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CHAPTER ONE: INTRODUCTION

As English language learners (ELLs) progress in their academic learning, they
have an ever-greater need to acquire a larger vocabulary (Paribakht & Wesche, 1999).
Contextual reading is a source to examine in the process of vocabulary acquisition and
has great relevance for preparing learners for the academic requirements of an American
university. The context of a text, the situation in which it occurs, is significant for
comprehending and decoding the meaning of what is read. Vocabulary acquisition has
made its way to the forefront of second language learning research; the possibility of
discovering and constructing more efficient methods to aid learners in building their
lexicons is of great interest to researchers and teachers alike.
Beck, McKeown, and Kucan (2008) introduce the idea of three word tiers. Tier
one includes simple, common words encountered daily; for example, sister and sun.
Tier-two words are more advanced than tier-one words, are usually found in written
language, constitute a necessary vocabulary for literacy, and are less likely to be heard in
everyday conversations. Two examples of tier-two words are tolerate and profound.
Tier-three words are found less frequently than those of the previous two levels and/or
they belong to very specific domains. Examples of tier-three words include peninsula
and chipmunk. Beck, et al. maintain that tier-two words are learned mainly in context,
through the written word, and are more difficult to learn in the absence of clues (i.e.
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intonation and gestures) inherent in oral language. Referring to the term ―lexical bar‖
(Corson 1985, 1995), Beck et al. underscore the importance of tier-two words. Corson
maintains that a lexical obstruction – the lexical bar – exists between the everyday
conversational vocabulary and the academic/cultural vocabulary found in books. Corson
claims that no success is to be had in the academic world if a learner cannot cross the
lexical bar. Coady (1997) suggests that a minimum of 5,000 words in a target language
are necessary, along with considerable reading skill, to comprehend high-level, academic
writing. This means learners must be able to glean meaning from the context of written
texts and thus build their vocabulary to be successful in academics. Crossing the lexical
bar, according to Beck et al., means crossing into the world of tier-two words. For the
current study‘s purposes of comparing no instruction with robust vocabulary instruction,
tier-two words are important because in order for ELLs to cross the lexical bar and
succeed in an English literate/academic environment, they must have a solid grasp of tiertwo words. Mastering tier-two words will help make success in academics possible.
Background
Before deciding to teach English as a second language, I was a language learner.
I have to work very hard to learn languages in general and I feel that my efforts in the
past were inefficient and unnecessarily time and labor intensive. Adding new words to
my vocabulary usually caused more stress than pleasure.
As an English instructor/tutor, I may sometimes define words, out of context.
Without context, I have noticed students exhibiting temporary comprehension but not
necessarily acquisition. My dissatisfaction as a teacher and the students‘ increasing
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frustration have urged me to explore vocabulary acquisition in greater depth. I have
subsequently become interested in robust vocabulary instruction, a concept described by
Beck, McKeown, and Kucan (2002, 2008) as presenting new words using authentic texts
and contexts (those not written for language learners) which anchor the words‘ meanings
to comprehension by using concentrated and lengthened language input along with
prompted output.
Along with Beck, McKeown, and Kucan (2002, 2008), Baumann and Kame‘enui
(2004) state that context alone, without instruction, is not a trustworthy method for
learning vocabulary, as it may not be consistently obvious or helpful. In these cases,
instruction becomes necessary.
The current study focuses on robust vocabulary instruction using appropriate
contexts, and it may benefit learners, instructors, and the field of English as a Second
Language (ESL) as a whole, by suggesting an additional way of creating a more positive
and successful learning environment that prepares academic ELLs for university study.
The core question of this project is: how does robust vocabulary instruction using
tier-two words – essential vocabulary for literacy – compare with incidental vocabulary
acquisition in adult international, academically-focused English language learners (ELLs)
in the context of reading at an advanced level? The current study focuses on comparing
no instruction with robust vocabulary instruction based on the word tiers work of Beck, et
al. (2002, 2008). The mastering of tier-two words gives greater potential for academic
success. A secondary question of this project is: are the incidental vocabulary
acquisition skills already acquired by advanced ELLs sufficient for learning new
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vocabulary as compared to the use of robust vocabulary instruction? Supplementary data
to be gathered includes how ELLs respond to the two different contextual vocabulary
acquisition strategies and, specifically, if and why they prefer one method to the other.
Chapter Two, the Literature Review, discusses what current researchers have
found regarding second language vocabulary acquisition. Chapter Three, Methodology,
describes the participants, research methods, and data analysis for the current study.
Chapter Four discusses the results of the current study and Chapter Five includes
information on implications for vocabulary learning, as well as implications for further
research.

5

CHAPTER TWO: LITERATURE REVIEW

The current study tests reading and lexical acquisition strategies in advanced,
academically-focused English learners, investigates how these learners acquire new
words, and invites the participants to voice their opinions about which vocabulary
acquisition strategy they prefer. Only contextualized tier-two words are investigated.
The core question of this project is: how does robust vocabulary instruction using tiertwo words – essential vocabulary for literacy – compare with incidental vocabulary
acquisition in adult, international, academically-focused English language learners
(ELLs) in the context of reading at an advanced level? The current study focuses on
comparing no instruction with robust vocabulary instruction based on the word tiers work
of Beck, McKeown, and Kucan (2002, 2008) and their suggestion that the mastering of
tier-two words gives greater potential for academic success. A secondary question of this
project is: are the incidental vocabulary acquisition skills already acquired by advanced
ELLs sufficiently comparable to the use of robust vocabulary instruction?
Supplementary data to be gathered includes how ELLs respond to the two different
contextual vocabulary acquisition strategies and, specifically, if and why they prefer one
method to the other.
Ideas surrounding the role of vocabulary in second language acquisition have
evolved over time. The Grammar-Translation Method and the Direct Method (a result of
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the Grammar-Translation Method) both considered vocabulary central. With its origins
during World War II, the Audiolingual Method played down the importance of
vocabulary. Other methods that followed, including the Communicative Approaches and
the Natural Approach, also placed little emphasis on vocabulary (Tozcu & Coady, 2004).
Coady (1997) observes that the propensity of teachers is to consider grammar
difficult and vocabulary easy to learn, positing that words will be learned naturally from
reading and require no instruction (as cited in Tozcu & Coady, 2004).
Academic development depends heavily on a continually increasing knowledge of
vocabulary. Building vocabulary depends on being able to discern the meanings of new
words within their context. The vocabulary level at which a learner functions affects the
levels at which a learner reads, writes, listens, and speaks. Relative to the comparatively
simple vocabulary that is more easily acquired via oral language, it is more difficult to
learn tier-two words that may fall into domains and are more complex than basic
everyday conversational vocabulary (Beck, et al., 2008). This literature review focuses
on vocabulary acquisition and its recent attention in the field of linguistics. It also
highlights the vital role that vocabulary acquisition plays in the academic lives of ESL
learners and their instructors.
This review explores word knowledge and its ties with reading comprehension,
vocabulary in context, vocabulary teaching strategies, the bearing previous vocabulary
knowledge has on new word acquisition, incidental vocabulary acquisition, tier-two
words, and robust vocabulary instruction in the context of working with ELLs.
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Vocabulary Knowledge and Reading Comprehension
Research shows a significant connection between the size of students‘ vocabulary
and reading comprehension. Though not specifically done with ELLs, these studies
provide interesting information that may indeed be relevant to those learning English as a
second language. Roth, Speece, and Cooper (2002), as well as Catts, Fey, Zhang, and
Tomblin (1999) discovered that the reading comprehension skills of second graders could
be predicted by the size of their vocabulary while in kindergarten. Wagner, Torgesen,
Rashotte, Hecht, Barker, Burgess, Donahue, and Garon (1997) established that the
relationship of vocabulary knowledge in kindergarten with reading comprehension
continued through fourth grade. Vocabulary skills in first graders were shown by
Cunningham and Stanovich (1997) to be accurate predictors of reading comprehension in
those same students when they reached 11th grade.
A large, continually increasing vocabulary is necessary for reading
comprehension and for writing, both of which are crucial in academic environments.
Learners experience increased comprehension when attention is paid to vocabulary
instruction. However, according to Beck, et al. (2008), not all types of instruction
increase learner comprehension when reading. Stahl and Fairbanks‘ (1986) analyses of
previously conducted English vocabulary instruction studies with first language (L1)
learners show that the most effective strategies were providing definitions and context,
opportunities for semantic processing, facilitating multiple exposures to a word, and
using the mnemonic keyword method. Beck, et al. (2008) state that for learners to
acquire, fully understand, and be able to use new words, they must be given the
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opportunity to interact and work with the new words actively in context. Robust
vocabulary instruction does just this, with the goal of fostering understanding by
connecting previous vocabulary knowledge with new words within authentic texts and
contexts (i.e. texts generated and used by native English speakers). Beck, et al. (2008)
recommend using authentic texts and contexts, including what learners read or have read
to them, as ―a rich foundation for understanding new word meanings‖ (p. 23). The
authors go on to say that the connections learners fashion between new words and their
already familiar vocabulary make it possible to recall meanings they need as they try to
understand what they are reading, which is similar to how children acquire their first
language. This process of recalling meaning also plays a role in informing learners when
they encounter new words in context. Understanding which part of speech (noun, verb,
adjective, etc.) a new word is and how it fits syntactically into a sentence can aid a
learner in discerning its meaning. The more a learner has this skill and the larger his/her
lexis, the better his/her chances of acquiring new vocabulary.
Zahar, Cobb, and Spada (2001) discuss how many words second language (L2)
learners can acquire in a specific period of time. Based on a study by Milton and Meara
(1995), Zahar, et al. state that students learning an L2 in their target language‘s
environment can acquire 2,500 words annually, while those same learners studying in
their first language environment can only acquire about 550 words. The learners who
participated in my study have left their own countries to study English in America, are
exposed to English daily in class and outside of class, and have more opportunities to
interact with English than they had in their home countries. Even with these increased
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opportunities to increase their knowledge of English on a daily basis, students still
express a great deal of frustration.
The frustration I have observed in learners correlates with what Stanovich (1986)
calls the ―Matthew Effect.‖ Stanovich stated that ―vocabulary knowledge is involved in a
reciprocal relationship with reading ability‖ (p. 379); he posits that learners with a larger
vocabulary read more and find it more pleasurable than learners who labor with reading,
leading to less enjoyment and less reading. The former promote their own growth by
reading voraciously and being able to derive meanings of unfamiliar words; the latter fall
further behind by avoiding or dreading the reading that could pull them ahead because of
the struggle it entails. Stanovich referred to this as the ―rich-get-richer‖ and the ―poorget-poorer.‖
Context may indeed play a role in the poor getting poorer. McKeown (1985)
describes a study in which three ineffective strategies were discovered that lower learners
engage in that higher learners do not. First, less proficient learners had a ―limited use of
context‖; they did not use important contextual clues to discern the meaning of an
unknown word. Second, less proficient learners placed the meaning of the entire context
onto the unknown word. Lastly, less proficient learners created scenarios to
accommodate their assumed meaning of an unknown word.
Beck (2003) states that the efficacy of vocabulary learning may increase along
with a growing vocabulary base and that this may be related to the interrelationships
among words. In other words, the more vocabulary one has acquired, the more
vocabulary one can acquire.
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The importance of the interrelationships among words is also seen in Dubin and
Olshtain‘s (1993) work with native speakers in which they conclude that using context to
guess meanings of unknown words requires nonlinguistic background knowledge, both
topically and culturally related (as cited in Tozcu and Coady, 2004). Dubin and Olshtain
state that if this is valid for native speakers, it most certainly must be valid for second
language (L2) learners.
McKeown (1985), Beck, et al. (2002), and Beck (2003) support the idea that
advanced readers are better equipped to learn new words. Advanced L2 readers have
more background knowledge and are more skilled at extracting meaning from unknown
words using context alone, and without instruction, than less proficient readers.
Vocabulary in Context
Goerss, Beck, and McKeown (1999) did an instructional study to address
difficulties learners in grades five and six had using context to obtain word meaning in
their L1. The authors developed instruction that used initial teacher modeling of possible
ways to look at an unknown word in context and offered many chances for interactive
practice. To test the effectiveness of the instruction developed by the authors, low-skilled
learners were taken through seven instructional sessions using an assortment of authentic
contexts. The sequence of instruction included ―read/paraphrase,‖ ―establish meaning of
the context,‖ ―initial identification/rationale,‖ ―consider further possibilities,‖ and
―summarize.‖ The rationale behind the sequencing was to encourage learners to think
through the context in a logical way and pay attention to what information relates to a
target word. Results showed strong improvements in learners‘ ability to recognize
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pertinent information within contexts and develop rational suppositions about a word‘s
meaning from that information.
To further understand context, Beck, et al. (2002) describe four different contexts.
Misdirective contexts lead a reader to the incorrect meaning of a target word.
Nondirective contexts provide no assistance whatsoever in discerning the meaning of a
word. General contexts give adequate information for a reader to put the target word in a
general category. Finally, directive contexts direct a reader to a correct and precise
meaning for a target word. Direct instruction of new vocabulary is most effective when it
centers on words that learners will encounter often and words that are most useful to
them. The current study avoids misdirective and nondirective contexts.
Zahar, et al. (2001) posit that learners with smaller vocabulary sizes need more
encounters with a word to acquire it than learners with a larger vocabulary and will wait
for a context that is clear to them. This supports McKeown‘s (1985) and Beck, et al.‘s
(2002) ―limited use of context‖ by lower level learners and the idea that learners who
know fewer words have a more challenging time with context because of their lack of
knowledge of other words in the vicinity of a target word.
The current study examines the idea that the advanced ESL participants not only
have larger vocabularies but will also accelerate their acquisition of the target words with
the multiple exposures provided by the robust vocabulary instruction section.
Vocabulary Teaching Strategies
In the research of the nature and rate of recurrence of vocabulary instruction
affecting knowledge and use of words, McKeown, Beck, Omanson, and Pople (1985)
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claim that extended/rich combined instruction shows a greater benefit than rich
instruction alone, in fluency of access and story comprehension, while rich instruction
alone shows an advantage over traditional instruction in context understanding and story
comprehension. Rich instruction is defined by Beck (2003) as instruction that
necessitates processing. Three types of instruction were used in McKeown, et al‘s study:
1) traditional instruction, using only correlations between words and definitions, 2) rich
instruction, using expanded word meanings and assorted contexts, and 3) extended/rich
instruction, which supplements rich instruction with activities that takes learned words
outside the classroom. The three instruction strategies were compared for their
contributions to oral processing abilities. The participants were fourth-graders in four
different classrooms from three different schools with English as their L1 (they were not
ELLs). Two features characterized the nature of instruction: 1) rich classroom
instruction using diverse methods, including elaboration and discussion of words, their
meanings and use, and 2) extended instruction involving activities for learners to be
aware of and use the words (being taught) outside of school. Ultimately, the goal of
instruction plays an important role in the strategies used. The suggestions in McKeown,
et al.‘s study address the aspect of this research that aims to inform teachers how to better
aid ELLs. McKeown, et al. list four major implications related to goals of instruction: 1)
A goal of preliminary acquaintance with the meanings of new words may be met
sufficiently with several instances of traditional instruction. 2) A goal of integrating
words and context calls for a richer instruction. 3) A goal of readily available word
meanings and greater comprehension of connected text suggests the need for activities
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that reach beyond the classroom. 4) For almost all instructional goals, providing learners
with a high number of encounters with unfamiliar vocabulary will produce better
acquisition results.
The goals of the students who participated in the current study include passing
required university entrance examinations (e.g. TOEFL, GMAT, GRE) and enrolling in
and graduating from an American university Bachelors, Masters, or PhD program. These
goals are in keeping with McKeown, et al.‘s (1985) second and third instructional goals.
The current study incorporates integrating words and context and readily available word
meanings for greater comprehension.
Berne and Blachowicz (December 2008/January 2009) recount the results of a
survey given to 51 reading educators attending a professional meeting and 21 reading
educators who were members of a listserv. Respondents taught pre-K through college.
The survey polled demographics and asked educators to name their personal strengths,
their current vocabulary instruction practices, and what their biggest vocabulary teaching
concerns were. The most common successful practice, as revealed by the survey, was
using word parts and word relationships during instruction. The second most common
response for successful instruction was the use of teacher read-alouds. Word games were
the third most common successful strategy. The educators expressed several concerns,
including consistency in approaches and how best to develop vocabulary in ELLs. Berne
and Blachowicz‘s paper brings up both successful strategies reading educators are
already implementing as well as their concerns and desire to improve their vocabulary
instruction approaches. As one of the ultimate goals of the current study is to give
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teachers more tools for working with learners in the field of vocabulary acquisition,
knowing what concerns current teachers and students have is important.
Previous Vocabulary Knowledge and New Vocabulary Acquisition
Referring to two studies by Horst, Cobb, and Meara (1998) and Horst (2000),
Zahar et al. (2001) state that learners with a larger pre-existing vocabulary require fewer
encounters to acquire a new word than those with a smaller vocabulary. Horst, et al.
(1998) found a strong correlation between the words learned and the number of times the
word to be learned was encountered. Horst (2000) found no correlation. What Horst, et
al (1998) did discover was that L2 learners with a larger L2 vocabulary demonstrated
greater gains in incidental word learning in a study that used extensive reading. The 34
participants in Oman had a low-intermediate proficiency level and were tested in their
incidental word learning over a 10-day period of reading a 109-page book. Horst, et al.
state that the results of their 1998 study present a strong case for incidental vocabulary
acquisition and that the residual question remains whether or not the significance of
incidental and intentional vocabulary acquisition strategies can be ascertained for various
phases in the process of learning a language.
The discrepancy between the Horst et al. (1998) study and the Horst (2000) study
was attributed to the fact that the participants in 1998 and the participants in 2000 were
not comparable in terms of vocabulary knowledge. This disparity led Zahar, et al. to
replicate the study, examining three core questions: 1) Is vocabulary acquisition via
reading ―predictable‖ and ―sufficient‖ to result in increased vocabulary knowledge? 2)
Does learner proficiency play a role in the number of encounters needed to learn a word?
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3) Is vocabulary acquisition affected by the type of context in which a target word is
found? The participants were Quebec school-aged ELLs at five different proficiency
levels. Zahar et al. found that learner needs related to frequency of occurrence of
previously unknown words depended on learner levels. Interestingly, Zahar, et al. add
that authentic text supports the opportunity to acquire new words; 2,000 words in English
have a high rate of occurrence, aiding their acquisition by low-level learners. Learners
with a greater vocabulary need fewer occurrences to learn a new word. The authors state
that the type of context had no bearing on the results. The participants in the current
study are adult, advanced English-language learners with already large vocabulary
knowledge.
Incidental Vocabulary Acquisition
Incidental vocabulary acquisition occurs when a learner is not necessarily
intending to learn the definition of a new word directly or while the learner is aiming to
learn something else. Incidental learning is considered an effective, gradual way to
acquire vocabulary from a contextual source. The gradual nature of vocabulary
acquisition is greatly aided by extensive reading (Brown, Waring, and Donkaewbua,
2008). Being an academic student with the goal of attending an American university, as
is the case with the participants in the current study, demands a tremendous amount of
reading. According to Horst, et al. (1998), when learners read a lot and often, they can
―enrich their knowledge of the words they already know, increase lexical access speeds,
build network linkages between words, and…a few words will be acquired‖ (p. 221).
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The advanced English-language learners in the current study already know many
words and have the goal of increasing their vocabulary knowledge. The robust
vocabulary instruction section of the current study examines the participants‘ ability to
reach that goal.
Brown, et al. (2008) researched the rate of incidental English vocabulary
acquisition using three input approaches: reading, reading-while-listening
(simultaneously reading and listening to an audio version of the same text), and listening
to stories. The participants were 35 Japanese students of English literature studying in
Japan at a private university. Their English proficiency levels were pre-intermediate or
intermediate. The study included 3 groups of 28 words within 4 frequency ranges.
Multiple choice and meaning-translation tests were administered immediately, 1 week
later, and 3 months later. Brown et al. found that reading-while-listening supported the
learning of new words and helped participants concentrate on the action in the story.
They state that extensive reading is generally done for pleasure and that vocabulary
acquisition is an incidental bonus. Nation and Wang (1999) and Waring and Takaki
(2003) (as cited in Brown, et al., 2008) believe that extensive reading moves partially
known words into the known words category. Brown, et al. claim that this does not
exclude the bonus of incidental learning. Results were poor in all three approaches at the
3 month mark in that only 1 in 28 target words were retained in the two reading
approaches and none of the target words encountered in the listening-only approach was
retained. Little decay (later forgetting) is noted for initial learning. Reading-whilelistening yielded the best initial results with 16% of the words being learned, followed by
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15% of the words learned during reading-only, and finally only 2% of the target words
learned during the listening-only approach. The meaning-translation (unprompted
recognition) test was considered the most accurate for showing which words were
learned. Generally speaking, the more often a word was present, the more likely it was to
be learned. The listening-only story was least preferred by the students and yielded the
lowest results.
The significance of Brown et al.‘s (2008) work to the current study is that I
incorporated a listening-while-reading aspect in my study based on the results of Brown
et al.‘s study.
Brown, et al. (2008) directly address the aspect of a learners‘ ability to acquire
vocabulary incidentally with no instruction. The conclusion was that reading-whilelistening produced the best short-term results for incidental vocabulary acquisition. The
results of Brown, et al.‘s (2008) study encouraged this researcher to include a subjective
questionnaire and a listening-while-reading aspect in the current study.
In greater detail, Paribakht and Wesche (1999) also address incidental L2
vocabulary acquisition. Paribakht and Wesche (1999) admit that incidental vocabulary
learning is not well understood. The authors discuss previous research that has shown
that vocabulary acquisition happens naturally and incidentally when learners try to
comprehend new words they read in context. It is considered incidental because the
learners are not intentionally focused on word learning specifically. It is only recently
that second language researchers have begun to concentrate on how learners gradually
move from their first encounter with a new word to the successful acquisition and
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understanding of that word. Paribakht and Wesche (1999) developed a framework for
explaining learners‘ inferencing performance relative to how vocabulary is acquired as a
consequence of reading for comprehension. Participants included 10 university ESL
learners with an intermediate proficiency level and a variety of L1 backgrounds. Data
was collected using a pre-test, a question task, and a summary task. Participants in the
study dealt with unknown words by 1) ignoring approximately half of them because they
were perceived as generally unimportant and/or irrelevant for completing the task at
hand, 2) word retrieval – the strategy of rereading a word and/or saying it out loud many
times, 3) pleas for assistance, and 4) inferencing. The fourth strategy accounted for 80%
of strategy use.
Tier Words
Beck, et al. (2008) connect the notion of three tiers of words within English
vocabulary to the idea of frequency.


Tier-one words consist of simple, common, familiar words encountered on a daily
basis. Examples include brother, bed, sky, run, and avoid. Generally speaking,
words in this tier are considered high-frequency words.



Tier-two words are more advanced than tier-one words, constitute a necessary
vocabulary for literacy, and are less frequently found in everyday conversations.
Examples include potable, compromise, scrutinize, diligent, typical, tolerate,
perpetual, spontaneous, admonish, malice, profound, confide, mediocre,
unprecedented, arrogance, maneuver, raucous, sensitive, cavort, evacuate,
destination, emitting, and potent. Overall, tier-two words are considered medium-
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frequency words and, for the current study‘s purposes, are considered important
because of their necessity in academic success.


Tier-three words are more infrequent than the previous two levels and/or they
belong to very specific domains. Examples include revolution, apogee, precinct,
peninsula, ecclesiastical, coagulate, and chipmunks. Tier-three words are, in
general, considered low-frequency words.

Beck, et al. maintain that tier-two words are learned mainly in context, usually through
the written word, and are more difficult to learn in the absence of clues (i.e. intonation
and gestures) inherent in oral language.
Robust Vocabulary Instruction and ELLs
According to Beck, et al. (2008), there is a significant lack of research on the
topic of vocabulary learning in ELLs, and there is also no suggestion in any of the
research that what works with first-language learners may not work with secondlanguage learners. Beck, et al. state that the efficacy of robust instruction, regardless of
L1 or L2 learner status, comes in the fact that students encounter words in multiple
contexts and have plenty of opportunities to think about and use the words. Beck, et al.
make the case that many of the difficulties for ELLs stem from the differences between
everyday (tier-one) words from words in newspapers and academic texts (tier-two and
tier-three words). Cummins (1994) posits that it takes 1-2 years to learn everyday words
and 5-7 years to cross the lexical bar into literate/academic vocabulary (cited in Beck, et
al, 2008, p. 61). As a reminder, the lexical bar is a concept put forth by Corson (1985,
1995) to make a distinction between everyday oral language and academic/literate
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language. Literate language has greater diversity and more high-content, less concrete,
longer words. It is the system of meaning formed by literate language that Cummins
suggests takes 5-7 years to reach.
According to Beck, et al. (2008), all learners, including ELLs, must cross the
lexical bar if they are to realize success in academics. Robust vocabulary instruction
moves learners toward the lexical bar by teaching tier-two words in context. Lack of
knowledge of tier-two words causes comprehension problems and prevents learners from
reaching and crossing the lexical bar. Robust instructional activities provide dynamic
contexts and language interactions that ELLs need.
Robust instructional activities begin with choosing the right words to teach, which
Beck, et al. (2002, 2008) consider tier-two words. Instruction that is repeated, goes
beyond the lesson itself (i.e. beyond the classroom), and is rich is considered robust.
Rich instruction is that which extends beyond definitions and involves learners actively
using and thinking about meanings, while concomitantly creating word associations.
This requires critical thinking, which is a major curriculum component for the
participants in the current study.
Beck, et al. suggest activities that explore relationships among words (2002, p.
89) and were used in the current study: for example, questions that place two target
words side by side, such as, ―Why would someone go on a sojourn in a covey?‖ This
coupling of target words requires learners to question whether a relationship is present.
Connecting ideas and making associations supplements and exceeds simple definitions.
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Yet another rich approach to instruction, according to Beck, et al. (2002), is to
look at facets of word meanings. This begins with the context of the story in which the
target words are found as a prompt for elaborating on meanings, intensifying
understanding of these words, and constructing relationships with other words and
concepts already acquired.
Asking learners to write their own sentences with target words is another
recommended activity (Beck et al., 2002). It provides opportunities to practice with the
words and create tangible examples of usage. Learners work toward clear word
meanings within their sentences and share them with the class to discuss and edit them as
necessary. All of these activities are incorporated into the current study.
Incidental Vocabulary Acquisition vs Robust Vocabulary Instruction
The greater ELLs‘ proficiency levels, the greater their control over their own
vocabulary learning, based on the studies that show extensive background knowledge and
a large existing vocabulary aid in the accuracy of guessing the meaning of an unknown
word in context, without instruction. Relying on previous study results, the current study
aims to answer the question: Are the incidental vocabulary acquisition skills already
acquired by advanced ELLs in a university setting sufficiently comparable to the use of
robust vocabulary instruction? Although robust vocabulary instruction is applicable for
any proficiency level, Beck, et al. (2008) emphasize the connection of tier-two word
knowledge with academic success.
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Summary
In reviewing previous literature pertaining to vocabulary acquisition, no discovery
was made regarding the incidental vocabulary acquisition skills of the most advanced
ELLs as compared with explicit vocabulary instruction. The current study aims to fill
that gap. According to McKeown and Beck (1988), the effects of vocabulary instruction
versus only definitional information in vocabulary acquisition have been investigated;
results have emphasized that the activities developed to acquire word knowledge depend
upon the goal of the instruction, the nature of the words being learned, and the
characteristics of the learners. They also find that frequency of encounter, richness of
instruction, and extension of instruction outside the classroom positively affect
acquisition. McKeown, et al. emphasize that a large vocabulary shapes comprehension.
They discuss that: 1) if a goal is to familiarize learners with word meanings, then a short
introduction may suffice; 2) words of general common utility are better learned with rich
instruction; and 3) extending instruction beyond the classroom may be especially useful
for lower level learners. The final paragraph of McKeown, et al‘s paper states, ―What it
has not provided is a simple formula for optimal instruction, because no such formula can
exist. The creation of effective vocabulary instruction calls for a careful crafting of
experiences in consideration of specific learning goals, the words being taught, and the
characteristics of the learners‖ (p. 46). McKeown (1985), in an earlier study, also
emphasizes the importance of the goal of instruction. The reason for teaching something
is just as important as what is being taught. Each student and each group of students will
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have its own unique organization and needs. Keeping in mind that the participants in the
current study have academic goals with academic vocabulary acquisition needs is vital.
In light of past research, the current study examines how academically-oriented
advanced ELLs acquire new vocabulary in context and respond to two instructional
strategies: 1) no instruction (incidental vocabulary acquisition), and 2) Beck, et al.‘s
(2008) robust vocabulary instruction method. The current study also evaluates how
participants respond to these methods for learning previously unknown words, taking into
account the ideas of McKeown (1985), Beck, et al. (2002), and Beck (2003) regarding
advanced learners‘ ability to acquire words incidentally in context more easily than their
less proficient counterparts.
The advanced learners in the current study plan to attend an American university
and earn an advanced degree. Paribakht and Wesche (1999) state, ―The higher the
academic level, the greater the vocabulary mastery needed‖ (p. 196). Studies
significantly related to this one concur that direct vocabulary instruction and
instructionally enhanced reading play key roles in a teacher‘s overall arsenal of strategies.
There is no exhaustive end to the discussion and research of vocabulary acquisition.
Vocabulary instruction enhances the process of acquiring new words without negating
the importance of incidental acquisition. The current study aims to keep the topic alive
and support further research efforts.
The next chapter discusses the methods used in the current study.
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CHAPTER THREE: METHODOLOGY

One purpose of the current study is to ascertain information about reading
strategies in an academic setting that aid in vocabulary acquisition. A second rationale is
to enrich teachers‘ repertoire of approaches. The following questions are pursued:


How does robust vocabulary instruction using tier-two words – essential
vocabulary for literacy – compare with incidental vocabulary acquisition in adult
international academically-focused English language learners (ELLs) in the
context of reading at an advanced level?



Are the incidental vocabulary acquisition skills already acquired by advanced
ELLs sufficiently comparable to the use of robust vocabulary instruction?

In Berne, et al.‘s (2008/2009) survey of reading educators, the educators express
several concerns, such as consistency in approaches and how best to develop vocabulary
in ELLs. The responses include both successful strategies reading educators are already
implementing, as well as their concerns and desire to improve their vocabulary
instruction. One goal of the current study is to give teachers more tools for working with
learners in vocabulary acquisition.
The current study investigates how academically oriented advanced English
language learners build vocabulary in contexts, respond to word learning strategies, and
think about particular methods of vocabulary instruction. This chapter describes the
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participants, the setting, the data collection techniques, and two vocabulary acquisition
strategies used during reading; opinions were elicited from the participants as to their
preferences for learning new words, and how the data will be analyzed.
Action Research
The current study‘s use of Beck et al.‘s (2002) robust vocabulary method of
instruction is one of action research. As far as I know, this method has not been
extensively studied in ESL classrooms. I know of no existing curriculum that applies and
adapts their strategies to ESL courses. This is one gap that the current study aims to fill
through action research.
Mackey and Gass (2005) state that there is no consensus on how to define action
research, though they do use Wallace‘s 1998 (as cited in Mackey & Gass, 2005, p. 216)
definition as a starting point. Wallace stated that action research is ―basically a way of
reflecting on your teaching… by systematically collecting data on your everyday practice
and analyzing it in order to come to some decisions about what your future practice
should be.‖ As an ESL instructor, one of my ultimate goals is to continually improve my
own methods of instruction and my students‘ ability to learn effectively and efficiently.
There are many questions about vocabulary instruction in ESL classrooms today that
further research on the subject may very well answer.
Mackey and Gass (2005) give the following steps for action research, which will
be guiding the current study:
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Step 1: Recognize problems or concerns within the classroom. I identified
vocabulary instruction and acquisition as a troublesome area for both my students and
myself.
Step 2: Investigate the problems or concerns via data collection. I conducted
research on the effects of no instruction and robust vocabulary instruction using target
words taken from two separate readings.
Step 3: Develop and employ a method to address the problems or concerns. My
use of robust vocabulary instruction based on the strategies outlined by Beck, et al.
(2002) does just this.
Step 4: Assess the effects of the method used to address the problems or
concerns. The pre-test, post-test, and delayed post-test were the assessment tools. My
use of a questionnaire was also a supplementary feature of the current study aimed at
evaluating the effects of the two methods of instruction (no instruction and robust
vocabulary instruction) from the students‘ perspectives.
Participants and Setting
The participants were nine adult foreign students taking academic English
language courses at a public university whose goal is to prepare these students to pass
entrance examinations and be prepared to successfully attend a graduate degree program
in an American university. Their first languages included Kazakh, Chinese, Arabic,
Portuguese, and Spanish. Although the number of years (or months) they have studied
English varied, the participants were all appropriately placed in an advanced reading
class together.
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The participants were enrolled in an English Language Program (ELP), which has
7 levels of proficiency (7 being the highest). The nine advanced ELLs participated in the
current study during their level 7 Reading Discussion class. They were also concurrently
enrolled in writing, speaking-listening, and grammar classes. They all volunteered to be
participants and their involvement with the current study did not interfere with their
regular class time or assignments. No additional credit was given for their participation.
Permission to conduct research was obtained from the director of the university
ESL program in which the participants were enrolled at the time of the study. Permission
was also obtained from Hamline University to conduct this human subjects research. All
participants were adults and signed an informed consent form indicating their willingness
to take part in the current study. The names of the participants and the university in
which the current study took place are not mentioned. The raw data, including the tests
and questionnaires, collected in the current study will be destroyed following acceptance
of this Capstone by Hamline University.
Table 3.1 shows the demographic information on the nine participants in the
current study, including their first languages, genders, length of time in the U.S., years
studying English, and goals.
Table 3.1
Demographics on Participants
First Language (L1), Length of time
age, and gender
in the U.S.
Kazakh, 21, male
1 year

Years studying
English
11 years

Kazakh, 19, male

7 years

7 months

Goals
University study
University study,
work
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Kazakh, 19, male

9 months

9 months

University study,
work

Chinese, 21, female

3 months

10 years

University study,
work

Arabic, 24, male

1.5 years

1 year, 4 months

University study,
work

Arabic, 24, male

9 months

2 years

University study,
work

Portuguese, 40,
male
Portuguese, 20,
male

2 years

3 years

University study

4 months

11 years

University study,
work

Spanish, 20, female

6 months

1 year

University study,
work

Procedure
Since the current study‘s participants are advanced ELLs, no words were deemed
inappropriate to teach. McKeown and Beck (as cited in Baumann and Kame‘enui, 2004)
state that appropriate words to teach include those that the learners can define using
words they already know. They suggest that a good source of words to teach is school
materials. The participants in the current study read To Kill a Mockingbird, by Harper
Lee, as part of their advanced level reading course, which is the text chosen for the
current study. The short section from the book chosen for the no instruction data
collection differed from the short section chosen for the robust vocabulary instruction
data collection.
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Data was collected during the students‘ reading class. They were given a
selection from To Kill a Mockingbird to read for the no instruction strategy and a
different selection from the same book for the robust vocabulary instruction strategy. As
in Brown, et al. (2008), the participants were provided with an audio of the text during
their first read-throughs. All participants were tested on the same target words for each
reading, with each reading having separate sets of tier-two (Beck, et al. 2008) target
words. Two weeks after each reading, the students met with the investigator again for a
delayed post-test on the two sets of target words, as well as a repeat of the open-ended
questionnaire.
Data Collection Technique 1: Pre- /Post-test with No Instruction
The participants were given a pre-test (see Appendix A) comprised of a matching
section and contextual sentences containing 10 tier-two target words (epic, vapid, jutted,
malevolent, predilection, corsets, domiciled, beadle, nebulous, scold). The target words
were set in bold type and underlined and participants were asked to write a meaning for
the word based on its role in the sentence. They were then given a selection from To Kill
a Mockingbird to read (see Appendix C), with the target words set in bold type and
underlined. Participants were given a supplemental audio of the text during their first
read-through. They were then given as much time as they wished to reread the given text
on their own. Following the reading, participants were given an immediate post-test (see
Appendix A) that was the same as the pre-test . Two weeks after this initial meeting,
participants came together again to take a delayed post-test (see Appendix B) on these
same target words. The delayed post-test also provided a matching section and
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contextual sentences containing the target words, but the definitions in the matching
section and the sentences differed from the pre-test and immediate post-test .
Data Collection Technique 2: Beck, et al.‘s (2008) Robust Vocabulary Instruction
The participants were given a pre-test (see Appendix D) comprised of a matching
section and contextual sentences containing 10 tier-two target words (indigenous,
seceded, wallowing, covey, grudge, conferred, entailment, vexations, mortification,
sojourn). The target words were set in bold type and underlined and participants were
asked to write a meaning for the word based on its role in the sentence. They were then
given a selection to read from Chapter Two in To Kill a Mockingbird (see Appendix F),
which contained the target words and incorporated a listening-while-reading aspect that
provided the participants with a supplemental audio of the text during their first readthrough. They were then given as much time as they wished to reread the given text on
their own. Over the course of a week and several classes and using Beck, et al.‘s ideas
for robust vocabulary instruction, the participants were given several opportunities to
interact with the target words focusing on learner-friendly definitions, using the contexts
in which the words were found in the reading, using example/nonexample methods of
identifying correct usage of the target words, exploring word relationships, constructing
additional contexts outside of the reading, writing, and returning to the context of the
reading (Beck, et al. 2002, p. 88-101, and 2008).
First, the participants were presented with learner-friendly definitions of the target
words of indigenous, seceded, wallowing, covey, grudge, conferred, entailment,
vexations, mortification, and sojourn (see Appendix G). These definitions were then
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discussed in the context in which they were found in the reading, using Beck, et al.‘s idea
of working with facets of word meanings (2002).
Participants then took part in an interactive activity called example/nonexample in
which they were asked to specify which sentences or descriptions were clear instances of
a target word and which ones were not (see Appendix H).
The next activity explored word relationships by pairing the target words so that
participants reflected on how meanings interact with one another to answer a question,
placed numbered statements on a continuum, and built their own word relationships
between two target words (see Appendix I).
The current study‘s participants were next presented with opportunities to
construct contexts, situations, and instances for the target words, outside of the reading
(see Appendix J).
Because the participants in the current study were in the most advanced level of
the university ELP program, and preparing to enter an advanced degree program at an
American university, this researcher believed they were well equipped to complete a
creative writing homework assignment using the target words (see Appendix K).
Reading short pieces of creative writing, as well as the full-length novel To Kill a
Mockingbird, is part of the curriculum for the Reading Discussion, level 7 class in which
the current study took place. Asking the participants to come up with thoughtful
responses to a writing prompt that requires them to incorporate the target words is yet
another tool in robust vocabulary instruction. This homework assignment was shared and
discussed as a class, allowing participants to receive feedback from their peers and this
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researcher, as well as give feedback to their peers, thus clarifying any target word
meaning discrepancies.
For the final approach to robust vocabulary instruction, participants revisited the
story context presented in chapter two of To Kill a Mockingbird (see Appendix L). This
is a potent way to reinforce the previous robust vocabulary activities and the knowledge
gained from those activities. It also an effective strategy to help learners make the
connection between comprehending vocabulary and understanding story ideas.
Following the robust vocabulary instruction activities, participants were given a
post-test (see Appendix D) that was the same as the pre-test. Two weeks after the posttest, participants met again to take a delayed post-test (see Appendix E) on these same 10
target words. The delayed post-test also contained a matching section and contextual
sentences containing the target words, but the definitions in the matching section and the
sentences differed from the pre-test and immediate post-test.
Data Collection Technique 3: Open-Ended Questionnaire
The participants were also given an open-ended questionnaire (see Appendix M)
that incorporated questions regarding the strategy of no instruction while focusing on the
target words in the context of the story and what they thought about its usefulness in
learning unfamiliar words, as well as the strategy of using robust vocabulary instruction
and what they thought about its usefulness in learning unfamiliar words.
Data Analysis
I extracted 10 target words from chapter one and 10 target words from chapter
two in To Kill a Mockingbird. Students took a pre-test that used a simple matching of all
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10 words to definitions, as well as provided them with a sentence containing each word
that requested them to write a definition of the word‘s meaning in the sentence. This was
done before each reading and before beginning robust vocabulary instruction. The pretest‘s goal was to assess how many words the students initially knew and was later used
to assess how much they had learned via the instruction, using a post-test and delayed
post-test.
In the process of presenting robust vocabulary instruction, I used a number of
approaches that Beck, et al. (2002) recommend. These strategies necessitate that students
infer meaning, create their own associations to meaning, and exceed simple definitions by
constructing relationships between the words being learned (target words) and words they
already know. The strategies also ask students to connect ideas within the context of a
text and elaborate on meaning. Students were asked to build relationships between
words, find connections between the target words and their own lives, use inferencing to
understand word/text meaning, and make distinctions between concepts. These
techniques are congruent with the kinds of activities that Beck, et al. advocate.
As an example, I asked the students to connect target words to their own lives;
for example, ―What is the biggest vexation in your life today?‖ Beck et al. 2002 explain
that this method is a good assessment tool for the teacher to gauge the student‘s
understanding of the word. The most common answer received to this question in the
current study was ―homework.‖
The students also explored word relationships using the target words in pairs. I
asked the following question: ―If the government of Texas wanted to secede from the
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United States, whom would it confer with?‖ All students replied that the state of Texas
would need to talk to the people living in Texas and to the United States federal
government. Exploring word relationships demands that learners establish a correlation
between the target words and give reasons for the correlation. This kind of activity
compels students to engage with the words on a deeper level, instead of simply defining
the meaning of individual words (Beck, et al. 2002), which limits their ability to extract
meaning in context as well as correctly use target words.
The instruction and evaluation I used were, therefore, intended to exceed the
limits of definitions used out of context by creating a richer comprehension of the target
words via robust vocabulary instruction.
The post-tests and delayed post-tests for the robust vocabulary instruction portion
of my study were somewhat difficult to assess. They both contained a word/definition
matching section as well as a section in which I provided a contextual sentence for each
of the target words and then asked the students to provide definitions for the target words
based on their use in the sentences. On occasion, several students incorrectly matched a
word with a definition, yet wrote a clear and accurate definition for the word in context.
In this case, I counted the answer as correct because I believe the students did not
understand the definition words or phrases I provided. For instance, one student chose
―conveniences‖ as the matching definition for vexations; however, the definition given
for vexations in context was ―annoying things; irritating.‖ When the reverse was true – a
student correctly matched a word to its definition but wrote an obviously incorrect
definition for the word in context I marked the answer incorrect. These were difficult
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choices to make and I relied on my knowledge of my students to make the final decision.
All in all, the students performed well on the post-test and delayed post-test with the total
number of correct answers being higher than on the pre-test.
There were no correct or incorrect answers for the open-ended questionnaires as
these called for subjective responses. I evaluated the questionnaires by looking for
themes and shared tendencies in the participants‘ comments, as well as noting how the
participants defined successful and unsuccessful learning of vocabulary for themselves. I
then looked for connections between this information and ideas discussed by Beck, et al.
(2002, 2008), including simply increasing learners‘ awareness of words, creating multiple
situations for learners to become interested in words, using natural contexts, learning to
choose which words are most important to learn in order to understand a text, utilizing
previous vocabulary knowledge, frequently exposing learners to the target words and
giving them ample opportunities to use the words, and accepting that not all target words
will be learned the first time a learner interacts with them.
The use of robust vocabulary instruction, the use of the more complex assessment
of asking for a definition for a word used in context, and the data collected in the openended questionnaire allowed me to measure the participants‘ understanding of the
vocabulary more accurately than the matching word-to-definition did.
Conclusion
The interconnecting organization of contextual action research allows us to focus
on a question, collect data on that question, examine the results, and reflect on how these
results can aid instructors and students. The current study relied on the principle of
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understanding-by-doing action research and on the previous work of Beck et al. (2002,
2008) in the area of vocabulary instruction, in combination with a no instruction strategy,
to test how learners prefer to learn new words.
The following chapter, Results, will discuss the results of the current study, which
will include pre-test, immediate post-test, and delayed post-test results, as well as the
participants‘ personal opinions about the two vocabulary learning strategies used.
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CHAPTER FOUR: RESULTS

In this chapter, I will examine the results of the current study. The core question
of the current study is: how does robust vocabulary instruction using tier-two words –
essential vocabulary for literacy – compare with incidental vocabulary acquisition in
adult international, academically-focused English language learners (ELLs) in the context
of reading at an advanced level? This chapter contains sections on pre-testing,
administration of robust vocabulary instruction, post-testing, delayed post-testing, and
finally a review of the open-ended questionnaire given to the participants.
No Instruction Section
Pre-testing
For the no instruction section of the current study, I gave the participants a pretest, which contained the 10 target words from Chapter One of To Kill a Mockingbird, to
measure their knowledge of these words prior to reading Chapter One. Our class had not
previously studied these words.
Pre-test Scores
The average test score on the no instruction pre-test was 71% correct. The pretest included a simple matching of word to definition, as well as a request for a definition
based on each word‘s role in a contextualized sentence. I attempted to avoid using any
words in the definitions that the students might not know. Unfortunately, I believe this
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was indeed a factor for some of the students. This flaw in my data collection design
became apparent when I was evaluating the data. Students were, at times, able to provide
an accurate definition for a target word when reading it in a sentence, but unable to
correctly match that same target word to the definition I provided. The post-test and
delayed post-test scores were compared with these results.
Post-test and Delayed Post-test Scores
The same test was used for the post-test as was used for the pre-test. The design
of the delayed post-test was identical to the pre-test and post-test; however, the matching
definitions were changed and the contextual sentences provided were those found in
chapter one of To Kill a Mockingbird.
Interestingly, the average test score on the no instruction post-test was 68%
correct, which is 3% lower than the pre-test average. The average no instruction delayed
post-test score was 53%, which is down 15% from the pre-test.
Robust Vocabulary Instruction Section
Pre-testing
Following completion of the pre-test, reading of Chapter One, post-test, and
delayed post-test for the no instruction portion of my study, I gave the participants a pretest for the 10 target words from Chapter Two of To Kill a Mockingbird, also to measure
their knowledge of these words prior to reading Chapter Two. Again, our class had not
previously studied these words.
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Pre-test Scores
The average test score for the robust vocabulary instruction target words was 40%
correct. The pre-test included a simple matching of word to definition, as well as a
request for a definition based on each word‘s role in a contextualized sentence. I
attempted to avoid using any words in the definitions that the students might not know.
Unfortunately, I believe this was indeed a factor for some of the students. This flaw in
my data collection design became apparent when I was evaluating the data. Students
were, at times, able to provide an accurate definition for a target word when reading it in
a sentence, but unable to correctly match that same target word to the definition I
provided. The post-test and delayed post-test scores were compared with these results.
Post-test Scores
The same tests were used for the post-test as were used in the pre-test.
The average post-test score for the robust vocabulary instruction portion of the
study rose from 40% to 73% correct. The delayed post-test average was 68%, which is
still a full 28% increase from the pre-test. I believe the difference in these percentages
demonstrates the significance of and greater effectiveness of robust vocabulary
instruction over no instruction.
Delayed Post-test Scores
The delayed post-test was structured the same as the pre-test and post-test;
however, different definitions were provided in the matching section and the original
sentences that the target words appeared in in To Kill a Mockingbird were used for the
section that asked participants to write definitions for the target words. Two of the words
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(covey and indigenous) yielded the same results as the post-test. Two words (grudge and
seceded) were answered correctly by 6 and 9 of the students, respectively, where 5 and 8
of the students answered them correctly, respectively, on the post-test. Student accuracy
with five of the words (mortification, entailment, conferred, sojourn, and vexations)
actually decreased from the post-test to the delayed post-test; however, they were still
answered correctly at a higher rate than on the pre-test.
Figures 4.1 and 4.2 show the results of both the no instruction and the robust
vocabulary instruction sections of the current study. The number of correct answers are
out of a total of 10 possible correct answers.
Participant performance on tests
Figure 4.1
No Instruction, Participant Performance
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Figure 4.2
Robust Vocabulary Instruction, Participant Performance

Participant Responses to Robust Vocabulary Instruction Activities
See the Appendices for the activities used in the robust vocabulary instruction
portion of the current study. These are all activities specifically recommended by Beck et
al. (2002) and adapted to work with To Kill a Mockingbird and the target vocabulary in
the current study.
The students readily participated in these activities. At times, they wondered
about the necessity of so much repetition, but understood it to be part of the process and
approach I was trying with them for learning new vocabulary. They found the oral nature
of the activities quite accessible and enjoyable. However, post-test scores did not reflect
the absorption rate I had anticipated or hoped for. I did not design these activities to
include the students actually writing, with the exception of the final activity that was a
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writing assignment. I believe this was an error on my part. In retrospect, I think having
the students writing more, along with the oral participation, would have yielded more
vocabulary acquisition.
Comparison of No Instruction and Robust Vocabulary Instruction
Seventy-one percent of the target words were answered correctly on the no
instruction pre-test and 40% of the target words were answered correctly on the robust
vocabulary instruction pre-test. The no instruction post-test and delayed post-test scores
decreased in accuracy to 68% and 53% respectively. The participants‘ ability to correctly
assign meaning to the target words without instruction worsened after reading chapter
one in To Kill a Mockingbird. This is in contrast to the results on the post-test and
delayed post-test for the robust vocabulary instruction section of the current study.
Participant accuracy in this section rose from 40% on the pre-test to 73% on the post-test
and 68% on the delayed post-test. These are significant increases in the participants‘
capacity to correctly connect the target words to meaning after reading chapter two in To
Kill a Mockingbird.
Open-ended Questionnaire
The open-ended questionnaire offered the participants the opportunity to express
their subjective thoughts about the strategy of no instruction in learning new vocabulary
as well as the robust vocabulary approach to learning new words. The questionnaires
revealed a definite preference for the robust vocabulary instruction over the no instruction
method of the current study. In addition, I was pleasantly surprised by students‘ measure
of success, which did not necessarily include acquiring all of the target words. This was
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aptly illustrated in one participant‘s response to a question about the experience of
making an educated guess about the meaning of a word in a story without instruction: ―Is
kind of fun, because you have to be aware of the context in order to understand the word.
Even when I haven‘t use all of the word in this study, I‘ve used some in the correct
context.‖
The most common theme in the participants‘ responses was about the use of
context. Not only did the students enjoy using context, but they also overwhelmingly
stated it enhanced memory and was preferable and more useful than no instruction and
other vocabulary strategies they had tried. When asked about the experience of making
an educated guess about the meaning of a word in a story without instruction, one
participant stated, ―Guessing is awesome opportunity to learn words.‖ The clues
provided by context interested the students in the current study and kept their interest.
One participant commented that guessing the meaning of a word in context is a desirable
way to learn ―because you want to learn the word, you go in the curiosity to know what
means.‖ In response to the same question, another participant stated, ―Looking in the
dictionary every time you don‘t know a word it kind of cuts the story but when you can
guess the meaning it makes the process easier.‖
Frequency of exposure to the target words was another theme in the participants‘
open-ended questionnaire answers. Watching many movies and television programs,
using new words repeatedly in conversation, and hearing new words multiple times were
some of the successful strategies previously used by the participants in the current study.
They took note of the repetition and multiple exposures used in the robust vocabulary
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instruction section of the current study and connected it to their own previously
successful vocabulary learning strategies.
Only one student noted that instruction with new vocabulary was preferable to
guessing within context, adding that ―sometimes context does not explain or give a hint
about a word.‖ As an ESL instructor, I not only find this comment informative and
helpful but also consistent with Beck, et al.‘s (2002) discussion on misdirective,
nondirective, and general contexts, wherein a reader may not have enough information to
make an accurate guess about the meaning of a new word. It also leads me to reconsider
the importance of the interrelationships among words, as seen in Dubin and Olshtain‘s
(1993) work with native speakers in which they conclude that using context to guess
meanings of unknown words requires nonlinguistic background knowledge, both
topically and culturally related (as cited in Tozcu and Coady, 2004). This in and of itself
was an important factor in my choice to collect data with advanced ELLs whose
vocabulary base is already large. When asked if context is useful in making accurate
guesses about new words, one participant responded: ―Yes, because my previous
knowledge.‖
Conclusion
Both the post-test and the delayed post-test for the no instruction portion of the
current study showed a decrease in accuracy with the target words. The post-test for the
robust vocabulary instruction portion of the current study indicated a 33% rise in
accuracy and, although the delayed post-test accuracy decreased from the post-test, the
delayed post-test still showed a 28% rise in accuracy from the pre-test. Factors affecting
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the results aside, these numbers still strongly suggest that robust vocabulary instruction is
a richer and more effective way to teach and learn vocabulary than relying on incidental
vocabulary acquisition.
In the next chapter, I will discuss limitations of the current study, implications of
using robust vocabulary instruction, suggestions for further research, and thoughts on the
process of seeking out a successful method for vocabulary acquisition for ESL learners.
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CHAPTER FIVE: CONCLUSION

The core question of the current study is: how does robust vocabulary instruction
using tier-two words – essential vocabulary for literacy – compare with incidental
vocabulary acquisition in adult international, academically-focused English language
learners in the context of reading at an advanced level? Although Beck, McKeown, and
Kucan‘s (2002, 2008) robust vocabulary instruction was developed for native English
speakers, they do include a brief section (2002) on the applicability of their work to
English-language learners, and it was this section that first caught my attention. Chapter
Five will discuss limitations of the current study, implications of using robust vocabulary
instruction, suggestions for further research, and thoughts on the process of seeking out a
successful method for vocabulary acquisition for ESL learners.
As an ESL teacher working with adult learners who are under a great deal of
pressure to pass university entrance examinations that require academic vocabulary
knowledge, I searched for a more successful way to introduce and use new vocabulary in
the classroom. My students often use the word ―memorize‖ when talking about the
academic vocabulary they need to pass their examinations. The frustration I witnessed
emerging from students trying to memorize long lists of academic words and their
definitions led me to believe that the method of memorization was ineffective. It did very
little for their ability to understand and use these words in context.
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I chose To Kill a Mockingbird by Harper Lee (1960) because it is often an integral
part of the curriculum for the advanced reading class in which the current study was
conducted. It is a book that all my previous students have enjoyed and handled quite
well. Relying heavily on many of the strategies outlined in Beck, McKeown, and
Kucan‘s Bringing Words to Live, Robust Vocabulary Instruction (2002) and Creating
Robust Vocabulary Instruction: Frequently Asked Questions & Extended Examples
(2008), I created multiple exposures to the target words. This included a writing
assignment using the target words as an extension to the class work. The results of the
robust vocabulary instruction strategies were compared to the results of the no instruction
section of the current study.
Results
The students were tested on the target words before and after the two readings. I
also incorporated an open-ended questionnaire to survey the students‘ preferences
between no instruction on target words and the use of robust vocabulary instruction using
a different set of target words. The percent of accurate acquisition of the target words
was lower than I had anticipated for the robust vocabulary section of the current study
(73% post-test and 68% delayed post-test), but it did show a significant increase from the
pre-test and a definite higher rate of understanding vs. the no instruction section, which
helped me to determine that the work of Beck, et al. was beneficial and worked well with
English-language learners. I believe that the participants‘ performance would have
shown an even higher success rate except for environmental and personal obstacles to
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their learning. Summer heat, lack of motivation, and lack of focus all influenced the
entire study.
Limitations of the Current Study
Working with foreign students living in the United States is quite wonderful on
many levels but also challenging. Students are affected by factors such as loneliness,
pressure from their families and sponsors, cultural challenges, communication frustration,
and school burn out, to name a few. I have mentioned that the participants were enrolled
in the most advanced ESL reading class that the university has to offer. Many of them
had already moved on in their minds to being ready for university degree programs. This
was their main goal and their number one priority. It was a challenge to ensure that each
participant was present for each part of the study and there were a couple times that I had
to accommodate students who could not or chose not to come to class. This was
definitely disruptive to the process.
The current study took place in June and July in Austin, Texas, which
experienced the hottest summer on record and extreme drought conditions. These
conditions affected everyone negatively. Concentration and productivity levels were
down and irritability levels were up. The students were not immune to these effects.
Even though they could openly discuss what they were feeling, they could not always
control their ability to stay focused during class or during the current study.
I believe that the overall acquisition rate would have been higher except for one
outstanding problem: motivation. The advanced reading class in which I conducted the
current study was the highest level for the university‘s ESL reading courses. Several of
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the students were repeating this course, following a successful completion of it in the
prior semester, to maintain their visa status while they applied for admission to an
American university. They freely admitted a lack of motivation and lack of focus in the
class because their priority was gaining admission to a university lest their sponsors
revoke their funding. Often, at this point in the students‘ learning of English, their
sponsors are not concerned with ESL grades; only with admission to a university degree
program. Therefore, the students are not overly concerned with grades. The fact that I
told them that their class grades would in no way be affected by their participation in the
current study, I believe, lessened their attention to the details of the assessment tests.
Implications for Vocabulary Instruction and Acquisition
The role of vocabulary in second language acquisition has changed over time.
Vocabulary was central in the Grammar-Translation Method and the Direct Method.
Vocabulary was de-emphasized in the Audiolingual Method. The Communicative
Approaches and the Natural Approach, also placed little emphasis on vocabulary (Tozcu
& Coady, 2004). Coady (1997) states that teachers tend to believe grammar difficult to
learn and vocabulary easily and naturally learned from reading with no instruction
required (as cited in Tozcu & Coady, 2004, p. 476). Beck et al.‘s (2002, 2008) work
enriched the linguistic community when they introduced robust vocabulary instruction for
L1 learners. It has also caught the attention of ESL instructors. Many researchers now
concur that engaging with vocabulary within context, in rich and meaningful ways, is a
necessary means for helping both L1 and L2 students process words.
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Even though the outcomes of my classroom research were affected by
uncontrollable factors, they still show that robust vocabulary instruction is effective for
the successful learning of new vocabulary, especially when compared with no instruction.
The nature of repeated interaction with new words and the use of context are especially
important for reading comprehension. Even with the negative effects of outside factors,
my research shows that the intensive strategies provided by Beck et al. (2002, 2008) are
effective for vocabulary acquisition and the decoding of context.
Beck et al.‘s enjoyable methods that stress ―relationships of words‖ and ―student
friendly‖ definitions are attractive and appealing, especially to students who welcome a
classroom environment that decreases their stress. The methods I adapted from the work
of Beck et al. quickly became familiar to the learners and the repeated exposures to the
target words reinforced meaning. The participants seemed to enjoy the process and found
the strategies easy, accessible, and fun.
Suggestions for Further Research
ELLs find idiomatic language and regional dialects in English daunting in ways
that L1 learners do not. Beck, McKeown, and Kucan (2002, 2008) recommend specific
strategies for working with tier-two words. In my opinion, Beck et al.‘s work with robust
vocabulary instruction could quite successfully be expanded to include instruction and
learning of English idioms and dialects.
To Kill a Mockingbird is set in the south and the dialogue reflects the speech of
the region. The changes in pronunciation and/or spelling of words, known and unknown
to ELLs, can cause confusion and interfere with reading comprehension. Lee‘s book also
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includes idiomatic language. For example, in chapter 7, the idiom ―walked on eggs‖ is
used. I cannot automatically assume that my students would know this means to walk
very carefully.
Beck et al. (2002) created a vocabulary instruction and acquisition method for L1
learners whose needs include tier-two words (necessary for academic success). These are
also applicable to the needs of ELLs. However, ELLs also require a wider base of
instruction that includes help with meanings that come naturally to native English
speakers (idioms and dialects, for example). The results of the current study suggest that
robust vocabulary instruction could be used for teaching idiomatic speech and dialects of
English. Developing curricula for these areas of English is an important undertaking for
the future.
The results of the current study are exciting to me. I have already begun to refine
my own teaching practices with my current students. I continue to use the robust
vocabulary instruction strategies developed by Beck, et al. (2002, 2008), keeping in mind
the results of the current study as well as the factors that affected the results. I believe
my current and future students do and will benefit from my own learning, as well as my
awareness of their limitations, including motivation. I recently attended a workshop at
the TexTESOL conference in Austin, Texas. One of the keynote speakers is a leading
researcher in vocabulary acquisition. His thoughts are congruent with robust vocabulary
instruction and helped me to know that my interests and my teaching practices involving
vocabulary acquisition are supported. The results of my study, as well as the factors
affecting the results, also carry important implications for other ESL teachers. I am
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enjoying implementing what I‘m learning and collaborating with my colleagues on the
future of vocabulary instruction for ELLs.
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APPENDIX A: PRE-/POST-TEST FOR NO INSTRUCTION
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Pre-test (quantitative data collection):
Directions: Please match the words on the left with the definitions on the right. There
are more definitions than words.
Post-test (quantitative data collection immediately following the reading):
Directions: You are taking the same test as the pre-test. Please match the words on the
right with the definitions on the right. There are more definitions than words. You may
refer to the reading while completing these.
Scold___
a. Large in scale
Malevolent___
b. Uninteresting
Jutted___
c. Went beyond something
Vapid___
d. Having an intent to do harm to others
Nebulous___
e. A special liking for something
Beadle___
f. Exciting
Epic___
g. A woman‘s dress
Predilection___
h. Tightly fitting undergarment
Domiciled___
i. A cloud
Corset___
j. Refers to where someone lives
k. A minor city officer
l. Unclear
m. Someone who complains a lot
Directions: Please write as complete a definition as you can for the words set in bold
type and underlined in the following sentences.
1. The damage caused by the hurricane was epic.
Meaning of epic: _______________________________________________________
_____________________________________________________________________
2. The teenage girls‘ vapid conversation put me to sleep.
Meaning of vapid: _____________________________________________________
_____________________________________________________________________
3. Karen‘s chin jutted out quite far from the rest of her head.
Meaning of jutted: _____________________________________________________
_____________________________________________________________________
4. The malevolent expression on the bank robber‘s face told everyone he was
serious.
Meaning of malevolent: _________________________________________________
_____________________________________________________________________
5. My employer‘s predilection for giving bonuses to employees is appreciated by
everyone.
Meaning of predilection: ________________________________________________
_____________________________________________________________________
6. The corsets worn in the 15th century accentuated a woman‘s curves.
Meaning of corsets: ____________________________________________________
_____________________________________________________________________
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7. Domiciled in South Africa for 10 years, Mr. Santizi finally returned to his country
of birth.
Meaning of domiciled: __________________________________________________
_____________________________________________________________________
8. The young man began his career as a city beadle, quickly advancing to become
the chief of police within five years.
Meaning of beadle: ____________________________________________________
_____________________________________________________________________
9. She was the town scold, who never had a good thing to say about anyone.
Meaning of scold: _____________________________________________________
_____________________________________________________________________
10. Though her face is nebulous in my mind, I can still recall the smell of her
perfume.
Meaning of nebulous: ___________________________________________________
_____________________________________________________________________
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APPENDIX B: DELAYED POST-TEST FOR NO INSTRUCTION
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Delayed Post-test (quantitative data collection):
Directions: Please match the words on the right with the definitions on the right. There
are more definitions than words.
Chapter One Selection Vocabulary
1. malevolent___
a. vague; indistinct; ill defined
2. nebulous___
b. where someone lives
3. scold___
c. city official who preserves order
4. vapid___
d. evil; having or exhibiting hatred
5. epic___
e. a weather condition
6. jutted___
f. a close-fitting body garment
7. beadle___
g. someone who finds fault in other people
8. corsets___
h. amiable; harmless
9. predilection___
i. disinterest; aversion
10. domiciled___
j. grand; huge
k. extended; lengthened
l. a preference for something
m. dull; boring
Directions: Please write as complete a definition as you can for the words set in bold
type and underlined in the following sentences. These are the original sentences in the
selection you read from To Kill a Mockingbird.
1. Our battles were epic and one-sided.
Meaning of epic: _______________________________________________________
_____________________________________________________________________
2. But by the end of August our repertoire was vapid from countless reproductions,
and it was then that Dill gave us the idea of making Boo Radley come out.
Meaning of vapid: _____________________________________________________
_____________________________________________________________________
3. The Radley Place jutted into a sharp curve beyond our house.
Meaning of jutted: _____________________________________________________
_____________________________________________________________________
4. Inside the house lived a malevolent phantom.
Meaning of malevolent: _________________________________________________
_____________________________________________________________________
5. The Radleys, welcome anywhere in town, kept to themselves, a predilection
unforgivable in Maycomb.
Meaning of predilection: ________________________________________________
_____________________________________________________________________
6. Of all days Sunday was the day for formal afternoon visiting: ladies wore corsets,
men wore coats, children wore shoes.
Meaning of corsets: ____________________________________________________
_____________________________________________________________________
7. According to neighborhood legend, when the younger Radley boy was in his
teens he became acquainted with some of the Cunninghams from Old Sarum, an
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enormous and confusing tribe domiciled in the northern part of the county, and
they formed the nearest thing to a gang ever seen in Maycomb.
Meaning of domiciled: __________________________________________________
_____________________________________________________________________
8. One night, in an excessive spurt of high spirits, the boys backed around the square
in a borrowed flivver, resisted arrest by Maycomb‘s ancient beadle, Mr. Conner,
and locked him in the courthouse outhouse.
Meaning of beadle: ____________________________________________________
_____________________________________________________________________
9. So Jem received most of his information from Miss Stephanie Crawford, a
neighborhood scold, who said she knew the whole thing. According to Miss
Stephanie, Boo was sitting in the livingroom cutting some items from The
Maycomb Tribune to paste in his scrapbook.
Meaning of scold: _____________________________________________________
_____________________________________________________________________
10. Boo‘s transition from the basement to back home was nebulous in Jem‘s
memory.
Meaning of nebulous: ___________________________________________________
_____________________________________________________________________
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Selection from Chapter One, To Kill a Mockingbird, by Harper Lee
We lived on the main residential street in town— Atticus, Jem and I, plus Calpurnia
our cook. Jem and I found our father satisfactory: he played with us, read to us, and
treated us with courteous detachment.
Calpurnia was something else again. She was all angles and bones; she was
nearsighted; she squinted; her hand was wide as a bed slat and twice as hard. She was
always ordering me out of the kitchen, asking me why I couldn‘t behave as well as Jem
when she knew he was older, and calling me home when I wasn‘t ready to come. Our
battles were epic and one-sided. Calpurnia always won, mainly because Atticus always
took her side. She had been with us ever since Jem was born, and I had felt her tyrannical
presence as long as I could remember.
Our mother died when I was two, so I never felt her absence. She was a Graham
from Montgomery; Atticus met her when he was first elected to the state legislature. He
was middle-aged then, she was fifteen years his junior. Jem was the product of their first
year of marriage; four years later I was born, and two years later our mother died from a
sudden heart attack. They said it ran in her family. I did not miss her, but I think Jem did.
He remembered her clearly, and sometimes in the middle of a game he would sigh at
length, then go off and play by himself behind the car-house. When he was like that, I
knew better than to bother him.
When I was almost six and Jem was nearly ten, our summertime boundaries (within
calling distance of Calpurnia) were Mrs. Henry Lafayette Dubose‘s house two doors to
the north of us, and the Radley Place three doors to the south. We were never tempted to
break them. The Radley Place was inhabited by an unknown entity the mere description
of whom was enough to make us behave for days on end; Mrs. Dubose was plain hell.
That was the summer Dill came to us.
Early one morning as we were beginning our day‘s play in the back yard, Jem and I
heard something next door in Miss Rachel Haverford‘s collard patch. We went to the
wire fence to see if there was a puppy— Miss Rachel‘s rat terrier was expecting—
instead we found someone sitting looking at us. Sitting down, he wasn‘t much higher
than the collards. We stared at him until he spoke:
―Hey.‖
―Hey yourself,‖ said Jem pleasantly.
―I‘m Charles Baker Harris,‖ he said. ―I can read.‖
―So what?‖ I said.
―I just thought you‘d like to know I can read. You got anything needs readin‗ I can
do it...‖
―How old are you,‖ asked Jem, ―four-and-a-half?‖
―Goin‗ on seven.‖
―Shoot no wonder, then,‖ said Jem, jerking his thumb at me. ―Scout yonder‘s been
readin‗ ever since she was born, and she ain‘t even started to school yet. You look right
puny for goin‘ on seven.‖
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―I‘m little but I‘m old,‖ he said.
Jem brushed his hair back to get a better look. ―Why don‘t you come over, Charles
Baker Harris?‖ he said. ―Lord, what a name.‖
―‗s not any funnier‘n yours. Aunt Rachel says your name‘s Jeremy Atticus Finch.‖
Jem scowled. ―I‘m big enough to fit mine,‖ he said. ―Your name‘s longer‘n you are.
Bet it‘s a foot longer.‖
―Folks call me Dill,‖ said Dill, struggling under the fence. ―Do better if you go over
it instead of under it,‖ I said. ―Where‘d you come from?‖
Dill was from Meridian, Mississippi, was spending the summer with his aunt, Miss
Rachel, and would be spending every summer in Maycomb from now on. His family was
from Maycomb County originally, his mother worked for a photographer in Meridian,
had entered his picture in a Beautiful Child contest and won five dollars. She gave the
money to Dill, who went to the picture show twenty times on it.
―Don‘t have any picture shows here, except Jesus ones in the courthouse
sometimes,‖ said Jem. ―Ever see anything good?‖
Dill had seen Dracula, a revelation that moved Jem to eye him with the beginning
of respect. ―Tell it to us,‖ he said.
Dill was a curiosity. He wore blue linen shorts that buttoned to his shirt, his hair
was snow white and stuck to his head like duckfluff; he was a year my senior but I
towered over him. As he told us the old tale his blue eyes would lighten and darken; his
laugh was sudden and happy; he habitually pulled at a cowlick in the center of his
forehead.
When Dill reduced Dracula to dust, and Jem said the show sounded better than the
book, I asked Dill where his father was: ―You ain‘t said anything about him.‖
―I haven‘t got one.‖
―Is he dead?‖
―No...‖
―Then if he‘s not dead you‘ve got one, haven‘t you?‖
Dill blushed and Jem told me to hush, a sure sign that Dill had been studied and
found acceptable. Thereafter the summer passed in routine contentment. Routine
contentment was: improving our treehouse that rested between giant twin chinaberry
trees in the back yard, fussing, running through our list of dramas based on the works of
Oliver Optic, Victor Appleton, and Edgar Rice Burroughs. In this matter we were lucky
to have Dill. He played the character parts formerly thrust upon me— the ape in Tarzan,
Mr. Crabtree in The Rover Boys, Mr. Damon in Tom Swift. Thus we came to know Dill as
a pocket Merlin, whose head teemed with eccentric plans, strange longings, and quaint
fancies.
But by the end of August our repertoire was vapid from countless reproductions,
and it was then that Dill gave us the idea of making Boo Radley come out.
The Radley Place fascinated Dill. In spite of our warnings and explanations it
drew him as the moon draws water, but drew him no nearer than the light-pole on the
corner, a safe distance from the Radley gate. There he would stand, his arm around the fat
pole, staring and wondering.
The Radley Place jutted into a sharp curve beyond our house. Walking south, one faced
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its porch; the sidewalk turned and ran beside the lot. The house was low, was once white
with a deep front porch and green shutters, but had long ago darkened to the color of the
slate-gray yard around it. Rain-rotted shingles drooped over the eaves of the veranda; oak
trees kept the sun away. The remains of a picket drunkenly guarded the front yard— a
―swept‖ yard that was never swept— where johnson grass and rabbit-tobacco grew in
abundance.
Inside the house lived a malevolent phantom. People said he existed, but Jem and I
had never seen him. People said he went out at night when the moon was down, and
peeped in windows. When people‘s azaleas froze in a cold snap, it was because he had
breathed on them. Any stealthy small crimes committed in Maycomb were his work.
Once the town was terrorized by a series of morbid nocturnal events: people‘s chickens
and household pets were found mutilated; although the culprit was Crazy Addie, who
eventually drowned himself in Barker‘s Eddy, people still looked at the Radley Place,
unwilling to discard their initial suspicions. A Negro would not pass the Radley Place at
night, he would cut across to the sidewalk opposite and whistle as he walked. The
Maycomb school grounds adjoined the back of the Radley lot; from the Radley
chickenyard tall pecan trees shook their fruit into the schoolyard, but the nuts lay
untouched by the children: Radley pecans would kill you. A baseball hit into the Radley
yard was a lost ball and no questions asked.
The misery of that house began many years before Jem and I were born. The
Radleys, welcome anywhere in town, kept to themselves, a predilection unforgivable in
Maycomb. They did not go to church, Maycomb‘s principal recreation, but worshiped at
home; Mrs. Radley seldom if ever crossed the street for a mid-morning coffee break with
her neighbors, and certainly never joined a missionary circle. Mr. Radley walked to town
at eleven-thirty every morning and came back promptly at twelve, sometimes carrying a
brown paper bag that the neighborhood assumed contained the family groceries. I never
knew how old Mr. Radley made his living— Jem said he ―bought cotton,‖ a polite term
for doing nothing—but Mr. Radley and his wife had lived there with their two sons as
long as anybody could remember.
The shutters and doors of the Radley house were closed on Sundays, another thing
alien to Maycomb‘s ways: closed doors meant illness and cold weather only. Of all days
Sunday was the day for formal afternoon visiting: ladies wore corsets, men wore coats,
children wore shoes. But to climb the Radley front steps and call, ―He-y,‖ of a Sunday
afternoon was something their neighbors never did. The Radley house had no screen
doors. I once asked Atticus if it ever had any; Atticus said yes, but before I was born.
According to neighborhood legend, when the younger Radley boy was in his teens he
became acquainted with some of the Cunninghams from Old Sarum, an enormous and
confusing tribe domiciled in the northern part of the county, and they formed the nearest
thing to a gang ever seen in Maycomb. They did little, but enough to be discussed by the
town and publicly warned from three pulpits: they hung around the barbershop; they rode
the bus to Abbottsville on Sundays and went to the picture show; they attended dances at
the county‘s riverside gambling hell, the Dew-Drop Inn & Fishing Camp; they
experimented with stumphole whiskey. Nobody in Maycomb had nerve enough to tell
Mr. Radley that his boy was in with the wrong crowd.
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One night, in an excessive spurt of high spirits, the boys backed around the square
in a borrowed flivver, resisted arrest by Maycomb‘s ancient beadle, Mr. Conner, and
locked him in the courthouse outhouse. The town decided something had to be done; Mr.
Conner said he knew who each and every one of them was, and he was bound and
determined they wouldn‘t get away with it, so the boys came before the probate judge on
charges of disorderly conduct, disturbing the peace, assault and battery, and using
abusive and profane language in the presence and hearing of a female. The judge asked
Mr. Conner why he included the last charge; Mr. Conner said they cussed so loud he was
sure every lady in Maycomb heard them. The judge decided to send the boys to the state
industrial school, where boys were sometimes sent for no other reason than to provide
them with food and decent shelter: it was no prison and it was no disgrace. Mr. Radley
thought it was. If the judge released Arthur, Mr. Radley would see to it that Arthur gave
no further trouble. Knowing that Mr. Radley‘s word was his bond, the judge was glad to
do so.
The other boys attended the industrial school and received the best secondary
education to be had in the state; one of them eventually worked his way through
engineering school at Auburn. The doors of the Radley house were closed on weekdays
as well as Sundays, and Mr. Radley‘s boy was not seen again for fifteen years.
But there came a day, barely within Jem‘s memory, when Boo Radley was heard
from and was seen by several people, but not by Jem. He said Atticus never talked much
about the Radleys: when Jem would question him Atticus‘s only answer was for him to
mind his own business and let the Radleys mind theirs, they had a right to; but when it
happened Jem said Atticus shook his head and said, ―Mm, mm, mm.‖
So Jem received most of his information from Miss Stephanie Crawford, a
neighborhood scold, who said she knew the whole thing. According to Miss Stephanie,
Boo was sitting in the livingroom cutting some items from The Maycomb Tribune to
paste in his scrapbook. His father entered the room. As Mr. Radley passed by, Boo drove
the scissors into his parent‘s leg, pulled them out, wiped them on his pants, and resumed
his activities.
Mrs. Radley ran screaming into the street that Arthur was killing them all, but when
the sheriff arrived he found Boo still sitting in the livingroom, cutting up the Tribune. He
was thirty-three years old then.
Miss Stephanie said old Mr. Radley said no Radley was going to any asylum, when
it was suggested that a season in Tuscaloosa might be helpful to Boo. Boo wasn‘t crazy,
he was high-strung at times. It was all right to shut him up, Mr. Radley conceded, but
insisted that Boo not be charged with anything: he was not a criminal. The sheriff hadn‘t
the heart to put him in jail alongside Negroes, so Boo was locked in the courthouse
basement.
Boo‘s transition from the basement to back home was nebulous in Jem‘s memory.
Miss Stephanie Crawford said some of the town council told Mr. Radley that if he didn‘t
take Boo back, Boo would die of mold from the damp. Besides, Boo could not live
forever on the bounty of the county.
Nobody knew what form of intimidation Mr. Radley employed to keep Boo out of
sight, but Jem figured that Mr. Radley kept him chained to the bed most of the time.
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Atticus said no, it wasn‘t that sort of thing, that there were other ways of making people
into ghosts.
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Pre-test (quantitative data collection):
Directions: Please match the words on the left with the definitions on the right. There
are more definitions than words.
Post-test (quantitative data collection immediately following the reading):
Directions: You are taking the same test as the pre-test. Please match the words on the
right with the definitions on the right. There are more definitions than words. You may
refer to the reading while completing these.
1. mortification___
a. a situation that requires a lawyer
2. entailment___
b. talked
3. covey___
c. reveling in something
4. grudge___
d. a short visit
5. seceded___
e. conveniences
6. conferred___
f. aggravations
7. wallowing___
g. a group
8. indigenous___
h. resentment
9. sojourn___
i. embarrassment
10. vexations___
j. belonging to a particular area
k. came together
l. travel
m. broke away from
Directions: Please write as complete a definition as you can for the words set in bold
type and underlined in the following sentences.
1. Elephants are indigenous to Africa.
Meaning of indigenous: ____________________________________________________
_____________________________________________________________________
2. The kingdom of Belgium seceded from the Netherlands in 1830.
Meaning of seceded: _____________________________________________________
_____________________________________________________________________
3. I have been wallowing in my time off from work.
Meaning of wallowing: ___________________________________________________
_____________________________________________________________________
4. The covey of businessmen dispersed after the meeting.
Meaning of covey: _______________________________________________________
_______________________________________________________________________
5. I still hold a grudge against my brother for telling our parents I stayed out too
late.
Meaning of grudge: ______________________________________________________
_______________________________________________________________________
6. Mark conferred with his priest when he had a problem he didn‘t know how to
solve.
Meaning of conferred: ____________________________________________________
_______________________________________________________________________
7. My family‘s entailment made it difficult to figure out who owned our land.
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Meaning of entailment: ___________________________________________________
_______________________________________________________________________
8. The troublesome vexations of life are something we all have to deal with.
Meaning of vexations: ____________________________________________________
_______________________________________________________________________
9. Sherry‘s mortification after discovering that her best friend told Tom that Sherry
liked him was seen by everyone.
Meaning of mortification: __________________________________________________
________________________________________________________________________
10. My sojourn to India was too short.
Meaning of sojourn: ______________________________________________________
________________________________________________________________________
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Delayed Post-test (quantitative data collection):
Directions: Please match the vocabulary with the definitions on the right. There are
more definitions than vocabulary words.
Chapter Two Selection Vocabulary
1. vexations___
a. a legal situation regarding property
2. entailment___
b. a group
3. covey___
c. indulging in something
4. grudge___
d. a brief, temporary stay
5. seceded___
e. conveniences
6. conferred___
f. irritations or annoyances
7. wallowing___
g. flock of birds
8. indigenous___
h. bad feelings; animosity
9. sojourn___
i. a feeling of shame or humiliation
10. mortification___
j. occurring or living naturally in an area
k. discussed something
l. alien; foreign
m. withdrew from an alliance; split away from
Directions: Please write as complete a definition as you can for the words set in bold
type and underlined in the following sentences. These are the original sentences in the
selection you read from To Kill a Mockingbird.
1. The class murmured apprehensively, should she prove to harbor her share of the
peculiarities indigenous to that region.
Meaning of indigenous: ____________________________________________________
_____________________________________________________________________
2. When Alabama seceded from the Union on January 11, 1861, Winston County
seceded from Alabama, and every child in Maycomb County knew it.
Meaning of seceded: _____________________________________________________
_____________________________________________________________________
3. I never deliberately learned to read, but somehow I had been wallowing illicitly in
the daily papers.
Meaning of wallowing: ___________________________________________________
_____________________________________________________________________
4. I knew I had annoyed Miss Caroline, so I let well enough alone and stared out the
window until recess when Jem cut me from the covey of first-graders in the
schoolyard.
Meaning of covey: _______________________________________________________
_______________________________________________________________________
5. ―Everybody who goes home to lunch hold up your hands,‖ said Miss Caroline,
breaking into my new grudge against Calpurnia.
Meaning of grudge: ______________________________________________________
_______________________________________________________________________
6. Miss Caroline and I had conferred twice already, and they were looking at me in
the innocent assurance that familiarity breeds understanding.
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Meaning of conferred: ____________________________________________________
_______________________________________________________________________
7. After a dreary conversation in our livingroom one night about his entailment,
before Mr. Cunningham left he said, ―Mr. Finch, I don‘t know when I‘ll ever be
able to pay you.‖
Meaning of entailment: ___________________________________________________
_______________________________________________________________________
8. Entailment was only a part of Mr. Cunningham‘s vexations.
Meaning of vexations: ____________________________________________________
_______________________________________________________________________
9. If I could have explained these things to Miss Caroline, I would have saved
myself some inconvenience and Miss Caroline subsequent mortification, but it
was beyond my ability to explain things as well as Atticus, so I said, ―You‘re
shamin‗ him, Miss Caroline. Walter hasn‘t got a quarter at home to bring you, and
you can‘t use any stovewood.‖
Meaning of mortification: __________________________________________________
________________________________________________________________________
10. My sojourn in the corner was a short one.
Meaning of sojourn: ______________________________________________________
________________________________________________________________________
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Selection from Chapter Two, To Kill a Mockingbird, by Harper Lee
Miss Caroline was no more than twenty-one. She had bright auburn hair, pink
cheeks, and wore crimson fingernail polish. She also wore high-heeled pumps and a redand-white-striped dress. She looked and smelled like a peppermint drop. She boarded
across the street one door down from us in Miss Maudie Atkinson‘s upstairs front room,
and when Miss Maudie introduced us to her, Jem was in a haze for days.
Miss Caroline printed her name on the blackboard and said, ―This says I am Miss
Caroline Fisher. I am from North Alabama, from Winston County.‖ The class murmured
apprehensively, should she prove to harbor her share of the peculiarities indigenous to
that region. (When Alabama seceded from the Union on January 11, 1861, Winston
County seceded from Alabama, and every child in Maycomb County knew it.) North
Alabama was full of Liquor Interests, Big Mules, steel companies, Republicans,
professors, and other persons of no background. Miss Caroline began the day by reading
us a story about cats. The cats had long conversations with one another, they wore
cunning little clothes and lived in a warm house beneath a kitchen stove. By the time
Mrs. Cat called the drugstore for an order of chocolate malted mice the class was
wriggling like a bucketful of catawba worms. Miss Caroline seemed unaware that the
ragged, denim-shirted and floursack-skirted first grade, most of whom had chopped
cotton and fed hogs from the time they were able to walk, were immune to imaginative
literature. Miss Caroline came to the end of the story and said, ―Oh, my, wasn‘t that
nice?‖
Then she went to the blackboard and printed the alphabet in enormous square
capitals, turned to the class and asked, ―Does anybody know what these are?‖
Everybody did; most of the first grade had failed it last year.
I suppose she chose me because she knew my name; as I read the alphabet a faint
line appeared between her eyebrows, and after making me read most of My First Reader
and the stock-market quotations from The Mobile Register aloud, she discovered that I
was literate and looked at me with more than faint distaste. Miss Caroline told me to tell
my father not to teach me any more, it would interfere with my reading.
―Teach me?‖ I said in surprise. ―He hasn‘t taught me anything, Miss Caroline.
Atticus ain‘t got time to teach me anything,‖ I added, when Miss Caroline smiled and
shook her head. ―Why, he‘s so tired at night he just sits in the livingroom and reads.‖
―If he didn‘t teach you, who did?‖ Miss Caroline asked good-naturedly.
―Somebody did. You weren‘t born reading The Mobile Register.‖
―Jem says I was. He read in a book where I was a Bullfinch instead of a Finch. Jem
says my name‘s really Jean Louise Bullfinch, that I got swapped when I was born and
I‘m really a-‖
Miss Caroline apparently thought I was lying. ―Let‘s not let our imaginations run
away with us, dear,‖ she said. ―Now you tell your father not to teach you any more. It‘s
best to begin reading with a fresh mind. You tell him I‘ll take over from here and try to
undo the damage-‖
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―Ma‘am?‖
―Your father does not know how to teach. You can have a seat now.‖
I mumbled that I was sorry and retired meditating upon my crime. I never deliberately
learned to read, but somehow I had been wallowing illicitly in the daily papers. In the
long hours of church—was it then I learned? I could not remember not being able to read
hymns. Now that I was compelled to think about it, reading was something that just came
to me, as learning to fasten the seat of my union suit without looking around, or achieving
two bows from a snarl of shoelaces. I could not remember when the lines above Atticus‘s
moving finger separated into words, but I had stared at them all the evenings in my
memory, listening to the news of the day, Bills to Be Enacted into Laws, the diaries of
Lorenzo Dow—anything Atticus happened to be reading when I crawled into his lap
every night. Until I feared I would lose it, I never loved to read. One does not love
breathing.
I knew I had annoyed Miss Caroline, so I let well enough alone and stared out the
window until recess when Jem cut me from the covey of first-graders in the schoolyard.
He asked how I was getting along. I told him.
―If I didn‘t have to stay I‘d leave. Jem, that damn lady says Atticus‘s been teaching
me to read and for him to stop it-‖
―Don‘t worry, Scout,‖ Jem comforted me. ―Our teacher says Miss Caroline‘s
introducing a new way of teaching. She learned about it in college. It‘ll be in all the
grades soon. You don‘t have to learn much out of books that way—it‘s like if you wanta
learn about cows, you go milk one, see?‖
―Yeah Jem, but I don‘t wanta study cows, I-‖
―Sure you do. You hafta know about cows, they‘re a big part of life in Maycomb
County.‖
I contented myself with asking Jem if he‘d lost his mind.
―I‘m just trying to tell you the new way they‘re teachin‗ the first grade, stubborn.
It‘s the Dewey Decimal System.‖
Having never questioned Jem‘s pronouncements, I saw no reason to begin now.
The Dewey Decimal System consisted, in part, of Miss Caroline waving cards at us on
which were printed ―the,‖ ―cat,‖ ―rat,‖ ―man,‖ and ―you.‖ No comment seemed to be
expected of us, and the class received these impressionistic revelations in silence. I was
bored, so I began a letter to Dill. Miss Caroline caught me writing and told me to tell my
father to stop teaching me. ―Besides,‖ she said. ―We don‘t write in the first grade, we
print. You won‘t learn to write until you‘re in the third grade.‖
Calpurnia was to blame for this. It kept me from driving her crazy on rainy days, I
guess. She would set me a writing task by scrawling the alphabet firmly across the top of
a tablet, then copying out a chapter of the Bible beneath. If I reproduced her penmanship
satisfactorily, she rewarded me with an open-faced sandwich of bread and butter and
sugar. In Calpurnia‘s teaching, there was no sentimentality: I seldom pleased her and she
seldom rewarded me.
―Everybody who goes home to lunch hold up your hands,‖ said Miss Caroline,
breaking into my new grudge against Calpurnia.
The town children did so, and she looked us over. ―Everybody who brings his lunch
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put it on top of his desk.‖
Molasses buckets appeared from nowhere, and the ceiling danced with metallic
light. Miss Caroline walked up and down the rows peering and poking into lunch
containers, nodding if the contents pleased her, frowning a little at others. She stopped at
Walter Cunningham‘s desk. ―Where‘s yours?‖ she asked.
Walter Cunningham‘s face told everybody in the first grade he had hookworms. His
absence of shoes told us how he got them. People caught hookworms going barefooted in
barnyards and hog wallows. If Walter had owned any shoes he would have worn them the
first day of school and then discarded them until mid-winter. He did have on a clean shirt
and neatly mended overalls.
―Did you forget your lunch this morning?‖ asked Miss Caroline. Walter looked
straight ahead. I saw a muscle jump in his skinny jaw.
―Did you forget it this morning?‖ asked Miss Caroline. Walter‘s jaw twitched
again.
―Yeb‘m,‖ he finally mumbled.
Miss Caroline went to her desk and opened her purse. ―Here‘s a quarter,‖ she said
to Walter. ―Go and eat downtown today. You can pay me back tomorrow.‖
Walter shook his head. ―Nome thank you ma‘am,‖ he drawled softly.
Impatience crept into Miss Caroline‘s voice: ―Here Walter, come get it.‖
Walter shook his head again.
When Walter shook his head a third time someone whispered, ―Go on and tell her,
Scout.‖
I turned around and saw most of the town people and the entire bus delegation
looking at me. Miss Caroline and I had conferred twice already, and they were looking
at me in the innocent assurance that familiarity breeds understanding.
I rose graciously on Walter‘s behalf: ―Ah—Miss Caroline?‖ ―What is it, Jean
Louise?‖ ―Miss Caroline, he‘s a Cunningham.‖ I sat back down.
―What, Jean Louise?‖
I thought I had made things sufficiently clear. It was clear enough to the rest of us:
Walter Cunningham was sitting there lying his head off. He didn‘t forget his lunch, he
didn‘t have any. He had none today nor would he have any tomorrow or the next day. He
had probably never seen three quarters together at the same time in his life.
I tried again: ―Walter‘s one of the Cunninghams, Miss Caroline.‖
―I beg your pardon, Jean Louise?‖
―That‘s okay, ma‘am, you‘ll get to know all the county folks after a while. The
Cunninghams never took anything they can‘t pay back—no church baskets and no scrip
stamps. They never took anything off of anybody, they get along on what they have.
They don‘t have much, but they get along on it.‖
My special knowledge of the Cunningham tribe—one branch, that is—was gained
from events of last winter. Walter‘s father was one of Atticus‘s clients. After a dreary
conversation in our livingroom one night about his entailment, before Mr. Cunningham
left he said, ―Mr. Finch, I don‘t know when I‘ll ever be able to pay you.‖
―Let that be the least of your worries, Walter,‖ Atticus said.
When I asked Jem what entailment was, and Jem described it as a condition of
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having your tail in a crack, I asked Atticus if Mr. Cunningham would ever pay us.
―Not in money,‖ Atticus said, ―but before the year‘s out I‘ll have been paid. You
watch.‖
We watched. One morning Jem and I found a load of stovewood in the back yard.
Later, a sack of hickory nuts appeared on the back steps. With Christmas came a crate of
smilax and holly. That spring when we found a crokersack full of turnip greens, Atticus
said Mr. Cunningham had more than paid him.
―Why does he pay you like that?‖ I asked.
―Because that‘s the only way he can pay me. He has no money.‖
―Are we poor, Atticus?‖
Atticus nodded. ―We are indeed.‖
Jem‘s nose wrinkled. ―Are we as poor as the Cunninghams?‖
―Not exactly. The Cunninghams are country folks, farmers, and the crash hit them
hardest.‖
Atticus said professional people were poor because the farmers were poor. As
Maycomb County was farm country, nickels and dimes were hard to come by for doctors
and dentists and lawyers. Entailment was only a part of Mr. Cunningham‘s vexations.
The acres not entailed were mortgaged to the hilt, and the little cash he made went to
interest. If he held his mouth right, Mr. Cunningham could get a WPA job, but his land
would go to ruin if he left it, and he was willing to go hungry to keep his land and vote as
he pleased. Mr. Cunningham, said Atticus, came from a set breed of men.
As the Cunninghams had no money to pay a lawyer, they simply paid us with what
they had. ―Did you know,‖ said Atticus, ―that Dr. Reynolds works the same way? He
charges some folks a bushel of potatoes for delivery of a baby. Miss Scout, if you give
me your attention I‘ll tell you what entailment is. Jem‘s definitions are very nearly
accurate sometimes.‖
If I could have explained these things to Miss Caroline, I would have saved myself
some inconvenience and Miss Caroline subsequent mortification, but it was beyond my
ability to explain things as well as Atticus, so I said, ―You‘re shamin‗ him, Miss
Caroline. Walter hasn‘t got a quarter at home to bring you, and you can‘t use any
stovewood.‖
Miss Caroline stood stock still, then grabbed me by the collar and hauled me back
to her desk. ―Jean Louise, I‘ve had about enough of you this morning,‖ she said. ―You‘re
starting off on the wrong foot in every way, my dear. Hold out your hand.‖
I thought she was going to spit in it, which was the only reason anybody in
Maycomb held out his hand: it was a time-honored method of sealing oral contracts.
Wondering what bargain we had made, I turned to the class for an answer, but the class
looked back at me in puzzlement. Miss Caroline picked up her ruler, gave me half a
dozen quick little pats, then told me to stand in the corner. A storm of laughter broke
loose when it finally occurred to the class that Miss Caroline had whipped me.
When Miss Caroline threatened it with a similar fate the first grade exploded again,
becoming cold sober only when the shadow of Miss Blount fell over them. Miss Blount,
a native Maycombian as yet uninitiated in the mysteries of the Decimal System, appeared
at the door hands on hips and announced: ―If I hear another sound from this room I‘ll
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burn up everybody in it. Miss Caroline, the sixth grade cannot concentrate on the
pyramids for all this racket!‖
My sojourn in the corner was a short one. Saved by the bell, Miss Caroline
watched the class file out for lunch. As I was the last to leave, I saw her sink down into
her chair and bury her head in her arms. Had her conduct been more friendly toward me,
I would have felt sorry for her. She was a pretty little thing.
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Word

Definition

Sentence From the
Reading

indigenous

Native to a place. Born in a
particular place.

The class murmured
apprehensively, should she
prove to harbor her share of
the peculiarities indigenous
to that region.

secede

To withdraw from an
alliance or union. To
become independent.

When Alabama seceded
from the Union on January
11, 1861, Winston County
seceded from Alabama, and
every child in Maycomb
County knew it.

wallow

To take part in an activity
for pleasure.

I never deliberately learned
to read, but somehow I had
been wallowing illicitly in
the daily papers.

convey

A small group of people.

I knew I had annoyed Miss
Caroline, so I let well
enough alone and stared out
the window until recess
when Jem cut me from the
covey of first-graders in the
schoolyard.

grudge

A feeling of dislike for
someone because you feel
they have harmed you in
some way.

―Everybody who goes home
to lunch hold up your
hands,‖ said Miss Caroline,
breaking into my new
grudge against Calpurnia.

confer

To discuss something with
someone so that everyone is
able to express their
opinions.

Miss Caroline and I had
conferred twice already,
and they were looking at me
in the innocent assurance
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that familiarity breeds
understanding.

entailment

A limitation on the
succession of land/property
where the property is passed
to only certain people rather
than all heirs.

After a dreary conversation
in our livingroom one night
about his entailment,
before Mr. Cunningham left
he said, ―Mr. Finch, I don‘t
know when I‘ll ever be able
to pay you.‖

vexation

Something that is irritating,
annoying, or worrisome.

Entailment was only a part
of Mr. Cunningham‘s
vexations.

mortification

A strong feeling of
embarrassment.

If I could have explained
these things to Miss
Caroline, I would have
saved myself some
inconvenience and Miss
Caroline subsequent
mortification, but it was
beyond my ability to
explain things as well as
Atticus, so I said, ―You‘re
shamin‗ him, Miss Caroline.
Walter hasn‘t got a quarter
at home to bring you, and
you can‘t use any
stovewood.‖

sojourn

A short period of time that
you stay in a place that is
not your home.

My sojourn in the corner
was a short one.

Discussion Starters:


Which of these words best illustrates what the reading selection is about? Why?
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Because Winston County seceded from Alabama, what might be considered
indigenous to Winston County?
How do you think Scout‘s learning to read relates to her wallowing in the daily
papers
Why do you think Jem felt it necessary to separate Scout from the covey of firstgraders?
What made Scout hold a grudge against Calpurnia? Do you think it was a fair
grudge?
What had Scout and Miss Caroline conferred about?
Since Atticus (Scout and Jem‘s father) was a lawyer and Mr. Cunningham was
one of his clients, and knowing that entailments were related to property, what do
you think Atticus was doing for Mr. Cunningham?
If the entailment was only one of Mr. Cunningham‘s vexations, do you think he
was a happy man?
What did Miss Caroline realize that caused her mortification?
Why was Scout‘s sojourn in the corner short-lived? Do you think sojourn is an
appropriately descriptive word for her being sent to the corner because of her
behavior?
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Example/Nonexample
Indigenous


If I mention something that sounds indigenous, say ―Indigenous.‖ If not, don‘t
say anything.
Lions live in Africa.
Kangaroos can be found living in the deserts of Arizona in the United
States.
Deer are often seen in Austin.



Would you want to plant indigenous trees in your yard or foreign trees that may
take over your yard? Why?

Secede


Which of the following could secede:
Texas from the United States
France from the European Union
a 10 year old American boy from his parents

Wallow


If I say something that sounds like wallowing, say ―Wallowing.‖ If not, don‘t say
anything.
an elephant rolling in mud
a policeman giving you a ticket
an orange rolling down a hill



If you just won the lottery, would you wallow in your happiness or would the
feeling go away immediately? Why?

Covey


If I say something that sounds like a covey, say ―Covey.‖ If not, don‘t say
anything.
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a small crowd of office mates watching a training video
a high school math class
ten co-workers traveling together on a business trip
Grudge


Which would be cause for a grudge:
your mother asked you to please clean your room.
your best friend secretly asked your girlfriend out on a date.
your boss promised you a raise and then refused to give it to you.

Confer


Which would be something to confer about:
a final project for your creative writing class
the reason you got a D in your science class
the fact that you want to vacation in Hawaii and your husband wants to go
to Bermuda

Entailment


When would you be involved in an entailment:
when your brother wants to borrow your car
when your five siblings all want the land your parents owned before they
passed away
when you rob a bank

Vexation


Which of the following are examples of vexations:
a bee hive next to your front door
a neighbor who plays loud music until 3:00 o‘clock in the morning
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a work environment where everyone is kind to each other
Mortification


Which is a better example of mortification: spilling coffee on yourself during the
most important job interview of your life or slipping on your front steps without
anyone else around?

Sojourn


If my sentence sounds like a sojourn, say ―Sojourn.‖ If not, don‘t say anything.
I spent ten years traveling in Africa on my American passport.
I visited my grandmother in Hawaii for a week recently.
Our class stayed at the museum for two hours today.
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Exploring Word Relationships
Why would someone go on a sojourn in a covey?
Why would an elephant wallow in muddy water that contains indigenous plants?

If the government of Texas wanted to secede from the United States, who would it confer
with?
Would you hold a grudge if your best friend told you that you were a vexation?
Does an entailment require that you confer with an attorney?
If you got separated from your class‘ covey on a field trip, would you experience
mortification?
What kinds of vexations are indigenous to your home town?
Would you feel mortified if your wife held a grudge against you for spending too much
money on silly items?
Who would be in your covey if you were meeting with an attorney about an entailment?
After reading the following phrases, please place the number of the phrase on the
continuum below.
How surprised would you be if:
1. A plant indigenous to Brazil began growing in Alaska?
2. The region of Siberia seceded from Russia and became an independent country?
3. You saw a cat wallowing in a puddle of rain water?
4. A covey of first graders crossed the street in front of your house with two adults?
5. Your dad held a grudge against your high school social science teacher for giving
you a C- for the semester.
6. You conferred with your parents after you grew up and found out that Santa
Clause is indeed real.
7. The outcome of your family‘s entailment was that you got full ownership of your
ancestral lands and estates.
8. The boy who tries to cheat off your test every week called himself a vexation.
9. The mortification of a politician caught stealing money was broadcast on live TV.
10. A sojourn to help the poor people in India changed your life forever.
Least surprised-------------------------------------------------------------------------Most
surprised
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Student Generated Word Relationships
Students will be asked to show how two of the target words might be connected by
generating their own sentences and/or questions using the two target words.
sojourn/mortification:
wallow/covey:
grudge/confer:
vexation/secede:
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Constructing Additional Contexts Outside the Reading

What might a nomadic tribe indigenous to Africa do if they were suddenly living in New
York City?
What do you think happens to a people‘s cultural history when they secede from their
original motherland and become a new country?
Name three animals that wallow in water and/or mud to keep cool during the hottest
season of the year.
What kinds of coveys have you been part of in your lifetime?
Have you ever held a grudge against someone? What was the reason for the grudge?
Did it make you feel better or worse to keep thinking about the problem?
Have you ever conferred with something about your opinion on a matter? What was the
issue and what was the other person‘s opinion about it?
Are entailments common in your country? What happens to homes and land when
someone dies in your country? Are there ever any family fights about it?
What is the biggest vexation in your life today? How do you handle it?
Have you ever done anything that made you feel mortified? What happened and why did
you feel embarrassed about it?
What was the last sojourn you took? How long did it last? Where was it?
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APPENDIX K: STUDENT WRITING FOR ROBUST
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Writing
Directions: Using at least five of the target vocabulary words in the box, choose one of
the topics below to write about.

indigenous
grudge
confer
sojourn

secede

entailment

wallow

vexation

covey

mortification



You have just bought your dream house in a foreign country where you do not
speak the native language.



You are out walking your dog when you find a roll of $100 bills bigger than your
fist. There is a note attached with an address on it.



Your honeymoon was a disaster. You lost your passports, all your money, and
most of your clothes were stolen. It rained the entire time. You blame your new
wife and she blames you.



Your father has left his house to you in his will. Your mother has left the same
house to your brother in her will. Both of them have recently passed away and
both you and your brother want the house.



You have just moved to Los Angeles to open a new restaurant. Everyone thinks
you look exactly like Brad Pitt and you are followed everywhere by large crowds
of people.
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Revisiting the Story Context
Directions: Using the knowledge you have gained by interacting with the target words
of indigenous, seceded, wallowing, covey, grudge, conferred, entailment, vexations,
mortification, sojourn this week, let‘s revisit the sentences and contexts in which these
words were found in chapter two of To Kill a Mockingbird.
1. The class murmured apprehensively, should she prove to harbor her share of the
peculiarities indigenous to that region.
What do you think Scout meant by peculiarities indigenous to Winston County?

2. When Alabama seceded from the Union on January 11, 1861, Winston County
seceded from Alabama, and every child in Maycomb County knew it.
What can be inferred about Winston County seceding from Alabama?

3. I never deliberately learned to read, but somehow I had been wallowing illicitly in
the daily papers.
Do you think Scout enjoys reading?

4. I knew I had annoyed Miss Caroline, so I let well enough alone and stared out the
window until recess when Jem cut me from the covey of first-graders in the
schoolyard.
What do the people in the covey Scout is part of have in common?
5. ―Everybody who goes home to lunch hold up your hands,‖ said Miss Caroline,
breaking into my new grudge against Calpurnia.
Why would Scout hold a grudge against Calpurnia? Do you think it has anything to do
with Scout‘s age?

6. Miss Caroline and I had conferred twice already, and they were looking at me in
the innocent assurance that familiarity breeds understanding.
What were the contexts of Scout and Miss Caroline‘s two conferences referred to here?
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7. After a dreary conversation in our livingroom one night about his entailment,
before Mr. Cunningham left he said, ―Mr. Finch, I don‘t know when I‘ll ever be
able to pay you.‖
Although it is never explicitly explained in the text, what do you now know about
entailments and Mr. Cunningham‘s relationship with Atticus?
8. Entailment was only a part of Mr. Cunningham‘s vexations.
Knowing what you know about vexations, do you think Mr. Cunningham is pleased to be
involved in an entailment?

9. If I could have explained these things to Miss Caroline, I would have saved
myself some inconvenience and Miss Caroline subsequent mortification, but it
was beyond my ability to explain things as well as Atticus, so I said, ―You‘re
shamin‗ him, Miss Caroline. Walter hasn‘t got a quarter at home to bring you, and
you can‘t use any stovewood.‖
How does Scout feel about Miss Caroline‘s mortification?

10. My sojourn in the corner was a short one.
Is a sojourn taken to a place where one lives?

95

APPENDIX M: OPEN-ENDED QUESTIONNAIRE
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Appendix M shows the questions on the questionnaire and the actual answers of the nine
participants in the current study. None of their answers was altered in any way. The
blanks represent illegible words.

What are your challenges in learning new vocabulary in general?
Student #1:
After I learn new words trying to introduce them in a conversation is hard.
Student #2:
My challenges in learning new vocabulary in general are not the same as my initial
thoughts. This is due the fact that English have roots in Latin, and my language has
the same roots. However, the only difficulty that I have with new vocabulary is on
spelling. I can guess the meaning of the words in a sentence most of the time,
because of the context shown by the sentence.
Student #3:
I think: first, the speling and the length of the words. Second, does the word make
since to discribe what means or not. Third, the usege that I heard it many times/ones
or twice. Foreth, is it a word that I can use in every confersation like aproche aquiere
or it is rarely used like entailment.
Student #4:
I can‘t remember too many words at one time. But if they are not too many, I can
memorize them soon.
Student #5:
I learn words while I‘m repeating them a lot.
Student #6:
I think it is best way to learn new (advanced) vocabulary. Even if you didn‘t study it,
it stuck in my mind.
Student #7:
I would like to be able to know and use lot more words in order to speak fluently.
Student #8:
It challenges me to figure out the words that I did not know before I learned them.
Student #9:
Distingushing between what is important what is not.
What vocabulary learning processes have been successful for you in the past?
Student #1:
The vocabulary learning process most efficient for me is when I use the new word
several times in a conversation.
Student #2:
Watching moves/TV or playing games were my learning process until this semester
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and they have been successful.
Student #3:
I thing the best way is to have contest of two teams and there are a vocabulary list that
is been given in the bigining of the sumnester. Every time, you will remember the
same words and finally you will memorize it. Second, I think vocabulary quizzes are
useful 8-20 word each test.
Student #4:
For SAT test, I study vocabularies for it. (500 words)
Student #5:
Reading a book and learning words that I didn‘t know.
Student #6:
Guessing by context was useful.
Student #7:
Using word friquently in every day life.
Student #8:
Was doing flash card and saying them loudly. This process helped me a lot.
Student #9:
Studying the part of speech of each word.
How do your previous vocabulary learning successes compare to your
experience with making an educated guess about the meaning of a word in a
story without instruction?
Student #1:
Is kind of fun, because you have to be aware of the context in order to understand the
word. Even when I haven‘t use all of the word in this study, I‘ve used some in the
correct context.
Student #2:
My previous vocabulary learning successes are the same of making educated guess
without instruction because I can understand it by it‘s context.
Student #3:
I think it is a new way that I have never tried. First, I love it and I think its useful;
However, I think we should use more vocabulary the same way. The thing that I
liked the most was you knowing the word without instruction.
Student #4:
I think I need sentences and instruction when I learn a new word.
Student #5:
Very positive and helpful, I don‘t find it so difficult.
Student #6:
My previous method is not as successful as this one. Guessing is awesome
opportunity to learn words.
Student #7:
Context is actually very helpful in educated guess, but if I don‘t understand word, I
won‘t memorize it, but when instructions were attached, I could‘ve done better guess
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and memorize little bit more information about words.
Student #8:
It was much better to me than I did before this process I guess is more clear.
Student #9:
Every thing depends on time. If I had the chance to be in a good school from my first
period, I would have been much better. The way to learn is important and needs to be
learnt in a proffesonal intitute.
What unsuccessful vocabulary learning strategies have you used in the past?
Student #1:
Write all the words down and try to memorize them.
Student #2:
I just use one strategyie that I already referred and turned out be effective.
Student #3:
I think signing students for vocab without testing them is a bad way to learn because
no one doing it with you.
Student #4:
Just read them without knowing how to use them.
Student #5:
I just read book.
Student #6:
Translate it in your own language is the worse strategy, I think.
Student #7:
Constantly repeating words and meanings.
Student #8:
Just write the word memorize then and _______ make sentence.
Student #9:
Study the family of a word and how it should be used.
When you read the selection from To Kill a Mockingbird, did the contexts in
which the unknown words were found help you make an accurate guess about
the meaning of the words? Why or why not?
Student #1:
Yes. The words even when they weren‘t define in the text, the context did give you a
lot of clues to understand the meaning.
Student #2:
Yes it were help because I could understand it while I was reading.
Student #3:
Yes, because from more examples you can know or gess that the word means
somting.
Student #4:
Yes, the content will help to know the words.
Student #5:
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About 80% is yes. But sometimes I found it difficult.
Student #6:
It was normal. But you had better to choose text which is much easier.
Student #7:
Not very accurate. Sometimes context does not explain or give a hint about word.
Student #8:
Yes it help me make an accurate guess about the meaning of the words because I
understand the sentence.
Student #9:
Yes, because my previous knowledge.
Is guessing the meaning of a word in context (in a story) a desirable way to learn
a new word? Why or why not?
Student #1:
I believe it is. Looking in the dictionary every time you don‘t know a word it kind of
cuts the story but when you can guess the meaning it makes the process easier.
Student #2:
Yes it is because you want to learn the word, you go in the curiosity to know what
means.
Student #3:
Yes, in a way, I thing when I read the sintance, I guess otomaticly from the context.
Student #4:
Yes, I can enhance your memory.
Student #5:
It is very useful, and more helpful.
Student #6:
(no answer)
Student #7:
Instruction is better way, I think. The more I know about a word, the better it is
traped in my head.
Student #8:
I think it is a desiable way to learn a new word because you can understand the
sentence with out known the meaning of the word.
Student #9:
It depends on the level of the passage and the language that is used.
How does your experience with guessing the meanings of unknown words from
context alone (without instruction) compare with your experience of being given
vocabulary instruction?
Student #1:
It was different with instruction. I was more accurate in the guessing situation.
Student #2:
It was a better experience with guessing the meanings of the unknow words from
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context alone, than being given instructions, because it kept me interessed, and with
instructions, it was like I already knew what meant.
Student #3:
I think it is more exiting and fun to do compared to the classical ways. Also, I think
without instruction you will be forsed to do it any way.
Student #4:
In my opinion, both ways are helpful to me.
Student #5:
You forget word that just learned without learning what is it.
Student #6:
(no answer)
Student #7:
Instructions helps to understand a word more clear and make you be sure that you
understand a word in a right way.
Student #8:
I think my experience with guessing the meaning of unknown words from context
alone was the wrong way. giving vocabulary instruction is the best way to do well in
learn vocabulary.
Student #9:
It‘s better, and it helped me more than any othe thing.
Did you enjoy interacting with the new vocabulary (vexations, entailment, covey,
grudge, seceded, conferred, wallowing, indigenous, sojourn, mortification)? Did
this help you learn the new words more effectively than without instruction?
Why or why not?
Student #1:
Yes, I did enjoy it. And it help me to understand that the context is a help when you
don‘t know the meaning of certain word.
Student #2:
Yes I enjoyed, it helped a lot and learn more effectively because it was more logical
to me.
Student #3:
Yes, yes a lot, because when I surch for the word meaning, I will not forget it easly as
someone give me a randome word to memorize.
Student #4:
I‘m not sure. Both ways are good for me.
Student #5:
Yes, it helped me. I learned them by heart.
Student #6:
(no answer)
Student #7:
I enjoyed doing voc. practice. It is what I expect from every reading class. To be
honest, I do better when there is an instruction, because I know how to use context
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and for me more important to improve the amount of words that I know.
Student #8:
________________ I enjoyed learn the new vocabulary and it help me a lot to learn
new words more effectively because how I know many words that building
__________ vocabulary.
Student #9:
It helped me to relize that the path of learning new words is not easy. And I need to
be careful before making a judge about the meaning of a word.
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