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Vocabulary is a key factor in successful language acquisition and as the 
textbook is central in the teaching of English, ideas behind vocabulary 
input in teaching materials should be based on research findings. The 
present study is an analysis of seven teaching materials used for young 
learners in Sweden. The results show that only a limited amount of the 
vocabulary students encounter in textbooks features in the exercises, 
with the focus placed on practising words already occurring with high 
frequency in the textbooks. Most exercises have an incidental 
vocabulary-learning focus and also require students to deal with 
language only in a mechanical way. This suggests there is no 
pedagogical thought behind the vocabulary input and that the 
inadequacies of textbooks are not properly addressed in workbooks. A 
conclusion to be drawn is that many teaching materials intended for 
younger learners in Swedish schools are questionable from a language 
learning perspective. 
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1. Introduction 

The textbook, very often accompanied by a workbook, is central in foreign 
language learning, and many teachers base their teaching and testing of 
vocabulary on materials provided by it. This is particularly true for younger 
learners (Drew, Oostdam & van Toorenburg, 2007; Ghosn, 2003; Skolverket, 
2006; Tomlinson, 2012). Despite this, there is a distinct lack of research 
focusing on vocabulary input in books intended for young learners of English 
as a foreign language (EFL). Few comprehensive studies have investigated 
whether materials used in schools support students’ acquisition of words, and 
whether there is a common thought behind the selection of words appearing 
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in books intended for a specific school level. In the Swedish context, the 
national curriculum for the compulsory school (Skolverket, 2017) states that 
English education should support students in developing a comprehensive 
communicative competence. What that implies in terms of word knowledge 
and how materials should be constructed to ascertain this learning is not 
mentioned. The interpretation of the guidelines in the curriculum appears to 
be left to individual teachers and textbook producers who do not always base 
their understanding on the most recent scientific results (Beatty, 2012; 
Criado, 2009). In the first two years of primary school in Sweden, English 
classes are commonly 20–30 minutes per week whereas students usually 
receive one hour per week of English teaching in the third year. In the context 
of learning a new language, these figures must be considered low (Curtain, 
2000; Nation, 2013; Pavlik & Anderson, 2005) and it is important that content 
covered and material used are relevant and of high quality. Previous studies 
on English textbooks used in Swedish primary schools (Norberg & Nordlund, 
2018; Nordlund, 2015a, 2015b, 2016) indicate that books used across the 
country for the same level of learning are extremely varied in terms of 
vocabulary input and size. The results also show that the books offer 
insufficient opportunities for students to consolidate new words as most 
words in the books appear only once or twice, and are, moreover, seldom used 
in general language produced by native speakers. Although the textbooks are 
lacking with respect to vocabulary, this flaw could be remedied by the content 
of the workbooks. This is the focus of the present study. 

2. Background 

2.1. Developing vocabulary in a foreign language 

In 1980, Paul Meara concluded that vocabulary was a neglected area of 
research in foreign language acquisition, but since then the field has 
experienced an ever-growing interest producing a multitude of studies. 
Findings show the importance of vocabulary development for overall success 
in the acquisition of a foreign language (e.g., Cameron, 2001; Maley, 2013) and 
that the breadth of a writer’s vocabulary will make possible a more accurate 
expression of the intended message (Ghosn, 2007; Laufer & Waldman, 2011). 
Studies also indicate that vocabulary errors are more detrimental to 
successful communication than grammatical mistakes. As Milton puts it: 
“failure to gain an adequate vocabulary can have catastrophic consequences 
for communication, far more so than with other elements of the foreign 
language such as its grammar” (2008, p. 228).  

Studies have also consistently shown the advantages of a comprehensive 
vocabulary on the development of literacy and reading comprehension. 
Perfetti and Stafura (2014) maintain that the main reason for reading 



 

 

91 International Journal of Language Studies, 14(1), 89-116 

comprehension difficulties is not recognising the forms and meanings of 
words. Similarly, Laufer and Ravenhorst-Kalovski (2010) argue that a critical 
mass of lexical and grammatical knowledge in the second language is needed 
for the efficient use of general reading skills. The development of a large sight 
vocabulary thus facilitates reading fluency and comprehension because less 
cognitive effort is needed to decode the words and process their meaning 
(Laufer & Ravenhorst-Kalovski, 2010; Tyler, 2012). The cognitive resources 
made free can instead be used to develop higher-level decoding skills such as 
being able to see how ideas are linked and separating main information from 
more peripheral, skills that are necessary if students are to succeed 
academically throughout their education (NAEYC, 2009; Richards, Malvern & 
Graham, 2008). There is thus a reciprocal relationship between vocabulary 
and reading comprehension; the more you read, the more words you will 
learn and the larger your vocabulary is, the better your reading 
comprehension will be (Be rube  & Marinova-Todd, 2012), which in turn will 
facilitate the acquisition of new vocabulary.  

Vocabulary knowledge is, of course, no less important for the comprehension 
and production of spoken texts. In her analysis of English, French and Italian 
second language (L2) speech in the PAROLE corpus, Hilton (2008) found that 
78% of clause-internal pauses in a learner corpus were due to learners having 
problems with retrieving the correct words from their mental lexicon. She 
concludes that a higher degree of fluency in language comes from having a 
larger vocabulary. Similarly, Stæhr’s (2008) study of Danish 15–16-year-olds’ 
listening comprehension showed that the larger English vocabulary the 
students possessed, the better they were at comprehending spoken texts. His 
conclusion is that automatized word recognition is a key feature of coping 
with spoken texts as listening is an activity that puts heavy demands of online 
processing on the listener. So not only is it important that learners develop a 
sight vocabulary in order to automatise word recognition in written text but 
also what could be labelled a “hearing” vocabulary for the automatic 
recognition of spoken words.  

A larger vocabulary will, thus, lead to better lexical coverage of both spoken 
and written texts in general as the percentage of unknown words in a text 
decreases when the vocabulary grows. What level of lexical coverage is 
needed depends, however, on how much text comprehension is required. 
Whereas the 1,000 most frequent words in English cover between 78% and 
81% of a written text (Nation, 2006), a 95% coverage, equivalent to 
knowledge of between 3,000 and 5,000 word families (Laufer & Ravenhorst-
Kalovski, 2010; Webb, 2010), has been considered necessary for “minimal 
reading comprehension” (Laufer & Aviad-Levitzky, 2017, p. 734). For 
independent reading, the coverage needed is 98% or knowledge of between 
6,000 (Milton, 2007) and 9,000 (Nation, 2006) word families. Also for spoken 
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texts, 98% text coverage seems to be necessary for adequate comprehension 
(Stæhr, 2009). Developing a both broad and deep vocabulary for oral as well 
as written language is thus of utmost importance for learners.  

2.2. Recycling vocabulary through repeated exposure 

In order to develop the vocabulary needed for successful language 
acquisition, learners need to meet new words frequently. There is no 
consensus among researchers as to the number of encounters necessary. 
Estimates vary between 5–6 (Cameron, 2001) and twenty (Waring & Takaki, 
2003) times, but, as pointed out by Zahar, Cobb and Spada (2001), repeated 
exposure is 3–4 times more important for beginners than for advanced 
learners. The recycling of new vocabulary would thus be expected to be a 
natural characteristic of beginner teaching materials. However, as has been 
shown (see, e.g., Alejo Gonzalez, Piquer Pí riz & Reveriego Sierra, 2010; Criado, 
2009; Norberg & Nordlund, 2018; Nordlund, 2015a, 2015b, 2016), in 
textbooks used in schools, words occurring just once or twice is more the rule 
than an exception, suggesting that learners receive little help from teaching 
materials in consolidating new words and storing them in long-term memory. 
To develop a broad vocabulary, encountering many words is of course 
necessary, but the chance of learning them is very slim if they are not properly 
recycled. As Waring puts it: “It is easier to forget a word than remember it. 
Initial word knowledge is fragile and memories of new words that are not met 
again soon, are lost” (2002, 4th para.). As some 80% of what is learned is 
forgotten within 24 hours of the first learning opportunity (Gairns & Redman, 
1986), studies suggest that spaced repetition is more beneficial than massed 
(Nation, 2013; Pavlik & Anderson, 2005) in curbing the forgetting curve. This 
means that words should ideally be repeated shortly after learners’ first 
encounter with them and that subsequent intervals should be increasingly 
longer.  

Building up a vocabulary is a cumulative process and, therefore, in addition to 
the continuous and regular repetition of new vocabulary throughout a 
language course, care should be taken that learners meet the words in 
different contexts to develop necessary vocabulary depth. In particular the 
generative use of new vocabulary, that is, “meeting or using previously met 
language items in ways that they have not been used or met before” (Nation, 
2007, p. 4) is seen as beneficial for vocabulary acquisition (Crossley, Subtirelu 
& Salsbury, 2013). According to Craik and Lockhart (1972), both the 
acquisition and recall of new vocabulary will be stronger if learners are 
engaged in deeper mental processing of the words (Lee & Hirsh, 2012), for 
example, “inferencing, connecting, predicting and evaluating while processing 
language” (Tomlinson, 2013, p. 12). Learners working with tasks such as 
sorting words into categories, generating synonyms and antonyms, 
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identifying derivations and inflections, and matching collocations (Hunt & 
Beglar, 2002) would thus be able to deepen their knowledge of words. Folse 
(2006), however, maintains that it remains unclear whether deeper 
processing actually results in better learning. His findings indicate that also 
seemingly superficial exercises may result in vocabulary learning as long as 
target words are given sufficient attention and are repeated multiple times. 
Schmitt makes a similar comment: “Overall, it seems that virtually anything 
that leads to more exposure, attention, manipulation, or time spent on lexical 
items adds to their learning” (2008, p. 339). Hence, recycling is a key in 
successful vocabulary acquisition.  

Another factor to take into consideration in the context of vocabulary 
acquisition is whether exercises should have an explicit or an incidental 
language-learning focus. Several studies (e.g., Nation & Meara, 2002; Webb & 
Rodgers, 2009) show that incidental learning, that is, learning words while 
engaged in another activity without an explicit language-learning focus (e.g., 
reading for pleasure or listening for specific information in a spoken text), is 
possible provided that words are encountered often enough for them to be 
remembered. According to Brown, Waring and Donkaewbua (2008, p. 153), 
incidental vocabulary learning via listening would require considerably more 
than twenty encounters, maybe as many as 50 or even 100. Even more studies 
(e.g., Nation, 2008; Pellicer-Sa nchez & Schmitt, 2010; Schmitt, 2000; Stæhr, 
2008) have thus come to the conclusion that if students are to develop a 
comprehensive vocabulary explicit teaching of words in the classroom setting 
is needed. Schmitt (2008) argues that rather than relying on incidental 
learning to learn new vocabulary, it would be better put to use to strengthen 
the knowledge of words already met previously. Explicit instruction is 
particularly valuable for beginner learners whose vocabulary is still 
undeveloped (Hunt & Beglar, 2002). More specifically, the 2,000 (Schmitt, 
2000; Stæhr, 2008) or 3,000 (Schmitt & Schmitt, 2014) most frequently 
occurring words have been suggested as a good target for explicit teaching in 
the EFL classroom. Having workbook exercises that explicitly direct the 
learners’ attention to new vocabulary would help the strengthen the 
acquisition of those words.  

2.3. Research on teaching materials 

With the growing interest in vocabulary acquisition among researchers, also 
the number of studies investigating the vocabulary component in teaching 
materials has increased. Most studies, however, have been carried out on 
teaching materials aimed at either older learners or learners at more 
advanced levels (e.g., Alejo Gonzelez et al., 2010; Criado, 2009; Fujimori, 
2005), whereas studies focused on younger learners are scarcer. With a few 
exceptions (Brown, 2010; Islam, 2003), what the studies have in common, 
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regardless of research focus, is that the teaching materials analysed are 
flawed in three ways with respect to vocabulary: new words are not 
sufficiently recycled, the vocabulary included is seldom representative of 
language production among native speakers and there is inconsistency in the 
choice of vocabulary included. 

In her case study of a teaching material used for English language teaching in 
Spain, Criado (2009) found that out of 3,225 word types (i.e., different words) 
as many as 1,873 (58%) occurred only once or twice. Norberg and Nordlund 
(2018) found comparable figures in the analysis of seven EFL teaching 
materials used in Sweden: on average 62% of all lexical verbs, adjectives and 
nouns occurred no more than two times. Similary, in their analysis of EFL 
teaching materials for Spanish learners, Alejo Gonzalez, Piquer Pí riz and 
Reveriego Sierra (2010) found that most of the phrasal verbs included in the 
textbooks only occurred once or twice, which is usually regarded as 
insufficient exposure for acquisition to take place. Likewise, Fujimori (2005), 
analysing textbooks for oral communication in Japan, and Erman’s (2009) 
analysis of multiword expressions in teaching materials show similar results: 
encounters with new vocabulary are too scarce to make acquisition likely to 
occur. Furthermore, in her analysis of exercises in teaching materials, Lo pez-
Jime nez (2009) came to the conclusion that exercises generally did not 
promote the advancement of vocabulary. Criado also found that activities 
included in the teaching material she analysed offered poor opportunities for 
repetition of new vocabulary, but they nevertheless included a “reasonably 
high” (2009, p. 55) number (one-third) of exercises favouring explicit 
learning. She concludes, however, that the opportunities necessary for 
automatising vocabulary were not provided by the teaching material 
analysed. This general flaw in teaching materials has also been highlighted in 
other studies (e.g., Lo pez-Jime nez, 2010; Matsuoka & Hirsh, 2010; Shin & 
Chon, 2011; Tomlinson & Masuhara, 2008) and by the Extensive Reading 
Foundation (2011), whose goal it is to promote EFL reading.  

In addition to insufficient recycling of vocabulary, Alejo Gonzalez et al. found 
that “real world, naturally occurring discourse is more densely packed with 
PVs [phrasal verbs] than the TM [teaching materials] discourse Spanish 
students are confronted with in class” (2010, p. 65). Similar discrepancies 
between the content of teaching materials and general language production 
have also been highlighted as regards pragmatic routines (Gilmore, 2007), 
linking adverbials (Conrad, 2004), idioms (Liu, 2003) and academic 
vocabulary (Miller, 2011). Even though research has shown that the 2,000–
3,000 most frequent words are crucial to build a solid foundation onto which 
further vocabulary acquisition can develop (Schmitt, 2000; Schmitt & Schmitt, 
2014), also vocabulary in textbooks aimed at young learners is disconnected 
from words used in general language production. As shown by Norberg and 
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Nordlund (2018), as much as one-third of lexical verbs, adjectives and nouns 
can be found among words infrequently used. In  recent years, there has been 
an increased compilation of corpora, providing access to databases with both 
written and spoken authentic language, but despite this Harwood comes to 
the conclusion that “the language taught in commercial materials differs 
markedly from the language that is actually used in spoken and written 
discourse” (2010, p. 9).  

In the past, the inconsistent vocabulary choice in textbooks has been 
emphasised in more than one study. In her analysis of three EFL textbooks, 
Gouverneur identified “[a] serious lack of consistency” as regards common 
collocations in the books (2008, p. 241).  Generally, there is no rationale in 
textbooks explaining on what grounds vocabulary has been chosen 
(Konstantakis & Alexiou, 2012; Lo pez-Jime nez, 2009, 2010; Norberg & 
Nordlund, 2018) and Keck and Kim (2014) notice that vocabulary in teaching 
materials seems to be chosen in a haphazard way. In a similar vein, Lo pez-
Jime nez maintains that “failure to consider up-to-date research on L2 lexical 
acquisition typically results in the unsystematic selection and presentation of 
vocabulary” (2010, p. 157) thus making the acquisition of new vocabulary 
more difficult than necessary. Also textbooks aimed at the same target group 
display similar inconsistencies as shown by Norberg and Nordlund (2018).  

As it has been shown (Norberg & Nordlund, 2018; Nordlund, 2015a, 2015b, 
2016) that vocabulary to a large extent is insufficiently recycled in textbooks 
used in Swedish schools, the present study sets out to establish whether the 
flaws detected in the textbooks are remedied in the accompanying 
workbooks. The research questions guiding the study are:  

1. To what extent are words in the textbooks recycled in the workbooks?1 
2. What kinds of exercises feature in the workbooks?  
3. To what extent do exercises in the workbooks have an explicit focus on 

vocabulary learning? 

3. Method 

3.1. Material 

The material analysed comprises seven workbooks, each one included in 
teaching materials commonly used in Swedish primary school year 3 (pupils 
aged 9; Bowen & So derlund, 2003, 2008; Hansson, 2010; Nihle n, Gardenkrans 
& Robinson Ahlgren, 2006) and school year 4 (pupils aged 10; Bermheden, 
Sandstro m & Wahlgren, 2005; Go ransson Hja lm, Widlund & Cowle, 2006; 
Schutz, Keay, Malmborn & Hoas, 2005). Information about the number of 
exercises the workbooks contain is presented in Table 1.  
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Table 1 
Number of Exercises In The Workbooks 

The analysis has been limited to 
adjectives, nouns and lexical verbs, 
as they constitute the three major 
open word classes. The number of 
types in the textbooks and 
workbooks for these three word 
classes is presented in Table 2. 

Table 2 
Number of Types Per Word Class in the Textbook (TB) and the Workbook (WB) 
 Adjectives  Nouns  Lexical verbs  
 Textbook Workbook Textbook Workbook Textbook Workbook 
Year 3       
Happy 21 19 127 138 29 28 
Lift off, juniors 35 45 176 221 65 69 
Lighthouse 58 33 193 175 64 45 
Right on! 71 64 293 266 94 93 
Year 4       
Good stuff 157 127 554 540 198 160 
New 
champion 

122 110 357 330 124 119 

What’s up? 145 128 611 486 140 106 

3.2. Procedure 

To make it possible to establish to what extent words from the textbooks 
reoccur in the workbooks and answer the first research question, exercise 
instructions and transcripts of aural exercises were manually scanned and all 
occurrences of lexical verbs, adjectives and nouns were documented. The data 
obtained was then compared to the occurrences and frequencies of words 
from the same word classes in the textbooks. The textbooks had been 
scanned, transformed into .txt format and compiled into a corpus tagged 
according to, among other things, word class, number and tense in accordance 
to the BNC Basic C5 Tagset. To search the corpus the concordance software 
MonoConc Pro was used (see Norberg & Nordlund, 2018). To establish 
whether the insufficient recycling of vocabulary in textbooks previously 
detected is remedied in the workbooks included in the seven teaching 
materials analysed, the proportion of unique word types, that is, words that 
occur only in a textbook or in a workbook, in relation to the total number of 
types from the word classes adjectives, nouns and lexical verbs was 
compared.  

To answer the second research question, following Lo pez-Jime nez (2009), the 

Year 3 Happy 95 
 Lift off, juniors 62 
 Lighthouse 39 
 Right on! 79 
Year 4 Good stuff 179 
 New champion 301 
 What’s up? 214 
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exercises were divided into five different categories depending on what depth 
of vocabulary knowledge is required of learners in order to complete the 
exercises: 

 Mechanical: explicit comprehension of lexical items is not necessary; 
there is only one correct answer  

 Closed: a greater degree of comprehension of the target vocabulary is 
needed and there is still only one valid answer  

 Open: students are required to understand the target vocabulary; 
there are two or more valid answers and there may or may not be 
explicit information gaps  

 Communicative: there is an open answer and/or a lexical choice that 
is necessary to complete the activity, along with explicit information 
gaps; the instructions ask students to interact with each other to 
achieve a predetermined final outcome which may not be reached 
individually  

 Ambiguous: it is a single exercise or activity which contains features of 
more than one of the previously mentioned categories (ibid., p. 68) 

 Other: exercises that did not fit into any of the above-mentioned 
categories 

See Appendix for example exercises from the different categories. As exercises 
in the Other category did not have a language-learning focus, they are not 
further discussed in this article.  

To answer the third research question, exercises were also classified as having 
either an explicit vocabulary-learning focus, “activities in which the students’ 
attention is directly drawn on to specific words or phrases by means of 
various strategies such as Match the synonyms below. Complete the sentences 
with a suitable adjective from the list above” (Criado, 2009, p. 54, italics in 
original), or an incidental vocabulary-learning focus, that is,  

activities in which students are involved in language use, like reading, 
writing, speaking or listening, or whenever they must engage in exercises 
centred on the reception, interpretation, reshaping and transmission of 
meaning: Skim the text and find out what Shakira’s greatest challenge was. 
Are the sentences true or false? Find evidence in the text to support your 
answers. (Criado, 2009, p. 54, italics in original) 

In answering research questions two and three, no distinction was made 
between exercises focusing more on grammar (e.g., filling in is/are as 
appropriate) and those with a stronger vocabulary focus (e.g., writing the 
correct word under a picture) as both kinds would entail opportunities to 
encounter and recycle vocabulary.  
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4. Results 

4.1. Recycling of words in the workbooks 

As can be seen from the textbook columns in Table 3, the percentage of words 
unique to the textbooks is, with only a few exceptions, relatively high, which 
suggests that many of the words introduced in the textbooks are not recycled 
in the workbooks. 

 

Table 3 

Number of Unique Types in the Textbook (TB) and the Workbook (WB) 

 
* Percentage of Total Number of Types Per Word Class Within Brackets.  

** For Total Number of Types Per Word Class, See Table 2. 
 

The figures above show that, with the exception of nouns, the textbooks for 
year 4 fare somewhat better in this respect than do those for year 3. 
Additionally, as is evident from the workbook columns in Table 3, also the 
figures for unique workbook words are in general comparatively high, 
indicating that many new words are introduced in the workbooks. Many of 
these new words occur with low frequency: on average, words occurring less 
than five times account for 73.7% of words uniquely occurring in the 
workbooks for year 3. The equivalent figure for the workbooks in year 4 is 
74.5%.  
A closer analysis of what words are encountered in both the textbooks and 
workbooks reveals that the patterns differ to some extent between the word 
classes. Among adjectives, types that are of high frequency in the textbooks 
are generally also highly frequent in the workbooks. This is particularly the 
case for year 3, as shown in Table 4 (Words occurring in both textbooks and 
workbooks are highlighted in bold. Number of occurrences within brackets.).  



 

 

99 International Journal of Language Studies, 14(1), 89-116 

Table 4 
Top-20 Most Frequent Adjectives in TB and WB for Year 3 

 
a There were only nineteen different adjectives used in the Happy workbook. 

Table 5 
Top-20 Most Frequent Adjectives in TB and WB for Year 4 
Good stuff New champion What’s up? 
TB WB TB WB TB WB 
      
red (29) good (46) good (25) right (37) new (20) old (50) 
little (28) old (29) nice (16) good (25) old (17) big (23) 
big (22) blue (27) big (13) nice (22) great (16) black (18) 
best (15) big (26) great (12) old (21) nice (15) nice (16) 
good (15) great (26) old (12) blue (20) American (12) white (16) 
white (14) red (24) white (12) sorry (19) good (12) great (15) 
blue (12) favourite (20) sorry (11) hot (15) hot (10) favourite (14) 
great (12) new (20) young (10) short (14) fun (9) new (14) 
black (11) best (15) red (9) brown (13) big (7) good (13) 
cool (11) small (14) black (8) red (13) happy (7) small (11) 
old (10) sure (14) hot (8) white (13) lost (7) blue (10) 
grey (9) yellow (14) short (7) wrong (13) sorry (7) hungry (9) 
purple (9) bad (13) tired (7) big (12) best (6) happy (8) 
small (9) green (12) dark (6) long (12) blue (6) large (8) 
fun (8) short (12) early (6) cold (11) cool (6) yellow (8) 
long (8) white (11) fine (6) tall (11) hungry (6) cuddly (7) 
favourite (7) black (10) happy (6) small (10) OK (6) cute (7) 
new (7) cool (10) right (6) black (9) orange (6) green (7) 
pink (7) long (9) sure (5) dark (9) pink (6) lost (7) 
short (7) pink (9) wrong (5) sure (9) white (6) sorry (7) 
* Words occurring in both textbooks and workbooks are highlighted in bold.  
** Number of occurrences within brackets.  
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As can be seen from the table above, between ten and fourteen of the top-
twenty adjectives occur in both the textbooks and the workbooks with a 
heavy dominance of colour terms. Between 54% and 71% of the top-twenty 
adjectives are colours, leaving other, more general, describing words behind. 
For year 4, the overlap between textbooks and workbooks ranges between 
eleven and fifteen words, as shown in Table 5 above. 

As is evident from Table 5, in the textbooks and workbooks for year 4, 
although colour terms are still very frequent, their dominance is not as 
marked as in the books intended for year 3. Instead, many high-frequency 
adjectives are of a general character, such as big, good, old and small.  

For the noun category in books for year 3, the same pattern with words being 
highly frequent in both the textbook and the workbook can only be discerned 
for Happy and Lift off, juniors with eleven and ten overlapping words, 
respectively. As shown in Table 6 the equivalent figures for Lighthouse and 
Right on! are only four and five, respectively, suggesting a wide variation in 
vocabulary choice between the textbooks and the workbooks. 

 

Table 6 
Top-20 Most Frequent Nouns in TB and WB for Year 3 

 
* Words occurring in both textbooks and workbooks are highlighted in bold.  

** Number of occurrences within brackets. 

Common words are mostly animals, but also a few body parts. It should be 
noted that some of the new high-frequency nouns in the workbooks for year 3 
are related to the exercises and their instructions: activity, name, number and 
picture. Some of them occur with very high frequency, for example, name and 
number, which have a frequency of 48 and 73 tokens, respectively, in Right on.  

The top-twenty most frequent nouns for year 4 are presented in Table 7. 
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Table 7 
Top-20 Most Frequent Nouns in TB and WB for Year 4 
Good stuff New champion What’s up? 
TB WB TB WB TB WB 
      
dad (48) name (37) mum (41) number (42) friend (73) name (58) 
mum (38) number (27) dad (33) month (28) name (50) year (42) 
day (36) mum (25) chapter (31) football (27) beep (45) time (31) 
dog (29) girl (23) morning (18) mum (27) dad (19) book (28) 
summer (28) day (22) grandad (11) name (26) house (16) football (27) 
friend (24) dog (22) man (11) day (23) present (16) friend (27) 
bed (23) fish (22) boy (10) school (23) animal (14) birthday (20) 
name (23) friend (22) reporter (10) breakfast (21) cousin (14) T-shirt (19) 
time (21) sister (22) school (10) eye (21) football (14) bike (18) 
doctor (20) time (22) bed (9) time (21) family (13) sport (18) 
monkey (19) car (21) house (9) apple (20) film (13) dog (16) 
week (18) colour (21) girl (8) cat (20) CD (12) school (15) 
school (16) brother (20) day (7) hair (20) sister (12) CD (14) 
fish (14) flag (20) evening (7) house (20) uncle (12) sock (14) 
head (14) dad (19) eye (7) dog (19) thing (11) address (13) 
house (14) school (19) vet (7) bed (18) way (11) hamster (13) 
thing (14) book (16) afternoon (6) book (18) bell (10) film (12) 
grandpa (13) country (16) birthday (6) question (16) book (10) Saturday (12) 
love (11) apple (14) doctor (6) shark (16) postcard (10) shell (12) 
car (10) ball (14) number (6) girl (15) birthday (8) house (11) 

As regards year 4, Table 7 shows that there is a slightly higher 
correspondence between high-frequency words in the textbook and the 
workbook in Good stuff than in New champion and What’s up?: ten words 
compared to eight and seven. In comparison to year 3, nouns come from a 
more varied array of semantic categories. Also in the workbooks for year 4, 
many new high-frequency words are related to exercises, for example, colour, 
name, number, time and year.  

With a few exceptions, adjectives and nouns display a relatively speaking high 
correspondence between words occurring with high frequency in both 
textbooks and workbooks. For the verb category, this pattern is, however, not 
as strong for year 3. 

As shown in Table 8, approximately half of the lexical verbs are of high 
frequency in both the textbooks and the workbooks in year 3. Figures for 
common verbs range from nine to eleven verbs. They are often general verbs 
such as like, play and sleep. Similar to nouns, many verbs, for example, colour, 
draw, find, listen, number, paint and write, are found in instructions to 
exercises and appear with high frequency in the workbooks but not in the 
textbooks.  
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Table 8 
Top-20 Most Frequent Lexical Verbs in TB and WB for Year 3 

 

Table 9 
Top-20 Most Frequent Lexical Verbs in TB and WB for Year 4 
Good stuff New champion What’s up? 
TB WB TB WB TB WB 
      
like (83) like (125) see (35) got (74) got (93) got (173) 
go (72) go (79) got (31) go (68) go (61) like (104) 
want (55) got (79) go (23) see (45) like (55) play (59) 
come (52) want (70) know (21) play (37) want (34) want (38) 
love (41) play (62) look (21) like (35) get (26) go (35) 
say (41) wear (43) like (20) thank (30) play (26) live (32) 
got (33) live (41) think (14) swim (26) eat (21) see (31) 
know (27) look (39) hear (12) think (23) live (20) start (30) 
live (26) eat (35) say (12) look (18) see (19) need (19) 
see (26) come (27) take (12) eat (17) look (15) read (19) 
jump (24) thank (25) thank (12) know (17) love (15) swim (19) 
call (22) get (24) want (12) let (16) take (14) thank (18) 
let (22) see (24) walk (11) read (16) come (13) eat (16) 
look (21) jump (22) get (10) live (15) help (13) love (16) 
play (21) colour (21) call (9) dance (14) start (11) come (15) 
wear (20) swim (20) come (9) love (14) think (11) know (15) 
get (19) sit (19) let (9) say (13) jingle (10) buy (12) 
need (18) love (17) swim (9) start (12) know (10) collect (12) 
think (16) sing (17) help (8) take (11) buy (9) watch (12) 
make (15) call (16) listen (8) walk (11) collect (8) look (10) 
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In the teaching materials for year 4, the verbs conform more to the pattern set 
by adjectives and nouns. In other words, verbs that occur with high frequency 
in the textbooks are also frequently occurring in the workbooks.  

As seen in Table 9 above, there is a very high correspondence for year 4 when 
it comes to verbs: go, got, like, play and want can all be found among the five 
most frequently occurring verbs in the textbooks as well as in the workbooks. 
Overall, the correspondence for lexical verbs between textbooks and 
workbooks for year 4 is between twelve and fourteen words.  

4.2. Exercise types found in the workbooks 

Exercises are divided into five categories depending on what level of 
knowledge is needed to complete them plus an additional sixth category for 
exercises that do not fit into any of the five. Table 10 presents an overview of 
exercise types. Examples of exercises can be seen in Appendix.  

Table 10 
Number of Exercise Types  

 
* The percentage per book for each type is indicated in brackets. 

As shown in the table, the number of individual exercises differs quite 
substantially between books intended for the same age level. This is a fact that 
relates to the length of exercises. Year 3 Lighthouse has, for example, long 
exercises stretching over more than one page, whereas Happy has many short 
exercises on each page. Just as Happy, year 4 New champion has many short 
exercises. A comparison based on percentages therefore gives a better 
indication of how exercise types are proportionally distributed in the 
workbooks. A general observation is that the workbooks for year 4 are more 
extensive than those for year 3.  

Closed exercises dominate in all seven books, but especially so in Lift off, 
juniors and Lighthouse in which this particular type constitutes around 97% 
of all exercises. For all the other books the equivalent figure is slightly under 
or slightly over 60%. Open exercises, on the other hand, that is, exercises 
where more than one answer is possible, which might suggest a deeper 
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mental processing is needed, only account for a small proportion in five of the 
books. The same five workbooks also comprise a proportion of mechanical 
exercises. In this regard, Good stuff stands out with as much as 20% of the 
exercises belonging to this type. Some books have a large proportion of 
ambiguous exercises thus mixing two or more exercise types. The most 
common combination among ambiguous exercises is a mix of a closed and an 
open feature. Communicative exercises are more common in books for year 3 
and occur in three out of four books. The proportion of communicative 
exercises in the workbooks for year 3 is, however, not very high, only around 
3%. Among the workbooks for year 4, only What’s up? features this kind of 
exercise. 

4.3. Exercises with an explicit vocabulary-learning focus 

To analyse the extent to which exercises in the workbooks explicitly focus 
students’ vocabulary acquisition, they were divided between explicit and 
incidental vocabulary-focused exercises, as presented in Table 11. 

Table 11 
Number of Exercises Focussing on Explicit and Incidental Learning 
 Explicit Incidental Not applicablea Total 
Year 3     
Happy 19 (20.0) 76 (80.0) --- 95 
Lift off, juniors 8 (12.9) 54 (87.1) --- 62 
Lighthouse 10 (25.6) 29 (74.4) --- 39 
Right on! 16 (20.2) 62 (78.5) 1 (1.3) 79 
Year 4     
Good stuff 34 (19.0) 142 (79.3) 3 (1.7) 179 
New champion 54 (17.9) 219 (72.8) 28 (9.3) 301 
What’s up? 87 (40.7) 108 (50.5) 19 (8.9) 214 
a This corresponds to the category Other in Table 10 above. 
* The percentage per book for each type is indicated in brackets.  

The figures in Table 11 clearly show that in most of the workbooks, exercises 
commonly do not have a structure that tries to draw students’ attention to the 
language feature to be learned in an explicit way. The proportion incidental–
explicit is approximately 4:1 in all books with the exception of Lift off, juniors 
where the proportion of incidental-focused exercises is even higher and 
What’s up? where 40% of exercises instead have an explicit vocabulary-
learning focus.  

5. Discussion 

The first research question addressed to what extent words in the textbooks 
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are recycled in the workbooks. The result show that this varies between the 
teaching materials and also between the years. Approximately half of the 
adjectives and lexical verbs appear on the top-twenty lists in both textbooks 
and workbooks for year 3, whereas the overlap is somewhat higher for 
teaching materials aimed at year 4. As regards the nouns, however, the 
average overlap is less than 50% for both year 3 and 4: approximately eight 
words occur on the top-twenty lists in both textbooks and workbooks. A 
general pattern is thus that words that are of high frequency in the textbooks 
are also of high frequency in the workbooks. As many of the words occurring 
in the textbooks were of low frequency (Norberg & Nordlund, 2018), this 
suggests that many words occurring in the textbooks are not recycled in the 
accompanying workbooks. Furthermore, many new words are introduced in 
workbooks. This is a fact that goes against findings from studies on 
vocabulary acquisition that have consistently shown the importance of 
recycling new vocabulary in order for words to be stored in long-term 
memory for later recall (e.g., Nation, 2008; Schmitt, 2000). Even though there 
is no consensus as regards how many times learners need to encounter new 
vocabulary, ten times is a figure mentioned more often than others (Matsuoka, 
2012). Consequently, the fact that the textbooks have a large proportion of 
one-time words or words occurring less than five times (Norberg & Nordlund, 
2018) at the same time as a large proportion of vocabulary in the workbooks 
is new and of low frequency must be seriously questioned. As emphasised by 
Richards et al., “the systematic revisiting and recycling of lexis in order to 
maximize exposure, attention and use” (2008, p. 210) is an absolutely 
indispensable factor to take into account for materials writers, not the least 
for materials aimed at beginner learners who are more reliant on repetition 
than advanced learners (Zahar et al., 2001). Unfortunately, this is not a finding 
exclusive to the current study but rather seems to be the rule in many 
different EFL settings around the world (see, e.g., Alejo Gonzalez et al., 2010; 
Criado, 2009; Fujimori, 2005). As textbooks are commonly used in EFL 
teaching to the extent that they are often the only material students come into 
contact with (Ghosn, 2003), it is imperative that teaching materials to a higher 
degree than seems to be the case today are constructed in a way that is 
consistent with research findings. This claim is valid regardless of whether 
what teachers do in the classroom to recycle vocabulary is taken into 
consideration. As this study has looked at different teaching materials for year 
3 and 4, it could perhaps be argued that words occurring in books for year 3 
might reoccur in year 4. Findings from a study analysing two teaching 
materials used in year 4 through to year 6 (Nordlund, 2015a, 2016) indicate, 
however, that this is not likely the case. On average, 60% of adjective, nouns 
and lexical verbs occurred in only one book, suggesting there was no 
structured rationale behind the vocabulary choice between years. It is also 
unlikely that words not recycled in the workbooks have already been 
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sufficiently entrenched in years 1 or 2 as teaching materials are seldom used 
and English lessons commonly are allocated only 20–30 minutes per week.  

Leaving the failings of teaching materials as regards the recycling of textbook 
words in the workbooks aside, the second research question investigated 
what kinds of exercises were included in the workbooks. It turned out that the 
majority of exercises in all the seven workbooks analysed are closed exercises. 
The average for all books is 71.3%, but ranges from 61.7% to as much as 
97.4% in individual books. In other words, exercises do not generally require 
students to deal with language in anything but a rather mechanical way. 
Similar findings are reported by Lo pez-Jime nez (2009) in her study of EFL 
teaching materials used in Spain (48% of exercises were closed) and by Rixon 
(1999) in her analysis of textbooks for young learners of English. Taking the 
fact that vocabulary is not sufficiently recycled into consideration, a too 
strong a focus on exercises that do not challenge learners is problematic. 
Since learners do not get the opportunity to meet new words repeatedly in 
different contexts, as would be beneficial for acquisition, it is all the more 
important that exercises provide them with the best possible conditions to be 
able to acquire at least the words that feature in exercises. A generative 
recycling of vocabulary, that is, using new vocabulary to produce linguistic 
output is seen as especially beneficial for language learning (Nation, 2007; 
Swain, 1995) as productive knowledge of words takes longer to develop than 
its receptive counterpart (Schmitt, 2008). More exercises of the open and 
communicative types would therefore be preferable to the mechanical or 
closed ones that dominate in the workbooks analysed here. More important 
still, however, is the recycling of vocabulary regardless of exercise type (Folse, 
2006; Schmitt, 2008).  

Related to the types of exercises included in the workbooks is the third 
research question, which addressed to what extent exercises in the 
workbooks explicitly focus vocabulary acquisition. Learners can, of course, 
acquire language in general and vocabulary in particular without being 
consciously aware of learning taking place, so-called incidental learning. 
However, incidental learning requires repeated encounters with words in 
order for them to be learned, which in turn requires that students are exposed 
to large amounts of linguistic input through listening or reading (Brown et al., 
2008; Nation & Meara, 2002; Webb & Rodgers, 2009). Normally, such 
amounts of input cannot be fitted into an EFL syllabus, especially if the 
teaching material used does not come with in-built opportunities for the 
recycling of words. More beneficial then would be to have exercises that 
explicitly draw students’ attention to whatever vocabulary is to be learnt. The 
exercises analysed in the present study vary as regards whether they have an 
explicit or an incidental vocabulary-learning focus and those not directly 
making students notice the vocabulary to be learnt dominate. The average for 
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incidental-learning exercises in all seven workbooks is 74.7%, but varies in 
individual books with 50.5% for the workbook containing the least and 87.1% 
for the one with the largest number of incidentally-oriented exercises. In her 
case study of an English textbook used in Spain, Criado (2009) concludes that 
the number of exercises with an explicit vocabulary-learning focus was 
reasonably high as one-third of the exercises could be categorised as such. If 
the same standards were applied to the workbooks analysed in the present 
study, only one of them would be up to the mark. Again, this finding is not 
exceptional. In their analysis of 32 English for General Purposes coursebooks, 
Meunier and Gouverneur (2007) come to the conclusion that exercises did not 
facilitate noticing (Schmidt, 2001) to a high enough extent. Noticing is often a 
prerequisite for learning to take place and increasing the proportion of 
exercises with an explicit language-learning focus can only help students in 
their endeavour to develop their EFL vocabulary.  

6. Conclusions and pedagogical implications 

To summarise, this study was sparked by the hope of finding workbooks with 
an approach to vocabulary and language learning that would remedy the 
shortcomings in those areas of the textbooks they accompany. The workbooks 
analysed did not, however, live up to the expectations. Many of the words 
occurring with low frequency in the textbooks are not recycled in the 
workbooks. Furthermore, a large number of new words are introduced in the 
workbooks. Very often these words occur with low frequency. The majority of 
the exercises are of the closed type and as such only invite students to work 
with language in a somewhat mechanical way rather than challenging them to 
test their linguistic limits. Moreover, as most exercises in the material have an 
incidental vocabulary-learning focus, learners’ attention is not directly drawn 
to the linguistic feature to be learnt. Instead, they rely to a large extent on 
students acquiring language only through unanalysed input.  

The conclusion to be drawn from these findings is that despite the fact that 
the fields of second language acquisition in general and vocabulary 
acquisition in particular have received a great deal of attention the last 30 odd 
years, empirical research results do not seem to have found their way into the 
construction of commercial teaching materials. It would, thus, be desirable if 
there were knowledge requirements as regards language learning (e.g., the 
frequency, recycling and noticing of vocabulary) that material writers and 
publishers would have to fulfil. In the meantime, however, the present 
situation requires a heightened awareness on the part of teachers, who 
cannot rely solely on the teaching material used to provide everything 
necessary to facilitate students’ vocabulary development. When teaching 
materials do not support students’ language learning as well as could be 
expected through sufficient recycling of vocabulary or display a too 
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mechanical view of practicing language, teachers must be made aware of this 
so they may work around those deficiencies.  

Notes: 

1. Throughout the study, word/type refers to lemma, which has been the unit 
of analysis with two exceptions. Lemma includes the stem word and all its 
inflections (e.g., cat also includes cats). As beginner learners initially 
commonly acquire irregular word forms as independent words (Milton, 
2010), irregular past tense verbs forms (e.g., got) and irregular plural 
nouns (e.g., teeth) have been counted as separate words. 

The Authors 

Marie Nordlund (Email: Marie.Nordlund@ltu.se) is Senior Lecturer in English 
at Lulea  University of Technology, Sweden. Her main research interest lies 
within corpus linguistics and applied linguistics. 

Cathrine Norberg (Email: Cathrine.Norberg@ltu.se) is Professor of English at 
Lulea  University of Technology, Sweden. Her main research interest is corpus 
linguistics with a focus on gender, and educationally related issues. 

References 

Alejo Gonza lez, R., Piquer Pí riz, A., & Reveriego Sierra, G. (2010). Phrasal 
verbs in EFL course books. In S. De Knop, F. Boers & A. De Rycker (Eds.), 
Fostering language teaching efficiency through cognitive linguistics (pp. 
59–78). Berlin, Germany: Mouton de Gruyter. 

Beatty, K. (2012). From theory to textbook: Constructing language materials 
for young learners. Latin American Journal of Content and Language 
Integrated Learning, 5(2), 13–27.  

Bermheden, C., Sandstro m, L.-G., & Wahlgren, S. (2005). New champion 4. 
Övningsboken [The workbook]. Stockholm, Sweden: Bonnier. 

Be rube , D., & Marinova-Todd, S. H. (2012). The development of language and 
reading skills in the second and third languages of multilingual children 
in French immersion. International Journal of Multilingualism, 9, 272–
293. 

Bowen, M., & So derlund, K. (2003). Lighthouse 4, Elevens arbetsbok [Pupil’s 
workbook]. Malmo , Sweden: Gleerups.  



 

 

109 International Journal of Language Studies, 14(1), 89-116 

Bowen, M., & So derlund, K. (2008). Lift off, juniors: Workbook. Malmo , Sweden: 
Gleerups. 

Brown, D. (2010). What aspects of vocabulary knowledge do textbooks give 
attention to? Language Teaching Research, 15, 83–97.  

Brown, R., Waring, R., & Donkaewbua, S. (2008). Incidental vocabulary 
acquisition from reading, reading-while-listening, and listening to 
stories. Reading in a Foreign Language, 20, 136–163.  

Cameron, L. (2001). Teaching languages to young learners. Cambridge: 
Cambridge University Press. 

Conrad, S. (2004). Corpus linguistics, language variation, and language 
teaching. In J. M. Sinclair (Ed.), How to use corpora in language teaching 
(pp. 67–85). Amsterdam, Netherlands: John Benjamins.  

Craik, F. I. M., & Lockhart, R. S. (1972). Levels of processing: A framework for 
memory research. Journal of Verbal Learning and Verbal Behavior, 11, 
671–684.  

Criado, R. (2009). The distribution of the lexical component in ELT 
coursebooks and its suitability for vocabulary acquisition from a 
cognitive perspective: A case study. International Journal of English 
Studies, 9(3), 39–60. 

Crossley, S. A., Subtirelu, N., & Salsbury, T. (2013). Frequency effects or context 
effects in second language word learning: What predicts early lexical 
production? Studies in Second Language Acquisition, 35, 727–755.  

Curtain, H. (2000). Time as a factor in early start programmes. In J. Moon & M. 
Nikolov (Eds.), Research into teaching English to young learners (pp. 87–
120). Pe cs, Hungary: University Press Pe cs. 

Drew, I., Oostdam, R., & van Toorenburg, H. (2007). Teachers’ experiences and 
perceptions of primary EFL in Norway and The Netherlands: A 
comparative study. European Journal of Teacher Education, 30, 319–341.  

Erman, B. (2009). Formulaic language from a learner perspective. In R. 
Corrigan, E. A. Moravcsik, H. Ouali & K. M. Wheatley (Eds.), Formulaic 
language, Vol 2: Acquisition, loss, psychological reality, and functional 
explanations (pp. 323–346). Amsterdam, Netherlands: John Benjamins.  



 

 

110 M. Nordlund & C. Norberg 

Extensive Reading Foundation. (2011). The Extensive Reading Foundation’s 
guide to extensive reading. Retrieved from: www.erfoundation.org  

Folse, K. (2006). The effect of type of written exercise on L2 vocabulary 
retention. TESOL Quarterly, 40, 273–293.  

Fujimori, J. (2005). The lexical composition of two Oral Communication I 
textbooks. The Language Teacher, 29(7), 15–19. 

Gairns, R., & Redman, S. (1986). Working with words: A guide to teaching and 
learning vocabulary. Cambridge: Cambridge University Press.  

Ghosn, I. K. (2003). Talking like texts and talking about texts: How some 
primary school coursebook tasks are realized in the classroom. In B. 
Tomlinson (Ed.), Developing materials for language teaching (pp. 291–
305). London: Continuum. 

Ghosn, I. K. (2007). Output like input: Influence of children’s literature on 
young L2 learners’ written expression. In B. Tomlinson (Ed.), Language 
acquisition and development: Studies of learners of first and other 
languages (pp. 171–186). London: Continuum.  

Gilmore, A. (2007). Authentic materials and authenticity in foreign language 
learning. Language Teaching, 40, 97–118.  

Go ransson, M., Hja lm, A., Widlund, K.-E., & Cowle, A. (2006). What’s up? 4. 
Workbook. Stockholm: Bonnier. 

Gouverneur, C. (2008). The phraseological patterns of high-frequency verbs in 
advanced English for general purposes: A corpus-driven approach to 
EFL textbook analysis. In F. Meunier & S. Granger (Eds.), Phraseology in 
foreign language learning and teaching (pp. 223–243). Amsterdam: John 
Benjamins.  

Hansson, C. (2010). Happy. Workbook year 3. Malmo : Gleerups. 

Harwood, N. (2010). Issues in materials development and design. In N. 
Harwood (Ed.), English language teaching materials: Theory and 
practice (pp. 3–30). Cambridge: Cambridge University Press.  

Hilton, H. (2008). The link between vocabulary knowledge and spoken L2 
fluency. Language Learning Journal, 36, 153–166.  



 

 

111 International Journal of Language Studies, 14(1), 89-116 

Hunt, A., & Beglar, D. (2002). Current research and practice in teaching 
vocabulary. In J. C. Richards & W. A. Renandya (Eds.), Methodology in 
language teaching: An anthology of current practice (pp. 258–266). 
Cambridge, UK: Cambridge University Press.  

Islam, C. (2003). Materials for beginners. In B. Tomlinson (Ed.), Developing 
materials for language teaching (pp. 256–274). London: Continuum. 

Keck, C., & Kim, Y. (2014). Pedagogical grammar. Amsterdam: John Benjamins.  

Konstantakis, N., & Alexiou, T. (2012). Vocabulary in Greek young learners’ 
English as a foreign language course books. The Language Learning 
Journal, 40, 35–45.  

Laufer, B., & Aviad-Levitzky, T. (2017). What type of vocabulary knowledge 
predicts reading comprehension: Word meaning recall or word 
meaning recognition? The Modern Language Journal, 101, 729–741.  

Laufer, B., & Ravenhorst-Kalovski, G. C. (2010). Lexical threshold revisited: 
Lexical text coverage, learners’ vocabulary size and reading 
comprehension. Reading in a Foreign Language, 22, 15–30. 

Laufer, B., & Waldman, T. (2011). Verb-noun collocations in second language 
writing: A corpus analysis of learners’ English. Language Learning, 61, 
647–672.  

Lee, Y.-T., & Hirsh, D. (2012). Quality and quantity of exposure in L2 
vocabulary learning. In D. Hirsh (Ed.), Current perspectives in second 
language vocabulary research (pp. 79–116). Bern: Peter Lang.  

Liu, D. (2003). The most frequently used spoken American English idioms: A 
corpus analysis and its implications. TESOL Quarterly, 37, 671–700.  

Lo pez-Jime nez, M. D. (2009). The treatment of vocabulary in EFL textbooks. 
Estudios de lingüistica inglesa aplicada, ELIA, 9, 59–81. 

Lo pez-Jime nez, M. D. (2010). The treatment of lexical aspects in commercial 
textbooks for L2 teaching and learning. In R. Chaco n-Beltra n, C. Abello-
Contesse & M. del Mar Torreblanca-Lo pez (Eds.), Insights into non-
native vocabulary teaching and learning (pp. 156–174). Bristol: 
Multilingual Matters. 

Maley, A. (2013). Vocabulary. In B. Tomlinson (Ed.), Applied linguistics and 
materials development (pp. 95–111). London: Bloomsbury. 



 

 

112 M. Nordlund & C. Norberg 

Matsuoka, W. (2012). Searching for the right words: Creating word lists to 
inform EFL learning. In D. Hirsh (Ed.), Current perspectives in second 
language vocabulary research (pp. 151–177). Bern: Peter Lang.  

Matsuoka, W., & Hirsh, D. (2010). Vocabulary learning through reading: Does 
an ELT course book provide good opportunities? Reading in a Foreign 
Language, 22, 56–70. 

Meara, P. (1980). Vocabulary acquisition: A neglected aspect of language 
learning. Language Teaching, 13, 221–246.  

Meunier, F., & Gouverneur, C. (2007). The treatment of phraseology in ELT 
textbooks. In L. Q. Encarnacio n Hidalgo & J. Santana (Eds.), Corpora in 
the foreign language classroom: Selected papers from the Sixth 
International conference on Teaching and Language Corpora (TaLC 6). 
University of Granada, Spain, 4–7 July 2004 (pp. 119–139). Amsterdam, 
Netherlands: Rodopi.  

Miller, D. (2011). ESL reading textbooks vs. university textbooks: Are we 
giving our students the input they may need? Journal of English for 
Academic Purposes, 10(1), 32–46.  

Milton, J. (2007). French as a foreign language and the Common European 
Framework of Reference for Languages. In Proceedings from the 
Crossing Frontiers: Languages and the International Dimension 
Conference, held at Cardiff University, 6–7 July 2006, 1–6.  

Milton, J. (2008). Vocabulary uptake from informal learning tasks. Language 
Learning Journal, 36, 227–237.  

Milton, J. (2010). The development of vocabulary breadth across the CEFR 
levels. In I. Bartning, M. Martin & I. Vedder (Eds.), Communicative 
proficiency and linguistic development: Intersections between SLA and 
language testing research (pp. 211–231). Available from: http:// 
eurosla.org/monographs/EM01/EM01home.html  

NAEYC [National Association for the Education of Young Children]. (2009). 
Developmentally appropriate practice in early childhood programs 
serving children from birth through age 8. Retrieved from: www. 
naeyc.org/positionstatements.dap  

Nation, I. S. P. (2006). How large a vocabulary is needed for reading and 
listening? The Canadian Modern Language Review, 63, 59–82.  



 

 

113 International Journal of Language Studies, 14(1), 89-116 

Nation, I. S. P. (2007). The four strands. Innovation in Language Learning and 
Teaching, 1, 1–12.  

Nation, I. S. P. (2008). Teaching vocabulary: Strategies and techniques. Boston, 
MA: Heinle Cengage Learning. 

Nation, I. S. P. (2013). Learning vocabulary in another language (2nd. ed.). 
Cambridge: Cambridge University Press.  

Nation, I. S. P., & Meara, P. (2002). Vocabulary. In N. Schmitt (Ed.), An 
introduction to applied linguistics (pp. 35–54). London: Arnold.  

Nihle n, C., Gardenkrans, L., & Robinson Ahlgren, A. (2006). Right on! 3. 
Workbook. Stockholm: Liber. 

Norberg, C., & Nordlund, M. (2018). A corpus-based study of lexis in L2 
English textbooks. Journal of Language Teaching and Research, 9), 463–
473.  

Nordlund, M. (2015a). Vocabulary acquisition and the textbook: What 
opportunities are there for young learners? ITL – International Journal 
of Applied Linguistics, 166, 199–228.  

Nordlund, M. (2015b). Vocabulary in textbooks for young learners. Educare, 
1(1), 73–92.  

Nordlund, M. (2016). EFL textbooks for young learners: A comparative 
analysis of vocabulary. Education Inquiry, 7, 47–68.  

Pavlik, P. I., Jr., & Anderson, J. R. (2005). Practice and forgetting effects on 
vocabulary memory: An activation-based model of the spacing effect. 
Cognitive Science, 29, 559–586.  

Pellicer-Sa nchez, A., & Schmitt, N. (2010). Incidental vocabulary acquisition 
from an authentic novel: Do Things fall apart? Reading in a Foreign 
Language, 22, 31–55. 

Perfetti, C., & Stafura, J. (2014). Word knowledge in a theory of reading 
comprehension. Scientific Studies of Reading, 18, 22–37.  

Richards, B., Malvern, D., & Graham, S. (2008). Word frequency and trends in 
the development of French vocabulary in lower-intermediate students 
during Year 12 in English schools. Language Learning Journal, 36, 199–
213.  



 

 

114 M. Nordlund & C. Norberg 

Rixon, S. (1999). Where do the words in EYL textbooks come from? In S. Rixon 
(Ed.), Young learners of English: Some research perspectives (pp. 55–71). 
Harlow: Longman. 

Schmidt, R. (2001). Attention. In P. Robinson (Ed.), Cognition and second 
language instruction (pp. 3–32). Cambridge: Cambridge University 
Press.  

Schmitt, N. (2000). Vocabulary in language teaching. Cambridge: Cambridge 
University Press. 

Schmitt, N. (2008). Instructed second language vocabulary learning. Language 
Teaching Research, 12, 329–363.  

Schmitt, N., & Schmitt, D. (2014). A reassessment of frequency and vocabulary 
size in L2 vocabulary teaching. Language Teaching, 47, 484–503.  

Schutz, A.-K., Keay, C., Malmborn, G., & Hoas. B. (2005). Good stuff 4. Workbook. 
Stockholm: Liber. 

Shin, D., & Chon, Y. V. (2011). A corpus-based analysis of curriculum-based 
elementary and secondary English text books. Multimedia-Assisted 
Language Learning, 14(1), 149–175. 

Skolverket. (2006). Läromedlens roll i undervisningen. Grundskollärares val, 
användning och bedömning av läromedel i bild, engelska och 
samhällskunskap [The role of teaching materials in teaching: Secondary 
school teachers’ choice, use and evaluation of teaching materials in Arts, 
English and Social Sciences]. Stockholm: Skolverket. 

Skolverket. (2017). Läroplan för grundskolan, förskoleklassen och 
fritidshemmet, 2011 [Curriculum for the compulsory school, preschool 
class and the recreation centre, 2011] (4th ed.). Stockholm: Skolverket. 

Stæhr, L. S. (2008). Vocabulary size and the skills of listening, reading and 
writing. Language Learning Journal, 36, 139–152.  

Stæhr, L. S. (2009). Vocabulary knowledge and advanced listening 
comprehension in English as a foreign language. Studies in Second 
Language Acquisition, 31, 577–607.  

Swain, M. (1995). Three functions of output in second language learning. In G. 
Cook & B. Seidlhofer (Eds.), Principle and practice in applied linguistics: 
Studies in honour of H.G. Widdowson (pp. 125–144). Oxford: Oxford 
University Press. 



 

 

115 International Journal of Language Studies, 14(1), 89-116 

Tomlinson, B. (2012). Materials development for language learning and 
teaching. Language Teaching, 45, 143–179. 

Tomlinson, B. (2013). Second language acquisition and materials 
development. In B. Tomlinson (Ed.), Applied linguistics and materials 
development (pp. 11–29). London: Bloomsbury. 

Tomlinson, B., & Masuhara, H. (2008). Materials used in the UK. In B. 
Tomlinson (Ed.), English language learning materials: A critical review 
(pp. 159–178). London: Continuum. 

Tyler, A. (2012). Cognitive linguistics and second language learning: 
Theoretical basics and experimental evidence. London: Routledge.  

Waring, R. (2002). Basic principles and practice in vocabulary instruction. The 
Language Teacher Online. Retrieved from: http://jalt.publications.org/ 
old_tlt/articles/2002/07/waring  

Waring, R., & Takaki, M. (2003). At what rate do learners learn and retain new 
vocabulary from reading a graded reader. Reading in a Foreign 
Language, 15, 130–163. 

Webb, S. (2010). A corpus driven study of the potential for vocabulary 
learning through watching movies. International Journal of Corpus 
Linguistics, 15, 497–519.  

Webb, S., & Rodgers, M. P. H. (2009). Vocabulary demands of television 
programs. Language Learning, 59, 335–366.  

Zahar, R., Cobb, T., & Spada, N. (2001). Acquiring vocabulary through reading: 
Effects of frequency and contextual richness. The Canadian Modern 
Language Review, 57, 541–572.   



 

 

116 M. Nordlund & C. Norberg 

Appendix: Examples of exercise types. 
Mechanical 
exercise 

Vilka ord fattas? [What words are missing?] 
Titta pa  sidan 6 i Textbook om du vill. [Look at page 6 in Textbook if you want to.] 
Ex. I live in Belfast, in Northern Ireland. 
1 I live in Edinburgh, in ____________. 
2 I live _____ ______________, in England. 
3 I _______ ________ Cardiff, in Wales. 
4 _____ _______ ______ ____________, in Sweden. 
(Schutz et al., 2005, p. 3) 

Closed exercise Yes or no? Ja eller nej? 
Sa  ha r [Like this]: 
A tree? [Picture of a ball]: No     A ball? [Picture of a ball]: Yes 
1 A bag? [Picture of a bag] 
2 A book? [Picture of a skirt] 
3 A pen? [Picture of a ball] 
4 A T-shirt? [Picture of a T-shirt] 
5 A tree? [Picture of a tree] 
6 A dog? [Picture of a cat] 
…. 
25 A nose? [Picture of a nose] 
(Bowen & So derlund, 2008, pp. 9–10) 

Open exercise Presentera familjen Wilson. Du får själv hitta på vad de heter, var de kommer 
ifrån, hur gamla de är och vad husdjuren heter. [Present the Wilson family. You 
decide yourself what their names are, where they come from, how old they are and 
what their pets are called.] 
[Picture of a woman, a man, two young girls – all casually dressed – and two pets, a 
cat and a rabbit.] 
This is the Wilson family. ________________________________ 
_____________________________________________________ 
(Go ransson et al., 2006, p. 16) 

Communicative 
exercise 

Intervjua en klasskamrat och anteckna svaren. [Interview a classmate and write 
down the answers.] 
What’s your name? 
How old are you? 
Where are you from? 
What’s your address? 
Skriv om din klasskamrat. Ta hjälp av svaren i anteckningsblocket. [Write 
about your classmate. The answers you have written down will help you.] 
Her/His name is 
She/He is 
She/He is 
Her/His  
Presentera din kamrat för några andra. [Present your classmate to someone 
else.] 
(Go ransson et al., 2006, pp. 30–31) 

Ambiguous 
exercise 

Colour the numbers. 
Listen and colour the numbers. (Lyssna och ma la siffrorna.) 
red – green – blue – grey – pink 
white – yellow – black – purple – brown 
[Pictures of the numerals 1 to 10. Each one of them has its number written 
underneath in English.] 
(Nihle n et al., 2006, p. 8) 

Other Skriv i vilken stad bilden är tagen. [Write in which city the photo is taken.] 
[Pictures of, among others, Big Ben, the Sydney Opera House, Statue of Liberty, 
Golden Gate Bridge, the Table Mountain] 
(Go ransson et al., 2006, p. 4) 

 


