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Hala buyimekte olan bir alan olarak dil 6grenme stratejileri Uzerine yapilan
aragtormalarn farkli ortamlan kapsayacak sekilde genigletilmesine ihtivag vardir. Bu alanda
yaplan Onceki arastirmalar incelendifinde arasgtirmalann cogunlugunun ikinci  dil
ortamlarinda (ESL) vapildigim ve buyik bir boliminin gengler ve yetiskinler iizefihgle
yapildigim goririiz. Buna bagh olarak gelistirilen strateji taksonomileri ve envanterleri
bahsedilen ortasm ve yas grubunu kapsamaktadir. Buna ek olarak, cocuklarla yiiriitillen
aragtirmalar tiim strateji tiirlerini ve tim dil becerilerini, kelime, dilbilgisi ve telaffuz dahil
olmak iizere, bunlan 6grenirken yararlamian strateji kullammlanm igerecek kadar kapsamh
degildir.

Dil 63renme stratejilerini igeren yazinda bazi noktalara el degmemistir ve bu noktalar
bu alanlara dogru aragtirmalan genislemeyi desteklemektedirler. Bu agidan bakildiginda bu
¢alisma yukanida bahsedilen konulara deginmeye cahsmaktadir.

Caligma Dbelirtilenden (ESL) farkli olarak yabanci dil ogrenme (EFL) ortaminda
gerceklegtirilmis ve birinci asama ve ikinci asama olarak adlandinfan iki bolimden
olusmaktadir. Birinci agamada c¢ocuklarin ne tir dil 6grenme stratejileri kullandiklarim

saptamak amaciyla veri toplanmustr. Bunu yaparken bir ok veri toplama tekniginden
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yararlamlnmstir. Veriler, yan kontrolti anket, goérev-tabanh goriigmeler, gorev sirasinda
gerceklestirilen Ogrenci gozlemleri, bu gorigsmelerde -tutulan alan notlar, okuma ve yﬁzma
becerileri icin yiksek sesle diigiinme protokolii, smf gozlemleri ve bir anketten elde edilen
sonuclara gore gerceklestirilen genel gorismeler yoluyla toplanmugtir. Ayrica veri toplanan
okullarda da cesitlilige gidilmistir. Birinci asamada Bursa’daki 6zel okullarda okuyan 54
liciincti, dordiinci ve beginci smf OFrencisi kullanmugtir. Birinci agamanin  sonunda
cocuklarin dil 6grenme stratejileri tespit ediimis ve Rebecca Oxford’un (1990) sinifflandirmas:
temel alinarak bir taksonomi gelistirilmistir.

Ikinci agamada, birinci asamada elde edilen bilgilerden yararlanarak ve Oxford’un dil
Ogrenme stratejileri taksonomisini temel almarak cocuklar i¢in bir dil 6grenme stratejileri
envanteri geligtirilmigtir. Oxford’un taksonomisinin segilmesinin nedeni su ana kadar
geligtirilmis en kapsamh smiflandirma olmasidir, ancak bu taksonomiye birinci agamanm
sonunda yer alan tiim yeni stratejiler ve strateji gruplan ekIeperek gelistirilen araca
konmustur. |

Envanter 402 dort ve besginci smif 6grencileri tizerinde denenmis ve on giin sonra ilk
uygulamada yer alan 45 odgrenciye tekrar uygulanmistir. Olgegin, goriiniis gecerligi, kapsam
gegerligi, vyapr gecerlifi (faktér analizi ile), Pearson Momentler Korelasybnu ile
gerceklestirilen test tekrar-test guivenirlifi, Cronbach Alpha kullamlarak yapilan i¢ giivenirligi
ve madde toplam korelasyonu hesaplanmusgtir. Anélizleﬁn sonunda 30 maddeden olusan ve

iiglii  likert olarak hazirlanan gegerli ve givenilir bir Olgege  ulagilmugtir.



ABSTRACT

As a still growing area, language learning strategies research (LLS) needs to expand
so that it covers different contexts and age groups. When previous research on the area is
investigated it is seen that most LLS research is conducted in ESL contexts and the majority
of this research looks into strategies of adolescents and adults. Consequently, strategy
taxonomies as well as the inventories developed so far comprise the context and age group
mentioned. In addition, research conducted with children is not comprehensive enough to
cover all strategy types and strategy use while performing all language skills including
vocabulary, grammar, and pronunciation.

There are certain points in LLS literature that remain untouched and encourage
expanding research. From this point of view, th:: current study attempts to address the issues
mentioned above by conducting a research especially designed to find out the language
learning strategies (LLS) of chiidren and investigating LLS more comprehensively without
selecting a certain type of strategy while performing a certain type of skill (for instance,
cognitive strategies used while reading). Moreover, the current research is conducted in an
EFL environment.

The study is conducted in an EFL confext. It is composed of two main phases. In the
first phase, data is collected from children to discover what kind of language learning
strategies they use. Methodological triangulation is used in the study, thus, data is collected
through, a semi—guided questionnaire, task-based interviews, observations during students’
task performance, field notes kept during task-based interviews, think - aloud protocols for

reading and writing skills, classtoom observations, and general interviews conducted
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according to the results of the semi-guided questionnaire. Triangulation in location is also
used, by collecting data from different schools. In the first phase, the subjects were 54 .third,
fourth and fifth grade students in private primary schools in Bursa. As a result of the first
phase of the study, children’s language learning strategies are identified and a taxonomy is
developed by taking Oxford’s (1990) classification as a basis.

In the second phase, by using the information gathered in the first phase and taking
Rebecca Oxford’s (1990) Language Learning Strategy taxonomy as a basis, an inventory for
language learning strategies of children is developed. The reason why Oxford’s taxonomy is
chosen is because it is the most comprehensive taxonomy developed so far. However, all of
the new strategies and strategy groups identified during the first phase were included in the
instrument.

The inventory is tested on 402 fourth and fifth grade students and it was re-tested on
45 students. The instrunie%lt was tested for face validity, content validity, construct validity
(by using factor analysis), iest-retest reliability (by using Pearson r Product-Moments
Correlation) and internal reliability (by using Cronbach’s Alpha), item-total correlations were |

also calculated. At the end of the analysis, a 30-item, 3-point likert scale, valid and reliable

inventory is developed.
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CHAPTER 1

INTRODUCTION

1.1. Background of the Study

Recently, steps are being taken by many countries such as Japan, Thailand,
Turkey etc. to introduce English as. a foreign or second language to students at an earlier
age or grade (Tucker, 2001). Teaching English as a foreign/second language (FL/SL) to
children has spread widely in the last decade, however, the topic is just beginnig to be
researched (Cameron, 2001). The increase in teaching English to young learners also
boosted undergraduate and graduate English Language Teaching (ELT) programs to
include courses about the subject, especially in countries that have a Foreign Language
(FL) context such as Turkey. In addition, the interest in teaching young learners has
showen up in master and Ph.D. theses increasingly each year [see, Vertag, (1985),
Koydemir, (2001); Acar, (2001); Kara, (2000)]. As stressed by Cameron (2001), this
rising interest makes it unavoidable to find out more about how children learn a FL/SL
and conduct research to see if theories are supported in real applications.

Rubin (1987) argues that almost simultaneous to the blast of methodologies
during the 70s and 80s, that enabled the teachers to select from various methods and
materials, interest in the learner himself/herself also grew and directed classroom focus
from teacher-centered approaches to student-centered ones. She further argues that
teachers are highly interested in learners’ taking charge of their learning and becoming

autonomous. One of the ways to enhance learner autonomy, to move towards self-



directed learning and to create student-centered learning environment is through the use
of language learning strategies (LLS).

Language learning strategies have been investigated since the late 70s and early
80s and started with the identification of LLS of good language learners. Tt has been
observed by many language educators that some learners become more successful in the
language learning process, whereas, others fail to reach such success. At this point,
Rubin (1987) mentions that the literature on LLS assumes that these successful learners
use particular cognitive and metacognitive behavior. Thus, their success is attributed to
the use of such cognitivé and metacognitive processes. The differences between learners
become clear when they share the same L1 background, learn the same target language
under the same circumstances and in the same context. It is thought that if the strategies
of successful language learners can be identified it would be possible to teach them to
less successful learners and thus, increase their learning outcomes.

Language learning strategies are oné;’ thing that all language learners, including
children, are assumed to use when learning a language other than their first (Strategies
used for native language learning is under the area of ‘Learning Strategies’). However,
research on language learning strategies have mostly focused on adolescents and adults
so far and little is known about the strategies of young learners. This might be due to the
fact that teaching a language other than the children’s first is relatively a new subject
especially in EFL contexts. Teaching a second language to children has been practiced
in countries such as the USA, Canada, and/or Australia due to their immigrant
populations. Hence, limited studies on children’s LLS focused on children in such ESL
contexts. The research mostly investigated the strategies of bilingual children and

children in immersion classrooms. The growing tendency to teach a foreign language to



children in countries having different L1 backgrounds is a triggering factor to
investigate language learning behaviors of children in such contexts.

When looking in general at research on children’s LLS, it is seen that there is not
a comprehensive study that covers all possible strategy types (memory, cognitive,
compensation, metacognitive, affective and social) and strategy sets under them. Nor is
there a study that looks at strategy use while integrating all language skills as well as
vocabulary, pronunciation, and grammar learning.

Furthermore, since the majority of LLS research has focused on learners in
adolescence and adulthood, strategy taxonomies developed so far cbncern only this age
group. Although it is possible thai children might use similar strategies as adults and
adolescents, we cannot presuppose that these strategies are also applicable to children.
This 1s because data for these taxonomies are collected from this age group (adults and
adolescents) (Taxonomies will be dealt with in more detail in Chapter I in section 2.5).
Therefore, there is also a need to develop a taxonomy for children with data gathered
from children. This would enable educators and researchers to identify the differences
between adults and children, which would enable mgthodologists as well as classroom
teachers to develop appropriate methodologies for their learner groups by becoming
aware of their capabilities and limitations, both cognitive and affective. Moreover, this
in turn will help develop more suitable strategy training.

Last but not least, in addition to the identification of LLS strategies of children it
is also important to develop an instrument to learn about children’s LLS in a more
practical, reliable and valid way. Although there is a complete inventory, Strategy
Inventory for Language Learning (SILL), that is frequently used with adolescents and

adults, it is not appropriate to use with children for two reasons: First, the language of



the inventory can be difficult for children to comprehend, even when translated and its
validity and reliability is measured. Second, the inventory is developed by using
previous data and research results, mostly conducted on older learners, and, hence
covers strategies used mostly by a specific age group. It is possible that children use
different strategies than those listed in the inventory and/or they may not use all strategy
types used by adults.

Due to these absences in the literature, this research focuses on language
learning strategies of children in an EFL context, identiffts their strategieé, finds
differences between adults and children in strategy use and develops a taxonomy of
strategies for children, and finally, the researcher will attemﬁt to develop a children’s
mventory of language learning strategies.

Before talking about which strategies children use when learning a language
other than their first, one needs to talk about how children learn in general, how they
learn a SL/FL, differences of children ﬁ"oén adults when learning a SL/FL, what their
characteristics are, what their learning strategies are and last but not least, what their
language learning strategies are and what previous research says about the LLS
taxonomy of adults and the inventories developed so far. These issues will be dealt with

in more detail in Chapter I1.

1.2. Statement of the Problem:
As it is seen, research in language learning strategies is not complete. Especially,
there is a considerable gap in studies concerning the language learning strategies of

children in EFL (English as a Foreign Language) contexts. Hsiao and Oxford (2002)



stress the importance of recognizing differences in SL and FL settings. In addition, in
their study Green and Oxford (1995) argue that the strategy use of students might vary
depending on their learning environments. A limited number of studies on bilingual
children, immersion and ESL contexts point to the need to extend strategy research to
young learners. Furthermore, the Strategy Inventory for Language Learning (SILL) is
developed for and tested on adolescents and adults and therefore may not be appropriate
for and applicable to children. To help children become aware of language learning
strategies, enable teachers to learn about their students’ strategy types, develop new
methodologies or adopt existing ones, aid young students to become autonomous and
self-directed learners, increase the number of strategies that are being preferred and
used by children, and implement strategy training, it is important to develop a strategy

inventory designed especially for children.

1.3. The Purpose of this Study:

For the reasons mentioned above, current research aims to, first, discover the
language learning strategies as well as the strategy preferences of children who are 9,
10, and 11 years old and in third, fourth and fifth grade at primary schools; second,
develop a strategy taxonomy for children, which will enable the researchers as well as
educators to compare strafegy taxonomies for adults and children; third, develop a
strategy inventory for children learning English as a foreign language by using the data
gathered from children in an EFL context and by incorporating necessary validity and
reliability tests that are absent or ignored in most inventories or questionnaires, except

SILL.



1.4. The Significance of the Study:

This study is unique in that it inquires into language learning strategies of young
learners as a whole without any specific concentration on a specific strategy type such
as memory, cognitive, compensation, metacognitive, social, and affective, or specific
strategy or strategies within a specific strategy set such as repeating and translating
strategies under cognitive strategies, nor is it limited to certain language skills (reading,
listening, ...). In addition, a taxonomy that consists of children’s LLS will be developed
as a result of data gathered from children. Taxonomy is the appropriate clustering of the
strategies found, into groups or sets. Development of such taxonomy will enable a
comparison of strategy use between adults and children. Furthermore, the current study
attempts to develop a valid and reliable language learning strategy inventory
specifically for children, due to the absence of such an instrument. Therefore, it is hoped
that the present study will fill the mentioned gap in the literature and contribute to

/
strategy research. L

1.5. Research Questions:

The study attempts to answer the following questions. The first phase of the
study addresses the issues in the first three questions, and the second phase seeks to
answer the last question.

1. What are the language learning strategies of children in the third, fourth and fifth
grades?
2. Does the LLS taxonomy for children differ from the one that was developed for

adults?



3. Do children use all strategy groups and sets mentioned in the literature?

4. Isit possible to develop a language learning strategy inventory for children?

1.6. Scope of the Study:

The results of the study are limited to the findings gathered from the subjects
who participated in the study and to the data collection methods used. The inventory has
beendesigned and used for students in EFL contexts and for curriculum that provides
the teaching of all language skills. Thus, it is not appropriate for schools Where students

are taught only grammar and vocabulary or reading and writing.



CHAPTER I

REVIEW OF LITERATURE

2.1. How Children Think and Learn?: Theories that Affect Language
Developmént:

How people think and learn greatly influenced educators in primary education.
Especially three theorists Piaget, Vygotsky, and Bruner are important to mention for
their views about children’s learning.

For Piaget, the child is an active learner who actively constructs meaning. He is
concerned with how the child functions in his/her environment and how his/her mental
development is influenced during the process. While interacting with tﬁe environment
and the world, the child tries to solve p;bblems that are posed by the environment. And
learning occurs by taking action to solve these problems. Problem-solving could either
be concrete such as feeding himself/herself or abstract, which would occur in the mind.
Accordingly, “thought is seen as deriving from action; action is internalized, or carried
out mentally in the imagination, and in this way thinking develops” (Cameron, 2001,
p. 3). According to Piaget, action is essential for cognitive development, not the first
language development, as Vygotsky argues.

The Piagetian viewpoint argues that “a child’s thinking develops as gradual
growth of knowledge and intellectual skills towards a final stage of formal, logical
thinking” (Cameron, 2001, p. 3). This gradual growth is explained through various

stages each of which is marked with a certain important change.



- Sensorimotor Period (0 - 2 years)
- Preoperational Period (2 - 7 years)
- Period of concrete operations (7 - 11 years)

- Period of formal operations (11 + years) (Dworvetzky, 1993)

Sensorimotor period :

At this period the child cannot fully develop object peMence, that is the
ability to identify an object, no matter if it is present or not. Piaget argued that the lack
of object permanence indicated a lack of mental representations. Thus, object
permanence is necessary for problem solving and internal thinking. The reason why this
period is named as sensorimotor is because at this period the child responds to what s/he
senses. This period is characterized by six stages;

Stage 1 (0 - 1 month): reflex activity

Stage 2 (1 - 4 months): self-investigation

Stage 3 (4 - 8 months): coordination and reaching out
Stage 4 (8 - 2 months): goal-directed behavior

Stage 5 (12 - 18 months): experimentation

Stage 6 (18 - 24 months): problem solving and mental combinations (Dworetzky, 1993)

Preoperational period:
Object permanence, which is the indicator of the development of thought draws

the line between sensorimotor and preoperational periods. The reason why the latter
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period is named as preoperational is because the child hasn’t yet acquired “the logical
operations or rules of thought characteristic of later periods of cognitive development”
(Dworetzky, 1993, p. 252). During this period, the child does not form his/her

conclusions upon his/her logical operations. This period consists of two stages:

Preconceptual stage (2 - 4 vears) : In the preconceptual stage symbolic functions
emerge, as well as syncretic and transductive reasoning and animism. Syncretic
reasoning is a method that preschoolers use to sort and classify objects. By using
transductive reasoning the child uses a single attribute of two objects to draw an
inference about the relationship of the two.

Intuitive stage (4 - 7 vears): The reason why this stage is referred to as intuitive is

because children at these ages tend to base their beliefs “on what they sense to be true”
(p. 253). The are not yet able to use logic or rational thought. Their reasoning is also

limited, because at this stage the child is egocentric.

/
2

The period of concrete operations:

During this period, having developed a logical understanding children are able to
solve problems by using logical rules. Still, the child is bound to what is concrete to
solve problems with logic. The abstract and hypothetical are not comprehensible
(Dworetzky, 1993). The beginning of concrete operations is marked with the onset of
conservation. Conservation is a principle that the mass, volume, and weight remain the
same even though there are differences in appearance. Conservation encompasses three
other concepts: Identitiy, decentration, and reversability. Identity is the fact that unless

something is added or taken away from a material the amount does not change no
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matter the form or the distribution. Decentration is the child’s ability to conserve, which
causes him/her to focus on more than one aspect. For instance, a child in the period of
concrete operations is able to understand that the amount of milk does not change when
it is poured from a glass to a plate. That is, he is able to decenter his attention from one
aspect of the changing situation. Reversibility is the ability to understand that a series of

actions done to an object can be reversed to bring the objects back to their original state.

The period of formal operations:

Children at this period can operate bevond the concrete and apply logical rules to
abstract concepts, “the ability to make complex deductions, analyze ways of reasoning,
and solve problems by systematically testing hypothetical solutions” are within the
ability of the md1v1dual (Dworeizky, 1993, p. 257). “... The Piagetian end-point of
development - thinking that can manipulate formal abstract categories using rules of
logic- is held to be unavailable to children before they reach 11 years of age or more.”
(Cameron, 2001, p. 3).

One deficiency of the Piagetian framework is that it neglects the social lives of
children. A child’s social interaction and communication with other people, both
children and adulté, is not the concern. Rather, the main concern is the child him/herself
in the world (Cameron, 2001).

For language learning, the major implication of Piaget’s theoretical view is that
the child constructs his/her knowledge while working in the environment, either with

objects or ideas. The child is an active sense-maker, learner and thinker. Yet, these are
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limited to the child’s experiences in the world. Thus, children’s responses to classroom

tasks and activities are dependent on these experiences (Cameron, 2001).

2.1.1. Comparison of the Work of Piaget with Vygotsky and Bruner:

Vygotsky differs from Piaget in the way that he gives importance to language
and the other people with whom the child interacts. His views of development focus on
the social aspect, which is why his theory is often labeled as “sociocultural theory”.
Vygotsky argues that both development and learning occur in a social context
(Cameron, 2001). According to him, at the early stages, talk has a regulative and
communicative function; later speech transforms the child’s thinking, learning, and
comprehension. It is an instrument that shapes thought. For Piaget, mental actions do
not derive from talk but from actiop (Brewster, 1991). “... for Piaget the child is an
active learner alone in a world of objeéts, for Vygotsky the child is an active learner in a
world full of other people” (Cameron, 2001, p. 6). With the help of a skilled person, a
child can understood and perform better. What a child does with the help of an adult,
but not alone, is called the “Zone of Proximal Development” (ZPD). The ZPD brings
another dimension to the meaning of inielligence. Vygotsky argued that it is better if
intelligence is measured by what a child can do in his Zone of Proximal Development,
(ZPD) that is, with the aid of a skilled person (Cameron, 2001).

In the classroom, the teacher is the skilled help for his/her studen;ps having
different ZPD’s. Each student can perform differently with the same help. For instance,
the teacher may be teaching the preposition “in” and gives an example; “My pencil case

is in the drawer”, then asks the class to practice with this new preposition. Some
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students may choose to repeat the example sentence, some may produce similar
sentences like “ My pencils are in my pencil case”, yet, some other may focus on his/her
pronunciation. Therefore, Vygotsky argued that it would be more useful to measure
ability and/or intelligence within the ZPD.

The dependence on others will gradually decrease and the individual will
become more independent and self-reliant. This shift from being interpersonal towards
being intrapersonal is referred to as the “internalizing process” (Cameron, 2001).

Under the influence of Vygotsky’s work, Bruner emphasizes the importance of
social interaction in the development of the language and leamning of children. Unlike
Piaget and Vygotsky, Bruner studied adult thinking and probiem solving before he
studied child development. Bruner followed the work of Vygotsky and supported the
idea that social experience is crucial in mental development. However, his view of the
relation of social experience to mental development differs from that of Vygotsky’s in
that Bruner not only emphasized the importance of the role of social interaction and
culture, but also biology and evolution, whereas, Vygotsky ignored biological effects. It
is argued that Bruner’s work and theory is between Piaget’s and Vygotsky’s. Similar to
Piaget, Bruner points out the importance of biological and evolutionary constraints in
human mental development. At the same time, his theory is in line with Vygotsky’s
theory about the importance of social interaction (Wood, 1988).

Both Bruner and Vygotsky stress language, communication and instruction in a
child’s development, and Bruner introduces a concept called Language Acquisition
Support System (LLASS). Accordingly, the development of language is dependent on a
child who has an innate ability for social interaction and language learning that is

activated by adult support (Brewster, 1991). “Talk that supports a child in carrying out
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an activity ... has been labeled scaffolding” (Cameron, 2001, p. 8). According to
Bruner, language is essential for cognitive growth. Adults help children solve problems
by mediating the world around them. Scaffolding is determined according to the needs
of the child, and necessary changes need to be made as the child’s competency
increases. Similarly, in the classroom, scaffolding shows itself in teacher-student talk.
According to Wood (1998), students’ learming can be scaffolded in different ways: First
of all, teachers can help children to focus their attention on the relevant aspects of the
task. There are several ways to do this: The teacher can suggest what to do, emphasize
crucial aspects, and/or provide activities that focus children’s attention. Second,
teachers can enable students to learn and use effective strategies by giving explicit
information about the organization of the task and encouraging rehearsal. Third,
teachers can aid children to remember the task and its goals by simply reminding them
about the task, modeling and having children do part-whole activities.

Another idea of Bruner’s thz;& is useful for language teaching is the notion of
“formats and routines”. Formats and routines allow scaffolding to happen. They
“combine the security of the familiar with the excitement of the new” (Cameron, 2001,
p. 9). Certain routines in teaching such as using certain prefabricated patterns in certain
situations enable scaffolding. Many classroom routines such as directives, are
frequently used before starting a task or activity. At the beginning levels, for example,
using directives like: “Open your books to page 10. Pick up your pens. Fill in the blanks
with the appropriate word....” provide good opportunities for language development.
As the language the teacher uses gets more complex, students continue to understand

with the help of the routine and the situation. Familiar experience that students are
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exposed since from the beginning, enable them to comprehend the new language and
“provide a space for language growth” (Cameron, 2001, p. 11).

The similarity between Bruner’s and Vygotsky views is the match between the
ZPD and this space for growth. It is believed that at some point the learner will become
more independent and grasp the language him/herself due to this space (Cameron,
2001).

Both Piaget and Bruner “emphasize the importance of action and prdblem-
solving in learning and believe that abstract thinking should grow out of and be
abstracted from material actions” (Brewster, 1991, p.2).

Several practices were derived from these theories such as;

1. Teacher autonomy,

2. Child-centered curriculum, which puts children’s interests into its center,

W

Individualized learning, which was hoped to enable learner autonomy and self- |
discipline,

4. Topic-based approach, which was derived from a child-centered curriculum,

5. A methodology that stresses the importance of learning by doing and problem-

solving (Brewster, 1991, p. 2).

These theories are also important in discussing and undertanding language
learning strategies, although they were put forward for first language learning.
According to Vygotsky, for instance, social interaction of the child with other people is
an important aspect of learning. The child cognitively develops within his/her ‘Zone of
Proximal Development’ and through scaffolding. The reflection of this theory can be
found in the use of social strategies. Interacting with other people to consolidate

knowledge, to ask for more explanation, to ask questions about an issue, and/or to seek
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cooperation of others while learning are examples .that reflect Vygotsky’s theory of
learning.

To give another example, Piaget sees learning as a problem solving process,
where the child is actively engaged in the process. All strategies cognitive,
metacognitive, compensation etc., are learners’ endeavours to learn another language,
which indicates active involvement.

In addition, Piaget’s stages of child development are important when working
with children. The current study benefited a great deal from the cognitive abilities of
children at certain stages when selecting the subject group and when designing data
collection methods with the chosen subject group. Therefore, the discussion of these
theories constitutes the backbone of the present research.

In light of these theories, the next section discusses issues concerning the
characteristics of children, their abilities and skills that serve as advantages or
disadvantages while learning a SL/F/L and differences between children and adults when

learning a SL/FL..

2.2. How Children Learn a Second/Foreign Language?: Advantages and
Disadvantages of being a Child

As with children acquiring their mother tongue, children learning a second or
foreign language make errors, which indicate that they are actively engaged in the
learning process. These errors are not something that educators should resist, since they
are the signs of an active process that is far from imitation. Furthermore, these errors are

signs of involvement in the operation of the language system. Moreover, they are clues
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for teachers to discover children’s ways of learning. One difference between children
acquiring their first language and those learning a second/foreign language is the fact
that the latter has already learned a language. This may have both advantages and
disadvantages. It could be beneficial because these children have experience in their
mother tongue, which also brings many other abilities that enable them to learn a
second/foreign language (Moon, 2000).

Some of these abilities and skills are mentioned in Halliwell, 1992 and Cameron,

2001:

1. Children have an ability to interpret the meaning of an utterance even when they
don’t understand the individual words in that utterance. They are actively
engaged in constructing the meaning.

Even when learning their mother tongue, children are able to understand what’s
said to them although they do not understand the individual words or phrases. They use
clues such as gestures, actions, stress, and intonation, and the situation to construct
meaning. When learning a second/foreign language they are already equipped with such
skills coming from their first language acquisition experience. Similarly, as in first
language acquisition, they do not always understand or find it difficult to comprehend
instructions and utterances directed to them. Yet, they can still grasp the meaning by
using their general ability to “read” the message. Also, children’s experiences énable
them to comprehend. However, they have limited world knowledge, hence it is
important for teachers to pay specific attention to tasks and activities in the classroom
and observe students’ responses. This way it is possible to create oppo;‘tunities for

children to expand their experiences and world knowledge.
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2. Children are creative and they use this skill to use their limited knowledge in a

second/foreign language in many creative ways.

Children are creative. By using their limited world knowledge they can produce
and create utterances not only in their mother tongue but also in their second/foreign
language. A two year-old Turkish child who said “geldim degil” is using his knowledge
about a negative word “degil” to make a positive sentence negative in his own creative
way of using his mother tongue. Similarly, a child learning a second/ foreign language
can make similar productions. For this to happen, teachers need to plan activities that
demand for real language use, not just repetitions of words and phrases. If children find
the need to communicate, there is no doubt that they will find creative ways to use the
target language and maybe even produce incorrect forms which are signs of active
involvement.

3. They mostly appreciate indirect learning.

Intuitively we know that cl;ildren at the primary level learn better if information
is introduced indirectly. Halliwell (1992) supports this intuition. She claims that the
capacity of primary school children is very limited when conscious leamning is
concerned. Contrary to their limited, or lack of capacity to learn directly, they are
greatly skilled in learning indirectly. In addition to games, tasks and activities that
require real life skills support children’s indirect learning capacity.

4. They like to have fun and enjoy even when they are 1éaming

It is no doubt that all children like to play and have fun. This general
characteristic of children can be used in the language classroom. Games are a precious

weapon to learn the target language since they create a realistic environment for
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language learning. Using the language for realistic purposes makes it more meaningful
and enhances learning.
5. They are imaginative.

When talking about reality and real language use, one should not forget that one
of children’s characteristics is the imagination itself. The language classroom needs to
benefit from the imaginative side of children to stimulate realiatic language use.

6. They like talking.

In most primary classrooms teachers spend a considerable amount of their
classroom time trying to keep silence by asking children to stop talking. However,
children love talking. This should not be something that language teachers try to prevent
but encourage, since to learn to use a language one needs to actually use it.

7. For language growth, children need to be given some space (through scaffolding
and routines.

For language growth and cognitive development children need space, which canb
be obtained through scaffolding and routines. Teachers need to aid children by pulling
their interest to the topic, simplifying the task or breaking it down into smaller parts,
preventing or controling their frustration, pointing out the important or necessary points
and keeping them on track. They also need to create and use routines to make children
feel safe and encourage them to move forward.

8. To notice and attend to important aspects of the language, children need skilled
guidance.

A child can best develop cognitively with the help of a skilled person, who is the
teacher in most of the case. This help can enable him/her to notice meaning that s/he

will not be able to understand by him/herself.
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9. They need social interaction for their language development.

It is equally important that the child is engaged in social interaction either with
the teacher or peers, because language development can be facilitated through social
mteraction. Games and activities also provide opportunities for social interaction that is
essential for language growth.

10. They learn when they experience new language.

Each child’s world knowledge and language develops within their ZPD. When
their expeniences increase their learning outcomes also increase. Therefore, it is of
utmost importance to provide children with a broad and rich learning environment.
Every child has a different ZPD. Within the same lesson, it is possible that all children
learn different things, depending upon what they find easy. Since the ZPD is not global
but individual, it becomes more important to provide a rich learning environment.

Aside from the advantages of knowing a first language before starting to learn a
second/foreign language there 15‘: also a major disadvantage It is the fact that the
knowledge of the first language may interfere with the knowledge of the second and at
certain times slow down the process. Therefore, it is important for teachers to find ways
to use the advantages and prevent the disadvantages by making observations while
children are engaged in the SL/FL. |

Children can learn a language other than their mother tongue in various
sitnations depending on the amount and type of exposure to the target language.
Undoubtedly a second language context, where the second language is the first language
(L1) of the community, is ideal as it provides many opportunities for the language
learner to hear and use the target language for natural reasons. However, the focus of

this thesis will be the foreign language in a formal environment such as schools. This
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brings many disadvantages. First of all, children in such contexts spent limited time on
the target language, which is mostly limited to exposure in the classroom. Secondly, as
opposed to children learning in a second language (SL) context, these children don’t
usually have a real purpose for learning the target language. Most of them do not need
to learn this additional language. Thirdly, these children, learning a foreign language in
schools, are exposed to controlled and limited input. Fourthly, many formal learning
environments focus on correctness and lose focus on meaningful interaction (Moon,
2000). In EFL environments, mostly it is the teachers’ responsibility to provide
opportunities for 'students to learn and provide “adequate” exposure to language. In
addition to providing opportunities for students to be exposed to the new language,
teachers also need to teach and/or exemplify the way to facilitate language learning,
Language learning strategies are one way to do this. Learning about their students’
current strategies and teaching new ones facilitates the process of teaching a
second/foreign language. Identifying learners’ learning strategies is one of the cruciail 4
points that need consideration. Although many researchers conducted surveys for this
purpose most of these instruments lack statistical analysis such as reliability and
validity. The one, which includes psychometric tests, is the Strategy Inventory for
Language Learning (SILL) that is going fo be dealt with in the following sections
(Oxford, 1990; Oxford & Crookall, 1989, Oxford & Burry-Stock, 1995). Since, this
instrument was developed by extensive literature review and used data gathered from
adults, 1t couldn’t be used with children.

In addition to being aware of the characteristics of children and how they learn,

it is also important to be aware of their differences from adolescents and adults. For an
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inventory designed and developed especially for children, it becomes essential to

become aware of these differences.

There is no doubt that teaching a foreign/second language to children is different

from teaching adolescents and adults. The differences are due to characteristics of

children. For example;

1.

2.

Children are more enthusiastic, active, and lively when compared to adults,
Pleasing the teacher is important for children, whereas, it is their peers for
adolescents,

They engage in an activity more quickly no matter if they understood why or
how,
Though they are enthusiastic, they lose concentration and motivation easily.
Children are a difficult group with which to talk about language by using a
language, that is they dqn’t have access to metalanguage as do older learners.

In contrast to adults, children are not usually inhibited when talking in a new
language,

This lack of embarrassment enables them to gain a native-like accent (Moon,

2000).

The information on how children learn and characteristics of children is crucial

when deciding on the appropriate ways of collecting data from children, developing

appropriate instruments for children and discussing the results of the present research.

Moreover, understanding the differences between adults and children will enable the

reader to compare the results of this study, which utilizes children, with similar ones

utilizing adults.
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Along with all the theories about how children think and learn, there is an
equally important issue which questions the appropriate age to start leamning or
acquiring a SL/FL. The Critical Period Hypothesis, which has boggled the minds of

many researchers, will be dealt with in the next section.

2.3. The Critical Period Hypothesis (CPH):

When talking about learning a second/foreign language in childhood, it is
indispensable to talk about the Critical Period Hypothesis (CPH). In recent second
language research, learners’ inability, beyond a certain age, to learn certain aspects of
the second language is considered to be a biological and developmental phenomenon.
The critical period hypothesis (CPH) attempts to offer an explanfion (Brown, 1980).

In most behavioral domains, competence is expected to increase over development,
whether gradually or in stages. However, in some domains, it has been suggestéﬁ
that competence does not monotonically increase with development, but rather
reaches its peak during a “critical period” which may be relatively early in life, and
then declines when this period is over (Johnson & Newport, 1989, p. 60).
For language acquisition, this critical period refers to a certain time when it is easy to
learn a language and during which the language acquisition process results in success
(Marinova-Todd, Marshall, and Snow, 2000).

According to the critical period hypothesis, which was first put forward for the
learning of the mother tongue, the language acquisition process must be completed
before puberty, for it is suggested that language does not develop fully until then.

Although the critical period was suggested for first language acquisition, the claim that
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the brain reaches its adult values at puberty and that there is a loss of brain plasﬁcity and
its reorganizational capacities, has made researchers undertake studies of second
language learning to investigate the effects of age. If there is a critical period, then it
must have a different characteristic when it is applied to second language learning
(Johnson & Newport, 1989). The Critical Period Hypothesis has been interpreted
wrongly in some cases, where it was assumed that by puberty you are “over the hill” to
learn a second language successfully (Brown, 1993). This interpretation constitutes the
strong version of the hypothesis. In other words, what the Critical Period Hypothesis
says, according to this version is that natural and complete acquisition of a language can
occur only between the years of two and puberty, and also that children and adults
acquire the language differently (Krashen, Sferlazza, Feldman, and Fathman, 1976).

In contrast to these claims, Krashen (1973) suggests that, lateralization of the
brain is complete before puberty, and therefore, it is “not a barrier to accent free second
language learning by adults” (p{‘"i 63). He argues that the lateralization process develops
during first language acquisition, as early as age five.

Krashen (1973) supports this idea by looking at the “reports of psychological
testing of children with unilateral brain damage” (p. 65). According to the results of the
previous studies he examined, unilateral brain damage causes the same results for
children and adults; “left lesions impair performance on verbal tests and do not affect
performance on spatial and configurational tests, while right sided lesions impair
performance on spatial and configurational tests and do not affect verbal scores” (p. 65).

Krashen (1973), also has looked at the results of dichotic listening, that is,
presenting subjects “with competing simultaneous auditory stimuli, one to each ear. In

right handed subjects the right ear generally excels for verbal material, reflecting left
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hemisphere specialization. The left ear excels for certain non-verbal stimuli, indicating
right hemisphere dominance” (p. 66). The Critical Period Hypothesis, that suggests
lateralization after puberty, says that, in dichotic listening the superiority of the right ear
would increase during childhood, and it would reflect the growing dominance of the left
hemisphere. On the contrary, the “lateralization-by-five hypothesis” claims that the
degree of superiority would not change afier the age of five. Krashen (1973), supports
this idea §vith his study where he tested children between the ages of four and nine. He
could neither find a significant change in the degree of lateralization, nor a right ear
advantage.

In light of these explanations, it can be assumed that the development of
lateralization is completed far before puberty. Therefore, it is possible to learn a second
language after puberty. However, at this time language learning might not be as rapid or
efficient as the acquisition of one’s native language. In addition to this, completion of
lateralization does not construct a barrier to the language learner (Krashen, 1973). | \

Brown (1980), brings out a different perspective to the critical period hypothesis,
which he calls “the optimal distance model”. Some researchers have based fheir
explanations on the optimal stage, or on the lateralization of brain functions, while
others have supported their hypotheses with cognitive and affective arguments. It was
then that the critical period hypothesis was extended to second language learning. Most
of us have observed that children can learn second languages more easily than aduits.
And most of us have assumed that adults are rather inefficient and unsuccessful when
compared to children (Brown, 1980).

As a result of the research on this area, cognitive and affective arguments are

found to be more convincing than physiological, brain-related arguments. However,
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both of these arguments agree that the ease or difficulty of learning a language, either
first or second, is age-related. Brown (1980) argues that if second, not foreign,
language acquisition, is occurring within the second language culture, “the critical
period hypothesis can achieve explanatory adequacy by including sociocultural factors
at play” (p. 158). He claims that such factors, no matter the person’s age, go through an
acculturation. If second language learning is happening in the second language culture,
it is very much related to culture learning.
The interaction of language and culture produces a syndrome which gives rise to a
certain stage during which language learning achieves an optimal level. At that
critical stage, adults and children, have an optimal chance to become fluent in the
second language (Brown, 1980, p. 158).
According to Brown (1980), there are four aspects of the optimal distance model:

1) Acculturation: He claims that there are four stages of the acculturation
process, that people face whiléfassimilating in a new culture:

a) Period of excitement and euphoria: this stage is a result of the new
environment.

b) Culture Shock: This stage occurs when the person becomes aware of the
cultural differences and sees these differences as a threat to his self and security. During
this stage the person looks for people from his culture to rely on. The result of this stage
may be the feelings of estrangement, frustration, homesickness, ... etc.

c) Gradual Recovery: At this stage the person solves some of his problems about
the new culture, and he becomes more empathetic, and starts to appreciate the

differences between his culture and the target language culture.
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d) Assimilation or Adaptation: This is a result of near or full recovery. The
person starts to build self-confidence in the new culture.

2) Anomie: As a result of learning a second language and being exposed to, or
living in the second language culture, people may have feelings, such as social
uncertainty or dissatisfaction.

3) Social Distance: “Social distance refers to the cognitive and affective

proximity of twe cultures which come into contact with an individual” (Brown, 1980, p.
158). Distance, here, represents the differences between the two cultures.

4) Perceived Social Distance: Each person perceives the same cultural

environment differently. Their perception is through the “filters of their own world”
(Brown, 1980, p. 160), so, no matter how biased their opinion may be, they act upon
their perception.

Brown (1980) claims that, the beginning of the third stage i theacmlturauon
process is the point when a person gains skillful fluency in a second language. Addltq
failure to synchronize linguistic and cultural development may result in a failure to learn
a second language in the second language culture. Since children do not have a culture
bound view, they do not have perspective filters like adults do, and, as a result, they can
pass through the acculturation process quickly, and consequently learn the language
more quickly.

The limitation of the optimal distance model is that, it is applicable to only target
language learning in the target language culture. According to the optimal distance
model the reason for adults’ experiencing difficulty may be the result of “inefficient

synchronization of acculturation and language development” (p. 162).
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“Second language learning primarily involves the acquisition of a new set of
realization rules by means of which the new language expresses underlying relations
and modes of the cognitive organization of a universal type” (Richards, 1975, p. 126).
Studies have shown that the rule-system of the language learner is not a result of
imitation. As understood from error analysis, the learner recreates the system of a
language for himself with the help of universal learning strategies. One of the universal
principles of child language learning, and an adult second language learning is their
tendency towards the simplification of the rules. That is, by applying them into
expanded areas, and by dropping rules where there is limited applicability (Richards,
1975).

Errors made by children leamning English as their second language, are
developmental, not interference errors as it was thought. In this sense, their errors are
similar to the errors of cljﬂdren who learn English as their mother tongue (Bailey,
Madden, and Krashen, 1974):

Depending on the recent studies that claimed that adults’ errors are mostly;

1) the same with the learners of different native languages,

2) considered false hypotheses about the second language.

Bailey et. al (1974) argues that adult target language learning has a natural sequence of
acquisition. Adults were compared with older children, whose ages are between five
and eight, in respect to their cognitive maturity. Consequently, the result of their study
shows that adults use similar strategies to those of children, when learning a second
language. Adults having different native languages made similar mistakes, which
proved that errors made while learning second languages are not always the result of

interference from the mother-tongue. They also claimed that the major source of errors
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are intralingual errors not interlanguage errors. Bailey et. al. (1974) concluded that no
significant change occurred in language learning strategies during puberty.

Krashen et. al. (1976) claims that when comparing children and aduits learning a
second language, adults seem to be more dependent on formal environments, which
indicates that children learn a second language more naturally. Generally, adults do not
reach the proficiency level of children, that is their learning is less “complete”. Recent
research indicates that most adult language errors are common to all adult learners even
those with different linguistic backgrounds.

The results of the study conducted by Krashen et. al. (1976) indicate that “child
and adult ESL learners do not differ significantly with respect to which aspects of
English grammar they find hard and which aspects they find easy” (p. 149). Both
children and adults learning ESL have “similar difficulty orderings in a spoken English
language proficiency test, and that this order is similar for learners with diﬂ'eregt first
languages and for learners exposed to different linguistic environments” (Krash&:; et.
al., 1976, p. 151). These findings imply, in contrast to some of the previous studies, that
puberty does not cause a big change in certain aspects of language acquisition. It is
possible that adults may have access to younger learners’ first and second language
acquisition strategies.

Snow (1983), also comparing adults and children, claims that older learners of
second languages are superior to younger ones. In her study, she tested 52 subjects
whose ages range between three and a half and fifty-five, and who are all English
speakers, learning Dﬁtch in Netherlands. The test results on communicative skill-story
comprehension and story telling do not show significant age differences. Moreover, she

claims that pronunciation showed the smallest effect between ages.
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However, when adults are compared with teenagers, it is observed that they
always scored worse. She ties this result up with several reasons that:

1) adults had less contact with native speakers, whereas, children had six hours
in school.

2) adults were usually in contact with English speakers. In addition, most of their
second language acquaintances spoke English well, whereas children played with Dutch
children who did not know English.

When testing phonological acquisition, it was found that children are not
superior to adulis in pronunciation either, and moreover, the so called “children
superiority” is not because they hear sounds better than adults. Snow (1983) agrees that
children learn more slowly, but they are able to catch up with adult learners, and even
surpass them in the long run. She points out the need to make a distinction in second
language acquisition:

It is clear, then, we musé“distinguish between two aspects of second language
acquisition when considering age differences - speed of acquisition, and ultimate
level of achievement. Child second language learners excel in the second aspect,
ultimate level of achievement, but adult second language learners excel in the first
aspect, speed of acquisition (Snow, 1983, p. 145).

According to Snow (1983), neurofinguistic explanations are not adequate to
prove the presumption that children are superior in second language learning.
Successful language learning is more a result of interaction with native speakers and
being unsuccessful is very much related to “social, cultural, or economic barriers to

contact with native speakers” (p. 146). Snow (1983) believes that adults are better



language learners, because they are also better in most of the other learning tasks, when
compared with children.

Fathman (1975), on the other hand, compares younger children with older
children. She conducted a study to see if there is a difference in the acquisition rate of
English grammatical structures among younger and older children, and she also looked
at the order of the acquisition of these structures.

The results showed that, the rate of learning changes with age; however, order of
acquisition did not differ among both groups. However, younger children, preteens,
achieved significantly higher ratings in pronunciation. According to Fathman (1975),
these differences may be a result of maturational, physiological, or environmental
factors. At this point she brings out another hypothesis;

There may actually be different critical periods which are optimal times for learning
different aspects of a second language. The preteen years may encompass a period
during which the ability to discriminate, to interpret or to imitate sounds is

manifested most fully; whereas, after puberty the ability to learn rules, to make
generalizations or to memorize patterns may be more fully developed (p. 251).

Since most of the studies on the Critical Period Hypothesis are not consistent
with each other, Krashen et. al. (1979) brings up a different argument. His claim is that,
there are three points where these studies are consistent:

1) Adults proceed through the early stages of syntactic and morphological
development

faster than children (where time and exposure are held constant);
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2) Older children acquire language faster than younger children (again, in early
stages of morphological and syntactic development where time and exposure are
held constant);

3) Acquirers who gain natural exposure to second languages during childhood
generally achieve higher second language proficiency than those beginning
language learning as adults (p. 573).

Krashen et. al. (1979) supports the idea that adults and older children are
generally faster in acquiring a second language than children “(older-is-better for rate of
acquisition)”, but children are superior in the ultimate attainment of second language
acquisition “(younger-is-better in the long run)” (p. 574). The best predictor of ultimate
attainment is the age of arrival in the target language speaking community. It has been
found that children become more proficient in second language proficiency, because of
their age of arrival, but after a certain period of time their length of residence do not
become a distinguishing faé:tor.

The studies concerning the adult/child differences are usually short term studies,
and such studies show that results are superior for children. The studies comparing older
and younger children are again short-term studies which show that if both groups are
exposed to second language for the same period of time, and in natural environments,
older children learn syntax and morphology faster. In addition, in formal environments,
when older children are comparéd with adults, it has been seen that older children
surpass adults in morphology and syntax in about a year. Other studies comparing
children, learning a second language in formal environments, show that those who
started school at a later age, caught up with the ones who started earlier (Krashen et. al,,

1979). This might be because younger learners acquire language at a much slower pace.
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Since older learners have more developed cognitive skills, they are able to catch up with
younger ones by learning fast.

In a recent article by Marinova-Todd et al. (2000) three misconceptions about
the relationship between the age of a language learner and the L2 learning is discussed
in their review of the literature. According to these researchers, first, it is misinterpreted
that the ultimate attainment is gained by children, since they learn quickly and easily.
They argue that, in fact, this is not the case and that literature shows examples of older
learners who learn more than younger learners when time is kept constant, and younger
learners actually learn more slowly and effortfully.

Second, the researchers claim that “neuroscientists have often comitted an error
of misattribution, assuming that differences in the location of tx%ro languages within the
brain in speed of processing account for differences in proficiency levels and explain
poorer performance of older learners” (p. 14). However, Marinova-Todd et al. (2000)
argue that available data is not adequate to guess the exact nature of brain mf;cigiomng
and language behavior.

Third, they claim that there is 2 misemphasis of unsucéessful older learners with
a nativelike proficiency ignored. As a result, Marinova-Todd et al. (2000) argue that age
of the learners is not the only factor that affects L2 proficiency. Social, psychological,
educational and similar factors affect proficiency, in addition to the learners’ age. It is at
this point that learning strategies deserve attention as well as other learner-related
factors to enhance FL learning success. Whether young learners have a disadvantage or
not in learning a FL, the possible negative effects of young age, formal learning
environments and/or foreign language learning contexts can be decreased by assessing

learners’ learning strategies and training them to use effective ones.



Thus, conflicting ideas about whether a critical period exists for SL/FL and
relatedly when to start foreign language education emphasize the importance of the
consideration of learner variables. According to Gardner (1997), these variables are
language aptitude, attitude towards learning a FL/SL, motivation of the learners,
language anxiety and, finally, language learning strategies.

All the issues mentioned so far such as child cognitive development, learning
characteristics of children, learning differences between adults and children, the right
age to start acquiring/learning a SL/FL are both directly and indirectly tied up with
learning strategies. The disadvantages of being a child learner or being in different
contexts such as a Second Language (SL) or Foreign Language (FL) context or the
difficulty of learning a language other than one’s native language can be facilitated by
thé use and teaching of learning strategies, which is the main concern of this study.

Thus, the following section will focus on learning strategies.

(
[

2.4. What are Learning Strategies?

Due to increasing attention on student-centered instruction and the student
\ himsel/herself, learning strategies have rapidly gained importance (Nyikos & Oxford,
1993). A strategy can be described as a mental procedure that is used to promote
learning and, which sometimes can be observed as an overt activity (Chamot & El-
Dinary, 1999). According to Boudah and O’Neil (1999) a learning strategy is “an
indivdual’s approach to complete a task” (p. 1). O’Malley and Chamot (1990), point to
the cognitive theory as the backbone of learning strategies. It is argued that due to the

shift from behaviorist to cognitive theories of learning, the interest in learning strategies
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naturally follows. Behaviorist theories are interested in how behavior is inﬂugnced by
input, whereas, cognitive theories are mostly concerned with the process of information
and how it is structured in memory. According to the cognitive theory, people process
information. For that reason, mental processes are individual’s thoughts in a cognitive
activity. Having the ability to consciously influence one’s own learning makes language
learning a cognitive process similar to learning other things (McLaughlin, 1978).
Weinstein and Mayer (1986) claim that how we perceive the teaching-learning
process has been changed by the cognitive approach. Accordingly;
2) Learning is an active process that happens within the learner and the learner can
inﬂuenée this process,
3) The type of information and how the learner processes this information
determines the outcome of learning.
They also suggest that there are two activities that have a role in information processing.
The first one is teaching strategies. These are determined by the way tl;eLJ teacher
chooses to present the material and when. The second one is learning strategies. These
are dependent on how the learner organizes, elaborates or makes predictions about the
material. The behaviorist approach has pulled the educators’ attention to teaching
strategies, whereas, the cognitive approach has focused on learner strategies. Weinstein
and Mayer (1986) propose a framework for the teaching and learning process. The
elements of this process include:
1) Teacher characteristics: This involves teachers’ knowledge about a topic and the
ways to teach it.

2) Teaching strategies: This involves what the teacher does while teaching.
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3) Learner characteristics: This involves students’ knowledge about the facts,
procedures, and strategies.

4) Learning strategies: These are behaviors that students engage in while learning.

5) Encoding process: These are internal cognitive processes that determine the
selection, organization and integration of knowledge.

6) Learning outcomes: These depend on teaching and learning strategies.

7) Performance: This is the evaluation of learning.

Certain strategies and methods can be made available to the learner through
learning strategy training, which in turn can affect the encoding process. Eventually,
this encoding process affects the learning outcome and performance.

Cognitive theory is in conflict with Krashen’s (1987) acquisition/learning theory
under the Monitor Hypothesis, where he argues that language can be acquired through
natural communication, but cannot be consciously learnt. Thus, this implies that
“conscious learning strétegies are not useful in the development of language” (Griffiths
and Parr, 2001, p. 249).

Weinstein and Mayer (1986) define leamning strategies as “behaviors and
thoughts that a learner engages in during learning and that are intended to influence the
learners’s encoding process” (p.315). Similarly, Oxford (1990) defines learning
strategies as “operations emploved by the learner to aid the acquisition, storage,
retrieval, and use of information” (p. 8). Basically, it can be said that strategies are
tactics that language learners use to understand input, learn new information in the
target language, keep it in mind and remember when needed. They are used to help the
learner in the learning process. Weinstein and Mayer (1986) argue that the goal of a

learning strategy might be to affect the way the learner “selects, acquires, organizes,
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integrates” (p. 315) new information or 1o affect motivational or affective states of the

learner. Some researchers such as Chamot and Kiipper (1989) refer to strategies as

techniques rather than tactics.

According to Wenden (1987), learner strategies can refer to:

. learners’ language learning behaviors,

learners’ knowledge about their own use of strategies, e.g. when writing a diary

or being interviewed about them,

. leamners’ knowledge about the aspects of their learning, not their strategies.

Also, Wenden (1987), identifies six features of strategies:

Strategies are actions and techniques used in specific learning tasks,

Some of these actions are observable and some are not,

Strategies are used in problematic conditions to react in case of a learning need,
Strategies can contribute to learning both directly and indirectly,

Although some strategies are conscious some of them become automatized,
They can change in time.

In addition to these characteristics, Oxford (1990), lists 12 features of language

learning strategies five of which are similiar to those of Wenden (1987). Other features

not metioned by Wenden are:

1.

2.

Strategies contribute to the achievement of communicative competence,

They enable learners to be self-directed,

They stretch teachers’ role in the classrooms,

Many aspects of the learner are involved in learning strategies in additiop to the

cognitive aspect,

. Tt is possible to teach strategies,
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6. They are flexible,

7. Various factors can influence strategies.

2.4.1. Language Learning Strategies Research:

Studies on language learning strategies have been popular for the last two
decades. Initial studies aimed to investigate the characteristics of the good language
learner and identify strategies that effective language leamners use while learning a
second language (O’Malley, Chamot, Stewner-Manzanares, Russo, and Kupper, 1985a;
Rubin, 1975; Rubin, 1987, O’Malley and Chamot, 1990). Research on the
characteristics of the good language learner originated from the thought that human’s
innate ability to learn/acquire their mother tongue seem to decline when learning a
second/foreign (SL/FL) language. Yet, there are many people who can achieve SL/FL
success when comparé‘d to others who cannot. Rubin (1975), refers to the former as
“successful learners” and the latter as “poorer learners”. Griffiths and Parr (2001) claim
that the differences in success rates of individuals can be the result of the use of various
strategies. that learners choose to use for different tasks. Rubin (1975), argues that if
more is learned about successful learners, it might be possible to teach their strategies to
poorer learners to increase their success level. By strategies she refers to techniques and
devices that can be used for the acquisition of knowledge. Accordingly, the good
language learner;

1. is a willing and accurate guesser,

2. has a strong desire to communicate, or to learn from communication,

3. is often not inhibited,
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4. is prepared to attend to form,

5. monitors his own speech and that of others,

6. attends to meaning (p. 45, 46, 47).

Following intervention studies conducted in first and second language contexts
aimed to teach effective learning strategies (Chamot & Kupper, 1989). Efforts to
identify the characteristics of the good language learner show that language learners
apply learning strategies and that it is possible to describe and classify these strategies
(O’Malley and Chamot, 1990).

Most of the strategy research has investigated learners beyond elementary
school. Data is gathered frbm adolescents and adults. Studies concerning the strategy
use of elementary school children mostly focus on strategy use in the learning of the
native language. It can be said that success has been achieved in studies where children
use L1 learning strategies (Chamot and El-Dinary, 1999). The rest of the research on
children’s language learning strategies either focuses on a single strategy tSzpe and/or
skill or tries to describe strategies used by bilingual children.

One such study that focuses on a single strategy use of children on a single
language skill is conducted by Padron and Waxman (1988). In their study the
researchers investigated the cognitive strategies of 82 Hispanic ESL learners in third,
fourth and fifth grades and how these effect their reading achievement. Students were
given a pre- and post-test consisting of a reading comprehension section of the
‘Stanford Diagnostic Reading Test’. Later they used a 14-item, three-point likert scale
‘Reading Strategy Questionnaire (RSQ)’, which had been formerly developed by the
researchers. The responses in the questionnaire were a) Always, b) Sometimes, or ¢)

Never. The items were read to the participants in order to prevent any interference due
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to students’ reading ability. The researchers used a stepwise multiple regression to
determine strategies that significantly predict students’ post-test achievement. The
results indicated that two strategies; ‘Thinking about something else while reading’ and
‘Saying the main idea over and over’ had a negative effect on students’ post-test
achievement. By looking at the results of this study, researchers claimed that for reading
comprehension, students’ cognitive strategies have predictive validity.

One important study conducted to identify language learning strategies of
bilingual children is the one by Purdie and Oliver (1999). The study was conducted on
58 successful language learners who are between 9-12 years of age in Australia. The
students represented three cultural groups: Asian, European and Arabic. The researchers
used a structured interview to collect data, which contained questions about students “1)
family, educational and cultural background; 2) attitude to English in the classroom, in
the playground, and at home; 3) English language efficacy beliefs; 4) use of language
learning strategies” (p/k 379).

In order to identify students’ attitudes towards English, students indicated how
they felt about English on a five-point likert scale. The scale was represented both
numerically (1 = very positive attitude; 5 = very negative attitude) and pictorially
(happy through sad faces).

Language efficacy questions were prepared for students to indicate how good
they thought they were in learning English. A three-point scale (1 = good, 2 = just okay,
3 = not very good) was used for this group of questions.

The language learning strategies section consisting of 38 items was revised after
it was tried on three groups of students similar to the subject group. The students were

asked to respond on a five-point likert scale both numerically (1 = always or almost
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always true for me; 5 = never or almost never true) and pictorially with the use of a
series of tricks and crosses. The researchers adopted Oxford’s classification procedure
without including a Managing Emotions (affective strategies) subscale. For the purpose
of comparison, the items were categorized according to O’Malley et al.’s classification
scheme (1985 a, b). Thus, O’Malley et al’s cognitive strategies are referred to and
detailed as Remembering Effectively, Using Mental Processes, and Compensating
strategies according to Oxford (1989). O’Malley et al.’s metacognitive strategies are the
Organising and Evaluating strategies of Oxford and lastly, O’Malley et al.s social
mediation strategies correspond to Oxford’s Learning with Others strategy. It is
important to note that the name of the strategy sets of Oxford (1989) are altered by
Oxford (1990) herself later in her book ‘Language Learning Strategies: What Every
Teacher Should Know’. Yet, the researchers preferred and used the names of the earlier
version of Oxford’s taxonomy.

Due to a small sample size, Purdie and Oliver (1999) did not use factor analysis,
instead they used MANOVA (Multivariate analyses of variance) on students’ answers
to strategy questions by taking four personal characteristics into consideration as
variables. These are: place of birth, culiural goup, whether studenté received ESL
instruction or not, and length of time in Australia.

The results showed no significant relation between strategy use and place of
birth, cultural group, and ESL instruction both in Oxford’s and O’Malley et al.’s
clagsification systems. The only significant relation was found in the lengthv of time in
Australia.

In addition, when relationship between language efficacy beliefs, attitudes to

English and language learning strategy use were considered, high intercorrelations
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Between all measures were found, the largest being (0.81) between cognitix./e and
metacognitive strategies. Deriving from this result, researchers claim that there is a lack
of differentiation between cognitive and metacognitive strategies. Also, social
mediation strategies were found to be highly correlated with cognitive (0.65) and
Metacognitive (0.61) strategies.

Attitude ratings were made according to three types as Academic Attitude ( in
the classroom), Social Attitude (on the playground) and Home Attitude (at home).
Accordingly, academic attitude was found to have a predictive power on language
learning strategies, as a result of T values in four of the five multiple regression
analyses. Yet, in the fifth regression equation writing efficacy, not academic attitude,
indicated predictive power, however, the researchers do not comment on the reasons.

Purdie and Oliver (1999) conclude that according to the broad classsfication
scheme of O’Malley et al. cognitive strategies were the most frequently used strategies.
When Oxford’s moé‘e detailed scheme was used compensating strategies were found to
be the most frequently used strategies among other cognitive strategies. Moreover, the
least used strategies were social strategies. Although cognitive and metacognitive
strategies were significantly related to students’ “feelings of language efficacy or to
their attitudes to English in the classroom or in the playground” (p. 384). Social
strategies were not significantly related to these factors.

One limitation of the study is that the data is collected only through a structured
interview. For results to be more generalizable, other ways of data collection should be
used along with the interview. In addition, as indicated by the researchers, lack of
differences between the groups of students when place of bmh, cultural background,

and previous ESL instruction might be due to the use of a broad classification scheme.
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Moreover, since the age group is young (9-12 years) the five-point likert scale used for
theidentification of strategies might not be appropriate. As slight differences are put in
responses, the child’s comprehension of these differences becomes questionable. It is a
possibility that some studenté did not understand slight meaning differences in the
responses and answered whatever they understood. Such a possibility lowers the
validity of the instrument as well as the credibility of the results. Also, although the
researchers argue that “there are psvchological and social differences between adults,
adolescents and children, [and claim that] ... they approach language learning in
different ways” (p. 377), their instrument is based on other instruments previously
developed by Oxford (1989) and O’Malley and Chamot (1990) that were developed for
adolescent and adult language learners.

Despite these limitations, the study is an important attempt to identify language
learning strategies of children. However, it stresses the importance of and need for
developing an appropriate language learning strategies mventory especially% for children,
which the current study attempts to do.

According to studies on children, it appears that when acquiring a second
language, children’s rate and level is influenced greatly by learning strategies. On the
other hand, during the acquisition of an L1, developmental and experiential factors have
a major influence (O’Malley & Chamot, 1990).

Nonetheless, there is a gap in the literature. Thus, Chamot and El-Dinary (1999)
take research on children’s language learning strategies one step further and
investigated learning strategies of children in immersion classes. In their study, which is
a part of a six-year longitudinal study, Chamot and El-Dinary (1999) try to identify

language lerning strategies of elementary school immersion students in reading and
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writing tasks, and they compare strategy use of more and less effective learners. The
study involves five French, three Spanish, and six Japanese immersion classrooms.
Students’ grade levels range from kindergarten to sixth grade, but not every level is
represented in the study since immersion teachers participated on a voluntary basis. All
but the two of the immersion teachers who participated in the study were native
speakers of the target language. The other two are referred to as near-native speakers.
The teachers were asked to rate their students’ target language proficiency individually
and independent from others as high, average, or low, by considering their expectations.

Although for the main (longitudinal) study the researchers used classroom
observation, teacher interviews, annual think-aloud protocols as well as questionnaires,
for this study they gathered data through think-aloud protocols from third, fourth and
fifth grade students. Think-aloud sessions were audio-taped and then transcribed.
Analysis of these transcripts indicated that children as young as first grade can describe
their thoughts in rii‘ch detail, which indicates the use of metacognitive strategies at an
early age.

Their results showed that “there were no statistically significant differences
between high- and low-rated students in overall measures of strategy use or
metacognitive awareness statements for either reading or writing” (p. 325). Significant
differences were found in the reading strategies of low and high students. The low
students used more phonetic decoding, whereas, high students used more background
knowledge strategies such as inferencing, predicting and elaborating. For the writing
skill no significant differences were found between high and low students.

When reading and writing skills were compared, it was found that students used

more strategies for reading than writing. In addition, cognitive strategies were preferred
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mostly for the reading skill, whereas, metaconitive strategies were preferred mostly for
the writing skill.

By looking at the think-aloud transcripts researchers claim that less successful
students tend to cling to ineffective straiegies, yet more effective students are more
flexible in their strategy choice.

Strategy research to date has shown that all language learners use some kinds of
strategies, yet the frequency, variety, and the choice of strategies show variation among
learners (Chamot and Kiipper, 1999). However, Purdie and Oliver (1999) cautions
practitioners when applying the results of language learning strategy‘research conducted
with adults and adolescents to children. Further, they argue that children differ from
adults and adolescents psychologically and socially as well as in their approach to
language learning. Consequently, it is necessary to extend strategy research to address
the issue of age (Oxford and Crookall, 1989; O’Malley and Chamot, 1290) and children
in different contexts. As it is seen, research on children’s LLS was mostfy conducted in
ESL contexts and/or with bilingual learners, in addition to L1 strategy use of children.
Research also indicates that studies used questionnaires and inventories previously
designed for adult and adolescent learners with few adaptations. If we talk about
differences between adults and children, it is important to use instruments developed
especially for children by data gathered from children themselves. Therefore, previous
research, and inadequate data collection instruments used in children’s strategy research
justifies the reasons for conducting the second phase of this study, which aims to
develop a LLS inventory for children.

Moreover, previous studies focused on single strategy type or strategies used

while learning a single skill. A more comprehensive study that investigates LLS without
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focusing on a single type or skill needs to be conducted. As a result of such study it
would be possible to see if children use differet strategies than adults and adolescents
and if they use all the strategy types mentioned in the literature. Consequently, this is
why the first phase of this study was conducted.

As seen from the literature, strategies of elementary school children were
investigated either in L1 or in formal ESL contexts, or they investigated a single
strategy use in one or two skills. There is a need for a more comprehensive study that
investigates all strategy types and their use in various skills. Hence, there is still a gap to
be filled. In addition, there is also a need for studies conducted in EFL contexts to
identify strategy use and strategy choices alternating according to the setting, culture,
and may be language background.

Before investigating strategies used by children, it is crucial to examine
taxonomies developed so far by data gathered from adolescents and adults. In the next

/

section the most ﬁnportant taxonomies developed to date will be examined.

2.5. Language Learning Taxonomies:

One of the most frequently used learning strategies taxonomy was developed by
Weinstein and Mayer (1986). Their taxonomy is not specific for language learning; yet
there are some overlaps with current language learning strategy taxonomies. The
taxonomy consists of eight categories.

1) Basic Rehearsal Strategies: Here, rehearsing refers to reciting or naming items

while learning. This group of strategies includes repeating the items in a list. By
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looking at the literature, Weinstein and Mayer argue that rehearsal strategies are
used more by children below the fourth grade to memorize new information.
Complex Rehearsal Strategies: This group of strategies includes strategies such
as underlining or highlighting important information, copying necessary parts of
a lesson and taking notes of selected parts.

Basic Elaboration Strategies: The main aim of this group of strategies is to build
internal associations. Therefore, strategies such as forming mental images or
producing sentences that connect two or more items are under this group. These
strategies can be used in paired-associate learning tasks such as learning new
vocabulary in the foreign language, serial list learning such as learning the
months of the year and, finally, free recall list learning such as learning the
names of body parts.

Complex Elaboration Strategies: The aim of this group of strategies is to
integrate new information with previous knowledge. Str/‘ategies include
summarizing, paraphrasing, generative note-taking, creating analysis.

Basic Organizational Strategies: Grouping or clustering new information to learn
and recall belongs to this group of strategies.

Complex Organizational Strategies: These strategies can be used to accomplish
two goals; first, to select necessary information to send to the working memory
and second; to build relationships among ideas that are currently in the working
memory. Outlining and organizing the new material are two strategies under this
group.

Comprehension Monitoring Strategies: These strategies require learners to

establish a learning goal and then assess whether these goals are met. In this



48

group, learners use strategies to check comprehension failures, such as self-

questioning using comprehension questions of a passage to check one’s own

understanding.

8) Affective Strategies: These strategies are the ones that are used to prevent
negative feelings towards the learning task or subject and reducing external
disracting factors. Some of these are strategies using thought stopping to prevent
fears and anxieties or studying in a calm quiet place.

Some of Weinstein and Mayer’s strategies overlap with those of Oxford’s
(1990). Overlappings will be shown in parantheses when discussing Oxford’s
taxonomy, which will be dealt with later in the section (p. 52-56). Aside from learning
about strategy taxonomies, various researchers have developed taxonomies for language
learning strategies. One of these is Rubin’s (1981; O’Malley et al. 1985a; and
O’Malley, Chamot, Stewner-Manzanares, Kupper, and Russo, 1985b) strategy
classification. At:cordingly, Rubin identified two primary categories: strategies that
affect learning directly and indirectly. Rubin’s classification of direct strategies includes
clarification/verification, monitoring, memorization, guessing/inductive inferencing,
deductive reasoning, and practice (0’Malley and Chamot, 1990). Indirect strategies are
creating opportunities for practice and production tricks. While producing her
classification scheme, Rubin used various data collection methods in various settings.
These methods include;

1. 50 hours of classroom observations,

2. Observation of a small group of students working on a strip-story,

3. Analysis of self-reports from a few students,

4. Analysis of daily journal entries (O’Malley and Chamot, 1990, p.3).



49

Another strategy classification was developed by Naiman, Frochlich, Stern, and

~ Todesco (1978). In this classification there are five categories of strategies and a few

sub-categories. These are:

1.

active task approach, which includes seeking learning opportunities and learning
environments, adding language leamning activities to a classroom program and
practicing;

realization of language as a system, which includes comparisons of L1 and 1.2,
analysis of the target language for the purpose of inferencing, and using the
system of the language;

realization of language as a means of communication and interaction, which
includes the emphasis of fluency over accuracy and seeking out opportunities to
commﬁnicate with L2 speakers;

management of affective demands, which includes ﬁnding out sociocultural
meanings and coping with affective factors in learning; and ﬁnalI/y |

monitoring L2 performance, which includes the revision of ‘the target language
system by inference testing and asking for feedback from native speakers.

Naiman et al. (1978) reached these results through interviews of 34 good

language learners and by using an earlier scheme developed by Stern (1975).

Another strategy classification was developed by Bialystok (1978), which was

born out of her model of second language learning. Accordingly, language learning

strategies indicate optional relationships between the elements of her model. Her

classification includes four categories: formal practicing, functional practicing,

inferencing, and monitoring. According to her model, learning strategies are defined as

“optional means for exploiting available information to improve competence in a
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second language” (Bialystok, 1978, p. 71). The type of knowledge necessary to
accomplish a task determines the type of strategy used by the learner. Accordingly,
- there are three types of knowledge: explicit, implicit, and general (referred to as other
knowledge). Implicit and general world knowledge is used for inferencing, implicit and
explicit linguistic knowledge is used for monitoring, formal and functional practicing. It
can be derived from this information that explicit instruction of strategies in formal
settings can add to implicit knowledge, which in turn affects students’ comprehension
and production in spontaneous language (O’Malley et al, 1985a). In this respect, this
model can be contrasted with Krashen’s acquisition and learning distinction in his
monitor model, where it is hypothesized that conscious learning cannot turn into
unconscious acquisiton. Hence, according to Krashen’s monitor model, it would be
useless to teach language learning strategies for language acquisition.

Carver (1984) also offers a taxonomy of learner strategies. The backbone of his
language learng'ihg strategies (LLS) taxonomy consists of the idea that “strategies arise
directly from learning styles and work habits, and so tend to be adventitious and
unplanned” (p.125). He further argues that learner strategies might be more effective
and satisfying if learning styles and work habits are directed by conscious plans.
Carver’s taxonomy consists of four major sets each having various strategies;

1. Strategies for coping with TL (target language) rules,
e Generalization,
¢ Transfer from L1,
s Simplification,
¢ Reinterpretation,

e Hypercorrection,
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¢ Elimination of register differences,

2. Strategies for receiving performance

e Inferring,
e Checking,
e Predicting,

o Identifying key terms,

y

3. Strategies for producing performance

e Repeating oneself,

Labeling discourse elements,
e Lifting elements of interlocutor’s language,
e Rehearsing before production,
e Monitoring reception of message,
e Using routines,

4. Strategies fo; organizing learning

e Repetition, .
e Cognition,
e Whole or part learning,
e Concentrated or paced learning,

O’Malley and Chamot (1990), grouped language learning strategies under three |
broad categories. Accordingly, the first group of strategies are metacognitive strategies,
which consist of seven strategies grouped under three strategy sets: planning,
monitoring and evaluation. Strategies that are listed under planning strategy set are:

advance organizers, directed attention, functional planning, selective attention, and self-
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management. The srategy under monitoring is: self-monitoring and, finally, evaluation
consists of strategy of the self-evaluation.

Cognitive strategies consist of fourteen strategies: resourcing, repetition,
grouping, deduction, imagery, auditory representation, keyword method, elaboration,
transfer, inferencing, note taking, summarizing, recombination, and translation. The last
group of strategies are social strategies named as social mediation or social affective
strategies. In this group there are two strategies: clarification questions and cooperation
(Chamot, 1993).

O’Malley and Chamot (1990) used a scheme previously developed by Brown
and Palincsar (1982), which consists of metacognitive and cognitive strategies. Social
strategies and around 14 more strategies were identified from the literature and added to
their strategy classification.

A more complicated and satisfactory strategy classification is\ developed by
Oxford (1990). Through an extensive review of the literature, Oxford (19§0) developed
a language learning strategy scheme that is the most appreciated and used so far. She
initially groups strategies under two main categories as direct and indirect strategies.
This broad categorization was also made earlier by Rubin (1981). Direct strategies are
those that involve the direct use of language as well as those that affect language
learning directly. Indirect strategies are not involved directly with language learning,
though they support it (Oxford, 1990; Hsiao and Oxford, 2002). Each major category
consists of three strategy groups: Memory, cognitive, and compensation strategies under
direct strategies and metacognitive, affective and social strategies under mdirect

strategies. These strategy groups are composed of 19 strategy sets. As a whole Oxford’s
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strategy system includes 62 strategies. Since this is the richest and the most detailed

sytem of categorization, the current study uses it as a basis.

It is crucial to define these strategy groups (memory, cognitive, compensation,

metacognitive, affective, and social) in order to comprehend the strategy classification.

1.

Memory Strategies: These are mnemonic devices that help learners store

information in the long-term memory and retrieve it when needed. The strategies

under this group enable the learner to keep and remember new information.

Strategy sets under this group are as follows:

Creating Mental Linkages (Basic Organizational Strategies that are
mentioned by Weinstein and Mayer mostly fall under this group)

Applying Images and Sounds (Weinstein and Mayer’s Basic Elaboration
Strategies mostly fall under this group)

Reviewing Well

Employing Action

Cognitive Strategies: This group of strategies helps the learner during the

comprehension and production of meaning in the new language. They are

directly in relation to the learning tasks. Strategy sets under this group are:

Practicing (Basic Rehearsal Strategies of Weinstein and Mayer are under this
set)

Receiving and Sending Messages

Analyzing and Reasoning

Creating Structure for Input and Output (Comiplex Rehearsal Strategies and
Complex Elaboration Strategies described by Weinstein and Mayer are

mostly under this set)



54

3. Compensation Strategies: These are techniques that learners make up for
missing or inadequate knowledge. With the use of these strategies the learners
manipulate the language for comprehension and production in spite of their
knowledge gaps by trying to make intelligent guesses, for instance. Formerly,
this group of strategies was referred to as communication strategies. Initial
studies on strategies started with the investigation of communication strategies.
Thus, research literature dealt with the issue comprehensively and taxonomies
were developed for this group of strategies. Due to the fact that communication
strategies pulled attention of the researchers for a long time and since it is very
much related to compensation strategies and the topic at hand, the next section
will review liferature on communication strategies. Strategy sets under
Compensation Strategies in Oxford’s classification scheme are:

- Guessing Intelligently
- Overcoming Limitaions in Speaking and Writing '

4. Metacognitive Strategies: Metacognition means beyond cognition. It refers to
learners’ knowledge about their cognitive processes as well as their ability to
control them (Weinstein & Mayer, 1986). Metacognitive knowledge refers to
what one knows about learning. It is “information learners acquire about their
learning” (Wenden, 1999, p.436). Metacognitive knowledge affects one’s
cognitive activities. When a learning task requires conscious thinking or when
the information is new or when the previous learning has been incorrect or
incomplete, learners may purposely use metacognitive knowledge.
Metacognitive knowledge and metacognitive strategies are parts of the notion of

‘metacognition’, vet they are two different concepts. Metacognitive strategies
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are learners’ actions that are beyond cognitive processes. They are skills that

learners use to manage, direct, and regulate their own learning. These strategies

help the learner in organizing their learning and while evaluating it, thus enable

coordination. Metacognitive strategies are used by learners who have awareness

about their thinking and learning. These include strategy sets such as:

- Centering Your Learning

- Arranging and Planning your Learning (Weinstein and Mayer’s Complex
Organizational Strategies correspond to this group of strategies)

- Evaluating Your Learning (Comprehension Monitoring Strategies as
described by Weinstein and Mayer are mostly under this set)

. Affective Strategies: ‘Aﬁ‘ect' is related to ones attitudes, motivations, and

emotions. These factors can be controlled and managed by affective strategies.

There are three strategy sets under this group:

- Lower%‘ng your Anxiety (Weinstein and Mayer’s affective strategies mostly
represent strategies under this set)

- Encouraging Yourself

- Taking Your Emotional Temperature

. Social Strategies: Since language is a social behavior that happens among peopie

either verbal or non-verbal, language learning itself is a social process, which

involves other people. Social strategies are ways to learn with others, for

example asking questions to the teacher or a peer, and working cooperatively

with other people are some of these social strategies. (Oxford, 1990; Ehrman &

Oxford, 1990). Three strategy sets under this group are:

- Asking Questions
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- Cooperating with Others

- Emphatizing with Others

2.5.1. Communication Strategies and Taxonomies:

Among these strategy sets the one that needs additional emphasis is
Compensation Strategies. In the literature, this group of strategies is formerly mentioned
as communication strategies. The notion of communication strategies first pulled the
interest of researchers in the early 1970s (Dérnyei and Scott, 1997). This ﬁse of interest
was due ‘to recognizing that there was a “mismatch between L2 speaker’s linguistic
resources and communicative intentions [which] leads to a number of systematic
language phenomena whose main function is to handle difficulties of breakdowns in
communication” (Domyei and Scott, 1997, p. 174).

Communication strategies (CS) were given various other names; 'such as ‘coping
strategies’by Savignon (1972), ‘strategies in interlanguage communication’ by Faerch
and Kasper (1983, 1984), and ‘strategic competence’ by Tarone and Yule (1989).
Though many researchers (Tarone, 1980; Faerch and Kasper, 1983, 1984; Vandergrift,
1997; Si-Qing, 1990; Bialystok, 1983) have investigated communication strategies,
there is no one accepted definition.

Although there are various definitions of communication strategies, Dornyei and
Scott (1997) pull our attention to two criteria that are mentioned consistently in the
literature: problem-orientedness and consciousness. In the first criteria “CS were seen as

language devices used to overcome communication problems related to interlanguage
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deficiencies” (p. 182). These devices can either be verbal or nonverbal. There are four
types of language problems that are handled by CS:
1. resource deficits: these are due to speakers insufficient or lack of knowledge that
prevent the verbalization of messages.
2. own-performance problems: due to realizing one’s incorrect or partly-correct
utterance using self-editing, self-repair mechanisms.
3. other-performance problems: due to lack of or incorrect understanding of the
interlocutor’s speech using meaning negotiation strategies.
4. processing-time pressure: due to the need for more time to process and plan their
speech using self-repetition, fillers, and hesitation devices.
The other defining criterion of CS is consciousness. This is an important criteria
considering the fact that strategies are conscious techniques that are used to accomplish

or reach a goal. Dornyei and Scott (1997) mention three aspects of consciousness in CS

{
research: b

1. Consciousness as awareness of the problem: This is being aware of and
distinguishing mistakes and conscious attempts of using erroneous forms, which
usually result from coining words (for instance, instead of crib saying baby bed)

2. Consciousness as intentionality. This set of strategies involves speakers’
awareness of the difficuty of the problem but use of unintentional filled pauses
such as ‘umming and erring’.

3. Consciousness as awareness of strategic language use. To provide mutual
understanding speakers use of stop gap devices such as literal translation.

Due to several definitions found in the literature, there are several taxonomies

related to them. Tarone (1980) and Faerch and Kasper’s (1984) taxonomies are worth
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mentioning. Tarone (1980) defines CS as “mutual attempts of two interlocutors to agree
on a meaning in situations where the requisite meaning structures do not seem to be
shared” (p. 20). This definition signals the importance of the negotiation of meaning
among two interlocuters. Therefore, her definition of CS has an interactional view.
Tarone (1980) also determines criteria for communication strategies. Accordingly;
1. A speaker desires to communicate meaning x to a listener
2. The speaker believes the linguistic or sociolinguistic structure desired to
communicate meaning X is unavailable or is not shared with the listener
3. The speaker chooses to:
a. avoid —not attempt to communicate meaning X or
b. .ﬁttempt alternate means to communicate meaning x. The speaker stops
trying alternatives when it seems clear to the speaker that there is shared
meaning.
By using these criteria Tarone forms her typology of CS, which is composed of
categories mentioned below:
Paraphrase
- Approximation
- Word Coinage

- Circumlocution

Transfer
- Literal Translation
- Language Switch

- Appeal for Assistance
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Avoidance
- Topic Avoidance

- Message Abandonment (p. 429)

In contrast to Tarone’s interactional definition of CS, Faerch and Kasper (1984)
bring a psycholinguistic definition, and they place “communication strategies within
underlying cognitive structures and regard them as a subclass of verbal plans” (p. 47).
Their definition is different from other verbal plans in that they consider two criteria
“problem orientedness” and “potential consciousness”, which were mentioned above.
Faerch and Kasper’s (1984) typology of CS in interlanguage production has two main
categories: Reduction and achievement. Accordingly, when speakers‘ face a
conununicationi‘“problem they can either adopt an avoidance or achievement behavior.
Thus, in the former, speakers can choose to avoid the topic, abandon the message or
replace the meaning. If they choose an achievement behavior, they can develop an
alternative plan to accomplish their initial communicative goal.

Reduction Strategies can be divided into two as;

1. Formal reduction (phonological, morphological, grammatical, ...)
2. Functional reduction (actional, prepositional, modal)

Achievement Strategies is initially divided into two:

1. Noncooperative Strategies: Speaker finds an alternative way to express the
communicative goal,

a) L1/L3-based strategies,
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b) IL-based strategies
¢) Nonlinguistic strategies
2. Cooperative strategies: Both interlocutors engage in problem - solving effort

a) Appeals

All strategy research makes some contribution to other theories and/or
methods of language learning or work along with them such as self-directed learning,
student-centered teaching, etc. with an exeption of Krashen’s Acquisition/Learning
theory within the Monitor Hypothesis. Similarly, Griffiths and Parr (2001) suggest that
LLS research cooperates with other theories of language learning and teaching as well
as various methods and approaches. To exemplify, the Grammar-Translation Method
takes its roots from the learning of vocabulary and grammar, which can be developed by
the use of memory and cognitive strategies. The same set of strategies “can be involved.
in the patterning of automatic responses, which are characteristic of the Audio-Lingual
Method, more effective” (p.249). Cognitive and metacognitive strateéies cover the issue
of learning from errors, which is derived from interlanguage theory. Compensation and
social strategies can have influence on and be used with the ‘Communicative
Competence Theory’ and the Communicative Language Teaching' Approach. Affective
strategies can be involved or assimilated in methods with a psychological focus such as
Suggestopedia. Deriving from the fact that LLS can go along with many theories and
methods, Griffiths and Parr (2001) argue that it “has the potential to be a valuable
component of contemporary eclectic syllabuses” (p.249).

As can be seen from the literature, strategy research can have positive influences

on classroom practices. Thus, it is necessary to identify language learning strategies of

our students to provide extra strategy training and to benefit from our students’current
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knowledge on strategies in our classrooms. This, again emphasizes the importance of
using LLS inventories appropriate for our learners. The next section will deal with LLS
inventories developed so far with a special focus on SILL, which is proved to be a
reliable and valid instrument and which is used by many researchers all around the

world.

2.6. Strategy Inventory for Language Learning (SILL):

There have been survey studies that attempt to learn the LLS use of students.
Yet, few of them have conducted reliability and validity studies. Some of them are
worth mentioning here.

Upon developing a four-part model related to the learning behaviors of students,
Bialystok (1978) surveyed high schools students learning French to test her model. The
model consistg of:

1. inferencing (guessing)

2. monitoring (noticing errors)

3. formal practicing (with the rules of the language) and

4. functional practicing (using the language)
Bialystok (1981) developed a 12-item, structured rating scale, which asks questions
about strategy use in oral and written communicative settings. Yet, neither the reliability
nor the validity of the data are reported for this instrument.

Similarly, Padron and Waxman (1988) developed a 14-item instrument with a
scale of 1-3 to investigate the reading strategies of 3"-5" grade ESL learners. This

instrument also lacks reliability and validity data.
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SILL is one of the instruments that was tested for its reliability and validity. For
validity it was factor analyzed. Factor analysis is a statistical procedure, which enables
the researcher to divide an instrument into subgroups that are called factors (Oxford and
Burry-Stock, 1995). For the factor analysis, data is gathered from a group of people in
order to find out sub-groups or factors that “explain the greatest amount of the reported
variability among the individuals” (Oxford and Crookall, 1989, p. 410)

SILL Version 7.0 for speakers of other languages learning English is a 50-item
instrument, which explores ESL/EFL learners’ use of strategies while learning a
language. On a five point likert scale learners are asked to indicate how true the
statement is for the respondent. Choices range from never or almost never true of me
and always or almost always true of me.

SILL has been widely used all around the world in universities, schools, and
government agencies (Oxford & Nyikos, 1989). Language leanﬁr{g strategies, that are
in the inventory, cover four basic skills: reading, writing, speaking,{\. and listening. The
strategy descriptions used in SILL are gathered from a taxonomy, which was based on
an extensive literature and research review and developed by Oxford, (1990).

The initial factor analytic study of SILL was done on 483 adults at the ‘Defense
Language Institute’ at Monterey and resulted in five primary factors and five subsidiary
factors. Accordingly,

1. general study habits (e.g. Previewing, using time well, self-evaluating)

2. functional or authentic language practice (e.g. seeking native speakers, initiating
conversations, going to movies)

3. searching for and communicating meaning (e.g. guessing the meaning,

analyzing words, using body language)
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studying or practicing the language independently (e.g. practicing rules
individually, using tape-recorder)
memory devices (e.g. remembering by location, making associations, using

rhymes)

Subsidiary factors;

L.

2.

compensation techniques,

formal rule-practicing,

metacognitive,

visualization,

formal model-building (Oxford and Crookall, 1989, p. 411)

A second factor analytic study was conducted on a total of 1,200 students’

learning five different languages (Frénch, Spanish, Italian, German and Russian). All

subjects were students at a university. Five factors appeared as a result of the analysis;

1.

2.

3.

forrn(ﬁl, rule-related practice,

functional, authentic language practice,

resourceful, independent language learning techniques, both mneumonic and
metacognitive,

general study habits,

elicitation of target language input from other people (Oxford and Crookall,
1989, p. 411).

The previous version of SILL consisted of 121 items. For this version, content,

concurrent, and construct validity were measured. Accordingly, two independent raters

matched the items with the comprehensive taxonomy mentioned above and the content

validitiy was found to be .95. Oxford & Nyikos (1989) argue that concurrent validity



64’

and to some degree construct validity, can be assumed. Their argument is supported by
their claim that “...strong relationships between SILL factors and self-ratings of
language proficiency and language motivation” (p. 292) were found in their study.
Furthermore, internal consistency reliability is measured by using Cronbach’s aipha and
found to be .96. Reliability was based on a sample of 1,200 university students.
Factor analysis of the 121-item version of the SILL revealed ten factors:
1. general learning strategies for reading and study,
2. authentic language use,
3. searching for and communicating meaning,
4. independent strategies, which can be used without involving anyone else,
5. memory strategies {mnemonics),
6. social strategies,
7. affective strategies,
8. self-management, &
9. wvisualisation strategies,
10. formal-model! building (Ehrman & Oxford, 1989, p. 3).
In another study, Oxford and Burry-Stock (1995) did the psychometric testing of
SILL by using data gathered from six countries (Puerto Rico, Taiwan, PR China, Japan,
Egypt, different universities in US). Reliability and the validity of the instrument
according to data coming from these countries were calculated.
Reliability is the degree of accuracy of scores. Cronbach Alpha was chosen to be
the most appropriate measure of internal consistency and used by the researchers.
Internal consistency reliability changed between .85 and .94 among these countries,

which can be considered high (Oxford and Burry-Stock, 1995).
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Validity tests whether an instrument measures what it is supposed to measure.
There are three types of validity. Content wvalidity requires the judgement of
professionals. This is also found high for SILL. A .99 agreement beween two strategy
experts was found when they matched the SILL items with a comprehensive language
learning strategy taxonomy.

Criterion-related validity determines if there is a relationship between a key
variable and other variables. Here key variable being a leaming strategy use and the
other variable being the language performance.

Predictive and concurrent validity, which are forms of criterion validity, shows
relationships between SILL and language performance.

Construct validity shows “how well a theoretical construct is measured” (Oxford
and Burry-Stqck, 1995, p.8). ANOVA (Analysis of variance) and MANOVA
(Multivariate analysis of variance) show construct validity on pre-established groups.
Factor ana:‘lysis and muitidimensional scaling are other ways to demonstrate the
dimensions of a theoretical construct (Oxford and Burry-Stock, 1995).

For six of the studies in six different countries principal components analysis
(Varimax solution) was used and 9 factors were found. Results from each country
showed that most of these factors are common. A total of 13 factors were identified;

1. Active language use,

2. Metacognitive planning,

3. Sensory memory strategies,
4. Affective and Social,

5. Affective strategies,

6. Reflection (analysis and anxiety),
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7. Formal oral practice,

8. Compensation and analysis,

9. Compensation in speaking,

10. Social strategies,

11. Sensory (visual) memory,

12. Attention to key details,

13. General memory strategies (p. 17).

As a result of SILL’s validity testing, different factorial groupings were found in
various studies. Thus, Hsiao and Oxford (2002) conducted a study to test construct
validity of SILL composed of the six strategy sets (memory, cognitive, compensation,
metacognitive, affective and social).

Hsiao and Oxford (2002) made a confirmatory factor analysis by using the
ESL/EFL version of SILL on 517 college EFL students. SEJL was translated into
Chinese and instead of original five-point likert scale, this time the students were asked
to mark their answers on an eight-point bipolar scale. The left side of the scale
indicating “never use it” and shown by number 1, the right side indicating “often use it”
and shown by number 8. The scale was then evenly divided between these two polars
having no descriptors.

For internal reliability Cronbach Alpha was found to be .94 for the whole
inventory and .75 for memory strategies, .84 for cognvitive‘ strategies, .69 for
compensation strategies, .86 for metacognitive strategies, .68 for affective strategies,
and .78 for social strategies.

According to Hsiao and Oxford (2002) SILL also performed well on the validity

test. After using chi-square difference tests it was argued that SILL possessed
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discriminant validity, which indicates that there are six types of language learning
strategies.

Analyses were made by using Confirmatory Factor Analysis (CFA), a statistical
method found in ‘SAS systems’s Covariance Analysis of Linear Structural Equations
(CALIS)’, and which is different from common exploratory factor analysis.

Hsiao and Oxford’s study compared rival models of strategy classification, such
as O’Malley and Chamot’s categorization of cognitive, metacognitive and
socioaffective strategies, Rubin and Oxford’s direct and indirect strategy dichotomy
versus Oxford’s six-factor (memory, cognitie, compensation, metacognitive, affective
and social) categorization. Their results indicated that Oxford’s “six-factor model
without the two higher-order strategy constructs”(p. 378) (direct and indirect strategies)

is more representative of learners’ strategy use when compared to other models.

2.7. The Importance of Studying Language Learning Strategies:

Although language learning strategies and learning strategies are widely
researched topics, some argue that strategy research is still in its infancy due to
conflicting results in various research (Skehan, 1989, Huang & Van Naerssen, 1987).
As mentioned before, initial studies on language learning strategies derived from
endeavors to investigate the good language learner. Some studies argue that good
language learners use strategies to aid them in gaining a better command of the
language (Naiman et al., 1978, and Rigney, 1978). Some other studies argue that
unsuccessful students rarely use strategies and have a small repertoire. Still, when these

students do use strategies, most of the time they choose inappropriate ones (Chamot &
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Kupper, 1989; Chamot, 1993). Whereas, some other studies such as the one conducted
by Vann and Abraham, (1990) argue that unsuccessful students are actually active
strategy users, yet sometimes they use their knowledge of strategies inappropriately.

| In addition to the conflicting results about the use of strategies by successful and
unsuccessful learners, there is one more issue that proves that language learning strategy
research is embryonic. This is the fact that most research has been conducted with
students above the elementary grades. Thus, they tried to explain language learning
strategies and their use according to adolescents and adults. This indicates a huge gap in
the literature in that strategy use and strategy type preferences of children at the

elementary grades need to be investigated.

2.7.1. The Importance of Studying Language Learning Strategies of Children:

Due to different learning characteristics and different ph§sica1 and psychological
development, it would be misleading to extend or adapt strategy research so that it
includes young learners. First of all, it is possible that children use different strategies
than adults ‘and/or adolescents. This variation could be in the number and the type of
strategies they use. Hence, it is indispensable to extend strategy research to find out any
possible differences and/or similarities between children and adults/adolescents in their
use of language learning strategies. Secondly, it is argued that language lear
strategies influence the rate and level of second language acquisition
(O’Malley & Chamot, 1990). If children can improve in their languas
it becomes beneficial to investigate their language learning str

use effective strategies to enhance their developmer
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equally important to identify the types of strategies that children prefer using to
_integrate strategy training into their learning. Finding out children’s strategies would
enable the teachers and educators to;

1. develop new methodologies or expand existing ones,

2. find effective ways of teaching,

3. understand children’s choice of strategies,

4. design lessons according to children’s needs,

5. implement strategy training and help them learn new and effective strategies,

6. create autonomous learners,

After clarifying the current place of strategy research in the literature and
indicating the need to stretch strategy reseach to SL/FL teaching of children, one needs
to mention the consequences of strategy use in learning. The major benefit of strategy
use is that it enables the students to become autonomous and self-directed. The relation

,

of learnihg strategies and autonomy, and the possibility of enabling children to be

autonomous will be dealt with in the following sections.

2.8. Autonomy and Language Learning Strategies:

One of the reasons that attention in learming strategies has grown due to
increasing interest in the student and student-centered models of teaching (Bayer, 1990;
Rubin, 1987). Placing the individual at the center of the teaching and learning process
supported studies in learner autonomy and self-directed learning (Oxford & Nyikos,
1989). Brookes and Grundy (1988) argue autonomy and individualisation are linked to

the concept of learner-centeredness. They further claim that as with the recognition of
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autonomy, learner centeredness and individualization become more important. As
opposed to ‘lock-step’ teaching, which is a characteristic of the audio-lingual approach,
individualisation accentuated the need for developing curricula that includes various
styles, abilities, and different learning rates. In the interim, the “Functional-Notional
Syllabus” emphasized the communicative needs of the learner in the language syllabus
rather than the structural analysis of L2, thus, maintained to be learner-centered (Broady
& Kenning, 1996).

The widespread practice of learner training in the 80s and 90s benefited from the
insights gained from strategy research. The link between learner autonomy and
language learning strategies is made explicit by Wenden (1991) in her book entitled
“Learner Strategies for Learner Autonomy” and by Oxford (1990) when discussing the
features of leaming strategies and metacognitive knowledge. Wenden (1999) draws
attention to the relationship between metacognitive ]movyledge and self-direction.
Learners’ knowledge about learning, affects two phases of self-/‘“direction, which are task
analysis and monitoring. Task analysis requires pre-task engagement planning. At this
point learners use their metacognitive knowledge. This knowledge is also involved in
monitoring. It constitutes a basis to follow one’s progress and provides internal

feedback.

Appropriate and effective use of learning strategies enhances learner autonomy
and self-directed learning since it encourages learners to become responsible for their
learning. Strategy training and strategy use gained importance to help students become
autonomous learners and reach satisfactory leamning outcomes (O’Malley & Chamot,
1990; Oxford, 1990; Wenden, 1986). Further, Chamot (1999) argues that skillful use of

language learning strategies will aid students in becoming more independent and
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confident. She also argues that once students became aware of the relationship between
strategy use and success they would become motivated in the learning process.
Autonomy, as a concept, first entered the language teaching field through a
project called “Council of Europe’s Modern Languages Project”, which was established
m 1971. As a positive outcome of the project, a center called “ Centre de Recherces et
d’Applications en Langues (CRAPEL)” was established. Yves Chalon who was the
founder of this center is considered to be the “father of autonomy in language learning”
(Benson, 2001, p. 8). Benson (2001) claims that:
Autonomy, or the capacity to take charge of one’s own learning, was seen as a
natural product of the practice of self-directed learning, or learning in which the
objectives, progress and evaluation of learning are determined by the learners
themselves (p. 8).

- Similarly, self-directed learning is defined by Cohen (1990, p. 10) as an
approaéh in which “learners make decisions, alone or with the help of others, about
what they need or want to know, how they will set objectives for learning, what
resources and strategies they will use, and how they will assess their progress”.
McDonough (2001) brings in a new terminology called “self-regulation”, which hasn’t
been used in the foreign language terminology, yet is related to more common concepts
such as self-directed learning, self-instruction or autonomy. Corno and Mandidach
(1983) define self-regulation as follows: “Self-regulated learning is an effort to deepen
and manipulate the associative network in a particular area (which is not necessarily
limited to academic content), and to monitor and improve that deepening process” (p.
95). Corno and Mandidach further argue that the cognitive and affective processes,

which are used to complete academic tasks successfully, are planned and monitored



through self-regulation.  Self-regulation can become automatic when these
metacognitive processes, planing and monitoring, are well developed.

The term self-directed learning, became popular during the 1980°s since it
emphasized autonomy. The term, covered “research on cognitive strategies,
metacognition, and motivation in one coherent construct that emphasized the interplay
among these forces” (Paris and Winograd, 2001 p. 4). Hsiao and Oxford (2002) argue
that self-regulation in psychology and autonomy in L2 are closely related. As with
psychologists, foreign language educators see language learning strategies as an integral
part of self-regulated or self-directed learning.

Hsiao and Oxford (2002) give a comprehensive definition for L2 autonomy by
combining earlier definitions found in the literature. Thus,

L2 learner autonomy: é) willingness to perform a language task with little or no
assistance, with flexibility according to situation, and ,\\vith transferability to other
contexts; and b) relevant action, including the use of. appropriate L2 learning

strategies for accomplishing the task (p. 369)

2.8.1. The Importance of Being Antonomous:

Autonomy comes from the Greek word autonomia, which is derived from the
combination of two word auto+nomos (law). Being a legal and political term The
Longman Dictionary of Contemporary English (2001) defines autonomy as “having the
power/freedom to govern a region, country etc. without being controlled by anyone
else”. Hence, autonomy refers to “the management of one’s own affairs as opposed to a

situation of dependence in which one is subjected to decisions and control by some
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outside body” (Broady & Kenning, 1996, p. 12). White (1995) defines autonomy in the
language learning context as “... an attitude on the part of the learner towards taking
control of the language learning process and assuming responsibility of the process” (p.
209). Similarly, Cotteral (1995), defines it as a “tactic” rather than an attitude to control
ones own learning. Finally, Henri Holec, who became the leader of CRAPEL (Cenire de
Recherces et d’Applications en Langues) after the early death of Yves Chalon in 1972
and who is a prominent person in the field of autonomy defines it as “the ability to take
charge of one’s learning” (Holec, 1981, p. 3). As seen from slightly different definitions
autonomy is considered as an attitude, ability or a tactic to control one’s own learning
and take the responsibility of it.

In this respect, an autonomous person is defined by Littlewood (1996), as “one
who has an independent capacity to make and carry out the choices which govern his or
her actions™ (p 428). He argues that this capacity consists of two elements: ability and
wil]ing{“‘ness, which also have two components. Ability depends on knowledge and skills
and willingness depends on motivation and confidence. For a truly autonomous person,
all of these four components should be present together. Being autonomous can be a
general capacity tOW;dI'dS various situations faced in life or towards a specific action
such as a learning activity. Candy (1988) combines these distinctions and points out the
fact that one superordinate goal of education is bringing up autonomous individuals.

So, why is it important to become autonomous, to take control and responsibility
of one’s learning? Dickinson, (1995) argues that when learners are actively and
independently engaged in their learning, not only their motivation for learning increases
but also as a consequence, their learning effectiveness will increase. In a study, Wang

and Peverly (1986) review the results of strategy research (not related to language
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learning) and conclude that: autonomous learners are potentially active and
independent. They can determine their goals and change in order to compensate their
learning needs. Such learners can use learning strategies and are able to monitor their
learning.

Most research in the field of autonomy focuses on autonomous adult learners,
for example, studies of Cotterall (1995), Wenden (1987), White (1995), and Yang
(1998). This raises a critical question for the present research: If language learning

strategies promote autonomy can children be autonomous?

2.8.2. Can Children Become Autonomous?:

Most of the research concerning autonomy and the relationship between
autonomy and learning strategies talked about autonomous adults. However, autonomy
starts developing in the early years of life. According to Erik Erikson, who is a
psychoanalyst with great influence on developmental psychology, a child develops
autonomy

. when they are taught how to master tasks or do things for themselves. This
teaches them that they are important and can manipulate their environment. Erikson
believes that children who are not encouraged to develop this self-confidence may
come to doubt themselves or be ashamed of their nability” (Dworetzky, 1993, p.
340).

Similar to children developing autonomy early in their lives as individuals, it is
possible that foreign language learners who are pre- adolescence can develop autonomy

when learning the target language. Children at an early age (between one and three)
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develop autonomy if they are ‘taught’ ways to accomplish tasks and do things for their
own benefit. Young learners of foreign languages can be taught to use language
learning strategies to become successful learners. As Erikson argues, encouragement
constitutes a crucial part of helping somebody to gain self-confidence. In early child
development this encouragement is given by the caretakers. But, in formal language
learning contexts it is the teacher who encourages the learners.

Chamot, El-Dinary, Robbins & Barnhardt (1999) support the idea that children
can also become autonomous. In a negotiated classroom the order of the work as well as
with whom it will be done are decided with the children, which contribute to the process
of children gaining autonomy. One way for this autonomy to develop is to let children
take responsibility in planning their learning. This gives the child an opportunity to
make choices and decisions when doing their work. Giving children opportunity to plan
their leamning motivates them during the language learning process. Hohmann et al,
(1973, p.62) claim that;

Children who are able to plan for themselves see that they can make things happen.
Children begin to view themselves as people who can decide and who can act on
their own decisions; they have some control over their own activities.

Teachers need to provide teacher-initiated and child-initiated activities, so that
children can choose which one to begin with and when they do it. At this point, it is
equally important that children know the time-scale for completion. Providing students
with this kind of control in their learning will encourage them to become autonomous,
since they learn that their thoughts are accounted for in planning and its action (Chamot

et al. 1999).
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In such learning environments it is important that the classroom is planned
appropriately and children are reminded about the location of materials that they are
going to use and that they need to return these materials when they are finished. It can
also be necessary to remind children about what is expected of them throughout the
course of the day. While doing their work, either teacher-initiated or child-initiated,
children need support and encouragement to extend their ideas (Hohmann et al. 1979).

After planning and doing the work, it is important to review what has been done.
This could be done by having conversations, either individually while the child is
working during the day or as a group while talking about what some children have done
during the day.

When necessary classroom conditions are provided and expectations are kept at
a high level, children demonstrate higher levels of independence. Planning, doing and
reviewing increase self-involvement and motivation (Chamot et al. 1999). Establishing
a negotiated classroom environment in general and ieeachilng language learning
strategies in detail are necessary components of foreign language learning classrooms
that encourage young learners to become autonomous. The notion of being autonomous
is, therefore, direcﬂy related to the topic of this research, since one way to make it

possible is to identify young learners’ language learning strategies and establish strategy

training.
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CHAPTER I

METHODOLOGY:

The methodology chapter of this thesis consists of three parts since the study
consists of two diﬂ‘érent phases, each of which has its own methodologies, as well as a
pilot study that was conducted to investigate the most efficient way(s) of data collection
from children and to identify the language learning strategies of fifth grade children.
The results of the pilot study enabled the researcher to design the methodology of the
first phase of the study. Thus, the reader will find three individual methodologies in this
section.

Though it will be dealt with in more detail in the following pages, the pilot study
airr{ied to identify efficient data collection techniques from children as well as language
learning strategies of children at the fifth grade to develop a general understanding
before conducting the first phase of the study. In accordance with the pilot study, the
first phase aimed to identify language learning strategies of children at third, fourth and
fifth grades by using the data collection techniques that are identified as more effective
during the pilot study. The results of the first phase of the study were used to form the
items of the children’s inventory for language learning strategies (CHILLS). Thus, the
second phase aimed to find out the validity and the reliability of the instrument.

There are various research perspectives and the current research uses all, either
during the first phase or the second phase or both. According to Marton (1981), a

distinction needs to be made when researching “what people do” and “what people
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perceive what they do”. This distinction points out the possible difference between what
people actually do and what they think they are doing. This distinction emphasizes a
variety in research perspectives. Marton calls the former as “first-order research” and
the latter as “second-order research”. He defines these two research perspectives as
follows:
In the first, and by far most commonly adopted perspective, we orient ourselves
towards the world and make statements about it. In the second perspective, we
orient ourselves towards people’s ideas about the world (or their experience of it).
Let us call the former first-order and the latter second-order perspectives” (Marton,
1981, p. 178).

However, one shouldn’t get the idea that the first-order equates being objective
and the second-order being subjective siﬁce they “are based on assigning meanings to
what is observed and experienced” (Freeman, 1998, p. 66). These two orientations
enable the researcher to organize his/her research questiéns and decide ways to collect
data to answer them. The pilot study used both first-order and second-order
perspectives, in other words, the research is concerned with what children actually do
when learning a foreign language and what they think they do.

Freeman (1998), states that data is information the researcher gathers from a
source. Data, itself, is not the answer to the question, but it provides the raw material
where one might find responses to research questions. Ways to collect data are
determined by the researcher’s question.

In order to get reliable results, the researcher may choose to use triangulation.

“In research, triangulation means including multiple sources of information or points of
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view on the phenomenon or question you are investigating” (Freeman, 1998, p. 96).

According to Freeman, there are five different types of triangulation:

L

Data triangulation: Several sources of data are used. Ex: Samples of students’
writing and both the researcher’s and the students’ views can be used.
Investigator triangulation: More than one researcher collects data.
Methodological triangulation: More than one method of data collection is used:
Triangulation in time and/or location: Collecting the same form of data at
various time and locations.

Theoretical triangulation: More than one perspective is used to analyze the data.
Ex: analyzing the same recording for student participation, topic, gender

differences in language use and so on.

The current research used methodological triangulation in addition to traingulation in

location.

/

b

Three points are essential in triangulation:
Triangulation is important when interpreting the data. It enables the researcher
to be more stable and confident during the interpretation process.

It highlights problems and anomalies.

. It is not linear but recursive. It can be done during the planning of the research,

while conducting the research and when analyzing the data. The researcher
needs to think about how to collect more and/or different data and find ways to

look the data differently (Freeman, 1998).
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3.1. First Phase
3.1.1. The Pilot Study:

3.1.1.1. Purpose of the Pilot Study:

It is a recent endeavor for many countries such as Turkey to teach English as a
foreign language to primary school children. Therefore, the subject of teaching a
foreign/second language to children requires knowledge of many areas such as methods
of second/foreign language teaching, the way children learn, developmental
- characteristics of children, both physical and psychological, and so on. A limited .
amount of research on children makes it necessary for language teachers to inquire
about their learner group and combine existing theory to new findings about children.
Although it seems necessary to learn about their student’s learning needs,
characten'stics,, and likes and dislikes, teachers mlight hesitate to collect such
information from children. This might be due to several reasons:

1. Children may react differently to various data collection methods due to their
age when compared with adults.

2. They can get bored easily and loose concentration during the data collection
process.

If they are not interested in what the researcher is doing and why they have to be

(93]

a part of it, they might refuse to contribute to the process.
4. Although it is a serious process, children may not think the same way or may not
be aware of its seriousness, and they might respond in ways other than the

researcher has expected.
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These and other possible drawbacks might cause teachers and researchers to
hesitate to éollect data from children. Yet, it is essential to find out the efficient methods
of data collection and to elicit necessary information on the language learning strategies
of children.

Hence, the pilot study is conducted to test the feasibility of data collection
methods, and to decide on the most effective ones to be used in the data collection
process of the first phase of the study. In addition, it aimed to identify the learning
strategies of 5th grade children in a private school in Bursa while learning a foreign

language.

3.1.1.1. Methodology of the Pilot Study:

The pilot study uses a methodological triangulation in order to get rich results.
As mentioned before, the purpose was to determine appropriate data coliection
tecniques that can be used with children and to identify the language learning strategies
of a specific group of children. Hence, it was necessary to collect detailed information
about how these children learn a foreign language. Since there was no single method
that proved to be useful when collecting data from children, it was decided to use
various data collection methods. Data for the pilot study of the first phase was collected
through language learner diaries, task-based interviews, a questionnaire and classroom
observations. The variety in data collection methods enables one to receive both first-
order and second-order perspectives. Through observation, it was possible to see what
children actually do while learning. Of course, the results of this method are limited to

only those strategies that are observable. Other data collection methods such as diaries,
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task-based interviews and semi-controlled, open-ended questionnaire were used to elicit
non-observable strategies.

Collecting data from verbal reports, such as diaries and interviews, is said to be
beneficial since they provide direct evidence about invisible processes. In addition, they
provide rich data and enable the researcher to explore and identify cognitive processes.
However, they also have a disadvantage in that they provide information about
strategies that learners’ are cognitively aware of (Hayes and Flower, 1983).

Unlike through observation, through interviews it is possible to gather
information from personal insights. Yet, the disadvantage of interviews is that a
considerable amount of time is needed on the part of teachers and students.

Similar to interviews, diaries also provide the researcher with rich data, yet, they
also require a lot of time for the researcher. In addition, due to their open-ended nature,
direct comparisons between students are not possible.(Oxford and Burry-Stock, 1995).

Verbal reports can also be gathered by retrosp(}éctive methods. Retrospection is
done after the investigated event has taken place. This type of data collection also has
its drawbacks. First, the fact that there is a certain amount of time between the event and
the reporting may result in unreliable data. Second, it is also possible that if subjects are
informed that they are going to provide a retrospective account, their task performance.
might be influenced (Nunan, 1986). Reliability of retrospective data collection can be
enhanced if retrospection is done right after the event has occurred. In addition, it is also
beneficial not to inform the subjects that they will be asked to retrospect afterwards.
Other crucial points are to prevent researcher bias and to ensure subjects do not to make
inferences. It is also argued that if sufficient contextual information is given to the

subjects, the reliability of the research will also increase (Nunan, 1986).
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In the pilot study, task-based interviews are conducted retrospectively. Students
were asked to report immediately after they finished the task. Thus, they did not have to
recall what they had done by listening to a tape, which is why task-based interviews in
this study were not stimulated recalls. As Nunan suggested, these interviews were
conducted right after the students finished the task without a break. By doing this, the
reliability of the method should be greater.

Observations are also a frequently used technique in identifying strategies.
However, they have more important drawbacks than verba.l learner reports. Firstly, it is
difficult to gather accurate insights on learners’ conscious thought processes. Secondly,
and maybe most importantly, one can only gather data on the visible aspects of learning
strategies. Observations do not provide information about the feelings of learners, their
thinking or mental strategies (Cohen, 1987; Oxford and Burry-Stock (1995). Also,
_according to Oxford (1990), “Classroom observations proved to be the least useful of
{‘*‘these methods [interviews, diaries, observations] for identifying strategies” (p.3).

In this study, the observation technique wés also used to support the wﬁﬁen data
gathered from children through diary keeping. Since the selected group of learners is
YOung, it is possible that they might be unaware or not conscious about the strategies
they use while leéming English. However, it is known that through observation
observable features, thai: is the visible movements such as speaking, asking questions,
cooperating with peers, etc, can be noted. This technique is used to see if any additional
strategies are being used by children that they are not cognitively aware of and hence do

not mention in their diaries.



34

3.1.1.2.1. Subjects:
The study is conducted in a private primary school in Bursa. Fourtyone, 5t

grade children, in two different classes, participated in the study.

3.1.1.2.2. Instruments:

Methodological triangulation is used in the study. That is, multiple methods
were used to gather information. To collect data, students were handed out semi-guided
sheets for diary keeping (see Appendix 7). In order to get appropriate answers, some
questions written on these sheets attempted to focus students. In this way learners were
guided to write about specific issues that might direct them to use strategies.

The second instrument was a checklist that was used during classroom
observations (see Appendix 5) and prepared by.the researcher. This checklist was
developed by investigating the observable strategiies that are found in Oxford’s
taxonomy (1990) and listing them. Also, a space is provided for the obserizer, in this
case the researcher herself, to note down any additional strategies that are observed, but
not found among the items.

Thirdly, a semi-guided questionnaire (see Appendix 6) was developed and used
by the researcher that aims to collect information about strategies that learners use
during all four language skills (reading, writing, Iistening, and speaking) as well as
vocabulary, pronunciation and grammar. Without giving out strategies it is tried to get
answers to specific questions for each skill were elicited. The questions asked about
tactics that children use before, during, and after they perform a skill. In addition to

questions such as “What do you do before reading a passage in English?” or “What do
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you do while you are reading a passage in English?”, there were also two general
questions such as “What do you do, in general, to learn and understand English?”

Lastly, task-based interviews (see Appendices 1A, 1B, and 1C) were conducted
directly after students completed a task, prepared by the researcher. Students were asked

about their tactics during a reading, listening, writing, and speaking task.

3.1.1.2.3. Procedure:

The initial group of data was gathered through diary keeping. Only one class (21
students) participated in the diary keeping. At {he beginning, the researcher discussed
and shared opinions with children about the meaning and content of scientific research.
At the end of the discussion, children were asked if they would like to participate in
scientific research project. Upon agreeing to do the research, they were asked what they
“ knew about diary keeping, and if they were keeping one. When a common
understanding was reached on keeping diaries, children were told to keep a special diary
for their language learning experience. The diaries were collected every week for a
period of eight weeks. For the purposes of practicality, diaries were not kept in
notebooks. The researcher gave two separate sheets, one green and one pink, in a
transparent file. These files were kept by the children in a larger file. Each week, new,
blank files were given, and written ones were collected. To enable the children to write
information related to the research purposes, simple reminders were written on each
sheet. On the green sheet, children were asked to write about what they did in their
English class and what they themselves did to better learn and understand what was

taught in the lesson. On the front side of the pink sheet, children were asked to write
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about what they did for their English homework and what they did to complete and
understand the homework. On the back of the page, children were asked to write in
general about what they do to learn and improve their English both inside and outside
‘the classroom. Since these students’ proficiency levels were very low (lower
intermediate) they were told to keep the diaries in their native language, Turkish. For
the same purposes, all instructions were given in their mother tongue.

Children were enthusiastic about being a part of a research project and writing
diaries. However, after three weeks, some started to show boredom, and after four
weeks, some started to complain about doing it every week. Nonetheless, for research
purposes data collection continued for eight weeks. Although some never lost
enthusiasm and continued to keep diaries, a few of them returned empty diaries, or just
wrote what they wrote the previous week. Yet, during this period, lots of valuable, and
detailed information was gathered.

The second group of data was gathered thré)ugh classroom observations. Two
classrooms '(.41 students) were observed during a total of nine classroom hours. Each
class had a different English teacher. Hence, it was hoped that different strategies might
be observed due to different classroom atmospheres. The researcher developed an
observation checklist (see Appendix 5) by using Oxford’s strategy classification. The
checklist constituted only observable strategies and an additional space is left for the
researcher to note any different strategies not found in the checklist. Since both
classroom members were familiar with the researcher, children showed no
uncomfortable or restless behavior due to her presence.

The third group of data was gathered through a questionnaire (see Appendix 6).

When designing the questionnaire, special attention was given in order not to give out
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strategies or tell too much about what the students should write. The statements were
designed so that they would enable the children to talk about what they do and how they
do it according to each skill (reading, writing, speaking, and listening). Furthermore,
language areas like grammar, vocabulary, and pronunciation were also integrated into
the questions. Before administering the questionnaire for the pilot study it was pre-
piloted. First, a fifth grader answered the questions and gave the researcher feedback
about what was comprehensible and what needed more information. After making
necessary changes, the questionnaire was used with a similar group to those chosen for
the pilot study. This group was also fifth grade students at a private primary school in
Istanbul. The teacher of this class was asked to note any questions concerning the
structure and comprehensibility of the questionnaire. As a result of this feedback,
necessary alterations were made in the questionnaire. Finally, it was administered to the
subjects of the pilot study.

Lastly, for the interview six students were chosen from the class, which kept
diaries and answered the questionnaire. These students were chosen after consulting the
classroom teacher. Among the 21, students it was decided to choose the talkative
students and the ones who gave more detailed information about their strategies in their
diaries. Since the purpose was to identify as many strategies as possible, these students
were chosen for the interview. It was hoped that talkative students might give more
information since they are willing to talk most of the time, and that the students who
gave more and detailed information in their diaries would do so when being
interviewed. The interview was ‘structured’ and also it was designed with different

tasks. The interview was done restrospectively. According to Nunan (1986), “...
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retrospective data are collected some time after the event under investigation has taken
place”. The interviews were tape-recorded to be used for data analysis.

For the reading skill, they were given a reading passage, which was selected
with the students’ English teacher. Each student was interviewed individually during
this task. It was selected from a unit in their textbook, which was going to be dealt with
in two weeks time, according to their syllabus. Hence, it was appropriate for the
children’s language level. Firstly, they were given the passage and asked to tell the
interlocutor, who was the researcher herself, what the passage might be about. Then,
they were asked how they gathered the information and they were told to read the
passage. Later, they were asked if there were any unknown vocabulary words, and what
they did with thoselwords to understand them. Next, they were asked if there was a new
structure, that they did not know, and if there was, what they did to understand or learn
that structure. Lastly, they were asked what they did after finishing reading the passage.

For the listening skill, a listening passage Wz(i"s chosen with the teacher from their
textbook’s tape, which was planned to be listened to after the completion of the
following two units, by the teacher. So, it was appropriate for the students’ level. Again,
the intervieWees were taken one at a time. First, the interviewee listened to the tape
without seeing the picture. During this time the interviewer, observed the interviewee
before, during and after listening to the tape. Afier, s/he was asked if s/he understood
the passage and to explain to the interviewer what it was about. Later, the interviewer
asked if there was anything that s/he did not understand, and what s/he did to
understand. They were also asked to talk about any tactics that they applied to

understand better. The interviewees listened to the tape a second time, and this time
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they were given the picture. They were asked if they understood better the second time,
and if they did why.

While interviewing their speaking skills, children were taken in pairs. Each of
them was given a picture strip story, composed of four pictures. Each of the interviewee
received a different story. They were told to explain the picture to their friend. They
were also told that they could do anything but show the picture to explain it. At the
same time if the listening partner wished, s/he could ask her/his friend questions. While
they were speaking, the interviewer observed what they were doing. After they finished,
they were asked what they did to tell the story.

For the writing skill all children were taken at the same time. They were given
two topics to write about (writing about their favourite animal or describing their room).
After finishing writing, the interviewer asked which topic they chose and why they
chose it. Then, they were asked if there was anything that they wanted to write but did
not know its English equivalent. They were told to talk about what they did in such
circumstances. The interviewer also asked how they wrote, what they were thinking

while writing, and why they did what they did.

3.1.1.2.4. Results of the Pilot Study:

Analysis and categorization of the strategies are made according to Oxford’s
(1990) classification of language learming strategies. First of all, each strategy was
written down to form a list. After the completion of the list each strategy was written
under a strategy set previously developed by Oxford. Next, the strategies that were not

covered by the strategy sets were noted as independent sets and written under
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appropriate strategy groups such as memory, cognitive, metacognitive and so on.
Analysis of the results showed that 5 grade students who participated in the study are
using 48 language learning strategies. 18 of these strategies were not identified by
Oxford or not included in her strategy descriptions. Accordingly, 5 new strategy sets
were also identified. The frequency of occurrence of a specific strategy was not taken
into consideration, because different types and sets of strategies, but not their
frequencies, was the purpose of the pilot study.

All types of direct strategies and indirect strategies (direct: memory, cognitive,
and compensation; indirect: metacognitive, affective, and social strategies) were
present. However, not all strategy sets were used by children. According to the analysis,
strategies used by children that are in Oxford’s classification as well as newly identified
strategies are given below. New strategy sets and strategies are written in bold letters.

Direct Strategies
1. Memory Strategies : According to Oxford /\"(1990), memory strategies have to do
with simple principles all of which involve “meaning” such as putting things in
an order, assoctating things with each other, using keywords and reviewing.
a) creating mental linkages — placing new words into a context
b) applying images and sounds — using imagery
2. Cognitive Strategies: The main characteristics of cognitive strategies are
learners’ attempts to manipulate or transformate the target language (Oxford,
1990).
a) analyzing and reasoning
— translating

— reasoning deductively
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b) practicing

— practicing naturalistically

- repeating

- formally practicing with sound and writing systems

- working on and learning from mistakes: Some children
indicated that after the exam they study their mistakes so as not
to make the same mistake again. Therefore, they practice
certain language points and try to learn from their mistakes.

c) creating structure for input and output

taking notes

highlighting
- retelling: Here the learner tells the new language item,
paragraph, or topic to somebody else, such as to his’her friend,
mother, or teacher
- keeping records of the unknown information or vocabulary:
Some children said that they keep notes of the parts that they
don’t understand in class and later ask to their friends or some
other proficient user.
d) receiving and sending messages
- getting the idea quickly
e) developing study skills
- learning by writing: Some children indicated that they learn

better if they study by writing.
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3. Compensation Strategies: Despite the learners’ language limitations, this group

of strategies enables the learner to use the second language for the purposes of

comprehension or production (Oxford, 1990).

a) overcoming limitations in speaking and writing

switching to mother tongue

using mime or gesture

getting help

using a circumlocution or synonym

selecting the topic

avoiding communication partially or totally

adjusting or approximating the message

selecting already known vocabulary: Some of the subjects
said that if they don’t know how to say the word in English,
they make sentences VViti;l the words that they know. Therefore,
this is not a circumlocution or a synonym, but preferring to use
something one is sure of.

drawing the picture of unknown vocabulary: Some. of the
children also said that if they don’t know the English word for a

certain Turkish word they draw its picture instead.

b) overcoming limitations in reading and listening: Oxford’s

classification only covers overcoming limitations in writing and

speaking. However, some of the subjects indicated that they also use a

similar strategy for reading and listening too.
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- Ignoring unknown vocabulary: Some children indicated that
if they did not know a certain vocabulary word, they preferred
not to use it when writing, and when reading if they came
across an unknown vocabulary word they skipped it and
continued reading.

¢) guessing intelligently
- using linguistic clues

- using other clues

Indirect Strategies
1. Metacognitive _ Strategies: Oxford (1990) defines metacognitive as
“beyond/beside/or with the cognitive” (p.136). Metacognitive strategies are related
to a learner’s own coordination of his/her learning. These strategies involve three
strategy sets: arranging and planning your learning, centering your learning, and
evaluating your learning.
a) centering your learning: Learners use these strategies to focus their
attention on “specific tasks, éctivities, skills or materials” (Oxford, 1990,
p.138).
- paying attention
- overviewing and linking with already known material
b) Thinking about and working on newly learned material: According
to the research results, a few children indicated that they think about and
work on newly learned material, but they did not mention whether they link

it with already known materials. Yet, they still center their learning on



94

specific issues. In addition, studying at home, highlights the fact that they

did not understand certain things at school, which involves being aware of

the fact that they need to learn those problematic areas. Hence, this strategy

can be included under this strategy set by expanding the definition.

c) Developing Comprehension: This group involves strategies that enable

the learner to develop their understanding either by asking others to question

or by questioning themselves by writing down comprehension questions and

answering them ...

| Self-checking comprehension: Here the aim of the students is

to have others question themselves to check their own

comprehension.

d) arranging and planning your learning

!

finding out about language learning

planning for a language task

seeking practice opportunities

seeking assistance of more proficient users: Asking more
knowledgeable people (mother, father, sister etc.) to help them
or study with them.

asking for proficient help: This strategy is different from
“finding out about language learning” since what the
participants meant was getting private lessons at home, whereas
the other involves reading books or talking to people “to find

out how language learning works ... and then using this
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information to help improve one’s own language learning.”
(Oxford, 1990, p.139). Children seem not to be interested in
finding out how language learning works but how they can
learn a language.

- speaking to oneself using L.2: Although it looks similar, this
strategy is different from “seeking practice opportunities”, since
the latter involves creating and/or seeking out opportunities in
naturalistic situations. Speaking involves more than just
thinking but also production and practice. Therefore, this
strategy might be involved in “Seeking practice opportunities”
by expanding its definition.

- doing homework regularly: Oxford (1990) states that
strategies related to this category help learners to organize and
plan so as to get the most out of language learning. Young
learners’ finding the need to do homework regularly signals
metacognitive awareness that s/he has to learn more and
practice more. Thus, one of the easiest but effective strategies
“doing homework” is used.

e) evaluating your learning

- self monitoring

2. Affective Strategies: Oxford’s classification of affective strategies includes three

sets of strategies: encouraging yourself, lowering your anxiety, taking your
emotional temperature. Research results show that children use two of these strategy

sets.
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a) encouraging yourself

taking risks wisely

making positive statements

b) lowering your anxiety

3. Social Strategies

a) cooperating with others: encourages team working and discourages

competition.

Its aim is to improve language skills.
cooperating with peers

cooperating with proficient users of the language

b) asking questions

asking for clarification or verification

d) interacting with others

playing games: Most of the games are competitive in nature
therefére, it is not disé‘ussed under the “cooperating with peers”
Strategy.

making jokes in L2: It is observed that some children use
English to tease their friends in the classroom.

designing and making competitions: Although competitions
are said to exist among peers, this strategy is different since
Oxford’s (1990) cooperating with peers strategy does not
involve anything related to competition. Though not effective
as cooperative activities, the fun nature of competitions might

help children to use and learn the language more.
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- asking more knowledgeable persons to question oneself: As
opposed to “cooperating with proficient users of the language”
strategy, children are not engaged in a conversation, and they
are not attentive to their conversational roles. It’s more like
checking ones own comprehension by having others question
themselves. Yet, this can still be considered as a social strategy
since children need some kind of interaction.

- questioning and answering peers: This is again different from
“working cooperatively with peers”, because in the latter
competitiveness is discouraged. The former is more like, again,
checking comprehension of others and ones self. Thus, it can
sometimes be competitive.

When the number of strategies gathered from different data collection methods
were counted, it was found that the results of the questionnaire revealed the highest
number of strategies (33), diary results gave the second highest number (29), interview
gave the third highest (23) and with 7 strategies, observation resulted in the least. These
results support literature that observation is the least efﬁcienf technique to collect data
on language learning strategies. Verbal reports seem to provide rich data, as suggested
in the literature. Yet, through observation, different strategies such as, ‘switching to
mother tongue, translating, and asking for clarification or verification were identified’.
These were also noted in interviews. Thus, observation supported the findings of other

methods.
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3.1.1.2. Conclusions from and Implications of the Pilot Study:

As mentioned before, strategy research on children is very limited. It is
especially essential to conduct studies in EFL settings, where students do not have much
opportunity to practice the new language. This alone signals that children in such
settings might use different strategies than the ones in ESL environments.

Analysis of the data from different methods indicates that the questionnaire 1s
the best data collection method. One reason is because the questions give children only
a little guidance to give appropriate answers. Special attention was given in order not to
reveal too much by the questions.

Having students keep diaries has some drawbacks, yet, it is found to be the
second most efficient method. One of the drawbacks is that children can get bored and
lose interest more quickly than aduits. Therefore, rather than collecting diaries from the
same group over an extended period of time, it might be better to increase the number of
respondents and collect data for shorter pen'gds of time. This way, it is also possible to
reach a larger variety of strategies. Another drawback is that children might forget why
they are writing or what they are asked to write, though the guidance might have been
given in the diaries. Thus, analysis of the diaries may take l‘ong periods of time to
distinguish the necessary information from the unnecessary. One suggestion is that
students frequently need to be reminded of the purpose of diary keeping, by the
classroom teacher if s/he is not the researcher.

Though, done only with six students, the task-based interview proved to be a
very good data collection method. For further research, it is suggested that as well as
increasing the number of the interviewees it is also necessary to select students with

different characteristics and success levels. It can be argued that the way the interview is
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designed is especially important in the results. Since these students are 11 years old,
they are better with concrete things, although a feW might have entered the period of
formal operations, when their understanding is expected to grow to cover more abstract
issues. Thus, giving students the material and telling them to work on it, might cause
better results than asking them to imagine what they would have done in such and such

situations.

3.1.2. The Study:

3.1.2.1. Purpose of the 1 Phase of the Study:

The first phase of the study aims to identify the language leamning strategies of
children at third, fourth and fifth grades in two private schools. In addition, it aims to
develop a taxonomy of Language Learning Strategies for this group of learners by using
Oxford’s extensive classification as a basis. The reason to conduct this study in private
schools is because in such schools all language skills are taught at the same time. For
instance, unlike government schools, students have the opportunity to learn reaciing,
listening, vspeaking and writing all at the same time without singling out any one or two
of the skills. Thus, they see and try to understand the language as a whole. Whereas in
government schools, foreign language teaching is limited to only one or two skills
and/or language areas such as grammar. Usually, in government schools, receptive
skills such as reading and writing are taught. Students rarely, and in some schools,

never, find an opportunity to speak or listen in the target language.
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3.1.2.2. Research Questions for the 1st Phase:

The first phase of the study tries to find answers to the first three research
questions that are previously mentioned in Chapter I. The last question will be
addressed in the second phase of the study. Consequently, the following questions are
dealt with in this section.

1. What are the language leamning strategies of children at third, fourth and fifth
grades?

2. Does the LLS taxonomy for children differ from the one that was developed for
adults?

3. Do children use all strategy sets and groups mentioned in the literature?

3.1.2.3. Subjects:

For this research, a total of 54 studeéit's from third, fourth and fifth grades, in two
private schools, were selected for investigation. Both the schools and the classes were
randomly selected. 17 third grade, 14 fourth grade and 23 fifth grade students
participated in the study. One of the reasons to conduct this study only in private
schools is due to the fact that the lz;mguége learning curriculum iﬁ private and
gdvernment schools differ in Turkey. For instance, foreign language education in
government schools starts at fourth grade, whereas, in private schools it starts at first
grade if not, at pre-school. In addition, the amount of time spent on language instruction
in most private schools is 10 hours a week or more, however, in government schools it
is only two hours a week. Another reason is the language learning opportunities that

these two types of schools provide their students. Private schools have more
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opportunities when compared to government schools such as having a fewer number of
students in the classroom, the use of technological equipment such as a cassette
recorder, video, computer etc. These enable students to use and practice the target
language more often than their peers in government schools. In most of the government
schools, students lack the opportunity to develop listening and speaking skills due to
few hours of English lessons, crowded classrooms and the absence of cassette recorders
or similar equipment. When language learning strategies are concerned, one cannot
limit a study only to one or two skills. Hence, it becomes essential to investigate the use
of language learning strategies among those who have more or less equal opportunities
to develop all four skills.

Third, fourth and fifth grade students are selected for investigation because these
learners are in the concrete operations period, according to Piaget’s developmental
stages. Dworetzky (1993) defines operations as logical rules. According to Piaget,
children betvé;een 7 - 11 form their conclusions by depending on logic or logical rules.
Although Piaget’s developmental stages follow a certain order, one must also
acknowledgé that the beginning and end of Piaget’s stages of development may not be
the same for each child. It is possible that some individuals might pass into the next
stage earlier than others and some later. Thus, children before the age of seven are said
to not have passed to the period of concrete operations and are not able to use logical
operations to form their conclusions. However, although these children are at the period
of concrete operations, (children ages 7 - 11 are considered to be at the period of
concrete operations) they are able to do logical reasoning and apply rules of logic.
However, they are not yet ready to understand hypothetical and abstract concepts.

Reasoning and understanding the hypothetical are the main characteristics of Piaget’s
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next developmental stage: The Period of Formal Operations (+ 11). The main difference
between the period of concrete operations and formal operations is the child’s ability to
understand the concrete or the abstract. On the contrary to children at concrete
operations (7-11), children at the preoperational period (2-7) rely on their intuitions.
Hence, the main difference in children in preoperational and concrete operation periods
is, respectively, using intuition or logic.

Since the period of concrete operations starts at the age of seven and continues
until approximately age 11, it is pretty certain that these age groups, selected for
investigation, have mastered concrete thinking and are able to understand task
directives. In addition, the characteristics of first and second grade students, who are
between 7-8, are different from third, fourth and fifth grade students, which would
require the use of different data collection techniques. It is thé natural outcome of
human development that as age increases cognitive developm_ent ‘increases with it. For
instance, the attention spans of third, fourth and fifth graders are 1or§iger when compared
to first and second graders. While first and second grade students are developing their
reading ability, third, fourth and fifth grade students have developed reading as well as
writing ability. Affectively, fear and anxiety are the dominant feelings of the younger
children, whereas third, fourth and fifth grade students have low amounts of fear and/or
anxiety (Gurkan & Gokge, 1999). The affective development of children is very
important when collecting data. If children become too anxious or afraid about the
process or during the process, the validity of the results will be negatively affected.
Similarly, cognitive development is also crucial. According to the research
methodology, these children will be given an open-ended questionnaire, which requires

a certain amount of attention. In addition, task-based interviews also require attention
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and cognitive ability as well as more developed reading and writing skills. Although
first and second graders try to develop reading and writing skills, third, fourth, and fifth
graders have already developed them.

All in all, this identification is made to set a criterion for choosing this age group
and grade level. Thus, the data collection process, did not change due to the fact that all
children participated in the study were in the period of concrete operations, and they

hadmastered certain cognitive processes and abilities.

3.1.2.4. Instruments:

The instruments for this research differ in both phases of the study. The
instruments used in the first phase are used to gather data about the language learning
strategies of children and to construct an item pool for the second phase of the study.
Since the 1;ﬁam purpose of this thesis is to develop an inventory to learn children’s
language learning strategies, the data collected in the first phase enabled the researcher
to form her item pool that is used in the inventory.

Oxford and Crookall (1989) argue that multiple methods, both qualitative and
quantitative, need to be used to validate the data. Thus, data is collected by using five
different methods. First, an open-ended and semi-guided questionnaire; second, task-
based interviews (where students were asked questions such as what they did while
performing the reading, writing, listening and/or speaking tasks; what they did to
uderstand the text or certain unknown vocabulary items etc.; or what kinds of tactics

they used for comprehension etc.); third, observations during task-based interviews;

fourth, general interviews designed according to the resuits of the questionnaire, and
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finally, classroom observations are used to gather information about the subjects’
language learning strategies.

According to the results of the pilot study, an open-ended, semi-guided
questionnaire (Appendix 6) proved to be the most efficient method in eliciting
strategies, since the highest number of strategies (33) was gathered as a result of this
technique (diary study: 29, interview: 23 and observation: 7 strategies). This might be
because the questionnaire was semi-structured in nature. Thus, it directed students to
write strategies according to the question. For instance, for a question such as: ‘What do
you do if you come across an unknown vocabulary word while reading?’ students were
asked to write what they usually do in such a condition. The questions were designed so
that they did not direct students to answer in a certain way or give out some strategies.
The questions did not point out strategies, but enabled learners’ to focus their attention
on what they do, and the tactics they use when they have some trouble either in reading,
speaking, writing, listening, pronunciation or vocabulary leammg“ (see Appendix 5 for
the type of questions that were asked). As a result, showing students what to write
about, facilitated the process and enabled them to focus on a specific issue (such as
coping with unknown vocabulary while reading, and/or overcoming difficulties while
speaking, etc. ...) rather than thinking about what they do while learning a foreign
language in general. Therefore, the same data collection method is used in this study.
Unlike the pilot study, this time the questionnaire is given to all students participating in
the study. |

Although collecting diaries proved to be the second most efficient method in the
pilot study, due to its drawbacks and also to the fact that the same strategies were also

elicited through the questionnaire and the interviews, it is excluded from the study (see
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Appendix 8 for examples of the diaries). Some of the drawbacks of collecting data
through diaries, which were identified during the pilot study can be listed as follows:
first, the students easily got bored during such a long process; second, they also reported
redundant information along with few important information; third, they lost
concentration easily and forgot why they were doing it, no matter how frequently one
reminded them, and thus they stopped or resisted writing. Therefore, the amount of time
spent to gather information may be useless through diaries.

The task-based interviews, revealed quite a large number of strategies although
done with only six students in the pilot study. In the main study, 15 students (five from
each grade level) were randomly selected for the interviews. Unlike the pilot study, for
the writing skill, students are interviewed alone, since it is going to be conducted as a
think aloud process, which is an introspective method. Reading and writing skills are
interviewed after a think-aloud process such that students were overtly asked about
what they (\\did before they started doing the task (like, examining the picture of the text,
preparing a dictionary, looking at comprehension questions if any etc), while
performing the task (how they overcame the difficulties faced in comprehending the
passage ...) and after they completed the task (such as checking understanding, looking
up the meanings of unknown vocabulary words, reading notes taken while listening to
the text etc.). During a think-aloud process, participants are asked to verbalize what they
~ do and why they do it while performing a task (Nunan, 1986), therefore, this technique
provides the most detailed information when compared to other techniques (Oxford &
Burry-Stock, 1995). As different from the stimulated recall, they do not have to reflect
on what they bave done previously, but they verbalize what they are doing at the

moment of the task. According to Nunan (1986) “Introspection is the process of
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observing and reflecting on one’s own thoughts, feelings, motives, reasoning processes,
and mental states with a view to determining the ways in which these processes and
states determine our behavior” (p. 115). A disadvantage of the technique is due to its
application. Since think-aloud protocols are done on a one-to-one basis they require a
lot of time and results are not summative (Oxford & Burry-Stock, 1995). In other
words, since they can be done with a limited number of subjects due to time restraints,
the results are not generalizable. Yet, they can be a great support to data gathered via
other techniques since they provide more in depth information. One advantage that this
method provides is a limited chance that students forget what they do during a task.
Another reason why the think aloud is chosen for reading and writing is because it may
be easier for this age group to think aloud when working with a written material, which
is concrete.

For the speaking and listening skills, students are inte;_'viéwed right after they
finished the task, so that they did not have time to forget what (L\they did. Students are
interviewed about what they did during the task and why they did it. All interviews are
also tape-recorded. In addition, the interviewees are observed before, during and after
they perform the tasks, and field notes are kept during observation. Before students
started listening, the interviewer informed them about the process. They were told that
they were going to listen to a passage. After listening the first time they would be asked
comprehension questions and then questioned about how they understood what they
listened to. Then, they would listen again and be asked if they understood more the
second time and why/why not? Afier the introduction, and before starting the listening
task, students were observed to see if they were in any way preparing for the task such

as taking out paper or a pen to take notes while listening.
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For the speaking skill of third grade students, they were given a picture to talk
about. They were observed before the task in order to see if they attempted to write the
names of the objects seen in the picture to facilitate oral production, etc.

Students were also observed during the tasks, observable tactics that they used
such as taking notes, using mime or gesture, using circumlocution, synonyms,
translation, switching to their mother tongue, were noted.

Similarly, afier they performed the tasks, student behavior such as summarizing
what they heard, reading, reviewing or correcting the notes that they kept while
listening were observed and kept as field notes.

An additional interview was also conducted with the leamers according to the
answers gathered via the questionnaire. The purpose was to learn more about students’
responses and clarifiy fuzzy descriptions and responses written in the questionnaire.
Interviewees for this interview are determined according to the results of the
questioné‘aire. Thus, a total of 45 students were interviewed to investigate certain issues
that ﬁere not clear in their answers to the questionnaire.

Although limited results are gathered from classroom observations, this data
collection technique is used again in this study to support data gathered by other
techniques and for data triangulation. Observations are made by using a checklist (see
Appendix 5) that is used in the pilot study. Each classroom at each grade is observed for
six classroom hours. A total of 18 classroom hours are spent for observation.
| As it can be seen from the methodology the current research takes both a first-
order and second-order perspective. Through the questionnaire and the interviews, a

second-order perspective will be gained and observations of the interviewees during the
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task-based interviews and think-aloud process as well as the classroom observations by
the researcher will provide a first-order perspective.

In addition, the research uses a methodological triangulation, that is multiple
techniques will be used for data collection. Also, there is a triangulation in location,
collecting data from various locations such as four different private schools. Thus, data
for the study is collected by using five methods (a questionnaire, task-based interviews
and think aloud processes, which also include the observations of individual students
during the interviews, classroom observations and finally interviews conducted
according to the results of the questionnaire). Moreover, data is gathered from two

different locations: two different private schools.

3.1.2.5. Procedure:

All students contributing to the study are informed abou/% the study to raise their
awareness of the concept of research, the data collection process and to provide
familiarity with the researcher, which was necessary during the interviews. Information
is given by the researcher herself to provide appropriate and necessary answers to
students’ questions about the research process.

The first group of data is gathered through semi-guided, open-ended
questionnaire. Next, the task-based interviews are conducted with fifieen students who
are randomly selected (five from each grade level). Subjects were also observed during
the interviews. Lastly, according to the results gathered from the questionnaire a second

interview is conducted with 45 students who have given vague responses in the
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questionnaire. 18 hours of observation are completed throughout the data collection

process. All the data is collected in almost two months.

Open-ended Questionnaire: The questionnaire, consisting of 20 questions, is developed

by taking into consideration the four skills and language areas such as vocabulary and
grammar and pronunciation, where students might use language learning strategies.
Questions elicited what students do before, during and after an activity, since the types
of strategies and mental processes might change according to what the learner is
engaged in. As mentioned earlier, the questions were prepared so that they did not give
out certain strategies and not encourage students to write what should be done in certain
situations.

When considering the fact that the questionnaire would be used for third, fourth
and fifth graders for the current study, it was tested again on five students in the third
grade té see if there was any cause of incomprehensibility in the questionnaire for
younger learners. After completing a few final arrangements, such as increasing
comprehensibility by replacing a few vocabulary items with the ones suggested by these
five third grade students; it was administered to 54 students. The students were not
given any time limitation to finish the questionnaire (see Appendix 6), since what they
wrote was the main concern not how fast they wrote. Yet, all students completed the

questionnaire in one classroom hour, some even earlier. The researcher was present

during all applications to guide and help students during the process.

Task-based Interviews: For the interviews, five students from each grade level were

chosen randomly. Before the interviews, students were given a task to complete and as
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soon as they finished the task they were interviewed about what they did while
performing the task. Only during the reading and writing skills were students asked to
think aloud. The reason why these two skills were chosen for the think-aloud process
was due to the cognitive capabilities of this age group. As mentioned before, children
between 7 - 11 are considered to be in Piaget’s concrete operations period. Since, during
the reading and writing tasks, the product was concrete and accessible to them, (the
written material) it was thought that 1t would be easier to work with this kind of
material. For the speaking and listening skills, the students would have to keep in mind
what they heard or said and comment on it, which required higher order skills and
cognitive abilities.

Since it is sometimes difficult for even some adults to “think aloud”, the students
were given a training session before they did the real task. In addition to describing
what they needed to do, the researcher also exempljﬁed a think-aloud process herself
and asked the subjects to try it themselves. By making all th/\é necessary clarifications,
students were prepared for the real task. Afier the students finished thinking aloud,
during the real task, they were interviewed about what they did, how they did it, and
why they did certain things while performing the task.

For the speaking and listening skills, students were interviewed as soon as they
finished the task to prevent them from forgetting what they did. Moreover, all sessions
were tape-recorded. All information for the tasks was given in the nétive language, in
order not to cause any misunderstandings or lack of understanding due to the limited
knowledge of the foreign language.

All tasks were chosen according to students’ language abilities and .in

consultation with their language teacher. Reading and listening activites for all grades
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were supported by pictures. All task material for third graders was chosen from “Skills
Builder for Young Learners 1: Starters Student’s Book™ (Gray, 2000). This book 1s
developed to prepare young learners for Cambridge’s Young Learner’s Examination.
The language teacher indicated that they were often using activities from this book and
it was appropriate for their level. As third graders are the least proficient group, they
were not asked to read long passages or write paragraphs. Their writing experience in
the foreign language is limited to writing words and sometimes sentences. The writing
activities in this book were designed as a joint activity with reading (see Appendix 2E).
Only with this grade level, reading and writing tasks were not done separately. This is
because third grade students have a very elementary level of English and need to be
supported by visnal stimuli Upon talking with third grade language teachers and
examining the books for this grade level, the activities were decided. For the training of
the think-aloud process (see Appendix 2C & 2D) a similar task was chosen and
modelé’d by the researcher.

For the speaking task for the third graders, two pictures from the same book (see
Appendix 2A), which were not used in their classrooms before, were chosen. Students
were taken in pairs. Each student was given a different picture and told to describe what
they saw happening in the picture. They were also told that they could do anything to
talk about the picture but show it. As the students started talking about the pictures
some partners tried to elicit more information from their peers, which naturally created
a genuine interaction.

For the listening activity, students were accepted individually and were given a
picture. The picture showed a kitchen and the pictures of six objects were shown in

square boxes (see Appendix 2B). They were told to listen to the tape and draw lines
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when they heard the name of the object and its place in the kitchen. One of the objects
was done as an example. Students heard the tape twice. At this grade level, students
were only able to do word production and identification. The activities for all tasks were
chosen after consulting with third grade language teachers.

Similarly, task materials for fourth grade students were chosen with the language
teacher. Reading texts for the training and real task were chosen from “Apple Pie
Student’s Book™ (Littlewood, Garden & Fein, 1997), which the teacher uses for some
extra texts and activities. Thus, the level of the book and the texts were appropriate for
the level of students.

The listening activity was chosen from their classroom textbook (see Appendix
3C) named “Junior’s Club B” (Cant, Charrington & Villarroel 2001) in consultation
with their language teacher, hence it was appropriate for their level. The activity was

one they had not studied vet. As assured by the language teacher, the passage was

within the limits of their linguistic ability. '

Slightly different from the third graders, the speaking tasks for fourth and fifth
graders involved two activities. In the first activity, students were taken in pairs, each
was given a strip story consisting of four pictures where a story is told. By looking at
the pictures, each student tried to tell the story to their peers. At the same time, the peer
was told to learn as much as s/he can from her/his partner and compare the picture and
what s/he understood from her/his friend at the end. The aim was to create a real
communicative purpose by providing students with some information gaps in the
activity (see Appendix 3A). In the second activity, the students were given two pictures
with few differences between them (see Appendix 3B). This time, individually, they

were told to describe the pictures and find the differences. The strip stories and the
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similar pictures for the task were chosen from “Cambridge Movers 1: Cambridge
Young Learners English Tests” (1999).

For the writing skill, fourth and fifth grade teachers indicated that students could
describe things and people, talk about their favorite animal, car, music group or singer
etc. Thus, for this task students were given two topics to choose from. The topics were
the same for fourth and fifth grade students. Students either described their room or
wrote about their favorite animal. The reason why they preferred one topic over the
other was also asked.

Tasks were similar for fifth graders. The training activity was the same as that of
the fourth graders. For the real task, a reading passage in the book titled “Shine”
(Garton-Sprenger & Prowse, 2000) was used (see Appendix 4C & 4D). Their strip
stories for the speaking skill (see Appendix 4A) were chosen from “Progressive Picture
Compositions: Pupil’s Book™ (Byme, 1987). The other speaking activity, which was
ﬁndm\g the differences between two similar pictures, was the same as with the fourth
graders (see Appendix 3B). Their listening activity was chosen from their classroom
textbook, whicﬁ was the next unit they were going to learn (see Appendix 4B). Thus,
the passage was appropriate for their age and language level. As third grader, they either

described their room or wrote about their favorite animal for the writing skill.

Observations during the Task-based Interviews: The researcher observed students while

they were engaged in their tasks. As mentioned earlier, the observations were conducted
before students started the task, while they were doing it and after they finished it, since
strategy use differs at these times. The purpose was to identify any untold strategies by

the students and those that are done unconsciously by the learners. As mentioned in the



114

literature, although verbal reports provide rich data they can give information only
about learners’ strategies that they are cognitively aware of. Field notes were also kept

during observations.

General Interviews: These were conducted after the questionnaires were analyzed.

Accordingly, students who gave vague oOr inconsistent answers or no answers to some
questions were chosen for the interview. As a result, 45 students were identified with

such answers and interviewed about their answers.

Observations: A total of 18 classroom hours was spent for observation. Each grade level
was observed for six hours. During observations, a checklist, formerly developed by the
researcher for the pilot study (see Appendix 5), was used. If any additional strategies
were observed they were noted in the space provided on the instrument. During
observations, students did not show any restlessness or dié‘turbing behavior. This may
be because during the information given to the students, that they would be a part of a
research project, they became familiar with the researcher. Moreover, their consent was
also taken about the processes that were going to be done. Before observations started,

they knew they were going to be observed. In each classroom an appropriate place for

the researcher to observe was determined by the language teacher and the researcher.

3.1.2.6. Data Analysis:
Data gathered through these methods was analyzed by listing down all the found

strategies as a result of each method and then categorizing the found strategies. Most of
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the strategies fell under Oxford’s strategy taxonomy. However, as it is argued by
Oxford & Crookall (1989) there is not consensus on a LLS taxonomy or on the
definition of strategies. Thus, for some strategies that learners use, the researcher added
a new strategy set or an individual strategy to Oxford’s taxonomy. In addition, some of
Oxford’s definitions needed to be expanded for some strategies that looked similar. In a
similar study by O’Malley, Chamot, Stewner-Manzares, Russo and Kiipper (1985),
where they tried to investigate language learning strategies of ESL learners through the
use of observations and interview, they indicated that some strategies used by students
did not match the strategy definitions found in the literature. Thus, O’Malley et al.
developed new names for strategies they identified during the data collection process
that match descriptions.

According to the results of the data analysis, it appeared that children use only
three memory strategies, all being the members of one set (creating mental linkages),
and /\\"only one affective strategy. Oxford’s Memory Strategies mostly correspond to
Weinstein and Mayer’s (1986) Elaboration Strategies for Basic Learning Tasks, whith
include strategies such as forming mental images. These strategies aim to build internal
associations, which require higher cognitive abilities. According to Piaget, abstract
thinking develops after the age of 11 (Period of Formal Operations). However, not
every child passes to the next stage at the same time. In other words, it would be
misleading to assume all children that are at the age of 11 have passed into the period of
formal operations. However, it would be safe to say that they are in the period of
concrete operations since the period covers the ages of 7 and 11. Thus, the subjects of
the first phase of the current study are third, fourth, and fifth graders (9, 10 and 11 year-

olds) who are in the Period of Concrete Operations and have developed reasonable
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thinking. Although some might have passed to the next stage, where abstract thinking
develops, it is highly possible that most of them are still at the period of concrete
operations, since their ages Vary between nine and eleven. Therefore, this might be the
reason why most of the memory strategies, which require higher order cognitive skills,
did not appear in the data. Also, Weinstein and Mayer (1986) support this claim by
saying that “younger children are not able to effectively generate images but are able to
use imagery that is provided by a teachei” (p._ 319). In addition, they also argue by
referring to the literature that basic rehearsal strategies such as repeating certain items to
memorizé new information are used more by students at fourth grade and lower grades.
Thus, the results of the current study support this argument and the literature.

Yet, there is a possibility that some strategies might not be gathered during data
collection, but could be used by children. Therefore, when preparing the inventory,
items are added to these strategy groups by using the strategies defined in Oxford’s
taxonomy. There is also another possibility that these st%ategy groups require higher
order cognitive and personal skills, which this age group does not possess. The subjects
of the current study are at the period of concrete operations according to Piaget’s
developmental stages. Thus, abstract thinking at this age group is said not to be
developed. Oxford’s memory strategies involve higher‘ order cognitive skills such as
creating mental linkages and applying images and sounds. The learner needs to make
some kind of abstract connection between the newly learned material and what s/he has
in mind for the storage and the retrieval of the information. For the data collection
process no such behavior was observed or stated by the children. However, there is also
a possibility that some of these strategies were used by children, but not identified due

to the data collection methods used in the study. Hence, it was decided to add the items
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that are in Oxford’s taxonomy but not expressed by the subjects, to the item pool of the
inventory. Thus, the students would have an opportunity to indicate their use of these

sets of strategies.

3.2. Second Phase:

3.2.1. The Study:

3.2.1.1. Purpose of the 2™ Phase of the Study:
The second phase of the study aims to develop a language learning strategy

inventory for children, by using data gathered from the first phase.

3.2.1.2. Research Problem for the Second Phase of the Study:
The second phase of the study tries to find out if it is possible to develop a

language leaming strategy inventory for children.

3.2.1.3. Subjects:

The research is conducted on 402 fourth and fifth grade students in four private
primary schools (Ozel Inal Ertekin 1.0.0, Ozel Namik Sozeri 1.0.0., TED Bursa Koleji
1.0.0., and Melike Pmar 1.0.0.) in Bursa during the spring semester of the 2002-2003

academic year. The subjects used in the second phase were different from the ones used
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in the first phase of the study as well as as the pilot study of the first phase. Incomplete
data from 19 students was excluded from the study and data gathered from the
remaining 383 students was used to gather the resﬁlts.

Although in the first phase of the study, the initial data to prepare the item pool
was gathered from third, fourth and fifth graders, it was decided not to involve third
graders in the second phase of the study while conducting the inventory. Third grade
students were used in the first phase to enrich data, and thus, the item pool. Yet, the
final product, the inventory, may not be appropriate for this age group (9 year olds),
since the number of the items were 108, which might be too many for 9 year-olds. In
addition, the length of some of the items was too long for this age group, which could
have affected their comprehension. Moreover, since their reading speed 1is
comparatively slower than fourth and fifth grade children, answering the whole
instrument might have taken a much longer time and caused boredom, thus affecting the

{

reliability of the results. b

3.2.1.4. Instrument:

As a result of the data analysis of the first phase, strategies that are going to form
the item pool of the inventory are determined. Each strategy is put under a certain
strategy group such as memory, cognitive, compensation, metacognitive, affective and
social, since it is argued by Hsiao & Oxford (2002) that six-factor strategy classification
is more consistent with language learners’ strategy use. Though, it is also possible to
find earlier counter arguments, which propose five or nine factor classifications (Oxford

& Burry-Stock, 1995; Oxford & Nyikos, 1989; Oxford & Crookall, 1989). Afterwards,
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the strategy sets that these strategies belong to are decided. However, although all items
are put under one of the strategy sets, it is unavoidable that there might be
intercorrelations among strategies (Oxford, 1990; Hsiao & Oxford, 2002). That is, some
strategies placed under a certain set may also be placed under another. As a result, 293
items are written. When looking at the strategies under the strategy groups, it is seen
that there are three strategies under memory strategies and one strategy under affective
strategies that children said they are using while learning a foreign language. Although
these might be the only strategies that children are actually using, there is also some
possibility that other memory and affective strategies could not be identified during the
data collection process. Thus, by using Oxford’s strategy taxonomy, the researcher
added items that are considered to be memory and affective strategies and not indicated
by the students. In sum, nine memory and seven affective strategies are added and a

‘total of 309 strategies are listed.

‘ All items were written as they were stated by children. Statements were kept in

their original form as much as possible, unless there were any incomprehensibilities. It
is thought that it would be much easier for childreﬁ to understand sentences if they are
written in their own expressions. As a result, the aim was to avoid misunderstandings
and incomprehensibilities caused by an adult’s way of expressing the same idea.

Since the number of the items are too much for the age group of the subjects,
similar strategies under the same strategy set are identified and combined to form one
| item. This resulted in 109 items.

In order not to affect the reliability of the instrument, none of the strategies were
excluded. If done otherwise, the decision to take out some strategies and leave others

would be a subjective opinion that would conflict with the idea of data collection. If
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such a subjective judgment is given on deciding which is an important strategy and
which is not, one could write all the items by her/himself by looking at the literature.
However, it is thought that it would not be appropriate to make such judgments on

children’s LLS.

3.2.1.5. Procedure:

As a result of the first phase of the study, a 109-item instrument was given to 10
experts (see Appendix 9) for their opinion to test the face-validity of the instrument.
Experts from the English Language Teaching Department and Educational Sciences
Department were consulted. Consequently, the inventory, which was initially designed
as a S-point likert scale as “I strongly disagree, I disagree, I somewhat agree, I agree, I
strongly agree” was reduced to a 3-point likert scale, and the responses were changed
and shortened as “yes, sometimes and no”. This changéwas made due to the fact that
slight differences in meaning could confuse children whose ages are between 10-11 and
affect the ‘reliability of their answers. Thefefofe, the researcher chose simple responses,
which are much easier to comprehend (see Appendix 11 for the original form).

Secondly, in the initial form, the answer sheet was given at the end of the
inventory and aswers were written once at the beginning of each section as;

1 I strongly disagree

2 I disagree

w2

I somewhat agree
4 I agree

5 1 strongly agree
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Students were then asked to write the number of the answer they decided to give (either
1, 2, 3, 4, or 5) next to the item number on the anwer sheet (see Appendix 9).

Experts also suggested that turning pages and giving answers might be confusing
and mind boggling, which may result in a lot of time consumption due to its
impracticality. In addition, the students would have to read the responses and the
numbers they referred to every time they had to give an answer. As a result, the
researcher gave the responses next to each item and asked the students to put an “X”

sign on the box that has an appropriate answer for them:

. Ingilizee’mi ilerletmek igin Ingilizce film ya da baska programlar izerim.

Evet :fB';zen “ %Haylr §

This way, the student did not have to look up and down, back and forth, but only read
the sentence and mark his/her response in the boxes that were next to the items.

Third, some statements were changed according to the experts’ advice, and an
- i{tem was removed from the instrument due to redundancy. The final version of the
b
iﬁstrument constituted of 108 items.

- Lastly, some changes were made in the instructions that resulted in shorter and
simpler sentences for better understanding.

The instrument was also tested for content validity. Content validity shows how
well test scores, and the items of a questionnaire represent the subject matter content. It
focuses on the adequacy of the sample not the test’s appearance (Hatch & Farhardy,
1982). Three experts, all of which are English Langnage Teaching (ELT) Department
professors, were asked to rate each item as appropriate or inappropriate for its strategy
group (memory, cognitive, compensation, metacognitive, social, and affective). They

were asked to write “1” if they thought the item was inappropriate or did not belong to

its strategy group or write “2” if it was appropriate or it belonged to its strategy group
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(see Appendix 10). Each item’s percentage of appropriateness was measured according
to the experts’ ratings. The percentages show how appropriately an item reflected its
strategy group. Thus, content validity was measured. The results of the experts’ opinion

are shown in table 1.

Table 1: Percentages taken according to expert opinion for content validity.

Questions  Not Appropriate Appropriate Total
1 0,00% 100,00% 100,00%
2 0,00% 100,00% 100,00%
3 0,00% 100,00% 100,00%
4 0,00% 100,00% 100,00%
5 0,00% 100,00% 100,00%
6 0,00% 100,00% 100,00%
7 0,00% 100,00% 100,00%
8 0,00% 100,00% 100,00%
9 0,00% 100,00% 100,00%
10 0,00% 100,00% 100,00%
11 0,00% 100,00% 100,00%
12 0,00% 100,00% 100,00%
13 0,00% 100,00% 100,00%
14 0,00% 100,00% 100,00%
15 0,00% 100,00% 100,00%
16 0,00% 100,00% 100,00%
17 0,00% 100,00% 100,00%
18 0,00% 100,00% 100,00%
19 0,00% 100,00% 100,00%
20 0,00% 100,00% 100,00%
21 0,00% 100,00% 100,00%
22 0,00% 100,00% 100,00%
23 0,00% 100,00% 100,00%
24 0,00% 100,00% 100,00%
25 , 0,00% 100,00% 100,00%
26 0,00% 100,00% 100,00%
27 0,00% 100,00% 100,00%
28 0,00% 100,00% 100,00%
29 0,00% 100,00% 100,00%
30 0,00% 100,00% 100,00%
31 0,00% 100,00% 100,00%

32 0,00% 100,00% 100,00%
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33
34
35
36
37
38
39
40
41
42
43

45
46
47
48
49
50
51
52
53
54
55
56
57

58%*

59
60
61
62
63
64
65
66
67
68
69
70
71
72
73
74
75
76
77
78
79
80

0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
33,33%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%
0,00%

100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
66,67%
100,00%
100,00%
100,00%
100,00%
100,00%

'100,00%

100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%

100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
100,00%
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81 0,00% 100,00% 100,00%
82 0,00% 100,00% 100,00%
83 0,00% 100,00% 100,00%
84 0,00% 100,00% 100,00%
85 0,00% 100,00% 100,00%
86* 33,33% 66,67% 100,00%
87 0,00% 100,00% 100,00%
88 0,00% 100,00% 100,00%
89 0,00% 100,00% 100,00%
90 0,00% 100,00% 100,00%
91 0,00% 100,00% 100,00%
92 0,00% 100,00% 100,00%
93 0,00% 100,00% 100,00%
94 0,00% 100,00% 100,00%
95 0,00% 100,00% 100,00%
96 0,00% 100,00% 100,00%
97 0,00% 100,00% 100,00%
98 0,00% 100,00% 100,00%
99 0,00% 100,00% 100,00%
100 0,00% 100,00% 100,00%
101 0,00% 100,00% 100,00%
102 0,00% 100,00% 100,00%
103* 33,33% 66,67% 100,00%
104 0,00% 100,00% 100,00%
105 0,00% 100,00% 100,00%
106 0,00% 100,00% 100,00%
107* 33,33% 66,6T% 100,00%
108 0,00% 100,00% 100,00%
109 0,00% 100,00% 100,00%
Total 1,22% 98.78% 100,00%

All items are rated as appropriate for their strategy group. These results show
that the instrument has content validity. As the table indicates the items on the inventory
were found to be appropriate for a total of 98.78%. Only on four items (58, 86, 103,
107) did one out of three expert say that they were not appropriate for their strategy
groups. However, since the percentage for their appropriateness was above 50%, these
items were not excluded from the inventory.

Before conducting the instrument, it was pre-piloted on three students from

fourth (2) and fifth (1) grades going to different privaie schools that have similar
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characteristics as the sample schools selected for the study, in order to check the
comprehensibility of the items, the length of time to finish the instrument, and to take
studénts’ emotional temperature such as boredom, confusion etc. As a result, some
statements were either changed or reorganized according to these students’ suggestions.
It took these 25-35 minutes to finish the entire instrument. Considering the fact that they
were not in a classroom environment and that they were alone while completing the
inventory the researcher decided to implement the inventory at two different times by
dividing the instrument into two parts, Direct Strategies (Part A) and Indirect Strategies
(Part B). Part A consists of 59 items and Part B consist of 49 items. In a classroom full
of fourth or fifth graders, instructions and questions about the instrument could take
more time and children could distract themselves and their peers and lose concentration.
Moreover, there would always be slower students who would need more time. In

addition, it was possible that this age group could get bored easily if they were not given

' any break. For fear that they might lose concentration and get bored, the inventory was

conducted in two sessions.

Secondly, the inventory was also given to an adult to compare time management
and get a second view on the comprehensibility of the items. It took 12 minutes for the
adult to finish the instrument, less than half the time that it took children to complete the
inventory, which also indicated that these three children took their time to read and
answer each item.

Lastly, after making necessary changes as a result of the feedback gained in
these two pre-pilot trials, the instrument was piloted on a class of 4™ grade students in a
private primary school in Eskigehir. It was thought that if fourth graders could

comprehend and complete the inventory, it would be even more possible for fifth
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graders to do so. In addition, since they are a year younger and their cognitive
capabilities are considerably smaller than fifth grade children it is thought that feedback
gathered from this group would be valuable in two ways: First, it was possible that they
would ask more questions to clarify their comprehension, which would enable the
researcher to make appropriate changes and improvements on the inventory. Second, it
would be a good indicator for the researcher that if this age group (10 years old) could
complete and comprehend the instrument, it was more likely for an older age group (11

year-olds) to understand and finish the inventory.

3.2.1.6. Data Analysis:

A series of statistical analyses was performed on the data. To determine the
structure of the instrument the “Principle Component Analysis” was made, and for this,
the varimax rotation technique was uséd. The reliability of the inventory was tested by
using the test- retest method. 10 days were given between the first and second
applications. The relationship between the two applications was calculated by using the
“Pearson r Product-Moments Correlation” coefficient for each strategy set (memory,
cognitive, compensation, metacognitive, social, and affective) and for the whole
instrument. The reliability of the items was tested according to a .05 significance level.

Certain criteria were used to determine the items in the instrument such as item-
total correlation coefficients being above 0.20 and factorial load being 0.40 or higher.

Moreover, differences in a single factor needed to be carried at least at a .1 level.
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Internal consistency, for all sub-groups and the whole instrument, that appeared
as a result of construct validity analysis (factor analysis), was calculated by using
Cronbach’s Alpha formula.

The significance level is considered as .05 for all analyses used in the study,
others above this level are indicated. Analyses were made by using the SPSS 11.0

(Statistical Programming for Social Sciences 11.0) program.
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CHAPTER IV

RESULTS AND DISCUSSION

Since the present study consists of two phases, which have different purposes,
and thus, methodologies, the results of each phase will be given and discussed
separately. Each phase of the study served a different purpose and can be considered
single studies themselves. Therefore, it would be more appropriate to talk about the
results of each phase and discuss the results within the frame of the purpose of each of

these studies.

4.1. Results and Discussion of the 1% Phase:

As a result of the data analysis of the first phase of the study, the strategies that
were used by the subject group were identified. As mentioned earlier (p. 113), the data
analysis indicated that there were some strategies as well as strategy sets that were not
present in Oxford’s taxonomy. The new strategies that deserves specific attention are
those related to pronunciation. In Oxford’s taxonomy, pronunciation related strategies
are limited to practicing, but current research shows that children’s strategies for
pronunciation are not restricted to practicing only. For instance, they try to use native

language sources to develop pronunciation, they focus on how a word is said when
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watching a film or listening to a passage from the tape, they try to create some
connections between the meaning of the word and its pronunciation. This variety signals
that it is an important aspect of language for children to pronounce the target language
words correctly. Newly identified strategies or strategy sets that are found as result of
the current study, as well as those that are in Oxford’s taxonomy, that need expansion in
their definitions are shown on the next page. The variety of children’s strategies and
their various strategy preferences will be discussed one at a time by referring to the

following chart.
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Chart 1: Strategies and Strategy Sets Used by Children that are Discovered within the

Scope of the Current Study

Direct Strategies
Memory Str.s —— . Creating Mental Linkages

- Creating Connections between meanings and sounds

Creating Structure for Input and Output
- Keeping Records of New Information
- Retelling
Analyzing and reasoning
- Analyzing Contrastively
Cognitive Str.s Practicing
- Doing(“Practice Tests
Developing Study Skills
- Learning by Writing
Using Native Language Sources for Pronunciation

- Using the Written and the Sound System of L1

Overcoming Limitations in Speaking and Writing

- Drawing the Picture of Unknown Vocabulary
Compensation Str.s - Using Already Known Vocabulary when Producing

Overcoming Limitations in Reading and Listening

- Ignoring Unknown Vocabulary
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Indirect Strategies

Developing Comprehension
- Self-checking Comprehension
- Facilitating Pronunciation
Metacognitive Str.s Centering Your Learning
- Building Background Knowledge
Arranging and Planning Your Learning
- Seeking = Assistance from More Proficient
Learners

- Asking for Proficient Help

Social Str.s _p Interacting with Others
- Asking More Knowledgeable Persons to Question
Oneself
- Playing Games

- Having Fun with the New Language
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The above strategies and five strategy sets are not found in Oxford’s extensive
taxonomy. Therefore, it could be assumed that these strategies are specific to children,
There is, of course, some possibility that some of these strategies are used by adults, but
not identified by prior resarch. In addition, since most of the strategy research has been
conducted in ESL contexts, some of these strategy sets such as ‘interacting with others’
could be specific to EFL contexts. Moreover, some others could be specific to the
subject groups’ culture and language such as ‘using native language sources for
pronunciation’. For example, by using this strategy a child tries to write the
pronunciation of an English word by using sounds found in Turkish (for instance, for
refrigerator the child writes ‘refricireytir’).
Aside from new strategies, results indicated that there is a need to expand some
of Oxford’s definitions. These are as follows:
1) Structured Reviewing under Memory strategies
2) Analyzing dontrastively under Cognitive strategies
3) Practicing Naturalistically under Cognitive Strategies
4) Seeking Practice Opprotunities under Metacognitive Strategies
5) Planning for a Language Task under Metacognitive Strategies
6) Definition of Social Strategies

The new strategies and those that need expansion will be dealt with one by one.

1) In memory strategies, a new strategy named as “Creating connections between
meanings and sounds” was added under the “Creating mental linkages”
strategy set. Item 2 of Part A (memory strategies) of the inventory (also see
Appendix 11) “Yeni o6grendigim bir kelimeyi diizgin séylemek igin o

kelimenin anlamum dugtnirim” (1 think of the meaning of the new word in
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order to pronounce it correctly) refers to this strategy. Some students indicated
that they need to think about the meaning of a new vocabulary item to
remember how it is pronounced. Similarly, other students said that they need
to learn the meaning of the new vocabulary item to pronounce it correctly.
These examples of strategies show that students try to make some kind of
mental connection between the meaning of a particular word and its
pronunciation to learn or keep it in mind. In this manner this strategy is
different from other strategies under the “Creating Mental Linkages” strategy
set. It is also different from the “Applying Images and Sounds” strategy set
where learners use other mental sources such as imagery, semantic mapping,
using keywords, and representing sounds in memory. Here, the connection is
with the word’s meaning' itself.

Item 3 of Part A (memory strategies} in the inventory “Yeni 6grendigim bir\~
kelimeyi diizgiin sOyleyebilmek i¢in vaza yaza cahsinm” (In order to
pronounce a new word correctly I study by writing it down.) is another
example of this new strategy (Creating connections between meanings and
sounds). Learners use written forms to remember pronunciation by making a
connection between the sound and the written system.

Item 9 of Part A (memory strategies) of the inventory “Yeni 6grendiklerimi
diizenli araliklarla tekrar ederim” ( I review the newly learned material
regularly) is not a new strategy according to Oxford’s (1990) taxonomy. The
strategy requires “reviewing in carefully spaced intervals” (p. 42) such as
starting reviewing as soon as 10 minutes after the learning, the next after 20

minutes, in half an hour and this goes on by widening the intervals to a day,
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two days, a week, a month ... etc. However, none of the children indicated
such review in any part of the data collection process in the first phase of the
study. Most of the subjects mentioned revision of the new material and/or
repeating it regularly. Therefore, from what the children understand and
actually practice, this is not a memory strategy, but more like a cognitive
strategy. However, this and other items under memory strategies [except the
new strategies and item 1 “Yeni 6grendigim kelimelerle ciimle kurarm” ( I
make up sentences with the new vocabulary), which were identified during
data collection process] are added to the inventory for fear that these strategies
may not be reported due to data collection methods. Despite methodological
triangulation, there is a possibility that some strategies that are in children’s
use would not be identified during data collection. Therefore, these items were
added to represent memory strategies that are previoﬁsly identified and defined
by Oxford (1990). It is al§/o kept in mind that the reason for not detecting these
strategies is might be that they are not actually used by children for they
require higher order cognitive skills and capabilities.

Another new strategy, ‘Keeping records of the new information’ was added to
the strategy taxonomy of children. Item 15 in Part B (cognitive strategies)
“Ingilizce’sini  bilmedigim kelimeleri, canlandirma aktivitelerinden sonra
aklimda kalanlari ve arkadaglarimn sorularimit defterime not ederim.” (I write
down unknown vocabulary, what is left in my mind after the role plays and my
peers’ questions to my notebook) is an example of this strategy. It is different
from Oxford’s ‘taking notes’ strategy, where she mentions systematic forms

such as the outline form, shopping list format, T-formation or the semantic
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map format. Rather, the students keep record of the new infor_rnation learned

after a task or an activity. Also, this is not summarizing. They record or write

down what is left after learning such as vocabulary or questions asked by peers

eic.

Item 17 of Part B “Ingilizce bir sey okurken daha onceden bilmedigim bir

dilbilgisi kural (gramer, yap1) ile karsdagirsam onu 6grendifim benzer bir

kuralla karsilagtirip tahmin etmeye calsinm” (While reading a passage in

English, if I come across a grammar rule that I don’t know, to understand it, I

contrast it with a similar rule I know) is a cognitive strategy that the child

contrasts with the new and the old rule. However, the strategy differs a little

from Oxford’s definition of “Analyzing Contrastively”. She refers to the |
comparison of one’s native language and the target language to determine the

similarities and differences between the two. This might be a more frequently

used strategy for ESL students, where they have more opportunities to be
exposed to the SL and thus, compare the two languages. Yet, in EFL contexts
learners’ opportunities to hear the target language is mostly restricted to
classrooms. Therefore, opportunities to compare L1 and L2 are very limited.
Subjects of the current study mentioned comparison, but within the target
language. Mostly, they compare what they have learned previously with the
newly learned information. In that sense, they are using a similar strategy. For
this strategy, for the subjects and the context of the current study, the
definition requires an expansion. Consequently, in order for the strategy to be
applicable to both ESL and EFL contexts the definition needs such an

addition.
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Another expansion in the definiton needs to be done for the “Practicing
naturalistically” strategy. Item 37 of Part B (cognitive strategies) “Ingilizce bir
parca dinledikten sonra benzer bir pargayr da kendim uydurup soylerim”
(After listening to a passage in English, I make up a similar passage and talk
about it) indicates such expansion. According to Oxford’s definition, this
strategy needs to be used in natural, realistic settings. Such activities can be
“participating in a conversation, reading a book or an article, listening to a
lecture ...” (p. 45), most of which require an ESL context. However, subjects
of the current study do not have opportunities such as talking with native
speakers. Yet, they find other ways to practice the new language creatively
such as creating a similar passage to the one that was listened to and then
producing it orally. It is natural in that it is not mimicry or repetition of the
exact same material. Children create their own contexts and do it alone
without any native spea.l(‘cers. For EFL contexts, creating natural-like situations
to practice the target language can be added to the definition.

Taking practice tests to improve one’s English is a new strategy that was
indicated by the subject group. This was shown by item 38 of Part B

(cognitive strategies) of the inventory. It is thought that this item is culture-

_specific. Turkish children, starting from primary school, take practice tests to

get prepared for various exams. Even at lower grade levels there are general
examinations that, for instance, all third year smdents take as city-wide or at
least school-wide tests. Therefore, children get used to doing practice tests and
taking test-type examinations, and they may think of doing them as a key to

success. For language learning, the subjects apply a strategy that is mostly

Anadoly Unive el o
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used for other subject areas for the purpose of practicing. This strategy or
similar ones might be applicable to other students in other countries having
similar education systems.

Item 39 in Part B “Yeni 6grendigim kelimelerle giir yazmaya cabsinm” (I try
to write poems with the new vocabulary I learned) is considered a practicing
strategy and placed under “Formally practicing with sounds and writing
systems”. Although the strategy set is not new, the strategy itself is worth
discussion. This strategy was identified in the pilot study as well as the main
study. Writing poems, even thymes, is a complex skill, even & talent for poets.

It is quite surprising that members of such a young age group tried to write
“poems” in the target language. The purpose was being to learn the new

vocabulary by creating contexts and using other rhyming vocabulary with the

new ones. In addition to its being a creative and a productive strategy, it is also

pleasurable and enjoyable. This strategy is in line with children’st
characteristics mentioned by Halliwell (1992), who claims that children like to

create fun and enjoy when they are learning and they are in general creative.

Trying to use the knowledge in the target language, almost naturally, is a

considerable attempt to learn the language. This suggests that, encouraging the

use and writing of poetry in children’s FL classrooms might have positive

effects on their learning.

“Retelling” is a new strategy under the “Creating structure for input and

output” strategy set, which was also identified in the pilot study. It is

represented by item 40 under cognitive strategies: “Ingilizce bir sey okuduktan

sonra kendi kendime anlatinm.” (I retell the passage that I read in English). In
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this strategy, after reading or listening to a new text in English, children tell it
to themselves either aloud or silently. For example, one fifth grade student said
that: “Bir okuma parcast okudugumda kendi kendime anlatinm.” (When I read
a passage I retell it to myself). Retelling is like summarizing what is read,
however, it is in oral form. It has a dual purpose. First, students aim to enhance
comprehension by telling what they read outloud, second; they also practice
the spoken form of the foreign language. As Oxford states for strategies under
the “Creating structure for input and output” strategy set, this strategy is also
used for comprehension and production and can be unique to children.

10)In addition to these new strategies, two strategy sets were added under
cognitive strategies. The first of these is “Developing study skills” and under
this set a new strategy, “Learning by writing”, was included. This strategy was
shown in item 21 of Part B: “Yeni ofrendiklerimi daba iyi ofrenmek ve
onceden bildiklerimi uﬁ/utmamak i¢in yazarak caliginm.” (I study by writing in
order to learn what I learned better and not forget what I previously know.).
“Learning by Writing” is a frequently mentioned study skill that children use
to learn or keep in mind the new information or vocabulary they learned in the
foreign language. As an example, some fourth and fifth grade students said
that: “Bir sey sOylemeden Once soyleyecegim seyi yazarak cahiginm.” It is new
in that it is different from repeating, doing something lagain and again. It is
more like a study skill, in that the learner uses writing to store and recall
information. This may include various strategies, such as writing exactly as it
is learned, taking short notes to enable them to remember later, summarizing

the material or using a combination of these strategies. Subjects who used this
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strategy preferred writing over reading. Studying by writing also triggers
thinking about the material. That may be why children think that they learn by
writing. This is something that they do regularly to keep and remember new
information.

11) Another strategy set that is added to cognitive strategies is “Using native
language sources for pronunciation”. The individual strategy that is related to
this set is “Using written and sound system of L1”. This strategy is located in
the inventory as item 41: “Yeni Ogrendigim bir kelimeyi dizgin
sOyleyebilmek icin okunusunu yazip birkag kez okurum.” (In order to
pronounce a word correctly I write it as if it is read in Turkish and read it
several times.). Under this strategy some students said that they are using
either the sound or the written syé‘.tém of the native language to learn the
pronunciation of a new word. This strategy might be an L1 specific strategy
that children use. The Turkish writing system being a nearly phoneti&
language, enables the learners to write the pronunciation of an English word in
Turkish letters. In order to overcome difficulties that might appear because of
the different sound combinations of the target language, Turkish children
preferred to write the pronunciation of a word by using Turkish letters and
sounds as if it is a phonetic alphabet. For example, they wrote ‘televijin’
instead of ‘television’.

12)In addition to memory and cognitive strategies, some strategies were also
added to compensation strategies, which constitutes Part C of the inventory.
One of these is shown in item 50 “Yazarken yada konugurken bilmedigim bir

kelimeyi onun resmini ¢izerek anlatmaya ¢abiginm.” (I draw the picture of a
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word when writing or speaking, if I don’t know its English). “Drawing the
picture of unknown vocabulary” is a new strategy under “Overcoming
limitations in speaking and writing”. This strategy is frequently observed
during task-based interviews. When writing or speaking in English some
children said that whenever they don’t know the English of some word or
when they can’t remember it, they draw its picture to make the reader or the
listener comprehend what they are saying. The reason why this strategy is not
found in Oxford’s taxonomy might be because that this is a children-specific
strategy. It is not feasible to strongly argue that this is so, yet, among the
literature reviewed on this point, no emprical data is found. However,
considering the fact that Oxford’s taxonomy is the most extensive one in the
literature and developed by using data gathered from adolescents and adults, it
can be assumed to be so. This strategy is in accordance with the children’s
characteristics mentié)ned in the lLiterature. As stated by Halliwell (1992)
children are creative and they use this skill to use their limited knowledge in a
second/foreign language in many creative ways. Thié strategy is one way that
they show their creativity.

13)The compensation strategy, “Using already known vocabulary when
producing”, is a new strategy in item 57: “Ingilizce bir ciimleyi veya paragrafi
sadece bildigim kelimelerle yazanim.” (I write a sentence or a paragraph in
English only with vocabulary I know.). This strategy looks similar to Oxford’s
“Selecting the topic strategy”. In the former, when writing something in the
foreign language, some children said that they only use the vocabulary that

they already know. This is why the strategy is different from “Selecting the
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Topic”. In the latter, students choose, change or convert the topic of
conversation, either written or spoken, whereas, in the former they limit their
conversation to the known words only.

14) As well as the “Overcoming Limitations in Speaking and Writing” strategy set
under compensation strategies, there is a need to add a new one named
“Overcoming Limitations in Reading and Listening” since some students use
compensation strategies for these skills too. Item 52 of compensation
strategies indicates that children need to compensate for reading and listening
skills too: “Ingilizce bir parca okurken bilmedigim kelimelerle kargilasthgimda
onlan atlayip okumaya devam ederim.” (I keep on reading when I come across
unfamiliar vocabulary.). During the interviews some students indicated that
they skip a word if they don’t know its meaning, and they keep on listening or
reading. They said that they do not bother about one word and waste t%me,
“Bilmedigim bir kelime ile kargilagtigimda onunla vakit kaybetmeifn.
Okumaya devam ederim.” So a new strategy named “Ignoring Unknown
Vocabulary” is included in this new set. This is one of the strategies that FL
teachers in Turkey teach a lot. From my own learning experience, I remember
my language teachers telling us to ignore unknown vocabulary and keep on
reading to try to understand from context. This strategy might be learnt and
appreciated by children. This is mostly used when reading or listening in the
target language. Oxford’s compensation strategies on reading and listening are
limited to guessing strategies by using linguistic clues or non-linguistic clues.

However, it is thought that rather than being a guessing strategy this is an
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avoidance strategy. Therefore, it suggests the need to develop another strategy
set.

15) A new strategy set and related strategies are added under metacognitive
strategies (Part D of the inventory) (also see Appendix 11). “Developing
Comprehension” is the new set that children indicated several strategies
related to it. The first of these is Self-Checking Comprehension”. Data
analysis of the first phase indicated that children use various self-checking
strategies. Item 5 of metacognitive strategies is the first one: “Ingilizce’mi
ilerletmek icin kendi kendimi smav yapanm.” (I assess myself in order to
improve my English.). This strategy may seem identical to “Self-Monitoring”
and/or “Self-Evaluating” strategies in Oxford’s classification, however, they
are different. Self-Monitoring requires the learner to “identify the errors in
understanding or producing the new language” (p. 140). This strategy is
mostly used to ﬁnd{**the source of errors and to try to eliminate them. Self-
evaluating, on the other hand, is “evaluating one’s own progress” (p. 140) such
as comparing one’s success in one area by looking at past and present
accomplishments. The current strategy is different from both of these. The
former is related to error identification and deciding the most important ones
in general. The latter requires comparison of previous and current success.
However, this new strategy (self-checking comprehension) requires the learner
to check his/her comprehension at any time, not necessarily focusing on errors
or progress as the item states, by questioning or testing oneself to improve
language success. Another example of such a strategy is given in item 6 of

Part D: “Okudugum bir kitabi, dinledigim Ingilizce bir parcayr ve/veya
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izledigim bir filmi onu anlayan birine anlatmm.” (I explain a book I read, a
passage I listened to or a film I watched to someone who comprehends it.)
Here, the aim of the leamner is to check his/her comprehension by explaining
what s/he understood to someone who actually did. This way s/he will have an
opportunity to compare his/her understanding with others. Item 8 is another
related strategy: “Ingilizce dinledigim bir parcayr anlaylp anlamadifim
kontrol etmek icin arkadagima veya OZretmenime sorarim.” (In order to check
whether I understood a listening passage I ask to my friend or teacher.). This is
a strategy similar to the previous one. Instead of telling, the learner prefers
asking questions to test if s/he undertood. Item 14 is another example of
developing comprehension: “Ingilizce bir film izlerken alt yazilardan anlayip
anlamadiim kontrol edenm.” (I check my comprehension from the subtitles
while watching a film). The learner aims to test his/her listening
comprehension through reading subtitles. This, again, isn’t as comple)é as
finding out the source of errors nor is it a long process to evaluate past and
present progress. Another item related to self-checking comprehension is item
17: “Ingilizce bir okuma pargasii okuyup bitirdigimde parcayla ilgili sorular
¢ikartinm.” (I write out questions when I finish reading a passage.). As with
preparing a test for oneself which is more general, this similar strategy
involves preparing comprehension questions about a passage, which is more
focused. Yet, both are used to develop comprehension. Item 21 is related to the
issue: “Ingilizce bir part;a okuduktan yada dinledikten sonra varsa parcayla
ilgili sorulant cevaplarim.” (If there are any, I answer the questions related to a

reading or listening passage.). In conirast with preparing questions about a
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passage to check comprehension, the learner prefers answering already present
questions to develop his/her comprehension. It is possible that this strategy
was developed through teacher advice and automatized for the learners.

16) Facilitating Pronounciation is another strategy type under the “Developing
Comprehension” set under metacognitive strategies. Item 16 is an example:
“Yeni Ogrendigim bir kelimeyi dizgin soylemek icin ciimle icinde
kullamnim.” (I make up a sentence with the new vocabulary item to pronounce
it correctly.). This strategy looks like the memory strategy “placing new words
into context”. However, the memory strategy aims to keep the meaning of the
word in mind. In this strategy the learner aims to facilitate the pronounciation
of the new word by using it in a sentencé. This enables the learner not only to
develop his/her comprehension of the meaning of the new vocabulary but also
his/her pronounciation. Practicing the new vocabulary by using contextual
clues enables the i‘earner to develop comprehension of the sound system as
well as the meaning.

17) “Building Background Knowledge” is a new strategy under the “Centering
your learning” set within metacognitive strategies. The reason why this
strategy is included under the “Centering your learning” set is because
children using this strategy are trying to drive their attention to a certain
activity or a task as other strategies under this set and as identified by Oxford.
Item 9 exemplifies such background building: “Ingilizce bir sey yazmadan ve
dinlemeden o6nce o konuyla ilgili okurum, initeyi tekrarlarim, benzer bir
paragrafi okurum, 6mek bulmaya c¢aliginm, misvedde hazirlarnm veya o

konuyla ilgili ciimleler kuranim.” (Before writing or listening to something in
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English, I read about the topic, review the unit, read a similar paragrapgh, try
to find an example, prepare a draft or make up sentences about the topic.).
Subjects of the current study indicated that they make some preparations
before they write, listen, etc. in the target language. The purpose is to prepare
themselves, and activate their background knowledge to focus on the coming
task or activity. Hence, this strategy is placed under the “Centering your
Learning” strategy set. Item 20 is a similar one. The former is related to
writing and listening, yet, this one is used for the speaking skill: “Ingilizce bir
sey sOylemeden once defterden, kitaptan, vs. konuyla ilgili neler yaptigimza
bakarim.” (Before saying something in English I look at the book and the
notebook to see what we have done on the topic.). Before speaking in the
target language the learners seem to get prepared for the task by activating
their knowledge. Item 28 shows another way to build background know}edge:
“Ingilizce bir metin dinlemeden once resmi varsa iyice incelerint ve
gordiiklerimin Ingilizce’sini digtintirim.” (Before listening to a passage in
English, I examine the picture and think about the English equivalents of the
objects I see.).

18) Other additions to metacogpitive strategies are two new strategies under the
‘Arranging and planning your learning’ set. The first of these is “Seeking the
assistance of more proficient learners”. This strategy is different from
“Cooperating with proficient users of the new language”, which is a social
strategy. According to Oxford, the latter involves cooperation with native or
native-like speakers to attend to conversational roles. However, the new

strategy involves working with other people who are not necessarily native or
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proficient speakers of the target language. According to children, these people
are more knowledgeable than themselves and apparently it seems to be
enough. Children said that they study with their mother, father, sister, brother,
or neighbor or ask their help to do their homework or an activity. The reason
why these children do not or cannot cooperate with native speakers is that they
are in an EFL environment, where there are few opportunities to interact with
native speakers. Thus, Oxford’s strategy named “Cooperating with proficient
users of the new language” does not work or is not feasible for EFL children,
“Ingilizce cahgirken annemle, babamla, yada bagka bir biiyiikle ¢ahginm ya da
ihtiyacim oldugunda yardim ahinm.” (When 1 study English I study with my
father, mother or another grown-up or I ask for their help when I need.) is a
strategy in item 32 of metacognitive strategies. The ability to recognize one’s
need for help is considered a metacognitive ability. Therefore, rather than
being social, due (“to cooperation with others, this strategy is considered as a
metacognitive strategy.

19) The second strategy under ‘Arranging and planning your learning’ strategy set
in metacognitive strategies is “Asking for proficient help”. Similar to the first
strategy above, the child feels the need to ask for help from a professional such
as a teacher for private lessons. The difference between the two is that the first
requires help from someone who is more knowledgeable than the learner, but
the second signals the need for a professional, this could be a teacher or if in
ESL setting it could be a native speaker. Due to the need for help, this strategy
was also considered to be metacognitive. Item 33 is a good example of this

strategy: “Ogrenemedigimi yada eksikliklerim oldugunu diigiiniirsem aileme
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yardima ihtiyacim oldugunu sdylerim. Ornegin; 6zel ders almak istemek gibi.”
(¥f 1 think that T cannot learn or I have deficiencies in learning, I tell my family
that I need help. For ex: wanting to have private English lessons.).

20) The definition of “Seeking practice opportunities” under “Arranging and
planning your learning” strategy set in the metacognitive strategy group needs
expansion due to contextual differences. Item 15: “Ingilizce’mi gelistirmek
icin kendi kendime Ingilizce konusurum.” (I speak English to myself to
improve my English.) is a strategy that is thought to develop due to such
differences. “Seeking practice opportunities” are learners’ attempts to create
and seek out naturalistic language practice such as going to movies in which
the 1.2 is spoken, joining international clubs, etc. Moreover, she adds that
“consciously thinking in the new language also provides practice opportunities
(p. 139). This strategy involves not only conscious thinking, but a!so oral
production. Therefore, it is thought that this strategy also needs o be
considered as seeking opportunities to practice.

21)The definition of “Planning for a language task” under “Arranging and
planning your learning” also needs some changes. According to Oxford such
planning requires four steps: “describing the task or situation, determining its
requirements, checking one’s own linguistic resources, and determining
additional language elements or functions necessary for the task or situation”
(p. 139). However, thedata analysis showed that though children do some
planning before a language task, it is not as sophisticated and complicated as
indicated by Oxford. This planning is usually finding out linguistic resources

such as “Ingilizce bir ey yazmadan 6nce kullanacafim kelimeleri ve kaliplan
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belirlerim ve kitap ve defterimden bulurum.” (Before writing something in
English, I determine the vocabulary and the structures that I will use and find
them from my book and notebook) (item 19 in Part D). Additionally,
“Ingilizce bir clmle yada paragragraf yazmadan once yazacaklammmun once
Tirkee’sini diiginirim.” (Before I write a sentence or paragraph in English I
think about what to write in Turkish.) In item 12 in Part D, there is some kind
of planning done in the native language. It is clear from the statements that
children are engaged in some kind of planning though not as complicated as in
Oxford’s definition. Therefore, the planning process does notvdevelop as a
four-step activity. Rather, for children it is more simple including one or two
of the steps. Thus, it can be argued that the definition of the strategy “Planning
for a language task™ can be simplified so that it includes children.

22) Apart from thg “Taking risks wisely” (part E of the inventory. affective
strategies) strate/gy, none of the other strategies that are considered affective in
the literature were identified through data collection. As with the memory
strategies, this may be because affective strategies require higher cognitive
abilities. Moreover, for the same reason as the memory strategies (that there
might be a possibility that children actually possess and use affective
strategies, but these strategies are not identified due to data collection
methods) affective strategies previously identified by Oxford were included in
the inventory.

23) Social strategies (part F in the inventory) in general need to be expanded so
that they not only involve cooperation with native or proficient speakers, but

also with other people in EFL contexts who are more knowledgeable than the
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learner. Oxford argues that language is a social behavior and it is used through
communication with other people. However, the social strategies listed in her
classification involve peers and native or proficient speakers of the target
language. Others that learners interact with to develop language skills or
comprehension are not mentioned. Data analysis of the first phase of the
current study indicated that children in an EFL context interact with other
people, not necessarily proficient users of the target language, such as their
sister, mother, father, neighbor etc... who they think are more knowledgeable
than they are. Therefore, the definition of social strategies need to involve
cooperation and interaction with those who are not necessarily native or
proficient users of the language.

24) As a result of the analysis, a new set named “Interacting with others” was
added under social strategies. One of the strategies under this set is “Asking
more knowlegeable persons to question oneself’. One of the exani{ples of
interacting with other people such as one’ mother or father to improve one’s
English is exemplified in item 47 of the social strategies: “Ingilizce’mi
gelistirmek igin anneme, babama smav hazulatip ¢ozmeye calisinm.” (To
improve my English, I have my parents prepare a test for me to solve.). Such
interaction with more knowlédgeable people may be to learn about the
language, use it or develop skills. By using this strategy the child involves
his/her parents in the language development process.

25)“Playing Games” is another strategy under the “Interacting with Others” set.
During data collection, children frequently mentioned playing games (word

games and/or card games etc.) to improve their vocabulary or other skills for
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language development or just for enjoyment. As with other strategies under
this set, the current strategy requires interaction with people in addition to and
other than the ones in school. Interaction is not necessarily lesson related. Item
48 of social strategies “Ingilizce’mi ilerletmek icin arkadaglarmla yada
ailemle oyunlar oynanim.” (I play games with my friends or family to improve
my English.) shows such interaction. The occurence of such a strategy is not
surprising in that it is in accordance with children’s characteristics. Children
like to create fun and enjoyment when they are learning and they need social
interaction for their language development (Halliwell, 1992; Cameron, 2001).
In addition, Halliwell also claims that children appreciate indirect learning and
that games and activities that require real life skills support children’s indirect
learning capacity.

26) Lastly, using Engﬁsh to have fun is another way that children preferred doing
when leaming.(“: Item 49 in social strategies, which states that “Ingilizce’yi
eglenceli olacak sekilde kullanmaktan hoglamrim. Ornegin; Espiriler yapmaya
caligmak gibi” (I like using English in a fun way such as making jokes in
English.) is a good example. Children like to experiment with the new
language, their creativity and joyfulness reflect this experimentation process.
During classroom observations, a fourth grader teased her friend by saying
“You look purple, your face purple” that refers to “morardin” in Turkish. She
used a literal translation to continue with her joke. This strategy, again, reflects
children’s characteristics.

After discussing newly identified strategies and strategy sets that were identified

as a result of the data analysis, it is necessary to show children’s language learning
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strategies taxonomy. The taxonomy uses Oxford’s classification scheme, by adding
newly discovered strategy and strategy sets. The additions are indicated in bold letters.
The strategies that need expansion in their definition, due to the difference in context
(EFL) and age group (children), are indicated by a star (*) in the upper right corner. The

taxonomy is shown on the following page:
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Chart 2: Children’s Taxonomy for Language Learning Strategies
Direct Strategies

Memory Str.s ————— Creating Mental Linkages

Creating Connections between Meanings and Sounds

Practicing
- Repeating
- Recognizing and Using Formulas and Patterns
- - Practicing Naturalistically*
Formally Practicing with Sounds and Writing systems

Doing Practice Tests

Receiving and Sending Messages

Using Resources for Receiving and Sending Messages

Analyzing and Reasoning
Translating

Analyzing Expressions
'Analyzing Contrastively*

Transferring

Creating Structure for Input and Output

- Summarizing

- Highlighting
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- Ignoring Unknown Vocabulary

Indirect Strategies
Centering Your Learning
Paying Attention
Overviewing and Linking with Already Known Material

Building Background Knowledge

Arranging and Planning Your Learning
Seeking out Practice Opportunities*

- Finding out about Language Learning
Organizing |

Planning for a Language Task*

Seeking Assistance from Proficient Users
Asking for Proficient Help

Metacognitive Str.s Evaluating Your Learning

Self-monitoring

Developing Comprehension
- Self-checking Comprehension

- Facilitating Pronunciation

Affective Str.s — % Encouraging Yourself
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- Taking Risks Wisely

Asking Questions
- Asking for Clarification or Verification

- Asking for Correction

Social Str. » Cooperating with Others

- Cooperating with Peers

Interacting with Others

- Playing Games

- Having Fun with the New Language

- Asking more Knowledgeable Persons to Question

Oneself

By looking at the taxonomy, the first and second research questions can be
answered. The first question attempted to find out the language léarning strategies of
children. The taxonomy shows all strategies that the subjects of the study use.
Accordingly, children use 46 strategies in 18 strategy sets, some of which are common
to the strategies what adults use.

The second research question asked whether a children’s taxonomy differs from
an adults’. By looking at the results, it can be said that there are some differences
between the two. Most of these are not major. The children’s taxonomy needs some

additional strategy sets and individual strategies as well as some expansion in some
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definitions. The different strategy preferences mostly are due to children’s cognitive
abilities, characteristics and differences from adults. Therefore, it can be argued that
most of the new strategies and strategy sets that appeared are children-specific.

The third question asked whether children used all strategy groups as mentioned
in the literature. Results are important in this respect. Although it seems that children
use all strategy groups (memory, cognitive, compensation, metacognitive, affective, and
social) only one memory and one affective strategy are in children’s strategy repertoire.
In addition, only memory strategy that is used, is a new strategy that did not appear 1n
the literature. That is, none of the memory strategies listed in the literature was used by
the subjects of the present study, which is an important point to mention.

The affective strategy “Taking Risks Wisely” is the only one used and identified
through the data collection process. The reason why only this one, 'but ot the others
was identified is because children have lower - affective filters tha/n adults and
adolescents, and they attempt to take risks when learning the language. Thus, children
better tolerate being incorrect when compared to adults. This difference between
children and adults is mentioned in the literature as Moon (2000) claims that contrary to
adults, children are not inhibited when speaking in a new language.

When looked at in more detail, there are some strategy sets that none of the
strategies under these sets were used:

1) Under Memory strategies
a) Creating Mental Linkages (except the new strategy added to this set).
b) Applying Images and Sounds |
¢) Reviewing Well

d) Employing Action
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2) Under Affective Strategies
a) Lowering Your Anxiety
b) Taking Your Emotional Temperature
3) Under Social Strategies
a) Empathizing with Others
As a result, it can be said as an answer to the third research question that
children did not use all of the strategy sets mentioned in the literature. With an
exception of the two strategy groups (memory and affective) the subjects used many of
the strategies mentioned in the literature, and in fact used additional ones that were not

mentioned before.

3

/

4.2. Results and Discussion of the 2™ Phase:

The second phase of the current study aimed to find out whether it was possible
to develop a reliable and valid children’s inventory for language learning strategies. As
a result of the first phase of the study an inventory was developed and designed as a
three-point likert‘scale, which consisted of 108 items. This initial form was tested for
face and content validity and given to 402 students in four private primary schools in
Bursa. A total of 45 students (one fourth grade class and one fifth grade class) were re-
tested to measure the reliability of the instrument.

The second phase of the study starts at this point. The initial statistical analysis
for reliability was done by using the Pearson r Product - Moments Correlation technique
by using the results gathered from test and re-test. As a result, the answers to 58 items

were found to be reliable and the answers to the remaing 50 items were unreliable. That
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is, the answers for the 58 items were consistent in the test and the re-test. Therefore, 50
unreliable items were discarded from the rest of the statistical analysis (The list of
reliable and unreliable items are given in the Appendix 12). There might be several
reasons for this result. First, the subject group consisted of children who can be
distracted easily and lose concentration. It is possible that some of these children might
have lost concentration or been distracted for some reason either during the test or the
re-test, which in turn affected their choices. Second, as it was indicated by some of the
children, after the re-test their behaviors in some areas might have changed in 10 days
time. It is possible that the initial application of the inventory might have raised their
awareness and encouraged some children to change their behavior. For instance, one
student during the re-test, said that she was not reading English books and films before,
but she had started doing so, and thus changed her answer at the re-test. ,Third, in the
initial testing, some of the children were not sure about their bebaviors and gave
conflicting answers in the re-test. Yet, despite these disadvantages the answers to 58
questions were consistent.

The 58-item inventory was still too long for children between 10-11 years of
age, according to the experts. Thus, the scale was tested for construct validity and factor
analysis, which is a data reduction technique. Construct validity is related to different
traits of a scale, test, and/or questionnaire. One problem related to construct validity is
whether a group of items define or comprise a construct. Different correlation
techniques such as factorial analysis, or a multitrait-multidimensional rﬁatrix can be
used to test the construct validity (Hatch & Farhardy, 1982).

As mentioned above, the current study examined the construct validity of the

inventory with the remaining 58 items through exploratory factor analysis. Factor
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analysis refers to techniques that are used to analyze test scores in terms of some
constructs (factors) (Hatch & Farhardy, 1982). It is a multi-variable statistical procedure
that aims to find new dimensions that are few in number, independent and conceptually
meaningful by bringing up a number of dependent variables. There are two types of
factor analyses: exploratory and confirmatory. Exploratory factor analysis aims to find
factors by deriving from the relationship between variables, whereas, confirmatory
factor analysis aims to test a pre-determined hypothesis previously derived from the
relationship of variables (Biyiikoztirk, 2002, p. 11 7).

Factor analysis is a statistical technique that intends to bring variables that
measure the same construct or quality and explain these with a few number of factors.
In a good factorization there must be;

a) reduction of Yariables,
b) new variables or factors that are independent,
c) meaningful results, that is, factors (Buyikoztiirk, 2002, p. 117).

There are several techniques in constructing factors. Principle axes, maximum
likelihood, multiple grouping and principle component analysis (PCA) are examples of
these techniques. The current study uses Principle Component Analysis (PCA). PCA is
a multi-variable statistical analysis that reduces variables and aims to reach meaningful
conceptual constructs. It 1s frequently used in practice and it is subjectively easy to
interpret (Buylukoztirk, 2002, 118).

In factor amalysis, there are several criteria to take into consideration when
discarding items that do not measure the same construct:

1) Factor loadings of items in a specific factor need to be high. If there is a cluster

of items that are highly related to a factor it means that these items together
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measure a concept or a construct. Buayukoztirk (2002), suggests that the

minimum value for factor loadings must be 0.30 and that it is a good solution to

choose items with factor loadings 0.45 or above. The bigger the variance ratios
as a result of the factor analysis, the stronger its factorial structure. It has been
suggested that in determining the factors, factorial loadings that are between

0.30 and 0.40 can be used as lower limit (Dunteman, 1989; Gorsuch, 1983;

Coombs and Schroeder, 1988). In social sciences it is adequate to have variance

ratios that are between 40% and 60% (Dunteman, 1989; Gorsuch, 1983). The

current study used items with factor loadings of 0.40 and above.

2) Ttems’ factor loadings need to be high for one factor and low for the others.
Buytikoztiirk (2002) argues that the difference between the two factor loadings
must be a minimum of .10. In a multi-factorial construct an ittem1 that gives
results in a high factor loading for more than one factor is referred to as a
colliding item and discarded from the scale.

3) Communalities of items for important factors need to be high. Although
Buyiikoztirk (2002) claims that it would be a good solution to have
communalities above 0.66, he also argues that this is difficult in practice.

Another point to realize in factor analysis is to decide the number of important
factors that the variables (items of the scale or the questionnaire) measure. This problem
is related to healthy factorization. Biiyiikoztiirk lists three criteria. One criterion is to
determine factors with eigenvalues of 1 or above. This minimum limit can be increased
by researchers.

Another criterion is total variance. In multi-factor scales a high number of

factors increases total variance, however, this time it becomes difficuit to name each
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factor. In single-factor scales it might be enough to have a total variance of 30% or
above. In multi-factor scales higher variance is expected. The bigger the total variance
as a result of the factor analysis, the stronger its factorial structure.

When total variance increases, it means that the construct is measured well. In
order to increase total variance, the number of factors or items with higher factor
loadings can be chosen.

The last criterion can be examining the scree plot, which is drawn according to
the eigenvalues. The vertical axis shows the amount of eigenvalues and the horizontal
axis shows the factors. High velocity decreases show the number of important factors.

The researcher can rotate the factors that s/he gets after factor analysis to
interpret the results independently, clearly, and meaningfully. Hatch & Farhardy argue
that varimax rotation %s the most common method, thus, the present study used varimax
rotation in the analysis;" When interpreting the results the component matrix is not used
since it gives less incomprehensible information than the rotated matrix.

In light of this information, 58 items were factor analyzed. The initial analysis
resulted in 18 factors with eigenvalues of 1 or above. The total variance of these 18
factors was found to be 85.023%. As discussed above a high number of factors
increases the total variance but makes it difficult to name each factor (Buyikoztirk,
2002). In addition to this fact, the SPSS 11.0 program was unable to make a Rotated
Component Matrix, because the rotation failed to converge in 25 iterations.

Due to these results, and by examining the scree plot, it was decided to do the
factor analysis for four factors, because the decrease between the fourth and fifth factors
was not high. Yet, in this second analysis the program indicated, again, that the rotation

failed to converge in 25 iterations. This time, the factor analysis was done again for the
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third time for five factors. As a result of the third attempt, total variance was found to be
46.001%. This is an acceptable percentage for a multi-factor scale. When the rotation
component matrix was examined the following items needed to be removed by taking
the criteria mentioned above. Accordingly;

D 1: The item worked in factors 1 and 5, however, the difference between the
factor loadings was smaller than .10 and discarded. If the difference between the two
factor loadings was more than .10 the item would be accepted under the factor having
the highest loading.

B 26: Factor loading of this item was below .40, which was accepted as the
minimum limit for this study.

B 24; D 4; D21: Similarly, factor loadings of these items were also below .40.

E 46: The item was under factors 1 and 3. The difference betweenq‘ the factor
loadings was less than .10. Thus, it was a colliding item that needs to be discaraed.

C 52: The item was under factors 3 and 5. The difference between the factor
loadings being less than .10.

C 47: The item was under factors 2 and 3. The difference between the factor
loadings was less than .10.

B 31: The item was under factors ! and 4. The difference between the factor
loadings was less than .10.

C 51: The item was under factors 3 and 4. The difference between the factor
loadings was less than . 10.

| A4 11: Thé item<was under 7féctorsl 3 and 4 The diﬁ’erence between the factor

loadings was less than .10.
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D 18: The item was under factors 2 and 4. The difference between the factor
loadings was less than .10.

C 48: Factor loading of this item was lower than .40.

When certain items are discarded it is necessary to continue factor analysis until
all conditions are met. As a result, factor analysis is a data reduction technique.

After discarding the above items the fourth factor analysis was made with the
remaining items and the total variance increased to 48.662%, and the following items
were discarded for not meeting the criteria:

C 55: The item was under factors 2 and 4 and the difference between the factor
loadings was less than .10.

A 4; E 34; C 57: Factor loadings of the items were lower than .40.

B 34: The item, was under factors 2 and 3 and the difference between the factor
loadings was less than .10.

Since there were still some items to be discarded, factor analysis was conducted
again for the fifth time. This time the total variance increased to 50.644%, however,
four more items did not work well with the factors: |

E 47: The item was in two factors (1&5) and the difference of the factor loadings
was less than .10.

A 8: Factor loading of the item was below .40.

B 23: The item was under factors 4 and 5 and the difference between the factor
loadings was less than .10.

D 17: The item was under factors 2 and 5 and the difference between the factor

loadings was less than .10.
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Factor analysis was repeated again for the sixth time and the total variance
increased to 51.894%. At the end of the sixth factor analysis, item D 25 was found to be
in two factors (1&3). The difference between the factor loadings was less than .10. In
the seventh analysis the item was deleted and the total variance became 51.679%. This
time item A 1 was found to be under the second and third factors without the necessary
difference (.10).

The eighth factor analysis was done afier the item A 1 was deleted, and the total
variance slightly increased to 51.864%. Ttem A 10 was under the second and fifth
factors with a difference of less than .10. Removal of item A 10 forced the ninth factor
analysis, however, this time, only two items (E 40 and D 15) were left under the fifth
factor. Two items are not adequate to consider as a factor. In addition, item B 14 was
under the first and fifth factors without adequate difference in the factor loadingg.

Consequently, a tenth factor analysis was done for four factors and 1/3'14 was
removed. The total variance decreased to 47.393%, but it is still considered as high.
Factor loadings of items E 40 and D 15 were below .40 at the end of the tenth factor
analysis and thus, removed.

Finally, factor analysis was repeated for the eleventh time (see Appendix 13) and
total variance increased and approached to 50% with 49.871%, which is considered
high.

At the end of the factor analysis, 30 of the 58 items were left and these were
distributed to the four factors (see Appendix 16 for 30-item CHILLS). The Factorial

distribution of these items are given below:



Table 2: Factorial Distribution of Inventory Items
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FACTOR 1 FACTOR 2 FACTOR 3 FACTOR 4
B32 B 43 A6 B 13
F 44 B36 B 15 Al2
F 45 F 49 Cs50 D19
D20 D3 C54 B 20
D16 B 38 C59 A9
D53 B 17 A3
B 28 D9 B3
B22 Cs6
D 30 3
D33

The items were checked for internal reliability by using Cronbach’s Alpha. The

reliability of the scale was found to be very high (.8873) (see Appendix 14 for reliability

results). Then, each factor was tested for internal reliability by using the same

technique. Accordingly, the reliability of each of the factors is given below:

Factor 1 = 8491

Factor 2 = .8192

Factor 3 = 7752

Factor 2 = 7852

Individual reliability results of factors are also high. Thus, the results show that the

inventory is valid and reliable. Table 3 shows the items, their mean, standard deviation,

Anradely Oniversito
Merker Wiilohane

8
3
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item-total correlation, factor analysis and internal reliability correlation coefficients of

the factors of Children’s Inventory for Language Learning Strategies (CHILLS).

Table 3: Mean, standard deviation, item-total correlation, factor analysis, and internal
reliability correlation coefficients of the factors in Children’s Inventory for Language

Learning Strategies (CHILLS)

Items and Factors Mean SD Item- Comp.  Varimax
total Fact. Fact.
Cor. Load. Load.

Factor 1: Study Habits
Alpha = ,8491

1. Oretmenimle, arkadaslanmia, anne ve babamla
Ingilizce konusmaya ¢ahisirim.

2. Ingilizce bir aktivitede arkadasimia cahginim,
notlarum paylasinim ve bilmediklerimi ona 23488 65041 4233 ,497 , 736
SOTarun.. 3

3. Ingilizce bir sey yazdiktan veya soyledikten !
sonra ogretmenimden, arkadagimdan yada bilen ~ 2,2791 82594 5191 ,589 1698
bagka birinden yanhglanmi dizeltmesini isterim.
4. Yeni 6grendigim bir kelimeyi diizgiin sdylemek
icin ciimle i¢inde kullanmrim,

5. Ingilizce bir sey séylemeden once defierden,
kitaptan v.s konuyla ilgili neler yaptifimiza 2,1860 79450 ,5092 435 ,632
bakanm..

6. Ingilizce’mi ilerletmek icin kendi kendimi sinav
yaparim.,

7. Okulda isledigimiz dersi, eski kitap ve
defterlerimi, derste aldigim notlarn, bilmedigim ve
yeni dgrendigim kelimeleri okuyarak yada yazarak
tekrar ederim.

8. Konusma aktivitelerinden once
annemie,babamla yada bagka birisiyie prova 2,0930 86778 6185 526 ,611
yaparm.

9. Konugma aktivitelerinden sonra yanhslarim
calisinm,

10. Ogrenemedigimi yada eksikliklerim oldugunu
diigiintirsem aileme yardima ihtiyacim oldugunn 1,8605 86138 3299 ,406 419
soylerim. Ornegin; 6zel ders almak istemek gibi.

2,3953 79101 5096 385 ,750

2,2326 78185 3582 582 623

2,0000 84515 5678 643 621

23023 70828 4556 688 593

2,1163 ,79310 ,3594 ,432 ,300

Factor 2: Strategies to Improve Language Learning

Alpha = 8192

11. Ingilizce mi ilerletmek icin daha Gneeden " N n
okudugm kitaplan tekrar ol . 1,9535 84384 5203 ,353 , 743
12, Yeni dgrendifim bir kelimeyi dizgiin

soyleyebilmek icin turistlerle ve bagka yabancilarla 23256 ,83726 ,3459 ,551 ;714

konusurken kullamnm.



13. Ingilizce’yi eglenceli olacak gekilde
kullanmaktan hoslanirim. Ormegin; Ingilizce 1,8837
espiriler yapmaya ¢aliginm.

14. Ingilizce’mi gelistirmek icin baska ders

kitaplan, Ingilizce 6greten CD ve kasetler gibi 2,1395
yardimcl malzemelerle calisirim.

15. ingilizce’mi gelistirmek igin test ¢ozerim. 1,9767
16. Ingilizce bir sey okurken daha 6nceden

bilmedigim bir dilbilgisi kurall (gramer, yapy) ile
karsilasirsam onu Ggrendigim benzer bir kuralla 2,1163
kargilagtirtp tahmin etmeye caliginm.

17. Ingilizce bir sey yazmadan ve dinlemeden dnce

o0 konuyla ilgili okurum, initeyi {ekrarlarim, benzer

bir paragraf okurum, 6rnek bulmaya calisirum, 2.,0465
miisvedde hazirlanm veya o konuyla ilgili ciimleler
luranm.

18. Konusurken bilmedigim kelimelerin verine

aym anlama gelebilecek bir kelime uydururum. 2,1860

Factor 3. Strategies to Facilitate the Reception and Production of the Target Language

Alpha = ,7752

19. Tiirkce’de ve Ingilizce’deki kelimelerin

sOylenigleri birbirine benzeterek aklimda mitmaya ~ 2,0000
calisimm. Ornegin; snake (yilan) ve sinek gibi.

20. Ingilizce’sini bilmedigim kelimeleri,
canlandirma aktivitelerinden sonra aklimda
kalanlan ve arkadaglarumn sorularm: defterime not
ederim. Y

21. Ingilizce konugurken anlatmakta giigliik
¢ektigim durumlarda el-kol hareketleriyle 2,2093
anlatmaya ¢ahisinm.

22. Yazarken yada konusurken bilmedigim bir
‘kelimeyi onun resmini gizerek anlatmaya caligimm.
23. Konusurken Ingilizce’sini bilmedigim bir
kelimenin yerine onun Tiirkce’sini soylerim ve 2,2558
Ingilizce konugmaya devam ederim.

24. Yeni ogrendigim bir kelimeyi diizgin
soyleyebilmek icin yaza yaza calisirim.

25, Ingilizce yazarken ve okurken anlamamu ve
yazmam kolaylastirmas icin Tiirkce’ye benzeyen
kelimelerden yararlaminim. Ornegin; radio,
television, leopard, chimpanzee.

1,7674

2,3256

1,9302

2,2791

,90526

33328

30144

,79310

84384

,85233

,89974

,15078

80851

30832

,81920

88359

76612

3414

,3835

,5332

,4818

2952

4825

,3491

,3564

A741

,2330

3349

,5378

A769

Factor 4: Strategies to Consolidate Knowledge in the Target Language

Alpha =,7852

26. Ingilizce bir ciimleyi yada metni anlamama,

yazmama, dinlememe yada séylememe yardimci

olabilmesi i¢in sozliikten, kitabimdan, defterimden  2,2326
veya varsa Ingilizce 6greten CD ve kasetlerimden
yararlanirim.

27. Yeni bir kelimeyi onu gérdigam sayfadaki
yeriyle hatirlarum.

28. Ik kez okudugum yada dinledigim ingilizce bir
paxcay: tekrar okurum ve dinlerim.

29. ingilizce bir sey yazmadan énce kullanacagim
kelimeleri ve kaltplan belirierim ve kitap ve 2,1395
defterimden bulurum.

30. Yeni 6grendiklerimi diwzenli araliklarla tekrarederim. ~ 2,2791

2,3023

2,0465

75078

,74113

81514

,83328

,62965

4733

3260

,53471

4353

,3185

436

438

571

,528

-576

533

685

,496

496

,494

,409

,389

519

352

,562

595

,507

470

167

647

,626

,621

,606

591

552

747

678

614

494

386

,333

463

,694

691

690

657
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The instrument that is developed is shown in Appendix 16. At a glance it is easy
to say that this children’s inventory for language learning strategies (CHILLS) is
different from the adults’ SILL.v First of all, instead of six factors there are four factors
in CHILLS. Moreover, the factor names are different from those of SILL’s (memory,
cognitive, compensation ... etc.). The researcher gave different names to these factors,
because as a result of the statistical analysis the items did not group as memory
strategies, cognitive strategies, and so on. The common point of these strategy groups
was not dependent on their being memory, cognitive, social ...strategies. For instance,
the first factor consists of strategies for general study habits; the second factor includes
strategies to improve language learning. The third factor is composed of strategies to
facilitate the reception and production of langnage. The fourth factor consists of

strategies one uses to consolidate knowledge in the target language. \

The first factor is mostly composed of cognitive and metacognitive strategies
and two social strategies that children use. The strategies under this group mostly refer
to general study habits of children, for instance, using a newly learned vocabulary word
in context in order to pronounce it correctly, studying one’s mistakes/errors after a
speaking activity, before speaking in English, checking one’s background knowledge by
examining books, or asking others to correct one’s mistakes.

The second group of strategies are mostly used to improve language learning.
Although mostly cognitive, there are metacognitive, social and compensation strategies
in this group, however, their common property is that they are used to improve learning
in the target language. To give some examples; re-reading the books that were read

before to improve one’s English, using the newly learned vocabulary when speaking
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with native speakers, using other books, educational CD’s or tapes to learn more about
the language, solve practice tests etc.

The third factorial group is composed of strategies that are mostly used for the
facilitation of the reception and production of the target language. They are mostly
compensation strategies but there are two memory strategies and two cognitive
strategies. When statements under this group are examined, it can be seen that although
they call for different types of strategies (cognitive, compensation or memory), they are
used for the same purpose. For example, keeping new vocabulary in mind by making an
association between the pronunciation of two words in English and Turkish such as
snake and sinek, keeping notes of peers’ questions after speaking activities, studying by
writing in order to pronounce a word correctly, making use of similar words in the
native and target languag$ such as leopard and leopar, radio and radyo etc. are all

j
strategies for reception. Using gestures and mimicry, when speaking, drawing the
picture of an unknown vocabulary when speaking or writing, switching to L1 when
speaking are strategies to facilitate the production of the target language.

The last group of strategies is common in that they are used for the consolidation
of the target language. For example, listening to or reading a passage a second time,
practicing new information regularly, using extra resources to comprehend, write, listen
or speak in English etc.

When looking at the results it is clear that children use different strategy groups
for their own learning needs, which makes them unique in their strategy preferences and

use.
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In conclusion, the resuits of the second phase answer the last research problem.
That is, it is possible to develop a valid and reliable inventory for language learning

strategies of children.
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CHAPTER YV

CONCLUSIONS AND IMPLICATIONS

$.1. Summary of the Study:

As emphasized throughout the study, language learning strategy research is not
complete unless the direction of research moves towards and deepens in the studying of
language learning strategies (LLS) of children. Previous research mostly focused on
adults and adolescents. Although there are some studies with children, none of these can
be considered adequate to cover children’s LLS. This is because of the fact that most of

j
this research investigated a group of strategies and their effects on learning one or two
language skills. In addition, most of these studies investigated the LLS of bilingual
children, children in immersion classrooms and those in an ESL context. From this
point, it is necessary to conduct research on children in EFL contexts. It is clear that
there is a need for a more comprehensive study that investigates strategy use in general,
including all strategy groups and their effects on learning all language skills.

Another issue that needs to be investigated is the inventories for LLS, since the
literature signals a gap at this point also. This is because inventories and/or
questionnaires have been developed so far vary. Some of them investigated strategy use
while learning a skill {(such as reading or listening) and, as it was mentioned in the

literature, most of these lack reliability and validity data. Some others that cover all
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strategies have such psychometric information (such as SILL), but none of these are
developed for children nor for children in EFL. contexts.

As a developing area of research, future LLS studies need to cover issues
mentioned above. Thus, the current study was designed as a two-phase study to find
answers to the problems mentioned above. The study was conducted in an EFL context
with children between the ages of10-11. In the first phase, with the use of different data
collection techniques such as task-based and general interviews, classroom observations
and observations of individual students while performing a task, think aloud protocols,
and semi-guided questionnaires, children’s language learning strategies were
mvestigated. At the end of the study, a taxonomy for children’s LLS was developed,
and strategies that are different from those of adults’ were identified. As discussed in
Chapter IV, in the results, the differences were most probably due to children’s
characteristics, cognitive capabilities and in a few cases the education system and/ L1
background of the subject group.

At the end of the first phase, an inventory was prepared and in the second phase
it was administered to 402 students at the same age and at fourth and fifth grades.

Afterwards, the inventory was tested for reliability and validity.

5.2. Conclusions and Implications of the First Phase of the Study:

The results of the first phase of the study indicated that some of the language
learning strategies that children use are similar to those of adults’. However, as it was
presupposed and later became the deriving factor of the first phase, children also use

different strategies and in addition, some strategy groups (memory and affective) are
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rarely used. The differences in strategy use of children and adults also appeared from
children’s characteristics (mentioned earlier in the literature) and some from the
education system (such as taking practice tests to improve language learning is
something possibly reflected from other subject areas that Turkish children frequently
do) or the L1 background of the subjects (such as writing the pronunciation of an
English word by using the sounds and alphabet used in Turkish). To give another
example, the “Playing Games” strategy is a children-specific strategy due to their
characteristics, because children like to have fun and enjoy while learning (Halliwell,
1992).

The strategy “Taking Practice Tests” to improve one’s English is a reflection of
a behavior that is used for other subject areas. In the Tufkish education system students
take lots of tests for different purposes throughout their education. In order to continue
education in English medium high schools, science focused high schools, military
schools, or in order to determine the grade level success of students city-wide or school-
wide exams or later to enter a university, students are trained to take exams and
encouraged to take practice tests to become “successful” on these exams. It might be
considered a natural process to take practice tests in other subject areas, such as English,
to become successful. This strategy may not be applicable to children in other countries
having different education systems.

Another strategy that is thought to differ according to the L1 background is
writing an English word as it is spelled in Turkish in order to pronounce it correctly. To
give an example, to pronounce the word “table” correctly some children spell it in
Turkish as “teybil” and learn its pronunciation by reading it several times; This is

because of the fact that the writing system of the Turkish language is almost phonetic,
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which enables the learners to write English words as if it is a phonetic code. Similarly,
this strategy may not be used by other children having different .1 backgrounds.
Only one affective strategy “Taking risks wisely” is under children’s active use.
Other affective strategies require high awareness of emotional states and finding
solutions to negative ones such as using relaxation techniques, or keeping a diary to
write about one’s feelings towards learning a language. The reason for using the
strategy “taking risks wisely” is thought to be because children have low affective filters
when compared to adolescents and adults and speak easily in front of others to learn.
Similar to the affective strategies, memory strategies were also found to be the
least used strategies. Only one type of strategy, “Creating connections between
meanings and sounds” under the “Creating mental linkages” set was used by children.
The reason for the very limited use of memory strategies is attributed to childre;g’s
cognitive abilities. Memory strategies require high cognitive abilities such as abstr;wt
thinking. The subjects’ age group is at Piaget’s “Period of Concrete Operations”
according to his developmental stages. Abstract thinking develops during the “Period of
Formal Operations”, which is after the age 11. Since these children are between 10 and
11 years old, it is highly possible that they had not developed abstract thinking yet.
Therefore, they use almost none of the memory strategies mentioned in the literature.
As a result, differences between children’s and aduits LLS and consequently
their strategy taxonomy is due to four reasons:
1) Children’s characteristics,
2) Children’s cognitive skills,
3) The education system that children are a part of,

4) Children’s L1 background.
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Awareness of children’s strategy use and differences between adults has many
benefits and implications for classroom teaching. Knowing how children use their
strategies and these types of strategies will enable teachers to organize classroom tasks
and activities accordingly. For example, some children indicated during the data
collection process that they like to write poems and/or rhymes with the new vocabulary.
Although this strategy might not be used by the majority of the subjects possibly
because of unawareness, it is a useful indication of a positive attitude towards learning
through poetry. Thus, this may

1) encourage teachers to include such activities in the classroom ,
2) allow teachers to create an enjoyable environment for language learning,
3) encourage teachers to attract children’s attention,
4) enable teachers to trigg?r learner’s creativity,
)
5) allow teachers to create a more natural and purposeful learning environment and
6) encourage students to be an example to other students that do not use this
strategy by indirectly raising their awareness.

This strategy is a good example of children’s creative nature and their natural
desire to enjoy and have fun. Making use of these natural characteristics will inevitably
help create a comfortable learning environment. In addition, it will decrease possible
barriers and negative attitudes, if any.

Knowing children’s LLS will aiso enable teachers to distinguish between
effective and ineffective strategies and direct students to use more effective ones.
Although it is clear from the results of the first phase, that children use a wide range of
strategies, not all of them might be appropriate for all learning situations. Therefore,

knowing about children’s strategies helps teachers to consciously observe children
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while using them and determine effective and ineffective ones. By doing this, they will
be able to direct their students to use strategies more effectively or help them use them
in different situations. This way, it will be possible to increase success and raise
children’s awareness of strategy use.

Moreover, identification of strategies will enable teachers to add new and useful
strategies to children’s repertoire through strategy training. Strategy training is a key
and an indispensable issue that has to be taken into consideration, to increase learners’
success. One key to strategy training is teaching strategies in combination with another.
It is widely argued in the literature that (Oxford, 1990) teaching individual, single
strategies is less effective than teaching them in relation to each other. To give an
example, one could teach a compensation strategy such as adjusting or approximating
the message together with a metacognitive strategy such as self-monitoring. Strateg;r
training inevitably encourages learners to become autonomous. Lehtonen (2000) argut;s»
that “training learners in language learning and strategy use may give them an active
responsible role in their own learning, help them gain autonomy and become better
learners” (p. 64). Researchers and educators developed learning strategies programs for
better outcomes for various reasons. First of all, researchers developed such programs in
order to investigate their effectiveness. Second, they are used to examine the training
procedures, strategy transfer and generalization of strategy use. Lastly, for
disadvantagéd and under prepared students they are developed as a remedial program
(Weinstein, 1988). Three approaches to learning strategy training at the postsecondary
level is addressed by Weinstein (1988). The first is embedded instruction. In this
approach, strategy training is incorporated into existing materials. Second, is the

implementation of the metacurriculum. In this approach, strategy training is integrated
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into all planned and unplanned classroom activities. The last one is the adjunct
approach. According to this approach some kind of supplementary instruction is given.
This additional instruction can be as short as a two-hour workshop or stretch over the
course of a semester. Of course, all these approaches are designed and used with
students at the postsecondary level. It can be suggested, for further research, to adopt
these existing approaches for the primary level or develop new approaches for children.
Developing an approach for strategy training is crucial. Training needs to be structured
in order to be effective. The literature supports the benefit of strategy training. Chamot
(1993) claims that although there have been only a limited number of LLS instruction,
the results have been successful. In their study O’Malley et al (1985a) use strategy
training in a natural teaching environment and with integrative language skills and
conclude that learning is facilit:?ted through classroom strategy training. Williams and
Burden (1997) further claim that when strategies are explicitly taught, treatment groups
performed better than the untrained control group. Yet, they also mention that such
studies provide limited information about the long-term effects of strategy training or

whether strategies learned after training are transferrable to other learning situations.

5.3. Conclusions and Implicaitons of the Second Phase of the Study:

At the end of the second phase of the study a valid and reliable inventory for
children’s language learning strategies (CHILLS: Children’s Inventory for Language
Learning) was developed. The main purpose of this study was to develop a scale that
could be used by primary school English language teachers, that teach all language

skills and/or language areas together, in relation to each other, to identify their learners’
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strategies in a much easy, reliable and practical way. Contrary to private schools,
government schools mostly teach reading writing, vocabulary and grammar and tend to
neglect productive skills like speaking and listening. This is firstly because in
government schools English is taught for two hours a week; secondly classrooms are
very crowded with 50-60 students, and lastly, most of the schools lack technological
equipment as simle as a tape recorder. The inventory that is developed covers all
langauge skills and areas. Its use in a classroom where only a few skills are taught
would be misleading.

Individual attempts to learn LLS with the use of teacher observations of students
are inadequate, inconclusive and not generalizable. These are usually one teacher’s
attempts and his/her one or two classes. As discussed earlier in the study observations

provide information only on the observable aspects of strategy use such as cooperating

3
/

with peers, asking questions for clarification or verification, using gestures and mimicry -
etc. Only teacher observations will not be adequate to see unobservable aspects. Other
techniques (such as diary keeping, interviewing, think aloud protocols etc.) used to
identify strategies require a lot of time to gather and analyze information. Therefore, a
valid and reliable instrument would save teachers a lot of time when investigating their
students’ strategies.

Moreover, this scale enables the teacher 1o see what types of strategies are most
preferred by his/her group just by looking at the points gathered at the end of each part.
Thus, this information would enable a teacher to focus and train his/her students on less
frequently used but effective strategies and to consequently increase their strategy

repertoire.
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In addition, by using such an instrument, the first steps of conducting strategy
ltraining and developing autonomous learners will have taken. Deriving from the results,
appropriate strategy training can be conducted according to the learners’ needs. The
eventual outcome would be more successful and autonomous language learners.

In many ways the current study is uniqué. First of all, it is the first study to
collect data from children in EFL contexts and take all language skills and strategy
groups into consideration. Second, unlike others, the items of the CHILLS were
gathered from subjects not through a literature review by listing down strategies
mentioned so far in other studies. Third, it is the first known study that compare
children’s and adults’ LLS and identify differences as well as to write a children’s LLS
taxonomy. Lastly, this is the first study to develop a valid and reliable inventory of
children’s language learning strategies.

It is hopéd that this study filled some of the gaps of LLS research and will
encourage others to conduct studies on children in other contexts with different L1 and
cultural backgrounds. In addition, it is hoped that current study triggers strategy
instruction with children and the development of specific approaches to train children
learning English. It is also hoped that the products of this study (inventory, taxonomy)
will help and guide primary language teachers when

1) developing their classroom methodologies,

2) finding ways to teach more effectively,

3) understanding children’s choice of strategies,
4) designing lessons according to children’s needs,

5) helping children learn more effective strategies than their existing ones,
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6) implementing strategy training and helping children learn new and effective
strategies,

7) creating autonomous learners.

5.4. Limitations of the Study and Suggestions for Further Research:

Allthough all possible weaknesses were addressed with a very complex
methodology, it was not possible to eliminate all of them that were due to the subject
group of the study. To ensure that children understand the items of the inventory, data
was collected from children and their own expressions were used in the statements.
Thus, it was hoped that the items would be more comprehensible if children’s own

words are used rather than an adult’s expressions. Hence, it was assumed that there was
g

/

a minimum amount of incomprehensibility due to these statements. In addition, the
researcher was always present in the classroom while the instrument was being
administered in order to asnwer any questions and solve any problems related to
comprehension. Yet, the age of the subject group was young (10 and 11) and there is
always a possibility that some of them may have had reading comprehension
difficulties.

Another weakness is related to the item-length of the instrument. As mentioned
in the methodology chapter, items were written by using the data gathered directly from
children. Initially, there were more than 300 items. However, since there were too many
items, some of them were put togethr as a single item if they were representing the same
strategy. For reliability and validity purposes none of the items (that proved to be a

strategy) were discarded, because otherwise deciding which strategy was more
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representative of a strategy group would be researcher’s own subjective opinion. In that
case, there would be no need to collect data from children, but use existing literature
and form the inventory accordingly. As a result of this action, some items in the
inventory were long. To decrease the possible negative effects, the instrument was
administered in two different times by dividing it into two parts. Part A consisted of 59
tems and Part B consisted of 49 items. Part A represented the direct strategies as
mémory, cognitive, and compensation and Part B represented the indirect strategies as
metacognitive, affective, and social strategies.

In addition, the instrument was piloted on other individual children, having the
same characteristics of the subject group, to see if they show any signs of boredom or
lack of concentration. Moreover, the approximate time to finish each part of the
inventory was calculated to see 1“f they could finish the instrument in a reasonable
amount of time, which could be a s/ign of concentration. Yet, 402 children answered the
inventory not individually as in the pilot study, but together as a whole class. Hence, it
is probable that there were children who lost concentration due to boredom or a limited
attention span, etc. This was also one reason that third graders were not used in the
second phase. The final product, the 30-item inventory, is appropriate for third grade
children since it involves items collected from this age group (9 years), and it is short
enough even for their age.

These weaknesses were unpreventable due to the conditions explained above.
Moreover, the current study aimed to develop an overall inventory that covers all skills,
language areas and strategies. For further research, it can be suggested to develop
individual inventories for each skill and or strategy group such as ‘coguitive strategies

inventory for the reading skill’, etc. This way it will be possible to eliminate the above
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weaknesses, since the number of items would naturally decrease and the length of each
item would be shortened since only cognitive strategies used solely for the reading skill
would be written down. Hence, it would not be necessary to combine similar strategies
in one item, thus enabling the educator and/or researcher get a more specific and
detailed understanding about the strategies that children use for a specific skill.

A weakness that is not due to the item length or the subject group is that the
mitial inventory is given as Part A and Part B in the same order. That is, all subjects
received the Part A first and Part B afterwards. There is a possibility that if the two parts
were given in a mixed order the weaknesses that are due to boredom could be reduced.
Thus, for further research it is suggested that half of the subjects receive Part A and the
other half receive Part B first, in a mixed order, to see if there will be differences in the
results.

Another suggestion for further research is to conduct similar studies in other
EFL contexts to see if cultural characteristics, as argued in this study and by Rees-
Miller (1993), L1 background, and education systems play a role and if so, to what
extent.

In addition, it is suggested that further research investigate the relationship of
strategy training for children and autonomy, to see if results supports literature on adult
strategy training and autonomy.

Finally, future research might investigate ways to develop appropriate training

programs and methodologies designed for children.
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APPENDIX 1
MATERIALS USED IN THE TASK-BASED INTERVIEWS DURING THE PILOT

- STUDY
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APPENDIX 1A

Speaking Task of the Pilot Study
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APPENDIX 1B

Listening Task of the Pilot Study



The ship is now at Tintagel. Find Tintagel on
the map on page 9.

(1) Listen and read.

paTRICK: I don’t like Sunday.

stiMoN:  Why? .

pATRICK! Because I usually do my homework
on Sunday. Wow! Look at that!

siMon:  What's he called?

JACK:  Snowy. "

pATRICK: Give him sowme cheese, Jack.

D JACK: He doesn’t like cheese.

paTRICK: He’s intelligent. I don’t like cheese.

siMoN:  What does he like? ‘

JACK: He loves crisps and he likes bread,
meat and sometimes fish. He doesn’t
like sweets or chocolate.

PATRICK: We don’t keep pets at home.

Jack: . Why?

PATRICK: Because my mum and dad don'’t like
pets. They don’t like animals.

Jack: Well, my sister doesn’t like Snowy.
She doesn’t like rats or snakes. <

© D <INow listen and repeat.
S T2t TN

ES

rP a+riele
{

e Find the negatives in the conversation and
write them.

1 Idon’t like Sunday.

Looki.

Present Simple - negative

I/you/we/they don’t (do not)
I like crisps. — | don't like cheese

he/sHe loesn (does not)

0 Write three sentences about Snowy's likes
. and dislikes.

1 He likes ... ., but he doesn’t like .......

(5 ) Listen and repeat the days of the
week.

Sunday Wednesday Saturday
Monday Thursday the weekend
Tuesday Friday '

e This is Patrick’s diary. Which days does he -

like, and why? Write seven sentences.

He doesn't like Sunday, because he does his
homework on Sunday.

He likes Monday, because he plays football on
Monday.

9 Sunday N

10 Monday
, sc/too{ barm
1 Tuesdéy hdg mig rDDWI" 3
schootl
v ferctub {anmhc
12 Wednesday '.go o -Me (""‘P“
Sd\oa’i T ‘,
13 Thursday - - 9° o the sapermarket‘ H“,kf,
ursday - - ‘ |
F
schoot g
wrsdy | Yes! 1Ae weekend s+m+$

play football in the pa'zrk

15 Saturday

i
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APPENDIX 1C

Reading Task of the Pilot Study



@ Read the text and find @ Read the text again and write the
the names of these things. . names of the people and animal below.

'\ ;
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APPENDIX 2

MATERIALS USED IN THE TASK-BASED INTERVIEWS OF THIRD GRADES

PR
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APPENDIX 2A

Speaking Tasks of Third Grades
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APPENDIX 2B

Listening Task of Third Grades
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APPENDIX 2C
Think-aloud Training of Reading and Writing Skills of Third

Grades that is Exemplified by the Researcher
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Reading and Wrmng

IR I ey 3 Y RTINS S RS P RS A P2 WA AL B By

5 ques’rlons

. Read the story. Look at the pzctures and the two examples. Write one-word
ahswers.

There is a big

in the tree? His name’s Bonjo. He

loves

.............................

43
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APPENDIX 2D
Think-aloud Training of Reading and Writing Skills of Third

Grades that is Exemplified by the Students
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Reading and Wrifi

HON AP RGP AW RIS RIS 1 I L o 63T F00 SRR PRV ANCAN ol 5T DLl 4D e IR 3

Part 4

5 questions -

ng

otde SYal; L oal X

s

Read the story. Look at the pictures and the two examples. Write one-word
answers. '

What am [?

You can find me in a People have

me in their . There are one or two

and watch SO,
.......................... with their friends.
What am I?

I'ma !
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APPENDIX 2E

Think-aloud task of Reading and Writing Skills of Third Grades
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| Readmg cxnd Wrn‘mg

Part 4

5 qguestions -

Read the story. Look at the pictures and the two examples. Write one-word
answers.

This is my classroom. There is a

s sitting

behind his desk. He is wearilng a white

and grey

15
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APPENDIX 3

MATERIALS USED IN THE TASK-BASED INTERVIEWS OF

FOURTH GRADES
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APPENDIX 3A

Speaking Tasks of Fourth Grades (Description)
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APPENDIX 3B

Speaking Tasks of Fourth and Fifth Grades (Comparison)
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APPENDIX 3C

Listening Task of Fourth Grades



Is there a supermarket
near your school?
N Is there-a flower-shop '\ -
in your town? '

It's Mox’s birthday next Saturday.
Daniel and Anna are planning o surprise party.

. | . I ‘—AE‘ l-
S —— —r 1 |
'm going to buy —GA 5(53"&3’7‘ 4 Imgoingto
a CD from the &R buy a computer
music shop and ... - ¥ 1# | game from'the

\? NN t.:oy shop and ...

- Li_st'en'.cnd match.

O ESES

1 Is Daniel going to go to. the music shop?’
2 Is Anna going to buy a book?. |
3 Is Anna going to buy a CD? L |

4 |s Daniel going to buy a CD?™ .-

o

5 Is Anna going to buy foodi—"

.‘NO.W QSk:G'ﬂ‘iend- qs Dariél going to . D

@ FIFTY-FOUR
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APPENDIX 3D

Think-aloud Training of Reading Skill of Fourth Grades that is Exemplified by the Researcher



m LISTEN (&3

Listen and underline the frequency adverbs.

Mrs Turner
Vanessa
Walter
Dave

Walter
Vanessa
- Walter
" Dave
Walter
Vanessa
Walter

Vanessa
Dave

Mrs Turner

Children! Time to wash up!

Yes, Mum! Do you wash up at home, Walter?
No. Never. We've got a dishwasher, you see.
You're lucky. How often do you help your

mum?
Well, | sometimes help.

What do you do? Do you make your bed?

Well, I rarely do that.

Do you sometimes help with the housework? |

Oh no. | never clean the house.
What do you do, then?

| sometimes go shopping with Mum. | usually
‘carry her bags. And | always wash Dad's car.
He gives me five dollars for it. | usually cut the

grass.

Is that all you do? We always make our beds

and we do the washing up every day.

We often do the shopping but we don't get

any pocket money for it!
Poor darlings!

Chores
* | wash up. ‘
(I do the washing up.)
* | make my bed.
* | clean the house.
(! do the cleaning.)
* | cook.
(I do the cooking.)

* | go shopping.

(I do the shopping.)

Frequency

I never
rarely do the
sometimes washing
usually up
often '
always

How often do you ...?

. Do you sometimes ...?

much = a lot

JJJ Who does the washing up? ... i do it, | always do it ... Who does the washing up? ... i do it, ...

toneihundred and six

MBI, -
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APPENDIX 3E
Think-aloud Training of Reading Skill of Fourth Grades that

1s Exemplified by the Students



READING TIME

hen you read, it is not necessary to stop at every word you don't
ow. Read the whole sentence and then the next sentence. You will
ow some words, and these will help you find out the meaning of
e words. that you do not know. Pictures, photographs and titles can
0 help. ’

n't look in your bilingual dictionary first. Try to guess the meaning
a word from its context. :

THE PET Sto?P

| the toxt and trt y : - etreitali
olo, Katia and Vanessa are outside a pet shop. They like animals a lot. Vanessa
uld like a canary but her mother is not keen on the idea. In the shop window
:re are also some parrots in a cage and some goldfish in a tank. The parrots arc
rv eolourful. There are some puppies and some kittens. They are so adorable.
ve thinks they are lovely when they are little but when they growe wup they cun be
yroblem, especially if you live in a flat. Next to the kittens there is a cage full of
. There are some hamsters, too. The shop is open from nince o'clock in the
syrning undl half past five in the afternoon.

, !

Read to yourself and not out loud. >
Don't stop at words you don't know. ;
Read the whole sentence.

I STy pad e e s 42
N N




APPENDIX 3F

Think-aloud task of the Reading Skill of Fourth Grades
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‘
]

with long necks.

Thereare chimpanzees with arms longer -

There are zebras with black and
L i,
white stripes. - .
her; are l;anga;qqsll}vy'lth p(.)tylches.
- for their babies.
ears with__white; fur and others

with brown fur. "
PRI R .. . )
black'spors. -
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APPENDIX 4

MATERIALS USED IN THE TASK-BASED INTERVIEWS OF FIFTH GRADES
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APPENDIX 4A

Speaking Tasks of Fifth Grades
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APPENDIX 4B

Listening Task of Fifth Grades

{
&



‘Mrs Van Gogh

Look and listen.
Which cybernaut is
speaking?

b’ Listen again. C'o'py.;and tick
(v) the correct column for
the cybernaut.

IR N N N Y N N O O A Y Y VP
Chbbbbbbbiddssssteecnnd

The cybernaut
speak French
play the piano
make the beds

dance the tango

~Jd

Z® Listen and check.
Now repeat.

6a Ask your partner. Which
things in the chart can

A: Can you speak French?
B: Yes, I can. / No, I can’t.

‘6b" Write about your partner.

Peter can’t cook, but he can speak Freich.

ga\ Look at Planet Grammar and do activities 7b and 7c.

can labilitiesx)

affirmative
/You/He/She/it/We/You/They ~can dance.
negative '
/You/He/She/lt/We/You/They  cannot (can't) dance.

questions short answers
~ llyou Yes Ilyou
Can he/she/it dance? " helshelit
G,
welyou/they . welyoulthey
b Complete the sentences.

... you play the piano? — Yes, 1 can.
... (not) use a computer.
~... they dance salsa? — No, they can't.
We ... ski, but they ... (not) ski.

o L, B VO

7¢ Are these sentences true or false?
1 We use can + infinitive with to.
2 We use can for all persons.

Can she speak Chinese? — Yes, she ... .
k]

You ... speak English, but you ... (not) speak French.
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APPENDIX 4C

Think-aloud Training of Reading Skill of Fifth Grades that is Exemplified the Researcher
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~ :
: Lodk at the picture of the fair, minutes . -
before the power cut last night. Are the
sentences true or false?

@ o

GLEFERRR)

33T IRR )

E fin..‘.-,.-.;;gy,a_l-(:ﬁ{;r-,m..’,x;-;u’:;n'-r'».m T

[YASBugGERS

Three children were on the rollercoaster.

I

2 One boy was at the hamburger stall.

3 Twenty children were at the entrance.

4+ No children were on the ghost .

50 One airl was au the shap.

0 Filteen children were an the Tunny
MUITOr™,

Listen and check,

Listen agam and repeat. Hows do yon

pronounce wirs and wopa?

22" Read about the fair and spot five
differences with the picture.

There werent hundreds of teenagers.
- There were aboul thirty. '

Panic at the Fair

Yesterday there was a power cut at the
fair. There were hundreds of teenagers
there. It was foggy. *‘We were terrified,
said Jim Clayton and Katy Stanhope,
‘We were on the ghost train and there
weren't any guards, Fortunately, there
wis 1o hig wheel?

There was a oirl at the hamburoer
stall, There were lots of telephone
boxes hut the telephones woere
hroleen, So there was panie at the
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APPENDIX 4D
Think-aloud Training of Reading Skill of Fifth Grades that

is Exemplified by tﬁei Students
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Paolo, Karig and Vane
would like
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Don't look in
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your bilingya|
m its context.

alf past five in the

S8a are oursig,
a4 canary but her mother
are also some p
eIy colowurfi, There are some
Dave thinks they
a problem, ¢
mice. There
morning unjj L
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you live ip 4 flat. Next
amsters, tog. The shop
afternoon.
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APPENDIX 4E

Think-aloud task of the Reading Skiil of Fifth Grades

‘
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Are there any computers

iy v

et 1Y

ﬂs?;flre' there....7 -and short answers + Question:;Howimanyzcs=:
X s e o ARy

s AL

E:Prepositions’of place: next to, near, opposite ey

Xy

hen you come into the

space station, on the

right, there are two bedrooms.

There aren't any beds but there

are some sleeping bags. Opposite the bedrooms, on the

-left, there's a small bathroom, with'a special shower, a
wash basin and a toilet. No, there isn't a bath!

Next to the bathroom, there’s a kitchen, where we can
cook food. There's an oven and a fridge, and we can
wash our clothes in the washing machine. And there’s a
laboratory nextto the kitchen, where we do experiments.
It's got a big camera and three computers. We can't
watch TV but we can play computer games.

On the right, in the living room, there’s 2 table and
chairs. There's a guitar and an exercise bike near the
table. We take lots of exercise!

64

Now match these rooms with the
letters A-E in the space station.

kitchen  bedrooms  living room

bathroom laboratory

EX srenx '
Ask and answer.

Where do the astronauts .

sleep?  take exercise?  cook food?

gat?  have a shower?
do experiments?

Where do the
astronauts sleep?

relax?

in the bedroon
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APPENDIX § - CHECKLIST
Aciklama
Bu tarama listesi ilkokul ¢ocuklanmn gbziemlenebilen yabanci dil 6grenme
stratejilerini ve bunlarmn sikliklarin: belirlemek amactyla hazirlanmistir. Gozlemlenen
davrams gdzlemlenilen her defada EVET kutusunun altina igaretlenecektir. Form simftaki tiim
Ogrencileri gozlerken kullamlacaktir. Her ders saatinde ayn bir form kullanilmas
gerekmektedir. Gozlem sonunda belirtmek istenilen, gézlemlenen, ek stratejiler olduysa

bunlar bu sayfadaki “Gézlemcinin Notu” boliimiine yazilmahdar.

TARIH:

GOZLEMCI:

GOZLENEN SINTF:

SAAT:

DERSIN KONUSU: o,

YAPILAN AKTIVITELER:

.......................................................................................................................................................

.......................................................................................................................................................
.......................................................................................................................................................
.......................................................................................................................................................
.......................................................................................................................................................
.......................................................................................................................................................
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Ogretmenin tekrar etmesini istemek.

Osretmeninin yanligim diizeltmesini istemek.

bgreimeninin aciklama yapmasmm istemek.

Arkadagma sormak/yardim istemek.

Sozlikk kullanmak.

Osretmenin arkasindan kendi kendine tekrar etmek.

Ogretmeni taklit etmek.

Yeni bilgiyi deftere kaydetmek.

Dersin sonunda/teneffiiste 63retmene anlamadiklanm sormak

10

Oretmene “Bu ne demek?” tirimden sorular sormak.

11

ngilizce bilgisi yetmedigi zaman Tiirkge konugmak.

12

Ingilizce bilgisi yetmedigi zaman viicut dilini kullanmak.

13

Dinleme-anlama ¢ahgmasi yapihrken/6gretmeni dinlerken not
tutmak.

14

Kelimeyi hatirlamiyorsa tanumlamak yada eg anlambhisim
anmak.

15

Bilmedigi kelimenin yerine ayn1 anlama gelebilecek kelime
uydurmak.
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APPENDIX 6 — SEMI-GUIDED QUESTIONNAIRE
Sevgili Ogrenci,
Bu anket sizlerin Ingilizce 6grenirken ne tiir davramglar icinde bulundugunuzu

ogrenmek ve Ingilizce’yi nasil 6grendiginiz konusunda bilgi edinmek amaciyla hazirlanmstir.

Anketin dogru vada yanhis cevabi voktur. Bu yiizden, litfen sizin i¢in dogru ve uygun olan
cevabi verin. Bu aragtirma bilimsel bir caligmanmn bir parcasidir. Bu ankete vereceginiz
cevaplarla sizde bu aragtirmaya katkida bulunmusg olacaksmiz.

Yardimlariniz icin tegekkiir ederim. 4

Uludag Universitesi
Ingiliz Dili ve Egitimi Anabilim Dah
Aras. Gor. Esim GURSOY

ANKET

Ingilizce bir okuma pargasim okurken;
1. Par¢anin ne hakkinda oldugunu anlamak icin ne yaparsin?

........................................................................................................................................................
.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................
.......................................................................................................................................................

.......................................................................................................................................................

3. Parcay okurken daha 6nce bilmedigin bir gramer kurahyla kargilasgtifinda ne
yaparsin?



.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................
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9. Canlandirma, diyalog v.b. konusma aktivitelerinden once nasil hazirlamrsm?

.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................
.......................................................................................................................................................
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14. Sinifta bir konusma pargasim kasetten veya videodan dinlemeden 6nce nasil

hazirlamrsin?

.......................................................................................................................................................
.......................................................................................................................................................
.......................................................................................................................................................

........................................................................................................................................................

.......................................................................................................................................................
.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................
.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................
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19. Smif diginda Ingilizce’ni gelistirmek ve daha iyi 6grenmek icin neler yaptiim siralar
misin?

20. Bu ankette yazdiklannin haricinde, Ingilizce 6grenirken yada onu geligtiricken

yaptigin ve eklemek istedigin seyler varsa buraya yazar misin? @
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APPENDIX 7 - DIARY FORMAT

Ad/Takma Ad:
Tarih:

Bu hafta iglediginiz konular:

Derste iglediginiz konuyu daha iyi ve kolay d6grenebilmek icin neler yaptumz?
(Ogretmeninizin yapmanizi istedigi seylerden degil kendi kendinize uyguladigimz

yontemlerden bahsedin.)

S
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Tarih:

Ev 6deviniz nedir?

Ev 6devinizi yaparken anlamamzi ve 6grenmenizi kolaylagtirmak icin neler yaptimz?

(Unutmayin size gore uygun olan ve gercekten uyguladigimz yontemlerden bahsedeceksiniz. )

.
o

Genel olarak Ingilizce’yi daha iyi 63renmek ve gelistirmek igin neler yaparsimz?



APPENDIX 8

Examples from the Diaries
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CHILDREN’S INVENTORY FOR LANGUAGE LEARNING STRATEGIES
(CHILLS)

DEVELOPED FOR TURKISH CHILDREN LEARNING A FOREIGN LANGUAGE
© E. Giirsoy, 2003
Directions for the Instructor:

This strategy inventory is developed for children in order for them and their instructors
to learn about their choice of language learning strategies while learning a foreign language.
In the following pages there are 109 statements about learning a new language. Please ask
your students to read each statement carefully and write the number of the statement next to
the item number the response they feel that is correct for them. As indicated below there are
five different choice of responses;

kesinlikle katimiyorum (I totally don’t agree)
katiimiyorum (I don’t agree)

biraz katihyorum (I somewhat agree)
katiliyorum (I agree)

tamamen katihyorum (I totally agree)

Al

kesinlikle katilmiyorum (I totally don’t agree): This means that the item is never or almost
never true for the student. The number in fron of this option (1) should be marked if the
student definitely does not agree with the statement.

katilmryorum (I totally don’t agree): This option (2) should be selected if the statement is
generally not true for the respondent or if s/he doesn’t agree with the behavior described. |
Biraz katihyorum (I somewhat agree): This means that the student agrees with the item half bf
the time (50%) or it is somewhat true for the student. If the student feels this way the number
in front of this option (3) should be marked.

Katiiyorum (I agree): This indicates that the statement is generally true for the respondent. If
the student feels that s/he agree with the statement most of the time the number in front of this
this option (4) needs to be chosen.

Tamamen katiltvorum (I totally agree): This means that the statement is always or almost
always true for the respondent. If the student thinks that s/he agrees with the statement almost
all the time number 5 should be chosen.

Students need to be informed that the answers should be marked on a separate sheet.
The answers should be given according to how well a statement describes the person
answering. Decisions shouldn’t be given according to what seems to be true or what
somebody else would say true.
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COCUKLAR iCiN GELISTIRILMIS YABANCI DiL. OGRENME STRATEJILERI
ENVANTERI (YOSE)

YABANCI BIR DIL OGRENEN TURK COCUKLARI ICIN
© E. Girsoy, 2003

Aciklamalar:

Bu envanter sizlerin yabanci bir dil 6grenirken hangi stratejileri kullandifimz tespit
etmek amaciyla diizenlenmigtir. 109 maddeden olusan envanterde yabanci bir dil 6grenirken
kullanlabilecek davramslar ifade edilmigtir. Her ciimleyi okuyun ve cevaplarken hig bog
birakmayin. Asafida 5 tane segenek verilmigtir. Her ciimleyi okuduktan sonra size
uygunluguna yada sizin igin dogruluguna gore bu seceneklerin bagindaki sayy1 cevap
kagidina igaretleyin.

kesinlikle katiimiyorum
katilmiyorum

biraz katiliyorum
katiliyorum

tamamen katihyorum

b W

Kesinlikle katilmiyorum: Eger okudugunuz ciimle sizin icin hi¢ yada hemen hemen hi¢ dogru
degilse, sizin yaptiklannmz tanimlamiyorsa bu segenegin bagindaki “1” sayisini cevap
anahtarina igaretleyin.

Katilmiyorum: Okudugunuz ifade sizin yaptiginiz bir davramsi genel olarak tammlamiyorsa
yada anlatmiyorsa bu segenedin bagindaki “2” sayisini cevap anahtarmna isaretleyin.

Biraz katiiyorum: Eger okudugunuz ifade sizin icin orta derecede (%50) dogru yada o
ifadeye katiliyorsaniz “3” rakamim cevap anahtarina isaretleyin.

Katiliyorum: Eger okudugunuz cimledeki davrams sizin igin cogunlukla dogru yada siz
soylenene ¢ogunlukia katiltyor yani ayni fikirdeyseniz bu segenegin basindaki “4” rakammt
cevap anahtarina igaretleyin. -

Tamamen katiiyorum: Eger ifade sizin her zaman yaptifimiz bir davranigi tammbhyor yada
sdylenen davranigsa hemen hemen her zaman katiliyorsaniz “5” rakamim cevap anahtarmna
isaretleyin.

Ornek:

kesinlikle katiumuyorum
katiimiyorum

biraz katiliyorum
katibyorum

tamamen katihtyorum

Nk W

Asagidaki maddeyi okuyun ve sizin igin dogru olan cevabi alt1 ¢izili olan bosluga
yazin.

Ingilizce’mi ilerletmek igin Ingilizce film, ¢izgi film yada bagka programlar izlerim.

Ormnek maddeyi cevapladiktan sonra diger cevaplannz ayn bir cevap kafidina isaretleyiniz.
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COCUKLAR ICIiN GELISTIRILMIS YABANCI DiL. OGRENME STRATEJILERI
ENVANTERI (YOSE)

© E. Giirsoy, 2003

kesinlikle katiimivorum
katiimiyorum

biraz katihyorum
katihyorum

0 tamamen katiliyorum

"“\OP".\‘.O‘

A Bolumi

Yeni dgrendigim kelimeleri cimle i¢inde kullaminm.

Yeni 6grendigim bir kelimeyi diizgiin soylemek igin o kelimenin anlamini diganiiriim.

Yeni 6grendigim bir kelimeyi diizgiin sdyleyebilmek i¢in yaza yaza galiginim.

Yeni ogrendigim kelimeleri birbiriyle iligkili kelimelerden olugan bir gruba koyarm.

Ornegin; yiiziimiizde bulunan organlar, meyveler ...

5. Daha 6nceden bildiklerimie yeni 6grendigim kelimelerin biribirleriyle iligkilerini
kurmaya ¢ahigirim.

6. Turkce’de ve Ingilizce’de soylenisleri birbirine benzeyen kelimeleri ﬂlgkdendnmm
Ornegin; snake (yilan) ve sinek gibi

7. Bir kelimeyi hatirlayabilmek icin kafamda o kelimenin resmini gizerim.

8. Kelimeleri aklimda tutabilmek icin birbiriyle iligkili olanlan: aralanna gizgiler cizerek
gosteririm. o

9. Diizenli araliklarla tekrar yaparim. k

10. Yeni 6grendiZim kelimeleri ezberleyebilmek icin kartlarm bir tarafina Ingilizce’sini
diger tarafina Tirkge’sini yazanm.

11. Yeni bir kelimeyi yada ifadeyi hareketlerle gostererek aklimda tutarim. Ornegin;
“Opening the window” ifadesini kalkip pencereyi agarak ogrenirim.

12. Yeni bir kelimeyi onu gordigiim sayfadaki yeriyle hatirlarim.

halhali N

kesinlikle katiimiyorum
katilmiyorum

biraz katithyorum
katiliyorum

tamamen katiliyorum

ik W

B Bolumii

13. Ingilizce bir ciimleyi yada metni anlamama, yazmama, dinlememe yada sdylememe
yardime olabilmesi icin sozlitkten, kitabimdan, defterimden ve/veya varsa Ingilizce
ogreten CD ve kasetlerimden yararlanmirim.

14. Ingilizce bir ciimle yada metni okudufumda yada duyduBumda anlayabilmek igin,
yazarken ve konugurken diizgiin ifade edebilmek icin ve/veya Ingilizce’mi ilerletmek
amaciyla ¢eviri yaparnm.
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15.

16.

17.
18.

19.
20.

21.

22.

23.
24

25

27.
28.

29.

30.

31.
32.
33.
34.

35

36.
37.

38. 1
39.
40.

41

42.

43

44,

Ingilizce bir metni okurken, dinlerken yada izlerken kargima ¢ikan bilmedigim
kelimeleri ve/veya canlandirma yada diyalog aktivitelerinden sonra akiimda kalanlan
ve arkadaglarimin sorularim defierime (bazen kitabimin {izerine) not ederim.

Tam olarak anlamadigim Ingilizce bir kelime yada ciimleyi pargalara ayirarak ve
pargalanindan anlam ¢ikartmaya ¢alisarak tahmin etmeye cahisinm. Ornegin; unhappy
kelimesinde “happy”i biliyorsam “un” énekinden onun “happy” (mutlu) kelimesinin
karsit1 oldugunu (mutsuz) tahmin ederim.

Ingilizce yazarken ve okurken anlamami ve yazmam: kolaylastirmas: igin Tiirkge’ye
benzeyen kelimelerden yararlanirim. Ornegin; radio, television, leopard, chimpanzee.
Okudugum, dinledigim yada sdyledigim Ingilizce bir ciimle yada metni oldugu gibi
bir de ben yazarim.

Ik kez okudugum yada dinledigim Ingilizce bir parcay: tekrar okurum ve dinlerim.
Yeni 6grendiklerimi daha iyl 63renmek ve Onceden bildiklerimi unutmamak igin
yazarak caliginm.

Okulda isledigimiz dersi, eski kitap ve defterlerimi, derste aldigim notlar, bilmedigim
ve yeni 08rendigim kelimeleri okuyarak yada yazarak tekrar ederim.

Yeni 6grendigim bir kelimeyi yada metni diizgiin s6yleyebilmek icin kendi kendime,
Ogretmenimin arkasindan yada teybin arkasindan tekrar ederim.

Okudugum yada dinledigim Ingilizce bir pargammn 6zetini ¢ikartiim.

Ingilizce bir ciimle yada metin yazarken 6nceden 6grendigim kaliplan kullanmm.

. Ingilizce bir sey yazdiktan sonra Tiirkge’siyle karsilastirrm.
26.

Canlandirma, diyalog ve bunun gibi konusma aktivitelerinden ve Ingilizce bir sey
sdylemeden 6nce sdyleyeceklerimi yada Ingilizce bir parca dinledikten sonra pargayi
ezberlerim.

Konugma aktivitelerinden 6nce annemie,babamla yada bagka birisiyle prova yapanm.
Yeni 6grendigim bir kelimeyi diizgiin sdylemek i¢in sdzliikten yazihgina ve
okunusuna bakarim.

Ingilizce bir sey okurken dﬁha onceden bilmedigim bir dilbilgisi kurah (gramer, yap1)
ile kargilagirsam onu daha 6nceden bildiklerimi gbzden gecirerek tahmin etmeye
caliginm.

Ingilizce konugurken anlatmakta giighiik ¢ektigim durumlarda nasil séyleyecegimden
emin degilsem Tirkge’deki gibi soylerim.

Inglhzce kitap/dergi okurum.

Ogretmenimle, arkadaglanmla, annemle, babamla v.s Ingilizce konusmaya caligirim.
Ingilizce bir sey okuduktan sonra bilmedigim kelimelerin altim ¢izerim.

Ingilizce kompozisyon yazarm.

. Kasetten veya videodan bir konugma pargasim dinierken eger kitaptan takip ediyorsam

anlamadiklarimi kitabima igaretlerim.

Bir sey soylerken Ingilizce bilgim yetmediginde Tiirkge soylerim.

Yeni 6grendigim bir kelimeyi diizgiin s6yleyebilmek igin turistlerle ve bagka
yabancilarla konugurken kullaninim.

Ingilizce bir parga dinledikten sonra benzer bir par¢ayi da kendim uydurup soylerim.
Ingilizee’mi geligtirmek igin test ¢ozerim.

Ingilizce bir sey okuduktan sonra pargay: kendi kendime anlatirnm.

. Yeni 6grendigim bir kelimeyi diizgiin sdyleyebilmek i¢in okunugunu yazip birkag kez

okurum.
Okudugum bir pargada anlamim buldugum kelimeleri ezberlerim.

. Ingilizce’mi gelistirmek igin Ingilizce sarki dinleyip iginde gecen bilmedigim

kelimeleri sozlitkten bulurum.
Ingilizce’mi ilerletmek igin daha 6nceden okudugum kitaplan tekrar okurum.
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45.

46.

47.

48.

49.

50.

5.

52.

53.

54.

55.

56.

57.
58.

39.

60.
61.

Yeni 6grendigim kelimelerin yazihisim ¢aligiim.

kesinlikle katiimiyorum
katilmiyorum

biraz katihyorum
katihyorum

tamamen katiliyorum

bl

C Bolumi

Ingilizce bir okuma pargasim yada ciimleyi okurken yada kasetten veya videodan
dinlerken par¢anin ne hakkinda oldugunu anlamak ve bilmedigim kelimeleri tahmin
etmek i¢in resimden faydalanirm.
Ingilizce bir okuma pargasim okurken onun ne hakkinda oldugunu anlamak igin
baghigna bakanm.
Ingilizce bir metin yada ciimlenin biitiiniinii, yada bilmedigim kelime ve yapilan
tahmin etmek icin bildigim kelimelerden ve anladifim diger ciimlelerden yararlamrim.
Ingilizce bir sey yazarken yada konusurken bilmedigim yada o an aklima gelmeyen bir
kelime kullanmam gerekiyorsa onu yazmaktan ve soylemekten vazgecerim.
Yazarken yada konugurken bilimedigim bir kelimeyi anlatmak i¢in onun resmini ¢izip
kargimdakinin anlamasim saglarim.
Yazarken yada konusurken soylemek istedigim kelimenin Ingilizce’sini bilmiyorsam
tarif ederim yada bagka yoldan anlatirim.
Ingilizce bir par¢a okurken bilmedigim kelimelerle karsilastizimda onlan atlayip
okumaya devam ederim.
Ingilizce bir ctimle yada paragraf yazmadan 6nce bildigim kelimelerin ¢ok oldugu bir
konu segerim.
Ingilizce konugurken anlatmakta giiclitk cektigim durumlarda el-kol hareketleriyle |
anlatmaya ¢aliginm.
Ingilizce bir sey yazarken bilmedigim bir kelimenin yerine benzer bagka bir kelime
kullamrim.
Konusurken bilmedigim kelimelerin yerine aym: anlama gelebilecek bir kelime
uydururum.
Inglhzce bir ciimleyi yada paragrafi sadece bildigim kelimelerle yazarim.

Ingilizce konugurken anlatmakta giigliik ¢ektigim durumlarda konuyu degistirip bagka
seylerden bahsederim.
Konusurken Ingilizce’sini séyleyemedigim durumlarda onun Tirkge’sini séylerim.

kesinlikle katiimiyorum
katilmiyorum

biraz katiiyorum
katihyorum

tamamen katiliyorum

Nk W

D Boliimi

Ingilizce film, ¢izgi film yada bagka programlar izlerim,
Ingilizce bir sey okurken, yazarken, sdylerken, dinlerken, film, ¢izgi film izlerken
konsantre olup ¢ok dikkatli olmaya caligirim.
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62. Ingilizce’mi gelistirmek igin bagka ders kitaplari, Ingilizce 6greten CD ve kasetler gibi
yardimc1 malzemelerle ¢ahsimm.

63. Ingilizce bir sey yazmadan, diniemeden ve/veya izlemeden once sozliik, kitap, defter,
kalem gibi malzemelerimi hazirlanm. Simfin sessizligini saglamaya ¢aligip bende
sessizce beklerim.

64. Ingilizce’mi ilerletmek icin kendi kendimi sinav yapanm.

65. Okudugum bir kitabi, dinledigim Ingilizce bir parcay1 ve/veya izledigim bir filmi onu
anlayan bir arkadagima yada baska birine anlatinm.

66. Ingilizce bir sey yazmadan ve sdylemeden 6nce diisiiniip planlarim.

67. Ingilizce dinledigim bir parcay: anlaylp anlamadigim kontrol etmek i¢in arkadasima
yada dgretmenime sorarum.

68. Ingilizce bir sey okurken daha 6nceden bilmedigim bir dilbilgisi kurah (gramer, yap1)
ile karsilagirsam onu 6grendigim benzer bir kuralla karsilagtinip tahmin etmeye
calisirim.

69. Ingilizce bir sey yazmadan ve dinlemeden 6nce o konuyla ilgili okurum, tniteyi
tekrarlanim, benzer bir paragraf okurum, 6érnek bulmaya ¢alisinm, miisvedde
hazirlarim ve/veya o konuyla ilgili ciimieler kurarim.

70. Ingilizce bir sey yazdiktan, soyledikten yada dinledikten sonra neleri yanhs yaptigim,
neleri anladifim: ve dinlerken aldigim notlar kontrol ederim. Hatalanim var mu diye
disiintirim.

71. Pargay: yada ciimleyi okuyup bitirdigimde yeni kelimelerin parcada nasil
kullanildigima bakarnm.

72. Ingilizce bir ciimle yada paragraf yazmadan once yazacaklarnmmn énce Tiirkge’sini
digiiniirim.

73. Ingilizce bir sey soylemeden once kullanacagim kelimeyi dogru séyleyip
soylemedigimi s¢zlikkten kontrol ederim.

74. Ingilizce bir film izlerken alt yazilardan anlayip anlamadigimu kontrol ederim.

75. Ingilizce’mi geligtirmek icin kendi kendime Ingilizce konusurum.

76. Yeni 6grendigim bir kelimeyi diizgiin s6ylemek icin ciimle i¢inde kullaninm.

77. Ingilizce bir okuma pargasim okuyup bitirdigimde pargayla ilgili sorular gikarinm.

78. Bilmedigim bir gramer (dilbilgisi) kuralyla kargilagtigimda ders kitabimdan
aragtinom,

79. Ingilizce bir sey yazmadan 6nce kullanacagim kelimeleri ve kaliplan belirlerim ve
kitap ve defterimden bulurum.

80. Ingilizce bir sey sdylemeden once defterden, kitaptan v.s konuyla ilgili neler
yaptigimiza bakanm.

81. Ingilizce bir par¢a okuduktan yada dinledikten sonra varsa pargayla ilgili sorulan
cevaplarim.

82. Konusma aktivitelerinden sonra (canlandirma ve diyalog gibi) yanhs soyledigim
kelimenin dogru okunusuna sozlikten bakanm.

83. Ingilizce’mi ilerletmek igin merak ettigim kelimeleri sozliikten (resimli sozliik,
bilgisayar sozliigii v.s) okurum.

84. Yeni 6grendigim bir kelimeyi diizgiin soylemek i¢in televizyonda, radyoda yada bagka
bir yerde dinlerken soylenigine dikkat ederim.

85. Ingilizce bir parga dinledikten sonra neler anladigimu ve 6grendigimi hatirlamaya
caliginm,

86. Ingilizce'mi gelistirmek igin turistlerle konugmaya ¢aligirim.

87. Ingilizce bir film gizgi film v.s izlerken bildigim kelimelerin anlamlanna ve
kullamhsglanna dikkat ederim.
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88. Yeni 0grendigim bir kelimeyi diizgiin soyleyebilmek icin sdyleyenlerin agiz
hareketlerine dikkat ederim.
89. Ingilizce bir metin dinlemeden 6nce resmi varsa iyice incelerim ve gordiiklerimin

Ingilizce’sini diigiiniiriim.

90. Bildiklerimie yeni 63rendiklerimi birlegtirip caliginm.

91. Konugma aktivitelerinden sonra yanhglanm ¢ahisinm.

92. Dinleme aktivitesi bittikten sonra parcada hangi kelimelerin gectigini diisiiniirim.

93. Ingilizce ¢abigirken annemie, babamla, yada baska bir bityiikle ¢aliginm yada
ihtiyacim oldugunda yardim alinm.

94. Ogrenemedigimi yada eksikliklerim oldugunu diigiiniirsem aileme yardima ihtiyacim

95.

96.

97.

98.
99.

100.

101.
102.

103.

104.

105.

oldugunu séylerim. Ornegin; 6zel ders almak istemek gibi.

kesinlikle katiimiyorum
katdmiyorum

biraz katillyorum
katdiyorum

tamamen katiliyorum

SN W

E Boliimii

Ogrenebilmek amaciyla kesin emin olmadiim kelimeyi kullamirmm yada dinleme
parcasinin ne hakkinda oldugunu tahmin etmeye ¢ahgirm.

Heyecanlandigimda yada endigelendigimde kendimi rahatlatmaya caligiim.
Ornegin; derin derin nefes almak.

Miizik dinleyerek, komik bir film seyrederek yada fikra anlatarak sakinlesmeye
caligiim.

Ingilizce 6grenirken hissettiklerimi yazdigim bir giinlitk tutarm.

Kendimi cesaretlendirmek i¢in kendime olumlu sozler soylerim. Ornegin, “Aferm
ivi gidiyorsun.” yada “Bagaracagima inantyorum.” gibi.

Bir gey bagardigimda kendimi 6diillendiririm. Ornegin; Smavda iyi bir not alirsam
sinemaya giderim, gibi.

Giivendigim bir kisiye yabanci dil 6grenme siirecinde hissettiklerimi anlatirim.
Yabanci dil 6grenmemi engelleyebilecek olumsuz duygularima yada stres
belirtilerine dikkat ederim.

kesinlikle katilmiyorum
katilmiyorum

biraz katiliyorum
katiliyorum

tamamen katiliyorum

A

F Baliimii

Kargima ¢ikan yeni bir kelimeyi, kelimenin telaffuzunu yada dilbilgisi kuralim
Ogretmenime, anneme, babama yada bagka bilen birine sorarim.

Ingilizce bir aktivitede arkadasimla ¢aliginm, notlarim paylasirim ve bilmediklerimi
ona soranm.

n

23

Ingilizce bir sey yazdiktan ve/veya sdyledikten sonra dgretmenimden, arkadagimdan

yada bilen bagka birinden yanhglarim diizeltmesini isterim.
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106.

107.
108.
109.

Ingilizce bir metin dinledikten sonra arkadagimla konuyu tartigiim ve neler
anladigmmzi kargilastininm.

Ingilizce’mi gelistirmek igin anneme, babama smav hazirlatip ¢dzmeye gahsirm.
Ingilizce’mi ilerletmek iin arkadaglarimla yada ailemle oyunlar oynarim.
Ingilzice’yi egienceli olacak sekilde kullanmaktan hoglanirim. Ornegin; Ingilizce
espiriler yapmaya ¢ahsmak yada yem 6grendigim kelimelerle siir yazmaya ¢aligmak
ve bunun gibi.

;
—
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Cevap Anahtarina Isaretleme

1. YOSE’deki her maddeye denk diisen numaralanin yamndaki bosluga sizin i¢in uygun
olan cevabi (1, 2, 3, 4 ve 5) girin.

2. Her boliimdeki toplam puamnm buiup o béliimdeki madde sayisina boliin.

Her bokimden elde ettiginiz toplam puanian toplayip 129°a boliin. Bu envanterdeki

toplam madde sayisidir. Kiisiirlu sayilan en yakin tam sayiya tamamlayin. Boylelikle

1.0 ile 5.0 arasinda bir say: elde etmis olacaksiniz

had

;
P
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Saym Uzman,

Tlisikteki envanter yabanci bir dil olarak Ingilizce’yi 6grenen Tiirk ¢ocuklarmmn kullandiklan
yabanc: dil 6grenme stratejilerini tespit etmek amaciyla hazirlanmugtir. Envanterin A Bolimi
Bellek Stratejilerini (Memory Strategies), B Bolimii Biligsel Stratejileri (Cognitive
Strategies), C Bolimii Telafi Stratejilerini {Compensation Strategies), D Bolumi Biligotesi
Stratejileri (Metacognitive Strategies), E Boliimii Duyussal Stratejileri (Affective Strategies)
ve F Boliimii ise Sosyal Stratejileri (Social Strategies) gosteren ifadeler icermektedir.

Envanter 3, 4 ve 5 inci smif cocuklarindan toplanan veriler dogrultusunda hazirlanmgtir.
Ancak bellek stratejilerinden ¢ ve duyugsal stratejilerden bir strateji veri toplama siireci
icerisinde tespit edilmistir. Bu siire¢ icerisinde kaydedilemeyen stratejilerin varhgmin
olabileceginden yola gikarak bu boliimlere Oxford’un (1990) strateji taksonomisinde bellek
ve duyugsal stratejiler icerisinde bulunan stratejileri iceren birer ifade eklenmistir.

Bu envanteri goriiglerinize sunmamin sebebi bir tiir gecerlik testi olan gortiniig gegerliliginin
uzman kamsina bagvurularak tespit edilmeye ¢ahsilmasidir. Bu anlamda goriigleriniz gok
degerlidir. Yardim ve 6nemli gériigleriniz i¢in ¢ok tesekkiir ederim.

Saygilarimla,
Arag. Gor. Esim GURSOY
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Sayin Uzman,

Tlisikteki envanter yabanci bir dil olarak Ingilizce’yi dgrenen Tiirk gocuklarmm kullandiklar
yabanc: dil 6grenme stratejilerini tespit etmek amaciyla hazirlannistir. Envanterin A Béhimii
Beliek Stratejilerini (Memory Strategies), B Boliimi Biligsel Stratejileri (Cognitive
Strategies), C Bolumii Telafi Stratejilerini (Compensation Strategies), D Boliimii Biligotesi
Stratejileri (Metacognitive Strategies), E Boliimii Duyugsal Stratejileri (Affective Strategies)
ve F Boliumii ise Sosyal Stratejileri (Social Strategies) gosteren ifadeler icermektedir.

Litfen agagidaki envanteri okuyarak maddelerin gosterildikleri strateji kategorisine
uygunlugunu 1 “Uygun” veya 2 “Uygun Degil” olarak isaretleyiniz. En son sayfada verilen ve
madde numaralarim igeren bogluklara o maddenin kategorisine uygunluguna ne olciide
katidigimz gosteren diigtincenizi ifade eden sayry1 yaziniz. Buna gore;

- 1 Kesinlikle katilmiyorum
b 2 Katilmiyorum

3 Biraz katihyorum

4 Katihyorum

5 Tamamen Katilryorum

Bu envanteri goriislerinize sunmamin sebebi bir tiir gegerlik testi olan kapsam gegerliliginin
uzman kamsina basvurularak tespit edilmeye ¢ahgilmasidir. Bu anlamda gorigleriniz ¢ok
degerlidir. Yardim ve énemli goriigleriniz igin ¢ok tesekkiir ederim.

Saygilarimla,
Aras. Gor. Esim GURSOY
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1 Kesinlikle katiimiyorum
2 Katilmiyorum

3 Biraz katihyorum

4 Katiiyorum

5 Tamamen Katihiyorum

©E. Giirsoy, 2003

A Boliimi B Bolimil C Bolimii D Bolimi E Bolimi F Baliumii
1. 13. 46. 60. 95. 103.
2. 14. 47. 61. 9. 104,
3. 15. 48. 62. 97. 105.
4. 16. 49, 63. 98. 106.
5. 17. 50. 64. 99, 107.
6. 18. 51. 65. 100. 108.
7. 19. 52. 66. 101, 109.
8. 20. 53. 67. 102.

9. 21. 54. 63.
10. 22. 55, 69.
11. 23. 56. 70.
12. 24. 57. 71.
25. 58. 7.
26. 59, 73,
27, 4.
28. 75
29. 76. .«
30. 77. k
31. 78.
32. 79.
33. 80.
34. 81.
35, 82.
36. 83.
37. 84.
38. - 85.
39, 86.
40, 87.
41. 88.
42. 89.
43, 90.
44, 91.
45. 92.
93,

94.
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COCUKLAR ICIN GELISTIRILMIS YABANCI DiL. OGRENME STRATEJILERI
ENVANTERI (YOSE)
1. BOLUM

© E. Giirsoy, 2003

Ad-Soyad: Okulu ve Subesi:
Dogum yili: Ingilizce dersinden en son aldif1 karne notu:
Cinsiyeti: Kiz/Erkek Ingilizce smavindan aldif) en son not:

Aciklama:

Sevgili 6grenciler,

Yabanci bir dil 6grenitken ne yaparsmiz? (Nasil okudufunuzu anlamaya ¢ahigirsimz? Yeni
sozciikleri nasil 6grenirsiniz? Dinlediginizi anlamak i¢in neler yaparsiz? ve bunun gibi). Simdi
okuyacagmz ciimlelere bakarak nasil Ingilizce 6grendiginizi anlayabilecegiz. Eger ifadelerde
belirtilen davraniglar: yapiyorsamz “Evet” cevabinin, ara sira yapiyorsaniz “Bazen” cevabinim,
yapmmyorsamz “Hayir” cevabinin tizerine “X” igareti koyun. Higbir ifadeyi bos birakmaymn,

Ornek:
Asagidaki maddeyi okuyun ve sizin icin dogru olan cevabm iizerine “X” igareti koyun.

230

 Ingilizoe’mi ilerletmek igin Ingilizce film yada baska programlar izlerim.  [Evet Bazen | Hayr

Ornek maddeyi cevapladiktan sonra digerlerine gegebilirsiniz.

Hayir

| A Bolumu _
‘ 1 Yem ogrendlgun kehmele{le cumle kuranm %Evet {Bazen | Hayi

2. Yeni ogrendlglm bir kehmeyl duzgun sovlemek 1gm o kelimenin anlamm . . L.

: .;Evet, Bazen
.: dug,unurum o

4. Yeni ogrend1g1m kelimeleri bu‘bmyle 1h§k111 kelimelerden olusan bir gruba

\ koyarm. Omegin; Yeni 6grendigim elma (apple) kelimesini portakal (orange) ‘Evet Bazen

. kelimesi ile birlikte meyve gurubuna koyarm.

5 ‘Daha 6nceden bildiklerimin yeni ogrendlklenml ‘hatirlatmast ig 1g:m eski ve yem -
| b11g1 arasmda 111§kl kunnaya gahglnm

{Bvet ‘Bazen .

3. Yeni ogrendlglm b1r kehmeyl duzgun soyleyebx]mek 1gm yaza yaza gah§1nm‘ ‘Evet i3azenHay;r

Hayir

Hayr

L 6. Turkge de ve Ingilizce®deki kelnnelenn soylemglen blrbmne benzeterek akhmda iE\,et Bosen Hanr

tutmaya calisrim. Omegm, snake (vilan) ve smek gibi.

. 7.Bir kehmey1 hatlrlayabllmek 1gm kafamda o kehmenm resmlm g1zcnm :vaei Bazen

8. Kelimeleri aklimda tutabilmek i i¢in blrbmyle ﬂglh olanlarm arasmna glzgller

- gizerek yazanm. Omegin; okul kelimesi ile ilgili kelimeleri (tahta, d6grenci, sira, Evet ‘Bazen

ogretmen g1b1) oklar glzerek onun etraﬁna yazarm.

9. Yeni ogrendlklenrm dizenli arahklarla tekrar edernn ‘ ‘Buet Bazen

10. Yeni 0grend1g1m kelimeleri ezbcrleyebﬂmek igin kartlarm bir tarafina
‘_ Inglhzce sini dxger tarafina Turk(;e sini yazarum.

" 11. Yeni bir kehmcyl yada 1fadey1 hareketlerle gostererek aklimda tutarm.
ﬁ Omegln, ()pemng the wmdow ifadesnu ka.lklp pencereyl aga.rak ogremnm

:Evet iBazen ‘

‘Evet i Bazen

‘Bazen Hayrr -

Hayn ’

Haynr

Hayr |

Hayir

Hayrr

12. Yeni b1r kehmeyl onu gordugum sayfadakl yeriyle hatirlanm. ‘Evet Bazen | Ray '



APPENDIX 11

B Bolumu |

Inglhzce ogreten CD ve kasetlerimden yararlanmm

13, Ingilizce bir ciimleyi yada metni anlamama yazmama, dinlememe yada =~

sOylememe yardunci olabilmesi icin sozlitkten, kitabimdan, defterimden veya varsa  iEvet ‘Bazen

14 Inglhzce bir cimle yada metni anlayabilmek, sonra duzgun ifade edebilmek

_veya Ingilizoe’mi ilerletmek i 1<;m ¢evirl yapanm. L :
15, Ingilizce’ sini bllmedlgml kehmelen canlandirma akt1v1telennden somra . .

aklimda kalanlar ve arkadaglanmm sorularim defterime not ederim.

‘Evet ‘Bazen :

_ {Evei :Bazen :
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Hayr

Hayr

Hayrr

;16 Tam olarak anlamadlglm Inglhzce bir kelime yada cmnleyl pargalara ayn’arak B e
¢ ve parcalarindan anlam ¢ikartmaya caligarak tahmin etmeye cahigiim,

Omegin; unhappy kelimesinde “happy”i biliyorsam “un” &nekinden onun “happy”

. (muthu) kehmesmm kargm oldugunu (mutsuz) tahmin ederim.

17. Ingilizce bir : §ey - okurken daha énceden bllmedlglm bir d]lbllngl kurah (gramer,w : o
‘Evet :Bazen ;

yapi) ile karsilagirsam onu 6grendigim benzer bir kuralla karsilagtirip tahmin
etmeye gahglnm

i

:Evet | Bazen :

f

18. Ingxhzce yazarken ve okurken anlamaml ve yazmaml kolaylasunnam 1¢;m o T

Tiirkce’ye benzeyen kelimelerden yararlaninm. Omegin; radio, television, leopard,
chlmpanzee

19. Okudugum, dmledlglm yada soyledlgun Inglhzce bir ciimle yada metm oldugu : Evet Bazen :

g1b1 bir de ben yazarm.

‘Bvet : Bazen |

Hayrr |

720 Tk kez okudugum yada dmledlglm Inc,lhzce bir pan;ayl tekrar okurum ve . .

dinlerim.

1<;m yazarak (;ahslrlm

23 Yeni ogrend1g1m bir kehmeyl yada metni duzgun soyleyebllmek 19111 kendi
~ kendime, ogreunennmn arkasmdan yada teybm arkasmdan tekrar edenm

¢

24 Okudugum yada dmled1g1m Inglhzce bir pargamn ozetlm glkartmm

25, Inglhzce bir ciimle yada metin yazarken onceden ogrendlglm kahplan -
" kullamnm.

26 Inglhzce blr sey yazdxktan sonra Turkge 51ylc kargﬂas’annm

27. Inglhzce konusmadan once soyleyeceklenml, ]nglhzce bir parca dmledlkten
| sonra duyduklannu veya anlamlm yem ogrendlgun kelimeleri ezberlerim.

22 Okulda 1§led1g1mlz ders:, eski kltap ve defterlennu derste aldlglm notlan
bllmedlg:m ve yent ogrendlgun kelimeleri okuyarak vada yazarak tekrar edenm

‘Evet Bazen

Evgt ‘Bazen
\‘ ;

Evet Bazen
’Evet Bazen.- :

‘Evet ‘Bazen :

‘Evet :Bazen

28, Konusma aktivitelerinden once annemle,babamla yada baska birisiyle prova ' _

{

. ; yapanm

:Evet | Bazen

Hayrr

21. Yeni 6rendiklerimi daha iyi 6grenmek ve 6nceden bildiklerimi unutmamak o oL

Hayr

P |

Haylr

Haylr

Hay«r

 Evet Bazen Hayr |
Hayir

Hay

729 Yeni ogrendlglm bir kehmcyl duzgun soylemek 19111 ‘sozlitkten yazﬂlsma ve o LT
okunusuna bakarim.

" 30. Inglhzce konusurken anlatmakta gugluk gektlglm durumlarda nasil
soyleyecegnnden emm degilsem Turkg:e de nasll soyluyorsam oyle soylenm R

31 Ingilizce kitap/dergi okurum.

32 Ogretmemmle arkadaglannﬂa, anne ve baba.mla Inglhzce konusmaya gahglnm.
e o " ‘Evet Bazen

i glhzce bir sey okuduktan sonra bllmedlglm kellmelerm altlm glzenm

34, Ingﬂiéce kompomsyon yazanm

j 35. Kasetten veya videodan bir konugma parc;asml dinlerken eger kltaptan taknp
. ediyorsam anlamadiklarmm kitabima 1§aretlenm

‘Bvet Bazen :

Bt ;ﬁ;zen

‘Bvet iBazen

Evet Bazen

Evet ‘Bazen |

‘Evet :Bazen -

Haynr

Hayxr
Haylr D
Haylr

Hay:rv
Haylr

Hayrr |
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"36. Yeni oprendigim bir kelimeyi diizgiin soyleyebilmek igin turistlerle ve baska Tt Bagen . Hogy |
: yabancﬂarla konusurken ku]lamnm P ; :

; 37. Inglhzce bir parca dinledikten sonra benzer bir- pa.rgay1 da kendim uydurup o Evet ﬁ_ﬁazen Hayr
| sOylerim. 5 :

£ Inglhzce nu gehsm—mek 1gm tﬁs‘t gozenm e e i e e Evet 'Ba”z;n' Hayurm:;

‘ 39 Yem ogrendlglm kehmelerle §11r yazmaya gahslnm Bt Bazen - Hayr
'40 Inglhzce bir sey okuduktan sonra parcay! kendi kendlme anlatmm fE"ef fBa_Ze" Hﬂylf‘

' 41. Yeni prendigim bir kelimeyi diizgiin sdyleyebilmek igin okunusunu yamp
blrkag kez okurum

42. Inglhzce mi gehstmnek 1<;m Inglhzce §ark1 dmleylp 1gmde geg;en bﬂmedlglm ?Evet Bazen Ha“
| kelimeleri sozlitkten bulurum. R

43, Ingilizce’mi ilerletmek igin daha, onceden okudugum kItaplan tek:rar okurum " Bt Ba'z;;{
_44 Yem ogrendlglm kehmelenn yamh;;;m gah§mm _ | | " Evet Baiéﬁ"' Hayr

%Evet Bazen , Hayr

45. Ingnhzce mi gehstlrmek icin tunstlcrle konusmaya gahsmm - , Evet Bazen b

C Bolumu ]
' 46 Inglhzce bir okuma pargasxm yada cumleyl okurken yada dinlerken parg:amn ne
hakkinda oldugunu anlamak veya bihmedigim kelimeleri tahmin etmek igin Evet Bazen Hayr |
‘Tesimden faydalamnm R f
baglgialzlfe bir okuma pargasnu ‘okurken onun ne hakkmda oldugunu anlamak i 19111 iEvet Bazen Hayr
48. Inglhzce bir metni yada cumleyn, yada bllmedlglm kelime ve yapﬂan tahmin
etmek icm bﬂdlglm kehmelerden ve anladlglm diger ciimlelerden yararlammn

B

49. Ingilizce bir §ey yazarken yada konusurken bﬂniedlglm yada oanakhma | T
gclmeyen bir kelime kollanmam gerekiyorsa onu yazmaktan ve soylemekten {Evet ‘Bazen Hayr |
| vazgegerim. _ Lo : i
'50. Yazarken yada konusurken bllmedlglm bir kehmeyl omun resmini glzerek
a111a11naya gahgmm

51. Yazarken yada konugurken soylemek 1sted1g1m kelimenin Inglhzce sini

; bilmiyorsam tarif ederim yada bagka yoldan anlatirmm.

52. Ingilizce bir parga okurken bilmedigim kelimelerle karsﬂastlglmda onlari

L aﬂaylp okumaya devam ederim. ‘
53. Ingnhzce bir cimle yada paragraf yazmadan once bﬂdlglm kehmelenn g:ok Euet SBazen Hayr
a; oldugu bir konu segenm - f' i
54, Ingilizce konugurken anlatmakta giiclik q,ektlglm durumiarda elkol B Bazen Halr |
harekeﬂenyle an]aunaya gahsmm T : .

55. Inglhzce bir sey yazarkcn bllmedlgun bir kelimenin - yerme benzer bagka bir
kehme kullamrm.

%Evet ‘Bazen | Hayr

iEvet ?Bazen Hayr

{Bvet iBazen‘; Hayr

;Evet ‘Bazen Hayir

‘Bvet Bazen | Hayr

56. Konugurken bﬂmedlglm kelimelerin - yenne aym anla.ma gelebllecek bir kelime iEvet .;Bazen‘? Hayr
: uyduru.rum | |
| 57. Inglhzcc b1r cumleyl Yada paragl’aﬁ sadece bﬂdlglm kelimelerle yazanm B Baiéh Hoyr

|58, hlglhzce konusurken anlatmakta gugluk gektlglm durumlarda konuyu deg1§t1r1p ‘E o Bazen ] 'H'ay" :
. bagka seylerden bahsedcnm : !

59, ] Konusurken Ingilizce’sini bilmedigim bir kelimenin yerine onun Tirkge'sini

‘Evel Bazen Hayrr
. sdylerim ve Ingilizce konugmaya devam ederim. ‘bvel "Dazen | Hayw
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COCUKLAR ICIN GELISTIRILMIS YABANCI DiL. OGRENME STRATEJILERI
ENVANTERI (YOSE)
2. BOLUM

© E. Garsoy, 2003

Ad-Soyad: Okulu ve Subesi:
Dogum yili: Ingilizce dersinden en son aldifi karne notu:
Cinsiyeti: Kiz/Erkek Ingilizce smavindan aldig1 en son not:

Agiklama:

Sevgili 6grenciler,

Yabanc: bir dil 6grenirken ne yaparsmiz? (Nasil okudugunuzu anlamaya cahigirsimiz? Yeni
s6zciikleri nasil 6grenirsiniz? Dinlediginizi anlamak icin neler yaparsmmz? ve bunun gibi). $imdi
okuyacagmz ciimlelere bakarak nasil ingilizce 6grendiginizi anlayabilecegiz. Eger ifadelerde
belirtilen davramslan yapiyorsamz “Evet” cevabinin, ara sira yapiyorsamz “Bazen” cevabmm,
yvapmyorsamz “Hayir” cevabmin iizerine “X” igareti koyun. Higbir ifadeyi bog birakmavin.

Ornek:
Agagdaki maddeyi okuyun ve sizin icin dogru olan cevabm tizerine “X” isareti koyun.

' Ingilizce’mi ilerletmek igin merak ettigim kelimeleri sozlikten okurum. ~ Evet ‘Bazen | Hayr

Omek maddeyi cevapladiktan sonra digerlerine gegebilirsiniz.

| D Bolumu o,
1 Ingﬂlzce ﬁhn, glzgl ﬁlm yada baska progranﬂar 1zlemn iEvet Bazen | Hayr

2 Ingilizce bir sey oku_rken, yazarken, sGylerken, dmlerken ve lzlerken konsantre Evel Bazen Hayr |
olup gok dJkkath o]maya 9ah§1run o E

3. Ingilizce’mi gelistirmek icin bagka ders lqtaplan, Inglllzce Ogreten CD ve :;Evet Bazen Hayir
: kasetler g1b1 yardJmm malzemelerle gahgmm L

” 4 Inglhzce bir gey yazmadan dmlcmeden ve/veya 1zlemeden once sozluk, kxtap, . Evet B azen
defter kalem g1b1 ma]zemelennn hazn‘lanm ve sessnzce beklenm C :

5 Inglhzce i 1lerletmek igin kend1 kendnm smav yaparm. E;Evet Bazen . Havr
) 6. Okudugum bir kitaby, dinledigim Ingilizce bir pargay: ve/veya idedigimbir . o ..
ﬁlml onu anlayan bmne anlatmm

‘Evet ' Bazen :

lnglhzce bir sey yazmadan ve soylemeden once dugunup planlanm Evet Bazen

8. Inglhzce dmledlglm bir pa.rgayl anlaylp anlamadlgum kontrol ermek 1gm ‘Evet | Bezen Hayr |
_ yada ogretmemme sorarm. S : ‘

i izce bir sey yazmadan ve dinlemeden dnce o konuyla 11g111 okurum, umtey1 ‘ ; 1
tekrarlamn benzer bir paragraf okurum, drnek bulmaya cahsinim, miisvedde Bvet Bazen  Hayr
hamrlarlm veya o konuyla ﬂglh ciimleler kuranm. F : '
- 10. Inglhzce bir gey yazdlktan, soyled:kten yada dmledxkten sonra neleri yanhs;. j ; ._
. yaptigimu, neleri anladigim ve dinlerken aldigim notlari kontrol ederim. Hatalarim ~ Evet ' Bazen Hayrr
¢ var mm diye ditgiiniirim. ; 3 :
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11, Pargay: yada ciimleyi okuyup bitirdigimde yeni kelimelerin parada nasil . -
kullamldlgma bakarim.

12. Inglhzce bir ciimle yada paragraf yazmadan once yazacaklanmm omce
- Tarkge’sini dusunurum

- 13, Ingﬂlzce bir sey soylemeden dnce kullanacagnm kehmey1 dogru soyleylp
Soylemedlgum sozlukten kontrol edenm

14 Inglhzce b1r ﬁlm lzlerken alt ya.zﬂardan anlaylp anlamadlgmn kontrol edenm o Bazen | Hayn
1 15 Ingilizce’mi gehstlrmek 19' kendl kendJme Ingilizce konusurum
i 16 Yeni ogrendlglm bir kellmcyl duzgun soylemek 191n climle 1g;1nde ku]lamnm

! .."‘17 Ing1hzce bir okuma pargasm1 okuyup b1t1rd1g1mde pargayla ﬂgxh sorular
18 Bﬂmed1g1m b1r dllb]lngl (gramer) kurahyla karsllasuglmda ders kltabundan
19 Inglhzce bir §ey yazmadan once kullanacaglm kehmelen ve kahplarl belirlerim Evet Bazen Haylr
1 ove kitap ve defterimden bulurum. T 3
20. Ingxhzce bir sey soylemeden once deﬁerden, kltaptan v.s konuyla 11g111 neler Bvet Bazen | Hayr
g yaptlgnmza baka.nm 3 ? ‘I ‘
21, Inglhzce bir parc,:a , okuduktan yada dinledikten sonra varsa pargayla 11g1]1
- _sorulan cevaplanm.

22. Konusma aktmtelennden sonra (canlandlrma ve dlyaloo glbl) yanhs
soyled:glm kehmemn dogru okunuguna sozlukten bakanm

23, Ing1hzce mi llerlennek icin merak ettlglm kehmelen sozlukten okurum " Bw Bazen Hayur ”

‘Evet ;;Bazen Hayrr

{Bvet fBazen Hayr

‘Evet ‘Bazen © Hayr

1 24. Yeni ogrendlglm bir kehmeyl duzgun soylemek 1<;,1n telewzyonda radyoda
yada baska bir yerde dmlerken soylemgme dikkat ederim. - ;
25 Ingllxzce bir pa.rg;a dmledlkten sonra neler anlad1gmu ve ogrendlglrm .
hatu‘] va gahsmm :EVéi éBa%en Hayir
26. Inglhzce bir film ¢izgi film yada program izlerken bﬂd1g1m kelimelerin
| anlamlanna ve kullamhslanna dikkat ederim.

F 27 Yem ogrendlgnn bir kehmeyl duzgun soyleyebllmek 1gm soyleyenlerm agxz
hareketlerine dikkat ederim. Bt ZBazen Hay" ?

28 Inglhzce ‘bir metin dmlemedcn 5nce resmi varsa 1ylce incelerimve Evet Bazen H”
1 gorduklemmn Ingxhzce s1m du§unurum ‘ ‘:. y

"Bvet ‘Bazen . Hayrr

i:Evetb %Bazen' Hayr

29. Bildiklerimle yeni ogrendlklennu blrlestlrlp g:ahsmm ‘Evet Bazen | Hayr i
30 Konusma aktmtelennden sonra yanhslarmn gahgmm ‘Evet {Bazen - Hayr
31. Dinleme aktivitesi bittikten sonra pargada hangx kelimelerin gegngml |
5 dusunurum

EEvet "Bazen} Hayr
32 Ingﬂxzce gahslrken annemle babamla, yada baska bir buyukle ga.hgmm yada . Evet Bazen Hay"
lhtlyacml oldugunda yardlm alimm, S 4 |

. 33. Oprenemedigimi yada eksikliklerim oldugunu diiginiirsem aileme yardmma Evet Bazen Haylr
. ihtiyacim oldugunu sdylerim. Omegin; 6zel ders almak istemek gibi. T :
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E Bolumu ‘ i

34. Ingilizce konusurken ve yazarken grenebilmek amaciyla kesin emin
olmadlglm kelimeleri de kallamrim.

35. Heyecanlandigimda yada endlselend1g1mde kendnm rahatlatmaya gahsmm Evet Bazen Haylr
‘Ornegin; derin derin nefes alnm. S :

36. Miizik dmleyerek komik bir film seyrederek yada ﬁkra anlatarak ';Evet Bazen | Hayr
sakinlesmeye ¢aligirim. C ; :

‘Evet ?Bazen - Hayrr

37 Ingilizce dgrenirken hlssemklemm yazd1g1m blr gunluk tutanm ‘Evet Bazen Hayr |

. 38. Kendimi cesaretlendirmek i 1gm ‘kendime olumlu sozler soylenm Omegm E i
s I P P i Hvet :Bazen Haylf s
i “Aferm iyi gidiyorsun. yada Baga:racaguna inanyorum. g1b1 ‘ _ AR 8
[ 39 Her seyi anlamasam da dinleme parcasumn ne hakkmda oldugunu tahmm

etmeye gahslnm

" 40. Bir sey basardigimda. kendimi odillendiririm. Omegm, Smavda iyi birnot Evet Bazen Ha"
, ahrsam ¢ok sevdlglm b1r sey yaparmm (TV seyretmek, bahg:ede oynamak g1b1) T i

‘Evet :Bazen | Hayrr -

41. Guvendlgnn bir klslye yabancx dil ogrenme siirecinde hissettiklerimi anlatlmn. ‘Evet Bazen Hayr

42“ Basaramama end1ses1 ve bunun bende ya,ramgl s1k1nt11arm farkmda olurum Evet Bazen Haylr

_ F Bolumu » |
43 Karglma glkan yem bir kehmeyl, kelimenin soylemslm yada dﬂbllngl kura;hm E L
iEvet Bazen : Hayr

ogretmemme anneme, babama yada baska bilen birine sorarim. S j ;

44. Inglhzce bir aktivitede arkadaslmla gahslmn, ‘notlarmu paylagmm v Ev \ ‘Bazen Hayr |
bilmediklerimi ona sorarm. e o

W45 Inglhzce bir gey yazd1ktan veya soyledlkten sonra ogretmemmden, -
a,rkadasnndan yada bllen baska bmnden yanhslanml diizeltmesini 1ster1m

“"46 Inglhzce b]I metm dmlcdikten sonra arkadaslm]a konuyu tartlsmm ve neler - [Evet Bazen Ha"
anladifimuiz kargilagtinrm. e ;o

. 47. ]nglhzce mi gehstlrmek n;m anneme babama smav haznrlatlp gozmeye o ;,fBazen ' Heyr
i gahsmm : é

48. Inglhzce ml ﬂerlelmek igin arkadaslarmxla yada allenﬂe oyunlar oynarim. - » Evet Bazen ' Hayr
. 49. Ingilizce’ y1 eglencell olacak §ek11de kullanmaktan hoslanmm Ornegm, - E ,_
: ‘Evet ‘Bazen : Hayrr :
| Ingilizce espiriler yapmaya ¢ahgirmm. v T ; !

Bvet ‘Bazen Hayr

Anadolu Dnjvereiiani

s R

Merkez "\LE”M&_W DTG

Lo
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LIST OF RELIABLE AND UNRELIABLE ITEMS

Ttems found Reliable as a Result of the Test-Re-test

Al Al12 B22
A3 B13 B23
A4 B14 B24
A6 B15 B26
A8 B17 B28
A9 B18 B31
A10 B20 | B32
All B21 B34
B36 D5 F47
B38 D9 F49
B43 D15
c47 D16
C48 N D17
C50 k} D18
Cs1 D19
C52 D20
C54 D25
C55 D30
C56 D33
C57 E34
C59 E40
D1 F44
D3 F45

D4 F46
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LIST OF RELIABLE AND UNRELIABLE ITEMS

Items found Unreliable as a Result of the Test-Re-test

A2
AS
A7
B16
B19
B25
B27
B29
B30
B33
B35
B37
B39
B40
B41
B42
B44
B45
C46
C49
C53
C58

D2

D6

D7

D8

D10

D11

D12

D13

D14

D21

D22

D23

D24

D26

D27

D28

D29

D31

D32

E35

E36

E37

E38

E39
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Factor Analysis

Communalities

Initial Extraction

B32A  1.000 1591

E44A  1.000 565

E45A  1.000 555

DI6A  1.000 467

D20A  1.000 443

DSA  1.000 .591

B22A  1.000 .593

B28A  1.000 430

D30A  1.000 334

D33A  1.000 234

B43A  1.000 .600

B36A  1.000 517

E49A  1.000 450

D3A  1.000 592

B38A  1.000 490

B17A  1.000 445

DA  1.000 541

| C56A  1.000 409
. B13A  1.000 622
! A12ZA  1.000 .500
B20A  1.000 575

DISA  1.000 .600

A9A  1.000 496

A6A  1.000 639

B15A  1.000 494

C54A  1.000 366

C50A  1.000 577

C359A  1.000 422

A3A  1.000 456

BI18A  1.000 368

Extraction Method: Principal Component Analysis.
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Total Variance Explained
Initial Extraction Rotation
Eigenvalues Sums of Sums of
Squared Squared
Loadings Loadings
Component  Total %of Cumulative Total %of Cumulative Total %of Cumulative
Variance % Variance % Variance %
1 7.324 24415 24.415 7.324 24.415 24415 4.483 14.944 14.944
2 2.999 9.997 34411 2.999 9.997 34.411 3.946 13.154 28.098
3 2.404 8.013 42.425 2.404 8.013 42.425 3.269 10.897 38.996
4 2.234 7.447 49.871 2234 7.447 49.871 3.263 10.876 49.871
5 1.660 5.534 55.405
6 1.502 5.006 60.411
7 1.428 4.760 65.171
8 1.276 4.253 69.425
9 1.161 3.872 73.296
10 1.029 3.432 76.728
11 995 3.316 80.044
12 857 2.855 82.900
13 754 2.513 85.413
14 648 2.160 87.573
15 583 1.544 89.517
16 480 1.601 91.119
17 413 1.375 92.494
18 .389 1.297 93.791
19 325 1.085 94.876
20 .298 .994 95.870
21 262 .875 96.744 N
22 .237 791 97.535 /
23 182 607 98.142 &
24 142 472 98.615
25 125 415 99.030
26 .104 .348 99.378
27 6,794E-02 226 99.604
28 5,821E-02 194 99.798
29 3,963E-02 132 99.930
30 2,080E-02 6.964E-02  100.000

Extraction Method: Principal Component Analysis.
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Scree Plot

Eigenvalue

T

1 3 5 7 9 11 13 15 17 19 21 23 25 27 29

Component Number

{
b
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Component Matrix
Component
1 2 3 4

B32A .585
E44A 497 -.505
E45A .589
D16A 582
D20A 435

DSA .643
B22A .688
B28A .526
D30A 432
D33A 406
B43A .553 482

B36A 551

E49A 436

D3A 421 438
B38A ST
B17A 528

DOA -.576

C56A 533
B13A .523 552
Al2A .562
B20A .507 .443
DI9A .595 492
A9A 470
A6A 405 .685
B15A 496

C54A .496

C50A 494 .468

C59A .409

A3A .589
B18A 519

Extraction Method: Principal Component Analysis.

4 components extracted.

e
i
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Rotated Component Matrix

Component

1

B32A
E44A
E45A
DI16A
D20A

D3SA
B22A
B28A
D30A
D33A
B43A
B36A
E49A

D3A
B38A
B17A

D9A
C56A
B13A
Al12A

~ B20A
(D19A

ASA

A6A
B15A
C54A
C50A
C59A

A3A
B18A

750
736
.698
623
632
621
593
611
500
419

743
714
.647
.626
621
.606
591,
552

444

421

747
678
595
614
586
533
463

451

424

715
.694
.690
.691
657

Extraction Method: Principal Component Analysis. Rotation Method: Varimax with Kaiser

Normahzation,
Rotation converged in 5 iterations.
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Component Transformation Matrix

Component 1 2 3 4
1 .623 .501 409 440
2 -.591 719 277 -.239
3 -.162 -476 .864 -.031
4 -.486 -073 -.100 .865

Extraction Method: Principal Component Analysis. Rotation Method: Varimax with Kaiser
Normalization.
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Reliability Results of the Whole document as it is Taken from the SPSS 11.0

**x¥** Method 1 (space saver) will be used for this analysis ******

RELIABILITY ANALYSIS - SCALE (ALPHA)

Reliability Coefficients
NofCases= 43.0
N of Items = 30

Alpha= 8873

7
—
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Reliability Results of each Factor as it is Taken from the SPSS 11.0

Reliability of the First Factor: GENERAL STUDY HABITS

RELIABILITY ANALYSIS - SCALE (ALPHA)

N of Cases = 43.0

Inter-ltem Mean Minimum Maximum Range Max/Min Variance
Correlations

3665 -.0454 6389 6843 -14.0757 0158

Reliability Coefficients 10 items
Alpha= .8491

Standardized item alpha = .8526

{

ok
Reliability of the Second Factor: STRATEGIES TO IMPROVE LANGUAGE

LEARNING

RELIABILITY ANALYSIS - SCALE (ALPHA)

N of Cases = 43.0

Inter-Item Mean Minimum Maximum Range Max/Min Variance
Correlations

3631 2183 5265 3082 24121 0072

Reliability Coefficients 8 items
Alpha= .8192

Standardized item alpha = .8202
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Reliability of the Third Factor: STRATEGIES TO FACILITATE THE RECEPTION

AND PRODUCTION OF THE LANGUAGE

RELIABILITY ANALYSIS - SCALE (ALPHA)

N of Cases = 43.0

Inter-Item Mean Minimum Maximum Range Max/Min Variance
Correlations

3306 .0805 4415 3611 5.4869 0063

Reliability Coefficients 7 items
Alpha= .7752

Standardized item alpha = .7757

Reliability of thé(l‘hird Factor: STRATEGIES TO FACILITATE THE RECEPTION

AND PRODUCTION OF THE LANGUAGE

RELIABILITY ANALYSIS - SCALE (ALPHA)

N of Cases = 43.0

Inter-Item Mean Minimum Maximum Range Max/Min Variance
Correlations

4222 2741 . 5084 .2343 1.8547 0046

Reliability Coefficients 5 items
Alpha = .7852

Standardized item alpha = .7851
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ITEM-TOTAL CORRELATIONS

RELIABILITY ANALYSIS - SCALE (ALPHA

Item-total Statistics

Scale Scale Corrected

Mean Variance Item- Alpha

if tem if Item Total if tem

Deleted Deleted Correlation Deleted

B32A 61.8140 127.4884 .5096 .8821
E44A 61.8605 130.5039 L4233 . 8841
E45A 61.9302 126.8760 .5191 .8819
D20A 61.9767 130.2137 .3582 .8852
D16A 62.0233 127.4518 . 5092 .8821
D5A 62.2093 125.7409 .5678 .8807
B28A 62.1163 127.5338 .4556 .8832
B22A 61.9070 126.8483 .6185 .8804
D30A 62.0930 130.0864 .3594 .8852
D33A 62.3488 129.9945 .3299 .8860
B43A 62.2558 126.6235 .5203 .8818
B36A 61.8837 129.9147 . 3459 .8856
E49A 62.3256 129.3677 .3414 .8859
D3A 62.0698 129.2569 .3835 .8848
B33A 62.2326 126.9446 .5332 .8816
B17A 62.0930 127.9435 .4818 .8827
DYA 62.1628 130.8062 .2952 .8867
C56A 62.0233 127.2137 .4825 . .8826
AbBA 62.2093 129.2647 .3491 , 8857
B15A 62.4419 130.5382 .3564 v .8852
C50A 62.0000 127.9524 L4741 .8829
C54A 61.8837 131.8671 .2530 .8875
C59A 61.9535 130.2835 .3349 .8858
A3A 62.2791 125.7774 . .5378 .8813
B18A 61.9302 128.3522 .4769 .8829
B13A 61.9767 128.5947 .4733 .8830
Al2A 61.9070 131.1340 .3260 .8858
D19A 62.1628 126.5205 5471 .8813
B20A 62.0698 128.3045 .4353 .8837
A9A 61.9302 132.2093 . 3185 .8858
Reliability Coefficients

NofCases= 43.0
N of Items = 30

Alpha= 8873
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CHILDREN’S INVENTORY FOR LANGUAGE LEARNING STRATEGIES
(CHILLS)

DEVELOPED FOR TURKISH CHILDREN LEARNING A FOREIGN LANGUAGE

© E. Girsoy, 2004

Directions for the Instructor:

This strategy inventory is developed for children in order for them and their instructors
to learn about their choice of language learning strategies while learning a foreign language.
In the following pages there are 30 statements about learning a new language. Please ask your
students to read each statement carefully and mark their answers on the boxes next to the
statements.

Evet: This indicates that the student always or almost always does or agrees with the behavior
indicated in the statement.

Hayir: This option could be selected by the student if s’he never or almost never does or
agrees with the behavior indicated in the statement

Bazen: This means that the student agrees with the item half of the time (50%) or it is
somewhat true for the student.

Students need to be informed that the answers should be given according to how well
a statement describes the person answering. Decisions shouldn’t be given according to what
seems to be true or what somebody else would say true.
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COCUKLAR ICIN GELISTIRILMIS YABANCI DiL OGRENME STRATEJILERI
ENVANTERI (YOSE)

© E. Girsoy, 2003

Ad-Soyad: Okulu ve Subesi:
Dogum yili: Ingilizee dersinden en son aldif karne notu:
Cinsiyeti: Kiz/Erkek Ingilizce smnavindan aldig: en son not:

Agiklama:

Sevgili 6grenciler,

Yabanc bir dil 6grenirken ne yaparsimz? (Nasil okudugunuzn anlamaya galigirsimiz? Yeni
sozciikleri nasil 6grenirsiniz? Dinlediginizi anlamak igin neler yaparsmiz? ve bunun gibi). Simdi
okuyacagmiz ciimlelere bakarak nasil Ingilizce 68rendiginizi anlayabilecegiz. Eger ifadelerde
belirtilen davramslan yapiyorsamz “Evet” cevabinin, ara sira yapiyorsaniz “Bazen” cevabmin,
yapmuyorsanz “Hayir” cevabmmmn tizerine “X” isareti koyun. Higbir ifadeyi bog birakmavin.

Ornek:
Asapidaki maddevi okuyun ve sizin igin dogru olan cevabm iizerine “X” igareti koyun.

Ornek maddeyi cevapladiktan sonra digerlerine gecebilirsiniz.

A Boliimii E

......................................................................................................................................................................................................................................... i

1. Ogretmenimle, arkadaglanmla, anne ve babamla Ingilizce konugmaya géhgmn.

2. Ingilizce bir aktivitede arkadagimla gahginm, notlarim paylagnm ve
. bilmediklerimi ona sorarim..

© 10. Ogrenemedigimi yada eksikliklerim oldufunu digiiniirsem aileme yardima
. ihtiyacim oldugunu soylerim. Ornegin; 6zel ders almak istemek gibi.

B Boliimii

11. Ingilizce’mi ilerletmek igin daha énceden okudugum kitaplan tekrar okurum.
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12. Yeni 6grendifim bir kelimeyi diizgiin s6yleyebilmek icin turistlerle ve bagka Byt Bazen Hayi

13. Ingilizce’yi eglenceli olacak sekilde kullanmaktan hoglamrim. Ornegin;
Ingilizce espiriler yapmaya ¢aligirom.
E 14, Ingﬂlzce mi gelistirmek icin bagka ders kitaplan, Ingilizce dgreten CD ve

EvetBazen Haynr

15. Ingilizce’mi gelistirmek icin test ¢ozerim.
16 Ingilizce bir sey okurken daha énceden bilmedigim bir dilbilgisi kurali (gramer,
. vapy) ile karsilagirsam onu 6grendigim benzer bir kuralla kargilastirp tahmin Evet Bazen | Hayr |
| etmeye caligmm. i

17. Ingilizce bir sey yazmadan ve dinlemeden &nce o konuyla ilgili okurum, iiniteyi
tekrarlarim, benzer bir paragraf okurum, 6mek bulmaya caliginm, miisvedde i Evet: Bazen | Hayr
. hazirlanm veya o konuyla ilgili ciimieler kurarm.

18. Konugurken bilmedigim kelimelerin yerine aym anlama gelebilecek bir kelime | Hay

C Bolimi

19. Tiirkge’de ve Ingilizce’deki kelimelerin sdylenigleri birbirine benzeterek
- aklimda tutmaya cahgim. Ornegin; snake (yilan) ve sinek gibi.

. 20. Ingilizce’sini bilmedigim kelimeleri, canlandirma aktivitelerinden sonra

22, Yazarken yada konugsurken bﬂmedlgun bir kelimeyi onun resmini ¢izerek

. anlatmaya cahi§irm.

. 23. Konusurken Ingilizce’sini bilmedigim bir kelimenin yerine onun Tirkge sini
. sOylerim ve Ingilizce konugmaya devam ederim,

i 24. Yeni dgrendigim bir kelimeyi diizgiin séyleyebilmek i¢in yaza yaza gahsmxri.
25. Ingilizce yazarken ve okurken anlamanm ve yazmam kolaylastirmasi igin

. Tirkee’ve benzeyen kelimelerden yararlaninm. Ormegin; radio, television, leopard,
. chimpanzee.

29. Ingilizce bir sey yazmadan 6nce kullanacagxm kelimeleri ve kahplan belirlerim
Love kltap ve defterimden bulurum.
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Puanlama

Once her béliim igin ayn ayn puanlar hesaplanir sonra toplam puam bulmak icin her
boliimden elde edilen puan birbiriyle toplanir. Her “evet” segenegine “2”, her “bazen”
segenegine “1” ve “hayir” segenegine “0” puan vererek her bolimden elde edilen puanlar
hesaplamr. Cikan sonug ilgili strateji grubuna ilisik strateji kullamminizi gosterir. Boliim
puanlanmn toplamu ise toplam strateji kullanimim gésterir. Puanlamay: yapmak icin agagidaki
cetveli kullanm.

A Bohimii B Bolumu C Bolimii D Boliimii
Lo 1. 9. 26,
2. 12. 20, 27.
3. 3. 21, 28.
4. 4. 22, 29.
5. 15. 23. 30.
6. 16. 24,
7. 17. 25
8. 18.

3
o
10.
Toplam: Toplam: Toplam: Toplam:

Genel Toplam:
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