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be taught?

What is vocabulary?
vocabulary can be defined,.rough]y, as the, words we teach in the foreignlanguage. However, a new itemlf í*"bul".y m"y Ě.;;ilffi a single word:for example, post office and. mother-in t.-,,i,n.ěi ]*Á"i. 'p lr *o or threewords but expJess a single idea' There 

".. 
ál.o ."ri.*.Jlaiá*s such as cal/ lia day, where rhe meaning of the phrase cannot be d.du..J i;;;'", analysis ofthe component words. A useful ánvention l. . .".. 

"ri.;ř';;,.. by talkingabout vocabulary .items'rather 
than .words,.

Question can you think of five or six firrther.*^Tyl." of vocabuJary items, in anylangnrage you know, that consist of more tťran one word?

What needs to be taught?
L Form: pronunciation and spelling
The learner has to know *h"t.a *o,ž sounds.like (its pronunciarion) and whatit looks like (its spelling). These are r"i.ty ou"iouš : í""Jili.q'".,d o'. o,the other will be perceived by the learner when encountering the item for thefirst time. In teaching, *. n..d ro,n"k. ru.. rh";lJ;;;r"xio'.i* 

"..accurately presented and learned.

2. Grammar
The grammar of a new item w'r need to be raught if this is not obviousrycovered by general grammatical rules. An item iray h*.; ;;;;dictablechange of form'in certain grammatica| contexts oÍ mayl,"u. ,#. idiosyncraticway of connecting with otLer words in sleainers*i*,ir,i."i,,ro,.";i.";.;h;;..1*:.jJ[l.,'Jť'"ilxT j:.'':"#.
When teaching a. new verb, for examp|e,,we might give 

"i;;l;;;;;. 
Íorm, if thisís irregular (,n:!:^,!::'!t):lnd *e.ijr.t .'o,."ir iii, i.*.i,i"#i int.ansitive.Similarly, when teaching a noun, we mJy.wish ,. ;;;ffi;irrli ru._, irirregular (mous.e, mice)' or draw learners' attention to the fačt that it has noplurar at a'(aduice, iyfonnatlon). we may present verbs such as want andenf oy together with the verb form tt'"t foÍJ', tr..^ (;;;;;;:'2)íoy -l,s), o,adiectives or verbs together with their fol

remind sonteone of \. 
ilowrng prepositions (responsible for,

Question

What is vocabulary and what needs to be taught?

Can you think of five or six examples of items in the lang.uage you teach
whose gramrnatical characteristics are not obviously covered by a regular
grrammaticď rule, and which you would therefore need to teach when you
teach the item?

3. Collocation
The collocations typical of particular items are another factor that makes a
panicular combination sound'right' or'wrong' in a given context. So this is
another piece of information about a new item which it may be worth teaching.
When introducing words like decision and conch.tsiotz, for example, we may
note that you take or make the one, but usually come to the other; similarly,
you throw a ball but toss a coin; you may talk about someone being dead tired
but it sounds odd to say " dead fatigued.

Collocations are also often noted in dictionaries, either by providing the
whole collocation under one of the head-words, or by a note in parenthesis.

Think of three or four tytrricď collocations in the language you teach, and
try translating them into another lang'uage. Do the collocations translate
exactly? If not, what kinds of learning,/teaching problems might this lead to,
andwhat might you do a-bout it?

4. Aspects of meaning (11: denotation, connotation, appropriateness
The meaning of a word is primarily what it refers to in the real world, its
denotation; this is often the sort of definition that is given in a dictionary. For
example, dog denotes a kind of animal; more specificalln a corrunon, domestic
carnivorous mammal; and both dank and moist mean slightly wet.

A less obvious component of the meaning of an item is its connotation: the
associations, or positive or negative feelings it evokes, which may or may not be
indicated in a dictionary definition. The word dog, Íor example, as understood
by most British people, has positive connotations of friendship and loyalry;
whereas the equivalent in Arabic, as understood by most people in Arab
countries has negative associarions of dirt and inferioriry. Within the English
language, moisthas favourable connotations while dank has unfavourable; so
that you could describe something as 'pleasantly moist' where 'pleasantly dank'
would sound absurd.

A more subtle aspect of meaning that often needs to be taught is whether a
particular item is the appropriate one to use in a certain context or not. Thus it
is useful for a learner to know that a certain word is very common, or relatively
rare, or'taboo' in polite conversation, or tends to be used in writing but not in
speech, or is more suitable for formal than informal discourse, or belongs to a
certain dialect. For example, you may know that weep is virtually synonymous
in denotation wíth cry, but it is more formal, tends to be used in writing more
than in speech, and is in general much less common.

How would you present the meanings of the words swim, Íame, childish,
political, impertinence, kid, guy and basÍarď? For which would you mention
their connotations? And their appropriate contexts? (Some possible
answers may be found in the Notes, (1).)

Question
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5. Aspects oÍ meaning (2): meaning relationshíps
How the meaning of one item relates to the meaning of others can also be
in teaching. There are various such relationships: here are some of the main

Presenting new vocabulary

A good modern dictionary should supply much of rhe information listed in
this unit when you look up a specific item. English teachers might find it useful
ro look at the Cambridge lnternational D ictionary of English ( 1 995) or the
Longntan Dictionary of Contemporary English (L9951.

This unit looks at the varied ways a new word can be presented to learners. If
you prefer not to do the task, study Box 5.1 and then go straight on ro rhe
discussion questions in Box 5.2. Some possible answers to rhe latter are given
later in the unit.

Task Exploring different ways of presenting new vocabulary

Stage 1: Ideas for presenting specific items

Select an item from the vocabulary taught in a foreign language textbook
you know. Think how the meaning of this item would best be presented to
learners who are encountering it for the first time, and note dovun some ideas.

lf you are working in a group, ttree or four participants then get together,
share ideas and contríbute new ones to each other.

BoX 5.í:  WAYS oF PRESENTING THE MEAN|NG oF NEW lTEMs

- concise deÍinition (as in a dictionary; often a superordinate With qualiÍications: for
example, a cat is  an animal which.. .)

- detailed description (of appearance. qualities...)
- examples (hyponyms)
- illustration (picture, object)
- demonstration (acting, mime)
- context (story or sentence in which the item occurs)
- synonyms
- opposite(s) (antonyms)
- tÍansIation
- associated ideas, collocations

@ Cambridge University Press 1996

Stage 2: Studying further techniques

Putting your practical suggestiorur aside for the moment, study a list of
different technigues of presenting the mearring of new vocablÚary. ln a
grroup, this list may be compiled by a brainstorm among participants, or
derived from Box 5. I; or a combination of the two.

Stage 3: Application and comparison
Identify which one or more of the tecluriques were used in your own idea(s)
for presentation. If you are in a gzoup: were there any techniques whích

- Synonyms: items that mean the same' or nearly the same; íor example, á
cleuer, smart may serve as synonyms oÍ intelligent'

- Antonyms: items that mean the opposite; rich is an antonym oÍ poor.
- Hyponyms: items that serve as specific examples of a general concept; dog

lion, mouse are hyponyms oÍ animal.
- Co-hyponyms or co-ordinates: other items that are the 'same kind of thing';

red, blue, green and broun are co-ordinates.
- Superordinates: general concepts that 'cover' specific items; animal is the

superordinate of dog, lion, mouse.
- Translation: words or expressions in the learners'mother tongue that are

(more or less) equivalent in meaning to the item being taught.

Besides these, there are other, perhaps looser, ways of associating meaning that
are useful in teaching. You can, for instance, relate parts to a whole (the
relationship berween arm and body); or associate items that are part ofthe sar
real-world context (tractor, farmer, milking and irrigate are all associated with
agricuhure).

All these can be exploited in teaching to clarify the meaning of a new item,
for oractice or test materials.

QuesÍjon In any lang-uage you lororrrr, find at least one (more) example for each of the
mďn categories of meaning relationships listed above.

6. Word Íormation
Vocabulary items, whether one-word or multi-word, can often be broken down
into their component 'bits'. Exactly how these bits are put together is another
piece of useful information - perhaps mainly for more advanced learners.

You may wish to teach the common prefixes and suffixes: for example, if
learners know the meaning oÍ sub-, un- and -able, this will help them guess the
meanings of words like substandard, ungrateful and untranslatable.They
should, however, be warned that in many common words the affixes no longer
have any obvious connection with their root meaning (for example, subject,
comfortable\. New combinations using prefixes are not unusual, and the reader
or hearer would be expected to gather their meaning from an understanding of
their components (ultra-modern, super-bero).

Another way vocabulary items are built is by combining two words (rwo
nouns, or a gerund and a noun, or a noun and a verb) to make one item: a si
compound word, or rwo separate, sometimes hyphenated words (bookcase,
follou-up, stuimming pool). Again, new coinages using this kind of
combination aÍe veÍy common.

\Mtrat prefixes and suÍExes in the language you teach would you consider it
useful for learners to know? (Some suggestioffi in English are provided in
the Notes, (2).)

How does a langruage you l,srow other than English combine words to
make longer vocabulary items? Can you give examples?

Quesťions
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5 Teaching vocabulary

tended to be more 'popular', others which were barely used? On second
thoughts: worrld yoďcould you have used other techniques to supplement
your original idea for presentation?

Stage 4: Discussion

on the basis of the inÍormation gathered in Stage 3, or your own reflection,
discuss orally or in writing generďizations that can be made about the
usefuLxess of the ďÍferent technigues. Specíf'c questions to consider
appear in Box 5.2; of these, some possible aurswers to Questions l-3 are
presented below.

BOX 5.2: OUESTIONS FOR DISCUSSION: VOCABULARY
PRESENTATION TECHNIOUES

1. Some techniques are more popular than others.  What are they, and can Vou
account for their popularity?

2. Aretheretechniquesthatarepart icular|yappropr iateÍorthepresentat ionof
certain types of words?

3. Are there techniques which are likely to be more. or less, appropriate for particular
Iearner popuIations (young/adu|t, beginner/advanced, diÍferent background
cultures)?

4 .  Doyou ,a san ind i v i dua | ,Í i nd tha t youp reÍe r somek indsoí techn iquesand tend to
avoid othersT Which? And why?

@ Cambrídge University Press 1996

Presenti ng new vocabularv

in the classroom, but its results have clear relevance for conventional
vocabulary learning and teaching. If you have time, an<1 are workingin a group,
it is worthwhile tryjng it yourself:.work according io the Stages hiJ.Ň b;il;
and onlyread the Comments section afterwards t"o compa..;;;;*";;; ;''
and conclusions with mine. If you are not ab|e to do the expé.i-.". uáui'.ii.
read through the instructions and go straight on to the Co^-rrts,

-The experiment takes about an [our, inčluding instructions and discussion.
There should be at least eight participants' and riay be as many 

"' 
jo. íiir'.l. i'

no.trainer, one participant should be prepared to take on the role of timekeeper,
telling people when to starr and finish the different rounds.

Group experirnent: Mernorizing words
Stage l: Preparation
Prepare: one copy of the lists in Box s.3 for each participant; a results sheet,
as in Box 5.4; and have ready a pocket calculator.

Stage 2: Process
First round: half the pairs in the class work on List A, hďf on List B; partners
help each other learn by heart the items on their list. After ttuee mlnutes

BOX 5.3: WOBD-LEABNtNG EXPERTMENT

@ CambrÍdge UniversitY Press 1996

A

WHO

DOT

ASH

LAR

SEX
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B
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LEG

PEG
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TON

FOX

DOG

MAN

BOY

soN

MUM

DAD

BAD

SAD

Task

Comments on the questions in Box 5.2
1. Answers to this will vary; on the whole, definition, synonym and description

tend to be the most popular, perhaps because they are the most obviouJand
conventional. The use of the others demands more awareness and originaliry
but can be more rewarding in terms of effecrive teaching anrl interest.

2. Yes. A concrete obiect, Íor example, is more easily illustrated visualln an
action can be mimed. Concepts rhar are very difficult to explain in the rarget
language because the learners arc not yet sufficiently proficient to understánd
the explanation may be more conveniently presented through mother-tongue
translation or explanarion. You can probably think of further examples.

3. Yes. For example, younger learners react well to concrete illustration. older
ones can cope better with more abstract explanation or definition.

There are various reasons why we remember some words berter than others: the
nature of the words themselves, under what circumstances they are learnt, the
merhod of teaching and so on. The fol lowing is an interesting way ro examine
some of these factors. It is actually a memory experiment, involving the recall of
as many items as possible on a learned list. obviously, we do not usually do this
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they conceal the lists ard try to write down as many items as they can
remem.ber. Ťheir results (the number of words they remembered) are
recorded on a sheet or oHP Élm (Box 5.4).

Second round: each pair does the same thing again with the list they ďd
not work on the first time; but this time they work for a minute and stop for a
minute, work for a minute and stop for a minute, work for a minute; then
wŤite do,'rn what they remember. The .stopping' minutes shorrld be Elled
with an activity that takes their minds off the lists: counting backwards fuom
100, for example. The results are recorded as before'

Slagre 3..^Resu/Ís

Work out the average results for:

- Each list (in the bottom tow of the table): was there a ďtIerence? Can
accowrt for it?

- Each round (in the extreme right-hand column of the table): was there any
difference between 'massed' learning (doing all the learning in one
of time) and 'distributed' (having breaks between learning sessions)?

Stage 4: Conclusions

The average results probably shovrr some significant ďÍferences. Discuss
what the implications might be for teacNng.

Stage 5 : Further discussion

Áfter looking at the numerical results, corrsider or ďscuss the folloring
questions:

1. Were there any particular vvords that most people seemed to remember
better? Canyou account for this?

2' Wtrat strategies ďd people use or invent to help themselves remembeť?
3. Was there any sigmificance in the placing of an item in a list? Were words

from the begirurinq - or end - more easily remembered?

Remembering vocabulary

Comments

Results
List B often produces near-perfect scores; List A noticeably less. This difference
can be attributed to two main factors: the uniform (fairly low) level of difficulry
of the items in List B, as opposed to the very mixed level oÍ List A; and the fact
that the words in List B are grouped according to meaning- or sound-association,
whereas in List A there is no such grouping. The results would indicate not only
that we learn words better when we can easily assign meaning to them, but also
that it is much easier to learn words in g.roups, where one can be associated with,
or'hung onto' another, It is interesting that an association through rhyme
(sad-bad) can be just as eÍfective as an aid to memory as one through meaning
(mum-dadl, though of course this varies from learner to learner.

A comparison beťween massed and distributed learning usually shows a
difference in favour of the distributed.

lmpIications Íor teaching
There are various interesting practical conclusions to be drawn.

1. You will get better results if the words you teach have clear, easily
comprehensible meanings.

2. You will get beťter results if items can be linked with each other' or with ones
already known, through meaning- or sound-association.

3. It is bener to teach vocabulary in separated, spaced sessions than to teach it
all at once. ln other words, words will be learnt better if, for example, they
are taught briefly at the beginning of a lesson, reviewed later in the same
lesson, and again in the next than if the same total amount of time is used for
learning the words all at once. This needs careful lesson-planning, but will
repay the effort.

Further questions
Some possible answers to the questions asked at Stage 5 above are:

1. Particular words that were remembered: people tend to remember words that
have personal or emotive significance (mum, dad, sex).

2. Strategies: people commonly attempt to link items together in sense units, or
find some reason to associate them, or look for personal significance. All
these can be harnessed in teaching.

Another point worth thinking about here is the wide variery of strategies
used by different learners. A strategy found useful by one learner may be
ouite useless to another.'We 

cannot, of course, teach a whole class in a way that will fit every
student's learning strategies! - but we can encourage individual students to
find what'works' for them and to approach a learning task in an appropriate
way.

3. The placing of words in a list: words at the beginning of a list tend to be
remembered better, all things being equal. This may affect your planning:
teach your more important new words first, or at the beginning of a lesson.

See Stevick (L976) Íor further discussion of similar issues.

BOX 5.4: RESULTS SHEET

@ Cambridge University Press 1996

ROUNDS LIST A LIST B AVERAGE

FIRST

SECOND

AVEBAGE
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classroom

Unit One dealt with ways of presenring specific individual items; this one looks
at procedures that involve interaction with a whole set of irems, in order both
consolidate learning of ones the learners have previously encountered, and to
provide a context for the introduction of new ones.

Sharing ideas

Stage I: Preparation
Each participant prepares a vocabulary activity which they think is
effective. Teachers with some experience may bring activities they have
used; others may recďl ideas from their own laag.uageJearning e:rperi
oI that they have observed, or find suggestions in books (see Furťlrer
reading at the end of this module); or simply create new ones.

Stage 2: Presentation
The activities aÍe presented to the gToup. This is best done by actually
performing them, the presenter role-playing the teacher and the others the
students; in this way you get the 'feel' of the procedure and remember it well.
But doing it this way is very time-consuming, so in a large gnoup some people
may have to simply describe their activities, oÍ ptesent them in written form.

Stage 3: Drscussion

A ďscussion should fol]ow each presentation, on guestions such as: What
was the main objective of the activity (awareness-raising/presentation of
new vocabulary/review and practice)? lMhat particular aspects of
vocabulary ďd the activiťy focus on? How eÍfective was it, and why? How
interesting/enjoyable was it? Forwhat sort of class, or situation, is it
appropriate? Were there any unusuď or original aspects of ít which you
would like to ďscuss?

Two activities of my own are described beloar.

ldeas for vocabulary activities

1. Brainstorming round an idea
Write a single word in the centre of the board, and ask students to brainstorm
all the words they can think of that are conne*ed with it. Everv item that is
suggested is wrigten up on the board with a line connecting ir to the origínal
word, so that the end result is a 'sun-ray' effect. For example, the word tree
might produce something like the sketch below.

This activiry is mainly for revising words the class already knows, but new
ones may be introduced, by the teacher or by students. Although there are no
sentences or paragraphs, the circle of associated items is in itself a meaningful
context for the learning of new vocabulary. The focus is on the meaning of
isolated items.

green

Testing vocabulary

ÍamiIybranch

cl imb

,h^d"1
ÍloWers trunk

Group task

\

bird
| Íorest
l - /

,^ltr2^

\--n'nn
rools

This kind of association exercise is useful when introducing a poem or other

literature: a key concept can be placed in the centre, and the brainstorm used as

a ,warm-up' to the theme, as well as a framework for the introduction of some

of the new vocabularY.
You may, of course, use other sorts of stimulus-words oÍ connections: put a

prefix (say sub-) in the cenrre and invite the class ro think of words that begin
*itt it; oi a transitive verb (like push) and think of obiects to go with it; or any

verb, and think of possible adverbs; or a noun, and think of adiectives; or vice

versa. You can probably think of further possibilities: the basic technique is very

versatile.

2. ldentifYing words we know
As an intioduction to the vocabulary of a new reading passage: the students are
given the new text, and asked to underline, or mark with fluorescent pens, all

the *ords they know' They then get together in pairs or threes to compare: a

student who knows somethinB not known to thei( friend(s) teaches it to them,
. so that they can mark it in on their texts. They then try to guess the meaning of

the remaining unmarked items.
Finally thateacher brings the class together to hear results, checking guesses

and teaching new items where necessary.
This activ-iry tends to be morale-boosting, in that it stresses what the students

know rather than what they do not; it encourages student cooperation and peer-

teaching; it also entails repeated exposure to the text and vocabulary items,

through individual, group and teacher-led stages'

There are many different rypes of vocabulary-testing techniques, selected

examples of *hich are shown in Box 5 .5. Some are written out as they would

be présented to the learner; others are described. If you do not wish to do the

task, study Box 5.5 and then go on to read the following Comments'

Task Looking atvocabulary-testing techniques

For each example, define for yourself what aspects of the item(s) are being

tested, and - just as important - what is not being tested! You may wish to
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5 Teaching vocabulary Testing vocabulary

Example 9
Fi l l  in the gaps:

In the seventeenth -  Spanish ships sai led --to Centra l  and

-. AmeÍica to Íetch go|d for the Spanish -' The ships were

often attacked by -,who infested the 'Spanish Main' (the sea

-north-east of Central and South America).

Adapted Írom The cambridge English course 2 student's Book Michael swan and
Catherine Walter, 1985

Example 10

Complete the passage using the words from the list:

area, century, pirates, government, regularly, South

In the seventeenth-Spanish ships sai led -to Centra l  and

-America to fetch go|d Íor the Spanish-. The ships were

often attacked by-_, who iníested the ,Spanish Main, (the sea

-north-east of Central and South America).

Example 11
{students are given sentences in the motheÍ tongue to trans|ate into the target
language; or vice versa.)

Example 12

Fin ish the Ío||owing sentences:

1. |  Íee| deoressed when.. .
2.  I  never have an appet i te when.. .
3.  I t  was a great re| ieÍ When.. .

@ Cambridge University Press 1996

refer back to Unit One for a srunmary of various aspects of vocabulary
items that need to be taught and therefore, in the present context, tested.
Ádd any further remaÍks you wish on the advantages or disadvantages of
the teclurique, and how or whether, you would use it.

AÍer ďscussion of these ex.rmples, you may wish to suggest fuÍther
useful techniques which have not been shownhere.

Teachers learning in a group might like to come together later to
compare notes; and./or refer to my own conrments below

Comments

Examples 1 and 2: Multiple-choice
Note that only derrotative meaning is tested, the testee does not need to know
the words'connotations, spelling, pronunciation, grammar, or how they would
be used in context, Multiple-choice questions are tricky and time-consuming to
compose, but, if the answers are clear, very quick and easy to mark. Note that a

BOX 5.5: VOCABULARY-TESTING TECHNIOUES

Example 1
Choose the letter of the item which iS the neaÍest in meaning to the word in italics

He was reluctant to answer.

a) unprepared b) unwi||ing c) reÍusing d) s|ow

Example 2
Choose the letter of the definition which comes closest in meaninq to the word
elated.

a)
n l

ready and willing
tending to talk a lot

b) tense and excited
d) in h igh spir i ts

B
awake
expensive
succeed
cowaroty
male

Example 3
Draw lines connecting the pairs of opposites

A
brave
female
cheap
asleep
fail

Example 4
Which of the prefixes in Co|umn A can combíne With Which oÍ the words in Co|umn
B7 Write out the complete words.

A B
over human
trans national
super f low
dis Íorm
inter infect

Example 5
Underline the odd one out: goat, horse, cow, spider, sheep, dog, cat.

Example 6
For each oÍ the fo|lowing words, Write a sentence that makes its meaning c|ear.

1.  wealth 2.  laughter 3.  decis ion 4. br i l l iant

Example 7
(The teacher dictates the words Írom Examp|e 6, the students write them down.)

Example I
(The teacher dictates the motheí-iongue equiva|ents oí the Words in Examp|e 6, the
students write down the target-language versions.)
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testee who does not know the answer has a 25 per cenr chance of being right byguessing!
The second example allows for more careful and subtle distinctions in meaning.

Example 3: Matching
As in the previous. examples, onJy meaning is tested; and is knowledge of anopposite a proof that the resree.knows the meaning of the original ;;;Jt 

-'^

Matching items are quicker-and.easier ro compos"ih"n -ultiil.-choice; butnote that the lasr oprion - if tbe learner has arl the ort 
".. 

.igill- u.;;;;r"-'
obvious. This problem can be corrected by the provision of-.no.. items in
Column B than in A.

Example 4: Matching
Here rhe only thing that is,being tested is whether the testee is aware of the
exisrence of the (combined) word|i7hich probably means they also k'ow itsmeaning, but this fact is not actuaily being tested. 3ee also ,t,.i".r.o.n-".ri onmatching exercises above.

Example 5: Odd one out
Again, only meaning is being tested, and you have no way of being sure that alrthe items are known. But this is at least more interesting io do, 

"ná;;;"i 
;yto mark.

Example 6: Writing sentences
spelling and pronunciation of the irems are nor tested, but most orher asoectsare. This is a bir boring ro do, and diff icult to mark .b'".r i;; ly: l;;;;A;:i
the testee's knowledge fairly well.

Example 7: Dictation
Dictation tests aural recognition and spelling only. However, if learners canrecognize and spell an item correcrly tt.y p-U"Uty also know *h;; i;;;;;r, nis extremely diff icult to.perceive, leralonl spel|, *á.ds you ao no. kno*.-Á.-. 

'

relatrvely easy test ro administer and check.

Example 8r Dactation-translation
This checks if students know,meaning and spe,lling only. There ís the problem
that the.mothertongue translation máy be i..*".io. Áisleading; il,.if;;;;reasonable equivalent' then this is a very quick, easy 

",,d.o.,u.,ií"n......o 

-

aomlntster ancl check.

Example 9: Gap-fi l l ing
This tests meaning., spelling, to some extent grammar and collocation. Buttestees may write down possibly acceptable items that are not in fact theoriginals, or what you intended; will you accept them?

Example 10: Gap-fi l l ing with a,pool, of answers
Meaning is rested here, also ro some exrent grammar and collocation. Thisversion is easier to do and mark than ExamJl. 9.

Noťes

Example 1 1: Translation
Translation can test all aspects of an item, but there is the usual difficulrv offinding exact equivalenrs across languagei, nn,J it ̂ .y b.,;.k";;;.k1 "'

Example 12: Sentence completion
This tests (denorative) meaning only; but is 'personarized'and 

interesting to doand read!

Notes

M e a n i n g : d e n otat i o n, co n n otat i o n, a p p ro p r i ateness
Suim means the action of pro-pel.ling oneself through rhe warer by movins thebody; fame means rhe stare of being well known to"the p"Uf l., rv;ifl 

^"

connotarions of favour and popularity; cbirdisb -."n. iik" 
" 

.hil.l, usually
applied to an adult' or an aduli\ beháviour, with negatrve connotations;
political means ro do with public or narionar affairs,"ofren .orr.ro,inn ."ni."r
power-play;-inzpertinence is impoliteness, usually u..d of 

"n 
i"r.ri.iu.r,."i"g

with lack of respect to a superior. Kid means the same as ,child,, 
".rd 

suv -."'r,.'man', bur borh are used alm.ost exclusively in informal, ,p.k.;rp;;."h;;;;;''
t.ha: cyy in the singular usually refers to a male' but the pÍurai ."Á.."r" 

-..

includes both males and femaies. Bastard is 
" 

.í.ila oi |"..."; ;;;;;;,
married; usually used as an ínsult or an expression of éontempt i" niá.-"r
spoken language (the word illegitimate *ould b. substiruted if no offence isintended).

Word formation
Som.e common, useful prefixes in English are:
a^/ab-, ante-, anti-, auto-, co-/con-/com_, circum_, dis_, e-tex_
per-, pre-, re-, sub-, super-, tra?ts-;
and suffixes: -able, -er/-or, -ic, -ify, -ism, -ist, -ise/_ize, -ntent-

Further reading

B A C K G R O U N D

Ca-rter,.R. and McCarthy, M. (1988) Vocabulary and Language Teaching,
London: Longman.
(A collection of articles on appried-linguistics aspects of the topic; see
particularly the Introduction, and articles by Natdnger and by Sinclair and
Renouf)

Hurford, J. R. (1983) Semantics: A Coursebook, Cambridge: Cambridge
University Press.
(Easy to follow and comprehensive, with serf-checking exercises and tests; an
excellent way to teach yourself the subiect)

, inter-, mis-, non-,

-ness, -trcn.
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