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~\TRACT This paper summarius thefmdings of 
• lArrf .YeOrproject which ilTYestigated the use of/earn­
~ strotegies byfareign laaguage students and their 
,,!lrr;,' and suggests S1Je.Cifu:: clgmpom applimti01lS 

~ [(lIrning strategy ins~ruction. Three studies were 
rr-iucud under thisproject" (a) a D=riptive Study, 
~J..h identified learning strategies used in studying 
~/gn languages, (b/a Longitudinal Study, which 
Wrrtt(fied differences in the strategy use ofeffective 
~ ineffective language learners and analyzed 
~~es in strategy use over time, and (c) a Course 
1):o.dopment Study, in which foreign language in­
'rOOfS taught students how to apply learning 
~trgles. Cl=room applications discussed in the »' include guidelines for developing students' 
~gnitionand motivation through the identijica­
'~and discussion oftheir existing language learning 
~trgies, and techniques for modeling and practic­
~ additional strategies that can help students become 
~ fffer:il'e and independent language learners. 

Introduction
 
: !..carning strat£&ies are techniques which students
 
_ 10 ;:omorehend. store:, and remember new mfor­
~ion and skills. What a student thinks and how a
 
x.:knl acts in order to learn c,Jmprise the non­
~r\able and observable aspects of learning
 
~cgi~. For =mplc:, in order to..comprehend a
 

t~ identify areas of difficulty, the student may take 
notes of words and expressions to be checked on later. 
The teacher would observe the note-taking strategy, 
but would only know abQut the self-monitoring 
strategy by asking the students what they were think­
ing while listening. Effective language learners know 
how to use appropriate strategies to reach their learn­
ing goals, whereas ineffective language learners are less 
~ in their strategy choice and usc:. 

The purpose of this paper is to show how the 
fmdings of a three year project on learning strategies 
in foreign language instruction can be applied to the 
classroom to assist students in becoming more sue­
cessfullanguage learners. 

Background 
Investigations of learning strategies in second 

la.nguage 3lXIuisition ha".'C identified the strategies used 
by effective language learners (Bialystok, 2; Chamot 
et al., 7; Chamot et al., 8; Naiman et al., 17; O'Malley 
et aL, 19; O'Malley et aI., 20; Rubin, 23), and interven­
tion studies in both rlI'St and second language contcxts 
have sought to train students to use effective learning 
strategies (Barnett. 1; Cohen and Aphek, 10; Holec, 
12; Hosenfe'Id et al., 13; O'Malley et al., 21; Wenden, 
26). The strategy identification studies have shown 
that effecrive second and foreign language learners use 
CLvaDl:ti...Qtappropriate metacognitivc:, cognitivs...and 

)lcung lcxt in a foreign language:, a student might be _social-affective strategies for both receptlve and WOo 
;'inling, "Am 1 understanding this"? Does it make 
.Dlc:?~ Using this type ofcomprehension monitoring 
~ 
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d1J~ks,while less effective students no'. only use 
strategies less frequc:rttly, but have a smo,ff'!' repertoire 
of strategies and often do not choose appropriate 
strategies for the task. 

The strategx intervention studies have shown thai 
while students can be trained to use learning strategies, 
they may have difficulty in transferring strategies to 
new tasks. A number of studies have suggested that 
learning strategy training needs to be conducted lh 
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conjunction with the regular co= of instruction over 
an o:tended period of time, rather than as a separate 
intensive "how to learn" co= (Campione and Arm­
bruster, 5; Chamot and O'Malley, 6; Wenden, 26). The 
implication of this position is that ~chers rather than 
researchrn shoul~elive=ofIeamjne strategy 
instruction. 

The Learning Stnlt.egles in Foreign Language
 
Instruction Project
 

A three year project was carried out to investigate 
a number of aspectS of learning strategy use by foreign 
language students and their teachers. Three studies 
were conducted under this project: (a) a ~ive 

Study, which identified Ic;.aming SlOltel:ies used in 
studyingjQn:ign languages, (b) a LorPgiludin.a1 Study. 
which identified differences jn tbe strate£)' use of ef­
fective and ineffective language learners and analyzed 
chan,ges in strategy use over time, and (c) a Course 
1JeI>e1onment Study. in which foreign langUige'in­
structors taught students how to apply leaming 
strategies. The languages under study in the project 
were Spanish and Russian. This paper reports on the 
Spanish descriptive and longitudinal studies and on 
the complete course development study. 

. DescriQ(iye~udy. The participants in this study 
were 67 high school students drawn from fIrSt year, 
third year, and a combination fifth/sixth year Spanish 
classes. Teachers identified effective, average, and in­
effective language learners at each level of study, and 
students at each level of study were interviewed iri 
small groups according to these classifications. In the 
interviews, students were asked about any special tricks 
or techniques they applied to foreign language tasks, 
such as learning vocabulary, completing grammar 0:­

ercises., listening and reading comprehension, oral and 
written production, and communicative encounters 
outside the classroom. Probing questions elicited in­
formation about what students did to prepare for th~ 

tasks, how they managed the tasks while enga}ed in 
them, and where appropriate, how they recalled or 
checked the tasks after completion. The interviews 
were tape recorded and then analyzed for occum:nce 
of strategie processes and behaviors. 

Strategies identified from the student interviews 
were classified following general principles developed 
in prior second and first language studies (Brown et 
aI., 3; Brown and Palincsar, 4; Chamot and O'Malley, 
6; O'Malley, et aI., 20; O'Malley et aI., 21). These prin­
ciples classify learning strategies in three general 
categories: _ 

01etacgmitj¥6which are ~!f-regulatory strategies 
in which learners are aware of their own thin Icing and 
learning, and plan, monitor, and evaluate their own 

I~deavors;c:.CognitiYe} in which learners work with and m~ 
pulate the task matcriaIs themselves, moving towzj 
task completion; 1 
@I~lffedivestrate~ in which studenll~ 

teract Wl ~ teacher or other students to sotj 
problem, or =cise some kind of affective COl!lii 
over their own I .ors. I 

ts of the escriptive st indicated ~ 

students at hi gher levels 61'stn 'reported using. Onf. 
average, more strategies than did beginningJ.,·.j 

$.udents Students at all levels of study reported ~ 
far more cognitive than metacognitive strategies.1i 
metacognitive strategies used were predominaa; 
planning strategies, rather than m . gUSt 4 
monitoring or evaluation. At ~ beginrun§ I;J
S~h study, students relied moh· ~co ., 

~gie$ ef I'8Jl et~translation, and transfer. N;' 
'teflnediate and van.caJevels, however, stud 

began-tQ...rely increasjngIy on inferencing. while 
continuing familiar strategies such as repetition 
translation. Social and affective strategies J 
reported infrequently. In general, stUdents reportedJ 
ing fairly traditional strategies, with few instancesJ 
curting of more cognitively active strategies suchI 

grouping, substitution, imagery, elaboration, or 51 

marizing (see strategy definitions in Thble I). 
, A contribution of the desaiptive study was ill 

amination of the learning strategies of all ability I 
rather than concentrating on the "good" lang 
learner, as most previous studies had done (see, foc 
ample, Naiman et aI., 17; O'Malley et aI., 20; Ru 
23). The somewhat surprising result was the . 

T 

thal SllIdcD1S oLall ability Jrvrls do use learm 
strategies. The notion that less effective studenll i 
at least acquainted with some learning strategies ,J 
more importantly, are able to report on their own ~ 
tal processes related to foreign language study,..!! 
vides a starting point for learning strategy instruct'\ 
that can benefit those students whose pre~ 

:strategies are not leading them to significant suoc: 
in learning a new langua.,g. 
( LongitudinalS!¥y- Participants in the 10ngit1.O 
stucW'were-stlfdents who had participated in 
descriptive study as either effective or ineffea\ 
students (the middle group was not induoed). All 
beginning ofthe study, 27 effective and 13 ineff~ 
Spanish students at the beginning, intermedia!e, cc, 
vanced level were panicipating. At the conclusioci 
the study, four semesten later, attrition had takc:rd 
toll, and only II effective and 2 ineffective stuck! 
remamed. , 

In this study, students were interviewed individu:i 
and given typical language learning activities to p 
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hm, These included filling in the missing words in a 
dole acti vity, reading a passage, listening to a 
axlOlogue or dialogue, and writing a paragraph 
IItoul a drawing. Students wert: asked to think aloud 
IIbile th~ worked on the tasks, or to recouat their 
*xlghts as they attempted to solve the problem 
fl=nled. 

Findings of the' longitudinal study resulted in a 
K!lnrnlent of the classification system for learning 
aalezies, as presented in !able 1. Although the three 
~c categories of metacognitive, cognitive. and 
.oal-<Jjfective strategies 'remained unchanged, th e 
c:xnpl:x ways in which panicular strategies wert: ap­
fio:lled to additional descriptions of basic strategies 
II(d for specific kinds of tasks. An important 
h:overy in metacognitive strategies \lIas that self­
~{oring not only occum:d across all four language 
Jtins. but that this strategy could take many forms. For 

'V~~\J~14 

example, in comprehension monitoring, students 
monitored both visually and auditorially; in language 
productio~monitorin&} students monltored for dif­
ferent language segments (word, phrase, sentence), for 
style, and for choice of strategy. In both JUding and 
listening tasks, students also monitored by double 
checking early pans of a toct against later pans in 
OIper to clarify comprehension problems th~ had 
specifically identified. In cognitive strategies, elabora­
tion of prior knowledge and relationships be1ween 

. parts 0 f the to:t indica uJtifaceted use of this ma-
or learni a e Elaboratio frequently co­

OCC1..!rred with strategies suc as Lmagery, infert:ncing, 
and tJ:anSier, often appearing so closely rt:~as to 

be insep;le puC' to the ~~ !lei:; one..ou" 
one.Jhe orsocial-affective te~ed students 
was guestion'ng for cJarificationlxrrjfjcatiOD and thjs 

.,~jnfreQuently. 

TABLE 1
 

Learning Slrntegies and Their Definitions
 

Wrucogniu1't Slnltegies involve thinking about the learning process, planning for learning, monitoring the
 
brning task, and evaluating how well one has learned.
 

l	 Planning: Previewing the organizing concept or principle or an anticipated learning task ("advance
 
organizer"); proposing strategies for handling an upcoming task; generating a plan for the parts, sequence,
 
main ideas. or language functions to be used in handling a task.
 

1 Directed AttentiOTL' Deciding in advance to attend in general Leu learning task and to ignort: irrelevant __ rVrI-' \ 
distractors; maintaining attention during task execution. . Ii 1)r-\ 

) ~-I . A . Decidin' d d'Ii flan' .. nal d--:r- c.;;~J,\\\-J<J - oX ect/ve tlent/On: g ill a vance to atten to spec! IC aspects 0 guage mput or SltuatlO """"-' 

lhat assist in performance of a task; attending to specific aspects of language input during task e:x.erution. "'- \",) ;) 
. )11~ II 

{	 Self-management' Understanding the conditions that help one su=sfully a=mplish language tasks and 
arranging for the presence of those conditions; controlling one's language performance to maximize use 
of what is already known. 

J.	 Self-monitoring: Checking, verifying, or correcting one's comprehension or p:rformance in the course of 
a language task. This has been coded in the think alouds in the following ways; 

CillIJprehension monitoring: checking, verifying or correcting one's understanding
 
Pnx/uction monitoring; checkin~, verifying, or correcting one's language production
 

•	 ~ monitoring; using onA"ear" for the languago:: (how scimething sounds) to make decisions 
•	 Visual monitoring: using one's "~. for the language (how something looks) to make decisions 
•	 ~ checking, verifying, or correcting based upon an internal stylistic regism 
•	 ~g: tracking use of how well a strategy is working 
•	 PI(ln monitoJjng: tracking how well a plan is working 
•	 J2guble Check monitoring: tracking across the task previously undertaken acts or possibilities
 

considered
 
I 

&.	 Problem IdenrificatjoTL' Explicitly identifying the central poiDt needing resolution in a task, or identify­
ing an aspect of the task that hinders its su=sful completion• 

... "1 
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7.	 Se!f-~ion: Checking the outcomes of one's own language performance against an internal measur.1 
of completeness and accuracy; checking one's language repertoire, strategy use or ability to perform th.1 
task at hand. This has been coded in the think alouds as: 

•	 Production evaluation: checking one's work when the task is fmished 
•	 Performance evaluation: judging one's overal1 execution of the task 
•	 AbiTiTY eva:Iuauon: judging one's ability to perform the task 
•	 Straiegy evaluation: judging one's strategy use when the task is completed 
•	 Longuage Repenoire evaluation: judging how much one knows of the L2, at the word, phrase, senieIr..{ 

or concept level. 

Cognitive strillegies involve interacting with the material to be learned, manipulating the material mentally ~ 
physically, or applying a specific technique to a learning task.. 

\.	 Repetition: Repeating a chunk of Ianguage (a word or phrase) in the course of performing a language taslj 
2.	 Resourring: Using available reference sources of information about the target language, including ~ 

tionari~ textbooks, and prior work: 

3.	 Grouping: Ordering, classifying, or labeling material used ~ a language task based on common anribu~ 
recalling information based on grouping previously done. -.} 

".4.	 Note-laking: Writing down key words and concepts in abbreviated verbal, graphic, or numerical fonn 
assist performance of a language task. 

5.	 Deduc/ionITnduaiofL' Consciously applying learned or sclf-devcloped rules to produce or understand 
target language. . 

6.	 S~tiofl: Selecting alternative approaches, revised plans, or different words or phrases to accomp 
a language task. 

7.	 Elaboration: Relating new information to prior knowledge; relating different parts of new inform 
t~ther;making meaningfuJ personal associations to information presented. This has been c 
in the think: aloud data in the fonowing ways: 

•	 Personal elaboration: Making judgments about or reacting personally to the material presented 
•	 World elaboration: Using knowledge gained from experience in the world 
•	 Academic elaboration: Using knowledge gained in academic situations 
•	 Between Pans elaboration: Relating parts of the task to each other 
•	 Questioning elaboration: Using a combination of questions and world knowledge to brainstorm I 

solutions to a task 
•	 Selj-evaluative elaboration: Judging self in relation to materials 
•	 Creative elaboration: Making up a story line, or adopting a clever perspective 
•	 Imagery: Using mental or actual pictures or visuals to represent information; coded as a $epa: 

category, but viewed as a form of e1abonuion. 

8. Summarizption: Making a mental or written summary of language and information presented in a 

9. Trrlflslation: Rendering ideas from one language to anothtr in a relatively verbatim manner. 

10.	 Transfer: Using previously acquired linguistic knowledge to facilitate a language task. 

11.	 lnferencing: Using available information: to guess the meanings or usage of unfamiliar language i 
associated with a language task; to predict outcomes; or to rill in missing information. 

Social and Affecti'l'e strategies involve interacting with another person to assist learning, or using effectiYe 
to assist a learning task. 

I.	 Questioning: Asking for explanation, verification. rephrasing, or =rnples about the material; asking 
clarification or verification,..about the task; posing questions to the self. 

2.	 CooperatiofL' Working together with peers to solYe a problem, pool information, check a learning uI. 
mod.l. 1m",... "ti,;.,. 0' got '=lb'" on oml '" writton """0"",,",,, ­ 1 
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3. Se(fUJ1Jc Reducing anxi~ by using mt:Iltal teclmiques that make one feel competent to do the learning task. 

.&. Se(freiJiforr:cnent: Providing personal motivation by arranging rewards for oneself wh~n a language 
learning activity has been successfully completed. 

A nwnber of factors seemed to influence students' 
chcice of leanung saategJes m the !ongltudlIiaI study. 
~mplei tbc..Q!?lectives ofthe narticnJar lannmge 
cour;e had an impact on srudt:Ilt strate.gy use. Studt:Ilts 
ill classrooms emphazising gra'mmar apparently 
ptferred strategies such as deduction and translation, 
whereas students in classrooms focusing on proficien­
cy tended towards strategies such as inferenc:iJlg and 
R1bstitution. Other factors influencing strategy use 
"'= prior language study, type and degree of difficul­
ry of the task, and motivation. 

Major differences between effective and ineffective 
lludents in th'e lon~tudinal study were found in the 
rtnge of strategies usm and the way in which in­
lli'idual strategies ~ applied. In gencra1, more sue­
ctS.Sful students used learning strategies more often. 
more appropriately, wjth mater varietY. and in wa~ 

that helped them compl¢the task SIlCCIli,fully less 

effective students, on the other hand, not only had 
. fewer strategy types in their repertoires, but a.lso fre­

quently used strategies that WI:'I"e inappropriate to the 
wl: or that did not lead to successful completion of 
the task.Effective students were more purposeful in 
their approach to a~k than ineffective students; they 
.monitored their comprehension 'on for 
O'o'm.llm' ess rather than for individual com­

'ponents and eflecuvely used their prior gener;! 
l.:nowledge as wdI as their lioglIis:t.ic knowledge wl!fu: 

=!1Jtkinv on a !!;ik 
Additional fmdings of the longitudinal study mol 

diated that different ~ of language tasks elicited ) 
dirr~renl strategy applications.;Some strategies were 
ltlpJied to a vana)' 01 language tasks. For example, 
Idf·monitoring ancI elaboration were important for all 
lInguage tasks analyzed, including vocabulary learn­
ing, listening comprehension, cloze =rcises, and 

writing. Infercncing was used, Predietat~ten­
ing and reading comprehension. The wri' tasks 
dici ted the me-.acognitive strategies of planning and 
Ielf~uation, and cognitive strategies such as 
substitution and summarizing, in ~addition to' 
cllboration. 

Casestudies were made ofeight o:..-eptionaliy effcc­
D\'!: Spanish Students over the four semester period to 
analyze in depth their strategic processing and ge:neraI 
awroach to language learning (Chamotd.a!., 9).1Wo 
of these highly effective language learners \lII:re at the 
~inning level of Spanish, two were at the in­
termediate level, and four were advanced level 

students. Longitudinal data were available for these 
Students for mading, listening, and writing. ")/">1 

The analysis of the reading data indicates lhat these 
effective students read in Spanish very much as they 
read in English. They suffered the constraints ofinade­
quate L2 vocabulary and, as a result, some parts of a 
text were too difficult for them, but they proceeded to 
search for meaning by constituent groups rather than 
by single words, and deployed strategies that 
characterize good readers in'genera!, such as: the track­
ing of understanding (translation, summarizing, self­
evaluation), awareness ofcomprehension b~owns 

(self-monitoring), and the willingness and ability to 
remediate such breakdowns when necessary. Their 
principal remediation strategies were: inferencing, 
elaboration (particularly between parts of the passage 
and of world knowledge), and deduction. 

In th~gtasks, these highly effective students 
used the printed comprehension questions provided 
before listening to get a mind set on what they were go­
ing to hear and to call up what they already knew 
about the topic (elaboration) in order to predict possi­
ble content (inferencing). They then listened through 
the fliter oftheir mind set, using the questions to focus 
on important content (selective attention) while con­
tinuing to call up relevant information (elaboration) 
to help themselves understand the text, and correcting 
or conftrming their predictions as they listened (self­
monitoring). The questions also provided an incentive 
for utilization of the information in the listening texts 

and in a classroom setting would undoubtedly help 
~entsorganize and rec:alI the incoming information 
if note-taking were practiced as well. 

Writing in Spanish for these eight exceptionally ef­ -../,J './:"­
fectivesrudents appeared to follow the same processes ' 

used for writing in English, namely, planning, com­
posing, and reviewing (Hayes and Flower, II). 
Although ::he eight students studied were at three dif­
ferr-~t levels of study, they showed similarities in their 
ap; oach to and execmion of writing in Spanish, For 
example, they were able to direct their ancntion to the 
task without allowing themselves to become 
distracted, they tried to think and generate ideas in 
Spanish while writing, they stayed within their known 
vocab'ularies rather than looking for tranSlations of 
English words or phrases, they substituted alternate 
words or phrases when they could not immediately 
recall the intended words, and they continually 
generated new ideas rather than being deflected by .. 
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problems. The principal strategies used by these 
students ior writing were planning, self-monitoring, 
deduction, and substitution. Elaboration, although a 
k~ strategy in other activities, was not:50 prominent 
in writing, probably because the type of task (writing 
about a picture) did not. require extensive memory 
searches. However, world elaborations were important 
in helping students to produce compositions that 
made sense, while the overall cohesion of the composi­
tion was facilitated by elaboration between parts. 
Students clearly applied knowledge of the writing pro­
cess that i~ad-g~in their native language to the 
prqeesfOf wriling in SPitnish. 
C~e Development St'!:dy. De third study com­

pleted in't'nN.ear~e ies in Foreign Langua e 
nstrucflon project investigated the feasibilitY of incor­

porating learning strategy instruction in the foreign 
langua2e classroom. Classroom observauons were 

- conducted of four of the instructors whose students 
had participated in the descriptive and longitudiital 
studies, and descriptions were developed of the way 

in which strategy instruction was presented and 
~. Participating instructors selected listening, 
reading, and speaking tasks in which to embed strategy 
training.	 . 

The principal strategies taught for§30m­
prehension were the following: 

•	 Selective Atten tion: The instructor told 
students to focus on specific items while listen­
ing, such as nouns. unknown words that they 
can ask for clarification about, numbers, im­
portant words that carry meaning, intonation 
contours and stressed words, languag~unc-

Elaboration: The instructor pointed 0 what 
students already knew and suggested how they 
could use this academic or world knowledge to 
make an inference about the meaning of an 
unknown word. 

•	 lnferencing: The instructor first focused on 
strategies such as selective attention, elabora­
tion, transfer, or deduction, and then suggested 
that stUdents make inferences based on infor· 
mation elicited from these strategies. 
Transfer: The instructor called attention to 
similar English words and cognates to suggest 
meanings of new 'words; she also pointed out 
similarities in the root of a new word to that of 
a known word in the U. 

The principal strategies taught f01§"di~com­
prehension were the following: 

lnferencing: The instructor identified and 
named the strategy based on students' descrip­
tions of ways in which they used context both 

at the senterl~and discow~ levels to gue5$lf . 

meanings of unknown words. 
•	 Deductior.: The instructor elicited fro 

students their application of ~caIrcl:s . 
(in both L1 and L2) to identify the form 
unknown words in the text, which led 
guesses about the type of word it would . 

(e.g., adverb, place noun, etc.), ~ 
•	 Elaboration: The instructor recogi!ized 

encoura,ged student use of prior knowled 
both academic and real world, to make d . 
sions about probable meanings. 

•	 Th:uIifer. The instructor elicited from stud 
recognition ofcognates and similar-sound' 
words in LI that could be applied to und 
standing the new words in ur---_ 

The principal strategies taught for espeaking 
were the following: 
~ SubstitutioTL' The instructor told students 

/'V~ use synonyms, paraphrases, and gestures toJ~. across their meaning in the text retelling 
·r CooperatiotL· The instructor had stud 

~-.J,.}l work in small groups on the speaking 

7) J.) ment, and encouraged them to help each1 
10 with this task. 

•	 Se/f-EvaluatiotL· The instructor provided 
portunities for students to check how weD 
had made themselves understood and 
discuss their communicative effectiveness. 

Each participating instructor had an individual
 
of providing learning strategy instruction. All
 
vided direct rather than embedded strategy training
 
informing students of the purpose and value of
 

tion of the word or phrase. ~N(, \lk.If techniques they were asked to try. instructo 
reading S2mprehension and spealdng identified 
strategies by name, whereas the listening comprehe( 
sion mstnlctor described the behaVIOr recommenaJ 
~thout giving it a specific name. AS students were ~ 
~mited in their foreign language proficiency, i­
strategy instruction and discussion was given 1 
English. '. 

. 
I
I 

~ maJor1nStrucUonai implication emerging rr; 
. the ljOurse development study· was that I~ 

{Strategy instruction can be implemented by the fem( 
language teacher, rather than by researchers c:xdusir' 
}Y, as had been the case in prior second language Je:a{ 
ing strategy training studies (Rosenfeld et aL, 5 
O'M I et aL, 21). esc trainiD 
Eowever, is depen cot 'on a number of factors, i 
eluding teacher in~ development of techniques~ 
instructing students in the effectIve use of Jear-n' 
strategjes, and the ability to provide a motivatiOQ 
framework that can conVInce students of the value! 
learning strategies. 

1, 
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vieows. The disadvantage of retro~veinteQiews is 
that students may not report their strategy use ac­

Applications ud Implications 
This section suggests wa)'3 in which the findings 0 

the descriptive, longitudinal, and course development 
Iludies C:JD be applied to the classl'02m, and dis~ 

implications from these studIes for future research 
directions in foreign language learning strategies. 
In geneiil, findings of the learning Strategies in 
Foreign Language Instruction ro'eel' 'cate th~t all 

...l!.u enIS, no matter what their degree of success in 
nmjog a forei2D language, have some cognitive con­
trol over their learning efforu and are able to descnbe 
tilcir own mental procesS':$. The main differentiation 
~ween the more effective students and the less effee­
lh't ones was in the way in which strategies were used 

) lIld the greater range of different types of strategies 

~ ~ effective ~dcn~What this indicates fo 
of1:ign anguage instruction is that teachers can profit 

, 110m their students' awareness and use of learning 
strategies to show them how to dCl'elop new and poten­
tially more powerful strategies and broaden use of 
sual ies already in place. 

!kcause new strategles 
initiall seem emome ents teachers need 
10 plan activities that' otiva students to t new 
sualCgJes an t at pro su lcient practice op­
portunities to enable students to internalize the new 
~es. Based on the instructional sequences sug­
~ted m the literature (e.g., Hoscnfeld et al., 13; Jones 
et al., 14; O'Malley and Charnol, 18; Weinstein and 
Underwood, 25)\ a learning strategy instruction 
rram~'ork might include the follOWing steps: ~ 

. I)·ing students' current strategies, assessing thei 
~ra[egy needs, planning suategy instruction, . 
te:achlng of strategies for different language skills 
proIiding extensive opportunities to practice . th 
Ilntegies, evaluatIng stra and hel ing studen 
transfer strategies to new tasks. Findings of the 
Iludies conducted III the Learning Strategies in Foreig 
U1nguage Instruction project suggest a number 0 

~lic classroom activities for each of these steps. 
ldenlifying Students' Current Strategies. Th""CC ma­

]Vr purposes can be achieved through the iderrtillca­
lion 01 strategies students are alread,J using for dif­
(=nt foreign language tasks. First, students develop 
mcucognitive awareness as they describe their own 
thinking processes and discover those of their 
cW.smales. Second, as students discuss their learning 
smJegies wi"ththeir peers, they discover new strategies 
u.d new applications of familiar strategies: Finally, 
tea.:hers can assess the strengths and weaknesses in 
Iludc:nts' CUI"mlt strategy use and use this information 
to plan strategy instruction. 

In the descriptive study students' current strategies 
-m: identified retrospectively through group inter­

curately - they may forget to mention some strategies 
(especially those that have become so automatic that 
they may be operating on a subconscious level), and 
they may claim to use strategies that they do not in fact 
use with any frequency. On the other hand, a 
retrospective interview allows the student to rel1ect on 
all phases of a learning task - from initial presenta­
tion by the teacher or textbook, through various kinds 
of study situations, and finally to the utilization of 
what was learned by successfully completing a com·­
municative =hange or fonnal assessment activity. In 
the longitudinal study, students' on-line processing 
was tapped because they reported their thoughts while 
actively working on a language task. The advantage 
of the thin~ewsis that students have im­
mediate access to strategies operating in short term 
memory and can report on sequences of strategies 
used to solve a specific problem. The disa~tageof 
think-aloud interviews is that they do not pennit a 
sampling of all the strategies a student might use in 
understanding, studying, and recalling new informa­
tion. ,E:achers might wish to use both retrospective in-:,) I 
terviews and think-aloud mtemews to discover the ))'tf e 

,Ltrategies their students are currently using. These in­
terviews could be supplemented with individual v-: 
stral=gy diaries, in which students record the strategies ~~6v~ 
they use for foreign language assignments and also for f 
other subjects. These diaries would then be shared and 
di~ in class, and students could decide whether 
strategies used for other subjects could be applied to 
foreign language study. 

Both retrospective and think-aloud interviews can 
be conducted as group activities in the foreign 
language classroom. Students can work in ~all _ 

~. '\,"..-' •.groups. with one student acting as the interviewer and v .
 
~the recorder. Forthe retrosoectiveinterview, . ~~_:I.JI
 

the interviewer is provided with an interview guide i ~v .
 
similar to that used in the descriptive study (see Ap- r
 
pendix A). As each student has a tum to answer the
 
questions, the recorder writes down the answers. A
 
similar approach can be used for t~-a)ou~ inter­

views, o:cept that instead of answering- questions
 
about a learning task, students take turns actually per­

fonning the task and reporting their thoughts as they
 
do so. The information gathered through these inter­
viewS can be analyzed by the students themselves in a
 
number of ways. One~orex-
amples of strategies that, although expressed diff=t~
 

Iy by difIcIcnLstudents ~ually.describes!milar pro­
cesses or behaviors. Another type of analysis~uld
 
involve identifying the different strategies..used for
 
each different type of language task, and then deter­
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mining which strategies are used consistently across 15). but because it can also provide ~catiYe 

tasks. Students could also identify specific problems ~J[actice in the new language (Chamot and O'Malley, 
that tend to occur in the differetlt tasks, and identify 6; Kagan, 16). 
the strategies that are most useful in solving those Thus, the foreign language teacher can assess stu­
problems. Another type ofanalysis which studClts can dent needs for strategy instruction by analyzing the 
make is to compare the strategies reported by their strategies currently being used, evaluating their degree 
group in retrospective interviews for given taSks to the ofsuc=. and using the fmdings of learning strategy 

strategies actually used for the same tasks during the research in both fIrst and second language contexts as 
think-aloud interview. Results of each group's analysis a guide to determining strategies that have the greatest 
o[its learning slrategies can then be compared, and a potential for improving student learning and 
class profile developed. motivation. 

This type of active student involvement in the Planning Strategy Instruction. Having decided on 
strategy identification process can help build students' the strategy needs of a group of students, the teacher 

mo~on and an understanding of their own must then pl~Il.whidl-~how to initial­
cognitive processes, both of which are necessary for ly present the str;:ategies, the types of practice oppor· 
learning strategy instruction to have a beneficial effect tucities tQ give students, and the follow-up activities 
on students' acquisition of the new language. that will help the students internalize the new 

Assessing Students'Strategy Needs. Oncejtudents' strategies. In Qrder to cQnduct this planning, the 
current learning strategies have been identified, teacher'needs to consider student strategy needs in 
teachers need to decide which additional strategies conjunction with the general course Qbjectives and 
should be taught and which of the strategies current­ specific demands of the learning tasks students arc
Ji used can be expanded and fine-tuned. Some asked to perfQrm. The IQngitudinal study demonstI'a· • 
cognitive l~g strategies characteristically operate ted that both of these factQrs strongly influenced the 
in second language contens. For o:ample, strategies types Qf strategies students used. 
such as translation, repetition, linguistic transfer, and In general, the initiaJ!presentation of the 'new 
dedllcxjQn and induction of gramrn.aticaTrules are so strategy or combination 0 strategies should include 
much a pan Qf what foreign language students may a brief statement about why the sYate~ 

already be doing that the teacher may wish to focus on and how it is expected to assist students. Then, the 
expanding students' range of strategies rather than teacher may plan te{ mode~lhe strategy through a 
refining well-known strategies already in use. All think-aloud, demonstrating the steps involved in ap­
students can benefit, hQwever, from using strategies proaching and completing the language task. For q, 
such as self-monitoring for comprehension, elabora­ ample, th~might say, "Let me tell you ~.ha'H.: 

tion of prior knQwledge, and making inferences, dQ when I ~ essay in Spanish. First, I spena­
a1thQugh individual preferences for certain strategies some time p~g. I ask myselfsome questions, such 
can be expected. In addition, study skill strategies such as: What do 11mow about this topic?" (Teacher writes 
as note-taking, summarizing, and using resQurces are Elaboration 0/PriorKnowledge on the board.) "Then 
as useful in the foreign language classroom as they are I jot down in Spanish every related idea that comes to 

for other types Qf academic learning. mC:' (Teacher does 50.) 'Then I ask myself who will be 
Findings frQm the descriptive and longitudinal reading my essay? What do they already know? Wha1 

studies indicate that, in general studen~ a m~ dQ they want to fmd out? What interests them? This 
srnalJer proportion of metacofDitiyc strategies than makes me think 0 f Dew ideas, which I aLso jot down, 
c~itlve strategies, and that most of the ~eta­ 4 and aLso makes me realize that some of the ideas I'Ye 
cognitive strategies used were planning strategies. A jotted down are not rea1Jy relevant to this panicular au­
teacher might want to provide instruction and practice dience - so I cross them out:' (Teacher adds some. 
in using metacQgnitive strategies, especially com­ ideas, crosses out others.) "Now I'm ready to organizt 
prehension monitoring ones (which were a distinguish­ and plan my essay.' (Thacher writes OrganizPtional 
ing characteristic of the more effective students), and .eJ.gnning Qn the board.) The teacher would continue · i ~ ..... , . 

-' ( 1,1'1,) sclf-evaluatiQn strategies, which have been found to in this way to describe the strategies that the studenu 
positively inf1uClce~~tion.{JQneset aI., 14; Paris, will later practice far themselves. : 
22). Since the studentsJ:ilRn'Iewed in the descriptive: The same type of modeling can be done for any type 

and longitudinal studies reported few social or affec- ! of language task SQ that students can gain an 
tive strategies, a teacher might want to help students understanding of the thought processes inYOIYed in \lS­

use C~tiO~as a srrategy, not only because it assists ing the new strategies. 
(moti~ and lea.:ning in general (Slavin, 24; Kagan, After planning the initial pr=ntation Qf the nell' 

" . .--.-J 

•
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SlldlC'gies, tcachm should plan for inunediate practice 
b)'lhe students. After practicing the new strategies in 
dill, students can be instructed to use them for a 
homN'ork assignment and take notes of their own 
Slrategy use for a class discussion the nc:xt day. 
(Students should be encouraged to evaluatc.the effec­
lI\t:ness of their own strategy use on an ongoing basis.) 
Arter students have practiced and discussed the new 
ltldlegies on several similar types of language tasks" 
[he 1'.ac.bCLShou1d.grad.l!.<ilJY reduce the reminders to 
1L<e the strategies to promote indrnendent strategy = 
However, because the aC{juisition of nN' strategies is 
~ slow process, teachers should plan to recycle 
stralegies and remind students to use them until they 
Ii~\t: firm evidence that students are in fact using than 
independently. 

CoDdusion 
The preceding descriptions oflearning strategy in­

S1r\letionaJ sequences are only some of the many possi­
ble ways in which teachers can provide their students 
"';th tools for better language learning. Much work 
still needs to be done in foreign language classrooms 
in order to find out what type of instruction in learn­
in	 strategies is most beneficial to students. at the 
[.Raming Strotegies in Foreign nguage instruction 
project has shown is that students of all levels and 
~bilities use strategies when working with a foreign 
language, but that differences exist in hJJJf the 
slrategies can be used and that these differences seem 
10 contribute to differin degrees of success in 
language learning. ffective use of strat;gies appears 
to lead to more e ective language learning, particular­
I)" the use of certain core learning strategies (i.e., self­
monitoring and elaboration). The intention of the 
learning strategy identification research which has 
guided the present study is to discover the strategies of 
(he most effective foreign language students and to 
idenli ry ways in which these effective strategies can be 
t~ughtto the less effective foreign language students. 
Such Tearning strategy instruction can be expected to 
in,,.ea.se the ability of all students to aC{julre the com­
pb cognitive skill of a foreign language. 

NOTES 
, This study was funded by the Unitt:d StaleS Dcpanment 

of Edocation, International Research and Studies Program 
In Washington D.C. The views, opinions and findings con­
t.lin~ in this article are tho$<: of the authors and should not 
t>c construed as an official Department of Education posi­
lion. policy. or decision unless designatt:d by other official 
documentation. 
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