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Abstract
The purpose of this study was to investigate lagguaarning strategy use of full-time
and part-time graduate English learners and itgiogiship with major factors affecting
the learner’s strategy use. As more and more peuithedifferent learning purposes
become involved in all levels of foreign languagarhing in China, there is a need to
study how they learn foreign language to bettereustdnd the learning process and,
eventually, improve the effect and efficiency ofefign language learning. This
guantitative research incorporated previous foréagguage and second language

research findings in language learning strategy.

The study followed a four-step process. The firgge involved a comprehensive
literature review and comparative analysis of teéoal frameworks. This phase of
research also helped to identify the key termscamtepts critical to the current study

and formulate the research question and additiorddpth survey questions.

The second phase of the study used survey andesbed questions to identify the full-
time and part-time graduate learner’'s languageiegrstrategy use and learner’s
feedback on the research construct. The third pblatbe study was quantitative
analysis. Through SPSS (Statistical Package foBtwal Sciences) statistic software
employment the collected data was processed wifigrelnt statistic measurements for

the corresponding research question.
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The final phase is the analysis and discussion fsmch the main conclusions are

drawn. They are: (1) part-time students reportedentenguage learning strategy uses
than full-time students. This finding has sometretato the learner’s part-time academic
status. (2) Both full-time and part-time studergedimore metacognitive strategies than
other language learning strategies. The findirgpisgruent with the theory and research
findings of adult learning characteristics. (3) Treguency orders of full-time and part-
time students were almost identical. (4) In additio the strongest relationship between
marital status, academic status, metacognitivesacil strategies, all of the other
studied factors had statistically significant ctatens with the general language learning

strategies at different strength levels.
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Chapter 1
Introduction

Just as businesses and media have experiencedizdtiba and relocalization, so
has the English language. The past few decadesseavea growth in the role of
English around the world as the lingua franca tmm®mic and scientific exchange.
According to information gathered by Crystal (19%85% of international
organizations in the world make official use of Esig at least 85% of the world's
film market is in English, and some 90% of publdlaeticles in some academic

fields, such as linguistics, are written in Engl{8¥arschauer, 2000).

With the fast-paced changes brought about by glrdtadn and technological
development, a new stage of global capitalismpformationalism, has come into being
(Warschauer, 2000). People’s lives are increasiaffgcted by international networks,
operating via financial markets, transnational coations, and the Internet. As this new
stage of global capitalism expands and developsnative speakers will need to use the
language daily for presentation of complex ideatgrnational collaboration and
negotiation, and location and critical interpregatof rapidly changing information.
Therefore Warschauer (2000) predicted “... globalaratvill result in the further spread
of English as an international language and a sh#iuthority to nonnative speakers and

dialects”.

Since the opening of China to the West, particylarlight of China’s entry into
the WTO and the 2008 Olympic Games, the urge tmIEaglish has become a fever in
China (Wang & Farmer, 2008). On the social level@hinese government strongly

advocates the “knowledge society” in the processocfal and economic transformation.



To have significant numbers of competent usersngflih in a whole range of
professions, businesses, workplaces and enterprésesbeen seen by the authorities as a
key element in China’s opening wider to the outsideld and the drive to modernization
(Cortazzi & Jin, 1996). On a personal level “pradimcy in English can lead to a host of
economic, social and educational opportunities @005)”. Young people are motivated
to advance their English because it is a key tbdrigducation at home and abroad,
lucrative employment in a public or private secfopfessional advancement and social
prestige (Hu, 2005; Cortazzi & Jin, 1996). In 2@48 investigation on job candidates
with overseas education revealed that HR was |lgpkinthe potential employees’
foreign language and culture expertise (Xu). TOF&LIELTS test, the top English
proficiency test is not only a must for overseasoadion but also a passport to
competitive jobs such as the pilot training progiiarthe Southern China Airline prefers
applicants scoring 6.0 and above in IELTS test (Piv@t Recruitment2012).To learn a
foreign language, mostly English, is also compuylsorChinese schools from elementary

school to college.

Not long ago China pledged to deepen comprehensfgans in the country as the
Chinese economy has reached a stage where refaustdmurgently accelerated (Yang,
2003). The accelerated economic transformationorélate more and higher job
positions and thus impose pressure on the quartdyquality of adult English language
education to prepare potential employees. In fa&i§n language education problems

were raised in the meeting of the first sessiothefl2" Chinese National People's

! The Test of English as a Foreign Language
2 International English Language Testing System
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Congress (CNPC). English proficiency will be a bgsb requirement and it is true in

many sectors. Job candidate’s advanced Englishrtssgpes his or her competitive
advantage in the job market. There is and will vén@ressive commitment to English
learning, especially advanced English learning.eRtlg we see more online
commercials like this “Do you want to earn 8,00@uy@ Take this English test first”.
Language training centers even assert that studdrdsio well in TOEFL and GRE are
assured of continued employment and high salavies§ & Farmer, 2008). In 1996
Cortazzi and Jin had announced that there were teaohers and learners of English as
a foreign language in China than in any other agunt

Subsequently Chinese teachers have become mirfdfui@vative approaches in
teaching, especially among adult advanced Enghaimers, to meet the needs of the job
market and also with social communication (Wangafrier, 2008). To inform teachers
how learners learn English becomes one of the &xcirsthe research @ireign
language teaching (FLT). Learner’s language learstrategy (LLS) starts to engage
more and more attention from teachers and resaatghertly owing to the unique
characteristics of the human being’s learning msce

The Background of the Study

Language learning, involving many interrelated dastis a complex process
during which learning strategies serve an imporsasisting role. A good example
although anecdotal is the mnemonic learning styatdgch has been used to help
ancient storytellers remember lines (Alhaisoni,20However not until the late 1970’s

did the study of learning strategy begin to captbeeattention of language educators
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and researchers (Taylor, 1975). Since then thestigagion of language learning strategy

has experienced both ups and downs (Chamot, 2068)decade of the 1970s was an
exceedingly fruitful era, during which second laage research came into its own.
Many language theories and creative teaching methede developed; the significance
of cognitive and effective factors in foreign laage (FL) and second language (L2)
learning started to become recognized (Brown, 208mpng all, the shift of teaching
focus from teacher and content to learner wasgufgiant that it became the driving
force of the LLS research which made its debuhelate 1970s. During the following
decades, the research on LLS has been sporadipeBhkebetween the 1980s and early
1990s brought substantial research, followed byraiwg down period with limited
research reports published and then came the geirated research interest in the 21st
century (Chamot, 2005).

Inspired by the individual differences in langudggning the investigation of LLS
started with good language learners in anticipatiodiscovering effective learning
strategies which would help the less effectiveriess (Rubin, 1975; Naiman, et all. 1975;
Stern, 1975; Taylor, 19759)Vith researchers gaining better understandingef th
characteristics, nature and functions of the legsnd.S, the empirical belief was
confirmed that LLS does play a vital role in assgiearners mastering the forms and
functions required for reception and productiomhia second language and thus affect

achievement (Bialystok, 1979).



The Role and Effectiveness of the LLS

Students differ as language learners in part becaithe difference in ability,
motivation, or effort. But a major difference liestheir knowledge about the skill in
using how-to-learn techniques, that is, learnimgtegies (Motivating Learners, 2003-
2007). This observation was supported by the dassiresearch revealing the
importance of learning strategies in effective laage learning. Oxford (1986)
recapitulated major roles of LLS played in langubsgening as follows.
Improve Language Learning Achievement

Many studies on successful language learners sughairchoosing appropriate
LLS to the task, material, and learners’ objectiveed and proficiency level leads to
outstanding performance. Two learning behaviorseapecially critical to the success of
language learning. First, learners need to maksatous and tailored use of LLS (Rubin,
1975; Naiman, et all. 1975; Stern, 1975; WendeB8518ialystok, 1979; Oxford et al.,
1993; O’Malley & Chamot, 1990). Second, they shaulake an effective use of
metacognitive strategies because research on aslVdeerners has shown that learners
can profit from learning how to use metacognititrategies to plan, monitor and
evaluate themselves throughout their learning eff@@hamot, 2004; Oxford, 1994;
Oxford, et all., 1990; Oxford 1986).
Improve Learner’s Autonomy

Since learning a language creates a higher demasdlidirection (Oxford &
Nyikos, 1989), almost all language teachers adraedne of the ultimate goals of

education is to produce autonomous learners sowiiegot only become more efficient
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at learning and using their L2/FL but also moreata@ of self-directing their endeavors

(Wenden, 1987; Oxford, et all., 1990). Exploitiqgpeopriate LLS enables learners to
take responsibility for their learning and thus @mting their independence, autonomy
and self-direction. These factors are critical lisedearners need to keep on learning
even when they are no longer in the formal clasareetting (Oxford, 1986; Oxford &
Nyikos, 1989; Wenden 1985; Naiman, Frohlich & Taesl975). According to the
constructive theory, independent and autonomougsdesare more active in learning.
They tend to actively assimilate new informatiotoitheir own mental structure and thus
create increasingly rich and complex structuregtferadvancement of language
proficiency (Bates, 1972; Bransford, Barclay & Ftanl1972). Eventually they will
develop the capacity of carrying out autonomousieg. However Oxford (1990a) also
cautioned that due to the “spoon-fed” tradition éest-oriented teaching, developing
self-directed learning is a change of attitude amggladually increasing phenomenon, as
learners gaining greater confidence, involvemedt@oficiency.
The LLS Is Teachable

Although the effect of LLS interventions is not ststent, many classroom
research studies still prove, to a certain extéat, teachers can train students to use
better learning strategies (O’Malley, et. al., 198Bompson & Rubin, 1993). Because of
the positive role of the consciousness of LLS uskraetacognitive strategy use many
researchers advocate introducing LLS explicitlaiformal educational setting to
improve the learning effectiveness (O’'Malley & Chatnil990; Oxford, 1990b;

Dansereau, 1978; O’Malley, et. al., 1985; Xiao, @00 he training for academic
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purpose in vocabulary, listening and speaking vsavn to be especially effective in

boosting initial learning (O’Malley, 1987; O’'Mallegt. al. 1985). Many researchers
agree with Chamot’s claim “less successful languegmers can be taught new
strategies, thus helping them become better largleagners” (2005, p. 112).
Expand Teacher’s Role

In addition to informing teachers how learnersnedne effective use of LLS will
eventually shift the learning responsibility toreers but it doesn’t mean to lessen the
teacher’s importance in bestowing knowledge. Irstbasides traditional teaching tasks,
imparting knowledge, providing language input arehting language output
opportunities, teachers should also help learmeidentify their LLS, assess their LLS
use, raise their awareness of LLS use, provideagiel for choosing appropriate LLS,
tailoring LLS for their use in learning, and intatg LLS training with regular classroom
teaching (Oxford, 1990a; 1990b). The teacher’s $dwas been expanded beyond
teaching contents and methods.

Yet research shows that learners and their LLS@bgect to the influence of many
factors such as age, nationality, learning enviremtnproficiency level, learning goals,
academic majors and so on (Oxford & Crookall 198%ford & Nyikos,1989; Oxford,
Nyikos & Ehrman, 1988). This study is to investeg#te LLS used by adult English
language majors at the graduate level in a Chinesersity. The unique social and
educational environment will be illustrated in fodowing discussion of the needs and

significances of the research.



The Need of the Study

The Needs of Mainland English Learners

From Oxford’s (1996) summary of LLS research akiothe world it is apparent
that there have not been many investigations dar@élonese learners. Among the
published research on Chinese learners, many of tizve been done in Taiwan, Hong
Kong, Singapore or even western countries. Thearfgegdmay not be very helpful to
mainland Chinese learners because of its uniqugiége learning environment. First,
historically, there was less western influence aimtand China, in fact almost none
during the Cold War. Mainland people don't valueefgn language as important as
people in Hong Kong, Taiwan and Singapore althdagming English is getting more
attention since China’s entry into the World Tr&iganization. Second, in the society
there is less opportunity exposing people to foréamnguage input, let alone output.
Foreign language learning is primarily for takingaminations. The learning purpose for
real communication is not as strong as in the alsoeel environments. Third, at school
English is taught more as knowledge than skilld8ni’s English proficiency is
evaluated by comprehension ability rather thanlbgraund language ability. However,
according to research the above situations aféeehkr’s attitude and goals which are
decisive to their choice of the LLS (Oxford, 1996).
The Needs of Adult Learners

LLS research shows that adults learn a foreigndagg or a second language
differently from children. Adults seemed to use swrhat more sophisticated LLS than

did younger learners (Ehrman & Oxford, 1989; Oxfdréi86; Stern, 1983 Ellis, 1994).
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Adult learning theory (Knowles, 1968; Lieb, 199IpBkfield, 1995) supports the above

findings and proclaims some unique features intddatning such as adults are innately
self-directed learners. They have also accumulatedindation of life experiences and
knowledge that may include work-related activiti@snily responsibilities, and previous
education. They need to connect learning to thisedge and experience base.
Therefore adult learning is goal-oriented, releyaodented and practical. Their LLS
should be examined separately from children’s.

However the distinction between children and a@hiinese learners has not
received sufficient attention. Some research ctadtsecondary school students, college
students and returning-to-school adult learnerss ifivestigation not only focuses on
adults but also studies the part-time and full-tshelents. The findings will present a
detailed picture of how adults learn English atdbdeanced level.

The Needs of Graduate Level Learners

Proficiency level is a well-studied factor influeng the choices of LLS but in
China most studies centered on primary or interatedevel learners, with little on
advanced language learners (Yan, 2009). Howeveugta Chinese student’s enrollment
has increased substantially since the 1998’s higtiecation expansion. Taking the
TESOL graduate program in my research universit@gfoexample, the graduate
population has increased from two students eachige®96 to 18 students in each of
the most recent 5 years. Other universities andmdjave experienced a similar or
greater expansion. In proportion to graduate sttglpopulation the advisor’s

population has increased only twice in the abovB@E program. Evidently teacher’s
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attention on learners has reduced and alreadytedf¢loe quality of the program. The

situation calls for research to improve the qualditgraduate programs.
The Needs of Part-Time Adult Graduate Learners

The need of “a knowledge society” and boosting@heéese economy creates a
demand for advanced education. More adults aregdmack to school in pursuit of
career advancement or personal interest (Liu, 20103 group of part-time learners
cannot be taught like traditional students. Theyehausy personal and work schedules.
They are very goal oriented. Most importantly tegnt to take control of their learning,
through active involvement in teaching content,hndtand goals. As a result a teaching
approach, andragogy, was introduced in 1975 by dimldnowles asserting that the
instructor should partner with adult learners, diaid) on students’ prior experience and
promoting student self-direction. Unfortunately @dse universities have not done much
to adjust the teaching to meet these students'sadduabrefore the quality of the
education is not appreciated by society. The dnapramber for this group is much
higher than for traditional students. Recently s@ttgools have begun to experience
difficulty in recruitment. Academically few reselrmterests are directed toward adult
part-time graduates. The published studies ararfeé®hina. To improve the program
there is a practical, urgent need to understarsdgituup of learners.
The Needs of Graduate Education

The 1998’s higher education expansion has broughé rmollege graduates to the
job market and thus created intense competitidgharjob market. To enhance their

competitive ability many undergraduates chooseottoggraduate school right after
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graduation. Consequently the increase of graduaf#oyees at the workplace creates

pressure on former non-graduate employees. In g@§raduate applicants began to
increase. 87% of part-time applicants said it lmasething to do with their job security
or promotion because they had felt pressure fram raduate peers (Ye, 2011).

The Research Problem

Since the 1998’s higher education reform sanctgtiie program expansion in
Chinese universities, the traditional full-time duate education has experienced undue
upsurge both in student population and discipléa@homy. The number of graduates in
2004 has tripled since 1999 and has kept increasnh year since (Cheng & Jin, 2006).
Still due to the limited national educational resms and enormous applicant population,
the program growth could not meet their demandcesthen with the authority of the
Ministry of Education (MoE) universities starteditoild the part-time graduate
programs which are much easier to get into butgeharore. Unlike full-time graduates
who get funding from the government, part-time snid have to pay the full amount of
tuition but don’t need to meet the rigid prograntrance requirements. A more detailed
introduction of both programs will be included iretfollowing methodology.

However, in the process of graduate program exparsioblems have arisen. The
drop-out rate of the part-time students is mucléighan that of students within the
full-time programs. The quality of both graduategnams is compromised as He (2010)
states that since the expansion of the graduatggroover a decade ago the quality of
graduate education has suffered. That correspoitd<Geng and Jin’s (2006)

investigation that 57.8% of advisors think the gyalf graduate education has
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deteriorated (Xu, 2005). The university | have stigated has suffered the quality

deteriorationn the full-time program and has experienced ditfig recruiting part-time
students.
The Purpose of the Study

The purpose of this study is to better understawd iboth full-time and part-time
graduate English majors learn English through tivestigation of their language
learning strategy uses in both full-time and pemetmaster’s programs respectively and
examine if there are significant differences betwte LLS uses. The studies on
graduate level students are few, and studies drtipaa graduates are even fewer.
Studies on factors affecting the LLS are even faw&hina (Yan, 2009). The current
study also examines the relationship between tH& lide and major factors affecting the
LLS use. The findings from this study will contriieuo the body of knowledge about
adult English learning at the advanced level afarin both part-time and full-time
graduate English programs in the Chinese educatiwimonment.

The Research Questions

This study used quantitative methods to investigaeaise of language learning
strategy by full-time and part time graduate Erghsajors in a Chinese university. What
are the differences between their language leastiagegy uses? The major possible
factors affecting the choice of language learningtsgies are also studied given the
different demographics of the full-time and pant¢i graduates. The study addresses the
following questions

1. What are the frequency and scope of LLS usetidywo groups respectively?
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2. Is there significant difference in the extent.bf use between the two groups

(different academic status)?
3. Does the reported use of LLS significantly relit the major factors: academic status
(full-time vs. part-time), gender, age, previouskvexperience, current working hours,
major, and marital status (family responsibility)?

The Methodology

Due to the complexity of the human language leaypirocess, the development of
language learning strategy study has drawn upoitl@ range of research from cognitive
psychology, linguistic theory, learning theory,arhation processing theory and
sociocultural theory. The qualitative research w@®pular methodology used to
discover the LLS used by certain group of leara¢ithe beginning (Stern, 1992;
Wenden & Rubin, 1987; Gamage, 2003a). Quantitaggearch methods were adopted
widely for further understanding of the nature #mel function of LLS after the
taxonomy systems appeared especially after Oxfaddduilt her quantitative research
instrument, Strategy Inventory for Language Leagr{fBlLL) designed to investigate the
strategies used in language learning (Oxford, 1€®fen, 1996a).

In this study | used the SILL to conduct a quatitiainvestigation on the LLS use
among full-time and part-time graduates respegdtigélTianjin Foreign Studies
University (TJFSU) in China. One hundred fifty $itl-time graduates took the survey
and 102 survey answers are effective. Forty eightfime graduates were willing to
participate and their responses are all effectkaept three.

Package for the Social Sciences (SPSS) statistiwvase was employed in
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analyzing the data. This research is in the quaetintd tradition, but uses different

statistic designs for each question. A descripdiesign was used for the first research
guestions, measuring central tendency (the meagiamand mode) and variability
(standard deviation and range). For the secondiguethe independent T-test was
employed to evaluate the difference in LLS use betwthe two groups. To test the third
guestion a correlation measurement was used toaealhe relationship between
strategy use and pertinent factors. The findingsvstine most frequently used LLS, the
range of LLS and the extent factors affecting theice of the LLS use. The research
results provide insights into teaching methodsteats, program design and
administration of the graduate education.
The Chinese Graduate Education System

The Full-Time Program

Graduate education in China is controlled by theiry of Education (MoE),
composed of both full-time and part-time programtha master’s level. The traditional
full-time graduate program is strictly regulatedidreavily subsidized by the
government. The length of study for a Master’s degrrogram is normally 2 to 3 years.
Applicants for Master's Degrees must be undergtadyraduates. They need to choose
their desired academic program and the school bééding the entrance examinations,
which include the preliminary examinations and xarainations. The preliminary exams
are administrated by the MoE throughout the couoiige a year, including the
compulsory exam subjects, politics and English.&or-humanities programs

mathematics will be added. On top of compulsorynescavhich are set by the MoE, one
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or two major subjects are also tested. These sulgists are designed by institutions

providing relevant master’s programs. Applicantgihg passed the preliminary
examinations are invited to take re-examinatioasbg each institution. This
examination can be in different formats, such agew exam and interviewhings you
need to know about graduate education in China (2011). The candidates having passed
both tests will be admitted as full-time graduaggying tuition and living expense
subsidy, similar to the scholarship in the weststacational system. However the
competition is quite intense. Not many applicarts get into the program even though
many universities have already increased the chpaiciheir graduate programs.
The Part-Time Graduate Program

Consideringhe limited educational resources, many Chineseeusities are
authorized to build part-time graduate programméet the increasing demaridhe
applicants still have to take tests but thesees® ligorous and given by each university.
It is much easier to get into the program. Howaeudike the full-time graduates, part-
time applicants have to pass a couple of challentgists required by the MoE for
graduation. They also have to pay full-tuition. ¢ ithe full-time graduates they are
supposed to follow a planned curriculum as a colbocbmplete the program courses in
a couple of years.

Both full-time and part-time programs are conteatdx, even if universities adapt
class schedules to part-time students by offeriagses on weekends. Considering the
limited resources and the financial pressure, mamyersities employ the curriculum,

teaching materials and methodologies designed®traditional full-time program to
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the part-time program. The part-time program isniydior generating revenue.

Difference between Full-Time Graduates and Part-Tire Graduates

To understand the two student groups better iecessary to give a more detailed
explanation about the rigorous preliminary entragcaminations for the full-time
students. The compulsory subjects of the examingRolitics and English, are required
courses in Chinese undergraduate programs. Mdstl-dime graduates come directly
from the four-year undergraduate program in whiolish and Politics have been
taught throughout the program. They have fresh kedge and information relating to
the two subjects. In addition almost all of Chinaséergraduates are supported by their
parents and thus have more time to prepare faete than the adults holding a full-
time job. Furthermore undergraduate programs eageutheir students to go to graduate
programs and try to offer assistance to help thespare for the tests. But going-back-
to-school adults don’t have those advantages. Xammations seem harder for those
holding a full-time job position because the pregian for Politics and English tests are
time consuming and they don't usually receive ashmassistance as undergraduate
students do. They have a better chance to getletioto the part-time program because
each individual university tests include only a gleuof major subjects and are less
rigorous. In this case the part-time cohort teldshiare a certain demographic
characteristics different from the full-time coumart. The following table is a brief

demographic illustration of the two groups.
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Tablel. Demographics of Part-time and Full-timadiates

Progr Marital English Study Class

Age Work experience Class Time Goal
am Status Proficiency Time Content
Promo
Part- Could be Full-time work Evening or
older Low or high limited Similar tion,
time married mostly weekend
chg. job
High
Full- Most not Regular school Find a
younger (uniformed adequate  None or part-time Similar
time married hour(8-5) job
proficiency)

Source: original

The table reveals the groups’ demographic diffeeen€he course time for full-
time students is during the week between 8 a.mp-A5 The courses for part-time
graduates are offered mostly on the weekend. Fa#-students with a part-time job
have to adjust their work schedule but for partetstudents schools usually adjust class
schedules according to their work and life agenthe. part-time students are generally
older, some of them married, bearing family resgulity. They have more work
experiences. Their English proficiency varies, frasngood as or even higher than, to
much lower than the average full-time studentsiyéweer they tend to be mostly lower
than the others’. As full-time employees, theirfe@ag goal is more of professional
advancement, getting a better-paid, secured posiiner than finding a job. The busy
work schedule leaves them available for school onlyveekends. The richer life and
work experience and more family and economic resibdity set a great difference
from the full-time graduate students. These diffiess will eventually lead to different

learning needs and approaches. According to rdse@r¢Oxford & Crookall, 1989;
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Oxford, & Nyikos, 1989) those differences are taetbrs affecting learner’s LLS use in

second language or foreign language learning asdeleto different ways of learning.
The Research Design and Measures

The research is in the quantitative tradition, umes different designs for each
guestion. A descriptive design was used for thet fiessearch questions, using mean,
standard deviation and frequency for measurestieosecond question, a T-test was
needed to identify any significant difference bedgwéhe LLS used by the two groups.
The correlation test was applied to discern thatiah between the factors and LLS use
to answer the last question. SA®&S been used for data processing and analysis.

The Significance of the Study

In China many people still believe it is good ta teeir education done before 30
years old or before getting married. That's whyhe full-time graduate program
students are mostly in their early twenties. Howehies attitude is changing in the
transformation to the knowledge economy. Underirtifgact of globalization more
people will go back to school for further educati®his study intends to shed light on
how to help this group of learners and eventuallgromote life-long learning in the
Chinese society.

This study also seeks to contribute to the boditexfature on adult English
learning through the investigation on mainland @k&graduates both full-time and
part-time. Its major contribution is to understainithere is a significant difference
between traditional graduates and part-time graguatthe Chinese educational system

and what factors contribute to the difference. fihdings will inform the research in



19
andragogy.

The Qualifications of the Researcher

This paper is built on my previous literature sasdof the development of LLS
theory while completing my doctoral courseworkhdis been presented at the OLPD of
University of Minnesota student Research Conferesdéeoretical Perspectives on
Adult Language Learning Srategy in 2010. The data collection part was done inethe
of 2012 and the spring of 2013 at Tianjin Foreigmd&s University in China. As | have
been teaching English language to English majotisadtuniversity since 1998 and am
very familiar with the management personnel andhieg practice it is easy to collect
data and understand it.

The motivation of the study comes from my obseorabtf the difference in
learning effectiveness among the homogenous cehatents. All the students are
recruited through the national college entrancerexation (Gaokao) and have taken the
same course together as a cohort for four yeatbelend, the difference of their English
proficiency is deep. What has puzzled me mostasithave witnessed that some
students work very hard but the result is not &attery, or even not as good as the ones
who do not work much at all. Besides as an Endéialner who has studied both in
China and American | have a deep feeling about imgvlearning strategies have varied
at different stages and in different environmehtsgve also done a qualitative study on
non-cognitive awareness on LLS for my master degt&t. Cloud State in 2004. The
study has provided an in-depth understanding abowtthe strategies such as planning,

organizing, evaluating, self-encouraging work d#fely for adult learners. It helps me
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realize the difference between adult and youngenkrs. The deep inspiration is my

experience as a doctoral student in the US. | saea many adult graduate students
pursuing their advanced education while workinflerible graduate programs. | am
one of them and fully aware that my learning stjeg® are quite different from the ones
| used to employ as a full-time graduate student.

Overview

In the following chapter, a review of the literawill include a brief
chronological view on the development of LLS resbail he theoretical formation of
LLS theory will be presented in three stages. Meggearch findings pertaining to the
LLS, key concepts and leading researchers with togitributions will be introduced.
Then basic concepts and difficult issues relatmgltS studied will be illustrated.

In Chapter Three a detailed introduction will begented on the research
methodology. It will explain the process of datfiexiion including how the subjects
were approached, where they took the survey, wmguhis research instrument,
problems in collecting data and ethical threatslamal to avoid them.

Chapter Four covers the findings from the SPSSyarsalanswering the three
research questions. The statistic effectivenessrattod were discussed to address the
problem in the data because there are not 30 gentits in part-time program.

Chapter Five analyzes the findings of the studg thiemes emerging from the
study are discussed with previous study resuléstter prove or question the existing
claims.

The conclusion part is at the end of this stuahillistress the salient findings of
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this study for the teaching practice and theorgldsthment of the LLS study. | will also

address the limitation of the study, the problemearrying out the survey study among
mainland students and further research endeavors.
Definition of Terms

To ensure a shared understanding about the terthsistudy | will provide the
meaning of those terms used frequently in LLS nesed&ince there are more than one
definition for some of the terms the following defions were chosen according to my
research context.

Language Learning Strategy (LLS). The definitions of LLS vary with an
author’s understanding of LLS and his focus of ks&ning process. Among all the
definitions Oxford’s was considered more incluseed well-quoted. She considered
LLS as learning strategies with specific actionsetaby the learner to make learning
easier, faster, more enjoyable, more self-direateake effective, and more transferable
to new situations (1990a)l choose Oxford’s mostly because it suits my study
participants, adult learners who are more williogtake control of their study through
LLS use. She has made a few modifications to thmitdens during the years. | will
provide a detailed discussion in the next chapter.

English as a Foreign Language (EFL)EFL is usually learned in environments
where the language of the community and the sasawt EnglisiGunderson, 2009).

English as a second language (ESLEESL is based on the premise that English is
the language of the community and the school aatistudents have access to English

models (Gunderson, 2009).
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Self-Directed Learning (SDL).SDL describes a process by which individuals take

the initiative, with or without the assistance dfi@rs, in diagnosing their learning needs,
formulating learning goals, identify human and miateresources for learning, choosing
and implementing appropriate learning strategies] avaluating learning outcomes.”
(Knowles, 1972).
Summary

This chapter has presented the background of tity sind then explained the
needs, purpose and significance of the resear@rédearch problem and three specific
research questions preceding the methodology wéduced. To ensure a better
understanding of Chinese part-time and full-timadgrates’ situation, the methodology
section includes the introduction to the Chinesglgate education system in addition to
the research design and measurement. The over¥iess an outline of the content of
this dissertation. Following it the terms were byidlustrated to guarantee shared

understanding of key concepts in the paper.
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Chapter 2

Literature Review
Because language learning strategy researchliatstd infancy some fundamental
concepts need further clarification. In this chagfiest, to depict a holistic view of the
LLS field I will briefly illustrate the three histacal stages in the development of LLS
study and then discuss the critical issues pengito LLS research in respect to the
construction of the theoretical base of this inggiton. Finally,| will briefly introduce
the LLS studies on adult Chinese language leaofdis last five years and bring forth
a theoretical framework for this research.
The Brief View on the Development of LLS
Focusing on different aspects of the area, theuageg learning strategy research is
chronologically divided into three stages, namdyQs, 1980’s and 1990’s (Nambiar,
2009). In the first decade most research contribtaehe discovery of the strategies,
especially effective learner’s strategies (RobBi/3; Stern, 1975; Taylor, 1975 &
Naiman et al., 1975). In the second decade reseaaatily centered on the identification
of all learners LLS, the classification of learnstgategies and the study of variables
affecting LLS use. (Oxford & Crookall, 1989; Ehrm&rOxford, 1988; Oxford &
Nyikos 1989; O’'Malley et al., 1985; Wenden & Ruldi®87). During the last decade the
study interest became diverse and wider. Varietigssearch interests and data
analyzing methods arose. In addition to continweftaerts on the previous focuses
researchers started to incorporate research findig other fields into LLS study. For

example, Nyikos and Oxford (1993) conducted théi Istudy using information
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processing theory and a social psychology paradigris period there were also

studies reported on the effect of strategy traimhgecond or foreign language learning
(Cohen et al. 1995; Cohen, 1996b; Cook, 1991; @xfb®90b, Larson-Freeman, 1991;
Nunan, 1996, 1997). In the following explanationill illustrate each stage’s
distinguished contributions to the establishmeritld® study.
The Establishment of LLS Studies

The study of language learning strategy was imitidly Robin (1975), Stern (1975)
and Taylor (1975). The research was concentratedemmifying the strategies of
successful language learners so that these coutthlde available to less successful
learners. Almost all of the research subjects \aerdt learners (Nambiar, 2009). A series
of learning strategies used by good language leaives been uncovered. A well-quoted
initial research was done by Rubin in 1975. Shdiglued a groundbreaking paper
identify the following strategies used by good laage learners:
e Willing and accurate guesser, comfortable with utacety.
e Making an effort to communicate and to learn thtoagmmunication
¢ Finding strategies for overcoming inhibitions ingiet language interaction
e Practicing the language whenever possible
e Monitoring their speech and that of others
e Attending to patterns in the language (i.e., grammaonstantly analyzing,

categorizing, synthesizing.

¢ Paying attention to meaning

Other findings did not vary significantly from tladove, only with some new
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strategies added to it such as Naiman et al. (187A&h identified the most frequently

used strategies by good language learners usindearange of resources from native
speakers, listening to radio, T.V., records, mgwesnmercials, etc., reading anything:
magazines, newspapers, professional articles, spmiic., making up bilingual
vocabulary charts and memorizing them, and havangghguage pen-pals. Stern’s (1975)
study also listed some additional learner strategigich enhanced our insights into the
cognitive process.

The important thing to realize about this listhattgood language learners do not
necessarily use the same language strategies.iffhey use the same strategies, they
may not use them for the same purposes or in the say. One learner focuses on form
only while reading and writing; another does solevhstening and speaking. While the
first learner focuses on form in a global way, $skeeond learner is far more analytical
and pays attention to minute details associateld tvét forms and rules. Not a single set
of strategies will be appropriate for all learnergor all tasks. Students need to learn
how to apply strategies according to what actuathyks for themSection I1: Language
learning strategy (2010. So Rubin (1975) cautioned that considerableatiamns
between learners needed to be taken into accobeatcdnditions and effectiveness of the
strategy use was a part of the study of LLS inftilewing decade.

Although the above list offers some valuable intsghto the cognitive process
that seems to be going on in good language lea(Retsin, 1975) the studies in the
1970’s were focused mostly on the learner’s behrdwib not their cognitive process. The

studies were not theoretically grounded. At thatithe research in cognitive
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psychology, the most related field was at its expental stage. Its impact on LLS study

was slight. In addition, the effectiveness of ttrategy lists was questioned later by
Politzer and McGroarty (1985). They challengeduhirersal validity of good strategies
and suggested that behaviors may be culturallyifspead thus recommended caution
in defining a behavior as absolutely helpful. Tasearch of this period mainly
contributed to understanding how strategies enhandesupport language learning.
Most of the studies highlighted the importanceamiguage learning strategies in
language learning.
The Establishment of Major Theoretical Frameworks

In this decade the influence of cognitive psychglbgcame stronger in the
language learning strategy study. McLaughlin (198posed that learning strategy
could be placed within an information-processinglaioStudents can obtain the
knowledge of a language by thinking through thesulntil they become automatic. The
following two cognitive paradigms strongly influesttthe LLS development. The two-
stage framework of short-term and long-term men{8huell 1986; Weinstein & Mayer
1986) and the four encoding mental processes, lyasek&iction, acquisition,
construction and integration (Weinstein & Mayer @8

The first one is the two-stage framework of shertyt and long-term memory. Due
to the influence of information processing thedrg framework suggested that
information stored in the memory separately: siema memory which is active
working memory holding modest amounts of informatior only a brief time; long-

term memory which is interconnected networks h@dhe sustained storage of
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information (Shuell 1986; Weinstein & Mayer 1986Malley & Chamot, 1990).

Weinstein and Mayer (1986) also believed the pasitole of information processing
theory in helping understanding LLS and hence sstggea four stage encoding process
framework involving selection, acquisition, constian, and integration. The cognitive
studies assisted researchers to identify the aflesgnition in language learning. But
the study efforts varied considerably in their ititen to cognitive and behavior learning
process (O’'Malley & Chamot, 1990). For examplebiRy1987) focused on the
learning process and classified LLS into direct enttirect strategies affecting learning.
Bialystok heeded the cognitive process and idemtifhe LLS into: “inferencing,
monitoring, formal practicing and functional praatig according to the role of cognition
in second language acquisition” (O’Malley & Chamb@90, p. 10). O’Malley and
Chamot (1990) focusing on both cognitive and megaitive functions and environment
influence built their work within the framework Ahderson’s cognitive theory (1983)
and classified the LLS into cognitive, metacogmtand affective/social strategies.
Captivating the merits of the previous researchp@i(1990a) enclosed both linguistic
and none linguistic factors; cognitive and learnamgcess and classified the LLS into
direct and indirect categories with six subcateggormemory, cognitive, compensation,
metacognitive, affective and social.

Researchers continue to conduct exploratory studigs/estigate learner’s LLS
but expanding to all kinds of language learnergyldiso started to investigate the
factors affecting LLS and the relationships betwtse factors and LLS use. Research

interests were widened and raised to the apexsm#riod.
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Brown and Palinscar’s (1982) psychological clasatibn of general learning

strategies as metacognitive and cognitive was b@tdoy second language researchers.
The work of Wenden (1982, 1986) added an impodangension to the understanding of
LLS. She raised the attention to the importanceetfacognitive knowledge in second
language learning and identified five areas of m@gaitive knowledge functioning in
language learning. Chamot and O’Malley (1987) mafie'ther endeavor providing the
first clear contrast between cognitive and metattivgnstrategies. According to them
metacognitive strategies included the regulatoogesses by which learners plan,
monitor and evaluate their learning. Their parant@antribution was the classification
of LLS into cognitive, metacognitive and socialéafive strategies. Another contribution
of theirs was to take consideration of social éeaive influence in language learning.
Most importantly, they based the LLS study on tbgritive theoretical framework.

To further consolidate the theoretical foundaticemyresearchers began to tackle
some detailed issues such as clearly identify #imition of language learning strategy,
study its nature and features, create classificaystems and develop identification
methods.

Over a dozen definitions and classification systerase published, among which
Oxford’s (1990a) classification system has been-gu@bted. She also presented a
system of LLS grouping strategies into two categg# direct and indirect strategies.
This comprehensive classification system led tddi@dation for the Strategy Inventory
for Language Learning (SILL). The inventory hass#igantly promoted the quantitative

studies of LLS and has been employed by researelarger the world. It is estimated
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that the SILL has been involved with more than @0,anguage learners, and has been

translated into more than 20 languages (Oxford12MBILL has resulted in the growth
of studies on the investigation of LLS use all otrex world (Oxford, 1996).

This is a very important decade for LLS. Many deththeoretical issues were
discussed. For example, the classification andtifigation of LLS were well-studied.
Varieties of LLS definitions and classification rhetls were established. Although the
research still focused on identifying learning t&tgges, the newly established
classification systems help identify and classifyslinto categories rather than just a
simple list as was done in the last decades. Maresyme of the work done in learning
strategy has a theoretical base in cognitive theoch as O’Malley’s (1985), Wenden’s
(1983) and Bialystok’s (1981).

At the same time there were also some issues guisirere has been no consensus
on the definition and classification of strategiesl there continued to be persistent
confusion over its nature, the distinction betwksamning strategies and other types of
strategies applied more to language use, suchnasiaaication and production
strategies” (O’'Malley & Chamot, 1990, p114). Charlamhented “Studies of second
language learners have classified learning stregagivarious ways, ... make it difficult
in many cases to compare strategies reported istodg with those reported in another”
(1987, p.71). The process of establishing a thealdobundation at this point was far
from complete.

The Establishment of Diverse Studies of LLS

In the 1990s, the third period, because some LESr#tical concepts had been
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formulated such as the characteristics of gooduagg learners, the relation of language

learning strategy and successful language learmdegtification and classification of
LLS, the research was expanded to include moreraetifecting LLS use. In addition to
the continuous investigation of LLS on all typede#rners some researchers began a
new effort. They started the investigation on ac#jgelearning task such as reading or
speaking. Many focused their interests on variahftescting the choice of LLS among
various groups of learners. Consequently, moreabséas have been discovered. So far
research has discovered a series of factors aftgttie choice of LLS: language being
learned, duration; degree of awareness; age, geafteuative variables such as attitudes,
motivation level/intensity, language learning goat®tivational orientation, personality
characteristics, and general personality typenlagrstyle, aptitude, career orientation,
national origin, language teaching method and tagkirements (Oxford & Crookall,
1989). The study of affective variables has notrgathed a consensus but raised the
awareness of possible factors affecting the legrpmcess and has also provided
valuable insight to teaching as well.

After the third stage, research on LLS almost gdotmna halt for a few years. But
then, the research interest started to become imigorated. Unlike before, where most
of the researchers were from western countries, move foreign language teachers and
educators in Korea, China, Japan and Middle Easttces joined the investigation.

This new trend will not only enrich the theory df% but will also offer practical help to

the vast foreign language learning population.
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Key Issues in Language Learning Strategy Studies

Throughdecades of research some LLS terms and concepgsbieawn formulated,
some not yet consolidated or clarified. There @leseme conceptual issues which need
further addressing@xford and Cohen (1992) note seven key problenaniguage
learning strategy concepts and classification systeslating to empirical research in the
area of second- and foreign language developmethel following part | will focus only
on the key issues concerning basic concepts whekeemed critical to this research.
Learning strategy, language learning strategyand learner strategy

In foreign language and second language reseagch #ne three terms to refer to
general strategies that learners use to learn@qdra a language. Research on learning
strategy started with the outside field of forelgnguage and second language learning.
According to Oxford, “Learning strategies are bebes; techniques, or actions used by
students, often consciously, to enhance their iegrf1990a)”. In LLS study many
researchers use learning strategy and LLS integdadly to refer to the strategies used
for learning a foreign language or second langudgevever, there is no consensus on
the definition of LLS. Its definition varies accamg to researchers but most of them
agree (1) LLS is used to gain skills in learninfgreign language or second language. (2)
LLS can often significantly help learners attaieajrproficiency by making the learning
process easier, more efficient, and more self-thiteWenden & Rubin, 1987; Oxford,
1990a; O’Malley & Chamot, 1990). However the distian between learning strategy or
LLS and learner strategy in LLS research is oftementomplicated. There is no

agreement reached even among the well-publishedndsers. Oxford (1990b), Cohen
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(1990) and O’Malley and Chamot (1990) prefer to lesening strategy or LLS while

Ellis (1986), Wenden (1991), Macaro (2006), Wended Rubin (1987) favor learner
strategy. Some researchers like Tarone (1980) disd(E986) use both of them but refer
to distinct purposes. Learner Strategies are ugehledlearner to either learn the language
or use the language (Macaro, 2006). Tarone (198@)dr classified them into: learning
strategies, production strategies and communicatiategies. The last two groups of
strategies are separated from learning strategiesuse their goal is language use rather
than learning and hence they do not directly cbate to language learning (Tarone,
1980; Oxford & Cohen, 1992).

In fact many researchers have realized that separsitategies for production and
communication is a false dichotomy because comnatinit and production strategies
both allow learners to participate in communicatol will potentially enhance learning
(Oxford & Cohen, 1992; Littlewood, 1979; Tarone83% Even Tarone (1980) has
acknowledged that it is virtually impossible totaiguish learning strategies from
communication strategies. For the above reasotisspaper LLS includes both
strategies for learning and using the target laggu@ihen how has LLS been defined by
different key researchers?

The Definition of Language Learning Strategy

How to define learning strategies is crucial in emuinning the framework of
researchers’ study. Definition is fundamental &yihg the foundation for the areas of
research. O’Malley and Chamot posited that forpingose of conducting research,

specific strategy terms and operational definititlmdescribe strategic processing should
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be used (199D The term LLS has been defined by many key figumeoreign and

second language education. As LLS research becomesdiversified and also more
revealing in its findings, a holistic picture ofilmers and learning process has been

captured over time (Chamot, 2005). In the meanwthidee are more alterations in the
definitions of LLS from the focus on the producttioe result of LLS use to a greater

emphasis on the learning process. The in-depthrenand characteristics of LLS and

learners can be noted from the chronicle modiftcegiin the following table.

Table 2 Definitions of Language Learning Strategies

Authors  Year Definitions Focus
Rubin (1978) Techniques or devices which a learner may uskearning
Wenden& (1987) to acquire knowledge. product
Rubin Any sets of operations, steps, plans, routines

used by the learner to facilitate the obtaining, Learning
storage, retrieval, and use of information and process
affect learning directly.

Bialystok 1978 Language learning strategies armpat means Learning
for exploiting available information to improve product
competence in a second language

Tarone 1980 Learning strategies are concernedthgth Learning
learners’ attempts to master new linguistic andproduct
socio-linguistic information about the target

language — to incorporate these into one’s



Stern 1983

Rod Ellis 1986

O’'Malley 1985

&

Chamot

Cohen 1990

1998
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interlanguage competence’

Conscious, optional methods for ekphpi Learning
available information to increase proficiency. product & LLS
characteristics
Action for learning declarative gsrdcedure  Learning
knowledge, internalizing second language (L2)product &
rules and strategies or procedures employed tprocess &
process L2 data for acquisition and use characteristics
of language
Operations or steps used by a learner thiat wilLearning
facilitate the acquisition, storage, retrieval or product &
use of information process
Thoughts and actions, consciously selected byearning
learners, to assist them in learning and using product, LLS
language in general, and in the completion of characteristics
specific language tasks. Specific LLS &
May result in action taken to enhance the process
learning or use of L2 or FL, through the storage,
retention, recall and application of information

about the language
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Oxford 1990a Learning strategies are specific actions often Learning
intentionally used by the learner to make product,
1992 learning easier, faster, more enjoyable, more process, LLS
1993 self-directed, more effective, and more characteristics
transferable to new situations. They can & learner

facilitate the internalization, storage, retrieval,
or use of the new language. Strategies are tools
for the self-directed involvement necessary for

developing communicative competence.

Source: Original

The above definitions show that no researchersdédinguage learning strategies
in exactly the same way. However all of these digdins provide insights into
understanding the process of learning a language.

We can notice the definition of LLS has been gr#igexpanded from the initial
focus on the learning result such as acquiringdagg knowledge and competency, to
learning process and then to the LLS nature, consadr unconscious in use. Even the
same researchers such as Oxford or Cohen, havelath#re definition more than once.
Oxford’s (1993) update definition concerns learaaglf-directed learning ability and the
joy of learning. She eventually stressed that thdelarner is not just a cognitive and
metacognitive machine but rather a whole persomyropinion Oxford’s definition

embraces more reasonable characteristics anddasatif LLS in terms of higher and



36
better language learning goals. Oxford’s modifiefirdtion covers a wider range from

learning process, cognitive mental process to dse@akand the affective influences.
The Identification of LLS

LLS are for the most part unobservable, though sorag be associated with
observable behavior. Generally in any learning exinthe only way to uncover learners
LLS use in the learning process is to ask them if@@a2004). Chamot believed “most
learners will, if required, be able to call theastigies to conscious awareness” (Chamot,
2005, p. 112). A verbal report method is used émiily LLS because observation does
not capture mental process (Cohen 1998; O’Malleggi&amot, 1990; Rubin, 1975;
Chamot, 2004; Wenden 1991). The method used tdifigémS has evolved from a
simple list of strategies to much more sophistid@teestigations including observations,
retrospective, stimulated recall and think-alougiviews, note taking, diaries and
survey (Chamot, 2004; Oxford & Crookall, 1989). Mstudies involve more than one
method. However, each one has its advantage aitdtion. The most frequently used
and efficient method for identifying LLS is througlguestionnaire survey. The
guestionnaires developed by Oxford with the Styatagentory for Language Learning
(SILL) has been used by the greatest numbers afigése studies (Chamot, 2004).
The Classification of LLS

Language Learning Strategies have been classifiedany scholars (Wenden and
Rubin 1987; O'Malley et al. 1985; Oxford 1990a;r6t€992; Ellis 1994)Some

categorizations of LLS can be overlapping becaasearchers use different criteria of
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classification such as according to the learniragess, the nature of language knowledge,

or the mental function. Current classification tigmpes have been summarized as follow:
(1) systems related to successful language leafReisin, 1975); (2) systems
based on psychological functions (O’'Malley &Chari®8g0 ); (3) linguistically
based system dealing with guessing, language morgtdormal and functional
practice (Bialystok, 1981) or with communicatiorastgies like paraphrasing or
borrowing (Tarone, 1983); (4) systems related fmsste language skills (Cohen,
1990); (5) systems based on different styles cedyqf learners (Sutter, 1989).
(Oxford, 1994, p.3.)
From Oxford’s summarization, the first classificatidoes not include a wide range of
LLS used by all learners. The application of firgiirfor research and teaching is limited.
The second one has been influenced by the cogmsiyehology focusing on mental
cognitive process which is an important part ofjlaage learning but is not
comprehensive. According to social learning thetivg,human being learns from the
interaction of people and environment (Bandura &t&éva, 1963). There are more than
just cognitive factors affecting learning. The thalassification mainly is based on the
learning process but failed to consider other niogdlistic factors such as metacognitive,
social and affective. The last two are limited pedfic language skills or learners.
Learning strategies is such a broad word thatnitreger to the general approaches or
specific techniques used to learn a language. Mayb®ne of the reasons why the

taxonomy is so varied.
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For the research on general language learninggtest Oxford created a

classification system which is considered compeaghticomprehensive. According to
Cohen it is “whole-person characteristics” classifion (Cohen, 1992, p. 15). Oxford
(1985, 1990a) considered the learner as a multédddeuman being, not just a cognitive-
metacognitive information-processor. The systerfuthed a wide range of features
developed mostly from Rubin’s system; strategiesatly or indirectly contribute to
language learning process, and O’Malley and Chansatieme dividing into three
categories; metacognitive, cognitive and sociafaffe categories in relating to learner’s
metal cognitive process. Oxford gave much stressasocial and affective factors.
Considering the characteristics of language legrfnmemory” was given a special
attention in the classification as well. ChamotQ20complimented the taxonomy “...
superior in accounting for the variety of stratsgieported by language learners” (p. 17).
To have a clear view of the development of Oxfotdisonomy system | will demonstrate
Rubin’s, O’'Malley & Chamot’s classification togethsith Oxford’s in the following

tables.
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Table 3 Rubin’s Strategy Classification System {98

Direct strategies. Learning Strategies.

Cognitive Learning Strategies: Clarification, | Metacognitive Strategies. planning,

guessing, deductive reasoning, practicing, prioritizing, goal-setting and self-
memorization and monitoring. management.

They help analysis transformation, or They involve overseeing, regulating or
synthesis learning materials. self-directing learning.

Indirect strategies. Communication and Social Strategies.
Communication Strategies: Social Strategies:

getting meaning across, clarifying what the seeking practice opportunities

speaker intended They help to get opportunities to be
They help to participate conversation exposed to and practice their
especially in difficult situation, knowledge.

Source: Rubin 1987

Rubin (1987), who pioneered much of the work infthkl of strategies, made the
distinction between strategies contributing dingttl learning and those indirectly to
learning. She stressed the behavior on learningegsand studied which learning
strategies facilitate which steps of learning psscéccording to her system, there are
three types of strategies used by learners thdtibate directly or indirectly to language
learning. These are: Learning strategies, commtiaitatrategies and social strategies.

Learning strategies are direct strategies andadheylivided into two main types:

cognitive learning strategies and metacognitivenieg strategies, contributing directly
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to the development of the language system creatéldeblanguage learner. Cognitive

strategies are steps or measures taken in leasnipigpblem-solving that involves direct
analysis, transformation, or synthesis of learmiragerials. Six major cognitive learning
strategies contributing directly to language leagrare identified as: clarification,
verification, guessing, inductive/inferencing, detive reasoning, practice, memorization
and monitoring. Metacognitive strategies are useslipervise, control or self-direct
language learning. They involve different proceduas planning, prioritizing, setting
goals, and self-management.

Communicative and social strategies are indirgategies sincéney arenot
directly related to language learning. Communicattrategies are exploited by speakers
getting meaning across or clarifying what theymaked when they are in troubled
communicative situation. A usual communicationtsigg is to make use of one’s
linguistic or communicative knowledge to remairthie conversation. Social Strategies
are activities that provide opportunities for leamnto practice their knowledge. Even
though these strategies offer exposure to thetttagguage, they contribute to learning
indirectly since they do not lead directly to tHeaining, storing, retrieving, and using of
language (Rubin, 1987).

However Rubin’s “communication strategies” categmst challenges. Some
researchers draw a clear line between learningegiyand communication strategies on
the grounds that communication is the output aathiag belongs to input modality
(Brown, 1994). But most of the researchers adnait there is no easy way to distinguish

the two (Ellis, 1994 & Tarone 1980, 1981). Besitlestaxonomy system is based on the
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perceptual model which lacks ability to give ardigpth look into the learning process

and learners.

Table 4 O’'Malley & Chamot’s Strategy ClassificatiSgstem (1985)

Metacognitive Strategies  Cognitive Strategies SodiAffective Strategies

selective attention, rehearsal, inferencing, cooperation, questioning
planning, monitoring, and deducing, summarizing andand self-talk. They help

evaluating. They are higherelaboration. They help to interaction with another

order executive skKills, operate and manipulate  person or ideational control
applying to a variety of directly on incoming over affect.

learning tasks information to enhance

(receptive/productive). learning

Source: O’'Malley & Chamot 1985

O’Malley and Chamot have differentiated strategms three categories depending
on the level or type of processing involved: metgetive, cognitive and social/affective
since they grounded the study of learning strategi¢éhin the information-processing
model of learning developed by Anderson (1983).ddegnitive strategies have an
executive function and involve consciously diregtone’s efforts into the learning task.
These strategies may entail planning learning, toang or observing the process of
learning, correcting mistakes and evaluating tleeasss of a particular strategy. In
O’Malley and Chamot's framework of learning stragésgmetacognitive strategies
include advance organizers, directed attentioectigk attention, self-management,

advance preparation, self-monitoring, delayed pectido and self-evaluation.
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“Cognitive strategies are more limited to spec#iarhing tasks and they involve

more direct manipulation of the learning materisélf” (Brown, 2007,p.134).They
“operate directly on incoming information, manipidg it in ways that enhance
learning” (O’Malley & Chamot, 1990 P.44). They leaan operative or cognitive-
processing function, directly linked to the perfamae of particular learning tasks.
Cognitive strategies include repetition, resourcgrguping, note-taking,
deduction/induction, substitution, elaboration, suwemization, translation, transfer and
inference.

Social/affective strategies concern the ways inclvitéarners interact with other
learners and native speakers or take control gé mven feelings on language learning.
The main social/affective strategies are coopemaitd question for clarification.

Griffiths (2004)commented that their metacognitive and cognititegaries
correspond approximately with Rubin’s direct stgéds. The social/affective category
was an important step in the direction of acknogied the importance of interactional
strategies in language learning. Elli (1994) alsioked O’Malley and Chamot’s three-
way distinction useful and generally accepted bgseadilis more consistent with a
learner’s actual use of strategies. It implies Heond language acquisition is an active
and dynamic mental process. For teachers, thefttasion is found to be useful for
describing how to integrate strategies into ingtomc(O’Malley & Chamot, 1990).
However there is a flaw in the classification sceeiEven O’Malley and Chamot
admitted that the distinction between metacogniing cognitive strategies is obscure

without precise boundaries. Possibly what is mejaitive to one researcher is cognitive
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to another. For example “Directed attention” taide in advance to attend in general to

a learning task and ignore irrelevant distractersassified into a metacognitive strategy
and presumed to occur prior to the beginning @fsit.tBut actually it is ongoing when
students direct their attention to the task.

Oxford (1990a) took this process a step furthergande emphasis to cognitive and
metacognitive strategies like most researchersilsotdeemed affective and social
strategies important categories. She classified ti&into six groups as in the following

table.
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Table 5 Oxford’s Strategy Classification System9(#)

Direct strategies. Memory, Cognitive and Compensation Strategies.

Memory Strategies Cognitive Srategies Compensation Srategies
creating mental linkage,  practicing, receiving and  They help learners to
retrieving, applying images sending messages, understand or produce

and sounds, employing analyzing and reasoning messages in the target

action and creating structure for language despite limitations

They help students store input and output, of knowledge. Guessing

and retrieve new They involve more direct intelligently and

information manipulation of the overcoming limitations in
learning material itself. speaking and writing.

Indirect strategies. Metacognitive, Affective and Social Strategies.

Metacognitive Srategies Affective Srategies Social Srategies
centring your attention, lowering your anxiety, asking questions,

arranging and planning encouraging yourself and cooperating with others and

your learning and taking your emotional empathizing with others.
evaluating your learning. temperature. They help to learn through
They involve planning, They help students to interaction with others.

thinking about the learning regulate emotions,
process as it is taking placemotivations and attitudes.
and monitoring, and

evaluating one’s progress.
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Source: Oxford 1990a

Oxford (1990a) divided language learning strategigstwo main categories,
direct and indirect strategies which are also stbtldd into six classes. Direct strategies
are divided into memory, cognitive and compensasioategies. “All direct strategies
require mental processing of the language, buthitee groups of direct strategies do this
processing differently and for different purpos@@kford, 1990a, p. 37). Memory or
mnemonics strategies entail the mental processesdong and retrieving new
information. These strategies consist of four gwsinclude: A. Creating mental
linkages, B. Applying images and sounds, C. Revigwvell, and D. Employing action.
Cognitive strategies entail conscious ways of hagdhe target language and fall into
four sets which include: A. Practicing, B. Recegyand sending messages, C. Analyzing
and reasoning, and D. Creating structure for imat output. Cognitive strategies are
essential and most popular in learning a new laggughey “enable learners to
understand and produce new language by many diffeneans” (Oxford, 1990a, p. 37).
However compensation strategies allow learnerséatie language either in speaking or
writing despite the limitation in knowledge. “Commsation strategies are intended to
make up for an inadequate repertoire of grammay esukcially of vocabulary (Oxford,
1990, p. 47). These strategies are divided intogete: A. Guessing intelligently and B.
Overcoming limitations in speaking and writing. Acding to Oxford (1990a),
compensation strategies are employed by learnegs ¥ating a temporary breakdown in

speaking or writing. They help learners to keeusing the language, thus obtaining



46
more practice and achieve native fluency. Skillsdra sometimes communicate better

than learners who know many more new words andtsires (Oxford, 1990a).

Indirect strategies, responsible for general mamage of learning, include
metacognitive, affective and social strategiesiréud strategies provide indirect support
for language learning by employing different stgas such as focusing, arranging,
evaluating, seeking opportunities, and loweringiatyxMetacognitive strategies,
essential for successful language learning, erlahteers to control their own cognition.
They are strategies which entail overviewing an#litig with material already known,
paying attention, delaying speech production, amjag, setting goals and objectives,
planning for a language task, looking for pracbpportunities, self-monitoring and self-
evaluating. Affective strategies assist studentes@anage their emotions, motivation, and
attitudes associated with learning. They can bégel through lowering anxiety,
encouraging oneself, and taking their emotionalpemature (Oxford, 1990a).

Social strategies facilitate language learninguglointeractions with others.
Language is a form of social behavior and learitingvolves other people, and it is
extremely important that learners employ approprsaicial strategies in this process
(Oxford, 1990a). These strategies are dividedtimee sets, namely as asking questions,
cooperating, and empathizing with others. The gatistrategies work in tandem with the
direct strategies in virtually all language leamsituations and are applicable to all four
language skills: listening, reading, speaking amnitig.

In Oxford’s classification system, totally sixtyavspecific strategies have been

illustrated which include every strategy that iereed to in previous studies conducted
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in language learning strategies. In fact, thisréfioovided a basis for an instrument, The

Strategy Inventory for Language Learning, desigimeobtain information concerning
strategy use of language learners in learning alaeguage.

From the above illustration we can see Oxford bésedaxonomy on Rubin’s
classification, classifying the strategies accagdmtheir influence on the learning
process, direct or indirect but she added moralddtelassifications within this
framework. She has also incorporated O’Malley ahdr@ot’s (1990) taxonomy scheme
but enriched its content of cognitive and metactgmicategories and expanded the
affective/social subset.

Even though Oxford’s classification system is dedirplainly and most inclusive,
she cautions that the present understanding afitenstrategies is still in its primary
stages, and “it is only a proposal to be testeolthin practical classroom use and through
research” (1990a, p. 16). Many researchers agrteQwford (1994) that the existence of
distinct strategy typologies indicates a major jpeoh lack of a coherent, well accepted
system(Ellis, 1994; O’Malley & Chamot, 1990). The differiesets of strategies are
serious blocks to reliable research (Ellis, 1984% impossible for the studies to reach
any general conclusion. There is still a long wago to settle the theoretical issues like
that. A part of this study contributes to the fighddough testing Oxford’s taxonomy on
advanced English learners in the Chinese learmrgament.

Features of LLS

In the studies of LLS identified from different tears, Researchers have noticed
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the unique features of those strategies. Oxfor@@@®summed them up in her teacher-

oriented book.

1.

7.

8.

9.

Contribute to the main goal, communicative compaten
Allow learners to become more self-directed

Expand the role of teachers

Are problem-oriented

Are Specific actions taken by the learner

Involve many aspects of the learner, not just tigndive
Support learning both directly and indirectly

Are not always observable

Are often conscious

10. Are teachable

11. Are flexible, and are

12.Influenced by a variety of factors

Some features are agreed upon by many researsbers;features are still under

debate such as the term “conscious”. Whether lesuurse the LLS consciously or not has

not reached any agreement among researchers. @aredgearch methodology improves

we will acquire a better understanding of its feasu The current feature list will be

subject to amendment. Among all the features tHestugdied one is “influenced by a

variety of factors” because of its immediate infioe to learners and learning

effectiveness. The findings are rich and compligat® illustrated in the following

explanation.
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Variables Affecting the Choice of LLS

Although a myriad of research has been done ofattters affecting the LLS use,
there is not much consensus reached to date. Sanoed have been understood better
than others. For example, studies on relationsbipvden gender and LLS use have come
to a mixed conclusion. Although much research apgpeahave discovered the distinct
gender differences (Ehrman & Oxford, 1989; OxfordN&ikos 1989), there are findings
which fail to prove the differences as well (Ehrnéa@xford 1990; Bedell, 1993).
Nonetheless most research reviews draw the coondltisat females generally use more
LLS than males (Oxford & Crookall, 1989; Griffitha)04; Nambiar, 2009). The studies
on duration, or proficiency level shows the simi@sult but with more variations within
the LLS use. The more advanced language learngosteel using more, better strategies
which were more positive and effective (Chamotle1@87; Nyikos, 1987). Learners
constantly adjusted their strategies as their pieriicy level advanced. There is
sometimes a change with certain strategies used hyoadvanced learners such as
communication-oriented strategies (Oxford & Nyik®89). There is a developmental
trend in strategy use. Although studies on ceffi@tors result in mixed conclusions,
many have proved the relationship of these fa@ntsLLS use.

Other studies prove the positive relationship betwa factor and LLS use but
discover other possible factors affecting the reteship at the same time. In the studies
on the degree of difficulty of the learned languaffecting learners’ strategy use,
because learning Russian is more difficult for Esfgkpeakers than is learning Spanish,

there are more reports of language strategy usea@Russian learners. But there might
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be other factors which affect the choice of LLShsas learning goals, teaching methods,

learner’s characters, namely better learners $e¢patchallenging language to learn
(Politzer, 1983; Chamot et al, 1987). The researchge and LLS shows similar results.
Adults seemed to use more strategies than diddabegylearners (Ehrman & Oxford
1989; Oxford 1986) however there might be othetdigcwhich affect the results such as
adult learning motivation and goal, teaching methdeiarning experience, environment,
and cognitive maturity. Other studied factors sasmational origin or ethnicity and
teaching methodology revealed similar results. Hewrgt is not safe to study one factor
and draw a definitive conclusion.

The relationship between motivation, attitude, gpeareer orientation and LLS use
has been affirmed to be positive by studies. Thast®rs strongly influence language
learning and therefore powerfully affect the chaéstrategy (Oxford, 1989). But with
different goals and motivations learners’ LLS vdrggeatly (Ehrman & Oxford, 1989;
Oxford, 1986). Thus Oxford and Crookall (1989) adpd for more studies on them.
There are fewer studies on learning style, aptitpdesonality, and therefore the result is
less consistent.

The studies have proved that more factors comepiiaipin many cases and LLS
varies extensively with factors. The relationslspriore complicated than positive or
negative in addition to some factors which are ecttio change or hard to measure like
style and aptitude. Hence there is more work tindbis aspect. The existing theories are
always contingent and open to revision in the lgffurther evidence or more complex

theories
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LLS Studies on Adult Chinese Learners of the Last ive Years

After 2004 there has been a rejuvenated interdst $1study judging by the
studies reported. Unlike before most research @dosecond language learning
environment by native speakers, we are encouragedtice more studies being done in
the foreign language learning environments wherstiearners reside. Additionally,
research is also being done on Chinese learndirseldygcal foreign language educators
alone or together with native researchers (Wongusadsh, 2011; Jiang & Smith, 2009,
Wu, 2008; Lai, 2009; Chen, 2009; Kyungsim, 2006;rMy, 2010; Yang, 2007; Gao,
2006). This new research trend provides more insigb this group of learners because
they learn foreign languages in a totally differeahtext. Many affective factors are
different from the second language learning, suclthnicity, culture, learning
experience, goal, and motivation. Therefore trearming strategies can be different from
second language learners.

The increasing demand on foreign language profogiém China creates a large
learning population. Not only foreign researcharsdlso more native Chinese
researchers are involved in finding ways on howrprove foreign language learning.
To get an up-to-date picture of the research omé&da learners | will introduce the major
results of the past five years.

The Brief outline of the findings is as follows
1. More effective learners are active and displayeater degree of autonomy which is

the result of effective use of LLS (Wong & Nunag]12).
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2. Rote learning mentioned frequently as an immbpart of memorization but the use

of it is more complex. It can be more dynamic thas been previously been described
particularly in relation to repetition, understamgliand review. Language education
policy and associated pedagogical factors do sedmwue been influential in bringing
about over all changes in LLS use (Jiang & Smi@Q9.

3. There is no significant difference in the usengimory strategies between the low
proficiency learners and high proficiency ones.lBgitoups use compensation strategies
more often than other strategies. An important gedecal implication is cognitive
strategy use which showed a strong relation toiEmglroficiency (Wu; 2008).

4. Using a socio-cultural theoretical frameworlad32006) discovered there was a
greater change in strategy use when the learnimgoement changed and has stressed
the importance of offering new learning supporidifferent learning context.

However the picture is far from being complete. Amoecent research most of
them have been done with a focus on the traditiooldéége students, but not on graduate
students let alone part-time graduates, and nohratiention is being paid to the age
differences with many using volunteers only as ecilsj Therefore this study has made
an inquiry about how advanced adult learners leathe different learning context.

Theoretical Framework of This Research

Because the subjects of this study are adult gtadtraglish learners who have
clear career goals, high motivation, positive atk#s, and most important of all, strong
self-direction, Oxford’s (1993) definition concarg a whole learner, especially the self-

directed learning ability and the joy of learniritg the subjects of this research well.
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Besides adult learners are also able to recalttia¢egies to their conscious awareness

(Oxford & Ehrman, 1995) and therefore more likedygive a better account of their LLS
use while proactively taking control of their stu@onsequently | adopted Oxford’s
taxonomy system and hence used her research quest®, Strategy Inventory for
Language Learning to carry out my quantitative aesle. The research instrument will be
introduced in the following section.

The study of variables affecting the LLS use wilttis on academic status (full-
time vs. part-time), gender, previous work expeaércurrent work hours, marital status,
ageand academic majors since those constitute thensalifferences of the two groups
of participants in this study. Among the variabdedy academic major and gender have
been studied in the West but not among mainlandugita English majors.

Summary

In this chapter a wide range of theoretical develept and key issues concerning
this study were reviewed. In light of its potentialenhance language learning the study
of LLS has been carried out for about four decaesthe interest in it among
contemporary educators and researchers has besaddpryond the descriptive study of
LLS use. Intervention research has brought rictifigs and provided a better picture of
the complex human learning process. All the effietps understand the nature of LLS
better and to some extent addresses the key igduels are critical in comparing the
research findings to reach general conclusiontis(AR94; O’Malley & Chamot, 1990;
Oxford, & Crookall, 1989). Due to the complex nat@f human learning process, there

are some terms and concepts about LLS still remgim discrepancy. According to the
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characteristics of adult learners | also justify theoretical frameworks used in this paper.

In the next chapter | will introduce research quest and research designs in detail.
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Chapter 3

Research Methods

This study used quantitative methods to gain geperapectives on how Chinese
graduate English majors study English. The implaaten of the research methods and
research design will be discussed in this chapteonugh quantitative interpretation, the
major possible variables affecting the choice ofldre also studied in view of the
different demographics of the full-time and pant¢i graduates. This study attempts to
provide an in-depth understanding about the LLS bgeChinese graduates from both
the part-time and the full-time English programBeBtudy addresses the following
guestions.

Research Questions and Hypotheses

1. What are the frequencies and the scope or rarfddsS used by the full-time and
part-time students respectively?
2. Is there any significant difference in the ext@ilLLS use between the two groups
(different academic status)?
HO1: There is no significant difference in mean Lav&rage total score of part-time
students and full-time graduate students.
Hal: There is significant difference in mean LL®&@age total score of part-time students
and full-time graduate students.
HO2: There is no significant difference in mean Lav&rage sub-scores of part-time

students and full-time graduate students.
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Ha 2: There is significant difference in mean Li@@ge sub-scores of part-time

students and full-time graduate students.

3. Does the reported use of LLS significantly relit the major factors of the groups:
gender, age, previous work experience, current ivgrkours, major, and marital status
(family responsibility)?

HO3: There is no significant relationship betweles mean LLSs total score and gender,
age, previous work experience, current work hamapr and marital status.

Ha3: There is significant relationship betweenrtiean LLSs total score and gender, age,
previous work experience, current work hours, majat marital status.

HO4: There is no significant relationship betweles mean LLSs sub-scores and gender,
age, previous work experience, current working Bpomajor and marital status.

Ha4: There is no significant relationship betwedssmean LLSs sub-scores and gender,
age, previous work experience, current working Bpomajor and marital status.

The two assumptions from the previous studies shdpethree research questions.
First, the learners tend to use different learsimgtegies at different learning contexts
with different learning goals (Oxford, 1994; Coh&898). Second, due to the differences
some variables affecting the choice of LLS play enionportant roles than others (Oxford,
1993; Ehrman & Oxford, 1989; Oxford, & Ehrman, 1988ikos, 19900xford, &

Nyikos, 1989). The three questions intend to addiésS uses at three different levels:
The first question depicts the picture of how gitda from the two programs use the
learning strategies to provide a basic understagnaloout their language learning. The

second question inquires if there is any significhifierence in the LLS use between the
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two groups to further disclose how each group stuthe foreign language. The third

guestion deals with a more intricate issue, thabisvhat extent the major variables in
this research affect the choice of LLS to provideetier understanding of the learner’s
behavior.
The Research Design

Context for the Research

| chose a language university in China for my resdeaBecause | am still an
employee of the university | went back to the ursitg to resume teaching in February
2012. At the same time | started making arrangerokeatllecting data for my
dissertation research. Owing to my status as d&é&edavas able to contact the graduate
school management and follow their rules to cattyroy research. After getting the
consent from the graduate school, | started tecbtata in the spring of 2013 between
April and May.
Context: population

The research was carried out at a North Chinadarsiudies university, one of the
eight foreign education universities in China. Thiétime graduate English majors are
further divided into career oriented sub-majoran#iation, simultaneous interpretation,
American and British literature, American sociatlawltural studies, Teaching English as
Foreign Language, linguistics and internationalimess. In all the sub-majors the core
courses are taught in English and the coursesifuges enhancing English proficiency
are also offered such as advanced English speakithgesearch English writing. The

part-time program, however, is not divided into-soa@jors. All the students as a cohort
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were offered the same courses, focusing on strendnglish language and culture

related knowledge. Both graduate students must adaehelor degree in English or
equivalence knowledge of English. They have magtdre advanced English proficiency
before entering the program. There is no needhttstate the research instrument, SILL,
into Chinese.
Procedure

There is no IRB system in Chinese universitieslmgted to get the permission
from the graduate school and individual courseresors if | ask them to administer the
guestionnaire. At the beginning of the data coitecprocess, | attempted to develop
rapport with the graduate school management thraugbuple of meetings explaining
my research purpose, design, the potential risksbanefits to them. | offered to provide
a lecture on strategy learning and research oegtextinent knowledge with any
graduate interested in it. | also mentioned mgaesh would raise the awareness on this
kind of study among graduates because so far téveg hot been offered any related
courses. The director of the graduate school gavednsent and introduced me to one of
the office workers to whom | explained research gank him the questionnaire sheets.
He then scheduled a meeting of class monitors ptagxthe research. The monitors were
asked to distribute and collect the questionnaitleir class. All the participants were
from the full-time program. They are volunteers &ulty aware of the option to stop

doing it at any time they want and that won't dftbeir academic status.
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Participant Selection

Owing to the small population of the researchthadl full-time English graduates
and the part-time counterparts at the foreign laggustudies university in China were
asked to participate. Since the researcher wathawtteacher, an office worker in the
graduate school helped scheduled a meeting toiaxpkresearch to class monitors of
the full-time program and asked them to distribguiestionnaires to their classmates. The
sample participants in the study were asked tanfithe questionnaire, SILL, at their
convenience. They were given a couple of weekstoptete it. The time of data
collection was during the spring semester of 2@lt®tal of 156 full-time students filled
in the questionnaire among whitB2 responses were valid. Most of the participants
were first year students because it was closegtgithduation time of the two and half
year full-time program. All the graduate students @ffered dormitory on campus if they
want to stay and most of them live in the schoohdtory so it is easy to approach. The
second year students had almost completed allaineses then, busying with job hunting
and thesis writing, and therefore not many intex# the research. The third year
students, who had completed their oral defenseg weable to be approached at that time.
None of them participated.

The part-time students were even harder to appritechl had thought. Although |
received support from the graduate school andeehers teaching the participants, the
class participation was not good. Most of the toné a little over half of the class
showed up in the classroom which made data cabkectiore difficult. As | mentioned

before the enrollment in the program is shrinkiiggsicantly from over 100 t&6 now.
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The director of the program revealed a couple a$oes other than the one | mentioned

previously in this institution: they were terriblyderstaffed, because the full-time
program grows very vigorously. The other reasatrieng competition because more and
more colleges and universities are allowed to bihédpart-time graduate program in
China.With the permission of the graduate school andrtbiuctor of the class, | went

to the classroom on three separate occasions wbkdirgt year and the second year
students had class together on Saturdays and Ssjredgjained my research and asked
them to filled out the questionnaire. Among thetjiane participants less than half of
them were in their second year study. Only 14 é@9ostudents were present and able to
fill out the questionnaire the first time. Lateiound that the class instructor’s interest
and support made a difference in participant’suaté toward my research. Building a
close rapport with the instructors | was able tbrgere responses the second time and

third time. Totally | received 48 responses for sayvey.
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Table 6. The Population Description of Full-Timei&nts

(Percentage of the participants’ Gender, marrigaes, academic fields, previous and

current work experience)

Demographic factors Percentage Number

Male 24.5% 25
Female 75.5% 77
Married 0.98% 1
Not married 99% 101
Average Age 23.5yrs
Had work 19.8% 21
Have work 22.6% 24
Literature 26.4% 27
Ame. Society & Culture 9.8% 10
Business 15.7% 16
Information Science 4.9% 5
TESOL 11.8% 12
Translation 31.3% 32
Total 100% 102

Source: original

Among the full-time participants there are 3 pedq@l®%) did not filled in the gender.
Two (1.9%) did not fill in the marriage status. Terticipant's age range was from 21-29
years old. One student (0.9%) did not fill in tlgeeaSixteen of them are 23.5 years old or
above, taking 15%. The average age is 23.5 yedrd.idle most of the graduate students
in China, not-married students are the majoritywbich 99% are in the full-time

program. For language major programs male candigageconsiderably much fewer
than females. This is also true in the graduatgnaras of Tianjin Foreign Studies
University. Male graduate students count for oy52. The translation program, which
was established in the early 1980s, with its faléreloped system and prominent faculty,
has attracted most of the candidates, of whictethez 32 students who are currently

enrolled.
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Table 7The Population Description of Part-Time Students

(Percentage of the participants’ gender, age, aggrstatus, previous and current work

experience)

Percentage Number
Demographic Factors
Male 17.8% 8
Female 82.2% 37
Married 80% 36
Not married 209 9
Average Age 29.9 yrs
Had work 97.8% 44
Have work 93.3% 42
Total 100% 45

Source: original

The age range is very high from 23-39 years olthimgroup. The average age is
29.89. Due to the wide age difference 36 of theemaarried. Most of them are working
40 hours per week. There are just three peoplevadking. Like the full-time group the
male students took even smaller percentage, ju8t%7 Since they all have one major,
English language and culture. | did not includerthejor in the above table. All the
courses are English language related. Upon thgurest a course may be offered if there
is teaching faculty available. During the dataedtilon, one student came late so she did
not complete the questionnaire. Otherwise all istidents finished the questionnaire
and expressed their interest in seeing the resthioresearch at the fist data collection.
Since the group number did not meet the size remeént of the quantitative research |
returned twice to collect the remainder of the datd were able to get support from the

class instructors. Therefore almost all the respsrgere valid.
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The Research Instrument

The instrument is Oxford’s (1990a) Strategy Inveyfor Language Learning
(SILL) Version 7.0 (ESL/EFL). The SILL is a Likestaled measurement presenting a set
of strategies for language learning across skiithsas “I plan my schedule so | will have
enough time to study English,” and “I use Englisbrds | know in different ways”. The
five point scale ranges from 1 “never or almosteréto 5 “always or almost always”.
With this student’s response to each strategy r@mals the frequency of their strategy
use. With 1 representing they rarely use a cediaategy; 5 meaning they always use a
certain strategy.

The SILL contains six factor-analytically creatéchtegy categories: memory
strategies primarily help learners store and retrigew information. Cognitive strategies
are for processing and practicing language infolmnatCompensatory strategies enable
learners to make up for the missing knowledge énpitocess of comprehending and
producing the target language. Metacognitive Sgrateare used by learners to plan,
organize and evaluate their own learning. Affecstrategies are steps learners take to
gain control over their emotions, attitudes andivadions related to language learning.
And social strategies measure how learners worlk @tliers in the learning process such
as asking questions, cooperating with others, aedring aware of others’ thoughts and
feelings.

Among six LLS categories, memory, cognitive, congaion are direct language
learning strategy and metacognitive, affective smclal strategies belong to indirect

language learning strategy. The questionnaire dedb0 strategy items: Items 1 to 9 are
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memory strategies. Items 10 to 23 are cognitivetegjies. Items 24 to 29 are

compensation strategies. Items 30 to 38 are meat&oagstrategies, ltems 39 to 44 are
affective strategies. Iltems 45 to 50 are sociakstries. A SILL package includes a short
set of directions to the student with a sample jtérm 50-item instrument (see index), a
scoring worksheet on which students record thesmans and calculate their averages for
each strategy subscale and their overall averagigmanary profile that shows their
results and provides examples for self-interpretatand a strategy graph that allows
each learner to graph results from the SILL (W80

SILL has been used in China and other East Asiantces many times to all kinds
of learners. This version is especially createdlierspeakers of other languages learning
English and suitable for my research. The validityl reliability of SILL have already
been checked in much research even among Chinaseets. In addition, because the
participants are advanced English learners theme iseed to translate the questionnaire.
The coefficient alpha reliability is used on contiuis data, such as the Likert-type scale
in the SILL. A Coefficient alpha is .96 for a 120@iversity sample and .95 for a 483
military sample. Content validity is .95 (Oxford990b). Coefficient alpha for this
research is .85. The internal consistency is gaadbt excellent as other studies done in
western contexts because of the unique Chineseergiidearning characteristics and
environments.
Data Analysis

The research is in the quantitative tradition, més different statistical analysis for

each research question and hypothesis. Descrigtisign was apt for answering the first
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research question through measuring central teydéime mean, median and mode) and

variability (standard deviation and range). Fordkeond question, the independent T-test
was needed to evaluate the difference in LLS usgd®sn the two groups. To test the
third question a co-relation co-efficiency desigasvbe used to evaluate the relationship
between strategy uses and each pertinent factor.
Ethics

There is no formal IRB system in Chinese univergitprotect participants and
assist researchers. Owing to my academic stata$*asD. candidate of the University of
Minnesota, | formally informed both the managemaithe graduate school of TJIFSU
and my subjects of this research the risks andfiteioé the study in accordance with
University of Minnesota Institutional Review Boagdidelines. The participants were
informed of my intention to publish findings of teudy. The data are going to be
destroyed two years after publication of the firgdin
Threats to the Internal Validity and Solutions

Traditionally Chinese students are taught to bel@mt and follow what the
teacher asks them to do. In order to obtain thiedega, | made it very clear both orally
and in writing that their participation is volunyaand is not required. The benefit to the
students is that | offer online discussion or peataneetings for anyone interested in this
kind of study and also promise to acknowledge thsra cohort in my dissertation.
Because the school prohibits any material gifdl mot offer a prize to any individual as |

had planned but students kept “the magic pen” tleeyl for answering the questionnaire.
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Confidentiality

To ensure that | was getting truthful responsésok measures to protect the
students identity. Examples of these steps areakeerit very clear that the research is
purely for my personal academic study and the datad be properly stored and timely
destroyed after use only for this research. | dldmot ask participants to write their
names in the self-report part of the instrumenardigng their background information. In
the end | clearly told them that there was no veagléntify the answer from each
individual student.

Generalizability

Among these full-time participants, 102 out of Iafestionnaires are valid because
around 40 Japanese major graduates filled outubstipnnaires but their English
proficiency is quite different from the rest of @asch subjects, English majors and
therefore | decided not to include them. Anotherr fguestionnaires are invalid due to the
completely identical answers. The number of vafigveers is much more than 30 which
meet the requirement of quantitative research (&ttieckard, 2006). Most of the part-
time students have patrticipated in the survey.vidiiel responses are more than 30 so it
also satisfies the requirements of statisticalysisl

The participants of this research are either iir first or second year study and
their demographic characteristics have been display Table 1 (p.17), Table 6 (p. 58)
and Table 7 (p. 59). The target subjects, full-ton@art-time graduates in China share
the characteristics with the students in this neteas they are recruited through the

same channel, either the national entrance exaimmat individual university
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examinations according to the national educatioeguilations in terms of age, work

experience and English proficiency.

Although individual institutes are allowed cert&ieedom to manage their graduate
program, such as choosing their textbooks, thesna#it follow the national educational
regulations for course design, teaching goals a@nairastration rules. Therefore the
findings from this research can be applied to ognaduate programs in similar kinds of
universities and colleges.

Limitations to the Generalizability of the Findings and Solution

The goal of this research or any research is twimthe teaching and learning
practice. For example this research found thaktigeneed to increase the flexibility of
the graduate program. But for practical implicatitis beyond the individual teacher’s
ability to overcome the institutional barrier stain the Chinese education system
where students are arranged in cohorts for the samieulum each semester. All
teaching goals and contents are fixed. Graduaigrangs are content-based and hard to
allow students the freedom to choose courses aogptal their needs and learning pace.
But Chinese education is facing challenges and siomeards market-orientation.
Universities and teachers are allowed more freeddra.barriers should be able to
become removed in the future.

Another limitation is to raise the awareness ofitistructors about the role of LLS.
Most of the teaching in China is teacher-control®ident’s proactive role is not heeded.
To change the situation needs the collaboratiomes®archers, instructors and

administrators. The research on LLS itself is a whsaising awareness among them in
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addition to the findings. | am very happy to havew graduate students scheduled a

meeting with me talking about the potential on LieSearch after my data collection.
Summary
This chapter explained the methodology of this gtetive research, the
participants, the programs of the TIFSU and thege® of the data collection. The data
analysis, ethics and generalization issues aredidsassed briefly. The next chapter
presents the findings based on the quantitativlysisaof the participants' answers to the

guestionnaire, SILL together with their backgroumidrmation.
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Chapter 4

The Findings

The findings of language learning strategy (LLS) age a quantitative
interpretation of the result of the survey, Stratewentory for Language Learning
(SILL). The research subjects in both part-time adletime programs are currently
working for their master degree from different subjors in Tianjin Foreign Studies
University (TJFSU) in China. For detailed infornmatiabout the students please see
Chapter Three. This research answered three gosstioich related to the extent and
types of language learning strategies used bytifak-and part-time graduates of English
majors and main factors affecting the choice ofjleage learning strategies. The report
of the quantitative results consisting of indepenidamples t-test and correlation
analysis based on the following questions and Hgsis.
1. What are the frequencies and the scope or rahdd S used by the two groups
respectively?
2. Is there any significant difference in the extehLLS use between the two groups
(different academic status)?
HO 1: There is no significant difference in mearS_average total score (average sum) of
part-time students and full-time graduate students.
Ha 1: There is significant difference in mean LL$#emage total score of part-time
students and full-time graduate students
HO 2: There is no significant difference in meanS_hverage total sub-scores of part-

time students and full-time graduate students.
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Ha 2: There is significant difference in mean LL\#rage total sub-scores of part-time

students and full-time graduate students.

3. Does the reported use of LLS significantly relad the major factors of the groups:

gender, age, marital status (family responsibilitygars of previous work experience,

current working hours, sub-majors and academicstgart-time or full-time)?

HO 3: There is no significant relationship betwdlea mean LLS total score (sum) and

gender, age, marital status, years of previous veagkerience, current working hours,

sub-majors and academic status (part-time or ifuié&}.

Ha 3: There is significant relationship betweenriean LLS total score and gender, age,
matrital status, years of previous work experiecce,ent working hours, sub-majors and

academic status (part-time or full-time).

HO 4: There is no significant relationship betwdle® mean LLS total sub-scores (sums)
and gender, age, marital status, years of prewiauk experience, current working hours,
sub-majors and academic status (part-time or ifuié&}.

Ha 4: There is significant relationship betweenrtean LLS total sub-scores and gender,
age, marital status, years of previous work exgmee, current working hours, major and
academic status (part-time or full-time).

To respond to the above questions and hypothesamployed different statistic
measurements using SPSS software (1.7 version).tHeoffirst question | examined
descriptive statistics such as minimum, maximumamand range to determine the
overall patterns of language learning strategyaigbe two groups; to test hypotheses in

the second question, an independent sample t-@stused to assess the difference in



71

language learning strategy use between full-time jpart time graduate students. The

third question was answered through the correlaimaiysis. In the following account |

introduce the findings with the help of the statsit analysis result. Also the factors

under study of this research were displayed irdabk 8.

Table 8 Profile of Entire Survey Participants

Group Sub-group Number Percent(%)
Academic Full-time 102 69.4
status Part-time 45 30.6

Male 33 22.4
Gender

Female 114 77.6
Working now Yes 68 46.3
or not No 79 53.7

20-25 years 102 69.4

26-30 years 27 18.4
Age

31-35 years 17 11.6

36-40 years 1 v
Had work Yes 69 46.9
experience or 78 53.1

No
not

Married/single 38 25.9
Married or not

Not Married 109 74.1




72
Source: original

1. What are the frequencies and the scope or raingeS used by the two groups (part-
time and full-time) respectively?
How to Understand Survey Strategy Items and Scores the SILL?

To be more accurate of the calculation | did na asly average sum score of LLS in
calculation like other research. Instead | usedatrerage sum and the sum score of LLS
for correlation and t-test analysis. For exampleemh calculated the score for memory
strategies (a sub-category strategy of LLS) whiohta@ined nine strategies and each was
measured in the Likert scare from 1-5. If everynitecored 5 points then the sum of this
category is 5 x 9. | therefore used the sum 43Hercalculation instead of 5 (the average
sum) because the average sum for most of the odseaniuded only the last one or two
digital numbers after the decimal point which restld¢he accuracy of the calculation.
Using the total sum is more precise. But in ordeexplain according to the score range,
| also used the average sum statistics to makengpaason for the T-test results. To
obtain a complete view of the distribution of stigat scores of the survey, | displayed
both sum and average sum scores of the overall &b its sub-categories in the

following table given each strategy was scoredhigbest point of 5.
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Table 9 Score Distributions of Each Sub-Categorsit&gy of SILL

Parts of SILL (LanguageStrategy Strategy Sum sub- Average Sum
Learning Strategies groups Number score sub-score
scorel-5)

Part A. Remembering MoreMemory 9 45 5

Effectively

Part B. Using All Your Cognitive 14 70 5

Mental Process

Part C. Compensating FocCompensatory 6 30 5
Missing Knowledge

Part D. Organizing AndMetacognitive 9 45 5

Evaluating Your Learning

Part E. Managing YourAffective 6 30 5
Emotions

Part F. Learning With Others Social 6 30 5
Total Overall LLS 50 250 5

Source: original

How to Understand Sums and Average Sums of the SIlZL
As we can see the "SUM" reflects the original sumowerall LLS or each sub-
category strategies use. But the "AVERAGE SUM" caake the comparison easily

because of the same baseline (5 points) and therb&oable to tell how often a learner
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uses strategies for learning English, namely teguency of LLS use. Each sub-part of

the SILL represents a group of learning stratedi@s. instance, nine items in Part A
“Remembering More Effectively" represent memoryatdgies which expresses how
learners store and retrieve information; the rechairof the parts were presented as in the
above Table 9 "strategy groups" column. Both sunts average sums disclosed which
group of strategies a learner usesriwst. But only average sum could reflect the range
of an individual strategy use as showed in theofaihg table 10. For instance if a
learner's average sum of overall LLS is 2.48 wifiadls within medium to low use range,
then we can claim his LLS use ranges from “sometiosed” to “generally not used”.

Table 10 The Range Rubrics of Average Sum of the [Al

Average total Meaning of LLS use Range
45- 5.0 Always or almost always used High
35- 44 Usually used High
25- 34 Sometimes used Medium
15-24 Generally not used Low
10- 14 Never or almost never used Low

Source: Oxford 1990

The average sums (total) tell us how much and hitendearners use language learning
strategies. With these numbers we can comparedegarstrategy use to get a picture of
how they manage the learning process. If a cegam of the score is very low that

means learners barely use this type of strategprditice they could, to some extent,

inform teachers about learners' learning problentstherefore teachers might come up
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with some solutions in relate to strategy developnseich as raising learner’s awareness

towards a seldom used type of strategy use or dpwvej corresponding strategy training

activities. | will focus on this in the discussisaction with respect to the result of this

study.



Findings for Research Questions

Table 11 Full-time and Part-time LLS Use Descriptions

76

Average
Maxi Mean
Language Learning Strategi Group  Num Minimum Mean
mum sum

ber sum
Part A. Remembering MoFull-time 102 15 41 26.176 2.91
Effectively Part-time 45 13 42 27.222 3.02
Part B.Using All Your MenteFull-time 102 22.0 63.0 44.353 3.17
Process Part-time 45 31 65 48.553 3.47
Part C. Compensating FFull-time 102 7 27 18.265 3.04
Missing Knowledge Part-time 45 12 28 20.822 3.47
Part D. Organizing AnFull-time 102 14 42 28.745 3.19
Evaluating Your Learning  payt-time 45 19 44 33.178 3.69
Full-time 102 10 27 16.735 2.79
Part E. Managing YOlpgrt-time 45 7 27 18.067 3.01

Emotions

Part F. Learning With OthersFull-time 102 7 27 17.294 2.88
Part-time 45 10 30 20.556 3.43
Overall (Total) Full-time 102 87 221 152.137 3.04
Part-time 45 106 225 167.022 3.34

Source: original
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From comparison of mean sums and average mean clumgerall LLS of both

groups we can see that the part-time group scdrigler than their counterpart (167.022
vs. 152.137 and 3.34 vs. 3.04). That means pa#d-stadents reported more overall
language learning strategies use so their langlesgaing strategy use frequency was
higher than the other group. Comparing each sukgoay average mean sums of
language learning strategies the results were eengistent. Hence the part-time group
used more sub-category strategies than the fu-ginoup as well.

The overall average mean sum of the part-time miieu3.34 which falls in the
medium use range (2.5-3.4). That means this gajuparners "Sometimes Use" the
language learning strategies listed on the suyeyfull-time group’s average mean sum
was 3.04 which is also within the medium use range.

As for the sub-category strategy use, results aveensomplex. Contrast to the
preconception about Asians as constant memoryegyatser, "Part D. Organizing and
Evaluating Your Learning" metacognitive strategiesre used most frequently (average
mean sum =3.69, high use range, meaning "usua#lg”uf the part-time group. The
rest of the sub-categories in order of frequerfcyse for the part-time students were as
follows:

2. Using All Your Mental Process (average mean stz high to medium use range),
3. Compensating for Missing Knowledge (average nsesn=3.47, high to medium use
range),

4. Learning With Others (average mean sum =3.48) tu medium use range),

5. Remembering More Effectively (average mean s@rf2; medium use range) and
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6. Managing Your Emotions (average mean sum=3.@tjum use range).

As for the full-time the group "Organizing and Evaling Your Learning" strategy
or metacognitive strategies also topped the lisitoér sub-categories (average sum mean
=3.19) but the mean is much lower and fell in thedam use range. The rest in order of
frequency of use were as follows:

2. Using All Your Mental Process (average mean stuh% medium use range),

3. Compensating For Missing Knowledge (average nseam=3.04, medium use range),
4. Remembering More Effectively (average mean s@r@ medium use range),

5. Learning With Others (average mean sum =2.88juneuse range) and

6. Managing Your Emotions (average mean sum=2.€@jum use range).

The order of the frequency of LLS use are almoshiidal except that the memory
strategy was ahead of the social and affectivéegfyeon the full-time students' list which
means this group was more active in using memaategly but much less active using
social and affective strategies compared with theunterparts. The difference in social
strategy uses between the full-time student andp#irtetime student was big (2.88 vs.
3.43). However the difference between memory gisatese was not very much (2.91 vs.
3.02). The comparison could inform us the frequeaicgt range differences but are the
differences significant between the two groups?/@nl independent sample t-test is able
to answer this question.

2. Is there any significant difference in the extehLLS use between the two groups
(different academic status)?

HO 1: There is no significant difference in meanS_average total score (average sum)of
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part-time students and full-time graduate students.

Ha 1: There is significant difference in mean LL$#emage total score of part-time
students and full-time graduate students

For statistical accuracy, | used the original semthe independent t-test analysis
instead of average sum for the total and subtatalescalculation. | designed a two-talil
test as there was no way to decide in advanceitéetidn of result.
Table 12 Independent Samples t-test of Mean LLS#&ye Total Score of Part-time and

Full-time Groups

Std.
LLS Group N Mean t p
Deviation
Total Full-time 102 152.137 28.6163
Original -3.199 0.002
Part-time 45 162.022 24.7611
LLS Score
P<0.05

Because P = 0.002 which is much smaller than @@5difference between full-time and
part-time students in language learning strategfal(score) use is statistically significant.
Therefore we can completely reject the null hypsitheand accept the alternative
hypothesis. There is significant difference in mé&s average total score of part-time
students and full-time graduate students. The tr@sdicates that the difference between
part-time students and full-time students in ovel@hguage learning strategy use is
statistically significant.

HO2: There is no significant difference in mean L&\®rage total sub-scores of part-time
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students and full-time graduate students.

Ha 2: There is significant difference in mean LL\#rage total sub-scores of part-time
students and full-time graduate students.
Table 13 Independent Samples t-test of Mean LLSr&ge Sub-score of Part-time and

Full-time Groups

Language Learning Mean  Std.
Group N t p
Strategies Deviation

Remembering More Full-time 102 26.176 5.0998
-1.041 301
Effectively Part-time 45 27.222 5.8266

Using All Your Mental ~ Full-time 102 44.353 8.6947
-2.891 0.005
Process Part-time 45 48.533 7.7916

Compensating For Missir Full-time 102 18.265 4.2796
-3.519 0.001
Knowledge Part-time 45 20.822 3.9617

Organizing And Ful-tme 102 28.745 6.5698
-3.976 0.000
Evaluating Your Learnin¢  Part-time 45 33.178 6.0726

Full-time 102 16.735 4.2657
Managing Your Emotion: -1.75 0.083
Part-time 45 18.067 4.2394

Full-time 102 17.294 4.8228
Learning With Others -3.808 0.000
Part-time 45 20.556 4.7700

P<0.05

Because P<0.05 in "Using All Your Mental Proces€ompensating For Missing
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Knowledge", "Organizing And Evaluating Your Learginand "Learning With Others"

the difference between the full-time and part-tistedents in the four subcategory
strategy use: cognitive, compensatory, metacogndiwd social strategies are statistically
significant. We can partly accept the alternatiwgpdthesis. There is a significant
difference in mean LLS total sub-scores of the a&bfmour sub-categories of part-time
students and full-time graduate students. But wmaatotally reject the null hypothesis.
Since P value is greater than 0.05 in "Remembeévioge Effectively” and “Managing
Your Emotions"” the difference between the full-tiaved part-time students in these two
subcategory strategy use, namely memory and aféestirategies, are not statistically
significant. The finding indicates that the diffeces between part-time students and full-
time students in cognitive, compensatory, metadcogniand social strategy uses are
statistically significant but the difference in memy and affective strategy uses are not
statistically significant.

3. Does the reported use of LLS significantly relthe major factors of the groups:
gender, age, marital status (or family respongydjliyears of previous work experience,
current working hours, and academic status (pame-tr full-time)?

HO3: There is no significant relationship betweles tnean LLSs total score and gender,
age, marital status, years of previous work expeggcurrent working hours, and
academic status (part-time or full-time).

Ha3: There is significant relationship betweenrtean LLSs total score and gender, age,
marital status, years of previous work experiecoe;ent working hours, and academic

status ( part-time or full-time)
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Because the number of students for each sub-nsagpriie varied, some majors,

such as information science, recruit only 4- 6 stud a year; other majors, such as
translation, enrolls over 30 new students per yleaaddition full-time students are not
divided by sub-majors because they are primaritgreal to their interest and needs. Also
the availability of current courses decides whatdhaduate school can offer for the sake
of cost efficiency. | would not include the sub-mrajactor in my analysis as | had
planned since the number of subjects did not nietequirement of the statistical
analysis. Besides all the graduates are Englisbmhdgnglish learning still is their top
priority and this study measures their Englishreay skills. So this factor, sub-major,
affecting the choice of LLS but is not very cruciahlso use the total mean (sum) instead
of the average total mean (average sum) in thistpgroduce more accurate statistical

results.
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Table 14 Overall LLS Uses by Different Variables

Pearson Correlation Total LLS
Group
Sig. score(original
Gender Pearson Correlation .198
Sig. (2-tailed) .016
Pearson Correlation 171
Age
Sig. (2-tailed) .038
Pearson Correlation -.264**
Marital status
Sig. (2-tailed) .001
Pearson Correlation .209
Years of work
experience Sig. (2-tailed) .011
Current working  Pearson Correlation 201
hours Sig. (2-tailed) .015
. Pearson Correlation 2244
Full-time or part-
time Sig. (2-tailed) .003

*P<0.05; *p<0.01
*, Correlation is significant at the 0.05 levelt@led).

** Correlation is significant at the 0.01 leveH@iled).

Table 14 shows that all the p values were smahlan t0.05. So we reject the null

hypothesis and accept the alternative hypothesi<km the correlations of gender, age,
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marital status, years of previous work experiermerent work hours, and academic

status (part-time or full-time) with the mean LL&al score (sum) being statistically
significant. The result demonstrates that all theva factors were significantly related to
the reported use of overall LLS at p < 0.05 lewatept the factors of academic status
(full-time or part-time) and marital status at <91 level. Statistically the correlations
were significant but the strength of relation ire thearson Correlation was not strong.
The strongest factor was marital status (-.264) toidwed in order of strength by

academic status (.244), years of work experienc09 ), current work hours (.201),

gender (.198) and age (.171). Most of them wepmaitive relation except marital status.
So students with more years of work experience ensarrent work hours, older, female
and part-time students reported more languageitepsirategy use. But marital status
displayed the negative relation which means unmarsiudents used more overall LLSs

than their counterparts.
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Table 15 Sub- category LLS Uses by Different Vdeab

Organizing
Pearson Using And
Group Correlation Remembering  you're your Compensating Evaluating Managing Learning
Sig. More Mental For Missing Your Your With
Effectively Process Knowledge Learning Emotions Others
gender Pearson .124 195 172 232" .041 198
Correla
tion
Sig. (2- 135 .018 .037 .005 .623 .016
tailed)
age Pearson .017 101 196 257" .092 224
Correla
tion
Sig. (2-  .837 225 018 .002 266 .006
tailed)
Pearson -.036 -.192* -.228** -3.29**  -173* -.333*
Correla
Marital
tion
status
Sig. (2- .670 .020 .006 .000 .036 .000
tailed)
years of  Pearson .013 .138 .185 262" 163 297

work Correla
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experience tion
Sig. (2- .873 .094 .025 .001 .049 .000
tailed)
current  Pearson  .124 149 202 216" 187 262
working  Correla
hours  tion
Sig. (2- 136 .073 .014 .009 .023 .001
tailed)
Ful-tme  Pearson  .091 224 273 305 144 300
or part- Correla
time tion
Sig. (2- 275 .006 .001 .000 .083 .000
tailed)

*P<0.05; *p<0.01

*, Correlation is significant at the 0.05 levelt@led).

** Correlation is significant at the 0.01 leveH@iled).

HO4: There is no significant relationship betwelea mean LLSs total sub-scores (sums)
and gender, age, marital status, years of previmuk experience, current working hours

and academic status (part-time or full-time).

Ha4: There is a significant relationship betweea thean LLS total sub-scores and
gender, age, marital status, years of previous vesgerience, current working hours,

and academic status (part-time or full-time).
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Table 15 shows "Remembering More Effectively”, ngnmeemory strategy, universally

had no significant correlation with any factors endtudy. Otherwise the rest of the sub-
category strategies had a certain degree ofiorlatith the factors. | will present the
remainder of the result of relations as follows:
The correlations of "Using You're Mental Power” godive strategy) and factors, gender
(p =.018), marital status (p=.020), are staticaignificant at the 0.05 level and academic
status (p=.006) at the 0.01 level. Although theaxirons are significant statistically none
of the relations in the Pearson Correlation isrgjroAcademic status is the strongest,
only .224 which still belongs to the weak relati@nge (below .30) (Utts & Heckard,
2006). As for other factors, such as age, yeansark experience and current working
hours, due to the large p value ( P>0.05) the tairoms are considered not significant.
The sub-category “Compensating for Missing Knowkd@ ompensatory strategy)
has significant relation with all the factors butdéferent p value level. The correlations
of compensatory strategy with gender (p=.037), (pge.018), years of work experience
(p=.025) and current working hours (p=.014) aadistically significant at the 0.05 level
but stronger with marital status and academic statuhe 0.01 level. In terms of strength
of the relation none of them is over .30 in PeaiGorrection.The highest one is marital
status (-.228) that means thelationshipbetween the compensatory strategy and the
factor marital status is the strongest of all thetdrs. The negative relation indicates that
the unmarried students reports more LLS use. Buhersecond look, | found that there
is only one student married in the full-time grodjne great difference in the number of

married students between the two groups make timpaoson week. So | have learned
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that in China marital status study among graduatglrio handle with great care before

using that as a variable in research.

Also the "Organizing and Evaluating Your Learniragid "Learning with Others"
(metacognitive and social strategy) are statigdyicaignificant correlated with all the
studied factors at either the 0.01 level, excepttlie factor, gender (0.016) at the 0.05
level with social strategy. The strongest relatmmiween the factors and sub-category
strategies were among the two categories (Pearsael&tion over .30). Listed in order
of strength as follows:

1) social strategy and marital status (-.33)

2) metacognitive strategy and marital status (-.33)

3) metacognitive strategy and academic status (.305)

4) social strategy and academic status (.30)
In conclusion the statistics have shown maritalustand academic status are the two
factors displaying stronger relation with sociatlanetacognitive strategies in this study.

Besides the memory strategy which has no relatibh any factors, the affecting
strategy " Managing Your Emotion" has the leasatreh with the given factors The
correlation coefficiency is not statically signdiat between affecting strategy and gender,
age, and academic status. The correlations wetieadya significant with marital status,
years of work experience and current working hohwt all the correlations are
significant at the 0.05 level and the strength elbtion are very weak, much lower

than .30 (marital status -.173; years of work edgrexe.163; current working hours .187).
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Summary

The principle findings from this investigation indee:

1)

2)

3)

4)

5)

Part-time students reported more language learstiregegy uses than full-time
students.

Both full-time and part-time students used moreaoegnitive strategies more
than other strategies.

The frequency orders of the sub-strategies wer@stltie identical between the
full-time and part-time students.

All the studied factors were statically significaobrrelated with the general
language learning strategy but the strengths ofdlation were weak.

Marital status and academic status had the stromgkdion with metacognitive

and social strategies.
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Chapter 5

A Discussion of the Findings
According to the results of the descriptive staissand independent samples t-test, the
general profile of strategy use by the two growjpawn from the Strategy Inventory for
Language Learning (SILL) in this study was verysistent. Especially the order of
language learning strategy (LLS) use frequency wihias almost identical:
metacognitive, cognitive, compensatory, social, menand affective strategies except
for a minor switch of memory and social stratediesveen the two groups. This section
presents cognitive and cultural interpretationthefresults in terms of 1) the difference
and similarity of LLS use®) the factors affecting the choice of LLS, gendge, marital
status, years of work experience, current workiogrs and academic status 3) the
comments on the learning strategies of SILL frotjects.
The Analysis of Difference and Similarity of LLS U of Two Groups

Overall Strategy Use of Both Groups Fell in the Medim Range

The average (sum) mean of overall LLS use betwlemart-time and full-time is
3.34 vs. 3.04 (Table 11). Both numbers fall witthie range of medium use of language
learning strategies. The P value of the independantple t-test is 0.002 (Table 12)
which is much smaller than 0.05. So the differen€dhe two means is statistically
significant. Definitely part-time students have disaore language learning strategies
than full-time students. However both means beltmghe medium used range of
language learning strategies. The subjects reprdbenhighest-level English learners

among Chinese students except doctoral studentsewvfoals are beyond improving
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English proficiency. Why are both strategy use$inithe medium range?

First Chinese students are not as aware of thaguage learning strategies. In
Chinese class teaching, English is taught mainlykaswledge and teachers are
authoritative figures. The way how students leaas hot gained enough attention either
from teachers or students. Bhiikos (1987) found that learners used only a narro
range of strategies and were generally unawardefstrategies they used. Therefore
subjects in this study may not report the stratetiiey actually used.

Another reason is that Chinese students are noicaiyyp encouraged to
communicate or work collaboratively. Active andfsiifected learning is not advocated
either. However strategies are tools for activdf-dieected involvement needed for
developing L2 communication ability (O'Malley & Qhat, 1990). Being offered almost
no self-directed learning instructions or course3JFSU the subjects have been denied
the chance of developing or employing LLS.

In addition gaining communication proficiency istniie realistic top goal of
English learning because the chance of genuineigtngbmmunication is still rare in
Chinese society. Students know even after theyhreacertain level of communication
proficiency if they don't use it at work or societtye English proficiency cannot be
maintained. However to get through the master degregram they are required to pass
a series tests in which skills such as listeniegding and grammar knowledge take the
major percentage. Therefore students do not malgeat effort to improve their
communication skills. But the strategies on the LSHre mainly for communication

proficiency development. As English major graduatesst of them know that to develop
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a native-like proficiency is very important. Wherasked them in the small talk after

class "Why they don't give much effort to commutiara proficiency development?”
They listed a few reasons which were: 1) hard mal fa native speaker 2) too shy to
communicate 3) want to talk to native speakerglbuatt know what to say 4) too busy.
Finally, the strategies in the SILL focusing comneation and involving a lot of
work with native speakers are not feasible to Céenstudents since there are few such
speakers available in Chinese learning environmamth as " | look for people | can talk
to in English”, "l ask the English speaker to cotnme when | talk" and " | ask for help
from an English speaker”. In fact quite a few shidenentioned that they don't have a
chance to communicate with native speakers, lehealto develop communication
strategies like a compensatory strategy. Anotheblpm with the construct validity of
the SILL is memory strategies. They don't includéeermemory and repetition items,
which are the basis of much of the successful mengr by Asian students (Lee &
Oxford, 2008). The memory strategies of the SlLlsdzh on visual, auditory and
kinesthetic modalities may not fit Chinese studefgarning habits especially for adults.
For instance "I physically act out new English warfFor example, when you learn the
word “jump”, you could get up and actually jumphelp you memorize this word.)" and
"l use rhymes to remember new English words". Besidhe memory strategies are
basically for vocabulary learning which is not sti#int for advanced English learners. In
conclusion both groups are equally susceptibleh&influence of the above cognitive
and cultural reasons. Then it is understandablettier use of overall language learning

strategies has fallen in the medium used range.
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In fact Lee and Oxford (2008) found similar probkemith the SILL and advised

minor revisions on ethnic related strategies andnarg strategies. In this research |
agree with their suggestions of making changeshef SILL to adapt to the culture
( learning tradition) and learning context and doakuggest the adaptation to advanced
proficiency level and adults learners. At last ttisdy makes me realize that it is hard to
find or create a universally feasible "SILL".
Part-time Students Reported More LLS Uses than Fultime Students

Compared with the analysis on the causes of “medised” range of LLS, it is
even harder try to explain the difference in stygtese between the two groups. In reality,

there are many factors influencing learner's cha€elLLSs, and some are target

language proficiency level, age, learning taskaynimg goal, social role, contextual
variables (teacher and peer variables), learniyte,sattitude, motivation and so on
(Wenden, 1986; Cohen, 2003; Oxford & Ehrman, 199%®yer & Oxford,1996; Lan &
Oxford, 2003). To specifically identify the speciftauses for the difference in this case
needs a more comprehensive quantitative researsigndéo further exclude many
confounding variables but it is beyond the purpafsthis study which is to determine the
relation, not the cause. To help understand tHerdifce in two groups | would examine
the most possible factors contributing to the défee in light of previous research
findings and the specific cultural and learning tesis.

In this study the two groups' crucial differencetli®ir academic status which
creates many sub-differences of the groups suegesproficiency level, learning goals,

program requirements, learning tasks, and so omsi@ering the wide range of
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differences | will focus on only a few very prommaifferences of the two groups.

Age is an important factor studied in previous aeske but the findings are mixed
and complex. For example Nambiar (2009) concludgd does appear to have an
influence on how LLS are used but the findings doyield a clear indication of how age
impacts the LLS use. Many studies showed the diffee of LLS use between children
and adults (Purdue & Oliver, 1999; Ehrman & Oxfoi®89; Oxford, 1986) but they
cannot specifically identify that age is the sa@etbr influence for the use of LLS. In this
research subjects are all adults with the agerdifiee between full-time students (23.5)
and part-time students (29.9) at 5.4 years. Foltathe difference is not great in terms of
physical cognitive development. However their diéf® life experience should have
more influence on their cognitive thinking. Condaghhow social, cultural, economic,
and political forces shape the development of atiuiking Merriam et al., (2007) argues
that these contextual factors may be what influsraoe adult’s cognitive development.
Part-time students are more experienced in life wodk comparing to professional
students, most of whom have no or limited work andial experience, therefore part-
time students could be more open-minded, resoureefii reflective. Consequently they
are likely to develop the stronger cognitive abilind employ more LLS use. That may
be the reason part-time students used more cogndirategies than their full-time
counter parts.

Another possibility is part-time students have stieted more pressure due to the
test requirements for graduation and also due éatgr tuition pressure. Most of them

have to work and at the same time take care of thgiily and economic responsibility
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so there is less time available for study. In addjtunlike full-time students mostly

living on campus, part-time students meet only @ekends for class. Perhaps they have
fewer resources available in terms of library assistance from teachers and peers. The
pressure and disadvantages may compel them tofdodietter ways to deal with school
work and then turn to discover and use more LL&swist with their learning. The actual
situation of part-time students may explain why ythesed more metacognitive,
compensatory and social strategies than full-titndents did.

Because | personally collected data from full-tistadents three times, | had a
chance to talk to them. Through communication t fpalrt-time students were very hard
working and determined. One example told to me vt no matter how bad the
weather is they always tried to attend class. Sewes came to class directly from their
business trip. One of the students was late thd dalfected data. She told me her child
was sick and she had to take him to the hospitlthhat morning. This group of students
really has their hands full. Personally | feel Gisa employers are not as supportive as
American ones because of the management attitudlenfiexible work schedules. On
the way to attain the education goal they have rpoaetical barriers than the other group
that may contribute to more strategy use.

Besides the number of part-time vs. full-time satgds not balanced (part-time 45
vs. full-time 102) and that could have an impacttmnstatistical result. Also the subjects’
attitude toward this research could attribute ® difference. Because | personally went
to collect data from full-time students | made soex@lanations. Quite a few students

asked interesting questions relating to this reteand even wanted to contact me for
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further information on the topic. Part-time pamp@nts understood the research better and

were serious about the survey questions. It prakietithere were less invalid responses
(only 2 identical responsegjom the part-time group. But the attitude of parie
students was not as serious because | was unaddirtimister the survey in person.
Both Part-time and Full-time Students Used Metacogitive Strategy More Often
Than Other Strategies

In terms of age and English proficiency level bgtioups represent the highest.
They are the senior learners at the top level @fii&m learning in the Chinese traditional
education system (not including the self-directedrihing system). The high frequent
metacognitive strategy use corresponds with theirfgs that metacognitive strategy is
used more by older or more advanced level of lear(@’Malley et al., 1985; Chamot,
1987; Wu, 2008).

Metacognitive strategies help learners find oufigure out what they need to do.
The use of metacognitive strategies ignites omé’sking and can lead to more profound
learning and improved performance, especially am@egners who are struggling
(Anderson, 2002). So it is likely that graduatespky these strategies to make the
advanced level learning profound and effective. Ahdse strategies may also help
manage the imminent career and life pressure (ging), especially for the part-time
group. Most importantly metacognitive strategiesvie adult learners the ability to take
control of their learning which was needed moghgir busy life schedule.

Looking at the metacognitive strategies in the Slifbund that most of them are

the learning methods that Chinese teachers usadigcate in class such as " | notice my
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English mistakes and use that information to he§pdu better”, " | pay attention when

someone is speaking Englistdnd "I plan my schedule so | will have enough titoe
study English". So Chinese cultural background fm@ynother reason of the preference
to metacognitive strategies just as Oxford (19@4galed that certain cultures encourage
some strategies among learners.
The Similar Order of Strategy Frequency of the TwoGroups

In this study, part-time and full-time studentspiiyed similar order of strategy
frequency. Besides high frequency use of metacwgngitrategies both groups showed
the least use of affective strategies. Compensatinagegy use was in the middle of the
order but there is a little switch in the ordet between the social and memory strategies
use between the two groups. Unlike the common tbtiet Asian students prefer rote
memorization, Memory strategy use was not highhanlist especially for the Part-time

students.



98
Table 16 Order of Strategy Frequency of Part-time feull-time Students

Order Part-time students(Average Full-time Student(Average Mean)
Mean)

1 Metacognitive (3.69) Metacognitive (3.19)

2 Cognitive (3.47) Cognitive (3.17)

3 Compensatory (3.47) Compensatory (3.04)

4 Social (3.43) Memory (2.91)

5 Memory (3.02) Social (2.88)

6 Affective (3.01) Affective (2.79)

Source: Original

For both groups the frequency order of cognitivatsegies followed right after
metacognitive strategies. This result conformsfinding that metacognitive strategies
are often used together with cognitive, supporéagh other (O'Malley & Chamot, 1990).
Since these students are high level English leartiery have been very experienced in
English learning and may have realized that wefhlomations of metacognitive and
cognitive strategies often have more impact thaglsistrategies (Oxford, 1994).

The low frequency use of social and affective stge#s can be explained by
Oxford’s (1990a) hypothesis that learners are not familigin waying attention to their
own feelings and social relationships as part efstacond language (L2) learning process.
In the case of Chinese student this is quite ttneeveryday life Chinese are not
encouraged to express or discuss personal feelMgaitor one's feelings is scarcely

mentioned in Chinese classroom. The part-time groegorted more use of social
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strategy than memory strategy because | think tlemd to assist each other due to less

availability of resources and limited learning time

Interestingly, the use of memory strategies was mgh on the order list. The
possible reason could be the fact | have mentiotiedstrategies of the SILL does not
reflect the oriental students’ learning habitsfdot most comments | received about the
construct are centered on memory strategies inhwgtiedents listed some strategies they
used but not included in the SILL. | will discussstin the following analysis. Another
reason is that at the advanced level the focusgfigh learning is not, or not that much,
at specific language learning skills such as menaoiy compensatory strategies. Many
findings supporting the claim that Asian studenée wote memorization and language
rules were done to the low or medium level langulegeners who are still trying to
master the basics of the target language whichinexja lot of specific skills (Lee &
Oxford, 2008; Wu, 2008; Politzer, & McGroarty, 198yacke & Mendelsohn, 1986).

There is no statistically significant differenceween the two groups on the use of
last two strategies on the order list, memory difective strategies. That could, in part,
be due to the influence of Chinese culture as meaion is a learning tradition and
emotion control habits were deeply rooted in thin€se social and education systems.

The Analysis of Factors Affecting the Choices of LB

All the Given Factors Are Significantly Related toOverall LLS Use

The correlations between gender, age, marital stateiars of work experience,
current working hours and academic status and é¢perted overall LLS use were

statistically significant but the strengths of tela were not strong (below .3 in Pearson
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Correlation). The result that female and older shisl reported using more LLS is

congruent with most of the research findings (Odfdr993; Oxford & Ehrman, 1993;
Green & Oxford, 1995; Oxford & Ehrman, 1995; Dre§edxford, 1996; Land & Oxford,
2003). The positive relation between years of wexkerience, current working hours
and academic status with LLS use support the hysegH have mentioned that their rich
life and work experiences helped to develop thbilitg to be reflective, open-minded
and independent. Therefore they are more likelptd for more and different ways to
make the learning effective.

But the negative relation between the marriageistand overall LLS use is hard to
explain. The result means married students usedrfetwategies than unmarried ones.
The only reason | can come up with is their budilr agenda and more family
responsibility (might have children) allow them detsme to reflect about the learning
which leads to less strategy use. But this is &kveegument. Definitely the data from this
research are not enough to make any complete eatman This finding needs further
researchon other factors such as their motivation, goakslieks, affective factors
(barriers) and even their English proficiency.

The Correlation between Given Factors and Sub-categy Strategies Are Complex

Unlike the overall strategies the sub-categorytegias showed different degrees of
relation with the factors under study. There igghen factor significantly related to each
sub-category strategy. The less frequently usedtegfies, memory and affective
strategies, displayed weak relationships with BB given factors. In fact memory

strategy is not significantly related to any giviactors. The correlation of affective
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strategies and all the given factors is also legsifecant. That may be because the real

affecting factor is Chinese culture as | have ergla or it could be found in other
reasons.

Like the overall strategies, compensatory, metaitvgnand social strategies were
significantly related to all the given factors. Butignitive strategies displayed a complex
relation, related to gender, marital status andi@wac status but not significantly related
to age, years of work experience and current wgrkiours. Cognitive strategies are
skills involving direct analysis, transformationr synthesis of the target language
(Oxford, 1990a). The subjects of this study havesgned English for at least 16 years in
the Chinese education system may have already tbsoled a cognitive English learning
habit. Therefore cognitive strategies were notljike be quite subjected to changes by
then or outside influence were not big enough timémce it.

The negative correlation between marital statusahthe sub-category strategies
is hard to explain. There is a need for furthereagsh on this factor besides the
explanation "The subjects had no time to refleeirthearning so showed less use of
strategies". The last possibility influencing thlata result is the big difference in the
number of subjects such as 33 male vs. 114 feMalgyart-time vs. 102 full-time. And
78 out of 147 students had zero years of workinmeagnce; 79 students had zero current
working hours.

Marital Status and Academic Status Displayed the ®&ngest Relation with Social
and Metacognitive Strategies

Among all the given factors, only marital statusd amcademic status displayed the



102
strongest relation (Pearson correlations are o8grwith social and metacognitive

strategies even though all given factors were 8agamitly related to both strategies. The
two given factors could make a difference in stuglelife experience. Being full-time
employees and part-time students could give thettetbmanaging and social abilities
which can be transferred to English learning ardi l® active use of metacognitive and
social strategy. Because there has not been aegrodsdone on the two variables | could
not relate to any previous research findings foregplanation. But adult learners who
used more metacognitive strategies may have solat@rewith my findings (Oh, 1992;
Touba, 1992; Ehrman, 1996; Ehrman, & Oxford, 1990je stronger negative relation
between the marital status and the two strategesven impossible to make any
assumption with this data. One important fact aiifgc this result is the number of
married students in full-time students is very dmahly one student married. The
difference in marital status between the two grasgsuge. | need more data and careful
study of this variable, especially the full-timeogp due to much less married students.
Therefore the result from my study cannot accuyatgplain the relationship and it needs
further study.

Comments on the Learning Strategies of SILL from Rsearch Participants

Students’ comments focus on two open-ended questiWwhich of the 50
strategies are not practical to you?" and “Are éhamy strategies you have used but are
not included in the questionnaire?" The two opedeeinquestions are included in the end
of the questionnaire. Most of them did not commamthem. Only about 10% subjects

had given answers to the questions. The summaheafomments are as follows
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1). Not Appropriate Strategies

a)

b)

Strategies are not appropriate for Chinese leaswaris as “I look for words in my
own language that are similar to new words in Efigli Since there is little
similarity between English and Chinese languagéesys so it is not possible to
do it. As for the pronunciation Chinese Englishctesrs usually do not encourage
learners to do that. For example some preschooligbntpachers tried to teach
"Thank You" in a Chinese way and pronounced it 'lsginyou”. In China this way
of teaching received a great level of criticism do¢he inaccurate pronunciation
association".

Strategies are not appropriate for aduker example "l use rhymes to remember
new English words.and "I physically act out new English words. (Faaeple,
when you learn the word “jump”, you could get up actually jump to help you
memory this word.)" Even the strategy "I practibe sounds of English" is not
the focus of that level. | got a chance to talkhwjzinior and senior college
English majors about this strategy. To my surpitey all liked to be corrected if
their pronunciation was not correct but this seldbappened in the advanced
English teaching.

Strategies are not practical in a Chinese learmimigtext. Due to the limited
contact with native speakers those strategies foousral communication with
native English speakers such as “I ask for helpmfr&nglish speakers."
Interestingly | came across an interesting commiémtdon't understand the text

or have a question about it, how can | use theegiyal ask questions in English'.
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That comment reflected student's belief of Englsh‘knowledge based instead

of communication oriented”. The priority of Englighas knowledge for student
to understand, not for use to solve the problemrdted that learner’s belief had
a connection with their learning strategy uses {ktar, 1988; Yang, 1999; Winke,

2007).

2). Not Included or Precise Strategies.

a)

b)

Students focused mostly on the way of English inphiey mentioned that they
“read English newspapers or magazines in Engli%riline English reading”

“recite good English speeches or articles” andténigo English songs”. We can
see they focused on authentic English reading. Theljeve the authentic

materials represent the high level of English, thig kind of reading still aims at
learning and not receiving information in a comnuative way. Reciting is

mentioned but not focusing at how to do it. Instesainers start to pay attention
to the larger picture (what to recite): the qualitfyEnglish, entire English text
instead of vocabulary, grammar or pronunciatione Btrategy for getting the
authentic, quality input represents learner’s fooluEnglish learning, striving for

elevated English language. So the memory strategfieke SILL are focusing

more on vocabulary learning and do not represeskihd of learning.

They also mention some output ways such as "peactdf-talk” "try to speak
before people or make a presentation” becauseedatk of real communication
context teachers encourage students to use Ermgliatway of acting out that is to

put learners in the context of the stage performaiey often prepared a lot
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before giving a talk. The author heard a lot ahtitvet use of this strategy. For

instance, my Chinese English teacher told us teatbdcame very fluent in
English through excessive self-talk or practice.

c) "Don't know what to talk with foreigners” is mentied a lot. This is not only the
guestion students launched in this research.dndsnglish teacher and living and
working in the U. S. for many years often find myse this conundrum due to
the culture difference. A lot of times | was quietcause | was afraid that | asked
the wrong question or made an impropriate questiby.students (junior and
senior college English majors) told me they areaidfrthat they may make
language mistakes as they are not confident irr theguage communication
ability. 1 find many of undergraduate are fearfiltalking in class for similar
reasons.

In general most of the findings can be explainetthiwithe framework of cognition
and culture. That helps test the previous reseanchget attention to the influence of
Chinese cultural factors in language learning stnatresearch. At the same time this
study has produced questions for further reseasch as the influencing factor, marital
status. Importantly it contributes to the bettedenstanding of language learning strategy
and the development of the research instrument.

Limitations of the Research

Due to the large number of students from the falketgroup, the data were not

collected by me. There were more invalid respo(s&s Some of them are even

identical answers (5); some incomplete (8) andradalD students from Japanese majors
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answered the questionnaires because of miscomntiamicbexcluded them as their

English proficiency level is very much differenbfn English majors. | have learned that
the logistic details could influence subjectstatte toward the research and then make a
difference in data quality.

Another limitation is unknown variables such asfigiency levels, career goals
and learning motivation. These factors cannot lpgagxed because this research did not
collect the participant's entrance examinationexand lacked measurement of the
strength of career goal or learning motivation.sTlimit should be considered in further
study.

Summary

The new knowledge gained from the analysis showes$ $itudents in different
programs (part-time or full-time) learn differentlyhere are far more factors affecting the
learning process besides the given factors thidyshas addressed. In this case the
English teaching method in the Chinese classroosayning goals and learning
environment, Chinese social and educational ti@dithight be equally responsible for
the choice of adult learning strategies. The factdfecting the choice of LLS use is very
specific to the student’s learning situation. Tlere it is dangerous to use a “well-used”
research instrument. Another lesson learned from ribsearch is the logistics of the
survey administration, the presence of the resegrarhich all might affect the quality of

the research data.
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Chapter 6

Conclusion, Implications and Recommendations for Rictice and Future Research

The findings of this study can draw attention te ttheoretical and practical
implications for research on academic status andaramed proficiency level.
Recommendations for teaching, administration andréuresearch will be discussed for
future research in similar circumstances. Reseasheflection will be included in the
end.

Conclusion

This study has shown that the part-time studentfaliime student learn English
in a different way. The academic status is thefketor attributed for the difference. Thus
the academic factor should be taken into consigeran the study of Chinese language
education. Although both groups are composed olt éelrners working on their master
degree study in English, their language learnimgtesgyy uses are quite different. The
difference shows that the learning characteristicadults are more varied and diverse.
The findings also expand the magnitude of the fadikely to affect the use of language
learning strategies. Besides the known factors ngavieen studied, the fundamental
influence may also come from learners' actual legrenvironment such as available
learning time, resources, assistance from peersimstdictors, work experience and
family responsibilities which make up a learner&alr academic status in Chinese
colleges. And those factors interacted and arervimiéen into the adult’s learning
situation. In summary, the adult language learndesirning strategies are more

susceptible to the influence of the complicatedrniea situation. Therefore there are



108
more factors affecting adult learning strategied hence strategies could be more varied

as well.

The influence of two prominent factors, advancedylish level and Chinese
culture, shed some insights on the uniquenesseo€tiinese student's language learning
strategy (LLS) use. The study finding is contramythe common impression that Asian
students prefer rote learning and excessively usenany strategies. In reality the
metacognitive strategies which have been used aresbnes that strongly express and
prove the characteristic of adult learners. Anoffiregting informs us that students with
advanced English proficiency prefer authentic niatdearning because their goal is
more than to learn correct English. They want tguae native like speaking skills and
are interested in the beauty of English writing.

The problems which students mentioned about the $hé&wvs no matter how good
a research construct has been designed it neeols &dtered to the uniqueness of the
research. Each research is has its unique aspacingtance, communication-oriented
strategies are not practical for the Chinese legrnénvironment. Emotion related
strategies are not congruent with the Chinese kacoteducational tradition. This lesson
could also benefit the research construct developawell.

After a further look at the sub-category strategtbe research also has revealed
both part-time and full-time students employed thetacognitive strategies most. The
result not only provides the evidence supportifgeptesearch findings that adults tended
to use more metacognitive strategy than youngendges but also proves the existing

adult learning theoryKnowles, 1975, 1984). Adult learners prefer toetan active
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control of their learning. In general the findingnéirms that adult learners learn

differently from children.
Recommendations for Teaching

The study can inform practical classroom teachiogfdifferent perceptions. First
given the difference of the full-time and part-tigeaduates teachers need to actively
alter their teaching material, methods, assignnaewt etc. Second, to cater to different
groups teachers should conduct a further analysikeolearner’s goals, needs, barriers
and learner's demographic characteristics as éssarch shows the marital status makes
a difference in how students learn. Third, duehi® dctive use of metacognitive strategy
teachers should design assignments, class additid tests allowing adult learners to
take responsibility of their learning. Finally, la@&se of teachers' authoritative status in
the Chinese classroom they should explicitly pradothe use of less used strategies
such as affective strategy. Students must receipbcé instruction on learning strategy
use. For example teachers need to demonstrateufterds on how to choose the strategy
that has the best chance of success in a givestisitu Research indicates that language
learners at all levels use strategies, but thatesonmost of them are not fully aware of
the strategies they use or the strategies thattntighmost helpful to use (Chamot &
Kupper, 1989).

Recommendations for Administration

The program should bdesigned to fit learners' strategy use such asséothe

student’s metacognitive ability to the maximum bywding self-directed learning and

online courses. It can also give students morerabtiitrough flexible administration. For
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example extending the program duration and progidirsummer section or condensed

courses (a two week course in summer session)Alikerican universities. At last pay
attention to the demographic characteristics of lgmners and communicate with
teachers so that they will be encouraged to devtelaghing to the student’s learning.

The above recommendation may be a bit difficulapply right now as it concerns
more than just teachers however it is not impossibhere is more and more flexibility
and authority given to the school administratioi€imna. Chinese education is still under
transformation.

Recommendations for Future Research

1. This study makes me realize that it is diffictdtfind a universally feasible
"SILL". Each researcher should take his unique asitun into consideration in
guestionnaires design. If he can’t make a brand nes@arch construct, he should at least
make some alterations of the existing construobricg to the research.

2. When studying the full-time and part-time grodpsre should be more factors
involved such as proficiency level, career goalearning motivation. Possibly a focus
group study should be done first to pre-deciddfdbtors to be studied in each research.

3. | learned that the logistic details could makelifference in data quality. If
possible researchers should make a direct contélctresearch participants so to give
more clear instructions and answer possible questi®he most important is he can
advocate the significance of the study and raisestibject’s attention to the study.

4. Since this study shows a significant relatiotwleen marital status and LLS use

but it is difficult to explain. It is necessary torther explore this relation or carry out
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similar research to test the result of this redearc

Reflection of the Researcher

When | reflect the research there are two thinigst Ideeply about. The first one is
the data collection process. The second one igjulestion American teachers asked me
“why do you choose part-time and full-time studesgsseparate groups to compare”.
Data Collection Process

While collecting data | deeply felt that Chinesedgnts are not interested in taking
part in research. After communicating with some tbem | developed some
understanding about that fact. First there is radgmtion of the subjects such as the IRB
system in the university of the United States. Evmugh the researcher makes a serious
promise about privacy they are still reluctant tos as the trust between people is very
low in Chinese society now. Second students arentetested in the things which have
no influence on them especially full-time studeassthey are already busy enough. But
when | went to collect the data the second andlthime | not only brought small
presents but also took time to explain what theyld/denefit by knowing the language
learning strategies. Many students showed intamestprovided quality responses. Third,
it is important to get support from the class imstor. When the instructor asked me
some questions about the research and commenttte amportance of this research in
front of the class. Obviously this has some immacsubjects’ attitude about my research.
Students asked questions about the strategieseoquistionnaires to make sure they
understood the survey questions. At last if | hadla it again | would make sure that |

collected all of the data myself, not asking soneetm administrate the survey. The
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presence of the researcher will impact participaitgude about the research and raise

the awareness toward the research.
Why Research on the Difference between Full-time ahPart-time Students

When | proposed the topic of my dissertation rede&merican teachers asked me
why separate students into full-time and part-tirié® true that in American people don't
give much attention to the fact of students who faiktime or part-time as most of
students work in some way during school. But innahihere is a big difference due to
the limited education resources and governmentidiapg to the full-time students. |
reflected on this question later many time? | wenschool in American both as a full-
time and part-time student. | feel my way of leaghivas different. While working full-
time and going to school | had to manage my timrefadly and evaluate my school work
from time to time. The research findings have cioied with my experience and proved
there is a difference in learning strategy use.
The Lesson Learned

When | look back on the process of pursuing my Pddyree there is much to say
but the most important lesson | have learned isigalisciplined to overcome my
procrastination. Holding down a full-time positiand going to school at the same time
were really tough and a good excuse to procrastivdhen the time came for writing this
dissertation | was so burned out and because ofesgrved personality, | was very
reluctant to ask for help during the data processefore became very frustrated. But |
know | would not give up so | kept encouraging nifyaed found ways to relax myself

like the part-time students in my research. At tiae | found | was facing the barriers
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they have. Thanks to my advisor, Rosemarie and mmgbdnd Brian’s support and

encouragement for with their help | completed thissertation. | deeply feel this is a

process of self-discovery and self-challenge. Mgl it is a process of self-completing.
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Appendix A

Language Learning Strategies (SILL Version 7.0 EFL)

. Never or almost never true of me

. Usually not true of me

. Somewhat true of me

. Usually true of me

. Always or almost always true of me

a b wnN Pk

1. I think of relationships between what | alre&apw and new things | learn in
English.

2. l use new English words in a sentence so | earember them.

3. | connect the sound of a new English word anohrage or picture of the word to help

me remember the word.

4. | remember a new English word by making a mepitdlre of a situation in
which the word might be used.

5. | use rhymes to remember new English words.

6. | use flash cards to remember new English words.

7. 1 physically act out new English words. (For e, when you learn the word
“lump”, you could get up and actually jump to hglpu memory this word.)

8. | review English lessons often.

9. | remember new English words or phrases by relmeeimg their location on the page,
on the board, on the street sign.

10. | say or write new English words several times.

11. I try to talk like a native English speaker.

12. | practice the sounds of English.

13. I use the English words | know in different way

14. | start conversation in English.

15. I watch English language TV shows spoken inliEhgr go to movies.

16. | read for pleasure in English.

17. I write notes, messages, letters, and repoEnglish.

18. | first skim an English passage (read oveiptssage quickly) then go back and read

carefully.

19. I look for words in my own language that araikr to new words in English.

20. | try to find patterns in English.

21. | find the meaning of an English word by diwdiit into parts that | understand.

22. | try not to translate word-for-word.

23. I make summaries of information that | hearead in English.



24,
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44,
45.
46.
47.
48.
49.
50.
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To understand unfamiliar English words, | mgkesses.
When I can't think of a word during a convei@atin English, | use gestures.
I make up new words if | do not know the righes in English.
| read English without looking up every word.
| try to guess what the other person will seytnn English.
If I can’t think of an English word, | use aslor phrase that means the same thing.
| try to find as many ways as | can to use mglish.
I notice my English mistakes and use that mftdion to help me do better.
| pay attention when someone is speaking Emglis
I try to find out how to be a better learneEwiglish.
| plan my schedule so | will have enough timetudy English.
I look for people | can talk to in English.
I look for opportunities to read as much assfiws in English.
I have clear goals for improving my Englishllski
| think about my progress in learning English.
| try to relax whenever | feel afraid of usiBgglish.
| encourage myself to speak English even wtamn &fraid of using English.
| give myself a reward of treat when | do welEnglish.
I notice if | am tense or nervous when | andgitog or using English.
| write down my feelings in a language learinyy.
| talk to someone else about how | feel whamllearning English.
If I do not understand something in Englisask the other person to slow down.
| ask English speakers to correct me whenadlsgmglish.
| practice English with other students.
| ask for help from English speakers.
| ask questions in English.
| try to learn about the culture of English aers.

Worksheet for Answering and Scoring the SILL

1. The blanks ( ) are numbered for each itethersILL.
2. Write your response to each item (that is, wkit&, 3, 4, or 5) in each of the

blanks.

3. Add up each column. Put the result on the liaeked SUM.

4. Divide by the number under SUM to get the averag each column. Round this
average off to the nearest tenth, as in 3.6.

5. Figure out your overall average. To do this, apdll the SUMs for the different parts
of the SILL. Then divide by 50.

6. When you have finished, your teacher will giwel yhe Profile of Results. Copy
your averages (for each part and for the wBdlé.) from the Worksheet to the
profile.
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Part A PartB PartC PartD Part BPart F

1 10 24 30 39 45
2 11 25 31 40 46
3 12 26 32 41 47
4 13 27 33 42 48
5 14 28 34 43 49
6 15 29 35 44 50
7 16 36
8 17 37
9 18 38
19
20
21
22
23
Whole SILL
SUM __ SUM SUM SUM SUM SUM =
=9 = +14= <0 = =90 = 6 = +6 = +50=

Overall Average

Profile of Results on the SILL

You will receive this Profile after you have contelé the Worksheet. This profile will
show your SILL results. These results will tell yitne kinds of strategies you use in
learning English. There are no right or wrong answe

To complete this profile, transfer your averagesefach part of the SILL, and your
overall average for the whole SILL. These averagedound on the Worksheet.

Part What Strategies Are Covered Your Average on This Part
A Remembering more effectively

B Using all your mental processes

C Compensating for missing knowledge
D
E
F
Y

Organizing and evaluating your |éagn
Managing your emotions
Learning with others

our Overall Average

Key to Understanding Your Averages



131

High Always or almost always used 45t05.0
Usually used 35t04.4

Medium Sometimes used 251034

Low Generally not used 15t02.4
Never or almosver used 10to 1.4

What These Average Mean to You
The overall average tells how often you use strasefgr learning English. Each part of
the SILL represents a group of learning stratedibes. averages for each part of the SILL
show which groups of strategies you use the madeéoning English.

The best use of strategies depends on yajmpagsonality, and purpose for learning.
If you have a very low average on one or more pErtee SILL, there may be some new
strategies in these groups that you might wans& Ask your teacher about these.
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Appendix B
On Fri, Nov 2, 2012 at 3:53 PM, <irb@umn.edu> wrote
TO : parkx002@umn.edu, sunxx103@umn.edu,
The IRB: Human Subjects Committee determined tinatéferenced study is exempt
from review under federal guidelines 45 CFR Pari@6(b) category #2
SURVEYS/INTERVIEWS; STANDARDIZED EDUCATIONAL TESTS;
OBSERVATION OF PUBLIC BEHAVIOR.
Study Number: 1210E23021
Principal Investigator: Wei Meyer
Title(s):
Study of Adult Language Learning Strategies Useélitime and Part-time Graduate

English Majors in China

This e-mail confirmation is your official Univergibf Minnesota HRPP notification of

exemption from full committee review. You will ncgceive a hard copy or letter.

This secure electronic notification between passavpootected authentications has been

deemed by the University of Minnesota to constitutegal signature.

The study number above is assigned to your resediicAt number and the title of your

study must be used in all communication with thB [iffice.
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Research that involves observation can be appronédr this category without

obtaining consent.

SURVEY OR INTERVIEW RESEARCH APPROVED AS EXEMPT UNHR THIS

CATEGORY IS LIMITED TO ADULT SUBJECTS.

This exemption is valid for five years from the @af this correspondence and will be
filed inactive at that time. You will receive a ifmation prior to inactivation. If this
research will extend beyond five years, you mubtrsia new application to the IRB

before the study’s expiration date.

Upon receipt of this email, you may begin your egsb. If you have questions, please

call the IRB office at (612) 626-5654.

You may go to the View Completed section of eRede&entral at

http://eresearch.umn.edu/ to view further detailsyour study.

The IRB wishes you success with this research.

We have created a short survey that will only @akeuple of minutes to complete. The
guestions are basibut will give us guidance on valn@as are showing improvement and
what areas we need to focus on:

https://umsurvey.umn.edu/index.php?sid=94693&lamg=u
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Appendix C

Survey Instructions for Participants

Dear participants

Thanks very much for your time and effort in sugiimgy my doctoral research. This is
completely voluntary. Your information is only usfed this research and will be properly
kept. When this research is completed all the détdoe destroyed. You are free to stop
completing the survey anytime you want.

In order to protect your identity, you don’t wrigeur name on the survey. If you don’t
feel comfortable give any information, please jesive it blank. You will be asked to
give your age, gender, academic status, years i @@erience, job status and marital
status at the end of the survey.

For any further questions please feel free to aivéei Sun at :

Email: sunwei@tjfsu.edu.cn

Tel: 022-23281181
| am very happy to answer any question relatetiéadésearch. Thanks again sincerely

for your support.

Sun Wei



