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Abstract

The focus of this paper is on investigating paterhuse ofvocabularyconsolidation
strategies among high school students learningi§ngk their first and German as their
second foreign language. The students participatitigs study had started learning English
in the first grade of elementary school, as itsgally the case in Croatia, and German in the
fourth grade of elementary school. A 25-item questaire was administered to examine the
frequency of individual use of vocabulary consdiioia strategies among those high school
students. The aim of the study was to comparettierpa of vocabulary learning strategy use
in their first (L2) and second (L3) foreign langedgwas expected that these patterns would
overlap to a certain extent, i.e., that the fregqyesf strategy use in learning the first foreign
languagewould be similar to the one in learningsbeond foreign language. Another
assumption was that thestudents would use vocabcasolidation strategies less frequently
in German, their second foreign language, becdesedre less exposed to the German
language and they have to approach it (manipulatifierently.Based on results from
research on vocabulary learning (memory) strategiesas expected that there would be no

correlation of school grades with the frequencysd# of vocabulary consolidation strategies.

The results showed a significant positive corretatietween the two questionnaires, i.e., the
ways of learning the first and the second foreajrgliage weresimilar. This means that the
students who had been using vocabulary consolilatiategies frequently in one foreign
language had also been using them frequently iotther foreign language. Also, those
students who had been using vocabulary consolilatiategies less frequently when
learning one language had also been using thenfrézgsently in the other language.
However, on a general level, the students had bsiig vocabulary consolidation strategies
less frequently in their L3 (German). No overaliretation of school grades with the
frequency of use of vocabulary consolidation sgi® was found, but the frequency of use
of several strategies from both questionnairesetated with the students’ grades in their
second foreign language.

Key words: L2 English, L3 German, vocabulary leagnstrategies

1. Introduction



The concept of students as active learnersiseaqua nonn education since the 1970s at
the latest. The noun ‘learner’ itself is an actmun (nomen agentis) which vividly illustrates
its meaning: a learner is someone who is “doing”’ldarning or more precisely “learning by
doing”. In a Piagetian mode (Berk, 2008), this tgbéearning is in fact discovery learning
which includes manipulating the world around uss{fthe objects and then the more abstract
concepts). If this principle is to be applied te firocess of language learning, or more
precisely to one important component of that precegocabulary learning —, an interesting
analogy arises: In the process of vocabulary legtrobjects and concepts to be manipulated
become words and their meanings, and the ways oipulating them (in the sense of
adjustment, adaptation and distinction) are nungerdthich ways of manipulating the

foreign language material will be used by a leass@y much depends on the combination of
their individual learning styles and their distinetlanguage learning experience.

Humans adapt to and conquer new challenges in espgct of their lives by relying on their
previous experiences in similar situations, se gafe to assume that language learning is not
an exception to that rule. When learning a firseifgn language, the tools language learners
have to help them “crack” the code of that new leage are experiences of the world around
them they have acquired through and with their motbngue. With the second foreign
language the situation is usually much easier ksecthere are more language learning
experiences to resort to, i.e., the first forei@nguage becomes an additional source of
information and is used as a valuable resource \@bproaching the process of language

learning and processing the new language.

As the learners gain more experience as languagedes, they accumulate a certain
repertoire of strategies which facilitate and aedke different aspects of the language
learning process (e.g., reading newspapers irotteggh language, usinga special way of

memorizing a spelling rule,or remembering new wadd meanings).

An observation based on our personal experienit@istudents report that the most frequent
way of learning new vocabulary on their own (whieeytare, for example, preparing for an

exam) is rote learning or “learning by heart”, lepetition in speech or writing.



This is one of the simplest and the most appliclaming strategies, but it does not
necessarily have the quality of increasing theldepprocessing new information (which is a
prerequisite for long term retention of informafipfacilitating or enhancing the process of

learning and remembering (retaining) new vocabulary

The more additional information we add to a wordhi@ process of learning it (how it is
written, the kind of movement it is connected tgjtaation we can imagine it in) and the
more dimensions of memory we activate it in (motpbal, syntactic, affective, semantic,
etc.), the easier it will be to retain the wordur memory for a longer period of time and we
will be able to retrieve it faster when we neeBadiin, 2000).

The vocabulary learning strategies used in thidystuere vocabulary consolidation strategies
(rote learning still being one of them) which eratiie students to increase the already
mentioned depth of processing the foreign langusfgemation when actively trying to

remember vocabulary items.
2. Language learning strategies

Oxford and Green (1995, p. 262) describe languegeing strategies as “specific actions or
techniques that students use to improve their pssgin developing L2 skills”. O’Malley and
Chamot (1999, p. 1) add that these special teckribelp learners comprehend, learn or
retain new information.As such, language learningtegies can be “conscious, potentially

conscious or subconscious” (P&aviTaka, 2008, p.55).

When faced with a specific language task, langleamers will use any language learning
strategy they find useful and applicable in a dpecontext and available to them at a given
point in time. Therefore, it is possible to clainat a list of all possible language learning
strategies could never be complete because ofdagiaty of the learners and the differences

in their individual experiences and approachegaoring.

This is also what makes defining the "best” patiartearning strategies for any sub-skill in
language learning (or learning in general) veryllehging and possibly not very purposeful,
although this was one of the initial directionselkn early research of language learning
strategies (Rubin, 1975; Stern, 1975).



If the learners are aware of the fact that theyngwdves are the facilitators of their learning
process and that they are the ones who know hoywtine learn best, then it is to be expected
that they will use a certain pattern of stratefiesa specific type of learning tasks based on
their learning styles. How heterogeneous thisegnatepertoire will be and which strategies

it will contain depends on many external factoushsas the learner’s proficiency level and
gender (Green &Oxford, 1995 and Hufeisen 1999jtad in Fukova, 2011), their age
(Harley, 2000), or their learning style and motieat(Oxford &Nyikos, 1989) and also
teacher’s expectations (Pani Taka, 2008).

With respect to age as one of the crucial factoxchbosing language learning strategies, it is
interesting to mention a conclusion presented lwdraTaka in her study with primary,
secondary and university learners of English ageidn language in Croatia in 1999/2000.
The answers given by her participants have showafttlhie more advanced (and at the same
time older) learners had been using vocabularyiegrstrategies more frequently than the

less advanced, i.e., the younger ones (aViaka:, 2008).

2.1. Classification of language learning strategies

The long list of possible language learning stria®gnd the fact that many of them as
psychological phenomena are not directly observalde part of the reason why researchers
dealing with them have devised various types @égsd for grouping the strategies into

categories.

Rubin (1987) (as cited in Saban, 2004) decideddaglanguage learning strategies into
direct (learning) strategies and indirect (commati@ and social) strategies. Rubin also
breaks down the learning strategies into cogndiveé metacognitive learning strategies. The
cognitive strategies include direct analysis ortlsgais of the language material and various
types of language material transformation, i. enipulation of and direct contact with the
language material.Metacognitive strategies, orother hand, encompass the control over the

learning process by planning, setting languageniegrgoals and priorities by the learners.



Another well accepted taxonomy of language learsingtegies was thought of by O’Malley
and Chamot (1999). They formed three categori¢sngfuage learning strategies
(metacognitive, cognitive and social-affective wgges) based on the type of processing that

is involved when they are used.

Similarly to Rubin, metacognitive strategies foMMalley and Chamot also include planning
and evaluating the process of language learninge\ttte cognitive strategies rely on
manipulating and interacting with foreign languagfermation through repetition, creating
word groups based on various common features, (siegtal or other) imagery or using the
already existing linguistic knowledge and connegitrwith the new pieces of linguistic

information.

One of the most frequently applied categorizatimingnguage learning strategies is the one
suggested by Oxford (1990). Like Rubin, she divithesstrategies into two main groups.
Direct strategies (memory, cognitive and compensatirategies) are the ones directly
involving the target language and indirect straedmetacognitive, affective and social)
include autonomous governing of the learning predssthe learner.

One of the reasons Oxford’s categorization igequently used is the fact that it is
accompanied by SILL, a questionnaire devised by@ix&ccording to her categorization
mentioned above. It has been widely used in langleyning strategies research and has
proven to be valid and reliable (Schmitt, 1997; §u011).

One available questionnaire for vocabulary learsitngtegies research developed in the
Croatian context is VOLSQES, or Vocabulary Learr8tgategy Questionnaire for
Elementary Schools. It was designed by Blaviaka for elementary school students and it
encompasses strategies for formal, informal andémtal vocabulary learning. This means
that the focus of the questionnaire is on the tfpeontext the vocabulary is learned or
acquired in, which is why this questionnaire wasswtable for this study, combined with
the aforementioned fact that it was designed femeintary school students.

The boundaries of the groups of cognitive and mgmatrategies in the classifications
devised by Oxford and O’Malley and Chamot are regittiear nor definite, yet it is evident
that both groups involve analysis of the languagéenml on several levels (meaning, form,
sound, contrast with other languages, etc.).
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For example, repeating the names of items or abjedbe remembered and grouping words
according to their semantic and syntactic attribiielong to two types of actions (rehearsal
and organization) that O’Malley and Chamot idenéi§/belonging to the group of cognitive
strategies. Similarly, for Oxford, not cognitivejtbomnemory strategies include creating mental
linkages in various ways: through grouping of warde meaningful units, associating new

with the old or placing words into a meaningful taxt.

According to Oxford, applying images and soundsdting imagery and representing sounds
in memory) combined with reviewing well and emplayiaction (acting out, relating words
to a sensation or writing words on cards) alsomglo the category of memory strategies.
When it comes to cognitive strategies, Oxford exgléaow these include practicing
(repeating) combined with analyzing and reasonitgch are evident in applying general
rules to new situations, breaking down new words parts (prefixes, suffixes) and
contrastively analyzing the language material mganse of comparing foreign language
elements — sounds, vocabulary and grammar — \gthents in the mother tongue.
Translating (into the mother tongue) and trangfigrrivhich Oxford explains as applying the
knowledge of words, concepts and structures fromlanguage to another to understand the
new language, are two additional cognitive procesisat she lists as important parts of the
strategies inventory. The last but not least impargroup of actions Oxford adds to the
group of cognitive learning strategies is creastrgcture for input and output which includes

highlighting, underlining or color-coding the learg material (Oxford, 1990; Oxford, 2003).



2.2. Overview of research on language learnindesiras in first foreign language (L2)

A quite extensive part of research on languagaiegrstrategies available on various data
bases focuses on the first foreign language (L&),the participants learning only one
foreign language are identified as the target gifupany research projects in this area of
interest, so this part of the paper will serve asief overview of relevant research findings
from that field.

Kosti¢-Bobanové and Ambrosi-Randi(2006) present some findings from the Croatian EFL
context. On the level of the whole sample (thertipgnants were primary, secondary and
university students), elementary school learnersggaating in the study have reported using
memory strategies more frequently than the higloaicbr university students.

Elementary school learners had also been using sti@tegies than the other groups on a
general level - a result diametrically opposecth®dne by Pavi¢ Taka (2008) who

reported that the elementary school learners had bsing fewer vocabulary learning
strategies than the older learners.One of the oeiwis the authors have made was that
strategy choices of their participants had beeecédtl by the number of years spent learning
a language and by personality factors includingaiteedemic self-concept, previous learning

experience and language learning anxiety.

Teachers are an important factor in shaping thaestis’ approach to vocabulary learning, but
a study on vocabulary learning strategies fromQhaatian EFL context by Pawé
Taka(2008) has shown how vocabulary teaching stratemigdoyed by the teachers did not

seem to influence the learners’ use of strategiesdcabulary learning.

Green and Oxford (1995) report that the findinggheifr study confirm previous results and
assumptions about language learning strategies sumcessful learners among their

participants had been using more language leastimategies than the unsuccessful ones.

At the same time, the female participants in teidy had been using more language
learning strategies than the male participants)dirfg which is in line with the results of a
study by Oxford and Nyikos (1989).
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Oxford and Nyikos (1989) also found a connectiotwieen the number of years spent
studying a foreign language and the type of strasegsed (the category of communication
strategies). Mochizuki (1999, as cited in Psaltoyedy &Kantaridou, 2009) found that the
more proficient level students had been using cognand metacognitive strategies more
frequently than the less proficient students. S#flaltou-Joycey and Kantaridou (2009)
reported that there weresome studies showing lowegative correlations between

proficiency and the use of (meta)cognitive stragsgor even no correlation at all.

The results of a study by Mihaljé/Djigunovi¢ (1999) in which a group of Croatian learners
of English reported on their learning strategiegehshown that the correlation coefficient for
SILL and EFL achievement was statistically sigrafit, which indicated that a higher EFL
achievement level correlated positively with a ¢geaumber of strategies the learners had
been using.More precisely, the results have shbanthe EFL achievement correlated
positively with the communicative, metacognitivelaognitive strategies, whereas it

correlated negatively with the socio-affective wgges (Mihaljewt Djigunovi¢, 1999).

Mihaljevi¢ Djigunovi¢ noted that the socio-affective strategies seeméave a “remedial
function” and had been used by learners who hacdsfficulties in coping with the
EFL(Mihaljevi¢ Djigunovi¢, 1999).Unlike in the study by Green and Oxford98) in this
study memory strategies and comprehension strategienot correlate with students’

achievement.

Another interesting finding by Paw¢ Taka comes from a study comparing the vocabulary
learning strategies used by primary school learoe@erman and primary school learners of
English. She reported that the learners of Germdmer sample approached the task of
language learning in a traditional way typical @fhal language instruction in schools. This
traditional way included the use of memory stragegi

English learners were more spontaneous and hadusa®mnmore social strategies, such as
using their opportunities for incidental vocabulagguisition (Pavi¢ Taka, 2008). Still, the
main conclusion of this comparison was that thetjposof the foreign language in the social
context of the learners affects their use of lagguaarning strategies. This would mean that
the greater presence of English language and eulilawsic, books, movies or customs)
enables the learners to be more active languageelesaeven outside of the school context.

11



2.3. Research on language learning strategiesondegoreign language (L3)

Only a limited number of studies on the patternlnfuage learning strategies were done

with multilingual speakers.

Jessner (2008) stated that a number of studiesuttilingualism had shownthat there were
differences between the first and the second farkEigguage learning and that these can be
related to an increased level of metalinguisticrawass in multilingual learners. One of the
studies confirming this conclusion is certainly K@s(2007) study about the processing
strategies in grammar learning which indicated thatlearners who knew more languages
had been using learning strategies more often addbaen using more of them. Also, the
more languages the participants knew, the moréylikevas they would add their own

grammar learning strategies to the questionnaag Were given.

The pilot research to Kemp's study indicated thatrobthe multilingual participants had
been using the same strategies across all ofltrejuages, basically showing that they

applied the strategies they had learned in oneukzgpeg to their other languages (Kemp, 2007).

If we consider the fact that using language leaysitrategies requires the learners to “try
them out” and to use the methodof “success orriijut even seems logical to expect some
kind of strategy transfer between the foreign laggs the learners know, simply because it
is in human nature to try to produce the best taghile investing minimal amounts of

energy (language economy).

Toubkin and Aronin (2002) investigated languageriierence and language learning
techniques transfer in L2 and L3 immersion prograiiisen asked to respond to the question
“Who taught you techniques?”,over 54% of their jggotints replied they did it themselves,
and 48% of them reported they had learned it atacihe authors concluded that there was
a possibility that L1 learning styles and techngjutembedded systematically in earlier
stages of life, could influence the learning ofesttanguages (L2, L3, etc.) later in life
(Toubkin &Aronin, 2007).

A study by Talebi (2013) on cross-linguistic traersbfreading strategies showed that reading
strategies instruction in the first foreign langeagn improve the awareness about strategies

12



and increase their use, while at the same timdipelsi influencing the reading abilities in

both the first and the second foreign language.

Even though this study was only concerned withirepdtrategies, Talebi concludedthat this
result might be the indicator of the effect of thist foreign language strategy use on the
second foreign language strategy use in generda.cbmclusion can be connected with the
hypothesis by McLaughlin and Nayak (1989, as dmedsaltou-Joycey &Kantaridou, 2009)
who propose the idea that multilinguals can transfiecessful strategy use from previous

language learning to the learning of a new language

Psaltou-Joycey and Kantaridou's study (2009) onlipigualism and language learning
strategy use and learning style preferences hasrstimat trilingual students participating in
the research study had been using more stratégiedilinguals and that they hadbeen using

them more frequently.

Also, the trilinguals who were more advanced inirthee of languages had more frequently
been using cognitive or metacognitive strategisyl{Bu-Joycey &Kantaridou, 2009).The
researchers concluded that plurilinguals had afsignt advantage over monolinguals in
learning a new language and that it also seemedhéia use of strategies increased with the

number of languages they knew.

More precisely, they concluded that bilinguals #mithguals had been making different use
of strategies and that the trilinguals had outpent bilinguals in the use of strategies that

promote cognitive skills (Psaltou-Joycey &Kantaugd@009).
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3. The study

In the following part of the paper we first presdrg aims of the study, describe the
procedure of collecting data and the language ieguprofile of the participants.Then the
gualitative and quantitative analysis of the stuekults is presented in terms of frequency of
strategy use and the correlation of students’ ise@bulary consolidation strategies with
their school grades in foreign language classes.

3.1. Aims

The main aim of this study was to compare the pagtef use of vocabulary learning
strategies in the first (L2) and the second (L3giign language of the participants, i.e., in
English and in German, respectively.lt was expethiatithese patterns wouldoverlap to a
certain extent, i.e., that the ways of learningfitet foreign language would be similar to the

ways of learning the second foreign language.

The strategies selected for the study were cogndirategies which were meant to focus on
the process of being aware of the way a languaggifins, establishing connections between
the new and the old pieces of information and waysermanently storing new words or
meanings into the long term memory but with a terapdimension, in the sense of the time
when the students are consciously trying to remeittigeword they have already
encountered (e.g., when learning for an exam). &fbeg, the strategies in question could be
called cognitive vocabulary consolidation stratedgi@e reason for choosing cognitive
vocabulary consolidation strategies was the adgbeofanguage learners (high school) and
their language learning experience, as researchissti@t more proficient language learners
tend to use cognitive and metacognitive learningtagies more often than some other types
of strategies. In addition to that, cognitive sttaés are well suited to the stage of learning

vocabulary which is in the focus of the study: adiggtion and storing of meaning.

As already mentioned, students approach (languags)ing tasks with strategies they
already know and deem productive in a certain canfénese strategies are drawn from their
past experience and the participants in this shadiya certain amount of experience as

14



multilingual learners, insofar as they had beegdjing” with two foreign languages for at

least seven years.

It was possible to expect that they would then showelatively unified (stable) pattern of
language learning strategies in both languagesthat their results on both questionnaires
(for the English and the German language)woulddifter muchand that there would be a
positive correlation between those results(H1).al¢e hypothesized that the participants
could show a lower frequency of vocabulary learrstrgtegy use in the German
language(H2).The rationale behind this assumptias tat the English language is
predominant in the Croatian society and the amotifdareign language input the students get
in their everyday lives in English and in Germaimsomparable. The German language is
less available to the students, so they have naesshlanguage material they can manipulate
and interact with (and therefore have to interath v in a slightly different way). The
linguistic knowledge they canresort to in Germaless diverse than it is the case with the
English language which is present in commerciatsyigs, music, onpackaging of goods, on
mobile phones (through various applications), oheei games and in expressions used in

everyday speech.

The use of language learning strategies is, aadrmentioned, always connected to the
students’proficiency in a given language. Thereftitecorrelation of school grades and the
frequency of use of vocabulary learning strategiasalso taken as a dimension of obtained
data worth analyzing. The basic assumption wastltieaschool grades in English
classeswould not correlate with the frequency @tegy use in English and that theschool
grades in German classes would not correlate Wwetirequency of strategy use in German.
This assumption was based on research resultsthe@roatian context where Mihaljévi
Djigunovi¢ (1999) found no correlation of memory strategiéth whe participants’ school
grades in foreign language classes and a posiivelation betweenthe school grades and

the cognitive language learning strategies fromLSIL

Since all of the cognitive vocabulary consolidatstrategies used in this study could be
interpreted as memory strategies because of thenapy purpose - facilitating the retention

of individual vocabulary items - it was expectedttthere would be no correlation between
the participants’ school grades in foreign languelgeses and the frequencies of strategy use

in each language.
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The hypotheses set for the study were as follows:

H1:There will be a positive correlation between fitegjuency of strategy use in the English

and in the German language.

H2:Students will use vocabulary learning stratetgss frequently in German, their second

foreign language.

H3: There will be no correlation between the sclgrades in English and in German and the

frequency of strategy use in that language, respyt

3.2. Research method (instrument description)

One of the most frequently used methods in researdanguage learning strategies are
guestionnaires and the reason for their wide agjpin lies in the fact that they are an
extremely time-efficient research instrument wheciables uniformity of research conditions
for all of the participants and reduces the duratibthe research process itself to a shorter

time period.

As already mentioned, the questionnaire used sghidy (Appendix I) consists of items
which focus on a particular type of language lesgrstrategies: cognitive vocabulary
consolidation strategies.It should be noted thatpidrticipants were asked to answer the

guestions about strategy use in terms of frequemmyeffectiveness.

The first part of the instrument was a backgrounéstjonnaire covering age, gender and a
short language biography of the students. Theqgaatits reported about their mother tongue
and the language(s) they speak at home or leachabl. The questionnaire also included
items in which the participants reported on theryed studying both their first and their
second foreign language (in state schools or ind@stfor foreign languages). They were also
asked to write down their final grades from thevjpas year (both in L2 and L3).

The other two parts of the instrument were desigrseedne questionnaire (used twice) with a
list of 24 items, or 24 vocabulary learning straegThose items were paired with a five-

point Likert scale.
16



The list was based onSchmitt’s (199%&xonomy with memory and cognitive strategies,
which heavily relies on Oxford’s classificationefrning strategies. The choice of strategies
was also guided by guidelines for language learstrajegies on the transition from L2 to L3
learning listed by Rampillon (2003) as referencmisopointing out the competences the
learners should develop on the transition fromd.23 language learning. Rampillon
proposes the L3 learners should develop the follgwompetences: recognizing and using
the regularities of word building, comparing thedaages one is familiar with and imagining
contexts for new words.All of these competencesaddked to the competences or strategies
the learners had been using in their first foréagmguage, for example, learning words with
the help of word cards and pictures, building wgrolups or using mime to remember new
words and expressions. Rampillon (2003) also steebge importance of analyzing the new
language material and connecting it to the alresadisting linguistic knowledge.

The strategies listed in the questionnaire usedisnstudyare strategies focusing on the
process of consolidation, i.e.,storing of meanitg the long term memory. According to
Oxford’s classification (1990), these strategiesilddelong to the group of direct strategies
and the subgroup of memory and cognitive stratefiesselection of strategies was made
among the items proposed by Oxford (1990) and Stih897) and several items were
added by the author. Memory strategies are notaegzhin a group which would be parallel
to the group of cognitive strategies, but are nathken as a part of that group, i.e., they are
also seen as simply cognitive strategies, andrienfory” is contained in the word

“consolidation” which means ensuring retention,, inleemorization.

Oxford and Schmitt used patrtially different crigefor grouping the strategies. Oxford
focused on the way of processing the new languaggeral, and Schmitt on the way of
processing and the moment or purpose of procesistniggnguage material (long term
retention). The reason for compiling a new questare while recycling particular strategies
from some existing ones was that Oxford’s SILL wasadequate enough for the research
focus. Although SILL is comprehensible, systemdlyaarganized and applicable to
variouscombinations of the mother tongue and for&agguage(s)of the learners(Oxford &
Nyikos, 1989; Schmitt, 1997), it seems not to leelibst possible solution when dealing
specifically with vocabulary learning strategies.

'Table 1 in Appendix Il, Taxonomy of Vocabulary Leerg Strategies (taken from Schmitt, 1997, Tablg. 1A
17



Schmitt (1997)argues that some of the strategiesairfor the process of vocabulary

learning are not represented in SILL. He also psepaa taxonomy of vocabulary learning
strategies and based its structure on the systeeiaped by Oxford (1990), but he chose to
add a temporal system for analyzing vocabularyniegrstrategies.Schmitt differentiates
between determination strategies (used by thedesmahen encountering a new word for the
first time) and consolidation strategies (usecetoember that word and its meaning).

It is important to mention that almost all consatidn strategies can be used as determination
strategies, but in this study they were expliguly in the context of remembering vocabulary

that is already familiar, and the context finalsfides the way a strategy is used.

The strategies taken from Schmitt which were akedun SILL are the following items: (The

wording is sometimes changed and some words aexlatidt the basic concept is the same.)

Item 1: | learn new words with the help of visuaterials (graphical marks, pictures,
photographs...). (Schmitt MEM 1, SILL part A, 3)

Item 2: | remember the meaning of a word as a “alentage” | create. (Schmitt MEM 2,
SILL part A, 4)

Item 3: | connect new words with what | already wrtbrough the process of association.
(Schmitt MEM 3, SILL A1)

Item 4: | remember new words “photographicallyg, j.| know where the word was written.
(Schmitt, MEM 4, SILL A,9)

Item 7: | use new English words in a sentence@mIremember them. (Schmitt MEM 12,
SILL part A,2)

Items 9, 10, 11: | say or write new English wordsesal times. (This item was broken down
into three components). (Schmitt COG 1,2, SILL @afi0,12)

Item 15: | paraphrase the meaning of new wordsiteember them. (Schmitt MEM 23, SILL
part C, 29)

Item 18: | look for words in my own language the¢ aimilar to new words in English.
(Schmitt MEM 24, SILL part B, 19)

| compare new words in the foreign language witlmdgan my mother tongue. (Gnjigi
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Item 20: | physically act out new English words ifmels, gestures) to remember them.
(Schmitt MEM 26, SILL part A, 7)

Item 23: | remember a new English word by makimgemtal picture of a situation in which
the word might be used or by sticking post-its eal 0bjects so as to remember a new word.
(Schmitt MEM 2 + COG 8, SILL part A, 4)

Item 24: | use flashcards to remember new Englistde: (Schmitt COG 4, SILL part A, 6)

Six items were taken from Schmitt’'s taxonomy of afeaglary learning strategies and were not
present in SILL (Schmitt 1997). Items 5 and 6 fooaosstructuring the language material and
finding similarities and connections among the mewds and item 8 focuses on creating
meaningful context for remembering the meaning ofds. Items 12 and 13 are aimed at
remembering the morphology of a word (a stringettielrs that make the word) and item 19

refers to the ways of remembering word units (pdsaglioms).

Item 5: | connect words into groups (accordinghit sound, meaning, graphical pictures).
(Schmitt, MEM 10)

Item 6: | connect new words with their synonyms antbnyms. (Schmitt, MEM 5)

Item 8: | connect new words into meaningful stoteesemember them more easily.(Schmitt,
MEM 13)

Item 12: | remember the written form of the wordedsnental image’. (Schmitt, MEM 17)

Iltem 13: If | underline the first letter of the nevord, | will remember it more
easily.(Schmitt, MEM 18)

Item 19: | try to remember idioms as a whole. (SEhivlEM 25)

Oxford (1990) mentions the importance of trans@(into the mother tongue) and

connecting the mother tongue with the foreign laggbeing learned, but these elements are
not present in her 1990 version of SILL. She omytmusly approaches translation saying
how it can often do more damage than good (“I byto translate word for word.”, SILL part
B, 22).
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Although cross-linguistic strategies or strategubsch involve employing the existing
linguistic knowledge when learning a new languamgali possible directions (inter- and intra-
lingual) are not in the center of the questionnased in our study, they should be developed
and usedin class so the students would be ab&etmnize and maximize the potential of
their linguistic knowledge. This knowledge shoutst be understood as only semantic
knowledge of foreign languages and a mother tonguierather as a combination of all levels
of knowledge about a word: how it sounds (phonaakyj how it is written (graphic), how it

is created (morphological), when it is used (pratgnaontextual), which dimensions of
meaning it has (metaphorical extensions), etc.iVe g brief example, if one wishes to
remember the word “malleable”, one can resort ¢odtigin of this English word. It comes
from the Latin word “malleus” meaning “a hammenmidait is the quality of someone or
something that can easily be influenced or changessed into different shapes without
being brokef The Latin word for a hammer (“malleus”) may aati¥ a phonological
association with the Croatian word “malj” (also oented to the aforementioned Latin form),
meaning a tool also used for hitting or shapingething. That waya stronger association
trigger and a connection in the mental vocabulatyvork are created through the use of
several languages and some existing elements dhthestic knowledge from both of those
languages. It is then to be expected that onebwithble to retrieve the English word more
easily by using their mother tongue (in this cas®) a language learned at school than by
trying to remember only what that word means witheeating associations.

We added fouritems to the questionnaire to inchirecross-linguistic dimension of
vocabulary learning strategies (one of them wag expanded from an item by Oxford),
items 14,16,17 and 22.

Item 14:1 find the meaning of an English word byiding it into parts that | understand.
(Oxford, part B, item 21)

When remembering a new word, | rely on my knowledfyerord formation in a foreign

language (suffixes for nouns, adjectives, prefixes Latin, Greek). (Gnjidh)

Item 16: | compare the new word in the foreign laexge with other words from that language
that | already know.(Sound, way of writing, mearing

’malleable [Def. 1 &2 ]. (n.d.).In Oxford Advanced Learner’s Dictionary, Retrieved May 10, 2016, from
http://www.oxfordlearnersdictionaries.com/definition/english/malleable.
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Item 17: | compare the new word in the foreign laexge with other words in other languages
| know.

Item 22: | translate new words into my mother taaguremember them better.

Another strategy expanded from an item by Oxford(plvas item 21: | physically act out
new English words. (Oxford, part A, item 7)

| use gestures to remember the graphical formeohdw word (how the word looks like in

writing, the string of letters that make the worg@n;jidic)

It is once again important to mention that the allexelection of strategies from the above
mentioned sources (Schmitt and Oxford) was basemliopersonal impression of
significance and usefulness of individual strategie

One “blank” item was added to the questionnairentable the students to add further
strategies they used and which were not listelemquestionnaire.The result was a 25-item
guestionnaire focusing on strategies for learnimgj r@taining vocabulary - cognitive

vocabulary consolidation strategies.

The same questionnaire was used twice, in ordexdmine the students’ use of strategies in
English and in German. Cronbach’s Alpha reliabiioefficient amounts to 0.82 for the
English questionnaire and 0.85 for the German qurestire. Therefore, it shows a good

internal consistency of both questionnaires.

3.3. Participants
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The questionnaires were administered in a gramotara in Zupanja. All 47participants

(35 girls and 12 boys) were third grade students hdd been learning English (their first
foreign language) for ten years, i.e., since thst firade of elementary school, and their
second foreign language (German)for seven yeaeverage (most of them started learning it

in the fourth grade of elementary school). The agerage of the participants was 17 years.

It is also important to mention that almost 95%hef students had never studied German in a
foreign language school and the situation is simifigh the English language as well: 82% of
the participants never took an English coursefor@ign language school. One of the reasons
for that might simply be the unavailability of sucturses to children from the more rural
areas and even to those living in the town itsélipanja) because foreign language schools
in the town are practically nonexistent. As fattses out-of-school contact with the foreign
language is concerned, it does not come as a sarhrat over 90% of students got English
input through movies or series on TV, IBacebook or Youtuher, as one student phrased it,
“everywhere”. The situation with the German langaiegquite different: the foreign

language input through modern technologies (thermat and television) added up to 45%,
whereas relatives were in 20% of the cases listeleamain out-of-school source of the
German language input for the students. Also, 20%estudents wrote they did not
encounter the German language anywhere but irctit@oscontext. The average grade of the
students was a 4.02 in English and a 3.38 in Geglaamses.

3.4. Quantitative and qualitative analysis of stuegults

3Participalnts 28 and 41 had to be excluded from the statistical data analysis due to uncomplete questionnaires.
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3.4.1. Frequency of strategy use

Pearson’s correlation coefficient of 0.86 (p=.0b@)cated that there was a strong positive
correlation between the means for the whole queséive in English and German, meaning
that the frequencies of strategy use in EnglishiartBerman were similar. Based on this
result, it was possible to conclude that the sirateventories of the participants interacted.
This means that the students who had been usiraputary consolidation strategies

frequently in one language had also been using thespently in the other foreign language.

Also, the students who had been using vocabulangal@ation strategies less frequently

when learning one language had also been using lé#ssirequently in the other language.

This finding confirms the first hypothesis of tisisidy (H1) that there would be a positive
correlation between the frequency of strategy nshe English and in the German language.

On a general level it can be noticed that 75 peraestudents had a higher result on the
English questionnaire for vocabularylearning styegs, i.e., that they had been using the
listed vocabulary learning strategies more fredyemihen learning their first foreign
language (English) than in learning their secondigm language (German). Only 25 percent
of the participants had been using the given voeaplearning strategies more frequently

when learning their second foreign language (compable 2 in the Appendix II).

This result confirms the second hypothesis of shisly (H2) that students would use

language learning strategies less frequently im@er their second foreign language.

The reasons for such results can be numerouspdisisible that the students weremore
capable of manipulating the language material énldmguage they were more proficient in.
Thereforethey were able to employ different typesti@tegies based on the type of the
language task or the nature of the word they wegnedg to remember. In German, their
second foreign language,they did not have as margjubge material at hand due to weaker

exposure to German outside of the school context.

That way some strategies the students use in Bnglight not be as useful to them in
German as they are in English, for example parapigausing words in a meaningful story
or using synonyms and antonyms to remember the inggahwords.
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This difference in the frequency of use of vocabutansolidation strategieswas also
statistically significant because there was a §icamt difference between the means of
students’ results on the English (M=73.38, SD=1p&t] the German questionnaire
(M=69.04, SD=13.29); conditions t(44)=2.66, p=0.p11

Furthermore, based on the summative results oncpagsgtionnaireit was possible to devise

three categories showing different levels of fretuyeof strategy use: high, medium and low.

It must be noted that the threshold levels forEhglish language are somewhat higher than
for the German language so the tables are not dolgparable, but they give a good insight

into the average strategy use.

As it is presented in Table 3a, most students leath lising vocabulary learning strategies
with medium frequency, both in English and in GenmBhe expanded version of the table in
Appendix Il gives more detailed information on fhlacement of individual participants.

Table 3a: Frequency distribution table: level oattgy use in both questionnaires (English

and German)

Categories of

Use of strategies in

Use of strategies in

Categories of

frequency English German Frequency

HIGH (>83) 11 11 HIGH (>80)
MEDIUM (68-82) | 18 19 MEDIUM (64-79)
LOW (<68) 16 15 LOW (<63)

In comparison, Table 4 gives another comparativexwew of the mean values for all items
in both questionnaires. It also serves to show whicategies students reported using most

and least frequently when learning foreign languagsabulary.

The mean value higher than 3.5 was taken as therliowit indicating a high frequency of
strategy use and the mean values lower than 2.& werpreted as a low frequency of use of
individual vocabulary learning strategies.

Table 4. Group results: mean (frequency of use)

Question (English) Mean (English) Mean (German) <Poe (German)
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Q1A 2.42 3.11 Q1B
Q2A 3.33 2.82 Q2B
Q3A 3.58 3.18 Q3B
Q4A 3.62 3.53 Q4B
Q5A 2.96 2.73 Q5B
Q6A 2.93 2.18 Q6B
Q7A 3.18 251 Q7B
Q8A 2.56 2.18 Q8B
Q9A 353 3.80 Q9B
Q10A 4.42 431 Q10B
Q11A 3.67 3.84 Q11B
Q12A 3.24 2.98 Q12B
Q13A 1.51 1.69 Q13B
Q14A 2.62 2.64 Q14B
Q15A 3.04 2.16 Q15B
Q16A 2.78 2.62 Q16B
Q17A 2.96 3.02 Q17B
Q18A 3.76 3.44 Q18B
Q19A 2.87 2.29 Q19B
Q20A 2.73 2.47 Q20B
Q21A 2.53 2.76 Q21B
Q22A 4.20 413 Q22B
Q23A 3.13 2.89 Q23B
Q24A 1.82 1.84 Q24B

The most frequently used strategy was hearing threl Wweing pronounced several times (10
A®, B), followed by using translation into the mothengue to remember a new word more
easily (22 A, B). The students also often pronodrec@ew word several times (out loud) to
remember it (11 B, A), wrote it down (9 B, A) (misenemory) or remembered the word
photographically (where it was written down) (4 A,Bhey alsoused associations to connect

new words to what they already know quite freque(gA).

“Table interpretation: purple fields = items with higher frequency of use; English questionnaire (A) or German
questionnaire (B). Green digits = high frequency of use. Orange digits = low frequency of use.
>Questionnaire A (English language), Questionnaire B (German language)
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The least frequently used strategies were leam@vgwords with visual aids (1 A),
underlining the first letter of a new word (13 A) & using quizlets and flashcards with
individual words on them (24 A, B). Participantpaoeted using many of the least used
strategies that way only in the German language:adrthose rarely used strategies was
connecting new words with their antonyms or synosiyB), followed by using new words
in a meaningful story (8 B) and learning new wdid®ugh paraphrasing (15 B). Strategy 19
B (learning idioms as a whole) also belongs to gnisip®

Almost all of the least frequently used strategwese found to be used so by the students
when learning German. Also, the strategies moguiatly used in German were quite
common, with the exception of using visual aidseimember the meanings of new words.
Since the students had predominantly been usirggtbommon vocabulary consolidation
strategies (mechanical repetition) when learningm@&, one might assume that the way of
teaching German is also different from the wayeaiching English (or even less innovative).
However, this is not necessarily so, since resestiolws (Pawi¢ Taka, 2008) that the
vocabulary learning strategies the teachers uselamonstrate in classes do not have to be
accepted by the students only because they wersedo them. Additionally, all of the
most frequently used strategies in the general kaoquld also be characterized as quite
common cognitive strategies which rely on mechdm@nipulation of language through

repetition: listening, pronouncing and writing ardb@own several times.

The strategies the participants had been using wizest learning German vocabulary were
writing down the new word several times, underlgnihe first letter of the word to remember
it better, pronouncing the word out loud, usinguailsaids to remember new words (graphical
marks, pictures, photographs) or using gesturesn@mber the graphical form of the new
word (how it looks in writing).

As already mentioned, the simplest technique & ledirning can easily be applied to the

learning of new vocabulary, but when the processtaing a new word into our mental

®In retrospect, this strategy does not seem to fit so well into the whole concept of the questionnaire, so maybe it would
have been better to replace it with an item addressing highlighting and colour- marking the learning material (vocabulary).
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lexicon is not going according to our plan or asyeas we would like it, we use other
strategies to amplify the capacity of our memorg egtention.At the same time it is
important to keep in mind that not all words areadty suitable for all of the vocabulary
consolidation strategies: some can be visualizegk rasily, some can easily be connected to
some language elements the learner knows from @hguages and some are easily
remembered when used in a sentence or paired pitlo@ologically similar word in the
mother tongue or another foreign language, etc.im@ans that words have different
potentials in the sense of being suitable for iithlial learning strategies. Therefore, more
strategies could be available to the studentsain finst foreign language because of the
broader linguistic basis they have in that fordagmguage (English). The more familiar one is
with the language, the easier it gets to “shapat & way that will help one make it “fit” into

their mental lexicon.

It can be noticed that the strategies which recaimn@re engaged approach to language
learning were neither among the most nor amondgts frequentlyused vocabulary learning
strategies. Such strategies would be items 20n824, which focus on using concrete
objects (post-its, flashcards, quizlet) or moveradgesticulation, mime) when trying to

remember new vocabulary.

Items 14, 16 and 17, which rely on multilingual qmetence and analytical knowledge about
how languages work, belonged to the lower middtegry based on the frequency of their
use. This result indicated that the students didseem to see their knowledge of the
language (as a system) as potentially helpfulaniimg new vocabulary. Students did not
seem to compare or combine their overall languageviedge of Croatian, German, English

and possibly some other language in the vocablgarying process very often.
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Structuringor enhancing the structure of their rakletxicon through the use of antonyms,
synonyms or grouping new words with the ones thieady know was also not frequently

used.

The correlation between the means of frequencysefai all items was statistically
significant - with the exception of items 1 (“I lmanew words with the help of visual
materials (graphical marks, pictures, photographi$ and 8 (“I connect new words into
meaningful stories to remember them more easilyli)s shows the tendency that the more
frequently the students had been using one strategy learning their L2, the more likely
they were to use it more frequently in their L3 dinel other way around. However, the
differences in the frequency of use were significarly in several items. These results are

presented in Table 5.

Table 5. T-TEST values for individual items + cdéateon among items.

Item number r p m (English), m(German t p
ltem 1 A1 474 | 242,311 t=-3.10 .003
tem 2 71 .000 | 3.33,282 t=3.46 .001
ltem 3 40 .006 | 3.58,3.18 t=2.12 .040
Item 4 39 | .008| 3.62,3.53 t=0.45 .652
ltem 5 .36 .016| 2.96,2.73 t=1.18 243
Item 6 .63 .000 |2.93, 218 t=5.43 .000
ltem 7 .36 015 | 3.18,251 t=3.45 .001
ltem 8 486 | .486| 2.56,2.18 t=1.73 .091
ltem 9 75 .000| 3.53,3.80 t=-1.81 077
Item 10 .62 .000] 4.42,4.31 t=1.00 323
ltem 11 .79 .000| 3.67,3.84 t=-1.48 146
ltem 12 .59 .000 | 3.24,2.98 t=1.55 129
ltem 13 .76 .000| 1.51,1.69 t=-1.66 103
ltem 14 48 .001| 2.62,2.64 t=-.11 910
[tem 15 .38 011 | 3.04,2.16 t=4.25 .000
ltem 16 44 .002| 2.78, 2.62 t=.93 .360
ltem 17 41 .005| 2.96, 3.02 t=-.33 .746
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ltem 18 .38 .010| 3.76,3.44 t=1.59 119
Item 19 31 .040 | 2.87,2.29 t=3.14 .003

Item 20 .62 .000| 2.73,2.47 t=1.47 148
ltem 21 .66 .000| 2.53,2.76 t=-1.32 192
Item 22 .57 .000| 4.20,4.13 t=.52 .607
Item 23 49 .001|, 3.13,2.89 t=1.23 .226
ltem 24 .65 .000 | 1.82,1.84 t=-.15 .878

As it can be seen in table 5, there was a stalbtisignificant difference between the

frequencies of use of the following items from bqgtlestionnaires:

Item 1: | learn new words with the help of visuaterials (graphical marks, pictures,

photographs...).

Item 2: | remember the meaning of a word as a “alentage” | create.

Item 3: | connect new words with what | already wrtbrough the process of association.

Item 6: | connect new words with their synonyms antbnyms.

Item 7: | use new English/German words in a se@eacl can remember them.

Item 15: | paraphrase the meaning of new wordsiteember them.

Item 19: | try to remember idioms as a whole.

The significant differences mentioned above card®n in Figure 1 which shows the

frequency of use (mean value) of individual strege@n both questionnaires, for English and

for
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n. In favor of the German language was only thguemcy of use of item 1. All other items

were more frequently used in English.

Figure 1: Comparison of means for individtems from the English and the German

questionnaire

This could potentially indicate that using the &gy of memorizing vocabulary with the help
of visual materials(ltem 1) might be most usefulhvthe language we are less proficient in
and are less exposed to. That language (matesiaftiaccessible enough to the students to
be used as the material for manipulation in theesaumber of ways as it is the case with the
language they are much more familiar with (EngliSi)ll, students had been using a similar,
but a bit more abstract strategy more frequentlgmiearning the English language: they
remembered the meaning of a word as a mental ith@yewvould create (item 2), showing
again that with the first foreign language theyeviesss attached to some kind of physical

aids and that they used visuals on a purely méntal (without drawing or using pictures).

Newer research shows that the reason for the ityesrsefficiency of visual impulses in
vocabulary learning partially lies in the fact ttia¢ brain regions in which the verbal and the

visual information are stored work together veysely (Meerhol-Héarle, 2013).

Visual impulses are attention grasping, more eaidte and easier to decode than “bare”
strings of letters forming foreign language womslsiply because they are multidimensional

impulses, a myriad times stronger than the wordyerelone.

30



That is so because we already have many dimensfansaning attached to a picture in our
brains and we process it through our mother tomguakour experience of the world (events,

people connected to a term/thing, emotions...).

As Manfred Spitzer (2012) explains (and illustrates his lecture on how children learn,
forming such connections with prior knowledge cesatew neural paths which are bridged
over many already established ones thus formimggér connections (synapses) inside the

brain lexicon.

Item 3 (“I connect new words with what | alreadyolinthrough the process of association.”)
was more frequently used in the English language céuld only assume that the process of
association requires the “trigger” to be clear, dways available. It would then be possible
to conclude that the connection between the trggtmrnew German words used for the
association (formed in the mother tongue or fioseign language) and the words themselves
(in German) might not be strong enough becausettvas elements are not paired with
enough additional dimensions of the meaning ohéh& word (context in which the German
word is encountered, sound of the German wordstiitieg of letters that make up the word).

If this is so, we could imagine a situation in white student could remember the trigger but
not the exact letters forming the word they wanetmember or retrieve. We can only
speculate that the reason the students were usmgttategy more frequently when learning
English is that somehow it waseasier for the sttgdenconnect the “triggers” with new

words from the first foreign language.

Items 6,7, 15 and 19 were more frequently usedhéystudents in the English language;the
language they were more proficient in and whicly thad been learning for a longer period
of time. They include using new words in meaningktences (7), connecting new words
with their synonyms or antonyms (6), paraphrasirty) @nd learning the meaning of idioms
as a whole (19).These strategies seem to be cautheith the general accessibility of
language material since they require a certain lgfveroficiency and a vocabulary basis
broad enough for their use (for example, being liamiith synonyms and antonyms of a

new word).
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3.4.2. Correlation of students’use of vocabulagrhéng strategies with school grades in

foreign language classes

No significant overall correlation of the schooades with the means of the summative
resultsthe students had on both questionnairepreaent in this sample (English: r=.03,
p=.836, German: r=.11, p=.472), which confirmstthied hypothesis (H3) of this study that
there would be no correlation between the schaadeg in English and in German and the
frequency of strategy use in that language, resmdgt It seems useful to mention once again
the study by Mihaljevi Djigunovi¢ (1999) where she found no correlation between nmgmo

strategies and the achievement of the studentgipattng in her research.

However, some significant correlations of indivilileams with the students’ grades were
present which might shed more light on the dynamiasse of vocabulary consolidation

strategies by the participants of the study.

Items 14, 18, and 22 in the questionnaire for tken@an language correlated positively with
the grades the students had in German classesmEBaiss that the more proficient the

students were in German, the more frequently tla@yldeen using the following strategies:

Item 14: When remembering a new word, | rely onkmgwledge of word formation in a

foreign language (suffixes for nouns, adjectivesfipes from Latin, Greek).
Item 18: | translate new words into my mother taaguremember them better.

Item 22:1 compare new words in the foreign languadk words in my mother tongue.

These correlations are presented in table 6.

Table 6.Significant correlations between the medrirequency of use for items in the
German questionnaire and the school grade in Gelanguage classes

temno. | r p t (44) p Nrade German, freq. of use for thd Sp (grade,item)
item in the German questionnaire)

14B r=.30 p=.044| t=3.82| p=.000 M (3.38, 2.64) p(-94, 1.21)

18B r=.31 p=.036| t=-3.7| p=.714 M (3.38, 3.44) p (94, 1.21)

22B r=.35 p=.017| t=-4.74p=.000 | M (3.38, 4.13) 0S(.94, .94)
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Jessner (2008) mentions how an increased levektdlmguistic awareness is typical for
multilingual learners and this claim can be coneédb the aforementioned results. The
strategies for learning vocabulary in the secomdifm language (German) which correlated
positively with the grades the students had ineHaaguage classeswere strategies which
focus on analyzing the language material and comgérto the mother tongue. Therefore,

they require a certain level of metalinguistic asveass as a prerequisite to their use.

There is a significant difference in the naturéooéign language input the students get with
English and with German. They are exposed to Bmghestly through series, moviesor
different kinds of Internet content (e.g., musid)ieh provides them with a meaningful
(situations presenting “real life”) and a multilagd context (images, movement, ambience,

facial expressions of actors, politicians, etc.).

The presence of such a type of input (and in sueimtities) in the German language is rare,
so the students use their mother tongue as a m@smore often when remembering new

language material in that language (German).

Significant correlations between the frequencys# af two items in the English
guestionnaire and the grades the students haeimstécond foreign language classes

(German) were also evident in the results andlaoe/s in Table 8.

Table 8. Significant correlations between the medrisequency of use for items in the
English questionnaire and the school grade in Gerdaraguage classes

temno. |r p t(44) p M (grade German, freq. of use for the | g (grade, tem)
item in the English questionnaire)

17A r=.32 | p=.032t=2.06 | p=.045 M (3.38, 2.96) 5(.94,1.35)

18A r=.34 | p=.023 t=-2.00| p=.052 M (3.38, 3.76) 5(.94, 1.23)

Item 17: | compare the new word in the foreign laexge with other words iother foreign
languages | know

Item 18:1 compare new words in the foreign languadk words in my mother tongue.
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However, only the correlation between the frequesfayse of item 17 in learning English
and the grade in German classes was statistigghyfisant, i.e., there was a significant
difference between the means for both values. fEsiglt might indicate that the more
proficient learners of German had been using theitilingual language competence more
actively and had also possibly been using theimtedge of (mostly) German and Latin

when learning English.
5. Conclusion

The results of this study presented a strong pestnrrelation (r=0.86, p=.000) between the
results on both questionnaires which indicated ttapatterns of strategy use in English and
in German were similar. Based on this result, i§ wassible to conclude that the strategies
used frequently in one language had also beendratyuwsed in the other language and the
other way around. This result is in line with pays research proposing the idea that strategy
transfer among languages does happen and thatinguiéils will make use of the strategies
they are familiar with from the context of theirsti foreign language in the process of

learning their second foreign language. Therefive first hypothesis of this research study
(H1), proposing that there would be a positive €ation between the frequency of strategy

use in the English and in the German language coarmed.

As much as 75 percent of students had a highelt @sthe English questionnaire for
vocabularylearning strategies, i.e., they had hesemg the listed vocabulary learning
strategies more often when learning their firsefgn language (English) than in learning
their second foreign language (German). Only 25q@rof the participants had been using
the given vocabulary learning strategies more featiy when learning their second foreign
language,which confirms the second hypothesis pteden the study (H2), that the students
would use vocabulary consolidation strategies fiesgiently in their second foreign language

(German).

No significant overall correlation of the schooades with the means of the summative
results the students had on both questionnairepreagnt in the sample (English: r=.03,
p=.836, German: r=.11, p=.472), which confirmstthied hypothesis (H3) of this study that
there would be no correlation between the schaadeg in English and in German and the
frequency of strategy use in that language, resfadgt

34



However, several individual items from both questiaires correlated with the students’

grades in their second foreign language (German).

Most frequently used vocabulary consolidation sgas could be characterized as common,
including some kind of mechanical repetition: pronang the new word out loud several
times (item 11), hearing a word being pronounceese times (item 10), translating the new

word into the mother tongue (item 22), or writitng new word down several times (item 9).

As far as the general frequency of strategy usenserned, most students had been using

vocabulary consolidation strategies with mediungdency, both in English and in German
4. Suggestions for further research

Self-report, observations, journals or think-algudtocols might seem as a better solution if
one wishes to get a more precise image of the neagby and steps how distinct language
learning strategies are used, but all of theseniqaks are also very subjective and can only
be noted in writing with a temporal distance frdm thinking process itself, while also being
dependent on the perception of the situation by#récipant at a given point in time.
Although the questionnaire used in this study shgewl internal consistency, one might
wish to change the choice of strategies made igtiestionnaire or add some additional

items to it (or remove some from it) to make it meomplete or unified.

It would be interesting to see whether results@rdelations similar to those presented in
this study would be present with a greater numbeadicipants. Also, it would be
particularly intriguing to add the age factor te tiready existing variables of English as the
first and German as the second foreign languadjeegbarticipants in the research concept in
order to see whether the participants’ age attdméirsg point of learning the second foreign
language influences their use of strategies afteersl years of learning both languages, i.e.,
how do the consolidation strategies differ in shudavho have less multilingual experience,
but have started learning the second foreign lagegwath a higher level of cognitive

maturity and the students who have started learthieig second foreign language sooner, but
at a lower level of thought development (due tartheunger age).
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5.Implications for teaching

Since there are so many language learning strategie various combinations of learning
styles among the learners, it would be usefuleftdachers considered encouraging language
learners of any age to “try out” and to use a \gré vocabulary learning strategies. Such an
approach could strengthen the students’ motivatrmhmake them think about how they can
facilitate their learning process. By presentind amphasizing some of the possible ways of
vocabulary learning, teachers could offer altexgtito mechanical rote learning of word
lists, which students report using most frequerithis kind of learning by mechanical
repetitionseems to be the simplest strategy thaeisnost applicable not only in learning a
language, but other skills as well. Rote learnmdefinitely an efficient learning strategy, but
at the same time it cannot be described as eslyetiativating, or more importantly, it does
not require or provide a greater depth of informragrocessing -a prerequisite for long term
retention of the learned vocabulary items, whicbusth be one of the central aims of
language learners and their teachers. In othersytedchers should teach the students how
to think as language learners who are aware dhtiguiage potentials they have so they
could optimize the vocabulary learning strateghey/tuse and the way they analyze the

‘language world’ around them.

In the context of multilingualism and third langedgarning in schools, the teachers should
always try to raise awareness about the poteritather languages the students know or
understand as facilitators of the process of legror understanding new language material.
Furthermore, such interlingual incentive would aksach the students to activate the
knowledge they have acquired not just by formalmsez education, but also through
informal channels such as watching soap operasnanviks or listening to music in Spanish,

Italian, French or Portuguese.

Additionally, by promoting “multilingual learning'teachers could raise the cross-cultural
awareness of the students and influence the dawelojpof their linguistic sensitivity
(Szczsniak, 2013).

The strategies the students learn (or create)eigo language classes should also be
applicable to learning in general and serve these of getting to know various learning

styles and options for learning.
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Teaching the students how to use (language) leastrategies and how to become aware of
their learning type should be present across theécalum.That way the students would have

a broader “practice space” for developing theirleay competence(Denker, 2009).

To give some practical examples, the teacherglaauent a mnemonic together with their
students to help them remember an important ligeafs, a grammatical rule or the meaning
of a word. For example, the adverb ‘surreptitiousbuld be used in a sentence with a strong
visual impulse: I'm surreptitiously eating a cakelar the table. The teachers could also
direct the students towards the etymology of a vavrd connection with another language
they are familiar with, in order to make the megnf a new word easier to grasp and access.

The benefits of such an approach have been coeditma team teaching project by Spéttl
and Hinger (2001) which has shown that activitiésclv were designed to stress the cross-
linguistic connections in more than two languaged had a facilitative effect on multilingual
vocabulary acquisition. Furthermore, with instraotin specific vocabulary learning
strategies, the multilingual vocabulary retentiéhe participants improved, especially in the
“weaker” language, where the proficiency levellud students was lower. Students learning
English and German (or similar language combinadiomight benefit from such an approach
in teaching and learning insofar as it would mdiestsk of learning new vocabulary easier

and the process of “storing” meaning more permafwerithe students.
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Sazetak rada na hrvatskom jeziku:
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U ovom se radu istraZzuju uzorci koriStenja stragegienja vokabulara u svrhu konsolidacije
Zznanja o rijéima (prvenstveno zianja). Ispitanici sudenici tre&éeg razreda gimnazije u
Zupaniji kojima je engleski drugi, a njettkaitre¢i strani jezik. Wenici su engleski peli ugiti

u prvom razredu osnovne Skole, kako je u Hrvatskbjcajeno (a i zakonski regulirano), a
njemaki nakon engleskog, ¥aom ucetvrtom razredu osnovne Skole. Ispitanici su isfpuni
upitnik s 25 pitanja koji je za cilj imao prikupitiformacije o d@estalosti upotrebe strategija
uc¢enja vokabulara nai ispitanicima u svrhu uspatiganja uzorka koriStenja strategija

ucenja vokabulara u njihovom prvom (L2) i drugom (Is8janom jeziku.

Ocekuje se dée se ti uzorci u oddenoj mjeri preklapati, odnosno da westalost koriStenja
strategija za patenje vokabulara u prvom stranom jeziku biti vrliésawtestalosti
koriStenja strategija za paemnje vokabulara u drugom stranom jeziku. Skade
pretpostavka dée wenici rjaie koristiti strategije zadenje vokabulara priaenju njemakog
kao drugog stranog jezika jer su tom jeziku man@zeni u izvanskolskom okruzenju te
stoga denju vokabulara u tom jeziku moraju pristupiti datige, odnosno neke im strategije
nisu dostupne zbog manjeg opsegacjezg materijala kojim raspolazu u tom jeziku. Na
temelju rezultata istrazivanja strategifgenja (pamenja) vokabulara postavljena je
pretpostavka da e biti korelacije Skolskih ocjena gestalogu upotrebe strategija za

konsolidaciju vokabulara.

Rezultati ovog istrazivanja pokazuju pozitivhu Kaogu izmeiu dva upitnika, Sto zada
ucenici koji strategije za konsolidaciju vokabul&esto koriste u ¢enju jednog stranog

jezika sltnom westalogu strategije koriste i udenju drugog stranog jezika i obrnuto:
ucenici koji rijetko koriste strategije za konsoligacvokabulara u jednom stranom jeziku
rijetko ih koriste i u drugom stranom jezikucéhici su rj@e koristili strategije pri &enju
njemakog nego pri tenju engleskog jezika. Nije bilo korelacije Skolskicjena s

ucestalosu koriStenja strategija pamnja vokabulara, nocestalost koriStenja pojedinih
strategija u prvom i drugom stranom jeziku bila jlkeorelaciji saskolskim ocjenama iz drugog

stranog jezika.

Kljuc¢ne rijeti: Engleski kao prvi strani jezik, njeréld kao drugi strani jezik, strategij€enja

vokabulara.
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(Instrument: Questionnaire)

UPITNIK

Molim Vas da ispunite ovaj upitnik koji je sastawho istrazivanja strategijatanja
vokabulara u nastavi stranih jezik&ji ¢e se rezultati koristiti iskljtivo za izradu

diplomskog rada na Odsjeku za anglistiku Filozofskakulteta u Zagrebu. VaSi su odgovori
anonimni, odnosno u radudeebiti povezani s Vasim imenom i prezimenom.

Hvala Vam unaprijed na ulozenom trudu i vremeau!

Vedrana Gnjii
Filozofski fakultet u Zagrebu

Molim, popunite ove podatke o sebi:

Dob: Spol: M/Z Materinski jezik:

Jezik koji govorim kod kée:

Ocjena iz njemé&kog jezika koju sam imao/imala prosle Skolske gedin
Ocjena iz engleskog jezika koju sam imao/imalalprékolske godine:

Njemaki jezik u Skoli &im godina/e, a engleski oding/e.

S njem&kim se, osim u Skoli, susiem

(na televizipz kadio, YouTube, prijatelje,

rodbinu...)

S engleskim se, osim u Skoli, susrm

Ucio/la sam ili wim njema&ki u Skoli stranih jezika. da /ne (trajanje: )
Ucio/la sam ili €im engleskiu skoli stranih jezika. da/ne (trajanje: )

UPITNIK

U ovom dijelu nema tmih odgovora, nemojte odgovarati onako kako misladreba &iti ili
kako mislite da drugide, nego onako kako Vikite kada dite vokabular za test ili
odgovaranje.

Prvi dio upitnika odnosi se na engleg&rik, a_drugi dicma_njemaki. PokuSajte zaista
razmisliti kako @ite jedan, a kako drugi jezik i zaokruzite svoj odgr ovisno o tome koliko
cesto koristite neku od ovih strategija.

1= nikad 2=rijetko 3=ponekad desto 5=vrlocesto

ENGLESKI JEZIK: STRATEGIJE WENJA VOKABULARA
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1. Nove rij&i u¢im uz poma slikovnog materijala (grafke oznake, slike,
fotografije...) 12345

2. Znaenje nove rijéi pamtim kao ,mentalnu sliku®* koju si sam/a stvorim
12345

3. Asocijacijama povezujem nove rijes predznanjem. 1283
4. Novu rijec pamtim ,fotografski“, odnosno znam gdje je bilgpismna. 12345
5. Povezujem rij& u grupe (prema ,slici rij@“, zvuku, zn&enju). 12345
6. Nove rijeti povezujem s njihovim sinonimima i antonimima. 12345
7.

Trudim se osmisliti kontekst za nove tijgodnosno upotrijebiti ih u tenici.
12345

8. Nove rijei ¢u povezati u smislenu gu u kojojéu ih upotrijebiti i tako ih zapamititi.
12345

9. Zapamtitéu novu rij& ako ju viSe puta napiSem. 12345

10. Zapamtitéu novu rij& ako ju viSe putgujem. 12345

11.Novu¢u rije¢ izgovoriti naglas nekoliko puta kako bih ju zagefia. 12345

12.Pisani oblik rij&i pamtim kao ,mentalnu sliku®. 12345

13. Ako podcrtam prvo slovo nove rde bolje ¢u ju zapamtiti. 12345

14.U pantenju zn&enja neke rij& oslanjam se na svoje znanje o tvorbidiije stranom
jeziku. (Nastavci za imenice, pridjeve; prefiksifiksi iz latinskog, gtkog)
12345

15. Novu rijet wcim kroz parafraze (opiSem ztemje nove rijéi drugim rijeima).
12345

16.Novu rije¢ u stranom jeziku uspatajem s ostalim rij@ma koje poznajem u tom

jeziku.  (Kako zvute, kako se piSu, Stozte1 2 3 4 5

17. Novu rijet u stranom jeziku uspatajem s ostalim rij@ma u drugim stranim
jezicima koje poznajem. B25

18.Novu rijec u stranom jeziku uspatajem s rij€ima u materinskom jeziku.
12345

19. Idiome &im ,u komadu® (kao cjelinu). 12345

20. Koristim mimiku/gestikulaciju kako bih lakSe zapdofia zn&enje neke rijéi.

12345
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21. Gestikulacijom si pomazem zapamgtaficki oblik nove rij&i (kako rije izgleda

napisana). 12345
22. Nove rijei prevodim na svoj materinski jezik kako bih ih jedlakSe zapamtio/la.
12345

23.Rije¢i povezujem s konkretnim predmetima kako bih ihamapo/la. (npr. lijepljenjem
,POst it* papirica na predmete ili zamisljanjem stvarnog dtsga/radnje/predmeta).
12345

24.Nove rijeti piSem na kartice koje koristim z&eanje. (flashcards, quizlet)
12345
(Ako koristim kartice, na njih piSem novu @j@a stranom jeziku i _sinonime_,

_prijevod_, réenicu u kojoj je rijé upotrijebljena_, crtez_, ,

25.

NJEMACKI JEZIK: STRATEGIJE WENJA VOKABULARA

1. Nove rij&i u¢im uz poma slikovnog materijala (grafke oznake, slike,
fotografije...) 12345

2. Znaenje nove rijéi pamtim kao ,mentalnu sliku®* koju si sam/a stvorim

12345

3. Asocijacijama povezujem nove rijes predznanjem. 123

4. Novu rije¢ pamtim ,fotografski“, odnosno znam gdje je bilgpisana. 12345

5. Povezujenrijeci u grupe (prema ,slici rij@“, zvuku, zn&enju). 12345

6. Nove rijeti povezujem s njihovim sinonimima i antonimima. 12345

7. Trudim se osmisliti kontekst za nove #ijgodnosno upotrijebiti ih u tenici.
12345

8. Nove rijefi ¢u povezati u smislenu gu u kojojéu ih upotrijebiti i tako ih zapamititi.

12345
9. Zapamtitéu novu rij& ako ju viSe puta napiSem. 12345
10. Zapamtitéu novu rij& ako ju viSe putgujem. 12345
11.Novu¢u rije¢ izgovoriti naglas nekoliko puta kako bih ju zagefia. 12345

12.Pisani oblikrijeci pamtim kao ,mentalnu sliku®. 12345
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13. Ako
podcrtam prvo slovo nove rijg bolje ¢u ju zapamititi. 12345

14.U pantenju zng&enja neke rij& oslanjam se na svoje znanje o tvorbidiije stranom
jeziku. (Nastavci za imenice, pridjevaefiksi, sufiksi iz latinskog, gkog)

12345
15. Novu rijet wcim kroz parafraze (opiSem ztemje nove rijéi drugim rijeima).
12345
16.Novu rije¢ u stranom jeziku uspatajem s ostalim rij@ma koje poznajem u tom jeziku
(Kako zvite, kako se pisu, Sto zte) 12345

17. Novu rijet u stranom jeziku uspatajem s ostalim rij@ma u drugim stranim
jezicima koje pozajem. 12345

18.Novu rije¢ u stranom jeziku uspatajem s rij€ima u materinskom jeziku. 12345

19. Idiome &im ,u komadu® (kao cjelinu). 12345

20. Koristim mimiku/gestikulaciju kako bih lakSe zapdofia zn&enje neke rij&i.
12345

21. Gestikulacijom si pomazem zapamgtiaficki oblik nove rij&i (kako rije izgleda
napisana). 12345

22. Nove rijei prevodim na svoj materinski jezik kako bih ih jedlakSe zapamtio/la.
12345

23. Rijeci povezujem s konkretnim predmetima kako bih ihamapo/la. (npr. lijepljenjem
,POst it* papirica na predmete ili zamisljanjem stvarnog dtsga/radnje/predmeta).
12345

24.Nove rijeti piSem na kartice koje koristim z&enje. (flashcards, quizlet)
12345
(Ako koristim kartice, na njih piSem novu @j@a stranom jeziku i _sinonime_,

_prijevod_, réenicu u kojoj je rijé upotrijebljena_, crtez_, ,

25.
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Appendix Il
Tables and figures

Table 1.Taxonomy of Vocabulary Learning Stratediaken from Schmitt, 1997, Table 1A)

Strategy Strategy
Group %

Strateqies for the Discovery of a New Word's Megnin

DET Analyze part of speech 32

DET Analyze affixes and roots 15
DET Check for L1 cognate 11
DET Analyze any available pictures or gestures 7 4

DET Guess from textual context 74
DET Bilingual dictionary 85
DET Monolingual dictionary 35

DET Word lists -

DET Flash cards --

SOC Ask teacher for an L1 translation 45
SOC Ask teacher for paraphrase or synonym of nexd wo 42

SOC Ask teacher for a sentence including the nevdwo 24

SOC Ask classmates for meaning 73

SOC Discover new meaning through group work agtivit 35

Strateqies for Consolidating a Word Once it hasa\bdemcountered

SOC Study and practice meaning in a group 30

SOC Teacher checks students' flash cards or wsisdfér 3

47

Use

%

75

84

77

86
78

65
65

39

Helpful

69

40

73

95



accuracy

SOC Interact with native-speakers

MEM Study word with a pictorial representation
of its meaning

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 Method

MEM Loci Method

MEM Group words together to study them
MEM Group words together spatially on a page
MEM Use new word in sentences

MEM Group words together within a storyline
MEM Study the spelling of a word

MEM Study the sound of a word

MEM Say new word aloud when studying

MEM Image word form

MEM Underline initial letter of the word

MEM Configuration

MEM Use Keyword Method

MEM Affixes and Roots (remembering)

MEM Part of Speech (remembering)

MEM Paraphrase the words meaning

48

50
37
13
41
9
16
18
74
60
69
32
13
14
30
40

38

88

62

91

31

73

e

54

a7

82

87

2

81

2

61



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
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Figure 2: Comparison of summative results of eygnicipant in English and German

guestionnaire
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Table 2: Individual students’ results on theEnghsid the German questionnaire and students’ grades

No.|English SummA Grade English | German_SummB | Grade German
1 62 5 57 3
2 63 S 57 4
3 62 4 48 2
4 74 S 65 S
S 72 4 50 4
6 55 5 54 5

7 94 4 83 4
8 57 4 36 2
9 87 3 79 3
10 83 5 70 5
11 71 5 64 4
12 77 3 82 2
13 76 4 80 4
14 86 3 94 3
15 84 3 78 2
16 62 4 55 5
17 105 S 95 S
18 61 5 64 4
19 68 2 85 3
20 74 5 78 5
21 79 4 77 2
22 84 3 81 3
23 72 4 80 4
24 91 4 56 3
25 62 4 67 4
26 62 4 79 3
27 58 2 59 2
28 74 S 57 3
29 93 5 78 4
30 81 5 66 4
31 77 3 74 2
32 60 3 57 3
33 58 4 50 3
34 57 S 53 2
35 68 5 66 4
36 88 3 86 3
37 66 4 60 3
38 77 4 73 3
39 60 3 53 3
40 75 3 82 3
41 97 S 73 3
42 80 4 74 3
43 79 5 75 4
44 78 3 80 3
45 53 4 77 4
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Table 3b: Frequency distribution table: level oastgy use in both questionnaires (English and

German)
Categories | Use of strategies in English Use of strategieséman Categories @
of frequency frequency
HIGH (>83) | P7 (94), P9 (87), P10 (83), P7(83),P12(82), P13(80),P14(94), HIGH (>80)
P14 (86), P15 (84), P17 (105),| P17 (95), P19(85),P22 (81),
P22 (84), P24 (91), P29 (93), | P23(80),P36 (86), P40(82),
P36 (88), P41 (97) P44(80)
MEDIUM P4 (74), P5 (72), P11 (71), P12 P4(65),P9(79),P10(70), MEDIUM
(68-82) (77), P13 (76), P19 (68), P20 | P11 (64), P15(78), (64-79)
(74), P21 (79), P23 (72), P28 | P20(78),P21(77),P25(67),P26(79),
(74), P30 (81), P31 (77), P35 | P29(78),P30(66),P31(74),P35(66),
(68), P38 (77), P40 (75), P42 | P37(60),P38(73),P41(73),P42(74),
(80), P43 (79), P44 (78) P43(75),P45(77)
LOW (<68) | P1(62), P2 (63), P3 (62), P6 | P1 (57), P2 (57), P3 (48), P5 (50), LOW (<63)
(55), P8 (57), P16 (62), P18 P6
(61), P25 (62), (54),P8(36),P16(55),P18(64),P24(5

P26 (62), P27 (58), P32 (60),
P33 (58),P34 (57), P37(66),
P39 (60), P45 (53)

6),P27(59),P28(57),
P32(57),P33(50),
P34(53),P39(53)
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