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Abstract

In this paper the author reviews language leargsirajegies and looks into their effect on EFL
achievement, as measured by grades throughousbigiol and grades achieved on the English
language matura exam. A study was conducted tdgeonsights into whether students with
different approaches to preparation and learniragegyies get different results on the matura
exam. In the first part, an overview of languagehéng strategies and the key researchers and
taxonomies is provided. The second part descrheeaims, participants, the research procedure,
the instruments used, and the results of the stitlyough this study was mainly intended to look
into the relationship between language learnirgteiies and EFL achievement, it raised
additional questions that need to be researchdigeiurThe matura exam is a somewhat new part
of the Croatian education system and needs todweed in relation to our school system and our
students who have different learning styles, sfiate influences and habits than those in other

cultures.
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Introduction

This paper gives an account of case studies ergltanguage learning strategies used by
five students in their final year of high schooheTstudies were conducted to provide an overview
on the differences between language learning gies@pplied during secondary education and
those applied during the preparation for the magxeam. First, an overview of language learning
strategies will be provided. Next, the participanils be described, as well as the instruments
used to collect data, and the procedure. The eesitiltcontain the five case studies and explain if
and how the participants’ language learning stiateghanged in preparation for the matura exam.
In addition, the relationship between languagenliear strategies and achievement in EFL classes

will be discussed.

Learning Strategies

According to Oxford (1990), the wosldrategyws derived from the ancient Greek term
strategiawhich meant the generalship or the art of waat8gies involved optimal management
of troops, ships, aircrafts in a planned campatgnhe ternstrategyimplied planning,
conscious manipulation and movement toward a gabrd (1990) also listed a commonly used
definition of learning strategies as “operationgptayed by the learner to aid the acquisition,
storage, retrieval, and use of information.” (pC&ford noted that learning strategies are
“specific actions taken by the learner to makerleay easier, faster, more enjoyable, more self-

directed, more effective, and more transferrableew situations”(p. 8)

Oxford (1990) gave another definition of languaggrhing strategies as steps taken by
students to enhance their own learning. She claitmatdstrategies were important for language

learning because they were essentially tools feeld@ing communicative competence. Oxford



also noted that when appropriate language leastnagegies were used, the result was improved
proficiency and greater self-confidence.

Dornyei (2005) approached this topic from a difféneerspective — he questioned whether
learning strategies even exist and how to diststgthhem from usual learning behavior.
Weinstein, Husman, and Dierking (as cited in Dorn2§05) offered three critical characteristics
of strategic learning goal-oriented intentionally invokeé&ndeffortful However, these are three
key features of motivation, so strategic learniag be mistaken for motivated learning. Cohen (as
cited in Dérneyi, 2005) spoke abdbt element of choic€ohen argued that the fact that
strategies were voluntarily employed by the leammas one of their essential features. Still, these
were not accepted by Dorneyi as sufficient forde&nition and distinction of learning strategies.
Riding and Rayner (as cited in Doérneyi, 2005) adgiiat "an activity becomes strategic when it
is particularly appropriate for the individual lear, in contrast to general learning activitieschhi
a student may find helpful(p. 165) This means that strategic learning occureein students
purposefully select and make an effort to use iegrprocedures that they find will help them

learn more easily and effectively.

Ehrman, Leaver and Oxford (2003) came to an intieiggsonclusion that any strategy is
best viewed as neutral until considered in coniéXtecomes useful if it (a) relates well to the L2
task at hand, (b) fits the student’s learning stgted (c) that the strategy is employed effectively
(p. 315)

Medved Krajnow (2010) addressed the differences in classifyirgegies. She claimed
that the differences in taxonomies were a reflectibissues with determining strategies, which
were a result of the psycho-emotional individuatityeach learner. However, they are a key part

of acquiring a language. (p. 81)



Doérnyei mentioned two different but well-known taxonies of language learning
strategies — one developed by Rebecca L. OxforéQ)18nd the other by O’Malley and Chamot

(1990).

Oxford’s taxonomy was made up of two categoriesti@tegiesdirect andindirect, which

were then each divided into three more subcategjageshown in Figure 1 below.

I. Memory Stralegies

 Direct Strategies ll. Cognitive Strategies

/

N\,

AN

Indirect Strategies

lll. Compensation Stralegies

LEARNING STRATEGIES

I. Metacognitive Strategies

ll. Affective Sirategies

A

lll. Social Stralegies
Figure 1 Diagram of the Strategy System: Overview. RepdrftomLanguage

Learning Strategie§p. 16), by R. L. Oxford, 1990, Boston, Mass: He&Heinle

Publishers. Copyright 1990 by Heinle & Heinle Psbérs.

Oxford (1990) included memory, cognitive and congation strategies in the category of direct
strategies. In the indirect category, Oxford in€ldanetacognitive, affective and social strategies.

A short overview of all six categories is providaelow.

Memory strategies dRemembering More Effectivedpver grouping; making associations;
placing new words into a context to remember thesmg imagery, sounds, sound-and-image
combinations, actions etc. in order to remember @epvessions; reviewing in a structured way;

going back to review earlier material.



1. Grouping
A. Creating
mental 2. Associating/elaborating
linkages
3. Placing new words into a context
1. Using imagery
B. Applying
k Mer:?or.y images and 2. Semantic mapping
strategies e

3. Using keywords

4. Representing sounds in memory

C. Reviewing well 1. Structured reviewing

1. Using physical response or sensation
D. Employing <
action 2. Using mechanical techniques

Figure 2.Diagram of the Strategy System ShowigmoryStrategies. Reprinted
from Language Learning Strategi€s. 18), by R. L. Oxford, 1990, Boston, Mass:

Heinle&Heinle Publishers. Copyright 1990 by Hei&léieinle Publishers.

Cognitive strategies dgsing Your Mental Processesver repeating; practicing with
sounds and writing systems; using formulas anepat recombining familiar items in new
ways; practicing the new language in a varietyuthantic situations involving the four skills
(listening, reading, speaking, writing); skimmingdascanning to get the idea quickly; using
reference resources; taking notes; summarizingpreag deductively (applying general rules);
analyzing expressions; analyzing contrastivelycamparisons with another language; being
cautious about word-for-word translating and diteatsfers from another language; looking for

language patterns; adjusting your understandingrdotg to new information.



1. Repeating

. 2. Formally practicing with sounds and writing systems
A. Practicing 3. Recognizing and using formulas and patterns
4. Recombining

5. Practicing naturalistically

B. Receiving and < 1. Getting the idea quickly
s

sending message
2. Using resources for receiving

and sending messages

Il. Cognitive

strategies .
1. Reasoning deductively

2. Analyzing expressions
C. Analyzing and
reasoning 3. Analyzing contrastively (across languages)
4. Translating

5. Transferring

1. Taking notes

D. Creating
structure for 2. Summarizing
input and output
3

. Highlighting

Figure 3.Diagram of the Strategy System Show@ggnitiveStrategies. Reprinted
from Language Learning Strategi€s. 19), by R. L. Oxford, 1990, Boston, Mass:

Heinle&Heinle Publishers. Copyright 1990 by Hei&ldieinle Publishers.

Compensation strategies©@ompensating for Missing Knowledgever using all possible
clues to guess the meaning of what is heard oriretiee new language; trying to understand the
overall meaning and not necessarily every singledlpiinding ways to get the message across in

speaking and writing despite limited knowledgel& hew language; for instance, using gestures,
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switching to your own language momentarily, usirgyaonym or description, coining new

words.
A. Guessing < 1. Using linguistic clues
intelligentl
Sl 2. Using other clues
1. Switching to the mother t
lll. Compensation . PR
strategies 2. Getting help

3. Using mime or gesture

B. Overcoming
limitations
in speaking
and writing

4. Avoiding communication partially or totally
5. Selecting the topic

6. Adjusting or approximating the message
7. Coining words

8. Using a circumlocution or synonym

Figure 4.Diagram of the Strategy System Showibgmpensatiorstrategies. Reprinted
from Language Learning Strategi€s. 19), by R. L. Oxford, 1990, Boston, Mass:

Heinle&Heinle Publishers. Copyright 1990 by Hei&léieinle Publishers.

Metacognitive strategies @rganizing and Evaluating Your Learniggver overviewing
and linking with material you already know; deciglim general to pay attention; deciding to pay
attention to specific details; finding out how larage learning works; arranging to learn
(schedule, environment, notebook); setting goatsadmectives; identifying the purpose of a
language task; planning for a language task; fogiractice opportunities; noticing and learning

from your errors; evaluating your progress.
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1. Overviewing and linking with already known material

A. Centering

your 2. Paying attention

learning
3. Delaying speech production to focus on listening
1. Finding out about language learning
2. Organizing

I. Metacognitive . 3. Setting goals and objectives
strategies B. Arranging and 99 I
planning

4. |dentifying the purpose of a language task

YOuT lemimiog (purposeful listening/reading/speaking/writing)

5. Planning for a language task

6. Seeking practice opportunities

C. Evaluating < 1. Self-monitoring
your learning ot
Figure 5.Diagram of the Strategy System ShowMgtacognitiveStrategies. Reprinted

from Language Learning Strategi€s. 20), by R. L. Oxford, 1990, Boston, Mass:

Heinle&Heinle Publishers. Copyright 1990 by Heigléleinle Publishers.

Affective strategies oManaging Your Emotionsover lowering your anxiety; encouraging
yourself through positive statements; taking risksely; rewarding yourself; noting physical

stress; keeping a language learning diary; taliwitg someone about your feelings/attitudes.
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1. Using progressive relaxation, deep breathing, or

meditation
A. Lowering
your 2. Using music
anxiety

3. Using laughter

1. Making positive statements
Il. Affective

strategies B. Encouraging

yourself 2. Taking risks wisely

3. Rewarding yourself

1. Listening to your body
C. Taking your 2. Using a checklist
emotional
temperature 3. Writing a language learning diary

4. Discussing your feelings with someone else

Figure 6.Diagram of the Strategy System ShowiftectiveStrategies. Reprinted
from Language Learning Strategi€s. 21), by R. L. Oxford, 1990, Boston, Mass:

Heinle&Heinle Publishers. Copyright 1990 by Heigléleinle Publishers.

Social strategies drearning with Othergover asking questions for clarification or
verification; asking for correction; cooperatingtvpeers; cooperating with proficient users of a
new language; developing cultural awareness; bewpaware of others’ thoughts and feelings.

(Oxford, 1990, p. 290)
A. Asking < 1. Asking for clarification or verification
uestions
4 2. Asking for correction

lll. Social Cooperating with peers
strategies B. Cooperating
with others Cooperating with proficient users

of the new language

C. Empathizing
with others

15

=,

< 1. Developing cultural understanding
2,

Becoming aware of others’ thoughts and feelings
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Figure 7.Diagram of the Strategy System Show#uarialStrategies. Reprinted
from Language Learning Strategi€s. 21), by R. L. Oxford, 1990, Boston, Mass:

Heinle&Heinle Publishers. Copyright 1990 by Hei&léieinle Publishers.

O’Malley and Chamot’s (1990) taxonomy distinguistedween three main classes of
strategiescognitive strategiesnetacognitive strategiemndsocial/affective strategiegp. 45) All

three classes have a counterpart in Oxford’s taxgnas well as in Dorneyi’'s mentioned below.

Dornyei (2005) presented a taxonomy in betweensudgested that the two taxonomies
mentioned above were highly compatible and, mattinge distinct changes, proposed the
following:

1. Cognitivestrategiesnvolving the manipulation or transformation oétlearning
materials/input (e.g., repetition, summarizingngsmages)
2. Metacognitivestrategiesinvolving higher-order strategies aimed at analkyz
monitoring, evaluating, planning, and organizing@'srown learning process.
3.  Socialstrategiesjnvolving interpersonal behaviors aimed at incnegshe amount
of L2 communication and practice the learner urakas (e.g., initiating interaction
with native speakers, cooperating with peers)
4.  Affectivestrategiesjnvolving taking control of the emotional (affeat)vconditions
and experiences that shape one’s subjective innwunein learning. (p. 169)
Oxford (1990) concluded that “there is no compbajeeement on exactly what strategies are; how
many strategies exist; how they should be defidetharcated, and categorized; and whether it is-

or ever will be-possible to create a real sciecdify validated hierarchy of strategies.” (p. 17)

L2 learner autonomy is a vital part of this paerall learners in this day and age are taught

to take responsibility for learning. According taxford (2008), this means “deciding upon and
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usinglearning strategies and tacti¢bat are relevant to their tasks and goals”. {). hese
strategies involve planning, evaluating and analyzall with the goal to better their language
learning. Although Oxford, in the chapter cited adadealt with learning usually without the
involvement of a teacher, some of her claims caappdied for students preparing for the matura
exam, such as the participants of the study de=st@ind discussed in this paper. Since a high
school student in Croatia did not have a prepayatiass for the matura exam as part of the
national curriculum when this paper was writtendshts were expected to prepare on their own.
Oxford (2008) stated that, unfortunately, learnatslity to make decisions in the learning process
is not reality but an ideal. (p. 48) In terms abtktudy, this statement is quite important. Ad wil

be explained in detail later in the paper, theipigdnts had to make choices regarding the matura
exam on their own and that choice made a significapact not only on their language learning,
but their future as well. In the cases of our pgrtints, the ideal would suggest the learners
making an assessment of their knowledge and/ortkeieof, and focusing on the part of their
knowledge and information they needed to succeeyfttund most problematic. The reality of

the situation regarding our participants can bd redheResultssection in greater detail.

However, it is important to state that the partifs did not make decisions based on an

assessment of their language competence, but bagjaassed what was best for them.

Aim of the present study

The aim of this study was to investigate the pgudicts’ use of learning strategies during and
when preparing for their high school English classed tests, as well as to find out how they
approached preparations for their matura examlyl,as¢ hoped to look into the relationship

between strategies used and EFL achievement qfatieipants.

Sample
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The sample consisted of five students, three gittbtwo boys, finishing their senior year of high
school. They were selected for administering tlgestionnaires and an interview on their
learning strategies during their high school yeand preparation for their matura exam. All
participants attended a general-program secondgosand most continued their education at
the university level while one decided to take ary&f and then start university. They had all
chosen to take English as the foreign languagéhtar matura exam. Participant A decided to
study sociology, Participant B chose the Facultilioiesiology and Participant C decided on
attending the Faculty of Teacher Education majonnitne professional course for preschool
teachers. Participant D chose a law program anticipant E decided to take a year to pursue his

athletic career.

Instruments

Data was collected using four instruments:

1. A background questionnaire was used, originallyettgyed for SILL by Rebecca Oxford
(1990) and modified for speakers of other langudggsing English, as seen in Appendix
1. This questionnaire was further modified to acowdate the specific requirements of
this study. According to Oxford (1990), it providadditional information on student
characteristics in order to help teachers, studamisresearchers understand the SILL
results in context. (p. 281) The questionnaire casep general questions: regarding
name, age, first language, sex etc. It then reduire participants to evaluate their
knowledge of English, state whether they were fadisvith their language competence,
and to compare it to others in their classes. leantiore, it asked which part of the
language would they like to improve, why, whethet enjoyed learning languages and

why.
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. During the interview, the participants were askadsgions about their preparation routines

for tests in high school and then the matura exam.

The following questions were asked and altered nigipg on the participants’ answers:

» Do you study for your written exams or is it enouglpay attention in class and do
your homework? How much time do you spend studying?

« How do you study? Are there any special strategjiesays you prepare for written
exams?

» Did studying for tests in high school differ frorova you prepared for the matura
exam?

* What presented the biggest problem when prepaointhé English matura exam?

» Have you had this problem before? How did you @ If not, what do you think
changed and created the new problem?

* How did you decide on the right way of dealing wiitle problem?

* How did you search for a solution? (talking to pese friends, browsing the internet,
experience in learning other subjects...)

» Tell me something about things you thought of ddngeventually discarded.

* Why did you decide on this particular way of prepgistudying?

* In your opinion, what are the advantages of thietgf learning?

« Are you happy with what you achieved? Do you thankther way of
preparing/studying would have resulted in betteults?

» Are there any specific changes you noticed in ymawledge?

* Are you satisfied with the way you learned English?

* Are you happy with the results that the learningcpss provided?

The interview was recorded and the findings cafobad below in thé&resultssection.
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3. SILL, or Strategy Inventory for Language Learningsaeveloped by Rebecca Oxford in
1990. It was based on Oxford’s strategy taxononsgideed earlier. Dornyei (2005)
mentioned that SILL was the most often employettumsent for assessing language
learning strategy use.

The questionnaire, shown in Appendix 2, consisté@Ddtems divided into 6 categories:
(A) Remembering more effectively or memory stragsgiB) Using your mental processes
or cognitive strategies, (C) Compensating for migsnowledge or compensation
strategies, (D) Organizing and evaluating yourrie®sy or metacognitive strategies, (E)
Managing your emotions or affective strategies @)d.earning with others or social
strategies.

Scale scores were obtained by computing the averfatpe item scores within a scale. Al
items on the SILL have five possible answers: (&y@& or almost never true of me, (2)
Usually not true of me, (3) Somewhat true of m¢,Wdually true of me and (5) Always or
almost always true of me.

The SILL focused on specific strategic behaviors #re scale descriptors indicated
frequencie®f strategy use. Since the items on SILL were usexscertain behavioral
patterns, total scores could not be predicted baseddividual item scores. A high score
on the SILL was achieved by a learner using as nd#fgrent strategies as possible.
However, this is in contradiction with strategyahgwhich clearly indicated that it was
not necessarily the quantity but the quality oféngployed strategies that was important.
(Dérnyei, 2005, p.180-181)

According to Oxford (1990), the overall averageitated how frequently language
learning strategies were used. Each part of thé 8Hd its own average, which showed

which groups of strategies the learner used the.rfms291)
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Oxford (1990) divided &igh average into two levelgslways or almost always uséuht
range from 4.5 to 5.0; ar@enerally usedvhich range from 3.5 to 4.4. mediumaverage
implied strategies that weBometimes usexhd range from 2.5 to 3.4.16w average was
also divided into two levelsGenerally not usedhich range from 1.5 to 2.4; aiNgver or
almost never useghich range from 1.0 to 1.4. (p. 291)

A high average would mean that a category of strategissused most often, whild@awv
average would mean that a category was used Iltast ®he results would, therefore,
show to the learners and teachers which categwges most and least used when learning
a language and how every individual learner coelst lacquire a language as well as

which aspects of learning the learner could improve

The Learning Styles questionnaire, shown in AppefBdwas designed by Andrew D.
Cohen, Rebecca L. Oxford & Julie C. Chi (2002). évciing to the authors, the Learning
Style Survey was created to indicate “the ovetglesgpreferences” of the learner (p. 15).
The survey was made up of 11 parts. Completingtinegey took about 30 minutes.
Possible answers were: Never, Rarely, Sometimdéen@hd Always, Always carrying the
highest value of 4, and Never the lowest of 0. fdseilts were then added up and placed in

a table such as the one shown in Figure 8 below.



Part 1 Part 7 Figure 8.Table of results for the

A Visual A Sh . .

B~ Audtory Al Learning Styles Survey. Reprinted from

C __ Tactile/Kinesthetic .
Language Style Survey: Assessing Your

Part 2: Part 8: .

A" Exraverted A Detucivo Own Learning Styleg. 19), by A. D.

i B e Cohen, R. L. Oxford, J. C. Chi, 2002,

P ) B Minneapolis, MN: Center for Advanced

A Random-Intuitive A __ Field-Independent o

B Concrete-Sequential B Field-Dependent Research on Language ACCIUlSltlon,

Part4: Part 10: University of Minnesota. Copyright

A __ Closure-Oriented A __ Impulsive H H

5 ban ™ 2902 by Regents of the University of
Minnesota.

Part 5: Part 11:

A Global A Metaphoric

B _ Particular B Literal

Part 6:

A __ Synthesizing

B __ Analytic

As mentioned before, the results of this surveyatba general style preference. In the
instructions to interpreting one’s results, it wasntioned that if results within a part of the
survey were close, then one should read aboutleathing styles and consider both
characteristics. However, Cohen, Oxford and Chintgal out that learning styles change
throughout one’s life and can be stretched. Thegeflearner should not consider himself
or herself in terms of only one learning style. Hughors of the survey advised learners to
stretch beyond what was comfortable in order taaextheir learning and working
potential. This means that after having completedsurvey, a learner should study the
results and, with or without the help of a teachsrio develop style areas that he or she

did not use and use strategies to deal with language.tasks

As seen in Figure 8., a learner’s results of Parftthe questionnaire could show his or her
learning style preferences as visual, auditoryioedthetic. Learning for a visual learner
has the best effect through visual means: booktyness, videos etc. An auditory learner
learns best through listening and speaking, i.eatds, tapes, lectures, and so on. A

kinesthetic learners most through experiments gptej games etc.
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Part 2 distinguishes how students open themsedviesitning situations. An extraverted
learner would benefit from interactive tasks: gangebates, role-playing, etc. An introvert

prefers working on his or her own or with a pertiogy know well.

Part 3 of the survey deals with handling possibsgitA random-intuitive learner likes
abstract thinking, speculations about the futuik @sually dislike step-by-step instruction.

A concrete-sequential learner prefers dealing tighpresent and one-step-at-a-time tasks.

Part 4 differentiates learners with regards to hioey approach tasks. A closure-oriented
leaner focuses on most or all tasks, attempts &t demdlines, plans ahead and is more
comfortable with explicit directions. If the leamis open-oriented, he or she prefers

discovery learning and learning without thinkingpabdeadlines or rules.

Part 5 deals with receiving information. Learnetsowave a global preference are
comfortable in communication even if they do nobwrall words involved and are more
focused on getting the main idea. A learner withtipalar style preference focuses on and

remembers details about a topic.

Part 6 shows how learners further process infoonath synthesizing learner summarizes
well, likes predictions and guessing. An analyéarher pulls ideas apart, prefer logical

analysis and focuses on grammar rules.

Part 7 deals with committing material to memorysharpener tends to seek differences
between information while memorizing. A sharperen also easily retrieve information
because they are stored separately. A leveler bleraderial together to remember, and

focuses on similarities. However, a leveler is mikely to blur similar memories.
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Part 8 shows the learner how he or she deals aittulage rules. If a learner is deductive,
he or she like to start from the general and waskoh her way to the specific, while an

inductive learner prefers the opposite.

Part 9 deals with multiple inputs. A learner withedd-independent style preference
enjoys separating material form context, while aerfeeld-dependent learner deals with

material in a holistic way. The latter works beghwout distractions.

In part 10, questions are directed at response #mémpulsive learner, as the name
suggests, reacts more quickly with little or naoking about what he or she is about to say.

On the other hand, a reflective learner’s thoughesede his or her actions.

Part 11 deals with how literally a learner takeditg. A metaphoric leaner learns better if
he or she produces an extended metaphor for theriadai literal learner likes to work

with material as is. (Cohen, Oxford, Chi, 2002, pp-22)

Procedure

The interview and questionnaires were administeredine and July 2013, in the interviewer’s
home. All questionnaires and the interview wer€inatian, the participants’ L1.

The participants were first given the backgroundsgwnnaire. The interviewer explained the
topic of the conversation and instructed the pigiiats to take their time with their answers,
encouraged them to ask for clarification if theg¢t dot understand the questions asked, to answer
truthfully and honestly and stressed that thereewnett any right or wrong answers. The
interviewer also assured the participants all imfation was confidential. After the interview, the
participants were administered the SILL. The pgréiots were also told that the SILL was

originally a tool to help students better underdthaw to learn a new language and that the
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information helped them become better learnerstd@x 1990, p. 278) Lastly, they were asked to

fill out a questionnaire on learning styles.

Results

Five Case Studies

Participant A

Participant Awas a 19-year-old girl who had been learning Ehdilor nine years. She
rated her knowledge of English @sod but was not happy with the level of knowledge she
possessed. When filling out the background queséimae, she was asked to compare her
knowledge with others in her class and she ciralggloximately the same as otheBkie also
stated that improving her knowledge wasy importantespecially vocabulary. She did not like
learning languages but said she wanted to learausecshe was interested in language in general,
how languages differ and function and the diffeemnloetween languages she had been learning.
She also found it necessary for her future caneétravel. She had been learning Italian and
Spanish and stated that her favorite part of laggu@arning was the process of preparing for her
matura exam. Her grades through the four yearggbf$thool were 3 in the first, second and

fourth year, 2 in the third year and 3 for the matexam.

In the interviewparticipant Asaid that, during high school, she studied forualam hour a
day starting two days before her written examsgsdate doing homework and paying attention in
class. She read texts covered in class and digisgsrthe teacher had said could possibly be in
the exam from her workbook. If all of the exercibasl already been done in class or as
homework, she used exercises from a ‘giant’ grantroak she has at home. Participant A also

said she did not do anything different for Englishopposed to other classes she studied for.
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When discussing grammar versus vocabulary exarassat she did not study for grammar
exams but said she had ‘learned it a long time.ddowever, she recognized the fact that there
were grammar points she did not know and couldleat said they were not necessary for her
exams in high school. For vocabulary exams, slteste read the texts she was being tested on
and then went through the questions that accomgainéetext, memorized words and important
information. When discussing preparation for theureexam, she acknowledged that there was a
big difference from studying for written exams ahgriher high school years. Studying for the
matura exam waslltra turbo intense’- she went through all the previous matura Englistims
and essays with an English teacher in individusiape lessons who also gave her additional
topics to write about and exercises to do. Padii@ also made the distinction between
‘studying’ for written exams and ‘preparing’ forelmatura exam. She did not see ‘preparing’ for
the matura exam as studying. She also charactdraestudying in high school as pointless
learning by heart oStreberaj. The biggest problem she encountered when pnegpdorr the
matura exam was the essay portion of the examyubeahe claimed her vocabulary was ‘zero’
and she did not know which words to use for thei$ipeopic she was presented with. However,
at a later point in the interview she said shealltalso had a problem with placing facts in the
essay — she had problems distinguishing betweeariant and unimportant facts and their
connection with the subject. She said her teacltérwhom she had had individual lessons said
she lost her train of thought easily when writimgl daransitioned to a completely different topic
from one sentence to the next. When asked if sbeusttiered these problems in high school, she
responded with ‘No, we didn’t write essays in hgginool.” Going back to the ‘zero’ vocabulary
answer, she acknowledged that she could have dwnetking about it beforehand and not wait
and see what would happen with the matura exandiRgaooks in English, watching movies
without subtitles and writing practice essays weseideas on preparing for the matura exam in

advance. When considering different types of prajpan for the matura exam, she turned to an
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English teacher in the family for guidance and tbgethey decided it was best to prepare and
study individually. Even though most of her clastesalecided on group classes or just studying
alone, she thought individual classes were thefoes$ier because she felt she had specific
problems and wanted to tackle them efficiently. fEh@as also no fear of being left out in class or
the teacher not getting to her and answering hestoqpns as well as not feeling stupid for not
knowing something others thought of as easy andramknowledge. She also said she did not
encounter any new problems when she began goiagghrthe material — she knew what her
trouble areas were when it came to English angritetd out she was right, therefore there were no
surprises. The essay and the cloze test were ¢pgeddifears. For the essay, she and the teacher
brainstormed out loud and then turned ideas intei@e sentences together, and each time the
teacher participated less and less — after thrésunilessons, she was able to write an essay alone
and felt a lot more confident even though she kakg/had made many grammatical errors and
mistakes. For the cloze test, the teacher gava hagrof similar exercises which they went
through. She said it helped a lot, but she realizeduld have been even better if she had thought
of the matura exam at the beginning of high scloo@ven earlier. Even so, she was happy with
the results of the matura exam and the leap in lediye she was aware had happened. She was
very excited about the fact that the teacher heledcheat’ in the essay by using words such as
however, moreover, therefore, thus, finally, ifiiagtc. or what they called ‘fancy words’. She
also said she learned how to effectively go throiegis for reading comprehension exercises
without getting pulled into the story but focusioig the task at hand. She was very proud of the
fact that she helped a few of her classmates derlmt the exam by sharing some of this newly
acquired knowledge and said it felt great to hénesrt say ‘thanks for your help in English’, when
English was always her problem subject in schobis Pparticipant also said she liked the fact that
by going through all of the tenses with a teacher-on-one helped fill in the blanks and she now

understood which tense to use and actually used there. Because English was always a



23

problem for her, she was happy with her gradespangress but realized she could have done

better in high school with different “learning hefiiand perhaps a tutor.

The analysis of the SILL scores foarticipant Ashowed that she scored highest in
compensation strategies (M=3.75) which was als@tthe one of her SILL averages that was in
theHigh category. All of the rest of her scores were sdtih theMediumcategory. She scored

lowest in memory strategies (M=2.60).
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Figure 9.Participant A’s SILL scores.

According to the Learning styles questionnaipasticipant Awas a visual and auditory
learner. There was a slight difference in the saofavor of the introverted learning style. Result
of parts 3, 4, 5, 7, 8, and 11 showed only a sthiifrence between the possible learning styles.
She therefore had displayed characteristics ohdam-intuitive and concrete-sequential learner, a
closure-oriented and open-oriented learner, a ¢k particular learner, a sharpener and a

leverer, a deductive and inductive learner, ancephoric and literal learner. Parts 6 and 10
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showed she was impulsive and preferred synthesiniagalyzing. Only in part 9 was the score

exactly the same for field-independent and fielgatalent characteristics.

Participant B

Participant Bwas an 18 year-old girl who had been learning iShdbr nine years. She
answeredjoodwhen asked how she would rate her knowledge giuage. She was not satisfied
with her language competence and would have ligechprove her fluency of speech. When
comparing her language competence to others’ itlass, she answeréétter than othersShe
opted forimportantwhen answering the question of importance of ecingncompetence. She did
not like learning languages but saw English as mamb for her future career and travel. She had
learned Italian and stated her favorite part ofjleage learning was writing essays. Her grades

were 4 in the first, second and fourth grade, ®énthird and 4 for the matura exam.

Participant Bsaid she did not study English for tests or oxahes but found it was

enough to pay attention in class and do the homeassigned by the teacher to do well. She later
amended that she did prepare for exams she thoagtt be more difficult than usual by reading
what was done in class. However, it never tooknhere than 15 minutes to review everything she
considered necessary or the teacher said would the iexam. She also said doing homework did
not take more than 15 minutes. When discussing miamversus vocabulary exams, she said she
prepared more for grammar exams by going over esexcone in class or as homework from her
workbook. She never had individual private lessamied to find additional exercises to prepare
for exams. When talking about the matura exam aslngtted going to group preparatory lessons
and added that it was completely different fromtghee of “studying® she did in high school.

Contrary to Participant A, Participant B said she the most problems with grammar when

! Participant B used her hands to put quotation marks when saying the word studying.
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preparing for the matura exam but said she didhawé this problem before. She said she tackled
her grammar issues by asking a lot of questiorglditional group preparatory classes she
attended for the matura exam. The teacher in tblasses explained the subject matter ‘five times
better’ than her high school English teacher amatl tiade her studying and tackling exercises
easier. The participant mentioned that she dicknotv she had problems with grammar and only
realized it when attending group preparatory clasdeere the teacher specifically addressed
single grammar topics at a time — this was whaptrécipant claimed helped the most. She also
said this was not the case in high school, whez@ghcher only mentioned certain grammar
points in connection to a specific text, but did deal with it in a more thorough manner.
Although she got good grades in high school, thisigipant noted it was her opinion that her
grades did not have much to do with the high sctesather but with her EFL teachers before high
school and her own ‘ear for languages’ which helpedijust feel’ if something was correct or
incorrect in the exams. When discussing why shee&lgooup preparatory lessons instead of
private lessons or preparing by herself, the ppditt said she had never written an essay in
English before, as it was never asked of her durgrghigh school years. This caused her to think
it was best and easiest to attend a preparatosyg wlhere a teacher would explain how and what
to do. She chose the preparatory class herselfcl8meed she was not influenced by her friends.
She said she chose the classes because of thapddecation, as well as the reputation of the
teacher. Once she started classes, she did nophablems with the subject matter and found it
easy to follow and acquire what was required. Wadsked about the best part of preparing in a
group class, she said it was good to see thaetuher had different ways of explaining the same
thing to different students and the students hHdrdnt ways of learning — some she found easy,
some difficult, but she claimed she benefited fxperiencing all of the above. The teacher first
explained what they needed to do to prepare fdingriwhat an essay must contain, how to think

about the topic at hand, how to consider pros amg,cand gave them examples in the form of
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written essays where they found good and bad paintgjued and found better solutions and
thought of different, more appropriate sentencé&nlthey wrote essays discussing many
different topics and critiqued those. She said #fiter a few essays she saw improvement which
motivated her to study and improve even more. $thaat feel like a lost cause the way she did
when classes started. She also said she somevdmgeththe ways she learned, because she
never thought of it in that way before. For examplien trying to remember vocabulary that she
found very difficult and incomprehensible, she ata/&ried to learn by heart. Words and phrases
such as: however, notwithstanding, moreover, intexidto, as introduced by, followed by, in
conclusion to, to sum up, with regards to etc. Hmveshe saw in the group classes that one girl
was writing the words on a piece of paper into adesshe had drawn using the ground floor as the
beginning of the essays and the roof as the caondwad putting other words and phrases in the
windows. This made her remember the words instakttyeover, she tried this learning strategy
when learning biology and Croatian literature, bsgd different drawings, for example an ocean
where the fish became smaller in size as the faete more detailed, and a forest where the tree
trunks were more general facts and the brancheteamds more detailed facts. Her conclusion
was that she needed to focus more on what helpdddra instead of thinking in terms of what
she viewed as ‘normal’ or ‘standard’, such as wgtnotes or learning straight from the book
without summarizing or mapping the chapters. Wisked if she found the group classes a good
experience, she said she found them more bendftanlthe four years of high school. What she
considered great was the fact that she did not teastidy outside of the preparatory classes but
learned in class, which left her plenty of timestady for school, since the classes were held all
through spring (March, April, May). The aspect ef knowledge she found improved most is her
essays: she now enjoyed writing them and was hafyeyn she completed an essay because she
saw what she did right and what could have beeebathis participant described studying in

high school and preparation for the matura exanaasy different. She did not study in high
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school and she knew it was because of lazinesswas@lso very happy with the grades she got
and with how “she overcame her own personality” wfeced with an important issue as getting
into college. She was also happy with how she dither matura exam, and even though her grade
was not the highest possible, she realized thatdportion to the amount of effort she put in, the
grade was a fair and objective result of the knoge preparation and studying. The single thing
she emphasized and thought could have helped harlggter grade was to do more work on her

own outside the preparatory classes or school.

Participant Bscored highest in the compensation strategiegdifde3.88); and lowest in
the affective strategies (M=2.14). Her metacoggistrategies mean was low. The rest were in the

medium range.
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Figure 10.Participant B’s SILL scores.
The Learning style questionnaire showed treaticipant Bwas a kinesthetic learner,

extraverted, open-oriented, deductive, field-inawejeant and metaphoric. Her results were similar

in parts 3, 5, 6, 7, and 10. This showed that staedharacteristics of all the following learning
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styles: random-intuitive and concrete-sequentiaba@ and particular, synthesizing and analytic,

sharpener and leveler, and impulsive and reflective

Participant C

Participant Cwas an 18-year-old girl who had been learning ihdbr nine years. She
rated her competence in Englishga®dand stated she was happy with the level of knogded
she possessed. However, she also stated she wamddiked to improve both her vocabulary and
knowledge of grammar. When comparing herself teistin her class, she viewed herself as
approximately the same as otheB$e stated it wamportantto enhance her competence level
because she found it necessary for travel. Shd léaning languages because she considered it a
challenge to acquire new, interesting informatiod ase it in communication. She had also
learned Italian. She found gathering informatiammmarizing what was important and repetition
her favorite part of learning languages. Her grade 4 for the first three years of high school, 3

for the fourth and 3 for the matura exam.

Participant Csaid that the teachers practised giving them imxhdit exercises similar to
the ones that would be in the following written exa hey then did those exercises at home and
saw what they needed to work on and prepare foexhen based on the results. She studied by
reading from her textbook and notebook, and findiregrcises, explanations and examples on the
internet. She found homework assignments helpfuthmy were only discussed during oral
exams and were not grammar exercises but relateel tn@xpressing yourself and expanding
vocabulary. She also noted that grammar and voaapwlere pretty strictly separated and this
caused confusion when she needed to perform wbbtim aspects at once. When asked how she
prepared for such different exams, she said slaeniered’ for vocabulary exams, as well as made

summaries for texts she needed to know and retdltlzen repeated what she had written out loud
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simulating her oral examination and answering &svsbuld in the classroom. She approached
grammar in a similar way she handled math — theeremercises she went through, the more she
repeated the rules, the more she remembered amdotteesecure she felt. She spent from an hour
to an hour and a half preparing and studying fanex, both written and oral. This participant did
not attend either private or group preparatorysdasShe prepared by herself, going through
previous matura exams and study materials ffoimom? she got from a friend. The biggest
obstacles in preparation for the matura exam wagslsay, because she felt high school had not
prepared her for expressing herself through wriingfocused on oral communication, which
was useful in life but had its shortcomings whealitg with the matura exam. She said that her
preparation for the matura exam was 90% hope thailbend well and 10% thinking of topics

and how she could and would make an essay out af sfte knows from her first language essays
skills. Having said it aloud, she immediately adderkalize now that | should have tried writing
what | came up with in my head but it didn’t octmime at the time’She said they had homework
essays assignments in high school, where the tetmfieone or two classes to repeat the
structure of essays and had the students do agarasisay and then assigned a topic for them to
be graded on. Even though she saw then and knewhaivthe essay made her the most
uncomfortable and gave her the most problems,rgdteto tackle it on her own without seeking
help from friends or teachers but by looking upregkes of what others wrote on the internet.
When writing the few practice essays she tried@molwn, she wrote them in Croatian and then
translated into English. She said she regretteplgoeg that way because when at the matura
exam, she wrote in English fearing she would neerenough time, which made all her practicing
meaningless. However, she said she was not sartiidovay she prepared for the matura exam
nor did she think she could have done it diffeseb#cause she did not know then and still did not

know how else she could have prepared differeBthe was happy with how she did on the exam

A learning center based in Zagreb specializing in preparatory classes for matura exams and college admission
exams.
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and said it was a relief because she thought thmétself would be much worse and therefore
mentally prepared for the worst possible outcombeelasked if she could have done better on
the essay part of the exam if she had prepareer€iffly, she said no because it turned out to be
the ‘easiest’ part, having gotten a topic she way familiar with. She also stressed that the most
difficult part of the exam was the last task, azeltest, and felt she got most of it wrong. When
asked if she could have prepared better for themaxam including her high school years she
said her teacher did the best she could and thasenathing more to do. However, she was not
happy with the way she studied or prepared durigly sichool or for the matura exam but she was
very happy with the grades she received. At thedaéride interview, however, she said she could

have read more books in her free time and thatavbale helped with her vocabulary.

Participant Chad a medium score (M=3.07) in the memory strategroup while all her
other means were high, scoring highest in sodiatesjies (M=3.89). This was also the only

participant that scored above the 3.00 point istaditegies tested.
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Figure 10.Participant C’s SILL scores.
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According to the Learning styles questionnaire ssgrarticipant Cwas a visual and
kinesthetic learner, concrete-sequential, and prdfsynthesizing. She had the same score in parts
5, 8 and 10 meaning she was equal parts a glodgbamicular learner, deductive and inductive;
and impulsive and reflective. Her scores were simil parts 2, 4, 7, 9 and 11, which meant she
had characteristics of both extraverted and inttedelearners, closed-oriented and open-oriented
learners, a sharpener and a leveler, was bothifidiebendent and field-dependent; and

metaphoric and literal.

Participant D

Participant Dwas a 19-year-old boy who had been learning EIm¢tis 14 years. He rated
his language competencegmdbut was not satisfied with his level of knowledgéhen tackling
the question about what he would have liked to owpr he wrotéto speak it like it was my
mother tongue”He rated his language competencagsoximately the same as otharshis
class. He found ¥ery importanto improve his language competence because hiieads who
spoke English and found English necessary forutigé career and travel. He also discovered he
had a mandatory English class at the universitgliened to attend. He did not like learning
languages. He had learned German and Spanish|sanliséed Latin. His favorite part of
language learning was the games his teacher téugint which they played in class. His grades
were 4 for the first two years of high school, Btlee second two years of high school and 3 for

his matura exam.

Participant Dsaid that paying attention in class and doinghbimework was not enough
but he had to study and prepare for every testtemrand oral, which took him about half an hour.

He read texts from his textbook and exercises dookass or as part of a homework assignment
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but did not try and find additional exercises oplexations. When asked if there was a difference
between studying for vocabulary versus grammas tést responded by saying that he made
cheat-sheets for vocabulary tests. For grammas, teetlearned what he called ‘patterns’. For
example, when preparing for tests on tenses hedweutember phrasevery day, every week,
every montletc. to recognize present simple. When he dichawvé time to study, he said he

would rely on his “feel for the language” — uponrgpthrough the test he would do the exact
opposite of what his ‘feeling’ would tell him anlgiett would produce a passing grade. For the
matura exam, his mother decided he should attemdtprgroup preparatory classes. This
participant liked the fact that the classes conegria small number of people (8 people per class)
and that everything was done in a small amounitreé,twhich gave him the opportunity to
compare facts. For example, in the classes, they theough all tenses in a matter of two sessions
in one day; this helped him understand the diffeespand better, and therefore correctly, use the
tenses. They also wrote practice essays whictettwher graded and discussed with the class.
When asked about the way he studied, participasdi® it changed during his last year of high
school, when he started taking preparatory groagsels, because they taught him how to deal
with exercises in a different way. This enabled kinstudy for preparatory classes and learn what
he needed to learn for school. This participard &dsind the cloze test exercise most difficult and
even labeled it frightening because he felt hedowolt study for this type of exercise in the
amount of time he had, but that he failed to lesinat he needed to in all his years of previous
education. However, he focused most of his attardiering the preparatory classes on this type of
exercises, and asked the teacher to provide himaaditional exercises which he did at home
after the weekly sessions. Alongside himself, laenad his high school English teacher for not
providing more cloze test exercises and prepanmgamd his classmates better for the matura
exam. The essay part of the matura exam did nbebbim becausdhe] could always stick to

present simple and not mess up too Mmuthe participant was very happy with the chosen
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method of preparation for the matura exam but thotltgat what could have helped him more
were private classes with a teacher one-on-onghate considered a better way to learn in
general because then he would focus on what hemedhg had trouble with most. However, he
thought he was lucky that the group he was a gdrao similar problems, but it could have
turned out very differently. He noticed changekimknowledge in recognizing tenses and when
to use which, in his spelling etc. He was very lyapipout how he studied for the matura exam,
but was very unhappy with his studying during hghrschool years. Upon additional questions,
he became very specific: he blamed his teacheéh#ofact that he did not learn ‘anything’ in four
years. He claimed his teacher demanded he do buayyat home alone, which he found
ridiculous, and saitthen | didn’t even have to go to school, if | dolgarn anything in class, it's
the teacher’s fault”However, he did not say the teacher lacked knoveeldgt was not eager or
willing to teach them. Since she appeared not tmbgvated, he claimed nobody else could have
been either. Nevertheless, he said he did not dihisug to improve his English during high
school so it could have potentially been his fahliuld the teacher have been different. He
confessed that he now saw how doing his homewgulady, going through his workbook,
picking ten words from the dictionary every weekl avriting them down and trying to explain
them in his own words would have helped him lorrgitbut would not take up a lot of time at all.
He also concluded that all of this would have helpen with the cloze test exercise and he would
recommend to every student newly enrolled in higiiosl to do all of the above regularly.
However, he did not feel sorry or regretful abdwts he said ‘I can do it now, it's never too late
learn a language but I'm still just too lazy to puthe effort’. He felt his grade matched the dffo
put into preparing and studying through the yearaell as just prior to the matura exam and felt

satisfied with what he accomplished.

Participant Dscored highest in compensatory strategies groupt(MB). Interestingly,

this is also the highest score for this categotyodall five participants. However, all of his eth
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means were low, the lowest being in case of affedtrategies (M=1.29), also the lowest for

affective strategies out of all five participants.
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Figure 11.Participant D’s SILL scores.
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Participant Ds Learning styles score as evenly distributechanfirst part: he was a visual,

auditory and kinesthetic learner. However, he hadther category of learning styles even close

in scores. He was an extraverted, random-intuibpen-oriented, global, synthesizing learner. He

was also a leveler, inductive, field-independempulsive and metaphoric learner.

Participant E

Participant Ewas an 18-year-old boy who had been learning Endtir 15 years. He

rated his language competencegsellentand was happy with his level of knowledge. He would

have liked to improve his pronunciation. He ratedlinguage competencelastter than others

in his class. He found iinportantto improve his level of knowledge because he weesasted in

the English language, in different cultures whiehcould only explore using English, he had
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friends who spoke English, he would have a mangldaglish class at the university he plans to
attend after his year off, and found it necessanhfs future career and travel. He enjoyed
learning languages because he found it fun to eeqeiw knowledge and considered it a
challenge to remember as much information as plesaibich he could latertfow people with”.

He had also learned German and found communicaiithgothers the best part of learning a
language. His grades were 5 in the first, seconldf@urth year of high school, 4 in the third and 5

for the matura exam.

Participant Esaid he did not study English at home all throhigh school, but tried to
pay attention in class as much as he could. Hedstag always loved English so paying attention
was not that difficult even though he was somewhat troublemaker all through his school
years. Even though he sometimes found the topittsedkssons boring, he found something new
and interesting in every lesson and therefore kpself motivated. Homework took very little
time to do and he said he could not remember #tdifae he got a bad grade in English. He
claimed he went through the texts from his Engiestibook once before written or oral exams,
which was enough because he looked up unknown vendisg class (there was a dictionary in
the classroom available for use) or after classtfi@matura exam, he practiced writing essays
which his high school teacher then corrected. ik tbat he did not have any problems preparing
for the matura exam, nor for tests during his hEghool years. He therefore did not take any
additional preparatory classes, individual or grdug went through matura exams from previous
years by himself and took any advice his high sttemxher gave to the class and to him
personally. He considered taking group preparattayses, but after going through previous
matura exams and talking to his high school Endbsither, decided against it and opted to pay
for classes for other subjects which he had mdfewdlty with. He was happy with what he

achieved and the grade he got. He said he couldenb&ppy or unhappy with his learning of
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English since he just ‘picks it up along the wdyit said he could probably learn even more.

However, he did not see the need for it.

Participant Escored highest on the cognitive strategies (M=3a8@) lowest on the

ffective strategies (M=1.71).
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Figure 12.Participant E's SILL scores.

According to the Learning styles questionnaire ssgrarticipant Ewas a kinesthetic,
random-intuitive, open-oriented, synthesizing, ispue and metaphoric learner. His scores
showed he was both an extraverted and introveg@aér, global and particular, a sharpener and

a leveler, deductive and inductive and field-indegent and field-dependent.

Discussion

While the participants were happy to discuss tleaming strategies, they seemed to have
no idea how they actually learned and what worlest for them. This wasn’t something they

seemed to consciously have considered prior tintkeview. In their background questionnaires,
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most of them stated they would like to improve ith@nguage competence but in the interview,
when asked what they could do to achieve their,gbay either had no idea what to answer or
thought it was not their job to think about thes®dk of things but the responsibility of the
teacher. They also did not seem to be interestedrolling in foreign language schools as a way
to better their communicative competence, but sdaméhink English classes in high school,
which were two hours a week, should have been dndlte above mentioned points to the fact
that their teachers had not done any classeschiteatheir students how to learn a language but

had simply given homework and expected results.

SILL results show that the most successful paitipparticipant E, had his highest SILL
score (M=3.88) in the cognitive strategies categbiig score was also the highest score in this
category out of all the participants. Accordingd®ford (1990), cognitive strategies are not only
essential in the process of learning a new languhagg are responsible for the “manipulation or
transformation of the target language by the ladtfe. 43) Participant E’s lowest score was in
the affective strategies category (M=1.71). Oxfr@l90) stated that a learner’s affective
characteristics probably have the most to do wititess or failure in language learning. (p. 140)
This statement makes perfect sense: a learnetitydbilower anxiety, control his or her
emotions or encouraging him-/herself is vastly imgat for successful language learning, and
later on, communication. Hurd (as cited in Hurd)&0p. 219) suggested that, when dealing with
an independent learner, the affective variablesrame relevant than other strategies, because of
their effect on modification and change. Howewer, most successful participant (participant E)
also had a low score in the affective category.Hiipest score (M=3.88) was in the cognitive
strategies category (as shownTable 1 below). This was also the highest score in thtegory
of all the participants. Repeating, practicing,lgnag, etc. are all cognitive strategies participa
E used the most when learning a language. Pamic{dnad three highest scores of all

participants in the following categories: metacdgei affective and social strategies as well as
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the highest overall score. Participant C’s SILLresowere not a surprise. In the interview, she
stated that she organized the hours she speniigamdetail: finding exercises, writing
summaries, paying attention in class, making aorefd study regularly etc. This was the basis
for the score in the affective strategies cate@bty3.43), as it provided reassurance that she had
in fact studied and was prepared for the examsefitve lowering her anxiety. The way she
prepared for the matura exam confirmed the scorései social strategies category: she relied on

friends, fellow classmates and what she found enriternet for resources and learning material.

Table 1.SILL scores and grades of all participants aceaydd strategy categories. Circled in
blue are highest scores and grades of the cate@oojed in orange are lowest scores and
grades of the category. Participants’ personaldsghkcores are marked with a superscripted

H, and the lowest with a superscripted L.

A B C D E
;’:E’;;;f:s 2.60" 2.80 3.07" 2.20 @
o 2.72 3.32 3.76 2.08 3.88 "
e | 375" 3.88" 3.63 350
e 3.06 238 231 519
ifiiZZLi 2.86 2.14" 1.29" 171"
Social strategies 311 3727 233 3.00
Overall SILL score 2.93 2.98 2.31 3.11
Grades 33233 4434 4 4434 3 4433 3




39

The question that arises is why the participanhwhe highes grades did not have the highest
SILL scores. Dérneyi (2005) stated that a high s@or the SILL is connected with how many
strategies a learner uses, and is a reflectiomantity, not quality of the strategies used. Gardne
Trembley, and Masgoret (as cited in Dorneyi, 20&5)ducted a study which negatively related
language learning strategy use to achievementatitters pointed out that this result was not
consistent with other studies. It was caused byrisieument used. (p. 183) As mentioned above,
successful learners, according to SILL, were tivdse used many strategies. It is therefore
possible that the learners found a small numbstrategies not included in the SILL which
produced results. However it is an interesting fa@dd to this paper where the most successful

learner was not the one with the highest SILL score

This raises the question about what a good strase@ohen and Aphek (as cited in McDonough,
2005) gave a report on good, neutral and bad conuanive strategies. (p. 20) However, these
three categories were not connected with eventuess or failure of the learners. The authors
simply produced a number of ‘than-if’ situationsrexample, if the learner uses guessing, it
should be in ‘a well-informed manner’. (p. 20) Thigggests that the definition of a good strategy
depends on the learner and his/her characteriatickthat a strategy cannot be good or bad
without considering the characteristics of a lear@xford (1990) concluded that learners who
use ‘better’ strategies are, in general, more awadeadvanced. Oxford also listed many factors
which could and do influence strategy choice: degifeawareness, stage of learning, task
requirements, teacher expectations, age, sexnaditigethnicity, general learning style,
personality traits, motivation level, and purposeléarning the language. (p. 13) Everything
mentioned above further complicates the classiboatf strategies as good and bad, appropriate

or inappropriate.
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As mentioned at the beginning of this paper, stjigs need to be related to the learning
task at hand, need to fit the particular studdetisning style and students’ need to employ the
strategies effectively and link them to other gtgas. Most of the participants in this study did
not find strategies that worked for them on themdut relied on others, specifically their
teachers, to teach them strategies, or ‘how tmleas they addressed it. However, once they

acquired strategies, studying and the task theyphatldlems with got easier and more effective.

Conclusion

Language learning strategies are a very diffipbknomenon to categorize, measure, as
well as teach. This study used the SILL to meastregegies the participants used. The discussion
section focused on results of the most successafticgpant and the participant with the highest
SILL scores. The results can be connected with @ayd rembley, and Masgoret’s study (as
cited in Dérneyi, 2005), mentioned in the Discusssection, which negatively connected strategy
use to achievement. Even though Participant C osed/ strategies, she was not as successful as
Participant E. While we agree that quantity andigjueannot produce equal results, we cannot
support the negative correlation between strategyamd achievement. We believe that raising
learners’ awareness of the existence and benéiitsing strategies can help their knowledge and

language competence much more than affect themiteain a negative way.

These are still the beginnings of the matura exadhadl it entails in Croatia. Learners’
understanding of preparation and studying for ithigortant exam are still rather questionable,
and further research on the subject could raiseeaveas of the different strategies that could help

students achieve better results.
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Appendices

1. Background questionnaire

Wersion for Speakers of Other Languages Leaming English
@ F.L.Oxford, 1980
Croatian wersion by Tena Eralj 2013

Upitnik
1. Imei prezime 2. Datum
3. Dob 4. Spol 3. Materinjijezik

6. Jezik kojim govonte kod kuce.

7. Strani jezik koji ste pripremali za drzasnumaturm.

2. Koliko dugouéite jezik naveden podpitamean braj 77

0. Kako biste ocijenili svoje znare jezika pod brojem 77

(Zaokrufte jedanod odgovora):
Odliéno Dobre | Prolamo LoZe

10_Jesteli zadovoljr svojomrazinom znamnjajezikapod brojem 77
(ZaokmAjedan od odgovora):

11.5to biste Zeljeli nsavriitiu rnanju jezikapodbrojem 77

12_Eako biste ocijenili svoje znanje jezika podbrojem 7 unsporedhi sa ostalim uéericiman
vaSemrazredn?

Otpriliks isto Loiije od

(Zaokrte jedanod odgovora): Bolizodostalh | | o - ocalih ostalih

13_Eoliko vamje vaZno povecatirazinu znama jezika pod brojemn 77

(Zaokmifite jedanod odgovora): Jako vaino Vaino Newaino




14. Zaito Zelite uditi jezik pod brojem 77 (moguce je odabrati vife odjednog odgovera) :
... Zanirma me jezk.
... Zanima me kultura.
... Imam prjatelje koji govore jezik.
... obaveznoje poloftikolem) iz jezka kako bih zavriio fakultet.
... potrebanmm e za buducukanjen.
... potrebanimije za putovanja.
B = R

15 Uzwate h uéiti jezik/e? (Zaokmz jedan od odgovora): Da e

15A
Alko da, zasto ufvate uditijezike? (moguce je odabrati vise od jednog odgovera)
oene-.. Zabavnomije usvajatinova marga.
... zanimljive sumiinformadje koje susrecemu procesu ucerja.
... profesor stranogjezikaje vilo zabavan i zammljiv.
... volimm uéiti gramatiku (kakobih se mogao/la ispravnoizraZzavati).
...1Izazovimi]e zapanit $to vide mformacijate th konstiti u daljnjoj konnrakacii.
B o= B

16. Enjeste jodjezilie W8T oo e e e et e e e e e e e e e :

17. Eoji dio uéenja jezika vamje bio najdraz?
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2. Strategy Inventory for Language Learning (SILL)

Strategy Inventory for Language Leaming (SILL)

UFITHIE O STEATEGITAMA UCENIA

Upitnik s2 odnosi naufenjz snglasko gjazika.
hiolim t= da pazljivo proéitas svalm refenicn i brojbama{od 1 do 3) ozmaéiikoliko s2 svaka pojedinag
tvrdnja odnesi natabe. Tveji odgovori trebaju pokazati Sto zaista finis dokusis englaski ne ono Sto bi
moZda trebaola Siniti ili $to dragi [judi &ins.
Molim da upitnik ispumjavas bizo, ali pasljive. Vainoja da odgovoed budu iskreni.

Orvdje nema tocnih i netofnih odgovora.

1 - Nikada ili gotove nikadato ns éinim.

2 - Uglavoom to ne &inim.

J - Ponekad to ¢inim {umanjsod 30% sluéajeval.
4 - Cesto to ¢inim {otprilike u 50 % sluégjava).

£ - Uwijekili gotovounvijek to Sinim.

A

Kada udim novurjjss, ...
1. pokusavam pacinsbuvernizmaiunjzionog ito vetznam

2. napravim s njom rafenicu kako bibje lakiszapamtiola.

3. poveZamje s drugimrijefima s kojimsa ima neito zajednidko {(npr. rijefikoje 52 odnose na odjecu
ili koje imaju nepravilm mnozim).

4. povezujam je s ved pozmatomrjedju kojaslitno zvuéi.
5. koristim sa rimom da bihje zapamtio/la{npr. bat-cat; desp-slaap).
6. umislima si pradstavim to znadi ili to nacrtam.

7.umislima stvaram sliku o tomekako serijed pise {spalling).
3. dabih je zapamtiola, Loristim s& Lombinacijom zvuka i sliks.
9. napravimlistu pomatih rijeéi koja su povezans s njomi ozmatimnjihesu vezu (npr. stralicarnal).

11. koristim salarticarna 5 novom rijefjuna jadnoj strani 2 5a znafenjem nadmeoj.
12. pokuiavan fizitki odglumiti njezino snadanje.

Eada uéim novo gradive, ...

13, éasto pautvrdyjemi ponavljam

14 u podethuponavljam 228t zatim rjads.

13 pokuiam sasjatiti { onog $to sam o tome dovno uéiola

|B

16. Casto izgovammili ispisujam nove izrazeda bihih zaparmtioda.
17. Oponagam goverizvomih govomika,

1E. Dvjalogili tekst &itam vifs puta, sve dok gane razumijem.

19. Kada neito napitam &asto to sam/a ispravljamda Stoboljezvuéi,
20. Vjzzbam izgovamti glasove engleskogjezika.
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Strategy Inventory for Language Leaming (SILL)

21. Koristim se izvomim frazama englaskogjezika

22, Rije¢ikoje znam kombinitam u nove refemics

23, Kad imam prilikn sam/azapofinjemrarsovorna engleskoms.

24, Ma TV/radiju gledam/slusam emisije na engleskomea.

25 Pokuzavarnirazmiiljati na enslaskome

26. Sudjelujam v izvanikolskim aktivnostima gdje se govori eneleskimjezikom

27. Citam na engleskoms za vlastito zadovoljstvo.

28. Maengleskomepifem poruks, pisma ilisl.

29 Kad naito ditam naengleskomjaziku, najprijs pralatim tekst davidim o Sarm je tijad, zatim
ponovno Sitam padjive.

-

30. Kad nasto citam ili slusam, obméam pozomo st nadstalja.

31. Eoristim se rjednicima 11li priménicimakad upotrebljavam engleski jezile.

32.Ibiljetle u ramredupravimna englaskomjaziku.

33 Nowvo gradive sistematizitarn {sredujem) (npr. u biljsémici).

34 EKad se koristimengleskim, opca pravilaprimjenjujam na nove situacije

33. Movu rijet podijelim na dijelove kojerazumijem patako trafim njerine rmacenjs (opr. un-interest-
ing).
36. PokuZavamnadi slitnosti i razliks izmeduangleskopa i hrvatskoga,

37. Mastojimramunjati Sto slusam ili itarn bez prevodemja na hevatski,

38 Rijefii pojmoveiz hrvatskoss ne pranosim automatsld u anglaski

(npr. sventnalno # aventually - na kragju).

39 Uenglaskoms samva trazimpravila,

40. Bam /s otlrivampravilaenglackop jazika malkar ih Cesto romm i mijenjati kad samnam
neito novo.

C

4 1. Kad ne raznmijem sve rijeéi, pogadam pribliZno rnafenjs prema smislu onoga Sto slutam
i gitam.

42, Pri¢itanju ne idem traziti svalmnepozmatu rijad v rjecnils
43, Urazgovom pradvidam ito ¢z osobasljedacaraci na temalju onoea Sto je vec rafeno.

44 . Kad govorimine mogu se sjatiti pravog izraza, koristim se pestamaili hovatslimjezibom.
43. Ako seurasgovoruns mogu sjetifl pravogizraza, pitam svog supovornika

46. Kad se pri govoruili pisamjune mogn sjstiti tofmogizraza pronal=am dmei nadin da izrazim
misao: npr. koristim sa sinomimorn {rijat istog znadenja) ili opitam &to Zalimrasi.

47. Ako ns rnamtoém rijed, sam'a izrmislim nov.
48, Razpovor skrenam patamuza bojuznamrijadi.

D

49 Unaprijad pogladam nevu lakeiju da saznam o éamu sa radi, Sto sadréiida li vae o tome natto
rnam.

30. Kada enjemda netho govod englaski poluniam sekoncantrirati naono Sto goverii zaboravimna

drugastvari.

31. Unaprijed odluéim na$to cu obmtiti pozorno st u jezilu {npr. na to kako izvormi govornicd
izgovaraju odredans glasove).

32. Trudir s postati £to bolji ucenilk anelaskos jezika Sitajuei ili razpovarajuci s drusima o néamjn

jezika.
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Strategy Inventory for Language Leamning (SILL)

33, Trudim se redovito uéiti i vjezhati anplaski. ne samo prijatesta.
34. Zaufenje se pazljive pripremam: npr. nademtiho i ugodno mjesto.
55

.U biljeznici za engleski istskneam vaine dijelove gradiva.

36. Postavljam si ciljeve u ufenjuengleskoga: npr. koliko znanja Zzlim staci ili za Sto cuse koristiti
znanjem engleskosa.

37. vaki dan ili tjedan plamiram Sto cu nauéit u englaskoma.

38. Za odradens zadaths pripremarm se razmizljajuci o tom zadathu o toms Stoved zmami Sto jos
trebam svladati.

39, Jasno uotim svrin odradens altivnosti nasatu: npr. po slusamju katlad trebam raznmjeti samo
opcuidsju, a katkad detalja

6{. Sam/a s trudim pronad priliks za vjeZbanjs englaskoga.

£1. Trudim s= pronaci osobe s kojimamogu govoriti angleski.

62. Trudim s uotiti pogreiks koje pravimna snglaskomi razumjeti zasto th radim.

£3. Ma svojimpogratkama v englaskome udéim.

£4. Sam/a procienjujemkoliko napradujemu engleskoma.

E

£5. Svali put kad o5jacam narvoms jer satrabam koristiti enpleskim nastojim se opustiti.
£6. Sam/a s2 chmbrnjem u uéenju dabudemup oran/ upoma.
£7. Sam/a s2 poticem daslobodno kommmiciramna englzskome. pa tako pogadam rmafenjs novih
rijefiigovorim Sto vise iako pmvim pograsks.

68. Za svaki svoj uspjeh u snelaskome nasradim senstims.

£9. Obracam pozomost na fizitks mmakove stresa (npr. snojenje) koji utjsfuna moje uéanjeenelaskos
jezika,
0. Svojs osjacajeu vezi s utmjemengleskos zapisujemu dosvpik

71. 0 svojim osjecajima u vesi suéenjemengleskog jezika razzovaram s osobomu kojuimarm
povjsremnja.

F

72. Kad nettone razumijem, zamolim sugovomika da uspori, ponowi ili objasni onoe Stoje rekao.

73. Trazim od drusih da potvrda jesam li nefto dobrorazumiolailirekao]la

74. Trazim od drusih da ispmvljgiu moj izgover.

75, Priucenju, vjezbanju iponavljanjuradims dmgimudéenicima.

76, Uvijek uéimenglaski sistomosobom.

77. Kad razgovaram s izvormim govormikom (npr. Englezom), trudim se pokazst kad trebam
pomos.

78. Kad s nakim rarsovammna engleskom jezikn, postavljam pitanja kako bih se fto vifz uldjudinlau
razgovoripokazaola zamimanjs

79. Trudim s2 saznati o kultud zemaljau kojima s goveri engleski.

20. Kad s nakim komumiciram na eneleskom jeziln, obmcéam pozornost nanjihove misljemja
i nsjataja.
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3. Learning styles questionnaire

UPITNIK ZA MJERENJE STILA UCENJA

Oz 2 upimik tzraden kako b procijenio vai opéeniti pristup uéenju. On ne predvida vais ponzianje u
svzkom trenutlu, ali je jasan pokazatelj vasih sklonost.

Molme vas da padljive profitate sve stavke 1 zzokruZite edgover kopi ngbelje ocjenjuje vai pristup.
Molme vas da nijednu stavlu ne preskodite,

Eada profitate tvrdnju, promislite $to obifne radite dok ufite,
Ne razmiiljajte preduge o svakej pojedimej tvrdnji — zabiljefite prema osjeczju koji se prvi javi 1 prijedite
na sljedecu tvrdnju.

Svaku tvrdnju ecijenite od Ode 4. [0 =nikad, 1 =rijetko, 2 = ponekad, 3 =Eesto, 4 = uvijel
Sve setvrdnje cdnesena uéenje engleskoga jezika.

L. dio: FIZICKA OSJETIT.A

1. Kzd zapifem. bolje zapamtim. 0 1 2 3 4
2. Pravim detzlnje biljeike za vrijsme predavanja. 0 1 2 3 4
3. Dok slufam, u glawi stvaram slike, brojeve ili rijedi. 0 1 2 3 4
4. Radije néim uz pemoc televizije ili rafunala nego putem nekih
drugih medija. 0 1 2 3 4
5. Kod uéenja mi pomaze obiljezavanje bojama. 0 1 2 3 4
6. Z£a rjeiavanje zadataka trebam pisana uputstva. 1) 1 p 3 4
7. Ljude moram gledzti da bih razumie'razumiela Sto
EOVore. 0 1 2 3 4
8. Bolje razumijem predavanjz kada profesori pifuna
plotu. 0 1 2 3 4
9. Grafovy, dijagrami 1 mape pomaiu mi dz rasumijem
ftonetho kafe 0 1 2 3 4
10. Pamtim lica ljudi, 2li ne i njihova menz. 0 1 2 3 4
A-TEUPNO
11. Bolje neito zapamtm zke s nekim o tome
pOrEZEovaram. 0 1 2 3 4
12. Radije ufim slufajuci predavanje nego Stajudt. 0 1 2 3 4
13. Za rjefavanje zadztaka trebam nsmena uputstva. 1) 1 2 3 4
14. Zvuku pozzdini pomaZe mi kod razmifljanja 0 1 2 3 4
15. Dok uém sluiam glazbu. 0 1 2 3 4
16. Razumijem Eto ljudi kafu £2k 1 kada ih ne megu
vidjeti. 0 1 2 3 4
17. Pamtim imena ljudi, 2li ne 1 njihova lica. 0 1 2 3 4
18. Pamtim viceve koje Sujem. 1) 1 2 3 4
19. Mogu identificirzt ljude prema njihovim glasovima. 0 1 2 3 4
20. Eada ukljuém televizor, viie slufam zvuk nego ito
gledam ekran. 0 1 2 3 4
B _TUKEUPNO
21. Odmszh potnjem raditi zzdatak 1 ne obracam
poZoMmostna uputstva. 0 1 2 3 4
22, Uzimam &este stanke tjekom ufenja 0 1 2 3 4
23, Jedem dok uém. 0 1 2 3 4
24, Akomogu birzt tzmedu sjadenjz 1 stajanja radie
stojim. 0 1 2 3 4
25. Postzjem nervozan |/ nervorna ake dugo mime sjedm. 1) 1 p 3 4
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26. Bolje rzzmiiljzm zko 32 kradem.

(npr. korzéam ii tapkam stopelima) 0 1 2 3
27. Tyekom predavanja igram se kemijskim clovkzma
ili th grickam. 0 1 2 3
28. Bazmjeitanje predmetz pomafe mi da zapemtim 3to
netko kafe. 0 1 2 3
29. Gestikuliram dok govorim. 0 1 2 3
30. Zz vrijeme predavanjz ortam shifics u biljemicu. 0 1 2 3
C-TKUPNO
2. dio: SITUACLJE U KOJIMA UCIM
1. Bolje utim kad sam ukdjuéen / ukljufena u neki
mteraktivil zadatzk nego kad s2m sam/ sama 0 1 2 3
2. Bolje uéim u razredu nego na mstrukcijama
samo § nastavnikom. 0 1 2 3
3. Lzke pristupam nepomatim oscbama. 0 1 2 3
4. Interzkcija s pune ljudi daje mi energiju. 0 1 2 3
5. Majprije gradive dobro uvjezbavam, 2 cnda
se potrudim razumjeti ga. 0 1 2 3
A-TKUFNO
§. Crpim enstgiju iz svogunutrainjeg svijeta. 0 1 2 3
7. SEloniji / sklonfz sam individuzlnim ii jedan —na—
jedan igramaz 1 shttvnostima. 1] 1 2 3
3. Iscrpljuje me rad u veliko) gropid. 0 1 2 3
9. Ezdz szmu velike] grupd, obitno $utim 1 slufzm. 1] 1 2 3
1. Prvo se trudim razumjetu, 2 potom 1 praktitne
primijeniti nzufenc gradivo. 0 1 2 3
B_-TKUFNO
3. dio: MOGUCNOSTI UCENJA
1. Ereatrvan | kreztrvna szm. 0 1 2 3
2. Pafljive planiram svoje ufenje. 0 1 2 3
3. Radije sam / sama cthkrivam stvari nege da mi sesve
objasni. 0 1 2 3
4. Ubacujem originalne zamisli kada u razredu o
nefemu raspravljame. 0 1 2 3
3. Bez predrasuda prihvatam sugestje svojih
kolegs tiekom ufenja. 0 1 2 3
A-TEUFPNO
§. Radije 52 usredotodim na pestojecu situzciju kakva je,
nege da remmiiljam o tome kake je mogle bit. 1] 1 2 3
1 Vjerujem dokazanim £injenicama umjesto novim,
neprovjerenim idsjzma. 0 1 2 3
3. Vifevolim kad mi se stvan prezentiraju postupno. 0 1 2 3
9. Mesvida mi sekzda moj kolega promijeni
plan nzizgz rzjednitkes projekia. 0 1 2 3
10. Uputstvaslijedim padljive. 0 1 2 3

B_TKUFNO

e

e o

o o
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4. dio: NEJASNOCEI ROKOVI

1. Wolim pafljivo planirzt vrijeme ufenja jezika 1 pripremiti

leketje na vrijeme il ranije. 1 2 3
2. Moje nztulmice, zzbiljeike 1 osteli nastzvni materijehi
padljive suorganizirani. 0 1 2 3
3. Volim biti siguran / siguma u mafenje rijefi na
engleskom jeziku. 0 1 2 3
4. Zelim mati kake i zaito se primjenjuju pravila. 0 | 2 3
A-TUEUPNO
3. Nepoityem rokove za uéenje zko s& bavim
nefm drugm. 0 1 2 3
§. Materjzli mi 52 gomilzju na radnom stolu. 0 1 2 3
7. Mebrine me hocu i sve rzzumjeti. 0 1 2 3
3. Me=donosim brze zakljuéks verans uz ono ito uém. 0 1 2 3
B_TUKLFPNO
5. dio: USVAJANIJE FORMACIJA
1. Wifemi sesvidaj kratki 1 jednestzvni edgovoer nego
duga objzinjenja. 0 | 2 3
2. Zmmemanijem nevaime detzlje. 0 1 2 3
3. Lzko primjecujem velibu slibn™ (eng. big piciurg). 0 1 2 3
4. Dovolme mi j& uhvatiti glavnu misze. 0 1 2 3
3. Kada prifam stzm prifu, zzboravljam
mnoege specifitne pojedinest. 0 1 2 3
A-TUKUPNO
§. Trebaju mi specifitni primjeri kako bih
potpune nedto razumio |/ razumjela. 0 | 2 3
1. Obracam pozomoestna neke zanimljve Smjenice il
mformacije. 0 | 2 3
3. Dobrousvajam nove fraze i rijedi kada th fujem. 0 1 2 3
2. Volim popunjavati pramine u tekst rijefima koje
Cujem. 0 1 2 3
10. Ezda polmSam isprifati vic, sjetim se detzlja, ali
zzboravim bit. 0 | 2 3
B-TUEKLUFPNO
6. dio: OBRADA INFORMACTJA
1. Bez problema rezimiram materfjzl Eoji uém. 0 1 2 3
2. Brzo mogu parafrazirati ono Sto drugi kaFu. 0 | 2 3
3. Kzd smifljam koneept nekog tzlzganja, krenem prve od
glavnih toézka. 0 1 2 3
4. Uzrvam u sktivnestima ukojims morzm szbrati glasvme
wdeje. 0 1 2 3
5. Leki= n=koga rezumijem nakon sagledzvanja
cjelokupne situzcije 0 | 2 3

A-TEKUFNO
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6. Imzm poteikocs s rerumijevanjem zkone mam

svakm rijet. 0 1 2 3
7. Duge nedto prepricavam ii objainjavam. 0 1 2 3
3. Volim se usredotoditi na gramatitha pravila. 0 1 2 3
2 Dobro rjefavam sloZens zadathe zzgonstke,
Erizaljke 13l. 0 1 2 3
10. Lzko primjecujem &2k 1 najsitnije detzlja koji s2
odnosena neki zadatzk. 0 1 2 3
B_UKUPNO
7. dio: POHRANJIVANJE MATERIJALA UMEMORLIU
1. Obtacam pozotnostna sve pojadinest
novegamaterijzela kojeg udim. 0 1 2 3
2. Eada razlifite djelice jemifnogz materijala zapamtim,
mogu th s2lzke prisjetiti — kzo da sam th peleanio
pohranila u raslifite odjeljke mozga 0 1 2 3
3. Dok uém nove gradive, pravim jasnu rzziku mmedu
ovukova u govont, gramatifhkih oblika, rijeéi 1 fraza 0 1 2 3
A-UKUPNO
4. Kada véim nove mformacije, pamtim ih tako da th
povenygem u cjelinu pri éemu sekonesntriram na slifnost,
2 zanemanjem razdike. 0 1 2 3
3. Memoriram samo opée podatke, 2
zznemerjem detalje. 0 1 2 3
6. Pamtim tako da spajam otprije pozmato s novim
gradivem. 0 1 2 3
B _UKUPNO
8. dio: JEZICNAPRAVILA
2. Prvouéim pravila 1 teorije, a onda pojedinatne
primjers. 0 1 2 3
3. Prve pronelazim opce obrasce u jeziku, 2 onda
primjers koji 52 nz njih odnese. 0 1 2 3
A-UKUPNO
4. Prvoudim gramatitke strukiursi dmge
jezitnim pojedinestima t= preke njh mdirekimo
usvzjam pravila. 0 1 2 3
6. Pravilz izvodim nz temelju veceg broja primjets 3
kojima z= tjekom vremena susrecem. 0 1 2 3

B-UEUPND




9. dio: ISTOVREMENA OBEADAVECEGEROJAPODATAKA

l. Znzm rarluéit vaime od nevaimih miormacija. 1] 1 2 3
2. Tyekom usmenog i pismenog izrafavanja trudim se
uskladiti sve gramatithe strukture. 1] 1 2 3
3. Takoder vodim rafuna i o razmi formazlnost 1
uljudnesti. 0 | 2 3
A-TEUPNO
4. Eadz govorm i ptiem, gramstikz mi je vaingz od
samog sadrfzjz poruke. 1] 1 2 3
3. Teikomi je istovremeno se usredotoditi na gramatilku
1 szdrzz) komunikacije. 1] 1 2 3
6. Duge refenice me zhunjuju, pri femu Zanemanijem
gramatila 1 stil. 1] 1 2 3
B -TEUPNO
10. dio: BRZINA DAVANIA ODGOVOEA
1. Brzo reagiram u komunikzcijsko] sttuaciji. 1] 1 2 3
2. Odgovaram prema svom mstimk. 1] 1 2 3
3. Izdansm se vidim 3tose dogadai, prema potrebi,
52 ispravim. 1] 1 2 3
A-TEUPNO
4. Dobto promizslim prije nego neito kafem i
napiiem. 0 | 2 3
3. Moram dobro vladati gradivem da bih s=2 edludio
edlugilz neitereci i napisati. 1] 1 2 3
6. Pokuiam se prisjetiti svega ved nanfenog prije nego ito
potnem komunicirati. 1] 1 2 3
B -TKUPNO
11. dio: SHVACANJE STVARNOSTI
1. Metafore mi pomafu da selakie slufm jezikom
(npr. doZivljavanye jezika kao stroja s nizom sastzvnih
dijelova). 0 | 2 3
2. Uzm jezik kroz metafors 1 asocijacje.
Prite 1 primjeri pomazzu mi ked ufenja. 1] 1 2 3
A-TKUPNO
3. Bhvacam jerzik doslownoine slufim se metaforama. 1] 1 2 3
4. Prihvadam stvari enalovima kalove jesu, stoga radije udm
kzd mi 32 jezitne gradive prezentirs nedvosmislenc. 1] 1 2 3

B -UEUPNO
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Sazetak

Glavna tema ovog rada su strategijenja jezika i njihov utjecaj na uspjeh u stranomike, Sto

se u ovom kontekstwituje kroz ocjene iz engleskog jezika tijekom siiedkolskog obrazovanja

I ocjena postignutih na ispitu drzavne mature igleskog rada. Provedeno je istrazivanje kako
bismo dobili uvid u razéite pristupe tgenika-sudionika istrazivanjaenju, strategijamadenija,

te pripremama za maturu te jesu li oni i u kojogmptjecali na rezultate. Prvi dio rada sadrzi
pregled strategijadenja jezika, glavnih istrazi¢a i klju¢nih taksonomija. Drugi dio opisuje
ciljeve, sudionike, sam proces istrazivanja, ssmadkbriStena pri istrazivanju, i rezultate. lako je
primarni cilj ovog istrazivanja bio odnos iztheuspjeha u stranom jeziku i strategif@nja

jezika, tokom istrazivanja javila su se pitanjagkpg potrebno dodatno istraziti. Drzavna matura je
donekle novi dio hrvatskog obrazovnog sustavarghoto ga je sagledati u odnosu na nas sustav
Skolovanja i denike koji imaju drugdje stilove w&enja, strategijedenja, utjecaje i navike od

onih u drugim kulturama iz kojih smo i uzeli modiefavne mature.

Kljuc¢ne rijeci: strategije denja jezika, stilovi tenja, drzavna matura¢enici stranih jezika



