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An abstract of the thesis of Minerva E. Renée Kalenandi for the Master

of Arts in T.E.S.0.L presented November 4, 1994,

Title: Language lLearning Strategies of Russian-Speaking Adult ESL

Learners.

In the ESL classroom, there are often cultural differences between
learners and teachers. Sometimes these differences can lead to
misunderstandings or even conflict. One area where differences between
cultures can be seen is language learning strategies and styles. This
study explores the possibility that awareness of differences, explicit
teaching, and negotiation may help to resolve differences.

This study looks at differences between Russian-speaking adult ESL
learners and American ESL teachers, with respect to strategy use and
preferences. Three aspects are investigated. The first is to see
whether there are statistically significant differences between these
groups of learners and teachers. The second is to try to form a loose
profile of the learners as a cultural group. The third is to see
whether or not there is evidence to suggest the validity of explicit
teaching of strategies in the ESL classroom.

The Strategy Inventory for Language Learners (SILL), developed by
Rebecca Oxford, is one way to assess differences between learners and

teachers. A survey including the SILL and a questionnaire was given to



ninety-four subjects. Forty-seven are Russian-speaking adult ESL
learners and forty-seven are American-English-speaking ESI, teachers or
potential ESL teachers taken from a TESOL program.

The results of the survey show that, in this case, there are
statistically significant differences in preferences for and use of
several sets of strategies. A preliminary cultural profile is derived
from the STLL results and from anecdotal evidence gathered from the
questionnaire. There is some evidence that the explicit teaching of
language learning strategies and their use may help resolve some of the

classroom conflicts between the two groups studied.
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CHAPTER I

INTRODUCTION

STATEMENT OF THE PROBLEM

Many factors contribute to learners' strategy preferences. One of
the most important is culture. Culture helps determine personality type
and cognitive style (Evans, 1987). The education system of a culture
fosters the selection and use of certain strategies (Peck, 1991). When
an ESL teacher from one culture teaches learners from another, there is
often a mismatch of styles and strategies. One way to prevent problems
that could arise from such a mismatch is awareness of preferred
strategies of both learners and teachers. Since it is not feasible in
many ESL programs to test every learner, it would appear to be
beneficial to establish style and strategy profiles of cultural groups
of learners. This would prepare teachers to deal with mismatches before
théy can become problems in the classroom. Many differences will still
appear as a function of individual variation, but those that are
associated with a culture group may help teachers to be more effective
in the ESL classroom. It is important to look at the profile as a

general guideline and to avoid stereotyping and over-generalizing.



BACKGROUND

Culture and lLangquage Learning

The topic of the influence of culture on language learning
strategies is interesting for several reasons. The first of these is my
own experiences as a teacher in classrooms where several language and
cultural groups are represented. One of the main concerns in developing
lessons, activities, and materials is taking into consideration the
existing styles and strategy preferences of learners. While individual
differences were present, it often seemed that members of the same
language or cultural group were more alike in their cognitive styles
and language learning strategy preferences. Differences in the ways
that teachers were teaching and the ways that learners were learning
seemed to cause friction at times in the classroom. If teachers were
more aware of how their learners were thinking, and how aspects of
their cultures affected the ways that they learned, it would be easier
to effect a compromise in styles and strategies utilized in the
classroom, and to explicitly discuss and teach strategy use.

A specific population, Russian-speaking adult ESL students, was
chosen for several reasons. The first is an ongoing interest on the
part of the researcher in the contrasts between Eastern European and
Soviet culture and that of the United States, especially in the area of
education and psychology. Another was the researcher's familiarity with
the group through ESL teaching and other contexts. The third

consideration was simply availability. Russian speakers comprise one of
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the largest groups in beginning ESL programs in the Portland area
(Levinsky and Rubinstein, 1994).

Theoretical Background

Current ESL research acknowledges and even stresses the importance
of language learning strategies and styles in the processes of learning

and teaching. One of the earlier investigations of the importance of

strategies to language learning and teaching is the model of the Good
Language Learner. This model is comprised in large part of a list of
strategies that are engaged in by successful learners (Naiman, Frolich,
Todesco, and Stern, 1978). Oxford's (1990) taxonomy of strategies is
one of the most comprehensive. It includes a number of specific
activities, general processes, and sets of strategies. A more recent
discussion of the Good Language learner model, strategy use, and
implications for language teaching can be found in Oxford, Lavine, and
Crookall (1989).

learner styles affect which strategies are chosen and used by
learners. Styles are habits of thinking and perceiving, while
strategies are habits of learning and doing. Lono (1987) suggests the
following continuum: variables influence styles, which influence
selection and use of strategies, which influence the learning process.
Maurice's (1986) view is that culture can determine which styles and
strategies are used because the norms of learning behaviors and
attitudes are determined by culture.

Because of this connection between culture and learning, it is

important to recognize diversity, and to assess the style and strategy



profiles of both learners and teachers. Evans (1987) advises a
'cultural diagnosis', to find out what learners know, what prior
educational experiences they have had, what the preferred styles and
strategies of the culture are, and the attitudes and expectations of
the learners. The means of assessing diversity could include surveys,
polls, or scales for a quantified assessment, as well as student
logbooks or discussions (Peck, 1991). The purpose of the proposed study
is to provide a preliminary cultural diagnosis of one culture group in

a specific context.

DEFINITION OF TERMS

Styles and Strategies

Language learning strategies are defined by Rebecca Oxford as
"operations employed by the learner to aid the acquisition, storage,
retrieval, and use of information" (Oxford, 1990, p.8). These
strategies are specific activities related to the direct or indirect
processes of learning. Learning styles, on the other hand, are defined
by Skehan as "... a general predisposition, voluntary or not, toward
processing information in a particular way" (Skehan, 1991, p.288). In
other words, cognitive or learning styles are general modes or patterns
of thinking. Certain strategies or styles may make the learning process
more difficult, or make specific learning or communicative tasks easier
for some people than for others. Effective use of strategies leads to a

more effective learning experience.



Culture

Different researchers have made varied suggestions as to which
factors relating to variation among learners should be considered part
of culture. Since this study is not looking at specific cultural
variables, but rather culture itself as a variable, the term "culture"
will be presumed to be the collective characteristics of a group that
shares the same background knowledge, language, and basic belief
system, based on nation of origin. This definition is based on a
combination of sources, including Evans (1987), Wardhaugh (1969), Coady
(1979), carroll (1965), Saville-Troike (1976), Lono (1987), and Maurice

(1987).

Profile

The term "profile" is used in this study to replace Evans' (1987)
term "cultural diagnosis". It refers to the similarities in style and
strategy preferences among a given group of learners. The term
"cultural diagnosis" seems to imply that the characteristics of a group
of learners is somehow in need of being fixed or cured. "Profile" seems
less value laden and more objective as a descriptor. A profile is a
guideline and should not be taken as a stereotype of members of any

given cultural group.

Russian~Speaking

The terms 'Russian-speaking' and 'Russian speaker', as used in this
study, refer to culture rather than language. This term was chosen

because it seemed to express the commonality of cultural and
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educational experience in the former Soviet Union. The target group was
comprised primarily of evangelical and pentecostal Russians and
Ukrainians. Since the target group includes persons from different
ethnic groups, but similar backgrounds, a term was needed that included
all of the respondents. The term 'Russian' is inappropriate to describe
persons other than ethnic Russians. The term 'evangelical and
pentecostal Russians and Ukrainians' is impractical and much too long.
All of the respondents were from the former Soviet Union and had the
shared experiences of the standardized Soviet education system. All of
the surveys used in this study were from respondents who gave Russian
as a first language, either exclusively or with Ukrainian. Because of
these factors, 'Russian-speaking' and 'Russian speaker' were deemed to
be the most appropriate and the most practical ways of describing the
target group. These terms refer only to the specific respondent group

in this study.

RESEARCH QUESTIONS

This study examines the following set of questions:

A. Is there a significant difference between the learning
strategies of ESL teachers in the U.S. and those of
Russian-speaking learners in ESL programs in the U.S.?

B. What is the strategy profile of Russian speaking refugee

ESL learners?



C. Does the available evidence show that there is a valid
reason for explicitly teaching language learning

strategies?

The related hypothesis and null hypothesis tested during the course

of this study are as follows:

H; Significant differences between the two groups exist with
regard to the scores on one or more portions of the SILL.
Hp Significant differences do not exist between the two

groups with regard to scores on any portion of the SILL.

METHOD

In order to investigate possible answers to the research questions
this study provides a preliminary cultural profile of strategy use for
Russian-speaking adult ESL learners in the Portland area. It compares
the profile of this group to the profile of the comparison group of ESL
teachers and potential ESL teachers, using ANOVA. The instrument used
in this study is a survey. This survey includes the Strategy Inventory
for Language Learning developed by Rebecca Oxford (1990) and a
questionnaire relating to demographic information and educational
background, based on the questionnaire accompanying the SILL. (oxford,
1990). It also contains open-ended questions on observed differences
between the profiles of learners and teachers, and between educational

systems of the target population and their teachers in the U.S.



CHAPTER II

REVIEW OF THE LITERATURE

INTRODUCTION

The importance of looking at learning strategies and styles is
based on the process orientation rather than the view of language
learning as a product. This orientation looks at how students learn,
the steps involved in learning, and the roles of various activities and
interactions involved in learning (Wright, 1987). The process
orientation is in opposition to input-output approaches, which are
based on the notion that learning is a concrete product produced by
exposure to appropriate input (i.e. teacher discourse, texts, audio and
video tapes) (Brown, 1987). It focuses on the learner's responsibility
for learning. Examining strategies and styles of learning is a way to
look explicitly at ways that learners think, and how they process
informétion. It is also a way to look at the specific tasks learners
engage in during the process of learning. The examination of styles and
strategies provides a way to find out which patterns of strategies and
styles lead to more effective learning. This can lead to a more
appropriate methodology of language teaching, based on the ways

learners do learn. It also can lead to figuring out which strategies
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can be taught to help learners be more effective in achieving their
goals and fulfilling their needs. Making learners aware of styles and
helping them to look at different ways of thinking and perceiving can
also be a part of a more appropriate language teaching methodology.

Four general questions will be addressed in this discussion of the
impact of culture on the selection and implementation of learning
strategies and styles during the process of language learning and
acquisition. The first of these concerns the specific strategies and
styles that have been identified and researched. The second
investigates the factors that account for variation among individuals.
Third, the cultural aspect of variation in learning strategies and
styles is examined. Finally, an example of how the differences between

cultures can result in conflicts in the classroom is considered.

LANGUAGE LEARNING STRATEGIES AND LEARNING STYLES

Lanquage learning Strategies

General Definitions. As previously mentioned in Chapter One,

strategies are usually presented in terms of a taxonomy or a list of
activities engaged in during the process of learming. One of the first
models of strategy use was the model of the Good Language Iearner,
which pointed out a list of successful learning behaviors or habits
that language learners engaged in (Naiman et al, 1978). According to
Naiman et al (1978), the Good Language Learner approaches learning as
an active task and sees language as a system. He or she recognizes and

uses the target language as a means of communication and interaction. A
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good language learner deals effectively with affective aspects of
language learning and monitors target language use.

Skehan (1989) refers to Wong-Fillmore's investigation of
children's language learning strategies. Her taxonomy is fairly simple,
and is based on the self-reports of the children she worked with. Her
set of strategies includes social strategies such as joining a group
and talking to friends in the target language. Cognitive strategies are
also included, such as pretending to understand the target language,
until the learnmer is able to figure out the message.

Taxonomies. O'Malley, Chamot, Stewner-Manzares, Kupper, and Russo
(1985) proposed a set of strategies that included metacognitive,
cognitive, and social strategies used in the process of learning and
acquisition of a language. Tarone (1983) proposed a set of
communication strategies, including paraphrase, borrowing and avoidance
as categories. She gives examples of activities as specific strategies.
The set of strategies referred to by Tarone (1983) specifically deals
with the ways in which learners compensate for missing or insufficient
knowledge in the target language. Other discussions of strategies can
be found in Faerch and Kasper's Strategies in interlanquage

communication (1983).

Oxford (1990) includes some of the above strategies in her
taxonomy. She lists them under the heading compensation strategies.
This taxonomy, which is one of the most comprehensive, includes over
sixty specific activities. These are subdivided into nineteen general
processes and six sets of strategies. The direct strategies are those

dealing with memory, cognition, and ways of compensating. Indirect



-11-
strategies include those concerned with metacognitive, affective, and
social factors (1990).

Specific examples of mnemonic strategies are word grouping and
categorization, word associations, use of imagery, and reviewing.
Examples of cognitive strategies are practising, receiving and sending
messages in the target language, translating, and transferring
knowledge from one language to another. Compensation strategies include
using cues and clues, asking for clarification, avoidance, and
paraphrasing. Specific metacognitive strategies include planning
learning tasks, setting goals and objectives, and self-monitoring.
Examples of affective strategies are relaxation techniques,
self-encouragement, awareness of feelings, and stress checklists.
Social strategies include asking for clarification or correction,
cooperating with peers or others, and developing understanding of
others (Oxford, 1990). For a more detailed list of specific strategies,

see Appendix D, page 110, or Oxford (1990), Lanquage learning

strategies: What every teacher should know. Oxford, Lavine, and

Crookall (1989) present a condensed version of this taxonomy. They also
include a discussion of implications for language teaching.

Many of these taXonomies and descriptions of language learning
strategies show a lot of overlap. Figure 1 (p.12) shows how the
different descriptions and classifications compare. The common factors
in these discussions are the focus on language learning and acquisition
as a process and the importance given to the learner's
responsibility for the process. In general, the types of strategies do

not conflict with one another. Differences are found mainly in the




O'Malley et al

Wong-Fillmore Others
(1976, in
Skehan, 1989)

Rote-Learning

oxford (1990) Naiman et al
(1978) (1985)

DIRECT STRATEGIES

Memory

Cognitive Language as Cognitive

System
Compensation Active Task
Approach; Language

as a Means of
Communication/interaction

Cognitive
Communication Strategies
(Tarone)
Social Task-Based

INDIRECT STRATEGIES
Metacognitive Monitoring L2 Metacognitive
Affective Managing Affective
Demands
Social Language as a Means Social
of Communication/

Interaction

Figqure 1. Various taxonomies of language learning strategies.
( @ Kalenandi 1994)
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scope of the discussions, the degree of detail, and the aspects
covered- i.e. cognitive, compensation, affective. Skehan (1989) points
out some important features of strategy-based approaches. He says that
social strategies are the most important strategies in informal
learning. The more exposure a learner has to the target language and
the more a learner interacts with others in the target language, the
more he or she has opportunities for learning and acquisition. Social
strategies are concerned with the time spent learning. Furthermore, the
reflective strategies, or metacognitive and cognitive strategies, are
important to all but the youngest learners. According to Skehan (1989),
The major focus of strategy-based approaches is on viewing language as

a system rather than relying on formulaic learning.

Learning Styles

General Definitions. While strategies are specific processes and

activities, cognitive and learning styles are orientations or
preferences for certain ways of thinking about, perceiving, and
organizing information. These styles are often presented in opposing
pairs of traits and are measured on a continuum. A person's learning
style is described as an orientation towards or preference for one or
the other of the traits in a dyad. Richmond (1987) defines styles as
leading to expectations and responses of learners. Some of the
parameters she discusses are preferences for individual or group
learning. Others relate to indirect or direct styles of interaction.
Maurice (1986) examines the axis of inductive-deductive-affective

reasoning orientation. Inductive thinkers tend to make hypotheses, then
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look for evidence to support or disprove them. Deductive thinkers look
at evidence, and then draw conclusions. Affective thinkers tend to make
decisions based on how they feel about a subject (1986). ILono (1987)
looks at styles as ways of organizing information, expressed in thought
patterns and discourse structures. These would indicate a preference
for explicit or implicit styles. These styles are reflected by
circular, linear, or other discourse patterns. Explicit thinkers tend
to be direct and focused on specific information. Implicit thinkers
tend to work around specifics, by going into detail, restating, or
giving examples or analogies (Lono, 1987).

Peck (1991) discusses several aspects of learning styles. These
aspects include orientations towards individual, small group, or large
group learning situations, towards visual or audio learning, and
towards observation or participation as a means of learning. Types of
learning, such as analysis and exploration of rules, translation, and
rote learning, are examined as well. Skehan (1989, 1991) gives listings
of some of the most widely investigated styles. One of the most
important is field independence/dependence. A field independent learner
can look at information in an objective way, without relying heavily on
context, while field dependent learners need a lot of context to
process information. Other styles include introversion/ extroversion,
analytic learning/formulaic learning, and levels of risk-taking
(Skehan, 1989). Other orientations include preferences for visual,
audio, or kinesthetic modes of learning, and active/passive learning
(Skehan, 1991). One more range of styles is external/internal locus of

control, which relates to how learners make attributions (see Roberts,
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1992; Roberts and Locke, 1991). For a comparison of style descriptions,
see Figure 2 (p.16).

When considering cognitive and learning styles, it is important to
remember that the measurements or orientations are not absolute. For
each axis there exists a continuum. Most learners exhibit a mix of
orientations and preferences for any of the styles. Styles also can
affect which strategies are chosen and used by learners. A learner with
strong orientations towards introversion, individual learning, and
observational learning, for example, would be less likely to rely
heavily on social strategies. Strategies are habits of learning and

doing, while styles are habits of thinking and perceiving.

DIFFERENCES AMONG LEARNERS

Factors Relating to Differences

Individual differences among language learners are found for a
number of reasons. The basic concept of individual differences is that
a learner's particular perspective, experiences, abilities, and
motivations lead to a unique profile of language learning. Many factors
related to individual differences among learners have been proposed by
various researchers. In general, there seem to be three kinds of
factors. The first kind are those that are immutable, or beyond
control- i.e. age, gender, intelligence. The second kind are those that
are due to factors which can be modified or negotiated- i.e.

educational factors, cultural factors, social factors. Third, there are




Skehan (1989, 1991) Peck (1991) Lono (1987) Richmond (1987) Maurice (1986)
Field Dependent/ Implicit/ Direct/
Independent Explicit Indirect
Introversion/
Extroversion
Analytic/ Analytic v. Inductive/Deductive/
Formulaic Translation v. Affective
Rote Learning
Risk Taking
Visual/Audio/ Visual/Oral
Kinesthetic
Active/Passive Observation/
Participation
Individual/Small Group/ Individual/Group
Large Group
Internal/External

Locus of Control

Fiqure 2. Various language learning styles.
( ©Kalenandi 1994)
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those that are solely within the control of the learner- i.e.
motivation, attitudes, cognitive style.

In the Good Language Learner model, three sets of factors are
sorted out. The first set is comprised of teaching factors. These
include materials, syllabus, methods, and resources available. The
second set pertains to factors which are intrinsic to the learner. This
set includes age, intelligence, aptitude, motivation, personality, and
cognitive style. The third relates to contextual factors. These include
ducational setting, opportunities for use, and social milieu (Naiman et
al, 1978). Carroll's model (1965) is based on factors which govern
interaction in formal learning. A differentiation is made between
instrumental factors, such as time, setting, and instructor's ability,

and individual factors, such as intelligence, aptitude, and motivation.

Importance of Differences

Patterns. Individual differences between learners are important
because examining the variables connected to differences can point out
patterns. These patterns can be investigated for causality. Possibly,
some factors could be manipulated or negotiated for more effective
learning and teaching. Relationships between styles and strategies
could be established or explained by looking at relationships between
the variables related to differences. If relationships between factors,
strategies and styles can be identifiéd, the teaching of languages can
be adapted to the needs of groups or individuals for the most effective

learning experience.
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CULTURE, STYLES, AND STRATEGIES

"In the classical anthropological sense, culture refers to
the cumulative deposit of knowledge, beliefs, values,
religion, customs, and mores acquired by a group of people
and passed on from generation to generation...It is also
communicable knowledge, learned behavioral traits that are
shared by participants in social groups and manifested in
their institutions." (Harris and Moran, 1979, in Nayar, 1986,
p.2)

General Definition of Culture

There appear to be as many definitions of culture as there are
researchers studying culture or aspects of culture. Evans (1987) sees
ethnicity, personality, education, attitudes, and gender and age roles
as cultural factors. Wardhaugh (1969) proposes that culture is
contextual and pragmatic knowledge. Using these definitions, any factor
which relates to context or use of language could be a cultural
variable. Some researchers propose that culture is comprised of
background knowledge, strategies, and conceptual and perceptual styles
(Coady, 1979; Carroll, 1965; Saville-Troike, 1976). Lono (1987) goes
further and links cultural factors to those which contribute to the
learner's schema. Maurice (1986) sees culture as a filter for
determining which pieces of incoming information are important.
According to Maurice (1986), culture also guides the interpretation of
received input. He also sees culture as a base for 'common sense',
which designates right and wrong ways of thinking, perceiving and

doing.
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Culture and ESL

Conflicts. Why is it important to look specifically at cultural
variables related to differences between learners? In the field of
language teaching, especially English as a Second Language (ESL),
teachers and learners are often, if not usually, from different

cultures. One of the most important ramifications of this is the

development of intercultural conflicts. When a teacher in the classroom

is teaching according to his or her cultural pattern of styles and
strategies, there is the possibility of conflict. Ignoring, or worse,
devaluing, the cultural patterns of learners, can lead to an even
greater potential for conflict. Maurice (1986) indicates that cultural
norms lead to learner and teacher attributions. His view is that
culture can determine which styles and strategies are used, through
norms of learning behaviors and attitudes. Learners and teachers make
attributions according to the fit between what they believe to be
common sense and the information presented to them. He says that the
solution is to anticipate and accept diversity in the classroom (1986).
oxford, Lavine, and Crookall (1989) suggest that the classroom
implications of the need to cultivate strategy use and develop
communicative competence lead to a shift in techniques, roles, and
environment. Organization of the classroom needs to be learner-based
and supportive of the learners' goals. Learning needs to be task-based
and centered on more realistic forms of communication. Active learning
should be encouraged. Teachers should support learner creativity,
problem-solving skills, and interpersonal cooperation in the classroom.

They need to explicitly train learners in strategy use, so that
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learners will be aware of the strategies and have them available for
use (1989). Rost and Ross (1991) also suggest the possibility of
explicitly teaching communication strategies to assist learners in
achieving communicative competence. They state that if the strategies
used by more advanced learners can be taught to lower levels, the
communicative competence of those learners could be enhanced.

Teaching cultural styles and strategies. Other researchers also

feel that strategies and styles can and should be taught to learners in
order to facilitate the language learning process. Bentahila and Davies
(1989), for example, examine how cultural knowledge, which includes
strategies and styles, works in the process of learning and teaching a
second languages. They also explore the extent to which styles and
strategies of one culture should be recognized by and adopted by
learners and teachers of a second language/culture. They conclude that
the extent to which learners or teachers should adopt cultural styles
and strategies depends on the purpose of learning (1989). Lennon (1990)
noted that strategy use and learning styles are more important to
development of communicative competence than just placing a learner in
an L2 environment. Lennon says that if learners do not use strategies
effectively, it doesn't matter where they are. They need to be able to
make effective use of language opportunities to develop proficiency.
Si-Qing (1990) also discusses the need for explicitly teaching specific

skills and strategies to culturally different learners.
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Resolving Conflicts

Awareness of differences. Byrd (1986) suggests that awareness of

the points of conflict between cultural styles and strategies is the
first step towards resolving them. Teachers need to deal explicitly
with the differences. They need to teach strategies and awareness of
strategies. They need to adapt the curriculum to the needs of students.
The first step is to recognize diversity and to assess the style and
strategy profiles of both learners and teachers. Peck (1991) recommends
several means of assessing diversity. These include surveys, pools, and
scales, for a quantified assessment. Other means that Peck suggests are
student logbooks or discussions. Evans (1987) advises a 'cultural
diagnosis' to find out what learners know, what prior educational
experiences they have had, what the preferred styles and strategies of
the culture are, and the attitudes and expectations of the learners.

Reconciliation. The next step is to find a way to reconcile

culturally different sets of styles and strategies. Since teacher and
learner share and negotiate the learning process, both need to
recognize the different cultures represented in the classroom. They
also need and to work together to negotiate the means of the process
(Gurney, 1987). The teaching of culture is always taking place in a
language classroom, either explicitly or implicitly. Some researchers
suggest the explicit use of cultural differences in learning as tools
in the classroom. Fitch (1987) says that there is a need to dispel
myths and stereotypes and to reconcile differences in learning
expectations, behaviors and interaction patterns. One tool that could

be used in conducting a cultural diagnosis, promoting awareness of
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variation, and reconciling styles and strategies is the Intercultural
Sensitizer (ICS). Albert (1983) describes the construction and uses of
ICS's. An ICS is designed to promote intercultural interaction and
communication and to reduce intercultural friction. An ICS consists of
examples of intercultural situations. It gives several possible options
for action in each situation. These options are based on the cultural
norms and expectations of the different groups involved in the
situation. The examination of each situation and its possible outcomes
leads to discussion and, hopefully, intercultural understanding
(Albert, 1983). Perhaps it would be possible to develop an ICS relating
specifically to cultural aspects of variation in styles and strategies.

Activities. Some researchers suggest specific activities to teach
awareness and use of new styles and strategies. Brown (1989) discusses
the use of task-based learning to develop learning and communications
skills. Peck (1991) uses diversity as a springboard for discussion and
activities in the classroom. Cameron and Epling's study (1989)
suggested that small group and pair activities can be more effective
when interaction styles of students are considered in the composition
of such groupings.

Classroom culture. Furey (1986) proposes the creation of a third,

intermediary, or classroom culture. This culture would explicitly deal
with difference and have clearly delineated ground rules, expectations
and norms for classroom behavior and process. Teacher and learners
would negotiate between varying styles and sets of preferred
strategies. Little and Sanders (1989) also explore the relationship

between communication and community in a foreign language classroom.
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Their conclusions are that a notion of community is necessary to
developing good communication skills. Classroom community can be
fostered by relating the curriculum and materials to learners' own
experiences and styles of learning. In their article, they include
specific ways to create a classroom community.

Testing. Cargill (1987) discusses the importance of recognizing
cultural differences in learning with respect to testing issues.
Besides the problem of testing that refers to cultural background,
culturally different styles and strategies can lead to problems in
design and accuracy of testing as well. Tests need to be constructed
with cultural profiles in mind, when deciding which types of items
should or should not be used. Organization of information in tests also
is an area which is affected by cultural patterns of learning and

thinking.

Summary

Cultural patterns of variations in language learning strategies
and learning styles are important in teaching and learning language,
because they can lead to conflict, ineffective implementation of
teaching methods, and other problems for both teachers and learners,
inside and outside of the classroom. Resolution and prevention of these
problems can be accomplished. A good discussion of cultural conflicts
and conflict resolution in the classfoom can be found in Scarcella's

Teaching lanquage minority students in the multicultural classroom

(1990). First, there is a need for awareness and anticipation of

diversity. Assessment of cultural profiles of style and strategy
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preferences and use comes next. Finally, differences which could cause
problems need to be reconciled. This can be done through explicitly
teaching and discussing variation, negotiation, adjusting curriculum,

and creating of a classroom culture. i
AN EXAMPLE OF CULTURE CONFLICTS IN THE CLASSROOM

Overview

This study centered around the cultural conflicts between
Russian-speaking learners and U.S. teachers in ESL classes.
Russian-speakers comprise a large proportion in Portland, Oregon
metropolitan area ESL classes. In Oregon, this group made up only 1% of
all immigrants from 1975 to 1987. This increased to 14% in 1988. In
1989, immigrants from the now-former U.S.S.R. accounted for 65% of all
immigrants. The figures for 1993 show that 46% of all immigrants coming
to Oregon were from the former Soviet Union. Most of these were
Pentecostal or Evangelical Christians from the Ukraine (Levinsky and
Rubinstein, 1994). This high proportion of Russian-speakers can and
does lead to conflicts in the classroom (Wiggins, 1994). These
conflicts have their roots in cultural differences in values,
experiences, educational practices and philosophy, and reasonable
expectations based on these values, experiences and practices (Wiggins,
1994). This process also occurs for U.S. teachers who have expectations

based on their own cultural experiences.
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Cultural Values and Experiences in the U.S.S.R.

Kunz (1991) stated that in the cultural characteristics of the
former U.S.S.R. and the U.S. a distinct dichotomy can be found. He
found that values in the U.S.S.R. centered on centralism, community,
communal work, and stability. In the U.S., Kunz found that values are
centered on democracy, individualism, cooperation, and innovation.
Soviet values were supposed to have been based on the goals of
Marxism/ILeninism. These goals were to have fostered a classless society
of workers and peasants, with strata determined by whether an
individual performed manual or non-manual labor (Nyirady, 1991).
Further, the workers and peasants were to be co-equal in authority,
which was itself comprised of workers and peasants. There was to be no
separate ruling class, neither elected, appointed, nor hereditary
(Lenin, 1932). Lenin (1932) and the early Soviets believed that the
'classless' society would evolve through state-enforced values of
atheism, cooperation and working for the common good, respect for
central authority, and the view that the community is worth more than
the individual.

In practice, the Soviet system was rigid, totalitarian, and
extremely centralized and bureaucratic, while 1lip service was still
paid to the original values (Lane, 1992). The values of the Soviet
government and the Communist Party of the Soviet Union (CPSU) were
inculcated through cultural activities, political activities, the
economy, all forms of media, and education, all of which were overseen
by the CPSU, which controlled the central government (Nyirady, 1991).

Membership in the CPSU and adherence to the principles of the Soviet
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central government were key factors in obtaining educational
opportunities, social status, occupational opportunities, and
privileges and benefits. Wiggins (1994) showed that the core values of
Soviet society and culture were exhibited in the citizens by a desire
for stability, security, social order, predictability, and an avoidance
of risk. Wiggins noted that these values were also shared by groups and
people who were opposed to the central authority, such as the
Pentecostal and Evangelical Christians from the Ukraine who emigrated
from the former U.S.S.R. to the U.S..

Experiences are also a part of culture. The experiences of the
majority of the Russian-speaking immigrants in this study have an
effect on the values that they hold and on their expectations. These
experiences include repression of religious groups and their members,
and repression of Ukrainians, whose nationalism was perceived as a
threat to the central authority (Skallerup, 1991). Most of the
immigrants in the Portland, Oregon metropolitan area have experienced
these types of repression. There was also pressure to conform to the
Soviet ideals and to belong to the CPSU, including its youth groups and
other associations (Gaudiak, 1991). The results of refusal to conform
were unequal opportunities in education and employment (Skallerup,
1991). The effects on the refugee population include a general
antagonism towards authority and a lack of ambition in seeking both
educational and occupational opportunities (Skallerup., 1991; Wiggins,

1994).
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The Soviet Education System

Characteristics. The Soviet education system was dominated by the

CPSU and government ministries (Zickel, 1991). This led to the
formation of a huge bureaucracy, devoted to the creation and
maintenance of a centralized, standardized curriculum, with
conservative methods and content (Steckler, 1991). There was political
indoctrination throughout all levels of education (Zickel, 1991).
Classroom environments were formal and regimented, with a reliance on
rote learning, lectures, teacher discourse, and textbooks (Steckler,
1991). Discussions between teachers and learners and interactions
between learners were limited (Wiggins, 1994). Progress, i.e. grades or
marks, was determined by rigorous and comprehensive examinations
(Steckler, 1991).

Study of the Russian language was compulsory in elementary and
secondary education, although other languages were permitted as a
teaching medium. For higher education, science, technology, and the
military, Russian was often the exclusive medium of instruction,
operation, and research (Gaudiak, 1991). Choosing an education with
Russian as the medium of instruction was a means of increasing one's
opportunities in education and occupational advancement (Lane, 1992).

Education was compulsory to the 1lth year in the mid to late
1980's, but had been cumpulsory only to the 8th or 10th year from the
1960's to the early 1980's (Steckler, 1991). Access to higher or
specialized education was often easier to obtain for members of CPSU

organizations or the children of the elite (Lane, 1992).
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Goals. The primary goal of the Soviet education system was to
train and develop soviet citizens (Lane, 1992; McClare,1991). This
included several major goals. The first of these was the inculcation of
Soviet values (Lane, 1992). This goal was implemented by imposing
ideological conformity in all instruction, from preschool to graduate
study, in all subjects (Steckler, 1991). It was also implemented
through teaching methods and practices which foster collective thinking
and acting, pressure to join CPSU extra-curricular groups, and through
the influence and control of the education system by the CPSU and its
bureaucracy (Lane, 1992). The second goal was the provision of a
free and universal education for all citizens (Zickel, 1991). This
provision was achieved through mass literacy, standardized and rigid
curriculum and methods (Zickel, 1991; Steckler, 1991). The use of
Russian as the national language was another tool for providing a
uniform education for all Soviet citizens. Russian was used in all
levels of primary education, either with or without another national
language, and sometimes exclusively in secondary, higher, and military
education, as well in most research, science and technology (Gaudiak,
1991). In practice, however, the promise of a free and universal
education often led to a limited number of teachers, many of whom were
poorly trained, and a high student to teacher ratio (Steckler, 1991).
Because of limited space and resources, overcrowding and shortages were
common, especially in rural areas. The massive bureaucracy needed to
administer the system led to difficulties in enacting any reforms to

the system (Steckler, 1991).
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The third major goal was to train a dedicated and skilled work
force (McClare, 1991) and to use education as a means to shape the
economy, research, and society as a whole (Lane, 1992). This involved
an emphasis on polytechnical education. Polytechnical education was a
means of training students to become good workers (Lane, 1992). This
form of education incorporated cognitive, moral, and practical
components: developing knowledge of production, respect for and
dedication to work, and sound work habits. It was implemented through a
combination of formal schooling and practical, sometimes on-the-job,
training (Steckler, 1991). Control of the division of labor and the
shape of the labor force was also maintained through the education
system, by determining the number of educational opportunities in
various fields and allocating resources accordingly (Lane, 1992). In
practice, allocation of resources was based on short-term, rather than
long-term goals and needs. The results of this were mismatches between
the labor needs and the labor pool. This led to under-employment,
under- or over-qualified workers, and inefficient use of skills,

knowledge, and abilities of workers (lLane, 1992).

Classroom Conflicts as an Example of Culture Conflicts

In the former U.S.S.R., the classroom environment was
theoretically quite formal and regimented, oriented towards
collectivity. In practice, however, the strict discipline that was
reported by Steckler (1991), incorporating oral reprimands, demerits,
peer pressure and parental cooperation, often fell short. Unruly

classrooms and a lack of respect for authority were common in Soviet
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schools (Ripp, 1984). Cheating was reported to be widespread (Steckler,
1991; wWiggins, 1994). In U.S. classrooms, Russian-speaking learners are
often perceived to be rude or arrogant, unambitious, and, as a group,
exclusive and given to cheating (Wiggins, 1994).

But some of these perceptions may be due to cultural differences.
The curriculum, method and goals inherent in the Soviet education
system are based on developing good work habits, love of work,
self-discipline, and collectivity (Steckler, 1991). Wiggins (1994)
discusses how these educational values underly the behaviors discussed
above.

One example of how cultural styles can cause conflict is the
differences in the roles of teachers and learners. Lack of respect for
authority, rudeness or arrogance perceived by U.S. teachers could be
due to differing views of the status and role of teachers. In the
U.S.S.R., teachers were seen as dispensers of knowledge (Wiggins,
1994), setting the parameters and controlling the classroom, while
learners were to take in the content primarily through observation. In
effect, teachers performed much of the work of learning for the
learners. Learners immersed in the values of the Soviet central
government saw themselves as co-equal or in opposition to any authority
(Wiggins, 1994). In the U.S., teachers tend to be guides to learning,
but learners must do the work of learning, instead of simply absorbing
knowledge from the teacher. The conflict between these two styles can
lead to negative perceptions on both sides.

The apparent unruliness and ‘cheating' could be due to the

emphasis on collectivity in Soviet classrooms. In the U.S., the
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emphasis is on individualism and individual work, and collaboration is
seen as cheating. These perceptions could also be due to the
differences in how the two groups see the process of education. In the
U.S.S.R., learning was work. The learning process was straightforward,
with little discussion, and little room for questioning on the part of
learners (Wiggins, 1994, Steckler, 1991). In the U.S., learning is
often informal, with different techniques, discussions, even games or
play activities used to help learners in the learning process. It could
be that Russian-speaking learners do not see what is occurring in U.S.
classrooms as learning, and behave accordingly. Wiggins (1994)
reinforces this notion by stating that these learners tend to perceive
ESL education as play, rather than work.Another reason could be an
antagonistic attitude toward authority, fostered by living under the
totalitarian Soviet system (Roberts, 1992).

Similarly, the observation on the part of U.S. teachers that these |
learners are exclusive may derive from the emphasis on collectivity and
group membership and belonging in Soviet society and education. It
could also be due to either a collective experience of repression or a
collective emigre experience (Roberts, 1992). The perceived lack of
ambition could come from the lack of opportunities that these learners
have experienced in the U.S.S.R., or from opposition to participating
in 'the system'. Most of the conflicts between the two groups might
very well be based on cultural factors and a lack of understanding of

the cultures on the part of both learners and teachers.
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Summary

While this particular group of learners may have been refugees
from the Soviet system, the values and goals of this system still ;
influenced them. The ideological underpinnings of the Soviet system |
dominated all aspects of society and culture, just as the Protestant
and capitalist ideologies are inherent in American society and culture.
These influences are seen in the experiences, and in the expectations
of both Russian-speaking learners from the former U.S.S.R. and teachers
in the U.S.. In the area of education, culture affects classroom
environment, educational goals, method of teaching and learning, among
other things. The differences between the two cultures with respect to
education lead to a research expectation that statistically significant
differences will be found. |

There are many factors that can account for variability among ‘
learners, cultural factors are among the most important. Some variables
cannot be changed. Others are solely under the control of the learner.
Cultural variables can be dealt with by both the learner and the
teacher. If cultural factors are not taken into consideration,
intercultural conflicts revolving around style and strategy issues can
occur. To avoid this, it is necessary for teachers and learners to be
aware of differences and to work together to negotiate. Because this is
such an important issue, much more research needs to be done in the
area of cultural factors affecting learning style and strategy

preference and use.



CHAPTER III

METHOD

INTRODUCTION

This research examines the question of whether or not a
significant difference exists with regard to language learning strategy
use and preference, between Russian-speaking adult ESL learners and
American ESL teachers and prospective teachers. The results of the
research could give evidence as to whether or not explicit teaching of
language learning strategies is justified in the multi-cultural ESL
classroom. The specific hypothesis tested is that there will be some
significant differences in the scores of some individual sections, if
not overall, between Strategy Inventory for Language Learners (SILL)
scores of the two groups aforementioned. if this hypothesis is
supported, there will be some justification for the explicit teaching
of strategies with emphasis on the different profiles of learners based
on language groups.

The hypothesis was tested by administering the SILL to samples of
the two populations. Samples were taken from a pool of adult
Russian-speaking ESL learners, the target group. Samples were also
taken from a pool of American ESL teachers and prospective ESL

teachers, the comparison group. Two versions of the survey, which
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includes the SILL and a demographic questionnaire containing open-ended
questions about observed differences in strategy use, were given. One
was in Russian, for the target population. The survey given to the
comparison group was in English. The results were evaluated, using
Analysis of Variance (ANOVA) to determine variance between group and
the significance, if any, of the variance. Descriptive statistics were
used to analyze demographic information as well as to briefly analyze
the SILL scores. Finally, anecdotal evidence from the questionnaires
was collected and examined, to note any similarities between the SILL

results and the learners' and teachers' own perceptions.

METHODOLOGY

Variables

The independent variables in the study are the demographic
characteristics of the subjects. The dominant independent variable, the
focus of the study, is language group. In this case, language group
approximates cultural group (See Chapter I, p.5). The target group is
comprised of Russian speakers, while the comparison group is comprised
of American English Speakers. Other independent variables, or
co-variables, are gender, age and age group, and years of education and
education level. The dependent variables being measured in this study
are the scores for the SILL, which has six sections and an overall

score.
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Subjects

The target group consists of Russian speakers. The subjects are
adults currently studying English, who are former residents of the
Soviet Union. The primary educational experience of this group is in
the Soviet education system. The primary cultural experience is Soviet
as well. Some of the respondents listed Ukrainian as a first language,
along with Russian, but all were exposed primarily to Soviet/Russian
education and culture, and had Russian as a dominant language. Only
surveys with Russian or Russian and another language listed as native
language were used. These subjects were all enrolled in Portland-area
adult ESL programs

The comparison group consists of English-speaking Americans, with
English as their sole first language. Those who gave another language
as an additional first language or used another language at work or at
home, i.e. bilinguals, were excluded. This was necessary because of the
possibility that bilinguals' primary educational and cultural
experiences were not predominantly in the U.S.. The subjests in this
group were either students in the Portland State University (PSU) TESOL
(Teaching English to Speakers of Other Languages) program, or teachers

of respondent Russian-speakers.

Sampling

Target Population. The sampling method for the target population

varied from situation to situation. For all situations, the first step
was to contact the heads of local ESL programs by phone. Next,

information packets including a letter of introduction, a prospectus of
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the project, and a copy of the survey including the questionnaire and
the SILL were mailed to the ESL programs. The next step was to contact
individual teachers. At the first school this was accomplished through
letters of introduction and follow up letters. Three teachers out of
six responded. At the other two schools, the teachers were contacted
through the department heads.

The third step was to administer or hand out the surveys. Three
methods of distribution and administration were tried, based on the
constraints of the individual programs. The most successful was to pull
students out of class and to administer the survey during a
thirty-minute period. This was possible with only one teacher at the
first school. At both of the other schools, where the ESL department
heads allowed the researcher to take students from several classes at
one time, pullouts were used exclusively. Overall, this resulted in a
response rate of seventy-five to one hundred percent. Usable surveys
were in the same range. The second method was to hand out the surveys
after giving a brief introduction in Russian. This was necessary at the
first school, as pull-outs of students were discouraged. This resulted
in a response rate of twenty-nine to forty percent. Repeated efforts to
remind the students to bring the surveys back to the teachers were
made. Usable surveys ranged from fourteen to twenty-seven percent. This
method took up two terms and yielded few responses. The third method
was a complete failure. This involved mailing introductory letters to

teachers in a PSU exchange program in Russia, along with copies of the
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survey, through the director of the program. No responses were ever
received. The response rate for groups using the pull-out method was
forty-three out of forty-seven, or ninety-one percent. The response
rate for groups where the surveys were handed out was ten out of
twenty-nine, or thirty-four percent. The overall response rate was
forty-seven out of seventy-six, excluding the mailing, or sixty-two

percent. (See Table I, below).

TABLE 1

RESPONSE RATE FOR TARGET POPULATION

Group Method # Out # In # Used % In % Used
A-Class 1 Pull-out 3 3 3 100% 100%
A-Class 2 Hand-out 15 6 4 40% 27%
A~Class 3 Hand-out 14 4 2 29% 14%
A-Total 32 13 9 41% 28%
B Pull-out 16 12 12 75% 75%
C-Class 1 Pull-out 18 18 16 100% 89%
C-Class 2 Pull-out 10 10 10 100% 100%
C-Total 28 28 26 100% 93%
Total Pull-out 47 43 41 91% 87%
Hand-out 29 10 6 34% 21%
Overall 76 53 47 70% 62%

Comparison Group. The method of sampling and administering the

survey to the comparison group was much easier. The professors of the
first-term TESOL methods course were contacted. Completion of the SILL
is a required assignment for this course. The questionnaire and answer
sheet were distributed through the professors, and the surveys were

collected one to two weeks later. The response rate for the two classes
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where this was done were twenty-three percent and fifty-five percent,
with twenty-three and thirty-two percent usable responses. For one
class the researcher was able to administer the survey during class
time. This resulted in a response rate of one hundred percent total,
and ninety percent usable responses. Overall, the response rate for the
comparison group was fifty-nine out of one hundred and six, or

fifty-six percent. (See Table II, below).

TABLE II

RESPONSE RATES OF COMPARISON GROUP

Group Method # Out # In # Used % In % Used
PSU1 Hand-out 39 9 9 23% 23%
PSU2 Pull-out 29 29 26 100% 90%
PSU3 Hand-out 38 21 12 55% 32%
Total Pull-out 29 29 26 100% 90%
Hand-out 77 30 21 39% 27%
Overall 106 59 47 56% 44%

Combined Groups. The total number of surveys given out was one

hundred eighty-two. Of these, one hundred twelve were returned, and
ninety-four were used. For both the target population and the
comparison group, seventy-six surveys were administered by pull-out,
with ninety-five percent returned and eighty-eight percent used. One
hundred six surveys were handed out to be returned later. Of these,
thirty-eight percent were returned, and twenty-five percent used. Of
the ninety-four surveys used in the study, half were from the target

population and half from the comparison group. There were forty-seven
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usable surveys from the target group. Usable surveys from the
comparison group were randomly eliminated until the two groups were

equal in number. (See Table III, below).

TABLE III

RESPONSE RATES FOR TARGET POPULATION AND COMPARISON GROUP

Group # Out # In # Used % In % Used
Target Population 76 53 47 70% 62%
Comparison Group 106 59 47 56% 44%
Pull-out 76 72 67 95% 88%
Hand-out 106 40 27 38% 25%
Overall 182 112 94 62% 52%
Composition

Importance. The study of the composition of these two groups with
regard to factors other than language group is necessary. Investigation
of factors such as gender, age, and education are important because
they show how alike the two groups are. These factors could also affect
the results of this research. The more alike the two groups are except
for language group, the less likely that other factors could skew the
results. Because there were some substantial differences in the
composition of the two groups. Because of this, statistical
measurements were also taken using each of these factors as the
independent variable in order to examine whether or not they could
affect the results for the analysis of any differences between the two

language groups.
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Langquage Groups. The target group of Russian speakers was actually

composed of two language groups. The majority, who listed their primary
language as Russian alone, comprised 64 percent of this group, or 30 of
the 47 respondents. The remaining portion, 17 respondents, or 36
percent, gave their primary language as both Ukrainian and Russian.
Since the principal consideration was the exposure to the Soviet
education system, these two groups were considered to be the target
group of Russian-speaking ESL learners (See p.5). The comparison group

was homogeneously American English-speaking. (See Table IV, below).

TABLE IV

COMPOSITON OF TARGET AND COMPARISON GROUPS, BY LANGUAGE

Language Target Group Comparison Group Total
Group N % N % N %
Russian Only 30 64% 0 0% 30 32%
Ukrainian and

Russian 17 36% 0 0% 17 18%
Russian-speaking 47 100% 0 0% 47  50%
American English O 0% 47  100% 47  50%
Total 47 100% 47 100% 94 100%

Gender. The distribution of gender was not equal in the two
groups, nor was the distribution comparable to that in the general
population. In the general world population, the ratio of females to
males is estimated to be approximately 51 percent female and 49 percent
male (Millett, 1970). For both groups combined, there were 55 women (59

percent) and 39 men (41 percent). The ratio of women to men in the
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target group was 47 percent women to 53 percent men. In the comparison
group, the proportion was 70 percent women and 30 percent men. (For a
more complete compilation, see Table V, below). The disparity of these
demographics means that the SILL scores should be analyzed by applying
ANOVA using gender as an independent variable. This analysis is

necessary to rule out any effects of gender on the results.

TABLE V

COMPOSITION OF TARGET AND COMPARISON GROUPS, BY GENDER

Group Women: N % Men: N % Total: N %
Target Group 22 47% 25 53% 47  100%
% of Total: 23% 27% 50%
Comparison Group 33 70% 14 30% 47  100%
% of Total: 35% 15% 50%
Total Population 55 59% 39 41% 94 100%

Age. The distribution of individual ages was uneven and unwieldy.
For combined groups, the minimum age was 15 years, the maximum 68
years, and the median was 33 years. The mean for the total population
was just over 36 years of age. For the target group, the minimum age
was 15 and the maximum 67. The mean and median were almost identical,
with the mean being nearly 36 and the median age being 36. For the
comparison group, the minimum age was 21, and the maximum 68, while the
mean and median were just over 35, and 31, respectively. (See Table VI,

p.42)
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TABLE VI

COMPOSITION OF TARGET AND COMPARISON GROUPS, BY AGE

Group Minimum Maximum Mean Median
Target Group 15 67 35.85 36
Comparison Group 21 68 35.02 31
Total 15 68 36.07 33

To facilitate use of this variable, ages were put into six
groups. The first age group ranges from 15 to 17 years of age; the
second, from 18 to 24; the third, from 25 to 34; the fourth, 35 to 44;
the fifth group ranged from 45 to 54; and the final group from 55 to 68
years of age. The distribution of this grouping was fairly normal, with
a slight tendency toward higher ages. This distribution pattern
continues in the target group. The comparison group has a slightly
different pattern, with two peaks, one in the 25 to 34 age group, and
the other in the 45 to 54 age group. (See Table VII, p.43). Because
the distributions are somewhat similar it is not expected that age
differences would seriously affect the analysis of the SILL scores of
the target and comparison groups. Therefore, age was not used as an
independent variable in the ANOVA analysis.

Education Education level was divided into three categories. The
first of these is secondary education. Secondary education is defined
as high school, or nine to twelve years of education in the
U.S.. In the former Soviet Union, secondary education is defined as

eight to twelve years. This term also includes technical or vocational
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TABLE VI

COMPOSITION OF GROUPS, BY AGE GROUPS

Group 15-17 18-25 24-34 35-44 45-54 55-68

Target Group
N 2 8 12 17 5 3
% of group 4.3% 17.0% 25.5% 36.2% 10.6% 6.4%

Comparison Group
N 0 8 20 6 12 1
% of group 0% 17.0% 42.6% 12.8% 25.5% 2.1%

Total
N 2 16 32 23 17 4
% 2.1% 17.0% 34.0% 24.5% 18.1% 4.3%

training. The second category is higher education. This includes study
at the college, university, or professional level for U.S. respondents,
and university or institute study for the target group This term
includes the thirteenth through sixteenth years of education. The last
category is graduate study. This encompasses any study past the
sixteenth year of education, or baccalaureate level in the U.S., and
advanced university or institute study in the former Soviet Union.

The two groups had distinctly different patterns in education
level. 55 percent of the target population had a secondary education.
38 percent had some higher education, and 6 percent had a
graduate-level education. The comparison group was comprised of
university undergraduate and graduate students, so there were no
subjects in this group who had only a secondary education. 70 percent
were undergraduate students, and 30 percent were graduate students.

Of all respondents, 28 percent had a secondary education, 54

percent had higher education experience, and 18 percent had a
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post—graduate education. (See Table VIII, below). Since the two groups
had well-defined differences in this area, it was necessary to analyze
the scores of the respondents, using education as an independent
variable, to discover any evidence that education, not language group,

was the defining factor in any differences deemed to be significant.

TABLE VIII

COMPOSITION OF GROUPS, BY EDUCATION

Group Secondary Higher Education Graduate Study
Target Group

N 26 18 3

% 55% 38% 6%
Comparison Group

N 0 33 14

% 0% 70% 30%
Total

N 26 51 17

% 28% 54% 18%

Summary. The main reason for investigating the composition of the
target group and the comparison group is to determine which factors, if
any, may account for significant differences found through ANOVA. In
this sample, age was ruled out as a factor which would be likely to
change the results of the analysis of differences between the two
language groups. Gender and education level, however, were shown to
have different distributions in the target and comparison groups, and
so, could be possible sources of statistical differences. In the
analysis using ANOVA, these factors will be tested to see if they could

have some bearing on the results.
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Instrument

The instrument used in this study was a survey. This survey
included the Strategy Inventory for Language learning (SILL), with
permission of the author, Rebecca Oxford, and a questionnaire
containing demographic and open-ended questions. The survey was in
Russian for the target population respondents, with a shortened version
of the SILL and the demographic questionnaire containing questions
about language learning. These questions include reasons for studying a
language, as well as self-reported proficiency compared to non-native
speakers, and to native speakers. The questionnaire also includes an
open-ended question about perceived differences in language learning
strategies and methodology between the U.S. and former U.S.S.R.
educational systems. The survey given to the comparison group includes
the SILL for English speakers learning another language, and a
questionnaire similar to the questionnaire for the Russian speakers,
except that it also includes questions about teaching. The
Questionnaire part of the survey was adapted from Rebecca Oxford's
background questionnaire for use in conjunction with the SILL
(1991:p282). The Russian-language SILL was provided by Rebecca Oxford
in 1992, in rough form. It was then back-translated and typed by the
researcher. The Russian-language questionnaire was written by the
researcher, based on the questionnairé accompanying the SILL in

Oxford's Lanquage Learning Strategies: What Every Teacher Should Know

(1991).
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The SIILL itself has six sections and an overall score. It
consists of a number of sentences which describe specific activities
related to learning. Some examples from Oxford (1991: p.283-8) are:

"When learning a new word I use rhyming to remember it."
"I read for pleasure in the new language."
"I ask other people to correct my pronunciation"

The respondent reads each sentence then ranks the activity on a
five-point scale. This scale ranges from 1 to 5, with 1 signifying that
the statement is "never or almost never true of [the respondent]." to 5
signifying that the statement is "always or almost always true of [the
respondent]." (Oxford, 1991:283).

The six sections of the SILL each deal with a specific set of
strategies. The first measures the strategy use or preference for using
strategies related to memory and memorization. The second concerns
strategies which enable the learner to use several or all mental
processes. Oxford categorizes these strategies as cognitive strategies
(0xford, 1991). The third section includes compensation strategies,
which help learners compensate when their knowledge of the language is
incomplete (Oxford,1991). The fourth measures the use and preference
for meta-cognitive strategies, which are involved in organization and
appraisal of the learning process (Oxford, 1991). The fifth section
determines the use and preference for affective strategies, which
facilitates better language learning through awareness and management
of emotional factors (Oxford, 1991). The last section deals with social
strategies, which involve others in the learning process (Oxford,

1991).
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The scores for the above sections are averaged to assess the
particular areas that learners do or do not utilize in their language
learning process. The mean scores are evaluated on the same 1 to 5
scale as the individual items. The overall mean score gives an idea of
the level of strategy use in general. It is also evaluated in terms of
the 1 to 5 scale. Both versions of the SILL used in the study can be
found in Appendix A, along with the questionnaire. The versions given
to the target population can be found in both the English and Russian

versions.

STATISTICAL PROCEDURES

Data

The type of data gathered from the questionnaire includes nominal
data (i.e. gender, age, education, etc.) and anecdotal information
(i.e. open-ended questions). The data gathered from the SILL was
ordinal data, derived from the self-reported frequency of use of the
various strategies. The raw scores from the SILI were then averaged to

obtain a mean score for each section and for the overall SILL score.

Statistical Procedures

For nominal data, the main statistical procedures were
tabulations. These included frequency.counts and percentages of
individual categories. Cross-tabulation of more than one category was
also done. The results of these procedures gave a picture of the

composition of the sample populations.
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For the score data from the SILL, basic statistics such as mean,
maximum, minimum, and standard deviation were compiled. The comparison
of groups was accomplished by using Analysis of Variance (ANOVA). This
is a parametric test which measures the variance within and between
groups, and provides the means for determining statistical significance
of any differences between groups. The ANOVA was used primarily to look
at the two language groups, but the co-variable groups of gender, age,
and education level were also compared using ANOVA, to see whether or
not these factors were significant, and whether or not they might
affect the language group comparisons.

Because of the discrepancy in the number of test items on the two
versions of the SILL, mean scores were used in the comparison. The
Russian version raw scores were adjusted by multiplying the mean by the
number of items on the English version. The ANOVA results using the
adjusted data yielded the same result as the mean scores. Another
adjustment to the raw scores was the integration of yes/no answers to
the five-point scale. Ten out of the forty-seven Russian-speaking
respondents gave yes or no answers to the SILL items. To minimize the
skewedness of these responses, a "yes" answer was given four points,
and a "no" answer was given two. Only one of the surveys adjusted in
this way came up in the statistics as a consistent outlier, and the
total number of outliers was fairly evenly distributed between the
adjusted surveys and the ones originally scored on the five-point

scale.
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ANECDOTAL INFORMATION

overview

In addition to composition and the statistical evaluation of the
STLIL scores, anecdotal evidence concerning differences in strategy use
and preference was collected. The primary sources were the open-ended
questions given to both groups on the survey accompanying the SILL
concerning perceived differences. While these sources do not provide
"hard" data which can be analyzed statistically, they can provide
insight into the mismatches between the two groups and whether or not
they are perceived in a negative or positive way. Attitudes and beliefs
concerning differences in language learning strategy use and preference
can affect or explain resistance to or acceptance of teaching methods
on the part of learners, or the ways in which teachers respond to

differences.

Target Group

The questions asked to elicit anecdotal information varied
according to the group. For the target group, the question was phrased
as follows:

What, in your opinion, are the differences between the study

of foreign languages in your country and in America? These

differences could be either positive or negative to you, or

perhaps you don't find any differences.
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Of the participants in the target group, 39 out of 47, or 83%, chose
to answer the open question. Of these, six saw the methods in the
former U.S.S.R. as being clearly better than those used in the U.S..
Fourteen thought that the methods in the U.S. were definitely better.

The respondents who thought that the methods in their native
country were better gave several reasons. Three said that it was better
because the instruction was given in Russian. Others said that the
explanations were clear and that instruction and learning centered on
knowledge of the language. Some respondents' answers were positive
towards the methods in the U.S. but included some negative aspects. The
inclusion in the same class of learners from diverse educational
backgrounds, abilities and ages was a problem for several learners, and
the focus on compensation strategies instead of relying on the first
language are some examples. Others had difficulty understanding the
teacher, or thought that more emphasis on correct pronunciation was
needed. Overall, however, it seems that most negative comments about
the differences in U.S. methods centered on issues related to the use
of the second language, instead of the first language, as the teaching
medium in American ESL classrooms.

Positive aspects of American ESL methods appeared to center on the
focus on use of the language. The most frequent comment was that the
methods were more practical and in-depth. Related comments were that
more opportunities for practice were available, and the focus on use
made it possible to actually use English much quicker than methods in
the U.S.S.R. Another frequent comment was that the standards in the

U.S. were much higher than in the U.S.S.R.. Respondents cited
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superficial learning, focus on grammar and reading instead of actually
using the language, and little opportunity for contact and practice as
examples of the low standards in the former U.S.S.R.. One respondent
stated that he had studied German for six years, but could not speak or
write in the language. Other examples were low interest in both
languages and learning on the part of both learners and teachers, and
perceived acceptability of cheating on tests. Several respondents
remarked that it was easier to learn English in the U.S., because
living in the U.S. made it more necessary to use the language in daily
life.

Overall, the respondents favored the methods in their U.S. ESL
classes over foreign language classes in the former U.S.S.R.. A number
of respondents simply stated that the methods were positive. Some saw
little or no differences. Still others responded that they had no

experience with foreign language in their native country.

Comparison Group

The response rate and answers were quite different for the
comparison group. One reason is that many had little or no teaching
experience. Others that had teaching experience had little or no
contact with Russian-speaking learners. The question given to the
comparison group was as follows:

What are some of the differences, positive, negative, or

neutral, that you have noticed in the language learning

styles or strategies of your students? Please note the
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language group and whether you perceive the difference(s) to

be positive, negative, or neutral.
Of the respondents in this group, 21 out of 47, roughly 45%, answered
the question. Only two of these related directly to Russian-speaking
learners. The comments included references to a casual approach to
learning and emphasis on social strategy use within the Russian-
speaking group. Also mentioned was the observation that learners in

this group tended not to read or use English in class.

CONCLUSION

The goal of this research is to examine whether or not a
significant difference is present in the preferences and use of
language learning strategies, between Russian-speaking ESL students and
American ESL teachers. The independent variable was the language group
of the respondents. The co-variables were gender, age and level of
education. The dependent variables were the scores on the SILL and its
various sections. This was an exploratory study, investigating the
differences, if any, that exist between the two groups. As such, no
treatment factors were involved.

Overall, the procedure for the gathering of information was fairly
simple. The subjects in both the target and comparison groups were
taken from academic programs. The department heads, teachers, and
professors were contacted and permission given to administer the

survey. The survey, consisting of a background questionnaire and the
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Strategy Inventory for Language learning (SILL) was then administered
to the subjects, during class time, or by handing out the survey, which
the subjects then returned to their respective teacher or professor.
These two methods produced very different response rates, with the
in-class responses being very high, and the hand-out responses being
fairly low. A third method of distribution, by mail, produced no
response at all.

The data received, from both the background questionnaire and the
SILL, were analyzed using several statistical procedures. Each
procedure was appropriate to the types and roles of the assorted data.
Frequency and percents of the independent variables and co-variables,
or tabulations, were done. The SILL scores were tabulated and subjected
to Analysis of Variance (ANOVA) tests according to groupings of the
independent variables and co-variables. The results of the statistical

procedures can be found in the following chapter.




CHAPTER IV

RESULTS

INTRODUCTION

Significant Differences

Using the methods described in the previous chapters, results were
obtained which provide some answers to the research questions posed at
the beginning of this research. The first question to be answered was
"Is there a significant difference between the learning strategies of
ESL teachers in the U.S. and those of Russian-speaking learners in ESL
programs in the U.S.?". The answer to this question lies in the testing
of the underlying hypothesis and corresponding null hypothesis. The
hypothesis is that there will be significant differences between the
target group of Russian-speaking learners and the comparison group of
ESL teachers and prospective ESL teachers, with regard to the scores on
one or more parts of the SILL. Significant differences in strategy use
indicate trends. Trends in strategy use reflect the expectations as
well as the practices of the two groups, in relation to each other. The
null hypothesis is, conversely, that there will be no significant
differences. These hypotheses were tested using ANOVA (Analysis of

Variance) to compare the scores of the two groups.
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For any two groups, or even within a single group, there are bound
to be differences, i.e. variation. ANOVA tests whether or not the
differences between groups exceed the differences within groups.
Significance lies in the probability of the resulting margin of
difference. That is, what is the likelihood that the differences are
due to chance or random factors? The lower the probability, the more

significant the difference (Hatch and lLazarton, 1991).

Strategy Profile

The second research question was "What is the strategy profile of
Russian-speaking refugee ESL learners?". A profile is like a map,
showing tendencies toward certain characteristics of a group. In this
case, the sample size is relatively small, and taken from a specific
local area, and a small segment of the Russian-speaking population.
Some definite tendencies did show up in this investigatory research.
These tendencies could form the basis for loose guidelines for ESL
professionals dealing with this population. But, because of the narrow
slice that constituted the sample, these results can not be taken as
generalizations, or as the basis for forming stereotypes for all

Russian-speaking ESL learners.

Validity of Explicit Teaching

The final question examined in this research was "Does the
evidence show that there is a valid reason for explicitly teaching
language learning strategies?". It must be mentioned that this is an

ambiguous question. If there is any difference at all, that is evidence
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that strategies may be taught to improve the learning process and fill
in gaps in knowledge about strategies. The nature of these differences
determines the scope of the explicit teaching of strategies that is
desirable.

If the differences are stronger among individuals than among
groups, then explicit teaching may be advisable in all language
instruction for all people. This would have to cover a broad range of
strategies and explanations, perhaps too broad for the curriculum of
most language teaching. However, if it could be determined that
different groups exhibit certain tendencies in strategy use and
preference, specific strategies could be used in the classroom to
support the strategy profile of the learners. Explicit teaching of
strategies that are unfamiliar or avoided could be helpful in improving
language learning skills. It could also help learners and teachers
develop an understanding of each other's strategy use. Only if there
are no clear differences at all would the explicit teaching of

strategies be shown to have no validity whatsoever.

RESULTS

Composition

The composition of the target and comparison groups and combined
groups were discussed in the previous chapter. It is important to look
at the composition of the samples to determine whether or not any
statistically significant results of the two groups could be accounted

for by factors such gender, age, or education. The biggest disparity
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between the two groups was in gender composition. For this reason, all
statistically significant results of the comparison between language
groups were re-analyzed according to gender. The differences in the age
groups were not as great, so it was not necessary to repeat the tests
for this factor. A disparity in the educational composition warranted
an analysis of the results, using education level as an independent

variable.

Basic Statistics

The preliminary statistical analysis consisted of determining the
mean, and calculating the standard deviation of the data. The data
consisted of mean scores from the different parts of the SILL and the
overall SILL score. The primary independent variable was language
group. The covariables were gender group and education group. The
basic statistics for language groups, gender groups, and educational

groups can be found in Tables IX, X, and XI, on pages 58 and 59.

ANOVA
ANOVA is a statistical test for comparing groups. It compares the
sum of squares within and between groups and the sum of squares for all
scores with the mean of squares for these three groups to determine the
amount of variability between groups. This variability is expressed in
the F-ratio. This can then be compared to the level at which the
probability of the result is .05 or lower or .0l or lower to

determine the significance of the results. The lower the probability
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SILL* Part A Part B Part C Part D Part E Part F Overall
Group
Target

Mean 3.213 3.376 3.681 3.981 3.100 3.940 3.556

s.d. 0.587 0.542 0.773 0.573 0.750 0.710 0.489
Comparison

Mean 3.024 3.597 3.691 3.412 2.866 3.605 3.399

s.d. 0.489 0.480 0.490 0.547 0.549 0.496 0.369
Total

Mean 3.119 3.487 3.686 3.697 2.983 3.773 3.478
* Part A= Memory Part D= Metacognitive

Part B= Cognitive Part E= Affective

Part C= Compensation Part F= Social Strategies

Overall= Overall use of strategies
TABLE X
BASIC STATISTICS, BY GENDER

SILL* Part A Part B Part C Part D Part E Part F Overall
Group
Female

Mean 3.175 3.550 3.758 3.672 2.934 3.688 3.482

s.d. 0.492 0.469 0.523 0.618 0.669 0.570 0.399
Male

Mean 3.039 3,398 3.854 3.731 3.184 3.940 3.471

s.d. 0.612 0.581 0.779 0.645 0.750 0.710 0.492
* Part A= Memory Part D= Metacognitive

Part B= Cognitive Part E= Affective

Part C= Compensation Part F= Social Strategies

Overall= Overall use of strategies
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TABLE X

BASIC STATISTICS, BY EDUCATION

SILL* Part A Part B Part C Part D Part E Part F Overall
Group
Secondary
Mean 3.299 3.257 3.686 3.991 3.551 3.391 3.562
s.d. 0.576 0.520 0.863 0.603 0.827 0.737 0.540
Higher Education
Mean 3.015 3.528 3.636 3.641 2.851 3.814 3.432
s.d. 0.544 0.493 0.571 0.551 0.588 0.826 0.396
Graduate Study
Mean 3.153 3.716 3.838 3.411 2.812 3.801 3.486
s.d. 0.449 0.502 0.439 0.726 0.563 0.689 0.386
* Part A= Memory Part D= Metacognitive
Part B= Cognitive Part E= Affective
Part C= Compensation Part F= Social Strategies

Overall= Overall use of strategies

that the results could have occurred by chance or as a result of random
factors, the more significant the results. Hatch and Lazarton (1991)
give a complete description of ANOVA, along with a step-by-step
explanation of the procedure.

This procedure was chosen because it is more precise than other
tests, such as matched t-tests, which only measure the variation
between matched groups. Because the goal of this research was to
determine if the variation between groups was significantly higher than
the variation within the groups, ANOVA was more appropriate. Another
reason that ANOVA was more appropriate was the inquiry into whether or
not other factors could have caused the variance. Since the divisions

by these other factors created uneven groups, the matched t-test was
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deemed inappropriate for the purpose of ruling out these factors as

responsible for any significant variation.

Results

overview. The degrees of freedom (df) for the three variables
considered in this study was 93. The levels of significance for
ninety-three degrees of freedom are 3.94 or above for a probability
factor of .05 or less, 6.90 or more for a probability factor of .0l or
less. During the course of analysis, statistically significant results
were obtained for the sections relating to cognitive strategies (Part
B), metacognitive strategies (Part D), affective strategies (Part E),
and social strategies (Part F). No statistically significant results
were obtained for the sections pertaining to memory strategies (Parf
A), compensation strategies (Part C), or for overall strategy use.

Because the gender distribution is different in the two groups, it
is Possible that gender could be a factor in the significance of the
results between language groups. Women had higher mean scores on all
sections related to direct strategies- memory, cognitive, and
compensation strategies. Men had higher scores for the indirect
strategies- metacognitive, affective, and social strategies. Women also
had slightly higher scores for overall strategy use, although this
difference is barely perceptible. The two groups also had large
differences in education level. Therefore, analysis of education level
to rule out the possibility that these differences skewed the results
for the analysis of language groups. A summary of the ANOVA results for

all three variables can be found in Figure 3 and Table XII, on page 61.




SILL+ Part A Part B Part C Part D Part E Part F Overall

Langquage

Russian *%* * * %

English *

Gender

Women

Men **

Education

Secondary * *

Higher E4

Graduate *

+

Part A= Memory Part D= Metacognitive

Part B= Cognitive Part E= Affective

Part C= Compensation Part F= Social Strategies
Overall= Overall use of strategies

Fiqure 3. Summary of statistically significant results, where
* = ,05 probability; ** = .0l probability.

TABLE XII

ANOVA RESULTS

df=93; Probability: .05 = 3.94* .01 = 6,90**
SILL+ Part A Part B Part C Part D Part E Part F Overall
Language
F-ratio 2.862 4.380* 0.006 24.223** 4,005* 8.136** 3,075
Gender
F-ratio 1.406 1.949 1.679 0.196 2.034 4.226* 0.016
Education
F-ratio 3.455 4.687* 0.819 4.915* 6.646* 0.059 0.967
+ Part A= Memory Part D= Metacognitive
Part B= Cognitive Part E= Affective
Part C= Compensation Part F= Social Strategies

Overall= Overall use of strategies

-61-
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Cognitive Strategies. For the second section of the SILL,
concerning cognitive strategies, or the manipulation of language in the
learning process, the comparison group had a higher mean score (target
group, 3.376; comparison group, 3.597). This difference was
shown to be statistically significant (.05). The ANOVA results showed
that the English-speaking group was more likely to use cognitive
strategies than the Russian-speaking target group (f£=4.380; p=3.94).

Analysis of gender as a possible factor in the results for this
section showed that women scored higher than men (women, 3.550; men,
3.398). However, this result was not statistically significant
(£=1.949; p=3.94).

In examining possible effects of education level on the use of
cognitive strategies, it was shown that the subjects who had a graduate
éducation scored higher than those with college-level or secondary
education (graduate, 3.716; higher education, 3.528; secondary, 3.257).
This difference was significant (.05) when tested (f=4.687; p=3.94).
This result appears to be consistent with the results for language
groups, as the graduate and higher education groups had higher
proportions of comparison group members. All of the secondary education
group respondents were from the target group. The comparison group had
significantly higher scores. The two education groups with higher
proportions of comparison group members than target group members had
significantly higher scores. Because of this overlap, there is reason
to assume that the education group results are a function of the

language group results.
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Metacognitive strategies. The results for the fourth section,

dealing with metacognitive strategies, or the organization of the
learning process, showed a higher mean score for the target group
(target group, 3.981;comparison group, 3.412). This is a prominent area
of significant (.01) variation between the two groups (£f=24.223;
p=6.90). This result was by far the greatest gap in strategy use found
in this study.

Women scored lower on this section (women, 3.672; men, 3.731).
This difference was not very large, and definitely not statistically
significant (£f=0.196; p=3.94).

For this section, the rank of mean scores of education groups was
inverse to the level of education; the highest mean score was secondary
education, the next, college level, and the third, graduate level
(secondary, 3.991; higher ed., 3.641; graduate, 3.411). While there did
appear to be a significant variation (.05), it was not nearly as great,
or as significant as the results for language groups (f=4.915; p=3.94).
The significance of the difference between language groups was much
greater. In this instance there are two factors which point to the
differences between education groups as a function of the differences
between language groups. The first indicator is that the rank of the
mean scores for this section roughly matches the proportions of the
education levels in the target group, which had the higher mean score
on this section. The second is that the significance of education is
minimal compared to the significance of differences between the target
and comparison groups. The lack of contradictory information in this

instance leads to a likely conclusion that the education factor is




instance leads to a likely conclusion that the education factor is
mimicking the greater trend.

Affective strategies. The target group also showed a higher mean

score for using affective strategies, or strategies relating to
emotional factors affecting the language learning process (Target
group, 3.100; comparison group, 2.866). This result was found to be
significant (.05) by a small margin (f= 4.005; p=3.95).

Although men scored higher than women (men, 2.934; women, 3.184),
ANOVA showed that gender was not a significant factor (f=2.034;
p=3.94).

With regard to education level, however, the results followed the
same pattern as the results for the section relating to cognitive
strategies, except that the highest mean scores were for the secondary
group, followed by the higher education group, and then the graduate
group (secondary, 3.551; higher ed, 2.851; graduate, 2.812). That is,
the significance for education level (.05) is greater than that
obtained for language groups (f= 6.646; p=3.94). This could be a result
of the high proportion of secondary-educated subjects in the target
group. At any rate, no overt contradiction is apparent.

Social strategies. Analysis of the section of the SILL relating to

social strategies, or interaction with others in the learning process,
showed that the target group scores were also higher than the scores
from the comparison group (target group, 3.940; comparison group,
3.605). This result was the second most significant (.01) of the study
(£f=8.136; p=6.90). The implication is that the Russian-speakers were

much more likely to use strategies pertaining to the use of and




preference for strategies connecting to learning in groups or with
others.

Men scored higher on this section (men, 3.940, women, 3.688). This
difference was a significant (.05). Although this significance was not
as great as that for language differences (f= 4.266, p= 3.94)., the
possibility of gender being more important than language on these
strategies arises. The gender ratio in the target group was twenty-five
males to twenty-two women. The higher ratio of men to women in the
target group could be the reason that the target group scored higher on
this section. However, the opposite could be true. The higher scores of
the men's group could be due to the higher scores of the target group.
Since there is a much larger proportion of men in this group, the
significance could be a carry-over from the target group scores. This
seems more likely, given the difference in the levels of significance.

For this section, only a minimal difference in mean scores was
found for education groups (higher ed, 3.814; graduate, 3.801;
secondary, 3.391). This result was definitely not significant
statistically (f= 0.059; p= 3.94).

Summary. The results of the analysis of the data show several
trends. The mean scores on the individual sections were higher for the
target group on four sections- memory, metacognitive, affective, and
social strategies. The higher scores for the metacognitive and social
strategy sections were significant at a .Olllevel of probability, with
a very high margin for metacognitive strategies. The higher scores for

the affective strategy section were significant at the .05 level. The
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not significant. The comparison group had higher mean scores for two
sections— cognitive and compensation strategies. The difference in mean
scores for cognitive strategies was significant at the .05 level. The

scores for the compensation strategies were not significant.

CONCLUSION

Significant differences were found with respect to the scores for
several portions of the SILL. This outcome leads to a rejection of the
null hypothesis stated earlier. Four areas showed significant
differences. The significance of the higher mean scores for the target
group on the metacognitive and affective strategies portions, and for
the comparison group on the cognitive strategies portions of the SILL
remains solid, even after other factors are taken into consideration.

These results seem to indicate that the explicit teaching of
language learning strategies could be useful for Russian-speaking ESL
learners in the area of cognitive strategies. The main importance of
these results is that significant differences can occur between
language groups. The implication of this is that the issue of explicit
teaching of language learning strategies should be explored further,
with regard to specific language groups encountered in ESL teaching.
ESL teachers or future ESL teachers should receive training in
identification and use of strategies in all areas to make them
effective in cases where explicit teaching is advisable. Further

discussion of these issues can be found in the following chapter.



CHAPTER V

DISCUSSION

INTRODUCTION

The research hypothesis for this study was that statistically
significant differences would be found with respect to the language
learning strategies of Russian-speaking learners and ESL teachers in
the U.S.. The preference for and use of language learning strategies
was tested using the Strategy Inventory for Language lLearning (SILL)
developed by Rebecca Oxford (1991). Statistically significant results
were obtained through ANOVA in four sections, regarding cognitive
strategies, metacognitive strategies, affective strategies, and social
strategies. In addition to the statistical evidence, anecdotal evidence
was collected that showed that differences were observed by the
learners and by teachers who came into contact with them. This evidence
also showed that differing expectations caused stress in the classroom.
In this chapter, the research questions posed at the beginning of the
study will be examined in the light of these results. The limitations
of the study will be considered. Implications for the teaching of ESL
or other fields of work with persons of other cultures, and for further

research in this area will also be discussed.
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DISCUSSION OF SIGNIFICANT FINDINGS

Cognitive Strategies

Cognitive strategies are direct strategies which involve using
and integrating several mental processes and developing independent
thinking and analytical skills in the language learning process. The
result for this section was that the comparison group of teachers and
potential teachers scored significantly higher than the target group
of learners.

Looking back at the discussion of differences between Soviet and
American educational systems, it is not surprising that cognitive
strategies were not preferred or used as much by the learners as the
teacher group. Soviet methods were focused on the transmission of
knowledge from teacher to learner. Cognitive strategies involving
thinking about, processing and using the second language were not
priorities in elementary or secondary level language learning.
Knowledge about the language was more important than active
communication. Language teaching and learning appears to have been
more academic than practical, perhaps because there were limited
opportunities for practical use of foreign languages. It should be
noted, however, that immersion programs were used in some specialized
secondary schools and in some higher education programs and
institutes. But for most Soviets, the experience of language learning

was not geared towards actual use. A second factor which may account
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for this result is the use of the first language as the medium of
instruction for foreign languages.

Both of these differences between the two systems were remarked
upon by the learners in this study. Specifically, mention was made of
the emphasis on use in U.S. ESL classes, and the focus in the Soviet
system on learning about a language instead of being able to
communicate in it. Some learners said that they felt that U.S.
teachers were not clear enough in their instruction about the
language, or that they were not actually teaching, but making the
learners do the work meant for teachers. Numerous learners complained
that all the instruction was in English instead of Russian. These
responses indicate an uncomfortableness with cognitive strategies,
many of which are based on thinking about and using the additional
language in as many ways as possible.

The importance of the difference in use of cognitive strategies
is that it highlights cultural differences in the way thqgt language
learning is perceived. In Soviet culture, it is seen as an academic
subject and a transfer of knowledge. In the U.S., language learning is
seen as a dynamic process leading to ability to communicate and
understand the language. This mismatch and the resulting discomfort in
this area reported by learners show that explicit instruction and
discussion of learning as a process are advisable. Explanation and
cultivation of specific cognitive strategies, as well as negotiation
and opportunities for feedback on the part of learners, may make the
language learning process more meaningful and therefore more effective

for this group of learners.
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Metacognitive Strategies

Metacognitive strategies are indirect language learning
strategies which involve the organization and monitoring of the
learning process. The difference between the two groups was the most
well-defined result of the study. The target group had a
significantly higher score on this section by a large margin.

Again, the differences between the two cultures, shown by
differences in education, lead to an explanation of the mismatch of
strategy use in this area. Values in the Soviet culture emphasize
self-discipline and developing good work habits. Educational methods
incorporate these values. The teacher imparts knowledge to the
learners. For the most part, it is up to the learnmers to manage their
learning beyond that point. Grading is based on comprehensive exams,
and the learner has the responsibility to prepare and to monitor
progress. In the U.S., the teacher is a guide, and leads learners
through the steps involved in the procedure of learning, through
practice, breaking down learning tasks, and incremental grading based
on homework, attendance, and other factors, as well as exams. The
educational process is managed and monitored by the system, not by the
individual.

Teachers surveyed in the study noted that their Russian-speaking
learners were casual about learning in the classroom with U.S.
methods. Wiggins (1994) reported that learners in this group tended to
see U.S. methods as encouraging play, rather than work, and appeared

to teachers not to take classes seriously. The learners in this study
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often reported that learning in U.S. classrooms was more practical and
in-depth, showing learners how to improve their skills and use the
language. Some did mention, like those in Wiggins' study, that
learning was not as serious as in their native country. This attitude
was also found in the researcher's teaching experience, where learners
sometimes were resistant to the in-class exercises and practice.

The differences in this case are important because they show that
variation does not necessarily indicate a deficit on the part of
learners. In this instance, the learners showed a strength in this
area. They had a strong awareness of metacognitive strategies and were
more likely to use them. In the classroom, this factor can be utilized
to help learners from cultures other than the two involved in this
study to develop their metacognitive strategy use. Explicit teaching
of strategies can foster more awareness of strategy use. Discussion
and encouragement could be helpful in negotiation of classroom
strategy use. In addition, an integrated teaching approach building on
the existing strengths, such as organization of learning tasks,
setting goals, and self-monitoring, to explore and encourage the use
of other strategies may be helpful to both learners and teachers. For
a more detailed explanation of the teaching of strategies, see Oxford

(1990).

Affective Strategies

Affective strategies are indirect strategies that help the
learner to be aware of emotional factors, such as attitudes, stress,

and level of confidence. These strategies also enable the learnmer to
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manage these factors more effectively. Members of the target group had
a significantly higher score for these strategies than members of the
comparison group.

As with metacognitive strategies, affective strategies are
compatible with the Soviet values of self-discipline and self-control
and with the emigre experience. They also fit with the values of
collectivity and being a good citizen. If a person is aware of their
affective state and is able to manage that state, then they are more
likely to fit into a collective culture. The educational goal of
integrating all aspects of life, work and education also fosters
effective use of this set of strategies. The demands of living under a
repressive system and being an immigrant in a vastly different culture
might also tend to foster the same traits. On the other hand, the
American values of individuality and innovation may tend to make
Americans less aware of how their affective state affects the learning
process. While these strategies were not specifically mentioned in the
responses to the open question on the survey, some discomfort and some
excitement at engaging new ways of learning are evident.

Affective strategies are important to the language learning
process because discomfort, anxiety, and self-confidence can help or
hinder the learner. Even though these learners had a strong preference
for using these strategies, they may not be aware of the ways in which
they are helpful. An awareness of strategies may make their use more
effective. Discussion of the ways that emotional factors affect
learning and individuals is in itself one of the affective strategies.

There is also the question of transferability. Learners may know how
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to implement strategies in their native environment, but may be at a
loss in the very different classroom environment of the U.S..
Emotional factors are also more overwhelming, as these learners are
not just experiencing different educational practices, but changes in
every aspect of their lives. Explicit discussion and implementation of
affective strategies may, therefore, be helpful not only in adapting
to a new classroom environment, but in other areas of change as well.
Awareness of intercultural differences and options can lead to better

understanding and easier adaptation (See Albert, 1983).

Social Strategies

Social strategies are concerned with engaging other people in the
learning process. The SILL scores of the target group showed a
preference for this type of learning strategy. These strategies are
important to the language learning process because of opportunities
for practice, cooperation, correction, clarification, problem-solving,
and help.

Given the previously mentioned value of collectivity and the
values of collaboration, cooperation and group membership mentioned in
the review of the literature, it is not inconceivable that learners
from the former Soviet Union should have a preference for using social
strategies. In the U.S., with a cultural emphasis on individualism,
these learners often find conflict in ESL classrooms. What may appear
to be a social strategy to the learner seems to the U.S. ESL teacher
to be cheating. Americans have a strong tendency against collaboration

in the classroom, except for activities designated as group projects.
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The aspect of reliance on the group on the part of learners includes
use of Russian in the classroom instead of English and exclusion of
learners from other groups. Sometimes unruliness or ignoring teachers

in the classroom might be due to notions of in-group and out-group,

with non-Russian-speakers constituting the out-group (Wiggins, 1994).
All of the above activities have been noted in teacher survey
responses. Examples can also be found in Wiggins' 1994 study, and in
the researcher's experience in the classroom. The learners' responses
to the survey question showed strong group ties and a desire for
exclusion of outsiders from ESL classrooms, i.e. segregation of
language groups and learners with differing abilities. Several
learners also said that cheating was widespread. Others said that they
were not able to work together as much as they liked, or to use their

first language to talk with each other and help each other out.

The results in this area are very important, because it seems |

that most of the negative perceptions of both learners and teachers

seem rooted in the conflicts raised by differing ideas of group and

the individual. It also appears that this group of learners has

difficulty transferring the social strategies from a Russian language

environment to an English language environment. Explicit teaching and

discussion could increase understanding, help learners transfer the

strategies to the U.S. ESL classroom, and lessen stress and anxiety

caused by cultural misunderstandings. It is definitely an issue that

teachers need to know about, and that needs to be discussed in the

classroom.
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Summary

The first of the research questions posed was "Is there a
significant difference between the learning strategies of ESL teachers
in the U.S. and those of Russian-Speaking learmers in ESL programs in
the U.S.?". In this case, the answer to this question is yes. It has
been shown that significant differences were found for four sections
of the SILL. These differences reflect differences in expectations and
classroom behaviors of both teachers and learners.

The second research question was "What is the strategy profile of
Russian-speaking refugees ESL learners. The profile in this study
showed a strong preference for metacognitive, affective, and social
strategies. It also showed that cognitive strategies were not
preferred or used often. The anecdotal evidence from both the target
group and the control group reflect the results of the SILL.

The last research question explored in this study was "Does the
available evidence show that there is a valid reason for explicitly
teaching language learning strategies?". The answer to this question,
in reference to the data from this study, is also yes. The differences
between the two groups, as seen by individual responses, SILL results,
and the literature, can lead to conflict between the two groups in the
classroom. Many of the specific conflicts can be traced to cultural
differences which form the bases for the trends in strategy use and
preferences measured by the SILL. Explicit teaching about the nature
of language learning strategies and their use can expand awareness
about one's own preferences and patterns, as well as the preferences

and patterns of others. It can also, through discussion and
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explanation, lay the groundwork for negotiation processes and conflict

resolution in the classroom.

LIMITATIONS OF THE STUDY

Data Collection

Limitations of this study included procedures in gathering data,
procedures in analyzing data, and limited scope. With respect to
gathering data, the main considerations were time, method, and
cooperation. The first time delays were due to obtaining translations
of the SILL and the accompanying survey. The Russian version of the
SILL was provided by Rebecca Oxford, in the form of a handwritten
draft. This draft had to be typed by the researcher, who had very
little experience in typing in Russian. This final draft was checked
and re-checked by a professor who teaches at Portland State
University. The questionnaire presented problems. The first translator
produced a highly inaccurate and useless version. The work had to be
completely redone, at the researcher's expense, causing further delay
in the administration of the surveys.

The collection process took much longer than expected because of
the methods available in administering the survey and because of
resulting response rates. The first method tried was to hand out the
surveys, then to collect them after they were returned by the
respondents. The problem with this method was that most respondents
did not return them. This problem was discussed in Chapter III.

Improved access to learners was finally granted at the second and




77—
third schools, after three terms had been spent trying to collect data
at the first school. Improved access meant that the researcher was
allowed to administer the survey during class time. Another reason
that the collection of data took so long was that most data from the
comparison group was collected during the second part of the TESOL
methods course at Portland State University, which is only taught two
out of three terms during the school year.

Some of the limitations due to cooperation concerned problems
with procedure, while others were due to cultural factors. Some of the
respondents collaborated in their responses to the survey. Since overt
examples of copying answers were few, the researcher was not overly
concerned. From the discussion overheard by the researcher, most of
the collaboration was geared towards trying to figure out what was
meant by the items relating to unfamiliar strategies and did not
affect results. Another cooperation factor was that some respondents
simply did not understand the ranking system of the SILI, and instead
wrote 'yes' or 'no' (in Russian, of course) as responses. This was
mitigated by assigning the values of 4 for a 'yes' answer and 2 for a
'no' answer. These values are not extreme and should not have affected

the statistical results in a significant way.

Data Analysis

Limitations due to procedures in data analysis included both
translation and applications of statistical methods. All translation
of responses was done by the researcher. Since the responses were

handwritten, it was sometimes difficult to figure out the Russian.
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However, the translations were checked and double—checked, and the
researcher believes that the translations for the responses used in
the study were accurate.

The statistical analysis of the data was more problematic, as the
researcher had little background in statistical procedures. A tutor
was consulted to enable the researcher to be able to understand the
procedures and to be able to work them out by hand before the computer
analysis was done. If there had been time, and the researcher had had
more experience and expertise, more statistical procedures might have

been included in the analysis.

Scope

The scope of this study was a major limitation. Respondents were
residents of the Portland-Vancouver metropolitan area who were
attending one of four schools. This meant that the group in the study
may be less representative of the target and comparison groups than
subjects in a study that had a broader geographical scope. The number
of subjects was also a limitation. If the sample had been larger, then
the results might have been more representative. With the size of the
study and the narrow range of background of respondents in mind, the
results of this study are still helpful, especially to those dealing
with this specific group of learners.

The scope of the survey was also a limitation. In retrospect, it
is probable that the researcher would have included more open-ended
questions on strategies, expectations, and perceptions on the

questionnaire accompanying the SILL. These questions could have
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provided more backup for the SILL results, as well as aiding in

interpretation of the results in the light of cultural differences.

IMPLICATIONS FOR ESL

Cultural patterns of variations are important in teaching and
learning language because they can lead to conflict, ineffective
implementation of teaching methods, and other problems for both
teachers and learners, inside and outside of the classroom. Resolution
and prevention of these problems can be accomplished. First, there is
a need for awareness and anticipation of diversity. Teachers cannot
expect that their ESL learners will have the same educational
background that they have. This background includes amount of
education, content, method, and goals of education. It is not
advisable to assume that an ESL learner will necessarily understand
implicit instructions and procedures such as taking an exam, writing a
composition, or even taking a survey. The fact that there will be
differences between teachers and learners and among learners with
different cultural backgrounds needs to be taken as a given.

Assessment of cultural profiles of style and strategy preferences
and use comes next. A cultural profile of language learning strategies
will help ESL teachers to organize and create more productive
curricula, materials, and tests, as well as provide ways to teach more
effective strategy use in the classroom. Constructing such a profile
can be done using the SILL and/or other measurements of style and

strategy preferences. The instrument should be given in the first
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language, if possible, of the learners. An investigation of learners'
profiles should also include verbal or written responses to questions
about preferences, experiences, and expectations. Since most ESL
programs have speakers of most of their learners' known languages to
process and assist in academic evaluations, these persons could also
assist in administering the profiles. Ongoing assessment can be done
in the classroom, informally, as part of the process of reconciliation
and negotiation.

Finally, differences which are not necessarily problematic can be
negotiated so that both teachers and learners feel comfortable and the
learning process can be more effective. Differences which could cause
problems need to be reconciled. Both of these can be done through
explicitly teaching and discussing variation, negotiation, adjusting
curriculum, and creation of a classroom culture. Explaining assignment
procedures and testing methods in a step-by-step process, and perhaps
having run-throughs could also be helpful. The expectation of
differences, methods of assessing differences, and methods of dealing
effectively with differences should be covered in ESL teacher training
programs. Since the complexity of learning tasks generally increases
with proficiency in the target language, the second language could be
used for discussion, negotiation, and instruction of strategies at an
appropriate level.

One example of dealing with difference with the group of learners
sampled in this study is to explore possible ways of coping with the
differences in use and preferences of social strategies. Negotiation

on this area can help if the two groups, as well as other groups in
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the classroom, try to work out what is really important. Discussion of
differences in expectations and processes can lead to negotiations.
Perhaps American teachers can ease up on collaboration on assignments,
if it is done in English and is not exclusive to Russian speakers, and
independent work is done on tests and exams. In one class that the
researcher taught, this was done, and other culture groups were helped
by collaboration and help from the Russian speakers in the class. A
drawback, however, was that Russian letters and spelling errors began
appearing on papers and quizzes from learners in other language
groups.

Awareness of cultural differences is also important to
professionals in other fields, who must deal with people from
different backgrounds. Many of the methods of reconciliation and
negotiation discussed with respect to ESL professionals can be adapted
to other contexts as well. Anyone working with persons from different
cultures needs to be aware of the problems of intercultural

communication, and ways of communicating effectively across cultures.

IMPLICATIONS FOR RESEARCH

There is a definite need for more research on this specific
issue. Research could be done in the area of strategy and style
assimilation over time. Experimental research on possibilities and
effectiveness of various ways of reconciliation would certainly be of
use for teachers in designing curricula and planning for classroom

management. Perhaps one of the most needed types of research on this
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issue is developing profiles of different groups. While not all
members of a cultural group would be identical in their preferred
styles and strategies, trends that are significant, and common traits
should@ be noted. This could be accomplished through mass surveys
across cultures, which could be analyzed to find correlation between
learning orientations and culture. More detailed studies could be done
on specific groups, using ethnography, research on educational systems
in other cultures, surveys, and observations. An example of such
research is Frechette's (1987) investigation of Saudi culture.

Testing issues relating to this topic are also a possible area for
further research. Of course, there is always room for replication of
previous studies, to check the validity and reliability of research
methods, and to expand existing research, into other cultures or

educational settings, for example.
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Background Questionnaire

1. Code— 2. Date 3. Age 4, Sex

5. Level of education: (Circle highest year completed)
College 1 2 3'4 Graduate School 1 2 3 4+

6. Mother Tongue

7. Language(s) you speak at home:

8. Language you are now learning or have most recently learned:

9. How long have you been studying the language 1isted in #8?

10. Have you studied other languages besides the language Tisted in #8?
(Circle one) Yes No

11. How do you rate your overall proficfency in the language 1isted in #8, as
compared to the proficiency of other students in your ¢lass? (Circle one)
Excellent Good Fair Poor

12. How do you rate your overall proficiency in the language listed in #8, as
compared to the proficiency of native speakers of the language? (Circle
one Excellent Good Fair Poor

13. How important {s it for you to become proficient in the language listed in
#87 (Circle One) Very Important Important Not so important

14. Why do you want to learn the language 1{sted in #87 (Check all that apply)
a.___ Interested in the language’ b.___ Interested in the culture
C.__ Have friends who speak the d.____ Required course for degree

language
e.___ Need it for career f.___ Need it for travel
g.__ Other (List):

15. Do you enjoy language learning? (Circle one) Yes No

16. Have you taught English as a Second Language (ESL), English as a Foreign
tanguage (EFL), or any other form of Teaching English to Speakers of Other
Languages (TESOL)? (Circle all that apply) ESL EFL Other

17. Have you taught students from the following language groups? (Check all
‘ that apply)

a.___Spanish b.___Indochinese C.___Russian

d.___Other:

18. Which levels have you taught? (Check all that apply)
a,____K-6 b.__7-12 c.___ College-Level d.____ Adult Education

19. What are some of the differences, positive, negative or neutral, that you
have noticed in the learning styles or strategies of your students? Please
note the language group and whether you perceive the difference(s) to be
positive, negative or neutral.
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Strategy Inventory for
Language Learning (SILL)

Version for English Speakers Learning a
New Language

Stategy Inveniory for Language Learning (SILL)
Version S.1
(c) R Oxfond, 1909

Direcrions
The STRATEGY INVENTORY FOR LANGUAGE LEARNING (SILL) is designed 1© gather
infarmation about how you, as a student of a foreign or second 0 about learning that
language. On the following pages, you will find stasernents relased 1 ing & aew
Please read each statement On the separae answer sheet, mark the response (1, 2, 3, 4, or 5) ths
tells how grue the staxement is in serms of what you actually do when you are lcaming the pew
lnnuage.

Never or abmost never rue of me

VA WN =
q
-8
)

Never or akmost never e of me means that the smemest is wue of you ; that is, .
do the behaviar which is described in the stasement h:::‘-unun r= R
means that the stasement is not tree of you; thet is, you do the
bebavior which is described in the stasement less than half the time, but more than ia very

rare instances.
means hat the staement is rue of you about half the time; that is, sometimes
do the dehavior which is described in the stasement, and sometimes you don't, and these
tend 10 occur with sbout equal frequency.
means that the smtement is usually wue of you; that is, you do the behevior
which 15 described in the statement mare than half the tine. -
means that the staement is true of you in almost all circamsances;

is, you almost always do the behavior which is described in the staement.

Use the separate Worksheer for recording your answers and for scoring. Answer in terms of how
wdhr?ihmn;hmdﬂmﬁpnm&cmm
people do. Answer in reference 10 the language you are aow learning (or the language you most
MMMnnﬁm«mgt%-nuudeu’:ﬁyh '
M.Yuvmmmmmmg stached Worksheer On the Worksheet,

" (Version 5.1, ® R. L. Oxford, 1989)

[From: Oxford, Rebecca. (1990). Lanquage Learnin
Strategies: What Every Teacher Should Know.
New York: Newbury House. ipp.283-2885.



STRATEGY INVENTORY FOR LANGUAGE LEARNING

EXAMPLE

Guunllynamdu

Somewhat wue of me
Generally wue of me
Always or almos: always true of me

(Y ¥ XYY

Read the item, and choose a respoase (1 through S as above), and write it in the space after the

1 actively seek out opportunities 10 talk with native speakers of
the new language. ____

You have just completed the example item. Answer the rest of the items on the Warksheet.

Strategy Inveatory for Language Learning
Vernoa 5.1
(c) R. Oxford, 19809

1. Never or almost acver wee of me
Genenaily 3ot wree of me

" ‘Somewhat wes of me
Genenally true of me
Always or shmost siways s of me
(Wrise saswers 08 Workshoer)

“w o wowN

bBanA

When learning s sow word . . .

| crease associstions betwesa acw meserial and what | alvesdy know.
1 put the new word in 2 ssmesace 50 | can remember it

1 place the nsw word in & growp with other words that are similar i sOms way
(for example, wards relased © clothing, or feminine sowns).

1 associass the sound of the new word with the sound of s familisr word.

"1 wse shyming 10 resember it.

1 remember the word by making s clear mental image of it or by drawing a pictrs.

1 viemlize the spelling of the aew word ia my mind.

1 mse 2 combinstion of sounds snd images © remember the new word.

1 lise &l the other wards | know thet are ssiaesd © the acw word and draw kaes ¥ show relaticaships.
1 remomber where the new word is locased oa the page, or where I firm saw or heard it

1 use fisshcards with the asw word 0a one side and the dafinition ar ather information on the cahar.

1 physically act out the new word.
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STRATEGY INVENTORY FOR LANGUAGE LEARNING %

13.
14,

18.

31
2
3.

3s.

3

3.

39.

1 review ofwn.

1 schedule mry reviewing 50 that the review seasions are initially closs together in tme sad
gradually become more widely spread apan.

1 go back © refresh my memory of things | learned much eartier.

1. Never or slmont aever wes of ms
Genarslly not wue of ms
Somewhat wue of me
Genarally wws of ms

Alwgys or slmon always wee of ms
(Wrine snswers on Worksheet)

Lol

. ¥}
[ my or wrise mew exprossions repestedly 10 practice them.
1 imitase the way mative speakers ik
1 read & sory or dialogue several times watil | can endersiand it
I revise what | write in the acw language ©© improve my writing.
1 practics the sounds or alphabet of the acw language.
I use idioms or other routines in the new lnnguage.
1 use familiar words in different combinations 10 make ncw seamaces.
| initiste conversations in the new language.
1 wasch TV shows or movies or Lisen 10 the tadio in the now languags.
1oy © think in the new languags.
1 anend md parvcipase ia Ou-of-cltss evonts where the new languags is spoken.
1 rend for pleasars in the now language.
1 wrise personal nows, messages, lensrs, or reports i the new Language.
1 skimm the reading pessage first 10 got the main ides, then | go back and read it more carefully.
1 seek specific details in whet | baar or resd.
1 use reference maserials such as glossaries or dictionaries © belp ms use the new language.
1 ke notes in class in the new language.
1 make smmaries of new language maserial
1 apply general rules 10 new sitoations when using the language.
1 find the meaning of s word by dividing the ward into parts which | understand.
1look for similanities and contrasts between the new language and my own.

1 7y to understand what | have heard or read without wransiating it word-for-word i my
own

lanMM«wmm’qmuum

1 look for patterns in the new language.



41,

2.
43,

48, 7

47.

49.

s1.

s2.

3.

35.

STRATEGY INVENTORY FOR LANGUAGE LEARNING

1. Never or simost asver wee of me
Gencrally not wree of me

- Somewhat wee of ms
Generaily wue of me
Always or aimost always tee of me
(Wme snswers on Workshest)

“w ohw N

1 develop my own undersanding of how the language works, even if sometimes | have
© revise my undersanding based oR asw MiOrRaLOR.
BncC

‘Whea | do not understand all the words | read or hear. | guess the general mesning by
using sy clue | can (ind, for exampie, cluss from the comsxt or sinmtion.

1 read withowt looking wp every unfamiliar word.

In a conversation | anticipate whet the other person is going 10 sy based on what has
besa seid 50 fax.

1f 1 am speaking and casnos think of the rigit expression, | use gessures or swisch back
10 my own language momentarily.

1 ask ths other parson 1 il me the right word if | canmot thisk of it in 8 coRversasion.

Whea ! cannot think of the correct expression 10 svy or wrise, | find & different way ©
express the idea; for cxampie, 1 use 2 synonym or describe the idoa.

1 make wp new wards if | do not know ths right ones.
1 direcs the conversation © a sopic for which | know the words.

Bl

1 preview the language loasos ©0 gee & general idea of what it is sbost, how it is organized,
and how it reises 10 what | already know.

‘When someone is spaaking the new language, I try 10 concentrase on what the parson
s mying and put unvoised wpics out of my mind.

1 dacide in advance 1 pay special atention © specific language aspeces; for example, [
focus ths way astive $peakers prOROURCS COrtain SOunds.

lnuﬂudlmmm»u-mmh—nmm«
articies, or by taking with others sbout how © leern.

| srenge wy scheduie 0 study and practice the sew language consisently, aot just when
thers is the prosswre of & tast.

1 arange my physical environment © promose learing: for instance, I find 8 quiet,
comfartable place © revisw.

1 organize my ianguage Rowbook © recard imp language information.

lph-yphhwmfcmmmtmnm«
bow 1 might want 10 use the language in the long ren.

-93-



57.
58.

59.

61.

63.

0.
n.

7.
74,
1s.
76.

8.

80.
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STRATEGY INVENTORY FOR LANGUAGE LEARNING

i Never or simost sever wue of me
Generally not wee of me
Somewhat wue of =
Genenally wue of me

v 8. Alwiys or almost always tree of me

QW N

(Wrise sswers on Worksheet)

I plan what | am goung 10 accomplish in language learning sach day or each week.

1 prepare for an upcomung language task (such as giving a talk i the new language) by
by considering the nature of the task, what | have 10 know, and my current language skills.

1 clearly idencify the purpose of the language sctivity; for mastance, ia a isiening wsk |
mught need o listen for the general ides or for specific facts.

1 wake responsidility for finding opportunities 10 practice the acw language.
1 actively look for peopie with whom | can speak the new language.

I 7y 10 notice my language ervars and find out the reasons for them.

| learn from my mistakes in using the new language.

| evaluaste the general progress | have made in leaming the lsnguage.

Ptk

1 ry 10 relax whenever | feel anxious about using the sew language.

| make encouraging staements 10 myself 30 that | will cominue 10 try hard and do my
best in language learning.

1 actively encourage myself 10 take wise risks in language learning, such as guessing
meanings or rying 10 speak. even though | mught make some mistakes.

1 give myself a angible reward when | have done something well in my language leaming.

1 pay stiention 10 physical signs of stress that migit affect my language leamning.

11eop a private diary or journal where | wrie my feelings sbout language learning.

1 talk w0 someone | rust about my mtitudes and feelings concerning the language leaming process.

B E

111 do not understand, | ask the speaker 10 slow down, repest, or clarify what was said.
1 agk ather peopie 10 verify that | have undersiood or said something correcyy.

1 azk other people w cosrect my pronunciation.

1 work with other language leamers 10 practice, review, or share information.

1 have a regular language learning parmer.

anlmm;ﬁmnmm.lnbhhhcmmvvhulmdhdp.

hcmmvnhwmnlhnwm Task questions in order 10 be as inrvolved ss possible snd
10 show | am interesied.

[y 10 learm about the culture of the place where the aew language is spoken.

lpydmlmﬂmnhhuﬂnﬂhhpd“mk-ﬁ“lh&nhumw



SILL Number ____

TRATEGC INVENTORY FOR LAN UAGE LEARNIN
Vers on 5. , C Rebecca xford. l 89

For English Speakers Learning a nQu Language.

1. Never or almost never true of me.
2. Generally not true of me.

3. Somewhat true of me.

4. Generally true of me.

5. Always or almost always true of me.

EXAMPLE
1. 12345

Part A
1. 123 4s 6. 1 2 3 45 11.
2. 123 4s 7. 123 as 12,
3. 1234c:s 8. 123 4s 13.
& 1.2 3 45 9. 1234 s .
5. 12 3 45 10. 123 45 15.
SM_____ /15 __

Part B
6. 12 3 4 5 2%, 12345 33.
7. 12 3 4 5 6. 123 4s M.
18. 12345 27. 123 4 s 35,
9. 123 45 8. 123 45 36,
2. 123 4s 29. 123 45 37.
2. 12 3 4 5 0. 1234°¢s 3s.
2. 12345 3. 1.2 3 4 5 39,
23, 12345 2. 12345 40.
4. 12345 3B. 123 4s
SM___ /25

N N NN N

NNNNNNNN

W W w w w

wuwuwuuu

& e e a0

...&h&.b
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SILL Number __

1. Never or almost never true of me.
2. Generally not true of me.

3. Somewhat true of me.

4. Generally true of me.

5. Always or almost always true of me.

| Part ¢

4. 1 2 3 4 5 4. 1 2 3 4 5 7. 1 2 3 &
2. 12 3 4 5 5. 1 2 3 4 5 8. 12 3 4
3. 1 2 3 45 6. 1 2 3 4 5
SUM /8= __

Part D
9. 1 23 45 5. 1 2 3 4 5 60. 1 2 3 4
50. 1 2 3 4 5 6. 1 2 3 4 5 61. 1 2 3 4
51. 1 2 3 4 5 57. 1 2 3 4 5 62. 1 2 3 4
52. 1 2 3 4 5 8. 1 2 3 4 5 63. 1 2 3 4
53. 12 3 4 5 59. 1 2 3 4 5 64. 1 2 3 4
54. 1. 2 3 4 5
SUM /16 =

Part E
65. 1 2 3 4 5 68. 1 2 3 4 5 7. 12 3 4
66. 1 2 3 4 5 69. 1 2 3 4 5 7M. 12 3 4
67. 1 2 3 4 5
SUM /1=

Part F
72. 12 3 45 75. 12 3 45 7. 12 3 4
73. 1.2 3 45 6. 12 3 4 5 79. 12 3 4
7. 1 2 3 4 5 7. 12 3 45 80. 1 2 3 4

SUM /9 =

" v 0 OV O
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CBacubo 8 MoMos, KOTOPYD BK MHS OKAGAAN, GANOAHMB ITY AHKeTY. 9Ta
FRPOPMAYHAS DOMOX T AYUIlNe MOHATH KaKHe CIOCOCH HIYeHHUS

HHOCTPRHHOT0 31K a Hay GoAee Qdex THEEM. —~ M“"“”’“?W Kalmuau.

JoMOAHKTeAbHNE AAHHNE XKaCAKI HeCH AHK €T O MOTOAHYOCX HX
NpHéMax B Ipoyecce HIYHOHHSA aEuIKa.

Coraacne

a, -, COTAaceH (corAacHa) y4acTBOBATH B
HCCA@ZOBAHHH, HAMPABACHHOM HA H3YeHHe HHAHBHAYAABHHX NPHEMOB
HOyYeHHA HHOCTPRHHOI O A3LK, [IPOBOAHMOM MHH3pBOR 3. KaASHAHAH.

Sl NOHMMAK, YTO HCCACACBAHHE NOZPASYMEBAET 3aANOAHEHHE AHKOTH ¢
BOlIPOCaMH 00 H3YY@HHH AGHKA H TeCT METOAHYOCKHX IIPHEMOB B
npoyecce H3YYeHHH S3HKa. BoaMOXHO, UTO B OyAylieM MmeHS elé pas
HOIPOCAT NOBTOPHTD TOT X TeCT. S NOHHMAI, WTO YeAb HCCA@AOBAHHA -
YGHABATh, KaK MH H3yYaeM POAHON H HHOCTPAHHNE A3HKH.

fl NOHKMA, YTO BOGMOXHLA AAA MEOHS PHCK, CRBASAHHKA ¢ HCCAe Z0BAHHEM,
HeBOABIIOR. YTOOH SANIOAHHTD aHKETY TpebyeTca NPHOAHRSUTOABHO Yac.

MeHs @BePUAH, UTO Bca HHPOPMAYHA ZaHA el MHOA COXPAHHTCH B TaRHe -
H, YTO AHVHOCTD BCOX YYACTHHKOB OyZeT HOH3BeCTHA.

1 NORAMA, YTO MOE€ YHACTHE A00POBOABHO CAEAAHO H, UTO A CMOT'Y
OTRaZATHCE OT SAMNOAHEHHS aHKETH B AGoe BpeMs

Al IpOMHTAA (2) H IOHHMAIO BHIIEH3AOK eHHY10 HHPOPMAIHIO H COrAaceH(a)

YRCTBOBATh B HCCAGAOBAHHH.

4aTa MIOAIIACH
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l. Roa 0O

ZIOAHHTeALHIE BOIIPOCH (AAS FOBOPAIPHX KA PYCCKOM A3IKKE)

2. ZaTa . 3. BospxT '4. Ho)\___.'

5. O6pagoBaHHe: NOAYEPKHHTE KOAHYECTEO AOT OOYUeHHA B |
CPeAHOR IIKOA® YHHBepPCHTOTe admpanType |
g 10 11 12 1234 1234«

6. Poarok momx— | 7. Ha xaxom gsixe Bu TOBOPHTS A0Ma?

8. KaxoR A3uK Bu H3yWaeTe Cefiyac HAH H3YAAH HeZaBHO?

9. ECAH BN HOY\AAH HHOCT PRHHL ASMX, YIOMAHYTHA B 8, TO CKOARKO BPOMEHH?
10. Bil I3YNAAR HHOCTDaHHKeO AGIKH, HOYIOMAEYTHe BN 87 Ja  HeT ‘l
11. Kax BH ZyMaeTe, BH CBOSOARO FOBOPHTE HA R3LK e, OTMOUYEHHOM B
NYHKT@ 8, DO CPABHEHHIO ¢ ADYTHMH CTYAHTAMH B Bames KAacce? (miGepéTe
OMMH OTBeT, NoxaAyAcTa) OTAHUEO  XOpomo  YAOBAeTBOPHTEAREO  I[IAcxo
12. Kax BH ZyMaeTe, BK CBOSOZHO FOBOPHTe HA ABMEK6, OTMEYOHHOM B

IIYHK Te 8, IO CPABHOHHIO ¢ HOCHT@ASAMHE 3TOr0 A3MKa?
OTAH4HO Xopomo YaoBA@TBOPHTEARHO [IAcxo
13 Kax BH CYUHTaeTe, BAXHO AH PASBUBATD CIIOCOSHOCTD FOBOPHTS HA ’ |

ABHKe, OTMEYOHHOM B NyHKTe 8?7 OWeHb BaXHO {BaXHO: HepaxHO
14 TodeMy BH XOTHTE H3YHaTh S3HK, OTMEYECHHNA B IYHKTe 87
(ToA4Ye PXHATE Boe NOAXOAAIHE OTHBOTH)
1) Y MeHZ eCTb HHTepeC K MNKY. | 2) Y MeHA eCTh HHTePec X XYALTYpe.
3) Y MeHA eCThb APYShbSE, KOTOPHe MOBOPAT HA 3TOM S3HKe.
4) HMsyuJeHHe 3TOro S8HKa HeoSXOAMMO O NporpaMme OSyWeHHS.
S) JHaHHe 3TOrv AWIKA HEOCXOMIMO AR NPOABHXEHUA N0 CAYX Ge.
6) S H3Y9aKw ITOT SBHX ¢ YeALD OYTEWeCTBRA
7) ECTb ZpyrEe NPUMHHM; OObACHETE X, NOXAAYACTA

15. BaM BP2BHTCA MOY\ATh HHCTOREHNE MKKE? |  Za |  HeT |

16. KaxoBa, Ha Balll BSTARZ, PACHHJA MEOXAY MO TOZAMH us?vemm
HHOCTPAHHKX ASHKOB B BaleR CTpase H B AMepuKe? 3Ta
PABHHYa MOX T GHTD OlJeHeHa BAMH MOAOXHTEAbH3,
OTPHJaTeAbH2 HAH, MOXeT ONTH, paGHHN HeT. BH He 3aMevaeTe
HHKAxofl pasHHYN. HamMumTe 0TBeT Ha OSPATHOR CTOPOHE AHCT3,

©CAH He XBATaeT MecCTa l1ech.
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METOZHYECKHE OPHEMH B IPOJECCE Y3NYEHUE FISHIKA
(MO ys)
BapmamT 7.0
P.Oxcpopx, 1989

YEASAHHA

STOT BapHAHT «MeToZNTeCXAX OpREMOB B mpojJecce HIYYeHAS
#0MK2a>» NpeAHAGHAYOH XAH HIy9YAOQPHX aHr AHACKHA XaK BTopoRt
HAH HHOCTPAHHME SGLK. Bam SyzeT OPeAAOXeH PAX YTBePX ACHREA,
KOocaDACA Npofecca HIYYeHHS aAHT ARACKOro AsNKa. Nox aAyficTa,
OPOTHTAATE XaX X0e H3 HHX. Ha oTAeAbHOR paboveft gopme
YXaXHTe Ball BapHAHT OTBeTa (IOCTaBhTe guipy 1,2,3, 4 BAE S),
KOTOpu#A oTpaxax OGN, B XaKoff CTENIeHHE To HAK HHO® YTBepX AeHHe®
BePHO IO OTHOIMEHHIO X BaM.

! - Huxoraa HAH MoYTH ERXOrZa HeBOPHO 10 OTHOMEHHD XO
MHe.

2 - OGWYHO HeBePHO NO OTHOWEHHED XO MHe.

3 - MBorza BepHO No oTEOmMeRED KXo MHe.

4 - OCLYHO BePHO MO OTHOMEHHED XO MHe.

5 - Bcerza HAR MouTH Beeraa BepHO N0 OTHOWEHHIO XO MHe.

«HHXOrZa HAR DOYTH HHXOrZa HeBepPHO IO OTHOWEHHM Ko MHe>»
O0HAYaeT, 9TO paccMaTPHBAGMO® FTBOPX AeHHe OYeHL peAKo
BepHO 110 OTHOMEHHD X BaM. .

«<OCNTHO HeBePHO N0 OTHOMEHHD KO MHe» OSHavaeT, YTo

paccMaTprBaeMoe yTBePX ZeHEe BepHO MeHee YeM B

«HHOT Za BepPHO 1O OTHOMEHHI X0 MHe» OSHaYaeT, YTo
YTBepX eHHe BepPHO NO OTHOWEHHD X Bay OPHMEPHO B

«<OCMYHO BepPHO N0 OTHOMEHHD KO MHE> OBHaYaeT, YTO
YTBepX ZeHHe BepHO .

«Bcerza HAR NOYTH BCerAa BepHO NO OTHOMEHHL XO MHE>> OSHavYaeT,
YTO yTBepX Z¢HH® BePHO IO OTHOWEHEX X BaM HOYTH.

Reerza

OTBeYafITe C YieTOM TOro, Xak TOYHO TO HAH HHOe yTBepX ZeHHe
OTpaxaeT palle NobeZeHHe. He HCXOZHTe H3 BAlIAX NPEeACTABACHAR o
TOM, KX BN ZOAXHN DOCTYNaTh HAR XaKk NOCTYHAOT ZRYIHE.
HuMefiTe B BHZY, 4TO H2 IpeAAAraeMue YTBePX A¢HHES He
CYWeCTBYeT NPABHABHAX HAH HeNPABHALHNX OTBeTOB. CBOR onos'm
OPOCTaBbTe Ha OTZeAbHOR pabovel gopMe. YOeARTeAbHaf NpockGa
He ZeAaTh HEXAXHX MOMETOX Ha CAMHX YTBepX ZeHHAX. OTBeHafiTe ¢
OpHeMAeMOR ARS BAC CXOPOCTLP, Ee ZoNycxad HeGpexHocTeR. Kax
OpPaBHAO, Ha Bce OTBeTH TpebyeTcs He Goxee 20-30 MHHYT.
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1. A1 cooTnOomYy cBOHM [IpeAlecTBYIOWHe SHAHKA ¢ HHjopMaHelt,
NoAy4YaeMoR B NIpolecce HIYYEHHA aHI AHACKOr'O A3MEKaA.

2. fl ECIOAB3Y10 HOBMeE AHIAHACKHe CAOBA B NpeAAOX eHHAX C JeALD
HX Xy4lllero 3alloMHHaEH4.

3. 51 cBA3KBa0 3ByYaHHe HOBOT'O aHI AHACKOrO CAOBA €
onpezeAeHHKM 06pa3OM HAH XapTHHOR, UTO IOMOraeT MHe
SalIOMEHTH 3TO CROBO.

4. 51 say4YHBalo HOBOe aHI AHACKO® CAOBO nyTeM MRCAEHHOro
[1peACTaBAGHHA CHTYaQHH, B KOTOPOR ZaHHOe CAOBO MOTAO
61 GHTh HCIIOAB3OBAHO.

5. 5l HCOOAB3YI0 PHIMU AAA 3AMOMHHAHKSE HOBLX AHTAHACKHX CXOB.

6. 51 HCIIOAB3YI0 KAPTOUKH ¢ HPXO H X PYIIEO HaNHCAHHMMHY HOBMMH
AHTAHACKHMH CAOBAMH, YTOOK 3ay9HTh 3TH CAOBA.

7. 51 MOTOPHO (TeXeCHO) MPOKI PHBaK HOBO® AHT AHACK O CROBO.

8. 51 4acTo NoBTOPAL NPORAZSHHMA MaTepHaA NO AHTAHACKOMY
ASNKY.

9. fl 3ay4YnBao HOBLe aHI'AHACKHe CAOBA HAH BHpaXeHHA OyTeM
SAIOMHHAHKA HX PACIOAOX CHHA HA CTPAHH[e, Z0CK® HAH
YAHYHOR BHBecke.

10. 1 HeCKOABXO pas MPOroBapHBAX HAHR NPOMHCKNBAK HOBME
AHrARACKHe CXOBaA.

11. 1 cTapalock FOBOPHTE KaK HOCHTOAH A3NKA.

12. 1 ynpaxXHALCh B AHT AHACKOM IPOHIHOMEHHH.

13. 1 HCIOAB3YI0 3HAKOMMe AHIAHACKHE CAOBA Pa3AHUHMMHE
cnocobaMH.

14.51 HRHEHHUPYIO Becell Ha AaHTAHACKOM A3NKe.

15. 51 cMOTpPIO TeAGBHAHORHMNe NepeJaYH HAH §HABMN Ha
AHTAHACKOM H3MKe.

16. 51 YATaK Ha ARTAHACKOM PaAR YAOBOABLCTBHA.

17. 5l NRIY 3aNKCKH, MHCbMA HAH ZOKAAAN HAa AaHMAHACKOM.

18. CHaqaAa g 6erxo nMpocMaTpHBAK aHIAHACKAA TeKCT, 3aTeM
BHEMATE@ABHO NPOYHTHBAK ero elé pas.

19. Al cTapapch OCHaPYXHTH B POZHOM A3KKe CAOBA, NOXOXHe Ha

, HOBHNe aHT AHACKHA CAOBA.

20. 51 cTapaioch HaATH YCTORYHBMeE (CTAaHAAPTHNE) KOHCTPYKJHE B
AHTAHACKOM ASNKeE.

2l. 51 BUACHAK 3HaYeHHe AR AHACKOro cAoBa, pa36uBaf ero Ha YacTH,
3HaYeHHe XOTOPNX MHe H3BeCTHO.

22. fl cTapapch He NePeBOAHTH CAOBO B CAOBO., MIPOYHTAHHOR RAR
[IPOCAYIIAHHOR Ha aHFAHACKOM H3KKe.

24. 1 cTapaloch yrazaTh SHaYeHHe HeSHAXOMMNX aHIHHACKHX CAOB.

25. Korza, Geceays Ha aHrAHACKOM A3NKe, A He Mory nozo6pats
HYXHOe CXA0BO, f HCIIOAB3YIO XeCTH.

26. 5l NpHAYMHUBal CAOBa, eCAH He Mory mozo6paTs HacToAer
AHI AHACKOro CAOBa.

27. 51 YHTa0 NO-aHrAHACKK He BUACHAA SHAYeHHA XaX ZOTr0
noflazawiferocs He3HaK OMOro CA0OBa.
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28. fl cTapapch yrazaTs, Geceays NO-aErAHACKH, YTO MOR
coBece AHHK coOHpPaeTCR CKA0ATS.

29. ECAHR 2 He MOT'Y N0A06paTh ART AHACKO® CAODO, £ HCHOXLOYD
CAOBO HAH BHPAXCHH® C TOM X0 CAMUM SHAYOHHOM.

30. S cTapancsy HCNOALEOBATS ANSYO BOSMOX HOCTS NPAKTEXOBATRCK
" B AaHTAHACEOM.

31. A saMeqaw CBOR OWHGKE B CTAPANCh HaberaTh HX B ZAALHeAmeM.

32. 1 o6paggar PHEMAHHS Ha ropOPKIPHX No-aBr AHACKE.

33. Al cTapawcs yIHaBATS 0 nyTAX GOAGe 3§§eX THRHOI'O HOYIOHHS
SONKa.

34. Al nAAHRPYD CBOE BpeMA TaKHM 06pasoM, YTOOK HMeTD
ZOCTATOYHO BPeMOHH AAS HOYWeHRA aHI AHACKOrO AINKA.

35. A1 cTapanch HAATH ADZeR, C KOTOPUME MOXHO OMAO O
nooSaThcs Ha ARr AHACKOM. |

36. A cTaparch YHTATS DO-aRTARACKHE XaXk MOXHO GOAbMe.

37. 1 CTABAD ACHMe B onpeseXeHHLU® JOXH B XeXe
YCOBePUICHCTBOBARESA CBOOTC AHT ARACKOTO.
38. 1 sabouych 0 CBOOM mporpecce B HONYOHHH SSMEKA.

39. A cTapapch HIGaBRTHCS OT CTpaxa HAH YYBCTBA HOAODKOCTH
nepea HCNOABIOBAHHOM AHIAHACKXOr'O S3MKA. !

40. Al sacTapAAD ce6R roBOPHTS OO-aHr AHACKH, Zax e Xoraa s Gopoch
AONYCTHTH OMHGKY.

41. 51 TeM HAH HEMM 08pasoM GogHar pax Zan ceSs sa ycuexn »
AHC AHACKOM SONXe@. ‘

42. 51 obpagjar PHEMAHH® H2 BOSHHKADIHe HaNpAX eHRe HAH ‘
HePBOIHOCTS B NPOfJecce HAYYOHHS ASKK e,

43. fl sanACHBA0 OTHOTH O CBOHX OyPeRHAX B ZHeBHHX HIY1eHRSA ,
A3MKa. ;

44. Al cTapancy noGece20BaTh ¢ XOM-AHBO O CBOHX OyjeBHAX, |
BOSHHXADQHX B OPOfJecce HIYUeHHe AINKA.

45. EcAH Geceays Ha aETAHACKOM, £ Qero-To He OOHEMAK, TO NIpomMy
cobeceZRHKA rOBOPHTS MeZACHHES® HAH OOBTOPHTH CXasSaRHOe.

46. 5l npomy roBopAPRX NO-aHr ARACKE HCOPAaBAATS OMECKH,
Z0NyCKaeMile MHOD IPH PaGroBope.

47. 5l YTPAXHADCH B AHTAHACKOM BMOCT® € APYTHEMHE HSYHADIIHMH

ASNK.

48. fl npomy o moMOYH ¢ AINKOM TOBOPAHAX NO-aHI'ARACKH.

49. fl saZap NO-aHrARACKH BONPOCH.

50. Al cTaparwch yeraTh NOSoALMIe O KYAbTYpPe aHIAOSSNYHNX CTPaH.



PABOYAS ¢OPMA AANAA OTBETOB Y HOACYETA OYKOB AN S MINUSA
Bepcra 7.0
P. Oxcyopx, 1989

OBPA3E[
P aKTHBHO HIJY BOSMOXHOCTH MOOSIIATLCH ¢ HOCHTeAAMH ASKKA.
Ha 3Toft cTpaHHfe NpocTo BOHWHTe ««X» B NpovepK moA
yTBepX ZeHHeM, KOTOpOe HARAYYMHAM 06pasoM ONMHCHBaET, YTO BN

PeaAbHO ZeRaeTe B HacToAWee BpeMA XacaTeAbHO H3YIeHHA
AHI AHACKOr'o A3NXa. '

HHxoraa B gexoM HHoraa B gerom Bceraa
HAHK [IOYTH HeBepPHO II0 BepHO IO BepHO IO HAH NOYTH
HHKOrZ2a OTHOWEHHX OTHOWEHHX OTHROMEHHD Bcerza
XO MHe X0 MHe XO MHe BepHO 1o

OTHOWIeHHD

X0 MHe

1 2 3 4 5

OTBeTHB Ha BHIle3aJaHHMMA BONPOC, BM JaMOAHHAHR ob6page]] oTBeTa.

Teneps Z0XAHTeCH CHTHaA2 NPeNOAABATOAS K IPOAOAX @HHIO
paboTH. OTBevaATe Ha BONPOCH SHCTPO, HO BAYMYHBO H aKXypaTHO.
HaunHad ¢ NyHXTa HOMep |, OTMeYaATe BAIR OTBOTH Ha paboden
gopme.
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Koa JdaTa

1. HoMepa npovepxoB (—__) COOTBeTCTBYIOT HoMepPaM YTBepX ZeHHR
B MIIIHA.

2.3anHmyTe Ball OTBET Ha XKaXANA NYHKT (3aNOAHRYTe KaxX ANA
npodepx OXROR H3 UH§P 1, 2, 3, 4 HAR 5).
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CYMMH: (He HyX HO NHCATh HHYETr0)
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APPENDIX C

RAW SCORES
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PartA PartB PartC PartD PartE PartF Total

RAW SCORES: ENGLISH VERSION

51
41
55
48
48
42
49
50
37

45
47
48
56
24
46
58
41
32
41
44
51
40
42
45
35
46
48
54
39
39
42
27
55
42
52

51
44
42
44
53

83
83
102
95
75
98
83
109
98

98
83
106
108
77
92
104
86
97
94
83
87
84
99
91
72
85
83
93
68
70
87
65
110
99
88

108

81
87
78
97

26
29
30
29
25
26
29
32
31

33
28
27
35
32
30
30
30
28
31
31
30
31
34
28
27
32
29
33
20
22
29
18
24
37
33

34
25
29
30
31

56
64
56
55
62
60
57
62
58

55
48
63
56
55
40
60
51
51
54
60
55
52
41
59
43
37
66
52
50
44
54
38
70
67
52

66
39
52
53
64

24
19
23
22
19
21
20
22
13

20
25
24
24
20
19
19
17
17
20
23
14
27
12
16
17
16
21
16
22
14
16
18
27
25
20

21
17
22
19
18

34
35
36
35
36
35
29
39
31

33
35
33
33
31
32
34
25
24
36
40
33
32
26
34
34
29
32
38
27
30
35
26
34
39
22

39
30
29
31
37

274
271
302
284
265
282
267
314
268

284
266
301
301
244
254
305
250
249
276
281
270
266
254
273
228
245
279
286
226
219
263
192
320
309
267

319
236
261
255
300
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(Raw Scores, English Version, continued)

Case PartA PartB PartC PartD PartE PartF Total
41 55 o8 31 66 23 37 310
42 61 102 33 75 29 37 337
43 41 99 34 51 26 33 284
44 44 61 23 51 20 32 231
45 36 99 34 41 17 32 259
46 44 96 33 56 18 28 275

47 52 86 32 49 20 26 265
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PartA PartB PartC PartD PartE PartF Total

RAW SCORES: RUSSIAN VERSION

12
30
27
24
30
31
31
30
30

30
26
30
30
31
25
32
30
32
32
13
24

31
35
40
31
33
24
29
26
17
32
29
24
36
27
34
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31
31
34

23
43
50
36
40
42
39
40
38

36
49
42
48
37
42
44
50
44
40
55
42

52
51
58
49
60
36
42
42
33
46
55
48
a4
40
49
44
45
43
46

9

26
26
20
20
28
28
24
27

20
21
17
26
17
25
22
22
22
22
13
18

22
23
29
22
26
18
26
24
19
24
23
18
16
16
29
28
20
20
21

18
40
37
24
33
39
39
32
33

36
36
37
32
34
40
36
36
36
36
39
36

39
36
44
39
a1
24
35
24
31
35
a1
36
36
34
39
36
36

36

43

9

14
21
18
20
24
24
19
23

16
18
18
24
13
27
24
20
24
22
18
20

12
19
30
10
18
12
18
18
14
17
14
18
18
12
23
19
24
24
15

12
23
24
20
20
23
23
24
23

24
23
21
29
20
28
24
24
24
24
29
24

22
27
30
30
29
16
25
16
30
24
25
22
18
20
28
24
29
30
27

83

176
185
142
163
187
184
169
174

162
173
165
189
152
188
182
182
182
176
167
164

178
191
231
183
207
142
170
150
144
178
187
166
168
149
202
182
185
184
186
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(Raw Scores, Russian Version, cont.)

Case PartA PartB PartC PartD PartE PartF Total
41 33 49 26 35 22 24 189
42 33 48 21 43 15 27 187
43 26 37 17 31 18 22 181
44 32 47 28 40 21 26 194
45 31 47 27 43 14 25 187
46 27 43 21 41 16 25 173

47 22 24 11 26 18 11 117



APPENDIX D

LANGUAGE LEARNING STRATEGIES



INDIRECT STRATEGIES
(Metacognitive, Aftective, and Social Strategies)

1. Overviewing and linking with already known material

A. Centering
your 2. Paying attention
learning
3. Delaying speech production to focus on listening
1. Finding out about language learmning
2. Organizing
|. Metacognitive : "
s"me::, B. Arranging and 3. Setting goals and objectives
plar:n:.nagm 4. identifying the purpose of a language task
you ™ (purposetul listening/reading/speaking/writing)
5. Planning for a language task
6. Seeking practice opportunities
C. Evaluating 1. Self-monitoring
your lawming 2. Seit-evaluating
1. Using progressive relaxation, deep breathing, or
meditation
A. Lowering
your 2. Using music
anxiety
3. Using laughter
1. Maki itive statements
Il. Affective B E _ ing positiv
i . Encouraging o .
strategies yourseft 2T risks wisely
3. Rewarding yourself
1. Listening to your body
C. Taking your 2. Using a checkiist
emotional
temperature 3. Writing a language leaming diary
4. Discussing your feelings with someone eise
A. Asking < 1. Asking for clarification or verification
2. Asking for correction
W. Social 1.C ing with
strategies B. Cooperating peer
with others 2. Cooperating with proficient users
of the new language
C. Empathizing 1. Developing cultural understanding
with others

2. Becoming aware of others' thoughts and feelings

*(ZZ-81°dd) cosnod AanqmaN :3IOX MON
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R , <1.Usingﬁnguasacduea
inteifigently 2. Using other clues

, 1. Switching to the mother tongue
{Ii. Compensation
strategies 2. Getting help

3. Using mime or gesture
B. Overcoming 4. Avoiding communication partiaity or totally

i

5. Selecting the topic

6. Adjusting or approximating the message
7. Coining words

8. Using a circumiocution or synonym

:
i




1. Memory
strategies

. Cognitive
strategies

DIRECT STRATEGIES
(Memory, Cognitive, and Compensation Strategies)

A. Creating
mental

linkages

B. Applying
images and
sounds

C. Reviewing well ——

>t

A. Practicing

B. Receiving and
sending messages

C. Analyzing and

D. Creating
input and output

1. Grouping
2. Associating/elaborating

3. Placing new words into a context

1. Using imagery

2. Semantic mapping

3. Using keywords
J.Rmﬁngm\dshmmry

1. Structured reviewing

1. Using physical response or sensation
2. Using mechanical techniques

1. Repeating

2. Formally practicing with sounds and writing systems
3. Recognizing and using formulas and patterns

4. Recombining

5. Practicing naturalistically

1. Getting the idea quickly
2. Using resources for receiving
and sending messages
1. Reasoning deductively
2. Analyzing expressions
3. Analyzing contrastively (across languages)
4. Translating
5. Transterring

1. Taking notes
2. Summarizing

3. Highlighting

-113-



	Language Learning Strategies of Russian-Speaking Adult ESL Learners
	Let us know how access to this document benefits you.
	Recommended Citation

	tmp.1552418525.pdf.liMt4

