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ABSTRACT 

An Exploration of Belief about Language Learning and their Strategy Use 

of EFL Learners: Debre Markos University in Focus 

Niguse Mitiku 

Addis Ababa University, 2013 

The purpose of this research is fourfold. The first is to examine the overall 

strategies and beliefs about language learning by EFL learners at 

university level. The second is to find out most/least common strategies 

used and beliefs held by EFL learners. The third is to investigate the 

correlation between EFL learners’ beliefs about language learning and 

their strategy use. The final purpose is to examine the effect of background 

variables (gender, proficiency and academic major) on EFL learners’ beliefs 

and their strategy use. 

This study investigated the beliefs about language learning and their 

strategy usage of 402 university EFL students. Five instruments were 

used to measure students’ belief and their strategy use: (1) Individual 

Background Questionnaire (IBQ), Strategy Inventory for Language 

Learning (SILL), Beliefs About Language Learning Inventory (BALLI), 

TOEFL model test, and focused group interview. 

Descriptive analysis (frequencies, means and standard deviations), 

Pearson correlation analysis, a one way analysis of variance (ANOVA), a 

multivariate analysis of variance (MANOVA), and post hoc Tucky HSD test 

were performed at the 0.05 level of significance to answer research 

questions. 

The findings indicated that EFL students at university level used a 

medium range of strategies. Metacognitive strategies were used most 

frequently where as memory strategies were used least frequently among 

university students.  
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Students had strong beliefs of motivation and expectation whereas they 

had least beliefs on foreign language aptitude. There was significant 

correlation between language learning strategies and belief variables 

indicating the impact of beliefs on strategy use. Gender, English language 

proficiency and academic major had significant effects on the overall 

strategy use, the six categories of strategies, and individual strategy 

items.   

Gender and language proficiency did not affect overall beliefs, the five 

categories of beliefs, and the individual beliefs held by students. Academic 

major, on the other hand, had significant effects on overall belief, the five 

belief categories, and individual beliefs held by the students.  
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CHAPTER ONE: INTRODUCTION 
 

1.1 Background of the Study 

 

Over the year’s different methods and approaches to teaching and learning of English 

language to speakers of other languages, each with its own theoretical basis, have come 

and gone out of fashion. Most of these methods and approaches emphasize teaching 

rather than learning. However, in the last four decades, there has been a shift in focus in 

the field of second/foreign language acquisition from teaching method to learner 

characteristic (Oxford, 1990).  

It has become clearer that much of the responsibility for success in language learning 

rests with the efforts of individual learners. Some of these changes can be attributed to 

learners’ beliefs (Horwitz, 1987) and particular techniques and strategies (Oxford, 1990) 

that learners use to learn a target language. Since the late 1970s, how learners process 

new information and what kind of strategies they employ to understand, learn or 

remember that information has been one of the primary concerns of the researchers 

dealing with the area of foreign language learning (Cohen and Macaro, 2007). In line 

with this, there has been a prominent shift within the field of language education over the 

last four decades with a greater emphasis placed on learners and learning rather than on 

teachers and teaching. As learners gain a prominent place in second and foreign language 

acquisition research, there is also an increase in the attention given to the employed 

techniques and strategies they use to overcome learning difficulties. Among these 

techniques, language learning strategies have received much attention since the 1980s 

and their investigation has advanced our understanding of the processes that learners use 

to develop their language learning skills (Oxford, 1990).  Strategies are defined by 

Oxford (1990) as “specific actions taken by the learner to make learning easier, faster, 

more enjoyable, more self-directed, more effective, and more transferable to new 

situation”(p. 8).  

 



2 

 

Different research findings have shown the importance of language learning strategies in 

making language learning more efficient and in producing a positive effect on learner’s 

language use. According to Oxford (1990), Grenfell and Hariss (1999) and Chamot 

(2005), language learning strategies are important for two reasons. First, by examining 

the language learning strategies used by EFL learners during the learning processes, we 

can gain insights into the metacognitive, cognitive, social and affective processes 

involved in foreign language learning. Second, less successful learners can be taught new 

strategies, so that they can become better language learners. Adding to this, Holec (1981) 

noted that learning strategies can foster learners’ autonomy in language learning if they 

are taught accordingly. 

Since the time language learning strategy got recognition, the primary concern of the 

researchers dealing with the area of language learning has been on “identifying what 

good language learners report they do to learn a second or foreign language or, in some 

cases, are observed doing while learning a second or foreign language” (Wenden & 

Rubin 1987:19). This shows that early studies focused on learners’ behaviors and thought 

processes. For instance, Rubin (1975) and Stern (1975) suggested that a model of “the 

good language learners” could be constructed by looking special strategies used by 

successful learners, and these strategies used by the “good language learners” were 

thought to be consistent. However, in earlier studies, little attention was given to the 

relationship between language learning strategy use and success in language learning 

(Cohen and Aphek, 1980).  

Recent studies have looked at how the choice of  language  learning strategies is affected 

by various learner characteristics such as gender (Ehrman and Oxford, 1989; Wharton, 

2000), age (Purdie and Oliver,1999), second language proficiency ( Park,1997;Peacock 

and Ho, 2003), cultural background (Oxford, 1996; Politzer and Mc Groanty, 1985), 

learning styles (Ehrman and Oxford, 1989), motivation (kim-Yoon, 2000; Oxford and 

Nyikos, 1989;Ramirez, 1986) and beliefs about language learning (Park, 1997, 

Yang,1999).    
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Among the variables underlying strategy choice, beliefs about language learning have 

steadily become a prominent research issue in the field of second/foreign language 

education. Different researches show that learners’ beliefs about language learning have a 

major influence on how learners approach the language learning process.   

According to Abraham and Vann (1987), for instance, language learners’ beliefs may 

affect the variety and flexibility of the language learning strategies the learners use. In 

addition, Wenden (1987) examined what learners thought about how best to approach 

second language learning, and they found that their beliefs about language learning 

influenced their reported strategy use. For instance, learners who emphasized the 

importance of using language would often report using communication strategies, while 

those who emphasized the importance of learning about the language tended to use 

cognitive strategies According to  Wenden’s argument, learners’ beliefs about language 

learning may determine their approach to language learning. 

Contrary to this, Yorio (1986) found that some beliefs about language learning may have 

a negative influence on language learning. Adding to this, Horwitz (1987) states that 

some preconceived beliefs are likely to restrict learners in the range of strategies they use. 

For example, some language learners believe that they should not say anything in the 

foreign language until they can say it correctly, and some believe that if beginners are 

permitted to make errors at the early stages of language learning, it will be difficult for 

them to speak correctly later. 

Since the mid 1980s, a number of studies have focused on learner beliefs and learning 

strategies among university students engaged in learning various foreign languages 

(Horwitz, 1987, 1988). In the 1990s, Yang (1992), Park (1995), Truitt (1995), Oh (1996), 

Kim-Yoon (2000), and Hong (2006) have examined learners’ beliefs as well as other 

variables such as strategies, motivation etc., among various groups.  Horwitz (1999) 

evaluated the above studies and concluded that there is evidence that language learners’ 

beliefs may vary with different learner characteristics. Another issue raised by Horwitz 

(1999) is that learners may have undergone changes to their beliefs as they advanced 
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through the levels of the language they were learning. This is to say learners’ beliefs 

change as the level at which students learn advances. 

However, as far as the knowledge of the researcher is concerned, research into the 

interrelationship of beliefs and strategies as well as the effect of background variables 

(gender, language proficiency and academic major) on beliefs and strategies is a less 

investigated area in Ethiopian context. 

Thus, the main purpose of this study is  to investigate beliefs about language learning and 

their language learning strategy use of Debre Markos University (DMU) EFL learners.  

1.2 Statement of the Problem 

 

Wenden (1987) stated that learners’ prescriptive beliefs about how best to learn a 

second/foreign language represent their awareness of language learning process and have 

the potential for developing self-regulation. Adding to this, Cotterall (1995) stated that 

learner beliefs are indicators of their readiness for behavioral change toward autonomy. 

Such beliefs indicate that learners have begun to reflect on what they are doing in line 

with their goals, and this awareness may ultimately lead to self-regulation. 

What learners believe about language learning is frequently influenced by the context in 

which they learn. These beliefs, in turn, influence their learning behaviors. Regarding 

this, Horwitz (1987) conducted a study on students who had diverse cultural backgrounds 

learning English as a foreign language at the University of Texas.  According to the 

findings, learner beliefs about language learning varied according to cultural backgrounds 

and previous experiences. The interpretation of a learning task is closely related to the 

goals advocated within each learner’s cultural context, for a learning strategy valued in 

one culture may be deemed inappropriate in another (Olivares-Cuhat, 2002; Wharton, 

2000). A particular learning strategy can help a learner in a certain context to achieve 

learning goals that the learner deems important; whereas other learning strategies may not 

be useful for that learning goal. 

Different studies to date have shown that effective learners use a greater variety of 

appropriate strategies for both receptive and productive tasks, whereas less effective 
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learners have a smaller repertoire of strategies and often do not choose appropriate 

strategies for the task ( Rubin, 1975; Stern, 1975; Naiman et al., 1978 Reiss, 1985;). 

Researches on second/ foreign language have disclosed that language learning beliefs and 

language learning strategies are both critical constituents of understanding how to learn a 

second or foreign language. Regarding this, Horwitz (1988) argued that knowledge of 

learner beliefs may be useful to educators to understand how learners approach language 

learning. The findings may clarify some misconceptions about language learning which 

lead language learners to use less effective strategies.  Substantiating this, Freeman 

(2001) suggests that, in order to effect change in perception of the learner’s role in the 

learning process, we need to discover more about what learners do to learn successfully.  

We are increasingly living in a global world where the ability to communicate in English 

can be not just an added bonus but rather a true necessity. This is because English 

language is becoming a ‘language of international communication’ and the ability to 

communicate in the language would mean having an opportunity to be successful in 

education, science, business and other fields (Wharton, 2000). 

These days, many countries have introduced English classes to elementary schools, and 

many adults study English even after graduating from universities. For example, in 

Ethiopia English is taught from grade one up to colleges and universities as a subject. 

Starting from grade nine (in some regions starting from grade seven) through universities, 

English serves as a medium of instruction nationwide. Besides these, all universities in 

the country use English as their working language. Universities produce documents, hold 

meetings, write minutes and reports, etc. in English. 

Despite the status English has and the different efforts made to make students proficient 

in English language at schools and universities, students of different levels as well as 

graduates lack the expected command of English language almost in all skills. Regarding 

this, Teshome (2003) argued that the English language proficiency of most Ethiopian 

students in recent years is deteriorating. Substantiating this, Alemu (2004) and Mekasha 

(2005) showed that the level of students’ English proficiency at all stages of learning has 

been found below the required level. 
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In addition to these findings, the researcher’s teaching experience gave him insights that 

students at university level lack the required language proficiency in all skills i.e., 

listening, speaking, reading and writing.  Most students at tertiary education have been 

observed facing difficulties in performing tasks and activities in English language. 

Moreover, most of the researcher’s colleagues who have been teaching English in higher 

institutions are often heard complaining about the English language deficiency of 

students at universities.  

There could be different factors attributed to the poor English language proficiency of 

students. However, the researcher feels that students’ awareness about the use of 

language learning strategies, and the beliefs these students have about language learning 

could be the possible factors that affect their language proficiency. That is to say lack of 

awareness about the use of language learning strategies and inappropriate use of these 

strategies seems to contribute to the declining of students’ proficiency.  Besides, these 

students may have wrong beliefs about language learning which may affect their 

proficiency. 

If students learn language with a major goal of developing communicative skills and if 

the effectiveness of these students’ language skills is related to the strategies they use, 

language instruction should be geared towards helping students discover and employ 

relevant strategies to the given language tasks and activities (Williams and Burden, 

1997).  

As stated earlier, language learners will have the opportunity to develop different 

language skills effectively when they use appropriate language learning strategies which 

suit their learning purposes (Williams and Burden, 1997). Adding to this, Oxford (1990: 

1) stated that language learning strategies are “especially important for language learning 

because they are tools for active, self directed movement, which is essential for 

developing communicative competence.” The use of appropriate language learning 

strategies often results in improved proficiency or overall achievement in specific skill 

(Thompson and Rubin, 1996; Oxford et al., 1993). Particularly in the context of learning 

English as a foreign language (EFL), where exposure to the target language is limited, 
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effectiveness in using learning strategies will have significant effect on students’ 

performance not only in English but also in other subjects. At tertiary level where a 

medium of instruction is English, the academic environment often requires that EFL 

students be prepared to use all the four language skills: writing, reading, speaking, and 

listening. Thus, teachers should identify the language learning strategies their students 

use to help them improve their language proficiency (Oxford, 1990). 

On the other hand, identifying strategies learners use is only half of the job since 

language learning strategy use is affected by different variables (Oxford, 2002; Cohen 

and Macaro, 2007). Those variables might have profound effects on how learners 

approach language learning tasks and how successful they are (Cook, 2001). Thus, 

besides identifying strategies learners use, knowing the variables which affect language 

learning strategy use is important to help their students use language learning strategies to 

take responsibility for their own learning by enhancing learner autonomy, independence, 

and self direction (Oxford, 2002). 

As far as the knowledge of the researcher is concerned, regarding learning strategy use, 

only few local studies are found in Ethiopia. For instance, Abebe (1997), in a study 

conducted on strategies of vocabulary learning of Addis Ababa University Freshman 

students learning English as a foreign language, reported that students used a range of 

vocabulary acquisition strategies. The other study conducted by Solomon (2000) on 

reading strategies of first year students at Mekelle University (the then Mekelle 

University College), concluded that successful reading results from knowing how 

appropriately and effectively the strategies are used in reading. 

However, overall strategies EFL learners may use are not assessed. Besides, beliefs about 

language learning of Ethiopian EFL learners are not investigated. Moreover, another 

important dimension, i.e., the effects of variables (gender, academic major and 

proficiency) on language learning strategy choice and beliefs about language learning are 

not examined. 

Thus, this study sought to answer questions related to patterns of reported language 

learning strategy use and beliefs about language learning of Ethiopian EFL students and 
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how these strategies and beliefs relate to learner variables such as gender, language 

proficiency and academic major. 

1.3 Objectives of the Study 

1.3.1General Objective  

The general objective of the study is to investigate the beliefs about language learning 

and language learning strategy use of EFL students at Debre Markos University. In 

addition, the study examined the influence of students’ background variables on their 

English language learning beliefs and strategy use. 

1.3.2 Specific Objectives  

To achieve the above main objective of the study, this research specifically aimed to: 

1. assess the types of language learning strategies used by EFL learners 

2. assess the types of language learning beliefs held by EFL learners 

3. determine the most or least common strategies and beliefs used by the students.  

4.  investigate the relationship between learners’ beliefs about language learning and 

their strategy use.  

5. examine the influence of background variables: gender, language proficiency and 

academic major on learners’ beliefs about language learning and their use of 

language learning strategies. 

1.3 Research Questions 

 

In order to fulfill these purposes, the following research questions were designed: 

1. What language learning strategies do EFL learners report holding? Which 

strategies are most common or least common among the participants?  

2. What beliefs about language learning do EFL learners report holding? Which 

beliefs about language learning are most common or least common among the 

participants? 

3. Are there any relationships between the learners’ beliefs about language learning 

and their language learning strategy use?  
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4. What are the significant differences in the beliefs about language learning and the 

use of English language learning strategies by males and females?  

5. Does language proficiency have any effect on EFL learners’ language learning 

strategy use and beliefs about language learning? 

6. Does academic major have any effect on EFL learners’ language learning strategy 

use and beliefs about language learning? 

1.4 Scope of the Study 

 

The main purpose of the study is to assess beliefs about language learning and their 

strategy use of EFL learners. Thus, the study is: 

1. Delimited to first year EFL learners, thus it may not be generalizable to other 

batches; 

2. Concerned with assessing of EFL learners’ beliefs about language learning and 

their strategy use at Debre Markos University.  

1.5 Significance of the Study 

 

Recent studies show how learner’s choice of language learning strategies is affected by 

various learner characteristics, such as gender, age, language proficiency, cultural 

background, learning styles, social context, anxiety and language learning beliefs (Hong, 

2006). These variables, in turn, might have profound effects on how the learners 

approach language learning tasks and how successfully they learn the language.  

In order to be more effective, educators need to know who their students are and how 

they approach language learning. Hence, finding out about students’ language learning 

beliefs and their choice of language learning strategies will offer better insights into what 

EFL students expect and how they go about learning English in the classroom. Knowing 

learners’ strategies allows teachers, curriculum developers and textbook or module 

writers to understand which overall strategies are used by EFL students. Teachers will be 

able to reflect on whether or not their current teaching approach is compatible with the 

learners’ overall strategies and different strategy uses by gender, proficiency and 

academic major which have been shown to be relevant to language learning. In addition, 
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teachers will become aware of the EFL learners’ expectations of their English learning 

environments, which strategies should be incorporated to their English curriculum, and 

what tasks and learning materials must be provided to learners, taking the learners’ 

contexts into consideration. 

As many researchers have identified the correlation between a specific strategy 

instruction and English achievement, the importance of appropriate application of 

strategy instruction into the English curriculum has been widely recognized (Chamot, 

2004, 2005; Chamot & Kupper, 1989; Oxford, 1990; Yang, 1996). By integrating the 

strategies into the English curriculum, teachers will be able to help learners become 

aware of how, where and when the strategies should be used in the process of English 

learning. This awareness will promote the learners’ self-directed learning. 

By involving strategy training in English class, teachers can also help EFL learners foster 

their own learning autonomy in English learning. According to Oxford (1990), language 

learning strategies are “tools for active, self-directed involvement which are essential for 

developing communicative competence” (p.9). The growing emphasis on learning the 

English language in Ethiopia has been a trend in which English language learning is a 

lifetime learning process to most Ethiopians. They have to develop autonomous or self-

directed techniques or skills in learning English out of classroom. Oxford has placed 

great importance on the use of an effective language strategy in the sense that it helps 

learners to enhance their language learning performance. She also pointed out the values 

of language learning strategies from the self autonomy perspectives as “Language 

learning requires active self-direction on the part of learners; they cannot be spoon-fed if 

they desire and expect to reach an acceptable level of communicative competence” (p. 

201). 

As language learning beliefs can be culture-bound, knowledge of students’ beliefs may 

help English teachers reduce potential classroom conflicts that may stem from 

inconsistencies between teacher and learner language beliefs. If students are found to 

hold unrealistic or wrong beliefs about language learning, teachers may attempt to 

modify the preconceived notions that may influence their choice of language learning 
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strategies. Therefore, discussing realistic expectations regarding tasks may help and 

engage students in more effective learning. Finally, this study may serve as a springboard 

for further research. 

1.6 Limitations of the Study 

 

The data collection and analyses were carried out with caution in order to ensure 

reliability and validity of the study. However, there were some limitations of the study. 

First, the findings of the study are limited in Debre Markos University and the 402 

respondents; it may not be generalizable to all universities in Ethiopia. Second, the 

instruments used to assess students’ beliefs and strategy use were mainly the BALLI and 

the adapted SILL questionnaires, respectively based on a 5-point Likert scale system; the 

characteristics of retrospective self-reported survey may be problematic. The adapted 

SILL and the BALLI self-reported questionnaires may not include the whole range of 

strategies and beliefs, respectively. In addition, requiring students to self report their 

behavior, questionnaire results may not reflect students’ true beliefs and strategies they 

use, because the validity of the results of the study depends on the honesty, willingness, 

and ability to respond accurately to each question of the study. However, questionnaire 

administration is the most commonly used method for investigating beliefs and strategies 

(Horwitz, 1987, 1988; Oxford, 1990; Oxford and Burry-Stock, 1995). To counter the 

problem of questionnaires, of course, open-ended items were added at the end of SILL 

and BALLI questionnaires. Third, correlation analysis can indicate a relationship between 

two clusters of variables, yet it cannot indicate a causal relationship. Thus, the study 

results showed that associations between beliefs and strategy use exist, but they did not 

show whether beliefs influenced strategy use or vice versa. Finally, for measuring 

language proficiency, model TOFL test was employed. This was because obtaining 

original TOEFL test was difficult. Model TOEFL 2011 edition was used. Although it is 

recently published, items were designed carefully following the pattern of the original 

TOEFL, its reliability and validity may not be up to the desired level. As it is accessible 

to the market, some might have got it. However, before the administration of the test, the 

researcher asked whether any one has this sort of test, and confirmed that none of the 

subjects had seen the test. 
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1.7 Organization of the Paper 

 

 Chapter one presents background of the study, statement of the problem, purpose, 

significance, and limitation of the study. The remaining chapters are organized as 

follows: Chapter two reviews the related literature to this study. Chapter three describes 

the research design, participants, instrumentation, data collection, data analyses, and pilot 

study.  Chapter four, reports the results of the study. Finally, chapter five discusses the 

findings of the study, provides conclusions, and suggests implications and 

recommendations for further research. 

1.8 Definition of Terms 

 

The key terms in this study are defined as follows: 

Language learning strategies: are “specific actions taken by the learner to make 

learning easier, faster, more enjoyable, more self directed, more effective, and more 

transferable to new situations” (Oxford, 1990:8). 

Beliefs about language learning: refers to learners’ perceived ideas or notions on a 

variety of issues related to second/foreign language learning (Horwitz, 1987). 

Academic major: is the field of study which a student is studying 

Language proficiency: refers to learners overall English language performance as 

measured by standardized test (TOEFL). 
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CHAPTER TWO: A REVIEW OF RELATED LITERATURE 
 

This chapter presents a review of the literature which focuses on beliefs about language 

learning and language learning strategies. The section on language learning strategies 

includes theoretical framework, studies on good language learners, definitions and 

classifications of language learning strategies, factors affecting language learning strategy 

use, and language learning strategy training. The section on beliefs about language 

learning consists of definitions, classifications of belief about language learning, research 

and studies on beliefs about language learning.  

2.1 Language Learning Strategies 

 

There has been a prominent shift within the field of language learning and teaching over 

the last forty years with great emphasis being put on learners and learning rather than on 

teachers and teaching. With this paradigm shift, how learners process new information 

and what kind of strategies they employ to understand, learn or remember the information 

has been the primary concern of the researchers dealing with the area of foreign/second 

language learning. Initially, studies on language learning focused on describing and 

identifying externally observable behaviors of language learners. Gradually, researches 

on language learning focused on identifying strategic behaviors learners use when 

learning a language. Following this, researchers address factors affecting learning 

strategies 

2.1.1 Theoretical Framework of Language Learning Strategy 

 

Second/foreign language learning refers to the subconscious or conscious processes by 

which a language is learned in a natural or tutored setting and the factors that influence 

those processes (Ellis, 1985). Second language acquisition research examines how 

communicative competence- the ability to interpret the underlying meaning of a message, 

understand cultural references, use strategies to keep communication from breaking 

down, and apply the rules of grammar that develops in a second language (Savignon, 

1997). 
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Several theories have tried to explain second or foreign language acquisition/ learning. 

These theories are very closely related to first language acquisition theories. For example, 

Innatist theories (Bickerton, 1981; Krashen, 1985; Pinker, 1984) give primary importance 

to the learners’ innate characteristics. Interactionist theories (McLaughlin, 1990) 

emphasize the essential role of the environment in shaping language learning. Another 

theory, i.e. constructivist theory (Long, 1996), highlights the learners’ ability to construct 

internal representations as “mental pictures” of the target language. 

These theories explain the process of language acquisition from a top-down perspective, 

where it is assumed, just as for first language acquisition, that given sufficient input, a 

second language system develops in the mind automatically. 

However, second/foreign language learning process can be understood and explained if it 

is seen as a bottom-up and usage-oriented process. The cognitive theory of learning 

(Anderson, 1985; O’Malley, Chamot & Walker, 1987) provides this approach and lays 

the foundations for the theoretical framework behind language learning strategies. The 

cognitive theory of learning indicates that learning is an active and dynamic process. It is 

based on an information processing view of human thought and action. There are two 

fundamental principles underlying this theory. These are: 

Behavior can best be explained by reference to how individuals perceive and interpret 

their experiences and the way in which individuals think and reason parallels the manner 

in which computers process information (Anderson, 1985).  

In cognitive theory, individuals are said to process information, and the thoughts involved 

in this cognitive activity are referred to as mental processes.  Ausubel (1968) cited in 

Elena (2010), contended that learning takes place in the human mind through a 

meaningful process of relating new events or items to already existing cognitive concepts 

or propositions. Meaning is not an implicit response, but a “clearly articulated and 

precisely differentiated conscious experience that emerges when potentially meaningful 

signs, symbols, concepts, or propositions are related to and incorporated within a given 

individual’s cognitive structure on a no arbitrary and substantive basis” (Anderson & 

Ausubel, 1965) quoted in Elena (2010:33). This ability to relate accounts for a number of 
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phenomena: the acquisition of new meaning (knowledge), retention, the psychological 

organization of knowledge as a hierarchical structure, and the eventual occurrence of 

forgetting (ibid.). 

Cognitive psychologists tend to see second/foreign language learning as the building up 

of knowledge systems that can eventually be called on automatically for speaking and 

understanding. At first, learners have to pay attention to any aspect of the language that 

they are trying to understand or produce. Gradually, through experience and practice, 

learners become able to use certain parts of their knowledge so quickly and automatically 

that they are not even aware that they are doing it. This frees them to focus on other 

aspects of the language that, in turn, gradually become automatic (McLaughlin, 1987). 

Thus, learning strategies are special ways of processing information that enhance 

comprehension, learning, or retention of the information (O’Malley & Chamot, 1990). 

Weinstein and Mayer (1986) defined learning strategies (LS) broadly as "behaviors or 

thoughts that a learner engages in during learning that are intended to influence the 

learner's encoding process" (p. 315). Mayer (1988) more specifically defined learning 

strategies (LS) as "behaviors of a learner that are intended to influence how the learner 

processes information" (p. 11).  

As mentioned earlier, language learning strategies (LLSs) are about processing 

information in an effective way in order to achieve successful outcomes for language 

learning. Whether it is learning strategies (LSs) in educational psychology or language 

learning strategies (LLSs) in second or foreign language acquisition, there is obviously a 

link between LLSs/LSs and information processing theory in cognitive science. 

2.1.2 Studies on Good Language Learners 

 

In most of the earlier research on language learning strategies, the primary concern has 

been on identifying what good language learners report they do to learn second or foreign 

language. Research into language learning strategies has an underlying assumption that 

all language learners have their own rate of learning success. Some learners are more 



16 

 

successful than others in learning language, and some others have their individual 

learning skills or behaviors where others do not. 

A great number of empirical studies on language learning strategies have made attempts 

to identify common learning behaviors of good language learners, assuming that their 

certain learning skills are different from those of less successful learners (Ehrman, 1994; 

Ehrman & Oxford,1995; Green & Oxford, 1995; Stern, 1975; Naiman et al, 1978; Green 

& Oxford, 1995; O’Malley & Chamot, 1990; Cohen, 2003). While many of these studies 

were exploratory in nature and thus lacked empirical rigor, they suggested that the 

characteristics of good language learners and the strategies used would provide some 

useful guidelines to those less successful ones. These studies on good language learners 

attempted to identify language learning strategies through language learners’ behaviors. 

These studies yielded lists or taxonomies of language learning strategies used by 

successful language learners. Among these, studies conducted by Rubin (1975), Stern 

(1975) and Naiman et al. (1978) were the influential ones. 

Based on Videotaped classroom observations, Rubin (1975), Stern (1975) and Naiman et 

al (1978) made initial understanding of successful language learners. Rubin, in her 

investigation came to observe that determining learners’ strategies is a complicated task 

for language learning involving cognitive process which cannot be seen. Therefore, she 

gathered self reports by which she identified seven language learning strategies used by 

good language learners, namely,   willingness and accurate guessers,  have strong desire 

to communicate,  not inhibited, attend to form, practice, monitor their own and the speech 

of others, and attend to meaning. The stated aim for Rubin’s (1975) research was to 

enhance the success record of the less successful students by teaching them the strategies 

of the more successful learners.  

Another major study by Stern (1975) identified a list of ten language learning strategies 

used by good language learners. Based on his experience as a teacher, a learner and his 

review of extant studies, Stern believed that the good language learner is characterized by 

the following language learning strategies:   
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1. A personal learning style or positive learning strategies 

2. An active approach to the learning task 

3. A tolerant and outgoing approach to the target language and empathy with its 

speakers 

4. Technical know-how about how to tackle a language 

5. Strategies of experimentation and planning with the object of developing the new 

language into an ordered system, and revising this system progressively 

6. Constantly searching for meaning  

7. Willingness to practice  

8. Willingness to use the language in real communication  

9. Self monitoring and critical sensitivity to language use 

10. Developing the target language more and more as a separate learning system and 

learning to think in it (pp.311-316) 

Subsequent to Rubin (1975) and Stern (1975), Naiman et al (1978) conducted a study on 

34 good language learners. Naiman et al (1978:13) identified strategies for active 

involvement in the language task, for coming to hold with the language as a system, for 

using the language in real communication, for coming to terms with the affective 

demands of language learning and for coping with ambiguity.  

The above studies were exploratory in nature and thus were not drawn from empirical 

data rather from intuitions and observations of the researchers. However, these studies 

paved the way for the successive research works conducted on language learning 

strategies. 

Following the above studies about “good language learners”, different studies have been 

conducted to understand less successful language learners by investigating the language 

learning strategies used by this group of learners. These studies have compared language 

learning strategies used by the good language learners with those of the poor language 

learners. 

Porte (1988) interviewed fifteen poor language learners to find the language learning 

strategies they used. The interviews showed that the strategies used by this group of 
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language learners were similar to the strategies used by good ones. However, Porte 

argued that poor language learners used strategies in a less sophisticated and less suitable 

way than good language learners did in their approach to particular activity. O’Malley 

and Chamot (1990) on their part undertook investigations comparing effective and 

ineffective learners in their use of language learning strategies. More effective learners 

used a greater variety of strategies in all the strategy groups, and used them in ways that 

helped them complete the language task successfully. Less effective students not only 

had fewer strategy types in their repertoires but also frequently used strategies that were 

inappropriate to the task or that did not lead to successful task completion. Chamot 

(2004), in her later study, altered the definition of good language learners as“ Strategic 

learners have metacognitive knowledge about their own thinking and learning 

approaches, a good understanding of what a task entails, and the ability to orchestrate the 

strategies that best meet the task demands and their own learning strategies” (p. 14). 

Oxford (2003) argued that good language learners do not always employ the same 

strategies and they use a relevant orchestration of strategies at specific learning tasks.  

Along the same line, Vann and Abrham (1990) observed the language learning behaviors 

of successful and unsuccessful language learners. According to their finding, the 

difference between good and poor language learners in terms of language learning 

strategies is not quantitative but qualitative. Poor language learners used as many 

strategies as good language learners. Nevertheless poor language learners often failed to 

use strategies appropriate to the task, owing to lack of “cognitive control” (p.184). The 

study concluded that although learners used many of the same strategies as successful 

language learners, the difference was in how effectively they matched the learning tool to 

the learning task. 

In conclusion, language learners, successful or unsuccessful, have their own strategies 

and use them when needed for language tasks. The differences between more and less 

successful language learners are the management of their own strategies, the level of 

awareness they have of their own strategies, and the degree to which their strategies are 

efficiently applied to language learning tasks. Increasing research of good language 

learners will help teachers understand their behaviors and use of strategies. This in turn, 
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will guide teachers and their instruction when working with those who are less successful 

language learners.  

2.1.3 Definition of Language Learning Strategies  

 

There was no general consensus in the field of foreign/second language acquisition with 

respect to the appropriate ways of defining language learning strategies. Rubin (1975) 

defined language learning strategies as “any set of operations, steps, plans, or routines 

used by the learner to facilitate the obtaining, retrieval and use of information” (p.19). 

Tarone (198: 67) defined language learning strategy as “an attempt to develop linguistic 

and socio-linguistic competence in the target language to incorporate these into one’s 

inter-language competence”. This definition focuses on the linguistic competence, but 

does not emphasize the aspect of language learning. As for O’Malley and Chamot (1990) 

“learning strategies are the special thoughts or behaviors that individuals use to help them 

comprehend, learn, or retain new information” (p.1). This definition consists of two 

things. First, it shows that language learning strategies can be either observable 

(behavior) or unobservable (thoughts). Second, it clearly spells out the goals (i.e. 

…strategies are to help students achieve comprehension and learning new information). 

Rubin (1978) clarifies her previous definition and writes that language learning strategies 

are strategies which directly or indirectly facilitate the development of the language 

system. Rubin (1978) further summarizes language learning strategies as follows: 

1. Some language learners are more successful than others. 

2.  The learning process includes both explicit and implicit knowledge. 

3. Consciousness rising is not incidental to learn. 

4. Successful strategies can be used to good effect by less effective learners.     

5. Teachers can promote strategy use. 

6. Once trained, students become the best judge of how to approach the learning 

task.  

7. Self-direction promotes learning both inside and outside the classroom.  

8. Language learning is like other kinds of learning.  
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9. The success of learner training in other subjects is applicable to language 

learning.  

10. The “critical” faculty used by all humans in communicating ideas is important in 

language learning (pp.15-19).  

Rubin included not only aspects of motivation and engagement, but also suggested that 

strategies for more effective language learning can be learned and, thus, the language 

learning ability of individuals could be improved through strategy training. 

While earlier definitions of learning strategies focused on products of learning and 

behaviors reflecting unobservable cognitive processes, definitions ultimately evolved into 

a clearer understanding of what learners think and do during language learning. Cohen’s 

(1998) recent work recognizes the element of consciousness as a key to distinguishing 

strategic from nonstrategic thinking processes. He explained that if learners are not able 

to identify any strategies associated with learning behavior, then the behaviors would 

simply be referred to as a process, not a strategy. For example, a learner may guess new 

words in context while reading for better comprehension. If the learner is conscious about 

why the guess is taking place, then it would be called a strategy. Cohen stated that 

learning strategies are “processes which are consciously selected by learners and which 

may result in action taken to enhance the learning or use of a second or foreign language 

through the storage, retention, recall, and application of information about that language” 

(1998:4). 

One of the most frequently cited and applicable definitions of learning strategies to date 

is that of Oxford (1990),who defined language learning strategies as “…specific actions 

taken by the learner to make learning easier, faster, more enjoyable, more self-directed, 

more effective, and more transferable to new situations”(p.8). It reflects the intent of the 

learner and the specific actions the learner can take. She also includes how context plays 

a role in the language learning process. Oxford’s definition was comprehensive and 

includes most of the features of other definitions. Oxford’s (1990) definition thus, was 

adopted for this study. 
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2.1.4 Classification of Language Learning Strategies  

 

Just as there has been a need for a good definition for language learning strategies, there 

has also been a logical requirement for the classification of learning strategies in order to 

categorize and describe strategic behaviors of language learning. 

Language learning strategies have been classified by different scholars (Bialystok, 1978; 

Rubin, 1981; O’Malley et al, 1985; O’Malley and Chamot, 1990; Oxford, 1990). 

Considering social, biological and other factors, Bialystok (1978) classified language 

learning strategies into four categories: 

a. Functional practicing which refers to strategies used for a functional purpose, 

such as completing a transaction at a store.  

b. Formal practicing involves strategies employed for language practice in the 

classroom, such as verbal drills and noting errors. 

c. Monitoring involves conscious attempts made when practicing the language task. 

d. Inferencing means guessing meaning from contexts. 

 She provides a clear model which emphasizes both learning in a formal setting and in a 

real-life situation. It is obvious that she emphasizes the cognitive and metacognitive 

aspects of learning in her model. 

Naiman et al.’s (1978) taxonomy contains five broad categories of strategies that they 

asserted to be used by all good language learners: 

a. an active task approach,  

b. realization of language as a system, 

c. realization of language as a means of communication and interaction, 

d. management of affective demands, and 

e. monitoring of second language performance.  

Their classification scheme was built on data collected from interviews with a group of 

34 proficient adult language learners Following Rubin’s line of research, their scheme 

characterizes many important traits and techniques used by these successful language 



22 

 

learners. However, there seems to be a lack of theoretical foundation in second language 

acquisition or cognition, according to O’Malley and Chamot (1990.) 

Rubin (1981) on her part makes the distinction between strategies contributing directly to 

learning and those contributing indirectly to learning. Direct strategies, according to 

Rubin, are those that contribute directly to the learner’s language learning and include:  

a. clarification/verification,  

b.  monitoring,  

c. memorization,  

d. guessing/inductive reasoning,  

e.  deductive reasoning, and 

f. practice.  

Indirect strategies are those that benefit language learning indirectly: 

a) creating opportunities for practice, and 

b) using production tricks such as using circumlocutions, synonyms, or formulaic 

interaction.  

Rubin’s model was based on her observations of the learners, particularly the good 

language learners. As a pioneering researcher in the LLSs research, Rubin’s model 

certainly makes contribution to outlining the important strategies used by successful 

language learners. 

O’Malley et al. (1985:582-584) conducted a study concerning the range and frequency of 

learning strategies used by ESL learners. The study was conducted with 7 high schools 

and 22 teachers. Based on observation and interview they divided language learning 

strategies into three main categories. 

� Meta-cognitive strategies: planning for learning, thinking about the learning 

process,     monitoring ones production or comprehension, and evaluation. 

� Cognitive strategies: repetition, resourcing, translation, grouping, note taking, 

deduction, recombination, imagery, auditory representation, key word 

contextualization, elaboration are part of this strategy. 
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� Socio affective strategies: consists of cooperation, asking question for 

clarifications, interaction with others in learning. 

Chamot and O’Malley (1996) on their part proposed a three-part strategy taxonomy 

based on data collection using interviews and think-aloud by ESL young adult learners. 

 

� Metacognitive strategies: planning (advance organization, organizational 

planning, selective attention, self-management), monitoring (monitoring 

comprehension and production), and evaluating (self-assessment) 

� Cognitive strategies: Resourcing (finding and using appropriate 

resources), grouping, note-taking, elaboration of prior knowledge, 

summarizing, deduction/induction, imagery, auditory representation and 

making inferences 

� Social/affective strategies: questioning for clarification, cooperation and 

self talk. 

 O’Malley and Chamot’s (1996) work draws theories in cognitive science, particularly in 

information processing theory. It is important to note that their classification was not only 

theory-based but also was fairly accepted by both teachers and researchers in the field. 

All of these researchers made strenuous efforts in describing, interpreting and classifying 

various strategies. These taxonomies provide insights into the rich repertoire of potential 

LLSs. Even though these classifications were useful, there was a need to develop a more 

comprehensive classification system. Subsequently, Oxford (1990) classified language 

learning strategies based on the synthesis of earlier successive studies and factor-analytic, 

questionnaire-based studies of LLS among adult learners in general, and in relation to 

each of the four language skills of listening, speaking, reading and writing. Oxford 

proposed a comprehensive classification system of learning strategies using the two 

major groups given by Rubin’s (1981) model: direct and indirect strategies.  Each 

category was further divided into three (totally six) subcategories by Oxford. As in 

Rubin’s classification, Oxford argues that each of the six subcategories of language 

learning strategies can be classified as either direct or indirect depending on the 
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involvement of the target language; however, Oxford’s classification of direct and 

indirect strategies were different from Rubin’s classification. Oxford classified in terms 

of their involvement with the target language rather than their contribution to language 

learning processes as Rubin suggested.  

Oxford (1990) further argues that the six language learning strategies can be classified as 

either direct strategies (memory strategies, cognitive strategies and compensation 

strategies) or indirect strategies (metacognitive strategies, affective strategies and social 

strategies).  

Each is further defined and illustrated with examples below. 

Direct Strategies 

These strategies directly contribute to learning language. They include memory, cognitive 

and compensation strategies. Each of these is discussed in the following sections. 

 

a) Memory Strategies 

Memory strategies are specific devices used by learners to make mental linkages that will 

allow new information, most often vocabulary, to enter and remain in long-term memory. 

Oxford (1990: 40) categorized memory strategies into four: creating mental linkages, 

applying images and sounds, reviewing well, and employing action. 

Creating mental linkages strategies form the corner stone for the rest of the memory 

strategies by classifying and reclassifying language material into meaningful units, by 

associating or elaborating, and by placing new words into a context. Applying images and 

sounds strategies include using imagery, using key words, semantic mapping, and 

representing sounds in memory. Reviewing well strategy is done by reviewing carefully 

in spaced intervals. Employing action includes two ways, namely by using physical 

response or sensation and by using mechanical techniques. 

Although memory strategies could easily be viewed as cognitive strategies, their purpose 

is limited to memorization and involves mostly surface processing (Biggs, 1988). Prior 
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research shows that memory strategies operate differently from many cognitive strategies 

in terms of frequency of use (Oxford, 1996; Lan & Oxford, 2003). 

b) Cognitive Strategies 

Cognitive strategies are typically found to be the most popular strategies with the 

language learners (Oxford, 1990). Cognitive strategies are defined by Rubin (1987) as 

“the steps, or operations used in problem solving that require direct analysis, 

transformation or synthesis of learning materials”. Compared to memory strategies, the 

purpose of cognitive strategies is not simply memorization but deeper processing and use 

of the language (Biggs, 1988).  

There are four types of cognitive strategies, namely “practicing, receiving and sending 

messages, analyzing and reasoning, and creating structure for input and output”. Oxford 

creates the acronym PRAC, as illustrated in her statement “Cognitive strategies are 

PRACtical for language learning” (Oxford, 1990: 202). 

Practicing is the most important type of strategies that includes repeating, formally 

practicing with sounds and writing systems, recognizing and using formulas and patterns, 

recombining, and practicing naturally. Receiving and sending messages can be used by 

learners to extracting the new ideas by using a variety of resources for understanding or 

producing meaning. Analyzing and reasoning are concerned with the logical analysis and 

reasoning as applied to various target language skills. These strategies contain reasoning 

deductively, analyzing expressions, translating, and transferring. Creating structure for 

input and output combines three ways to create structure, namely taking notes, 

summarizing, and highlighting. 

c) Compensation Strategies 

Compensation strategies help learners when comprehending and producing the new 

language. Compensation strategies are classified into two, namely guessing intelligently 

in listening and reading, and overcoming limitations in speaking and writing. Oxford 

(1990:47) created acronym for this strategy GO as illustrated by her statement, “language 

learners can GO far with compensation strategies”. This strategy is useful when the 
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learners try to make educated guesses rather than become panic and tend to use whatever 

words they can find. In guessing strategies there are two strategies that can be used. The 

first one is ‘using linguistic clues’ (language based clues) and using other clues (non-

language based clues). The second strategy is ‘overcoming limitations’, as applied in 

speaking and writing, such as switching to the mother tongue, getting help, using mime 

and gesture, avoiding communication partially or totally, selecting the topic, adjusting or 

approximating the message, coining words, and using circumlocution or synonym. 

 

 

Figure 2.1 Diagram of Direct Strategies (Oxford, 1990)  

I. memory 
strategies 

A. Creating 
mental 
linkages 

1. Grouping

2. Associating elaborating 

3. Placing new words into a context 

B. Applying 
images and 

sounds 

1. Using imagery 

2. Semantic mapping 

3. Using keywords 

4.Representing sounds in memory 

C. Reviewing 
well 1. Structured reviewing 

D. Employing 
action 

1. Using physical response or 
sensation 

2. Using mechanical techniques 

II. Cognitive 
strategies 

A. 
Practicing 

1. Repeating 
2. Formally particing with sound and 
writing   

systems 
3. Recognizing and using formulas and patterns 

4. Recombining 

5. Practicing naturalistically 

B.Receicing 
and sending 
messages  

1. Getting the idea quickly  

2. Using resources for receiving  and sending messages  

C. Analyzing 
and reasoning 

1. Reasoning 
deductively 
2. Analysing 
expressions
3. Analyzing contrastively (across languages) 

4. Translating

5. Transferring

D. Creating 
structure for 

input and 
outpout 

1. Taking notes  

2. Summarizing 

3. Highlighting 
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                                                   Figure 2.1 (continued) 

Indirect Strategies 

These are strategies that enable direct strategies to occur or help learners to use direct 

strategies in language learning. These are metacognitive, affective and social strategies. 

Detail explanations and illustrations are given as follows. 

a) Metacognitive Strategies 

Meta means “above” or “beyond,” so metacognitive means “beyond” the cognitive. 

These are strategies that go beyond the cognitive and the way learners manage their own 

learning process. Wenden (1987:25) listed several planning ways that learners use, to 

choose what and how they want to learn the language; then, they prioritize which part of 

the language they prefer to learn first and finally they could set up their own learning 

goals. Metacognitive strategies; therefore, facilitate learners to make self-control to their 

own learning process. 

Oxford (1990:138) categorizes metacognitive strategies into three as centering your 

learning, arranging and planning your learning, and evaluating your learning. Centering 

your learning helps learners to keep focusing on certain language tasks, activities, skills, 

or materials. These strategies include activities such as overviewing and linking with 

already known material; paying attention to specific aspects of the language or situational 

details; and delaying speech production to focus on listening. 

III. Compensation 
strategies 

A. Guessing intelligenty 
1. Using linguistic clues  

2. Using other clues 

B. applying images and 
sounds 

1. Swtching to the mother tongue 

2. Getting help 

3. Using mime or gesture 

4.Avoding communication pratially or totally 

5. Selecting the topic 

6. Adjusting or approximating the message 

7. coning words 

8. Using a circumlocution or synonym 
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Arranging and planning your own learning include strategies used in finding out about 

language learning; organizing; setting goals and objectives; identifying the purpose of 

language task; planning for a language task; and seeking practice opportunities. 

Evaluating your own learning is self monitoring such as identifying errors in 

understanding or producing new language by evaluating ones progress. 

b) Affective Strategies 

Affective strategies refer to the learners’ emotions, attitudes, motivations, and values 

towards their learning process. These strategies help learners deal with their own 

emotions, motivations and attitudes while learning English language. As the unstable 

emotions and motivations would influence the learners’ effort during the learning 

process, “good language learners are often those who know how to control their emotions 

and attitudes about learning” (Savington, 1983; cited in Oxford, 1990:141). 

There are three ways used by learners to maintain their affective personality: lowering 

your anxiety, encouraging yourself, and taking your emotional temperature (Oxford, 

1990: 143). Lowering your anxiety can be applied by using progressive relaxation, deep 

breathing or mediation; by listening to music, or also by using laughter. Encouraging 

yourself includes activities like making positive statements, taking risks wisely, and 

rewarding yourself. Taking your emotional temperature consists of activities, like 

listening to one’s body, using a checklist to discover feelings, attitudes, and motivations 

concerning language learning.  

c)  Social Strategies 

Learning a new language requires a learner to be able to communicate in the new 

language in the community. Social strategies help learners when they engage in a 

conversation. Social strategies include activities such as asking questions, cooperating 

with others, and empathizing with others (Oxford, 1990:146). 

Asking questions includes activities like asking for clarification by paraphrasing, slow 

down, give example; and asking for correction when the learner makes a mistake. 

Cooperating with others can be done with peers or with proficient users of the new 
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language. Empathizing with others is applied by developing cultural understanding and 

becoming aware of other’s thoughts and feelings. 

Social strategies refer to how learners interact with other people in the context of learning 

languages and related culture. Social strategies include, among others, asking someone to 

speak slowly, practicing with others and showing interest in learning about the culture of 

English-speaking countries. This category, sometimes combined with affective strategies, 

is often part of strategy research (Oxford, 1990, 1996). As noted in the model shown 

above, Oxford broke down the social/affective category of O’Malley and Chamot (1990) 

into two categories, social and affective, and included more strategies in these two 

categories. The O’Malley and Chamot model contained only a few strategies in the 

social/affective category, implying comparison with metacognitive and cognitive 

categories that social/affective strategies were not very important. The Oxford model’s 

increased emphasis on social and affective strategies accorded with research from 

cognitive and educational psychology (Oxford, 1990). Furthermore, Oxford’s model 

united the whole range of compensation strategies for making up for missing knowledge. 

Other LLS models had unsystematically scattered compensation strategies into categories 

such as cognitive strategies (O’Malley & Chamot, 1990), communication strategies 

(Bialystok, 1978), and language use strategies (Cohen, 1998). 
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        Figure  2.2 Diagram of Indirect Strategies (Oxford, 1990) 

I. Metacognitive 
strategies 

A. Centering your 
learning 

1. Overviewing and linking with already known  

material 

2. Paying attentinon 

3. Delaying speech production to focus on listening 

B. Arranging and 
planning your 

learning 

1.Finding out obout language learning 

2. Organizing 

3. Setting goals and objectives 

4. Iidentifying the purpose of a language task (purposeful

listening/reading/speaking/writing)

5. Planning for a language task  

6. Seeking practice opportunities  

C. Evaluating 
your learining 

1. Self - monitoring 

2. Self-evaluating 

II. Affective strategies 

A.Lowering your anxiety 

1. Using progressive relaxation, deep breathing, or meditation  

2. Using music  

3. Using Laughter  

B. Encouraging 
yourself 

1. Making positive statements  

2. Taking risks wisely  

3. Rewarding yourself  

C. Taking your 
emotional 

temperature 

1. Listening to your body 

2. Using a checklist 

3. Wrting a language learning diary 

4. Discussing your feelings with someone else 

III. Social 
strategies  

A.Asking questions  

1. Asking for clarification or verification  

2. Asking for correction   

B. Cooperating 
with others 

1. Cooperating with peers   

2. Cooperating with proficent users of the new language   

C. Empathizing 
with others 

1. Developing cultural understanding 

2.  Becoming aware of others thoughts and feelings  
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Despite any advances provided by this model, Oxford cautioned that “there is not 

complete agreement on how many strategies exist; how they should be defined, 

demarcated, and categorized: and whether it is – or ever will be – possible to create a 

real, scientifically validated hierarchy of strategies” (1990:17). Hsaio’s confirmatory 

factor analysis compared the six-category model to two other LLS models (O’Malley & 

Chamot, 1990; Rubin, 1981) and found that it explained significantly more of the 

variance in learners’ strategy use than did the other two models, as reported in detail in 

Hsaio and Oxford (2002 ). Oxford’s model has been used by researchers and teachers 

around the world. Her Strategy Inventory for Language Learning (1990), based on this 

model, has been translated into 23 languages and used in more than 120 dissertations and 

theses. 

Ellis (1994) pointed out that Oxford’s (1990) system of language learning strategy 

classification was developed from strong theoretical bases and describe meta-cognitive 

and cognitive strategies more explicitly than other works. 

As can be seen from the above attempts, categorization of learning strategies was a 

logical outgrowth of research which attempted to identify and define strategic behaviors 

of language learners. This not only helped to group strategies, but also it assisted in 

creating instructional framework. 

2.1.5 The Role of Language Learning Strategies in Foreign Language Learning  

Research has shown that second/foreign language learning strategies are important for 

four key reasons. First, appropriate learning strategies are related to successful language 

performance. Second¸ using appropriate learning strategies helps students to take 

responsibility for their own learning. Third, learning strategies are teachable. Fourth, 

addressing learning strategies in their program gives teachers an expanded role. Let us 

examine each of these statements more fully (Oxford, 1990). 
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a) Strong Relationship to Language Performance 

Research comparing technical experts to novices indicates that experts use more 

systematic and useful problem-solving and comprehension strategies (Anderson¸1980; 

Larkin 1980). The same finding occurs with expert language learners. Successful 

language learners generally use appropriate strategies and these strategies help explain 

their outstanding performance (Rubin, 1975, 1981; Wenden, 1985). Whether or not they 

are aware of what they are doing, good language learners tend to use strategies that are 

appropriate to their own stage of language learning, personality, age, purpose for learning 

the language and type of language (Politzer & McGroarty,1983). Just as strategies help 

explain the performance of good language learners, inappropriate learning strategies help 

explain the frequent failures of poor language learners and even the occasional 

weaknesses of good language learners (Hosenfeld,1979; Reisa, 1983). If students and 

teachers know how learning strategies are most appropriately used, both groups can 

benefit greatly. Research provides us with numerous clues about how learning strategies 

enhance second language performance. 

b) Shifting Responsibility of the Learner 

Using appropriate learning strategies enables students to take responsibility for their own 

learning by enhancing learner autonomy and self-direction. Why is it important for 

language learners to be active and independent and to see themselves as such? One 

answer comes from findings in cognitive psychology. These findings show that all 

learning, especially language learning, requires to actively assimilating new information 

into their own existing mental structures creating increasingly rich and complete structure 

(Bates, 1972; Osgood, 1971). Active language learners develop their own understanding 

or models of the second language and its surrounding culture. As they work with the 

second language overtime, active language learners gradually refine their own linguistic 

understanding and with practice increase their proficiency in the second language. 

Appropriate learning strategies that encourage independent learning should be developed 

during classroom instruction. If this is done, the learner is able to keep on learning 

independently even when he or she is no longer taking formal language instruction.  
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c) Teachability of Learning Strategies 

Learning strategies provide a basis for remediating many difficulties in second language 

learning and for improving the skills of all language learners; unlike most other 

characteristics of the learner, such as aptitude, attitude, motivation, personality and 

general cognitive style, learning strategies are teachable. While teachers cannot do much 

about some of the learner’s other characteristics, research has shown that teachers can 

train students to use better learning strategies (Denny and Murphy 1986; O’Malley¸1984; 

O’Mally, Russo and Chamot, 1983). Students can also train themselves applying their 

own strategies through a variety of self-help materials. 

d) An Expanded Role for Teachers 

Shifting responsibility to the learner does not mean the teacher forfeits employment, 

importance, or prestige. On the contrary, it means that the teacher has an expanded role. 

That role not only includes imparting information, providing practice opportunities, and 

offering comprehension input to the learner¸ but also includes determining which 

strategies the learner is using, assessing how appropriate those strategies are, and 

teaching the learner how to use more appropriate strategies that foster self-directed 

learning. The teacher’s role expands to encompass stronger encouragement of appropriate 

strategies that foster self-directed learning.  

Generally, in this section, we have seen that learning strategies are important for four 

reasons. They improve language performance, encourage learner autonomy, are teachable 

and expand the role of the teacher in useful ways.  

2.1.6 Factors Affecting Language Learning Strategy Use 

 

Different research works on language learning strategies have often shown that a number 

of factors influence learners’ language learning strategy use. These studies have 

attempted to investigate how the uses of language learning strategies are affected by 

specific learner-related variables such as gender, proficiency, national origin, cultural 

background, motivation, attitudes, learning styles, previous language learning experience, 

and beliefs about language learning (Ehrman &Oxford, 1989: Oxford & Burry-stock, 
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1995: Oxford & Nyikos, 1989: Yang, 1992; Wharton, 2000). Dornyei (2005) described 

these studies of influencing individual differences in language learning strategies as “the 

most fruitful research direction in the area of learning strategies” (p. 171). Ellis (1994) 

highlighted variables deemed as important determinants of learning strategies and put it 

as “individual learner differences together with various situational factors (the target 

language being studied, the nature of the instruction, and the specific tasks learners are 

asked to perform) determine the learner’s choice of learning strategies” (p. 529).  

This study has focused on four primary variables that have often been thought of as the 

main factors affecting the different use of strategy: language proficiency, gender, 

academic major and beliefs about language learning.  

2.1.6.1 Gender  

Men and Women have distinct characteristics they bring into the classroom. The 

relationship between gender and learning has been the focus of many studies. 

Research has demonstrated increasing evidence of sex differences in the use of language 

learning strategies. For example, Oxford and Nyikos (1989) carried out a large study with 

foreign language students on the influence of gender on strategy use. A factor analysis 

showed that female students displayed a greater use of form rule-related practice 

strategies, general study strategies and conversational input elicitation strategies. 

Green and Oxford (1995) in a study conducted with 374 university students’ in Puerto 

Rico, found a greater use of learning strategies by women than by men. Substantiating 

this, Herman and Oxford (1989) found out that women used more general strategies, 

authentic language use, searching for and communicating meaning and self-management 

strategies than men. Vandergrift (1997) on her part showed that the use of language 

learning strategies was frequently higher in women compared to men. 

Along the same line, Ching-Yi et al (2007), in a study conducted in Taiwan College 

students found out that female students showed greater use than did male learners in three 

of the six categories: cognitive strategies, meta-cognitive strategies and social strategies. 
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In contrast to these significant gender differences, there are also studies showing a less 

clear distinction in strategy use between males and females. For example, Ehrman and 

Oxford’s (1989) study failed to discover any evidence of differing language learning 

strategy use between the two sexes. Wharton (2000) studied bilingual university students’ 

strategy use in Singapore. The study indicates a greater use of strategies among male 

students, with more focus primarily on memory, meta-cognitive, and cognitive strategies. 

Still another research by Al-Otaibi (2004) found out that gender did not have a significant 

overall effect on the use of language learning strategies.  

From overall research findings, it might be concluded, perhaps that although men and 

women do not always demonstrate difference in language learning strategy use, where 

differences are found, women tend to use more language learning strategies than men. 

Researchers agree that this difference in strategy use may result from other factors such 

as learning styles, verbal aptitude, socialization and life experience (Osanai, 2000; 

Wharton, 2000). Although most studies suggested that women tend to have greater 

strategy use, a decisive conclusion about gender and language learning strategies has not 

yet been reached.      

2.1.6.2 Age  

Learners of different ages approach language learning in different ways owing to their 

significance to psychological and social differences among them. Several studies showed 

that young learners tended to use social strategies more than other types of strategies, 

including discussing with and asking help from others (Lee, 2000; Oxford, 1996). In 

contrast, adult learners have shown high use of metacognitive strategies for planning, 

organizing and evaluating their own L2 learning (Oh, 1992; Touba, 1992). Purdie and 

Oliver (1999) worked with bilingual primary school-aged children to explore the 

relationship between affective factors and learning strategies. It was found that this group 

preferred to use cognitive strategies while social strategies were not very popular. 

Griffiths (2003) conducted a study in New Zealand with 348 students from a wide age 

range from 21 different countries and found a significant difference between frequency of 

strategy use between advanced level and elementary level students.  
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Age does appear to have an influence on how learning strategies are used by learners but 

the findings from the studies reviewed do not point to any clear indication of how age 

impacts the use of strategies.   

2.1.6.3 Language Proficiency 

Researchers have investigated the correlation between language learning strategy use and 

the learners’ language proficiency. These researchers have reported a strong relationship 

between the use of language learning strategies and the learners’ language proficiency 

(Park, 1997; Akbari, 2000; Chou, 2002; Hong & Leavell, 2007). 

Various studies employed different measures for gauging language learning proficiency 

including: standardized proficiency tests (Bremner, 1998; Grifths, 2003; Park, 1997; 

Phillips, 1991), entrance and placement exams (Chou, 2002, Ku, 1995; Mullins, 1992) 

and self rated proficiency (Oxford & Nyikos, 1989; Wharton, 2000). 

Green and Oxford (1995) explored the relationship between language proficiency and 

strategy use of 374 university students in Pure to Rico using achievement test. The study 

revealed that successful language learners use strategies in greater frequency and to a 

higher degree than less successful learners. Using standardized English proficiency test, 

Park (1997) found that Korean University students chose learning strategies differently 

according to their language proficiency. The findings showed that all six categories of 

strategies measured by the SILL were significantly correlated with the participants’ 

TOEFL scores. 

Similar findings have also been reported in other studies that address Asian EFL learners’ 

patterns of language learning strategy use. Chou (2002), for instance, looked into English 

scores of Taiwanese students who took the entrance exam of Technology-Based College 

and compared it with their strategy use. In so doing, Chou found a strong linear 

correlation between the learners’ proficiency and strategy use in favor of more proficient 

language learners. 

Oxford and Nyikos (1989) explored the relationship between language learning strategies 

and self rated English proficiencies in reading, speaking and listening. The researchers 
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confirmed that learners’ proficiency was highly correlated to their reported use of 

language learning strategies. 

Wharton (2000), on his part, looked into the relationship between strategy use and self-

rated language proficiency of university students. The study uncovered a strong 

correlation between the students’ strategy use and their self rated proficiency. 

In contrast, some studies reported a negative relationship between L2 proficiency and 

strategy use. For instance, a study by Mullins (1992) used the scores of a Thai University 

entrance examination and an English placement test as English proficiency measures of 

110 Thai students. The findings revealed that language proficiency did not strongly 

correlate with overall strategy use and reported a negative correlation between English 

proficiency and the use of effective strategies. In other words, the students with higher 

English proficiency showed lower scores on strategy use, especially in affective strategy 

use. 

Phillips’ (1991) study revealed a different relationship between strategy use and language 

proficiency. He found a curvilinear relationship between the use of learning strategies 

and language proficiency, including a higher use of strategies by students with 

intermediate language proficiency. The mid range TOEFL scorers group reported 

significantly greater strategy use than either higher or lower proficiency groups. 

In general, the relationship between strategy use and English language proficiency seems 

complex. 

2.1.6.4 Learning Style 

 

Students with different general learning styles often choose different kinds of strategies 

(Oxford, 1989). Ehrman and Oxford (1990) investigated the relationship between 

learning style and choice of language learning strategies. 

They used the Myers-Briggs Type Indicator (MBTI) to measure students’ learning styles 

and the SILL to assess students’ use of language learning strategies and found some 
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statistically significant connection between them. The findings of this study are 

concluded in terms of eight learning styles: 

� Extroversion/Introversion: Extroverts used more social strategies while 

Introverts preferred metacognitive strategies. 

� Sensing/Intuition: Sensing students preferred memory strategies; whereas, 

intuitive students used mainly affective and compensation strategies. The 

latter preferred to use strategies for searching for and communicating 

meaning, authentic language use, and formal model building. 

� Thinking/Feeling: Thinkers used more cognitive and metacognitive 

strategies, and feelers used more social strategies 

� Judging/Perceiving: Judgers reported greater use of general strategies than 

perceivers, whereas perceivers reported greater use of strategies for 

searching and communicating meaning. 

Ko’s study (2002) investigated how 161 Taiwanese junior high school EFL students’ 

learning strategies were affected by the students’ perceptual learning style preferences. 

Results showed that students with a multiple style and students with a visual/nonverbal 

style had higher English achievement than students with other style preferences. 

Regarding overall strategy use, no significant difference was found among groups with 

different perceptual style preferences. Kinesthetic/tactile-style learners used significantly 

more memory-related, compensation, and social strategies than did other style groups. 

Visual/nonverbal and multiple-style learners used significantly more affective strategies 

than other style groups. However, students’ strategy use was not at a high frequency level 

in general. 

2.1.6.5 Academic Major 

 

The research literature is sparse regarding the direct effect of academic major on success 

in second/foreign language learning. However, several studies have shown that academic 

major influences students’ choice of language learning strategies. 
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For instance, Rong (1999) examined the use of language learning strategies at university 

students in China. The researcher invited 265 university students from three academic 

majors: science (31%), arts (35.5%) and English (32.8%). A questionnaire adapted from 

Oxford (1990) SILL was used. The findings from this study showed that students 

majoring in English used significantly more strategies in four strategy categories 

(cognitive, compensation, affective and social) than did science students who were 

learning English alongside their major subjects. 

Similar findings were also reported in a study by Mochizuki (1999) in Japan. In this 

study, 44 English majors and 113 non-English majors at the faculty of science and 

agriculture were selected. Using Oxford’s (1990), 80 item SILL, the study found that 

English majors used compensation, social and metacognitive strategies significantly more 

often than did non-English major students. 

Chou (2002) on his part investigated language learning strategy use of 474 university 

students majoring various disciplines at five technological and vocational colleges in 

Taiwan. The study revealed that academic major had an effect on strategy use. Students 

majoring in foreign languages used significantly more strategies than did those majoring 

in nursing, industrial engineering, business, information management or education. This 

might have been because foreign language students’ job was dependent on their language 

skills.  

In addition to comparing language learning strategy use, difference between English 

majors and non-English majors, Peacock (2001) conducted a study with three academic 

majors: physics, mathematics and engineering in Hong Kong University. Peacock 

reported that physics students used significantly fewer cognitive strategies than students 

from other two disciplines, and mathematics students used significantly fewer 

metacognitive strategies. 

Another large scale study conducted by Gu (2002) investigated academic major 

influences Chinese EFL students’ use of vocabulary learning strategies. Although this 

study did not show conclusive evidence that arts students differed significantly from 

science students, some strategy differences in vocabulary learning were found between 
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arts and science majors. The study also found that science students demonstrated some 

characteristics of unsuccessful language learners (e.g., belief in memorization of words, 

focus on word form and relying on visual encoding) where as arts students appeared to 

have more extracurricular time for English learning (GU, 2002:48). 

A recent study by Peacock and Ho (2003) investigated language learning strategies of 

1,006 Hong Kong University students who were learning English as academic purposes. 

The study examined the strategy use of eight different majors: building and construction, 

computer science, engineering, science, mathematics, English, business, and education. 

The study revealed that English majors reported the highest overall strategy use, followed 

by education, business, mathematics, sciences, engineering and building and construction 

students. Computer science major students indicated the lowest overall strategy use 

among others. The information collected through interview showed that English majors 

reported the strong desire to do well in English and a great awareness of the importance 

of English language. On the other hand, computer science majors either did not see 

English as an important subject or lacked interest in using or learning English. 

Although the above studies showed that academic major influences language learners’ 

strategy use, there are findings that contradict with this. For instance, Wharton (1997) 

investigated the impact of academic major on language learning strategy use of 678 

university students in Singapore. The research finding revealed that students’ academic 

major had no significant effect on learners’ language learning strategy use. According to 

Wharton, the absence of the effect of academic major on learners’ strategy use may be 

attributed to the type and degree of motivation in learning foreign language in Singapore.  

To conclude, although not conclusive, the studies above show that academic major has an 

effect on students’ choice of language learning strategies. Students majoring in English, 

humanities and social sciences tend to use more strategies than students majoring in 

engineering and science. The difference in the use of language learning strategies 

between different academic majors may suggest that different career orientations and 

course structures result in different motivations to learn language, which in turn, will 

influence the use of language learning strategies.  
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2.1.7 Research on Language Learning Strategy Training 

 

Based on the idea of trainability of language learning strategies, researchers have 

attempted to find training effects For instance, O’Malley et al. (1985) conducted language 

learning strategy training with high school English students to determine whether the 

combination of strategies selected for language learning tasks would facilitate learning in 

a natural classroom setting. Their analysis of training effectiveness produced mixed 

findings, depending on the language learning strategies and tasks. In the speaking test, the 

metacognitive group outperformed the cognitive group, which in turn scored higher than 

the central group. The results of listening, however, did not distinguish between groups. 

In the vocabulary test, there were also no significant overall differences among the 

groups. In general, Hispanic students benefited from strategy instruction, but Asian 

students did not. 

Another strategy training program was conducted by Cohen and Aphek (1980) to check 

the relationship between learners’ use of association strategies and vocabulary learning. 

The training effect of this study was positive in that students used the associations formed 

during training in succeeding vocabulary learning tasks, and performance was better than 

that of the control group. 

In another study Hosenfeld (1984) reports on two case studies in which attempts were 

made to teach two unsuccessful high school students the strategies that successful foreign 

language readers utilized. After introducing the strategies which help in obtaining 

meaning from text, through think-aloud and introspective/retrospective producers, it was 

observed that the two unsuccessful readers were able to utilize the language learning 

strategies used by successful readers in new reading tasks. 

Prokop (1989) also examined the effect of strategy training on high and low achievers. 

He found that high achievers, who possessed very effective strategies from the beginning, 

increased their use of strategies over the experimental training. On the other hand, low 

achievers, who were found to possess in effective strategies before training, changed their 

strategy use in desirable directions.  Prokop (1989) concluded that learning strategy 

instruction appeared to give the greatest benefit to those low achievers. 
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Lindy (2003) conducts strategy training with 47 Taiwanese college students who were 

divided into an experimental group attended the strategy training course, while the 

control group participants did not receive the strategy training. The main findings address 

the effectiveness of strategy training on students’ target language learning in terms of 

their improvement in strategy use, the affective domain, and proficiency levels. 

Thus, according to Cohen (1998), strategy training aims to provide learners with the tools 

to do the following: 

a) Self diagnose their strengths and weaknesses in language learning 

b) Become aware of what helps them to learn the target language most efficiently 

c) Gets a broad range of problem solving skills 

d) Experiment with familiar and unfamiliar learning strategies 

e) Make decisions about how to approach a language task 

f) Monitor and self evaluate their performance, and 

g) Transfer successful strategies to new learning contexts 

However, the effectiveness of all strategy training on language learning is not still 

conclusive. For instance, Wenden (1987) conducted strategy training with twenty three 

advanced students from various cultural backgrounds for a seven week program of 

English. The purpose of the training was to help students become familiar with: (1) 

comprehension exercise (2) class discussions, (3) out of class practice tasks, and (4) dairy 

writing. In this study, the training effects were so unsuccessful that less than 50% of the 

students agreed to the usefulness of strategy training, and only five students gave reasons 

for the usefulness of strategy training. 

Bialystok (1983), on his part, investigated the relationship between strategy training and 

vocabulary acquisition, and found no significant relationship between the two variables. 

According to Oxford (1993), strategy training studies which showed no or negative 

effects usually “revealed some methodological problems that might have obscured some 

potentially important findings” (p.181). In addition to this, the training content, training 
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time, skills, or data collection methods, previous studies covered could be other issues 

which might have damaged the reliability of training results. 

To conclude, strategy training is important for foreign/ second language learners. 

Language learners should be encouraged to learn and use a broad range of language 

learning strategies that can be informed throughout the training process. The next section 

discusses strategy instruction-about its importance and the different training models. 

2.1.8 Language Learning Strategy Instruction 

 

Helping learners develop effective language learning strategies should be a major goal of 

language teaching. Teachers teaching language in the classroom have two goals: teaching 

learners ‘what to learn’ (the product), and teaching them ‘how to learn’ (the process). The 

good language teacher is the one who teaches learners ‘how to learn, how to remember, 

how to think, and how to motivate themselves’ (Weinstein & Mayer, 1986:315). 

Most researchers have provided a rational for strategy instruction. For example, Chamot 

and O’Malley (1987) stated that students who are taught to use strategies and are 

provided with sufficient practice in using them will learn more effectively than students 

who have had no experience with the learning strategies. Studying strategies used by 

learners provides teachers with the opportunity to know about how they perform tasks 

and process new input (Hismanoglu, 2000). It also helps them become more aware of 

their learners’ needs and of how their teaching styles are appropriate to their learners’ 

strategies (Oxford et al., 1990:210).  

Strategy instruction is learner centered and based on active and self-directed learning. 

Strategy instruction helps learners become aware of learning strategies, find strategies 

appropriate for tasks given to them, be able to compare their strategies with those of good 

language learners, determine and apply strategies to tasks, and reflect on their strategies. 

Strategy instruction should not simply include training of language learning strategies but 

also facilitates learning how to manage their emotion and beliefs about being responsible 

for learning strategies. Regarding this Oxford (1990) stated the goal of strategy 

instruction as follows: 
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The general goals of [strategy] training are to make language learning 

more meaningful, to encourage a collaborative spirit between learners 

and the teacher, to learn about options for language learning, and to 

learn and practice strategies that facilitate self reliance. Strategy 

training should not be abstract and theoretical but should be highly 

practical and useful for students. (p. 20). 

In addition, strategy instruction has the overall learning goals; to foster learners to be 

aware of learning strategies, to select and use relevant strategies at a new task, and to 

encourage learners to reflect on their learning strategy use with a post task (Dornyei, 

2005). As learners become more aware of their preference for learning strategies, they 

may expand their repertoires of language learning strategies. 

Strategy instruction, according to Oxford (1990) should be fun and motivating, practical 

and useful as informed training. Some researchers have presented classroom strategy 

instruction models. These models are given in the following table. 
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Table 2.1 Language Learning Strategy Instruction Model 

No. Name of The model 

1 Oxford (1990)- Steps in the Strategy Training Model 

1.Determine the learners’ needs and the time available 

1. Select strategies well 

2. Consider integration of strategy instruction 

3. Consider motivational issues 

4. Prepare materials and activities 

5. Conduct completely informed training 

6. Evaluate strategy training 

7. Revise strategy training (p. 240) 

2 O’Malley & Chamot (1990)- Cognitive Academic Language Learning Approach 

(CALLA) 

1. Preparation: identify objectives, elicit students’ prior knowledge, develop 

vocabulary, and provide motivation 

2. Presentation: present new information in varied ways, model process explicitly, 

explain learning strategies, and discuss connections to students’ prior knowledge  

3. Practice: use hands on/inquiry based activities, provide different cooperative 

learning structures, use authentic content tasks, and ask students to use strategies 

4. Evaluation: students reflect on their own learning, evaluate themselves, and assess 

their own strategy use 

5. Expansion: students apply information to first language knowledge(pp. 17-18) 

3 Macaro (2001)- Learner Strategies Training Cycle 

1. Raise the awareness of students 

2. Exploration of possible strategies available 

3. Modeling by teacher and/or other students 

4. Combining strategies for a specific purpose or task 

5. Application of strategies with scaffolded support 

6. Initial evaluation by students 

7. Gradual removal of scaffolding 

8. Evaluation by students and by the teacher 

9. Monitoring strategy use and rewarding effort (as cited in Dornyei, 2005, p. 177) 
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Regarding the methods of instruction, researchers have discussed the effectiveness of 

direct versus embedded instruction. Direct instruction involves learners being told the 

benefits of strategy instructions by participating in the practice of strategies.  Embedded 

instruction provides learners with materials and tasks, which plan to elicit the use of 

strategies they have already learned without being informed about the values of strategy 

instruction. Most researchers put more credit on direct strategy instruction. Learners 

become aware of strategies applied in class, therefore; they are able to use the learned 

strategies in other language tasks outside of the classroom (Chamot, 2005; O’Malley & 

Chamot, 1990; Oxford, 1994).  

2.2 Beliefs about Language Learning 

 

Beliefs about language learning have become an interest of researchers in the field of 

second or foreign language learning because of the assumptions that “success depends 

less on materials, techniques, and linguistic analysis, and more on what goes on inside 

and between the people in the classroom” (Stevick, 1980:4). According to Stevick, what 

goes on inside learners, which includes learners’ beliefs seems to have a strong impact on 

learners’ learning process. 

Researchers have long claimed that people possess some preconceived ideas about 

various issues and that these beliefs can influence their understanding of and reactions 

towards new information. Learners’ beliefs about language learning underlie their choice 

of language learning strategies (Wenden, 1986; Horwitz, 1987; Yang, 1993). In the 

following sections, definitions, classification, development of beliefs about language 

learning inventory, and studies on beliefs about language learning are given.  

2.2.1 Definition of Beliefs about Language Learning  

 

The term belief about language learning was not clearly defined by researchers in the 

field of language education. It seems either that the researchers assumed that the term can 

be understood intuitively or that it is too complex to be defined.  

In most studies, the term beliefs about language learning is used as a known construct 

without providing further explanation while some studies define the term belief alone. 
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However, researchers do not seem to have reached consensus about the meaning of 

beliefs. Pajares (1992: 309) stated that “defining beliefs is at best a game of player’s 

choice”. Furthermore, he provided that an extensive list of words like the one below can 

be found in the literature as a reference of beliefs: attitudes, values, judgments, axioms, 

opinions, ideology, perception, conceptions, conceptual systems, preconceptions, 

dispositions, implicit theories, explicit theories, personal theories, internal mental 

processes, action strategies, rules of practice, practical principles, perspectives, 

repertories of understanding, and social strategy (p.309). 

Pajares pointed out that a confusion researchers have in defining the term beliefs is the 

distinction between beliefs and knowledge; some argue that they are the same, whereas 

others perceive that they are different. Pajares concluded that a distinction used 

commonly in most distinctions is that “belief is based on evaluation and judgment; 

knowledge is based on objective fact” (p.313). Consistently, the definitions used in 

studies on beliefs about language learning seem to reflect this argument.  

The following are some definitions of beliefs used in previous studies. Beliefs  about 

language learning refers to notions, perceived ideas, insights, perspectives, philosophies, 

opinions, assumptions of the nature of language learning (Hosenfeld, 1987; Omaggio, 

1987; Horwitz, 1987). According to Victoria & Lockhart (1995) beliefs about language 

learning consists of “general assumptions that students hold about themselves as learners, 

about factors influencing language learning and about the nature of language learning and 

teaching” (p: 224). Richardson (1996:103) defines believes as “psychologically held 

understandings, premise, or propositions about the world”.  

Wenden (1991), on her part, defines beliefs about language learning in terms of the 

characteristics of learners’ beliefs:  

� stable (stored in long term memory), 

� stateable (available to awareness activated through utterance), 

� fallible (not always correct and empirically supported as some represent the 

outcome of a learner’s experience, and 

� interactive (influence the outcome of a learning activity and learning tasks).  
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These beliefs have different origins. Some beliefs are influenced by students’ previous 

(positive or negative) experiences as language learners (Gaoyin & Alvermann, 1995), 

while other beliefs are shaped by students’ cultural backgrounds (Alexander & Dochy, 

1995), family /home background (Dias, 2001), and individual differences such as 

personality (Abraham & Vann 1987; Furnham, Johnson & Rawels, 2002). 

To sum up, the definitions given about beliefs of language learning share commonalities. 

The nature of language, the nature of language learning, factors affecting language 

learning and how best to learn a language, are the common themes found in each 

definition.  

In the present study, beliefs about language learning is understood as personal knowledge 

about second or foreign language learning including issues such as who can learn a 

second or foreign language (who), the reasons why people should learn a second or 

foreign language (why), the best way to learn a second or foreign language (how), the 

learning tasks that should be included in the learning (what), and the best place or 

environment and time to learn the language (where and when). Furthermore, it is 

assumed that beliefs about language learning contain some personal value judgment 

about these issues not sole knowledge about the issues. In other words, beliefs about 

language learning are ideas that learners hold and think that they are true about language 

learning which may be different from the actual information the learners have received. 

2.2.2 Classification of Beliefs about Language Learning  

Wenden (1987), in a study conducted with 25 adults enrolled in a part-time advanced 

level class at an American University grouped the beliefs identified into three: 

� Use of the language (for example, the importance of learning in a natural way);  

� Beliefs related to learning about the language (for example, the importance of 

learning grammar and vocabulary); and 

� The importance or personal factors (i.e., beliefs about the feelings that facilitate or 

inhibit learning, self concept, and aptitude for learning). 
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Benson and Lore (1999), on their part, distinguished beliefs into two: ‘higher order’ and 

‘lower order’. 

Among researchers, Horwitz (1987) is considered the first who attempted to identify 

language learners’ believes in a systematic way. Based on free recall tasks and focus 

group discussions with both foreign/second language students and teachers, she 

developed a 34 Likert scale questionnaire, named as Beliefs About Language Learning 

Inventory (BALLI). Using BALLI, she identified five major beliefs: foreign language 

aptitude, the difficulty of language learning, the nature of language learning, learning and 

communication strategies, and motivation and expectations. For this study, Horwitz’s 

(1987) classification is adopted, for it is comprehensive and used in different second and 

foreign language studies. Horwitz’s classification of beliefs into five categories is 

discussed in detail in the following section. 

2.2.2.1 Beliefs about Foreign Language Aptitude 

The belief that some people have a special ability to learn foreign language has been 

discussed in a few studies as possibly having negative effects on learners’ language 

learning. However, little empirical evidence has been revealed. For instance, Horwitz 

constantly discussed the negative effects of beliefs about foreign language aptitude in her 

three studies (1985, 1987, and 1988). She argued that learners who believe in the 

existence of foreign language aptitude but do not think that they themselves have it risk 

negative effects on their own language learning. She further explained that “students who 

feel that they lack some capacity necessary to language learning by virtue of personal 

make up or group membership –probably doubt their own ability as language learners 

and expect to do poorly in language study”(p.288). 

Mori (1999) found another risk that learners take when they believe in the existence of 

language learning aptitude. She explained that learners who perceived language learning 

ability as “uncontrollable” or  “fixed” may not want to invest themselves in the learning. 

In her study, Mori found that the learners who believed that a foreign language learning 

ability was an innate ability and could not be improved tended to achieve less in language 
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learning than those who “perceive their own ability  as controllable, increasable entity” 

(p.408). 

2.2.2.2 Beliefs about the Difficulty of Language Learning 

Beliefs about the relative difficulty of the target language have also been discussed and 

found to relate to language learning success. 

First of all, beliefs about the difficulty of language learning were found to be associated 

with the language achievement. Mori (1999) found that learners who perceived the target 

language that they were learning as an easy language tended to do better than those who 

believed that they were dealing with a difficult task. 

On the other hand, Horwitz (1989) and Truitt (1995) found that beliefs about language 

difficulty of the target language were associated with anxiety. Learners who perceived 

that the target language was relatively difficult were found to have higher anxiety than 

those who believed they were learning an easy language. 

According to these findings, learners’ beliefs about the difficulty of language learning 

may contribute to success in language learning. Learners who perceive that they are 

dealing with an easy task may not be confronted with discomfort caused by anxiety. They 

can make efforts in their learning up to their potential, and thus attain ultimate success in 

their learning. In contrast, learners who are confronted with anxiety, though they have the 

potential to be successful in language learning, may avoid performing language tasks and 

lose opportunity to improve their language skills. Consequently, these learners may not 

perform well in language classes. 

In order to prevent negative effects of beliefs about the difficulty of language learning, 

researchers encourage realistic estimation. They do not think that the notion that the 

target language is easy is more beneficial than the notion that it is difficult. Horwitz 

(1985, 1987), for example, has said that an underestimation of the difficulty of the target 

language will not lead to any positive consequences. Horwitz (1987) argued that learners’ 

judgments about language difficulty affect “their expectations for and time commitment 

of language learning” (p. 123). Therefore, learners who underestimate the difficulty of 
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their target language and believe that they are learning an easy language but cannot make 

as much progress as they expected can be discouraged and may withdraw from their 

learning. Peacok (1999) found supportive findings. Learners in his study who 

underestimated the difficulty of language learning tended to have lower proficiency than 

those who had a more realistic estimate. 

2.2.2.3 Beliefs about the Nature of Language Learning 

Two beliefs in this category have been discussed in studies on beliefs about language 

learning, about their negative effects on learners’ success in language learning. These 

beliefs are beliefs about vocabulary learning and beliefs about grammar. 

Horwitz (1987) claimed that learners who reported beliefs about the importance of 

vocabulary and grammar in language learning risk negative effects. She claimed that 

learners who possess these beliefs may spend a lot of time “memorizing vocabulary lists 

and grammar rules at the expense of other language learning practices” (p. 124).  

Peacock (1999) found supporting evidence for Horwitz claims about the effect of beliefs 

about grammar instruction and vocabulary learning. Learners who agreed that learning a 

foreign language is a matter of learning grammar rules were found to be less proficient in 

English than those who believed otherwise. 

On the other hand, Wen and Johnson (1997) suggested contrasted ideas about the effect 

of vocabulary learning. In their study of EFL students in China, they found positive 

effects of vocabulary learning strategies on English scores. Learners who reported 

practicing vocabulary learning strategies tended to have higher English scores than those 

who did not. Wen and Johnson suggested that vocabulary learning strategies might still 

be important for learners in an EFL context in which learners’ exposure to the use of the 

target language is limited. They explained that in such a situation learners did not have 

much chance to “acquire” the target language in real life communication; therefore, for 

EFL learners, the practice of vocabulary in classes and on their own is still necessary and 

may possibly enhance learners’ achievement, as found in their study. 
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The learning situation of EFL learners, as provided in Wen and Johnson (1997), seem to 

challenge the arguments and the findings about the negative relationships between beliefs 

about vocabulary and grammar and language proficiency. Considering the EFL 

classrooms are usually the main   forum for EFL learners to learn and practice the use of 

English, the provision of grammar and vocabulary instruction may be necessary. It is not 

likely that beliefs about grammar and vocabulary would yield negative effects on 

learners’ language learning, especially for EFL learners.  

2.2.2.4 Beliefs about Learning and Communication Strategies 

Several beliefs were found to be associated with the use of several learning and 

communication strategies (Huang, 1997; Yang, 1999). However, some beliefs have been 

discussed in terms of their negative influence on learner’s learning. These beliefs include 

beliefs about correct pronunciation and beliefs about one’s own self confidence in 

speaking English. 

For beliefs about correct pronunciation, Horwitz (1987) claimed that learners who 

reported these beliefs may not be receptive to concepts of communicative approaches to 

language learning. However, no empirical study has been conducted to explore the effect 

of these beliefs. In another study, Horwitz (1989) asserted that learners who are 

concerned about correctness in their performance in language learning but do not have an 

ability to meet their own expectation are likely to experience anxiety.  

Beliefs about self confidence in speaking, on the contrary, have been found to have 

negative effects on learners’ language learning. Horwitz and Cope (1986) found that 

anxious foreign language students were not confident enough to speak the target 

language.  

2.2.3 Developments of Beliefs about Language Inventory (BALLI) 
 

To examine beliefs about language learning, researchers have employed several 

elicitation techniques including surveys, interviews, observations, journals, and reflective 

protocols. One of the most popular instruments is an inventory developed by Horwitz 

called the Beliefs about Language Learning Inventory (BALLI). 
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Horwitz first developed the BALLI to investigate “teachers’ opinions on a variety of 

issues and controversies related to language learning” (1985, p. 334). She explained that 

the inventory was developed for research and teacher training purposes. For the research 

purposes, the BALLI is used to: 1) find insights about the teachers’ decision making in 

choosing instruction methods and activities and 2) investigate any conflict between 

student and teacher beliefs. For the training purpose, the BALLI is used in teacher 

training programs to understand what beliefs prospective teachers have. 

The first BALLI version for foreign language teachers consisted of 27 Likert-scale items 

with scales ranging from strongly agree to strongly disagree. The inventory assessed 

beliefs about language learning in four areas: foreign language aptitude, the difficulty of 

language learning, the nature of language learning, and language learning strategies. 

Then, Horwitz modified the inventory to be used with other groups of participants. In 

total, the BALLI was developed in three different versions: a foreign language teacher 

version (Horwitz, 1985), an ESL version (Horwitz, 1987), and an English-speaking 

learners of a foreign language version (Horwitz, 1988). Horwitz did not develop the 

inventory to be used for EFL students in particular. Most studies that were conducted in 

an EFL context, then, used the ESL version of the inventory and modified it for those 

particular groups of students. The inventory was usually translated into the first language 

of the students to accommodate the students’ language ability levels. In the present study, 

the ESL version of the BALLI will also be used with certain modification.  

In the ESL version, the BALLI consists of 35 Likert- scale items which are used to assess 

beliefs about language learning in five categories: beliefs about foreign language 

aptitude, beliefs about the difficulty of language learning, beliefs about the nature of 

language learning, beliefs about learning and communication strategies, and beliefs about 

motivations and expectations. To complete this inventory, the respondents were asked to 

respond to each statement using scales ranging from strongly agree to strongly disagree. 

The BALLI has been used widely as a research instrument and as a training instrument in 

the field of second language acquisition, as the author intended. 
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2.2.4 Studies on Beliefs about Language Learning 

 

According to the assumptions about possible effects of beliefs, researchers have made 

various claims about how studies on beliefs about language learning may contribute to 

the second or foreign language learning. First, an understanding about learners’ beliefs 

may help adjust learners’ attitudes and behaviors (Benson and Lor, 1999). More 

specifically, Horwitz (1987) and Holec (1987) suggested that insights about learners’ 

beliefs about language learning can help teachers prepare their learners to be receptive to 

new ideas and information by “de-conditioning” learners’ prejudices or mistaken beliefs 

that may cause resistance to some instructional approaches or activities. 

Horwitz(1987) claimed that second or foreign language learners may lose confidence in 

the instructional approach and their ultimate achievement can be limited when there is a 

mismatch between learners’ preconceived ideas about learning and teachers’ teaching 

approaches and/or instructional activities. Furthermore, learners may be less receptive to 

new information if their pre-existing beliefs conflict with the new information received 

from school, and that this conflict can prevent learners from learning the new information 

(Cotterall, 1995). Therefore, by refining learners’ beliefs, it is hoped that teachers can 

promote learners’ confidence in their teaching approaches and activities and will 

ultimately enhance learners’ motivation and attempts in learning (Horwitz, 1987). 

Secondly, insights about learners’ beliefs may help promote the use of effective language 

learning strategies (Wenden, 1987; Rubin, 1987). Wen and Johnson (1997) claimed that 

learners’ beliefs may be more influential to learners’ use of language learning strategies 

than strategy training. In other words, learners who received strategy training may not 

employ appropriate language learning strategies when their beliefs do not accommodate 

the use of those strategies.  

Finally, an investigation of learners’ beliefs about language learning may help teachers 

design and prepare a course for particular purpose(s). For instance, Mantle-Bromley 

(1995) suggested using insights about beliefs to create “learner centered” programs that 

take into consideration learners’ needs.  What is more, an understanding about beliefs can 

help develop a language program that enhances learners’ autonomy (Cotterall, 1995).  It 
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was found that learners became more directed in their own learning after having some 

counseling sessions to refine their beliefs about language learning that were 

counterproductive to autonomy ( Victoria & Lockhart, 1995). 

In brief, these researchers concluded that an investigation of beliefs about foreign and 

second language learners is worthwhile and the insights gained from such study can help 

foreign and second language teachers enhance their students’ capability in language 

learning. Some researchers suggest teachers to help refine students’ beliefs, while others 

merely recommend teachers to raise students’ awareness about their beliefs. 

2.2.3.1 Studies on Beliefs in an ESL Context 
 

In a series of studies, Wenden (1986) interviewed 34 adult learners and found that ESL 

learners had explicit beliefs about how to learn language. In another study, Wenden 

(1987) made semi-structured interview to 25 advanced level adult ESL learners asking 

about the social contexts in which they practiced, heard, and used English. The studies 

offered several explicit statements representing learners’ beliefs and categorize those 

beliefs into three groups: 

1. The importance of an active stance while speaking and listening, 

2. The need to learn about grammar and vocabulary, and 

3. The role of personal factors (i.e. affective factors, self concept and aptitude).  

From her successive studies, Wenden concluded that the learners’ beliefs identified in the 

studies can be inferred to represent their “theories-in- action”. From this, it can be 

suggested that learners’ listed beliefs about language learning can be used by teachers as 

a source of insight into learners’ difficulties in learning a second language. 

Horwitz (1987), on her part, conducted a study about learners’ beliefs about language 

learning with 32 ESL learners having diverse cultural backgrounds at the intermediate 

level of the intensive English program at the University of Texas. She administered the 

Beliefs About Language Learning Inventory (BALLI) to identify students’ beliefs about 

language learning. Responses to the BALLI revealed that beliefs about language learning 

varied according to learners’ cultural backgrounds and previous experience.  
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2.2.3.2 Studies on Beliefs in an EFL Context 

 

Yang (1992) investigated Chinese EFL learners’ beliefs about language learning using 

BALLI. From the factor analysis of the learners’ responses to the BALLI, Yang 

identified four categories of beliefs: self-efficacy and expectations, value and nature of 

learning spoken English, foreign language aptitude, and formal structure study. 

Park (1995) investigated beliefs about language learning in 338 Korean EFL University 

learners using BALLI. Park identified four sets of beliefs Korean EFL students hold: 

motivational beliefs; beliefs about formal English, self efficacy; beliefs about social 

interaction and beliefs about spoken English; and beliefs about foreign language aptitude.  

Similarly Truitt (1995) conducted an investigation on foreign language anxiety and 

beliefs about language learning on 204 Korean students regarding learning English in five 

sections: the value and nature of learning English, self efficacy in speaking  English, the 

importance of correctness/ formal learning, the ease of learning English, and motivational 

factors. The students had strong instrumental motivation and focused on learning English 

in order to get a better job. However, the participants showed low self-efficacy. Truitt 

concludes that in spite of the students’ immense desire to learn and speak the English 

language, lack of confidence about their own language learning capabilities may delay 

the bringing of the belief into practice. 

Diab (2000) investigated beliefs about language learning of 284 Lebanese university 

students who were learning English as a foreign language using BALLI. Factor analysis 

identified four categories of beliefs: integrative motivation, difficulty of speaking and 

learning English, the importance of accuracy in speaking English, and the importance of 

learning English in Lebanon. The participants reported a variety of beliefs about foreign 

language, indicating that learning a foreign language seems to be related to the political 

and socio-cultural context of foreign language education in Lebanon. 

In another study, Kim-Yoon (2000) administered a modified version of BALLI including 

additional questions to identify beliefs about language learning as well as the motivation 

relating to language learning of three groups of Korean EFL learners. Three categories of 
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beliefs about language learning were identified for the three groups: confidence in 

speaking, the nature of learning English, and formal learning. The author found that 

majority of the participants believed that English is a difficult language to learn. Formal 

learning of grammar, vocabulary, and translation, were reported to be strongly difficult. 

However, students reported greater confidence in speaking. The author concluded that 

even though the three groups shared the same socio-cultural background, differences in 

beliefs about language learning existed due to differences in learning stages and previous 

individual experiences. 

Summary 

This chapter has outlined detailed literature review of the findings of previous studies on 

learners’ strategy use and their beliefs about language learning. While early studies on 

learning strategies focused on identifying strategic behaviors of good language learners, 

more recent studies have attempted to clarify taxonomies of learning strategies which 

were used by learners. Furthermore, definitions by key researchers on language learning 

strategies were provided. What is more, through numerous studies, researchers have 

found that the choice of learning strategies is associated with background variables such 

as gender, age, proficiency, academic major and learning styles. 

A number of studies have demonstrated that language learners from different 

backgrounds and learning experiences hold different beliefs about language learning. 

Studies in second/foreign language have found that beliefs about language learning may 

constrain or facilitate learners’ use of language learning strategies. Either way, beliefs 

about language learning have been identified as one of the variables influencing learners’ 

choice and use of learning strategies. Because various studies have found that strategy 

use and beliefs about language learning influence learners’ success in language learning, 

further research on strategy use and beliefs of learners about language learning from 

different backgrounds is necessary in order to provide a better understanding of language 

learning for specific groups of language learners. 

While most studies on learners’ beliefs and their use of language learning strategies have 

focused learners with various backgrounds, no study has been studying beliefs and 
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strategy use of Ethiopian students learning English as a foreign language. Therefore, 

there is clearly a need to assess how this group learns English and what they believe 

about language learning. 

The following chapter provides the methodology of the current study, which contains the 

research design, participants, instruments, data collection, and data analysis. 
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CHAPTER THREE: RESEARCH METHODOLOGY 

 

The current study investigated EFL learners’ beliefs and their strategy use. It was first 

intended to explore the overall language learning beliefs and their strategy use. The study 

then identified the most common and the least common strategies EFL learners use and 

the beliefs they hold about language learning. It also examined the relationship between 

the learners’ beliefs about language learning and their language learning strategy use. The 

study, finally, addressed such variables as gender, language proficiency and academic 

major to determine any relationship between the learners’ use of language learning 

strategies and their beliefs about language learning.  

This chapter provides a comprehensive description of the methodology of the study 

which consists of the research design, the participants, instruments, the data collection 

procedures, the pilot study, and data analysis techniques.  

3.1 The Research Design 

 

This study was designed to investigate EFL learners’ language learning beliefs and their 

language learning strategy use. A survey method was used to obtain data from as many 

participants as possible. The study employed mixed method design, which includes both 

quantitative and qualitative research methods. Mixed method, according to Dornyei 

(2007:148) is “superior to investigations produced by either qualitative or quantitative 

research alone”. Its superiority is for two reasons. Firstly, mixed method design helps the 

researcher to achieve an elaborate and comprehensive understanding of a complex matter, 

looking at it from different angles. Secondly, it is important to triangulate the results 

obtained through different methods. According to Patton (2002), each method has 

advantages and disadvantages. A quantitative research method can give broad, 

generalizable findings while a qualitative research method can yield in-depth, detailed 

information. Adding to this, Creswell (2003) stated that mixed method design is an 

inquiry strategy that is focused on “conveying or triangulating different quantitative and 

qualitative data sources” (p. 210). Such a design integrates both approaches, which 

complements each other to provide a much more detailed and comprehensive picture of 

what has been explored. 
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In order to gather information, the researcher used five instruments: three self report 

questionnaires (the SILL, the BALLI and the IBQ), TOEFL, and focused group 

interview. In this study, gender, academic major and language proficiency were 

independent variables.  The mean scores of the overall SILL, the BALLI, the six strategy 

categories (memory, cognitive, compensation, metacognitive, affective and social), and 

the five belief subgroups (foreign language aptitude, the difficulty of language learning, 

the nature of language learning, learning and communication strategies, and motivation 

and expectation) were dependent variables. 

Different statistical procedures were used to analyze the quantitative data. Coding 

techniques were then employed for analyzing the qualitative data obtained from open-

ended questions and the focused group interview. 

3.2 Participants of the Study 

 

This study was conducted at Debre Markos University, in North Western part of 

Ethiopia. The participants of the study were first year students learning English as a 

foreign language in Debre Markos University in 2012 academic year. The rationale for 

considering first year students was their proximity in taking language courses. At the time 

of data collection, students had taken two language courses: Communicative English 

Skill and Basic Writing Skills. Thus, it was assumed that students could remember the 

strategies they might have used and the beliefs they might have held.  

There are seven colleges in Debre Markos University. Using purposing sampling 

technique, the subjects of this study were taken from five colleges: Social Sciences, 

Natural Sciences, Health Sciences, Agriculture, and Business and Economics. The reason 

to select the subjects from the five colleges was the uniformity of the language courses 

and the similarity of delivery method of language courses in these colleges. The two 

courses (Communicative English Skills & Basic Writing Skills) are the common English 

courses given to these students. The delivery method for these courses in these five 

colleges was modular approach given in block manner. On the other hand, the English 

courses and the delivery method in the other two colleges were different. 
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To select the subjects of the study, first the researcher prepared a list of the departments 

in each of the five colleges. Then, using the list, two departments from each college were 

selected using systematic random sampling. From these departments, one section was 

again selected using systematic random selection technique. Finally, all the students from 

the ten selected sections were included in the study.  

The total number of students in these sections was 480. Of these, 472 students completed 

the questionnaires; however, 402 questionnaires were considered valid and used for data 

analysis. Seventy questionnaires were found to be incomplete and were excluded from 

the study. Of the 402 participants, 227 were male and 175 were female. 

In connection with gender, 56.5% of the respondents were male, and 43.5% were female. 

In terms of academic major, 81 (20.1%) of the participants majored in natural science, 75 

(18.7%) majored in business, 82 (20.4%) majored in social science, 83 (20.6%) majored 

in agriculture, and 81 (20.1%) majored in health science. Regarding their proficiency 

level, 48 (11.9%) were high proficiency level, 252 (62.7%) were mid proficiency level 

and 102 (25.4%) were low proficiency level. Their ages range from 18 to 42 with an 

average age of 20 (see Appendix XIX). 

3.3 Data Gathering Instruments 
 

To gather data for the study, questionnaires, focused group interview, and proficiency test 

were utilized. 

3.3.1 Questionnaires 

 

The questionnaires used in this study were three: Individual Background Questionnaire 

(IBQ), adapted Strategy Inventory for Language Learning (SILL), and Beliefs About 

Language Learning Inventory (BALLI). 

Literature on assessment of beliefs and language learning strategy use indicates that there 

are different ways of gathering data about the beliefs learners’ hold and strategies these 

learners use.  Some of the most important strategy and belief assessment techniques 

include interviews, note taking, diaries or journals, and self-report surveys (Oxford, 1990; 

Horwitz, 1987). Oxford (1990) and Cohen and Macaro (2007) point out that a number of 
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factors like the number of participants of the study may affect the appropriateness of a 

particular data gathering tool. As described earlier, the subjects of the study were 402 

EFL learners from five different academic fields of study, questionnaire was found to be 

cost effective and practical way of data gathering tool from such a large sample. Thus, 

IBQ, SILL and BALLI were used in this study to assess background information, strategy 

use and beliefs of the learners, respectively. 

3.3.1.1 Individual Background Questionnaire  

 Individual background questionnaire (IBQ) was developed by the researcher and used to 

gather additional information on individual characteristics of the participants of the study. 

The questionnaire elicited information about gender, age, academic major, mother 

tongue, local and foreign language learning experience, grade level at which they started 

learning English, etc. A self reporting demographic/background questionnaire has 

benefits in that it “can provide information from a large population and the information 

can be compared and interpreted objectively through statistical data analysis” (Park, 

1997:212). On the other hand, demographic questionnaires have controversies in 

language learning strategy research (Dornyei, 2005). The controversy regarding the 

demographic questionnaires arises from the fact that subjects are not able to respond to 

questions accurately due to misunderstanding, inaccurate memory, low self confidence, 

and difference in participants’ cultural backgrounds (Griffiths, 2003). It should be noted 

that carefully designed and administered demographic questionnaires have the power to 

elicit important information about participants in a study. To check the clarity and 

validity of the IBQ, validity check was mad. Besides, IBQ was pilot tested. 

3.3.1.2 The Strategy Inventory for Language Learning (SILL) 

The Strategy Inventory for Language Learning (SILL) was first designed by Oxford 

(1986) as an instrument for assessing the frequency of use of language learning strategies 

by students at the Defense Language Institute in Monterey, California. Later, the SILL 

was revised by Oxford (1990) and was divided into two versions. The first SILL (5.1 

version), which contains 80 items was designed for foreign language learners whose 
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native language is English. The second SILL (7.0 version) which contains 50 items was 

designed for speakers of other languages learning English as a second /foreign language.  

The second SILL (7.0 version) was adapted for this study. Some of the items in the 

original SILL were modified, and 22 additional items were developed and added to the 

modified SILL by the researcher. Thus, 72 items were used to measure the strategy use of 

the participants of the study. Moreover, one open-ended item was added by the 

researcher. The open-ended item was used for any additional strategies or comments by 

the participants of the study. 

The 72 item self-report questionnaire is grouped into six categories: 

1. Memory strategies consist of 11 items, and are used for storage and retrieval 

of new information 

2. Cognitive strategies consist of 23 items, and are used for improving 

understanding and the production of language through various channels   

3. Compensation strategies consis of 12 items, and are used to compensate for 

missing target language knowledge  

4. Metacognitive strategies consis of 10 items, and are used for organization of 

learning and self evaluation 

5. Affective strategies consist of 8 items, and are used to regulate emotions and 

motivations 

6. Social strategies consist of 8 items, and are used to build social interaction and 

learning with others  

The SILL uses a five point Likert-scale as shown below for each strategy ranging from 1 

to 5 (Oxford, 1990). The number indicates how often the learner uses strategies: 

1. I never do this   (i.e., the statement is very rarely true of you) 

2. I seldom do this  (i.e.,  the statement is true less than half the time) 

3. I sometimes do this    (i.e.,  the statement is true about half the time) 

4. I usually do this  (i.e.,  the statement is true more than half the time) 

5. I always do this  (i.e.,  the statement is true of you almost always)  
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The following indications based on the means derived for each item were used:  

(1) 1.0 to 1.49 indicates items that are never used; 

(2) 1.5 to 2.49 indicates items that are seldom used; 

(3) 2.5 to 3.49 indicates items that are sometimes used; 

 (4) 3.5 to 4.49 indicates items that are usually used; and  

(5) 4.5 to 5.0 on SILL indicates items that are always used. 

The average scores for groups of strategies for the above mean categories were 

interpreted based on the reporting scale established by Oxford (1990:300). This scale was 

divided into three levels and was specifically designed to inform students how often they 

use strategies for learning English: 

1. High Usage= always used with a mean of 4.5 to 5.0 or usually used with a 

mean of 3.5 to 4.49 

2. Medium Usage= sometimes used with a mean of 2.5 to 3.49  

3. Low Usage= seldom used with a mean of 1.5 to 2.49 or never used with a 

mean of 1.0 to 1.49.  

Rationale for Adapting SILL 

Prior to pilot study, pre-pilot study was made in 2010 at Debre Markos University on 

twenty first year students to check the clarity of items. Besides, three English language 

instructors at DMU were given the original SILL to get them comment on the 

capability/coverage/ of the original SILL in investigating the learners’ strategy use. 

During the pre-pilot study, students were not clear with some of the SILL items, and with 

the degree of the scales. By the discussions made with these students, the researcher came 

to realize that the scales of measurement and the unclear items needed to be revised.  For 

some items, changes were made at word, phrase and clause levels so that they would be 

clear. Thus, adaptation was made for 10 (items 3, 15, 21, 24, 2, 16, 20, 22, 65, 68) items 

of the original SILL (see section 3.6.3). In addition, with regard to the degree of scales, 

explanation was given on the cover page to make them understandable. 
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Moreover, after the three English teachers had commented the coverage of the original 

SILL, the researcher had discussions with them. Based on the discussions with these 

teachers, 22 strategy items that were not covered by the original SILL were identified. 

What is more, one open-ended question was added by the researcher in order to elicit any 

additional strategies by the subjects. Thus, the adapted SILL was made to have 72 items 

and one open-ended question. 

Reliability and Validity of SILL 

The SILL is the most widely used instrument for measuring the language learning 

strategy use to date. It is estimated that 40-50 major studies including dissertation and 

theses have been done employing the SILL (Oxford and Burry-Stock, 1995). The SILL 

appears to be the only language learning strategy instrument that has been checked for 

reliability and got validated in multiple ways (Oxford and Burry-Stock, 1995). 

Cronbach’s alpha has been computed in several studies to determine the internal 

consistency for the SILL. The following table presents a summary of reliability 

coefficients for SILL, reported in different studies. 

Table 3.1 Summary of Reliability of SILL in Different Studies 

Author  Year Number of subjects  Cronbach’s 

alpha 

      

Oxford & Nyikos   
1989 1200 University students   0.96 

Watanbe   1990 315 College students   0.92 

Yang   1992 505 University students    0.94 

Park  1997 332 University students    0.93 

      

Lee   1998 337 college students   0.93 
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Bremner   1998 149 University students  0.92 

Hong  2006 428 University Students  0.94 

As can be seen from the above table, almost all the studies reported that reliability for 

SILL is above 0.90. SILL is also shown to be valid in different studies. For example, 

Oxford and Nyikos (1989) reported 0.95 between two raters who matched SILL items 

with strategies in the taxonomy on which it was based. In another study by Oxford 

(1990), the content validity was reported to be 0.95.  

Besides its reliability and validity checks, SILL is chosen as the basic instrument because 

the data is “amenable to quantification” (Nunan, 1992:143) and less dependent on the 

researcher’s interpretations than may be the case with other data gathering tools; SILL 

questionnaires provide a relatively objective platform for launching further probes.   

Internal consistency reliability checks were made for the SILL. Accordingly, Cronbach’s 

alpha coefficient was computed to determine the internal consistency reliability of the 

adapted SILL for 72 item responses to 41 participants in the pilot study was found to be 

.95. In the main study, Cronbach’s alpha coefficient was computed to determine the 

internal consistency reliability of the adapted SILL (72 closed-ended items) responses to 

the 402 participants, and was found .91. 

In summarizing the attributes of questionnaires in relation to investigating the language 

learning strategies, Oxford (1996:33) concludes that they: 

�  are quick and easy to administer;  

� may be the most cost effective mode of strategy assessment;  

� are almost nonthreatening when administered paper and pencil under; conditions 

of confidentiality; and 

� enable students to discover a great deal about themselves from taking strategy 

questionnaire and provide immediate learner feedback. 
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Before conducting the pilot study, the content and face validity of the questionnaire items 

were assessed by an expert in the field of measurement and two PhD TEFL students 

whose theme of research was related to strategy. The measurement expert mainly used to 

comment on the content validity of the questionnaire. For this purpose, questionnaire 

validation form, adapted from Chen (2002) was prepared and given to the measurement 

expert and to those two PhD students to comment on the items (see Appendix V). 

Comments about the clarity and relevance of the items were received. Hence, based on 

the comments, the unclear items were reworded. 

3.3.2 The Beliefs about Language Learning Inventory (BALLI) 

The BALLI is a widely used instrument (e.g. Horwitz, 1987 & 1989, Park, 1995; Yang, 

1999; Siebert, 2003; Kim-Yoon, 2000) to assess learner beliefs in relation to second or 

foreign language learning. BALLI was developed by Horwitz (1987) to assess students’ 

opinions on a variety of issues and controversies related to language learning. BALLI 

contains 35 items to assess students’ beliefs in five major areas:  

1. Difficulty of language learning consists of 9 items  

2. Foreign language aptitude consists of 6 items 

3. The Nature of language learning includes 7 items  

4. Learning and communication strategies consists of 8 items  

5. Motivations and expectations consist 5 of items 

Besides, one open-ended item was added by the researcher to elicit any additional beliefs 

or comments by the participants of the study. 

BALLI employs a 5 point Likert scale: 

1. Strongly disagree  

2. Disagree 

3. Neither agree nor disagree 

4. Agree  

5. Strongly agree 
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Among the 35 items in the BALLI, 33 items were scored on a five-point Likert-scale. 

Two items (items 4 and 15) were multiple choice items. Item 4 asks about the perceived 

degree of the difficulty of English language, and item 15 asks about the amount of time 

needed to learn a language. 

Reliability and Validity of BALLI 

Studies reporting reliability on the BALLI have noted levels ranging from .60 to .71 

using Cronbach’s alpha coefficients. This is summarized in the following table. 

Table 3.2 Summary of Reliability of the BALLI in Different Studies  

Author   Year  Number of subjects   Cronbach’s  alpha  

      

Yang  1992 505 university students   .69 

      

Park   1995 332 university students   .61 

      

Kunt   1997 328 university students  

235 university students  

 

 

.63 

.71 

      

Kim-Yoon  2000 227 university students   .60 

Hong  2006 428 university students  .77 

As shown in the table, the reliability scores are in the moderate range because of the 

nature of the instrument. This happens as responses to individual items show a wide 

variability, and items were designed to be interpreted individually based on the five-score 

scales (Yang, 1992; Park, 1995). Regarding the validity of the BALLI, the similarities 

among the factors of the BALLI found in different groups indicate its high potential 

construct validity (Yang, 1992). 

In order to check the validity and clarity, BALLI was given to two PhD TEFL students 

and was evaluated prior to the pilot study. A questionnaire validation form, adapted from 
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Chen (2002) was prepared and given to those two PhD students to comment on clarity 

and validity of the item (see Appendix VI). 

 Internal consistency reliability checks were made for the BALLI. Accordingly, 

Cronbach’s alpha coefficient was computed to determine the internal consistency 

reliability of the adapted BALLI for 35 items responses to 41 participants in the pilot 

study and responses to the 402 participants of the main study, and were found .85 and 

.71, respectively.  

During the past three decades different studies in second and foreign language employed 

the BALLI as an instrument to assess learners’ language learning beliefs. The need to use 

BALLI in this study arose from this recognition. 

3.3.3 Test of English as a Foreign Language (TOEFL)  

Test of English as a Foreign Language (TOEFL) is an internationally accepted standard 

of English that measures the English proficiency of non-native speakers of English. 

Griffin (2004) reported that the reliability of TOEFL between 2001 and 2004 falls 

between .70 and .95. TOEFL is required by many colleges, universities and licensing 

agencies in many countries because of the following reasons. Firstly, TOEFL is widely 

available and easily accessible. Secondly, it is regarded as the international standard and 

highly reliable.  Finally, it is administered under secure condition. Due to these 

justifications, the researcher used model TOEFL 2011 version to measure EFL students’ 

English language proficiency. To minimize the possible impact of culture related factors, 

the researcher selected an appropriate standardized model test which was not relatively 

culture bound. The model test consists of 50 listening items, 50 reading items, 40 

structure and writing items. 

3.3.4 Focused Group Interview 

The purpose of using focused group interview in the study was to supplement the 

information collected through the questionnaires. Because there is no single approach that 

is universally accepted (Dornyei, 2007), a combination of questionnaires and interviews 
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can let the two methods complement each other to enhance the possibility of obtaining 

both quantitative and qualitative data. 

For this study, structured interview was prepared and used by the researcher. This is 

because structured interview is flexible in the sense that the interviewer may change the 

questions if necessary. It may also help to make comparisons across participants. 

For focused group interview, from each academic major, two students (totally 10) were 

selected. The students were selected from the three proficiency levels using systematic 

random sampling technique. To get relevant information, group interview was held with 

the selected 10 students.  The appropriate size for one focused group interview is between 

6-10 respondents (Dornyei, 2007). Dornyei (2007) stated that “fewer than 6 people would 

limit the potential of the collective wisdom whereas too large a size makes it difficult for 

everyone to participate” (p, 131). 

In the focus group interview, general information about respondents’ language learning 

experience, their strategy use and language learning beliefs was collected. To help 

students express their ideas freely, Amharic was used as the medium of the interview. 

The interview was audio recorded with the consent of the interviewees and was 

transcribed. The interview was conducted by the researcher.  

3.4 Data Collection Procedures 

 

This section presents the procedures for administering the three types of questionnaires 

(IBQ, SILL, and BALLI), focused group interview, and proficiency test administration 

for the participants of the study. 

Before using the questionnaires (SILL and BALLI), permissions from the developers of 

the SILL (R.L. Oxford) and the BALLI (E.K. Horwitz) were obtained through email (see 

appendices XVI & XVIII). 

The researcher contacted Debre Markos Univerity Management to get permission to 

conduct the study in the University. The class instructors were also contacted for 

permission to use their class time and get questionnaires completed.  
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Before administering the questionnaires, the researcher gave the students clear instruction 

on how to complete the questionnaires. The instruments were distributed during class 

time by the researcher in the presence of the classroom teachers, preceded by a brief 

explanation of the purpose and nature of the study. The questionnaires were filled and 

were returned on the same date of administration. Participants were informed that their 

participation in the study would be voluntary and that all their data would be kept 

confidential. It was also made clear to them that the responses of the questionnaires 

would not have any effect on their own result or grade. In addition, the researcher 

reiterated that there was no right or wrong answer on the IBQ, SILL and BALLI and that 

they should respond according to their own experience. Moreover, the benefits from 

participating in this study were explained to participants. The subjects were asked to 

respond honestly. 

Data from the subjects were collected from 9-29 May 2012. The three questionnaires 

IBQ, SILL and BALLI were distributed to students in each class and were collected by 

the researcher and the classroom teachers. To fill the questionnaires, students were given 

1:30 hours with 10 minutes break after completing each of the questionnaires.  

To measure the proficiency level of students, TOEFL model test that consisted of 

listening, reading, writing, grammar and vocabulary was given to the subjects two weeks 

after they filled the questionnaire. The exam was administered on three days by the 

researcher together with one English teacher at the research site. Finally, focused group 

interview was conducted one week after the TOEFL was administered. The focused 

group interview was made by the researcher in the classroom out of class time. 

3.5 Data Analysis Procedures 

3.5.1 Quantitative Data Analyses 

The results of the TOEFL were computed for each participant of the study. Then mean 

score and the standard deviation of the scores were calculated.  The mean and the 

standard deviation of the TOEFL were then used as the cut off point for “high”, “mid”, 

and “low” proficiency levels. Based on the standard deviation obtained from the TOEFL 

model test scores, the participants were divided into three proficiency levels: “low” 
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(lower than one standard deviation below the mean), “mid” (scores falling in the range of 

+ or-1 standard deviations above and below the mean), and “high”(higher than one 

standard deviation above the mean) (Oxford and Nyikos, 1989) . Accordingly, 102 

(25.4%) were low; 252 (62.7%) were mid; and 48(11.9%) were high proficiency levels. 

The Statistical Package for the Social Sciences (SPSS) for Windows version 20.0 was 

used to analyze the quantitative data. Descriptive statistics, correlation analysis, a one 

way analysis of variance (ANOVA), a multivariate analysis of variance (MANOVA), and 

post-hoc Tukey HSD tests were performed at the 0.05 level of significance to answer the 

research questions.  

Descriptive statistics (percentages, means, and item response frequencies) were computed 

to perform the demographic data analyses: age, gender, academic major, mother tongue, 

local language knowledge, foreign language knowledge, amount of time spent studying 

English, level at which they started studying English, importance of English to them, and 

the skill most of the time they used. 

Descriptive statistics including mean, frequency, and standard deviation were also 

computed to examine the overall strategy use, overall beliefs held, strategy use in the six 

categories, beliefs held in five categories, the most and the least used strategy items, and 

the most and the least held belief items. Oxford and Burry-Stock (1995) interpreted mean 

scores of the SILL and the BALLI in such a way that the range between 1.0 and 2.49 a 

low use, the range  2.5 to 3.49 a medium use, and the range  3.5 to 5.0 a high use 

Pearson moment correlation analysis was employed to examine the relationship between 

language learning beliefs and the students’ language learning strategy use. According to 

Dornyei (2007), correlation analysis allows us to evaluate the strength and direction of 

the relationship of the two variables.     

Analyses of variance (ANOVA) were used to examine the effect of background variables 

(gender, proficiency and academic major) on overall beliefs about language learning and 

overall strategy use by learners. To compare two or more groups’ means, analysis of 

variance (ANOVA), is the common procedure researchers use in applied linguistics 
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studies. Regarding this Lazaratov (2005), cited in Dornyei(2007: 198) stated that 

“ANOVA was the most frequently used statistical procedure accounting for over 40 

percent of the analyses reported in the articles”. Multivariate analyses (MANOVA) were 

also used to examine the effect of background variables (gender, language proficiency 

and academic major) on the six strategy categories and on the five belief categories. 

3.5.2 Qualitative Data Analyses 

Qualitative data analyses were employed to analyze the data collected through open 

ended questions and focused group interview.  

The responses to the open-ended questions in the SILL and BALLI were first coded into 

related themes. The second phase of the coding involved arranging the responses into any 

subcategories of the SILL and the BALLI. The coding process was made by the 

researcher together with two PhD candidates at Addis Ababa University who were 

working their theses in related themes. 

Focused group interview was analyzed as follows. First, the audio recorded responses of 

students to the focus group interview were translated from Amharic to English verbatim 

by the researcher. Next, the transcripts of the students were coded and organized into 

themes. Finally, analysis was made thematically.  

3.6 Pilot Study 

A pilot study was conducted using the SILL, BALLI, IBQ, TOEFL test and focused 

group interview mainly to get insights for establishing appropriate design and procedures 

for the main study i.e., to check the appropriateness of the instruments, to determine 

overall procedures, and to make necessary revisions (if any) before they were used in the 

main study. This section presents setting and participants, procedures of data collection 

and lessons gained from the pilot study. 

3.6.1 Setting of the Pilot Study 

 

The pilot study was conducted on first year students at Debre Markos University (DMU) 

in 2011. The subjects were taken from four academic majors: Social Sciences, Natural 
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Sciences, Health Sciences, and Business and Economics. To select the subjects of the 

study, first the researcher prepared students list alphabetically for males and females 

independently. Then, using the list, 12 students from each section, totally 48 students (27 

males and 21 females) were systematically selected.  

All the selected students filled the questionnaires and took the proficiency test. However, 

41 students (27 male and 14 female) properly filled and returned the two questionnaires. 

Seven female students missed some of the SILL and/or the BALLI items and were 

excluded from the study. 

The reason to consider first year students was their proximity to the language courses. 

Because at the time of data collection, these students had already taken two language 

courses: Communicative English skills and College Writing Skills, consecutively.  

3.6.2 Data Collection Procedures of the Pilot Study 

 

The pilot study data were collected in February 2011. The researcher   communicated and 

explained the course instructors the purpose of the study. After obtaining permission 

from the course instructors to include their students in the study and to use their class 

time for filling the questionnaires and test administration, the researcher scheduled the 

questionnaires and model TOEFL administration time. 

Then SILL and IBQ were distributed during class time by the researcher in the presence 

of the classroom teachers preceded by a brief explanation of the purpose and nature of the 

study. The subjects were also told that they should ask for any clarification they might 

need as they filled in the questionnaires. The questionnaires were collected by the 

researcher on the same date of administration.  

 A week after SILL and IBQ were pilot tested, BALLI was administered using the same 

procedure. After the subjects filled the questionnaire, the researcher collected them. 

Two weeks after BALLI was administered, model TOEFL consisting of listening, 

reading, writing, grammar and vocabulary was given to the subjects to measure the 

proficiency level of students. The exams were administered on three different days by the 
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researcher together with one English teacher at DMU. Finally, interview was conducted 

by the researcher two weeks after the TOEFL exam was administered.  

3.6.3 Lessons Gained from the Pilot Study 

From the pilot study, some important insights were gained about data gathering 

instruments and procedures to be maintained, revised, and added for the main study. 

Thus, the tools and procedures that were modified and included are presented as follows. 

1) With regard to the SILL questionnaire 

Regarding the SILL, although oral explanations were given about the differences among 

the scales: “Never true of me/almost never true of me”, “Generally not true of me”, 

“Somewhat true of me”, “Generally true of me”, and “Always/almost true of me”, 

students raised questions that they could not differentiate the scales. Hence, to solve this 

problem, the above terminologies of the scales were changed to familiar and 

understandable ones: “I never do this”, “I seldom do this”, “I sometimes do this”, “I 

usually do this”, and “I always do this”.  Brief explanations about the meanings of these 

scales were also given on the cover page (see Appendix II). 

Some of the items were also revised by adding words, phrases or clauses. For instance, on 

SILL items 3, 15, 21, and 24, the phrase “In learning English…” was added at the 

beginning of the items; in item 2, (II  uussee  nneeww  EEnngglliisshh  wwoorrddss  iinn  wwrriittiinngg//ssppeeaakkiinngg  aa  

sseenntteennccee  ssoo  II  ccaann  rreemmeemmbbeerr  tthheemm)),,  tthhee  wwoorrddss  ““wwrriittiinngg//ssppeeaakkiinngg””  wweerree  iinncclluuddeedd;;  iitteemm  1166  

((WWhheenn  II  mmeeeett  mmyy  ffrriieennddss,,  II  ssttaarrtt  ccoonnvveerrssaattiioonnss  iinn  EEnngglliisshh)),,  tthhee  ccllaauussee  ““WWhheenn  II  mmeeeett  mmyy  

ffrriieennddss……””  wwaass  aaddddeedd;;  iitteemm  2200  ((II  ffiirrsstt  sskkiimm  aann  EEnngglliisshh  ppaassssaaggee  ((rreeaadd  oovveerr  tthhee  ppaassssaaggee  

qquuiicckkllyy,,  tthheenn  ggoo  bbaacckk  aanndd  rreerreeaadd  ccaarreeffuullllyy))  wwaass  cchhaannggeedd  ttoo  ““II  ffiirrsstt  ttrryy  ttoo  ggeett  tthhee  mmaaiinn  

iiddeeaa  ooff  tthhee  rreeaaddiinngg  ppaassssaaggee  qquuiicckkllyy  aanndd  ggoo  bbaacckk  aanndd  rreeaadd  mmoorree  ccaarreeffuullllyy””;;    iitteemm  2222  ((II  ttrryy  

ttoo  ffiinndd  ppaatttteerrnnss  ((ggrraammmmaarr))  iinn  EEnngglliisshh  wwaass  cchhaannggeedd  ttoo  ""  IInn  lleeaarrnniinngg  EEnngglliisshh,,  II  ttrryy  ttoo  ffiinndd  

tthhee  ppaatttteerrnnss  ((ggrraammmmaattiiccaall  ssttrruuccttuurreess  ee..gg..  wwoorrdd  oorrddeerr,,  tthhee  vveerrbb  tteennssee,,  aaccttiivvee//ppaassssiivvee  vvooiiccee,,  

eettcc..))””;;  iitteemm  6655  ((IIff  II  ddoo  nnoott  uunnddeerrssttaanndd  ssoommeetthhiinngg  iinn  EEnngglliisshh,,  II  aasskk  tthhee  ootthheerr  ppeerrssoonn  ttoo  

ssllooww  ddoowwnn  oorr  ssaayy  iitt  aaggaaiinn))  wwaass  mmooddiiffiieedd  ttoo  ““II  aasskk  tthhee  ssppeeaakkeerr  ttoo  ssllooww  ddoowwnn  wwhheenn  II  ccaann’’tt  

uunnddeerrssttaanndd  wwhhaatt  tthhee  ssppeeaakkeerr  hhaass  ssaaiidd””;;  iitteemm  6688  ((II  aasskk  ffoorr  hheellpp  ffrroomm  ootthheerrss))  wwaass  rreevviisseedd  aass  

““II  aasskk  ffoorr  hheellpp  ffrroomm  ootthheerrss  wwhheenn  II  ffaaccee  ddiiffffiiccuullttyy  iinn  lleeaarrnniinngg  EEnngglliisshh  llaanngguuaaggee””..    
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TThhee  ffoorrmmaatt  ooff  tthhee  qquueessttiioonnnnaaiirreess  wwaass  ssoommeewwhhaatt  ccoonnffuussiinngg  aass  ssoommee  rreessppoonnddeennttss  wweerree  

oobbsseerrvveedd  rraammbblliinngg  ffrroomm  oonnee  iitteemm  iinnttoo  aannootthheerr’’ss  aalltteerrnnaattiivveess..  BBeessiiddeess  tthhiiss,,  rreessppoonnddeennttss  

wweerree  aallssoo  sseeeenn  llooookkiinngg  bbaacckk  tthhee  mmeeaanniinngg  ooff  tthhee  nnuummbbeerrss  ooff  eeaacchh  ssccaallee..  WWhhaatt  iiss  mmoorree,,  

ssoommee  iitteemmss  wweerree  sskkiippppeedd  dduurriinngg  tthhee  ppiilloott  ssttuuddyy..  TThhuuss,,  tthhee  ffoorrmmaatt  ooff  tthhee  qquueessttiioonnnnaaiirreess  

ffoorr  rraattiinngg  ssccaallee  ttyyppeess  wwaass  pprreesseenntteedd  iinn  ttaabbuullaarr  ffoorrmm  ssoo  tthhaatt  rreessppoonnddeennttss  ccoouulldd  eeaassiillyy  

mmaattcchh  iitteemmss  aanndd  aalltteerrnnaattiivveess..  PPrreesseennttiinngg  qquueessttiioonnnnaaiirreess  iinn  ttaabbuullaarr  ffoorrmm  aallssoo  hheellpp  ttoo  

iinncclluuddee  tthhee  mmeeaanniinngg  ooff  tthhee  nnuummbbeerrss  ggiivveenn  iinn  ssccaalleess  aatt  tthhee  ttoopp  mmaarrggiinn  ooff  tthhee  ttaabbllee  oonn  eeaacchh  

ppaaggee  ssoo  tthhaatt  rreessppoonnddeennttss  ccoouulldd  eeaassiillyy  sseeee  tthheeiirr  mmeeaanniinnggss..  

2. In relation to the BALLI questionnaires  

With regard to the BALLI, some modifications such as changing words and adding 

words/phrases were made. For example, BALLI item 21 “I feel timid speaking English 

with other people” the word ‘timid’ was found to be unknown to most students. Thus, it 

was changed into “afraid”. In the BALLI items 18 “It is important to repeat and practice 

a lot” and item 26 “It is important to practice with cassettes or tapes” the phrase “In 

learning English language…” was added at the beginning of the two items; Item 34 “It is 

easier to read and write English than to speak and understand it” was changed to “In 

learning English, reading and writing are easier than speaking and listening”; item 25 

“It is easier to speak than understand a foreign language” was changed to “It is easier to 

speak than to understand what people say in English”. 

3 Focused group interview 

Some amendments were made with the focused group interview. To help participants 

easily understand the questions and to help them focus on the main point, the researcher 

gave a copy of the focused group interview items before the discussion to each 

discussant. This avoided rambling in the participants’ speech, and saved time. During 

focused group interview, participants who were taking the last turn on a particular 

question were observed either being quiet or simply responding that their ideas have been 

said by others. Thus, to solve this problem in the main study, the researcher shifted the 

turn taking to speak for each question item. 
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Summary 

This chapter presented the methodology which includes the research design, the subjects 

of the study, the instruments, the data collection procedures, the pilot study, and the data 

analysis. Chapter four presents results of the data analysis, and discussions. 
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CHAPTER FOUR: DATA ANALYSES AND DISCUSSIONS  

4.1 Introduction 

 

In this chapter, data collected using questionnaires, proficiency test, and focused group 

interview are analyzed and discussed quantitatively and qualitatively. The quantitative 

data are analyzed followed by qualitative analysis. Finally, discussions are made. 

4.2 Quantitative Data Analyses and Findings 

 

The results and discussions have been categorized as follows: 

1. A descriptive analysis of the Individual Background Questionnaire (IBQ) items 

2. A descriptive analysis of the Strategy Inventory for Language Learning (SILL) 

items  

3. A descriptive report of the most and the least common strategies used by the EFL 

learners 

4. A descriptive analysis of the Beliefs About Language Learning (BALLI) items  

5. A descriptive report of the most common and least common beliefs endorsed by 

EFL learners 

6. A correlation analysis of language learning strategies and beliefs about language 

learning and 

7. ANOVA and MANOVA analyses to see the effect of background variables 

(Gender, language Proficiency and academic major) on EFL learners’ overall and 

specific strategy use and beliefs about language learning. 

4.2.1 Descriptive Analysis of Individual Background Questionnaire (IBQ) 

 

The individual background Questionnaire (IBQ) solicited information about the 

participants’ gender, age, mother tongue, academic majors, local language knowledge, 

foreign language knowledge, and hours of studying English. 

 



79 

 

Table 4.1 Demographic Information of the Participants 

Category Description Number % 

(Percentage) 

Gender Male 227 56.5 

Female 175 43.5 

Academic major Natural Sciences 81 20.1 

Business & Economics 75 18.7 

Social Sciences &  82 20.4 

Agriculture  83 20.6 

Health Science 81 20.1 

Age 19 or under 64 15.9 

20-21 307 76.4 

22-23 23 5.7 

24-25 4 1.0 

Above 25 4 1.0 

Mother tongue Amharic 355 88.3 

Awigni 19 4.7 

Oromifa 13 3.2 

Tigrigna 8 2.0 

Others 7 1.7 

Local language knowledge 1 319 79.4 

2 74 18.4 

3 8 2.0 

more than 3 1 0.2 
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                                                                                                   Table 4.1 continued 

Hours of studying English in a 

day 

Less than 1 hr. 146 36.3 

1-2 hr. 140 37.8 

2-3 hr. 71 17.7 

More than 3 hr. 45 11.2 

Level at which students started 

learning English  

Kindergarten 31 7.7           

Grade one 358 89.1 

Grade 3 9 2.2 

Importance of English Very important 359 89.3 

Somewhat important 35 8.7 

Not important 4 1.0 

Cannot decide 4 1.0 

Most used English language 

skill by participants 

Writing 103 25.6 

Speaking 117 29.1 

Reading 155 38.6 

Listening 27 6.7 

Foreign Language Knowledge Yes 8 2% 

No 394 98% 

 

Table 4.1 above shows percentages of the participants: male 227 (56.5%) and female 175 

(43.5%). The Table also shows the range of the participants’ age. The participants ranged 

in age from 18 to 42, with 20 being the average age. The majority (76.4%) of the 

respondents fall within the age range of 20-21 years. This is followed by 19 and below 

years. Regarding mother tongue, a higher percentage of respondents, (88.3%) reported 
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Amharic as their mother tongue, followed by Awigni (4.7%), Oromifa   (3.2%), and 

Tigrigna (2.0%).  

As shown in the table, most of the participants (79.4%) know and use only one local 

language, while 18.4% of them said they know and use two local languages. When asked 

about foreign language knowledge, only 8 (2%) learners reported that they know and use 

foreign languages other than the English language. 

With regard to the level at which they started learning English as a subject, 89.1% of the 

respondents reported that they started learning English at grade one, while 7.7% of them 

said that they started learning English at kindergarten level. Participants were asked the 

estimated amount of time they spent studying English in a day. As shown in table 4.1, 

36.3% of the respondents reported that they spent less than one hour in a day studying 

English. Nearly an equal proportion of them (34.8%) claimed that they used 1-2 hours a 

day studying English. 

Concerning the importance of English language, the majority, i.e., 89.3% of the 

participants rated English as a very important language for their academic success as well 

as for their work after graduation. When asked the language skill they usually use, 38.6% 

of the respondents said they use reading, and 29.1% of them claimed that most of the 

time they use speaking. The least language skill learners used was reported to be listening 

(6.7%). This seems the subjects of the study misunderstood the time they spent in 

listening. In practice, most of the time learners spend their time listening lectures or 

presentations by their colleagues. 

4.2.2 Descriptive Analysis and Findings of SILL 

 

In general, subjects of this study reported using a variety of learning strategies to learn 

English. The following analysis of learning strategies is based on the descriptive analysis 

of the participants’ responses to the SILL. The frequencies of responses (in percentages), 

means and standard deviations for all the SILL items are presented in this section. 

Descriptive analyses of the participants’ responses to the SILL were conducted for two 

reasons: 
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1. To examine the overall use of language learning strategies and  

2. To investigate the strategies which were most or least frequently used by EFL 

learners when they learn English.  The five point Likert scale items of the SILL 

range from (1) never to (5) always used. As a great deal of research on language 

learning strategy has been adopted, three frequency criteria were used when 

assessing the degree in which strategies were used: high frequency use (3.5-5.0), 

medium frequency use (2.5-3.49), and low frequency use (1.0-2.49) based on 

Oxford’s (1990) criteria. 

The SILL items are subdivided into six sub groups: (1) memory strategies (items 1 to -

11), (2) cognitive strategies (items12-34), (3) compensation strategies (items35-46), (4) 

metacognitive strategies (items 47-56), affective strategies (items 57-64), and social 

strategies (items 65-72). 

4.2.2.1 Overall Strategy Use 

 

As shown in Table 4.2, the descriptive statistics for overall strategy use (M=3.21, 

SD=.42) showed that the participants used a medium degree of strategy use. The statistics 

also indicated a medium use of each of the six strategy categories with mean statistics.  

Table 4.2 The Six Categories of Strategy Use by Participants of the Study 

Strategy category N M SD Remark 

Metacognitive 402 3.51 .60 1 

Compensation 402 3.30 .57 2 

Cognitive 402 3.17 .46 3 

Social 402 3.17 .63 3 

Affective 402 3.00 .58 5 

Memory 402 2.98 .54 6 
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As shown in table 4.2, five strategy categories in the current research were used at the 

medium use range. Only one strategy subgroup was used at the high frequency range. 

The most preferred strategies among the six strategies of English language learning 

strategies were metacognitive strategies (M=3.51, SD=.60), followed by compensation 

(M=3.30, SD=.57) strategies. Memory strategies were the most infrequently used 

category (M=2.98, SD=.54). Affective strategy was the second least used (M= 3.00, 

SD=.58). Low strategy use was not found in any of the six categories of language 

learning strategies in the current research. 

4.2.2.2 Comparison of SILL Responses 

 

In addition to the mean scores for overall strategy use, the following section reports the 

participants’ use of individual strategies by category: memory, cognitive, compensation, 

metacognitive, affective and social strategies. The rationale for this is to elaborate any 

discrepancies or significant divergence among the groups. Closer examination of each 

SILL item suggested that the participants tended to employ certain strategies much more 

frequently than others. 

Green and Oxford (1995) suggested the frequency in which language learning strategies 

are used as a means to interpret the descriptive statistics of language learning strategy 

use; if more than 50% of the participants responded with 4 or 5 for the strategy use, it 

would be concluded that it was a frequent use in the overall strategy use; if more than 20 

to 49% of the participants responded with 4 or 5 for the strategy use, it would show a 

moderate use in the overall strategy use, if fewer than 20% of the participants responded 

with 4 or 5, it would be an infrequent use in the overall strategy use. This classification 

has been a popular statistical analysis of strategy use (Wharton, 2000). The criteria of the 

mean scores were adopted from Oxford (1990) as seen in table 4.3 in order to better 

understand the overall strategy use and strategy use in six categories. 
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Table 4.3 Oxford’s (1990) Criteria of Mean Scores to Understand Language Learning 

Strategy Use 

Frequency Description Range 

High Usually used or always  used 4.5 to 5.0 

3.5 to 4.4 

Medium Sometimes used 2.5 to 3.4 

Low Seldom used or  never used 1.5 to 2.4 

1.0 to 1.4 

 

Table 4.4 through 4.9 below present the most and least used strategies of the six strategy 

categories. 

4.2.2.2.1 Memory Strategy 

 

Among strategies which were utilized by participants, memory strategies were ranked 

sixth (M=2.98).  

Table 4.4 Memory Strategy Frequencies (%), Means and Standard Deviations 

  

Item  

1 2 3 4 5  

M 

 

SD 

 

Use Never Seldom Sometimes Usually Always 

1 I think of the relationship 

between what I already know 

and new things  I learn in 

English 

4.0 13.4 41.0 27.6 13.9 3.34 1.00 M 

2 I use new English words in a 

sentence so I can remember 

them 

6.2 15.4 38.6 30.6 9.2 3.21 1.01 M 

3 In learning English, I connect 

the sound of a new English 

word and an image or picture of 

the word to help me remember 

the word. 

 

10.7 18.4 32.3 29.9 8.7 3.07 1.12 M 
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                                                                                              Table 4.4 continued 

4 I remember a new English word 

by making a mental picture of a 

situation in which the word 

might be used. 

8.7 15.7 31.3 29.1 15.1 3.26 1.15 M 

5 I use rhymes to remember new 

English words (e.g., know-no, 

nail-snail, cat-bat). 

17.2 27.4 30.3 18.4 6.7 2.70 1.15 M 

6 I use flashcards to remember 

new English words. 

53.7 21.9 11.7 10.4 2.2 1.85 1.12 L 

7 I physically act out new English 

words. 

19.2 27.1 31.6 16.7 5.5 2.62 1.13 M 

8 I review English lessons often. 8.7 20.6 34.3 25.6 10.7 3.08 1.11 M 

 

9 I remember new English words 

or phrases by remembering 

their location on the page, on 

the board, or on a street sign. 

7.2 14.4 29.6 32.6 16.2 3.36 1.13 M 

10 I  try to catch every word that 

the speaker uses 

14.2 23.6 30.6 22.9 8.7 2.88 1.17 M 

11 I memorize English grammar 

rules in order to apply them 

6.0 14.2 32.3 33.3 13.9 3.34 1.07 M 

 

As seen in table 4.4, the frequencies (%), means and standard deviations of memory 

strategies indicated the medium use of strategies with the exception of one strategy item; 

"I use flashcards to remember new English words" (M=1.85,SD=1.12). Seventy five 

percent of the participants reported that they never or seldom used flashcards to 

remember new English wards. In addition, nearly half of the respondents (46.3%) stated 

that “They never or seldom physically act out new English words” (M=2.62, SD=1.13). 

Only 25.1% of the respondents reported that “They use rhymes to remember new English 

words” (M=2.70, SD=1.15). On the other hand, nearly half (48.8%) of the respondents 

responded that “they remember new English words or phrases by remembering their 

location on the page, on the board, or on the street sign” (M=3.36, DS=1.13).  
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Similar proportion (47.2%) of the participants reported that “they memorize English 

grammar rules in order to apply them” (M=3.34, SD=1.07). 

4.2.2.2.2 Cognitive Strategies 

 

Table 4.5 indicates the frequencies (%), means, and standard deviations of the cognitive 

strategies (items 12-34).  

Table 4.5 Cognitive Strategy Frequencies (%), Means and Standard Deviations 

  

Item 

1 2 3 4 5  

M 

 

SD 

 

Use Never Seldo

m 

Sometime

s 

Usually Always 

12 I say or write new English 

words several times. 

6.0 16.2 32.1 29.6 16.2 3.33 1.10 M 

13 I try to talk like native 

English speakers. 

16.4 26.1 25.9 22.9 8.7 2.81 1.20 M 

14 I practice the sounds of 

English 

14.2 26.1 33.6 21.4 4.7 2.76 1.08 M 

15 In learning English, I use 

the English words I know 

in different ways. 

5.7 14.4 26.4 38.1 15.4 3.43 1.09 M 

16 When I meet my friends, I 

start conversations in 

English 

13.2 27.9 34.1 18.7 6.2 2.76 1.09 M 

17 I watch English language 

television shows spoken 

in English or go to movies 

spoken in English 

 

22.6 29.1 24.6 16.2 7.5 2.56 1.21 M 

18 I read magazines, books, 

letters or reports written 

in English 

14.7 28.4 30.1 18.9 8.0 2.77 1.15 M 

19 I write notes, messages, 

letters or reports in 

English. 

 

9.7 18.2 30.3 29.1 12.7 3.16 1.15 M 
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                                                                                                    Table 4.5 continued 

20 
II  ffiirrsstt  ttrryy  ttoo  ggeett  tthhee  mmaaiinn  iiddeeaa  

ooff  tthhee  rreeaaddiinngg  ppaassssaaggee  qquuiicckkllyy  

aanndd  ggoo  bbaacckk  aanndd  rreerreeaadd  mmoorree  

ccaarreeffuullllyy  

 

3.0 8.7 27.1 37.3 23.9 3.70 1.02 H 

21 In learning English, I look for 

words in my own language 

(mother tongue) that are 

similar to new words in 

English. 

 

 

 

5.7 10.4 24.9 37.6 21.4 3.58 1.10 H 

22 
IInn  lleeaarrnniinngg  EEnngglliisshh,,  II  ttrryy  ttoo  

ffiinndd  tthhee  ppaatttteerrnnss  ((ggrraammmmaattiiccaall  

ssttrruuccttuurreess  ee..gg..  wwoorrdd  oorrddeerr,,  tthhee  

vveerrbb  tteennssee,,  aaccttiivvee//ppaassssiivvee  

vvooiiccee,,  eettcc  

  

 

4.0 15.2 34.6 30.6 15.7 3.38 1.04 M 

23 I find the meaning of an 

English word by dividing it 

into parts that I understand. 

8.5 18.4 36.8 28.9 7.5 3.08 1.05 M 

24 In learning English, I try not to 

translate word-for-word. 

22.9 24.9 24.4 19.4 8.5 2.65 1.25 M 

25 I make summaries of 

information that I hear or read 

in English. 

3.0 11.4 27.9 37.3 20.4 3.60 1.02 H 

26 I reduce the message and use 

simple expressions in English 

5.7 15.4 35.3 31.3 12.2 3.28 1.05 M 

27 I ask for repetitions when I 

can’t understand what the 

speaker has said 

7.7 15.4 31.1 30.1 15.7 3.30 1.14 M 

28 I don’t use dictionary to 

understand unfamiliar words 

 

46.8 15.9 20.9 9.7 6.7 2.13 1.28 L 

29 I rehearse silently in English 

before speaking in English 

 

7.2 12.2 38.1 29.4 13.2 3.29 1.07 M 
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                                                                                                 Table 4.5 continued 

30 When I listen to oral English, I 

identify individual elements of 

the message first one by one 

and then I put them together in 

my mind 

7.7 17.9 29.9 31.1 13.4 3.24 1.13 M 

31 I repeat what I read to enhance 

my comprehension 

1.0 9.0 21.1 39.6 29.4 3.87 .96 H 

32 I try to apply words or 

structures which I have just 

learned in paragraphs or in 

conversations 

3.0 12.9 37.3 34.3 12.4 3.40 .96 M 

33 I review notes taken during 

class so that it helps me 

remember words and ideas 

better 

1.7 6.5 20.9 39.8 31.1 3.92 .96 H 

34 In listening to taped 

conversation or in reading a 

text I take the overall meaning 

without picking out key words 

16.7 23.9 27.4 22.1 10.0 2.84 1.22 M 

 

Cognitive strategies in general, ranked third (M=3.17) in frequency. As high use of 

strategies, 70.9% of the participants reported that “they review the notes they take during 

class” (M=3.92, SD=.96); 69% of the respondents stated that “they repeat what they read 

to enhance their comprehension” (M= 3.87, SD=96), and 61.2% of the participants 

responded that “they usually or always first skim an English passage then go back and 

read carefully” (M= 3.70, SD=1.02). In addition, 59% of the participants usually or 

always “look for words in their own language that are similar to new words in English” 

(M=3.58, SD=1.10), and 57.7% of them said that “they usually or always make 

summaries of information that they hear or read in English” (M=3.60, SD=1.02).  

On the other hand, four cognitive strategies (items 32, 22, 27 and12) were among the 

medium-high strategies used by the participants of the study. 46.7% of the respondents 

reported that “they try to find the pattern or (grammar) in English” (M=3.38, SD=1.04); 

46.3% of them responded that “they try to apply words or structures which they have 
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learned in paragraphs or in conversation” (M=3.40, SD=.96); 45.8% of the respondents 

reported that “they say or write new English words several times, to learn English” 

(M=3.33, SD=1.10). The same proportion (45.8%) of them also stated that “they ask for 

repetition when they can’t understand what the speaker has said” (M=3.30, SD=1.14). 

As low use of cognitive strategies, 62.7% of the respondents reported that they frequently 

use dictionary to understand unfamiliar words (M=2.13, SD=1.28); 51.7% of the 

participants never or seldom “watch English language television shows spoken in English 

or go to movies spoken in English” (M=2.56, SD=1.21), and 43.1% of them never or 

seldom “read magazines, books, letters or reports in English” (M=2.77, SD=1.15). 

4.2.2.2.3 Compensation Strategies 

 

Compensation strategies consist of eight strategies (items 35-46).  

Table 4.6 Compensation Strategy Frequencies (%), Means and Standard Deviations 

  

Item  

1 2 3 4 5  

M 

 

SD 

 

Use Never Seldom Sometimes Usually Always 

35 

To understand unfamiliar 

English words, I make 

guesses. 

4.7 10.2 32.6 35.1 17.4 3.50 1.0 H 

36 

I use gestures and facial 

expressions if I cannot 

communicate 

7.5 17.9 30.8 29.9 13.9 3.24 1.12 M 

37 

I make up new words if I don’t 

know the right ones 

7.0 17.9 32.8 30.8 12.2 3.22 1.09 M 

38 

I read texts without looking 

every word 

24.8 22.6 25.1 21.1 6.5 2.62 1.24 M 

39 

I try to guess what other 

person will say next 

 

 

8.2 19.9 38.1 25.9 8.0 3.05 1.05 M 
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                                                                                                 Table 4.6 continued 

40 

I try to use fillers when I 

cannot think of what to say 

9.7 21.4 39.3 23.1 6.5 2.95 1.04 M 

41 I guess the speakers intention 

by picking up familiar words 

3.0 9.7 33.8 38.1 15.4 3.53 .96 H 

42 I show continuous signals to 

show my understanding  

7.5 16.9 30.8 31.1 13.7 3.26 1.12 M 

43 I pay attention to the speaker’s 

eye contact, facial expression 

and gestures 

2.0 7.2 22.9 37.1 30.8 3.99 2.64 H 

44 I try to make eye contact when 

I am talking 

3.7 12.2 31.1 35.1 17.7 3.58 1.88 H 

45 I don’t give up easily 7.0 19.2 30.1 29.6 14.2 3.24 1.12 M 

46 If I can’t think of an English 

word, I use a word/phrase that 

means the same 

7.0 13.7 29.9 34.3 15.2 3.37 1.10 M 

Among the strategies which were most utilized by the participants, four out of 15  

belonged to the compensation category as shown in table 4.6 above, and ranked second 

from the six subgroups. Specifically, compensation strategies involving “guessing words 

from context” (M=3.50) “guessing speakers intention” (M=3.53), “paying attention to 

the nonverbal cues” (M=3.99), and “making eye contact” (M=3.58) were highly used by 

the participants of the study. While 67.9% of the respondents reported that “they pay 

attention to the speaker’s eye contact, facial expression and gestures when making 

conversations”, 53.5% stated that they usually or always “guess the speakers intention by 

picking up familiar words he/she uses”. They also reported that “they try to make regular 

eye contact when talking to others” (52.8%). Besides, 52.5% of them reported that “they 

guess unfamiliar words by using any clue they find from the context”. 49.5% of them 

answered that “they use synonyms whenever they cannot think of the correct word or 

expression”.  

On the other hand, the least used strategies from this category were “reading texts 

without looking every ward”, and “trying to use fillers”. Forty eight percent of the 

participants said that “they never or seldom read texts without looking every word”. In 
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addition, 31.1% of the participants reported that “they never or seldom use fillers when 

they cannot think of what to say in English during conversation”. 

4.2.2.2.4 Metacognitive Strategies 

 

Overall use of metacognitive strategies showed a high use range. 

Table 4.7 Metcognitive Strategy Frequencies (%), Means and Standard Derivations  

  

Item  

1 2 3 4 5  

M 

 

SD 

 

Use Never Seldom Sometimes Usually Always 

47 I try to find as many ways as I can 

to use my English. 

4.7 14.2 30.8 36.3 13.9 3.40 1.04 M 

48 I notice my English mistakes and 

use that information to help me do 

better. 

2.0 10.9 25.1 38.6 23.4 3.70 1.00 H 

49 I try to find out how to be a better 

learner of English. 

2.7 9.0 26.1 38.6 23.6 3.71 1.01 H 

50 I plan my schedule so I will have 

enough time to study English. 

9.7 19.7 31.8 26.4 12.4 3.12 1.15 M 

51 I look for people I can talk to in 

English 

8.2 18.2 34.6 25.9 13.2 3.17 1.12 M 

52 I look for opportunities to read as 

much as possible in English. 

5.7 12.9 34.1 30.6 16.7 3.39 1.08 M 

53 I have clear goals for improving 

my English skills. 

 

2.7 10.9 26.1 34.8 25.4 3.69 1.05 H 

54 I think about my progress in 

learning English. 

3.7 11.7 27.1 34.6 22.9 3.61 1.07 H 

55 I take my time to express what I 

want to say in English 

4.5 14.4 37.3 34.1 9.7 3.30 .98 M 

56 I think first in my native language 

and then construct the English one  

4.7 13.9 25.9 34.1 21.1 3.54 1.13 H 
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As shown in table 4.7, items 47 to 56 belong to metacognitive strategies. Among the 

strategies which were most utilized by participants, five out of fifteen belonged to 

metacognitive strategies which ranked it first from the six categories. Majority of the 

participants (62%) reported that “they usually or always notice their mistakes and use 

that information to help them do better” (M=3.70, SD=1.00).  Sixty percent of the 

respondents answered that “they have clear goals to improve their English”. They 

(57.5%) also usually or always “think about their progress in learning English”. 

Moreover, 55.2% of the participants “first think in their native language and then 

construct the English version”; more than half (55.2%) of the participants said that “they 

usually or always try find out how to be a better learner of English”, and 50.2% of them 

responded that “they try to find as many ways they can to use English in the class as well 

as out of class”.  

4.2.2.2.5 Affective Strategy  

 

In regards to affective strategies, (items 57 to 64), shown in table 4.8, one strategy 

showed a high use, and seven others showed medium use.  
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Table 4.8 Affective Strategy Frequencies (%), Means and Standard Deviations.  

  

Item  

1 2 3 4 5  

M 

 

SD 

 

Use Never Seldom Sometimes Usually Always 

57 I encourage myself to speak 

English 

4.0 13.4 34.1 33.6 14.9 3.42 1.02 M 

58 I try to relax whenever I feel 

afraid of using English. 

6.5 12.7 31.6 33.8 15.4 3.39 1.09 M 

59 I give myself a reward or treat 

when I do well in English. 

5.7 11.4 27.1 32.6 23.1 3.55 1.13 H 

60 I notice if I am tense or 

nervous when I am studying or 

using English. 

7.5 14.7 29.6 29.4 18.9 3.37 1.16 M 

61 It doesn’t bother me to make 

mistakes when I speak 

13.7 23.6 26.6 24.9 11.2 2.96 1.21 M 

62 It bothers me if I don’t 

understand a structure fully or 

a word 

9.5 19.7 32.3 23.9 14.7 3.14 1.17 M 

63 I write down my feelings in a 

language learning diary/ note 

book. 

23.9 23.4 30.3 17.7 4.7 2.55 1.16 M 

64 I talk to someone else about 

how I feel about learning 

English. 

9.2 23.1 33.8 24.9 9.0 3.01 1.09 M 

 

Fifty six percent of the respondents answered that “they usually or always give 

themselves reward or treat themselves when they do well in English” (M=3.55, 

SD=1.13). Nearly half (49.2%) of the participants “try to relax themselves whenever they 

feel afraid of using English” (M=3.39, SD=1.09), and 48.5% of them reported that “they 

usually or always encourage themselves to speak English” (M=3.42, SD=1.02). 

Moreover about half (48.3%) of the respondents most of the time “notice whenever they 

are tense or nervous when they study or use English”. However, 37.3% of the 

participants said that “they never or seldom do not bother to make mistakes when they 

speak” (M=2.96, SD=1.21), and 47.3% of them answered that “they never or seldom 
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write down their feelings in their language learning diary/note book” (M=2.55, 

SD=1.16). 

4.2.2.2.6 Social Strategy  

 

Social strategy (items 65-72) showed an overall medium strategy use with the mean 

scores from 3.40 to 2.71 as shown in table 4.9. 

Table 4.9 Social Strategies Frequencies (%), Means and Standard Deviations.   

  

Item  

1 2 3 4 5  

M 

 

SD 

 

Us

e 

Never Seldom Sometimes Usually Always 

65 

 

I ask the speaker to slow down  

when I can’t understand what the 

speaker has said 

8.0 14.7 38.6 28.1 10.7 3.18 1.06 M 

66 

I ask others to correct me when I 

talk. 

7.0 17.7 33.3 28.1 13.9 3.24 1.11 M 

67 

I practice English with other 

students or native English 

speakers 

8.2 21.6 40.8 22.1 7.2 2.98 1.02 M 

68 

I ask for help from others when I 

face difficulty in learning 

English language 

5.5 14.9 33.8 30.8 14.9 3.34 1.07 M 

69 

I ask questions in English to 

other students or English 

speakers. 

6.5 20.1 39.1 25.1 9.2 3.10 1.03 M 

70 

I try to learn about the culture of 

English speakers. 

22.9 22.9 24.6 19.2 10.4 2.71 1.29 M 

71 

I respond in English if asked in 

English 

4.0 13.7 34.8 33.3 13.9 3.40 1.03 M 

72 I learn a lot by participating in 

small group discussion in 

English 

4.7 13.4 33.6 33.3 14.9 3.40 1.09 M 
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Forty eight percent of the respondents reported that “they usually or always participate in 

small group discussion in English” (M=3.40, SD=1.09), and 47.2% of them responded 

that “they usually or always respond in English if they are asked in English” (M=3.40, 

SD=1.03). In addition, 45.7% of the participants answered that “they ask for help from 

others when learning English” (M=3.34), and 42% of them responded that “they ask 

their friends to correct them when they talk in English” (M=3.24).  

On the other hand, 45.8% of the respondents said that “they never or seldom try to learn 

about the culture of English speakers” (M=2.71), and 29.8% of them reported that “they 

never or seldom practice English with their colleagues or with others” (M=2.98). 

As shown in table 4.10, participants’ responses were based on a 5 point Likert scale. As a 

great deal of research on language learning strategy has been adopted, three frequency 

criteria were used when assessing the degree in which strategies were used: high 

frequency use (3.5-5.0), medium frequency use (2.5-3.49), and low frequency use (1.0-

2.49) based on Oxford’s (1990) criteria.  

Table 4.10 Differences in Overall Strategy Use 

Usage Frequency 

No % 

High (M>) 3.5) 15 20.8% 

Medium (2.5< M <3.4)  55 76.4% 

Low (M>2.4) 2 2.8% 

 

Accordingly, the responses of the participants strategy use categorized into three (high, 

medium, and low usage). Based on their overall mean scores and frequency of strategy 

used, most of the participants (i.e. 76.4%) fall into the medium use category. Twenty one 

percent of them were categorized under high use range. Only 2.8% of the participants 

were in low strategy use range. 
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The individual strategy use by the participants, based on their responses on the SILL, is 

shown in table 4.11 and 4.12. Table 4.11 presents strategy categories which fall into the 

high use range. Items 20, 21, 25, 31, 33 from cognitive strategy, items 35, 41, 43, 44 from 

compensation strategy, items 48, 49, 53, 54, 56 from metacognitive strategy and item 59 

from affective strategy were among the most common strategies used by all the 

participants and used more than other strategies. 

As indicated in table 4.11, strategies from cognitive, compensation, metacognitive and 

affective fall into the high use range.  

Table 4.11 Reported Strategy Use Categorized by High Usage (M >3.5) 

Category Item (Mean) 

Cognitive 20(3.70), 21(3.58), 25(3.60), 31(3.87), 33(3.92) 

Compensation 35(3.50), 41(3.53), 43(3.99), 44(3.58) 

Metacognitive 48(3.70), 49(3.71), 53(3.69), 54(3.61), 56(3.54) 

Affective 59(3.55) 

 

Strategies that fall, into “high” use range were cognitive strategies (item 20) “I first try to 

get the main idea of the reading more carefully’’ (M=3.70); (item 21) “In learning 

English, I look for words in my own language that are similar to new words in 

English”(3.58); (item 25) “I make summaries of information that I hear or read in 

English” (M=3.60); (item 31) “I repeat what I read to enhance my comprehension” 

(M=3.87); and (Item 33) “I review notes taken during class so that it helps me remember 

words and ideas better’’ (M=3.92).  

The compensation strategies that fall into the high use range were (Item 35) “To 

understand unfamiliar words, I make up guesses’’ (M=3.50), (Item 41) “I guess the 

speakers intention by picking up familiar words’’ (M=3.53), (Item 44) “I try to make eye 

contact when I’m talking” (M=3.58), (Item 43) “I pay attention to speakers eye contact, 

facial expression and gestures” (M=3.99). 
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The metacognitive strategies that were categorized under ‘high’ use were (Item 48) “I 

notice my English mistakes’’ (M=3.70), (Item 49) “I try to find out how to be a better 

learner of English” (M=3.71), (Item 53) “I have clear goals’’ (M=3.69),(Item 54) “I 

purposefully think about my progress in learning English” (M=3.61), and (Item 56), “I 

think first in my native language and then construct the English one’’ (M=3.54), affective 

strategy (Item 59) “I give myself a reward when I do well” (M=3.55).  

As indicated in table 4.12, more strategy uses fall within the medium use range for the 

participants of this study. Items from all the strategy categories were found in this range. 

All items from social strategies were found within the medium use range.  

Table 4.12 Reported Strategy Use Categorized by Medium Usage (M=2.5-3.4) 

Category Item (Mean) 

Memory 8(3.08), 9(3.36),10(2.88),11(3.34) 

1(3.34), 2(3.21), 3(3.07), 4(3.26), 5(2.70),7(2.62) 

Cognitive 12(3.33),13(3.2),14(2.76),15(3.43),16(2.76),17(2.56),18(2.77),19(3.16), 22(3.38), 

23(3.08), 24(2.65), 26(3.28), 27(3.30), 29(3.29), 30(3.24), 32(3.40), 34(2.84) 

Compensation 36(3.24), 37(3.22), 38(2.62), 39(3.05), 40(2.95), 42(3.26), 45(3.24), 46(3.37) 

Metacognitive 47 (3.40), 50(3.12), 51(3.17), 52(3.39), 55(3.30) 

Affective 57(3.42), 58(3.39), 60(3.37), 61(2.96), 62(3.14), 63(2.55) 

Social 64(3.18), 65(3.24), 66(2.98), 67(3.34), 68(3.10), 69(2.71), 71(3.40), 72(3.40) 

 

Some of the strategies that fall into the medium-high (strategies whose mean is nearest to 

high use range) use range were: two cognitive strategies (items 15, and 32) “I use the 

English words I know in different ways” (M=3.43), and “I apply words /structures which 

I learned” (M=3.40); two metacognitive strategies (items 47 and 52) “I try to find as 

many ways as I can to use may English” (M=3.40), and “I look for opportunities to read 

as much as possible in English” (M=3.39); affective strategies (items 57 and 58), “I 

encourage myself to speak English” (M=3.42), and “I try to relax whenever I feel afraid 
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of making mistakes” (M=3.39); and a social strategy (item 71) “I respond in English if 

asked in English” (M=3.40). 

Some of the strategies that were found in the medium low (strategies whose mean is 

nearest to low use range) range were a memory strategy (item 7) “I physically act out 

new English words” (M=2.62); Cognitive strategies (Item 17), “I watch English 

language television shows spoken in English” (M=2.56), and (item 24), “I try not to 

translate word for word” (M=2.65); a compensation strategy; (item 38), “I read texts 

without looking every word’’ (M=2.62); and an effective strategy (item 63), “I write 

down my feelings about learning English”(M=2.55). 

Only two strategies, memory strategy (item6) “I use flashcards to remember new English 

words” (M=1.85), and a cognitive strategy (item 28) “I don’t use dictionary in learning 

English” (M=2.13) were found in the low use range. 

4.2.3 Descriptive Analysis and Findings of the BALLI 

 

Table 4.13 through 4.21, present the frequency of students’ responses in percentages, 

means and standard derivations in each area of learners’ beliefs about language learning 

on the BALLI. Using Horwitz’s (1987) categories, they illustrate the five major areas in 

the BALLI: (1) the difficulty of language learning; (2) foreign language aptitude; (3) the 

nature of language learning; (4) learning and communication strategies; and (5) 

motivation and expectations. Descriptive statistics were computed on the students’ 

responses to the BALLI items. 
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4.2.3.1 General BALLI Responses 

 

Table 4.13 shows the mean score of each subgroup of the BALLI items and its rank 

frequency.  

Table 4.13 Five Categories of Beliefs 

Beliefs Mean Standard 

Deviation 

Rank 

Motivation and Expectations 3.78 .77 1 

The nature of Language learning 3.45 .62 2 

Learning and communication strategies 3.31 .48 3 

The Difficulty of Language learning  3.27 .50 4 

Foreign Language Aptitude  3.11 .49 5 

 

As shown from the above table, the highest mean belongs to “motivation and 

expectation’’ category followed by the “nature of language learning”. On the other hand, 

the lowest subcategory belongs to “foreign language aptitude’’. Thus, learners had strong 

beliefs about motivation and expectation; however, they had low belief in beliefs of 

foreign language aptitude. 

4.2.3.2 Comparison of BALLI Responses 

4.2.3.2.1 Beliefs of Foreign Language Aptitude 

 

The first category of beliefs, foreign language aptitude, concerns the general existence of 

special ability for language learning, and beliefs about the characteristics of successful 

learners.  

 

 



100 

 

Table 4.14 Beliefs of Foreign Language Aptitude:  Frequencies (%), Means and 

Standard Deviations 

  

Item  

1 2 3 4 5  

M 

 

SD SD D N A SA 

1 It is easier for children than adults to 

learn a foreign language. 

4.7 8.7 4.7 48.7 33.7 3.97 1.07 

6 People from my country are good at 

learning foreign languages 

7.2 30.1 22.1 30.1 10.4 3.06 1.14 

16 I have special ability to learn foreign 

language 

14.2 27.6 19.9 29.9 8.5 2.90 1.21 

10 It is easier for someone who already 

speaks a foreign language to learn another 

one.    

13.4 29.9 19.2 27.6 10.0 2.90 1.22 

11 People who are good at mathematics or 

science are not good at learning foreign 

languages. 

34.3 38.1 11.2 12.4 3.7 2.16 1.29 

2 Some people have special ability for 

learning foreign languages 

10.2 13.7 12.7 42.5 20.9 3.50 1.24 

19 Women are better than men at learning 

foreign languages. 

34.8 25.1 24.6 9.0 6.5 2.27 1.21 

30 People who speak more than one 

language are very intelligent. 

8.7 16.7 13.4 39.8 21.4 3.48 1.23 

33 Everyone can learn to speak a foreign 

language. 

7.5 11.4 7.7 41.8 31.6 3.78 1.21 

Note. 1(SD) = Strongly Disagree; 2(D) = Disagree; 3(N) = Neither agree nor disagree; 4(A) = Agree; 5(SA) = Strongly 

Agree 

The percentages (%) have been rounded to the nearest tenths 

 

Most participants (82.4%) felt that “it is easier for children than adults to learn a foreign 

language”. Majority of the respondents believed that “everyone can learn to speak 

foreign language” (73.4%). In addition, 63.4% of the participants agreed that “some 

people have special ability for learning foreign languages”, and similar proportion of the 
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participants (61.2%) agreed with the statement that “People who speak more than one 

language are very intelligent’’. 

On the other hand, 72.4% of the participants disagreed with the statement that “people 

who are good at mathematics or science are not good at learning foreign languages”. 

Majority of them (59.9%) also disagreed with the belief that “women are better than men 

at learning foreign languages’’. Nearly, half (43.3%) of the respondents disagreed with 

the belief that “it is easier for someone who already speaks a foreign language to learn 

another one’’. 

4.2.3.2.2 Beliefs of the Difficulty of Language Learning 

 

Difficulty of language learning concerns the general difficulty of learning a foreign 

language.  

Table 4.15 Beliefs about the Difficulty of Language Learning Frequencies (%), Means 

and Standard Deviations 

No  

Item  

1 2 3 4 5  

M 

 

SD SD D N A SA 

3 Some languages are easier to learn than others 5.0 16.2 8.2 49.0 21.6 3.66 1.13 

4 English is: 6.2 20.1 49.0 20.4 4.2 2.96 .90 

15 If someone spent one hour a day learning a 

language, how long would it take him/her to 

speak the language very well? 

20.4 28.1 17.7 13.4 6.7 2.92 1.54 

25 It is easier to speak than understand a foreign 

language. 

14.2 31.8 16.2 30.1 7.7 2.85 1.21 

34 It is easier to read and write English than to 

speak and understand it. 

8.0 20.6 12.2 38.8 20.4 3.43 1.24 

5 I believe that I will learn to speak English very 

well 

3.0 11.7 12.7 46.3 26.4 3.81 1.04 

Note. 1(SD) = Strongly Disagree; 2(D) = Disagree; 3(N) = Neither agree nor disagree; 4(A) = Agree; 5(SA) = Strongly 

Agree 

The percentages (%) have been rounded to the nearest tenths 
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In the area of the difficulty of language learning (Table 4.15), a large number of students 

(70.6%) agreed that “some languages are easier to learn than others”. Majority of them 

(72.7%) also felt that “they can learn to speak English very well”. More than half 

(59.2%) also agreed that “it is easier to read and write English than to speak and 

understand it”. 

When asked “If someone spent one hour a day learning English language, how long 

would it take them to speak the language fluently?’’ , their answers were less than a year 

(20.4%), one to two years (28.1%), two to three years (17.7%), three to five years 

(13.4%), and five to ten years (6.7%). On the other hand, almost half of the participants 

(46%) disagreed with the idea that “it is easier to speak than understand a language’’. 

4.2.3.2.3 Beliefs about the Nature of Language Learning 

 

Table 4.16 shows frequencies, means and standard deviations of the beliefs about the 

nature of language learning. 
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Table 4.16 Beliefs about the Nature of Language Learning; Frequencies (%), Means and  

Standard Deviations 
  

Item  

1 2 3 4 5  

M 

 

SD SD D N A SA 

8 It is important to know about English-

speaking cultures in order to speak 

English. 

8.5 23.6 13.4 32.6 21.9 3.35 1.09 

12 It is best to learn English in an English-

speaking country 

7.7 15.9 8.7 37.6 30.1 3.66 1.26 

17 The most important part of learning a 

foreign language is learning vocabulary 

words. 

3.5 15.2 8.5 44.5 28.1 3.88 2.16 

23 The most important part of learning a 

foreign language is learning the grammar. 

8.5 25.9 10.4 35.6 19.7 3.32 1.28 

27 Learning a foreign language is difficult 

than learning other academic subjects. 

15.2 35.3 13.7 26.1 9.7 2.79 1.25 

28 The most important part of learning 

English is learning how to translate from 

my native language to English or from 

English to my native language. 

5.5 8.7 10.0 48.5 27.4 3.83 1.09 

35 Language learning involves a lot of 

memorization. 

10.2 20.9 12.9 35.6 20.4 3.35 1.29 

 

On the subject of the nature of language learning (Table 4.16), majority of the 

participants showed their agreement except on the issue of viewing the learning of 

English more difficult than other subjects. Three quarter of them (75.9%) believed that 

“learning how to translate English in to their mother tongue or from their mother tongue 

to English is the most important issue in learning English”. Many also agreed that “the 

most important part of learning English is learning vocabulary words” (72.6%). Most of 
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the respondents also felt that “learning English in an English speaking country” (67.2%) 

and “knowing the culture of that country are important to learn English”. 

4.2.3.2.4 Beliefs of Learning and Communication Strategies 

 

Table 4.17 shows the frequencies, means and standard deviations of beliefs of learning 

and communication strategies. 

Table 4.17 Beliefs about Learning and Communication Strategies; Frequencies (%), 

Means and Standard Deviations 

  

Item  

1 2 3 4 5  

M 

 

SD SD D N A SA 

7 It is important to speak English with an 

Excellent pronunciation. 

4.0 9.5 8.2 40.5 37.8 3.98 1.09 

9 You shouldn’t say anything in English until you 

can say it correctly 

48.8 28.1 8.5 10.2 4.5 1.93 1.17 

13 I enjoy practicing English with the native 

English speakers I meet 

4.5 13.7 13.9 49.3 18.7 3.63 1.07 

14 It’s o.k. to guess if you don’t know a word in 

English 

5.2 12.7 16.9 52.5 12.7 3.54 1.03 

18 It is important to repeat and practice a lot. 3.2 5.5 4.7 30.6 56.0 4.30 1.01 

21 I feel afraid of speaking English with other 

people. 

11.9 28.6 13.4 40.0 6.0 2.99 1.18 

22 If beginning students are permitted to make 

errors in English, it will be difficult for them to 

speak correctly later on. 

29.9 27.9 8.7 21.9 11.7 2.57 1.40 

26 It is important to practice with cassettes or 

tapes. 

6.5 13.9 14.4 51.5 13.7 3.51 1.09 

Note. 1(SD) = Strongly Disagree; 2(D) = Disagree; 3(N) = Neither agree nor disagree; 4(A) = Agree; 5(SA) = Strongly 

Agree 

The percentages (%) have been rounded to the nearest tenths 

 

Regarding learning and communication strategies, (Table 4.17) shows that (86.6%) of the 

participants felt that “repetition and practice a lot is import to learn English”, and 
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majority of them (78.3%) believed that “excellent pronunciation is important to speak 

and communicate using English”. More than half (68.6%) of the respondents agreed that 

“they feel timid when they speak English with other people”; and similar proportion 

(68%) of them “enjoy practicing English with the native English speakers they meet”. 

The same proportion of participants (65.2%) felt that “they guess if they don’t know a 

word in English” and “it is important to practice with cassettes or tapes to learn 

English”. 

On the other hand, 76.9% of the participants disapproved the statement that states “we 

shouldn’t say anything in English until we can say it correctly’’.   

4.2.3.2.5 Beliefs about Motivation and Expectation 

 

As indicated in table 4.18 below, BALLI items 20, 24, 29, 31 and 32 concern desires and 

opportunities the students associate with the learning of their target language.  

Table 4.18 Beliefs about Motivation and Expectations; Frequencies (%), Means and 

Standard Deviations 

  

Item  

1 2 3 4 5  

M 

 

SD SD D N A SA 

20 People in my country feel that it is important 

to speak English 

6.5 16.9 18.7 44.5 13.4 3.41 1.11 

24 I would like to learn English so that I can get 

to know native English speakers better and 

their cultures. 

6.7 16.9 14.2 44.3 17.9 3.49 1.16 

29 If I learn English very well, I will have better 

opportunities for a good job 

8.5 15.7 13.7 36.1 26.1 3.55 1.26 

31 I want to learn to speak English well. 2.2 4.5 4.5 36.8 51.7 4.41 2.22 

32 I would like to have friends who speak 

English as a native language 

3.7 7.7 7.5 42.8 38.3 4.04 1.05 

Note. 1(SD) = Strongly Disagree; 2(D) = Disagree; 3(N) = Neither agree nor disagree; 4(A) = Agree; 5(SA) = Strongly 

Agree 

The percentages (%) have been rounded to the nearest tenths 

 

All participants showed their agreement for all motivation and expectation items. Almost 

all (88.5%) participants either agreed or strongly agreed that “they want to learn to speak 
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English well”. Eighty one percent of the respondents also felt that “they would like to 

have friends who speak English as a native language”. The great majority of the 

participants (62.2%) believed that “they would   like to learn English in order to get to 

know native English speakers and their culture better”, and “if they learn English very 

well they will have better opportunities for a good job”. 

The responses of the individual belief items were categorized into three ranges; high, 

medium and low. Table 4.19 presents belief categories which fall in to the high range.  

Table 4.19 Reported Beliefs Categorized by High Mean Range (M=3.5 or above) 

Category Item (Mean) 

Apt 1(3.97), 2(3.50), 33(3.78) 

Dff 3(3.66), 5(3.81) 

Na 12(3.66), 17(3.88), 28(3.83) 

LCS 7(3.98), 13(3.63), 14(3.54), 26(3.51) 

MoE 29(3.55), 31(4.41), 32(4.04) 

Note= Apt=Aptitude, Dff= Difficulty, Na= Nature of language learning, LCS= Learning and Communication Strategies 

Items 31, 32, 7, 1, 17, and 5 from each category were among the most common beliefs by 

all participants and were held more than other beliefs. These beliefs were, beliefs of 

motivation and expectation (items 31 and 32) “I want to learn to speak English well’’ 

(M=4.41), and “I would like to have friends who speak English as a native language’’ 

(M=4.04); beliefs of learning and communication strategy (item 7) “ It is important to 

speak English with an excellent pronunciation (M=3.98); a foreign language aptitude 

(item 1) “It is easier for children than adults to learn foreign language” (M=3.97); a 

nature of language learning (item 17) “The Most important part of learning English 

language is learning vocabulary words’’ (M=3.88); and a difficulty of language learning 

(item 5) “I believe that I will learn to speak English very well’’ (M=3.18). 
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More belief items fall within the medium range for the participants of the study (Table 

4.20). More items from the three categories; foreign language aptitude, difficulty of 

language learning and the nature of language learning were in the medium range than 

other kinds of beliefs.  

Table 4.20 Reported Beliefs Categorized by Medium Range (M=2.5-3.49) 

Category Item (mean) 

Apt 6(3.06), 16(2.90), 10(2.90), 30(3.48) 

Dff 4(2.96), 15(2.92), 25(2.85), 34(3.43) 

Na 8(3.35), 23(3.32), 27(2.79), 35(3.35) 

LCS 21(2.99), 22(2.57) 

MoE 20(3.41), 24(3.49) 

 

Some of the beliefs which fall within the medium-high rang were; beliefs of motivation 

and expectation (items 24 and 20) “I would like to learn English so that I can get to know 

native English speakers better and their country’’ (M=3.49)  and “people in my country 

feel that it is important to speak English’’ (M=3.41); a foreign language aptitude (item 

30) “People who speak more than one language are very intelligent’’ (M=3.48); a 

difficulty of language leaning (item 34) “ it is easier to read and write English than to 

speak and understand it’’ (M=3.43); nature of language learning (items 8 and 35) “It is 

important to know about English speaking cultures in order to speak English’’ (M=3.35) 

and “language learning involves a lot of memorization’’ (M=3.35). 

As shown in table 4.21 below, there are fewer items within the low range than high and 

medium range of beliefs. This shows more belief categories fall into either high or 

medium use range. 
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Table 4.21 Reported Beliefs categorized by low range (M= 2.49 or below) 

Category Item (mean) 

Apt 11(2.16), 19(2.27) 

Dff - 

Na - 

LCS 9(1.93) 

MoE - 

 

 Items 11, 19 and 9 from two categories: foreign language aptitude and learning and 

communication strategies were the least common beliefs held by participants. These were 

foreign language aptitude (items 11 and 19) “people who are good in mathematics or 

science are not good at learning English’’ (M=3.16), and “Women are better than men at 

learning English’’ (M=2.0) and a learning and communication strategy (item 9) “You 

shouldn’t say anything in English until you can say it correctly’’ (M=1.93). Interestingly, 

no item from the categories of “difficulty of language learning,’’ “Nature of language 

learning’’ and “Motivation and expectation’’ fall within the “low’’ belief range. 

In order to investigate the relationship among EFL learners’ beliefs and their strategy use, 

Pearson correlation procedures were performed on a total of eleven variables: six strategy 

variables and five belief variables. The results of correlation coefficient tests of the six 

strategy categories and five categories of beliefs are presented in Table 4.22. 
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Table 4.22 Correlation of SILL and BALLI 

Belief Strategy Memo Cog Comp Met. Aff Soc 

Apt  R .139
**

 .164
 **

 .183* .157
 **

 .078 .086 

Sig .005 .001 .000 .002 .119 .84 

Dff R .085 .175
 **

 .103* .152** .133** .064 

Sig .087 .000 .038 .002 .007 .200 

LCS R .083 .169** .156** .118* -.002 .066 

Sig .097 .001 .002 .018 .973 .185 

Na R .081 .061 .119** .101* -.044 .088 

Sig .106 .224 .017 .042 .382 .079 

MoE R .053 .118* .159** .160** .022 .035 

Sig .294 .018 .001 .001 .657 .487 

 

Table 4.22, shows the significant relationships among each of the six categories of 

language learning strategies and the five belief categories. 

As can be seen from the table, beliefs about aptitude is correlated with four strategy 

categories; memory (r=.139, p=0.005); cognitive (r=.164, p=0.001); compensation 

(r=.183, p= 0.000); and metacognitive strategies (r=.157, p=0.002). Beliefs about the 

difficulty of language learning had positive relationship with four strategy groups 

namely, cognitive (r=.175, P= 0.000): compensation (r=.103, p=0.038): metacognitive 

(r=.152, p=0.002) and affective strategies (r=.133, P=0.007). Beliefs about learning and 

communication strategies had also relation with cognitive (r=.169, P=.001); 

compensation (r=.156, P=0.002), and metacognitive (r=.118, p=.018) strategies. Low and 

positive association was found among the beliefs of the nature of language learning and 

compensation (r=.119, r=.017), and metacognitive (r=.101, P=.042) strategies. 
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Finally, positive association was observed among beliefs of motivation and expectation 

and three strategy categories: cognitive (r=.118, P=.018): compensation (r=.159, P=.001) 

and metacognitive strategies (r=.160, p=.001). 

Surprisingly, social strategy sub group had no any association with any of the belief 

categories. Memory strategy also had no any relationship with four belief categories, 

difficulty of language learning, learning and communication strategies, the nature of 

language learning and motivation and expectation. 

4.2.4 Overall Strategy Use and Beliefs by Other Variables 

4.2.4.1 Strategy Use by Other Variables 

 

In order to determine overall strategy use by gender, academic major and language 

proficiency, means, standard deviations, ANOVA and MANOVA of the six strategy 

categories are presented in this section. 

4.2.4.1.1 Use of Language Learning Strategies between Male and Female Students 

 

Table 4.23 below presents learners’ strategy use by males and females. The ANOVA 

result shows that there was statistically significant difference in overall strategy use by 

male and female students. Males (M=3.26) reported greater strategy use than did the 

females (3.07). The findings reported more overall use of strategies by males than 

females (F=14.2, P=.000). 
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Table 4.23 Overall strategy use by gender 

Gender  Mean  SD  F  Sig 

         

Male (n=227)  3.26  .43  14.2  .000 

         

Female (n=175)  3.07  .40     

         

Total (n=402)  3.21  .43     

    

Table 4.24 presents the use of strategy categories by gender.  

Table 4.24 Means and Standard Deviations of the Six Categories of Language Learning 

Strategies by Gender 

 Variables Male Female F Sig 

M SD M SD 

 Memory 3.01 .55 2.85 .49 6.5 .011 

 Cognitive 3.22 .44 3.02 .45 14.8 .000 

 Compensation 3.35 .59 3.13 .48 10.7 .001 

 Metacognitive 3.55 .60 3.35 .56 7.9 .005 

 Affective 3.19 .57 3.12 .58 1.3 .26 

 Social 3.22 .65 3.17 .63 8.5 .004 

                                       Mean of the Participants =3.21 

 

As can be seen in Table 4.24 above, there was a statistically significant difference 

between males and females on the combined dependent variables (six strategy 

categories): F(6,395)=3.34,P=.003; Wilks Lambda=.95; partial eta squared =.02. When 

the results of each of the six strategy categories were considered separately, five strategy 

categories showed statistical significance using alpha level of .05.   
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There was statistically significant difference between   males and females on memory 

strategies F(1,400)=6.5,P=.011, cognitive strategies  F(1,400)=14.8,P=.000, 

compensation strategies F(1,400)=10.8,P=.001, metacognictive strategies 

F(1,400)=7.9,P=.005, and social strategies F(1,400)= 8.5,P=.004. An inspection of the 

mean scores of the above five strategy categories indicated that males reported slightly 

higher levels of strategies in memory, cognitive, compensation, metacognitive and social 

strategies than females. Female students were medium users of all the six strategy 

categories. Male students were medium users of the five strategy categories i.e. memory, 

cognitive, compensation, affective and social strategies. As opposed to this, they were 

high metacognitive users with the mean of 3.55. According to Oxford (1990), a mean 

score of participants in the range of 3.5-5.0 on SILL item is defined as ‘high’ use of that 

strategy, 2.5-3.49 as a medium use. 

What is more, as shown in the table, male students’ mean values in most (i.e. four 

strategy categories) strategy categories were higher than the sample mean (i.e. 3.21). The 

mean values of males (M=3.26) was higher than the mean scores of females (F=3.07). 

The result implies that male students surpassed female students in overall and in specific 

strategy use. 

On the other hand, both male and female participants used metacognitive strategies more 

frequently than others. Similarly, both male and female participants used memory 

strategy with least frequency. 

Although the mean scores of males was higher than females, there was no statistically 

significant difference between male and female participants in using affective strategies 

F(1,400)= 1.53,P=.26. This indicates that male and female participants did not have any 

difference in using affective strategies.  
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Tables 4.25 and 4.26 indicate the most and least frequently used strategies by male 

students.  

Table 4.25 The Most Frequently Used Strategies by Male Students 

Rank  Item Strategy M SD Use 

1
st
 Comp 43 I pay attention to the speakers eye contact, facial 

expression and gestures 

4.12 2.95 H 

2
nd

 Cog 33 I review notes taken during class so that it helps me 

remember words and ideas better 

3.95 .92 H 

3
rd

 Cog 31  I repeat what I read to enhance my comprehension 3.88 .94 H 

4
th

 Cog 20 I first skim an English passage (read over the passage 

quickly) then go back and read carefully 

3.77 .96 H 

5th Met 48 I notice my English mistakes and use that information to 

help me do better 

3.77 .97 H 

6
th

 Met 49 I try to find out how to be a better learner of English 3.76 1.02 H 

7
th

 Met 54 II  ppuurrppoosseeffuullllyy  tthhiinnkk  aabboouutt  mmyy  pprrooggrreessss  iinn  lleeaarrnniinngg  EEnngglliisshh 3.73 1.04 H 

8
th

  Comp 44 I try to make eye contact when I am talking 3.72 2.07 H 

9
th

  Met 55 I take my time to express what I want to say in English. 3.67 1.07 H 

Note = H=high use range 

Comp=compensation, met=metacognitive, cog= cognitive 

 

As shown in the above table, male students reported a preference for using a strategy of 

“paying attention to the speakers eye contact, facial expression and gestures” 

(compensation strategy item 43; M=4.12, SD=2.29) versus “using flashcards to 

remember new English words” (Memory strategy item 6: M=1.82, SD=1.11). Male 

students reported that three cognitive strategies (item 20,31,and 33) , “I first try to get the 

main idea of the reading passage quickly and go back and read more carefully” 

(M=3.77,SD=.96), “I repeat what I read to enhance my comprehension” 

(M=3.95,SF=.92); two compensation strategies (Items 43 and 44), “I pay attention to 
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speaker’s eye contact, facial expression and gestures” (M=4.12,SD=2.95), and “I try to 

make eye contact when I am talking in English” (M=3.72, SD=2.07); had a high range of 

usage. 

 

On the other hand, two strategies had a low usage (Table 4.27): one memory strategy 

(Item 6) “I use flashcards to remember new English words” (M=1.82, SD=1.11); and one 

cognitive strategy (item 28); “I don’t use dictionary to understand unfamiliar words” 

(M=2.18, SD=1.13). 

Table 4.26 The Least Frequently Used Strategies by Male Students  

Rank Item Strategy M SD Use 

72
nd

 Memo 6 I use flashcards to remember new English words 1.82 1.11 L 

71
st
 Cog 28 I don’t use dictionary to understand unfamiliar words 2.18 1.30 L 

70th Cog 24 I try not to translate word-for-word 2.58 1.28 M 

69
th
 Aff 63 I write down my feelings about language learning in 

language learning diary/notebook 

2.58 1.19 M 

68
th
 Cog 17 I watch English language television shows spoken in 

English or go to movies spoken in English 

2.66 1.21 M 

67
th
 Memo 7 I physically act out new English words 2.67 1.13 M 

66
th
 Comp 38 I read texts without looking every word 2.68 1.23 M 

65
th
 Soc 71 I try to learn about the culture of English speakers 2.74 1.30 M 

64
th

  Cog 14 I practice the sounds of English 2.78 1.09 M 

63
rd

  Cog 34 In listening to taped conversation or in reading a text, I 

take the overall meaning without picking out key 

words 

2.83 1.26 M 

          Note: L=low, M= mid 

          Memo= memory, cog= cognitive, comp= compensation, soc= social 
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Table 4.27 shows the most frequently used strategies by female students.  

Table 4.27 Ten Most Frequently Used Strategies by Females Students 

Rank Item  Strategy M SD Use 

1
st
 Cog 31 I repeat what I read to enhance my comprehension 3.84 1.03 H 

2
nd

 Cog 33 I review notes taken during class so that it helps me 

remember words and ideas better 

3.80 1.08 H 

3
rd

 Comp 43 I pay attention to the speakers eye contact, facial 

expression and gestures 

3.59 1.16 H 

4
th

 Met 48 I notice my English mistakes and use that information to 

help me do better 

3.58 1.10 H 

5
th

 Aff 59 I give myself a reward or treat when I do well in English 3.57 1.23 H 

5
th

 Cog 25 I make summaries of information that I hear or read in 

English. 

3.57 1.00 H 

7
th

 Met 49 I try to find out how to be a better learner of English 3.55 .95 H 

8
th

  Met 53 II  hhaavvee  cclleeaarr  ggooaallss  ffoorr  iimmpprroovviinngg  mmyy  EEnngglliisshh  sskkiillllss 3.55 1.06 H 

9
th

  Aff 60 I notice if I am tense or nervous when I am studying or 

using English. 

3.53 1.13 H 

Note: H= high, cog= cognitive, met= metacognitive, affect= affective 

With Female students, ten strategies had high usage range: three cognitive strategies, one 

compensation strategy, four metacognitive strategies, and two affective strategies; 

cognitive strategy (item31), “I repeat what I read to enhance my comprehension” 

(M=3.84,SD=1.03), cognitive strategy (item 33) , “I review notes taken during class so 

that it helps me remember words and ideas better” (M=3.80, SD=1.08); cognitive 

strategy (item 25), “I make summaries of information that I hear or read in English” 

(M=3.57, SD=1.00); compensation strategy (item 43), “I pay attention to the speakers eye 

contact, facial expression and gestures” (M=3.59,SD=1.16); three metacognitive 
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strategies (item 48), “I notice my English mistakes and  use that information to help me 

do better” (M=3.58,SD=1.10), methacongitive strategy (item 49), “I try to find out how 

to be a better learner of English” (M=3.55,SD=.95), metacongitive strategy (item 53), “I 

have clear goals for improving my English skills” (M=3.55,SD=1.06), and affective 

strategy (item 59), “I give myself a reward or treat when I do well in English”  (M=3.57, 

SD=1.23), and affective strategy (item 60), “I notice if I am tense or nervous when I am 

studying or using English” (M=3.53, SD =1.13) (see Table 4.28).  

Table 4.28 The Least Frequently Used Strategies by Female Students  

Rank Item Strategy M SD Use 

72
nd

  Memo 6 I use flashcards to remember new English words 1.93 1.13 L 

71
st
  Cog 28 I don’t use dictionary to understand unfamiliar words 1.98 1.23 L 

70
th
 Cog 17 I watch English language television shows spoken in 

English or go to movies spoken in English 

2.27 1.16 L 

69th  Cog 16 When I meet my colleagues, I start conversations in 

English 

2.42 1.05 L 

68
th
  Comp 38 I read texts without looking every word 2.43 1.25 L 

67
th
  Memo 7 I physically act out new English words 2.44 1.12 L 

66
th
  Cog 18 I read magazines, books, letters or reports in English 2.48 1.20 L 

66
th
  Aff 63 I write down my feelings in a language learning diary/ 

note book. 

2.48 1.09 L 

65
th
  Cog 13 I try to talk like native English speakers 2.53 1.21 M 

64
th
  Soc 70 I try to learn about the culture of English speakers 2.61 1.26 M 

Note: L= low, memo= memory, cog= cognitive, affect= affective, soc= social 

The least preferred strategy use by female learners was memory strategy (item 6), “I use 

flashcards to remember new English words” (M=1.93, SD=1.13). Eight strategies 

showed a low usage (Table 4.28) ; memory strategies (item 6 and 7), “I use flashcards to 

remember new English words” (M=1.93, SD =1.13:, and “I physically act out new 

English words” (M=2.44,SD=1.12); cognitive strategies (items 16,17,18 and 28), “when 

I meet my friends, I start conversations in English” (M=2.42, SD=1.05), “I watch 
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English language television shows spoken in English or go to movies spoken in English” 

(M=2.27,SD=1.16), “I read magazines, books, letters  or reports in English” 

(M=2.48,SD=1.20), “I don’t use dictionary to understand unfamiliar words” 

(M=1.98,SD=1.23); compensation strategy (item 38), “I read texts written in English 

without looking up every new word” (M=2.43, SD=1.25); and affective strategy (item 

63), “I write down my feelings about language learning in language learning diary/ note 

book” (M=2.48,SD=1.09). 

4.2.4.1.2 Use of Language Learning Strategies by Language Proficiency 

As shown in table 4.29, the results indicated that the use of language learning strategies 

by language proficiency in terms of the high, mid and low proficiency levels was 

significant. The MANOVA results with Wilks’ Lambda shows that there was significant 

difference between the three proficiency levels, on overall strategy use and the six 

strategy categories, Wilks’ Lambda=.97,F(2,788)=1.19, P<.o5. 

Table 4.29 Wilk’s Lambda Tests 

Wilk’s 

Lambda 

Value F Hypothecs 

Df 

Error df Sig Partial eta 

squared  

 .97 1.19  12 788 .02 .06 

 

Since the difference as shown in the above table was significant, ANOVA test for the 

separate variables was calculated. As shown in Table 4.30 below, the ANOVA statistic 

summary showed that proficiency levels had significant effect on overall strategy use; 

F(2, 399)=1.07, p<.05, partial eta squared=.07. 
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Table 4.30 ANOVA Summary Table for Overall Strategy Use by Proficiency Level 

Source Type III Sum 

of Squares 

df Mean Square F Sig. Partial Eta 

Squared 

Corrected 

Model 
.390

a
 2 .195 1.07 .01 .07 

Intercept 865.42 1 
               

865.42 

               

4.7 
.000 .97 

Proficiency .390 2 .195 1.07 .01 .07 

Error 72.643 399 .182    

Total 4228.954 402     

Corrected 

Total 
73.033 401 

    

* P<.05 

As shown in Table 4.31, the post-hoc Tuckey HSD tests showed a significant difference 

among high (M=3.41), mid (3.09), and low (2.72) proficiency levels.  

Table 4.31 Tuckey HSD Test of Overall means by Proficiency Level 

(I) Proficiency  (J) Proficiency Mean Difference (I-J) Std. Error Sig. 

 

Low  

Mid -.04* .41 .009 

High -.26* .07 .004 

Mid  

Low .04* .41 .009 

High .07 .06 .56 

High  

Low .26* .07 .004 

Mid -.07 .06 .56 
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Table 4.32 MANOVA Summary for the Effects of Language Proficiency on the Six 

Strategy Categories 

Dependent variable Type III Sum of 

Squares 

df  Mean 

Square 

 F  Sig. Partial 

Eta 

Squared 

          

Memory 4.74 2  2.43  4.67  .01 .05 

          

Cognitive 2.69 2  1.26  7.07  .02 .04 

          

Compensation 3.97 2  1.49  3.56  .03 .02 

          

Metacognitive 2.36 2  1.18  3.83  .02 .06 

          

Affective 7.01 2  2.50  11.0

1 

 .00 .07 

          

Social .51 2  .25  5.04  .08 .002 

 

MANOVA was conducted to examine the significant differences in the use of the six 

categories of strategies (i.e., memory, cognitive, compensation, metacognitive, affective 

and social strategies) by the three proficiency levels: low, mid and high proficiency 

levels. As indicated in Table 4.33 below, proficiency levels had significant effects on the 

five strategies: memory F(2, 399)=4.67, p<.05; cognitive F(2, 399)= 7.08, p<.05; 

metacognitive F(2, 399)=3.38, p<.05; compensation F(2, 399)=3.56, p<.05; and affective 

F(2, 399)=11.01, p<.0 

As shown in Table 4.33, the mean differences in the six strategy categories among the three 

proficiency levels (i.e. low, mid and high) were reported with the post-hoc Tuckey HSD Test.   
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Table 4.33 Tuckey HSD Tests for Mean Differences between Proficiency Levels in the 

Six Strategy Categories 

 

Strategiess 

Proficiency 

(I) 

 

Proficiency 

(J) 

 

Mean 

Difference 

 (I-J) 

Std. 

Error 

Sig. 95% Confidence 

Interval 

Lower 

Bound 

Upper 

Bound 

Memory High Mid -.11 .08 .32 -.07 .30 

Low .26 .18 .09 -.41 .05 

Mid High .11 .08 .32 -.07 .30 

Low .32* .07 .00 .15 .48 

Low High -.26 .18 .15 -.05 .41 

Mid -.32* .07 .00 -.48 -.15 

Cognitive High Mid .40 .07 .82 -.12 .20 

Low .20* .08 .05 .00 .39 

Mid High -.04 .07 .82 -.20 .12 

Low .35* .08 .03 .07 .46 

Low High -.20* .08 .05 -.39 .00 

Mid -.35* .08 .03 -.46 -.07 

Compensation High Mid -.04 .07 .82 -.20 .12 

Low .42* .09 .01 .01 .40 

Mid High .04 .07 .82 -.12 .20 

Low .08 .10 .68 -.33 .16 

Low High -.42* .09 .01 -.40 .00 

Mid -.08 .10 .68 -.13 .27 

Metacognitive High Mid -.11 .09 .47 -.31 .10 

Low .26* .08 .02 .06 .46 

Mid High .11 .09 .47 -.11 .32 

Low .10 .08 1.0 -.19 .18 

Low High -.26* .08 .02 -.42 -.06 

Mid .002 .08 1.00 -.18 .19 
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                                                                                                        Table 4.33 continued 

Affective High Mid -.06 .08 .75 -.26 .14 

Low .28* .05 .04 .02 .30 

Mid High .06 .08 .75 -.14 .26 

Low .22* .08 .00 .07 .46 

Low High -.28* .05 .02 -.30 .00 

Mid -.22* .08 .00 -.46 -.07 

Social High Mid -.003 .09 .99 -.22 .22 

Low .07 .11 .78 -.19 .35 

Mid High .003 .09 .99 -.22 .22 

Low .08 .08 .60 -.11 .28 

Low High -.07 .11 .78 -.35 .19 

Mid -.08 .08 .60 -.28 .11 

 

The test showed that there were significant mean differences between low and high 

proficiency levels in the cognitive, compensation, metacognitive, and affective strategies (see 

Table 4.34). Significant mean difference was also observed between mid and low proficiency 

levels in the memory, cognitive, and affective strategies. 
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Table 4.34 MANOVA Results of Language Learning Strategy by Proficiency 

Strategy Low (48) Mid (252) High (102) F Sig 

 M SD M SD M SD 

Memory 2.67 .59 2.64 .66 3.21 .59 .01 .05 

Cognitive 2.75 .49 3.25 .58 3.59 .57 .02 .04 

Compensation 3.01 .53 3.21 .56 3.50 .83 .03 .02 

Metacognitive 2.91 .64 3.31 .57 3.70 .91 .02 .06 

Affective 2.46 .60 2.64 .66 3.38 .71 .00 .07 

Social 2.43 .68 3.08 .87 3.30 1.03 .08 .002 

 

The table above table shows means and standard deviations of the six categories of 

strategies. High and mid proficiency learners preferred to use metacognitive strategies 

most (M= 3.70 and M=3.31, respectively), and use memory strategies least (M=3.21 and 

M=2.64, respectively). Low proficient learners, on the other hand, preferred to use 

compensation strategies most (M=3.01) and social strategies least (M=2.43). 

Table 4.35 and 4.36 indicate the most and least frequently used strategies by high 

proficiency level students.  
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Table 4.35 The Most Frequently Used Strategies by High Proficiency Level  

Rank Item Strategy M SD Use 

1
st
 Cog 33 I review notes taken during class so that it helps me 

remember words and ideas better 

4.00 0.89 H 

2
nd

 Met 49 I try to find out how to be a better learner of English 3.93 0.86 H 

3
rd

 Comp 43 I pay attention to the speakers eye contact, facial 

expression and gestures 

3.91 1.02 H 

4
th

 Cog 22 In learning English, I try to find the patterns (grammatical 

structure, e.g. word order, verb tense, active/passive 

voice, etc.) in English 

3.87 0.89 H 

5
th

 Cog 23 I find the meaning of an English word by dividing it into 

parts that I understand 

3.85 0.95 H 

6
th

 Cog 31 I repeat what I read to enhance my comprehension 3.83 1.03 H 

7
th

 Met 48 I notice my English mistakes and use that information to 

help me do better 

3.83 0.95 H 

7
th

 Memo 1 I think of the relationship between what I already know 

and new things  I learn in English 

3.77 0.92 H 

8
th

  Met 53 I try to find out how to be a better learner of English 3.75 1.06 H 

Note: met= metacognitive, com=compensation, cog= cognitive, memo= memory 

As indicated in table 4.35, all the strategies were in high use range; one memory strategy 

(item 1) “I think of the relationship between what I already know and new things I learn 

in English” (M=3.77, SD=0.92); four cognitive strategies (items 22, 23, 31 and 33) , “I 

find the meaning of an English word by dividing it into parts that I understand” (M=3.85, 

SD=0.95); “In learning English, I try to find patterns” (M=3.87, SD=0.89), “I repeat 

what I read to enhance my comprehension” (M=3.83, SD=1.03), and “I review notes 

taken during class so that it helps me remember words and ideas better” (M=4.00, 

SD=0.89); one compensation strategy (item 43), “I pay attention to the speaker’s eye 

contact, facial expression and gestures” (M=3.91, SD=1.02); four metacongitive 
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strategies (items 48,49, and 53), “I notice my English mistakes and use that information 

to help me do better” (item 48;M=3.83,SD=0.95), “I try to find out how to be a better 

learner of English’’ (item 50;M=3.93,SD=0.89), and “have clear goals for improving my 

English  skills” (item 54;M=3.75,SD=1.06) 

Table 4.36 Shows the least frequently used strategies by students at the high proficiency 

level; two low frequency use (one memory strategy and one cognitive strategy, and eight 

medium degree of strategy use) (three memory strategies, three cognitive strategies, one 

compensation strategy, and one affective strategy).  

Table 4.36 The Least Frequently Used Strategies by High Proficiency Levels 

Rank Item Strategy M SD Use 

72
nd

 Memo 6 I use flashcards to remember new English words 1.62 1.02 L 

71
st
   Cog28 I don’t use dictionary to understand unfamiliar words 2.43 1.27 L 

70
th
   Memo 7 I physically act out new English words 2.54 1.12 M 

69
th
  Aff 63 I write down my feelings in a language learning diary/ 

note book 

2.58 1.25 M 

68
th
 Cog 24 I try not to translate word-for-word 2.75 1.37 M 

68
th
 Cog 17 I watch English language television shows spoken in 

English or go to movies spoken in English 

2.75 1.12 M 

68
th
 Comp 38 I read texts without looking every word 2.75 1.17 M 

65
th
 Memo 10 I  try to catch every word that the speaker uses 2.77 1.24 M 

64
th
  Cog 34 In listening to taped conversation or in reading a text I 

take the overall meaning without picking out key 

words 

2.77 1.24 M 

63
rd

  Memo 5 I use rhymes to remember new English words (e.g., 

know-no, nail-snail, cat-bat) 

2.79 1.14 M 

Note: memo= memory, cog= cognitive, affect= affective, comp= compensation 
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The least preferred strategy was the memory strategy (item6) “I use flashcard to 

remember new English words’’ (M=1.62, SD=1.02). Another strategy with low 

frequency of use (cognitive strategy item 28) was, “I don’t use dictionary to understand 

unfamiliar words” (M=2.43, SD=1.27). Among the 10 least favorite strategies, three 

memory strategies (items 5, 7 and 10) were included as a medium strategy use; “I use 

rhymes to remember new English words” (item 5; M=2.79, SD=1.14), “I physically act 

out new English words” (item7; M=2.54, SD=1.12), and “I try to catch every word that 

the speaker uses” (item 10; M=2.77, SD=1.24). Three cognitive strategies (items 17, 24 

and 34) were included as a medium strategy use, “I watch English language television 

shows spoken in English or go to movies spoken in English” (M=2.75, SD=1.12), “I try 

not to translate word for word” (M=2.75, SD=1.37), and “I rehearse silently in English 

before speaking in English” (M=2.77, SD=1.24). One compensation strategy (item 38), 

“I read texts written in English without looking up every new word” (M=2.75, SD=1.17), 

and one affective strategy (Item 63), “I write down my feelings about language learning 

in my diary/note book” (M=2.58, SD=1.25) were also under the medium use strategies. 

Table 4.37 shows the most frequently used strategies by mid proficiency level learners. 

All the nine strategies were in a high use range; four cognitive strategies, two 

compensation strategies and three metacognitive strategies.  
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Table 4.37 The Most Frequently Used Strategies by Mid Proficiency Levels  

 

Cognitive strategies (items 21, 26, 32 and 34), “I look for wards in may own language 

that are similar to new words in English” (M=3.76, SD=96), “I reduce the message and 

use simple expressions in English” (M=3.67, SD=0.98), “I try to apply words or 

structures which I have just learn” (M=3.90, SD=0.95), and in conversation or in 

reading, “I take in the overall meaning without picking out key words” (M=3.93, 

SD=0.93). Two compensation strategies (items 38 and 44), “I read texts written in 

English without looking up every word” (M=3.85, SD=1.07), and “I try to make eye 

contact when I am talking in English” (M=4.12, SD=1.07) were also among the most 

frequently used strategies by mid proficiency level students. Four metacognitive 

Rank Item Strategy M SD Use 

1
st
 Comp 44           I try to make eye contact when I am talking 4.12 3.23 H 

2
nd

 Cog34 In listening to taped conversation or in reading a text I 

take the overall meaning without picking out key 

words 

3.93 0.93 H 

3
rd

 Cog 32 I try to apply words or structures which I have just 

learned in paragraphs or in conversations 

3.90 0.95 H 

4
th

 Met 49 I try to find out how to be a better learner of English 3.88 0.88 H 

5
th

 Comp 38 I read texts without looking every word 3.85 1.07 H 

6
th

 Cog 21 I look for words in my own language (mother tongue) 

that are similar to new words in English 

3.76 .96 H 

7
th

 Cog 26 I reduce the message and use simple expressions in 

English 

3.67 .98 H 

8
th

 Met 50 I plan my schedule so I will have enough time to study 

English 

3.67 1.03 H 

8
th

 Met 54 I think about my progress in learning English 3.65 1.07 H 
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strategies, “I try to find out how to be a better learner of English” (item 49; M=3.88, 

SD=0.88), “I plan my schedule so that I will have enough time to study English” (item 

50; m=3.67, SD=1.03), and “I think about my progress in English” (item 54; M=3.65, 

SD=1.02). 

Table 4.38 indicates the 10 least used strategies by mid proficient learners.  

Table 4.38 Ten Least Frequently Used Strategies by Mid Proficiency Level  

 

Among the 10 least used strategies, three (one memory and two cognitive) strategies were 

from the low usage range, and seven were from the medium use range.  

The least favored strategy was the memory strategy (item 6), “I use flashcards to 

remember new English words” (M=1.82, SD=1.09). Other strategies with low frequency 

of use were cognitive strategies (items 18 and 29), “I read magazines, books, letters or 

Rank Item Strategy M SD Use 

72
nd

  Memo 6 I use flashcards to remember new English words 1.82 1.09 H 

71
st
   Cog 29 I rehearse silently in English before speaking in 

English 

2.07 1.30 H 

70
th

  Cog 18 I read magazines, books, letters or reports in English 2.49 1.22 H 

69
th

  Aff 65 I talk to someone else about how I feel about learning 

English 

2.52 1.14 M 

68
th
 Cog 25 I make summaries of information that I hear or read in 

English 

2.60 1.24 M 

67
th
 Comp 39 I try to guess what other person will say next 2.61 1.26 M 

66
th
 Memo 5 I use rhymes to remember new English words (e.g., 

know-no, nail-snail, cat-bat) 

2.71 1.13 M 

65
th
 Cog 15 I use the English words I know in different ways 2.72 1.11 M 

64
th

  Soc 71 I respond in English if asked in English 2.73 1.29 M 

63
rd

  Cog 17 I watch English language television shows spoken in 

English or go to movies spoken in English 

2.74 1.10 M 
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reports in English” (M=2.49, SD=1.22) and “I rehearse silently in English before 

speaking in English” (M=2.07, SD=1.30).  

Among the 10 least favored strategies, three cognitive strategies (items 15, 17 and three 

25,) were included as medium strategy use, “I use the English words I know in different 

ways” (item 15; M=2.72, SD=1.11), “I watch English language television shows spoken 

in English” (item 17; M=2.74, SD=1.10), “I make summaries of information that I hear 

or read in English” (item 25; M=2.60, SD=1.24). One memory strategy (item 1), “I use 

rhymes to remember new English words” (M=2.71, SD=1.13), one compensation 

strategy (item 39), “I try to guess what the other person will say next in English” 

(M=2.61, SD=1.26), one affective strategy (item 64), “I talk to someone else about how I 

feel about learning English” (M=2.52, SD=1.14), and one social strategy (item 71), “I 

respond in English if asked a question in English” (M=2.73,SD=1.29) were also in the 

medium use range.  

Table 4.39 indicates the most frequently used strategies by the students at the lower 

proficiency level; three cognitive strategies, five metacognitive strategies, one 

compensation strategy and one affective strategy.  

Table 4.39 The Most Frequently Used Strategies by Low Proficiency Level 

Rank Item Strategy M SD Use 

1
st
  Cog33 I review notes taken during class so that it helps me 

remember words and ideas better 

3.85 1.07 H 

2
nd

  Cog 31 I repeat what I read to enhance my comprehension 3.80 1.96 H 

3
rd

  Met52 I look for opportunities to read as much as possible in 

English 

3.76 1.05 H 

4
th

  Met55 

 

I take my time to express what I want to say in English 3.73 1.05 H 

5
th

 Comp43 I pay attention to the speakers eye contact, facial 

expression and gestures 

3.70 1.06 H 

6
th

  Met49 I try to find out how to be a better learner of English 3.70 1.02 H 

7
th

  Met53 I try to find out how to be a better learner of English 3.67 1.02 H 

8
th

  Aff 57 I encourage myself to speak English 3.64 1.19 H 

9
th

  Cog25 I make summaries of information that I hear or read in English 3.58 1.03 H 
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All the nine strategies were under high use range. The most preferred strategy used by 

lower proficiency students was cognitive strategy item 31, “I repeat what I read to 

enhance my comprehension” (M=3.80, SD= 1.96). Other strategies most frequently used 

by low proficiency levels were cognitive strategy (item 33), “I review notes taken during 

class so that it helps me remember words and ideas better” (M=3.85, SD=1.07), four 

metacognitive strategies (items 49, 52, 53 and 55), “I try to find out how to be a better 

learner of English” (M=3.70, SD=1.02),“I look for opportunities to read as much as 

possible in English” (M=3.76, SD=10.05), “I have clear goals for improving my English 

skills” (M=3.67, SD=1.02), and “I take my time to express what I want to say in English” 

(M=3.73, SD=1.05), and one affective strategy (item 57), “I try to relax whenever I feel 

afraid of using English” (M=3.64, SD=1.19).  

Table 4.40 shows ten least used strategies by the students at the low proficiency level; 

two low frequency of use (one memory strategy and one cognitive strategy), and eight 

medium degree of strategy use (two memory strategies, three cognitive strategies, one 

compensation strategy, one affective strategy and one social strategy).  
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Table 4.40 The Least Frequently Used Strategies by Low Proficiency Levels 

 

The least preferred strategy was the memory strategy (item 6). “I use flashcards to 

remember new English wards” (M=2.02, SD=1.21). Another strategy with low frequency 

of use (cognitive strategy item 28) was “I don’t use dictionary to understand unfamiliar 

words” (M=2.15 SD=1.23). Among the 10 least favorite strategies two memory 

strategies (items 5 and 7), “I use rhymes to remember new English words” (item 5, M= 

2.69, SD= 1.20), and “I physically act out new English words” (item 7, M=2.71, 

SD=1.19), three cognitive strategies (item 17, 18 and 34), “I watch English language 

television shows spoken in English or go to movies spoken in English” (M=2.66, SD= 

1.22), “I read magazines, books, letters or reports in English” (M=2.55, SD=1.13), and 

Rank Item Strategy M SD Use 

72
nd

  Memo 6 I use flashcards to remember new English words 2.02 1.21 L 

71
st
  Cog28 I don’t use dictionary to understand unfamiliar 

words 

2.15 1.23 L 

70
th

  Cog 18 I read magazines, books, letters or reports in 

English 

2.55 1.13 M 

69
th

  Comp 38 I read texts without looking every word 2.56 1.23 M 

68
th
 Affect 61 It doesn’t bother me to make mistakes when I 

speak 

2.62 1.18 M 

68
th
 Memo 5 I use rhymes to remember new English words 

(e.g., know-no, nail-snail, cat-bat) 

2.62 1.20 M 

66
th
 Cog 17 I watch English language television shows spoken 

in English or go to movies spoken in English 

 

2.66 1.22 M 

65
th
 Cog 34 In listening to taped conversation or in reading a 

text I take the overall meaning without picking 

out key words 

2.69 1.20 M 

64
th

  Memo 7 I physically act out new English words 2.71 1.19 M 

63
rd

  Soc 68 I ask for help from others. 2.72 1.32 M 
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“in listening or reading, I take the overall meaning without picking out key words” 

(M=2.69, SD=1.20) were included as a medium strategy use. A compensation strategy 

(item 38), “I read texts written in English without looking up every new word” (M=2.56, 

SD=1.23) is also one of the least preferred strategies, affective strategy (item 61), “it 

does not bother me to make mistakes when I speak English” (M=2.62, SD= 1.18), and 

social strategy (item 69) “I ask for help from others when I face difficulties in learning 

English” (M=2.72, SD=1.32) were also among the least favored strategies used by low 

proficiency level students. 

4.2.4.1.3 Use of Language Learning Strategies by Academic Major 

This research examined differences in the use of English language learning strategies 

among the five academic majors: Social Sciences, Business and Economics, Natural 

Sciences, Health Sciences and Agriculture.  

Table 4.41 Wilk’s Lambda Test 

Wilks’ 

Lambda 

Value F Hypothecs 

Df 

Error df Sig Partial eta 

squared  

 .77 4.36 24.00 1368 .000 .06 

 

As shown in the above table, the MANOVA result with Wilks’ Lambda shows that there 

was significant difference among the five academic majors on overall and the six strategy 

uses, Wilks’ Lambda =.77,F(24,1368)=4.36, P=.000 (See Table 4.42). 
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Table 4.42 ANOVA Summary Table for Overall Strategy Use by Academic Major 

Source Type III 

sum of 

squares 

Df Mean 

square 

F Sig Partial eta 

squared 

Corrected 

Model 

5.16
a
 4 1.29 7.54 .000 .07 

Intercept 4151.03 1 4151.03 24278.66 .000 .98 

Academic 

major 

51.16 4 1.29 7.54 .000 .07 

Error 67.88 397 .17    

Total 4228.95 402     

Corrected 

total 

73.03 401     

A=R2=0.7 (Adjusted R2=.06) 

B=Computed using alpha =.05 

 

As shown in table 4.43, the ANOVA statistics summary reported that field of study had 

significant effect on overall strategy use, F (4,397) =7.54, P<0.05 eta squared .07. 

Table 4.43 Tukey HSD Results of Overall Strategy Use by Academic Major 

Department of 

Respondents 

(J) Department of 

Respondents 

Mean 

Difference 

(I-J) 

Std. Error Sig. 95% Confidence interval 

Lower Bound Upper Bound 

Natural  

Sciences 

Business and 

Economics 

.0170 .06626 .999 -.1646 .1986 

Social Sciences .2198* .06478 .007 .0423 .3973 

Agriculture  -.1065 .06458 .467 -.2834 .0705 

Health Sciences 

 

 

.1268 .06497 .292 -.0512 .3049 
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                                                                                               Table 4.43 continued 

Business & 

Economics 

Natural  Sciences -.0170 .06626 .999 -.1986 .1646 

Social Sciences .2028* .06607 .019 .0217 .3838 

Agriculture  -.1235 .06588 .333 -.3040 .0571 

Health Sciences 

 

.1098 .06626 .462 -.0717 .2914 

Social Sciences  Natural Sciences -.2198* .06478 .007 -.3973 -.0423 

Business & 

Economics 

-.2028* .06607 .019 -.3838 -.0217 

Agriculture  -.3262* .06438 .000 -.5026 -.1498 

Health Sciences -.0929 .06478 .606 -.2704 .0846 

Agriculture  Natural Sciences .1065 .06458 .467 -.0705 .2834 

Business & 

Economics 

.1235 .06588 .333 -.0571 .3040 

Social Sciences  .3262* .06438 .000 .1798 .5026 

Health Sciences .2333* .06458 .003 .0563 .4103 

Health 

Sciences 

Natural  Sciences -.1268 .06497 .292 -.3049 .0512 

Business & 

Economics 

-.1098 .06626 .462 -.2914 .0717 

Social Sciences .0929 .06478 .606 -.0846 .2704 

Agriculture -.2333* .06458 .003 -.4103 -.0563 

 

As seen in Table 4.43, the post–hoc Tukey HSD tests showed a significant mean 

difference between Social Sciences (M=3.04) and three fields of study, i.e. Natural 

Sciences (M=3.26), Business and Economics (M=3.24), and Agriculture (M=3.37) in 

overall strategy use. Health Sciences (M=3.14) have also significant mean difference 

with Agriculture (M=3.37).  
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A one way Multivariate analysis of variance (MANOVA) was conducted to investigate 

differences in the use of the six strategy categories by five field of studies; Natural, Social 

Sciences, Agriculture, Business and Economics and Health Sciences.  

Table 4.44 MANOVA Summary for the Effect of Academic Major on Five Categories of 

Strategy Use 

Defendant 

variable 

Type III sum of 

squares 

Df Mean square F Sig Partial eta 

squared 

Memory 10.77 4 2.69 9.99 .000 .09 

Cognitive  3.32 4 083 4.09 .003 .04 

Compensation  11.26 4 2.81 9.24 .000 .09 

Metacognitive 8.61 4 2.15 6.30 .000 .06 

Affective 6.82 4 1.70 5.28 .000 .05 

 

Table 4.44 indicates that field of study had significant effects on five categories of 

strategy use; memory strategies F(4,397)=9.99,P=0.000; cognitive strategies 

F(4,397)=4.09,P=0.003; compensation strategies F(4,397)=9.24,P=0.000; metacognitive 

strategies F(4,397)=6.30,P=0.000; and affective strategies F(4,397)=5.3,P=0.000. On the 

other hand, academic major did not have any effect on social strategy subgroup. 

As shown in table 4.45 the mean differences in the six categories of strategies among five 

fields of studies were reported with the post-hoc Tukey HSD tests.  

 

 

 

 

 



135 

 

 

Table 4.45 Post hoc Tuckey HSD Test of the Six Categories of Strategies 

Dependent 

Variable 

Academi

c Major 

(I) 

 

Academic 

Major(J) 

Mean 

Difference 

(I-J) 

Std. 

Error 

Sig. 95% Confidence Interval 

Lower 

Bound 

Upper 

Bound 

Memory NS BE .19 .08 .14 -.42 .03 

SS  .04 .08 .98 -.18 .26 

Ag  -.33* .08 .000 -.55 -.11 

HS .09 .08 .74 -.12 .32 

BE NS .19 .08 .14 -.03 .42 

SS .24* .08 .04 .01 .46 

Ag -.14 .082 .43 -.37 .08 

HS .29* .083 .004 .07 .52 

SS NS -.04 .081 .99 -.26 .18 

BE -.23* .082 .038 -.46 -.01 

Ag -.38* .080 .000 -.59 -.15 

HS .06 .081 .95 -.16 .28 

Ag NS .34* .081 .000 .11 .56 

BE .14 .082 .43 -.084 .37 

SS .38* .080 .000 .16 .59 

HS .44 .081 .000 .21 .66 

HS NS -.09 .081 .74 -.32 .12 

BE -.29 .083 .004 -.28 -.07 

SS -.06 .081 .95 -.66 .16 

Ag -.43 .081 .000  -.21 
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                                                                                       Table 4.45 continued 

 

Cognitive 

NS 

 

 

BE .06 .072 .92 -.14 .26 

SS .21* .070 .02 .02 .41 

Ag -.05 .070 .93 -.25 .14 

HS .06 .070 .89 -.13 .26 

BE NS -.05 .072 .92 -.26 .14 

SS .15 .071 .21 -.04 .35 

Ag  -.11 .071 .49 -.31 .08 

HS .004 .072 1.00 -.19 .20 

SS NS -21* .70 .02 -.41 -.02 

BE -.15 .071 .21 -.35 .04 

Ag -.27* .070 .001 -.46 -.08 

HS -.15 .070 .21 -.34 .04 

Ag 

 

 

 

NS .05 .070 .93 .13 .25 

BE .11 .071 .49 -.08 .31 

SS .27* .070 .001 -.08 .46 

HS .12 .070 .43 -.07 .31 

HS NS -.06 .070 .89 -.26 .13 

BE .004 .072 1.00 -.20 .19 

SS .15 .070 .21 -.04 .34 

Ag -.12 .070 .43 -.31 .07 

Compensation NS BE .06 .088 .95 -.18 .30 

SS .46* .086 .000 .22 .69 

Ag  .05 .086 .97 -.18 .28 

HS .17 .086 .26 -.06 .41 

BE NS -.06 .088 .95 -.30 .18 
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                                                                                        Table 4.45 continued 

 

 

 

 

 

 

 

 

 

 SS .40* .088 .000 -16 .64 

Ag  -.008 .087 1.00 -.25 .23 

HS .11 .088 .70 -.13 .35 

SS 

 

 

 

NS -.46* .086 .000 -.69 -.22 

BE -.40* .088 .000 -.64 -.16 

Ag -.41* .085 .000 -.64 -17 

HS -.29* .086 .008 -.52 -.05 

 

 

Ag 

NS -.05 .086 .97 -.29 .18 

BE .008 .087 1.00 -.33 .25 

SS .41* .085 .000 .17 .64 

HS .12 .086 .62 -.11 .36 

HS NS -.17 .086 .26 -.41 .06 

BE -.11 .088 .70 -.35 .13 

SS .29* .086 .008 .05 .52 

Ag -.12 .086 .62 -.36 .11 

 

Metacognitive 

 

 

 

NS 

 

 

 

BE .04 .093 .99 -.21 .29 

SS .28* .091 .019 -.3 .53 

Ag -.12 .091 .69 -.37 .13 

HS .21 .091 .14 -.04 .46 

BE NS -.04 .093 .99 -.29 .21 

SS .24 .093 .08 -.02 .49 

Ag -.15 .093 .42 -.41 .09 

 HS 

 

.17 .093 .36 -.08 .42 

SS NS -.28* .091 .02 -.53 -.03 
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                                                                                          Table 4.45 continued 

  BE -.23 .093 .08 -.49 .02 

Ag -.39* .091 .000 -.65 -.15 

HS 

 

-.07 .091 .94 -.32 .18 

Ag NS .12 .091 .69 -.13 .37 

BE .16 .093 .42 -.09 .41 

SS .39* .091 .000 .15 .65 

HS .33* .091 .003 .08 .58 

HS NS -.21 .091 .14 -.46 .04 

BE -.17 .093 .36 -.42 .08 

SS .07 .091 .94 -.18 .32 

Ag -.33* .091 .003 -.58 -.080 

Affective NS BE .08 .091 .91 -.17 .33 

SS .07 .089 .91 -.17 .32 

Ag -.21 .088 .14 -.45 .04 

HS .18 .089 .27 -.06 .42 

BE NS -.08 .091 .91 -.33 .17 

SS -.003 .090 1.00 -.25 .24 

Ag  -.28* .090 .02 -.53 -.03 

HS .10 .091 .80 -.14 .35 

SS NS -.07 .089 .91 -.32 .17 

BE .003 .090 1.00 -.24 .25 

Ag -.28 .088 .02 -.52 -.04 

HS .10 .089 .77 -.14 .35 

NS .20 .088 .14 -.03 .45 
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                                                                                               Table 4.45 continued 

 Ag BE .28* .090 .02 -04 .53 

SS .28 .088 .02 .04 .52 

HS .38* .088 .000 .14 .63 

HS NS -.18 .089 .27 -.42 .06 

BE -.100 .091 .80 -.35 .15 

SS -.10 .089 .77 -.35 .14 

Ag -.38* .088 .000 -.63 -.14 

 

The post-hoc Tucky HSD multiple comparison results in Table 4.45 confirmed that 

memory, cognitive, compensation, metacognitive and affective strategies showed 

significant differences based on academic major.  

For memory strategies, there were significant mean differences (.38) between Agriculture 

and Social Science groups, as well as another significant mean difference (.34) between 

Agriculture and Natural Science groups, indicating that Agriculture students used 

memory strategies more frequently than Social Science and Natural Science students. 

With memory strategies, there were significant mean differences between Business and 

Economics and Health Science students (.29), and Business and Economics and Social 

Sciences (.24). This shows that Business and Economics majors used more memory 

strategies than Social Science and Health Science majors. 

As for cognitive strategies, a mean difference (-.21) appeared between Social Science and 

Natural Science groups, and another difference (-.27) existed between Social Science and 

Agriculture groups. This suggests that Social Science majors used cognitive strategies 

less frequently than those of Agriculture and Natural Science majors. 

For compensation strategies, mean differences existed between Social Science and 

Natural Science (-.46), Social Science and Business and Economics (-.40), Social Science 

and Agriculture (-.41), and Social Science and Health Science (-.29). This indicates that 
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Social Science major students used compensation strategies less frequently than other 

groups. However, there was no significant difference among other groups in using 

compensation strategies. 

As for metacognitive strategies, there was significant mean difference (.28) between 

Natural Science and Social Science majors; and there were other differences between 

Agriculture and Health Science majors (.33) as well as Agriculture and Social Science 

majors (.39). 

For affective strategies, the mean difference between Agriculture and Business and 

Economics (.28), and Agriculture and Health Science majors (.38) were statistically 

significant. This suggests that Agriculture major students used more affective strategies 

than those of Business and Health Science groups. 

In short, students from the five academic majors show differences in using the five 

strategy categories. For most of the strategies, Social Science majors used fewer 

strategies in all the strategies than others. On the other hand, Agriculture majors used 

more strategies for most of the strategy categories.  

Table 4.46 indicates that all the learners from the five fields of study preferred to use 

metacognitive strategies most and memory strategies least compared to other strategy 

categories. 
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Table 4.46 Means and Standard Deviations of the Six Categories of Strategy Use by 

Academic Major 

Strategy Natural 

Sciences 

Business & 

Econ. 

Social 

Sciences 

Agriculture Health 

Sciences 

F Sig 

M SD M SD M SD M SD M SD 

Memory 2.90 .52 3.09 .47 2.85 .58 3.23 .47 2.80 .52 9.98 .000 

Cognitive 3.22 .41 3.16 .39 3.01 .45 3.28 .46 3.16 .50 4.09 .003 

Compensation 3.45 .71 3.39 .48 2.98 .50 3.39 .45 3.27 .55 9.24 .000 

Metacognitive  3.59 .46 3.54 .56 3.30 .65 3.70 .55 3.37 .66 6.30 .000 

Affective 3.20 .50 3.12 .53 3.12 .64 3.40 .46 3.02 .66 5.27 .000 

Social 3.22 .55 3.20 .60 3.04 .67 3.28 .57 3.12 .72 1.78 12 

 

Table 4.47 shows the most frequently used strategies by Natural Science students. All the 

most frequently used strategies, were in a high use range: five cognitive strategies; two 

metacognitive strategies; one compensation strategy and one social strategy.  
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Table 4.47 The Most Frequently Used Strategies by Learners of Natural Sciences 

Rank Item Strategy M SD Use 

1
st
 Comp 43 I pay attention to the speakers eye contact, facial expression 

and gestures 

4.45 5.5 H 

2
nd

  Cog 31 I repeat what I read to enhance my comprehension 4.04 .86 H 

3
rd

  Cog 20 I first try to get the main idea of the  reading passage 

quickly and go back to read more carefully 

3.91 .89 H 

4
th

  Cog 25 I make summaries of information that I hear or read in 

English 

3.85 .96 H 

5
th

  Met 53 II  hhaavvee  cclleeaarr  ggooaallss  ffoorr  iimmpprroovviinngg  mmyy  EEnngglliisshh  sskkiillllss 3.83 .84 H 

6
th

  Cog 33 I review notes taken during class so that it helps me 

remember words and ideas better 

3.82 .90 H 

7th  Soc 72 I learn a lot by participating in small group discussion in 

English 

3.81 .76 H 

8
th

  Cog 21 In learning English, I look for words in my own 

language/mother tongue that are similar to new words in 

English 

3.75 .95 H 

9
th

 Met 49 I try to find out how to be a better learner of English 3.69 .87 H 

 

Cognitive strategies (items 20, 21, 25, 31, and 33); “I first try to get the main idea of the 

reading passage quickly and go back to read more carefully” (M=3.91, SD=.89), “I look 

for words in my own language that are similar to new words in English” (M=3.75, 

SD=.95), “I make summaries of information that I hear or read in English” (M=3.85, 

SD=.96), “I repeat what I read to enhance my comprehension” (M=4.04, SD=5.5), and 

“I review notes taken during class” (M=3.82, SD=.90) were among the ten favored 

strategies by students of Natural Sciences. Two metacognitive strategies (items 49 & 53), 

“I try to find out how to be a better learner of English” (M=3.69, SD=.87), and “I have 

clear goals for improving  my English skills” (M=3.83, SD=.84) one compensation 

strategy (item 43), “I pay attention to speaker’s eye contact, facial expression, and 

gestures” (M=4.54, SD=5.5), and one social strategy (item 72), “I learn a lot by 

participating in small group discussion” (M=3.81, SD=.70) were also preferred by this 

group of students. 
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Table 4.48 shows the least used strategies by the students in the field of Natural Sciences: 

four low frequency of use (two memory strategies and two cognitive strategies), and six 

medium degree of strategy use (two memory strategies two cognitive strategies, and two 

social strategies).  

Table 4.48 The Least Frequently Used Strategies by Natural Sciences Students  

Rank Item Strategy M SD Use 

72
nd

  Memo 6 I use flashcards to remember new English words 1.70 1.11 L 

71
st
  Cog 28 I don’t use dictionary to understand unfamiliar words 2.27 1.29 L 

70
th
 Memo 5 I use rhymes to remember new English words (e.g., know-

no, nail-snail, cat-bat) 

2.37 1.12 L 

69
th
  Cog 17 I watch English language television shows spoken in 

English or go to movies spoken in English 

2.49 1.16 L 

68
th
  Cog 13 I try to talk like native English speakers 2.61 1.24 M 

67
th
 Memo 10 I  try to catch every word that the speaker uses 2.67 1.12 M 

66
th
 Soc 70 I try to learn about the culture of English speakers 2.70 1.23 M 

65
th
  Cog 16 I start conversations in English 2.70 1.00 M 

64
th
  Aff 63 I write down my feelings in a language learning diary/ note 

book 
2.74 1.09 M 

63
rd

  Memo 7 I physically act out new English words 2.76 1.02 M 

 

The least preferred strategy was the memory strategy (item 6), “I use flashcards to 

remember new English words” (M=1.70, SD=1.11). Other strategies with low frequency 

of use were, memory strategy (item 5), “I use rhymes to remember new English words” 

(M=2.37, SD=1.12), cognitive strategies (items 17 and 28), “I watch English language 

television shows or go to movies spoken in English” (M=2.49, SD=1.16).  Among the 10 

least favorite strategies, two cognitive strategies (items 13 and 16), “I try to talk like 

native English speakers” (M=2.6, SD=1.24), and “when I meet my friends, I start 

conversation in English” (M=2.70, SD=1.00); two social strategies (item 63 and 70), “I 

write down my feelings about language learning in my language learning diary” 
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(M=2.74, SD=1.09), and “I try to learn about the culture of English speakers” (M=2.70, 

SD=1.23) were found. 

Table 4.49 indicates the most frequently used strategies by students of Business and 

Economics: one memory strategy, five cognitive strategies, one compensation strategy, 

and three metacognitive strategies.  

Table 4.49 The Most Frequently Used Strategies by Business and Economics Students 

Rank Item Strategy M SD Use 

1
st
 Met 49 I try to find out how to be a better learner of English 3.98 .86 H 

2
nd

 Met 55 I think about my progress in learning English 3.98 .92 H 

3
rd

 Cog 33 I review notes taken during class so that it helps me 

remember words and ideas better 

3.93 .96 H 

4
th

 Cog 31 I repeat what I read to enhance my comprehension 3.86 1.03 H 

5
th

 Memo 9 I remember new English words or phrases by 

remembering their location on the page, on the board, 

or on a street sign 

3.85 .95 H 

6
th

 Cog 21 I look for words in my own language (mother tongue) 

that are similar to new words in English 

3.85 .89 H 

7
th

 Cog 25 I make summaries of information that I hear or read in 

English 

3.81 1.88 H 

8
th

 Cog 20 I first skim an English passage (read over the passage 

quickly) then go back and read carefully 

3.78 1.91 H 

 

The most preferred strategy used by Business and Economics students was a 

metacognitive strategy (item 49), “I try to find out how to be a better learner of English 

(M=3.98, SD=.86). Other strategies with high use were one memory strategy (item 9), “I 

remember new English words/phrases by remembering their location” (M=3.85, 

SD=1.09); metacognitive strategy (54), “I think about my progress in learning English” 

(M=3.98, SD =.92); four cognitive strategies (items 21, 25, 31 & 33), “I look for words 

in my own language that are similar to new words in English” (M=3.85, SD=.89), “I 

make summaries of information that I hear or read” (M=3.81, SD=1.88), “I repeat what 
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I read to enhance my comprehension” (M=3.86, SD=1.03), and “I review notes taken 

during class” (M=3.93, SD=.96). 

Table 4.50 The Least Frequently Used Strategies by Students of Business and Economics 

Rank Item Strategy M SD Use 

72
nd

 Memo 6 I use flashcards to remember new English words 1.81 1.03 L 

71
st
 Aff 63 I write down my feelings in a language learning diary/ note 

book 

2.10 1.21 L 

70
th
 Cog 28 I don’t use dictionary to understand unfamiliar words 2.14 1.28 L 

69
th
 Comp 

38 

I read texts without looking every word 2.30 1.13 L 

68
th
 Comp 

39 

I try to guess what other person will say next 2.48 1.25 L 

67
th
 Cog 17 I watch English language television shows spoken in English 

or go to movies spoken in English 

2.49 1.22 L 

66
th
 Met 50 I plan my schedule so I will have enough time to study 

English 

2.60 1.20 M 

65
th
 Cog 16 I start conversations in English 2.61 1.07 M 

64
th
 Soc 70 I try to learn about the culture of English speakers 2.68 1.22 M 

63
rd

 Cog 14 I practice the sounds of English 2.70 .99 M  

 

As seen in table 4.50, Business and Economics students reported a low use range of one 

memory strategy (item6), two cognitive strategies (items 17 and 28), and one 

compensation strategy (item 38). Memory strategy (item 6), “I use flashcards to 

remember new English words” (M=1.81, SD=1.03), cognitive strategies (item 28 and 

17), “I don’t use dictionary to understand unfamiliar words” (M=2.14, SD=1.28), “I 

watch English language television shows or go to movies spoken in English” (M=2.49, 

SD=1.22), compensation strategies (items 38 and 39), “I read texts written in English 

without looking  up every new word” (M=2.30, SD=1.13), “I try to guess what the other 

person will say next in English” (M=2.48, SD=1.25); and one affective strategy  
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(item 63), “I write down my feelings about language learning in a notebook” (M=2.10, 

SD 1.21) were the least used strategies by this group of students.  

Table 4.52 indicates the most frequently used strategies by students from Social Sciences: 

three cognitive strategies, three compensation strategies, two metacognitive strategies, 

and one affective strategy.  

Table 4.51 The Most Frequently Used Strategies by Students of Social Sciences  

Rank Item Strategy M SD Use 

1
st
 Cog 33 I review notes taken during class so that it helps me 

remember words and ideas better 

3.96 .94 H 

2
nd

 Cog 31 I repeat what I read to enhance my comprehension 3.76 .97 H 

3
rd

 Aff 60 I notice if I am tense or nervous when I am studying or 

using English 

3.67 1.26 H 

4
th

 Comp 44 I try to make eye contact when I am talking 3.64 1.22 H 

5
th

 Comp 45 I don’t give up easily 3.60 1.02 H 

5
th

 Met 49 I try to find out how to be a better learner of English 3.60 1.07 H 

7
th

 Cog 22 I try to find patterns (grammar) in English 3.53 .93 H 

8th Met 50 I plan my schedule so I will have enough time to study 

English 

3.51 1.05 H 

8
th

 Comp 42 I show continuous signals to show my understanding 3.51 .98 H 

 

As can be seen in Table 4.51, all the most frequently used strategies were in the high use 

range. Cognitive strategies were (Items 22, 31 and 33), “I look for words in my own 

language that are similar to new words in English” (M=3.53, SD=.93), “I repeat what I 

read to enhance my comprehension” (M=3.76, SD=.92), and “I review notes taken 

during class” (M=3.96, SD=.910. Three compensation strategies were found: item 42, 

“when I listen oral English, I send continuous signals to show my understanding in order 

to avoid communication gaps” (M=3.51, SD=.98), item 44, “I try to make eye contact 

when I am talking in English” (M=3.64, SD=1.22), and item 45, “I don’t give up easily 
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even if the lesson gets quite hard” (M=3.60, SD=1.02). Two metacognitive strategies 

(items 49 and 50), “I try to be a better learner of English” (M=3.60, SD=1.07), and “I 

plan my schedule so that I will have enough time to study English” (M=3.51, SD=1.05); 

affective strategy (item 60), “I notice if I am tense/nervous when I am using English” 

(M=3.67, SD=1.26) were also among the most used strategies 

As shown in table 4.52 below, Social Science students reported a low use range of six 

strategies of which four were cognitive strategies, one compensation strategy and one 

memory strategy.  

Table 4.52 The Least Frequently Used Strategies by Social Science Students 

Rank Item Strategy M SD Use 

72
nd

 Cog 28 I don’t use dictionary to understand unfamiliar words 1.93 1.27 L 

71
st
 Memo 6 I use flashcards to remember new English words 2.02 1.15 L 

70
th
 Cog 28 I don’t use dictionary to understand unfamiliar words 2.28 1.20 L 

69
th
 Comp 38 I read texts without looking every word 2.35 1.19 L 

68
th
 Cog 34 In listening to taped conversation or in reading a text I 

take the overall meaning without picking out key words 

2.39 1.12 L 

67
th
 Cog 13 I try to talk like native English speakers 2.47 1.12 L 

66
th
 Cog 17 I watch English language television shows spoken in 

English or go to movies spoken in English 

2.57 1.25 M 

65
th
 Cog 18 I read magazines, books, letters or reports in English 2.60 1.14 M 

64th Memo 5 I use rhymes to remember new English words (e.g., 

know-no, nail-snail, cat-bat) 

2.65 1.14 M 

63
rd

 Memo 7 I physically act out new English words 2.68 1.23 M 

 

Strategies least used were, memory strategy (item6), “I use flashcards to remember new 

English words” (M=2.02, SD=1.15), cognitive strategies (items 13, 24, 28 and 34), “I try 

to talk like native English speakers” (M=2.47, SD=1.12, “I try not to translate word for 

word” (M=2.28, SD=1.20), “I don’t use dictionary to understand unfamiliar words” 
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(M=1.93, SD=1.27), and “in listening to taped conversation or reading a text, I take in 

the overall meaning without picking out key words” (M=2.39, SD=1.12), and 

compensation strategy (item 38), “I read texts written in English without looking up 

every new word” (M=2.35, SD=1.19). Two memory strategies (item 5 and 7) and two 

cognitive strategies (items 17 and 18) were in the medium use range (see Table 4.52). 

Table 4.53 and Table 4.54 indicate the most and least frequently used strategies by 

students of Agriculture. All the strategies which were used most frequently were in the 

high use range.  

Table 4.53 The Most Frequently Used Strategies by Students of Agriculture  

Rank Item Strategy M SD Use 

1
st
  Met 48 I notice my English mistakes and use that information 

to help me do better 

4.02 .88 H 

2
nd

  Met 53 I try to find out how to be a better learner of English 3.96 1.00 H 

3
rd

  Aff 59 I give myself a reward or treat when I do well in 

English 

3.95 .93 H 

4th  Cog 31 I repeat what I read to enhance my comprehension 3.93 .96 H 

5
th

  Cog 33 I review notes taken during class so that it helps me 

remember words and ideas better 

3.93 1.05 H 

6
th

  Met 49 I try to find out how to be a better learner of English 3.93 .94 H 

7
th

  Met 54 I think about my progress in learning English 3.83 .98 H 

8
th

  Aff 60 I notice if I am tense or nervous when I am studying or 

using English 

3.71 1.12 H 

 

Of these strategies, metacognitive strategy (item 48), “I notice my English mistakes and 

use that information to help me do better” (M=4.02, .88) was the most frequently used 

strategy. Other metacognitive strategies include (items 49, 53 and 54), “I try to find out 

how to be a better learner of English” (M=3.93, SD=.94), “I have clear goals for 
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improving my English skills” (M=3.96, SD=1.00), and “I think about my progress in 

learning English” (M=3.83, SD=.98). Two cognitive strategies (items 31 and 33), “I 

repeat what I read to enhance my comprehension” (M=3.93, SD=.96) and “I review 

notes taken during class” (M=3.93, SD=1.05), were also included in this use range. Two 

affective strategies item 59, “I give myself a reward or treat when I do well in English 

(M=3.95, SD=.93), and item 60, “I notice if I am tense or nervous when I am studying 

English” (M=3.78, SD=1.12), and a compensation strategy 43, “I pay attention to the 

speaker’s eye contact, facial expression and gestures” (M=3.83, SD=1.07) were also 

among the most frequently used strategies by Agriculture  students. 

Table 4.54 The Least Frequently Used Strategies by Students of Agriculture  

Rank Item Strategy M SD Use 

72
nd

 Memo 6 I use flashcards to remember new English words. 2.12 1.30 L 

71
st
 Cog 28 I don’t use dictionary to understand unfamiliar 

words 

2.15 1.32 L 

70
nd

  Memo 7 I physically act out new English words 2.54 1.14 M 

69
th
  Cog 24 I try not to translate word-for-word 2.72 1.30 M 

69
th
  Aff 63 I write down my feelings in a language learning 

diary/ note book 

2.72 1.15 M 

69
th
  Comp 38 I read texts without looking every word 2.72 1.35 M 

66
th
  Cog 14 I practice the sounds of English 2.77 1.23 M 

66
th
  Cog 17 I watch English language television shows spoken 

in English or go to movies spoken in English 

2.77 1.31 M 

64
th
  Cog 18 I read magazines, books, letters or reports in 

English 

2.84 1.19 M 

63
rd

  Soc 70 I try to learn about the culture of English speakers 2.92 .97 M 

 

As can be seen in table 4.54, Agriculture students reported two low use range of the 

strategies (one memory and one cognitive), items 6, “I use flashcards to remember new 

English words” (M=2.12, SD=1.30), and item 28, “I don’t use dictionary to understand 

unfamiliar words” (M=2.15, SD=1.32). Four cognitive strategies (items 14, 17, 18 and 

24), one memory strategy (item 7), compensation strategy (item 38), one affective 
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strategy (item 63), and a social strategy (item 70) were in the medium use range used by 

students of Agriculture (see Table 4.54). 

With Health Science students, all the most frequently used strategies had a high use range 

(two compensation strategies, four cognitive strategies, and four metacognitive 

strategies).  

Table 4.55 The Most Frequently Used Strategies by Students of Health Sciences  

Rank Item Strategy M SD Use 

1
st
  Comp 43 I pay attention to the speakers eye contact, facial 

expression and gestures 

4.09 .83 H 

2
nd

  Cog 33 I review notes taken during class so that it helps me 

remember words and ideas better 

3.93 .96 H 

3
rd

  Comp 44 I try to make eye contact when I am talking 3.77 .96 H 

4
th

  Cog 31 I repeat what I read to enhance my comprehension 3.74 .99 H 

5
th

  Met 49 I try to find out how to be a better learner of English. 3.70 1.12 H 

6
th

  Cog 22 I try to find patterns (grammar) in English 3.69 .98 H 

7
th

  Met 48 I notice my English mistakes and use that information to 

help me do better 

3.64 .97 H 

8
th

  Met 47 I try to find as many ways as I can to use my English. 3.59 .94 H 

9
th

  Cog 32 I try to apply words or structures which I have just learned 

in paragraphs or in conversations 

3.52 .88 H 

 

Of these strategies, compensation strategy (item 43), “I pay attention to the speaker’s eye 

contact, facial expression and gestures” (M=4.09, SD=.83) was the most frequently used 

strategy followed by cognitive strategy (item 33), “I review notes taken during class” 

(M=3.93, SD=.96). Other strategies most frequently used by Health Science students 

were compensation strategy (item 44), “I try to make eye contact when I am talking in 

English” (M=3.77, SD=.96), cognitive strategies (items 22,31 and 32), “I try to learn the 

pattern/ grammar of English” (M=3.69, SD=.98), “I repeat what I read to enhance my 
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comprehension” (M=3.74, SD=.99), and “I try to apply words or structures which I have 

just learned in paragraphs or conversations” (M=3.52, SD=.88). 

There were three metacognitive strategies (items 47, 48, and 49 ) included in the high use 

range by Health Science students, “I try to find as many ways as I can to use my 

English(M=3.59, SD=.94), “I notice my English mistakes and use that information to 

help me do better” (M=3.64, SD=.97), and “I try to find out how to be a better learner of 

English” (M=3.70, SD=1.12) were the metacognitive strategies found in this use range.  

As can be seen in Table 4.56 below, Health Science students reported a low usage for two 

memory strategies (items 6 and 7), two cognitive strategies (items 17 and 28), and one 

affective strategy (item 63).  

Table 4.56 The Least Frequently Used Strategies by Learners of Health Sciences 

Rank Item Strategy M SD Use 

72
nd

  Memo 6 I use flashcards to remember new English words. 1.60 .88 L 

71
st
  Cog 28 I don’t use dictionary to understand unfamiliar words 2.17 1.27 L  

70
th
  Memo 7 I physically act out new English words 2.30 1.06 L  

69
th
  Cog 17 I watch English language television shows spoken in 

English or go to movies spoken in English 

2.49 1.09 L  

69
th
  Aff 63 I write down my feelings in a language learning diary/ 

note book 

2.49 1.19 L  

67
th
  Memo 10 I  try to catch every word that the speaker uses 2.51 1.18 M  

67
th
  Cog 16 I start conversations in English 2.51 1.09 M  

65
th
  Soc 70 I try to learn about the culture of English speakers 2.55 1.31 M  

64
th
  Memo 5 I use rhymes to remember new English words (e.g., 

know-no, nail-snail, cat-bat). 
2.56 1.09 M  

64
th
  Memo 11 I memorize English grammar rules in order to apply 

them 

2.56 .86 M  
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Memory strategies least used by Health Science students were, item 6, “I use flash cards 

to remember new English words” (M=1.60, SD=.88), and item 7, “I physically act out 

new English words” (M=2.30, SD=1.06). Cognitive strategies least used were also, item 

17, “I watch English language television shows spoken in English or go to movies spoken 

in English” (M=2.49, SD=1.09), and “I don’t use dictionary to understand unfamiliar 

words” (M=2.17, SD=1.27). Affective strategy (item 63), “I write down my feelings 

about language learning in a language learning diary” (M=2.49, SD=1.19) was also 

from the least used range by students of Health Science. Other strategies which were 

among the ten least used strategies were in medium use range (see Table 4.56). 

4.2.4.2 Interaction Effects of Independent Variables on Learners’ Strategy Use 

 

As shown in table 4.57, the results of each independent variable indicated that the effects 

of gender F(6, 374)=3.34, p=.016) academic major (F(4, 374)=2.7, p=.029), and language 

proficiency F(2, 374)=1.07, p=.01 on strategy use were significant. ANOVA was 

conducted to see the interaction effects of gender, academic major and language 

proficiency on overall strategy use.  

Table 4.57 ANOVA Summary Results of Gender, Academic Major and Language 

Proficiency Effects on Overall Language Learning Strategy Use 

Source Type III sum of 

squares 

Df Mean 

square  

F Sig Partial Eta 

squared  

Corrected Model 11.121
a
 27 .412 2.488 .000 .152 

Intercept 693.292 1 693.292 4188.080 .000 .918 

Proficiency .390 2 .195 1.07 .01 .004 

Gender .974 1 .974 5.884 .016 .015 

Academic Major 1.812 4 .453 2.737 .029 .028 

Proficiency*Gender .071 2 .035 .214 .807 .001 

Proficiency* Academic 

Major 

.779 8 .097 .588 .788 .012 

Gender * Academic Major 

 

.414 4 .104 .626 .644 .007 
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                                                                                                        Table 4.57 continued 

Proficiency * Gender * 

Academic Major 

.752 6 .125 .7557 .604 .012 

Error 61.912 374 .166    

Total 4228.954 402     

Corrected Total 73.033 401     

 

As indicated in Table 4.57, the ANOVA result showed that the main interaction effects of 

the independent variables (gender, academic major and language proficiency) on overall 

strategy use had no any statistical effect on the overall strategy use. 

MANOVA was also conducted in order to investigate the significant influences of the 

main interaction effects of gender, academic major and language proficiency on the six 

language learning strategy categories as seen in Table 4.58 below.   

Table 4.58 MANOVA Summary Results of the Interaction Effects of Gender, Academic 

Major and Language Proficiency on Six Categories of Language Learning Strategy Use 

Source Dependent 

variable 

Type III 

sum of 

squares 

Df Mean 

square  

F sig Partial 

Eta 

squared  

Corrected 

Model 

Memo 20.755
a
 27 .769 2.961 .000 .176 

Cog 9.488
b
 27 .351 1.762 .012 .113 

Comp 18.758
c
 27 .695 2.291 .000 .142 

Met 19.461
d
 27 .721 2.158 .001 .135 

Aff 19.050
e
 27 .706 2.273 .000 .141 

Soc 11.332
f
 27 .420 1.046 .405 .070 

Intercept Memo 595.803 1 595.803 2294.724 .000 .860 

Cog 673.699 1 673.699 3385.310 .000 .901 
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                                                                                                Table 4.58 continued 

 Comp 700.830 1 700.830 2311.497 .000 .861 

Met 843.644 1 843.644 2526.129 .000 .871 

Aff 721.226 1 721.226 2323.070 .000 .861 

Soc 654.184 1 654.184 1629.966 .000 .813 

 

Gender* 

Academic 

major 

Memo .551 4 .138 .530 .713 .006 

Cog .361 4 .090 .453 .770 .005 

Comp .465 4 .116 .384 .820 .004 

Met .820 4 .205 .614 .653 .007 

Aff 2.675 4 .669 2.154 .074 .023 

Soc .053 4 .013 .033 .998 .000 

Gender* 

proficiency  

Memo .470 2 .235 .904 .406 .005 

Cog .020 2 .010 .050 .951 .000 

Comp .503 2 .252 .830 .437 .004 

 Met .156 2 .078 .233 .792 .001 

Aff .005 2 .003 .009 .991 .000 

Soc .388 2 .194 .484 .617 .003 

Academic 

major* 

Proficiency 

Memo 2.010 8 .251 .967 .461 .020 

Cog 1.048 8 .131 .658 .728 .014 

Comp 2.180 8 .272 .899 .518 .019 

Met 1.063 8 .133 .398 .922 .008 

Aff 3.655 8 .457 1.472 .166 .031 
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                                                                                                  Table 4.58 continued 

 Soc .752 8 .094 .234 .984 .005 

Gender* 

Academic 

major* 

proficiency 

Memo 1.162 6 .194 .746 .613 .012 

Cog .797 6 .133 .667 .676 .011 

Comp .767 6 .128 .422 .864 .007 

Met 1.645 6 .274 .821 .554 .013 

Aff 2.700 6 .450 1.449 .195 .023 

Soc 2.388 6 .398 .992 .431 .016 

Error Memo 97.106 374 .260    

Cog 74.428 374 .199    

Comp 113.374 374 .303    

Met 124.904 374 .334    

Aff 116.113 374 .310    

Soc 150.104 374 .401    

R squared =.176 (Adjusted R squared =.117)a 

R squared =.113 (Adjusted R squared =.049)b 

R squared =.142 (Adjusted R squared =.080)c 

R squared =.135 (Adjusted R squared =.072)d 

R squared =.041 (Adjusted R squared =.079)e 

R squared =.070 (Adjusted R squared =.003) 

 

The main interaction of gender and academic major on the six learning strategy use was 

not significant with a small effect size; memory strategies, F(4,27)=.53, P=.71, eta 

squired =.006; cognitive strategies, F(4,27)=.45, p=.77, eta squared=.005; compensation 

strategies, F(4,27)=.38, P=.82, eta squared =.004; metacognitive strategies, F(4,27)=.61, 

P=.65, eta squared =.007; affective strategies, F(4,27)=2.15, P=.07, eta squared =.02; and 

social strategies, F(4,27)=.03, P=.99, eta squared =.000. 

The main interaction effect of gender and proficiency had no any significant effect on the 

six learning strategy categories; memory strategies, F(2,27)=.90, P=.40,eta squared.005; 
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cognitive strategies F(2,27)=.50, P=.95,eta squared=.000; compensation strategies 

F(2,27)=.83, P=.44, eta squared =.004; metacognitive strategies, F(2,27)=.23, P=.79, eta 

squared =.001; affective strategy F(2,27)=.009, P=.99, eta squared=.000; social strategy 

F(2,27)=.48, P=.62, eta squared=.003. 

Other interactions of the independent variables: the interaction effect of academic major 

and proficiency on the six language learning strategy groups and the interaction effect of 

gender proficiency and academic major on the six category strategy uses were found to 

be statistically not significant. This implies that the interaction of all the independent 

variables had no any effect on learners’ language learning strategy use. 

4.2.4.3 Language Learning Beliefs by Other Variables 

 

To determine the overall beliefs and the five belief categories by gender, academic major 

and language proficiency, means, standard deviations, and one way ANOVA test of the 

five strategy categories are presented. 

4.2.4.3.1 Beliefs about Language Learning between Male and Female Students 

 

The overall strategy use between males and females is compared in Table 4.59. One way 

ANOVA was computed to see the impact of gender on overall beliefs held by students 

about Language learning. The result was not statistically significant (F=3.12, P=.08). 

Table 4.59 Overall Beliefs by Gender 

Gender Mean SD F Sig 

Male (n=225) 3.37 .34 3.12 .08 

Female (n=175) 3.29 .42   

Total (n=402) 3.35    

 

Table 4.60 presents five belief categories by gender. There was no a statistically 

significant difference between males and females on the combined dependent variables 

(belief categories): F(5,369)=1.29, P=.27, Wilk’s Lambda=.98;  partial eta squared=.02. 
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When the result of each of the five belief sub groups were examined separately, all the 

belief categories showed no statistical significance using alpha level of 0.05. As indicated 

in table 4.60 below, none of the belief categories showed statistical significance. As can 

be seen in the table 4.60 male students had slightly higher belief in all the categories than 

females. However, the difference is very small. 

Table 4.60 Means and Standard Deviation of Language Learning Beliefs by Gender 

Variables Male Female F Sig 

M SD M SD 

Apt 3.12 .49 3.11 .51 .04 .85 

Dff   3.29 .50 3.21 .51 1.96 .16 

LCS 3.33 .45 3.24 .57 2.31 .13 

Na 3.47 .55 3.41 .81 .65 .42 

MoE 3.82 .77 3.65 .76 3.97 .05 

Note: Apt=Aptitude, Dff= Difficulty, LCS= Learning & Communication Strategies, Na=Nature of Language Learning, 

MoE= Motivation & Expectation 

Table 4.61 The Strongly Held Beliefs by Male Students 

Rank Item Belief M SD Use 

1
st
 MoE 29 If they learn English very well, they will have better 

opportunities for a good job 

4.54 2.46 H 

2
nd

 LCS 18 It is important to repeat and practice a lot 4.39 .94 H 

3rd Apt 30 People who speak more than one language are very 

intelligent 

4.08 .101 H 

4
th

 Apt 1 It is easier for children than adults to learn a foreign 

language 

4.03 1.05 H 

5
th

 Apt 6 People from my country are good at learning foreign 

languages 

4.01 1.05 H 

6
th

 LCS 26 In learning foreign language, it is important to practice 

with cassettes or tapes 

3.93 1.02 H 

7
th

 MoE 32 I would like to have friends who speak English as a native 

language 

3.87 1.13 H 
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                                                                                             Table 4.61 continued 

8
th

 Dff 5 I believe that I will learn to speak English very well 3.86 .98 H 

9th Apt 6 People from my country are good at learning foreign 

languages 

3.78 1.11 H 

10
th
  Dff 3 Some languages are easier to learn than others 

 

3.72 1.13 H 

 

Although the effect of gender on overall belief and on each belief category was not 

statistically significant, it is important to see the most and least held beliefs by EFL 

learners. Table 4.61 and 4.62 indicates the 10 most and least held beliefs by male 

students.  

As shown in the table above, male students reported that they held the highest belief that 

“if they learn English very well, they will have better opportunities for a good job” 

(beliefs of motivation and expectation item 29, M=4.54, SD=2.46). On the other hand, 

EFL learners have low beliefs with the statement “It is important to know about English 

speaking cultures in order to speak English” (item 8, M=1.93, SD=1.22). Other strongly 

held beliefs include, “It is important to repeat and practice a lot”, (LCS 18, 

M=4.39,SD=.94), “people who speak more than one languages are very intelligent” 

(aptitude 30, M=4.08, SD=1.01), “It is easier for children than adults to learn a foreign 

language” ( aptitude1, M=4.01,SD=1.05), and “people from my country are good at 

learning foreign languages” (aptitude item 6, M=4.01,SD=1.05). 

Other strongly held beliefs by male students were beliefs of motivation and expectation 

(item32), “I would like to have friends who speak English as a native language” 

(M=3.87, SD=1.13), beliefs of learning and communication strategy (item26), “in 

learning foreign languages, it is important to practice with cassettes or tapes” (M=3.93, 

SD=1.02). 

Regarding the least held beliefs, there were three belief categories that were found in the 

low range.  
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Table 4.62 Ten Least Held Beliefs by Male Students 

Rank Item Belief M SD Use 

35
th
 Na 8 It is important to know about English speaking cultures in 

order to speak English 

1.93 1.22 L 

34
th
 Apt 10 It is easier for someone who already speaks a foreign 

language to learn another language 

2.16 1.34 L 

33
rd

 Apt 17 The most, important part of learning language is learning 

vocabulary 

2.17 1.16 L 

32
nd

 LCS 26 In learning foreign languages, it is important to practice with 

cassettes or tapes 

2.58 1.40 M 

31
st
 Na 27 Learning a foreign language is difficult than learning other 

academic subjects 

2.77 1.25 M 

30
th
 Dff 25 It is easier to speak than understand a foreign language 2.83 1.23 M 

29
th
 Apt 10 It is easier for someone who already speaks a foreign 

language to learn another one 

2.89 1.22 M 

28
th
 LCS 21 I feel afraid speaking English with other people 2.97 1.18 M 

27
th
 Apt 16 I have special ability for learn foreign languages    

26
th
 Apt 6 People from my country are good at learning foreign 

languages 

3.01 1.15 M 

 

Beliefs about the nature of language learning (item 8), “It is important to know about 

English speaking cultures in order to speak English” (M=1.93, SD=1.22), beliefs bout 

language aptitude (item 10), “It is easier for someone who already speaks a foreign 

language to learn another language” (M=2.16, SD=1.34), and beliefs about the nature of 

language learning (item 17), “the most, important part of learning language is learning 

vocabulary” (M=2.17, SD=1.16). Other beliefs were from medium use range. 
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Table 4.63 below shows the strongly held beliefs by female students.  

Table 4.63 The Strongly Held Beliefs by Female Students  

Rank Item Belief M SD Use 

1
st
 Na 17 The most important part of learning a foreign language 

is learning vocabulary words 

4.17 3.92 H 

2
nd

 Apt 16 I have special ability for learning foreign languages 4.04 1.16 H 

3
rd

 MoE 29 If I learn English very well, I will have better 

opportunities for a good job 

4.04 1.16 H 

4
th

 Apt 30 People who speak more than one language are very 

intelligent 

3.89 1.14 H 

5
th

 Apt 6 People from my country are good at learning foreign 

languages 

3.88 1.21 H 

6
th

 Apt 3 It is easier for children than adults to learn a foreign 

language 

3.78 1.13 H 

7
th

 Dff 5 I believe that I will learn to speak English very well 3.58 1.19 H 

8
th

 Apt 11 People who are good at mathematics or science are not 

good at learning foreign language 

3.55 1.15 H 

8
th

 Apt 2 Some people have special ability for learning foreign 

languages 

3.55 1.18 H 

9
th

 Na 28 The most important part of learning English is learning 

how to translate from my native language to English or 

from English to my native language 

3.54 1.24 H 

 

Regarding female students, all the 10 strongly held beliefs were under the high use range. 

Among the ten belief categories strongly held by female students, six were beliefs of 

aptitude; one was belief about the difficulty of language learning, one belief of 

motivation and expectation, and two were beliefs about the nature of language learning 

strategies. Beliefs about the nature of language learning (item 17) “The most important 

part of learning a foreign language is learning vocabulary words” (M= 4.17, SD= 3.92); 

beliefs of aptitude (item 16), “I have special ability for learning foreign languages” 

(M=4.04, SD=1.16), “people who speak more than one language are very intelligent” 
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(item 30, M=3.89, SD=1.14), “people from my country are good at learning foreign 

languages” (item 6, M=3.88, SD=1.21), “It is easier for children than adults to learn a 

foreign language” (M=3.78, SD=1.13), “people who are good at mathematics or science 

are not good at learning foreign language” (M=3.55, SD=1.15), and “some people have 

special ability for learning foreign languages” (M=3.55, SD=1.48), were also among the 

strongly held beliefs by females. Another strongly held belief was, motivation and 

expectation (item 29), “if I learn English very well, I will have better opportunities for a 

good job” (M=4.02, SD =1.16). 

Table 4.64 The Least Held Beliefs by Female Learners 

Rank Item Belief M SD Use 

35
th
 Na 8 It is important to know about English speaking cultures in 

order to speak English 

1.94 1.03 L 

34
th
 Apt  10 It is easier for someone who already speaks a foreign 

language to learn another one 

2.16 1.13 L 

33
rd

 LCS 22 If beginning students are permitted to make errors in English, 

it will be difficult for them to speak correctly later on 

2.55 1.42 M 

32
nd

 Dff 4 English is 2.77 .92 M 

31
st
 Apt16 I have special ability for learning foreign languages 2.81 1.22 M 

30
th
 Na 27 Learning a foreign language is difficult than learning other 

academic subjects 
2.85 1.24 M 

29
th
 Dff 25 It is easier to speak than understand a foreign language 2.91 1.16 M 

28
th
 Apt 10 It is easier for someone who already speaks a foreign 

language to learn another one 

2.93 1.22 M 

27
th

  Na 7 It is important to know about English-speaking cultures in 

order to speak English 

3.07 1.70 M 

 

Table 4.64 shows the 10 least held beliefs by female students. Of these two were under 

low use range. 

The least held beliefs were beliefs about learning and communication strategy (item 8), 

“It is important to know about English speaking cultures in order to speak English” 
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(M=1.94, SD=1.03), followed by beliefs of aptitude (item 10), “It is easier for someone 

who already speaks a foreign language to learn another one” (M=-2.16, SD=1.13). 

Other beliefs were under the medium use range.  

4.2.4.3.2 Beliefs about Language Learning by Language Proficiency 

This research examined differences in the beliefs about language learning held by 

different proficiency levels: high, mid and low levels. The MANOVA  result with Wilks’ 

Lambda shows that there was no significant difference between the three groups (high, 

mid and low) proficiency levels on overall beliefs and five category beliefs, Wilks’ 

Lambda = .96, F(10,790) = 1.7,  P= .07 see Table 4.65).  

Table 4.65 Wilks’ Lambda Tests  

Wilk’s 

Lambda  

Value  F Hypothesis 

df 

Error df  Sig  Partial Eta  

squared  

 .96 1.7 10.00 790.00 .07 .02  

 

      

Table 4.66 shows that the means of the three proficiency levels were almost similar: high 

proficiency level (M=3.39, SD .38), mid proficiency levels (M=3.36, SD=.36), and low 

proficiency levels (M= 3.30, SD=.33).  

Table 4.66 Overall Beliefs by Proficiency Level  

Proficiency  M SD 

High (n=48) 3.39 .38 

Mid (n=252) 3.36 .36 

Low (n=102)  3.30  .33  
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In the four belief categories, there were no significant differences among the three 

proficiency levels, high, mid and low. Beliefs of aptitude were summarized, F(2,399)= 

.92, p=.39, beliefs about learning and communication strategies, F(2,399)=1.43, p=.24, 

beliefs about the nature of language learning, F(2,399)=1.15, p=.32, and beliefs about 

motivation and expectation, F(2,399)= .74, p=.48. However, there was significant 

difference in the beliefs held by the three proficiency levels on beliefs of the difficulty of 

language learning, F (2,399) = 4.1, p= .02. High, mid, and low proficiency level learners 

had different beliefs about the difficulty of language learning.  

Table 4.67 Means and Standard Deviations of the Five Categories of Beliefs by 

Proficiency  

Beliefs High Mid Low 

M SD M SD M SD 

Apt 3.04 .48 3.14 .51 3.09 .47 

Dff  3.44 .40 3.27 .50 3.19 .55 

LCS 3.39 .48 3.32 .49 3.25 .46 

Na  3.43 .60 3.49 .64 3.38 .58 

MoE  3.91 .32 3.76 .67 3.78 .66  

As seen in Table 4.67, motivation and expectation was the strongest belief held by all the 

three proficiency levels. On the other hand belief of foreign language aptitude was the 

least held belief by all the three proficiency levels compared to other belief categories.  

Table 4.68 through 4.73 present the ten strongly and least held beliefs by the three 

proficiency levels. Table 4.68 and Table 4.69 indicate the 10 strongly and least held 

beliefs by high proficiency level EFL learners.  
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Table 4.68 The Strongly Held Beliefs by High Proficiency Levels.  

Rank  Item  Beliefs M SD Level  

1
st
  MoE 31  I want to learn to speak English well 5.00 .96 H 

2
nd

  LCS 18 

It is important to repeat and practice a lot 

4.56 .96 H 

3
rd

  LCS 7  It is important to speak English with an Excellent 

pronunciation 

4.22 1.11 H 

4
th

  Apt 1 It is easier for children than adults to learn a foreign 

language 

4.16 1.01 H 

5
th

  Dff 5  

I believe that I will learn to speak English very well 

4.20 .94 H 

6
th

  MoE 32  I would like to have friends who speak English as a 

native language 

4.06 .95 H 

7th  Dff 3  

Some languages are easier to learn than others 

4.00 .87 H 

8
th

 LCS 26  It is important to practice with cassettes or tapes 3.91 1.02 H 

9
th

  Apt33 Everyone can learn to speak a foreign language 3.77 1.20 H 

9
th

  LCS13 I enjoy practicing English with the native English 

speakers I meet 

3.77 1.17 H 

The strongly held beliefs by high proficiency levels were all from the high use range 

(mean ≥ 3.5). High proficiency level students had strong beliefs on beliefs of motivation 

and expectation (item 31), “I want to learn to speak English well” (M=5.00, SD=.96), 

beliefs of learning and communication strategies (items 18 & 7) “it is important to repeat 

and practice a lot” (M=4.56, SD =.96), and “it is important to speak English with an 

excellent pronunciation” (M=4.22, SD=1.11). Other strongly held beliefs by these 

proficiency levels were two beliefs of aptitude (items 1 and 33), two beliefs of the 

difficulty of language learning (items 5 & 3), two beliefs of learning and communication 

strategies (items 26 & 13), and one belief of motivation and expectation (item 32). 
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Table 4.69 The Least Held Beliefs by High Proficiency Levels 

Rank  Item  Beliefs  M SD  Leve

l  

35
th
  LCS 9  You shouldn’t say anything in English until you can say 

it correctly 

1.79 1.18 L 

34
th
  Apt 11  People who are good at mathematics or science are not 

good at learning foreign languages 

2.14 1.12 L 

33
rd

  Apt 19  Women are better than men at learning foreign languages 2.25 1.13 L 

32
nd

  LCS 

22  

If beginning students are permitted to make errors in 

English, it will be difficult for them to speak correctly 

later on 

2.43 1.51 L 

31
st
   Apt 16  I have special ability 2.50 1.12 M 

30
th
     Dff 23  It is easier to speak than understand a foreign language 2.58 1.16 M 

29
th
   Apt 6 People from my country are good at learning foreign 

languages 

2.68 1.13 M 

28
th
  Apt 10 It is easier for someone who already speaks a foreign 

language to learn another one 

2.70 1.12 M 

27
th
  Na 25  Learning a foreign language is difficult than learning 

other academic subjects 

2.77 1.24 M 

Table 4.69 presents the nine least held beliefs by high proficiency level students. Among 

the ten least held beliefs by this group, four were from the low use range (mean < 2.5). 

These were beliefs of learning and communication strategies (items 9 & 22) “you 

shouldn’t say anything in English until you can say it correctly” (M=1.79, SD=1.18), and 

“if beginning students are permitted to make errors in English, it will be difficult for them 

to speak correctly later on” (M=2.43, SD = 1.51), and beliefs of aptitude ( items 11 & 

19) “people who are good at mathematics or science are not good at learning foreign 

languages” (M=2.14, SD=1.12), and “women are better than men at learning foreign 
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languages” (M=2.25, SD=1.13). Three beliefs of aptitude (items 16, 6 & 10), one belief 

of the difficulty of language learning (items 23), and beliefs of the nature of language 

learning (item 25) were the other least held beliefs by this group of students. 

Table 4.70 The Strongly Held Beliefs by Mid Proficiency Levels.  

Rank  Item  Beliefs  M  SD  Level  

1
st
  LCS 18 It is important to repeat and practice a lot 4.32 .97 H 

2
nd

  MoE 31  I want to learn to speak English well 4.27 .96 H 

3
rd

  MoE 32  I would like to have friends who speak English as a native 

language 

4.07 1.01 H 

4
th

  LCS 7 It is important to speak English with an Excellent 

pronunciation 

3.97 1.04 H 

5
th

  Na 17  The most important part of learning a foreign language is 

learning vocabulary words 

3.95 .58 H 

6
th

  Apt 1 It is easier for children than adults to learn a foreign 

language 

3.94 1.09 H 

7
th

  Dff 5 I believe that I will learn to speak English very well 3.86 1.00 H 

8
th

  Na 28 The most important part of learning English is learning how 

to translate from my native language to English or from 

English to my native language 

3.86 1.10 H 

9
th

  Apt 33 Everyone can learn to speak a foreign language 3.79 1.20 H 

10
th
  Na112 It is best to learn English in an English-speaking country 3.69 1.21 H 

With mid proficiency level students, all the ten beliefs had a high usage range (two 

beliefs of learning and communication strategies, two beliefs of motivation and 

expectation, two beliefs of learning and communication (item 18). “It is important to 

repeat and practice a lot” (M=4.32, SD=.97) belief of motivation and expectation (item 

31) “I want to learn to speak English well” (M=4.27, SD=.96), belief of motivation and 

expectation (item 32), “I would like to have friends who speak English as a native 

language” (M=4.07, SD=1.01) were among the ten strongly held beliefs by mid 

proficiency levels. Other strongly held beliefs include learning and communication 

strategy (item 7), beliefs of the nature of language learning (items 17, 28 & 12), beliefs of 

foreign language aptitude ( items 1 & 33), belief of the difficulty of language learning 

(item 5) (see Table 4.70).  
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Table 4.71 The Least Held Beliefs by Mid Proficiency Levels  

Rank  Item  Beliefs  M SD Leve

l  

35
th
  LCS 9 You shouldn’t say anything in English until you can say it 

correctly 

1.98 1.19 L 

34
th
  Apt 11 

People who are good at mathematics or science are not good 

at learning foreign languages 

2.19 1.39 L 

34
th
  Apt 19 

Women are better than men at learning foreign languages 

2.19 1.18 L 

32
nd

  LCS 22 If beginning students are permitted to make errors in 

English, it will be difficult for them to speak correctly later 

on 

2.57 1.43 M 

31
st
  Dff 15 If someone spent one hour a day learning a language, how 

long would it take him/her to speak the language very well? 

2.82 1.50 M 

30
th
   Na 23 The most important part of learning a foreign language is 

learning the grammar 

2.86 1.26 M 

29
th
  Dff 25 It is easier to speak than understand a foreign language 2.90 1.21 M 

28
th
  Dff 4 English is 2.94 .89 M 

27
th
  Apt  10 It is easier for someone who already speaks a foreign 

language to learn another one 
2.97 1.22 M 

26
th
 

Apt 16 I have special ability for learning foreign languages 2.99 1.18 M 

Table 4.71 shows the ten least held beliefs, three from the low use range, belief of 

learning and communication strategy (item 9) “ you shouldn’t say anything in English 

until you can say it correctly” (M=1.98, SD=1.19), beliefs of aptitude (items 11 & 19), 

“people who are good at mathematics or science are not good at learning foreign 

language”  (M=2.19, SD=1.39), and “ women are better than men at learning foreign 

language” (M=2.19, SD=1.18). Other beliefs least held by this proficiency level were 

from mid usage range (M=2.5-3.49). These were learning and communication strategy 

(item 22), belief of the nature of language learning (item 27), beliefs of the difficulty of 

language learning (items 15, 25, & 4) and beliefs of aptitude (items 10 & 16) (see Table 

4.71).  



168 

 

Table 4.72 The Strongly Held Beliefs by Low Proficiency Levels  

Rank  Item  Beliefs  M  SD  Level  

1
st
  MoE 31  I want to learn to speak English well 4.29 .90 H 

2
nd

  LCS 18 

It is important to repeat and practice a lot 

4.14 1.11 H 

3
rd

  MoE 32  I would like to have friends who speak English as a 

native language 

3.96 1.16 H 

4
th

  Apt1  It is easier for children than adults to learn a foreign 

language 

3.95 1.07 H 

5
th

  LCS 7 It is important to speak English with an Excellent 

pronunciation 

3.91 1.20 H 

6
th

  Na 28 The most important part of learning English is learning 

how to translate from my native language to English or 

from English to my native language 

3.83 1.06 H 

7
th

  Na 17  The most important part of learning a foreign language is 

learning vocabulary words 

3.80 1.13 H 

8
th

  Apt 33 Everyone can learn to speak a foreign language 3.76 1.26 H 

9
th

  MoE 24 I would like to learn English so that I can get to know 

native English speakers better and their cultures 

3.71 1.05 H 

10
th
  Dff 3  

Some languages are easier to learn than others 

 

3.60 1.12 H 

From the ten strongly held beliefs, belief of motivation and expectation (item 31) “I want 

to learn to speak English well” (M=4.29, SD=.90), followed by a belief of learning and 

communication strategy (item 18) “It is important to repeat and practice a lot” (M=4.14, 

SD=1.11) were the two most strongly held beliefs by low proficiency levels. Others were 

in the high usage range (M ≥ 3.5). These were two beliefs of motivation and expectation 

(items 32 & 24), two beliefs of aptitude  (items 1& 33), two beliefs of the nature of 
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language learning ( items 28& 17), one belief of learning and communication strategy 

(item 7), and one belief of the difficulty of language learning (item 3).  

Table 4.73 The Least Held Beliefs by Low Proficiency Levels  

Rank  Item  Beliefs  M  SD  Level  

35
th
  LCS 9 You shouldn’t say anything in English until you can say it 

correctly 

1.89 1.13 L 

34
th
  Apt 11  People who are good at mathematics or science are not 

good at learning foreign languages 
2.08 1.13 L 

33
rd

   Apt 19 Women are better than men at learning foreign languages 2.46 1.28 L 

32
nd

  LCS 22 If beginning students are permitted to make errors in 

English, it will be difficult for them to speak correctly later 

on 

2.64 1.30 M 

31
st
  Na 27 Learning a foreign language is difficult than learning other 

academic subjects 

2.65 1.23 M 

30
th
  Dff 25  It is easier to speak than understand a foreign language 2.84 1.22 M 

20
th
  Apt 14 I have special ability for learning foreign languages 2.89 1.30 M 

28
th
  Dff 15 If someone spent one hour a day learning a language, how 

long would it take him/her to speak the language very well? 

2.94 1.63 M 

27
th
  LCS 21  I feel afraid of speaking English with other people 2.98 1.22 M 

 

From the ten least held beliefs by low proficiency levels, three were from the low usage 

range. These ere, belief of learning and communication strategy (item 9) “you shouldn’t 

say anything until you say it correctly” (M=1.89, SD=1.13), beliefs of aptitude (items 11 

& 19), “people who are good at mathematics or science are not good at learning foreign 

languages” (M=2.08, SD= 1.13), and “women are better than men at learning foreign 
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languages” (M=2.46, SD=1.28). Other least held beliefs by this group of learners, as 

shown in Table 4.73, were in the medium usage range. 

4.2.4.3.3 Beliefs about Language Learning by Academic Major 

This research investigated the significant differences in the beliefs held by learners in 

terms of their field of study. The Wilk’s Lambda Multivariate F was used for interpreting 

ANOVA results. The Wilk’s Lambda=.70 is significant, F(20,1304)=7.2, P<.05, 

indicating that beliefs held by learners from different fields of study vary.  

Table 4.74 Wilk’s Lambda Tests 

Wilk’s 

Lambda 

Value F Hypothesis 

Df 

Error Df Sig Partial eta 

squared  

 .70 7.2 20 1304 .000 .08 

 

Since the difference was significant, Univariate F for the separate variables was 

calculated. As shown in Table 4.75, the ANOVA statistic summary reported that 

academic major had a significant effect on overall strategy use: F(4,397)=21.2,P<.05, 

partial eta squared=.18. 

Table 4.75 ANOVA Summary Table for Overall Beliefs by Academic Major 

Source Type III sum 

of squares 

Df Mean square F Sig. Partial eta 

squared 

Corrected Model 9.18 4 2.29 21.2 .000 .18 

Intercept  4520 1 4520 4175 .000 .99 

Academic Major 9.18 4 2.29 21.2 .000 .18 

Error 42.9 397 .11    

Consoled total 52.16 401     

R2=.12 (Adjusted R2=.11) 
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As shown in table 4.76, the Tukey HSD tests showed a significant mean difference 

among the academic majors. Natural Sciences had the highest mean (M= 3.50) followed 

by Business and Economics. The least mean belonged to Social Science majors (M= 

3.08).  

Table 4.76 Tukey HSD Summary Results of Overall Beliefs by Academic Major 

Academic 

major (I) 

Academic 

major(J) 

Mean 

Difference 

(I-J) 

Std. Error Sig. 

Natural 

Science 

Business & 

Economics 

.012 .052 .16 

Social Science .416* .051 .000 

Agriculture .122 .051 -.019 

Health Science .177* .052 .006 

Business & 

Economics 

Natural 

Science 

-.012 .052 .99 

Social Science .404* .052 .000 

Agriculture .109 .052 -.34 

Health Science .165* .052 .016 

Social 

Science 

Natural 

Science 

-.416* .052 .000 

Business & 

Economics 

-.404* .052 .000 

Agriculture -.294* .052 .000 

Health Science -.239* .051 .000 

Agriculture Natural 

Science 

-.122 .051 .13 

Business & 

Economics 

-.109 .052 .22 

Social Science .294* 

 

.051 .000 
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                                                                   Table  4.76 continued 

 Health Science 

 

.055 .051 .82 

Health 

Science 

Natural 

Science 

-.177* .051 .006 

Business & 

Economics 

-.165* .052 .016 

Social Science .239* .051 .000 

Agriculture -.055 .051 .82 

P<.05 

A multivariate analysis of variance (MANOVA) was conducted to investigate the 

significant differences of the five belief categories by learner’s academic major. Table 

4.77 indicates that academic major had significant effects on the five categories of 

beliefs: aptitude F(4,397)=13.59,P<.05; difficulty of language learning F(4,397) 

3.44,P<.05: learning and communication strategy F(4,389)=21.8,P<.05: the nature of 

language learning F(4,397)=9.56,P<.05;and motivation and expectation 

F(4,397)=4.32,P<.05. This shows that learners’ beliefs about language learning are 

different according to the field of study they are studying. 

Table 4.77 MANOVA Summary for the Effects of Academic Major on Five Belief 

Categories 

Dependent 

Varialbe 

Type III sum of 

squares 

Df Mean square F Sig. Partial eta squared 

Apt 12.04 4 3.01 13.59 .000 .12 

Dff 3.49 4 .87 3.44 .009 1.03 

LCS 17.03 4 4.26 21.81 .000 .18 

Na 13.97 4 3.49 9.56 .000 .09 

MoE  10.03 4 2.51 4.32 .002 .04 
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As shown in tables 4.78 through 4.82 the mean differences in the five categories among 

the five academic majors of studies were reported with the post-hoc Tukey HSD tests. 

The results of the post-hoc Tukey HSD test showed that there were significant mean 

differences between Natural Science students and Social Sciences students in the 

following belief categories: beliefs about foreign language aptitude, beliefs about 

learning and communication strategies, beliefs about the nature of language learning, and 

beliefs about motivation and expectation (see Table 4.78). Natural Science students also 

had significant differences from Health Science students in the three belief categories; 

aptitude, learning and communication beliefs, and beliefs about the nature of language 

learning. This indicates that learners of Natural Sciences had stronger beliefs than the 

Social Sciences and Health Sciences students. 

There was significant mean difference between learners from Business and Economics 

and Social Sciences in the belief categories; aptitude, learning and communication 

strategies, beliefs about the nature of language learning and beliefs about motivation and 

expectation. Business and Economics students are also different from Health Science 

students in the beliefs about foreign language aptitude and in beliefs about learning and 

communication strategies. 

Health Science students had significant difference from Social Sciences in the beliefs 

held on the difficulty of language learning, learning and communication strategies and 

the nature of language learning. 

Agriculture students showed statistical significance on the beliefs about learning and 

communication strategies from students of Social Sciences, Natural Sciences and 

Business and Economics. 
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Table 4.78 Tukey HSD Tests for Mean Differences among Academic Majors on the Five 

Belief Categories 

Dependent 

Variable 

Academ

ic Major 

(I) 

 

Field of 

Study(J) 

Mean 

Difference 

(I-J) 

Std. Error Sig. 95% Confidence 

Interval 

Lower 

Bound 

Upper 

Bound 

Aptitude 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

NS BE -.16 .075 .18 -.37 .04 

SS  .31* .073 .000 .11 .51 

Ag  -.04 .073 .97 -.24 .15 

HS .01* .073 .04 .004 .41 

BE NS .16 .075 .18 -.04 .37 

SS .48* .075 .000 .27 .68 

Ag .12 .074 .48 -.08 .32 

HS .37* .07 .000 .16 .58 

SS NS -.31
* 

.07 .000 -.51 -.11 

BE -.48* .07 .000 -.68 -.27 

Ag -.35* .07 .000 -.56 -.16 

HS -.11 .07 .59 -.31 .09 

Ag NS .04 .07 .97 -.15 .24 

BE -.12 .07 .48 -.32 .08 

SS .35* .073 .000 .15 .55 

HS .25* .073 .006 .05 .45 

HS NS -.21* .073 .04 -.41 -.004 

BE -.37 .075 .000 .57 -.16 

SS .11 .073 .59 -.09 .31 

Ag 

 

 

-.25* .073 .006 -.45 -.05 
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                                                                                             Table 4.78 continued 

Difficulty of 

Language 

Learning 

NS 

 

 

BE .14 .080 .39 -.08 .36 

SS .20 .078 .08 -.013 .42 

Ag .07 0.078 .89 -.14 .28 

HS -.05 .079 .96 -.27 .16 

BE NS -.14 .080 .39 -.36 .08 

SS .06 .080 .95 -.16 .28 

Ag  -.07 .080 .89 -.29 .15 

HS -.05 .79 .96 -.27 .16 

SS NS -.20 .078 .08 -.42 .01 

BE -.06 .080 .95 -.28 .16 

Ag -.13 .078 .44 -.35 .08 

HS -.26* .078 .01 -.47 -.04 

Ag 

 

 

 

 

 

NS -.070 .078 .89 -.28 .14 

BE .07 .080 .89 -.14 .29 

SS .13 .078 .44 -.08 .34 

HS -.12 .078 .51 -.34 .09 

HS NS .05 .079 .96 -.16 .27 

 

BE 

.19 .080 .11 -.02 .42 

SS 

 

.26* .078 .01 .04 .47 

Ag .12 .078 .513 -.09 .34 
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                                                                                                  Table 4.78 continued 

Learning & 

Communicat

ion 

Strategies 

NS BE .01 .070 1.00 -.19 .19 

SS .56* .07 .000 .36 .75 

Ag  .28* .07 .000 .09 .47 

HS .23* .069 .007 .04 .42 

BE NS -.01 .070 1.00 -.19 .19 

SS .55* .070 .000 .36 .74 

Ag  .28* .070 .001 .08 .74 

HS .23* .070 .01 .03 .42 

SS NS .56* .07 .000 -.75 -.37 

BE -.55* .070 .000 -.74 -.36 

Ag -.27* .068 .001 -.46 -.08 

HS -.32* .06 .000 -.51 -.13 

Ag NS -.28* .069 .000 -.47 -.09 

BE -.28* .070 .001 -.47 -.08 

SS .27* .068 .001 .08 .46 

HS -.05 .069 .95 -.24 .14 

HS NS -.23* .069 .007 -.42 -.04 

BE -.23* .070 .01 -.42 -.03 

SS .32* .06 .000 .13 .51 

Ag .05 .069 .95 -.14 .24 

The Nature 

of Language 

Learning 

NS 

 

 

 

BE .11 .096 .79 -.15 .37 

SS .54* .094 .000 .28 .80 

Ag .15 .09 .49 -.11 .41 

HS .27* .09 .04 .01 .52 
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                                                                                            Table 4.78 continued 

 BE NS -.11 .09 .79 -.37 .15 

SS .43* .09 .000 .17 .69 

Ag .04 .096 .99 -.2 .31 

HS .16 .09 .46 -.10 .42 

SS NS -.54* .094 .000 -.80 -.28 

BE -.43* .09 .000 -.69 -.17 

Ag -.39* .094 .000 -.65 -.13 

HS -.27* .094 .03 -.53 -.01 

Ag NS -.15 .094 .49 -.41 .11 

BE -.04 .09 .99 -.30 .22 

SS .39* .094 .000 .13 .65 

HS .12 .094 .72 -.14 .37 

HS NS .27* .094 .04 -.53 -.01 

 

 

 

BE -.16 .069 .46 -.42 .10 

SS .27* .094 .03 .01 .53 

Ag -.12 .094 .72 -.37 .14 

 

 

Motivation 

& 

Expectation 

NS BE .05 .12 .99 -.28 .38 

SS .45* .12 .002 .13 .78 

Ag .18 .118 .56 -.15 .50 

HS .18 .119 .57 -.15 .50 

BE NS -.05 .122 .99 -.38 .28 

SS .40* .121 .009 .07 .74 

Ag  .13 .121 .81 -.20 .46 

HS .13 .122 .83 -.20 .46 

SS NS .45* .119 .002 -.78 -.12 
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                                                                                         Table 4.78 continued 

  BE -.40* .121 .009 -.74 -.07 

Ag -.27 .118 .14 -.59 .05 

HS -.27 .119 .14 -.60 .05 

NS -.18 .118 .55 -.50 .14 

Ag BE -.13 .121 .81 -.46 .20 

 SS .27 .118 .14 -.05 .59 

HS -.002 .118 1.000 -.33 .32 

HS NS -.18 .119 .57 -.50 .15 

BE -.13 .122 .83 -.46 .20 

SS .27 .119 .14 -.05 .60 

Ag .002 .118 1.000 -.32 .33 

 

Table 4.79 indicates that students in the five academic majors: Natural Sciences (M=3.96, 

SD=.54), Business and Economics (M=3.91, SD=.59), Social Sciences (M=3.50, SD=.71, 

Agriculture (M=3.78, SD=.68), and Health Sciences (M=3.78, SD=1.12) held strong 

beliefs about Motivation and expectation. Learners from the four academic majors: 

Natural Sciences (M=3.18, SD=.52), Social Sciences (M=2.86, SD=.53), Agriculture 

(M=3.22, SD=.45), and Health Sciences (M=2.97, SD=.39), held beliefs about foreign 

language aptitude least. 
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Table 4.79 Means and Standard Deviations of the Five Beliefs Categories by Academic 

Major 

Variabl

e 

Natural 

Sciences 

Business & 

Economics 

Social 

Sciences 

Agriculture Health 

Sciences 

F Sig 

M SD M SD M SD M SD M SD 

Apt 3.18 .52 3.34 .41 2.86 .53 3.22 .45 2.97 .39 13.6 .000 

Dff 3.34 .48 3.20 .48 3.14 .52 3.27 .45 3.39 .49 3.4 .009 

LCS 3.53 .42 3.52 .36 2.97 .51 3.25 .46 3.29 .41 21.8 .000 

Na 3.67 .53 3.56 0.50 3.13 .82 3.52 .54 3.40 .55 9.6 .000 

MoE 3.96 .54 3.91 .59 3.50 .71 3.78 .68 3.78 1.12 4.3 .002 

 

Table 4.80 shows the 10 most strongly held beliefs by Natural Sciences learners. Among 

the 10 strongly held beliefs, four were beliefs of aptitude (item 33, 30 and 1), “Everyone 

can learn to speak a foreign language” (M=4.22, SD=.88), “people who speak more than 

one language are very intelligent” (M=3.86, SD=1.08), and “It is easier for children 

than adults to learn a foreign language” (M=3.98, SD=.1.05).  Two beliefs were 

motivation and expectation (items 31 and 33), “I want to learn to speak English well” 

(M=4.55, SD=.66), and “I would like to have friends who speak English as a native 

language” (M=4.40, SD=.70). Beliefs about the nature of language learning item 17 

(M=4.08, SD=1.00) and beliefs about foreign language aptitude item 30 (M=3.86, 

SD=1.08) were also among the ten strongly held beliefs by this group of students. 
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Table 4.80 The Strongly Held Beliefs by Natural Sciences Learners 

Rank Item Belief M SD Level 

1
st
 MoE 31 I want to learn to speak English well. 4.55 .66 H 

2
nd

 LCS 18 It is important to repeat and practice a lot 4.44 .86 H 

3
rd

 MoE 32 I would like to have friends who speak English as a 

native language 

4.40 .70 H 

4
th

 Apt 33 Everyone can learn to speak a foreign language 4.22 .88 H 

5
th

 LCS 7 It is important to speak English with an Excellent 

pronunciation 

4.16 .99 H 

6
th

 Na 28 The most important part of learning English is learning 

how to translate from my native language to English or 

from English to my native language 

4.13 .81 H 

7
th

 Na 12 It is best to learn English in an English-speaking country 4.11 .79 H 

8
th

 Na 17 The most important part of learning a foreign language is 

learning vocabulary words 
4.08 1.00 H 

9
th

 Apt 1 It is easier for children than adults to learn a foreign 

language 

3.98 1.05 H 

10
th
 Apt 30 People who speak more than one language are very 

intelligent 

3.86 1.08 H 

 

Table 4.81 below shows ten least held beliefs by Natural Sciences learners. Among the 

ten least held beliefs, three were in low use range: one beliefs of the nature of language 

learning (item 27), “Learning a foreign language is difficult than learning other 

academic subjects” (M=3.07 ,SD=1.35), and five beliefs of aptitude (item 10, 11, 16, 19, 

& 6) , “It is easier for someone who already speaks a foreign language to learn another 

one” (M=2.96, SD=1.33), “People who are good at mathematics or science are not good 

at learning foreign languages” (M= 2.14, SD=1.80), “I have special ability for learning 

foreign languages” (M= 2.93, SD=1.15), “Women are better than men at learning 

foreign languages” (M=2.16, SD=1.31), and “People from my country are good at 

learning foreign languages” (M=3.08, SD=1.03). The other least held beliefs were three 

beliefs of the difficulty of language learning (item 4, 15 and 25), one belief of learning 
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and communication strategies (items 16), and one beliefs of the nature of language 

learning (items 27). 

Table 4.81 The Least Held Beliefs by Natural Sciences Learners 

Rank Item Belief M SD Level 

35
th
 LCS 9 You shouldn’t say anything in English until you can say it 

correctly 

2.10 1.24 L 

34
th
  Apt 11 People who are good at mathematics or science are not good 

at learning foreign languages 

2.14 1.80 L 

33th  Apt 19 Women are better than men at learning foreign languages 2.16 1.31 L 

32
nd

 Dff 4 English is 2.86 .98 M 

31
st
  Apt 16 I have special ability for learning foreign languages 2.93 1.15 M 

30
th
 Apt 10 It is easier for someone who already speaks a foreign 

language to learn another one 

2.96 1.33 M 

29
th
 Na 27 Learning a foreign language is difficult than learning other 

academic subjects 

3.07 1.35 M 

29
th
  Dff 25 It is easier to speak than understand a foreign language 3.07 1.09 M 

27
th
 Apt 6 People from my country are good at learning foreign 

languages 

3.08 1.03 M 

26
th
  Dff 15 If someone spent one hour a day learning a language, how 

long would it take him/her to speak the language very well? 

3.09 1.56 M 
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Table 4.82 indicates the ten strongly held beliefs by students of Business and Economics. 

Table 4.82 The Strongly Held Beliefs by Business and Economics Students. 

Rank Item Belief M SD Level 

1
st
 LCS 18 It is important to repeat and practice a lot 4.49 .82 H 

2
nd

 MoE 32 I would like to have friends who speak English as a 

native language 

4.24 .75 H 

3
rd

 LCS 7 It is important to speak English with an Excellent 

pronunciation 

4.21 .88 H 

4
th

 Apt 1 It is easier for children than adults to learn a foreign 

language 

4.20 .86 H 

5
th

 MoE 31 I want to learn to speak English well 4.18 .86 H 

6
th

 LCS 13 I enjoy practicing English with the native English 

speakers I meet 

4.04 .79 H 

7
th

 LCS 14 It’s o.k. to guess if you don’t know a word in English 3.97 .91 H 

7
th

 Apt 33 Everyone can learn to speak a foreign language 3.97 .98 H 

8
th

 Na 28 The most important part of learning English is learning 

how to translate from my native language to English or 

from English to my native language 

3.89 1.07 H 

9
th

 Na 23 The most important part of learning a foreign language 

is learning the grammar 

3.84 1.20 H 

 

Among these beliefs two were beliefs of aptitude (items 1 and 33), “It is easier for 

children than adults to learn a foreign language” (M=4.20, SD=.86), and “Everyone can 

learn to speak a foreign language” (M=3.97, SD=.98). Two beliefs of motivation and 

expectation (items 32 and 31), “I would like to have friends who speak English as a 

native language” (M=4.24, SD=.75), and “I want to learn to speak English well” 

(M=4.18, SD=.86); three beliefs of learning and communication strategies (items 18, 7, 

13 and 14), “It is important to repeat and practice a lot” (M=4.21, SD=.88), “I enjoy 

practicing English with the native English speakers I meet” (M=4.04, SD=.79), and “It’s 

o.k. to guess if you don’t know a word in English”(M=3.97, SD=.91) and two beliefs of 

the nature of language learning (items 28 and 23), “The most important part of learning 

English is learning how to translate from my native language to English or from English 
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to my native language” (M=3.89, SD=1.07), and “The most important part of learning a 

foreign language is learning the grammar” (M=3.84, SD= 1.20) 

Table 4.83 shows the 10 least held beliefs by the students of Business and Economics. Of 

these beliefs four were in low frequency range (three from the belief of the nature of 

language learning and one is aptitude of language learning), and six medium frequency 

(one difficulty of language learning, two foreign language aptitude, and one learning and 

communication strategy). 

Table 4.83 The Least Held Beliefs by Business and Economics Students  

Rank Item Belief M SD Level 

35
th
  LCS 9 You shouldn’t say anything in English until you can say it 

correctly 

1.97 1.05 L 

34
th
 Apt 11 People who are good at mathematics or science are not good at 

learning foreign languages 

2.29 1.29 L 

33
rd

 Dff 15 If someone spent one hour a day learning a language, how long 

would it take him/her to speak the language very well? 

2.34 1.37 L 

32
nd

 Apt 19 Women are better than men at learning foreign languages 2.46 1.30 L 

31
st
 Na 27 Learning a foreign language is difficult than learning other 

academic subjects 

2.61 1.07 M 

30
th
 LCS 22 If beginning students are permitted to make errors in English, it 

will be difficult for them to speak correctly later on 

2.88 1.31 M 

29
th
 Dff 25 It is easier to speak than understand a foreign language. 2.93 1.25 M 

28
th
 Dff 4 English is 3.02 .91 M 

27
th
 LCS 21 I feel afraid of speaking English with other people 3.12 1.11 M 

26
th
 Apt 10 It is easier for someone who already speaks a foreign language 

to learn another one 

3.17 1.16 M 

 

The least held belief was belief of the nature of language learning (item 9), “You 

shouldn’t say anything in English until you can say it correctly” (M=1.97, SD=1.05). 

Other strategies with low frequency were beliefs of aptitude (item 11), “People who are 

good at mathematics or science are not good at learning foreign languages” 
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 (M=2.29, SD=1.29), belief of foreign language aptitude item 19), “Women are better 

than men at learning foreign languages” (M=2.46 ,SD=1.30), and belief of the difficulty 

of language learning (item 15) “If someone spent one hour a day learning a language, 

how long would it take him/her to speak the language very well?” (M=2.34, SD=1.37). 

Table 4.84 and 4.85 indicate the strongly and least held beliefs by Social Science 

students.  

Table 4.84 The Strongly Held Beliefs by Social Science Students 

Rank Item Belief M SD Level 

1
st
 MoE 31 I want to learn to speak English well 4.09 1.12 H 

2
nd

 LCS 18 It is important to repeat and practice a lot 3.96 1.26 H 

3
rd

 Apt 1 It is easier for children than adults to learn a foreign language 3.63 1.26 H 

4
th

 LCS 7 It is important to speak English with an Excellent pronunciation 3.45 1.33 M 

5
th

 Na 28 The most important part of learning English is learning how to 

translate from my native language to English or from English to 

my native language 

3.47 1.30 M 

6
th

 MoE 32 I would like to have friends who speak English as a native 

language 

3.47 1.40 M 

7
th

 Na 23 The most important part of learning a foreign language is 

learning the grammar 

3.35 1.90 M 

7
th

 MoE 20 People in my country feel that it is important to speak English 3.35 1.16 M 

9
th

 Dff 34 It is easier to read and write English than to speak and 

understand it 

3.32 1.32 M 

10
th
 Apt 30 People who speak more than one language are very intelligent 3.23 1.34 M 

 

Social Sciences students reported that they strongly agree with the statement “I want to 

learn to speak English well” (M=4.09, SD=1.12) versus their disagreement with the 

statement, “You shouldn’t say anything in English until you can say it correctly” 

(M=1.95, SD=1.07). Social Science students reported that five beliefs, one motivation 

and expectation belief (item 31), “I want to learn to speak English well” 

(M=4.09,SD=1.12), one beliefs about foreign language aptitude ( 1), “It is easier for 

children than adults to learn a foreign language” (M=3.63, SD=1.26) had a high range 
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of beliefs (Table 4.84), while five beliefs had a low frequency range (see Table 4.85); two 

beliefs about learning and communication strategies (items 9 and 22), “You shouldn’t say 

anything in English until you can say it correctly” (M=1.95, SD=1.07), and “If beginning 

students are permitted to make errors in English, it will be difficult for them to speak 

correctly later on” (M=2.03, SD=1.11), two beliefs about foreign language aptitude (item 

11 and 19), “People who are good at mathematics or science are not good at learning 

foreign languages” (M=1.97, SD=1.04), and “Women are better than men at learning 

foreign languages”(M=2.29, SD=1.11), one belief about the nature of language learning 

(item 27), “Learning a foreign language is difficult than learning other academic 

subjects” (M=2.24, SD=1.30). 

Table 4.85 The Least Held Beliefs by Social Science Students 

Rank Item Belief M SD Level 

35
th
 LCS 9 You shouldn’t say anything in English until you can say it 

correctly 

1.95 1.07 L 

34
th
 Apt 11 People who are good at mathematics or science are not good at 

learning foreign languages 

1.97 1.04 L 

33
rd

 LCS 22 If beginning students are permitted to make errors in English, it 

will be difficult for them to speak correctly later on 

2.03 1.11 L 

32
nd

 Na 27 Learning a foreign language is difficult than learning other 

academic subjects 

2.24 1.30 L 

31
st
 Apt 19 Women are better than men at learning foreign languages 2.29 1.11 L 

30
th
 Apt 16 I have special ability for learning foreign languages 2.60 1.26 M 

30
th
 Dff 25 It is easier to speak than understand a foreign language 2.60 1.21 M 

28
th
 LCS 21 I feel afraid speaking English with other people 2.67 1.23 M 

27
th
 Apt 10 It is easier for someone who already speaks a foreign language to 

learn another one 

2.75 1.19 M 

26
th
 Dff 15 If someone spent one hour a day learning a language, how long 

would it take him/her to speak the language very well? 

2.76 1.45 M 
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Table 4.86 shows the strongly held beliefs by Agriculture students. All the ten beliefs 

belong to the high use range (M>3.50).  

Table 4.86 The Strongly Held Beliefs by Agriculture Students. 

Rank Item Belief M SD Level 

1
st
 MoE 31 I want to learn to speak English well 4.22 1.03 H 

2
nd

 LCS 18 It is important to repeat and practice a lot 4.13 1.05 H 

3
rd

 MoE 32 I would like to have friends who speak English as a 

native language 

4.08 .99 H 

4
th

 Apt 1 It is easier for children than adults to learn a foreign 

language 

4.07 .99 H 

5
th

 Na 12 It is best to learn English in an English-speaking country 4.04 1.11 H 

6
th

 LCS 28 The most important part of learning English is learning 

how to translate from my native language to English or 

from English to my native language 

3.87 .99 H 

7
th

 LCS 7 It is important to speak English with an Excellent 

pronunciation 

3.83 1.07 H 

7
th

 Dff 3 Some languages are easier to learn than others 

 

3.78 1.03 H 

9
th

 MoE 24 I would like to learn English so that I can get to know 

native English speakers better and their cultures 

3.75 1.09 H 

10
th
 Apt 33 Everyone can learn to speak a foreign language 3.74 1.29 H 

 

Beliefs of Motivation and Expectation (item 31), “I want to learn to speak English well” 

(M=4.22, SD=1.03), followed by beliefs about learning and communication strategies 

(item 18), “It is important to repeat and practice a lot” (M=4.13, SD=1.05), one belief 

about motivation and expectation (item 32), “I would like to have friends who speak 

English as a native language” (M=4.08, SD=.99), one belief about foreign language 

aptitude (items),“It is easier for children than adults to learn a foreign language” 

(M=4.07, SD=.99), and one belief about the nature of language learning (item 12), “It is 

best to learn English in an English-speaking country” (M=4.01, SD=1.11), were the 

strongest beliefs Agriculture students had. Other beliefs include two beliefs of learning 

and communication strategies (items 27 and 7), one belief of the difficulty of language 

learning (item 3), one belief of motivation and expectation (item 24), and one belief of 

foreign language aptitude (item 33) (see Table 4.86). 



187 

 

As can be seen in Table 4.87, three beliefs belong to the low use range: two beliefs about 

learning and communication strategy  (item 9), “You shouldn’t say anything in English 

until you can say it correctly” (M=1.97, SD=1.30), two beliefs about foreign language 

aptitude (items 11 and 19), “People who are good at mathematics or science are not 

good at learning foreign languages” (M=2.16, SD=1.11), and  “Women are better than 

men at learning foreign languages” (M=2.27, SD=1.23). Other beliefs used by 

Agriculture students were in the medium use range: two beliefs about foreign aptitude 

(items 10 and 16)), two beliefs about the difficulty of language learning (items 15 and 

25), two beliefs about learning and communication strategies (items 22 and 21), and one 

belief on the nature of language learning (item 27). 

Table 4.87 The Least Held Beliefs by Agriculture Students 

Ran

k 

Item Belief M SD Lev

el 

35
th
 LCS 9 You shouldn’t say anything in English until you can say it 

correctly 

1.97 1.30 L 

34
th
 Apt 11 People who are good at mathematics or science are not 

good at learning foreign languages 

2.16 1.11 L 

33
rd

 Apt 19 Women are better than men at learning foreign languages 2.27 1.23 L 

32
nd

 LCS 22 If beginning students are permitted to make errors in 

English, it will be difficult for them to speak correctly later 

on 

2.77 1.39 L 

31
st
 LCS 21 I feel afraid speaking English with other people 2.84 1.16 M 

30
th
 Na 27 Learning a foreign language is difficult than learning other 

academic subjects 

2.899 1.29 M 

29
th
 Dff 25 It is easier to speak than understand a foreign language 2.93 1.19 M 

28
th
 Apt 16 I have special ability for learning foreign languages 2.97 1.19 M 

27
th
 Apt 10 It is easier for someone who already speaks a foreign 

language to learn another one 

3.08 1.27 M 

27
th
 Dff 15 If someone spent one hour a day learning a language, how 

long would it take him/her to speak the language very well? 

3.081.

30 

1.49 M 
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Table 4.88 and 4.89 show strongly and least held beliefs about language learning by 

Health science students. 

Table 4.88 The Strongly Held Beliefs by Health Science Students  

Rank Item Belief M SD Use 

35
th
 MoE 31 I want to learn to speak English well 5.00 .98 H 

34
th
 LCS 18 It is important to repeat and practice a lot 4.51 .86 H 

33
rd

 LCS 7 It is important to speak English with an Excellent 

pronunciation 

4.30 .88 H 

32
nd

 MoE 32 I would like to have friends who speak English as a native 

language 

4.02 1.99 H 

31
st
 Apt 1 It is easier for children than adults to learn a foreign 

language 

4.00 1.09 H 

30
th
 Dff 3 Some languages are easier to learn than others 

 

3.95 1.01 H 

29
th
 Na 35 Language learning involves a lot of memorization 3.92 1.13 H 

28
th
 Na 28 The most important part of learning English is learning how 

to translate from my native language to English or from 

English to my native language 

3.80 1.12 H 

27
th
 Apt 33 Everyone can learn to speak a foreign language 3.79 1.11 H 

27
th
 LCS 26 It is important to practice with cassettes or tapes. 3.76 1.04 H 

 

Beliefs of motivation and expectation (item 31), “I want to learn to speak English well” 

(M=5.00, SD=4.56) followed by beliefs about learning and communication strategies 

(item 18), “It is important to repeat and practice a lot” (M=4.51, SD=.86), were the two 

strongest beliefs held by Health Science students. Two  beliefs about learning and 

communication strategies aptitude (items 7, and 26), “It is important to speak English 

with an Excellent pronunciation” (M=4.30, SD=.88), and “It is important to practice 

with cassettes or tapes” (M=3.76, SD=1.04), two beliefs about the nature of language 

learning (items 35 and 28)“ Language learning involves a lot of memorization” (M=3.92, 

SD=1.13), and “The most important part of learning English is learning how to translate 

from my native language to English or from English to my native language” (M=3.80, 
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SD=1.12); two beliefs about foreign language aptitude (items 1 and 33) “It is easier for 

children than adults to learn a foreign language” (M=4.00, SD=1.09), and “Everyone 

can learn to speak a foreign language” (M=3.79, SD=1.11); one belief about motivation 

and expectation (item 32), “I would like to have friends who speak English as a native 

language” (M=4.02, SD=1.99).  

Table 4.89 The Least Held Beliefs by Health Science Students  

Rank Item Belief M SD Use 

1
st
 LCS 9 You shouldn’t say anything in English until you can 

say it correctly 

1.64 1.22 L 

2
nd

 Apt 11 People who are good at mathematics or science are not 

good at learning foreign languages 

2.23 1.19 L 

3
rd

 Apt 19 Women are better than men at learning foreign 

languages 

2.17 1.06 L 

4
th

 LCS 22 If beginning students are permitted to make errors in 

English, it will be difficult for them to speak correctly 

later on 

2.08 1.35 L 

5
th

 Apt 6 People from my country are good at learning foreign 

languages 

2.50 .97 M 

6
th

 Apt 10 It is easier for someone who already speaks a foreign 

language to learn another one 

2.58 1.08 M 

7
th

 Apt 16 I have special ability for learning foreign languages 2.64 1.14 M 

7
th

 Dff 25 It is easier to speak than understand a foreign language 2.71 1.28 M 

9
th

 Na 23 The most important part of learning a foreign language 

is learning the grammar 

2.85 1.20 M 

10
th
 Na 27 Learning a foreign language is difficult than learning 

other academic subjects 

2.85 1.17 M 

 

Regarding the least held beliefs, four beliefs were reported as low use range. The least 

held belief was beliefs about learning and communication strategies (item 9), “You 

shouldn’t say anything in English until you can say it correctly” (M=1.64, SD=1.12). 

Other beliefs in the low range were beliefs of aptitude (items 11 and 19), “People who 

are good at mathematics or science are not good at learning foreign languages” 
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(M=2.17, SD=1.06), and “Women are better than men at learning foreign languages” 

(M=2.23, SD=1.19), and one belief about learning and communication strategy (item 22) 

“If beginning students are permitted to make errors in English, it will be difficult for them 

to speak correctly later on” (M=2.08, SD=1.35).  

As shown in table 4.90, the results indicated that the effect of academic major on 

language learning beliefs was significant, F(4, 397)=5.4, P<.05, where as the effect of 

gender F(5,397)=2.04, P>.05) and proficiency F(4, 397)=.09, P>.05) on students’ 

language learning beliefs were not significant. A one way multivariate analysis of 

variance (MANOVA) was conducted to see the interaction effects of gender, academic 

major and proficiency on overall beliefs learners held. 

The MANOVA results for the interaction of gender and academic major showed that 

Wilks’ Lambda was not significant, Wilks’ Lambda =.93, F(20,1228)=1.32, P=.16. 

Table 4.90 reported that all the main interactions: gender and academic major F(4,374) 

=.04, P=.099, partial eta squared =.000; gender and proficiency, F(2,374)=.78, P=.46, 

partial eta squared =.004; academic major and proficiency , F(8,374)=.98, P=.45, partial 

eta squared =.02; and gender, academic major and proficiency, F(6,374)=.54, P=.78, 

partial eta squared =.009 were not statistically significant. 

Regarding the effect size, Cohen (1998) has suggested that the criteria for effect size as 

the following: a large effect size is .40 or over, a medium effect size is .25 to .39, and 

small effect size is .10 to .24. Based on Cohen’s criteria for the effect size, as shown in 

table 4.89, the effect sizes for all the interactions were small.  
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Table 4.90 MANOVA Summary Results of Gender, Academic Major and Proficiency 

Effects on Overall Beliefs about Language Learning 

Source Type III 

sum of 

squares 

Df Mean 

square  

F Sig Partial eta 

squared  

Corrected Model 11.59
f
 27 .43 3.96 .000 .22 

Intercept 741.34 1 741.34 6836.1 .000 .95 

Gender .22 1 .22 2.03 .15 .005 

Academic major 2.32 4 .58 5.36 .000 .05 

Proficiency .02 2 .01 .09 .91 .001 

Gender*Academic 

major 

.016 4 .004 .037 .99 .000 

Gender*proficiency .17 2 .08 .78 .46 .004 

Academic major* 

proficiency 

.85 8 .11 .98 .45 .02 

Gender* Academic 

major* proficiency 

.35 6 .06 .54 .78 .009 

Error 40.56 374 .11    

Total 4571.4 402     

Corrected Total 52.16 401     

    R2=.166 (Adjusted R2=.106) 

 MANOVA was conducted in order to investigate the significant influences of the main 

interaction effects of gender, academic major and language proficiency on the five belief 

categories. The main interaction of gender and academic major on the five belief 

categories was not statistically significant with a small effect size; beliefs of aptitude, 

F(2,1228)=2.09, P=.12, eta squared=.01; beliefs of difficulty of language learning, 

F(2,1228)=.45, P=.64, partial eta squared=.002; beliefs of learning and communication 

strategies, F(2,1228)=.76, P=.47, partial eta squared =.004; beliefs of the nature of 
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language learning, F(2,1228)=2.28, P=1.04, partial eta squared =.01; beliefs of 

motivation and expectation, F(2,1228)=.04, P=.96, partial eta squared =.000. The 

interaction effect of academic major and language proficiency was not also statistically 

significant with all the five belief categories; beliefs of aptitude, F(8,1615)=1.23, P=.29, 

partial eta squared=.03; beliefs of the difficulty of language learning, F(9,1615)=1.29, 

P=.24, partial eta squared =.027; beliefs of learning and communication strategies, 

F(8,1615)=1.58, P=.13, partial eta squared=.03; beliefs about the nature of language 

learning, F(8,1615)=.67, P=.72, partial eta squared=.01, beliefs of motivation and 

expectation F(8,1615)=.82, P=.59, partial eta squared =.017. The interaction effects of 

gender and proficiency was not statistically significant: beliefs of aptitude, 

F(2,740)=2.09, P=.12, partial eta squared =.01; beliefs of the difficulty of language 

learning, F(2,740)=.45, P=.64, partial eta squared =.002; beliefs of learning and 

communication  strategies, F(2,270)=.76, P=.47, partial eta squared =.004; beliefs about 

the nature of language learning, F(2,270)=2.28, P=.104, partial eta squared =.01. The 

other main interaction, i.e. gender, academic major and language proficiency was not also 

statistically significant.  

Table 4.91 MANOVA Summary Results of Gender Academic Major and Language 

Proficiency on Five Categories of Beliefs about Language Learning 

Source Dependent 

variable 

Type III 

sum of 

squares 

Df Mean 

square  

F Sig Partial 

Eta 

squared  

Corrected Model Apt 16.628
a
 27 .616 2.765 .000 .166 

Dff 8.634
b
 27 .320 1.250 .185 .083 

LCS 22.555
c
 27 .835 4.342 .000 .239 

Na 21.674
d
 27 .803 2.190 .001 .137 

MoE 25.995
e
 27 .963 1.679 .020 .108 

Intercept Apt 654.712 1 654.712 2939 .000 .887 

Dff 712.783 1 712.783 2787 .000 .882 

LCS 734.057 1 734.057 3816 .000 .911 

Na 764.016 1 764.016 2085 .000 .848 
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                                                                                                   Table 4.91 continued 

 MoE 927.309 1 927.309 1618 .000 .812 

Gender Apt .095 1 .095 .427 .514 .001 

Dff .261 1 .261 1.019 .313 .003 

LCS .300 1 .300 1.557 .213 .004 

Na .957 1 .957 2.612 .107 .007 

MoE .970 1 .970 1.692 .194 .005 

Academic Major Apt 4.532 4 1.133 5.086 .001 .052 

Dff .525 4 .131 .513 .726 .005 

LCS 4.998 4 1.249 6.495 .000 .065 

NLL 3.412 4 .853 2.327 .056 .024 

MoE 1.929 4 .482 .841 .500 .009 

Proficiency Apt .002 2 .001 .004 .996 .000 

Dff .625 2 .313 1.223 .296 .006 

LCS .160 2 .080 .415 .660 .002 

Na 1.332 2 .666 1.817 .164 .010 

MoE 1.902 2 .951 1.659 .192 .009 

Gender*  Academic 

Major 

Apt 1.299 4 .325 1.457 .215 .015 

Dff .847 4 .212 .828 .508 .009 

LCS .203 4 .051 2.64 .901 .003 

Na 2.249 4 .562 1.534 .192 .016 

MoE 1.105 4 .276 .482 .749 .005 

Gender*Proficiency Apt .935 2 .467 2.098 .124 .011 

Dff .231 2 .116 .452 .637 .002 

LCS .292 2 .146 .758 .469 .004 

Na 1.670 2 .835 2.278 .104 .012 

MoE 0.43 2 .021 .037 .963 .000 
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                                                                                               Table 4.91 continued 

Academic Major * 

Proficiency 

Apt 2.168 8 .271 1.217 .288 .025 

Dff 2.655 8 .332 1.297 .243 .027 

LCS 2.438 8 .305 1.584 .128 .033 

Na 1.950 8 .244 .665 .722 .014 

MoE 3.740 8 .468 .816 .589 .017 

Gender* Academic 

Major *Proficiency 

Apt .620 6 .103 .464 .835 .007 

Dff .878 6 .146 .572 .753 .009 

LCS .658 6 .110 .570 .754 .009 

Na 1.795 6 .299 .816 .558 .013 

MoE 1.100 6 .183 .320 .927 .005 

Error Apt 83.316 374 .223    

Dff 95.655 374 .256    

 LCS 71.953 374 .192    

Na 137.070 374 .366    

MoE 214.407 374 .573    

R squared =.166 (Adjusted R squared =.106) 

R squared =.083 (Adjusted R squared =.017) 

R squared =.239 (Adjusted R squared =.184) 

R squared =.137 (Adjusted R squared =.074) 

R squared =.108 (Adjusted R squared =.044) 

Computed using alpha =.05 

4.3 Qualitative Data Analysis and findings 

 

The last items of the strategy inventory for language learning SILL (item 73) and the 

beliefs about language learning BALLI (item 36), were open-ended questions intended to 

elicit any additional strategies used and beliefs held by students concerning language 

learning. Besides the open ended items, focused group interview was conducted with the 

selected students to triangulate their responses given through questionnaire.  

Thus, in this section qualitative data analyses of the two open-ended questions (SILL 

item 73 and BALL item 36) and the focused group interview are presented. 
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4.3.1 Analysis of the Open-ended Questionnaires 

4.3.1.1 Analysis of Open-ended Questionnaire from the SILL  

 

Ninety (90) students out of 402 responded to the SILL item 73. Through coding process, 

the responses of the students of the SILL open-ended question were grouped into the six 

categories of strategies; memory, cognitive, compensation metacognitive, affective and 

social strategies. While most students mentioned using learning strategies that were 

similar to items listed in the SILL, some students reported their own learning strategies 

(strategies that were not found in the SILL). The following section presents specific 

strategies that were not already on the SILL. As memory strategies, nine students 

commented that memorizing new words every day and writing them on their notebooks 

and trying to incorporate some of these words every day in conversation; memorizing 

phrases and sentences from texts (reported by four students); association of names of 

things with pictures. 

Some cognitive strategies were reported by students, such as listening to songs and 

singing them as often as possible, writing down dialogue from movies; reading 

instruction, manuals, prescriptions, etc written in English; and trying to think in English 

during discussion. Some students reported that they use compensation strategies, such as 

using dictionary when finding unknown words and analyzing the prefix and suffix of the 

new words. Many of the students reported that they try to monitor the process of English 

learning and set a goal in learning English as well as expose themselves to learn English 

as much as possible. 

Some students reported that they used social strategies that were not listed in the SILL. 

These were making debates in English with colleagues, using internet to chat with native 

speakers, participate in English clubs, and discussing issues with friends whenever they 

are alone in dormitory or anywhere outside class. 

4.3.1.2 Analysis of Open-ended Question from the BALLI 

 

The responses to the BALLI open-ended question were categorized in to the five belief 

subcategories: beliefs of aptitude, difficulty of language learning, communication and 
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learning strategies, the nature of language learning, and motivation and expectation. 

Eighty eight (88) students out of 402 commented the open ended BALLI item36. 

Concerning beliefs of aptitude, most students felt that English is an important language 

without which one cannot be successful in the academics as well as outside the 

academics. As beliefs of motivation and expectation, some students felt that confidence is 

essential to learn English; teachers should encourage and motivate students to be engaged 

in the actual learning; to be employed, knowing English is important; and develop 

positive attitude towards English. 

Many students also reported their beliefs about the nature of English language learning, 

such as the importance of practice, repetition and memorization to learn English; the 

importance of exposure to English language as frequently as possible, knowing as many 

vocabularies as possible, textbooks to be related to Ethiopian cultures, no need to give up 

learning English until one achieves proficiency. Some also commented that learning 

English should focus on communication rather than the language aspect (grammar). 

4.3.2 Analysis of the Focused Group Interview 

 

The students’ focused group interview was audio-recorded, and translated from Amharic 

to English. Then the data were organized into a note based content summary for analysis. 

The analysis presented the responses of the focused group interview into subcategories; 

essentials to learn the English language, difficulty of learning English, most useful 

strategies they used in learning English, the nature  of English language, the impact of 

background variables on strategies and beliefs, and the importance of the English 

language. 

Concerning the essential requirement to learn English language, all the interviewees 

agreed that interest is important. They unanimously agreed that having positive attitude 

and motivation are important to learn the English language. The other thing they pointed 

out was practice. They agreed that language learners, to be successful, should make a lot 

of practice. Regarding this, one student stated, “mastering language is the result of 99% 

effort’’, believing that a high level effort or continuous practice is required to learn 
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English. They also emphasized that students should not be worried about mistakes 

whenever they practice the language showing that mistakes are inevitable and are signs of 

learning. Regarding the difficulty and the nature of learning English, interviewees gave 

mixed responses. Most felt English as a language of medium difficulty, some as easy and 

some as difficult language. Most of the interviewees felt that English is a language of 

medium difficulty; some said that it is a difficult language, and still some felt that it is 

easy. Most of them felt that they frustrate to speak English in front of people either in the 

class or outside class. They said that they are usually worried about making mistakes. 

They usually preferred to be silent. Most interviewees agreed that the cultural influence is 

the serious challenge not to practice English in and outside the class. They most of the 

time do not practice English for fear of being ridiculed by their colleagues/classmates. 

Anyone who tries to break this influence is usually ridiculed by his/her friends. The other 

difficulty they mentioned was lack of exposure to practice the language. They said that 

they only use English (even to the minimum level) in the class. As soon as they leave the 

class, they immediately switch to their mother tongue. The final reason given for the 

difficulty of English language was the teachers’ teaching methodology. Most of the 

interviewees agreed that their teachers do not help them to become independent learners 

by informing them the different language learning strategies while strategies are 

important for one’s language development. 

The limited knowledge of words and not knowing how to pronounce even the known 

ones and the place of words in sentences were also the challenges students mentioned in 

learning English language. 

When asked whether or not they had an exposure to the language learning strategies, all 

the interviewees said that they have not heard what they are and what their importance is. 

However, they reported that their teachers at high schools advised them how to be good 

in English language. For example, their high school English teachers encouraged them to 

make practice, avoid frustration; focus on communication, etc to be successful in English 

language. However, explicit training/instruction of strategies at high schools was not 

practical. 
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Students were asked which strategies they most of the time use while learning the English 

language. They gave mixed response. Most of the interviewees reported that they use 

metacognitive and compensation strategies most.  

Regarding the effect of background variables (gender, language proficiency and 

academic major) on language learning strategy use and beliefs about language learning, 

mixed responses were given. All the interviewees reported that gender has no any effect 

on strategy use and beliefs bout language learning. The difference, if there is any, is the 

cultural burden girls/women have. As women usually are overburdened in house work 

tasks, they seem different, but that is not a difference that comes as a result of being male 

and female. Of the 25 interviewees, eighteen believe that language proficiency affects the 

strategy use, and only fourteen felt that academic major has an impact on learners’ 

strategy choice.  

Regarding beliefs, only nine of them believe that proficiency affects students’ beliefs 

while no interviewees said academic major affects student beliefs about language 

learning. 

In relation to the importance of English language, all the interviewees unanimously 

agreed that English is an important language for their academic success as well as for 

communication tool outside the academics. They stressed that the success of students at 

universities, directly depends on one’s English language ability. English is the medium of 

instruction with which lectures, notes, assignments, tests, project works, etc are given. 

Besides, reference materials, laboratory manuals, articles in print and in soft copy are 

written in English. 

4.4 Discussions 

 

Using research questions as framework, the following section discusses and interprets 

findings of the data analyses. Each section offers interpretations of findings based up on 

the analysis of the data sources (modified SILL, BALLI, the open ended questions and 

the focused group interview). The research findings of the current study are then 

compared with those found in previous studies. 
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Research Question 1 

What language learning strategies do EFL learners report holding? Which 

strategies are most common and least common among the participants? 

A. What language learning strategies do EFL learners report holding? 

Based on the descriptive analyses of the adapted SILL, this study identified EFL learners’ 

overall language learning strategies, strategy use in the six categories, and the most and 

least frequently used strategy items. The descriptive statistics for overall strategy use 

showed that the participants used a medium degree of strategy use (M=3.18, SD=.56). 

This indicates that this sample of EFL learners used language learning strategies at a 

moderate/average level.  

The findings of this research was consistent with the results of the earlier researches 

conducted among EFL students by Oh (1992), Wharton (2000), Park (2005). On the other 

hand, the result of this study disagrees with some of the earlier researches conducted in 

EFL learning context. For example, in researches conducted by Green and Oxford 

(1995), Oxford and Burry-Stock (1995), Philips (1991), EFL learners reported a high 

frequency of strategy use in English learning.  

With a limited exposure to English speaking situations, Ethiopian university EFL 

students seem to use different strategies from those of ESL learners. ESL learners tend to 

be more motivated to learn English for survival and to maximize their accessibility to 

authentic learning materials (Rao, 2006). However, Ethiopian learners seem to have 

fewer opportunities to interact directly with English speaking cultures and native 

speakers of English, despite their exposure to the mass media, films and the internet. 

Accordingly, indirect and limited contacts with English learning situations may not 

permit learners to use the same learning strategies as those ESL learners employ. 

With regard to the six categories of strategies, the findings of this research also reported a 

medium frequency use of the five categories of strategies (memory, cognitive, 

compensation, affective and social) with a mean statistics within the range from 2.98 to 

3.30. However, one strategy category (i.e., metacognitive strategy) falls into the high use 
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range. The order of strategy use as reported by respondents from the most used to the 

least used is as follows: metacongitive strategies (M=3.51, SD=.60), compensation 

strategies (M=3.30, SD=.57), cognitive strategies (M=3.17, SD=.46), social strategies 

(M=3.17, SD=.63), affective strategies (M=3.00,SD=.58), and memory strategies 

(M=2.98,SD=.54). Low range of strategy use was not found for each of the six strategy 

categories in the current study. Studies by Oh (1992), Yang (1994), and Wharton (2000) 

reported metacognitive strategies along with compensation strategies, as the most 

frequently used strategies, and memory strategies as least frequently used by adult EFL 

learners  

The most preferred strategy by EFL learners in this study was metacognitive strategies. 

The preference for metacognitive strategies might be attributed to the age and educational 

level of the respondents. As the subjects of the study were first year university EFL 

learners, they might be aware of the pressure of university life and adjusted to their new 

environment by managing their learning. It may also be attributed to the belief that adult 

learners are more self-directed and that they recognize the importance of setting 

priorities. This further supports the claim that adult learners make use of planning 

strategies and adjustments as they would do in learning other skills and that older learners 

are more efficient than  younger ones (Lightbown & Spada, 1999). 

Metacognitive strategies are higher order executive skills which involve planning, 

organizing, monitoring and evaluating (O’Malley and Chamot, 1990). These students 

reported using metacognitive strategies to regulate or to control their learning, such as 

thinking about their progress in learning English, seeking out ways to be a better learner, 

setting clear goals in learning English, and planning their schedule to study English. 

Metacognitive strategies most preferred by the subjects of the study include finding out 

how to be a better learner of English (M=3.71, SD=1.01), noticing their English mistakes 

and use that information to help them do better (M=3.70, SD=1.00), having clear goals 

for improving their English skills (M=3.69, SD= 1.05), thinking about their progress in 

learning English (M=3.61, SD= 1.07), and thinking first in their native language ( M= 

3.54, SD= 1.13). 
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 Metacognitive strategies help learners to make decisions toward language learning; 

namely planning, monitoring, and evaluating their language learning process. To make it 

specific, metacognitive strategies assist students in becoming aware of and setting their 

language learning goals, choosing language learning tasks, finding task-related English 

learning materials and resources, making decisions about which strategies are useful for 

the tasks, and evaluating their language learning process. Regarding this, Oxford (1990) 

pointed out that metacognitive strategies encourage learners to overcome the new 

experience of learning unfamiliar grammatical structure, unknown words, confusing 

writing systems, and seemingly “nontraditional approaches” (p. 136). Thus, Ethiopian 

EFL learners seem to determine that what they should learn, and how they overcome 

challenges in learning the English language, how to manage their learning, and how to 

evaluate their progress in learning English language. 

The next most preferred strategies were compensation strategies. The majority of the 

students preferred to make guesses, use synonyms and gestures and look for words in 

their first language that are similar to the new English words to understand others or 

convey meaning. Some of the responses to the open ended questions in the modified  

SILL (item 73) also highlighted the use of strategies such as analyzing affixes (prefixes 

and suffixes) to learn the meanings of words, using dictionary when learning vocabulary, 

and guessing contents of the text which all would fall into compensation strategy 

categories. Compensation strategies most favored by the subjects of the study were, 

paying attention to the speaker’s nonverbal cues (M= 3.99, SD= 2.64), making eye 

contact when talking (M= 3.58, SD= 1.88), guessing the speaker’s intention picking up a 

word (M= 3.53, SD= .96), and guessing unfamiliar words (M= 3.50, SD= 1.0). 

 The preference for compensation strategies may indicate that students in this study 

tended to rely heavily on compensation strategies to process information. This may be 

due to their lack of overall language competence and knowledge. Regarding this, Oxford 

(1990) noted that compensation strategies are used to overcome learners’ lack of 

linguistic knowledge of the target language. In addition, the high use of compensation 

strategies may reflect the methods of teaching and ways of learning English in Ethiopia 

both of which encourage students to use translation, gestures, clues, synonyms in order to 
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process information in the language learning classes. Compensation strategies are crucial 

for EFL learners to overcome their lack of English communicative language skills in the 

limited exposure to English language (Oxford, 1990).  

The current study revealed memory strategies (M=2.98, SD= .54) as the least favorite 

strategies by the subjects of the study. Among memory strategies, least preferred strategy 

was I use flashcards to remember new words (M= 1.85, SD= 1.12). The memory 

strategies, I physically act out the new words (M= 2.62, SD= 1.13), I use rhymes (M= 

2.70, SD= 1.15), and connect words with images or sounds (M= 3.07, SD= 1.12) were 

also other least used strategies.The low mean score for memory strategies agrees with the 

findings by Philips (1991), Lan & Oxford (2003); Lee (2001); Yang (1999), and Oh 

(1992).   

Although, the finding of the study showed that memory strategies as least favored, they 

are important to remember new vocabulary or information (Oxford, 1990). This was also 

supported by the students’ response for the BALLI item 17 which states as the most 

important part of learning a foreign language is learning vocabulary (M=3.88, SD= 

2.16) (see Table 4.16). 

A possible explanation for this may be that EFL learners used in this study do not appear 

to be using memory strategies that Oxford (1990) defines as memory strategies. This 

indicates that the participants of this research might not be familiar with the memory 

strategies suggested by Oxford, namely making a mental picture of situations, in which 

the word might be used; using rhymes to remember new words; and grouping new words 

into synonyms, antonyms, nouns or verbs. Another reason for not using memory 

strategies may be attributed to the level of the participants. According to Oxford (2001), 

memory strategies are usually attributed to strategies learners use at the beginning stage 

of language learning, but that once learners have developed a wide range of vocabulary 

and structures, automaticity then is expected. 

In addition to memory strategies, affective strategies were reported to be the second least 

preferred strategies. All the affective strategies, except one strategy (item 59), were in the 

medium use range category. By using affective strategies, learners can manage negative 
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emotional factors that hinder their English learning. However, affective strategies which 

are helpful for learners in regulating emotions were under used by the participants of the 

study. The first reason for this may be these learners may not find themselves in 

situations that require spontaneous responses in the EFL situations. Another reason 

behind this might be due to the fact that these students may not be aware of the existence 

and the significance of affective strategies. English teachers at different levels may not 

help learners how to control their emotions during English classes. 

However, there is a great demand for affective strategies for Ethiopian students to 

manage their emotions when learning English. This was attested by students during the 

focused group interview. Many students reported that they feel afraid to use English in 

the class as well as outside the class. This indicates that there is a need to use affective 

strategies. Earlier research findings by Philips (1991), Oh (1992), and Yang, (1999) 

showed agreement with the current research reporting affective strategies as least or 

second least used by EFL learners. 

B. Which strategies are most common or least common among the participants? 

In regard to learners’ individual strategies, this study showed the 10 most favorite and 10 

least favorite strategies. Learners’ use of individual strategies in the adapted SILL is, in 

large part, in conformity with their use of the strategy categories reported above. In the 

current research, EFL students’ most frequently used strategies were mainly from 

cognitive and metacognitive strategies. Of the 10 most frequently used individual 

strategies, five belong to metacognitive strategies, the category most frequently used by 

the subjects. One compensation strategy, which was second most preferred by the 

subjects, was also included in this list. Four cognitive strategies, which stood third from 

the strategy categories, were from the ten most frequently used strategies. All the ten 

strategies were in a high use range. These strategies, according to their order of frequency 

of use, were compensation strategy (item 43),  “I pay attention to the speakers eye 

contact, facial expression, and gestures” (M=3.99, SD=2.64), cognitive strategy item 33, 

“I review notes taken during class (M=3.92, SD=.96), cognitive strategy item 31, “I 

repeat what I read to enhance my comprehension” (M=3.87,SD=.96), Metacognitive 
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strategy item 49, “I try to be a better learner of English” (M=3.71, SD=1.01), 

metacognitve strategy item 48, “I notice my English mistakes and use that information to 

help me do better” (M=3.70, SD=1.00), cognitive strategy item 20, “I first skim an 

English passage then go back and read carefully” (M=3.70, SD=1.02), Metacognitive 

strategy item 54, “I have clear goals to improve my English skills” (M=3.69, SD=1.05), 

Metacognitive strategy item 55, “I think about my progress in learning English” 

(M=3.61, SD=1.07), and cognitive strategy item 25 “I make summaries of information 

that I hear or read in English” (M=3.60, SD=1.02). This indicates that learners in this 

sample of study preferred to use metacognitive and cognitive individual strategies most 

frequently than others to improve their English proficiency. 

On the other hand, out of the 10 least frequently used strategies, two strategies showed a 

low range strategy use and eight strategies a medium use range. Memory strategy item 6, 

“I use flashcards to remember new English words” (M=1.85, SD=1.12), and cognitive 

strategy item 28, “I don’t use dictionary to understand unfamiliar words” (M=2.13, 

SD=1.28) were the two strategies that belonged to low range usage. EFL learners at 

university level did not seem to use flashcards in learning English language. However, 

despite being mechanical in nature, flashcards are useful strategies in learning listening, 

reading, and writing to remember what has been heard or read (Oxford, 1990). On the 

flashcard, the new word can be written on one side and the definition on the other. The 

other strategy in the low range usage was cognitive strategy item 28, “I don’t use 

dictionary to understand unfamiliar words” (M=2.13).  
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Research Question 2 

What beliefs about language learning do EFL learners report holding? Which 

beliefs are most common and least common among the participants? 

A. What beliefs about language learning do EFL learners report holding? 

Based on the descriptive analyses of the BALLI, developed by Horwitz (1987), this study 

identified learners’ beliefs about learning the English language. The overall beliefs held 

by the sample of this study was found to be moderate (M=3.35, SD=.36). This indicates 

that the participants of the study had moderate overall beliefs about learning English 

language. With regard to the five belief categories, the subjects reported that they held 

moderate beliefs about language learning on the belief categories, except for beliefs of 

motivation and expectation whose mean was significantly higher than the means of all 

belief categories. The mean for beliefs of “foreign language aptitude’’, on the other hand, 

was significantly lower than all other belief subgroups. 

The mean scores of the five belief categories in order from highest to the lowest were; 

beliefs of motivation and expectation (M=3.78, SD=.77), the nature of language learning 

(M=3.45, SD=.62), learning and communication strategies, (M=3.31, SD=.48), difficulty 

of language learning (M=3.27, SD=.50), and foreign language aptitude (M=3.11, 

SD=.49). 

In terms of frequency of beliefs about language learning, the subjects of this study held 

strong beliefs about motivation and expectations of learning English. Of these beliefs, the 

first two strongly held beliefs were: They strongly want to learn to speak English well 

(M=4.41, SD=2.22), and they strongly expressed a desire to have friends who speak 

English as a native language (M=4.04, SD=1.05). Majority of the respondents also 

believe that if they learn English very well, they will have better opportunities for a good 

job (M=3.55, SD=1.26). This may indicate that the subjects of this study have strong 

motivations for learning English. This was also supported by respondents during the 

focused group interview. Students participated in the focus group interview placed a high 

value on English proficiency and the role of English in Ethiopia, as an asset for their 



206 

 

academic success or getting a better job. In contrast to this, most of the subjects (74%) 

spent less than two hours a day to study English (see Appendix XVIII). 

The strong beliefs about motivation and expectation of language learning are consistent 

with Yang’s (1999) study in Taiwan. It seems that integrative motivation (motivation to 

use English for academic purpose) and instrumental motivation (motivation to use 

English to get job) are the most common reasons for students to learn English. 

In spite of these strong beliefs about language learning, many of these students felt timid 

speaking English inside and outside class. Thus, these students may not be willing to 

practice English with others. This finding suggest that even though it is assumed that 

students’ beliefs are related to use their use of language learning strategies (Park, 1995; 

Yang, 1992), this relationship may depend on the types of beliefs, language learning 

strategies, and individual characteristics of learners.  

With respect to the nature of language learning, the second strongly held belief, students 

highly valued the importance of vocabulary, and translation from their native language to 

English and from English to their native language in learning English language. A good 

number of students also felt that it is best to learn English in an English speaking country. 

The importance of vocabulary in learning English was also emphasized in the focused 

group interview, in which most of the participants agreed on the significance of 

vocabulary to be proficient in English. Some of the students even attached their lack of 

fluency in English with the limited vocabulary they know. 

Regarding “learning and communication strategies”, most of the participants felt that it is 

important to repeat and practice when learning English language (M=4.30, SD=1.01). 

This belief is supported by previous research findings (Oh, 1996; Kuntz, 1996). However, 

unlike Oh’s and Kuntz’s findings, most of the participants of the current study agreed that 

it is important to speak English with excellent pronunciation. Over three quarter of the 

present study (80%) disagreed with the notion that they shouldn’t say anything in English 

until they can say it correctly, and they said that it is O.K. to guess if they don’t know a 

word in English.  
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With respect to the difficulty of language learning, most participants considered English 

as a language of medium difficulty, which can be learned and spoken fluently between 

three to five years. Participants of the study believe that they would ultimately learn to 

speak English well. A great number of the students believe that some languages are easier 

to learn than others.  

Although the mean scores of beliefs about foreign language aptitude ranked fifth, some of 

the individual beliefs were strongly held by the subjects of the study. Most of the 

participants agreed that it is easier for children than adults to learn a foreign language, 

and also they agreed with the statement that it is easier for someone who already speaks a 

foreign language to learn another one. The results from Kern (1995) and Oh (1996) also 

supported this belief. Also, students from the above two studies shared the same belief 

that everyone can learn to speak a foreign language. 

B. Which beliefs about language learning are most common and least common 

among the participants? 

Based on the participants’ responses on the BALLI, some of the individual items fall 

within the high mean range. These items show the most common language learning 

beliefs in each five category of beliefs among the participants of the study. Regarding 

foreign language aptitude, items 1, 2 and 31, were among the most common beliefs by all 

participants. These were; It is easier for children than adults to learn a foreign language, 

and everyone can learn to speak a foreign language. Concerning difficulty of language 

learning, items 3 and 5 scored high means. These were, some languages are easier to 

learn than others and I believe that I will learn to speak English very well. On the issue 

of the nature of language learning, items 12, 17 and 28 were reported as most common 

beliefs. These were, It is best to learn English in an English speaking, country; the most 

important part of learning English is learning vocabulary, and the most important part of 

learning English is leaning how to translate from my native language to English or from 

English to my native language. 

Regarding learning and communication strategies, items 7, 13, 14 and 18 were highly 

scored. These include, it is important to speak English with an excellent pronunciation; I 
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enjoy practicing English with the native English speakers I meet; It is O.K. to guess if you 

don’t know a word in English, and it is important to repeat and practice a lot. In relation 

to motivation and expectation, items 29, 31 and 32 were among the most strongly held 

beliefs which were, If I learn English very well, I will have better opportunities for a 

good job, I want to learn to speak English well, and I would like to have friends who 

speak English as native language. 

On the other hand, based on the participants’ responses to the BALLI, some of the 

individual belief items fall within the low mean range. These items show the least 

common language learning beliefs held by participants in each belief category. Regarding 

foreign language aptitude, items 11 and 19 scored low mean. These were, people who are 

good at mathematics or science are not good at leaning foreign languages, and women 

are better than men at learning foreign languages. Regarding learning and 

communication strategies, item 9 scored low, which was you shouldn’t say anything in 

English until you can say it correctly. 

Research Question 3 

What are the relationships between the learners’ beliefs about language learning 

and their language learning strategy use? 

The current study found a close relationship between learners’ overall beliefs about 

language learning and their overall strategy use. Besides, the study found out the 

relationship of the six strategy categories and the five belief subgroups. There were 

significant correlations between the overall beliefs and strategies and among the five 

belief categories and the six strategy categories. Learners’ beliefs about foreign language 

aptitude are closely related to four categories of strategies; memory, cognitive 

compensation, and metacognitive strategies. All the correlations were moderate. This 

implies that learners who held a positive attitude toward foreign language aptitude were 

more likely to use memory, cognitive, compensation and metacognitive strategies. To 

make it more specific, students who believed in gender and age superiority in language 

learning, the existence of special ability for language learning, the possibility of anyone 

to learn to speak a foreign language and the advantage of knowing a foreign language for 

language learning liked to learn English through mnemonics, practice, feeling linguistic 
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gaps by gestures, synonyms, etc, and monitoring their learning. However they are less 

likely to interact with each other to practice English and control their emotion when 

learning English. 

Beliefs about the difficulty of language learning were positively correlated with four 

strategy categories; cognitive, compensation, metacognitive and affective strategies. This 

relationship seems to suggest that learners whose beliefs about the difficulty of language 

learning is similar tended to use cognitive, compensation, metacognitive and affective 

strategies to meet their language learning goals. In other words, students who evaluated 

English language as of a medium difficulty, would more likely make continuous practice, 

fill their learning gaps, plan and monitor their language learning, and control their 

emotions. 

Low but positive association was found between beliefs of the nature of language 

learning and two categories of strategies; compensation and metacognitive. Learners who 

believe in the importance of vocabulary, translation, English speaking cultures, and 

learning English in the English speaking country preferred to use compensation strategies 

such as guessing, using gestures and synonyms, and metacongnitive strategies such as 

planning, monitoring, and evaluating their learning. 

Learners’ beliefs about motivation and expectation were closely associated with three 

strategies, namely, cognitive, compensation and metacognitive strategies. This result 

implies that students who were highly motivated instrumentally or integratively, tended 

to employ a variety of strategies, focusing on strategies for practicing, compensating their 

learning and regulating their learning. In other words, learners who have strong 

motivation are more likely to practice the language, use clues, make guesses, use 

gestures, use synonyms, and plan, monitor and evaluate their language learning. 

Beliefs about learning and communication strategies were correlated with cognitive, 

compensation and metacognitive strategies. This implies that learners who believe in the 

importance of repeating and practicing language tended to use cognitive strategies such 

as practicing, receiving and sending messages, analyzing and reasoning, and creating 

structure for input. Learners who have strong beliefs of learning and communication 
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strategies also use guessing and overcome limitations of language learning. These 

learners also tend to use metacognitive strategies such as centering their learning, 

arranging and planning, and evaluating their learning. 

Social strategies had no any association with any of the belief categories. This indicates 

that the use of social strategies is not affected by any of the beliefs learners’ may hold. In 

other words, students who have different beliefs about language learning had no any 

difference in using social strategies. This finding is consistent with Yang’s (1999) 

finding. 

Research Question 4 

What are the significant differences in the use of learning strategies and beliefs 

about language learning between males and female students? 

A. Strategy use by gender; 

This research investigated the differences in the use of language learning strategies 

between male and female students. The research revealed that there were significant 

differences with the overall strategy use and with the four categories of strategies: 

cognitive, compensation, metacognitive and social strategies by males and females. Male 

students used more strategies than females. Male students had higher mean scores for 

overall and the five categories of strategies: memory, cognitive, compensation, 

metacognitive and social strategies. There are different studies that showed gender 

difference in strategy use (Ehrman and Oxford, 1990, Green and Oxford, 1995, Oxford & 

Nyikos 1989).  However all these studies reported that females used more strategies than 

males.  There are also different researches that showed no difference in the use of 

strategies by gender (Wharton, 2000; Al-Otabi, 2004; Oh, 1996). 

The reason for this difference may be the cultural behaviors. Cultural situations, 

particularly in EFL learning, have a great impact on determining what and how a learner 

should learn (Green and Oxford, 1995). The researcher in his experience observed that 

females are usually reserved/quiet, in the class and outside the class. Besides, in 

communication, girls are not expected to be as interactive as males. In short, females’ 

socialization seems limited. Regarding this Wharton (2000) suggested that incongruent 
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evidence from stereotypical findings of strategy use by gender was due to a socialization 

of learners in English learning contexts. 

In the current study, although there was significant mean difference in their strategy use, 

both male and female students preference for most and least preferred strategy categories 

was almost similar. Both male and female students reported preferring to use 

metacognitive strategies most and memory strategies least. Looking at individual 

strategies used by male students, the high use of strategies were compensation strategies, 

paying attention to the speaker’s nonverbal cues, and making eye contact when talking, 

metacognitive strategies such as noticing their English mistakes and using that 

information, seeking ways to be good language learners, and thinking about their 

progress, and three cognitive strategies, skimming an English passage, repeating what 

they read, and reviewing notes.  

Female learners reported nine high range use of strategies; cognitive strategies (items 25, 

31 and 33), compensation strategy (item 43), metacognitve strategies (items 48, 49, and 

53), and affective strategies (items 59 and 60). Of these, five strategies (i.e. items 31, 33, 

43, 48, and 49) were similar with those of male preferences. These were, cognitive 

strategies, repeating what they read to enhance their comprehension, reviewing notes, 

paying attention to the speakers nonverbal cues, noticing their English mistakes and use 

that information for improvement, and trying to find ways to better language learners. 

Although both male and female respondents used these five strategies most frequently, 

the mean score for males for the five strategies were higher than female mean scores  

The least favorite strategy by males (i.e. with low use range) was the memory   strategy 

item 6, I use flashcards to learn vocabulary followed by cognitive strategy item 28, I 

don’t use dictionary to find the meaning of new words. In contrast, female students 

reported eight strategies as their least favorite (i.e. with a lower strategy use), memory 

strategies items 6, I use flashcards to learn vocabulary, and item 7, I physically act out 

new English words; cognitive strategies item 16, , I start conversation in English, item 

17, I watch English language television shows, item 18, I read magazines, books, etc and 

item 28, I don’t use dictionary; compensation strategy item 38, I read texts without 
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looking every word, and affective strategy item 63 I write down my feelings about 

learning English in a diary.  

Although some of the most frequently used strategies by both males and females were 

similar, the frequency of males was higher in both of these strategies. Regarding least 

preferred strategies, males reported using two strategies, memory strategy (item 6) I use 

flashcards to remember new English words, and cognitive strategy (item 28) I don’t use 

dictionary to understand unfamiliar words. 

On the other hand, females reported using eight strategies as least used. These were, 

memory strategy item 6, I use flashcards to remember new English words, cognitive 

strategy (item 28), I don’t use dictionary to understand unfamiliar words, cognitive 

strategy (item 17) I watch English language television shows spoken in English or go to 

movies spoken in English, cognitive strategy (item 16) In learning English, I start 

conversations in English, compensation strategy (item 38) I read texts without looking 

every word, memory strategy (item 7) I physically act out new English words, cognitive 

strategy (item 18) I read magazines, books, letters or reports in English, and affective strategy 

(item 63) I write down my feelings in a language learning diary/ note book. 

 Thus, in terms of frequency and mean scores, it is possible to deduce that male students 

use more strategies than female students. 

B. Beliefs by Gender 

Regarding the gender difference in beliefs about language learning, the current study 

found that there was no statistically significant variation in the beliefs between the males 

and the females. This implies that female and male students held similar beliefs about 

language learning. This result is consistent with Truitt, (1995) and Hong (2006), both of 

which found no statistically significant difference between male and female students in 

beliefs about language learning. However, male students held slightly higher mean scores 

on beliefs of language learning in overall and the five categories of beliefs than female 

students. 
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With regard to the category of beliefs, both male and female students strongly held 

beliefs were beliefs of motivation and expectation.  Beliefs about aptitude were least held 

beliefs by males and females in this study. Concerning individual beliefs, strongly held 

beliefs and least held beliefs by both males and females were indentified in this study. 

The first five strongly held beliefs by male students were; motivation and expectation 

belief item 31, I want to learn to speak English well (M= 4.54, SD=2.46), belief of 

learning and communication item 16 It is important to repeat and practice a lot (M=4.39, 

SD=.96 ), belief of motivation and expectation item 30, “I would like to have friends who 

speak English as a native language (M= 4.08, SD=.01 ),  beliefs of foreign language 

aptitude items 1, It is easier for children than adults to learn a foreign language 

(M=4.03, SD=1.05), and belief of learning and communication strategy item 7, It is 

important to speak English with an Excellent pronunciation (M=4.01, SD=1.05). Other 

strongly held beliefs by male students were beliefs of learning and communication 

strategies (item 28), belief of foreign language aptitude item 5, and beliefs about the 

difficulty of language learning (items 3, 4, and 34). 

 From the strongly held beliefs by female students the first five were; beliefs of about the 

nature of language learning item 17 The most important part of learning a foreign 

language is learning vocabulary words (M=4.17, SD=3.92 ),  belief about learning and 

communication strategies item 18, It is important to repeat and practice a lot (M=4.04, 

SD=1.16), beliefs about motivation and expectation item 31, I want to learn to speak 

English well (M=4.01 SD=1.16 ), beliefs about motivation and expectation item 32, I 

would like to have friends who speak English as a native language (M=3.89 , SD=1.14), 

and beliefs about learning and communication strategies item 7,  It is important to speak 

English with an Excellent pronunciation (M= 3.88, SD=1.21). Beliefs about the difficulty 

of language learning items 3 and 4, beliefs about the nature of language learning items 12 

and 28, and beliefs about foreign language aptitude item 2 were also the other strongly 

held beliefs by female learners (see Appendix VI).  

Least held beliefs by male students (i.e. with low usage range) were three specific beliefs, 

beliefs about learning and communication strategies (item 9), You shouldn’t say anything 

in English until you can say it correctly (M=1.93, SD=1.22), beliefs about the foreign 



214 

 

language aptitude item 11, People who are good at mathematics or science are not good 

at learning foreign languages (M=2.16, SD=1.34), and beliefs about foreign language 

aptitude item 19, Women are better than men at learning foreign languages (M=2.17, 

SD=1.16). Least held beliefs by female students were beliefs about learning and 

communication strategies (item 9), you shouldn’t say anything in English until you can 

say it correctly (M=1.94, SD=1.03), and beliefs about the foreign language aptitude item 

11, People who are good at mathematics or science are not good at learning foreign 

languages (M=2.16, SD=1.13).  

Male and female EFL learners were similar with seven strongly held beliefs and with two 

least held beliefs. However, the mean scores and the order of these beliefs were different. 

High mean score belongs to male students. 

Research Question 5 

Does language proficiency have any effect on EFL learners’ language learning 

strategy use and beliefs about language learning? 

A. Strategy use by proficiency 

This study investigated the relationship between strategy use and English proficiency 

assessed by a test. According to the findings, the study indicates a medium frequency 

level of strategy use by all participants, regardless of their proficiency level. According to 

the mean scores and the standard deviations calculated, there was significant difference in 

strategy use by the three proficiency levels. Strategy use by proficiency levels show 

increment from low to mid and from mid to high proficiency levels.  

The current research showed that there was significant relationship between overall 

strategy use and the proficiency level of EFL learners. In addition, there was strong 

association between the five strategy categories, and language proficiency. Statistically 

significant mean value differences were found between high and low proficiency levels, 

as well as between mid and low proficiency levels in language learning strategy use. This 

implies that high and mid proficient learners’ strategy uses were different from low 

proficient learners. This finding is consistent with the findings by Green and Oxford 

(1995), Oxford (1990), Su (2005), Wharton (2000), and Yang (2010). 
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Regarding their preference of the six strategy subgroups, high and mid proficiency levels 

favored metacognitive strategies most, while memory strategies least. On the other hand, 

low proficiency level learners used compensation strategies most, while social strategies 

least. This implies that high and mid proficiency levels preferred metacognitive strategies 

such as planning, monitoring and evaluating most, while memory strategies such as 

creating mental linkages, applying images and sounds, reviewing well and employing 

action favored least. Although least favored, memory strategies are important for storage 

and retrieval of new information they hear or read in the new language. Learners usually 

store new information and retrieve from memory when they need to use it for 

comprehension or production. 

 Low proficiency levels use compensation strategies most implies that these learners most 

of the time try to fill the linguistic and communication gaps by employing compensation 

strategies such as gestures, synonyms, paying attention to the nonverbal cues, trying to 

use fillers, etc. Social strategies were least favored strategies by low proficient learners. 

This may suggest that these students avoid making interactions, asking questions, 

participating in discussions, etc in English in the class as well as outside the class. 

Overall, as the findings show, the mid and high proficiency students reported more use of 

strategies in almost all the strategies than the low proficiency levels.   

With regard to the six strategy categories, the MANOVA summary showed that language 

proficiency had an effect on the five strategy categories: memory, cognitive, 

compensation, metacognitive, and affective. However, proficiency did not have any 

effect on learners’ social strategy use. The post-hoc Tuckey HSD test showed that there 

were significant differences in using the five strategy categories by proficiency level. The 

low proficiency group showed significant differences with the mid and high proficiency 

groups in all the strategy groups except social strategies. The frequencies of using 

memory, cognitive, compensation, metacognitive and affective strategies for higher 

proficiency learners were found significantly higher (at p<.05) than they were for low 

proficiency students. This finding agrees with Park’s (1997) study. Park (1997) found 

that higher proficiency students used cognitive, compensation, metacognitive, and 
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affective strategies more than low proficient ones. Mid proficiency students also used 

memory, cognitive and affective strategies more frequently than low proficiency groups. 

The finding of this study reveals that mid and high proficiency level students used 

strategies more frequently than the low proficient group except social strategy which 

didn’t show difference by proficiency level. 

Strategies most and least frequently used by the three proficiency levels: high, mid and 

low were also identified. Strategies most frequently used (i.e. with high usage range 

M>3.5) by high proficiency learners were, three metacognitive strategies (items 49, 48 

and 53), four cognitive strategies (items 33, 22, 23 and 31), compensation strategy (item 

43), and memory strategy (item 1).  

Of these cognitive strategy item 33, I review notes taken during class so that it helps me 

remember words and ideas better (M=4.00, SD=.89), metacognitive strategy item 49, I 

try to find out how to be a better learner of English (M=3.93, SD= .86), compensation 

strategy item43, (M=3.91, SD=1.02) were among the three most frequently used 

strategies. 

Strategies used high by mid proficiency levels were two compensation strategies (items 

54 and 38), four cognitive strategies (items 34, 32, 21, and 26) and three metacognitive 

strategies (items 49, 50 and 54). Low proficiency level students used four metacognitive 

strategies (items 49, 52, 55, and 53), three cognitive strategies (items 33, 31 and 25), and 

a compensation strategy (item 43) in high use range (see Appendix III). 

On the other hand, the least preferred strategies (i.e. with the low usage range) were: by 

high proficiency level students, memory strategy (item 6) and cognitive strategy (item 

28); by mid proficient students, memory strategy (item 6) and cognitive strategies (items 

18 and 29); by low proficient learners, memory strategy (item 6) and cognitive strategy 

(item 28). Memory strategy item 6 was least favored by both the three proficiency levels 

(see Appendix II). 
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B. Beliefs by Proficiency 

Concerning the effect of proficiency on beliefs about language learning, the current study 

revealed that there was no significant difference on overall beliefs by high, mid and low 

proficiency levels. Similarly, the three proficiency levels had no any difference in the 

four belief categories: beliefs of aptitude, learning and communication strategies, the 

nature of language learning, and motivation and expectation. However, the three 

proficiency levels were different in the beliefs held about the difficulty of language 

learning.  

The strongly held beliefs for the three proficiency levels were beliefs about motivation 

and expectation and the least held beliefs were beliefs about foreign language aptitude. 

Regarding individual beliefs, strongly held beliefs and least held beliefs by the high, mid, 

and low proficiency levels were identified in the study. Six individual beliefs, two from 

beliefs of motivation and expectation, two from learning and communication strategies, 

and two from aptitude were strongly held beliefs by the three proficiency levels. These 

were beliefs of motivation and expectation (items 31 and 32) I want to learn to speak 

English well, and I would like to have friends who speak English as a native language, 

beliefs of learning and communication strategies (items 18 and 7) It is important to 

repeat and practice a lot, and It is important to speak English with an Excellent 

pronunciation, and beliefs of aptitude (items 1 and 33), It is easier for children than 

adults to learn a foreign language, and Everyone can learn to speak a foreign language. 

Similarly, least held beliefs by the three proficiency levels were similar. Seven individual 

beliefs were least held beliefs by the three proficiency levels. These were two beliefs of 

learning and communication strategies (items 9 and 22), You shouldn’t say anything in 

English until you can say it correctly, and If beginning students are permitted to make 

errors in English, it will be difficult for them to speak correctly later on, three beliefs of 

aptitude (items 11, 19 and 16), People who are good at mathematics or science are not 

good at learning foreign languages, Women are better than men at learning foreign 

languages, and I have special ability to learn foreign languages, one belief of the 

difficulty of language learning (item 25), It is easier to speak than understand a foreign 
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language, and one belief of the nature of language learning (item 27) Learning a foreign 

language is difficult than learning other academic subjects. 

The similarity of the three proficiency levels on the strongly and least held beliefs shows 

that language proficiency does not have any effect on the learners’ beliefs about language 

learning.  

Research Question 6 

Does academic major have any effect on EFL learners’ language learning strategy 

use and beliefs about language learning? 

A.  Strategy use by academic major 

The results of this study revealed that the frequency and use of language learning 

strategies by different academic majors were different. This finding is consistent with 

findings reported in many of the previous studies (e.g. Yang, 1992; Oxford & Nyikos, 

1989; Chou, 2002; Osani, 2000). On the other hand, this study disagrees with some of the 

previous studies such as Lee (1998), and Wharton (2000) both of which reported the 

absence of any significant relationship between academic major and strategy use. 

Considering overall strategies, students from Agriculture tended to use more strategies 

(M=3.37) than others, while students from Social Sciences used the least (M=3.04). A 

one way multivariate analysis of variance (MANOVA) showed that academic major had 

significant effect in the use of the five categories of strategies: memory, cognitive, 

compensation, metacognitive and affective strategies. 

The current study showed that Natural Science and Agriculture students used more 

memory, cognitive and metacognitive strategies than Social Science major students. This 

shows that natural and agriculture students seemed to be more interested in strategies 

connected with creating mental images and reviewing well, practicing and analyzing, 

planning, monitoring and evaluating their language learning than social science students. 

A possible explanation for the finding is that the background of students in science fields 

might have affected the frequency of use of learning strategies. Natural Science and 

Agriculture students’ approach to language learning, course structure, and career interest 



219 

 

might have contributed for this variation (Biggs, 1993). Social science majors used less 

compensation strategies than other fields of studies. Social Science majors used guessing, 

gestures, and synonyms to fill the gap of learning language less than students from other 

fields of studies. On the other hand, students from the five academic majors did not have 

any difference in the use and frequency of social strategies. This indicates that students’ 

use of social strategies is not different for all the students in different academic majors. A 

possible reason for the absence of variation in the frequency and use of social strategies 

may be attributed to the similarity of exposure the students in different academic majors 

have.   

Regarding frequency of use of the strategy categories by academic major, all the five 

fields of studies preferred to use metacognitive strategies most and memory strategies 

least. Most and least frequently used strategies by students of different academic majors 

were also identified. Natural Science majors’ most preferred strategies were all in high 

use range (M>3.5). These were five cognitive strategies (items 20, 21, 25, 31 and 33), 

two metacognitve strategies (items 49, and 53), one compensation strategy (item 43) and 

one social strategy (item 72). On the other hand, these students least preferred strategies 

(i.e. in the low use range) were two memory strategies (items 5 and 6), and two cognitive 

strategies (items 17 and 28) (see Appendix II). 

Business and Economics majors most used strategies were two metacognitive strategies 

(items 53 and 54), five cognitive strategies (items 20, 21, 25, 31 and 33), and one 

memory strategy (item 9). On the other hand, these students’ least preferred strategies 

were memory strategy (item 6), social strategy (item 63), cognitive strategies (items 28 

and17), and compensation strategies (items 38 and 39) (see Appendix II). 

Students of Social Sciences favored three cognitive strategies (items 33, 31 and 22), 

affective strategy (item 60), three compensation strategies, (items 44, 45 and 42), and two 

metacognitive strategies (items 49 & 50) most, while memory strategy (item 6), four 

cognitive strategies (items 28, 13, 34, and 24), and compensation strategy (item 38) were 

least used (see Appendix II). 
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Most used strategies by Agriculture students were four metacognitive strategies (items 

49, 48, 53, and 54), two affective strategies (items 59 and 60), two cognitive strategies 

(items 31 and 33), and compensation strategy (item 43). Memory strategy item 6 and 

cognitive strategy item 28 were the least used strategies by Agriculture major students 

(see Appendix II). 

Health Science major students used two compensation strategies (items 43 and 44), four 

cognitive strategies (items 33, 31, 22 and 32), and three metacognitve strategies (items 

49, 48 and 47) most frequently. On the other hand, these students used two memory 

strategies (items 6 and 7), two cognitive strategies (items 28 and 17), and affective 

strategy (item 64) less frequently (see Appendix II).  

The above analyses show that EFL learners’ strategy use varies according to their field of 

study. Only four strategy items (two most frequently used and two least frequently used/ 

were common across all the fields of study. These were cognitive strategies (items 31 & 

33), “I repeat what I read to enhance my comprehension”, and “I review notes taken 

during class so that it helps me remember words and ideas better” were most frequently 

used by students from all fields of study. Similarly, memory strategy (item 6), “I use 

flashcards to remember new English words”, and cognitive strategy (item 28), “I don’t 

use dictionary to understand unfamiliar words” were least frequently used ones across all 

disciplines.  

B. Beliefs by Academic Major 

The current study revealed that there were significant differences in beliefs about 

language learning by academic major. In other words, academic major was the factor 

influencing beliefs about language learning. Regarding overall beliefs, Natural Science 

and Business and Economics majors had more regard for overall beliefs than Agriculture, 

Health Sciences, and Social Science majors. Social Science majors had the least beliefs 

of the other academic majors. 

Learners from all academic majors had strong beliefs of motivation and expectation and 

least beliefs about foreign language aptitude. This indicates that all the EFL learners had 
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strong motivation (integrated and instrumental) to learn English. On the other hand, EFL 

learners, regardless of their field of study, had a greater tendency to reject the concept of 

foreign language aptitude.  

 MANOVA test was also used to examine the effect of academic major on the five 

categories of beliefs. The result showed that academic major had significant effect on 

learners’ beliefs about language learning. Regarding foreign language aptitude, Natural 

Science, Agriculture and Business and Economics majors had more regard for beliefs of 

foreign language aptitude than Social Sciences and Health Sciences majors. Social 

Science majors’ beliefs about the difficulty of language learning were less than that of 

other academic majors. 

Concerning beliefs of learning and communication strategies, Business and Economics 

and Natural Science majors had stronger beliefs than Social Sciences, Health Sciences 

and Agriculture majors. Beliefs held about the nature of language learning were also 

different among academic majors. Students from Business and Economics and Natural 

Sciences had more mean scores than Social Sciences, Health Sciences and Agricultures 

majors. Social Science majors had low mean score than others. 

Regarding beliefs of motivation and expectation, learners from all academic majors had 

high mean scores with slight differences. Social Science majors’ beliefs about motivation 

and expectation were less than other academic majors. A possible reason for the varied 

findings on the effect of academic major on overall and specific beliefs about language 

learning may be the degree of involvement of English language in their education or the 

importance of English language they expect for their future job. 

This study was consistent with the studies conducted by Truitt (1995), Yang (1992), and 

Kim-Yoon (1992). However studies by Hong (2006)  showed that academic major had no 

any effect on EFL learners’ beliefs about language learning. 

The interaction effects of the independent variables on the dependent variables were also 

investigated. The interaction effects of the independent variables, gender, language 

proficiency and academic major on language leaning strategy use was not statistically 
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significant. Likewise, the interaction effect of these independent variables on learners’ 

beliefs was not statistically significant. This indicates that interaction of the three 

independent variables; gender, proficiency and fields of study had no any effect on 

language leanings strategy use and beliefs held by EFL learners. 

Summary 

This chapter presented analyses of data and results of the current study. Descriptive 

statistics, frequencies, means and standard deviations were computed in order to analyze 

the demographic data: gender, age, academic major etc. 402 students participated in this 

study: 227 male students and 175 female students. Data collected through SILL was 

analyzed with descriptive statistics (means, frequencies, standard deviation, etc) in order 

to get the statistical analysis of overall strategy use, strategy use in the six categories, and 

the most frequent and least frequently used strategy items.  

The descriptive statistics for overall strategy use showed that the participants used a 

medium degree of strategy use (M=3.18, SD=.56). The descriptive statistics also showed 

that a medium use of each of the five strategy categories except metacognitive strategy 

that falls in high use range. Metacognitive strategies were used most (M=3.51, SD=1.60), 

followed by compensation strategies (M=3.30, SD=.57), cognitive strategies (M=3.18, 

SD=.46), social strategies (M=3.17, SD=.63), affective strategies (M=3.00, SD=.58), and 

memory strategies (M=2.98, SD=.54). 

Descriptive statistics also indicated that SILL response fall into three categories high, mid 

and low use range. Most (76.4%) of the respondents responses fall into the medium use 

range; 20.8% of them were categorized under the high use range; and only 2.8% of them 

were reported to be in the low use range.  

Compensation strategy (item 43), I pay attention to the speakers eye contact, facial 

expression and gestures, etc (M=3.99, SD=2.64) was one of the high use range strategy. 

The least favorite strategy was memory strategy (item 6), I use flashcards to remember 

new English words (M=1.85, SD=1.12). 
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Descriptive statistics was also used to investigate the five belief categories. The statistics 

indicated that the highest mean belongs to the beliefs of motivation and expectation 

(M=3.78, SD=.77), followed by the nature of language learning (M=3.45, SD=.62). The 

least mean belongs to foreign language aptitude (M=3.11, SD=.49). Of the 35 BALLI 

items, 15 were from the high use range (M=3.5 or above). From these belief categories, 

beliefs of motivation and expectation (item 31), I want to learn to speak English well 

(M=4.41, SD=2.22) followed by another belief of motivation and expectation (item 32), I 

would like to have friends who speak English as native language (M=4.04, SD=1.05) 

belong to the highest means. Sixteen of them were in the medium use range where as 

three items were from the low use range. The belief that had low mean was (item 9), you 

shouldn’t say anything in English until you can say it (M=1.93, SD=1.17), indicating that 

students do not believe with this statement. 

The correlation of overall beliefs and strategies and the five belief categories and the six 

strategy subcategories were examined. Pearson’s r correlation indicated that there was 

significant correlation between overall beliefs and strategies. Pearson r correlation also 

indicated significant correlations among some of the five belief categories and the six 

strategy subgroups. All the correlations were found to be moderate. 

This research investigated the significant differences in the use of English learning 

strategies by male and female students. A one way ANOVA statistics reported that there 

was significant difference by males and females in overall strategy use as well as in five 

strategy subcategories. Males (M=3.26) reported greater strategy use than did the females 

(M=3.07). The analysis of variance (ANOVA) showed that of the six strategy 

subcategories, four of them showed statistical significance using alpha level of .05. There 

was statistical significant difference between males and females on memory strategies 

F(1,400)=6.5, p=.011, cognitive strategies F(1,400)=14.8, P=.000; compensation 

strategies F(1,400)=10.8, P=.001; metacognitive strategies    F(1, 400)=7.9, p=.005, and 

social strategies, F(1,400)=8.5, P=.004. 

ANOVA result showed that language proficiency has significant effect on overall 

strategy use F(2, 399)= 1.07, p=.01. Language proficiency had also significant effect on 
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the five strategy categories, namely: memory, cognitive, compensation, metacognitive, 

and affective strategies. High and mid proficiency groups had higher mean scores in 

overall and the five strategy categories than lower proficiency group. This indicates that 

language proficiency is one of the predicator of language learning strategy use.  

One way ANOVA test indicated that students, academic major has significant effect on 

overall strategy use, F(4,379)=7.54, P=.000. MANOVA test also showed that academic 

major had significant effect on the five strategy categories; memory strategies, cognitive 

strategies compensation strategies, metacognitive strategies, and affective strategies. 

The impact of background variables (Gender, proficiency and academic major) on 

learners’ beliefs was examined. One way ANOVA indicated that there were no 

significant differences by males and females on overall beliefs and the five categories of 

beliefs: aptitude, difficulty of language learning, the nature of language learning, learning 

and communication strategies and motivation and expectation. Academic major, on the 

other hand, had significant main effect on overall beliefs and the five categories of beliefs 

indicating that students, from different academic majors had different overall beliefs and 

specific beliefs about language learning. However, language proficiency had no any 

effect on learners overall and specific beliefs. 

 MANOVA was also conducted to see the interaction effects of gender, proficiency and 

academic major on learners’ beliefs and their strategy use. The statistics showed that 

there were no any interaction effects of the independent variables, on overall beliefs and 

the five categories of beliefs, and the overall strategies and the six categories of 

strategies. 

Chapter 5 presents conclusions and implications of the current study and 

recommendations for future research. 
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CHAPTER FIVE: CONCLUSIONS, IMPLICATIONS AND 

RECOMMENDATIONS  

 

5.1 Introduction 

The mixed method study investigated the beliefs and learning strategy use of university 

students learning English as a foreign language. The research investigated the most and 

least frequently used strategies and held beliefs by students. It also investigated the 

relationship between the learners’ beliefs about language learning and their learning 

strategy use. The study also explored the influence of background variables (i.e. gender, 

academic major and language proficiency) on the learners’ beliefs about language 

learning and their use of language learning strategies. 

In order to investigate learners’ strategy use and their beliefs, three questionnaires were 

distributed to 402 students; the modified SILL (Oxford, 1990), the BALLI (Horwitz, 

1987), and IBQ. One open ended question was added at the end of both the SILL and the 

BALLI to elicit if there were any additional learning strategies and beliefs not covered in 

the questionnaires. Moreover, focused group interview was used to triangulate the 

information collected through the questionnaires. 

The quantitative data were analyzed by using different statistical techniques such as 

descriptive analyses, Pearson r correlation, ANOVA, MANOVA and Tukey HSD post-

hoc tests. 

The responses from the open ended questions and the focused group interview were 

analyzed using coding techniques. The final chapter presents conclusions, implications 

and recommendations for future research.  

5.2 Conclusions 

The current study was the first research attempt to investigate what university EFL 

learners in Ethiopia believe about learning language and what kind of language learning 

strategies they use. This study presented empirical evidence reflecting the interaction 

between learners’ beliefs about language learning and their use of learning strategies. In 
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addition, evidence of the relative influence of background variables (e.g. gender, 

proficiency and academic major) on the frequency of strategy use and learners’ beliefs 

about language learning has also been provided. This study investigated 402 students’ 

beliefs about language learning and their strategy use using three questionnaires, model 

TOEFL test and focused group interview.  

Based on the findings of the study, conclusions are drawn as follows: 

 The findings indicated that the participants of this study employed a variety of language 

learning strategies when learning English. The learners at university level used a medium 

range of strategies. This implies that EFL learners in this study use language learning 

strategies sometimes when they learn English. They do not use strategies as often as 

possible. The learners used metacognitive strategies most frequently but they used 

memory strategies least frequently. High, and mid ranges of strategy use were found for 

each of the six strategy categories in the current study. This indicates that EFL learners 

adopted a variety of the six categories of learning strategies.  

This study investigated the most and least common language learning strategies used by 

EFL learners. By means of descriptive analyses of the SILL, this study indicated 15 items 

to be the most common strategies used by all participants and used more frequently than 

others; whereas, 2 items were among the least common strategies (low use range) used by 

all participants and were used less than other strategies. Most of the strategies (i.e. 55 

items) fall in the medium usage range. No strategies from memory and social categories 

of strategies fall into the high range usage. The highest mean belonged to items 43 and 

33. These were I pay attention to the speakers eye contact, facial expression and 

gestures, and I review notes taken during class so that it helps me remember words and 

ideas better, respectively. The lowest mean belonged to item 6 and item 28 which were, I 

use flashcards to remember new English words, and I don’t use dictionary in learning 

English, respectively. 

The current study indicated that university EFL students reported, holding various beliefs 

about language learning inventoried by BALLI and the focus group interview.  Students 

of this study reported that they hold strong beliefs of motivation and expectation. These 
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students were highly motivated for learning English integratively and instrumentally. For 

instance, they believed that learning English language is very important because it 

enables them to understand reference materials, do exams successfully, would speak 

English well, make friends who speak English as a native language and get better 

opportunities for a good job.  

This study also investigated the most and least common beliefs held by university 

students learning English as a foreign language. By means of descriptive analyses and the 

focused group interview, the study found  15 items as the most common beliefs held by 

all participants and were held more than other beliefs; 3 items were among  the least 

common beliefs held by all the participants and were held less than other beliefs. The 

highest mean belonged to items 29 and 30. These were, I want to learn to speak English 

well, and I would like to have friends who speak English as a native language, 

respectively. The lowest mean belonged to item 9, which was, you shouldn’t say anything 

in English until you can say it correctly.  

 Based on the result of Pearson correlation analysis, the current study displays a moderate 

association between participants’ beliefs about language learning and their use of 

learning strategies. When each subcategory of the BALLI and the modified SILL was 

examined, the result of the Pearson correlation also indicated a significant association in 

each subcategory of the BALLI and the SILL. Most of the belief categories had 

associations with most of the strategy categories. However, the association was not that 

much strong. The associations were between low and moderate.  

Beliefs of aptitude had association with four categories of strategies: memory, cognitive, 

compensation and metacognitive strategies. This indicates that learners who hold strong 

beliefs of aptitude tend to use more` memory, cognitive, compensation and metacognitive 

strategies than those who do not hold strong beliefs of aptitude.  

Beliefs concerning the difficulty of language learning significantly correlated with four 

strategy groups: cognitive, compensation, metacongitive and affective strategies.  
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Beliefs about learning and communication and motivation and expectation were also 

significantly associated with cognitive, compensation and metacognitive strategies. This 

indicates that the higher the students beliefs about motivation and expectation, and 

learning and communication, the higher the frequency of cognitive, compensation and 

metacognitive strategies. Beliefs about the nature of language learning were significantly 

associated with compensation and metacognitive strategies.  

Social strategies had no any association with any of the belief categories. This indicates 

that learners’ social strategy use is not affected by learners having different beliefs about 

language learning.  

Although beliefs and strategies had different associations, caution is needed when 

interpreting this relationship. It is possible that learners’ beliefs may cause their use of 

strategies, and that learner’s use of strategies may lead to their beliefs.  

 Learners’ strategy use differed according to three background variables, i.e., gender, 

language proficiency and learners’ academic major. The study revealed that gender had 

an effect on learners’ strategy choice and frequency. Specifically, males had greater use 

of overall and particular strategy categories than females.  

The present research found that language proficiency was statistically significant on the 

overall strategy use of the learners; the six categories of strategies, and individual strategy 

use. It can be concluded that the difference in language proficiency had a significant 

effect on language learning strategies. The strategies used by mid and high proficiency 

level learners were different from that of low proficiency levels. The higher a learner’s 

EFL proficiency, the more frequent use of learning strategies, and the lower a person’s 

EFL proficiency, the less frequent use of learning strategies. This may indicate that the 

low proficiency EFL learners reported insufficient strategy use.  

High and mid proficient EFL learners used metacognitive strategies most and memory 

strategies least. This may indicate that the more proficient learners under investigation 

employ more executive control on their EFL learning to achieve a better proficiency. The 

lowest association between high/mid proficiency level and memory strategy use shows 
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that the subjects surveyed realized the importance of memory strategies in their EFL 

learning, yet they did not use to employing this strategy to a higher extent. 

On the other hand low proficient EFL learners in this study used compensation strategies 

most and social strategies least. This indicates that low proficient learners usually try to 

fill the linguistic and communication gaps by using compensation strategies such as using 

gestures, synonyms, gap fillers, etc. The least use of social strategies may indicate that 

this group of learners usually does not interact with their colleagues and teachers using 

the English language. 

Academic major was also the other background variable that affects learners’ strategy 

use. Learners from different academic majors differed in their overall and specific 

strategy category usage. Academic major had significant effect on the five categories of 

strategies: memory, cognitive, compensation, metacognitive and affective while it had no 

any effect on social strategy usage. Generally, students from science (natural science, 

agriculture and health science) differed from social sciences and business and economics. 

The course nature, career interest, and approaches to language learning may influence the 

way students learn English, which in turn, might have affected the frequency and use of 

language learning strategies. 

From the six strategy categories, metacognitive strategies were the most frequently used 

strategies by all the fields of study and memory strategies were the least used.  

The findings of the current study revealed that background variables (gender, and 

proficiency) did not affect learners’ beliefs about language learning. Variables of gender, 

and language proficiency were not essential factors that affect learners’ beliefs about 

language learning. On the other hand, learners’ academic major had an influence on EFL 

learners’ beliefs about language learning. Learners from different academic major 

differed in their overall beliefs, five belief categories, and individual beliefs. Academic 

major is an essential factor that affects their beliefs about English language learning.  
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5.3 Implications and Recommendations  

 

In Ethiopia, English language has been considered as one of the key components in 

keeping up with the globalization trends. Therefore, English has been a compulsory 

subject in the Ethiopian educational curriculum, and knowledge of the English language 

is considered priority in general for all Ethiopian students, in particular for students at 

higher education institutions where every subject is taught and learned through English.  

However, as English is taught and learned as a foreign language, learners receive input in 

the target language in the classroom and have to go out of their way and find stimulation 

and input in the target language. This suggests that Ethiopian EFL learners experience a 

degree of social deprivation concerning English. Often the classroom is the only 

opportunity for these learners to come into contact with language and culture. Thus, this 

situation demands developing effective and efficient learning and teaching methods in 

English.  

The findings of the current study have both theoretical and pedagogical implications for 

research on foreign or second language teaching and learning and the practice of English 

education in Ethiopia. This study found variety in the strategy use and beliefs about 

language learning of these EFL learners as well as a close correlation between their 

beliefs and strategy use.  

Theoretically, this study explored language learning strategies and beliefs about language 

learning of EFL learners. It has been argued that learners’ beliefs about how best to learn 

a foreign/second language represent their awareness of language learning and have the 

potential for developing self-regulation. Such beliefs indicate that learners have begun to 

reflect on what they are doing in line with their goals, and awareness may ultimately lead 

to self regulation. The findings of the previous studies in second or foreign language 

teaching and learning suggested close association between learners’ existing opinions 

about language learning and their choice of strategy use and approaches to learning 

languages (Kim, 2001; Park, 1995; Yang, 1999: Hong, 2005; Mokhtari, 2007). Thus, 

educators and curricula developers should take into account the findings of the current 

study when devising curricula and placing students in a certain stage of learning.  
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Pedagogically, the findings of the study suggest that teachers should be aware of learners’ 

language learning beliefs and their strategy use to assist less successful learners to be 

successful and maintain their students’ motivation and confidence in learning English. 

The knowledge of learners’ beliefs and learning strategies may help to explain why 

students hold particular notions about language learning and use the strategies. This helps 

English language teachers to adjust themselves when teaching English in the classroom. 

English language teachers in Ethiopia should go beyond their traditional role of 

instruction to help learners learn English more effectively and are recommended to 

explore students’ language learning beliefs and their strategy use. Finding out about EFL 

learners’ language learning beliefs and their choice of language learning strategies will 

offer new insights as to what they expect and how they go about learning English in the 

classroom.  

This study found out that EFL learners language learning strategy use in overall and in 

the five strategy categories were moderate. This is to say learners use language learning 

strategies sometimes when they learn language. This shows that EFL learners’ use of 

language learning strategies was far from sufficient. Therefore, English teachers are 

expected to teach various types of language learning strategies in English classes as the 

beneficial effects of strategy instruction have been shown in many studies. 

In the current research, university EFL learners favored using metacognitive strategies 

followed by compensation, cognitive, affective, social, and memory strategies. This 

results showed that memory and social strategies are the least used strategies by the 

participants of the study. However, it is known that memory strategies help language 

learners to cope with remembering the large amounts of vocabulary necessary to achieve 

fluency. They also enable learners to start verbal material and then to retrieve it when 

needed for communication. Social strategies are also important to interact and co-operate 

each other when learning language.  Thus, memory and social strategies can be powerful 

contributors for language learning. Therefore, teachers should give appropriate 

instruction in employing these powerful tools which come to the aid of the learner in 

language performance.  



232 

 

The findings of the study revealed that language learning strategy had close association 

with beliefs about language learning. Thus, examination of learners’ beliefs should be 

combined with strategy training conducted in a regular language classroom in order to 

ultimately assist students to develop more effective learning strategies and practical ideas 

for their learning. Strategy training should be combined with belief training to increase 

training effects. In order to maximize training effects in large groups, teachers should 

identify more effective learning strategies for specific groups of students and focus on 

teaching these strategies to the students. In addition, if the students are found to hold 

unrealistic beliefs about learning English, instructors may attempt to modify the 

preconceived notions that may influence their choice of language learning strategies. 

Discussing realistic expectations regarding language learning task may also help and 

engage students in more effective learning.  

What is more, teachers should design language activities that should require their 

students to make use of a variety of strategies. After the completion of the task, they 

should hold a discussion session with them talking about the strategies they make use of 

and whether these strategies proved to be useful or not. Furthermore, English teachers 

should create opportunities to their students so as to make them self-evaluate their 

strategy use and decide which is better for them or learn an alternative way of doing a 

particular task. 

The study indicated that background variables (gender, proficiency and academic major) 

had significant effect on the frequency and use of language learning strategies. Language 

learning strategy use between males and females was different. Language learning 

strategy use by low, mid and high proficiency levels was also found to be different. What 

is more, language learning strategy use among different academic majors was different. 

Thus, language teachers should consider these variables when instructing students to use 

language learning strategies. 

In order to help their students, English teachers should be equipped with varieties of 

language learning strategies that they will be able to train and propose students to use in 

language learning.  To instruct language learning strategies, teachers need to be trained. 
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Thus, teacher training institutes, college and universities in Ethiopia should include 

language learning strategies in their curricula and offer language teachers about language 

learning strategies so that they can be efficient and effective in training language learning 

strategies to their students. 

Based on the findings of the study, the current study also recommends the following 

areas for future research.  First it is recommended that a replication of this study be done 

wherein 

(a)  other methodologies such as observation, diaries, think aloud protocol or 

longitudinal procedures need to be used in order to provide more comprehensive 

understanding on beliefs of the Ethiopian EFL students in the current study about 

language learning and their strategy use.  

(b) Incorporating more universities and students from other batches and beyond 

higher education would allow the findings to be compared and contrasted.  

Second, studies using variables influencing on learners’ beliefs and their strategy use 

other than these used in the current study, such as cultural backgrounds, anxiety, learning 

styles, age, linguistic background, etc need to be carried out for better understanding of 

individual differences in beliefs and strategy use.  

 Third, studies comparing EFL learners’ beliefs as well as their strategy use with English 

language instructors need to be conducted. It would be interesting to see how students 

beliefs and strategy use match or discrepant from English teachers. Such studies will 

provide us with understanding about the influence of teachers’ beliefs and strategy use on 

students.  
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 APPENDICES 

 Appendix I: Individual Background Questionnaire (IBQ) 

DDiirreeccttiioonn  

PPlleeaassee  cchhoooossee  ((oonnllyy  oonnee))  oorr  wwrriittee  tthhee  aannsswweerr  tthhaatt  iiss  aapppprroopprriiaattee  ttoo  yyoouu  aafftteerr  rreeaaddiinngg  eeaacchh  

ssttaatteemmeenntt..  

11..  AAggee  ________________  

22..  SSeexx::  MMaallee  ______________________  FFeemmaallee  ____________________  

33..  DDeeppaarrttmmeenntt  ________________________________________________  

44..  HHooww  mmaannyy  hhoouurrss  ddoo  yyoouu  ssttuuddyy  EEnngglliisshh  oouuttssiiddee  ooff  ccllaassss  ppeerr  ddaayy??  

AA..  LLeessss  tthhaann  aann  hhoouurr        CC..  22--33  hhoouurrss  

BB..  11--22  hhoouurrss                                      DD..  mmoorree  tthhaann  33  hhoouurrss  

55..  AAtt  wwhhiicchh  lleevveell  ddiidd  yyoouu  ssttaarrtt  lleeaarrnniinngg  EEnngglliisshh  iinn  sscchhooooll??  ((ppuutt  aann  XX  oonn  tthhee  ssppaaccee))  

AA..  KKiinnddeerrggaarrtteenn  ______________            CC..  SSeeccoonnddaarryy  lleevveell  GGrraaddee  ______________  

BB..  PPrriimmaarryy  lleevveell::  GGrraaddee  ____________    DD..  OOtthheerr,,  pplleeaassee  ssppeecciiffyy  ______________________  

66..  HHooww  iimmppoorrttaanntt  iiss  iitt  ffoorr  yyoouu  ttoo  bbeeccoommee  pprrooffiicciieenntt  iinn  EEnngglliisshh??  

AA..  VVeerryy  iimmppoorrttaanntt  

BB..  SSoommeewwhhaatt  iimmppoorrttaanntt  

CC..  NNoott  iimmppoorrttaanntt  

DD..  CCaannnnoott  ddeecciiddee  

77..  WWhhiicchh  llaanngguuaaggee  sskkiillll  yyoouu  mmoosstt  ooff  tthhee  ttiimmee  uussee  iinn  EEnngglliisshh??  ((PPuutt  XX  oonn  TThhee  ssppaacceess  pprroovviiddeedd))  

AA..  WWrriittiinngg  __________________________                                  CC..  RReeaaddiinngg  ______________________  

BB..  SSppeeaakkiinngg  ______________________                                    DD..  LLiisstteenniinngg  __________________  

88..  WWhhyy  ddoo  yyoouu  wwaanntt  ttoo  lleeaarrnn  EEnngglliisshh??  

____________________________________________________________________________________________________________________________________________________

____________________________________________________________________________________________________________________________  

99..  WWhhaatt  iiss  yyoouurr  ffiirrsstt  llaanngguuaaggee//mmootthheerr  ttoonngguuee??  

1100..  HHooww  mmaannyy  llooccaall  llaanngguuaaggeess  ddoo  yyoouu  kknnooww  aanndd  uussee??    __________________________________________  

1111..  DDoo  yyoouu  kknnooww  ffoorreeiiggnn  llaanngguuaaggeess  ootthheerr  tthhaann  EEnngglliisshh??  PPlleeaassee  ssppeecciiffyy    
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 Appendix II: Adapted  SSttrraatteeggyy  IInnvveennttoorryy  ffoorr  LLaanngguuaaggee  LLeeaarrnniinngg  QQuueessttiioonnnnaaiirree  

DDiirreeccttiioonn::  TThhee  SSttrraatteeggyy  IInnvveennttoorryy  ffoorr  LLaanngguuaaggee  LLeeaarrnniinngg  ((SSIILLLL))  iiss  ddeessiiggnneedd  ttoo  ggaatthheerr  

iinnffoorrmmaattiioonn  aabboouutt  hhooww  yyoouu,,  aass  aa  ssttuuddeenntt  ooff  aa  ffoorreeiiggnn  llaanngguuaaggee,,  ggoo  aabboouutt  lleeaarrnniinngg  EEnngglliisshh..  

OOnn  tthhee  ffoolllloowwiinngg  ppaaggeess,,  yyoouu  wwiillll  ffiinndd  ssttaatteemmeennttss  rreellaatteedd  ttoo  lleeaarrnniinngg  aa  ffoorreeiiggnn  llaanngguuaaggee  

((EEnngglliisshh))..  PPlleeaassee  rreeaadd  eeaacchh  ssttaatteemmeenntt  aanndd  cchhoooossee  oonnee  aannsswweerr  ((11,,22,,33,,44,,55))  tthhaatt  tteellllss  hhooww  

ttrruuee  tthhee  ssttaatteemmeenntt  iiss  iinn  tteerrmmss  ooff  wwhhaatt  yyoouu  aaccttuuaallllyy  ddoo  wwhheenn  yyoouu  aarree  lleeaarrnniinngg  aanndd  ppuutt  ((XX))  

oonn  yyoouurr  cchhooiiccee..  DDoo  nnoott  aannsswweerr  hhooww  yyoouu  tthhiinnkk  yyoouu  sshhoouulldd  bbee,,  oorr  wwhhaatt  ootthheerr  ppeeooppllee  ddoo..  

TThheerree  aarree  nnoo  rriigghhtt  aanndd  wwrroonngg  aannsswweerrss  ttoo  tthheessee  ssttaatteemmeennttss..  

TThhaannkk  YYoouu,,  

RReemmeemmbbeerr::  nnuummbbeerrss  hhaavvee  tthhee  ffoolllloowwiinngg  mmeeaanniinnggss::  

11..    II  nneevveerr  ddoo  tthhiiss  ((mmeeaannss  tthhee  ssttaatteemmeenntt  iiss  vveerryy  rraarreellyy  ttrruuee  ooff  yyoouu))  

22..  II  sseellddoomm  ddoo  tthhiiss  ((mmeeaannss  tthhee  ssttaatteemmeenntt  iiss  ttrruuee  lleessss  tthhaann  hhaallff  tthhee  ttiimmee))  

33..  II  ssoommeettiimmeess  ddoo  tthhiiss  ((tthhee  ssttaatteemmeenntt  iiss  ttrruuee  aabboouutt  hhaallff  tthhee  ttiimmee))  

44..  II  uussuuaallllyy  ddoo  tthhiiss    ((mmeeaannss  tthhee  ssttaatteemmeenntt  iiss  ttrruuee  mmoorree  tthhaann  hhaallff  tthhee  ttiimmee))  

55..  II  aallwwaayyss  ddoo  tthhiiss  ((mmeeaannss  tthhee  ssttaatteemmeenntt  iiss  tt  rruuee  ooff  yyoouu  aallmmoosstt  aallwwaayyss))  

  

  

  

NNoo..  

  

  

                            IItteemm    

II  nneevveerr  

ddoo  tthhiiss  

  

  

11  

II  sseellddoomm  

ddoo  tthhiiss  

22  

II  ssoommeettiimmeess  

ddoo  tthhiiss  

33  

II  uussuuaallllyy  

ddoo  tthhiiss      

44  

II  

aallwwaayyss  

ddoo  tthhiiss  

55  

11  I think of the relationship between 

what I already know and new things I 

learn in English 

          

22  I use new English words in 

writing/speaking a sentence so I can 

remember them 

          

33  In learning English, I connect the 

sound of a new English word and an 

image or picture of the word to help 

me remember the word. 
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NNoo..  

  

  

                            IItteemm    

II  nneevveerr  

ddoo  tthhiiss  

11  

II  sseellddoomm  

ddoo  tthhiiss  

22  

II  

ssoommeettiimmeess  

ddoo  tthhiiss  

33  

II  uussuuaallllyy  

ddoo  tthhiiss      

44  

II  aallwwaayyss  

ddoo  tthhiiss  

55  

44  I remember a new English word by 

making a mental picture of a situation in 

which the word might be used 

          

  

55  

I use rhymes to remember new English 

words (e.g., know-no, nail-snail, cat-bat). 
          

66  I use flashcards to remember new English 

words. 
          

77  I physically act out new English words.           

88  I review English lessons often.           

99  I remember new English words or phrases 

by remembering their location on the 

page, on the board, or on a street sign 

          

1100  I try to catch every word that the speaker 

uses 
          

1111  I memorize English grammar rules in 

order to apply them 
          

1122  I say or write new English words several 

times 
          

1133  I try to talk like native English speakers           

1144  I practice pronouncing the sounds of 

English 

          

1155  In learning English, I use the English 

words I know in different ways. 

          

1166  When I meet my friends, I start 

conversations in English 

          

1177  I watch English language television shows 

spoken in English or go to movies spoken 

in English 
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NNoo..  

  

  

                            IItteemm    

II  nneevveerr  

ddoo  tthhiiss  

11  

II  sseellddoomm  

ddoo  tthhiiss  

22  

II  

ssoommeettiimmeess  

ddoo  tthhiiss  

33  

II  uussuuaallllyy  

ddoo  tthhiiss      

44  

II  aallwwaayyss  

ddoo  tthhiiss  

55  

1188  I read magazines, books, letters or reports in 

English 

          

1199  I write notes, messages, letters or reports in 

English. 

 

          

2200  I first try to get the main idea of the reading 

passage quickly and go back and read more 

carefully 

          

  

2211  

In learning English, I look for words in my 

own language (mother tongue) that are 

similar to new words in English. 

          

2222   In learning English, I try to find the patterns 

(grammatical structures e.g. word order, the 

verb tense, active/passive voice, etc.) 

          

2233  I find the meaning of an English word by 

dividing it into parts that I understand. 

          

2244  When learning English, I try not to translate 

word-for-word. 

          

2255  I make summaries of information that I hear 

or read in English. 

          

2266  I reduce the message and use simple 

expressions in English  

          

2277  I ask for repetition when I can’t understand 

what the speaker has said  

          

2288  I don’t use dictionary to understand 

unfamiliar words 

          

2299  

  

I rehearse silently in English before speaking 

in English 
          

3300  When I listen to oral English, I identify 

individual elements of the message first one 

by one and then I put them together in my 

mind  
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NNoo..  

  

  

                            IItteemm    

II  nneevveerr  

ddoo  tthhiiss  

11  

II  sseellddoomm  

ddoo  tthhiiss  

22  

II  

ssoommeettiimmeess  

ddoo  tthhiiss  

33  

II  uussuuaallllyy  

ddoo  tthhiiss      

44  

II  aallwwaayyss  

ddoo  tthhiiss  

55  

3311  I repeat what I read to enhance my 

comprehension 
          

3322  I try to apply words or structures which I 

have just learned in paragraphs or in 

conversations 

          

3333  I review notes taken during class so that it 

helps me remember words and ideas better  
          

3344  In listening to taped conversation or in 

reading a text I take in the overall meaning 

without picking out key words  

          

3355  To understand unfamiliar English words, I 

make guesses. 
          

3366  I use gestures and facial expressions if I 

can’t communicate how to express myself in 

English 

          

3377  I make up new words if I do not know the 

right ones in English. 
          

3388  I read texts written in English without 

looking up every new word. 
          

3399  I try to guess what the other person will say 

next in English 
          

4400  I try to use fillers when I cannot think of 

what to say in English 
          

4411  I guess the speaker’s intention by picking up 

familiar words  

 

          

4422  When I listen oral English, I send 

continuation signals to show my 

understanding in order to avoid 

communication gaps  

          

4433  I pay attention to the speaker’s eye contact, 

facial expression and gestures  
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NNoo..  

  

  

                            IItteemm    

II  nneevveerr  

ddoo  tthhiiss  

11  

II  

sseellddoomm  

ddoo  tthhiiss  

22  

II  

ssoommeettiimmeess  

ddoo  tthhiiss  

33  

II  uussuuaallllyy  

ddoo  tthhiiss      

44  

II  aallwwaayyss  ddoo  

tthhiiss  

55  

4444  I try to make eye contact when I am talking 

in English  
          

4455  I do not give up easily even if the lesson 

gets quite hard and requires a lot of thought 

and/or practice 

          

4466  If I can’t think of an English word, I use a 

word or phrase that means the same thing. 
          

4477  I try to find as many ways as I can to use 

my English 
          

4488  I notice my English mistakes and use that 

information to help me do better. 
          

4499  I try to find out how to be a better learner of 

English 
          

5500  I plan my schedule so I will have enough 

time to study English 
          

5511  I look for people I can talk to in English           

5522  I look for opportunities to read as much as 

possible in English 
          

5533  I have clear goals for improving my English 

skills 
          

5544  I purposefully think about my progress in 

learning English. 
          

5555  I take my time to express what I want to say 

in English 
          

5566  I think first of what I want to say in my 

native language and then construct the 

English sentence 

          

5577  I try to relax whenever I feel afraid of using 

English 
          

5588  I encourage myself to speak English even 

when I feel afraid of making a mistake 
          

5599  I give myself a reward or treat when I do 

well in English 
          

6600  I notice if I am tense or nervous when I am 

studying or using English. 
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NNoo..  

  

  

                            IItteemm    

II  nneevveerr  

ddoo  tthhiiss  

11  

II  

sseellddoomm  

ddoo  tthhiiss  

22  

II  

ssoommeettiimmeess  

ddoo  tthhiiss  

33  

II  uussuuaallllyy  

ddoo  tthhiiss      

44  

II  aallwwaayyss  ddoo  

tthhiiss  

55  

6611  It does not bother me to make mistakes 

when I speak English, even in front of 

others 

          

6622  It bothers me if I don’t understand a 

structure fully or a word 
          

  

6633  

I write down my feelings about 

language learning in a language 

learning diary/ note book. 

          

6644  I talk to someone else about how I feel 

about learning English. 
          

6655  I ask the speaker to slow down when I 

can’t understand what the speaker has 

said 

          

6666  I ask others to correct me when I talk           

6677  I practice English with other students or 

native English speakers. 
          

6688  I ask for help from others when I face 

difficulty in learning English language 
          

6699  I ask questions in English to other 

students or English speakers. 
          

7700  I try to learn about the culture of 

English speakers. 
          

7711  I respond in English if asked a question 

in English  
          

7722  I learn a lot by participating in small 

group discussions or conversations in 

English  

          

OOppeenn  eennddeedd  qquueessttiioonn  

7733  DDeessccrriibbee  aannyy  llaanngguuaaggee  lleeaarrnniinngg  ssttrraatteeggiieess  yyoouu  uussee  ootthheerr  tthhaann  tthhoossee  lliisstteedd  aabboovvee    

________________________________________________________________________________________________________________________________________________

________________________________________________________________________________________________________________________________________________

________________________________________________________________________________________________________________________________________________ 
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Appendix III: SSttrraatteeggyy  IInnvveennttoorryy  ffoorr  LLaanngguuaaggee  ((SSIILLLL))  ((OOxxffoorrdd,,  11999900))   

DDiirreeccttiioonnss    

TThhee  ssttrraatteeggyy  IInnvveennttoorryy  ffoorr  LLaanngguuaaggee  LLeeaarrnniinngg  ((SSIILLLL))  iiss  ddeessiiggnneedd  ttoo  ggaatthheerr  iinnffoorrmmaattiioonn  

aabboouutt  hhooww  yyoouu,,  aass  aa  ssttuuddeenntt  ooff  aa  ffoorreeiiggnn  llaanngguuaaggee,,  ggoo  aabboouutt  lleeaarrnniinngg  EEnngglliisshh..  OOnn  tthhee  

ffoolllloowwiinngg  ppaaggeess,,  yyoouu  wwiillll  ffiinndd  ssttaatteemmeennttss  rr  eellaatteedd  ttoo  lleeaarrnniinngg  aa  ffoorreeiiggnn  llaanngguuaaggee  

((EEnngglliisshh))..  PPlleeaassee  rreeaadd  eeaacchh  ssttaatteemmeenntt  aanndd  cchhoooossee  oonnee  aannsswweerr  ((11,,22,,33,,44,,55))  tthhaatt  tteellllss  hhooww  

ttrruuee  tthhee  ssttaatteemmeenntt  iiss  iinn  tteerrmmss  ooff  wwhhaatt  yyoouu  aaccttuuaallllyy  ddoo  wwhheenn  yyoouu  aarree  lleeaarrnniinngg..  DDoo  nnoott  

aannsswweerr  hhooww  yyoouu  tthhiinnkk  yyoouu  sshhoouulldd  bbee,,  oorr  wwhhaatt  ootthheerr  ppeeooppllee  ddoo..  TThheessee  aarree  nnoo  rriigghhtt  aanndd  

wwrroonngg  aannsswweerrss  ttoo  tthheessee  ssttaatteemmeennttss..  

RReemmeemmbbeerr::  nnuummbbeerrss  hhaavvee  tthhee  ffoolllloowwiinngg  mmeeaanniinnggss::  

11..    NNeevveerr  ttrruuee  ooff  mmee  ((mmeeaannss  tthhee  ssttaatteemmeenntt  iiss  vveerryy  rraarreellyy  ttrruuee  ooff  yyoouu))  

22..  AAllmmoosstt  nneevveerr  ttrruuee  ooff  mmee  ((mmeeaannss  tthhee  ssttaatteemmeenntt  iiss  ttrruuee  lleessss  tthhaann  hhaallff  tthhee  ttiimmee))  

33..  SSoommee  wwhhaatt  ttrruuee  ooff  mmee  ((tthhee  ssttaatteemmeenntt  iiss  ttrruuee  aabboouutt  hhaallff  tthhee  ttiimmee))  

44..  AAllmmoosstt  aallwwaayyss  ttrruuee  ooff  mmee  ((mmeeaannss  tthhee  ssttaatteemmeenntt  iiss  ttrruuee  mmoorree  tthhaann  hhaallff  tthhee  ttiimmee))  

55..  AAllwwaayyss  ttrruuee  ooff    mmee  ((mmeeaannss  tthhee  ssttaatteemmeenntt  iiss  tt  rruuee  ooff  yyoouu  aallmmoosstt  aallwwaayyss))  

  

11..  II  tthhiinnkk  ooff  tthhee  rreellaattiioonnsshhiipp  bbeettwweeeenn  wwhhaatt  II  aallrreeaaddyy  kknnooww  aanndd  nneeww  tthhiinngg  iiss  lleeaarrnn  iinn  

EEnngglliisshh  

11                  22              33          44        55  

22..  II  uussee  nneeww  EEnngglliisshh  wwoorrddss  iinn  aa  sseenntteennccee  ssoo  II  ccaann  rreemmeemmbbeerr  tthheemm  

11                  22              33          44        55  

33..  II  ccoonnnneecctt  tthhee  ssoouunndd  ooff  aa  nneeww  EEnngglliisshh  wwoorrdd  aanndd  aann  iimmaaggee  oorr  ppiiccttuurree  ooff  tthhee  wwoorrdd  ttoo  

hheellpp  mmee  rreemmeemmbbeerr  tthhee  wwoorrdd..  

      11                  22              33          44        55  

44  II  rreemmeemmbbeerr  aa  nneeww  EEnngglliisshh  wwoorrdd  bbyy  mmaakkiinngg  aa  mmeennttaall  ppiiccttuurree  ooff  aa  ssttaattiioonn  iinn  wwhhiicchh  tthhee  

wwoorrdd  mmiigghhtt  bbee  uusseedd..  

          11                  22              33          44        55  
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55  II  uussee  rrhhyymmeess  ttoo  rreemmeemmbbeerr  nneeww  EEnngglliisshh  wwoorrddss  ((ee..gg..,,  kknnooww--nnoo,,  nnaaiill--ssnnaaiill,,  ccaatt--bbaatt))..  

      11                  22              33          44        55  

  

66  II  uussee  ffllaasshhccaarrddss  ttoo  rreemmeemmbbeerr  nneeww  EEnngglliisshh  wwoorrddss..  

          11                  22              33          44        55  

77  II  pphhyyssiiccaallllyy  aacctt  oouutt  nneeww  EEnngglliisshh  wwoorrddss..  

        11                  22              33          44        55  

88  II  rreevviieeww  EEnngglliisshh  lleessssoonnss  oofftteenn..  

        11                  22              33          44        55  

99  II  rreemmeemmbbeerr  nneeww  EEnngglliisshh  wwoorrddss  pphhrraasseess  bbyy  rreemmeemmbbeerriinngg  tthheeiirr  llooccaattiioonn  oonn  tthhee  ppaaggee,,  

oonn  tthhee  bbooaarrdd,,  oorr  oonn  aa  ssttrreeeett  ssiiggnn..  

          11                  22              33          44        55  

1100  II  ssaayy  oorr  wwrriittee  nneeww  EEnngglliisshh  wwoorrddss  sseevveerraall  ttiimmeess..  

          11                  22              33          44        55  

1111  II  ttrryy  ttoo  ttaallkk  lliikkee  nnaattiivvee  EEnngglliisshh  ssppeeaakkeerrss..  

      11                  22              33          44        55  

1122  II  pprraaccttiiccee  tthhee  ssoouunnddss  ooff  EEnngglliisshh  

      11                  22              33          44        55  

1133  II  uussee  tthhee  EEnngglliisshh  wwoorrddss  II  kknnooww  iinn  ddiiffffeerreenntt  wwaayyss..  

      11                  22              33          44        55  

1144  II  ssttaarrtt  ccoonnvveerrssaattiioonnss  iinn  EEnngglliisshh  

          11                  22              33          44        55  

1155  II  wwaattcchh  EEnngglliisshh  llaanngguuaaggee  tteelleevviissiioonn  sshhoowwss  ssppookkeenn  iinn  EEnngglliisshh  oorr  ttoo  ggoo  ttoo  mmoovviieess  

ssppookkeenn  iinn  EEnngglliisshh  

          11                  22              33          44        55  

1166  II  rreeaadd  mmaaggaazziinneess,,  bbooookkss,,  lleetttteerrss  oorr  rreeppoorrttss  iinn  EEnngglliisshh  

          11                  22              33          44        55  

  

1177  II  wwrriittee  nnootteess,,  mmeessssaaggeess,,  lleetttteerrss  oorr  rreeppoorrttss  iinn  EEnngglliisshh..  

          11                  22              33          44        55  
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1188  II  ffiirrsstt  sskkiimm  aann  EEnngglliisshh  ppaassssaaggee  ((rreeaadd  oovveerr  tthhee  ppaassssaaggee  qquuiicckkllyy))  tthheenn  ggoo  bbaacckk  aanndd  

rreeaadd  ccaarreeffuullllyy..  

          11                  22              33          44        55  

  

1199  II  llooookk  ffoorr  wwoorrddss  iinn  mmyy  oowwnn  llaanngguuaaggee  ((mmootthheerr  ttoonngguuee))  tthhaatt  aarree  ssiimmiillaarr  ttoo  nneeww  wwoorrddss  

iinn  EEnngglliisshh..  

          11                  22              33          44        55  

2200  II  ttrryy  ttoo  ffiinndd  ppaatttteerrnnss  ((ggrraammmmaarr))  iinn  EEnngglliisshh..  

          11                  22              33          44        55  

2211  II  ffiinndd  tthhee  mmeeaanniinngg  ooff  aann  EEnngglliisshh  wwoorrdd  bbyy  ddiivviiddiinngg  iitt  iinnttoo  ppaarrttss  tthhaatt  II  uunnddeerrssttaanndd..  

          11                  22              33          44        55  

2222  II  ttrryy  nnoott  ttoo  ttrraannssllaattee  wwoorrdd--ffoorr--wwoorrdd..  

          11                  22              33          44        55  

2233  II  mmaakkee  ssuummmmaarriieess  ooff  iinnffoorrmmaattiioonn  tthhaatt  II  hheeaarr  oorr  rreeaadd  iinn  EEnngglliisshh..  

          11                  22              33          44        55  

2244  TToo  uunnddeerrssttaanndd  uunnffaammiilliiaarr  EEnngglliisshh  wwoorrddss,,  II  mmaakkee  gguueesssseess..  

        11                  22              33          44        55  

2255  WWhheenn  II  ccaann’’tt  tthhiinnkk  ooff  aa  wwoorrdd  dduurriinngg  aa  ccoonnvveerrssaattiioonn  iinn  EEnngglliisshh,,  II  uussee  ggeessttuurreess..  

2266  II  mmaakkee  uupp  nneeww  wwoorrddss  iiff  II  ddoo  nnoott  kknnooww  tthhee  rriigghhtt  oonneess  iinn  EEnngglliisshh..  

          11                  22              33          44        55  

2277  II  rreeaadd  EEnngglliisshh  wwiitthhoouutt  llooookkiinngg  uupp  eevveerryy  nneeww  wwoorrdd..  

          11                  22              33          44        55  

2288  II  ttrryy  ttoo  gguueessss  wwhhaatt  tthhee  ootthheerr  ppeerrssoonn  wwiillll  ssaayy  nneesstt  iinn  EEnngglliisshh..  

          11                  22              33          44        55  

2299  IIff  II  ccaann’’tt  tthhiinnkk  ooff  aann  EEnngglliisshh  wwoorrdd,,  II  uussee  aa  wwoorrdd  oorr  pphhrraassee  tthhaatt  mmeeaannss  tthhee  ssaammee  tthhiinngg..  

        11                  22              33          44        55  

  

3300  II  ttrryy  ttoo  ffiinndd  aass  mmaannyy  wwaayyss  aass  II  ccaann  ttoo  uussee  mmyy  EEnngglliisshh..  

        11                  22              33          44        55  

3311  II  nnoottiiccee  mmyy  EEnngglliisshh  mmiissttaakkeess  aanndd  uussee  tthhaatt  iinnffoorrmmaattiioonn  ttoo  hheellpp  mmee  ddoo  bbeetttteerr..  

          11                  22              33          44        55  
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3322  II  ppaayy  aatttteennttiioonn  wwhheenn  ssoommeeoonnee  iiss  ssppeeaakkiinngg  EEnngglliisshh  

          11                  22              33          44        55  

  

3333  II  ttrryy  ttoo  ffiinndd  oouutt  hhooww  ttoo  bbee  aa  bbeetttteerr  lleeaarrnneerr  ooff  EEnngglliisshh..  

          11                  22              33          44        55  

3344  II  ppllaann  mmyy  sscchheedduullee  ssoo  II  wwiillll  hhaavvee  eennoouugghh  ttiimmee  ttoo  ssttuuddyy  EEnngglliisshh..  

        11                  22              33          44        55  

3355  II  llooookk  ffoorr  ppeeooppllee  II  ccaann  ttaallkk  ttoo  iinn  EEnngglliisshh  

          11                  22              33          44        55  

3366  II  llooookk  ffoorr  ooppppoorrttuunniittiieess  ttoo  rreeaadd  aass  mmuucchh  aass  ppoossssiibbllee  iinn  EEnngglliisshh..  

          11                  22              33          44        55  

3377  II  hhaavvee  cclleeaarr  ggooaallss  ffoorr  iimmpprroovviinngg  mmyy  EEnngglliisshh  sskkiillllss..  

          11                  22              33          44        55  

3388  II  tthhiinnkk  aabboouutt  mmyy  pprrooggrreessss  iinn  lleeaarrnniinngg  EEnngglliisshh..  

          11                  22              33          44        55  

3399  II  ttrryy  ttoo  rreellaaxx  wwhheenneevveerr  II  ffeeeell  aaffrraaiidd  ooff  uussiinngg  EEnngglliisshh..  

        11                  22              33          44        55  

4400  II  eennccoouurraaggee  mmyysseellff  ttoo  ssppeeaakk  EEnngglliisshh  eevveenn  wwhheenn  II  ffeeeell  aaffrraaiidd  ooff  mmaakkiinngg  aa  mmiissttaakkee..  

          11                  22              33          44        55  

4411  II  ggiivvee  mmyysseellff  aa  rreewwaarrdd  oorr  ttrreeaatt  wwhheenn  II  ddoo  wweellll  iinn  EEnngglliisshh..  

        11                  22              33          44        55  

4422  II  nnoottiiccee  iiff  II  aamm  tteennssee  oorr  nneerrvvoouuss  wwhheenn  II  aamm  ssttuuddyyiinngg  oorr  uussiinngg  EEnngglliisshh..  

        11                  22              33          44        55  

4433  II  wwrriittee  ddoowwnn  mmyy  ffeeeelliinnggss  iinn  aa  llaanngguuaaggee  lleeaarrnniinngg  ddiiaarryy//  nnoottee  bbooookk..  

        11                  22              33          44        55  

  

4444  II  ttaallkk  ttoo  ssoommeeoonnee  eellssee  aabboouutt  hhooww  II  ffeeeell  aabboouutt  lleeaarrnniinngg  EEnngglliisshh..  

          11                  22              33          44        55  

4455  IIff  II  ddoo  nnoott  uunnddeerrssttaanndd  ssoommeetthhiinngg  iinn  EEnngglliisshh,,  II  aasskk  tthhee  ootthheerr  ppeerrssoonn  ttoo  ssllooww  ddoowwnn  oorr  

ssaayy  iitt  aaggaaiinn..  

          11                  22              33          44        55  
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4466  II  aasskk  ootthheerrss  ttoo  ccoorrrreecctt  mmee  wwhheenn  II  ttaallkk..  

          11                  22              33          44        55  

  

4477  II  pprraaccttiiccee  EEnngglliisshh  wwiitthh  ootthheerr  ssttuuddeennttss  oorr  nnaattiivvee  EEnngglliisshh  ssppeeaakkeerrss..  

        11                  22              33          44        55  

4488  II  aasskk  ffoorr  hheellpp  ffrroomm  ootthheerrss..  

          11                  22              33          44        55  

4499  II  aasskk  qquueessttiioonnss  iinn  EEnngglliisshh  ttoo  ootthheerr  ssttuuddeennttss  oorr  EEnngglliisshh  ssppeeaakkeerrss..  

          11                  22              33          44        55  

5500  II  ttrryy  ttoo  lleeaarrnn  aabboouutt  tthhee  ccuullttuurree  ooff  EEnngglliisshh  ssppeeaakkeerrss..  

      11                  22              33          44        55  
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 Appendix IV: BBeelliieeffss  aabboouutt  LLaanngguuaaggee  LLeeaarrnniinngg  IInnvveennttoorryy  ((BBAALLLLII))   

DDiirreeccttiioonnss    

BBeellooww  aarree  ssoommee  bbeelliieeffss  tthhaatt  ppeeooppllee  hhaavvee  aabboouutt  lleeaarrnniinngg  ffoorreeiiggnn  llaanngguuaaggeess..  RReeaadd  eeaacchh  

ssttaatteemmeenntt  aanndd  tthheenn  ddeecciiddee  iiff  yyoouu::  ((11))  ssttrroonnggllyy  ddiissaaggrreeee  ((22))  DDiissaaggrreeee  ((33))  nneeiitthheerr  aaggrreeee  nnoorr  

ddiissaaggrreeee  ((44))  aaggrreeee  ((55))  ssttrroonnggllyy  aaggrreeee..  TThheerree  iiss  nnoo  rriigghhtt  oorr  wwrroonngg  aannsswweerr..  WWee  aarree  ssiimmppllyy  

iinntteerreesstteedd  iinn  yyoouurr  ooppiinniioonnss..  MMaarrkk  eeaacchh  aannsswweerr  oonn  tthhee  aannsswweerr  sshheeeett..  QQuueessttiioonnss  44  aanndd  1155  

aarree  sslliigghhttllyy  ddiiffffeerreenntt  aanndd  yyoouu  sshhoouulldd  mmaarrkk  tthheemm  aass  iinnddiiccaatteedd..    

RReemmeemmbbeerr::  nnuummbbeerrss  hhaavvee  tthhee  ffoolllloowwiinngg  mmeeaanniinnggss  

((11))  SSttrroonnggllyy  ddiissaaggrreeee  

((22))  DDiissaaggrreeee    

((33))  NNeeiitthheerr  aaggrreeee  nnoorr  ddiissaaggrreeee  

((44))  AAggrreeee  

((55))  SSttrroonnggllyy  aaggrreeee  

  

  

NN

oo..  

  

  

                            IItteemm    

SSttrroonnggllyy  

DDiissaaggrreeee  

11  

  

DDiissaaggrreeee  

22  

NNeeiitthheerr  

aaggrreeee  nnoorr  

ddiissaaggrreeee  

33  

  

AAggrreeee    

44  

  

SSttrroonnggll

yy  

AAggrreeee  

55  

11  IItt  iiss  eeaassiieerr  ffoorr  cchhiillddrreenn  tthhaann  aadduullttss  ttoo  

lleeaarrnn  aa  ffoorreeiiggnn  llaanngguuaaggee  
          

22  SSoommee  ppeeooppllee  hhaavvee  aa  ssppeecciiaall  aabbiilliittyy  ffoorr  

lleeaarrnniinngg  ffoorreeiiggnn  llaanngguuaaggeess  
          

33  SSoommee  llaanngguuaaggeess  aarree  eeaassiieerr  ttoo  lleeaarrnn  tthheenn  

ootthheerrss  
          

55  

II  bbeelliieevvee  tthhaatt  II  wwiillll  lleeaarrnn  ttoo  ssppeeaakk  

EEnngglliisshh  vveerryy  wweellll  

          

  

66  
PPeeooppllee  ffrroomm  mmyy  ccoouunnttrryy  aarree  ggoooodd  aatt  

lleeaarrnniinngg  ffoorreeiiggnn  llaanngguuaaggeess  
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NNoo..  

  

  

                            IItteemm    

SSttrroonnggllyy  

DDiissaaggrreeee  

11  

  

DDiissaaggrreeee  

22  

NNeeiitthheerr  

aaggrreeee  nnoorr  

ddiissaaggrreeee  

33  

  

AAggrreeee    

44  

  

SSttrroonnggllyy  

AAggrreeee  

55  

77  IItt  iiss  iimmppoorrttaanntt  ssppeeaakk  EEnngglliisshh  wwiitthh  aann  

EExxcceelllleenntt  pprroonnuunncciiaattiioonn  
          

88  IItt  iiss  iimmppoorrttaanntt  kknnooww  aabboouutt  EEnngglliisshh--

ssppeeaakkiinngg  ccuullttuurreess  iinn  oorrddeerr  ttoo  ssppeeaakk  

EEnngglliisshh  

          

99  YYoouu  sshhoouullddnn’’tt  ssaayy  aannyytthhiinngg  iinn  EEnngglliisshh  

uunnttiill  yyoouu  ccaann  ssaayy  iitt  ccoorrrreeccttllyy  
          

1100  IItt  iiss  eeaassiieerr  ffoorr  ssoommeeoonnee  wwhhoo  aallrreeaaddyy  

ssppeeaakkss  aa  ffoorreeiiggnn  llaanngguuaaggee  ttoo  lleeaarrnn  

aannootthheerr  oonnee  

          

1111  PPeeooppllee  wwhhoo  aarree  ggoooodd  aatt  mmaatthheemmaattiiccss  oorr  

sscciieennccee  aarree  nnoott  ggoooodd  aatt  lleeaarrnniinngg  ffoorreeiiggnn  

llaanngguuaaggeess  

          

  

1122  
IItt  iiss  bbeesstt  ttoo  lleeaarrnn  EEnngglliisshh  iinn  aann  EEnngglliisshh--

ssppeeaakkiinngg  ccoouunnttrryy  

  

          

1133  II  eennjjooyy  pprraaccttiicciinngg  EEnngglliisshh  wwiitthh  tthhee  

nnaattiivvee  EEnngglliisshh  ssppeeaakkeerrss  II  mmeeeett  
          

1144  IItt’’ss  oo..kk..  ttoo  gguueessss  iiff  yyoouu  ddoonn’’tt  kknnooww  aa  

wwoorrdd  iinn  EEnngglliisshh  
          

1166  II  hhaavvee  ssppeecciiaall  aabbiilliittyy  ffoorr  lleeaarrnniinngg  

ffoorreeiiggnn  llaanngguuaaggeess  
          

1177  TThhee  mmoosstt  iimmppoorrttaanntt  ppaarrtt  ooff  lleeaarrnniinngg  aa  

ffoorreeiiggnn  llaanngguuaaggee  iiss  lleeaarrnniinngg  vvooccaabbuullaarryy  

wwoorrddss  

          

1188  IItt  iiss  iimmppoorrttaanntt  ttoo  rreeppeeaatt  aanndd  pprraaccttiiccee  aa  

lloott  
          

1199  WWoommeenn  aarree  bbeetttteerr  tthhaann  mmeenn  aatt  lleeaarrnniinngg  

ffoorreeiiggnn  llaanngguuaaggeess  
          

2200  PPeeooppllee  iinn  mmyy  ccoouunnttrryy  ffeeeell  tthhaatt  iitt  iiss  

iimmppoorrttaanntt  ttoo  ssppeeaakk  EEnngglliisshh  
          

2211  II  ffeeeell  aaffrraaiidd  ooff  ssppeeaakkiinngg  EEnngglliisshh  wwiitthh  

ootthheerr  ppeeooppllee  
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NNoo..  

  

  

                            IItteemm    

SSttrroonnggllyy  

DDiissaaggrreeee  

11  

  

DDiissaaggrreeee  

22  

NNeeiitthheerr  

aaggrreeee  nnoorr  

ddiissaaggrreeee  

33  

  

AAggrreeee    

44  

  

SSttrroonnggllyy  

AAggrreeee  

55  

2222  IIff  bbeeggiinnnniinngg  ssttuuddeennttss  aarree  ppeerrmmiitttteedd  ttoo  

mmaakkee  eerrrroorrss  iinn  EEnngglliisshh,,  iitt  wwiillll  bbee  ddiiffffiiccuulltt  

ffoorr  tthheemm  ttoo  ssppeeaakk  ccoorrrreeccttllyy  llaatteerr  oonn  

          

2233  TThhee  mmoosstt  iimmppoorrttaanntt  ppaarrtt  ooff  lleeaarrnniinngg  aa  

ffoorreeiiggnn  llaanngguuaaggee  iiss  lleeaarrnniinngg  tthhee  ggrraammmmaarr  
          

  

2244  

II  wwoouulldd  lliikkee  ttoo  lleeaarrnn  EEnngglliisshh  ssoo  tthhaatt  II  ccaann  

ggeett  ttoo  kknnooww  nnaattiivvee  EEnngglliisshh  ssppeeaakkeerrss  bbeetttteerr  

aanndd  tthheeiirr  ccuullttuurreess  

          

2255  IItt  iiss  eeaassiieerr  ttoo  ssppeeaakk  tthhaann  uunnddeerrssttaanndd  aa  

ffoorreeiiggnn  llaanngguuaaggee  
          

2266  IItt  iiss  iimmppoorrttaanntt  ttoo  pprraaccttiiccee  wwiitthh  ccaasssseetttteess  oorr  

ttaappeess  
          

2277  LLeeaarrnniinngg  aa  ffoorreeiiggnn  llaanngguuaaggee  iiss  ddiiffffiiccuulltt  

tthhaann  lleeaarrnniinngg  ootthheerr  aaccaaddeemmiicc  ssuubbjjeeccttss  
          

2288  TThhee  mmoosstt  iimmppoorrttaanntt  ppaarrtt  ooff  lleeaarrnniinngg  

EEnngglliisshh  iiss  lleeaarrnniinngg  hhooww  ttoo  ttrraannssllaattee  ffrroomm  

mmyy  nnaattiivvee  llaanngguuaaggee  ttoo  EEnngglliisshh  oorr  ffrroomm  

EEnngglliisshh  ttoomm  mmyy  nnaattiivvee  llaanngguuaaggee  

          

2299  IIff  II  lleeaarrnn  EEnngglliisshh  vveerryy  wweellll,,  II  wwiillll  hhaavvee  

bbeetttteerr  ooppppoorrttuunniittiieess  ffoorr  aa  ggoooodd  jjoobb  
          

3300  PPeeooppllee  wwhhoo  ssppeeaakk  mmoorree  tthhaann  oonnee  llaanngguuaaggee  

aarree  vveerryy  iinntteelllliiggeenntt  
          

3311  II  wwaanntt  ttoo  lleeaarrnn  ttoo  ssppeeaakk  EEnngglliisshh  wweellll           

3322  

  

II  wwoouulldd  lliikkee  ttoo  hhaavvee  ffrriieennddss  wwhhoo  ssppeeaakk  

EEnngglliisshh  aass  aa  nnaattiivvee  llaanngguuaaggee 
          

3333  EEvveerryyoonnee  ccaann  lleeaarrnn  ttoo  ssppeeaakk  aa  ffoorreeiiggnn  

llaanngguuaaggee  
          

3344  IItt  iiss  eeaassiieerr  ttoo  rreeaadd  aanndd  wwrriittee  EEnngglliisshh  tthhaann  

ttoo  ssppeeaakk  aanndd  uunnddeerrssttaanndd  iitt  
          

3355  LLaanngguuaaggee  lleeaarrnniinngg  iinnvvoollvveess  aa  lloott  ooff  

mmeemmoorriizzaattiioonn  
          

44..  EEnngglliisshh  iiss::  

((11))  AAvveerryy  ddiiffffiiccuulltt  llaanngguuaaggee  

((22))  AA  ddiiffffiiccuulltt  llaanngguuaaggee  

((33))  AA  llaanngguuaaggee  ooff  mmeeddiiuumm  ddiiffffiiccuullttyy  

((44))  AAnn  eeaassyy  llaanngguuaaggee  
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((55))  AAvveerryy  eeaassyy  llaanngguuaaggee  

1155..  IIff  ssoommeeoonnee  ssppeenntt  oonnee  hhoouurr  aa  ddaayy  lleeaarrnniinngg  aa  llaanngguuaaggee,,  hhooww  lloonngg  wwoouulldd  iitt  ttaakkee  hhiimm//hheerr  ttoo  ssppeeaakk  tthhee  

llaanngguuaaggee  vveerryy  wweellll??  

((11))  LLeessss  tthhaann  aa  yyeeaarr  

((22))  11--22  yyeeaarrss  

((33))  22--33  yyeeaarrss  

((44))  33--55  yyeeaarrss  

((55))  55--1100  yyeeaarrss  

((66))  YYoouu  ccaann’’tt  lleeaarrnn  aa  llaanngguuaaggee  iinn  11  hhoouurr  aa  ddaayy  

OOppeenn  eennddeedd  qquueessttiioonn  

3366..  DDeessccrriibbee  aannyy  iiddeeaass  aabboouutt  lleeaarrnniinngg  ffoorreeiiggnn  llaanngguuaaggeess  yyoouu  hhaavvee  ootthheerr  tthhaann  tthhoossee  lliisstteedd  aabboovvee  

__________________________________________________________________________________________________________________________________________

__________________________________________________________________________________________________________________________________________

__________________________________________________________________________________________________________________________________________

__________________________________________________________________________________________________________________________________________  
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Appendix V: Adapted SILL Validation Form 

Dear _________, 

I am currently in the process of checking the face and content validity of an adapted SILL I am going to 

collecting data for my PhD thesis entitled ‘An Exploration of Language Learning Beliefs and their Strategy 

Use of EFL Learners: the Case of Debre Markos University’. 

The main purpose of this study is to investigate Language Learning Beliefs and their Strategy Use of EFL 

Learners: the Case of Debre Markos University’.  

To assess learners’ strategy use, therefore, adapted SILL will be used. The questionnaires will be 

administered to first year EFL students. This inventory requires students to answer 72 item questionnaires 

on their language learning strategy use on a five point Likert-scale ranging from 1 to 5. In addition, one 

open-ended question to elicit any additional strategy, used by participants 

I have attached a special form for your use in commenting on the survey items. As you review the proposed 

items, please feel free to comment based up on the following criteria: 

Face Validity- Does the instrument “look like” it is measuring what it is supposed to measure? 

Content Validity- Are the items representative of concepts related the dissertation topic? 

Clarity- Is each item in the instrument clear? Is the language/wording appropriate clear? 

Other- Please make any additional suggestions you feel appropriate. 

                                      Sincerely, 

                                         Niguse Mitiku, TEFL Doctoral Student 
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1. II  tthhiinnkk  ooff  tthhee  rreellaattiioonnsshhiipp  bbeettwweeeenn  wwhhaatt  II  aallrreeaaddyy  kknnooww  aanndd  nneeww  tthhiinnggss  II  lleeaarrnn  iinn  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

2. II  uussee  nneeww  EEnngglliisshh  wwoorrddss  iinn  wwrriittiinngg//ssppeeaakkiinngg  aa  sseenntteennccee  ssoo  II  ccaann  rreemmeemmbbeerr  tthheemm 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

3. IInn  lleeaarrnniinngg  EEnngglliisshh,,  II  ccoonnnneecctt  tthhee  ssoouunndd  ooff  aa  nneeww  EEnngglliisshh  wwoorrdd  aanndd  aann  iimmaaggee  oorr  ppiiccttuurree  ooff  tthhee  

wwoorrdd  ttoo  hheellpp  mmee  rreemmeemmbbeerr  tthhee  wwoorrdd 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

4. II  uussee  rrhhyymmeess  ttoo  rreemmeemmbbeerr  nneeww  EEnngglliisshh  wwoorrddss  ((ee..gg..,,  kknnooww--nnoo,,  nnaaiill--ssnnaaiill,,  ccaatt--bbaatt)) 

              AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

                            CCoommmmeenntt  ((iiff  aannyy))---------------------------------------------------------------------------------- 

5. II  uussee  ffllaasshhccaarrddss  ttoo  rreemmeemmbbeerr  nneeww  EEnngglliisshh  wwoorrddss 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

6. II  pphhyyssiiccaallllyy  aacctt  oouutt  nneeww  EEnngglliisshh  wwoorrddss 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

7. II  rreevviieeww  EEnngglliisshh  lleessssoonnss  oofftteenn 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

8. II  rreemmeemmbbeerr  nneeww  EEnngglliisshh  wwoorrddss  oorr  pphhrraasseess  bbyy  rreemmeemmbbeerriinngg  tthheeiirr  llooccaattiioonn  oonn  tthhee  ppaaggee,,  oonn  tthhee  

bbooaarrdd,,  oorr  oonn  aa  ssttrreeeett  ssiiggnn 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

9. I try to catch every word that the speaker uses 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

10. I memorize English grammar rules in order to apply them 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

11. II  ssaayy  oorr  wwrriittee  nneeww  EEnngglliisshh  wwoorrddss  sseevveerraall  ttiimmeess 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

12. II  ttrryy  ttoo  ttaallkk  lliikkee  nnaattiivvee  EEnngglliisshh  ssppeeaakkeerrss 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

13. II  pprraaccttiiccee  pprroonnoouunncciinngg  tthhee  ssoouunnddss  ooff  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

14. IInn  lleeaarrnniinngg  EEnngglliisshh,,  II  uussee  tthhee  EEnngglliisshh  wwoorrddss  II  kknnooww  iinn  ddiiffffeerreenntt  wwaayyss 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

15. WWhheenn  II  mmeeeett  mmyy  ffrriieennddss,,  II  ssttaarrtt  ccoonnvveerrssaattiioonnss  iinn  EEnngglliisshh 

              AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

                            CCoommmmeenntt  ((iiff  aannyy))-------------------------------------------------------------------------------- 

1166..  II  wwaattcchh  EEnngglliisshh  llaanngguuaaggee  tteelleevviissiioonn  sshhoowwss  ssppookkeenn  iinn  EEnngglliisshh  oorr  ggoo  ttoo  mmoovviieess  ssppookkeenn  iinn  EEnngglliisshh  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

17. II  rreeaadd  mmaaggaazziinneess,,  bbooookkss,,  lleetttteerrss  oorr  rreeppoorrttss  iinn  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

18. II  wwrriittee  nnootteess,,  mmeessssaaggeess,,  lleetttteerrss  oorr  rreeppoorrttss  iinn  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 



262 

 

19. II  ffiirrsstt  ttrryy  ttoo  ggeett  tthhee  mmaaiinn  iiddeeaa  ooff  tthhee  rreeaaddiinngg  ppaassssaaggee  qquuiicckkllyy  aanndd  ggoo  bbaacckk  aanndd  rreeaadd  mmoorree  ccaarreeffuullllyy 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

20. IInn  lleeaarrnniinngg  EEnngglliisshh,,  II  llooookk  ffoorr  wwoorrddss  iinn  mmyy  oowwnn  llaanngguuaaggee  ((mmootthheerr  ttoonngguuee))  tthhaatt  aarree  ssiimmiillaarr  ttoo  nneeww  

wwoorrddss  iinn  EEnngglliisshh 

              AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

2211..  IInn  lleeaarrnniinngg  EEnngglliisshh,,  II  ttrryy  ttoo  ffiinndd  tthhee  ppaatttteerrnnss  ((ggrraammmmaattiiccaall  ssttrruuccttuurreess  ee..gg..  wwoorrdd  oorrddeerr,,  tthhee  vveerrbb  

tteennssee,,  aaccttiivvee//ppaassssiivvee  vvooiiccee,,  eettcc..))  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

22. II  ffiinndd  tthhee  mmeeaanniinngg  ooff  aann  EEnngglliisshh  wwoorrdd  bbyy  ddiivviiddiinngg  iitt  iinnttoo  ppaarrttss  tthhaatt  II  uunnddeerrssttaanndd 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

23. WWhheenn  lleeaarrnniinngg  EEnngglliisshh,,  II  ttrryy  nnoott  ttoo  ttrraannssllaattee  wwoorrdd--ffoorr--wwoorrdd 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

24. II  mmaakkee  ssuummmmaarriieess  ooff  iinnffoorrmmaattiioonn  tthhaatt  II  hheeaarr  oorr  rreeaadd  iinn  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

25. I reduce the message and use simple expressions in English 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))----------------------------------------------------------------------------- 

26. I ask for repetition when I can’t understand what the speaker has said 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

27. I don’t use dictionary to understand unfamiliar words 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

28. I rehearse silently in English before speaking in English 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

            CCoommmmeenntt  ((iiff  aannyy))-------------------------------------------------------------------------- 

29. When I listen to oral English, I identify individual elements of the message first one by one and 

then I put them together in my mind 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

30. I repeat what I read to enhance my comprehension 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

31. II  ttrryy  ttoo  aappppllyy  wwoorrddss  oorr  ssttrruuccttuurreess  wwhhiicchh  II  hhaavvee  jjuusstt  lleeaarrnneedd  iinn  ppaarraaggrraapphhss  oorr  iinn  ccoonnvveerrssaattiioonnss 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

32. I review notes taken during class so that it helps me remember words and ideas better 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

33. In listening to taped conversation or in reading a text I take in the overall meaning without 

picking out key words 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

34. TToo  uunnddeerrssttaanndd  uunnffaammiilliiaarr  EEnngglliisshh  wwoorrddss,,  II  mmaakkee  gguueesssseess 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

35. II  uussee  ggeessttuurreess  aanndd  ffaacciiaall  eexxpprreessssiioonnss  iiff  II  ccaann’’tt  ccoommmmuunniiccaattee  hhooww  ttoo  eexxpprreessss  mmyysseellff  iinn  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 
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36. II  mmaakkee  uupp  nneeww  wwoorrddss  iiff  II  ddoo  nnoott  kknnooww  tthhee  rriigghhtt  oonneess  iinn  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

37. II  rreeaadd  tteexxttss  wwrriitttteenn  iinn  EEnngglliisshh  wwiitthhoouutt  llooookkiinngg  uupp  eevveerryy  nneeww  wwoorrdd 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

3388..  II  ttrryy  ttoo  gguueessss  wwhhaatt  tthhee  ootthheerr  ppeerrssoonn  wwiillll  ssaayy  nneexxtt  iinn  EEnngglliisshh  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

39. I try to use fillers when I cannot think of what to say in English 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

40. I guess the speaker’s intention by picking up familiar words 

              AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

41. When I listen oral English, I send continuation signals to show my understanding in order to 

avoid communication gaps 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

42. I pay attention to the speaker’s eye contact, facial expression and gestures 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

43. I try to make eye contact when I am talking in English 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

44. I do not give up easily even if the lesson gets quite hard and requires a lot of thought and/or practice 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

45. IIff  II  ccaann’’tt  tthhiinnkk  ooff  aann  EEnngglliisshh  wwoorrdd,,  II  uussee  aa  wwoorrdd  oorr  pphhrraassee  tthhaatt  mmeeaannss  tthhee  ssaammee  tthhiinngg 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

46. IIff  II  ccaann’’tt  tthhiinnkk  ooff  aann  EEnngglliisshh  wwoorrdd,,  II  uussee  aa  wwoorrdd  oorr  pphhrraassee  tthhaatt  mmeeaannss  tthhee  ssaammee  tthhiinngg 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

47. II  ttrryy  ttoo  ffiinndd  aass  mmaannyy  wwaayyss  aass  II  ccaann  ttoo  uussee  mmyy  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

48. II  nnoottiiccee  mmyy  EEnngglliisshh  mmiissttaakkeess  aanndd  uussee  tthhaatt  iinnffoorrmmaattiioonn  ttoo  hheellpp  mmee  ddoo  bbeetttteerr 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

49. II  ttrryy  ttoo  ffiinndd  oouutt  hhooww  ttoo  bbee  aa  bbeetttteerr  lleeaarrnneerr  ooff  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

5500..  II  ppllaann  mmyy  sscchheedduullee  ssoo  II  wwiillll  hhaavvee  eennoouugghh  ttiimmee  ttoo  ssttuuddyy  EEnngglliisshh  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

51. II  llooookk  ffoorr  ppeeooppllee  II  ccaann  ttaallkk  ttoo  iinn  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------------- 

52. II  llooookk  ffoorr  ooppppoorrttuunniittiieess  ttoo  rreeaadd  aass  mmuucchh  aass  ppoossssiibbllee  iinn  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

53. II  hhaavvee  cclleeaarr  ggooaallss  ffoorr  iimmpprroovviinngg  mmyy  EEnngglliisshh  sskkiillllss 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 
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54. II  ppuurrppoosseeffuullllyy  tthhiinnkk  aabboouutt  mmyy  pprrooggrreessss  iinn  lleeaarrnniinngg  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

55. I take my time to express what I want to say in English 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

56. I think first of what I want to say in my native language and then construct the English sentence 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

57. II  ttrryy  ttoo  rreellaaxx  wwhheenneevveerr  II  ffeeeell  aaffrraaiidd  ooff  uussiinngg  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

58. II  eennccoouurraaggee  mmyysseellff  ttoo  ssppeeaakk  EEnngglliisshh  eevveenn  wwhheenn  II  ffeeeell  aaffrraaiidd  ooff  mmaakkiinngg  aa  mmiissttaakkee 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

59. II  ggiivvee  mmyysseellff  aa  rreewwaarrdd  oorr  ttrreeaatt  wwhheenn  II  ddoo  wweellll  iinn  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

60. II  nnoottiiccee  iiff  II  aamm  tteennssee  oorr  nneerrvvoouuss  wwhheenn  II  aamm  ssttuuddyyiinngg  oorr  uussiinngg  EEnngglliisshh 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

61. It does not bother me to make mistakes when I speak English, even in front of others 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

62. It bothers me if I don’t understand a structure fully or a word 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

63. II  wwrriittee  ddoowwnn  mmyy  ffeeeelliinnggss  aabboouutt  llaanngguuaaggee  lleeaarrnniinngg  iinn  aa  llaanngguuaaggee  lleeaarrnniinngg  ddiiaarryy//  nnoottee  bbooookk 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

64. II  ttaallkk  ttoo  ssoommeeoonnee  eellssee  aabboouutt  hhooww  II  ffeeeell  aabboouutt  lleeaarrnniinngg  EEnngglliisshh 

              AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

                            CCoommmmeenntt  ((iiff  aannyy))-------------------------------------------------------------------------------- 

65. II  aasskk  tthhee  ssppeeaakkeerr  ttoo  ssllooww  ddoowwnn  wwhheenn  II  ccaann’’tt  uunnddeerrssttaanndd  wwhhaatt  tthhee  ssppeeaakkeerr  hhaass  ssaaiidd 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

66. II  aasskk  ootthheerrss  ttoo  ccoorrrreecctt  mmee  wwhheenn  II  ttaallkk 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

67. II  pprraaccttiiccee  EEnngglliisshh  wwiitthh  ootthheerr  ssttuuddeennttss  oorr  nnaattiivvee  EEnngglliisshh  ssppeeaakkeerrss 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))---------------------------------------------------------------------------- 

68. II  aasskk  ffoorr  hheellpp  ffrroomm  ootthheerrss  wwhheenn  II  ffaaccee  ddiiffffiiccuullttyy  iinn  lleeaarrnniinngg  EEnngglliisshh  llaanngguuaaggee 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

69. II  aasskk  qquueessttiioonnss  iinn  EEnngglliisshh  ttoo  ootthheerr  ssttuuddeennttss  oorr  EEnngglliisshh  ssppeeaakkeerrss 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

70. II  ttrryy  ttoo  lleeaarrnn  aabboouutt  tthhee  ccuullttuurree  ooff  EEnngglliisshh  ssppeeaakkeerrss 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))----------------------------------------------------------------------------- 

71. I respond in English if asked a question in English 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

72. I learn a lot by participating in small group discussions or conversations in English 

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 
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Appendix VI: BALLI Validation Form 

Dear________, 

I am currently in the process of ascertaining the face and content validity a survey questionnaire I am going 

to use collecting data for my doctoral study. My research topic is “An Exploration of Language Learning 

Beliefs and their Strategy Use of EFL Learners: the Case of Debre Markos University”. I really appreciate 

your willingness to help determine the face and content validity of my data collection instrument. 

The questionnaire will be administered to first year Debre Markos University EFL students. The main 

purpose of this study is to investigate Language Learning Beliefs and their Strategy Use of EFL Learners: 

the Case of Debre Markos University’.  

I have developed a special form for your use in commenting for the items of the BALLI. As you review the 

proposed items, please feel free to comment based up on the following criteria: 

Face Validity- Does the instrument “look like” it is measuring what it is supposed to measure? 

Content Validity- Are the items representative of concepts related the dissertation topic? 

Clarity- Is each item in the instrument clear? Is the language/wording appropriate clear? 

Other- Please make any additional suggestions you feel appropriate. 

                                      Sincerely, 

                                         Niguse Mitiku, TEFL Doctoral Student 
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11..  IItt  iiss  eeaassiieerr  ffoorr  cchhiillddrreenn  tthhaann  aadduullttss  ttoo  lleeaarrnn  aa  ffoorreeiiggnn  llaanngguuaaggee  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))---------------------------------------------------------------------------- 

22..  SSoommee  ppeeooppllee  hhaavvee  aa  ssppeecciiaall  aabbiilliittyy  ffoorr  lleeaarrnniinngg  ffoorreeiiggnn  llaanngguuaaggeess  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

33..  SSoommee  llaanngguuaaggeess  aarree  eeaassiieerr  ttoo  lleeaarrnn  tthheenn  ootthheerrss  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

44..  II  bbeelliieevvee  tthhaatt  II  wwiillll  lleeaarrnn  ttoo  ssppeeaakk  EEnngglliisshh  vveerryy  wweellll  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

55..  PPeeooppllee  ffrroomm  mmyy  ccoouunnttrryy  aarree  ggoooodd  aatt  lleeaarrnniinngg  ffoorreeiiggnn  llaanngguuaaggeess  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

66..  IItt  iiss  iimmppoorrttaanntt  ssppeeaakk  EEnngglliisshh  wwiitthh  aann  EExxcceelllleenntt  pprroonnuunncciiaattiioonn  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

77..  IItt  iiss  iimmppoorrttaanntt  kknnooww  aabboouutt  EEnngglliisshh--ssppeeaakkiinngg  ccuullttuurreess  iinn  oorrddeerr  ttoo  ssppeeaakk  EEnngglliisshh  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

88..  YYoouu  sshhoouullddnn’’tt  ssaayy  aannyytthhiinngg  iinn  EEnngglliisshh  uunnttiill  yyoouu  ccaann  ssaayy  iitt  ccoorrrreeccttllyy  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

99..  IItt  iiss  eeaassiieerr  ffoorr  ssoommeeoonnee  wwhhoo  aallrreeaaddyy  ssppeeaakkss  aa  ffoorreeiiggnn  llaanngguuaaggee  ttoo  lleeaarrnn  aannootthheerr  oonnee  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

1100..  PPeeooppllee  wwhhoo  aarree  ggoooodd  aatt  mmaatthheemmaattiiccss  oorr  sscciieennccee  aarree  nnoott  ggoooodd  aatt  lleeaarrnniinngg  ffoorreeiiggnn  llaanngguuaaggeess  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

1111..  IItt  iiss  bbeesstt  ttoo  lleeaarrnn  EEnngglliisshh  iinn  aann  EEnngglliisshh--ssppeeaakkiinngg  ccoouunnttrryy  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

1122..  II  eennjjooyy  pprraaccttiicciinngg  EEnngglliisshh  wwiitthh  tthhee  nnaattiivvee  EEnngglliisshh  ssppeeaakkeerrss  II  mmeeeett  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

1133..  IItt’’ss  oo..kk..  ttoo  gguueessss  iiff  yyoouu  ddoonn’’tt  kknnooww  aa  wwoorrdd  iinn  EEnngglliisshh  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

1144..  II  hhaavvee  ssppeecciiaall  aabbiilliittyy  ffoorr  lleeaarrnniinngg  ffoorreeiiggnn  llaanngguuaaggeess  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

1155..  IIff  ssoommeeoonnee  ssppeenntt  oonnee  hhoouurr  aa  ddaayy  lleeaarrnniinngg  aa  llaanngguuaaggee,,  hhooww  lloonngg  wwoouulldd  iitt  ttaakkee  hhiimm//hheerr  ttoo  ssppeeaakk  tthhee  

llaanngguuaaggee  vveerryy  wweellll??  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

1166..  TThhee  mmoosstt  iimmppoorrttaanntt  ppaarrtt  ooff  lleeaarrnniinngg  aa  ffoorreeiiggnn  llaanngguuaaggee  iiss  lleeaarrnniinngg  vvooccaabbuullaarryy  wwoorrddss  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

1177..  IItt  iiss  iimmppoorrttaanntt  ttoo  rreeppeeaatt  aanndd  pprraaccttiiccee  aa  lloott  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

1188..  WWoommeenn  aarree  bbeetttteerr  tthhaann  mmeenn  aatt  lleeaarrnniinngg  ffoorreeiiggnn  llaanngguuaaggeess  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 
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1199..  PPeeooppllee  iinn  mmyy  ccoouunnttrryy  ffeeeell  tthhaatt  iitt  iiss  iimmppoorrttaanntt  ttoo  ssppeeaakk  EEnngglliisshh  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

2200..  II  ffeeeell  aaffrraaiidd  ooff  ssppeeaakkiinngg  EEnngglliisshh  wwiitthh  ootthheerr  ppeeooppllee  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

2211..  IIff  bbeeggiinnnniinngg  ssttuuddeennttss  aarree  ppeerrmmiitttteedd  ttoo  mmaakkee  eerrrroorrss  iinn  EEnngglliisshh,,  iitt  wwiillll  bbee  ddiiffffiiccuulltt  ffoorr  tthheemm  ttoo  ssppeeaakk  

ccoorrrreeccttllyy  llaatteerr  oonn  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))----------------------------------------------------------------------------- 

2222..  TThhee  mmoosstt  iimmppoorrttaanntt  ppaarrtt  ooff  lleeaarrnniinngg  aa  ffoorreeiiggnn  llaanngguuaaggee  iiss  lleeaarrnniinngg  tthhee  ggrraammmmaarr  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

2233..  II  wwoouulldd  lliikkee  ttoo  lleeaarrnn  EEnngglliisshh  ssoo  tthhaatt  II  ccaann  ggeett  ttoo  kknnooww  nnaattiivvee  EEnngglliisshh  ssppeeaakkeerrss  bbeetttteerr  aanndd  tthheeiirr  

ccuullttuurreess  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))-------------------------------------------------------------------------- 

2244..  IItt  iiss  eeaassiieerr  ttoo  ssppeeaakk  tthhaann  uunnddeerrssttaanndd  aa  ffoorreeiiggnn  llaanngguuaaggee  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

2255..  IItt  iiss  iimmppoorrttaanntt  ttoo  pprraaccttiiccee  wwiitthh  ccaasssseetttteess  oorr  ttaappeess  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

2266..  LLeeaarrnniinngg  aa  ffoorreeiiggnn  llaanngguuaaggee  iiss  ddiiffffiiccuulltt  tthhaann  lleeaarrnniinngg  ootthheerr  aaccaaddeemmiicc  ssuubbjjeeccttss  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

2277..  TThhee  mmoosstt  iimmppoorrttaanntt  ppaarrtt  ooff  lleeaarrnniinngg  EEnngglliisshh  iiss  lleeaarrnniinngg  hhooww  ttoo  ttrraannssllaattee  ffrroomm  mmyy  nnaattiivvee  llaanngguuaaggee  

ttoo  EEnngglliisshh  oorr  ffrroomm  EEnngglliisshh  ttoomm  mmyy  nnaattiivvee  llaanngguuaaggee  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

2288..  IIff  II  lleeaarrnn  EEnngglliisshh  vveerryy  wweellll,,  II  wwiillll  hhaavvee  bbeetttteerr  ooppppoorrttuunniittiieess  ffoorr  aa  ggoooodd  jjoobb  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

2299..  PPeeooppllee  wwhhoo  ssppeeaakk  mmoorree  tthhaann  oonnee  llaanngguuaaggee  aarree  vveerryy  iinntteelllliiggeenntt  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

3300..  II  wwaanntt  ttoo  lleeaarrnn  ttoo  ssppeeaakk  EEnngglliisshh  wweellll  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

3311..  II  wwoouulldd  lliikkee  ttoo  hhaavvee  ffrriieennddss  wwhhoo  ssppeeaakk  EEnngglliisshh  aass  aa  nnaattiivvee  llaanngguuaaggee  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

3322..  EEvveerryyoonnee  ccaann  lleeaarrnn  ttoo  ssppeeaakk  aa  ffoorreeiiggnn  llaanngguuaaggee  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

3333..  IItt  iiss  eeaassiieerr  ttoo  rreeaadd  aanndd  wwrriittee  EEnngglliisshh  tthhaann  ttoo  ssppeeaakk  aanndd  uunnddeerrssttaanndd  iitt  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))------------------------------------------------------------------------------ 

3344..  LLaanngguuaaggee  lleeaarrnniinngg  iinnvvoollvveess  aa  lloott  ooff  mmeemmoorriizzaattiioonn  

AAPPPPRROOPPRRIIAATTEENNEESSSS??      YYeess//NNoo                CCLLEEAARR??      YYeess//NNoo  

CCoommmmeenntt  ((iiff  aannyy))-------------------------------------------------------------------------------------- 
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  Appendix VII: SSttuuddeennttss  FFooccuusseedd  GGrroouupp  IInntteerrvviieeww  QQuueessttiioonnnnaaiirreess 

1. What are the essential (s) to learn English language? 

2. What challenges do you face when learning English?  

3. Which language learning strategies you most of the time use? 

4. What is the role of English language for your academic success? 

55..  DDoo  yyoouu  tthhiinnkk  tthhee  ssttrraatteeggiieess  yyoouu  uussee  hhaavvee  bbeeeenn  aaffffeecctteedd  bbyy  yyoouurr  

((aa))  GGeennddeerr    

((bb))  LLaanngguuaaggee  pprrooffiicciieennccyy  

((cc))  AAccaaddeemmiicc  mmaajjoorr  

66..  DDoo  yyoouu  tthhiinnkk  yyoouurr  bbeelliieeffss  aabboouutt  llaanngguuaaggee  lleeaarrnniinngg  hhaavvee  bbeeeenn  aaffffeecctteedd  bbyy  yyoouurr  

((aa))  GGeennddeerr  

((bb))  LLaanngguuaaggee  pprrooffiicciieennccyy  

((cc))  AAccaaddeemmiicc  mmaajjoorr  
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Appendix VIII: Responses for Students Focused Group Interview 

Welcome students thank you very much for your cooperation for the interview. 

I kindly request you to freely and genuinely forward your opinion to the points. I am going to raise one by 

one. 

1.  What do you think are the essential points in learning foreign language? 

S1= To learn foreign language personal interest or motivation is important using that language in 

day to day communication with confidence is important. 

S2= Interest is important. Not being worried about mistakes, making practice is important. 

S3= To learn foreign language better, the learner should learn that language is widely spoken/ 

used having interest and interacting with others through that language facilitates learning. 

S4= To learn a language, there should be internal motivation. Wherever we are, we need to use 

that language. 

S5= To learn language, one should practice a lot. Attending television films, radio, reading books, 

news papers, etc. help learn foreign language. 

S6= personal interest is essential 

S7=  to learn language practice is important; If we practice a lot, we can improve much. 

S8= The essential issue in learning foreign language is teacher’s ability to attract students. As 

teachers play crucial role in making students be proficient in language, much of one’s success 

is attached to teachers’ ability. 

S9= Interest and practice are important elements to learn language. 

S10= reference materials like books, cassettes, etc are important 

2. (a) what have you found most difficult about learning English? 

(b) Which strategies have you used to help overcome these difficulties? 

S1= The most difficult thing is learning English is inability to use new words in our day to day 

communication. The culture we Ethiopians have made us not to use the language for fear of 

ridiculing by our colleagues. I try to be confidential to use English I learn whether it is 

vocabulary or any other in the actual communication 

S2= Writing is difficult as our background at lower levels is poor. 

S3= English is not difficult language but other things make it difficult, like teachers ability, lack of 

reference materials, etc. 

S4= English is not that much difficult, but the way we have been taught made us to be passive. At 

lower levels we didn’t get chances to practice the target language, hence, English becomes 

difficult for us. 

S5= Not knowing where a word needs to be used is the problem. Accenting a word properly is 

another problem. To avoid the second problem, 1 usually focus how teachers pronounce, 

listen to the media, and I sometime use dictionary. 
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S6= My problem is usually feeling afaired of speaking in front of people. And I do not know 

enough amounts of words. I am trying to think about the sentence and the message before I 

speak to know more vocabulary, I try to know ten words a day and use them. 

S7= Writing is more difficult than others, because choosing appropriate words, keeping the 

grammar, using appropriate punctuation marks, etc is challenging. To avoid such problems, 

practice is essential. 

S8= Choosing appropriate diction and forming sentence is difficult in learning English language. 

S9=Speaking is more challenging for me. I frustrate to say anything in front of my colleagues for 

fear of being ridiculed by them. I sometimes try to practice by myself assuming I’m talking to 

someone. 

S10=limited knowledge of vocabulary is difficult for me. As a solution, I try to know more 

vocabulary from dictionary. 

3. Which language learning strategies have you found most useful for learning English (key 

strategies) 

S1= Cognitive strategies such as writing new words several times and practicing the sound of 

English expressions most useful. 

S2= memory and cognitive strategies are useful as to my opinion. From these, I usually use the 

place where I saw a word to remember its meaning; I usually think of the relationship of 

what I know with the new one; I say or write English words several times, and I practice the 

sounds of English are the strategies I think useful. 

S3=I can’t judge these are useful and those are not useful. All are equally important as to my 

understanding. 

S4=Some are more useful than others. For me cognitive, memory and affective strategies are more 

useful than others. 

S5= All the strategies have their own uses for learning language. So I don’t think we can say some 

are useful and some are not. 

S6= I agree with S5 

S7= I think metacognitive strategies are crucial for they help us think about our progress in 

language learning, and other strategies can be implemented if one uses metacognitive 

strategies. 

S8= Metacognitive and compensation are important; because the former helps us to plan, monitor 

and evaluate our learning and the latter helps us fill the gap. 

S9= All the strategies are important, however; metacognitive , compensation and cognitive are 

important ones. 

S10= Metacognitive and cognitive are important strategies. 

4. What is the role of English language for your academic success? 

S1= It is important because it is an international language 
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S2= English is a medium of instruction, thus we need to know English 

S3= We learn everything in English so that we have to be keen in English 

S4= English becomes world language by which all the people around the world use to 

communicate  

S5= Every material is written in English; teachers lecture using English; thus it is important for 

our academic success. 

S6= The same as S5 

S7= The same as S5 

S8= It is important for our academic success as well as our future job success. 

S9= My answer agrees with S8 

a. S10= English is a language of international communication, diplomacy, science and 

technology, etc.  

(b) Do you think the strategies you use have been affected by your  

(a) Gender 

(b) Language proficiency 

(c) Academic major 

S1= Gender does not have any effect. Language proficiency and academic major may matter the 

strategy we use. 

S2= Gender does not have any effect on our language learning strategies use. However, language 

proficiency and academic major have effect on students strategy use. 

S3= Gender do not have any effect, however; academic major, proficiency may have influence on 

strategy choice. 

S4= Academic major may have effect on language learning strategy choice, but language 

proficiency and gender do not have any effect on strategy use. 

S5= Gender does not matter strategy choice. However, proficiency and academic major have 

many have an influence. 

S6= the same response as S5 

S7= Language proficiency has an effect on language learning strategy choice, however; academic 

major and gender have effect on language learning strategy choice 

S8= I don’t think gender, language proficiency and academic major affect language learning 

strategy choice. The practice one makes affect the learner’s strategy use and frequency but 

not the above variables. 
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S9=My response is the same as S8 

S10= Only language proficiency affects language learning strategy use, but not others. 

5. Do you think your beliefs about language learning have been affected by your 

(a) Gender 

(b) Language proficiency 

(c) Academic major 

S1= I think academic major can affect our belief about language learning but others do not affect. 

S2= Language proficiency and academic major affect the beliefs about language learning, gender, does not 

affect it. 

S3= Gender and proficiency do not affect ones beliefs about language learning, however academic major 

does. 

S4= Proficiency may affect, but others may not affect. 

S5= Academic major affect ones language learning belief; however, gender and proficiency do not affect. 

S6= I don’t think gender, proficiency and academic major have any effect on language learning beliefs. I 

feel that all these do not have any impact. 

S7= The same as S6 

S8=Proficiency and academic major may have impact but gender may not have any effect on one’s belief. 

S9=All the three do affect one’s belief 

S10= Gender may not have an effect on learner’s beliefs, however; academic major and proficiency do 

have possible impact on learners’ beliefs. 
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Appendix IX: Reading comprehension TOEFL Model Exam 

Time allowed for this section 55  

Directions: in this section you will read several passages. Each one is followed by 

several questions about it. For this section¸ you are to choose the one best answer, 

(A), (B), (C), or (D) to each question. Then, on your answer sheet, find the 

number of the question and fill in the space that corresponds to the letter of the 

answer you have chosen. 

Answer all the questions following a passage on the basis of what is stated or implied that 

passage. 

Read the following passage. 

One of the most successful communal experiments in the New World was that of the 

shakers¸ a sect that fled from England to New York state in 1774 in order to escape 

religious bigotry. In America, they adopted the name shaker, once used derisively by the 

English to describe the dance they performed when in a state of religious ecstasy. (5) At 

the movement’s peak, in the decade prior to the Civil War, there were 6,000 shakers in 

18communities throughout the eastern states. Since then, however, the Shakers have 

almost dwindled away. Today only two active Shaker communities remain, with a total 

membership of eighteen, all female. The Shakers, resigned to the death of their sect, have 

never believed that everyone could be persuaded to share (10) their beliefs. 

Example I: 

 

 

 

 

The passages states that the Shaker sect fled  from England to New York state in 1774. 

Therefore, you should have chosen answer. 

Where did the shaker movement begin? 

(A)The eastern states 

(B) The New York World 

(C) New York 

(D) England  

Sample Answer 

(A) (B) (C) (D) 
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Example II 

 

 

 

 

According to the passage only two active Shaker communities remain, with a total 

membership of 18, all female. Therefore you should have chosen answer(C). 

Now begin work on the questions. 

Questions 1-12 refer to the following passage. 

The reason for the extinction of species and for the rapid  rates of change in our 

environment are currently the focus of much scientific research. An individual species 

susceptibility to extinction depends on at least two things: the tax on (the biological 

group- kingdom, phylum, class, order, family, or genes)to which a species belongs,   (5) 

and the overall rate of environmental change. Fossil evidence shows that more mammals 

and birds become extinct than do mollusks or insects. Studies of the extinction of the 

dinosaurs and other reptiles during the cretaceous period show that a changing 

environment affects different taxa in different ways. Some may be dramatically affected, 

others less so. 

(10) The best way to answer the question of what causes an extinction is to combine 

fields of inquiry and a variety of viewpoints Using the fossil record and historical 

documentation, the different rates of the extinction of various taxa and different 

responses to environmental change can be detected.  

Then the evolutionary development of the different species can be compared, and   (15)  

reties that may be disadvantageous can be singled out. Finally researchers can use 

mathematical formulate to determine whether a populations likely to adapt itself to the 

At present, the Shakers are represented by 

(A) 6,000 worldwide members 

(B)18 active communities 

(C) two remaining all-female communities 

(D two female members  

Sample Answer 

(B) (B) (C) (D) 
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changing environment or disappears. as more of this information is collected, specialists 

in different fields- e.g. physiological and behavioral ecology, population ecology 

community ecology, evolutionary biology and systematic, bibliography,       (20) and 

paleobiology-  will work together to make predictions about the broader changes that 

might occur in the ecosystem.  

1. which of the following is the main topic of passage? 

(A) Assessment of the work of specialists concerned with ecology 

(B) A discussion of possible causes of extinction, and of ways to make 

predictions about environmental change. 

(C) The changing aspects of our environment. 

(D) A comparison of the extinctions rates of different taxa 

2. The word susceptibility in line 3 is closest in meaning to 

(A) Insensitivity 

(B) Receptiveness 

(C) Immunity  

(D) Vulnerability 

3. An example of a taxon would be 

(A) A phylum 

(B) The rate of environmental change 

(C) A fossil 

(D) Studies of extinction 

4. The author compares mammals and birds to 

(A) Mollusks and insect 

(B) Phylum and class 

(C) Dinosaurs and reptiles 

(D) Ecologists and biologists 
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5. It can be inferred from the passage that a significant event to the Grecaceous 

period was 

(A) The appearance of many taxa 

(B) The dramatic effect of the dinosaur on the environment 

(C) The extinction of birds 

(D) The extinction of dinosaur 

6. It can be inferred from the passage that dinosaurs 

(A) Included species that were mammals  

(B) Were better represented in the fossil record than other species 

(C) Possessed disadvantageous traits 

(D) Were not susceptible to extinction 

7. The word dramatically in lines 9 means  

(A) Strongly 

(B) inspiringly 

(C) flimsily 

(D) visually 

8. The word fields in line 11 is closest in meaning to 

(A) areas 

(B) meadows 

(C) studies 

(D) careers 

9. from the passage it can be inferred that disadvantageous traits are 

(A) occurring at different rates 

(B) a contributing cause of extinction 

(C) adaptable 

(D) learned by mathematical formulas 

10. The expression singled out in lines 15 is closest in meaning to 

(A) Isolated 

(B) Blamed 

(C) Seen 

(D) Divided 



277 

 

11. According  to the passage, the like hood of a population becoming extinct can be 

(A) Lessened by the efforts of a few concerned specialists 

(B) Unaffected by environmental change 

(C) Determined by mathematical formulas 

(D) Almost impossible to ascertain 

12. The word broader in line 20 is closest in meaning to 

(A) Fatter 

(B) Extra 

(C) Wider 

(D) Many 

Questions 13-23 refer to the following passage. 

The Quakers, also called the Society of Friends are a Christian group that arose in the 

mid-seventeenth century in England and the American colonies. Quakerism came into 

being in England in or around 1652, when George Fox began to organize converts to 

preach his doctrine of “God in every man.” The friends were silent at their             (5)  

meetings, waiting for the “inward light.” They believed people should sense God inside 

of themselves (without church buildings, appointed preachers, written liturgy, or many 

of the outward trappings associated with Christianity). 

The Society of friends is part of the left wing of the seventeenth-century English 

purician movements: in America, Quakers were persecuted by puritans. Quakers   (10) 

experienced much official persecution, including imprisonment and execution, for their 

belief that the worship of God should be very personal. The term “Quaker” may refer to 

their penchant for “quaking” during religious services, or it may be a derogatory 

reference to supposed Quaker cowardliness and belief in pacifism. 

Quakerism in the American colonies existed mainly in the Northeast. The             (15) 

American Quaker population surged after 1682 when Quaker William penn founded the 

state of pennsysiaas a haven for Quakers and as a “holy experiment” in religious 

toleration. Quakers were prominent and powerful in the Pennsylvania as a haven for 

Quakers and as a “holy experiment” in religious toleration. 
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(20) Quakers were prominent and powerful in the Pennsylvanian state government in the 

period before the American Revolution. During and after the revolution, friends 

concerned themselves with the plight of Native Americans. They also worked with 

escaped slaves and for the abolition of slavery. They continue to be known for their 

efforts in social reform.  

13. In which of the following publication would this passage be most likely to 

appear? 

(A) An anthology of English literature 

(B) An introductory American history book 

(C) A book about Eastern religious 

(D) A basic match textbook 

14. The word their in line 4 refers to 

(A) Trappings 

(B) Preachers 

(C) Religious services 

(D) The Friends 

15. The word persecuted in lines 9  is closest in meaning to 

(A)  Scrutinized 

(B) Lauded 

(C) Harassed 

(D) Believed 

16. Where in the passage does the author give an example of Quaker involvement in 

social issues? 

(A) Lines ____ 

(B) Lines _____ 

(C) Lines _____ 

(D) Lines _____ 
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17. Which of the following would be an example of “the put ward trapping 

associated with Christianity” referred to in lines 6-7? 

(A) Clergy 

(B) Silent, leaderless worship 

(C) Concern for social reform 

(D) The doctrine of “God in every man” 

18. It can be inferred from the passage that early Quakers experienced official 

persecution because 

(A) They were known for “quaking” during religious services. 

(B) They helped found the state of Pennsylvania 

(C) They came to American from England 

(D) Their religious beliefs were considered subversive 

19. Why does the author mention execution in lines 10? 

(A) It is an example of the persecution Quakers faced 

(B) It is an outward trapping of Christianity 

(C) This serves as an example of William Penn’s policies 

(D) Many religious were concerned with this issue. 

20. The paragraph after this passage would most likely be about 

(A) The decline of the Quaker population since world was I 

(B) The similarities and differences between Quakers and Puritans 

(C) Ways in which Quakers today show concern for others. 

(D) Social reforms enacted by Quakers during the American Revolution 

21. From the passage it can be inferred that the puritans were 

(A) Friends 

(B) Persecuted 

(C) Intolerant 

(D) Executed 
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22. The word penchant in line 12 most nearly means  

(A) Appreciation 

(B) Propensity 

(C) Disinclination 

(D) Proposition 

23. Why sis the American Quaker population surge after William penn founded 

Pennsylvania? 

(A) Pennsylvania tolerated the Quaker religion 

(B) Pennsylvania forbade religious other than Quakerism 

(C) The Pennsylvania government tried to help escaped slaves 

(D) Social reform was important to most Americans 

Questions 24-31 refer to the following passage. 

The appearance and character of a hardened lava field depend on numerous factors. 

Among the key variables are the chemical nature of the magma and  the degree of 

viscosity of the liquid rock once it begins to flow. 

Since the Ultimate nature of lava is influenced by chemical composition, it is possible 

(5)to predict certain aspects of the final appearance of the field a sample of the molten 

fluid. The main components of lava are silica and various oxides, including those of 

potassium, iron, calcium, magnesium, sodium and aluminum. Magnesium and iron 

oxides are found in high concentrations in the dark-colored basic basalt, while silica, soda 

and potash preponderate in the lighter-colored, acidic felsites rocks. 

(10) The viscosity of the liquid rock helps to determine the appearance of the burdened 

field’s surface. When it issues, the lava is red or even white-hot. It soon begins to cool, 

and the surface darkens and crusts over. In extremely viscous flows, the under part may 

yet be in motion as the surface solidifies. The crust breaks up  (15) into a mass of jagged 

blocks of rock that are carried as a tumbling, jostling mass on the surface of the slowly 

moving stream. When the stream eventually rough and difficult to traverse. On the other 

hand, highly liquid lava may harden with much smoother surfaces that exhibit ropy, 

curved, wrinkled and wavelike forms. 
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24. The degree of viscosity in newly issued lava is a critical determination of 

(A) The chemical nature of the magma 

(B) Whether the lava will be red or white hot 

(C) The ultimate nature of the hardened lava field 

(D) The viscosity of the liquid rock 

25. The chemical composition of a hardened field 

(A) Has nothing to do with the viscosity of the liquid rock 

(B) Will cause the crusting phenomena common in hardened lava 

(C) Is important in shaping the ultimate appearance of the field 

(D) Depends upon the degree of viscosity of the original liquid rock 

26. In line 11, the word issues most nearly means 

(A) Is dormant 

(B) Heats up 

(C) Traverses 

(D) Comes out 

27. Knots of surface rocks are characteristic of 

(A) All types or ultimate lava fields 

(B) The initial stage of some lava field formation 

(C) The end result of some highly viscous flows 

(D) Only highly liquid, wavelike lava forms. 

28. If the hardened lava presents a smoother, wavelike surface it is likely that. 

(A) It was not initially a highly liquid lava 

(B) It results from a highly lava 

(C) Its final  form will be rough and difficult to traverse 

(D) At issue, it was red-hot 

29. The primary function of this passage is to 

(A) Explain the primary chemical components of lava, including silica and oxides 

(B) Predict when volcanic lava will appear 

(C) Warn of the limitation of viscosity and chemical analysis 

(D) Discuss two crucial determinants of a hardened lava fields character 
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30. The word exhibit in line 18 is closest in meaning to  

(A) Give off 

(B) Put on 

(C) Show 

(D) Cause 

31. This passage would most likely appear in which type of publication? 

(A) An introductory college textbook on geography 

(B) The national events section of a local newspaper 

(C) An introductory college textbook on geology 

(D) A tourist brochure for a volcanic region. 

Questions 32-42 refer to the following passage. 

The period of the American Revolution was a time of contrasts in American fashion. In 

urban centers, women enjoyed a wide range of expression in the fashions available  to 

them, even though  shortages might force a young lady or wear an outfit made from the 

bright red uniform of her British beau. The patriots, however, tended to scorn     (5) 

fashion as frivolous in time of war. In remote area, patriotic groups led boycotts of 

British goods and loomed their own woolen cloth. 

In selecting cloths, stylish American ladies depended on “fashion babies”-foot- high  

dolls illustrating the latest Paris styles. This infatuation with the fashion trends of the 

“continent” remained intact well into the twentieth century. Indeed, even today, (10)New 

York’s fashion industry has not fully  escaped the tyranny of French design. 

Mourning garments were almost impossible to obtain since black cloth had to be 

imported from England: black arm bands were introduced as a substitute. Gauze, 

indispensable for petticoats, aprons and ladies headgear, was also in short supply. There 

was also a taste for outlandish accessories and fanciful detailing features in  (15) hats, 

elaborate buttons, and gaudily patterned  fabrics. These excesses were called “macaroni” 

and are immortalized in the song Yankee Doodle. 
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32. Which of the following is the most appropriate title for this passage? 

(A) A Revolution in Fashion 

(B) Clothing Shortage of the Revolution 

(C) Clothing styles in Revolutionary America 

(D) Conflict in the Fashion Industry 

33. The word beau in line 4 is closest in meaning to 

(A) Male friend 

(B) Husband 

(C) Father 

(D) Son 

34. Which of the following can be inferred from the passage about people’s attitudes 

toward fashion? 

(A) They varied according to political beliefs 

(B) They were determined mainly by geography 

(C) They corresponded to a person’s social standing 

(D) They were a matter of personal taste. 

35. The word loomed in line 6 is closest in meaning to 

(A) Grew bigger 

(B) Wove 

(C) Picked 

(D) Quilted 

36. What were cloths made from in rural areas? 

(A) Home-made wool 

(B) Imported British goods 

(C) Cloth stolen from the British 

(D) Gauze 

37. “Fashion babies” were 

(A) dolls for children 

(B) 12 inch figures used to display cloths 

(C) Life-sized models dressed in current styles 

(D) Illustrations from fashion magazines 
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38. The word tyranny in line 10 is closest in meaning to 

(A) Domination 

(B) Bossiness 

(C) Importance 

(D) Evilness 

39. Which of the following can best be said about the Paris fashion industry? 

(A) It has come to the forefront only recently, compared to New York. 

(B) It has long exerted a powerful influence on American fashion. 

(C) It retains its taste for gaudy, “macaroni” type excess. 

(D) It is unable to break from New York’s influence. 

40. Black armbands were worn to show 

(A) The tyranny of Paris fashions 

(B) Imported cloth from England 

(C)  Fanciful detailing 

(D) Mourning 

41. The word elaborate in line 15 is closest in meaning to 

(A) Gay 

(B) Vulgar 

(C) Intricate 

(D) Square 

42. It can be inferred from the passage that “macaroni” 

(A) Was no named because of its resemblance to the continent of Europe 

(B) Was a very short-lived and ill-conceived fashion trend 

(C) Had a more mundane applicant to petticoats and aprons 

(D) Was not the fashion style of avowed patriots. 

Questions 43-50 refer to the following passage. 

Sapphire and the slave Girl was the last novel of Willa Cather’s illustrations literary 

career. Although the story takes place in 1856 well before her own birth, she drew 

heavily on both vivid childhood memories and takes handed down by older relatives to 

describe life in rural northern Virginia in the middle of the nineteenth century. 
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(5) Of Cather’s novels, sapphire and the slave Girl is the most concerned with providing an 

overall picture of day-to-day life in a specific era, it would seem, are included in the story only 

because they are representative of the types of people found in 19th century rural Virginia: indeed, 

a few of them play no part whatsoever in the unfolding of the plot. For instance, we are 

introduced to a poor white woman, Mandy (10) Ringer, who is portrayed as intelligent and 

content, despite the fact that she has no formal education and must toil constantly in the fields. 

The title, however, accurately reflects that the novel is mainly about slavery. Cather’s attitude 

toward this institution may best be summed up as somewhat ambiguous. On the one hand, she 

displays almost total in difference to the legal and political aspects (15) of slavery when she 

misidentifies certain crucial dates in its growth and development. She never really offers a direct 

condemnation of slavery. Yet the evil that was slavery gets through to use in her typically subtle 

ways. Characters like Mrs. Blake who oppose the institution are portrayed in a sympathetic light. 

Furthermore, the suffering of the slaves themselves and the petty nasty and often cruel behavior 

of (20) the slave owners are painted in stark terms. 

43. What is the main topic of this passage? 

(A) Cather’s and anti-slavery stance 

(B) The backdrop of Cather’s last novel. 

(C) Cather’s strongly titled novel 

(D) Life in the Virginia country 

44.  The author refers to sapphire and the slave Girl as 

(A) A heroic rate of the Civil war 

(B) A sweeping epic of the old south 

(C) Using Cather’s personal recollections 

(D) A political treatise on slavery. 

45. The word vivid in line 3 is closest in meaning to 

(A) Disturbing 

(B) Buried 

(C) Forgotten 

(D) Clear 

46. What is NOT true of many Ringer? 

(A) She is a slave 

(B) She is intelligent 

(C) She is uneducated 
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(D)  She is poor 

47. In the paragraph, the author mentions Mandy Ringer in order to emphasize which point? 

(A) The novel displays Cather’s mixed feelings about slavery 

(B) The characters are based on Cather’s childhood friends. 

(C) One of the novel’s purposes was to paint a portrait of life in nineteenth century rural 

Virginia. 

(D) The novel’s characteristics are shown in a positive light because Cather was a 

supporter of the Old south. 

48. According to the author, why is Cather’s attitude toward slavery somewhat ambiguous? 

(A)  She was knowledge about the legal and political aspects of slavery 

(B) She did not denounce slavery directly. only in indirect ways. 

(C) She identified equally with slaves and slaveholder. 

(D) She was unable to fashion a firm opinion on the issue. 

49.  One can infer that the author would probably 

(A) Like Cather if the author met her 

(B) Consider the character of Mandy Ringer irrelevant to the plot 

(C) Oppose the academic study of Cather’s other novels. 

(D) Have no appreciation of the novel’s merits. 

50. Which of the following would be the best title for the passage? 

(A) Sapphire and the slave Girl: fact Versus Fiction 

(B) Willa Cather: Racist or Abolitionist? 

(C) Some comments on the final Novel of Willa Cather 

(D) Willa Cather’s Depiction of Nineteenth- century Virginians 
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Appendix X: STRUCTURE AND WRITTEN EXPRESSION TOEFL Model Exam 

             Time allowed for this section: 25 minutes. 

Directions: Structure and Written Expression Section 

This section is designed to measure your ability to recognize language that in appropriate 

for standard written English. There are two types of questions in this section with special 

directions for each type. 

PART A 

Directions: Questions 1-15 are incomplete sentences. Beneath each sentence, you will see 

four words or phrases, marked (A),(B),(C) and (D). Choose the one word or phrase that 

best completes the sentence. Then, on your answer grid, find the number of the question 

and fill in the space that corresponds to the letter of the answer you have chosen. Fill in 

the space so that the letter inside the oval cannot be seen. 

Example I: 

Geysers have often been compared to volcanoes ----- 

They both emit hot liquids from below the earth’s 

Surface. 

A) Due to 

(B)  because 

(C)  in spite of  

(D)  regardless of 

                                                                                        Sample Answer 
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(A) (B) (C) (D) 

 

 

The sentence should read, “Geysers have often been compared to volcanoes because they 

both emit hot liquids from below the earth’s surface”. Therefore, you should choose 

answer (B). 

Example II 

  During the early period of ocean navigation, ---- any  

  Need for sophisticated instruments and techniques 

(A)   So that hardly 

(B)   When there was hardly 

(C)   Hardly was 

(D)   There was hardly 

                                                                    Sample answer 

.                                                                     (A) (B) (C) (D) 

 

The sentence should read, “During the early period of ocean navigation. There was 

hardly any need for sophisticated instruments and techniques. “Therefore, you should 

choose answer (D). 

Now begin work on the questions below
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1. _____Jane has an excellent resume. She hasn’t found a job yet. 

(A)   However 

(B)  Yet 

(C)  That 

(D)  Although 

2. -------several universities that have excellent engineering schools. 

(A)  There are 

(B) The 

(C) There is a lot of 

(D) Some of 

3. Many Middle Eastern diplomats still feel   that the United States in intent ___ the 

ultimate police in the region. 

(A)   So being 

(B)   Being 

(C)   Be 

(D)   On being 

 

3. Woodrow Wilson believed the United states entry into world War I would put a _____to 

the war in months. 

(A)  To stop 

(B)  Stop 

(C)  Stopping 

(D)  Will had stopped 

4. _____of New York’s Erie Canal greatly enhanced trade in the upstate region. 

(A)  The complex 

(B)  Completing 

(C)  A completing 

(D)  The completion 
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5. A leech, after--- the skin, is best removed by the application of either salt or heat. 

(A)     it attaches itself to 

(B)    Attaching it 

(C)    its attaching to 

(D)   where it attaches to 

6. ---  east of the Mississippi River. 

(A)  Indigo was grown usually 

(B) Usually grown was Indigo 

(C) Indigo usually grown 

(D) Indigo was usually grown. 

7.  -----wrote the operetta babies in Tayland, Drawn from the childhood characters of 

Mother Goose. 

(A) That was victor Herbert who 

(B) Victor Herbert who 

(C) Since it was Victor Herbert 

(D) It was Victor Herbert who 

8. Some of the oldest and most widespread creation myths are----involving the all-giving 

“Earth Mother.” 

(A)  those 

(B)  them 

(C)  they 

(D)  Their 

9. In-----, compact disc technology has made record albums almost obsolete. 

(A) The decade from 

(B) The decade since 

(C) The past decade 

(D) Decade ago the 
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10. In the first few months of life, an infant learns how to lift its head, smile, and ----. 

(A)  Parents to recognize 

(B)  recognize its parents 

(C)  recognizing its parents 

(D)  the recognizing of its parents 

11. Juana Inez de la Cruz ------Mexico’s greatest female poet. 

(A)  Considered 

(B)  Considered to be 

(C)  Is considered to be 

(D)  Is consideration 

12. Because the metal mercury----- in direct proportion to temperature, it was once used as 

the indicator in common thermometers. 

(A) Is expanding 

(B) Expands 

(C) Is expanded 

(D) Expanded 

13. ------   what is now San Salvador, Christopher Columbus believed that he had found 

Japan. 

(A) He reached 

(B) When did he reach 

(C) Having reached 

(D) Whether he reached 

14. The principal purpose of aviation medicine is -----by people aboard an aircraft in flight. 

(A) To study the stress experienced 

(B) Study the experienced stress 

(C) To study stress experiencing 

(D) Study the stress experience 
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PPAARRTT  BB  

DDiirreeccttiioonnss::    iinn  qquueessttiioonnss  66--4400,,  eeaacchh  sseenntteennccee  hhaass  ffoouurr  uunnddeerrlliinneedd  wwoorrddss  oorr  

pphhrraasseess..  TThhee  ffoouurr  uunnddeerrlliinneedd  ppaarrtt  ooff  tthhee  sseenntteennccee  aarree  mmaarrkkeedd  ((AA)),,  ((BB)),,  ((CC)),,  aanndd  

((DD))..  IIddeennttiiffyy  tthhee  oonnee  uunnddeerrlliinneedd  wwoorrdd  oorr  pphhrraassee  tthhaatt  mmuusstt  bbee  cchhaannggeedd  iinn  oorrddeerr  

ffoorr  tthhee  sseenntteennccee  ttoo  bbee  ggrraammmmaattiiccaallllyy  ccoorrrreecctt..  TThheenn,,  oonn  yyoouurr  aannsswweerr  ggrriidd,,  ffiinndd  

tthhee  nnuummbbeerr  ooff  tthhee  qquueessttiioonn  aanndd  ffiillll  iinn  tthhee  ssppaaccee  tthhaatt  ccoorrrreessppoonnddss  ttoo  tthhee  lleetttteerr  

ooff  tthhee  aannsswweerr  yyoouu  hhaavvee  cchhoosseenn..  

EExxaammppllee  11::  

ee  sseenntteennccee  sshhoouulldd  rreeaadd,,  ““GGuuppppiieess  aarree  ssoommeettiimmeess  ccaalllleedd  rraaiinnbbooww  ffiisshh  bbeeccaauussee  ooff  

tthhee  mmaalleess  bbrriigghhtt  ccoolloorrss..””TThheerreeffoorree::  yyoouu  sshhoouulldd  cchhoooossee  ((BB))..  

EExxaammppllee  IIII..  

TThhee  sseenntteennccee  sshhoouulldd  rreeaadd,,””SSeerrvviinngg  sseevveerraall  tteerrmmss  iinn  CCoonnggrreessss,,  SShhiirrlleeyy  CChhiisshhoollmm  

bbeeccaammee  aann  iimmppoorrttaanntt  UUnniitteedd  ssttaatteess  ppoolliittiicciiaann..””TThheerreeffoorree,,  yyoouu  sshhoouulldd  cchhoooossee  

aannsswweerr  ((AA))  

NNooww  bbeeggiinn  wwoorrkk  oonn  tthhee  qquueessttiioonn  

  

    GGuuppppiieess  aarree  ssoommeettiimmeess  ccaallll  rraaiinnbbooww  ffiisshh  bbeeccaauussee  ooff  tthhee    

                                AA                                            BB                                                              CC  

  MMaalleess’’  bbrriigghhtt  ccoolloorrss..  

    DD  

                                                                                                                                                  SSaammppllee  aannsswweerr  

((AA))  ((BB))  ((CC))  ((DD))  

SSeerrvviinngg  sseevveerraall  tteerrmm  iinn  CCoonnggrreessss,,  SShhiirrlleeyy  CChhiisshhoollmm  

                                AA                                            BB                                                              CC  

  BBeeccaammee  aann  iimmppoorrttaanntt  uunniitteedd  ssttaatteess  ppoolliittiicciiaann..  

    DD  

                                                                                                                          SSaammppllee  aannsswweerr  

                                                                                                                    ((AA))        ((BB))    ((CC))    ((DD))  
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1166..  TThhee  ddwwaarrff  lleemmoonn  ttrreeee,,  ggrroowwnn  iinn  mmaannyy  aarreeaass  ooff  tthhee  wwoorrlldd,,  bbeeaarrss  ffrruuiitt  wwhheenn  iitt  iiss  

                                                                                        AA                                                                                                                  BB  

                ffeewweerr  tthhaann  ssiixx  iinncchheess  iinn  hhiigghh..  

                                      CC                                                        DD  

1177..  TThhee  bbrraaiinn  iiss  ccoommppoosseedd  ooff  aa  mmaassss  ooff  ssooffttllyy  ggrraayy  mmaatttteerr  iinn  tthhee  sskkiillll  tthhaatt    

                  AA                                                                                                        BB                        CC                                                        DD  

            ccoonnttrroollss  oouurr  iinntteelllliiggeennccee..  

  

1188..    PPoolllluutteerr  iiss  aa  ttooppiicc  ooff  ssuucchh  iimmppoorrttaannccee    ttooddaayy  tthhaatt  eevveenn  eelleemmeennttaarryy  sscchhooooll  

                  AA                                            BB  

              cchhiillddrreenn  aarree  wweellll  iinnffoorrmmeedd  aabboouutt  iittss    ddaannggeerrss..  

                                                                CC                              DD    

  1199..  BBeesstt  rreepprreesseenntteedd  iinn  aa  ffaammoouuss  ooiill  ppaaiinnttiinngg  bbyy  ddaa  VViinnccii,,  TThhee  llaasstt  SSuuppppeerr  iitt  iiss  aann  

                  AA                                              BB                                                                                                                  CC                                            

          iimmppoorrttaanntt  ppaarrtt  ooff  tthhee  hhiissttoorryy  ooff        CChhrriissttiiaanniittyy  

                                                                          DD  

2200..  TTooggeetthheerr  wwiitthh  hhiiss  ffrriieenndd  LLiittttllee  JJoohhnn..  RRoobbiinn  HHoooodd  aarree  ffoonnddllyy  rreemmeemmbbeerreedd  ttoo  ddaayy  

                                                  AA                                                                                                                BB              CC                      DD  

bbyy  mmiilllliioonnss  ooff  ppeeooppllee..  

2211..  IInn  VVeerrmmoonntt,,  tthhee  ssaapp  tthhee  mmaappllee  ttrreeee  iiss  tthhee    PPrriimmaarryy  iinnggrreeddiieenntt  iinn  pprroodduucciinngg          

mmaappllee    ssyyrruupp..                                            AA                              BB                                CC                                                          DD  

  

2222..  AAfftteerr  ttoo  hhaavvee  wwoonn  tthhee  11994455  PPuulliittzzeerr  pprriizzee  ffoorr  AA  BBeellll  ffoorr  AAddaannoo,,  JJoohhnn  HHeerrsseeyy    

                                      AA                BB                                                                          

  wwrroottee  aa  nnoonnffiiccttiioonn  bbooookk  aabboouutt  tthhee  bboommbbiinngg  ooff  JJaappaann..  

        CC                                                                    DD  

2233..  TThhee  ssmmaalllleesstt  hhuummmmiinnggbbiirrddss  bbeeaatt  tthheeiirr  wwiinnggss  7700  ttiimmeess  aa  sseeccoonndd  aanndd  aarree  aabboouutt  

                                                    AA                                                            BB                CC                          

                ttwwoo  iinncchheedd  lloonngg..  

                                    DD  

2244..  QQuuaalliittyy,,  pprriiccee,,  aanndd  llooccaatteedd  aarree  oofftteenn    ccoonnssiiddeerreedd  ttoo  bbee  tthhee  pprriimmaarryy  ccoonncceerrnnss  

                                                                                  AA            BB                                                                  CC          

                iinn  bbuuyyiinngg  aa  hhoouussee..  

                            DD  

2255..  TThhee  nnaammee  ““AAmmeerriiccaa””  ccoommeess  ooff  AAmmeerriiggoo  VVeessppuuccccii,,  wwhhoo  wwaass  aa  1166tthh--  

                                  AA                                            BB                                                                                    CC  

              CCeennttuurryy  IIttaalliiaann  eexxpplloorreerr..  

                                                              DD  
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2266..      MMaarriiee  CCuurriiee  wwoonn  ttwwoo  NNoobbeell  pprriizzeess  ffoorr    TThheeiirr  ddiissccoovveerriieess  ooff  rraaddiiooaaccttiivviittyy  aanndd  

                                                          AA                                                                              BB                                                            CC  

              RRaaddiiooaaccttiivvee  eelleemmeennttss..    

                            DD  

2277..  TThhee  ddeevveellooppiinngg  ooff  tthhee  ssuubbmmaarriinnee  wwaass  hhiinnddeerreedd  bbyy  tthhee  llaacckk  ooff  aa  ppoowweerr  ssoouurrccee  

                                                AA                                                                                                                      BB                                              CC                                                      

            TThhaatt  ccoouulldd  pprrooppeell  aann  uunnddeerrwwaatteerr  vveesssseell..  

                                            DD  

2288..  AAlltthhoouugghh  hhuummaannss  hhaavvee  hhiigghhllyy  ddeevveelloopp      bbrraaiinnss,,  mmoosstt  aanniimmaallss  hhaavvee  mmoorree  aaccuuttee  

                                                                                                                    AA                                                BB                                                              CC                                        

              sseennsseess  tthhaann  tthheemm..  

                                            DD  

2299..  TThhee  mmoovveemmeenntt  ooff  tthhee  ssttaarrss  wwaass  ffiirrsstt  nnoottiicceedd  bbyy  eeaarrllyy  ttrraavveelleerrss,,  wwhhoo  uusseedd  tthhee  

                                                                                    AA                                                                            BB                                        CC        

          ssttaarrss  ttoo  gguuiiddee  iittss  wwaayy  aaccrroossss  tthhee  sseeaa..  

                                                        DD  

3300..TThhoossee  wwhhoo  hhaavvee  sseeeenn  wwhhaatt  iiss  bbeelliieevveedd  ttoo  bbee    NNooaahh’’ss  AArrkk  ssaayy  iitt  iiss  tthhee  llaarrggeesstt    

                                AA                                              BB                                                CC                                                                                    DD  

            tthhaann  aa  mmooddeerrnn  bbaattttlleesshhiipp..  

  

3311..IItt  iiss  iimmpplliicciitt  iinn  tthhee  CCoonnssttiittuuttiioonn  ooff  tthhee  UUnniitteedd  SSttaatteess  tthhaatt  eevveerryyoonnee  hhaass  aa  rriigghhtt  ttoo  

                          AA                                                                                                                                                    BB                                                      CC                                      

            tthheeiirr  pprriivvaaccyy..  

                DD  

3322..  AAlltthhoouugghh  sscciieennttiissttss  hhaavvee  bbeeeenn  ssuucccceessssffuull    AAbboouutt  ffiinnddiinngg  ttrreeaattmmeennttss  ffoorr  ccaanncceerr,,    

                                                                                              AA                                                                  BB                                                                                                        

    tthheeyy    HHaavveenn’’tt  yyeett  ddiissccoovveerreedd  aa  ccuurree..  

                            CC                                                                  DD  

3333..  IInn  tthhee  1188tthh  cceennttuurryy,,  ssttaannddaarrdd  ccoolllleeggee    CCuurrrriiccuullaa  iinncclluuddeedd  aa  hheeaavvyy  eemmpphhaassiiss  oonn  

                                                                                                                                                                              AA                                              BB  

          CCllaassssiiccaall  mmaatthheemmaattiiccss,,  aanndd  rreelliiggiioonn..  

                        CC                                                                              DD  

3344..  AAss  tthhee  nnuummbbeerreedd  ooff  nnoonnnnaattiivvee  ssppeeaakkeerr  rriisseess,,  tthhee  ddeemmaanndd  ffoorr  tteeaacchheerrss  ooff  EEnngglliisshh  

                AA                          BB                                                                                                                                            CC  

        AAss  aa  sseeccoonndd  llaanngguuaaggee  iinnccrreeaasseess....  

                                                                                        DD  

3355..  TThheerree  iiss  mmuucchh  bbiirrdd  mmiiggrraattiioonn  aabboovvee  tthhee      eeqquuaattoorr,,  wwhheerree  tthhee  ppoollee  ssttaatt  ccaann  bbee    

                                              AA                                                                                                                            BB  

        sseeeenn,,  tthhaann  bbeellooww  tthhee  eeqquuaattoorr,,  wwhheerree  iitt  ccaannnnoott  bbee        sseeeenn..  

                                                  CC                                  DD              
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3366..      AAlltthhoouugghh  mmoosstt  ppeeooppllee  bbeelliieevvee  tthhaatt    ddiiaammoonnddss  aarree  tthhee  ccoossttlliieesstt  ggeemmss,,  eemmeerraallddss    

                                                        AA                                                                                                                                    BB                                                            

              AArree  aaccttuuaallllyy  tthhee  vvaalluuaabblleesstt..    

                                  CC                                      DD  

  

3377..  IInn  tthhee  ssuummmmeerr,,  AAnnnn  AArrbboorr,,  aalloonngg  wwiitthh          YYppssiillaannttii,,  SSaalliinnee,,  aanndd  PPoonnttiiaacc  aarree    

                                    AA                                                                                                                                                                                                    BB                                        

            ffllooooddeedd  wwiitthh  rruunnaawwaayyss  fflleeeeiinngg  tthhee  bboorreeddoomm  ooff  tthheeiirr  lliivveess  iinn  CCiinncciinnnnaattii  aanndd  iittss  

ssuubbuurrbbss..                                                                      CC                                                                                                                                                      DD  

                                                                                                                                                                                                                      

3388..  AA  rreecceenntt  aarrttiiccllee  iinn  TThhee  NNeeww  YYoorrkk  TTiimmeess  rreeppoorrtteedd  tthhaatt  tthhee  ttyyppiiccaall  bbuussiinneessss    

      ggrraadduuaattee  ooff  11999900  iiss  lleessss  lliikkeellyy  ttoo  bbee  wwiilllliinngg    ttoo  wwoorrkk    lloonngg  hhoouurrss  ffoorr  tthhee  ssaakkee  ooff                                   

                                                                                AA                                          BB                                                                                                        CC  

    aaddvvaannccee  tthhaann  tthheeiirr  11997700  ccoouunntteerrppaarrttss..  

                                                    DD  

3399..  TThhee  ddiieettaarryy  hhaabbiittss  ooff  aa  ggiivveenn  cchhiilldd  oofftteenn  hhaass  lliittttllee  ttoo  ddoo  wwiitthh  tthhaatt  cchhiilldd’’ss  eeaattiinngg  

                                                                              AA                                                              BB                                                        CC        

          HHaabbiittss  aass  aann  aadduulltt..  

                                                        DD      

4400..  OOnnee  ooff  tthhee  ccllaaiimmss  mmaaddee  aaggaaiinnsstt  sscciieennccee  iiss    tthhaatt  ddaattaa  aarree  oofftteenn  mmaanniippuullaatteedd    

                                                                                                                                                            AA  

              ttoo  pprroovvee  aa  sscciieennttiisstt’’ss  tthheessiiss,,  rraatthheerr  tthhaann  ssttuuddyyiinngg  iitt  ffoorr  ppoossssiibbllee  ccoonnttrraaddiiccttiioonnss..  

                              BB                                                                                                                          CC                                                                              DD  

  

                            

                

                          

  

  

  

  

  

  

  

  

  

  



296 

 

          Appendix XI: Listening Skills TOEFL Model Exam 

IInn  tthhiiss  tteesstt  yyoouu  wwiillll  hhaavvee  aann  ooppppoorrttuunniittyy  ttoo  ddeemmoonnssttrraattee  yyoouurr  aabbiilliittyy  ttoo  uunnddeerrssttaanndd  ssppookkeenn  

EEnngglliisshh..  TThheerree  aarree  ttwwoo  ppaarrss  iinn  tthhiiss  tteesstt,,  wwiitthh  ssppeecciiaall  ddiirreeccttiioonnss  ffoorr  eeaacchh  ppaarrtt..  

PPaarrtt  AA  

DDiirreeccttiioonnss::  ffoorr  eeaacchh  qquueessttiioonn  iinn  ppaarrtt  AA,,  yyoouu  wwiillll  hheeaarr  aa  sshhoorrtt  ssttaatteemmeenntt..  TThhee  ssttaatteemmeennttss  wwiillll  

bbee  ssppookkeenn  jjuusstt  oonnee  ttiimmee..  TThheeyy  wwiillll  nnoott  bbee  wwrriitttteenn  oouutt  ffoorr  yyoouu,,  aanndd  yyoouu  mmuusstt  lliisstteenn  ccaarreeffuullllyy  

ttoo  uunnddeerrssttaanndd  wwhhaatt  tthhee  ssppeeaakkeerr  ssaayyss..  

AAfftteerr  yyoouu  hheeaarr  aa  ssttaatteemmeenntt,,  rreeaadd  tthhee  ffoouurr  sseenntteenncceess  iinn  yyoouurr  tteesstt  bbooookk,,  mmaarrkkeedd  AA,,  BB,,  CC  aanndd  

DD,,  aanndd  ddeecciiddee  wwhhiicchh  oonnee  iiss  cclloosseesstt  iinn  mmeeaanniinngg  ttoo  tthhee  ssttaatteemmeennttss  yyoouu  hheeaarrdd..  TThheenn  oonn  yyoouurr  

aannsswweerr  sshheeeett,,  ffiinndd  tthhee  nnuummbbeerr  ooff  tthhee  qquueessttiioonn  aanndd  wwrriittee  tthhee  lleetttteerr  ooff  tthhee  aannsswweerr  yyoouu  hhaavvee  

cchhoosseenn  iinn  tthhee  ssppaaccee  pprroovviiddeedd..  

EExxaammppllee  II  

YYoouu  wwiillll  hheeaarr::  

YYoouu  wwiillll  rreeaadd::    AA..  JJoohhnn  ddooeess  bbeetttteerr  iinn  hhiiss  ssttuuddiieess  tthhaann  JJaammeess  

                                              BB..  JJaammeess  iiss  bbiiggggeerr  tthhaann  hhiiss  bbrrootthheerr  JJoohhnn..  

                                              CC..  JJoohhnn  hhaass  oonnllyy  oonnee  bbrrootthheerr..  

                                              DD..  TThhee  tteeaacchheerr  lliikkeess  JJaammeess  bbeetttteerr  tthhaann  JJoohhnn..  

SSeenntteennccee  AA  ““JJoohhnn  ddooeess  bbeetttteerr  iinn  hhiiss  ssttuuddiieess  tthhaann  JJaammeess..””  MMeeaannss  mmoosstt  nneeaarrllyy  tthhee  ssaammee  aass  

tthhee  ssttaatteemmeenntt  ““JJoohhnn  iiss  aa  bbeetttteerr  ssttuuddeenntt  tthhaann  hhiiss  bbrrootthheerr  JJaammeess..””  TThheerreeffoorree,,  yyoouu  sshhoouulldd  

cchhoooossee  aannsswweerr  AA..  

EExxaammppllee  IIII  

YYoouu  wwiillll  hheeaarr..  

YYoouu  wwiillll  rreeaadd::        AA..  TThhee  ttrraaffffiicc  iissnn’’tt  bbaadd  ttooddaayy  

                                                  BB..  TThhee  ttrruucckkss  wweeiigghh  aa  lloott..  

                                                  CC..  TThheerree  aarree  aa  lloott  ooff  ttrruucckkss  oonn  tthhee  hhiigghh  wwaayy  

                                                  DD..  TThhee  hhiigghhwwaayy  hhaass  bbeeeenn  cclloosseedd  ttoo  hheeaavvyy  ttrruucckkss..  

SSeenntteennccee  CC  ““tthheerree  aarree  aa  lloott  ooff  ttrruucckkss  oonn  tthhee  hhiigghh  wwaayy..””  IIss  cclloosseett  iinn  mmeeaanniinngg  ttoo  tthhee  sseenntteennccee  

““TThhee  ttrruucckk  ttrraaffffiicc  oonn  tthhiiss  hhiigghhwwaayy  iiss  ssoo  hheeaavvyy  II  ccaann  bbaarreellyy  sseeee  wwhheerree  II’’  mm  ggooiinngg..””  TThheerreeffoorree,,  

yyoouu  sshhoouulldd  cchhoooossee  aannsswweerr  CC..    
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11..  AA..  TThhee  ppaattiieenntt  ttoolldd  tthhee  ddooccttoorr  tthhaatt  hhee  ddiiddnn''tt  lliikkee  mmiillkk..    

BB..  TThhee  ddooccttoorr  ppaaiidd  ffoorr  hhiiss  mmiillkk..    

CC..  TThhee  ddooccttoorr  ddooeessnn''tt  ddrriinnkk  mmuucchh  mmiillkk..    

DD..  TThhee  ddooccttoorr  ttoolldd  tthhee  ppaattiieenntt  tthhaatt  hhee  sshhoouullddnn''tt  ddrriinnkk  mmiillkk..    

22..  AA..  II  ddoonn''tt  mmiinndd  iiff  yyoouu  hheellpp  mmee..    

BB..  CCoouulldd  yyoouu  hheellpp  mmee  ccaarrrryy  tthheessee  bbooookkss??    

CC..  PPlleeaassee  rreemmiinndd  mmee  ttoo  rreeaadd  tthhiiss  bbooookk..    

DD..  DDoo  yyoouu  hhaavvee  aa  hheeaavvyy  ccoouurrssee  llooaadd  tthhiiss  tteerrmm??    

33..  AA..  RRoossee  lleefftt  tteeaacchhiinngg  ttoo  wwoorrkk  ffoorr  aa  ddrruugg  ccoommppaannyy..    

BB..  RRoossee  mmiisssseess  hheerr  ffrriieenndd  ssiinnccee  sshhee  ggoott  aa  nneeww  jjoobb..    

CC..  RRoossee  ddooeessnn''tt  kknnooww  wwhhoo  wwiillll  tteeaacchh  CChheemmiissttrryy..    

DD..  RRoossee''ss  ccoommppaannyy  ddooeessnn''tt  hhaavvee  aa  cchheemmiisstt  ttoo  tteesstt  nneeww  ddrruuggss..    

44..  AA..  TThhee  mmaann  wwaannttss  ttwwoo  ppiieecceess  ooff  mmeeaatt..    

BB..  TThhee  ggrroouupp  wwiillll  mmeeeett  aatt  ttwwoo  oo''cclloocckk..    

CC..  TThheerree  wwiillll  bbee  ttwwoo  sswwiimm  mmeeeettss..    

DD..  SSoommeeoonnee  eellssee  wwiillll  mmeeeett  iitt,,  ttoooo..    

55..  AA..  DDoo  yyoouu  tthhiinnkk  yyoouu''1111  ggeett  hhuunnggrryy??    

BB..  YYoouu  sshhoouulldd  cchheeww  yyoouurr  ssaannddwwiicchh  wweellll..    

CC..  II  hhaavvee  ssoommee  ffoooodd  iinn  ccaassee  yyoouu  bbeeccoommee  hhuunnggrryy..    

DD..  II''mm  hhuunnggrryy  eevveenn  tthhoouugghh  II  aattee  aa  lloott..    

66..  AA..  AArree  tthhee  aappaarrttmmeennttss  ffaarr  aawwaayy??    

BB..  WWhhyy  nnoott  rreenntt  aann  aappaarrttmmeenntt  ffrroomm  uuss??    

CC..  RReennttss  aarree  eexxppeennssiivvee  aarroouunndd  hheerree..    

DD..  HHoouussiinngg  ccoossttss  aarree  vvaarriiaabbllee  iinn  tthhiiss  aarreeaa,,    

  

  

  

  

  

  

  

  

  

  

  

  

  
::..,,~~..    
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77..  AA..  MMyy  ffrriieennddss  oofftteenn  aarrgguuee  oovveerr  ppoolliittiiccss..    

BB..  PPeeooppllee  tteenndd  ttoo  aarrgguuee  mmoorree  iinn  hhoott  wweeaatthheerr..    

CC..MMyy  ffrriieennddss  aarree  llooookkiinngg  ffoorr  aa  ggoooodd  ddiissccuussssiioonn  ttooppiicc..    

DD..WWee  aallll  kknnooww  wwhhiicchh  ppoolliittiicciiaann  ttoo  ppiicckk..    

88  AA..  CChhaarrlliiee  hhaassnn''tt  ffiinniisshheedd  sseewwiinngg  tthhee  ccllootthheess..    

BB..YYoouu  aanndd  CChhaarrlliiee  ddiiddnn''tt  ggeett  ggoooodd  ggrraaddeess..    

CC..IItt''ss  ttoooo  bbaadd  CChhaarrlliiee  ccoouullddnn''tt  ggoo  ffiisshhiinngg..    

DD..CChhaarrlliiee  wwaassnn''tt  qquuiittee  aabbllee  ttoo  ccoommpplleettee  sscchhooooll..    

99  AA..  AAfftteerr  bbuuyyiinngg  tthhee  sshhiirrtt,,  EEddwwaarrdd  ttrriieedd  iitt  oonn..    

BB..  EEddwwaarrdd  wwaass  ttoooo  ttiirreedd  ttoo  sshhoopp  ffoorr  aa  sshhiirrtt..    

CC..  EEddwwaarrdd  ggoott  ssoommeetthhiinngg  oonn  hhiiss  nneeww  sshhiirrtt..    

DD..  WWhheenn  hhee  ppuutt  tthhee  sshhiirrtt  oonn,,  EEddwwaarrdd  lliikkeedd  iitt..    

1100..AA..  MMyy  ppiiccttuurreess  aarree  aallssoo  ooff  CCaalliiffoorrnniiaa..    

BB..  DDoorriiss  wwoouulldd  lliikkee  ttoo  sseeee  yyoouurr  ppiiccttuurreess  aass  wweellll  aass  mmiinnee..    

CC..WWee''dd  bbootthh  lliikkee  ttoo  sseeee  yyoouurr  ppiiccttuurreess..    

DD..WWee''rree  llooookkiinngg  ffoorrwwaarrdd  ttoo  oouurr  ttrriipp  ttoo  CCaalliiffoorrnniiaa..    

1111..AA..  HHeennrryy  wwiillll  wwaanntt  tthheemm  ttoommoorrrrooww..    

BB..  II  ccaann''tt  iimmaaggiinnee  hhooww  HHeennrryy  wwiillll  ddoo  iitt..    II''    

cc..  HHeennrryy  pprroobbaabbllyy  wwoonn’’tt  wwaanntt  mmyy  nnootteess..    

DD..  II  ddoonn''tt  tthhiinnkk  HHeennrryy  hhaass  aa  ggoooodd  iimmaaggiinnaattiioonn..    

1122..AA..  OOnnee  ppeerrssoonn  wwaass  aabbsseenntt..''    

BB..  EEvveerryyoonnee  wwaass  pprreesseenntt  ttoo  ttaakkee  tthhee  tteesstt..    

CC..  HHee  mmiisssseedd  oonnee  tteesstt  wwhheenn  hhee  wwaass  aabbsseenntt..    

DD..  TThhee  tteesstt  llaasstteedd  mmoorree  tthhaann  aa  ssiinnggllee  ddaayy..    

1133..AA..  MMaayy  bbee  yyoouu  ccoouulldd  ffiinndd  aa  nneeww  bbooaatt  oonn  ssaallee..    

BB..  AA  ssaaiillbbooaatt  ttooookk  ffiirrsstt  ppllaaccee  iinn  tthhee  rraaccee..    

      CC..YYoouu  wwiillll  hhaavvee  ttoo  ppaayy  tthhee  ffuullll  pprriiccee  ffoorr  aa  nneeww  bbooaatt..    

            DD..WWhhooeevveerr  wwIITT11SS  tthhee  rraaccee  ggeettss  aa  nneeww  bbooaatt..    

          1144..  AA..  TThhee  pprreessiiddeenntt  ssppookkee  ffoorr  mmoorree  tthhaann  ffoouurr  hhoouurrss..    

              BB..  TThhee  pprreessiiddeenntt''ss  pprreevviioouuss  ssppeeeecchheess  wweerree  sshhoorrtteerr..    

              CC..  TThhee  pprreessiiddeenntt  wwaass  ssttiillll  ttaallkkiinngg  bbeeffoorree  tthhee  ggrroouupp..    

              DD..  TThhee  pprreessiiddeenntt  ssppookkee  lloouuddeerr  tthhaann  aannyy  pprreevviioouuss  pprreessiiddeenntt..    
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              1155..  AA..  SSoommee  ppeeooppllee  ssttiillll  ccaann''tt  ssttaanndd  ttoo  ttrraavveell  bbyy  aaiirr..    

                          BB..  TThhee  oolldd  aaiirrppoorrtt  bbuuiillddiinngg  iiss  ssttiill  ssttaannddiinngg..    

                          CC..  PPllaanneess  wweerreenn''tt  aabbllee  ttoo  ffllyy  iinn  tthhee  ssttoorrmm..    

                          DD..  TThhee  ssuupppplliieess  wweerree  bbrroouugghhtt  iinn  bbyy  ppllaannee..    

                      1166..AA..  CCaann  yyoouu  hheeaarr  wwhhaatt  hhee  ssaayyss??    

                              BB..  WWhhaatt  aarree  tthhee  cceennssuuss  rreessuullttss??    

                  CC..DDoo  yyoouu  kknnooww  tthhee  sseeqquueennccee??    

                              DD..AArree  yyoouu  aawwaarree  ooff  wwhhaatt  ccoouulldd  hhaappppeenn??    

                      1177..  AA..  IItt  ccaannnnoott  bbee  rreeppaaiirreedd..    

                                  BB..  IItt  ddooeessnn''tt  nneeeedd  rreeppaaiirriinngg..    

                                  CC..  IItt  iiss  ggooiinngg  ttoo  bbee  rreeppaaiirreedd..    

                                    DD..  IItt  hhaass  aallrreeaaddyy  bbeeeenn  rreeppaaiirreedd..    

                    1188..  AA..  TThhee  ppeerrffoorrmmaannccee  wwaass  wweellll  rreecceeiivveedd..    

                                BB..  TThhee  ssttuuddeennttss  ggoott  ssoommee  nneewwssppaappeerrss..    

                                CC..  TThhee  ssttuuddeennttss  wweerree  iinntteerrvviieewweedd..    

                                DD..  TThhee  ccoonncceerrtt  ddrreeww  aa  ggoooodd  ccrroowwdd..    

                    1199..  AA..  HHee  mmuusstt  aacccceepptt  tthhee  ttrruutthh..    

                                BB..  HHiiss  ccaassee  hhaass  bbeeeenn  aaffffeecctteedd..    

                                CC..  HHee  hhaass  aallll  tthhee  iinnffoorrmmaattiioonn..    

                                DD..  HHiiss  ffaaccttss  aarree  ffaallssee..    

                    2200..    AA..  LLeesstteerr  uusseedd  ttoo  ssttuuddyy  vveerryy  hhaarrdd..    

                                  BB..  LLeesstteerr  ddooeessnn''tt  ffiinndd  iitt  ddiiffffiiccuulltt  ttoo  ssttuuddyy,,    

                                  CC..  LLeesstteerr  iiss  aaccccuussttoommeedd  ttoo  ssttuuddyyiinngg  lleessss..    

                                      DD..  LLeesstteerr  iissnn''tt  ssttuuddyyiinngg  aass  mmuucchh  aass  hhee  uusseedd;;  ttoo..    
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PPaarrtt  BB  

DDiirreeccttiioonnss::  IInn  ppaarrtt  BB  yyoouu  wwiillll  hheeaarr  sshhoorrtt  ccoonnvveerrssaattiioonnss  bbeettwweeeenn  ttwwoo  

ssppeeaakkeerrss..  AAtt  tthhee  eenndd  ooff  eeaacchh  ccoonnvveerrssaattiioonn,,  aa  tthhiirrdd  vvooiiccee  wwiillll  aasskk  aa  qquueessttiioonn  

aabboouutt  wwhhaatt  wwaass  ssaaiidd..  TThhee  qquueessttiioonn  wwiillll  bbee  ssppookkeenn  jjuusstt  oonnee  ttiimmee..  AAfftteerr  yyoouu  

hheeaarr  aa  ccoonnvveerrssaattiioonn  aanndd  tthhee  qquueessttiioonn  aabboouutt  iitt,,  rreeaadd  tthhee  ffoouurr  ppoossssiibbllee  

aannsswweerrss  iinn  yyoouurr  tteesstt  bbooookk  aanndd  ddeecciiddee  wwhhiicchh  oonnee  iiss  tthhee  bbeesstt  aannsswweerr  ttoo  tthhee  

qquueessttiioonn  yyoouu  hheeaarrdd..  TThheenn  oonn  yyoouurr  aannsswweerr  sshheeeett,,  ffiinndd  tthhee  nnuummbbeerr  ooff  tthhee  

qquueessttiioonn  aanndd  wwrriittee  tthhee  lleetttteerr  ooff  tthhee  aannsswweerr  yyoouu  hhaavvee  cchhoosseenn  iinn  tthhee  ssppaaccee  

pprroovviiddeedd..    

EExxaammppllee    

YYoouu  wwiillll  hheeaarr::    

YYoouu  wwiillll..  rreeaadd::  AA..  RReeaadd  aa  bbooookk..    

BB..  WWrriittee  aa  ccoommppoossiittiioonn..    

CC..  TTaallkk  aabboouutt  aa  pprroobblleemm..    

DD..  LLiisstteenn  ttoo  tthhee  rraaddiioo..    

FFrroomm  aa  ccoonnvveerrssaattiioonn  yyoouu  kknnooww  tthhaatt  tthhee  aassssiiggnnmmeenntt  iiss  ttoo  lliisstteenn  ttoo  aa  

rraaddiioo  pprrooggrraamm  aanndd  bbee  rreeaaddyy  ttoo  ttaallkk  aabboouutt  iitt..  TThhee  bbeesstt  aannsswweerr,,  tthheenn,,  

iiss  DD””LLiisstteenn  ttoo  tthhee  rraaddiioo..””  TThheerreeffoorree,,  yyoouu  sshhoouulldd  cchhoooossee  aannsswweerr  DD..  

            2211..  AA..  HHee  iissnn''tt  ffeeeelliinngg  wweellll..    

                      BB..  HHiiss  aappaarrttmmeenntt  iissnn''tt  wwaarrmm  eennoouugghh..  

                      CC..  HHiiss  ttrraavveell  ppllaannss  wweerree  cchhaannggeedd  bbyy  tthhee  wweeaatthheerr..  

                      DD..  HHee  wwaannttss  ttoo  kknnooww  wwhhoo  ccaalllleedd  hhiimm..  

          2222..  AA..  AAtt  aann  aarrtt  mmuusseeuumm    

                    BB..  IInn  aa  ccaaffeetteerriiaa..    

                    CC..  OOnn  aa  ccoolllleeggee  ccaammppuuss..    

                    DD..  AAtt  aa  zzoooo  

        2233..  AA..  CCaallll  aa  ffrriieenndd..    

                    BB..  WWoorrkk  oonn  hhiiss  ccaarr..    

CC..  TTaakkee  aa  ttaaxxii..    
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DD..  WWaallkk  ttoo  wwoorrkk..    

          2244..  AA..  BBiillll  hhaass  aa  lloott  ooff  ccaattss..    

                      BB..  BBiillll  wwaass  bbrraavvee..    

                    CC..  BBiillll  eennjjooyyss  cclliimmbbiinngg..    

                      DD..  BBiillll  ttooookk  tthhee  rriigghhtt  eeqquuiippmmeenntt..    

        2255..  AA..  GGoo  aaccrroossss  tthhee  bbrriiddggee..    

BB..  RReeppeeaatt  tthhee  eexxppeerriimmeenntt..    

CC..  CCoommee  ttoo  tthhee  bbrriiddggee  ggaammee..    

DD..  WWaaiitt  aanndd  sseeee  wwhhaatt  hhaappppeennss..    

    2266..  AA..  JJooaann  wwiillll  ggiivvee  oouutt  tthhee  aassssiiggnnmmeennttss..    

      BB..  JJooaann  wwiillll  ssppeeaakk  iinn  tthhee  sseemmiinnaarr..    

                        CC..  JJooaann  wwoonn''tt  bbee  pprreesseenntt  aatt  tthhee  sseemmiinnaarr..    

                        DD;;  JJooaann  wwoonn''tt  ssiiggnn  tthhee  ppeettiittiioonnss..  

2277..  AA..  FFeeeell  aasslleeeepp  eeaarrllyy..    

BB..  WWaattcchheedd  tteelleevviissiioonn..    

CC..  DDiissccuusssseedd  iinnffllaattiioonn..    

DD..  AAtttteennddeedd  aa  ssppeecciiaall  pprrooggrraamm..    

  2288..    AA..  HHee  wwoouullddnn''tt  lliikkee  ttoo  sseeee  tthhee  nneeww  ssttaammppss..    

BB..  HHee  aaggrreeeess  tthhaatt  tthhee  pprriiccee  iiss  ttoooo  hhiigghh..    

      CC..  HHee  wwaannttss  ttoo  kknnooww  wwhhaatt  tthhee  pprriiccee  wwiillll  bbee..    

              DD..HHee  nneeeeddss  ttoo  mmaaiill  ssoommee  lleetttteerrss  nnooww..    
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2299..  AA..  BBoorrrrooww  tteenn  cceennttss..    

BB..  UUssee  tthhee  mmaann''ss  pphhoonnee..    

CC..  LLooookk  ffoorr  aa  pphhoonnee  nneeaarrbbyy..    

                      DD..  PPaayy  tthhee  mmaann''ss  pphhoonnee  bbiillll..    

          3300..    AA..  HHee  ttaasstteedd  tthhee  llaasstt  ccaakkee  sshhee  mmaaddee..    

            BB..  HHee  ttooookk  tthhee  vveerryy  llaasstt  ppiieeccee  ooff  ccaakkee..    

        CC..  HHee  ddiiddnn''tt  hhaavvee  aannyy  ccaakkee..    

        DD..  HHee  ddiiddnn''tt  lliikkee  tthhee  ccaakkee..    

        3311..  AA..  IItt  iiss  ttoooo  llaattee  ffoorr  tthhee  mmaann  ttoo  ggoo  ttoo  tthhee  ccoonncceerrtt..    

BB..TThhee  mmaann  mmuusstt  wwaaiitt  ffoorr  ttwwoo  hhoouurrss  ttoo  bbuuyy  aa  ttiicckkeett..    

CC..PPeeooppllee  hhaavvee  aallrreeaaddyy  bbeeeenn  ssttaannddiinngg  iinn  lliinnee  ffoorr  ttwwoo  hhoouurrss..    

    DD..TThhee  mmaann  ccaann  bbuuyy  aa  ssttaannddiinngg--  rroooomm  ttiicckkeett  ttoommoorrrrooww..    

      3322..  AA..  HHee  hhaass  aarrrraannggeedd  ttoo  ttaakkee  tthhee  eexxaamm  nneexxtt  yyeeaarr..    

                  BB..  HHee  iiss  pplleeaasseedd,,  ssiinnccee  tthhee  wwoommaann  ooffffeerreedd  ttoo  hheellpp  hhiimm..  

                  CC..  HHee  hhaass  rreeaassoonn  ttoo  bbee  hhaappppyy,,  ddeessppiittee  tthhee  eexxaamm..  

                  DD..  HHee  aaccttuuaallllyy  ddiidd  vveerryy  wweellll  oonn  tthhee  eexxaamm..      

      3333..  AA..  IItt  wwaass  ggiivveenn  aawwaayy..    

BB..  IItt  wwaass  mmaaddee  ssmmaalllleerr..    

CC..  IItt  wwaass  ppuutt  oonn  ddiissppllaayy..    

                DD..IItt  wwaass  ttaakkeenn  ttoo  tthhee  cclleeaanneerr''ss..    

        3344..    AA..  IItt  iiss  tthhee  oonnllyy  nnoovveell  oonn  tthhee  rreeaaddiinngg  lliisstt..    

        BB..  TThhee  ccoouurrssee  rreeqquuiirreess  aa  lloott  ooff  rreeaaddiinngg..    

        CC..  TThhiiss  nnoovveell  iiss  lloonnggeerr  tthhaann  tthhee  ootthheerrss..    

        DD..  SShhee''ss  jjuusstt  rreeaadd  oonnee  nnoovveell  ssoo  ffaarr..    

3355..  AA..  SShhee''dd  lliikkee  ttoo  ccoommee  aalloonngg..    

BB..  SShhee  kknnoowwss  hheerr  wwaayy  aarroouunndd  tthhee  hhaarrbboorr..    

CC..  TThhee  wwaarrmm  wweeaatthheerr  iiss  qquuiittee  pplleeaassaanntt..    

DD..  TThhee  rriiddee  wwiillll  ttaakkee  aallll  ddaayy..    
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LLiisstteenniinngg  SSkkiillllss  TTeesstt    

IInn  tthhiiss  tteesstt  yyoouu  wwiillll  hhaavvee  aann  ooppppoorrttuunniittyy  ttoo  ddeemmoonnssttrraattee  yyoouurr  aabbiilliittyy  ttoo  

uunnddeerrssttaanndd  ssppookkeenn  EEnngglliisshh..  TThheerree  iiss  oonnllyy  oonnee  ppaarrtt  iinn  tthhiiss  tteesstt..    

PPaarrtt  BB  

DDiirreeccttiioonnss::  IInn  tthhiiss  ppaarrtt  ooff  tthhee  tteesstt,,  yyoouu  wwiillll  hheeaarr  sseevveerraall  sshhoorrtt  ttaallkkss  aanndd  

ccoonnvveerrssaattiioonnss..  AAfftteerr  eeaacchh  ttaallkk  oorr  ccoonnvveerrssaattiioonn,,  yyoouu  wwiillll  bbee  aasskkeedd  ssoommee  

qquueessttiioonnss..  TThhee  ttaallkkss  aanndd  qquueessttiioonnss  wwiillll  bbee  ssppookkeenn  jjuusstt  oonnee  ttiimmee..  TThheeyy  

wwiillll  nnoott  bbee  wwrriitttteenn  oouutt  ffoorr  yyoouu,,  ssoo  yyoouu  wwiillll  hhaavvee  ttoo  lliisstteenn  ccaarreeffuullllyy  ttoo  

uunnddeerrssttaanndd  wwhhaatt  tthhee  ssppeeaakkeerr  ssaayyss..  AAfftteerr  yyoouu  hheeaarr  aa  qquueessttiioonn,,  rreeaadd  tthhee  

ffoouurr  ppoossssiibbllee  aannsswweerrss  iinn  yyoouurr  tteesstt  bbooookk  aanndd  ddeecciiddee  wwhhiicchh  oonnee  iiss  tthhee  bbeesstt  

aannsswweerr  ttoo  tthhee  qquueessttiioonn  yyoouu  hheeaarrdd..  TThheenn  oonn  yyoouurr  aannsswweerr  sshheeeett,,  ffiinndd  ::tthhee  

nnuummbbeerr  ooff  tthhee  qquueessttiioonn  aanndd  wwrriittee  tthhee  lleetttteerr  ooff  tthhee  aannsswweerr  yyoouu  hhaavvee  

cchhoosseenn  iinn  tthhee  ssppaaccee  pprroovviiddeedd..    

LLiisstteenn  ttoo  tthhiiss  ttaallkk  

YYoouu  wwiillll  hheeaarr::    

NNooww  llooookk  aatt  tthhee  ffoolllloowwiinngg  eexxaammppllee..    

YYoouu  wwiillll  hheeaarr::    

YYoouu  wwiillll  rreeaadd::  AA..  BByy  ppllaannee..    

BB..  BByy  sshhiipp..    

CC..  BByy  ttrraaiinn..    

DD..  BByy  bbuuss..    

TThhee  bbeesstt  aannsswweerr  ttoo  tthhee  qquueessttiioonn  ""HHooww  ddiidd  ppeeooppllee  ggeenneerraallllyy  aarrrriivvee  aatt  EElllliiss  

IIssllaanndd??  iiss  ““BB""  BByy  sshhiipp..""TThheerreeffoorree,,  yyoouu  sshhoouulldd  cchhoooossee  aannsswweerr  BB..      

          NNooww  llooookk  aatt  tthhee  nneexxtt  eexxaammppllee..    

      YYoouu  wwiillll  hheeaarr::    

      YYoouu  wwiillll  rreeaadd::  AA..  NNeeww  iimmmmiiggrraannttss..    

BB..  IInntteerrnnaattiioonnaall  ttrraaddeerrss..    

CC..  FFiisshheerrmmeenn..    
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DD..  TToouurriissttss    

TThhee  bbeesstt  aannsswweerr  ttoo  tthhee  qquueessttiioonn  ""WWhhoo  vviissiittss  EElllliiss  IIssllaanndd  ttooddaayy??""  iiss  DD  

""TToouurriissttss..""TThheerreeffoorree,,  yyoouu  sshhoouulldd  cchhoooossee  aannsswweerr  DD..    

3366..  AA..  JJaannee..        

  BB..  JJaannee''ss  aauunntt..        

  CC..  JJaannee''ss  ssiisstteerr..        

  DD..  JJaannee''ss  bbrrootthheerr..    

3377..  AA..  AAtt  JJaannee''ss  hhoouussee..  

          BB..  AAtt  JJaannee''ss  aauunntt  hhoouussee..  

        CC..  AAtt  JJaannee''ss  ssiisstteerr  hhoouussee..  

        DD..  AAtt  JJaannee''ss  bbrrootthheerr  hhoouussee..    

3388..AA..  SShhee  ttyyppeedd  aa  ppaappeerr..        

          BB..  SShhee  vviissiitteedd  hheerr  aauunntt..        

          CC..  SShhee  wweenntt  ttoo  bbeedd..        

            DD..  SShhee  ttrriieedd  ttoo  ssttuuddyy  hhiissttoorryy..    

3399..  AA..  SShhee  wwaass  wwoorrrriieedd  aabboouutt  tthhee  bbiirrtthhddaayy  ppaarrttyy..  

            BB..  SShhee  ffiinnddss  tthhiiss  hhiissttoorryy  ccoouurrssee  vveerryy  cchhaalllleennggiinngg..    

            CC..  SShhee  tthhoouugghhtt  hheerr  tteerrmm  ppaappeerr  mmiigghhtt  bbee  llaattee..  

  DD..  SShhee  hhaass  aa  vveerryy  hhaarrdd  ttiimmee  sslleeeeppiinngg..    

4400..AA..  PPllaayyaa  bbiirrtthhddaayy  ppaarrttyy..        

          BB..  SSlleeeepp  dduurriinngg  tthhee  ddaayy..        

          CC..  TTyyppee  hhiiss  oowwnn  tteerrmm  ppaappeerrss..        

            DD..  WWoorrkk  wweellll  uunnddeerr  pprreessssuurree..    

4411..  AA..  TThheeyy  wweerree  rreellaattiivveellyy  iinnddeeppeennddeenntt  ooff  ootthheerr  ppeeooppllee..  

            BB..  TThheeyy  wweerree  vveerryy  uunnffrriieennddllyy  ppeeooppllee..  
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  CC..  TThheeyy  hhaadd  vveerryy  lliittttllee  ttoo  eeaatt..    

              DD..  TThheeyy  wweerree  ttoooo  oolldd  ttoo  ttaakkee  ccaarree  ooff  tthheemmsseellvveess    

4422..  AA..  IInn  tthhee  eeaarrllyy  11993300''ss..    

BB..DDuurriinngg  hhiiss  cchhiillddhhoooodd..    

CC..TThhrreeee  yyeeaarrss  aaggoo..    

          DD..  WWhheenn  hhee  wwaass  ttwweennttyy--ttwwoo..    

4433..  AA..  SSeeeenn  aa  ttrraaiinn    

BB..  BBeeeenn  iinn  aa  lloogg  ccaabbiinn..    

CC..  HHaadd  aa  ffrriieenndd  vviissiitt  hheerr..    

DD..  SSeeeenn  aa  sshheeeepp..    

4444..  AA..  HHee  lleeaarrnneedd  hhooww  ttoo  bbuuiilldd  lloogg  ccaabbiinnss    

          BB..  HHee  lleeaarrnneedd  ttoo  ddeeppeenndd  oonn  ootthheerr  ppeeooppllee     

            CC..  HHee  lleeaarrnneedd  tthhee  tteecchhnniiqquueess  ooff  ffaarrmmiinngg..    

            DD..  HHee  lleeaarrnneedd  tthhee  vvaalluuee  ooff  sseellff--ssuuffffiicciieennccyy..    

4455..AA..  GGllaassss  mmaannuuffaaccttuurree..    

BB..  EEyyeeggllaasssseess..    

CC..  CCrryyssttaallss..    

DD..  MMoolleeccuullaarr  oorrddeerr..    

4466..  AA..  AAtt  aann  iinndduussttrriiaall  ssiittee    

BB..AAtt  aa  ddeeppaarrttmmeenntt  ssttoorree..    

CC..  IInn  aa  ccllaassssrroooomm..    

          DD..  IInn  aa  sskkyyssccrraappeerr  
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4477..  AA..  PPhhaarrmmaacciisstt..    

BB..  SSaalleessppeerrssoonn..    

CC..  GGuuiiddee..    

DD..  EEnnggiinneeeerr..    

4488..  AA..  HHooww  lloonngg  tthhee  sshhooww  wwiillll  llaasstt..    

BB..  HHooww  ttoo  aavvooiidd  lleeaadd  ppooiissoonniinngg..    

CC..HHooww  tthhee  sskkyyssccrraappeerr  wwaass  bbuuiilltt..    

            DD..  HHooww  ggllaassss  aanndd  ccrryyssttaall  ddiiffffeerr..    

4499..  AA..  IItt''ss  uusseedd  iinn  mmaakkiinngg  sskkyyssccrraappeerrss..    

            BB..  IItt''ss  hhaarrdd  ttoo  mmaakkee..    

            CC..  IIttss  aattoommss  aarree  aarrrraannggeedd  iinn  aa    

            DD..  ssppeecciiffiicc  wwaayy    

5500..  AA..  IItt''ss  ppooiissoonnoouuss..    

BB..IItt  mmaakkeess  ffiinnee  ggllaasssswwaarree..    

CC..IItt  mmaakkeess  ggllaassss  lleessss  eexxppeennssiivvee..    

DD..  IItt  ffoorrmmss  ccrryyssttaallss..    
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Appendix XII: Responses for the Open-ended SILL Item 

 

   No             Response                                           Frequency      Category                    

1. Listening to English radio program                                                  9                         cognitive 

2. Listen to English songs                                                                     4                        cognitive 

3. Sing English songs                                                                            2                        cognitive 

4. Watching English language Tv and movies                                     7                         cognitive 

5. I read English novels                                                                        3                         cognitive 

6. Use internet to chat with native speakers                                         4                         social 

7. I make a self dialogue as if I’m talking to another                           2                          cognitive 

person 

8. Making debates in English                                                               5                          social 

9. Participate in English clubs                                                              6                          social 

10. Discussing issues with friends in dormitories                                  8                          social 

11. Writing down dialogues from movies                                              1                          cognitive 

12. Reading instructions, manuals, prescriptions, etc                            9                          cognitive 

         written in English 

13. Trying to think in English during discussion                                   4                          memory 

14. Using Dictionaries                                                                            10                       cognitive 

15. Memorizing new words every day                                                    9                        memory 

16. Memorizing phrases, clauses and sentences                                     4                         memory 

17. Associations of nouns with pictures                                                 3                         memory 
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Appendix XIII: Responses for the Open-ended BALLI Item 

 

   No             Response                                       Frequency    Category                     

1. English an important language for their academics         17                  aptitude 

and for future work 

2. Confidence is essential to learn language                         9                  motivation 

3. Teachers should encourage students                                 5                  motivation 

4. Positive attitude towards English is important                  3                   motivation 

5. Textbooks should reflect Ethiopian culture                       2                    nature 

6. Practice is important                                                     11          learning & communication 

7. Memorization of words is important                               7      learning & communication 

8. Language learning should focus on communication      2      learning & communication             
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Appendix  XIV 

Learners’ Result on the TOEFL  

Cod

e 

Ave

rage 

Res

ult 

Code Averag

e 

Result 

Code Averag

e 

Result 

Code Averag

e 

Result 

Code Averag

e 

Result 

Code Averag

e 

Result 

Code Averag

e 

Result 

              

1 65 22 60 43 40 64 45 85 60 106 80 127 75 

2 50 23 40 44 55 65 70 86 60 107 65 128 70 

3 60 24 45 45 40 66 55 87 60 108 60 129 40 

4 45 25 40 46 55 67 55 88 70 109 70 130 55 

5 65 26 55 47 45 68 50 89 80 110 60 131 60 

6 55 27 60 48 50 69 55 90 70 111 70 132 70 

7 50 28 60 49 55 70 45 91 60 112 55 133 70 

8 45 29 45 50 60 71 50 92 75 113 90 134 55 

9 45 30 60 51 60 72 60 93 75 114 55 135 65 

10 35 31 45 52 60 73 45 94 65 115 55 136 70 

11 40 32 60 53 50 74 55 95 70 116 65 137 85 

12 50 33 60 54 55 75 55 96 70 117 55 138 45 

13 40 34 30 55 40 76 55 97 60 118 70 139 80 

14 35 35 50 56 35 77 60 98 70 119 60 140 35 

15 40 36 40 57 50 78 50 99 70 120 60 141 35 

16 55 37 55 58 55 79 60 100 70 121 45 142 70 

17 50 38 55 59 50 80 55 101 50 122 55 143 65 

18 55 39 45 60 60 81 30 102 75 123 60 144 55 

19 55 40 60 61 55 82 50 103 80 124 80 145 70 

20 50 41 60 62 30 83 55 104 70 125 90 146 50 

21 45 42 55 63 50 84 30 105 60 126 65 147 50 
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148 45  173 55  198  45  225 55  250 65 275 80 301 45 

149 60  174 50  199  50  226 70  251 55 276 60 302 50 

150 55  175 55  200  30  227 55  252 70 277 65 303 70 

151 55  176 45  201  50  228 70  253 60 278 80 304 55 

152 55  177 35  203  45  229 55  254 60 279 60 305 40 

153 50  178 55  204  60  230 70  255 45 280 50 306 60 

154 50  179 50  205  50  231 65  256 70 281 75 307 60 

155 65  180 60  206  60  232 60  257 55 282 50 308 50 

156 55  181 40  207  45  233 80  258 60 283 75 309 45 

157 65  182 60  208  50  234 55  259 65 284 65 310 50 

                   

158 65  183 35  209  55  235 65  260 55 285 60 311 60 

159 60  184 65  210  45  236 40  261 40 286 50 312 50 

160 40  185 45  211  30  237 50  262 45 287 35 313 65 

161 60  186 45  212  45  238 50  263 45 288 45 314 65 

162 50  187 50  213  50  239 45  264 60 290 50 315 60 

163 30  188 60  214  50  240 25  265 50 291 45 316 40 

164 65  189 50  215  45  241 55  266 40 292 50 317 50 

165 30  190 50  216  35  242 75  267 25 293 55 318 60 

166 50  191 50  217  45  243 50  268 50 294 60 319 50 

167 35  192 60  218  75  244 40  269 55 295 40 320 45 

168 50  193 60  219  55  245 40  270 55 296 60 321 40 

169 50  194 35  220  60  246 55  271 45 297 40 322 50 

170 45  195 45  221  30  247 35  272 40 298 45 323 60 

172 35  197 40  223  40  249 60  274 50 300 50 325 55 
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326 45  337 65  348 50  35

9 

 55  370 50 381 40 392 75 

327 80  338 45  349 65  36

0 

 45  371 40 382 50 393 55 

328 65  339 65  350 40  36

1 

 45  372 50 383 65 394 70 

329 55  340 50  351 45  36

2 

 55  373 45 384 50 395 55 

                   

330 30  341 35  352 50  36

3 

 40  374 80 385 40 396 70 

                   

331 40  342 45  353 55  36

4 

 45  375 55 386 50 397 40 

                   

332 35  343 50  354 55  36

5 

 50  376 30 387 55 398 55 

333 65  344 35  355 40  36

6 

 60  377 35 388 70 399 65 

334 45  345 60  356 65  36

7 

 35  378 45 389 45 400 55 

                   

335 40  346 50  357 55  36

8 

 45  379 40 390 65 401 40 

336 50  347 55  358 50  36

9 

 75  380 35 391 60 402 40 
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Appendix XV  

Request Letter to Use SILL 

FFrroomm::  nniigguussee  mmiittiikkuu  <<nniigguusseemm@@yyaahhoooo..ccoomm>>  

SSuubbjjeecctt::  RReeqquueesstt  ffoorr  UUssee  ooff  QQuueessttiioonnnnaaiirree  ((SSIILLLL))  

TToo::  rreebbeeccccaa__ooxxffoorrdd@@yyaahhoooo..ccoomm  

DDaattee::  TTuueessddaayy,,  MMaarrcchh  2222,,  22001111,,  55::0022  AAMM  

                                                                                                                                                        2222  MMaarrcchh  22001111  

DDeeaarr  DDrr..  OOxxffoorrdd,,                                                                                                

II  aamm  aa  ddooccttoorraall  ssttuuddeenntt  aatt  AAddddiiss  AAbbaabbaa  UUnniivveerrssiittyy  ooff  EEtthhiiooppiiaa,,  AAffrriiccaa..  MMyy  rreeaassoonn  ffoorr  wwrriittiinngg  ttoo

yyoouu  iiss  ttoo  rreeqquueesstt  yyoouurr  ppeerrmmiissssiioonn  ttoo  uussee  yyoouurr  ssuurrvveeyy  iinnssttrruummeenntt,,  SSttrraatteeggyy  IInnvveennttoorryy  ffoorr

LLaanngguuaaggee  LLeeaarrnniinngg  ((SSIILLLL))  77..00  vveerrssiioonn..  TThhee  tteennttaattiivvee  ttiittllee  ffoorr  mmyy  ddiisssseerrttaattiioonn  iiss""  AAnn

EExxpplloorraattiioonn  ooff  BBeelliieeffss  AAbboouutt  LLaanngguuaaggee  LLeeaarrnniinngg  aanndd  TThheeiirr  SSttrraatteeggyy  UUssee  ooff  EEtthhiiooppiiaann  EEFFLL

SSttuuddeennttss""..  TThhiiss  ssttuuddyy  wwiillll  iiddeennttiiffyy  bbeelliieeffss  aabboouutt  llaanngguuaaggee  lleeaarrnniinngg  aanndd  llaanngguuaaggee  lleeaarrnniinngg

ssttrraatteeggyy  uussee  ooff  EEtthhiiooppiiaann  uunniivveerrssiittyy  ssttuuddeennttss  lleeaarrnniinngg  EEnngglliisshh  aass  aa  ffoorreeiiggnn  llaanngguuaaggee..  

II  wwoouulldd  ggrreeaattllyy  aapppprreecciiaattee  yyoouurr  ccoonnsseenntt  ttoo  mmyy  rreeqquueesstt..  AAnnyy  qquueessttiioonn  ccaann  bbee  ddiirreecctteedd  ttoo  tthhee

aabboovvee  aaddddrreessss..  II  llooookk  ffoorrwwaarrdd  ttoo  hheeaarriinngg  ffrroomm  yyoouu  aatt  yyoouurr  ccoonnvveenniieennccee,,  rreeggaarrddiinngg  pprroovviiddiinngg

ppeerrmmiissssiioonn  ttoo  uussee  yyoouurr  iinnssttrruummeenntt  iinn  mmyy  ddiisssseerrttaattiioonn..  AAnnyy  ssuuggggeessttiioonnss  aanndd  iinnffoorrmmaattiioonn  wwiillll  aallssoo

bbee  aapppprreecciiaatteedd..  

SSiinncceerrllyy,,  

NNiigguussee  MMiittiikkuu  

PP..OO..BBooxx  226699  

TTeelleepphhoonnee::  225511558877771166000022//225511991188776677110022  

DDeebbrree  MMaarrkkooss  

EEtthhiiooppiiaa  
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Appendix XVI 

Permission Given to Use SILL 

RRee::  RReeqquueesstt  ffoorr  UUssee  ooff  QQuueessttiioonnnnaaiirree  ((SSIILLLL))  

TTuueessddaayy,,  AApprriill  55,,  22001111  1122::2211  PPMM  

FFrroomm::    

TThhiiss  sseennddeerr  iiss  DDoommaaiinnKKeeyyss  vveerriiffiieedd    

""RReebbeeccccaa  OOxxffoorrdd""  <<rreebbeeccccaa__ooxxffoorrdd@@yyaahhoooo..ccoomm>>  

AAdddd  sseennddeerr  ttoo  CCoonnttaaccttss    

TToo::    

""nniigguussee  mmiittiikkuu""  <<nniigguusseemm@@yyaahhoooo..ccoomm>>  

DDeeaarr  NNiigguussee,,  

YYoouu  hhaavvee  mmyy  ppeerrmmiissssiioonn  ttoo  uussee  tthhee  SSIILLLL,,  vveerrssiioonn  77..00,,  ffoorr  yyoouurr  rreesseeaarrcchh..  

AAllll  bbeesstt  wwiisshheess,,  

DDrr..  OOxxffoorrdd  

RReebbeeccccaa  LL..  OOxxffoorrdd,,  PPhh..DD..  

PPrrooffeessssoorr  ooff  LLaanngguuaaggee  EEdduuccaattiioonn  aanndd  RReesseeaarrcchh  

LLaanngguuaaggee  DDeeppaarrttmmeenntt  

UU..SS..  AAiirr  FFoorrccee  CCuullttuurree  aanndd  LLaanngguuaaggee  CCeenntteerr  

BBuuiillddiinngg  883366,,  AAiirr  UUnniivveerrssiittyy  

MMaaxxwweellll  AAiirr  FFoorrccee  BBaassee,,  AALL  3366111122  
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OOffffiiccee  pphhoonnee::  333344//995533--88003344  

AAllssoo::  

PPrrooffeessssoorr  EEmmeerriittaa,,  PPrrooggrraamm  iinn  SSeeccoonndd  LLaanngguuaaggee  EEdduuccaattiioonn  aanndd  CCuullttuurree  

UUnniivveerrssiittyy  DDiissttiinngguuiisshheedd  SScchhoollaarr--TTeeaacchheerr  

22331111  BBeennjjaammiinn  BBuuiillddiinngg  

UUnniivveerrssiittyy  ooff  MMaarryyllaanndd  

CCoolllleeggee  PPaarrkk,,  MMDD  2200774422  
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Appendix XVII 

Request Letter to Use BALLI 

AApprriill  1199,,  22001111  

  DDrr..  EEllaaiinnee  KK..  HHoorrwwiittzz  

  CCuurrrriiccuulluumm  aanndd  IInnssttrruuccttiioonn  

  FFoorreeiiggnn  LLaanngguuaaggee  EEdduuccaattiioonn  

  UUnniivveerrssiittyy  ooff  TTeexxaass  

  AAuussttiinn,,  TTXX..  7788771122  

      

  DDeeaarr  DDrr..  HHoorrwwiittzz::  

      

  II  aamm  aa  ddooccttoorraall  ssttuuddeenntt  aatt  AAddddiiss  AAbbaabbaa  UUnniivveerrssiittyy  hheerree  iinn  EEtthhiiooppiiaa,,  EEaasstt  AAffrriiccaa  ffoorr  tthhee  ppaarrttiiaall  ffuullffiillmmeenntt  

ooff  tthhee  rreeqquuiirreemmeenntt  ffoorr  tthhee  DDooccttoorr  ooff  PPhhiilloossoopphhyy  ddeeggrreeee..  MMyy  rreeaassoonn  ttoo  wwrriittee  ttoo  yyoouu  iiss  ttoo  rreeqquueesstt  yyoouurr  

ppeerrmmiissssiioonn  ttoo  uussee  yyoouurr  ssuurrvveeyy  iinnssttrruummeenntt,,  tthhee  BBeelliieeffss  AAbboouutt  LLaanngguuaaggee  LLeeaarrnniinngg  ((BBAALLLLII))  EESSLL//EEFFLL  

vveerrssiioonn..  TThhee  tteennttaattiivvee  ttiittllee  ooff  mmyy  ddiisssseerrttaattiioonn  iiss  ““AAnn  EExxpplloorraattiioonn  ooff  tthhee  LLaanngguuaaggee  LLeeaarrnniinngg  BBeelliieeffss  aanndd  

tthheeiirr  SSttrraatteeggyy  UUssee  ooff  EEtthhiiooppiiaann  EEFFLL  SSttuuddeennttss  wwiitthh  ssppeecciiaall  FFooccuuss  oonn  UUnniivveerrssiittyy  SSttuuddeennttss""..    TThhiiss  ssttuuddyy  wwiillll  

iiddeennttiiffyy  llaanngguuaaggee  lleeaarrnniinngg  bbeelliieeffss  aanndd  tthheeiirr  ssttrraatteeggyy  uussee  ooff  EEFFLL  ssttuuddeennttss  hheerree  iinn  EEtthhiiooppiiaa..  

>>  II  wwoouulldd  ggrreeaattllyy  aapppprreecciiaattee  yyoouurr  ccoonnsseenntt  ttoo  mmyy  rreeqquueesstt..  II  llooookk  ffoorrwwaarrdd  ttoo  hheeaarriinngg  ffrroomm  yyoouu  aatt  yyoouurr  

ccoonnvviinniieennccee,,  rreeggaarrddiinngg  pprroovviiddiinngg  ppeerrmmiissssiioonn  ttoo  uussee  yyoouurr  iinnssttrruummeenntt  iinn  mmyy  ddiisssseerrttaattiioonn..  AAnnyy  ssuuggggeessttiioonnss  

aanndd  iinnffoorrmmaattiioonn  wwiillll  bbee  aapppprreecciiaatteedd..  

    

  SSiinncceerrllyy,,  

  NNiigguussee  MMiittiikkuu  

  DDeebbrree  MMaarrkkooss  UUnniivveerrssiittyy  
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Appendix XVIII:Permission Given to Use BALLI 

WWeeddnneessddaayy,,  AApprriill  2200,,  22001111  55::2299  PPMM  

FFrroomm::    

TThhiiss  sseennddeerr  iiss  DDoommaaiinnKKeeyyss  vveerriiffiieedd    

""hhoorrwwiittzz@@mmaaiill..uutteexxaass..eedduu""  <<hhoorrwwiittzz@@mmaaiill..uutteexxaass..eedduu>>  

AAdddd  sseennddeerr  ttoo  CCoonnttaaccttss    

TToo::    

""nniigguussee  mmiittiikkuu""  <<nniigguusseemm@@yyaahhoooo..ccoomm>>  

IItt''ss  nniiccee  ttoo  mmeeeett  yyoouu,,  aanndd  II  aapppprreecciiaattee  yyoouurr  iinntteerreesstt  iinn  mmyy  wwoorrkk..  

  

SSuubbjjeecctt  ttoo  tthhee  uussuuaall  rreeqquuiirreemmeennttss  ffoorr  aacckknnoowwlleeddggmmeenntt,,  II  aamm  pplleeaasseedd  ttoo  ggrraanntt  yyoouu  ppeerrmmiissssiioonn  ttoo  

uussee  tthhee  BBeelliieeffss  aabboouutt  LLaanngguuaaggee  LLeeaarrnniinngg  IInnvveennttoorryy  iinn  yyoouurr  rreesseeaarrcchh..    SSppeecciiffiiccaallllyy,,  yyoouu  mmuusstt  

aacckknnoowwlleeddggee  mmyy  aauutthhoorrsshhiipp  ooff  tthhee  BBAALLLLII  iinn  aannyy  oorraall  oorr  wwrriitttteenn  rreeppoorrttss  ooff  yyoouurr  rreesseeaarrcchh..    II  aallssoo  

rreeqquueesstt  tthhaatt  yyoouu  iinnffoorrmm  mmee  ooff  yyoouurr  ffiinnddiinnggss..  

  

BBeesstt  wwiisshheess  oonn  yyoouurr  pprroojjeecctt..  

  

SSiinncceerreellyy,,  

EEllaaiinnee  KK..  HHoorrwwiittzz  

  

********************************************************  

EEllaaiinnee  KK..  HHoorrwwiittzz  

DDiirreeccttoorr,,  GGrraadduuaattee  PPrrooggrraamm  iinn  FFoorreeiiggnn  LLaanngguuaaggee  EEdduuccaattiioonn  

PPrrooffeessssoorr  ooff  CCuurrrriiccuulluumm  &&  IInnssttrruuccttiioonn  

TThhee  UUnniivveerrssiittyy  ooff  TTeexxaass  aatt  AAuussttiinn  

FFoorreeiiggnn  LLaanngguuaaggee  EEdduuccaattiioonn,,  DD66550000  

hhttttpp::////wwwwww..eeddbb..uutteexxaass..eedduu//eedduuccaattiioonn//pprrooggrraammss//ffllee//ssttuuddeennttiinnffoo//ppssttuuddeennttss//ffaaqq//  



317 

 

Appendix XIX: Demographic Information of the Participants 

Category Description Number % (Percentage) 

Gender Male 227 56.5 

Female 175 43.5 

Academic major Natural Sciences 81 20.1 

Business & 

Economics 

75 18.7 

Social Sciences &  82 20.4 

Agriculture  83 20.6 

Health Science 81 20.1 

Age 19 or under 64 15.9 

20-21 307 76.4 

22-23 23 5.7 

24-25 4 1.0 

Above 25 

 

4 1.0 

 

 

Mother tongue Amharic 355 88.3 

Awigni 19 4.7 

Oromifa 13 3.2 

Tigrigna 8 2.0 

Others 7 1.7 

Local language Knowledge 1 319 79.4 

2 74 18.4 

3 8 2.0 

more than 3 1 0.2 

Hours of study English Less than 1 hr. 146 36.3 

1-2 hr. 140 37.8 

2-3 hr. 71 17.7 
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More than 3 hr. 45 11.2 

Level at which students started learning 

English  

KG 31 7.7        =    

Grade one 358 89.1 

 

Grade 3 

9 2.2 

Importance of English Very important 359 89.3 

Somewhat important 35 8.7 

Not important 4 1.0 

Cannot decide 4 1.0 

Language use  Writing 103 25.6 

Speaking 117 29.1 

Reading 155 38.6 

Listening 27 6.7 

TOEFL result 

 

High 48 11.9 

Mid 252 62.7 

Low 102 25.4 
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