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Abstract

This thesis investigates the inclusion of vocabulary learning strategies (VLS) in four sets of
first grade AHS coursebooks published at different points in time: English to Go 1 (2004),
Red Line 1 (2008), More! 1 (2023), and Cambridge Global English 1 (2023). The analysis
produced a VLS inventory comprising 38 individual VLS as well as an activity type
inventory encompassing 19 different types of coursebook elements. An overall large variety
of VLS and types of inclusion were identified across the four coursebook pairs. It was found
that the category of Memory strategies dominates across all series, followed by
Determination- and Cognitive strategies, while Metacognitive- and Social strategies are
only sparsely represented. As a large variety of individual VLS could be found, a
categorisation into high-, medium-, and low-frequency strategies was made. The most
frequently encountered VLS were found to be Study word with a pictorial representation
of its meaning, followed by Use the new word in a sentence, Use a Dictionary, and Sing
songs and repeat poems. While most VLS were included implicitly within various
coursebook elements, two series, English to Go 1 and Red Line 1, also introduced VLS
explicitly. Although general trends could be found throughout all series, each series also
showed a unique emphasis on certain VLS or activity types. A comparison between the two
older generation coursebooks (English to Go I and Red Line 1) and the newer generation
coursebooks (More! I and Cambridge Global English 1) showed that the older coursebooks
include an overall greater variety of individual VLS and introduce several VLS explicitly,
while the newer books incorporate VLS exclusively implicitly. Overall, the results indicate
that while coursebooks incorporate various VLS, there are strategies that are clearly
emphasised, with newer generation coursebooks showing a trend towards implicit

integration and less variety compared to older series.



German Abstract

Diese Arbeit untersucht die Inklusion von Vokabellernstrategien (VLS) in vier Paaren von
AHS-Lehrbiichern fiir den Englischunterricht der ersten Klasse, welche zu unterschiedlichen
Zeitpunkten verdffentlicht wurden: English to Go 1 (2004), Red Line 1 (2008), More! 1 (2023)
und Cambridge Global English 1 (2023). Im Rahmen der Analyse wurde ein VLS-Inventar mit
38 verschiedenen VLS sowie ein Aktivitdtstypeninventar mit 19 verschiedenen Arten von
Lehrbuchelementen erstellt. Insgesamt wurde in den vier Lehrbuchpaaren eine gro3e Vielfalt
an VLS und Arten derer Einbindung in verschiedene Schulbuchelemente festgestellt. Es zeigte
sich, dass die Kategorie der Geddchtnisstrategien (Memory strategies) in allen der vier Serien
dominiert, gefolgt von Bestimmungs- (Determination-) und kognitiven Strategien (Cognitive
strategies), wihrend Metakognitive- (Metacognitive-) und soziale Strategien (Social strategies)
nur spérlich vertreten sind. Da eine grole Vielfalt einzelner VLS gefunden werden konnte,
wurde eine Kategorisierung in Strategien mit hoher, mittlerer und niedriger Hiufigkeit
vorgenommen. Die am hdufigsten vorkommenden VLS waren ,,Study word with a pictorial
representation of its meaning*, gefolgt von ,,Use the new word in a sentence®, ,,Use a
dictionary* und ,,Sing songs and repeat poems*“. Wihrend die meisten VLS implizit in
verschiedenen Lehrbuchelementen enthalten waren, stellten zwei Serien, English to Go 1 und
Red Line 1, VLS auch explizit vor. Obwohl in allen Serien allgemeine Trends erkennbar waren,
legte jede Serie auch einen einzigartigen Schwerpunkt auf bestimmte VLS oder
Aktivitdtstypen. Ein Vergleich zwischen den beiden Lehrbiichern der &dlteren Generation
(English to Go 1 und Red Line 1) und den Lehrbiichern der neueren Generation (More! 1 und
Cambridge Global English 1) zeigte, dass die dlteren Lehrbiicher insgesamt eine groflere
Vielfalt an VLS enthalten und mehrere VLS explizit vorstellen, wihrend die neueren Biicher
VLS ausschlieBlich implizit einbinden. Insgesamt deuten die Ergebnisse darauf hin, dass die
Lehrbiicher zwar verschiedene VLS integrieren, es aber Strategien gibt, die klar betont werden,
wobei die Lehrbiicher der neueren Generation im Vergleich zu den élteren Serien einen Trend

zur impliziten Integration und weniger Vielfalt hinsichtlich VLS aufweisen.



List of abbreviations

ELT English language teaching
EFL English as a foreign language
ESL English as a second language
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1. Introduction

Surely, most people know the proverb, "Give a man a fish, and you feed him for a day;
teach a man to fish, and you feed him for a lifetime ". This saying encapsulates the idea that
if you teach someone how to achieve something themselves, you facilitate their journey to
becoming autonomous in this particular skill, ultimately providing better assistance than a
preset solution. This mindset aptly depicts the aim of teaching learning strategies (LS) to
ESL students.

With strategy instruction (SI) as a curricular goal, teachers do not only teach the
language content as such but help learners understand 'how to learn', ultimately fostering
strategic, life-long learners (Grenfell & Harris 2017: 3). The Austrian curriculum for
secondary education designates the instruction of language learning strategies (LLS) as a
crucial objective in the language classroom. Stating that foreign language teaching has,
besides teaching language fundamentals, the objective to teach as well as train students in
learning strategies and learning techniques, the ultimate goal is to further self-reliant
language acquisition and enable independent and lifelong language learning
(Bundesministerium fiir Bildung 2023: 55).

Teachers are the agents responsible for enacting the planned curriculum; however,
"research on [their] involvement in language learning strategy instruction is extremely
limited" (Goh 2019: 271). Goh (2019) speculates that many teachers shy away from
language learning strategy instruction (LLSI) as they may "lack a clear understanding of
how LLSI might be practically integrated into their classroom teaching" (Goh 2019: 271).
Additionally, educators must have access to resources and materials that support this form
of teaching. However, although there is an increase in language teaching materials that
include elements of strategy instruction or awareness-raising activities, the lack of suitable
material remains an issue in language learning strategy instruction (LLSI) (Goh 2019: 267-
268).

Nevertheless, some approaches can aid teachers in SI. Psaltou-Joycey (2019) suggests
that coursebook activities can be a valuable starting point for LLSI, as LLS can implicitly
underlie the items. By "ensuring they are then made explicit to the learners, teachers help
them become aware of their learning process and act more independently" (Psaltou-Joycey

2019: 174).



LLS exists for the different sub-disciplines of language learning, and especially the
instruction of learning strategies for vocabulary acquisition has been shown to benefit
learners' language proficiency (Plonsky 2019: 4,11). As vocabulary is considered the
foundation of language and effective communication (Barcroft 2016:1), vocabulary
learning strategies constitute a valuable base for strategic learning, especially for beginning

language learners.

1.1 Aim of the study
The current study draws inspiration from Goh’s (2019) statement highlighting the lack of

teacher involvement in LSI research as well as Psaltou-Joycey’s (2019) notion of implicit
LLS incorporation in coursebook material. Consequently, the present project will
investigate the Workbook and Student’s book of four Austrian English schoolbook series

for the first grade AHS, addressing the following research questions:

1. Which vocabulary learning strategies are present in different generations of
Austrian ELT schoolbooks for the first-grade AHS?

2. How are these vocabulary learning strategies presented?

3. How does the older generation of coursebooks compare to recently published ELT

coursebooks in terms of VLS inclusion and presentation?

1.2 Organisation of the thesis

This study proceeds from the introduction to two theory chapters, which will provide the
theoretical background for the current project. Chapter 2 will focus on vocabulary in ELT,
defining vocabulary, how it is learned, and how vocabulary acquisition can be facilitated in
the English language classroom. Chapter 3 will delve into language learning strategies,
defining the concept and approved approaches to strategy instruction. Additionally, this
chapter presents two prominent taxonomies of VLS and surveys previous investigations of
this research topic. Chapter 4 describes the methodology, including a description of the
investigated coursebooks, the applied analysis process, and the study's inventory of both
the discovered VLS and their associated activity types. Chapter 5 presents the results both
in the form of collective results for all books, as well as for each book series individually,
highlighting the most prominent strategies as well as activity types. Chapter 6 provides the

discussion and interpretation of the results, interpreting the gathered results in the context



of their appearance in first-grade AHS coursebooks and addressing the thesis' research
questions. Chapter 7 serves as a summary of the thesis findings. It provides implications for
the language classroom, inspiration for potential future investigations, and addresses the

study's limitations.

2. Vocabulary in English language teaching

Vocabulary lies at the heart of any language and is indispensable for successful
communication. While grammar errors may produce unnatural sounding or potentially
confusing utterances, unsuited or missing vocabulary can cause the breakdown of
communication as a whole (Barcroft 2016: 1). In the realm of second language learning, the
size of a learner's vocabulary is closely linked to their language proficiency in all four skills
(Schmitt & Schmitt 2020: 21-22). Simply put, “a large vocabulary is (...) essential for
mastery of a language” (Krashen 1989: 440).

While today the crucial role of vocabulary appears to be widely acknowledged and
firmly established among language educators and learners alike (Barcroft 2016: 1), the
treatment of vocabulary within language teaching methodologies has varied significantly
throughout history (Schmitt & Schmitt 2020:22) with few of them seeming to recognise the
central role of vocabulary in language learning (Zwier & Boers 2023:184). The Grammar
Translation Method of the early 20th century, for instance, emphasised grammar and
language accuracy. Proponents of this approach expected students to independently study
de-contextualised vocabulary using bilingual word lists (Schmitt & Schmitt 2020: 19-20).
In contrast, methods such as the Natural approach omitted vocabulary instruction entirely,
asserting that vocabulary would be acquired incidentally as a by-product of comprehensible
input (Krashen 1989). The Lexical approach, however, emphasised the importance of
teaching and learning vocabulary, stressing that lexical items should be learned as phrases,
along with their collocations or as language chunks, rather than isolated words (Lewis
1993). More recent methods such as Communicative language teaching (CLT) and Task
based language teaching (TBLT), which emphasise communication, aim to expose students
to vocabulary within meaningful contexts to foster lexical competence (Alagdzli &
Kiymazarslan 2020: 11). These approaches include minimal vocabulary teaching and
depend on the learners inferencing meanings while engaged in reading and listening. (Zwier

& Boers 2023:165). Overall, so Schmitt & Schmitt (2020: 21-22), CLT and TBLT offer



little guidance on the instruction of lexical knowledge (Schmitt & Schmitt 2020: 21-22).
Furthermore, efforts to categorise vocabulary items based on their relevance to learners at
different proficiency levels have been pursued. These assessments are initially based on the
overall frequency of words in authentic texts, resulting in a classification of high-, medium-
, and low-frequency vocabulary. Additionally, specialised vocabulary lists specific to
different fields are available. Based on the principle that the most frequently occurring
words are most beneficial for novice learners (Nation 2022: 8, 18-21), Nation (2022)
proposes that high-frequency words should initially be prioritised in vocabulary teaching,
with medium- or low-frequency words being incorporated as proficiency develops (Nation
2022: 96).

Despite these various methodological approaches and systematic efforts to identify the
most useful vocabulary at a particular learning stage, Zwier & Boers (2023:162),
summarising the current situation of vocabulary in ELT, assert that, although vocabulary
has received growing attention in the language classroom “many teachers and curriculum
developers seem unsure how to build in any vocabulary instruction”.

This situation is troublesome as research demonstrates that the deliberate instruction
and learning of vocabulary can greatly benefit L2 vocabulary acquisition and, consequently,
language learning as a whole (Schmitt 2008, Yousefi & Reza 2018, Hulstijn 2005).
Recognising the value of vocabulary instruction, Alagozlii & Kiymazarslan (2020: 2),

therefore, emphasise that “for successful second/foreign language (L2) development to

occur, vocabulary learning and teaching activities in language classrooms are of crucial
importance ". Yet this is where a challenge emerges. As Nation (2022:1-2) emphasises, a
language course comprises various components, of which vocabulary studies represent just
one facet alongside listening-, fluency-, writing-, and communication practice. This is why
teaching methodologies have to enable students to engage in self-directed vocabulary
learning, in order to facilitate sufficient vocabulary gains without having to devote
substantial classroom time to teaching it (Nation 2022:326). Before delving further into
how this can be achieved, some additional details about the nature of vocabulary and
vocabulary knowledge need to be explored. The following subchapters will examine three
interrelated topics to provide contextual knowledge on:

1.  How vocabulary knowledge can be defined.

2. How vocabulary knowledge is acquired.

3. How vocabulary learning can be facilitated in English Language Teaching.



2.1 How can vocabulary knowledge be defined?

In order to describe vocabulary knowledge, it is essential to first determine the meaning of
the term vocabulary itself. In its simplest form, the definition of this concept is the collection
of words which make up a particular language (Durrant et al. 2022: 3). However, this
description raises a challenge as several scholars (Kersten 2010, Read 2009, Nation 2022,
Crystal 2019) have pointed out that the term word proves difficult to define. While,
orthographically, one might describe a word as a series of characters, including letters,
hyphens, and apostrophes, that are enclosed by spaces or punctuation on either end (Carter
2012: 20), this definition fails to account for the existence of multi-word units, such as
phrasal verbs, compound nouns, or idioms, whose meaning cannot be defined by the
knowledge or translation of their individual parts (Kersten 2010: 50). Additionally, while
often meanings are not confined to a single lexical item, one word frequently conveys
several meanings (Schmitt & Schmitt 2020: 1- 2). In short, depending on the applied
criteria, the concept of word can embody a multitude of lexical items (Read 2009: 20).
Consequentially, for the purpose of this study, the understanding of the term will go beyond
its orthographic definition to also include multi-word items, formulaic sequences, or
chunks.

Returning to the definition of vocabulary, it becomes clear that the collection of words
proves insufficient to describe the various components that make up the vocabulary of a
language (Kersten 2010:50). A more comprehensive definition of vocabulary then, would
be the network including all words, word components (such as prefixes and suffixes), and
lexical phrases of a specific language. In this network, each lexical item is linked to others
through statistical properties that govern their use (Barcroft 2016:2). In light of this
definition, it becomes evident that learning vocabulary, cannot be equated to merely
memorising words, instead it includes several types of learning. In turn, vocabulary
knowledge cannot be described as a singular type of knowledge but involves a multitude of
different components (Barcroft 2016: 6). At the primary level, these components can be
divided into three categories: Form, Meaning, and Use. Nation (2022:54) describes the
Form component as the knowledge that learners require to understand the various aspects
of a word's structure or form. This component encompasses the knowledge of the spelling,
pronunciation, and morphology of a word. Meaning refers to a word's multiple meanings
and uses as well as its associations or synonyms (Nation 2022: 54). This component denotes

the semantic characteristics expressed by and linked to the lexical item (Barcroft 2016: 7).



Use encompasses the knowledge of the different aspects of a word's usage and
appropriateness in different contexts. This entails comprehension of the word's
connotations, cultural references, and associations, as well as its register and frequency of
use (Nation 2022: 54). Within these three primary categories, Nation (2022: 49) defines
nine aspects that comprise the different components that can be known about any given
word (Fig. 1). What is important to consider, however, is that these categories are not clear
cut and the different kinds of world knowledge are interrelated to various degrees (Schmitt
& Schmitt 2020: 72). Additionally, not every aspect of word knowledge is acquired at the
same time. As “there are many degrees of knowing a word” (Nation 2022: 49), vocabulary
knowledge exists on a continuum. Over time, as learners develop their vocabulary
knowledge and advance their L2 proficiency, they move from partial knowledge of
individual lexical items, to knowing most, or all the aspects of a word (Pavici¢ Takac 2008:
10).

Besides the different elements that make up vocabulary knowledge, a learner’s
vocabulary is also defined through its: (1) breadth or size, (2) depth, (3) strength, and
(4) integration. Size refers to the number of words known by the learner, whereas depth
pertains to how well the various aspects of world knowledge are acquired. Strength denotes
the fluency and systematic usage of the learner's word knowledge, and integration describes
how well the learner's knowledge of different words is connected. Skill in language use
results from the advancement in the four categories (Nation 2022: 86).

One last important distinction concerning vocabulary knowledge is between receptive-
and productive knowledge. Receptive vocabulary knowledge describes the type of
knowledge learners need for the comprehension of a word when it is encountered in its
written or spoken form (Qian & Lin 2020: 67-69). Further examples of receptive knowledge
encompass understanding the meaning of the word in the specific context where it has just
been used, or being able to recognise whether the word has been used correctly in the
sentence in which it has been encountered (Nation 2022:54). Productive vocabulary
knowledge denotes the ability to independently produce a word in its spoken or written
form (Nation 2020:16). This includes correct spelling, pronunciation, and word stress, using

it in the correct context, as well as the ability to produce the word’s collocations (Nation

2022:55). The distinction between the two types of knowledge extends through the nine
aspects of word knowledge (Nation 2020:16) and much like the aspects of word knowledge

themselves, these two categories are not rigid. During the language learning process,



receptive knowledge gradually develops into productive knowledge, “starting from a
superficial familiarity with the word and ending with an ability to use the word correctly in

free production” (Qian & Lin 2020: 67-69).

Form spoken R What does the word sound like?
P  How is the word pronounced?
written R What does the word look like?
P How is the word written and spelled?
word parts R What parts are recognisable in this word?
P What word parts are needed to express the
meaning?
Meaning form and R What meaning does this word form signal?
meaning P What word form can be used to express this
meaning?
concept and R What is included in the concept?
referents P What items can the concept refer to?
associations R What other words does this make us think of?
P What other words could we use instead of
this one?
Use grammatical R In what patterns does the word occur?
functions P In what patterns must we use this word?
collocations R What words or types of words occur with
this one?
P What words or types of words must we use
with this one?
constraints on R Where, when, and how often would we
use (register, expect to meet this word?
frequency ...) P Where, when, and how often can we use this
word?
In column 3, R = receptive knowledge, P = productive knowledge.

Figure 1. Aspects of word knowledge (Nation 2022:54)

2.2 How is vocabulary knowledge acquired?

Having defined the different aspects that define vocabulary knowledge, the next subchapter
will focus on how vocabulary knowledge is created. As has been outlined previously,
knowledge of a particular lexical item can be partial, and the different aspects of knowledge
will develop at varying paces over a period of time. Vocabulary acquisition is, therefore,
best described as an accumulative process, with higher degrees of expertise developing over
time through exposure to and engagement with the target language (Schmitt & Schmitt
2020: 64). Even though significant research has been conducted on the processes involved

in L2 vocabulary acquisition in recent years, a unified theory of L2 vocabulary acquisition



has yet to be developed (Gonzalez-Fernandez & Schmitt 2020: 481). Nevertheless, several
important key principles of vocabulary acquisition have been identified. Those with

particular relevance to the present study will be discussed in the following subchapters.

2.2.1 Deliberate and incidental learning
Vocabulary knowledge grows through both deliberate- (or explicit-) as well as incidental

learning which involve both language input as well as language production (Nation 2022:
88-89). Deliberate learning is characterised as the "focused study of words” (Schmitt &
Schmitt 2020: 138) and can encompass both seeking out rules and utilising given rules.
Incidental learning denotes the acquisition that occurs without the explicit intention of
learning, when the use of language is put to the foreground (Schmitt & Schmitt 2020: 138)
while reading, listening, speaking, or watching television or movies (Schmitt & Schmitt
2020: 140, 150-151). The effect of implicit learning is dependent on repetition, whereas the
effect of explicit learning depends on the quality of mental processing (Nation 2022: 64).

Overall, explicit learning is associated with more immediate learning outcomes, as “it leads

to greater and faster gains, with a better chance of retention” (Schmitt & Schmitt 2020:161).

Classifying learning situations as purely implicit or explicit frequently proves difficult,
instead they are best imagined as situated along a continuum (Carter 2012: 196). This
spectrum ranges from picking up random words while reading for enjoyment, to
intentionally studying predefined words for a vocabulary test (Stratton 2022: 838). As the
acquisition of lexical knowledge in first language acquisition mainly occurs through
learning words incidentally from ones surrounding, it was believed that this should also be
the case for second language learners. Consequentially, L2 instructors prioritised incidental
learning over deliberate learning for a long time. Research has shown, however, that for L2
instruction over-reliance on incidental learning can prove problematic. Learning
incidentally from reading, listening, or watching video media is only possible if a learner
already has a good knowledge of the L2, otherwise overall understanding is so low, that
guessing and ultimately learning new vocabulary from context will not be possible (Kersten
2010: 67-68). Words which are used most often are those most pertinent to beginning
learners as they will contribute majorly to overall language acquisition. This is why the
focus of deliberately learning is best put on high-frequency words, which are those words
that appear most frequently in a given language (Zwiers & Boers 2023:8). Devoting
substantial attention to low-frequency words, on the other hand, only adds limited coverage

in terms of understanding and should not be a primary focus (Vilkaité-Lozdiené¢ & Schmitt



2020: 90). Although, “(I)earners may choose to deliberately learn low-frequency words,

(...) it is probably best to learn them largely incidentally through reading and listening”
(Nation 2022:3). Additionally, some aspects of word knowledge are best learned
deliberately, whereas others are mostly learned implicitly. While knowledge about word
form is most effectively learned explicitly, knowledge about word usage or collocations
will most likely be accrued incidentally over time (Nation 2022: 64). Ultimately, instead
of regarding intentional and incidental vocabulary learning as competing, we should view

them as complementary to one another (Webb 2020:6).

2.2.2 Memorisation
An integral element of L2 vocabulary acquisition is memory. In fact, as Thornbury (2002:

23) puts it bluntly, “learning is remembering”. In general, in order to study and retain

information about a given subject matter, learners need to transfer knowledge from their
short- to their working- and, eventually, to their long-term memory (Thornbury 2002: 23).
This, however, is not a linear process, as most of the information that initially enters the
working memory, is forgotten very soon and only through repeated practice integrates into
the long-term memory (Pavici¢ Taka¢ 2008: 10).

Thornbury (2002) and Nation (2015) provide two complementary descriptions of the
fundamental principles involved in the memorisation of new words. Thornbury (2002)
outlines three processes, Repetition, (Spaced) Retrieval, and Use, which are crucial for
facilitating the assimilation of new information into long-term memory (Thornbury 2002:
23). Expanding on these principles, Thornbury describes that information has to be repeated
and re-encountered several times to create lasting connections. To enable memorisation the
item has to be actively retrieved from memory and the more it has been recalled, the easier
it will be to recall again thereafter. This recall needs to be distributed over a period of time
and as the knowledge of the item grows stronger, the intervals between recalls should
progressively lengthen. Thornbury refers to this principle as Spaced retrieval. The third
process Use, advocates for using the lexical items in a way that engages the learner in order
to solidify the items in memory (Thornbury 2002: 24-25).

The second description of the principles that govern memorisation comes from Nation
(2022), he outlines four cognitive processes or, as he terms them, levels of vocabulary
learning: Noticing, Retrieval, Varied meetings and Varied use, and Elaboration. These

levels represent consecutive steps which build upon one another with each subsequent one



including the previous levels (Nation 2022: 105). While Thornbury (2002) began his
description with the repetition process, Nation describes Noticing as the first step in the
learning endeavour. This process entails becoming aware of the word and recognising it as

a useful language item. In essence, it can be described as “giving attention to an item”

(Nation 2022: 105). His description of Retrieval, emphasising that the memory of a word
will become stronger if its retrieval occurs repeatedly either through receptive or productive
repetition (Nation 2022: 109), aligns with Thornbury’s (2002) description. Similarly,
Nation's next step, Varied meetings and Varied use, corresponds to Thornbury's description
of Use. Nation, however, highlights variation in the encounter and application of the words
as he outlines that rethinking and re-applying words in different contexts will ensure the
memorisation of the word. Variation in this sense, can apply to differences in meanings of
a singular word, metaphors, collocations, and distinctions in grammatical context (Nation
2022: 112-123). Lastly, Nation defines Elaboration as the fourth process necessary for
memorisation. This level of learning entails comprehending both the visual as well as
linguistic components of words together, as well as analysing vocabulary by separating
complex words into individual parts (Nation 2022: 115-116).

In addition to the processes involved in memory formation Thornbury (2002: 24-25)
highlights eight additional factors which influence the processes of memorisation: (1)
Spacing, (2) Pacing, (3) Personal organising, (4) Cognitive depth, (5) Imaging, (6)
Mnemonics, (7) Motivation, and (8) Attention. While these principles may overlap to some
extent, they will be briefly outlined separately to explain the distinct elements involved. (1)
Spacing refers to the fact that vocabulary learning will be more successful if it is distributed
over a span of time as opposed to studying a large amount in one sitting (Thornbury 2002:
24). The principle of (2) Pacing acknowledges that students learn differently and at
separate paces. Consequently, they learn best if they are granted the opportunity to pace
their own learning activities (Thornbury 2002: 24). Similarly, (3) Personal organising,
refers to the circumstance that words correlated with personal judgements, such as coming

up with one’s own example sentences, are more likely to be remembered (Thornbury 2002:

25). (4) Cognitive depth refers to the intensity of engagement or interaction with a word.
Research has demonstrated that the way a learner interacts with a given lexical item greatly
influences the likelihood of it being learned. Thornbury (2002: 25) notes that the more a
learner negotiates the uses and meaning(s) of a lexical item, the more cognitive demand is

placed on learning it, and the better it will be remembered. Nation (2022) describes this
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interaction similarly, illustrating that through using images, and engaging in elaboration
and deliberate inferencing learning will be enhanced (Nation 2022: 65) as this will lead to
a greater depth of processing (Nation 2022: 65). Denoting essentially the same concept
while using different terminology, this principle relates to Hulstijn and Laufer’s (2001)
Involvement load hypothesis. In short, this hypothesis denotes the concept that the more the
learner experiences the three elements of need (i.e. the incentive to engage with an item),
search (i.e. the engagement in finding meaning), and evaluation (i.e. the comparison with

other information) “when processing a word in a natural or artificially designed task”

(Hulstjin & Laufer 2001: 543-544), the greater the involvement load and the better the
information will be retained. (Hulstjin & Laufer 2001: 544).

Coming back to the principles of memorisation, Thornbury’s description continues
with Memory aids or (5) Mnemonics, emphasising their utility for retrieving items or rules
from memory that may not yet be accessible automatically (Thornbury 2002: 25). Another
principle, (6) Imagining refers to the circumstance that, generally, learners remember words
more effectively when they associate imagery with them (Thornbury 2002: 25).
Additionally, a learner’s (7) Motivation influences their learning success, as motivated

learners tend to dedicate more time to the learning process (Thornbury 2002: 25). Lastly,
(8) Attention refers to the observation that increased attention correlates with better
learning; words that evoke “a strong emotional response (...) are more easily recalled than
ones that don’t” (Thornbury 2002: 25).

Upon examining the components that constitute memorisation, it becomes evident that
vocabulary learning is a multifaceted and intricate process. Having explored the shared
principles for memorisation, the next chapter will delve into factors that may impact

learners individually.

2.2.3 Learning burden & Individual learner differences
The effort required to learn a new lexical item varies between individual learners. One

reason for this is the influence of the learning burden. This concept encompasses the
amount of effort a learner needs to exert in order to learn a new lexical item. Words with a
higher learning burden are more demanding to learn than those with a lighter one. This
demand hinges on factors such as the complexity of the particular word, the degree of
similarity between the learner's L1 and the L2, the learner's previous L2 knowledge, or the

learner's knowledge of further languages. Notably, a substantial part of this difficulty
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depends on the learner's previous language knowledge. Consequentially, learners with a
particular L1 will find some words easier or more challenging to learn than learners with
another L1 (Nation 2022: 49-50). Cognates or loan words which are shared by the learner’s
L1 and L2 are examples of items presenting a light learning burden (Nation 2022: 75).
Conversely, words that share no relation to the L1 or pertain to a different orthographic or
alphabetic system from the learners L1, are associated with a heavy learning burden (Nation
2022: 50). Additionally, aspects such as pronounceability, regularity of spelling, word
length and imageability influence the difficulty learners may experience when learning a
word (He & Godfroid 2019: 352).

In addition to the learning burden of a lexical item, each learner’s success in learning

a word is also influenced by his / her individual characteristics. In SLA research, these traits
are termed individual learner differences and refer to the unique characteristics of a learner
that shape their learning approach and affect the ease of their learning (Wen et al. 2023:
2023: 5-6). In their work "The Psychology of the Language Learner Revisited", Dornyei
and Ryan (2015) discuss five primary differences among language
learners: Personality, Language aptitude, Motivation, Learning styles and cognitive styles,
as well as Learning Strategies and Self-Regulation. Further factors not as often discussed
in SLA research are Creativity, Anxiety, Willingness to communicate, Self-
esteem, and Learner beliefs (Dornyei & Ryan 2015: 170-171). A critical aspect regarding
individual learner differences in the context of ELT is that while personality traits are
unlikely to change, most other factors can be influenced by educational intervention (Wen
et al. 2023: 73). It is, therefore, essential to consider these factors when discussing

vocabulary learning and vocabulary instruction.

2.3 How can vocabulary learning be facilitated in ELT?

Knowing now the different processes and principles that constitute and influence the
acquisition of vocabulary, which conclusion can be drawn for teachers and students to
facilitate vocabulary learning in the English language classroom?

Starting with the nature of vocabulary knowledge, it has been discussed that
knowledge of words is made up of different aspects. Not all these aspects will be treated
equally in the language classroom, as some are of greater and more immediate importance
for beginning language learners than others. When learning a new lexical item, spoken word

form and the form-meaning connection will be the primary elements as they allow "the
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beginnings of comprehension". For more advanced learners, other aspects will come into
focus as they progress in their learning (Nation 2020: 25).

In the first part of this chapter, it has been emphasised that “for successful

second/foreign language (L2) development to occur, vocabulary learning and teaching
activities in ‘language classrooms’ are of crucial importance” (Alagozlii & Kiymazarslan
2020: 2). Yet not only are activities important, but students will need a variety of different
tasks to develop the different elements of word knowledge (Nation 2022: 98-99). This is
because only some aspects will be practiced in a given activity (Kersten 2010: 52) and
focusing on one part of vocabulary knowledge inevitably means that others will receive less
attention. Figure 2. shows a range of activities for practicing and learning vocabulary
together with the aspects of word knowledge they support. Notably, the classification of
activities is flexible, and the same activity may support more than one aspect of word

knowledge (Nation 2022: 134).

Table 1. A range of activities for vocabulary learning (Nation 2022: 134)

Aspects of word knowledge Activity
Spoken form Pronouncing the words
Written form Finding spelling rules
Form
Word parts Cutting up complex words
Form meaning connection Using word cards
Concept and referents Semantic feature analysis
Meaning - —
Associations Classifying words
Grammar Matching sentence halves
Use Collocates Finding collocates
Constraints on use Identifying constraints

According to Brown (2010) language teaching “textbooks should include activities that
focus on all nine aspects of vocabulary knowledge” (Brown 2010: 85). However, Brown’s
(2010) study revealed that although activities for all aspects could be found in ELT
textbooks, over half of the activities focused on the form and meaning aspect, followed by
grammatical functions and spoken form, whereas the remaining six aspects received only
minimal attention (Brown 2010: 94). Additionally, it has been found that different types of
activities will lead to different rates of vocabulary retention (Zou 2017, Webb 2020).

Depending on the induced involvement load as described by Hulstijn & Laufer (2001),
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activities that generate deeper levels of processing will lead to better word learning. An
example would be ‘fill in the blank’ exercises showing a significantly lower load than
‘creative composition writing’ (Zou 2017: 54).

As a next aspect it has been described that vocabulary learning is contingent on

memorisation and “involves creative and personalised use” (Thornbury 2002: 30).

Memorisation consists of several processes that can be influenced by various factors such
as the level of engagement with the words or the motivation of the learner (Thornbury 2002:
24-25). This means that for successful vocabulary learning to occur these processes need to
be facilitated in the language classroom. Consequently, teachers will need to provide their
learners with appropriate tasks and strategies that will support the memorisation process
and facilitate the incorporation of words into their mental lexicon (Thornbury 2002: 30).

The learning burden as well as individual learner differences are factors that may
complicate or negatively influence learning. While not every element can be influenced, the
teacher can affect several of these factors. However, learners will need different types of
support and different methods of studying depending on their specific needs. By promoting
diverse vocabulary teaching methods, the curriculum can increase the likelihood of each
student encountering numerous positive vocabulary-learning experiences. This will
encourage the student's learning strengths while simultaneously reducing discomfort or
anxiety (Zwier & Boers 2023: 175).

Lastly, it has been discussed that vocabulary learning can be deliberate (explicit) or
implicit depending on whether the intention of the language activity lies on acquiring
language knowledge or the attention lies on using the language for other means such as
entertainment or communication (Nation 2022: 88-89). Conversely, teaching vocabulary
necessarily implies a certain degree of deliberate intention to convey vocabulary to students.
Depending on the needs of the learner and the situation at hand, a teacher may teach a word
through a simple and quick definition (Nation 2022: 119) or invest more (classroom) time
to provide rich instruction of the word. This more extensive type of instruction “involves
(1) spending time on the word, (2) explicitly exploring several aspects of what is involved
in knowing a word, and (3) involving the learners in thoughtfully and actively processing
the word” (Nation 2022: 120). Naturally, providing rich instruction will result in more
extensive learning gains than giving a simple definition (Nation 2022: 120). However, given
the vast size of the English lexicon and the limited time available in the language classroom,

it is unfeasible to expect that every word of the language could be taught explicitly, let alone
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via rich instruction (Nation 2022: 94). For this reason, teachers need to decide which
vocabulary items they should spend time on. Generally, the choice to teach a specific
vocabulary item and how much time should be invested in it will be based on its usefulness
to the learners. This decision is often based on frequency for beginning language learners
as it is most likely that they will come across high-frequency words. Therefore, vocabulary
teaching should focus on high-frequency words (Read 2004: 148). For high-frequency
vocabulary, so Nation (2022:28), the time spent on teaching is worthwhile, and the teacher
should enable their acquisition through teaching, deliberate learning, and incidental
learning. However, for mid- and low-frequency vocabulary, the goal of the teacher will be
different. Especially for low-frequency words, the gains in coverage are limited. Since they
are the largest group of vocabulary items, the amount of time which would have to be
dedicated to them will not be warranted by their utility (Vilkaité-Lozdiene & Schmitt
2020:90). Nevertheless, the learners will need to continue studying vocabulary as they
advance in their language proficiency. Ultimately, while vocabulary learning is integral for

studying a language, Nation highlights that “vocabulary teaching has only a limited role to

play in the learning of vocabulary” (Nation 2022:93) and reminds that teaching is only one
of many roles of a teacher (Nation 2022:93).

As a result of these considerations, a question arises: how can learners acquire
vocabulary if teaching plays only a minor part in this endeavour? (Nation 2021: 4). Nation
(2021) addresses this by recommending a shift in priority; rather than focusing on teaching
vocabulary, teachers should emphasise the methods through which vocabulary can be
acquired (Nation 2021:1). This means that while the learners must further develop their
lexical inventory, the teacher should focus on enhancing and improving their strategies to
learn and manage vocabulary (Nation 2022: 32). Therefore, so Nation emphasises: “an
essential part of all courses involves training learners in the principles of learning and their
application” (Nation 2022: 406). These principles will be explored in more detail in the

following chapters.
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3. Language learning strategies

Having explored the most important theoretical concepts behind L2 vocabulary acquisition,
the focus will now turn to vocabulary learning strategies (VLS). Prior to this, the role of
general language learning strategies (LLS) within L2 learning will be discussed. Then, the
attention will turn to the classification of VLS and a selection of prevalent strategies for
vocabulary learning will be outlined. Furthermore, essential aspects of learning strategy
instruction (LSI) will be highlighted, along with the role of instructional material in strategy
training. Lastly, a brief review of studies with similar research foci to the current project

will be provided.

3.1 Defining (language) learning strategies

Presenting a definition of LS that is both concise and universally accepted proves
challenging, as scholars have yet to agree upon what exactly constitutes this concept
(Weinstein et al. 2011:45). At a fundamental level, however, most researchers concur that
LS denote "the learners' conscious efforts to make their learning efficient and manageable”
(Pavici¢ Takac¢ 2008: 2). These efforts include using cognitive-, metacognitive-, as well as
affective processes and behaviours to facilitate learning and carry out cognitive tasks
(Weinstein et al. 2011:45). In practice, LS encompass a range of actions both within and
outside the classroom. Examples range from physical actions, such as highlighting material
in a text or reciting a definition repeatedly, to cognitive processes, such as creating analogies
or summarising content. Furthermore, metacognitive- and affective techniques, such as
monitoring learning success and managing anxiety are also prominent elements of LS
(Weinstein et al. 2011: 47-48).

While some learning strategies can be applied holistically across various fields and for
general problem-solving, others are tied to specific subjects or their sub-disciplines (Oxford
2017: 14). Language learning strategies (LLS) constitute a subcategory of LS, which denote
the actions learners take to study a new language. The first descriptions of LS in the field
of language acquisition were provided by Stern (1975) and Rubin (1975), who defined the
"characteristic of good language learners” (Griffiths 2018: 6). The aim of both Stern's and
Rubin's enquiries was to aid teachers in supporting weaker students improve their
performance by relating the "kinds of habits a learner will need to develop" (Rubin 1975:

41-42). Traits described by Rubin, for instance, include the constitution of 'willingness to
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try by guessing' (Rubin 1975: 41) or the habit of 'trying out newly acquired knowledge by
coming up with example sentences' (Rubin 1975: 43). While Stern and Rubin described a

mixture of both learner characteristics and actions, later publications such as O’Malley &

Chamot (1990), Oxford (1990), and Schmitt (1997) focused specifically on actions that
support language acquisition.

Vocabulary learning strategies (VLS) are a subdivision of general LLS. They comprise
strategies to facilitate the acquisition of lexical items. These strategies encompass a range
of activities, including consulting a dictionary to determine the meaning of a word, using
word cards to memorise new vocabulary, or using extensive reading to obtain large amounts

of new language input (Nation 2022: 321, 324). Overall, VLS aim to improve “the

efficiency and effectiveness of vocabulary learning and vocabulary use” (Nation 2022: 317)

and facilitate learners to become autonomous in their learning (Nation 2022: 316). Oxford
(2017) emphasises two reasons for the usefulness of VLS: “(a) the complexity of knowing
a word and (b) the necessity for learning many words and doing so in a rapid fashion”
(Oxford 2017: 254)

Like the disagreement pertaining to defining LS, the precise definition of LLS varies
among authors. Griffiths (2018: 19) specifies that: “LLS are actions (...) chosen by the
learners (as distinct from being imposed by someone else, e.g. the teacher), for the purpose
of (...) learning a language (in contrast to e.g. communicating)”. Oxford’s (2017) definition

states:

L2 learning strategies are complex, dynamic thoughts and actions, selected and used
by learners with some degree of consciousness in specific contexts in order to regulate
multiple aspects of themselves (such as cognitive, emotional, and social) for the
purpose of (a) accomplishing language tasks; (b) improving language performance or
use; and/or (c) enhancing long-term proficiency (Oxford 2017: 48).
Notably, besides being an overall more concise definition, Griffiths excludes the factor of
language use from her definition, whereas Oxford includes language usage in her
description, explaining that "language learning can only occur with the help of some
amount of language use" (Oxford 2017: 245).
Nevertheless, there are also commonalities among the different definitions as Oxford
(2017:69) points out that the condition of choice stands out as a shared theme among LLS

definitions. As Cohen (2014) emphasises “the element of choice is important (...) because

this is what gives a strategy its special character” (Cohen 2014: 7). According to Nation
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(2022), LLS need to “involve choice, that is, there are several strategies to choose from and
one choice could be not to use the strategy” (Nation 2022: 326). Griffiths (2018:14)
surmises that choice may be the defining factor in differentiating an “ordinary” learning
activity from a strategic one. Additionally, as learners differ in factors such as preferred
learning style, personality, and overall language learning disposition (Dornyei & Ryan
2015: 170-171), they may find some strategies more helpful for a specific learning task or
subject area than others. Choosing from a repertoire of strategies depending on the learning

situation is a vital part of strategic learning (Weinstein et al. 2011: 49).

3.2 Benefits of learning strategies

In 1975, Stern described the habits and characteristics of successful language learners and
proposed that these could be adopted by weaker students to improve their learning (Stern
1975: 49). Among other aspects, he included the actions of guessing and creative use of
language as one of the essential strategies for successful language acquisition (Stern 1975:

43). Since then, research has further strengthened Stern’s initial notion that successful

language learners apply specific strategies that facilitate the understanding-, learning-, and
retrieval processes in language acquisition, whereas less successful learners either do not
use strategies, or fail to apply them effectively (Griffiths 2018: 7). Addressing the benefits
of learning strategies for learning languages Gu (2021) writes:

“Strategic learning makes language learning more efficient, more effective, and
more pleasant than non-strategic learning. Moreover, strategic language learning
encourages sustainable, lifelong learning in that it aims to empower learners to
become autonomous. The benefits of strategic language learning go beyond the
successful learning of language.” (Gu 2021: xxi)

In essence, learning strategies support the different processes involved in language learning.
They aid in repetition and rehearsal as well as provide techniques for elaboration in order
to deepen understanding and enhance memorisation. Furthermore, they assist students in
organising and managing their learning process (Weinstein et al. 2011: 48).

In addition to increasing overall learning success, LS also play an important role in
helping students become self-regulated and more autonomous in their learning (Weinstein
etal. 2011: 45). Nation (2022) advocates for language courses to introduce to the principles
of learning and teach the skills needed for autonomous learning (Nation 2022: 316).

Learning strategies can enable students to assume responsibility for their own learning
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(Weinstein et al. 2011: 45) and enable them to progress their learning both within as well
as outside of school (Nation 2022: 316).

Empirical investigations on the benefits of learning strategies were conducted by
several scholars throughout the last 40 years (Cohen & Aphek 1981, Gu & Johnson 1996,
Rao 2016, Plonsky 2019). A recent meta study investigating the impact of LLS on L2
learning was conducted by Zhang and Zou (2022). Reviewing 58 articles published between
2010 and 2020, the authors surmised that LLS were beneficial in several aspects of language
acquisition. Among the 58 studies 50 reported positive results on students‘ learning
outcomes and student performance, while the remaining few concluded that LLS either had
a neutral effect or reported a mixture of both positive and neutral influences on learning
outcomes (Zhang and Zou 2022: 13-14). Overall, Plonsky (2019) asserts, it can be
confirmed that “there is a direct causal relationship between strategy use and L2
performance” (Plonsky 2019: 11).

Nevertheless, while investigations have confirmed the beneficial nature of learning
strategies for the acquisition of knowledge, it is important to note that their effectiveness
can vary depending on the individual strategy and learning context. The influence of the
previously discussed involvement load hypothesis (Chapter 2.2) can be found here again as
Weinstein et al. (2011) remark that, among the various strategies, those facilitating a deeper
level of processing (i.e. cognitive involvement) will lead to more meaningful and longer-
lasting learning (Weinstein et al 2011: 47-48). Emphasising this variability Schmitt &
Schmitt (1993: 31) describe that “(s)ome strategies on the list seem likely candidates for

one end of the [cognitive involvement] continuum or the other”. Consequently, while verbal
repetition of facts or words (i.e. rote learning) is, by definition, considered a LS, it is
unlikely to generate long-lasting and rich knowledge acquisition (Weinstein et al 2011: 47-
48). As this strategy entails minimal processing and only shallow engagement with the
items, it is situated among the lower end of the continuum. Likewise, written repetition
methods prove similarly superficial. In contrast, strategies involving associating new
information with previous knowledge, utilising mental imagery, or manipulating meaning,
prompt heightened mental activity, leading to deeper levels of processing and more

sustainable learning (Schmitt & Schmitt 1993:7).
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3.3 LLS & VLS classification

While this thesis focuses on VLS, it is beneficial to first explore the general classification
of LLS. VLS, as a subcategory of LLS, are derived from this broader framework. The
classifications of LLS outlined below are not exhaustive since various strategy
classification systems and taxonomies have been proposed over the years (Goh 2019: 263).
Depending on the author, the taxonomies propose 2 to 6 umbrella categories consisting of
several subcategories. These subcategories, in turn, include the different strategies which
comprise the actions the students employ when using the respective strategy.

O'Malley & Chamot (1990) applied one of the earliest and simultaneously one of the
most concise classifications. In their publication, LLS were grouped into the three domains
of (1) cognitive-, (2) metacognitive- and (3) social-affective strategies. Most subsequent
publications on LLS continued to uphold and expand upon these broad categories.

Metacognition is best described as "thought about thought" and
includes planning, monitoring, and evaluating the learning process (Grenfell & Harris
2017:23). Consequently, the strategies included in this category are planning, monitoring,
and evaluating strategies. Planning involves organising and preparing the learning effort,
while monitoring refers to observing comprehension during a learning task. Evaluating
denotes the assessment of one's performance after completing a task (O'Malley & Chamot
1990: 44). Utilising metacognitive strategies enhances students' learning experience as they
encourage reflection on the learning process and their learning success. Consequently, these
strategies help learners identify and address areas of difficulty as they make conscious
decisions aimed at improving their learning (Anderson 2008: 99-100). O'Malley &
Chamot (1990: 8) highlight the importance of metacognitive strategies, stating that
"students without metacognitive approaches are essentially learners without direction and
ability to review their progress, accomplishment, and future learning directions”.

Cognitive strategies, as the second main category of LLS, refer to actions that support
information processing, namely the encoding, storage, and retrieval thereof. Cognitive
strategies benefit the construction, consolidation and transference of knowledge and skills

(Di Carlo 2017: 115). Cognitive learning strategies “operate directly on incoming
information” (O'Malley & Chamot 1990: 44-45). These strategies, among others, include

actions that facilitate memorisation, such asusing word cards, coming up with
keywords (Nation 2022: 75) or simply repeating new language to oneself (Griffiths

2018:18). Cognitive strategies, therefore, enhance memorisation and retention capacity
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through interconnecting new information with previous knowledge and make new
information more memorable (Idris et al. 2022:71).

Lastly, Social-affective strategies denote processes and actions that include
engagement with others, such as eliciting, asking for clarification, or cooperating to solve

a problem or involve managing one’s own emotions and attitude while learning through, for
example, self-talk or other anxiety-reducing actions (O'Malley & Chamot 1990: 45).

Affective factors such as anxiety or a lack of self-confidence or self-efficacy can negatively
impact the language learning process Strategies that help students regulate and improve
these factors can significantly benefit the learning process (Stander 2022: 393, 405).

The classification into three categories is, however, only one of several taxonomies
found in the literature on LLS. For Instance, Oxford’s (1990:14) highly influential
classification proposes a higher number of initial categories: (1) Memory strategies, (2)
Cognitive strategies, (3) Compensation strategies, (4) Metacognitive strategies, (35)
Affective strategies, and (6) Social strategies. Compared to O'Malley & Chamot’s (1990)
classification, Oxford separated strategies for memorisation from Cognitive strategies and
split Affective strategies from Social strategies. For Oxford Memory strategies denote
mnemonics such as using keywords or linking words to imagery (Oxford 1990:42), whereas
Cognitive strategies involve “manipulation or transformation of the target language”

(Oxford 1990:43). Examples of Cognitive strategies as defined by Oxford (1990) include
translating, summarising, and recombining elements to create longer or different sequences
(Oxford 1990 44-45). The new category of Compensation strategies, so Oxford (1990),
refers to those actions used to enable language comprehension and language usage despite
limitations in language proficiency (Oxford 1990: 47). They include strategies for guessing
meaning as well as overcoming challenges in spoken or written production for example by
using a synonym or miming (Oxford 1990: 19).

In contrast to Oxford's five categories, Griffiths (2018) proposes a reduction to only
the two categories - Cognitive and Metacognitive. She incorporates Social- and Affective
strategies into Metacognitive strategies, suggesting that "social and affective strategies are
themselves used metacognitively to manage social interaction and affective states"
(Griffiths 2018: 61). For Griffiths, Cognitive strategies are used in direct interaction with
the learning material and Metacognitive strategies are used to oversee and manage this

process (Griffiths 2018: 62).

21



In summary, some recent literature applies the three categories of Cognitive,
Metacognitive, and Social-affective strategies as proposed by O'Malley & Chamot (1990),
however, most split up Social- and Affective strategies, resulting in 4 overall categories
(Cohen and Dornyei 2002, Cohen 2014, Psaltou-Joycey 2019). As Macaro (2001) writes:
"(w)hether it is very important to come up with a definitive and clear classification is
debatable, whether it be for learners or for teachers” (Macaro 2001: 23). Additionally, he
also brings to attention that strategy categories cannot be regarded as fixed, as often the
exact classification depends on the circumstance in which the strategy is utilised. He thus
proposes the view of a strategy continuum ranging from purely cognitive on one end, to
strictly metacognitive on the other, with several nuances in between the two extremes
(Macaro 2001: 24). Ultimately, it can be surmised that the use of the classification system

will depend on the specific research interest and scientific field of the respective author.

3.3.1 VLS classification
Considering the diverse classification schemes that exist for LLS, it is unsurprising that the

classification of vocabulary learning strategies also varies among authors. For the present
research project, two systems, one proposed by Schmitt (1997) and another by Nation
(2011, 2022), will be introduced and compared in the following subchapter.

The first scheme was constructed by Schmitt (1997). He suggests a comprehensive
classification in which he identifies 58 vocabulary learning strategies organised into five
groups (Table 1.). Proposing five categories - Social -, Memory -, Metacognitive-

, Cognitive-, and Determination strategies, Schmitt describes Oxford’s (1990)

categorisation as “(a)lthough generally suitable, (...) unsatisfactory in categorising
vocabulary specific strategies in several respects” (Schmitt 1997:205). Consequently, he
adds the new category of Determination strategies as a type of VLS to denote the actions
learners may take to discern the meaning of a new word independently and without
assistance from others (Schmitt 1997: 205). Additionally, he criticises that there often
remains uncertainty when attempting to classify an action as a Memory,- or Cognitive
strategy, since “in the case of vocabulary, the goal of both is to assist recall of words through
some form of language manipulation” (Schmitt 1997: 205). Consequently, Schmitt defines
Cognitive strategies for vocabulary learning as actions that involve “repetition and using
mechanical means to study vocabulary” (Schmitt 1997: 215) rather than manipulative

mental processing (Schmitt 1997: 215). Memory strategies aid in integrating new
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information with previous knowledge and involve the mental processing necessary for long-
term retention (Schmitt 1997:212).

Schmitt compiled his inventory by surveying vocabulary reference books and
textbooks. Furthermore, he also consulted 600 students of English as well as several English
teachers to add any additional strategies (Schmitt 1997: 204, 218). Although the resulting
collection is quite extensive, Schmitt notes that his taxonomy "should not be viewed as
exhaustive but rather a dynamic working inventory which suggests the major strategies"
(Schmitt 1997: 204), encouraging new elements to be added where suitable. Regarding the

classification of the individual strategies, he remarks that they “are affected by a number of

factors, and different intended purposes for a strategy in different situations can affect its

classification” (Schmitt 1997: 205).

Table 2. Schmitt's VLS taxonomy (Schmitt 1997:207-208)

Strategy category VLS

Strategies for the discovery of a new word’s meaning

Analyse part of speech
Analyse affixes and roots
Check for L1 cognate
Analyse any available pictures or gestures
Guess from textual context
Bilingual dictionary
Monolingual dictionary
Word lists
Flash cards
Ask teacher for L1 translation
Ask teacher for paraphrase or synonym of new word
Social Ask teacher for sentence including the new word
Ask classmates for meaning
Discover new meaning through group work activity

Strategies for consolidating a word once it has been encountered

Study and practice meaning in a group
Social Teacher checks student’s flash cards or word lists for accuracy
Interact with native speakers
Study word with a pictorial representation of its meaning
Image word’s meaning
Connect word to a personal experience
Associate the word with its coordinates
Connect the word to its synonyms and antonyms
Use semantic maps
Use ‘scales’ for gradable adjectives
Peg Method
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Loci Method
Group words together to study them
Group words together spatially on a page
Use new word in sentences
Group words together within a storyline
Study the spelling of a word
Study the sound of a word
Say new word aloud when studying
Image word form
Underline initial letter of the word
Configuration
Use keyword method
Affixes and roots (remembering)
Part of speech (remembering)
Paraphrase the word’s meaning
Use cognates in study
Learn the words of an idiom together
Use physical action when learning a word
Use semantic feature grids
Verbal repetition
Written repetition
Word lists
Flash cards
Cognitive Take notes in class
Use vocabulary section in your textbook
Listen to tape of word lists
Put English label on physical objects
Keep vocabulary notebook
Use English media (songs, movies, newscasts etc.)
Testing oneself with word tests
Use spaced word practice
Skip or pass new word
Continue to study word over time

The second classification was proposed by Nation (2001, 2022) (Fig. 2.). His classification
scheme does not refer to O'Malley & Chamot’s (1990) or Oxford's (1990) categories.
Instead, his version, so he states, "tries to separate (1) aspects of vocabulary knowledge
(what is involved in knowing a word) from (2) sources of vocabulary knowledge, and (3)
learning processes" (Nation 2022: 318). Nation describes four general classes of strategies
that resemble the steps learners progress through in vocabulary learning: Planning, Sources,
Processes, and Skill in use. The planning stage includes selecting elements to give attention
to and organising a learning schedule. It involves selecting aspects of word knowledge to
focus on, which, in turn, entails awareness of the different kinds of knowledge and being

aware that they require different forms of practice (Nation 2022: 320). This category
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resembles what Oxford and Schmitt would term Metacognitive strategies. The
category Sources involves strategies which allow learners to handle unfamiliar vocabulary
items through, for example, guessing word meanings from their context, using a reference
source, or drawing from previous language knowledge (Nation 2022: 321). Processing
strategies are the strategies used for remembering and retrieving vocabulary. Such as noting
down words in a vocabulary log or attaching mental images to word forms to better
remember them (Nation 2022: 322-324). Nation's fourth category, Skill in use, refers to
strategies for incidental vocabulary learning through large amounts of input (e.g. watching
movies, reading literature) as well as learning through production (i.e. speaking and writing)

(Nation 2022: 324).

General class of strategies Types of strategies
Planning: Choosing what to focus Choosing words
on and when to focus on it Choosing the aspects of word knowledge

Choosing strategies
Planning repetition and spending time
Sources: Finding information Analysing the word
about words Using context
Consulting a reference source in L1 or L2
Using parallels in L1 and L2
Processes: Establishing knowledge = Noticing
Retrieving
Varied meetings and varied use
Elaboration

Skill in use: Enriching knowledge Gaining and coping with input through
listening and reading
Gaining and coping with output through
speaking and writing
Developing fluency across the four skills

Figure 2. Nation's taxonomy of VLS (Nation 2022: 319)

Upon comparing the two classifications, it becomes evident that Schmitt’s inventory is
notably more detailed as it lists specific actions as VLS, whereas Nation’s examples of
strategies resemble very broad descriptions of general categories. In principle, however, the
overall categories are quite similar, with  Nation's Planning relating to
Schmitt's Metacognitive category, Nation's Sources to Schmitt's Determination
strategies, and  Nation's Processing- resembling  Schmitt's Memory-  and Cognitive
strategies. Solely Nation's Skill in use lacks a definite equivalent in Schmitt's system, which

did not include extensive language input or -output.
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3.3.2 Prominent VLS
Research on vocabulary learning strategies in EFL learning has been conducted in various

countries and academic settings. Areas of investigation span from the early years of second
language education (Logojan 2021; Pavici¢ Takac 2008) to the university level (Ghalebi et
al. 2020; Fu 2021). Additionally, there are also studies which simultaneously explore
multiple academic levels (Schmitt & Schmitt 1993). The most recent meta-study on the use
of VLS by EFL learners was conducted by Behjat and Kargar (2017). Surveying 30 research
projects, their results showed that, overall, determination strategies are the most frequently
employed VLS among students, followed by Cognitive-, Memory- and Metacognitive
strategies. Social strategies were identified as the least utilised types of strategies. In terms
of individual strategies, they reported that two Determination strategies - guessing from
context and using a dictionary, were the most favoured strategies overall (Behjat & Kargar
2017: 7). Examining some of the prominent VLS offers insight into their utility for language
students.

The use of dictionaries serves multiple purposes, including aiding in the
comprehension of new words, facilitating language production, and supporting the
acquisition of language knowledge (Nation 2013: 414). The determination strategy Using a
dictionary denotes learners resorting to dictionaries to decipher unfamiliar words when they
are encountered in a text (Nation 2022: 363). This learning strategy involves a series of
steps that learners must navigate. To successfully look up a word in a dictionary, they need
to (1) Notice the unknown word, (2) Locate the entry within the dictionary, (3) Decide on
the most suitable sub-entry, and (4) Compare the meaning to the context and decide if it is
suitable (Nation 2013: 419).

The strategy Guessing from context involves using clues in the surrounding text to
guess the meaning of unknown words. Although learning new vocabulary by guessing from
context is a, predominantly, incidental learning activity, the principle of this strategy itself
can be practiced deliberately through context clue instruction by the teacher or practicing

and receiving feedback through ‘fill in the gap ’‘exercises (Nation 2022: 337, 360).

However, in order to use this strategy successfully, learners will need to be familiar with
around 95% of the remaining words in the text (Nation 2022: 341) making this strategy
more relevant for advanced learners (Gu 2003:6)

Shifting focus to Memory strategies, the strategy Use new words in sentences
embodies another form of contextual learning as it involves encoding the new vocabulary

item within a meaningful context (Gu 2003: 15). This will not only help in memorising the
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word through deeper engagement but also help learners understand that word meanings can
vary depending on the context of their appearance (Nation 2022: 350).

Semantic mapping, another Memory strategy involves creating a visual representation
of the connections and associations between different words. The benefits of this strategy

involve a deeper understanding as well as the “creation of an associative network for words”

(Zahedi & Abdi 2012a: 2274).

The strategy of Imagery or, as it is termed in Schmitt’s 1997 taxonomy, Study word
with a pictorial representation of its meaning has also been investigated by Zahedi and
Abdi (2012b). It entails the creation of a mental image of a specific word. This can be
achieved either independently, where students conjure their own mental images, or with the
aid of provided images designed to facilitate the process of creating a mental picture (Zahedi

& Abdi 2012b: 2268). They concluded that the “obtained findings indicate that this Memory
strategy engages learners in more cognitive activity, deeper processing, and higher retention
in vocabulary learning™ (Zahedi & Abdi 2012b: 2270). This VLS directly relates to
Thornbury’s (2002) description, of Imagining, a principle of memorisation, suggesting that

associated imagery helps learners remember words more easily (Thornbury 2002: 25). An
extension of this strategy is drawing or otherwise creating the imagery for even further
engagement with the item (Holden 1999:45).

Among Cognitive strategies, the strategy Use word cards is one of the most well-
known and frequently utilised VLS. This strategy involves forming associations between a
written L2 word and its meaning, either through a L1 translation or a picture. The learner
can either use hard-copy word cards on which they write the L2 word on one side and its
translation on the other or use digital flash card programs (Nation 2022: 397-398). Using
word cards facilitates the retrieval process as only one side of the card is visible to the
learner at a time and learners can enhance their learning engagement through guessing
(Nation 2022: 411). Furthermore, students can put deliberate focus on difficult words by
learning them separately or changing the order of the cards to give more repetition to words
with a higher learning burden. Switching the order of the cards will also avoid serial
learning — a condition in which one word aids the recall of the following word in the list

solely on the basis of its order in the reoccurring set (Nation 2022: 420).
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3.4 Learning strategy instruction

Having outlined the benefits of LLS / VLS as well as some prominent strategies for
vocabulary learning, the next subchapter will investigate how teachers can help learners
acquire and use these strategies. As Nation (2022: 326) points out: “(I)earners not only need

to know about the strategies but need to have skill in using them”. While learners do
instinctively develop methods for processing new information, remembering facts and
acquiring new knowledge, it cannot be expected that all (language) learners will be able to
come up with the necessary or suitable strategies for language learning, let alone apply them
without any help or previous training (Gu 2019: 22). This is where strategy instruction
comes into play.

Examining 77 reports, Plonsky (2019) demonstrated the positive impact of strategy
instruction on learners' language proficiency. His meta-study revealed that up to three-
fourths of students who received language strategy instruction performed above average
compared to those who did not (Plonsky 2019: 8). While this does provide support for the
classroom integration of strategy instruction, it is important to note that this correlation is
not equally strong across all skill areas. Whereas a high correlation between strategy
instruction and the performance in reading-, vocabulary- and writing tasks could be
observed, the impact of strategy instruction on listening tasks showed only slight
improvement (Plonsky 2019: 4, 11).

The ability to apply LS consciously and effectively is termed strategic
competence. This capacity involves declarative-, procedural- and conditional strategy
knowledge. Declarative knowledge refers to being aware of the repertoire of strategies
already available at one's disposal. Procedural knowledge denotes the ability to use a
particular strategy to complete a specific task. Lastly, conditional strategy
knowledge involves being aware of the "strengths and limitations of a particular strategy"
and knowing when and why to apply a strategy (Gu 2019: 24). Consequently, merely
presenting strategies to students will not suffice for instructing LS, instead it needs to be
aimed at fostering strategic competence. Notably, Plonsky (2019) highlights a "widespread
idiosyncrasy across studies in terms of different approaches to selecting strategies and
implementing programs of LLSI" and the "lack of detail provided in terms of the
instructional procedures" (Plonsky 2019: 5). Like the differing opinions on defining
learning strategies, this highlights the diverse opinions on how to effectively cultivate

strategic competence in language learners (Plonsky 2019: 5).
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3.4.1 Methods of LLS instruction
In general, strategy instruction (SI) can be implemented either explicitly or implicitly within

the language classroom. Explicit instruction entails teachers providing explanations of the
individual strategies and guiding the students in their application. In implicit instruction,
strategies are not explicitly discussed by the teacher or within the coursebook. Instead,
learners engage in the respective activities without direct explanation or demonstration of
the LLS (Psaltou-Joycey 2015: 33).

As has been described previously, strategic competence involves different aspects of

strategy knowledge: being aware of one’s strategy repertoire (declarative knowledge),
knowing how to apply a specific strategy (procedural knowledge), and judging when and
why a strategy can be useful (conditional knowledge) (Gu 2019:23). While each of these
aspects can be fostered through instruction, different types of SI are required to address
them effectively. Declarative knowledge is best developed by direct and explicit instruction,
whereas procedural knowledge is best acquired gradually through diverse and individual
practice opportunities. The development of conditional knowledge requires contextualised
instruction and practice under varying conditions (Gu 2019: 24, 25).

Various models of SI exist, beginning from stand-alone “learning to learn” courses,
designated learner guidebooks and self-access materials to complete instruction approaches
such as the SCL or CALLA strategy instruction model (Gu 2019: 26). The Cognitive
Academic Language Learning Approach (CALLA) originally developed by Chamot and
O’Malley (1994), is a top-down instructional approach which consists of the five steps of
(1) preparation, (2) presentation, (3) practice, (4) self-evaluation and (5) expansion/transfer

(Gu 2019: 26). Table 3. provides a short description of the individual CALLA phases.

Table 3. The steps of the CALLA procedure (Chamot & Harris 2019: xxvi)

Phase Description

. Teacher presents a task, and students brainstorm existing strategies (raising
Preparation .
metacognitive awareness).

Presentation | Teacher models strategies often by ‘thinking aloud’ how to tackle the task.

Students engage in activities to practise new strategies. Teacher may to

Practice scaffolds initial activities, gradually withdrawing support as students gain
confidence and competence.
Self- Teacher helps students to evaluate performance and usefulness of particular
evaluation strategy for specific task.
Expansion/ Students are encouraged to reflect on other tasks where they could use their
transfer newly acquired strategies.
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In this approach the teacher generally chooses the strategies to be taught and directs the
instruction starting from theory, moving on to individual practice, until arriving at
independent use and reflection. Strategic Content Learning (SCL) on the other hand, is a

‘bottom up’ approach, starting with a particular task and having teacher and students

working together to construct the suitable strategy for a particular task (Gu 2019: 29). In
comparison, whereas the CALLA suggests more explicit and deductive strategy teaching,
SCL favours inductive strategy discovery (Gu 2019: 29). Generally, most strategy
instruction in language teaching has followed the CALLA approach (Gu 2019: 29). or, at

the least, adheres to similar common principles, namely (1) raising student’s awareness, (2)

presenting and modelling, (3) (multiple) practice opportunities, and (4) self-evaluation
(Rubin et al. 2007: 143).

As a further issue, Psaltou-Joycey (2019) highlights, that “(a)ge-related concerns are
especially relevant to the design of the instruction, the types of strategies (...) and the
content of selected materials” (Psaltou-Joycey 2019:172). The implementation of strategies
may be restricted by the learners’ language knowledge and overall cognitive maturity
(Schmitt 1997: 226) and strategy use is likely to change during their development (Schmitt
1997: 226). Generally, so Schmitt (1990), students will gradually apply more complex
strategies that demand greater cognitive effort as they mature. Beginning learners are most
often restricted to written or verbal repetition and only later move on to interactive- and
metacognitive strategies (Schmitt 1997: 224). Consequently, the question arises, whether
some strategies should be taught at a specific language proficiency level. Whereas Schmitt
(1997) merely suggests that beginning learners should best be introduced to a variety of
strategies even though they might use some of them only later on (Schmitt 1997: 226).
Psaltou-Joycey (2019:174) suggests that different language proficiency levels may require
different strategies to be taught. However, little guidance is offered in the literature

regarding which strategies are most beneficial at which learner level. Psaltou-Joycey’s

(2015) teacher guidebook is a notable exception. In this publication she suggests several
LLSI activities for learner levels Al - B1. Those pertaining to beginners are: Asking for
clarification, Grouping / Classifying words, Using cognates, Using a dictionary, Making
inferences and predictions, and Associating. Apart from her description, no attempts at

providing guidelines for specific learner levels or constructing an SI curriculum have been

undertaken thus far.
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The instruction of learning strategies specific to vocabulary learning has received
attention from scholars such as Kameenui & Baumann (2012), Nation (2022), and Psaltou-
Joycey (2015). The overarching methodology of instructing VLS aligns with the approaches
for general LLS described above. The focus of the authors lies in providing descriptions of
different strategies and offering guidance on teaching applications. For instance, Psaltou-
Joycey (2015) describes the instruction of the VLS Using a dictionary by introducing the
students to the principle of alphabetical organisation by categorising and alphabetically
ordering nouns from handouts and having the students locate them in the dictionary.
Mirroring the principles described before, the teacher first introduces the strategy and
models the process, then learners engage in the hands-on activity using their dictionaries.
Lastly, evaluation encourages reflection on the approach's effectiveness, preparing learners
to expand and transfer their knowledge by bringing different dictionaries to class and

exploring their functionalities (Psaltou-Joycey 2015: 194 -195).

3.4.2 Coursebooks as material for strategy instruction

According to Psaltou-Joycey (2019), the success of SI is predominantly dependent on the
teacher’s willingness to integrate this process into their daily classroom practice (Psaltou-
Joycey 2019: 172). Still, in order to facilitate this integration, educators not only require the
theoretical knowledge and pedagogical competence, but also the suitable resources to
address this educational objective (Goh 2019: 267, 274). Reviewing several investigations
of textbook use, Vitta (2023) concludes that “most English Language Teaching (ELT)
contexts rely on textbooks and corresponding materials to drive the education process*
(Vitta 2023: 1,3), and Littlejohn (2017: 204) describes the textbook as the main “tool of the
trade" in language teaching. As ELT coursebooks significantly influence classroom
practice, it would be practical to incorporate strategy training directly into the coursebook
(Bastanfar & Hashemi 2010: 158). Unfortunately, there seems to be considerable room for
improvement regarding the status of SI integration into ELT material. Pawlak (2021)
criticises a gap between research and practical implementation of SI. Although aspects of
strategy instruction are being incorporated into coursebooks, and national curricula have
established SI as an educational objective, he affirms that the actual application of SI in L2
education proves, for the most part, negligible. According to the author, educational

materials lack principled strategy instruction and educators often “are reluctant to devote

time to strategies with so many other priorities on their agendas” (Pawlak 2021: 829).
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Similarly, Goh (2019) asserts that the lack of suitable material remains an issue in language
strategy instruction (Goh 2019: 267, 268) and Psaltou-Joycey (2019) remarks that “many

teachers encounter difficulty in finding materials specifically designed for that purpose”
(Psaltou-Joycey 2019: 172). Yet, despite their deficits in bridging LS theory and practice,
Psaltou-Joycey (2019) asserts that coursebooks can be useful for introducing LLS (Psaltou-
Joycey 2019: 174). According to the author, learning strategies often underlie coursebook
activities implicitly. She suggests that identifying these underlying strategies, can already

be valuable starting point for strategy instruction as by “ensuring they are then made explicit

to the learners, teachers help them become aware of their learning process and act more
independently” (Psaltou-Joycey 2019: 174). Where necessary, teachers should use or adapt
these activities to use as a basis for explicit and integrated strategy instruction. In order to
work with the material, she recommends the previously described CALLA procedure for
SI (Psaltou-Joycey 2019: 174, 178). Additionally, Psaltou-Joycey (2015) published a
teacher’s guide which offers SI activities to “complement the main coursebooks* (Psaltou-

Joycey 2015: 11), some of her suggestions will be referred to at a later point of the

investigation.

3.5 Previous investigations of coursebooks

In 1997 Schmitt wrote:

“Some of the insights gained from the research and scholarly discussion of
vocabulary learning strategies are filtering down into vocabulary materials. Many
of the newer vocabulary learning materials give prominence to introducing
strategies (although not necessarily labelled as such) which the learner can use to
independently improve their vocabulary” (Schmitt 1997: 203).

Although Schmitt’s quote highlights a positive trend of VLS incorporation into learning

materials, it is important to note that the number of studies investigating this inclusion is
relatively limited. Psaltou-Joycey's (2014) study, in which she investigated the inclusion of
LLS within Greek ELT coursebooks for primary grades 3—6 (ages 8-12) and secondary
grades 1-3 (ages 13-15), is among the most insightful projects. Revisiting this study in a
later publication, Psaltou-Joycey (2019) surmises that her previous findings could reveal
that, whereas integration of LLS for other skills was minimal, VLS and strategies for
reading comprehension were emphasised in the coursebooks (Psaltou-Joycey 2019: 174-

175). Regarding VLS specifically, prominent strategies identified throughout the primary
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grades were Using resources (dictionaries, internet), Repeating, Rote
memorisation, Guessing intelligently, Translating, Asking for help, as well as Cooperating
with others. VLS introduced from the 5th grade upwards (ages 11-12) were Grouping
vocabulary thematically and Semantic mapping (Psaltou-Joycey 2019: 175). She also
observed that the strategy of Using resources such as dictionaries was featured only in the
first and second lower secondary grades. However, she explains that this is likely because
it is considered an "ongoing procedure in FL learning and, therefore, after some practice, it
may be considered as ‘known’* (Psaltou-Joycey 2019: 177). She further notes that,
except Guessing, minimal activities to foster compensation strategies were present in the
coursebooks (Psaltou-Joycey 2019: 175), as well as a "lack of attention given to affective
strategies" (Psaltou-Joycey 2019: 176). She rationalises the limited compensation strategies
with the learners' low proficiency level and limited lexical knowledge, making it difficult
to compensate as concepts such as synonymy, paraphrasing or circumlocution are unlikely
to be available in lower proficiency levels. Regarding Memory strategies, she outlines that
students generally transition from basic rote learning to more intricate strategies,
progressing gradually as grade levels advance (Psaltou-Joycey 2019: 175).

Another study, conducted by Murray (2019), focused on examining VLS in three
commercial ELT coursebooks available in Japan. In contrast to Psaltou-Joycey (2019),
Murray's investigation delved into more advanced materials as she investigated material of
the CEFR level B1. The study revealed an emphasis on Cognitive strategies, with Study
and practice meaning in groups and Complete sentences with new words being among the
most frequently included strategies (Murray 2019: 730). Notably, Affective- or Social
strategies were either absent in the coursebooks or simply not analysed by the author.
Additionally, Murray highlighted a substantial difference in strategy variety between the
books, spanning from 16 to 30 different VLS within a series.

Lastly, another inquiry into VLS in coursebooks was conducted by Bastanfar and
Hashemi (2010). Their study set out to investigate the degree to which VLS research
informs local coursebooks from lower secondary to pre-university levels in Iran. Their
findings revealed a combination of both explicit and implicit strategy integration. However,
the overall range of VLS was found to be very limited, with the pre-university coursebook
displaying the highest degree of strategy integration. Although no individual strategies are
detailed in their publication, the authors describe an overall “lack of attention to

metacognitive strategies including strategies providing both for self-direction and self-
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assessment and monitoring” (Bastanfar & Hashemi 2010: 163). Notably, explicit
instruction on Cognitive- and Metacognitive strategies was entirely absent (Bastanfar &
Hashemi 2010: 163).

In conclusion, it can be gathered that although it could be confirmed that coursebooks
have integrated VLS theory, there seems to be considerable diversity in how it is integrated
and presented, as well as the actual strategies identified. Furthermore, the variations in L1
backgrounds across the conducted investigations add another layer of diversity. Overall, no
common trends can be deduced from the previous studies and further investigations will
need to be conducted to offer a more comprehensive picture of VLS integration into ELT

coursebooks.
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4. Methodology

4.1 Description of the study

This study investigates the integration of vocabulary learning strategies within English
school books designed for the first grade of Austrian AHS. The aim is to provide an
overview of the strategies included in the coursebooks, identify the most frequently
included VLS, and examine how the strategies are introduced to students. The coursebooks
selected for this project were published between 2004 and 2023, allowing a comparison of
different generations of ELT coursebooks. The methodology employs a two-phase
approach: a quantitative analysis of the textbooks, followed by a qualitative description and

critical discussion of the gathered results.

The research questions are the following:
1. Which vocabulary learning strategies are present in current and former Austrian
ELT schoolbooks for the first grade AHS?
2. How are these vocabulary learning strategies presented?
3. How do the former coursebooks compare to recently published ELT coursebooks in

terms of VLS inclusion and presentation?

Four book series for the first-grade AHS were selected, and from each series, both the
Workbook/ Activity book and the Coursebooks/Student’s book were included. Thus, eight
books in total were analysed. To answer the first research question, coursebook exercises
and elements of vocabulary presentation within the books were assessed. If the actions taken
in interacting with these elements corresponded to a vocabulary learning strategy, both the
strategy and the associated activity type of the item were recorded. The differentiation
between implicit or explicit integration and the documentation of activity types addresses
the second research question. Furthermore, it was recorded whether the presentation of the
strategy was implicit or explicit. The insights derived from this analysis, in conjunction
with the findings from the literature review, then informed the discussion of the third
question. The following subchapters introduce the coursebooks used in this study, outline
the applied analysis process, and describe the compiled VLS- and activity inventory. As a

last point, the limitations of the analysis are acknowledged.
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4.2 Coursebooks

This study analysed four book series, all formally or presently used in Austrian first-grade
AHS. The initial criterion for selection was that the respective books either currently are,
or previously were, part of the Austrian Schulbuchaktion, an initiative which has been
providing students in Austria with the necessary educational materials free of charge since
1972. Given the absence of available data indicating which schoolbooks are most frequently
used in Austrian classrooms, the decision was made to prioritise books featured on this list.
An additional criterion for selection was that each series consisted of two books: a
Coursebook, in one case, also termed Student's book, Learner's book, or Coursebook, and
a Workbook, also termed Activity book in one case. This choice was made to allow
comparability between the different series. Generally, the Student's book constitutes the
primary resource for in-class teaching and learning. It encompasses the core curriculum,
split into several units and different practice- or learning exercises. It covers grammar
explanation, includes vocabulary illustrations, and contains reading-, speaking-, listening-,
and writing exercises. The Workbook is split into units corresponding to the Student's book
and offers practice exercises aligned with the topics of the Student's book. It further contains
the core vocabulary of each unit, which it provides in the form of bilingual word lists,
semantic maps, and labelled illustrations, respectively. Table 4. provides an overview of
the eight books, and the following subchapters will briefly describe each series' key

features.

Table 4. Overview of analysed book series

Series Title Red line 1 English to go 1 More! 1 Cambridge global
English 1
Publisher OBV OBV Helbling Cambridge
University Press
Year published 2008 2004 2023 2023
2023/2024
Schulbuchaktion| Not included Included Included Included
Pages Coursebook: 223 | Coursebook: Student’s Book: | Learner’s Book:
Workbook: 87 160 148 170
Workbook: 112 | Workbook: 140 | Activity Book: 128
Units 7 20 15 9
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4.2.1 Red Line 1

The Red Line 1 (RL) series was first published in 2003, although the analysed edition is
from 2008. It last appeared on the list for the Schulbuchaktion in 2013/14. Despite its age,
it was chosen for analysis as it is the only book series among the selected books that
explicitly references the inclusion of language learning strategies (“Lernstrategien und

Kommunikationsiibungen”) in its content overview on the back cover text of the
Coursebook. Although it may no longer be used in Austrian classrooms, an analysis of this
book could serve as a valuable insight into how coursebooks pursue the aim of conveying
VLS to students. Both RL books are highly structured as they consist of 7 units, each of
which contains several thematic subchapters: Check in (introduces the unit), Language
(practice of the language skills and grammar), Story (a written story as well as topically
related exercises), Wordwise (vocabulary exercises) and Checkout (revision and summary
of the unit). Most vocabulary-specific exercises can be found in the Wordwise subchapter.
Each unit's vocabulary can be found at the end of the coursebook as an English-German

word list. The series ’description states that it was developed based on a goal-oriented

curriculum (Baer-Engel et al. 2008: 2), however due to the series’ age, this does no longer

reference the Austrian curriculum currently in place.

4.2.2 English to Go 1

English to Go 1 (ETG) was published in 2004 and is, thus, the oldest schoolbook analysed
in this study. Despite its age, the ETG series is still included in the current Schulbuchaktion
of 2023 / 2024. This book series was selected due to its unique status as an older text that
remains in potential use. The series comprises a Coursebook and a Workbook both
consisting of 20 units. Each unit of the Workbook ends with the unit's vocabulary in the
form of an English-German word list and a Vocabulary mapping of a particular topic.
Additionally, each unit closes with a “Self Check”. Its description on the publisher’s website
states that this series "embodies a new approach" (OBV 2024), connecting the newest
methodological innovations with approved approaches to learning and studying, and its
centrepiece is a holistic approach and a constructivist disposition (OBV 2024). It does not
explicitly mention the inclusion of learning strategies per se; however, it addresses that it
offers tips in addition to exciting tasks, discovery exercises and useful phrases for

conversation (Westfall & Weber 2004: 3).
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4.2.3. More! 1

The More! series was first published in 2007 and has been included in the Schulbuchliste
ever since. The analysed publication of More is the most recent edition, published in 2023.
This series is known for its numerous supplementary resources, such as additional practice
books and digital practice materials, and is, therefore, widely used throughout Austrian
lower secondary classrooms. Only the Student’s book and Workbook have been analysed
for this study to allow comparability with the other works. Both books consist of 18 units,
each unit of the Workbook ending with the unit’s vocabulary in the form of an English-
German word list and topical vocabulary illustrations. The description on the publisher’s
website states that the More! coursebooks adhere to the current 2023 curriculum and follow
a competence-oriented approach. Among other features, they also highlight enjoyment in

learning through the use of poems, chants, and songs (Helbling 2024).

4.2.4 Cambridge global English 1
CGE is a new book series first published in 2023. The school year 2023/2024 is, thus, the

first year that this book series is included in the Schulbuchliste. It is the newest book series
to be analysed in this study. The two books are termed Learner’s book and Activity book,
each consisting of nine units. Each Workbook unit ends with the unit's vocabulary in the
form of an English-German word list. In its description text, the Activity book references
the new competence-oriented curriculum. It describes that besides the language content on
its own, this book encompasses the overarching, cross-curricula topics of Media Education,
Political education, Economic- and Consumer education, Educational-, Vocational-, and
Life orientation, as well as Entrepreneurship education. It references the CEFR levels Al-
A2, and the material reflects the principle of: "an enquiry-based, language-rich approach to
learning", as well as a focus on "English for educational success" (Dokalik-Jonak 2023: 3).
Additionally, each exercise in the book references an included competency grid. As the
book states, this feature lets students become acquainted with competence-oriented tasks
and cultivate solution-oriented working skills (Dokalik- Jonak 2023: 3). Although the books
themselves do not include any reference to learning strategies, the publisher’s website,
advertises that the Cambridge global English series (1-4) offers a new, research-based
approach to learning. Among other features, the publisher claims that, with the help of their
series, students will learn English vocabulary in a meaningful way and be able to implement
strategies to master every language-situation with confidence (Bildungsverlag Lemberger

2024).

38



4.3 The analysis

This study adopts the definition of vocabulary exercise from Brown (2010) as: "as any
activity that focuses on the form, meaning or use of an item or items" (Brown 2010:87). In
the majority of cases, the vocabulary items were single words; however, for some activities,
formulaic expressions or word chunks were included as well, if the focus was specifically
on common phrases (i.e. expressions such as “good morning”, or idioms such as “break a
leg”). Much like in Brown's (2010) study, this definition of vocabulary activity often meant
that elements designated as Writing or Speaking were also included, as well as methods of
vocabulary presentation such as pictures with accompanying labels, word lists, or mind
maps. Exercises focused on free writing were counted as long as they focused on the use of
specific and predetermined vocabulary. Writing tasks with less focus on particular words
and a heavier emphasis on the specific text type or exercises that presented or practised
grammatical concepts were not counted. Fill-in activities were counted if particular or pre-

given words needed to be inserted based on the surrounding context.

4.3.1 VLS inventory

Before the analysis of the books could be carried out, an inventory of VLS had to be selected
as the foundational framework for investigation. Similar to previous publications in this
field (Thiendathong & Sukying 2021; Ueno & Aliponga 2021), this thesis's inventory of
VLS is based on foundational taxonomies. The complete inventory of this study is a
combination and adaptation of previous taxonomies. It results from an iterative process,
starting with an initial catalogue of strategies and was further developed throughout the
analysis process. The initial inventory for the present study was Schmitt's 1997 inventory
of VLS, which includes 58 concrete vocabulary learning strategies and is the most detailed
inventory of VLS up to date (Chapter 3). The reasons this inventory was chosen as the basis
for this study were twofold: its richness in strategies offered the potential for comprehensive
coverage and the fact that it holds an established position in the field of VLS research, which
ensures alignment with current research and allows for comparative analysis between other
studies of this kind. However, Schmitt's taxonomy, although a suitable starting point for the
analysis, was insufficient to describe all VLS in the analysed coursebooks. This limitation
arose from the fact that Schmitt’s inventory, albeit extensive, is also restrictive. Schmitt
recorded concrete and distinct activities as individual VLS, thus making it possible for an

activity to meet the formal criteria of a VLS but not be included in Schmitt's inventory. As
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mentioned in Chapter 3, Schmitt notes that his taxonomy "should not be viewed as
exhaustive but rather a dynamic working inventory which suggests the major strategies"
(Schmitt 1997: 204), suggesting that new elements should be added where suitable.
Ultimately, this meant that to describe all VLS appearing in the coursebooks, some
strategies needed to be added during the analysis. The inventory that informed the additions
to Schmitt's inventory was that of Nation (2001). As described in Chapter 3, Nation's
taxonomy of VLS comprises broad categories and is, thus, less restrictive on the individual
strategies included within its main classes of VLS. This fact allows for additional strategies
to be placed within its framework. This circumstance can be more clearly explained through
an example: The coursebook features an exercise in which the students must find rhyming
words by matching several given words into pairs or coming up with a rhyming partner for
a given word. The VLS, Remember words through rhymes, is not present in Schmitt's
taxonomy, although this action could be qualified as a VLS. If this study exclusively
referred to the VLS included in Schmitt's taxonomy, it would be difficult to record this
action as a VLS. However, Nation’s taxonomy lists mnemonics as a VLS, which, being a
broad category, includes the particular action of Remember words through rhymes.
Ultimately, the decision to include an activity as an additional strategy was made based on
two main criteria. Firstly, it needed to align with the formal definition of VLS and fall into
one of the primary VLS categories, such as Cognitive- or Metacognitive strategies.
Secondly, the activity had to be distinctly different from the VLS already present in
Schmitt's inventory. When an activity met both conditions, it was considered a distinct VLS
and subsequently added as a new category to the analysis. In the previous example,
Remember words through rhymes was added as an additional, separate VLS in the category
of Memory strategies.

Ultimately, the final inventory of this study consists of all strategies found that
occurred at least once in any of the eight books, which resulted in a total of 38 different
strategies. Although the inventory is a product of the analysis and, therefore, a result, it is
already presented here (Table 5.) to provide a comprehensive description of the
methodology. The new strategies added to Schmitt's original inventory are marked with *.
Furthermore, some of the names for VLS in Schmitt's inventory have been slightly altered
to ensure uniformity in designation and to provide a more transparent description. For
example, Schmitt's VLS Word cards is termed Study with word cards, and Schmitt's VLS
Dictionary is referred to as Use a dictionary in this study. The respective strategies are

marked with **

40



Table 5. VLS inventory of this study

Strategy

Analyse affixes and roots

Analyse parts of speech

Ask teacher / classmates for help*

Check for LL1 cognate

Guess meaning from textual context

Make guesses™

Use a dictionary**

Connect word to a personal experience

Connect the word to its synonyms and antonyms

Group words together to study them

Learn vocabulary in its context*

Play a game with the vocabulary items*

Practice through freewriting**

Say new word aloud when studying

Study phrases / chunks*

Study collocations*

Study homophones*

Study spelling of a word

Study word parts (compound words)*

Study word with a pictorial representation of its meaning

Remember words through rhymes*

Translate sentences from English to German *

Use new word in a sentence

Use physical action when learning a word

Use real objects & say word out loud*

Use semantic feature grids

Use semantic maps

Use synonyms or paraphrase to study a word*

COG Put English label on physical objects

COG Sing songs & repeat poems*

COG Study with word cards**

COG Use English German word lists (rote repetition)™**
COoG Written repetition

Identify unknown words*

Skip or pass new word

Tipps to remember things better™®

Use spaced word practice

SOC Study and practice meaning in a group
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4.3.2 Activity types inventory

To determine how individual strategies are presented in the coursebooks, the activity type
of each coursebook element containing a VLS was recorded. This, as described above,
included both designated vocabulary exercises, methods of vocabulary presentation, as well
as activities designated as speaking or writing if they included a VLS. The designation
activity type was chosen for this description, as it constitutes a broad category that can
include conventional exercises (i.e. cloze exercise, matching definitions), reading or
looking at vocabulary presentations, as well as actions such as singing songs or playing
games. To avoid too many categories, all elements which served as vocabulary presentation
methods, such as word lists, labelled illustrations, or mind maps, received the activity type
Vocabulary presentation. Like the VLS inventory, the inventory of activity types was a
product of the analysis itself and the categories were added and combined were suitable
during the process of analysis. Ultimately, 19 activity types were recorded in this study;

they are listed in Table 6. alongside their definition.

Table 6. Activity type inventory

Activity type Description
Analysing Students analyse vocabulary items to identify a specific feature
Asking verballly Students ask a question verbally
Controlled Students write sentences with the given words following a predefined
sentence writing scheme

Creating visual

. Students create drawings or categorise information visually
representation

Creative sentence . . .
Students freely write sentences using the given word

writing
Dictionary using Students use a dictionary
Filling in Students fill in the blank with given vocabulary items
Findj;% :)Tt odd Students decide which vocabulary item does not fit within a group
Labelling Students write down the suitable word or phrase onto or under its

matching picture, description, or physical object.
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Listing Students list words (pre-given or thematic)
Matching All vocabulary items are given and students connect the matching pairs
Multiple choice All vocabulary items are given and students choose / tick the suitable
one(s)
Oral repetition Students repeat vocabulary aloud
Physical action Students performing actions that convey meaning of vocabulary
Playing Students play games involving vocabulary items
Vocabulary Different Methods to present and Illustrate vocabulary items (e.g. mind
presentation maps, labelled pictures, word lists)
Translating Students translate English sentences j[O German or German sentences to
English
Underlining Students underline specific words or phrases
Writing Students write down given vocabulary items

4.4 Process of analysis

With the help of the initial VLS inventory, each coursebook activity or method of
vocabulary presentation was evaluated. If a particular strategy was conveyed through one
of the coursebook elements, the item was recorded as one instance of the particular VLS.
Two aspects were considered in determining whether a VLS was associated with the
particular item: the instructions and the actions taken to complete the given task. Regarding
the latter, the term action is defined as both the mental processes involved in understanding
and completing a given task (such as memorisation or manipulation), as well as the actual
physical effort during the activity (e.g. speaking out aloud or miming). Additionally, the
activity type was recorded. If a particular VLS was introduced explicitly, meaning that the
strategy was presented as such via its heading or an accompanying explanation, it was
separately recorded as an additional item with the exercise type Explicit instruction. In the
case of two VLS being present in one singular item or if an exercise could be classified as
a mixture of two strategies, the strategy that featured predominantly was recorded. As
described earlier, if an activity portrayed the characteristics of a VLS but was not part of

Schmitt's taxonomy, Nation's broader categories were taken into account, and additional
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VLS were added to the inventory where necessary. If items contained the same strategy but
exhibited only minor differences in task execution, they were not recorded as separate VLS
but merged into one VLS. After initial analysis, the recorded strategies were grouped into
the respective strategy categories of Cognitive-, Metacognitive-, Memory- and Social
strategies adhering to Schmitt's original classification (Chapter 3.3.1) to offer a
comprehensive overview of the primary category of strategies incorporated in the books. In
regard to the strategies that were added to Schmitt’s (1997) inventory, the most appropriate
category based on Schmitt's category descriptions (Chapter 3.3.1) was assigned. The initial
step in the quantitative evaluation involved calculating the occurrences of each strategy
within each individual book, each book series, and across all eight books collectively. This
quantification was also done for the different activity types of the implicitly included VLS.
It soon became evident that, although several strategies were included in the books, the
differences in occurrence designate some VLS as more prominent than others. Furthermore,
the high number of individual strategies meant that not each individual strategy could be
discussed separately within this thesis. Therefore, as a next step, it had to be decided which
strategies could be considered main strategies overall and for each book series individually.
For this, the total number of occurrences was compared, and it was found that clear
categories, high-, medium-, and low-frequency strategies, could be established. Notably,
the allocation of a particular VLS into one of the frequency categories depended on its
relative occurrence compared to the other strategies and, consequently, varies between each
book series. Overall, however, three or fewer instances were regarded as low-frequency in
all series. In terms of activity types, no categorisation into high- or mid-frequency was
attempted. Instead, activity types that appeared five times and above for the individual
series and 45 times and above for the summarised results will be regarded as main activity
types. Ultimately, for the summarised results and the four book series individually, the main
VLS and main activity types were identified. The discussion will focus on them, as

discussing each individual element would go beyond the scope of this thesis.

4.4.1 Limitations

Naturally, this method of analysis is not without limitations. Although the definition and
classification of VLS are theoretically well founded, the decision to record a particular
coursebook exercise as including a specific VLS may not be straightforward in some cases.
Ultimately, a certain degree of subjective judgment remains inevitable due to two aspects.

Firstly, the specific intention of the exercise's creator is often not known, and secondly, the
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degree of actual strategy use or instruction, i.e. the involvement load of the actual element
of vocabulary learning (Chapters 2.2.2 & 3.2) may vary between individual exercises.
Consequently, in some cases, the integration of the VLS was judged too minor compared
to the whole task of the individual exercise. This meant that although an element of VLS
was present in the exercise, other demands of the task (e.g. speaking) were judged to
overshadow this aspect to such a degree that its role as VLS practice or - introduction was
too minor, especially in comparison with other exercises present in the books. Furthermore,
as described above, the designation of main strategies did depend on their relative frequency
to the other VLS and was determined without the help of statistical tests. However,
regarding the research objective of this thesis, this less precise approach suffices, as the
primary goal is to provide an overview of VLS and highlight potential focus points. Rather
than an exhaustive statistical analysis, the goal is a comprehensive understanding of VLS
integration into ELT coursebooks. Nevertheless, these limitations should be taken into

consideration in the interpretation of the results.

5. Results

This chapter presents the results gathered in the analysis. Starting with a general overview
including all eight books, the total sum of strategies and their respective activity types is
shown. The results in the tables are ordered according to frequency of appearance.
Following this, the individual results for each book series are displayed separately, again
ordered according to their frequency. As described in the previous chapter, for the
individual VLS, the results will be sorted into high- mid- and low-frequency strategies. The
high- and mid-frequency VLS will be highlighted in addition to the total results in the table.
Concerning the activity types, primary activity types will be identified as those with five
occurrences and up. These will also be presented separately in addition to the tables for
better visibility. The instance count of strategy categories, activity types, or individual
strategies is given in brackets, however, the designation ‘instance’ will not be included for

easier readability.
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5.1 Overview of results

The following section presents the summary of results for all eight books of the four
different series. The full strategy inventory has already been presented in Table 5. (Chapter
4). Here, implicit and explicit strategy instruction are presented separately for a better
overview. The first table (Table 7.) shows the overall frequency of the individual strategy
categories. Table 8. shows the overall results for implicitly presented strategies gathered in
the analysis of the four book series and Table 9. shows the overall results for explicitly
presented strategies. The two books of each series have been joined together for a better
overview. The abbreviations (MEM, DET, COG, SOC, MET) designate the strategy

categories Memory, Determination, Cognitive, Social, and Metacognitive.

Table 7. Overview of results for strategy categories

Category MEM | DET | COG | MET | SOC
Total frequency of VLS instances 356 69 59 4 1
Number of different individual VLS 21 7 4 4 1

Table 7. shows that the predominant category among the observed VLS is Memory
strategies. Determination strategies, followed closely by Cognitive strategies, appear with
medium frequency while Metacognitive and Social strategies rarely occur throughout the
eight books. In terms of VLS variety of these categories, the previous order is mirrored with
the exception that four different Cognitive strategies as well as four different Metacognitive
strategies were identified, although the overall number of occurrences is much higher for

Cognitive VLS.
Table 8. shows all implicitly included VLS within the eight books. Overall, 468 instances

of coursebook items containing implicitly presented strategies have been recorded and 27

different VLS have been identified.
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Table 8. Overview of results for all implicitly integrated VLS

Cat. VLS Activity type RL |ETG | More | CGE | Sum
Vocabulary presentation 3 3 26 21
Study word with a pictorial Matching 1 5 17 9 144
representation of its meaning Labelling 5 4 29 15
Creating visual representation / 1 1 4
Creative writing 3 6 1 6
. Multiple choice / / / 1
Use new word in a sentence — 71
Controlled writing 1 8 6 3
Filling in 7 9 10 10
- Vocabulary Presentation 1 21 16 11
Use a dictionary Dictionary using 2 / 1 1 >3
Finding the odd one out 3 2 / /
Group words together to study them Listing 14 6 1 2 52
Vocabulary presentation / 24 / /
COG Sing songs & repeat poems Oral repetition 12 18 14 7 51
. Creating visual representation | 2 3 / 2
Use semantic maps - 15
Vocabulary Presentation / 8 / /
Writing 2 2 / 7
Remember words through rhymes - 14
Matching / 1 / 2
Say new word aloud when studying Oral repetition 1 / / 11 12
Oral repetition / / 1 2
Study spelling of a word Writing 2 1 1 / 8
Filling in / 1 / /
Play a game Wlth the vocabulary Py 2 | / 3 6
items
Connect words to its synonyms and Matching 2 / / 3 5
antonyms
Use physical action when learning a Vsl eien / / / 3 3
word
Use semantic feature grids Filling in / / / 3 3
Filling in 1 / / 1
Study homophones - 3
Matching / / / 1
Matching 1 / / 1
Study word parts (compound words) - 3
Analysing / / / 1
. Filling in / 2 / /
Guess meaning from textual context : 3
Matching / 1 / /
Analyse parts of speech Analysing 2 / / 1 3
Translate sentences from English to i 1 2 / / 3
German
Connect word to a personal Filling in / 1 / /
. — 2
experience Writing 1 / / /
. Matching 1 / / /
Study collocations - 2
Vocabulary presentation / 1 / /
Use synonyms or paraphrase to Matching / 1 / / 5
explain the meaning of a word* Writing / 1 / /
(Analyse) Affixes and roots Analysing 1 / 1 / 2
Ask teacher / classmates for help Asking verbally / / / 2 2
Check for L1 cognate Analysing 1 1 / / 2
COG | Put English label on physical objects / / 1 / 1 2
COG Written repetition Writing / / / 1 1
Identify unknown words Underlining / / / 1 1
Sum of implicit strategy integration 72 | 135 | 125 | 136 468
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Examining the individual frequencies of each VLS, a distinction can be made between high-
mid- and low-frequency strategies. As evident in the table, five strategies were significantly
more prominent throughout the book series than any of the remaining 35. Whereas these
five strategies appeared at least 51 times or more throughout the eight books, all remaining
strategies appeared only 15 times or less. The following VLS can, thus, be identified as the

high-frequency strategies throughout the four coursebook series:

+ Study word with a pictorial representation of its meaning
+ Use new word in a sentence

* Use a dictionary

* Group words together to study them

+ Sing songs and repeat poems

All of the high-frequency strategies appeared in each of the book series. Although this is
not the case for the next group of strategies, their overall frequency in the summarised
results designates them as mid-frequency strategies. These strategies appear more than 10

times in the eight books together, they are:

+ Use semantic maps
* Remember words through rhymes

 Say new word aloud when studying

Lastly, among the low-frequency strategies, two groups can be established, whereas all
remaining strategies appear three times or less, the following three strategies appear 8 to 5
times:

» Study spelling of a word

* Play a game with the vocabulary items

* Connect words to its synonyms and antonyms

Next, Table 9. presents the explicitly presented strategies which could be found in the four

book series.
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Table 9. Overview of results for all explicitly integrated VLS

Cat. VLS Activity type RL | ETG | More | CGE | Sum total
MEM Use semantic maps Explicit instruction 1 1 / / 2
COG Study with word cards Explicit instruction 2 1 / / 3
MEM Study phrases / chunks Explicit instruction / 2 / / 2
MEM Practice through freewriting Explicit instruction / 1 / / 1
MEM Use new word in a sentence Explicit instruction 1 / / / 1
MEM Learn vocabulary in its context Explicit instruction 1 / / / 1
MEM | Use real objects (+ say word out loud) | Explicit instruction 1 / / / 1

Make guesses Explicit instruction / 1 / / 1

Check for L1 cognate Explicit instruction 1 / / / 1

Guess meaning from textual context Explicit instruction 1 / / / 1
Use a dictionary Explicit instruction 1 / / / 1

coc |ty Cizg;?g(;n‘;"rd IstsHEoten N Ciomstmoriont R [ /A B 1

COG Put English label on physical objects | Explicit instruction 1 / / / 1
Use spaced word practice Explicit instruction 1 / / / 1

Skip or pass new word Explicit instruction 1 / / / 1

Tipps to remember things better Explicit instruction / 1 / / 1

SOC | Study and practice meaning in a group | Explicit instruction 1 / / / 1
Sum of explicit strategy integration 14 7 0 0 21

As evident from the table, only two of the four series, RL (14) and ETG (21) contain
explicitly presented VLS. Overall, 17 individual VLS were presented explicitly in both
books. Within the two series, the most frequent strategy, with three instances, is Study with
word cards followed by Use semantic maps and Study phrases / chunks with two instances
respectively. The first two VLS appear in both books, whereas Study Phrases / Chunks only
occurs in ETG. All other strategies appear only once and thus, in only one of the two series
each. All explicitly integrated VLS within the RL series were found in the Coursebook, and
in the ETG series all appeared in the Workbook.

As the final aspect in the investigation of individual VLS, Table 10. lists the 35
strategies of Schmitt’s (1997) inventory, which did not appear in any of the analysed
coursebooks. As Schmitt (1997) identified 58 vocabulary learning strategies, 23 strategies
are shared between Schmitt’s - and the present study’s inventory, while 15 were added as

new strategies during this study. These newly added VLS are indicated as such in Table 5.
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Table 10. Schmitt’s (1997) strategies not included in this study’s inventory

Category

VLS

Analyse any available pictures or gestures

Monolingual dictionary

Word lists

Flash cards

Ask teacher for L1 translation

Ask teacher for paraphrase or synonym of new word

Ask teacher for sentence including the new word

Social

Ask classmates for meaning

Discover new meaning through group work activity

Teacher checks student’s flash cards or word lists for accuracy

Interact with native speakers

Image word’s meaning

Associate the word with its coordinates

Use ‘scales’ for gradable adjectives

Peg Method

Loci Method

Group words together spatially on a page

Group words together within a storyline

Study the sound of a word

Image word form

Underline initial letter of the word

Configuration

Use keyword method

Affixes and roots (remembering)

Part of speech (remembering)

Use cognates in study

Learn the words of an idiom together

Take notes in class

Use vocabulary section in your textbook

Cognitive

Listen to tape of word lists

Keep vocabulary notebook

Verbal repetition

Testing oneself with word tests

Skip or pass new word

Continue to study word over time

Turning now to the manner of integration, Table 11. lists the activity types of the items
which contained the different VLS throughout the books. The VLS throughout the four
series were incorporated within 19 different types of coursebook activities. 11 activity types
appeared in each book series at least once, namely: Vocabulary presentation, Oral
repetition, Labelling, Filling in, Matching, Listing, Controlled sentence writing, Writing,

Creative sentence writing, Creating visual representation, and Analysing. However, not all
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activity types are included equally, and five primary strategies can be identified:
Vocabulary presentation, Oral repetition, Labelling, Filling in, and Matching. CGE
includes the most unique activity types, with Asking verbally, Underlining, and Multiple

choice exclusively appearing within this series.

Table 11. Overview of all activity types for all series

Activity type RL ETG More CGE Sum
Vocabulary presentation 4 57 42 32 135
Oral repetition 13 18 15 20 66
Labelling 5 5 29 16 55
Filling in 5 8 17 16 46
Matching 8 13 10 14 45
Listing 14 6 1 2 23
Controlled sentence writing 1 8 6 3 18
Writing 5 3 1 8 17
Creative sentence writing 3 7 1 6 17
Creating visual representation 2 4 1 6 13
Analysing 4 1 1 2 8
Playing 2 1 / 3 6
Finding the odd one out 3 2 / / 5
Dictionary using 2 / 1 1 4
Physical action / / / 3 3
Translating 1 2 / / 3
Asking verbally / / / 2 2
Underlining / / / 1 1
Multiple choice / / / 1 1

Lastly, Table 12. displays the summarised results for each book series individually. It
presents the total sum of VLS instances as well as the share of explicitly and implicitly
included strategies. It also shows the variety of different strategies, with RL containing the
highest number of different VLS (28), followed by ETG (22) and CGE (20). The More
series contains the least variety, with only 8 different VLS overall. The last column of the
table depicts the variety of activity types. CGE has the highest number of different activities
(17), followed by RL (15), then ETG (14), and More (12).

Table 12. Summarised results for each book series individually

Series Sum all instances : Sum YLS » Sum VLS explicit Sum of ('liff. Su.m. of diff.
of VLS instances implicit strategies activity types
RL 86 72 14 28 15
ETG 142 135 7 22 14
More 126 126 0 8 12
CGE 136 136 0 20 17
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5.2 Individual books

In the following subchapters the results for the individual books in each series are presented.

The lists are, again, sorted according to frequency of the individual VLS. Strategies which

did not feature in the books have been left out of the respective tables.

5.2.1 Red line 1

Table 13. shows the results for implicit strategies within the book series RL, ordered by

frequency. Overall, 72 instances of implicit VLS inclusion could be found, 39 of which

were found in the Coursebook and 33 in the Workbook.

Table 13. Implicit VLS in the Red Line 1 series

Cat. VLS Activity type CB | WB | Both | Total
Listing 9 5 14
Group words together to study them — 17
Finding the odd one out / 3 3
Sing songs & repeat poems Oral repetition 12 / 12 12
Filling in 2 5 7
Use new word in a sentence Creative writing 1 2 3 11
Controlled writing / 1 1
Labelling / 5 5
Study word with a pictori'al representation of its e 3 / 3 9
meaning
Matching 1 / 1
Use a dictionary Dictionary using / 2 2 3
Vocabulary presentation 1 / 1
Analyse part of speech Analysing / 2 2 2
Connect words to its synonyms and antonyms Matching 1 1 2 2
Remember words through rhymes Writing 1 1 2 2
Use semantic maps fg;::sl;ﬁ t;iisélgl 1 1 2 2
Study spelling of a word Writing 1 1 2 2
Play a game with the vocabulary items Playing 2 / 2 2
(Analyse) Affixes and roots Analysing / 1 1 1
Check for L1 cognate Analysing / 1 1 1
Connect word to a personal experience Writing 1 / 1 1
Study homophones Filling in / 1 1 1
Say new word aloud when studying Oral repetition 1 / 1 1
Study collocations Matching 1 / 1 1
Study word parts (compound words) Matching 1 / 1 1
Translate sentences from English to German Translating / 1 1 1
Total 39 (33| 72 | 72
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Based on the results, four high-frequency strategies (17-11 instances), and one mid-

frequency strategy (9 instances) can be identified for this series.

High-frequency:
* Group words together to study them
+ Sing songs and repeat poems

» Use new word in a sentence

Mid-frequency:

+ Study word with a pictorial representation of its meaning

Table 14. lists the activity types that appeared as elements of (implicit) VLS instruction
throughout the RL series. Overall, 15 activity types were found in this series, with six of
them standing out as main activity types based on their frequency: Listing, Oral repetition,

Filling in, Matching, Labelling, and Writing

Table 14. Activity types in the Red Line 1 series

Activity type Instances

Listing 14
Oral repetition

—_
W

Filling in
Matching
Labelling
Writing

Analysing

Vocabulary presentation

Creative sentence writing

Finding the odd one out

Creating visual representation

Dictionary using

Playing

Controlled sentence writing

Translating

Asking verbally

Multiple choice

Physical action

~| ~ ~| | =] =[N W W K| AW W N

Underlining

Sum of individual activity types

—_
()]
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5.2.2 English to go 1

The results from the analysis of the ETG Student’s and Workbook are presented in Table
15; again, ordered according to frequency. The explicitly integrated strategies for this book
have already been listed in Table 9. and will not be repeated here to avoid redundancy.

Within this series, the majority of VLS were integrated into the Workbook.

Table 15. Implicit VLS in the English to go 1 series

Cat. VLS Activity type CB | WB | Both | Total
Finding the odd one out 2
Group words together to study them Listing 2 6 32
Vocabulary presentation 1410 | 24
Creative writing 2 4 6
Use new word in a sentence Controlled writing / 23
Filling in 5 4
Use a dictionary Vocabulary presentation 120 21 21
Sing songs & repeat poems Oral repetition 18 | / 18 18
Vocabulary presentation 1 2 3
Study word with a pictorial representation of Matching 2 3 5 13
its meaning Labelling 202 4
Creating visual representation / 1 1
. Creating visual representation | 1 2 3
Use semantic maps - 11
Vocabulary presentation 1 7 8
Writing / 2 2
Remember words through rhymes - 3
Matching / 1 1
. Filling in 1 1 2
Guess meaning from textual context - 3
Matching / 1 1
. Writing 1 / 1
Study spelling of a word — 2
Filling in / 1 1
Translate sentences from English to German Translating 1 1 2 2
Use synonyms or paraphrase to explain the Matching . 1 )
meaning of a word Writing / 1 1
Check for L1 cognate Analysing / 1 1 1
Connect word to a personal experience Filling in 1 / 1 1
Play a game with the vocabulary items Playing 1 / 1 1
Put English label on physical objects / 1 / 1 1
Study collocations Vocabulary presentation / 1 1 1
Total 55| 80 | 135 | 135

Within this series, 142 instances of VLS could be identified. The categorisation into
frequency categories provides one high-frequency (32 instances) and five mid-frequency

strategies (23-11 instances):
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High-frequency:
* Group words together to study them

Mid-frequency:

+ Use new word in a sentence

+ Sing songs and repeat poems

* Use a dictionary

+ Study word with a pictorial representation of its meaning

+ Use semantic maps

Table 16. depicts the frequency of the different activity types in the ETG series. For this
series, eight main activity types included the different VLS: Vocabulary presentation, Oral
Repetition, Filling in, Controlled sentence writing, Matching, Creative sentence writing,

Listing, and Labelling.

Table 16. Activity types in the English to go 1 series

Activity type Instances

Vocabulary presentation 57

Oral repetition 18

Filling in 13

Controlled sentence writing
Matching

Creative sentence writing

Listing
Labelling

Creating visual representation

Writing

Finding the odd one out

Translating

Analysing

Playing

Asking verbally

Dictionary using

Multiple choice

Physical action

~| [~~~ | ||~V ||| J |0 |0

Underlining

Sum of individual activity types

-
~
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5.2.3 More! 1
The results for the More series can be found in Table 17. In this series 126 instances of VLS,
which were made up of eight different strategies, have been recorded. The majority of VLS

were integrated into the Workbook.

Table 17. Implicit VLS in the More! 1 series

VLS Activity type SB | WB | Both | Total
Vocabulary presentation 5 121 | 26
Study word with a pictori_al representation of its Matching 1| 6 17 7
meaning Labelling 9 |20 | 29
Creating visual representation / 1 1
Vocabulary presentation 1 15 | 16
Use a dictionary Vocabulary presentation / / / 17
Dictionary Using / 1 1
] Creative writing / 1 1
Use new word in a sentence Multiple choice / / / 17
Controlled writing / 6 6
Filling in 4 6 10
COG Sing songs & repeat poems Oral repetition 14 / 14 14
Oral repetition 1 / 1
Study spelling of a word Writing / 1 1 2
Filling in / / /
(Analyse) Affixes and roots Analysing / 1 1 1
Finding the odd one out / / /
Group words together to study them Listing / 1 1 1
Vocabulary presentation / / /
| MEM | Say new word aloud when studying Oral repetition 1 / 1 1
Total 46 | 80 | 126 | 126

One high-frequency and three mid-frequency strategies can be identified:

High-frequency:

+ Study word with a pictorial representation of its meaning

Mid-frequency:
» Use a dictionary
» Use new word in a sentence

 Sing songs and repeat poems
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Table 18. shows the distribution of activity types within the series. Overall, 12 different
types could be established, with 6 main activity types: Vocabulary presentation, Labelling,

Matching, Oral repetition, Filling in, and Controlled sentence writing.

Table 18. Activity types in the More! 1 series

Activity type Instances

Vocabulary presentation 42
Labelling 29
Matching 17

Oral repetition 15

Filling in

—_
(=]

Controlled sentence writing

Analysing

Creating visual representation

Creative sentence writing

Dictionary using

Listing

Writing

Asking verbally

Finding the odd one out

Multiple choice

Physical action

Playing

Translating

~ |~~~ ~ ]|~ ~|—= | === =] =] O

Underlining

Sum of individual activity types

—_
N9}

5.2.4 Cambridge global English 1

In Table 19. the results for the CGE series are presented. Overall, 136 instances of VLS
integration could be found and 20 different strategies were identified. A slight majority of
VLS were present in the Activity book. Within this series, one high-frequency and five mid-

frequency strategies can be identified.

High-frequency:
+ Study word with a pictorial representation of its meaning
Mid-frequency:

» Use new word in a sentence
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Use a dictionary

* Say new word aloud when studying

Remember words through rhymes

 Sing songs and repeat poems

Table 19. Implicit VLS in the Cambridge global English 1 series

Cat. VLS Activity type LB | AB | Both | Total
Vocabulary presentation 1219 | 21
Study word with a pictorial representation of its Matching 6 |3 9 49
meaning Labelling 2 |13 ] 15
Creating visual representation 1 3
Creative writing / 6
) Multiple choice / 1
Use new word in a sentence — 20
Controlled writing 1 2 3
Filling in 1 9 10
U dicti Presentation 1 10 | 11 7
s¢ a dictionaty Dictionary using / 1 1
Say new word aloud when studying Oral repetition 10 | 1 11 11
Writing 5 2 7
Remember words through rhymes - 9
Matching / 2 2
COG Sing songs & repeat poems Oral repetition 6 1 7 7
. Creating visual representation 1 1 2
Use semantic maps - 2
Presentation / / /
Connect words to its synonyms and antonyms Matching 1 2 3 3
Use physical action when learning a word Doing the action 3 / 3 3
Finding the odd one out / / /
Group words together to study them Listing / 2 2 2
Vocabulary presentation / / /
Use semantic feature grids Filling in 2 1 3 3
Oral repetition 2 / 2
Study spelling of a word Writing / / / 2
Filling in / / /
Matching / 1 1
Study word parts (compound words) Analysing 1 / 1 2
Play a game with the vocabulary items Playing 3 / 3 3
Filling in 1 / 1
Study homophones - 2
Matching / 1 1
Ask teacher / classmates for help* Asking verbally 1 1 2 2
Analyse part of speech Analysing 1 / 1 1
COG Put English label on physical objects / 1 / 1 1
COG Written repetition Writing / 1 1 1
Identify unknown words Oral repetition 1 / 1 1
Total 63 | 73 | 136 | 136
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Table 20. depicts the instances of the individual activity types found within this series.
17 different activity types and eight primary activity types can be identified: Vocabulary
presentation, Oral repetition, Labelling, Matching, Filling in, Writing, Creating visual

representation, and Creative sentence writing.

Table 20. Activity types in the Cambridge global English 1 series

Activity type Instances

Vocabulary presentation 32

Oral repetition 20

Labelling 16

Matching 16

Filling in

—_
n

Writing

Creating visual representation

Creative sentence writing

Controlled sentence writing

Physical action

Playing

Analysing

Asking verbally

Listing

Dictionary using

Multiple choice

Underlining

Finding the odd one out

~[ (=== NN ]|W|W|lwWw|c|[c\|oo

Translating

Sum of individual activity types

—_
~
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6. Discussion

The following chapter discusses the results gathered in the analysis and their implications
for the research questions of this thesis. The first two research questions: Which vocabulary
learning strategies are present in current and former Austrian ELT schoolbooks for the first
grade AHS?, and How are these vocabulary learning strategies presented? will first be
answered for all eight books summarised to provide a holistic perspective of the gathered
results. The following subchapter will then discuss the two questions for each book series
individually to highlight distinct features, or patterns within their approaches to VLS.

To address the first research question, exploration will begin with an examination of
the overall strategy categories, to establish which types of strategies are emphasised in the
coursebooks. Subsequently, the individual strategies will be discussed.

To identify how the strategies are integrated, the type of inclusion, whether implicit or
explicit, as well as the activity types in which they appear will be discussed. Within the
discussion of activity types, observations on the activities’ complexity and associated
involvement load will be offered to help characterise the types of activities associated with
VLS.

The third research question: How do older generations of ELT course books compare
to newer generations in terms of VLS inclusion and presentation? will then be answered
through a comparison between the individual books.

Due to the large number of individual strategies and activity types across all series, a
detailed discussion of each encountered VLS would exceed the scope of this thesis.
Therefore, the focus of the discussion will lie on the most prominent strategies and activity
types, which will be referred to as main strategies and main activity types (Chapter 4).
Throughout this discussion individual low-frequency strategies will only be briefly
addressed. The full list of strategies is presented in Table 8. for reference. Notably, certain
aspects discussed for the overall results, such as added strategies or the overall distribution
of the strategy categories, will not be repeated in the discussion of the individual series.
This decision was taken due to the observed similarity across the series concerning these
aspects. Where relevant to the discussion, the count of individual strategies or activity types

will be given within brackets. However, for better readability the designation “instance”

will not repeated.

60



6.1 Holistic results

Throughout all 8 books 38 different strategies in a total of 489 individual coursebook
activities could be identified (Table 8. & Table 9.). Considering Schmitt’s (1997) inventory
included 58 individual strategies this can be considered a noteworthy variety of strategies
overall. As offering a variety of strategies can aid students with different learning
preferences find the strategy that works best for them (Dérnyei & Ryan 2015: 170-171,
Weinstein et al. 2011: 49), this suggests that the books can provide ample opportunities for
strategy instruction. 15 strategies were added to Schmitt’s collection, adhering to his notion
of a “dynamic working inventory” (Schmitt 1997: 204). This suggests that coursebooks can

provide a number of VLS which may not yet be collected in prominent strategy catalogues.

6.1.1 VLS categories
The results encompass each of Schmitt's (1997) strategy categories: Determination-,
Memory-, Cognitive-, and Social strategies; however, a clear trend can be observed in
regard to their frequency. First, it was found that considerable emphasis exists on Memory
strategies in both quantity and variety across the four series. This strategy category includes
actions that facilitate the integration of new information and generate the mental processing
necessary for long-term retention (Schmitt 1997:212). The predominance of this strategy
type could be explained through four possible factors. Firstly, the majority of Schmitt’s
collected VLS were Memory strategies as well (27 out of 58), suggesting that a large variety
of actions that can aid learners in vocabulary learning fall under this category.
Consequently, this strategy type will include the majority of possible VLS. Secondly,
Memory strategies may most frequently underly schoolbook tasks, as typical coursebook
(vocabulary) exercises commonly emphasize form and meaning of lexical items (Brown
2010: 83). Thirdly, an emphasis on vocabulary memorisation in course books for beginning
ESL learners seems sensible, as in the beginning stages of language learning, the first
threshold of words must be achieved in order to facilitate further, more implicit and self-
directed learning (Kersten 2010: 67-68). Psaltou — Jocycey (2015) stresses the importance
of Memory strategies stating that “(i)t is crucial to teach Memory strategies since learners
are not aware of the various ways in which they can retain new information* (Psaltou -
Joycey 2015: 187).

The next most frequent strategy category, Determination strategies, encompasses

actions to aid learners in uncovering the meaning of unknown words (Schmitt 1997:208).
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Their integration complements the primary focus on Memory strategies, helping students
determine the meaning of unfamiliar words they may encounter during interaction with the
target language. The relatively lower number of Determination strategies compared to
Memory strategies could be explained by the inherent characteristics of Determination
strategies (i.e. students experience a lack of information and take steps to discover the
meaning of an item), which make implicit integration into coursebook exercises
challenging. Furthermore, the meaning of yet unknown words needs to be discovered for
practicing the use of Determination strategies. Confronting learners with many unfamiliar
items that require deduction and discovery may overwhelm them and would likely prove
very time-consuming, especially in beginner classes. For this reason, instead of a high
number of activities to practice this VLS category, offering a variety of different
Determination VLS might be more beneficial. This would introduce students to several
alternative strategies to determine the meaning of unknown words if an already attempted
one proved unsuccessful. In the analysis, 69 instances and 7 different individual
determination strategies could be identified. Considering that Schmitt initially identified 9
strategies within this category, the variety of Determination strategies found in the analysed
coursebooks can be regarded as high for the cumulative results despite the seemingly low
number when compared to the predominant Memory strategies. This supports the idea that,
although few practice opportunities are given, the coursebooks provide several alternative
strategies.

The next most frequently observed category is Cognitive strategies. These strategies
are closely related to Memory strategies; however, instead of "manipulative mental
processing" (Schmitt 1997:215), they include manual and physical approaches to learning
and reviewing vocabulary, such as using word cards or labelling real-life objects (Schmitt
1997: 215). Overall, 59 individual instances and 4 different VLS of this category were
identified. The limited presence of Cognitive strategies compared to Memory strategies
could be attributed to two factors. Firstly, a smaller number of Cognitive strategies overall
have been collected by Schmitt. In his original inventory, only 9 of 58 different strategies
belonged to this category, showing that fewer strategies of this category have been collected
thus far overall. Secondly, it can be assumed that, much like Determination strategies,
Cognitive strategies are less easily incorporated into coursebook activities due to their
(mostly) explicit nature. This circumstance also makes repetition within the same book
unlikely, as several explicit introductions would be unnecessary. Thus, like Determination

strategies, the number of individual practice opportunities is less significant. Instead, the
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variety of Cognitive VLS is of particular interest as students may prefer different methods
of vocabulary study. However, only four different strategies were found throughout the
books, showing that little emphasis is placed on integrating a variety of Cognitive VLS.
Lastly, Metacognitive- and Social strategies occur with a low frequency overall. With
four Metacognitive- and only one Social strategy, both categories receive practically no
attention in the coursebooks. Schmitt (1997: 224) mentions that beginning learners are less
likely to use Metacognitive and Interactional- (i.e. Social-) strategies as cognitive maturity
and language proficiency can be influential factors in their application. Therefore, the
assumption that these strategy types are too advanced for beginning learners could be a
reason for their limited inclusion in the coursebooks. A further factor contributing to the
sparse incorporation of Metacognitive strategies could be that the same strategy will
presumably appear only once in the same book, as they would most likely be presented
explicitly. Social strategies for vocabulary learning involve interaction or collaborative
work in pairs or groups (Schmitt 1997: 211). The Austrian AHS curriculum states that

“‘communicative language competence is the overarching goal of foreign language

instruction”, clearly emphasising the aspect of communication (Bundesministerium fiir
Bildung 2023:174). Thus, the singular appearance of a Social strategy is somewhat
surprising. However, although communicative competence may be generally emphasised
in the books, the focus of these elements may lie more on language usage than vocabulary
learning.

In summary, the analysis of VLS categories revealed a noteworthy emphasis on
Memory strategies, which could be attributed to various factors, including the general
prevalence of strategies for memorisation as suggested by Schmitt's (1997) original
inventory and the practical focus on form and meaning in typical coursebook activities.
Determination strategies complement Memory strategies but are fewer in number due to
potential challenges in implicit integration and the need for more time-consuming practice.
Despite the apparent scarcity, the coursebooks offer diverse Determination strategies.
Cognitive strategies are limited in number, possibly due to their more explicit nature.
Metacognitive and Social strategies receive minimal attention, which can potentially be
attributed to their perceived advanced nature. While the curriculum emphasises
communicative language competence, this social interaction is not applied to vocabulary

learning.
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6.1.2 Individual VLS

Looking at the individual strategies throughout the books, 38 different VLS could be found.
Considering that Schmitt’s (1997) inventory consisted of 58 different VLS, this can be
regarded as a relatively good variety overall. 23 strategies are shared between this study’s
- and Schmitt’s inventory, while the remaining 15 were added as new strategies during the
analysis (Table 5). Thus, 35 VLS present in Schmitt’s (1997) inventory could not be found
in the analysed books of the current study (Table 10). Schmitt’s inventory was created by
surveying vocabulary reference books and English textbooks. Additionally, he consulted
learners as well as teachers of English to record further strategies (Schmitt 1997: 204, 218).
As Schmitt’s resources were not limited to a particular learner level and his survey included
600 participants, it is unsurprising that he recorded a higher number of strategies than the
present study. Nevertheless, the considerable number of additional strategies recorded in
this study highlights that a wide variety of VLS exists and suggests that new strategies may
emerge over time. As described before, this aligns with Schmitt’s description of a “dynamic
working inventory” (Schmitt 1997:204), in which strategies can change and new VLS can
be added. Yet, the circumstance that several strategies deemed noteworthy by Schmitt are
not integrated into the Austrian coursebooks also raises the question of why the authors of
the schoolbooks chose not to include these VLS. Examining the respective strategies,
several possible reasons emerge, depending on the nature of the individual VLS. For
instance, actions such as Take notes in class, Keep a vocabulary notebook, Ask teacher for
L1 translation, paraphrase or synonym of new word, or Continue to study word over time
are undoubtedly valuable and common VLS; however, it is likely that they are considered
fundamental lesson practices in the Austrian classroom and, consequentially, do not need
to be instructed or prescribed through the coursebooks. Other VLS, such as Group words
together within a storyline or the use of a Monolingual Dictionary, are presumably too
advanced to be included in coursebooks for beginning learners, as they require additional
language knowledge. Furthermore, some strategies, such as Verbal repetition, Study the
sound of a word, or Imagine Word form, might be included to some degree in the Austrian
books; however, since only the most prominent VLS of an activity was recorded they do
not receive focused attention in the coursebooks. Lastly, VLS, such as the Keyword Method,
the Loci Method, or the Peg Method, which are all different types of mnemonic techniques,
could be suitable for beginning learners. However, they require comparably more practice

than other VLS, and considering their need for explicit instruction, it is not surprising that
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they do not appear in the investigated coursebooks. Overall, comparing the two inventories
highlights the diversity of VLS and suggests possible considerations the authors of the
Austrian schoolbooks may have had when deciding whether to include individual strategies.

Returning to the VLS which did appear in the investigated coursebooks, it could be
seen that the overall instance count of the different strategies varies widely, ranging from
144 instances to a single occurrence, showing a clear emphasis on particular strategies.
Examining the individual frequencies of each VLS, a distinction could be made between
high- mid- and low-frequency strategies. In the following sections, the high- and mid-
frequency strategies will be examined, and their implications for the learners will be
discussed. Due to the limited scope of this thesis, only select low-frequency strategies will
be briefly mentioned. The complete listing of low- frequency strategies can be derived from
Table 8.

By a notably substantial margin, the most frequently encountered strategy was the
Memory strategy Study word with a pictorial representation of its meaning (144). This VLS
involves associating either provided or self-created imagery with newly learned words
(Zahedi & Abdi 2012b: 2268). The prevalence of this strategy type suggests an emphasis
on visual learning in line with appropriate learning material for younger learners. Thornbury
(2002) also underscores the process of imagining as an important principle in memorisation
(Thornbury 2002: 25), which highlights the value of incorporating this VLS into the
coursebooks. Implicit integration of this strategy predominantly occurred through pre-
labelled photos and illustrations. Occasionally, activities involving labelling or matching
definitions to images included this VLS, and in a few instances, students were asked to
create their own pictorial representations.

The second most frequently employed strategy, Use new word in a sentence (71), is,
likewise, a Memory strategy. This strategy entails learning words in a contextualised
manner rather than memorising isolated words and their translations (Gu 2003: 15).
Depending on the activity type, varying degrees of freedom to use the words are given.
Most often the strategy could be found in the form of Filling in activities, or the activity
Controlled sentenced writing. On a few occasions fully Creative sentence writing was
included as well. Compared to the predominant VLS Study word with a pictorial
representation of its meaning this VLS not only practices the form-meaning connection of
a vocabulary item, but also incorporates other aspects of word knowledge such as

collocations and grammatical functions (Nation 2022: 54, 350).
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The third strategy among the high-frequency VLS is Use a dictionary (53), a
Determination strategy. The fact that this VLS occurs among the most frequently used
strategies is not surprising yet crucial, as it is essential for beginning learners to be able to
consult a digital or physical dictionary to determine the meaning of unknown words (Nation
2013: 414). This strategy was mainly included within the activity type Vocabulary
presentation, meaning that the dictionary section within the books provided reference for
the students. Very sparsely, actual dictionary use was the focus of the respective activities.
This strategy is, by a large margin, the most frequently included Determination strategy as
all other encountered strategies of this category - Guess meaning from textual context,
Analyse parts of speech, (Analyse) Affixes and roots, Ask teacher/classmates for help,
Check for L1 Cognate, and Make guesses — are all in the low-frequency range, appearing
only 1-3 times in all books combined. This fact can be explained by the consideration that,
apart from the strategy Ask teacher/classmates for help, all other Determination strategies
require additional language knowledge which novice learners, most likely will not be
familiar with yet. Consequentially, focusing on the straightforward strategy Use a
dictionary seems suitable for beginner coursebooks.

Next, Group words together to study them (52) constitutes the fourth strategy in the
high-frequency tier. Using this Memory strategy, students group words according to
predefined or self-selected characteristics to aid recall (Schmitt 1997: 213). Considering
that more advanced learners seem to favour grouping strategies rather than beginners
(Schmitt 1997: 213), it is interesting that this strategy also frequently features in beginner
coursebooks. Through several of the series, this strategy appeared most often within the
activity type Listing, meaning that students were given vocabulary items, which they had
to sort into fitting categories based on specific characteristics. In one book series, this
strategy appeared in the activity type Vocabulary presentation, meaning that in this series,

vocabulary was often introduced in the form of related groups such as “Food” or “Family”.

Sing songs and repeat poems (51) constitutes the only Cognitive strategy among the
five high-frequency strategies. This strategy was added during this study and was not

initially present in Schmitt’s original inventory. It was inspired by and adapted from

Schmitt’s strategy Use English-language media (songs, movies, newscast, etc.), which was

initially a Metacognitive strategy. However, in the context of the books, the focus on
repeating songs and poems to review and practice essential vocabulary items was

foregrounded, which is why this strategy was added within the Cognitive category. The
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frequent occurrence of this strategy type could be explained by the fact that younger learners
are most likely to enjoy singing together in class and learning funny poems by heart
(Psaltou-Joycey 2019: 174). Although primarily associated with practicing pronunciation,
singing and reciting poems can also be an entertaining way to introduce, practice, and
memorise vocabulary (Ratu 2014: 40).

Coming now to the mid-frequency strategies, three strategies appear more than 10
times in the summarised results: Use semantic maps (15), Remember words through rhymes
(14), and Say new word aloud when studying (12).

Use semantic maps can be viewed as a progression of the strategy Group words
together to study them, as it uses spatial arrangement and, often, several branches to

visualise shared characteristics of vocabulary items and “indicates their relations including

cause and effect or superordinate category/hyponym” (Psaltou-Jocycey 2015: 171). In her
“Teacher’s guide” Psaltou- Joycey (2015: 171) recommends this strategy for levels A2-B1,
which suggest that this strategy is a moderately advanced VLS making it noteworthy for it
to be included in beginner coursebooks. Another notable aspect is that within roughly half
of the instances, this concept was used for Vocabulary presentation and in the other half
the students were required to create the maps themselves, thus spanning from a very low,
to quite high actual application of this strategy.

The appearance of the strategy Remember words through rhymes (14) is also

interesting, as it was not part of Schmitt’s original inventory but has been suggested by

Psaltou- Joycey (2015:53). This VLS is a subcategory of mnemonics and, considering the
often humorous nature of rhymes, can be deemed a suitable strategy for younger learners
(Ratu 2014: 40).

Lastly, the strategy Say new word aloud when studying (12) involves verbal practice.
Together with Sing songs and repeat poems these VLS cater to a preference for verbal
learning. Presumably, this strategy does not appear more frequently because it is
straightforward, and the books will not repeatedly point out that learners can verbalise new
words when studying. Furthermore, most speaking will likely be encouraged in designated
speaking exercises without an additional focus on vocabulary learning.

In summary, the analysis of individual VLS across the books revealed a large variety
of strategies; however, due to their highly varying frequencies, a selection of 8§ main
strategies is notably more prominent than the remaining VLS: Study word with a pictorial

representation of its meaning, Use the new word in a sentence, Use a dictionary, Group
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words together to study them, Sing songs and repeat poems, Use semantic maps, Remember
words through rhymes, and Say new word aloud when studying. The most frequently
encountered strategy, Study word with a pictorial representation of its meaning, emphasizes
visual learning, aligning with the needs of younger learners. The second most frequent, Use
the new word in a sentence, incorporates aspects beyond form-meaning connections. Use a
dictionary, the only Determination strategy among the main VLS, holds significance for
beginning learners as it is essential for consulting unfamiliar words. Group words together
to study them is a notable integration as it is generally considered a more advanced VLS.
Sing songs and repeat poems is the only Cognitive strategy, albeit suitable for beginning
language learners. Among the mid-frequency strategies, Use semantic maps appears as a
progression of grouping words, demonstrating a moderately advanced VLS. The inclusion
of Remember words through rhymes, and Say new word aloud when studying, both

emphasising verbal practice, constitute VLS catering to different learning preferences.

6.1.3 Incorporation of VLS

This subchapter will address how the strategies are integrated into the books. To accomplish
this, the amount of explicit and implicit strategy presentation will be contrasted, and the
main different activity types discussed.

From the 38 different strategies identified, 27 were presented implicitly within
exercises of various types, and 17 were presented explicitly in designated segments titled
learning tip, or study tip. Six strategies were integrated both implicitly as well as explicitly
throughout the books. Arguably, there is no need to explicitly introduce a VLS more than
once in a book, which is why it is not surprising that the majority of explicit strategies
appear only once as such. This first observation shows that the majority of included VLS
are not introduced as such to the learners. Consequently, as suggested by Psaltou-Joycey
(2019:172) it appears primarily the responsibility of the teacher to recognise, draw attention
to, and introduce the students to the underlying strategy embedded in an activity to facilitate
students' application of different VLS in their autonomous learning.

Focusing now on activity types, the VLS throughout the four series were incorporated
within 19 kinds of coursebook elements (Table 11.). Each VLS was incorporated within
one to a maximum of four different activity types. Notably, the strategies Study word with
a pictorial representation of its meaning and Use new word in a sentence showed the most
diversity, each being featured in four different activity types, suggesting a versatile

approach to reinforcing these strategies.
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The overall most frequent activity type was Vocabulary presentation (135). Although
Vocabulary presentation may not be a coursebook feature, commonly regarded as an
activity, it poses the initial step of vocabulary learning as students engage in reading and
viewing the content. Nation (2022) refers to this primary interaction with the word as
Noticing (Nation 2022:105). As these are beginner coursebooks whose primary aim is
introducing the base vocabulary to young learners, it is unsurprising that this activity type
occurs predominantly.

The second most frequent activity type was Oral repetition (66), which most often
included the strategy Sing songs and repeat poems but was also associated with Say new
word aloud when studying. This activity type will appeal more to learners who prefer oral
production when studying.

Following this, the activity types, Labelling (55), Filling in (46), and Matching (45)
also incorporated several VLS. These activity types are similar in nature, providing context,
descriptions, or illustrations that the students have to associate with the vocabulary items.

Similar to the individual VLS the activity types which only occur with low frequency
are fairly mixed in terms of difficulty and complexity. For example, the activity types
Analysing (8) or Finding the odd one out (5) require prior knowledge and involve more
intricate thinking, which may render them too advanced for beginning language learners.
In contrast, activity types like Playing and Physical action can be considered more
accessible and possibly more suitable for young students.

Lastly, the analysis of activity types shows varying levels of involvement, indicating
differences in the extent of interaction during learning. As discussed in Chapter 2.2.2,
activities characterised by a high degree of need, search, and evaluation correspond to a
high involvement load and are associated with more effective learning outcomes (Hulstjin
& Laufer 2001: 543-544). While the activity Vocabulary presentation facilitates noticing
vocabulary items, it does not generate the same level of involvement as activities like
Creating visual representation or Creative Sentence Writing. Examining the most frequent
activity types - Vocabulary presentation, Oral repetition, Labelling, Filling in, and
Matching, it becomes evident that the main activities generally entail low- to medium
involvement loads. Creative Sentence Writing (17) and Analysing (8) exhibit the highest
engagement levels among all recorded activity types. Despite the occasional occurrence of
higher-involvement activities, the predominant trend suggests a prevalence of medium to

low-involvement activities that incorporate VLS.
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In summary, the inclusion of VLS across all books primarily leans towards implicit
methods. Notably, the most frequently employed activity types for implicitly included VLS
- Vocabulary presentation, Oral repetition, Labelling, Filling in, and Matching, tend to
exhibit low complexity, aligning with the language level of the books. Moreover, these
main activity types effectively cater to visual, oral, and written vocabulary practice
preferences. The incorporation of the same strategies into different activity types

accommodates students with diverse learning preferences.

6.2 Individual results

As mentioned above, the discussion of strategy categories will not be repeated for the
individual books. Memory strategies constitute the predominant category in all series,
followed by Determination as the second most frequent, and Cognitive strategies as the
third, except in RL, where the positions of Determination and Cognitive strategies are
switched. Notably, Metacognitive strategies are present in only three series, with More
lacking any VLS of this category. The singular Social strategy that was found appears in
RL. Again, only the high- and mid-frequency strategies will be discussed as main strategies.

Regarding activity types, those appearing 5 times, or more are considered main activity

types.

6.2.1 Red line 1
RL is the oldest book series in the analysis and no longer part of the Schulbuchaktion in
2023/2024. A notable feature of this series is the explicit mention of the inclusion of
Language learning strategies, specifically “Lernstrategien und Kommunikationsiibungen”
(Baer-Engel et al. 2005) in its description. Altogether 86 instances of VLS were found in
RL’s Coursebook and Workbook, making it the series with the fewest instances of VLS
overall. However, what sets RL apart is its high diversity of VLS, including a total of 28
different strategies within 15 different activity types. Additionally, it is the only series in
which all of Schmitt’s (1990) strategy categories were represented. This makes it the series
with the most variety of strategies. Within RL, three main strategies were found: Group
words together to study them (17), Sing songs and repeat poems (12), Use new word in a
sentence (11), Study word with a pictorial representation of its meaning (9).

An interesting aspect of this series is the fact that instead of the VLS Study word with

a pictorial representation of its meaning, is notably less pronounced than the results across
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all series might suggest. Instead, the strategy Group words together to study them, is
included most often, suggesting a focus on categorising vocabulary within this series.
Together with Sing songs and repeat poems and Use new word in a sentence the main
strategies depict an emphasis on contextual and practical application of vocabulary.
Although the overall prominent strategy Use a dictionary (3) does not appear among the
main strategies, it is included as an explicit strategy within this series. Together with the
overall variety of strategies in the books, the RL series can thus be considered a very diverse
book series in regard to VLS inclusion. However, considering that 40 different strategies
are incorporated within only 86 instances of strategy inclusion, this series places more
emphasis on a variety of different strategies rather than on a lot of repeated practice
opportunities.

A look into how the strategies are integrated reveals 72 implicit, and 14 explicitly
presented instances of VLS throughout the two books. With this, the book series stood out
as having the most explicitly introduced VLS among the four series. This aligns with
expectations, considering that this was also the only series that explicitly emphasised the
inclusion of learning strategies. Interestingly, all explicitly introduced VLS all appeared in
the Coursebook, suggesting an intended thematisation of these strategies within the
classroom context, likely together with the teacher.

Overall, 6 main activity types could be identified for RL. This series possesses a heavy
focus on the activity types Listing (14), and Oral repetition (13) and a smaller focus on
Filling in (8). The focus on Listing, is linked to the series’ emphasis of grouping words
together. Other main activity types are Matching (5), Labelling (5), and Writing (5).
Interestingly, the most frequent activity type of the summarised results, Vocabulary
presentation (4), does not appear in the primary activity types of this series.

Furthermore, RL contained a very similar amount of VLS in Student’s book &

Workbook, meaning that students will encounter VLS in equal parts during independent
work as well as in-class work.

In summary, the RL series places an emphasis on the VLS Group words together to
study them and incorporates the majority of VLS inclusion into Listing and Oral repetition
activities. Notably, the overall most frequent activity type Vocabulary presentation, is
absent from RL's primary activity types. Additionally, it stands out as the series with the
fewest instances, yet with the greatest variety of VLS and contains the most instances of

explicit VLS integration among the selected series.
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6.2.2 English to Go 1

The ETG series is the second oldest series and the oldest series still included in the
Schulbuchaktion. With 142 instances, it has the highest overall count of VLS, including 22
different strategies within 14 different activity types. A total of 6 main VLS have been
established for this series: Group words together to study them (32), Use new word in a
sentence (23), Study word with a pictorial representation of its meaning (13), Use a
dictionary (21) Sing songs and repeat poems (18), and Use semantic maps (11).

Like in the RL series, the most frequent strategy Group words together to study them
indicates an emphasis on learning topically related words. The remaining strategies show a
balanced distribution in their frequency, representing a balance between vocabulary
contextualisation, -memorisation, -rehearsal, and -discovery. The strategy Use semantic
maps is unique among the main strategies as ETG is the only series including this VLS
within its most frequent strategies. As this VLS revolves around creating visual
representations of topical relations among words (Zahedi & Abdi 2012a: 2274), it further
emphasises the focus on categorising within this series presentation but adds an additional
visual element.

In terms of integration, ETG introduces 7 VLS explicitly, all of which are found in the
Workbook. Notably this marks the second coursebook pair in which explicit VLS are
introduced. Regarding activity types, ETG encompasses 7 main activity types, with
Vocabulary presentation (57) emerging as the most frequent type, aligning with the
summarised results. The remaining main activity types are Oral repetition (18), Filling in
(13), Controlled sentence writing (8), Matching (8), Creative sentence writing (7), Listing
(6), and Labelling (5). The incorporation of Controlled sentence writing and Creative
sentence writing elevates the overall involvement load of the main activity types in this
series, beyond what the overall results would suggest.

The distribution of VLS within Student’s Book, and the Workbook was fairly even

with only a slight majority appearing in the Workbook suggesting a subtle emphasis on
VLS integration in independent work.

In summary, ETG stands out as possessing the highest overall count of VLS among
the four series and the second most explicitly integrated VLS. It emphasises the VLS Group
words together to study them, in addition to a unique focus on the VLS Use semantic maps,

both portraying an emphasis on topical vocabulary. ETG possesses a very diverse selection
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of main VLS and its activity types including implicit VLS suggest a tendency toward a

higher involvement load than could be seen in the summarised results.

6.2.3 More! 1
The More series is a widely used series throughout the lower secondary AHS and has

appeared within the Schulbuchaktion since 2007. The analysed edition is the most recent
and was published in 2023. This installment of the More series incorporates 126 instances
of VLS consisting of 8 different strategies within 12 distinct activity types. More stands out
as the series with the least diversity, both in terms of individual VLS as well as activity
types. Additionally, it contains only three of the five strategy categories, including no
Metacognitive- or Social VLS. Considering that the overall VLS instance count is similar
to the other books, this suggests a recurring focus on a select few VLS rather than a high
variety with fewer individual practice opportunities. This series features four main
strategies: Study word with a pictorial representation of its meaning (73), Use a dictionary
(17), Use new word in a sentence (17), and Sing songs and repeat poems (14).

The main strategies as well as their frequency closely highlight a pronounced emphasis
on illustrating and visually contextualising vocabulary. Additionally, the series possesses a
subtle emphasis on introducing the students to dictionary usage, using new words in
context, and remembering words through songs and /or poems. Despite the overall limited
variety of VLS, More is able to provide the students with different facets of VLS through
the varied character of its main strategies.

Looking into how the strategies are integrated, reveals that all VLS are implicitly
incorporated, requiring the teachers to introduce the concept of VLS for conscious
application by the students. Regarding the activity types of the elements including VLS, 12
different types were established, marking More as the series with the least overall variety
in activity types. Despite this comparably low variety, 6 main activity types emerged with
the most frequent Vocabulary presentation (42), being mainly linked to the strategy Study
word with a pictorial representation of its meaning. This suggests a focus on providing
visual representation to students rather than encouraging them to create imagery
themselves. Most other predominant activity types, namely Labelling (29) and Matching
(17), Oral repetition (15) and Filling in (10) are in line with this observation as they offer
little creative freedom and are associated with low levels of involvement overall. Solely,
the activity type Controlled sentence writing (10) stands out as a more interactive activity.

Concerning the distribution of VLS the two books showed a heavier emphasis on strategies
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within the workbook, necessitating teacher intervention to guide students through
independent exploration.

Overall, it can be summarised that the More series introduces students to a small
selection of individual VLS suggesting a focus on select strategies as opposed to a large
variety. However, despite its limited variety, it offers different facets of VLS through its
main strategies, focusing on visual learning, dictionary use, incorporating new words in
sentences, and memorising through songs and poems. More exclusively features implicit
strategy integration and possesses the least variety of activity types among the four series.
This series is also characterised by only minimally interactive activity types with a focus

on Vocabulary presentation and Labelling.

6.2.4 Cambridge Global English 1

The analysed edition of CGE published in 2023 marks its debut within the Schulbuchaktion
in the academic year 2023/2024. Across the two books of this series 136 VLS instances and
20 different individual strategies were identified. Among these, one high-frequency and 5
mid- frequency strategies were identified, totaling 6 main VLS: Study word with a pictorial
representation of its meaning (49), Use new word in a sentence (20), Use a dictionary (12),
Say new word aloud when studying (11), Remember words through rhymes (9), Sing songs
and repeat poems (7).

Considering the frequency of the main VLS, Study word with a pictorial
representation of its meaning and the first mid-frequency VLS Use new word in a sentence
it becomes apparent that CGE possesses a focus on illustration as well as contextualisation
of vocabulary. The two strategies Say new word aloud when studying and Sing songs and
repeat poems, depict an additional emphasis on oral practice within this series. The minor
focus on the strategy Remember words through rhymes is also interesting, as it was a new
strategy added to Schmitt’s original inventory and does not appear among the primary
strategies for any of the other series. Likewise, the VLS Say new word aloud when studying
also appears only in CGE’s main VLS.

Regarding the method of strategy integration, all strategies in this series are included
implicitly, meaning that the teacher plays the pivotal role in guiding students toward
recognising and applying these strategies throughout the learning process. CGE included
VLS within 17 different activity types which constitutes the highest variety among the four

series. Within this, 9 main activity types can be found. Besides the clear predominance of
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Vocabulary presentation (32) it is notable, that this series shows a fairly even distribution
among the most frequent activity types offering students ample practice opportunities in
which VLS can be acquired. Filling in (14), Labelling (16) and Matching (16) provide
contextualised practice, whereas a focus on Oral repetition (20) relates to the
aforementioned emphasis on using speech in vocabulary practice within this series.
Creative sentence writing (6) Creating visual representation (6) stand out as activities with
higher involvement loads. The inclusion of Creating visual representation is especially
noteworthy as it appears only among the predominant activity types within this series.

Overall, in terms of main VLS types, CGE’s main emphasis lies on the VLS Study

word with a pictorial representation of its meaning, Use new word in a sentence, and Use
a dictionary. Regarding integration, all VLS are included implicitly. The main activity types
are characterised by low involvement. However, the activity type Creating visual
representation as a more creative and interactive extension of the pre-given Vocabulary
representation marks a notable exception. Further aspects that make this book series unique
are a focus on the strategy Remember words through rhymes that did not occur in any of
the other series and the focus on the VLS Say new word aloud when studying. Furthermore,
this series includes an overall medium variety as well as the most equally distributed

number of main VLS and main activity types, offering balanced practice opportunities.

6.3 Comparison

After examining both the summarised results and individual series, the individual books
can be compared, and the third research question can be addressed. Upon examination of
the individual series, it becomes evident that not all books are equally represented by the
overall results. This discrepancy arises from the general difference in the overall amount of
VLS inclusion in the individual series. The predominant strategy category across all series
is Memory strategies, followed by Determination- and Cognitive strategies. However, a
distinction between the two generations emerges concerning Metacognitive strategies, with
the older generation featuring a notably larger quantity. Additionally, the singular Social
strategy was included in one of the older series (RL). In regard to individual VLS, it was
found that Study word with a pictorial representation of its meaning is the predominant
VLS in the newer coursebooks, whereas in the older generation emphasises Group words
together to study them. Notably, the latter strategy, which depicts a focus on learning

vocabulary in topically related categories, did not appear among the most frequent strategies
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in new generation coursebooks. On the other hand, Study word with a pictorial
representation of its meaning was a frequent strategy in the older coursebooks as well,
resulting in the overall predominance of the VLS. This shows that, while learning with
categories is not a predominant feature in the newer books, both generations emphasise
visual learning. Besides Study word with a pictorial representation of its meaning two more
strategies appeared in all books among the primary strategies: Use new word in a sentence
and Sing songs and repeat poems. Additionally, Use a dictionary appeared in both newer
series among the main strategies, among the older series it was only among ETG’s main
strategies. However, it was included explicitly in RL showing that this strategy is
considered important within the series as well. These common primary VLS highlight a
shared emphasis on imagery, contextual usage, auditory- and verbal learning, as well as the
use of reference tools for vocabulary learning in both generations.

In terms of overall variety of strategies, it could be seen that the two older series
possess a greater variety of strategies, with More standing out as the series with far fewer
individual strategies than all the others. Concerning how the strategies are incorporated into
the books, it was found that only the two older generation textbooks explicitly introduce
VLS, with RL containing twice as many explicit strategies as ETG. Consequently, students
can be introduced to a selection of VLS without additional effort by the teacher in the older
generation coursebooks, whereas in the newer generation the teacher will need to make
their students aware of any underlying strategies. The lack of explicit integration can also
explain why almost no Metacognitive strategies were found within the newer generation
coursebooks.

The integration of implicitly integrated VLS across all books shows a fairly consistent
diversity in activity types with Vocabulary presentation being the most frequent activity
type in three out of the four series. Only the oldest coursebook series, RL, diverges from
this, featuring remarkably infrequent Vocabulary presentation, and instead, Listing, takes
precedence as the most frequent activity type. Oral repetition takes up second place in
activity frequency in all book series except More, in which it appears frequently,
nonetheless. Filling in, Matching, and Labelling also occur frequently throughout all
books. Overall, no significant differences regarding activity type can be observed between
the two generations.

Regarding activity complexity and involvement load, there is variability among the
books within each generation. While the overall results suggest generally low complexity

activities, the individual analysis revealed that CGE and ETG include notably more
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instances of the comparably more challenging and interactive activity types Creative
sentence writing and Controlled sentence writing, compared to RL and More.
Consequently, no general differences in activity type complexity can be established
between the two generations based on the results but they have been shown to differ
between the individual books of both generations. Overall, activity types that occur seldom
in all books are Analysing and other activity types, which can be considered more difficult

for younger learners.

6.3.1 Comparison with previous studies

Although no previous studies of VLS integration in Austrian coursebooks exist, some
comparisons can be made to studies conducted in other countries (Chapter 3.4). While the
Austrian coursebooks showed an overall larger variety of strategies than identified in
Iranian ELT publications through Bastanfar and Hashemi’s (2010) study, the minimal
inclusion of Metacognitive strategies is a shared characteristic in both countries. Revisiting
Psaltou-Joycey’s (2014) study reveals a shared emphasis on individual strategies among
Austrian and Greek ELT coursebooks, namely Using resources (i.e. dictionaries or the
internet), Grouping vocabulary thematically and Semantic mapping. Interestingly, besides
Using resources, which was a prominent strategy throughout all four coursebook series of
this study, these results resemble this study’s older coursebook series. However, despite
these similarities, other primary strategies in Greek coursebooks such as Guessing
intelligently, Translating, Asking for help, as well as Cooperating with others (Psaltou-
Joycey 2019: 175), are only marginally present in the Austrian books. Especially the
emphasis on Cooperating with others and Asking for help (i.e. social strategies) stands out,
as the Austrian publications barely feature this strategy category. A last comparison can be
made with Murray’s (2019) study of Japanese ELT books. Albeit this study focused on
higher language proficiency levels than the current study, some similarities can be found in
the emphasis on Cognitive strategies and the scarce inclusion of Metacognitive strategies.
Prominent strategies throughout the analysed series were Study and practice meaning in
groups and Complete sentences with new words (Murray 2019: 730), paralleling the focus
of the older coursebook generation in this study. A further similarity to Murray’s findings
can be seen in the divergence of strategy variety among the different coursebook series. To
be precise, Murray’s findings range from a maximum of 30 to a minimum of 16 different

VLS throughout the analysed book series, while the present study found 28 individual VLS
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in the series with the most strategy variety (RL) and only 8 in the series with the least
(More).

Overall, the comparison between ELT coursebooks of different L1 backgrounds
reveals both shared characteristics as well as distinct differences. Interestingly, several of
the prominent strategies in the discussed studies align with the main VLS of the older
coursebooks of the present study, which could indicate that these strategies may have been
a focus of ELT methodology in the previous coursebook generation internationally.
Additionally, Metacognitive strategies emerge as the least included strategy type
throughout the different L1 backgrounds, and the results of Murray (2019) suggest that
there is a similarly large variety in VLS integration between different coursebook series in
other countries as well. Conversely, distinct differences between countries seem to also
exist, as indicated in the much larger emphasis on Social strategies in the Greek publications

in comparison to the Austrian coursebook series.

7. Conclusion
7.1 Summary

The analysis of the four ELT coursebooks could identify 38 distinct VLS within 489
individual coursebook activities. Regarding the first research question, Which vocabulary
learning strategies are present in current and former Austrian ELT schoolbooks for the first
grade AHS?, it was found that Memory strategies are the predominant strategy type,
followed by Determination- and Cognitive strategies and only a minimal amount of Social-
and Metacognitive strategies were identified. While an extensive array of individual VLS
could be identified, differences in the number of instances designated a smaller selection of
strategies as more prominent, which were, consequently, termed main strategies. The most
frequently included VLS among all four series are the VLS Study word with a pictorial
representation of its meaning, Use new word in a sentence, and Sing songs and repeat
poems. Other prominent strategies are Use a dictionary and Group words together to study
them, which appeared among the main strategies in three and two of the series, respectively.
Individual foci on specific VLS could also be found in two of the series with ETG including
Use semantic maps, and CGE including Say new word aloud when studying and Remember
words through rhymes as unique VLS among their main strategies. The main strategies

overall represent a focus on memorisation which is in line with the objective of building up
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a base vocabulary for beginning learners that can enable basic communication as well as
facilitate further learning through reading and listening. The singular prominent
Determination strategy Use a dictionary is also suitable and necessary for beginning
learners (Psaltou- Joycey 2015: 58). Likewise, the singular prominent Cognitive strategy
Sing songs and repeat poems suits the learning style of younger learners (Psaltou-Joycey
2019: 174).

In regard to the second research question How are these vocabulary learning strategies
presented?, it was found that most VLS were incorporated implicitly with only 35 instances
of explicit strategy integration. While it is unsurprising that explicit integration occurs less,
as a given strategy is likely to be introduced explicitly only once, it is noteworthy that all
instances of explicit integration were found exclusively in the RL and ETG series.
Concerning the activity types of the implicitly integrated VLS it was found that the activity
type Vocabulary presentation was the most frequent activity type for three of the four series
with only RL emphasising Oral repetition instead. Other frequent activity types throughout
all books were Labelling, Filling in, and Matching. Activity types that occurred frequently
in some of the series were: Controlled sentence writing (ETG, More), Writing (CGE, RL),
Creative sentence writing (ETG, CGE), Creating visual representation (CGE) which
showed some minor variations between individual series.

In comparing the older generation (RL and ETG) with the newer generation (More and
CGE) to answer the third research question How do older generations of ELT coursebooks
compare to newer generations in terms of VLS inclusion and presentation?, it was found
that there are differences in VLS variety and incorporation of explicit VLS presentation.

However, no variation in activity type of implicit integration could be found between
the two generations. The analysis showed that the older generation possesses a larger variety
of different VLS. While both generations emphasise the VLS Study word with a pictorial
representation of its meaning, Use new word in a sentence, and Sing songs and repeat
poems only the older generation emphasises Group words together to study them. In regard
to VLS integration only the older generation featured explicitly introduced VLS. The
activity types of implicitly integrated VLS slightly varied between the different books
within the two generations, thus a difference between the two generations could not be
found in this regard.

Lastly, the comparison between this study’s - and Schmitt’s (1997) inventory revealed
that the analysed coursebooks include 15 additional strategies not recorded in Schmitt’s

original inventory, emphasising the high diversity of possible VLS. However, overall, only
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23 of Schmitt’s original 58 strategies could be found in the books. Examining which
strategies did not appear in the ELT schoolbooks provides insight into possible reasons why
certain strategies may be absent from the Austrian publications, such as the fact that they
may already be considered common practice, their difficulty level being regarded as not
suitable for beginning learners, or the strategies appearing as minor strategies integrated

into more prominent VLS within the books.

7.2 Implications for the classroom

Through the analysis it could be seen that ELT coursebooks integrate various different VLS,
offering ample material for strategy instruction. However, the fact that the strategies in the
newer coursebooks are entirely incorporated implicitly emphasises the need for teachers to
understand how to work with the provided material. Following the notion that explicit
instruction is more beneficial (Schmitt & Schmitt 2020:161), this responsibility falls even
more heavily on the teacher in the newer coursebooks. Psaltou-Joycey (2019: 174)
suggested that identifying the LLS underlying coursebook activities can be a good starting
point for strategy instruction. However, successful strategy instruction requires not only
presentation and raising awareness, but also (multiple) practice opportunities, and (4) self-
evaluation (Rubin et al. 2007: 143). Consequently, neither explicit integration nor
identifying the underlying strategies will be sufficient for successful strategy instruction on
their own.

The fact that several main strategies could be identified suggests several practice
opportunities. For the teacher it is beneficial to know which VLS are emphasised, and which
may be entirely lacking. The category analysis showed that Memory strategies are
emphasised with a lack of Socia-1 and Metacognitive strategies. As acquiring a large variety
of strategies is desirable to help students with different learning styles and in different
learning situations use the most suitable strategy for them (Weinstein et al. 2011: 49), the
teacher should be able to provide additional instruction for the strategies that may be
neglected by the coursebooks. Use a dictionary, for example, was heavily emphasised and
constituted almost the only Determination strategy. Although this is in line with what is
expected in beginner coursebooks it might be valuable to introduce students to other
strategies they will be able to grow into nonetheless (Schmitt 1997: 226). Notably, the More

series showed an especially low variety of VLS. Considering this series is the most widely
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used series in Austria, knowing its limitations in the realm of VLS can be valuable for the

teacher, who can then provide additional material for strategy instruction if necessary.

7.3 Future investigations

The analysis and subsequent discussion have presented potential aspects for future
investigations. Firstly, it was surmised that the overall most prominent strategies as well as
the associated activity types were characterised by low- to medium complexity. This
circumstance aligns with expectations as the strategies and activity types are deemed
suitable for novice learners. Therefore, it would be interesting to investigate whether
advanced coursebooks include more complex strategies and activity types. Secondly, the
question of why the two newer generations do not include explicit VLS instruction is
intriguing. It would be interesting to explore whether older editions of these series once
included explicit VLS instruction. Furthermore, the discussion only briefly touched upon
the involvement load of the activities, further investigations could delve more thoroughly
into the type of integration and investigate whether the type of integration influences the
effectiveness of SI. Lastly, it would be interesting to see whether an investigation of general
LLS or LLS for a different skill would yield different results among the analysed series.
This could reveal whether different ELT coursebooks emphasise a particular type of LLS.

7.4 Limitations

The limitations of the analysis process have already been addressed in Chapter 4.4.1. They
include the inevitability of subjective judgment in the decision to categorise a coursebook
element as including a specific VLS due to unknown intentions of the content developers
and varying degrees of actual strategy use or instruction, as well as the designation of main
strategies relying on relative frequency rather than statistical tests. Additional limitations of
the study arise from the volume constraints of the study which only allowed a discussion of
the most frequent VLS and activity types. Additionally, the limited number of coursebooks
only offers a small glimpse into possible trends of VLS integration within Austrian ELT
schoolbooks. To provide a more representative survey, more series would need to be
analysed. Moreover, no additional accompanying material of the coursebooks was
investigated. Especially the recently published series offer online resources which may
change the results gathered from the physical coursebooks. However, the primary objective

of the current project was not to conduct an exhaustive statistical analysis but rather to
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achieve an initial overview of VLS integration into Austrian ELT coursebooks, and in this

regard, it has been successful.
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