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ABSTRACT 

This study e xami nes the metacog nitive,  cog nitive , social and affective strategy 

use of foreig n language learners who are studying either in classroom situatio ns 

o r  at a d istance. The i mpact on learn ing  strategy use of  a nu m ber  of variables is 

considered , re lati ng to 1 )  the languag e  learning co ntext (mode of study, target 

languag e ,  l evel of study and language use opportunit ies) and 2) learne r 

characteristics (ag e ,  gender, language learning experience , p rior  experie nce i n  

learni ng  the  target language,  motivat ion ,  proficiency) .  

The strategy use o f  learners is  m easu red b y  means o f  1 )  a se lf-report 

questionnai re (N=4 1 7) which also el icits relevant biographical i nformation and 2) 
a verbal report p rocedure ,  the yoked subject tech nique ,  ad min iste red to a 

subsample of the questionnai re g roup  (N=37) .  Canonical variate analysis was 

appl ied to the questi onnaire data, and instances of strategy use were identified 

and classified in the verbal protoco ls usi ng two i ndependent raters. 

Resu lts i nd icated that the mai n i nf luences on strategy use we re mode of study 

and the  age of learners; that d istance learners were set fu rthe r apart from 

classroo m  learners on  metacog nitive strategy use measures when the  inf luence 

of the targ et language ,  proficiency , p rior target language experience and level of 

study was considered;  that learners who had had prior expe rience i n  learn ing the 

target language before enrol l ing in a unive rsity language cou rse were maximally 

disti ng u ished i n  the i r  cog nitive strategy use fro m  learners without such prior  

experi ence ; that mode of study exerted some inf luence on cogn itive strategy use,  

but  th is  was less than the inf luence of  prior  target language experience ; that 

differences i n  cog nitive strategy use between learners of Fre nch and learners of 

Japanese i n  the verbal repo rt procedure cou ld not be attributed solely to the 

inf luence of the target languag e ;  and that distance learne rs make less use of 

social strateg ies and g reater use of  affective strategies than their classroo m 

cou nterparts. 



i i i  

Methodological and theoretical impl ications  of the study are p resented , and an 

appraisal is made of the usefu lness of particu lar strategy use models for the 

invest igation  of language learn ing strategies. A nu mber of te ntative, practical 

recommendat ions from the study are proposed together  with suggestions for 

fu rther research . 
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1 .  I NTRODUCTION 

1 .1 B ACKG ROU ND 

Unt i l  the m id-1 970s, a majo r focus i n  appl ied l ingu istics research centred on 

language teachi ng methodo logy and theories of  language teach ing .  The possible 

sig n ificance of learner characteristics such as motivation ,  learn ing  styles, and the 

use of language learning strateg ies was large ly ove rlooked. F ro m  the mid-1970s 

the emphasis moved fro m  a conce rn with the methods and p roducts of language 

teach ing to a focus on the learne r  and the actual processes of  second o r  fo reign 

lang uage learn ing .  There was a g rowi ng i nqu i ry into how language learners 

process, sto re , retrieve and use targ et languag e  material . Th is new emphasis 

invo lved looking at a variety of  p rocess factors :  the deve lopment of an 

i nterlanguage (Sel i nker 1 972; Se l inke r  and Lamendel la 1 976) , the ki nds of errors 

the learner  makes and the reaso ns fo r them (Richards 1971, 1 974) , the learne r's 

social and e motional adaptat ion to the new lang uage and cu lture (Sch umann 

1976, 1 978) , and the commu nicati on  strateg ies learners use when faced with a 

gap between commu nicative need and l i ng uist ic repertoi re (Tarone 1 977;  Ca rder 

1 983; Faerch and Kasper 1 983 ; Tarone 1 983) .  As Larsen-Freeman and Long 

( 1 991 :7) po int out, the new d i rect ion of research into language acquisition 

processes was motivated largely by a desire to u nderstand how some learners 

manag e  to succeed in  acquiring a second languag e  and why others fail to do so. 

One d imension of this research i nvo lved attempts to fi nd o ut how language 

learners manage thei r learning and also to identify the strateg ies they use as a 

means of i mprovi ng target language compete nce. Research i nto language 

learn ing  strateg ies had the u ltimate ai m of s impl ify ing the rather  i mposing task of 

langu ag e  learn ing .  This is reflected in an early artic le by Caro l Hosenfe ld 

( 1 976 : 1 1 9) when she u nderl ines the  sig n ificance of he r research i nto language 

learn ing  strategies by not ing that 'students freque ntly fee l  that foreig n language 

learn ing  differs from that of other  subject areas they have e ncountered' and that 



2 

languag e  students often meet with new learning  difficult ies. Si nce a language is  

a h ig h ly com plex set of systems ,  st ructures ,  and ru les,  the processes requ i red to 

gai n  contro l  of th is system are d iffe rent from those required in content subjects 

such as h istory and socio logy. Learn ing  a language does not merely i nvolve the 

u nderstandi ng and memorisat ion of a f in ite body of publ ic knowledge. Rather,  a 

lang uage co mprises an i nf in itely variable set of individual performances and the 

process of learni ng a second language requ i res that each person learns to 

master h i s/her own pe rformative ro le i n  a variety of contexts. I n  o rder to deve lop 

compete nce in a second language , learners must deve lop a range of language 

learn ing strateg ies wh ich are appropriate for the acquisit ion of a complex system. 

(The term 'second language' is used throug hout the thesis to refer to any 

lang uag e  other than the native language and for the pu rposes of th is study can 

be i nterpreted as synonymous with 'fo re ign lang uage' . )  

The qu est ion of strategy use by language learners is s ignificant not s imply 

because of the pecu l iar demands of language learn ing but also because , as 

Wenden ( 1 987a:8) notes , 'one of the lead ing educational goals of the research 

on learner strategies is an auto nomous language learner' .  S ince no set of 

classroo m  experiences can provide learners with al l  the language tokens and 

ski l l s  they wi l l  requ i re in using the languag e ,  it is i mportant that learners deve lop 

se lf-di rect ion .  To do th is they need to know how to learn and how to conti nue 

learni n g  beyond the experiences provided by formal i nstruction .  The issue of 

strateg y  use in re lat ion to learner autonomy wi l l  be explored further in  section 1 .3 .  

I n  the f ie ld of  appl ied l inguist ics , research i nto language learn ing strateg ies has 

bee n  carried out ,  fo r the most part, with learners who have regu lar face-to-face 

contact with teache rs and thei r learn ing g roup - that is ,  those who have access 

to reg u lar  classroom i nteractions  to support the learning process. Howeve r not 

all language learn i ng takes p lace in the classroom co ntext . The long l ist of 

handbooks written over the last century attests to the prevalence of the context 

of private study i n  language learni ng (Sweet 1 899 ;  Cu m mi ngs  1 9 1 6; Crawford 

and Leitze l l 1 930;  Cornel ius 1 955 ; N ida 1 957;  Po l itzer 1 965;  Kraft and Kraft 1 966; 
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Mou lton 1 966 ; Pei 1 966 ;  Pimsleur  1 980 ; Rubin and Thompson 1 982 ; E l l is and 

Sinclai r 1 989) . In spite of the long and widespread h istory of language learn ing 

i n  contexts which do not i nvolve face-to-face classroom i nst ruction ,  we know 

relatively l itt le  about how learners in such ci rcu mstances work with target 

languag e  material i n  order to deve lop the ir  languag e  ski l ls .  

After a number of pre l im i nary studies had bee n  completed concern ing the 

strateg ies of 'good' lang uage learners Stern ( 1 983:41 2)  noted the need to 

i nvestig ate strategy use ' in  diffe rent social contexts,  unde r d ifferent language 

learn ing conditions' .  Ste rn's suggestio n  has recently been re ite rated by O'Mal ley 

and Chamot ( 1 990 :224) , who, as a f inal comment on the  n ew direct ions for 

research note that 'descriptive work on strategy use . . .  in nonclassroom 

envi ro n m e nts also needs attention ' .  

Litt le , i f  any,  publ i shed research appears to e xist re lat ing to strategy use by 

languag e  learners in the nonclassroom envi ronment which characte rises distance 

educatio n .  The abse nce of face-to-face contact means that the  lang uage learn ing 

context of the distance language learner is quite d iffere nt fro m that of the learner 

who has access to regular classroom i nteractions to support the learni ng process. 

As Sussex (1 991  : 1 89) poi nts out ' languages are more difficult than most subjects 

to learn in the distance mode because of the com plex com bi nation of ski l ls and 

in fo rm at ion requi red fo r language maste ry' .  The cu rre nt study h as been motivated 

by quest ions about how distance learners manage to deve lop  ski l ls i n  the target 

langu ag e ,  and how their  strategy use compares with the strategy use of 

classroom learners. This  is  an i n novative d i rect ion of study both i n  the f ield of 

d istance education and in  the f ield of learn ing strategy research.  

B efore co nti nui ng to deve lop a d iscussion  of the problem researched i n  this 

study,  two key concepts need to be examined namely, strategy use and distance 

educatio n .  The fo l lowi ng section identifies,  defi nes and discusses the terms 

associated with these concepts as they re late to the cu rre nt problem .  
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1 .2 LEAR N I NG STRATEGI ES 

Bialystock ( 1 984) poi nts out that the search for a set of strateg ies  which underl ies 

the learn i ng  of a second language has been motivated by a n u mber of concerns. 

From a psychological perspective , the identification of strategies is  see n to be 

important in p roviding access to the m ental processes responsib le for acquisition .  

From a l i nguistic poi nt of  view, the de l i neatio n of  strateg ies te l ls  us what 

resou rces  students possess as lang uage learners,  what they know about their  

learning and the degree of variabi l ity i n  approaches to learni ng .  Pedagog ical ly, 

the i ntent ion is to i nstruct languag e  learners in the strategies that have been 

shown to  be effective for others .  One resu lt of this di sparity in goals,  however, is 

'a co ncomitant disparity i n  defi niti on .  Strategies, that is ,  are not always considered 

in the same terms where each of these alternate goals is concerned' (Bialystock 

1 984 :37) .  

Strategies used by language learners have been referred to as ' learn ing 

strategies' (Rubin  1 975 ; O'Mal ley , C hamot, Stewner-Manzanares, KUpper and 

Russo 1 985a; O' Malley, Chamot, Stewne r-Manzanares , Russo and KUpper 

1 985b) , 'tech niques' (Naiman,  F ro h l ich , Stern and Todesco 1 978) , ' learning 

behaviou rs' (Wesche 1 979 ; Pol itzer and McGroarty 1 985) , 'tactics' (Sel iger 1 983) , 

'cognitive processes' (Rubin 1 981 ) ,  and 'learner strateg ies' (Co hen 1 991 ; James 

1 99 1  ) . These mu lt iple desig nations point to the e lusive natu re of the strategy 

co ncept .  

Before approachi ng problems of def in it i on ,  i t  is usefu l to  examine the orig i n  and 

evolut ion of the term strategy g iven its widespread use in such diverse fields as 

business management,  compute r science ,  education ,  psychol ing uistics, and 

appl ied l i ngu istics. Oxford ( 1 990) reported that the word strategy orig inated from 

the G reek term strategia, which refe rred pri mari ly to mi l itary p lann ing . lt has since 

been appl ied to non-adve rsaria l  situations  'whe re it has com e  to mean a plan , 

step ,  o r  conscious action toward achievement of an objective' Oxford ( 1 990:8).  



5 

I n  the fie ld of appl ied l inguistics a nu mber  of d iffere nt ki nds of strategies have 

been the subject of research and i mportant disti nctions h ave been drawn 

between learni ng , commu nication and productio n  strategies (Taro n e  1 977,  1 983 ; 

Faerch and Kaspe r  1 983, 1 984 ; Bialystock 1 984 ; Chesterfie ld and Chesterfie ld 

1 985) . These disti nctions wi l l  now be considered as part of the  process of 

de l imit ing the fie ld of reference for the term learni ng strateg ies .  

The earl iest defin it ion of  language learn i ng strategies was g iven by Rubin 

( 1 975 :43) who i nte rpreted learn ing strategies as 'the techniques or  devices which 

a learne r  may use to acquire knowledge' .  This defi nition 'e njoys the widest 

currency today' (Larsen-Freeman and Long 1 991  : 1 99) ,  and most of the variations 

on Rub in's defi n it i on  re late to the issues of i ntentional ity and choice. For example, 

acco rd i ng  to Wei nstei n  and Mayer ( 1 986 ) ,  learn ing strategies are ' i ntentional on 

the part of the learner' (O' Malley and Chamot 1 990 :43) and according to 

Bialystock learn i ng strategies are 'opt ional methods for exploiti ng avai lable 

informatio n  to i ncrease the profici ency of second language learni ng' (Bialystock 

1 978:76) .  I n  a more recent defin it ion ,  Rubin (1 987 :1 9) e laborates as fol lows : 

Learner  strateg ies i nclude any set of operations ,  steps, plans, 
rout ines used by the learner  to faci l itate the obtai n i ng , storage ,  
retrieval and  use  of i nformation  (after  O'Mal ley et a l .  1 983; Brown 
et al . 1 983) ,  that is, what learners do to learn and do to regu late 
the i r  learn ing .  

In  short ,  language learning strateg i es are the processes which learners deploy 

to learn the target language (TL) . 

Taron e  ( 1 983 :65) defi nes a co mmu nicatio n  strategy as a 'mutual atte mpt of two 

i nte rlocutors to agree on a meaning i n  situations where requis ite meaning 

structu res do not seem to be shared' . S he argues that commu nicat ion strategies 

can be diffe rentiated from learn ing  strateg ies by the i ntent of the strategy use.  

The pri mary motivation i n  us ing com mun icat ion strateg ies i s  the desi re to 

com m u nicate and the im mediate negotiat ion of mean ing .  Learn ing strategies, on  

the othe r  hand,  are attempts to  develop l i ng uist ic and socio l i ngu ist ic competence 
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i n  the TL. The  desi re to learn the TL is  the motivation  for strategy use. Wi l l ing 

( 1 988 : 1 47) d isti nguishes between the terms as fol lows : 

The g oal of a learni ng strategy is the com prehension ,  
i nte rnal ization ,  stori ng,  and setti ng  up  of  data accessib le  to the 
learner; whereas the focus of communication  strategies is the 
successful transmission and receiving of messages. 

The noti on  of communication strategy can also be disti ngu ished from that of a 

product ion strategy which Tarone ( 1 983) characterises as an attempt to use the 

l inguist ic system efficiently and clearly with a m in imum of effort (such as the use 

of form u laic rout ines) ,  but which does not requ i re the negot iatio n  of meaning that 

defi nes a communication strategy. 

These d isti nctions between learni ng ,  communication  and production strategies 

are usefu l though not always clear-cut . Taro ne (1 983) poi nts out that occasional 

ove rlap between defi nitions may occu r ,  particularly whe n  an i ndividual's 

motivat ion for usi ng a strategy is u nclear. 

The focus in this study wi l l  not be on strateg ies used for the  negotiation of 

meani ng nor on production strategies. Rather, the pri ncipal i nte rest l ies in the 

langu ag e  learn ing strategies deployed in a di stance learn i ng e nvi ron ment , 

compared to those deployed i n  a classroom learning enviro n m e nt .  The particu lar 

characte ristics of the distance learn ing envi ronment are now discussed. 

1 .3 D ISTANCE EDUCATION 

A n u m ber of definit ions have been formu lated for d istance education (Moore 

1 973,  1 990 ; Ho lmberg 1 977, 1 985 ; Keegan 1 990 ;  Wag ne r  1 990) i n  which the 

co m mon components are the physical separation  of teacher  and learner,  the 

o rganization of se lf-study by an i nstitut ion and the use of com mun icat ion devices. 

These devices may include pri nt ,  audio cassettes, video cassettes ,  fi lm ,  radio,  

te levision ,  te leconferencing ,  i nteractive video and compute r networking (Keegan 

1 990) .  Whi le the i nterpersonal and com m u nicative aspects of language 

acquisition  are difficu lt to manage i n  the absence of face-to-face contact , new 
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technolog ies h ave enabled d istance education to expand its methodolog ical 

options.  The result of th is is that it is i nc reasing ly possib le to provide a wide 

range of learni ng expe riences fo r students at a distance. 

How does the learni ng context of distance education compare to that provided 

by open learn ing programmes or courses of private study? Sussex ( 1 99 1 : 1 78) 

defi nes open-access learni ng as a prog ramm e  i n  wh ich 'students are able to 

contro l much of thei r own access, pace and progress throug h learn i ng materials, 

often as an i nteg rated part of a formal  course'. He goes on to argue that too few 

educators and learners appreciate the close l inks betwee n d istance education 

and open -access learn ing  and he conti nues to draw fu rthe r  paral lels as fol lows : 

Both  distance educatio n  and open-access learn ing  i nvo lve h igh 
levels of student co ntrol and di rectio n ,  problems of assessment and 
m onitori ng ,  and difficult ies of i nteract ion and di rectio n .  And both , if 
we l l  desig ned and del ivered ,  a l low students to learn i n  ways that 
m ake reduced demands on scarce human resources . (Sussex 
1 99 1 : 1 8 1 ) 

Rowntree ( 1 992 :30) makes s imi lar  comparisons when he n otes that since 'the 

ph i losophy of open learn i ng is to do with i mprovi ng access and learner-co ntro l ,  

then the  method (thanks to  self-study mate rials) usually i nvolves some element 

of distance learning' .  He also lame nts the fact that the l ite rature on distance 

educatio n rare ly refe rs to the lite ratu re o n  open learni ng , o r  vice versa. 

The main  difference between distance educat ion and private study has tended 

to be seen i n  terms of the i nf luence of 'an educational o rgan izat ion both in the 

p lan n i ng and preparatio n of learn i ng materials and in the p rovision of student 

support services' (Keegan 1 99 0 :44) . Thus the disti nctio n  is drawn at the 

i nstitut ional leve l ,  rather than i n  te rms of specific effects on  the learn i ng context 

of the  i ndividual .  From the poi nt of view of the language learner  there are defi n ite 

para l le ls between the learn ing contexts of private study and distance educat ion 

particu larly in terms of the need for se lf-di rect ion.  

l t  has been argued that self-directio n  and i ndependence for the learner  i n  

d istance education resu lt from the separat ion of the learner from the teacher 
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(Thompson and Knox 1 987; Calvert 1 989 ;  Moore 1 990) .  I n  the  absence of a 

classroom e nvi ron ment with regu lar, paced di rectives fro m the i nst ructor, distan�e 

learne rs h ave to g ive attention to establ ish i ng the ir  own set of learni ng  behaviou rs 

and to shapi ng and managing the course of their  learn ing .  The language learn ing 

co ntext of d i stance education ,  as opposed to that which invo lves reg u lar face-to­

face classroom contact , requ i res d istance learners to be more autonomous i n  

Holec's se nse o f  havi ng the  'abi lity to  assu me respo nsibi l ity' for the ir  learning 

(Holec 1 98 1  :3) .  The importance of learne r autonomy in  re latio n  to language 

learn ing has been well documented in  the literature o n  appl ied l i ngu istics 

(Dickinso n and Carver 1 980 ; Holec 1 981 , 1 987; Hal lgarte n and Rostwo rowska 

1 985; Dicki nson 1 987), but as yet we know relatively litt le about how learners 

deve lop fore ign o r  second language ski l ls i n  a learning context wh ich requ i res of 

them a good deal of self-di rectio n .  

Sussex ( 1 991 ) i n  a n  article entit led Current issues in distance language education 

and open learning: An overview and an Australian perspective begins by 

com m e nt ing that whi le distance education 'used to be too co mplex an 

u ndertaki ng fo r serious language learning' (Sussex 1 991 : 1 77) , d istance language 

educat ion is now emerg ing as a standard component i n  the provision of 

educatio n  in Europe, North America, New Zealand and Australia. For example ,  

the B ritish Ope n U niversity now offers u ndergraduate langu age courses i n  the 

distance mode. I n  Australia the Nat ional Pol icy on Languages has recognised the 

need to deploy distance education for the expansion of seco nd language 

learni n g .  According ly in  1 990 and 1 99 1  Commonwealth fu nds we re al located for 

the p roduct ion of language packages for the distance languag e  teach ing of seven 

Asian languages :  Japanese, Ch inese , I ndonesian, Korean,  Thai , Vietnamese and 

H ind i .  Waite ( 1 992) in a discussion document on the development of a New 

Zealand Languages Policy notes the wide range of distance languag e  education 

p roviders in N .Z .  and the ro le they have played in  the development of distance 

language education .  
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Current com mentators o n  distance educatio n  (Bates 1 990 ;  Keegan 1 990 ; Marriott 

1 99 1 , 1 992 ;  Sussex 1 99 1 ; Rowntree 1 992)  note that an expansion i n  the ro le of 

distance language education is envisaged by educational p lann ing authorities, 

and in  some parts of the world has already co m menced, at a t ime when distance 

educational  systems are only beg i n ni ng  to feature in educational l ite ratu re . 

With in the f ie ld of distance education data has been gathered on  factors such as 

student pe rsistence and student characteristics (e.g . ,  Kember 1 989 ; Eisenberg 

and Dowsett 1 990 ;  Pau l 1 990 ; Powe l l ,  Conway and Ross 1 990) , but re latively 

little attention  has been g iven to the  p rocesses distance learners use as they 

work with the learni ng materials. The p rocess-orie nted research that has been 

carried out is based large ly on how students use study mate rials in content-based 

subjects ,  namely educat ion,  psychology, and socio logy (Morgan , Tay lor and 

Gibbs 1 982 ;  Clyde ,  Crowther, Patch ing , Putt and Store 1 983; Dodds and 

Lawrence 1 983 ; Marland , Patch ing ,  P utt and Store 1 984; Marland , Patching , Putt 

and Putt 1 990) . More rece ntly i nvest igations have been made i nto the learni ng 

processes of mathe matics stude nts i n  distance education (Harper and Kember 

1 986 ;  Kn ight 1 987 ;  Anthony 1 99 1  ) . 

Research into language learn ing  at a d istance has also te nded to focus on 

course conte nt and on a com parison of the success rates of distance and 

classroom learners (cf. Wi l l iams and Sharma 1 988) .  Lambert ( 1 991 ) poi nts to the 

need fo r research i nto aspects of the teachi ng- learn ing process in distance 

fore ign language education .  This cal l has bee n repeated by Sussex ( 1 99 1  : 1 90) 

who arg ues that there is u rgent research to be done on d istance-mode language 

learni ng  and that it is critical 'to establ ish a place for languages in what wil l 

certain ly be a major mode of learning with in  a decade' .  
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1 .4 THE RESEARCH PROBLEM 

The study of strategies used by languag e  learners has evolved i n  recent years 

(Oxford and C rookal l 1 989). I n  spite of the  usefu l and suggestive research that 

has been reported, the area is ,  as Skehan ( 1 989 :98) poi nts out, 'sti l l  at an 

embryon ic stage' , with confl ict ing results and few hard fi nd ings .  As a 

consequence of th is there is a wide scope for addit ional research , particularly i n  

re lation t o  the  setti ng for learn ing whe re ' more orde red co mparison'  (Skehan 

1 989 : 1 49) is requ i red. Strategy use i n  contexts where langu ag e  learners do not 

have access to a classroom e nvi ronment remai ns large ly u n explored. I n  

particu lar, the  demands that are p laced on  language learners in  distance 

educatio n ,  and the strategies such l earners employ to succeed in deve lopi ng TL 

ski l ls  has ,  to date , been neg lected as an ave nue for research .  

The educational i nstitution which provides the sett ing fo r the cu rre nt study is  

Massey U niversity , a dual-mode i nstitution  which provides i nstruct ion to students 

through reg u lar face-to-face co ntact (' i nternal' students) and also to students 

studying at a distance ('extramu ral' students) . The re lationsh ip between mode of 

study and the use of language learn i ng strategies wi l l  be i nvestigated in th is 

study. 

A second aspect of the research pro blem is to assess the i m pact of mode of 

study on strategy use re lative to othe r  variab les from the learning co ntext (TL, 

leve l of study , language use opportun it ies) . In additio n  the study explo res the 

relationsh ip  between particu lar learner characte ristics (ag e ,  gender, language 

learn ing  experience, prior  experience i n  learn ing the TL,  motivation and 

profici ency) and the use of language learn ing  strateg i es.  Th us  the study ai ms to 

identify the variables which have the strongest i nf luence on the strategy use of 

u nderg raduate foreig n language learners.  
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1 .5 S U M MARY 

The i nfluence of the d istance education sett ing o n  the process of language 

learni ng  has not ,  to  date , been the subject of research .  I n  particu lar we know little 

about the  processes which distance foreig n  lang uag e  l earners use to deve lop 

the i r  TL competence. The cu rre nt study explore s  the i nf luence of a d istance 

learn ing  e nvi ron ment as opposed to a classroom learn i ng e nvi ronment o n  the 

learni ng  behaviours of fore ign language learners .  The impact of mode of study 

on strategy use re lative to other variab les such as the age of learners ,  o r  thei r 

motivatio n ,  is also evaluated.  I n  th is ,  the study is recog nisi ng the n eed,  as 

expressed by Oxford and Crookal l (1 989 :4 1 4) 'to expand lang uage learning 

strategy studies to i nclude al l  the re levant predictors and mediati ng variables,  

e .g . ,  age ,  sex, motivation' .  

The fo l lowing chapter situates the cu rrent study in terms of the existi ng research 

i nto strategy use by lang uage learners .  A review is made of the development of 

the concept of metacog nitive co ntro l  in learni n g  theory and of its i nf lue nce on 

languag e  learn ing strategy research.  Attempts to develop classificat ion schemes 

for the strategies used by language learners are considered,  with particu lar 

reference to the metacognitive , cog n itive , socio-affective model which emerged 

fro m  research i n  cog nitive psychology. The second half of the chapter  focuses 

on research into the re lationship between learne r variables and strategy cho ice 

and between language learn ing context variables and strategy choice. 
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2. LITERATU R E  R EVI EW 

2.1 INTRODUCTION 

The early research i nto st rateg ies used by lang uag ·e learners tended to focus o n  

t h e  characteristics o f  h igh ly successfu l lang uag e  learners (Rubin 1 975; Stern 

1 975; Nai man et al. 1 978). These studies were fol lowed by a number of 

i nvestigati ons i nto strategies used by learners of varying p roficie ncy ,  i ncludi ng 

those who we re not ve ry effective in deve lopi ng ski l l s  i n  the TL (e .g . , Hosenfe ld 

1 977; Bialystock 1 979 ; Politzer 1 983). Subsequent ly ,  the scope of language 

learni ng strategy research was widened to i nclude an exami nation of  the 

re lationsh ip betwee n strategy use and variables such as eth n icity (O'Malley et a l .  

1 985a ; O'Mal ley et  a l .  1 985b ; Pol itzer  and McG roarty 1 985; Tyacke and 

Mendelso h n  1 986) , level of study (Cohen and Aphek 1 981 ; Tyacke and 

Me nde lsoh n  1 986 ; Chamot and Kupper 1 989) and, most rece ntly , ge nder 

(Ehrman and Oxford 1 989 ; Oxford and Nyikos 1 989) .  Whi le these attempts were 

being made to exami ne strategy use and to ide ntify influe nces o n  strategy use,  

researchers we re also developi ng an i nterest i n  the feasibi l ity of train i ng students 

in strateg ies for language learn ing (Pressley, Levi n and Delaney 1 982 ; Henner­

Stanch ina  1 986 ; O'Malley, Russo, Chamot and Stewner- Manzanares 1 988 ; 

Chamot and Kupper 1 989) . 

A numbe r  of important studies which have been conducted i nto language learning 

strategy use wi l l  be presented in this chapter .  The studies,  which wi l l  be 

descri bed chrono log ical ly, fal l i nto three g roups.  The fi rst set (sect ion 2 .2) were 

main ly carried out i n  the 1 970s and are more explo rato ry i n  n ature (Carton 1 966 ;  

Stern 1 975; Rubin 1 975 , 1 981 ; Hosenfeld 1 976 ; Naiman et  al .  1 978) .  The second 

g roup of studies in section 2.3 i ncludes a se lective review of research conducted 

in  the 1 980s. I n  th is section the i nvest igation of t he  metacog n itive d imensions of 

strategy use is represented i n  the work of Wenden ( 1 986a, 1 986b) and of 
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O'Mal ley et a l .  ( 1 985a, 1 985b ) .  The various approaches to defi n ing and 

classifyi ng strategies used in lang uage learn ing are co nsidered (section 2 .4) and 

key studies re lat ing to the influence of a nu mber of factors on strategy choice are 

descri bed and evaluated (sect ion 2 .5) .  A synthesis of the f indings of these key 

studies leads to a f inal stateme nt regarding the rationale  for the present study . 

2.2 EARLY STU DIES 

The earliest publ ished research relatin�ategy use by lang uage learners was 

i n  the form of an e xtended research article publ ished by Carton (1 966) entitled 

The method of inference in foreign language study. In th is study attention was 

d rawn to the variat ion that ex isted among languag e  learners i n  terms of thei r 

i nc l inat ion to make infere nces. Carton also noted that the abi lity to make val id ,  

rat ional , and reasonable inferences varied g reatly between learners.  He posited 

that the to lerance of risk would vary with the abi lity to make sound i nferences. 

Carton fo l lowed up his study in a second article ( 1 971 ) fu rnishi ng a detailed 

d iscussion  of i nferenci ng and of the i nfe rencing cues avai lable to language 

learners .  

A s imi lar d i rect ion for research was poi nted to  by Carro l l  ( 1 967) who suggested 

that the learner  might provide a rich sou rce of knowledge conce rn ing successfu l 

language acquisition .  He advocated compi l ing and analysi ng case histories of 

adu lts who had learnt one o r  more fore ign languages. 

Eight years late r Stern ( 1 975) and Rubin ( 1 975) explored the notion that 

successfu l languag e  learn e rs were effective because of the particu lar learni ng 

behaviou rs they employed.  This view ran counte r to the main th read of li nguistic 

thought at the t ime that effective languag e  learners s imply had an i nhere nt abi l ity 

for language learn ing ,  were more motivated , or had had extensive exposure to 

natural language learn i ng situations ,  most preferably in a country where the 

languag e  was spoken (O'Mal ley and Chamot 1 990) .  
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By means of observation and i nte rviews with learn e rs and teachers Rubin ( 1 975) 

identified seven broad strategi es used by successful language learners. 

Examples of these are that the good language learner is  a wi l l ing and accu rate 

g uesser, h as a strong d rive to co mmu nicate,  p ractises, and attends to m eani ng .  

Rubin also suggested that learner  strategies vary with task, learn ing stage 

(beg inn i ng ,  i ntermediate and advanced) , age ,  context (classroom ve rsus natural 

environment) , i ndividual styles, and cultu ral differences. The i nf lue nce of a 

n u mbe r of these factors on strategy choice formed the di rection  of much futu re 

research i nto language learn ing strateg ies (see section 2 .5) .  

At the same t ime as Rubin's study, Ste rn (1 975) compi led an i nf luential l ist of te n 

characte ristics of successfu l language learners based o n  observatio n  and 

i ntuition .  He observed that successful learn e rs exhibited such traits as a 

sustai ned search for mean ing , a wi l l i ngness to p ractice and experime nt ,  and an 

active approach to the learn ing task. 

Stern's specu lations  i nspi red a g roup of researchers to unde rtake a large scale 

study of the characteristics of good language learners.  This work was carried out 

by Nai man et al .  ( 1 978) and has become known as the 'To ronto' study of good 

lang uag e  learners. The successful language learners who were the subjects for 

the study had been identified through co l leagues  from the un ive rs ity e nvi ron ment 

and were mostly h igh ly educated people. Naiman et al . e l icited i nformation  from 

the subjects (N=34) usi ng mu lt ip le data col lection procedu res ,  which i ncluded 

observations ,  i nterviews and questionnai res .  Five primary strateg ies we re found 

to be common to al l good language learners :  an active task approach,  realization 

of language as a system, realizat ion of  language as a means of com m u n ication 

and i nteraction ,  management of  affective demands, and mon itori ng  of second 

language performance. Among the ir  more i nteresting conclus ions was that 

language success appears to be attributable not so much to an 'i nnate g i ft' o r  an 

'ear' for languag e ,  as to constant effort and i nvolvement with the  language ,  eve n 

to the extent of c re ating useful opportu nit ies to  practise the languag e .  This study 

marks the fi rst attempt to use a mu ltimethod desig n to e licit data o n  strategy use. 
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Furthe r prog ress was made i n  the development of research techniques for 

investigati ng learner strategies in the work of Hosenfeld (1 976) .  Hosenfeld 

i ntroduced the 'th ink-aloud' i ntrospective p rocess to ascertai n the strategies used 

by 25 ju n ior  h igh schoo l learners of French whi le performing language learn i ng 

tasks. The results i ndicated that students cou ld identify and verbalize the i r  

strateg ies ,  and that teachers' assu mptions about the i r stude nts' strategies were 

often wrong .  Hose nfeld ( 1 976 : 1 27) prese nts several caut ionary statements i n  the 

conclusions to her study i ncludi ng the fo l lowing : 

lt m ust be remembered that the procedu re does not have a long 
h isto ry of widespread use ( in fo re ign language education or 
e lsewhere) .  As a research tool i t  does not meet the t raditional 
requi rement for scienti fic rigour. 

Si nce Hosenfeld's g round-breaki ng study, a variety of ve rbal report measures 

have been deve loped and used in studi es which have added to our 

understandi ng of strategy use (Cohen and Aphek 1 981 ; Hosenfeld 1 977, 1 984; 

Block 1 986 ; Cavalcanti 1 987 ; Cohen and Cavalcanti 1 987; Mangubhai 1 99 1  ). The 

'yoked subject technique' employed in the present study is one  such verbal report 

measu re which has recently been developed to investigate strategies used by 

languag e  learners (Nayak, Hanse n ,  Krueger and Mclaug hli n 1 990) . 

A fu rther means of gatheri ng data on strategy use was explored by Rubi n ( 1 981 ) 

as she co l lected reports on  strategy use th rough  d i rected d iary studies. The 

subjects for the study, you ng adu lt learners, were g iven expl icit instruct ions on  

how to keep the  diary .  Rubi n reported that some students were bette r able to 

descri be strategies than others. In analysi ng the  results a disti nction  was d rawn 

between strategies that contribute di rect ly to language learn i ng (e.g . ,  guessing ,  

deductive reasoning) and those which he lp i ndi rectly (e .g . ,  monitoring , creating 

opportu nit ies to practise). 

At around the same t ime that these early studies were being conducted i nto the 

strategies used by language learners,  a nu mber  of insights were e merg ing  from 

the work of  researchers in  the fie ld of cog n itive psychology which were to have 

a marked i mpact o n  ways of conceptual is i ng  strategy use.  The concept of 
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metacognition was introduced by two developmental psychologists, John Flavell 
· and Ann Brown, in the mid-1970s, to describe the understanding individuals have 
of their thinking and learning activities. The following section is devoted to a brief 
history of the development of the idea of metacognitive knowledge and control 
in learning and to a discussion of the influence of the concept on language 
learning strategy research. 

2.3 METACOG NITION 

Metacognition, which literally means transcending knowledgejwas defined by 
Flavell (1�:23f{' as 'knowledge concerning one's own CO_§Jnitive processes or 
products'. This knowledg0nvolves an awareness by learners of their learnipg' 
behaviours, �he tasks they face�d of their own needs and abilities. 

This interpretation of metacognition)as expanded by Br�own 1978, 1980, 
1981; Brown and Palincsar 1982; Baker and Brown 1984) to include two main 
components: 'knowledge about cognition' and 'regulation of cognition'. Jacobs and 
Paris (1987) refer to these two dimensions of metacognition as self-appraisal of 
cognition and self-management of thinking. The second aspect of metacognition, 
the regulatory or executive aspect 'refers to the deliberate, conscious control of 
one's own cognitive actions' (Brown 1980:453). This control is exercised through 
the planning, monitoring and checking activities necessary to orchestrate 
cognition. Such activities are carried out through the use of metacognitive 
strategies. 

Metacognitive strategie?re self-regulatory strategies in which learners are aware 
of their own learning/hey involve thinking about the learning process - planning 
for learning monitoring of comprehension/ production while it is taking place 
and self-evaluation after the activity is completed.�etacognitive strategies may 
involve a range of behaviours such as assessing linguistic resources for a 
particular language task; identifying problems which hinder successful completion 
of a task; consciously postponing speaking until sufficient confidence is gained; 
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deciding in advance to attend to specific input ; monitoring or correcting one's 
language production. 

The term metacognition gained wide currency and proved to be the conceptual 
starting point for literally hundreds of studies into memory strategies , study skills , 
attention and reading. In the field of applied linguistics a number of studies drew 
upon research into metacognition conducted in the field of cognitive psychology 
and used this theoretical basis for research into language learning strategies 
(see, for example, O'Malley et al. 1 985a; Wenden 1 986a, 1 986b ; Garner 1 988a, 
1 988b; Carrell 1 989 ; Carrell , Pharis and Liberto 1 989). These studies provided 
support for the powerful role that metacognition plays in different learning 
situations. 

Unfortunately , in spite of all the empirical research that has been done, 
metacognition has remained a concept that is difficult to define. Brown ( 1 980) 
contended that the primary problem with the metacognition construct is that it is 
very difficult to separate from cognition. Many researchers and educators have 
wondered if metacognition is merely a set of cognitive skills 'elevated and 
dignified with a new title' (Brown 1 978:7). The prediction made by Wertsch 
( 1 977:5) that 'as we pursue problems in this area further and further the 
distinctions between cognitive and metacognitive abilities will become less and 
less clear' has proved to be very apt. A number of authors have suggested that 
it is difficult to separate metacognition from general aptitude or cognition (e.g. , 
Wertsch 1 977; Cavanaugh and Perlmutter 1 982; Slife, Weiss and Bell 1 985; 
Jacobs and Paris 1 987; Garner and Alexander 1 989 ; Cohen 1 991  ). 

As Sparks ( 1 988:209) points out 'the literature ... does not always make a clear 
distinction between the higher-level metacognitive strategies that manage 
comprehension and the lower-level cognitive strategies that carry out the 
executive decisions'. (For a definition and discussion of cognitive strategy use see 
section 2.4. 1 and section 2.5. 1 .) An activity such as summarising has been called 
metacognitive in one study (Brozo, Stahl and Gordon 1 985) and cognitive in 
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another (Mosenthal 1987). The difficulties which are encountered when 
attempting to demarcate the boundary between metacognitive strategies and 
cognitive strategies will be taken up again later in the thesis. 

While the parameters of the metacognitive concept are still under dispute, a 
number of researchers have identified the importance of metacognitive control in 
language learning (O'Mal ley et al. 1985a, 1985b ; Wenden 1986a, 1986b, 1987a, 
1987b; Duran 1987; Carrell 1989; Carrell et al. 1989). For example, in an early 
study by O'Malley et al. (1985a:24), it was found that 'students without 
metacognitive approaches are essentially without direction and ability to review 
their progress, accomplishments, and future learning directions'. Holec (1987) 
argues that it is the use of metacognitive strategies that distinguishes learners 
who are consumers of language courses from those who are actively involved in 
their own learning programs and who are self-directed. Galloway and Labarca 
(1990:144) note that learners who do not use metacognitive strategies, or who 
use them infrequently, 'often equate . .. the process of learning with 'being taught' 
- that is, doing what the teacher and teaching materials say to do'. 

Skehan (1989:95) describes the investigation of metacognition in language 
learning as 'the most exciting development in recent strategy research'. The first 
studies to explore the role played by metacognitive processes in language 
learning were carried out by Wenden (1986a, 1986b) and O'Malley et al. (1985a, 
1985b). Wenden's work explored the dimension of metacognitive knowledge in 
language learning, while O'Malley and eo-workers focused on the other dimension 
of metacognition, namely the 'executive processes' or self-management 
processes used by second language learners. These studies are now reviewed. 
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2.3.1 The Investigation of Metacog nition in Language Learn i ng 

Wenden ( 1 986a) attempted to investigate and classify the knowledge second 
language learners have about their language learning experience. The subjects 
for her study were 25 adults studying English part-time, five hours a week. Data 
on strategy use were elicited through a semi-structured interview. Before the 
interview Wenden gave the students a list of topics to be covered in the interview 
and the students completed a grid of their daily activities in which English was 
used (e.g. ,  watching a favourite T.V. programme, talking to friends). During the 
interview the learners focused on the different sections of the grid to talk about 
their language learning, using a form of retrospection. The reports revealed that 
students' metacognitive knowledge extended to areas such as knowledge about 
the language, about their proficiency, about the outcome of strategies ,  and also 
about how best to approach language learning. In conclusion, Wenden argued 
that it is necessary for both teachers and students to develop an informed 
awareness of students' knowledge and beliefs about language learning and that 
'the activities we develop to nurture strategic competence should not be limited 
to the transmittal of effective strategies' (Wenden 1986a:199). 

The importance of metacognitive self-appraisal for language learners was 
expanded in an article entitled Helping language learners Ink about learning 

(Wenden 1 986b). The analysis of 34 semi-structured interviews conducted with 
adult ESL learners revealed not only that they had explicit beliefs about how to 
learn a second language, but that these beliefs seemed to influence what they 
actual ly did to help themselves learn. Wenden outlined a series of modules to 
enable learners to reflect on their learning and to raise their 'awareness about the 
learning skil ls necessary to help them become more active and diversified 
learners' (Wenden 1 986b:1 0). Wenden's work contributed to a growing realization 
that the ideas which learners bring to the classroom about the learning process 
impact on the way they engage with the TL. Wenden's work is also noteworthy 
since it marks one of the earliest attempts to furnish teachers with guidelines for 
helping students ' learn how to learn' a second language. Fol lowing on from this , 
a number of books were developed as attempts to expand learners' knowledge 



20 

about language learning and about ways to learn a language (e.g. , Ellis and 
Sinclair 1 989; Willing 1 989 ; Oxford 1 990). 

The other main research into metacognitive aspects of language learning was 
carried out by O'Malley and eo-workers (1 985a, 1 985b). They investigated the 
self-regulatory aspects of metacognition as part of an examination of the 
strategies used by language learners. The subjects for their studies were 70 high­
school-age students enrolled in ESL classes. Data was col lected through 
inteNiews with , and observations of, students carrying out typical classroom 
activities, such as pronunciation exercises, oral dril ls, vocabulary learning, and 
language use. 

From the findings it was very clear that inteNiews were much more productive 
as a means of data collection than obseNations. The fact that obseNations were 
not very productive in revealing the strategies used by language learners was 
consistent with the findings of earlier researchers (Naiman et al. 1 975 ; Rubin 
1 981 ; Cohen and Aphek 1 981 ). From the inteNiew data 23 strategy types were 
identified. The researchers found that it was possible to define and organize 
these strategies within the basic classification scheme proposed by Brown and 
Palincsar ( 1 982) consisting of metacognitive and cognitive strategies. The 
fol lowing definitions are given for these terms by O'Malley et al. ( 1 985b:560-1 ) : 

Metacognitive strategies involve thinking about the le�rning process/ 
planning for learning_t!l'onitoring of comprehension or production while 
it is taking place, and self-evaluation of learning after the language 
activity is completed. Cognitive strategies are more directly related to 
individual learning tasks and entail direct manipulation or 
transformation of the learning materials. 

A third category of strategy use)onsisting of social mediation strategie�as 
added and this was 'most clearly evidenced in cooperative learning' (O'Mal ley et �---·---� --
al. 1 985b:56 1 ). 

There were seven metacognitive strategies)r1cluding directed attention, involving 
consciously directing attention to the re'arning task, and self-evaluation, or 
appraising the successes and difficulties in one's learning. Fourteen cognitive 
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strategies were identified, examples of which are inferencing, or working out the 
meaning from the text, and elaboration, or relating new information to other 
concepts in the memory. The two social strategies were co-operation, involving 
working with peers, and questioning, involving asking the teacher or native 
speaker for repetition or clarification. In addition a distinction was drawn between 
metacognitive strategies used for planning, monitoring and evaluating learning. 
Results of the study showed that beginning and intermediate students used more 
cognitive strategies (especially repetition and note-taking) than metacognitive 
ones. Of the metacognitive strategies almost all were related to planning. Few 
social strategies were used. The classification scheme was used and developed 
in later studies (Chamot 1 987; Chamot and O'Malley 1 987; O'Malley et al. 1 988; 
O'Malley, Chamot and KUpper 1 989 ; Chamot and KUpper 1 989). 

O'Malley and colleagues continued with a number of descriptive and longitudinal 
studies of strategy use as well as studies of learner training in strategy us/' 
Aspects of their researc'} wllich are directly relevant to the issues.-Hfv8stigated in/ 
this study are explored in section 2.5. 

In the course of describing a number of studies of language learning strategi� 
brief referenc�s been made to the various classification systems proposed by 
researchers. For example, Rubin (1 981 ) made a distinction between direct and 
indirect strategies while O'Malley et al . (1 985a, 1 985b) followed the tripartite 
division of metacognitive, cognitive and socio-affective strategies. The following 
section looks at attempts to develop ways of classifying strategies used by 
language learners. 
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2.4 D EFI NITION AND CLASSI FICATION 

2.4.1 The Development of Classification Schemes 

The investigation of the characteristics of good language learners required 
researchers to identify the specific strategies used by language learners, and to 
attempt to classify them in some way. As Nunan ( 1 991 : 1 68) comments, 'a major 
problem for learning strategy theorists has been the development of a coherent 
taxonomy of learning strategy types'. Through the work of Naiman et al. (1 975), 
Rubin (1 975, 1 981 ), Bialystock (1 979) and Politzer (1 983) different ways of 
classifying strategies were developed. For example, Bialystock (1 979) classified 
strategies according to two parameters. The parameters were purpose (on a 
formal/functional dimension) and modality (oral or written). These parameters 
were seen to characterise the occasions for the use of strategies. The criterion 
used by Rubin (1 981 ) was whether particular behaviours contributed directly or 
indirectly to learning. Different criteria again were established by Politzer and 
these related to the context of strategy use, that is, whether particular behaviours 
were practised in the classroom, in individual study or during interaction with 
others (Politzer 1 983; Politzer and McGroarty 1985; Ramirez 1 986). 

These classification schemes were substantially different and most current 
research has been carried out either through the framework developed by 
Rebecca Oxford, or through the metacognitive, cognitive, socio-affective scheme 
used by O'Malley, KOpper, Chamot and others. These two schemes will now be 
considered in more detail. 

Oxford's main contributions to the field of strategy research have been in 
exploring the influence of gender and motivation on strategy use (see sections 
2.5.6, 2.5.9) and in developing the concept of strategy training for language 
teachers (Oxford 1 990). Her earlier work was devoted to compiling an extensive 
list of strategies identified by second language researchers. The list was also 
based on research into general academic learning strategies (Oxford 1 985a). The 
taxonomy developed by Oxford makes a primary distinction between 
direct/primary strategies and indirect/support strategies, terms first used by 
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Dansereau (1 978 ,  1 985). In Oxford's classification, the class of primary strategies 
includes three groups of strategies (memory strategies, cognitive strategies, 
compensation strategies), while the class of secondary strategies contains three 
other groups of strategies (metacognitive, affective, social). The six strategy 
groups are subdivided into a total of 1 9  strategy sets. The entire learning strategy 
system includes 62 strategy types. 

This classification scheme was used to generate items to tap strategy use in the 
form of a 1 21 -item questionnaire , The Strategy Inventory for Language Learning 

(SILL). This questionnaire has been used in a number of studies including those 
relating gender and motivation to strategy use. In addition, the questionnaire has 
been used to enable learners to develop a profile of the kinds of strategies they 
use in learning a new language (Oxford 1 990). 

The two major criticisms of Oxford's classification scheme relate to how the 
scheme was developed and to the absence of any links between that particular 
scheme and important insights from the field of cognitive psychology. These two 
criticisms are interconnected. In developing a classification scheme which 
subsumed every strategy that had been cited in previous learning strategy 
research, Oxford's extended listing was 'far removed from any underlying 
cognitive theory' (O'Malley and Chamot 1 990 : 1  03). This is a serious limitation of 
Oxford's scheme since over the last fifteen years a number of information 
processing models have emerged alongside studies and theories in cognitive 
psychology as to the role of cognitive processes in learning (e.g. ,  Anderson 1 983, 
1 985; Gagne 1 985; Wagner and Sternberg 1 985; Weinstein and Mayer 1 986; 
Mayer 1 988). 

Apart from Oxford's classification scheme, the other main theoretical framework 
to have emerged over the last fifteen years has been developed from the work 
of Brown and Palincsar (1 982). This taxonomy produced by O'Malley and eo­
workers (mentioned in section 2.3. 1 )  comprises three main categories of strategy 
use: metacognitive, cognitive and socio-affective, depending on the kind and level 
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of processing involved. Several attempts to define and delimit the concept of 
metacognition were presented in section 2.3.  lt is generally acknowledged that 
metacognition consists of two dimensions, one relating to knowledge, the other 
relating to control of learning processes. These two dimensions were reflected in 
the 1 985 definition of metacognitive strategies given in section 2.3 . 1 (O'Malley et 
al. 1 985b) and in a more recent definition which states that metacognitive 
strategies involve 'knowing about learning and controlling learning through 
planning, monitoring and evaluating the learning activity' (O'Malley, Chamot and 
KOpper 1 989 :422) .  

Cognitive strategies are more directly related to individual learning tasko/han 
metacognitive strategies and involve the manipulation or transformation of the 
material to be learned. The following definition of cognitive strategies is given by 
Rubin ( 1 987 :23) : 

Cognitive strategies refer to the steps or operations used in learning 
or problem-solving that require direct analysi0ransformation or 
synthesis of learning materials. 

Chamot and O'Malley (1 987 :242) state that while engaging in cognitive strategy 
use the learner: 

interacts with the material t�earned by manipulating it mentally (as 
in making mental images or relating new information to previously 
acquired concepts or skills) or physically (as in grouping items to be 
learned in meaningful categories or taking notes on or making 
summaries of important information to be remembered). 

Cognitive strategy use is intended t�nhance comprehensio{acquisitiop/or 
retention f the TtjExamples of cognitive strategies include inferencing, or 
guessing meaning from context, and elaboration, or relating new information to 
other concepts in memory. 

A third type of learning strategy identified in the cognitive psychology literature 
points to the influence of social and affective processes on learning. Social and 
affective strategies (often referred to as socio-affective strategies) 'represent a 
broad grouping that involves either interaction with another person or ideational 
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control over affect' (O'Malley and Chamot 1 990:45). An example of social strategy 
use is cooperation, or working with peers to solve a problem, to share 
information, or to get feedback on a task. An example of affective strategy use 
is self-talk, or 'reducing anxiety for learning by using mental techniques that make 
one feel competent to do the learning task' (O'Malley and Chamot 1990:45). 

The metacognitivo/,cognitive,/ocio-affective taxonom�r strategy use is among 
'the most widely known language learning strategy �fication systems' (Oxford 
and Crookall 1989:406). lt provides a particularly fitting model through which to 
investigate the influence of mode of study� other variables, on different types 
of strategy use. A more detailed investigation of the metacognitive, cognitive, 
socio-affective classification scheme will be presented in Chapter 3 (section 3.3.1) 
when it is applied to the current study. 

The remainder of this chapte.r)S'devoted to�ical appraisal of studies,)Vli'ich 
have investigated the influence of particular variables on�egy choice by 
second or foreign language learners/his serves as a background to the 
development of the research questions to be detailed in Chapter 3. 

2.5 FACTORS I NFLUENCING STRATEGY CHOICE 

Research has revealed that variables such as the TL (Politzer 1983; Chamot et 
al. 1 987), the gender of learners (Ehrman and Oxford 1989; Oxford and Nyikos 
1 989) and the ethnicity of learners (Politzer and McGroarty 1 985) appear to 
influence the strategies language learners employ. The present study furthers this 
research by exploring the role played by four language learning context variables 
(mode of study, TL, level of study, language use opportunities) in the strategy 
choice of undergraduate foreign language learners. In addition, the influence of 
particular learner characteristics (age, gender, language learning experience, prior 
experience in learning the TL, motivation, proficiency) on strategy choice is 
investigated. The relative impact of these variables, and particular combinations 
of these variables, on strategy use is explored in the context of undergraduate 
foreign language study. 
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This section presents research into factors which are related to strategy choice. 
The discussion is organised in ten sections, each one dealing with prior studies 
of the relationship between strategy choice and the variables relating to the 
learning context or learner characteristics which will be explored in the current 
study. 

2.5.1 Mode of Study 

No published research appears to exist relating to strategy use by language 
learners studying at a distance. As noted in Chapter 1 the learning context for 
distance students is quite different from that of students who have access to 
regular classroom interactions to support the learning process. For example, the 
particular language learning environment of distance learners means that they 
must regulate and oversee the rate and direction of their learning to a much 
greater degree than classroom learners whose learning is organised by regular 
classroom sessions. Furthermore, classroom interactions provide the learner with 
opportunities to assess their performance in the TL, through, for example, 
working in groups, and answering questions given by the teacher, interactions 
which are not available to distance learners. Sussex ( 1 991 : 1 88) comments that 
'there is urgent research to be done on distance mode language-learning . . .  in 
order to establish the fundamental principles of learning in this mode, specifically 
for languages'. The investigation of the influence of mode of study on strategy 
choice by foreign language learners through the current study forms part of the 
preliminary research necessary for an understanding of the process of language 
learning in a nonclassroom environment. 

2.5.2 Target Language 

The influence of the TL on strategy choice has been investigated by Politzer 
( 1 983) and Chamot et al. ( 1 987). In both studies, the Tls were lndo-European 
languages. 

Politzer ( 1 983) examined the learning strategies of 90 undergraduate students of 
French, Spanish, and German through a questionnaire. The questionnaire 
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consisted of three sections, ( i )  an 1 8-item scale on  general behaviours ;  ( i i )  a 1 4-

item scale on  classroom behaviours ;  and ( i i i )  a 1 9-item scale on  i nteractions with 

others outside the classroom.  Stude nts were asked to respond in terms of the 

frequency with which they engaged in each of the behaviou rs on a scale of 4-0. 

Findi ngs revealed that the behaviou r  scales fol lowed a patte rn that set off French 

cou rses from the others.  Politzer ( 1 983:62) poi nts out that o ne possible reason 

for the s ingu lar learn ing behaviours of students of Fre nch cou ld be ascribed to 

the fact that 'un l ike the cou rses i n  the  Spanish and Ge rman departments, those 

in  the French department . . .  fo l low ve ry strictly a ' rat ional ,  di rect method' 

methodology' . The fi ndi ngs also revealed that students of Spanish engaged i n  

fewer positive strategies than d id  students o f  othe r languages .  I n  summarising the 

fi ndings of the study, Po litzer ( 1 983 :62) notes that 'even with in s imi lar overal l  

contexts, some language learn ing  behaviours vary sig n ificantly acco rding to 

languag e  and level ' .  

Howeve r, it is l ike ly that languag e  of study i nteracts with a host of other variables 

i ncludi ng that of language teachin g  methodology hig h lig hted by Po litzer. Oxford 

( 1 989a) suggests that it is the brig hter o r  more 'strategy-wise' students who tend 

to take Russian rather than Spanish , si nce Spanish , she clai ms ,  is pe rceived to 

be easier  for Eng l ish speakers. Fu rtherm o re ,  students might be learni ng the Tls 

for different purposes, and th is could i nf luence thei r choice of strategies. 

Chamot et a l .  ( 1 987) in a descriptive study of fore ign language learners 

i nvestigated whether  hig h school  students of Spanish (N=67) and of Russian 

(N=34) used s imi lar strategies.  Data on strategy use was col lected by means of 

an i nterview g uide describ ing n ine types of learn ing tasks. Students were 

i nterviewed i n  smal l  g roups and were asked about any special techniques they 

norm ally appl ied to each of the particular tasks. Strategy use was classified 

acco rding to the classificat ion scheme of metacognitive , cog nitive and socio­

affective strategies. Beg inni ng level students of Spanish reported an average of 

1 2 .4  strategies per i nterview while begi n ni ng level students of Russian repo rted 

an average of 26.9 strategies per i nterview. The fact that students of Russian 
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reported usi ng more than twice the nu mber of strategies than students of  

Span ish ,  and that they used strategies the other g roup did not mention (e .g . ,  

rehearsal , summarising) ,  cou ld not automatically b e  attri buted sole ly to the 

i nf luence of the TL according to  the researchers.  At least two other possible 

effects  could not be ru led out. F i rst ly , it is possib le that di rect i nstruction  by the 

teache r  could e ncourage stude nts to learn in  particular ways , and hence influence 

the i r  strategy choice. Secondly,  the objectives of a particular course cou ld 

i nf lue nce strategy choice. In a subsequent longitudinal study of the  same fo re ign 

language students (Chamot, KOpper and l mpink-Hernandez 1 988a, 1 988b) the 

o bjectives of the  course we re see n to play a ro le in  inf luenci ng how students 

learnt the TL. In reviewi ng the study O'Malley and Chamot ( 1 990 : 1 40) note : 

A classroom emphasis ing the g rammatical structure of the foreign 
languag e  and an analytical co mparison of the TL to the native 
languag e  fosters strategies such as deduction and translation .  On the 
other hand a classroom focusing on proficiency fosters strategies such 
as infere nci ng and substitution .  

2.5 .3 Level of Study 

Does learni ng  a language at the e lementary stage requi re the use of strategies 

which are different from those used at i ntermediate o r  advanced levels of 

lang uage learni ng? Is it possib le for learne rs to use a st rategy such as 

i nfe rencing on ly when they have reached a particular stage of compete nce in the 

TL? Are diffe rent strategies differe nti ally appropriate at diffe rent stages of 

language learni ng? A nu mber of studies have addressed the question of the 

effect of the leve l of study on strategy use by language learners.  

Tyacke and Mendelsohn ( 1 986) carried out a research project with seven 

learners of E ng l ish each drawn from a different leve l of proficiency in  an e ight 

level programme.  The learners kept diaries  of their ' learni ng development' on a 

dai ly basis over a matter of weeks thoug h the exact du ration of the project is not 

i nd icated. Tyacke and Mendelsohn  ( 1 986 : 1 76) report the resu lts as fo l lows : 

Excerpts from the diaries of lower leve l students i ndicate a much 
g reater dependence on the teacher, and on the l inguist ic code, as we 
wou ld expect than those of the more advanced student. 
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The study was not sufficie ntly focused i n  terms of the i nst ructions  g ive n to 

learners to provide i nsights i nto specific i nstances of st rategy use at different 

levels of language study. I n  addition the fi ndi ngs were rather  generalised and 

precise defin itions  or examples of these g e neralisations were not g iven .  For 

example, it i s  not c lear what was meant by 'dependence on  the l i ng u istic code' . 

However the resu lts of the study are suggestive that strategy use at the lower 

level differs fro m  strategy use at more advanced levels. 

McDonough and McNerney ( repo rted by Tyacke and M endelsohn  1 986) 

co mpared notes on vocabulary learni ng strategies in two c lasses of different 

profici ency ,  low-i ntermediate and advanced , usi ng Rubin's ( 1 981 ) Observation 

Schedule of Language Learners. They fou nd that a variety of strategies existed 

at both levels (for example , memorizatio n ,  guessi ng , inferencing , and various 

ki nds of deductive reasoning) ,  but that as students developed in proficiency , they 

tended to discard less productive strateg ies ,  such as memorizatio n .  They also 

g eared the ir  strategy use more directly to the language learn ing  task at hand. 

Chamot and KOpper  ( 1 989) reported on the  research of Chamot et al . ( 1 987) 

(described in section 2 .5.2) in  te rms of the effect of leve l of study on strategy use. 

The results fro m  the descriptive study indicated that students at h igher  levels of 

study reported usi ng ,  on average ,  more strateg ies than did beg inni ng level 

students. Students at al l  leve ls reported using far more cog nitive than 

metacog nitive strategies. The metacog nitive strategies used were predominantly 

p lanning strategies, rather than mon itori ng or evaluation st rategies. At the 

beg inning  leve l of the study of Span ish ,  students re lied most on the cognitive 

strateg ies of repetition ,  translation ,  and transfer. At the i ntermediate and 

advanced leve ls ,  however, students began to re ly i ncreasi ng ly on inferenci ng,  

whi le sti l l  conti nu ing to use fami l iar strategies such as repetitio n  and translation .  

Social and affective strategies were reported i nfrequently across a l l  course levels. 

Oxford and Nyikos in their 1 989 study m easured the level of language study in 

terms of the n umber of years spent study ing the target fore ign  language. With a 
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sample of 1 ,200 u nderg raduate foreig n l anguage learners they e licited reports on 

strategy use th rough the Strategy Inventory for Language Learning. This 1 2 1 -item 

i nstrument asked learners to indicate in  a mu lti-choice fashion the frequency with 

which they u sed certain language learn ing strategies.  The researchers fou nd that 

foreig n language students who had studied the new lang uag e  fo r a mini mum of 

four  o r  five years used strateg ies far more often than did less experienced 

languag e  learners .  More precisely,  students who had studied for at least five 

years used functional  practice strategies such as attending fore ign  language fi lms 

and readi ng authentic material i n  the TL significantly more ofte n than did less 

expe rienced students. These more frequently used strategies al l  required 

lang uag e  practice i n  natural sett ings outside the language c lassroom. Stude nts 

who had studied for at least five years also used more conversational/i nput 

e l icitat ion strateg ies such as requesting slowe r speech and aski ng for 

pronunciation correction .  

Cohen and Aphek's study (1 981 ) indicated that advance ment in  course leve l or  

in years of study d id  not necessari ly mean that students used better strategies 

in every instance . The subjects for the study we re 1 9  native Eng lish-speaking 

stude nts learning Hebrew in  Israe l .  The students were d ivided into three leve ls 

of proficiency : begi nners (N=9), i ntermediate stude nts (N=6 ) ,  and advanced 

students (N=4). The researchers attempted to fi nd out what ins ights cou ld be 

gained about good and bad co m municative strateg ies i n  the  classroom from 

e mpi rical obse rvation coupled with verificat ion by the stude nts themselves. Cohen 

and Aphek ( 1 981 :233) reported that 'both good and bad com m u nicative strateg ies 

appeared across c lass levels ,  and were used by better and poorer students'. 

They also e mphasised that the research ' raised some real q uestions as to what 

'good' strateg ies consist of' (Co hen and Aphek 1 98 1  :233) noting that such 

questions warranted further i nvestigation .  

Oxford ( 1 989 :237) , comment ing on the Cohen and Aphek ( 1 981 ) study , states:  

N everthe less, most of the research does i ndeed show that ,  i n  general , 
the more advanced the language learner,  the better the strateg ies 
used. 
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Oxford goes o n  to suggest three possible reasons for this.  The  fi rst is that 

stude nts ' might spontaneously develop new and better strategies as they become 

more advanced' (Oxfo rd 1 989 :237). Secondly, there is  the possible effect of task 

requ i rements changing as students move to h igher leve l courses, thus prompting 

students to respond with strategies tai lored to the task requ i re m e nts. Third ly ,  

there i s  the quest ion of attrit ion rates si nce 'stude nts with poore r strategies might 

perform worse than stude nts with better strategies and therefore d rop out of 

languag e  study befo re reachi ng h igher level courses' (Oxford 1 989 :237) . 

Oxford's discussion  of changes i n  strategy use ove r t ime is s ignificant, but what 

constitutes a 'better' strategy is by no means obvious. lt is not appropriate at this 

po int to attem pt to investigate fu rther the value judg eme nts which have been 

attached to strategy use i n  various studies (e.g . ,  Cohen and Aphek 1 981 ; Pol itzer 

and McGroarty 1 985) since the present study is concerned with identify ing the 

strategies students use rather than evaluati ng whether they are good or  bad . 

Therefore Oxford 's discussion is probably bette r considered i n  terms of the use 

of different st rateg ies at differe nt levels rather than in terms of the evaluative 

labels that are used. 

2.5.4 Lang uage Use Opportu nities 

The work of B ialystock ( 1 979) and Huang and van Naerssen ( 1 987) revealed the 

impo rtance of fu nctional practice outside formal classroom requ i rements for 

languag e  learn i ng .  What has not been i nvestigated is whether  opportu nities to 

use languag e ,  beyond those provided by the cou rse, have an effect o n  the ki nds 

of strateg ies  students choose to use in the context of private study. That is, do 

students who can reg u larly practise the TL with native speakers , or friends, 

e mploy diffe rent  strateg ies to those used by students who have no  such fu rther 

opportun it ies? The question of the re lationship between extra practice 

opportu n ities and strategy use wi l l  be examined i n  the present study. 
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2.5.5 Age 

There has been l itt le di rect research  on the i nte ractio n  between the choice of 

languag e  learn ing strategies and the age of learners .  Skehan ( 1 989 :97) poi nts 

out that 'we cu rrently have to deal with studies which have not systematical ly 

cove red the age range of learne rs' . Instead , strategy use studies have focused 

o n  part icular age g roups. For example ,  young ch i ldre n  at school  entry age were 

the subjects for the studies of Wo ng-Fi l lmore ( 1 979) and Chesterfie ld and 

Chesterfie ld ( 1 985) . High school stude nts were the subjects i n  other studies (e.g . ,  

O'Mal ley et al . 1 985a, 1 985b ; Ramirez 1 986) as wel l  as adults and u niversity 

students (e .g . ,  Nai man et al. 1 978 ; Bialystock 1 979 ; Rubin 1 98 1 ; Huang and van 

Naerssen 1 985 ; Pol itzer and McGroarty 1 985 ; Eh rman and Oxford 1 989) .  

The O'Malley e t  a l .  (1 985a) research revealed that by  secondary school age 

stude nts have much g reater scope for metacogn it ive strategy use. lt is  possible 

that strateg ies may vary s imply as a fu nct ion of age.  In  Eh rman and Oxfo rd's 

( 1 989) study thei r subjects were adu lt learners who seem ed to use more 

sophist icated strategies than did younger learners i n  othe r studies. Howeve r, as 

Eh rman and Oxford note , si nce the adu lt learners were learn ing languages fo r 

i m m ediate career  purposes ,  motivational orie ntatio n  may have bee n a g reater 

factor i nf lue nci ng strategy choice than age .  To date,  the n ,  studies deali ng with 

students learn i ng languages at differe nt ages do not al low us to d raw conclusions 

about the effect of  age on  the choice of  languag e  learn ing strategies .  

2.5.6 Gender 

Women are 'better' language learners than men accordi ng to language learni ng 

fo lklore. However, possib le gender differences i n  strategy use by language 

learners have received relatively scant attentio n .  Four studies to date have 

addressed th is question .  

Pol itzer ( 1 983) , i n  h i s  question naire-based study of the language learn ing 

behaviours of u nderg raduate language students (detai led i n  section  2 .5 .2) ,  found 

statist ical ly sig nificant gender d ifferences on h is  i nteraction  behaviour  scale (p < 



33 

.05) .  Po litzer does not attempt to explain the  sig nificant gender diffe rences, and 

attaches re latively litt le i m portance to the  f indings re lated to g e nder differences:  

Even with in  simi lar overal l  contexts, some lang uage learning 
behaviours vary sig n ificantly according to language and level (variance 
due to the  sex of the learner seems relatively minor, but does exist 
with regard to such variables as social interaction) .  (Po litzer 1 983:62) 

Ehrman and Oxford ( 1 989) using the  S I LL self-report survey with 're latively 

sophisticated' adu lt fore ign language learners (N=78) found stro ng support for the 

hypothesis that women report g reate r strategy use than men .  The wo men 

reported sig n ificantly g reater use than men i n  four categories :  general study 

strategies,  functional practice strateg ies ,  strateg ies i nvolvi ng searching fo r and 

commun icat ing mean ing (such as g uessing when complete i nformation is not 

avai lab le ,  fi ndi ng alternative ways to express meani ng) ,  and self management 

strategies (such as e ncouraging oneself ,  considering one's own progress) . 

The Oxford and Nyikos study ( 1 989) described i n  section  2 .5 .3  revealed that 

women used languag e  learning st rateg ies significantly more ofte n than men i n  

three of five possib le strategy facto rs :  formal ru le-re lated practice strategies (such 

as analysi ng wo rds,  f inding si mi larities between languages,  g enerati ng and 

revising ru les) , general study strateg ies (such al l-purpose techniques as studying 

hard , i gnori ng distractions ,  being prepared) and conversational/i nput el icitational 

strategies .  

In  reviewing the fi ndings of Oxfo rd and Nyikos ( 1 989) and of Ehrman and Oxford 

( 1 989 ) ,  Oxford ( 1 989a :238) suggests that the sex differences ' might have been 

associated with women's greate r social o rie ntation , stronger  ve rbal ski l ls ,  and 

greater conformity to norms, both l ingu istic and academic,  demonstrated by 

earl ier research'. 

Further  investigation i nto gender as a potential predictor of strategy use is 

requ i red  si nce most of the evide nce has bee n gathered usi ng the S ILL 

instrum e nt.  No studies have investigated gender differences using the 
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m etacogn itive , cog n itive , socio-affective model .  As Oxford ,  Nyikos and Ehrman 

(1 988 :327) note : 

I nstru m e nts should clearly examine . . .  other ki nds of strateg ies ,  such 
as cognit ive , metacog nitive and compe nsatory . 

2.5.7 Language Learning Experience 

Anecdotal evidence suggests that once a person has studied several languages, 

the process of language learning becomes easier. This expectat ion is  based upon 

the hypothes is that when adu lts learn a new language they 'wi l l  approach tasks 

with the strateg ies and behaviour that they co nsider productive , and these 

strategies wi l l  be drawn from past experie nce' (Ramsay 1 980 :90) .  One re latively 

u nexplored approach to strategy use by language learne rs is to i nvestigate 

whether lang uage learn ing experience has an effect on the strategies learners 

use.  

A n u mber of studies i n  the fi e ld of cog nitive psychology (Ramsay 1 980 ; Nation 

and Mclaug h l i n  1 986 ; Nayak et al. 1 990) have explored the strateg ies used by 

'expert' as opposed to 'novice' languag e  learners.  The findi ngs of these studies,  

however, are not appl icable to the cu rrent study in that the novice learners were 

monol ingual  subjects and the expert learners were b i l i ngual or  mu lt i l i ngual 

subjects. The expert learners had been raised in  b i l ingual  or  mu lti l i ngual 

e nvironments and possessed an advanced , native-l ike leve l of proficie ncy .  

Other research i n  the field of  cog n itive psycho logy has estab l ished that the 

amou nt of knowledge possessed by the learne r  has a substantial i mpact o n  the 

learn ing p rocess (e .g . ,  Chi, G lase r and Rees 1 982). In additio n ,  i ndividuals who 

know a g reat deal about someth ing encode new materia l  re lated to that 

knowledge i n  a different way to that of i ndividuals who know l i tt le about the topic 

(e .g . ,  Chi et al . 1 982 ; Anderso n 1 983, 1 985). A perti nent quest ion for the cu rrent 

study is whether students who are al ready experienced in fore ig n language 

learn ing e m p loy different strategies to those used by students who are embarki ng 

on  fore ig n language learni ng for the fi rst t ime.  
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The s ing le piece of publ ished research which s heds some light on this question 

comes from the longitudi nal study of C hamot and KOpper ( 1 989) . In a brief 

discussion of the study O'Mal ley and Chamot ( 1 990) reported that novice fore ign 

languag e  learners someti mes panicked when they realized that they lacked 

procedu ral ski l ls for so lving language problems.  Expert learners ,  who had already 

studied another  foreign language ,  approached new language tasks calm ly and 

we re able to deploy procedu ral ski l ls  developed in other language learning 

situ ations. 

2.5.8 Prior Experience in the Target Language 

When learners en rol  in a foreig n languag e  cou rse they may d iffer  in  terms of 

whether they h ave already had some experie nce in learni ng  the TL. Some 

learners may have already spe nt t ime in the host count ry , others may have 

studied the language at schoo l ,  throug h n ight classes, or th rough contact with 

native speakers. Research efforts have not bee n  explicitly di rected towards 

exploring whether the presence or abse nce of prior experie nce in the TL 

i nflue nces strategy choice. Re lated to th is  question is the effect of leve l of study 

on strategy choice as discussed in sect ion 2 .5.3 .  

2.5.9 Motivation 

There is sti l l  no c lear u nderstanding of  the ro le of motivat ion i n  strategy choice 

in spite of the importance attached to motivation in language learning as reflected 

i n  Gardner's ( 1 985:56) statement: 

Attitudes and motivation are important because they dete rmi ne the 
extent to which i ndividuals wi l l  active ly involve themselves in learni ng 
the language . . .  The prime determ i n ing factor is motivation .  

O'Malley and  C hamot ( 1 990 : 1 60) also ascribe g reat impo rtance to  motivation i n  

language learn ing :  

Motivat ion is probably the most i mportant characterist ic that students 
bri ng to a learn ing task. Motivatio n ,  or the wi l l  to learn , can be 
considered a component of m etacog nition insofar as it p lays a self­
regu latory ro le in learning (Jones et a l .  1 987) . Students who have 
expe rienced success i n  learn ing  have deve loped co nfidence i n  their  
own abi l ity to learn. They are therefo re l ike ly to approach new learn ing 
tasks with a higher deg ree of motivation  than students who,  because 
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Most of the research and debate su rrounding m otivatio n  and language learn i ng 

strategies relates to the i mportance of motivatio n  i n  strategy i nstructio n .  For 

e xample , an ESL trai ni ng study (O'Mal ley et a l .  1 985b) clearly showed the 

i mportance of motivat ion i n  learn i ng strategy instruction .  Since the wi l l  to learn 

appears to be essential for deve loping the ski l l  to learn (Paris  1 988) , the 

researchers concluded that the success of learni ng strategy i nstructio n  is  

dependent on ,  among other factors, the abi l ity to  provide a motivational  

framework that can convi nce students of the value o f  learni ng strategies.  Whi le 

research i nto the effectiveness of strategy inst ruction has very obvious 

importance , i t  is beyo nd the scope of  the present study. The ro le of motivatio n  

wi l l  be exp lored i n  re latio n  t o  choice o f  lang uage learning strategies ,  rather than 

in  relat ion to the success of strategy train ing prog rams. 

Motivat ion is a ve ry broad concept. A usefu l d isti nct ion can be drawn between the 

leve l or i ntensity of motivation and m otivatio nal o rientation , as these co ncepts 

re late to strategy choice. 

In the publ ished research to date ,  two studies have examined the ro le of ' 
motivatio nal level o n  strategy choice. Bialystock and Froh lich ( 1 978) conducted 

a study of the strategy use of 1 57 hig h school  stude nts learni ng Fre nch as a 

seco nd lang uage .  Four factors we re exami ned for their effects o n  the various 

types of language achievement. The fou r  factors were aptitude , fie ld 

i ndependence, attitude and strategy use. Four tests measuri ng ach ievement were 

used and described as formal/oral ,  formal/written ,  functional/ora l ,  and 

functional/written .  Attitude and motivation we re assessed us ing an abbreviated 

fo rm of a test u sed i n  Gardner and Lambert's early studies. The test yie lds three 

scores relatin g  to i nteg rative orientation ,  motivational i ntensity and evaluation of 

the learni ng  situation .  Using mu lt ip le reg ression analysis the results showed that 

the learne rs' attitude was highly i nf lue ntial in  the choice of lang uage learn ing 
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strateg ies .  Bialystock ( 1 979 :392) prese nts the find ings in a l ater  discussion as 

fol lows : 

the use of these strategies is re lated pri mari ly to the attitude of the 
language learner and unre lated to h is  language learn ing aptitude. Thus 
it i s  those learners who are particularly motivated to master the 
language who engage i n  these strateg ies.  

I n  Oxford and Nyikos' ( 1 989) study (detai led i n  section 2 .5 .3 ) ,  it was found that 

of al l  t he  variables they measured (such as proficie ncy rati ng , gender, years of 

study) the deg ree of expressed motivation  to learn the language was the most 

powerfu l i nf luence on strategy choice. Motivation had sig n ificant effects on  the 

te ndency of students to use (or not use) strategies in fou r  of  the five factors : 

formal ru le-related practice strateg ies ,  functional practice strategies, general study 

strateg ies ,  and conversational i nput el icitat ion strateg ies .  The more motivated 

students used these four  ki nds of learn ing strategies more often than did less 

motivated students. 

One d ifficu lty with the Oxford and Nyikos study is that an o perational defi nit ion 

of  motivat ion is not g iven ,  neither  is there any i ndication of how motivation was 

measu red. Only a very general description of the backg rou nd questio nnaire is 

g ive n :  

I n  addit ion to the S I LL, we also admin istered a backg rou nd 
questionnaire cove ring sex ,  years of foreig n lang uag e  study, e lective 
vs. requ i red cou rse status, self-perception of p roficiency and 
motivatio n ,  and other topics. (Oxford and Nyikos 1 989 :293) 

Whi le  the operationalizations of some of the variables ,  such as gender, are fai rly 

o bvious ,  in the case of self-perception of proficiency and motivat ion ,  th is is not 

the  case . Were students si mply asked 'How motivated are you'? The lack of 

u nambiguous defi nitions and clear operationalizations  of a variable such as 

m otivat ion is a major weakness of this study. 

The effects of motivational o rientation ( instrumental vs. i nteg rative) on  reported 

strategy have not been an explicit focus for research , though the study of Ehrman 
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and Oxford ( 1 989) ,  described in  section  2 .5 .2 ,  p rovides some i nsig hts. Ehrman 

and Oxford fou nd much more frequent use of fu nctional practice strategies • 

among adu lt language learne rs who were learni ng foreign languages for career 

reasons. These learners , who had an instru mental motivat ion to learn a fo reig n 

languag e ,  employed language use strateg ies such as seeking out native 

speakers to talk to, reading authentic texts and i n it iat ing conversations in the new 

language .  One difficulty with the E h rman and Oxford study is that motivational 

o rientation  is i nferred from the career  of the su bjects and so the fo l lowi ng 

connections  are made : 

the professional language trai ners may have both i ntegrative and 
i nstrume ntal drives fo r learni ng  (and teach ing)  languages . . .  Fo r 
students who are government employees, the motivatio n  for learn i ng 
the other languag e  is l ikely to be i nstru mental in  nature ;  for the i r  
spouses, i t  may be either i nstru mental o r  i nteg rative .  (Ehrman and 
Oxfo rd 1 989 :9) 

Motivational o rientation , then ,  is not measured but is infe rred from the career  of 

the subjects. This is a crude measure of a co mplex co nstruct and is a major 

l i mitat ion of Ehrman and Oxford's exploration  of the effect of motivational 

orientat ion on strategy use.  

2.5 .10  Proficiency 

The impetus for research into languag e  learn ing strateg ies came from a desire 

to f ind out about the particu lar strateg ies used by 'good' , or 'successful '  lang uage 

learners .  Subsequently there were fu rthe r  atte m pts to correlate the use of 

particu lar strateg ies with learn ing effective ness, or proficiency. The resu lts of 

these studies suggest that more proficient learners use a wider range of 

strateg ies ,  but that the relationship betwee n  strategy use and proficiency is 

complex (Oxford and Crookal l  1 989). A represe ntative sample of studies which 

have investigated the relationship betwee n proficie ncy and strategy use wi l l  be 

presented in this section .  

Bialystock ( 1 979) developed a fou r-part model  of  learni ng behaviours comprising 

i nferenci ng ,  monitori ng ,  formal practice and fu nctional practice. The effects of 
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these fou r categories of strategy use on proficie ncy were exami ned in a study of 

high schoo l  students learn ing French .  She fou nd that fu nctional practice , which 

occu rs when  learners increase the i r  opportunit ies to use the language fo r 

com mun ication (by goi ng to the movies, readi ng books o r  talki ng to native 

speakers ,  fo r example) had a st ro nger  corre lation with ach ievement than any 

other strategy and promoted ach ieve ment in both oral and writte n tasks. 

Huang and van Naerssen ( 1 987) com pared the strategies used by successful  

Chinese EFL learners ('success' was defined i n  terms of o ral commu nicative 

abi l i t ies) and less successfu l Chi nese EFL learners .  The subjects for the study 

we re the top and bottom thirds in a g roup of 60 g raduat ing students from the 

Guangzhou Foreig n  Languages I nstitute . Strategy data were co l lected by means 

of a quest ionnai re on learner strategies,  and an in -depth interview. The strategies 

they g athe red data on were re lated to the Rubin/Stern inve ntories (Rubin 1 975;  

Stern 1 975) : formal practice, fu nctional practice and monitori ng .  These strateg ies 

had been fou nd to be important i n  Bialystock's ( 1 979) study. After Bialystock 

( 1 979 ) ,  the questionnai re emphasised strategy use outside any classroom tuiti on ,  

that is ,  opportu niti es fo r language use which the  learners themselves chose. A 

s imi lar  condition  is  included i n  the present study i n  order to e nsure that the 

tech niques were the ones the learners chose to use. 

In  a comparison of h igh and low proficiency g roups, no sig n ificant diffe rences 

were fou nd for the use of fo rmal practice and monitori ng .  Howeve r h igh- · 

profici en cy stude nts reported g reater use of fu nctional practice strategies,  and the 

differen ce between the two g roups was sig n ificant (at the 0.05 leve l ) .  The fi ndings 

of H uang and van Naerssen ( 1 987) corroborated the research reported by 

Bialystock ( 1 979) that more successfu l students employed fu nctional practice 

strateg ies s ign i ficantly more often than less successfu l ones. Skehan ( 1 989) ,  

however, suggests that some caution is requi red when i nterpret ing the resu lts of 

the H uang and van Naerssen study. First ly, si nce the subjects were graduates 

of a Foreig n Languages Institute , one wou ld expect that they we re already 

talented languag e  learners.  Generalizat ion to other g roups is therefore 
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hazardous, 'since the l i nguistic accompl ishments of the low g roup  m ight wel l  be 

the envy of most people' (Skehan 1 989:92) .  This note of caution cou ld also be 

appl ied to the present study in that university students must possess a good deal 

of educational expertise and abi lity in o rder to reach the tertiary level of study. 

A more important issue ,  re lating to al l  the  studies to date which have exami ned 

the effect of p roficiency on strategy use, concerns causality. G reater strategy use 

might lead some stude nts to h igher levels of performance.  Equal ly ,  h igher 

performance might faci l itate the use of more strategies (Ske han 1 989) .  One 

aspect of the Huang and Van Naerssen  research lends some support to the 

proficiency-causes-strategies explanatio n ,  when they report that :  

althoug h certai n unsuccessfu l students . . .  attempted to adopt the . . .  
tech niques used by their more successfu l pee rs ,  they found that those 
techniques were not very helpfu l i n  their  cases. (Huang and van 
Naerssen 1 987 :293) 

A recent study into the effect of proficiency on strategy choice was carried out by 

Chamot and Kupper ( 1 989). The subjects for th is study were h igh  school students 

of Russian and Spanish (N=67) . The descriptive and longitud inal phases of the 

study exami ned the strategy use of i neffective versus effective learners. In  the 

descriptive study teachers identified 'effective' ,  'average' ,  and ' ineffective' learners. 

Students retrospectively reported the i r  strategy use throug h g roup inte rviews. 

Analysis of the verbal reports revealed that students at a l l  abi l ity leve ls used 

strategies and were able to talk about them.  However, more effective students 

used learn ing  strategies more often ,  and had a wider repertoi re of learni ng 

strategies,  than did less effective stude nts. 

The longitudi nal phase of the study was conducted with a sample of the same 

students who had participated in the descri ptive study, with average students 

excluded. Learners thought aloud whi le working through  typical language 

activit ies. In general ,  more effective students used a greater variety of strateg ies, 

and used them in  ways that helped with the successfu l com pletion of the task. 

Converse ly ,  i neffective students used fewer strategies, and also frequently used 
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strateg ies that were i nappropriate to the task. Qualitative analysis of strategy use 

revealed that effective students were more purposeful i n  thei r approach to a task 

than i neffective students. I n  additio n ,  they mon itored the i r  com prehension  and 

productio n  for overal l meaningfu lness rather  than for individual components, and 

effectively used prior  general knowledge as wel l  as their  l ingu istic knowledge 

whi le worki ng on a task. 

2.6 C ONCLUSION 

I nvestigations i nto the strategies  used by lang uag e  learners we re origi nal ly 

motivated by a desi re to iso late the characte ristics of successfu l learners. With 

the g rowing recognition that strategy use was a complex phenomenon varyi ng 

acco rding to factors such as task, level of study and the ethnicity of learners ,  

more recent research has soug ht to identify the inf lue nces on language learners' 

choice of strateg ies.  A nu mber of fi nd ings from such studies have bee n presented 

i n  th is chapter. 

In some cases,  for example with regard to proficie ncy , there appears to be 

evidence for quite a strong re lat ionship betwee n  effectiveness in language 

learning and strategy choice. S im i larly, the research suggests that the leve l of 

language study affects the strategies learne rs use, with g reater strategy use 

being associated with more advanced leve ls of languag e  study. The cu rrent study 

i nvestigates whether the obse rved diffe re nces in strategy use with regard to 

proficiency and leve l of study are co nsistent in the context of fo reig n lang uage 

underg raduate students studyi ng i n  a dual-mode setti ng .  

I n  other  cases, as with regard to gender, the research is suggestive that 

differences exist i n  strategy use by men  and women , but questions remain as to 

whether  the observed sex diffe rences are consistent over further studies. 

Research on the re lationship between motivation and strategy use also fal ls i nto 

th is category where ,  as O'Mal ley and Chamot ( 1 990 :224) argue ,  'the i nfluence of 

motivat ion on strategy use needs to be analysed i n  g reater detai l in both theory 

and research'. 
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With regard to the i nf luence of the TL and the age of learne rs on strategy use,  

a widen i ng of the research focus is requ i red. Research i nto the ro le  played by the 

TL in strategy choice by languag e  learne rs has,  to date, bee n confi ned to 

situations  i nvolvi ng  l ndo-European Tls. The current study extends the scope of 

previous studi es to i nclude a comparison of the strateg ies used by learners of 

Asian lang uages (Japanese, Chi nese) and of l ndo-European languages (Fre nch , 

German) .  I n  response to a cal l  by Skehan ( 1 989 : 1 48) the cu rre nt study makes 

an o rdered comparison of the strategies used by different age-g roups. Data on 

strategy  use is  co l lected from learners who vary in  age fro m  late teens to 

advanced adu lthood ,  thus syste matical ly coveri ng an age range of al most five 

decades.  

Then there are a nu mber of  unexplored variables which wi l l  be i nvestigated i n  the 

cu rre nt study and these inc lude lang uage learn ing experience,  prior  experience 

i n  learn ing the TL, language use opportunit ies and mode of study. Whi le 

anecdotal evidence wou ld suggest that learn ing addit ional languages becomes 

increasing ly easy, there is little evidence to support this c lai m ,  and we do not 

know whether the learn ing of other languages has an effect on the strateg ies 

appl ied to the task of learni ng the new TL. I n  addition ,  we do not know whether 

prio r  experience i n  learn ing the TL, as, for example , in the host cou ntry ,  affects 

st rategy use i n  a classroom o r  distance learn ing envi ron me nt.  Final ly, whi le 

research has revealed the i mportance of functional practice o utside fo rmal 

classroom requ i rements for lang uage learn ing (Bialystock, 1 979 ; Huang and van 

N ae rssen ,  1 987), it is not as yet clear whether opportu nit ies to use the TL, 

beyond those provided by the cou rse , have an effect on the ki nds of strateg ies 

students choose to use. The need for research into the i nf luence of sett ing on 

strategy use,  i n  particular the i nfluence of non-classroom e nvi ronments on 

strategy use ,  is wel l-establ ished i n  the l ite rature (Stern 1 983 ; Skehan 1 989 ; 

O'Malley and Chamot 1 990) , as discussed i n  Chapter 1 .  

The mai n research question of th is study is  concerned with the i nflue nce of mode 

of  study, that is, the presence or absence of a classroom learn ing e nviro nment ,  
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on strategy choice by underg raduate fore ign language learners.  The role of mode 

of study in determi n ing strategy use , re lative to the ro le of other  aspects of the 

language learni ng context (the  TL, level of  study, and language use opportun it ies) 

is  examined.  I n  addition ,  the study explores the contribution made by learner  

characteristics (age ,  gender, languag e  learn i ng experience , p rio r  contact with the  

TL ,  motivat ion and proficiency) i n  determin ing the st rategies learners employ to  

develop TL competence . 

I n  the research publ ished to date generally only one  o r  two factors have bee n 

e xami ned for the i r  i nflue nce o n  strategy use. I n  such studies it is  on ly possib le 

to gauge the re lative importance of, say ,  level  of learning as opposed to g ender 

d i ffe rences, with other  possib ly critical variab les such as proficiency be i ng absent 

f ro m  the equat ion .  Thus  it has not been possib le to measu re the re lative 

sig n ificance of a number of key variables. Larsen-Freeman and Lo ng ( 1 99 1 ) 

argue for the need for more complex research designs rather  than 'simple 

correlations between a si ng le i ndividual variable and learner performance' ,  which , 

i n  the case of strategy research , has bee n  reported strategy use. The cu rrent 

study acknowledges that lang uage learn ing is a complex p rocess and seeks to 

exami ne the relationsh ip between strategy use and both learne r  characteristics 

and aspects of the language learn ing  co ntext .  

I n  short ,  th is  study seeks to identify the factors which exert a strong i nfluence on 

strategy choice , those which exert a lesser i nflue nce , and those which do not 

appear to be  i mportant. lt also attempts to address the question of the ro le of 

mode of study re lative to other  variables, i n  determin ing the strategies used by 

fo reign languag e  learners .  Once a set of key variables which are associated with 

strategy choice has bee n  identif ied, a fu rther quest ion arises : are the two g roups 

of learne rs (classroom and distance) homogeneous in the extent to which the key 

variables h ave an effect on the i r  strategy choice? I n  other  words, does mode of 

study i nte ract with other key variables to i nf luence the strategy choice of 

language learners? This aspect of the p roblem is a further  way of examin ing the 
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i nf luence of the learn ing e nvi ronment on the operat ions that learners use i n  

accompl ish ing language tasks. 
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3. METHODOLOGY 

This chapte r describes the m ethods employed to i nvestigate i nf lue nces on the 

choice of language learni ng st rategies by u nderg raduate fore ign language 

learners.  The early part of the chapter describes the population  and subjects fo r 

the  study as wel l  as the variables and research questions (sect ions 3 . 1 -3. 3) . The 

midd le  part is  devoted to a d iscussion  of i nstru me ntation ,  i nstructions and 

procedures,  and methods used for processi ng the data (sections  3 .4-3 .6) .  A 

crit ical evaluat ion of the validity and rel iabi l ity of the study tog ether with its 

l im itat ions co mprise the f inal sections of the chapter. 

3.1 POPU LATION AND SETTI NG 

The setti ng for the study is Massey U niversity , a 'dual-mode' i nstitut ion offeri ng 

courses of study through an inte rnal prog ramm e  where tu it ion  takes place 

th rough reg u lar classroom contact and also , si nce the 1 960s,  throug h an 

e xtramural programme fo r people who wish to pu rsue u n ive rs ity study 'at a 

d istance' . For the latter g roup tuit ion takes place large ly th roug h the study 

m aterials despatched to learners (workbooks , study guides,  taped material)  and 

th rough reg ular assign ments. Four fo re ign languages are taught through the dual­

mode syste m :  French , German, Japanese and Chi nese. 

There is  a very close co rrespondence between the c lassroo m programme of 

foreign language study and the distance programme.  Fo r example ,  the materials 

for classroom and distance fo reig n language learners are identical apart from the 

taped material which , i n  some courses, i s  suppl ied on ly to d istance learners.  In 

addition ,  the course requirements in terms of assignments ,  examinations and 

assessment are the same whichever mode of study is  fo l lowed. 

Distance language learners have some opportu n it ies for classroom learn ing  but 

these are very l i mited. Once a year they may attend on-campus vacat ion courses 
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usual ly lasti ng fro m  three to five days . I n  the  case of 1 00-leve l learne rs these are 

voluntary but fo r the h igher leve ls ,  com pu lsory. 

Classroom learners tend to be school leavers in the i r  late teens who usual ly 

pursue ful l-ti m e  study. Distance learners tend to be more matu re i n  age ,  mostly 

in the 20-40 year age g roup, and usual ly p u rsue part-time prog ram mes due to 

family or work com mitments. 

The isolat ion of distance learners has a lways been a conce rn and a range of 

support networks is avai lable i nclud ing reg ional  co-ordinators, the E xtramural 

Students Society , newsletters and the provision of reg u lar opportunit ies to 

telephone cou rse control lers. 

3.2 SUBJ ECTS 

Much of the research i nto strategy use by language learne rs has drawn on 

re latively smal l  samples of  learners (Pol itze r 1 983, N=37;  Po litze r and McG roarty 

1 985, N=90;  O'Mal ley et al .  1 985a, N=70 ; H uang and van Naersse n 1 987, N=37) , 

with the notable  exception of the work of Oxford and Nyikos ( 1 989) whose work 

on variables affecting strategy use was based on a 1 ,200-person un iversity 

sample. Given the hig h ly i ndividual ised n ature of strategy use (Carre l l  1 989) , it 

is desirable  to gain  access to a re latively large number of subjects particu larly 

when i nvest igat ing the effect of a numbe r  of variables on reported st rategy use. 

3.2.1 Selectio n  

The subjects fo r this study were foreig n  languag e  learners at Massey U niversity , 

studying Fre nch ,  German , Japanese or  C hi nese .  

Each year approxi mately 600 stude nts e nrol as either c lassroom or distance 

learners i n  foreig n language courses.  There is a sig nificant attrition rate for 

distance language learners ,  particu larly at the 1 00-leve l ,  that i s ,  among fi rst year 

students. Th is  can be large ly attributed to the demands of langu ag e  learning in  

terms of  constant practice and the need to avoid fal l ing beh ind with assig n ments. 
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The attrition  rate is hig hest in  the fi rst half of the year. I n  selecting subjects fo r 

th is study it was i mportant to wait u nt i l  at least three months of the academic year 

had e lapsed when one cou ld more safe ly assume that the majority of learners 

participati ng i n  the  study were l ike ly to be conti nu ing students. 

The study took p lace with an intact g roup,  and the mode of se lection was by 

vo lu ntary participation .  Two procedures were used to co l lect data and the size of 

sample varied according to the procedure.  In the case of the questionnai re 

procedure al l  c lassroom and distance learners were i nvited to participate i n  the 

study. Fo r the verbal report procedure 200- level (second year) learners of French 

and Japanese served as subjects .  The ve rbal report g roup (N=37) was a 

subgroup of the questionnai re g roup (N=41 7) and co ntai ned both classroom and 

d istance learners.  Participation  in  the verbal report procedure was enti re ly 

voluntary. Learners who expressed re luctance to take part, often due to a 

p rofessed lack of confidence in  their  'study habits' , were not included in  the study . 

Personal characteristics of the verbal report subjects ,  such as age and ge nder, 

were not co l lected , but the mode of study and TL of each subject was recorded. 

More detai led biog raphical data was required of the questio nnai re subjects in 

o rder  to i nvest igate the inf luence of a wider range of variables on strategy use. 

H ence i nfo rmation was e licited about a number of learne r  characteristics, 

i ncluding age ,  gender, motivation and prior experience in learn ing the TL. 

I nformat ion re lati ng to the context of learn ing was also requested. Th is m eant 

aski ng learners about any opportunities they had to practise the TL beyond those 

provided by the course. Detai ls  of the mode ,  leve l of study and TL were inserted 

for each subject once the questionnaire was completed . 

The fo l lowing sect ion out l ines the characteristics of the quest ion naire subjects 

and of the verbal report subjects. 
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Fou r  hundred and seventeen u nderg raduate learners (284 women ,  1 33 men) 

e n ro l led  in fore ign language cou rses  at Massey U nive rsity were the subjects of 

the quest ionnaire study. Learne rs were enrol led to pursue fore ign  language 

cou rses th rough the classroom mode of study (N=1 43) o r  t h roug h the distance 

mode (N=274) . 
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Figure 3. 1 

As shown i n  Figu re 3. 1 the majority of distance languag e  learners were 

d ist ributed very even ly through the  2 1 -30 , 31 -40 and 4 1 -50 age g roups whi le 

c lassroom learne rs were most ly in the under  21 category .  
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The d istribution  of learners acco rding to level of study, mode of study and TL is 

prese nted in Figu re 3 .2 .  

Distribution of Su bjects by TL a nd Level of Stu dy 
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Figure 3.2 

The figure shows learners of Japanese formed the largest TL g roup .  Chi nese was 

n ot offered as a 300-leve l course throug h the  distance mode fo r the academic 

year i n  which the study took p lace . This is reflected in Figu re 3 .2 .  lt is also 

evident that the  hig hest leve l of enro lments in foreig n language pape rs occu rs at 

the  1 00-level of study. 
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I n  the questionnai re sample 68.3% of learners had had experie nce i n  learni ng a 

language other  than the TL currently u nder study. Fig u re 3 .3  shows that 

experience i n  learn ing  another languag e  or languages was g reatest for learners 

of Chinese and Japanese, and least fo r learners of German and French . 
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As far as  leve l o f  study and  experi ence i n  learn ing other  languages is concerned ,  

Figu re 3 .4  c learly i ndicates that among learners who had prog ressed i n  the ir  

languag e  studies to the 200-leve l  and the 300-leve l ,  an increasing pro po rt ion of 

them had had some experience in learning other languages. 
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Learners were also asked whether they had had prior experience in learni ng the 

TL before enro l l ing at U nive rsity. Taki ng the sample as a whole 69 . 1 %  of learners 

i ndicated they had had such experience. For those who had had such prior 

experience the majority i ndicated th is was at school whi le for the next largest 

g roup th is was i n  'other' ci rcu mstances (e .g . ,  th rough eve ning classes, at 

Polytech n ic courses) . Overal l ,  distance learne rs tended to have had less 

experience of learni ng the language at school and more of learn ing it in the host 

country or  i n  other ci rcu mstances (see Figu re 3 .5) .  
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The most freque ntly i ndicated lengths of ti m e  of prior learn i ng of the language 

were less than one year (most notably for learners of Japanese) and over a 

period of five years (most subjects i n  th is  category were learn ing  Fre nch or 

German).  



53 

Verbal Report Study 

The verbal report study was desig ned to provide converge nt data relevant to 

quest ions about the i nflu ence of mode of study and the TL on strategy choice . 

Verbal report subjects were both classroom learners and distance learners d rawn 

from 200-level Fre nch and Japanese cou rses. Table 3 . 1  presents the distri but ion 

of the verbal report subjects i n  terms of TL and mode of study. 

Table 3 . 1  
Dist ribut ion of Ve rbal Repo rt Subjects 

French 

Japanese 

Classroom Mode 

4 

5 

Distance Mode 

1 5  

1 3  

Further backg round i nformation on  the verbal repo rt subjects such as age ,  gender 

or  languag e  learn ing e xperience was not quantified. Possib le effects of  the 

uneven dist ribut ion of the  verbal report subjects accordi ng to mode of study wi l l 

be discussed late r in th is  chapter and in Chapte r 5 .  The fol lowi ng section outl ines 

the research desig n of the study. 

3.3 THE R ESEARCH DESIGN 

3.3.1 Variables 

The prese nt study co mpares the i nf luence of a number of variables on the 

metacogn itive , cog nitive,  social and affective st rategy use of c lassroom and 

distance language learners.  Potential i nf luences o n  strategy use were seen to be 

derived from the learn ing context (such as mode of study and TL) and from 

particu lar characteristics of learners (such as age ,  gender and language learni ng 

experience) .  



The variab les ,  i ncluded i n  the curre nt study,  are set out below: 

Strategy Use Variables 

Metacog nitive Strategy Use 

Cog nitive Strategy Use 

Social Strategy Use 

Affective Strategy Use 

Learn ing Context Variables 

Mode of Study 

Target Language 

Leve l of Study 

Language Use Opportu nities 

Learner  Characteristic Vari ables 

Age 

Gender  

Language Learn ing Experience 

P rio r  Experience in Learning the TL 

Motivation  

P roficiency 
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Operatio nal defin it ions  for the variables in  the study and the scales used to 

measu re these variables are now discussed. 
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Strategy Use Variables 

Strategy use was operationalised throug h the model  of metacog nit ive, cogn itive 

and socio-affective strategy use derived from Brown and Pal i ncsar ( 1 982) and 

deve loped by, among othe rs , O'Mal ley et al . (1 985a) , O'Mal ley et al. ( 1 985b) , 

O'Malley et a l .  ( 1 989) ,  Chamot and KUppe r ( 1 989) .  The re were two mai n reasons 

why th is  model was chosen fo r the cu rrent study. 

F i rstly , the scheme has a strong foundation  in g eneral learning theories ,  

particularly in  terms of the role of  metacog nition  in  learn ing.  Secondly ,  the ge neric  

categories fit wel l to quest ions about diffe rential strategy use by classroom and 

distance learners.  For example , it is  possib le that the absence of classroom 

inst ruction  to guide distance learners i n  plan n i ng , monito ring and evaluat ing 

learni ng i nf luences the patterns of metacogn itive strategy use by distance 

language learners.  In addition ,  one cou ld also expect that si nce d istance learne rs 

general ly study on the i r  own , the ir  opportu nit ies to use social strategies are very 

much less than those available to classroom learn e rs. 

Part icu lar types of strategy use with in th is  generic  c lassificat ion were defi ned and 

identified fol lowing the strategy descri ptions that appear in the l ite rature (Chamot 

1 987; Chamot et al .  1 988a, 1 988b ; E l l is  and S inclai r 1 989 ; O'Mal ley and Chamot 

1 990;  Oxford 1 990).  However there were a number  of difficu lt ies i n  re lation to the 

classificat ion of strategies which needed to be resolved ,  and these are detai led 

be low. 

One source of confusio n encountered in the early stages of the present study 

was the categorisat ion of advance preparat ion as a metacognit ive strategy 

(O'Mal ley et al. 1 985a) and of rehearsal as a cog nitive strategy (Chamot et al. 

1 987).  The confusion  arose because the operational defi n itions for these two 

strateg ies appear to be almost identical , with both referri ng to the rehearsing of 

l inguist ic components for an upcoming task. lt appears that strategy 

reclassification took place after 1 985 and that the general conse nsus was that 

rehearsing language for an upcoming task is  a cognit ive strategy .  I n  th is study 
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rehearsal is  considered to be a cog n itive strategy i n  that it i nvo lves engaging with 

the TL to p repare for a particu lar task. 

One further  i nstance of c lassificat ion difficu lties arose in  re lat ion to revision .  No 

refere nce is made in any of the O'Mal ley studi es to revision (or reviewing) as a 

strategy  used by language learners.  Revision ,  o r  the system atic reviewi ng of TL 

material i n  order to aid long-term retention , is classified by El l is and Si nclai r  

( 1 989 : 1 52) as a metacognitive strategy and by Oxford ( 1 990 : 1 7) as a memory 

strategy be long ing to the group of di rect strategies. I n  the p resent study the use 

of revis ion as a strategy for languag e  learn i ng was investigated si nce syste matic 

reviewi ng of language items is critical for the rete ntion of the TL. Revision was 

classified as a metacognitive activity i nvolvi ng p lanning fo r learn ing since , l ike 

de layed production it entai ls a conscious decision to focus o n  the TL i n  orde r to 

aid acquisition .  Of course the actual process of revision takes place through the 

use of a number of cog nitive activit ies i nvolving inte racti ng with language 

materia ls ,  but the decision to  control learn ing through p lan n ed reviewi ng is a 

metacog n itive strategy.  Revis ion can be disti ngu ished from re hearsal , i nvo lvi ng 

going over the language needed for an upcoming task, and repetitio n ,  or 

repeat ing a chunk of language in the course of performing a lang uage task. Both 

rehearsal and repetition  are cog nitive strateg ies which are used in the cou rse of 

perfo rmi ng particu lar tasks. 

Once classificat ion problems had been reso lved , Metacog nitive Strategy Use 

(MSU) was operatio nalised according to the ten items defined i n  Table 3.2. 
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Metacognitive Strategy Descriptions 
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M etacognitive Strategy Description 

Advance Organisation 

Selective Attentio n 

D i rected Attention 

Delayed Production 

Self-management 

Problem Identification 

Self-monitoring 

Self-evaluation 

P rioritising 

Revision 

Previewing the organizing concept or  principle of an 
anticipated learning task. O'Mal ley and Chamot 
( 1 990 : 1 37) 

Deciding in  advance to attend to specific aspects of input, 
often by scanning for key words ,  concepts and/or lingu istic 
markers. O'Malley and Chamot ( 1 990 : 1 1 9) 

Deciding in advance to attend in general to a learning task 
and to ignore i rrelevant distracters. O'Malley and Chamot 
( 1 990:1 37) 

Consciously deciding to postpone speaking to learn 
initially through listening comprehension. Chamot ( 1 987 : 
77) . 

Understanding the conditions that help one successful ly 
accomplish language tasks and arranging for the 
presence of those conditions. O'Malley and Chamot 
(1 990:1 1 9) 

Explicitly identifying the central point needing resolution in 
a task or identifying an aspect of the task that hinders its 
successful completion. O'Mal ley and Chamot ( 1 990 : 1 37) 

Checking one's comprehension du ring listening or reading 
or checking the accu racy and/or appropriateness of one's 
oral or  written production while it is taking place . O'M alley 
and Chamot (1 990: 1  1 9) 

Checking the outcome of o ne's own language learning 
against an internal measure of completeness and 
accuracy. O'Malley and Chamot ( 1 990: 1 37) 

Prioritising learning according to one's personal needs 
and/or wants . Ell is and Sinclair ( 1 989:1 52) 

Systematically reviewing i n  order to aid long-term 
retention.  Ellis and Sinclair (1 989 : 1  52) 

Cog nitive strategy use (CSU) was operationalised according  to the  seventeen 

items defined i n  Table 3.3. 



Table 3 .3  
Cognitive Strategy D escriptions 

Cognitive Strategy Description 
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Repetition Repeating a chunk of language (a word or phrase) in the course 
of performing a language task. O'Malley and Chamot (1 990 :1 38) 

Resou rcing Using target language reference materials such as dictionaries, 
encyclopedias, or textbooks. O'Malley and C hamot ( 1 990 :232) 

Grouping Ordering, classifying or labell ing materia l  used in a language task 
based on commo n  attributes.  O'Malley and Chamot (1 990 : 138) 

Note taking Writing down key words and concepts in abbreviated verbal, 
graphic, or numerical form to assist perfo rmance of a language 
task. O'Malley and Chamot ( 1 990 : 138) 

Deduction Consciously applying learned or self-developed rules to produce 
or understand the second language. O'Malley and Chamot 
( 1 990:1 38) 

Substitution Selecting alternative approaches, revised plans, or different 
words or phrases to accomplish a language task. O'Malley and 
Chamot ( 1 990 : 1 38) 

Imagery E laboration Using me ntal o r  actual pictures to represent informatio n.  
O'M alley and C hamot ( 1 990: 1 38) 

Visual isation Using visual stimul i  to clarify meaning . El l is and Sinclair 
( 1 989:1 54) 

World Elaboration Relating new information to prior knowledge gained from 
experience in the  wo rld .  O'Malley and C hamot ( 1 990 : 1 38) 

Between Parts Elaboration Relating parts of the task to each other. O'M alley and Chamot 
( 1 990:1 38) 

Contextual isation Placing a word or phrase in a meaningfu l language sequence. 
Chamot ( 1 987:77) 

Summarisation Making a mental or written summary of language and information 
presented in a task. O'Malley and Chamot ( 1 990 : 1 38) 

Translation- To English Using L 1 as a base for understanding L2. Ell is and Sinclair 
( 1 989 : 1 54) 

Translation- From English Using L 1 as a base for producing L2. El l is  and Sinclair 
( 1 989:1 54) 



l nferencing 

Transfer 

Rehearsal 
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Using available information to guess the meanings or  usage of 
unfamiliar language items associated with a language task. 
O'Malley and Chamot ( 1 990:1 38) 

Using previously acquired l inguistic knowledge to facil itate a 
language task .  O'Malley and Chamot ( 1 990 : 1 38) 

Rehearsing the language needed, with attention to meaning , for 
an oral or written task. O'Mal ley and Chamot ( 1 990:1 26) 

Social strategy u se (SSU)  was measu red by items based o n  the definitions in  

Table 3 .4 .  

Social Strategy 

Questioning 

Co-operatio n  

Table 3 .4 
Social Strategy Descriptions 

Definition 

Questioning for c larification ,  or  el iciting from a teacher  or peer 
additional explanation ,  rephrasing, or examples. O'M alley and 
Chamot ( 1 990 :45) 

Working together with peers to solve a problem ,  pool information, 
check a learning task, model a language activity,  or get feedback 
on oral or writte n performance . O'Malley and Chamot ( 1 990 : 1 39) 
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Affective strategy use (ASU) was measured by th ree items d rawn from the 

categories defi ned i n  Table 3 .5. 

Affective Strategy 

Self-talk 

Self-reinforcement 

Self-encouragement 

Table 3 .5 
Affective Strategy Descriptions 

Definition 

Reducing anxiety by using mental techniques that make 
one feel competent to do the learning task. O'M alley and 
Chamot ( 1 990 : 1 39) 

P roviding personal motivation by arranging rewards for 
oneself when a language learni ng activity has been 
successfully completed. O'Malley and Chamot ( 1 990 : 1 39) 

Saying or  writing positive statements to oneself in o rder to 
feel more confident in learning the new language. Oxford 
(1 990:1 43) 

The operatio nal defi n itions for strategy use provided above were used to develop 

a questionnai re to p rovide ordered categorical data on the frequency of strategy 

use by u nderg raduate fore ign language learners. Detai ls  co ncern ing the 

developme nt of the strategy use questio n nai re are prese nted i n  sectio n  3 .5 .2 .  

The remai nde r of sectio n  3 .3 . 1  conce rns the  ways of  defi n ing and m easu ri ng the 

learn ing context and learner  characte ristic variables in the study. 

Context of Learning Variables 

The variables re lating to the context of learn ing were measu red as fo l lows. Firstly , 

mode of  study was measured accordi ng to whether subjects were e n ro l led as 

classroom o r  d istance learners.  The target language was defi ned as the  language 

the learner  was studyi ng , that is either  F re nch , German, Japanese o r  Chinese. 

(The TL variable can not also exclude the effects of associated vari ables such as 

languag e  teaching m ethodology and course objectives. This  point wi l l  be pursued 

later in  the study. ) There were three categories for level of study: 1 00-leve l ,  200-

. leve l ,  300- level. I n  the case of language prog rammes i n  Fre nch and G erman 



6 1  

there were two cou rses at the 1 00-level :  o n e  fo r ze ro begi n ners o r  learners with 

some e lementary knowledge of the TL (1 OOE-Ievel ) ,  the other for learners who 

have had more extensive experience of learn ing t he  TL usual ly at school or i n  the 

host country.  Language use opportunities were m easured in  terms of whether 

subjects had oppo rtun ities to use the languag e  above and beyond those provided 

by the cou rse. 

The variables re lati ng to the context of learn i ng  were a l l  categorical variables. 

Learner Characteristic Variables 

Six variables re lat ing to learner characte ristics were used i n  the study. There 

were six categories of respo nse as a measu re for age (< 21 , 2 1 -30 , 31 -40,  41 -50 , 

5 1 -60 , >60) ,  and subjects we re asked to mark the age g roup to which they 

belonged. Subjects indicated the i r  gender by marki ng eithe r  the  category of male 

or fe male . The i ndex fo r language learning experience was whether subjects had 

learnt languages other than the i r  mother tongue(s) and the languag e  they we re 

cu rrently studyi ng .  Prior experience in learning the TL was m easu red in  terms of 

whether subjects had learnt the TL before enro l l i ng at u n iversity. Subjects were 

also asked to indicate where they had h ad th is p rior experience (schoo l ,  host 

cou ntry ,  other) .  

l t was also necessary to develop some means of measu ri ng  the motivation of 

subjects s ince it was hypothesised that this could be an i m portant variable 

inf luencing strategy use. A study was made of a n u mber of measures used to 

assess languag e  learni ng motivat ion (Gard ner and Lambert 1 972 ; Gardner, 

Lalonde and Moorcroft 1 985 ; Svanes 1 987 ;  Dornyei 1 990 ;  Oxford 1 990) and the 

operational isations of m otivation used in th is  study were adapted from earl ier 

research .  Motivation was defined accord ing to the deg re e  of  impo rtance the 

learner attaches to the fo l lowing reasons for learning  the TL: an interest in the 

languag e ,  an i nte rest in the cu lture , havi ng friends who speak the language,  a 

desi re to complete a degree,  a desire to meet more speake rs of the language ,  

e mployment and trave l .  Two further d imensions of motivatio n  were the 
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importance the i ndividual attaches to becoming proficie nt i n  the TL and to 

contin ui ng the study of  the TL. N ine quest ions were generated to tap these 

different facets of motivat ion and subjects were requi red to respond to them on  

a Likert scale o f  i mportance ( 1 -5) . 

The measu re for proficiency was the g rade for the course received by the learner 

comprising both in ternal assessment (based on course work) and external 

assessment (based on final examinat ions) of language ski l ls .  For the pu rposes 

of this study the g rades 'A' , 'B', and 'C' were used for learners who passed the 

prog ramme in descendi ng degrees of profic iency and 'D' was used for learners 

who did not pass. 

For the variables re lat ing to learner characteristics al l  the variables were 

categorical. Fo r the motivat ion variable the responses p rovided ordered 

categorical data about motivatio nal i ntensity. 

3.3.2 Research Questions 

P relim inary i nvestigation of strategy use i n  this study concerns the freque ncy with 

which strateg ies are deployed by u nderg raduate fore ign language learners. 

Answe rs to this question provide base l ine data through which ins ights may be 

gained i nto the strategy use of the sample as a who le .  

I n  sect ion 3 .3. 1 i t  was hypothesised that distance learners wou ld make g reater 

use of metacognitive strategies and less use of social strateg ies  than classroom 

learners. The pri nci pal research question for this study re lates to  the influence of 

mode of study on metacog nitive , cog nitive , social and affective strategy use. I n  

additio n ,  the role that the T L  may play i n  the strategy choice o f  language learners 

is  exami ned. Research i nto these two aspects of the prob lem is  carried out using 

convergent data obtained th rough questionnaire and verbal report procedures. 

The role  of other  variab les in strategy choice is also exami n ed .  These variables 

inc lude those which h ave a l ready been i nvest igated in the research l iteratu re 
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(namely ,  level of study,  gender, proficiency and motivation) as wel l  as a further 

set of variables,  the effect of which on strategy use has not yet been explored 

(e .g . ,  prior  TL experie nce and languag e  use opportu nities) . The re lationship 

between these variables and learners' strategy choice is  i nvest igated and is also I 

used to assess the relative i mpact of mode of study and the TL o n  strategy 

choice. 

Specifical ly , the study addresses the fo l lowi ng research questions :  

1 .  What use do u nderg raduate fore ign language learners make of the 

m etacog n itive , cogn itive , social and affective categories of strategy use? 

2 .  What is the i nf luence of  mode of study on  metacog nitive,  cog n itive , social 

and affective strategy use by u ndergraduate foreig n lang uag e  learners? 

3. Is the impact of mode of study on strategy choice further  i nf luenced by 

particu lar learner  characteristics (e .g .  age ,  gender, proficie ncy , lang uage 

learn ing experience) or  by aspects of the learn ing co ntext (e .g . level of 

study ,  TL, languag e  use opportu nities) ? 

4.  What role does the TL play i n  the strategies learne rs choose to use 

( metacognitive, cogn itive , socia l ,  affective) to improve their TL compete nce? 

5. Do aspects of the languag e  learn i ng context (namely level of study and 

languag e  use opportu nit ies) affect the metacog nitive and cog nitive 

strategies e mployed by u ndergraduate foreign languag e  learners? 

6 .  What is the i nf luence of  learner  characteristics (ag e ,  g ender, language 

learning experience, prior  expe rience i n  learn ing the TL ,  motivat ion and 

proficiency) on  metacog nitive and cognitive strategy u se? 
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In this study the questionnai re procedure is e mployed to invest igate the i nf luence 

of a range of variables re lating  to learner characteri stics and the learning context 

on  strategy choice.  The quest ionnai re data is  part icu larly suitable for the 

m u ltivariate analysis of the variables i n  the cu rre nt study (see sect ion 3.5. 1 and 

section 4 . 1  ) .  The verbal report study has a m o re l im ited focus and is  used to 

e xami ne in more detai l the re lationship betwee n  learn i ng strategy use and both 

mode of study and the TL. 

Research questions one ,  two and four  wi l l  be i nvestigated th rough the 

questionnai re and the verbal report studies,  whi le  answers to the remai n ing 

questions wi l l  be based on fi ndi ngs from the analysis of the question nai re data. 

3.4 I NSTRUMENTATION 

3 .4.1 Choice of Instrument 

In previous studies of strategy use by language learners various data col lection 

techniques have been used : quest ionnai res (Rami rez 1 986 ; Oxford et al . 1 988) , 

i nte rviews (Wenden 1 986a; Pearson 1 988) , observation of classroom behaviou r 

(Nai man et al .  1 978 ; Cohen and Aphek 1 98 1 ; Rubi n 1 98 1 ) ,  learner reports i n  

d iary form (Tyacke and Mendelsohn 1 986) , and ve rbal protoco ls (Cohen and 

Aphek 1 980,  1 981 ; Cohen and Cavalcanti 1 987,  1 990 ; Mangubhai 1 991  ). I n  

select ing appropriate data co l lection tech niques fo r the curre nt study i t  was 

important to consider the experiences of earl ier  researchers regard ing the viabi l ity 

and usefu lness of the procedures they had used to el icit strategy use data. 

One of the earl iest studies of strategy use by Naiman et al .  ( 1 978) revealed that 

it was vi rtual ly impossible to obtai n accurate i nsig hts about learners' conscious 

thought processes through conventional observations of teacher-centred 

classroom sessions .  After a number of hours of c lassroom observation Naiman 

et a l .  concluded that very few learn ing techniques were overt ly displayed i n  the 

classroom . They fe lt that on ly through interviews cou ld one have access to 

techn iques that were i nvisible to any observers - such as 'attem pti ng to answer 
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to themse lves eve ry question  asked by the teacher' Naiman et al .  ( 1 978 :68). The 

findings of subsequent studies by Rubin ( 1 981 ) and Cohen and Aphek ( 1 981 ) 

were consistent with those of Nai man et al . ,  i n  that observations of language 

classrooms we re not productive i n  reveali ng strategies used by language 

learners.  

Various i nvestigators (e.g . Rubin 1 981 ) have attempted to use diary studies 

i nvo lvi ng retrospective accounts of learn i ng experiences. There has bee n some 

success with these,  particu larly after people have received trai n i ng in the 

techniques of se lf-observation and recordi ng , but such studies requi re a deg ree 

of sophisticat ion and applicat ion on the part of the learner that can not be 

generally assumed. 

The major difficu lty fo r the i nvestigator when attempti ng to col lect data on 

strategy use l ies i n  the fact that subjects fi nd i t  very difficu lt to articulate the 

strategies they e mploy, particu larly i f  they are asked what they do out of context. 

Research in other  fie lds has shown that it is hard for expert learners ,  as opposed 

to novices, to make i ntu itive knowledge exp licit. Brown and Burton ( 1 978) , in their 

study of e lementary school  mathematics teachers acquiring  arith metic ski l ls ,  

fou nd that the teachers became expert in performing arit hmetic operations, but 

had difficu lty in expressi ng what these operations were. 

Anothe r  compl ication for the researcher is that different types of data col lect ion 

may lead to d ifferent co nclusions about the character and use of language 

learning strategies. O'Mal ley and Chamot ( 1 990 :95-96) make the fo l lowi ng 

observations on data col lection procedures :  

I n  our  earl ier  studies we were attempti ng  to obtai n a broad su rvey of 
the types of strateg ies learners used and we col lected data with both 
smal l  g roup i nterviews and questionnaires.  One of the conclusions we 
reached from these studies is that the strategies reported depend on 
the data col lection methodology. This seems disconcert ing on ly if one 
ignores the extreme differences in the way that quest ions are asked 
of respondents usi ng these different methodolog ies.  When these 
differe nces are acknowledged, f inding varyi ng resu lts fro m  different 
data col lection  procedu res can be expected. 
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Such a conc lusion is  not surprising whe n one conside rs the differe nt demands 

placed on subjects who are provided with instances of strateg ies (as i n  a 

recog niti on  task) compared to learne rs who must come fo rth  with the i r  own 

strategies (as i n  a production  task) . The general tendency for product ion tasks 

to u ndere sti mate competence and for recognit ion or comprehension tasks to 

overestim ate competence is wel l  known in the l iterature (Frase r, Bel lugi  and 

Brown 1 963) .  

Because of these difficu lties i t  is important to  use mult i -method assessment whe n 

i nvestigati ng languag e  learni ng strateg ies. As Kai l and Bisanz ( 1 982 :252) put i t ,  

'no s ing le  approach is sufficient for the u nambiguous and comprehensive 

identificati on of a person's cognitive strateg ies' .  I n  se lecting research i nstru ments 

for the current  study a del iberate attempt was made to capital ise on the stre ngths 

of differe nt approaches by i nclud ing both quantitative and qualitative data 

col lectio n  procedures i n  the research desig n .  

Two instru ments were used to gather data for  th is study: ( 1 ) a questionnaire 

re lati ng to the  strategy use and biographical characte ristics of subjects ; (2) a 

verbal repo rt procedure known as the 'yoked subject tech n ique' to e l icit 

retrospective verbal accounts of lang uage learn ing strategy use.  

Descriptions  of  each of  these i nstruments, the procedures used to trial and 

admi nister them,  and the methods of p rocessing the data are detai led in section 

3.5 (questionnai re p rocedure) and section 3.6 (verbal report procedu re) .  
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3.5 THE QU ESTIONNAIRE 

A se lf-report questionnai re was conside red appropriate to i nvestigate the 

language learning behaviours of  classroom and d istance learne rs.  The reasons 

for this choice are out l ined below. 

3.5.1 Strengths and Limitati ons of the Instrument 

Fi rst ly, one advantage of question naires is that no prior trai n i ng of the subjects 

is requi red i n  the use of the procedure as com pared to diary studies and 

i ntrospective accounts. Secondly, the  responses of learners who complete the 

questionnai re can be considered to be re lative ly free of i nvestigator i nf luence , 

com pared to i nterviews. I n  terms of feasibi l ity a questionnai re is easy to 

administe r. This is  an important conside ration g iven the larg e  sample and the 

particu lar context of this study: distance learners are spread throug hout New 

Zealand (and a small number are overseas) and at the fi rst year level on ly some 

attend the volu ntary on-campus courses. Fi nal ly ,  a structu red question nai re such 

as the one deve loped i n  th is study yields quantifiable i nfo rmat ion on the range ,  

type and frequency of strategy use of subjects.  Responses are l im ited to 

in formatio n  that is re levant , and th is i nformatio n  can be readi ly coded and 

analysed usi ng computer  program mes. 

There are a number of potential problems with questionnai res and these wil l  be 

considered i n  the context of this study. Fi rstly there is often a low retu rn rate with \ 
mai led questio nnai res which raises questions about the reasons  why certai n 

subjects respond and others do not. However i n  th is  study the response rate was 

very h ig h (see sect ions 3 .5 .3 and 3.5.5) .  

Another  potential p roblem is that the quest ions posed m ay not have been 

properly u nderstood. lt i s  also possible that not a l l  questions are i nterpreted i n  the 

same way by a l l  subjects. In an attempt to overco me these potential difficult ies 

the question nai re items were trial l ed i n  a pi lot study which is detai led later i n  th is  

section .  Pi lot subjects were asked to make com me nts next to any quest ions that 

appeared to be ambiguous or u nclear. 
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The probabi lity of m isunde rstanding is  of cou rse greatest when learners are 

asked to complete a quest ionnai re i n  a fore ign language .  In th is study 1 8  learners 

whose mother tongu e  was not Eng lish we re removed from the sample. I n  the 

remai n ing sample a l l  subjects had E ng lish as their  mother tongue and so 

comprehension difficult ies were not co nsidered  to be a major prob lem.  

The mai n  potential weakness of  questionnai re data is that one  cannot be sure if 

partici pants are respondi ng i n  te rms of what they thi nk they shou ld do rather than 

i n  terms of what t hey actual ly do.  Sect ion 3 .6 . 1 deals with attempts to min imise 

the 'social desi rabi l ity' inf luence o n  subjects.  

3.5.2 Development of the Instrument 

A se lf-completion  p i lot question n ai re (see Appendix A) was deve loped to gather 

i nformation on learner strategies (Parts 1 -3) and re levant backg rou nd i nformation 

re lated to the variables i n  this study (Part 4) .  

Parts 1 -3 of  the q uestionnaire contai ned scaled questions about the f requency 

with which learne rs employed particular strategies : cog nitive strategies (Part 1 ) , 

metacognitive strategies (Part 2) ,  and socio-affective strateg ies (Part 3) .  This 

tripartite divis ion enabled the researche r  to provide an appropriate i ntroduction 

to questions d i rected at the particular strategy g rouping u nder focus. For 

example, in Part 1 learners were asked to th ink about the th ings they do (or do 

not do) when they are actually e ngaged i n  working with the language (cognitive 

strategies).  I n  Part 2 the context fo r strategy use was the period when learners 

are plann ing ,  m onitori ng and evaluati ng  the i r  learn ing (metacog nitive strategy 

use) .  Instructio n s  re lati ng to Part 3 a lerted subjects to the fact that a slig htly 

different response scale was to be used for some of the q uestions (the social 

strategy use questions) al lowing them to i ndicate if they did not have the 

opportu n ity to u se a particular strategy. The tripartite divis ion u sed for the 

strategy items was also i ntended as a means to break up  what wou ld otherwise 

appear as a long l ist of items i n  successio n  (32 ite ms). 
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Questions re lating  to strategy use were generated from defi nitions of  i ndividual 

strategies identified i n  the lite rature (see section 3 .3 . 1  ) .  G reat care was take n not 

to i nt roduce i nto the questionnai re any tech nical terms such as metacognition or  

inferencing. 

Part 1 of the questionnaire contai ned 1 7  scaled questions about the frequency 

with which learners employed particu lar cog nitive strategies.  An  example of an 

item from P art 1 enqui ring  about i nferenci ng is g iven below: 

1 5. Do you use other parts of the sentence or passage to figure out 
the meaning of unfamiliar language items? 

Part 2 of the  questionnaire contai ned ten ite ms re lat ing to the frequency with 

which certai n metacog nitive strategies were used. The fol lowi ng item concerned 

with monitoring appeared in Part 2 :  
8. While you are doing a language task do you monitor your use of  

language, correcting, i f  necessary, your pronunciation, grammar, 
style, etc. ? 

Ite m 2 be low appeared i n  Part 3 as one of two questions re lati ng to the use of 

social learn ing  strateg ies :  

2. How often do you work together with your fellow learners to solve 
a problem, practise conversations, check over a task. . .  ? 

I tem 4 was included i n  Part 3 as one of three questions re lati ng to affective 

learning  strategies: 

4. Do you motivate yourself by giving yourself some kind of reward 
when you have successfully completed a language learning 
activity? 

I n  Part 4 of the pi lot questionnaire biographical in fo rmation  was sought on  each 

subject.  This i nformatio n  i ncluded name , age ,  gender, mother tongue,  previous 

e xperience in  learni ng the TL (i ncludi ng the ci rcumstances and length of such 

experi e nce) ,  languag e  use oppo rtunit ies beyond those provided by the cou rse 

(i nclud i ng where and with whom) ,  and experience i n  learn ing other  languages 
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(apart f ro m  mother  tongue and the cu rrent TL). Th is i nformatio n  was soug ht i n  

such a way that the  responses cou ld be easi ly coded. A n ine  ite m scale was also 

deve loped to measure motivation (see sect ion 3 .3. 1 ) an examp le from which is 

g iven be low: 

9. (a) How important is it for you to become proficient in Chinese? 

3.5.3 P i lot  Study 

Extremely important 5 
Very important 4 
Important 3 
Not so important 2 
Not important at all 1 

Once the  question naire was deve loped it was pi loted i n  order  to gai n  in formation 

on  practical aspects of admi nisteri ng  the i nstru ment ,  such as testing the clarity 

of the i nstruct ions and questions and dete rmi ni ng  the ti m e  requi red to complete 

the  fou r  parts of the questionnaire .  Two further ai ms of the  pi lot study we re to 

gauge the readiness of learners to respo nd to the questi onnai re and to test the 

i nternal  consistency reliabi lity of the instru ment. 

The questionnai re was admin istered to 300-level learners of French , German , 

Japanese and Chinese. These learners were not to be subjects for the mai n 

study to be carried out i n  the fo l lowing acade mic year. C lassroom learners 

responded to the questionnai re i n  their regular classes wh i le  distance learners 

were sent the questionnaire by mai l  together with a coveri ng letter about the 

research project and a reply paid envelope. Numbers of subjects are presented 

in Tab le  3 .6 .  



Table 3 .6  
Distribution o f  Subjects i n  Questionnai re Pi lot Study 

Target Language and Mode of Study as Groups 

Fre nch 

G e rman 

J apanese 

Classroom Learners Distance Learne rs 

7 

4 

9 

7 

6 

2 2  

7 1  

The 8 0 %  response rate for t h e  mai led questionnai res can be considered to be 

very h ig h .  I n  addition there was a positive response to the procedure and several 

subjects offered further comments o n  the i r  strategy use.  

3.5.4 Q uestionnaire Revision 

Pi lot s u bjects were asked to indicate items or i nstructions in the questionnai re 

which were not clear. On the basis of such comments m inor  modi fications we re 

made i n  the wording of some of the questions so that they appeared less 

technical . For example, 

While you are doing a language task do you monitor your use of 

language . . .  ? 

was replaced by 

While you are doing a language task do you check on your use of 

language . . .  ? 

Another  change was required to make the q uestionnai re item co ncern ing the 

learn ing  of word forms more appropriate for learners of Japanese and Chinese. 

lt does not make sense to ask about the spe l l i ng of words when refe rri ng to the 

form of Japanese and Chi nese words (cou rse materia ls avoid Pin Yin or 



72 

romanised spe l l ing) .  So when learne rs of French and German were asked the 

fo l lowing questi on :  

How often do you make a mental picture of  the spelling of a word you 
want to remember, or of the object itself? 

l earners of J apanese were asked : 

How often do you make a mental picture of the form of a word you 
want to remember (e.g. of the kanji), or of the object itself ? 

and learners of Chi nese we re asked : 

How often do you make a mental picture of the form of a word you 
want to remember (i. e. of the character), or of the object itself ? 

The freque ncy rati ng scale i ncluded i n  the pi lot study is give n below: 

usually 5 
often 4 
sometimes 3 
rarely 2 
never 1 

This scale was fou nd to be co nfusi ng by th ree learners who commented 

i ndependently that for them often was more frequent than usually. To ove rcome 

this complication the fol lowi ng rati ng scale from Huang and van Naerssen ( 1 987) 

was adopted and proved to present no difficu lt ies for respondents : 

very often 5 
often 4 
sometimes 3 
rarely 2 
never 1 

I nformat ion col lected th rough the questionnaire was coded and analyzed and the 

internal consistency re l iabi l ity of the scales was e xamined usi ng SPSSX. This 

step was important si nce a major criticism of the questionnai re used in the 

Politzer and McG roarty ( 1 985) study was that the scales used had low 

homog e neity and as such were not rel iable (Skehan 1 989) .  Using Cronbach's 

Alpha test the i nternal consistency re l iabi lity of the strategy scales was as fol lows : 

metacog nitive strategy u se scale r=.73,  cog nitive strategy use scale r=.78,  socio­

affective strategy use scale r=.48. 
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The low i nternal consistency of the socio-affective scale was to be expected si nce 

social strategies re late to quite a diffe rent construct fro m  the construct u nderlyi ng 

affective strategy use. The socio-affective scale was divided i nto two scales in the 

main study : one deal ing with affective matte rs such as self-re i nforcement and the 

other  deal ing with social aspects such as co-operative learning .  The i nte rnal 

consistency re l iabi lity of the revised strategy use scales is presented in sect ion 

3 . 7 .3. 

A sample of the revised question naire used i n  the main study for learners of 

Chinese appears i n  Appendix B. 

3.5.5 Instructions and Procedures 

Time 

A number of factors needed to be considered before d ecid ing when the 

questionnai res we re to be distributed to su bjects. Fi rstly , subjects needed several 

weeks to work into their  language prog ramme,  so it was desi rable to choose a 

period of t ime after the fi rst two months of the acade mic year. lt was also 

necessary to complete the procedu re before the last e ight wee ks of the acade mic 

year when learners are preoccupied with prepari ng for e xaminat ions. Each 

languag e  cou rse has its own schedule of u nits of work and tests ,  and it was 

i mportant that the question nai re session  should not be too disru ptive of th is 

p rog ramm e .  Another considerati on was that classroom and distance learners 

e nrol led i n  the same cou rse should complete the quest ionnai re at s imi lar t imes 

of the year. 

Bearing  these poi nts i n  m ind,  it was decided to col lect the data over a fou r  month 

period from May to August 1 991 , thus e ncompassi ng the two on-campus cou rse 

periods for distance learners. 
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Instructions 

The fi rst pag e  of the question nai re gave subjects i nformat ion about the survey. 

They were i nformed that the quest io n nai re was part of a comparative study of 

how classroom and distance languag e  learners manag e  the p rocess of languag e  

learn ing.  Subjects were asked t o  respond i n  terms of what they actual ly d o  in  the 

context of private study , that is how they manag e  their language learn ing beyond 

any classroom contact they may have . Care was taken to stress that individuals 

learn in  different ways and that there is  no set of learn ing behaviou rs which can 

be considered right for everyone.  This latter  poi nt was an attempt to reduce the 

'social desi rabi l ity' i nfluence on respo ndents. lt was also emphasised that 

participat ion was enti re ly volu ntary ,  that al l  resu lts wou ld be kept co nfidential and 

that the questions in no way formed part of the assessment of the cou rse. The 

questionnai re was exactly the same for c lassroom and distance learners .  

Procedures: Classroom Learners 

A ti metable of class visits was drawn up  in  consu ltation with the lecture rs and 

tutors i nvolved in each course.  S ixtee n classes we re visited over a ten week 

period from May to Ju ly 1 99 1 . Subjects we re asked to complete the questionnai re 

at the start of each class to avoid any possible i nf lue nce fro m earl ier classroom 

activities .  

A brief in formal introduction  provided general backg round as  to  why quest ions 

about language learn i ng strategies had become a recent focus for people 

carryi ng out research i nto languag e  learn ing . Time was al lowed for any quest ions 

or discussion .  The procedure took approximately 25 mi nutes .  

Procedures: Distance Learners 

Distance learners completed question nai res either  at on-campus cou rses he ld i n  

May and  August 1 991  (N=1 27) o r  through postal questionnai res (N= 1 58) .  Mai led 

questiqnnai res were sent to 1 00-leve l learners who had not attended the 

voluntary o n-campus courses held in May. Mai led questionnaires were also 

despatched to the 200- level learners of French and Japanese who wou ld be 
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asked ,  during  the i r  on-campus courses i n  August ,  to give accou nts of the i r  

langu ag e  learn ing strategies usi ng the yoked subject tech nique.  Attached to the 

mai led q uestionnai res was a letter providing backg rou nd i nformation about the 

question nai re (see Appendix C) .  This i nformation was g iven to the i n-class 

subjects (both i n  term t ime and at on-campus courses) by the  researcher  as an 

i nformal introduction .  In all 249 mai led questio nnai res we re despatched to 

distance learners and 1 58 were returned. This represe nts a h igh response once 

the attrit ion rate is  considered.  One  month after the mai l ing of the questionnai res 

the n umber of withdrawn stude nts was checked and i t  was found that 37 of the 

orig i nal 249 learners had officia l ly withdrawn from their languag e  cou rses by the 

e nd of May. This set the response rate for the postal question naires at 74.5%. 

3.5.6 Methods of Processing Data 

Once received the questionnai res were coded according to the course nu mber 

of the student concerned and each  page was checked. I f  parts of a questionnai re 

were i ncomplete it was not i ncluded i n  the sample. Any co mments were 

transcribed and records were kept as to which particu lar items the co mments 

referred to (if th is was the case) . I nfo rmation on  each subject (mode of study, TL, 

leve l o f  study) was i nserted i nto the question naire .  The questionnai re data was 

then e nte red i nto an ASC I I  fi l e  for future analysis usi ng SAS. 

The methods for analysi ng the quest ionnaire data are detai led i n  Chapter 4 

(section  4 . 1  ) .  

3.6 THE VERBAL REPORT PROCEDURE 

Verbal report p rocedures,  also known as verbal protoco ls,  have played a ro le in  

a sig n ificant n u mber of the studies  which have atte mpted to identify learner 

strategies. Cohen ( 1 984) c lassifies verbal report m easu res i nto three types. Fi rst ly 

there are se lf-report measu res which co l lect learners' generalised statements 

about their  learn i ng behaviou r o r  characteristics. Secondly se lf-observation 

measures i nvolve the inspectio n  of specific, not generalised ,  language behaviour, 

e ither i ntrospectively o r  retrospective ly. Th irdly th ink-aloud techniques, also 
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known as self- revelation ,  consist of the stream-of-co nsciousness disclosu re of 

thought processes du ring the execution  of a task. 

The se lf-obse rvation  technique used for the cu rrent study is described later in th is 

sect ion once some of the issues of controve rsy regarding ve rbal report data have 

been considered. 

3.6. "1 Limitat ions of Verbal Reports 

Concerns about the use of data based on verbal reports have been  expressed 

in t he  psycholog ical l it.eratu re (e .g . ,  E ricsson and Simon 1 980 , 1 984, 1 987;  

Sel ige r  1 983 ; Dobri n  1 986;  E ricsson 1 988 ; Cohen 1 983, 1 99 1  ) .  A summary and 

discussion of these concerns are prese nted below. 

One of the main disadvantages of retrospective reports which has been 

articu lated is that subjects may not report their  strategy use accu rately.  As Nisbett 

and Wi lson ( 1 977 :232) put it , one  can 'doubt people's abi l ity to observe d i rectly 

the worki ngs of the ir  own mi nds' . Fo r example ,  subjects may fo rget to ment ion 

so m e  strategies ,  especially those which have beco me so auto matic and 

rout in ized that they may be operating on a subconscious  level .  In addition ,  

subjects may c lai m to  use strateg ies which they do  not i n  fact use  with any 

frequency or they may report what they perceive they oug ht to do ,  that is, what 

they th ink ideal learners do , not what they in  fact do. 

Another d imension of the potential problems of verbal report data conce rns 

i nf luences on the content of what is reported. For example ,  i nst ructions ,  probes 

or prompts may act as cues wh ich shape the th ings subjects report o n ,  or how 

they report them.  There is also the possib le effect of the task of verbali sation  

itself : the  need for additional verbal processi ng may inte rfere with the processi ng 

that is  being com mented on .  

A further concern is the possibi l ity that resu lts obtained th roug h verbal report data 

wi l l  vary according to the characteristics of participating subjects .  Considerable 
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individual differences i n  tendency to verbal ise exist (Miyacke and Norman 1 979) 

and respondents may differ with respect to their  verb al ski l ls ,  such as 

articulateness and specificity. This presents us with an eve n g reater co mpl ication ,  

as Skehan ( 1 989 :80) suggests,  namely t he  possibi l i ty that :  

what accou nts for t h e  report ing o f  st rategies and the lang uage learn ing 
success are the same th ing - g reate r powers of articulateness.  lt is 
possib le ,  i n  other words ,  that som e  people are capable  of more 
precise ,  detai led and organised thought perhaps because of 
decontextualization abi l ity, analytic capacities with verbal material ,  or  
memory ,  o r  other factors .  Th is is what enables them to reflect on  the i r  
own language learni ng experiences effective ly, and report them so 
we l l .  

Skehan contends that verbal reports i n  such cases may not e nable us  to  ide ntify 

whether the strategies themse lves,  o r  the powers of articulaten ess, contribute to 

language learn ing success. A further perspective is offered by Garner (1 988a) 

when she poi nts to situations whe re i nsuffic ient data are obtai ned and co ncludes 

that in such c ircu mstances it is not possib le  to know whether th is  is the result of 

l imited cog n it io n ,  l imited language ski l l ,  or some combinatio n  of these factors. 

Cohen ( 1 99 1  : 1 37) writi ng about the controve rsy regard ing ve rbal report data 

notes : 

The critics wou ld suggest that these numerous prob lems with verbal 
report measures seriously l imit the general i sabi l ity of the f indings and 
might eve n preclude their  use. However, proponents of verbal  report 
wou ld arg ue that cog nizance of t hese problems i n  p lann i ng the 
research design may help to avoid some of them and that others wi l l  
s imply p revai l ,  just as proble ms are i nherent i n  the use of other 
research measures as we l l .  

To overcom e  some of  the l imitations of verbal report data,  Garner  ( 1 988a:70) 

suggests that some condit ions for e l iciti ng verbal reports of strategy use are 

superior to others. She l ists the fol lowi n g  g uidel i nes which produce more valid 

data for eventual i nterpretation : 

a.  ask l earners to report on specific events , not on hypothetical situat ions 

b.  ask learners what they do and th ink  not why 

c. use m u lt i -method assessment 
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The verbal report procedu re used i n  th is  study has bee n termed the yoked 

subject technique. lt fol lows Garner's g uide lines i n  aski ng learners to reveal what 

they do in  the  context of a sect ion of the i r  study mate rials and is  a lso used as 

another m ethod of data col lection to co mplement the findings.  The i m portance of 

such guide l ines is emphasised by Cohen ( 1 991 : 1 37-8) : 

Whereas the re l iabi lity of mental ist ic measures has been questioned 
in comparison with behaviouri stic measu res, research has 
demonstrated that verbal repo rts ,  e l icited with care and i nte rpreted 
with fu l l  u nderstanding of the ci rcumstances under which they we re 
obtai ned,  are , i n  fact, a valuable and thorough ly re l iable source of 
i nformat ion about cog nitive processes (Ericsson and Simon 1 980). 

Verbal report tech niques are used in the prese nt study si nce they can provide 

fi ne-g rai ned in formation about learne r  p rocesses ,  information that is otherwise 

lost to the i nvestigator (Ericsson and Si mon 1 984; Ericsso n 1 988) .  The particular 

verbal report technique used in  the cu rrent study is i ntroduced below. 

3.6.2 The Yoked Subject Technique 

The yoked subject tech nique was fi rst used i n  an i nvestigat ion carried out by 

Nayak et a l .  ( 1 990) into whether mu lti l i ngual subjects wou ld perfo rm better than 

monol ingual subjects in learn ing a m in iature l inguistic syste m .  They i ntroduce this 

procedure for obtai ning verbal reports as fol lows : 

Subjects were asked to make the i r  strategies as explicit as possible for 
another  (yoked) subject who is to perform the task. We hoped that the 
yoked subject procedure wou ld yield clearer  informati on about the 
strateg ies different g roups of subjects used under differe nt conditions.  
(Nayak et al .  1 990 :226) 

The yoked subject procedure is a form of retrospective accou nt in which subjects 

are asked to imag ine  that they are talki ng about their strategy use to another 

yoked subject who is about to e mbark on simi lar tasks. l t  h as some of the 

ingredients of the peer tutoring method used by Garner, Wagoner  and Smith 

( 1 983) to e xternalise strateg ic repertoires of experts and novices. 
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The instrum e nt is located towards the low end of structuredness in that the object 

of the verbalizat ion is lim ited to a sect ion of the current learn i ng  m aterials and the 

specific form and content of the report is at the i nformant's d iscretion .  As such 

it also a l lows learners to reflect on the aspects of the i r  strategy u se which they 

consider  to be significant. 

A descriptio n  of the pi lot study used to trial th is technique is g iven below. 

3.6.3 Pi lot  Study 

A pi lot study usi ng the yoked subject technique was undertake n with four 300-

leve l lang uage learners who had also participated i n  the question nai re pi lot study. 

The ai m of the trial  was to test the viabi l ity of both the warm-up  procedure and 

the actual  procedu re ,  the adequacy of the instructio ns give n and the time taken .  

The procedure took approximately th i rty minutes and subjects reported that the 

instruct ions  were clear and that o nce they began talking the p rocedure fe lt quite 

natura l  s i nce they were reporting o n  their i nteract ions with the  study materials i n  

front of them .  

The  other pu rpose of the  pi lot study was to obtain written t ranscripts o f  the  verbal 

repo rts. The data proved suffici e nt ly rich to provide a basis for  deve loping and 

trial l i ng  p rocedures for coding st rategy use and for trai n i ng an assistant rater. 

3.6.4 I nstructions and Procedu res 

Time 

The mai n yoked subject procedu res  took place over a period of three weeks i n  

August.  There were four sessio ns, two for d istance learners and two for 

classroom learners.  

Instructions 

As an i ntroduction the researcher exp lai ned that the purpose of the session was 

to f ind out how students go about their language learn i ng s o  that these reports 

cou ld be  i ncluded i n  a strategy use guide . lt was mentioned that th is g uide wou ld 
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be dist ributed to al l classroom and distance language learners that year. The 

i mportance of i ncluding excerpts from learners' own accou nts was emphasised 

as wel l  as the fact that al l reports would be kept confident ial and wou ld not be 

shown to staff i nvolved with the i r  language courses. The fact that participation 

was voluntary was also emphasised. 

Fo l lowing the suggestion of Ericsson and S imon ( 1 980) and Rubin ( 1 981 ), a 

warm-up phase was included before learne rs were asked to report on  their  

strategy use. The distance partici pants we re p rovided with a sample cove r sheet 

and retu rn address card which they wou ld normal ly submit with each assig nment .  

They were then asked to talk about what they did with th is materia l .  This provided 

an authentic task re levant to the procedu res fo l lowed by distance learners with 

which to practise produci ng self-observatio n  data. The task howeve r did not 

i nterfere with the main  task re lati ng to the actual learning materials. 

The warm-up task for classroom learners requ i red them to talk about thei r weekly 

schedule of language classes and assessment procedu res. lt was e mphasised 

that this was a p ractice task to fami l iarise them with the process of report ing to 

another student .  Agai n ,  describ ing class schedules and assessment is an 

authentic task which is related to, but does not i mpinge on the main task of 

reporti ng strategy use. 

Subjects were then provided with a copy of the study gu ide ( in the case of 

learners of French) or  workbook (for  learners of Japanese) fo r the language u nit 

they had al most completed. They were asked to talk about how they go about 

studying eithe r  French or Japanese as i f  they were actual ly talking  to a fel low 

classroom o r  distance learner  (the yoked subject) who was plann i ng to en ro l  in  

the same cou rse the fo l lowi ng year. They were asked to refe r to a particular 

section of the material in  front of them,  in o rder  to make the i r  reports more 

specific. The written instructions g iven to subjects (see Appendix D) provide both 

an appropriate context for talking about strategy use and also a nu mber of 
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prompts which aim ed t o  serve the same function  a s  the  kinds o f  quest ions that 

would be asked by the hypothetical yoked subject. 

Procedures 

Subjects recorded the i r  reports i n  language laboratory booths and were able to 

replay ,  de lete or add comments as they wished. 

The advantages of recording reports i n  the booths are many. Fi rstly there is less 

l ikel ihood of subjects be ing inf lue nced by the researcher because the researcher 

cannot be seen once the procedure is  u nderway. Secondly, si nce subjects are 

asked to imagi ne they are talki ng to another language learner, the more private 

context of the booth is  less distracting and therefo re more conducive to focusi ng 

on the task. Thi rdly,  it would not have been possib le to gai n access to a larg e  

number o f  distance learners i n  a particular cou rse on an individual basis si nce 

they are scattered th roug hout N ew Zealand and the o n-campus cou rse schedules 

are extreme ly t ight .  Lang uage learne rs are very kee n  to have as m uch exposure 

as possib le to the TL and it would have bee n u n reasonable to ask them if they 

wou ld mind withdrawi ng from sessions on  an i ndividual basis. F inal ly ,  the fact that 

responses were recorded meant that there was a permanent record of the data. 

Thus the potential for i naccuracy raised by O'Mal ley and Chamot ( 1 990) ,  when 

an i nterviewe r atte mpts to code strategy occu rrences i mmediately after the 

i nformant ment ions them,  was avoided. 

3.6.5 Methods of Processing Data 

Th rough the yoked subject technique ,  1 1  reports were col lected from classroom 

learners .  lt was o n ly possible to use n ine of these , since two were g iven by non­

E ng lish native speakers who had so me difficu lty in reporti ng on the i r  strategy use. 

Twenty-n ine verbal reports were o btained from distance learne rs ,  and of these 

on ly one could not be used due to a fau lty recording. 
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Once the tapes were col lected , each tape was numbered , with the TL and mode 

of study rep resented by the appropriate i n it ials (F ,J ) .Thus the  th i rd verbal report 

for a classroom learner of French was identified as 3FC. 

In processi ng the tapes it was necessary to decide whether to t ranscribe the fu l l  

set of verbal reports or  on ly a sample  for the purpose of estab l ish ing i nterrater 

re l iabi l ity. From work carried out o n  t he pi lot study data it was evident that the 

process of ide ntify ing and classify ing instances of strategy use requ i res many 

revisions ,  i nclud ing ,  for examp le ,  a comparison of particu lar  strategy use 

descri ptio n s  across a nu mber of repo rts. He nce a fu l l  t ranscri ption  was made of 

the taped reports. The transcripts occupied 96 pages of double spaced text. Two 

sample t ranscripts are i ncluded i n  the  Appendix,  one from a learner  of French,  

the oth e r  from a learner of Japanese (see Appendix E) .  

Chapter 5 co ntai ns a descript ion of the methods used to analyse the verbal report 

data (sect ion 5. 1 ) .  

3.7 VALI DITY AND RELIABI LITY 

Any data col lection procedu re , by the  very fact of its use, creates some effect on 

the data. In  o rder  to assure the qual ity of  data co l lection p rocedures, the criteria 

of re l iab i l ity and validity were app l ied to this study. 

3.7.1 I nternal Val id ity 

If one  is to be able to state that the  re lationship between strategy use and the 

other  variables in the study is u nambiguous and not explai n ed by extraneous 

facto rs ,  attent ion m ust be given to factors which may affect the i nternal validity 

of the study. In formulating the research desig n for a study of strategy use , there 

were fou r  potential sources of threats to i nternal valid ity. Each of these is 

exami ned below. 
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Subject Selection 

I n  select ing subjects it was important to e nsure that subjects classified as 

distance learners were i n  fact studyi ng i n  the distance mode and that they were 

not participat ing i n  i nte rnal classes, eve n on a casual basis .  Lecture rs we re asked 

if any distance learners attended classes. Two such subjects were identified and 

were removed from the sample.  

Four learne rs enro l led in  Japanese language classes were in fact native speakers 

of Japanese. They did not form part of the sample for the questionnai re study or 

the verbal report study. 

Subjects co mplet ing a questionnai re in a language other than the i r mother  tongue 

may have experienced difficu lties in u nderstanding some ite ms or may not have 

u nderstood them accurately, thus i nf luenci ng the validity of the data. Subjects 

were asked to give thei r mother  tong u e  thus al lowi ng the researcher to identify 

learners who we re not native speake rs of E ng l ish .  Twenty-fou r  subjects noted 

that they had two mother tongues,  o n e  of which was Engl ish , and these people 

were retai n ed in the questionnai re sample . Eig hteen subjects gave a language 

other than E ng lish as the ir  mother to ng ue and these students we re removed from 

the quest ionnai re sample since it was not possi ble to check o n  their  leve l of 

proficie ncy in Engl ish .  Two classro o m  learners were removed from the ve rbal 

report sample si nce they were not native speakers of Eng lish .  

I n  sect ion 3 .5 .5  the question of att rition of subjects was dealt with and a 

descri ption was g iven of the steps taken to e nsure that learne rs who participated 

i n  the study were l ikely to conti nue  with the course. 

Instrumentation 

lt was also important that the observatio ns used i n  th is study were valid and 

consistent and that the definitions of the  key terms reflected the  constructs u nder 

study. To d efine the constructs of m etacog nitive strategy use , cognitive strategy 

use , social strategy use and affective strategy use a representative set of items 
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were d rawn f ro m  the l iteratu re (see section 3 .3 . 1 ) .  Operatio nal defi nitions have 

bee n g iven for the learn i ng context variables and the learner  characterist ic 

variables used in the research,  also i n  sect ion 3 .3. 1 . 

Task Directions 

I nstructions  were plan ned and pi loted to e nsure that they were clear and that 

subjects knew what was expected of them i n  complet ing the questionnai re and 

in fol lowi ng the yoked subject procedure .  Identical procedu res were fol lowed i n  

col lecti ng data from diffe re nt classes. The o ral i ntroduction g iven t o  classroo m 

learners p resented the i nformation  contai ned i n  the accompanyi ng letter  mai led 

to distance learners. In the mai n  study a simi lar consistency in the col lection  

procedu re was fol lowed . 

Adequate Data Base 

Hatch and Lazaraton ( 1 991  :39) deal with a fu rthe r aspect of i nternal validity i n  the 

fo l lowing way :  

To b e  valid the data-gathering  procedu re should allow u s  to tap the 
t rue abi l it ies of the learners . . . .  I n  questio nnaire research we suggest 
that demographic in formation  . . .  be placed at the end of the 
quest ionnai re . . . .  You are more l ike ly to g et fu l l  participation if other  
data are col lected fi rst and personal i nformat ion seco nd.  

I n  the questionnai re study, subjects we re fi rst ly asked to respond to questions  

about the i r strategy use and then  to  provide backg rou nd informat ion on  

themselves. The  fi nal sect ion o f  the backg round in formation  consisted o f  a n in e­

item scale relat ing to language learn ing motivat ion.  This requ i red subjects to th ink  

about whether certai n issues were important to  them in learn ing the  TL. S ince 

responses to these questions are less automatic than those about age ,  gender, 

p rior languag e  learn ing experience and so on ,  the validity of the motivat ion data 

could probably have been i mproved by putt ing the n i ne-item scale at the start of 

the backg round information  section rather than at the end. Subjects who did not 

complete the  questions  re lat ing to motivat ion were not included i n  the sample .  
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3.7.2 E xternal Val idity 

The e xternal val idity of the study also needs to be examined i n  o rder  to be able 

to d etermine the extent to which the findi ngs may be general ised to situat ions 

outside those i n  which the study is  conducted. 

Subject Selection 

The questionnaire study was carried out with i ntact g roups of language learners.  

Subjects were se lf-se lected i n  that participation was enti re ly vo lu ntary.  Not al l  

classroom learners were present when the questionnai re was ad min istered and 

not al l  distance learners responded to the questio nnai re .  Thus, it was not possible 

to be e nt irely su re that the subjects for the study fo rm a representative sample .  

The yoked subject procedure was also carried out with i ntact g roups,  namely 

200-level classroom and distance learners of Japanese and French.  Self­

se lection also took place . lt was noted that a number of learners felt re luctant to 

participate in the yoked subject procedu re because they did not feel sufficiently 

co nfident about thei r own 'study habits' or about the ir  abi lity to report on the 

p rocesses they use. Thus subject selection  may li mit the generalisabi lity of the 

fi nd ings of the study. 

Data Collection Methodology 

E ach method of data co llect ion has u nderlyi ng theoretical assu m ptions about the 

n atu re of the data. The questio n nai re procedu re requ i res subjects to respo nd to 

s pecific items whi le the yoked subject procedure is a less structu red i nstru ment 

and requ i res subjects to produce verbal reports on  the i r  strategy use. These 

d iffe rences in the degree of structuredness of the i nstru ment and in the differi ng 

relative e mphases on  productive versus receptive competence i n  reporti ng on 

strategy use can be expected to  i nf luence the fi ndings obtai ned . G iven the h igh ly 

i nd ividualised nature of strategy use care was taken to obtai n co nve rgent data 

o n  the strategy use of languag e  learners.  
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Ecological Validity 

The yoked subject procedure has a part icu lar ecolog ical validity i n  the context of 

the cu rrent study i n  that learners are asked to repo rt on the i r  strategy use i n  a 

real istic context - that is to report on  how they go  about learni ng the TL by 

looking at a particular section of the  workbook materials and talki ng as if they 

were with one  of the i r  peers who was plann ing to e n ro l  in  the  p rog ramme.  The 

procedure is not artificial in that it contai ns many of the e lements of peer tutoring 

and as such is a fitt ing procedure t h roug h which to external ise the strategic 

repertoi res  of c lassroom and distance learners.  

3.7.3 Rel iabi l ity 

The criteri on  of re l iabi lity was appl ied to  the study i n  order to determine  the exte nt 

to which the data co l lection procedu res can be considered accu rate and the 

resu lts can be considered to be stab le .  

Two tests of re l iabi l ity were app l ied to  the data. 

Internal Consistency Reliability 

Parts 1 to 3 of the questionnai re co nsisted of a number of i ndependent items 

each of which re lated to one of fou r scales :  metacognitive strategy use, cog nitive 

strategy  use ,  social strategy use and affective strategy use. lt was necessary to 

test if, for example , each of the metacognitive ite ms did in fact contribute to the 

metacogn itive scale si nce the more homogenous the item s  the h igher the 

re l iabi lity of the i nstrument .  To estimate re l iabi l ity via i nternal consistency 

Cronbach's Alpha test was appl ied to the strategy use items from the pilot 

quest ionnai re data and some adj ustment was made in the scales to increase 

re liabi l ity . Cronbach's Alpha test was appl ied to the 32 strateg y  use ite ms in the 

main study and the re l iabi lity coefficients were :  metacog nitive strategy use scale 

r=.78,  cog nitive strategy use scale r=.82,  social strategy use scale r=.89,  affective 

strategy use scale r=. 72. 
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lnterrater Reliability 

Give n that the  yoked subject procedure was one of low expl icitness it was 

i m portant to esti mate i nterrater re l iabi l ity. The identificat ion and analysis of 

strategy use (as described in sect ion 5 . 1 )  was carried out i ndepe ndently by the 

two raters and then the ratings were corre lated to produce a Pearson correlat ion 

matrix  and an  average of al l corre lation  coefficients derived. The Pearson 

i nte rrater  re l iabi l ity was .89. We can the refore co nclude that i nterrate r re liabi lity 

was hig h for the  verbal report study . 

3.8 LI MITATIONS 

Limitations of the questionnai re as a data co l lection  instru ment have been 

discussed in section 3 .5 . 1 , re lat ing to response rates, differi ng  i nterpretations of 

quest ions,  and the effect of social desi rabi l ity on  subjects' responses.  A nu mber 

of steps were take n to guard agai nst a desire to g ive the ' rig ht' answer, but it is 

not ent i re ly possible to ru le this out in the case of al l  subjects.  A fu rther  l imitation 

re lates to the questionnaire items which , as they were phrased , could not tap 

every possib le  use of a strategy such as self-management. Whi le care was taken 

to make the  items as representative as possib le of the underlying construct , they 

could not d raw upon all possible instances of strategy use. Thus it is possib le that 

subjects m ig ht have responded differently to an item such as that re lati ng to se lf­

management if it had been rephrased ,  o r  co ntextualised i n  anothe r way. 

Limitations  of verbal report data were considered in sectio n  3 .6 . 1 , and again the 

possib i l ity that learne rs are report ing what they th ink they should do, rather than 

what they actual ly do can not be altogether  ru led out .  Furthermore ,  subjects 

probably repo rted o n  a particu lar subset of the strategies they used , that is ,  those 

strateg ies which they were conscious of at the ti me of the procedure .  Thus, the 

verbal report data cannot be seen as p rovid ing a comprehensive accou nt of the 

strateg ic  repertoi re of each language learner. I n  addition , the subjects may have 

varied cons iderably in the i r  abi l ity to talk about the strategies they use, and thus 

the data for some subjects may be much less rich and relat ively i ncomplete 

com pared to their actual strategy use.  
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As Po litze r and McG roarty ( 1 985 : 1 1 8) note ,  g iven the number of suspicions that 

have been raised about self- report data, th is data 'should, whenever possib le ,  

i nclude a check of the se lf-reports against actual observations' .  I n  this study it 

was not actually possible to observe learners working on particu lar language 

tasks , due to l im itations of t ime and access. However, it re mains a hig hly 

desi rable source of co nfi rmation about the re liabi l ity of se lf-report data. 

Both quantitative and qualitative methods we re used to gathe r  data on strategy 

use, fo l lowi ng the process of t riangu lat ion (Long 1 983) i n  an attempt to 

demonstrate the same findings th roug h d iffe rent sources. However, as Selige r 

and Shohamy ( 1 989 : 1  05) poi nt out : 

lt i s  not always possible to col lect the same second language data 
usi ng differe nt sources. This is especially true in studies which use 
learner self- reports as data for studying strategies or m etacog nitio n .  
For example ,  asking a learner to se lf-report o r  ' introspect' about a 
language e rror i mmediate ly after the act and again some t ime later is 
not drawi ng on  the same source. 

I n  th is  study , the questionnai re data and the ve rbal report data we re not drawing 

on exactly the same sou rce si nce they were col lected at different t imes, and did 

not requ i re learners to th ink about strategy use in  relat ion to exactly the same 

tasks. Thus, whi le mu lt iple measu res were used, the fact that they were not 

di rected at exactly the same sources is a l im itation of th is study. 

One fu rther  weakness relates to the re latively small number of classroom learners 

compared to distance learners who participated i n  the yoked subject procedure .  

Th is  was u navoidable i n  that the classroom learners o f  French were a small  

g roup and the classroom learners of Japanese appeared diffident about 

participat ion in the procedure .  However, a larger  representat ion of classroom 

learners wou ld have been desirable . 
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3.9 SU MMARY 

This chapter  has presented the research design  used to i nvestigate the frequency 

of strategy use and i nf luences o n  the strategy use of u nderg raduate foreign 

language learne rs. 

Resu lts from the  analysis of the questionnai re data are presented in Chapter 4 

and provide evidence relati ng to the research questions prese nted i n  section 

3 .3 .2 .  Resu lts fro m  the analysis of the verbal report data are detai led i n  Chapter 

5 ,  and the find ings shed fu rthe r l ight o n  questions concern ing the inf luence of  the 

TL and mode of  study on  the reported strategy use of foreign language learners. 
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4. RESU LTS: QU ESTION NAI RE STU DY 

This chapte r presents resu lts from the analysis of the quest ionnai re data. 

Fi ndi ngs are org an ised accord ing to i nf luences o n  metacog n itive strategy use 

(sections 4.2 and 4 .3) ,  on  cog nit ive strategy use (section  4 .4) ,  on  social strategy 

use (section 4.5) and on affective strategy use (sect ion 4 .6) . Fi nd ings  concerni ng 

the frequency of metacogn it ive , cog n itive , social  and affective strategy use also 

form the int roduction to each of these sectio ns. Regu lar su m maries are g iven at 

the  e nd of each stage of the p rese ntat ion of results. The pri ncipal f indings are 

sum marised i n  section 4. 7 .  The fo l lowi ng sect ion i nt roduces the statistical 

m ethods appl ied to the questionnai re data, i n  particu lar, cano nical variate 

analysis. 

4.1 METHODS OF ANALYSI NG THE DATA 

The central issues in th is study concern the re lationsh ip between a range of 

strategy use variables and a variety of variables re lated to the language learn ing 

co ntext and learner characteristics. To i nvestigate such a re lationship an 

i nt rinsical ly mu ltivariate technique is  requ i red. The choice of a mu ltivariate 

technique to apply to the questionnai re data was dete rmi ned by the large nu mber 

of variab les. As Brown ( 1 992 :649) states in an art icle e ntit led Statistics as a 

foreign language - Part 2: More things to consider in reading statistical language 

studies, ' i f . . .  there are two or  more DVs and two o r  more !Vs . . .  canon ical 

corre lat ion analysis wou ld be appropriate. '  

Canonical co rrelation  analysis ,  also known as canon ical variate analysis (CVA) , 

p�ovides a means 'for studying the re lat ionships among two sets of variables and 

for studying the numbe r  and natu re of di mensions of correspondence' (Tabachn ik 

and Fide l l 1 989 :22 1 ) .  In  the context of  the prese nt study CVA is used to h igh l ight 

which particular set of strategies,  i f  any, contribute to the d i fferentiat ion of 

learners accord ing to ,  for example, mode of study. Thus from among the ten 



91  

m etacog n itive strategies we are able to  ide ntify two o r  three st rateg ies which 

exert the strongest i nf luence in setti ng classroom learne rs apart from distance 

l earners in terms of the i r  m etacognitive strategy use (MSU).  I n  this way CVA 

reduces the d imensions i n  a data set where there were origi nal ly a large nu mber 

of variables.  Tabachnick and Fide l !  ( 1 989 : 1 93) suggest that canon ical variate 

analysis 'is best considered a descriptive techn ique or a screening procedure 

rather than a hypothesis-testi ng procedure ' .  

The process of CVA i nvolves construct ing a l i near combinati on  of  the variables 

which separates the g roups (e .g . classroom learners and d istance learners) as 

wel l as possib le .  Coefficient s  i n  th is combination are chosen which maximise the 

between-g roup variatio n  and m in i mise the with i n-g roup variat ion . So meti mes it 

i s  possib le to determine several l i near combinat ions which separate the g roups. 

In such i nstances, the fi rst canon ical variate captures as much i nte r-g rou p 

difference as possib le and th is is  the most i mpo rtant variate. The second 

canonical variate then ref lects as much as possible of the g roup differences not 

captured by the fi rst o n e ,  and is the second most important. Thus canon ical 

variates are computed i n  descending o rde r of mag nitude , and the fi rst few (one 

or  two) are general ly sufficient to accou nt for a lmost al l of the important g roup 

diffe re nces. I n  th is study al l the g roup differences could be accounted for by the 

fi rst canonical variate , e xcept in the case of the i nvestig at ion of the re lat ionship 

between age and strategy use , i n  which case two canon ical variates were 

needed. As Manly ( 1 986 :89) poi nts out ,  one of the major attract ions of canon ical 

variate analysis is that if on ly o ne or two of the canonical variates are needed , 

then 'a si mple g raphical representation of the re latio nship betwee n  the various 

g roups is possible ' .  Th is is obtai ned by plotti ng the values of the variates for the 

sample obse rvat ions. The advantage of the scatterplots is as an aid to the visual 

i nterpretat ion of g rou p differences . 

I n  the current study once plots of the canon ical variate sco res were obtai ned, 

they were examined by the researcher and a statistician to determine which 

showed the most m arked separation of learners according to variables such as 
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age ,  g ender and TL. The s ignificance of the canonical variate sco res for  these 

key p lots was evaluated usi ng F values from analysis of variance (ANOVA) . The 

standardised coefficie nts and correlat ion coefficients we re then obtai ned to 

identify which strategies were responsible for the separation of learners as 

d isplayed by the plots. A g raphical presentation was made of the  frequency of 

use of the key strategies which had been identified. 

When examin ing the re lationship between age and MSU a post hoc com parison 

of means was carried out usi ng Du ncan's multi ple range test to locate p recise ly 

where the most marked differences i n  MSU occu rred amo ng the various age 

g roups i n  the popu lation .  Brown (1 992 :648) poi nts to the use of such procedu res 

when he suggests that 'mean comparison procedures may be fol lowed by more 

detai led comparisons l ike Scheffe , Tukey , Dunn . . .  to dete rmine  e xactly where 

any s ign ificant d i fferences may be located'. 

lt was possib le to calculate mean frequ encies for the metacog nitive , cog n itive and 

affective strategy use measures  which are in the form of o rdered catego rical data 

and for which the rank scales are interval- l ike .  The mean frequencies cou ld then 

be re lated back to the o rig inal response scale (5=very often ,  4=often ,  

3=somet imes,  2=rarely ,  1 =never). A s imi lar i nterpretatio n  of frequency measures 

was made by H uang and van Nae rsse n ( 1 987) , Politzer (1 983) and Pol itze r and 

McG roarty ( 1 985) . 

However, s ince the social strategy use scale i s  a categorical scale (5=very often ,  

4=often ,  3=sometimes ,  2=rare ly ,  1 =never, O=no opportun ity) analysis o f  the 

i nf luence of mode of study o n  SSU was confi ned to a com parison of the 

responses of c lassroom and d istance learners on quest ions about their use of 

question ing and co-ope rat ion.  
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To sum marise , the pri ncipal techniques used to analyse the questio nnai re data 

were ( i )  canonical variate analysis (CVA) , ( i i )  u nivariate analysis of variance 

(ANOVA) and ( i i i )  comparison of means (Du ncan's m u lti p le range test) , all of 

which we re performed using SAS (1 989) software . 

4.2 M ETACOG NITIVE STRATEGY USE 

4.2.1 Frequency of Metacognitive Strategy Use 

Descriptive statistics concerning the frequency of reported MSU for the e nti re 

sample of underg raduate foreign language learners are presented i n  Table 4. 1 . 

Table 4 . 1  
Frequency of Metacog nitive St rategy  Use 
(Means and Standard Deviations  N=41 7) 

Strategies Mean S . D .  

Advance Organisat ion 4.06 0 .97  
Selective Atte ntion 3 .28 1 .09 
Di rected Attention 3 .47 1 . 09 
De layed Product ion 3 .74 1 . 1 2  
Self-manageme nt 3 .65 1 .26 
P roblem Identificat ion 3 .86 0 . 94 
Self-monitoring 4 .02 0 .94 
Self-evaluation 4 . 1 6 0 .99 
P riorities 3 .27 1 . 1 4  
Revision  3 . 1 5  0 .99 

The mean responses were related back to the fo l lowing freque ncy values : 5=very 

often ,  4=ofte n ,  3=sometimes, 2=rarely, 1 =never. They i ndicate that u nde rg raduate 

foreign language learners make frequent use of metacogn itive strategies.  The 

most freque nt strategies re late to the three d imensions  of metacog nitio n :  planning 

(advance o rganisat ion) , monitoring (se lf-mon itoring )  and evaluation  (self­

evaluation) .  The mean respo nse for these three strategies relates to the category 

'often ' .  Revisio n  is the least used metacogn it ive strategy for language learners 

with the mean score rep resenti ng a response close to 'someti mes' . 
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4.2.2 Inf luences on Metacognitive Strategy Use 

CVA was used in  order  to assess the degree of re lationsh ip between variables 

re lati ng to the learn ing context ( mode of study, TL, level of study ,  language use 

opportu n it ies) and the measures of m etacog nitive strategy use (MSU) .  

The fi rst re lationship to be exam ined was that betwee n  mode of study and the 

MSU m easu res. CVA was pe rfo rmed on the data and a p lot of the canonical 

variate sco res was obtai ned ( Figu re 4 . 1  ). The plot indicated that classroom and 

distance learners are separated  acco rding to the ir  use of metacog nitive strategies 

along the X-axis , that is ,  the axis rep resenti ng the f irst canonical variate. 

S imi lar procedu res were used to obtain p lots to exami ne the re lationsh ip between 

the TL and MSU measure s ,  between level of study and MSU measu res and 

between language use opportun it ies and MSU measu res.  An examination of the 

plots revealed that the TL appeared  to have some i nf luence on MS U ,  thoug h this 

was not so marked as the i nf luence of mode of study. 

A s im i lar set of six canon ical variate analyses was performed between the 

variables re lating to learn e r  characteristics (age ,  gender, proficie ncy, prior  TL 

experience , experience i n  the learn i ng of other lang uag es and motivation) and the 

MSU variables. Again ,  p lots of the canonical variate scores we re obtai ned . The 

s ix p lots were examined to see whethe r learners were diffe rentiated on  the MSU 

measu res according to the  learner characteristic variables .  The clearest i nf luence 

o n  MSU fro m this set of analyses was the age of subjects (Figu re 4 .2 ) .  
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Findings from the set of  canonical variate analyses i ntroduced i n  th is sect ion are 

sum marised i n  Table 4 .2 .  Overal l ,  an exami natio n  of the p lots revealed that 

learners were maxi mal ly separated i n  thei r MSU accord ing to mode of study 

(Figure 4. 1 )  and age (Figu re 4 .2) .  Profic iency and the TL also exe rted some 

i nf luence on the separatio n  of language learners on  MSU measu res (ranked th i rd 

and fou rth i n  terms of i nf luence) .  There were lesser effects fo r prior  TL 

experience. Learners we re not differe ntiated i n  thei r MSU accord ing to thei r level 

of study, language use opportun it ies, gender, expe rience in the learn ing of other 

languages or  motivat ion .  

Table 4 .2 
I nf lue nces o n  Metacognitive Strategy Use 

( In Rank Order  of Importance) 

Learn ing 
Co ntext 
Variables 

Learner  
Characteristic 
Variables 

Mode of Study 
Target Language 
Leve l of Study 
Language Use Opportu nities 

Age 
Gender 
Proficie ncy 
Prio r  Target Language Experience 
Other  Lang uage Learn ing 
Motivat ion 

1 
4 

2 

3 
5 

Note: little or no i nf luence by a variable on MSU meas u res is indicated by - . 

To evaluate the s ign i ficance of the fi rst canonical variate scores used to produce 

the plot in Figu re 4 . 1 , F values were obtai ned th roug h analysis of variance 

(ANOVA) . The results ,  F=78.92 (1 ,41 1 ) , p<.0001 i ndicate that the separat ion of 

classroom and distance learners on  MSU measures as displayed i n  Fig u re 4. 1 

is  s ign i ficant. 
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F values were also o btai ned through ANOVA to test the s ign ificance of the fi rst 

canonical variate sco res displayed in Fig u re 4 .2  re lating to the i nf luence of age 

on  M S U .  Agai n ,  sig nificant values were o btained : F=1 7 .6 1  (5,406) , p<.000 1 . 

Fu rther  analyses of the relat ionship betwee n mode of study and MSU measu res 

(sect ion 4 .2 .3) and between age and MSU measu res (section 4 .2 .4 )  we re then 

carried out .  

4.2.3 The Influence of Mode of Study on MSU Variables 

I n  o rder  to dete rmine which strateg ies among the te n variables of MSU are 

opti mal in distingu ishi ng between the two g roups of classroom and distance 

learners ,  as displayed i n  Figure 4 . 1 , standardised coefficients and co rrelation 

coefficie nts were obtai ned. As Rencher (1 992 :224) points out ,  i n  CVA 

' interpretat ion is aided by the use of standardised coefficie nts si nce they provide 

mu ltivariate i nformation about how the variables contribute joi ntly to the 

separat ion of g rou ps' . Correlation coefficients are also usefu l .  They ran k  the 

variables i n  order of the i r  individual co ntributi on to the separat ion of g roups. 

The coefficients l isted in Table 4 .3 re late to the fi rst cano nical variate which 

accou nts for al l  the variation represented i n  the plot in  Fig u re 4 . 1 . This variat ion . ­

occurs a long the horizo ntal , fi rst canonical variate axis .  



Table 4 .3 
Standardised Coefficie nts and Corre lation Coefficients for MSU Variables 

Mode of Study as G ro u ps 

Standardised Corre lation 
Strategy Coefficie nts Coefficie nts 

Advance Organisation .50 .60 
Selective Attention - . 1 6  . 1 9  
Di rected Attention . 1 2 . 37 
De layed P roduction .07  .22 
Self-manage ment .70 .72 
Problem Identification - . 1 0 .08 
Self-monitori ng - . 1 1 . 2 1  
Self-evaluation . 2 1  .37 
Priorit ies - .3 1  - .0 1  
Revis ion .38 .53 
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Inspecti on of the standardised coefficie nts i ndicates that a combi nat ion of th ree 

strateg ies i nf luences the separation of c lassroom and distance learners :  self­

manag e ment ( .70 ) ,  advance o rganisatio n ( .50) and revis ion ( .38) .  

An exami nation o f  t h e  corre lation coefficients reveals that t h e  same th ree 

strategies also , i ndependently of each other, s e rve to differentiate between 

classroom and distance learners :  se lf-management ( .72 ) ,  advance o rgani sation 

( .60) and revision ( .53) .  
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Response frequencies for the three key metacogn itive variables which maxi m ally 

separate classroom and d istance learners were obtained. These are displayed 

in Figu res 4 .3 ,  4 .4  and 4 .5 .  
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The respo nses of classroom (N=1 43) and d istance (N=274) learners according 

to thei r use of se lf-management are presented in  Fig .  4 .3 .  This i l lust rates the fact 

that distance learne rs 'very often' e mp loy self-manage ment in  the i r  language 

learning whi le the most frequent response for c lassroom learners is that they 

'someti mes' use th is  strategy. 
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F ig .  4 .4  shows the response of c lassroom and d istance learners i n  terms of the i r  

use of advance o rg an isation .  C lassroom learne rs respond in  a lmost equal 

numbers to the catego ries of 'so meti mes' 'often' and 'very often' wh i le  the most 

frequent response for d istance learners is 'very ofte n'. 
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Fig . 4 .5  i l lustrates the response to the th i rd strategy,  revisio n ,  which contributes 

to a sig nificant difference betwee n  classroom and d istance learners i n  terms of 

MSU . Classroom learners tend to respond at the lower end  of the frequency 

scale whi le  the distance learners respond towards the hig her  end of the scale .  
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Fig u re 4.5 

Thus three metacogn itive strategies we re identified which account for the 

separation of classroom and distance learners in the fi rst p lot (Figu re 4. 1 ) .  

Section  4 .3 is devoted to further analysis of the re lationship betwee n  mode of 

study and metacog nition  in language learn ing .  The next sect ion deals with the 

second main i nf luence on  MSU , namely the age of learners.  



1 03 

4.2.4 The Influence of Age on MSU Variables 

Figure 4 .2  i ncluded i n  section 4 .2 .2 presented a visual i nterpretation of the 

separat ion of learn e rs of different age g roups accordi ng to the ir  MSU .  

CVA was performed t o  identify the inf luence o f  particu lar metacog nitive variables 

on the separation of the age g roups. Correlat ion coefficients and standardised 

coefficie nts for the fi rst two canonical variates are presented in Table 4.4.  The 

fi rst canon ical variate extracts 60% of the variatio n  i n  the data and the second 

can onical variate e xt racts 26% of the vari atio n .  Together ,  the two cano n ical 

variates accou nt for 86% of the variatio n  in the data represe nted i n  the second 

plot (Figure 4 .2) .  I n  i nterpret ing Fig u re 4 .2  it is evident that the dispersal of 

learne rs accord ing to age g roups occu rs mostly along the horizontal axis. Whi le 

the re is  apparently some variat ion (26%) along the vertical axis ,  no clear overal l 

pattern emerges for the dispe rsal of age g roups along the ve rtical axis (seco nd 

canonical variate ) .  This is another i ndicator that the fi rst cano nical variate is the 

most i mportant rep rese ntation of the variat ion in the data. 

Table 4 .4  
Standardised Coefficients and Corre lation  Coefficients fo r  MSU Variables 

Age of Learners as G roups 

First Canonical Variate Second Canonical Variate 

Standardised Correlation Standardised Correlation 
Strategy Coefficients Coeff icients Coefficients Coefficients 

Advance Organisation .24 .44 - .03 .08 
Selective Attentio n - . 1 0 .20 .01 . 1 2  
D i rected Attention .09 .34 .45 .34 
Delayed Production .27 .41  - . 1 5  -. 1 7  
Self-management .76 .81  - .47 - .25 
Problem Identification . 1 5  .31 - .09 -.04 
Self-monitoring .03 .33 .66 .42 
Self-evaluation .20 .33 -.45 -.04 
P riorit ies - . 1 8  - .07 - .34 - . 1 9  
Revision .22 .38 . 63 .54 
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The standardi sed coefficie nts for the fi rst canonical variate reveal  that se lf­

management ( .76) makes the pri nci pal contri butio n  to the separat ion of learne rs 

acco rd ing to the i r  age .  The other strateg ies which contri bute joi ntly to the 

separation  of learne rs by age are de layed product ion ( .27) , advance organ isat ion 

( .24) and revis ion ( .22) .  

When we consider the i ndividual contri bution of metacog n itive variab les by 

referring to the co rre lat ion coefficients the most s ignificant one is  agai n se lf­

management ( .81  ) .  Advance organisation ( .44) , de layed production  ( .4 1 ) and 

revis ion ( .38) contri bute i ndividually to the separation  of learners by age g roups 

represented in Figu re 4 .2 .  

For the second canonical variate ,  se lf-monitori ng  and revision  are the key 

strategies and they are i mportant both joi ntly and individual ly .  The strateg i es 

identif ied throug h the second canon ical variate can explai n a much smal ler  

perce nt of the variation  than those in  the fi rst cano n ical variate. 

To summarise then ,  se lf-management makes the major contri bution  to the 

separatio n  of learners according to their age g roups as shown in Fig u re 4 .2 .  

Table 4 .5  presents the mean sco res fo r  the  five m etacog n itive strategies which 

maxi mal ly di sti ngu ish learners i n  diffe re nt age g roups :  self-manageme nt ,  advance 

o rganisati on ,  de layed production ,  revision  and se lf-monitori ng.  

Table 4 .5 
Mean Sco res for Use of  Metacognitive Strategies by Age G roups 

Age Groups 

Strategy <21 2 1 -30 3 1 -40 41 -50 5 1 -60 >60 

Self-manag ement 3.02 3.48 4.07 4. 1 6  4 .20 3 .57 
Adv. Organisat ion 3 .88 3.93 4 .2 1  4.32 4 .08 4 .42 
De layed P roduct ion 3.50 3 .60 4 .07 3.83 3 .83 4 .2 1  
Revis ion 2 .89 3 . 1 5  3 .08 3.42 3 .33 3 .85 
Self-mon itori ng 3.80 4 .07 4 .00 4 .31 3 .9 1  4 .28  
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Perusal of Table 4.5 reveals that the t rend is for the frequency of MSU to 

i ncrease steadi ly with age ,  thoug h there are som e  f luctuat ions in this pattern ,  

particu larly with i n  the h igher  age g roups. 

As noted in section 3 .2 .2 ,  distance learners are mostly over 2 1 , while classroom 

learners are largely u nder  2 1 . Thus,  i n  order to be able to i nterpret accu rately the 

resu lts in Table 4.5,  i t  is necessary to check fo r i ncreases i n  MSU accordi ng to 

age with in  the two popu lat ions of classroom and distance learners .  To this end 

two sets of mean scores fo r MSU accord ing to age we re obtained :  one for 

classroom learners ,  the  other for distance learn e rs.  

The resu lts for classroom learners are presented in Table 4.6 .  

Table 4 .6  
Mean Scores for Use o f  Metacognitive Strategies by  Age G roups 

Classroom Learne rs 

Age G roups 

Strategy <2 1 2 1 -30 3 1 -40 4 1 -50 
N=84 N=43 N=9 N=5 

Self-manage me nt 2 .91  3 . 1 8  4 .22 4 .40 
Adv. Organisation 3 .77 3 .65 3.55 4.20 
Delayed P roduction 3.47 3 .69  4 . 1 1 4 .40 
Revision 2 .76 2 .83 3 .22 3 .40 
Self-monitoring  3.83 4 .07 3.77 4 .20 

Perusal of the fig u res  i n  Table 4 .6 reveals that classroom learners disp lay steady 

increases in MSU with age, particularly fo r se lf-manageme nt ,  delayed producti on ,  

revis ion and self-mon itoring .  

Mean frequencies for the use of metacognitive strategies by d istance learn e rs of 

differe nt age g roups are presented i n  Table 4 .7 .  



Table 4 .7 
Mean Scores for  U se of Metacog n it ive Strategies by Age Groups 

Distance Learners 

Age G roups 

Strategy <21 2 1 -30 3 1 -40 41 -50 5 1 -60 >60 
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N=22 N=73 N=74 N=68 N=24 N=1 4 

Self-management 3.54 3.64 4 .06  4. 1 4  4 .20 3 .57 
Adv. Organisat ion 4.27 4.08 4 .3 1  4.33 4 .08 4 .42 
Delayed P roduction  3 .72 3 .53 4 .08 3 .79 3 .83 4 .2 1  
Revis ion 3 .45 3 .30 3 .08 3.42 3 .33 3 .85 
Self-mon itoring 3.63 4.06 4 .04 4.32 3 .9 1  4 .28 

Perusal of  Table 4.7 i ndicates that i ncreases i n  MSU with ag e are not  so evide nt 

fo r d istance learners as for classroom learners. There are a numbe r of 

f luctuations to the pattern of the i ncreasing frequ e ncy of MSU.  However, overall 

the tendency is  for o lder learners to make g reate r use of metacog n itive 

strategies,  particu larly fo r self-management and self-mo nitori ng .  

To su m marise , MSU i s  i nfluenced by age ,  particularly with regard to the se lf­

manag ement strategy ,  i rrespective of mode of study. The separat ion of learners 

on  MSU variables by age g roups was presented in  Figu re 4.2 .  What is  not 

i ndicated by CVA however, is whether  the d ifferences in MSU are more marked 

between some age g roups than others.  The rest of this sect ion is devoted to 

locat ing the most marked diffe rences betwee n  particu lar age g roups o n  MSU 

measures. 

Perusal of the means prese nted earl ie r  i n  Tab le 4.6 suggests that the mai n 

separatio n  for learne rs i n  te rms of MSU occurs between the u nder th i rty and the 

over th i rty age g roups .  To determine  exact ly where the sig n ificant differences 

between the age g roups are located ,  Duncan's mu lt iple-range test (alpha=0 .05) 

was applied to the f i rst canon ical variate. The resu lts are presented in Table 4.8 .  



Table 4 .8  
Duncan's Test for Comparison of Means 

Age G roups for the Fi rst Canonical Variate 

Du ncan 
G roup ing 

A 
A 
A 
A 
B 
B 

Mean 

.59 

.52 

.39 

.35 
- .26 
- .57 

N 

72 
1 4  
82 
24 
1 1 5 
1 06 

Age G roup 

41 -50 
>60 

31 -40 
51 -60 
21 -30 
<21  
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In  Table 4 .8 ,  age g roups with the same lette r have means which are not 

sig n i ficantly different .  lt is evident the n  that there is a statistically sig nificant 

diffe rence o n  MSU m easu res between the learners who are u nder th i rty and the 

rest of the popu lation .  Figure 4.6 shows the separation of the u nder  thi rty and 

ove r th i rty age g roups in te rms of MSU .  CVA i ndicated that this separat ion can 

be large ly attributed to the use of the self-manag e ment strategy. 

4.2.5 Summary 

Mode of study and the age of learne rs were found to be the pri ncipal i nf luences 

on M S U  m easu res.  C lassroom and distance learners we re differe ntiated i n  terms 

of the i r use of se lf-management, advance org anisation ,  revis ion and self­

monitoring .  As far as the i nflue nce of age on  MSU variables was concerned,  the 

most marked separat ion between age g roups occu rred for learners under  th irty 

and over  th i rty, i rrespective of mode of study. Differences i n  MSU acco rd ing  to 

age were related to the  use of self-manag ement ,  de layed productio n ,  advance 

organ isation  and revis ion.  The tende ncy was for the frequency of use of these 

metacog n it ive strateg ies i ncreased with age.  
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4.3 I NTERACTION O F  VARIABLES WITH MODE OF STU DY AND MSU 

Havi ng establ ished the i n fluence of mode of study on MSU ,  the next stage was 

to determine which vari ables i nteract with mode of study to contribute to the 

differences i n  MSU . That is ,  to discover any further  characte ristics of learners 

who show a marked diffe rence i n  MSU accordi ng to mode of study. 

Te n sets of CVA we re perfo rmed in  which mode of study was co mbined with 

each of the learn ing  co ntext and learner  characteristic variables. P lots of the 

values of the canonical variate scores were obtai n ed to aid i n  the i nterpretat ion 

of the fi ndi ngs.  Analysis of the p lots revealed that four variables i nf luenced the 

separat ion between classroom learners and distance learners on  MSU measures. 

These were the leve l of study , proficie ncy , the TL and prior expe rience in learning 

the TL. 

Listed be low are the values for each of the key variables which appear to further 

i nf luence the separatio n  of classroo m and distance learners on  MSU measu res. 

Level of study, for example, is represe nted by th ree values: 1 00-leve l ,  200-level ,  

300- leve l . 
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Table 4 .9 
Values  for Variables I nteract ing with Mode of Study and MSU Variables 

Variable Value 

Leve I of Study 1 00-level 
200-leve l 
300-leve l 

Proficiency 'A' 
' B' 
'C' 
' D' 

Targ et Language French 
German 
Japanese 
Chi nese 

P ri o r  TL Expe rie nce Yes 
No 

Further  canonical variate analyses we re performed to ide ntify which of the above 

values maxi mises the  difference between classroom and distance learners for the 

MSU measures. 

4.3.1 Level of Study 

As indicated in  Tab le 4 .9 ,  there are th ree values for the leve l of study variable .  

CVA was performed to determine at which leve l of study , classroom and d istance 

learners were maxi mal ly separated in terms of the i r MSU .  An analysis of the p lots 

of the canon ical variate scores revealed that the g reatest diffe rence occu rred at 

the 200-level (Figu re 4. 7) . A l l  the variation  between the two g roups is captu red 

by the fi rst canon ical variate , that is ,  along the horizontal axis .  This is true for al l  

the analyses presented in the remai nder of the chapter. 
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The standardised coeffic ients and corre lat ion coefficie nts presented i n  Table 4. 1 0  

show the contributi on of each of the ten m etacognitive strategies to the 

separat ion of c lassroom and distance learners at the 200-leve l .  The sig nificance 

of the canon ical variate sco res was evaluated usi ng the F d istribution  obtai ned 

through AN OVA: F=43 .90 ( 1 , 1 1 2) ,  p<.000 1 . 

Table 4 . 1 0  
Standardised Coefficie nts and Co rre lation  Coeffic ients for MSU Measu res 

200-level Classroom and Distance Learners as Groups 

Strategy Standardised Corre lation  
Coefficie nts Coefficients 

Advance Organisation  .9 1  . 84 
Selective Atte ntion - . 1 3 . 1 3  
Di rected Attention .35 .47 
De layed P roduction . 1 2 .24 
Self-manage ment . 1 5 .44 
P roblem Ide ntification  .05 .24 
Self-monitori ng - .05 .28 
Self-evaluatio n  . 1  0 .48 
Priorities . 0 1  .23 
Revision  .29 .49 

An  analysis of the coefficients i n  Table 4 . 1 0  reveals that the key strategies 

i nfluencing the separat ion of classroom and distance learners both separately and 

jo intly at the 200- leve l are advance organisatio n ,  revision ,  se lf-evaluatio n ,  d i rected 

atte ntion  and se lf-management .  The larg e  coefficients fo r the advance 

o rganisat ion strategy ( .91 , .84) show the h ig h contri bution it makes to the 

separation  of learn e rs in the p lot (Figu re 4.7) . 
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Figu re 4 . 8  presents a comparison of mean strategy use fo r the five key MSU 

measures for classroom and  distance learners at the  200- leve l .  
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In each case d istance learners make more frequent use of metacogn itive 

strateg ies than classroom learners.  The g reatest differences occur for the use of 

advance o rganisation .  
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4.3.2 Proficiency 

Four  valu es for proficie ncy , as presented i n  Tab le  4 . 1  0 ,  we re tested us ing CVA 

to determine thei r co ntribution to the separat ion of  classroom and distance 

learners on MSU measu res. An analysis of the p lots of canonical variate scores 

revealed that the maximum contrast between classroom and distance learners 

occu rred for those who achieved a proficiency g rade of 'B' .  The resu lts are 

displayed i n  Figu re 4 .9 .  

Standardised and corre lat ion coefficients were obtai ned and are l isted in  Table 

4. 1 1 .  

Table 4 . 1 1 
Standard ised Coefficients and Corre lation  Coeffi cients fo r MSU Variables 

G rade 'B' Classroom and Distance Learners as G roups 

Standardised 
Strategy Coefficie nts 

Advance Organisat ion .58 
Selective Attention .04 
Di rected Attent ion . 1 8 
Delayed P roductio n  - . 1 8  
Self-management .57 
Problem Identificat ion - . 1 2 
Self-mon itoring . 1 4 
Self-evaluat ion - . 0 1  
Priorities - . 1 0 
Revisio n  .39 

Correlation  
Coefficie nts 

. 7 1  

. 43 

.55 

.06 

.67 

. 1 8 

.29 

.37 

. 2 1  

. 62  

The  coefficients i ndicate that t he  separation  represented i n  Fig u re 4.9 can be 

accou nted for by three metacogn itive strateg ies ,  wh ich operate both i ndividual ly 

and jo i ntly towards th is  separat ion .  The key strateg ies are advance o rganisati on ,  

self- management and revision .  The standardised coefficients reveal that the jo int 

contribut ion of advance organisat ion and self-management is  vi rtual ly equal .  

ANOVA performed on the cano nical variate scores revealed that the separat ion 

of g rade ' B' c lassroo m  learners from g rade 'B '  distance learners on MSU 

measu res i s  h igh ly s ig nificant : F=46.63 ( 1 , 1 30) , p<.000 1 . 
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A comparison of the use of the th ree key strategies responsible for th is 

separat ion i s  presented in Figure 4.1  0 .  

A Com pa rison of Metacog nitive Strategy Use 
G ra de 8 Class room a n d  Distan ce Learners 
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Figure 4. 1 0  



1 1 7 

4.3.3 Target Language 

I n  terms of the i nf lue nce of the TL on MSU, the most marked effects take p lace 

when the TL is Japanese.  The resu lti ng separatio n  of classroom and distance 

learners is d isplayed i n  Figure 4 . 1 1 .  

The standardised and co rre lation coefficie nts presented i n  Table 4 . 1 2  reveal that 

th ree strategies are p ri ncipal ly responsible for the separation displayed i n  Figu re 

4. 1 1 :  advance organisation ,  se lf-manage ment, and revis ion.  The contribution 

made by the advance organisation strategy e xceeds that made by other 

metacog n itive strategies. 

Table 4 . 1 2 
Standardised Coefficients and Corre lati on Coefficients for MSU variables 

Classroo m  and Distance Learners of Japanese as G roups 

Standardised Co rre lat ion 
Strategy Coefficients Coefficients 

Advance Organisat ion .80 . 8 1  
Selective Atte ntion - .25 . 1 4 
Di rected Attention .29 .44 
Delayed Production .05 . 1 6 
Self-man agement .37 .59 
Prob le m Ide ntificat ion - . 1 4 . 1 2 
Self-mon itoring - . 1 3 . 23 
Se lf-evaluation .06 .29 
Priorities  - .3 1  .00  
Revis ion .38 .50 

The sig n ificance of the canon ical variate scores was evaluated us ing the F 

d istribution  obtai ned throug h AN OVA: F=52.03 ( 1 , 1 56) ,  p<.000 1 .  
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A comparison of the use of the th ree strategies which diffe re ntiate classroom 

learne rs of  Japanese from distance learners of  Japanese is presented i n  Fig u re 

4. 1 2. 

A Co m pa rison of Metacognitive Strategy Use 
Classroom a nd Distance Lea rn ers of Japanese a s  Groups 
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4.3.4 Prior Target Language Experience 

Classroom and d istance learners who had no prior  experience in the TL before 

en ro l l i ng i n  a langu ag e  cou rse at Massey U nive rsity were maxi mal ly disti ngu ished 

in  terms of their MSU.  This separation is prese nted i n  Figu re 4 . 1 3 .  

Table 4 . 1 3 
Standardised Coefficients and Corre lation Coefficients fo r MSU Variables 

Classroom and Distance Learners with No P rior  TL Experie nce as G roups 

Standardised Corre lat ion 
Strategy Coefficie nts Coefficients 

Advance Organisation .41  .57 
Selective Atte ntion - .04 .23 
Directed Attention .4 1  .49 
De layed Production .23 .35 
Self-management .70 .76 
P rob lem Identification - . 28  - . 1 5 
Self-monitoring  - .0 1  . 1 4 
Self-evaluation - .08 . 1 9 
P rio rities - .33 - .07 
Revis ion . 27  . 38 

The standardised and co rre lation coefficients p resented in  Table 4 . 1 3  reveal that 

th ree strateg ies co ntribute to the separat ion displayed i n  Figu re 4 . 1 3 : self­

management,  advance organisat ion and di rected atte ntion .  I n  th is  case the 

g reatest joi nt ( .70 )  and i ndividual ( .76) co ntribution is made by the self­

manag ement strategy. 
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A comparison of the use of these three strateg ies by classroom learners and 

distance learners with no prior  TL expe ri ence is presented i n  Figure 4 . 1 4. 

A Co m pa rison of Metacog nitive Strategy U se 
Classroom and Dista nce Lea rners with No Prior TL Experience 
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Refe rring to Figu re 4. 1 4  it i s  evident that d istance learners with no prior 

expe rience of the TL used se lf-management strategies 'often ' ,  whi le  classroom 

learners used them 'somet imes' .  Difference also occu rred i n  the use of advance 

o rganisation and d i rected attention between the two g roups according to mode 

of study. 

F values were obtai ned th rough ANOVA performed o n  the canon ical variate 

sco res. They were found to be sig n ificant at the .0001 level :  F=59.51  ( 1 , 1 24) , 

p<.0001 . 
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4.3.5 Summary 

CVA revealed that mode of study had the g reatest effect on the MSU of 

underg raduate fo re ign language students. The key strategies  contri buti ng to the 

separat ion of c lassroom and distance learners were the use of se lf-management 

and advance o rganisation ,  and to a lesse r extent revision .  

The d iffere nces betwee n classroo m  and distance learners i n  te rms of  the i r  MSU 

were part icularly notable in  four  ci rcu mstances:  fi rstly whe n  language learn ing 

took p lace at the 200- leve l ,  secondly when the TL was Japanese , th i rd ly fo r 

learners who ach ieved a proficie ncy level of 'B' and fi nally whe n  learners had no 

prior experience of the TL befo re e n ro l l ing i n  the university language courses. I n  

the fi rst th ree sets of ci rcu mstances the strategy wh ich had the g reatest impact 

on  the  diffe rentiat ion of classroom and distance learners was the use of advance 

organisatio n .  When learners had no prior  experience of the TL, classroom and 

distance learners were maximal ly separated in terms of thei r  use of se lf­

manag e ment .  
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4.4 COG NITIVE STRATEGY USE 

4.4.1 Frequency of Cognitive Strategy Use 

Table 4 . 1 4 l i sts descriptive stat istics for the cog nitive strategy use (CSU) 

measures for the underg raduate languag e  l earners i n  th is study. 

Table 4 . 1 4 
Frequency of Cogn itive Strategy Use 

(Means and Standard Deviat ions N=41 7) 

Strategies 

Repetition 
Resourcing 
G roupi ng 
N ote-taki ng 
Deduction 
Substitution 
E laboration- I magery 
Visualisation 
E laboration-World 
E laboration-Parts 
Contextualisation 
S u m marisation 
Translat ion TE 
T ranslat ion FE 
l nferenci ng 
Transfer 
Rehearsal 

Mean 

3 .94  
4 .2 1  
2 .93  
3.42 
3.55 
4 .00 
3 .48 
3 .60 
3 .54 
3 .93 
3.05 
3 .28 
3 . 84 
3 .68 
4 . 42 
4 .02 
2 .99 

S .D .  

. 9 1  

.94 
1 .09 
1 . 1 0  

.98 

.94 
1 .26 
1 . 1 2  
1 .09 

.93 
1 .02 
1 . 1 0  

.99 
1 . 1 0  

.72 

.94 
1 . 1 6  

Refe rri ng to Table 4. 1 4 , the four  most frequently used cog n itive st rategies are 

infe renci ng , resou rci ng , transfer and substitut ion .  The mean respo nse for these 

strategies re lates closest to the category of 'often ' .  The least used st rategi es are 

rehearsal and g roupi ng which are used l ess than 'sometim es' . 
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4.4.2 Influences on Cognitive Strategy Use 

I n  order to assess the re lationship between variables re lat ing to the context of 

learn ing and CSU , CVA was used. The procedu re was identical to that described 

in the opening parag raphs of section 4 .2 .2 .  When p lots of the canonical variate 

scores were obtai ned , there was some separat ion on CSU measures according 

to mode of study. A less marked separation occu rred whe n  the i nf luence of the 

TL and the level of study were considered. Learn e rs were not differe ntiated in 

their  CSU according to the ir  language use opportun ities. 

A si mi lar procedure was fol lowed to assess the re lationsh ip  betwee n  the learner 

characteristic variables and CSU. The most marked separation of learners 

occurred i n  terms of the i r  prior  TL experience. N o  effects were fou nd for the 

variables of age ,  gender, proficie ncy , other language learn i ng or  motivation .  

The resu lts of the analyses o f  t he  plots appear i n  Tab le 4 . 1 5. 

Table 4. 1 5  
I nf luences on  Cognitive Strategy Use 

( In Rank Order of I mportance) 

Learn ing 
Context 
Variables 

Learner  
Characteristic 
Variables 

Mode of Study 
Target Language 
Leve l of Study 
Language Use Opportu nities 

Age 
Gender 
P roficiency 
P rior  Target Language Experience 
Other  Language Learn ing  
Motivation 

2 
4 
3 

1 

The two most important variables, i n  terms of the i r  influe nce on CSU measu res,  

namely prior  TL experience and mode of study, were then se lected for further 

analysis. 
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4.4.3 The I nf luence of Prior TL Experience on CSU Variables 

Fig ure 4. 1 5  displays the separatio n  of learners with and without prior  TL 

experie nce acco rding to their CSU.  

I n  o rde r to  assess the  sig n i ficance of  the  canonical variate scores ,  F values were 

obtained through  ANOVA: F=64.86 ( 1  ,41 1 ) ,  p<.000 1 . 

The next stage was to ide ntify wh ich cog nitive variables contri bute to the 

separat ion in Fig u re 4. 1 5 .  Standardised coefficie nts and corre lation coefficients 

were obtai ned and are l isted i n  Table 4. 1 6 . 

Table 4 . 1 6  
Standardised Coefficients and Corre lation Coefficients for CSU Measu res :  

P rior  TL Experience as G roups 

Strategy 

Repetition  
Resourcing 
G rouping 
Note-taki ng 
Deduction  
Substitution  
E laboration- I magery 
Visualisation  
E laboration-World 
E laboration-Parts 
Contextualisatio n  
Summarisat ion 
Translation  TE 
Translation  FE 
l nfere nci ng 
Transfer 
Rehearsal 

Standardised 
Coefficie nts 

- .06 
.61  

- .24 
. 1 2 
.3 1  
.29 

- .20 
.09 
. 2 1  

- .23 
. 1 1 

- . 1 6 
- .25 
- .25 
. 08 
.04 

- .25 

Correlat ion 
Coefficients 

.04 

.54 
- . 1 7 
.07 
.23 
.53 

- . 1 3 
.08 
.25 

- .20 
. 1 5 

- .22 
- .39 
- .42 
.09 
. 1 1 

- .24 
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Perusal of t he  coefficients i n  Table 4 . 1 6 i ndicates that the two main cog n itive 

variables which contribute individual ly and jo intly to the separat ion of the g roups 

i n  Figure 4. 1 5  are resou rcing and substitution .  There is also a jo int contribution 

made by deduction ( .31 ) ,  though i ndividual ly this strategy is not important. 

Relatively h ig h coefficients appear for trans lat ion both to and fro m E ng l ish .  The 

translation  strateg ies have negative values for both the standardised coeffici ents 

(- .25) (- .25) and for the corre lation coefficients (- .42) (- .39) . Th is i ndicates that the 

use of translation  both to and from E ng l ish contributes to the separation of 

learners acco rd i ng to prio rTL experience , but that the contribut ion operates in the 

opposite di rection  to that of strateg ies such as resourcing and substitution .  This 

can be seen by referri ng to Figure 4 . 1 6 . 

5 

4 
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2 
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Figure 4.1 6 
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Figu re 4 . 1 6 reveals that learners with prior  experie nce of the TL make more use 

of resou rcing and substitution than do learners without such experience. On the 

other  hand they make less use of translat ion ,  both to  and from E ng lish ,  than do 

learners with no p rio r  experie nce of learni ng the  TL before e n ro l l i ng i n  the 

unive rsity language cou rse.  

4.4.4 The Influence of Mode of Study on CSU Variables 

I n  sect ion 4 .4.2 the i nf luence of mode of study o n  CSU was investigated and 

some separation of c lassroom and distance learn e rs was found .  This is  displayed 

in  Figure 4. 1 7. 

From a comparison of Figure 4. 1 (present ing the influence of mode on MSU 

measures) and of Figu re 4. 1 7  (showing the i nfluence of mode on  CSU 

measures) , i t  can be seen that the i nf lue nce of mode of  study is more marked for 

MSU than fo r CSU . This is also i ndicated by the fact that the means on the fi rst 

canonical variate are fu rther apart fo r the i nf lue nce of mode on MSU measures 

than for the means re lati ng to the i nf lu ence of mode on CSU measures .  A 

comparison of the means is prese nted i n  Tab le 4 . 1 7 . 

Table 4 . 1 7 
Class Means on Canonical Variate One 

MSU Measures and CSU Measu res 

Mode of Study 

C lassroom 
Distance 

MSU Measu res CSU Measu res 

- .6 1  - .56 
.3 1  .28 

To evaluate the s ignif icance of the fi rst canon ical variate scores F values were 

obtained through  AN OVA: F=64.86 (1 ,41 1 ) ,  p<.000 1 . 
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I n  order  to discover which set of cog nitive variables is influenci ng the tendency 

for c lassroom and distance learners to separate i n  Figure 4 . 1 7 ,  standardised 

coefficients and correlation coefficients were obtained. These coefficie nts appear 

in Table 4. 1 8. 

Table 4 . 1 8  
Standardised and Corre lation Coefficie nts fo r CSU Variables 

Mode of Study as G roups 

Strategy 

Repetition 
Resou rci ng 
G roup ing 
Note-taking 
Deduction 
Substitution 
E laboration- I magery 
Visual isation 
E labo ration-World 
E laboration-Parts 
Contextualisation 
Summarisation 
Translation TE 
Translation FE 
l nfere nci ng 
Transfer 
Rehearsal 

Standardised 
Coefficie nts 

. 36 

. 49 

. 1 6 

. 05 

.09 
- . 1 3  
- .04  
- .0 1  
.28  
.02 

- . 1 6 
. 0 1  

- . 1 1  
- . 07  
. 0 2  
. 3 7  
.32  

Corre latio n  
Coefficie nts 

.58 

.62  

.39  

.32  

.37 

.04 

.21  

. 2 1  

. 35 

.22  

. 1 1 

. 33 
- .05  
- .02 
. 20 
. 5 1  
. 4 6  

Referring to Table 4. 1 8 , three cogn itive strateg ies contri bute i ndividual ly and 

jo intly to the separation of classroom and d istance learners i n  Fig u re 4 . 1 7. These 

are resourcing , repetit ion and t ransfe r. 



1 32 

A comparison of mean frequencies of classroom and distance learn e rs for their 

use of these t h ree strategies is displayed in Figu re 4 . 1 8. 

0 

A Com parison of CSU Va ria bles 
Mode of Study as Groups 

B: 

XXX: 

• 

:s: 

Claun>om llstance ClaAroom Dt.tanc. Claaroom Distance 
R980urcing Repetition Tron�•r 

Fig u re 4.1 8 

The investig at ion of the inf luence of m ode of study on CSU measu res was 

fu rthered us ing procedu res ide ntical to those described i n  sectio n  4 .3 .  Th is was 

to discover i f  there were marked effects for  mode on CSU o nce the  inf luence of 

other variables,  such as prior  experi e nce , was taken i nto accou nt .  However, no 

fu rther marked separation of classroo m  and distance learners was fou nd. 



1 33 

4.4.5 Summary 

The g reatest i nflue nce o n  CSU measures for foreig n language learne rs proved 

to be prior  experience i n  learn ing the TL. When learners had no such prior  

experience they made g reater use of translation  and less use of  substitution and 

resourcin g ,  than did learners who had al ready learnt the TL before enro l l ing in the 

fo reig n language cou rse. 

Mode of study had less impact on  CSU measures than on  MSU measures.  

Differences on  CSU measu res according to mode of study we re dominated by 

the  use of resourci ng ,  repetit ion and transfer. 
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4.5 SOCIAL STRATEGY USE 

4.5.1 Frequency of Social Strategy Use 

As discussed in  section  4. 1 ,  the SSU scale is  a categorical scale, and thus it is 

not appropriate to o btai n statistics such as means and standard deviat ions from 

the scale .  A g raph ical representat ion of the frequency of use of the question ing 

strategy among the sample as a whole is presented in Fig u re 4 . 1 9 .  The most 

freque nt response categories we re 'sometimes' (26.9%), ' rarely' (22 .5%) and 'no 

opport u n ity' ( 1 8 .2%) . 
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Figure 4. 1 9  
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A display of the f requency of use of co-operat ion by foreig n language learners is 

presented in Fig u re 4.2Q. The co-operat ion strategy was used even less that the 

questioning strategy. The 'no opportu n ity' response was the most frequent and 

amou nted to 43.5 percent of the responses. The next most frequent responses 

we re 'sometimes' and ' rarely'. 
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Figure 4.20 
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4.5.2 Infl uences on Social Strategy Use 

Si nce the SSU scale is  a categorical scale as mentioned in  sect ion 4 . 1 , it was not 

appropriate to apply CVA to i nvest igate the re lationship betwee n  SSU and the 

learning  context variables or the learne r  characteristic variables in the study. The 

analysis of i nf luences on SSU was confi ned to an i nvestigat ion of the re lationship 

between m ode of study and SSU , and between the TL and SSU .  This was 

carried out fi rst ly through a comparison of the use of social strategies by 

classroom and distance learners displayed i n  frequency charts. 

80 

70 
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I) 
E 
� 
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� 30  

1 0  

0 
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1----- Cloasroom ---� ..___ ___ Dlstanee ----1 

Figu re 4.2 1 

The respon se frequencies displayed i n  Figu re 4.21 reveal that the  most frequent 

response by distance learners was that they did not have any opportunity to use 

the quest ion ing strategy. The next most frequent response categories were 

'rare ly' and 'someti mes'. The low p roportion of 'never' responses compared to 'no 

opportun ity' suggests that distance learners wou ld make use of social strategies 
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if they were avai lab le .  For classroom learners the  most frequent response was 

'someti m es' and most responses occu rred towards the h igher end  of the 

response scale. 

The response for the use of co-operat ion as a strategy in language learn ing is 

displayed in Figu re 4 .22.  
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The pattern is s im i lar to that for the question ing strategy , but diffe rences betwee n 

classroom and distance learners are more pro nou nced. For distance learners the 

most frequent response was 'no opportun ity', and th is was also the m ajority 

response. The most frequent responses for c lassroom learners we re 'so meti mes' 

and ' rare ly'. For both classroom and distance learne rs the ' no  opportunity' 

response was more f requent than the ' never' response . 
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Frequency charts we re the n obtained for the  use of question i ng and co-operation 

according to the four TL g roups : Fre nch , G e rman , Japanese and Ch i nese. Each 

TL g roup showed very simi lar responses with respect to the i r use of the two 

social strategies .  The patterns of response corresponded close ly to those for the 

sample as a whole (see Figure 4 . 1 9 and Figure 4 .20) .  Thus ,  learn e rs were not 

diffe rentiated i n  the i r  SSU accord ing to TL. 

4.5.3 Summary 

Classroom and distance learne rs d iffe r i n  terms of their  use of social strateg ies. 

Respondi n g  to questions about their use of the st rateg ies of question ing and co­

operatio n ,  d istance learners noted that they did not have the opportu nity to make 

use of these strategies ,  particu larly with respect to the co-operation  strategy. The 

responses of classroom learners g eneral ly ranged between 'sometimes' and 

' rarely' . Learners of different Tls we re n ot fou nd to diffe r in the i r use of the social 

strategies of question ing and co-operat ion .  
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4.6 AFFECTIVE STRATEGY USE 

4.6.1 Frequency of Affective Strategy Use 

The affective response scale was identical to that for the MSU measures and the 

CSU measu res ,  so it was possible to compute means and standard deviat ions 

for each of the th ree affective strateg ies.  These are l isted i n  Table 4. 1 9 . 

Table 4 . 1 9  
Frequency of Affective Strategy Use 

(Means and Standard Deviations N=41 7) 

Strategy Mean S .D . 

Self-talk 1 .6 1  .95 
Se lf- rei nforcement 2 . 1 6  1 .22 
Self-e ncou ragement 2 .48 1 .20 

U nderg raduate foreig n language learners made infrequent use of affective 

strategies ,  that is ,  strateg ies which invo lved managing the i r  fee l ings about the 

language learn i ng process, with mean responses co rrespo ndi ng closest to the 

category of ' rare ly'. The least used affective strategy invo lved tech n iques to lower 

anxiety (se lf-talk) whi le the most freque ntly used affective strategy was self­

e ncourag e m e nt .  

4.6.2 Infl uences on Affective Strategy Use 

CVA was carried out to i nvestigate whether learners we re differe ntiated in  the i r  

ASU accord ing to mode of  study o r  the  TL. Results i ndicated that neither mode 

of study no r  the TL was found to exert a sig nificant inf luence on ASU measu res. 
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4.7 SU M MARY 

The resu lts f ro m  the analysis of  the questionnai re data reveal that the pri ncipal 

i nf luences o n  MSU are mode of study a nd the age of learne rs .  

Distance l earners made g reater u s e  o f  metacog nitive strateg ies than classroom 

learne rs ,  most notably with regard to the strategies of se lf-management and 

advance o rganisation  and, to a lesser e xtent, revision .  Fou r sets of c i rcu mstances 

were ide ntified in  which the differentiatio n  of c lassroom and d istance learners on 

MSU measu res became particu larly p ronou nced. These we re when the TL was 

Japanese , when the proficie ncy level o f  learners was '8 ' ,  when learners had no 

prior  TL experience or  when they were studyi ng at the 200-leve l .  One 

metacog nit ive strategy, namely the use  of advance organisatio n ,  which i nvolves 

previewi ng the main  ideas and concepts from the learn ing m ate ria l ,  p roved to be 

the pri mary inf luence on the diffe re ntiation of classroom and d istance learners at 

the 200- level , for learners at a proficie ncy leve l of '8 ' ,  and fo r learners of 

Japanese. When learners had no prior experience of the TL before en ro l l i ng in  

a u nive rsity language prog ram me,  distance learners made s ign i ficantly g reater 

use of se lf-management than classroom learners .  To sum marise , then ,  the impact 

of mode of study on  MSU was pri mari ly associated with the se lf-management 

strategy and the use of advance o rganisation.  

As far as the influence of age on  MSU measu res was concerned , resu lts 

i ndicated that learners over th i rty made significantly greater use of metacog nitive 

strateg ies ,  particu larly of self-management ,  than learners u nde r th i rty. This was 

equal ly true for classroom and distance learners.  

The main i nf luence on CSU measu res was very clearly prior  TL experience. 

Learn e rs who had had such pr ior experience before e n ro l l i ng  i n  a u niversity 

foreig n languag e  cou rse were m aximal ly dist ingu ished from learne rs without such 

pr ior  experience in  terms of the i r  g reater use of resourcing and substitution and 

the i r  decreased use of translat ion both to and from Eng l ish .  



1 41 

Mode of study exerted some i nflue nce on  CSU measures,  but th is  was less than 

the i nf luence of prior TL expe ri ence . Classroom and distance learners cou ld be 

contrasted i n  te rms of a more frequent use of resou rci ng , repetition  and transfer 

by d istance learners.  The i nflue nce of m ode of study on CSU measures was 

much less apparent than the i nflue nce of mode of study on MSU measures. 

In terms of SSU , classroom learners reported more frequent use of quest ioning 

and co-operat ion than distance learners .  The most frequent response of distance 

learners to q uestions about the i r  use of social st rategies was that they had 'no 

opportunity' to use either question ing o r  co-operation .  C lass room learners 

repo rted that they used these strateg ies  'someti mes' or  ' rare ly'. 

U nderg raduate foreig n language learners were co mparable in the i r  i nfrequent use 

of affective strateg ies ,  i rrespective of the i r  learn i ng context (e .g . ,  mode of study , 

TL) or i nd ividual characteristics (e.g . ,  ag e ,  gender ,  motivat ion) .  

Resu lts from the verbal report study are prese nted i n  the fol lowi ng chapte r. 
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5. RESU LTS: VERBAL REPORT STU DY 

The early part of th is chapter outli nes the methods used to analyse the ve rbal 

report data (section 5. 1 )  and appraises the effective n ess of the yoked subject 

technique i n  terms of productivity (section 5 .2 ) .  The classification of instances of 

strategy use which were not part of the question naire study is explai ned through 

definit ions and verbati m extracts fro m  the reports (sect ion 5.3) .  The fi ndings are 

p resented i n  terms of the influence of mode of study o n  strategy use (section 5 .4) 

and the i nf luence of the TL on strategy use (section 5.5) .  The summary 

u nderl ines the main  fi ndi ngs from the ve rbal report study (section 5 .6 ) .  

5.1  METHOD FOR ANALYSING VERBAL REPORT DATA 

Methods fo r processi ng the verbal report data we re outl i ned i n  secti on 3 .6 .5. 

Analysis of the ve rbati m t ranscripts i nvolved ide nti fy ing and classifyi ng each 

occu rrence of reported strategy use. The pre l im inary classificat ion was made 

acco rdi ng to the mai n  categories of strategy use : metacog nitive , cog n itive , social 

and affective .  Each i nstance of strategy use was then further classified according 

'to the taxonomy used for the questionnai re data and presented,  in  a modified 

form ,  in section  3 .3. 1 . The lists and defin i t ions of l earning strategies p rovided by 

E l l is and Si nclair ( 1 989 : 1 5 1 -1 54) were co nsu lted when examples of st rategy use 

did not appear to 'fit' the questio nnai re mode l .  

The researcher and an i ndependent rater analysed separate copies of the 

verbat im transcripts. The application of the  same strategy to a different learni ng 

activity was recorded as a new instance of strategy use. Repetitio n  of strategy 

use in re lation to a part icular activity was recorded as a single occurre nce. For 
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e xample , i n  the fo l lowi n g  e xtract the underl i n ing strategy, which is a form of note­

taking , was ment ioned twice but was recorded as a single i nstance of strategy 

use. 

1 FD While I am going through the workbook exercises I 
underline points which occur in reading passages which I 
am not too sure about and I underline them and I put a 
note in the margin. It is either a question mark to say I don 't 
understand this or I specify what it is I don 't understand and 
I don 't let it bother me too much unless it affects my 
understanding of the whole passage. I find that sooner or 
later the problem I have got in that place is cleared up 
because later on I see many other structures that are 
similar. 

Some strategies reported by learners did not easi ly fit i nto descriptions found i n  

the  l iteratu re , and i n  these cases new strategy n ames and defi n it ions we re 

developed to match the  descriptions i n  the transcripts. Examples of these newly 

identified strategies ,  such as t ime lapse and other- rei nforcement are prese nted 

in  sect ion 5 .3 .  

In order  to e nsure co nsistency i n  strategy classificat ion a nu mber of steps we re 

taken and these are out l i ned be low. 

Fi rstly,  the two raters t ransformed the raw data i ndependently, identify ing and 

classifyi ng instances of strategy use. Several descriptions of the use of each 

strategy were extracted from the reports and put i nto a separate fi le .  An example 

from the problem ide ntification f i le fo l lows. 



Defi n ition : 

E xamples :  

1 FD 

8 F D  

7J D 

1 1  JD 

Problem Identification 

Expl icitly identify ing the central poi nt need ing resolution  i n  
a task o r  identify ing a n  aspect of t h e  task that h inders its 
successfu l com pletion .  O'Malley and Chamot ( 1 990 : 1 37) 

Sometimes it is difficult to imagine what a lecturer's 
interpretation of a question might be and you wonder 
whether your interpretation is the same. For example it's 
difficult to pick out exactly what the key ideas are 
sometimes. 

If I get stuck it is often because I haven 't checked 
something out before. It might be a point of  grammar or 
vocabulary and I just go and check it in the appropriate 
sources - dictionaries, grammar books - and I usually 
manage to work it out myself 

The verbs are usually the difficult point that I can 't get clear 
in my mind. That's what lets me down. It is the verbs I get 
wrong in my written work and in my conversation. 

When I'm reading it's usually the vocabulary that throws 
me. I really have to learn the kanji first before I try reading 
otherwise I just get bogged down and it feels as if I am not 
making any headway. 
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E ach rater  was then able to compare diffe re nt instances of the use of a particu lar 

strategy type ,  and to check that each i nstance was consistent with the defi nition .  

Th is was one way of ensuri ng i nt rarater re liabi lity. 
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l ntrarater  rel iabi l ity was also assessed by both rate rs re-analys ing the reports i n  

a different order usi ng fresh t ranscripts to  compare the deg ree o f  ag ree ment 

which ex isted betwee n  the fi rst and second analyses. Each rate r then atte mpted 

to reso lve any disparities betwee n  the i r  fi rst and seco nd analyses. 

Up to th is point analysis of the verbal report data was carried out by the two 

raters worki ng i ndependently. The next stage was fo r the two raters to compare 

their  analyses. Any differences i n  c lassificat ion were noted and ag ree ment was 

reached through discussion.  The major difficu lties re lated to dete rmi n ing when 

particu lar instances of strategy use were sufficiently frequent and different fro m 

the defi nit ions which appeared i n  the l i teratu re (Chamot et al . 1 987 ; Chamot et 

al .  1 988a, 1 988b; E l l is and Si nclai r 1 989;  O'Mal ley and Chamot 1 990 ; Oxford 

1 990) to warrant identificat ion of a new strategy. 

F inal ly ,  descriptive statistics (freque ncies and percentages) re lat ing to strategy 

use were computed ,  and these were used to co mpare the range , type and 

freque ncy of strategy use of classroom and distance learners,  and of learners of 

the two TL g roups (French and Japanese).  

'
s .2 P RODUCTIVITY OF THE YOKED SUBJECT TECHNIQU E 

The 37 verbal reports we re analysed fol lowi ng the procedu res described i n  

sect ion 5 . 1  and were found t o  contain a total of 836 i nstances of strategy use. 

The foreign language learners i n  th is study related easi ly and readi ly to the yoked 

subject technique and were able to talk about the tech niques they used to master  

a foreig n lang uage .  The h igh n u mbe r  of instances of reported strategy use 

i ndicates that ,  in the context of the present study , the yoked subject techn ique 

was a p roductive means of obtain i ng i nfo rmation about the strateg ies used by 

foreig n  language learners.  
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5.2.1 Range of Strategies 

The rang e  of strategies identified throug h the verbal reports exte nded beyond the 

l ist used for the questionnai re data. This applied to al l  strategy g roupi ngs  as 

shown i n  Tab le 5 . 1 . 

Table 5 . 1  
Comparison o f  the Range o f  Strateg ies 
Questionnai re and Verbal Report Data 

Number of Strategy Types 
Strategy G roup ings 

Questionnai re 
Data 

Yoked Subject 
Data 

Metacog nitive 
Cog n itive 
Social 
Affective 

Total 

1 0  
1 7  
2 
3 

32 

24 
28 
3 
4 

59 

The increase in the range of strategy types pertai n ing to d ifferent data col lection 

'procedures was particu larly pronounced for metacog nitive strateg ies .  The number 

of metacogn itive st rategy types more than doubled from the quest ionnai re data 

to the yoked subject d ata. 
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The 32 strategies which formed part of the question nai re data were identif ied and 

defi ned in sectio n  3 .3. 1 . A further 27 strategies were added to that classificat ion 

scheme t h roug h analysis of the ve rbal repo rt data. This demonstrates that the 

yoked subject tech n ique can y ie ld rich data re lated to questions about how 

stude nts manage the i r  language learning.  The additional strateg ies are defi ned 

i n  the fo l lowi ng section .  

5 . 3  THE CLASSIFICATION OF STRATEGIES 

5.3.1  Metacognitive Strategies 

Fou rteen fu rther m etacog nitive strategies were identified in the ve rbal report data. 

Defi n it i ons  for these strategies appear in Table 5.2. 



Table 5 .2  
Metacognitive Strategy Defin itio ns 

Metacognitive Strategy 

Organisational Planning 

Time Lapse 

Analysing Needs 

Seeking Practice Opportunities 

Comprehension Monitoring 

Production Monitoring 

Auditory Monitoring 

Visual Monitoring 

Strategy Monitoring 

Plan Monitoring 

Double-check Monitoring 

Performance Evaluation 

Ability Evaluation 

Strategy Evaluation 

Language Repertoire Evaluation 

Description 

Generating a plan for the parts, sequence, 
main ideas, or language functions  to be used 
in handling a task. O'Malley and Chamot 
( 1 990:1 37) 

Consciously using the spacing of time to 
facilitate mastery of a particu lar task or 
aspect of the TL. 

Analysing lingu istic needs or wants in order 
to clarify long-term aims. Ell is and Sinclair 
( 1 989:1 51 ) 

Arranging opportunities to use the TL. 

Checking, verifying, or correcting one's 
u nderstanding. O'M alley and Chamot 
( 1 990 : 1 37) 

Checking, verifying , or correcting one's 
language production .  O'Malley and Chamot 
( 1 990 : 1 37) 

Using one's 'ear' for the language to make 
decisions. O'Mal ley and Chamot ( 1 990 : 1 37) 

Using one's 'eye' for the language to make 
decisions. O'Malley and Chamot ( 1 990 : 1 37) 

Tracking use of how well a strategy is 
working. O'Malley and Chamot ( 1 990 : 1 37) 

Tracking how well a plan is working. O'Malley 
and Chamot (1 990 : 1 37) 

Tracking, across the task, previously 
undertaken acts or possibilities considered. 
O'Malley and Chamot ( 1 990 : 1 37) 

Judging one's overall execution of the task. 
O'Malley and Chamot ( 1 990 : 1 37) 

Judging one's abi lity to perform the task. 
O'Malley and Chamot ( 1 990 : 1 37) . 

Judging one's strategy use when the task is 
completed. O'Malley and Chamot ( 1 990:1 37) 

Judging how much one knows of the L2 at 
the word, phrase , sentence or concept level .  
O ' M a l l e y  a n d  C h a m o t  ( 1 9 9 0 : 1 3 8 )  
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Most of these strategies had bee n ide ntified through  the indicated sou rces :  

O' Mal ley and Chamot ( 1 990) , E l l is  and Sinclai r ( 1 989) .  Two strategy types which 

d id not appear to fit any of the  previous classificat ion schemes were labe l led t ime 

lapse and seeking practice opportun it ies. 

Time Lapse 

The use of the t ime lapse strategy i nvolved the de l iberate structuring  of t ime to 

a l low for spaces to occur  betwee n  study sessions .  This strategy was usual ly 

e mployed i n  three sets of c i rcu mstances.  The fi rst of these re lates to occasions 

whe n learners fou nd they were having difficu lty with a particu lar task o r  aspect 

of the TL. 

2FD If I get hopelessly stuck I'll just have a break. An overnight 
break is great. You reach a total dead end and then you 
pick it up the next morning and usually it comes clear, 
sometimes it does, sometimes it doesn 't. If it doesn 't you 
can put it aside and keep going. 

The t ime lapse strategy was also used as a means of spacing either the amount 

of learning ,  or  the length of learning sessi ons ,  when p ractising exte nsive l iste n ing 

or learni ng new words ,  fo r example : 

•9JD When I 'm listening to the tapes the degree of concentration 
required is so intense that I can 't do it in big stints. I have 
to limit myself to about an hour at a time otherwise I find 
that I am just not learning anything. 

1 1  J D  I don 't try to learn too many kanji a t  once - I just do a few 
at a time, otherwise if I try to learn too many too quickly I 
start forgetting the ones / learnt two or  three weeks earlier. 
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Ti m e  lapse was also used i n  a th ird way, close to a ki nd of mental d raft ing of 

work over ti me ,  particu larly for extensive writi ng .  

1 FD I find the essay writing section the most problematic. So, I 
wait. I let those sections stew and I do them almost 
subconsciously. I have them ticking over gently for most of  
the four weeks that I have to complete the assignment. 

8J D After I have worked through the workbook ! leave it for a 
few days. I find that a few days are necessary to remember 
things that I have learnt in the past about the constructions 
or whatever, remember conversations that I heard when I 
lived in Japan and to get my mind set on the subjects that 
that particular lesson is about. Once I have had a break 
from that and thought about it a bit . . .  I sit down and try to 
do the assignment. 

Ti me lapse can be viewed as an aspect of self-management. lt was coded as a 

separate catego ry because it was re lative ly frequent (24 instances of the t ime 

lapse strategy were reported) and because it was described ve ry specifically as 

a way of p lann i ng the learn ing process. 

' 

Seeking Practice Opportunities 

Seeking practice opportu n ities invo lved either  arranging extra activities  for the use 

of the TL, or creati ng an envi ronment which provided lang uage i n put .  Examples 

of seeki ng p ractice opportun ities are : 

1 1  FD I spend quite a bit of time doing things like attending 
Alliance breakfasts, listening to the radio when they have 
the French session once a month, going to French movies 
. . .  all these things help me with my oral work . 

1 FD I write out lists of key words I need to know and have them 
dotted all over the house where I can find them 
unexpectedly. The element of surprise helps me to 
remember them. 



9JD I play Japanese dialogues to myself in the car and I always 
have a list of kanji on a card near the dashboard so I can 
study in traffic jams. 
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Seeki ng practice opportun ities was classified as a metacognitive activity re lated 

to plan ni ng .  

The defi n it ions provided in  this section , together with the defi nit ions of 

metacogn it ive strateg ies in section 3 .3. 1 comprise the metacogn itive classification 

scheme used in the analysis of the yoked subject data. 

5.3.2 Cognitive Strategies 

As shown i n  Table 5 . 1 , the questionnaire data com prised 1 7  cog n itive strategy 

types and the verbal report data co mprised 28.  The questionnaire CSU scale 

drew a d isti nction between translation  to E ng lish and t ranslation  from Engl ish .  I n  

the verbal report classification scheme these differences we re subsu med i nto one 

category for translatio n ,  because it was not always possible to te l l  whether the 

translatio n  was to or from E ng l i sh .  The question nai re CSU scale also 

dist ingu ished betwee n  imagery and visual isation  (see sect ion 3 .3 . 1  ) . However, 

visual isat ion did not occur  in  the verbal reports , though there were five i nstances 
' 
of i mage ry ,  as an aspect of e labo ration .  

Table 5 .3  p resents descriptions o f  cog nitive strategies which formed part of the 

verbal report study, but which were not mentioned in sect ion 3 .3. 1 . 



Cognitive Strategy 

Note-taking 

Writing Out 

Listing 

Noting Down 

H ighlighting 

U nderlining 

Personal Elaboration 

Creative Elaboration 

Read Aloud 

Auditory Representation 

Work in TL 

Memorisation 

Recombination 
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Table 5 .3  
Cog nitive Strategy Descriptions 

D escription 

Writing down concepts f rom an extended context in an 
abbreviated form to assist comprehension or performance 
in the TL. 

Copying language items several times as an aid to 
memorisation 

Writing out l ists of vocabu lary with TL synonyms or the 
English translation.  

Noting down key language items as they occur usually 
selected from an oral o r  written text. 

Highlighting language items or concepts as a way of 
se lecting key words or points as an aid to memorisation .  

Underlining language items or  concepts as  a way of 
selecting key words or points as an aid to memorisation .  

M aking judgements about or  reacting personally to  the 
material presented.  O'M alley and Chamot (1 990 : 1 38) 

M aking up a story l ine,  or adopting a clever perspective. 
O'Malley and Chamot ( 1 990 : 1 38) 

Reading aloud f rom a text in o rder to practise 
pronunciation, stress,  rhythm, etc. El l is and Sinclair 
( 1 989 :1 53) 

Playing in the back of one's mind the sound of a word, 
phrase, or fact in o rder to assist comprehe nsion and recall. 
O'Malley and Chamot ( 1 990 : 1 98) 

Carrying out particu lar language activit ies in the TL -
including formulating ideas, note-taking, compil ing word 
l ists. 

Learning language items by heart. Ellis and Sinclair 
( 1 989 :1 55) 

Constructing a meaningful sentence or larger  language 
sequence by combining known elements in  a new way. 
O'Malley et al. ( 1 985a:34) 
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The note-taki ng strategy defined i n  sectio n  3.3 . 1 was fu rther diffe rentiated i n  the 

cou rse of analys ing the  verbal report data. A nu mber of  variations e merged i n  

terms of the nature , p u rpose ,  and exte nt of note-taki ng which made it n ecessary 

to refi ne  the s ing le b road category used fo r the questionnaire scale .  Th is was 

also i m po rtant s ince n ote-taking proved to be the most frequent cog nitive strategy 

for both classroom and distance learners.  

A number  of extracts fro m the verbal reports p rovide examples of the diffe rent 

ki nds of note-taking strategies.  The fo l lowi ng report contains examples of both 

note-taki ng and u nderl i n ing : 

7J D I try to compile an exercise book of grammar rules because 
I find it's helpful to write those down in my own way . . .  to 
underline things in my own writing, to reinforce them in my 
mind visually. 

The next extract co ntai ns instances of noti ng down and writi ng out :  

4J I If something is difficult I write it down. If something is new 
and I want  to remember it I will write it down in a list. If  it  is 
something I think I ought to have known I will write it out 
many times. 

Examples of l ist ing and high lig hting are presented be low: 

1 3JD I write words on  old envelopes, folded. So I put the 
Japanese down one side and the English down the other 
side. I run every morning and I take these notes with me 
and I check myself against either the Japanese or the 
English. 

1 2FD I read through the grammar material and I highlight the 
important points while I also make sure that I have 
understood them. 

E labo ration can be  described as the mental p rocess of re lat ing n ew knowledge 

to exist ing i nformat ion already held in long-te rm memory. The two further  types 

of e laboration (pe rsonal and creative) identified in  Table 5.3 appeared re lative ly 
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infrequently i n  the reports. Personal e laboration usual ly i nvo lved the reaction of 

learners to material i n  te rms of the ir  personal i nterest : 

1 OFD I am not interested in the unit on sports so I find it very 
hard to work through that. However I am usually amused by 
the cartoons and find I can easily remember them. The 
variety of material for each unit stops you getting bored. 

The one  i nstance of creative e laborat ion i nvo lved co nstructing a story l ine as a 

means of remembering the g rammatical behaviour of part icular words:  

1 FD When I want to make sure I know some words with 
irregular plurals I put them together into a story so that they 
are connected and one triggers the other off. So I concoct 
a crazy little tale that puts them all together. That tale has 
to be done in a series of pictures so that I can remember 
it. 

Readi ng aloud was used particularly to practise pronunciatio n  and i ntonation 

patterns ,  and , at t imes,  as an aid to co mprehension .  

8FD I practise reading aloud usually using the compositions that 
I have done. I do this to improve my accent. 

6FD I sometimes read French passages out loud. I think I 
understand things better if I read out loud. lt is better to 
hear it than just to read it. 

4J D I read Japanese sentences out loud to get myself used to 
talking. 

Auditory representation of words or sente nces was used as a means to memorise 

or practise TL forms : 

1 1  JD / listen to sentences and repeat them over and over in my 
mind until / can say them without stumbling. That develops 
a kind of fluency. lt's not real fluency because obviously I 
can't produce any sentence that I want to, but it certainly 
helps. lt forms a very strong basis for producing sentences 
that I personally want to produce. 



3FI  I often run French sentences or phrases through my head 
during the day - often to do with the immediate context. 
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Wo rki ng i n  the TL i nvo lved a conscious decision to perfo rm i n  the TL al l aspects 

of working through particu lar tasks : 

8FD I don 't translate into English. I try at this stage to work 
everything as much as possible in French. 

2FC I tend not to translate - I try to get the sense in French. 

Memorisation as a strategy was ment ioned i nfreque ntly and i n  very general 

terms. In the fol lowi n g  example it was evaluated in negative te rms :  

1 OJD I used to get very earnest when studying some of the 
workbooks and I used to try to learn some of the key 
sentences off by heart but really in the end it is pretty 
absurd because they don 't have any relation to anything, 
they are not in any wider context. So I really found I got 
very frustrated with that kind of system. 

An example of the use of the reco mbi nat ion strategy is :  

7JD I repeat the sentence containing the new structure, then I 
try to use the same structure with new words, adding bits 
before the sentence and after. So I end up using longer bits 
of the language. 

The strateg ies discussed i n  th is sect ion were reported re lative ly in freque ntly by 

language learne rs ,  apart from the different kinds of note-taking strategies and the 

read aloud strategy. The i nfluence of mode of study and the TL on CSU reports 

wi l l  be discussed i n  sections  5.4 and 5 .5. 
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5.3.3 S ocial Strategies 

One furthe r social strategy ,  not i ncluded in sect ion 3.3 . 1  was identified i n  the 

verbal reports and is defi ned i n  Table 5.4.  

Social Strategy 

Other-reinforcement 

Table 5.4 
Social Strategy Defin it ion 

Description 

Appealing to others to increase 
personal motivation. 

An example of how a learner  uses this social strategy to reinforce her learning 

e ndeavou rs is :  

9FD When I feel I'm not  making much progress I ring up one of  
the other course members and we tend to give each other 
the inspiration and motivation to keep going. 

5.3.4 Affective Strateg ies 

Self-motivat ion was a new affective strategy ide ntified in the ve rbal reports. This 

p roved to be the most frequently mentioned affective strategy. Se lf-motivat ion can 

'be d ifferentiated from the other affective strategies defined in section  3 .3 . 1  

because i t  i nvolves an  e xpl icit focus on the means learners use  to  keep 

themse lves go ing ,  othe r  than the arranging of rewards after an activity has been 

completed (self- rei nforcement ) ,  beyond sayi ng positive things to oneself (se lf­

e ncouragement) or apart fro m  using techniques i n  o rder  to fee l  co mpetent to 

carry out a task (self-talk) . The self-motivatio n  strategy is defi ned in Table 5 .5 .  

Affective Strategy 

Self-motivation 

Table 5 .5 
Affective Strategy Defi nition 

Description 

Providing an impetus to keep going by 
reminding oneself of reasons for or  
advantages of continuing with the course.  
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Many examples of se lf-motivation were i nc luded i n  the reports and som e  of these 

are mentioned below: 

1 FD The longer I keep going the less liable I am to stop 
because all the previous work that I've done will count for 
nothing. Sheer panic and terror keep me going probably -
I've got a limited time to do something. From a positive 
point of view, sheer escapism. 

8JD I encourage myself to keep going - pride does this. I guess 
more than anything I want to feel I can learn another 
language. That it's not just foreigners that can learn my 
language, I can learn someone else 's. 

9JD Once I have got a certain amount of work done I remind 
myself that the big incentive is to keep going otherwise I am 
throwing away all the advantage. 

5.3.5 Strategy Combinations 

The process of identifyi ng ,  classifying and defi n i ng particular st rategy types as 

out l i ned so far te nds to obscu re the fact that reports by languag e  learners of the 

means they used to improve thei r TL competence often contai ned a complex 
'synthesis of strategies.  A single descri ption  g iven by a learne r  frequently 

represented the concu rrent use of seve ral strateg ies. A si mi lar observat ion was 

made by O'Mal ley et al . ( 1 985a:35) whe n they noted that ' i n  o rde r  to reflect 

accurately the  richness of strategies used by students,  we someti m es fou nd it 

necessary to assign mu lt iple strategy names to a s ing le description ' .  

Fu rthermore ,  analysis o f  the verbal repo rts i n  t he  curre nt study revealed very 

clearly that metacogn itive and cog nitive strategies do not operate i n  isolation from 

each other. An i l lust ration o f  this occu rs i n  the  extract below. The descriptions 

g iven can best be analysed as a com bination of three metacog nitive strategies 
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(self-monitori ng , comprehension monito ri n g ,  strategy evaluation) which serve to 

monitor and evaluate the use of a cog nit ive strategy (note-taki ng) .  

9FD If I take notes I make sure it's in my own words. And I 
make sure I have understood them. Notes reinforce 
something. 

The cog nitive strategy of t ranslation was frequently combi ned with m etacognitive 

strategies such as compre hension m o n itori ng ,  di rected attentio n  and se lf­

management as i n :  

1 FD I translate the words I don 't know first. I find that if I do that 
it frees me up mentally to concentrate on the actual 
comprehension of the material and to think about answering 
the questions. If I have to stop and look up a lot of words 
I forget what it is that I am supposed to be doing. 

Translatio n  is  combined with comprehe nsion monitori ng in  this shorter example : 

8FD I sometimes translate the questions just to be sure what it 
is that I am being asked . 

. The metacog n itive strategy of revis ion is combi ned with between-parts 

e laborat ion i n : 

6FD I go back and revise those previous units which are 
relevant to what I am doing at the moment, for example, 
certain sections of vocabulary which prove useful. 

Two metacog nitive strategies, namely comprehension monitori ng  and problem 

identificat ion are used with two cog nitive strateg ies,  u nderl in ing and i nferenci ng ,  

i n :  

4J D While I am going through the workbook I put a line under 
sections which I am sure I understand. Then I write a in the 
margin what exactly I am not sure about. I usually find that 
later on things come clear when I have met other similar 
words or structures. Then I can figure out what they mean 
or how they work. 
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A fi nal example  of the combin ing of metacognitive and cogn itive strategies is 

g iven below where strategy  evaluation is carried out together with g roup ing and 

rehearsal strategies :  

7FD I analyse the vocabulary content of the readings. I find 
words of the same family and group them together. I find 
doing that is very helpful in preparing myself for doing 
written comprehensions and essays. 

The l ist ing of the  frequency of use of individual strategies i n  th is chapter is not 

meant to suggest that each instance of st rategy use is a discrete occurre nce i n  

itse lf. I nstead , the  verbat im exce rpts quoted from the verbal reports of learners 

are i ncluded to  represent the dive rse ways i n  which particular st rateg ies are used 

and combined with other  strateg ies. 

5.4 THE I N FLU E NCE OF MODE OF STU DY ON STRATEGY U S E  

I n  compari ng the  strategy use of classroom and distance learners ,  i t  is important 

to bear i n  m i nd the difference in size between the g roups. As detai led in sect ion 

3.6 ,  i t  was possible to use only n ine of the 1 1  reports give n by classroom 

learners .  Th is  meant that for final comparisons, there were 28 repo rts by distance 
• 

learne rs , but  o n ly n ine by classroom learne rs.  The reasons for th is  discrepancy 

i n  size , and some of the possible drawbacks resulti ng from it have al ready been 

presented (section 3.7 and secti on 3 .8) .  Had the classroom sample been larg er, 

that is closer to  the size of the distance sample ,  the effects of i nd ividual variabi l ity 

wou ld pro bably have been more si m i lar for the two popu lations.  

P re l im inary analysis revealed that s ign if icantly more descriptions  of strategy use 

appeared i n  the  reports of distance learne rs compared to classroom learners.  The 

verbal reports obtai ned from classroom learners contai ned on average 1 0 .2  

instances of  strategy use whi le those o btained from distance learners contai ned 

on  ave rage 26 .6 instances of strategy use. There was no appreciable difference 
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i n  t he  length of reports of e ither g roup. A breakdown of the  mean n umber of 

strateg ies reported by classroom and distance learners is d isplayed i n  Figu re 5. 1 .  
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The most marked difference between classroom and distance learners as 

d isplayed i n  Figu re 5 . 1  occurs for repo rts of MSU.  Classroom learners reported 

o n  average fou r instances of MSU, whi le distance learners reported 1 5  such 

i n stances. A s imi lar trend occu rred for CSU ,  thoug h mean differences were not 

so g reat.  On average distance learners reported 9 .75 u ses  of cog nitive strategies 

wh i le  c lassroom learners repo rted 5.37 instances. 

Whi le the number of reports of cog nitive strategies was lowe r for c lassroom 

learners than for  distance learners ,  within the popu latio n  of classroom learners 
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cog n itive strategies accounted for more than h alf (52. 1 7  perce nt) of thei r strategy 

use,  whi le for distance learners the figu re was c loser to one th ird (36 .64 pe rce nt) .  

The proportion of reported SSU w�s also h igh e r  for c lassroom learners (5.43 

percent) than for d istance learners (2.42 percent) . These resu lts are displayed i n  

Figu re 5 .2 .  
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Fi g u re 5.2 

Figure 5.2 also shows that distance learners used proportionately more 

metacognitive strategies and affective strategies than classroom learne rs .  More 

than half (56 .51 percent) of the reported strategies of distance learners re lated 

to MSU and 4 .43 percent related to ASU .  For classroom learn e rs these 

p roportions were 39 . 1 3  percent for MSU and 3 .26 pe rcent for ASU.  
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To sum marise then ,  c lassroom learners as a g roup used proportio n ately more 

cogn itive strategies than metacog nitive strategies i n  their  language learn i ng . They 

also used more social strategies than affective strategies.  The reverse situat ion 

was fou nd fo r d istance learners who made more frequent use of m etacog nitive 

strategies than cog nitive strategies. They also used more affective strategies than 

social strateg ies .  When the two popu lations are compared i n  te rms of the 

freque ncy of strategy use, classroom learners used on average fewer 

metacognitive , cog n itive and affective strategies than distance learne rs.  

The results of the comparison of the reported strategy use of c lassroom and 

d istance learne rs wi l l  now be presented in more detai l in terms of each of the fou r  

categories o f  strategy use. 

5.4.1  The I nfl uence of Mode of Study on MSU Repo rts 

MSU repo rts were fi rstly classified acco rd i ng to the three categories establ ished 

by Brown et al . ( 1 983) fo r planning , monitori ng and evaluating learn ing .  

Fo r both classroom and distance learners ,  the majo rity of m etacog nitive 

strateg ies re lated to plann ing activities. Evaluation strategi es accou nted for 26 .67 

percent of the  MSU of d istance learners and 1 9 .44 percent of that of classroom 

learners .  Monitori ng strategies were the least mentioned g roup. They accou nted 

fo r almost 20 percent of the metacog nitive strategies used by d istance learners ,  

but for on ly e ig ht percent of the M S U  reports of classroom learne rs .  

Distance learners made proportionately g reater use of the monitoring and 

evaluati ng di mensions of metacog nition  than did classroom learners .  For 

c lassroom learners ,  metacog nition ,  when it was used, was related very closely 

to plann ing  activities (comprising 72 .22 percent of MSU) .  Some evaluat ion of 

learn ing took place (1 9 .44 percent of MSU) ,  but very litt le mon itori ng (8 .34 

percent of MSU) .  
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When the mean n u m be r  of instances of p lan n ing , mon itoring and evaluat ing 

strateg ies was com pared for classroom and distance learners, the d i ffe rences in 

the amount of MSU between the two popu lations  were very evident .  The least 

reported category of MSU for distance learners, t hat of monitori ng , matched the 

most frequently reported dimension of MSU for classroom learners namely ,  

p lann ing .  This is rep resented in  Figure 5 .3 .  
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Fig ure 5 .3 

The next stage of the  analysis was to compare the  strategy use of c lassroom and 

d istance learners i n  terms of the use of i ndividual m etacog n it ive strategies.  

Results of the analyses of the frequency of use of i ndividual m etacog nitive 

strateg ies appear i n  Table 5.6. 
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Table  5.6 
Frequency of Metacognitive Strategy Use 

Classroom and Distance Learne rs 

Classroom Distance 
Learners Learners Total 

M etacognitive Strategies (N=9) (N=28) 

N 0/o N 0/o N % 

PLANNING 
Advance Organisation 1 2.78 22 5 .24 23 5 .04 
Organisational Planning 3 8.33 48 1 1 .43 5 1  1 1 . 1 8  
Time Lapse 4 1 1  . 1 1 20 4.76 24 5.26 
Directed Attention 1 2.78 1 6  3.81 1 7  3.73 
Selective Attentio n 3 8.33 27 6 .43 30 6.58 
Self-management 2 5.56 61 1 4 .52 63 1 3 .82 
Analysing Needs 0 0 .00 2 .48 2 .44 
Revision 5 1 3 .89 1 4  3.33 1 9  4. 1 7  
Delayed Production 2 .78 3 .71 4 .88 
Priorit ising 2 5.56 5 1 . 1 9  7 1 . 54 
Seek P ractice Opp. 4 1 1  . 1 1 7 1 .67 1 1  2.41 
Subtotal 26 72.22 225 53.57 251 55 .05 

MONITO R I NG 
Comprehension Monitoring 2 5 .56 39 9.29 41 8.99 
Production Monitoring 0 0 .00 7 1 .67 7 1 .54 
Auditory Monitoring 0 0.00 1 .24 1 .22 
Visual Monitoring 0 0 .00 1 .24 1 .22 
Strategy Monitoring 0 0 .00 1 0  2.38 1 0  2 . 1 9  
Plan Monitoring 0 0 .00 2 .48 2 .44 

, Double-check Monitoring 0 0 .00 1 .24 1 .22 
Problem Identification 1 2.78 22 5 .24 23 5 .04 
Subtotal 3 8.34 83 1 9 .76 86 1 8 .86 

EVALUATION 
Production Evaluation 1 2.78 7 1 .67 8 1 .75 
Performance Evaluation 0 0 .00 6 1 .43 6 1 .32 
Abil ity Evaluation 1 2 .78 27 6.43 28 6. 1 4  
Strategy Evaluation 4 1 1 . 1 1  60 1 4 .29 64 1 4.04 
Lang. R epertoire Evaluation 1 2.78 1 2  2.86 1 3  2.85 
Subtotal 7 1 9 .44 1 1 2  26.67 1 1 9  26. 1 0  

Total 6 1 00.00 420 1 00.00 456 1 00.00 

Due to rou nding the total percentages do not equal 1 00. 
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For distance learners the four  most frequent strateg ies we re se lf-manage ment ,  

strategy evaluation , o rganisational p lan n i ng and comprehension mo nitori ng .  This 

g roup of strategies d raws on the thre e  mai n categories of MSU (plan n ing ,  

monitori ng and evaluation) . 

Self-man ag e ment and strategy evaluat ion together accounted for 28 .81  pe rcent 

of MSU reports for d istance learners.  The fol lowi ng excerpt i l lust rates the use of 

self-management :  

1 OFD When the dossier arrives it can be a little daunting but I 
give myself time to work consistently at it, to come to grips 
with the theme and what is required for the written and oral 
work, time to try to expand my thoughts and then I can 
usually resolve any problems. 

Strategy evaluatio n i n  the fol lowi ng e xample relates to the t ime lapse strategy : 

4J D I choose certain kanji to work with, to read in context, then 
I practise with the same ones, a week later, then a month 
later. I find that this constant reading is a very effective drip 
feed. lt's far more effective for me than having a long 
continuous learning session. 

Frequently , descriptions  of self-management and strategy evaluation we re 

combi ned ,  as i n  the fol lowing extract : 

3FD I find that if I do that first (translate unknown words) it frees 
me up mentally to concentrate on the actual comprehension 
of the material and to think about answering the questions. 
If I have to stop and look up a lot of words I forget what it 
is that I am supposed to be doing. 

Organisat ional p lann ing accou nted for 1 1 .43 percent of M SU for distance 

learne rs. This strategy was usual ly  associated with decidi ng how to work th rough 

the study guides or how to manag e  a production task, particu larly a writi ng task. 

The organisatio nal plan ni ng strategy i nvo lved , for example, plann ing the order of 
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tasks, plan n ing the sections of assignments, p lann ing to use particu lar vocabu lary 

or  p lann ing particular sentences. An example of o rganisational p lanni ng is :  

1 FD First of all  I plan the whole layout of the assignment then I 
go back and work on what I consider to be the easiest 
questions first. I will do all of them and leave any essays 
until last. 

Comprehe nsion  monitori ng was also mentioned regu larly i n  the repo rts and was 

the  most frequently used monitori ng strategy by distance learners.  lt was used 

by learners in two circu mstances: fi rstly to check up on the ir  comprehension of 

the  study g uide material and seco ndly was combined with t ranslatio n  as a way 

of checki ng comprehension .  E xamples of this are : 

8J D While I am reading through these four pages I attempt to 
gauge how much I can understand. I put a line down the 
margin for sections which puzzle me, and I move more 
quickly when I can understand well. 

5FD I sometimes translate the questions just to be sure of what 
I am being asked. 

T h e  least used strateg ies were other  monitori ng activities (audito ry and visual 

,mo nito ring , p lan monitoring  and double-check monitoring )  as we l l  as two plann ing 

strategies (analysi ng needs and de layed production) .  

C lassroom learners used a smal ler range of  metacog nitive strategies than 

d istance learners, particu larly i n  te rms of  monitori ng  strategies. The most 

frequently u sed strategies were revision ,  t ime lapse,  strategy evaluat ion and 

seeking practice opportu n ities. The five i nstances of revis ion reported by 

c lassroom learners accou nt for 1 3.89 percent of the i r  overal l MSU .  Revision  

appears to  be the  most frequent metacognitive strategy for classroom learn e rs.  

H owever, i f  one compares the mean use of th is strategy  ( .55) , i t  is very close to 
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the mean use of the revision strategy reported by d istance learners ( .50 ) .  A 

description  of revis ion produced by a classroom learner  is : 

2JC Rarely do I go back and relisten to the oral work, however 
I do go back and revise the work that I have written down 
corresponding to that oral work. 

When the more frequently used strategies of classroom and distance learners are 

co mpared , on ly  strategy evaluation  appears to be used frequently by both g roups. 

One explanation  for th is cou ld be that the yoked subject tech n ique in  requiring  

learners to report on  the strateg ies they used also e l icited more accou nts of  

strategy evaluation .  

As with the questionnai re data a very wide gap emerged betwee n  c lassroom and 

distance learners in the use of the self- management strategy. Classroom learners 

reported two instances of this strategy,  wh i le  distance learners repo rted 61  

instances. 

There were also simi lar fi ndings betwee n  the questionnai re data and the ve rbal 

repo rt data for the advance organisation strategy. I n  Table  5 .6 ,  advance 

'organisat ion is among the least frequent ly used plann ing strategies for classroom 

learners ,  but are among the most frequently used plann ing strateg ies for distance 

learners .  An example of the use of advance o rganisation is :  

4FD I familiarise myself with each section first and then I work 
through it systematically. 

Closely re lated to the use of advance o rganisation  is  o rganisatio nal plann ing , a 

strategy which was not used for the q uestionnaire study. Organisational p lan ni ng 

ranked th i rd in frequency of strategy u se for distance learners ,  but appeared to 

be used m uch less frequently by c lassroom learners.  The fo l lowing extract 

contai ns fi rst ly an example of the use of an advance o rganisat io n ,  that is ,  go ing 

throug h what is expected for each task, and then of o rganisational plann ing ,  
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wh ich i nvo lves devis ing a way of worki ng through the  diffe rent sections  of the 

workbook. 

6FD I read through the instructions given for each section so 
that I am clear about what I have to do. Then I go back to 
the beginning and work through the first section of 
exercises because this is good practice for learning 
anything new that comes up. 

Summary 
Classroom learners reported a s ignificantly smal ler  number of metacognitive 

strategies than distance learners.  The range of MSU was also more l im ited fo r 

c lassroom learners ,  particularly in  te rms of mon ito ri ng strateg ies. Marked 

diffe re nce on MSU reports occurred for self-manag ement, a fi ndi ng consistent 

with questionnai re resu lts. Fi ndi ngs were also co nsistent with the questionna i re 

resu lts for the use of the advance organi sation strategy. C lassroom learners who 

made i nfrequent use of advance organisation we re set apart fro m distance 

learners for whom th is  st rategy was among the most frequently used plan n i ng 

strategies.  Classroom and distance learners were comparable i n  the i r  frequent 

report ing of strategy evaluations ,  thoug h possib le effects from the yoked subject 

procedure cannot be e nt i rely ru led out. 

5.4.2 The Influence of Mode of Study on CSU Reports 

Table 5 .7 presents the range and frequency of cogn itive strategies used by 

classroom and distance learners .  The strategies are l isted i n  order of freque ncy. 
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Table 5 .7 
Freque ncy of  Cognitive Strategy Use 

Classroom and Distance Learners 

Classroom Distance 
Learners Learners Total 

Cog nitive Strategies (N=9) (N=28) 

N 0/o N % N % 

Note-taking 
Note-taking 4 8.33 1 6  5.86 20 6 .23 
Writing Out 4 8 .33 1 3  4.76 1 7  5 .30 
Listing 1 2 .08 8 2.93 9 2.80 
Noting Down 1 2 .08 6 2.20 7 2. 1 8  
Highl ighting 0 0 .00 5 1 .83 5 1 .56 
U nderlining 0 0 .00 2 0 .73 2 .62 
Subtotal 1 0  20.82 40 1 8 .31 50 1 8 .69 

Resou rcing 7 1 4 .85 38 1 3 .92 45 1 4 .02 
Repetition 8 1 6 .67 35 1 2 .82 43 1 3 .40 
Elaboration 

Between-Parts 0 0 .00 29 1 0 .62 29 9 .03 
Personal 0 0 .00 7 2.56 7 2 . 1 8  
I magery 0 0 .00 5 1 .83 5 1 .56 
World 0 0 .00 5 1 .83 5 1 .56 
C reative 0 0.00 1 .37 1 .31  
Subtotal 0 0.00 47 1 7 .21 47 1 4 .64 

Translation 8 1 6 .67 27 9.89 35 1 0 .90 
Read Aloud 4 8 .33 1 8  1 6 .59 22 6.85 
Transfer 0 0 .00 1 2  4.40 1 2  3 .74 
Contextualisatio n 2 4. 1 7  9 3.30 1 1  3 .43 
Summarisation 1 2 .08 6 2.20 7 2 . 1 8  
Auditory Representation 1 2 .08 6 2.20 7 2 . 1 8  
Work in  TL 2 4 . 1 7  4 1 .47 6 1 .87 
G rouping 1 2 .08 4 1 .47 5 1 .56 
l nferencing 0 0 .00 5 1 .83 5 1 .56 
Memorisation 2 4. 1 7  3 1 . 1 0  5 1 .56 
Rehearsal 0 0 .00 4 1 .47 4 1 .25 
Recombination 1 2 .08 2 0.73 3 0.93 
Deduction 1 2.08 1 0.37 2 0 .62 
Substitution 0 0 .00 2 0.73 2 0 .62 

Total 48 1 00.00 273 1 00.00 321  1 00.00 

Due to rounding the total percentages do not equal 1 00. 
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The i nformatio n  p rese nted in  Table 5 .7 reveals that classroom and distance 

learners were comparable i n  their  patterns of CSU .  Among the m ost frequent 

cog n itive strategies for both g roups were note-taking , resou rci ng , repetition ,  

t ranslation and reading aloud. When the note-taking category was differe ntiated 

fu rther, the most f requent strateg ies were note-taking and writi ng o ut regard less 

of mode of study. Examples of these strategies were presented i n  sect ion 5 .3 .2 .  

Resourci ng i nvolves referri ng to sources of information about the TL.  These 

sources can i nclude dictionaries,  text books and prior  work. An e xample of 

resou rci ng i s :  

6JD If there 's anything I don 't understand I go to a text book, 
look up dictionaries and write out the basic points I don 't 
kno w  in a shortened form. 

Repetition was used generally fo r the m e morisation of words o r  ph rases ,  or  

longer  stretches of  discourse , as i l lustrated i n  the fo l lowi ng ext ract : 

1 1  JD I make myself a vocabulary list and repeat the words o ver 
and over. I also put dialogues on my walkman and repeat 
them - especially the dialogues that have useful phrases in 
them. 

Learners often reported the use of trans lation to be a necessary part of an 

i ntermediate stage in the ir  learn ing but o n e  which they wou ld l ike to be able to 

d ispense with .  Others used t ranslatio n  in conju nct ion with co m prehension 

monitori ng ,  or as a kind of delayed trans lation afte r they had used the i nfe renci ng 

strategy. 

8FD I sometimes find it very valuable to work the tenses of 
French verbs into English just to check that I've got the 
right tenses. 

1 3FD I always try to work out the meaning of a word in context, 
but I also like to know the meaning of something I'm not 
sure of in English. So afterwards, not when I'm doing the 



dossier, I tend to write the vocabulary down with the 
English equivalents. 

Examples of reading aloud were presented i n  section 5 .3 .2 .  
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Thus, the m ost freque ntly used cog n itive strategies for c lassroo m and distance 

learners we re strateg ies which did not i nvolve active i nvolvement with the 

learning material .  There is one notable  exception to this t rend which also se rves 

to differentiate classroom learners from distance learners - the use of e laboration 

strategies.  

E laboration  strateg ies e ntai l a h igh level of active i nvolvement with the mate rials , 

particu larly i n  terms of maki ng associations between the material and prior 

knowledge,  or between different sections of the materials. Distance learners 

made frequent use of e labo ration strategies, which together formed the seco nd 

most frequent g roup of strategies after note-taki ng .  With in the e labo ration 

category, betwee n-parts elaborat ion was the most frequent with 29 reported 

instances of use. C lassroom learners did not report any instances of the use of 

,betwee n-parts elaboration .  Between-parts elaboration involves the learner re lat ing 

parts of a task to each other as i n :  

3FD Often the comprehension questions are a guide as to what 
is in the passage. 

7FD I keep an eye on the grammar unit and read it along just 
while I am also working on the other units - so in fact I 
relate the two and keep going over the grammar several 
times. I find this is useful throughout the period that I am 
covering the dossier rather than concentrating on it only for 
a particular concentrated period. 

The lower frequency strategies presented i n  Table 5.7 were those which requi red 

the learner  to e ngage actively with the TL materials - strategies such as 

deduction ,  substitutio n ,  i nfere ncing and rehearsal . On ly one catego ry of CSU 
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i nvolvi ng active i nvolvement with the TL was used frequently by learners .  This 

was the application of e laboration strategies to TL materials by distance learners.  

5.4.3 The I nfluence of Mode of Study on SSU Reports 

Social strategies proved to be the least frequently reported catego ry of strategy 

use by d istance learners ,  whi le for classroom learners SSU was more frequent 

than ASU .  F igures re lati ng to the freque ncy of SSU for classroom and distance 

learners are prese nted in Table 5.8.  

Table 5.8 
Frequency of Social Strategy Use 
C lassroom and Distance Learners 

Social Strategies 

Questioning 
Co-operation 
Other-Reinforce ment 

Total 

Classroom 
Learners 

(N=9) 

N 0/o 

4 80 .00 
1 20 .00 
0 0 .00  

5 1 00.00 

Distance 
Learners 

(N=28) 

N 0/o 

1 1  61 . 1 1 
3 1 6 .67 
4 22.22 

1 8  1 00.00 

Total 

N 0/o 

1 5  65 .22 
4 1 7 .39 
4 1 7 .39 

23 1 00 .00 

'Distance learners made proportionately less use of question ing  (6 1 . 1 percent) 

and co-operation strateg ies (1 6 .67 percent) than classroom learn e rs (80 .00 

perce nt and 20.00 percent) . This fi nd ing is consistent with the resu lts from the 

questionnai re study, in wh ich a large p roport ion of distance learners noted that 

they had no opportun ity to use these strateg ies. 

However, the resu lts also indicated that distance learners do ask for assistance 

and support by contacti ng fe l low learners or by asking friends and family 

members to provide e ncourag eme nt (other-rei nforcement) . This strategy 

appeared  to be strong ly associated with the desire to complete the cou rse and 

not to withdraw. Examples of othe r- re in forcement were provided i n  section  5.3.3. 

Other- re i nfo rcement has been classified as a social strategy si nce it involves 
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co ntact with others ,  however it clearly also has a strong affective component. 

Classroom learn e rs did not report any i nstances of the use of the other­

rein forcement strategy. 

5.4.4 The I nfluence of Mode of Study on ASU Reports 

Frequency data for the use of affective strategies by classroom and distance 

learners are prese nted in Table 5 .9 .  

Table 5 .9 
Frequency of  Affective Strategy Use 
Classroom and Distance Learners 

Affective Strategies 

Self-motivation 
Self-encou ragement 
Self-reinforcement 
Self-talk 

Total 

Classroom 
Learners 

(N=9) 

N o/o 

3 1 00 .00 
0 0 .00 
0 0.00 
0 0 .00 

3 1 00.00 

Distance 
Learners 

(N=28) 

N o;o 

1 6  48 .48 
1 1  33 .33 

5 1 5 . 1 5  
1 3 .03 

33 1 00.00 

Total 

N o/o 

1 9  52 .78 
1 1  30 .56 

5 1 3 .89 
1 2 .78 

36 1 00 .00 

Perusal of the  figu res i n  Table 5 .9 reveals that distance learners use a wider 

•range of  affective strategies than classroom learners ,  and that they also make 

more frequent use of affective strateg ies than the i r  classroom cou nte rparts . The 

most frequent st rategy used by learners i rrespective of mode of study was se lf­

motivatio n ,  e xamples of which were given in sect ion 5.3.4 .  Se lf-e ncouragement 

was repo rted re lative ly frequently by d istance learners and often co ntai ned some 

e lements s imi lar to the self-management st rategy. An example of this strategy is :  

6FD I do the section that appeals to me first because it gives me 
a psychological boost. 

Self- re inforcement,  i nvo lving arranging awards for o neself, and se lf-talk, involvi ng 

ways of reducing anxiety to make oneself fee l  competent, were relatively 

in frequent : 



1 1  J D  My favourite way to encourage myself to keep going is to 
treat myself to a Japanese meal at a restaurant and to visit 
Japan whenever I can afford it. 

?J D When I find something too hard I do not let myself worry 
about it. I tell myself if I worry I won 't manage to do 
anything. 
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The main  fi nd ings from the study co ncern ing the inf luence of mode on  st rategy 

use i n  the verbal report data are reviewed i n  section 5.6. The next section 

prese nts findings re lated to the influe nce of the TL on strategy use.  

5.5 THE I NFLU ENCE OF THE TARGET LANG UAG E  ON STRATEGY USE 

Learners of  French and Japanese were co mparable i n  the ir  patterns of use of  the 

fou r  main  strategy categories :  metacogn itive , cog nitive , social and affective. As 

represented i n  Fig u re 5.4,  the most frequently reported category of strategy use 

for both g roups co ncerned metacog nition .  
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For learne rs of French MSU reports accou nted for 55.74 percent of strategy use 

and CSU reports accou nted for 36 .8 1  percent. These figu res are close to those 

for learne rs of Japanese whose MSU reports accounted fo r 53.01  percent of 

strategy use ,  and CSU reports accou nted for 40.44 pe rcent. Both g roups of 

learners reported usin g  more affective strategies than social strateg ies .  

Learne rs of French reported us ing on average 24.7 strategies per  verbal repo rt 

whi le learn e rs of J apanese reported o n  average 20.3 instances of strategy use. 

The lower f requency of reporting by learners of Japanese is rep resented in Figu re 

5.5 where the mai n difference i n  frequ ency of strategy reporti ng  occurs for MSU 

reports. 
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However th is  d iffe rence is re latively smal l  compared to the dive rg e nce between 

classroom and distance learners on  the mean scores for MSU reports as shown 

in Figu re 5 . 1 .  

5.5.1 I nfluence of the Target Language on MSU Reports 

P rel imi nary analysis of the i nflue nce of the TL o n  MSU reports was carried out 

in terms of t he  three d imensions of metacog nition :  p lann ing , mon itori ng and 

evaluation .  Fig u re 5.6 presents a comparison of learners of French and Japanese 

in terms of the i r  use , on average,  of these three d imensions.  
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'Learners of French reported ,  o n  ave rage ,  two more instances of p lan ni ng 

strategies and one more i nstance of evaluation strateg ies than learners of 

Japanese. Learners of French and Japanese were si m i lar in the ir  frequency of 

use of monitori ng .  A comparison of Figure 5 .6  and Figure 5.3 reveals that the 

i m pact of mode of study on the generic categories of MSU,  namely plann ing ,  

mo nito ring and evaluation ,  was much g reater than the impact of the TL. 

Furthe r  comparison of learners of Fre nch and Japanese was carried out based 

on the i r use of i ndividual metacog nitive strategies.  Frequency data are prese nted 

in Table 5 . 1  0 .  



Table 5 . 1 0 
Frequency of Metacognitive Strategy Use 

Learners of  French and Japanese 

French Japanese 
Learners Learners 

M etacognitive Strategies (N=1 9) (N=1 8) 

N 0/o N % 

PLANNING 
Advance O rganisation 1 7  6.49 6 3 .09 
Organisational P lanning 29 1 1 .07 22 1 1 .34 
Time Lapse 1 0  3.82 1 4  7.22 
Directed Attention 8 3 .05 9 4.64 
Selective Attention 1 8  6.87 1 2  6. 1 9  
Self-management 40 1 5 .27 23 1 1 .86 
Analysing Needs 2 .76 0 .00 
Revision 8 3 .05 1 1  5.67 
Delayed P roduction 4 1 .53 0 .00 
Priorit ising 4 1 .53 3 1 .55 
Seek Practice Opp. 8 3 .05 3 1 .55 
Subtotal 1 48 56 .49 1 03 53.09 

MONITO R I NG 
Comprehension Monitoring 1 9  7.25 22 1 1 .34 
Production Monitoring 2 .76 5 2.58 
Auditory M onitoring 0 0 .00 1 .52 
Visual Monitoring 1 .38 0 .00 
Strategy Monitoring 6 2 .29 4 2 .06 

, Plan Monitoring 2 .76 0 .00 
Double-check Monitoring 0 0 .00 1 .52 
Problem Identification 1 1  4.20 1 2  6. 1 9  
Subtotal 41  1 5 .65 45 23.20 

EVALUATION 
Production Evaluation 5 1 .91  3 1 .55 
Performance Evaluation 3 1 . 1 5  3 1 .55 
Ability Evaluation 24 9 . 1 6 4 2.06 
Strategy Evaluation 32  1 2 .21 32 1 6 .49 
Lang. Repertoire Evaluation 9 3.44 4 2.06 
Subtotal 73 27.86 46 23.71 

Total 262 1 00.00 1 94 1 00.00 

( Due to rounding the percent total does not always equal 1 00.) 
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Total 

N 0/o 

23 5 .04 
5 1  1 1 . 1 8  
24 5 .26 
1 7  3 .73 
30 6.58 
63 1 3 .82 

2 .44 
1 9  4. 1 7  

4 .88 
7 1 .54 

1 1  2.41 
25 1 55 .05 

41 8.99 
7 1 .54 
1 .22 
1 .22 

1 0  2 . 1 9  
2 .44 
1 .22 

23 5 .04 
86 1 8 .86 

8 1 .75 
6 1 .32 

28 6. 1 4  
64 1 4 .04 
1 3  2.85 

1 1 9  26 . 1 0  

456 1 00 .00 
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Analysis of the i nformatio n  i n  Table 5 . 1 0 reveals that learners of F re nch and 

Japanese were very s im i lar in thei r use of i ndividual metacog nitive strategies .  For 

both g roups the most f requent metacog nitive strategies were two plan n i ng 

strategies and one evaluation strategy :  se lf-management ,  organ isat ional plann ing 

and strategy evaluat ion .  Both g roups also repo rted h igh use of the 

comprehension monitori ng strategy. 

The most notable difference in MSU between the TL groups re lated to the abi l ity 

evaluation  strategy. For learners of French,  abi l ity evaluation is the fourth most 

freque nt metacogn itive strategy (total l i ng 24 instances of strategy use) , but for 

learners of Japanese this strategy is hard ly used at al l  (amount ing to four  

reported i nstances o f  st rategy use) . Abi l ity evaluat ion  takes place as  the learner  

judges h is/her  abi l ity to perfo rm a task. I nstances such as  the  fol lowing we re 

freque ntly reported by learners of French:  

BFD I can usually manage the grammar questions 
quite easily so I work on those first. I do all of 
them, and I leave the part I find the most 
difficult, the essay questions, until last. 

1 1  FD The oral work I usually find hardest - that's my 
weakest point. I find I can read French without 
too much difficulty, but I find I am not always 
able to use words actively in speaking. On the 
other hand I can usually carry out the written 
work without too much of a struggle. 

For both g roups the least freque ntly used strategies were one plan ni ng strategy 

(analysing needs) and several monitori ng strateg ies (auditory monito ri ng ,  vi sual 

monitori ng ,  plan mon itoring ,  double-check monitori ng ) .  
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5.5.2 The I nfluence of the Target Language o n  CSU Reports 

Table 5. 1 1 presents f requency data on the use of cogn itive strateg ies by learners 

of Fre nch and Japanese. 

Table 5 . 1 1 
Frequency of Cognitive Strategy Use 
Learners of French and Japanese 

French Japanese 
Learners Learners Total 

Cognitive Strategies (N=1 9) (N=1 8) 

N % N 0/o N o/o 

Note-taking 
Note-taking 1 2  6.94 8 5 .41 20 6 .23 
Writing Out 2 1 . 1 6  1 5  1 0 . 1 4  1 7  5 .30 
Listing 6 3 .47 3 2.03 9 2 .80 
Noting Down 6 3 .47 1 .68 7 2 . 1 8  
Highlighting 5 2 .89 0 0 .00 5 1 .56 
Underlining 1 . 58 1 .68 2 . 62 
Subtotal 32 1 8 .51  28 1 8 .94 50 1 8 .69 

Resou rcing 30 1 7.34 1 5  1 0 . 1 4  45 1 4 .02 
Repetition 1 5  8 .67 28 1 8 .92 43 1 3 .40 
Elaboration 

Between-Parts 24 1 3 .87 5 3 .38 29 9 .03 
Personal 7 4 .05 0 0.00 7 2 . 1 8  
I magery 3 1 .73 2 1 .35 5 1 .56 
World 2 1 . 1 6  3 2.03 5 1 .56 
Creative 1 .58 0 0.00 1 .31  

' Subtotal 37 21 .39 8 6.76 47 1 4 .64 
Translation 1 2  6.94 23 1 5 .54 35 1 0 .90 
Read Aloud 1 0  5 .78 1 2  8 . 1 1 22 6.85 
Transfer 6 3 .47 6 4.05 1 2  3 .74 
Contextualisation 6 3 .47 5 3 .38 1 1  3.43 
Summarisation 3 1 .73 4 2 .70 7 2 . 1 8  
Auditory Representation 5 2.89 2 1 .35 7 2 . 1 8  
Work in  TL 5 2.89 1 .68 6 1 .87 
Grouping 4 2 .31  1 .68 5 1 .56 
lnferencing 2 1 . 1 6  3 2 .03 5 1 .56 
M emorisation 0 0 .00 5 3.38 5 1 .56 
Rehearsal 4 2 .31  0 0 .00 4 1 . 25 
Recombination 1 .58 2 1 .35 3 0 .93 
Deduction 0 0 .00 2 1 .35 2 0 .62 
Substitution 1 .58 1 .68 2 0 .62 

Total 1 73 1 00.00 1 48 1 00.00 32 1 1 00.00 

(Due to rounding the total percentages do not equal 1 00.) 
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In itial pe rusal of the figu res in  Table 5 . 1 1 may suggest that learners of French 

and Japanese were comparable in terms of frequent use of note-taki ng , 

resou rci ng and repetition .  However,  a more detai led study of the  figu res bri ngs  

to l ight d i fferences i n  the  patterns of use o f  these strategies.  For note-taki ng , 

learne rs of Japanese reported freque nt use of the writi ng out strategy ( 1 5 

instances) , whi le  for l earners of Fre nch this strategy was ve ry i nfreque nt (two 

i nstances) .  Writi ng out is a mechan ical procedure involvi ng repeated copyi ng i n  

order to memori se material .  The  e xamples presented below show that for 

learners of Japanese writi ng out was a lmost always l i nked to the learning  of kanj i : 

1 JD I go through the word lists which have the kanji I need to 
learn and keep writing them out. I find that by writing things 
out I retain them better. 

3J D I have a visual memory so I need to write things out, 
especially with the kanji. I write out several words which 
exemplify one kanji, then I cover up the Japanese side, look 
at the English side, then write it out again. 

9J D I write out the kanji several times just to get the flow of  the 
strokes. Learning the kanji is the most mind-numbing part 
of  it all. Writing out the kanji helps me to concentrate on 
learning them. 

A simi lar e mphasis o n  the more rote aspects of learn ing was reflected in the 

g reater use of  repetit ion by learners of Japanese (28 reported i nstances) than by 

learners of French ( 1 5 reported i nstances). Learners of French tended to make 

use of othe r  resources i n  mastering the TL (30 reported i nstances) more then 

learne rs of Japanese (1 5 reported i nstances) .  

The most marked d i fferences betwee n  learners of French and Japanese re late 

to the use of e laborat ion and translatio n .  Overal l ,  learners of French repo rted 37 

i nstances of e laborat ion ,  whi le learne rs of Japanese reported o nly e ight such 

instances. E laborati o n ,  as discussed i n  section  5.3.2,  takes place as the learne rs 

make meani ngfu l connections betwee n  new i nformation and o ld i nformation ,  o r  
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between i nformatio n  i n  differe nt parts of a text . I nstances of betwee n-parts 

e laboration and personal e laboration appeared 3 1  t imes fo r learners of Fre nch ,  

but  o n ly five t imes for  learners of Japanese. Thus ,  i n  attempti ng to master  the 

Fre nch language ,  learners made more active , mean ingfu l  associat ions with and 

with in  the TL mate rial than did their  Japanese counte rparts .  

Learners of  Japanese appeared to rely more heavi ly on  t ranslation .  They reported 

23 i nstances of translation ,  that is almost double the n u m ber g iven by learners 

of F re nch (1 2 i nstances) .  This tende ncy to re ly o n  t ranslation is also mi rrored i n  

the extent to  which learners chose to  work i n  the TL. Learners o f  French gave 

five i nstances when they made a conscious choice to carry out in French al l  

aspects of working through a particular task, whi le  fo r learners of Japanese on ly 

o n e  such instance was reported . 

Summary 

To summarise , the n ,  more diffe re nces emerged between learners of French and 

Japanese for CSU than for MSU.  The most freque nt strategies used by learners 

of F rench and Japanese were note-taking ,  resou rci ng and repetit io n ,  though the 

way i n_ which and the extent to which these strateg ies were used varied accordi ng 

to the TL g roup .  Learners of Japanese made g reater  use of the writ ing out and 

repetit ion strategies than did learners of French . Very c lear diffe re nces emerged 

between the TL g roups when the use of e laborat ion and t ranslat ion was 

considered. Learners of Fre nch made frequent associat ions between new and old 

i nfo rmation and between different parts of the learning materials.  Co nversely ,  

learners of Japanese made hardly any use at a l l  of e laboration strategies.  

I nstead ,  for learners of Japanese attempts to improve TL competence were 

characterised by the frequent use of translation .  
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5.5.3 The I nfluence of the TL on SSU Reports 

Learners of Fre nch  and Japanese reported an a lmost equal number of instances 

of SSU , as displayed in Table 5. 1 2.  

Table 5 . 1 2 
Frequency of Social Strategy Use 

Learners of French and Japanese 

French Japanese 
Learners Learners Total 

Social Strategies (N= 1 9) (N= 1 8) 

N % N o/o N o/o 

Questioning 5 41 .67 1 0  90.91 1 5  65.22 
Co-operation 3 25.00 1 9 .09 4 1 7 .39 
Other-Reinforce ment 4 33 .33 0 .00 4 1 7 .39 

Total 1 2  1 00.00 1 1  1 00 .00 23 1 00 .00 

For both g roups the  largest category of SSU was question ing .  Howeve r 

differences emerged when the range of SSU was exami ned. Learners of French 

u sed a g reater variety of social strateg ies ,  particu larly i n  en l isti ng the help of 

friends or  fami ly to e ncou rage their  learn ing  e ndeavou rs (other- re i nforce ment) , 

as i n :  

3FD I ask my husband to make sure I keep on track so when I 
start to procrastinate about getting down to my work he 
reminds me that what I should be doing is not housework 
but French. 
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5.5.4 The I nf luence of the TL on ASU Reports 

Learners of French made more frequent u se of affective strateg ies than learners 

of Japanese,  and also used a g reate r range of affective strategi es. 

Table 5 . 1 3  
Frequency of Affective Strategy Use 
Learners of French and Japanese 

French Japanese 
Learners Learners Total 

Affective Strategies (N= 1 9) (N=1 8) 

N 0/o N 0/o N 0/o 

Self-motivation 1 0  43 .48 9 69 .23 1 9  52 .78 
Self-encourageme nt 8 34.78 3 23 .08 1 1  3 0 .56 
Self-reinforcement 4 1 7 .39 1 7 .69 5 1 3 .89 
Self-talk 4.35 0 0.00 2 .78 

Total 23 1 00 .00 1 3  1 00.00 36 1 00 .00 

The figu res i n  Table 5 . 1 3 reveal that both g roups made al most equal u se of se lf­

motivation ,  but learners of French made g reater use of se lf-encou ragement ,  se lf­

re i nforcement and se lf-talk than learners of Japanese. The fo l lowi ng excerpts 

·show how learners of Fre nch used the strategies of se lf-encouragement and se lf-

re i nforcement to manage their  fee l ings about the learn i ng process. 

8FD 

1 1  FD 

What I try not to do at the beginning is to look at the devoir 
until I have done the work because that can actually scare 
me silly and I do not like to put that extra stress on myself 
before I have had a chance to learn what is in the actual 
dossier. 

I do the sections that I least like first and then I do the 
sections that I enjoy, like the recreation, as a sort of reward. 
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5.6 SUMMARY 

The yoked subject tech nique proved to be a productive method for  e l iciti ng 

reports of strategy use from undergraduate foreign language learners .  Several 

new strateg ies  were identified which had not appeared in the strategy use 

l ite rature . These were t ime lapse and seeking practice o pportunit ies 

(metacog nitive st rategies) , a number of subtypes of the note-taki ng strategy 

(cognitive strateg ies) , other- rei nfo rcement (a social strategy) and se lf-motivation 

(an affective strategy) . 

As mentioned i n  sect ion 3 .3 .2 ,  the verbal report study was not as com prehensive 

i n  scope as the  questionnai re study . Through the yoked subject p rocedure two 

variables were exami ned, namely mode of study and the TL , fo r t he i r  re lationshi p 

to strategy choice.  

I n  the verbal report study variance i n  MSU was more strong ly associated with 

mode of study than with the TL. Distance learners made more frequent use of 

m etacog nitive strategies and employed a wider range of metacog n itive strategies 

than classroom learners.  Furthermo re , d istance learners used a l l  t h ree aspects 

•Of metacog n ition (planni ng ,  monitoring , evaluation) to oversee the i r  learn ing 

e ndeavou rs whi le classroom learners confi n ed their  metacog nitive control mostly 

to plan n ing activit ies. Distance learners m ade g reater use of se lf-management 

and advance o rganisation  than classroom learners.  

The TL was not found to play an obvious ro le i n  metacog n itive strategy choice 

by language learners in different TL g roups .  Learners of French and Japanese 

we re comparable in the ir  MSU , thoug h learners of French used s l ig htly more 

p lanning and evaluation strategies than learners of Japanese. 

The main i nf luen ce on CSU was very clearly the TL rather  than mode of study. 

Learners of Japanese re lied on strateg ies which pertained to the more 

m echanical aspects of language learni ng , i n  particular repetition ,  t rans lation and 
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writi ng out. A major characteristic  of the CSU of learners of Fre nch was thei r 

attempts to make active , meani ngful associat ions with and with i n  the TL materia l ,  

in  part icular through the frequent use of e laborati on  strateg ies. 

Mode of study was not found to exert a marked i nf luence on CSU.  Classroom 

and distance learne rs made regu lar use of note-taki ng ,  repetition and resou rci ng.  

One notable except ion to th is comparable pattern was the frequent use of 

e laboration strateg ies  by distance learners. This st rategy did not appear i n  the 

repo rts of c lassroo m learners.  

There was a stronger  re lationship betwee n  mode of study and SSU than between 

the TL and SS U. C lassroom learners made p ropo rtionately g reate r use of the 

social st rategies of quest ioning and co-operat ion than distance learne rs ,  a fi nding 

consistent with the questionnai re study. Reports of the use of other- re i nforcement 

appeared i n  the yoked subject data, a strategy which had not been ment ioned in  

the learni ng strategy l ite ratu re. I nstances of  the use of  th is strategy were co nfined 

to distance learners .  Learne rs of French and Japanese we re si mi lar i n  the 

frequency with which they used social strategies ,  thoug h learners of Fre nch used 

·a wider  range of social strategies than learners of Japanese. 

Variance in ASU was re lated to both mode of study and the TL. Distance learners 

made wider  and more frequent use of affective strategies than classroom 

learners .  Learne rs of F re nch reported more i nstances of ASU than learners of 

Japanese. 

A discussion of the resu lts fro m  the question nai re study and the verbal report 

study are presented i n  the fo l lowing chapter. A synthesis of the mai n fi nd ings 

from the cu rrent study is  presented in C hapter 8 .  
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6. DISCUSSION 

The early part of th is chapter exami nes fi nd ings conce rni ng the identificat ion and 

classificat ion of strategies throug h the metacog nitive, cog nitive , social and 

affective model  of strategy use (section  6 . 1 ). The remainder of the chapte r is 

devoted to a d iscussion of the resu lts of the study o rganised i n  s ix  sections ,  each 

of which re lates to one of the research questions presented i n  section  3 .3 .2 .  The 

final sect ion of the  chapter (sect ion 6 . 8) d raws together the various strands of the 

f i ndi ngs to form a coherent picture of factors wh ich cont ribute to the ki nds of 

strategies learne rs deploy to deve lop foreign lang uage ski l ls .  

6.1 CLASSI FICATION OF STRATEGY USE 

The strategy c lassification scheme used in the cu rrent study was based on a 

d isti nct ion between metacog nitive, cogn itive and socio-affect ive strategies and is 

s im i lar to othe r  learn ing strategy models in the fie lds of educational psychology 

and cogn itive psychology. lt proved to be an effective means through wh ich to 

examine the strateg ies used by u nderg raduate foreig n lang uag e  learners .  I n  

particular, the  m odel was valuable i n  servi ng to clarify how differe nt categories 

of strategy use (e .g . ,  metacog nitive , social) are i nf luenced by particu lar learner 

characteristics or aspects of the language learn ing context. One mod ificat ion to 

the mode l ,  namely the separat ion of the socio-affective g roup ing i nto two dist inct 

categories ,  was i ntroduced to reflect the fact that SSU and ASU re late to quite 

d iffe rent underlyi ng constructs. 

Through the verbal report study a n umber of new strategies were identif ied in  

each of  the fou r main strategy g roupings:  metacog nitive, cog n itive , social and 

affective. The fol lowing discussion of these newly identified strategies beg i ns with 

the two metacog n itive strateg ies of t ime lapse and seeking practice opportunit ies. 
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The t ime lapse strategy i nvo lved the spaci ng of learning  sessio ns i n  o rder  to 

faci l itate the comprehension ,  memorisat ion o r  p roduction of the TL. The use of 

t ime lapse was re lated to three ci rcumstances : when e ncou nteri ng  difficu lties, 

when learning TL forms ,  and as a fo rm of mental draft ing of material , particu larly 

for extensive writ ing . The other  new metacogn itive strategy was seeki ng p ractice 

opportun ities which was used by learners to make arrangements for using the TL 

beyond the opportu nit ies provided by the cou rse.  

I n  terms of CSU , five subcategories of the note-taki ng strategy were 

disti nguished : writ ing out, l isti ng , noti ng down, h ig h l ighting and u nderl i n i ng .  Note­

taki ng was identified as a hig h-frequency strategy in th is  study, a f inding 

co nsistent with previous studies of language learning strategy use. The five 

subcategories were important i n  that they permitted insights i nto the specific ways 

i n  which particu lar kinds of note-taki ng we re dep loyed. Work i n  the TL was also 

added as a new cognitive strategy. This strategy can be viewed as the opposite 

of t ranslation in that it consists of attempts to prepare fo r languag e  tasks and to 

engag e  with language tasks with no recourse to Eng l ish. 

The analysis of the verbal reports also resu lted in the i nclusion of new instances 

of social and affective strateg ies in the taxonomy of strategy use.  Other­

rei nforce ment was ident ified as a social strategy and proved to be a characteristic 

of distance learners (see section 6 .3. 3) .  This strategy involved so licit ing he lp  f rom 

others ,  not specifically in re lation to language tasks,  but to gai n the  necessary 

e ncouragement to persevere i n  the face of difficu lt ies. The ASU of distance 

learne rs was also characterised by a previously u nidentified affective strategy, 

namely se lf-motivatio n ,  i nvolving reminding oneself of the advantages of 

co nti nui ng to learn the foreig n language (see section 6 .3 .4) .  

I n  attempti ng to classify instances of strategy use in  this study, there were two 

mai n f indi ngs which warrant further discussion .  These concern quest ions of the 

bou ndary betwee n  metacog nitive and cog nitive strateg ies,  and the fact that 

strategies are used i n  particu lar combinat ions.  The remai nder of th is  sect ion is 
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devoted to a consideration of these i ssues. 

In Chapter 2, in a discussion  of the research i nto metacog nition ,  it was noted that 

atte mpts to del ineate metacognitive strategies f rom cog nitive strategies have met 

with some difficu lties .  O'Mal ley and Chamot ( 1 990 :99) poi nt to the fact that there 

are 'differences i n  o pin ion about what constitutes a metacogn itive o r  cog n itive 

strategy' and Cohen (1 991  : 1 34) notes that 'th e re is sti l l  confusion  ove r where to 

d raw the l ine betwee n  metacog nitive and cog n itive strateg ies' .  Whi le the diffuse 

bou ndaries betwee n  the two mai n strategy g roupings are acknowledged in the 

lite ratu re , specific examples of c lassification  d ifficulties rare ly appear, and the 

natu re of such difficu lties tends not to be pu rsued. Two difficu lt ies which arose 

in the current study i n  re lation to the metacog n itive/cognitive disti nctio n  wi l l  now 

be considered. 

Revision was classified as a metacog nitive strategy to be i ncluded in  the 

questionnai re strategy use scale. lt was arg ued i n  Chapter 3 that revision is a 

metacognitive strategy si nce it i nvolves p lanning to learn by the systematic 

reviewi ng of material in orde r to aid the  lo ng-term retention of that materia l .  l t was 

also acknowledged that the actual p rocess of revision takes place th rough the 

use of a range of cogn itive strategies.  In the verbal report data there were a 

nu mber of reports of learners systematically reviewi ng material as a means of 

complet ing particu lar language tasks . I n  such i nstances it was d ifficult to decide 

whether the strategy was used metacognitive ly , i nvo lvi ng plann ing to review, and 

as such should be classified as an i nstance of revision ,  or whether the strategy 

was being used more cog nitive ly, i nvolvi ng go ing over the language needed for 

an upcoming task, and as such shou ld be c lassified as rehearsal. 

A second example of the diffuse bou ndaries between metacog n itive and cog nitive 

strategy use arose i n  re lation  to one  of the n ewly identified strateg ies ,  namely 

work i n  the TL. This strategy was classified as a cognitive strategy si nce it was 

appl ied to specific tasks as a means of com plet ing them to best effect .  However, 

i n  the verbal report data this strategy appeared at t imes to be used as an 
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executive th i nki ng ski l l  rather  than as an i nteg ral part of task performance , thus 

blu rri ng the disti nct io n  between the fu nctions  of cog nitive and m etacognitive 

strategies.  

These e xamples poi nt to the fact that what is metacognitive can not always be 

read i ly separated fro m  what is cog nitive. lt i s  i m portant for researchers usi ng the 

metacogn itive , cog nit ive, social and affective model of strategy use to u nde rstand 

that such difficult ies may arise especially when attempting to classify particular 

instances of strategy use which appear in verbal report data. lt wou ld also be 

useful if there was more extended discussion i n  the lite ratu re of the ki nds of 

problems which can a rise when attempting to mai ntai n a disti nct ion between MSU 

and CSU.  

The analysis o f  the verbal t ranscripts also revealed the  ways in  which learners 

used strateg ies i n  particu lar combinations,  rather than as discrete tech niques 

which operate in iso lation from one another. In particular, it was evide nt that 

metacogn itive strategies we re frequently combi ned with one or  more cognitive 

strategies. Fo r example,  problem ide ntificat ion was used with u nderl in ing .  

Comprehension m onitori ng was often l inked with i nfere nci ng , and e laborat ion was 

used i n  conjunctio n  with revision .  The mu lt ip le strategies e mployed at any one 

t ime revealed the complex and i ngenious techniques underg raduate foreig n 

lang uage learne rs used to develop TL com petence. 

In a recent review of studies attempting to detai l the precise ways i n  which use 

is made of specific strategies O'Malley and Chamot ( 1 990) emphasise the  need 

to study fu rther the  eo-occu rrence of particular strategies. Furthermore,  inst ruct ion 

in general learn ing  st rategies now attempts to i ncorporate the fact that l earners 

use a series of strategies rather than a s ing le o ne when engaged i n  a particu lar 

languag e  task (Pal i n csar and Brown 1 984;  G raham, Harris and S awyer 1 987 ; 

Ogle 1 987).  The findi ngs of th is study point to the  need to go beyond the tal lyi ng 

of the use of i nd ividual strategies,  to consider  in  more detai l how particular 

strategy combinations  are used i n  the performance of different language tasks. 
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The remainder of the  chapter  is  devoted to a d iscussion  of the findi ngs which are 

exami ned and i nterpreted according to the s ix  research quest ions outl i ned i n  

sect ion 3.3.2 .  

6.2 FREQUENCY OF STRATEGY USE 

Research Questio n  1 

What use do undergraduate foreign language learners make of the metacognitive, 

cognitive, social and affective categories of strategy use ? 

The u ndergraduate foreign languag e  learners i n  th is study were characterised by 

the f requent use of metacognitive and cog n itive strategies and the re lative ly 

i nfreque nt use of social and affective strategies.  This pattern was comparable to 

that of other learners whose strategy use has been i nvestigated by means of the 

metacog nitive , cog n itive, socio-affective model (O'Malley et al .  1 985a, 1 985b ; 

Chamot et al. 1 987 ;  Chamot et al. 1 988a, 1 988b) .  

6.2.1  Metacognitive Strategy Use 

In the  questionnai re study the most frequently used metacog nitive strategies were 

advance organisatio n ,  self-monito ri ng and se lf-evaluat ion .  These strategies 

together encompass the three dimensions of m etacog nitive contro l  of learning 

namely ,  planning , monitori ng and evaluatio n .  The fi ndings from the much smal ler  

verbal report study carried out with 200-level learners of  French and Japanese 

provided a simi lar picture of the most frequent m etacognitive strategies with one 

exception . Self-manag ement emerged as the most freque ntly used strategy 

ahead of the other  th ree plann ing , monitori ng  and evaluat ion strateg ies.  Two 

possible explanations  for th is can be proposed.  

F irstly ,  the frequent use of  se lf-management was found i n  both studies to be the 

mai n characte ristic differentiat ing distance learne rs from classroom learners in 

terms of MSU. Thus the recu rrent reporti ng of se lf-management can be partly 

attributed to the h igher proportion of distance learners i n  the verbal report 

sample. Secondly, the nature of the yoked subject procedure in the verbal report 
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study may well have i nf luenced learners to focus on  the techniques by which they 

learn best, and the ways in wh ich they manage their learn ing conditions -

processes which are di rectly re lated to the self-management category of strategy 

use. 

Plann i ng was the most freque ntly u sed d imension of MSU i n  the questionnai re 

study and the verbal report study. This f inding is also co nsistent with a nu mber 

of oth e r  studies carried out with h igh  school language stude nts (e .g . ,  Chamot and 

KUpper 1 989). However, compared to patte rns of strategy use in prior  research , 

the monitori ng and evaluating d ime nsions of strategy use we re we l l-deve loped 

among the learners in the current study. This can probably be attributed to the 

age and leve l of abi l ity of learners in th is study as we l l  as to the demands of the 

distance learning context. 

6.2.2 Cognitive Strategy Use 

I n  the questionnai re study and the  ve rbal report study resou rci ng , repetition , 

translat ion and either  e laboratio n  o r  transfer we re among the most frequently 

used cog n itive strateg ies. At the same t ime a nu mber of i mportant diffe rences 

between the patterns of CSU obtain ed th rough the two studies emerged. 

The ove ral l  pattern of report ing in the questionnai re study i nvo lved the frequent 

use of key strategies such as i nfe re ncing and substitutio n .  In the verbal report 

study , on the other  hand , learners appeared to i nclude more mechanical 

strategies such as note-taking and translation in the i r  cog nitive strategy 

repertoire .  These different trends m ay be re lated to the i nf luence of the data 

co l lect ion i nstru ments on the reports of strategy use . 

S ince the question nai re inst rument requi red learners to respond to questions 

about particular instances of strategy use,  it i s  possib le that subjects were 

inf luenced to react in terms of what they thoug ht they should do,  rather  than what 
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they actual ly d id ,  to learn the TL. The yoked subject procedure ,  o n  the other 

hand, was a productive task with no specific prompts, and th is  task may have 

provided more accu rate revelat ions of the strategies learne rs actual ly used. 

In spite of these observed differences in the frequency of CSU reported in the 

questionnai re study as opposed to the verbal report study, there was overall 

consistency i n  the frequent use of resourc ing , repetition ,  elaboratio n ,  translation 

and elaboration  or  transfer in  the two studies. 

6.2.3 Social Strategy Use 

I n  terms of SSU ,  questioning was deployed much more f reque ntly than co­

operatio n .  P resu mably one explanation  for this re lates to the greater 

organisatio n al demands of co-operat ion as opposed to question ing .  Classroom 

learners h ave freque nt opportun it ies to ask questions of teachers and fel low 

learne rs , and this can often be carried out spontaneously. However, maki ng 

arrange ments to work with other  learners out of class wou ld general ly be more 

ti me-consu ming and wou ld requ i re planni ng .  Questioni ng and co-ope ration do not 

generally form part of the strateg ic reperto i re of distance learne rs because of the 

i nherent l im itat ions of their  learn ing context. 

6.2.4 Affective Strategy Use 

The most f requently used affective strategy was self-encou rage me nt ,  which is 

used when learners make positive state me nts to themse lves in o rder to fee l 

competent to carry out particular tasks. Other means of affective contro l were 

used less frequently, and agai n ,  the  o rganisational demands of other means of 

affective co ntro l (such as arranging rewards for oneself) may have proh ibited thei r 

use. 
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What is the influence of mode of study on metacognitive, cognitive, social and 

affective strategy use by undergraduate foreign language learners ?  

The findi ngs from th is study revealed that mode of study strong ly i nf luenced the 

MSU and the SSU of undergraduate fore ign language learners .  

Distance learners made more frequent use of  metacog nitive strategies and 

deployed a wider  range of metacog nitive strategies than classroom learners. 

They exploited al l  d imensions of metacog nition (plann ing , mon itoring and 

evaluation) to contro l their learn ing processes, whi le the metacog nitive strategies 

deployed by c lassroom learners were concerned mostly with p lann ing .  

The wider and i nc reased use of  metacognitive control by distance learners can 

be seen as a response to the demands placed on those learn e rs by the distance 

learn ing context .  Distance learners must develop the abi l ity to m anage their 

learni ng processes ,  s ince thei r learni ng context does not provide the ki nd of 

regu lar direct ion and gu idance which are normally furn ished by a classroom 

e nvironment.  S ussex ( 1 991 : 1 8 1 )  observes that 'both distance learn ing and open­

access learni ng i nvolve hig h leve ls of stude nt contro l  and d i rectio n' .  The distance 

learne rs in th is  study responded to the requ i rements of the d istance learn ing 

e nvironment by the frequent application  of a wide range of  m etacog nitive 

strategies to set up ,  oversee and evaluate the i r  language learn i ng endeavours.  

The results from this study also suggest that once distance learners have 

deve loped ways of managing their  learn ing ,  the ir  interact ions with the TL 

materials , as described i n  terms of the i r  CSU ,  are not markedly different from 

those of thei r classroom counterparts. That is ,  i n  the context of p rivate study , both 

g roups of learners use comparatively s imi lar processes in working with the TL 

materials to deve lop foreign language ski l ls .  Fou r exceptions to th is  comparable 

pattern are examined in section 6 .3.2 .  
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For the social categories of strategy use,  mode of study was found to i nteract 

with the opportunities learners had to deploy such strategies. Whi le distance 

learners had l imited opportun it ies to use the more conventional social strateg ies 

of question ing and co-operation , they exhibited particu lar resou rcefulness i n  the i r  

u se of  a further d imension of SSU , name ly othe r-reinfo rcement (see section 

6 .3 .3) .  

Fi nal ly, in terms of ASU , both classroom and distance learners made re latively 

in frequent use of these strategies. Classroom learners deployed social strategies 

more often than affective strateg ies.  Distance l earners, on the other hand , 

resorted more to affective means to manage the i r  learni ng than to tech niques 

invo lvi ng social contact. Distance learners also reported using a wider range of 

affective strategies than classroom learne rs .  

G ive n then that this is the general pictu re for  the use of the fou r  mai n strategy 

use categories by classroom and distance learners ,  we can now conside r which 

i ndividual strategies are i nfluenced by mode of study. Furthermore ,  we can 

specu late as to the reasons why particu lar strategies are deployed differe ntly by 

learners in classroom and non-classroom e nvi ronments. 

6.3.1 Mode of Study and Metacognitive Strategy Use 

I n  both the questionnai re study and the verbal report study it was evident that the 

single most i mportant strategy which served to  differentiate classroom and 

distance learners was se lf-manage ment. Distance learners are clearly set apart 

from classroom learners i n  the extent to which they make use of th is strategy. An 

essential pre requisite for the use of self- management is for the i ndividual learner 

to know how s/he learns best . The use of self- management also requi res the 

learner to have the necessary procedu ral ski l ls  to set  up these opti mal learning 

condit ions. We can now reflect on  the reasons  why variance in the use of se lf­

management is so close ly associated with mode of study. 

Self-management can be considered to be the defin it ive metacogn itive strategy 
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i n  that it comprises the two d imensions of metacognit ion outl i ned i n  Chapte r  2 :  

knowledge of cog nition  and control of cog n iti on .  The other  metacog n itive 

strategies are concerned, for the most part ,  with control of cog niti on .  As such , 

they exercise the executive d imension of metacognit ion rather  than the self­

knowledge d imens ion .  Because se lf-management taps both aspects of 

metacog nition ,  it is a powerful  i ndex of the metacogn itive knowledge and ski l ls 

of learners.  Thus ,  when one considers the stro ng relationship between mode of 

study and metacog niti on ,  it is not surpris ing that se lf-management e merges as 

the pri ncipal strategy to set classroom learners apart from distance learners .  

The use of advance organisation and o rganisational planning was also critical i n  

differentiat ing between classroom and distance learners on MSU measu res. 

These strategies are closely al l ied and in thei r recent taxonomy of strategy use 

O'Mal ley and Chamot ( 1 990 : 1 37) g roup them together under the heading 

'plann i ng' .  

The use of advance org anisation  i nvolves previewi ng material to obtai n a general 

idea of tasks , wh i le  o rganisational plann ing invo lves generati ng a plan for the 

execution of the tasks. In the verbal report study, the MSU of distance learners 

was found to be c haracteri sed by the frequent applicati on of these strategies. 

Looki ng th roug h material and plan n ing how to work with it appears to be more 

i mportant for distance learners than classroom learners. 

The re latively i nfrequent application of advance o rgan isation and organisational 

plann ing by classroom learne rs cou ld be attributed to a re liance on the teacher 

for d i rect ion i n  what to l earn and how to progress through the materials. Distance 

learners ,  o n  the oth e r  hand, must i ntroduce u nits of work to themselves,  they 

must work out what is requi red and how best to proceed. The verbal reports of 

distance learne rs f requently opened with refere nce to thei r use of advance 

organisation  and o rganisational plann ing as i n  the fo l lowi ng example : 



8FD / look through the whole dossier first because I'm keen to see what 
it is about and to get some idea of what I'll be expected to work 
with, what I'm expected to master. I like having an idea of what is 
coming up and also of where I am going. So then I decide what I 
am going to study first, what next and so on. I decide what I will 
leave until last too. That's usually the hardest part. Also any essays 
I leave until last. 
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I n  the questionnai re study , the use of advance o rganisation was fou nd to be 

second on ly to se lf-management i n  separat ing classroom and distance learners.  

There was no quest ionnaire i tem relat ing to the use of organisat ional  plann ing , 

but, had such an ite m been included i n  the study , it is expected that distance 

learne rs wou ld have been shown to exceed classroom learners i n  the i r  use of th is 

aspect of metacogn it ion .  In summary , as far as plan n ing strateg ies were 

conce rned ,  classroom and distance learners were differe ntiated i n  the i r  use of 

self-management ,  advance organisation and o rganisational p lanni ng .  

l t  was also found that distance learners made much g reater use of the monito ri ng 

and evaluation d imensions of metacog nition than classroom learne rs.  I n  terms of 

monitori ng ,  d istance learners were particu larly co ncerned with co m prehe nsion 

monitori ng ,  that is ,  checking up on  thei r understanding of the TL, and problem 

identification ,  which e ntails identifyi ng the aspects of a task which are preventi ng 

its successfu l completio n .  

Monitoring  has bee n  shown to  be  c ritical i n  distinguish ing effective from 

i neffective learners (Nisbet and Shucksmith 1 986 ; Chamot and KOpper 1 989 ; 

O'Mal ley et al . 1 989) but the use of th is strategy has not been explored i n  re lation 

to effects from the learn i ng context. The i ncreased use of monitoring  by distance 

learners in th is study can be attributed to an abse nce in the i r  learni ng 

envi ronment of two functions normally performed by classroom teachers.  These 

are now discussed. 

Firstly ,  di stance learners are not able to regu late the deg ree of com plexity of the 

material presented to them. They are not necessari ly provided with material at a 
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leve l appropriate to the i r  own powers of u nderstanding and so it is possib le that 

they have to decide for themselves whethe r  the material is with in  thei r 

comprehension abi l it ies .  Lang uage teachers ,  o n  the other hand , i n  face-to-face 

classroom teach ing , are generally se nsitive to t he  level of u nderstanding of thei r 

learners and make attempts to present m ateria l  which is with in  the learners' 

g rasp. Secondly, d istance learners do not have a teacher to check up  o n  thei r 

comprehension th roug h the regu lar posi ng of questions. Distance learners must 

make efforts to mon itor thei r u nderstanding for t hemse lves. Classroom learners ,  

on the other hand ,  do not have the same need to  ask themse lves 'How am I 

going i n  al l  of th is?' and ' Have I got the rig ht idea?' . 

I n  the verbal report study one of the m etacog n itive strategies most frequently 

mentioned by classroom learne rs was revisio n ,  whi le in the questionnai re study 

the re latively i nfrequent use of revision by c lassroom learners was fou nd to 

co ntribute sig nificantly to the separat ion of learners according to mode of study. 

This discrepancy can be related to effects from the  co nte nt of the i nstruct ions fo r 

the verbal report p rocedure (see Appendix D ) .  

I n  order to  e nsu re the  eco logical validity o f  t he  yoked subject procedure ,  

participants were provided with a series o f  questions which approximated the 

sorts of things a p rospective learner might ask about ways of worki ng with the TL 

materials. Care was taken to ensure that the questions were suffici ently g e neral 

not to prompt learners to mention particular st rategies. Howeve r, one  specific 

question was i nc luded relat ing to revis ion ,  and it see ms this acted as a cue to 

many learners to talk about revision .  That is ,  it is l ikely that the frequent mention 

of revision i n  the verbal report study was i nf luenced by the specific mention of 

th is strategy in the questions provided. 

In the questionnai re study, classroom learn e rs used revision sign ificantly less 

often than classroom learners.  The reasons  for this can be re lated to the  fact 

that ,  i n  the cou rse of regu lar language sessions ,  c lassroom learners are p robably 

exposed to a wider  range of previously learnt forms than distance learners. 
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Distance learne rs,  on  the othe r hand, have to arrange opportu nities for 

themselves to review prior  work in order to gai n  the repeated exposure necessary 

to retain l angu age forms. 

6.3.2 Mode of Study and Cognitive Strategy Use 

Results from the  question nai re study and the verbal report study i ndicated that 

there were some diffe re nces betwee n  classroom and distance learners o n  CSU 

measures ,  though these were re latively minor  compared with the very evident 

differences o n  MSU measures.  Through the yoked subject p rocedure classroom 

and distance learners reported usi ng simi lar cognitive strategies as they engaged 

with the TL i rrespective of mode of study. However there were four exceptions 

to this comparable pattern re lat ing to the use of e laboratio n ,  t ransfer, resourcing 

and repetitio n .  

Distance learners reported maki ng frequent use of e laboration  whi le classroom 

learners did not report any instances of the use of this strategy. The use of 

e laboration i nvo lves maki ng meani ngful connections between parts of the learn ing 

materials, o r  re lat ing new information to prior knowledge and to personal 

experience. Transfer strateg ies are s imi lar to e laboration strategies in  that 

learners use previously acquired knowledge of the language to faci l itate the 

complet ion of a task. O'Mal ley, Chamot and Walker ( 1 987) also note the close 

connections  between e laboration  and transfer, and co nside r  that e laboration can 

be considered to be a superordinate category for transfer. Distance learners were 

characterised by a much g reate r use of e laboration and transfer than classroom 

learners .  

l t  is clear that both e laboration and transfer require the learner  to e ngage actively 

with the TL material and to process it at quite a deep level .  E laboration has long 

been considered to be a significant learn ing strategy because of the benefits for 

comprehension  and retention which have been demonstrated to accompany its 

use (e .g .  Reder 1 980 ; Weinste in  and Mayer 1 986) .  One explanation for the 

g reater use of e laborat ion and transfer by distance learne rs is that they must 
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i ntegrate the course materials for themselves since there is no teache r  to situate 

each learn ing task in wider  contexts, o r  to re late the material to what they already 

know. 

Resourcing and repetit ion are differe nt in n ature from elaboratio n  and transfer. 

Resourcing i nvolves using alternative sou rces of information about the TL whi le 

repetition i nvo lves repeati ng words or phrases i n  the course of pe rforming a TL 

task. Distance learners would appear to m ake g reater use of resourcing than 

classroom learn e rs since they cannot readi ly approach a teacher  when they strike 

d ifficu lt ies, and so must re ly on other  sou rces for assistance. Repetition  is also 

used more often by distance learners.  The reasons for this are not e nti re ly c lear, 

but one explanat ion could be simi lar to that provided for the i ncreased use of 

revision by d istance learners, namely that d istance learners are not exposed to 

the ki nds of repetition of language items which occur in a classroom e nviron ment 

and which are usefu l for the retention  of TL ite ms. 

6.3.3 Mode of Study and Social Strategy Use 

Distance learners are very co nscious of the fact that they are pursu ing their 

studies i n  re lative iso lation compared to the i r  on-campus cou nte rparts .  Attempts 

have been made to min imise th is isolatio n ,  as out l ined i n  sect ion 3. 1 ,  and to 

provide distance learners with opportu n ities for contact with tuto rs and fel low 

learners.  This b ackg round is impo rtant to u nderstand the somewhat confl icti ng 

responses m ade by distance learners in the  questionnai re study and the verbal 

repo rt study about their SSU . 

I n  the questi o n n ai re study the most frequent response by d istance learners when 

asked about the i r  use of question ing and co-operation strategies was that they 

had 'no opportu nity' to use these strategies. Classroom learners used them 

'someti mes' or ' rarely'. However ,  i nsights f rom the verbal report study revealed 

that distance learners did make use of these social strateg ies and that they also 

contacted othe rs to el icit encou ragement to conti nue with the course. This 

strategy was termed 'other-reinforcement'. lt was classified as a social strategy 
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i n  th is study though it also has a strong affective compone nt.  No  i nstances of the 

use of other-re i nforcement were fou nd in the verbal reports of classroom learners. 

One reason for the lack of consistency betwee n  the two studies in reports of SSU 

cou ld l ie in the fact that di stance learners are very aware of the isolated context 

in which they study, and therefore , i n  t he  closed response format of the 

questionnai re, readi ly opted for the 'no opportu n ity' catego ry .  Howeve r, when 

asked about the strategies they used in a more open-ended context ,  their 

resourceful ness and atte mpts at networki ng in order to overcome the i r  isolated 

study context were very evident. 

lt appears then that distance learners do app ly social strateg ies to support their 

learni ng endeavou rs but that their opportu n it ies are more l i mited than those of 

classroom learners .  However, d istance learners are disti nctive i n  their use of a 

further d imension of SSU , namely other-re in force ment. 

6.3.4 Mode of Study and Affective Strategy Use 

I n  the verbal report study distance learne rs used a wider range of affective 

strategies than classroom learne rs and also u sed them more freque ntly than their 

c lassroom cou nte rparts. Distance learners used affective strategies to e ncou rage 

themselves,  to reduce anxiety , to reassure themselves they cou ld tackle the work 

and to motivate themse lves (see sections  5.4.4 and 5.5 .4. for examples). The 

m eans classroom learners used for affective management of learn ing were al l  

re lated to self-mot ivation .  

One might expect distance learners to m ake wider and more frequent use of 

affective strateg ies  si nce their iso lated context cou ld foster anxiety about their 

p rog ress. The i r  re latively iso lated context would also mean they have to provide 

themselves with motivation ,  rei nforcement and e ncouragement .  This reasoning 

is  borne out by variance in the use of socia l  and affective strateg ies according to 

mode of study. Distance learners used proport ionately more affective strategies 

than social strategies whi le c lassroom learners reported us ing more social 
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strategies than affective strategies (see Figu re 5.2) .  

I n  the question n ai re study both classroom and distance learners reported 

i nfrequent use of affective strategies. The three ASU items did not serve to reveal 

the kinds of d i ffere nces which were evident in the verbal report study. lt is 

possible that the  questionnai re items did not tap appropriate aspects of ASU .  lt 

is also possib le that more carefu l ly worded questio nnai re items drawn from the 

descri ptions in the verbal report study wou ld have e l icited a different respo nse. 

6.4 FURTHER I N FLUENCES ON MODE AND STRATEGY USE 

Research Questio n  3 

Is the impact of  mode of study on strategy choice further influenced by particular 

learner characteristics (e.g. age, gender, proficiency, language learning 

experience) or by aspects of the learning context (e.g. level of study, TL, 

language use opportunities) ? 

The i nvest igat ion of th is research question was carried out throug h the 

questionnai re data and was l imited to the metacognitive and cog nitive di mensions 

of strategy use, due to the natu re of the social and affective scales. The 

re lationship between mode of study and MSU was fou nd to be fu rther  influenced 

by fou r variables in the study which wi l l  be the subject of discussion in this 

section .  The l ess appare nt re lat ionship between mode of study and CSU was not 

found to be subject to fu rther i nf luences. 

Four sets of ci rcumstances were identified in the question nai re study i n  which the 

gap betwee n  classroom and distance learners on MSU measures became 

particu larly p ronounced . These ci rcumstances were when learners had no prior 

TL experience,  when the TL was J apanese , when the proficiency level of learners 

was 'B', and when learners were at the 200- leve l of study. 

For learners who had no prior  TL experi ence before e n ro l l i ng in the university 
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languag e  cou rse , the se lf-management strategy was of pri m e  i mportance in 

sett ing learners apart according to mode of study. lt appears that classroom 

learners with no p rior  TL experience had not developed the same u nderstandi ng 

of the i r  learn i ng p rocesses,  or of ways of establ ish ing these processes,  as thei r 

distance counterparts.  One explanation for th is is that classroom learners with no 

prior  TL experience are able to remai n  depe ndent on the teache r  to estab lish 

the i r  learning conditions,  whi le distance learners ,  with a similar backg round ,  must 

re ly on  thei r own e ndeavours if they are to proceed. In such ci rcu mstances 

distance learners develop se lf-management strategies to manage the i r  language 

learni ng .  

The use of  advance organisation was found to be the major i nf luence on  the 

marked separatio n  of classroom and distance learners in  the othe r  three co ntexts 

(whe n  the TL was J apanese , at the 200- leve l and when the proficiency level of 

learne rs was 'B' ) .  I n  each case distance learners made sig nificantly g reater use 

of advance o rganisation than their  classroo m cou nterparts. The reasons why the 

gap widens between classroom and distance learners in these ci rcu mstances is 

not e nti re ly clear. Neither is it evident why the key strategy in these 

ci rcumstances is  the  use of advance organisat ion .  However, a n u mber of possible 

explanations are now proposed. 

Fi rst ly, with regard to the i nfluence of the TL, it is considered to be very difficu lt 

to study Japanese at a distance. This is acknowledged both by lecturers and by 

en ro l led students. I n  order  to keep up  with the  material it is necessary to spend 

at least two hou rs dai ly working with the TL, according to cou rse gu ide l ines. A 

large nu mber of learners do not com plete the course because of these demands. 

So, if d istance learners are to succeed they must be very o rganised and must 

plan the ir  p rog ress carefu l ly through the course. Advance organisat ion is a 

pri mary plann ing  strategy. 

At the 200-level of language study learne rs are often immediately exposed to a 

less control led language e nvi ronment and are expected to deve lop a much wider 
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range of ski l ls in language forms and languag e  use. The teacher  is less l ike ly to 

nomi nate exactly what has to be learnt, and more responsi bi l ity is placed on the 

learner  to master aspects of the TL. For the distance learner ,  the more open­

ended exposure to the TL, which begins at the 200-leve l ,  also requi res carefu l 

plann ing of the learning  process. 

Whe n  the proficie ncy level of learne rs was ' 8 ' ,  classroom and d istance learners 

were maxi mally differentiated on M S U  measures. One explanat ion for th is l ies in  

what we al ready know about metacognitive co ntro l as one of  the keys to 

successfu l language learni ng. One would expect that hig h-achievi ng learners,  that 

is 'A' learners ,  would have highly deve loped metacog nitive abi l it ies i rrespective 

of mode of study. lt also seems that at the proficiency leve l of 'C' classroom and 

distance language learners are re latively simi lar in the u se they make of 

metacog nitive strategies. However, between the h igh ly successfu l learners and 

the less successfu l learners there is a g roup who differ sig nificantly on  how they 

manage the i r  learn ing ,  according to whether they are c lassroom learners or 

distance learners. l t  is possi ble that at this leve l of abi l ity classroom learners sti l l  

do not need to be self-di rected to make prog ress, whereas the i r  di stance 

cou nterparts have to make a g reater effort to di rect thei r learn ing i n  order to 

succeed. 

In these three sets of ci rcu mstances, the use of advance o rganisatio n was the 

mai n strategy associated with the separation of c lassroom and distance learners.  

I n  o rder to d i rect the i r  learning , d istance learners fi nd i t  n ecessary to preview 

material to see how it is organised and to dete rmine  what is requ i red of them 

before t hey can proceed. The advance organisation strategy appears to be critical 

for d istance learners to enable them to e nter i nto the appropriate mental frame 

to work on  particu lar language tasks. Classroom learners do not appear to use 

th is strategy to the same extent in  the ci rcu mstances out l ined,  and one can 

assu me that they re ly on the d i rection given i n  the classroom for an overview of 

learning  tasks and for an u nderstanding of what is requ i red .  
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What role does the TL play in the strategies learners choose to use 

(metacognitive, cognitive, social, affective) to improve their TL competence? 

I n  the previous sect ion the contribut ion of one  of  the TLs in  th is study , namely 

Japanese , was d iscussed in  relat ion to the variance of classroom and distance 

learners on MSU measures. In th is section  the re lationship betwee n  particu lar 

TLs and the ki nds of strategies reported by learners wi l l be co nsidered .  

The TL was not fou nd to i nflue nce the frequency with which learners of different 

TLs used the generic categories of strategy use :  metacog nitive , cog nitive, social 

and affective . Howeve r, the TL did exert an i nf luence on the ki nds of cog nitive 

strategies learners used. Re latively m inor diffe rences i n  metacog nitive , social and 

affective strategy use were also detected between learners of different TLs. The 

discussion of resu lts wil l be l imited to the main area where the TL was found to 

impact on strategy use,  that is through the cog nitive strateg ies learners use as 

they i nte ract with the TL mate rials. The clearest fi ndi ngs in th is regard emerged 

through the verbal report study, and the examination of the relat ionship between 

the TL and CSU wi l l  make refere nce to these resu lts. 

The three main categories of CSU for learne rs of French and Japanese were 

note-taking ,  resou rci ng and repeti ti on .  Howeve r the two TL g roups differed in the 

extent to which repetition was used and in the kinds of note-taki ng st rategies 

which were deployed. An analysis of the sub-categories of the note-taki ng 

strategies revealed that learners of Japanese re l ied heavily o n  the writ ing-out 

strategy ,  that is ,  mechanical copying (see section 5.5.2 for examples) . 

Deployment of the writi ng-out strategy was clearly l i nked to atte m pts to learn 

kanji , and as such was di rectly attributable to a structural featu re of the TL. 

Learners of French were characterised by the  use of elaboration  and attempts to 

carry out tasks i n  the TL without recou rse to Engl ish .  Learners of Japanese , on 

the other hand , relied heavi ly on translat ion as a means of developing 
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competence in  the TL. Thus, learners of French made active , meaningfu l 

associat ions with and with in the TL mate rials whi le learners of Japanese 

attempted to re late Japanese forms to Engl ish forms and vice-ve rsa. Learne rs of 

Japanese reported twice as many i nstances of repetition as learners of Fre nch .  

l t  is i mportant to consider whether these differe nces i n  strategy use are also 

attri butable to the demands placed on learners by the particular structure of the 

TL, or whether there are other i nteNe ning factors such as cou rse methodology 

and the level of advancement in the TL of learne rs of Japanese compared to 

learne rs of Fre nch.  

lt is a part icularly complex task to atte mpt to characterise the language teaching 

approach of a cou rse in terms of � particular language teaching methodology. 

One m ust consider a range of facto rs such as course materials ,  textbooks , the 

nature of classroom i nteractions and the bel iefs of the lectu re r o r  teacher. Such 

a detai led analysis is beyond the scope of the cu rrent study. However, an 

i nformal comparison of the methodology of the F rench and Japanese cou rses at 

the 200- leve l was u ndertaken .  

The  Japanese language course materials are based, for the  most part ,  on  a 

m ixtu re of g rammar-translation ,  audio- l ingual and structural teaching m ethods. 

Japanese words and structures are presented in  a series of deco ntextual ised 

sentences, and m uch of the language practice i nvolves translation .  These 

conclusions were confirmed th rough discussions with Japanese language 

teachi ng staff. The French language cou rse on the othe r hand is more 

communicative , and attempts to recycle vocabu lary and funct ions throug hout the 

cou rse.  Compari sons between E ng l ish and French are min imal .  Thus ,  learners 

of Fre nch and J apanese are encouraged to e ngage with the TL i n  quite different 

ways. Compare the fol lowing extracts fro m  the verbal report study. The fi rst is 

from a learne r  of  J apanese , the second from a learner of Fre nch : 

1 1  J D  I used to learn the lists o f  key sentences off  by heart 
as a way of internalising the structures. But then I 
found that quite surreal because they were not related 
to a wider context and I also found it very difficult to 



remember them. Now I just practice translating the 
key sentences to learn the structures and kanji. 

8FD I do a lot of cross-referencing when I work through 
the dossier. We have been encouraged to do this 
because the later units build on earlier work and I can 
use a lot of the earlier vocabulary and structures in 
later units. So when I am working through a new unit 
I always think in terms of what I already know and I 
frequently refer back to my earlier work. This way I 
understand the earlier work better and it also helps 
me to work further into the new unit. 
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One can conclude that the differences i n  CSU betwee n  learners of French and 

Japanese were on ly partly attributable to the i nf luence of the TL. The language 

teach i ng methodo logies impl icit i n  the materials also appeared to affect the ki nds 

of strategies learners used as they i nteracted with the TL in atte m pts to deve lop 

the i r  language ski l ls .  

A s imi lar i nterpretation of the perceived d ifferences in  strategy use between 

differe nt TL g ro u ps was made in  an early study by Po l itze r ( 1 983) . He suggested 

a complex i nte raction between language teachi ng methods and the different 

learning behaviours of students of French , German and Span ish .  S im i larly in a 

recent longitud ina l  study of strategy use , carried out by C hamot and KOpper 

( 1 989) , the i nf luence of course objectives on strategy use was noted, even 

though the ir  study was confined to learners on one TL, Span ish .  Chamot and 

KOpper ( 1 989 : 1 7 )  observed that 'students  i n  classrooms e m ph asis ing g rammar 

apparently p referred strategies such as deduction and t ranslat io n ,  whereas 

students i n  c lassrooms focusing on proficie ncy te nded towards strategies such 

as infere nci ng and substitution' .  

It is also important to consider the amount of prior TL experience of learners of 

F rench and J apanese . As i ndicated i n  section 3.2.2 the length of prior TL 

experience was very different for learn e rs of Japanese ( mostly less than one 

year) com pared to learners of French (most ly five years) .  At the 200- Ieve l of 
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French study , learners are re latively f luent in the extensive use of languag e  ski l ls. 

Lectu rers in Japanese o bserved that such f luency could not be expected at the 

200- level of study. Fu rthermore ,  learners majori ng i n  both French and Japanese 

indicated that thei r ski l ls  in Japanese were at a very much less advanced level 

than the level at which they cou ld perform in Fre nch .  

There is also the question of the rate at  which learners can be expected to 

prog ress i n  the learn ing of different Tls. For example ,  the US Fore ign Services 

Institute charts suggest that learners of Chi nese and of Japanese requ i re twice 

as much t ime as learners of French and German to reach the same level of 

mastery of languag e  ski l ls. This, it is expected, would impact on the strategies 

learners of Fre nch and Japanese were able to  use after an equal number of 

hours of learn ing the TL. Howeve r, it shou ld also be noted that the oste nsibly 

slower rate of prog ress for the learn i ng of Jap.anese remai ns open to question 

and cannot be separated from the effects of teachi ng approaches or  course 

methodo logy (see ,  for example, Marriott and Yamada (1 991  ) ) . 

To co nclude, i n  i nterpreting the diffe rences i n  CSU betwee n  learners of  French 

and learners of J apanese in  this study ,  it was important to consider not only the 

i nf luence of the T L, but also the i nf lue nce of ' language teaching  methods, as wel l 

as u nspoken expectations permeat ing the instructional e nvi ronment' (Oxford 

1 990 :243) .  Fu rthermore ,  the fact that learners of French had a more fu l ly 

developed mastery of the TL at the 200-level compared to learners of Japanese , 

cou ld be expected to play a role i n  the cog n itive strategies learners were able to 

deploy. 
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Do aspects of the language learning context (namely level of study and language 

use opportunities) affect the metacognitive and cognitive strategies employed by 

undergraduate foreign language learners? 

6.6.1  Level of  Study and Strategy Use 

No clear pattern was found in the study for a re lationship between level of study 

and strategy choice. The reasons for this probably re late to the fact that each 

leve l of study does not represe nt a si mi lar level of advancement across different 

TL g roups. This poi nt was i l lustrated with regard to learners of French and 

Japanese at the 200-level i n  sect ion 6 .5. Both level of study and TL experience 

are ways of measuri ng du rat ion of study and a better indicator  of the effects of 

the duratio n  of study o n  strategy choice proved to be prio r  contact with the TL 

rather than cou rse leve l .  P rior experience in learn ing the TL before en ro l l ing i n  

the  unive rsity cou rses was fou nd to  have a g reate r i mpact o n  cog nitive strategy 

choice than the level of stu dy. Resu lts relati ng to the effect of prior  TL experience 

on strategy choice are discussed i n  sect ion 6 .7 .2. 

6.6.2 Language Use Opportunities and Strategy Use 

An investigation of the i nteraction of language use opportu nities with strategy 

choice was i ncluded i n  this study to dete rmine  whether functional practice 

opportu nities,  beyond those provided by the course,  had an effect on  the 

strategies learners chose to use with in  the course. I n  the questio nnai re sample 

1 3.7% of learners reported that they had some opportun it ies to practise with 

native speakers ,  though the frequency with which they took advantage of these 

opportun it ies was not determined. Languag e  use opportunit ies were not found to 

inf luence the strateg ies learners used eithe r  i n  plan n ing thei r learn ing or when 

e ngag ing with the TL materials. A recent model of  second- language acquisition 

proposed by Gardner  and Macl ntyre ( 1 992) e mphasises the i nf luence of formal 

and info rmal contexts on the student's level of ach ievement, which in turn is seen 

to i nfluence strategy use. Find ings from this study revealed that learners who 



2 1 0 

h ave access to  i nformal learn ing co ntexts used strategies i n  formal contexts 

which were sim i lar to those used by learners whose learn ing  opport�nit ies were 

l im ited to more formal envi ronments. More research on strategy use i n  formal and 

in formal learn ing  e nvi ronments is requ i red.  

6.7 THE I N FLU ENCE OF LEARNER CHARACTERISTICS 

Research Question 6 

What is the influence of learner characteristics (age, gender, language learning 

experience, prior experience in learning the TL, motivation and proficiency) on 

metacognitive and cognitive strategy use ? 

Fi ndi ngs fro m  this study provide evidence for the influence of age and prior  TL 

experience o n  strategy choice by foreig n language learne rs .  The re lationship 

between age and MSU is discussed i n  section 6 .  7 . 1 . The i nf lue nce of prior  TL 

e xperie nce o n  CSU is examined in sectio n  6 .7 .2 .  Proficiency was found to have 

some effect on MS U ,  but this was not ve ry marked. A discussion  of these resu lts 

appears i n  section 6 .7.3. Metacogn itive and cog nitive strategy choice were 

exami ned i n  re lation to gender, motivatio n  and language learn i ng experience of 

learne rs ,  but n o  re lat ionship was found between these vari ables.  A comparison 

of these resu lts with f indings from previous studies is presented i n  sect ion 6 .7 .4 .  

6.7.1  Age and Metacognitive Strategy Use 

An ordered comparison of the strategy use of language learn e rs whose .age 

range cove red a period of five decades revealed that there was a progressive 

increase i n  MSU from younger to o lder age g roups i rrespective of mode of study. 

In particu lar learners over  th i rty were found to differ sign i ficantly f rom learners 

u nder th i rty i n  their  frequency of use of particu lar metacog n itive strateg ies. 

The increase i n  the use of metacog n itio n  with age and e xperience has been 

demonstrated i n  studies of the acquisition  of fi rst language reading  ski l ls by 
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schoo l-age ch i ldren (e .g .  Myers and Pari s  1 978;  Canney and Wi nograd 1 979 ; 

Kobasigawa, Ransom and Hol land , 1 980 ; Forrest-Pressley and Wai ler 1 984) . The 

pattern of g reater metacognitive contro l in learn i ng among m ature-ag e  students 

was also we l l  establ ished a decade ago (Entwistle and Ramsden 1 982;  Watki ns 

1 983; Watkins and Hattie 1 985), and the fi ndings have been consistent over 

several stud ies but have not been verified specifically i n  re latio n  to second 

languag e  learni ng .  

A number o f  o bservations have been made about the use o f  lang uage learni ng 

strategies i n  re lat ion to the age of learners. For example ,  O'Mal ley et al . 

( 1 985a:35) noted that high-school ESL students we re able to make 'exte nsive use 

of metacogn itive strategies' and they concluded that 'considerable reflection on 

the acquisit ion and fu nction of language was occurri ng ' .  However the i r  study did 

not i nclude a d i rect comparison of hig h-school students with you nger  learners. In 

reviewing Eh rman and Oxford's ( 1 989) study, Oxford ( 1 989 :238) n otes that the 

adu lt lang uag e  learners in their study 'see med to use somewhat more 

sophisticated language learn ing strategies than did younger  learners in  other 

studies' .  Agai n ,  these observations are i mpression istic and are d rawn from loose 

compariso ns made across different studies. I n  the cu rrent study the investigation 

of  variance i n  language learn ing strategy use due to age is based o n  an ordered 

compariso n of the reported behaviours of learners whose age range covers a 

span of almost five decades. 

Findings revealed that five metacog nitive strateg ies were closely associated with 

the  i ncreased use of metacog nition  according to matu rity of l earners: se lf­

m anagement,  advance organisation ,  de layed production ,  revis ion and self­

monitoring .  These strategies together e ncompassed the plann ing  and monitori ng 

dimensions of metacognition .  The metacogn itive strategy most c lose ly related to 

the  age of learners was se lf-management .  

Self-manag e me nt takes place when learners u nderstand how they learn best, and 

when they arrange the i r  learn ing in such a way that these p referred conditions 
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are avai lab le .  Se lf-manageme nt thus requi res of the learner  a good deal of self­

knowledge and also particu lar organisat ional ski l ls to provide such optimal 

learni ng condit ions.  lt is apparent then that older learne rs have a deeper 

u nderstanding of the ir  learni ng p rocesses and requirements. 

A number of o lder learners wrote comments next to the self-management 

questionnai re item expressi ng the confl ict they experienced betwee n  their  desi re 

to study u nder  what would be for them advantageous condit ions,  and the 

constraints they faced while studying . For example ,  the fol lowi ng ext ract comes 

from a female learner  of Japanese aged 43:  

9JO I have found that / learn best in the mornings and that 
I retain words more easily if I study a little at a time, 
but family and work commitments mean that I have to 
study when I can find the time. However, when I do 
get to work with the language I know how to proceed, 
so I don 't waste time. I would really like to have more 
contact with native speakers, that's really helpful, 
especially since I have got over my feelings of 
inhibition. I could make good use of  such 
opportunities, but this only happens a few times a 
year. 

Although the se lf-management strategy was i ncluded i n  the studies carried out 

by O'Mal ley , Chamot and others , the ro le  of th is strategy was not explored in  

re lation to age .  

Older learners were fou nd not o nly t o  use more se lf-management to control  thei r 

languag e  learni ng but also showed an i ncreased use of advance organisation ,  

de layed production ,  revision and self-monitoring .  That is ,  o lder learners showed 

a g reater  preference for gain i ng an overview of the learni ng material before 

beginn ing particu lar tasks , for postpon ing speaking ,  for reviewing material 

regu larly and for monitoring the i r  performance in the TL. A number of 

explanat ions can be put forward for the  deve lopment of these fou r strateg ies 

among more mature learners.  

The increase in the use of delayed production  with age ,  which was found i n  this 
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study, has often  also been obse rved by language teachers.  They note that the 

older students fee l  less comfortable with the oral aspects of langu ag e  use and 

are not so ready as you nger learners to engage in tasks requ i ri ng  speaking in the 

TL. This may be due to earl ier exposu re among older learners to m o re traditional 

forms of language teaching with litt le emphasis on speaki ng ski l ls .  lt is also 

possib le that o lder learners display a g reater co nce rn for accu racy in the i r  

languag e  use , which can work against the development of o ral f luency. 

lt is not i m mediately obvious why se lf-mon itori ng should increase with age .  Se lf­

monitori ng  has been identified as a co re l earn ing strategy (Chamot and Kupper 

1 989) and is  co nsidered critical for prog ress in language learni ng . lt may be that 

o lder learne rs have a g reater awaren ess of the importance of monitori ng 

performance i n  the TL as an ingredient i n  the development of TL compete nce , 

and so deploy th is strategy frequently. 

Revis ion was used ' rare ly' by learners u nder 20 and 'often' by learners ove r 60. 

One reason for the i ncreased use of revision among o lder learn e rs cou ld be due 

to a decl i n e  i n  powers of memory with age.  Skehan (1 986) in a study which 

attempted to establ ish learner types e mpi rical ly found that older learners had less 

impressive m emory fu nctions than a you nger g roup who were more readi ly able 

to ass imi late large amou nts of TL materia l .  The comments from older learners i n  

the  cu rrent study indicate an  aware ness o f  the  i mportance o f  revision for the m 

in order  to retain TL forms. Older learners also fou nd it h e lpful to gain  an 

overview of the topic and organisation of materials before actual ly beginn ing to 

work with them.  

A number  of  suggestions have been put forward to explain the  g reater use of 

metacog n itive contro l of learning by older students. Garne r  (1 988b :28) notes that 

'much evidence supports that 'knowing' and 'knowing about knowing' and 

'knowi ng how to know' al l  i mprove with age and experience'. Biggs ( 1 987 :57) i n  

a study o f  the  learn ing approaches of u niversity students aged 1 8  to  40+ 

suggests that 'the strategies of . . .  organizing one's activit ies ,  are more readi ly 
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acqui red i n  real- l ife than in  the classroom' .  H e  goes on to arg u e  that the further 

the learner  is  away from the classroom i n  t ime, the more l ikely s/he is to use 

metacogn itive approaches to studying .  

One powerfu l i ndicator o f  the  i ncrease i n  use of  metacog n iti on  with age and 

experience i n  th is study was fou nd to be the use of se lf-management. Self­

management deve lops with expe rience and with confidence i n  one's own 

experience as the measure of how best to proceed. The i ncreased contro l  of the 

language learn i ng process exhibited by more matu re learn e rs appears to be the 

result of se lf-knowledge obtained throug h t rial-and-e rror and also of an ongoing 

concern to discover the most app ropri ate language learn i ng strategies for 

themse lves. 

6.7.2 Prior TL Experience and Cognitive Strategy Use 

In Chapte r 3 it was noted that a lmost 70% of the sample had had some 

experie nce with the TL before en ro l l ing in the cou rse. Furthermore ,  it was evident 

that among the learners who prog ressed to h igher leve ls of language study, an 

i ncreasing p roport ion of them had had prior TL learn ing  experience before 

embarki ng o n  un iversity language study. Such prior  TL experience was found to 

be the main i nfluence on the CSU of learners. That is ,  the m eans learners used 

to i nte ract with the TL were depe ndent on the presence o r  abse nce of prior 

learning experiences in  the TL. 

Out of the l ist of 1 6  cog nitive strategies,  resou rci ng , substitution  and translation  

both to and f rom E ngl ish were identified as the key strateg ies i n  disti nguishi ng 

between learners on the basis of prio r  TL experience. The use of these strategies 

formed an  i nteresting pattern .  Learners with p rior  TL experience made 

sig n ificantly g reater use of substitutio n  and resourcing ,  strateg ies which requ i re 

a certai n faci l ity with the TL and an abi l ity to seek alternatives. Substitution 

i nvolves selecting alternative approaches, words or phrases to accompl ish tasks , 

and resourci ng i nvolves usi ng alternative sources of i nformat ion about the TL. 

Both these strategies requi re resourcefulness on the part of the  language learner  
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and the abi lity to  use alternatives. lt is not surprisi ng that these strategies are 

more readi ly used by learners who have a l ready had contact with the  TL since 

the ir  prior  experience wou ld not on ly have enabled them to develop a reserve of 

TL forms, but i n  all probabil ity would also have exposed them to a number of 

sources (textbooks, dictionaries ,  tapes ,  workbooks) from which to learn the TL. 

Learners without TL experience before e n rol l ing at university made g reater use 

of translatio n  both to and from Eng l ish than other learners.  Th is was true 

i rrespective of leve l of study. The fol lowi ng comments added to the questionnai re 

show that learners do not l ike re lyi ng on t ranslat ion ,  but they fi nd it n ecessary to 

do th is .  The learners who made these additional com me nts had no prior 

experience of the TL, though they had both learnt other languages:  

2JD At the moment I often translate - I am a first year 
student and I have never learnt Japanese before - in 
my experience, when you learn a new language it 
takes 3 to 5 years until you actually think in the new 
language. 

3FD I know teachers say think in French, but I can only do 
this for conversational routines. Sometimes, if I have 
been practising French for a long time, I find I am 
translating less. 

Translatio n  requires less active t ransfo rmation  of the TL than substitution and is 

ge neral ly accepted as a hig h ly i neffic ient strategy for language learni ng (O'Malley 

et al . 1 985a:39) .  Research conducted by McG roarty ( 1 988) i nto un iversity 

learners of J apanese and Spanish fou nd that 'conscious comparison of the new 

languag e  with the native language' was consistently n egative with respect to 

learn ing outcomes (McGroarty and Oxford 1 990:72) .  However, in the current 

study learners with litt le experience of the TL felt that t rans lation was an 

i mperative , and a necessary stage th rough which they m ust pass before a more 

automatic cont ro l  of the TL cou ld be developed. 

Cohen and Aphek ( 1 981 ) found that certain strategies (e .g .  co ntextualization) 

were difficu lt for beg inn ing leve l students to use because they presume some 

level of p roficiency. This explanat ion wou ld apply equal ly well to  the distinctive 
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use of substitutio n  by more experienced learners i n  this study. Furthermore ,  many 

sou rces about the TL such as text books and g ram mar books can p robably on ly 

be accessed with ease when the learner  has a particu lar level of ski l l  i n  the TL. 

6.7.3 Profi ciency and Strategy Use 

In the questionnaire study som e  effects were found for the i nfluence of 

proficiency o n  MSU,  though these effects were m uch less pronou nced than those 

for mode of study and the age of learn e rs. Certain ly ,  the use of metacog nitive 

co ntrol i n  learn i ng has been l inked with success in a number of studies (O'Mal ley 

et al. 1 985a, 1 985b ; Wenden 1 986a, 1 986b, 1 987a, 1 987b ; Duran 1 987;  Carre l l  

1 989; Carre l l  et  a l .  1 989) .  However, pronounced differences i n  MSU between 

effective and less effective learners did not emerge in  this study. The reaso ns fo r 

th is cou ld be related to the high level of educational expert ise of the tertiary- leve l 

learne rs ,  compared to the hig h-school  learners in  other studies. As Skehan 

( 1 989) notes, caution  is required when attempting to link proficiency to strategy 

use in studi es conducted with learners who are al ready, in terms of the g eneral 

populati on ,  a select g roup. 

6 .7.4 The I nfl uence of Further Learner Characteristics on Strategy Choice 

Gender 

Results f ro m  the questionnai re study did not reveal sig nificant differences i n  

e ither MSU o r  CSU between men  and women underg raduate learners.  The 

research of Oxford and eo-workers usi ng the S ILL quest ionnai re (Ehrman and 

Oxford 1 989 ; Oxford and Nyikos 1 989) revealed that women use strategies more 

often than men and also deploy a wider range of strategies t han men .  The 

opposite fi ndi ngs  emerged from a study carried out by Tran ( 1 988) who found 

that Vietnamese men used more strategies than a comparable sample of 

Vietnamese women.  This study did not i nvestigate gender differences in strategy 

use throug h the verbal report procedu re nor in relation to socia l  and affective 

strategy use.  Further investigation  of gender differences i n  strategy use throug h 

these m eans is requ i red. 
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Language Learning Experience 

The expectatio n  that the learni ng of fore ig n languages is m ade easie r  once the 

learner has al ready had experience of foreign language learn i ng is based on the 

assumption that the learner wi l l  al ready have deve loped a reperto i re of learn ing 

strategies which can be applied to the new task. Howeve r, the resu lts of this 

study reveal that the learni ng of other languages is not a p redominant i nf luence 

on the metacog nitive and cog nitive strategies learners deploy i n  learning a new 

fore ign language. Of far greater i mportance is the extent of experience in learning 

the TL, and this i nf luences the ki nds of cognitive strategies  which are used (see 

section 6 .7 .2) .  Thus,  whi le learners may have developed a particu lar strategic 

repertoi re for fore ign language learn ing ,  it appears that these st rateg ies cannot 

be automatica l ly appl ied to a new fore ig n language .  lt is on ly when learners have 

reached a particular level of proficie ncy i n  the TL that certa in cog n itive strategies 

can be deployed. 

Motivation 

Measures of the motivational i ntensity of learners and of thei r motivational 

orie ntat ion were not fou nd to inf luence the metacogn itive and cog nitive strategies 

used by language learners. This findi ng is  somewhat surpris ing g iven the recent 

importance ascribed to motivat ion i n  strategy use, as ref lected i n  the fo l lowing 

com me nt by G ardner  and Mac lntyre ( 1 993:9) : 

The model  shows causal l inks from . . .  motivation  to language­
learn ing  strategies. The research by Oxford and Nyikos ( 1 989) and 
by Rost and Ross ( 1 991 ) points to the motivational foundat ion for 
the use of language learning  strategies . . .  Obviously more research 
is requ i red, but at the present t ime,  it seems m eani ngfu l to 
postu late such causal con nections.  

An i mportant c riticism of the Oxford and Nyikos ( 1 989) study, put forward in  

Chapter 2 (section 2.5 .9)  was that operational defin itions of m otivat ion were not 

g ive n ,  neithe r  were the precise means for measu ri ng th is complex construct. 

The Rost and Ross ( 1 991 ) study on Learner use of strategies in interaction: 
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typology and teachability does not m easure the motivat ion of language learne rs 

neither does motivat ion figu re i n  the  d iscussion  of the fi ndi ngs.  The f indings do 

suggest , however, that the teach ing of particu lar question ing  strategies can 

i nf luence the i r  subsequent use. These fi ndings relate to the resu lts of studies 

carried out i nto the re lationship betwee n motivation and strategy t rai ni ng (e.g 

O'Malley et al . 1 985b; McCombs 1 988 ;  Pari s  1 988). However, they do not 

address d i rect ly the question of the re lat ionship between motivatio n  and strategy 

use independent of strategy inst ruct ion .  

The negative f indings of  th is  study with respect to the inf lue nce of  motivat ion on 

strategy use are consistent with those of an earl ier  study carried out by Pol itzer 

(u ndated) reported by Oxford ( 1 990) .  Pol i tzer studied the  language learn ing 

strategies of O riental and Hispanic g raduate students learn ing E ng l ish and found 

that they were i nstru mentally rather than i nteg rative ly motivated to learn the 

language .  Inst rumental motivat ion accou nted fo r course gai ns but l ittle evide nce 

existed fo r a l ink between the strateg ies used and motivatio nal orientation .  

What is  clear from the fi ndi ngs of  these studies is that more carefu l research is 

required before either the level of motivational i ntensity , or the motivational 

orientat ion of languag e  learners can be re lated to strategy choice. 

6.8 SUMMARY 

Fro m  this study i t  is evident that the abse nce of face-to-face classroom instruction 

has particu lar effects on  the metacogn itive and social strategies used by distance 

language learners. We have an i mage of d istance learners who use all 

d imensions of metacog nitive cont ro l  (p lann ing , monitori ng  and evaluation) to 

manage the i r  learning processes. In cont rast , the use of metacogn itive strateg ies 

by c lassroom learners is  concerned m ostly with plann ing .  lt i s  also apparent that 

distance learners have thought about the  ways they learn best, and h ave devised 

ways of providing for themse lves the particular learn ing conditions which they 

consider to be  optimal .  Classroom learn e rs and d istance learners are re lative ly 

s imi lar i n  thei r  u se of cognitive strategies,  except for the markedly g reater use of 
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e laboration strateg ies by distance learners.  

Fi ndi ngs from the current study also revealed that the extent to which learners 

use social as opposed to affective strategies is re lated to the i r  mode of study. 

Distance learners use affective means to support their learn i ng more than social 

means,  whi le  the reverse pattern is the case for classroom learne rs. In the face 

of more l im ited opportun it ies for SSU distance learners have fou nd ways to sol icit 

from othe rs the encouragement necessary for the conti nuation of their learn ing 

e ndeavou rs .  

We also have a pictu re of  the way learners appear to deve lop i ncreasing 

metacogn itive contro l  of their learn ing as they mature i n  age .  These f indings are 

consistent with previous studies i nto the strateg ies deployed i n  learning other 

co ntent areas and ski l ls. The i ncreased use of executive processes by older 

learne rs can be associated with the i r  g reater se lf-knowledge and insights i nto 

how best to manage their learn ing e ndeavours. 

The cogn itive strategies learners used were fou nd to be strongly i nf luenced by 

the prese nce or absence of prior experience with the TL. Novice learners were 

not able to dep loy higher-order strategies such as substitution to the same extent 

as learners who had al ready learnt something of the TL. Novice learners were 

also more re l iant on translation .  

Learners of Japanese in  the study we re characterised by a g reater  re l iance on 

mechan ical strategies such as writ ing out and translatio n .  Learners of French , on 

the othe r  hand,  typical ly used e laboration strategies which invo lve maki ng 

meaningfu l con nections between different parts of lang uage materials, and also 

between those materials and their  own knowledge. They were also distinctive in  

the i r  attempts to  work i n  the TL. These differences between learne rs of  different 

TLs are not always di rectly attributable to the structure of the TL. lt is also 

possible that language teaching methodologies, and level of mastery of the TL, 

contribute to the  kinds of strategies learners used to engage with languag e  tasks. 
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7. CONCLUSION 

The conclusions drawn in  th is chapter are diffe rentiated fi rstly with regard to the 

theoretical and methodo logical impl icat ions of the study (sect ion 7 . 1  and section 

7.2) . The n a number of practical applications of the study are pro posed (section 

7 .3) ,  and in the fi nal section the imp l ications for furthe r research d i rections in  the 

f ie ld of language learn ing strateg ies are discussed . 

7.1 THEORETICAL IMPLICATIONS 

In th is sect ion the theoretical impl icatio ns of the fi ndi ngs from the cu rrent study 

are p rese nted , fi rstly in re lation to the metacog nitive, cog nitive ,  social and 

affective model  of strategy use , and then , briefly, i n  re lat ion to more general 

models of second language acquisition .  

1 .  The separation of the social and affective dimensions of strategy use 

proved to be an important modificat ion to the classificat ion system fi rst 

appl ied to language learni ng strategy research by O'Mal ley and Chamot 

( 1 985a) and shou ld be mai ntained i n  futu re studies. 

2. A n u mber  of new social and affective strateg ies were ide ntified in  the 

cou rse of th is study i ncludi ng other-re i nforcement and se lf-motivation .  

Further  refi nement of the  social and affective categories o f  strategy use 

shou ld be undertaken in  the futu re . 

3 .  The m etacog nitive , cog nitive , social and affective strategy use model  is a 

com mon ly used framework for research into learn ing  p rocesses in  

educational psycho logy and cog nitive psychology. Users of th is model in  

appl ied l inguistics research can e xpect to benefit f rom deve lopments in  

these re lated discipli nes. 
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4.  Cu rre nt models of second language acquisition need to be refi ned to 

inco rporate fi ndi ngs from rece nt studies i nto the ro le p layed by language 

learn ing strategies in the p rocess of second language learn ing .  

Th is  last po int is now expanded . Early attempts to provide a theoretical structure 

wh ich wou ld represent how various characteristics of individuals i nf lue nce second 

language learning (e.g Gardner and Lambert 1 972 ; Mclaug h l in  1 978 ; 

Mclaug h l i n ,  Rossman and Mcleod 1 983 ; Gardne r 1 985) did not i nclude 

language learning st rateg ies. More rece ntly Skehan (1 989) and Gardner and 

Mac lntyre ( 1 992,  1 993) have represe nted strategy use throug h  two models. 

Skehan 's ( 1 989) model of i nf luences on  language learn ing is rudi mentary i n  

e xplanatory terms but i s  an attempt to  provide  a framework through which to 

investigate the ro le played by a range of individual differe nces in the language 

learning process. A more recent model by Gardner  and Macl ntyre ( 1 992,  1 993) 

is a revision  of Gardner's ( 1 985) socio-educational model of seco nd language 

acquisition .  Here language learn ing strateg ies are represented as cog nitive 

variables i n  the acquisition process along with i ntel l igence and language aptitude.  

Whi le there are some difficu lties with th is  theoretical formu lati on ,  particu larly i n  

te rms o f  the re lationship between motivation and  strategy use  as  discussed i n  

Chapter 6 ,  the  model represents a ti me ly attempt at provid ing a conceptual 

i nteg ration of i ndividual characteristics in second lang uag e  learn ing .  lt is hoped 

that the refi nement of cu rrent mode ls of second language acqu isition  wi l l  conti nue 

and that further  attempts wi l l  be made to incorporate learni ng strategies and the 

i nf luences on learn ing strategy use i nto such models. 
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7.2 METHODOLOGICAL I MPLICATIONS 

This study constituted a convergent assessme nt of the inf luence of mode of study 

and the TL on metacog nitive , cog nitive , social and affective strategy use. Throug h 

the quest ionnaire data, variance i n  strategy use was re lated to a number  of 

learner characteristics and to aspects of the language learn ing  context. The 

methodological impl ications of the study are presented below. 

1 .  I n  o rder for fu rther prog ress to be made i n  strategy research it is essential 

that research techniques are both publ ic and replicable.  More specifical ly, 

as Skehan ( 1 989) suggests, more examples of questionnai re methods are 

needed in the field of learning  strategy research .  I n  the case of the 

pub l ication of results from question nai re studies samples of questionnai re 

ite ms should,  at the ve ry least , be published. 

2 .  I n  language learning strategy research i t  i s  also critical that the means for 

col lecti ng data on strategy use are carefu l ly described because of the 

appare nt i nf lue nce of data co l lect ion procedures on reports of strategy use 

(sect ion 3.4. 1 ) . I n  order to be able to i nterpret accurate ly the resu lts of 

particular studies, and in o rder to be able to assess the i r  generalisabi lity , 

it is imperative that careful descri ptions of research designs are avai lable .  

Futu re research wi l l  benefit from the i nclusion of more precise descri pt ions 

of m ethodo log ical approaches to the i nvestigation of i nf lue nces on  strategy 

use. 

3.  The development of mu lt imethod techniques fo r the i nvestigation of 

strategy use has been large ly confi ned to case studies (Vann and 

Abraham 1 990) or smal l-sample studies (e .g .  Cohen 1 99 1  ) .  The re is a 

need to deve lop further  ways of i nvestigating the language learning 

behaviou rs of large g roups of learners using a mult imethod approach. At 

the present t ime the use of quest ionnai res is the mai n m ethod avai lable 

when working with large samples,  and small g roup i nterviews have also 

been used. With these i nterviews comes the attendant p roblem that one 
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can not accu rately attribute reports of strategy use to i ndividual learners.  

Th us this procedure excludes the possibi l ity of investigating the 

re lationship between particu lar strategies and i ndividual characteristics. lt 

is s imply unmanageable for most researchers to conduct individual 

i nte rvi ews with a large sam ple of learne rs.  

4 .  The yoked subject procedure was fou nd to be a usefu l  means for 

obtain i ng co nvergent data o n  strategy use from a larg e  number of 

individuals. lt is easy to admin iste r, has ecolog ical validity , and can provide 

more fi ne-g rained reports of strategy use in  re lation to particu lar tasks. The 

yoked subject procedure is a p romisi ng tool for mu lt imethod research 

desig ns  which aim to investigate strategy use ( i ncluding part icular strategy 

co m bi nations) in re lation to specific tasks. In additio n ,  si nce the reports are 

produced individually and can be recorded s imu ltaneously, the procedure 

can also be used to investigate the ro le of individual differences i n  the 

strategy use of larger  groups. 

5.  Whi le we know that diffe re nt data co l lection methods i nf lue nce strategy 

use reports, we have not as yet c larified exactly how such methods impact 

on  strategy use reports. Carefu l comparisons need to be made between 

resu lts obtai ned from a si ng le sample using diffe rent data col lection 

procedures, and more precise conclusions need to be drawn concerning 

the ways in  which particu lar procedures are l ike ly to i mpact on the reports 

which are obtai ned. This is n ecessary if we are to obtai n more focused 

and more re l iable i nsig hts i nto the strategy use of learners.  Such 

co mparisons between data co l lection p rocedures wi l l ,  of course, on ly be 

possible if more multiple measu rements of strategy use are obtai ned i n  

stud ies o f  learn ing strategies.  

To conc lude,  Cohen's ( 1 991 : 1 5 1 ) com ment that 'for the f ie ld of research in 

foreig n language learn ing to advance , it is necessary to mai ntain a critical stance 

with regard to research methods' i s  h igh ly applicable to the f ie ld of learni ng 
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strategy research.  In particular, the methodological impl ications of this study 

u nderli n e  the importance of multi method assessment of strategy use and poi nt 

to the need for the conti nued exploration of different kinds of verbal report 

techniques. Furthe rmore , attention needs to be given to the deve lopment of ways 

of co l lecti ng  convergent data on  strategy use with large g roups of learners ,  i n  

o rder to  p rovide more valid measu res o f  i nfluences on  language learn ing 

strategies.  

7.3 PRACTICAL APPLICATIONS OF THE STUDY 

The fo l lowing practical reco mmendations are put forward based on  the f indings 

of the curre nt study. They are tentative recommendations si nce the study did not 

e ncompass the d imension of strategy train ing ,  neither did it seek to develop 

specific gu idel ines for language learners and teachers.  Howeve r, the study did 

demonstrate the importance of metacognitive ski l ls both in  language learn ing ,  and 

in the deve lopment of learners' se lf-knowledge of how to learn. A primary goal 

fo r lang uage i nstruction is to avoid the creation of what Bruner  ( 1 966:53) 

described as 'a form of mastery that is conti ngent upon the perpetual presence 

of the teacher' and to enable the learner to become se lf-sufficient. The 

suggestions  out l ined be low are proposed as important conside rat ions if language 

learners are to  be se lf-di rected and if they are to  learn 'how to do for themselves 

what teachers typically do for them in the classroom' (Wenden 1 985:7) . 

1 .  Language learners should be g iven opportu nities to develop more 

i ndependence through the p rovision of strategy train i ng with in  the context 

of their  current language prog rammes. 

2 .  Language learners should be informed o f  the  ro le of metacognitive 

strategies such as self-management in the estab l ishment of more 

autonomous language learning  endeavours .  
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3. Language learners should be p rovided with experiences which al low them 

to assess the ir  strategy use .  I n  addition they should be  e ncouraged to 

e xpand thei r strateg ic repe rtoi res. 

4. Language learn ing strategy train ing must be geared to the needs of 

learners. lt is important to take into accou nt the impact of variables such 

as the age of learners and p rior  TL experience on the strateg ic repertoi res 

which learners may have deve loped o r  may be capable of developi ng .  

5 .  Teachers need to be aware of  the inf luence of language teaching 

m ethodo logies,  which are eithe r  used i n  their  classrooms or  impl icit in TL 

tasks , on the ki nds of strategies learners develop to acquire foreig n 

language ski l ls .  Teachers shou ld be e ncouraged to analyse and evaluate 

the i r  own activities with a view to deve loping the strategic repertoi res of 

the i r  learners .  

6 .  Recognit ion shou ld be g ive n to the fact that languag e  learni ng strategies 

are used in  particu lar seque nces or  combi nations ,  not as isolates. Strategy 

handbooks should attempt to equip learners with the means not on ly to 

expand the i r  strategic reperto ires, but also to apply particu lar strategy 

com bi nations to a single task as appropriate .  

7. Distance education language learn i ng mate rials shou ld i ncorporate 

e lements of learner train ing which are appropriate to learners who do not 

have access to regular face-to-face i nteractions to support the i r  learn ing 

endeavours .  

8 .  U nt i l  such t ime as distance language cou rses incorpo rate strategy trai n ing 

with i n  their materials, distance language learners shou ld be e ncouraged 

use strategy t rai n ing cou rses (e .g .  Rubi n and Thompson 1 982;  Brown­

Azarowicz, Stannard and Go ld in  1 986;  El l is and Si nclai r 1 989 ; Wi l l ing 
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1 989 ;  White 1 992) as part of the process of deve lopi ng thei r language 

learning ski l ls .  

9 .  Language learn ing materials should i ncorporate e lements of learner 

t rai n ing which are appropriate for learners of the particu lar TL and which 

are consistent with the cou rse objectives and task demands. 

7.4 ADDITIONAL RESEARCH 

The insights from this study raise a number of fu rther questions  i ncluding : Are 

there s imi larities betwee n  the strategy use of distance learners and the strategy 

use of learners in other  autonomous language learni ng envi ronments? Do 

learners of Chi nese also rely on more mechanical cog nitive strateg ies to master 

the TL writ ing system ?  How are strategies such as e laboration  actual ly used by 

distance learners in re lation to particular language tasks? Is it possible to identify 

fu rther ki nds of social and affective strategies? Is social and affective strategy use 

re lated to fu rthe r  aspects of the language learni ng context , or  to learner 

characte ristics? 

Numerous u nanswered questions re main ,  and the final part of th is chapter 

suggests specific avenues for fu rther research into languag e  learning strateg ies. 

But f irst ly , the more g eneral implications  of the resu lts of this study are presented 

below. 

1 .  A nu mbe r  of i mportant paral le ls betwee n  research areas i n  the fie lds of 

cog n itive psychology and appl ied l inguistics have emerg ed in recent years. 

Many of the language learn ing  strategies which have been identified are 

not u nique to a particular fie ld.  lt may be particu larly fruitfu l for researchers 

to d raw on the theoretical and practical f indi ngs fro m  other  d iscip l ines 

concern ing i nformation processing ,  ski l l  acquisition and strategy use in 

o rder  to establ ish future research directions i n  the are a  of language 

learni ng strateg ies. 
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2. There is a need for some consensus on a typology of learni ng strategies 

and for ag reement on ways of identifying and defin ing i ndividual strategies. 

The establ ish ment of a strategy use framework with in  which futu re studies 

cou ld be conducted wou ld not o nly faci l itate comparisons betwee n  different 

studies but would also mean that the results of such studies wou ld have 

g reater general isabil ity. 

3. In l anguage learn ing strategy research the social and affective d imensions 

of strategy use shou ld not be conflated since they re late to quite different 

u nderlyi ng constructs. 

4 .  There is a need in  strategy use studies for the deve lopment of more valid 

measures of i ndividual learner  variables, in particular for measu res of 

motivation .  

5 .  Mu lt i method assessment o f  strategy use is  necessary to  i nvestigate the 

i nf luence of particu lar variables on strategy choice. This is particu larly 

i mportant when investigati ng the effects of variables such as gender and 

motivation on strategy choice. Then ,  any discrepancies  between fi ndi ngs 

could be identified , and possib le effects from the data co l lection 

m ethodo logy could be co nsidered. 

6 .  Stud ies of  inf luences on strategy choice shou ld be expanded to i nclude 

the i nvestigat ion of several variables in a s ing le study. This study revealed 

the importance of two relative ly u nexplored variables,  namely mode of 

study and prior  TL experience in re lation to strategy choice.  Studies 

investigati ng the inf luence of mu ltiple variables on strategy use wou ld also 

be able to reveal when particu lar co mbi nations of circu mstances, such as 

mode and duration of study, exert a strong effect on strategy choice. 

7. There is also a need to adopt more complex research designs to explore 

inf luences on strategy choice. Language learni ng is a complex process 
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and learner variables i nevitably overlap and i nteract with others 

(d'Ang lejan and Renaud 1 985) . As Larsen-Free man and Long (1 991 ) point 

out ,  this suggests that we are not gett ing a t rue measu re of a factor if we 

isolate it from other  factors .  Thus more complex mu ltivariate statistical 

tech n iques should be used to e xamine the re lationships between strategy 

choice and i ndividual variables .  

The findi ngs from the study also suggest a number o f  specific avenues for further 

research i nto language learni ng strategies and these form the concluding section 

of this chapter. 

1 .  Strategy research should be conducted i n  a wide r range of contexts 

(private study , i nformal learn i ng  envi ronments, self-access centres) than 

has been the case hitherto. Most studies have been confi ned to classroom 

situations, and th is has m eant that ou r  understanding of the process of 

language learn ing has been a rtificial ly limited. Additio nal studies which 

exp lore the con nections between strategy use in  different i nstructional 

contexts wi l l  b roaden our  u nderstanding of diffe re nt avenues to the 

mastery of foreign languag es. 

2. More detai led study is requ i red of the social and affective d imensions of 

strategy use. The existi ng categories of social strategy use (e .g .  

question ing) and of affective strategy use (e .g . se lf-talk) need to  be  

refined. I nflue nces on the  use of social and affective strategies need to be 

fu rther  explored. In particu lar, the ro le played by gender and motivat ion in 

the use of social and affective strategies is worthy of attention .  

3 .  The fi ndi ngs from this study are based on learners' se lf-descript ions of 

performance. These se lf-descriptions need to be u lti mate ly val idated 

against the learners' actual pe rformance on language tasks in naturalistic 

setti ngs.  Thus ,  for distance learners the ir  dist inctive use of se lf­

management,  advance o rganisation and monitori ng should be further 
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i nvestigated , possibly through i ntrospective techniques, as the learners 

work on TL tasks i n  the i r  habitual learn ing context .  

4 .  More research is needed to identify how key strategies such as self­

monitoring  or e laboration  are used in re lation to particu lar tasks e .g .  

writi ng ,  l isteni ng , reading . A strong precedent has emerged for  this type 

of analysis in cog nitive psychology (e .g .  Alexander and Judy 1 989 ; Perki ns 

and Salomon 1 989). 

5 .  Future research i nto language learning strategies should be di rected at 

more detai led investigations of the re lat ionship between diffe rent Tls , 

different language teach i ng methodolog ies, and strategy choice by 

languag e  learners.  

6 .  The i nfluence of a new TL writ ing syste m (sy l labic o r  logog raphic) on the 

strategies learners use requ ires fu rther study. We have litt le u nderstanding 

of how a new kind of writ ing system impacts on  the way learners attempt 

to engage with the TL materials. The re lationship between particular TL 

writ ing systems and cog n itive strategy use should be explored. 

7. The ro le of different kinds of prior  TL experience (e .g .  formal school-based 

i nstruction ,  i nformal learn ing in the TL cou ntry ,  i nfo rmal  learn i ng with fami ly 

members or friends) i n  the choice of cog nitive learn ing strategies is a 

promising area for fu rther  research. 

8. The re lationship betwee n  prior  TL experience and strategy use needs to 

be investigated using long itudinal comparisons of strategy use. Through 

such research i t  wou ld be possible to compare the fi ndings fro m  this study, 

concerning the effects of prior  TL experience on  strategy choice, with 

those based on the changes in the strategy use of i ndividuals over t ime.  
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The f inal chapter provides a summary of the key aspects , and l imitations,  of th is 

study. 
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8. SUM MARY 

The pri mary i ntent of this study was to examine the re latio nsh ip between mode 

of study and the use of language learni ng strateg ies by fo re ig n language 

learners .  In additio n ,  a comparison was made of the sig nificance of mode of 

study re lative to other  influe nces from the language learn ing  context and from 

learner characteristics. The opening section  of the study situated the i nvestigation 

of language learn ing strategies in the more general co ntext of the deve lopment 

of research i nto language acqu isition processes. The defi n ing characteristics of 

the distance mode of study, as one of the language learni ng contexts in  the 

cu rrent study , we re then i ntroduced. Recent co mmentaries on  the g rowth of 

language learning at a distance and on our  limited u nderstanding of the 

processes of learn i ng in  th is context we re presented . Fu rthermore ,  the context 

of distance language learn i ng was established as an autonomous setting for 

language learn ing and the importance for the distance learner of acqui ri ng the 

means for learning in the abse nce of teacher di rection was emphasised. The 

impetus fo r the cu rrent project was seen to be derived from the f ield of language 

learning strategy research together  with the evident need for research i nto the 

languag e  learn ing behaviou rs of learners in  non-classroom setti ngs. 

The ear ly studies of language learn ing  strategies were exami ned and the 

importance of i nsig hts from the f ields of educational psycho logy and cog nitive 

psychology i nto the metacog n itive aspects of learn ing processes was 

acknowledged.  The range of criteria used to classify strategy use in the early 

studies was considered and issues re lati ng to the identification ,  definition and 

classificat ion of i nstances of strategy use were raised. Specific studies of 

i nf luences o n  strategy use were then discussed to establish the cu rrent state of 

knowledge i n  the field, to reveal gaps in our u nderstandi ng , and as yet 

u nexplored avenues for research .  The research problem to be investigated in  this 

study was then  outl i ned as an examination of the contribution  of the language 
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learn ing co ntext and learner  characteristics to the strategy choice of 

underg raduate foreign language learners. 

The sett ing for the study was a dual-mode tertiary i nstitut ion offe ri ng 

underg raduate foreig n language courses (French , G erman , Japanese , Chi nese) 

through a classroom prog ramme and a distance programme.  The study took 

place with an i ntact g roup of learners ,  and participation was vo lu ntary.  Subjects 

for the ve rbal report study (N=37) were a subsam ple of the learners who 

partici pated i n  the questionnaire study (N=41 7) .  A description was made of the 

characteristics of the questionnaire sample and of the i r  distribution accord ing to 

age ,  gende r, TL (French , German ,Japanese, Chi nese) ,  level of study and prior  

TL experience. 

Operational definitions for the four  variables re lat ing to the learn i ng context 

(mode,TL, leve l of study , language use oppo rtun ities) were given .  In  addit io n ,  

operational defi nitions for the six variables relat ing to learner  characteristics (age ,  

ge nder, language learning experience , prior  experie nce learni ng the  TL, 

motivat ion proficiency) were presented. Reasons for the choice of a model of 

strategy use which was derived orig inal ly from work in  cognitive psychology, 

namely the metacognitive ,  cognitive , socio-affective mode l ,  were presented.  F rom 

th is model the strategy use variables to be i nvestigated i n  the study we re 

obtai ned. 

The s ix research questions for the study were described. lt was e mphasised that 

the most i n-depth parts of the study concerned the relationsh ip between strategy 

choice and both mode of study and the TL. lt was also emphasised that the 

investigation of the re lationship betwee n  other variables and strategy choice was 

to be l i m ited to the metacognitive and cognitive di mensions of strategy use.  

The research design used to examine influences o n  strategy choice was derived 

from p revious studies in which the advantages and l im itations  of various data 

col lection  tech niques had been trial led. Two inst ru ments were used to gathe r the 



233 

data for the study, namely a self-report question nai re and a verbal report 

procedu re known as the yoked subject techniqu e .  The advantages and l im itations 

of these instruments were descri bed. For the questionnai re procedu re attempts 

to l i mit the social desirabi lity inf luence on subjects were out l ined. A detai led 

conside ration of the l imitations  of verbal report procedu res was made , and 

specific guidel i nes were fo l lowed in an attempt to cou nteract some of the 

pote ntial weaknesses of the p rocedu re .  These steps i ncluded the use of a warm­

up p hase, the provision of learn i ng materials in  re lat ion to which learners reported 

on strategy use, and the col lection  of convergent data on strategy use. 

Pi lot studies were carried out to test both the practical aspects of admin iste ri ng 

the i nst ruments and the clarity of instructions and questions .  I n  the case of the 

questionnai re procedure the pi lot study was used to determine the i nternal 

consistency re l iabi lity of the strategy use scales. A more general aim of the pi lot 

study was to t rial the viabi l ity of the  procedu res.  On the basis of the fi ndi ngs from 

the  p i lot study a number o f  modifications were i ntroduced to  the wording o f  some 

of the questions and to the freque ncy response scale. I n  addit ion,  the socio­

affective scale was separated into two scales,  thus y ie lding high i nte rnal 

consistency re l iabi l ity scores. The verbal transcripts obtained through the yoked 

subject pi lot study were used to deve lop procedu res for the coding of instances 

of strategy use and for the trai n i ng of an assistant rater. 

The procedu res used to admin ister the questionnai re instrument and the verbal 

report instrument i n  the main study were carefu l ly described. I n  particular, care 

was taken to ensure that the procedures were as s im i lar as possib le for 

classroom and distance learners .  The methods for processing the questionnai re 

data and the verbal report data were detai led. I n  the concluding sections of the 

m ethodology chapter the criteria of re l iabi l ity and validity were applied to the 

research desig n ,  and l imitations  of the study were conceded. 

In o rder  to analyse the re lat ionship between the strategy use variables and the 

learn i ng context or  learner characteristic variables, canonical variate analysis was 
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app l ied to the questionnai re data. The use of th is type of mu ltivariate analysis 

was exp lai ned. In addition ,  Du ncan's multiple range test was used to locate the 

sig n ificant differences betwee n  different age g roups i n  terms of  the ir  MSU.  

The analysis of the verbal report t ranscripts was carried out by two raters, 

workin g  independently, who identified and classified i nstances of strategy use ,  

usi ng  the gu idel ines establ ished through the pi lot study. Procedures were used 

to ensure i ntrarater and i nterrater re liabil ity , and any d iscrepancies i n  

classificat ion were identified and reso lved through discussion .  The analysis of the 

ve rbal report data resulted in the identi fication of a nu mber of new strateg ies ,  or 

new subcategories of strategies :  t ime lapse , seeking p ractice opportu n it ies 

(metacog nitive strateg ies) , writ ing out, l isti ng , noti ng down , h igh l ighti ng , 

u nder l in ing (subcategories of the note-taking strategy) , work i n  the TL (cog nitive 

strateg ies) , other-re inforcement (social strategy) and se lf-motivation (affective 

strategy) . Descriptive statistics were obtai ned for the frequency of use of 

strategies identified in the verbal report data. 

The p ri ncipal f indings from the study are summarised below: 

1 .  The p redominant i nf lue nce on MSU is the mode of study of language 

learners .  Classroom learners make sig n ificantly less use of  self­

manage ment and advance organisation than d istance learners.  

2.  Distance learners make frequent use of al l three dimensions of 

metacog nition to control their  learning processes, whi le the metacog nitive 

contro l  used by classroom learners is concerned for the most part with 

plan n ing .  

3 .  The gap betwee n  class room and distance learners i n  terms of the ir  MSU 

is widest in  fou r  ci rcumstances:  when the TL is Japanese , when learners 

have no  prior TL experience , when they are studying at the 200-leve l ,  o r  

whe n  the proficiency level o f  learners i s  'B' .  
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4 .  The variance i n  MSU between classroom and distance learners can be 

pri mari ly attributed to  the g reater use of advance organ isat ion by distance 

learners in particu lar circumstances (whe n  the TL is J apanese, when 

learners are at the 200-level of study and when they achieve a proficiency 

leve l of 'B' ) .  

5 .  When learners have no prior  experience of the TL ,  distance learners make 

s ign ificantly g reater use of se lf-management than classroom learners.  

6 .  MSU i ncreases with the age of subjects i rrespective of the ir  mode of  

study. 

7 .  Learners under thi rty are sig n i ficantly diffe rent from learners ove r thi rty i n  

terms o f  their frequency o f  MSU.  

8 .  MSU increases with age particularly with respect to the fo l lowi ng 

strategies:  se lf-management ,  delayed production ,  advance organisation 

and revision .  

9 .  The frequent use of  e laboration ,  a cog nitive strategy ,  by distance learners 

se rves to differentiate them from classroom learners .  Distance learners 

also make i ncreased use of resourci ng , repetition and t ransfer (cogn itive 

strategies) .  The i mpact of mode of study on  CSU is  less than the impact 

of mode of study o n  MSU .  

1 0. Social and affective strategies are used i nfreque ntly by undergraduate 

fo reign language learners.  

1 1 .  Distance learners make use of a particu lar kind of social strategy, namely 

other- re info rceme nt, to e licit support for the conti nuat ion  of the ir  learning 

e ndeavours. This strategy is  c lassified primarily as a social strategy but 

contains both social and affective components. 
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1 2 . The extent to which learners use social as opposed to affective strategies 

is associated with thei r m ode of study. Distance learners make g reater use 

of affective strategies t han of strategies which i nvolve social mediation .  

C lassroom learners, on the other hand,  make g reate r use of  social 

strateg ies than of affective strategies.  

1 3. The predominant i nflue nce on CSU is  prior  experience with the TL. 

Learners who have had such expe rie nce befo re enro l l i ng in  a university 

language course make g reater use of resourci ng and substitution ,  and less 

use of translation ,  than do learners who have not had such prior  

experience. 

1 4 . The need to master a n ew writi ng system i nfluences the kinds of cog nitive 

strategies learners of Japanese use , i n  particu lar the marked appl ication  

o f  the  writi ng out strategy. 

1 5. Further diffe rences i n  CSU between learners of diffe rent Tls , which 

i nvolved the increased use of t ranslat ion by learners of Japanese and the 

frequent use of e laboration  by learners of Fre nch , cannot be automatically 

attributed to the i nf luence of the TL per se . Language teaching 

methodologies and the hours taken to attai n a particu lar level of mastery 

i n  different Tls also appear to contribute to the kinds of cog n itive 

strateg ies learners use .  

1 6 . Gender, motivation ,  language learn i ng experience and language use 

opportun ities were not found to inf luence metacognitive or  cog n itive 

strategy use. 

The l i mitat ions of this research have been acknowledged at appropriate points 

th roughout the thesis. These l im itat ions are su m marised be low and shou ld be 

borne in mind in any i nterpretat ion of the findi ngs from the study. 
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1 .  The convergent assessment of i nfluences on  strategy use was l imited to 

m ode of study and the TL. Ideally a mu lti method approach wou ld have 

been used to investigate all of the research questions in the study. 

2 .  The placing of the  n i ne ite ms used to  measure motivation at the  end o f  the  

q uestion naire, after requests for general backg rou nd i nformation ,  may 

h ave meant that learners gave less consideration  to these items. Certai n ly ,  

a smal l  nu mber of learners o mitted to complete the motivation section .  The 

validity of the data-gathering  procedu re relat ing to motivation  measu res 

m ay have been improved had the re levant items bee n  included i n  earl ier  

sections of  the questionnai re .  

3 .  There was no accu rate measure of  duration of  study i n  the research.  Leve l 

of  study did not reflect the deg ree of mastery of the TL in  a co nsistent way 

across diffe rent TL g roups .  Prior TL experience proved to be a better 

i ndicato r of the du ration of TL study than the level of study variable. 

4.  A re lative ly smal l  number of classroom learners compared to distance 

learners participated in the yoked subject procedure .  Thus g reater 

i ndividual variabi lity effects fo r the classroom sample were i nt roduced. 

5. The effect of social desirabi lity on subjects' responses in both the 

questionnaire study and the verbal report study cannot be e nt ire ly ru led 

out .  

6 .  F indi ngs from the verbal report study cannot be seen as p rovid ing a 

comprehensive accou nt of the strategic repertoi re of each learner  si nce 

learners probably reported on a particu lar subset of strateg ies they were 

conscious of at the ti m e  of the procedu re .  I n  additio n ,  subjects may have 

varied in thei r abi lity to talk about thei r strategy use , and thus it is possible 

that their reports were re latively i ncomplete compared to the i r  actual 

strategy use. 
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7. The study did not i nclude a check of se lf-reports agai nst learners' 

performance o n  particu lar language tasks. This remai ns a h ig h ly desirable 

source of co nfi rmation about the re l iabi l ity of  se lf-report data. 

The theoretical and m ethodological implicat ions of the study have been outl i ned 

in Chapter 7. The p ractical recommendations fro m  the study were orientated 

towards the need for learner  traini ng to be e m bedded in languag e  learning 

prog rammes for both c lassroom and distance learners. Several ave nues for 

fu rthe r  research were also put forward .  

Final ly,  the f indings from th is  study have permitted numerous i nsig hts into 

variance i n  lang uage learn ing strategy use due to mode of study , the ag e of 

learners ,  prior TL experie nce and, to a lesser e xtent, the TL. Such fi ndi ngs 

provide a stronger  fou ndation fo r theory construct ion concerning i nf luences on 

diffe re nt d imensio ns of strategy use, and ,  more general ly, co nce rning the 

contribution  of lang uage learn ing strategies to the process of seco nd lang uage 

acquisition .  
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APPENDIX A 
SAMPLE PILOT QU ESTIONNAI RE (G ERMAN) 

LANG UAG E LEARNING STRATEGIES 

The fol lowi ng questionnai re is part of a study looki ng i nto how i nternal and 
extramu ral  stude nts go about learn i ng a language in private study. So, you wi l l  
be  asked about your  own strategies for  learn ing German out  of class - that is ,  the 
tech niques you use when you are studying at free poi nts du ring  the day ,  in the 
even ing or whe never. 

You are asked to respond to a series of qu�stions in terms of how often (if at all) 
you e ngage in particu lar learn i ng behaviours.  There are no right or wrong 
answe rs , no good or bad strateg ies .  You shou ld s imply choose the response that 
best describes you r own out-of-class language learni ng experience. 

The questions re late to how ofte n you do something . For e xample 

Before you start a task how often do you look through it to get a ge neral 
idea of how it is organ ised and what it is about? 

usually 5 
often 4 
someti mes 3 
rare ly 2 
never 1 

Some of the questions i n  Part 3 also ask whether you have the opportu nity to use 
certai n strateg ies .  For example 

How often do you work tog ether with your  fel low learners to so lve a 
p roble m ,  p ractise conversat ions,  check over a task . . .  ? 

usual ly 5 
often 4 
sometimes 3 
rarely 2 
neve r 1 
no opportu n ity 0 
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Re member to answer i n  terms of what you actual ly do, not i n  terms of what you 
th i nk  you shou ld do. 

These questions are not a part of the assessment of the course , and al l  the data 
co l lected wi l l  be kept completely confidential . 

P lease add any comments to the questionnai re concerning item s  o r  i nst ructions 
wh ich are not clear, or  about you r  use of  some of  the strategi es. 
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Part 1 

These quest ions refer to th ings you actual ly do o r  do not do when you are 
worki ng with the language and interacting di rectly with the  learni ng materials. 
Remember, there are no rig ht answers. 

1 .  How often do you repeat German words, phrases o r  sentences - out loud 
or to yourself? 

usual ly 5 
often 4 
someti mes 3 
rarely 2 
never 1 

2 .  D o  you use sources o f  i nfo rmation about German such as dictionaries ,  
other textbooks? 

usual ly 5 
often 4 
someti mes 3 
rare ly 2 
never 1 

3 .  Do you put words i nto g roups as a way of re memberi ng them? 
usual ly 5 
ofte n 4 
someti mes 3 
rare ly 2 
never 1 

4 .  How often do you write down key words or concepts as they occur when 
you are studyi ng ? 

usual ly 5 
often 4 
someti mes 3 
rare ly 2 
n ever 1 

5 .  Do you consciously apply the ru les of  G erman when using the lang uage 
i n  n ew situations? 

usual ly 5 
often 4 
sometimes 3 
rare ly 2 
n ever 1 
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6 .  I f  you can n ot recal l  o r  do  not know a word do  you t ry to f ind a different 
way to com mu nicate meani ng , such as u sing a simi lar word ,  a paraph rase , 
a gestu re . . .  ? 

usual ly 5 
often 4 
someti mes 3 
rarely 2 
never 1 

7. How often do you make a mental pictu re of the spel l ing of a word you 
want to remember,  or of the object itself? 

usual ly 5 
often 4 
sometimes 3 
rarely 2 
neve r 1 

8 .  When  you  are l iste n ing o r  reading how ofte n do  you t ry to  see i n  you r 
m ind what is  happen ing to clarify the m eani ng? 

usually 5 
often 4 
so meti mes 3 
rare ly 2 
never 1 

9 .  When y o u  are reading or l isten ing do you t ry t o  l ink the material where 
possib le to  your own knowledge o r  experience ? 

usually 5 
often 4 
sometimes 3 
rare ly 2 
never 1 

1 0 . Do you relate parts of a language task to each other to he lp you to 
complete the  task - for example ,  when writing by go ing back to check on 
vocabulary u sed i n  an earl ie r re lated reading task? 

usually 5 
often 4 
sometimes 3 
rarely 2 
never 1 
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1 1 . How ofte n do you put a new word i nto a phrase or  a sentence as part of 
remembering it? 

usual ly 5 
often 4 
someti mes 3 
rare ly 2 
never 1 

1 2 . How often  do you make a me ntal or  written summary of key language 
items o r  i nfo rmation contained i n  language tasks? 

usual ly 5 
often 4 
sometimes 3 
rarely 2 
never 1 

1 3 . When you work with German how ofte n do you trans late i nto Eng lish or 
fi nd you rse lf relating the German words to Eng lish wo rds? 

usually 5 
often 4 
so meti mes 3 
rarely 2 
never 1 

1 4 . When you wish to speak or write German how often do you use Eng lish 
as a basis for producing German? 

usual ly 5 
often 4 
someti mes 3 
rarely 2 
never 1 

1 5 . Do you use other parts of the se ntence or  passage to fig u re out the 
m ean i ng of unfami l iar language ite ms? 

usual ly 5 
often 4 
someti mes 3 
rare ly 2 
never 1 
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1 6 . Do you apply you r knowledge of the  ru les of German when you need to 
work out the part of speech of a n ew word?  

usual ly 5 
often 4 
so metimes 3 
rare ly 2 
neve r 1 

1 7 . Before you tackle a task do you prepare for it by reviewi ng your 
knowledge of the topic or  by go ing  over the language items which may 
relate to that topic? 

usual ly 5 
often 4 
sometimes 3 
rare ly 2 
never 1 
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Part 2 

These quest ions refer to th ings you actual ly do or  do not do i n  planni ng , 
monitori ng and eva luating your own language learn ing .  None of these questions 
re late to good or to bad learni ng behaviours .  

1 .  Before you start a task how ofte n do you look through it to g et a general 
idea of how it is organised and what it is about? 

usual ly 5 
often 4 
someti mes 3 
rare ly 2 
neve r 1 

2 .  How often do you decide i n  advance to focus on specific aspects of  a 
task, fo r e xample you may read fo r the mai n idea or  l iste n for specific 
items? 

usual ly 5 
often 4 
sometimes 3 
rare ly 2 
never 1 

3.  When you study do you decide i n  advance to focus on specific tasks and 
to ignore i rre levant distractions? 

usual ly 5 
often 4 
sometimes 3 
rare ly 2 
never 1 

4.  Do you p refer to l isten to an item several t imes befo re you use it in 
speaki ng? 

usual ly 5 
often 4 
sometimes 3 
rarely 2 
never 1 
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5. Do you consciously arrange your  learn i ng to provide the conditions  i n  
which you know you learn best , fo r  example ,  quiet e nvi ron ment o r  us ing 
a particular language notebook? 

usual ly 5 
often 4 
sometimes 3 
rare ly 2 
n ever 1 

6 .  When you have difficu lties in  completi ng a language task how often do you 
ide ntify aspects of the task which are hi ndering you r progress - for 
e xample , d ifficult structures,  u nfami l iar accent , advanced vocabulary? 

usual ly 5 
often 4 
so meti mes 3 
rare ly 2 
neve r 1 

7 .  Whi le you are doi ng a language task do you monito r your use of  language ,  
correcting i f  necessary your pronunciatio n ,  grammar, sty le , etc. ? 

usual ly 5 
often 4 
sometimes 3 
rare ly 2 
neve r 1 

8 .  Do you check through your work when you have fi n ished a task? 
usual ly 5 
often 4 
sometimes 3 
rare ly 2 
n ever 1 
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9 .  Do y o u  set priorities i n  you r  learn ing o f  German accord ing t o  you r own 
lang uage needs? 

usual ly 5 
often 4 
someti mes 3 
rare ly 2 
n ever 1 

1 0 . Do you systematically revise what you have previously learnt? 
usual ly 5 
ofte n 4 
somet imes 3 
rare ly 2 
neve r 1 
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Part 3 

These questions  ask you about the e xtent to which you i nteract with othe rs in  
learning German - and also about how often you work with you r own emotions 
and attitudes towards languag e  learn i ng .  Remember there is  no sense in which 
you should be doing any of these th ings.  

1 .  How often do you go  to ask a teacher o r  a native speaker for 
explanations ,  further examples ,  paraphrasing . . .  ? 

usual ly 5 
often 4 
someti mes 3 
rarely 2 
never 1 
no opportu n ity 0 

2 .  How ofte n do you work together  with your fe l low learners to solve a 
prob le m ,  practise conversatio ns ,  check over a task . . .  ? 

usually 5 
often 4 
so meti mes 3 
rarely 2 
never 1 
no opportu n ity 0 

3 .  Do you use any special techniques (e .g .  deep b reath ing)  i n  order to 
reduce anxiety about a particular language task? 

usually 5 
often 4 
someti mes 3 
rarely 2 
never 1 
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4. Do you motivate yourself by givi ng yourself so me ki nd of reward when you 
h ave successfu l ly completed a language learning activity? 

usual ly 5 
often 4 
sometimes 3 
rare ly 2 
n eve r 1 

5. How often do you encourage yourself in  language learn ing  - for example,  
by sayi ng positive things to yourself to g ive yourse lf more confidence? 

usual ly 5 
often 4 
sometimes 3 
rare ly 2 
neve r 1 
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Background I nformation 

Final ly ,  please answer the fol lowi ng questio ns i ncluding detai ls about your 
previous language l earn ing experience . This i nformation is requested to help us 
to analyse and i nterpret the data we col lect .  

I n  order to  ensure confidentiality al l  i nformation  wi l l  be coded - at  that point your 
name wi l l  disappear and be rep laced by a number !  

1 .  Name __________________ _ 
(Su rname and in itials) 

2. Age _____ _ 

3 .  Sex ______ _ 

4 .  Mother  To ngue (s) 

5 .  Had you a l ready learnt German before en ro l ing in th is  course? ____ _ 
(Yes/No) 

Where? _____________ _ 

For how many years? __________ _ 

6 .  Do you h ave other opportu n it ies at t h e  moment t o  learn G erman , outside 
th is  course , e .g .  with a native speaker, with fami ly m e m bers or friends , 
eve n i ng classes? (Yes/No) 

P lease specify 

7 .  Have you learnt any other  languages apart from Engl ish and German? 
___ (Yes/No) 

Which? _____________ _ 

Where ?  _____________ _ 

For how many years? __________ _ 
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8 .  How i mportant to you are the fo l lowing reasons for  learni ng German? 
Please respond to each possi b le reason .  

I am studying German 

(a ) because I am i nterested i n  the German languag e .  
ext remely important 5 
ve ry i mportant 4 
i mportant 3 
not so important 2 
not i mportant at al l  1 

(b ) because I am interested in  German cultu re .  
ext remely important 5 
ve ry i mportant 4 
i m portant 3 
not so important 2 
not important at al l  1 

(c) because I have frie nds who speak German . 
ext remely important 5 
ve ry i mportant 4 
i mportant 3 
n ot so i mportant 2 
n ot i mportant at al l  1 

(d ) i n  order to co mplete my deg ree. 
e xtreme ly important 5 
very i mportant 4 
i mportant 3 
not so important 2 
not i mportant at al l  1 

(e ) because I wou ld l ike to g et to know German people .  
extremely important 5 
very important 4 
important 3 
not so important 2 
not i mportant at all 1 
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(f) 

(g) 

(a) 
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because it wi l l  be usefu l for my present (or futu re) 
e m ployment .  

ext remely i mportant 5 
very i mportant 4 
i mportant 3 
not so i m po rtant 2 
not i mportant at al l  1 

because I want to t rave l to Germany. 
ext remely important 5 
very i mportant 4 
impo rtant 3 
not so i mportant 2 
not i mportant at all 1 

H ow important is it for you to become proficient i n  G e rman? 
extreme ly important 5 
very i mportant 4 
impo rtant 3 
not so i mportant 2 
not i mportant at al l  1 

(b) H ow important is it for you to conti nue to study German once you 
have fin ished this language paper? 

ext reme ly important 5 
very i mportant 4 
important 3 
not so i mportant 2 
not i mportant at al l  1 

Many thanks for co mpleti ng this questionnai re .  
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APPENDIX 8 
S AMPLE QU ESTIONNAI RE (CHINESE) : MAI N STU DY 

LANGUAG E LEARNING STRATEGI ES 

Introd uct ion 

The fol lowi ng questionnai re is part of a study looking i nto how i nternal and 
extramu ral students go about learni ng a language in private study. Research 
shows that i n  g eneral i ndividuals learn i n  different ways and the techniques that 
work for som e  people do not necessari ly work fo r others.  We are i nterested i n  the 
range of strategies that you , as a language learner, use. So ,  you will be asked 
about you r own strategies for learn i ng Chinese out of class - that is ,  the 
tech niques you use when you are study i ng at free poi nts duri ng  the day ,  in the 
even ing or whenever. 

A number of strategies are presented , some of which you m ay have tried , or 
which you may have abandoned because  they are not effective for you. please 
respond to each question in terms of how often (if at al l )  you engage in particular 
learning behaviou rs. For each quest ion you should ci rcle the response that best 
describes you r own out-of-class language learn ing experi e nce. For example : 

Do you put words into g roups as a way of re memberi ng them? 

ve ry often 5 
often 4 
someti mes 3 
rare ly ® 
neve r 1 

Remember to answer i n  terms of what you actual ly do ,  not i n  te rms of what you 
think you shou ld do. Feel free to add any fu rther co mme nts you l ike. 

These questions are not a part of the assessment of the cou rse ,  and al l  the data 
col lected wi l l  be kept completely confide ntia l .  
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Part 1 

These quest ions refer to th ings you actual ly do or  do not do when you are 
working with the language and i nteract ing di rectly with the  learni ng materials. 
Remembe r, there are no rig ht answe rs. 

1 .  How often do you repeat Ch inese words, phrases o r  sente nces - out loud 
or to yourse lf? 

ve ry often 5 
often 4 
someti mes 3 
rarely 2 
never 1 

2 .  Do you use sources of  i nformat ion about Chinese such as dictionaries,  
othe r  textbooks? 

very often 5 
often 4 
sometimes 3 
rarely 2 
never 1 

3 .  D o  y o u  put words i nto g roups a s  a way o f  re memberi ng them? 
very often 5 
often 4 
sometimes 3 
rare ly 2 
never 1 

4.  How often do you write down key words or  concepts as they occu r when 
you are studying? 

very often 5 
often 4 
sometimes 3 
rare ly 2 
never 1 
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5. Do you consciously apply the ru les of Chinese whe n  us ing  the language 
i n  n ew situat ions? 

very often 5 
often 4 
somet imes 3 
rarely 2 
never 1 

6 .  I f  you cannot recall o r  d o  not know a word do you t ry t o  fi nd a d iffe rent 
way to communicate mean ing ,  such as us ing a simi lar word, a paraphrase ,  
a g estu re . . .  ? 

very often 5 
often 4 
sometimes 3 
rarely 2 
never 1 

7 .  How often do you make a mental pictu re of the fo rm of a word you want 
to re member ( i . e .  of the character) ,  or of the object itse lf? 

very often 5 
often 4 
someti mes 3 
rare ly 2 
neve r 1 

8. When you are l iste ning o r  readi ng how often do you t ry to see i n  you r 
m i nd what is happening to clarify the meani ng ? 

very often 5 
often 4 
sometimes 3 
rarely 2 
never 1 

9 .  Whe n  you are reading o r  l isten ing do you try to l ink the mate rial where 
possible to your own knowledge or  experience? 

very often 5 
often 4 
someti mes 3 
rarely 2 
never 1 
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1 o. Do you relate parts of a language task to each othe r to help you to 
complete the task - for example,  when writ ing by go ing back to check on  
vocabu lary u sed in  an  earl ier re lated read ing task? 

very often 5 
often 4 
sometimes 3 
rarely 2 
n ever 1 

1 1 .  How ofte n do you put a new word i nto a phrase or  a se nte nce as part of 
re memberi ng  it? 

ve ry ofte n 5 
often 4 
sometimes 3 
rarely 2 
n ever 1 

1 2 . How often do you make a mental o r  written sum mary of key language 
ite ms or  in formation contained i n  languag e  tasks? 

ve ry often 5 
often 4 
sometimes 3 
rarely 2 
n ever 1 

1 3. When you work with Chi nese how ofte n d o  you t ranslate i nto Eng l ish or  
f ind you rself re lating the Chinese words to Eng lish words? 

very ofte n 5 
often 4 
someti mes 3 
rare ly 2 
never 1 

1 4. When you wish to speak or write Ch inese how often do you use E ng l ish 
as a basis for produci ng Chinese? 

very often 5 
often 4 
sometimes 3 
rarely 2 
never 1 
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1 5. Do you use other  parts of the sentence o r  passage to figu re out the 
mean i ng of u nfami l iar languag e  items? 

ve ry often 5 
often 4 
sometimes 3 
rare ly 2 
never 1 

1 6 . Do you apply you r knowledge of the  ru les of Chinese when you need to 
work out t he part of speech of a new word? 

very often 5 
often 4 
sometimes 3 
rare ly 2 
neve r 1 

1 7. Before you tackle a task do you prepare for it by reviewi ng your 
knowledge of the topic or  by goi ng ove r the language items which may 
re late to that topic? 

very often 5 
often 4 
sometimes 3 
rare ly 2 
never 1 
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Part 2 

These q uest ions refer to th ings you actual ly do o r  do not d o  i n  plan ning , 
monitori ng  and evaluati ng you r own language learn ing .  None of  these questions 
relate to good or  to bad learning behaviours.  

1 .  Before you start a task how ofte n do you look through i t  to  g et a general 
idea of how it is organised and what it is about? 

very often 5 
often 4 
sometimes 3 
rarely 2 
neve r 1 

2 .  How ofte n d o  you decide i n  advance to focus on specific aspects of a 
task, for example you may read for the main idea or  l isten fo r specific 
ite ms? 

very often 5 
often 4 
sometimes 3 
rare ly 2 
never 1 

3 .  When you study do you decide i n  advance to  focus on  specific tasks and 
to ignore i rre levant distract ions? 

very often 5 
often 4 
someti mes 3 
rarely 2 
never 1 

4 .  Do you prefer to  l isten to an item several ti mes before you use it i n  
speaki ng? 

very often 5 
often 4 
someti mes 3 
rare ly 2 
never 1 
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5. Do you consciously arrange you r learni ng  to provide  the conditions i n  
which you know you learn best ,  for example , quiet e nvi ron ment or  using 
a particular language notebook? 

ve ry ofte n 5 
often 4 
somet imes 3 
rarely 2 
never 1 

6 .  When you have difficu lties i n  completi ng a lang uage task how often do you 
identify aspects of the task which are hi ndering you r  progress - for 
example , d ifficult structu res ,  u nfami l iar accent, advanced vocabulary? 

ve ry often 5 
often 4 
sometimes 3 
rare ly 2 
n ever 1 

7. Whi le you are doi ng a language task do you check on your  use of 
language ,  co rrecting if necessary your pronu nciat ion ,  g rammar, style , etc. ? 

very often 5 
often 4 
someti mes 3 
rare ly 2 
neve r 1 

8. Do you check through . your work when you have fi n ished a task? 
ve ry often 5 
often 4 
someti mes 3 
rare ly 2 
never 1 

9 .  Do you set p riorities i n  your  l earni ng of  Ch inese according to  you r own 
language needs? 

very often 5 
ofte n 4 
somet imes 3 
rare ly 2 
never 1 



1 0 . Do you systematically revise what you have previously learnt? 

very ofte n 5 
often 4 
so met imes 3 
rare ly 2 
never 1 
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Part 3 

These questions ask you about the extent to which you i nteract with others i n  
learning Ch inese - and also about how often you work with y o u r  own e motions 
and attitudes towards language learn ing .  

Some of the quest ions i n  this sect ion re late both to how ofte n you d o  something 
and also whether you have the opportu nity or  not .  So if you cou ld wo rk with your 
peers but do not do so,  you wou ld respond to the questio n  as fo l lows: 

How often do you work together  with you r  fel low learn e rs to so lve a 
prob le m ,  practise conversations ,  check over a task . . . ? 

very often 5 
often 4 
sometimes 3 
rarely 2 
never GD 
no opportu n ity 0 

If you do not have the opportu nity to work with other learne rs you should 
respond : 

How often do you work together  with you r fel low learners to so lve a 
prob le m ,  practise conversations ,  check over a task . . .  ? 

very often 5 
often 4 
sometimes 3 
rare ly 2 
never 1 
no opportu n ity @ 

Remember we are not suggesti ng that you should or  should not be do ing any of 
these th ings ,  so p lease answer in terms of your own learn ing  habits. 
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1 .  How often do you go to ask a teacher or a n at ive speaker fo r 
explanat ions, fu rther examples,  paraphrasi ng . . .  ? 

very often 5 
often 4 
sometimes 3 
rare ly 2 
never 1 
no opportun ity 0 

2 .  How ofte n do  you work togethe r  with your  fel low learne rs to so lve a 
problem ,  p ractise conversations ,  check over a task . . .  ? 

very often 5 
often 4 
sometimes 3 
rare ly 2 
never 1 
no opportu nity 0 

3 .  Do you u se any special tech niques (e .g .  deep breath ing)  i n  order to 
reduce anxiety about a particular language task? 

ve ry often 5 
often 4 
someti mes 3 
rare ly 2 
never 1 

4 .  Do you m otivate yourself by g iv ing yourse lf some kind of reward when you 
have successfu l ly completed a language learn ing activity? 

ve ry often 5 
often 4 
so meti mes 3 
rare ly 2 
never 1 

5.  How often do you encourage yoursel f  i n  language learn i ng - fo r  example ,  
by say ing positive th ings to yourse lf to g ive you rse lf m o re confide nce? 

very often 5 
often 4 
sometimes 3 
rare ly 2 
never 1 
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Part 4 

Fi nal ly, please answe r the fo l lowi ng quest ions i ncluding detai ls about your 
previous language learn ing experie nce. This information is requested to help us 
to analyse and i nterpret the data we co l lect . 

I n  order to ensure confidentiality al l  i nfo rmatio n  wi l l  be coded - at that poi nt your 
name wi l l  disappear and be replaced by a nu mber! 

1 .  

2. 

3.  

4.  

Name 
(Su rname and in it ials) 

Age u nder 2 1  
2 1 -30 
3 1 -40 
4 1 -50 
5 1 -69 
ove r  60 

Sex Male 
Fe male 

Mother  To ngue(s) E ng l ish 
Other  

1 
2 
3 
4 
5 
6 

1 
2 

1 
2 

P lease specify ______ _ 

5 .  Had you a l ready learnt Chi nese before enrol ing at u n ive rsity? 

Whe re? 

How long?  

Yes 1 
No  2 

School 1 
I n  a Ch inese-speaking country 2 
Other  3 

P lease specify _________ _ 

< on e  year 0 
o n e  year 1 
two years 2 
t h ree years 3 
fou r  years 4 
five years 5 
> five years 6 
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6 .  Do you have other opportu nit ies at the  moment to learn Ch inese ,  outside 
this cou rse , e .g .  with a native speaker, with family membe rs or f riends,  
even ing c lasses? 

Yes 1 
No 2 

Under which ci rcu mstances? 
With a native speaker 
Even ing classes 
With fami ly  members 
With friends 
Other 

1 
2 
3 
4 
5 

P lease specify _________ _ 

7. Have you learnt any othe r  languages apart from you r  m othe r  tongue and 
Chinese? 

Yes 1 
No 2 

If so , which? 
French 1 
Ge rman 2 
Japanese 3 
Maori 4 
Ital ian 5 
Lat in 6 
Other 8 

P lease specify 
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8. How impo rtant to you are the fol lowing reasons for learn ing Chi nese? 
Please respond to each possi ble reason .  

I am studying Chi nese 

(a) because I am i nterested i n  the Ch i nese language .  
extremely i mportant 5 
very i mpo rtant 4 
importa� 3 
not so important 2 
not i mportant at al l  1 

(b) because I am interested in Ch inese cu lture .  
ext remely i mportant 5 
very i mportant 4 
important 3 
not so important 2 
not i mportant at al l  1 

(c) because I have f riends who speak Ch inese. 
extremely i mportant 5 
very i mportant 4 
impo rtant 3 
not so important 2 
not i mportant at al l  1 

(d) in o rder to co mplete my deg ree.  
extremely i mportant 5 
very i mpo rtant 4 
important 3 
not so important 2 
not i mportant at al l  1 

(e) because I wou ld like to g et to know Ch inese people .  
extre mely i mportant 5 
very i mpo rtant 4 
important 3 
not so important 2 
not i mportant at a l l  1 
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(f) 

(g) 

(a) 
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because it wi l l  be usefu l fo r my present (o r futu re) 
employment.  

extremely i mportant 5 
very i mportant 4 
i mportant 3 
not so important 2 
not i mportant at al l  1 

because I want to trave l to Ch ina. 
extremely important 5 
ve ry important 4 
important 3 
not so i mportant 2 
not i mpo rtant at al l 1 

How i mportant is it for you to beco me proficient in  Chi nese? 
extreme ly important 5 
ve ry i mportant 4 
important 3 
not so i mportant 2 
not i mportant at al l  1 

(b) How i mportant is it for you to conti nue to study Chinese once you 
have fi n ished th is language paper? 

extremely i mportant 5 
very i mportant 4 
important 3 
not so i mportant 2 
not important at al l  1 

Many thanks for completing th is  q uestionnaire. 
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APPENDIX C 
LETTER TO QU ESTION NAI RE SUBJECTS 

Dear Language Student, 

,� \\4 
MASSEV 
U N I V ERS ITY 
Private Bag 
Palmerston North 
New Zealand 
Telephone 0-6-356 9099 
-

As a member of the Department of Modern Languages (Li ngu istics and Second 
Language Teach ing Section) ,  I am carryi ng out some research i nto how people 
go about learn i ng languages - in other words i nto the particular tech niques people 
use to learn say ,  Japanese, French,  German or  Chi nese. Very l itt le is known 
about what people do when they study languages outside of the classroom - that 
is ,  i n  the context of private study. This area of enquiry is of particu lar re levance 
to distance education si nce extramural stude nts must, to a larg e  extent, organise, 
d i rect and take responsibi lity for many aspects of the i r  own learn ing . The 
strategies you as an extramural student e mploy u nder such ci rcu mstances to 
deve lop your  fore ign language ski l ls remai n large ly unexplored .  i am aski ng for 
you r help in  co mpleting the attached questionnai re .  I understand that extramural 
students are bust people , particu larly at th is t ime of year, but if you cou ld spare 
a few mi nutes to complete the material and to return it in the e nvelope provided, 
this would be very much appreciated. please fee l free to write ext ra com ments 
o n  the quest ionnai re and to poi nt out any questions which you have fou nd difficu lt 
to understand or  to answer. 

I wish to emphasise that the information you provide forms no part of the 
assessment p rocedu res of the language course for which you are en ro l led. The 
in formatio n you provide wi l l  be kept completely confidential . 

Many thanks fo r you r co-operation .  I look forward to heari ng from you . 

You rs sincere ly ,  0r�l� y . � 
Cynthia J .  Wh ite 
Lecture r  
Linguistics and  Second Language Teaching Section  
Department o f  Modern Languages 
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APPENDIX D 
SAMPLE YOKED SUBJ ECT I NSTRUCTIONS: DISTANCE LEARNERS 

LEARNING JAPANESE 

How do you go about learning Japanese 
as an extramural student? 

I magine that you have been asked this question by someon e  who is p lan n ing to 
take a 200- leve l J apanese cou rse. They're i nterested in what you do when you 
study Japanese e xtramurally. They understand about study g u ides, assig nments 
and so on - they want to know about your  particular strategies fo r learni ng . 
Imagine that they are with you , so you can refe r to the sect ion of the workbook 
to give them actual examples of how you go about th ings. Remembe r  they aren 't 
aski ng you to actual ly do the exercises - they want you to g ive them ideas about 
you r ways of learni ng Japanese . 

The sorts of questions they ask to prompt you are : 

How do you learn from these study guides? 

Do you plan to do certain sections befo re others o r  do you just start fro m the 
begin n ing and work right through? 

What do you do when you're actually worki ng with the mate rials? 

Do you go  back and revise regu larly? 

What do you do if you g et stuck? 

Do you e ncou rage yourself to keep go ing? How? 
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SAMPLE YOKED SU BJ ECT I NSTRUCTIONS: CLASS ROOM LEARNERS 

LEARNING FRENCH 

How do you go about learning French? 

I magine that you have been asked th is  question  by someone who is  plann ing to  
take French 201 . They're i nte rested in  what you do when you are studying 
F rench you rself ,  that is what you do to master the 201 material apart from what 
you do i n  class. They want to know about you r  particu lar strategies for learn ing .  
I magine that they are with you , so  you can refe r to the section  of  the dossier to 
g ive them actual examples of how you go about th ings .  Remember they aren 't 
aski ng  you to actually do the exercises - they want you to g ive them ideas about 
you r  ways of learni ng French .  

The sorts of quest ions they ask to prompt you are : 

How do you learn from these dossie rs? 

Do you plan to do certai n sect ions before others or  do you just start from the 
beg i nning and work rig ht through? 

What do you do when you're actual ly worki ng with the materials? 

Do you go  back and revise regu larly? 

What do you do if you get stuck? 

Do you e ncourage yourself to keep going? H ow? 
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APPENDIX E 
SAMPLE TRANSCRIPT O F  YOKED SU BJ ECT VERBAL REPORT 

DISTANCE LEARNER OF JAPANESE 

With each workbook, which is laid out i n  a simi lar pattern to a l l  the others ,  the 

fi rst thing I do is to learn the kanj i  for the lesson.  I might not at that stage learn 

them perfectly , but I go through e ach of the 28 kanji . I read each one ,  I draw it 

i n  my mind ,  I d raw it without a pen  in my hand but usi ng my fi ngers and the n I 

actual ly draw it o n  paper. When I fee l  that I am more fami l iar with its shape I 

draw the kanji with al l  its different mean ings  and once I have done that several 

t imes,  whe n I am confident that I can read any of those kanji at random and 

know at least one  of its meani ngs ,  its basic mean ing , I turn to the vocabu lary l ist 

of that lesson and I learn the vocabulary.  Once agai n ,  I m ight not have the t ime 

to learn the vocabu lary abso lutely perfect ly so that if I look to the Eng lish words 

I cou ld not say what al l  of them m eant i n  Japanese but I do spe nd e noug h t ime 

on  the vocabu lary list to be a lmost at that stage ,  one or two words might s l ip .  So 

far that is ,  learn the kanji f irst , learn the vocabulary second and at that poi nt I feel 

I am ready to turn to the wo rkbook key examples and I read them and l isten to 

them on the tape at the same ti m e .  I use my walkman , I fi nd that is essentia l ,  

and with the key examples that are g iven with each u nit I check what they mean. 

If it i s  not i m mediately obvious to me what they mean the n I go over them unti l  

I can see as far as possible how each word of the Japanese sentence relates to 

the E ng l ish sentence and whi le I am doi ng that I l isten to the sente nce as we l l ,  

I p lay i t  back several t imes and  once I have worked ou t  what the sentence 

means,  someti mes I might u nderstand immediately what it means and sometimes 

it might take a whi le ,  I l isten to the sente nce and I repeat it and I repeat it u nt i l  

I can say i t  without looking at i t .  That means that I can develop a Japanese 

i ntonation and a deg ree of fluency. It's not real f luency because obviously I can't 

produce any sentence that I want to , but it certai n ly helps. lt forms a very solid 

basis for produci ng sentences that I personal ly want to p roduce. While 1 am 
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i n  the marg i n .  lt is e ither a quest ion mark to say I don't u nderstand th is or I 

specify what it i s  I don 't u nderstand and I don't let it bother  m e  too m uch u n less 

it affects my u nderstanding of the whole passage .  If I fou nd that it did then I 

wou ld have to  write to Massey U niversity and say what does th is  mean. I f ind 

that sooner  or late r the problem that I h ave got in  that p lace is cleared up 

because I see many other  structu res that are s imi lar. So , I th ink that there is a 

tendency amongst fi rst t ime learners of a foreign lang uage to be very 

discouraged because they don't understand everyth ing that is presented to them 

and I thi nk  that if you have bee n through something seve ral t imes and there is 

just a l itt le t iny bit that you don't u nderstand then it is quite a l rig ht to just leave 

it alone and you wi l l  probably understand it three workbooks later because it wi l l  

become a lot c leare r. If I were a real ly good student, and last year I was , I would 

go  through the  vocabu lary list at the end of a u nit and I wou ld also look at my key 

examples i n  Eng lish and I wou ld t ry to put them i nto Japanese .  I d id a lot of that 

last year for the  1 00- level stage and I haven't had time for that th is  year but I 

know it would be a good idea if I did have the t ime.  So to su m up  really I th ink 

the key th ings are fi rst of al l  to prepare yourself for lesson by learn ing the kanji 

and learn ing the  vocabulary for that lesso n ,  then by seeing the vocabu lary in  

sentences you become more fami l iar with each word so you learn its appl ication 

better. By repeating as many t imes as possib le sentences and phrases in 

Japanese you do develop fluency .  You develop a feeling for the way a se ntence 

is structu red and that i n  turn he lps you r readi ng .  



APPENDIX E 
SAMPLE TRANSCRIPT OF YOKED SU BJECT V ERBAL R EPORT 

DISTANCE LEARNER OF FRENCH 

272 

I wo rk systematically through the study guide from the beg i n n ing  rig ht to the end.  

The fi rst th ing I do is read each section carefu l ly .  I spend a long t ime worki ng 

with the dictio nary looki ng up all the words that I don 't know,  and there 's a lot 

of them.  I f ind that if I do that f irst it frees me up mental ly  to concentrate on the 

actual comprehension of the mate rial and to th ink about answeri ng the questions .  

If I have to stop and look u p  a lot of  words I forget what i t  is that I am su pposed 

to be doing .  So that's the fi rst step. By doi ng that it also g ives me an idea of the 

range of the who le u nit. lt also shows me any phrases o r  ideas that I can use i n  

o n e  sectio n ,  or  which I can t ransfe r t o  another one .  I f  I don 't do that then I don't 

have the fu l l  pictu re and it means that I do n 't have the  vocabulary and the 

backg round to answer the questions as fu l ly as I fee l I should be able to. So the 

fi rst thi ng to do is to read the whole lot through  with a d ictio nary without actually 

do ing any of the tasks. Then sometimes I use different methods. Sometimes I 

start back at the beg inn i ng agai n ,  working th rough each section ,  read ing the 

backg round i nformation and completi ng the sectio n  of the assign ment that re lates 

to that un it , for example g rammar. Someti mes if I 'm  pushed for ti me I do the 

sect ion that appeals to me fi rst because it g ives me a psychological boost. I f ind 

the g rammar sect ion the easiest .  Because I 'm t rai ned in other  languages in the 

o ld fashio ned method I fee l most comfortable learn i ng  g rammar and apply ing the 

ru les.  lt gives me a sense of safety. If you do i t  carefu l ly  you 've got a fai r chance 

of w inn ing . So I do the g rammar section to g ive me a boost someti mes. I leave 

the  hardest sections t i l l  last . I f ind the essay writ ing the most problematic, so I 

wait . I let those sections stew and I do them almost subconsciously. I have them 

t icking over g ently for most of the four  weeks that I have to complete the 

assignme nt .  When I do the individual sect ions I do them from the beg i nn i ng to 

the end. I don't jump around and do the bits that look easiest fi rst. As far as 

revis ion is  concerned I don 't go  back systematical ly and revise each s ing le u nit 
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that we've done half a dozen t imes d u ring the course of the year. I go back and 

revise those sect ions of previous u n its which are re levant to what I 'm  doing at the 

moment - for example g ram mar, l i nki ng words, ce rtai n sectio n s  of vocabulary 

which prove usefu l ,  but I don't go  back and learn the vocab off by heart. I t ry and 

remember it each t ime .  When I 'm actually worki ng with the material I don't make 

too many e xtra notes other than looking up the vocabu lary. Somet imes if there's 

a cross reference which can be usefu l in other sections I go back and find it 

agai n and u nderl ine it i n  handouts but I don 't actual ly write out notes. I do make 

notes fo r g rammar. I t ry to compi le  an exercise book of g rammar ru les because 

I fi nd it's he lpfu l to write those down i n  my own way , to add to the notes in the 

grammar books, someti mes to rearrange the o rder, to g ive othe r examples, to 

underli n e  t hose th ings i n  my own writ ing to rei nforce them i n  my mind visually. 

I learn visual ly better than I learn oral ly. If I read a sentence I can remember it , 

If I hear it I forget it . I have a co l league who is doing stage th ree French. We 

practice speaki ng French but I don 't read French se nte nces aloud to myse lf. I 

have bits of paper al l  over the house label l ing the objects that I 'm supposed to 

know the vocabulary for. I write out key phrases and gram matical se ntences and 

idiomatic phrases which I want to use or i nclude in essays and I have the m 

dotted a l l  over  the place where I can f ind them u nexpectedly. The element of 

surprise he lps me to remember. I have fou nd it most effective . Another way of 

learn ing vocab which I 've always found good is to put the words together i n  a 

series of p ictu res. I don 't t ranslate Fre nch se ntences i nto E ng lish because it 

i nte rrupts the thought process. O n e  of the th ings I l ike about th is particular 

Fre nch cou rse is that it doesn't deal i n  di rect t ranslation  which is the method I 've 

always used previously, i n  previous courses. When I was at school we learnt 

French that way and consequently I didn't know very much Fre nch at the end of 

it. This year I 've fou nd I 've retain ed a lot more because I 've fou nd we've actually 

had to use the words in contexts to complete certai n tasks and that is much more 

effective . I tend not to repeat wo rds to remeber them. As I said I have a visual 

memory and I write them down and stick them all over  the p lace rather than 

saying them over to myself. What do I do if I g et stuck? Try to d o  the easy things 

fi rst to bui ld up confidence . I don 't real ly g et stuck very often .  Someti mes it's 
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difficu lt to imag ine what a lectu re r's i nterpretation of a questio n  might be and you 

worry whether your i nterpretat ion is the  same. For example it 's difficu lt to pick out 

exactly what the key ideas are sometimes. Do I encourage myself to keep  go ing? 

I fi nd the  longer I carry on  the less l iable I am to  stop because al l  the previous 

work that I 've done wi l l  count for noth ing .  Sheer panic and terror keeps me going 

probably - I 've got a l im ited ti me to do something.  From a positive point of view, 

sheer escapism .  The vai n hope that one day al l  this wi l l  mean g etting out of 

l nvercarg i l l  and goi ng to see the big wide world .  
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