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Abstract

'Incidental' vocabulary acquisition studies, according to Schmidt
(1990), can be categorized into one of two approaches. The first approach
makes a distinction between instructed (intentional) learning vs. non-instructed
(incidental) learning. The second approach defines 'incidental' learning as
learning that takes place as a result of doing a task. However, these definitions
are problematic because the second kind of incidental approach may also be
considered instructed learning. This study defines 'incidental' within the classroom context as learners simply reading a text. Due to confounding variables
in the first study, a second study was designed to look at the possible impact
of different classroom conditions in vocabulary acquisition using the same
reading text. For study 2, there were three groups. The first and second group
were given tasks: the first group had guiding comprehension questions and the
second group had an anticipated comprehension quiz. The third group was
asked to read what was interesting to them. The groups in study 2 were composed of volunteer ESL students. Although the results of study 2 showed no
significant difference between groups in regard to their ability to report
synonyms and use the target words in sentences, there was a significant
difference in group 1, which showed that students were more confident of being
familiar with the target words when they were given guiding comprehension
questions with the text. Other analysis of factors which may have influenced the
outcome include individual learner attention, which should not be underestimated
in 'incidental' vocabulary acquisition studies.
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There are quite a few studies in the area of "incidental" vocabulary learning.
"Incidental" learning may be defined in two ways. According to Schmidt (1990), there is
( 1) learning without instruction, and (2) learning that takes place as a by-product of doing
a task. In some 'incidental tasks,' for example, a comprehension question task instructs
learners to attend to certain meaningful words in a text. This factor of external
instruction in so-called 'incidental learning tasks' has been noted (Paribakht & Wesche,
1996). However, many researchers minimize the possible impact of task instructions on
"incidental" vocabulary acquisition. What are the possible effects of different task
instructions in studies on incidental vocabulary learning?
Konopak (1987) defined 'incidental' vocabulary acquisition as "reading only
without instruction and without attention to vocabulary in any way including underlining
and glossing." While the definition is primarily a research design issue, the idea of
'incidental learning' also has implications for teaching, in regard to what methods of
instruction are used and the effectiveness of different types of instruction. For example,
studies grouped together under 'incidental' vocabulary acquisition may suggest different
teaching methods that range from "reading only" to communicative tasks which directly
or indirectly focus student attention on form. For clarity, Konopak's definition is the one
adopted in this study, so that the effect of possible instructions given by a teacher may be
contrasted to a 'true' incidental classroom condition of "reading only."
In Elley's study (1989) on 'incidental' vocabulary acquisition from listening to

stories, one group of elementary school children received explanations of target words
from teachers while a second group did not receive explanations of any kind. While
gains were achieved by both groups on the post-test, the group that received explanations
scored higher on post-tests than the second group. According to Konopak's definition of
'incidental,' there is a problem with what is meant by children's 'incidental' acquisition of
vocabulary through listening to stories, because the teachers' explanations of the words
could be argued by Konopak to be instruction. Newton (1995) also points out that of
recorded gains in incidental vocabulary learning in Elley's study, 40% occurred with
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explanation as opposed to 15% where there was no explanation of the new words given.
However, even though explanation of words in Elley's study correlates with these higher
gains in vocabulary acquisition, the explanations aren't considered an instructional factor
that would affect the 'incidental' outcome.
In Dupuy and Krashen's (1993) study on 'incidental' vocabulary acquisition in
French as a foreign language, the 'incidental' task condition included an anticipated
comprehension test. An anticipated comprehension test may function to make the learner
focus on learning vocabulary during the reading, thus making the activity instructional
rather than incidental in its impact on vocabulary acquisition. Van Lier, (notes in Ellis,
1994) has pointed out that the difference between 'incidental' and 'intentional' learning is
problematic because of the influence of external and internal factors. The instructions
given to students in this study may be considered an external focus; thus it may no longer
be 'incidental' learning in Konopak's sense.
In another study, Joe (1994) looked into the effects of reading and retelling tasks
in so-called 'incidental' vocabulary learning. Students in the reading and retelling group
who used more generative processing could better define and recognize the vocabulary in
a multiple choice test than those who read the text but didn't try using the words in new
contexts. Generative processing task demands were designed to focus learner attention
on form, meaning, associations, collocations, grammar and appropriateness. Yet, this
was called 'incidental learning.' Even though the task demands, by definition, probably
had an impact on vocabulary acquisition, the researcher encourages us to focus instead
on the subjects' processes which underlie the specific learning conditions of each task.
Although a concentration on what learners do in processing is important, it is my opinion
that the impact of external instructions in the task design make this instructed
vocabulary learning, not incidental learning.
As shown by previously mentioned studies, the question is left open in so-called
"incidental learning tasks" as to what the possible effects are of external instructions on
vocabulary acquisition, when 'incidental' means little or no external instructional focus as
in Konopak's definition. I conducted two studies designed to look at this question.

6

The First Study
Research question:
What is the impact on vocabulary acquisition of reading a text with no
instructions, reading it with an anticipated comprehension quiz or reading
it with guiding comprehension questions?

I. Participants
The subjects were three sections of intermediate students in Reading/
Composition classes as defined by an Intensive English Program's, (IEP) class placement
by TOEFL or EPT test scores. Total participants in the study were 25. Section I had 9
students. Section 2 had 6 students. Section 3 had I 0 students. At the beginning of the
course, students were given consent forms for participation in the study, which they were
told would take place as a part of classroom activities at some time during the course.
Although students who did not sign consent forms participated in the classroom
activities, their results were not used. Also, they were not asked to participate in the post
study interviews outside of class. Other students were not included due to absences on
test days. In Table I, students' TOEFL or EPT percentage scores are presented followed
by the students' native countries.

Table I TOEFL and EPT scores of
Section 1
#students
1
2
3
4
5
6
7
8
9

Scores
TOEFL EPT
68.5
63
413
387
430
437
69.5
64.5

Section 2
#students
1
2
3
4
5
6

Scores
TOEFL EPT
65.5
457
427
517
453
410

*

* = recent scores not available.
Equivalent range: EPT 62%-71 % =TOEFL scores 426-4 75

Section 3
#students
1
2
3
4
5
6
7
8
9
10

Scores
TOEFLEPT
447
397
443
387
64.5
69.5
387
447
387
69
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Students' native country
Section 1
3 Korea
1 Mali
1 El Salvador
1 China
1 Mexico
1 Chile
1 Japan

Section 2
3 Korea
1 Japan
1 Spain
1 Taiwan

Section 3
3 Korea
4 Japan
1 Mexico
1 China
1 Taiwan

II. Method
The three sections of classes were administered pre-tests five days before the
reading/ post-test treatment day. Pre-tests were designed and integrated into the
classroom as an activity about decontextualized vocabulary so that studertts would not be
alerted to vocabulary work in the following reading. One instructor did by chance
mention the activity in connection with the reading study. However, five ·days later, the
students did not receive any information to connect the second part of the study with the
prior activity. In general, students were unaware·of the study taking place.
On the reading/post-test day, the Reading/Composition teachers across the three
section$ each gave different directions with the same text, "Culture Shock," which is
from an· intermediate level RIC text used in the program. The first sectibn's classes were
instructed to just read the text 'for fun.' The second section was told that they would have
a comprehension Quiz after they finished reading the text. The third class was told to
read for ahswers to guiding comprehension questions given to them with the reading.
After the reading tasks in each class, the readings were collected and students
were immediately given a post-test. The post-test consisted of the 27 target words with
multiple choice items for each individual word. However, the first and last words on the
post-test were not used due to the fact that they had been deleted from the pre-test.
Target words on the post-test were not presented in a sentence so that students would not
instead be assessed on their ability to derive meaning from context. The multiple choice
items included three possible answers as well as the option to choose 'I don't know.'
These items were then followed by survey questions as presentetl in appendix D.
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Due to the scheduling of the classes, simultaneous administration of the reading
and post-test was not possible. The first class had the treatment between 10-12 a.m. and
the other two classes, meeting separately though at the same time, had the reading
followed by post-tests between 1-3 p.m. In that the reading and post-test activities of the
first class were integrated well into the class-room work, the chances are minimal that
students would have alerted the students from other sections. In general, students were
not aware of the reading/ post-test being an evaluation of vocabulary in connection with
the study until the collection of the last classes' final post-test and the announcement of a
post-test interview.
The Post-test interviews mostly took place on the following day~ a few took place
on the second day after the test. During the interview I asked students questions about
the text, the vocabulary, and the instructional method they experienced in the study.
Table 2 is a summary of the method followed in this study.
Table 2: Method ofStudv 1 b

Section 1

Section 2

Section 3

# of Students

9

6

10

Pretest Given

Pretest

Pretest

Pretest

Instructions given
5 days later
before text

Reading Only

Anticipated
Comprehension Quiz

Guiding
Comprehension
Questions

Immediate post-test

Post-test

Post-test

Post-test

Post-test interviews
1-2 days later

Interviews

Interviews

Interviews

Pre and Post-tests
given to raters
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filResults
Raters used a scale from 2-0, which is described below in Table 3. The raters'
results were averaged for individual words on pre and post tests for each student. The
columns in Table 4 are the averaged total answers for each rating. Clearly, all 3 groups
improved their vocabulary knowledge after the treatments.
Table 3 Pre and post test results key
Rating: 2 = same as article meaning
1 = related meaning to the article
0 = not article meaning, possible other meaning, or no idea
ss = students
Table 3 Results of Pre and Post Test Results
Section 1 Reading Only

SS

Pre-test
2
1

1
2
3
4
5
6
7
8
9

5
0
3
2
2
5
2.5
3.5
4.5
3.0

means

0

Post-test
2
1

0

0
0
5
0
3.5
0.5
2.5
1
5.5

20
25
17
23
19.5
19.5
20
20.5
15

15
11
13
16
16
16
12
15
17

0
0
0
0
0
0
0
0
0

10
14
12
9
9
9
13
10
8

2.0

19.9

14.5

0

10.4

Section 2 Anticipated Comprehension Quiz

SS

Pre-test
2
1

0

Post-test
2
1

0

10
11
12
13
14
15

9
7.5
3
1
0
0

1
2
2
1
1
1

15
15.5
20
23
24
24

16
14
16
16
7
10

0
0
0
0
0
0

9
11
9
9
18
15

3.4

1.3

20.5

13.1

0

11.8

means

(Continued)
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Section 3 Guiding Comprehension Questions

SS

16
17
18
19
20
21
22
23
24
25
means

0

Post-test
1
2

8

5
0
1.5
0.5
1
0
1.5
0
0
3.5

14.5
24
20.5
20.5
23
24
19.5
24
24
13.5

19
16
12
17
9
10
14
9
11
16

0
0
0
0
0
0
0
0
0
0

6
9
13
8
16
15
11
16
14
9

2.9

1.3

20.75

13.3

0

11.7

Pre-test
1
2
5.5
1
3
4
1
1
4
1
1

0

To assure that sections were basically the same, a one-way Anova was run using
the pre-test scores of known words (column 2) from all sections to compare the average
means of each group. The results of this test, which confirm that all sections started with
the same average knowledge of the target words, are in Table 4.

Table 4 Pre-test means of known words by group
Variable PRETEST
by Variable GROUP
Analysis of Variance

Source
Between Groups
Within Groups
Total

D.F.

2
22
24

Sum of
Squares
.8444

152.1556
153.0000

Mean
Squares

.4222
6.9162

F

.0610

Sig
ofF

.9409

Next, a repeated measures Anova was run to compare the possible effects of the
instructional treatment on word gains for correct item meanings. The results of this test
are in Table 5. The Sig ofF (.411) is higher than the usually required value of .05 for
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significance. Therefore, the different treatments did not have an impact on the post-test
scores.

Table 5 Effects by instructional treatment
Tests involving 'TESTS' Within-Subject Effect.
Tests of Significance for T2 using UNIQUE sums of squares
Source of Variation
SS
DF
MS

WITHIN+RESIDUAL
TESTS
METHOD BY TESTS

72.70
1321.62
6.12

22
I
2

3.30
1321.62
3.06

F

SigofF

399.94
.93

.000
.411

IV. Discussion
The instructions of reading to answer comprehension questions or reading for an
anticipated comprehension quiz didn't have a significant impact on vocabulary
acquisition, when compared to reading only. However, it can still be argued that
additional tasks which involve students in retelling, manipulating new vocabulary, and
other learner focusing tasks are not, in fact, 'incidental.' Five factors possibly influencing
the results of the study are categorized under time, context of study, test design, the text
and the individual learner.

Time

First, the time given for the reading was 20 minutes across all classes. If the time
had been shortened, strategies such as skimming or scanning might have influenced the
group with the comprehension questions. However, if a student didn't have a large
vocabulary base (Nation & Coady, 1988) for the given text, guessing from context may
not have been possible regardless of the time available. The timing between the pre and
post-tests is another possible factor because there is the possibility that some of the words
on the list may have been encountered by students during that time.
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Context of Study
Because the results for the sections are the same, it might be argued that the
social context of the study might have influenced the uniform outcome. According to
Van Lier, (notes in Ellis, 1994) an example of an external factor is 'instructional focus'
which in this study would have included the instructions given to sections 2 and 3.
However, it may be appropriate to define this external factor of 'instructional focus'
broadly to include the classroom environment or classroom routine as a factor which
could influence the results. If students had systematically worked through vocabulary
during the first exposure/ reading of each text that they encountered in class, students
might have assumed that they should pay attention to the vocabulary in the 'Culture
Shock' reading as well.
A script given to the teacher for administering the reading for section 1 was
designed to minimize any special attention to vocabulary or comprehension. "Culture
Shock" was introduced as a reading 'for fun' on a topic that would be continued later that
week. Although it still could be argued that these students in Reading/Composition
classes might naturally be led to focus on vocabulary, it is also important to note that a
learner's internal preference also plays a role in responding to the instructions given by
the teacher. For example, even though a student has been told to read 'for fun' they may
be oriented to attend to every new word.

Test Design
The pre-test served to show, albeit indirectly, what knowledge students had of the
words before the reading and post-test. The design of the pre-test word list was
purposely decontextualized to collect information about prior knowledge of individual
words, as opposed to measuring skill at guessing from context or other factors associated
with reading ability. However, although students were asked to write down 'any'
definition they could for the words they knew, students who may have had another
meaning for a word could have written down the one that was most available for
production. Consequently, the pre-test design doesn't discriminate ranges ofreceptive
knowledge. More importantly, because results depended on the change in pre-test
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knowledge to post-test knowledge for the correct article meaning of a word, the pre-test
design should have tested whether a student actually knew the article meaning
specifically in addition to other possible meanings. Although these weaknesses exist,
most of the meanings of the words in the pre-test had meanings in the article which were
less likely for a student to know. For example, a student who knew 'fits' and wrote down
'good for someone' or 'sizes' would probably not have known the less frequent meaning
of 'fits' as 'way of acting' in the article.
In addition, there were problems in the wording of items on the post-test. Some
of these problems include not having consistent parts of speech in the multiple choice
items, and an item that had differences of plural and singular choices. Also, there was a
problem in not having given the particles for the two-word verbs. Although many of the
student pre-test meanings for 'knock' included the notion of something being 'hit' (Table
8), which is related to the meaning of 'knock from under' as in the article, a little under
half chose the correct meaning 'remove quickly' on the post-test. This may well be due
to the pre and post-tests which presented the item as 'knocked' and not 'knocked from
under.' The two-word verb from the context should have been given for the 'knock' item.
There may also be an issue with scoring the post-test. It may be argued that the
vocabulary words shouldn't be counted equal on the post-test due to the fact that words in
an article vary in importance for comprehension and usefulness for the learner. Whether
words should be weighted differently according to their value for comprehension of
message hasn't been an issue for reporting numerical 'gains' in past studies on 'incidental'
vocabulary acquisition. Assigning weights may be difficult to do, but it remains a
potential weakness across studies because 'incidental' results may be exaggerated if only
the words surrounded by rich context are chosen as opposed to vocabulary with little
context or exemplification.

Text
A fourth factor is the text itself Word frequency (in appendix E), ample
examples, and sufficient contextual clues most likely had more of an impact on students
answering 'cue' correctly on the post-test than other words such as 'precipitated',
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'glorified', 'fits' and 'eruption', each of which were only mentioned once with little
contextual support. Some might argue that students in this study who may have learned
'cues' didn't learn that word incidentally because the text was written with repeated
examples and contextual cues as to its meaning. Text features should not be minimized,
as Herman (1987) has shown with the positive effect of elaborated texts on student
vocabulary acquisition. The variation of supplying words with ample context and
exemplification within a text could be equated with the teacher's oral explanation of
words in Elley's study (1989) for which there was a strong correlation with gains
(Newton 1995). Overall, it could be argued that contextual resources available to a
student in reading a text or listening to a story, really create a non-incidental context for
learning.
In addition to a text providing context for vocabulary acquisition, it is also
important to consider the students' feelings about the text's content or difficulty. These
feelings aren't often assessed in 'incidental' vocabulary studies. In the post-test surveys
and interviews, students were asked to respond to questions about the text's difficulty and
to share whether they liked the content or not. Overall, the students across all sections
liked the text content and reported a small range of difficulty which would be expected.
It may be possible that students who generally liked the text's content may have done
better in acquiring vocabulary in these test conditions than if they had disliked the
content. Results of questions on text difficulty, content and method with texts are in
Table 6. For these questions students were allowed to give more than one answer for the
level of text based on themselves as well as for the class, which accounts for there being
32 responses for 25 students.
Table 6. Post test survev and interview answers
Question 1 I thought the article was _ __ __

easy
at my level
at the class level
difficult

Section 1
1
6
3
1

Section 2
0
1

5
3

Section 3
0
4
4
4

Totals
1
11
12
8
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Interview results:
The text:
Difficult
Liked text content
Disliked method/
instruction

Section 1
3

Section 2

7

6
4

2

6

Section 3
2
6
2

Totals
11

20
vanes

Although the varied responses about text difficulty might be expected because
placement into the R/C class is based on a holistic view of proficiency, the decision to
repeat questions about difficulty in the post-test survey and interview was made because
students may answer differently in the R/C class with their teacher than with the
researcher in the post-test interview. For example, in Table 6, more students in groups 1
and 2 responded that the text was difficult on the post-test survey than in the interview.
This difference may be due to the presence of the teacher in the administering of the
survey, or because students may simply have altered their opinions by the following day.
In the interview questions about method, some students, especially in section 2, strongly
expressed that they disliked the method they received for the purpose of learning
vocabulary. However, to attempt to draw any conclusions about possible effects of
affective factors in method or text content is beyond the scope ofthis study.
Individual Learner Orientation

Individual learner differences, which shouldn't be underestimated due to the small
non-random sampling in this study, is a fifth factor in this study. Other researchers have
acknowledged the importance of the individual learner. Stoller and Grabe (1993) argue
that informed reader intention could make vocabulary learning more efficient when
combined with reading-related instructional intervention. Paribakht and Wesche ( 1996)
recognize varied individual learner outcomes among learners who didn't always follow
the anticipated processing steps in their study exercises. In addition to a learner's internal
orientation, whether they are inclined to pay attention to every new word or skip those
which are not important to main ideas of a text, each student varies in their language
background and prior knowledge and exposure to vocabulary.
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In this study's post-test interviews, some students who were native Spanish or
French speakers pointed out 1 or 2 words which had cognates in their own language.
Other researchers in anticipation of this possible advantage among students have
consulted with other language speakers to weed out cognates from word lists to equalize
the vocabulary (Wesche & Paribakht, 1997). This step should also have been taken in
this research study for fairness, even though in "real world" classrooms this most likely
isn't common procedure among teachers. However, prior exposure to vocabulary is much
less easily equalized. Some students remembered 'cues' because they had known the use
of 'cues' in billiards. Although this may pose an added problem for acquiring a new
meaning of a word for students, most identified learning 'cues' because of sufficient
context and examples in the article. In order to evaluate if knowledge of a word's other
possible meanings influenced the results of the study, pre-tests and post-tests were
analyzed. Words that were most often given an alternative meaning in the pre-test were
compared to post-test answers. This information is listed in Table 7.
Table 7 Pre-test alternative or near meanings compared to post-test answers

Students' pre-tests with
other definitions not in article

Same students' post-test answers
(C) = correct /article meaning

precipitated: snow or rain

made to happen early (C)

eruptions: volcano's job
eruptions: volcano
eruptions: explosion, bomb
eruptions: volcano
eruptions: go out

emotions
openings (C)
emotions
dirt
openings (C)

eruptions: something that happens
without prevent

openings (C)

fits: suitable
fits: match
fits : where you can try
fits : good for somebody
fits : be adjusted correctly
fits : clothes fits well
fits: good to something
fits : hold hands together
fits : as comfortable much

sizes
sizes
sizes
sizes
medical problem
sizes
way of acting (C)
way of acting (C)
way of acting (C)

(continued)
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efficiency: studio

small effort to get what you need (C)

cues:
cues:
cues:
cues:
cues:

things to show us how to act (C)
things to show us how to act (C)
things to show us how to act (C)
problems we must solve
things to show us how to act (C)

a brunch of wood which used billiard
key to solving problem
hint
question
main idea the whole text

knock: hit door
knock: to do that hit sightly
knock: door knocked hand (picture
and the words)
knock: hit the door
knock: put your hand to the door
knock: (picture of someone knocking
on a door - no words)
knock: hit lightly
knock: use something put the door
knock: hit something lightly
knock: sometimes we enter the room,
we will hit a door.
knock: hit something the condition
be hit by something
knock: touch the door
knock: hit the door lightly to notice

remove quickly (C)
remove quickly (C)
remove quickly (C)
remove quickly (C)
remove quickly (C)
welcomed
welcomed
added
welcomed
added
don't know
welcomed
don't know

It is worth noting that the pre-test design, which may tend to elicit the easiest

definition that a student can produce in writing, might have masked multiple meanings
that students may have known. For example, a student who wrote the billiard 'cues'
definition may have known the article's meaning of cue but didn't choose to write that
particular definition, if known, on the pre-test. However, it may also be said that
alternative meanings given on the pre-test do represent the most ready definition of the
word for the student, which may possibly make encounters with new definitions an
increased processing task. For example, data in Table 6 show that two students who had
an alternative definition for 'knock' marked 'don't know' rather than the word 'welcomed'
in the post-test which was closest to their meaning on the pre-test. This shows potential
confusion or change in the student's mind about the word or perhaps about which
meaning of the word was being assessed due to the poor writing of the item as discussed
in the section on test design.
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Related cognitive research on semantic priming, (Swinney,

1979~

Morton, 1969,

Neeley, 1990), suggests that encountering a word in reading instantaneously activates
multiple senses of a word automatically, within the first 260 milliseconds, by activating a
node or connected nodes in a lexical-semantic network. Then at 250 msec, contextual
information processing suppresses incorrect meanings in order for there to be a final
conscious access to an appropriate one. However, students do not always encounter
words with multiple meanings in a sufficient context for choosing one meaning that is
appropriate. It is important to note that intentional vocabulary instruction may be
beneficial for students at this point.

V. Conclusion

Although the results showed no significant difference between the three groups'
vocabulary acquisition on test scores, the analysis of the data and possible influential
factors indicate that social context, test design, reading text, and individual learner
orientation were intervening variables that confounded the study. Of these, the reading
text, test design, and individual learner differences may have been the most influential
factors in the outcome of the study.
Text features are influential because rich contexts or elaboration may draw
student attention to the word by providing examples in the same way a teacher might
instruct in a classroom.

In addition to a text's quality of examples, an article may have

been written to highlight certain words for comprehension purposes. In the literature on
'incidental' vocabulary acquisition, there is little reporting of how target words may vary
in importance for comprehending a text, which is probably a factor in results. This may
be a general weakness across studies in that 'incidental' results don't often describe why
words in a certain context might have been acquired. In this study, words on the post-test
were equally valued regardless of how important they were to understanding the text.
Future studies may look at acquisition of differently 'weighted' words for necessary
comprehension of message in texts.
Secondly, the pre and post-test designs pose problems in the interpretation of the
results. Students may have had wider knowledge of the words receptively before the
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reading; however, the pre-test instead emphasized the production of any information they
could write for a definition. This pretest emphasis in addition to the fact that students
encountered decontextualized words may have further limited students' ability to
demonstrate what they might have known. Even though students had tested about
equally on pre-tests, the pre~test may not have been accurate in assessing what students
would know receptively when given the words in context. Therefore, the 'gains' on the
post-test may actually have been a combination of already known meanings triggered by
context and new meanings provided in reading the text. In addition, there were problems
with some of the post-test items that make the interpretation of the results problematic.
Thirdly, the individual learner is important to the results because varied language
backgrounds. prior knowledge of words and internal preferences all influence each
student's individual vocabulary acquisition. For example, for the few students who knew
'cues' from exposure to billiards, perhaps the article made them process the new
definition more deeply because a prior alternative meaning for the word was met with
sufficient context for a new one. In contrast, prior knowledge of a word may also
potentially confuse a student who is confronted with a new meaning in a text with little
contextual evidence for changing or expanding their prior meaning. In these situations,
intentional instruction would be beneficial for students.
Therefore, even though this first study didn't show a difference in vocabulary
acquisition among the two 'instructed' groups and the true incidental group, it is still
possible that task based activities do impact vocabulary acquisition in ways that are not
'incidental.' Discussion of the first study suggests that a combination of factors in
addition to instruction may influence results in 'incidental' vocabulary acquisition studies.

Designing A Better Study

After the first study, there were a number of things needing to be improved
including establishing a similar skill level of participants, standardization of how
instructions are given to students, the choice of target words, and the assessment
instruments for gauging vocabulary knowledge in pre and post-tests.
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The participants in the first study were basically intact classes placed by a holistic
composite of proficiency in writing, reading, speaking and listening as measured by
TOEFL and/or a program EPT. Because these classes may have had wider ranges of
skills in reading and vocabulary due to the holistic nature of the placement, a different
approach for screening potential subjects was used in the second study. A cloze test was
used to assess general reading proficiency on the topic used for the study as well as the
ability to guess appropriate words from context. Further specifics about the cloze are
described later in the paper.
Although teachers were given directions on how to give instructions to their
classes, the possibility of altered intonation or wording made it hard to control for the
overall effect of the instructions on the outcome. In order to make the instructions to
each group uniform, in the second study, they were given in written form for students to
read before the task. Only after students understood their directions were they asked to
begin the reading, so that each student had equal time on task.
In the second study, the target words were chosen using the following criteria:
lower frequency, unfamiliar roots, and no or few alternative meanings. Actual nonfrequent words were chosen instead of creating nonsense words, so they would have realworld value. Also, there were fewer target words chosen to allow for realistic memory
constraints.
In the first study, the key instrument for assessing students' prior knowledge of

target words required students to write definitions to words they knew in a list. Although
this method seemed to provide the necessary information, students may not have written
every meaning for the words they knew, but only the meaning that was most available for
production. Even though the handout directed students to write any definition, it may not
have been clear enough to students that they should write every definition. In the second
study, words were assumed not to be known for the level based on the cloze test
administered, which was from a low intermediate proficiency level text. Therefore, a
pre-test was not administered in the second study, though in the post-test, students were
given an opportunity to indicate if they had known words before the reading.
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The post-test in the first study was multiple choice, attempting to measure
receptive knowledge of 25 words. Changes in the second study included a student selfreport of prior knowledge and different levels of productive knowledge of 6 words. The
decision to change from the multiple choice assessment to the self-report was partially
due to the problems encountered in writing the multiple choice test and the fact that the
self-report procedure, which had been used in prior vocabulary studies, seemed fairly
reliable.

The Second Study

Research Question:
What is the impact on vocabulary acquisition of reading a text with no
instructions, reading it with an anticipated comprehension quiz or reading it with
guiding comprehension questions?

L Participants
Fifteen ESL students from several different locations were participants in the
study. Nine students took part in the study in classroom environments. Three took part
in quiet study areas. Three others completed the study in a room in their church.
Numbers from each group were fairly represented across all three social environments.
All volunteers were given a cloze test for determining possible participation in the study.
The cloze text and the text used for the study were taken from the same unit of an
intermediate ESL text book on the topic of movies. The two texts were from different
readings, though with similar key vocabulary and content. A cloze, with every fifth word
deleted, was used not only to distinguish general levels of proficiency on the topic of the
reading, but also to assess a general ability at deriving meaning from context when not all
of the words are available. Cloze test answers were accepted ifthe word written in the
blank made sense in the context of the paragraph and sentence. Some leniency was
allowed for grammar errors such as subject verb agreement, and errors in spelling.
Students who scored at the instructional level (Paulston & Bruder, 1976), between 17 and
24 out of a possible score of 41, were asked to participate in the study.
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The national background of the fifteen subjects who participated are as follows:
Group 1

Group2

Group3

Korea
Taiwan
Taiwan
Thailand
Russia

P.R.C. (China)
P.R.C. (China)
Korea
Madagascar
Russia

Columbia
Brazil
Korea
Korea
Russia

II. Methodology

Because students in this study were not from intact classes, students were
randomly put into one of three groups. The cloze test means for the three groups, 18. 8,
19.2, and 19.5 were analyzed using a One-way Anova analysis of variance. The
difference of mean scores across groups (F prob. =.8724.) was not significantly different
because the F result was much higher than the generally required .05 for significance.
First, everyone was given a sheet with varying instructions according to the group
in which they were placed (appendix G). Group 1 was asked to read what was
interesting to them (Krashen, 1989). Group 2 was given instructions that they would
have a quiz about the ideas in the text following the reading (Dupuy & Krashen, 1993).
Group 3 was given a task to read for answers to comprehension questions accompanying
the reading (Paribakht & Wesche, 1996), though the students were instructed not to write
the answers. After 15 minutes, all reading materials and instruction sheets were
collected. An immediate post-test was given to students in each group. The post-test (in
appendix) included the six non-frequent words that had been written into the lower
proficiency reading. The test consisted of these words individually presented without
context, followed by a range of possible responses for the students to choose and
complete. The post-test and rating scale below were modeled after the VKS (Vocabulary
Knowledge Scale) self-report (Paribakht & Wesche, 1996), with additional questions
concerning possible prior knowledge of the words being tested. Students were given
ample time to finish the post-test. Some finished within a few minutes, while others took
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longer to fill in their answers. At most, students took seven minutes. Following the posttest, I interviewed students informally about the study and about their own preferences in
attending to new vocabulary while reading.
PosMests were rated by item on a scale from 1 to 5 by two raters. Raters were
given separate copies of the students' self reports, which were scored using the scale in
Tab1e 1.
Table 1 Rating scales conversion chart
Self Report Categories/Level

Scoring of setf report categories

s = I saw th_is word before the reading today
k =I knew this word before the reading today.
I = I don't remember seeing this word in the reading,

Level s and k items were removed
from the analysis.

II = I saw this word in the reading, but I don't know
what it means.
III= I saw this word in the reading and
I think it means - - - IV= I know this word. It means - - - v = I can use this word in a sentence:
(write a sentence.) _ _ _ _ _ __
(If you do this sentence, please also do part IV.)

Level I was not familiar = 1.
Levels 11-V that were attempted but
gave an incorrect synonym = 2.
Correct synonym given= 3.
Semantically appropriate sentence= 4.
Semantically and grammatically correct
sentence = 5.

For example, a student who circled category 'III' but provided a synonym that was
not correct was given a 2. If a student provided a correct synonym at level ill -0r IV, they
scored a 3. If a word was used in a grammatical sentence, but the student did not give a
correct synonym, the item was scored as a 2.
For the 90 answers rated~ 27 items required a decision by the raters. Of the 27

decisions. there were four disagreements. for an agreement rate of 23/27. The Spearman
correlation coefficient did not show a significant difference between raters (IR=.89). The
raters negotiated a final rating for the four items before the post-tests were analyzed.
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m. Results
The results of the rated post-tests are presented by groups in Table 2.
Table 2 Rated post-tests by group

Performance by Groups

Group 1

Group2

Group 3

1 = not familiar at all
2 = familiar but meaning
unknown
3 = synonym given
4 = semantically
appropriate sentence
5 = semantically and grammatically appropriate
sentence

15
15

17
11

3
23

0
0

1
0

2
0

0

1

1

30

30

29* sum of
responses

* There are 29 in group 3 because one student already knew one word
before doing the reading.

A one-way Anova test was run comparing the group means of each student's
performance on individual words. The test showed that there was a significant
difference (.0066 < .05) between group 3 and the other groups.

Variable WORD
By Variable GROUP

Source
Between Groups
Within Groups
Total

Analysis of Variance

D.F.

2
86
88

Sum of
Squares
5.2821
42.6954
47.9775

Mean
Squares

F
Ratio

F
Prob.

2.6411
.4965

5.3198 .0066

The individual student performances within groups by gender are in Appendix K.
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IV. Discussion

Group 1 appears to have marked more words as familiar after the post-test than
did the other 2 groups. The suggestion can be made that these students appear more
confident of being familiar with the words than the students in the other groups. This
difference may be attributed to the fact that students in Group 3 were instructed to think
of answers to comprehension questions that were designed to focus attention indirectly
on target vocabulary. The questions may have contributed to vocabulary retention by
guiding students in multiple exposures to target words (Saraji, Nation and Meister, 1978).
This suggests that tasks that even indirectly focus students' attention on new words may
be more beneficial in becoming familiar with new vocabulary than a promised
comprehension test or no reading task at all.
In contrast, participants in groups 1 and 2 generally appeared to have been less
confident in familiarity with the target words as seen by attempts at synonyms. For
example, although group 1 seemed to be more confident having the most attempts, none
of the 13 were rated acceptable.

This may be due to the fact that students ignored the

words that were not specifically required for understanding the main ideas of the texts
(Paribakht & Wesche, 1996) or that their personalities were more willing to take risks in
answering incorrectly. In Group 2, 2 of 6 attempts were rated acceptable. This more
closely resembles the outcome of Group 3, where 3 of 8 attempts were rated acceptable.
The tasks may not have influenced the level of productive knowledge of
vocabulary among the groups, as seen in Table 2 by the small number of students who
could produce synonyms or sentences using the target words. The results in Table 2, for
groups 2 and 3 may suggest that a few students in these groups were more able to
produce correct synonyms and potentially use them in varying degrees of semantical and
grammatical accuracy. However, other factors such as a student's preference to attend to
new vocabulary could also have contributed to these gains in productive knowledge.
This factor of student attention, that is discussed in the next section, in combination with
the small number of students in each group limits the ability to draw conclusions from
the data presented here.
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Also, it is possible that gender may have influenced the results, but the sample is
too small to draw conclusions about this possibility. In the study, three of the five males,
in groups 1 and 2, scored all ones on their vocabulary post-tests. Also, one male student
in group 2 had almost all ones. However, the fifth male student in group 3 scored in a
range similar to the female students' scores. It may be possible that reading instructions
or student preference to attend to new words had an effect on the results of the fifth male
student's vocabulary test. This would have to be explored with a much larger sample.
Other discussion focuses on the material and method used to estimate proficiency.
The cloze test was intended to provide a rough estimate of proficiency for the reading
topic. A reading from an intermediate ESL text that preceded the reading used in the
study was chosen for the cloze test because it was on the same topic and had some of the
same key vocabulary. The cloze reading was different from the reading text because it
was anticipated that students would have irregular intervals of time between the
administration of the cloze and the study reading. If students had prior exposure to the
study reading closer to the time of the reading task, they may have had their attention
drawn to the added target vocabulary. However, by using the similar text reading cloze,
it may be reasonably estimated that students had similar background knowledge in
content, general reading proficiency, and key vocabulary.

Student attention

Because it is difficult to discern what students are actually paying attention to
while reading, even with somewhat controversial on-line procedures such as think
alouds, it is beyond the scope of this study to be able to say for sure that students are truly
focused on when they do the task given to them. However, it is fair to suggest that
students who are given a reading task such as guiding comprehension questions are in
fact attending to vocabulary as a result of receiving questions which are designed to
indirectly focus attention to them during the processing of the task. With the emphasis
on student attention, it has been noted that students may have a preferred orientation
(Ellis, 1994) to attend to new words. Of course, this applies to a student's preferred
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orientation to attend to new words in any type of assigned task as well as to follow
through with instructions.
For instance, from all outward appearances it seemed that all but one of the
participants in the study followed the steps in the tasks. There was one student who
needed to be replaced because she ignored the intended instructions for group 3. Instead
of reading and thinking of answers to the provided comprehension questions, she simply
read the text and had anticipated a quiz as someone in group 2 would have been
instructed. This was the only known student to have ignored the instructions.
Other examples from student feedback pertain to individual orientation in relation
to paying attention to vocabulary specifically. One Chinese woman in group 2
(anticipated test on ideas) shared that her teacher in China had taught them to guess new
meanings from context and to skip new words if they could understand the main idea
without knowing them. On her post-test she marked all words as familiar, though only
one of her responses seemed related to the actual meaning of the word. She did explain
that the word 'quandary,' which she gave an acceptable synonym for, had reminded her of
the word 'enigma' which she had come across the day before. Therefore, it is hard to
separate possible combinations of reasons for her attention focused on this meaning
which may have included reading instructions, her recent experience with a similar word
and a possible orientation towards attending to new words.
A third possible influence was from a group 1 student second guessing the
instructions based on the assumption that being a participant in a study should demand
more than simply reading a text for self-interest. This student, after having been given
the instructions, asked whether or not he would be asked to respond about the article, or
if there would be something else. As related to student attention discussed previously,
there is the possibility that this student's completion of the task may have been altered to
some degree by his own expectations even though he had been assured of only needing to
follow the instructions as written.
Further, it also remains uncertain to what extent instructional conditions may alter
a student's internal orientation to attend to new words during a reading task. Some of the
student feedback received after the completion of the vocabulary test suggests that the
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reading instructions may have had an impact. For example, a male Korean student in
group 2 made known his surprise about the vocabulary test when he had anticipated a test
on ideas in the reading as he had been told in the instructions. He said further that he
would have paid attention to the vocabulary if he had known that he was actually going
to receive a vocabulary test. As evidenced by this student's feedback, focus may be
directed or influenced by instructions. However, it is uncertain to what extent his
attention to vocabulary might have changed had he been placed in one of the other
groups.

V. Summary
Although the retention of vocabulary words in true incidental contexts is rather
small (Hulstijn, 1992), it is possible that tasks such as comprehension questions that
indirectly focus student attention on target words may help increase student familiarity
with words, in the incremental process of learning new words. However, in addition to
task type, I've suggested that a student's internal orientation for attending to new words
also needs to be taken into account in modifying the possible effect of task type on
vocabulary acquisition.
In conclusion, 'incidental' vocabulary acquisition should best be described as
acquisition without instructional focus on vocabulary. While optimum vocabulary
acquisition may result from tasks that directly focus students' attention on vocabulary
(Paribakht & Wesche, 1996), even tasks that indirectly focus student attention on
vocabulary may be instructional in that they potentially increase students' familiarity with
the words.

It would be helpful to do further work in this area with larger numbers, due to the
limitations of the small number of volunteers in this study. The question of possible
gender and individual learner differences would perhaps be clearer in their potential
influence on the results. Also, more feedback from students about their own attention
preferences while reading would be helpful in a discussion on learning styles and past
instruction on reading strategies.

29

References

Dupuy, B., Krashen, S. (1993). Incidental Vocabulary Acquisition in French as a Foreign
Language. Applied Language Learning, 4, 55-63.
Elley, W. (1989). Vocabulary acquisition from listening to stories. Reading Research
Quarterly, 24, 174-187.
Ellis, R. (1994) Factors in the Incidental Acquisition of Second Language Vocabulary
from Oral Input: A Review Essay. Applied Language Learning, 5, 1-32.
Herman, P., Anderson, R., Nagy, W., Pearson, P.D., (1985). Incidental Acquisition of Word
Meaning from Expositions with Varied Text Features. Reading Research Quarterly,
22, 263-284.
Hulstijn, J. H. (1989). Retention of inferred and given word meanings: Experiments in
incidental vocabulary learning. In P.J. L. Arnaud & H. Bejoint (Eds.), Vocabulary and
applied linguistics (pp.113-125). Basingstoke: Macmillan.
Hulstijn, J.H. (1992). Implicit and incidental second language learning: Experiments in the
processing of natural and partly artificial input. In H. W. Dechert & M. Raupach (Eds.)
Interlingual processing (pp. 49-73). Tubingen: Gunter Narr.
Joe, A. (1995). Text-based tasks and incidental vocabulary learning. Second Language
Research, 11, 149-158.
Konopak, B. (1987). Incidental versus intentional word learning from context. Reading
Psychology: An International Quarterly 8: 7-21.
Krashen, S. ( 1989). We Acquire vocabulary and spelling by reading : Additional evidence
for the input hypothesis. Modern Language Journal. 73:445-64.
Laufer, Batia. (1997). The lexical plight in second language reading. In James Coady &
Thomas Huckin (Eds.), Second Language Vocabulary Acquisition. (pp. 26.)
Cambridge: Cambridge University Press.
Lier, V. in Notes. Rod Ellis. (1994). Factors in the Incidental Acquisition of Second
Language Vocabulary from Oral Input: A Review Essay. Applied Language Learning,
5, 1-32.
Morton, J. (1997). The interaction of information in word recognition. Cited In James
Coady & Thomas Huckin (Eds.), Second Language Vocabulary Acquisition. (pp.
126.) Cambridge: Cambridge University Press.

30

Nation, l.S.P. & Coady, J. (1997) Vocabulary and reading. Cited in James Coady & Thomas
Huclcin (Eds.), Second Language Vocabulary Acquisition. (pp. 229.) Cambridge:
Cambridge University Press.
Neeley, J.H. (1997). Semantic priming effects in visual word recognition: A selective review
of current findings and theories. Cited Jn Jam.es Coady & Thomas Huclcin (Eds.),
Second Language Vocabulary Acquisition. (pp. 126). Cambridge: Cambridge
University Press.
Newton, J. (1995). Task-based interaction and incidental vocabulary learning: a case study.
Second Language Research, 11, 159-177.
Paribakht, T. and Wesche, M. (1996). Enhancing vocabulary acquisition through reading: A
hierarchy of text-related exercise types. TheCanadianModem Language Review,
52, 2, January.
Paulston B. and Bruder. (1976). Teaching English as a Second Language: Techniques and
Procedure. Cambridge, Mass.: Winthrop Publishers.
Saragi, T., Nation, I.S.P. and Meister, G.F. (1978). Vocabulary learning and reading. System,
6, 2:72-78.
Schmidt, R. (1990). The role of Consciousness in second language learning. Applied
Linguistics, 11, 129-158.
Stoller, F. and Grabe, W. (1993). Implications for L2 vocabulary acquisition and instruction
from L1 vocabualry research. Jn T. Huclcin, M. Haynes & J. Coady (Eds.), Second
LanguageReading and Vocabulary Learning. Norwood, NJ: Ablex.
Swinney, D.A. (1997). Lexical access during sentence comprehension: (Re) Consideration of
context effects. Cited Jn James Coady & Thomas Huckin (Eds.), Second Language
Vocabulary Acquisition. (pp. 126). Cambridge: Cambridge University Press.
Wesche, M., Paribakht, T.S. (1996). Incidental and Instructed L2 Vocabulary Acquisition
Through Reading: Two Introspective studies. Conference paper. University of Ottawa.
Wesche, M., Paribakht, T.S. (1997). Vocabulary enhancement activities and reading for
meaning. Jn James Coady & Thomas Huckin (Eds.), Second Language Vocabulary
Acquisition. (pp.196). Cambridge: Cambridge University Press

31

Appendix A
Study 1 Pre-test Vocabulary Activity

Words

C\H ~~~

Vf1ords

l?a.

- ~ct~

Words

Look at the lists of words .

ff you don't know a word, don't write anything and go to the next word .
If you know a word, circle it and write any information you can for a definition.

occupational

irrationally

small

glorified

skill

happily

excessive

stare

fits

eruptions

longing

differ

comfortable

ailments

symptoms

bus

precipitated

cues

anxiety

mall

purchases

tips

facial

dangerous

efficiency

broad-minded

props

knocked

prepare

grouse_

phase

conscious

dialog

regression

.

-----.-·
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Appendix B

Study 1 'Culture Shock' Reading
Culture Shock and the Problem of Adjustment in
New Cultural Environments

Ka/1-ero Oberg
Culture shock might be called an occupational disease of people
who have been suddenly transplanted abroad. Like most ailments. it
has its own symptoms and cure.
2
Culture shock is precipitated by the anxiety that results from losing
all our familiar signs and symbols of social~ intercourse. Those signs or
cues include the thousand and one ways in which we orient ourselves
to the situation of daily life: when to shake hands and what to say
when we meet people, when and how to give tips, how to make
purchases, when to accept and when to refuse invitations, when to
take statements seriously and when not. These cues, which may be
words, gestures, facial expressions, customs, or norms, are acquired by
all of us in the course of growing up and are as much a part of our
culture as the language we speak or the beliefs we accept. All of us
depend for our peace of mind and our efficiency on hundreds of these
cues, most of which we do not carry on the level of conscious
awareness.
3
Now when an individual enters a strange culture. all or most of
these familiar cues are removed. He or she is like a fish out of water.
No matter how broad-minded or full of goodwill you may be, a series
of props have been knocked from under you, followed by a feeling of
frustration and anxiety. People react to the frustration in much the
same way. First they reject the environment which causes the
discomfort. "The ways of the host country are bad because they make
us feel bad." When foreigners in a strange land get together to grouse
about the host country and its people, you can be sure they are
suffering from culture shock. Another phase of culture shock is
regression. The home environment suddenly assumes a tremendous
importance. To the foreigner everything becomes irrationally glorified.
All the difficulties and problems are forgotten and only the good things
back home are remembered. It usually takes a trip home to bring one
back to reality.
4
Some of the symptoms of culture shock are excessive washing of
the hands, excessive concern over drinking water, food dishes, and
bedding; fear of physical contact with attendants, the absent-minded
stare; a feeling of helplessness and a desire for dependence on longterm residents of one's own nationality; fits of anger over minor
frustrations; great concern over minor pains and eruptions of the skin;
and finally, that terrible longing to be back home.
5
Individuals differ greatly in the degree in which culture shock
affects them. Although not common, there are individuals who cannot
live in foreign countries. However, those who have seen people go

Adapted from Readings in lntercultural Com111w1icario11. ed. David S. Hoopes (Washington. D.C.: Svciety for
lntercultural Education, Training and Research). vol. :!.
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Appendix C
Study 1 Comprehension Questions
for section 3

Comprehension questions:
1. What precipitates culture shock?
2. What are the signs and cues which we use to orient ourselves to daily life?
3. What happens when individuals enter a new culture?
4. What are some ways that people react to a nevi culture?
5. What are some symptoms of culture shock?
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Appendix D

Na m e
Section

Study 1 Post-test and Student Survey
Items # 1 and 27 were
omitted from the pre-test
and therefore were not
included in the results .

"Culture Shock" post test

Multiple Choice

Circle the letter of the definition that is the most similar to the meaning in the article. Letter' d'
means 'don't know.'
1. tre mend ous
a. very big

b. fearful

c. exciting

d. don't knovv

b. peace

c. worry

cl.don't kno ..,·

b. money

c. things we buy

cl.don't know

b. something not true

c. foreign

cl.don't know

a. small effort to get

b. to live happily

c. easy to

cl.don't know

what you need

with others

2. anxietv

a. hate

3. p urch asec:;
a. d ecisions
4. facial

a. about the face
5. efficiency

understand

6.I2-Nl25.
a. kind of game

cl.don't know

b. luggage that

c. things that

you carry

support you

b. story

c. result

cl.don't kno"''

b. about one's job

c. about food

cl.don't know

b. clean

c. simple

cl.don't know

7.~

a . step

8. occupational

a. about nature

9. excessive
a. more than needed

10. fits
a. medical problem

b. sizes

c. way of acting

cl.don't know

b. a feeling that you

c. something that

d.dont' know

want something

makes you late

11. longing
a. a visit or trip
to a new place
12. symptoms
a. problems that show
you are sick
13.

b. preparations
for a trip

c. things that make

cl.don't know

you feel good

brQad-mind~d

a. want to be friendly

b. open to new ideas

c. very limited

cl.don't know

b.added

c.welcomed

cl.don't know

b. say good things about

c. to remember

cl.don't know

b. memories of bad

c. idea that home

cl.don't know

14. knQcked
a. removed quickly
15. grnuse
a. complain
16. regressiQn
a. happy feelings
about the future

things in the past

country is perfect

17. :precipitated
a. made stressful

b. made to happen early

c. made beautiful

cl.don't know

b. with no memory

c. with much light

cl.don't know

b. money paid in

c. gifts to new

cl.don't know

18. irratiQnally
a. with no reasons
19.~

a. books about
traveling

restaurants for service

friends

20. glorified
a. looks perfect

b. looks bigger

c. looks false

d. dont' know

21. mif
a. a long look

b. a window

c. a medical

d. dont' know

problem
22. eruptions
a. emotions

b. dirt

c. openings

d. don't know

a. laws that

b. problems

d. don't know

we must follow

we must solve

c. things to show
us how to act

b. medicines

c. vacations

cl.don't know

b. are different

c. are not easy

cl.don't know

b. sleeping

c. specific

d.don't know

b. prepared

c. learned

d.dont' know

23.~

24. ailments
a. illnesses
25.Wffer
a. are changed
26. conscious
a. mind is awake
27. acquired
a. forgot

Post Test Questions

Mark the answers that are true for you.

1. I thought the article was_ _ _. (you may choose more than one).

a. easy_

b. at my level_

c. at the class level_

d. difficult__

2. What did you do when you read a word you didn't know?
a. I
never__

stopped to think about the word (spelling, etc.)
few times

sometimes__

very often__ always __

b. I
never__
c. I
never__

looked at the context around the word. (part of speech, meaning, etc.)
few times

sometimes__

very often__ always __

didn't need to know a word to understand the text.
few times

sometimes__

very often__ always __

3. Do you like to learn new words this way? Why or why not?
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Appendix E
Study 1 Vocabulary word frequency

Vocabulary words

page 1

anxiety
purchases
facial
efficiency
props
phase
occupationial
excessive
fits
longing
symptoms
broadminded
knocked
grouse
regression
precipitated
irrationally
tips
glorified
stare
eruptions
cues
ailments
differ
conscious

2
1
1
1
1
1
1
2
1
1

1
1
1
1

1
1
1
1
1

1
1
4
1

1
1

page2

part of speech

1

noun
noun
adjective
noun
noun
noun
adjective
adjective
noun
noun
noun
adjective
verb
verb
noun
verb
adverb
noun
adjective
verb
noun
noun
noun
verb
adjective

0
0
0
0
0
0
0
0
0
0
0
0
0
0
0

0
0
0
0
0
1
0
0
0
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Appendix F
Study 2 cloze test

Name~~~~~~~~~~~~-

ClozeTest
These paragraphs have missing words. For each blank, write ~word that makes sense
according to the paragraphs and the sentence. All of the blanks are the same size, so Do Not
use the blank size to think of a word. Please, write on this sheet.

Movie Magic
Since its birth, the movie industry has been filled with illusion -i.e., things that
seem to be real but actually aren't. The early movie makers and _ __
audiences were as
by the creation of
as film viewers are _ __
George Melies, for example,
excited about the camera's
to create
"supernatural" images.
suprised his audience by
people
disappearing or objects
through the air. His
seemed to be magic!
___the methods used then
very simple, the viewers
the
images on the
and believed them. In
Great Train Robbery, for
instance,
was a lot of
; smoke came out of
guns, and
men "dropped dead."
was no sound at
time. ( the first "talking"
___picture- The Jazz Singer- didn't
until 1927.) But even
,
women in the audience
The Great Train Robbery
their fingers in
their
to shut out the "
" of the guns. The
of the audience,
added
the pictures on the
, made the illusion seem ___ .
Today, of course, such
methods of creating special
would not be
accepted
audiences who are used
very believable action.
Nowadays,
in science-fiction films,
realistic-looking scenes are
___possible by modern technology.
who are fascinated by
___movie "magic" often ask
it is produced. The use of technology
has led many viewers to believe that special effects - not live performers - are the
true modern "movie stars."
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Appendix G
Study 2 Instructions for groups

Group 1
1. I will give you some movie reviews. The reviews are numbered 1-4.
2. Relax and read what is interesting to you in the reviews.
3. Do not use a dictionary. You will not be tested on the ideas in the reviews.
I can not answer any questions about the reviews. Please, do not talk with
other students at any time.
4. I will tell you when you must stop. Then, I will collect your papers.
Group 2
1. I will give you reviews about two movies. The reviews are numbered 1-4.
2. Please read the reviews carefully. You will have a test about the ideas after
I tell you to stop reading the reviews.
3. I can not answer any questions about the reviews. You may not use a
dictionary. Do not talk with other students at any time.
4. I will tell you when you must stop. Then, I will collect your papers.
Group 3
1. I will give you some questions and reviews about two movies. The reviews
are numbered (1-4).
2. First, read the questions.
3. Next, read the reviews and think about answers to each question. You may
look at the question sheet while you read. Do NOT write your answers.
I will collect all papers before you leave.
4. I can not answer any questions about the reviews or questions. You may
not use a dictionary. Do not talk with other students at any time.
5. I will tell you when you must stop. Then, I will collect your papers.
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Appendix H
Study 2 Reading Questions

Group 3
Reading Questions

1. In review 1, you read "There is no dearth of high quality actors in the film."
Why is this fact important for the success of the film?
2. In review 1, were the actions of the 'bad guys' funny?
3. In review 2, the writer gives a reason why you would NOT 'get the willies'
from watching this movie. What is the reason?
4. In review 2, according to the writer, why does the audience lose interest in
the movie?
5. In review 3, can people in the movie communicate love and kindness to
others? Why or why not?
6. In review 4, does the writer like the conversations in the film? Why or why
not?

Movie Reviews

2.

1.
A Classic mystery
Murder, She Says is a classic mystery
that will be loved by people who enjoy folk
culture. Murder She Says has the basic
parts of the best mysteries. These basics
are not surprising, but the beauty of this
movie is in the way the story is presented.
The photography is good and the music
is exciting. Best of all, the acting is wonderful. There is no dearth (small n.umber)
of high quality actors in this film, and all of
the stars succeed in making their art look
easy. Even the 'bad guys' in the film made
their shenanigans look easy - these tricks,
though not surprising, were performed
well with a bit of comedy. Certainly, this
movie is worth the ticket price for anyone
who loves classlc mysteries .

No Surprises
If you watch mystery movies to 'get the
willies', you won't get them here because it's
easy to guess the ending of Murder, She Says
in the first fifteen minutes of the movie. In fact,
nothing in this film is surprising. An archeologist is murdered deep inside a pyramid, and
everyone in the film -his assistant, his wife,
another archeologist, all have a reason to want
him dead. A well-known police detective is
asked to come and solve the mysJery, and, in
the end, the killer is found to be the only person
who did not act like a killer. We've seen this
story before, again and again. Unlike other
mysteries, there is no quandary to solve, so the
audience loses interest from start to finish.
This movie belongs in a museum, not a theater.
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Appendix J
Study 2 Post-test

First and family name:
Choose sentences that describe your knowledge of each word. (If you do sentence V, please
also do part IV.) Circle the sentences that are true for you. Please write in English.
Example
s.
k.
I.
II.
Ill.
IV.
V.

word: conversation
I saw this word before the reading today.
I knew this word before the reading today.
I don't remember seeing this word in the reading.
I saw this word in the reading, but I don't know what it means.
I saw this word in the reading, and I think it means
I know this word. It means - - - - -- - - - - I can use this word in a sentence:

(write a sentence.) If you do this sentence, please also do part IV.
1. word: dearth
s.
k.
I.
II.
Ill.
IV.
V.

I saw this word before the reading today.
I knew this word before the reading today.
I don't remember seeing this word in the reading.
I saw this word in the reading, but I don't know what it means.
I saw this word in the reading, and I think it means - - - - - - - - - - - I know this word. It means - - - -- - - - - - I can use this word in a sentence: - - -- - - - - - - - - - - - - (write a sentence.) If you do this sentence, please also do part IV.

2. word: shenanigans
s.
k.
I.
II.
Ill.
IV.
V.

I saw this word before the reading today.
I knew this word before the reading today.
I don't remember seeing this word in the reading.
I saw this word in the reading, but I don't know what it means.
I saw this word in the reading, and I think it means - - - - - - - - - - - I know this word. It means - - - - - - - - - -I can use this word in a sentence:

-----------------

(write a sentence.) If you do this sentence, please also do part IV.
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3. word: 'get the willies'
s.
k.
I.
II.
Ill.
IV.
V.

I saw this word before the reading today.
I knew this word before the reading today.
I don't remember seeing this word in the reading.
I saw this word in the reading, but I don't know what it means.
I saw this word in the reading, and I !b.ir:l!s it m e a n s - - - - - - - - - - - I know this word. It means _ _ _ _ _ _ _ _ _ __
I can use this word in a sentence:
(write a sentence.) If you do this sentence, please also do part IV.

4. word: quandary
s.
k.
I.
II.
Ill.
IV.
V.

I saw this word before the reading today.
I knew this word before the reading today.
I don't remember seeing this word in the reading.
I saw this word in the reading, but I don't know what it means.
I saw this word in the readin, and I think it m e a n s - - - - - - - - - - - I know this word. It means _ _ _ _ _ _ _ _ _ __
I can use this word in a sentence: - - - - - - - - - - - - - - - - -

(write a sentence) IF you do this sentence, please also do part IV.
5. word: squelched
s.
k.
I.
II.
Ill.
IV.
V.

I saw this word before the reading today.
I knew this word before the reading today.
I don't remember seeing this word in the reading.
I saw this word in the reading, but I don't know what it means.
I saw this word in the reading, and I think it means - - - - - - - - - - - I .!llQn'. this word. It m e a n s - - - - - - - - - - I can use this word in a sentence: - - - - - - - - - - - - - - - - (write a sentence.) If you do this sentence, please also do part IV

6. word: rigamorole
s. I saw this word before the reading today.
k. I knew this word before the reading today.
I. I don't remember seeing this word in the reading.
II. I saw this word in the reading, but I don't know what it means.
Ill. I saw this word in the reading, and I think it means-- - - - - - - - - - - IV. I know this word. It means---- - - - - - - V. I can use this word in a sentence: - - - - - - - - - - - - - - - - - (write a sentence.) If you do this sentence, please also do part IV.
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Appendix K
Study 2 Results of individual student performance within groups

The table below indicates gender, marked either Mor F, and each students'
country background.
Group 1

Country

F 3, 2, 2 2, 2, 2

Korea

M 1, 1, 1 1, 1, 1

Taiwan

F 2, 1, 1 2, 2, 1

Taiwan

F 2, 2, 2 2, 2, 2

Thailand

M 1, 1, 1 1, 1, 1

Russia

Group 2

Country

M 1, 1, 2, 1, 1, 1

P.R.C. (China)

F 1,2,2,3,2,2

P.R.C. (China)

M 1, 1, 1, 1, 1, 1

Korea

F 2, 2, 2, 1, 1, 1

Madagascar

F 2, 2, 1, 1, 5, 2

Russia

Group 3

Country

F 2, 2, 2 2, 2, 2

Columbia

F 2, 1, 2, 1, 2, 3

Brazil

M 2, 2, 5 2, 2, 2

Korea

F 2, 1, 2, K, 2, 3

Korea

F 2, 2, 2 2, 2, 2

Russia

