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STRACT This paper summarizes the findings of
4 three vear project which investigated the use of learn-
m strategies by fareign language students and their
hrhers,' end suggests specific clgssroam applications

learning strategy instruction. Three studies were
ponducted under this project: (a) a Descriptive Study,
:Hurh identified learning strategies used in studying
Yorrign Janguages, (b) a Longitudinal Study, which
'iinn;ﬁed differences in the strategy use of effective
»d ineffective language learners and analyzed
fnl-.mxes in strategy use over time, and (c) a Course
Dnrlopmem Study, in which foreign language in-
;S!J'uclors taught students how to apply learning
soviegies. Classroom applications discussed in the
»eper include guidelines for developing students’
Mgnmon and motivation through the identifica-
h:n and discussion of their existing language learming
m'rglex, and techniques _for modeling and practic-

odditional strategies that can help students become

effective and indzpendent language learners.

: Iatroduction
i _learning strategies are technigues which students
pr to comprehend, store, and remember new infor-
mation and skills. What a student thinks and how a
Zwdent acts in order to learn comprise the non-
tvable and observable aspects of learning
mxcgm For example, in order to,comprehend a
'hrung lext in a foreign language, a student might be
;hnlmg “Am | understanding this? Doss it make
’nx" Using this type of comprehension monitoring
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to identify arcas of difficulty, the student may take
notes of words and expressions to be checked on later,
The teacher would observe the note-taking strategy,

itoring
strategy by asking the students what they were think-
ing while listening. Effective language learners know
how 1o use appropriate strategies to reach their learn-
ing goals, whereas ineffective language learners are less
expert in their strategy choice and use.

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

Background

Investigations of learning strategies in second
language acquisition have identified the strategies used
by effective language learners (Bialystok, 2; Chamot
etal.,, 7; Chamotet al., 8; Naiman et al., 17; O'Malley
etal, 19; O’Malley et al., 20; Rubin, 23), and interven-
tion studies in both first and second language contexts
have sought to train students to use effective learning
strategies (Barnett, 1; Cohen and Aphek, 10; Holec,
12; Hosenfeld et al., 13; O’Malley et al., 21; Wenden,
26). The strategy identification studies have shown
that efTective second and foreign language leamers use
3 vagety of appropriate metacognitive, cognitive, and
—social-affective strategies for both receptive and pyo-
dyctive tasks, while less effective students not only use
strategies less frequently, but have a2 smaggr repertoire
of strategies and often do not choose appropriate
strategies for the task.

The strategy interventjon studies have shown that
while students can be trained to use learning surategies,

they may have difficulty in transferning strategies 1o

new tasks. A number of studies have suggested that

learning strategy training needs to be conducted in ~
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conjunction with the regular course of instruction over
an extended period of time, rather than as a separate
intensive “how 10 learn” course (Campione and Arm-
bruster, 5; Chamot and O'Malley, 6; Wenden, 26). The
implication of this pasition is that teachers rather than
researchers should-bethe-deliverers of learning strategy
instruction.

The Learning Strategles 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 Descripfive
Study, which identified learning strategies used in
studying foreign languages, (b) a Lorsgitudinal Study,
which identified differencesin the strategy use of ef-
fective and ineffective language learners and analyzed
changes in strategy use over time, and (c) a Course
Development Study, in which foreign language in-
structors taught students how to apply_leamning
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.

Descriptive Study. 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 in
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 ex-
ercises, listening and reading comprehension, oral and
written production, and comrmunicative encounters
outside the classroom. Probing questions elicited in-

formation about what students did 1o prepare f

tasks, how they managed the tasks while engaged in

them,. and where appropriate, how they recalled or

checked the tasks after completion. The interviews
were tape recorded and then analyzed for occurrence
of strategic processes and behaviors.

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

etacognitiveswhich are seif-regulatory strategies
in which learners are aware of their own thinking and
learning, and plan, monitor, and evaluate their own

lca.:m'gg%éeavors;
( Cognitive) in which learners work with and mas

pulate the task materials themselves, moving t
task cogplcn’on;

@l and in which studcnm;
teract wi tcachcr or other students 10 salw7
problem, or cx:rcxsc some kmd of affective conty
over their own } :

students at higher levels 6f'study Teported using, onf
average, more sfrategies than did beginning k 1
_students Students at all levels of study reported us
far more cognitive than metacognitive strategies. ﬁ
metacognitive strategies used were prcdomman;
planning strategies, rather than mak
moanitoring or evaluation. At
Spamsh stucjx,_tudcnts relied mostom
translation, and transfer. Ax
qtermediate and advancedJevels, however, stud
began-tq rely increasingly on inferencing, while
continuing familiar strategies such as repetition
translation. Social and affective strategies
reported infrequently. In general, students reported
ing fairly traditional strategies, with few mstanu::‘
curring of more cognitively active strategies such]
grouping, substitution, imagery, elaboration, or s
marizing (see strategy definitions in Table 1).

" A contribution of the descriptive study was its
amination of the learning strategies of all ability |
rather than concentrating on the “good” lang
Jearner, as most previous studies had done (see, for
ample, Naiman et al., 17; O’Malley et al., 20; Ru
23). ’I'hc somewhat surpnsgg result was the di
th i s do use le

_strategies. The notion that less effective studcntsl
at least acquainted with some learning strategies a?’
more importantly, are able 10 report on their own
tal processes related to foreign language study.i
vides a starting point for learning strategy instruct!

that can benefit those students whose pr:_sz}
“strategies are not leading them to significant sued
in learning a new langua

¢ Longitudinal Stua)’ Participants in the longitude
study werestudents who had participated in
descriptive study as either effective or ineffec
students (the middle group was not included). A
beginning of the study, 27 effective and 13 ineffes
Spanish students at the beginning, intermediate, org
vanced level were participating. At the conclusioe
the study, four semesters later, attrition had takes!
toll, and only 1! effective and 2 ineffective studa
remained.

In this study, students were interviewed mdx'ndu!

and given typical language learning activities top
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frm. These included filling in the missing words in a
goue activity, reading a passage, listening to a
moaologue or dialogue, and writing a paragraph
Boul a drawing. Students were asked to think aloud
skl they worked on the tasks, or to recount their
#oughts as they attempted to solve the problem
presenied.

Findings of the:longitudinal study resulted in a
mfinement of the classification system for learning
maicgies, 2s presented in Table L. Although the three
Mic categories of metacognitive, cognitive, and
wcal-gffective strategies remained unchanged, the
emplax ways in which particular strategies were ap-
pied led to additional descriptions of basic strategies
wed for specific kinds of tasks. An important
&scovery in metacognitive strategies was that self-
monitoring not on]y occurred across all four language

sl but thatt uld take many forms. For

TAB

assm 3&63/\1,\ o‘\} wan iy lLMJuj

example, in comprehension monitoring, students
monitored both visually and auditorially; in language
production monitoring) students monitored for dif-
ferent language segments (word, phrase, sentence), for
style, and for choice of strategy. In both reading and
listening tasks, students also monitored by double
checking early parts of a text against later parts in
order to clarify comprehension problerns they had
specifically identified. In cognitive strategies, elabora-
tion of prior knowledge and relationships between

“parts of the text indicated multifaceted use of this ma-
—— F
jor learning strategyl Elaboratiok frequently co-
occurred with strategiés such as imagery, inferencing,

and trapsfer, often appeanng 50 closcly rclated asto
be insep

one, the only social-affectivestrategy used by students
was questonng for clarification/verification,_and this

LE1

Learning Strutegies and Their Definitions

Metacognitive strategies involve thinking about the learning process, planning for lcarmng, monitoring the

kming task, and evaluating how well one has learne

L Planning: Previewing the organizing concept or

d.

principle or an anticipated learning task (“advance

organizer”); proposing strategies for handiing an upcoming task; generating a plan for the parts, sequence,
main ideas, or language functions to be used in handling a task.

1 Directed Atrention Deciding in advance to attend in general tova learning task and to ignore mlmnt
distractors; maintaining attennon during task exscution.

3= Selective Arrention: Deciding in advance to attend to specific aspects of language input or situational details
that assist in performance of a task; attending to specific aspects of language input during task execution.

& Self-management: Understanding the conditions that help one successfully accomplish language tasks and
arranging for the presence of those conditions; controlling one’s language performance to maximize use

of what is already known.

3. Self-monitoring: Checking, verilying, or correcting one’s comprehension or performance in the course of
a language task. This has been coded in the think alouds in the following ways;

*  Comprehension monitoring: checking, verifying or correcting ond’s understanding

' Production monitoring: checking, vcnﬁang.

or correcting ond’s language production

* Auditory monitoring: using ong’s “ear” for the language (how sémething sounds) to make decisions

*  Visua/ monitoring: using one’s “eye” for the |

*®

Plan monitoring: tracking how well a plan is
Double Gheck monitoring: tracking across
considered ) H

anguage (how something looks) to make decisions

Style mopitoring: checking, verifying, or correcting based upon an internal stylistic register
Strategy monitoring: tracking use of how well a strategy is working

working
the task previously undertaken acts or possibilities

& Problem Identification: Exph'ciﬂy identifying the central point needing resolution in a task, or idéntify-
ing an aspect of the task that hinders its successful completion.

-
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7.

Self-evaluation: Checking the outcomes of one’s own language performance against an internal measur
of completeness and accuracy; checking one’s language repertoire, strategy use or ability to perform th‘l
task at hand. This has been coded in the think alouds as:

Production evaluation; checking one’s work when the task is finished

Performance evaluation: judging one’s overall execution of the task

Abinity evaluation: judging one’s ability to perform the task

Strategy evaluation: judging one's strategy use when the task is completed

Language Repertoire evaluation: judging how much one knows of the L2, at the word, phrase, sentenc
or concept level. ;

v

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

L
2.

Social and Affective strategies involve interacting with another person to assist learning, or using effective corn
to assist a learning task.

L

Repetition: Repeating a chunk of language (a word or phrase) in the course of performing a language u;j

Resourcing: Using available reference sources of information about the target language, including di
tionanes, textbooks, and prior work.

Grouping: Ordering, classifying, or labeling material used ina language task based ont common artribumj{
recalling inforrmation based on grouping previously done.
4

Note-taking: Writing down key words and concepts in abbreviated verbal, graphic, or numerical form
assist performance of a language task.

Deduction/Induction: Consciously applying learned or self-developed rules to produce or understand
target language. .

Substitution: Selecting alternative approaches, revised plans, or different words or phrases to accomp
a language task,

Elaboration: Relating new information to prior knowledge; relating different parts of new informati
to each other; making meaningful personal associations to information presented. This has been ¢
in the think aloud data in the following 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

Berween Parts elaboration: Relating parts of the task to each other

Questioning elaboration; Using a combination of questions and world knowledge to brainstorm logx
solutions to a task ’

Self-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 sepa:
category, but viewed as a form of elaboration.

*® o & o o

. Summarization: Making a mental or written summary of language and information presented in a
. Translation: Rendering ideas from one language to another in a relatively verbatim manner.

10.
1.

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

Inferencing: Using available information: to guess the meanings or usage of unfamiliar language iq
associated with a language task; to predict outcomes; or to fill in missing information.

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

Cooperation: Working together with peers to solve a problem, pool information, check a learning ug
model a language activity, or get feedback on oral or written performance.
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). Self-talkc Reducing anxjety by using mental techniques that make one feel competent to do the learning task.

'y Se(f-reinforcement: Providing personal motivation by arranging rewards for oneself when a language

learning activity has been successfully completed.

A number of factors seemed to influence students’
choice of [earnin, &5 in the longitu STO
For bjectives of the e
course had an impact on student strategy use. Students
m classrooms emphazising grammar apparently
preferred strategies such as deduction and translation,
whereas students in classrooms focusing on proficien-
¢y tended towards strategies such as inferencing and
substitution. Other factors influencing strategy use
were: prior language study, type and degree of difficul-
ty of the task, and motivation.

ajor d.lﬂ'mcs i jve

students found in the

nnge of strategies used and thc way in which in-

students. Longitudinal data were available for these
students for reading, listening, and writing.

The analysis of the reading data indicates that these
effective students read in Spanish very much as they
read in English. They suffered the constraints of inade-
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‘general, such as: the track-
ing of understanding (translation, summarizing, seif-
evaluation), awareness of comprehension breakdowns

(self-monitoring), and the willingness and ability to

remediate such breakdowns when necessary. Their

ividual strategies were applied. In'gcngl, moresuc- _ principal remediation strategies were: inferencing,

sxssful students used leaming strategies more often,

more appro; and in wa
that hel
effective students, on the other hand, not only had
" fewer strategy types in their repertoires, but also fre-
quently used strategies that were inappropriate to the
sk or that did not lead to successful completion of
the task, Effective students were more
tarapproachioa ineffective students; th
monitored their comprehension and production for
overall meaningfulness rather than for individual com-
‘ponents and effectively used their prior general
‘nowledge as well as their linguistic knowledge while
~rarking qn a task

Additional findings of the longitudinal studyli—?
dicated that different types of language tasks elicited
diffsrent strategy applications, Some strategies were
wplied to a variety ol language tasks. For example,
wif-monitoring and elaboration were important for all
linguage tasks analyzed, including vocabulary learn-
ing, listening comprehension, cloze exercises, and
wnting. Inferencing was used, predictably, for isten-
ing and reading comprehension. The{writingtasks
dicited the metacognitive strategies of planning and
wlf-evaluation, and cognitive strategies such as
substitution and summarizing, m addmon to
eaboration.

Casz studies were made of eight exceptionalty effec-
tive Spanich students over the four semester period to
anzlyze in depth their strategic processing and general
spproach to language learning (Chamot et al, 9). Two
of these highty effective language learners were at the
beginning level of Spanish, two were at the in-
termediate level, and four were advanced level

250

elaboration (particularly between parts of the passage
and of world knowledge), and deduction.

In the listening tasks, these highly effective students '

used the printed comprehension questions provided
before listening 1o 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 filter of their 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 confirming 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
students organize and recall the incoming information
if note-taking were practiced as well.

'Writing in Spanish for these eight exceptionally ef-
fective students appeared to follow the same processes
used for writing in English, namely, planning, com-
posing, and reviewing (Hayes and Flower, 11).
Although :he eight students studied were at three dif-
feret levels of study, they showed similarities in their
ap; oachtoand execution of writing in Spanish. For
example, they were able to direct their attention 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
vocabularies rather than looking for transladons 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

"7/(')7
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problems. The principal strategies used by these
students for writing were planning, self-monitoring,
deduction, and substitution. Elaboration, althougha
key strategy in other activities, was not:so 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 they adgainﬂxﬂtheirnaﬁvclanguagetolhc ]

pr?c 5of writing in Sp: 'sl{.

se Development Study. The third study com-
pleted in arming STrategies in Foreign Language
porating Jearning strategy instruction in the foreign
language ¢ Classroom observations were

“conducted of four of the instructors whose students
had participated in the descriptive and longitudinal
studies, and descriptions were developed of the way
in_which strategy instruction was presented and

_practiced. Participating instructors selected listening,

reading, and speaking tasks in which to embed strategy 14 )

training. .
The principal strategies taught form-
prehension were the following:

o Selective Attention: 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, language func-
tion of the word or phrase.

e Elaboration: The instructor pointed ouf 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., '

¢ Inferencing: 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 L2,

The principal strategies taught for|reading com-

prehension were the following:

sCALJOk O

at the sentencz and discourse levels to guessag
meanings of unknown words, .

* Deductior: The instructor elicited fro
students their application of grammatical ruks?
(in both L1 and L2) to identify the form of
unknown words in the text, which led
guesses about the type of word it would
(e.g., adverb, place noun, etc.).

e Elaboration: The instructor recognized
encouraged student use of prior knowled
both academic and real world, to make des:
sions about probable meanings.

* Transfer: The instructor elicited from stud
recognition of cognates and similar-soundi
words in L1 that could be applied to unde:
standing the new words in

The principal strategies taught for the speaking
were the following:

1 Substitution: The instructor told students

» - use synonyms, paraphrases, and gestures to
7~ across their meaning in the text retelling
Cooperation: The instructor had stud
.m'.m work in small groups on the speaking assi

ment, and encouraged them to help each
~ with this task,

*  Self-Evaluation: The instructor provided
portunities for students to check how well
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
technigues they were asked to try. i

-
L)

1nstructo;
Wﬂm&

strategies by name, whereas the listening comprthc{
sion instructor described the behavior recommendd
without giving it a speaific name. As students weres{
limited in their foreign language proficiency, £
strategy instruction and discussion was givcn{
English. . ’

Wpﬁaﬁom mﬂgm{ﬁi
'the gourse development study- was that learnz
strategy instruction can be implemented by the forey
language teacher, rather than by researchers exclusi
}y.ashadbccnmecaseinpriorscoondlanguagch{
ing strategy training studies (Hosenfeld ¢t al, &
O’Malley et al, 21). Yhe S ch trainm
however, is dependent on a number of factors, 1
cluding teacher interest, development of techniquesk
instructing stud in_the efTective use of learns

* Inferencing: The instructor identified and _strategies, and the ability to provide a motivatix

named the strategy based on students’ descrip-
tions of ways in which they used context both

2 .
e

framework that can convince students of the value!
learning strategies.

?.;— rd rof
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Applications apd Implications views. The disadvantage of retrospective interviews is

This section suggests ways in which the findings of|  that students may not report their strategy use ac-
the descriptive, longitudinal, and course development| curately — they may forget to mention some strategies
studies can be applied to the classroom, and discusses|  (especially those that have become so automatic that
implications from these studies Jor future research | they may be operating on a subconscious level), and
directions in foreign language learning strategies. they may claim to use strategies that they do notin fact
In general, Tindings ol the Learning Strategies in use with any frequency. On the other hand, a
Foreign Language Instruction project indicate tht all  retrospective interview allows the student to reflect on
_students, no matter what their degree of success in  all phases of a learning task — from initial presenta-

mmﬂ%ﬂ;{% tion by the teacher or textbook, through various kinds
trol over their leamning efforts and are able [o descr of study situations, and finally to the utilization of
_their own mental processes. The main differentiation what was learned by successfully completing a com-
between the more effective students and the lesseffec-  municative exchange or formal assessment activity. In
e ones was in the way in which strategies wereused  the longitudinal study, students’ on-line processing
) and the greater range of different types of strategies  was tapped because they reported their thoughts whiie

used by effective st ts.]What this indicates for\ actively working on a language task. The advantage
, [orignTanguage instruction s that teachers can profit | - of the think-aloud interviews is that students have im-
from their students’ awareness and use of learning

mediate access to strategies operating in short term
srategies to show them how to develop new and poten- | memory and can report on sequences of strategies
used to solve a specific problem. The disadvantage of
ies already in place. _ think-aloud interviews is that they do not permit a
Because new stralegies ake time to acquireand may ~ sampling of all the strategies a student might use in
initially scem burdensome (o strdents, teachersneed  understanding, studying, and recalling new informa-
10 plan activities that will(ﬁ)otiva} students to trynew  tion. Teachers might wish to use both retrospective in- Y I
stralcgies and {hat will provide sullicient practice op-  terviews and think-aloud interviews to discover the )
portunities to enable students to internalize the new _strategies their students are currently using. These in-
trategies. Based on the instructional sequences sug-  terviews could be supplcmcntcd with individual
gested In the literature (e.g., Hosenfeld et al,, 13; Jones  stratsgy diaries, in which students record the strategies _sho
o al., 14; O'Malley and Chamot, 18; Weinstein and  they use for foreign language assignments and also for
Underwood, 25), a learning strategy instruction other subjects. These diaries would then be shared and
framework might include the following steps: identi di§cusscd in class, and students could decide whether
"fying students’ current strategies, assessing theig  strategies used for other subjects could be applied to
strategy needs, planning strategy instruction, direc{  foreign language study.
reaching of strategies for different language skills Both retrospective and think-aloud interviews can
providing extensive opportunities to practice using thd  be conducted as group activities in the foreign
srategies, evaluating strategy use, and helping studenty . language classroom. Students can work jn_small
transfer stratcgies to new tasks. Findings of the threg  groups, with one student acting as the interviewer and v
studies conducted in the Learning Strategies in Foreigd ~ another as the recorder. For the retrospegtive interview, v~
Language Instruction project suggest 2 number of  the interviewer is provided with an interview guide (%~
specific classroom activities for each of these steps. similar to that used in the descriptive study (see Ap-
Ideniifying Students’ Current Strategies. Three ma-  pendix A). As each student has a turn to answer the
w1 purposes can be achieved through the identifica-  questions, the recorder writes down the answers. A
"TioR OT strategies students are already using for dif-  similar approach can be used for think-aloud inter- \ih‘
ferent foreign language tasks. First, students develop  views, except that instead of answering questions NI
tetacognitive awareness as they describe their own  about a learning task, students take turns actually per- ‘
thinking processes and discover those of their forming the task and reporting their thoughts as they :
classmates. Second, as students discuss their learning -~ do sa. The information gathered through these inter-
sralegies with ther peers, they discover new strategies  views can be analyzed by the students themselvesina
and new applications of familiar strategies, Finally, —number of ways. One type of analysis<an look for ex-
teachers can assess the strengths and weaknesses in - amples of strategies that, although expressed different- x
sudents’ current strategy use and use this information  ly by different students, actually deseribe similar pro- i
lo plan strategy instruction. cesses or behaviors. Another type of analysis would .
In the descriptive study students’ current strategies  involve identifying the different strategies_used for )
were identified retrospectively through group inter-  each different type of language task, and then deter- s

- »
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mining which strategies are used consistently across  15), but because it can also provide communicative
tasks. Students could also identify specific problems  practice in the new language (Chamot and O'Malley, .
that tend to occur in the differenit tasks, and identify ~ 6; Kagan, 16).
the strategies that are most useful in solving those Thus, the foreign language teacher can assess stw ;
problems. Another type of analysis which studentscan  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 taskstothe  of success, and using the findings 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
of its learning strategies can thenbecompared, anda  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
N \_.S;. AL mogivation and an understanding of their own  must then plan whichstrategiesto teach, how to initial
cognitive processes, both of which are necessary for  ly present the strategies, the types of practice oppor-
learning strategy instruction to have a beneficial effect  tunities to 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. Oncegtudents’  strategies. In order to conduct 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 objectives and
should be taught and which of the strategies current-  specific demands of the learning tasks students are
ly used can be expanded and fine-tuned. Some  askedto perform. The longitudinal study demonstra- )
cognitive learning strategies characteristically operate  ted that both of these factors strongly influenced the
) ) in second language contexts. For example, strategies  types of strategies students used.
ARt such as translation, repetition, linguistic transfer, and In general, the initial prcsentationk of the ‘new
A Byt deduction and induction of grammatical rules areso  strategy or combination of strategies should include
f L much a part of what foreign language students may  abrief statement about why the strategy isi
already be doing that the teacher may wish to focuson  and how it is expected to assist students. Then, the
expanding students’ range of strategies rather than  teacher may plan tq modcl}the strategy through a
refining well-known strategies already in use. All think-aloud, demonstrating the steps involved in ap-
students can benefit, however, from using strategies  proaching and completing the language task. For &3,
such as self-monitoring for comprehension, elabora-  ample, the t er might say, “Let me tell you whatk
tion of prior knowledge, and making inferences, do when ite 3n essay in Spanish. First, | spend
although individual preferences for certain strategies  some time plannipg. ! ask myself some questions, such
can be expected. In addition, study skill strategiessuch  as: What do 1 know about this topic?” (Teacher writs
as note-taking, summarizing, and using resources are  Efaboration of Prior Knowledge on the board.) “Then
as useful in the foreign language classroom asthey are I jot down in Spanish every related idea that comes to
for other types of academic learning. me’ (Teacher does sa.) “Then [ ask myself who will be
Findings from the descriptive and longitudinal reading my essay? What do they already know? What
studies indicate that, in general students used amuch  do they want to find out? What interests them? This
smaller proportion of meta it cgies than  makes me think of new ideas, which I also jot down,
cognitive strategies, and that most of the meta- <+ and also makes me realize that some of the ideas I've
cognitive strategies used were planning strategies. A jotted down are not really relevant to this particular au-
teacher might want to provide instruction and practice  dience — so I cross them out!’ (Teacher adds some.
in using metacognitive strategies, especially com-  ideas, crosses out others.) “Now I'm ready to organize
prehension monitoring ones (which were a distinguish-  and plan my essay?” (Teacher writes Oiganizm‘ional'
Gy ing characteristic of the more effective students), and ' Planning on the board.) The teacher would continue
<N ~evaluation strategies, which have been found to  in this way to describe the strategies that the students
positively influence'motivation(Jones et al,, 14; Paris,  will later practice for themselves,
22). Since the students inferviewed 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 so that students can gain an
tive strategies, a teacher might want to help students  understanding of the thought processes involved in us

use coo tion as a strategy, not only because it assists  ing the new strategies.
( oﬁva%’ and learning in general (Slavin, 24; Kagan, After planning the initial presentation of the new
. Y - '
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strategies, teachers should plan for immediate practice
by the students. After practicing the new strategies in
class, students can be instructed to use them for a
homework assignment and take notes of their own
strategy use for a class discussion the next day.
(Students should be encouraged to evaluats.the effec-
tiveness of their own strategy use on an ongoing basis.)
After students have practiced and discussed the new

strategies on several similar types of language tasks,

the igachez should gradually reduce the reminders to
use the strategies to promote independent strategy use.
However, because the acquisition of new strategies is
a slow process, teachers should plan to recycle
straiegies and temind students to use them until they
hawve firm evidence that students are in fact using them
independently.

Condusion

The preceding descriptions of learning strategy in-
structional sequences are only some of the marny possi-
ble ways in which teachers can provide their students
with tools for better language learning. Much work
still needs to be done in foreign Janguage classrooms
in order to find out what type of instruction in learn-
ing strategies is most beneficial to students,
Learning Strategies in Foreign Language Instruction
project has shown is that students of all levels and
abilities use strategies when working with a foreign
language, but that differences exist in Agw the
stralegies can be used and that these differences seem
o contribute to differing degrees of success in

language learning. \Effective use of stratcgies appears
10 lead to more effective language learning, particular-
ly the use of certain core learning strategies (i.2., self-
monitoring and elaboration). The intention of the
lcarning strategy identification research which bhas
guided the present study is to discover the strategies of
the most efTective foreign language students and to
identily ways in which these effective strategies can be
taught to the less effective foreign language students.
Such rcarning strategy instruction can be expected to
increase the ability of all students to acquire the com-
plex cognitive skill of a foreign language.

NOTES -

* This study was funded by the United States Department
of Education, International Research and Studics Program
in Washington D.C. The views, opinions and findings con-
tained in this article are those of the authors and should not
be construed as an official Department of Education posi-
tion, policy, or decision unless designated by other official
documentation.
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