners' will of cooperation is the most important
instrument.
s« The Teachers’ Semi-Structured Interview Administration and Description

The semi-structured interview is designed to collect information about the teachers’
practices in the English vocabulary instruction to 3" year literary stream EFL learners, in
secondary school. The researcher takes an interview schedule which lists the topics to be
discussed out of beforehand determined questions. Yet at the same time one allows
elaboration in the questions and answers for better clarification and explanation. In this
kind of interviews, the interviewer at the same time supplements the interview with audio
taping and takes notes of the main points because the interviewers code switch while
speaking. Latter on, the researcher summarizes the gathered data of each interviewer in
order to analyze the results in tables and graphs.

The seventeen (17) questions composing the semi-structured interview have been
developed on the basics of reviewed data on teachers’ questionnaire on their beliefs in
vocabulary instruction. Therefore, the semi-structured interview is the approximate
counterpart of the teachers’ questionnaire. The difference is that, it is to collect data about
their practices in English vocabulary instruction and perceptions on computer corpus-data
effectiveness in this area.

Five-point Likert-type scale is also used from item 14 to 16 and the topics of the
interview questions are oriented towards goals of vocabulary instruction, roles teachers
play, content of vocabulary instruction, teaching procedures and computer corpus
application in vocabulary instruction.

Question (1) is about the goals of vocabulary instruction. Question (2) is about the
roles teachers play. Questions (3) to (5) investigate the content of vocabulary instruction.
Questions from (6) to (11) ask about the teaching procedures. Question (12) and (16) are
designed for raising awareness about Computer-Corpus Data and after supplying ‘basic’
information about corpus data whenever needed. Besides, they seek to gather the
informants’ perceptions regarding the application of computerized corpus-data in EFL
vocabulary instruction. Last, but not the least question (17) gives the interviewees a chance
to comment on vocabulary instruction. The following table lists the seventeen 17)

questions that the semi-structured interview includes:
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Table 2: The Semi-structures Interview Questions.

Issues The Questions

Goals 1-Do you teach English vocabulary to develop productive skills, i.e.
speaking and writing or receptive skills, i.e. listening and reading?
Roles 2-What roles do you think you are to play in EFL vocabulary instruction
process in general?

3-When teaching the English language classes for 3™ year literary stream
pupils, the focus is made on :

a) Presenting information related to the units of the syllabus.
b) Presenting grammar and vocabulary.

¢) Both presented in equal level.

d) Both but presented in different levels.

4- Which of the following you consider most useful for teaching about
word knowledge apart from its form (spoken and written) and
meaning(s)? Please rate them from 1 to 6 for each selection: (1) the
most important and (6) the least important.

a) The word parts it has (e.g., any prefix, suffix, and “root” form).

b) Its grammatical behaviour.

¢) Its collocations.

d) Its register. -

¢) What associations it has (e.g., words that are similar or opposite in
meaning).

f) What connotations it has.

5- Which sources do you use for teaching the aspects of word knowledge you
are about to teach?
a) School textbooks b) language dictionaries ¢) internet
d) Vocabulary books e) magazines f) others ...............

Content

6- Do you integrate English vocabulary teaching into all language skills
or only when needed (when learners ask for)?

7- Do you attempt to personalize the learning process by getting learners
to relate topics and texts in the textbook to their own lives, views, and
feelings?

8- How often do you discuss vocabulary knowledge issues in your
English  classes? a) often (in almost every lesson)

Procedures b) sometimes (once a week) ) rarely (once a month) d)never

9- Do you encourage learners to ask questions?

10- Do you test your learners’ vocabulary learning in an oral or written
way or both?

11- Are you satisfied with the English vocabulary knowledge and
selection resources and teaching techniques you are currently using?

Teaching
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12- Have you updated your knowledge about EFL vocabulary
instruction?

13- Do you have prior knowledge about computer corpus-data?

14- Computer corpus-data is the ‘richest’ language source that syllabus

Computer designers textbook writers and may rely on for presenting both current

C orpus- and authentic language content and practices as regards EFL learners
in 3" year literary stream at secondary school level.

data a) Agree b) strongly agree c) average d) disagree e) strongly

disagree
Awareness |15- EFL Vocabulary Knowledge is best analyzed, selected and taught
with the aid of computer corpus data?
a) Agree b) strongly agree c) average d) disagree e) strongly
disagree
16- Raising awareness about computer corpus data and recommending
its application in EFL teaching situations may improve the language
learners and users’ proficiency level as a whole.
a) Agree b) strongly agree c) average d) disagree e) strongly disagree

Other 17- Are there other opinions / ways regarding English vocabulary
selection and instruction that you would like to express?
Issues

2.7.4. The Reliability of the Research Instruments
The question of reliability of the research instruments is of paramount importance in any
research, since the more reliable the researcher is the more valid results he will yield. Thus,
one should take much care as far as this issue is concerned, to insure that the instruments

are as reliable as possible.

2.8 Conclusion

In this chapter the researcher reveals the teaching of English as a foreign language
as regards the Algerian situation and denotes the research methodology the present
investigation is based upon. Once the research data have been collected with the aid of
different types of data collection procedures as described previously, the next phase of the

research is to analyze and interpret those data.
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3.1 Introduction:

As one of the aims of this dissertation is to examine the teaching and learning
situation of EFL Vocabulary in Algerian secondary school level - the case of third year
literary stream pupils; questionnaires and semi-structured interviews are chosen as the
sources for eliciting data.

Two questionnaires are designed, one for teachers and another for learners, to
answer the research question which claims the following: which beliefs do Algerian‘
teachers hold about EFL vocabulary teachers and learning? A semi-structured interview is
designed to gather data about the following research questions: what practices and
difficulties do EFL teachers and learners encounter while selecting, teaching, assessing and
learning vocabulary in their language classes? And, what are the teachers’ perspectives
regarding the application of data corpus in their EFL language classes in general and
vocabulary in particular? By means of these research tools, the researcher will analyze and
present, discuss and interpret the data obtained from the different utilized research tools

both quantitatively and qualitatively.

3.2 Data Analysis:

In the data analysis phase the researcher analyses and presents the findings gathered
from the different research tools opted in the present dissertation. The data is analyzed both
quantitatively and qualitatively. In quantitative analysis, the data collected from the
teachers’ questionnaires and the teachers and learners’ interviews are formulated into
statistics and presented in tables, circles and charts. In qualitative analysis, the information
that one gathers from the questionnaires and the semi-structured interview, do not deal
with numerical data. In fact, it rather deals with linguistic units on written and oral forms.
Hence, the researcher summarizes the main ideas and remarks related to the subject under

matter.

3.2.1 The Teachers’ Questionnaire Analysis and Presentation:

To analyze the data presented in the questionnaire one uses the descriptive
statistics. Hence the researcher analyses the questionnaire section by section and item by
item using percentages. For the presentation of the results the researcher uses for each item
that is presented in a table, a circle divided into sectors, following the percentages of

choices presented in the tables.
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Section one: The Teachers’ Background Information

In this section the reader will be acquainted with the teachers’ background information of
their English learning and teaching.

Item 1: Did you study English at? a) L.T.E. b) University

Table 3: The Teachers Graduation

Variables University

Percentages

To indicate the teachers’ graduation they were asked if they study English at I.T.E (institute
Technologique de 1’Education) or at university. From table 3 it is clear that shows that all
the respondents (10/10) are taught at university level of education and consequently hold a
license degree at least which aloud them to tackle their language teaching classes with
‘average’ confidence. These teachers studied English for four years and when they graduate

they are oriented to teach either in middle or secondary schools.

Item 2: Your highest level of university education:

a) License b)Magister c)Doctorate d) other (specify) ...........ccceuneen
Table 4: The Teachers Qualifications.

Variables License ' | Magister Doctorate | Other | Total

Percentages 100% 00% 00% 00% 100%

To see if teachers have any upgrading studies in English language learning, they
were asked to tick the best response from the above propositions. The results obtained reveal

that all teachers hold a License degree of high education studies.

Item 3: Are you: a) Part time teacher b) Full time teacher

Table 5: The Teachers’ Status

Variables Part time teacher Full time teacher Total

Percentages
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In order to identify the teachers’” status they we are part time
%
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instructor or full time ones. The results in table $"feveal that all the respondents (10
Cali) g ot
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teachers) are full time teachers.

Item 4: How long have you been teaching English in secondary-school?

Table 6: The Teachers’ English Teaching Experience at Secondary School.

Variables 4 Years 12 Years 22 Years Total

Percentages 20% 60% 20%

To see the experience of teachers in teaching the English language at secondary
school; they were asked for how long they taught it. Responses to this item show that two
teachers are experienced teachers because they taught for a ‘long’ period (22 Years). Yet it
is not evidence because one can find or meet experiences teachers with a bad quality of
teaching. This is due in fact to the teachers themselves, as they did not alter their
techniques in their teaching or they remained convinced of the ones they used despite the
bad results the pupils get from. The less experienced teachers are those who taught only for
only fewer years (4) and are 2/10. The majority of the respondents (6 teachers), however,
admit that they have taught for 12 years. This category seems to be between experiences

teachers and less experienced ones.

Figure 4: The Teachers’ English Teaching Experience at Secondary School.

4 Years
12 Years

W 22 Years

Item 5: Among the school years, when teaching English to 3rd year literary stream

learners, how do you evaluate this teaching according to the newly adopted syllabus?

a) Verydifficult b) Difficult c¢) Average d) Easy e) Very easy
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Table 7: The Teachers’ Perceptions on the Competency Based Approach (CBA)

Variables Very difficult | Difficult | Average | Easy Very easy | Total

30% 00% 00% 100%
Most teachers agree on the fact that the teaching of English to ELF learners in

Percentages

literary stream level by means of the competency based approach is ‘difficult”, in the sense
that 5/10 teachers see it as difficult, 3/10 regard this teaching as average and only 2
teachers qualifies it as ‘very difficult’.

Figure S: The Teachers’ Perceptions on the C.B.A.

® Very difficult

[ Difficult

® Average

Item 6: Did you have any English language training courses about C.B.A?

a) Yes b) No
If “yes”, was the training a series of: a) Lectures b) Seminars c) other (SPECIDY )i s o sissisis
Table 8: The Teachers’ C.B.A. Training

Percentages

The responses to this item allo’w the researcher to know that all teachers (10/10) have
been trained to teach English in the C.B.A. in a form of seminars. Actually, one may
underline that in these seminars teachers were informed about the reforms that the C.B.A.
brings and did not undergo through specific training in the field of EFL teaching so as to
be provided them with the necessary basics and techniques to apply them in their language
teaching.

Item 7: Have you attended any course or seminar on teaching EFL vocabulary?

a) Yes b) No
If “yes”, please specify.......ccvvvvuiivinininiininnnnnnn,
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Table 9: The Teachers’ Attendance to EFL Vocabulary Courses or Seminars.

Variables Yes No Total

00% 100% 100%

This question was designed to see if teacher have updated their knowledge about EFL

Percentages

vocabulary teaching and learning situations since they graduated. The obtained results
reveal that all informants (10/10) have not attended seminars about EFL vocabulary
teaching and learning situations.

Section Two: The Teaching Conditions.

From The questions in this section the researcher will provide information about the

teaching conditions the present study is concerned with.

Item 8: Are you provided with “New Prospects”, its guidelines and the teacher’s
guidebook?

a) Yes b) No

Table 10: Material Provided

Variables Yes No Total

Percentages

The teachers’ responses to this item reveal that all teachers (10/10) are provided with the
language textbook and the teachers’ guidebook. This question was designed to make sure
that the instructors are equipped by these materials, for the period of reforms in the
Algerian educational system witnessed a ‘big’ problem in providing the teachers with the

textbooks and guidelines.

Item 9: Do you have any special material designed for 3™ year literary stream learners?
Yes No
JE“ye8™; BPBOITY! Lavassssianvinos shionssn s msmens

Table 11: Specialized Provided Material

Variables Yes No Total

Percentages
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As it is pointed at in the responses of teachers in item 9, the respondents argue that
there is a sort of special material designed to literary stream pupils. They explained that the
textbook “New Prospects” is designed to all third year pupils’ streams and the only
difference is that they make a kind of selections at the level of units, project-works and

instruments like: data show and computers.

Item 10: Besides the school textbook and the teacher’s guidebook, do you use any other

language materials? a) Yes b) No

If “yes”, specify the form (library or electronic) and the need (grammar, vocabulary,

pronunciation...).

Table 12: Additional Language Material Use.

Variables Number of Teachers Percentages

Electronic Books

—oablry e

The table above shows that all respondents use other published books along with
the school textbook, “New Prospects”, when preparing their EFL courses. Teachers explain
that they make use of other books in both forms, i.e. library and electronic references, to
answer their needs in pronunciation for most (100%), vocabulary (60%) and grammar
(20%). This reflects that the EFL teaching materials and tasks in the school textbook are
not adequate and teacher would play roles of researchers, material developer and facilitator
in their classes. Actually, they integrate other teaching materials so as to provide much
knowledge and practice on the intended course to these pupils who are expected to

undertake the baccalaureate exam for further university studies.
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Figure 6: Additional Language Material Use

B Grammar Needs

§iVocabulary Needs

@ Pronunciation
Needs

Item 11: Is the time (hours) allotted to teach English as regards to 3™ year literary stream

pupils in the secondary school level sufficient? a) Yes b) No

Table 13: The Teachers’ Perceptions on the EFL Sufficiency Classes Timing.

Variables Yes No Total

Percentages

The question in item 11 seeks information about the teachers’ perceptions on the
amount of time allotted to teach EFL classes to literary stream learners, who are at the final
level and who are expected to pass their baccalaureate exam so as to further their studies at
higher education institutions. Responses reveal that the majority of teachers think it is

sufficient, in the sense that 6/10 answered ‘yes’ and 4/10 answered ‘yes’.

Section Three: Teachers’ Beliefs in Vocabulary Instruction.

In section three of the teachers’ questionnaire, the readers will get informed about the

beliefs that Algerian secondary school teachers hold about EFL vocabulary teaching.

Item 12: As a teacher of English, how do you evaluate your third year literary stream
pupils’ level of English language proficiency?

a) Very satisfying b) Satisfying c) Average d) Not Satisfying e) Poor
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Table 14: The Teachers’ Evaluation of Learners Language Proficiency.

Variables Very satisfying | Satisfying | Average | Not Satisfying | Poor | Total

Percentages 00% 00% 20% 30% 50%

To see the teachers’ perceptions of their students, they were asked the following
questions: “As a teacher of English, how do you evaluate your third year literary stream
pupils’ level of English language proficiency?”According to the results of table 14, 5
teachers evaluate third year literary stream pupils’ language proficiency as poor. 3 other

teachers estimate it as not satisfying and only 2 see it as average.

Figure 7: The Teachers’ Evaluation of Learners Language Proficiency

i Average

[@ Poor

@ Not Satisfying

Item 13: Languages are said to have three elements; which language element can promote
the learner’s level of language proficiency?
a) Sounds (pronunciation) b) Words (vocabulary) c¢) Rules (grammar)

Table 15: The Teachers’ Choice of the Linguistic Element for Language Proficiency
Improvement.

Variables Sounds (pronunciation) | Words (vocabulary) | Rules (grammar) | Total

Percentages 30% 50% 20%

To see which language element teachers regard most important in improving EFL
proficiency level; and simultaneously which language component learners are usually
week on, teachers were asked the following query: which language element can promote

the learner’s level of language proficiency?

From the table 15 it is clear that most teachers place their choices on ‘words

(vocabulary)’, in the sense that a rate of 50% represents that choice. Whereas, only 2
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respondents answer with ‘Rules (grammar)’ and 3 answers for ‘sounds (pronunciation)’.
The results of this item provide a comparison between the language element that pupils
need to learn more about for EFL improvement and which one teachers need more
knowledge about. The results show that learners need more reinforcement about EFL
vocabulary to language proficiency improvements. However, less focus was given to

pronunciation and grammars for these elements are embedded in words knowledge.

Figure 8: The Teachers’ Choice of the Linguistic Element for Language Proficiency
Improvement.

I Words
(vocabulary)

B Rules
(grammar)

Item 14: Vocabulary knowledge is the most important linguistic element for English

teaching and learning proficiency.

a) Strongly Agree b) Agree c) Average d) Disagree  e) Strongly Disagree
Table 16: The Teachers’ Agreement on Statement 14.

Variables , Strongly Agree | Agree | Average Disagree | Strongly
Disagree

Percentages 70% 30% 00% 00% 00%

Total

100%

To see the extent to which teachers are aware of the role that vocabulary
knowledge plays in improving EFL proficiency level and if they change their focus
vocabulary; they were asked to state their degree of agreement or disagreement on the
following statement which overlaps with the previous question: ~Vocabulary knowledge
is the most important linguistic element for English teaching and learning proficiency. The
results obtained reveal that 7 teachers display a strongly agreement with the statement

while 3/10 of the informants agree; in the sense that they chose the variable “Agree”.

86



Chapter Three Data Analysis and Interpretation

e S R O R B R 3 S A 3 A O T 5 0 N B S S N DL D P A S S M St S )

Figure 9: The Teachers’ Agreement on Statement 14.

Strongly
Agree
o Agree

Item 15: Learners’ lack in English language proficiency and school failure in this subject

accounts for their deficient vocabulary knowledge.

a) Strongly agree = b) Agree c) Average d) Disagree e) Strongly Disagree

Table 17: The Teachers’ Agreement on Statement 15.

Variables Strongly Agree | Agree Average | Disagree | Strongly Disagree | Total

 Percentages 80% 20% 00% | 00%

To see if teachers’ relate the learners’ lack of in English language proficiency and
school failure in this subject accounts for their deficient vocabulary knowledge, instructors
were asked to give their opinions on this statement: Learners’ lack in English language
proficiency and school failure in this subject accounts for their deficient vocabulary
knowledge. Table 17 shows that most teachers (8/10) strongly agree on the statement while
2 of the informants only agree with. This again proves their awareness about the
importance and the roles that vocabulary knowledge plays in ELF teaching and learning

classes.

Figure 10: The Teachers’ Agreement on Statement 15.

Strongly
Agree

@ Agree
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Item 16: Learners are more interested and motivated in learning the language with
authentic vocabulary that is targeted to situations in which they are likely to find
themselves on.

a) Strongly agree b) Agree c) Average d) Disagree e) Strongly Disagree

Table 18: The Teachers’ Agreement on Statement 16.

Variables Strongly Agree | Agree | Average | Disagree | Strongly | Total
Disagree

Percentages

To see if learners in the eyes of their teachers regard authentic vocabulary that is
targeted to situations which learners are likely to find themselves on, as interesting and
motivating in teaching and learning; teachers were asked to choose their rate of agreement
or disagreement on this statement: Learners are more interested and motivated in learning
the language with authentic vocabulary that is targeted to situations in which they are
likely to find themselves on. From the obtained results shown in table 18, more than half
number of the respondents (6/10) showed their agreement with statement 16. when only 4

of them opted for the variable ‘average’.

Figure 11: The Teachers’ Agreement on Statement 16.

0 Agree

B Average

Section Four: “New Prospects” and English Vocabulary Teaching

In that section, the researcher brings and analyses EFL vocabulary in relation to the
textbook which that the samples (EFL teachers and third year literary stream pupils)

chosen in this work are currently using.
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Item 17: Have you been trained to teach English vocabulary in the adopted syllabus
(CBA)? a) Yes b) No

If “yes”, was the training a series of: a) Lectures  b) Seminars c) other (specify).........

Table 19: The Teachers’ EFL Vocabulary Training in the C.B.A.

Variables Yes No Total

Percentages 00% 100%

All the 10 teachers reported that they have not been trained to teach English

vocabulary and even English in general in the years after the Educational Reforms in 2002.
They were also asked to indicate the forms of the training they took. The respondents
explained that the only hand given was the seminars where they were informed and not
trained about the reforms and the guidelines that the newly adopted syllabus (C.B.A) offers

in EFL teaching in general but not to vocabulary teaching and learning situations.

Item 18: The teaching techniques “New Prospects” uses to teach English vocabulary to

your learners are: a) Unplanned  b) Planned  c¢) De-contextualized  d) Contextualized

Table 20: Vocabulary Teaching Techniques in “‘New Prospects’.

Variables Number of Teachers Percentages

Planned (lists)

Contextualized

To indicate the teaching techniques applied in ‘New Prospects’ and teachers use as
far as EFL vocabulary is concerned, they were asked to choose between incidental learning
versus planned learning and de-contextualized, i.e. practiced alone versus contextualized,
i.e. practiced in context. As the above table shows, three of the responses (30%) claim for
unplanned techniques (apart from the targeted vocabulary in a given sequence from a given
unit teachers may teach incidental vocabulary knowledge). However, all of the informants
(100%) opt for planned vocabulary instruction. Besides, all teachers argue that vocabulary
knowledge is presented by means of contextualized techniques in the school textbook they

are currently using-‘New Prospects’.
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Some teachers (9/10) add other ELF vocabulary learning strategies that the school
textbook provides to learners in literary stream. These include: word formation (either to
form words by adding affixes or to derive adjective and/or nouns from verbs), classifying

words in tables in terms of verbs, adjectives and nouns and guessing meaning in contexts.

Figure 13: Other Vocabulary Learning Strategies in ‘New Prospects’.

& Word Formation
deriving words or

adding affixation)
m Classifying Words

into: nouns/ verbs

/adjectives.
# Guessing meaning

from context.

B No Answer

Item 20: In your opinion, does the textbook offer varied and enough material for teaching
and discussing vocabulary knowledge as regards 3" year literary stream learners’ interests

and needs?

a) Yes, quiet a lot b) Enough ¢) To some extent d) No

Table 22: Adequacy of EFL Vocabulary Knowledge Aspects.

Variables Yes, quiet alot | Enough | To some extent

Percentages

The question seeks information on whether or not the EFL vocabulary teaching
materials for teaching and discussing vocabulary knowledge in use is enough and varied to
cover the interests and meet the needs of third year literary stream learners, a fact that can
be seen later in the pupils’ questionnaire. Prior to this question teachers admitted that they
make use of other teaching materials and that they need more reinforcements in English
vocabulary, therefore, one may strongly predict that the textbook teaches and discusses
EFL vocabulary to a lesser extent. According to table 22, 6 teachers said that ‘New
Prospects’ offers, to some extent, the needed ELF vocabulary knowledge teaching
materials as far as third year literary pupils are concerned. However, 4 teachers out of 10

argued that it presents and discusses enough vocabulary knowledge.
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Figure 14: Adequacy of EFL Vocabulary Knowledge Aspects

@ Enough

B To some extent

Item 21: With respect to third-year pupils’ language proficiency level, textbooks and
teachers; does English vocabulary teaching materials fulfilled its meant pedagogical

objectives as expected to further studies in university studies?

a) Strongly Agree  b) Agree c) Average d) Disagree e) Strongly Disagree

Table 23: The Teachers’ Evaluation of EFL vocabulary Pedagogical Objectives
Fulfillment

VVariabIes Strongly Agree | Agree | Average

Disagree | Strongly Disagree

Percentages

To see if learners, teachers and language materials fulfill the meant EFL, vocabulary
pedagogical objectives, teachers were asked to give their agreement or disagreement on the
question that follows: With respect to third-year pupils’ language proficiency level,
textbooks and teachers; does English vocabulary teaching materials fulfilled its meant
pedagogical objectives as expected to further studies in university studies? From table 23,
it is clear that 7 teachers out of 10 state that the meant pedagogical objective fulfillments

are average, when 3 teachers out of 10 disagree about the statement 21.

Figure 15: The Teachers’ Evaluation of EFL vocabulary Pedagogical Objectives
Fulfillment.

E Average

® Disagree
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Section Five: Teachers’ Difficulties and Suggestions in Vocabulary Instruction.
The last section open space to voice the difficulties teachers meet in teaching knowledge
about EFL vocabulary. Moreover, it gathers data about their suggestions in relation to the

problems they have identified.
Item 22: Do you regard vocabulary teaching and learning as:
a) Complex b) Simple c¢) Very Simple

Table 24: Vocabulary Instruction Complexity or Simplicity.

Variables Complex Simple Very Simple Total

Percentages

To seek information about the teachers’ perceptions regarding the complexity or
simplicity of the task of EFL vocabulary instruction, the informants were asked the
following question: Do you regard vocabulary teaching and learning as: complex, simple or
very simple? The results obtained reveal that all teachers find it difficult to teach vocabulary,
in the sense that most informants (6/10) chdse the variable ‘simple’ as an answer to the

question in item 23, while 4 teacher answered ‘complex’.

Figure 16: Vocabulary Instruction Complexity or Simplicity.

@ Complex
@ Simple

Item 23: Do you find difficulties in teaching vocabulary? a) Yes b) No

Table 25: Vocabulary Instruction Difficulties.

Variables Yes No Total

Percentages

The question in item 24 complements and validates the one in item 23 as it gathers

data about whether or not both teachers, those who answered “complex” or “simple”, face

difficulties in teaching vocabulary to their learners. Not a single teacher out of 10 admits
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that he or she does not face difficulties in teaching vocabulary, though some regard this
teaching as not complex, in the sense that most reported in the previous item that EFL
vocabulary instruction is simple. Actually all the respondents (10/10) confess that they

meet difficulties in teaching EFL vocabulary to their learners.

Item 24: These difficulties are related to: a) The textbook b) The vocabulary difficulty
itself ¢) Pupils’ level of language proficiency  d) Teaching Facilities e) Others

------

Table 26: Vocabulary Problem Areas.

Variables Number of Teachers Percentages

The vocabulary difficulty itself 0

Teaching Facilities 0 00%

Figure 17: Vocabulary Problem Areas

&1 The textbook

@ Students level of
language

proficiency
@ Others: Lack of

Motivation

Item 25: Knowing that vocabulary knowledge is embedded and needed in all language
skills; what solutions (suggestions and recommendations) can you provide to these

problem areas as far as “efficient” English vocabulary instruction is concerned?
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Table 27: Vocabulary Instruction Suggestions.

Teachers’ Suggestions Number of | Percentages '
Teachers

Raising vocabulary importance awareness among pupils in
classes.

Working with smaller classes.

From the previous item most teachers complain from the pupils’ level of language
proficiency. Therefore, as a suggestion the majority of them (40%) argue that EFL learning
in general and vocabulary in particular may be enhanced if learners have been well trained
in prior years to their last year. 30% of the informants claim for more reinforcements in
vocabulary teaching materials and varied tasks for vocabulary practice and assessment.
20% of the respondents, however, claim for raising a kind of awareness regarding
vocabulary importance in EFL learning so as to encourage learning in and outside the

classroom while one teacher suggests working with smaller classes. (Figure 29)

Figure 18: Vocabulary Instruction Suggestions.

g3 Reinforcing vocabulary teaching
materials and its tasks for more
practice and better assessment
and learning.

® Raising vocabulary importance
awareness among pupils in
classes.

B Having pupils well trained in prior
years to their last year.

£ Working with smaller classes.
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3.2.2 The Teachers’ Semi-Structured Interview Analysis and
Presentation:
In analyzing the semi-structures interview, the researcher presents the gathered data

in tables and graphs. Actually in processing the teacher’s interview, both interviewees
and interviewer add more questions to the already designed ones for the interviewees
leading answers and need for information, mainly when it comes to computer corpus

data.

In appendix (B) lies the questions added by both participants and they are written in

italics mode for distinction.

Item 1: Do you teach English vocabulary to develop productive skills, i.e. speaking and

writing or receptive skills, i.e. listening and reading?

Table 28: Goals of Vocabulary Instruction.

Variables (Goals) Number of Teachers Percentages

receptive skills development

The table above show: out of 10 teachers explain that they teach vocabulary

basically to improve their learners’ receptive and productive skills mainly reading and
writing for the fact that these pupils are expected to pass their baccalaureate exam to

further studies at higher education institutions.

Figure 19: Goals of Vocabulary Instruction

10 -
[ productive skills
8 ~ develop
6 - 8 receptive skills
develop
4 o
EiTotal
2 f
0

Item 2: What roles do you think you are to play in EFL vocabulary instruction process in
general?
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Table 29: The Teachers’ Roles in Vocabulary Instruction.

Variables (Goals) Number of Teachers Percentages

Material Developer

e teachers one has interviewed said they do play certain roles to reach what they

need to teach about vocabulary knowledge. Most (8/10) admit that they in general play the

role of facilitators in their EFL classes, while 8 of material developer.

Figure 20: The Teachers’ Roles in Vocabulary Instruction.

10 7~
8 @ Facilitator
6 - .

@ Material
4 A Developer
2 §i Total
0

Item 3: When teaching the English language classes for third year literary stream pupils,
the focus is made on:

a) Presenting information related to the units of the syllabus.

b) Presenting grammar and vocabulary.

c) Both presented in equal level.

d) Both but presented in different levels.

Table 30: Teachers’ Way of Presenting EFL classes:

Variables (Content) Number of Teachers Percentages

Presenting grammar and vocabulary

Both but presented in different levels
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All the ten teachers report that there is combination when presenting EFL classes between
vocabulary / grammar information and facts related to the units of the syllabus but at

different scale.

Figure 21: Teachers’ Way of Presenting EFL classes:

resenting intormation

10 ~d related to the units of
the syllabus
B Presenting grammar and
8 - vocabulary
L ( B Both presented in equal
level
4 - §2Both but presented in
different levels
Z 7 B Total
o R g

Item 4: Which of the following you consider most useful for teaching about word
knowledge apart from its form (spoken and written) and meaning(s)? Please rate them

from 1 to 6 for each selection: (1) the most important and (6) the least important.

a) The word parts it has (e.g., any prefix, suffix, and “root” form).

b) Its grammatical function.

c) Its collocations.

d) Its register.

€) What associations it has (e.g., words that are similar or opposite in meaning).

f) What connotations it has.

Table 31: What Teachers find more interesting to Teach about Word Knowledge.

Variables (Content) Number of Teachers Percentages

Its grammatical function 10 100%

[ Its register.

Its connotations
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To see what teachers teach most about EFL vocabulary knowledge, teachers were
asked the following question: Which of the following you consider most useful for

teaching about word knowledge apart from its form (spoken and written) and meaning(s)?

The results in table 31 show that teachers direct their EFL vocabulary teaching to the
following vocabulary knowledge aspects which they find more interesting to teach about
over presenting spoken and written forms and intended meanings of the targeted words.
Actually, 80% of the interviewees’ answers are directed to ‘word parts’, 100% to the
word’s grammatical behaviour, 30% to its collocations, 20% to its register, 70% to its
associations and 20% to its connotations. While the interview teachers admit that they do
not only present knowledge about these word knowledge aspects but offer tasks and create

occasions to practice and use them, as well.

Figure 22: What Teachers find more interesting to Teach about Word Knowledge.

BIts word parts

EIts grammatical behaviour

g 1ts collocations.

8 Its register.

£l 1ts associations
@ Its connotations

ETotal

Table 32: The Degree of Each Word Knowledge Aspect Importance According to
Teachers.

A Degree of Importance | Variables (Content) Number of Teachers | Percentages

Its associations

Its connotations

Its register
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To see what teachers consider and find more fruitful and interesting to teach about
word knowledge in addition to its spoken and written form, they were asked to answer the
following question: Which of the following you consider most useful for teaching about

word knowledge apart from its form (spoken and written) and meaning(s)?

a) The word parts it has (e.g., any prefix, suffix, and “root” form).
b) Its grammatical behaviour.

¢) Its collocations.
d) Its register.
e) What associations it has (e.g., words that are similar or opposite in meaning).

f) What connotations it has.

Figure 34 shows the vocabulary knowledge aspects that teachers consider
interesting and give priority to teach. Later, they were asked to rank these different word
knowledge aspects in terms of importance from one to six (-1- the most important and -6-
the least important). Actually, teachers rank their teaching choices about vocabulary
knowledge aspects in the following order: (Figure 32.).

1- Word’s grammatical behaviour (10/10 teachers).
2- Tts associations (8/10 teachers).

3- Its parts, i.e. affixation (9/10 teachers).

4- Its connotations (9/10 teachers).

5- Its collocations (9/10 teachers).

6- Its register (10/10 teachers).

Figure 23: The Degree of Each Word Knowledge Aspect Importance According to
Teachers
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Item 5: Which sources do you use for teaching the aspects of word knowledge you are
about to teach? a) School textbooks ~ b) language dictionaries c) internet  d) vocabulary

books €) magazines £) OHHErS o« s nmens vowoos

Table 33: Teacher’s Word Knowledge Sources.

Variables (Content) Number of Teachers Percentages

ictionaries

vocabulary books

To see what teachers’ rely on for getting “enough informed about vocabulary
knowledge aspects, the following question was interviewed with the respondents: Which

sources do you use for teaching the aspects of word knowledge you are about to teach?

a) School textbooks b) language dictionaries c) internet d) vocabulary book
¢) Magazines f) others.............

Table 33 reveals that all teachers (100%) rely on the school textbook ‘New
Prospect’ and dictionaries as a language material as far as vocabulary knowledge and
practice is concerned. Some (30%), however, exceed their access of word knowledge to
more specialized references, i.e. vocabulary books. In the other hand, others (70%)
complained about the lack and outdating of library references and find the refuge in the
Internet and only 2 (20%) make use of magazines for further knowledge about EFL
vocabulary teaching techniques and learning strategies.

Figure 24: Teacher’s Word Knowledge Sources

@ School textbooks

gl language dictionaries
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Item 6: Do you integrate English vocabulary teaching into all language skills or only when

needed (when learners ask for)?

Table 34: Teachers’ Vocabulary Integration in all Language Skills

Variables (Content) Number of Teachers Percentages

The above table shows that all the interviewees (10/10) integrate the teaching of
EFL vocabulary in the four language skills (listening, speaking, reading and writing). They
also explained that the textbook they are using offers in the second sequence of each unit a
space for teaching, practicing and testing the targeted words that are linked with the

concepts of each unit concern.

Item 7: Do you attempt to personalize the learning process by getting learners to relate

topics and texts in the textbook to their own lives and views?

Table 35: Teachers’ Personalization in Vocabulary Instruction and Selection.

| Variables (Content) Number of Teachers Percentages

To see the teachers’ opinion on whether or not learners should have a greater say in

the content of the syllabus and selection of vocabulary knowledge aspects, they were asked
the following question: Do you attempt to personalize the learning process by getting
learners to relate topics and texts in the textbook to their own lives, views, and feelings?
From table 35, it is clear that most teachers (6/10) do not personalize vocabulary selection
and instruction to their learners’ interests, preferences and needs, while just 4 of them

personalize it.
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Figure 25: Teachers’ Personalization in Vocabulary Instruction and Selection.

10 ol

oON & O
i

Yes No Total

Item 8: How often do you discuss vocabulary knowledge issues in your English classes?

a) Often (in almost every lesson) b) Sometimes (once a week) c) Rarely (once a month)
d) Never

Table 36: Discussion of Vocabulary Knowledge Aspects.

Variables Sometimes

Percentages

To see how often teachers include in their classes discussions of vocabulary
knowledge aspects, they were asked how often they raised the points about them. The
outcomes reveal that all the interviewees include discussions about word knowledge

aspects in every EFL classes, in the sense that 10 out of 10 teachers answered “often”.

Item 9: Do you encourage learners to ask questions?

Table 37: Teachers’ Encouragements for Vocabulary Clarifications.

Variables

Percentages

To see whether or not the frequency of vocabulary knowledge discussions in EFL
classes is both teacher and learner directed; the instructors were asked the following
question: Do you encourage learners to ask questions? As it is mentioned in table 37 all

teachers with no exception said “yes”.

Item 10: Do you test your learners’ vocabulary learning in an oral or written way or both?

103



f

Chapter Three Data Analysis and Interpretation
/

Table 38: Types of Testing.

' Variables Written

Percentages

Table 38 reveals that all teachers (10/10) test their pupils in both spoken and written
forms. They explained that they make use of oral testing either on the early stages of word
knowledge exposures, i.e. while brainstorming them on new concepts or recalling already
learned word knowledge before introducing targeted vocabulary teaching materials. Latter,
they explained that they use the vocabulary tasks which the textbook offers and others
which they develop themselves to test in a ‘more formal’ way the targeted words by means

of written tasks.

Item 11: Are you satisfied with the English vocabulary knowledge and selection resources

and teaching techniques you are currently using?

Table 39: Teachers’ Satisfaction with Vocabulary Knowledge Resources and Teaching
Techniques at Hand.

[ Variables Very satisfying | Satisfying | Average | Not Satisfying | Total

Percentages 00% 20% 30%

To see the teachers’ perceptions on the provided and adopted word knowledge
resources and instruction techniques, they were asked about whether or not they are
satisfied with the EFL vocabulary knowledge and selection resources and teaching
techniques you are currently using. From the above table it is clear that half of them share a
neutral attitude in the sense they chose the variable ‘average’ as an answer to the

aforementioned question. Only 2 said they are satisfied and 3 admitted their dissatisfaction.
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Figure 26: Teachers’ Satisfaction with Vocabulary Knowledge Resources and Teaching
Techniques at Hand.
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Item 12: Have you updated your knowledge about EFL vocabulary instruction?

Table 40: Teachers’ Updating of EFL Vocabulary Instruction.

Variables Yes No Total

Percentages 00 100% 100%

All teachers (10/10) reported that they have not updated their self-knowledge about
EFL vocabulary teaching. Actually, they answered the above question by a “no” answer.
The aim of this item is to see whether or not teachers renewed their teaching techniques

and knowledge about vocabulary teaching and learning.

Item 13: Do you have prior knewledge about computer corpus-data?

Table 41: Teachers’ Prior Kriowledge about Computer Corpus-Data.

Variables

Percentages

To introduce the notion of computer corpus-data to the informants and to see
whether or not teachers have prior knowledge about computerized corpus-data so as to
provide them with the basic concepts of this notion. The question in item 13 was asked and
the obtained results reveal that teachers are not aware about computer corpus data and even

corpus linguistics, in the sense that the answer “no” has a rate of 100%.
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Item 14: Computer corpus-data is the ‘richest’ language source that syllabus designers and
textbook writers may rely on for presenting both current and authentic language content as

regards EFL learners in 3" year literary stream at secondary school.
a) strongly agree  b)Agree c) average  d) disagree e) strongly disagree

Table 42: Teachers’ State of Agreement on Statement 14.

Variables Strongly Agree | Agree | Average | Disagree | Strongly Disagree | Total

Percentages

First, the researcher has offered the informants with some general concepts about
the notion of corpus linguistics and that of computer corpus-data for no prior knowledge is
ensured. Second, teachers were asked to give their state of agreement or disagreement, i.e.
the teachers’ attitudes, towards the qualification of computer corpus-data as the ‘richest’
language source that textbook writers may rely on for designing both current and authentic
teaching materials in ELF classes to these learners (third year literary stream pupils) at
their final year in secondary schooling. Eventually, the results show that most teachers
‘like the idea’ and share a strongly agreement concerning the qualification of computer
corpus-data as the ‘richest’ language source for syllabus designing to EFL learners.
Actually, 7 teachers out of 10 strongly agree with the statement in item 14 while 3 confess
their agreement by saying ‘agree’.

Figure 27: Teachers’ State of Agreement on Statement 14.
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Item 15: EFL Vocabulary Knowledge is best analyzed, selected and taught with the aid
of computer corpus data.
g) Agree b) strongly agree  c) average  d) disagree e) strongly disagree
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Table 43: Teachers’ State of Agreement on Statement 15.

Variables

Strongly Agree

Agree

Average

Disagree

Strongly Disagree

' Total

Percentages 80% 20% 00% 00% 00% 100%
To know if teachers exceed the usefulness of computer corpus data to EFL vocabulary
situation, they were asked to comment on the statement above. The results obtained reveal
that all respondents agree about the fact and share a positive attitude to the ‘reliance’ on the
data gathered from computer corpus, as one of the other many language sources, in EFL
vocabulary analyses, selection and instruction.
Figure 28: Teachers’ State of Agreement on Statement 15.
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Item 16: Raising awareness about computer corpus data and recommending its application
in EFL teaching situations may improve the language learners and users’ proficiency level
as a whole.
a) Agree  b) strongly agree - c)average  d) disagree e) strongly disagree

Table 44: Teachers’ State of Agreement on Statement 16.
Variables Strongly Agree | Agree | Average | Disagree | Strongly Disagree | Total

Percentages

60%

20%

10%

00%

00%

100%

To see if teachers like the fact of getting aware of the notion of corpus linguistics and

computer corpus data and whether on not they recommend its application in EFL teaching

situations in the sense that it may bring a ‘new and light breath’ to the language teachers,
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Therefore, although, being provided with motivating techniques and knowledge about
new tools; teachers feel demotivated to use them because they regard their pupils as

‘poor’ language learners.

3.2.3 The Learners’ Questionnaire Analysis and Presentation:

In order to arrive to at a better picture of the EFL vocabulary teaching and learning
situations in secondary school, it would be vital for he purpose of the study to ask third
year literary pupils about their EFL vocabulary beliefs, practice and learning difficulties.

Actually, the following section analyses the data gathered from the learners’ questionnaire.

Data will be treated in tables and circles. The information is presented and analyzed
according to the order of the items in the questionnaire and not according to the obtained
rate (not from high to low or vice versa).

Section one: Pupils’ Attitudes towards EFL Learning and Vocabulary.
In this section the reader will be acquainted with the pupils’ attitudes towards EFL

learning and vocabulary its learning.

Item 1: To pass your Baccalaureate €xam, carry on your studies at university level and

answer your life’s needs; you would consider English as being:

a) Necessary b) useful C) unnecessary
Table 45: Usefulness of English.

Variables Necessary Unnecessary

Percentages 14% 00% 100%
The first question of the questionnaire aims at finding out whether or not the pupils

are really aware of the role of English language as a universal language. Table 45 shows
that the majority (86% of the pupils) thinks that the learning of the English language is a
necessity mainly in nowadays world, while 14% of them think jt is useful and none of
them believe in the unnecessity of English learning. This later category is usually the part
of the pupils’ population weakest in English or those having a stronger negative attitude

towards the language.
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Figure 30: Usefulness of English.

Necessary Useful Unnecessary Total

Item 2: How do you evaluate your English language proficiency?
a) Very Satisfying b) Satisfying ¢) Not Satisfying

Table 46: Pupils’ Personal Evaluation of their English Language Proficiency.

Variables Satisfying Not Satisfying

Percentages

09 pupils out of 35 claim that they are satisfied by their language proficiency level,
unlike 24 pupils state they are not satisfied; whereas a very small group of 02 pupils only
3 seem very satisfied. (Figure 48)

Figure 31: Pupils’ Personal Evaluation of their English Language Proficiency.

35
30
25
20
15
10

5

0

Very Satisfying Not Total
Satisfying Satisfying

Item 3: In respect to your English proficiency level, which language element you need
more reinforcement in?

a) Vocabulary b) Grammar ¢) Pronunciation
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Please, explain:

teecceenen ceese cees
teceaa cee ..-.o-...-..o..-.-o-....--.....o-....-.--....-o- “see
cees ®ssessessans

reinforcements in for improvements in their EFL competence. Actually, vocabulary
appears on the top of the pupils’ choices with 23 (66%) answers. In the second position

one may find pronunciation with 08 (22%) answers and in the last one grammar with 04
(11%) answers.

This question has also been asked to teachers because they feel what lacks their
learners and moreover to see how close the teachers and learners’ answers are. From the
obtained results, it is clear that the majority of the pupils said that they need reinforcement
in vocabulary rather than in grammar and pronunciation to improve thejr language
proficiency. Moreover, they explained that vocabulary knowledge is needed in all the
language skills, because words’ knowledge is used and needed in every language task.
Moreover, one believes that these pupils need reinforcements in vocabulary learning due to
the problems they meet in listening and reading comprehension and theijr speaking and

writing productions.

Grammar and pronunciation, however, appear to have less need of reinforcements
from the part of the learners. They argued that reinforcements in grammar can be easily
done as there are several grammar books of both theory (lessons) and practice (exercises).
For pronunciation some state that they need reinforcements in this language element.
However, they estimate that it js not as vital as vocabulary for it is needed mostly in
listening and speaking skills over reading and writing in which testing rely on foremost.
Therefore, in the eyes of the informants, vocabulary is the ‘number one’ language element
that they need more reinforcement in, over the two remaining elements for reaching

improvements in EFL language proficiency and achieving higher scores in exams.
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Figure 32: Learners’ Need of Reinforcement.
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Ttem 4: To what extent do you give importance to EFL vocabulary learning?

a) Much b) Little ¢) Not at all
Please, eXplain WHY: ...cc.uiimmuierrnuueretiiiienitiiee sttt

N Table 48: Importance of EFL Vocabulary Learning.

Variables Little Not at all

Total

“Percen ag
To gather data about the learners’ attitudes towards the importance of EFL

vocabulary in their language learning, pupils were asked the following question: To what
extent do you give importance to EFL vocabulary learning? The results obtained reveal
that most pupils (31/35) regard EFL vocabulary learning as very important, in the sense
they opted for ‘much’ as an answer. Whereas, just 04 respondents answer with ‘little’ (see
Table 48).

Besides they were asked to justify their answers, which are summarized in the
following points: most say that they give a high importance to vocabulary knowledge
learning because words are always used and, thus, needed in both receptive and productive
skills. They also explained that most teachers’ evaluation depends much on the content
(words) and not the form (grammar) especially in productive tasks like writing
compositions or participation in classes. Others claim that vocabulary knowledge is
important for it is needed in any examination they undertake because texts, comprehension
exercises and instructions depend very much on word knowledge. For those who gave

vocabulary learning a little importance, they have not justified their choice and thus gave
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Item 5: Do you regard English yocabulary learning as:
d) Easy ¢) Very easy

a) Very difficult b) Difficult  ©) Average

Please, explain Why: «oooeemmeee veensens
EFL Learning Difficulty.

Table 49: Pupils’ Evaluation of
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Figure 35: Some Causes of Pupils Difficulty in EFL Vocabulary Learning.
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Section Two: Pupils ‘Beliefs on EFL Vocabulary Learning.

In this section, the researcher will see the pupils’ attitudes or beliefs on some aspects of
EFL vocabulary learning which include its importance, its content and teaching techniques
and finally the learners’ attitudes on the researcher’ suggestions on EFL learning in general

and vocabulary in particular.

Item 6: Your lack in English proficiency level and school failure in this subject account

for your lack of its vocabulary knowledge.

a) Strongly agree b) Agree c)Average d) Disagree e) Strongly Disagree

Table 51: The Pupils’ Agreement on Statement 6.

Variables Strongly Agree | Agree | Average | Disagree Strongly Disagree | Total

Percentages 89%

To see if learners’ poor English proficiency level accounts for their lack in its
vocabulary knowledge, pupils were asked to give their state of agreement or disagreement
of the statement in item 6 above. Actually, it was also designed in the teachers’
questionnaire so as to see how close the teachers and pupils’ perceptions are. According to
the results presented in table 51, the majority (89%) of the respondents strongly agrees and

only a rate of 11% agrees with the statement above.

115



Chapter Three Data Analysis and Interpretation
—________________dld AlalysIs and Interpretation

Figure 36: The Pupils’ Agreement on Statement 6.
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Item 7: Your lack in vocabulary knowledge accounts for lack of interest in the language
content presented in your classes.

a) Strongly agree  b) Agree c)Average d) Disagree  e) Strongly Disagree

Table 52: The Pupils’ Agreement on Statement 7.

Variables Strongly Agree | Agree | Average | Disagree | Strongly Disagree | Total

Percentages : 20% 46% 34% | 00% 00% 100%

To see if the informants’ lack of EFL vocabulary knowledge is related to their lack
of interest in the content or the teaching material presented to them, the above statement is
designed to gather data about the pupils’ degree on agreement or disagreement on it. In
fact, it can be concluded from the results presented in table 52 that most pupils agree about
statement 7, in the sense that 46 % of the respondents answer ‘agree’, 34% on them show
a neural attitude to the statement and chose ‘average’, 20% ‘strongly agree’ and no single

pupils disagrees.

Figure 37: The Pupils’ Agreement on Statement 7.
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Item 8: The textbook lacks many aspects and offers little importance to vocabulary
learning.

a) Strongly agree b) Agree c) Average d) Disagree e) Strongly Disagree

Table 53: The Pupils’ Agreement on Statement 8.

Variables Strongly Agree | Agree Average | Disagree | Strongly Disagree | Total

Percentages

To see whether or not the pupils complain only from the content of the textbook
and/or from the vocabulary knowledge aspects and tasks it offers; they were asked to give
their degree of agreement or disagreement on the following statement: “The textbook lacks
many aspects and offers little importance to vocabulary learning.” The results obtained
reveal that the majority of the pupils are satisfied with the EFL vocabulary aspects
presented and the tasks designed in it. Indeed, most disagree with the above statement as
19 of the informants disagree, while only 03 strongly agree, 08 show a neutral attitude and

answered with ‘neutral’. However, 02 of the respondents strongly agree and some 3 agree.

Figure 38: The Pupils’ Agreement on Statement 8.
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Item 9: The teaching methods offered by the textbook and used by the teacher do not help
you to acquire the necessary level about EFL vocabulary learning:

a) Strongly agree b) Agree c) Average d) Disagree e) Strongly
Disagree

Table 54: The Pupils’ Agreement on Statement 9.

Variables Strongly Agree | Agree | Average | Disagree | Strongly Disagree Total

Percentages 00% 06% 20% 09% 100%
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To treat the EFL vocabulary Jearning situation from its crucial angles, learners were
also asked to state whether or not they agree on the teaching methods offered by their
school textbook and used by their teachers in the area of EFL vocabulary teaching so as to
reach the necessary level about EFL vocabulary learning. To gather the needed
information, the respondents were asked to give their agreement or disagreement with the
above statement. The data obtained from item 9 show that most pupils disagree, in the
sense that 23 out of 35 answered with ‘disagree’ while 07 with ¢ Average’. This means that
the pupils are satisfied with the teaching methods offered by the textbook and applied by
instructors as regards EFL vocabulary teaching. Whereas, only 02 out of 35 of the
participants agree and only 03 out of the whole sample strongly disagree.

Figure 39: The Pupils’® Agreement on Statement 9.
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After gathering data about the pupils’ beliefs on EFL vocabulary importance to
language learning, its content in which it is presented in and its teaching materials and
methods. The researcher, then, includes two more statements (items 10 and 11). They seek
information about the pupils’ beliefs on what the researcher sees a demotivating factor and
hypothesizes that changing this factor and raising its awareness and suggesting its
application may bring more interest in EFL learning in general and efficiency in

vocabulary learning in particular.

Item 10: You would be more interested in the English classes and motivated to learn if
teachers change their negative perceptions and practices about your language aptitude.

a) Strongly agree ~ b) Agree c) Average  d) Disagree e) Strongly Disagree

118



_______—-—-—-—'_—_-————f

‘ Chapter Three Data Analysis and Interpretation

Table 55: The Pupils’ Agreement on Statement 10.

Variables Strongly Agree | Agree Average | Disagree Strongly Disagree

Percentages

Since language classes are the only space where pupils receive formal learning of
any language skill and aspect, it seems important for the researcher to think about the
factor that loses the learners’ interest in their language classes. To see if the teachers’
negative perceptions and practices on learners’ English aptitude as low decrease the latter’s
motivation in learning. The pupils were asked to state their degree of agreement Or
disagreement on the statement of item 10. The results obtained in the table above reveal
that most pupils strongly agree, in the sense that 62% of the respondents answered with

‘strongly agree’ and only 09% of them disagree.

Figure 40: The Pupils’ Agreement on Statement 10.
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Item 11: You would be more interested in EFL vocabulary learning if its content exceeds
knowledge about the written and spoken forms and basic meanings and includes some
other aspects like: The word register (whether used in spoken and written discourse) and
presents vocabulary that is targeted to situations in which you are likely to find yourselves

on. a) Strongly agree D) Agree c) Average d) Disagree  €) Strongly Disagree

Table 56: The Pupils’ Agreement on Statement 11.

Variables strongly Agree | Agree | Average Disagree | Strongly Disagree Total

Percentages
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After knowing what raises the pupils’ interest in their language classes in general.
The researcher, then, hypothesizes what raises the pupils’ interest in their EFL vocabulary
learning in particular. The statement assumes that learners’ interest in EFL vocabulary
learning, may rise by inferring other vocabulary knowledge aspects like the word register
and frequency and presenting vocabulary that is targeted to situations in which pupils are
likely to find themselves on. The results show that all informants support the idea, in the
sense that 28 pupils answered with ‘agree’, 02 ‘strongly agreed’, only 05 pupil answer with

‘average’ and not a single pupils disagree with the statement. (Table 56)

Figure 41: The Pupils’ Agreement on Statement 11.
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Section Three: Pupils ‘Practices on EFL Vocabulary Learning.

In that section, the pupils’ practices on EFL vocabulary learning are presented and their
opinions on them are also included.

Item 12: For you, the best way to learn about EFL word knowledge in particular and
language learning is:

a) To refer only to your English classes.

b) To use other language sources.

¢) Both.

EXplain WHY: ..c.uvuniuiiniiiiiii

Table 57: Extra Accessing Sources for EFL Vocabulary Learning.

Variables English classes only | other language sources

ercentages

To see if the pupils rely only on the teaching materials offered by the teacher and

textbook or on extra language sources, they were asked to answer the question in item 12.
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Most answers (62%) tend to the choice ‘¢’ which reads that they rely both on the language
classes presented by the teachers and other language sources, while 38% admitted that they
rely only on their language classes for EFL vocabulary learning (Figure 59). Moreover, the
informants were asked to explain these extra sources in terms of forms or need. They
explained that they use other resources since the language classes conditions they learn
with would not supply them with all knowledge or the practice they need to know or to
- train themselves on. This further learning is for the lack of time and anxiety that emerges

from the Baccalaureate exam which they need to pass.

Figure 42: Extra Accessing Sources for EFL Vocabulary Learning.
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Item 13: with respect to your English proficiency level, have you benefited from the
English materials you may encounter outside your English classes (TV channels, songs,

video games and the Internet).

a) Yes b) No
Please, explain BOW? .....cooiiuumimrrimnmnnneisnnnnesrsss s

Table 58: Benefits from Extra English Accessing sources for EFL Learning.

Variables

Percentages 100%

To see whether or not informants have benefited from their access to other English
materials apart from their language classes, the pupils were asked to answer the following
question: with respect to your English proficiency level, have you benefited from the
English materials you may encounter outside your English classes (TV channels, songs,

video games and the Internet)? The results show that all the respondents have benefited
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from their extra access to other English materials in the sense that the 35 pupils chose ‘yes’

as an answer to the previous question. (Table 58)

In addition the pupils have admitted that their incidental access to English songs,
video games, Internet, titles of films and shows, for most, enlarges their work knowledge
mainly. They explained that through these sources they often encounter words or phrases
that they have no prior knowledge about their meaning or use. Consequently they check
‘them up in their language dictionaries or ask their teachers if still not clear for them. The
pupils also argued that they hardly ever forget about them because these words are of their
preferences and interests. In this respect, the researcher assumes that the words they
learned in this way may be stored in the pupils’ long term memory and then can be easily

remembered whenever and wherever needed.

Item 14: During your English classes do you ask questions to your teacher about word

knowledge clarifications? a) Yes b) No

Table 59: Pupils’ Questions about Word Knowledge Clarifications.

Variables

Percentages

Table 59 shows that there is no a considerable difference between the pupils’
answers to whether or not they ask questions about vocabulary knowledge clarifications, in
the sense that 19 of the respondents said ‘yes’ and 16 said ‘no’. Furthermore, the
researcher tries to investigate reasons behind the pupils’ refusal to ask questions to their
teachers, and for the other group, those who ask questions, one attempts to identify the
kinds of questions they ask in terms of need. The results are illustrated in the following

table.

Figure 43: Pupils’ Questions about Word Knowledge Clarifications.

Total
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If ‘yes’ your questions are mainly related to:

Variables (Content) Number of Pupils Percentages

| Its meaning(s)-
Its word parts (Prefix /Suffix).

Its register (Spoken Code / Written
Code).

Table 60: e Areas of Pupils’ Questions.

Within the group of pupils who ask questions, the leading majority is formed by the
pupils who ask questions related to the meaning(s) and are 16 out of 19 and 07 on the word
forms. Next is the group of pupils (09) who ask question about word’ synonyms and
antonyms. Subsequently, comes the group of learners (06) who inquire about the word’
affixation. Eventually, only 02 pupils out of 19 wonder whether a given word is used in

spoken code or written one and 04 out of 19 question about the word collocations.

Figure 44: The Areas of Pupils’ Questions.

If ‘no’ it is because:

Table 61: Causes of Pupils’ Refusal to ask Questions.

Variables (Content) Number of Pupils | Percentages |

| Youarea shy person

Target words are well explained 31.25%
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Others

According to the results obtained in table 61 variant reasons lay behind learners
who avoid asking questions. Actually, just few pupils regard EFL target vocabulary
leaning as easy since 02 out of 16 stated that the targeted words are easily learned and find
it useless to ask questions to teachers. Other 05 pupils assume that EFL targeted
vocabulary is well explained and leave no chance to ask for explanation or clarification.
However, a considerable number of the informants (13/16) do not ask questions because of
their teachers’ negative perceptions and expectations on them. Some 04 avoid asking
questions about word clarifications because they are unable to express themselves, whereas

10 of participants refuse to ask because they are shy persons.

Figure 45: Causes of Pupils’ Refusal to Ask Questions.

Item 15: The most boring task in your vocabulary learning process is:

a) To learn words by heart ¢) to put words in gaps
b) To find the odd word d) to match words with definitions.

Table 62: The Most Boring task to Pupils in Vocabulary Learning.

Variables Learning Words | Finding Odd Words Putting Words in | Matching

by Hearts Gaps

Percentages

Concerning pupils’ evaluation about what demotivates them in EFL vocabulary

learning; they were asked what the most boring task to them was. The results in table 62
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reveal that the leading majority (32/35) dislike learning words by heart in lists and 19
admit putting words in gaps. The remaining tasks (finding the odd word and match words
with definitions) appear to be enjoyable in the sense that no one from the respondents
qualified them as boring. Actually, the next item will provide further data about what

motivate learners in EFL vocabulary learning situation.

Figure 46: The Most Boring task to Pupils in Vocabulary Learning.

ﬁt"

Learning Finding Putting Matching  Total
Wordsby 0Odd Wordsin
Hearts  Words Gaps

Item 16: Which of the following type of activities do you think of as the most motivating to
practice vocabulary?

a) Filling the gaps with vocabulary given.

b) Reading texts.

¢) Matching (words or situations with pictures/words with definitions, antonyms/
synonyms).

d) Completing vocabulary lists or columns.

¢) Writing compositions.

£) Ohers .....ccuuvrenneeeruirmiannneeieeinneen

Table 63: The Most Motivating task to Pupils in Vocabulary Learning.

Variables Number of Pupils Percentages

Filling the gaps with vocabulary glve

ompleting vocabulary lists or columns

Writing compositions

Total

To see what teaching technique is the most motivating to learners in their EFL

vocabulary learning, they were asked the following question: What motivates you most,
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the following type of activities, in your EFL vocabulary learning situation? From table 63,
it is clear that the majority like matching and finding the odd words in lists, in the sense
that 26 of the participants answered by “Matching” and 17 by “finding the odd word”, 13
answered by learning through “Filling the gaps with vocabulary given” and 16, 07, and 03
pupils enjoy completing vocabulary lists, reading texts and writing compositions
respectively. For the researcher the rate of these tasks due to the pupils’ lack of vocabulary
knowledge which makes the task of adding words in columns and lists, understanding and

using words in reading and writing harder to them.

Figure 47: The Most
Motivating Task to Pupils in
Vocabulary Learning.

Section Four: Learners’ Difficulties and Suggestions in Vocabulary Instruction.
Item 17: During language tasks and examinations, the most difficulty you meet is:

a) To understand the questions. b) To answer the questions because of your lack of
vocabulary. c¢) To answers the questions because of your inadequate feedback. d) Others.
Table 64: The most Difficulty Pupils meet in Exams.

Variables Number of Pupils Percentages

To answer the questions because of r ac 22
of vocabulary.

During language ask at they have problems to
answer the questions because of their lack of vocabulary. However, 10 pupils admit that
they are incapable to understand the task instructions and the exam questions and just 3 of

the respondents confess that they find difficulties for their inadequate feedback. (Table 64)
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Figure 48: The most Difficulty Pupils meet in Exams.

35 ~?
30 - /
25 o /
20 /
15 '/ -
10 -
5 s
0 .
To To answer Toanswers Others Total
understand the the
the questions questions
questions because of because of
your lack of  your
vocabulary. inadequate
feedback

Item 18: After your exam on the English subject, your marks reflect:

a) Your ‘good’ / ‘poor’ writing skill.

b) Your misunderstanding of the content (text and questions).
c) Your bad preparation.

Q) OB TOSONE: .. civiin s iasines criines s smamosss s dussinsss

Table 65: Pupils’ Exam Marks Reflection.

Variables Percentages

poor’ writing skill

| Your bad preparation

Total

Most pupils (19/35) explain their marks in relation to their poor writing skill and
only 3 to their good writing skill. Yet, 10 students interpret them in terms of their
misunderstanding of the content (text and questions) that logically affect in its turn the kind
of answers that they would provide during exams. However, 3 of the informants confess
their bad preparation and no one of the respondents refers to other reasons. Furthermore,

the respondents were asked to justify the reasons that lay behind their choices. Most pupils

admit that their lack of vocabulary accounts for their ‘poor’ writing skill (19/35) and
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misunderstanding of the content (10/35). Those who answer ‘good writing skill” (03/35)
relate this fact to their adequacy knowledge of both grammar and vocabulafy, while the
category which relates its exam marks to its bad preparation (03/35) confess that ‘stress’ is

the reason behind their ‘bad’ preparation and scores. (Table 65)

Figure 49: Pupils’ Exam Marks Reflection.

Table 66: Some Pupils’ Justifications.

Pupils Justifications Number of Pupils Percentages

Adequacy of Vocabulary and grammar.

Most pupils justify their ‘poor’ writing to their lack in vocabulary. Others relate
their misunderstanding to the stress that evokes from the fact of having an exam and some
add that their deficiency in word knowledge also accounts for this misunderstanding.
Whereas, the ones who reflect their exam scores to their ‘good’ writing argue that it is their
adequacy of vocabulary knowledge and grammar that betters their process and improves
their product (Table 66). Therefore, vocabulary knowledge adequacy and shortage appear

to be responsible for both, efficient and deficient language process and product.
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questionnaires were also meant to detect as much as possible the causes of the lack of
interest in teaching and learning from both teachers and learners perceptions. More
importantly some items in the questionnaires aim to gather data on comment about what
the researcher consider as motivating for EFL vocabulary learning and to obtain

suggestions from the part of both participants.
The hypotheses one discusses in this dissertation are the following:

1. Tt is assumed that EFL teachers and learners in Algerian Secondary Schools regard
vocabulary teaching and learning as important to language learning and difficult.

2. It is thought, however, that they may display a lack of interest and motivation to
English vocabulary teaching and learning.

3. Nowadays computer technology in general and data corpus in particular are considered
as motivating tools. Since successful learning is all about motivation; one supposes that
data corpus as informed materials may enhance EFL Vocabulary Knowledge analyses
and selection and may motivate because teachers and learners can be sure that the
language they are practicing is modern, used in everyday situations, targeted to
situations they are likely to find themselves in and corresponds to what they will hear
and see in real conversations, movies, radio and TV shows, newspapers, books, Internet
texts and magazines. It is not artificial or invented language, but consists of the most
widely used words, phrases and grammar.

4. It is also assumed that this lack of interest is caused by the teachers’ negative
perceptions and expectations of their learners.

The first hypothesis is valid. If one refers to section one in items 3 and 4 in the
pupils’ questionnaire, section two in item 6 and section four in items 18 and 19; he or she
would notice that pupils qualify vocabulary learning as important to improvements in
language proficiency level and high achievements in language tasks and exams. Further
more results in the pupils’ questionnaire confirm that pupils regard EFL vocabulary
learning also as difficult. (Section one: item 5 and section 4: item 20). The same hypothesis
is also valid in teachers ‘questionnaire outcomes, in the sense that teachers in the second
section and more precisely in item 10 admit to refer to other language materials so as to
provide more knowledge and offer more practice on EFL vocabulary. This, indeed,
reflects vocabulary importance in language teaching and learning. Furthermore, the items
13, 14 and 15 in section three on the teachers ‘questionnaire clearly reveal how much

importance teachers give to EFL vocabulary learning. Their answers argue that vocabulary
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knowledge is the number one language element responsible for promoting the pupils’ level
of language proficiency. Besides, they relate its deficiency to the pupils’ lack in language

proficiency level and school failure in learning English.

The second hypothesis and the last one are also confirmed in both participants’
questionnaires. While referring to the pupils’ questionnaire in section two in items 7 and 8,
one would note that pupils display a lack of interest to EFL vocabulary though stressing its
importance to English learning. They relate this lack of interest to their demotivation to
learn. They explained that their teachers’ negative perceptions on their language aptitude
as low decrease their interest in the language classes and motivation to learn English in
general. As far as EFL vocabulary is concerned, they admit their lack of interest in
vocabulary learning accounts for their lack of interest in the content in which vocabulary is
presented. However, they confess that the textbook offers enough importance to
vocabulary learning for the varied tasks it provides. Along with, they admit that the
teaching methods presented in the textbook and used by the teacher help them acquire the

necessary level about vocabulary.

In the teachers ‘questionnaire, too, the second and forth hypotheses are valid, in the sense
that teachers as pupils complain about a lack of motivation in teaéhing English in general
and vocabulary for the pupils’ low level in English language proficiency (in section five:
item 24). They confirm that the pupils’ low language aptitude stands as an obstacle or
barrier against the proceeding of any language teaching and learning material and, thus,
demotivating teachers to proceed teaching and offer any related knowledge. Consequently,
they lose interest to personalize EFL vocabulary learning process by getting learners to
relate topics and texts in the textbook to their own lives and views, which proves to be more

fruitful and efficient. (The teachers’ semi-structured interview: question 7).

The results in both teachers’ questionnaire (Section three: item 16) and interview
(questions 14 and 15) verify the third hypothesis. It assumes that the application of
computer corpus data as informed materials may enhance EFL Vocabulary knowledge
analyses and selection and motivate teachers and learners in their EFL vocabulary teaching
and learning; in the sense that the participants are dealing with vocabulary knowledge and
language materials that meet their everyday needs in the sense that they are targeted to
situations in which they find themselves embarked on. Furthermore, teachers strongly

agree on the fact that computer corpus-data is the ‘richest’ language source that syllabus
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designers and textbook writers may rely on for presenting both current and authentic
language content as regards EFL learners in secondary schools for being in their final year

of schooling.

Not only teachers prove to agree about the application of computer corpus data in EFL
vocabulary learning, but language learners as well. The obtained results in the pupils’
questionnaire (section two: item 11) confirm that the pupils agree to exceed the content of
vocabulary learning to aspects like word register and word frequency and to present
vocabulary that is targeted to situations in which pupils are likely to find themselves on.
Moreover, pupils confess that vocabulary learning is better processed while referring to
self learning mainly outside the classroom (section three: item 12) and prove to have
benefited from the English materials as regards vocabulary knowledge they may encounter

outside their English classes (section three: item 13).

3.4 Conclusion:

This dissertation is conducted to analyze the EFL vocabulary teaching situation in
secondary school Daoud Mohamed El-Djabeli in Remchi — Tlemcen. The analysis of the
situation is done by referring to two groups: the third year literary stream EFL learners and
their English language teachers for the academic year 2009-2010 using a questionnaire and
a semi-structured interview to teachers and questionnaire to learners.

The findings from the aforesaid research tools reveal that both teachers and
learners’ share beliefs on EFL vocabulary importance and difficulty, therefore any
improvement in education quality presupposes taking into account the teachers and
learners’ needs and interests. Both questionnaires and interview give the researcher
insights about some causes of both teachers and pupils’ lack of interest and motivation to
learn English in general and its vocabulary and highlights what the researcher thinks will
both motivate teachers and capture learners interests and improve the teaching and the
learning of EFL vocabulary and English as a whole.

To conclude this chapter, two points have to be stressed:
At first, the teachers’ responses perfectly correspond to the pupils’ ones which clearly
highlight the existence of the problem under study. Therefore, there is a need for a
reconsideration of any aspects of the teaching of this ‘crucial’ language element, ranging
from the where (the sources of words analyses and selection), the what (which aspects of
word knowledge would teachers give priority to be taught) and the how (techniques and
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strategies to teach and learn about them) to the teachers and pupils’ training, motivation
and needs.

Second, a confirmation of the researcher’s hypotheses is obtained via both teachers and
pupils’ unanimity, mainly concerning the items closely linked to the research questions and

hypotheses under study.

Eventually, the findings discussed and derived from the research tools utilized in
this study will lead the researcher to draw some suggestions and recommendations and to

include them in the next chapter.
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4.1 Introduction:

Teaching and learning English as a foreign language is a highly complex task that
should consider, teachers and learners' requirements, needs and wants so as to help them
accomplish and reach their expectations and objectives. Based on the researcher's literature
reading and the obtained results from the teachers and learners' attitudes, perceptions and
preferences and the insightful opinions and propositions of experts, the researcher will list

of some recommendations and suggestions to teachers and learners, alike.

From the participants’ questionnaires in the present study it is assumed that third
year literary stream pupils have a set of problems at the level of word forms and use and
word knowledge recalling. Teachers also find it difficult to teach about the language as a
whole for their negative perceptions on their pupils’ low level of language proficiency and
about vocabulary itself for its complexity to their learners. Teachers, then, confess their
lack of motivation to teach. For a better exploitation from EFL vocabulary teaching and

learning achievements, the following recommendations and suggestions are given.

4.2 Teachers’ Recommendations and Pupils’ Suggestions:

Based on the difficulties EFL teachers and learners encounter in secondary schools
before, during and after vocabulary teaching and learning courses, the following
recommendations are proposed for the improvements of EFL vocabulary teaching and

learning:

- Rising awareness about vocabulary importance among pupils in classes.

- Reinforcements in vocabulary teaching Materials selection and tasks for more practice
and better assessment and learning.

- Having pupils ‘well trained’ in prior years to their last year.

- Working in smaller classes.

- Advocating extensive reading.

- Encouraging self-learning.
Their suggestions are gathered in terms of relationships and developed by the researcher

in the light of what research in the field has brought up.
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4.2.1 Rising Awareness about Vocabulary Importance in Classes:

It is suggested to give vocabulary a high profile in the syllabus and the classroom so that
learners can see its importance and understand that learning a language is not Just about learning
the grammar of that language (O'Dell 1997).1t may be worth teaching learners an easier

formulation of Wilkins' view (1972:11 1) " without grammar very little can be conveyed, without

vocabulary nothing can be conveyed".

One of the first vocabulary learning strategies for any classroom is to teach learners
how to ask for words they do not know in English and how to ask for the meanings of
English words they do not understand. Therefore, phrases like "what's the word for
in English"?, "how do you say _ "? and "what does ___mean"? are useful to teach at a
basic level. As learners progress, another useful strategy they can use is to paraphrase:" it's
akindof ", “itslikea_ ", and"it'sfor __ ing X".

An important vocabulary acquisition strategy in the one which Nation (2001) calls
"noticing». Its main concept is seeing a word as something to be learned. Teachers can
help learners get into the habit of noticing by making clear in classroom instructions and
homework tasks in which they should determine which items should be learned, what each
item is (a single word, a phrase, a collocation etc.) and for what purpose (active use or pas-
sive recognition). And materials can help teachers on this, in the following ways:

» Providing clearly marked vocabulary lessons.

» Making the target vocabulary set stand out, including focused practice and regular
review.

» Giving lists of vocabulary to be learned for the lesson.

Structured vocabulary notebook exercises which are designed to make students focus on a

particular vocabulary set or feature are a good way of developing this noticing strategy.

4.2.2 Reinforcements in Vocabulary Teaching Materials and Tasks:

Research advocates that prior to reinforcement in vocabulary teaching tasks,
teachers need to be selective in terms of vocabulary teaching materials. Actually, there is a
lot to learn about vocabulary in terms of its range, the sheer number of words and phrases
to learn, and the depth of knowledge students need to know. Materials can help students in
two broad areas. First, they need to present and practice in natural contexts the vocabulary
that is frequent, current, and appropriate to learners’ needs. Second, materials should help

students become better learners of vocabulary by teaching different techniques and
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strategies they can use to continue learning outside the classroom about each vocabulary
item. In fact, there is a vast amount of research into how learners learn best and teachers
might best teach. Next, some key principles that teachers may follow to help pupils learn
more effectively are listed.

4.2.2.1 Suggested Vocabulary Selection T echniques:

Actually, there is no special course to learn vocabulary. Vocabulary list usually
appears with a reading text. Teachers should make full use of the vocabulary list to help
students to obtain the necessary lexical knowledge. At this point, teachers may ask two
questions. First, among the words in the vocabulary list what words should be selected to
spend time on? And is the first consideration the teacher has to make? According to
Harmer (1991) a general principle of vocabulary selection has been that of frequency. To
focus learners’ attention on the high frequency words of the language gives a very good
return for learning effort.

Methodologies can decide which words they should teach on the basis of how :
frequently they are used by speakers of the language. The words which are mostly
commonly used are the ones teachers should teach firstly. Another principle that has been
used in the selection of vocabulary is that of coverage. A word is more useful if it covers
more things than if it only has one very specific meaning. Thus, teachers should select the
words with the ability to combine with other words, the ability to help to define other
words and the ability to replace the other words.

Preparing the vocabulary component of a language course, teachers should have
the basic words to refer to and they need to judge whether a particular word deserves
attention or not (Nation, Warning, 1997). Giving description of word lists suggest that
large vocabulary word lists, as the major source of vocabulary learning, are preferable in
the teaching and learning of English vocabulary.

» Word Lists at an Early Stage:

Word lists are of great help because they are derived from different corpora
developed from millions of words. An example is the General Service List (1953) by West
and the Academic Word List by Coxhead (1998), see Appendix F.

The facts about word lists show that they can not only help teachers to select those
words worth attention and teaching but also enable learners to have a systematic study of

academic words they need for academic purposes.
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» Awareness of Criteria in Selection:

It is a good start to refer to word lists when teachers prepare a vocabulary teaching
programme for the learners. However, it is not motivating to utilize the word list
mechanically. Some criteria should be taken into account when words are selected for
teaching. Firstly, the word lists must contain words that are representatives of the varieties
of words that are intended to reflect. For example if teachers are to teach vocabulary of
speech, they must first make sure that the word list they select for teaching should be based
on the corpora with spoken data which show the representativeness of the words to be
taught or learned. Secondly, the words selected should occur across a range of different
text types. The occurrence of a word in a wide range of text types will be beneficial to
learners who major in different subject areas for academic purposes. Thirdly, special
concern should be shown to some vocabulary items with multi-units whose meaning is not
deducible from the meaning of the individual words. Examples are: so for, good morning,
all right .. .etc. they should be regarded as a whole and included in the teaching list.

» The Use of Concordances:

The use of concordances (see appendix E) in selecting words is a good way to
promote vocabulary learning because of several advantages. Learners can meet the
vocabulary in real contexts with a variety of aspects of knowing a word including
collocates, grammatical patterns, word family members, related meanings and homonyms
presented. The use of concordance can challenge the learners to actively construct

generalizations, note patterns and exceptions’. (Nation, 2001:111).

4.2.2.2 Suggested Vocabulary Teaching Materials and Tasks:

It is clear that there is a far more to a vocabulary item than just meaning. In
teaching vocabulary, teacher should look at words from the perspective of their meaning,
their use, their formation and their grammar. (Nation 2001).

The first decision to make when teaching a word is to decide whether the word is
worth spending time on or not. If the word is a low frequency word and is not a useful
technical word and not one that is particularly useful for the learners, it should be dealt
with as quickly as possible. Usually, when words come up in the context of a reading or
listening text, or of learners need a word or phrase when speaking or writing, they need
quick help which does not interrupt the activity too much. The following subtitle lists ways
of quickly dealing with words. The small amount of research on such teaching indicates

that it has a strong effect on vocabulary learning.
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> Ways of quickly giving Attention to Words:

I Quickly give the meaning by (a) using an L1 translation, (b) using a known L2 synonym
or a simple definition in the L2, (c) showing an object or picture, (d) giving quick
demonstration, (e) drawing a simple picture or diagram, (f) breaking the word into parts
and giving the meaning of the parts and the whole word (the word part strategy), (g) giving
several example sentences with the word in context to show the meaning, (h) commenting
on the underlying meaning of the word and other referents.

2 Draw attention to the form of the word by (a) showing how the spelling of the word is
like the spelling of known words, (b) giving the stress pattern of the word and its
pronunciation, (c) showing the prefix, stem and suffix that make up the word, (d) getting
the learners to repeat the pronunciation of the word, (e) writing the word on the board, (f)
pointing out any spelling irregularity in the word.

3 Draw attention to the use of the word by (a) quickly showing the grammatical pattern the
word fits into (countable/uncountable, transitive/intransitive, etc), (b) giving a few similar
collocates, (c) mentioning any restrictions on the use of the word (formal, colloquial,
impolite, only used in the United States, only used with children, old fashidned, technical,
infrequent), (d) giving a well known opposite, or a well known word describing the group
or lexical set it fits into.

Nation argues that teachers need to take the following principles in presenting
knowledge about vocabulary.

1. Keep the teaching simple and clear. Do not give complicated explanations.

2. Relate the present teaching to past knowledge by showing a pattern or analogies.

3. Use both oral and written presentation - write it on the blackboard as well as explaining.
4. Give most attention to words that are already partly known.

5. Tell the learners if it is a high frequency word that is worth noting for future attention.

6. Do not bring in other unknown or poorly known related words like near synonyms,
opposites, or members of the same lexical set.

Sometimes however a teacher may want to spend time on a word. In general, time
should be spent on high frequency words or words that fill a language need that the
learners have. The subtitle below lists a range of vocabulary activities that require very
little preparation by the teacher. Note that these activities have been organized according to
the aspects of what is involved in knowing a word. Many of these activities involve

learners working together in pairs or small groups.
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» Useful Vocabulary Learning Exercises that require little or no Preparation:

Word Meaning

® Find the core meaning: The learners look at dictionary entries and find the shared
meaning in the various senses of the word.

» Word card testing: The learners work in pairs. Each learner gives their pack of cards to
their partner who tests them on their recall of the meaning by saying the word and
getting them to give the translation. This can also be done by giving the translation and
getting them to give the word form.

» Using the dictionary: When a useful word occurs in a reading text, the teacher trains
learners in the strategy of using a dictionary.

B Guessing from context: Whenever a guessable word occurs in a reading text the

teacher trains the learners in the guessing from context strategy.

Word Form

» Spelling dictation: The teacher says words or phrases and the learners write them.

B Pronunciation: The teacher writes words on the board and the learners pronounce them
getting feedback from the teacher. Each learner picks what word to say.

» Word parts: The teacher writes words on the board and the learners cut them into parts
and give the meanings of the parts.

Word Use

B Suggest collocates: The learners work together in pairs or small groups to list collocates
for a given word.

B Word detectives: A learner reports on a word he or she has found in their reading. They
talk about the meaning, spelling, pronunciation, word parts, etymology, collocates and
grammar of the word.

» Useful Prepared Exercises for Vocabulary Learning:

Some vocabulary exercises need to be carefully prepared in advance. These may be
part of a course book and may be planned to systematically cover a certain area of
vocabulary. Below one lists the most useful of these. The major values of prepared
exercises are that they can be made to systematically cover an area of vocabulary, and
learners can do them independently of the teacher. Most published books of prepared
vocabulary exercises use the Teach, fest, and mark format. That is, some aspects of the
words are taught, and then the learners do labeling, completion, rewording, classifying,

correcting or matching activities which they later mark using an answer key (McCarthy
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and Dell, 1994). If such exercises are done in pairs or small groups, then there is the added
opportunity for learners to learn from each other.
Meaning

* Word and meaning matching.

= Labelling.

= Sentence completion.

* Crossword puzzles.

* Semantic analysis.

= Completing lexical sets.

Form

* Following spelling rules.

= Recognising word parts.

* Building word family tables.

Use

= Sentence completion

* Collocation matching

= Collocation tables

* Interpreting dictionary entries

Nation (2001) confesses that a good vocabulary exercise:

1. focuses on useful words, preferably high frequency words that have already been met
before;

2. focuses on a useful aspect of learning burden. It has a useful learning goal;

3. gets learners to meet or use the word in ways that establish new mental connections
for the word. It sets up useful learning conditions involving generative use;

4. involves the learners in actively searching for and evaluating the target words in the
exercise; and

5. does not bring related unknown or partly known words together. It avoids
interference.

Many of the presented vocabulary teaching materials and activities are developed
by Morgan & Rinvolucri (2004). They included activities to introduce vocabulary; text
based activities; writing activities for Communicative Output (Nation, 2005, Beglar &
Hunt, 2005); L1/L2 activities; suggestions for using corpora and concordances;
multisensory activities; word personalization tasks; as well as suggestions for dictionary

and revision exercises.
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Besides, the researcher strongly suggests more flexible teaching materials that may
answer the learners’ needs and desires. Based on the belief that, the classroom may be the
‘only’ place where learners formally learn and use English. Thus, it is important for
teachers to include teaching materials as strategic vocabulary and foremost the one made
up so much of spoken language (see chapter one), in language classes. In other words, if
the textbook does not include this as part of the syllabus it will be up to the teacher as the

most experienced user of English to find ways to introduce this type of vocabulary in class.

4.2.2.3 Some Guidelines Prior to Vocabulary Task Design
> Offer Variety in Exercises:

Tomlinson (1998) suggests a number of principles for developing successful
teaching material. The first of these is that "materials should achieve impact". He suggests
that this can be done with appealing content, attractive presentation and variety. Indeed, he
argues that teachers should use different ways to present vocabulary including pictures,
sound recordings and different types of texts which learners can identify: stories,
conversations, web pages, questionnaires and news reports. Besides he notes that in each of
these variant contexts, topics should be relevant to the learners' interests and needs.

Similarly practice activities should vary so as to engage learners at different levels
and should range from simple listen and repeat type of practice to opportunities to use the
vocabulary in meaningful way. In addition, offering variety also means catering to
different learning styles and as Tomlinson notes, some learners may use different learning
styles in different learning situations. In short, offering variety also means offering
activities that sometimes appeal to learners who are "analytic" or "studial" (those learners
who need to analyze the language and to be accurate on their use of it); as well as to
learners who are "global" or "experiential" (those who are less concerned with accuracy)
and catering to learners who prefer to learn either by seeing, hearing or doing things.

» Provide opportunities to organize vocabulary:

Organizing vocabulary in meaningful ways makes it easier to learn (Schmitt 1997;
Sokmen 1997). Textbooks often present new vocabulary in thematic sets as an aid to
memory, but there are other types of organization and these can be described under three

broad headings: real-world groups, language groups, and personalized groups.

Real-world groups: occur in the real world; for example to gather the vocabulary

regarding countries, continents, parts of the body, foods and expressions of every day use.

144



Chapter Four Suggestions and Recommendations

_—————_ﬁ

Language-based groups: draw on linguistic criteria as ways of grouping, for example, the
different parts of speech of a word family; words that have the same prefix or suffix, or the
same sound; verbs and dependent prepositions; collocations of different kinds (verb +

noun; adjective + noun, etc.).

Personalized groups use students’ own preferences and experiences as the basis for the
groups. It might include grouping vocabulary according to likes and dislikes, personal
habits or personal history, for example, foods that you like and don’t like, or eat often,
sometimes, rarely, or that you ate for breakfast, lunch, and dinner yesterday. Making

vocabulary personal helps to make it more memorable.

» Make vocabulary learning personal:

Related to the point above, materials should provide opportunities for students to
use the vocabulary meaningfully, to say and write true things about themselves and their
lives. Students should be encouraged to add vocabulary they want to learn, too. One note
of caution is that personalization may be more appropriate for some students than others.
In a large study of vocabulary learning strategies used by students at different ages,
Schmitt (1997) reports that younger (junior high school) students found that
personalization was less helpful to them than the older students in university and adult

classes.

Potentially this range of teaching guidelines discussed in this concern for language
teachers, may lead learners correspondingly to use a broad range of strategies. This would
allow for a range of individual approaches to learning but also hope to expand the range of
strategies available to students.Thus, effective teaching may be based more on the
development of skills and practices than on knowledge and content (Bialystok 1985), and
help students towards metacognitive awareness of strategy choices. As Sternberg (1987)
maintained, a main function of teaching vocabulary should be to teach students to teach

themselves. He said:

No matter how many words we teach them directly, those words will
constitute only a small fraction of the words they will need to know, or
that they eventually will require. They truly constitute a drop in the
vocabulary bucket. It doesn't really matter a whole lot how many of those

Sfew words students learn, or how well they learn them. What matters is
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how well they will go on learning long after they have exited from our

lives, as we have exited from theirs (p. 97).

Moreover, Morgan and Rinvolucri (1986) found out that learners in interviews
claimed they used many techniques that are not very commonly used in classrooms. They
concluded that learners “recognized something that their teachers did not: Jor learning to
be effective, attention must be paid to the student's own process of learning”, and effective
teaching is to “work with that process” (p. 5). There is therefore a need to look at students'

own learning, so that more effective help can be given in classrooms.

4.2.2.4 Suggested Techniques for Vocabulary Presentation:

v' Make students incorporate new words into language that is already known

The best way to help students to remember new words is to incorporate them into
language that is already known. According to Baddeley (1990, p. 145), the principle of
incorporating new knowledge into the old is so widely accepted as a basic requirement of
learning, that learning itself can in some respects be considered a “problem-solving
exercise in which one attempts to find the best way of mapping new learning onto old”
(1990, p.198). Old-established words are part of rich network of interwoven associations.
If new words can be integrated into this network, those associations can strengthen the
learner’s existing schemata and at the same time make the new word more accessible.
Words do not exist in isolation. Their meanings are defined through their relationships with
other words and it is through understanding these relationships that students can arrive at
the understanding of words. Words that are presented can be related by subject matter (e.g.
“looking for a place to live”, “human rights™); by similarity of meaning features (e.g.,
pretty, beautiful, handsome, lovely, attractive); by lexical relations: synonyms (shallow,
superficial), antonyms (cry, laugh), subordinates (animal, dog), superordinate and
cohyponyms (vehicle, car, train).
v' Make students interact with words

Experiments on vocabulary seem to suggest that students remember best when they
have actually done something with the words they are learning. There is a definite
advantage in getting students to do more than just repeat them. Tasks such as changing
them to mean their opposites or making a noun an objective, putting words together, etc.
help to fix the words in the learner’s minds (Harmer, 1991, p. 160). We should get students
to interact with words. Teachers should get them to “adopt” words that they like and that
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they want to use. They should get them to do things with words so that they become
properly acquainted with them.
v' Make students use the mental processing

Vocabulary learning needs a deep experience. The deeper the mental processing
used when learning a word, the more likely, that a student will remember it. The “Depth of
processing hypothesis™ states that mental activities which require more elaborate thought,
manipulation, or processing of a new word will help in the learning of that word (Craik and
Tulving, 1975). Deeper, richer semantic processing, such as creating a mental image of a
word’s meaning, judging the formality of a word, or grouping the word with other
conceptually associated words, will be more likely to enhance learning than shallower
processes such as rote repetition (Schmitt, 1995).

v’ Avoid teaching similar words at the same time

According to Nation (1982), new items are better retained if unrelated in meaning
while new words sharing features of meaning are likely to be confused. Although
organization can facilitate learning, teaching words together which are too similar can be
counter-productive. With a pair like “left” and “right”, students often confuse which word
applies to which direction. In addition to learning the meanings of the two words, the
student has the additional burden of keeping them separate. This “principle of interference”
applies to formal similarities as well. If “affect” and “effect” are taught together, they are
likely to become cross-associated in the learner’s mind. Higa (1963) found that words
which were strongly associated with each other, such as antonyms, were more difficult to
learn together than words which had weak connections or no relationship at all. One way to
avoid interference between two similar words is to teach the more frequent word, and only
introduce the second item after the first has been firmly acquired.
> Getting Repeated Attention to Vocabulary: (Repeat and Recycle)

Useful vocabulary needs to be met again and again to ensure it is learned. In the
early stages of learning the meetings need to be reasonably close together, preferably
within a few days, so that too much forgetting does not occur. Later meetings can be very
widely spaced with several weeks between each meeting. High frequency vocabulary needs
to be met across all four strands of a course - meaning-focused input, meaning-focused
output, language-focused learning, and fluency development. Some low frequency
vocabulary may not need to become part vo learners’ output and so it is not important for it

to be part of the meaning-focused output strand.
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When teaching vocabulary, language learners usually need to see, say and write the
newly learned items many times before they can be said to have learned them. Most

researchers agree on the point that repetition is an important aid to vocabulary learning.

In this concern, they have suggested various numbers of encounters with a word for
learning to take place, ranging from five to up to twenty [see, e.g., Nation (1990); Rott
(1999); Ghadirian (2002)]. Some suggest that an impressive amount of learning can take
place when various numbers of encounters of learning can take place when students learn
lists of paired items (English word and translation equivalents); others suggest that this
method of learning does not aid deeper understanding of the words or help develop
fluency. However, most agree that repetition is an important aid to learning and that having
to actively recall or “retrieve” a word is a more effective way of learning than simple
exposure or just seeing a word over and over (Sékmen 1997). Researchers also agree that

repeating words aloud helps students remember words better than repeating them silently.

Another area of research is how long students can remember words after first
learning them, and again researchers agree that forgetting mostly occurs immediately after
one first learn something, and that the rate of forgetting slows down afterward [see Gu
(2003)]. In sum, the implications for the vocabulary classroom should be self-evident:
Review vocabulary as often as possible in activities that have students actively recall
words and produce them rather than merely see or hear them. Below are lists of various

ways of getting learners to meet the same vocabulary again and again.

1- Spend time on a word by dealing with two or three aspects of the word, such as its
spelling, its pronunciation, its parts, related derived forms, its meaning, its collocations, its
grammar, or restrictions on its use.

2- Get learners to do graded reading and listening to stories at the appropriate level.

3- Get learners to do speaking and writing activities based on written input that contains
the words.

4- Get learners to do prepared activities that involve testing and teaching vocabulary, such
as: same or different, find the difference, word and picture matching.

5- Set aside a time each week for word by word revision of the vocabulary that occurred
previously. List the words on the board and do the following activities.

a) Go round the class getting each learner to say one of the words.

b) Break the words into parts and label the meanings of the parts.
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¢) Suggest collocations for the words.

d) Recall the sentence where the word occurred and suggest another context.

e) Look at derived forms of the words.

The direct teaching approach suggested by Nation is based on the following guidelines:

1- If the word is a high frequency word or one that will be of continuing importance for the
learners, a) give it attention, preferably focusing on its learning burden, b) make sure the
learners will come back to it again. If the word is a low frequency word, pass over it
without comment or give some brief attention to it focusing on what is needed in that
instance.

2- Direct teaching should be clear and simple, relies on repeated meetings to develop an
understanding of the complexities of a word and do not try to deal with the complexities by

intensive teaching.

4.2.3 Having Pupils ‘Well Trained’ in Prior Years to their Last Year:

The basic foundation of language learning is vocabulary acquisition. Individual
words and phrases are the building blocks of communication. Grammar, sentences, and
syntax come later and, while important for effective communication, serve primarily to add
structure to a solid base of vocabulary. Therefore, it is necessary to give serious
consideration to strategies for successful learning of vocabulary and language as a whole.

Teachers should become familiar with a variety of vocabulary instruction tools and
should train their students to use them, so that students will be able to learn vocabulary
more efficiently. Such training can best be accomplished by weaving it into normal
classroom activities. A training sequence is as follows: (1) determine learners’ needs by
exploring expectations and current vocabulary learning techniques; (2) choose relevant
techniques to teach; (3) find ways to integrate these techniques into everyday language
instruction; (4) consider issues of student motivation toward and anxieties concerning
learning vocabulary; (5) prepare materials and activities; (6) conduct completely informed
training, in which learners are explicitly told how to use a particular technique to learn a
given word, how to evaluate the success of the technique, and how to transfer it to a new

word or set of words.
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4.2.3.1 Language Learning Strategies:

It has been suggested that one way to accelerate the learning of a second or a
foreign language is to teach learners how to learn more efficiently and effectively. To this
end, teachers are recommended to train their students in different learning strategies.
Learning strategies instruction can help “EFL learners become better learners. In addition,
skill in using learning strategies assists students in becoming independent, confident
learners” (Chamot, 1999:1).

Several language learning strategies have been made in the literature. According to

Cook (1991), a learning strategy is a choice made by the learners while learning or using the
second language. O’Malley and Chamot (1990:1) define learning strategies as ‘the special
thoughts or behaviors that individuals use to help them comprehend, learn, or retain new
information.’ Stern (1992: 261) states that ‘the concept of learning strategy is based on the
assumption that learners consciously engage in activities to achieve certain goals, that they
exercise a choice of procedures, and that they undertake some Jorm of long-term planning.’

Wenden (1987:7 cited in Stern, 1992:261) treats strategies as equivalent to what
other writers have called ‘techmiques’, ‘tactics’, ‘consciously employed operations’,
learning skills’, and so on. The consensus of opinion in the above definitions seems to be
that learning strategies are skillfully exploited by the learners to acquire learning in a self-
directed manner. Strategies are especially important for language learning because they are
the tools for active, self-directed involvement, which is essential for developing
communication ability. Appropriate learning strategies result in improved proficiency and
greater self—confidence in many instances (0’Malley and Chamot, 1990).

Various classifications of learning strategies are found in literature. Oxford (2001)
states that major varieties of language learning strategies are: cognitive, mnemonic,
metacognitive, compensatbry, affective, and social. Learning strategies have also been
differentiated into three categories: (1) Metacognitive Strategies, (2) Cognitive Strategies,
(3) Social/affective Strategies (O’ Malley and Chamot, 1990).

Students are not always aware of the power of consciously using language learning
strategies for making learning quicker, easier, more effective, and even more fun (Nyikos,
1987, cited in Scarcella & Oxford, 1992). Skilled and experienced teachers help their
students develop an awareness of learning strategies so that they can use a wider range of
appropriate strategies because learning to learn has become enormously important.

According to Cohen (2002) strategy training aims to provide learners with the tools

to do the following:
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- Self-diagnose their strengths and weaknesses in language learning
- Become aware of what helps them to learn the target language most efficiently
* Develop a broad range of problem-solving skills
- Experiment with familiar and unfamiliar learning strategies
- Make decisions about how to approach a language task
* Monitor and self-evaluate their performance
- Transfer successful strategies to new learning contexts

Studies have shown that the most effective strategy training is explicit: Learners are
obviously told that a particular behaviour or strategy might be helpful, and they are taught
how to use and transfer it to new situations. ‘Blind training’, in which students are oriented
to employ strategies without realization, is found less successful. Research also shows that
strategy training is more fruitful when it is woven into regular class activities (Oxford,
2002: 126).

Strategy training may be helpful, however, as Williams and Burden (1997) note, if
it is more beneficial to help learners develop strategies that are personally relevant to them.
It should not be forgotten that different characteristics such as age, sex, motivation, learning
style, life experience and cultural background may influence the students’ learning
(Williams and Burden, 1997). When researchers consider vocabulary learning strategies, it
seems that many learners do use strategies for learning vocabulary, especially when
compared to more integrated task (Schmitt, 1997). According to Schmitt (1997) higher
strategy use may be a result of learners’ awareness of the importance of the vocabulary.

4.2.3.2 Taxonomies of Vocabulary Learning Strategies:

Vocabulary learning strategies are one part of language learning strategies which in
turn are part of general learning strategies (Nation, 2001). Language learning strategies
encourage greater overall self-direction for learners. Self-directed learners are independent
learners who are capable of assuming responsibility for their own learning and gradually
gaining confidence, involvement and proficiency (Oxford, 1990). So is the case with
vocabulary learning strategies. Thus, students need training in vocabulary learning strategies
they need most. Research has shown that many learners do use more strategies to learn
vocabulary especially when compared to such integrated tasks such as listening and
speaking. But they are mostly inclined to use basic vocabulary learning strategies (Schmitt,
1997). This in turn makes strategy instruction an essential part of any foreign or second
language program. Gu and Johnson (1996) list second language (L2) vocabulary learning

strategies as metacognitive, cognitive, memory and activation strategies.
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Metacognitive strategies consist of selective attention and self-initiation strategies.
F/SLL who employ selective attention strategies know which words are important for them
to learn and are essential for adequate comprehension of a passage. Learners employing
self-initiation strategies use a variety of means to make the meaning of vocabulary items
clear.

Cognitive strategies in Gu and Johnson’s taxonomy entail guessing strategies,
skillful use of dictionaries and note-taking strategies. Learners using guessing strategies
draw upon their background knowledge and use linguistic clues like grammatical
structures of a sentence to guess the meaning of a word.

Memory strategies are classified into rehearsal and encoding categories. Word lists
and repetition are instances of rehearsal strategies. Encoding strategies encompass such
strategies as association, imagery, visual, auditory, semantic, and contextual encoding as
well as word structure (i.e., analyzing a word in terms of prefixes, stems, and suffixes).

Activation strategies include those strategies through which the learners actually
use new words in different contexts. For instance, learners may set sentences using the

words they have just learned. All these suggested strategies can be summarized in a table

as follows:
Strategies

Metacognitive Cognitive Memory Activation
> Selective > Guessing: > Rehearsal: Word > Using new

Attention: Activating lists, words in different
Identifying essential | background repetition, etc. contexts.
words for k.now_leflgf:, using » Encoding:
comprehension. l;rlglljnstlcfltems. Association
> Self-initiation: | % tics)fla?ries (imagery, visual,

i ‘ 4 ditory, etc.

Using a variety of > Note-tsking, auditory, etc.)
means to make the
meaning of words
clear.

A comprehensive inventory of vocabulary learning strategies is developed by
Schmitt (1997). He distinguishes the strategies into two groups: The ones to determine the
meaning of new words when encountered for the first time, and the ones to consolidate
meaning when encountered again. The former contains determination and social strategies
and the latter contains cognitive, metacognitive, memory and social strategies. Schmitt

includes social strategies in both categories since they can be used for both purposes.
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To Schmitt, determination strategies are used when “learners are faced with
discovering a new word’s meaning without recourse to another person’s experience”
(1997: 205). Hence, learners try to discover the meaning of a new word by guessing it with
the help of context, structural knowledge of language, and reference materials.

For Schmitt, the second way to discover a new meaning is through employing the
social strategies of asking someone for help with the unknown words. Beside the initial
discovery of a word, learners need to employ a variety of strategies to practice and retain
vocabulary. Learners thus, use a variety of social, memory, cognitive and metacognitive
strategies to consolidate their vocabulary knowledge.

Cooperative group learning through which learners study and practice the meaning
of new words in a group is an instance of social strategies for consolidating a word
Memory strategies, traditionally known as Mnemonics, involve relating the word with
some previously learned knowledge by using some form of imagery or grouping.

Cognitive strategies in this taxonomy are similar to memory strategies but are not
focused on manipulative mental processing. They include repetition and using mechanical
means such as word lists, flash cards, and vocabulary notebooks to study words.

Finally, metacognitive strategies in Schmitt’s taxonomy are defined as strategies
used by learners to control and evaluate their own learning, by having an overview of the
learning process in general. Testing oneself is an instance of metacognitive strategies
which provides “input to the effectiveness of one’s choice of learning strategies, providing
positive reinforcement if progress is being made or a signal to switch strategies if it is not”
(Schmitt, 1997:216).

In a more recent attempt, Nation (2001) proposes taxonomy of various vocabulary
learning strategies. The strategies in the taxonomy are divided into three general classes of
‘planning’, ‘source’ and ‘processes’, each of which is divided into a subset of key
strategies. The taxonomy separates different aspects of vocabulary knowledge (i.e., what is
involved in knowing a word).

The first category (i.e., planning) involves deciding on where, how and how often
to focus attention on the vocabulary item. The strategies in this category are choosing
words, choosing aspects of word knowledge and choosing strategies as well as planning
repetition.

The second category in Nation’s taxonomy involves getting information about the
word. This information may include all the aspects involved in knowing a word. It can

come from the word form itself, from the context, from a reference source like dictionaries
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or glossaries and from analogies and connections with other languages. Process is the last
category in Nation’s (2001) taxonomy of vocabulary learning strategies. It includes
establishing word knowledge through noticing, retrieving and generating strategies.

According to Nation, noticing involves seeing the word item to be learned.
Strategies at this level include putting the word in a vocabulary notebook or list; putting
the word onto a word card and orally and visually repeating the word. He argues that
although these strategies are all of recording type, they are useful steps resulting in deeper
processing of words. Retrieval involves recalling the items met before. It contains recalling
knowledge in the same way it was originally stored. Generating strategies include
“attaching new aspects of knowledge to what is known through instantiation (i.e.,
visualizing examples of words), word analysis, semantic mapping and using scales and
grids” (Nation, 2001: 222). Generating strategies include rule-driven generation, as well;
such as, creating context, collocations and sentences containing the new word. Besides, the
mnemonic strategies and using the word in different context through four skills are also
defined as generating strategies.

In general, although the taxonomies cited above may slightly differ in terms of
strategies they categorize, they all provide a list of widely applicable vocabulary learning
strategies. There are many words on which teachers may not be able to spend time within
the class time limits. Thus, if students are equipped with a number of the strategies
mentioned in the taxonomies, they can deal with these words on their own and as a result
have access to a large number of target language words.

4.2.3.3 Some Considerations to be taken Prior to Strategy Training:

Before strategy training can be carried out, several issues need to be addressed:
First, teachers need to find out what strategies and in particular what combination of
strategies should be taught. Second, the learning strategies known and preferred by learners
should be identified and taken into account. Third, some learners may need to be
convinced that strategy training is to their own benefit (Ellis, 1994). Fourth, after deciding
what strategies to give attention to, teachers should decide how much time to spend on
training the learners in strategy use, and they should work out a syllabus for each strategy
that covers the required knowledge and provides enough independent practice (Nation,
2001). Fifth, when considering which vocabulary learning strategies to recommend to
students, teachers should notice not to take strategies as inherently good. They should bear
in mind that effectiveness depends on the context in which strategies are used (Schmitt,

1997). The effectiveness with which learning strategies can be both taught and used
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depends on such variables as “proficiency level, task, language modality, background
knowledge, context of learning, target language and learner characteristics” (Chamot &
Rubin, 1994).

Finally, teachers should bear in mind that learners need to understand the goal of
each strategy and the conditions under which it works best. Learners also need enough
practice to feel confident and proficient in using strategies. Therefore, teachers should
provide ample time for strategy training (Nation, 2001).

4.2.3.4 A Framework for Vocabulary Learning Strategy Training:

Recommending a fixed framework for strategy training does not seem to be tenable
as it was already pointed out that a number of variables like learners’ proficiency level,
language modality, task, text, etc. have an impact on the effectiveness of strategies that can
be taught and used. Thus, what follows is a series of options which EFL teachers can have
access to but need to sequence in an appropriate way to best fit their classroom context.

Teachers should decide which strategies to give attention to and how much time
they need to spend on training. In order to catch a glimpse of the strategies learners need
and the ones they are currently using, students should be asked to draw up a list of
strategies they employ to learn English words in small groups. They report their lists to the
class. The students and the teacher can then, collaboratively construct a list of strategies the
learners employ. After this brainstorming session, the teacher can decide what strategies
learners lack and need most. The teacher should model the strategy for the learners. Then
the steps in the strategy should be practiced separately. Learners are asked to apply the
strategy in pairs while helping each other. They report back on the application of the steps.
The teacher monitors and provides feedback on learners’ control of the strategies. She or
he also systematically tests learners on strategy use and gives them feedback. Learners
report on the difficulty and success in using the strategy outside classroom and they ask for
teachers’ help and advice on their use of strategy (Nation, 2001).

Learners should be given opportunities to examine the effectiveness of their
vocabulary coping strategies. For instance, in activities like guessing from context,
teachers can see what learners do (Porte, 1988), and learners can assess how effectively
they can apply the inferring strategies they were taught. Moreover, teachers should be
cognizant of the interaction between learners’ awareness of their own learning style and
their ability to take charge of their own learning. Teachers have two options at their
disposal to foster this interaction: They can provide learners with opportunities to do

different vocabulary exercises. This will in turn expose them to different strategies, and
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learners will discover which one feels right for them. Teachers can provide learners with
questionnaires to help them gain insight into what strategies are more suitable for them.
The questionnaire might include such questions as: “Do I learn vocabulary more easily in
doing speaking activities with my classmates?, Am I comfortable with analyzing word
parts?, Does it work better for me to collect words on index cards or make word lists?”
(Sokmen, 1997: 256).

Teachers should also recognize that some typical vocabulary learning strategies
such as using notebooks, dictionary and expansion exercises like semantic mapping are
highly beneficial and could be introduced as early as possible. Learners can write the
words they encounter on their vocabulary notebook and add L2-L1 translation or other
knowledge they gradually acquire about the words such as collocations, semantic
associations, frequency tallies, roots and derivations. Learners can be reminded to go
through their notebooks regularly in order to add more information and rehearse what they
already recorded. (Schmitt, 1995). The vocabulary notebook could then serve as a valuable
resource.

Semantic mapping is also a useful strategy that can be introduced to learners at any
level of proficiency. It involves drawing a diagram of the relationships between words
according to their use in a particular text. Semantic mapping has the effect of bringing
relationships in a text to consciousness for the purpose of deepening the understanding of a
text and creating associative networks for words. It is best introduced as a collaborative
effort between the teacher and the class (Stahl & Vancil, 1986, cited in Nation and
Newton, 1997). Such a diagram “visually shows how ideas fit together. This strategy
incorporates a variety of memory strategies like grouping, using imagery, associating and
elaborating and it is important for improving both memory and comprehension of new
vocabulary items ”(Oxford, 1990: 62).

In a guided semantic mapping, learners work with the teacher to develop a semantic
map around a topic, the teacher deliberately introduces several target vocabulary items and
puts them on the map as well as elaborating on them with the learners who then use the
semantic map to do a piece of writing. If the writing is done in a group, a learner in the
group can be assigned to ensure that the target words are used (Nation, 2001).

In general, teachers need to decide what framework and strategies they should
choose to focus on based on their student’s needs, learning styles, proficiency level as well
as the task’s requirements. Thus, frameworks are not fixed and can vary from context to

context.
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4.2.4 Building Independent Learners in and outside Class:

A lot of Vocabulary research points to the relative success of learners who are
independent, devote time to self-study by means of incidental reading, to use a variety of
learning strategies and keep good vocabulary notes. As Gu (2003) summarizes his own and
other studies by saying "good learners seem to be those who initiate their own learning,
selectively attend to words of their own choice, studiously try to remember these words and

seek opportunities to use them".

In that sense teachers can help their learners be "better" learners and acquire good
learning habits by setting structured learning tasks which can be done out of class. These
might include encouraging students to some reading and helping students construct a
vocabulary notebook, using resources such as dictionaries and the internet and finding

opportunities to use English.
4.2.4.1 Research Tools:

It is a fact that learners now have access to vast sources such as the internet and the
wealth information in learners' and online dictionaries. If learners are learners are trained
how to use these resources and understand how they can provide information on formally,
collocation, grammatical patterns and other word and language knowledge they can exploit
these resources more effectively and become more independent in their language learning

in general and vocabulary in particular.

4.2.4.2 Incidental Reading and Vocabulary Acquisition:

Based on the research outcomes, both teachers and learners acknowledged the way
incidental vocabulary learning is important and efficient to their language learning in general and
word knowledge in particular.

Indeed, good vocabulary instruction is based on extensive and intensive reading
experiences in which word-level awareness is nurtured and extended through discussion, modeling,
and wide exposure to a diversity of richly written texts. In this respect, earlier work by Nagy,
Anderson and Herman (1985) confess that incidental learning mainly through reading is the only
logical explanation for the exponential growth in vocabulary. Later work by Nation further

contributes to the discussion on incidental vocabulary and second language reading (see
Waring and Nation, 2004; Nation, 2001, 2004). Waring and Nation write,
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Most research we have looked at suggest that learners will learn about 3-

6 words per hour of reading. If we assume that a student in school has 3—4

hours of exposure to English each week Jor 40 weeks a year, and one third

of that is reading, this totals about 50 hours of reading per year, or

vocabulary growth of between 150 to 300 words per year, not counting

natural forgetting from the reading alone. Of course, different programs

will have different learning rates and these figures would have to be

amended as such . . . . Learners would benefit from some combination of

direct intentional study to build a larger vocabulary. This would have to

be accompanied by adequate reading at the right level and in the right

amounts to consolidate and enrich the vocabulary learned Jrom direct

learning. (2004.106-107)

Indeed, the review of the literature along the research findings on the effect of
incidental leaning in vocabulary acquisition indicate that in English as a foreign language
or additional language reading may be a major source of exposure to English. After having
known and gathered some vocabulary knowledge. Learners need to arrange these data
using their own strategies.

4.2.4.3 Vocabulary Notebooks:

In fact, vocabulary notebooks encourage learners to continue learning outside of
class for it is personal (Thornbury: 2002). Very often learners' own vocabulary note-taking
consists only of writing translations of single words in lists. Others, however, appear to
include labeling pictures and diagrams, completing charts, writing sentences and creating
short dialogues. Indeed, vocabulary notebook activities how learners what is worth writing
down and give ideas for various ways of organizing vocabulary notes using different

grouping ideas.
4.2.4.4 Everyday Use:

Materials can also provide learners with ideas to activate and practice vocabulary in
their daily life; and this is especially useful for learners who live in non-English speaking
environment (. Activities might include for instance labeling items of furniture in English,
in a room. As mentioned earlier, the act of retrieving vocabulary seem to be an effective of
learning, and such activities can take place at any point in a day and not just at times

designated for studying English.
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4.2.5 Suggested Activities for EFL Vocabulary Practice and Assessment:

I. Oldies but goodies:

1. Matching synonyms

2. Matching opposites

3. Fill in the blank sentences

II. Variations on the above:

1. Choose all the possible answers

We ate lunch in the

Cafeteria, restaurant, snack, snack bar, salad bar, diner.

2. Where would you find . . . ?
anMD __ a) in the British or Canadian Parliament
aPh.D.__ b)onaruler
anMP __ c)onaengine
in.___ d)inahospital
hp___ e)ina university

3. Compete the phrases
to achieve __ a) a secret
toreveal __ b)anidea
tograsp_ c)agoal |

4. Correct the mistakes
He felt exhausted after a long nap. E.g., refreshed for exhausted or running to school for a
long nap

9. Label a picture
Monitor, keyboard, mouse ,screen.

6. Draw a picture (Works for a limited number of words)
Draw a target.
Draw a bow and arrow and label each one.

7. Cross out the word that doesn’t belong with the others in the group.
uncle father aunt-brother

EST pm Ph:-D-BC

meadow siver-yard field

8. Categories - You give the example; students give the category. Or vice versa.

Examples: gun, knife, club: weapon
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Category: weapon: gun, knife, club

9. Complete the sentences

I was exhausted after

IIL. Distinguishing shades of meaning & near synonyms

1. Analogies - Good even at low levels

This exercise allows those with limited English to do something on a more sophisticated
level than they are usually able to do.

easy : hard :: cold : hot

skyscraper : city :: tree : forest

warp : wood :: peel : paint

shatter : glass :: crumble : stone

2. Choose the fwo possible answers that can complete each sentence.
Semantic: She longed for . . .

(a) her freedom.

(b) her lover who was far away.

(c) some ketchup for her French fries. (only a Joke; not serous enough)
Grammatical: He pondered . . .

(a) his future.

(b) that he didn’t know what to do. (only followed by a noun, not a clause)
(c) the meaning of life.

Good source for incorrect answers: student errors

3. Semantic categories - e.g., break, damage
He dented the . . . car’s bumper / tree branch / glass of water
She splintered the . . . can / board / mirror

He shattered the . . . mirror / water / curtains

She shredded the . . . can / tree branch / curtains

4. Arrange the words on a scale (most to least, largest to smallest, etc.)

hot > warm > lukewarm > cool > cold

despise > hate > dislike

This is nice to do when possible, but it’s not possible all that often. New words are usually
presented and defined with one or two known words. Focus on how the new word differs

Jrom the orwe they already know.
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For example:

5. Which word in each pair is stronger, more Jorceful, or more intense?
__tosurprise ___ toboil __ totoss  to hurl

__toastound ___tosimmer __ tothrow  to throw

6. Which word in each pair is slang?

_akid____ disgusting  to fail

_achild____ gross_ toflunk

7. Which word would be more polite when talking about a person?

or Which word has a more positive connotation?

thin fat frugal

skinny overweight miserly

8. Complete the definitions - How are these actions performed?

thrust = to push (forcefully, hard)
shatter = to break (into many pieces)
tap = to hit (lightly, softly)

IV. Things to do with the vocabulary in a reading passage
1. Guessing word meaning from context - See suggestions in Section V.
But make sure it is really possible to guess the meaning from context. A lot of textbooks
give students context exercises using unclear or ambiguous examples. This just convinces
them that it’s not really possible to do.
If you have a reading with a lot of vocabulary words whose meanings you cannot
reasonably expect students to get from context, try some of these techniques.
2. Give students the definitions; let them find the words.

e.g., find a word in paragraph 5 that means angry.
A good way to deal with a difficult article without simply giving students the vocabulary.
This also teaches them to focus on context and can be a good complement to work on
guessing meaning (section V below).
3. Teach students when rot to look up a word.

- Can you get a general sense of the word? €.g., a person? a feeling? a job?

something good/bad?

- Find all the words on a page that refer to movement (or speaking).
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- Do you really need to know exactly what each word means to understand the
action of the story? How much can you understand before you use a dictionary?
- Take a magic marker and block out all the words you don’t know. Can you still
tell what the passage is about?
Follow-up/reinforcement
4. Parts of speech
With a corpus of words you’ve already studied, give sentences that require a
different part of speech. (Dictionary use)
5. Different meanings of familiar vocabulary
e.g., toll
[while driving on the highway] There’s a foll bridge ahead. Do you have any quarters?

The highway death toll has declined sharply since police began to enforce the drunk

driving laws more aggressively.

The bell in the old church tower folled four o’clock.

V. Teaching students how to guess word meaning from context
Types of context clues:

1. Cause & effect - Label the sentence C & E; then make a guess.

Because we /ingered too long at the restaurant, we missed the beginning of the movie.

The door was gjar, so the dog got out of the house.
2. Opposite/contrast - Underline the two words or phrases in contrast to one another, then

make a guess.
Even though I studied for hours, I flunked the test.

My last apartment was really small, but my new place is quite spacious.

3. General sense - Focus on SVO, actor & recipient of action. What type of word is it?
If it is a noun: a person, place, thing, abstract idea

Ifit is a verb: an action (e.g., movement?), or feeling/emotion, etc.

If it is an adjective: what is it describing? good or bad? size? color? shape? emotion?
Each summer thousands of tourists flock to the beaches of Cape Cod.

The father zossed the ball to his little boy.
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4. Synonyms or paraphrases - Found elsewhere in the sentence or paragraph
Samuel was deaf, but he didn’t let his handicap get in the way of his success.

Sally’s flower garden included dozens of marigolds, which she tended with great care.
5. Examples - if you know the example, you can often figure out the category; if you know
the category, you can get a general idea of what the example is.
The baboon, like other apes, is a very social animal.
6. Recognizing definitions - Common in college textbooks, newspaper & magazine articles
Many children of normal intelligence have great difficulty learning how to read, write, or
work with numbers. Often thought of as “underachievers,” such children are said to have a
learning disability, a disorder that interferes in some way with school achievement. [from
Ten Steps to Improving College Reading Skills).
VI. Miscellaneous
1. Word sheets
A simple but effective way to review vocabulary from a given unit is to post a sheet of
paper with the words under study and talk about them. You can practice pronunciation,
conduct oral mini-quizzes, answer students’ questions, etc. Do this as a warm-up for two or
three minutes each day.
For example:

- Which words have +/— connotations?

- Which words refer to people?

- Which words are verbs?

- What’s the opposite of X?

- I’ll give you a word; tell me what the opposite is in the list.

- What’s a more polite way of saying X?

- Xisa verb. What’s the noun form?
2. Look for words that mean . . .
When using a magazine or newspaper in the class, you can have students look for words in
a certain category while they’re doing other reading and scanning activities.
One issue of Time Magazine yielded the following:

- Words for go up: soar, rise, raise, increase, push up

- Words for go down: fall, plummet, sink, decrease
Other categories of words that might work:

- Words that describe movement, travel
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- Words related to crime

- Names of government positions or occupations (president, mayor, etc.)

- In a work of fiction or a profile of a famous person:

- Adjectives that describe the main characters, both what they look like and how they

act

VII. Fun & games
1. Act out/pantomime (Charades)
Give students cards with instructions like the examples below. Have them perform the
actions without speaking. The other students try to guess the word or expression that the
student is pantomiming,.

- Open the door fearfully.

- Walk across the room cautiously.

2. Crossword Puzzles (a number of software programs exist that allow you to create your
own).The clues can be synonyms, antonyms, complete the sentences. Helps focus on
spelling as well as meaning.

3. Categories Game (325,000 Pyramid)

Divide the class into teams. One person from a team sits in front of the class. The
rest of the team members are given a card with a category, For example: Things that are
red. The team members take turns giving examples of the category until the person in the
“hot seat” guesses it or all the team members have given a clue. If the person in front
cannot guess, the other team can confer and try to guess.

NOTE: The clues must be examples, not definitions. In the above example, ketchup,

blood, and a stop sign are all acceptable clues. Color is not.

Examples of categories:

Things that are . . . yellow, expensive, fragile, made of glass, found on a farm
American authors, state capitals, things in a woman’s purse, winter clothing things that are
sold in bottles, places where you have to stand in line, people who wear uniforms
4. Password
Divide the class into two teams. One person from each team sits in a chair in front of the
class. Those two people receive a card with a vocabulary word. The first person gives a
one-word clue to his/her team. If no one from the team can guess, the second person gives
a clue to his/her team. This alternates back and forth until someone from one of the teams

guesses the word, or until a specified number of clues has been given.
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5. Drawing pictures (Win, Lose or Draw)

This works well if you have an empty classroom nearby. Divide the class into two groups.
Give each one a list of vocabulary words (idiomatic expressions also work well for this).
The students draw pictures—but no words—on the board so that the students in the other
group can guess the words or expressions they’re trying to represent. This is a fun way to
review some vocabulary and break up the class routine.

A note on keeping score

You can keep score in most of these games, but I’ve found things actually go more
smoothly when you don’t. No one disputes points, and students don’t seem to mind that
there’s no clear “winner” or “loser.”

Occasionally, a student will ask why I’m not keeping track of who won and lost. I usually
tell him (it’s never a ‘her’) that we’re just learning how the game is played now, so I’m not
going to bother this time. I never bother keeping score any subsequent times, either, but
I’ve never been asked about it a second time.

VIII. Miscellaneous examples
1. A follow-up to a radio interview of a psychologist who discussed money and people’s
attitudes towards it.
Money Talks
Below are some words used to describe people and their attitudes towards money.
Working with another student, put them into the proper category.
amiser anoverspender  generous

cheap a cheapskate giving
tight a tightwad thrifty
frugal a spendthrift stingy

Spend Money Save Money

negative connotation a miser

A follow-up to an article on health

Match these medical terms with the parts of the body they involve.

1) to clot

2) asthma a) brain
3) a stroke a) brain b) lungs
4) hemorrhaging b) lungs c) blood
5) a migraine c) blood

6) leukemia

7) respiration
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4.3 Pedagogical Implications:
4.3.1 Pedagogical Implications for EFL Teachers:

In the present chapter, it is argued that vocabulary is an important ingredient of
language and vocabulary learning is an essential part of second or foreign language
learning. Language learners need a wide array of target language words to be able to tackle
successfully both production and comprehension activities in the second or foreign
language. One way to help learners to enhance their knowledge of L2 vocabulary is
through equipping learners with a variety of vocabulary learning strategies. Different
taxonomies have thus been proposed, and some of which were discussed in the present
paper. The significance attributed to vocabulary learning strategies and to training students
in those strategies they lack may have the following implications for EFL teachers:

Teachers should think of ways to provide less successful learners with vocabulary

learning strategies. This should be done by making them aware of the need to become
independent learners by recognizing the strategies they possess and those they lack.
Learner’s attention should also be directed toward the strategies successful learners benefit
from. EFL teachers should make learners practice a wide range of vocabulary learning
strategies ranging from decontextualized and mechanical strategies to contextualized ones.
This enables learners to deal with any unknown vocabulary they may encounter both in
and out of class context.
Teachers need to bear in mind that individual learners may vary on the basis of which
strategies they consider more useful and they apply more frequently. Thus, teachers may
first need to have an appraisal of learner’s belief regarding vocabulary learning strategies
and then try to help them gradually realize the value of other types of strategies.

To sum up, learning new vocabulary is a challenge to foreign language students but
they can overcome by having access to a variety of vocabulary learning strategies.
Learners should then be trained in strategies they lack. To this end, teachers should
consider the learners’ willingness and readiness to receive trainings and think of the most

appropriate way to introduce the strategies.
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4.3.2 Implications for Teaching Vocabulary to Second Language Learners:

In light of the current discussion about Second Language Vocabulary Acquisition
(SLVA) in chapter one, certain key guidelines are evident for classroom instruction. First,
extensive reading and listening can be a key in successful incidental vocabulary acquisition
(Nation, 2005). Constant recycling of vocabulary is essential to offer the repeated
exposures required to commit words to memory.

Moreover, a key component in effective SLVA is the teaching of metacognitive
strategies to increase learner autonomy, heighten motivation, and ensure a greater
probability of success. Finally, vocabulary activities which require deep rather than
shallow processing of words lead to better retention (Ellis, 1996, Morgan & Rinvolucri,
2004).

A synthesis of the researchers findings discussed in this chapter suggests the
following implications for teaching vocabulary to L2 learners:

At early stages of language development decontextualized vocabulary instruction
has been found to be more effective in building a fundamental vocabulary base than has
contextual reading. This suggests that teachers of beginner-level learners need to include
greater amounts of decontextualized vocabulary instruction (e.g. word lists), gradually
increasing toward more context-based vocabulary learning (e.g. extensive reading) as the
language ability of their learners develop.

Second language teachers need to think of ways of exposing ‘poorer’ learners to the
ways that ‘good’ learners approach lexical learning. That is, making ‘poorer’ learners more
conscious of the need to develop a more independent and structured approach to
vocabulary learning, which research has shown to be most associated with success in
vocabulary learning.

Introducing and having learners practice using a variety of alternative vocabulary
learning strategies can be considered an effective way of enabling learners to achieve more
effective independent vocabulary learning in the future. Research has shown that strategies
involving deeper elaboration (i.e. more active processing of information) result in better
retention of words. However, many mnemonic and non-mnemonic semantic elaboration
strategies assume a reasonable L2 vocabulary base from which associations can be made.
For this reason, instruction in such strategies should be considered largely ineffective for

beginner-level L2 learners, but would benefit learners of higher proficiency levels.
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In attempting to introduce vocabulary learning strategy training into a second
language classroom, research alerts us to the following potential pitfalls: Certain cultural
groups are likely to have quite different opinions regarding what vocabulary learning
strategies they consider useful, which may result in resistance to learning some types of
alternative vocabulary learning strategies. In addition, there may be some resistance to
vocabulary learning strategies involving deeper elaboration, because of the cognitive effort

required in memorizing words in this manner.

4.4 Conclusion :

Vocabulary acquisition plays a key role in successful second language learning.
Therefore it requires careful consideration and systematic instructional approaches ground
in reliable and informative research. This presentation sought to equip and inspire second
language educators in their quest to implement effective and innovative approaches to

teaching vocabulary.



The General Conclusion

1t is a fact that learning a foreign language is strongly based on the learning of its
vocabulary, because a widely productive vocabulary is essential in enhancing a learner's
language skills (listening, speaking, reading and writing). Hence, learning how to master
vocabulary is a basic in the study of a foreign language and challenging at the same time.

Through literature reading, the attempt along this study is to raise awareness about
both the importance and the complexity of the task of English vocabulary teaching and
learning to teachers and learners likewise. Furthermore, it reveals the efficient contribution
that computer corpus application displays in the selection and instruction of the teaching
materials designed for that language element (chapter one). Later, by means of a
descriptive and analytic study, one describes and analyzes the EFL teaching and learning in
Algeria in general and the EFL vocabulary teaching learning situation as regards EFL
literary stream ELT textbook New Prospects (chapter two).

From the third chapter, the aim is to analyze the EFL vocabulary teaching and

learning situation among third year literary stream pupils in their language classes. It seeks
data about the teachers and learners’ conditions, barriers and strategies in dealing with the
subject under investigation and, thus, to investigate on the possible solutions suggested by
both participants which concern the last chapter in this dissertation. Mainly, the aim from
data analysis and interpretation in the third chapter is to know what attitudes teachers and
learners hold about the application of computer corpus data, as a reliable source of
description for vocabulary that provides an updated and motivating content to language
learners in the area of EFL vocabulary selection and knowledge respectively.

As far as the study is concerned, the research subjects (learners) display a lack of
interest to learn the English language and its vocabulary though stressing its importance to
language learning. Thus, the researcher with the help of teachers should find ways to
capture their interest and sustain their motivation. Indeed, they can not possibly do so
unless the factors that demotivate teachers and learners are known and what motivates
them is likewise known.

From the obtained results, it is noticed that learners qualify vocabulary knowledge
as the first language element to promote their language proficiency level and achievements
in EFL classes and exams. Moreover, they relate its deficiency to their lack of language

proficiency and furthermore, to their school failure in language learning. These research
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subjects, however, regard vocabulary learning difficult because of their lack of interest in
their EFL classes, partly for the task complexity itself and partly for their teachers’
negative perceptions and expectation on the basis of their level of language proficiency.

At the beginning of the research one hypothesizes that learners would display lack
of interest and motivation in learning vocabulary, though being quite aware of its
importance in their language achievements and proficiency. Thanks to the learners’
questionnaire, it has been proved that they complain from lack of interest to EFL
vocabulary, which they relate to their demotivation to learn and explained that their
teachers’ negative perceptions on their language aptitude as low decrease their interest and,
thus, their motivation to learn English in general. However, some admit that their lack of
interest in vocabulary learning accounts for their lack of interest in the content in which
vocabulary is presented. On the other hand teachers confirm that the pupils’ low language
aptitude stands as an obstacle or barrier against the proceeding of any language teaching
and learning material and, thus, demotivating teachers to proceed teaching and offer any
related knowledge. A fact widely confirmed thanks to the obtained results from the
teachers semi-structured interview.

Again thanks to the questionnaires and interview outcomes, it has been concluded
that both participants appreciate the effeétiveness of computer corpus data as a reliable
source of description and selection for EFL vocabulary that provides a content which
motivate teachers and learners in their EFL vocabulary teaching and learning; in the sense
that both participants may be sure about dealing with vocabulary knowledge and language
materials that meet their everyday needs as they are targeted to situations in which they
find themselves embarked on.

One would like to say that teaching English vocabulary to foreign language learners
is one of the most important and difficult tasks in the teaching and learning processes in
which much has been written about its instruction and learning operations. Until recently,
however, it has been difficult to determine the most important words and phrases needed to
establish a suitable vocabulary for conducting conversations most effectively. The corpus’
massive collection of texts has given language researchers access to a wealth of
information regarding spoken and written English that was previously unavailable.

The task at hand, therefore, is to take this ‘new’ information and apply it in the
classroom. Since there are so many things to learn about each piece of vocabulary
(meaning, spoken/written forms, collocations, connotations and grammatical behavior) it is

important that we as teachers only introduce a little at a time, starting with the most
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frequent, useful, and learnable vocabulary, and returning later to more difficult vocabulary
and less frequent uses of previously learned items. Teachers need to repeat vocabulary
often, because learners must work with a word or phrase many times before acquisition
takes place, and language instructors must offer variety to keep the exercises fresh and to
cater to different learning styles. Finally, they need to help pupils understand that learning
is a gradual process that takes place in small, manageable increments over time, and to
encourage them to seek additional information on their own, personalizing the learning
experience and tailoring it to their own specific needs.

If teachers adjust those teaching principles in their English vocabulary teaching,
they will be satisfied by their teaching. Similarly, learners will get interested by their
learning for dealing with words and expressions (content) that are targeted to situations in
which they are more likely to find themselves on. Indeed, this motivates and attracts their
attention to language learning as a whole for having benefited from the considerable
vocabulary knowledge they have gained and grasped in and out their language classes.
Consequently, as a long term goal, learners would be more likely to improve their English
proficiency level during their schooling, lay a solid foundation of vocabulary in their
further English learning and better their chances for general social and economic success.

Although the present research does not pretend to be exhaustive, it fulfilled its main
aims and gave the researcher an insight into the situation of vocabulary teaching and the
complexity of the task. It also became evident that the topic requires further research as
well as more diverse research methodology (for example: classroom observation, testing).
This would give a better overview about the EFL vocabulary situation in 3 AS literary
stream classes and about other reasons behind the demotivating mood (apart of ‘content’
the present research undertakes) in these EFL classes. Furthermore, it would give feedback
about the kind of motivating factors (apart of ‘computer corpus data’ this work considers)

teachers and learners need.
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Appendix: A

The Teachers’ Questionnaire

This is a questionnaire designed for the purpose of collecting data for a research
aiming at analyzing the EFL vocabulary teaching and learning situations in secondary-
school level: the case of third year literary stream pupils.

Please have the kindness to provide us with the necessary answers to the following
questions either by ticking the appropriate boxes or by making full statements:

Section One: Teachers’ Background Information.

1- Did you study English at? a) LTE b) University
2- Your highest level of university education:

License b) Magister c) Doctorate d) Other (specify)......................

3- Are you:
a) Part-time teacher b) Full-time teacher
4- How long have you been teaching English in secondary-school?
5- Among the school years, when teaching English to 3rd year literary stream learners,
how do you evaluate this teaching according to the newly adopted syllabus?
a) Verydifficult b) Difficult c) Average d) Easy e) Very easy
6- Did you have any English language training courses about C. B. A.?

a) Yes b) No
If “yes”, was the training a series of: a) Lectures b) Seminars c¢) Other
(SPECIEY). s civinssimoncrnnonsevomsnsssmomans sumnss

7- Have you attended any course or seminar on teaching English vocabulary?
a) Yes b) No
If “yes™, please specify ...........ccvvveenennnnn..
Section Two: Teaching Conditions.
8- Are you provided with “New Prospects”, its guidelines and the teacher’s guidebook?

a) Yes b) No
9- Do you have any special material designed for 3™ year literary stream learners?
a) Yes b) No

If “yes”, specify: ...covvviniiiiiniiiian,
10- Besides the school textbook and the teacher’s guidebook, do you use any other
language materials?

a) Yes b) No
If “yes”, specify the form (library/electronic) and the need (grammar/vocabulary/
pronunciation/others ............................ ).

11- Is the time (hours) allotted to teach English as regards to 3™ year literary stream pupils
in the secondary school level sufficient?
a) Yes b) No
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Section Three: Teachers’ Beliefs in Vocabulary Instruction.
12- As a teacher of English, how do you evaluate your third year literary stream pupils’
level of English language proficiency?
a) Very satisfying b) Satisfying c) Average d) Poor e) Not
Satisfying
13- Languages are said to have three elements; which language element can promote the
learner’s level of language proficiency?
a) Sounds (pronunciation) b) Words (vocabulary) ¢) Rules
(grammar)
14- Vocabulary knowledge is the most important linguistic element for English teaching
and learning proficiency.
a) Strongly Agree b) Agree c) Average d) Disagree e) Strongly
Disagree
15- Learners’ lack in English language proficiency and school failure in this subject
accounts for their deficient vocabulary knowledge.
a) Strongly agree b) Agree c) Average d) Disagree e)
Strongly Disagree
16- Learners are more interested and motivated in learning the language with authentic
vocabulary that is targeted to situations in which they are likely to find themselves on.
a) Strongly agree b) Agree c) Average d) Disagree e) Strongly
Disagree
Section Four: “New Prospects” and English Vocabulary Teaching
17- Have you been trained to teach English vocabulary in the adopted syllabus (CBA)?

a) Yes b) No
If “yes”, was the training a series of:  a) Lectures b) Seminars c) other
(SPeCify).vevrererernunnriiiasivee
18- The teaching strategies “New Prospects” uses to teach English vocabulary to your
learners are:

a) Unplanned (occasions) b) Planned (lists) c) de-contextualized d) contextualized

19- The learning strategies “New Prospects™ offers to teach vocabulary to these learners
are:

a) Sentence gap filling b) odd word  ¢) matching d) completing vocabulary
lists
€) Others (Specify).......cceveveienieniiiinnnnnn. .

20- In your opinion, does the textbook offer varied and enough material for teaching and
discussing vocabulary knowledge as regards 3™ year literary stream learners’ interests
and needs?

a) Yes, quiet a lot b) Enough ¢) To some extent d) No

21- With respect to third-year pupils’ language proficiency level, textbooks anc.i te.achers;

English vocabulary teaching materials fulfilled its meant pedagogical objectives as

expected to further studies in university studies. .
a) Strongly Agree b) Agree c¢) Average d)Disagree e) Strongly Disagree
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Section Five: Teachers’ Difficulties and Suggestions in Vocabulary Instruction.
22- Do you regard vocabulary teaching and learning as:
a) Complex b) Simple c¢) Very Simple
Please, justify your anSWer: ............ccooiuiiniiiiniie e,
23- Do you find difficulties in teaching vocabulary?

a) Yes

b) No

24 - These difficulties are related to: a) The textbook. b) The vocabulary difficulty itself.

¢) Pupils’ level of language proficiency. d) Teaching Facilities. ) Others............

25- Knowing that vocabulary knowledge is embedded and needed in all language skills;
what solutions (suggestions and recommendations) can you provide to these problem
areas as far as “efficient “English vocabulary selection and instruction is concerned?

..................................................................

..................................................................

..................................................................

...................................................................

Please give some information about yourself and the secondary school you are teaching

1
2)
3)

4)

5)

in:
I am: a) male b) female
Age: a) 22-30 b) 31-40 c)41-50 d) 50+

How many classrooms of third (3) year literary stream level are there in this
secondary school?

......................................................................................................

How much time (hours) is allotted to teaching English per-week to 3™ year literary
stream pupils in the secondary-school?

THANK YOU FOR YOUR COLLABORATION
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Appendix: B

The Teachers’ Semi-Structured Interview Questions

1- Do you teach English vocabulary to develop productive skills, i.e. speaking and writing
or receptive skills, i.e. listening and reading?
2- What roles do you think you are to play in EFL vocabulary instruction process in
general?
3- When teaching the English language classes for 3™ year literary stream pupils, the
focus is made on :
a) Presenting information related to the units of the syllabus.
b) Presenting grammar and vocabulary.
c) Both presented in equal level.
d) Both but presented in different levels.
Please, €XPlain?........cccevceeeeeierieneeeeereerenre e ese et st esesaessesanesseeen
4- Which sources do you use for teaching the aspects of word knowledge you are about to
teach? a) School textbooks b) Language dictionaries c) Internet
d) Vocabulary Books e) Magazines f) Others ........................
5- Which of the following you consider most useful for teaching about word knowledge
apart from its form (spoken and written) and meaning(s)? Please rate them from 1 to 6
for each selection: (1) The most important and (6) The least important.
a) The word parts it has (e.g., any prefix, suffix, and “root” form).
b) Its grammatical behaviour.
c) Its collocations.
d) Its register.
€) What associations it has (e.g., words that are similar or opposite in meaning).
f) What connotations it has.
6- Which sources do you use for teaching the aspects of word knowledge you are about to
teach? a) School textbooks b) language dictionaries c) internet  d) vocabulary books
e) Magazines f)others .....covvvenviinnnn...
7- Do you integrate English vocabulary teaching into all language skills or only when

needed (when learners ask for)?

8- Do you attempt to personalize the learning process by getting learners to relate topics
and texts in the textbook to their own lives and views?

9- How often do you discuss vocabulary knowledge issues in your English classes?
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a) Often (in almost every lesson) b) Sometimes (Once a week)
c¢) Rarely (Once a month) d) Never

9- Do you encourage learners to ask questions?
10- Do you test your learners’ vocabulary learning in an oral or written way or both?
11- Are you satisfied with the English vocabulary knowledge and selection resources and
teaching techniques you are currently using?
12- Have you updated your knowledge about EFL vocabulary instruction?
13- Do you have prior knowledge about computer corpus-data?
14- Computer corpus-data is the ‘richest’ language source that syllabus designers textbook
writers and may rely on for presenting both current and authentic language content as
regards EFL learners in 3™ year literary stream at secondary school.

a) Agree b) strongly agree c) average d) disagree e) strongly disagree
15- EFL Vocabulary Knowledge is best analyzed, selected and taught with the aid of
computer corpus data?

a) Agree b) strongly agree c) average d) disagree e) strongly disagree
16- Raising awareness about computer corpus data and recommending its application in
EFL teaching situations may motivate and improve the language learners and users’
proficiency level as a whole.

a) Agree b) strongly agree  c) average d) disagree e) strongly disagree
17- Are there other opinions / ways regarding English vocabulary selection and instruction

that you would like to express?
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Appendix: C

The Learners’ Questionnaire

Dear pupils,

This is a questionnaire aiming at analyzing the EFL learning situation as far as
third year literary stream pupils in secondary school are concerned. Please, have the
kindness to provide us with the necessary answers to the Jollowing questions either by
ticking the appropriate boxes or by making full statements when necessary.

" N.B. We rely on your collaboration as far as your honesty. Thank you.

Section One: Pupils’ Attitudes Towards EFL Learning and Vocabulary.
1- To pass your Baccalaureate exam, carry on your studies at university and meet your
life’s needs; you would consider English as being:

a) Necessary b) useful C) unnecessary
2- How do you evaluate your English language proficiency?
a) Very Satisfying b) Satisfying ¢) Not Satisfying

3- With respect to your English proficiency level, which language element needs more
reinforcement in:

a) Vocabulary b) Grammar ¢) Pronunciation
4- How much importance do you give to EFL vocabulary learning:
a) Much b) Little c) Not at all.

Please, explain why: ................c.ccooveninn..,
5- Do you regard English vocabulary learning as:
a) Verydifficult  b) Difficult c) Average d) Easy e) Very easy

Section Two: Pupils ‘Beliefs on EFL Vocabulary Learning.
6- Your lack in English proficiency level and school failure in this subject accounts for
your lack of its vocabulary knowledge.

a) Strongly agree b) Agree c) Average d) Disagree e) Strongly Disagree

7- Your lack in vocabulary knowledge accounts for lack of interest in the language content
presented in your classes.
a) Strongly agree b) Agree c) Average d) Disagree e) Strongly Disagree
8- The textbook lacks many aspects and offers little importance to vocabulary learning.
a) Strongly agree b) Agree c) Average d) Disagree e) Strongly Disagree
9- The teaching methods presented in the textbook and used by the teacher do not help you
to acquire the necessary level about vocabulary:
a) Strongly agree b) Agree c) Average d) Disagree e) Strongly Disagree
10- You would be more interested in the English classes and motivated to learn if teachers
change their negative perceptions and practices about your language aptitude.
a) Strongly agree b) Agree c) Average d) Disagree e) Strongly Disagree
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11- You would be more interested in EFL vocabulary learning if its content exceeds
knowledge about the written and spoken forms and basic meanings and includes some
other aspects like: The word register (whether used in spoken and written discourse)
and presents vocabulary that is targeted to situations in which you are likely to find
yourselves on.

a) Strongly agree b) Agree c) Average d) Disagree e) Strongly Disagree

Section Three: Pupils ‘Practices on EFL Vocabulary Learning.
12- For you, the ‘best’ way to learn about EFL word knowledge in particular and language
in general is:
a) To refer only to your English classes.
b) To use other language sources.
c) Both.
Explain Why: ..o
13- With respect to your English proficiency level, have you benefited from the English
materials you may encounter outside your English classes (TV channels, songs, video
games and the Internet).
a) Yes b) No
Please, explain how?

.....................................................................

14- During your English classes do you ask questions to your teacher for word
clarifications?
a) Yes b) No
If ‘yes’ your questions are mainly related to:
a) The word spoken and written forms.
b) Its meaning(s).
c) Its associations (Synonyms / Antonyms).
d) Its word parts (Prefix /Suffix).
e) Its collocation (the words that come after or before it).
f) Its register (Spoken Code / Written Code).
B) BHBER ey 5 a3 5000000 0 s meomnsc ' g 5t 4 7S 6 SR & e s ¢ s
If ‘no’ is it because:
a) Targeted words are easy.
b) You are a shy person.
c¢) For your inability to express yourself.
d) Language classes are well explained.
e) Other reasons: please, explain....................o.oovvvin...
15- The most boring task in your vocabulary learning process is:
a) To learn words by heart ¢) to put words in gaps

b) To find the odd word d) to match words with definitions.
16- Which of the following type of activities do you think of as the most motivating to practice
vocabulary?

a) Filling the gaps with vocabulary given.
b) Reading texts.
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¢) Matching (words or situations with pictures/words with definitions, Synonyms
/Antonyms.

d) Completing vocabulary lists or columns.

e) Writing compositions.

B OHNEIS caii s icnn v vrmmrns oo ssmasions s 5wsss s 452 6500 « s s wrmemce s mmmsS s s 5o

Section Four: Learners’ Difficulties and Suggestions in Vocabulary Instruction.
17- During language tasks and examinations, the most difficulty you meet is:

a) To understand he questions.

b) To answer the questions because of you lack of vocabulary.

¢) To answer the questions because of your inadequate feedback.

18- After your exam on the English subject, your marks reflect:
a) Your ‘good’ / “poor’ writing skill.
b) Your misunderstanding of the content (text and questions).
¢) Your bad preparation.
d) Other reasons: ...........oouuiieieeeeee e
Please, justify your choice:
19- What are your problems and needs in learning EFL vocabulary?

20- What do you suggest for an easier learning and high achievement in EFL learning in
general and vocabulary learning in particular as a pupil at final level of secondary school
level?

Please give some information about yourself and the secondary school you are
teaching in:

1- Sex a) Male b) Female
2- AGEl i,
3- Youare: a) Literature and philosophy stream pupil.

b) Literature and foreign languages stream pupil.
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Appendix: D

Some Well-known Corpora

v" The BROWN corpus
v" The BNC corpus
The BROWN Corpus
* First major computational corpus project began by Francis and Kucera
at Brown University (1961-1964).
* Designed in co-operation with grammarian Quirk and others.
* One million words drawn from randomly selected material written in

American English in a variety of genres.

The British National Corpus

* one of the largest corpora ever created

* 100 million words in length

* 90% written British English

* Imaginative, natural science, social science, world affairs, commerce, arts, belief and
thought, leisure, other.

* 10% spoken British English

* Individual interviews, educational, business, institutional, leisure, other.

B §.I,T§S§€I T 'Tii)N&L:.{HéI’L‘ The frequency data is based on the
e e e British National Corpus. The BNC
project was carried out and is managed by an industrial/academic consortium lead by
Oxford University Press, of which the other members are major dictionary publishers
Addison-Wesley Longman and Larousse Kingfisher Chambers; academic research centres
at Oxford University Computing Services, Lancaster University's Centre for Computer
Corpus Research on Language, and the British Library's Research and Innovation Centre.




Appendix: E

Examples of Selected Corpus-data Statistics

Some Computer Corpus-data Statistics on Grammar

A corpus can provide very useful statistics to help textbook writers present
grammar items in the best way. If one takes the example of the model ‘must’ and looks at
hundreds of uses of must in the spoken corpus, you find that on average, 5% of all its uses
are connected with obligation (e.g. You must have a visa to enter to the United States).
Another 5% are in expressions like: 7 must admit and I must say. Yet, the overwhelming
majority of uses of must are in predictive (90%) statements like: that must be nice, you

must be hungry. (See Figure 2)

Figure 71: An analysis of the uses of must from the C.LC. (Spoken Corpus):

100% v

80% -~

60% -

40% -

20% -

0% i L ] 1 4
Predictive Obligation Say/Admit  Total

Statistics of this kind help textbook writers set priorities in grammar teaching and
find the most natural contexts for teaching grammar. One can find out what the most
frequent grammar structures and grammar words are, and how they are used in speech and

writing.

Some Computer Corpus-data Statistics on Vocabulary:

1.Collocations:

A collocation is a meaningful co-occurrence of two words next to or near each other.
Figure 72 is a sample of the top 20 adjectives that follow the adverb prerty (e.g. it was
pretty good), and how often they occur in a five million word sample of the spoken North

American Corpus.
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Figure 72: The top 20 adjectives that follow the adverb pretty, from the C.1.C.

Pretty + Frequency Pretrty + Frequency
1- Good 939 11- Easy 41
2- Nice 96 12- High 37
3- Bad 87 13- Busy 28
4- Cool 80 14-Tough 28
5- Big 72 15-Small 28
6- Close 58 16-Expensive 27
7- Neat 58 17-Scary 27
8- Sure 52 18-Hard 24
9- Interesting 46 19-Far 2
10- Funny 43 20-Lucky 21

2. Concordance:

A concordance is a screen display or printout showing a key word or phrase in
many different contexts of use, in which the key word or phrase is usually arranged in a
vertical column in the center of the display along with the text that comes before and after
it.

Figure 73 shows an example of a concordance for the word yet in the Spoken
Corpus. This is typical of what people who study corpora see on their computer screen.
The user can look at screen after screen, and see all the different occasions in which the
speakers in the Corpus have used yez, all together in one concordance. This screen shows a
random sample of contexts for yet. Each line represents
a different occasion of use, by a different speaker, at a different time and in a different
place.

At first, the picture looks confusing. We see codes such as <1>, <2>, etc. Each
speaker in every conversation is numbered one, two, three, etc. But as we look down each
of these uses we see a clear pattern emerging. The overwhelming majority of uses of yet
are in negative contexts (we have marked these here in bold), and question marks are also
apparent. So the use of yer in negatives and in questions is an important piece of
information that materials writers can take away and use in grammar materials. In this way,

the materials can focus on the most central, frequent, and consequently useful aspects of a

word or phrase.
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Figure 73: A concordance of yer from the C.L.C.

1 that. <2> I don’t have an apartment yet but I will starting in
October.

2 Washington that’s why I haven’t applied yet because because of the
competition.

3 If you haven’t fleshed out the argument yet you know then that’s
what we’

4 in the morning and I wasn’t even awake yet and uh someone who was
staying over

5 <2> Hmm. Did you play the Carmen CD yet mom at all or..? <3> No.
<2> N

6 you just I don’t know. Notcomfortable yet but then I became very
comfortable t

7 And uh prices don’t seem much different yet but you just wait ’til
January and w

8 s well. <1> Did you have your dinner yet Thelma or not? <5> No.
Not yet.

9 re. <1> We'’re not ready to do dinner yet are we? <2> No. <1> Do
you wan

10 ade it. I didn’t l1ook at the directions yet but... <1> Oh okay.
<4> It loo

11 ke every you know. <1> He didn’'t eat yet did he? <2> No I'm
holding him.

12 gets gets bigger but it doesn’t explode yet because all that
energy hasn’t been

13 hat one doesn’t get the get the flowers yet either. <1> No. <2>
Maybe it’s

14 hem in a dark room. And it didn’t grow. Yet my bagels on the
counter molded wit

15 ix of the teachers because there hasn’t yet been one and... <2>
Is there a 11i

16 even know but we’re here now and I have yet to eat anything.
<5> Or whatever

17 me constraint. We don’t know what it is yet cause we don’t know
how long it’s go

18 out yet and they don’t know what it is yet cause it could mean
that something’s

19 omen’s size eight. I'm notdone with it yet though. I’ve got to
do the other one

20 gned it yet. <2> He hasn’tsigned it yet and I’d like to add that
clause abou

21 now if... I don’t think she’ll start it yet. I don’t know. She
may. If she says

22 happen. You don’t... I haven't seen it yet but it doesn’t mean I
never will. If

23 m not ready to give up on the idea just yet because it seems
like there’s someth

24 mini write up for those who don’t know vyet is 1like two
paragraphs. Let’s say yo

25 b things to these two but we don’t know vet right? <2> Yeah. Well
we... He di
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Frequency List:
A frequency list is an arrangement of words, non-words (uh, huh), phrases or

grammatical items in order of how often they occur in a corpus, usually starting with the
most frequent. Figure 10 is a frequency list for the top 200 words in spoken North
American English, based on a sample of four and a half million words of spoken data from
the Cambridge International Corpus. The most frequent word — 7 — is at the top of the
list.

Figure 74: The top 200 words in conversation from the Cambridge International Corpus.

1.1 41. with 81. they’re 121. even 161. five

2. and 42. he 82. kind 122. those 162. always
3. the 43. one 83. here 123. over 163. school
4. you 44. are 84. from 124. probably 164. look
5.uh 45. this 85. did 125. him 165. still
6.to 46. there 86. something 126. who 166. around
7.8 47.’'m 87. too 127. put 167. anything
8. that 48. all 88. more 128. years 168. kids
9.it 49. if 89. very 129. sure 169. first

10. of 50. no 90. want 130. can’t 170. does
11. yeah 51. Get 91. little 131. Pretty 171. need
12. know 52. about 92. been 132. gonna 172. us
13.in 53. At 93. things 133. stuff 173. should
14. like 54. Out 94. an 134. come 174. talking
15. they 55. had 95. you’re 135. these 175. last

16. have 56. then 96. said 136. by 176. thought
17. so 57. because 97. there’s 137. into 177. doesn’t
18. was 58. go 98.I’ve 138. went 178. different
19. but 59.Up 99. much 139. make 179. money
20. is 60. she 100. where 140. than 180. long
21.it’s 61. when 101. Two 141. year 181. used
22. we 62. them 102. thing 142. three 182. getting
23. huh 63. can 103. her 143. which 183. same
24. just 64. would 104. didn’t 144. home 184. four
25. 0h 65. as 105. other 145. Will 185. every
26. do 66. me 106. say 146. nice 186. new
27. don’t 67. mean 107. back 147. never 187. everything
28. that’s 68. some 108. could 148. only 188. many
29. well 69. good 109. their 149. his 189. before
30. for 70. Got 110. our 150. Doing 190. though
31. what 71. OK 111. guess 151. cause 191. most
32. on 72. people 112. yes 152. off 192. tell

33. think 73. now 113. way 153. 71 193. being
34. right 74. going 114. has 154. maybe 194. bit

35. not 75. were 115. Down 155. real 195. house
36. um 76. lot 116. we’ 156. why 196. also
37.or 77. your 117. any 157. big 197. use

38. my 78. time 118. he’s 158. actually 198. through
39. be 79. see 119. work 159. she’s 199. feel

40. really 80. How 120. Take 160. Day 200. course
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Figure 75: Rank frequency list for the whole British National Corpus (not lemmatized)
PoS =Part of speech (grammatical word class)

Freq=Frequency per million words (in order from the most frequent word to a minimum
frequency of 75)

Word PoS Freq Word PoS Freq Word PoS Freq
The Det 61847 there Ex 2532 new Adj 1145
of Prep 29391 would VMod 2551 may VMod 1135
and Conj 26817 what DetP 2493 well Adv 1119
a Det 21626 will VMod 2470 should  VMod 1112
in Prep 18214 all DetP 2436 her* Pron 1085
to Inf 16284 if Conj 2369 like Prep 1064
it Pron 10875 can VMod 2354 than Conj 1033
is Verb 9982 her* Det 2183 how Adv 1016
to Prep 9343 said Verb 2087 get Verb 995
was Verb 9236 who Pron 2055 way NoC 958

I Pron 8875 one Num 1962 one Pron 953
for Prep 8412 S0 Adv 1893 our Det 950
that Conj 7308 up Adv 1795 made Verb 943
you Pron 6954 as Prep 1774 got Verb 932
he Pron 6810 them Pron 1733 after Prep 927
be* Verb 6644 some DetP 1712 think Verb 916
with Prep 6575 when Conj 1712 between Prep 903
on Prep 6475 could VMod 1683 many DetP 902
by Prep 5096 him Pron 1649 years NoC 902
at Prep 4790 into Prep 1634 er Uncl 896
have* Verb 4735 its Det 1632 ’ve Verb 891
are Verb 4707 then Adv 1595 those DetP 888
not Neg 4626 two Num 1561 go Verb 881
this DetP 4623 out Ady 1542 being Verb 862
’s Gen 4599 time NoC 1542 because* Conj 852
but Conj 4577 my Det 1525 down Adv 845
had Verb 4452 about Prep 1524 re Verb 835
they Pron 4332 did Verb 1434 yeah Int 834
his Det 4285 your Det 1383 three Num 797
from Prep 4134 now Adv 1382 good Adj 795
she Pron 3801 me Pron 1364 back Adv 793
that DetP 3792 no Det 1343 make Verb 791
which  DetP 3719 other Adj 1336 such DetP 763
or Conj 3707 only Adv 1298 on Adv 756
we Pron 3578 just Adv 1277 there Adv 746
’s Verb 3490 more Adv 1275 through Prep 743
an Det 3430 these DetP 1254 year NoC 737
~n’t Neg 3328 also Adv 1248 over Prep 735
were Verb 3227 people NoC 1241 1l VMod 726
as Conj 3006 know Verb 1233 must VMod 723
do Verb 2802 any DetP 1220 still Adv 718
been Verb 2686 first Ord 1193 even Adv 716
their Det 2608 see Verb 1186 take Verb 715
has Verb 2593 very Adv 1165 too Adv 701
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Taken From: Geoffrey Leech, Paul Rayson and Andrew Wilson, Word Frequencies in
Written and Spoken English: based on the British National Corpus. London: Longman,
2001.

Figure 76: The top 40 words of the First Frequency List from Brown Corpus

The Most Frequent Word Lists built from the Brown Corpus are based solely on word
counts using the Unique Words Profiler which lists the instances for each word (the Brown
Corpus comprises 1,015,945 words with 47,218 unique words). The first list contains the
first 2000 most frequent words (1-2000). The top 40 words of the first list are as follows:

Word Instances

‘ Freq
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Appendix: F The first 1,000 words of the General Service List By West (1953)

a
A

about
above
accept
accord
account
across
act
actual
add
address
admit
adopt
advance
advantage
affair
afford
after
again
against
age

ago
agree
air

all
allow
almost
alone
along
already
also
although
always
among
amount
ancient
and
animal
another
answer
any
appear
apply
appoint
arise
arm
army
around

evil
example
exist
expect
expense
experience
experiment
explain
express

art
article
as

ask
association
at
attack
attempt
average
away
back
bad
ball
bank
bar
base
battle
be

bear
beauty
because
become
bed
before
begin
behind
being
believe
belong
below
beneath
beside
best
better
between
beyond
big

bill

bird

bit
black
blood
blow
blue
board
boat
body
book
born

follow
food
form
former
forth
fortune
forward
free
friend

box
boy
branch
bread
breadth
break
bridge
bright
bring
brother
build
burn
business
but
buy
by
call
can
capital
car
care
carry
case
catch
cause
centre
certain
chance
change
character
charge
chief
child
choose
church
circle
city
claim
class
clean
clear
clock
close
club
coast
cold
college
color
come

he
head
heavy
hello
help
her
here
hide
high

[u—
0
\D

common
company
compare
complete
concern
condition
connect
consider
contain
content
continue
control
corner
cost
could
council
count
country
course
court
cover
creature
cross
crowd
cry
current
custom
cut
dance
danger
dare
dark
date
daughter
day

dead
deal
decide
declare
deep
degree
deliver
demand
describe
desert
desire
destroy
detail
determine

keep

kill

land
language
large
last

late

law

lay

Die
difference
difficult
direct
discover
disease
distance
distinguish
district
divide
do
doctor
dog
door
double
doubt
down
draw
dream
dress
drive
drop
dry

due
during
each
ear
early
earth
east
easy
eat
edge
effect
effort
either
else
employ
end
enemy
English
enjoy
enough
enter
entire
equal
escape
even
Evening

march
mark
matter
may

me
mean
measure
meet
member



exist
expect
expense
experience
experiment
explain
express
extend
eye
face
fact
factory
fail

fair
faith
fall
familiar
family
famous
farm
fashion
fast
father
favorite
favor
fear
feed
feel
fellow
few
field
figure
fill

find
fine
finger
finish
fire
first
fish

fit

near
necessary
neck
need
neighbour
neither
never
new

next
night

no

none

nor
north
not

note
nothing
notice
now
nowhere
number

form
former
forth
fortune
forward
free
friend
from
front

full
further
future
gain
game
garden
gate
gather
general
gentle
get
give
glad
glass
go
God
gold
good
great
green
ground
group
grow
guard
habit
half
hall
hand
handle
hand
happen
happy

owe
own
page
pain
paint
paper
part
party
pass
past
pay
peace
people
perfect
perhaps
permanent
permit
person
picture
piece
place

heavy
hello
help
her
here
hide
high
hill

his
history
hold
home
honor
hope
horse
hot
hour
house
how
human
hurrah
husband
|

idea

if
impossible
in

inch
include
increase
indeed
independent
influence
instead
intend
interest
into
introduce
iron

it

its

production
program
progress
promise
proof
proper
propose
protect
prove
provide
public
pull
purpose
put
quality
quarter
quiet
quite
race
raise
rank

land
language
large
last

late

law

lay

lead
learn

least
leave
left
length
less
let
letter
level
library
lie
life
lift
light
like
likely
limit
line
listen
little
live
local
long
look
lose
lost
lot
love
low
machine
main
make
man

rich
ride
right
ring
rise
river
road
roll
room
rough
round
rule
ruler
run
rush
safe
sail
same
save
saw
say

matter
may

me
mean
measure
meet
member
memory
mention

mere
metal
middle
might
mile
mind
mine
minister
minute
miss
modern
moment
money
month
more
moreover
morning
most
mother
motor
mountain
mouth
move
much
music
must
my
name
narrow
nation
native
nature

she
shine
shoe
shoot
shore
short
should
shoulder
show
side
sight
sign
silence
silver
simple
since
single
sir
sister
sit
situation



object
observe
occasion
of

off

offer
office
often

oil

old

once

one

only
open
operation
opinion
opportunity
or

order
ordinary
organize
other
otherwise
ought
ounce
our

Stage

stand
standard
start
state
station
stay
steal
steel
step
stick

still
stock
stone
stop
store
storm
story
straight
strange
stream
street
strength
stretch
strike
strong
struggle
study
subject
substance
succeed
such
sudden
suffer
suggest
summer

plan
plant
play
please
point
political
poor
popular
population
position
possess
possible
post
pound
poverty
power
practical
prepare
present
preserve
press
pretty
prevent
price
print
private
teach

tear
term
test
than
that
the
their
them
then
there
therefore
these
they
thing
think
this
though
thought
through
throw
thus
time

to
today
together
too

top
total
touch
toward
town
trade
train
travel
tree

rate
rather
reach
read
ready
real
reason
receive
recent
recognize
record
red
reduce
refuse
regard
regular
relation
religion
remain
remark
remember
reply
repeat
report
represent
respect
until

usual
valley
value
various
very
view
village
visit
voice
vote
wait
walk
wall
want
war
warn
waste
watch
water
wave
way
we
weak
wear
week
welcome
well
west
what
when
where
whether
which
while
white
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scale size
scarce skill
scene sky
school sleep
science slight
sea slow
season small
seat smile
second e}
secret society
secretary soft
see soil
seem some
seize son
sell soon
send sort
sense sound
separate south
serious space
serve speak
set special
settle speed
several spend
shadow spirit
shake spite
shall spot
winter Spread

table
take
talk
taste
turn
type
under
understand
union
unite
university
unless
wide
wife
wild
will

win
wind
window
wing
wise
wish
with
within
without
woman
wonder
wood
word
work
world
worse
worth
would
write



Appendix: G

The Academic Word List: a corpus-based word list for academic purposes

By Averil Coxhead

The Academic Word List (Coxhead, 1998) was developed by examining the range (in all 4
disciplines and 15 of the 28 subject areas), frequency (over 100 occurrences) and
uniformity (over 10 occurrences per discipline) of words outside the first 2,000 words of
English (West, 1953) in a corpus approximately 3,500,000 running words of written
academic English (see the Table below ).

Art Commerce Law Science
Education Accounting Constitutional Biology
History Economics Criminal Chemistry
Linguistics Finance Family and Medico-legal Computer Science
Philosophy Industrial Relations International Geography
Politics Management Pure commercial Geology
Psychology Marketing Quasi-commercial Mathematics
sociology Public Policy Rights and Remedies Physics

Headwords of the Academic Word List

This list contains the head words of the families in the Academic Word List. The numbers
indicate the sublist of the Academic Word List. For example, abandon and its family
(Coxhead, A.J. (1998). 4n
Academic Word List. English Language Institute Occasional Publication Number 18.

members are in Sublist 8 of the Academic Word List.

Wellington: Victoria University of Wellington.)

abandon 8 acknowledge 6 behalf 9 cease 9
abstract 6 acquire 2 benefit 1 challenge 5
academy 5 adapt 7 bias 8 channel 7
access 4 adequate 4 bond 6 chapter 2
accommodate 9 adjacent 10 brief 6 chart 8
accompany 8 adjust 5 bulk 9 chemical 7
accumulate 8 administrate 2 capable 6 circumstance 3
accurate 6 adult 7 capacity 5 cite 6
data 1 foundation 7 major 1 react 3
debate 4 found 9 manipulate 8 recover 6
decade 7 framework 3 manual 9 refine 9
decline 5 function 1 negate 3 regime 4
deduce 3 fund 3 network 5 region 2
define 1 fundamental 5 neutral 6 register 3
definite 7 gender 6 nevertheless 6 regulate 2
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decline
deduce
define
definite
demonstrate
denote
deny
depress
derive
design
despite
detect
guideline
deviate
device
devote
differentiate
dimension
economy
edit
element
eliminate
emerge
emphasis
empirical
enable
encounter
energy
enforce
enhance
enormous
ensure
entity
environment
equate
equip
equivalent
erode
facilitate
factor
feature
federal
fee

file

final
finance
finite
flexible
fluctuate
focus
formula
uniform
unify
unique
utilise

N 0O W N2 w0

U'l\lw-b\lNChH-b\lLDkDOOOOOOhNHS

a
o

=
o

AN O 00 P, NOOONRFEP NNOONRFRPOUOOMNNROUW

function
fund
fundamental
gender
generate
generation
globe
goal
grade
grant
guarantee
hence
hierarchy
highlight
hypothesis
identical
identify
ideology
ignorance
illustrate
image
immigrate
incidence
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Résumé en Francais

Le présent travail de recherche s ’articule autour des moyens de développement et de facilitation de la
sélection et 1 "instruction du vocabulaire avec les données du corpus basées sur 1 *ordinateur. Il fournit,
donc, une étude détaillée dans la contribution et | 'importance du micro-corpus data en 1 ’enseignement
du vocabulaire d *Anglais. Cette dissertation expérimentale analyse et décrit | *enseignement et
| "apprentissage du vocabulaire d ' Anglais en situation de deuxiéme langue étrangére sur | es éléves
littéraire de la troisiéme année secondaire avec leur manuel New Prospects, a Daoud Mohamed El-
Djabli a Remchi - Tlemcen.

Mots Clés: vocabulaire, données du corpus basées sur | ’ordinateur, techniques du | ’enseignement,
stratégies du | "apprentissage et manuel New Prospects.

Summary in English

The present dissertation revolves around the way computer corpus-data develops and enhances target
vocabulary selection and instruction materials. It provides a detailed account of an investigation at the
level of computer corpus-data input and impotence into EFL vocabulary teaching and learning
situation. The empirical study analyses and describes the EFL vocabulary teaching and learning
situation as far as the third year literary pupils and the textbook New Prospects are concerned. The study
took place at Daoud Mohamed El-Djabli secondary school, Remchi - Tlemcen

Key Words: Vocabulary, Computer-corpus Data, Teaching Techniques, Learning Strategies, and the
EFL Textbook New Prospects.




