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PREFACE

The present thesis focuses on exploiting vocabuleayning strategies when studying
English as a foreign language. It aims, on thesbasitheoretical background, at studying
Estonian students’ (forms 3-6) preferences relédedxploiting various vocabulary learning
strategies — a hitherto neglected field.

The thesis falls into introduction, two chaptersd aonclusion.

Theintroduction of the thesis looks at various definitions of taemvocabulary learning
strategies summarises the importance of the strategies daaflyboutlines factors influencing
the strategy choice.

The first chapter has a closer look at research carried out in thkl fof vocabulary
learning strategies. It summarises studies conducte the topic and introduces the main
classifications as well as types of vocabularyresy strategies.

The second chapterpresents the findings of an empirical study conellidb investigate
the preferences of Estonian school children (fottmee to six) for using vocabulary learning
strategies.

The conclusiondraws together all the relevant theoretical cagrsitions presented in the
thesis and summarises the results of the empsiady.

The thesis also includes 11 appendices and the atyrimEstonian.

The thesis is based on 105 sources.
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INTRODUCTION

The subject of language learning strategies, acatdgory of general learning strategies,
has attracted the interest of scholars since th®sl9The interest has led to a number of
studies in the fields of both second language atpn and cognitive psychology. Much of
the research in either fields, however, has beaiedaout without reference to the other field
and by exploiting different methodologies (O’'Mallend Chamot 1990: 2). Initially, the
interest in learning strategies in second languegglisition was geared towards detecting the
strategies ‘good language learners’ employed (&giman et al. 1978, Rubin 1975, both
referred to in O’Malley and Chamot 1990: 3) whilmgaitive psychologists attempted to find
out the influence of strategy training to learn@bgd.: 7). Over the years several definitions
and classifications of language learning stratebsse been proposed. The works most often
quoted are those of Oxford (1990) and O’Malley &tthmot (1990), which represent two
distinct schools in the field.

Oxford (1990) views learning strategies as “spedfttions taken by the learner to make
learning easier, faster, more enjoyable, more digdicted, more effective, and more
transferable to new situations” (p. 8). Her clasatfon scheme differentiates between two
broad categories of learning strategies (see FigyreDirect strategies (incl. memory,
cognitive, compensation strategies) are the omesttli involved in the mental manipulation
of the language (op. cit.: 37), while indirect sgies (incl. metacognitive, affective, social
strategies) are not directly involved in languaggehing but support it (op. cit.: 135).

O’Malley and Chamot (1990) regard learning stras@s “complex cognitive skills” (p.
42) and define them as “the special thoughts oaWelrs that individuals use to help them

comprehend, learn or retain new information” (p.ThHeir framework of learning strategies is
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Figure 1.The classification of language learning stratedigdOxford(1990: 15)
based on the information-processing model and makéistinction between metacognitive,

cognitive and social/affective strategies (pp. $3-4

Definitions of the term vocabulary learning strategies

Vocabulary learning strategies form a subcategorthe framework of language learning
strategies. Although over the recent years a nurobetudies have been conducted on the
topic of vocabulary learning strategies (see pp29Zelow), not many researchers have
attempted to define or clarify the term.

Despite the fact that Ahmed’s (1989) article igtéedt “Vocabulary learning strategies”, he
does not explicitly state what he means by thentofding to him (ibid.: 4), it is possible to
view vocabulary learning strategies on two leveéls. uses Scholfield’s (forthcoming/1991,
cited in Ahmed 1989: 4) term ‘macro-strategies’ atwmimplements them with ‘micro-
strategies’. The former are related to “generara@ghes to learning” whereas the latter refer

to “more detailed, specific learner behaviours” @dd 1989: 4). As can be seen, the



definitions provided are of a very general natunel o overt indication to vocabulary
learning strategies is made. The terms suggesidd atso be applied to any other aspect of
foreign language learning, i.e. to language leaysinategies in general.

Brown and Payne (1994, cited in Hatch & Brown 19933) identify five steps in the
process of learning vocabulary in a foreign langudg) having sources for encountering new
words, (b) getting a clear image, either visuahoditory or both, of the forms of the new
words, (c) learning the meaning of the words, (dkimg a strong memory connection
between the forms and the meanings of the words{&@nusing the words. Consequently, all
vocabulary learning strategies, to a greater aelegxtent, should be related to these five
steps (Fan 2003: 223).

Schmitt’s (1997) definition of vocabulary learnirgirategies reflects Rubin’s (1987)
understanding of learning. Rubin (ibid.) views leag as “the process by which information
is obtained, stored, retrieved, and used” (p. 28ys, according to Schmitt (1997),
“vocabulary learning strategies could be any wtiftfect this rather broadly-defined process”
(p. 203).

Another general definition of vocabulary learnirigagegies comes from Cameron (2001),
who states that vocabulary learning strategieSaattons that learners take to help themselves
understand and remember vocabulary” (p. 92).

Although Catalan’s (2003) research is largely base&chmitt (1997), she aims at a more
concrete and detailed definition of vocabulary méag strategies. Taking into consideration
the ideas of different researchers (Oxford 1990hiRW1 987, Schmitt 1997, Wenden 1987),
she suggests the following working definition otabulary learning strategies:

knowledge about the mechanisms (processes, sa}agied in order to learn vocabulary as well as
steps or actions taken by students (a) to findtlitmeaning of unknown words, (b) to retain them
in long-term memory, (c) to recall them at will,dagd) to use them in oral or written mode (p. 56).



Nation (2001: 217), instead of providing a cleat-definition of vocabulary learning
strategies, has opted for listing the charactedstif a strategy. These are partly related to
language learning strategies in general and ptrtisocabulary learning. According to him, a
strategy must:

1. involve choice, i.e. there should be severalasties to choose from;

2. be complex, i.e. there should be several stefesatn;

3. require knowledge and benefit from training;

4. increase the efficiency of vocabulary learnindg socabulary use (ibid.).

Proceeding form the ideas above it is possibleégw a vocabulary learning strategy from
at least three different angles. First, a vocalgulearning strategy, very broadly speaking,
could be any action taken by the learner to aid ldaning process of new vocabulary.
Whenever a learner needs to study words, he/slseaustategy/strategies to do it. Second, a
vocabulary learning strategy could be related tdy ®uch actions which improve the
efficiency of vocabulary learning. Hence, there acdons which learners might employ but
which do not enhance the learning process — agibrfossible scenario with poor learners.
Third, a vocabulary learning strategy might be @mted to conscious (as opposed to
unconscious) actions taken by the learner in astudy new words. Ideally, learners should
be made aware of ‘good’, efficient strategies,st they could freely and consciously choose
the one(s) suitable for them. It should be bornmiind, though, that a strategy that works well
for one student may completely fail with anothed #mat for a concrete learning situation one

strategy may work better than another.



The importance of vocabulary learning strategies

The main benefit gained from all learning strategi@cluding strategies for vocabulary
learning, is the fact that they enable learnertske more control of their own learning so that
students can take more responsibility for theidigs (Nation 2001: 222, Scharle & Szabo
2000: 8). Consequently, the strategies foster fiearautonomy, independence, and self-
direction” (Oxford & Nyikos 1989: 291). Equipped tvia range of different vocabulary
learning strategies students can decide upon haactlgxthey would like to deal with
unknown words. A good knowledge of the strategies the ability to apply them in suitable
situations might considerably simplify the learnipgpcess of new vocabulary for students.
For instance, as shown in Atkinson (1972, refeteeéh Ranalli 2003: 9), independence in
selecting which words to study results in bettealeof the words than when the words are
chosen by someone else.

Nation (2001: 222) believes that a large amountaafabulary could be acquired with the
help of vocabulary learning strategies and that dtiategies prove useful for students of
different language levels. As learning strategies “aeadily teachable” (Oxford & Nyikos
1989: 291), the time teachers spend on introdudifigrent ways of vocabulary learning and
practising to students cannot be considered asediastameron (2001: 93) believes that
children may not implement vocabulary learningtsggées on their own and they should be
trained to use the strategies.

Although The National Curriculum of Basic and Gymnasium Ediwn of Estonia2002)
makes no mention of language or vocabulary learstragegies, it has clearly recognised the
importance of general learning strategies: it aatndeveloping students’ learning competence
(bpipadevuy one of four general competences, at all fouostktages (8 16, 18), 20); § 19,

18); 8§ 22, 9); § 25, 15)). Als@he Common European Framework of Reference for
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Languages: Learning, Teaching, Assessm@EF) acknowledges the role of learning

strategies (study skills) (2001: 107-108).

Factors influencing the choice of vocabulary learmg strategies

There is a range of factors that affect learnensiiae of strategies, including vocabulary
learning strategies. Ellis (1994: 540-545) makegstnction between the following two broad
categories of factors:

1. individual learner differences, including agegrhing style, motivation, personality type;

2. situational and social factors, such as thenlegrsetting, the type of the task, sex.

In the following part only the factors most essalftiom the viewpoint of the present thesis
- age and sex - will be dealt with.

Age has been singled out as one of the clear faetibecting strategy choice (Ellis 1994:
541, Oxford 1990: 13). Brown et al. (1983, refertedin O’Malley & Chamot 1990: 105)
claim that rehearsal means rote repetition for gdearners whereas for older ones it involves
more complicated procedures. Chesterfield and €@Hexdtl (1985, referred to in Schmitt
1997: 223 and Harris et al. 2001: 21) discovered bfeginner students had an inclination to
use basic strategies often related to the recepkilis, while more mature learners employed
strategies requiring interaction or reflection afie® learning. Schmitt (1997 223-224)
reached a similar conclusion while studying the o$evocabulary learning strategies of
different age groups: the younger the learnerssiimpler the strategies used (see also p. 19
below). Ahmed’s study (1989: 11) also revealed that preferences of younger and older
learners differed.

Among social factors, learners’ sex has been thiabla to receive most attention, though,

the number of studies conducted on the topic &ivaly small (Catalan 2003: 56). The results
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of the research on language learning strategiegeneral indicate that females tend to use
more strategies than males or the choice of siesegries with the sex (Catalan 2003: 56,
Ehrman & Oxford 1988: 258, Lan & Oxford 2003: 3@&xford 1990: 13, Oxford & Nyikos
1989: 296). With regard to vocabulary learning tefgaes, Gu (2002, referred to in Ranalli
2003: 12) states that sex plays a crucial roledtemnining the use of vocabulary learning
strategies as well as general success in learnngiish. His study revealed that women
employed more frequently the vocabulary learningtsgies found to lead to successful
learning. Catalan’s study (2003) showed “clearedédhtial patterns” (p. 64) between the two
sexes. Females used a greater number of vocabe&njing strategies and they used several
strategies more frequently than males (op. ci6B)L On the other hand, for some strategies
men showed higher frequencies of strategy usewizamen (op. cit.: 65).

In addition to the factors mentioned above, thaaghof vocabulary learning strategies may
also depend on the frequency of the words studergd to learn. Schmitt (2000: 133), relying
on Nation (1990), hypothesises that high-frequewoyds might predominantly require the
use of review and consolidation strategies wherleasfrequency words the use of
determination strategies such as guessing words foontext. Fan’s (2003) research
discovered, on the other hand, that some strategiels as dictionary use and known words
prove useful both for learning high- and low-freqag words. On the other hand, it was found
that guessing, in contrast to Schmitt (1997), cdnddnore fruitful for learning high-frequency
words than for low-frequency ones. Fan’s (2003}ifig seems reasonable: low-frequency
words generally appear in more complicated textsaar also generally less information-wise

redundant, which makes them harder to guess.
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VOCABULARY LEARNING STRATEGIES: HISTORY, TAXONOMIES

TYPES

Previous research in the field and taxonomies of wabulary learning

strategies

Interest in language learning strategies has bitoalging a range of studies conducted on
individual vocabulary learning strategies as well @ vocabulary learning strategies in
general. As the main topic of the thesis is relatedinvestigating vocabulary learning
strategies as a group, the following part doesdeal with studies carried out on individual
vocabulary strategies (e.g. the keyword method aséim elaboration techniques). Instead, it
tries to give an overview of research focusing anous vocabulary learning strategies as a
whole.

Although the history of research into vocabulargriéng strategies is relatively short,
several classifications of vocabulary learningtstyees have already been proposed. Some of
the taxonomies (e.g., Sanaoui 1995) are so gemenahture that one might even wonder
whether to call them taxonomies at all. Others.{e&Sghmitt 1997), on the other hand, have
aimed at providing a detailed account of the varistiategies at students’ disposal. As a rule
the taxonomies have been created on the basig oéslts of empirical research.

Ahmed's (1989: 3-14) work could be considered the first anagtudy on the topic. He
introduced the notion of ‘good’ learners from thedy of general language learning strategies
to the study of vocabulary learning strategies added the dimension of ‘poor’ learners. He
investigated 300 Sudanese learners of Englishntb dut the micro-strategies they used and
how frequently the strategies were exploited. Iditah, he aimed at detecting whether there

were any differences in the strategies exploitedgmpd’ and ‘poor’ learners. The sample
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ranged from intermediate school students to unityestudents, who had studied English from
three to seven years. By using three researchumstits — a think-aloud task, direct
observation, and an interview — he arrived at 38rorstrategies, which were organised into
six macro-strategies: information sources, dictignase, memorisation, practice, preferred
source of information and note-taking. In orderctdegorise the subjects according to the
micro-strategies used, he performed cluster armalyéie analysis, used for the first time in the
history of the studies of vocabulary acquisitioeyealed five clusters, three of which had
‘good’ learner domination and two had underachigstudents in the majority. Generally, the
‘good’ learners differed greatly from the ‘poor’ esas to strategy use. The former not only
used more strategies but also different ones. pheferred learning words in context, using a
dictionary as a resource and clarifying meaningabking questions. The ‘poor’ students,
however, showed no interest in learning words intext and were generally less aware of
what they could learn about new words. The analglsis showed that the groups of ‘good’
and ‘poor’ learners were not homogenous, that iffe sub-groups existed within them. It
was found that learner differences are best redealeen students’ strategy use is investigated
on the micro-strategy level. The study also detedtat “there might be a progression in
strategy use according to language learning expezig(op. cit.: 11).

Prior to Ahmed, the problem of vocabulary learnstgategies used by under-achieving
students was researched Bgrte (1998: 167-168). In a small-scale study of 15 esioént
students it was revealed that some of the vocapuéarning strategies employed by the
students were similar to the ones ‘good’ learnees wsually associated with. Among such
strategies were, for instance, noting down thestedions of new words and looking up
meanings of words in a dictionary. The study, hosvevevealed an important difference

between the behaviours of ‘good’ and ‘poor’ leasnethe latter “demonstrated less
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sophistication and a less suitable response tateydar activity” (op. cit.: 168), for example,
by instantly turning to a dictionary when facediwén unknown word or by only analysing
the immediate context of a new word (ibid.).

Sanaoui(1995: 15-27) conducted three consecutive studi@890, 1992, 1993, where she
explored how adult second language learners ddal wacabulary learning generally and,
specifically, the mnemonic techniques used. Inhall studies she resorted to ethnographic
interviewing. First, she investigated 50 beginnengd advanced level students, where the
subjects were asked to observe their vocabulamilega daily and report on their approaches
once weekly. The students’ responses suggested thtigae were two main ways of
approaching vocabulary learning: doing it in a cweed way or in an unstructured way. The
learners who organised their vocabulary studieferdifl from the ones who did not do it in
five aspects (see Appendix 1). The case studigsSaaaoui subsequently conducted — one
with four English as a Second Language (ESL) learaad the other with eight French as a
Second Language (FSL) students — corroborateditigén@is of the first study. As to the
mnemonic procedures, the range exploited by thgestghof the case studies was relatively
wide, including writing, immediate and spaced répmet, using the lexical item, contextual
and linguistic associations, imagery as well ddnglabout the lexical item with somebody.

The strength as well as the weakness of the dleeststin of vocabulary learning strategies
by Sanaoui lies in its very nature. She does netthyw speak about specific strategies but
about approaches, which are much more generalc48gjbo and Lightbown (1999) claim that
“the dichotomous classification might conceal agenf differences among learners” (p. 181)
and they also demonstrate in their study that ystemn offered by Sanaoui lacks the small

nuances necessary for understanding the indiviguaiidifferent learners.
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Moir (1996, referred to in Nation 2001: 228-229) inwgastied the vocabulary learning
habits of ten hard-working adult learners of Ergli©nly one of the students was clearly
aware of the nature of vocabulary learning, thd, refio Moir labelled as less effective
learners, used a limited range of vocabulary legrstrategies and in general showed a lower
level of responsibility for their learning.

Stoffer (1995, referred to in Kudo 1999: 6, Segler et 802 3) devised a Vocabulary
Learning Strategy Inventory (VOLSI) consisting & Strategies. Through factor analysis it
was found that the strategies clustered into nitegories as follows:

1. strategies involving authentic language use;

2. strategies used for self-motivation;

3. strategies used to organise words;

4. strategies used to create mental linkages;

5. memory strategies;

6. strategies involving creative activities;

7. strategies involving physical action;

8. strategies used to overcome anxiety;

9. auditory strategies.

Gu and Johnson (1996: 643-679) studied the vocabulary learningitsgies of 850
second-year Chinese university students by mears \afcabulary learning questionnaire,
vocabulary size tests and proficiency measuresir Tiuestionnaire included a section about
beliefs concerning vocabulary learning and a totél1 vocabulary learning strategies, which
were classified into two: metacognitive regulatiand cognitive strategies. The latter
contained six sub-categories, which were all furthieided into smaller units (see Appendix

2).
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The researchers were interested in the student®fde@bout vocabulary learning, the
strategies favoured by the learners as well agdlaionship between the strategy use and
learning outcomes in English. Descriptive statsstievealed that most of the Chinese learners
did not rely on rote learning of words, a charaster commonly associated with Asian
learners. They claimed to be using a wide rangstm@itegies, among which the meaning-
oriented ones were preferred. Correlational analgb®wed that the metacognitive strategies
(self-initiation and selective attention) emergedasitive predictors of general proficiency. A
number of cognitive strategies, e.g. contextuakgung, skilful dictionary use and note-taking,
also positively correlated with vocabulary size gmeheral proficiency. Visual repetition was
found to be the strongest negative predictor ofttveevariables mentioned above. As a result
of cluster analysis five groups of learners werected, labelled as follows:

1. readers — a small group of high-achieving sttgJesho strongly believed in learning

vocabulary through reading, guessing and contexuebding;

2. active strategy users — another small and ssitdegoup of learners, who were open

to using a wide range of vocabulary learning styiate

3. encoders and

4. non-encoders — the vast majority of studentgsetuse of strategies was avefage

5. passive strategy users — a small number of antdEving students, who believed in

memorising vocabulary and exploited the strategyisfial repetition of word lists
most frequently.

Lawson and Hogben(1996: 101-135) examined vocabulary learning sgiegeby means
of a think-aloud procedure, which enabled themotklat which strategies learners actually

used (as opposed to what students claim to use) t®the obvious time-consuming nature of

! The two types of encoders and non-encoders differdy in respect of encoding strategies, i.e. dat®
exploited more deliberate memorisation strategi@sdssociation or imagery.
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the procedure the sample under investigation wadl sni5 female advanced-level university
students in Australia studying Italian as a forelgnguage. The researchers focused on the
issue of deliberate acquisition of vocabulary: th&ibjects were faced with the task of
learning 12 Italian words given on index cards. Tioat side of the card had both the new
word written separately and in the context of ateyere whereas the reverse side of the card
explained the word in English and offered relatextds. Shortly after the think-aloud session
(i.e. the learning process) the students were gavevord test. Based on the analysis of the
tapescripts Lawson and Hogben classified the vdaaplearning strategies into four broader
categories with a total of 15 strategies (see AgpeB). The results of the study revealed the
popularity of repetition strategies and a negldavord feature analysis. All the students, for
instance, read the related words (category: répeYipresented to them. Moreover, most of
the students used the strategy for learning moshefl2 words. In contrast, knowledge of
suffixes (category: word feature analysis) wasus@d on any occasion. Lawson and Hogben,
however, were more concerned with whether and tielwlxtent the students used complex
learning strategies. Compared to simple elaboratibe strategies of complex elaboration
received far less attention from the students.tRe$y, though, the majority of the students
employed some form of the latter. Still, Lawson andgben concluded that most of the
strategies used were not concerned with transfgmew information “in a way that would
set up relationships of the new material with exgstnemory structures” (p. 121).

The correlational analysis indicated that the stislevho made use of a greater number of
strategies recalled more words in a vocabulary ttest the students who used a smaller
number of strategies. Also, a closer analysis efrsults of the four top-scoring students and
these of the four low-scoring students revealedstirae finding. The number of vocabulary

learning strategies exploited by successful stidesats twice as large as that of unsuccessful
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learners. The finding is in line with that of Ahmé&@l989; see p. 13 above), who also
discovered that ‘good’ learners exploited moretsgi@s than ‘poor’ ones. Meanwhile, the
strategy use of top-scoring students varied, he.l¢arners could not be characterised by a
single profile of strategies. The fact has alsonb#@gemonstrated by other researchers (Ahmed
1989, Gu & Johnson 1996, Kojic-Sabo & Lightbown 909

As Lawson and Hogben investigated the strategietests used when learning new words
during a think-aloud session, their classificat@annot give an overview of all vocabulary
learning strategies at learners’ disposal. Instéarkflects the strategies actually exploited
during one particular word-learning task.

Schmitt (1997: 217-226) studied a representative samples@ff Japanese students
comprising four different levels of learners: junibigh school and high school students,
university and adult students. In each of the fynaups the subjects came from three different
kinds of schools — lower, medium and higher prestayel ones. He used an early version of
the taxonomy of vocabulary learning strategies textdy himself as a research instrument
(see Appendix 4). The study was targeted at findingwers as to which strategies the
students used and which they considered helpfuh afethey did not use them. The
comparison of the two sets of data (most used st rhelpful) revealed some overlap.
Namely, using a bilingual dictionary ranked cleditgt both in the category of the strategies
exploited most frequently (preferred by 85% of gtadents) and that of the most helpful
strategies (reported by 95% of the students). Hitad, there were five other strategies the
students used often and also regarded helpfultenriepetition, verbal repetition, say a new
word aloud, study a word’s spelling and take nateslass. As Schmitt (op. cit.: 220) notes,
the Japanese students place high importance oyirsgua word’s form, which most probably

has its origins in the study style promoted in dasa schools. Meanwhile, the data also
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showed that there were some strategies that stidensidered helpful but nevertheless used
moderately. For instance, 88% of the students saluevin connecting a word with its
synonyms or antonyms but only 41% of them actuadlgd the strategy. In addition, Schmitt
asked the subjects to rate five most helpful sgrateboth in the group of discovery strategies
and that of consolidation strategies. The resudtgdt were very similar to the ones described
above.

As the subjects belonged to four different grogdymitt was able to observe trends in the
use of the vocabulary strategies. He found thatpitéerns of strategy use seem to change
from ‘shallower’ to ‘deeper’ ones as the learneeture. For example, 91% of the junior high
school students examined reported using writteetitdn in comparison to 50% of the adult
students under investigation. Of the strategieuirgm ‘deeper’ mental processing the
strategy of imaging the word’s meaning was exptbltg 58% of the adult learners as against
37% of the junior high schools students.

Schmitt’s taxonomy (op cit.: 207-208; see Appendlixs the most elaborate and extensive
classification of vocabulary learning strategiesl&te. In his own words the taxonomy should
be viewed “as a dynamic working inventory which gests the major strategies” (op. cit.:
204). The 58 strategies in his taxonomy have beganised in the framework of two systems.
First, he based his classification on Oxford’s (P&ork and included four of her categories:
social, memory, cognitive and metacognitive. Sectiedused a distinction between discovery
and consolidation strategies offered by Cook and/évig1983) and Nation (1990, both
referred to in Schmitt 1997: 206). The former h&tipdents to find out the meaning of a word
when encountered for the first time and the latier memorisation of the word after it has
been introduced (Schmitt 1997: 206). Originallye tetrategies were divided into the

categories tentatively as factor analysis was moto validate the questionnaire.
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When working out the classification Schmitt was fconted with several problems. First,
as Oxford’s (1990) classification did not describe “strategies used by an individual when
faced with discovering a new word’s meaning withmsgource to another person’s expertise”
(Schmitt 1997: 205), he needed to add the categbdetermination strategies. In Schmitt’s
opinion, another shortcoming of Oxford’s (1990)ssiéication lies in the fact that some
strategies could be organised into two or moregoaies, thus, making the classification
difficult. The line between memory and cognitiveagtgies is especially hazy. In order to
solve the problem he relied on Purpura (1994, refeto in Schmitt 1997: 205), who divided
storing and memory strategies into six groups:

1. repeating;

2. using mechanical means;

3. associating;

4. linking with prior knowledge;

5. using imagery;

6. summarising.

In Schmitt’s taxonomy, strategies similar to 1. @dare considered cognitive strategies
and strategies close to 3., 4. and 5. as memaiegies. Finally, a number of strategies can be
used both as discovery and consolidation strate¢nefact, as Schmitt (1997: 206) claims,
nearly all discovery strategies could be explo@asaonsolidation ones. Still, he listed only the
most evident ones in both sections of the clasgibao.

Despite the problems mentioned above, Schmitt'®rtamy has been used by other
scholars (e.g. Catalan 2003, Kudo 1999) in theseaech. Catalan (2003: 60) has found
several advantages to using the taxonomy as archsieatrument:

e it can be standardised as a test;
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e it can be used to collect the answers from studeassy;
e itis based on the theory of learning strategieselkas on theories of memory;

e tis technologically simple;

e it can be used with learners of different ages,cational backgrounds and target

languages;

¢ itisrich and sensitive to the variety of learnstgategies;

e it allows comparison with other studies, among tt&hmitt’s own survey.

One has to agree with most of the points put fodway Catalan (ibid.). However, it is
questionable if the same questionnaire is equalbalsle for all age groups, ranging from 11-
year-old children to 56-year-old adults Catalarditd. Even if couched in a simple wording,
the true meaning of some strategies (e.g. straegilted to the peg method, keyword
method, methods requiring analysis skills) may festain unclear to younger learners. Most
probably the students have not even heard of thtegies let alone used them.

In his studyKudo (1999: 1-46) aimed to describe the vocabularyniegr strategies
exploited by Japanese senior high school studeleténvestigated altogether 504 students, 15
to 18 years of age, from six different schoolst@tl-level. Despite the fact that all the schools
were prestigious, the English proficiency of thetipggating students varied. First, Kudo
carried out a pilot study for which he devised a&gjionnaire largely based on Schmitt's
(1997) taxonomy but adding also his original itetds. did not, however, make a distinction
between the strategies for the discovery and cmlaan of meaning considering it too
difficult for the students to comprehend. As a tgsthe questionnaire included four
categories: social, cognitive, memory and metadognistrategies. The category of
determination strategies was discarded. The sarastiqanaire, in a revised form, was also

used during the main study. The results of theystsltbwed very low means for all the
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categories implying that the students were not \&mare of different vocabulary learning
strategies. Social strategies ranked the lowegesiimg that the students were not particularly
eager to collaborate with anybody when learningabotary. The results (especially those of
the pilot study) also revealed that the studentfepred ‘shallower’ vocabulary learning
strategies such as rote learning and use of aghgindictionary to the strategies that needed
‘deeper’ cognitive processing (e.g. the keywordhuodf semantic mapping). So, the findings
of Kudo’s research, to a large extent, corrobordtedresults obtained by Schmitt (1997).
Factor analysis performed on the questionnairealedethe four categories mentioned above,
thus, the questionnaire was found reasonably teliab

Kudo also made an interesting remark suggesting dtrategy use may not be culture
specific: his Japanese subjects and the studentsrdDx1990) investigated in Alabama
seemed to prefer the same strategies.

Kojic-Sabo’s and Lightbown’s (1999: 176-192) research was inspired by Sanaoui's
(1995) work, but instead of focusing on the binalgssification — structured vs. unstructured
approach to vocabulary learning — they strove teatesmaller homogenous subgroups within
the sample under investigation. They examined twaoigs of learners (47 undergraduate ESL
students and 43 pre-university English as a Fordignguage (EFL) students): their
vocabulary learning strategies (by means of a gquestire) as well as their vocabulary
knowledge (a Yes/No test) and overall English mieficy (a cloze test). The questionnaire
included items in five different categories: timedependence, note-taking, review and
dictionary use. The variable of dictionary use nee@ the highest scores in both groups
whereas the lowest scores were related to theblasiaf review and time in ESL and EFL
groups respectively. The groups were similar inirthete-taking habits. Statistically

significant differences revealed in the case of waoiables: ESL group scored higher for
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learner independence and EFL group for review. Wit help of cluster analysis the

researchers were able to identify eight differertfife clusters: some clusters consisted of
students who either used all of the strategiesomerof them, “the majority of the learners,
however, fell into the more saw-toothed profile stkrs, exhibiting clear preferences for
certain types of strategic behaviour” (p. 176). §hiKojic-Sabo and Lightbown clearly

showed that Sanaoui’s (1995) dichotomous taxonorag mot sufficient for describing the

variety among learners and a more detailed systeasn meeded to understand learner
differences.

With regard to the strategy use and achievemeet tEthe students, the results revealed a
strong relationship between the two variables:stinelents who engaged in various strategies,
performed also strongly in the vocabulary as wsllttee general proficiency tests and vice
versa. Independence and time turned out to be tis¢ onucial strategies for the success in
language learning. The study corroborated the diggliof Gu and Johnson (1996: 659; see
also p. 16 above), who also found that self-indiat skilful use of a dictionary and spending
extra-curricular time on practising new words, aghather factors, predicted vocabulary size
and general proficiency.

Differently from other classifications of vocabuylalearning strategied\ation’s (2001
218) taxonomy does not derive from any researchiteebut is purely based on theory. It is
organised around three broad categories, wherectaspevocabulary knowledge have been
separated from sources of vocabulary knowledgdearding processes (see Appendix 5).

When the meanings of the strategies in the categaf ‘planning’ and ‘sources’ become
quite clear from the wordings of the strategieg tategory of ‘processes’ needs further
clarification. According to Nation (op. cit.: 22122), noticing is to a large extent related to

recording strategies, e.g. writing a word down imoéebook or a word card, orally or visually
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repeating the word. Retrieval is superior to naticas learners are required to recall items
learnt earlier. Among generation strategies heugtes, for instance, word analysis, semantic
mapping, creating contexts, the keyword technique.

Lin (2001, referred to in Lan & Oxford 2003: 348-3493ing several research instruments
(classroom observation, written records, oral wigvs, think-aloud protocolos), studied the
vocabulary learning strategies of seven Taiwanésementary school students. Despite the
small sample, 73 strategies were identified, whiekre categorised into metacognitive,
cognitive and social-affective strategies. The aede revealed that the subjects relied mostly
on rote memorisation of words, did not have goatiaiary use and note-taking skills. To the
knowledge of the author of the thesis, Lin’s (o) study is the only one solely dedicated to
investigating the vocabulary learning strategiestolidren.

Catalan’s (2003: 54-77) research was the first attempt timduce the sex variable into the
studies of vocabulary learning strategies. Shedase study on the questionnaire (i.e. the
taxonomy) proposed by Schmitt (1997; see Appenflicofnplementing it with two additional
strategies: “I learn the word by using free asdamia from the new word (e.g. frosnow
winter, cold, cogt’ and “I use other strategies that do not appeahe list, for example ...".
She also added illustrative examples to some ofsthategies in order to aid subjects’
comprehension of the questionnaire. The samplerundestigation was broad including 581
Spanish-speaking students of either English or Basg a second language. The participants
were distributed roughly equally between the twrese(279 males and 302 females), their
age ranged from 11 to 56 and their second langpegficiency from beginner to proficiency.
When examining the sample, Catalan was mainly ested in finding out whether the
students differed in the number as well as the eamigvocabulary learning strategies they

claimed to use. Catalan’s choice of the researstiument (i.e. questionnaire) enabled her to
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study the learners’ perceptions of their vocabulkgrning behaviours, not their actual
learning behaviours. The same applies to otherieguchaking use of a questionnaire as a
research instrument (Fan 2003, Gu & Johnson 199fic4Sabo & Lightbown 1999, Kudo
1999, Schmitt 1997). The results of the researchived both similarity and difference in the
learners’ preferences of vocabulary learning sjfee On the one hand, the average
percentage of strategies employed by males andiédsmaas low for both groups: 20.7% and
22.0% respectively (21.4% for both). On the othandy the difference was found to be
statistically significant. As for the rankings dfetten most and ten least exploited strategies,
they were “shared for the most part by male andaferatudents” (Catalan 2003: 65) but they
also showed “the coexistence of different pattenmd percentages of usage by the two sexes”
(ibid.). Thus, female students, as against theilencaunterparts, tended to have a higher
overall percentage of usage of vocabulary learsingtegies. The result corroborated earlier
findings in the field of general language learnstigitegies (e.g., Oxford and Nyikos 1989).
Catalan suggests two main sources for the diffe®between the sexes in strategy use: the
variation may be due to 1) the degree of motivatiamth towards language learning and
vocabulary learning and/or 2) different learninglest and learning preferences. However, as
the particular study was a descriptive one, it was possible for Catalan to establish any
correlations between the use of vocabulary learsiragegies and the variables given above.
Fan (2003: 222-241) investigated the vocabulary leayrstrategies of another group of
Asian learners: 1,067 first-year university studantHong Kong. Her aims were fourfold: a)
to determine the strategies exploited most/leasiuiently and the ones considered most/least
useful by the students; b) to detect any differenbetween the frequency of use and
usefulness of the strategies; c) to find out thatsgies used by proficient students and d) to

find out strategies suitable for learning high- alwiv-frequency words. The research
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instruments chosen included a vocabulary testterchine the proficiency of the students in
English vocabulary) and a questionnaire (for examgirvocabulary learning strategies). The
latter, differently from several other research@rg. Catalan 2003, Kudo 1999), was not
based directly on Schmitt's (1997) taxonomy. Indfd@an relied on the findings of Gu and
Johnson (1996), O’Malley and Chamot (1990), Oxf¢i®90), etc. and organised 56
vocabulary learning strategies into nine categag®llows: management, sources, guessing,
dictionary, repetition, association, grouping, &se and known words. In general, the results
of the study showed that the students perceivedbudary learning strategies as useful but did
not resort to them very often. Regarding the gsgiet employed most often as well as
perceived useful, it turned out that the studeatsléd to prefer dictionary strategies and the
ones related to known words. The findings alsoakga strong dislike towards the keyword
technique: it was seldom used and considered ssdiesaddition, the results showed that
Hong Kong students were not particularly keen ae memorisation and using imagery in
learning vocabulary.

Fan’s results were mostly in line with some of #arlier findings. For instance, the
popularity of dictionary strategies was also shdymhmed (1989), Gu and Johnson (1996),
Kudo (1999) and Schmitt (1997). Both the subjedtSchmitt (1997) and Gu and Johnson
(1996) expressed little enthusiasm towards assogiatrategies. As to mechanical strategies,
the results of Fan and Gu and Johnson (1996: @vépted that the students did not believe in
the memorisation of words whereas the results bfrfit (1997) indicated the opposite. The
fact led Fan to hypothesise that differences iatstry preferences between various groups of
Asian learners may exist, although much more ewedems needed to make valid
generalisations. A close examination of the fregyeof use of the strategies and perceived

usefulness of the strategies revealed differenetgden these two. For instance, management
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strategies were seldom exploited by the studerasgth regarded quite useful. As concerns
proficient learners, the results of the study wgude similar to the findings of the earlier
research (e.g. Ahmed 1989, Lawson & Hogben 1996a@4 1995): ‘good’ learners used a
greater number of strategies more frequently tipmor’ ones. Although the research showed
that some strategies (dictionary, known words)eayeally useful for learning high- and low-
frequency words, certain strategies may be moreogpiate for studying either high- or low-
frequency words. For example, guessing was founbetanore suitable for learning high-

frequency words and using various sources for stgdpw-frequency words.

At the University of Tartu several bachelor's treseve been written on the topic of
language learning strategies (Hallistvee 1997, Kah®94, Luik 2001) as well as one
master's thesis with a partial focus on the fieltagsa 2003). The only student paper
specifically about vocabulary learning strateggeby Truus (1997). The study, however, does
not focus on researching the vocabulary learningtesjies of students. Instead, it analyses
vocabulary exercises in one Estonian and one Stéaliglevel course book in order to find
out which strategies are fostered by means of xbeceses. The paper was written at the time
when the whole field of vocabulary learning stragegwas still in its infancy. Therefore,
Truus’s analysis was based only on Oxford’'s (198f9ct strategies (memory, cognitive and
compensation strategies), ignoring social and nogaitive strategies, which have later been

classified under vocabulary learning strategiesels

To summarise the studies conducted earlier, thewolg points could be put forward:
e the bulk of the studies conducted so far has fatuse examining the vocabulary

learning strategies of adult university-level stuige Lin (2001) is the only researcher
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to investigate the vocabulary learning strategiéscluldren. Some authors have,
among other participants, included younger learaged 11 and upwards), in their
samples (Ahmed 1989, Catalan 2003, Kudo 1999, Sthaf7);

¢ Asian (Chinese, Japanese, Hong Kong, Taiwanesejelessahave been the main target
group in investigating vocabulary learning stragsgi

¢ the researchers have generally been interestdteitwio following areas: 1) students’
use of strategies and their perception of usefaktegies; 2) the relationship between
strategy use and success in language learningw(hieh strategies are exploited by
‘good’ learners and which by ‘poor’ learners);

e several research instruments (think-aloud tasksterviews, questionnaires,
observation, vocabulary and proficiency tests) haeen used for collecting the
necessary data and the data have been analysecednysof descriptive statistics,
correlational, cluster and factor analyses.

When looking at the various classifications of umdary learning strategies listed above,
one has to agree with Chamot (1987: 71), who, camtimg on the classifications of general
learning strategies, has stated that learningegfied have been classified differently by
different researchers, therefore, comparisons letwearious classifications are not easy to
make. The same applies to the taxonomies of voaapukarning strategies. First and
foremost, as mentioned above, the classificationferd greatly in their level of
abstractness/concreteness. In addition, althoughattonomies share some common features,
the fact does not make it any easier to comparedheus systems. For instance, most of the
scholars have included the strategies of dictionasy in their taxonomies but some of them
(Ahmed 1989, Gu & Johnson 1996, Kojic-Sabo & Ligiim 1999) treat them as a separate

broad category, others (Nation 2001, Schmitt 19Bv¥ontrast, as a micro-strategy within a
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macro-strategy. Fan (2003) argues that “no clasgifin is perfect, and any individual

strategy may fall into one category or anotheretelng on the aspect in focus” (p. 223).
Despite these shortcomings, the classificationpgsed reflect the different viewpoints

and approaches of the scholars to categorisingbwubagy learning strategies, which prove

fruitful when planning and conducting a study oe topic.

Types of vocabulary learning strategies

As demonstrated by the classifications of vocalyul@arning strategies proposed by
different researchers, the range of different votaly learning strategies is wide. The
following part aims to take a closer look at thestnportant categories of the strategies. The
general organisation of the strategies below i®das1 Schmitt's (1997) taxonomy, i.e. the
names of the broad categories of the strategiegedieom his classification. Differently from
Schmitt (op. cit.), though, no distinction will eade between discovery and consolidation
strategies as a humber of individual strategies begng to both categories. Hence, there is
no category of determination strategies and thaegires related to the category will be dealt
with under other categories.

Memory strategies

Memory strategies (also known as mnemonics) haeag history dating back to ancient
times (Oxford 1990: 38). In the context of foreitanguage learning they help learners
associate a new item of vocabulary with somethirgady familiar to students (Oxford 2001:
167, Schmitt 1997: 211) functioning as aids to mem&okmen 1997: 247). According to
Thompson (lrene, 1987), such “memory tricks” arasdaoaon the following principles: “a
retrieval plan is developed during encoding, anchtaleimagery, both visual and verbal, is

used” (p. 43). The strategies exist in the two mejassifications of general language learning



3C

strategies mentioned above. O’Malley and Chamo®@145) include them among cognitive
strategies, while in Oxford’s classification (19988) memory strategies appear as a sub-
category of direct strategies, separately fromcthgnitive ones. Examples of both mechanical
memory strategies (e.g. rehearsal) and strategopsiring ‘deeper’ level of processing (e.g.
imagery) can be found.

The different classifications of vocabulary leagstrategies present a more varied picture.
Ahmed (1989: 10) sees memorisation as purely meécilan nature (repeating, writing). Gu
and Johnson (1996: 653) talk about rehearsal gteat€incl. oral and visual repetition) and
encoding strategies (incl. imagery, visual and tugiassociations). The former obviously
relate to the rote learning of words whereas thierlaould be labelled as ‘deep’ strategies.
Schmitt (1997: 207-208), in creating his taxononfyvocabulary learning strategies, has
decided to list strategies requiring “elaborativental processing” (op. cit.: 212) in the
category of memory strategies. Mechanical strase@yierbal and written repetition) have been
included among cognitive strategies as they ddowits “specifically on manipulative mental
processing” (op. cit.: 215) (see also Appendix Ban (2003: 226) has four groups of
memorisation strategies: repetition, associatioouging and analysis. She labels the first
group as mechanical technigues and the rest ap’‘deategies. Based on the shared core of
differing viewpoints of the researchers, it could boncluded that two kinds of memory
strategies exist — mechanical and ‘deep’. Despite fact thatThe Depth of Processing
HypothesiqCraik & Lockhart 1972, Craik & Tulving 1975, botkferred to in Schmitt 1997:
201) suggests that a ‘deeper’ level of informatizamipulation leads to better learning, several
studies have shown that such memory strategiesi@reery popular among learners (Fan
2003, Gu and Johnson 1996, Kudo 1999, Schmitt 1gHmitt (op. cit.: 201), based on the

opinions of Cohen and Aphek (1981), argues thatlfstver’, i.e. mechanical, activities might
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be more suitable for beginners and ‘deeper’ onesdqgarove to be more beneficial for higher
level students.

Among mechanical memory strategies oral and writegetition emerge as the two most
common ways, which learners have employed for ygasrns & Redman 1986: 93, Schmitt
1997: 215). Gairns and Redman (1986: 93) see tlwe wvadue of repetition in the fact that it
enables beginner students to use the languag®,eakith in its turn gives them a feeling of
achievement.

Thompson (Irene, 1987: 44-48) divides memory Sfiateinto six subcategories: linguistic,
spatial and visual mnemonics, the physical respomsihod, verbal elaboration methods and
other memory-enhancing techniques. All of her sategories seem to be linked with a deeper
level of word processing. Although different cldissitions are possible, Thompson’s one
(ibid.) is followed here to provide the overviewd& with a framework.

Linguistic mnemonics

The keyword methodwas developed by Atkinson (1975: 821-828) andyifab the most
researched vocabulary learning strategy to datee,He keyword denotes a mother tongue
word that sounds like some part of the foreign w@rd cit.: 821). When employing the
method, the memorisation has to pass through tagest First, students need to find a
suitable keyword (i.e. create an acoustic link) #reh form a mental image linking the two
words (i.e. create an imagery link) (ibid., Schm®97: 214). For instance, the English word
‘hippd can be studied by associating it acousticallyhwite Estonian worchtippab (jumps).
Then, an image can be created of a jumping hippterlthe stimulus of the foreign language
(L2) word should activate the sound-alike keywdtds, in its turn, should conjure up the

image created and result in the retrieval of thed meeaning (Gu 2003: para. 55). The afore-
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mentioned example is based on a visual image. Anothrsion of the keyword method is
based on sentence formation.

A number of studies have proved the method to gbklhieffective for students of different
ages at different levels of achievement, mostlyifiemediate recall of words (e.g., Atkinson
1975: 823-824, Avila & Sadoski 1996: 379; see édglstijn 1997: 206-209 and Nation 2001
312-314 for overviews). Some researchers arguehbanethod works well only with a small
number of words, i.e. concrete words (e.g., Avil&&doski 1996: 392, Hulstijn 1997: 210),
others claim that it is also efficient with abstrawrds (e.g., van Hell & Mahn 1997: 508).
Beaton, Gruneberg and Ellis (1995, referred to atiddh 2001: 299) describe an amazing
instance where a learner, after ten years of nogube knowledge, was still able to spell
correctly 35% of the 350 Italian words once ledytneans of the keyword technique and had
minor spelling errors in 50% of the words. Moreqvire learner was able to recall nearly
100% of the words after revising them for an hawt a half.

Not all studies, however, have proved the supgyiai the keyword method and several
limitations have been found to it. Van Hell and Mafl997: 507-508), researchers who
compared the efficiency of the keyword method witlat of rote repetition, found that
experienced learners gained more from rote rehleatsxeas no major difference was found
for inexperienced students. Ellis and Beaton (19@8rred to in McDonough 1999: 10)
discovered that the keyword method worked welltfanslating words into the mother tongue
whereas rote repetition gave much better resuttsrémslating into the foreign language; the
best results were achieved with a combined strategyin et al. (1984, referred to in Avila &
Sadoski 1996: 381) state that children may findifficult to create images on their own, i.e.
pictures need to be provided for them. SternbeBB71 referred to in S6kmen 1997: 247)

considers the method too limited and difficult te bsed over longer periods of time or
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independently. The method has also been criticik®dmainly focusing on receptive
vocabulary (Meara 1980, referred to in Fan 2003 stjo 1997: 210). Although Avila and
Sadoski (1996: 391) proved the efficacy of the kenydv method in real classroom
environment, the majority of the positive resulsvé still been achieved in experiment
situations. In order to become skilful users of texghnique students need extended training in
it (Nation 2001: 314).

The peg methodis especially useful for memorising lists of uated words, where new
words are linked with a set of ‘pegs’ or ‘hookstu@ents are, first of all, required to remember
a rhyme, e.g. ‘one is a bun, two is a shoe, thses tree, etc.” Then, new words need to be
linked with the ‘peg’ words and images created. &ample, if the first word to be studied is
‘cat’, the image could be of a cat eating a bun.eWkhe rhyme is later recited, the images
drawn up prompt the target words. (Schmitt 1997, Zhompson, |. 1987: 44)

Spatial mnemonics

The loci methodwas employed already by Roman orators (Oxford 1880 240) and is
another useful method for remembering unrelatedds:ofhe technique requires learners to
picture a familiar place and mentally locate thstfitem to be memorised in the first place,
the second in the next place, etc. To recall st students need to “take a tour” around the
landmarks. (Thompson, I. 1987: 45) Learners cao atsange words on a sheet of paper in
patterns (triangles, squares, etc.), a technigliedcspatial grouping, or associate new items
with fingers ¢he finger method) (ibid.).

Visual mnemonics

Word/picture activities for creating mental linke a@specially useful at the early stages of

learning vocabulary (S6kmen 1997: 246-247). Reselas shown that word-picture pairs

lead to better recall than L2 and mother tongue) (utrd pairs (Thompson, I. 1987: 45).
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Instead of using pictures students can visualisedsvmr sentences (ibid.) or even the
orthographical forms of words (Schmitt 1997: 21@jher options recommended by Schmitt
(ibid.) include underlining the initial letter of word or outlining a word with lines, a
technique calle@onfiguration. Schmitt also suggests linking new words with dipersonal
experiences (op. cit.: 212).

The Physical Response Methd@dr Physical mnemonics)

Responding physically to teacher's commands israeimt James Asher’s Total Physical
Response methodology claimed to be equally suit@blboth adults and children, especially
at the beginning level (Krashen 1998: 82). The wethoes not force learners to speak right
from the very beginning and it enables a lot of sroent and action, features appealing to
very young learners (Brewster et al. 2002: 44, \&aleeunteun 1995: 52). In order to practise
or recycle vocabulary, the teacher can have a rahgesten and do’ activities with children
(for a selection of such activities see Vale andriteun 1995: 244-246) or use action songs,
rhymes and stories (Brewster et al. 2002: 44). (Rore information on the method see e.g.,
Larsen-Freeman 2000: 105-119.)

Verbal elaboration methods

It is claimed that if the material to be remembergmrganised in a certain system in
memory, it is also easier to retrieve it (Thompsbnl1987: 46). Developments in lexical
semantics have led to the emergence of the senfeiticsemantic network/map, or semantic
grid strategies (Gu and Johnson 1996: 645, Gu 2882 60) or, as Thompson (Irene, 1987:
46) calls it, ‘grouping’.Semantic mapping consists in brainstorming associations about a
word and presenting them diagrammatically (S6km8&871 250). It enables learners to
represent different sense relationships (e.g. symgnantonymy, coordination) schematically

(Schmitt 1997: 121). The technique is claimed torkwbetter with low than with high
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frequency vocabulary (S6kmen 1997: 251) and istetbee, suitable for more advanced
learners. Meanwhile, Phillips (1993: 70-71) recomdse the technique of vocabulary
networks for presenting groups of words to childegyed 5-12 and Cameron (2001: 87-89)
offers several variants of creating vocabulary weks for practising and recycling words with
students of the same age group. According to M&@at990: 93)‘grids [emphasis added]
usually consist of a list of features or propertgsthe horizontal axis and a set of words
related by some common component of meaning ondheal axis”. Their main objective is
to differentiate between words similar in meaniBdKmen 1997: 252). Also various scales or
clines, Venn diagrams, and tree diagrams belonghgmerbal elaboration methods (ibid.).
(For more information on different ways of groupwgrds see Gairns & Redman 1986: 69-
71.) Some researchers (Gu & Johnson 1996: 645, MyCa990: 97) have expressed their
suspicion whether such methods make vocabularytrete easier. Moreover, Higa (1963,
referred to in Nation & Newton 1997: 251) claimattkearning unrelated items is much easier
than learning items related to each other. Nati®0Q, referred to in Sokmen 1997: 253)
agrees with the afore-mentioned thought and aceglglrecommends semantic techniques for
the review of words. On the other hand, such teples offer a good alternative for more
traditional ways of organising words in a noteb¢eky. a wordlist) (McCarthy 1990: 97).

In addition to grouping (semantic mapping), Thommpg¢loene, 1987: 46-47) recommends
the techniques of theord chain andnarrative chain. In the case of the former, students are
asked to remember words so that every word is &gedowith the previous and the next one.
For the latter, also called the story mnemonic,dsare connected with a storyline.

Other Memory-Enhancing Techniques
Spaced practice(or repetition; also called ‘expanding rehearsai’Rimsleur (1967) and

Baddeley (1990, both referred to in Schmitt & Sahrh®95: 136)) is claimed to lead to more
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secure learning of words than massed repetitiotigh2001: 76). Thus, instead of repeating
words for 15 minutes continuously, it would be wise spend the same amount of time
repeating them at intervals, with intervals gettingreasingly longer (ibid.). Schmitt (1997:
208) classifies the technique among metacognitirgegjies. Students can akself-testtheir
knowledge of words and engage themselveseal-life communicative situationsin the

classroom (Thompson, I. 1987: 47).

Cognitive strategies

Cognitive strategies appear both in O’'Malley anch@bt’'s (1990: 44-45) and Oxford’s
(1990: 43-47) classifications of language learnstgategies and the definitions of the
strategies put forward by the researchers ovedap targe extent. Oxford (1990) defines
cognitive strategies as “manipulation or transfararaof the target language by the learner”
(p. 43). O'Malley and Chamot (1990) also talk abmanipulating information (p. 44) and
include the following among cognitive strategieghearsal, organisation, inferencing,
summarising, deduction, imagery, transfer, andaktion (p. 45).

As to the classifications of vocabulary learningatggies, cognitive strategies as a separate
category appear in two of them (Gu & Johnson 18498, Schmitt 1997: 208; see Appendix 2
and Appendix 4 respectively). However, varioustsgees typically labelled as cognitive ones
are present in most of the classifications of votaly learning strategies (for more
information see below).

Dictionary use strategies

Dictionary strategies are commonly used among &arim order to determine the meaning

of unknown words. According to Nation (2001: 268%ing a dictionary is related to the

intentional approach to vocabulary learning as spdoto, for instance, guessing, which is
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generally associated with incidental learning ofatoulary. The strategies appear as a separate
entity in several studies on vocabulary learningtegies (e.g., Ahmed 1989: 10, Fan 2003:
226, Gu & Johnson 1996: 650, Kojic-Sabo & Lightbod®99: 180). In addition, some
taxonomies of vocabulary learning strategies ineldéttionary use within larger categories.
For instance, Schmitt (1997: 207) classifies diwdiy use among determination strategies,
which, in their turn, are a part of discovery spes (see also Appendix 4). Nation (2001:
218, 220) talks about consulting a reference soune&ing a difference between formal
sources (usually written, e.g. a dictionary) andrengpontaneous sources (usually oral, e.g.
asking a teacher) (see also Appendix 5). As for |#ter, such strategies also appear in
Schmitt’s (1997: 207) taxonomy but among sociatstgies for discovering the meaning of a
new word.

The findings of the studies on vocabulary learnstigitegies in general have proved the
popularity of dictionary strategies, especially thee of bilingual dictionaries (e.g., Catalan
2003: 74, Schmitt 1997: 219). Research into dietignuse, however, has vyielded
contradictory results. Hulstijn’s (1993: 145) expwnts showed that there was no major
difference in the English vocabulary knowledge amigrring abilities of the subjects who
looked up many words as opposed to the ones whoadid_uppescu and Day (1993: 271), on
the other hand, found that the use of a dictionaonsiderably improved students’
performance on the vocabulary test. The resulthedh to suggest that the use of a bilingual
dictionary while reading may aid students’ incidgntocabulary learning (ibid.). Gu and
Johnson’s (1996: 654, 668) study showed a wideofiskctionary strategies by the students
and positive correlation between skilful use of iatidnary for learning purposes and

vocabulary size and English proficiency.
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Dictionaries could be used for several reasonsioNa2001: 281-282) distinguishes
between three major purposes for dictionary use:

1. comprehension (decoding), e.g. looking up newdaanet while listening, reading or

translating;

2. production (encoding), e.g. looking up new wdsspeaking, writing or translating;

3. learning, e.g. choosing new words to study.

In relation to the above, students need differedlissin order to effectively handle
dictionaries (for more information see Nation 20284-288).

There has been considerable debate as to whabkitidtionary is the best for a learner to
use: monolingual, bilingual or bilingualised (seitifgual). Although monolingual
dictionaries have generally be praised in Engliahquage Teaching (ELT) methodology and
considered superior to the other two types, maibgcause they contain a lot more
information, there might be limitations to usingeth. Thompson (Geoff, 1987: 283-284) has
found two major drawbacks of using monolingual idicéries: students might be in trouble
with looking up the right word and with understamglithe definitions. Even in case a
controlled vocabulary is used in the dictionarymiight still be too difficult for low-level
learners of English, especially for children. Bgiral dictionaries have been criticised for a
number of reasons, e.g. for encouraging the uséraofslation and for giving too little
information on how words are used (Nation 2001:)28®dwever, on condition that certain
requirements are met (see e.g., Thompson, G. Z33#285), they could be regarded a useful
source of reference. The two types of dictionagesld be viewed as serving different
purposes: bilingual dictionaries are good for quiekerence and monolingual ones give a
more detailed overview of the lexical system obeefgn language (Bejoint & Moulin 1987,

referred to in Laufer & Hadar 1997: 189). Bilingisald dictionaries are hybrids combining the
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features of both mono- and bilingual dictionariesg(, Essential English-Estonian Semi-

Bilingual Dictionary for Speakers of Estoni@®00). According to Laufer and Hadar (1997:
195-196), bilingualised dictionaries are user-fdignand, as their study showed, beneficial to
all types of learners, from unskilled to good dio@ry-users, both for comprehension and
production tasks.

Note-taking strategies

Taking notes is a traditional way of recording ne¥earnt vocabulary, which is suitable
for learners of different age groups and languagel$. Note-taking strategies as a separate
entity appear in three studies of vocabulary leaynstrategies (Ahmed 1989: 11, Gu &
Johnson 1996: 650, Kojic-Sabo & Lightbown 1999: -18®). In addition, Schmitt’s (1997:
208) taxonomy has strategies related to using abook and flash cards under cognitive
strategies.

The two most common forms of note-taking are by mseaf vocabulary notebooks and
word cards (flash cards). The use of vocabularglmmiks is advocated by several authors
(e.g., Gairns & Redman 1986: 95-100, Lewis 1997:835 McCarthy 1990: 127-129).
Moreover, some resource books (e.g., by McCarthO'®ell 1999) offer guidance and
practical advice on how to record items in a notdébo

Despite the keen interest in the topic of vocalyufestebooks, practically no research has
been conducted in the area of note-taking and haviluences vocabulary learning (Gu 2003:
para. 43). Ahmed (1989: 11), investigating vocatyléearning strategies in general,
discovered that note-taking strategies were comamnong learners and that there was no
major difference between ‘good’ and ‘poor’ studemisthis respect. In his article Fowle
(2002: 380-388) reviews the process and outcome@straiducing vocabulary notebooks in a

secondary school language programme in Thailanctddeludes that notebooks proved to be
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an effective tool not only for aiding students’ abalary learning but also for promoting the
use of several other vocabulary learning strateggesvell as learner independence (op. cit.:
387).

There are different ways of noting down words invecabulary notebook. Storing
vocabulary in long lists of foreign language wosgish their mother tongue equivalents is
generally not recommended. First, list learningoemages learning words in a fixed order and
discourages the independent recall of every worati@d 2001: 307). As a result, students
memorise words in a certain order and are unableecall their meanings if the order is
changed. Second, list learning arrangement is yigtilexible (i.e. it does not allow the re-
ordering of words or adding more space when needeldich makes it very impractical.
Third, a traditional two-column notebook (e.g. amglish word vs. an Estonian word) does not
cater for the needs of students (Lewis 1997: 7&maly, learning vocabulary does not consist
only in learning foreign language words with theanslations. It also includes knowledge of
several other aspects linked with vocabulary ssctoiocation, word derivation, etc.

Schmitt and Schmitt (1995), in search of “a pedagaily-sound notebook” (p. 133), offer
the following procedure when working with vocabylarotebooks: initially word pairs are
written down and learnt, later the translation gare enriched by, for instance, semantic
maps, example sentences, illustrations and derevaimformation (p. 137). Vocabulary
notebooks may come in various formats with a d#férorganisation (e.g. organised by the
alphabet, by a topic) to suit learners’ needs aiglthe teacher’s task to expose students to as
many different ways of organising their vocabulbagrning notebooks as possible. (For more
information on how to organise a vocabulary notébsee e.g., Cant & Superfine 1997: 40-

42, Gairns & Redman 1986: 95-100, Lewis 1997: 75-85
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The second widely-known note-taking strategy iatesl to using word cards. These have a
foreign language word on one side and the mothegue equivalent on the other side. Instead
of the translation (or in addition to it), the cardhy include a foreign language definition of
the word or a visual depiction of it. (Nation 20@D:3-304)

According to Nation (op. cit.: 301-303, 316), onktlbe most ardent advocates of the
strategy, using word cards has several benefits.ifsiance, the strategy is suitable for
learning both high- and low-frequency words, itegsless time than incidental vocabulary
learning and “it is focused, efficient and certafp” 300). In addition to using the strategy for
learning words individually, it can effectively lexploited in classroom conditions, too. The
cards lend themselves to various activities suabagegorising words, creating oral or written
stories using certain word cards, peer-testing,(ete 2005: 48-49).

Meanwhile, the strategy - and direct vocabularyrrige on the whole - has been
disapproved of for various reasons. Nation (20®1%, 299, 301) summarises the criticism of
the opponents as follows: first, word cards lacklevicontext, as a result, memorisation of
words is difficult; second, using word cards foudsting does not aid using the words in
communication and, third, the strategy is not efit for vocabulary growth. Although Nation
(op. cit.) does not agree with all of the afore-tm@red shortcomings, he clearly stresses that
the strategy should be viewed as a complementir etays of learning vocabulary (pp. 301-
302).

In order to make an effective use of word cardddxiafop. cit.: 305-310) puts forward the
following recommendations:

e use recall, i.e. look at the word and retrievenitsaning and vice versa (cf. in lists

words and their meanings are both visible, if reotlg covered up);
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o first learn receptively (look at the word, reca#l meaning), then productively (look at
the meaning, recall the word);

e change the order of the cards constantly and hawee rdifficult words near the
beginning to give them more attention (cf. in ligtsrds are always in the same order,
often the words at the beginning and end of alistremembered better);

e repeat the words aloud (especially for productise)wr to yourself;

e use the word in a phrase or sentence as the cagiteed extra information about the
word;

e process the word deeply and thoughtfully (e.g. byngi a mnemonic aid) to ensure
long-term retention.

In addition to the two note-taking strategies diésct above, words can also be stored in
various other forms such as creating collages evard boxes, envelopes and bags (Brewster
et al. 2002: 90).

Word guessing strategies

Several researchers have included word guessirgegies in their classifications of
vocabulary learning strategies. Ahmed (1989: 1@) the micro-strategy of ‘guessing’ under
the macro-strategy of ‘information sources’. Gu dontinson (1996: 650) distinguish between
two types of guessing among cognitive strategiessging by using background knowledge
(or wider context) and guessing by using linguistices (or immediate context). Schmitt
(1997: 207) has classified guessing strategieshén dategory of determination strategies,
which belong to the broad group of discovery sg&e

Students can guess the meanings of words by anglits¢ new word’s part of speech or its
root and affixes, by thinking of a mother tongueymate, and by guessing a new word’s

meaning from context (Schmitt 1997: 208-209).
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Word part analysis, unfortunately, does not alwlagsl to successful guessing because of
the “words with a deceptive morphological structufleaufer 1997: 25). In such words the
meaning of a whole word is not the sum of the megsbf its components (e ghortcomings
does not meashort visitsbut faults) (ibid.). Associating an unknown word with a mathe
tongue cognate is equally hazardous because @xibence of false cognates (false friends)
(ibid.). For instancesympatheticin English does not measiimpaatnebut kaastundlikin
Estonian. (For more information on the false friema English and Estonian see Allas et al.
2005). In addition to the words with a deceptiverpmmlogical structure and false friends,
there are other “deceptively transparent” (Lauf@®7Z 25) words, which might hinder the
comprehension of a text, such as idioms (eek the buckegt words with multiple meanings
and ‘synforms’ (i.e. similar lexical forms) (e @conomiteconomicalprice/prize) (ibid.).

Guessing (inferencing) a word from context is mostlated to incidental learning of
vocabulary, which Nation (2001: 232) considers thest important way of learning
vocabulary, especially for native speakers but &sdoreign language learners. However, a
distinction should be made here between understgriie meaning of a word in context and
learning a word meaning from context. The lattguiees a degree of deliberate mental action
from the student’s part, and, thus, is more interdl in nature. (Lawson & Hogben 1996:
105) Haastrup (1991, cited in Lawson & Hogben 19965) is of the opinion that “it
[inferencing] is a comprehension procedure thatsdoet automatically lead to learning,
although it has the potential for doing so” (p..2B8khough guessing is highly promoted by
some researchers (Nation 2001: 232, Read 2000:ir&3Jlental vocabulary learning should
not be viewed as opposed to the intentional waleafning words but complementary to it
(Gu & Johnson 1996: 646, Nation 2001: 232). Sonsearch findings also support the idea.

For example, Paribakht and Wesche (1997: 188) fohiadreading comprehension along with
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vocabulary enhancement activities gave better tesulthe case of ESL university students
than reading comprehension alone.

According to Nation (2001), incidental learning(ilearning from context) means learning
from reading, speaking and listening. Consequerligre are different types of contextual
clues available for students: pictures, gesture@stonation and surrounding words in a written
text (Schmitt 1997: 209).

For a successful guessing of words students shbaick three kinds of knowledge:
linguistic, world, and strategic knowledge (Nagy1976). As for linguistic knowledge, the
higher the language level of students, the morecsffely they are able to guess unknown
words (Schmitt 1997: 209). Keeping young learnemnind, Brewster et al. (2002: 91), based
on Nagy (1997), suggest that linguistic knowledgeludes the awareness and use of
grammatical as well as textual clues. The formerralated to prior knowledge of the foreign
language and similarities to the mother tongue,ldtter, for instance, to the knowledge of
punctuation and use of capital letters. A largeabadary size is the prerequisite for successful
guessing (Laufer 1997: 29, Nation 2001: 233). I¢ baen claimed that at least 95% text
coverage is necessary for learners to be ablegtthesclues for guessing unknown words (Liu
& Nation 1985, referred to in Nation 2001: 233).eBva higher percentage (98%) is needed
for reading for pleasure (Hirsh & Nation 1992, re¢el to in Laufer 1997: 29). In order to
understand 95% of a text the vocabulary thresheellof at least 3,000 word families or
5,000 lexical items is required (Laufer 1997: 24¢cording to Laufer (op. cit.: 28-30), there
are four kinds of factors that complicate the giumgsprocess of unknown words for students:

e nonexistent contextual clues, i.e. the clues fodewstanding unknown words are

completely missing;
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e unusable contextual clues, i.e. the clues areecblad the words which are also

unknown to students;

e misleading or partial clues, i.e. the clues promsteng guesses or guessing a very

general word meaning;

e suppressed clues, i.e. the clues do not matchthtreader's background knowledge

of the subject matter.

The latter is connected with world knowledge, peior knowledge of the topic or the
situation in general. Research evidence has shbamitt is much more difficult to learn a
word about a new concept than to learn a new wordifknown phenomenon (Nagy 1997:
79). Brewster et al. (2002: 91) have complementeddvknowledge with extra-linguistic
knowledge including visual clues (e.g. illustragprand audio clues (e.g. word and sentence
stress). They claim that for children extra-lingigisvorld knowledge plays a much greater
role than linguistic knowledge in guessing unknamords (ibid.).

The final type of knowledge, strategic knowledges lbeen defined by Nagy (1997) as
“involv[ing] conscious control over cognitive reseas” (p. 81). The definition implies that
students may become better guessers if they agbtthow to guess (ibid.).

Guessing strategies have been at the centre ofatestidies (for a comprehensive
overview see Nation 2001: 217-262). The findingdhef research show that the number of
words successfully guessed or learnt is generatiglls(op. cit.: 236, 238) and that the main
factor promoting the success of guessing from ctriteforeign language proficiency (op.
cit.: 247). In studies of vocabulary learning stpes, students have reported an extensive use
of guessing strategies on several occasions (FaB: 229, Gu & Johnson 1996: 654, Schmitt

1997: 219).
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Although incidental learning of words should getigrde viewed favourably, S6kmen
(1997: 237-238) has found several potential probleith it:

e guessing from context is a very slow process whiely result in errors;

¢ students’ limited vocabulary makes comprehensian lo

e some students may prefer other ways of learninglvalary;

e guessing from context does not guarantee that theel Wg stored in the long-term

memory.

The list of drawbacks by Sokmen (ibid.) along wilie potential problems pointed out

above clearly emphasise that students should besegpto both incidental and intentional

ways of learning vocabulary.

Social strategies

Social strategies help students improve their legrby communicating with other people
(O’Malley & Chamot 1990: 45, Oxford 1990: 135, Sattirh997: 205). Oxford’s classification
of language learning strategies (1990: 15) inclusigsarate categories for social and affective
strategies whereas O’Malley and Chamot (1990: 4&kehgrouped both strategies into one.
Schmitt’s (op. cit.: 207-208) taxonomy, which issbd on Oxford’s (1990) classification, is
the only classification of vocabulary learning sttaes to have a separate category of social
strategies, both under discovery and consolidasivategies (see Appendix 4). However,
single strategies related to interacting with otheople can be found in other classifications as
well. Ahmed (1989: 10) has included such strategiethe macro-strategies of ‘information
sources’ (e.g. ask classmates), ‘practice’ (e.g.atisers to verify knowledge) and ‘preferred
source of information’ (e.g. group work). Also F&003: 226) has not treated social/affective

strategies separately but integrated them intmther categories. Surprisingly, though, social
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strategies are completely missing from some classions (e.g., Gu & Johnson 1996: 650-
651, Kojic-Sabo & Lightbown 1999: 179). This leawas impression that the role of social
strategies is not regarded as essential as thefrokber strategies in learning vocabulary. The
lack of affective strategies from the classificasaf vocabulary learning strategies may also
be explained by the fact that the use of suchegi@ seems to influence language learning in
general.

Students can employ social strategies both forogliexing the meaning of a new word and
for practising or recycling vocabulary. Mostly tbacs are the ones to provide information
about new words by, for instance, giving the motbeague translation or a synonym, defining
the word or using it in a sentence. Similar infotior® however, could also be obtained from
classmates or friends (Schmitt 1997: 210). As facpsing new words, various group and

pair work tasks, such as role-plays, interviewsyays, appear to be the most suitable ones.

Metacognitive strategies

Metacognitive strategies, in their broadest megnifpgovide a way for learners to
coordinate their own learning process” (Oxford 19986). More specifically, the strategies
enable learners to plan, observe and assess thevéigs of learning vocabulary in order to
achieve better results (Schmitt 1997: 205, 216).Qxford’s classification (1990: 15)
metacognitive strategies appear as one of threeegtdanguage learning strategies. As for the
taxonomies of vocabulary learning strategies, tagegory exists in two of them (Gu &
Johnson 1996: 650, Schmitt 1997: 208). Insteath®term ‘metacognitive strategies’ Gu and
Johnson (1996: 650) use the term ‘metacognitivelagign’, which involves the strategies of
selective attention and self-initiation. Althougther scholars have not explicitly used the

wording ‘metacognitive strategies’, their classfions often include strategies related to
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controlling one’s learning process. For instancém@&d’s (1989: 10) micro-strategies of
‘overlook’, ‘ask for a test’ and ‘self-test’ clegrlink with the idea of metacognitive strategies
defined above. The same applies to the categofi@adependence’ and ‘review’ in Kojic-
Sabo and Lightbown’s (1999: 179-180) study, thegaty of ‘planning’ in Nation’s (2001.:
218-219) classification and the category of ‘mamaget’ in Fan’s (2003: 226) research.
According to Schmitt (1997: 216-217), there areesavways how learners can direct their
vocabulary learning process. First, learners caelek for maximum exposure to the foreign
language through various mediums (e.g., bookslirteenet, films) as well as communicating
with native speakers. Second, students can tesistflees, which also helps to assess the
suitability of the vocabulary learning strategieseoemploys. Third, students can pay
conscious attention to organising the practice trhevords (see p. 36 above). Finally, being
aware of the distinction between high- and low-freracy words, students can exploit different
strategies for learning them. (ibid.) As for th#dg Nation (2001: 16, 20) gives the following
recommendation: high-frequency words should receisemuch attention as possible both
from teachers and learners in the form of direatiéng, direct learning or incidental learning.
In the case of low-frequency words it is the teashtask to train students to use suitable
strategies, such as guessing from context, to lealmers discover the meaning of the words.
Using Schmitt’'s (2000: 133) terminology, high-fremqmaey words require more the use of
consolidation strategies whereas low-frequency wocdll for the use of determination
strategies. Students could also be encouragecthtmedow-frequency words (Schmitt 1997:
216) if the unknown words do not interfere with guehending the text. The easiest way for
students to learn about the frequency of wordy igding the information in a recent learner’s

dictionary (e.g.Macmillan English Dictionary for Advanced Learn@302).
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Although metacognitive strategies are consideregreat importance in language learning
(Ellis 1999: 108, O’'Malley & Chamot 1990: 8, Oxfol®90: 136), research into vocabulary
learning strategies has yielded conflicting resufan’s study (2003: 229-230), for example,
revealed that the students considered managemeatiegses relatively important but
nevertheless the category received one of the lowmesan scores (along with association
strategies). Inactive use of metacognitive straegias also reported by Kudo (1999: 18). Gu
and Johnson (1996: 654-655), on the other handhdfdliat both variables of metacognitive
regulation were relatively popular among the stiéslesnd that the variables correlated
positively both with general English proficiencydavocabulary size. In Schmitt’s (1997: 221)
study the respondents ranked the strategy of ‘coatio study over time’ among the most
helpful strategies whereas the strategy of ‘skipass a new word’ was rated among the least
helpful ones. Kojic-Sabo and Lightbown (1999: 1&3)l investigating differences between
the strategy use of EFL and ESL learners, discovérat the former preferred using ‘review’

strategies and the latter ‘independence’ strategies
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PREFERENCES OF THE ESTONIAN LEARNERS (FORMS 3-6):

AN EMPIRICAL STUDY

The aim of the research

Proceeding from the findings of previous reseatbh, empirical study set out to test the
following hypotheses:

1. The range of vocabulary learning strategies/alstiemployed by Estonian students of
the age group under study is limited.

2. The preferences of boys and girls as regardsgusbcabulary learning strategies
differ; girls exploit a wider range of vocabulasalning strategies.

3. The use of vocabulary learning strategies ofmfdive students is more limited than
that of form six students.

4. There are discrepancies between the frequenagingl vocabulary learning strategies
and their perceived usefulness.

5. Students prefer ‘shallow’ vocabulary learninggies to ‘deep’ ones.

Method

Data elicitation instruments

Two instruments were selected in order to elicittd#bout vocabulary learning strategies
exploited by students: a semi-structured interviewstudents of the third and fourth forms
(see Appendix 6 for the guide) and a questionnfairestudents of the fifth and sixth forms

(see Appendices 7a and 7b).
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The interview format was considered suitable forunger students as face-to-face
communication enables to reformulate questions liaate remained unclear to students or
clarify any other problems students may have witmgering. In addition, filling in a lengthy
questionnaire requires good reading skills and eotration from the students’ part, abilities
that nine- to ten-year-olds are still developintudents of forms five and six were generally
regarded of suitable age to manage with completiagjuestionnaire.

Both the interviews and the questionnaire aimefinding answers to the following main

questions:

How do students deal with new words at home, inolydhe different ways of
conducting self-check?

e How is (new) vocabulary studied in the classroom?

¢ What are the various sources of obtaining new valeay for children?

e How do students handle unknown words in the classrand at home?

Some questions in the interview and items in thestjannaire (e.g. items 44, 46, 49, 50,
etc.) regarding classroom work reflected strateglesely dependent on the teacher’'s work
during the lesson, strategies that students demmioy without teachers asking them to do
so. For instance, in item 44 ‘| repeat new wordshorus with the tape’ students cannot use
the strategy if the teacher has not decided tahesparticular way of dealing with vocabulary.
Still, the questions were asked during the intevgiand items included in the questionnaire to
get a glimpse of the strategies teachers promoabtéshwcan be hypothesised to shape the
strategies of students on the subconscious leve.majority of the strategies related to the

home context, however, were ones that studentsl @qgloit at their own will.
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In order to conduct thimterviews an interview guide was compiled. In addition telsag
answers to the above-mentioned questions, it aldoded questions about how new words
are presented to students and which mode of legamigual, auditory) students prefer.

Although the interviews gave valuable insights intee ways nine- and ten-year-old
children learn words, their main purpose was toagedverall picture of the strategies used by
the particular age group, which, in its turn, conédp to compile the questionnaire for slightly
older students.

As a result, the questionnaire was not based amgéesaxonomy. Instead, several sources
were consulted and the results of the researciedaout earlier were taken into consideration
(Brewster et al. 2002, Catalan 2003, Kudo 1999,htigwn, personal correspondence
2.11.2004, Schmitt 1997). The reasons for not salpany available questionnaire were
twofold:

e none of the questionnaires had specifically beewisdd for the learners under
examination in the present research (students Hgid®), therefore, the questionnaires
available were found to be more appropriate faatnedly mature learners, i.e. students
at the upper-secondary level and upwards;

e it was considered necessary to adapt the contetiiteofjuestionnaire to the Estonian
learners of English as the questionnaires availaftbbeen designed keeping different
target groups (Japanese, Spanish, Canadian) in mind

The questionnaire consists of two parts. The fiest contains items pertaining to sex, age
and form. The main part of the questionnaire listsa table format altogether 64 items
concerning different ways of learning vocabularys mentioned above, a distinction was
made between learning words at home and learnem it school. The decision was inspired

by Kudo’s work (1999: 31): his questionnaire did define the context and he claimed after
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conducting the research that this might have caafuke participants. Because of the ‘home’
and ‘school’ division, some of the items (3/51,5)/23/60, 11/48, 1/45, 21/55, 26/56, 24/61,
29/58) appear in both sections. This was considerecessary for finding out if any
differences exist in students’ preferences relédetie context of studying. It was not possible
to duplicate all the options in both sections faotreasons: 1) students can exploit some
strategies either at home or at school; 2) dupfigatbo many variants in both sections would
have made the questionnaire too long. Initiallye #trategies included in the questionnaire
were not allocated into broader categories sudogsitive, memory, etc. strategies. The main
reason lay in the fact that a number of strategmsld fall into several categories. For
example, items 1 and 45 ‘I look up the meaningrotiaknown word in an English-Estonian
dictionary’ could be labelled as a ‘cognitive stgy’ according to Gu and Johnson (1996:
650), as a ‘determination strategy’ based on S¢h®97: 207) and as a strategy related to
‘sources’ according to Nation (2001: 218). The goesaire does not include such memory
strategies as the keyword, peg or loci methodss Msés a conscious decision: it was
presumed that the methods are unknown to stud&hts.questionnaire, however, contains
some simpler memory strategies related to assooiatid imagery (e.g. items 35, 36, 54) that
students were considered to be familiar with.

In the main part of the questionnaire the studbatse three tasks. First, they are asked to
cross the right columns depending on how frequetitgy use the strategies presented.
Second, the students are required to select fivet meeful options both from ‘home’ and
‘school’ sections and circle them. Third, the studehave a possibility to write down their

own ways of learning vocabulary in case they ditfimal the particular variant from the table.



54

In order to process and interpret the data obtafreed the questionnaire, a 4-point Likert
scale was used as follows: 0 — ‘never’, 1 — ‘selg@m- ‘sometimes’, 3 — ‘often’ and 4 - ‘very

often’.

Sample

Altogether 7 students, aged 9-1ere interviewed The children were studying in forms
three and four in three different schools of Ta&lithough all the students had four English
lessons per week, five of them were from an Engisised class and two from an ordinary
one. The interviewees were selected by their Emgéachers, who were asked to follow the
general rules below:

¢ to choose students equally from both sexes;

e to choose fairly communicative students;

e not to choose only ‘good’ students.

The characteristics of the students are given ieTa.

Table 1.Characteristics of the students of the third andartio forms

School 1 School 2 School 3
No of students 2 3 2
Sex 1 boy 1 boy 1 boy

1 girl 2 girls 1 girl
Form 3 - 1 student 2 students
Form 4 2 students 2 students -
English-biased class no yes yes
No of lessons per week 4 4 4

Beginning of English beginning of form 3 2nd term of form 2 2nd termfarfm 2
studies

The questionnaire was completed by 230 students: 117 (50.9%) werdests of the fifth
form and 113 (49.1%) of the sixth form. Particigamntcluded 108 (47.0%) girls and 122
(53.0%) boys. The students came from seven diffegelmools, six out of which were schools

of Tartu, among them one basic school, and one ffamu county. 54 students (23.5%)
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studied in an English-biased class and the resi76- (6.5%) — in an ordinary class.
Characteristics of the students are provided inelrab

Table 2.Characteristics of the students of the fifths amthsforms

Number Percentage
Formé 113 49.1
Sex
Male 122 53.0
Female 108 47.0
Age
10 years old 1 0.4
11 years old 109 47.4
12 years old 101 43.9
13 years old 17 7.4
14 years old 2 0.9
Type of school
Secondary school in Tartu 166 72.2
Basic school in Tartu 27 11.7
Secondary school in Tartu county 37 16.1
Type of class
English-biased class 54 23.5
Ordinary class 176 76.5

Data collection procedures

Theinterviews were conducted individually with all the studebetween October 13and
November ¥ 2004, on the school premises during their Englisssons. Before the
interviews the students were informed about thereadf the interview: that there were no
right or wrong answers, that they should try tovaersall the questions as well and honestly as
they could, that their names and schools wouldbeadisclosed and that the interview would
be recorded. During the interviews a friendly aaldxed atmosphere was aimed at and mostly
achieved too. All the interviews were conductedEstonian and lasted approximately 15-20
minutes each. Although a guide was compiled fodimgl the interviews, no strict order of

guestions was followed during the interviews.
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The survey was carried out between November"1@nd December ' 2004. The
guestionnaires were distributed to the studentthbyauthor and they were completed during
an English class. Despite the fact that the queséime had an introductory part, the students
were orally informed of the following prior to hand out the questionnaires:

¢ the questionnaire is not a test; thus, there amgghod or wrong answers;

¢ the students should make their decisions deperatintbeir opinions;

e the students should try to answer as honestly &g ¢hn and not consult with their

desk mates or class mates as they might be leandnds completely differently;

¢ the students should try to give responses accotdifigpw they actually learn words,

not to how they might be learning them.

In addition, the students were given detailed uddions on how to complete the
guestionnaire. They were also free to ask for fatation at any point during filling it in. It
took approximately 20-25 minutes for the studentdmplete the questionnaire. Estonian
was used in the questionnaire as well as in gitieginstructions. The questionnaire was pre-
tested with a group of form five students, afterickhthe wording of some strategies was

improved and the layout slightly changed.

Data analysis procedures

Both qualitative and quantitative data analysesewsarried out in the study. As to the
former, for the purpose of the present study, & wat considered necessary to fully transcribe
the recorded interviews. Instead, notes were takéime interviewees’ main ideas, which were
later summarised into a text. Quantitative datdysisawas performed with the help of SPSS

11.5 for Windows and included the following statiat procedures:
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1. descriptive statistics, including means, stathddeviations and frequencies, were
computed to summarise the students’ responsedrig tiee 64 strategies listed in the
guestionnaire; t-tests were run to determine amyissically significant differences
between the responses of the boys and girls asasdthe students of forms five and
SiX;

2. factor analysis was performed to discern thestyiohg factors for the strategy items.

In addition, the students’ responses to the fimat pf the questionnaire, which asked them

to note down any other vocabulary learning straedhey made use of, were analysed and

summarised.

Results

Interviews

The part below summarises the personal prefereotdise students when learning and
picking up new words at home.

Student No. 1.She is a ten-year-old fourth form student of arirany class (school 1). At
home she mostly spends five to ten minutes studgaw words and she prefers to do it as
follows: she covers the pronunciation and word&mglish with a piece of paper and, based
on words in Estonian, she writes the words in Efgbn the paper. She also pronounces the
words aloud or silently and often lets somebodyckhe new words. She studies the words
in the evening and sometimes revises them in thenimp While watching cartoons or
playing computer games in English, she mostly tiieanderstand the meaning of unknown
words by guessing. She does not read any booksgazines in English and she uses only the

Estonian-based Internet.
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Student No. 2.He is ten years old and studies in form four obedinary class (school 1).
He claims to remember most of the new words fromliEh lessons, so at home he just needs
to have a quick look at them to check the spellihg repeats the words in his mind, spending
approximately five to ten minutes on the activie thinks that he does not need to revise the
new words for a second time and usually does rtoangbody check the new words. He
watches cartoons and films in English as well aypkomputer games in English. In the case
of new words, he tries to understand the meaningitmgelf or turns to his elder brother. Like
the previous student, he also uses only the Estdraaed Internet.

Student No. 3.She is nine and studies in the third form of anliShegbiased class (school
2). At home she mostly uses the textbook glossarysfudying new words: she covers the
words in Estonian, reads the words in English dmiks of their meanings. As spelling is
different from pronunciation in English, she fetist it is necessary to practise writing new
words. She spends several hours on studying newsasic!) and it takes her 15 minutes to
revise previously learnt vocabulary. She does natclv cartoons in English (they have
German channels at home) and she sometimes plagsmputer game at home, which has
relatively difficult words. If she has trouble umg&nding, she turns to her brother or tries to
manage on her own. She sometimes uses a website whe can study different subjects,
either in English or Estonian.

Student No. 4.He is a 10-year-old student of form four in an Estgbiased class (school
2). For studying new words orally at home, he cewsords in English and by looking at
words in Estonian, says the words in English aldfiche has to learn the spelling of the
words, he writes all the words in Estonian on aassje sheet of paper. Then he revises all the
words orally, after which he writes the words inglish down on a piece of paper, and finally

he checks everything. Sometimes he asks his mdtheto the final check. Usually he
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remembers the new words quite quickly but it caso abhke more time depending on how
difficult the words are. In the morning he revis® words studied in the evening, as
according to him, during the night the brain “digests” the new wotd®ue to long school
days he does not watch cartoons in English as aféeme used to. Mostly he understands the
meaning of unknown words based on the action gomgn the screen and he thinks he has
picked up some new words from the cartoons. He doédhave a computer at home, so he
cannot play any computer games or surf the Internet

Student No. 5.She is 10 years old and studies in the fourth fofian English-biased class
(school 2). She prefers to study new words at hiontiee following way: first, she revises the
words, second, she writes them down and, third,ninather asks her to translate the words
into English. She claims to spend five minutes toiyang the words. Sometimes, though, she
needs to revise the words for the second time duha same evening. She watches cartoons
and horror films as well as plays computer gameBrglish. She tries to make sense of the
new words by using visual clues. She reads Intevebésites that are in Estonian.

Student No. 6.She is a nine-year-old studying in the third forfnam English-biased
school (school 3). She prefers to learn new woydsehding them through quietly and asking
her sister to check them. The whole procedure thkewery little time, about 5 minutes. She
does not watch cartoons in English very often lbutcase there is a word she does not
understand, she sometimes looks it up in a dictjortshe does not play any computer games
in English and she cannot use the Internet as famiily does not have the connection. She
claims to have read a book in English and she didfind it difficult to understand the
content.

Student No. 7.He is nine years old and a form three student oEaglish-biased class

(school 3). When studying words at home, he, finsties the words and their pronunciation
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from the textbook glossary into his notebook. Henthepeats the words, either aloud or in his
mind, with the notebook first open and then clos¢el.does not do any written repetition. He
thinks that he is good at memorising words, soulse needs to go through the words once or
twice and he can remember them. He often watchesores and plays computer games in
English as well as surfs websites in English onltiternet. In the case of unknown words he
either does not pay attention to them or triesuesg the meanings. He has learnt a couple of
new words from the computer games (sword. He has not read any books in English.

As the interviews resulted in a great amount ofadanly the most important general
findings will be drawn together in the followingrnpa

The majority of the students when asked whether theto associate new English words
with Estonian words (based on pronunciation) clairtteat they were not doing it. The only
positive answer from one of the students soundtderaesitant. Associating new words in
English with the words already known to them aradysing a new word’s meaning were also
unpopular among the students.

When confronted with an unknown word at home oscitool, most of the students asked
somebody (parents, siblings, the teacher) for thammg of the word. The use of a dictionary
was not common: only one student reported a diatipms his first choice in finding out a
new meaning; the others used it seldom or did setiuat all. One student said that the main
purpose of a dictionary for him was to look up plmenunciation of new words and write them
in the personal vocabulary book. On the other haextbook glossaries turned out to be
relatively popular (mentioned by four students)hboiatr looking up meanings of words and for
studying new words. Three students thought thaittiires were available they would help the

learners understand the meanings of unknown woFtisee students occasionally tried
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guessing the meanings of new words with the help obntext while one student could not
see any point in the activity by saying/ell, why should | do that?

As expected, the traditional three-column varidrtiglish word — pronunciation — Estonian
word) turned out to be the most typical way of reaag new vocabulary (mentioned by five
students). Two students noted new words down mastljwo columns (English word —
Estonian word) adding the pronunciation only in sorases. Five students occasionally drew
pictures to accompany the new words.

As to the preferences for learning new words abskhhe opinions of the students seemed
to differ depending on their personal learning edyland their teachers’ teaching styles.
Although four of the students clearly stated thatytpreferred learning words based on topics,
it could have been because their teachers had mhogeresent and practise new words this
way. The rest did not see much difference betwbentwo options: Words are word$ as
one of the students said adding, though, that & @asier to form associations between words
if they were topic-related. Regarding the visualaaral modes of learning, three groups of
students emerged: those with a clear visual pneferé¢2 students), those with a clear aural
preference (3) and those who liked both modes (2).

Not surprisingly, choral repetition of words withet teacher emerged as a common way of
practising new words. Occasionally, though, paig@up work based on new vocabulary was
done (e.g. role-plays, dialogues). When dealindh wigw words, three students preferred to
work individually, two in pairs, one with the whottass and one student had no preference
here. The vast majority of the variants for prasgswords prompted to the students — word
games, crosswords, songs, poems, action rhymesinghnimwere actively exploited in the
English lessons. Quite expectedly, the use of wWdeas not popular: none of the interviewees

gave a positive answer here.
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Questionnaire
Descriptive statistics

As the results show, the vocabulary learning siate as rated by the students, were not
used very frequently (see Table 3). This is probgdthe relatively low means for all the
strategies: none of the strategies was used ‘viggp'aon average and only one strategy — item
30 in the questionnaire — received a mean oveet(8&9). On average, 23 strategies out of
64 were exploited ‘sometimes’, 28 ‘seldom’ and thst (12) were practically not employed

by the students. Item 18 ‘I tape new words an@rtisb them’ (at home) received the lowest

mean (0.06).
Table 3.Descriptive statistics for the questionnaire
Item
No No Item in the questionnaire M SD N
| cover the words in English (and their
pronunciation), by looking at the words in Estonian
1 30 |try to remember the words English. (home) 3.29 141. 230
| write new words in the (vocabulary) notebook.
2 51 (lesson) 287 131 230
3 14 | study new words alone. (home) 2.73 1.20 228
| repeat new words in chorus after the teacher.
4 50 (lesson) 271 120 229
| write new words in the notebook in three columns
(words in English - their pronunciation - words in
5 22 Estonian). (home) 265 156 231
| find out the meaning of an unknown word if it
6 27  hinders understanding the text. (home) 261 1201 23
| use the textbook glossary for studying words.
7 8 (home) 259 131 230
8 33 | repeat new words in my mind. (home) 259 11.2231
9 40 | write new words down at least once. (home) 562 1.34 231
I write new words in the (vocabulary) notebook.
10 3 (home) 254 142 229
| look up the meaning of an unknown word in the
11 52  textbook glossary. (lesson) 251 123 229
| ask the meaning of an unknown word from the
12 43  teacher. (lesson) 240 1.04 230

| look up the meaning of an unknown word in the
13 10 textbook glossary. (home) 235 124 231
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15

16

17
18

19
20

21

22

23

24

25

26

27
28

29

30

31

32

33

34

35

13
23

11

16
32

48
60

17

39

a7

38

31

45
44

53

42

55

63

21

63

| pick up new words when watching TV
programmes, films, commercials, etc. in English.

(home) 232 129 231

| pay attention to unknown words. (home) 2.31.20 229

| try to understand the meaning of an unknown

word on the basis of the text. (home) 230 093 231
| pick up new words when playing computer games

in English. (home) 229 136 231

| repeat new words aloud or in a whispermp 228 127 229

| try to understand the meaning of an unknown

word on the basis of the text. (lesson) 225 1.0531 2

| pay attention to unknown words. (lesson) 212. 1.25 222

| use the (vocabulary) notebook for studying new

words. (home) 219 138 229

| revise the new words ticked (crossed) as lonp as

can remember them. (home) 217 155 230
| ask the meaning of an unknown word from my

desk or class mate. (lesson) 210 119 231
| ask the meaning of an unknown word from my

mother or father, brother or sister. (home) 2.00 301. 229

| look through the new words which | have ticked

(crossed). (home) 198 159 229

| cover the words in Estonian, by looking at the
words in English (and their pronunciation) | try to

remember the words in Estonian. (home) 1.97 146 9 22
| look up the meaning of an unknown word in an
English-Estonian dictionary. (lesson) 1.72 130 230

| repeat new words in chorus with the talesspn) 1.70 1.36 228
I let my mother or father, brother or sister check

new words. (home) 169 122 230

| look up the meaning of an unknown word in an

English-Estonian dictionary. (home) 168 097 231
I check the knowledge of new words with my desk

or class mate. (lesson) 1.67 114 230
| simply look new words through without covering

the columns. (home) 165 1.20 230

| try to understand the meaning of an unknown

word by looking at the accompanying picture.

(lesson) 164 1.07 230
| study the words of an expression together as if

they were just one word (e.§Vhat a shamé!

(lesson) 1.63 1.14 229
| try to understand the meaning of an unknown

word by looking at the accompanying picture.

(home) 1.62 098 229
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37

38
39

40

41

42

43

44
45

46

47

48

49

50
51
52

53
54
55

56

57
58

59
60
61

19

37

25

54

49

59

62

56

20

35

64

28

S7
26

36
34
46

24

61
12

41
58

64

| pick up new words when reading the Internet in

English. (home) 156 135 228
| put a tick (a cross) in front of a new word | &bu

not remember. (home) 156 142 230
| revise new words several times during a day.

(home) 153 114 231

| constantly revise words studied before. @om 1.49 0.88 228
| associate new words with the words studied

before. (lesson) 145 1.06 229
| study new words by playing word games (e.g.
bingo, hangman, guessing game, etc.). (lesson) 1.412 231

| associate English words with Estonian words

based on the pronunciation or spelling. (lesson) 421. 1.09 229
| associate new words with their synonyms (e.g.

huge = very big or antonyms (e.gtall - shori.

(lesson) 1.38 1.08 231
| pick up new words when reading books,
magazines, etc. in English. (home) 1.34 122 230

| make up sentences with new words. (lesson) 1.31 1.12 231
| teach new words to my mother or father, brother

or sister, friends. (home) 1.30 1.04 230
| look at a new word, close my eyes and picture the

spelling of the word. (home) 1.21 1.22 230
| study words by singing songs and reading poems.

(lesson) 1.20 1.18 227

| write new words in the notebook in two columns

(words in English - words in Estonian). (home) 1.181.48 230

| study new words with a mate (e.g. class mate,

friend). (home) 114 094 231
| study words by solving crosswords. (lesson) 1.13 113 230

I make up sentences with new words. (home) 10 1. 0.98 228

| look at a new word, close my eyes and picture the

meaning of the word. (home) 090 1.07 230
| repeat new words by spelling them. (home) 840 1.04 230

| study new words from a video in Englisesgon) 0.82 1.10 228
| group words in the notebook based on a topic or |

do a mind map. (home) 0.70 0.93 229
| group words in the notebook based on a topic or |
do a mind map. (lesson) 0.66 0.88 231

| use flash cards for studying new wordsim&p 0.65 0.98 231
I write down the new words | pick up when
watching TV, using the Internet, etc. (home) 0.43.780 231

| act out (mime) new words. (home) 0.34 0.7226
| draw a picture of a new word. (lesson) 0.30.64 227
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When studying new words | put labels on the

62 15 objects or the wall. (home) 0.28 0.74 230
63 29 | draw a picture of a new word. (home) 0.24 530 230
64 18 | tape new words and listen to them. (home) 060 032 231

Note:M - meanSD - standard deviatiomN - number of respondents

Most of the strategies listed twice in the questaire (home vs. lesson) were used slightly
more often in lesson (e.g. items 51 and 3, meai& &d 2.54 respectively; items 56 and 26,
means 1.31 and 1.10 respectively), although in scases the difference between the means
was practically non existent (e.g. items 45 andngans 1.72 and 1.68 respectively). Two
strategies were exploited more often at home thdesson on average (items 23 and 60, 24
and 61) but the difference between the means wais agtremely small.

When looking at the results of items 30 and 31Kirammnumbers 1 and 26 respectively), an
interesting tendency could be observed. The optioere new words were learnt or revised by
translating them from Estonian into English (ite) 8as clearly favoured (mean 3.29). The
reverse variant (item 31) was far less popular (nie7).

In order to find out if the responses given by tis differed in any respect from the
answers given by the boys, a t-test was run. T$teréeealed that the girls had average scores
higher for 38 strategies and the boys for 25 gjrage The mean was equally low for one
strategy (item 29) (see Appendix 8 for a completeraiew of the differences). As expected,
this shows that the girls employed a greater nunobestrategies more frequently than the
boys. On the other hand, the differences betweenntieans were relatively small. The
difference was statistically significant on 15 arstes (see Table 4). Among them there were
only three where the boys received higher meamsnétll, 16, 19) and 12 with higher

averages for the girls.
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Table 4.Statistically significant differences in the prefaces of the boys and girls

ltem
No Item in the questionnaire Boys Girls

M SD M SD p
| look up the meaning of an unknown word
1 in an English-Estonian dictionary. (home) 1.56 1.051.83 .86 .04
| look up the meaning of an unknown word
10 inthe textbook glossary. (home) 219 130 252 61.1.04

| try to understand the meaning of an
unknown word on the basis of the text.

11 (home) 2.45 .94 2.13 90 .01
| pick up new words when playing

16  computer games in English. (home) 274 131 1.7824 1. .00
| pick up new words when reading the

19 Internetin English. (home) 1.78 1.47 1.32 1171 .0

| find out the meaning of an unknown word
27  ifit hinders understanding the text. (home) 2.46 .311 2.79 1.05 .04
| cover the words in English (and their
pronunciation), by looking at the words in
Estonian | try to remember the words in
30  English. (home) 3.05 131 356 .85 .00
| cover the words in Estonian, by looking at
the words in English (and their
pronunciation) | try to remember the words

31 in Estonian. (home) 1.78 145 217 145 .05
| repeat new words aloud or in a whisper.

32  (home) 207 123 251 128 .01
| put a tick (a cross) in front of a new word

37 | could not remember. (home) 1.17 139 200 134 .00
| look through the new words which | have

38 ticked (crossed). (home) 154 157 246 147 .00

| revise the new words ticked (crossed) as
39 long as | can remember them. (home) 1.70 156 271 135 .00
| write new words down at least once.

40  (home) 217 139 299 113 .00
| look up the meaning of an unknown word

52  inthe textbook glossary. (lesson) 235 128 2.69.161 .03
| check the knowledge of new words with

53 my desk or class mate. (lesson) 151 116 1.8 1.102

Note:M - meanSD - standard deviatiom - level of significance

The boys turned out to be more eager to guess #aming of an unknown word based on

the text and more open for learning new words whlaying computer games as well as when
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using the Internet. The result was, to some extaott,surprising: boys generally show more
interest towards technology, including informattechnology, and most of them are probably
keen on playing computer games. While the boyseterd rely on discovering the meaning of
a new word by guessing, the girls clearly showeefgence for dictionaries and other
reference material (items 1, 10, 27, 52). In additthe girls employed some strategies related
to aiding memorisation of words more frequentlyntiiae boys. For instance, items 37, 38 and
39 received much higher means from the girls tiha@nbtoys. This could be explained by the
fact that girls take studying (here: memorisingyagmore seriously than boys. As a result,
they try out a greater variety of vocabulary mesation strategies.

A t-test was also run to detect differences ingheferences of the students of forms 5 and
6 (see Appendix 9 for a complete overview). Smédfetences were found in the case of 62
strategies, two strategies had exactly the sammagwescores for both forms (items 8 and 18).
43 strategies out of 62 got higher means in the adsthe sixth form and the rest — 19
strategies — received higher average scores irffiftheform. The means of 16 strategies
revealed a significant statistical difference (Fable 5).

Table 5.Statistically significant differences in the prefaces of the students of the fifth and
sixth forms

ltem
No Item in the questionnaire Form 5 Form 6

M SD M SD p

| pick up new words when reading
books, magazines, etc. in English.
5 (home) 1.11 1.26 1.58 1.14 .00
| ask the meaning of an unknown word
from my mother or father, brother or

6 sister. (home) 2.26 1.27 1.73 1.29 .00
| look up the meaning of an unknown
10 word in the textbook glossary. (home) 2.13 126 725 1.19 .01

| pick up new words when watching TV
programmes, films, commercials, etc. in
13 English. (home) 2.02 1.27 2.63 1.25 .00

14 | study new words alone. (home) 2.49 1.19 298 .171 .00
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| pick up new words when playing

16 computer games in English. (home) 2.09 1.37 249 331. .02
| pick up new words when reading the
19 Internet in English. (home) 1.36 1.29 1.77 139 2 .0

| write new words in the notebook in
three columns (words in English - their
pronunciation - words in Estonian).
22  (home) 2.35 1.62 2.96 1.44 .00
| write new words in the notebook in two
columns (words in English - words in

28 Estonian). (home) 1.56 1.57 .78 1.27 .00
41 | act out (mime) new words. (home) A7 82 1.2 .57 .01
| study new words from a video in
46 English. (lesson) .61 .90 1.03 1.25 .00
| ask the meaning of an unknown word
47 from my desk or class mate. (lesson) 191 1.16 2.281.20 .02
| write new words in the (vocabulary)
51 notebook. (lesson) 2.69 1.39 3.06 1.19 .03
| look up the meaning of an unknown
52 word in the textbook glossary. (lesson) 2.30 1.27 732 1.16 .01
| associate new words with the words
54 studied before. (lesson) 1.26 1.00 1.65 1.09 .01

| associate new words with their

synonyms (e.g.huge = very big or
62 antonyms (e.dall - shor). (lesson) 1.20 .94 1.56 1.19 .01
Note:M - meanSD - standard deviatiom - level of significance

The same trend also emerged here: only three gigatgot higher means in the case of the
fifth form, the remainder — 13 strategies — scdnggher for form 6. The tendency might be
indicating the possibility that students’ awareneksarious strategies increases with age: the
more mature they become, the more frequently thayt sising different strategies. An
additional explanation might be that as the studyEaglish gets progressively more
demanding, more of the strategies potentially knbwnhitherto deemed unnecessary need to
be resorted to.

As the groups of students learning in an ordind@g<and in an English-biased class were

of different sizes, the differences in their opmsovere not studied.
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As the second task of the questionnaire, the stadeare asked to circle five strategies

they considered useful both from ‘home’ and ‘scheettions. The five most and least useful

strategies for both categories are listed in T&bl@-or a complete overview see Appendices

10a and 10b.)

Table 6.Students’ perceptions of the five most and leasfulistrategies at home and

school
No Item Item in the questionnaire Frequency
No
Home: five most useful strategies
1 30 | cover the words in English (and their prasiation), by 102
looking at the words in Estonian | try to rememilee
words in English.
2 1 | look up the meaning of an unknown word inEarglish- 75
Estonian dictionary.
3 22 | write new words in the notebook in threeuoohs (words 75
in English — their pronunciation — words in Estania
4 16 | pick up new words when playing computer ganre 53
English.
5 2 | let my mother or father, brother or sisteredh new 51
words.
Home: five least useful strategies
1 41 | act out (mime) new words. 1
2 29 | draw a picture of a new word. 2
3 18 | tape new words and listen to them. 3
4 24 | group new words in the notebook based apiz or | do 5
a mind map.
5 9 | write down the new words | pick up when watchTV, 5
using the Internet, etc.
School: five most useful strategies
1 43 | ask the meaning of an unknown word fromtéaeher. 130
2 51 | write new words in the (vocabulary) notebook 118
3 50 | repeat new words in chorus after the teacher 85
4 60 | pay attention to unknown words. 82
5 45 | look up the meaning of an unknown word inEarglish- 77
Estonian dictionary.
School: five least useful strategies
1 58 | draw a picture of a new word. 12
2 61 | group words in the notebook based on a topitdo a 14
mind map.
3 54 | associate new words with the words studefdrie. 14
4 46 | study new words from a video in English 23
5 55 | try to understand the meaning of an unknaevand by 25

looking at the accompanying picture.
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As the number of vocabulary learning strategietha ‘home’ category was much larger
than that of the ‘school’ section, the frequen@é&she strategies are not directly comparable.
However, the table above gives a general idea efsthdents' preferences. The comments
below apply only to the top five and bottom fiveasegies at home and school.

Not surprisingly, the same strategy — item 30 -stbwo lists: it is the strategy generally
exploited most frequently (see Table 3 above) dkagethe one considered most useful in the
home context. Somewhat unexpectedly, the studegerded consulting an English-Estonian
dictionary for unknown words (items 1 and 45) vasgful. The usefulness, however, was not
matched with the frequency of using a dictionarg&ms 1.68 and 1.72 for home and school
respectively). Some strategies (item 22 for horeems 50 and 51 for school) were regarded
useful and also exploited relatively frequentlyh@ts (items 2 and 16 for home, items 43 and
60 for school), although considered very usefukensmployed less frequently.

All the five least useful strategies in the ‘honsategory and three strategies (items 58, 61
and 46) in the ‘school’ section ranked extremely kdso in the frequency of using them. Two
items in the ‘school’ section (54 and 55) were rdgd useless and received means below 2

(1.45 and 1.6 respectively).

Factor analysis

In order to find out what groupings existed amamg questionnaire items, an exploratory
factor analysis was run. The number of factors sgeified at eight based on the result of a
parallel analysis. Consequently, a number of grasedid not fit into the categories where
they loaded. Thus, all in all, 23 strategies wdiminated from the further analysis. The
second factor analysis with a total of 41 strategésulted in a much clearer picture (see Table

7). The eight factors accounted for 52% of thel tesisiance.
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Table 7.Factor analysis summary of strategy items. Cronkmcbefficient alpha reliability

estimates
Factor Factor Factor Factor Factor Factor Factoractdf

ltems* 1 2 3 4 5 6 7 8

Item 30 41 -.07 .01 15 40 A2 .04 .09
Item 37 .87 A1 .07 -.05 .04 .04 .07 A2
Item 38 .88 .04 .10 .00 .07 .09 .09 .10
Item 39 .85 A1 .09 -.04 14 A1 .05 .10
Item 40 51 .06 .10 .16 .32 .08 13 14
Item 12 .18 AT .02 .08 .04 .22 .09 .06
Item 15 .09 .68 .07 .07 -17 .04 .05 13
ltem 18 -.14 .50 .07 -.05 .08 .01 -.08 .02
Item 26 .28 48 .07 .01 .20 -.02 -.10 .16
ltem 29 .01 .68 .09 -.04 A2 -.09 .01 .26
Item 56 A1 .37 .16 27 .19 -11 -.18 .25
Item 58 .06 .56 .06 .04 -.01 -.14 -.18 .29
Item 22 .00 .01 .83 .10 -.03 -.21 -.03 .05
ltem 24 A2 .33 .35 -.08 14 .15 -.01 21
ltem 3 .07 -.09 .76 .10 .05 .04 .05 .06
Item 51 .07 -.03 .76 .08 -.05 -.08 -.03 .10
Item 11 .02 -.16 .01 .55 -.03 -.05 -.15 .10
Item 21 -.04 .24 A2 .68 .03 13 .10 .01
Item 48 .10 -.04 .06 71 .10 -.07 -.21 .03
Item 55 -.04 .08 A1 74 .06 .10 .06 .16
ltem 1 .34 .19 27 -.09 .34 .26 -.03 .02
Item 10 14 .16 .05 -.04 .78 .08 .04 A2
Item 27 .25 -.08 .00 .19 .56 .18 -.10 .10
Item 52 .08 .09 .10 .02 .80 .01 .03 .07
Item 8 .02 .06 .03 .03 .78 .01 .18 .04
ltem 2 .18 .23 .05 13 .15 .29 .04 .07
ltem 23 .07 -.07 .03 -.01 .02 .81 -.14 .02
Item 28 .08 -.02 .25 -.08 -.02 .49 .07 .07
Item 43 -.09 22 .23 A2 A7 41 .08 .22
ltem 60 A7 -.09 .06 .04 A1 a7 -.04 .03
ltem 63 -.01 .16 27 22 .16 43 .10 31
ltem 13 -.09 .08 .01 .08 -.04 -.03 -.80 .00
ltem 19 -.16 -.05 12 14 -.03 .04 -.70 .09
Item 46 -.10 22 A1 .19 -.08 -.15 -.39 A7
Item 5 .02 .02 .07 -.09 -.07 .08 -.70 .10
Item 35 .02 .03 .05 .09 .03 -.05 .05 .80
ltem 36 .10 A1 .08 .05 .04 -.06 .05 .69
ltem 54 .09 13 .07 .07 .06 .09 -.29 .50
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Item 59 13 .06 .04 .30 .20 22 .00 51
ltem 61 .18 22 .18 -.15 .10 .20 -.05 42
ltem 62 13 A1 .16 .10 A1 A7 -.01 48

Eigenvalues 3.29 2.69 2.49 2.34 2.90 2.43 2.16 2.70

Factor

variance** 8.00 7.00 6.00 6.00 7.00 6.00 5.00 7.00

alpha*** .84 .65 72 .68 .76 .62 .65 .70

Note. Suggested factor names: Factor 1 - Rote refle&actor 2 - Creative rehearsal;
Factor 3 — Taking notes; Factor 4 — Gings$-actor 5 — Dictionary use; Factor 6 —
Miscellaneous; Factor 7 — Sources of wpFactor 8 — Association and imagery.

* See Appendix 11 for corresponding items.
** Percentage of variance accounted for by a factor
***Cronbach's coefficient alpha reliability estinest

Factor 1 receives loadings from five variables, which allerelated to repeating words
mechanically either in oral or written form. All tie strategies are generally notebook-based
and most of them involve “a look-cover-test che¢Kieuburg and Harris 2003: 57). Rote
repetition strategies appear in several classifinatof vocabulary learning strategies, though
different researchers have labelled them diffeye(dee pp. 30-31). In this study the factor
will be called ‘rote rehearsal'.

The seven variables loading Bactor 2 share a common feature of memorising words by
employing strategies perhaps more “inventive” ituna Some of the strategies (Items 12, 15,
18) obviously include elements of rote repetitiart mvolving means other than a notebook
(flash cards, labels, a tape recorder). Schmit971208) classifies the strategies as cognitive
ones. The other strategies aid memorisation thrasfing students to form a sentence using
the word (Items 26, 56) or draw a picture aboutvibed (Items 29, 58). Schmitt (op. cit.: 207)
labels the strategies as memory ones. In additidhg fact that Schmitt’s cognitive strategies
are more mechanical in nature whereas his memasgtegies involve ‘deeper’ mental
processing, it has to be agreed that the stratégihsded in Factor 2, if exploited, require a
certain amount of creativity and/or fantasy fromdents. Consequently, the factor could be

named ‘creative rehearsal’.
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Factor 3 is defined by four variables, all of which are cemed with writing words down
in a notebook. In the classifications of severaeegchers (Ahmed 1989, Gu & Johnson 1996,
Kojic-Sabo & Lightbown 1999) note-taking appearsaaseparate category of strategies (for
the overview of note-taking strategies see pp. 39-#he strategy of ‘I group words in the
notebook based on a topic or | do a mind map’ (Ho(item 24), although generally
considered facilitative to memaorisation, can alsoelzploited as a form of note-taking. Thus,
the whole factor is labelled ‘note-taking’.

Four strategies loaded éractor 4. two of them are related to inferring the meanafign
unknown word on the basis of the context eithehahe or school (Items 11, 48) and the
other two (Items 21, 55) to inferring the meaningn the accompanying picture at home or
school. In previous studies Gu and Johnson (1986€) Fan (2003) classify guessing as a
separate category of vocabulary learning strategi&shmitt (1997) includes inferring
strategies in the group of various ‘determinatitategies’ and Nation (2001) in the category
of ‘sources’ (for the overview of guessing stragsgsee pp. 42-46). For the purpose of this
study, the factor will be called ‘guessing’.

Factor 5 receives loadings from five variables. Out of thabeee (Items 1, 10, 52) are
directly linked to looking up meanings of new woreisher in a dictionary or a textbook
glossary. Item 27 (‘I find out the meaning of arkmown word if it hinders understanding the
text. (home)’) is only partly related to the aforamioned strategies as using a dictionary here
is one way (out of several) for detecting the megmif a new word. The fifth variable — ‘I use
the textbook glossary for studying words. (homdéerh 8) — reflects a completely different
variant of a dictionary (here: textbook glossarggunamely, that of using a dictionary for
learning purposes, not for reference. Schmitt (198&@s a similar strategy - ‘Use the

vocabulary section in your textbook’ — among cagaitstrategies. If the broad sense of the



74

term ‘dictionary use’ is taken into consideratigrnould be explained why the item loaded in
the factor. ‘Dictionary use’ appears in severaksifications of vocabulary leaning strategies
(for the overview of dictionary use strategies ppe37-39). In this study the factor will also
be labelled ‘dictionary use’.

Six strategies — most of them quite different inuna — loaded irFactor 6. Item 28 is
clearly related to note-taking strategies. As thestjonnaire included a similar strategy (Iltem
22, Factor 3), the two items (Items 28 and 22) migave confused the students, who
consequently might have given inadequate respdiosésem 28. Item 43 is connected with
consulting a spontaneous reference source, i.egaakteacher for information (Nation 2001:
220; see also p. 37 above), thus, it is to somenéxtlated to Factor 5. Based on Schmitt’s
(1997: 207-208) taxonomy of vocabulary learningtetgies (see Appendix 4), Items 2, 23 and
60 could be labelled as metacognitive strategiégrevstudents have a chance to control their
learning process. Item 63 has been classified byn8t (ibid.) as a memory strategy. As the
strategies mentioned above do not share one conshemacteristic, the factor will be called
‘miscellaneous’.

Factor 7 includes three strategies (Items 13, 19, 5) tioa certain extent, are related to
incidental learning of words, i.e. students picking new words from different sources (e.g.
the internet, TV, books). The fourth variable study new words from a video in English.
(lesson)’ (Item 46) - received a much lower loadamgl differs from the others because of its
teacher-centred nature: if the teacher does noawséeo in English classes, students cannot
apply the strategy. Despite the shortcoming, ifrighat conditions are provided, the strategy
resembles the other three ones for focusing onobriee sources of new words, i.e. a video.

Therefore, the factor will be named ‘sources ofdgar
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Factor 8 receives loadings from six items, three of whider(is 54, 59, 62) are clearly
association-related strategies and two (Items 8%,ifBagery-based ones. Item 61 (‘I group
words in the notebook based on a topic or | dordmap. (lesson)’) may also be viewed as
an association strategy, especially as regarddimgea mind map (semantic mapping), a
technique which is truly associative in nature. Thame’ counterpart of the same item (Item
24), however, loaded in Factor 3 ‘note-taking’ (sé®ve for the explanation). Association-
and imagery-based strategies are generally viewegheanory strategies involving students
more deeply, i.e. requiring ‘deeper’ level of prssieég. Fan (2003) has the category of
‘association’ as one of three ‘deep’ memory categoralongside with ‘grouping’ and
‘analysis’. The strategies also appear in Gu angnslon’s (1996) classification among
‘encoding strategies’ and in Schmitt’s (1997) taxmy among ‘memory strategies’. As the
categories suggested by Gu and Johnson and Saumtit convey the meaning of the factor
quite clearly, in this study the factor will be leal ‘association and imagery’.

Reliability estimates were calculated using Crohbalpha and they were relatively high
ranging from .84 for ‘rote rehearsal’ to .62 forigrellaneous’ indicating that the categories
established are reasonably reliable.

Rank ordering of the strategy factors (see Table®aled the popularity of dictionary use
and rote rehearsal strategies. The strategiessoiciadion and imagery as well as creative
rehearsal, on the other hand, were the least fr¢lyuesed ones by the students.

Table 8.Rank ordering of the strategy factors accordingh® frequency of use

Rank Factor name M SD Factor number
order

I Dictionary use 2.35 .86 5

Il Rote rehearsal 2.31 1.10 1

[l Taking notes 2.19 .98 3

\Y Guessing 1.95 72 4

\ Miscellaneous 1.91 72 6

VI Sources of words 151 .87 7

Vi Association and imagery 1.17 .68 8
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VIl Creative rehearsal 57 46 2

Note.M — meanSD — standard deviation

Regarding the preferences of the boys and girlstisstally significant differences
appeared in the case of four factors (see TableA8)expected, the girls believed more
strongly in the strategies of rote rehearsal amdiaiary use whereas the boys tended to
favour guessing strategies and picking up wordva&réous sources more than the girls.

Table 9.Differences in the preferences of the boys and idctor analysis)

Factor Factor name Boys Girls

Number M SD M SD p

1 Rote rehearsal 1.93 1.09 2.75 .95 .00*

2 Creative rehearsal .54 46 .59 46 43
3 Taking notes 2.09 1.03 2.29 91 A2

4 Guessing 2.04 73 1.82 .69 .04*

5 Dictionary use 2.21 91 2.50 g7 .01*

6 Miscellaneous 1.93 .70 1.88 74 .63
7 Sources of words 1.63 .92 1.38 79 .03*

8 Association and imagery 1.13 .70 1.22 .65 .35

Note.M — meanSD- standard deviatiop,— level of significance, * - statistically sigrant
difference

Table 10 below shows that the preferences of thenézs of the fifth and sixth forms were
statistically significant on three instances. Thategies of note-taking, dictionary use and
sources of words received much higher means frenstindents of form six than those of form
five. Again, the explanation suggests itself tha strategies become more necessary as
learning gets harder.

Table 10Differences in the preferences of the studentseofitth and sixth forms (factor

analysis)
Factor Factor name Form 5 Form 6
Number M SD M SD p
1 Rote rehearsal 2.35 1.05 2.27 1.16 57
2 Creative rehearsal 57 49 .56 43 .88
3 Taking notes 2.04 1.01 2.34 .92 .02*
4 Guessing 1.90 .65 2.00 .78 .29
5 Dictionary use 2.23 .83 2.47 .87 .04*
6 Miscellaneous 1.94 .68 1.87 .75 42
7 Sources of words 1.28 .84 1.75 .84 .00*
8 Association and imagery 1.11 .63 1.24 73 14
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Note.M — meanSD - standard deviatiomp,— level of significance, * - statistically sigreaint
difference

As the final part of the questionnaire, the chitdveere asked to add any ways of learning
vocabulary they used. All in all, 54 students (28)=ontributed here: 32 girls and 22 boys.
Some students wrote about several options of legmwbrds.
On the one hand, a number of variants were sugtesdteh actually were related to some
items in the questionnaire. 11 students (seven laogkfour girls) wrote about a strategy
related to item 2 ‘I let my mother or father, bretlor sister check new words’. For instance:
e “Sometimes my mother tells me words in Estonian bidnslate them on paper.
Later mother checks the words and gives an appatgrnark”(11-year-old boy, form
5).

e “My sister asks words from me and sometimes | vthem down. NB! My sister is
younger than me, but she looks them up in my tektb@1-year-old girl, form 5).
Six children (five girls and a boy) provided vatismelated to item 40 ‘I write new words
down at least once’.
e ‘| learn this way that | write English words dowrweral times. At the same time |
think of what the words mearf11-year-old girl, form 5).

e ‘| write new words in the notebook and then writeemn all down once again(12-
year-old girl, form 6).

e “Sometimes | write words down 20 times. It depemddiow difficult the words are”
(12-year-old girl, form 6).

e ‘| write three lines of all words and if | still add not remember them, then | write

three more lines of all the word¢12-year-old girl, form 6).
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e ‘| write the words mechanicallytuimalt) until they stick in my mind(11-year-old
boy, form 5).

Three children (two boys and a girl) added a varieonnected to item 16 in the
qguestionnaire ‘I pick up new words when playing poter games in English’ and two
children (both boys) an option related to item 19itk up new words when reading the
Internet in English’.

The variant of three children (two girls and a bayas about learning words when
watching TV, related to item 13 in the questioneakor instance, a 12-year-old girl wrote “
watch films with a more difficult text without tiglation. It helps to learfnew words]and if |
don’t know a word, | ask from my brother or assteiwith the text”.Three children (two
girls and a boy) wrote about repeating new wortiseeiin a loud voice or mentally (items 32
and 33). The option is best characterised by amtgiven by a 12-year-old boy who wrote
that 1 repeat and repeajthe words]. One 12-year-old girl said that fead the words
through once and that’s dll(item 42). One 12-year-old girl “explorestuyrib) books in
English (item 5).

On the other hand, the students also provided Mariaot present in the questionnaire or
substantially modified variants. The variants cosbgly missing from the questionnaire
included:

e “My mum goes to English lessons and sometimes kigd have a look at her

homework, then | sometimes learn new wordg-year-old girl, form 5).
e “llook at the words in the units and | remembeerthat once’(11-year-old girl, form

5).
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e “l also learn English with the “Talk to Me” programe and it is a great help. The
programme pronounces a word and you have to proceamd write it down, you can
also take a dictation’{11-year-old girl, form 5).

e ‘| sometimes write words on the board, then | cemember them more easily11-
year-old girl, form 5).

¢ “I make a poem. | study for a longer time if thésea difficult test”(11-year-old boy,
form 5).

e “At home | divide words into several parts, it iasger then to study. First | learn the
first group of words, then the second and the,fiett.” (two 11-year-old girls, form
5).

e “l look up the meaning in the Internet dictionary11-year-old boy, form 5 and 12-
year-old boy, form 6).

e “l learn from other people’s talk. For example, whthe teacher speaks in Estonian, |
try to put it into English”(12-year-old boy, form 5).

e ‘| put words into a tune”(12-year-old boy, form 6).

e ‘| sometimes leaf through a dictionary and | simplgmember some words from
there” (11-year-old girl, form 5).

e “We sometimes do word tests with my class mategrardwe check them. Usually the
marks are worse at the beginning and better la{@3-year-old girl, form 6).

Although the number of the strategies proposedhieystudents was small, some of them
showed the students’ creative attitude to learmingls.

Several students (eight girls and three boys) wabieut strategies actually present in the
questionnaire (mostly connected to items 30 and B@)their variants were slightly different

from the originals. For example:
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e “| cover the English words, | look at the words istdhian and write the words in
English after them. If the word is correct, | put, if it is partly correct, | put V', if it
is wrong, | put -’ ” (a 13-year-old girl, form 6).

e “l| write words in Estonian on the computer and aftegm words in English(a 12-
year-old girl, form 6).

e “At home | cover the words in English and their pnociation with a slip of paper, |
look at the words in Estonian and write the wond€nglish on the paper. | check the
words and if there is a wrong word, | put *-’. | ik the wrong word as long as it is
right and then | review all the words once agaiah 11-year-old girl, form 5).

e “My mother makes a Word tabjef English words]and | write words in Estonian
there. If the word is right, ‘Well done! Correctippears and if the word is wrong,

‘Try again! Wrong!” appears’(an 11-year-old girl, form 5).

Discussion

The main aim of the study was to map the curretolagon as regards young Estonian
students’ preferences in relation to vocabularynieq strategies. For the purpose, seven
interviews were conducted with students of formeehand four and a 64-item questionnaire
was compiled and administered to 230 studentsraiddive and six.

The results of both the interviews and the questine showed that the use of various
vocabulary learning strategies is not very wideeadr among the students. This became
especially clear from the relatively low meanstfoe strategies listed in the questionnaire. All
in all 40 strategies received a mean below 2.0the students estimated that they used the
strategies seldom or never (see Table 3 abovejnitetl use of vocabulary learning strategies

has also been shown by Kudo’s research (1999:3)1)tZseems that, despite the few students
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who might actively use a number of vocabulary leagrstrategies, the average student is not
very keen on exploiting the strategies. This cdadddue to several reasons. First, the students
may have already discovered a small set of streddtyey find suitable and that they actively
use discarding the rest. Taking into account theaighe students (11-12 years, on average),
however, it is highly unlikely that the studentsatning habits are so fixed. Second, it is quite
possible that the students are just not aware efwigde choice of the strategies available.
When looking at the strategies at the top of tlegdency list (with means above 2.0; see
Table 3), it has to be admitted that the strategigth few exceptions (e.g. items 13, 16), are
rather traditional and have belonged to the stwderpertoire for years. Third, the students
might apply some vocabulary learning strategiescenbciously, which makes it virtually
impossible to report the use of such strategiesifstance, the strategy related to picking up
new words when using the Internet (item 19) rankedprisingly low (361 out of 64
strategies) on the frequency list (see Table 3).tli@none hand, this might imply that the
students mostly use the Estonian-based Internat, aggpeared from the interviews. On the
other hand, if the students use the Internet inliEimgthey might not notice that they learn
new words by means of the Internet.

The students’ limited use of vocabulary learningatsigies was also revealed from the
additional variants of vocabulary learning stragésgthey provided in the last part of the
guestionnaire. First, only a small number of thedshts (23.5%) contributed here. Second,
very often the variants given were directly relatedertain items in the questionnaire or the
items were only slightly modified. Only on 11 ocoas did the students add ways of learning
vocabulary completely missing from the questiormaBeveral studies conducted previously

have also shown that some students (mostly ledicierd ones) are satisfied with a very
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narrow range of vocabulary learning strategies.(eAdymed 1989, Gu & Johnson 1996,
Sanaoui 1995).

One has to agree with Nation (2001: 229) that exatiraining can prove very useful in
broadening students’ knowledge of the strategreaddition to raising students’ awareness of
the different ways of managing their vocabularydsts, students should be informed about
how best to exploit the strategies and how to malse choices between the strategies on
different learning occasions. As for the lattere ttudy revealed an interesting tendency:
translating words from Estonian into English (it&@) was much more popular than the
reverse variant (item 31). According to Nation dibi306), the two variants serve different
purposes: L2-L1 translation is related to receptwewledge of the word whereas L1-L2
translation to productive knowledge of the words FeEcommendation (ibid.) is to learn words
first receptively and then productively. The twoopesses, however, are not symmetrical:
learning words productively automatically entailse treceptive knowledge of a word.
Therefore, to save time and effort learners mightgr to study words productively from the
very beginning instead of going through the twagsté&eceptive- and productive-use) process.

There is no doubt that teachers have an importdato play in training the strategy use of
students. They are the ones to offer possibilfiesstudents to learn about and practise the
strategies. Useful practical information on theidagan be found from resource books such as
Learning to Learn Englistby Ellis and Sinclair (1989a,bllearner Autonomypy Scharle and
Szabd (2000) andHow to Teach Vocabularpy Thornbury (2002). Advice can also be
obtained from Internet websites (e.§/pcabulary Learning Strategieby Thompson at

http://www.public.asu.edu/~ickpl/learningvocab.htm Vocabulary Strategies  at

http://people.uncw.edu/sherrilld/edn356/notes/votaly strategies.htin
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From the above, it can be concluded that the liygbthesis that the range of the strategies
actively used by the students is limited proveldeaorrect.

Although the interviews conducted with the studetiisnot reveal any major differences in
the preferences of the boys and girls, the diffeesndid emerge in the results of the
questionnaire. While small differences appearedthe case of several strategies, the
differences were statistically significant for 1asegies, among which the girls had higher
means for 12 strategies (see Table 4 above). Téssan expected result and corroborated the
findings of the studies in the field of languagarténg strategies in general (e.g., Oxford &
Nyikos 1989) as well as in the area of vocabulaariing strategies (Catalan 2003).

On the basis of the factor analysis (see Tableovgbit became clear that the preferences
of the both sexes were different in nature. Thésgieem to think that working hard on
memorising words and checking the meanings of nevdsvmight lead to success (categories:
rote rehearsal, dictionary use). The boys, on therchand, try not to strain themselves too
much and hope to manage with strategies requiesg éffort (categories: guessing, sources of
words). The result is not surprising: girls areeaftviewed as more conscientious, diligent
students whereas boys approach learning in a retaeed manner. Hence, different strategies
might suit male and female students, a fact treattters should be aware of.

The findings summarised above show that the sebgpdthesis proved to be correct to a
certain extent. Although the boys and girls takpagt in the survey shared some similarities
concerning the use of vocabulary learning stratedgieere were several statistically significant
differences in the preferences of the strategidsedame also evident that the girls exploited a
wider range of the strategies than the boys.

The study also aimed at finding out the differenicethe preferences of the fifth and sixth

graders. As the age gap between the students oiitheorms was very small, it was assumed
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that the differences could not be substantial. Adiog to the results of the survey, small
differences were observed on several occasions shatistically significant differences
emerged in the case of 16 strategies (see Taldevien The results of the factor analysis shed
some light on the general categories of the stiedetpe students of the two forms preferred.
On the one hand, the likes and dislikes of both ggmrips matched. For instance, rote
rehearsal appeared to be popular and creativerssthiempopular among the students in both
forms. On the other hand, the older students enaplogertain strategies (note-taking,
dictionary use, sources of words) much more fretijye¢han the younger ones (see Table 9
above). The finding seems to support the idea sgpreby some authors (Ahmed 1989: 11,
Schmitt 1997: 224) that the older the students get, more varied their repertoire of
vocabulary learning strategies becomes. It shogldobrne in mind, though, that a more
thorough study including a wider range of age gsoup necessary to make any valid
generalisations on the above-mentioned topic.

Schmitt (ibid.) also found that over the years ét $ftom mechanical strategies to ‘deeper’
ones is likely to happen. This, however, was noved by the present study. The strategies
related to association and imagery ranked amondpthest in the survey. Although some of
the students interviewed claimed to be using aasoor and imagery-based strategies, mostly
their positive answers sounded quite hesitant.Sti@ents examined in the present study seem
to be too young to be able to use the ‘deep’ girese especially if they have not been trained
to do so. The strategies might work better wittoselary and university students.

From the analysis above it can be concluded trettimd hypothesis also proved largely
correct. The students of form six exploited a widemge of vocabulary learning strategies

more frequently than the students of form five.
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A couple of previous studies (Fan 2003, Schmitt7)9tave found a mismatch between the
strategies actually used by students and the giestehey consider useful. The present
research set out to investigate the same problem.

The survey resulted in two kinds of findings. Oe tine hand, there were certain strategies
(tems 22, 30, 50, 51; see Table 6 above) thatsthdents regarded extremely useful. The
same strategies also appeared at the top of thaeiney list of the strategies (see Table 3
above). The best example here is the ‘good oldtetyy of trying to recall words in English by
looking at words in Estonian (item 30), which whse strategy exploited most frequently as
well as rated highest by the students. Despitetiieism about list-learning of words voiced
by Nation (2001: 306, 307; see also p. 40 above),ttadition is rooted so deeply in the
Estonian classrooms that it is difficult to chamg®©ne might even ask whether it is necessary
to get rid of the habit: the students seem to belihat the strategy leads to good results in
vocabulary learning. It is not only the studentsowiave faith in the strategy, with no doubt
teachers and even parents have had their shafeaping the students’ belief. Gairns and
Redman (1986: 93) consider the strategy valuablihatinitial stages of learning: it gives
students a sense of achievement and works wellhén dase of direct mother tongue
equivalents. Therefore, it seems acceptable ifsthetegy is actively used in forms five and
six, but the older the students get, the more #ieuld be encouraged to make use of other
strategies when committing words to memory.

On the other hand, there were strategies that veeteed among the five most useful ones
(tems 1, 2, 16, 45, 60; see Table 6 above) buthviiere not exploited very frequently. The
strategies related to using an English-Estoniatiogiary (items 4, 45) exemplify the aspect
best. The reason for the infrequent use of dictiesaat school could be explained by the fact

that schools might not have enough copies availafdea result, dictionary skills are not
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developed in lessons very often, which, in its furmay influence the use of dictionaries at
home. It could also be possible that teachers deowsider training students in the effective
use of dictionary skills important or they do netokv how exactly they should do it. Some
practical advice on the topic is given by NatiorDq2: 284-288), Sokmen (1997: 245),
Thornbury (2002: 151-155) and Wright (1998). Theults of the factor analysis showed,
however, that the category of ‘dictionary use’ tegphe ranking of the categories (see Table 7
above). It has to be remembered, though, that @tegory includes several other strategies
related to using dictionaries or textbook glossafgee p. 74 above).

As for the least useful strategies, they were algdoited infrequently by the students. In
sum, it could be said that the fourth hypotheseved to be partly correct: there were some
but not many discrepancies between the preferentethe students and the perceived
usefulness of the strategies.

Finally, the study aimed at determining whetheralklw’ vocabulary learning strategies
were more widespread among the students than ‘deegtegies. The results of the factor
analysis are the best means of providing an owarhiere (see Table 7 above). It is a telling
result that the category of ‘rote rehearsal’ rankedond whereas the category of ‘association
and imagery’ seventh. As pointed out above, aeggatrelated to rote rehearsal (item 30)
ranked first on the frequency list of all the stgies. Also the interviews conducted with
younger students revealed that the main way ohiegrwords was using oral and/or written
repetition.

The unpopularity of ‘deeper’ vocabulary learningastgies has been demonstrated by
several studies conducted previously (e.g., Fan32@u & Johnson 1996, Kudo 1999,
Schmitt 1997), thus, the finding is fully in accondth earlier results. As to rote rehearsal,

previous research has produced two kinds of resBtisne scholars (e.g., Fan 2003, Gu &
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Johnson 1996) have found that rote memorisatioot&xtremely popular among learners, the
others have discovered just the opposite (e.g.oKLED9, Lawson & Hogben 1996, Schmitt
1997). It has also been argued whether rote repetitight not be related to the learning and
teaching styles promoted in certain countries, @madantly in Asia (Schmitt 1997: 220).
Analysing the data obtained in the present studyguestion arises whether the same learning
style is not encouraged in Estonian schools byheraoof English.

From the data presented above, it can be conclidédhe fifth hypothesis concerning the
popularity of ‘shallow’ vocabulary learning straieg proved to be correct.

There are some limitations to the present studg Ok of the data in the study derives
from self-reports of the students. As pointed quséveral researchers (Catalan 2003: 67, Fan
2003: 235, Gu & Johnson 1996: 669, Kudo 1999: B8flijite obviously, by means of a
guestionnaire (as well as an interview) one cawhbserve the vocabulary learning strategies
students actually use. Instead, the instrumentblersaaresearcher to look at the perceptions
(beliefs and thoughts) of the students about tretegjies they are employing. Whether the
latter correspond to the reality is moot. Otheeagsh instruments such as a think-aloud task
and observation need to be implemented to gain mésemation about students’ vocabulary
learning behaviours.

In addition, the study did not aim at uncovering teasons behind the differences in the
preferences of the boys and girls as well as theesits of different forms. Thus, the reasons
pointed out are only hypothetical and further resle#@ needed to clarify the field.

Due to the unequal size of the samples, it wapaossible to examine the differences in the
strategy use of the students of ordinary and Emdliased classes. This could, however, be a
topic of a further study along with observing theategy use of a wider range of age groups

including secondary school and university studeiistther research is also needed to
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determine the relationship between success in ilgarBnglish and the use of vocabulary
learning strategies as well as the correlation betwdifferent learning styles and strategy use.
Despite the limitations, it is hoped that the stughve valuable insights into the ways

students of forms three to six in Estonia learnaadary.
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CONCLUSION

In order to act as autonomous, independent learstrdents need to be able to exploit
(language) learning strategies. This also applesidaling with unknown vocabulary in a
foreign language. As the whole field of vocabuléegrning strategies cannot boast a long
history, not many scholars have attempted to ddgheetermvocabulary learning strategies
Some of the definitions suggested (e.g., by Ahnf&b1Cameron 2001, Schmitt 1997) are of
a very general nature, others (e.g., Catalan 28@8pn 2001) try to specify more exactly
what the strategies are like. In its broadest sems®cabulary learning strategy is any action
taken by learners to help them study words. Moezi§ipally, a vocabulary learning strategy
is an action that leads to an efficient way of i@y words. In addition, a vocabulary learning
strategy can be employed consciously or unconscioul

There are several factors affecting the choice axfabulary learning strategies. Among
them, age seems to be one of the clear variabliefitence strategy choice. It has been found
that older learners employ more complicated vocalgukarning strategies than younger ones
(Schmitt 1997). The studies conducted have alsiwahed that the preferences of male and
female students may differ and that female studexatg exploit a wider range of the strategies
than male learners. In addition, the frequency ofds can play a role in the strategy choice.
Fan's study (2003), for instance, detected thasgjung might be more appropriate for high-
frequency words than for low-frequency ones.

Interest in the general field of (language) leagngtrategies in the mid-70’s brought along
enthusiasm about researching vocabulary learnmategiies. The first comprehensive study on
investigating the strategies as a group is by Aharatioriginates from the end of the 1980’s.
The following years have seen a number of studieslected on the topic with different goals

in mind and various research instruments used. Iyitst studies have focused on examining
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the strategy use of adult learners, predominanti;mfAsian countries, and their perceptions of
useful strategies. In addition, some research hasn bconducted on determining the
relationship between strategy use and succesagud@e learning.

As a result of the studies conducted, severalifilgasons of vocabulary learning strategies
have been proposed. The most comprehensive taxotmdate has been compiled by Schmitt
(1997: 207-208). He classifies the strategies imm discovery and consolidation strategies,
which, in their turn, fall into smaller sub-catems of determination, social, memory,
cognitive and metacognitive strategies. Despite es@mortcomings of the taxonomy, the
classification in the form of a questionnaire hasmbimplemented in conducting later studies
(Catalan 2003, Kudo 1999).

Different authors have distinguished between varidypes of vocabulary learning
strategies. For the purpose of the present stuglgttiategies were grouped into four: memory,
cognitive, social and metacognitive strategies. fifan role of memory strategies is to help
learners commit new words into memory. A distinctican be made between ‘shallow’
(mechanical) and ‘deep’ strategies. Cognitive sgigs are quite similar to memory strategies
but do not involve that much mental manipulatioshi@itt 1997: 215). Social strategies are
related to learning words by interacting with otlpmople and metacognitive strategies to
planning one’s learning. Research conducted orvishaal vocabulary learning strategies as
well as on vocabulary learning strategies as a ehws pointed out the benefits and
drawbacks of the strategies. Thus, statements alsefil and less useful strategies cannot be
made. Every strategy, if exploited wisely, hadiitee and place.

The results obtained in previous research formedotisis of the present study, which set
out to explore the preferences of 9-14-year-oldlestis as to using strategies for learning

vocabulary in English. Prior to conducting the stuid was hypothesised that (1) vocabulary
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learning strategies are not very popular amongriatolearners of English; (2) girls might
use different strategies than boys and that gstlsitegy choice is wider; (3) form six students
might employ a greater range of the strategies thamn five students; (4) there might be a
mismatch between the actual use of the strategiesuolents and the perceived usefulness of
the strategies; and (5) students in general prefiatlow’ strategies to ‘deep’ ones. To test the
hypotheses two research instruments were seleetesemi-structured interview for the
students of forms three and four and a 64-itemteuresaire for the students of forms five and
six. Altogether, seven students were interviewadl 280 students took part in the survey. The
main role of the interviews was to provide somekigaound information for compiling the
questionnaire. The data obtained from the surveg amalysed by means of descriptive
statistics and factor analysis. The results shavatall the five hypotheses proved to be fully
(1, 5) or partly (2, 3, 4) correct.

It appeared that vocabulary learning strategiesh wiery few exceptions, were not
employed frequently. The strategy related to thie repetition of English words by looking at
the words in Estonian (item 30) ranked first on frequency list. A great number of the
strategies, however, were used seldom or not atTak relatively low ranking of some
strategies was somewhat surprising. For instano&jng up new words while using the
English-based Internet received a mean of 1.56itiveas exploited seldom. Before the study
it was assumed that in learning new words the sbimedia, especially that of the Internet, is
considerably more significant.

The girls and boys participating in the survey gulearly differed in their preferences in
using vocabulary learning strategies. The girlselveld more in rote rehearsal of new words
and using dictionaries whereas the boys relied marguessing and picking up words from

various sources. Although form five and form sixudgnts shared some similarities in
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exploiting vocabulary learning strategies, the gtal$o revealed certain differences. It turned
out that form six students made greater use oftitategies related to note-taking, dictionary
use and sources of words.

Some discrepancies appeared between the frequénsing vocabulary learning strategies
and the perceived usefulness of the strategies.iffsteince, despite the fact that English-
Estonian dictionaries were considered highly uskeyuthe students, dictionaries were not used
very often.

As expected, the results of the survey revealddoag preference of mechanical strategies
and the unpopularity of association- and imagerselastrategies among the students.

Based on the results of the study, the implicatiftomsteachers of English could be the
following:

e they should encourage learners to experiment witjremter variety of vocabulary
learning strategies already at the early stagdarmfuage learning in order to enable
students to find the best, most suitable waysuafyshg words;

e they should provide possibilities for strategy niag for students, especially in
connection with more complicated strategies suckhase requiring ‘deeper’ mental
processing;

¢ they should take into consideration the differenoethe preferences between boys and
girls; by offering various opportunities for leamgi words, they should cater for the
needs of the both sexes.

In conclusion, it can be said that the presentishespes to have fulfilled the aims set to it

and gained some valuable information about the wajldren deal with learning vocabulary
in English. However, a more wide-scale study inirdvstudents from primary school to

university is necessary in order to get a more cehgnsive overview of the vocabulary
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learning strategies employed by different age gsougurther research also requires the
implementation of different research methodologygéh a more accurate idea of the actual

situation in relation to the use of vocabulary héag strategies.
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Magistrit66

2005

Lehekillgede arv: 108

Annotatsioon:

Kaesolev magistritod kasitleb sénavara dppimisatetgiate kasutamist inglise keele kui
vOOrkeele Oppimisel. Toos leiavad kajastamist mitud temaatikaga seotud teoreetilised
probleemid kui tehakse ka kokkuvdte uurimistulerasist

TA0 koosneb sissejuhatusest, esimesest ja tesasiqst ning kokkuvattest.

Sissejuhatusesesitatakse erinevate autorite definitsioonid teilai ‘sGnavara Gppimise
strateegia’, arutletakse sodnavara Oppimise strateegtahtsuse dle ning vaadeldakse
moningaid t60 seisukohalt olulisi faktoreid, mis jotévad sdnavara Oppimise strateegiate
kasutamist.

Esimene peatukkkoosneb kahest osast. Esimeses oatakse vaatluse alla eelnevad
uurimused, mis on labi viidud antud teemavaldkonnasy sellega seoses ka erinevad
sOnavara Oppimise strateegiate klassifikatsioofidine osateeb kokkuvotte peamistest
sOnavara Oppimise strateegiatest: nende olemugktsiisest ning uurimistulemustest.

Teine peatikk annab Ulevaate labiviidud empiirilisest uurimusasis selgitas eesti

koolide dpilaste (3.-6. klass) eelistusi sbnavapirdise strateegiate kasutamisel.

T60 sisaldab ka kasutatud kirjanduse nimestikkg dib lisa.
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Sonavara dppimise strateegiad moodustavad alagegledppimise strateegiate hulgas,
mis on omakorda tUheks osaks Uldiste 6ppimisstrateegeas. SGnavara dppimise strateegiaid
vOib defineerida mitmeti. Kdige Uldisemalt on needevused, mille abil dpilased &pivad uusi
sOnu. Kitsamas méttes vOib sdnavara Gppimise sgyatte all vaadelda tegevusi, mille kaudu
on vdimalik efektiivselt sénu dppida. Opilased \dilv sBnavara Oppimise strateegiaid
rakendada teadlikult vOi ebateadlikult. Strateegigasutamine sOnavara Oppimisel, nagu
keeledppimisel Uldisemalt, vbimaldab &ppijatel paire koordineerida ning kontrollida oma
Oppeprotsessi, mis Uhtlasi suurendab dppuri isassisiing vabadust dppimisel. Strateegiate
kasutamine sdnavara Gppimisel soltub mitmest tegumillest t66s voetakse lahema vaatluse
alla vanusest ning soost tingitud erinevused stigpdge kasutamisel.

Alates 1980-ndate aastate I6pust, mil suurenes $tinavara dppimise strateegiate vastu,
on labi viidud mitmeid uurimusi antud valdkonnasbin8vara Oppimise strateegiaid kui
tervikut on uurinud Ahmed (1989), Sanaoui (1995), j& Johnson (1996), Schmitt (1997),
Kudo (1999) jpt. Peamiseks uurimisobjektiks onrsiialnud taiskasvanud Ulidpilane ning
keskendutud on uldjoontes kahele probleemile: I)dageli dpilased kasutavad erinevaid
sOnavara Oppimise strateegiaid ning milliseks himadanad strateegiate kasutegurit; 2)
milliseid sGnavara Oppimise strateegiaid kasutamadhead ja halvad Opilased. Mitmete
uurimuste kaigus on valja pakutud sdnavara Oppinsisateegiate klassifikatsioone, mis
erinevad suuresti Uksteisest nii oma lahtealuseltilesehituselt.

Kdige Uldisemalt vdib sOnavara Oppimise strateegaatada neljaks: malustrateegiad,
kognitiivsed, sotsiaalsed ning metakognitiivsedtstegiad. Malustrateegiate Ulesandeks on
Opilase abistamine uute sfGnade meeldejatmisel. iMivged strateegiad on l&hedased

eelnimetatutele, kuid keskenduvad rohkem uue inddsimoni manipuleerimisele. Sotsiaalsed
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strateegiad vbimaldavad uute sGnade Oppimist l#itisse ning metakognitiivsete strateegiate
abil planeeritakse ning hinnatakse dppeprotsessi.

Kuna eelnevates uurimustes on vahe tahelepanu tpdodaste sdnavara Oppimise
strateegiate kasutamisele, oli antud t60 eesmargédesda Ulevaade 3.-6. klassi Opilaste
eelistusest antud valdkonnas. Uurimuse labiviimkseslutati nii intervjuud (3.-4. klass) kui ka
autori poolt koostatud kisimustikku (5.-6. klasB)atekokku intervjueeriti seitset dpilast
vanuses 9-10 aastat. Kusimustikule vastas 230 sbpWlanuses 10-14 aastat. Andmete
tootlemisel kasutati nii kirjeldavat statistikati Kaktoranaltusi.

Tulemustest selgus, et erinevate sOGnavara oppistiateegiate kasutamine pole dpilaste
seas vaga populaarne. Selle tdestuseks on kugkmigtodud strateegiate madal keskmine,
mis vdib viidata Opilaste piiratud teadmistele exiatest sGnavara Oppimise voimalustest.
Faktoranaltiiisi pdhjal grupeerusid strateegiad ksdiek millest sbnaraamatu kasutamine
osutus Opilaste seas kdige populaarsemaks ningingoime kordamine leidis kbige vahem
kasutust.

Uurimuse kéigus ilmnesid méned erinevused poistdigiiukute eelistustes. Tudrukute
eelistuste hulka kuulus sénade mehhaaniline kongeaming sdnaraamatu kasutamine, poisid
seevastu kasutasid rohkem &araarvamist ning eriealbtate abi sbnade 6ppimisel. Uurimus
naitas ka teatud sarnasusi ning erinevusi 5. [da8si Opilaste eelistustes. Mdlemate klasside
Opilaste hulgas oli populaarne mehhaaniline kordemming ebapopulaarne loominguline
kordamine. 6. klassi Opilased kasutasid aga teatrdteegiaid (markmete tegemine,
sOnaraamatu kasutamine, allikad) méarksa saged&uiri. klassi Opilased. Uurimuse pdhjal
vOib Oelda ka, et mitte kdik strateegiad, mida @g®eld pidasid kasulikuks ei leidnud aktiivset
kasutust ning, et mehhaanilised strateegiad ohdiuualt populaarsemad kui assotsiatiivsed

strateegiad antud vanusegrupi puhul.
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Opilaste teadlikkuse tdstmiseks ning erinevate &@r@a Oppimise strateegiate
populariseerimiseks tuleks inglise keele dpetajatelremat tahelepanu pooérata voimalikult

erinevate strateegiate tutvustamisele tunnis npilggte treenimisele nende kasutamiseks.



Appendix 1

Structured and Unstructured Approach to Vocabulary Learning by

Sanaoui

(1995: 24)
Structured Approach Unstructured Approach
Opportunities for learning vocabulary
self-created reliance on course
independent study minimal independent study

Range of self-initiated activities
extensive restricted

Records of lexical items
extensive (tend to be systematic) minimal (tend to be ad hoc)

Review of lexical items
extensive little or now review

Practice of lexical items
self-created opportunities in and outside  reliance on course
classroom




Appendix 2

Classification of vocabulary learning strategies bysu and Johnson

(1996: 650-651)

Dimensions and Categories

1. Metacognitive regulation
Selective attention
Self-initiation

2. Guessing strategies

Using background knowledge/wider context
Using linguistic cues/immediate context

3. Dictionary strategies
Dictionary strategies for comprehension
Extended dictionary strategies
Looking-up strategies

4. Note-taking strategies
Meaning-oriented note-taking strategies
Usage-oriented note-taking strategies

5. Rehearsal strategies
Using word lists
Oral repetition
Visual repetition

6. Encoding strategies
Association/Elaboration
Imagery
Visual encoding
Auditory encoding
Using word-structure
Semantic encoding
Contextual encoding

7. Activation strategies




Appendix 3

Classification of vocabulary learning strategies by.awson and Hogben

(1996: 118-119)

Categories Strategies

Repetition
Reading of related words
Simple rehearsal
Writing of word and meaning
Cumulative rehearsal
Testing

Word feature analysis
Spelling
Word classification
Suffix

Simple elaboration
Sentence translation
Simple use of context
Appearance similarity
Sound link

Complex elaboration
Complex use of context
Paraphrase
Mnemonic

The meanings of the strategies listed above:

e reading of related words — the student reads olgast once the related words of a
new word given on the reverse side of the indegs;ar

e simple rehearsal — the student repeats a new waitth Or without repeating its
meaning) at least once;

e writing of word and meaning — the student takegsoff a new word and its meaning;

e cumulative rehearsal — the student repeats a nedd aad some/all of the previous
words;

¢ spelling — the student makes a comment on theisgalf a word and/or spells it out;



word classification — the student comments on adis@ogrammar, e.g. its part of
speech;

use of suffixes — the student uses his/her knoveedguffixes;

sentence translation — the student translatesesrtty translate the sentence with a new
word;

simple use of context — the student suggests abp@sweaning for a word before
looking at the reverse side of the index card;

appearance similarity — the student links a newdworan English/another Italian word
based on its spelling;

sound link — the student links a new word to anlishganother Italian word based on
its pronunciation;

complex use of context — the student makes sevges to guess a new word’s
meaning from the context;

paraphrase — the student comments the synonynhatedavord of a new word,;

mnemonic use — the student uses a mnemonic pracégiue.g. forming a picture of a

new word’s meaning. (ibid.: 114-115)



Appendix 4

Taxonomy of vocabulary learning strategiedy Schmitt

(1997: 207-208)

Strategies for the discovery of a new word’s megnin

DET Analyse part of speech

DET Analyse affixes and roots

DET Check for L1 cognate

DET Analyse any available pictures or gestures
DET Guess from the textual context

DET Bilingual dictionary

DET Monolingual dictionary

DET Word lists*

DET Flash cards*

SOC Ask teacher for an L1 translation

SOC Ask teacher for paraphrase or synonym ofwend
SOC Ask teacher for a sentence including the wevd
SOC Ask classmates for meaning

SOC Discover new meaning through group workvegti

Strategies for consolidating a word once it hasrbeecountered

SOC Study and practise meaning in a group
SOC Teacher checks students’ flash cards or Wisisdfor accuracy
SOC Interact with native speakers*

MEM Study word with a pictorial representationitsfmeaning*
MEM Image word’s meaning

MEM Connect word to a personal experience

MEM Associate the word with its coordinates

MEM Connect the word to its synonyms and antonyms
MEM Use semantic maps

MEM Use ,scales” for gradable adjectives

MEM Peg methott

MEM Loci method*

MEM Group words together to study them*

MEM Group words together spatially on a page*

MEM Use new words in sentences

MEM Group words together with a storyline*

MEM Study the spelling of a word

MEM Study the sound of a word

MEM Say the word aloud when studying

MEM Image word form

MEM Underline initial letter of the word*

2 memorising lists of facts by linking them to faiailwords (or numbers) by means of an image
% remembering words by mentally placing them in #elocations



MEM Configuratiorf*

MEM Use Keyword Method

MEM Affixes and roots (remembering)

MEM Part of speech (remembering)

MEM Paraphrase the word’s meaning

MEM Use cognates in study

MEM Learn the words of an idiom together
MEM Use physical action when learning a word
MEM Use semantic feature grids*

COG Verbal repetition

COG Written repetition

COG Word lists

COG Flash cards

COG Take notes in class

COG Use the vocabulary section in your textbook
COG Listen to tape of word lists*

COG Put English labels on physical objects*
COG Keep a vocabulary notebook*

MET Use English-language media (songs, moviessoasis, etc.)*
MET Testing oneself with word tests*

MET Use spaced word practice*

MET Skip or pass new word

MET Continue to study word over time

Notes. DET=Determination strategies, SOC=Sociaht&ties, MEM=Memory Strategies,
COG=Cognitive Strategies, MET=Metacognitive Stregeg*=strategy was not included on
the initial list used in the survey

4 Remembering words by outlining them with lines



Appendix 5

Taxonomy of vocabulary learning strategies by Natio

(2001: 218)

General class of strategies

Types of strategies

Planning: choosing what to focus on g
when to focus on it

nd

Choosing words

Choosing the aspects of word
knowledge

Choosing strategies

Planning repetition

Sources: finding information about words

Analysing the word
Using context

Consulting a reference source in L1 and
L2
Using parallels in L1 and L2

Processes: establishing knowledge

Noticing
Retrieving
Generating




Appendix 6

Interview guide

1. | Uldandmed
e Nimi
e Vanus
e Kool ja klass
e Kui kaua dppinud inglise keelt
e Mitu tundi n&dalas dppinud inglise keelt
e Intervjuu toimumise aeg
2. | Sissejuhatus
e Kuidas sulle meeldib inglise keelt 6ppida?
e Kas see on sulle kerge/raske? Miks?
e Mis su inglise keele hinne on?
e Kuidas sul koolis uldiselt laheb?
e Mis su lemmikaine on? Miks?
3. | SBnavara 6ppimine kodus
e Kuidas sa ingliskeelseid s6nu kodus 0pid? (varkdi ei kirjelda, kuidas s6nu
opib)
Loed sdnad labi
Kirjutad sonad labi
Kordad sdnu kbva haalega/sosinal
Motled, kas s6na kdlab mdne eestikeelse sbna moodi
Jatad sdna meelde mone teise ingliskeelse sonaravikdlab umbes sama moodi
Lased emal/isal/6el/vennal kontrollida, kas sbnad&ged
Kujutad sbnade tdhenduse endale ette
Ei korda kodus sfnu, sest need jaid juba tunniddagee
e Kui kaua sul sbénade 6ppimine aega votab?
e Kas sa kordad uusi s6nu 6htu jooksul mitu kordadygdd vaid Uhe korra?
¢ Mida sa teed selleks, et sdna kirjapilti meeld&ajat
e Kas sa kasutad kodus eesti-inglise/inglise-eesti nas@matut?
(pildisdnaraamatut?) Kui sageli?
e Kas sa vaatad ingliskeelseid multikaid? Kas sullesealt moned s6nad meelde
jaddnud? Oskad sa mdningaid sdnu nimetada?
e Kas sa vaatad muid ingliskeelseid saateid? MitlieeKas sa Uritad aru saada,
millest seal jutt k&ib? Kuidas (mille abil) sa adtaru saada?
e Kas sa méangid kodus ingliskeelseid arvutiméange® @&mangude abil dppinud
uusi ingliskeelseid sénu? Milliseid?
e Kas sa kasutad ingliskeelset internetti? Mida sdt $@ed? Kuidas aru saad?
e Kas sa loed ingliskeelseid koomikseid/raamatui#tigjs#? Kas sa oled sealt uusi
sbnu meelde jatnud?
e Kui sageli sa varemdpitud sénu Ule vaatad?
4. | SBnavara 6ppimine tunnis




e Kuidas dpetaja teile uusi sénu Gpetab? (variandjddusel)
Naitab pilti/eset?
Kirjutab tahvlile?
Kordab ise?
Laseb lindi pealt?
Laseb teil endil raamatust lugeda? jne

e Milline variant sulle kdige rohkem meeldib? Kas Isujadvad uued song
paremini, kui sa neid kuuled vdi kui neid naed?

e Kas sul on lintsam 6ppida sdnu, mis on omavaheiugett teemade kaupa
loomad, riided jne) vdi tksikuid sdnu erinevatestirhadest?

e Kuidas te sdnu tunnis harjutate?

A Kogu grupiga koos (nt loete kooris)

Paaristoona (grupitdona) (nt pinginaabrid kontvaldl Giksteise teadmisi, teete

rollimange)

Iseseisvalt (nt teed harjutusi)

Millist varianti kdige rohkem kasutatakse?

Milline variant sulle kdige rohkem meeldib? Miks?

B Mangite sbnamange? milliseid?

Lahendate ristsdnu?

Teete ise ristsdbnu?

Laulate laule? loete salme?

Laulate/loete salme koos liigutustega?

Naitlete sbnade tahendusi? vms.

Milline variant sulle kdige rohkem meeldib? Miks?
e Kuhu sa uued sdnad kirjutad? Kas sa kirjutad nésdides?
e Kuidas sa sdnad vihikusse ules kirjutad?

Eraldi vihik v&i harjutuste vihik vms

Soénad dppetikkide kaupa

Sonad teemade kaupa

Sonad tahestikulises jarjekorras

Kolm tulpa (inglise keeles, hdaldus, eesti keeles)

Sdnad + Joonistused

Laused uute sbnadega vms.

Kas Opetaja kontrollib vihikusse kirjutatud sondiigsust?

e Kas te olete kirjutanud uusi sénu peale sonadéwikieel kuhugi tGles? Toolet
(nt label the picture mindmap? Poster (paaris- vbi grupitddna mingi tee
kohta)? Sénakaardid?

e Kas Opetaja on tunnis ndidanud ingliskeelset videdtel pole eestikeelset tblge
ega tiitreid)? Kuidas sa tundmatutest sénadestaseataad? Kas dpetaja abis
madistmisel voi Uritad ise aru saada?

d

nt
ma

at
tab

Sonavara 6ppimine nii kodus kui tunnis

e Kui tekstis (filmis, laulus jne.) on sulle tundmatdna, kuidas kaitud? (variand
vajadusel)
Kisid dpetaja (kodus: ema-isa-0e-venna) kaest
Kisid pinginaabrilt/klassikaaslaselt
Vaatad Opiku tagant sdnastikust

id




Vaatad inglise-eesti sdnastikust

Uritad mdista juuresoleva pildi abil
Uritad mdista teksti abil

Ei p66ra tundmatule sdnale tdhelepanu




Appendix 7a

Students’ questionnaire in Estonian

Hea Opilane!

Olen Kristel Ruutmets, Tartu Ulikooli uliGpilane.n@ magistritddé raames uurin Eesti
Opilaste sBnavaradppimise harjumusi inglise keelésstates alljargnevale kisimustikule
annad ka sina oma panuse antud tb6sse. Vastarasehgeles, et kiisimustikus ei ole digeid
ega valesid vastuseid. Loeb sinu isiklik arvamuge deohta, kuidas sa ingliskeelseid sonu
Opid. Seetdttu plta vastata nii ausalt kui voimallla soovin teada, kuidas sa tegelikednu
Opid, mitte seda, kuidas sa voik€igpida.

| osa

1. Olen: o poiss o tadruk

2. Olen: 0 10 aastaneo 11 aastane o 12 aastane
3.Opin:  ©5. klassis o 6. klassis

Il osa
Jargnev osa puudutab ainult sdnadjgpimist inglise keeles. Tee rist sulle sobivasse
lahtrisse.

mitte harva moni- sageli véaga
kunagi kord sageli
Motle sellele, mida teed kodus
1. Vaatan tundmatu sdna tdhendust inglise-
eesti sGnaraamatust.
2. Lasen emal-isal, &el-vennal uusi sonu
kontrollida.
3. Kirjutan uued sdnad (sdnade) vihikusse.
4. Kordan pidevalt varem®opitud sénu.
5.  Opin juurde uusi sdénu lugedes ingliskeelseid
raamatuid, ajakirju jne.
6. Kusin tundmatu séna tahendust ema-isa, Ge-
venna kéest.
7. Opin uusi sbnu koos kaaslasega (nt
klassikaaslasega, sdbraga).
Kasutan 6piku sGnastikku sénade Gppimisel.
Kirjutan tles ka need uued s6nad, mida &pin
vaadates televiisorit, kasutades internetti
jne.

© ©



10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

mitte

kunagi
Vaatan tundmatu sdna téhendust &piku
sOnastikust.
Uritan tundmatu séna tahendusest aru saada
teksti pohjal.
Kasutan sOnakaarte (lipikuid) uute sdnade
oppimisel.
Opin  juurde uusi sBnu  vaadates
ingliskeelseid telesaateid, filme, reklaame
jne.
Opin uusi sénu tiksinda.
Uusi sdnu Oppides panen sOnakaarte
(lipikuid) esemete vdi seina kilge.
Opin  juurde uusi sdnu  maéngides
ingliskeelseid arvutiménge.
Kasutan isiklikku (sGnade) vihikut uute
sbnade dppimiseks.
Lindistan uued sdnad kassetile ja kuulan
neid.
Opin juurde uusi sdnu lugedes ingliskeelset
internetti.
Opetan uusi sénu emale-isale, dele-vennale,
sOpradele.
Uritan tundmatu séna tahendusest aru saada
juuresoleva pildi abil.
Kirjutan uued sdnad vihikusse kolme tulpa
(ingliskeelne sdna — haaldus — eestikeelne
sbna).
Pddran tundmatule sénale tahelepanu.
Grupeerin sonu vihikusse teema pohjal voi
teen teemakaardi.
Kordan uusi sénu mitu korda paeva jooksul.
Teen uute sbnadega lauseid.
Uurin tundmatu sdna tahenduse jargi, kui
see takistab mul teksti méistmist.
Kirjutan uued sbnad vihikusse kahte tulpa
(ingliskeelne sbna — eestikeelne sbna).
Joonistan uue sdna kohta pildi.

Kodus uusi s6nu selgeks dppides

katan kinni ingliskeelsed sbdnad (ja
haalduse), eestikeelsete sbOnade podhjal
tuletan ingliskeelsed sdnad meelde.

harva

moni- sageli
kord

vaga
sageli



mitte harva moni- sageli véaga
kunagi kord sageli

31. katan Kinni eestikeelsed sbnad,
ingliskeelsete sbnade (ja haalduse) pdhjal
tuletan meelde eestikeelsed sdnad.

32. kordan neid kdva haalega vodi sosinal.

33. kordan neid mottes.

34. kordan neid tédhthaaval.

35. vaatan uut sbna, sulen silmad ja kujutan
sOna kirjapildi endale ette.

36. vaatan uut sbna, sulen silmad ja kujutan
sOna téhenduse endale ette.

37. teen Jlinnukese” (risti) selle sbna ette, mis e
jaénud meelde.

38. vaatan Ule need sobnad, millel on ees
»linnuke” (rist).

39. kordan linnukestega” (ristiga) sonu nii
kaua, kui need meelde jaavad.

40. kirjutan need vahemalt ks kord l&bi.

41. naitlen nende tdhendusi (teen pantomiimi).

42. loen need lihtsalt labi katmata tulpasid
kinni.
Nudd tdmba ring Umber sinu arvates viiele
kdige kasulikumale variandilévariandid 1-
42).
Motle sellele, mida teed__inglise keele
tunnis.

43. Kduisin tundmatu sodna tadhendust Opetaja
k&est.

44. Kordan uusi sdnu kooris lindi jarel.

45. Vaatan tundmatu sdna tahendust inglise-
eesti sbnaraamatust.

46. Opin uusi sdnu ingliskeelsest videost.

47. Kduisin tundmatu sdna tahendust pinginaabri
vOi klassikaaslase kaest.

48. Uritan tundmatu séna tahendusest aru saada
teksti pohjal.

49. Opin sénu méangides sénamange (nt bingo,
poomismang, araarvamismang jne).

50. Kordan uusi s6nu kooris dpetaja Utlemise
jarel.

51. Kirjutan uued sbnad (s6nade) vihikusse.

52. Vaatan tundmatu sbdna tahendust Opiku

sOnastikust.



53.

54.
95.

56.
S7.

58

59.

60.
61.

62.

63.

mitte harva moni- sageli véaga
kunagi kord sageli
Kontrollin koos pinginaabri- vOi
klassikaaslasega uute sdnade oskust.
Seostan uusi sdnu varemdpitud sdnadega.
Uritan tundmatu s6na tahendusest aru saada
juuresoleva pildi abil.
Teen uute sbnadega lauseid.
Opin sénu lahendades ristsdnu.
Joonistan uue sdna kohta pildi.
Seostan ingliskeelseid sdnu eestikeelsetega
kdla voi kirjapildi pdhjal.
Pddran tundmatule sénale tahelepanu.
Grupeerin sonu vihikusse teema pohjal voi
teen teemakaardi.
Seostan uusi  sdnu  sUnonuddmidega
(samatahenduslike sbnadegahage= very
big) vdi antoniimidega (vastandsdnadega)
(nttall - shor.
Opin véljendites olevaid sénu koos justkui
oleks tegemist Uhe sbnaga (NVhat a
shame)

. | Opin sdnu lauldes laule ja lugedes salme!

Nuud tdmba ring Umber sinu arvates
viiele kdige kasulikumale variandile
(variandid 43-64).

Kui sa kasutad sdnade dppimiseks veel mingit mdodiis kirjuta see siia:

Aitah Sulle!



Appendix 7b

Students’ questionnaire in English

Dear Student

| am Kristel Ruutmets, a student of the Universitylartu. | study the vocabulary learning
habits of Estonian students for my master’'s theS@npleting the questionnaire below you
will also contribute to my work. When you fill itné¢ questionnaire, remember that there are
no right or wrong answers. What counts is your qegis opinion about how you learn words
in English. Therefore, try to answer as honestly@s can. | would like to know how you
actuallylearn words, not how you mighdgarn them.

Part |
l.lam: oaboy O a girl
2.1lam: o010 oll 012 o013

3.1Istudy: oinform5 oinform 6

Part Il
The next part is only about learning words in EstglPut a cross in the suitable column.

never seldom some-often very

times often
Think what you do_at home
1. 1look up the meaning of an unknown word
in an English-Estonian dictionary.
2. | let my mother or father, brother or sister
check new words.
3. | write new words in the (vocabulary)
notebook.
4. | constantly revise words studied before.
5 | pick up new words when reading books,

magazines, etc. in English.

6. | ask the meaning of an unknown word from
my mother or father, brother or sister.

7. | study new words with a mate (e.g. class
mate, friend).

8. | use the textbook glossary for studying
words.

9. | write down the new words | pick up when
watching TV, using the Internet, etc.

10. | look up the meaning of an unknown word

in the textbook glossary.



11.
12.
13.
14.
15.
16.

17.

18.
19.

20.

21.

22.

23.
24.
25.

26.

27.

28.

29.

30.

never seldom

| try to understand the meaning of an
unknown word on the basis of the text.

| use flash cards for studying new words.

| pick up new words when watching TV
programmes, films, commercials, etc. in
English.

| study new words alone.

When studying new words | put labels on
the objects or the wall.

| pick up new words when playing computer
games in English.

| use the (vocabulary) notebook for studying
new words.

| tape new words and listen to them.

| pick up new words when reading the
Internet in English.

| teach new words to my mother or father,
brother or sister, friends.

| try to understand the meaning of an
unknown word by looking at the
accompanying picture.

| write new words in the notebook in three
columns (words in English - their
pronunciation - words in Estonian).

| pay attention to unknown words.

| group words in the notebook based on a
topic or | do a mind map.

| revise new words several times during a
day.

| make up sentences with new words.

| find out the meaning of an unknown word
if it hinders understanding the text.

| write new words in the notebook in two
columns (words in English - words in
Estonian).

| draw a picture of a new word.

When studying new words

| cover the words in English (and their
pronunciation), by looking at the words in
Estonian | try to remember the words in
English.

some-often
times

very
often



31.

32.
33.
34.
35.
36.
37.

38.

never

| cover the words in Estonian, by looking at
the words in English (and their
pronunciation) | try to remember the words
in Estonian.

| repeat new words aloud or in a whisper.

| repeat new words in my mind.

| repeat new words by spelling them.

| look at a new word, close my eyes and
picture the spelling of the word.

| look at a new word, close my eyes and
picture the meaning of the word.

| put a tick (a cross) in front of a new word |
could not remember.

| look through the new words which | have
ticked (crossed).

seldom

some-often
times

very
often

39. | revise the new words ticked (crossed) as
long as | can remember them.

40. | write new words down at least once.

41. | act out (mime) new words.

42. | | simply look new words through without

covering the columns.

Now circle five variantsthat you consider
most usefulvariants 1-42).

| Think what you do in English lessan \

43.

44,
45.

46.
47.

48.

49.

50.

51.

52.

| ask the meaning of an unknown word from
the teacher.

| repeat new words in chorus with the tape.

| look up the meaning of an unknown word
in an English-Estonian dictionary.

| study new words from a video in English.

| ask the meaning of an unknown word from
my desk or class mate.

| try to understand the meaning of an
unknown word on the basis of the text.

| study new words by playing word games
(e.g. bingo, hangman, guessing game, etc.).
| repeat new words in chorus after the
teacher.

| write new words in the (vocabulary)

notebook.

| look up the meaning of an unknown word
in the textbook glossary.




53.

54.

95.

56.
S7.

58

59.

60.
61.

62.

never seldom  some-often
times

| check the knowledge of new words with
my desk or class mate.
| associate new words with the words
studied before.
| try to understand the meaning of an
unknown word by looking at the
accompanying picture.
| make up sentences with new words.
| study words by solving crosswords.
| draw a picture of a new word.
| associate English words with Estonian
words based on the pronunciation or
spelling.
| pay attention to unknown words.
| group words in the notebook based on a
topic or | do a mind map.
| associate new words with their synonyms
(e.g.huge=very big or antonyms (e.gall
- shorf).

very
often

63. | study the words of an expression together
as if they were just one word (e\@hat a
shame).

64. | | study words by singing songs and reading
poems.

Now circle five variantsthat you consider
most usefulvariants 43-64).

If you use any other way of learning words, writbere:

Thank you!



Appendix 8

Differences in the preferences of the boys and g#l

ltem
No Item in the questionnaire Boys Girls
M SD M SD p

| look up the meaning of an unknown word

1 in an English-Estonian dictionary. (home) 1.56 1.051.83 .86 .04*
| let my mother or father, brother or sister

2  check new words. (home) 1.70 1.23 1.68 1.22 .88
| write new words in the (vocabulary)

3 notebook. (home) 2.39 1.46 2.70 1.37 .09
| constantly revise words studied before.

4  (home) 1.50 .93 1.49 .83 .93
| pick up new words when reading books,

5 magazines, etc. in English. (home) 1.38 1.27 1.30.171 .63
| ask the meaning of an unknown word
from my mother or father, brother or sister.

6 (home) 1.93 1.32 2.07 1.28 .39
| study new words with a mate (e.g. class

7  mate, friend). (home) 1.06 .95 1.24 .92 14
| use the textbook glossary for studying

8 words. (home) 2.48 1.35 2.71 1.26 .19
| write down the new words | pick up when
watching TV, using the Internet, etc.

9 (home) .52 .89 .33 .62 .07
| look up the meaning of an unknown word

10 in the textbook glossary. (home) 2.19 1.30 252 61.104*
| try to understand the meaning of an
unknown word on the basis of the text.

11 (home) 2.45 .94 2.13 .90 .01*
| use flash cards for studying new words.

12 (home) .55 .93 .76 1.04 .10
| pick up new words when watching TV
programmes, films, commercials, etc. in

13 English. (home) 2.43 1.32 2.19 1.25 .16

14 | study new words alone. (home) 2.67 1.28 2.81.111 .39
When studying new words | put labels on

15 the objects or the wall. (home) 24 .64 .32 .84.38
| pick up new words when playing

16 computer games in English. (home) 2.74 1.31 1.78 24 1..00*



17

18

19

20

21

22

23

24

25

26

27

28
29

30

31

32
33

34

35

36

| use the (vocabulary) notebook for

studying new words. (home) 2.02 1.41 2.37 1.34 .06
| tape new words and listen to them.

(home) .05 .25 .07 .38 .56
| pick up new words when reading the

Internet in English. (home) 1.78 1.47 1.32 1.101*

| teach new words to my mother or father,

brother or sister, friends. (home) 1.35 1.09 1.2598 . .47

| try to understand the meaning of an

unknown word by looking at the

accompanying picture. (home) 1.68 1.05 1.55 9034 .
| write new words in the notebook in three

columns (words in English - their

pronunciation - words in Estonian). (home) 2.57 01.6 2.74 1.52 .39

| pay attention to unknown words. (home) 2.37 211. 2.23 1.19 .40
| group words in the notebook based on a

topic or | do a mind map. (home) .66 .94 74 2 9 55

| revise new words several times during a

day. (home) 1.55 1.20 1.50 1.07 .77
| make up sentences with new words.

(home) 1.07 1.00 1.13 0.95 .64
| find out the meaning of an unknown word

if it hinders understanding the text. (home) 246 311 2.79 1.05 .04*

| write new words in the notebook in two
columns (words in English - words in
Estonian). (home) 1.24 1.52 1.11 1.44 51

| draw a picture of a new word. (home) .24 59 .24 45 .97
| cover the words in English (and their
pronunciation), by looking at the words in
Estonian | try to remember the words in
English. (home) 3.05 131 356 .85.00*
| cover the words in Estonian, by looking at
the words in English (and their
pronunciation) | try to remember the words

in Estonian. (home) 1.78 1.45 2.17 1.4505*

| repeat new words aloud or in a whisper.

(home) 2.07 1.23 251 1.28.01*

| repeat new words in my mind. (home) 2.65 1.12.52 1.24 .44

| repeat new words by spelling them.

(home) .81 1.07 .88 1.01 61
| look at a new word, close my eyes and

picture the spelling of the word. (home) 1.20 1.231.22 1.22 91

| look at a new word, close my eyes and

picture the meaning of the word. (home) .84 1.06 .97 1.08 .36



37

38

39

40
41

42

43

44

45

46

a7

48

49

50

51

52

53

54

55

56

57

| put a tick (a cross) in front of a new word

| could not remember. (home) 1.17 1.39 2.00 1.300*

| look through the new words which | have

ticked (crossed). (home) 1.54 1.57 2.46 1.400*

| revise the new words ticked (crossed) as

long as | can remember them. (home) 1.70 1.56 2.71.35 .00*

| write new words down at least once.

(home) 2.17 1.39 2.99 1.13.00*

| act out (mime) new words. (home) .36 74 2 .3 .70 .70

| simply look new words through without

covering the columns. (home) 1.80 1.22 1.49 1.1706

| ask the meaning of an unknown word

from the teacher. (lesson) 2.43 1.09 2.38 .99 .70
| repeat new words in chorus with the tape.

(lesson) 1.64 1.40 1.76 1.33 .50
| look up the meaning of an unknown word

in an English-Estonian dictionary. (lesson) 1.69 311. 1.76 1.28 .68

| study new words from a video in English.

(lesson) .90 1.18 72 1.01 .23
| ask the meaning of an unknown word

from my desk or class mate. (lesson) 2.02 1.28 2.171.09 .34

| try to understand the meaning of an

unknown word on the basis of the text.

(lesson) 2.33 1.06 2.17 1.03 .24
| study new words by playing word games

(e.g. bingo, hangman, guessing game, etc.).

(lesson) 1.46 1.19 1.42 1.06 .80

| repeat the new words in chorus after the

teacher. (lesson) 2.74 1.24 2.69 1.17 75
| write new words in the (vocabulary)

notebook. (lesson) 2.75 1.42 3.01 1.16 14
| look up the meaning of an unknown word

in the textbook glossary. (lesson) 2.35 1.28 2.69.161 .03*

| check the knowledge of new words with

my desk or class mate. (lesson) 1.51 1.16 1.85 1.102*

| associate new words with the words

studied before. (lesson) 1.48 1.11 1.43 1.00 .76
| try to understand the meaning of an

unknown word by looking at the

accompanying picture. (lesson) 1.70 1.18 1.56 .9332

| make up sentences with new words.

(lesson) 1.31 1.10 1.30 115 .95

| study words by solving crosswords.

(lesson) 1.12 1.15 1.15 1.12 .87



58 I draw a picture of a new word. (lesson) 29 66 . .32 .62 73
| associate English words with Estonian
words based on the pronunciation or
59 spelling. (lesson) 1.29 1.11 1.56 1.06 .06
60 | pay attention to unknown words. (lesson) 2.171.30 2.25 1.20 .63
| group words in the notebook based on a
61 topic or | do a mind map. (lesson) .58 .86 .75 .90 14
| associate new words with their synonyms
(e.g.huge=very big or antonyms (e.gall
62 - shor). (lesson) 1.37 1.08 1.39 1.10 91
| study the words of an expression together
as if they were just one word (e\hat a
63 shame). (lesson) 1.66 1.21 1.61 1.06 .75
| study words by singing songs and reading
64 poems. (lesson) 1.17 1.21 1.24 1.15 .63

Note:M - meanSD - standard deviatiom, - level of significance, * - statistically signiant
difference



Appendix 9

Differences in the preferences of the students die fifth and sixth forms

Item Form Form
No Item in the questionnaire 5 6
M SD M SD

| look up the meaning of an unknown
word in an English-Estonian dictionary.

1 (home) 1.61 .95 1.76 1.00 22
| let my mother or father, brother or

2 sister check new words. (home) 1.76 1.26 1.62 1.1838
| write new words in the (vocabulary)

3 notebook. (home) 2.42 1.49 2.66 1.34 .20
| constantly revise words studied

4 before. (home) 1.41 .86 1.57 91 .18
| pick up new words when reading
books, magazines, etc. in English.

5 (home) 1.11 1.26 1.58 1.14 .00*
| ask the meaning of an unknown word
from my mother or father, brother or

6 sister. (home) 2.26 1.27 1.73 1.29.00*
| study new words with a mate (e.qg.

7 class mate, friend). (home) 1.09 .92 1.20 96 5 .3
| use the textbook glossary for studying

8 words. (home) 2.59 131 2.59 1.31 .99
| write down the new words | pick up
when watching TV, using the Internet,

9 etc. (home) 40 74 46 .82 .60

| look up the meaning of an unknown

10  word in the textbook glossary. (home) 2.13 126 725 1.19
| try to understand the meaning of an
unknown word on the basis of the text.

11 (home) 2.25 .96 2.35 91
| use flash cards for studying new
12 words. (home) .66 1.05 .64 91
| pick up new words when watching
TV programmes, films, commercials,
13  etc. in English. (home) 2.02 1.27 2.63 1.2500*

14 | study the new words alone. (home) 2.49 1.19 982. 1.17

When studying new words | put labels
15 on the objects or the wall. (home) .26 72 .30 .76

40

.89

.69



16

17

18

19

20

21

22

23

24

25

26

27

28
29

30

31

32
33

34

| pick up new words when playing

computer games in English. (home) 2.09 1.37 2.49 33 1..02*

| use the (vocabulary) notebook for

studying new words. (home) 2.06 1.36 2.32 1.40 .16
| tape new words and listen to them.

(home) .06 .30 .06 .33 97

| pick up new words when reading the

Internet in English. (home) 1.36 1.29 1.77 1.3902*

| teach new words to my mother or
father, brother or sister, friends. (home) 1.27 11.0 1.33 1.08 .70
| try to understand the meaning of an
unknown word by looking at the
accompanying picture. (home) 1.59 .95 1.65 1.0164 .
| write new words in the notebook in
three columns (words in English - their
pronunciation - words in Estonian).

(home) 2.35 1.62 2.96 1.44 .00*

| pay attention to unknown words.

(home) 2.25 1.19 2.37 1.22 46
| group words in the notebook based on

a topic or | do a mind map. (home) .68 91 .71 .96 .81

| revise new words several times during

a day. (home) 1.55 1.07 1.51 1.21 .80
| make up sentences with new words.

(home) 1.13 .96 1.06 .99 .62

| find out the meaning of an unknown

word if it hinders understanding the

text. (home) 2.53 1.18 2.70 1.23 .28
| write new words in the notebook in

two columns (words in English - words

in Estonian). (home) 1.56 1.57 .78 1.27.00*

| draw a picture of a new word. (home) .28 .58 .20 46 .29

| cover the words in English (and their

pronunciation), by looking at the words

in Estonian | try to remember the words

in English. (home) 3.26 1.10 3.32 1.19 72
| cover the words in Estonian, by

looking at the words in English (and

their pronunciation) | try to remember

the words in Estonian. (home) 2.06 1.43 1.87 1.4932
| repeat new words aloud or in a
whisper. (home) 2.38 1.17 2.18 1.36 .23

| repeat new words in my mind. (home) 2.48 1.162.70 1.25 .16
| repeat new words by spelling them.
(home) .88 1.12 .81 .96 .59



35

36

37

38

39

40

41

42

43

44

45

46

a7

48

49

50

51

52

53

| look at a new word, close my eyes
and picture the spelling of the word.
(home) 1.21 1.18 1.22 1.27 .94
| look at a new word, close my eyes
and picture the meaning of the word.

(home) .94 1.09 .87 1.06 .61
| put a tick (a cross) in front of a new

word | could not remember. (home) 1.59 1.36 1.53 491. .76

| look through the new words which |

have ticked (crossed). (home) 2.01 1.56 1.95 1.6177

| revise the new words ticked (crossed)
as long as | can remember them.

(home) 2.24 1.50 2.11 1.61 52
| write new words down at least once.

(home) 2.66 1.38 2.46 1.29 .25
| act out (mime) new words. (home) A7 .82 1.2 .57 .01*

| simply look new words through
without covering the columns. (home) 1.59 1.21 1.721.20 42

| ask the meaning of an unknown word

from the teacher. (lesson) 2.36 1.08 2.45 1.01 .54
| repeat new words in chorus with the
tape. (lesson) 1.63 1.36 1.77 1.37 46

| look up the meaning of an unknown
word in an English-Estonian dictionary.

(lesson) 1.58 1.34 1.87 1.24 .09
| study new words from a video in

English. (lesson) .61 .90 1.03 1.25.00*

| ask the meaning of an unknown word

from my desk or class mate. (lesson) 191 1.16 2.28.20 .02*

| try to understand the meaning of an

unknown word on the basis of the text.

(lesson) 2.16 1.02 2.34 1.08 19
| study new words by playing word

games (e.g. bingo, hangman, guessing

game, etc.). (lesson) 1.33 1.03 1.55 1.21 14
| repeat the new words in chorus after

the teacher. (lesson) 2.57 1.28 2.86 1.11 .07
| write new words in the (vocabulary)

notebook. (lesson) 2.69 1.39 3.06 1.1903*

| look up the meaning of an unknown
word in the textbook glossary. (lesson) 2.30 1.27 732 116 .01*

| check the knowledge of new words
with my desk or class mate. (lesson) 1.59 1.10 1.7581.19 27



| associate new words with the words

54  studied before. (lesson) 1.26 1.00 1.65 1.091*
| try to understand the meaning of an
unknown word by looking at the
55  accompanying picture. (lesson) 1.59 1.02 1.68 1.1253
| make up sentences with new words.
56  (lesson) 1.21 1.14 1.40 1.09 .20
| study words by solving crosswords.
57  (lesson) 1.02 1.02 1.25 1.23 A1
58 | draw a picture of a new word. (lesson) .35 .68 27 .60
| associate English words with Estonian
words based on the pronunciation or
59  spelling. (lesson) 1.35 1.07 1.49 1.12 .32
| pay attention to unknown words.
60 (lesson) 2.20 1.25 2.21 1.26 .95
| group words in the notebook based on
61 atopic or | do a mind map. (lesson) .67 .90 .66 .87
| associate new words with their
synonyms (e.g.huge = very big or
62 antonyms (e.dall - shor{. (lesson) 1.20 .94 1.56 1.19.01*
| study the words of an expression
together as if they were just one word
63 (e.g.What a shamg! (lesson) 1.52 1.03 1.75 1.24 14
| study words by singing songs and
64 reading poems. (lesson) 1.30 1.18 1.11 1.18 21

Note:M - meanSD - standard deviatiom, - level of significance, * - statistically signiant

difference



Appendix 10a

Students’ perceptions of the usefulness of the steggies (home context)

ltem
No No Item in the questionnaire Frequency

| cover the words in English (and their pronuncajj by
looking at the words in Estonian | try to rememtier words

1 30 in English. 102
| look up the meaning of an unknown word in an Esigl

2 1 Estonian dictionary. 75
| write new words in the notebook in three colunfwsrds

3 22 in English - their pronunciation - words in Estanjia 75
| pick up new words when playing computer games in

4 16  English. 53

5 2 | let my mother or father, brother or sisteechnew words. 51

6 3 | write new words in the (vocabulary) notebook. 47

7 17 | use the (vocabulary) notebook for studyieg nvords. 41

8 8 | use the textbook glossary for studying words. 35

9 40 | write new words down at least once. 35
| pick up new words when watching TV programmelsndi

10 13 commercials, etc. in English. 34
| put a tick (a cross) in front of a new word | @bunot

11 37 remember. 34
| look up the meaning of an unknown word in thetthexk

12 10  glossary. 32

13 23 | pay attention to unknown words. 30
| find out the meaning of an unknown word if it ters

14 27  understanding the text. 29
| ask the meaning of an unknown word from my mother

15 6 father, brother or sister. 28

16 14 | study new words alone. 27

17 32 | repeat new words aloud or in a whisper. 27
I cover the words in Estonian, by looking at therd#in
English (and their pronunciation) | try to rememiee

18 31 words in Estonian. 25
| repeat the new words ticked (crossed) as long ezn

19 39 remember them. 25
| pick up new words when reading books, magaziees,in

20 5 English. 24

21 19 | pick up new words when reading the Intenmé&nglish. 24

22 33 | repeat new words in my mind. 23

23 38 I look through the new words which | hav&éid (crossed). 22



24

25
26
27

28

29
30

31

32
33

34
35

36
37

38

39
40
41
42

11

42
25
12

28

35
4

20

21
7

36
26

15
34

9

24
18
29
41

| try to understand the meaning of an unknown wamdhe
basis of the text.
| simply look new words through without coveringeth
columns.

| revise new words several times during a day

| use flash cards for studying new words.

| write new words in the notebook in two column(ds in
English - words in Estonian).

I look at a new word, close my eyes and picturesialing
of the word.

| constantly revise words studied before.

| teach new words to my mother or father, brothesister,
friends.

| try to understand the meaning of an unknown wbyd
looking at the accompanying picture.

| study new words with a mate (e.g. class nia&nd).
| look at a new word, close my eyes and picturentieaning
of the word.

I make up sentences with new words.
When studying new words | put labels on the objectthe
wall.

| repeat new words by spelling them.
| write down the new words | pick up when watchiny,
using the Internet, etc.
I group words in the notebook based on a topic do la
mindmap.

| tape new words and listen to them.

| draw a picture of a new word.

| act out (mime) new words.

20

19
18
16

16

16
12

11

11




Appendix 10b

Students’ perceptions of the usefulness of the steggies (school context)

Item
No No Item in the questionnaire Frequency
1 43 | ask the meaning of an unknown word fromtdaeher. 130
2 51 | write new words in the (vocabulary) notebook 118
3 50 | repeat the new words in chorus after thehtea 85
4 60 | pay attention to unknown words. 82
I look up the meaning of an unknown word in an Esigl
5 45 Estonian dictionary. 77
| look up the meaning of an unknown word in thethexk
6 52 glossary. 65
| try to understand the meaning of an unknown wardhe
7 48 basis of the text. 57
| ask the meaning of an unknown word from my desk o
8 a7 class mate. 53
9 56 | make up sentences with new words. 48
| associate English words with Estonian words basethe
10 59  pronunciation or spelling. a7
| study new words by playing word games (e.g. bjngo
11 49 hangman, guessing game, etc.). 44
| check the knowledge of new words with my desklass
12 53 mate. 44
13 64 | study words by singing songs and readiregnzo 42
14 44 | repeat new words in chorus with the tape. 1 4
15 57 | study words by solving crosswords. 34
| associate new words with their synonyms (dwgge =
16 62  very big or antonyms (e.dgall — shori. 34
| study the words of an expression together alsey twere
17 63  just one word (e.gVhat a shamé! 30
| try to understand the meaning of an unknown wiyd
18 55  looking at the accompanying picture. 25
19 46 | study new words from a video in English. 23
20 54 | associate new words with the words stulefdre. 14
| group words in the notebook based on a topic do la
21 61  mindmap. 14

22 58 | draw a picture of a new word. 12




Appendix 11

Vocabulary learning strategies according to factors

Factor 1 — Rote rehearsal

Item 30 - | cover the words in English (and themmunciation), by looking at
the words in Estonian | try to remember the wordEmglish. (home)

Item 37 - | put a tick (a cross) in front of a newerd | could not remember.
(home)

Item 38 - | look through the new words which | hawked (crossed). (home)
Item 39 - | revise the new words ticked (crossexl)aamg as | can remember
them. (home)

Item 40 - | write new words down at least once nfd

Factor 2 — Creative rehearsal

Item 12 - | use flash cards for studying new wottleme)

Item 15 - When studying new words | put labels be bbjects or the wall.
(home)

Item 18 - | tape new words and listen to them. (Bpm

Item 26 - | make up sentences with new words. (home

Item 29 - | draw a picture of a new word. (home)

Item 56 - | make up sentences with new words. ¢igss

Item 58 - | draw a picture of a new word. (lesson)

Factor 3 — Taking notes

Item 22 - | write new words in the notebook in gn@lumns (words in English
- their pronunciation - words in Estonian). (home)

Item 24 - | group words in the notebook based ¢opé or | do a mind map.
(home)

Item 3 - | write new words in the (vocabulary) rnmek. (home)

Item 51 - | write new words in the (vocabulary) elwdok. (lesson)

Factor 4 — Guessing

Item 11 - | try to understand the meaning of annawn word on the basis of
the text. (home)

Item 21 - | try to understand the meaning of annawkn word by looking at the
accompanying picture. (home)

Item 48 - | try to understand the meaning of annawkn word on the basis of
the text. (lesson)

Item 55 - | try to understand the meaning of annawn word by looking at the
accompanying picture. (lesson)

Factor 5 — Dictionary use

Item 1 - | look up the meaning of an unknown waondan English-Estonian
dictionary. (home)



Item 10 - I look up the meaning of an unknown wirdhe textbook glossary.
(home)

Item 27 - | find out the meaning of an unknown woifdit hinders
understanding the text. (home)

Item 52 - I look up the meaning of an unknown wirdhe textbook glossary.
(lesson)

Item 8 - | use the textbook glossary for studyirgds. (home)

Factor 6 — Miscellaneous

Item 2 - | let my mother or father, brother or sistheck new words. (home)
Item 23 - | pay attention to unknown words. (home)

Item 28 - | write new words in the notebook in taaumns (words in English -
words in Estonian). (home)

Item 43 - | ask the meaning of an unknown word ftbmteacher. (lesson)
Item 60 - | pay attention to unknown words. (legson

Item 63 - | study the words of an expression togietts if they were just one
word (e.gWhat a shame! (lesson)

Factor 7 — Sources of words

ltem 13 - | pick up new words when watching TV pagmes, films,
commercials, etc. in English. (home)

Item 19 - | pick up new words when reading therimé¢ in English. (home)
Item 46 - | study new words from a video in Engli@bsson)

Item 5 - | pick up new words when reading booksgazines, etc. in English.
(home)

Factor 8 — Association and imagery

Item 35 - | look at a new word, close my eyes aindupe the spelling of the
word. (home)

Item 36 - | look at a new word, close my eyes aitlpe the meaning of the
word. (home)

Item 54 - | associate new words with the wordsisaithefore. (lesson)

ltem 59 - | associate English words with Estonianrdg based on the
pronunciation or spelling. (lesson)

Item 61 - | group words in the notebook based ¢opé or | do a mind map.
(lesson)

Item 62 - | associate new words with their synonymg.huge= very big or
antonyms (e.gall - shorf). (lesson)



