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PREFACE

This study is offered to those persons engaged in the teaching of
English in the two-year college in hope that it will help them in some
small way to better equip for academic success the larger part of our
citizenry who while perhaps inept, yet aspire to higher learning
through the community college.

It is dedicated to my parents, Mr. and Mrs. William L. Brown, Sr.,
who instilled in me a high regard for education and to whom I owe a
debt which could never be repaid. This volume is a tribute especially
to my father who would have taken the most delight in its realization.

I also wish to express my gratitude to my major advisers and
friends at Oklahoma State University, Dr. D. Judson Milburn and
Dr. Thomas Karman, without whose help, guidance, and understanding I
would not have accomplished this goal. Appreciation is also expressed
to the other committee members, Dr. Will Wray and Dr. Clinton Keeler,
for their assistance in the preparation of the final manuscript.

A special note of appreciation is given to Dr. Laverna Collett and
Dr. Helen Randolph Carter for their guidance and encouragement, and my
continued appreciation is extended to Dr. Martin R. Ausmus for his

unfailing support.
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CHAPTER I
INTRODUCTION
Statement of the Problem

The adult student's success or failure in higher education is
heavily dependent upon his verbal and mental skills. This assertion has
been supported frequently by research findings concerning student
achievement and intellectual placement studies during the last forty to
fifty years. Repeatedly in this research, one finds the significance of
vocabulary stressed as both the key to academic success and as the best
single indicator of intellectual capacity and academic potential.

. . 1 2 3
Researchers such as William Templeman, Harold W. Bernard, C. P. Archer,
L 5 . 6
Robert H. Shaffer, Ben Ashmore,” and George Smith, have concluded that
those skills typically thought of as "English skills,'" and those
especially involving vocabulary capability, are paramount in importance
to intellectual achievement.

Little formal instruction in vocabulary development, however, is

evident in higher education, even in the freshman English core. The

highly-prestigious final report on The State of the Knowledge About the

Teaching of Vocabulary, funded by the Office of Education, U.S. Depart-

ment of Health, Education, and Welfare and published in March, 1967,
concludes that '"the number of words many students Lin higher education]
have available for use is limited and too little attention is given to

vocabulary development at this level,”7 While students in higher



education may be exposed to a variety of new vocabulary words through
the processes of reading and/or listening to lectures, such exposure
adds little to their vocabulary fund. Many college and university pro-
fessors have relegated the teaching of vocabulary to the public school
teacher. Expecting students to grasp advanced concepts and information
in the disciplines they teach, these instructors create manifold
problems both for themselves and for their students who have only hazy
understandings of the material presented them. This tendency in higher
education has caused many educators to deplore the situation so aptly
reflected in the words of A. M. Withers: '"Teachers of literature in

« « « colleges have in the main abdicated from bothersome efforts at
inculcating or furthering student command of vocabulary.'" While thinking
their "office'" is "preeminently to analyze ideas," these instructors
neglect the one capacity which makes possible such analysis for their
students--their vocabularies.

The reasons this situation exists in higher education are not easily
discerned. It would seem obvious that the conscious instruction in
vocabulary, especially in the freshman English class, is worthwhile.
Earlier studies of freshmen vocabularies, such as those conducted in the
twenties by Paul Witty and Mabel Fry, concluded that upon extensive
study of the vocabulary employed by university freshmen and upperclass-
men in composition, "an appalling paucity of expression was manifested
in both groups.”9 More recent studies such as those of Ernest Fossum
reached similar conclusions: the vocabularies of college students are
deficient in those areas in which the greatest skill is needed. One
attitude toward the "paucity of expression'" reflected in college students

maintains that it is not due to ignorance of a variety of words, but to



a reluctance in students to use them in writing because they do not know
how to spell them correctly. Similar theories exist which advance the
idea that in speaking, students do not use more words they actually
know because of the inability to pronounce them correctly.

However, rather extensive studies by Frank Laycock concluded that
"vocabulary complexity shows no correlation with spelling ability" and
that "there is no evidence . . . that freshmen inhibit their written
vocabulary because of fear of misspelling.”11 Yet the doubt remains
whether a conscious, more formalized study of vocabulary in higher
education is necessary; such doubt may stem from the attitude that
college students increase their recognition vocabularies merely by
incidental exposure to new words as readily as they do formal vocabulary
study.

However, even if the college instructor of English assumes the need
for vocabulary instruction and earnestly determines to incorporate such
study into the freshman core, how is he to stimulate the greatest pos-
sible vocabulary acquisition? If it is true that adult students in
higher education increase their vocabularies by only incidental exposure
to new words, how might the instructor best stimulate such exposure?

Are there any assurances that this method would yield a greater return
than a more formal presentation of new words for study and testing? The
attempt to answer these guestions creates a problem which the freshman
English instructor must face. This study will address itself to this

pedagogical dilemma.



Indications of Research Needs

Given the recognition of the necessity and/or desirability of
formal vocabulary instruction in higher education, the instructor is
still faced with an almost overwhelming array of methods and techniaues
currently used in vocabulary instruction. A review of those techniques
and some of the studies which have evaluated them is contained in
Chapter II of this study.

While a large variety of techniques exists and a number of studies
are available which compare the instructional effectiveness of most of
them, the bulk of this data is insufficient for the instructor in higher

education. The fifth edition of Bibliography of Vocabulary Studies,

released in January, 1973, lists over twenty-five hundred studies in
vocabulary done during the period from 1874 to 1972. Every conceivable
facet of language acquisition is examined; yet only a fraction of these
studies deals with the acquisition of vocabulary in adults. An even
smaller percentage of these studies utilize an adult population
attending the two-year college.

Thus, a pressing need for research in the area of vocabulary in-
struction lies in the area of adult education in one of the fastest-
growing areas of higher education, the two-year college. This study

is a contribution to meeting that end.

Purpose of the Study

The purpose of this study was to discern through previous research
in the field and through controlled experiment whether vocabulary

acquisition in adult students is greater when the words are introduced



organically within an instructional situation out of which a contextual

relationship for the words develops, or introduced inorganically outside

a given situation and without a contextual relationship for the words

developing.

Hypotheses to be Tested

In order to accomplish the purposes of this study, the following

hypotheses were tested for significance:

Ho1

Ho

Ho

Ho

There is no statistically-significant difference between the
language-acquisition change scores of adult students when new
words are introduced organically within an instructional
situation out of which a contextual relationship develops, or
inorganically outside a given situation and without a con-
textual relationship for the word.

There is no statistically-significant difference between the
female adults' language-acquisition change scores and the
adult males' language-acquisition change scores when new words
are introduced organically within an instructional situation
out of which a contextual relationship develops, or inorgani-
cally outside a given situation and without a contextual
relationship for the word.

There is no statistically-significant difference between the
language-acquisition change scores of adult students 18-22
years of age and the language-acquisition change scores of
adult students 23-49 years of age when new words are intro-
duced organically within an instructional situation out of
which a contextual relationship develops, or inorganically
outside a given situation and without a contextual relation-
ship for the word.

There is no statistically-significant difference among the
language-acquisition change scores of adult students who have
been classified as having high general mental ability, average
general mental ability, and low general mental ability when
new words are introduced organically within an instructional
situation out of which a contextual relationship develops, or
inorganically outside a given situation and without a contex-
tual relationship for the word.



Limitations of the Study

In order to achieve a relatively high degree of control during the
experiment, various limitations were placed on the procedure to render
the experimental data/results more comparable and thus more reliable.
Without such limitations, the parameters of the data collection process
would not be properly defined and thus not lend the data to analysis.

The povnulation of the experiment was limited to an urban two-year
college. Specifically, the sample drawn from this population was
limited to those adult students randomly-enrolled into six freshman
English Composition I classes offered during the fall and spring
semesters of 1975-76 by the Humanities Division of Oscar Rose Junior
College, Midwest City, Oklahoma. This sample was typical of the popu-
lation of the college in that there was a mixture of males and females
(44 males and 90 females); there was a wide age distribution (from 18 to
49 years of age); and there was a marked variety of general ability
levels within the sample. There was also a predominance of Caucasian
students.

The experiment was run twice, using three classes each semester.
Subsequently, these students' general intellectual abilities were

determined by a single administration of the Quick Word Test (QWT),

Level 1, Form BM. Their assignment into three general ability levels

within each randomly-composed class was limited by the stanine levels

into which their performances on this measurement placed them. Thus,

the data collected was capable of being grouped for analysis according
to age, sex, and general ability level. There being fewer than the

desirable number of Black students necessary for significant statistical



analysis (approximately fifty), race could not be considered a signifi-
cant variable for analysis in this study.
The students' achievement scores were limited to a pre- and post-

test administration of the Bobbs-Merrill Vocabulary Test for High School

and College Freshmen Students, Forms A and B. General achievement

levels within the context of this study were indicated by pre- and post-
test change scores from these two tests. However, from the core of words
extracted from these tests during the treatment phase of this experiment,

more select achievement data was derived.

Assumptions Made in the Study

Various assumptions were made about the students, testing instru-
ments, and teaching methods used in this study. The most important of
these assumptions were the following:

1. The sample of students taught by differing methods and
variously grouped were generally representative of the popu-
lation of students enrolled in the urban two-year college.
The broad distribution based on age, sex, and general ability
level substantiated this assumption.

2. The sample taught by two different methods were generally
comparable in respect to age, sex, and general ability levels.

3. The instruments chosen for measuring the general ability

levels of the subjects, the Quick Word Test, Level 1, Form BM,

possessed the validity and reliability needed to measure the
participants' mental abilities.
L, The instruments chosen for measuring the vocabulary acquisition

of the subjects, the Bobbs-Merrill Vocabulary Tests for High




School and College Freshmen Students, Forms A and B, possessed

the validity and reliability needed to measure the partici-
pants' vocabulary achievement.
5. The research design and the selection of participants con-

trolled the effects of extraneous independent variables.

Definitions of Terms

In order to minimize the confusion of multiple interpretations of
certain terminology used in this study, the following terms are defined
as they were used within the context of this study:

1., Experimental Group A: One of the three English Composition I

classes used during the treatment phase of the experiment.
This group was taught the sampling core words by incorporating
these words into eight lists of fifteen words each; by asking
the students to look up these words in a dictionary, learn

the definitions, and take a test over each list; and by
avoiding the development‘of a contextual relationship for this
exposure to the words.

2. Experimental Group B: Another of the three English Composition

I classes used during the treatment phase of the experiment.
This group was taught the same sampling core words as Group A,
yet by a method which sought to develop a contextual relation-
ship for the exposure to the words. These words were intro-
duced incidently within the instructional/learning situation;
they were used in class discussion/lecture, incorporated into
assignments, and/or included in reading assignments. This

group was not tested over these words during the semester.



The only attention overtly drawn to them was that their
meanings were clarified in class.

Experimental Group C: Another of the three English Composition

I classes used during the treatment phase of the study, but not
receiving any further treatment except for being administered
the same pre- and post-test as Groups A and B. Acting as a
control group, this class received no formal vocabulary
instruction or intentional exposure to the sampling core words.
Their performance on measurements used in the experiment pro-
vided some indication of the test contamination level present
in using the same pre- and post-measurement instruments,

Low General Ability Students: Those students within each of

the three Groups A, B, and C scoring within the one through

three stanine levels on the Quick Word Test, Level 1, Form BM.

Average General Ability Students: Those students within each

of the three Groups A, B, and C scoring within the four to six

stanine levels on the Quick Word Test, Level 1, Form BM.

High General Ability Students: Those students within each of

the three Groups A, B, and C scoring within the seven to nine

stanine levels on the Quick Word Test, Level 1, Form BM.

Adult Student: Those persons above the age of seventeen

enrolled in their freshman year of post-~secondary education.

Sampling Core Words: Those words chosen randomly from the

Bobbs-Merrill Vocabulary Tests for High School and College

Freshmen Students, Forms A and Bj; taught by varying methods;

and isolated for statistical analysis of change scores on pre-

and post-test measurements of that test.



10.

11.

12.

13.

14,

10

Pretest General Vocabulary Scores: Those student scores taken

from the first administration of the Bobbs-Merrill Vocabulary

Tests for High School and College Freshmen Students, Forms A
and B.

Posttest General Vocabulary Scores: Those student scores

taken from the second administration of the Bobbs-Merrill

Vocabulary Test for High School College Freshmen Students,

Forms A and B.

Pretest Sampling Vocabulary Scores: Those student scores

limited to the experimental sampling core words taken from the

first administration of the Bobbs-Merrill Vocabulary Test for

High School and College Freshmen Students, Forms A and B.

Posttest Sampling Vocabulary Scores: Those student scores

limited to the experimental sampling core words taken from the

second administration of the Bobbs-Merrill Vocabulary Tests

for High School and College Freshmen Students, Forms A and B.

Organically/inorganically Introduced: These terms refer to

two very different methods of introducing words for the
purposes of teaching vocabulary. When these words are '"worked
into'" the activities of the class and appear to '"grow out of"
these activities, they are introduced organically as an
apparent need for their use emerges. When these words are
superimposed on the class activities, their use appears to be
arbitrary; no immediate need is apparent, and their introduc-
tion becomes inorganic by not growing out of the immediate
activities.

Contextual Relationship: This term refers to the result of




15.

11

placing the vocabulary learner into various working relation-
ships with the word(s) studied. The theoretical premise
behind such a practice (suggested by the ideas of Thomas J.
Edwardslz) is that in the attempt at word-mastery, one must
(similar to a child's process of language acquisition) be able
to place the word(s) learned into the various contextual
situations out of which the symbolic meanings are manifested.
Among these contextual situations are printed contexts,
writer's (reader's) mental contexts, speaker's (listener's)
mental contexts, historical contexts, situational contexts.
Thus, when a contextual relationship for a word develops, it
is assumed that the ramifications of meaning for the learner
also increase as his proximity to those words increases in
definition.

Acontextual Relationship: This term refers to the result of

not placing the vocabulary learner into various working
relationships with the word(s) studied. Due to the absence
of such exposure, the vocabulary learner's proximity to the
word(s) studied remains abstract and isolated from any neces-

sary and/or meaningful context.
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CHAPTER II

REVIEW OF RELATED LITERATURE/RESEARCH

Overview of the Literature

Within the literature surrounding the communication component of
English and reading, a major portion is devoted to the teaching/learning
of vocabulary. Even a cursory investigation of library card catalogues,
of the professional journals devoted to reading and English, and of the
bibliographies of English studies will reveal an amazing amount of in-
terest in the teaching of vocabulary. While most of this interest is
focused on the elementary and secondary levels of education and/or
deals primarily with the learning of foreign language vocabulary, a
portion of it deals with the acquisition of vocabulary in higher
education.

The following chapter contains a review of selected studies and
research in the field of vocabulary literature on the college level;
however, it also contains reviews of those studies on other educational
levels which were deemed pertinent to the present study. The main
purpose of this chapter is to place the present study in perspective
within the context of the literature on the teaching/learning of vocabu-
lary. Specifically, it discusses various methods advocated for teaching
vocabulary and several of the studies done to determine the relative

preferability of those methods.

14
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Methods Advocated to Stimulate

Vocabulary Acquisition

A large portion of the literature dealing with vocabulary is
devoted to discussions of the various methods to stimulate its acquisi-
tion. Most of these methods fall into four broad categories: instruc-
tion through language games and/or word analyses techniaues; instruction
through dictionary drill utilizing word lists; instruction through exten-
sive assigned reading; and instruction through a combination of tech-
niques. Each of these methods will be discussed in the following
section.

Several methods of encouraging vocabulary acquisition utilize
language games and/or word analyses techniques. Among the most popular
are crossword puzzles, acrostics, Password, Scrabble, antonym-synonym
games, vocabulary bees--the list of possibilities seems endless. Yet
all emphasize the excitement of language and seek to couch its learning
in terms of amusement and intellectual titillation. While these methods
are often used with younger children, their employment with older
students is also encouraged. George Feinstein, for example, advocated
emphasizing the game-playing aspect of vocabulary development in his

book To Stimulate Reading, aimed at a college audience. Presented as a

self-paced type of supplemental activity for students, Feinstein's
"Vocabulary Game'" encourages students to "entertain themselves" for a
few minutes each day by making '"dictionary discoveries'" about words.
Essentially his approach utilizes lists of Latin or Greek roots, pre-
fixes, and suffixes from which students are challenged to discern current

meanings or to coin words of their own. The students are encouraged to



16

consult the dictionary in the course of their study, but formal use of a
dictionary is not required.

Other more formalized studies of word analyses are found in E. L.
Dale, Jerry Milligan, and Willard Wynn. Dale and Milligan, two widely-
recognized authors on vocabulary development, have written on a wide
range of techniques to stimulate vocabulary acquisition, but one method
they stress is the "Structural Approach" of word analysis. This proce-
dure undertakes the study of word meanings through analyzing prefixes,
suffixes, and roots. It stresses both the study of the origin of a word
and the mutations the word has undergone. Such methods help students
decipher the meanings of words in other school subjects as well as those
of the English course. These methods also increase their sensitivity to
language and their awareness of the dynamics of language. Typically,
the words for study are isolated from other assignments and obtained
from word lists or from examples of words illustrating the linguistic
morphology under discussion at a given time.

Willard Wynn suggests a method he calls the "Synonym Method.'" A
large number of words (two to three hundred) are assigned to each
student at the beginning of the semester. These words are taken either
from reading material the group will study, or dictated in class dis-
cussion/lecture. These students are challenged to find as many synonyms
as possible for each word. Periodically during the semester, they are
tested on selected words and asked to list the synonyms they have found.
Wynn admits that this method encourages memorization of words and
separates the words from their contexts, but he also maintains that it
encourages students to explore their own recognition vocabularies to

find more precise and/or descriptive words to use. Hence this method
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improves the students' diction in writing and in speaking.

A second major category of vocabulary instruction involves tech-
niques which encourage word acquisition through dictionary drill and the
use of word-lists for definition construction. .While perhaps not as
entertaining as those methods in the previous category, these methods
obviously have merit. Variations of these techniques are advocated by
Clarence Schneider, Alan Snyder, and again, Willard Wynn. Schneider ad-
vocates extensive dictionary drill as a means to increase freshmen
students' vocabularies and to make them more responsible users of
language. His technique involves extensive initial lecture on the
morphology of language, assignments of work to follow up principles
introduced in lecture, and subsequent activities and/or assignments
which form a sustaining program carried on intermittently throughout the
semester, In all phases of this technique, Schneider stresses pronun-
ciation and meaning, utilizes lists drawn from assigned readings, and
numerous quizzes.lt Similarly, Wynn utilizes lists of ten words per week
in the '"Definition Method'" he advocates. After pronouncing each word,
the instructor asks the students to learn the correct spelling, part of
speech, and complete definition as they appear in the dictionary. On
tests at the end of the week, the instructor asks the students to recall
this information and to use the words in sentences which illustrate the
meanings of the words. Occasionally he requires that they spell the
proper pronunciation of each word by using common diacritical marks. As
an enforcement for this method, Wynn attempts to use these words in
class discussion and/or lecture. While this method, Wynn confesses, is
"hard," he feels it gives students "a calm certainty of accomplishment"

and is decidedly effective in increasing their vocabularies.
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Alan Snyder also uses a dictionary drill method employing lists of
words, but his method attempts to place the students into more of a
contextual relationship with the words than does Wynn's or Schneider's
methods. His technique is composed of five stages. A list of words
arranged alphabetically is given to each student. The instructor then
pronounces, defines, and illustrates each word using abstract examples,
Next, the students look up each word in the dictionary and write in
their own words the definitions of each word. The following class
period an open-book examination is given wherein twenty statements are
read by the instructor. These statements do not define the words; they
only refer to them. The students record the word to which the statements
refer. These words also are introduced intermittently in lecture or
into class discussion. Snyder maintains that this method causes
students to handle words in context, not as isolated synonyms or
antonyms. It provides some training in thinking of words as ideas, in
handling words in context similar to the printed page. Thus, he feels
it goes beyond the routine dictionary word list drill technique for
word-mastery.

A third major category of vocabulary instruction techniques involves
those which encourage word accuisition through the use of extensive
assigned reading. Reading has long been regarded as a primary means of
increasing one's vocabulary; in fact, in most instances the study of
vocabulary is considered the proper domain of the reading class and a
large number of the articles and experiments concerning vocabulary
acquisition are contained in reading journals. Among those who actively
support the use of reading assignments for the stimulation of vocabulary

acquisition are Katherine Buxbaum and Mary Kay Dodson. Dodson maintains
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that the use of vocabulary lists is just about useless. Rather, she
utilizes the assigned reading for the course to stimulate vocabulary
learning. In most of the reading assigned to students Dodson underlines
key words which she wants them to learn. They are then asked to read
each selection twice: once for the gist of the passage, and a second
time to decipher the meanings in context of the underlined words. While
they may use the dictionary, the students are encouraged to determine
the meaning of each word by using the context clues she discusses
earlier in the semester. Dodson assigns wide reading in selections
which do not have underlined words. She reports that often the success
of this method is suggested by the students themselves underlining words
which they will learn by following the previously-learned method, this
time on their own.

Similar to Dodson, Buxbaum also deplores the use of instructor-
prepared lists to teach vocabulary. She feels that '"words in context,
not isolated words, should be our chief--indeed, almost our only--
concern.”8 Her method involves extensive reading assigned in both
fiction and non-fiction. In their reading, the students are encouraged
to make lists of the words they cannot discern the meaning of as they
appear in the context of the reading selection. Looking over these
lists, the instructor adds more dimension to the existing dictionary
definitions and informally tests the students as a whole on those words
which appear most frequently. Both of these methods utilize a type of
list and/or specific word approach to vocabulary instruction; yet in
each instance, the words are inherently necessary in the context of
assigned reading. Both attempt to encourage wide student reading in

the attempt to stimulate further, often independent vocabulary
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acquisition.

As with any attempt at instruction, no one strategy for promoting
vocabulary acquisition is rigidly divorced from all others. In fact,
a fourth category of techniaues used to foster vocabulary acquisition
actively attempts to incorporate a variety of methods into a single
instructional strategy. In some cases, these methods complement each
other; in other cases, they are designed to accommodate the differing
learning styles of a diverse student population. Among those authors
who recognize the advantage in a variety of instructional methods are
Anthony Manzo, Regina Heavey, and Julia Sherbourne. Utilizing both the
synonym method of Willard Wynn and the dictionary method of Schneider
and Snyder, Sherbourne combines these with the assigned reading method
of Buxbaum and Dodson in order to provide the greatest range of exposure
possible to new words. While she admits that '"the best teacher of
vocabulary is direct experience with words," Sherbourne realizes that
due to a lack of time, "substitutes must be found.'" Thus, she maintains
that virtually any method can be helpful if it is '"used with care and in
combination with'" other methods.9 Similarly, Regina Heavey asserts that
because of the variety of requirements for successful vocabulary instruc-
tion, an equally large number of methods must be employed in concert.
She maintains that college-bound students today differ markedly among
themselves in intellectual capacity and cultural background. Thus,
there is no one body of words or set of technicues for introducing them
that is completely satisfactory. Given the need for vocabulary instruc-
tion to be based upon an awareness of need, presented in context and not
isolation, proceed from the known to the unknown and be heuristic in

that it conditions the student to become his own teacher, the methods of
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stimulating vocabulary acquisition must be marked by diversity.

In response to the need for variety of methods for vocabulary
instruction, Anthony Manzo has compiled an extensive study of the various
methods employed to teach vocabulary. Over a dozen methods are discussed
in this study, ranging from Etymological Approaches and Word Derivation
Methods to Prepared Word-Lists, Content Class Strategies, and Analyses
of Contextual Uses. While he makes no attempt to advocate one strategy
over another, his detailed illustration of each method and his rationale
for the use of each indicate that he recognizes the need for a combina-
tion of methods in seeking to bring about relatively the same ends--
vocabulary acquisition.11

Thus, within the large body of literature dealing with vocabulary,
one finds many methods of promoting vocabulary acquisition. While each
author undoubtedly feels that his espoused method is indeed the best,
one must turn to research in the area of vocabulary instruction to dis-

cern what methods, if any, might be considered "best.!" The following

section investigates some of those studies.

Experiments Determining Relative

Preferability of Methods

Given the vast array of methods from which to choose in the attempt
to stimulate vocabulary acquisition in the educational setting, one is
struck by the seemingly endless variety of strategies possible. Yet as
one reads more extensively in the literature of vocabulary development,
he becomes aware of certain commonalities among these methods, especially
concerning the means by which the student-learner is exposed to new

words. This exposure is characteristically done by one of three methods:
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by introducing the words to be mastered directly and by interjecting
them inorganically into the educational setting; by introducing them
indirectly and causing (or in some cases allowing) them to appear to
develop organically out of the educational setting and activities; or by
introducing them through a combination of these methods. 1In the first
case, the student-learner does not tend to develop a contextual relation-
ship for the new words to which he is exposed; in the second case, a
contextual relationship tends to develop usually from the first exposure;
in the third, a contextual relationship tends to develop for some words
and an acontextual relationship results for others.

These three commonalities will provide the frameword for the fol-
lowing discussion of selected experimental studies into the effective-
ness of various methods of vocabulary instruction. Specifically, the
following discussion will focus on those studies testing methods of
instruction which expose the student-learner to new words directly
through the use of word-lists, dictionary drills, programed instruction,
and other inorganically-designed means; those which expose the student-
learner to new words indirectly through organically-designed educational
activities; and those which expose the student-learner to new words
through a combination of these two methods.

A number of experimental studies have been done testing methods
of vocabulary instruction which expose student-learners to new words
directly through the use of word-lists, dictionary drills, programed
materials and other means which are inorganically interjected into the
educational setting. Some of those researchers are the following:

J. Estill Alexander and Harry V. Barnard (1971), Philip R. V. Curoe

(1939), I. W. Miles (1945), A. C. Eurich (1932), and Sidney J. Rauch
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(1971). Each of these studies has produced evidence generally sup-
porting the effectiveness of the method tested. In 1968, Alexander and
Barnard12 conducted a study comparing the relative effectiveness of
programed vocabulary materials and conventional dictionary/word-lists
materials. The sample of subjects utilized in the study was drawn from
the heterogeneous population of students enrolled in compulsory remedial
reading courses on the college level. The conclusions reached in the
experiment were inconclusive as to which method produced greater results.
No significant difference was found between the means of the two groups
tested; in addition, mean gains were similar. At the end of the experi-
ment, however, each subject filled out a questionnaire concerning the
work he had done in the study. Results of the questionnaire indicated
that attention and interest levels were higher in the programed materials
group. From these findings, Alexander and Barnard conclude that pro-
gramed vocabulary instruction with its more direct mode of presentation
seemed more effective than the other method tested.

The studies of Alvin C. Eurich also found data supporting the
preferability of direct methods of word exposure. During the 1929-30
school year, Burich conducted an experiment with 429 college freshmen
enrolled in English Composition I at the University of Minnesota. Of
this number, 196 were subjected to special vocabulary drills that
involved the study of one hundred words per week; 233 students were
designated as a control group and given no additional vocabulary study..
Posttest scores indicated that the average score of the experimental
group was 48 at the beginning of the year and 62 at the end. For the
control group, the average score at the beginning was 47 and at the end

was 49. Thus, concerning the merits of a direct introduction of words



24

for mastery, Eurich concludes that vocabulary instruction is '"more
effectively done by working directly and by providing specific drills"
than it is by "attempting to aspire to it by indirect means."1

The experimental studies of Philip R. V. Curoe, while perhaps not
as sophisticated as some others in the field, nevertheless produced
results which support the direct method of vocabulary word exposure.
During the years 1939 and 1940, Curoe conducted two studies in vocabu-
lary acquisition with students in educational methods courses at Hunter
College. One sample of college seniors was designated as a control
group and received no vocabulary instruction; another identical sample
was taught vocabulary directly through what Curoe calls the "Today's
Words" technique. Initially each group had been given the same test of
vocabulary mastery. During the experiment, Curoe set aside three minutes
at the beginning of each class period to expose students to five new
words. He wrote the words on the board, discussed the meanings, pro-
nunciation, and syllabication of each word and encouraged the students
to use them frequently. No further mention was made of '"today's words"
on future days. At the end of the semester, students in both groups were
retested over the same initial group of words. Curoe reports that those
receiving the continuing exposure to new vocabulary words '"significantly
outscored the control group.'" From this data and that of a repetition
of the experiment (more refined in design) the following year, Curoe
concludes that college students can increase their active vocabularies
with brief, yet constant, attention directed toward that end.14

Those studies discussed above support the more direct method of
vocabulary instruction which exposes the student-learner to new words

through means essentially divorced from the regular activities within
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the educational setting. Other studies, however, have produced results
which support modes of vocabulary instruction of a quite different
nature. Several experimental studies have been done which test those
methods of vocabulary instruction which expose student-learners to

new words indirectly through instructional strategies which appear to
grow out of the regular activities of the educational setting. Among
those who have conducted such studies are the following: Walter
Burchard Johns (1936), James Douglas Young (1951), C. L. Harlan (1926),
and Sidney J. Rauch (1971).

Those studies done by Young and Rauch are primarily concerned with
testing specific methods of organic vocabulary instruction. Young
attempted to discover what effect presenting new words in a meaningful
context had upon the learning of those words. Yet not only does his
study attempt to determine the value of context in building vocabulary,
but it also seeks to determine whether words are learned most readily
when encountered in material read orally, read silently, or listened to
being read. His study employed a sample of 450 students from all
academic levels at George Pepperdine College. Initially the subjects
were given a standardized vocabulary test of 210 items. After having
been grouped into three numerically equal experimental groups, the
subjects were then exposed to an original story (written by the
researcher and incorporating all 210 words from the pretest) by three
distinct means: one group read the story silently; one group read the
story aloud; one group heard the story read to them. Immediately fol-
lowing treatment, each subject was administered the same standardized
vocabulary pretest as a posttest measurement. Young reports tremendous

gains between the pre- and posttest administration of the test; he
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suggests that this is adequate proof that presenting words in meaningful
contexts is an extremely effective means of vocabulary instruction. Of
those three means of encountering new words (reading silently, reading
aloud, or listening), those in the first group demonstrated greatest
gain.15

Less formal in design, while perhaps no less reliable, the studies
of Sidney J. Rauch also attempt to determine the viability of what he
calls "The Dilettante Approach.!" Similar to the method advocated by
Shirley Aaronson,16 this method exposes student-learners to new words
through the reading and/or discussion processes inherent in regular
class activities. Rauch's study employed students in a college reading
improvement class at Hofstra University. Twenty minutes of each class
session were devoted to student discussion, review, or analysis of a
current play, movie, television program, novel, or article. Topics
were selected at least one week in advance; students were encouraged
to select those words and phrases that seemed to make the critics' point
of view most readily communicated. While Rauch does not appear to have
been concerned with the apparent variables involved in the study, he
reports that the results from his study indicate that his methods had
been '"'most successful'" and that the students involved had demonstrated
an increased mastery of vocabulary and an increased enthusiasm for wider
exposure to the written word.17 Similar to Young, Rauch produces these
results through the use of specific, yet indirect means of exposing
student-learners to new words for mastery.

While these studies tested methods of indirect means of vocabulary
study of which the student-learner was aware, other studies have tested

indirect means of stimulating vocabulary acquisition where no conscious
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method was apparent to the subjects. Writing of the intentions of his
own studies, Walter Burchard Johns comments that he attempted

to discover whether a procedure can be set up in a

university class and administered in a way that will

secure an amount of vocabulary learning beyond that

which normally ensues when no especial attention is

given to the matter.
Johns wished to see what growth in vocabulary would occur under usual
classroom conditions in the progress of a course when new words were
introduced organically through the regular activities of the class.

During the study, Johns asked students enrolled in an upper-

division educational psychology course to turn in lists of unknown words
they encountered in their reading of the text. In addition, he asked
that they look up and write out the definitions of each word before
turning in the lists. This procedure ultimately produced a working list
of 502 words. Johns made no attempt to teach these words to the class
as a whole; however, he cautioned them that he would test them over some
of the master list of words periodically. Once a month for four months,
he administered a test of twenty words randomly-chosen from his master
list. At the end of the semester he administered a test of forty-one
words. Of the 1107 responses on these tests, 858 were correct, a percent
score of 77.5. From this study, Johns concludes that

under ordinary class procedure where no particular stress

is placed on learning vocabulary, there may be a resultant

amount of mastery of about 53 percent of the words more or

less peculiar to the subject.

During the following year, Johns began preparation to conduct a

second experiment; this time he utilized a class of freshmen enrolled in

educational orientation. He asked students in this class to make lists

of unknown words they encountered in their reading of the text. From



28

the fifteen-chapter text, Johns obtained a list of 1350 words. The
following year in the same class and using the same text, Johns gave
students a list of ten vocabulary words for each of the fifteen chapters,
a total of 150 words. These he asked them to look up and return the
definitions found to him for comment and correction. During the
semester, there were no tests over these words and no suggestion that
they would ever be tested over them. At the end of the semester, the
students were tested over half of the words randomly-selected from Johns'
master list. The average gain fell short of that made by the first
experimental group two years earlier., While his experimental design
could not substantiate his opinions, Johns concluded that probably the
difference in age and educational levels of the two groups made a dif-
ference. Also lacking in this group, yet inherently a part of the
previous experimental group, was the element of motivation provided by
testing the first group periodically.

Both of these studies were designed to test indirect means of
stimulating vocabulary acquisition whereby new words were introduced
organically through regular classroom activities. While one could
question whether either actually places ''no especial attention" on
learning vocabulary, as Johns purports to do, a third experiment he
conducted with freshmen at the University of Nebraska comes closer to
realizing this goal. In this study the student participants are neither
enrolled in his courses, nor exposed to the words tested in any other
way. Thus, this study seeks to test whether there is an appreciable
enlargement of general vocabulary as a result of mere "first semester's

studentship.”zo
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At the beginning of the school year, 520 freshmen enrolled in the
Arts and Science College and 245 freshmen enrolled in the Teachers
College (both of the University of Nebraska) were given the Ohio State

University Psychological Test, Form 17. One part of the test is an

eighty-item vocabulary test. At the end of the semester, those 400 Arts
and Science freshmen and'197 Teachers College freshmen who were enrolled
in English classes, were given a second administration of the vocabulary
section of the Ohio State test. Since these 597 freshmen were enrolled
in three levels of composition courses (ranging from remedial to honors
classes), the resulting data was able to be analyzed according to ability
levels. On the basis of his experiment, Johns concluded that there was
measurable gain in vocabulary in all groups tested; however, the highest
gain was evidenced in the 14.83 gain of those students having the highest
level of abili1:y.2'1

From all three studies he conducted, Johns was able to conclude
that advanced college students acquire about half of the vocabulary of
their subjects under ordinary class procedure and may acquire three-
fourths with added motivation to learn new words. He also concluded
that freshmen in the ordinary course of their college work do increase
their vocabularies, perhaps upward to 2000 words a semester. He further
concluded that the higher the native ability of college students and the
higher the initial vocabulary levels, the greater the gains which result
from studentship. Thus, his experimental work supports the theory that
word-mastery can be stimulated by indirect means and with no conscious
effort being evident in the educational setting to stimulate its growth.

Thus far the experimental studies discuésed have sought to evaluate

the effectiveness of instructional methods of vocabulary teaching which
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either expose student-learners directly to new words through
inorganically-designed means, or those which expose student-learners
indirectly through organically-designed educational activities. A third
category of the experimental studies in vocabulary instruction concerns
methods of instruction which incorporate variations of both previously-
discussed methods. Among those researchers testing methods which com-
bine these techniques are the following: Glenn M. Blair (1941), Richard
Braddock and Sidney Kraus (1958), W. S. Gray and E. Holmes (1958), J. R.
Shannon and Marian A. Kittle (1942), and Alfred Westfall (1951).

The most recent of these studies on the college level is the
experiment conducted by Braddock and Kraus with low-ability freshmen
at the State University of Iowa. Citing conclusions from other studies
that "vocabulary ability is 'a centrally determined function' acquired
independently of the mode of presentation"22 and that "a student's
vocabulary grows whether or not he gives the matter much attention,
but . . . twice as fast if he gives it specific attention,"23 Braddock
and Kraus set out to determine whether or not supplementary study of
vocabulary would actually accelerate growth in vocabulary. For the
experiment, they chose two classes of a four-hour remedial communication
skills course which is composed of entering freshmen placed in the lowest
decile by placement tests. One group was given extensive vocabulary
study by the direct method of word-lists and drill. Periodically they
were tested over groups of words, and twice during the semester all
words studied up to that point were reviewed and retested as a whole.
To test the results of their experiment, they compared the placement and
final vocabulary scores of the experimental group actively taught

vocabulary with the control group having had no vocabulary study. They
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found from an analysis of the data that there was no significant dif-
ference between the vocabulary acquisition of the experimental group and
the control group.

The following year, Braddock and Kraus conducted a second test with
the same population sampling. This time instead of instructor-prepared
word-lists presented directly to the students, they allowed the students
to prepare lists of words they had encountered in their reading and/or
class discussion. This experiment would focus, then, on a method which
presented words indirectly through the organically-designed materials
and/or activities of the class as a whole. Each week the students were
asked to turn in for instructor comment and correction their lists of
unknown words for which they had looked up the definitions. At the end
of the semester, the same type of measurements and data analysis was
applied to this experimental group as had been applied to those of the
earlier study. Again, they found no significant difference between the
vocabulary acquisition of the experimental group and the control group.
On the basis of these two studies, the researchers concluded that
"acceleration of vocabulary development is associated with general
academic strength" and that '"the more intelligent the student, the more
his vocabulary development will be accelerated.'" They further suggest
that perhaps '"'special vocabulary study is wasted on the lowest ten per-
cent or so of entering freshmen in colleges with unselective admission
policies.”zg While such conclusions may seem ill-founded on the basis
of rather limited study, their implications for the study of vocabulary
in areas of higher education with open admissions, such as the two-year

college, are striking.
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An experiment similar to the second study of Braddock and Kraus was
conducted by Glenn M. Blair with junior and senior students at the
University of Illinois. While the two population samplings are, of
course, quite different, the experimental findings, although dissimilar,
may have similar implications. For his experiment, Blair used two
sections of secondary education classes and two sections of educational
psychology classes. The control groups were enrolled in equivalent
sections of the same classes. All groups in the experiment were given

the Nelson-Denny Reading Test, Form A, as a pretest and Form B of the

same test as a posttest measurement. The control groups received no
further instruction in vocabulary, but carried on their regular class
activities. The experimental groups, however, were actively engaged in
vocabulary study. Each time the class met, students in the experimental
group were asked to hand in lists of unfamiliar words which they had
encountered since the last class meeting. These words were to be
defined both on the lists handed in ancd in notebooks which the students
would keep until the end of the semester.

At the end of the semester, scores on the Form A Nel son-Denny

pretest and those on Form B were subjected to an analysis of variance.
Blair found that the experimental group actively studying words as they
appeared in the context of reading assignments made an average percentile
gain of 3.6. The control group, reading relatively the same materials
and yet not receiving any attention to vocabulary study,vmade an average
percentile gain of only 1.0. Thus, Blair concludes that attention given
to the acquisition of vocabulary produces results which would not be
normally secured as the outgrowth of a semester's woﬂ&intheuniversity?

Blair's study, then, produced positive results in vocabulary instruction
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which using indirect methods of student-prepared word lists and dic-
tionary study; yet the difference in population sampling (upper-classmen
of presumably average to high mental ability) does not nullify the con=-
clusions of Braddock and Kraus' study utilizing low-ability students in
the freshman year. Thus, the methods themselves are not proven totally
ineffective.

Two experimental studies with secondary and elementary students
were conducted by William S. Gray and Eleanor Holmes (1958) and by
J. R. Shannon and Marian A. Kittle (1942). While these studies utilize
a population sample dissimilar from that of concern in the present
study, the design of their studies and the similarity of their purposes
to the present study lend them to inclusion in this review.

Gray and Holmes' study of fourth grade pupils sought to determine
whether it was more effective to focus vocabulary instruction directly
on the words taught, or to rely on the indirect impetus vocabulary growth
gained while study was directed to other ends. Pupils chosen for the
study were enrolled in the University Elementary School of the University
of Chicago. Preceding the experiment, all subjects were tested to
establish their mental age, mental alertness, general vocabulary mastery,
and specific mastery of words selected for study during the experiment.
The students were then assigned to one of three groups: those of higher
ability were then assigned to one of three groups: those of higher
ability were placed in one experimental group; those of lower ability
were placed in a second experimental group. A third group was composed
of students from all ability levels; these students became the control

group for the study.
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Up to a point, the instructional procedures for all three groups
were the same: they were assigned a unit of study consisting of several
selections and questions to answer over each selection. No effort was
made to encourage vocabulary acquisition. Following the initial period,
however, the control group was given no further guidance in completing
the unit., Yet in the two experimental groups, the teacher provided
elaborate assistance in vocabulary acquisition. Students were
encouraged to discuss unknown words from the readings; the teacher wrote
the words on the board, pronounced them, and defined them thoroughly;
and the teacher encouraged as much as possible the creation of a con-
textual relationship for each word discussed. Upon completion of the
experimental unit, a retest was made of the vocabulary words selected
for study. Results indicated that while specific guidance in vocabulary
acquisition is of some value to students of lower ability, those of
higher ability achieved higher gains than both those receiving treatment
and those receiving none. Generally, those students who received direct
vocabulary instruction gained twice as much as those who had received
indirect, or no instruction. Thus, Gray and Holmes concluded that the
direct teaching of vocabulary is of great value and importance, but that
even incidental emphasis on the meanings of words is productive in pro-
moting vocabulary growth.2

Unquestionably the most complex study of using a variety of direct
and indirect methods of exposing student-learners to words for study was
conducted by J. R, Shannon and Marian A. Kittle. Essentially, their
study sought to determine whether students increase their vocabularies
more through direct means of exposure to new words, such as word-lists,

or through indirect means, such as reading and discussion. The
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population sample for their study was taken from students enrolled in

the Laboratory School of Indiana State Teachers College in grades eight

through twelve. On the basis of similar performance on standardized

vocabulary pretests, these students were grouped into seven groups.

Each of these seven groups was taught by different methods the same

group of vocabulary words. The methods used for testing were the

following:

1.

Group 1 was taught the words directly through the use of
mimeographed lists of words they looked up on their own in

the dictionary.

Group 2 was taught the words directly through the use of
mimeographed lists of words the teacher discussed and defined
for the students.

Group 3 was taught the words indirectly through the use of
reading assignments containing the sampling words. They
received no help except for being cautioned to look up all
unknown words they encountered.

Group 4 was taught the words indirectly through the use of
reading assignments containing these words. They were allowed
to use no dictionaries, but were required, rather, to ask the
teacher to define for them individually the unknown words they
encountered.

Group 5 was taught the words through both direct and indirect
means. Similar to Group 3, this group was given reading
assignments containing the sampling words; yet for this group
the words were underlined. These words they looked up for

themselves in the dictionary.
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6. Group 6 was taught the words through both direct and indirect
means. Similar to Group 5, this group was given reading
assignments with the sampling words underlined. However, they
were required to ask the teacher to define for them indi-
vidually all unknown words.

7. Group 7 was taught the words through both direct and indirect
means. They received the same reading assignments with the
words underlined; yet they were required to look up all
unknown words in a glossary given them along with the reading
assignments. These glossaries contained the definitions of
the sampling words as they appeared on the pretest.

Upon completion of the instructional phase of the experiment, all
students were administered the same specific vocabulary test used as a
pretest. The data resulting was subjected to analysis and supported the
following results: the pretest-posttest change scores for Group 7 were
significantly higher than all groups except Group 2, in which case they
were only slightly higher. Group 2 produced scores distinctly higher
than all the remaining groups. Groups 1 and 3 produced scores lower
than any of the other groups. From these results, the researchers were
led to few reliable conclusions: students who are taught the meanings
of words directly by their teachers or indirectly/directly exposed to
and taught the meanings of words through the use of reading/glossary-
reference learn more than those presented the same words directly and
told to look up their definitions. Generally, their study supports the
view that attempting to expose students to large numbers of words
indirectly through organic means has no advantage over the direct

. . P 2
introduction/definition of those same words.
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Thus, within the large body of literature dealing with experimental
research into the preferability of various instructional methods for
stimulating the acquisition of vocabulary, one finds many conclusions,
but few consenses. Those conclusions and further research implications

discerned by this researcher are contained in the following section.
Conclusions: Implications for Further Research

It is evident from the preceding discussion that there is wide
divergence in the findings of the studies in vocabulary as well as in
the methods, techniques, and criteria used. The studies discussed have
ranged from those dealing with methods organically-designed to introduce
new words indirectly into educational activities, to those which expose
student-learners directly to new words through inorganically-designed
means. Several studies have even sought to test methods which utilize
a combination of these two approaches.

None of these studies, howefer, adequately satisfies the needs
which have precipitated the present study. While those studies of
Alexander and Bernard, Eurich, and Curoe offer evidence that direct
means of vocabulary instruction can produce satisfactory results with
adult students, they tell us little more than that the specific methods
tested were more successful in stimulating vocabulary than the absence
of any type of instruction would be. Similarly, while those studies of
Young, Rauch, and Johns offer evidence that indirect means of vocabulary
instruction can produce results with adult students, they also tell us
that adult students generally increase their vocabularies automatically
through the educational process itself--while this increase is somewhat

greater when some conscious effort is directed toward that end. Testing
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the indirect means of promoting growth in vocabulary, Blair, Braddock,
and Kraus conclude that those of higher mental ability increase their
recognition vocabularies better than those of lower ability; however,
they also tell us that higher ability students also increase their
vocabularies as a result of merely becoming educated and at a faster
rate than those of lower ability. Those studies by Gray and Holmes and
by Shannon and Kittle, while comprehenéive in the methods they test and
yet perhaps no more cénclusive than the other studies, are valid only
with adolescent and early-adolescent populations.

Thus, one can only conclude from this review of the literature of
vocabulary instruction and research that no definitive indications of
the preferability of methods for promoting the growth of vocabulary
currently exist. Certainly when one considers that fewer than a half
dozen studies are concerned with vocabulary acquisition/instruction in
the two-year college, the need for further study in this area of higher
education becomes obvious. While future research could well build upon
the foundations these studies have laid, however inadequate they may be,
the contribution this study could make to future researchers and

instructors is unquestionable.
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CHAPTER I1II
&
EXPERIMENTAL METHODS AND PROCEDURES

In the present study, various experimental procedures were followed
to determine whether vocabulary acquisition in adult students is greater
when words are taught organically within an instructional situation out
of which a contextual relationship for the words develops or inorganical-
ly introduced outside a given situation and without a contextual rela- -
tionship for the word developing. The experiment was conducted twice
"(once during the fall semester of 1975 and again during the spring
semester of 1976) with classes of English Composition I at an urban two-
year college. The experiment included one hundred thirty-four (N=13L4)
adult students, ninety-eight (N=98) of whom were taught using contrasting
methods of vocabulary instruction. Pretest-posttest-change scores of
their performances were compared to test four null hypotheses.

This chapter contains an explanation of the methods and procedures
used in the experiment. These methods and procedures were classified as
(1) Pre-Experimental Procedures, (2) Experimental Instructional Proce-
dures, and (3) Data Collection and Analysis Procedures. Each of these

areas is discussed in the following chapter.
Pre-Experimental Procedures

The pre-experimental procedures included all those tasks which were

completed precedent to the experimental instructional phase and which
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were done in order to implement the projected research design. The most

important of these tasks are described in the following sections.

Choice of Research Design

The initial pre-experimental task was to create a research design
capable of testing the assumption which precipitated this study: that
in teaching vocabulary to adult students the use of word lists to define
and memorize is as effective a method of instruction as exposing the
students to new words in the process of reading, wfiting, or other class
assignments or activities.

The design chosen for this experiment involved the administration
of standardized vocabulary tests to two comparable classes of freshmen
adults enrolled in English Composition I on the two-year college level.
Record of their general performance on these tests would be made. Then
from these tests a sampling of words would be randomly-selected which
would be taught to the two classes using varying methods of instruction.
Record would be also made of their performance on the sampling of words
from each test. Upon completion of the treatment phase of the experi-
ment, the same tests would be administered a second time, and the
variance in both general and sampling performances would be noted. By
comparing the amount of gain shown by each class, the researcher hoped
some indication would become evident of which instructional method pro-
duced the greater vocabulary acquisition. In order to perform more
detailed comparison of the data, the researcher would group the student
participants for comparison by general ability level, age, and sex. It
was upon this general research design that the following decisions were

made concerning the choice of testing instruments and experimental



43

instructional strategies to be employed.

Selection of Testing Instruments

In order to compare the pretest-posttest-change scores by general
mental abilities and to provide a controlled sampling of words to
utilize in the study, the experimenter chose three vocabulary-based

measurements.

Selection of an Instrument For Measuring General Mental Ability.

The experimenter selected one group test of general mental ability for

use in the study. The test chosen was the Quick Word Test (QWT), Level

I, Form BM, designed by Borgatta and Corsini in 196k. The QWT is
comﬁosed of one hundred words of varying difficulty. The examinee
chooses one of four words which best defines the stimulus word.

The primary purpose of the QWT is to provide a substitute measure
(or an estimate of performance) for longer and more time-consuming
measures of general mental ability. This test yields scores which
correlate highly with other measures of general mental ability and
measurable intelligence. The correlation of the QWT with other intel-

ligence measures is as follows: (1) Otis-Lennon Mental Abilities Test

--r = 0.892; (2) Wechsler Intelligence Scale for Children (revised)--

r = 0.862; (3) Wechsler Adult Intelligence Scale-- r = 0.8l

(L) Stanford-Binet Intelligence Scale (Form L-M)-- r = 0.813.

In the seventh edition of his Mental Measurements Yearbook, Buros

reports the concurrent validity of the QWT as ranging from 0.738 to
0.91L4, The test-retest reliability is reported as varying from 0.931 to

0.962. These validity and reliability indices are more than sufficient
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for the present study. A copy of the QWT which was used in this study

is presented in the appendices.

Selection of an Instrument for Measuring Vocabulary Achievement

Gain. The Bobbs-Merrill Voéabula{XATest for High School and College

Freshmen Students, Forms A and B, were chosen for the pre- and posttest

measures of vocabulary achievement. These tests are designed primarily
to determine the extent of vocabulary development among high school
students and college freshmen. Each test is composed of fifty (N= 50)
sentences or clauses which contain an underlined word. The respondent
is asked to choose one of five words which best defines the underlined
word.

Buros reports the concurrent validity of these tests as ranging
from 0.793 to 0.822, while the publishers of the tests report validity
indices ranging from 0.750 to 0.880. Buros reports the reliability of
these tests as ranging from 0.883 to 0.997. The test publishers report
test reliability indices ranging from 0.903 to 0.963. These reliability
and validity indices are more than sufficient for the present study.

Copies of Forms A and B of these tests are presented in Appendix A.

Selection of Vocabulary Sampling

In order to isolate a body of vocabulary words to incorporate into
the instructional phase of the experiment, it was necessary to abstract
a sampling of test items from the vocabulary premeasures administered to
each group. A sampling of twenty-five (N= 25) words was taken from each

Bobbs-Merrill Vocabulary Test for High School and College Freshmen

Students, Forms A and B, by randomly-selecting words from each instrument.
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The original test number of each word was also used in recording items

on both pre- and posttest measurements.

This sampling became the core

of words used in the instructional strategies employed in both Group A

and Group B. Complete lists of those words contained on each form of

the test are presented in Appendix Aj; the fifty (N=50) words randomly-

selected from both forms of the test are presented below.

Experimental Sampling Core Words

The following are lists of words chosen at random from the Bobbs-
Merrill Vocabulary Test for High School and College Freshmen Students,

Forms A and B.

The numbers preceding each word identify that word on

the Sampling Results Sheet on which the words missed on pre- and post-

test measurements are recorded (see Appendix A).

Numbers in parentheses

following each word indicate the. numerical order assigned that item on

the Bobbs~Merrill standardized tests.

10.
11,
12,

13.

Form A

affable (33)
annihilation (27)
banter (45)
bicker (k&)
consecutive (9)
criterion (36)
deviate (2k)
excursive (50)
feasible (20)
gore (47)
grimace (23)
homage (8)

infinitesimal (41)

10.
11,
12,

13.

Form B
bravado (47)
candid (2k)
chaste (34)
cogent (50)
cudgel (37)
drudgery (10)
firmament (46)
foray (41)
improvise (33)
inscrutable (45)
kiln (11)

malign (49)

memoir (27)
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14, lithe (49) 14, nocturnal (25)
15. 1lunacy (30) 15. odium (42)

16. meanders (39) 16. perjury (18)
17. momentous (29) V 17. pittance (48)
18. pacify (17) 18. repugnant (38)
19. plentitude (11) 19. rudimentary (30)
20. precipitous (48) 20. seductive (28)
21. rogue (32) 21. scepticism (32)
22. scrutinize (35) 22. sparse (19)

23. stalwart (34) 23. spree (21)

24, wunanimity (40) ok, stipulate (38)
25. vexatious (43) . | 25. veer (31)

Devising Instructional Materials for

Treatment Desigg

Having defined the basic research design, selected the testing
instruments and identified the sampling core words, the final pre-
experimental procedure involved devising those materials necessary
to execute the instructional strategies required for the treatment
design of the experiment. While the treatment design required no
materials for Group C (the control group), a variety of materials was
necessary to carry out the projected treatments for‘Groﬁps A and B (the
two experimental groups). This section discusses the devising of those
materials.

The only materials necessary for Group A were lists of general

vocabulary words into which the sampling core words could be inserted
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for introduction to the group. For this purpose, the experimenter chose
an existing sheet of word lists he used to teach vocabulary during
previous semesters. For the most part, these.words had been taken from
widely-available.lists of words onvstandardized tests,.coﬁpoéition book
word lists, and other basic wofd study lists. Approximateiy four of the
fifty sample core words were inserfea in alphabe£ica1 ofder into each of
the eight existing lists, the foilowing Qord>being dropped‘on the origi-
nal list in order to retain the total number of wordé as the original
list. (See Appendix B for a sample of the final sheet of word lists.)
For Group B a larger number of materials had to be devised previous
to the experiment in order to execute the instructional treatment design
projected for that group. For example, in order to introduce the
sampling core words organically within the various reading, writing, and
speaking activities of the class, the experimenter had either to locate
or in some cases to create instructional materials which incorporated
these words. Consequently, the experihenter located some essays within
the adopted text for the course, within Freshman Composition I rhetoric
books, within student samples of writing, and/or within other published
soﬁrces which utilized some of the sampling core words. In some cases,
the experimenter had to write compositions and consciously incorporate
some sampling core words. Those words utilized in compositions outside
the class text had to be copied for distribution. Moreover, the experi-
menter had to locate a variety of shorter compositions and/or grammar
tests utilizing these words which could be used to introduce the sampling
words through these instructional strategies. In some cases, these

materials also had to be created especially to meet these needs.



The experimenter also had to frame a number of topics for writing
assignments in such a manner that some of these words were placed in
conspicuous positions in the assigned writing topigs. Similarly, he
had to become quite familiar with each word from the,sampling core in
order that he might utilize every available opportunity to use and/or
cause to be used as many as possible of these words in class discussion
or lecture. In short, both the format for the class and the incorpora-
tion of these vital materials required considerable preplanning. In
fact, in order to introduce the sample core words organically into the
basically routine class activities and thereby to encourage the develop-
ment of a contextual relationship for each word, the experimenter antici-
pated it would require his almost constant and vigilant attention to
virtually every detail of the class and its activities throughout the
semester.

In executing the experimental procedures of the study, the experi-
menter found that the majority of the materials devised earlier were
adequate for the purposes for which they were designed. The class pro-

cedures utilizing these materials are discussed in the following section.
Experimental Instructional Procedures

The experimental instructional procedures used in this study in-
cluded those techniques and instructional strategies which were executed
during the treatment phase of the experiment. Since the treatments
employed in Group A and Group B markedly differ, a separate detailed
discussion of the strategies tested within the two groups follows.
First, however, some insight is given into how the status of each group

involved was determined.
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Assignment of Group Status to Classes

As stated earlier, the three experimental groups utilized in this
study were three classes of freshman enrolled in an English CompositionI
course. No attempt was made to determine the composition of the classes;
they were accepted on the basis of the institution's random enrollment
of students into these classes and they were chosen from among those
assigned to the experimenter's teaching load. However, some control was
exercised by the experimenter over which of these classes were chosen to
receive the desired type of experimental treatment. In assigning group
status to each of these classes, at least two features of each class
were highly operative: the class size and the time of day it met. Due
to the characteristically high attrition rate among students in the two-
year college, the two classes with fhe largest enrollment were designated
Group A or Group B status. A larger humber of subjects participating in
these two groups was deemed more important to the study than the number
participating in Group C. The A and B groups would test the hypotheses
of the study, while the C group would only provide data as a control
group. Moreover, in order to minimize the possible effect of the time
variable on the experiment (students presumably respond differently to
instruction at different times of the day), the time of day the class
was scheduled was taken into consideration. On the basis, then, of
these two independent variables, of the largest two classes scheduled
between nine o'clock and noon, Group A status was assigned to the
earlier class and Group B status was assigned to the later. From among
those classes scheduled after noon, Group C status was assigned to the
earliest. Thus, on the basis of the schedule given the experimenter,

the Group A class met three days per week at 9:50 A.M.; the Group B



class met three days per week at 11:00 A.M.; and the Group C class met
three days per week at 1:20 P.M. This same schedule was followed during

the tenure of both sixteen-week experiments.

Instructional Procedures for Group A

During the first week of the sixteen-week experiment, Group A was

given the Quick Word Test, Level 1, Form BM, and the Bobbs-Merrill

Vocabulary Test for‘High School and College Freshmen Students, Forms A
and B. While their test papers were not returned to thém, their per-
formance on the test was discussed>and their scores noted.: Generally,
this procedure was followed in order to stimulate thinking in the group
about vocabulary and to provide some indication of their comparative
range of vocabulary level. While the Bobbs-Merrill tests are not
nationally-normed, the students could compare their scores with the
class average, those of £he other classes whose average class scores
were provided, and with those of their own peers. In both Group A and
Group B, this initial procedure provided a degree of motivation for
individual vocabulary improvement through the succeeding course. From
this point, the experimental treatment of Group A was markedly different
from that of Group B. The following week Group A was given xeroxed
sheets containing eight lists of fifteen words each. (See Appendix A
for a sample of this sheet.) Fifty of these one hundred and twenty
words were taken from the two Bobbs-Merrill vocabulary tests; yet the
subjects were not apprised of this fact. The group was told that
approximately every two weeks during the following semester, they would
be tested over one of the eight lists of words. They would be expected

to look the words up in a dictionary, memorize the definitions, learn to
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spell and to pronounce the words, and be able to identify the part of
speech of each word. After the definitions were clarified in class the
day preceding the test, they would be tested over Qach group. :Then they
would proceed to the next list until all eight lists were covered. The
average of their scores on these tests would be reflected in approxi- .
mately one-fourth of their final grade.

The subjects were tested over these words in a variety of ways.
Sometimes they were asked to pick out ten words from a list of fifteen
and to write out the definitions and indicate the part of speech. Some-
times the experimenter would indicate the words they were to spéll and
define in sentences and those for which they were to provide examples or
illustrations and indicate the part of speech. At other times the
subjects were given the dictionary definition of the word and asked to
spell correctly the word being defined orally. This variety was included
in grder to minimize the change of boredom with the activity and to
minimize as much as possible the rote memorization of dictionary defi-
nitions without at least some degree of critical thinking on the
subject's part. During the conduct of this experiment, no attempt was
made, however, during the classroom instruction to develop a contextual
relationship for any of the words. They were discussed in relatively
abstract terms (similar to a dictionary entry) and not related to any
class word or activity currently engaged in by the class. No attempt
was made to use these words in class discussion, 1ectufe,for assignments;
they remained as far as possible in isolation, void of any organic
connection with the remainder of the class. The study of these words
was not cumulative or repetitive in nature; they were discussed once the

day before the test, tested once, and then ignored within the context of
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the class.

By the end of the fifteenth week of the experiment, the group had
completed the eight lists of words. At that time they were given a
second administration of the Bobbs-Merrill Vocabulary‘tests. The par-
ticipants had not been aware that they would retake these tests and no
special preparation was made before the tests. Their performances on
these tests were recorded for comparison with the earlier pretest

performances.

Instructional Procedures for Group B

During the first week of the sixteen-week experiment, Group B was
given the same treatment as Group A and for the same basic reasons.

They were administered the Quick Word Test, Level 1, Form BM, and the

Bobbs-Merrill Vocabulary Tests for High School and College Freshmen

Students, Forms A and B; they were apprised of their. performance on
theée measurements and told the class. average for their and other
classes taking the same tests; yet they were not shown their tests, nor
was mention made of their having further vocabulary instruction or their
having to take a posttest at the end of the semester. Hopefully, as
with Group A, the activities of the first week motivated the subjects to
some degree to think about their language and to be more sensitive to
their vocabulary needs.

Beginning with the second week, the experimenter continued to
conduct the presumably typical activities of a Freshman Composition I
class: reading and discussing essays, writing expository prose para-
graphs and themes, studying grammar and language usage. Yet the experi-

menter introduced each of the fifty words from the Experimental Sampling
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Core of Words through the process of executing those activities.
Generally, each word was introduced organically into the classwork
during one or more of the following activities: writing activities;
reading activities; and oral activities, such as speaking and/or
listening to discussion or lecture. A detailed explanation of these

three general activities follows.

Introduction of Words Through Oral Activities. The most predominate

means of introducing the sampling of words organically into the class-
work was by using, and/or by causing them to be used in class discussion
and/or lecture, hence through the processes of speéking and listening.
Virtually all of the words chosen for'thé éxperimehtal treatment phase
wefé introduced through these processes.

During the opening weeks of the semester, several words were intro-
duced through the experimenter's lecturing about course expectations and
making various introductory comments; and through discussing with the
class the policies and grading practices the course should follow.

Through these activities such words as momentous, drudgery, odium,

affable, banter, bicker, cudgel, deviate, candid, criterion, unanimity,

excursive, meanders, veer, cogent, improvise, and scrutinize were used

as they grew organically out of their need in the activity. For in-
stance, in the experimenter's comments about course expectations,

mention was made that some students regard Freshman Composition with
odium and as drudgery. However, the experimenter expressed the desire
that the course become a momentous event in their lives, and that during
the class everyone should remain affable and avoid the tendency to bicker

during class discussion. However, as an example of the type banter he
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enjoyed engaging in at times, he assured them if necessary, he would use
a cudgel to restore order should the-néed afise. Upon using each of
these words, their definitions were clérified and tﬁey we?e written on
the board. |

In similar fashion, other words were_introduced through various
lecture/discussions of the grading standards and‘the projected activities
for the course. FOn the fourth énd fifth class meetings, the experimenter
engaged the class in a diséﬁssién of "good writing.!" On this occasion
he asked each studeﬁt to indicate a’critéripn he would like to have uéed
to judge his own writing. He stressed thatithe ciass be able to achieve
unanimity of the choices, and he encouraged them to‘se candid in their
comments. Typically, the discussion moved to the need for organization
and controlling ideas in writing. Through such discussion, words such

as excursive, meanders, deviate, and veer organically emerged as the

group turned to matters of purpose and focus in'writing. In lecture
style, the experimenter assured the class that in order to develop
cogent argumentative prose, the skill of organization was essential. He
encouraged them to scrutinize their writing before they handed it in to
see if they actually developed their ideas or if they tended to deviate
from the originél Point. |

Thus, in the ;pan of the first few weeks of the experiment, the
exﬁérimenter introduced a large number of the sample core words into
the instructional setting by causing them to emerge organically through
oral activities. Throughout the semester, all the other’words from the
sampling core were introduced in similar ways, but by far the majority

of these words received a second introduction through reading and/or

writing activities. The following section discusses their introduction
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through reading activities.

Introduction of Words Through Reading Activities. Twenty-nine of

the fifty sampling core words were introduced a second time through
various reading activities in which the subjects were involved. In
utilizing reading activities to introduce words organically into the
classwork, the experimenter- employed tﬁree:basio~méans: readirng assign-
ments designed to generate class discussion; reading assignments designed
to illustrate rhetorical modes of writing and/or to be graded by the
studenté as learning exerciseé; and reading assignments designed pri-
marily to teach grammatical/stylistic prihéiples. Each of these utili—
zations is discussed in the following section.

In the gbrmal course of theléemestér;‘Variéus reading assignments
~ were made and‘used as catélysts for class‘discussiéﬁ aﬁd analysis. Some
of these readings coﬁtained wordé-drawn ffo@‘the sampiing-core words..
Among those words introduced through'these tybes of readings were the

following: seductive, chaste, lunacy, repugnant, infinitesimal,

scepticism, drudgery, and pittance. For example, in an essay by Ernest
Gordon entitled "A New Case for Chastity,'" the word chaste is used in
thesis position of the argument; an article in a 1969 Newsweek entitled
"The Drug Generation' includes a drug profile which fefers to the seduc-
tive appeal of marijuana; in '"Man and the Machine'" Robert Cubbedge dis-
cusses the physical drudgery machines have relieved us of today. More-
over, a student explication of the Arthur Guitarman poem "Strictly
Germ-Proof'" refers to the odium with which the Sterilized Pup regarded
the Germ-laden Bunny; another student composition copied and given to

the class compares salaries of professional people and refers to the
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pittance some college instructors receive and the infinitesimal amount

of money public-school teachers:-often are paid; and an essay published
by the experimenter discusses the lunacy of required participation in
class and. some of the othér repugnant prerequisites often necessary for
"getting 'an A." These types of compositions were assigned reading for
the&group; when discussed in class, the experimenter‘clarified'the
meanings of each of the sampling core words used and brought each of
them to the attention of the group.

Also throughouf the semester, various reading assignments were made
which were designed to illustrate rhetorical modes of writing the
students would imitate. Often these samples would be graded by the
students for practicebin grammar and other stylistic principles. Several
of these compositions contained words drawn from the‘sampling core wofds.
Among those words introduced through -these types of readings were the

following: affable, bravado, inscrutable, gore, kiln, foray, and

nocturnal. For example, a samplé‘of a descriptive paragraph illustrating
sequential coherence concerned a bull fight in which the inscrutable
matador gradually wore down the bull's endurance. The paragraph graphi-
cally describes the gore that was left on the sand. A sample of para-
graph development through the use of facts and details discussed the
habits of a nocturnal animal called a cét and described in detail a
typical nightly foray through £ﬁe neighborhéod garbage cans and the
bravado with which he received:the unwel comed attentions of a hostile
dog. A definition baragraph defined a writer's concept of an affable
tegcher, and a process theme outlined the stéps in glazing a ceramic
pot; including the necessity of a kiln for baking it. Using these

reading assignments to provide helpful illustration of assignments the
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students would be required to imitate and giving them the detailed
attention that grading eomppsitions shquld necessitate, the experimenter
hoped to lend greater importance and reeognitien to the sampling core
words introduced organically through reading, analysis, and discussion
of these compositions.

A final way in which words from the sampling core were introduced
organically through reading assignments involved those compositions,
usually short, often a single sentence, which taught grammetical or
stylistic principles. .Some of the words introduced through these

assignments were the following: banter, bicker, stalwart, precipitous,

plentitude, firmament, deviate, veer, lithe, grimace, perjury, and

sparse. For example, in short compositions designed to teach grammar by,
having the students recognize the grammatical errors of comma splices
and fused sentences, the following sentences were included:

There is a plentitude of sun in the southwest

United States, however: the vegetation is still

sparse. '

Racing down the highway, the car began to veer

from the lane suddenly it plunged down the pre-

cipitous cliff.
In sentences which were a part of lists of those sentences most typically
found in freshmen writing, several of the sampling core words were intro-
duced. One sentence illustrating the error of a misplaced modifier
read, '"Floating through the firmament, the wise men saw a host of angels/'
Another sentence illustrative of faulty pronoun reference read, '"When
the doctor gave the child a shot, he made a grimace.'" These and other
words from the sample core were introduced through the process of reading

sample compositions within the context of writing-improvement exercises.

While this method did provide a means for the experimenter to introduce
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words organically within the process of classwork for which there were
no other appropriate reading materials, it also drew attention to those
words by introducing them in a relatively high-attention-getting

activity.

Introduction of Words Through Writing Activities. Sixteen of the

fifty words from the sampling core were integrated directly during the
semester into required topics for three types of writing assignments:
letters, paragraphé, and themes. Thus, in completing these assignments,
the student's involvément with ihese words grew out of their necessity
to complete these writing activities.

In the early part of the semester, the students were engaged in
various types of letter-writing activities. Among those sample core
words introduced through required topics for these activities were the

following: cogent, homage, and pacify. For example, during the third

week of class, the students were asked to locate a published letter
(such as those to a magazine, Ann Landers, or to a newspaper forum) in
which the writer was upset over a perceived problem. Then they were to
write a response letter to that person and attempt to pacify him through
logical cogent argument. Similarly, the students were asked in a second
assigned letter to write a person who had done something outstanding
(a political leader or former teacher, for example) and pay homage to
him for his accomplishment or service.

During the middle part of the semester, the students were engaged
in a variety of paragraph-writing assignments. Some of the sample core
words incorporated into topics for these activities were spree, rogue,

vexatious, consecutive, and scrutinize. For instance, the students were
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asked to scrutinize a person or object and then to write descriptive
paragraphs about what they saw. In another parggraph-wfit&ng assignment,
the students were asked to write narrative paragraphé‘oﬁtlining inAggﬂr
secutive order the events that occurred on a spree they recently:engaged
in. In a definition paragraph, the students were asked to deal with the
word rogue and to discuss”%ﬁé‘vafioﬁé*imp}iéafioﬁs*fﬁatgwafd*hadﬁﬁﬁzi
describing a person or animal. Another topic they developed in para-
graphs was to discuss a vexatious habit of a person whom they knew. The
meaning of each word was discussed in class, and also the students were
encouraged to look up the words' dictionary meanings and consider those
definitions.

During the last part of thé semester, the students were involved
in writing longer, more complex essays and themes. Several of the
sample éore words were incorporated into the‘topics required for these

assignﬁents. Some' of those words were the following: annihilation,

momentous, feasible, stipulate, criterion, rudimentary, improvise, and

memoir. Of these words, the most frequently used was memoir. Through—
out the semester, the students were asked to keep a journal of their
most significant thoughts and/or activities. These entries were refer-
red to as their memoirs. Mention was made of this continuing writing
activity several times each month. Also on a continuing basis, the
students were often asked during the semester to write short essay
responses to subjects not prepared in advance. These assignments
required that they improvise the essay since they could make no prior
preparation. Other essays, however, were composed from topics given

in advance. Several bf fﬂééé tobicé iﬁeofporéted.erdé from the

sampling core. For instance, one topic required that they discuss the
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most momentous decision they had made in recent years; another required
that they present a feasible solution to a problem they recognized oﬁ
cam?us; another topic required that they discuss the rudimentary princi-
ples of completing a process of their choice. Toward the end of the
semester, the students were asked to stipulate in an essay a criterion
which they felt should be most operative in deciding their final grade
for the course. In the process of engaging in a role-playing activity
often referred to as the "Bomb Shelter Game,'" each student:was asked to

assume that the earth would soon experience annihilation. On that

assumption, each student was asked to pretend he were the type of person

he considered most vital to a ''new world" and to construct a written

defense of why he should be saved from annihilation. These and other of
the writing assignments were read in class, but each of the sample words
introduced through these activities grew organically out of the required
activities for writing.

Thus, Group B was introduced to a large number of the sample core
words through regular class activities. No special stress was placed
on these words; their:introduction was organically-motivated and incor-
porated indirectly into discussion and/or other class activities. They
remained integral parts of the instructional processes of the class, and
thus the exposure to the majofity of these words was cumlative and
repetitive in nature. In short, the instructional strategies for the
introduction of the sample core words were for Group B designed to
develop contextual relationships within each of the participants in this
group.

By the end of the fifteenth week of the experiment, the group had

been exposed to all fifty words. At that time they were given a second
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adminiftration of the Bobbs-Merrill vocabulary tests. As with Group A,
Group B had not been aware that they would retake these tests, and no
special preparation was made before the test. Their performances on
these tests were also recorded for comparison with the earlier pretest

performances.

Functional Procedures for Group C

Acting as a control group for the experiment, this group was not
involved in the instructional phase of the experiment. This group took
the same pre- and posttests as Groups A and B. It received, however, no
treatment or any further exposure to the sampling core words. Thus, the
pretest-posttest-change scores on these tests provided some indication
of the level of test contamination introduced by using the same measuring

instruments at the end of the experiment.



CHAPTER IV
RESULTS OF DATA ANALYSIS

Pretest-posttest change scores of language-acquisition for one-
hundred thirty-four college freshmen were analyzed to compare two
methods of vocabulary instruction in two-year college English classes.
One group of students (Group A; N=49) was taught vocabulary words which
were introduced directly through instructor-prepared word lists. Another
group (Group B;“ﬁ;=49)'was taught the same vocabulary words indirectly
through organically-designed activities. A third group (Group C; N=36)
served as a control group; it received no instruction in vocabulary but
was given the same tests and subjected to the same statistical analyses
as Groups A and B. All participants completed Forms A and B of the

Bobbs-Merrill Vocabulary Tests for High School and College Freshmen

Students as pretest and posttest measurements. The Quick Word Test was

used to determine the students' general ability levels. A one-way
analysis of variance testing statistic was used to compare the
vocabulary-acquisition change scores of all students (N= 134) partici-
pating according to their sex, age level, and general ability level.
This chapter contains the results of the data analysis and
hypotheses testing. The format used in presenting the results derived
from testing each null hypothesis is as follows: (1) a statement of
the null hypothesis, (2) the means and standard deviations of the groups

being tested, (3) the statistical results derived from testing the
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hypothesis, and (&) the results of post-hoc comparisons which followed
significant F-values. After.the hypotheses are tested and presented,
the chapter ends with a brief summary of all results obtained in the

study.
Preliminary Analysis of-the Data

The Analysis of Variance (ANOVA) testing statistic is based on an
assumption of homogeneity of sample variances (Hays, 1975). Before the
four hypotheses were tested, it was necessary to conduct preliminary
comparisons among the sample vériances to determine whether this

assumption were being violated. The F-Maximum Test for Homogeneity of

Sample Variances was used to make the statistical comparison (Bruning

and Kintz, 1968). The hiéhestvénaAiowéé£ssaﬁple vériaﬂées iﬁélﬁdéa in.
all four ﬁypotheses teétediare sﬁowﬁ i; Table I. This tablé also coh-
tains the results of the F—Maximﬁm Test;

From the statisfical results bfesented in Taﬁiéulrone can conéluéé
that the sample variances were statistically homogeneous (gqual), the
assumptions underlying the ANOVA testing statistic were met, and the

analysis of variance technique was appropriate for analyzing the data.
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TABLE I

A COMPARISON OF THE SAMPLE VARIANCES INVOLVED IN
TESTING THE FOUR HYPOTHESES

Analysis of Greatest Smallest

Variance Sample Sample . F-Value Significance
. . . Level
Comparison Variance Variance
2 2
*H01 Type of ST =332.01 ST =76.11
Teaching (Group A; (Group C; L, 364 P > .05
Technique N = 49) N = 36)
2 2
**Ho2 Sex ST =272.97 S™ = 220.65
(Females} (Males; 1.237 P> .05
N = 90) N = L)
2 2
***H03 Age S° = 272.49 S%=237.41
' (18-22 yrs; (23-49 yrs; 1,148 P > .05
N = 79) N = 55)
2 2
****H°4 Mental S” = 308.16 S = 80.60
Ability (Average; (Low; N=24) 3.823 P > .05
N = 80)

*The first hypothesis states there is no statistically-significant
difference in the language-acquisition change scores of adult students when new
words are introduced organically through indirect methods or when they are intro-
duced inorganically through direct methods.

% %k
The second hypothesis states there is no statistically-significant

difference in the language-acquisition change scores of adult females and those
of adult males when new words are introduced organically through indirect methods
or when they are introduced inorganically through direct methods.

* Ak
The third hypothesis states there is no statistically-significant

difference in the language-acquisition change scores of adult students 18-22 years
of age and those of adult students 23-49 years of age when new words are intro-
duced organically through indirect methods or when they are introduced inorgani-
cally through direct methods.

% % %k %k
The fourth hypothesis states there is no statistically-significant

difference in the language-acquisition change scores of adult students who have
been classified as having high general mental ability, average general mental
ability, and low general mental ability when new words are introduced organically
through indirect methods or when they are introduced inorganically through

direct methods.
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Results of Testing Hypothesis One

The null proposition of the first hypothesis was tested as follows:
HO1 There is no statistically-significant difference between
the language-acquisition change scores of adult students
when new words are introduced organically within an
instructional situation out of which a contextual rela-
tionship develops, or inorganically outside a given
situation and without a contextual relationship for the
word.
The first null hypothesis was tested by comparing the language~
acquisition change scores of Groups A, B, and C. A one-way analysis
of variance (ANOVA) was used to make the initial comparison. Means
and standard deviations of each treatment group's change scores are
presented in Table II. Results of the statistical comparisons are
presented in Table III.
From the data presented in Table III it was evident that there was
a significant difference among the mean change scores recorded for the
three treatment groups (F=57.63, df =2/266; p < .001). These results
allowed the researcher to reject the first null hypothesis.
Additional pair-wise comparisons were made among the three groups'

mean change scores, in an attempt to locate specific differences. A

Newman-Keuls Test was used to make these additional comparisons. The

results are presented in Table IV. The results presented show that
stﬁdents in Groups A and B made significantly greater gains in language
acquisition than students in Group C. Further comparisons showed that
students in Group A made significantly greater gains in language

acquisition than students in Group B.
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TABLE II

MEANS AND STANDARD DEVIATIONS OF THE THREE TREATMENT
GROUPS' PERCENTILE CHANGE SCORES

Group Mean Standard Deviation
Group A 21.16 ' 18.22

(N=49)

Group B 4.88 10.54

(N=49)

Group C 0.86 8.72

(N=36)




TABLE I1iI

ANALYSIS OF VARIANCE RESULTS COMPARING PERCENTILE CHANGE SCORES OF THE THREE TREATMENT GROUPS

Source of Sums of Degrees Mean Significance
Variation Squares of Freedom Square F-Value Level
Between

Groups 20,781 2 10,390.5 57.632 <.001
Within '

Groups 48,855 266 180.29

Total 69,636 268

L9
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TABLE IV

SUMMARY TABLE FOR THE NEWMAN-KUELS TEST AMONG THE MEAN CHANGE
SCORES OF THE THREE TREATMENT GROUPS

Rank~-Order Means Group Group Group
C B A
Group C  X= 0.861 -— L,017* 20.299**
Group B X= L.878 —— 16.282%*

Group A  X=21.160

M.S. error = 180.29

*p < .05

**p < .001
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Results of Testing Hypothesis Two

The null proposition of the second hypothesis was tested as

follows:

HO2 There is no statistically-significant difference between
the female adults' language-acquisition change scores and
the adult males' language-acquisition change scores when
new words are introduced organically within an instruc-
tional situation out of which a contextual relationship
develops, or inorganically outside a given situation and
without a contextual relationship for the word.

The second null hypothesis was tested by comparing the language-
acquisition change scores of males and females in Groups A, B, and C.

A one-way analysis of variance (ANOVA) was used to make the comparison.
Means and standard deviations of each group's change scores are pre-
sented in Table V. Results of the statistical comparisons are presented
in Table VI.

From the data presented in Table VI it was evident that there was a
significant difference among the mean change scores recorded for the two
groups (F=4.567, df =2/266; p < .05). These results allowed the
researcher to reject the second null hypothesis. Examination of the
two groups' means led to the conclusion that the females made signifi-

cantly greater gains in their language-acquisition scores than the

males.
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TABLE V

MEANS AND STANDARD DEVIATIONS OF THE MALES'
AND FEMALES' PERCENTILE GAIN SCORES

Group Mean Standard Deviation
Females 11.35 16.52

(N=90)

Males 6.89 14.85

(N=Lk)




TABLE

ANALYSIS OF VARIANCE RESULTS COMPARING THE

Vi

PERCENTILE GAIN SCORES OF MALES AND FEMALES

Source of Sums of Degrees Mean Significance
Variation Squares of Freedom Square F-Value Level
Between

Sexes 1,177- 1 1,177 L.567 <.05
Within

Groups 68,552 266 257.71 -

Total 69,729 267

Tl
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Results of Testing Hypothesis Three

The null proposition of the third hypothesis was tested as follows:
HO3 There is no statistically-significant difference between
the language-~acquisition change scores of adult students
18-22 years of age and the language-acquisition change
scores of adult students 23-49 years of age when new words
are introduced organically within an instructional situa-
tion out of which a contextual relationship develops, or
inorganically outside a given situation and without a
contextual relationship for the word.

The third null hypothesis was tested by comparing the language-
acquisition change scores of students 18-22 years of age with the
language-acquisition change scores of students 23-49 years of age in
Groups A, B, and C. A one-way analysis of variance (ANOVA) was used to
make the comparison. Means and standard deviations of each age group's
change scores are presented in Table VII. Results of the statistical
comparison are presented in Table VIII.

From the data presented in Table VIII it was evident that there was
not a significant difference between the mean change scores recorded for

the two age groups (F=1.626, df =2/266; p > .05). These results would

not allow the researcher to reject the third hypothesis.
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MEANS AND STANDARD DEVIATIONS OF THE TWO AGE GROUPS'

PERCENTILE GAIN SCORES

Group Mean Standard Deviation
18-22 yrs. group

(N=79) 8.71 16.51

23 yrs. and older

(N=55) 11.26 15.41

LW



ANALYSIS OF VARIANCE RESULTS COMPARING THE

TABLE VIII

PERCENTILE GAIN SCORES OF THE TWO AGE GROUPS

Source of Sums of Degrees Mean Significance
Variation Squares of Freedom Square F-Value Level
Between

Groups 423 1 423 1.626 >.05
Within

Groups 69,178 266 260.07

Total 69,601 267

'T]L



Results of Testing Hypothesis Four

The null proposition of the fourth hypothesis was tested as follows:
HOQ There is no statistically-significant difference among
the language-acquisition change scores of adult students
who have been classified as having high general mental
ability, average general mental ability, and low general
mental ability when new words are introduced organically
within an instructional situation out of which a con-
textual relationship develops, or inorganically outside
a given situation and without a contextual relationship
for the word.

The fourth null hypothesis was tested by comparing the language-
acquisition change scores of students in the high, average, and low
general mental-ability groups in Groups A, B, and C. A one-way analysis
of variance (ANOVA) was used to make the initial comparison. Means and
standard deviations of each mental-ability group's change scores are
presented in Table XI. Results of the statistical comparisons are pre-
sented in Table X.

From the data presented in Table X it was evident that there was a
significant difference among the mean change scores recorded for the
three general mental-ability groups (F=3.06, df =2/266; p < .05).

These results allowed the researcher to reject the fourth null
hypothesis.

Additional pair-wise comparisons were made among the three groups'
change scores, in an attempt to locate specific differences. A Newman-
Keuls Test was used to make these additional comparisons. The results
are presented in Table XI. These results show that students with aver-
age general mental ability and students with high general mental ability

made significantly greater gains in language acquisition than students

with low mental ability.



76

TABLE IX

MEANS AND STANDARD DEVIATIONS OF THE THREE ABILITY
' GROUPS' PERCENTILE GAIN SCORES

Group Mean Standard Deviation

High Ability Group
(N=30) 10.43 15.15

Average Ability Group
(N=80) 11.35 17.55

Low Ability Group
(N=24) 4,98 8.98




TABLE X

ANALYSIS OF VARIANCE RESULTS COMPARING THE PERCENTILE GAIN SCORES OF THE THREE ABILITY GROUPS

Source of Sums of Degrees Mean Significance
Variation Squares of Freedom Square F~Value Level
Between

Groups "1,513 2° 756.5 3.06 <.05
Within

Groups 66,946 266 251.68

Total 68,459 268

Ll
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TABLE XI

SUMMARY TABLE FOR NEWMAN-KEULS TEST AMONG THE MEAN GAIN
SCORES OF THE THREE ABILITY GROUPS

Low-Ability High-Ability Average-Ability
Rank~Ordered Means Group Group Group

Low-Ability Group
X=l!:.98l ——— 5_45** 6.37***

High-Ability Group
X=10.43 -— 0.92

Average-Ability Group
X=11.35 i -

*4p < .01

*¥**p < .001
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Summary of Results

The results of testing the four null hypotheses showed that there
were significant differences among the vocabulary-acquisition change
scores of the three treatment groups. Students taught by the direct/
inorganic methods (Group A) showed greater vocabulary gains than those
students taught by the indirect/organic methods (Group B). Both Group
A and Group B showed greater gains than Group C which received no
treatment/instruction in vocabulary development.

Further results showed 'that the females made greater vocabulary
gains than the males and that high general ability and average general
ability students made greater gains than students of low general
ability. There was no difference between the language-acquisition gain
scores of different age groups.

The conclusions drawn from these results are presented in Chapter V.
The final chapter also contains a summary of the study and some sugges-

tions for further research.



CHAPTER V
SUMMARY, CONCLUSIONS, AND SUGGESTIONS
Summary of the Study

The adult student's success or failure in higher education is
heavily dependent upon his verbal and thinking skills. However, little
formal instruction in vocabulary is evident in higher education, even in
the freshman English core. The reasons this situation exists are not
easily discerned. . Even if the college instructor assumes the need for
vocabulary instruction and determines to incorporate it into his class,
he is often either stymied by the popular attitude that students
increase their vocabularies naturally without instruction or by the
plethora of methods for vocabulary instruction he could employ.

Thus, a pressing need exists for résearch into the area of
vocabulary instruction on the college level; this need is especially
evident in the two-year college where low entrance standards typically
produce large populations of low mental ability students. The purpose
of this study, then, has been to investigate the preferability of
teaching vocabulary formally, using direct means, or informally, using
indirect means of instruction. Essentially, it investigates the neces-
sity of developing a contextual relationship for new words precedent to
their acquisition by adult students.

This study utilized a population sampling of adult students
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enrolled in English Composition I at an urban two-year college. For
purposes of compafison, these studehté were divided into three distinct
groups: one group was taught a sampling of new words directly, with no
attention being given to developing a contextual relationship for these
words; a second group was taught the same sémpling‘of Wofds indireétiy,
with special attention beiné given to developing‘contéXtual reiationship
for each word; a third group receiVéd no instruction ih vocabulary.
These groups were further divided forrstatiéticél éﬁalysis'of bercenw
tile gain scorés into categories reflécting age, sex, and general mental
ability levels.

From the statistical analysis of resultant data, the researcher
concluded that students in the two-year college do not require the
development of a contextual relationship for new words precedent to
their acquisition. The group taught new words directly showed greater
percentile gain than that of the other groups. Moreover, while the
variable of age did not reveal significantly different scores, the
researcher concluded that female adults and those adults with average
and high general mental ability levels produce greater acquisition
scores when taught vocabulary directly and without the development of
contextual relationships for the words.

The researcher suggests that further study be done using other
populations, in higher education, especially those containing more
minority representation. He further suggests that similar studies be
conducted utilizing different samplings of words and/or testing differ-

ent methods of vocabulary instruction.



Several conclusions were  drawn from the results of this experi-

Conclusions‘Drawn Erom the Study

o

{

mental study. These conclusions are as follows:

(1)

(2)

(3)

(&)

The results of testing the first hypothesis led to the
conclusion that the direct method of exposing adult
students to new words inorganically and outside a given
instructional situation is more effective in

stimulating acqﬁisitioh’of those words than the indirect
method whereby new words are introduced organiéally
within the instructional situation. Thus, the creation
of a contextual relationship precedent to the acquisition
of .a word does not appear necessary in the attempt to
increase the recognition vocabularies of adult students.
The results of testing the second hypothesis led to the
conclusion that adult female students acquire new words
more readily through direct means of instruction than

do adult male students. Thus, the various direct means
of vocabulary instruction are especially desirable in
areas of higher education with predominately female
populations.

The results of testing the third hypothesis led to the
conclusion that there is no statistically-significant
difference between the effectiveness of the direct or
indirécf method of introducing new words for acquisition
with reépect to the age of the adult student.

The results of testing the fourth hypothesis led to the

conclusion that adult students of average and high general
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mental ability levels respond better to the direct
means of introducing words for acquisition than adult
students of low general mental ability levels. Thus,
while the variety of direct methods available to
stimulate vocabulary growth may prove effective with
a large part of the two-year college population, a
perhaps larger number of students enrolled would not

benefit from these approaches.
Suggestions for Further Research

During the conduct of this study,‘many indications have arisen
implying the need for further research. While this study was generally
satisfying in its limited scope, the area of vocabulary acquisition in
adult education deserves further exploration. Some major implications
indicating the neéd for further research are discussed in the following
section.

First, a study could be conducfed similar to the present study,
but with a different population sampling. This experiment was limited
to adult students (of widely differing age levels) enrolled in tradi-
tional English classes for freshmen students in the two-year college.
While this population is perhaps most typical of an area in higher educa-
tion where intensive instruction in vocabulary expansion is most
desirable, a sampling of adults from other populations of higher educa-
tion might provide quite different and interesting results. For
example, a number of adults (over the traditional college age) are
enrolled in vocational-technical colleges and institutes, programs of

continuing education in both large and small universities, and a variety
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of training programs developed by industries and/or the miiitary which
would provide a seemingly inexhaustible array of samplings with which
to carry out this type of research. Each of these samplings wouldr
emphasize more limited age variances, more homogeneous groupings by
ability range, and more commonality of background and/or cultural
heritage. While these '"types'" are represented in the two-year college
population, more controlled and intense study of larger, more
inherently homogeneous samplings could produce experimental data within
a larger context than the present study.

Similarly, a study employing the same methods as this experiment
could be done, but by using a different sampling of words in the treat-
ment phase of the study. Of course, each group would need to study the
same sampling of words in order to measure precisely the variation in
achievement level, but a greater variety of words could produce
interesting results. For example, the present study used a sampling of
words composed of twenty adjectives, twenty-one nouns, and nine verbs.
Eighty-two percent (82%) of these words was of three syllables or less in
length. Other studies could concentrate on only verbs, or nouns; other
studies could emphasize words of greater or lesser syllabic variety.
The combinations would seem infinite, and a rationale for each focus
equally justifiable.

While testing the same hypotheses as the present study, further
studies utilizing words closer to the experience of the students' daily
activities might yield quite different results. It may prove that stu-
dents do not acquire words through artifically-created contextual rela-
tionships as readily as they do the highly personal relationships words

develop when one can use them to define his immediate reality outside
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the instructional environment. In the present study, for instance,

words such as kiln, nocturnal, or firmament may be too remote from the

daily communication needs of the students to be acquired in the rela-
tively brief existence of the learning situation and the contextual

relationships it creates. Conversely, such words as candid, perjury,

repugnant or stipulate may be more typical of and necessary in the

"real world" of the students and thus account in large measure for their
acquisition into: the students' vocabularies. Certainly, no experiment
dea%ing with as an intensely personal area of. human knowledge as one's
language can yield definitive results on the processes of language
acquisition. Thus, standardizing the treatment but varying the sampling
of words taught might provide insight.into the strengths and weaknesses
inherent in the attempt to teach language.

A final and rather obvious implication for future stuqy which
arises from this experiment grows out of the necessary.conérol_placed
on the methods tested. Limiting the present experiment to two methods
of instruction of necessity limited the results obtainable from the
experiment. A variety of future experiments is needed to test other,
equally valid and popular methods on stimulating vocabulary acquisition.
As in considering the instructional strategies possible for teaching any
skill on any level, the researcher of language~acquisition is limited

only by his own imagination and initiative.
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Direct.cns. - In each of the following exercises there is @ sentence or expression which contains an underlined word aond is
iowed by five weras or pnrases numbered from (i) to (5). You should read the given sentence or expression, then read
the five words or prrases following it, and select the one whose meaning is most nearly like the meaning of the word which

is underkrec in the sentence or e«pression. Blacken tne response position correspcrding to the number of your answer. Make your marks

I vy ond black.
(1) finish

Exampie. They will exhibit the picture today.

(2) tuy (3} find (4) show (5) sell

I——2=——=3——4 =mm 5 —

Proceed as ropidiy 6s you can work accurately. Your score will be the number of right answers reduced by one fourth of your
* -ong answers. You can expect to make your best score if you do not guess wildly but attempt as many questions as you think
1 know, even thcugh you may not be entirely sure of the right answer. Do not spend too much time on any one question.

.2t for the sigrai to begin,
I. A distopt elevation. (1) tall buitding' (2) cliff (3) plain

(4) raised ploce (5) fioating cloud

033332 2 33311 P I 4 DI gz
2. A cluttered room. (I) disordered (2) shabby (3) dirty
(4) bright and gay (5) poorly furnished
. 032220 2 2 Pttt pttrd Pt
2 A legitimate act. (1) good (2) lawful (3) warlike
(4) court (5) disobedient
. 22322 @ 221D Il @ i gosiist
" Neighbors sometimes bicker. (I) gossip (2) visit
(3) quarrel  (4) berrow  (S) help one cnother
033333 2 T332 3 IIiiiogoIItit -t
This man was naturalized last year. (1) drafted
(2) brought into court (3) admitted to
citizenship (4) allowed to vote (5) freed
032232 @ s3252 9 s 2322 sesat
o A gusty day. (I)cold  (2) roiny (3) windy
(4) clouﬁy (5) gloomy
§ 33233 @ 33320 3 DIl o4 It oI

7. The plon iwmgg_t_oﬂ hard work. (1) avoid  (2) request

(3),spovre (4)""s'ee'k (5) involve

8. They pa:d homage ‘o their“leader. {1} honor

(2) taxes (3} special levies  (4) ppssageé
(5) interest v A XL
9 The numbers were arrarged in congecutive order,
(1) reverie (2) acreec uper (3! specicl
(4) successive {5} descendirq Prizgonmiop oI e i 8
¥ Brutish behovior () inkarean (2) sitly
(3) courcgeous (4) fawniny (L} shy end rescived
[ ESHI NSNS TSR RS Jhtiesd
A great piwrnitude of flowers (I gorden .
{2) scarcty  {(3}rouquet () agundance  (E) plot
gIinoc@otinii ¥4It
Ve sounat tha ¢nn of tFe stream. (1) lecation
21 source A ncutn (G) shatows  (5) triburcry
[ IR AR SESN-I B 9

13.

14.

21.

22.

23.

3 (2) lessening

. It is o feasible plan. (1) procticable

. To dewigte from the rule

The room was flecked with tight. (1) flooded (2) covered

(3) borely lit (4) gaily outlined (5) spotted

The spinster was a librarian. (1) young girl
(3) sister

(2) bachelor

(4) grandmother (S) unmarried woman

. There is little nutriment in this soup. (I) seasoning

(2) taste (3) nourishment  (4) volue

(5) vegetable

fmney R )

. An involuntary movement. () unintentional (2) urgent

(3) unnoticed {4) cxtremely sudden (5) une

Try to pacify the crowd. (1) satisfy (2) speak to

(3) dispense " (4) calm  (5) stir up

. Frogmenmr'y evidence. (1) poor (2) worthless

(3) incompleté  (4) damaging  (5) dangerous

; :fThere was a rupture in their friendship. (1) break

(3) deepening (4) restraint  (S) renewal

(2) far-sighted

(3) exceptional  (4) successful . (5) time -tested

SRR Ut EE ) 2t g
The dog slinks along. (i) slips  (2) trots
(3) dastes  (4) snecks (5) limps
) BIiito2oriin ®TIzIio4oIiiio®oliil
It is decidedly worm. (1) somewhat (2} rather
(3) unmistakouly (4) agreeably (5) urbelievably
. . [REEE SR R I
The boywnjode d,g_y_&_n_‘._ggg, (1) friendly qesture
(2) quick smile  (3) mask  (4) wry tace
() brond tjnn
’ Pio o p i Btz 4 ii

(1) tearn  (2) turn aside

(3 rafran  (4) retract (S stort agein

Vo2 vt e s

R RN RN RN RN NN AN R RN RN RN NN RN RN AR R RN RN RRNRRRRNNRAY
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. A busy therouctéare i) store  (2) highway . 40. There was. uncnimity in the meeting (1) comglete
(3) roem  {4) prayground  (5) railrood station agreement ~(2) amusement  (3) serious discussion
- ) B SR R Rl (4) dissension ®) quick action
. A dignified old gertleman. (1} stately ‘ . . . ' [EEEEN SEEEEE EE S S SEE RSN
(2) stern  (3) vererctle (4]} compous 4). The amount was infinitesimal. (1) indefinite
(5) formai : R R SRR (2) rather smail  (3) finite  (4) very large
. The arrihslatior 2% the village (1) unu‘suol setting .} exceedingty smatl
(2) arcient rema-~s. (3} fireswept ruins  (4) total ’ R L S P S B
destruction (5} swift decline _ . 42 The news will stupefy him.. (I) perplex  (2) worry
. [ R RE R RN R (3} astound  (4) surprise  (5) overcome
. His demands were relertiess. (1) angry . . . iz irizt 3citn gozizogotiis
(2) uryie'dng {2 sudden (4} overpowering 43 The vexatious discovery. (I) bad (2)unfortunate
(5) urr2ascratie e R (3) sad  (4) amazing - (5) ennoying o
. A memertous dezsicn. (1) very important . P32 IR Inic 4mEizogaiiit
(2) mementary  {3) mcving  (4) trifling  (5) sudden 44 A harlequin of the court. (i) buffeon  (2) knight
bimig o3 oo 4 nogon (3) lady  (4) servant  (5) ruler »
. The iiracy of tre plan was evident. (I} extreme . v Viizizo@iiniio3iiiaio4zIzozo§amiz:
folly (2) tronscarency (3) brilliance 45 Loud m. (1) singing  (2) joking  (3) laughing
(4) wickedness  (5) great daring (4) tolking  (5) quarreling k
' e 2 szt 3z o4 i LR C : V3TTIDog IIIIT B TIIiI 4 IEino§ oI
. Her cvcwal of the truth surprised everyone. ' 46. Draw a guadrant. (1) quadrengle (2) rectongle
(1) repetition (2! coen declaration  (3) firm denial (3) quarter of a circle (4) four sided figure
(@) scorn (5) loud statement [EEECEE et B e it (5) perimeter
. A gay rogue. (I)boy (2} color (3) old ’ . : §2:27 @ zzziz @ inIzzo4ozioz oIz
gentleman  (4) party” (5) rascal . 47. The floor was covered with gore. (1) wax.
I R T R 2) ccrpc?fng (3) food  (4) blood  (5) fiith
. The offable strorger. (i) stern and aloof . v pizzmmog I 3T 43D g
(2) courteous ard pleasant  (3) lonely and tired 48. 1t is a precipitous path. () charming (2} very steep
(4) lost and frightened ~ (5) old and worn (3) dangerous  (4) rocky ~ (5) twisting '
025220 2 s2iso 3 osizo4ooiiiz Bocioi: . § 22377 2 ozzzzo3onriiio4osiiinoCIiit
. A stalwart character. (1) friendly (2) lonely 49. A lithe step. (I) stately (2) quick (3) supple
(3) likeable  (4) sturdy  (5) dull (4) hurried - (5) firm
toos oIt Itz Iziz b $27770 2 zzIzz PoIiiz 4oIiizi o §oiiiiz
. Scrutinize the.report. (l) destroy- (2) scan 50. His speech was excursive. (I} highly critical
quickly {3) oppose (4) reorganize ' (2) exciting (3) convincing  (4) unexpected
(5) exomine closely N AR R R (5) rambling e R K o R

. Let us use o gﬂ?_g_r_ig_ﬁ of value. (1) standard
(2) statement (3) ctheyoﬁ'&e (4) garment
(5) set rule ' R R R R RE
Her patrimany w.'! be recewved this month. (l) solary .
(2) new dress  12) legal paper  (4) complaint
(&) rheritonce [ EETI IETECEI IR TTTEN WETT T 3 :::'::
The ground was steri'e. (D rocky - (2) hord ‘
(3) tarren (4] cosert-like  (5) worn

s 2 B IR SESTENE I

i The stream rairders through the meadow
(I} moves stowly  (2) cuts  (3) curves
gravedliy . Shezrzers {8) iws

[JSUURY RPN | 4 B

IEM W3creY
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Drecticrs. - In each of the following exercises there is a sentence or exgression which contoins an underlined word and is
tollowed by five words or phrases numbered from (i) 1o (5). You should read the given sentence or expression, then reod
the five words or phrases following.it, ond select the one whose meaning is most nearly like the meaning of the word which

underined in the sertence or expression. Blacken the response posmon correspending 1o .the number of your answer. Make your marks

avy ond black. Example: They will exhibit the picture todoy.

(1) tinish  (2) buy (3) find (4) show (5) sell I=—2—=3=——+4 sam 5 ==
Proceed os rapdly as you can work accurately. Your score will be the number of right answers reduced by one fourth of your
ong orswers. You c2n expect to maoke your best score if you do not guess wildly but attempt as many questions as you think
u- know, even thouzh you may not be entirely sure of the right answer. Do not spend too much time on any one question.
Wait for the signal to begin. '

A bright pigment. (1) little girl (2) coloring matter 13. He looked up with slumberous eyes. (i) dark
(3) cloud - (4) sky .(5) baby pig . 2) mysteribus (3) huge (4) fearful (5) sleepy
pretebd 3222 3 It @ It § iz [t B P-4
. Her dress has longitudinal stripes. (1) broad |14. They had halibut for dinner. (1) beef (2) pork
(2) bright-colored - (3) norrow  (4) permanent . (3) mutton  (4) green vegetable (5) fish
(5) tengthwise #3223z 2oz ® ooz 4 Iz iz . )z 2 siiiz §oooozz 4 zooin 8oz
i .You may quote the passage. (I) refer to i 15, Her competence was unquestioned (l) virtue
(2) summarize (3) repeat exactly (4) give the (2) understanding  (3) ability  (4) knowiedge '
thought of  (5) copy e e R (5) training '
}. Some combustible material. () heavy 16, They were in bondage all their lives. (i) debt
(2)inflommable (3} broken up  (4) useful ' (2) service (3) scrrow (4) slavery (5) business
(5) unbreakable [ I IR Bl Il ’ . §IzI32 @2zziz 3 cIsio4oziIizo§osiii:
5. The celebrity arrived by airplane. (I) valuable cargo 17, You should amplify the report. (1) rewrite
(2) legal paper (3} famous person (4) foreign statesman ‘ (2) expand . (3) condense " (4) explain (5) publish
{5) movie star EEEECE Ol e e Y . - gozIszo2szInz B osiiz 4 zoziz BTt
3. The cordiality of the host was natural. (l) coldness 18. 'Perjur'y is a crime. (1) Burglory " (2) arson
(2) easy familiarity -~ (3) houghty greeting (3) swearing ‘folsely (4) resisting arrest
{4) assurance  (5) worm friendliness (5) refusal to testify Iz3222 2 zzziz 3 osizzc 4 sozic 8 osIi
vz 2o 8 s 4 s s |9, We could see sparse vegetation. (i) scanty
7. She has multitudinous suitors. (1) inSistent (2) poor  (3) tall and thin  (4) young
~ (2) numerous (3) likeabie  (4) weolthy {5) plentiful V:27oz @ o3zizoBozaniz 4 sIiz B ooonis
(5) middle - aged iz 2 s 3 sz e sz 8 20, The focts contradict his statement. (1) odd to
N :] Thot is a symptom of fear. (I) beginning (2) part (2) criticize  (3) support (4) supplement  (S5) deny
(3) resuit (4) sign  (5) removal P22227 2 9733y 3Iizic 4 iz @it
. e g s 8 s e s 8T 21. They went on a spree. (I} long trip (2) lively
9. Try to minimize the loss. (I) analyze ’ frolic  (3) quiet party  (4) fast drive
(2) itemize (3)reduce (4) explain  (5) predict . {S) shopping expedition 0oz 2 tziiz Moziizio4oninaio s
tomz 2oz 3o ez s it 22, To articulate your words.  (I) speak distinctly
0. Eight hours of ¢ruagery. () strict duty (2) run together  (3) mumble  (4) pouse
(2) disagreeable werk  (3) punishment  (4) thorough between  (5) emphasize
troning  (5) discrder e 2 ;:iiz Boiiiii 4 iz ® oI C . . Biz.oi @czini 3iiiiio @iz &
I. The kiln was buit of brick (I) arched cave 23 His remark was emphatic (1) angry  {2) persuasive
(2) oven (3) gorden nouse (4) summer cottoge . (3) reveating (4} forcible (5} truthful
(5) roadway [ESEEE RUHEE RO S R ' (EEN EEER R IR i
2.. The immensity of the praitie. (1) shimmering heat 24. A condig opinion. (1) frank  (2) guorded
(2) rermoteness (3} vastness  (4) oftraction {3) confused  (4) firm  (5) deceit ful
. l’l'\\ muetarv [P SIS BT I 8 i [REEEEN PRITE LRSEEH 8
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’5.

Our cat is o pocturnal prowler. (i) natural
{2) habitual  (3) skillful ~ (4) nightly

(5) persistent - T R e e s
'6. Scientific discoveries signalize this century. -
(1) bring about  {2) take place in  (3) distinguish
(4) disturb  (5) endanger
I Bt Jb ot It
7. Write a memoir. (l) story  (2) essay
(3) poem  (4) biography (5) fable
023232 2 233329 IIIi o4 IIiioo§ oDIiit
'8. She has a seductive manner. (1) friendly
(2) sincere  (3) girlish  (4) irﬁpulsive
(5) captivating R e e R
9. His voice is husky.  (I) ciear and strong
(2) chonging  (3) rather low  (4) somewhat’
hoarse  (5) sharp Pz iz g oI 4 oziog iz
i0. The moan's kncwledge was rudimentary.
(1) crude  (2) highly regarded  {3) elementary
(4) profound  (5) loudly proclaimed
' 23222@ 2zt 3 ToIio g TInin gtz
I. He should veer to the left. (1) look carefully
(2) gaze  (3) shift (4) rush  (5) return
) fszs2zztmn ;:2:: 4 -ITi @ szt
2. His scepticism is disappointing. (1) doubt
(2) coldness  (3) disinterest  (4) scorn
(5) disdain [EEEEE It IR Bl
3. He will improvise as he speaks. (I) improve
(2) make gestures  (3) extemporize
(4) emphasize  (5) make notes
$322222 23020 % ooznz o4 zDiio § DIt
4. A chaste life. () long (2) respected
(3) contented  (4) spirited  (5) virtuous
#23332 2 Z2230 3 IDiiogotInzn g ositio

. Excellent lineage.

. Try to

(2) friends
(4) business connections

(1) fomily
(3) reputation

(5) salesmanship

econom:ze this month. (1) spend nothing

(2) spend frugaliy‘é' {3) balance the -budget
(4) pay cash  (5) borrow. less

. (I IS At B LI W+
A knotty cudgel (1) problem  (2) club
(3) iarge fist {4) p:ne boord  (5) oid
carriage LIEEEEEE S ER R IR b H
. Please stipulate the conditions. (1) specify
(2) chonge (2} witrcraw ccmpletely
(4) observe  {5) follcw exactly
. [REESE SR IRt B S EH I
. Tre odor was regugnant. (i) strong
(2) frogrant (3} excitirg  {4) chjectionabie
(<) sersistent [t 2 1iitt 3oTiIioe lniii ot

40.

41

46.

47.

48,

50.

He used the native parlance. (I) language
(2) dress  (3) weapon  (4) customs  (5) dance

A foray uﬁon the enemy. (I) defeat (2) raid
(3) outlook  (4) full-scale attack  (5) victory

#32330 @ 3333T 9 IIlis @ osoiinogoIit:
. He viewed his task with odium. () sadness
(2) great pleasure (3) keen anticipation (4) elation
(5) intense ‘dislike R R T il o
. John outstripped the other boys. (l) overtook
(2) overcame  (3) excelled  (4) locked out-
(5) repulsed e e R
. Let us waive the privilege. - (I) point to *
(2) insist upon  (3) observe  (4) forego
(5) ignore ' V23223 @ zizzz Szt 4 IIizo@oIiz:
. His face was inscrutable. (1) serene
(2) unfathomable (3) twisted  (4) homely
(5) uninieresting {23233 2 2232 @ IIiiz o4 ssiizogosmIiz
The bright firmament. () sky  (2) star
(3) cloud * (4) sunshine  (5) light
. [ o38=2 23222 @ zzizzogtiiz
He approached his adversary with bravado.
(1) courage  (2) great bravery (3) boastful
defionce () confidence (5) anger
23323 @333 9 oIt @ ozooiio@osoist:
The boy received his pittance, (1) punishment
(2) unexpected gift  (3) rebuke (4) small
. allowance  (5) rightful share
' . . " [R5 o - b P-4+
. He would malign his friends. (1) protect
(2) forsake  (3) harm  (4) deceive  (5) slander
' - $33222 @ 2332 9 2nit o4 zzoizo§ Itz
A cogent remark. (I) sarcastic  (2) sly
(3) brief  (4) vague  (5) convincing
| i - S R
. ' INM H90GE9
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IBM 8§05
Test Sheet

QUICK WORD TEST: Level 1 — Form Bm

Raw Score | %ile Rank | Stanine

Edgar F. Borgatta Raymond J. Corsini
The Uuivcrl.vi(y of Wisconsin Unicersity of California Norms
DIRECTIONS: Fill in the answer space for Published by Harcourt, Brace & World, Inc. Group.
the word that means the same as the first Name Age
word. If you do not know, GUESS. Work .
aquichly - ANSWER ALL THE QUESTIONS. Place Group Sex
SAMPLE: happy dull seem g!:i fast . . X
Date 1 2
1 nudge coil slab roll push 2¢ share 81 weird !i'rq I;o[o note 7¢ flunk llll I;l_u drop dplt
o 2 quirk fast fate . rile tum 27 feint 82 twist nte 17 vista d:ogo me view -
3 tress | hair robe iron l;urt 28 tally §3 stern 78 ardor ;ilt vine
& grade shop curl sort fear 29 droop 8 quota ™ pound o;:n'l be;t Iend hear
s crank auto tier line h:m 30 droll s flesh 80 blank lhot g;py yq{d area
°  trial most game type test - 31 sneak o6 greet 81 padre
0 1 winch unubreel . lon; upe 32 rebel o ;vnth 2 facet
8 tract area draw pull pact ' 33 stoke 8 irate 83 quack
9 scout rﬁk " kind male look 3¢ blast § peace 84 prick
10 mooch loaf much romp l‘pl’y 38 cinch 0 elide " m.urky
® 11 noble bill” high gold ring 8 stack ¢ grime | smut poem fool bes s tempt qu); lead time wear
Qi v o e mewt ey w it denw wood vt woisk o whi sk know
13 tunic song clan ﬁsh robe 38 scoff €3 abyss 88 gross bulk oily ream vile
14 vouch back u;h free I;SB 39 quote u.gnva » Aprim, |.,°|, {u“ dent ",1
15 assay rant dolt test g;:nd @ awful o flout " 90 covet envy coat sl |:§v§
° 14 tooth faog ease smug twin 41 shrub ¢ canal #1 panic
o 17 picot soda loop jerk atom 4 stuff 61 count 8 parry gals
13 tweak fame fall jerk wick 43 etilt €8 inane 93 exude ooze oust lead rule
19 stunt feat crag jump joke 4¢ model o whart 94 slope ride "
20 eject stop oust vote pull € smart 70 caper % yield
21 agony harm away pain eral 4¢ humor T8 cease 98 proof
g n phug side hunt ;oll'd spn 47 slink s waver 7 parch helt bum bnf! I_A_'_v:n
33 haunt best game buld mnest 48 screw 78 storm 8 evict evil base oust mean
n b:isi: bold fast tidy neat 49 pivot T4 petal 99 annex t_on;e join rent omit
! 23 image dull pate icon :u'e 80 dummy 18 cloud gray hue mm luf! 100 datum lood t:iq:q tr;p fact

.

Copyright € 1964, 1957, by Harcourt, Brace & World, lnc... New York. All rights reserved.

FORM 1.T.S. 1000 B 7372

PRINTED IN U.S.A.
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I.

1. circumlocution

2. debilitate
deviate (v)
4. doldrum
5. eschew
. feasible
*7, kiln
8. masochist
9. meticulous
10. moribund
*11. rogue
12. retinue
*13. seductive
*14, perjury
*15. unanimity

V.

1. altruistic
2. asymmetrical
3. blase
. bravado
*5. cudgel
. gore
homage
. inscrutable
9. pathos
10. penury
11. restitution
*12. scrutinize
13. travesty
14. unmitigated
utilitarian

N —t

*3.
*4,

*8.

10.
*11.
*12.
*13.

14,

15.

OO PBwWwN—
. .

*7.
*8.
9.
10.
11,
*12.
13.
*14,
*15.

‘GROUP_A

General Vocabulary Lists

II.

. actuary
. coalesce

candid
excursive

. flibbertigibbet
. formidable
. gregarious

grimace

. impede

inestimable -
momentous
nocturnal
sparse
vicarious
vociferous

VI.

. aberration
. consecutive

condescend

. eclectic

egocentric

. emasculate

firmament
foray
grandiose
implication
libido
Tunacy
mercenary
odium
stipulate

98

III. Iv.
1. affluence *]. affable
*2. bicker 2. agnostic
3. carte blanche *3. banter
4, catharsis 4, fornication
*5. cogent 5. heterogeneous
6. expurgate 6. nomenclature
7. ignominy . inedible
8. inexorable *8, malign
9. loquacious 9. officious
*10. plentitude *10. precipitous
*11. rudimentary *11. pittance
*12. spree 12. prurient
*13. stalwart *13. scepticism
14. voluptuous 14. unicorn '
15. wrought 15. vivacious
VII. VIII.
1. audible 1. aesthetics
2. bourgeois *2. annihilation
3. chasm *3. criterion
*4, chasm 4, culinary
*5. drudgery 5. deify
6. diaphanous 6. derogatory
7. empathy 7. ersatz
8. emulate 8. enraptured
*9. improvise *9, infinitesimal
10. meretricious *10. lithe
*11. meanders *11,. memoir
*12. pacify *12. repugnant
13. potable 13. sophisticated
*14. vexatious 14. sympathy
*15. 15. wretch

veer

*These words are the sampling of fifty words randomly-
selected from the Bobbs-Merrill vocabulary tests and
taught by differing methods to Group A and Group B.
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The following listings indicate the various strategies employed by the
experimenter in Group B to introduce organically the sampling of vocabulary
words identified for the treatment phase of the experiment. While each stra-
tegy was broken down into more specific activities (discussed in Chapter III),
there were three basic means employed: through writing activities, reading
activities, and oral (speaking/]istening) activities,

This 1istin% identifies by the letter A or B from which Bobbs-Merrill

vocabulary test

what number is assigned that word on those tests.
the word introduced in the activity designated is the tenth word on the
Note: Some words are introduced in more than one activity.

Form A test.

I. Words Introduced Through Writing Activities

A27
A9
A36
A20
A8
A29
A17
A32
A35
- A43

annihilation
consecutive
criterion
feasible
homage
momentous
pacify
rogue
scrutinize
vexatious

B50
B27
B30
B32
B21
B38

II. Words Introduced Through Reading Activities

A27
A33
A45
A4

A24
A47
A23

A4l

A49
A30
A1l
A48
A34

annihilation
affable
banter
bicker
deviate

gore

grimace
infinitesimal
Tithe

Tunacy
plentitude
precipitous
stalwart

B47
B34
B50
B10
B46
B41
B45
B11
B25
B42
B18
B48
B38
B28
B19
B31

Form A or Form B) the word was selected. It also indicates

Hence A10 indicates that

cogent
memoir

‘rudimentary

scepticism
spree
stipulate

bravado
chaste
cogent
drudgery
firmament
foray
inscrutable
kiln
nocturnal
odium
perjury
pittance
repugnant
seductive
sparse
veer
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III. Words Introduced Through Oral (speaking/listening)_Activities

A33 affable B47 bravado

A27 annihilation B24 candid
A45 banter B34 chaste

A4  bicker *B50 cogent

A9  consecutive B37 cudgel
*A36 criterion *B10 drudgery
*A24 deviate B46 firmament
*A50 excursive B41 foray

*A20 feasible *B33 improvise
A47 gore B45 dinscrutable
A23 grimace B11 kiln

A8  homage B49 malign

A41 infinitesimal B27 memoir

A49 1lithe B25 nocturnal
A30 Tunacy B42 odium

A39 meanders B18 perjury
*A29 momentous B48 pittance
A17 pacify B38 repugnant
A11 plentitude B30 rudimentary
A48 precipitous B28 seductive
A32 rogue *B32 scepticism
*A35 scrutinize B19 sparse

A34 stalwart B21 spree
*A40 unanimity B38 stipulate
A43 vexatious B31 veer

Note: Virtually all of the words from the vocabulary sampling were intro-
duced to some degree through oral activities. However, those words
which received a greater degree of exposure through in-class lecture/
discussion through three or more separate activities are indicated
with an asterisk.
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+14

+2
+3

52

43

34

" 36

57

43

37

-34

+16

+i4

93

77

4

BI

4o

b5

-2}'

96

98

46

k8

52

36

JL

28

+15

+3.

73

73

ko

67

39

4o

43

34

+9
-6

+2

52

36

73

40

67

39

32

31

- ET

28

32

31

36

32

36

32

43

34

DS

31

+4
+13

+1

L7

35

+3

52

39

33

36
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FORM' B '

NOILVIYVA
FITINTOYId

NOILVIUVA
qYOOS MVY

o1T-% IS0d
oTT~% aud
FUOOS-4 IS0d

JYOOS-Y¥ AUd

oTT~% 1S0d
°T1-% Tud

J40os-y Isod

FORM A

AYOOS~-H HAYd
Lodrans

aFovy
qo0v
Xds

ANINVIS IMD

+9
+15

+2

k3
36 52

34

PD

20

28
34 43 43

30

73

4o

SB

30

+1

77

41

57

37

57

37

=20
-10

67

k7

67

39

39

35

57

37

11

23

PK

29

21

20

27

20

27

+15

77

41

28
34 43

30

NB

.38

-20

57

37

22

CB

22

+it

+2

17

17

26 -

13

24

26

21

RL

19

+1

+1

22

22

28

-2

17

26

13

24

RC

18

-2
+3

19

16

22

17

+2

+2
-6

19

15

-1



£+

T+

1-

12

21

6+
21+

L+

i1

z-

61

rAY

€+

e

€T

€+

S+

12

Rd 2h

St

w1

T=

QWT STANINE
SEX
AGE

RACE

SUBJECT

PRE R-SCORE
POST R-SCORE
PRE %$-1le

POST %-1le

PRE R-SCORE
POST R-SCORE
PRE %-ile

POST %-ile

RAW SCORE
VARIATION

PERCENTILE
VARIATION

Y Wyod

g oL

81T



VOCABULARY TESTS FOR HIGH SCHOOL AND COLLEGE FRESHMEN STUDENTS

Sampling Results for GROUP A Semester M
FORM A FORM B 5
m
[} [=] [=] =] A+ =
@ He He  He He a. 24
H a8 fg2 fd A4 fn =8
5 5 Hg Eg =g =g =E of
B ow B 38 28 9 92 2h g2
EHE823 5 8 Bz 8z Bz WORDS MISSED FROM SAMPLINGS BY NUMBER g2 da
8 W JR 3 3, 20, 25
. 1 20
L 1, %, 7, 12 ' 7
1 4 2 +10
4 . 3, 8, 20, 25
3 1, &, 19 7
Y , - 1 +12
2 16, 20
2 » %b, 20
2' 19 ‘J'
3 1"4 7- 19 5 -2
4 , 10, 17, 20, 25
1 3 N
7 3 8, 9, 12, 15, 19
b, 8, 12,19 ' oz
11 3, 6, 8, 10, 13, 14, 16, 20, 21, 23, 25
> 9 AR WPY Sa
, 8, 10, 12, 15, 17, 19, 23, 24 20
8 1, &, 8,"12,'15, 17, 19, 20 " 11 +18

6TT



FORM A FORM B g
m
Hy Be  He He g &
aa 4a  dp dd an =8
[ xRl = &4 = ﬁg 25 SE
(3] Ig ﬂg .-1§ do dt—l <)
tl, E :]00 _ (9] gﬁo E‘-'p. g Hg
; u’—’) §g 55 g’g gg WORDS MISSED FROM SAMPLINGS BY NUMBER §m SE
W 9 6, 7, 8, 13, 15, 16, 17, 18, 21
2 3, ?, 8, 16
11 1, 4 5, 8, 9, 10, 12, 15, 18, 19, 23 20
© 4 1, 10,715,'18 6 +28
11 3. 6' 7' 8' 1‘*' 15. 16' 20' 21. 23! 25
2 3, 15
9 1, 4, 5, 7, 8, 10, 12, 15, 19 20
8. 1. u. 7.'8| 10. 12' 15. 21 10 +20
16 2, 3, 6, 7, 8, 10, 11, 14, 16, 17. 18, 20,
21 22, 23, 25
4 3,’s, 20, 22
12 1. 2- B ’h 5- 7 9. 100 170 18. 19v 25 28 o
9 1, 3, k, 9, 10, 12,17, 18, 24 13 +30
10 1, 4, 5 8. 9, 12, 14, 15, 17, 19 24 '
4 4, 9, 15, 2 . 9 +30
13 . g .Z.é 8, 11, 13, 14, 15, 17, 19, 23, 24, 25
14 1, 3, 4o 50 8, 9, 10, 13, 15, 17, 19, 23, 24, 25 27
3 b, 9,10 5 4l
14 24 2. 3. 11 13, 1‘& 15, 17, 20, 21, 22, 23,
8 3, 8 12 16 17, 21, 22, 25
13 1, 3, 4,'5, 7, 9, 10, 11, 12, 13, 15, 17, 21 27

4 b, 7,19, 21 12 +30

0271



FORM A FORM B =z
' m
@ By Be  Bu He H* "
(=] mg’t %m z;g 0 .!33 gg
2 g Hy 2R Ry =g g oF
B ow B 98 98 98 4R | 38 &
s 8 g é 74 §§ §§ gg gg WORDS MISSED FROM SAMPLINGS BY NUMBER §m Sg}
6 F 18 W JCc 13 ' 2, 3, 6, 8, 10, 13, 14, 15, 20, 21, 23, 24, 25
7 3, 6, 13, 20, 21, 22, 25 )
11 1- 3' l} 50 7 8. 1o, 12, 15, 19, 23 ) 24
. 5 &, 9, 109 150 12  +24
5 P 33 W 8S 9 3 ;. E. 36 8, 10 14, 15, 20, 25
10 . "’: 59 7, 8, 9, 10, 12, 11" 15, 24 19
5 “’o 12, 16 19, 20 8 +22
F 33 B MW 6 3, 6, 10, 13 14. 16
5 6 3 5. 6, 10, 13, 2k -
‘9 19 [ 5. 7 80 9. 1"0 19. 24 15
5 ‘l’a 7 80 9, 20 ' 11 + 8
5 F 18 W PH 12 2 T ,;. 25 8, 10, 13, 14, 15, 16, 17, 20, 23, 25
9 1, 2, 3, 5, 7, 8, 12, 17, 19 21
1 8 3 +36
5 F 18 W SH 11 1, 3, 7, 8, 10, 13, 14, 16, 20, 21, 25
6 1, 3, 14, 16, 21, 25
10 1, b, 5, 7, 9, 10, 12, 13, 15, 19 21
5 1, 4, 10, 12, 15 ) 11 +20
5 F 19 W. Vs 12 & 1, 2, 3, 6. 10, 17, 20, 21, 22, 24, 25, 39
. R N 3, 15, 16, 2 :
8 En 7, 8, 120 159 17, 18, 19 20
5 . 10, 12, 19, 24 9 +22

12T



FORM A FORM B gm
A o Qa A 8% B
& K& AEd ME4 ﬁ
G a4y g ap o fy =8
3 e =y oEE BN SE =g of
7] 8 8 13 ﬂﬁ 1o qR =
G g8 5 328 aR o 38 o2
S 8 § ~ §‘5 §§ SE §§ WORDS MISSED FROM SAMPLINGS BY NUMBER an =@
5 F 18 W IA 12 1, 3, 8, 13, 14, 16, 17, 18, 21, 23, 24, 25
4 3, 16, 18, 23
10 1, 4, 5, 8, 11, 12, 17, 19, 23, 24 22
4 10 "o 150 179 199 20, 2 24 11 422
4 F 25 B Ve 20 1, 2, 3, 7, 8, 10, 11 13. 14, 15, 17, 18,
19, 20, 21, 22, 23, 2 é
13 1,3, 8, 11, 14, 15, 16, 17, 20, 21, 22, 23, 25
21 1, 2, 3, &4, 5, 6. 7, 8, 9. 1o, 11, 12 13, 14,
15, 17, 18, 19, 21, 22, 2 IS
11 1, 4, 7, 9, 10, 12, 15, 17, 18, 22, 21 2k +34
4 P 28 W IH 13 2, 3, 7, 8, 14, 15, 16, 17,.20, 21, 22, 23, 25
5 3, 15, 17, 21, 25
12 1, 3, 4, 5, 7, 8, 9, 10, 12, 19, 21, 25 25
— 6 1,4, 8, 10, 12, 1 11 +28
3A M 20 W JM 14 6, 7, 8, 9, 1o, 11 14, 15, 20, 21, 22, 24, 25
6 3. 8. 13, 1‘*
18 u. 5, 9. 1o. 11, 13, 12, 14, 15, 17, 18,
19. 21 . 25 - 32
13 , k, 5. 10, 12, 9, 15, 18, 19, 21, 24, 25 19 +26
3 M 19 W RM 17 %2 2, 3.26 7 8, 9, 12, 13, 15, 16, 17, 19, 21,
' 9 3, 8, 10, 13, ‘15, 20, 21, 24, 25
23 20 3. "l 5 6 ?' el 9. OI 11' 12' 13! 15. 1?.
18, 19, 20. 21, 23. 24, 22 4o
15 1, 2, 3, 4, 5, 7, 8 9. 10. 15, 17, 18, 19, 20,
4 24 +32

cct



FORM A FORM B =
m
i 9u By Bu Be g% =
5 g < S Er SR =g g
6 .om B 9E 98 4E 498 25 &
S H8 2 R &5 8z ©% S%  WORDS MISSED FROM SAMPLINGS BY NUMEER &3 2
3 F 19 W DW 19 1 3569.10121,141 18, 1
| 26 é ” 2: 23, l}' s 13 5 » 19,
6 . 5.8 8, 11.517 2o, &1
. , 6, 7 9, 10, 11, 12, 13, 14, 1
16, i7, 18,.19, éo.'21' 23, 24, 25" 7' 3 42
5 1'%, o, 18, 19 11 +62
2 F 19 B DL 11 6.71.13.1415161 18, 23, 2
o 7 2, 3, 5, 1418, "22. 23 7016, 23, 25
19 1, 2, 3. L, s, 6: 7,9, 10, 12, 13, 14, 15,
17, 18, 19, 22, 23, 25 30
11 1,4, 6, 10, 15, 18, 19, 20, 21, 23, 12 18 +24

£gT



VOCABULARY TESTS FOR HIGH SCHOOL AND COLLEGE FRESHMEN STUDENTS
'}
Semester FALL 75’

Sampling Results for GROUP _JE__

FORM A FORM B =
m
fa a = fa a2+ =
@ 96 2n  an g2 4= °n
H a9\ dm 9g ng 8%
5 = =1 EE =1 EE: EE gg
17 8 as ig ey ﬁg g 28 .
v o 3 0B SN % M g g 5]
S 89 = A 55 E% §§ §§ WORDS MISSED FROM SAMPLINGS BY NUMBER §m S'B.‘
9 F 19 W DR (]
! 8 ? 4 .
5, 7, 8, 12, 19, 25 8
45 812 T 5 46
8 F 18 W DC [ 6, 8, 13, 20
2 13, 20
6 1, &, 5: 7, «¢ 15, 19 10
4 k, 8, 15, 19 6 +8
7 M 18 W RB 9 3, 8, 10, 13, 14, 15, 17, 20, 21
5 i, 3, 8, 14, 20
12 1, 3, 4, 5, 7, 8, 9, 10, 12, 15, 19, 24 21
11 1, 3, uo 7 80 9, 100 1s, 17, 22, 12 16 +10
7 M 19 W KR 6 3, 13, 15, 16, 20, 25
[3 3, 4, 10, 16, 20, 25
L 30 ‘l'l » 14‘_ 10
b3, 4, 14, 19 10 o
? M 22 W SD 9 1, 3, 8, 11, 13, 14, 18, 20, 2 '
3 3, 8, 14, 18, 10, 25 ' 3
11 1, 2, 4, 5, 8, 10, 13, 15, 17, 19, 25 20
8 10 ‘l—, 81 10: 150 17. 19 9 14 - 4+12

et



-

$1y

FORM A FORM B =
m
(=] [=] (=] [=] A+ =
H [ et M < M
B ad Wn  ah 9o Gy =8
5  H§ EE OF OF 28 B2
G u B 938 98 2B 98 38 o8
£ 8 2 5 8z Bz 8z Sz WORDS MISSED FROM SAMPLINGS BY NUMBER &= 28
6 18 W SB 16 1, 3, 7, 8, 9, 10, 11, 12, 14, 13, 16, 20, 21,
22,725, 24
16 1,'3,78, 10, 11, 12, 13, 14, 15, 16, 18, 20, 21,
22, 23, 25
11 1] 3. 8’ 9. 10’ 12’ 15' 19. 20. 17 27
13 1o 3. ’ 50 8’- ‘9, 10- 12: 15. 19. 200 21' 17 29 -k
6 20 w PSS 12 2, 3, 6, 7, 8, 15, 16, 17, 20, 23, 25, 13
11 2, 3, 6, 8, 10, 13, 14, 16, 17, 20, 25
11 4, Z' 7, 9, 10, 12, 17, 19, 21, 22, 23 23
8 i, &%, 7, 9, 12, 15, 17, 18 19 +8
6 29 B GK 14 1, 3, 6, 8, 10, 13, 14, 16, 17, 18, 20, 21, 23, 25
N ’ 11 6. 8' 10’ 1‘*. 16. 17. 18' 20. 21' 23. 2
16 ié 3{9“. 5. 7' 8. 9' 10. 11’ 12’ 13' 1“. 15. 17. 3
0
1 1,4, 5, 9,7, 8, 10, 12, 13, 14, 18, 19, 21, 23 25 410
3 22 W HW 12 1, 3, 7, 8, 10, 13, 14, 16, 17, 20, 21, 25
12 1, 3. 7. 8. 13, 1k, 16, 17, 18, 20, 21, 25
16 1, 2, 3, 4, 5, 7, 8, 9, 10, 12, 15, 17, 18, 19,
24, 25 ‘ 28
10 10 3: 5: 7 '80 10: 15' 179 180 21 22 +12
6 19 W KM 13 3, 6, 8, 10, 13, 14, 16, 17, 20, 21, 22, 23, 24
14 1, 3. 6, 8, 10, 11,13, 14,16, 17, 15, 20, 21, 22
18 1. 3. u' 5’ 7 8. 9' 10' 12' 13. 1 1] 15. 16. 17.
18,719, 20, 24 - 31 .
13 1,3, 4,6, 7, 8, 9, 10, 12, 13, 19, 20, 16 27 +8

o

qger



FORM A FORM B gm
[=] =
i B Bn By Be e Ry
- U1 ] mm gglrl [79¢] .(9.3 §<
3 & =5 E‘g g5 §§; =R HE
- -
@ o B 48 498 gF 42 dy 52
55, ﬁ E = @ §'é §§ & 9% WORDS MISSED FROM SAMPLINGS BY NUMBER o2 2
6 F 18 W VB 8 1, 3, 8, 13, 14, 18, 20, 25
4 8, 13, 20, 2
14 i, 3, &, 5, 7, 8, 9, 13, 12, 15, 17, 19, 21, 24 22
12 1, 3, &, 5, 8, 10,712, 17, 19, 22, 24, 25 16  +12
-6 F 18 w SW 11 3, 6. 7.0‘80 iol 13, 17, 18, 22, 23, 25
11 3' 7' 8"10. 13. 16' 18' 21. 22. 23. 25
9 1. ‘*. 5. 6. 7' B' ¢ e 10. 12. 15 20
8 .1, &, 5, 7, 9, 10, 12, 15 19 +2
6 M 18 W KW 12 1, 3, 8. 9, 1204130 11". 16. 17- 20, 21- 25
10 , 3, 6, 7, 10, 13, 14, 16, 17, 20, 25
12 1, 4, 5, 7, 9, 10, 13, 15, 17, 18, 19, 20 2k
8 1- u’n 5. ?o 9. 10. 12. 150 i8 +12
5 F 43 B 2P 17 1, 3, 6, 8, 9, 10, 11, 14, 16, 17, 18, 21,
22,723, 25, 20, 15
11 , 8,79, 10, 14, 16, 17, 18, 20, 21, 23
14 1' 2' ‘*' [ ] 7' 9l 10' 12! 15’ 16l 1?' 19' 23' 25 31
10 1, 2, 4, 9, 10,712, ... 16, 17, 19, 23 21 +20
5 F 19 W Vv 14 2, 3, 8, 9, 10, 13, 14, 16, 20, 21, 22, 23, 24, 25
. 15 2, 3, 5, 6, 9, 10, 13, 14, 16, 20, 21, 23, 24, 25, 8
9 1. ul 5' 60 8! 15’ 17' 18' 19 23
f 13 1' l". 5' 7' 8' 12' 15' 16' ll"l 17' 18. 19' 2"’ 28 -10
4 F 19 B RC 14 1, 2, 3, 8, 10, 13, 14, 15, 16, 18, 20, 23, 24, 25
. 16 gl; 3556, 7, 8, 10, 14, 15, 16, 18, 20, 21, 22, 23,
13 1,'3, 74, 5, 7, 8, 9, 10, 13, 15, 22, 25, 17 27
11 1, 3, 4, 5, 7, 9, 10, 12, 15, 22, 23 27 0

9c1



QWT STANIRE

- RACE

SUBJECT

FORM A

TOTAL MISSED

ON PRE-TEST

TOTAL MISSED
ON POSTTEST

TOTAL MISSED
ON PRE~-TEST

FORM B

TOTAL MISSED
ON POSTTEST

WORDS MISSED FROM SAMPLINGS BY NUMBER

TOTAL MISSED ON
SAMPLINGS A+B
VARIATION IN

PERCENTAGE

L r 18

4 F 18

3 M 19

2 M 19

g

RR

JR

-
-~

14

17

14

18

13

16

15

18

19

14

17

20

17

15

1, 2, 3, 6,
21, 22, 23,
1! 2' 3' 6'
21, 22, 23,
1' 3' ‘*' 5'
8, 17

L
1' 3! 40220.

17, 25,

1, 3, 6, 7,
1, 2, 3, &,

'éOil ?

Z; 8, 10, 11, 13, 14, 15, 17, 20,
Zg 8, 10, 11, 13, 14, 15, 18, 20,
9, 10, 12, 13, 14, 15, 19, 21, 25,
7, 9, 10, 13, 12, 14, 15; 19, 21, 22,
8, 9, 10, 11, 13, 14, 17, 18, 20, 25
ZB 9, 1o, 11, 13, 14, 15, 16, 17, 20,
25.9. io0, 11, 12, 13, 15, 17, 18, 19,
70 9 10.512. 13, 14, 15, 17, 18, 19,

23, 24, 2

' 7, 8, 10, 11, 14, 15, 17, 18, 20, 21,

10, 11, 14, 17, 18, 21, 23, 24, 25

» 6, 7, 8, 9, 10, 11, 13, 14, 15, 17,

23, 12

7, 8, 9, 11, 13, 14, 15, 17, 18, 19,

10, 11, 13, 14, 12. 16, 20, 22, 24, 25
10, 11, 12, 13, 14, 15, 16, 17, 20, 22,

9, 10, 12, 13, 15, 17, 19,,23, 3, 4, 5

5, 7, 8, 9, 10, 12, 1317, 19, 23, 24

32
33

32
38

36

30

28
31

-2

+12

-6

VAAN



FORM A - FORM B 5
a o a a a% =
B qg AR AR an a, =
: 2d Ag  Ag Ad fy 58
g g =i En E. HE EE He
& 2 39 ﬂ@ o a <@
w8 B 3% 2R 2 a5 o2
g 482 B §;5_ §§ SE S& WORDS MISSED FROM SAMPLINGS BY NUMBER §,,, Sg}
1 F 39 B EH 19 2, 3, 7, 8, 9, 10, 11, 12, 13, 14, 15, 16, 17, 20,
. 21,722, 23, 24, 25
231 2' 3' 7! 8’ 9l 10. 11. 13' 1. 5. 6. 18’ 19' 1“.
15, 16, 17, 20, 21, 22, 23, 24, 2
23 1' ] 3. 4. 5_. 6. 8. 9. 10. 11. 12. 13! 1"’! 15. 17'
18, 19, 20, 21, 22, 23, 24, 25 - b2
21 1, 2, 3, 4, 5, 6, 8, 9, 10, 11, 12, 14, 15, 17,
18. 19. 20. 21. 22. 23. 2"' uu -l"
1 M 19 W RC 17 1 %6,251?.23: go ?o 11, 13, 14, 15, 16, 18, 19,
9 1, 2, 3, 5, 9, 10, 11, 13, 14, 15, 16, 17, 18, 19,
21 fo. él'.zﬁ: 25.2‘ 1 ] 3. ’ 5. 1 d 7 ’ 9
2, 3, 5, 7, 8 10, 12, 13, 15, 17, 18, 19,
26. ’1. 22: 25. éu.lzgi ’ 1] 3’ 5' ? ] 9 38
18 1' 3’ u. El 6‘ 7. 9. 11' 13. 1“. 160 1?. 19' 20.
21,722, 2k, 25 37 42

921



VOCABULARY TESTS FOR HIGH SCHOOL AND COLLEGE FRESHMEN STUDENTS

Sampling Results for GROUP __C__

Semester I_”_L__L__Zf

FORM A FORM B z
m
[=] [=] [a] [=] A+ =
B M et BRI < H
E a8 98 gH Ao Be =8
3 & = §§ =5 gg}: sg HE
G w B 38 98 9E 32 . 38 5
E 3 'i_‘% = B §g §g §g§ o5 WORDS MISSED FROM SAMPLINGS BY NUMBER §,,, Eg}
7 M 18 W RS 10 . 3, 7, 8, 10, 150 14, 17, 18, 20, 22
7 30 7: 80 100 '130 210 23
7 v &, 7, 10, 12, 15, 23 17
10 1, 4, 5, 7, 8, 10, 12, 28, 29, 25 17 0
7 M 19 w Ds 1?7 1, 2, 3, 6, 7, 8, 9, 10, 11, 13, 14, 15, 17, 20,
21, 22, 25
17 1, 2, 3, 7, 8, 9, 10, 13, 14, 15, 17, 18, 20,
21, 22, 24, 25
15 1, 2, 4, 5, 6, 7, 8, 9, 10, 11, 12, 13, 14, 20, 21 32
22 1,3, 4, 5, 6, 7, 9, 10, 11, 12, 13, 14, 15, 16,
18, 19, 20, 21, 22, 23, 24, 25 39 -14
7 M 18 W DT 19 1, 3, 6, 7, 9, 10. 11 12, 13, 14, 15, 16, 17,
20, 21, 22, 23, 2
12 1, 3, 13, 14, 16, 17, 20, 21, 22, 23, zb, 25
15 1. 2, 4, 5, 6. ?. 8, 9, 10, 12. 14, 15, 17, 19, 24 34
14 2, 4, 5, 6, 7, 8, 9, 10, 12, 13, 15, 17, 19, 23, 24 26 +16
6 M 20 W JD 7 1, 3, 8, 13, 14, 20, 23
8 3, 5, 8, 11, 14, 20, 23, 25
9 1, &, 3. 7, 10, 12, 15, 17, 19 16
10 1, 2, &%, 5, 10, 12, 15, 19, 22, 23 18 -4

62T



FORM A FORM B =
m
0 [o] o) 0 A+ =
g He He  He Hp B My
a8 g2 an ag fa 28
3 e E5 25 EY EE 28 S8
B w B 98 98 498 48 3% &
E 7 “9._' s B §5 §§ :'5,5 54 WORDS MISSED FROM SAMPLINGS BY NUMBER §w N
5 W R 15 1, 2, 3, 6, 7, 8, 10, 11, 13, 14, 16, 22, 23, 25, 20
14 1, 2, 3, 6, 7, 10, 13, 14, 16, 17, 22, 23, 24, 25
17 1, 3, 4%, 5, 7., 8, 9, 10, 11, 12, 13, 15, 17, 18,
19, 22, 25 32
13 1, 3, &, 5, 9, 10, 11, 12, 13, 15, 17, 18, 19 27 +10
9 3, 6, 8, 13, 18, 20, 23, 24, 25 '
8 3, 8, 9, 13, 18, 16, 20, 25
1""\ -10 40 5' 6! 70 80 90 10v 12. 150 17t 180 19' 25 23 :
13 1, 4, 5, 6, 7, 8, 10, 12, 15, 17, 19, 21, 23 21 +
13 1, 3, 8, 10, 13, 15, 16, 20, 21, 22, 23. 24, 25
12 3, 6, 8, 10, 13, 15, 16, 20, 21, 23, 24, 25
10 1, 3, 4%, 5, 7, 8, 9, 10, 12, 20 23
11 1, L’o 5, 7 80 9, 10: 120 15- 19, 23 22 +2
17 .3, 6, 7, 8, 10, 11, 12, 13, 14, 15, 16, 17, 20,
21, 22, 24, 25
16 ;. 2543'12' 10, 11, 12, 13, 14, 15, 17, 18, 22,
15 ;.'2. 6, 7. 9, 10, 11, 12, 17, 18, 19, 20, 23, 5, 2
16 1, 2, 4, 3, 5, 9, 10, 12, 13, 14, 17, 18, 19,
20, 23, 15 A 32 o
17 3, 4, 6, 7, 8, 10, 11, 13, 14, 16, 17, 20, 22,
23, 24, 25, 21
13 2, 3, 4, 7, 8,11, 14, 16, 20, 21, 22, 23, 25
14 1, 2, 3. bk, s, 6, 7, 9, 10, 15, 17, 22, 24, 25 3
13 1, 3, s 7+°9, 10, 11, 15, 17, 18, 22, 2“’0 25 26 +10

ofT



FORM B-

FORM A g
m
a a o =) N+ &=
2 e Bu  Ho B g% 5
=] np R g M nn =
= HEd HE HE H HY O<
é s mé Ea Eé sg =8 gg
L.om B a8 a8 o o8 2g o8
EH S22 B &z 8z S% 5%  WORDS MISSED FROM SAMPLINGS BY NUMBER g3 Hp
4 P 18 W RP 20 1, 3, 6, 7, 8, 9, 10. 11, 13, 14, 15, 16, 17,
18, 20, 21, 22, 23, 2 2
17 3, 5, 6, 8, 9, 10, 11, 1‘+ 15, 16, 17, 20,
21, 22, 23, 24, 25
18 1, 2, 4, 5, 7, 3. 9, 10, 12, 13, 15, 17, 19,
20, 21, 22, 23, 24 38
14 1, 2, 3, %, 5, 7, 8, 9, 10, 15, 17, 18, 19, 21 31 +14
4 M 18 B RD 17 1, 2, 3, 7, 8, 9, 10, 12, 13, 14, 15, 17, 20,
: 22, 23, 24, 25
18 1, 2, 3, 5, 6, 7, 8, 9, 10, 12, 13, 14, 15, 16,
17, 20, 22, 2k
19 2,'3, &, 30 7, 8 10, 9, 12, 13, 14, 15, 17, 18,
20, 23, 24, 25, 2 36
19 1, 2, 3, &, 5. 6, 7. 8, 9, 10, 12, 13, 14, 15,
17, 19, 23. ’ 2 37 -2
3 F 18 W PR 21 2, 3 S, 6, 7, 8, 9, 10, 11, 13, 14, 15, 17, 18,
. B B 6
y 9 0 1 1 i 19,
2 ' 23: 24 .'1? 1 ] ? 3' ’ 5. ’ 9
18 ) 4, 5, 6, 7, 8, 9, 10, 12, 13, 14, 17, 18, 20,
2 1 22411 22' 297 8 10, 12, 13, 14, 1 39
6, 7, 1
18, 19, 20, '23: 25° TN 5 17 b1

21, 22,

-4

T€T



FORM A FORM B z
m
@ 85 B0 Ba Bn He &
H up v\ uR am na %g
I g =3 Hg Ei Hp g og
& a ﬂﬁ 39 ﬂa ﬂo 34 25
M o 9 E g“‘ rsp' ol i ' ‘ fgg gg
E H QS & B 88 88 85 88 WORDS MISSED FROM SAMPLINGS BY NUMBER a2 2
2 F 33 B AB 21 510 3, 5, 6, 7- 8, 9, 100 11, 12, 13, 15, 17, 18,
19,720, 21, 22, 23, 24, 2
21 1, 3, 4, 5, 6, 8,9, 10, 11, 12, 13, 14, 15, 16,
17, 20, 21, 22, 23, 24, 2
19 1,-2, 3, 5, 6, 9. 11. 12 13, 14, 15, 17, 18, 19,
20, 21, 22, 23, 2 Lo
19 1, 2, 3, 4, 5, 6, 7. 9, 10, 11, 12, 13, 14, 15,
18, 20,21, 23, 25 - 4 o
1 F 18 B S0 22 1, 2, 3 5, 6, 7, 8, 10, 11, 12, 13, 14, 1
16, 18, '19: 20,. 22, 23, 24, 2 1 3
18 1, 2, 3. 5, 6, 7, 3. 9, 10. 11 13, 14, 15, 17,
19, 21, 2k, 25
23 1. 3, ‘l-.' 5: 6 80 9, 10 11 121 13. 1"’ 15. 16
17,718, 19, 20, 21, 22, 23, 2 s
19 » 4, 5, 6, 9, 11, 12, 13, 14 '15, 16, 17, 18,
19, 21, 22, 23, 24, 25 37 +16
1 F 20 W MM 19 2, 3. 22 g 7i98. 9, 10, 11, 12, 13, 14, 15,
19 20 R 8, 10, 11, 12, 13, 15, 16,
W %7.2205 211+' 3‘22. 24, 2
. 10, 11, 13, 17, 18, 19, 21, 23, 2
19 1,2, 3, k. 5, 8.'9. 10, 12, is, i?. T -
21, 22, 23, 2& 16 38 -10

3CT



VOCABULARY TESTS FOR HIGH SCHOOL AND COLLEGE FRESHMEN STUDENTS
[

Sampling Results for GROUP -4 Semester < pRing 2

FORM A FORM B 5
m .
a a a a A+ B
g2 0 & gr‘E aubh a6 g H@
g ag 4B AR g By 52
3 e =5 25 OEBEY HE HE og
& R asd 38 1 a8 R RS
w w8 B g g% gr gk ; 38 58
g 4 & = B 8s § Z 8% 9% WORDS MISSED FROM SAMPLINGS BY NUMBER §,,, Er,g
9 W VH 7 8, 14, 20, 3, 25, 16, 21
2 8, 14
2 L, 19 9
.1 L T 3 +12
6 . ;’h 20, 3, 25, 22, 17
4 4, 12, 1, 7, i0
2 4, 10 3 +14
3 8' 1“, 3'
2 8, 3, :
3 23, 11, & 5
0 ) 2 46
8 8, 14, 20, 10, 3, 13, 16, 17
2 _ 10, 16
8 2, 22, 4, 1, 15, 8, 5, 9 16
2 1, 9 L 424
9 18, 8, 14, 20, 10, 25, 13, 6, 17
3 ) 1y, 22, 21 )
8 4, 12, 1, 10, 15, 8, 5, 19 17
3 12, 10, 19 6 +22

€eT



FORM A FORM B z
[a] [] n [=] Qg E
B e bR hh i 7 B
- um %N nm ‘lzlﬂ nunn =2
3 e =5 BB OER HE E‘g Eg
& 2 e :]g ﬂ.‘i% a3 = <5
b 8 E <m ga. S 26 g% gg
§ 3 3_‘,3 = B §g Sz 9B 9& WORDS MISSED FROM SAMPLINGS BY NUMBER SR =R
7 M 19 W KR 3 3, 15, 16
5 4, 10, 3, 13, 16
4 4, 5, 3, 14. 7
2 6, 7 0
7 F 19 W Kp 9 7, 8, 4 20', 13, 22, 23, 1, 2
3 12, 25, 22 .
13 -2, 23, 4, 17; 1, 10, 15, 8, S5¢ 3, 9, 19, 14 22
b 4,1, 5, 19 7 +30
6 M2 woRE 10 8, 14, 20, 10, 3, 25, 13, 24, 23, 17
10 ,» 12, 1, 7, 10, 8, 2‘*0 5 3, 9 20 ’
. & 4, 12,10, 9 5  +30
6 F 26 W KM 7 8, 14, 20, 3,25.13,1
6 18, 8, 14, 20, 3. 25
9 ‘+ .17, 1, 10. 15, 8, 5, 9, 13 16
4 o 15. 83 -9 10 +12
6 F 26 W RC 5 20, 3, 25, 13, 16
7 23, &4, 1, 7. 10, 15, 5 12
4 10 10. 15: 9 8 +8
6 F 31 W JC 8 14, 203251 16, 2
L _&: 14, 25, 25 " 3 3
7 4, 12. 15, 7, 8, 9. 19 15
3 &4, 10, 15 7  +16

7T



FORM A FORM B Z
m
e 2e  HBe He g B
g ad 44 A8 4 49 59
3 & :g = Eé =g 2Eg Hg
"’nggimﬂg gmgc‘:’: dgﬁg
g g < B §5 §§ S 9% WORDS Mrssnn FROM SAMPLINGS BY NUMBER §,,, 53}
6 P 18 w c¢CP 8 18, 8, 1u 20. 10, 3, 23, 21
i 14, 3, 16,
13 L, 12, 17. 1 7. 10, 15, 8, 5, 25, 19, 20, ik 21
5 4, 12, 7, 10, 19 9 424
6 F 20 W PP 17 11, 12, 8, 14, 20. 10, 3, 25, 13, 24, 16, 6
23, 1, 21, 15, 2
5 11, 18, 14, 25, 16
13 . &, 12,'17,1, 7, 10, 15, 8, 18, 5, 3, 9, 19 30
8 22, 4, 12, 1, 10, 18, 24, 3, 13 +34
6 F 22 B MR 11 7.81410.3.13.16612117
4 12, 3, 16, 17
12 4, 12, 1, 7, 10, 15, 8, 18, 5, 9, 19, 13 23
7 "‘o 120 1- 1°| 180 3. 9 11 +244
5 M 26 W KK 12 " 11, 9, 8, 20, 3, 25, 13. 24, 16 6, 22, 17
? 7. 11, 20, 13, 6, 22, 1
11 2, 17, 10, 1, 24, 9, 21, 19, 20, 13, 14 23
b 24, 9, 25, 19 11 424
5 M 20 W T™W 15 '17. 9i78' 14, 20, 3, 25, 13, 16, 22, 23, 1, 21,
5 7, 8, 14, 13, 16
11 2, 4, 12, 17, 1, 7, 10, 15, 5, 3, 9 26
7 2, uo io, 8, 3, 9, 13 12 +28
5 F 38 W ER 13 7, 12, 8, 14, ‘20, 25, 13, 16, 622 23, 21, 1
9 8, 14, 3., 13. 16, 22, 23, 1 T 7
11 &, 12,17, 1 7. 10, 15, 8 5. 9, 19 24
10 23- l" 12, 17- » 10, 15, 8, 5 9. 19 +10

aer



FORM A FORM B g
[a] [a] A n Q‘-? =
g g5 Ui HE 45 g< H
5 o &5 B 28 gF g8 8=
0 1 ﬂo ﬂ 10 d& gg
wg8 & & 8- gF Ef - g2 g
E8e3 B &8s 8z gz oz WORDS MISSED FROM SAMPLINGS BY NUMEER &2 2
5 F 20 B DA 14 7. 8, 14, 10, 3, 25, 13, 24, 16, 22, 23, 21, 15, 2
. 13 7. 11, 8, 14, 20, 10, 3. 25. 13, 22. 23, 15, 2
12 23, 11, 4, 1, 7, to0, 15, 8, 18, 5, 3, 19 26
5 12,1, 7, 10, 3 . 18 +16
L' M 18 W CE 17 7, 11, 18,°5,” 8, 14, 20, 10, 3, 25, 13, 24, 6, |
’ 23, 1, 15, 17
9 : 140 3, 25. 130 24. 16. 23, 1. 15
i5 . .23, 22, 6, 4, 17, 1, 7, 15, 8, 3, 9, 21, 19,20, 14 32
10 22, 16, 4, 1, 10, 8, 5, 3,9, 19 19  +26
4L F 23 B BC 16 i;' fi eé 14, 20, 10, 3, 13, 16, 6, 22, 23, 21,
13 12, 8, 14, 20, 10, 3, 13, 16, 6, 22, 1, 17, 2 .
13 2,.23, 17, 1, 7, 10, 5, 3, 9, 25, 19, 13, 14 29
8 60,120 17, 1, 1o, 50 3,9 21 +16
3 M2 B w15 7,9, 19, b, 8, 14, 20, 10, 3, 13, 2, 16, 23, 1,
6 9, 8, 14, 3, 16, 1
17 23,11, 6, 4, 12, 17, 1, 10, 8, 18, 24, 5, 3, 9,
21, 25, 20 32 -
11 2, 23, 6, &, 12, 17, 1, 10, 18, 24, 3, 17 +30
3 M 18 W LB 16 zg 1%% 12.‘5. 8, 14, 10, 3, 25, 13, 24, 22, 21,
10 7..11,'8, 14, 25, 16, 6, 22, 21, 17
16 123- fﬁ. 11, 6, 12, 7, 10, 15, 8, 18, 5, 3, 9, 19,
32
11 b,,'12, 7 10- 150 189 5, 3, 9, 19. 14 21 +22

9€T



FORM A FORM B =
m
B Ge 8n  Be B g% B
o] up M 0Ny nr an =8
5 o WY BB HY HE =g Hf
& Y :]3 e 33 g4 25
w o B R g a% g% 3z Y me
EHde=2 g 8g Bz 8z 8z WORDS MISSED FROM SAMPLINGS BY NUMRER g3 dg
2 F 24 B MK 16 gg 18, 19, 5, 8, 14, 10, 3, 16, 6, 22, 23, 1, 21,
12 9, 18, 8, 14, 20, 13, 16, 22, 23, 1, 15, 2
10 23, 6. 4. 12, 1,9, B, 5,713, 13 26
, 82,23, 16, &, 17,'1,78, 9 20 +12
2 F 26 B SM 20 7, 11, 9, 5. 12, 8, 14, 20. 10, 3, 25, 13, 2,
16, 6, 23,71, 2i, is, 1
16 7, 11, 18, 5. 8, 14 2o. 10, 25, 13, 6, 22, 23,
: 21, 15, 17
20 23, 22, 11, 6, 12 17, 1, 7, 10, 15, 8, 18, 24, 5,
: 3, 9. 21 25- 9, 20 ko
18 23, 22, &, 12, 17, 1, 10, 15, 8, 18, 19, 24, 5, 3, I 412
2 21, 20, 14 :
1 F 20 B JC 23 11 9, 18, 19, 5, 4, 8, 14 20, 10, 3, 25, 13,
. 24 6, 22, 23, 1,721, 15, 17, 2
19 11, 9, 18,"19,°5,"12, 8, 14, 2o. 3, 25, 13, 24, 22,
23, 1. 21, 15, 2
19 2, 23, 22, 16, 11, &4, 12, 1, 7, 10, 15, 8, 18, 24,
3, 9, 19, 20, 13 42
14 2, 23, 22, 6, 12, 1, 10, 15, 18, 24, 3, 21, 19, 20 33 41€

LET



VOCABULARY TESTS FOR HIGH SCHOOL AND COLLEGE FRESHMEN. STUDENTS
Sampling Results for GROUP B Semester SgR-‘n/g | 1976

FORM A FORM B =3
m
B u Be  Hu 8 g &
- nuM e 0 m %lﬂ ag gg
3 & = 5 gg =5 gg Bg He
G ow B 28 98 48 28 3 | 38 5
EHE= B 55 Bz 8x Bz WORDS MISSED FROM SAMPLINGS BY NUMBER 8% 2R
9 M 4 W .CI 2 10, 16 ,
b 5¢ 7, 15, 23 6
8 F 32 W IS 2 8, 22
2 8, 16 .
1 1 3
1 1 3 o0
8 P 37 W Js 5 6, 8, 10, 13, 17
L 8, 16, 13, 25
1 21 6
2 1, 4 6 o
7 F 33 w BL 6 3, 6, 8, 13, 14, 20
? 1, 6, 8, 13, 14, 20, 18 :
5 4' 50 7l 8. 13 11
4 1, 4, 15, 18 : 11 0
6 F 39 W RS 11 1, 3, 6, 8, 13, 14, 16, 18, 20, 25, 24
9 3, 8, 9, 13, 14, 16, 18, 20, 25
10 1, 4, 5, 7, 8, 10, 12, 15, 19, 25 21
7?7 7, 8,10, 12, 15, 19, 21 16 +10

8¢eT



FORM A FORM B gm
A+
g 8u Bu  Ba Be 0= By
=) 21 ﬁm am am nu z3
2 g Ep =g Eg =g =g of
[ I
S gy B 363 gE S . dy o5
E% ﬁ S =2 B §5 §§ 85 85 WORDS MISSED FROM smpLINqs BY NUMBER 8% 2d
6 F 20 W 1B 13 3, 6, 7, 8, 9, 10, 13, 1k, 15, 17, 20, 21, 25
13 1, 2, a. é6, 8, 10, 13, 14, 15, 16, 17, 20, 21
13 1. 1} [} 5' 6' 80 9l 10. 12' 15' 1?. 19' 21 26
10 1, 4, 5, 8, 9, 10, 12, 15, 17, 19 23 +6
6 F 18 W LL 13 1, 2, 3, 7, 8, 10, 13, 1“’0 20, 21, 22, 25, 17
13 1, 2, 3, 8, 13, 14, 16, 17, 20, 21, 22, 23, 25
14 . 1' 3' .~5l 70 80 9' 10' 12' 15' 17. 19. 20. 23 27
10 1, 4, 5, 7, 9, 10, 12, 17, 19, 23 23 48
6 M 47 W HM ? 1, 3, 10, 15, 17, 20, 25
3 3, 10, 1 -
8 . 4, 7, 8, 9, 10, 12, 15, 19 15
7 1, 2, 5, 4, 7, 12, 20 10 +10
6 F 26 B LP 15 1,2, 3, 4, 7, 8, 10, 14, 15, 17, 18, 20, 24, 25, 16
14 2,.3, 7, 8, 10, 13, 14, 15,716, 17, 20, 22, 24. 24
15 1. 3' ul 5' 6l 7’ 8' 9. 10' 12. 1“' 1?' 18' 190 21 30
W 2,4 5, 6,7, 8,9, 10, 12, 14, 15, 17, 18, 2k 28 +4
6 F 29 W LR 11 1,.2, 3, 8, 10, 13, 14, 16, 20, 21, 25
9 1, 3, 8, 14, 20, 21, 22, 23, 25
14 1, 2, 4, 5, 7, 8, 10, 12, 15, 17, 19, 23, 25, 11 25
14 1, ["o 5, 7, 8, 9, 10, 11, 12, 15, 17, 19, 23, 25 23 +i
6 F 18 W JM 8 1, 3, 8, 10, 13, 23, 25, 18
11 1, 3, g. -8, 11, 13, 18, 20, 22, 23, 25
11 1, 3, &, 5, 7,.12, 15, 17, 19, 23, 9 19
10 &4, 5, 6, 7_- 12, 15, 17, 19, 21, 23 21 24
5 M 19 W FA 13 1, 3, 6, 7, 8, 11, 13, 14, 20, 21, 22, 24, 25 '
11 3, 6, 7, 8, 13, 14, 20, 21, 22, 24, 25
i3 1, 2, 3, &, 5, 7, 9, 10, 12, 15, 18, 19, 24 26
11 1 2.3 L g5 7 R o 1§ 10. 12 22 +8

6€T



FORM A FORM B =
m
A n (=] n A+ =
B MKE K4 ME <
: a9 B2 o8 A4 fu 58
5 _ E; !—:g :a‘a Eg S§ 25 EE
Pogn B 338 2E AR 38 58
cg, 84 2 =2 A §§ §§' g’g 85 WORDS MISSED FROM SAMPLINGS BY NUMBER o= 2d
5 F 21 B GJ 10 1, 3, 6, 10, 11, 13, 14, 20, 25, 8
-7 3, 13, 14, 20, 25, 8, 24
14 1, 2, &4, 5, 7, 8, 9, 12, 13, 15, 17, 18, 19, 22 24
12 1, 2, 4, 5, 9, 10, 12, 13, 18, 19, 23, 6 19  +10
5 F 30 W MS 13 1, 3, 6, 7, 8, 10, 13, 14, 16, 18, 20, 23, 25
9 3, 8, 13, 14, 16, 18, 20, 22, 25
10 i, 4%, 5, 8, 10, 12, 15, 17, 18, 19 23
10 1, &4, 5, 7, 10, 12, 15, 17, 18, 9 19 +8
5 M 20 W JK 10 3, 6, 10, 11, 14, 17, 20, 24, 25, 21
13 1, a. 8, 11, 13, 14, 16, 20, 18, 21, 24, 25, 10
12 3, » 20 Ty 8.- 9, 10, 12, 13. 150 17| 19 22
12 1, 3, 4, 5.A7. 9, 10, 12, 13, 18, 19, 25 25 =6
5 F 25 W JS 14 .1, 2, 3,7, 8,9, 10, 13, 14, 16, 20, 23, 25, 24
7 1, a. 8, 13, 14, 23, 24
9 2, ¥, 5, 7, 12, 18, 19, 23, 25 . 23
10 2, 4, 5, 10, 12, 18, 19, 23, 25, 7 17 +12
5§ F 18 W ©S 16 ;5 2éu3,28. 12, 13, 14, 15, 16, 17, 20, 21, 22,
12 1,'3, 8, 13, 14, 15, 17, 20, 21, 22, 23, 25
16 1, 4, 5, 7, 8, 10, 12, 13, 14, 15, 16, 17, 19,
22, 23, 24 32
13 1, 4, 5, 7, 8, 10, 12, 13, 14, 15, 17, 19, 24 25 414
5 F 26 W AW 17 1, 2, 3, 6, 7, 8, 10, 11, 13, 14, 16, 20, 18, 22,
23,-24, 25 .
14 2, 3, 8, 10, 13, 14, 16, 17, 18, 20, 22, 23, 24, 25
1"" ‘*' 5. ?l 8l 9' 10' 12. lb' 150 16' 17. 18! 23' 1 31
10 4, 5, 7, 8, 10, 12, 14, 15, 19, 23 24 414

owL



FORM A FORM B g
a o a a ag Z
g A5 dn He de H= 5y
g ad 42 A a 22 59
2 g Eg Eg Sg sg 25 zg
B o .m B 48 98 98 98 HE
S HY=2 B Bg §§ SE 9S% WORDS MISSED FROM SAMPLINGS BY NUMBER &= 28
5§ M 38 W Js 14 1, 3, 8, 10, 13, 14, 15, 11, 17, 18, 20, 21, 23, 25
15 1, 2, 3, 3.’8, 10, 11 13, 14, 15, 18 20, 21 23, 25
18 1, 2, 3, 4, 5, 6, 7, 3. 9, 10. 12, 15. 17, 18. 19,
22, 23, 24 32
) ] 13 1, 3, &4, 5, 7, 8, 9, 10, 12, 14, 1?7, 19, 23 28 +8
5 F 24 W SC 20 * 1, 2, 3. 6, 7. 8 10. 11, 12, 13, 14, 15, 16, 17,
. 20, 21, 22, 23, 2 2
18 1, 2, 3, 6,'7, 8, 11 12, 13, 14, 15, 16, 20, 21,
'22'0 23. 2""0 5
18 1' 2. 3' ‘}' 5' 7’ 8 9' 10' 12. 1" 15' 17’ 19' 8
21, 22, 23, 24 3
'17 1- 2 30 ‘* 50 7. 8 9. 10- 129 15. 17. 18 19.
22, 23, 24 : , 35 +6
4y P 18 W ME 15 2,3,.5, 6, 7?7, 8, 9, 10, 16, 17, 20, 21, 22, 24, 25
13 2,3, 5.7, 9, 13. 17, 20, 21 22, 23, 24, 2
15 %& 3, 8, 10, 12, 14, 15, 18, 1?. 19, 20, 21 22, 23,
’ 30
14 1, 3- b, 7, 8, 10, 12, 14, 15, 17, 19, 20, 21, 24 27 +6
4 FP 22 B VW 18 1, 2, 3,5, 6, 8, 9, 10, 13, 14, 15, 16, 20, 21,
22, 23, 2k, 25
21 1, 2, 3, 5, 6, 7, 8, 9, 10, 13, 14, 15, 16, 18, 17,
20, 21, 22, 3, 24, 25
18 1' 2' 3. u._.5_' ’ ?. 9' 10. 12' 13' 1‘} 15’ 17’ 19.
22, 24, 25. . 36
1? 1' 4. 5. 7. 8.'9. 10. 12' 13' 1“'. 15. 1?' 180 19'
21, 24, 25 _ 38 -4

HT



FORM A FORM B %m
a a o a at &=
5 . B8 pE o gB oR 22 Bg
G y B 98 98 gk 98 - 28 o8
(4
S H§ 832 B By 8z 8z oz WORDS MISSED FROM SAMPLINGS BY NUMBER g3 2§
4 P 18 B BM 15 2, 3, 5, 7, 9, 10, 13, 15, 16, 20, 22, 23, 24, 25, 11
15 2, g. 5, 7, 10, 11, 13, 15, 16, 17, 20, 22, 24, 25, 8
12 3, b, g, 9, 11, 13, 1k, 15, 18 19, 24, 25 27
20 1,3,5% 5, 7,'8,79, 10. 12, 13, 1k, 15, 17,
, 18,719, 20, 21, 23, 2k, 25 35 -16
4L F 20 W P2 - 15 2, 3, 7, 8, 10, 12, 13, 14, 15, 16, 20, 21, 23, 24 25
. 18 2, 3, 6, 7, 8, 11, 13, 14, 15, 16, 17, 18, 20, 21,
22,723, 2, 25
16 %5 3, h’v 59 69 7 89 9, 10, 12, 15, 17, 18, 19ov 20, 31
16 1, 3, 4, 5, 7, 8, 9, 10, 12, 15, 17, 18, 19, 20,
» 23 34 -6
3 F 19 W NM 20 1, 2, 3, 5, 7 8 9. 10, 11, 12, 13, 14, 17, 18, 20,
21, 22, 23, zz';
21 1, 2, 3, 5, 6 7. 9. 11 12, 13, 14, 17, 18, 20,
21, 22, 23. 2k, 25.°15,"16
18 1- 2. 30 ’ 50 6- 70 80 9. 100 110 12. 1"0 150 1?.
19, 21, 22 38
19 1' 2. 3' 4' 5' 6. ?. 8. 9' 10' 12. 13' 14. 15. 17'
18, 21, 22, 24 bo -4
2 F 18 B 1E 20 1, 2, 3, 5, 6 8, 9, 10, 11, 12, 13, 1" 15, 16
, 17, 20, 21, 22, 23, 2
15 53 1% 2, 17, 15. 21,722, 23, 3, 8, 10, 14, 20,
19 6, 11, 22, 18 5. 3, 9, 21, 25, 19, 13, 14, 8, 15, 39
10 7. 1, &4,
13 6, 22, 18, 5, 9. 21, 13, 14, 12, 1, 7, 10, 8 28 22

eqT



FORM A - FORM B g
, m
o) o] e (=] o+ =
2 He Bn o nn 6] “@
g g 28 fE o a8 B2
g T = sa =5 xg =g e
(7 8 an 39 HE 13 qa <6
Wy 8 B g-gh gbogs b o2
g 42 =2 R §g- §c=, 25 83 WORDS MISSED FROM SAMPLINGS BY NUMBER §m Sg}
1 M 26 B KT 18 4, 7, 9, 16- 22, 23, 1, 21, 15, 17, 21"0 13, 25,
' 3, 10, 20, 14, 8
19 u’o 5. 19- '119 92 1?. 15- 210 10 23- 22- 6. 160
14,720, 10,3, 24, 2
20 6, 11, 22, 23, 4, 12, 17, 1, 7, 15, 10, 8, 13, 1%,

20, 19, 9, 3, 5, 18
19 6l 11. 2l 6. 13. 14. 19' 20' 9' 5' 18' hl 12.
17, 1, 7, 10, 15, 8

€qt



VOCABULARY TESTS FOR HIGH SCHOOL AND COLLEGE FRESHMEN STUDENTS
. . )
Sampling Results fpr GROUP ____(_:___ Semester Sgﬁl "’g 76

FORM A FORM B z
m
g s B B He g% 8
- nay Nm U)g 53&1 (’gg %g
5 . E5 2B 2% g g 8=
7] 8 am ﬂ‘g i ad qa =6
w g 8 B g% 3R gR ER b 22
Ege 2 2 S5 8z gz &z WORDS MISSED FROM SAMPLINGS BY NUMBER o= 2o
9 w NwW 7 9, 20, 10, .3, 13, 24, 16,
L 14, 20, 3, 16
y 2, ll- 19, 14 11
3 ‘h 5. 19 - 7 +8
6 20, 25, 13, 16, 6, 1
2 14, 13
8 2,4, 12, 1 7, 15, 5, 25
4 4. 7, 15, 5' 14
: 6 +16
9 18, 8, 20, 25, 13, 24, 16 6, 23
9 8, 14 20, 10, 3, 25, 16, 6. 23
1o 2, b, 17, 1, s 8, 5, 21, 19, 14 19
? 22, 4, 1, 7. 5, 21, 14 17 +h
5 _ 5, 8, 2o. 16, 17
3 a 16,
1 : 6
2 _ 23, 4 5 +2
9 T 8,714, 20, -10, 25, 13, 16, 1, 15
6 8, 1# 20, 10. 15, 1
5 b, 1, 7, 150 13 14
& l"l 120 ?i y 9 i0 +8

Vel



FORM A z
m
[ Ge e He e A% &
-4 l"ghl ﬁlﬂ ﬁ!ﬂ ﬂﬁ-’l mnn ZE‘!
] e =9 ER 0 OET OER g2 28
B § a8 58 a8 .4 g EE
w8 B 2% 3e 33k 38 o2
E,é HeS = B &S5 §§ 25 B8 WORDS MISSED FROM SAMPLINGS BY NUMEER §m Sg{
? 28 W IM 8 8, 14, 20, 10, 3, 13, 23, 15
13 18, 14, 20,.10, 3, 6
&, 7, 5, 19, 12, 23 14 .
4, 1, 7, 5, 18, 12, 15 13 42
28 ET 7, 18, 8, 14, 20, 12, 3, 13, 24, 16, 6
11 18, 8, 1k, 10, 20, 3. 25. 13, 2k, 16, 6
e, 120 17. 1, 7, 15, 5, 1 19
‘h 12, 17, 1' 7+ 50 9 19 19 0
31 DS 14, 10, 3, 16, 17, 2
6 8. 10. 3’ 6. 1' 2
2, 23, 4, 12, 1, 15, 8, 24, 5, 9, 19
2,23, 4,1, 7, 5, 9, 19 17?7
B 14 46
20 PD 7, 11, 8, 14, 20. 12, 3,
6 1%?1210'1'1 8 b
7 0, 1 1 1
213 375 10.10; 120 9! £5,°1u 1? +h
30 SB 11, 8, 14, 20, 12, 6
5 11, 14, 20, 16, 23
2, 4,1, 7, 8, 5, 21, 19 14
2. ""0 1, 7 59 9, 19 12 +4
19 KA 8, 20, 10, 24, 16, 22
8 18, 8, 20, 10, 13, 6, 22, 1
“‘o 1, 10, 15, 5, 9 12
“" 12' 1’ 15' 8. 5 14 -""
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