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1. INTRODUCTION 

Computers Assisted Language Learning (CALL), through its progression, followed a logical 

development that combines non-stop advances in technology to persistent shifts in the research of 

language learning and pedagogy (Wright, 2005). While advancements are being achieved in 

technology, research on impact of the use of computer in second language learning always shows 

positive evidences in the field (Hergesheimer and Tower, 2004).According to Moras (2001) CALL 

programs have been used since the 1960s till now. The 55-year period can be generally divided into 

three main stages: behaviorist (CALL), communicative CALL, and integrative CALL (Warschauer& 

Healey, 1998).   

Vocabulary has been the yardstick by which linguists; education experts and psychologists measured 

the size and effect of vocabulary right at the beginning of the 20
th
 century. At the beginning of the 

20th century in many experiments: studies of human learning, reading and writing ability, attention, 

memory, and emotions. However, in the middle of the last century, linguists‟ interest in exploring of 

vocabulary declined. Chomsky‟s conception of generative grammar redirected linguistic research 

away from vocabulary toward grammar, and “excessive interest in words was followed by excessive 

neglect” (Miller, 1996, p. 16). Until the 1980s, teaching and learning vocabulary was not considered 

as important as mastering grammar, pronunciation, reading, or writing (Richards, 1976). In1980, 

Meara called vocabulary acquisition a neglected aspect of language learning and stated that 

vocabulary acquisition research at that time had been a theoretical and unsystematic. 

It is the experience of most language teachers that the single, biggest component of any language 

course is vocabulary. No matter how well the student learns grammar, no matter how successfully the 

sounds of L2 are mastered, without words to express a wide range of meanings, communication in an 

L2 just cannot happen in any meaningful way. And yet vocabulary often seems to be the least 

systematized and the least well catered for of all the aspects of learning a foreign language. The 

purpose of this paper is to look at what we do know about the vocabulary of a language like English 

and to reflect on how this has been applied in language teaching. 

In recent years, however, there has been a revival of interest in words. Many second language 

acquisition researchers argue nowadays that learning vocabulary is perhaps the most challenging 

aspect of becoming proficient in a second or a foreign language because of the sheer enormity of the 
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task (Meara, 1995; Nation, 2001; Schmitt, 2010). Language is often compared with a building: the 

structure of the building is grammar, and words are the bricks in the structure. Both are necessary and 

important, but the number of bricks exceeds the number of the structural elements, which is why “no 

linguist today would seriously contest the fact that, quantitatively, vocabulary dominates in the 

language field and that vocabulary acquisition is the main obstacle to language acquisition” (Ma, 

2009, p. 21). Lack of vocabulary often prevents students from becoming proficient L2 (second 

language) readers and writers and from communicating in L2 effectively, which is why it is the most 

frequently reported problem for second language learners, and students in academic programs often 

express a desire for more vocabulary instruction (Folse, 2004). The process of L2 vocabulary 

acquisition begins from the very first meeting with a second language and lasts long after all the other 

aspects of the language have been learned, and understanding of this process is still limited. As 

Schmitt (1998) argued, “the mechanics of vocabulary acquisition is one of the most intriguing puzzles 

in second language acquisition” (p. 281). 

2. SIZE OF VOCABULARY REQUIRED BY SECOND LANGUAGE LEARNER   

As many as 80 years ago Ogden (1937) argued that 850 words could allow students to express 

millions of ideas. Although this number of words might be enough for expressing some ideas in a 

very simplified way, it is hardly enough for comprehension of a native speaker‟s response. Recent 

research states that a learner must know many more words for comprehension of written or spoken 

discourse. Laufer (1989) suggested that for reading comprehension, a learner must know around 95% 

of the lexical items in a text to successfully guess the rest of the words. Bonk (2000) found that the 

same 95% of the words enables the majority of participants to achieve good comprehension of 

listening passages. However, Hu and Nation (2000) insisted that knowledge of 98–99% of the words 

is necessary, especially for written discourse. To count how many words a learner needs to know to 

understand 95% or 98% of discourse, we need to know how many words make up 100% – the number 

of words that native speakers know. Nation (2006) argues that most well conducted studies estimate 

the vocabulary size of an educated English native speaker as 17,000–20,000 word families, but L2 

learners do not 6,000-9,000 word families (Table 1.1). The numbers in this table present not separate 

words but word families. A word family is a group of words that includes a base word, its inflected 

forms, and derived forms of the word (Nation &Waring, 1997), for example, nation, nations, national, 

nationally, nationalism, international, internationalism, internationalization, and so on. 

3. WORDS 

Learners are apt to become very nervous and less confident if their tutors kept reminding them that 

they will have to learn thousand of English word should they seek to improve and widen their 

vocabulary. How can language teachers and learners approach this vast, seemingly endless store of 

language and make sense of it? To even attempt to do so, we need satisfying answers to the following 

questions: 

1) 1 How is the vocabulary composed? What sorts of elements does itcontain? 

2) 2 Is the vocabulary of a language organized or is it just a gigantic list ofitems, every one unique? 

3) 3 If it is organized, can we use its structuring principles in languageteaching in a way similar to 

the way we utilize the regularity andorganization of grammatical structure? 

4) 4 How can anything so vast as the vocabulary of a language, particularly asecond language, or 

even a relatively small part of it, be acquired by thehuman mind, stored, and made retrievable 

when required? 

4. WORD-FORMATION 

When we speak of the vocabulary of a language we are speaking primarily, but not exclusively, of the 

words of that language. For our purposes here, it is most convenient to think of words as freestanding 

items of language that have meaning. If we take the English word 'eating', we can see that it is 

freestanding in itself, and that within it has another potentially freestanding element 'eat', 

independently meaningful from the second element '-ing', which is meaningful but bound, that is, not 

freestanding. There is an English word 'eat', but there is no English word '-ing'. The two meaningful 

parts of 'eating' are called morphemes; therefore we can say that a word must consist of at least one 

potentially freestanding morpheme. Some words may consist of several morphemes: 'deformed' 

consists of three- 'de-form-ed' -only 'form' is a word in its own right. However „wastepaper-basket' 

consists of three morphemes which at the same time are capable of being three freestanding words in 
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other contexts. From this it is clear that when we talk of learning words in a language sometimes we 

mean either single morphemes or roots, such as 'laugh', 'make', 'box', and 'window' which cannot be 

further subdivided, or roots with bound morphemes attached either at the beginning as prefixes or at 

the end as suffixes, such as 're-make' and 'laughter' (derived words), and sometimes we mean items 

that consist of more than one root but which have a single identity in that they name a single thing or 

concept, such as 'make-believe', 'window-dressing', and 'jack-in-the-box' (compound words). For the 

fullest account of English word-formation processes, see Bauer (1983).Recognizing the composition 

of words is important; the learner can go a long way towards deciphering new words if he or she can 

see familiar morphemes within them. 

Sometimes, recognizing morphemes is not so easy. When morphemes combine to form words, sound 

changes and/or spelling changes can disguise them, making their presence less obvious to the 

untrained ear or eye. 'Reduce' changes its vowel sound to 'reduction' when it becomes a noun; 'dry' 

and 'dried' have the same vowel sound but the spelling changes. Irregular verb-forms are another 

example of this: 'sang' must be related to 'sing' and 'sung', while 'went' seems quite unconnected with 

'go' or 'gone'. 'Beauty' changes its spelling in 'beautiful'. Sometimes such changes are recurrent: the 

lklsound in 'electric' becomes Is/ in 'electricity'; the same pattern holds good for 'authentic' ~ 

'authenticity'; 'domestic' ~ 'domesticity', and 'public' ~ 'publicity~. The stress change from the 

adjective 'perfect' to the verb 'perfect' is typical of a whole group of stress changing words (e.g. 'an 

object' ~ 'to object'; 'a decrease' ~ 'to decrease'). Where regularities of this kind can be observed, they 

can be capitalized upon by teachers and learners tackling the problems of word recognition in written 

and spoken contexts. 

Word families can be of different sizes, but the most frequent stems can take a greater range of 

affixes, and as a result have bigger families. Nation (2006) shows that in English the most frequent 

1,000 word families consist of about six members, and then the size of less frequent word families 

decreases to about three members per family at the 9,000-frequency level. Schmitt (2010) calculated 

that a vocabulary of 6,000 word families requires knowing about 28,000 individual words and 

emphasized that whereas some members of a word family can be transparently related and easy to 

guess, L2 learners may have trouble with less-transparent members. Acquisition of such a large 

number of words is “one of the greatest hurdles facing learners in acquiring English” (Schmitt, 2010, 

p. 332). 

To choose what vocabulary to teach in a foreign language course, we need to know what the most 

common words are. Frequency is one of the most important characteristics affecting acquisition and 

use of vocabulary. In vocabulary teaching and research, lexis is often divided into 1,000 frequency 

band levels. A relatively small5number of the most frequent words cover the vast majority of 

language, and such words are most likely to be met in discourse. The most frequent 1,000 word 

families make up about 70-75% of a written text, and 2,000 word families allow understanding of 

about80% (Nation, 2001). As a result, both native speakers and L2 learners acquire more frequent 

vocabulary before less frequent words. 

Compared with English, in Russian, the number of words in a word family is higher than in English 

because it is a highly in flexional language and the number of affixes is very high. Patrick‟s (1989) list 

of the most important suffixes includes more than 80 items, and the list of the most often used 

prefixes consists of 23 items. In Russian, there are also agglutinative compounds containing several 

word roots. As a result, the number of word family members is rarely fewer than 5 and often exceeds 

15 (Patrick, 1989). For native speakers of Russian it makes the process of acquisition of new words 

easier because they can understand the meaning of affixes and identify the common roots. For 

American learners of Russian, especially at the beginning level of study, this task is much more 

difficult not only because of the number of affixes, but also because multiple vowel and consonant 

variations, insertions, and deletions that make the process of root recognition problematic. Thus, 

knowing one word family member does not imply being able to guess other related members. Even 

acquisition of only the most frequent members of the most frequent word families presents a 

considerable difficulty for learners of Russian. 

4.1. What is Involved in Knowing a Word? 

A well-known psycholinguist George A. Miller (1995) argued that for each word it is necessary to 

know “its own sound, its own spelling, its own meaning, its own role, its own use, its own history” (p. 

5). There are a number of qualities that may be included in the definition of knowing a word. Nation‟s 
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(2001) comprehensive description of the qualities is presented in Table 1.2. The number of 

components of the information about a word form and meaning given in the table proves that it is a 

very challenging task to acquire complete knowledge of a word; the process of acquisition of all the 

word features may be very long and require multiple exposures to words. 

The initial stage is to connect the word form with one meaning and fix the connection in the mind. 

The nature of the process of vocabulary acquisition is incremental, and other aspects of word 

knowledge (other meanings, usage, collocations and associations) will be acquired later over many 

language experiences (Schmitt, 2005). Even if we consider only the first step of the process of 

vocabulary acquisition, that is, knowing the meaning and the form of a word and connecting the two 

together, the number of words necessary for adequate comprehension of text-based reading or 

speechis very high. It is hardly possible just to pick up an adequate number of words from reading or 

communication tasks without specific focus on vocabulary acquisition. It has been argued that 

teaching of 3,000 or so high frequency words should be an immediate high priority for language 

instructors (Nation &Waring, 1997); following this first stage, students need to master vocabulary 

learning strategies, which help them to continue increasing their vocabulary size. Many researchers 

(Judd, 1978; Nation, 2001; Schmitt, 2008) argue for a proactive approach, vocabulary expansion, 

which requires contributions from four stakeholders: researchers, textbook writers, teachers, and 

students. Strong and active contributions from all members of this learning partnership is necessary, 

but if students do not become active learners, they are unlikely to acquire a reasonable vocabulary 

size, no matter how good their textbooks or the level of instruction can be. 

Form Spoken R 

P 

What does the word sound like? 

How is the word pronounced? 

 Written R 

P 

What does the word look like? 

How is the word written or spelled? 

 Word parts R 

P 

What parts are recognizable in this word? 

What word parts are needed to express this meaning? 

Meaning Form and 

meaning 

R 

P 

What meaning does this word form signal? 

What word form can be used to express this meaning? 

 Concept and 

referents 

R 

P 

What is included in the concept? 

What items can the concept refer to? 

 Association R 

P 

What other words does this make us think of? 

What other words could we use instead of this one? 

Use Grammatical 

Functions 

R 

P 

In what patterns does this word occur? 

In what patterns must we use this word? 

 Collocations R 

P 

What words or types of words occur with this one? 

What words or types of words must we use with this one? 

 Constraint 

on use 

R 

P 

Where, when, and how often would we expect to meet this word? 

Where, when, and how often can we use this word? 

Note: R = receptive knowledge, P = productive knowledge 

4.2. How Words are Formed? 

Studying how words are formed offers one way of classifying vocabulary for teaching and learning 

purposes, for example, presenting together words that are alike in structure, though not necessarily in 

meaning, such as derived adjectives ending in '-al' (e.g. 'brutal', 'frontal', and 'horizontal').This is not, 

of course, the only way of organizing vocabulary for teaching but it is undoubtedly useful as an aid to 

memorizing words in some cases, especially where small, manageable sets of words with morphemic 

similarities can be isolated. Most teachers already do this with irregular verbs that follow a set pattern, 

for example, those that have II/,/re/, /AI in their three main parts (e.g. 'drink', 'drank', 'drunk'; 'ring', 

'rang', 'rung'; 'sink', 'sank', 'sunk') but the same could be done, for example, with those adjectives 

occurring with the relatively infrequent prefix 'a-',meaning 'an absence of ... ',as in 'asocial', 

'apolitical', 'asexual', 'amoral', and the element of shared meaning involved in these words, or any 

other recurring pattern. 

One is simply to consider them as part of the rule-systems of the language, and to describe them for 

learners in the way that we describe and explain grammatical rules or pronunciation rules. But we can 

also look at word formation as a resource in the language, something the learner should be allowed to 

experiment with and use strategically. We might consider, for example, isolating a small group of 

highly productive prefixes or suffixes and encouraging learners to create 'new' words. Some of their 
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creations will probably be words that already exist in the language, and some will be non-established 

words. This latter group need not be jettisoned, but can be explored for literary value, humorous 

potential, or simply for filling 'gaps' in the language (see 2.3). English, for example, is only just 

beginning to use a compound equivalent to the well-established Swedish compound adjective 

'miljoviinlig' ('miljo-viinlig'), literally 'environment-friendly', for products and processes that do not 

damage the environment, up till recently a concept only expressible as a clause in English. Creative 

word-formation can also be seen as a communicative strategy, for supplying formations when the 

right word cannot be found. Possible ways of exploiting word-formation will be examined and 

evaluated in Section Two of this book. 

4.3. Multi-Word Units 

So far we have talked of only three types of unit in the vocabulary of a language like English: basic 

roots (e.g. 'plate'), derived words (e.g. 'defrost'), and compounds (e.g. 'lampshade'), but when we look 

at written and spoken texts in English, we see a large number of recurring fixed forms which consist 

of more than one word yet which are not syntactically the same as compounds. One familiar type of 

fixed form is the idiom. Let us take the idiom 'to bite the dust' meaning 'to die'. It is fixed, like a 

fossilized chunk of language, insomuch as what the speaker can do with it is limited. We can say 'he 

bit the dust', but not (without producing a highly marked utterance) 'I think he deserves a dust-biting': 

we cannot say 'he chewed the dust' or 'he bit some dust' without radically changing the meaning of the 

idiom. Its 'idiomaticity' is partly identified by its fixedness; there is no sensible way in which this 

fossilized block can be carved up into smaller pieces for language teaching; it should clearly be 

treated just like basic roots, derived words, and compounds, that is to say, as a single lexical item even 

though, in its internal structure, it is a clause, with a verb and an object. All languages are rich in 

idioms and specialized idiom dictionaries are available (e.g. for English, Cowie and Mackin 1975; 

Cowie, Mackin, and McCaig 1983; Longman 1979). Idioms can often be grouped together according 

to form (Cowie and Mackin 1975, brings together verbs and particles). In English, one recurring type 

is the verb+ the+ object idiom, as in: 

to bite the dust 

to kick the bucket 

to pass the buck 

Certain verbs seem to be 'idiom-prone' and regularly partake in theformation of idioms, for example, 

as with 'go' and 'make': 

to go mad to make the best of 

to go west to make money 

to go off to make something of 

to go wild to make off with 

to go easy to make something up 
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