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ABSTRACT

The Purpose

The purpése of this study was to identify the learning
strategies and beliefs about language learning . of a class of
intermediate-level adult ESL learners, and to examine the
relationship between the learning strategies that the
students used, and their beliefs about language leérning.
The Study |

The study identified the students' language learning
beliefs through a questionnaire designed specifically for
this research; The questionnaire was based on thé findings
of a similar study conducted by Wenden (1987b). She
identified three belief systems held by second language

learners- Use the language, Learn about the Langquage, and

Personal Factors are Important. It was hypothesized that

" the subjects in this study would have similar belief
systems. |

The study identified the students'® learning strategies
through the SILL (Strateéy Inventory for Language Learning),
developed by Rebecca Oxford (1989) and their use of learning
strategies by analyzing videotapes of classroom activities.
The strategies were classified according to Oxford's (1990)
leafning strategy classification system.

The data from the two questionnaires were then compared

to look for a relationship between learning strategies and
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beliefs about language learning. Spearman Correlation
Coefficients were used for the comparison.
The Findings

The subjects' belief systems were similar to those
found by Wenden (1987b). It was also found that the
students' nationalities affected their beliefs. Eastern-~
European learners believed more strongly ih the importance
of learning about the language, whereas the other students
believed using the language was the most important way to
learn a language.

Analysis of the SILL results showed that the subjects
made high use of metacognitive, social, and cognitive
strategies, and medium use of compensation, affective, and
memory strategies. Observation of strategy use showed that
cognitive strategies were usedrthe most, followed by
compensation strategies. Other strategies were used
infrequently. Patterns of strategy use thatrwere associated
with particular language learning tasks were also detécted.

Comparison of learning strategies and beliefs about
language learning revealed little about the nature of the
relationship, thus bringing into question the validity of
the assessment measures used, and underscoring the need for
future research in this area.

Pedagogic implications resulting from the study were
that both questionnaires could be used by teachers as

components of learning strategy training.
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CHAPTER ONE
Introduction

In an effort to capture the complexity of factors that must
be considered in formulating a theory of second language
learning, Spolsky (1985) formed the central question, "Who
learns how much of what language under what conditions?" (p.
269). He notes that this is in fact a set of complex
questions. Who includes a number of individual learner
differenées; such factors as age, ability, intelligence,
attitudes toward language, motivétion, strategy choice, and
personality factors, are some of the variables that he
mentions. Learns refers to the process itself. He wonders-
how many kinds of learning there are, what is pre-
established in the brain, what differences there are between
conscious and unconscious knowledge, how transfer works, and
how learning varys individually, and culturallf. By how
much of he wants to know what the criterion is for having
learned, and what part of language is learned. What
lanquage must also consider variety, mode, or dialect.

Under what conditions also raises a multiplicity of

questions, including
Is it amount or kind of exposure that makes the
difference? How does exposure lead to learning? Who
is the best person to learn from? And how do each of
these factors interact with each other? For example,

what kind of person prefers what kind of strategy? Who



learns best under what conditions? What kind of person

learns what parts of language? (Spolsky, 1985, p. 270).

The challenge of second language acquisition theorists
to integrate so many factors into a unified theory is a
massive one, and it does not seem possible that it will be
accomplished quickly or easily. In the meantime, second
language research continues. No one study‘could possibly
investigate all of the questions raised by Spolsky (1985),
but this research reported here investigates some of them.
The who of this research is adult ESL learners. Attitudes
toward learning and choice among strategies is central to
this research. Some of the questions that he raised as
learns are also addressed. The difference between conscious
and unconscious learning is discussed, as is cultural

variation of beliefs about learning. Moreover, under what

conditions is of interest here. The questions, "What kind
of person prefers what kind of strategy?" and "Who learns
best under what conditions?", are deait with in this thesis.
Three Models of Lanquage Knowledge

The types of questions that second language researchers
raise in trying to address the broad question posed by
Spolsky are strongly influenced by their views of what is to
be included within the domains of psycholinguistics and
applied linguistics. This depends, in turn, on what a
particular researcher's view of language knowledge is.

Lewis and Cherry (1977) described three major models for the



study of language. The first, the reductionist model,
posits that language and cognitive and social knowledge are

independent of each other (see Figure 1).

Fiqurel, Reductionist Model

Cognitive

From this perspective, social and cognitive factors are
unrelated to the study of language acquisition,
comprehension, and production. Researchers adopting this
model might study the order of acquisition of different
parts of language. For example, Dulay and Burt conducted a
series of studies (1972, 1974a, 1974b, 1976) on the order of
morpheme acquisition of children learning English as a ‘
second language. They found a common acquiéition order
similar to that of first language acquisition, and concluded
that first and second language learning were highly similar.
They used only linguistic data and did not consider
cognitive or social factors as part of their explanation of
the findings. Reductionists are faced with limitations as to
the types of explanations they can give for their findings.

Only the learners' existing linguistic system can be used as



a source of exélanation. Social and cognitive factors are
not possible explanations within this model. According to
Lewis and Cherry, those who adopt thié model do not
communicate with researchers in psychology or sociology.
Lewis and Cherry's second ﬁodel is an igtegactiogisg
model. It presupposes that language and social interaction
and cognitive knowledge are interrelated in a unidimensiénal

way (see Figure 2).

Language

Figure 2. Interaction Model

In this model, language knowledge is seen as derived from,
or strongly influenced by, cognitive and social interaction
factors. Social and cognitive knowledge are each éctively
influenced by language factors. Language, social
interaction and cognitive,knowledgé are still discrete, but

each affects the others. It is possible, within this model,



to study the cognitive and perceptual conditions that are
prerequisites or precursors to acquisition of segments of
the language system. The model takes into account that, to
some extent, cognition, and/or socialization are causal
factors in language learning, there are still limitations.
Each field is still considered separate, and the parts of
the three systems that do not interact are ignored. One
example of research conducted from an interactionist
perspective is Naiman and his colleagues (1978) study. They
investigated the influence of a cognitive factor, field
dependence/independence on English-speaking eighth, tenth,
and twelfth grade children learning French as a second
language. They concluded that field independence correlated
positively and significantly with success in second‘language
learning in classroom environments.

The third, and most salient model for tpe research

reported here, is the unified model (see Figure 3).

A

Figure 3. Unified Model



It posits that individuals have a highly unified system of
éocial, cognitive, and language knowledge that is basic, but
with age, becomes differentiated and specialized.
Researchers who follow this model are concerned primarily
with discovering the common basis that makes all
communication possible. . Hymes, an adherent of this model,
has called this common basis "communicative competence"
(1971). (The notion of communicative competence and its
relevance in this research will be discussed more fully in
the second chaptef of this study.) Researchers adopting
this paradigm or model may focus on a discrete area but see
"language learning as a unified development with causal
threads moving in and out of the three major areas of
knowledge" (Hatch, 1983, p. 237).

Leo Loveday is one researcher whose work is driven by
the unified model. His taxonomy for understanding second
language soéiolinguistics, entitled, "The construction of
contextual meaning: the sociolinguistic constituents of
communicative competence and some of their contextual
determinants producing meaning" (1982, p. 63) is an example
of research that may be undertaken within this model.

This research is guided by the unified model. It
allows the researcher to investigate the role of language
and cognition in understanding how persons become competent
members of social groups. More specifically, this research

focuses on the role of learning strategies and belief



systems in second language learning. The purpose of second
language learning is to allow persons to participate in new
social groups. This research is based on the assumptions
that learners use learning strategies and that their
appropriate use is beneficial. The assumptions that
learners have beliefs about language learning, and that

those beliefs influence their strategy use are also made.

Defining Belief Systems
According to the Dictionary of Sociology and Related

Sciences (Fairchild, 1975) belief is defined as:
The acceptance of any given proposition as true. Such
acceptance is essentially intellectual, although it may
be strongly colored by emotion. In any case, it
establishes a mental condition in the individual which
may serve as the basis for voluntary action. The
reality of the belief is not dependent upon the
intrinsic, objective truth of the particular
proposition. There are false beliefs and true beliefs.
A particular belief may be based on sound factual
evidence or upon prejudice, intuition, or misleading
appearances. People will act just as energetically,
determinedly, fanatically upon the basis of false
beliefs as of true beliefs. (pp. 28-29)
In this thesis the beliefs studied are those that

relate to success in language learning. The aggregate of

those beliefs form a system.



Defining lLearning Strategies

There is no consensus in the literature on a definition
of 1earning strategies. One general definition of the term
given by O'Malley and Chamot (1990) is that learning
strategies are "the special thoughts or behaviors that
individuals use to help them comprehend, learn, or retain
new information" (p. 1). More specifically, with regards to
second language learning strategies, they agree with Tarone
(1981) that strategies represent attempts to develop
linguistic and sociolinguistic knowledge in the targét
language. They mention that learning strategies are
distinct from production and communication strategies. The
former refer to unconscious utilization of linguistic
knowledge in communication in situations where no
communication problems exist. Production strategies operate
in casual conversations between native speakers and/or
fluent second language learners. When proquction strategies
fail, or are not known, communication strategies are used to
communicate meaning. For example, a épeaker might coin a
new word, airball, for balloon. Motivation underlying the '
use of the strategy is the means of distinguishing which
type of strategy is being used. Ellis (1986) does not
differ significantly in his definitions of the terms and
notes that learning strategies relate directly to language
learning, whereas production and communication strategies

relate more closely to language use.



Wenden (1987a) also notes that researchers in the field
. have not been able to agree on a definition of learning
strategies. She avoids giving a definition, but says that
learner stratégies refer to three phenomena: a) what second
language learners do to learn a second language; b) how they
manage or self-direct these efforts, and; c) what they know
about aspects of their second language learning procesé
other than the strategies they use- for example, general
principles to follow to learn a second language
successfully. These are assumed to influence strategf
choice (pp. 6-7). Although it is not a definition per se,
this perspective on learning strategies is less restrictive
than that of either 0'Malley and Chamot (1990) or Ellis
(1986) . By not explicitly excluding them, this perspective
allows consideration of production and communication
strategies within the realm of learning strategies.

This researcher, while acknowledging that varied
motivations for strategy use do exist, would argue that the
distinction between language learning and language use is
not of great pedagogic value, that learning may aid in the
uée of language, and visa versa. Oxford (1990) has argued
in favour of this position. When she talks about language
learning she does not exclude language use or communication
from her understanding of the term. This view shouid be
taken into consideration in understanding her definition of

learning strategies. She has defined the term as "specific
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actions taken by the learner to make learning easier,
faster, more enjoyable, more self-directed, more effective,
and more transferrable to new situations" (p. 8). This
researcher recognizes that motivations underlying strategy
choice, as described by Tarone (1981), Ellis (1986),
O'Malley and Chamot (1990) do exist, but believes that
definition of the term learning strategy should not be
restricted by this. She therefore allies herself more
strongly with the perspective on learning strategies given
by Wenden (1987a) and with Oxford's (1990) definition. ‘In a
nutshell, learning strategies are actions taken by 1earnérs
to facilitate their learning.

Features of Learning Strategies

Learning strategies have a number of identifiable
features. Wenden (1987a) and Oxford (1990) both list the
features of learning strategies. Oxford's list is longer
than Wenden's list, which is comprised of six items. The
additional features that Oxford lists are, in this
researcher's estimation, not exactly features of learning
strategies, but rather, in some cases, benefits and/or
theoretical underpinnings and assumptions of learner
strategy training. These topics will be addressed later in
this chapter. Only the six common features identified by
Wenden (1987a) and Oxford (1990) will be discussed at this
time.

The first feature of learning strategies, according to
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Wenden (1987a) and Oxford (1990), is that they have an action
basis. Learning strategies refer to specific actions or
techniques taken by learners to enhance their learning.

They are influenced by more general characteristics of
learners and their approach to learning but should not be
confused with those characteristics. 'Wenden and Oxford also
note that some learning strategies are observable, while
others are not. For example, a compenéétion strategy,
miming, is highly observable, whereas the memory strategies
referred to as méking mental linkages would almost never be
observable.

Third, language learning strategies are tools with a
problem orientation. They are used "because there is a
problem to solve, a task to accomplish, an objective to
meet, or a goal to attain” (Oxford; P- 11). A fourth
feature identified by both Wenden and Oxford is that
learning strategies contribute directly and indirectly to
learning, although they differ on which strategies
contribute directly or indirecfly to learning. Wenden
states that communication or compensation strategies
contribute indirectly to learning, while metacognitive and
cognitive strategies contribute directly to learning.
Oxford's understanding is somewhat different. She says that
strategies that contribute directly to accomplishing a
particular task, including memory, cognitive, and

compensation strategies, directly contribute to learning,
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while "other strategies, including metacognitive, affective,
and social strategies contribute indirectly but powerfully
to learning" (p. 12). The two researchers may differ on
classification of strategies, but both agree that learning
strategiés make both direct and indirgct contributions to
language learning.

The fifth feature of learning strategies relates to
degree of consciousness. They may be used either
consciously or uncéhsciously. They are offen used
consciously in the initial stages of learning, but may,
through time, become fully automated and thus unconscious.
This issue will be discussed more fully in the second
chapter of this thesis. The last feature of learning
strategies is that they are amenable to change. Wenden
states that they "can be modified, rejected, and unfamiliar
ones can be learned" (p. 8). This feature is significant in
that it opens the door for teachers to assist learners in |
this process of modification, rejection, and learning of
'strategies.

Theoretical Underpinnings and Assumptions about ILearning

Strateqgies

There are a number of theoretical underpinnings and
assumptions that support the existence of learning
strategies, and no discussion would be complete without
them. The work of Rubin (1987) and Oxford (1990) forms an

important basis for discussion. Rubin states what is
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obvious to many second language teachers, that some language
learners are more successful than others. Rubin continues
by safing that some of this success can be linked to the
"particular sets of cognitive and metacognitive behaviors
which learners engage in" (p. 15). Personal learning style
will affect the behaviors, and there is no one route to
success. On the other hand, some approaches.to learning
will not be successful for any learners. Furthermore, she
assumes that strategies employed by éood language learners,
once identified, can be used by less effective learnérs to
enhance. their learning.

Rubin also assumes that both conscious and unconscious
knowledge can contribute to the learning process, that
information learned consciously can eventually become
automatic, and that for some tasks "conscious attention to
the learning process is the first step to making language
automatic" (p. 16). She aléo believes that all learners can
become better at learning by raising their consciousness
about the learning strategies they use and the learning
decisions that‘they make. By becoming conscious of the
strategies they use, learners may be better able to evaluate
their own learning. |

Both Rubin and Oxford assume that teachers can promote
strategy use, that teachers should "provide an environment
which facilitates the identification by students of those

strategies which work best for them" (p. 16), and also be
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able to "suggest alternative strategies for organizing and
storing information and encourage students to consider which
strategies work best for them" (pp. 16-17). Moreover, Rubin
assumes that, once teachers have done this, learners are
capable of evaluating their own learning and deciding how to
approach learning. This ability enables them to become more
self-directed, not only within the classroom, but also
outside of it.

Yet another assumption that Rubin makes is that
language learning is like other kinds of learning. Learning
is best accomplished by helping students to build on what
they already know. Second language learners already have
significant knowledge about language and communication.
Teachers need to help‘students to assess this knowledge and
build on it. Furthermore,‘learning is best achieved when
students play an active role in the process. They need to
have opportunities to "internalize" new informafion. This
can be done through problem-solving activities. Rubin gives
an example which clarifies what this means to second
language learning.

For example, often the meaning of a word or phrase (a

problem) is only clarified by its usevin a specific

sentence or social situation. The only real way to
understand a speaker's message or intention is to

properly infer the meaning. By making inferences (a

form of problem-solving) students are able to confirm



15

their understanding of a conversation. Inferencing

requires active involvement on the part of the student

so that he/she may ascertain appropriate relationships
among the words, phrases, and social interactions, and

thereby determine the meaning of a social event. (p.

18)

As can be seen from the above example, problem?solving
involves using learning strategies.

Hatch (1983) disagrees with the view that language
learning is like other kinds of learning. She points out
that some severely retarded children are able to speék at
linguistic levels far superior to their cognitive abilities.
However, this researcher would argue that this type of
exception does not mean that the general population does not
use generalized cognitive strategies to learn language.
Vygotsky (1962) and Piaget (1963) have both argued that
cognitive factors not only modify lahguage acquisition, but
that language acquisition in turn modifies the development
of cognitive skills. They argue that cognitive and
linguistic variables are interactive. Piaget (1963) states
that language acquisition results from cognitive maturation.
In fact, Jordan (1967) estimates that the vgst majority of
moderately and severely mentally retarded children will
demonstrate severé language problems, and that even mildly
retarded children may still experience language difficulty.

Perhaps future research into the nature of mental
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retardation will uncovef why certain mentally retarded
individuals are able to learn language more quickly and
successfully than the majority.

The last assumption that Rubin makes is that monitoring
is essential to language learning. She draws on the work of
Morrison and Low (1983) to‘describe the monitoring process.
She says that in this process learners will

(1) 4identify a problem

(2) make some sort of decision about the nature and

the seriousness of the problem

(3) decide whether to correct the problem and if they

- decide to do so
(4) correct the error and
(5) notice any feedback on whether their correction
was acceptable, permitting learning to take place.
(p. 19)
This is not unlike the way in which learners create
"approximative systems" in interlanguage. (Interlanguage
will be more fully discussed in the following chaptef).
However, Morrison and Low's (1983) description of monitoring
is quite different from, and should not be confused with
Steven Krashen's (1981) Monitor Model, a theory of second
language acquisition.
Benefits of Learning Strategy Training
If one accepts that information gained consciously can

become automatic, then the role of learning strategy
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training in enabling learners to acquire information
consciously is significant. Learning strategy training
assists learners to initially pay conscious attention to the
learning process. Through practice, skills learned
consciously eventually become automatic. This vie& is
congruent with Anderson's (1985) conception of learning, as
described by O'Malley and Chamot (1990). The following
chapter will discuss this in detail.

Closely associated with the notion that information
gained consciously can aid learning, is the belief that
consciousness-raising aids learning. Learning strategy
training seeks to raise learners' levels of consciousness
with respeet to their awareness of learning strategies. By
increasing their awareness of the strategies that they are
using and could potentially use, students are better able to
make informed decisions about their leerning.

Strategy training can be perticularly effective for
less able learners. Their ability to learn may be
influenced by a number of factors, including aptitude and
motivation, but both can, to some extent, be addressed
through strategy training. It may not be that less able
students lack language learning aptitude, but rather that
they are unable to select and use appropriate learning
strategies. Moreover, low motivation levels of these
students is exacerbated by their lack of success in language

learning. Assisting such students through learning strategy



18

training should result in making them more effective and
more motivated learners.

For many teachers, the role change required by
instituting learning strategy training will be viewed as a
benefit. Teachers who employ learning strategy training in
their classrooms do not see themselves as the sole
possessors of knowledge that they pour into their students.
They believe that their students already possess
considerable knowledge about language and communication, and
that it is their job as teachers to facilitate languége
learning by helping students to access this knowledge, to
assess it, and build upon it, in part through the use of
appropriate learning strategies. This view of teaching also
fits in well with the communicative approach, an approach to
second language teaching which is currently very popular.
(The relation of the communicative approach to learning
-strategy training will be expanded on in the following
chapter)f

The last two benefits of 1earning strategy training
enable students to take responsibility for their own
learning, the students themselyes are able to direct their
learning, and this in turn promotes life-long learning, one
of the goals of education. Rubin (1987) stated that "once
trained students become the best judge of how to approach
the learning task" (p. 17), that is , they become self-

directed. She went on to state that Yself-direction
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promotes learning both inside and outside the classroom" (p.
17). This means that students can become life-long
learners. These benefits may also be summarized as learner
autonomy, and are perhaps the most significant contribution
that learning strategy traiqing can make to second language
learning. In view of its significance, the concept of
‘learner autonomy will now be more fully discussed.

Learner Autonomy

The topic of learner autonomy has been dealt with most
extensively in the field of adult education. Since the
subjects of the present research were adults, the notion of
learner autonomy has particular relevance in this .study.
Wenden's (1987a) presentation of the topic will guide‘the
present discussion.

Research by Penland (1978) showed that 80 per cent 6f
adults in the United States are involved in some kind of
formal, conscious learning each year, and that 75 per cent
of them plan their own learning. This indicates that self-
directed learning is highly popular. In fact, Brookfield
(1985) has called self-directed learning the "distinctive
paradigm of thought and education" of the seventies.
According to Knowles (1976), another adult education
researcher, "one mission of the adult educator ... Can be
stated positively as helping individuals to develop the
attitude that learning is a lifelong process and to acquire

the skills of self-directed learning" (p. 23). The rapidity
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of technological change in contemporary society has forced a
change in the traditional role of educators. Their purpose
can no longer be restricted to solely transmitting knowledge
which may quickly be rendered obsolete, but must also equip
students to carry on with learning on their own, and adapt
to technological and sociological changes. Educators should
be evaluated in terms of their ability fo accomplish‘this.

In the field of second language learning it is not true
that learners' priorwknowiedge of language will become
obsolete. However, Knowleé' position has significant
ramifications for second language teaching and learning.
Individual differences of learners make it impossible for
formal language programs, even those with curricula designed
to respond to particular groups of students' needs, to be
tailored exactly to any one students' particular needs.
Also, the time constraints of most courses make it
impossible for most students to reach their language
learning objectives. Therefore students need to develop the
skills necessary not only to maximize their learning
potential within the classroom environment, but also to be
able to continue their language learning once their formal
training has ended. Through learning strategy training
this need can be addressed.

The psychological characteristics of adult learners
also predispose them to favour self-directed léarning.

Knowles (1976) believes that adults conceive themselves as
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self-directing people, able to make their own decisions, and
capable of managing their own lives, and that they bring a
wealth of life experiences to the learning situation that
should be capitalized on by instructors. If their prior
experience ié not recognized, or is rejected; adult learners
may feel rejected. Furthermore, adults have a problem-
centered approach to learning. They see it as a means of
achieving a goal. For many adult ESL learners this mean§
1éarning enough English to get a job and participate in
their new society.

Charles Curran, a counseling psychologist, and second
language educator, has acknowledged this desire of the adult
learner for self-direction in his counseling-learning
approach (1976). In this approach, learners progress from
initialrdependence on the counselor/instructor to the
independence they exercise in other aspects of their adult
lives. There are five stages in this approach. 1In the
first stage the clients are totally dependent on their
counselors to translate their ideas, word for word, to the
group. Next, clients begin to make some attempts to speak
iﬁ the foreign 1anguage; In the intermediate stage clients
show growing independence, but still maké many mistakes
which counselors correct. In the fourth stage the counselor
is only needed to provide idioms, subtle nuances of meaning,
and more complex grammar corrections. In the final stage

clients are independent, and the counselor's role is
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restricted to giving tacit reinforcement of the clients'
ability to communicate in the foreign language. To
emphasize the sense of self-direction learners gain from
this approach Curran quoted a Latin counselor's comment
that, "One of the most striking phenomena was the amount of
responsibility the students assumed for their own

learning” (Curran, 1976, p. 71).

Wenden (1987a) also éites Stevick's (1976) recognition
that learners' needs and experiences should be included as
an aspect of second language learning. He cites research
that demonstrates that surface language use alone is
insufficient, that learning is enhanced when it is made
meaningful for learners by relating it to their needs and
goals. As Wenden puts it, "this capability and desire for
autonomy which is at the heart of much adult striving, must
be nurtured and developed. In this way language learners,
‘themseives, may be enabled to better utilize the experienéé
they bring to their language learning" (p. 10).

Wenden (1987a) quotes from Holec (1981) to elucidate
what self-direction means for adult learners. Holec says:

Let us remind ourselves that with total self-direction,

action by the learner is concerned with:

-fixing objectives

~defining the contents and progression

-selecting the methods and techniques to be used

-monitoring the acquisition procedure
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-evaluating what has been acqﬁired. (p. 9)

At this point a note of caution is in order. This
researcher's personal practical knowledge is that even
though adults may be self-directing in most aspects of their
lives, this is not always reflected when they return to
formal educational settings. Perhaps because of cultural
influences, or previous learning experiences, not all second
language learners are, at least initially, willing to be
fully autonomous or éelf—directed. In order to become self-
directed.théy may need to critically re-examine their
beliefs about the nature of education in general, and more
specifically, their beliefs about the role they play in
second language learning. If learners have not accepted
that they can be responsible for their own learning then
learning strategy training has the danger of becoming the
presentation of a set of mechanistic tools for learning,
devoid of personal significance to learners, and they will
most likely resist it. Therefore, as Wenden (1987a) put it

- together with the training in tﬁe use of strategies,
the fostering of learner autonomy will require that
learners becgme critically reflective of the conceptual
context of their learning. They'must be led to
clarify, refine and expand their view of what language
learning entails. They should also understand the
purpose for which they need to learn a second language.

To add a more active meaning to Holec's term, critical
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reflection will lead to "self-deconditioning".

However, even this will be insufficient, if critical

reflection does not take into account the fact that

learner will also need to learn to believe in their

potential to learn and to manage their learning and to

be willing to assume a more responsible role in the

process. (p. 12)

The Present Research

This researcher believes that the.potential benefits of
learning strategy training are enormous. However, in order
to design effective learning strategy training programs we
first need to be able to identify and describe the actual
learning strategies that learners use. Furthermore, we must
not ignore the "critical reflection" component of learning
strategy training. 1Including this component requires
developing an awareness of the beliefs about language
learning that learners briﬁg with them to formal educational
environments. The purpose of this researéh is to identify
and describe the language learning strategies and beliefs of
one class of adult ESL learners, and to try to identify the
nature of the rélationship between the two. In this way
this research hopes to make a positive‘contributioﬁ to the
field of learning strategy research.

In the next chapter we will reviéw studies which have
contributed to an understanding of these two issues, and out

of which the present study grew.



CHAPTER TWO

A Review of the Literature

There are two pertinent areas of literature to be reviewed.
The first addresses the theoretical underpinnings of the
study. In this section a theoretical framework for
understanding learning and communication strategies as they
pertain to learning a second language will be outlined.
Relevant literature on second language learning theory and
" cognitive learning theory will be reviewed. The second area
of literature examines previous studies of communication and
learning strategies with particular emphasis on those most
pertinent to the present research.
Theoretical Background

The questions which concern us here are: What is meant
by the terms learning and communication strategies? What is
their role in second language acquisition? What. factors
affect their use? In this section, research literature that
elucidates the opening questions will be examined. Answers
to these questions necessitate a detailed discussion of
theories of second language acquisition and of cognitive
learning theory. It was in Selinker's (1972) Interlanguage
hypothesis that the first mention of learning and
communication strategies in an integrated theory of second
language was made. Since then, Tarone (1977, 1981) and
Faerch and Kasper (1984) have been particularly interested

in these notions., Their interpretations of learning and
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communication strategies will also be presented.
Communicative competence is a notion which is central
to the present study. It is also one that has had a
tremendous impact both in second language research and in
second language teaching. Communicative competence is
comprised of individuals' working or operative knowledge of
linguistic rules and of their knowledge of how these rules
are used to communicate meaning. Achieving communicative
competence by means of the communicative approach has become
widely endorsed in second language teaching. The curricula
6f many courses, including the courée in which subjedts in
the present study were enrolled, have adopted the
communicative approach. The theory of communicative
competence which underlies the communicative approach
encourages learners to take reéponsibility for their own
learning. One way of doing this is by using learning
strategies effectively; Therefore, communicative competence
and its relation to language learning strategies will be
elaborated. No description or discussion of second
language theory is possible without referencé to a general
learning theory, in this case cognitive theory will be shawn
to be applicable and discussion will focus on its

relationship to second language acquisition theory.
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INTERLANGUAGE THEORY

Interlanguage theory provides a partial theoretical
framework for this discussion. It treats language as a
rule-governed system that learners acquire through a process
of hypothesis-testing and rule ﬁodification. As learners
strive to acquire a new language or target language (TL)
they create rules about the TL, test them, receive feedback,
and then modify their rules as a result of the feedback
received. In this way, they pass through a series of
épproximative systems, or interlanguages (IL) before
reaching the fully formed target language. Interlanguage is
conceptualized as a continuum that learners progfess through
by creatively re-structuring the language. However, not all
learners come to the end of the continuum, that is not all
‘learners achieve full mastery of the target language. When
learners stop progressing through this continuum they are
said to have fossilized at a particular stage of
interlanguage.

The assumptions that underlie interlanguage theory were
stated by Nemserr(1971). They were: (1) the approximative
systems used by the learners are not the same as either the
native language or the target language; (2) the
approximative systems constitute an evolving series; and (3)
that in a similar context, the approximative systems of
learners at the same stage of proficiency are almost the

same.
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There are three principal features or essential
characteristics of interlanquage. Ellis (1986) stated that
the second language learner's interlanguage systenm is
permeable. This mean's that the learner's rules at any
stage of learning may be changed. Furthermore, this chaﬁge
is constant. Ellis (1986) used the word dynamic to capture
the constant nature of this change. However, changes in
learners' rule systems occur slowly. First a new rule is
used in one context only, and then another and another,
until it has been applied to all possible contexts. A third

feature of interlanguage is that it is systematic. Learners

base their performance plans on the rule-systems that they
possess at that time. They do not operate in a haphazard
fashion.

Selinker (1972) listed five processes of interlanguage
which underlie its features: 1language transfer, transfer of
training, strategies of second language communication, and
overgeneralization of target language linguistic material.
A student's native language (NL) and cultural background
directly affect three of these processes: language
transfer, strategies of second language learning, and
;trategies of second language communication. These three
processes are not entirely mutually exclusive. There is
some.overlap between them. Selinker clarifies these terms

by describing them in the following way:
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If it can be experimentally demonstrated that
fossilizable items, rules, and subsystems which occur in
IL performance are the result of the NL, then we are
" dealing with the process of language transfer; . . - if
they are a result of an identifiable approach by the
learner to the material to be learned, then we are
dealing with strategies of second-language learning; if
they are the result of an identifiable approach by the
~ learner to communication with native speakers of the TL,
then we are dealing with strategies of second-language -
communication. (pp. 216-217)
Tarone (1977, 1981) is one researcher who has built upon
Selinker's notion of communication and learning strategies.
The following are her definitions of these strategies and the

criteria for their identification:

Communication Strategy- a mutual attempt of two
interlocutors to agree on a meaning in situations where
requisite meaning structures do not seem to be shared.
(Meaning structures include both linguistic and

‘sociolinguistic structure). Necessary criteria:

(1) a speaker desires to communicate meaning X to a
listener;
(2) the speaker believes the linguistic or

sociolinguistic structure desired to communicate
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meaning X is unavailable, or is not shared with the
listener; thus
(3) the speaker chooses to:
(a) avoid - not attempt to communicate meaning X
or
(b) attempt alternate means to communicate
meaniné X. The speaker stops trying
alternatives when it seems clear to the
speaker that there is shared meaning.
Learning Strategy - an attempt to develop linguistic and
sociolinguistic competence in the target language.
Criteria (1) is not necessary for LS; basic motivation
is not to communicate but to learn (ép. 294-295).
rBoth cS and LS are present in the second language |
classroom. It is not always easy to distinguish which is
which. Although Tarone has used Criterion 1 (the motivation
underlying the use of the strategy) as the basis for
distinction, she admits that:
(1) we have no way of measuring that motivation;
(2) it may be that one's motivation is both to learn and
to communicate; and
(3) oné may unconsciously acquire language even if one
is using a strategy solely to communicate a meaning
(p. 290).
In light of these problems, this discussion will not

always clearly differentiate between CS and LS, for in
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practice this is not always possible. Sociopsychological and
cultural factors all affect the students perception of, and
behaviour in the second language classroom. 1In combination
these are reflected in his use of CS and LS. The notion of
communication strategy as defined by Tarone (1981) has been
challenged by Faerch and Kasper (1984) as too narrow. Her
conception was given in interactment terms, whereas they
defined the term psycholinguistically. They clarified what
they meant by this with the following diagram. The hatched

area represents Tarone's conception.

Problem
Unmarked in .Marked in
performance performance

- Appeal

Interlocutor’s
Interpretation

7
J/

r 4

Figure 4. Manifestation of Communication Strategies
and their Interactional Function

Note. Adapted from "o ways of defining communication
strategies'" by Claus Faerch and Gabriele Kasper,
1984, Language Learning, 34, p. 60.

This expanded version of communication strategy is much

more difficult to deal with. What is unobservable and at
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times unconscious is included in the term. Standard empirical
research practices cannot deal with such complexities.
However, the validity of their argument is apparent. Tarone's
view of CS is incomplete. Therefore, Ellis' (1986) definition
will be used: "Communication strategies are psycholinguistic
plans which exist as part of the language user's communicative
competence. They are potentially conscious and serve as
substitutes for production plans which the learner is unable
to implement" (Ellis, 1986, p. 182).
COMMUNICATIVE COMPETENCE AND THE COMMUNICATIVE APPROACH

The term "communicative competence" was first used by
Hymes (1971); it's attainment has become the main goal of the
communicative approach to language learning. Communicative
competence broadens the idea of competence beyond the limits
of grammatical knowledge to include appropriateness of usage.
A communicatively competent speaker is able to consider the
context, the participants, register and style, in formulating
and understanding language. Canale and Swain (1980) state that
communicative competence has at least four components. They
are: grammatical éompetence,‘sociolinguistic competence,
discourse competence, and strategic competence. Grammatical
competence is concerned with the forms of the language- the
ability to recognize and use the syntactic, lexical,
morphological, and phonological aspects of a language.
Sociolinguistic competence means the ability to use the

language appropriately in different social contexts.
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Discourse competence refers to the coherence and cohesion of
expression above the level of the single sentence. In this
way a series of utterances comes together to form a meaningful
whole. Finally, strategic competence is the ability to use
techniques or strategies to overcome limitations in language
knowledge that might otherwise result in communication
breakdown. A person who possesses all four competencies will
be able to function effectively in a language in a variety of
social contexts. Such a person has achieved communicative
competence. Thé notion of communicative competence is central
to the communicative approach. In fact, Oxford, Lavine,‘and
Crookall (1989) identified it as the first of four principles
of the approach, which are:
1. the attainment of communicative coméetence as the
main goal;
2. dealing communicatively with forms and errors;
3. an orientation which integrates the four language
skills; and
4. a focus on meaning, context, and authentic
language. (p.33)

This approach encourages learners to take responsibility
for their own learni;g and to become active participants in
the 1earﬁing process. It recognizes that learners create
appréximative systems or interlanguages, and that this is an
active process on their parts'. The teacher's role ié one of

learning facilitator rather than omnipotent director in the



34

classroom. Teachers encourage learners to use a great
‘number of learning strategies. This makes sense when one
reconsiders the four elements of communicative competence.
Indeed, strategic competence specifically refers to
strategy use. Some strategies such as metacognitive
strategies are useful for language learning in general,
whereas certain cognitive stfategies facilitate learning of .
more specific aspects of competence. For example, the
keyword method is a cognitive strategy used in learning
vocabulary. This strategy addresses one area of .
grammatical combetence, lexical proficiency. According to
O'Malley and Chamot's (1990) definition, the keyword method
is
a mnemonic device in which individuals form a native-
like homophone (the keyword) for the target word in the
second language. The individual then imagines a scene
in which the homophone and the referent object of the
target word are interacting in some manner. Memory
retrieval §f the méaning of the target word consists of
recalling the homophone,then recalling the imagined
scene in which the homophone and the referent object
are interacting. (p. 230)
(An in depth explanation and analysis of language learning
strategies will appear later on in this thesis.) Thus,
effective and appropriate strategy use is anﬂintegral part .

of the communicative approach. Students who can utilize
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appropriate learning strategies can be expected to take
responsibility for their own learning more effectively and
efficiently.
COGNITIVE LEARNING THEORY

A study of learning strategies would be incomplete
without a discussion of the role of cognition. Cognitive
science seeks to discover how our minds work. It includes
what happens in the mind between input and output, and
includes learning and memory. Second language processes are
described in similar terms to the way in which complex
cognitive skills are described in cognitive theory. The
theory can also be used to describe learning strategies as
complex cognitive skills. 1In order to be useful the theofy
must be able to describe what learning strategies are, how
information about learning strategies is stored in memory,
how learning strategies are learned and may become
automatic, and why they influence learning in a bositive
way. O'Malley and Chamot (1990), relying mainly on
Anderson's (1980, 1983, 1985) mode of representing complex
cognitive skills as pfoduction systems, have addressed these
issues. They state that although some second language
acquisition researchers (McLaughlin, Rossman, and McLeod,
1983; Spolsky, 1985) have made use of cognitive theory,
none has given a precise description of the role of
strategic processing in second language learning. At this

point O'Malley and Chamot (1990) did not discuss Ellis!
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(1986) Variable Competence Model of second language
acquisition. This model does take strategic processing into
account, but does not fully describe those processes.
However, when O'Malley and Chamot described language
production they included Ellis' (1986) strategies of
semantic and linguistic simplification, a part of his model.
In any case, by first explaining Andersqn;s (1980, 1983,
1985) interpretation of cognitive theory, and subsequently
relating it to second language acquisition, O'Malley and
Chamot have given a very detailed description of the role of
strategic processing in sécohd language learning. Their
work will be summarized in the next section of this paper.
Explanation of the System Types of Knowledge

Anderson's (1983) model divides knowledge into two
types, declarative and procedural. The former is what we
know about, while the later is what we know how to do.
Facts and rules would be examples of declarative knowledge,
whereas the ability to speak a language would be considered
procedural knowledge. |

Declarative knowledge.

This is factual knowledge that can be verbalized. It
is stored in long term memory in propositional
representations. It is the meaning of these representations
that is important, not the details. Propositional
representations are composed bf,rela@ions and arguments;

verbs, adjectives, and other relational terms make up the
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relations, while nouns are the arguments. These
representations combine to form propositional networks.
Still larger units are called schema. A schema is a
configuration of interrelated features that define a
concept. The value of schemata is that they facilitate
making inferences about concepts and enable us to organize
and understand new information. | |

Procedural knowledge.

Procedural knowledge is the knowledge of how to do
something. It is acquired slowly and is represented in
memory as condition/action, or if/then pairs. Anderson
(1983, 1985) calls these pairs production systems. An
example of a simple production system is:

If the kettle is whistling, THEN pour the water into

the teapot.

Initially, this knowledge is declarative and the rules
must be referred to every time the action is carried out,
but after many repetitions, the rules are forgotten and the
procedure becomes automatic.

Stages of Skill Acquisition

There are three stages involved in learning a complex
cognitive skill. They are called the cognitive, associative
and autonomous stages. When a learner has reached the third
stage he has converted his declarative knowledge of a
subject to procedural knowledge. Skill acquisition begins

with the cognitive stage. Here the learning is conscious,
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and in declarative form. The learner may receive
instruction, observe a skill being executed, or attempt to
figure it out on his own.

In the next stage, the associative stage, errors in
the declarative knowledge of the p;evious stage are slowly
detected and eliminated, connections among eiements éfé:““
strengthened, and the knowledge is changed to procedural
knowledge, although declarative knowledgé may co-exist at
this time. Performance of the skill is slower than normal.

The third and final stage, the autoﬁomous stage, is
marked b? automatic, unconscious performance of the task.
There is no demand on working hemory. Skilled performance
improves gradually.

This theory assumes individuals must learn rules
underlying performance of a complex skill before being able
to perform that skill. This is called knowledge
compilation, and has two components, proceduralization and
composition. In the former, a learner creates a
propositional representation of a series of actions and then
éonverts it into production systems. The latter,
composition, involves combining several productions that
have become automatic into one production.

Two other aspects of this three stage system are
contfolled and automatic processing. In controlled
processing, short term memory is used, and the process is

conscious. On the other hand, automatic processing takes
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place in long term memory, and as the name implies, is
unconscious.
Discussion of the Three Stage System
The reliance on learning by formal rules, if
interpreted too strictly, is problematic when one attempts
to use this theory to expléin second language acquisition.
Not all of the rules of a language are explicitiy known;
even if they were, they would not all be taught in a second
language classroom. Furthermore, many people learn to speak
second languages without rule instruction, often without
attending classes. However, this theoretical difficulty may
be overcome if we think of rules in interlanguage terms, as
rules that individuals generate about a language and that
guide their performancé in that language. As O'Malley and
Chamot (1990) put it:
The rules followed by a beginning learner may not be
the easily identifiable rules of "grammar" but may
emerge out of the individuals experiences, and thus
represent an ad hoc usage rule. . . Individuals
generate their own rules for language formations,
whether learning takes place within or outside formal
classroom environments and they use these rules in
language comprehension or production whenever they are
needed. (p.28) |
This description of rule formation is compatible with

the way in which interlanguge theory describes how
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hypotheses are formed and used. The pedagogic implications
of learning by formal rules are significant. Requiring
students to learn rules as declarative knowledge is boring
-and time-consuming for the student. The second language
could not be the medium of instruction, at least initially,
for the students would be unable to understand the rules in
tﬁe second language. A more efficient way of teaching
complex skill acquisition, suggested by Gagné (1985) is by
cued performance or modeling of the skill desired, coupled
with repeated opportunities for practice. This is how the
communicative approach teaches a second language. Modeling
helps the learﬁer at the hypothesis formulation stage, by
restricting the possible number of hypotheses that he could
choose from. Opportunities for practice are also useful.
They enable the learner to formulate rules about the
language, test them, and amend them based on the feedback
received. Anderson doesn't talk about modeling és a way to
learn per se, but essentially, the processes involved in
comprehending modeling are the same as those involved in
listening comprehension. Cognitive theory does discuss
listening comprehension and will be elaborated on in the
next section of this study.
Langquage Comprehension

Language comprehension is an active, constructive
process that applies both to reading and to listening. It

is characterized by three overlapping and recursive stages:
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perceptual processing, parsing, and utilization of meaning.
Each stage contains processing and analysis. In the first
phase, attention is paid to the text, and portions of it
enter short term memory. In parsiﬁg,'words and phrases are
decoded by matching them with their representations as
declarative knowledge in long term memory. This is
analogous to using a mental dictionary. During utilization,
we relate a mental representation of the text meaning to
declarative knowledge in long term memory. There are two
types of declarative knowledge that help to identify the
meaning of a text; real-world, and linguistic. Processing
of the text using real-world knowledge is called top-~down
précessing, whereas using linguistic knowledge is called
bottom-up processing. Both types of processing are
necessary, but more proficient readers and listeners rely
more on top-down processing. Second language'leafners tend
to focus on bottom-up processing more than natives. Perhaps
they are aware of their linguistic limitations and focus
attention on trying to overcome them, at the expense of top-
down processing.

Langquage Production

Language production is also an active, constructive,
meaning-based process. It applies to speaking and writing.
Like language comprehension, it consists of three stages
that are also recursive and overlapping. However, the

stages themselves are not the same as those used in language
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comprehension. Anderson calls them; construction,
transformation and execution. During construction, first
the communication goals are set, then the facts to be
expressed are selected by searching through declarative
knowledge; and finally, a decision is made about how to
structure the information selected. The speaker or writer
uses several types of knowledge in order to stfﬁcture the
information he wishes to express. These types of knowledge
correspond to the four competencies of communicative
competence. Discourse knowledge or competence involves
calling up different types of schemata. Certain schemata
are culture based. (This will be discussed in more detail
later.) Thus, the second language learner may need to
modify his script, even though his goal may remain the same.
In the next stage, transformation, language rules are
applied to transform intended meanings into the form of the
message. This is done by invoking production systems. More
proficient writers, at this stage, focus on the meaning they
are attempting to convey, while less proficient writers
concentrate more on grammatical forms and spelling. This
has significant implications for the second language
learner, for his knowledge of forms has not yet become
proceduralized; Therefore he must direct conscious
attention to this aspect of his writing. Finally, execution
occurs. At this point the message is expressed in its

audible or observable form. This stage is almost automatic
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and unconscious for a native. The second language learner
may have to concentrate on pronunciation. Writers
accustomed to a different graphic system would need to pay
careful attention to handwriting skills. At all three
stages of language broduction the second language learner
has increased demands on his cognitive capacities. Ellis
(1986) suggests that the learner attempts to overcome this
by means of semantic and linguistic simplification. These
are features of interlanguage. At the execution stage, the
second language learner receives feedback, and may, on the
basis of this feedback, go back and forth between the
processes of construction, transformation, and execution,
making changes. This is called monitoring.
Learning Strategies as Cognitive Skills

According to O'Malley and Chamot's (1990)
interpretation of Anderson's (1980, 1983, 1985) work,
strategies are no different than any other complex cognitive
skill. They may be described as a series of:productions |
that become proceduralized over time. There are three
categories of learner strategies; metacognitive, cognitive,
and social/affective. A metacognitive strétegy involves
thinking about or knowledge of the learning process:
planning, monitoring, and self-evaluation of learning are
examﬁles of metacognitive strategies. A cognitive strategy
is one that involves mentally manipulating or changing tasks

or materials in order to improve understanding, acquisition,
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or retention. The third type, social/affective, uses either
social interaction or self-control over affect to promote
learning. Since strategies are procedural knowledge, they
are acquired by passing through the three stages of
pfocedural skill acquisition previously described. The
nature of procedural knowledgé enables prediction of the
circumstances under which it is likely that a new strategy
will be used. It is unlikely that one would use a new

" strategy to learn material perceived as very difficult
because the effort involved in using a new strategy with an
already cognitively demanding task would seem overwhelming.
Similarly, it would not seem worth the energy to use a new
strategy on an extremely easy task which could be
effectively accomplished using familiar, already
proceduralized strategies. Also, if a new task is seen as
similar to one that has been done before, the learning
strategies previously used will again be used to accomplish

the new task.

Second Langquage Acquisition and Cognitive Theory

Declarative knowledge.

The nodes of declarative knowledge are meaning based;
they are not a direct representation of language. Transfer
from a first to a second language, éccording to Anderson's
model, is hypothesized to occur by going through three steps.
In the first step, the second language is chosen for use.

In the second step, information originally stored through
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the first language, but now stored as non-language- specific
declarative knowledge is obtained. Third, the information
is connected to the second language forms needed. The first
and third stepé use short-term memory, while the second step
uses long term memory.

Some kinds of declarative knowledge are easier to
transfer than others. There are two kinds of scﬁemata or
organizational frameworks, organization by natural
categories and organization by events. The former is
scientific knowledge, while the latter consists of personal
recollections, story scripts, and social cognition. Events
schemata are culture specific, and as such are more
difficult to transfer.

Metalinguistic knowledge may be considered declarative
knowledge. It most often comes about as a result of~schema
induction, but may also result from patterned generation.
Schema induction occurs when an individual sees the
resemblance between areas of two languagés Qhen they occur
at the same time or shortly after one another. Patterned
generation occurs when a teacher provides the model for the
comparison between the two languages. However, _
metalinguistic knowledge cannot be formed unless the learner
has achieved facility in his first language and has had
sufficient exposure to the second language. For example,
very young children might not have sufficient first language

mastery to form metalinguistic knowledge.
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Procedural knowledge.

Communicative competence cannot be reached with
declarative knowledge alone. It is essential that
declarative knowledge be supplemented by procedural
knowledge.. This means that instruction should focus on
language as a skill not as’an object of study. The rules of
communicative competence may be represented by production
systems.

At this point, a re-examination of the stages of
skill acquisition as they relate to second language
acquisition further -illustrates the utility of cognitive
learning theory. The cognitive stage is marked by intensive
attention to and deliberate efforts to make sense of the
second language. This is when the silent period as
described by Krashen (1980) occurs. During the silent
period, the learner is focusing on comprehension,
deliberately postponing the more difficult process of
" production. The next stage, the associative stage,
parallels interlanguage. Because effort is directed towards
language learning, it is difficult to learn new tasks at
this time. In the final autonomous stage, communicative
competence has been achieved. The learner's ianguage
comprehension and production are native-like. He is able to
learn new information in the second language.

This model disagrees with the distinction between

acquisition and learning made by Krashen (1981). Initial
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learning does not necessarily happen without conscious
awareness, even though the learner may not be able to
express the rules he uses. Awareness and conscious control
depend on the familiarity of the skill and the nature of the
information. The model also comments on the rate and type of
language skill acquisition. Perceived relative difficulty
can affect "chunking". Difficult chunks will be processed
at the cognitive stage of acquisition, whereas easief'chunks
would be processed at the associative or autonomous stages.
Perception depends on a number of factors, including: age,
context of learning, learning style, affective
considerations, prior declarative and procedural knowledge,
and the ability to deploy effective learning strategies.
Retention and Attrition of Knowledge

In order to be fully-descriptive cognitive learning
theory must also address the issues of retention and
attrition of knowledge. Cognitive theory predicfs fhat
procedural knowledge that is still in the cognitive stage
and is declarative in representation would be lost first.
This would include vocabulary and socioliguistic compgﬁence;
Grammatical competence should be retained. At the present

time no studies have investigated this area.

Research on Iearning and Communication Strategies in

Second langquage Acquisition

Studies of learning strategies have investigated a

number of aspects of the topic. There have been numerous
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attempts to identify and classify strategies. Researchers
have also tried to discover which strategies are more
successful with which tasks at which levels of second
language proficiency. They have also loocked at the extent
and use of strategies in terms of who uses them, considering
the effects of sex, profession, ethnicity, motivation,
psychological type, and beliefs about language learning.
How successful and unsuccesgful language learners usé
learning strategies has also been the subject of
investigation. Types and effects of strategy training also
appear in the research literature. These studies have used
a multiplicity of research methods to collect their data.

Carton was the first researcher to report an
investigation of learning strategies (1966, 1971) interested
in the influence of inference in foreign language learning,
he noted that some learners made more and better inferences
than others. Those learners who used more and better
inferences than the others saw language learning as a
problem~-solving process and invoked their prior experience
and knowledge to assist in the process.

Rubin was the next pioneer in learning strategy
research. She tried to identify the strategies used by
successful language learners (1975). She -identified these
strategies through her own observations and through
observations of other teachers and learners. She identified

the following variables: learner psychological

»
W/
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characteristics, learner communication strategies, learner
social strategies, and learner cognitive strategies. Rubin
subsequently (1981) divided the strateéies into those which
contribute directly and indirectly to learning. She advised
(1981) that the best method of collecting data for this type
of research was by prolonged observation combined with
directed diary use. In directed diary use, learners are
made aware of learning strategies and then asked to keep a
diary commenting on their use of the strategies for various
tasks; |
The first large-scale study of learner strategies was
conducted by Naiman et al (1978). One part of the study
involved interviewing thirty-four adults who had
successfully learned a second language. They identified
five Strategies of Good Language Learners (GLL's). They
are:
1. GLL's actively involve themselves in the lénguage
learning task . . .
2. GLL's develop or exploit an awareness of language
as a system . . .
3. GLL's develop and exploit an a&areness of language
as a means of communication . . .
4. GLL's realize initially ér with time that they must
cope with the affective demands made upon them by
language learning and succeed in doing so . . .

5. GLL's constantly revise their L2 systems (pp. 13-15).
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They also identified a number of techniques which
focussed on specific aspects of language learning. Those
aspects were: sound acquisition, grammar, vocabulary,
listening comprehension, learning to talk, learning to
write, and learning to read. An example of a technique to
aid sound acquisition is repetition after a model. Later
classification schemes (0O'Malley et al.,1985; Oxford, 1990)
would not make the distinction between strategies and
techniques; nor would they specify the aspect of language
learning associated with a particular strategy.

Bialystok and Frolich (1978) examined two functional
strategies, inferencing and functional practice, and two
formal strategies, monitoring and formal practice. In
functional strategies, the focus is on language use, whereas
in formal strategies the focus is on language form. High
school students who were studying French as a second
language, filled out a questionnaire on their use of these
strategies. They then correlated their reports with
independent measures of attitude, motivation, language
aptitude, and French achievement. All four strategies had
positive effects on certain kinds of tests, and functional
strategy use significantly modified performance for all
skills.

.Reading strategies of foreign language learners have
been studied extensively by Hosenfeld (1977, 1978, 1979,

1981). She began attempting to identify reading strategies
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by using the "think aloud" type of introspection (1977). 1In
stﬁdies that employ the think aloud method of data
collection subjects are first given training in the method,
and are then asked to complete a task and vefbalize their
thoughts while doing so. This process is tape recorded for
later analysis by the researcher. Hosenfeld found that
successful readers use some form of contextual guessing that
is based upon inductive reasoning. They also evaluate the
appropriateness and logic of their guesses. Hosenfeld was
also one of the first to wonder to what extent a learner's
selection of strategies was influenced by his "mini-theory
of second language" (1978). 1In her 1979 and 1981 articles,
she reported on the first efforts to provide strategy
training to learners. The recipients of this training were
learning French as a foreign language. The skill focussed
on was reading comprehension. She first identified the
strategies the students were currently using by collecting
think aloud data. She then explained the importance of
strategies and helped the students to identify their own
strategies in English reading. She then encouraged them to
transfer those strategies to reading French material, and
also provided direct strategy use instruction, mainly by
explanation and practice. She did not -do pre- and post-
testing, so it is difficult to assess the outcome of the

training.
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Cohen and Apek have beep interested in vocabulary
learning strategies (1980, 1981). The subjects of their
research were English- speaking students learning Hebrew
abroad. They usually tried to memorize words, but they did
use other stratégies that sometimes helped in their
retention of the words. The most successfulistudents used
elaboration and association strategies. The researchers
also noted some strategies that interfered with vocabulary
learning: poor memory techniques, poor inductive
inferencing strategies, and poor deductive reasoning. They
came to the tentative conclusion that use of certain'
strategies can be helpful in vocabulary learning. They also
remarked that data collection by classroom observation alone.
was not an efficient way to collect data on strategies, for
there was little talk and most of it was teacher directed.
They got more information through anecdotal student reports.

Politzer (1983) conducted a study similar to Bialystok
and Frolich's (1978). Ninety undergraduate students
enrolled in foreign language courses in French, Spanish, and
‘German were asked to respond to a questionnaire concerning -
their engagement in certain selected learning behaviours.
Three general complexes of items were used: general
"behaviours, classroom behaviours, and interactions with
others outside of class. He correlated these with the
learner's grades, and teacher evaluations of their progress,

effort, and participation. The classroom behaviour scale
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items gave the highest correlation. However, the researcher
felt that course level, and methodology also influenced the
results.

When Politzer and McGroarty (1985) conducted another
study in this vein, they did not find the same correlation.
The subjects of this study wefe taking an ESL course
designed to prepare them for graduate work at the university
level in the Unifed States. Roughly half of the students
were Asians while the other half were Hispanics. Po}itzer
and McGroarty did find that ethhic groub differences were
significant on some items. Even though Asian subjects
engaged in fewer of the assumed "good" learning behaviours
than Hispanics, they made greater gains in linguistic and
communicative competence. The results of this research are
confusing. The authors suggested that "good behaviours may
be differentially appropriate for various types of
skills..."(p.118). Also, certain complexes of strategies
may be more appropriate for linéuistic competence while
others relate more to commuﬁicative competence. They-
suggest that certain learning strategies may be culturally
specific and warn that caution in prescribing good learning
behaviours is warranted.

The notion of cultural specificity of learning
strategies has been challenged by the results of a study
conducted by Willing (1985) reported by Chaudron (1988). He

found no difference in strategy use with any ethnic group,
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age, or sex. This was a particularly large sample
consisting of 517 adult ESL students.in Aﬁstralia.

The focus of a study by Chesterfield and Chesterfield
(1985) was on identification of, and longitudinal use of
learning strategies. The subjects of the study were young
Spanish children learning English. They were observed four
times in two years. Chesterfield and Chesterfield
identified 12 strategies and noted their frequency of
‘occurrence.' Their method of data collection restricted them
to reporting on observable learning strategies only.
However, they did find a sequence in strategy use.
Initially, the students cﬁose receptive strategies such as
repetition and memorization. Later on, they increased their
repertoire of strategies to include more interactive ones
such as requests for clarification. The researchers suggest
structuring classroom activities so that they coincide with
the developmental tendencies of fhe children.

Two papers by O'M&lley and his colleagues report on a
two phase study of learner strategies (O'Malley et al.
1985a, 1985b). The objectives of the first phase of the
study were: to identify the range and variety of learning
strategies used by good language learners, to classify the
information into a usable ffamework, to discover which
strategies were associated with which tasks, and to see if
there were different patterns of strategy use between

beginning and intermediate students. The subjects were 70
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high school ESL students who had been judged as good by
their teachers. The majority of the students were
Hispanics, a few were Asians, and the rest came from several
other ethnic groups. The reéearchers collected their data
by classroom observation and through interviews with
students and teachers. They found that student interviews
were the most useful. They remarked that observation was
not helpful because strategies occurred either infrequently
or not at all. Teachers tended to confuse teaching and
learning strategies, aﬁd spoke mostly about the former. As
a result of their findings, the researchers grouped
strategies into three broad categories - metacognitive,
cognitive, and social mediating. They accounted for 30, 53,
and 17 percent of strategy usage respectively. Differences
were found between beginning and intermediate level
students' use of learning stfategies. Metacognitive
strategies used by intermediate level students were mainly
self-management, advance preparation, and self-monitoring
strategies, whereas beginning level students relied heavily
on metacognitive strategies such as selective attention and
delayed pfoduction. The quantity of metacognitive
strategies used by intermediate learners was greater, which
suggests that a certain level of exposure to the second
langﬂage must occur before students are able to reflect on
their own learning style, plan for learning opportunities,

and compare their own output to a native speaker's. ‘There
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were similarities and differences between cognitive and
social-affective strategies used by beginning and
intermediate students. Common to both groups were
repetition, note-taking, questioning for clarification, and
cooperation. Beginners used translation and imagery more
than intermediates, while intermediatés used more
contextualization. On the whole, they found that strategies
were used most frequently for the ieast complex, non- |
integrative language learning tasks, fof example, vocabulary
learning, and that the strategies used were often ones that
required little cognitive processing of the learning
materials. For example, the incidence of repetition was
much higher than that of inferencing.

In the second phase of the project the students
received training in the use of selected learning 7
strategies. The students involved in this phase of the
study were 75 high school ESL students from three different
schools. They were all at the intermediate level and were
mainly Hispanic and South-East Asian.” The purposes of the
étudy were: to determine the effect of strategy training on
strategy use; to see if it could improve learning of both
integrative and discrete tasks; to see if there were
differences in the effectiveness of strategy tfaining for
different students. Strategies to aid vocabulary learning,
listening comprehension, and speaking ability were taught.

In each school the students were divided into three groups.
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One group received metacognitive and cognitive strategy
training, another group received cognitive strategy
training, and the third group, the control group, received
no strategy training. The training took place over eight
days, one fifty minute period a day. The students received
instruction in two of the three areas in one period. Pre-
and ﬁost-tests were administered. The results of the tests
were significant for speaking. The post-ﬁest showed no
difference for listening; however the results of the daily
tests on topics that the students had expressed interest in
were significant. The researchers felt that the lack of
significance of the post-test results on listening could be
explained by the increased difficulty and decreased interest
level of the test. Strategy training made no significant
difference in vocabulary learning. O'Malley et al claim
that ethnicity was a factor here. South-East Asians
resisted the strategy training (imagery). They breferred
rote repetition. This is the predominant method of learning
in Asian school systems. The results of strategy training
in vocabulary were significant if only the Hispanic students
were counted. The authors concluded that strategy training
in a natural claséroom environment can be effective for
int;grative language tasks such as speaking, and that
listening effectiveness depends on task difficulty.

Cohen (1987) focussed on a very specific area of

learning strategies. He was concerned with how students
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processed the feedback they received from writing
assignments. He surveyed 217 university students. They
were in writing, ESL, French, German, and Hebrew classes,
and rated themselves as from poor to excellent students.
They answered a questionnaire about what they did with
teacher feedback on their writing assignments. Monitoring,
a metacognitive strategy, couldrbe discerned by the
percentage of students who read over their papers. Forty-
seven per cent of the students read all of it, 34 percent
read most of it, 17 percent read some of it, and 2 percent
read none of it. The self-reported poorer students tended
to only read some, if any of their paper over. Cohen noted
that the teachers' comments were mainly restricted to graﬁmar
and mechanics, and that the students paid the most attention
to comments of this nature. The significance of this is
that students are being encouraged to do bottom-up
processing. Poorer students evidenced less monitoring by
not attending as cérefully to the teachers' comments as the
better students did. The most popular cognitive strategy
used to process teacher feedback was summarizing information
in the form of making mental notes. The least popular
strategy, but most used by the poorer students who had re-
read all of their assignments, was repetition. They re-
wrote their papers. All students showed a limited

repertoire of learning strategies in this particular area.
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In their 1987 study, Abraham and Vann chose to compare
the learning strategies of a good learner and a poor
learner. These 1earners were chosen from a class of fifteen
students who were taking an intensive ESL prograﬁ designed
to help them pass the TOEFL (Test of English as a Foreign
Language) . fhey collected data from all of the students,
but chose to report on these two particular students
because, although they shared similar background
characteristics (native language, educational/professional
background, motivation, cognitive style, and intelligence),
one was considerably more successful than tﬁe other.
Success was judged by their final TOEFL mark, and their
teacher's assessment of their ability to function in a
university environment. Strategies were elicited in two
ways. The students were interviewed to obtain background
knowledge about them, and also to ask them about their
strategy use. These interviews were taped. Analysis of the
interviews included observations of the strategies the
students were actually using during the interview, as well
as those that they reported using. The students also
provided think-aloud data on four tasks: a verb tense
exercise, an article usage exercise, a cloze test, and a
composition. Strategies were classified using Rubin's
(1975) taxonomy. Gerardo and Pedro were the names of the
good and poor learners respectively. Gerardo was much more

concerned with grammatical form than was Pedro. In the
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interview, he asked for and practiced the correct form more
frequently than Pedro; in the think-alouds, he frequently
monitored his work. He used a greater range of strategies
than Pedro. Pedro did everything as quickly and simply as
possible. Their language learning philosophies may have
guided their strategy choices. Gerardo took a broad view of
language learning; he was concerned with both form and
function. He wanted to know how the forms could enable him
to communicate. Pedro saw language as vocabulary. If he
could learn enough words then he would be able to
communicate. Abraham and Vann also speculate that
background factors were important in explaining the
difference between the two men. Gerardo had a university
education, and had worked as a college instructor, whereas
Pedro had neither post-secondary education nor work
experience. Gerardo was also more intelligent than Pedro.
Raven's measure of intelligence was used to assess the
subjects' intelligence. Gerardo was field independent; this
may have helped him to analyse and monitor. On the other
hand, Pedro's field dependence may have limited his 7
analytical ébility. A personality characteristic of Pedro
may also have been salient. Pedro seemed to value haste.

He completed everything as quickly as possible, and never
reviewed his work. Abraham and Vann conclude by identifying
several problem areas in learning strategy research. They

say that tools for assessing background variables are
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lacking, and that this is compounded by the cross-cultural
nature of second language learning. They comment that
current methods of collecting learning strategy data are
cumbersome and that classification systems of strategies
need further development and standardization.

Wenden (1987b) is another researcher who has taken an
interest in language learning philosophies and how they
affect learning strategy choice. She conducted semi-
structured interviews with 25 very advanced level ESL
students who were attending a part-time ESL class at a
university. During-the interviews she asked them about the
contexts where they used English, and the language learning
activities they engaged in. The students fell into three
groups that she called: use the language; learn about the
language; and, personal factors are important. If we apply
cognitive learning theory here, it seems probable that the
first group would want to acquire procedural knowledge while
the 'second group would be most interested in declarative
knowledge. Wenden found that the first group used many
communication strategies while the second group relied
heavily on cognitive strategies. The third group did not
show any particular pattern. There was also a difference in
metacognitive strategy use among the groups. They all used
selected attention, but what they attended to was not the
same. The first group focussed on meaning of the language,

the second group on form of the language, and the third

2>



62

group on the feelings they were experiencing at the time.
Self-management strategies also differed. The language use
group sought out contexts that could facilitate
understanding (e.g.TV), and opportunities for "real"
practice. The second group preferred contexts that provided
"good" input at "appropriate" levels. The third group used
affective criteria in choosing contexts for second language
use. Wenden concluded by asking three questions. She
wanted to know if there were more than three major
categories of beliefs, how beliefs are formed, and how they
affect strategy choice. :

Wenden (1987c) has also experimented with learner
training. The subjects of the study were the members of two
advanced ESL classes' at Columbia University. They were
taking a seven-week, twenty hour a week program. At the
outset of the program they were informed that the topic of
their two-hour weekly discussion fluency class Qould be
language learning. The program was designed to be informed
training, focusing on the development and refinement of
metacognitive awareness. The materials consisted of short
lectures and readings about the nature of language and
language learning. The tasks included comprehension
exercises, discussions based on the readings and lectures/
contact assignments, and directed diary writing. The
experiment was not successful. One class refused to

continue with the training and it had to be dropped after
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only three weeks, and the class that continued did so
unenthusiastically. Less than half of the studenfs in this
class agreed that the training tasks had been useful.
Wenden had to conclude that learner training was not
considered relevant in its own right.

Porte (1988) examined the learning strategies utilized
by fifteen under-achieving ESL learners in private language
schools in London, and found that they used strategies for
dealing with new vocabulary similar to those found in
Naiman's (1978) study of the good language learner. He‘
speculated that these students may not have had much
language learning aptitude and/or the extent and frequency
of their use of strategies may have been insufficient.

Tran (1988) specifically studied sex differences in
learning strategy use among Vietnamese adults over aged 40
in the United States. The classification system that he
used for strategies only included what Rubin (1981) called
"creates opéortunity for practice." For example, two of his
gtrategies are, watching TV, and practicing with American
‘friends. In considering his results, one should be aware of
Tran's narrow interpretation of strategies. He found that
men made more extensive and more varied use of learning
strategies than did women. He attributed these differences
to the differing roles males and females have played in

traditional Vietnamese society.
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Padron and Waxman (1988) looked at the correspondence
between self-reported strategy use and performaﬁce on
reading comprehension. This was a study of Hispanic ESL
students from grades three to five. They answered a Likert-
type questionnaire about their use of 14 reading
comprehension strategies. (Once again, a unique strategy
system was used.) The authors believed that half of the
items would have a positive effect on reading comprehension
while the other half would have the opposite effect. They
‘aid pre-and post-testing of reading comprehension. They
found that six of the seven most commonly used strategies
were positive but that there were no significant
correlations between their use and achievement on reading
comprehension. The only significant correlations that they
found were two negative ones. They were "thinking about
something else" and "repeating the main idea again and
again." 1In this instance, it seemed that negative
.strategies may have interfered with learning, while positive
strategies were not influential. It is possible that when
they answered the questionnaire, the students were thinking
about the strategies they use in reading Spanish and that
they had not yet transferred them to reading in English.

Chamot and Kupper (1989) compléted a three year study
of American high school students learning Spanish. The
study had three components: (a) a Descriptive Study, which

identified learning strategies used in studying foreign
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languages, (b) a Longitudinal Study, which identified
differences in the strategy use of effective and ineffective
language learners and analyzed changes in strategy use over
time, and (c) a Course Development Study, in which foreign
language instructors taught students how to apply learning
strategies.

The descriptive study was a partial replication of
O'Malley and his colleagues' previous (1985a) study.
Interviews wéée held with groups of thrée to four students.
The interviewers described types of learning tasks the
students would be familiar with, and asked them about tricks
and techniques they used to complete those tasks, about task
preparation and management, and about checking and revision.
The foreign language learners used all of the strategies
that the ESL learners had employed, with the exception of
one cognitive strategy, keyword. They also identified
several more strategies than the ESL learners had mentioned.
These strategies related to reading and writing tasks which
had not been included in the ESL student interviews. There
were similar pattérns of use. Both ESL and EFL students use
more cognitive than metacognitive strategies. The
metacognitive strategy most used is plénning. Beginning
students relied more on repetition, translation, and
trangfer, while more advanced students used inferencing.

All ability levels used strategies, but higher levels used

more of then.
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In the longitudinal study, effective and ineffective
students at the beginning, intermediate, and advanced levels
were studied for four semesters. The attrition rate was
high, especially for the ineffective students.
Unfortunately, Chamot and Kupper do not comment on the
attrition. Think-aloud data were gathered auring tasks.

The authors noted that very easy tasks were completed
quickly and didn't elicit much strategy use; similarly, very
difficult tasks did not elicit strategy use either. The
students would say "I don't know," and give up. After
analyzing these data, the researchers further refined the
strategy classification system. They did not detect any
pattern of strategy shift over time. Strategy choice seemed
to be related to the type of task. Good students used a
greater range of strategies, and used them more frequently.
They were more adept at problem identification and called
upon prior knowledge to help them. Affective factors
influenced novice learners. Thef tended to be scared by
problems and abandon them. Chamot and Kupper also cited
motivation as a factor in success, although they did not
elaborate on what they meant by this.

In the third phase of this study, instructors taught
strategy training to students for listening, reading, and
speaking tasks. The researchers observed the instruction.
It was direct. The students were informed of the purpose

and value of the strategies. The instruction was given in the
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students' first .language. The researchers said that the
students seemed to enjoy the classes, and some of them
commented that they intended to use the strategies learned
on future tasks. The importance of this study is that it
shows that teachers themselves can do learning strategy
training. Previously only researchers had implemented
strategy training (Hosenfeld, 1979, 1981; Cohen ‘and Apek,
1981; O'Malley et al., 1985b). Chamot and Kupper note that
success is dependent on teacher interest, ability, and
planning time available. It's also important that the
teacher be able to convince her students of the value of the
training. One teacher dropped out of the training for this
reason. Wenden (1987c) also experienced difficulty on this
count.

Learning strategies used in listening comprehension
have also been studied (O'Malley, Chamot, and Kupper, 1989).
They wanted to know if there were particular stretegies that
would be associated with Anderson's (1983, 1985) three
stages of listening comprehension. Five effective and three
ineffective high school, intermediate level, Hispanic ESL
learners participated in the study. Their effectiveness was
identified by their teachers based on the following
criteria: attentiveness in class, ability to follow
directions without asking for clarification, and willingness
to guess unknown meanings. The students listened to three

passages that had been taped with pauses. In the pauses
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they gave think aloud responses. They chose to speak in
Spanish while doing this. The researchers found that there
were particular strategies associated with each phase, and
that good listeners not only used more strategies, but also
used them more frequently. Good listeners combined bottom-
up and top-down processing, while poor listeners religd
almost completely on bottom-up processing.

In this last learning strategy study to be reported on,
Ehrman and Oxford (1989) using a highly sophisticated group
of foreign language learners, studied the effects of sex
differences, career choice, and psychological type on adult
laﬁguage learning strategies. They found that women and
professional language trainers reported greater use of
language learning strategies. Professional language
trainers are presumably also successful language learners;
and based on the research thusfar it appears that success in
language learning may be associated with increased strategy
use. Therefore, this finding is not surprising.
Psychological type, which was determined by using the Myers-
Briggs Type indicator which describes four types, also
influenced use of learning strategies. Intuitive-feelers,
used the most strategies. Many women are intuitive-feelers.
This mayﬁaccount for the greater use of learning strategies
by women. ' The participants all completed the "Strategy
Inventory for Language Learning". The SILL is a 121 iten,

Likert-scaled, self-report instrument which assesses the
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frequency with which the respoﬁdents use a variety of
different techniques for second or foreign language
learning. Items included in the scale are based on a
combination.of previous researchers' taxonomiés, primarily
Rubin's (1975, 1981) and O'Malley and his colleagues (1985
a, 1985b).
SUMMARY OF LEARNING STRATEGY RESEARCH

Research in learning strategies is still in its
infancy. The methodology and descriptive framework for
observing or eliciting learning strategies is not well
developed. Numerous taxonomics have been utilized, some
using the same terms with different definitions of them,
making comparison of studies’difficult and at times
impossible. The categories developed thusfar are not
necessarily mutually exclusive or exhaustive. Furthermore,
many strategies are not overtly observable or pnly occur
very infrequently. This casts doubt on the reliability of
observation only studies, especially those where the length
of observation has been short. The degree of conscious and
unconscious‘use of strategies by the learner is also
problematic for the researcher to capture. Studiés that
rely on self-report only may miss these unconscious
strategies. Students cannot bg expected to report on
strategies that they are unaware of. Students may forget to
report particular strategies or may report using strategies

which they in fact do not use. They may report that they
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use strategies which they think they should use rather than
the ones they actually use. Also, because a number of
variables interact in learning environments; it is
simplistic to try to attribute a cause effect relationship
to use of various strategies and degree of success in
language learning.
Communication Strategies Research

Although communication strategies are being reported
separately here, there is considerable doubt over the wisdom
of considering them apart from learning strategies. Even
the definition of communication strategies is problematic.
Reseafchefs (Tarone, 1977, 1980; Tarone, Cohen and Dumas,
1983; Faerch and Kasper, 1983; Ellis, 1986) have differed
o&er the meaning of the term itself. Tarone defined the
term from an interactionist perspective whereas Faerch and
Kasper, and Ellis gave it a wider psycholinguistic
definition. Tarone's definition includes only strategies
that compensate for missing knowledge during conversation,
whereas Faerch and Kasper and Ellis argue that these
strategies are also applicable to reading and writing. They
also emphasize that they may be either conscious or
unconscious. The main distinction between learning and
communication strategies is the motivation behind their use.
Learﬁing strategies are used with the primary purpose of
learning the language, whereas communication strategies are

used to communicate in the 1anguage.‘ Tarone herself has
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stated that it is not always possible to discern motivation.
Furthermore, the distinction between learning and
communication is not justified, for "Learning takes place
through communication" (Faerch and Kasper, 1983, p. xvii).
"Communication, learning, and instruction interact and
influence each other" (Candlin, 1983, p. x). The split
between communication strategies and learning strategies
appears to be an unnecessary one. In fact, in Oxford's
(1990) taxonomy of learning strategies ﬁhe distinction has
not been made, but has included what Tarone (1981) defined
as communication strategies as compensation strategies. In
oxford's (1989) article she stated that compensation
strategies are useful in developing discourse competence,
one aspect of communicative competence. (It has previously
been stated that the attainment of communicative competence
is that goal of the communicative approach.) 'Therefore, the
use of communication/compensation strategies is entirely
appropriate in a second language classroom that uses this
approach. It would be preferable to consider communication
strategies as a sub-set of learning strategies but most of
the authors of research on learning and communication
strategies have maintained the distinction. For this
reason, but with serious reservations, the present research
reviews communication strategies literature separately.

However, because communication strategies are really a sub-
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set of learning strategies, the literature reviewed in this
section is shorter than in the previous section.

Most of the research on communication strategies has
been theoretical rather than empirical. Different methods
have been used. Some researdhersl(e.g. Varadi, 1980;
Tarone, 1977) have compared learners' performance on story-
telling tasks in their first and second languages. A
similar approach involved comparing nati&e speakers' and
second language speakers' performance of the same task
(Hamayan and Tucker, 1980; Ellis, 1984). Focus of study has
also been on particular lexical items (Bialystok, 1983;
Paribakht,£1985), either by embedding them in a picture
story re-construction task or by asking students to label
pictures and translate them from their first language. The
1éast contrived of the studies video-taped conversations
between second language and native speakers (Haastrup and
Phillipson, 1983). To date, no examination of communication
strategies in the classroom environment has been reported in
the mainstream literature. Given the paucity of research in
the field and the unresolved theoretical and methodological
problems, research findings are not extremely reliable.
Ellis (1986) has summarized them in terms of the effects of
different variables on the use of communication strategies.

1. Effects of proficiency level

The proficiency level of the learner influences his

choice of strateqgy. Tarone (1977) notes that the less
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able students whom she investigated preferred reduction
to achievgment strategies. Ellis (1983) also found
that one of the learners in his longitudinal study
opted for reduction-type behaviour in the earlier
stages, but increasingly turned to achievement—type
behaviour as he progressed. Ellis (1984), not
surprisingly, found quantitative but not qualitative
differences between the strategy use of ESL children
and native-speaking Eﬁglish children. The former
relied more on avoidance, and the latter more on
paraphrase, Bialystok (1983) found that advanced
learners used significantly more L2-based strategies
and significantly fewer Ll-based strategies than less
advanced learners. In general, therefore, L2 learners
of limited proficiency prefer either reduction
strategies or Ll-based achievement strategies while the
more advanced learners prefer L2-based achievement
strategies such as paraphrase.

2. Effects of the problem-source

There is less evidence to demonstrate that strategy
choice is influenced by the specific nature of the
problem{ but this would seem likely. Tarone (1977)
notes that code-switching is more likely when the first
and second language have close cognates. Hamayan and

Tucker (1980) found the extent to which L2 child
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learners displayed avoidance depended on the
grammatical structures involved. |
3. Effects of personality
Tarone (1977) observed definite differences in her
learners' overall approach to story telling. One
learner spoke quickly and provided little detail in
either L1 or L2 performance, whereas another elaborated
and frequently éppealed for assistance. She suggests‘
that personality factérs may correlate highly with
strategy preference.
4, Effects of the learning situation
It would seem probable ﬁhat learners' use of':
communication strategies is affected by the situation
of use. For instance, learners may use fewer
strategies in a classroom environment than in natural
environment, particuiarly if the pedagogig focus is on
correct 12 use, rather than on fluent communication.
The situation may -also influence the type of:strategy
used. Piranian (1979) found that American university
students learning Rﬁssian'relied more on avoidance,
whereas learners with naturalreXpésure used paraphrases
too (pp. 185-186).
Summary and Rationale

SUMMARY 7

Theory tells us that language learning is a complex

cognitive skill. Cognitive theory and interlanguage theory
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suggest how communicative competence can be reached.
Learning and communication étrategies are used to reach this
goal. These strategies are also complex cognitive skills.
The research has identified a number of those strategies,
what type of tasks they are commonly used with, and who they
are used by. Cognitive theory also suggests that strategies
could be taught. Some researchers have, with mixed success
thusfar, instituted strategy training programs. The
potential pedégogic value of this type of training is
immense. Oxford and her colleagues (1989) have argued
convincingly that the principles of the currently popular
communicative approach to language learning and teaching
foster the use of learning strategies. However, researchers
have also identified other variables that affect the
language learning process: age, sex, cultural background,
and "mini-theories" of language learning, are but a few of
those variables. Perhaps their influence, at least in part,
accounts for the mixed results of previous strategy training
initiatives. For ekample, O'Malley and his colleagues
(1985a) found that Asian students resisted learning imagery
as a strategy to improve vocabulary learning. They
suggested that this might be explained by their previous
educational experience which had emphasized repetition and
roteilearning as appropriate learning strategies for that
type of learning. In essence, their belief systems about

language learning impeded their acceptance of a new '
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strategy. Other researchers have discussed students' "mini-
theories" of language learning. Wenden (1987b) found that
the students she studied had belief systems about language
learning that seemed to influence the learning strategies
that they preferred. She pointed out the need for more
research in this area. |
RATIONALE

The present :esearch seeks to discover if similar
belief systems to those found by Wenden exist in a.class of
adult ESL learners in Calgary; and if those beliefs affect
their practice in terms of strategy use. If a relationship
exists there are implications for strategy training
programs. Altering belief systems so that students are more
receptive to learning new strategies may need to be
accomplished either before, or in conjunction with such

programs.



CHAPTER THREE
Design, Procedure, and Hypotheses

This study was designed to uncover students' "mini-theories"
of second language learning, and the relationship between
those theories and the types of learning strategies students
choose. The following questions were asked: How accurately
do the three belief systems identified by Wenden (1987b)
characterize those of a class of adult ESL students? What
language learning strategies will the students in this class
use? Will there be a relationship between the students'
belief systems and the leérning strategies that they use?
The present research was designed to address these
questions.
Subjects

The subjects in this study were the members of an adult
class of ESL students attending the Aiberta Vocational
Centre in Calgary. They were in the first semester of a
twenty-week, full-time (22 class hours a week) program that
began in November of 1989. They were intermediate level,
academic track students. Academic track means that they had
received a minimum of eight years of educétion in their
native countries, and that they were able to express clear
future goals in their initial entrance interviews. An
intermediate level class was chosen so that .the students
would have enough proficiency in English to answer the

questionnaires without their being translated into their
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first languages. Initially, there were sixteen students in
the class. After four weeks, the number drbpped to fifteen
when one student had to terminate his studies for medical
reasons. Data collected from this student were disregarded.
The students had varied ethnic backgrounds. There were
seven East-Europeans, four South-East Asians, three
Hispanics, and one Ethiopian. The researcher was the
teacher.

Procedure

Two kinds of data were collected -data on learnidg
strategies and data on beliefs about language learning.
Data on learning strategy use were collected in three ways.
First, students completed a questionnaire on their use of
learning strategies; second, they were video~taped to
observe pheir use of learning strategies in the classroonm,
and third, they wefe encouraged to write about léarning
strategies in their journals.

The students completed Version 7.0 of the Strategy
Inventory for Language Learning (SILL). This is the version
designed for speakers of other languages learning English.
The SILL was developed in the United States by Rebecca
oxford for the Army,Research Institute and the Defense
Language Institute. This original version consisted of 121
items. It had a five-point scale ranging from "never or
almost never" to "always or almost always". The items

included in the survey were based on Oxford's own taxonomy
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of language learning strategies (see Table 1). Oxford
credits the work of O'Malley, Chamot, and Rubin in helping
her to construct this classification system. Psychometric
testing has been done on this version. Oxford and Ehrman
(1989) state that: Internal consistency reliability using
Cronbach‘s
alpha is .96 based on a 1,200-person Purdue
University sample and .95 based on a 483-person
Defense Language Institute sample. Content validity
is .95 using classificatory agreement between two
independent raters who matched each of the SILL items
with strategies in the comprehensive taxonomy.
Construct validity is based on strong relationships
between SILL factors and sélf-ratings of language
proficieﬁcy and language motivation.
Social desirability response bias was empirically
checked wifh three samples . . . No statiétical or
ethnographic evidence for such bias appeared. (p. 12)
Version 7.0 of the SILL is a stfuctured survey based on
Oxford's strategy system. It is currently being field
tested and psychometric data on it are not yet available.
This version contains 50 items and has very simplified
language. It takes about 30 minutes to complete. It has
the same 5-point scale as the original version. The overall
average indicates how often the learner tends to use

learning strategies in general, while averages for each part



Table 1

Strategy System for Ianguage Learning
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Direct Strategies

(Memory, Cognitive, and Compensaation Strategies

A.
: B.
I. Memory
strategies
C'
D.

Creating
mental
linkages

Applying
images and
sounds

Reviewing well

Employing
action

1. Grouping

2.

3.

Association/eiaborating
Placing new words into a
context

Using imagery

Semantic mapping

Using keywords

Representing sounds in
memory

Structured reviewing
Using physical response

or sensation

Using mechanical
techniques



II. Cognitive
strategies

. Practicing

. Receiving and

sending messages

. Analyzing and

reasoning

. Creating

structure for
input and output

1.
2.

3’
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Repeating

Formally practicing with
sounds and writing systems

Recognizing and using
formulas and patterns

. Recombining

. Practicing

naturalistically

. Getting the idea quickly

. Using resources for

receiving and sending
messages

. Reasoning deductively

. Ana]yziﬁg expressions

Analyzing contrastive1y'
(across languages)

. Translating

Transferring

. Taking notes
. Summarizing

. Highlighting

(Table 1 continued)
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A. Guessing 1. Using linguistic clues
Intelligently
2. Using other clues

1. Switching to the mother

tongue
ITI. Compensation

strategies 2. Getting help

3. Using mime or gesture
B. Overcoming
limitations 4. Avoiding communication
in speaking partially or totally
and writing
5. Selecting the topic

6. Adjusting or approximating
the message

7. Coining words
8. Using a circumlocution or
synonym :

Note: Adapted from Language Learning Strategies (pp. 18-21) by Rebecca
L. Oxford, 1990, New York: Newbury House Publishers.

., {Table 1 continued)
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of the SILL indicate which strategy groups the learner tends
to use most frequently.

Strategy data were also collected by videotaping the
class on three occasions. The last hour and a half of the
- afternoon was taped. The tapes were made near the
beginning, middle, and end of the ten-week term. They were
transcribed and classified as described later in this
chapter. A media-aide eﬁployed by the Alberta Vocational
Centre operated the audio-visual equipment.

A third method of collecting data on strategy use was
also tried. The students were encouraged to report on their
use of learning strategies in their journals. Journal
writing took place once or twice a week for about half an
hour. The students were aware of the researcher's interest
in learning strategies. 1In the first week of the course
they signed consent forms which explained the'purpose of the
study and included the fact that the researcher would be
examiniﬁg their journals for their comments on learning
strategies. When she distributed the consent forms the
teacher/researcher elaborated on the study and explained
learning strategies. Also, prior to completing the SILL,
which was done early in the course, the students were given
Oxford's taxonomy and worked in groﬁps on an exercise
deviséd by Oxford (1990) to help particibants become
acquainted with language learning strategies. This exercise

is called the "Embedded Strategies Game". The students were
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given a 1list of language activities, asked to choose several
activities, and decide which of Oxford's strategies would
help them to do those activities. Each group presented its
findings to the rest of the class. A class discussion on
learning strategies resulted from this activity. The
purpose of the exercise was to increase the students'
awareness of and interest in learning strategies. It was
also hoped that by increasing their awareness of .and
interest in learging strategies, they would be more likely
to write about tﬁem in their journals.

The data on language learning beliefs were collected by
using a Likert-style questionnaire (see Appendix A).
Students were asked to state their agreement or disagreement
with 23 statements. The items contained in the : |
questionnaire were designed to correspond to the 12
statements that Wenden (1987b) used to characterize the
three belief systems that she found. In addition, one item
was designed to capture the meaning of each group heading.
The items were randomly arranged so that the students would
not detect a pattern. Table 2 indicates the correspondence
between the questionnaire items and Wenden's groups and
statements.

Many of the items included in this questionnaire were
taken from the Beliefs About Language Learning Inventory
(BALLI). The BALLI is a 34-item, Likert-style questionnaire

designed to assess student opinion on a variety of issues
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Table 2
Correspondence Between Belief Questionnaire Items and Wenden's Belief
Statements . : )
Wenden's Belijef Statements Questionnaire Items
Overall Statement - Use the language 9
1. Learn the natural way : 1
2. Practice 14
Group 1 3. Think in your second language 17
4, Live and study in an environment 15, 21, 5
where the language is spoken
5. Don't worry about mistakes 16, 2, 10
Overall Statement - Learn about the 11
language
1. Learn grammar and vocabulary 18, 4
Group 2 ~ 2. Take a formal course 6
3. Learn from mistakes 10
4. Be mentally active 12
Overall Statement - Personal factors 8
are important
1. The emotional aspect is important 20
Group 3 2. Self-concept can also facilitate 22, 3-
' or inhibit learning -
3. Aptitude for learning is necessary 23, 13, 7
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and controversies related to language learning. It was
developed by Horowitz (1987). 1Initially.she gave 4 groups
of 25 language teachers a free-recall task. She asked them
to: 1list their beliefs about language learning; list
otheré' beliefs about language learning; and, list their
students' beliefs on the subject. She obtained a list of 30
items from this process. This list was then examined by a
group of foreign language teacher educators who added to the
list. The researcher also added items that arose when she
discussed the list with groups of ESL and foreign language
students. The resultant questionnaire is written in easy
English and addresses five areas of interest in language
learning: Foreign Language Aptitude; The Difficultyrof
Language Learning; The Nature of lLanguage Learning; Leafﬁiné" 
and Communication Strategies; and, Motivations. These areas
of interest do not correspond directly with the belief
system groups that Wenden found; however certain BALLI items
do capture the meaning of the statements that Wenden's
subjects made. Therefore, 14 BALLI items were incorporated
into the questionnaire formulated for the present research.
Table 3 indicates which BALLI items were used in the present
questionnaire. In addition to the BALLI items, six items
were formulated by the researcher to correspond to
statements where appropriate BALLI items did not exist. The
questionnaire was piloted with two classes of intermediate

level students at the Alberta Vocational Centre in Calgary.
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Table 3
Items in the Belief System Questionnaire Taken from the BALLI

Belief System Questionnaire BALLI Item
Item Number Number
1 13
2 14
4 23
5 12
7 6
10 | 22
13 | ' 16
14 ' 18
15 4
16 2
17 28
18 | 17
21 8

23 ' ' 2
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They did not indicate any problems with comprehension of the
items. One minor change in the wording of an item was made

as a result of their feedback.

Classification éf the Data

The SILL was scored according to Oxford's directions.
Answers received a score between one to five, one for "never
or almost never true of me" to five for "always or almost
always true of me". Scores for each of the six categories
were then summed; next the sums were divided by the number
of members of each category. This yielded an average score
for each category of learning strategies.

The researcher watched and transcribed the videotapes.
All of the audible dialogue was transcribed. Only
approximately the first 20 minutes of the third tape was
usable, the rest of the tape was defective. For some
portions of the videotapes descriptions of what the students
were doing were also made. The tapes and transcriptions
were then reviewed to detect evidence of learning strategy
use. Oxford's (1990) taxonomy was used as a guide. This
classification system was chosen because it was the most up-
to-date and comprehensive taxonomy available and was based
on previous findings by other researchers (O'Malley et al.,
1985a, 1985b; Rubin, 1981).

The researcher read the students' journals.

Unfortunately, the students chose not to write about their
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learning strategies. Most of the entries were
autobiographical in nature. Therefore, the researcher
decided not to use them as a source of data.

The belief system questionnaire was also scored. With
the exception of items 10, 16, and 17; "“strongly agree"
responses received a score of five, "agree" four, "neutral"
three, "disagree" two, and "strongly disagree" one. Items
10, 16, and 17 were scored in the opposite direction. The
items were also grouped according to which of the three
belief systems they related to. Scores for each group were
summed and then divided by the number of items in the group.
The result was an average score for each of the three belief
s&stems.

'Hypotheseé

This study focused on the belief systems and learning
strategies of a class of adult ESL learners. It is based on
the assumptions that students use iearning strafegies and
that they have belief systems about language learning. ﬁart
of the purpose of the present study was to identify the
students' learning strategies and belief systems abbut
language learning. It looked for a relationship between
students' belief systems and their learning strategy use.
Previous research had not been done in this area, so if a
relationship was found to exist, no prediction could be made

about the nature of that relationship. Accordingly, the
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%

fcllowing null hypotheses were tested using the procedures

described.

1. The students' belief systems do not correspond to the
three belief systems found by Wenden (1987b) .

2. There is no relationship between the learning strategies
the students use and their language learning belief

systens.



CHAPTER FOUR
Analysis and Results

The data were analyzed to identify the language learning
belief systems and strategies of a class of ESL students and
to look for relationships between students' belief systems
and their use of learning strategies. Belief systems were
identified by analyzing questionnaire results. Descriptive
statistics for each of the three belief systems were
generated and compared and Wilcoxon Signed Ranks Tests used
to determine the differences between belief systems. Two
kinds of learning strategy data were analyzed. Descriptive
statistics were used to analyze questionnaire results to
identify reported use of 1angua§e learning strategies. Data
on observed strategy use were énalyzed by coding‘transcribed
class videotapes according to Oxford's classification
system. Frequencies of strategies observed were then
tabulated. Data on belief systems were then compared with
data on reported learning strategy use to determine
relationships between the two. Spearman Correlation
Coefficients were used in this comparison;
Belief Systems

First, the results of the belief system questionnaire
were tabulated using a 5-point Likert scoring method as
described in the previous chapter. The results appear in
Table 4 and are also presented in histogram format in

Figure 5. Then descriptive statistics were generated for
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each belief system. They are found in Table 5. The mean
for Belief System A (4.18) was the highest. The mean for
Belief System B (4.07) was only slightly smaller. These
results indicate that the students believe that it is
important both to use the language and to learn about it.
The mean for Belief System C (3.507) was the lowest;
however, it still indicates some agreement that personal
factors are important in second language learning. The
standard deviation and variance of Belief System C (.122 and
.015 respectively) were also the smallest of all, indicating
that most of the students opinions were similar. The.
standard deviation and variance of Belief System A (.276 and
.076 respectively) were also small. Standard deviation and
variance of Belieﬁ System B (.558 and .311 respectively)
were the greatest. The range for belief system B was also
the greatest. This means that there was less agreement
among the students with regards to the importance of this
‘category. o

The belief data were aiso analyzed to determine if
the differences between the three categories were
significant. The Wilcoxon Signed Ranks Test was used for
this. The results appear in Tables 6, 7: 8, 9 and 10. No
difference was found between Belief systems A and B.
Superficial examination of the data showed that about half

of the differences were negative while the other half of the

differences were positive and that it was the European
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students who ranked Belief System B higher than Belief
System A. The researcher then decided to separate the
students results into European and Non-European groups and
repeat the test. The results for both groups were
significant at the .05 level. This finding indicates that
culture may influence language learning beliefs. The
differences between Belief Systems A and C, and B and C were
also significant.and similar to those found by Wenden
(1987b). These findings give support to the first
hypothesis in this study:; students' belief systems
correspond to the three belief systems found by Wenden (1987
a).
Reported Strateqgy Use

The results of the SILL were tabulated and are shown
in Table 11 and in histogram form in Figures 6, 7 and 8.
Like the belief data, they were also scored using a 5-point
Likert scale. Descriptive statistics were then tabulated
for each of the strategies and the averages of direct and
indirect strategies. They appear in Tables 12, 13, and 14.
Comparing the means of each strategy showed that use of
metacognitive strategies (mean 4.04) was reported most
often, followed closely by‘social strategies (mean 4.02).
The other results from greatest to smallest were as follows:
cognitive strategies (mean 3.653), compensation strategies
(mean 3.313), affecti§e strategies (mean 3.28), and memory

strategies (mean 3.087). The means were all greater than
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3.0 which indicates that all of the strategies were used at
least some of the time, and that metacognitive and social
strategies were used frequently. The greatest standard
deviation and variance occurred in the social strategies
category (.603 and .363 respectively). An examination of
the histogram shows that 12 of the students gave this
category é rating ofl4 or more, and that three students
rated it from 2.8 to 3.2. No students' averages for this
category were between 3.2 and 4. A comparison of the means
of average direct and average indirect strategy use showed
little difference between them. The mean for the average
direct category was 3.347, slightly lower than the mean of
3.787 found for the average indirect category. All of the
other descriptive statistics were similar for the direct and
indirect categories. The figufe;?inaicate that there was
little difference between reported use of direct and
indirect language learning strategies.
Observed Strateqgy Use

Videotapes of classroom activity were analyzed to
identify observable learning strategies. Every audible
utterance was coded using Oxford's classification system.
Table 15 shows the number of utterances that were coded. It
is evident that some students took many more turns than
others. Oxford stated that the categories were not mutually
exclusive and the researchef found that many responses

needed multiple coding. Several examples of items that have



95

béen given more than one code will clarify this. When a
classmate asked Lidia if she thought men or women changed
their minds more often she replied, "Is relgtive." This
turn is an example of a direct cognitive strategy,
"practicing naturalistically". It is also an example of a
direct compensation strategy "adjusting or approximating the
message”™, which means making the message simpler or less
precise. When Malgorzata explained why she thought the word
roomy meant "little room" she said, "If you have name Dan
you can say Danny, is little Danny". This turn was given
four codes. She was using the same compensation stra;egy
that Lidia had used and she was also using the cognitive
strategy "practicing naturalistically". In addition she was
using two other cognitive strategies, "recognizing and using
formulas and patterns" and "reasoning deductively". Next
the researcher tabulated the frequencies of the coded
strategies. They appear in Table 16. Many more direct than
indirect strategies were observed. Cognitive strategy use
was particularly high. Of the indirect strategies, social
strategies were used most frequently. The frequencies were
converted to percentages which are .reported in Table 17.
From this table we can see that cognitive strategy use at
70.05 per cent was the highest. It was followed by
compensation, social, metacognitive, affective, and memory
strategy use. The high frequency count for cognitive

strategy use is, in part, attributable to double coding.
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Every time that the cognitive strategy A-3 (recognizing and
uéing formulas and patterns) was used, the cognitive
strategy A-5 (practicing naturalistically) was also used.
when cognitive strategy A-3 was excluded from the frequency
counts (on the basis of its predictability from A-5 use) the
.pattern of strategy use changed somewhat. Table 18 shows
what happened to the figures for the percentage of strategy
use when‘the observation of this strategy was removed. The
greatest change occurred in the cognitive category, where
the frequency changed from 70.05 percent to 63.53 per cent,
a difference of 6.52 pef cent.

The data were also presented as percentages of
student use of each strategy in Table 19. Finally, to give
another indication of overall strategy use the difference
between the percentage of the total utterances and the
percentage of the total number of strategies coded ﬁer
student was tabulated. The results are in Table 20.

e Relationship Between Learning Strategies and Belie

Systems

The Spearman Correlation Coefficient was used to
determine the relationships between each of the reported
language learning strategies including the averages of
direct and indirect strategies and.each of the belief
systems. The results appear in Table 21. Only three
correlations were significant atrthe .05 level.

Metacognitive strategies correlated positively with Belief



97

System A. The Spearman Rho was .66. Memory strategies and
the average of direct strétegies both correlated negatively
with Belief System B. The Spearman Rhos were ~-.769 and -.67
respectively. These‘cqrrelations give very limited support
to the second hypothesis that there would be a relationship
between the learning strategies students use and their
belief systems.
Summary of Results

The students' language learning belief systems and
strategies for language learning were identified.
Hypothesis One was supported. The students' belief system;
did correspond to those found by Wenden. The researcher
also found that beliefs appeared to be inflﬁenced by
culture. Only very limited support for Hypothesis Two was
found. Out of a fotal of 24 Spearman Cofrelation
Coefficients only three were significant at the .05 level.
This indicates almost no relationship between the languaée
learning strategies students use and their beliefs about

language 1earnihg as measured in this study.



Table 4

Belief System Questionnaire Results

.5 belief R | beliefB belief C
1 4.1 4.1 3.4
2 4.5 4.4 35|
3 4.5 4.0 3.6
4 4.5 3.8 3.5
S 4,2 3.1 3.5
6 4.0 3.1 3.5
? 4.2 3.7 3.3
8 4.2 4.3 3.6
9 3.8 4.6 3.5
10 4.3 4.2 3.5
11 4.2 4.7 3.6
12 4.0 4.6 3.8
13 3.5 4.7 3.5
14 4.3 3.4 3.3
15 4.4 4.6 3.5
*§ - Subject
Key:
belief A = Use the language to communicate
belief B = Learn about the language
belief C = Personal factors are important

98
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Table 5

Belief Systems Descriptive Statistics
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. bellef A

Mean: Std. Dev.: Std. Error: Variance: Coef. Var.: Count:
4.18 .278 071 .076 6.595 15
Minimum: Maximum: Range: Sum: Sum Squared: # Missing:
3.5 : 4.5 1 62.7 263.15 0

beliet B
Mean: Std. Dev.: Std. Error: Variance: Coef. Var.: Count:
4.087 558  |.144 .311 13.651 15
Minimum: Maximum: Range: Sum: Sum Squared: # Missing:
3.1 4.7 1.6 61.3 254.87 0

beflet C
Mean: Std. Dev.: Std. Error: Variance: Coef. Var.: Count:
3.507 .122 .032 .015 3.487 15
Minimum: Maximum: Ranqge: Sum: Sum Squared: # Missing:
3.3 3.8 .5 52.6 184.66 0
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Table 6
Wilcoxon Signed Ranks Test for Belief Systems A and B

Subject A B d "'Rank of d
2 4.5 4.4 - .1 -2
3 4.5 4.0 - .5 -7
4 4.5 3.8 - .7 -10
5 4.2 3.1 -1.1 -13
6 4.0 4.4 .4 5
7 4.2 3.7 - .5 -7
8 4.2 4.3 .1 2
9 3.8 4.6 11
10 4.3 4.2 -1 -2
1 4.2 4.7 .5 7
12 4.0 4.6 .6 9
13 3.5 4.7 1.2 14
14 4.3 3.4 - .9 -12
15 4.4 4.6 .2 4

N = 14 P (observed pattern of no change) s 1
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- Table 7
Wilcoxon Signed Ranks Test for Belief Systems A and C

Subject A c d Rank of d
1 4.1 3.4 -7 - 6.5
2 4.5 3.5 -1.0 -12
3 4.5 3.6 - .9 -10
4 4.5 3.5 -1.0 -13
5 4.2 3.5 -7 - 6.5
6 4.0 3.6 - .4 -3
7 4.2 3.3 - .9 -10
8 4.2 3.6 - .6 - 4.5
9 3.8 3.5 - .3 -2
10 4.3 3.5 - .8 -8
11 4.2 3.6 - .6 - 4.5
12 4.0 3.8 - .2 -1

14 4.3 3.3 -1.0 -13
15 4.4 3.5 - .9 -10

N = 14 P (observed pattern of no change) s .0002
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Table 8

Wilcoxon Signed Ranks Test for Belief Systems B and C

Subject B‘ c d Rank of d
1 4.1 3.4 - .7 -7
2 4.4 3.5 -.9 -11
3 4.0 3.6 - .4 -4
4 3.8 3.5 -3 -2
5 3.1 3.5 .4 4
6 4.4 3.6 - .8 - 9.5
7 3.7 3.3 - .4 - 4
8 4.3 3.6 - .7 -7
9 4.6 3.5 -1.1 -13
10 4.2 3.5 - -7
11 4.7 3.6 -1 -13
12 4.6 3.8 - .8 - 9.5
13 4.7 3.5 -1.2 -15
14 3.4 3.3 1 1
15 4.6 3.5 -1.1 -13

N = 15 P (observed pattern of no change) s .0006
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Table 9

Wilcoxon Signed Ranks Test for Belief Systems A and B Non-European
Students

Subject A B ‘ - d Rank of d

LWNOMMNOTOTOD

| I B T ]
N W N U=
L]

NI BN
B - g )
. L] . L) . .
W W
L] L] . . [ L) .
DN O -

]

[oery
OO~ OV

N = 7 P. (observed pattern of no change) s .0468

Table 10

Wilcoxon Signed Ranks Test for Belief Systems A and B European Students

Subject A “ B - d Rank of d
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N = 7 P (observed pattern of no change) s .0390
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SILL Results
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g sill aug direct sill avg ind sill A sili B sill C sifl D sill ET sill F
i 3.3 3.6 3.3 3.2 3.5 3.6 4.1 3.0
2 2.9 3.8 27| 3.0 . 3.0 4.1 2.8 4.5
3 3.4 3.8 3.1 4.1 3.1 4.6 3.5 4.2
4 3.6 4,2 3.0 3.3 4.2 4.6 3.3 4.6,
5 4.1 4.4] 4.7 4.5 3.2 4.7] 4.0 4.7 |
6 3.5 3.8 3.4 4.2 3.0 3.2 3.3 4.5
? 3.3 3.8 3.5 3.3 3.1 4.2 3.3 4.0
8 3.2 4.0 3.0 3.6 3.0 4.4 3.3 4.3
9 3.0 4.0 2.2 3.3 3.5 3.6 3.1 4.0
10 3.6 3.2 3.2 3.8 3.7 4.1 3.1 4.0
1] 3.2 3.5 2.7 3.7 3.1 3.5 2.3 4.6
12 3.5 3.4 2.6 4.1 4.0 3.4 3.7 3.1
13 3.0 3.7 3.0 3.2 2.3 3.7 3.3 4.0
14 3.4 3.3 3.0 3.7 3.5 3.9 3.3 2.8
15 3.2 3.8 2.9 3.3 3.5 4.5 2.8 4.0
Key:
SILL A = Memory Strategies i
SILL B = Cognitive Strategies Direct Strategies
SILL C = Compensation Strategies
SILL D = Metacognitive Strategies
SILL E = Affective Strategies Indirect Strategies
SILL F = Social Strategies
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Table 12

SILL Descriptive Statistic - Direct Strategies
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sill A
Mean: Std. Dev.: Std. Error: Variance: Cosf. Var.: Count:
3.087 .555 .143 .308 17.991 15
Minimum: Maximum: Range: Sum: Sum Squared: # Missing:
2.2 4.7 ‘ 2.5 46.3 147.23- 0
siit B
Mean: Std. Dev.: Std. Error: Variance: Coef. Var.: Count:
3.653 .429 111 .184 11.744 15
Minimum: Maximum: Range: Sum: Sum Squared: # Missing:
3 4.5 1.5 54.8 202.78 0
. sill C
Mean: Std. Dev.: Std. Error: Variance: Coef. Var.: Count:
3.313 .464 12 .216 14.011 15
Minimum: Maximum: Range: Sum: Sum Squared: # Missing:
2.3 4.2 1.9 48.7 167.69 0
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Table 13

"SILL‘Descriptive Statistics - Indirect Strategies

Mean: Std. Dev.: Std. Error: V.:'r'h:co: Coef. Var.: Count:

4.04 .445 118 .198 11.022 15

Minimum: Maximum: Range: Sum: Sum Squared: # Missing:

3.4 4.7 1.3 60.6 247.6 0 l
sill E

Mean: Std. Dev.: Std. Error: Variance: Coef. Var.:. Count:

3.28 .455 .118 .207 13.885 15

Minimum: Maximum: Range: Sum: Sum Squared: # Missing:

2.3 4t 1.8 49.2 184.28 0 |l

sill F
Mean: Std. Dev.: Std. Error: Variance: Coef. Var: _ Count:
4.02 .803 .156 .363 14.99 15
Minimum: Maximum: Range: Sum Sum Squared: # Missing:




Table 14

SILL Descriptive Statistics - A

verage Indirect and Average Direct

Strategies
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sill avg Ind

Mean: Std. Dev.: Std. Error: Variance: Coef. Var.: Count;
3.787 .288 .074 .083 7.593 s
Minimum: Maximum: Range: Sum: Sum Squared: # Missing:
3.3 4.4 1.1 56.8 216.24 0

siil avg direct
Maan; Std. Dev.: Std. Error: Variance: Coef. Var.: Count:
3.347 .3 .077 09 8.955 15
Minimum: Maximum: Range: Sum: Sum Squared: # Missing:
2.9 4.1 1.2 50.2 169.26 0




Table 15

Number of Student Utterances Coded
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Subject Tape 1 Tape 2 Tape 3 Total %
1 30 28 17 75 9.27
2 40 55 37 132 16.32
3 38 60 44 142 17.55
4 9 3 2 14 1.73
5 11 10 2 23 2.84
6 26 12 absent 38 4.70
7 20 59 8 87 10.75
8 9 absent 1 10 1.24
9 3 4 1 8 99
10 3 15 4 22 2.72
11 26 13 4 43 5.32
12 26 24 16 - 66 8.16
13 14 8 1 23 2.84
14 8 - 2 18 2,22
15 6 13 absent 19 2.35

Unidentified 43 19 27 89 11.00

Total 312 331 166 809
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Table 16

Frequency of Strategies Observed

Subject A B C Total D E F Total Total
Direct ' Indirect Direct &
Indirect .

1 1 113 26 140 3 6 2 1 151
2 1 215 47 263 4 1 17 22 285
3 4 226 72 300 8 2 14 24 324
4 - 2 9 29 2 1 1 4 33
5 - 24 6 3 3 - 3 . 6 . 3
6 -8 13 52 - - 3 3 55
7 2 127 21 150 4 5 10 19 169
8 - 14 s 20 - - 1 1 21
9 - 1 4 5 1 - 2 3 18
10. - 23 6 29 3 2 3 8 37
1 - a8 10 58 2 3 7 12 70
12 2 95 3 133 3 3 13 19 152
13 - 32 13 5 3 - 2 5 50
14 1 27 10 B - 1 - 1 39
15 - 2% 7 33 1 - 4 5 38

Unidentified - 94 18 112 - - 26 26 138

Total 11 1132 304 1447 37 24 108 169 1616

Key:

A = Memory D = Metacognitive

= Cognitive E = Affective

B
C Compensation F = Social



Table 17

" percentage of Total Strategies Used by Each Student
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Subject A B T1 D 3 F T2 T3
1 .66 74.83 17.22 92.72 1.99 3.97 1.32 7.28 100
2 .35 75.44 16.49 92.28 1.40 .35 5.96 7.72 100
3 . ‘1.23 69.14 22.22 92.59 2.47 .62 4.32 7.41 100
4 - 60.61 27.27 87.88 6.06 3.05 3.03 12.12 100
5 - 66.67 16.67 83.33 8.33 - 8.33 16.67 100
6 - 70.91 23.64 94.55 - - 5.45 5.45 100
7 1.18 75.15 12.43 88.76 2.37 2.96 5.92 11.24 100
8 - 66.67 28.51 95.24 - - 4,76 4.76 100
9 - 61.11 22.22 83.33 5.56 - 11.11 16.67 100
10 - 62.16 '16.22 78;38 8.11 5.41 8.11 21.62 100
11 - 68.57 14.29 82.86 2.86 4.29 10.00 17.14 100
12 1.32 62.50 23.68 87.50 1.97 1.97 8.55 12.50 100
13 - 64.00 26.00 90.00 6.00 -  4.00 10.00 100
14 2.56 69.23 25.64 97.44 - 2.56 - 2.56 100
15 -  68.42 18.42 -86.84 2.63 -  10.53 13.16 100
Unidentified -  68.12 13.04 81.16 - - 18.84 18.84 100
Total .68. 70.05 18.81 89.54 2.29 1.49 6.68 10.46 1bo
Key:
A = Memory E = Affective
B = Cognitive F = Social
C = Compensation T2 = Total Indirect
Tl = Total Direct T3 = Total Direct and Indirect

D = Metacognitive
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Table 18
‘A Comparison of Strategy Use When Cognitive Strategy A-3 is Omitted From
the Totals '

Percentange of Percentage of

Strategy Use Strategy Use

Including Excluding
Strategy Cognitive A-3 Cognitive A-3 Difference
Memory .68 .83 .15
Cognitive 70.05 63.53 -6.52
Compensation 18.81 22.91 4.10
Direct Total 89.54 87.26 2.28
Metacognitive 2.29 2.79 .50
Affective 1.49 1.81 .32
Social 6.68 8.14 1.46
Indirect 10.46 12.74 3.74




Table 19

Percentage of Student Use of Each Strategy
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Subject A B c T1 D E F T2 13
1 9.09 9.98 8,55 9.68 8,11 25.00 1.85 6.51 9.34
| 2 9.09 18.99 - 15.46 18.18 10.81 4.17 15.74 13.02 17.64
3 36.36 19.79 23.68 20.73 21.62 8.33 12.96 14.02 20.05
4 - 1.77 2.96 2.00 5.41 4.17 .93 2.37 2.04
5 - 2.12 1.97 2.07 8.11 - 2.78 3.55 2.23
6 - 3.5 4.28 3.89 - - 278 1.78 3.40
7 18.18 11,22 6.91 10.37 10.81 20.83 9.26 11.24 10.46
8 - 1.24 1.97 1.38 - - 93 .59 1.30
9 - .97 1.32 1.04 2.70 - 1.85 1.78 1.11
10 - 2.03 1.97 2.00 8.11 8.33 2.78 4.73 2.29
11 - 4.24 3.29 4.01 5.41 12.50 6.48 7.10 4.33
12 18.18 8.39 11.84 9.19 8.11 12.50 12.04 11.24 9.41
13 - 2.83 4.28 3.11 8.11 - 1.85 2.96 3.09
14 9.09 2.39 3.29 2.63 - 4,17 - 59 2.41
15 - 2.30 2.30 2.28 2.70 - 3.70 2.96 2.35
Unidentified - 8.30 5.92 7.74 - - 24,07 15.38 8.54
Total 100 100 100 100 100 100 100 100 100
Key:
A = Memory F = Social
B = Cognitive T2 = Total Indirect
C = Compensation T3 - Total Direct and Indirect
Tl = Total Direct
D = Metacognitive
E = Affective
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Table 20

Difference Between Percentage of Total Utterances and Total Strategies
Coded per Student

% Total % Total
Subject Utterances Strategies Difference

1 9.26 9.34 .08
2 16.32 17.64 1.32
3 17.55 : 20.05 : 2.50
4 1.73 2.04 .31
5 2.84 2.23 - .61
6 4,70 3.40 . -1.30
7 10.75 10.46 - .29
8 1.24 ' 1.30 .06
9 .99 1.11 .12
10 2.72 2.29 - .43
11 5.32 4,33 - .99
12 8.16 9.41 1.25
13 2.84 3.09 .25
14 2.22 2.41 .19
15 2.35 2.35 -

Unidentified 11.00 © 8.54 -2.46




Table 21

Spearman Rho SILL vs. Belief System
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Rho z
, _ corrected corrected
SILL Belief System for ties for ties
Memory .038 .14
Cognitive -.209 - .783
Direct Compensation .203 .761
Average 171 .639
A
Metacognitive .66* 2.47*
Affective -.239 - .894
Indirect Social 274 1.024
Average
Memory -.769* -2.877*
Cognitive . -.291 -1.09
Direct Compensation -.077 -.287
Average -.67* -2.506*
B
Metacognitive -.492 -1.84
Affective -.49 -1.835
Indirect Social -.154 - .576
Average -.298 -1.114
Memory -.442 -1.656
Cognitive .397 1.484
Direct Compensation -.074 - .278
Average -.009 - .003
¢
Metacognitive -.096 - .358
Affective -.055 = .207
Indirect Social .359 1.342
Average .047 .175
N=15

*P (Rho observed for p = 0) < .05



CHAPTER FIVE
Discussion and Implications

Analysis of the data revealed the belief systems about
language learning held by the subjects in this study. In
addition, it identified the reported and observed language
learning strategies used by this gréup of learners, and
showed the relationship between the student's beliefs and
the strategies that they used. The purpose of this chapter
is to interpret these findings in order to achieve a fuller,
richer understanding of the students' beliefs and learning
strategies.
Belief Systems

Wenden's (1987b) method of eliciting belief systems was
different from the one used in the present study. Wenden
used semi-structured interviews. Several days before their
interviews the students .completed grids of their weekly
activities mentioning which ones were conducted in English.
During the interview Wenden asked them speéific questions
about those activities, and alsoc more general queétions
about language learning. She then transcribed the
interviews and analyzed the transcripts to identify belief
statements made and learning strategies used. This method
was not used in the present study for two reasons. First,
it was considered too time~consuming; and second, the
researcher did not believe that the students in this study

had sufficient English skills to express themselves fluently
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enough to provide the required data. To cope with these
limitations, the researcher developed a questionnaire based
on Wenden's findings.

It is possible that the two methods are not comparable.
The questionnaire forced the students to consider all of the
belief statements, whereas Wenden's interviews allowed the
students to produce the statements themselves. However; the
results, as were indicated in Table 4 in the previous
chapter, were very similar. This indicates that these
belief systems are real and suggests that the questionnaire
does have validity.

Wenden did not address the relationship between culture
and belief systems in her study. She listed the
nationalities of the 25 students she interviewed, but she
did not specify the nationalities of the 14 who gave belief
stateménts. There is no way of knowing what, if any,
relationship existed between the students' nationalities and
their belief systems. Cultural background was significant
in this study. Eastern-Europeans most strongly affiliated
themselves with Belief System B, "learn about the language".
The focus of Belief System B is on formal, traditionally-
structured language learning situations in which students
learn vocabulary lists, grammatical rules, and the "correct"
way to speak.

There are a number of possible explanations of this

finding. Age, and length of time in Canada was similar in
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the Eastern-Eufopean and non-Eastern-European students, so
neither of these factors could have contributed to the
difference.

Explanations relating to education were considered
next. It Was:postulated that years of previous education
might account for the difference. 1If the Eastern-European
students were more highly educated than therothers they
might have developed a preference for more formally
structured learning resulting in higher scores for Belief
System B. An examination of the difference in years of
education between the two groups shows only minimal a
difference. Table 22 compares years of education of the two
groups. There is little credence for this explanaéion.

A second possible explanation relating to education
concerned the nature of education and the educational
systems in the students' native countries. O0O'Malley et al
(1985b), in their research described in Chapter Two of this
study, offered the nature of previous education as an
explanation of the poorer performance of Asian students with
imagery strategy training. If the Eastern-European
educational system were more structured and rigorous than
the systems that the other students came from, then the .
Eastern—-Europeans might favour Belief System B more than the
other students. However, although access to education is
not equal in all of the students' native countries, the

educational systems themselves have similarities that are
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Table 22

Years of Previous Education

Subject Years of
' Edu;ation
8 16
9 12
10 15
Eastern European Students 11 17
12 14
13 " 16
15 13
*] 8
2 12
*3 . 8
Other Students | 4 12
- 5 - 19
6 : 12
7 12
14 | .12

*The figures for these two subjects are misleading. They were not allowed
to continue their formal educations because of their families' political
backgrounds. However, they both showed that they had received extensive
education outside of the formal educational system.
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salient. Eastern-European, Asian, and Latin-American

educational systems are all reputed to be highly-structured

.and rigorous. Education is valued highly in all of these
cultures, particularly in Asia. Therefore, it is not likely
that the nature of their educational backgrounds accounted
for the difference in the students belief systems.

A final explanation relating to previous educationalz
experience was examined. All of the Eastern~European
students had received mandatory Russian instruction in their
native countries. The method of teaching was the
traditional grammar—translation approach. This method is
highly-structured and emphasizes rule-learning. Its
conceptién of language learning is congruent with Belief
System B. It seems highly probable that the previous
language learning experience of the Easterrn-European
students affected their responses on the presen£
questionnaire, that this experience influenced them to
affiliate themselves most strongly with Belief System B. On
the other hand, most of the other students had not received
foreign ianguage training in the educational systems of
their native countries, and therefore their responses would
not have been subjecé to fhe same influences as the Eastern-
Europeans. They had received little or no formal second
language‘instruction before starting the program they were

enrolled in at the time of the study. That program used the
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communicative approach, which is most closely associated
with Belief System A, "use the language". Thus, it is not
surprising that these students scored more highly on Belief
System A. It seems probable that the nature of the
students' previous language learning experience influenced
- their language learning belief systems.
Identification of Learning Strategies

REPORTED STRATEGY USE

At the present time, no results of Version 7.0“of the
SILL have been reported in‘'the mainstream literature,
therefore the results found in this study cannot be compared
with previous findings. Moreover, as was stated in Chapter
Three, psychometric statistics are not yet available for
this vérsion of the SILL, so we cannot be sure of how
adequately it identifies the learning strategies of ESL
students. In administering this inventory, the researcher
noticed that the students did not find the English used in
it particularly easy‘for them to understand. They asked
numerous questions to verify their comprehension of the
items, and the researcher speculates that difficulties with
comprehension may have led to the students' misunderstanding
of some of the items. For example, in Part A, item 4, "I
remember a new English word by making a mental picture of a
situation in which the word might be used," the grammatical
complexity of this statement may have impeded at least some

of the students' understanding of it. In the same section
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item 6, "I use flashcards to remember new English words,"
the word flashcards was lexically difficult for the
students. "Clear goals" and "skills" were also lexically
difficult for some students in Part D, item 37, "I have
clear goals for improving my English skills". These are not
the only egamples of items that presented difficulties for
the students. Furthermore, as with all self-report measures
of this kind, there is always a danger that the students
reported what they thought they should do rather than what
they did.

To interpret the results, Oxford identifies scores of
from 3.5 to 4:4 as high, from 2.5 to 3.4 as medium, and less
than 2.5 as low. This class scored high in two indirect
strategies, metacognitive (mean 4.04), and social (mean
3.63); and in one indirect strategy, cognitive (mean 3.63).
They received medium scores in the other strategies,
compensation (mean 3.13), affective (mean 3.28), and memory
(mean 3.087). Compensation and memory strategies are
considered direct strategies while affective strategies are
indirect. None of the means indicated lcwrstrategy usage.
The researcher speculates that the students' scores in
metacognitive and cognitive strategies may have been
affected by their previous educational experience. Most of
the students in this study had completed high school, and
many of them had post-secondary education. Many of the

metacognitive and cognitive skills are skills that are used
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not only in language learning, but in many academic learning
situations. For example, the three broad categories covered
by metacognitive strategies, centering, arranging and
planning, and evaluating learning, may be applied beyond the
scope of language learning. Similarly, cognitive strategies
. for practicing, receiving and sending messages, analyzing

- and reasoning, and coding structure for input and output,
would not be unfamiliar to well-educated students. Their
previous educational success would have, to some extent,
been dependent on their ability to utilize these types of
strategies. The high scores in socialzstrategies are not as
easily accounted for. 1In part, they may be attributable to
the personality characteristics of this particular class.
The researcher found them to be an outgoing group. 1In
addition, the teachér/researcher actively encouraged them
to use social strategies through the type of activities that
she used in class. Previous educational experience may
also, to some extent, account for the lower scores that the
students received in compensation, affective, and memory
strategies. Compensation strategies relate more

- specifically to language use, particularly to communicative
language use. With the exception of the Eastern-European
students, the members of this class did not have previous
language learning experience, and therefore could not have
had the opportunity to acquire or use these strategies. The

Eastern-European students were not different from the other
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students in that their language learning experience had not
emphasized communicative language use. Therefore, they too,
would not have developed compensation strategies. Like
compensation strategies, ﬁany of the memory strategies
relate specifically to language learning, i.e., using
imagery, semantic mapping, and using keywords. These
strategies had not been introduced in class, and the
students, especially those with no prior language learning
experience, were probably unfamiliar with them. 1In tpe case
of affective strategies, since all the students came from
traditionally structured educational backgrounds, it is
unlikely that they were familiar with this group of
strategies. For example, the researcher doubts they used
anxiety reduction strategies such as deep-breathing,
meditating, or listening to music. Even if they were
familiar with the strategies, they probably didn't associate
them with use in educational environments. Given their
scores, this class might have benefited most from memory
strategy training, followed by affective strategy training,
and possibly training in compensation strategies. The
results of this test may have pedagogic utility in that they
gave the teacher an indication of what type of strategy
training her class might benefit from the most. Pedagogic
implications will be discussed at length later in this

chapter.
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OBSERVED STRATEGY USE

The researcher found that the identification of
strategy use through observation was not a good index of
overall strategy use. There are several reasons why this
was so. First, many strategies are not observabie'at all,
or may only infrequently be detectable through observation
even though they are beinhg heavily used. This happens
because many strategies are mental processes without overt
manifestations. Most of the memory strategies are
unobservable. Similarly, cognitive strategies dealing with
analyzing and reasoning are difficult to deteét through
observation alone. For example, it is difficult to see
evidence of the compensation strategy avoiding
communication. It is usually impossible to state
categorically that learners have avoided communication
because they anticipate language difficulties. cher
compensation strategies that are difficult to classify with
observable data are those for guessing intelligentiy in
reading and writing. It is only when the student verbalizes
those guesses that they can be detected. Metacognitive
strategies are alsb all but impoésible-to detect using
observable data. Occasionally, verbal representations of
self-monitoring occur, but this strategy may be used without
being verbalized. Affective and social strategies, with the
exception of asking questions, are also inaccessible to the

researcher who uses observable data only. A second problem
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with this type of data is that certain strategies that were
used and were observable were not amenable to frequency
counts. In one of the tapes, while two students were giving
an oral presentation the other students were taking notes, a
cognitive strategy. Throughout all of the tapes the
students were using a metacognitive strategy, paying
attention. Furthermore, duringrmany of the activities they
were engaged in, they were using a social strategy, co-
operating with peers. None of these strategies could be
meaningfully coded with frequency counts.

As a result of these first two difficulties the
frequency of compensation and cognitive strategies used .
appears unusually high. It may be that these strategies
were used more, but certainly not to the extent that the
frequencies for these strategies indicated. Furthermore,
the high frequency count for cognitive strategies was
affected by double coding, especially double coding of the
cognitive strategy A-3 (recognizing and using formulas and
patterns), and the cognitive strategy A-5 (practicing
naturalistically).

These difficulties indicate that stfategy
classification is not a simple task. Some strategies are
prerequisites fér other strategies. Several examples of
this emerged from the data. The most obvious of these was
the relationship between the cognitive strategies A-3 and A-

5. Whenever learners use formulas and patterns to



133

communicate, they are also bracticing naturalistically.
Another strategy that is frequently coupled with other
strategies is paying attention. For example, students need
to pay attention in order to write notes. Furthermore,
certain strategies are artifacts of particular situations.
In“the second tape, when the students were given a picture
to use as a resource, they used a cognitive strategy, using
resources for receiving and sending messages. They did not
choose this strategy themselves, for there was no other way
to complete the task, other than by referring to the
picture. This was also true when the students used the
social strateqy, co-operating with peers, to assemble strip
stories. The situation required that they co-operate with
their classmates in order to do the activity. In actual
fact, at least one of the students stated that she did not
enjoy working with the other students in this way, and that
she felt she learned nothing from the experience.

The question arises as to whether this should really be
classified as a learning strategy, since the student did not
choose it. Perhaps it was really a teaching stratégy. The
student's resistance to co-operating with her peers also
serves to highlight the significance of "critical
reflection" as a component of strategy training. If her
beliefs about language learning, particularly with respect
to co;operating with her peers, had been discussed, and she

had been convinced of the value of this strategy, she would
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not have resisted it, and might have felt that she had
learned from the experience.

Regardless of the classification difficulties that have
been discussed, it was possible to detect patterns of
strategy use that were associated with particular activities
that were recorded on the video—tapes.

At the beginning of the first tape the answers to a
cloze exercise that the students had been working on in the
language laboratory just before the taping began were being
taken up. The most frequent strategies used during this
activity, a listening comprehension exercise, were direct
- compensation strategies for guessing intelligently in
listening and reading. The students used linguistic clues
and other clues such as context to guess what the missing
words were. They also used a direct cognitive strategy,
repeating, frequently. In addition there was some use of
other direct cognitive strategies, recognizing and using
formulas and patterns, and précticing naturalistically.

They used these strategies whén they gave their opinions
about the song that was used for the cloze, and again in
discussing two of the idioms in the song. Although they
were not coded because of the difficulties already
mentioned, the students used a metacognitive strategy
(paying attention), and a social strategy (co-operating with

peers), throughout the activity.



135

The next activity that the students engaged in on the
firsﬁ video-tape was putting a strip story together. They
continued to use the metacognitive strategy of paying
attention in this exercise and also made extensive use of
the social strategy co-operating with peers. 1In fact; the
activity was selected to force theluse of this strategy.
The students also had to use the compensation strategies for
guessing intelligently in listening and reading. They had
to read and understand their own parts as well as listen to
and understand the other students' parts. They also ﬁsed a
social strategy, asking for clarification or verification.
Many cognitive practicing strategies were also used in this
activity. 1In addition, the students frequently used a
compensation strategy, adjusting or approximating the
message. This includes simplification. 1In order to
communicate, they frequently; either consciously or
unconsciously, simplified their messages. This is an
integral process in interlanguage and it is not surprising
that it was frequently used. .

- The tape concluded with a discussion of what the
students were planning to do on the weekend. Three
strategies predominated in the discussion. They were two
cognitive strategies, rec§gnizing and using formulas and
patterns, and practicing naturalistically; and one
coméensation strategy, adjusting or approximating the

message.
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The second fape opened with the students looking at an
overhead transparancy depicting some people waiting at a bus
stop. The students discussed what they saw in the picture.
Once again they predominantly used. two cognitive strategies,
recognizing and using formulas and patterns, and practicing
naturalistically. Thy also occasionally used another
cognitive practicing strategy, repeating, and occasionally
used an indirect social strategy,‘asking for clarification
or verification. By referring to the picture as a resource
they used a cognitive strategy, using resources for
receiving and sending messages. This is an example of how
strategy use can be an artifact of a particular situation.
As in the previous activities, they were observed to be
paying attention and co-operating with their peers.

In the next part of this lesson, the students worked in
pairs. Each student in each pair had a picture that
contained eight differences from his or her paftﬁer's. They
had to ask each other questions about the pictures to find
the differences without looking at their partners' pictufes.
This, of course, involved the social strategy, co-operating
with peers. By referring to their pictures they continued
to use the cognitive strategy, using resources for receiving
and sending messages. They used the same cognitive
strategies that they had initially used to discuss the
picture in the whole class activity. They also asked

questions for clarification or verification. Their lack of
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facility with English also resulted in frequent use of the
compensation strategy, adjusting or approximating the
message. After most of the pairs had found the eight
differences, the whole class was brought together again to
go over their findings. The students used the same
strategies, with the exception of asking queétionsrfor
clarification, that they had used while working in pairs.

Next, the students engaged in a grammar exercise. .
Statements based on the pictures were given and the students
were required to transform them to yes-no questions.
Several examples were done with the whole class and tﬁen the
students continued the exercise working in pairs. The
strategy that they used the most during this activity was a
cognitive analyzing and reasoning strategy, reasoning
deductively. 1Initially, as the examples were being given, a
few instances of asking for clarification or verification
occurred. There was also some use of the cognitive
strategies recognizing and using formulas and patterns, and
practicing naturalistically when they discussed the verb
tenses used in the sentences and the use of the word
downtown withouﬁ a preposition. When they were working in
pairé they again needed tb use the social strategy, co-
operating with peers.

The class ended with a short game. The class was
divided into two teams. The teachér gave the first student

one word to begin a sentence. The first student added a
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word to this and the next student added another word and so
on until a word was added that could not be construed to be
appropriately a part of the sentence. The‘object of the
game was to make the longest sentence possible. The most
predominant strategy uged in this activity was a cognitive
strategy, reasoning deductively. Cognitive practicing
strategies were also used when the students discussed their
scores.

The third tape began with an oral presentation given by
two students. The students used cognitive strategies for
receiving and sending messages extensively. They also used
cognitive practicing strategies, recognizing and using
formulas and patterns, and practicing naturalistically.
Again, the students' lack of mastery of English was
evidenced by frequent use of the compensation strategy
adjusting or approximating the message. The other students
made extensive use of a cognitive strategy, note-taking.
Their comments were classified as cognitive practicing
strategies and their questions were examples of the social
strategy, asking for clarification or verification.

After the presentation there was a short discussion
about the upcoming finalrwritten examination. As with other
discussions, cognitive practicing strategies.were used here.
Another strategy that overall, was used only rgrely, was

used here. It was the affective strategy of using laughter
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to lower anxiety. Several jokes about the test were made
and laughed at.

Following the discussion about the examination, the
answers to the previous day's homework were reviewed. In
actual fact, most of the students hadn't completed it and
were not reviewing it, but were doing it for the first time.
The predominant strategy needed and used to complete this
task (a grammatical practice of the structure "so that") was
a cognitive one, reasoning deductively. There were also
several instances of self-monitoring, a metacognitive
strategy.

Finally, the students completed a strip story similar
to the one they had done in the first tape. At this point,
the quality of the video-tape became increasiﬁgly poor,
until it was useless to attempt to analyze it. However,
from what could be detected, the students used the séme
strategies as they had in the previous strip story exercise.

Based on the previous description, it is possible to
reach some conclusions about what types of strategies were
used most frequently with particular activities. In oral
discussions the cognitive strategies, practicing
naturalistically, recognizing and using formulas and
patterns, and repeating were used, in that order of
frequency. Compensation strategies, especially adjusting or
approximating the message, were also used. When the'

students worked in pairs or groups they used the social
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strategy co-operating with peers. As has been previously
stated, this may really be a teaching strategy, since it was
the teacher's idea, not the studénts'. .However, it might
also be considered an examplé of embedded learner strategy
training. Embedded training involves learners using
particular strategies as a component-of completing
particular tasks. The strategies are not explicitly
identified to the learner. Grammar practice activities most
often involved the cognitive strategy reasoniné deductively,
while activities focussed on listening and reading-elicited
compensation guessing strategies. Oral presentations
involved using cognitive strategies for giving and receiving
messages on the part of the presenters, and paying
attention, note-taking, and asking for clarification on the
part of the audience.

These patterns give some insight into strategy use, but
because of the limitations previously mentioned, they
probably represent only the tip of the iceberg. Anothef
method of data collection might have revealed more of the
iceberg. This method, the think-aloud method, has been used
by previous researchers (Hosenfeld, 1977 and 1978; O'Malley
et al., 1985a, 1985b; Abraham and Vann, 1987; Chamot and
Kupper, 1989; O'Malley, Chamot, and Kupper, 1989), and
elicited rich data. 1In this method learners recount their
thoughts while they are engaged in language learning tasks.

The researcher records and transcribes this information for
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subsequent analysis. Usually the students give their
thoughts in their first languages. This type of data was
not collected for several reasons. First, for many of the
activities that the students were doing, especially the
whole class activities, it would have been technically
impossible to record thé students thoughts while they were
engaged .in theﬁ. Furthermore, recording their thoughts
would have interfered with the flow of the lessons. Another
reason think-alouds were not used was because of the
difficulty of translating data gathered in many different
languages. Finally, the time needed to transcribe this type
of data was judged to be too great for the purposes of the
present research.

The Relationship Between Learning Strategies and Beliéf

Systems

out of a total of 24 Spearman correlations that were
tabulated, only three were significant. This finding does
not support the existence of a relationship between learning
strategies and belief systems. An examination of the three
significant correlations does not help to clarify the
situétion.

There was a significant positive correlation between
reported metacognitive strategy use and Belief System A,
(Spearman Rho .66). With the exception of the strategy
wseeking practice opportunities", metacognitive strategies

would seem to be more naturally associated with Belief
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System B. Therefore, this correlation is puzzling.

Reported use of memory strategies and the average of
direct strategies both correlated negatively with Belief
System B. (The Spearman Rhos were -.769 and -.67
respectively). One possible explanation of the negative
correlation of memory strategies with Belief System B is
that the students were probably unfamiliar with many of the
strategies in this category. However, this explanation
seems unlikely because if this were the case, then similar
negative correlations should have been found with Belief
Systems A and C. Most likely the negative correlatioﬁ found
between the éverage direct strategies reported and Belief
System B was caused by the inclusion of memory strategies in
the average.

These findings are puzzling. They lead to the
conclusion that there is no relationship between language
learning strategies and lahguage beliefrsystems, common
sense leads to rejection of this conclusion. It seems
unlikely that strategy use would be entirely random. Even
though they might not be able to explain why they used
particular strategies, the students probably did have
reasons for using them, and one possible reason would be
their beliefs about language learning. Perhaps the subjects
did not report what they believed, but rather what they
thought they should believe. Additionally, they might have

reported the strategies that they thought they should use



143

rather than the strategies they actually used. Furthermore,
their awareness of their beliefs and strategies may be, to
some extent, below conscious level. The questionnaires may
not have been able to reach this level. Pérhapé the
measures themselves are invalid and/or unreliable. This is
entirely possible. They are both untested. Psychometric
data are not yet available for Version 7.0 of the SILL, and
the belief system questionnaire was désigned specifically
for use in this study. Future research needs to be done to
test the reliability and validity of these measures.
Limitations

This study showed that adult ESL students do have
beliefs about language learning and that they do use
learning strategies. It identified their beliefs and
learning strategies and attempted to find a relationship
between them. However, there are several limitations as to
the generalizability of the findings of the present study.
First, the sample chosen was not random. The subjects in
this study were intermediate-level, well-educated ESL
learners. The profile of learning strategies that they used
might differ according to level. Previous research supports
this speculation (O'Malley et al, 1985a, 1985b; Chesterfield
and Chesterfield, 1985; Chamot and Kupper, 1989). Also, the
belief systems of this group of students were affected by

the cultural composition of the group. Similar belief
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systems results might not be found with classes of differing
proportions of cultural composition.

This research also contains design limitations. The
reliability and validity of the measures used to identify
belief systems and reported learning strategies are not
known. Furthermore, the identification of learning
strategies by observation did not reveal a complete
inventory of the learning strategies that the studenés used.
The findings- should not be interpreted as an indication of
overall strategy use, only as the observable strategies used
by a particular population engaged in specific tasks.

Pedagogic Implications

Educational research may be entirely theoretical or it
may seek to inform practice. This study is an example of
the latter type. As such, there are a number of pedagogical
implications pertaining to ESL learners belief systems and
learning strategies that arise from the present study. This
section will also address more general pedagogical
considerations relating to learning strategy training.

The belief system questionnaire designed for this study
could easily be used in ESL classrooms. Even though the
lack of correspondence between reported belief systems and
strategies used indicates that there may be problems with
the validity of the measure for research purposes, it
retains some pedagogic utility. The correspondence between

Wenden's (1987b) findings and those of the present study are
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similar enough to suggest that the questionnaire may have
some validity. However, teachers should exercise caution by
not interpreting the results too literally. The results may
give teachers a tentative profile of their students' beliefs
about language learning. With such a profile teachers may
gain increased understanding of their students! actions in
the classroom. Studentshwith high scores in Belief System A
might be expected to participate willingly in many of the
language learning activities engaged in when using the
communicative approach and might be more resistant to.
aétivities that stress rule-learning and accuracy. Sﬁudents
with h;gh scores in Belief System B would tend to have the
opposite reaction to these activities. Students scoring
highly in Belief System C might evaluate language learning
activities in relation to their personal experience and
feelings. Teachers who are aware of the tendencies of their
students can include a variety of language learning
éctivities designed to appeal to the students' preferenceg.
At the same time teachers can discuss the students' belief
systems with them and attempt to convince them of the values
of the belief systems that they may not agree with. Class
or group discussions based on the students' results on the'
belief system questionnaire could serve as an excellent
opening for the topic. This is the primary pedagogical
contribution of the belief system questionnaire. The belief

system questionnaire can be used to stimulate discussion and
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bégin consciousness-raising on the subject of language
learning beliefs. Oxford would probably advocate this use
of the belief system questionnaire. She seems to be
alluding to beliefs about language learning with one of her
metacognitive strategies for arranging and planﬁing learning
called "finding out about language learning” (1990, p. 156).
She says that this strategy means uncovering what is
involved in language learning and that "taking class time to
talk about the learning process will reap rewards for the )
students" (p. 156). Moreover, she states that:
The best strategy training not only teaches language
learning strategies but also deals with feelings and
beliefs about taking on more responsibility and about
the role change implied by the use of learning
strategies. Unless learners alter some of their old
beliefs about learning, they will not be able to take
advantage of the strategies they acquire in strategy
training. (p. 201).
The SILL can also serve as a useful tool for teachers.
As they did in this study, the results can be used as an
indication of which types of learning strategy training
might be most beneficial. Teachers can plan learning
strategy training based on this assessment of their
students. Also, like the belief system questionnaire, the
SILL may be used as a vehicle to stimulate awareness of and

discussion of learning strategies. It might serve as an
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introduction to learning strategy training. It might also
be useful to have students repeat the SILL at the end of
their language training as a way of assessing how their use
of learning strategies changed over the duration of the
course.

The researcher would ﬁot encourage teacheré to collect
observable data on their students' use of learning
strategies in the manner employed by the present study. The
time needed is prohibitive, and the utilit& of the findings
are not great enough to warrant it. As has already been
stated, observation alone is not a good index of overéll
strategy use. However, the results of this part of the
study did show that certain strategies are used more for
particular language learning tasks. For éxample, putting
strip stories together requires use of the social strategy,
co-operating with peers. Teachers should be aware of this
and should plan their lessons accordingly.

The impliéations of the present research have certain
limitations of pedagogic applicability. These relate to the
students' level of second language ability and also to fhe
first language composition of the class. The belief system
questionnaire and the SILL are both written in English.
Beginning students would not be able to complete thenm, gnd
even lower-intermediate level students would have difficulty
understanding a number of the items. Furthermore,

discussion of beliefs and learning strategies in ones'
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second language requires a reasonably high level of fluency
in the language. This might be overcome by allowing the
students. to discuss these issues in their first languéges.
However, this is only possible when the students share a
common language other than English, and the teacher must
also know that language in order to participate in the
discussion. 1In reality, the majority of ESL classes, at
least in Calgary, are composed of students with a variety of
native languages. ESL teachers are frequently unilingual,
sometimes bilingual, and only rarely multi-lingual. They
are almost never fluent in all of their students' native
languages. This makes the discussion of beliefs and
learning strategies impossible for most beginning and lower
intermediate ESL classes. Classes using Curran's
Counseling~Learning method of language.learning are ideally
suited for learning strategy training. In counseling-
learning students initially:speak in their first languages
and the teacher/counselor translates for them. Counseling-
learning, or some adaptation of it, may provide a suitable
environment for strategy training.

These observations highlight the difficulties of
learning strategy training but do not discount its
importance. The potential contribution of learner strategy
training as a component of language learning programs,
especially with respect to adult education, has already been

discussed at length in the first chapter of this research.
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The compatibility of strategqgy training with the
communicative approach has also been recounted in the second
chapter of this thesis. Let it suffice to say here, that in
spite of its implementation difficulties learher strategy
training is a worthwhile component of adult secon¢‘1anguage
trainiﬁg programs in that it is a means of enabling students
to take responsibility for their own learning, one of the
goals of adult education.

The difficulty of impleméntaﬁion of learning strategy
training due to the factors just discussed is but one of the
issues involved in a consideration of this type of training
in second language classrooms. There are also issues that
relate to teachers' preparedness. Before teachers can be
expected to institute learner training they need to 5e
informed about language learning strategies and convinced of
their utility in aiding language learning. Furthermore,
teachers need to reconsider their roles as teachers.
Teachers who adopt learning strategy training need to
envisage their roles as facilitators rather than directors
- of learning.

Other issues regarding learning strategy training are
addressed by Oxford (1950) in her model for strategy
training. There are eight steps in this model which can be
used after teachers have assessed students' current strategy
use. The first step requires determining the learners'

needs and the time available. Age of the students and level
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of English ability are two factors that must be taken into
consideration. Current strategy use is also important, as
are the strategies teachers think their learners need to
know. Teachers should also give students an opportunity to
express which strategies they believe are important to
learn. The degree to which students are currently taking
responsibility for their own learning is likewise important,
for teachers may néed to change students' attitudes by
persuading them of the value of taking increased
responsibility for their learning. Furthermore, teachers
should think about the influence of cultural factors on
their students' receptivity to learning strategies.
Additionally, teachers must consider how much time they have
available for training.

The second step involves selecting strategies. This
selection must be based on the needs and characteristics of
the learners. Here again cultural factors are important.
Teachers would be wise to introduce very gradually those
strategies that students might culturally resist. A variety
of strategies selected from all of the major categories
should be introduced. All should be useful for the learners
and transferrable to a number of language tasks. They
should also vary in level of difficulty. Some of the
strategies chosen should be ones that the students have

asked to learn.
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The third étep involves considering the integration of
strategy training. Oxford among others (Wenden, 1987c;
O0'Malley and Chamot, 1990) argues that "it is most helpful -
to integrate strategy training with the tasks, objectives,
and materials used in the regular language training program"
(oxford, 1990, p. 206). As has already been noted in the
second chapter of this research, Wenden (1987c) met with
resistance from her students when she did not do this.
Learners perform best when they are able to see a strategy's
immediate applicability to a task. They also need to be
encouraged to transfer strategies to other related tasks.

oxford's fourth directive is to "Consider Motivational
Issues" (p. 206). She suggests that assigning grades or
partial course credit for strategies mastered may increase
students' motivation. Convincing students that using:good
strategies can facilitate their language learning and
including training in strategies that the students
themselves have expressed interest in should further
increase their motivation. Moreover, she warns that because
of their cultural or educational backgrounds students may be
more motivated to use certain strategies and less motivated
to become familiar with or use other strategies. Teachers
must be sensitive to this and phase in unpopular strategies
gradually.

In the fifth step, teachers prepare materials and

activities. Oxford states that pre-existing materials can
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be adapted for use in strategy training. In this
researchers opinion, this is probably a good way of ensuring
that strategy training is integrated, and that it is
compatible with the curricula that teachers are using.

Also, the researcher has found that, at the present time,
there are very few ESL resources available that focus on
'étrategy training. Oxford's work and another recent
publication by Ellis and Sinclair (1989) were the only
specifically ESL strategy training manuals found.

As the sixth step Oxford recommends conducting
completely informed training. This means teachers shéuld
"inform the learners as completely as possible about why
strategies are important and how they can be used in new
situations. Provide practice with strategies in several
language tasks, and point out how transfer of strategies is
possible from task to task" (p. 207). Other authors
(Wenden, 1987c; O'Malley and Chamot, 1990) have also agreed
with this view. The opposite of informed training is
embedded training in which strategies are used to complete a
task but are not identified as such. This type of training
is less iikely to be transferrable to new tasks (Wenden,
1987¢c; Oxford 1990; O'Malley and Chamot, 1990). However,
Oxford allows that in very rare instances this type of
training might be used to introduce in disguise an extremely
unpopular strategy that a teacher believes studentsrneed to

know.
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The last two steps of the model are evaluating and
revising the strategy training. Learners' comments and
teachers' observations can be useful in evaluating the
strategy training. Oxford states that "“possible criteria
for evaluating training are task improvement, general skill
improvement, maintenance of the new strategy over time,
transfer of strategy to other relevant tasks, and
improvemént in learner attitudes" (p. 208). Possible
revisions to the strategy training may arise from its
evaluation. Making revisions involves returning to the
first step of the model and ‘proceeding through it. again.
However, once the initial cycle has been done, subsequent
cycles should be accomplished more rapidly.

Implications For Future Research

This study raises several questions that might be
investigated in future research. The belief system
questionnaire was used for the first time in this study. It
would be interesting to administer it to other groups of ESL
learners and compare the findings with those of the present
study. Identification of belief systems might also be
investigated by using semi-structured interviews similar to
those used by Wenden. The results from this type of data
could then be compared with the results of questionnaires.
If the findings were similar they could be interpreted as an
indication that the belief systems afe representative of

second language learners. Background variables that may
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influence belief formation such as previous second or
foreign language learning, which was identified in this
research, need to be investigated.

This study attempted to determine the relationship
between learners' beliefs and their practice in terms of
their use'of learning strategies. The results were not as
illuminating as the researcher had hoped. Replication of
the research might yield more interesting results. Similar
results would ténd to confirm that the instruments used were
not adequate. The same research question could be
investigated using different methods of data collection.
Future researchers could use semi-structured interviews to
collect belief system data and use think-aloud data to
collect information on language learning strategies. Since
particular strategies appear to be associated with specific
language learning tasks the researcher would have to collect
data from a variety of different tasks in order to
adequately identify the variety of language learning
strategies that a learner employs.

This research was done using intermediate level
language learners. It might be revealing to repeat it for
different levels of language learners to see if the results
were similar. If they were, then we would have evidence

that learners use the same strategies at all levels.
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Conclusion

The concern of the present research was with
identifying the language learning beliefs and language
learning strategies of adult ESL learners. It was also
concerned with determining the relationship between the two.
Language learning beliefs were identified by using a
questionnaire. Learning strategies were identified in two
ways. First, through a questionnaire on reported strategy
use; and second, by analysis of videotapes for observed
strategy use. '

The researcher:  found that the students held almost
equally strong beliefs about the value of using the language
for communication and about learning about the language.
They also felt that personal factors were important, but
that they were not as important as the first two categories.
Eastern-European students favoured learning about the
language over using the language for communication, whereas
the findings were the opposite for the other nationalities.
The strongest explanation for this finding is the beliefs of
the Eastern-European students were affected by their .
previous highly-structured language learning experience with
Russian. The other students had little or no previous
formal language learning experience that might have
influenced their beliefs.

Results of the reported strategy use questionnaire

' showed that the students made high use of three types of
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strategies, metacognitive, social, and cognitive. They made
medium use of the three other strategies, compensation,
affective, and memory strategies. As has been previously
discussed, their strong educational backgrounds probably
accounted for their high use of metacognitive and social
strategies. Personality characteristics of this particular
group combined with their experience in this class probably
influenced their use of social strategies. Compensation and
memory strategies were judged to be more closely affiliated
with language learning, which only the Eastern-European
students had had previously. However, the grammar-
translation method of instruction that they had received
would have included neither the use of compensation
strategies nor a number of the memory strategies.
Therefore, in actual fact, the Eastern-European students
were not more familiar with these two strategy groups than
the other students. The nature of all of the stﬁdents'
educatiocnal backgrounds may account for their affective
strategy scores. Affective strategy use was probably not a
component of the traditionally-structured education that
they had received, and accordingly, they did not associate
the use of these strategies with an educational environment.
Observation of strategy use in the classroom showed the
students used many more direct than indirect strategies.
Cognitive strategy use was particularly high, followed by

compensation strategies. However double coding of cognitive
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strategies combined with the impossibility of observing some
strategies and of giving frequency counts to other
strategies cast doubt on the validity of these findings.
Nevertheless, it was possible, through observation, to
detect that there were patterns of strategy use associated
with particular language learning activities.

The present study attempted to identify the
relationship between learning strategy use and belief
systems by tabulating Spearman correlation co-efficients
using the belief system questionnaire data and. the SILL
data. Most of the Spearman Rhos were insignificant, and the
few that were significant were not the ones that might have
been expected. These results might be taken as an
indication that theré is no relationship between learning
strategy use and belief systems. However, as has already
been stated, common sense makes this seem unlikely. It is
possible that either one or both of the questionnaires is
not valid. Futufe research needs to be done to investigate
this. | -

A number of pedagogical implications arose directly
from the present research. Both the belief system
questionnaire and the SILL could be used as assessment
instruments. They could be used by teachers to give them an
indication of the students' beliefs about language learning
and their use of learning strategies. They could point out

which of the students' beliefs might need to be altered and
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which learning strategies might need to be introduced. The
questionnaires could also be used as a means of opening
class or group discussions on the topics, with the intent of
raising the students' consciousness levels. However, with
the exception of counseling-learning, this would be
difficult to accomplish at lower levels since the students
would have insufficient second language linguistic skills
both to complete the questionnaires and to participate in
discussions.

More general pedagogical considerations related to
»1earning strategy training were also discussed. Teachers
interested in instituting learning strategy training need to
be familiar with learning strategies and need to
conceptualize their roles as facilitators of learning.
Teachers who decide to institute learning strategy training
must consider many factors. They need to take their
students needs and characteristics, and the time they have
available into account. They should select their strategies
with care and conduct integrated, informed training. They
also need to consider motivational issues, evaluate théir
programs, and revise them based on those evaluations.

A number of future research questions were raised in
the present study. The validity of the belief system
questionnaire and Version 7.0 of the SILL need to be
assessed. It would be interesting to discover if

replication of the study would show that other classes of
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students have the same beliefs and use the same learning
strategies as were identified in the current study.
Furthermore, background variables that might influence
belief system formation, such as prior learning experience,
which was uncovered by this study, need further
investigation. 1In éddition, the lack of a relationship
between belief systems held and learning strategies used
found in this research points to the need for continued
investigation. Not only could the study be replicated, but
the question could be addressed by using different methods
of data collection. Future researchers could approaéh the
problem by using semi-structured interviews to identify
belief systems and think-aloud data to identify students'
learning strategies. The possibility of different findings
‘at different levels of second language ébility also exists 7
and could be pursued by investigating the belief systems and
learning:strategies of students at the beginning and |

advanced levels of second language learning.
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APPENDIX A

The following statements represent opinions, and your
agreement or disagreement will be determined on the basis of
your particular beliefs. Kindly check your position on the
scale as your statement first impresses you. Indicate what
you believe, rather than what you think you should believe.

A, I strongly agree
B. I agree
cC. I am neutral
D. I disagree
E. I strongly disagree
A B cC D E
1. I enjoy practising English with

the Canadians I meet.

2. It's okay to guess if ybu don't
know a word in English.

3. When I'm feeling happy, it's
easier for me to learn.

4, The most important part of lea-
rning a foreign 1language is
learning the grammar.

5. It is best to learn English in
an English-speaking environ-
ment.

6. It is important to take a for-
mal course in English.

7. People from my country are good
at learning foreign languages.

8. My feelings affect how well I
can learn.

9. It is important to use English
in everyday activities in order
to learn it.

10. If beginning student are allow-
ed to make errors in English,
it will be difficult for them
to speak correctly later on.

U o ooo o oogaoao
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11.

12.

13,

14.

15.

16.

17.

18.

19.

20,

21'

22,

23.

It is necessary to learn the
rules of a language.

When people speak English to me
I always listen carefully and
think about what they are say-
ing. -

I have a special ability for
learning foreign languages.

It is important to repeat and
practise a lot.

You should live and study in an
environment where the language
you want to learn is spoken.

You should only say something
in English when you can say it
correctly.

The most important part of
learning English is learning
how to translate from my native
language.

The most important part of
learning a foreign language is
learning vocabulary words.

When someone corrects my mis-
takes in English, it helps me
to learn the language.

When I'm interested in the
subject of a discussion class,
I can learn from it.

It is necessary to know about
English culture in order to
speak English.

I can learn more from someone

who respects me and shows con-

sideration for my feelings.

Some people have a special
ability for learning foreign
languages.
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