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Abstract

In the last few decades, second language vocabulary acquisition has
been an interesting topic of discussion for researchers and teachers. A
general recognition has been achieved that vocabulary learning is
multifaceted and it contains much more than a simple configuration of form
and meaning. Vocabulary learning is not a peripheral area in second
language learning but is one of its main areas.

English language teaching in Japan has been conducted under the
guidance of the Course of Study for Lower Secondary School Foreign
Languages. According to the guide, teachers have to teach students about
nine hundred words at the junior high school level. These are very frequent
and fundamental words for communication. It should be noted, however,
that all of the words are not pre-selected by the Course of Study. In fact,
only about one hundred words are pre-selected, and the other about eight
hundred words are left to be selected. For this reason, vocabulary learning
becomes problematic.

With respect to English learning by beginners in the EFL environment
in Japan, little attention has been given to the issue of vocabulary learning.
What English words should students learn? How do students learn English
words? In order to answer these questions, we should pay more attention to
vocabulary learning itself and vocabulary learning strategies.

The purpose of this thesis is, therefore, to examine the actual
situation of English vocabulary learning by Japanese junior high school

students and to investigate the effects of strategy training in the learning of



v

English vocabulary.

In Chapter 1 of this paper, we identify the present problems on
vocabulary learning in Japan.

In Chapter 2, we review earlier research findings concerning
vocabulary learning strategies. It is confirmed in this chapter that there
are several problems present with current vocabulary learning strategies.

In Chapter 3, we investigate the actual situation of vocabulary learning
strategies use employed by two hundred students in a Japanese junior high
school. We call the investigation of this chapter Study 1. The aim of Study
1 is to investigate the vocabulary learning strategies that these Japanese
junior high school students normally use when they learn English words.
We use a questionnaire on vocabulary learning strategies in order to collect
data on the strategies used by them.

We also administer Vocabulary Size Test (Mochizuki 1998, Mochizuki
et al., 2003). From the results of the test, we investigate the differences of
the actual situation of vocabulary learning strategies use between a group
with a higher vocabulary level and one with a lower vocabulary level.
Based on the data gathered on the vocabulary learning strategies by the
Japanese junior high school students, we differentiate between the
strategies used and strategies unused by them. Furthermore, we identify
the differences of strategy use by an upper and a lower level vocabulary
group.

In Chapter 4, we examine the effects of strategy instruction on the
learning of English vocabulary experimentally with the same Japanese

junior high school students as beginners. Few attempts have so far been



made on the effects of strategy training especially for beginners in the
classroom setting. Therefore, research with strategy training is necessary.
We discuss the issue of how strategy instruction affects the acquisition of
English vocabulary. We call this research with strategy instruction Study
2.

In Study 2, we examine the effects of instruction of three types of
vocabulary learning strategies with the Japanese junior high school students.
We divide the subjects into three groups according to the type of instruction
they receive: Group 1 receives instruction of only “verbal and written
repetition of words”, Group 2 is given instruction of a metacognitive strategy
“testing oneself with word tests” together with “verbal and written
repetition”, and Group 3 has instruction of a memory strategy, “semantic
and collocational elaboration,” in addition to “verbal and written repetition”.
Each type of strategy instruction is given to each group two times in three
classes and the subjects learn ten unknown words during each single
treatment. In order to confirm the acquisition of the ten unknown words
each time, a vocabulary test is given immediately after the treatment for
each group. The data from the vocabulary tests is collected and analyzed in
terms of the effects of strategy instruction.

The results of analysis show the effects of strategy instruction in the
learning of English vocabulary, especially in regard to the types of strategy
instruction involving the metacognitive and memory vocabulary learning
strategies.

The metacognitive vocabulary learning strategy instruction has been

found effective for the students. Furthermore, vocabulary acquisition is
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promoted by the combining of the metacognitive strategy, “testing oneself
with word tests,” with the cognitive vocabulary learning strategies, “verbal
and written repetition”.

We have also confirmed the effect of the strategy of word association
by “semantic and collocational elaboration”. The effect of this strategy
instruction in Group 3, however, is different from that of the strategy
instruction in Group 2. It can be expected that the subjects in Group 3
processed the new words more deeply because the strategy of “semantic and
collocational elaboration” involves associations with the words that the
subjects had already known conceptually and semantically. We discuss this
effect in terms of the two aspects of vocabulary comprehension and
production in acquiring target words.

Moreover these results also indicate the difference in time which is
needed to acquire the vocabulary learning strategy by the subjects in Groups
2 and 3. The instruction of the metacognitive vocabulary learning strategy
works immediately. On the other hand, the instruction of the memory
vocabulary learning strategy involving “semantic and collocational
elaboration” requires some time to take effect.

In Chapter 5, based on the results of the investigation of actual use of
vocabulary learning strategies by the Japanese junior high school students
and the experiment of strategy instruction on them, we conclude this thesis
by stating that vocabulary strategy instruction is highly effective for
Japanese junior high school students as beginners leaning English

vocabulary.
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Chapter 1
INTRODUCTION

1.1 Vocabulary and Language Learning

In the last few decades, second language vocabulary acquisition has
been an interesting topic of discussion for researchers and teachers. A
general recognition has been achieved that vocabulary learning is
multifaceted and it contains much more than a simple configuration of form
and meaning.

Although vocabulary and vocabulary learning have been an object of
study, it is often said that vocabulary is not as important as grammar or
other areas of learning another language. Folse (2004) points out that it is
a “myth”. In this case, the word “myth” does not mean an ancient story but
an idea or story that many people tend to believe, which, in fact, is not true.
He emphasizes the importance of vocabulary learning in second language
learning.

Some attempts have been also made by other researchers to show the
importance of vocabulary and vocabulary learning. Lewis (1993), for
example, argues that language consists of grammatical lexis, not lexicalized
grammar. According to Lewis’s view, teaching two or three words which
frequently occur together is based on lexical elements, not on grammar
which is based on rules. Lexical elements have both meaning and function
within language. He points out that teaching such the vocabulary takes
more class time than teaching grammar. Furthermore he claims that while

little communication may be possible without grammar, no communication



is possible without vocabulary. Similarly Barcroft (2004) states that a lack
of grammatical knowledge sometimes impedes successful transmission of
meaning, however, an absence of vocabulary often impedes the transmission
of meaning completely. McCarthy (1990) also contends that no matter how
much students learn the grammar of a second language, no matter how
successfully they master its sounds, without words to express a wider range
of meanings, communication in the language just cannot happen in any
meaningful way.

Macaro (2003) also points out that vocabulary helps us achieve things.
The more words we can recognize in a spoken or written text, the more
things we can understand. A sufficient vocabulary of a second language is
needed to communicate with other people in second language. Vocabulary
and vocabulary learning may be the most important components for learners.
Second language learners need good vocabulary knowledge. It is
indispensable in second language learning. For this reason, vocabulary
learning is not a peripheral area in second language learning but one of the

central areas of learning.

1.2 Vocabulary for Beginners

There are two different environments in learning another language.
One is a second language environment in which people learn another
language as a second language (ESL). The other is a foreign language
environment in which people learn it as a foreign language. In Japan,
students at junior high schools learn English as a foreign language (EFL).

In an EFL environment, there is little natural exposure to English and



learners have very few chances to use English in their daily lives. English
language learning at school is the main source for these learners. Thus
language teachers play an important and crucial role for learners’ language
learning in a foreign language environment.

In Japan the compulsory curriculum for English education is decided
by the Course of Study for Lower Secondary School Foreign Languages.
This book sets the guidelines for teaching foreign languages at school and
consists of several parts. One such part addresses the vocabulary that
teachers must teach students at the junior high school level. According to it,
teachers have to teach junior high school level students about nine-hundred
words. These are very fundamental and high frequency words for
communication. It should be noted, however, that all of the words are not
pre-selected by the Course of Study. In fact, only one hundred words are
pre-selected by the Course of Study, and about eight hundred words are not.
These eight hundred words are fundamental words which are concerned
with our daily life such as seasons, months, days of the week, temporal
words, weather, numbers (odd and ordinal numbers), family and so on.
Thus, what words we should teach is not decided systematically. For this
reason, vocabulary learning becomes problematic.

Furthermore teachers must teach students only at school.
Additionally they have only three classes a week. It is very hard for
beginners to learn the fundamental words of English in such a situation.

Students have to learn not only the vocabulary itself and but also how
to learn the vocabulary. What words should students learn? How do

students learn the English vocabulary? To put it another way; what words



do teachers have to teach? How do teachers teach the vocabulary? There
are a lot of problems with vocabulary. Consequently, a systematic way of
teaching the approximately nine-hundred words is required. We should

pay more attention to the vocabulary and methods of vocabulary teaching.

1.3 The Purpose of the Thesis

With respect to English learning by beginners in the EFL environment
in Japan, little attention has been given to the issues of vocabulary learning.
The purpose of this thesis is, therefore, to examine the actual situation of
English vocabulary learning by Japanese junior high school students and to
investigate the effects of strategy training in the learning of the English
vocabulary.

In Study 1, we investigate the strategies use employed by Japanese
junior high school students. We use a questionnaire on vocabulary learning
strategies in order to collect information of vocabulary learning strategies
used by them. We also administer a Vocabulary Size Test (Mochizuki 1998,
Mochizuki et al. 2003) in order to decide their levels of the knowledge of the
English vocabulary. In Study 2, we investigate, experimentally, the effects
of strategy instruction on the learning of the English vocabulary by them.
We discuss the issue of how strategy instruction affects the acquisition of

English vocabulary by Japanese junior high school students.



Chapter 2
EARLIER LITERATURE ON VOCABULARY LEARNING

2.1 Vocabulary Acquisition Process

We will begin by considering the vocabulary acquisition process. What
does it mean to know a new word? How can we acquire a new word?
Vocabulary acquisition has some aspects and processes. These aspects and
processes are not simple.

As a significant indication of the acquisition of a new word, Read (2000)
claims that to know a new word means to be able to spell it out. However,
this is only an indication of having acquired a word. Daniel (2000) claims
that vocabulary acquisition is a series of processes.

Numerous attempts for identifying vocabulary acquisition processes
have been made by several researchers. Paribakht and Wesche (1993), for
example, point out that vocabulary acquisition has five processes which
constitute their Vocabulary Knowledge Scale beginning with “I have never
seen this word”. This scale is for learners. Through it learners can know
what level they have achieved.

Brown and Payne (1994) also distinguish five stages of vocabulary
acquisition, from 1 “Having sources for encountering new words” to 5 “Using
the word”.

Hulstijn (2001) also distinguishes three broad processes. First,
beginning second language learners, in learning the first few hundred second
language vocabulary items, often appear to connect the second language

word forms directly to the corresponding first language word forms.



Secondly, the second language word forms are directly linked to their

meanings in a later stage. Thirdly, second lexical entries are often coded as

phonological or orthographic extensions of the first language lexical entries.
Nation (2001) also identifies the following three processes:

1. Noticing: Noticing involves decontexualization. Decontextualization
occurs when learners give attention to language items as a part of the
language rather than a part of the message.

2. Retrieval: Retrieval can enhance second language vocabulary retention.

3. Creative and generative use: It is conducive to enhancing word retention.

To sum up, there are some perspectives that have looked at the
vocabulary acquisition processes. However, an important process is that of
acquiring form and meaning. Acquiring form and meaning, or acquiring
connections between form and meaning, is the main process in foreign

language vocabulary acquisition. It is this area that we will focus on next.

2.2 Acquiring Form and Meaning

As for the acquisition of form and meaning, it is generally agreed that
learners acquire form before meaning. Read (2000) points out that learners
at a low level store words according to the sound of words, whereas at more
advanced levels, words are stored according to their meanings.

Therefore some researchers focus on word forms in vocabulary
acquisition. Gu (2005), for example, proposes that structural and formal
aspects of vocabulary are of crucial importance to foreign language
vocabulary acquisition. Barcroft (2002) also argues that focusing

extensively on the meanings of new second language words sometimes can



inhibit learning the formal properties of these words.

Additionally some researchers put forth the idea that vocabulary
acquisition is concerned with the learnability of word forms. Laufer (1997)
points out that factors affecting word learnability are dominated by word
forms such as pronounceability, orthography or length of words. In other
words, learners pay more attention to word forms than to meanings at the
early stage of learning.

With these points in mind, we can look at the acquisition of meanings
of new words. Acquiring word meanings is a very complex process, and as
such can lead to no small amount of difficulties for learners, especially
beginners. The central point is the connections between form and meaning
In memory.

Aitchison (2003) proposes that acquiring word meanings has three
steps: labeling, packaging, and network building. In his point of view,
labeling and packaging mean adding word meanings to the lexical store in
the brain. By network building, word meanings are recognized. Second
language learners must define the semantic boundary of each word meaning,
but they usually have an advantage of already knowing the relevant
concepts. However, they may have troubles initially in setting the meaning
boundary of a word with respect to that of the corresponding first language
word.

Jiang (2000) also claims the importance of establishing form-meaning
connections in three steps: the formal stage, the first language lemma
mediation stage when the lemma information of the first language

counterpart is copied onto the second language lexical entry and mediates



second language use, and the second language integration stage when
semantic, syntactic, morphological specifications are integrated in the lexical
entry. He points out that some learners stay at stage 2 because the link
between a second language word and its concept is weak. In other words,
some words are very difficult for learners to acquire in terms of learning

their complete meanings.

2.3 Language Learning Strategies
2.3.1 Individual Differences and Language Learning Strategies
Language learning strategies provide a starting-point on vocabulary
learning strategies. Individual differences in second language learning
usually include four areas. They are “learning strategies”, “learning style”,
“modality preferences” and “foreign language aptitude” (Skehan, 1989 and
Willing, 1989). Figure 2.1 indicates a general model of individual
differences in language learning (Skehan, 1998). This model helps to define

language learning strategies.

Modatity
preferernces
- Visuat Learning style Lanrning
— auditory =1 anahlytic vs. strategies
— kinaasthetic holistic - meta-

verbal — cagnitive tearning
Foreign active vs. — sociai-
language e passive attfactive
aptitudo
components
- EROreTHS
cading
- language
analytic
- rmermory
aptitudinal
preference
— MEeMmory vs.
ansalytic

Figure 2.1 Learner differences and language learning
(Based on Skehan, 1998)

In Skehan (1998), modality preferences refer to the learners’ general



predisposition to use visual, auditory, or action approaches to learning.
Learning style indicates the characteristic manner which an individual
chooses to approach a learning task.

Modality preferences and foreign language aptitude affect the learning
styles of learners. The same can be said of the relationship between
learning styles and learning strategies. Learning strategies affect language
learning to a considerable extent.

To summarize, learning strategies are affected by the other three
components: learning style, modality preferences, and foreign language

aptitude.

2.3.2 General View of Language Learning Strategies

What are language learning strategies? What are language learning
strategies for? Various explanations have been given to these questions.

Oxford (1990) and O’'Malley and Chamot (1990), for example, show in
full detail what language learning strategies are. Oxford (1990) defines
them as actions, behaviors, steps, or techniques students use, often
unconsciously, to improve their progress in apprehending, internalizing, and
using a second language. Furthermore, language learning strategies are
defined by O’Malley and Chamot (1990) as special thoughts or behaviors that
individual use to comprehend, or retain new information. Moreover Jones
(1995) also claims that language learning strategies have become recognized
as a prime ingredient in language learning. Language learning strategies
are therefore relevant to and essential in language learning.

Oxford (1990) and O'Malley and Chamot (1990) have developed
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respective frameworks of language learning strategies. According to Oxford
(1990), language learning strategies can be divided into two categories:
direct and indirect. @ Furthermore direct and indirect strategies are
respectively subdivided into three components. Direct language learning
strategies contain memory, cognitive, and compensation strategies.
Indirect language learning strategies involve metacognitive, affective, and
social strategies. O’Malley and Chamot (1990) divide language learning
strategies into three major types: metacognitive, cognitive, and
social/affective. Later we shall try to give a more precise account of each of
these components of strategies of language learning.

The area of language learning strategy research, as we have seen, has
dramatically grown in importance over the last twenty-five years.
Consequently language learning strategies offer the key to an understanding
of vocabulary learning strategies. We will focus on vocabulary learning
strategies of a second language based on the discussion of the broader

language learning strategies.

2.4 Vocabulary Learning Strategies
2.4.1 General Features of Vocabulary Learning Strategies

Several researchers have pointed out some key features of vocabulary
learning strategies. Oxford and Scarcella (1994), for example, claim that
vocabulary learning strategies make learners more independent of the
teacher, and serve as useful tools that can be used both inside and outside
the classroom. Gu (2003) states that vocabulary learning strategies are a

series of actions a learner takes to facilitate the completion of a learning task.
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Thus vocabulary learning strategies play an important role in the learning of
vocabulary.

Furthermore there are several aspects of using vocabulary learning
strategies. For example, Green and Oxford (1995) state that active use of
strategies helps students attain higher proficiency. Moreover, Cohen and
Aphek (1981) propose a distinction between deeper and shallower vocabulary
learning strategies. According to them, shallower vocabulary learning
strategies may be more suitable for beginners because they contain fewer
materials that may distract a novice, whereas intermediate or advanced
learners can benefit from contexts usually included in deeper vocabulary
learning strategies. Similarly, Schmitt (1997, 2000) also reports the use of
deeper and shallower vocabulary learning strategies. He states that
intermediate or advanced learners tend to use more complex and deeper
vocabulary learning strategies, such as analysis of a new word or guessing
from contexts, than beginners do.

Furthermore, Nation (2001) stresses the importance of vocabulary
learning strategies which are used in the learning of high-frequency words.
In his point of view, high-frequency words should probably be taught
explicitly, since to learn these words mainly requires strategies for review or
consolidation of them.

Finally Schmitt (1997) proposes a very interesting suggestion.
According to his proposition, the use of vocabulary learning strategies is
influenced by factors such as learner’s educational and cultural background.
This is especially noteworthy in the case of Japanese learners of English who

learn English as a foreign language.
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2.4.2 Taxonomy of Vocabulary Learning Strategies

There are some attempts to classify vocabulary learning strategies.
This section will first overview several conclusions about vocabulary
learning taxonomies. Then we will introduce a taxonomy of vocabulary
learning strategies proposed by Schmitt (1997).

Skehan (1989) points out that the area of learner strategies is still in
an embryonic state. However, it is important to keep in mind that in 1990,
two books about learning strategies were published, as we have mentioned
before. They were written by Oxford (1990) and O’Malley and Chamot
(1990). They have proposed their own taxonomies. Consequently they have
contributed to a better characterization of the taxonomy of vocabulary
learning strategies.

Several articles have also been devoted to the study of taxonomy of
vocabulary learning strategies.  Stoffer (1995), for example, shows
considerable promise in providing an empirical basis for categorizing
strategies. Using factor analysis of fifty-three items of vocabulary learning
strategies, she clusters them into nine groups, including “Strategies used to
create mental linkage”, or “Memory strategy” and so on. Furthermore,
Purpula (1999) divides storing and memory strategies into six areas
including “repeating” and “using mechanical means” et al. Those six
strategies may be grouped into three areas: cognitive strategies that are less
obviously linked to mental manipulation, memory strategies that are
somewhat closer to traditional mnemonic techniques, and social strategies.

Moreover more basic and helpful distinctions in vocabulary learning

strategies have been suggested by Cook and Mayer (1983) and Nation (1990).
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One is vocabulary learning strategies for the initial discovery of a word’s
meaning. They are labeled Discovery Strategies. The other is vocabulary
learning strategies for remembering the word once it has been introduced.
They are labeled Consolidation Strategies. With respect to the issue of
strategy classification, most vocabulary learning strategies can be classified
into these two categories.

In his recent survey on the taxonomy of vocabulary learning strategies,
Schmitt (1997) has taken some important steps in this direction. Figure 2.2
indicates the taxonomy of vocabulary learning strategies based on Schmitt
(1997). In his taxonomy, strategies are organized according to both the
system which is proposed by Oxford (1990) and Discovery/Consolidation

Strategies by Cook and Mayer (1983) and Nation (1990).

———=Determination strategies
r— Discovery strategies e
= Social strategies

Social strategies

o . Memory strategies
e (Consolidation strategies e
Cognitive strategies

Metacognitive strategies

Figure 2.2 Taxonomy of vocabulary learning strategies
(Based on Schmitt, 1997)

According to Schmitt’s taxonomy, Discovery Strategies are divided into
two categories. They are Determination Strategies (DET) and Social
Strategies (SOC). Determination Strategies facilitate gaining knowledge of
a new word. Social Strategies entail interaction with other people to

improve language learning. Interaction, in this case, means to know the
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meaning of a new word in the framework of Social Strategies as one of the
components of Discovery Strategies. Thus this is the way to discover a new
meaning using the Social Strategy of asking someone who knows the
meaning.

Similarly Consolidation Strategies fall into four categories. Social
Strategies (SOC) include group work which can be used to learn or practice
vocabulary items. Memory Strategies (MEM) are traditionally known as
mnemonic techniques and involve relating the word to be retained with some
previous knowledge. Cognitive Strategies (COG) exhibit the common
function of manipulation of the target languages by learners. Finally
Metacognitive Strategies (MET) involve a conscious overview of the learning
process and making decisions about planning, monitoring, or evaluating the
best way to study. Metacognitive Strategies are used by students to control
and evaluate their own learning by having an overview of the learning
process in general.

Finally an important addition is to be made to what we have said
about the taxonomy of vocabulary learning strategies, that of the
relationships among the vocabulary learning strategies themselves. There
1s a brief reference to the relationship between cognitive and metacognitive
vocabulary learning strategy use in Gu (2005). He proposes that
vocabulary learning is a dynamic process involving metacognitive choice and
cognitive implementation of a whole spectrum of strategies that a learner

decides to use.
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2.4.3 Incidental and Intentional Learning

Vocabulary learning strategies can be also classified into two main
categories in terms of intentionality. One is incidental vocabulary learning
strategies. The other is intentional vocabulary learning strategies. They
are also referred to as the implicit and explicit learning of vocabulary
respectively. With regard to vocabulary acquisition research of a second
language, many researchers tend to use the terms of incidental and
intentional learning rather than the implicit and explicit learning.
Accordingly, herein we use the terms incidental and intentional vocabulary
learning, except for in quotations.

Schmidt (2001) points out succinctly that incidental learning means
learning without awareness, and intentional learning indicates learning
with awareness. He emphasizes attention as the mechanism that controls
access to awareness. Similarly incidental vocabulary learning means
vocabulary learning without awareness and intentional vocabulary learning
indicates vocabulary learning with awareness.

By incidental learning, learners can acquire the target language
vocabulary as a byproduct of learning activities. Examples of this are the
learning of new words through reading and guessing from contexts. In
contrast, with intentional vocabulary learning strategies, learners can
acquire the target vocabulary as the result of designed, planned and
intended vocabulary learning activities. Vocabulary list learning and written
or verbal repetition of a new word are notable examples of intentional
learning.

Hulstijn (2001) points out that it is not important for learners to make
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a clear distinction between incidental and intentional vocabulary learning
strategies. Furthermore he proposes that the quality of learner’s mental
processing is important in the learning of a new word.

However, incidental and intentional vocabulary learning strategies
have apparently several different features when beginners acquire a new
word. We discuss these features in the sections to follow.

To begin with, we focus on the features of incidental vocabulary
learning strategies. Oxford and Crookall (1990) propose that incidental
vocabulary learning strategies through second language use is essential for
language development. Indeed it is very useful for advanced learners, but it
is debatable whether or not it is useful for beginners who do not yet know the
high-frequency words of the target language.

Nagy, Herman and Anderson (1985) report that children acquire about
fifteen percent of unknown words incidentally. This is the case of first
language acquisition. In second language acquisition, Yun (1989) proposes
that learners can acquire sixteen percent of unknown words incidentally.
In reality, however, it may be impossible for beginners to acquire most of the
words incidentally.

Some researchers (for example, Nation 1982, Oxford and Scarcella
1994) point out that intentional vocabulary learning is more available than
incidental vocabulary learning in relation to word retention. Schmidt
(1990) proposes that learners do not acquire vocabulary items or other
elements of the target language unless they consciously notice them. Thus
intentional vocabulary learning strategies are more effective because of

learners’ awareness or noticing.
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Much has been written by other researchers about the importance of
intentional vocabulary learning strategies for beginners. Schmitt (2000),
for examples, states that explicit vocabulary teaching is probably essential
for the most frequent words of any second language because they are
prerequisite for language use. Moreover he claims that it is probably
necessary to explicitly teach all words until beginners have an enough
vocabulary to start making use of the contexts for learning unknown words.

Furthermore Nation (1995) points out that teachers should teach
frequent words explicitly to beginners who do not know the frequent words of
a second language. Additionally he proposes that intentional vocabulary
learning is very valuable in terms of cost and benefit.

Judging from the discussion above, intentional vocabulary learning
may offer the key to the understanding of vocabulary acquisition of

beginners who do not have a sufficient vocabulary.

2.4.4 Contextualized and Decontextualized Vocabulary Learning
Strategies

Our vocabulary teaching has so far been greatly influenced by the
perspective of incidental learning which comes from the top-down,
naturalistic and communicative approaches. Textbooks emphasize
guessing word meanings from contexts as the primary vocabulary skill. Is
guessing from contexts the best way to learn? Is it the best vocabulary
learning strategy? This drives us to the question whether contextualized or
decontextualized vocabulary learning strategies are good for learners,

especially for beginners.
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First of all, we have to acknowledge the types of vocabulary learning
strategies. Vocabulary learning strategies fall into three categories in
terms of their relation to contexts. They are decontexualized, partially
contextualized, and, fully contextualized strategies (Oxford and Scarcell,
1994). However, we will focus only on two categories of decontexualized
and contexualized because this thesis is concerned with vocabulary
acquisition by beginners of learning English in Japan who do not have an
enough vocabulary of the language.

We will begin by considering the effectiveness of contextualized
vocabulary learning strategies for beginners. Guessing from contexts is one
of the typical examples of contextualized vocabulary learning strategies.
Read (2000) points out that guessing from contexts is a desirable strategy
because it involves deeper processing. The assumption that guessing from
contexts is effectively available to learners is now widely accepted.
However, this is applicable only in the case of intermediate or advanced
learners who have an enough vocabulary, and thus it is not applicable for
beginners.

There is evidence in plenty to show that contextualized vocabulary
learning strategies are not usually available for beginners. Nation (2001)
argues that the proportion of unknown words which can be guessed from
context 1s quite low. In his research, learners can read the context if they
know ninety-five percent of all the words and they can guess only one
unknown word in five unknown words during reading. Moreover Nassaji
(2003) states that correct guessing is low (26%) even when learners use all

strategies available.
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Furthermore Haynes (1993) proposes that guessing from context
successfully depends a great deal on the number of other unknown words. In
addition, Folse (2004) argues that guessing from contexts is a
reading-improvement strategy, not a vocabulary-improvement strategy.

A considerable number of studies by other researchers have been made
on the demerits of this type of strategy. Cohen and Aphek (1980), for
example, claim that only advanced learners can use the strategy of guessing
from contexts completely. Sokman (1997) points out several demerits of
guessing from contexts. For example, acquiring vocabulary mainly through
guessing from contexts is likely to be a very slow process, or learners’
comprehension may still be low due to insufficient vocabulary knowledge
even when they are trained to use flexible reading strategies to guess words
in context, or that guessing from contexts does not necessarily result in
long-term retention.

It follows from what has been said that contextualized vocabulary
learning strategies are not available for beginners because they do not have
an enough vocabulary.

We will shift the emphasis away from contextualized vocabulary
learning strategies to decontextualized vocabulary learning strategies.
Examples of these decontextualized strategies are learning from word cards
and lists, written repetition, or verbal repetition. Learners’ attention or
noticing 1s focused on vocabulary items by using decontexualized vocabulary
learning strategies. Are decontextualized vocabulary learning strategies
available for beginners?

Several articles have devoted to the study of decontexualized
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vocabulary learning strategies. Nation (2001), for example, claims that
learning from word cards is an effective way of learning the underlying
concept. However, some researchers object to this because the meaning of a
word comes from contexts in which it occurs. To such objections, Nation
replies that decontexualized vocabulary learning strategies are only
available for beginners who do not know high-frequency words.

Furthermore Beaton, Gruneberg and Ellis (1995) propose that direct
and decontexualized learning from word cards is efficient and highly
effective. Ellis (1994, 1995) points out that learning the word meaning and
linking the word form to the meaning are especially taught as explicit
conscious learning.

Moreover, Qian (1996) states that the effect of decontextualized
vocabulary learning on later recall is clearly stronger than contextualized
vocabulary learning. He argues decontexualized vocabulary learning
strategies with respect to the relationship between vocabulary learning and
memory.

As we have seen above, decontextualized strategies are available for
beginners to acquire the target vocabulary. It should be noted, however,
that several researchers claim that strategy use must be considered with
respect to the level of learners’ development. Coady (1997) and Anezaki
and Hirano (2000), for example, point out that there should be a significant
emphasis in decontextualized learning at an early stage of acquisition and

that more context-based learning should be introduced in later stages.
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2.4.5 Successful Learners
It may be worth showing how successful learners learn the vocabulary
of a second/foreign language. |

There are two approaches to successful learner studies. One is that
successful learners are identified and interviewed or asked to complete a
written questionnaire. The other is that comparisons are made between
successful and less successful learners.

There are numerous discussions on this topic. Sanaoui (1995), for
example, points out that good learners are conscious of their learning and
take steps to regulate their learning and poor learners in general lack their
awareness and control. Similarly Ahmed (1989) claims in his study that
subjects in the three good learners’ groups used a variety of strategies and
they were aware of their learning. Successful learners are conscious of
their own learning. This is an important fact to stress.

As for vocabulary learning strategies, Ahmed (1989) proposes that
successful learners use vocabulary learning strategies more than poor
learners do. Successful learners have several vocabulary learning
strategies available for use.

Other researchers discuss it in detail. Takeuchi (2003) points out that
extra attention has been paid to pronunciation in their vocabulary build-up
by good language learners and they first check the pronunciation of a new
word and then memorize the word by both reading it aloud and writing it
down many times.

Furthermore Gu and Johnson (1996) argue that as the best strategy for

vocabulary retention, successful learners tend to use a variety of memory
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strategies in combination. Additionally they propose that more successful
learners tend to use both cognitive strategies and metacognitive strategies
such as self-initiation or selective attention. More successful learners use
vocabulary learning strategies in a combination of cognitive strategies and
metacognitive strategies. Strategy combination plays an important role in
the use of vocabulary learning strategies (Macaro, 2003).

A large number of studies have been made on successful learners, and
they give us several suggestions for vocabulary learning. There are two
consensuses on successful learners. One is that successful learners have a
richer repertoire of vocabulary learning strategies than unsuccessful
learners. The other is that successful learners are more active strategy
users than their unsuccessful counterparts. A close look at successful or
unsuccessful learners will reveal what vocabulary learning strategies

learners use and how they acquire the target vocabulary.

2.4.6 Strategy Instruction and Training

Vocabulary may be one of the most important components for learners
(Gass and Selinker, 1994). Laufer (1997) claims that lexis is now
recognized as central to any language acquisition process. We are now able
to see the importance of vocabulary learning and the instruction of
vocabulary learning strategies.

Vocabulary learning is not only concerned with vocabulary learning
itself, but also with vocabulary learning strategies. It may be necessary to
explicitly teach beginners all words until they have an enough vocabulary to

enable them to use their vocabulary knowledge to infer unknown words they
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meet in context. Similarly it may also be necessary to explicitly teach them
vocabulary learning strategies until they have a sufficient vocabulary
(Schmitt, 2000).

Although some studies have been made on strategy instruction of
vocabulary learning, little is known about the effects of strategy training,
especially for beginners who do not have an enough vocabulary or vocabulary
learning strategies available for use. We will begin by considering the
effects of strategy training.

With regard to learning strategies, some attempts have been made by
researchers to show the effects of strategy training. Oxford (1993), for
example, claims that it is clear that strategy training is a complex activity
and specialists in this area are just beginning to understand how to enhance
the learning strategies of particular groups of students in the most effective
way.

Strategy training can be classified into three groups (Oxford, 1990).
They are Awareness training, One-time strategy training, and Long-term
strategy training. To put it most simply, Awareness training is also known
as consciousness-raising or familiarization training. One-time strategy
training involves the learning and practice of one or more strategies with
actual language tasks and gives learners information on the value of the
strategy. Finally, Long-term strategy training is more prolonged and
covers a great number of strategies. Although this categorization is very
rough, each of these three groups represents an outline of strategy training.

These three types of strategy training direct our attention to

vocabulary learning strategies. Oxford and Scarcella (1994), for example,
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point out that learners play an active role in increasing their vocabulary, and
that instruction helps the learner build their vocabulary. Furthermore they
claim, in detail, that it is crucial to teach students explicit strategies for
learning vocabulary and it is even appropriate at times to use partially
decontextualized activities.

Additionally Sternberg (1987) proposes that one of the main classroom
activities for teaching vocabulary is the direct teaching of strategies related
to vocabulary. Nation (2001) suggests five principles of effective second
language vocabulary instruction focusing on acquiring the relationship
between the form and the meaning of a new word.

Moreover, Schmitt (2000) also reports that although it may not be
impossible for some learners to use complex vocabulary learning strategies
such as guessing or imaging a new word, in reality, other learners prefer to
more simple vocabulary learning strategies based on memorization.
Strategy instruction, therefore, is necessary for them.

With respect to vocabulary retention, Hultsijn (2001) states that for the
retention of a new word, it is necessary that learners are made aware of
effective strategies and taught effective strategies for coding and memorizing
the word.

In this way, several researchers argue for the effects of strategy
training. Consequently the question then arises about the necessity of
strategy training. Some researchers stress the necessity. Graves (1987),
for example, proposes that regardless of how much instruction we do in
school, students will actually do most of their learning independently

and ,therefore, it makes sense to encourage students to adapt their personal
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plans to expand their vocabulary over time.

Furthermore, Gu (2005) points out that the very essence of vocabulary
learning strategies training is, hopefully, to bring about long-term results
with learner autonomy as the ultimate goal. McDonough (1995) also
concludes that although improvement caused by strategy training is
relatively weak and only shows up on certain measures, it may be better for
beginners.

With such research in mind one could state that strategy training or
instruction may not only promote learners’ vocabulary knowledge, but also
have a great influence on learners’ affective factors such as learners’

personal plans to learn vocabulary or learners’ autonomy and so forth.

2.5 What Is Needed?

We have already investigated several problems of vocabulary
acquisition and vocabulary learning strategies. We have also acknowledged
the relationship between vocabulary acquisition and vocabulary learning
strategies.

However, surprisingly few studies have so far been made on
vocabulary acquisition and vocabulary learning strategies, especially for
beginners in the classroom context. As we have seen above, in fact, some
attempts have been made by researchers to show effective and available
vocabulary learning strategies for beginners. For example, intentional
vocabulary learning strategies are necessary for beginners and
decontextualized vocabulary learning strategies are effective for beginners.

Nevertheless, it must be stated again that there are few studies on
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vocabulary learning strategies for beginners in the classroom context.

We, therefore, need to investigate the actual situation of vocabulary
learning strategies use employed by Japanese junior high school students as
beginners who learn English as a foreign language. In addition, we need to
examine the effects of strategy instruction in the classroom context for
beginners. Of course, in the present study, we focus on teaching beginners
vocabulary learning strategies which are highly effective and available for
beginners: intentional and decontextualized vocabulary learning strategies.
Furthermore, instruction of vocabulary learning strategies which are often

used by successful learners must be conducted for beginners.
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Chapter 3
STUDY 1
(STRATEGY USE BY JUNIOR HIGH SCHOOL STUDENTS)

3.1 Aim of the Study

In the preceding chapter, we pointed out several problems with
vocabulary learning and vocabulary learning strategies. In this chapter, we
investigate the actual situation of vocabulary learning strategies use
employed by Japanese junior high school students through issuing a
questionnaire and Vocabulary Size Test. Afterwards we will discuss the
results of the investigation. We call the investigation of this chapter Study
1.

The aim of Study 1 is to investigate the vocabulary learning strategies
that Japanese junior high school students normally use when they learn
English. We, therefore, have the following three research questions in
Study 1.

1. What kinds of vocabulary learning strategies are used by Japanese junior
high school students who learn English as a foreign language?

2. What kinds of vocabulary learning strategies are not used by Japanese
junior high school students who learn English as a foreign language?

3. What is the difference of vocabulary learning strategies use according to

the learners’ vocabulary size?
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3.2 Method
3.2.1 Subjects

200 second-year students from six classes in a public junior high school
in Nara participated in Study 1. They normally have three classes of
English a week at school. Some students are at higher levels of English,
and others are at lower levels. There is a variety of levels of English
throughout the study population. Their types and degrees of motivation for
learning English are also different. To this extent, they are typical learners
of English at Japanese public junior high schools in terms of proficiency and

motivation.

3.2.2 Questionnaire

The instruments through which the data was collected were a
questionnaire and Vocabulary Size Test.

First, we will describe the questionnaire in detail. The questionnaire
on vocabulary learning strategies was developed on the basis of careful
examinations of the relevant earlier studies (Schmitt, 1997; Anezaki, 1999;
Hirano, 2000; Hirano et al., 2001; Hojo, 2000). This is due to the fact that
their questionnaires are useful in that they reported on the process of
devising a questionnaire on second language vocabulary learning strategies.
Moreover they were administered to Japanese EFL learners. It should be
noted, however, that some items were slightly modified and some were added
in the process of making the questionnaire through a pilot survey. The pilot
survey was administered to third- year students of the same school prior to

Study 1.
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The questionnaire consisted of two sections asking about students’ use
of vocabulary learning strategies (Discovery strategies and Consolidation
strategies). A total number of fifty statements were divided into five
groups: (1) Determination strategies (DET), (2) Social strategies (SOC), (3)
Memory strategies (MEM), (4) Cognitive strategies (COG) and (5)
Metacognitive strategies (MET).

The participants were asked to rate the statements using a scale. The
scale applied to all the items and ranged from 1 ‘never or almost never true
for me’ to 5 ‘always or nearly always true for me’.

This questionnaire is shown in Appendix A in Japanese and Appendix

B in English.

3.2.3 Vocabulary Size Test

We used Vocabulary Size Test (Mochizuki, 1998 and Mochizuki et al.,
2003) to measure students’ vocabulary knowledge.

The test has been developed to measure learners’ vocabulary
knowledge in terms of breadth and depth. According to Meara (1996), the
vocabulary size is more important for second language learners than other
measurements. Thus, it may be more appropriate to use a Vocabulary Size
Test rather than an achievement test of English.

The participants were divided into two groups according to the median
score of Vocabulary Size Test. The two groups were an upper group and a
lower group. In short, the median score was used as the criterion used to

classify each student into an upper or a lower level.
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3.3 Results

The questionnaire and Vocabulary Size Test were administered in
February 2005. The participants were asked to take the questionnaire and
the test in each classroom at the same time.

Questionnaire data from the students were directly fed into SPSS
(Statistical Packages for Social Science). The statistical method employed
for the analysis of data was simple tabulation.

In the analysis of the results of the questionnaire, all data was
re-divided into three groups in terms of the scale from 1 to 5. :

1. ‘I never or seldom use this strategy.’ (the score of 1 and 2 ; ‘never or seldom
true for me.)

2. ‘I sometimes use this strategy.” (the score of 3 ; ‘sometimes true for me.)

3. T always or nearly always use this strategy.’ (the score of 4 and 5 ; ‘always
or nearly always or often true for me.)

In addition, the questionnaire data was divided into an upper and a
lower group from the median score of their Vocabulary Size Test.

Table 3.1 shows the summary of used and unused vocabulary learning
strategies by all subjects. Table 3.2 shows the summary of used and unused
vocabulary learning strategies by the upper group of subjects. Table 3.3
shows the summary of used and unused vocabulary learning strategies by
the lower group of subjects. The Scale 3 figure in Tables 3.1, 3.2 and 3.3
refers to the percentage of total respondents who indicated the subject
always or nearly always used that particular strategy, while the Scale 1
figure in Tables 3.1, 3.2 and 3.3 indicates the percentage of total respondents

who felt they never or seldom used the strategy. Moreover Table 3.4
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Table 3.1

Summary of Used and Unused Vocabulary Learning Strategies
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by All Subjects
Rank Used vocabulary learning strategies Scale 38 (%)
1 Q29 Read the word in the phonetic alphabetic system COG 71.5
2 Q32 Written repetition COG 64.0
3 Q6 Words lists DET 61.0
4 Q22 Study the spelling of a word MEM 60.5
5 Qb Bilingual dictionary DET 49.5
6 Q49 Study the words which can be memorized easily MET 48.0
7 Q38 Use the vocabulary section in your notebook COG 46.0
8 Q44 Testing oneself with word tests MET 41.5
9 Q85 Read the word silently and write it down COG 40.5
10 Q23 Study the sound of a word MEM 40.5
Rank Unused vocabulary learning strategies Scale 1 (%)
1 Q41 Label an object with its corresponding word MET 96.5
2 Q28 Use physical action when learning a word MEM 93.5
3 Q8 Internet DET 92.0
4 Q15 Study the word with a pictorical representation of its meaning MEM 91.0
5 Q14 Interact with native-speakers SOC 90.0
6 Q3 Analize any available pictures or gestures DET 82.0
7 Q11 Ask teacher for a sentence including the new word SOC 79.5
8 Q80 Read each letter of the word COG 77.5
9 Q40 Listen to a tape or CD of word lists MET 77.5
10 g2 1 Group words together to study them MEM 77.5
Table 3.2

Summary of Used and Unused Vocabulary Learning Strategies

by an Upper Group of Subjects

Rank Used vocabulary learning strategies Scale 3 (%)
1 Q29 Read the word in the phonetic alphabetic system COoG 77.1
2 Q22 Study the spelling of a word MEM 75.2
83 Q32 Written repetition COG 72.4
4 Q6 Words lists DET 64.8
5 Q38 Use the vocabulary section in your notebook COG 52.4
6 Q44 Testing oneself with word tests MET 52.4
7 Q49 Study the words which can be memorized easily MET 52.4
8 Qb Bilingual dictionary DET 49.5
9 Q23 Study the sound of a word MEM 49.5

10 Q356 Read the word silently and write it down COG 46.7

Rank Unused vocabulary learning strategies Scale 1 (%)
1 Q41 Label an object with its corresponding word MET 98.1
2 Q28 Use physical action when learning a word MEM 95.2
3 Q158 Study the word with a pictorical representation of its meaning MEM 92.4
4 Q14 Interact with native-speakers SOC 90.5
5 Q8 Internet DET 89.5
6 Q3 Analize any available pictures or gestures DET 84.8
7 Q30 Read each letter of the word COG 83.8
8 Q46 Skip or pass new word MET 81.0
9 Q11 Ask teacher for a sentence including the new word SOC 80.0

10 92 1 Group words together to study them MEM 79.0
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Summary of Used and Unused Vocabulary Learning Strategies

by a Lower Group of Subjects
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Rank Used vocabulary learning strategies Scale 3 (%)
1 Q29 Read the word in the phonetic alphabetic system COG 65.3
2 Q6 Words lists DET 56.8
3 Q32 Written repetition COG 54.7
4 QB Bilingual dictionary DET 49.5
5 Q22 Study the spelling of a word MEM 44.2
6 Q49 Study the words which can be memorized easily MET 43.2
7 Q88 Use the vocabulary section in your notebook COG 38.9
8 Q24 Underline the word MEM 37.9
9 Q50 Study the words that learner want to memorize MET 36.8
10 Q381 Verbal repetition COG 35.8
Rank Unused vocabulary learning strategies Scale 1 (%)
1 Q8 Internet DET 94.7
2 Q41 Label an object with its corresponding word MET 94.7
3 Q28 Use physical action when learning a word MEM 91.6
4 Q14 Interact with native-speakers SOC 89.5
5 Q15 Study the word with a pictorical representation of its meaning MEM 89.5
6 Q2 Analize affixes and roots DET 80.0
7 Q11 Ask teacher for a sentence including the new word SOC 78.9
8 Q10 Ask teacher for paraphrase or synonym of new word SOC 78.9
9 Q40 Listen to a tape or CD of word lists MET 78.9
10 Q3 Analize any available pictures or gestures DET 78.9
Table 3.4

Means and Standard Deviations of Vocabulary Size Test

Group

M SD Mdn

All subjects (N=200) 850.2 size  300.9702 900.0

Upper group (N=105) 1087.1 size  138.0751

Lower group  (N=95) 611.7 size  170.5060

size
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3.4 Discussion

We will discuss the results of Study 1 in detail according to the three
research questions presented in the first section of this chapter.

Firstly we will begin by considering vocabulary learning strategies
commonly used by the Japanese junior high school students. There are
several features about these vocabulary learning strategies.

First of all, as is shown in Table 3.1, we can recognize that there is no
vocabulary learning strategy that more than eighty percent of the students
use. We can see that the students use a variety of vocabulary strategies
because even “Bilingual dictionary” is used by less than fifty percent of the
students. This shows that beginners of English learning in Japan have no
particular vocabulary learning strategies that they always employ.

Secondly the list of used strategies reveals a typical feature of Japanese
junior high school students. We can recognize that the students use more
L1-based vocabulary learning strategies (Q29, Q32, Q6, Q22, Q5, Q35, Q23).
As Haastrup (1991) reports that beginners often use L1-based vocabulary
learning strategies, our results also show that beginners in Japan use more
L1-based vocabulary learning strategies.

Q29 is a typical example of L1-based strategies. By this strategy, the
students read the word ‘time’ /ti me/. Thus, the students apply the principle
of the Japanese sound system of forming a syllable with a consonant plus a
vowel.

Q32, Q22, Q35 are vocabulary learning strategies indicating that the
students know the difference between Japanese and English. The students

pay attention to the spelling of the word consciously because the orthography
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of Japanese is different from that of English.

Laufer and Paribakht (1998) claim the importance of writing words for
their retention. For beginners, writing words is effective because they do
not yet know the high-frequency words of English. They can understand
the English orthography by writing English words. Thus the students focus
attention on the spellings and sounds that are different from Japanese.

Surprisingly there are two items of metacognitive strategies within the
ten used strategies. It shows that Japanese junior high school students as
beginners of learning English can plan and evaluate their learning of
English.

Looking at the rank of used strategies, we can notice that social
vocabulary learning strategies are not used. This is natural for Japanese
junior high school students who are in the environment of EFL. Moreover it
is found that the students study the English vocabulary by themselves,
without asking someone for help.

Next turning to the vocabulary learning strategies unused by the
Japanese junior high school students, we can see several features about
them, shown in Table 3.2.

First, we should note that five items of vocabulary learning strategies
are never or seldom used by more than ninety percent of the students.
From this, we can recognize that most of Japanese junior high school
students do not use these five strategies. The results of the unused
vocabulary learning strategies are different from those of the used
vocabulary learning strategies.

We must look more carefully into the unused vocabulary learning
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strategies. Q41, Q28, Q15 and Q3 are vocabulary learning strategies for
connecting form and meaning. These strategies are never or seldom used
by our Japanese junior high school students. Importantly physical action,
pictorial representation, or available pictures or gestures, for example, are
potentially helpful to connect form and meaning. In fact, Kellogg and Howe
(1971) point out that vocabulary learning is significantly faster with pictures
than with written words because pictures can improve memory. Physical
action, pictures, or other items help students connect form and meaning. In
other words, physical action or pictures can mediate the processing of
connecting form with meaning. These vocabulary learning strategies are
not used by the vast majority of our Japanese junior high school students.

Moreover social vocabulary strategies are never or seldom used by the
Japanese junior high school students. This can be attributed to the fact
that Japanese learners of English are in an EFL environment.

However, we must notice Q11. Students do not ‘ask a teacher for a
sentence including the new word’. Here one gets a glimpse of the secret
situation of vocabulary learning in Japan. As we have mentioned earlier,
vocabulary learning can be seen to be done by students by themselves.
Japanese junior high school students, therefore, do not usually ask a teacher
for help.

Central to this issue is the problem of vocabulary learning itself. In
other words, it is the problem how vocabulary learning is regarded by
teachers and students. This leads us to the argument whether vocabulary
learning should be actively studied at school or not. This is an important

issue at Japanese junior high school. It must be stated definitely that
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active vocabulary learning at school is necessary because Japanese junior
high school students learn English as a foreign language and they have little
natural exposure to English outside school. Teachers, therefore, must teach
the vocabulary and how to study the vocabulary.

Lastly we would like to focus attention on the difference of vocabulary
learning strategies use according to the students’ vocabulary size.

Q24, Q50 and Q31 in Table 3.3 are vocabulary learning strategies
always or nearly always used by the lower group. Students with a low
vocabulary size can focus on a new word by using the strategy of Q24
“underline the word”. They can plan or evaluate their learning by the
strategy of Q50 “study the word that I want to memorize”. The strategy of
Q31 “verbal repetition” can help them retain a new word better than silent
repetition or only written repetition. These strategies are typically used by
the lower group students. However, we should notice the percentages of use
of these strategies. They are very low. Only about thirty-five percent of
the students use these strategies. The low percentage is not irrelevant to
the students’ low vocabulary size.

Moreover we can focus on two items of vocabulary learning strategies
unused by the lower group. These are Q2 “analyze affixes and roots” and
Q10 “Ask teacher for paraphrase or synonym of a new word”. These
vocabulary learning strategies are very helpful for Japanese junior high
school students (Schmitt, 1997). However, these strategies are not used by
the lower group students. It may be because these students have little
linguistic knowledge of affixes, roots, or synonyms. In other words, the

students in the lower group cannot use these strategies because of their poor
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linguistic knowledge.

The results of Study 1 lead us to important issues of what vocabulary
learning and vocabulary learning strategies are for students and teachers.
For students, the point is how they should learn the vocabulary. For
teachers, the point is how they should teach the vocabulary to students.
From the perspective of teaching and learning the vocabulary, how to teach
and how to learn the vocabulary play an important role respectively for
students and teachers. These are the central issues of vocabulary learning
strategies. Thus, the instruction or training of vocabulary learning

strategies is necessary for both teachers and students.
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Chapter 4
STUDY 2 (STRATEGY INSTRUCTION)

4.1 Aim of the Study

According to the data derived from the questionnaire of Study 1, we can
acknowledge the actual situation of the use of vocabulary learning strategies
by our Japanese junior high school students. With regard to vocabulary
learning strategies, we can differentiate between the strategies used and
strategies unused by them. Furthermore we can also recognize the
differences of strategy use by an upper and a lower groups.

However, there is still no consensus on whether the strategies used by
them are suitable for every learner or that the strategies unused are not
appropriate for every learner. Only a few attempts have so far been made
to study the effects of strategy training, especially for beginners. Thus,
research on strategy training is necessary.

From the perspective above, we examine experimentally the effects of
strategy instruction on the learning of English vocabulary learning. We
discuss the issue of how strategy instruction affects the acquisition of
English vocabulary by Japanese junior high school students as beginners.

We call this research on strategy instruction Study 2.

4.2 Method
4.2.1 Subjects
183 second-year students from six classes in a public junior high school

in Nara participated in Study 2. These were selected from the same sample
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population that participated in Study 1.

They were divided into three groups, Groupl, Group 2 and Group 3.
Each group had two classes for the strategy instruction. Although each
class of a group was given strategy instruction at each class, we analyze the
data as one group.

The population of each sample group in Study 2 was 60 subjects in

Group 1, 63 in Group 2 and 60 in Group 3.

4.2.2 Procedure
4.2.2.1 Three Types of Strategy Instruction

From the results of Study 1, we recognize two types of vocabulary
learning strategies that the students always or nearly always use. They are
cognitive vocabulary learning strategies, such as “verbal and written
repetition,” and metacognitive vocabulary learning strategies, such as
“testing oneself with word tests”. Moreover we consider memory vocabulary
learning strategies such as “studying new words with already known words”
as available strategies for beginners. The reason why we chose this
strategy for Study 2 is taken up in later section (Hypotheses) of this chapter
in detail. We refer to such a strategy as “semantic and collocational
elaboration”. We will use the term “semantic and collocational elaboration”
to refer to the vocabulary learning strategy of “studying new words with
already known words”.

We will now examine the effects of instruction of these three types of
vocabulary learning strategies. We divided the subjects into three groups

according to the type of instruction: Group 1 (only verbal and written
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repetition), Group 2 (verbal and written repetition =+ testing oneself with
word tests) and Group 3 (verbal and written repetition + semantic and

collocational elaboration).

4.2.2.2 Experimental Design

All treatments in Study 2 were administered in February and March
2005.

Strategy training was given to each group three times in class. In the
first treatment, the same strategy training was given to each group, and
then the same ten new words were introduced to every group and their
pronunciation and meanings were taught for five minutes. After that, the
students in each group studied these ten unknown words for twenty-five
minutes. After that, the subjects took Pre-test immediately. This
procedure was repeated in the second and third treatment with ten new
words each time. Importantly it should be noted that in the second and
third treatment, each group was instructed with a different respective
strategy.

Figure 4.1 shows the experimental design of Study 2. In the first
treatment, the same strategy training was given to the three groups. The
strategy was a cognitive strategy “verbal and written repetition”.
Immediately after the first treatment, the subjects took the test of ten
unknown words. The data from the test were analyzed as the data of the
Pre-test.

In the second and third treatment, only Group 1 was given the same

strategy training (verbal and written repetition). Group 2 was given
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metacognitive strategy training (testing oneself with word tests). They
were required to learn ten unknown words using a combination of the
cognitive strategy (verbal and written repetition) and the metacognitive
strategy they were taught at the second treatment. Group 3 was given
memory strategy training (semantic and collocational elaboration). They
were required to learn ten unknown words using a combination of the
cognitive strategy (verbal and written repetition) and the memory strategy
(semantic and collocational elaboration).

In both the second and third treatment Post-tests were administered
immediately after the learning and these were considered as Post-test 1 for

the second treatment and Post-test 2 for the third treatment.

The first treatment The second treatment The third treatment

! Group 1
| S
! verbal and written
i Group 2 repetition + testing verbal and written
' onself repetition + test oneself
i verbal and written verbal and written
. G 3 repetition + Semantic repetition + Semantic
| roup and collocational and collocational
: \ elaboration elaboration
Tests Pre-test Post-test 1 Post-test 2

Figure 4.1 Experimental design of Study 2

4.2.2.3 Materials
Ten unknown words were learned in one treatment by the subjects.

We selected thirty unknown words for three treatments. They were
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selected and modified according to a vocabulary book (Shiomi, 2002).

We paid attention to several points in the selection of these thirty
words. First, we selected thirty words that the subjects in Study 2, our
Japanese junior high school students, did not know. We gave a pilot survey
to third-year students at the same public junior high school. We made them
check thirty-six words and in Study 2 we did not use the words that the
third-year students knew.

Secondly we did not use words of the same part of speech. The reason
for this is that our purpose in Study 2 was not the investigation of
vocabulary memorization according to the part of speech, but rather the
investigation of the effects of strategy instruction.

Finally we paid attention to the amount of memorizing of the ten words
in each treatment. We also paid detailed attention to the total number of
syllables of these ten words. The total number of syllables of these ten word
sets was nearly equal in each treatment.

Appendix C shows the materials in Study 2.

4.2.2.4 Tests

In Study 2, the data from the three tests for each group was collected
and analyzed in terms of the effects of strategy instruction. The tests were
of three types: Pre-test, Post-tests and Delayed test.

Each test had ten questions. Within ten questions, five were
questions about English words (meanings or translations into Japanese
words) and the other five were questions about Japanese words (meanings or

translations into English words). Each question had a value of one point.
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Therefore the maximum total for each test was ten points.

The students took the first test immediately after the first treatment.
We called it Pre-test because the data from it was to act as a control set, from
which the scores resulting from the same kind of strategy instruction could
be measured and analyzed across the three groups.

Immediately after the second and third treatment, the students took
the second and third tests. We call these tests Post-test 1 for the second
treatment and Post-test 2 for the third treatment.

Delayed test was conducted about four weeks after the treatments.
Just as Pre-test and Post-tests 1 and 2, Delayed test had a maximum total
score of ten marks. In Delayed test there were five questions that asked for
the writing of the word in Japanese, and five questions that asked for the
writing of the word in English. It served Delayed test for the first
treatment, the second treatment and the third treatment.

The students who did not take all the tests in Study 2 were excluded

from analysis.

4.3 Hypotheses

Before presenting the hypotheses in Study 2, we have to explain the
reason why we conducted three different types of strategy instruction.
There were several reasons for this.

We begin with the cognitive strategy of “verbal and written repetition”.
Takeuchi (2003) states that extra attention has been paid to pronunciation
in the vocabulary build-up of good language learners, first checking the

pronunciation of a new word and then memorizing the word by both reading
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it aloud and writing it down many times. According to his claim, students
have to pay more attention to the orthographic and phonetic form of a new
word. Moreover we recognized that this strategy was always or nearly
always used by the Japanese junior high school students in Study 1. Thus
we chose this strategy for Group 1 as a control group.

Next we explain the reason for the metacognitive strategy “testing
oneself with word tests”. Although this strategy was frequently used by the
Japanese junior high school students in Study 1, about sixty percent of all
the students did not use this strategy. (41.5 percent of all the subjects in
Study 1 always or nearly always used this strategy.) Furthermore Raskh
and Ranjbary (2003) point out that explicit metacognitive strategy training
has a significant positive effect on the vocabulary learning of EFL students.
They confirm the effects of metacognitive strategy training in EFL
environment. Therefore we chose this strategy for Group 2.

Finally, we examine the reason for the selection of the memory strategy
“semantic and collocational elaboration”, in other words, “studying new
words with already known words”. Barcroft (2002, 2004) states that
elaborating on word meanings facilitates their memorization because the
memory for second language words depends on the memory of word
meanings whereas the memory of word forms of second language words
depends more on the memory of word forms. He emphasizes the connection
of meanings in learning a new word. In addition, Nation (2001) argues that
collocation is processed as one unit, not as two or three words. Furthermore
Sékmen (1997) points out that students connect a new word with already

known words, and the link between a new word and an already known word



45

is created when learning takes places.

In this type of strategy instruction, for example, students read the
words “make progress” aloud and write it down when they learn the
unknown word “progress”. In this case, “progress” is a new word for
learners and “make” is an already known word. We call this strategy
“semantic and collocational strategy” as I have mentioned before. This type
of strategy instruction was given to Group 3.

Based on the perspective above and the relevant literature reviewed in
Chapter 2, let us posit three hypotheses for Study 2 as follows:

1. Group 2 will show more effects of strategy instruction than Group 1, and
the words that subjects in Group 2 learn will be retained longer than
Group 1.

2. Group 3 will show more effects of strategy instruction than Group 1, and
the words that subjects in Group 3 learn will be retained longer than
Group 1.

3. Group 3 will show more effects of strategy instruction than Group 2, and
the words that subjects in Group 3 learn will be retained longer than

Group 2.

4.4 Results

The data collected from the three groups were directly fed into SPSS
(Statistical Packages for Social Science).

Descriptive statistics for Pre-test, Post-test 1, Post-test 2 and Delayed
test appear in Table 4.1. The results are also graphically presented in

Figure 4.2 and Figure 4.3.



Table 4.1

Means and Standard Deviations of Tests
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Delayed Delayed Delayed
Pre Post 1  Post 2
1 2 3

Groupl M 6.9800 7.3600 7.1200 0.9500 0.2300 0.4700
(N=60) SD 2.7500 2.7950 3.3720 1.0420 0.4230 0.6300
Group2 M 7.1000 8.8200 8.2300 1.4200 0.5000 0.5800
(N=63) SD 2.56890 2.4980 2.7020 0.9440 0.6510 0.7870
Group3 M 6.6100 6.6900 8.1000 1.7400 0.4600 0.5300
(N=60) SD 2.6760 2.8840 7.8200 1.3570 0.7580  0.8260

pre— post test / delayed test

score

O = N W &d O O N 00 ©

pre—test / postl / delayed post2 / delayed
delayed 1 2 3

Figure 4.2 Means of tests

i Group1 pre—post
—lili— Group2 pre—post
— A= Group3 pre—post
—&— Group1 delayed
—HE— Group2 delayed
— —— — Group3 delayed
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pre— post test

QLJ s Group 1
8 =—flll— Group2
;] =— A&— Group3

pre—test postl post2

Figure 4.3 Means of Pre test, Post-test 1 and Post-test 2

What has to be noticed is the mean score of Delayed test. The mean
scores of Delayed tests were extremely low. We, therefore, excluded the
data of Delayed tests from analysis. The reason of this is taken up in the
next section.

Before the data analysis of Study 2, we compared three groups by
one-way ANOVA on the scores of Pre-test. This is because we need to
examine the quality of the three groups. Note that Pre-test was
administered within the same strategy instruction with the same materials
across the groups. We can find relatively similar scores across the three

groups with Pre-test. The results of one-way ANOVA on the scores of
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Pre-test indicate no significant differences (F (2, 182)=2.381, p>.05).
Consequently the three groups can be regarded as being statistically the
same in terms of ability.

We must now return to the data analysis of Post-tests. - Table 4.2
shows the results of 3 (Group) and 3 (Test) mixed designed ANOVAs. 3x3
factorial ANOVAs were performed with Groups (Group 1, Group 2 and
Group 3) as a between subject factor, and Tests (Pre-test, Post-test 1 and
Post-test 2) as a within subject factor. The results showed significant
differences for Test, (F (2, 360)=18.009, p<.05) and significant interaction
effects between Test and Groups (F(4, 360)=6.088, p<.05). Thus the simple

main effect for the groups was qualified.

Table 4.2

ANOVAs on Pre-test, Post-test 1 and Post-test 2

SV SS df MS F
group 58.96 2 29.48 1.657
test 91.422 2 45.711 18.009 *
groupXtest 61.806 4 15.452 6.088 *
Residual 913.746 360 2.538
* p= .05

Table 4.3 shows the result of one-way ANOVA for Group 1. There was

no significant difference in Group 1 (F(2, 119)=1.162, p>.05).
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Table 4.3
ANOVA on Group 1

SV SS df MS F

test 6.15 2 3.075 1.162 ns
Residual 315.017 119 2.647
* p< .05

Table 4.4 shows the result of one-way ANOVA for Group 2. It
revealed significant difference (F (2, 124)=13.298, p<.05). Furthermore a
multiple comparison by Scheffe was conducted. Statistically significant
differences appeared, as is shown in Table 4.5 between Pre-test and Post-test
1, and between the Pre-test and Post-test 2.

Table 4.4
ANOVA on Group 2

SV SS df MS F
test 66.169 2 33.085 13.298 *
Residual 308.497 124 2.488
* p< .05
Table 4.5

Multiple Comparison by Scheffe in Group 2

test test difference SE

pre-test post 1 -1.29* .281

pre-test post 2 -1.22*% .281
post 1 post 2 .60 .281 ns

* p=< .05
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Table 4.6 shows the result of one-way ANOVA for Group 3. It
revealed significant difference (F'(2, 118)=16.274, p<.05). Furthermore a
multiple comparison by Scheffe was conducted. Statistically significant
differences appeared, as is shown in Table 4.7 between Pre-test and Post-test

2, and Post-test 1 and Post-test 2.

Table 4.6
ANOVA on Group 3

SV SS df MS F
test 81.433 2 40.717 16.274 *
Residual 295.233 118 2.502
*p= .05
Table 4.7

Multiple Comparison by Scheffe in Group 3

test test difference SE
pre-test post 1 -.08 .289
pre-test post 2 -1.47* .289
post 1 post 2 -1.38* .289
* p= .05

4.5 Discussion
Before starting our discussion on the results of Study 2, we need to
consider the problem that appeared in Delayed test.

The scores of Delayed test were surprisingly low. This is the reason



51

why we excluded the data of Delayed test from analysis. However, we have
to investigate why the scores were low. There are several reasons of this.
One is that each treatment had a very short time for learning the ten new
words. To learn them in twenty-five minutes was too short a time period to
allow for long-term retention. Moreover, we did not encourage the subjects
to learn them outside the classroom. In these factors in mind, we may say
that Japanese junior high school students need to study new words
continuously for their long-term retention.

Now let us turn to the discussion on Study 2. We will discuss it in
detail according to the three hypotheses we have set.

Hypothesis 1 has been partially supported. Group 2 (the
metacognitive vocabulary learning strategy group) showed more effects of
strategy instruction than Group 1 (the cognitive vocabulary learning
strategies). However, the words learned by the subjects in both groups
were not retained longer because the scores of Delayed test were extremely
low. The metacognitive vocabulary learning strategy instruction was
effective for the subjects in Group 2. This result is consistent with that of
Rasekh and Ranjbary (2003), which report that metacognitive vocabulary
learning strategy instruction is effective.

The subjects in Group 2 used the combination of cognitive and
metacognitive vocabulary learning strategies. A metacognitive strategy
“testing oneself with word tests” may promote vocabulary acquisition by
incorporating cognitive vocabulary learning strategies such as “verbal and
written repetition”. In other words, the repertoire of the cognitive

vocabulary learning strategies may be broaden by metacognitive vocabulary
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learning strategies.

Stahl and Fairbanks (1986) also state that metacognitive learning
strategies instigate cognitive learning strategies. Moreover, Anderson
(2002) claims that developing metacognnitive awareness may lead to the
development of stronger cognitive skills. They point out that cognitive
learning strategies use is based on the use or knowledge of metacognitive
strategies. The results of Study 2 might provide a support for the combined
use of cognitive vocabulary learning strategies and metacognitive vocabulary
learning strategies.

Hypothesis 2 has been partially supported. Group 3 (the memory
vocabulary learning group) showed more effects of strategy instruction than
Group 1. However, the words learned by the subjects in both Group 1 and
Group 3 were not retained longer.

Group 3 showed the effects of word association by “semantic and
collocational elaboration”. Word association involves making associations
between a new word and any words already in the subjects’ memory. Word
assoclation between a new word and already known words is made by
“semantic and collocational elaboration”.

Thus, in Group 3, we need to consider vocabulary acquisition in greater
detail in relation to word association made by using the memory vocabulary
learning strategy “semantic and collocational elaboration”. Gu (2005)
proposes that vocabulary acquisition in a target language involves both
knowledge and skill aspects. The skill aspect involves the components of
automatic retrieval and production in vocabulary acquisition. With respect

to this skill aspect, vocabulary acquisition may be promoted by “verbal and
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written repetition” in Group 3.

On the other hand, the knowledge aspect involves the acquisition of
semantic and conceptual structures in vocabulary acquisition. Semantic
and conceptual structures require a deep processing or a complex analysis of
new words (Craik and Lockhard, 1972; Brown and Perry, 1991). The
subjects in Group 3 did process the new words deeply because word
association such as semantic and collocational elaboration involves words
that the subjects have already known conceptually and semantiéally. The
subjects, therefore, paid more attention to the new words in their conceptual
and semantic processing. This attention is extremely important for
learners. Schmidt (2001) states the importance of attention as “mental
processes that are conscious”.  Moreover, especially for vocabulary
acquisition, Lewis (1997) claims the importance of attention as
“awareness-raising”.

Vocabulary acquisition may be promoted by the interaction between
these skill and knowledge aspects (Gu, 2005). Indeed this may explain the
case of vocabulary acquisition by Group 3 to which strategy training
combining “verbal and written repetition” and “semantic and collocational
elaboration” was conducted.

Hypothesis 3 has been rejected. Although the mean scores of each
group were different in the second treatment, the mean scores of each group
were almost equal to the third treatment. These results represent the
characteristics of each vocabulary learning strategy instruction conducted
with Group 2 and Group 3 respectively. In this way one could say that the

instruction of metacognitive vocabulary learning strategies, such as “testing
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oneself with word tests,” work immediately. Thus, the subjects in Group 2
indicated more effects of strategy instruction immediately after their
strategy training. On the other hand, the instruction of memory vocabulary
learning strategies such as “semantic and collocational elaboration” requires
some time to work. Thus, the subjects in Group 3 showed the effects of
strategy instruction only at the third treatment.

Finally we have to consider the relationship between strategy
instruction and motivation. Nunan (1997) proposes that strategy
instruction has significant effects on students’ motivation. In Study 2, some
subjects reported their pleasure of being able to write learnt words after
Post-tests. From this observation, we can say that for some learners, at
least, receiving strategy instruction can have striking effects on their

motivation.
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Chapter 5
CONCLUSIONS

The purpose of this thesis was to examine the actual situation of
English vocabulary learning by Japanese junior high school students and
investigate the effects of strategy instruction in the learning of English.
Japanese junior high school students, herein, means beginners of learning
English as a foreign language.

In Study 1, we investigated strategy use by Japanese junior high school
students as beginners learning English as a foreign language. From the
results of Study 1, we can recognize the actual situation of strategy use by
them. Moreover, the results show that we can differentiate between an
upper and a lower groups of learners with respect to strategy use.

In Study 2, we confirmed the effects of strategy instruction in the
learning of English vocabulary, especially strategy instruction of the
metacognitive and memory vocabulary learning strategies as we described in
Chapter 4.

The metacognitive vocabulary learning strategy instruction was
effective for the students. Furthermore, a metacognitive strategy, “testing
oneself with word tests,” may promote vocabulary acquisition by
incorporating cognitive vocabulary learning strategies, “verbal and written
repetition”.

In addition, we confirmed the effects of word association by “semantic
and collocational elaboration”. The subjects in Group 3 processed the new

words deeply because word association, such as “semantic and collocational
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elaboration,” involves words that the subjects already know conceptually and
semantically. The subjects, therefore, paid more attention to the new words
in their conceptual and semantic processing.

Moreover these results also represented the characteristics of each
vocabulary learning strategy instruction. The instruction of metacognitive
vocabulary learning strategy works immediately. On the other hand, the
instruction of memory vocabulary learning strategies, such as “semantic and
collocational elaboration,” requires some time to work.

However, there are, of course, several shortcomings in the present
study.

Firstly, with regard to Study 1, we need to investigate the actual
situation of strategy use by Japanese junior high school students in more
detail. The items in the questionnaire need to be modified in order to
investigate the strategy use situation in greater detail. Moreover, we have
to recognize the potential differences among students of different school
years at Japanese junior high school. School year represents the length
students have studied English. This can be an important variable. The
actual situation of vocabulary learning strategies may be different.

Secondly, as for Study 2, we need to examine the effects of “semantic
and collocational elaboration” vocabulary learning strategy instruction in
more detail. Jiang (2004) states that adult L2 learners often rely on the
pre-existing semantic system of L1. It is not clear that the subjects in
Study 2 use this knowledge of L1 or use the knowledge of a target language.
Moreover, Boers, Demecheleer, and Eyckmans (2004) point out the

differences of vocabulary acquisition in terms of the types of word association.
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We need to examine the effects of strategy instruction according to the types
of word association to make the function of “semantic and collocational
elaboration” more clear.

Thirdly, with respect to Study 2, more longitudinal research is needed.
Learning strategy research requires a long term to investigate learning
strategies and to examine the effects of strategy training.

Finally, further research and discussion are needed in the areas of both
the strategy investigation and strategy instruction for vocabulary
acquisition. Folse (2004) suggests that armed with research findings for
vocabulary acquisition, classroom teachers of English now have specific
information and concrete activities to help teach vocabulary successfully to
second language learners. Our students may desire such ingenious,

resourceful, and eloquent teachers ardently.



58

References

Ahmed, M. O. (1989). Vocabulary learning strategies. In P. Maera (Ed.),
Beyond Words (pp. 3-14). London: CILT Publications.

Aitchison, J. (2003). Words in the mind. Malden: Blackwell.

Anderson, N. J. (2002). The role of metacognition in second language
teaching and learning. ERIC Digest. Retrieved August 12, 2005, from
http://www.cal.org/ericcll/digest/0110anderson.html

Anezaki, T. (1999). Gakusyuhouhou ga chugakusei no EFL goi no gakusyu ni
oyobosu eikyo [The Effects of learning strategies in the learning of
EFL vocabulary by Japanese junior high school students. KENKYU
RONSYU dJoetsu University of Education Foreign Language Course,
14, 19-34.

Anezaki, T., & Hirano, K. (2000). L2 Goi gakusyu no kouka [Effects of
vocabulary learning]. In Y. Takanashi & Y. Ushiro (Eds.), Eigo
reading jiten [English reading dictionary]l (pp. 158-178). Tokyo:
Kenkyusya.

Barcroft, J. (2002). Semantic and structural elaboration in L2 lexical
acquisition. Language Learning, 522), 323-363.

Barcroft, J. (2004). Second languages vocabulary acquisition: A lexical input
processing approach. Foreign Language Annals, 37(2), 200-208.
Beaton, A., Gruneberg, M., & Ellis, N. (1995). Retention of foreign
vocabulary using the keyword method: A ten-year follow-up. Second

Language Research, 11. 112-120.

Boers, F., Demecheleer, M., & Eyckmans, J. (2004). Etymological



59

elaborations a strategy for learning idioms. In P. Bogaards & B.
Laufer (Eds.), Vocabulary in a second language (pp. 53-78).
Amsterdam: John Benjamins.

Brown, T., & Perry, F. (1991). A comparison of three learning strategies for
EFL vocabulary acquisition. TESOL Quarterly 25(4), 655—670.

Coady, J. (1997). L2 vocabulary acquisition: A synthesis of the research. In J.
Coady & T. Huckin (Eds.), Second language vocabulary acquisition (pp.
273-288). Cambridge: Cambridge University Press.

Cohen, A. D., & Aphek, E. (1980). Retention of second language vocabulary
over time: Investigating the role of mnemonic associations. System,
8(3), 221-235.

Cohen, A. D., & Aphek, E. (1981). Easifying second language learning.
Studied in Second Language Acquisition, 3(2), 221-226.

Cook, L. K., & Myer, R. E. (1983). Reading strategies training for meaningful
learning from prone. In M. Pressley & J. Levin (Eds.), Cognitive
strategy research (pp. 87-131). New York: Springer Verlag.

Craik, F. I. M., & Lockhart, R. S. (1972). Level of processing and the
retention of words in episodic memory. Journal of Verbal Learning
and Verbal Behavior 11, 671-684.

Daniel, J. (2000). Intensive language work as a catalyst for classroom
learning and an antidote for “Vocabulary Dormancy”. Language
Learning Journal 21, 13-18.

Ellis, N. C. (1994). Vocabulary acquisition: The implicit ins and outs of
explicit cognitive mediation. In N. C. Ellis (Ed.), Implicit and explicit

learning language (pp. 211-282). London: Academic Press.



60

Ellis, N. C. (1995). Vocabulary acquisition: Psychological perspectives and
pedagogical implications. The Language Teacher, 19, 12-16.

Folse, K. S. (2004). Vocabulary myths. Michigan: The University of Michigan
Press.

Gass, S. M., & Selinker, L. (1994). Second language acquisition: An
introductory course. Amsterdam: John Benjamins.

Graves, M. (1987). The roles of instruction in fostering vocabulary
development. In M. Mckeown & M. Curtis (Eds.), The nature of
vocabulary acquisition (pp. 165-184). Hillsdale, NJ: Lawrence
Erlbaum.

Green, J. M., & Oxford, R. L. (1995). A closer look at learning strategies, L2
proficiency, and gender. TESOL Quarterly, 2X2), 261-297.

Gu, Y. (2003). Vocabulary learning in a second language: Person, task,
context and strategies. TESL-EJ, A2), 1-25.

Gu, Y. (2005). Vocabulary learning strategies in the Chinese EFL context.
Singapore: Marshall Cavendish Academic.

Gu, Y., & Johnson, R. K. (1996). Vocabulary learning strategies and
language learning outcome. Language Learning, 46(4), 643—-679.
Haastrup, K. (1991). Developing learners’ procedural knowledge in
comprehension. In R. Phillipson, E. Kellerman, L. Selinker, M.
Sharwood Smith, & M. Swain (Eds.), Foreign/Second Ianguage
pedagogy research (pp. 120-133). Clevedon, Avon: Multilingual
Matters.

Haynes, M. (1993). Patterns and perils of guessing in second language

reading. In T. Huckin, M. Haynes, & J. Coady (Eds.), Second language



61

reading and vocabulary learning (pp. 46-64). Norwood, N. J.: Ablex.

Hirano, K. (2000). Nihonjin EFL chugakusei no eigo goi gakusyuhouryaku
eigoryoku to seisa no eikyo [The effects of language proficiency and
sex difference on vocabulary learning strategies of Japanese EFL
junior high schools]. Bulletin of Joetsu University of Education, 142),
719-731.

Hirano, K., Akamatsu, N., & Anezaki, T. (2001). Nihonjin chugakusei
koukousei no eigo goi gakusyuhouryaku gakusyu keiken nensuu to
seisa no eikyo[The effects of language learning experience and sex
difference on vocabulary learning strategies: Japanese junior and
senior high school studentsl. Bulletin of Joetsu University of
Education, 20(2), 459-4171.

Hojo, R. (2000). Nihonjin EFL gakusyusya no eigo gakusyuhouryaku ni
kansuru kenkyu (9) [A study of learning strategies used by Japanese
EFL students (9)]. Bulletin of Joetsu University of Education, 20(1),
177-189.

Hulstijn, J. H. (2001). Intentional and incidental second language
vocabulary learning: A reappraisal of elaboration, rehearsal and
automaticity. In P. Robinson (Ed.), Cognitive and second language
instruction (pp. 258-286). Cambridge: Cambridge University Press.

Jiang, N. (2000). Lexical representation and development in a second
language. Applied Linguistics, 21(1), 47-717.

Jiang, N. (2004). Semantic transfer and development in adult L2 vocabulary
acquisition. In P. Bogaards & B. Laufer (Eds.), Vocabulary in a second

language (pp. 101-126). Amsterdam: John Benjamins.



62

Jones, F. (1995). Learning an alien lexicon: A teach-yourself case. Second
Language Research, 11(2), 95-111.

Kellog, G. S., & Howe, M. J. A. (1971). Using words and pictures in foreign
language learning. Alberta Journal of Education Research, 17, 89—94.

Laufer, B. (1997). What’s in a word that makes it hard or easy: Some
intralexical factors that affect the learning of words. In N. Schmitt &
M. McCarthy (Eds.), Vocabulary: Description, acquisition and
pedagogy (pp. 140-155). Cambridge: Cambridge University Press.

Laufer, B., & Paribakht, T. S. (1998). Relationship between passive and
active vocabularies: Effects of language learning context. Language
Learning, 48(3), 365-392.

Lewis, M. (1993). The lexical approach. Hove and London: Language
Teaching Publications.

Lewis, M. (1997). Pedagogical implications of the lexical approach. In J.
Coady & T. Huckin (Eds.), Second language vocabulary acquisition
(pp. 273—-288). Cambridge: Cambridge University Press.

Macaro, E. (2003). Teaching and learning a second language. London:
Continuum.

McCarthy, M. J. (1990). Vocabulary. Oxford: Oxford University Press.

McDonough, S. H. (1995). Strategy and skill in learning a foreign language.
London: Edward Arnold.

Meara, P. (1996). The dimension of lexical competence. In G. Brown, K.
Malmkjaer, & J. Williams (Eds.), Performance and competence in
second language acquisition (pp. 35-53). Cambridge: Cambridge

University Press.



63

Ministry of Education, Sports, Science and Technology. (1998). Chugakkou
gakusyu shidou youryou [Course of study for lower secondary school
foreign languages]. Tokyo: Tokyoshoseki.

Mochizuki, M. (1998). Nihonjin eigo gakusyusya no tameno goi size test [A
vocabulary size test for Japanese learners of English]. The IRLT
Bulletin, 12, 27-53.

Mochizuki, M., Tono, Y., & Aizawa, K. (2003). Eigo goishidou no manual
[Vocabulary instruction manuall. Tokyo: Taisyukan.

Nagy, W. E., Herman, P. A., & Anderson, R. C. (1985). Learning words from
context. Reading Research Quarterly, 20(2), 233-253.

Nassaji, H. (2003). L2 Vocabulary learning from context: Strategies,
knowledge source, and their relationship with success in L2 lexical
inferencing. TESOL Quarterly, 37(4), 645—670.

Nation, I. S. P. (1982). Beginning to learn foreign vocabulary: A review of the
research. RELC Journal, 13(1), 14-36.

Nation, I. S. P. (1990). Teaching and learning vocabulary. New York:
Newbury House.

Nation, I. S. P. (1995). The word on words: An interview with Paul Nation.
Interviewed by N. Schmitt. The Language Teacher, 1X2), 5-1.

Nation, I. S. P. (2001). Learning vocabulary in another language. Cambridge:
Cambridge University Press.

Nunan, D. (1997). Strategy training in the classroom: An empirical
investigation. RELC Journal, 28(2), 58-81.

O’Malley, J., & Chamot, A. U. (1990). Learning strategies in second language

acquisition. Cambridge: Cambridge University Press.



64

Oxford, R. L. (1990). Language learning strategies: What every teacher
should know. Boston: Newbury House.

Oxford, R. L. (1993). Research on second language learning strategies.
Annual Review of Applied Linguistics, 13, 175-187.

Oxford, R. L., & Crookall, D. (1990). Vocabulary learning: A critical analysis
of techniques. TESL Canada Journal, /1), 9-30.

Oxford, R. L., & Scarcella, R. C. (1994). Second language vocabulary learning
among adults: State of the art in vocabulary instruction. System, 2X2),
231-243.

Paribakht, T. S., & Wesche, M. B. (1993). Reading comprehension and
second language development in a comprehension-based ESL program.
TESL Canada Journal, 11(1), 9-29.

Purpura, J. E. (1999). Learner strategy use and performance on language
tests: A structural equation modeling approach (Studies in language
testing), Cambridge: Cambridge University Press.

Qian, D. D. (1996). ESL vocabulary acquisition: Contexualization and
decontexualization. The Canadian Modern Language, 531), 120-142.

Rasekh, Z., & Ranjbary, R. (2003). Metacognitive strategy training for
vocabulary learning. TESL-EJ, A2), 1-15.

Read, J. (2000). Assessing vocabulary. Cambridge: Cambridge University
Press.

Sanaoui, R. (1995). Adult learners’ approaches to learning vocabulary in
second language. The Modern Language Journal, 741), 15-28.

Schmidt, R. (1990). The role of consciousness in second language learning.

Applied Linguistics, 11(2), 129-158.



65

Semidt, R. (2001). Attention. In P. Robinson (Ed.), Cognitive and second
language instruction (pp. 3-32). Cambridge: Cambridge University
Press.

Schmitt, N. (1997). Vocabulary learning strategies. In N. Schmitt & M.
McCarthy (Eds.), Vocabulary: Description, acquisition and pedagogy
(pp. 199-327). Cambridge: Cambridge University Press.

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

Shiomi, T. (2002). Monbusyo kenteizumi kyoukasyo ni arawareta eigo no goi
[English vocabulary in Japanese junior and senior high school
textbooks]. Tokyo: Hokuseidosyoten.

Skehan, P. (1989). Individual differences in second language learning.
London: Edward Arnold.

Skehan, P. (1998). A cognitive approach to language learning. Oxford:
Oxford University Press.

Sékmen, J. (1997). Current trends in teaching second language vocabulary.
In N. Schmitt & M. McCarthy (Eds.), Vocabulary: Description,
acquisition and pedagogy (pp. 237-257). Cambridge: Cambridge
University Press.

Stahl, S. A., & Fairbanks M. M. (1986). The effects of vocabulary instruction:
A model-based meta-analysis. Review of Educational Research 56(1),
72-110.

Sternberg, R. (1987). Most vocabulary is learned from context. In M.
Mckeown & M. Curtis (Eds.), The nature of vocabulary acquisition

(pp. 89-106). Hillsdale, NJ: Lawrence Erlbaum.



66

Stoffer, 1. (1995). University foreign language students’ choice of vocabulary
learning strategies as related to individual difference variables.
Unpublished PhD Dissertation, University of Alabama, AL.

Swaffar, J. K. (1988). Readers, texts, and second languages: The interactive
processes. Modern Language Journal, 7X2), 123—149.

Takeuchi, O. (2003). What can we learn from good foreign language
learners? A qualitative study in the Japanese foreign language
context. System, 31(3), 385-392.

Umesaki, T., & Mori, C. (2000). L2 goi syuutoku to teiji no houhou ni tsuite
[How to acquire and present L2 vocabularyl. Y. Takanashi & Y.
Ushiro (Eds.), Eigo reading jiten [English reading dictionary] (pp.
179-188). Tokyo: Kenkyusya.

Willing, K. (1989). Teaching how to learn: Learning strategies in ESL.
Adelaide: Adult Migrant Education Programme.

Yun, Z. (1989). The effect of part of speech on the acquisition of vocabulary
from context. Unpublished M.A. Thesis. Linguistics Department.

Brigham Young University, Provo, UT.



Appendix A

The Questionnaire Items in Study (Japanese Version)
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HHESES HELPFEOIACHLTESTHRS,

FHBEBOBRKER/RPRRETRLT (N1 KX 2.

HHEFEOE®RT L0 (ZL) 2HOPTHEVHRL TR A D, 1 A—V1k

15,

BHEE L BOOEARNRERE ZRTOTTELD,

DET

DET

DET

DET

DET

DET

DET

DET

SOC

SOC

SOC

SOC

SOC

SOC

MEM

MEM

MEM

67



18

19

20

21

22

23

24

25

26

27

28

29

30

% present #HFEET AR, [FEDI VA<w R Zpresent ZH 5 72|

FHHEFEE T Tl -> TS BBICH U T (B#STT) B3,

%l time % FE T KT, longtime LFHEVDITT

fast #%E 4 22, run fast LRI T

FHHEELYET LR, TOBENEFER TN DINEHMER LD,

FHEELRBESCSKEEIEOITTEE T 5,
B hot Z#FE T A cold LFEVDITT
#l  good % FB T AT nice LAEDIT T

RARTWE D ICHEBE I NV—T 5310 ¥ 5,

Bl Ty, B, AR—VDIN—TRLHFH., BFROITN—T Y

FHEEORY (A) 2#2EBLTRAD,

HHBEEOREOLST FHALFRLT 7RV b)) 2FBLTEAD,

FHMEICTHR (ToF—542) 230D, BERUTF =y LTR

2B
EBE (TA) Abd (F—U—FK) 2HE-TEX5,

Bl take #FETHHR, [boTW< | 2hTwl]
HHBEEOBERES VA TE XS,

Bl visit T [8ERI9 5] & (85251 ° 117<1 &
PHBEELERZIDRE, AT 445 (BB 2H-oTEZS,

i after school'®® 'by the way'X® ‘look for'/s &

FHBEELFET LR, KOBELE-TRA D,
%l open ZFET 5, EBRIBRERTD
FHEREL o v FRLD I I BRRLFTHZ S,

#l listen (U A7)

FHEEL LXFETHORE LR,

MEM

MEM

MEM

MEM

MEM

MEM

MEM

MEM

MEM

MEM

MEM

- MEM

MEM

68



49 RBxRTEIRBENILGEZDILHIICT S,

50 HOPRATLWEBIHENOEZLS LT2,

MET

MET

70



31

32

33

34

35

36

37

38

39

40

41

42

43

44

45

46

47

48

% vacation (7 f-I—y—=+I—+54+7{}=1IX)
FHEELFICHLTRAELRIVELE>THELX D,
FHEELMELBRIELENTRELS,

P HEY, TEEIRBRLE o TRZAS, (WTFEWARBLEL)
FriBEEsFICHSTIZ, O (BH) OFHTE-THEZ D,
FHEFELFICHEPIZ, HF0 @) OFTENREL, EERCENTE
2%,

£ (BH0) ICHE (3G . B Ob) CE® (BAE HEVHED
—RFE2E-TEZ 5,
BEZZERTHHETO ./ — (BER) 2E-THEX 3,
FHHEBLLEERFEETH>TND /— MIEWVWTHE 2D, (KFEHLHKRED)
BEREORILPDZENTWVDIHAHD, BREOCHHEBOMIEKELE XA
ATHEZ D,

FHHEELZ CDRT— TR ETHNTE 2 S,
MIZHKFED TNV EDTTHRD

#l K7 door & Bk ELD
HEEZZETHOEFIES /) — b (HER) 2E->-TREZ 5,
FREOAT 47 (K, BRE. HERE) 2E-THZ S,
FHEEBEOT A M HSBEETLTREZ S,

R4 281 €. FHEELZFEE L TREA 5,

fl 4BLT, 2RBICLT, 4B%ICT 5,
FHBEENSHTE R, Thz &iddn EHT 5,

R & 2T CHHBEEE 8T 5,

Bl FEHEIC 15 R0, 300, 40 . ¥ET D,

BONE X - BEL EHRICHBERIZEE T 5,

COG

COG

COG

- COG

COoG

COG

COG

COG

COG

COoG

COG

COG

MET

MET

MET

MET

MET

MET

69



Appendix B

The Questionnaire Items in Study 1 (English Version)
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13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50

Sterategies for the discovery of a new word's meaning
DET Analize the part of speech

DET Analize affixes and roots

DET Analize any available pictures and gestures

DET Guess from texual context

DET Bilingual dictionary

DET Words lists

DET Reference book

DET Internet

SOC Ask teacher for an L1 translation

SOC Ask teacher for paraphrase or synonym of new word
SOC Ask teacher for a sentence including the new word
SOC Ask classmates or family for meaning

Strategies for consolidating a word once it has been encountered
SOC Study and practice meaning in a group

SOC Interact with native-speakers

MEM Study the word with a pictorical representation of its meaning
MEM Imagine the word's meaning

MEM Connect word to a personal experience

MEM Associate the word with an already known word
MEM Memorize the whole sentence

MEM Connect the word to its synonyms and antonyms
MEM Group words together to study them

MEM Study the spelling of a word

MEM Study the sound of a word

MEM Underline the word

MEM Use Keyword Method

MEM Paraphrase the word's meaning

MEM IL.earn the words of an idiom together

MEM Use physical action when learning a word

MEM Read the word in the phonetic alphabetic system
MEM Read each letter of the word

COG Verbal repetition

COG Written repetition

COG Verbal and written repetition

COG Read the word silently

COG Read the word silently and write it down

COG Word lists

COG Xeep a vocabulary notebook

COG Use the vocabulary section in your notebook

COG Write down the trnslation of the word in textbooks
COG Listen to a tape or CD of word lists

COG Label an object's name with its corresponding word
COG Put English labels on physical objects

MET Use English-language media (songs,movies,,)
MET Testing oneself with word tests

MET Use interval word practice

MET Skip or pass the new word

MET Take time off to study words

MET Plan to study words over time

MET Study the words which can be memorized easily
MET Study the words I want to memorize

71



Appendix C

The Materials in Study 2
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The first treatment

1 habit
2 ease
3 snail
4 population
5 consult
6 mention
7 vain
8 huge
9 instead
10 frankly

HE
[EE-HHES
N el EY)
AR

BRERDS BELTHL)

)

L7

BEXAR

(ZD) MYz
FEIZ

The second treatment

(For Group 3)

11 sight RaZL catch sight of & ROB BT

12 detail FM(LIHEW) in detail ESHASEIDM

13 cell A cell wall HifaeE

14 perfume  &FY-FK wear perfume FEAXKEDTD

15 solve RS fRRT B solve the problem  RHREZAE

16 prepare  #{fT5 prepare dinner FROBEETS

17 general ~ —MXAYL - BAXAI7R in general —iRIZ

18 vivid HI Nz R vivid color HI )

19 except —&ERNT except for —EFRNT

20 rather LA rather than —EVHENTLA
The third treatment (For Group 3)

21 instance il for instance Bz

22 progress make progress #HT5

23 tongue FHeodiE mother tongue BEFE

24 disease AR heart disease LigR

25 spoil Hn T spoil a child FELZHNT

26 gather #£% gather data T—EEEDD

27 whole &0 as a whole 2T

28 rural VRO rural life WD OATE

29 asleep RoT(3) fall asleep Bz EBAD

30 create 1E5 create the design ¥ AV %{ED




