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Abstract 

Language learning strategies (LLSs) are “complex, dynamic thoughts and actions, 

selected and used by learners with some degree of consciousness in specific contexts in 

order to regulate multiple aspects of themselves (such as cognitive, emotional, and 

social) for the purpose of a) accomplishing language tasks; b) improving language 

performance or use; and/or c) enhancing long-term proficiency” (Oxford, 2017, p. 48). 

Considerable research into LLSs has demonstrated their significance in making learning 

more effective and enjoyable, and has contributed to advancements in pedagogy as well 

as language learning theory.  

Online language learning has become an integral part of 21st century education. This 

newer form of learning has presented particular challenges which require language 

learners to adopt particular LLSs and develop new LLSs to effectively manage their 

learning. However, existing LLS studies have largely been concerned with on-campus 

students. Furthermore, there has been a lack of context-specific LLS research in online 

language learning, that is, research that distinguishes between synchronous and 

asynchronous environments.  

With the popularity of the Chinese language increasing globally over recent decades, 

this thesis aims to investigate the types of LLSs that online Chinese learners use across 

asynchronous and synchronous learning environments in the contexts of self-directed 

learning, assessment task completion, and online class participation. It also examines 

how online Chinese learners’ use of LLSs is influenced by the interactants, the 

characteristics of the specific learning context, and selected individual learner 

characteristics. 

This research project was carried out among students in the online Chinese courses 

provided by Griffith University through Open Universities Australia. Following 

Creswell (2009, 2012), a mixed-methods approach was employed to investigate their 

LLS use. The approach utilised four research instruments: an online survey 

questionnaire adapted from the Strategy Inventory for Language Learning (SILL) 

(Oxford, 1990), online interviews, observations of online classes, and tracking of 
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learner activity online. The SILL was adapted to include questionnaire items soliciting 

participants’ strategy use in online Chinese learning in particular.  

The investigation of online Chinese students’ LLS use in this project is of significance 

in four areas. It has provided: 1) new and detailed information about students’ LLS use 

in online Chinese learning; 2) insights into how individual students adopt LLSs and 

technological tools to solve learning problems in various learning contexts; 3) an 

exploration of factors influencing LLS use – on one hand the characteristics of language 

learning contexts (asynchronous or synchronous environments, and interactants) and, on 

the other, individual learner characteristics (motives, learning goals, age, and length of 

prior learning of Chinese); and 4) recommendations regarding LLS adoption, use, and 

training.  



 

iii 

 

17 January 2020 

Statement of Originality 

I certify that this thesis is the result of my own research, except where otherwise 

acknowledged. I also certify that this work has not previously been submitted for a 

degree or diploma in any university. To the best of my knowledge and belief, the thesis 

contains no material previously published or written by another person except where 

due reference is made in the thesis itself. 

 

Signed: ………………………………. 

              Lijuan Chen 

Date:    ………………………………... 

  



 

iv 

 

  



 

v 

 

Table of Contents 

Abstract ..................................................................................................................... i 

Statement of Originality ........................................................................................... iii 

Table of Contents ...................................................................................................... v 

List of Tables .......................................................................................................... xii 

List of Figures ......................................................................................................... xv 

List of Excerpts ..................................................................................................... xvii 

List of Abbreviations ........................................................................................... xviii 

Explanations to Data Sources and Reporting of Data .............................................. xix 

Acknowledgements ................................................................................................ xxi 

Chapter 1. Introduction ............................................................................................. 1 

1.1 Rationale for the Research Project ................................................................... 2 

1.2 The Research Project ....................................................................................... 7 

1.3 Significance ................................................................................................... 10 

1.4 Thesis Structure ............................................................................................. 11 

Chapter 2. Literature Review .................................................................................. 13 

2.1 Introduction ................................................................................................... 13 

2.2 Distance Learning, Online Learning and TELL .............................................. 13 

2.2.1 Distance learning ..................................................................................... 13 

2.2.2 Online learning ........................................................................................ 14 

2.2.3 TELL ...................................................................................................... 19 

2.3 Chinese as a Particularly Difficult Language for English Speakers to Learn ... 24 

2.4 LLSs and LLS Research ................................................................................ 28 

2.4.1 Definitions of LLS................................................................................... 28 

2.4.2 LLS research ........................................................................................... 30 

2.4.3 TELL task types and LLS adoption ......................................................... 37 

2.4.4 LLS training ............................................................................................ 37 

2.5 LLS Research in Online Language Learning .................................................. 39 

2.5.1 Affective strategies .................................................................................. 39 

2.5.2 Cognitive strategies ................................................................................. 40 

2.5.3 Social strategies ....................................................................................... 41 

2.5.4 Memory strategies ................................................................................... 44 



 

vi 

 

2.5.5 Compensation strategies .......................................................................... 45 

2.5.6 Metacognitive strategies .......................................................................... 46 

2.5.7 LLSs specific to online learning .............................................................. 48 

2.5.8 Summary of LLS research in online language learning ............................ 51 

2.6 An Overview of Chinese LLS Research ......................................................... 51 

2.6.1 LLS adoption in Chinese language learning ............................................. 52 

2.6.2 Chinese character learning strategy use .................................................... 54 

2.6.3 LLS use in Chinese speaking ................................................................... 55 

2.6.4 LLS use in Chinese essay writing ............................................................ 56 

2.6.5 Chinese LLS use in TELL ....................................................................... 56 

2.7 Different Variables that Influence LLS Adoption ........................................... 57 

2.7.1 Individual differences .............................................................................. 57 

2.7.2 Motivation ............................................................................................... 59 

2.7.3 Language proficiency .............................................................................. 60 

2.7.4 Learner autonomy.................................................................................... 62 

2.7.5 Age ......................................................................................................... 64 

2.8 LLS Research Approaches in Existing LLS Research .................................... 65 

2.9 Summary ....................................................................................................... 69 

Chapter 3. Methodology.......................................................................................... 71 

3.1 Introduction ................................................................................................... 71 

3.2 Researcher’s Role and Personal Experience Relevant to this Project .............. 71 

3.3 Research Design ........................................................................................... 73s 

3.3.1 A mixed-methods study ........................................................................... 73 

3.3.2 The online Chinese programme in which the research project was 

conducted ......................................................................................................... 74 

3.3.3 Participants .............................................................................................. 83 

3.3.4 Data collection and related research instruments ...................................... 83 

3.3.5 In-depth individual student studies........................................................... 88 

3.4 Research Instruments ..................................................................................... 89 

3.4.1 Survey questionnaire ............................................................................... 89 

3.4.2 Interviews ................................................................................................ 96 

3.4.3 Observations............................................................................................ 98 

3.4.4 Tracking of learner activities online ....................................................... 100 



 

vii 

 

3.5 Data Analysis .............................................................................................. 100 

3.5.1 Quantitative data analysis ...................................................................... 101 

3.5.2 Qualitative data analysis ........................................................................ 102 

3.5.3 Data analysis for the individual studies .................................................. 105 

3.6 Ethical Considerations ................................................................................. 107 

Chapter 4. Data Analyses and Findings for RQ1: Types of LLSs .......................... 109 

4.1 Introduction ................................................................................................. 109 

4.2 Results Obtained from the Self-reported Data .............................................. 122 

4.2.1 LLS use by category .............................................................................. 123 

4.2.2 Affective strategies ................................................................................ 124 

4.2.3 Cognitive strategies ............................................................................... 130 

4.2.4 Social strategies ..................................................................................... 138 

4.2.5 Memory strategies ................................................................................. 145 

4.2.6 Compensation strategies ........................................................................ 150 

4.2.7 Metacognitive strategies ........................................................................ 153 

4.3 Results Obtained from the Observed Data .................................................... 159 

4.3.1 LLS adoption observed in the asynchronous learning environment ........ 159 

4.3.2 LLS adoption observed in the synchronous learning environment .......... 171 

4.4 Summary ..................................................................................................... 179 

Chapter 5. Data Analyses and Findings to Answer RQ2: Factors Influencing LLS 

Adoption............................................................................................................... 183 

5.1 Introduction ................................................................................................. 183 

5.2 The Impact of the Learning Contexts and Interactants on the Participants’ LLS 

Use .................................................................................................................... 183 

5.2.1 The impact of the asynchronous and synchronous environments on the 

participants’ LLS use ..................................................................................... 184 

5.2.2 The impact of the interactants on the participants’ LLS use ................... 194 

5.3 The Impact of the Individual Learner Characteristics on the Participants’ LLS 

Use .................................................................................................................... 202 

5.3.1 Motives for learning Chinese and LLS use ............................................ 203 

5.3.2 Learning goals and LLS use .................................................................. 210 

5.3.3 Age and LLS use ................................................................................... 219 

5.3.4 Length of prior learning of Chinese and LLS use ................................... 224 



 

viii 

 

5.4 Summary ..................................................................................................... 228 

Chapter 6. Discussion and Recommendations for Online Chinese Learning .......... 231 

6.1 Introduction ................................................................................................. 231 

6.2 Key Findings and Recommendations in Regard to LLS Use in Self-directed 

Learning Outside the Online Classes ................................................................. 232 

6.2.1 Affective strategies ................................................................................ 232 

6.2.2 Cognitive strategies ............................................................................... 240 

6.2.3 Social strategies ..................................................................................... 246 

6.2.4 Memory strategies ................................................................................. 249 

6.2.5 Metacognitive strategies ........................................................................ 255 

6.2.6 Summary ............................................................................................... 259 

6.3 Key Findings and Recommendations in Regard to LLS Use in Assessment 

Task Completion ............................................................................................... 260 

6.3.1 Cognitive strategies ............................................................................... 260 

6.3.2 Social strategies ..................................................................................... 263 

6.3.3 Compensation strategies ........................................................................ 268 

6.3.4 Summary ............................................................................................... 269 

6.4 Key Findings and Recommendations in Regard to LLS Use in the Online Class 

Participation ...................................................................................................... 270 

6.4.1 Cognitive strategies ............................................................................... 270 

6.4.2 Social strategies ..................................................................................... 273 

6.4.3 Summary ............................................................................................... 277 

6.5 Two Important Observations from this Research Project .............................. 278 

6.5.1 The importance of technology in LLS use.............................................. 279 

6.5.2 The complexity of LLS classification .................................................... 280 

6.6 Summary ..................................................................................................... 282 

Chapter 7. Conclusion ........................................................................................... 285 

7.1 Introduction ................................................................................................. 285 

7.2 Contributions of this Research Project ......................................................... 286 

7.3 Implications for Online Language Teaching and Learning ........................... 289 

7.4 A Reflection on My Research Design .......................................................... 292 

7.5 Limitations of the Research Project .............................................................. 294 

7.6 Recommendations for Future Research ........................................................ 295 



 

ix 

 

Appendix A. Survey Questionnaire ....................................................................... 297 

Appendix B. Interview Questions.......................................................................... 303 

Appendix C. Information Sheets ........................................................................... 305 

C.1 Information Sheet for Survey Questionnaire ................................................ 305 

C.2 Information Sheet for Interview .................................................................. 308 

C.3 Information Sheet for Observation .............................................................. 312 

Appendix D. Strategy Inventory for Language Learning (SILL): Version 5.1 for 

English Speakers Learning a New Language (Oxford, 1990) ................................ 316 

Appendix E. Ten Student Reports ......................................................................... 323 

E.1 Report on Student 5 (S5) ............................................................................. 323 

E.1.1 Background information, learning motives, goals, difficulties and 

strengths ........................................................................................................ 323 

E.1.2 The key LLSs used by S5 and the tools used for these LLSs.................. 324 

E.1.3 Summary of S5’s LLS report................................................................. 329 

E.2 Report on Student 18 (S18) ......................................................................... 331 

E.2.1 Background information, learning motives, goals, difficulties and 

strengths ........................................................................................................ 331 

E.2.2 The key LLSs used by S18 and the tools used for these LLSs ................ 333 

E.2.3 Summary of S18’s LLS report ............................................................... 336 

E.3 Report on Student 8 (S8) ............................................................................. 337 

E.3.1 Background information, learning motives, goals, difficulties and 

strengths ........................................................................................................ 337 

E.3.2 The key LLSs used by S8 and the tools used for these LLSs.................. 339 

E.3.3 Summary of S8 report ........................................................................... 346 

E.4 Report on Student 9 (S9) ............................................................................. 347 

E.4.1 Background information, learning motives, goals, difficulties and 

strengths ........................................................................................................ 347 

E.4.2 The key LLSs used by S9 and the tools used for these LLSs.................. 348 

E.4.3 Summary of S9’s LLS report................................................................. 352 

E.5 Report on Student 10 (S10) ......................................................................... 353 

E.5.1 Background information, learning motives, goals, difficulties and 

strengths ........................................................................................................ 353 

E.5.2 The key LLSs used by S10 and the tools used for these LLSs ................ 354 



 

x 

 

E.5.3 Summary of S10’s LLS report ............................................................... 358 

E.6 Report on Student 12 (S12) ......................................................................... 359 

E.6.1 Background information, learning motives, goals, difficulties and 

strengths ........................................................................................................ 359 

E.6.2 The key LLSs used by S12 and the tools used for these LLSs ................ 360 

E.6.3 Summary of S12’s LLS report ............................................................... 364 

E.7 Report on Student 13 (S13) ......................................................................... 366 

E.7.1 Background information, learning motives, goals, difficulties and 

strengths ........................................................................................................ 366 

E.7.2 The key LLSs used by S13 and the tools used for these LLSs ................ 367 

E.7.3 Summary of S13’s LLS report ............................................................... 369 

E.8 Report on Student 14 (S14) ......................................................................... 370 

E.8.1 Background information, learning motives, goals, difficulties and 

strengths ........................................................................................................ 370 

E.8.2 The key LLSs used by S14 and the tools used for these LLSs ................ 372 

E.8.3 Summary of S14’s LLS report ............................................................... 376 

E.9 Report on Student 15 (S15) ......................................................................... 378 

E.9.1 Background information, learning motives, goals, difficulties and 

strengths ........................................................................................................ 378 

E.9.2 The key LLSs used by S15 and the tools used for these LLSs ................ 379 

E.9.3 Summary of S15’s LLS report ............................................................... 384 

E.10 Report on Student 17 (S17) ....................................................................... 385 

E.10.1 Background information, learning motives, goals, difficulties and 

strengths ........................................................................................................ 385 

E.10.2 The key LLSs used by S17 and the tools used for these LLSs .............. 386 

E.10.3 Summary of S17’s LLS report ............................................................. 390 

Appendix F. Pearson’s r Analyses Results across the LLSs Reported in the Survey 

Questionnaire........................................................................................................ 392 

F.1 Pearson’s r Correlation Analysis Results across the Cognitive Strategies 

Reported in the Survey Questionnaire ................................................................ 392 

F.2 Pearson’s r Correlation Analysis Results across the Social Strategies Reported 

in the Survey Questionnaire ............................................................................... 393 



 

xi 

 

F.3 Pearson’s r Correlation Analysis Results across the Memory Strategies 

Reported in the Survey Questionnaire ................................................................ 395 

F.4 Pearson’s r Correlation Analysis Results across the Metacognitive Strategies 

Reported in the Survey Questionnaire ................................................................ 396 

References ............................................................................................................ 397 

 

 

 

 

  



 

xii 

 

List of Tables 

Table 2.1 Examples of the 12 Compound Categories of Chinese Characters ............... 26 

Table 2.2 The Four and the Neutral Tones in the Pinyin System .................................. 27 

Table 2.3 Major Research on LLS and LLS Subcategories .......................................... 32 

Table 2.4 Oxford’s LLSs (Oxford, 1990) ..................................................................... 34 

Table 2.5 Research Instruments Used in Recent LLS Research in TELL ...................... 68 

Table 3.1 Assessment Tasks and Modes of Interaction for the Courses at the Three 

Proficiency Levels ................................................................................................. 78 

Table 3.2 Summary of Data Collection Instruments and Their Purposes ..................... 84 

Table 3.3 Summary of the Data Collection Instruments Showing Where, When and How 

Each was Used ...................................................................................................... 87 

Table 3.4 The LLS Items Used in the Survey Questionnaire for this Project ................ 92 

Table 3.5 Data Sources for Observations in Asynchronous Environment..................... 99 

Table 3.6 LLS Use Data Available in Each of the 10 Interviewed Students’ Reports .. 106 

Table 4.1 Summary of Student LLS Use in this Research Project ............................... 110 

Table 4.2 Oxford’s (1990) Key to Understanding LLS Mean Scores .......................... 122 

Table 4.3 Mean Scores of LLS Use by Category, for the 23 Survey Respondents ....... 123 

Table 4.4 Pearson’s r Correlation Analysis Results across the Six LLS Categories 

Reported in the Survey Questionnaire .................................................................. 124 

Table 4.5 Affective Strategies Reported by the Survey Respondents ........................... 126 

Table 4.6 Pearson’s r Correlation Analysis Results across the Affective Strategies 

Reported in the Survey Questionnaire .................................................................. 127 

Table 4.7 Affective Strategies Identified in the Interview Data................................... 128 

Table 4.8 Cognitive Strategies Reported by the Survey Respondents ......................... 131 

Table 4.9 Cognitive Strategies Identified in the Interview Data ................................. 136 

Table 4.10 Social Strategies Reported by the Survey Respondents ............................. 139 

Table 4.11 Social Strategies Identified in the Interview, Observed and Additional Data

 ............................................................................................................................ 143 

Table 4.12 Memory Strategies Reported by the Survey Respondents .......................... 146 



 

xiii 

 

Table 4.13 Memory Strategies Identified in the Interview Data and the Open-ended 

Questions from the Survey Questionnaire ............................................................ 148 

Table 4.14 Compensation Strategies Reported by the Survey Respondents ................ 151 

Table 4.15 Compensation Strategies Identified in the Interview Data ........................ 152 

Table 4.16 Metacognitive Strategies Reported by the Survey Respondents ................ 153 

Table 4.17 Metacognitive Strategies Identified in the Interview Data and the Open-

ended Questions from the Survey Questionnaire .................................................. 157 

Table 4.18 Social Strategies Observed in Participants’ Use of Discussion Board, 

Google Drive, and WeChat .................................................................................. 161 

Table 4.19 Metacognitive Strategy Adoption when Using Discussion Board, WeChat, 

Google Drive and Email ...................................................................................... 168 

Table 4.20 LLS Use in Online Classes Obtained from the Observed Data ................. 173 

Table 5.1 The Number of Different LLSs Used in the Asynchronous and Synchronous 

Environments, by LLS Category .......................................................................... 185 

Table 5.2 Cognitive Strategy Use in the Asynchronous and Synchronous Learning 

Environments ...................................................................................................... 188 

Table 5.3 Social Strategy Use in the Asynchronous and Synchronous Learning 

Environments ...................................................................................................... 191 

Table 5.4 The Number of LLSs Used when Interacting with Different Interactants .... 196 

Table 5.5 The Use of Social Strategies in Relation to Different Categories of 

Interactants ......................................................................................................... 198 

Table 5.6 Use of the Social Strategy ‘Asking for correction’ in Relation to Three 

Categories of Interactants in Different Learning Contexts ................................... 201 

Table 5.7 Grouping of the 23 Survey Respondents by the 12 Learner Characteristics 

Under Consideration ........................................................................................... 203 

Table 5.8 Comparison of Affective LLS Frequencies by Learning Motive ‘To be able to 

communicate with Chinese-speaking friends or family’ (N = 23) ......................... 205 

Table 5.9 Significant Differences in the Use of Two Cognitive Strategies in Relation to 

the Motive of ‘To be able to communicate with Chinese-speaking friends or family’ 

(N = 23) .............................................................................................................. 206 



 

xiv 

 

Table 5.10 Differences in the Use of Two Metacognitive Strategies in Relation to the 

Motive of ‘To be able to communicate with Chinese-speaking friends or family’ (N = 

23) ....................................................................................................................... 208 

Table 5.11 Differences in the Use of Two Memory Strategies in Relation to the Learning 

Goal of Attaining a Very High Level of Proficiency (N = 23) ............................... 213 

Table 5.12 S8’s Daily Chinese Language Learning Routine ...................................... 214 

Table 5.13 Differences in the Use of Social Strategies Related to the Goal of ‘I would 

like to attain a very high level of proficiency and be able to work as a 

translator/interpreter or teach Chinese’ (N = 21) ................................................ 218 

Table 5.14 Differences in the Use of Three Memory Strategies in Relation to Age (N = 

23) ....................................................................................................................... 223 

Table 5.15 Significant Difference in the Use of One Compensation Strategy Relation to 

Age (N = 23) ....................................................................................................... 223 

Table 5.16 Significant Difference in the Use of One Cognitive Strategy in Relation to 

the Length of Prior Learning of Chinese (N = 23) ............................................... 225 

Table 5.17 Significant Differences in the Use of Metacognitive Strategies in Relation to 

the Length of Prior Learning of Chinese (N = 23) ............................................... 226 

  



 

xv 

 

List of Figures 

Figure 3.1 A screenshot of the course site of CHN11 (as accessed by students in the 

2015 academic year) .............................................................................................. 80 

Figure 3.2 User interface of Blackboard Collaborate ................................................... 81 

Figure 3.3 Sample screenshots of the WeChat interface .............................................. 82 

Figure 3.4 The timeline for the data collection of survey questionnaire, interviews, 

observations, and tracking of learner activities online ............................................ 86 

Figure 3.5 The qualitative process of data analysis, adapted from Creswell (2012, p. 

197). .................................................................................................................... 103 

Figure 4.1 An example of negotiating work distribution between two students via 

WeChat (screenshots provided by S31 and S33, CHN11, 2016) ........................... 164 

Figure 4.2 An example of negotiating the written form between two students via 

WeChat (screenshots provided by S31 and S33, CHN11, 2016) ........................... 164 

Figure 4.3 An example of sending reminders and file transfer between two students in 

WeChat (screenshots provided by S31 and S33, CHN11, 2016) ........................... 165 

Figure 4.4 An example of ‘Using the tools available to improve communication and 

interaction’ between two students in completing a speaking assignment (a Word 

document provided by S31 and S33, CHN11, 2016) ............................................ 165 

Figure 4.5 An example of ‘Providing extra clarification to others in writing for better 

understanding’ by S31 and S35 (a written draft of a speaking assignment provided 

by S31 and S35, Google Drive, 2016) .................................................................. 170 

Figure 4.6 A screen capture of Blackboard Collaborate web conferencing interface 

(CHN12, Sep 2015) ............................................................................................. 171 

Figure 4.8 The example of the teacher’s Participants panel in Blackboard Collaborate 

(Screen capture of Blackboard Collaborate, 2018) ............................................... 175 

Figure 4.9 An example of ‘Using the tools available to improve communication and 

interaction’ by S14 to indicate absence (00:02:20 in the recording, Lesson 4, 

CHN222, SP3, 2015) ........................................................................................... 176 

Figure 4.10 An example of ‘Using the tools available to improve communication and 

interaction’ and ‘Asking for clarification and verification’ by S1, S5, S7, S19 

(00:41:00 in the recording, Lesson 2, CHN11, SP3, 2015) ................................... 177 



 

xvi 

 

Figure 4.11 An example of ‘Using the tools available to improve communication and 

interaction’ by S14 and S17 (00:44:00 in the recording, Lesson 5, CHN222, SP3, 

2015) ................................................................................................................... 178 

Figure 5.1 The interactions in the learning context of self-directed learning .............. 195 

Figure 5.2 The interactions in the learning context of assessment task completion .... 195 

Figure 5.3 The interactions in the learning context of online class participation ........ 195 

Figure 5.4 Example notes of using LLSs for vocabulary learning by S14 .................. 212 

Figure 5.5 The dendrogram of a hierarchical clustering analysis showing the clusters 

from age and affective strategy use ...................................................................... 220 

Figure 5.6 The dendrogram of a hierarchical clustering analysis showing the clusters 

from age and memory strategy use....................................................................... 222 

 



 

xvii 

 

List of Excerpts 

Excerpt 4.1 Three examples of difficulties in scheduling collaboration with a language 

partner by S9, S10, and S13 ................................................................................. 127 

Excerpt 4.2 An example of learning difficulties in Chinese listening when interacting 

with native speakers by S8 in China..................................................................... 129 

Excerpt 4.3 An example of using ‘Repeating’ and ‘Structured reviewing’ by S8 ....... 137 

Excerpt 4.4 An example of ‘Creating stories for memorising Chinese character writing’ 

by S8 ................................................................................................................... 149 

Excerpt 4.5 An example of ‘Using linguistic clues’ by S5 in daily conversations with a 

Chinese girl ......................................................................................................... 152 

Excerpt 4.6 An example of ‘Discussing your feelings with someone else’ by S36 on the 

Discussion Board ................................................................................................. 160 

Excerpt 4.7 An example of ‘Negotiating with other students’ by S31 and S35 ........... 170 

Excerpt 4.8 An example of ‘Analysing contrastively’ by S4 ...................................... 174 

Excerpt 4.9 An example of ‘Asking for correction’ by S8 ......................................... 174 

Excerpt 5.1 The benefits of exposing to Chinese language environment according to 

S17 ...................................................................................................................... 207 

Excerpt 5.2 An example of ‘Practising Naturalistically’ by S17 ................................ 208 

Excerpt 5.3 An example of using the strategy ‘Self-evaluation’ by S10 ..................... 209 

Excerpt 5.4 Flexibility in the learning routine of S15 ................................................ 215 

Excerpt 5.5 An example of ‘Seeking practice opportunities’ by S14 .......................... 217 

Excerpt 5.6 Understanding the importance of ‘Making positive statements’ by S15 .. 221 

Excerpt 5.7 S12’s suggestion to her language partner of using ‘Repeating’ ............... 225 

 

  



 

xviii 

 

List of Abbreviations  

ACMC  Asynchronous Computer Mediated Communication 

CALL  Computer-Assisted Language Learning 

CMC  Computer Mediated Communication 

HSK  Hanyu Shuiping Kaoshi 

ID  Individual Difference 

LA  Learner Autonomy 

LLS  Language Learning Strategy 

LMS  Learning Management System 

MOOC Massive Open Online Course 

NALSAS National Asian Languages and Studies in Australian Schools 

OUA  Open Universities Australia 

PRC  People’s Republic of China 

RQ  Research Question 

SP  Study Period 

S2R  Strategic Self-Regulation 

SCMC  Synchronous Computer-Mediated Communication 

SILL  Strategy Inventory for Language Learning 

SPSS  Statistical Package for the Social Sciences 

TELL  Technology-Enhanced Language Learning 

UK  United Kingdom 

VLE  Virtual Learning Environment 



 

xix 

 

Explanations to Data Sources and Reporting of Data 

This thesis adopted a mixed-methods approach and collected data from various sources. 

The following table summarises the data sources, provides brief explanations to them, 

and highlights the abbreviations used in this thesis for these data sources. 

Abbreviation Data source Explanation 

Reported data Participants’ self-reported data 

Specifically: 

SI Survey 

questionnaire 

part I 

Data from the first part of the survey questionnaire which 

includes eight questions: 1) name, 2) age, 3) heritage, 4) 

proficiency level, 5) study years, 6) learning motives, 7) 

study hours, and 8) learning goals 

SII Survey 

questionnaire 

part II 

Data from the 45 LLS-specific items in the survey 

questionnaire on a 5-point Likert scale: 

1 = Never or almost never true of me; 

2 = Generally not true of me; 

3 = Somewhat true of me; 

4 = Generally true of me; 

5 = Always or almost always true of me 

SIII Survey 

questionnaire 

part III 

Data from three open-ended questions in the survey 

questionnaire: 

1) the most difficult aspect of working with a language 

partner;  

2) the most effective LLSs;  

3) actions the student takes to support their Chinese 

learning 

I Interview Data from the online interviews with participants 

Observed data My observed data 

Specifically: 

OI Observation 

part I 

Data from conversations in online classes 

OII Observation 

part II 

Data from Discussion Board posts; students’ marks and the 

content of their assignments 

T Tracking  Blackboard tracking data 

AD Additional data Data from additional material provided by the students, 

e.g., personal emails between students, WeChat messages 

between students, and writing drafts shared between 

students via Google Drive 

 

The data collection for this research project was conducted within four Chinese 

language courses, as listed in the following table, offered through Open Universities of 
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Australia (OUA). CHN11 was offered twice from September 2015 to June 2016 (the 

data collection period), therefore there were five classes in total. 

Course code Course name Proficiency level Explanation 

CHN11 Modern Standard 

Chinese 1A 

Lower beginning There are three proficiency levels 

in the online Chinese major: 

beginning, intermediate, and 

advanced levels. Each level 
contains two courses, to be taken 

sequentially. CHN221 

(intermediate) and CHN31 
(advanced) were not offered 

during the data collection period. 

CHN12 Modern Standard 

Chinese 1B 
Higher beginning 

CHN222 Modern Standard 

Chinese 2B 
Intermediate 

CHN32 Modern Standard 

Chinese 3B  
Advanced 

 

When reporting the results for the survey questionnaire (in which a 5-point Likert scale 

was used), median (Mdn) and mean (M) were frequently used. The “key to understand 

the averages” for language learning strategy (LLS) use in Oxford (1990, p. 291) was 

adopted to facilitate the description of LLS use in terms of high-, medium-, or low-

frequency-range of use (abbreviated as H, M, L when no confusion could be caused). 

The median, mean, and LLS usage range were often reported as a triplet of “median, 

mean, LLS usage” in tables in order to save space. For example, if a strategy item was 

reported to have the triplet of “4, 3.95, H”, it means that the strategy item was reported 

to have a median of 4, a mean of 3.95, and was used with a high-frequency range. 

Pearson’s r correlation analysis was employed in this thesis as well. The analysis results 

were interpreted using the suggestions from Evans (1996). More specifically, the 

correlations were interpreted as: 

.00-.19  ‘very weak’; 

.20-.39  ‘weak’; 

.40-.59  ‘moderate’; 

.60-.79  ‘strong’; and 

.80-1.0  ‘very strong’. 
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Chapter 1. Introduction 

“Give a man a fish and he eats for a day. Show him how to fish and he eats for a 

lifetime.” 

“授人以鱼，不如授人以渔。” 

— Ancient Chinese Proverb 

Online language courses, along with the increasingly popular massive open online 

courses (MOOCs), have begun to be offered by many universities over the past decade. 

Online learning, as a relatively new form of learning, has its own features and 

challenges. There is, therefore, an urgent need to update our understanding of online 

students’ language learning strategy (LLS) use in order to help them learn more 

effectively and autonomously. 

LLSs have been defined as “complex, dynamic thoughts and actions, selected and used 

by learners with some degree of consciousness in specific contexts in order to regulate 

multiple aspects of themselves for the purpose of a) accomplishing language tasks; b) 

improving language performance or use; and/or c) enhancing long-term proficiency” 

(Oxford, 2017, p. 48). This research project was carried out among students enrolled in 

the online Chinese courses offered by Griffith University through Open Universities 

Australia (OUA). I argue that appropriate LLS use is particularly important in online 

language learning as LLSs can assist students in coping with various learning tasks 

enjoyably and effectively. Conversely, poor LLS selection can inhibit the students’ 

learning and lead to loss of motivation and increased frustration. 

This chapter introduces the research project. Section 1.1 outlines the rationale for the 

study and Section 1.2 summarises the problem addressed by this research, that is, the 

challenges inherent in online language learning. This section also provides an overview 

of the project, sets out the research questions, and sketches the research design. The 

significance of this project is presented in Section 1.3. Finally, Section 1.4 shows the 

organisation of this thesis.  
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1.1 Rationale for the Research Project 

Chinese language as discussed in this thesis refers to Modern Standard Chinese (also 

known as Mandarin and Putonghua) which is the official language of the People’s 

Republic of China (PRC). The language is written in Chinese characters which are 

referred to as simplified Chinese characters in this thesis. Pinyin, or Hanyu Pinyin, 

refers to the official phonetic system developed in 1958 by the Chinese government for 

transcribing the Mandarin pronunciation of Chinese characters into the Latin alphabet 

(B. Zhang, 2002). The Pinyin system reproduces the sounds to assist language learners 

who are familiar with the Roman alphabet. Pinyin can also be used as an input method 

for typing Chinese characters on computers or handheld devices.  

Globally, the popularity of the Chinese language has been gradually increasing over 

recent decades and, for example, Chinese was ranked the second most essential business 

language behind English in the 2011 Bloomberg Rankings (Y. Wang, 2012). There 

were more than 2,500 universities in 100 countries offering Chinese courses and 

programmes at the end of 2015 (Ministry of Education of PRC, 2015), whilst in the 

USA over 500 schools and universities offered Chinese language programmes in 2011 

(S. Liu & Wang, 2018). In the United Kingdom (UK), a recognition of the strategic and 

political significance of Chinese has led to an increasing number of Chinese language 

courses, both face-to-face and online, being offered by educational institutions. For 

example, an online Chinese course has been offered at The Open University in the UK 

since 2009 (Stickler & Shi, 2013). As a result of this increasing interest in learning 

Chinese, the number of candidates enrolling in Chinese language proficiency tests has 

also increased. In 2013, there were 56 test centres in mainland China and 800 overseas, 

and over 370,000 international test-takers took the New Hanyu Shuiping Kaoshi (HSK, 

a test of Chinese language proficiency) in that year alone (D. Zhang & Lin, 2017). 

In Australia, Chinese has also attracted much attention because of the strong political, 

investment and trade relationships between China and Australia, as well as educational 

exchanges, and research and development in science and technology (ACARA, 2015; 

Y. Wang, 2012). Over time, Australian governments have tried various initiatives to 

encourage students to learn Chinese as a foreign language. For example, in the late 

1980s and early 1990s, the Hawke Government tried to promote the teaching of Asian 
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languages and studies through the National Asian Languages and Studies in Australian 

Schools (NALSAS) Program (Harrington, 2012).  

Despite such initiatives, the enthusiasm of students for learning Chinese has remained 

low (Asia Education Foundation, 2010). This has led the current Australian government 

to develop a target that by the end of 2020, 12% of Year 12 students will be fluent in 

one of four key Asian languages (Chinese, Japanese, Korean, and Indonesian) (Asia 

Education Foundation, 2010). However, whilst the NALSAS Program appears to have 

been successful in promoting proficiency in Japanese, this has not been the case with 

Chinese. For example, Orton (2016) pointed out that the number of candidates studying 

Chinese in Year 12 was only 4,500 in 2015, a 10% drop since 2007. Furthermore, there 

was no indication of how many of these students achieved fluency.  

It is apparent, therefore, that there are challenges in encouraging Australian students to 

learn Chinese. Orton’s report, Chinese Language Education in Australian Schools, 

provided three reasons for the current situation – that is, the slow rate of progress in 

Chinese learning – namely: 1) the difficulty in learning the language, 2) the lack of 

qualified Chinese teachers familiar with learner-centred classrooms, and 3) students’ 

learning behaviour in Australia (Orton, 2016). She also suggested in 2008 that the 

Australian government seek to improve the quality of teaching and learning outcomes 

and establish an Australian centre for Chinese language teaching. This resulted in the 

establishment of the Chinese Teacher Training Centre in 2009 in Melbourne.  

As of 2019, most Australian universities offer students Chinese language programmes 

and courses on campuses, and a few of them (e.g., Griffith University via OUA, the 

University of Newcastle, and the University of New England) offer online Chinese 

language courses. It is clear, therefore, that there is an acknowledged understanding of 

the importance of learning Chinese, despite the limited success in achieving this at the 

school level.  

In parallel, distance language learning has developed rapidly in recent decades with 

constant improvements in delivery modes. Before the 21st century, distance language 

learning mainly relied on broadcasting and TV, with printed materials delivered from 

the universities to the language learners (Stickler & Shi, 2013) through postal services. 
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As a result, distance language learners had limited opportunity to communicate with 

their peers or proficient speakers in the target language. In the 21st century, however, 

both asynchronous and synchronous tools have been introduced to support distance 

language learning (Stickler & Shi, 2013). The asynchronous tools, such as discussion 

forums, text chat and Email, enable language learners to interact with their teachers and 

peers online anywhere and anytime. The synchronous tools, such as Skype, Elluminate, 

FlashMeeting, WebCT, Zoom, Blackboard Collaborate and DimDim, allow 

communication online simultaneously but from a distance. 

In such distance learning modes, language learners can study at their own pace by 

themselves or interact with other students and language teachers synchronously or 

asynchronously through group work, discussions and peer feedback. This means online 

students need to learn how to learn in order to be effective, and they have to take 

responsibility for using appropriate LLSs and developing new LLSs to adapt to online 

learning. They also need to apply LLSs to evaluate their own learning outcomes through 

a combination of study, discussion, investigation and practice. However, how distance 

language learners can learn most effectively in an online environment still remains a 

challenging issue (Bezuidenhout, 2018). Understanding the importance of LLSs, and 

how best to apply them in language learning, is clearly important in providing an 

effective means whereby online students can learn a foreign language. Just as the 

ancient Chinese proverb at the beginning of this chapter suggests, helping students to 

develop methods and strategies for learning is of greater benefit to them in the long term 

than a one-off handout. 

LLS research is a product of research interest in what explains individual variations in 

language learning achievement (Ellis, 2008, 2012), and is very much related to the 

development of psychology theories, initially influenced by behaviourism, and later by 

constructivism. Behaviourism, which dominated psychology over a long period, sees 

learning as the product of teaching (De Bot, Lowie, & Verspoor, 2005). In 1957, 

Skinner published a landmark book called Verbal Behaviour in which he suggested that, 

from a behaviourist perspective, only observable and measurable behaviour of learning 

is worthy of being studied and all language learners are assisted to solve learning 
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problems by instructors and a small group of upper-level students (Livengood, 

Lewallen, Leatherman, & Maxwell, 2012).  

At that time, the grammar-translation method dominated language teaching (Griffiths, 

2004). The grammar-translation method highlights the teaching of grammar and 

practising translations from the first language to the target language. It also focuses 

more on reading and writing than listening and speaking. As a consequence, LLSs were 

rarely mentioned in the literature, and there is now a general assumption that LLS use is 

limited by this teaching approach (Griffiths, 2004).  

However, this situation changed as cognitive theories began to be developed in 

psychology in the 1960s (Ellis, 2012; Griffiths, 2004). In cognitive psychology, learning 

is seen as a constructive process in which learners focus on the construction of meaning 

rather than knowledge and skill acquisition (Bruning, 2004). Constructivism as a 

learning theory in the field of education builds on theories of cognitive and social 

constructivism (Kaufman, 2004), and is influenced by cognitive theory. With the 

introduction of these theories, language educational research switched its focus to 

learners and their second language acquisition (O'Malley & Chamot, 1990). Second 

language learning and teaching research gradually shifted its emphasis from a teacher-

centred to a learner-centred approach (Livengood et al., 2012; Nunan, 1992). A learner-

centred approach highlights the learner’s role as a decision-maker and responsibility 

taker. It considers learners’ interests, enthusiasm and aspirations in the learning process 

first (Brown, 2007). Constructivists, therefore, believe that language learners construct 

knowledge by combining new information and past experience, frequently checking 

their comprehension with others as part of their learning process (Livengood et al., 

2012). 

Constructivism is concerned with two areas in the language learning process: social 

interactions in building a linguistic system, and learners’ acquisition which focuses on 

obtaining meaning out of existent linguistic input (Brown, 2007; Bruning, 2004). LLS 

research has been influenced by two types of constructivist theories: cognitive 

constructivism and social constructivism. In LLS research founded on cognitive 

constructivism (e.g., O'Malley & Chamot, 1990; Oxford, 1990; Oxford & Nyikos, 
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1989), learning was seen as mental processes in a cognitive activity. LLSs could be 

understood as “special ways of processing information that enhance comprehension, 

learning, or retention of the information” (p. 1) and “strategic processes” (p. 12) 

(O'Malley & Chamot, 1990). Later, social constructivists emphasised the role of social 

context and culture in the language learning process. LLS researchers concentrated on 

learners’ language learning experiences in specific contexts and the cultural 

backgrounds which, in turn, shape their behaviour patterns through their previous 

learning experiences (e.g., Gao, 2006, 2008, 2010; Norton & Toohey, 2001; Wenden, 

1998). 

The literature on LLSs presented in previous research has led to the development of 

various LLS classification systems. Rubin (1975) first explored the features of a good 

language learner, and later O'Malley and Chamot (1990) and Oxford (1990) developed 

two widely accepted LLS classification systems to present an explicit description and 

classification of LLSs. More recently, scholars have suggested different LLS 

classifications, such as A. D. Cohen, Oxford, and Chi’s (2002) LLS classification which 

corresponded to the four macro-skills (listening, speaking, reading and writing), and 

Dörnyei’s (2014) suggestion of a four-component LLS classification. In 2011, Oxford 

updated her LLS classification and introduced the Strategic Self-Regulation (S2R) 

framework and discussed the strategic role of self-regulation in LLS use (Oxford, 

2011). Recently, Oxford (2017) focused on LLS use in diverse contexts and provided an 

intensive discussion of self-regulation and related factors as the core of LLSs. 

LLS research has developed quickly and constantly, but the emphasis on understanding 

students’ use of LLSs in various learning contexts has not been taken up by research 

into online students, especially their LLS use in synchronous environments (i.e., online 

class participation). On the other hand, a number of studies (Akiyama & Saito, 2016; 

Altunay, 2014; Hadwin, Bakhtiar, & Miller, 2018; Hauck & Hampel, 2008; H.-c. 

Huang, Chern, & Lin, 2009; Solak & Cakir, 2015) have paid special attention to LLS 

use by online students in the learning contexts related to asynchronous environments. 

However, there is an ongoing shift of LLS use in terms of the increasing use of 

synchronous technologies. As Z. Xu (2010) explained, given the way that the human 

brain works, a different online learning environment that stimulates the senses in 
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various ways is emerging with more and more varied input clues (e.g., those associated 

with colour, shape, distance, name and size) via technologies. In other words, in 

comparison with asynchronous learning, the synchronous learning environment presents 

learners with different kinds of challenges that call for the use of different LLSs. 

Nevertheless, as far as I am aware, research into LLS use in online Chinese learning 

remains scant. Therefore, given all the above, we can see the importance of 

investigating and improving LLS use in online language learning, and especially in 

online Chinese learning. 

1.2 The Research Project 

It is commonly acknowledged that learning a foreign language is a challenge for adult 

learners in a non-target-language-speaking country, such as English speakers learning 

Chinese in English-speaking countries. Furthermore, for English speakers, the 

character-based Chinese language is generally seen as a more time-consuming and 

difficult language to learn than alphabetic languages such as Spanish and Italian 

(Bureau of Human Resources, 2016). Such a perception can be attributed to features of 

the Chinese language itself, such as its orthography (Kan & McCormick, 2014; Shen, 

2005; Shen & Xu, 2015), or pronunciation and tones (Kan & McCormick, 2014). For 

learners who choose to study Chinese language in a distance education programme, 

these difficulties are compounded. 

One of the major challenges for distance language learners who study online is their 

lack of knowledge of strategies for that learning environment (Reinders & Hubbard, 

2013). Learning how to learn in this setting means that the learners reflect on their 

language learning and LLS use while simultaneously learning the target language. 

Sharples et al. (2014) explained that this involves ‘double-loop thinking’ which is more 

complex than ‘single-loop thinking’. In double-loop thinking, students need to adapt to 

the learning environment, solve learning problems and adjust learning behaviours in 

order to achieve learning goals. Language teachers in online courses can facilitate 

student learning by applying double-loop thinking and incorporating LLS training into 

their course design and delivery, so as to guide learners to acquire and practise LLSs. 
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In order to understand how languages can be effectively learnt online, it is important to 

investigate what LLSs students use, and what LLSs they need to develop in a fully 

online learning environment. Tracking online students’ strategy adoption and changes in 

their strategy use during the learning process can, therefore, be expected to extend our 

understanding of LLSs that are effective in improving language learning outcomes and 

those that are not. For example, it is important to comprehend how LLSs that are 

classified as ‘social strategies’ could be used effectively in collaborating with a 

language partner in completing a written assignment. 

Therefore, this thesis was guided by the following research questions (RQs):  

1 What types of LLSs do online Chinese learners use, 

i) while working in an asynchronous environment (i.e., self-directed learning 

outside online classes; assessment task completion outside online classes)? 

ii) while working in a synchronous environment (i.e., online class 

participation)?  

2 How is online Chinese learners’ LLS use influenced by:  

i) the interactants and the characteristics of the specific learning context (i.e., 

self-directed learning outside online classes; assessment task completion 

outside online classes; and online class participation)? 

ii) individual learner characteristics? 

As will be discussed in the next chapter, my review of existing literature found no 

definitions or classifications of LLSs specific to technology enhanced language learning 

(TELL). Therefore Oxford’s (1990) taxonomy for traditional language learning was 

used as the basic tool to explore LLS use for this project, in the expectation that it 

would be extended to produce an appropriate classification scheme for the online 

learning environment and potentially the discovery of some LLSs specific to Chinese 

learning. Oxford’s (1990) classification comprises two categories of strategies: direct 

(cognitive, memory, compensation strategies) and indirect (affective, social, 

metacognitive strategies).  

In online Chinese language learning, students can be expected to adopt three kinds of 

LLSs: 1) LLSs that are used in language learning generally and are not specific to 
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online learning or Chinese, 2) LLSs specific to synchronous and asynchronous 

environments in online learning, and 3) LLSs specific to Chinese learning.  

This research also focuses on the technological tools (language learning tools, 

Collaborate Classroom functions, and communication tools) that support learners’ LLS 

use. The online Chinese courses reported in my research project contain two main 

learning environments: a synchronous environment and an asynchronous environment. 

The synchronous environment refers to the online classes which are conducted in 

Blackboard Collaborate. This allows students to communicate with their teachers and 

peers online simultaneously from a distance. The asynchronous environment consists of 

a web-based Discussion Board, Wikis, online quizzes, Email and WeChat.  

My project aims at constructing a picture of the process of LLS decision making by 

studying a particular group of online Chinese language learners. It focuses on students 

who enrolled in the online Chinese courses provided by Griffith University through 

OUA. This online Chinese programme is offered at beginning, intermediate and 

advanced levels. Both asynchronous and synchronous tools are used in the courses. 

A mixed-methods design was employed which incorporated a convergent approach for 

integrating the quantitative and qualitative data (Creswell, 2012). By employing a 

mixed-methods design, I anticipated that the quantitative and qualitative data would be 

complementary to each other and would therefore generate a comprehensive picture of 

the LLS use by the participants.  

Students in the online Chinese courses were invited to self-report their LLS adoption 

through participating in a survey questionnaire and an interview. Ten of the survey 

respondents participated in the interview to provide further evidence verifying the data 

collected from the survey. An individual student report was then compiled for each 

interviewee, which was also used to inform my analysis of individual learner 

characteristics as an influencing factor for LLS adoption (Appendix E). With the 

students’ consent, I also observed their learning behaviour in online classes and tracked 

their learning activities online through Blackboard Collaborate. Students’ emails and 

instant messages (such as those from the messaging app WeChat) for collaborative 

learning were also collected on a voluntary basis in order to enrich the data. 
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1.3 Significance  

This project aims to contribute to the study of LLSs in a number of ways. Firstly, the 

results fill a number of gaps in research which will be identified in the literature review. 

These gaps concern: LLS adoption by Australian tertiary level students engaged in 

online Chinese learning, LLS adoption in collaborative learning, LLS use within a 

flipped classroom approach, and different LLS use in different learning contexts, such 

as self-directed language learning outside online classes, assessment task completion, 

and online class participation.   

Secondly, the findings provide insights into LLS adoption by individual language 

learners. Those students who were interviewed were able to provide detailed 

information on how they engaged with language learning activities, such as Chinese 

character learning, role plays and Wiki writings with language partners (writing 

assignments which ask students to collaboratively work on Wiki pages), and how they 

adopted and developed LLSs with the support of technological tools to solve learning 

problems during task completion in both individual and collaborative learning.  

Thirdly, this project provides recommendations on LLS training for language teachers 

and instructors to incorporate in their online language courses. These teachers and 

instructors have an essential role in helping learners learn how to learn. By facilitating 

strategy training, teachers and instructors may empower learners with active self-

directed learning skills which encourage them to tackle learning difficulties in online 

environments and adjust their learning behaviour towards successful online language 

learning. The LLSs found in this project may also help teachers better understand online 

students’ needs, including the necessity of equipping students with the right 

technological tools for online language learning.  

Finally, this project contributes to improvements of the research instruments used in the 

field of LLS research. I adapted Oxford’s (1990) Strategy Inventory for Language 

Learning (SILL) to produce a survey questionnaire which has the potential to be a 

valuable instrument for future research. This survey questionnaire involved the data 

collection of language learners’ LLS use, the supporting technology to their LLS use 

and the related learning contexts, in online Chinese learning.  
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1.4 Thesis Structure  

The thesis consists of seven chapters. Following this introductory chapter, Chapter 2 

provides a review of relevant existing literature on LLSs and their classification. It 

focuses on LLS research in online language learning, and considers a number of 

individual learners’ characteristics (such as language learning experience, motivation, 

age, and learner autonomy) as potential factors influencing their LLS use. 

Chapter 3 defines and provides the rationale for the research methodology, and presents 

my role and personal experience in relation to the project.  

Chapter 4 and Chapter 5 report the findings in relation to RQ1 and RQ2 respectively. 

Chapter 4 addresses the repertoire of LLSs adopted by the participants in online Chinese 

learning. Chapter 5 investigates the impact of the learning contexts and the individual 

learner characteristics on LLS use. 

Chapter 6 synthesises and further discusses the key findings. It focuses on interpreting 

the results relating to the most significant and unique aspects of LLS use in online 

language learning in general, and online Chinese language learning in particular.   

Finally, Chapter 7 summarises the contributions of this project, reflects on the research 

design and discusses the limitations of this research, and recommends areas for further 

investigation. 
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Chapter 2. Literature Review 

2.1 Introduction  

This chapter provides a comprehensive review of the key fields of study that have 

informed my research. The chapter first evaluates the issues, the advantages and 

disadvantages of Technology Enhanced Language Learning (TELL) in Section 2.2, and 

then provides a discussion on Chinese language as a particularly difficult language for 

English speakers to learn (Section 2.3). An extensive literature review of existing 

Language Learning Strategy (LLS) research and the classifications of LLSs is then 

presented in Section 2.4, followed by a literature review of LLS research in TELL in 

Section 2.5. Section 2.6 examines Chinese LLS in some detail, whilst Section 2.7 

focuses on the ways that individual learner’s characteristics (i.e., language learning 

motivation, language proficiency, learner autonomy, and age) may influence their use of 

LLSs. Finally, Section 2.8 discusses the LLS research approaches in existing LLS 

research and Section 2.9 provides a summary of this chapter. 

2.2 Distance Learning, Online Learning and TELL  

The emergence of online learning has presented new challenges and difficulties for 

distance learners. These challenges need to be examined in the context of online 

learning environments and TELL. This section provides a literature review of distance 

learning (Section 2.2.1), online learning (Section 2.2.2), and TELL (Section 2.2.3). It 

also presents the related specific issues, theories, and teaching and learning approaches 

found within the literature.  

2.2.1 Distance learning  

There is no one precise definition of distance learning or distance education, but the 

terms ‘distance learning’ and ‘distance education’ are widely accepted and used 

interchangeably (White, 2003). For simplicity, therefore, the former term is used in this 

project. The concept of distance learning has evolved with different forms (e.g., online 

learning, e-Learning, technology mediated learning, online collaborative learning) 

emerging as various technologies became involved in the delivery of education (Moore, 

Dickson-Deane, & Galyen, 2011). There are five characteristics of distance learning: 1) 
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the quasi-permanent separation of teacher and students; 2) the influence of an 

educational organisation; 3) the use of technical media; 4) the provision of two-way 

communications; and 5) the quasi-permanent absence of a learning group (Keegan, 

1996). Thus the word ‘distance’ can be understood as reflecting the separation of time 

and learning location between a learner and an education provider, whilst the word 

‘learning’ stresses ‘learning ability’ (Moore et al., 2011, p. 130). In distance language 

learning, this concept of learning ability highlights learners’ self-study and learner 

autonomy (Garrett, 2009; White, 2003).  

A critical issue in distance language learning, which has been highlighted by 

Bezuidenhout (2018) and White (2006), is that distance language teachers have to 

develop a knowledge and understanding of distance learners. Such a knowledge and 

understanding, which has a significant impact on distance students’ success 

(Bezuidenhout, 2018), refers to learner demographics, learner needs and goals, possible 

responses from learners to different teaching approaches, learner characteristics and 

expectations, and technology skills. Bezuidenhout (2018) pointed out that as 

universities become distance and electronic learning environments, the urgency to 

address the gaps in teachers’ understanding of distance learners increases accordingly. 

In the context of distance language teaching, White (2006) suggested that language 

teachers should be mindful of the need to improve their knowledge of learners, or in 

other words, develop ‘learner awareness’. Distance learning materials and delivery 

modes have focused more on technology and course content in the past, and thus have 

paid less attention to individual learner characteristics, such as motivation and learner 

attitudes, and to LLS adoption (White, 2006). A more learner-centred approach to 

distance language learning, however, needs to emphasise the importance of these 

individual learner characteristics.    

2.2.2 Online learning   

As noted by Moore et al. (2011), the term online learning is described by most scholars 

as access to online learning experiences via the use of technology, while other scholars 

have emphasised its features, such as connectivity, flexibility, and an ability to promote 

interactions. Online learning facilitates the development of online courses which include 

both content and instructional methods that help students learn (Clark & Mayer, 2016, 
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p. 30). The emergence of massive open online courses (MOOCs) has had a great impact 

on the development of online learning in higher education since the first MOOC was 

created in 2008 (Liyanagunawardena, Adams, & Williams, 2013). MOOCs can offer 

any learner structured online courses through various platforms, such as social media, 

online discussions, and forums (Salmon, Ross, Pechenkina, & Chase, 2015). Learners 

can watch the lectures, read online materials, participate in online discussions, and 

complete quizzes and tests. This section explains how online course design is influenced 

by various theories, and the main approaches used for effective online course design.  

Theories related to online learning  

Of the many learning theories, behaviourism, cognitivism, and constructivism have all 

had an influence on online teaching and learning. Behaviourism is a teacher-centred 

theory which posits that teachers should design the teaching process in order to 

encourage positive behaviour or prevent unwanted behaviour by students (T. Anderson, 

2008). Students, therefore, need to understand the explicit learning goals, attend the 

tests, learn materials as a sequence, and receive feedback from teachers in online 

learning.  

Cognitivism is also a teacher-centred approach in which cognitivists see learning as a 

process of obtaining, processing, and storing information (Bruning, 2004). Teachers 

should, therefore, organise the structure of online learning in a sequential way that helps 

students transfer information from short-term memory into long-term memory (T. 

Anderson, 2008).  

By contrast, constructivism is a learner-centred theory and constructivists believe that 

learners construct their knowledge through their own experiences and interactions with 

the real world (Weegar & Pacis, 2013). Thus, teachers should design collaborative and 

cooperative activities in online learning to enable students to facilitate constructivist 

learning. Realising the benefits of using these three theories supports online course 

design, with some researchers stressing the importance of using a combination of them 

in the online course design process (R. Liang & Chen, 2012; Weegar & Pacis, 2013). 
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However, Siemens (2005) has noted the limitation of these three theories and argued 

that connectivism is also an important aspect of learning with technologies in a digital 

age. Siemens explains that behaviourism, cognitivism, and constructivism describe 

learning as individual-related processes, but in doing so they fail to address learners 

who have to learn from groups or organisations. Connectivists emphasise a process in 

which individual learners study in an online environment, and through this obtain and 

critique information from connections before making decisions (Siemens, 2005). Hence, 

connectivists recommend that teachers design the same collaborative and cooperative 

activities as proposed by social constructivists, but suggest that teachers should play an 

active role in informing and evaluating the activities for learners in online learning as 

opposed to an advising and facilitating role as suggested by constructivists (T. 

Anderson, 2008; Siemens, 2008). 

Two learning approaches related to online learning   

There are three reasons that support a discussion of the collaborating and flipped 

learning approaches as a section of online learning. First of all, these two approaches are 

important as they were both adopted by the online Chinese programme investigated in 

my project. Secondly, there have been few studies which have investigated LLS 

adoption within such approaches, and therefore a review and discussion of relevant 

literature is necessary. Thirdly, despite being generic approaches that have been applied 

to many disciplines, little has been reported regarding their application to LLS adoption 

in distance and online language learning. Therefore, a discussion of these two 

approaches is important in understanding the online students’ LLS use in this research.   

Influenced by learner-centred theories, such as constructivism and connectivism, and 

also by Vygotsky’s ‘zone of proximal development’ (ZPD), collaboration is seen as key 

in online course design for effective online learning (Devlin & Trad, 2014; Jacobs, 

2013; R. Liang & Chen, 2012). The effectiveness of online learning is associated with 

students’ satisfaction about their collaborations and interactions with other students and 

teachers in online environments (Jacobs, 2013). For instance, a study by Yuping Wang 

and Chen (2012) demonstrated that collaborative language learning can be effectively 

facilitated in online learning environments. Students reported their satisfaction with 

their use of collaborative tools in online classes such as text chat, whiteboard and group 
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cyber classrooms for the purpose of effective interactions. Devlin and Trad (2014) 

designed a small-group role play as an assessment task which required students to act as 

teachers and collaborate with other team members in their groups. A key feature of the 

collaboration in the study was that students were able to access the reflections from 

other students and lecturers through emails, online forums, and the Blackboard learning 

system. The results from their study reflected the importance of collaboration for 

successful online learning in reducing learning stress and isolation, and in gaining 

collaborative skills which support students in becoming more effective learners. 

Collaborative learning was also been implemented in the online Chinese courses in this 

research project. The idea of working collaboratively is seen as a powerful approach in 

which individual learners build knowledge together and achieve a common goal 

(Hadwin et al., 2018; Hammond, 2016). According to Hammond (2016), collaborative 

learning requires students to work together and provide feedback and comments, which 

leads to a constructed achievement. Such collaborative learning is different from 

cooperative learning as the latter only requires students to ‘assemble a product’ which 

leads to the splitting of work between the participants who work individually before 

assembling the partial results into the final output (Hammond, 2016). Hammond also 

indicated that in collaborative learning students are expected to take greater 

responsibility for their own learning and, to this end, teachers should help facilitate 

group work and suggest problem-solving strategies as part of the collaborative learning 

and teaching process.  

The flipped learning approach is an instructional model which can also be applied to 

online learning. This approach was labelled as ‘classroom flip’ by J. Wesley Baker in a 

conference paper in 2000 (Baker, 2000). The concept was applied in American K12 

schools in 2007 and has since been continuously employed as a teaching and learning 

approach in education, including tertiary education (O'Flaherty & Phillips, 2015; 

Yuping Wang & Qi, 2018). Hamdan, McKnight, McKnight, and Arfstrom (2013) stated 

that four conditions need to be met in the flipped approach: 1) flexible environments 

that allow for a variety of learning modes; 2) a student-centred classroom; 3) students 

who are willing to explore provided materials before class; and 4) professional 

educators who can provide students with feedback and continuously assess their work. 
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The flipped approach can also be understood as a blended learning approach which 

reverses the traditional learning environment. Such an approach delivers instructional 

learning content, often in an asynchronous environment, whilst it also can be used to 

organise learning activities in a synchronous environment (Brame, 2013; Sales, 2013). 

The asynchronous environment allows students flexibility in arranging their self-paced 

learning, whilst the synchronous environment provides them with opportunities to 

participate in various collaborative learning activities. My project particularly focused 

on the students’ LLS use in these two learning environments. 

The flipped classroom approach is characterised by reversing the traditional order of 

events in teaching delivery, with the support of technology. It requires students to study 

pre-recorded mini-lecture videos, suggested online resources, PowerPoint slides, 

textbooks, and complete exercises outside classes before they participate in various 

learning activities in classes. An important reason for the employment of this approach 

is to use students’ class time more effectively, and also stimulate their quality thinking 

under teachers’ instruction (S. C. Huang, 2018). A recent study by Chiang (2017) 

indicated that the flipped classroom can produce a positive impact on students’ LLS use 

and improve students’ learning performance in language learning. Chiang found that 

students liked to use strategies of asking questions and providing solutions to their 

classmates. This is to say, students’ LLS use might be affected by the course design, 

and my research was aware of such an influence.  

However, some tertiary level students may find the flipped classroom more difficult to 

adapt to, despite its potential advantages for student learning. This is evidenced by the 

work of a group of researchers who surveyed 563 tertiary students enrolled in flipped 

courses in Australia (McNally et al., 2017). Their results indicated that half of the 

participants resisted the flipped approach, with these students reporting negative 

attitudes towards the course activities. The challenges of the flipped classroom are more 

related to self-directed learning outside classes, such as the task design (McDonald & 

Smith, 2013), inadequate student preparation before class and the students’ need for 

guidance when undertaking self-directed learning (Akçayır & Akçayır, 2018). If 

students do not take adequate time to study, they may not perform well when 

participating in in-class learning, and consequently the advantages of the flipped 
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classroom approach diminish (Akçayır & Akçayır, 2018). In other words, self-directed 

learning outside classes is one of the key factors impacting the successful 

implementation of the flipped classroom approach. Self-directed learning in online 

language learning requires students to use effective LLSs, to manage their learning 

before class, and then consolidate knowledge and use the language in class with 

teachers and peers. However, there remains a lack of research which investigates how 

students employ LLSs in coping with the requirements of the flipped classroom 

approach. 

2.2.3 TELL  

Since the development of distance learning and online learning relates to the 

development of technologies, this section first introduces the definition of Technology 

Enhanced Language Learning (TELL), and then moves on to a discussion of the four 

generations of distance learning which reflect the technologies deployed, followed by a 

review of the terms related to TELL. This section also discusses the challenges and 

issues in TELL, and learners’ perspective of technology use in online learning.  

TELL and related terms  

Technically, TELL was first known as computer assisted language learning (CALL), 

with both alternatives referring to the same language learning approach (Bush & Terry, 

1997). TELL, rather than CALL, is used in this thesis for two reasons. The first is that 

TELL can involve various technology devices, such as a computer, a tablet, or a mobile 

device, and therefore is a more inclusive term than CALL. The other reason is that 

TELL highlights the ‘impact’ of technology on foreign language learning, and therefore 

is a more accurate term than CALL for this research project. Technology use was a key 

component in my research project as it supported the completion of language learning 

activities.  

TELL has developed rapidly since the 1970s (Mike Levy & Stockwell, 2006), and this 

directly relates to the fast-paced development of computer systems, the widespread use 

of the Internet, and the improvements in wireless technologies (Lambropoulos, 

Christopoulou, & Vlachos, 2006). These technologies, both singly and in combination, 

have become more and more capable and sophisticated, and have all facilitated changes 
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in TELL over the last 40 years. For example, Barnes (2000) investigated how email 

systems and electronic conferencing developed along with TELL to support distance 

higher education. The author found that in the early stage of such distance education the 

email system was mainly used in one-to-one communication and information exchange. 

However, over time, email systems developed into one-to-many communication within 

a closed learning group (e.g., among teachers and learners). In early electronic 

conferencing systems “the only visible sign of participation is the written word” which 

led learners to solitary summarising and self-understanding rather than articulating ideas 

through spoken discourse in class (Barnes, 2000, p. 242).  

Technology has already been integrated into and changed the way people learn foreign 

languages. Bax (2003) described TELL as being on the way towards ‘normalisation’ as 

technology is integrated into the lives of language learners and gradually becoming 

commonplace. Bax characterised the normalisation progress by stages: in the earliest 

stage, just a few language teachers adopted technologies in the classrooms but 

gradually, as language learners and teachers saw them as a normal part of their daily 

life, the technologies were used in every classroom, desk and bag.  

Unsurprisingly, modes of delivery in distance language education have changed along 

with the developments in technology. Yuping Wang and Sun (2013) identified four 

generations of distance language education each with different delivery modes. The first 

generation relied on mailing printed materials as the delivery mode until the 1970s. The 

second generation used broadcasting technologies with audiocassettes and 

videocassettes. The third generation moved on to the use of multimedia technologies in 

language courses, whilst the authors have described the current fourth-generation 

distance language education as relying on ‘Internet-based real-time technology’, which 

highlights ‘spontaneous communication and interaction’. The key feature of this fourth 

generation is that it involves synchronous technology which allows immediate oral and 

visual interactions, communication and collaborative learning through Internet-based 

videoconferencing, and it is this recent development in communication through 

synchronous technology that has brought such tremendous changes to distance language 

education.   
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The often-highlighted interaction in TELL is computer-mediated communication 

(CMC). CMC engages language learners in active learning, negotiation, seeking 

information and error correction in the target language (Michael Levy, 1997). CMC 

involves two types of communication between teachers and learners: synchronous 

computer-mediated communication (SCMC) and asynchronous computer-mediated 

communication (ACMC) (Beatty, 2003; Michael Levy, 1997). SCMC is supported by 

software, such as text chat, Skype, Elluminate, FlashMeeting, WebCT, NetMeeting, and 

DimDim, all of which can provide audio- or video-conferencing environments (Stickler 

& Shi, 2013). With the support of such software, SCMC can facilitate instantaneous 

communication and information exchange between the language learner and the teacher 

in the forms of reading, listening, speaking and responding (Stickler & Shi, 2013). On 

the other side, ACMC allows delayed online interactions, such as Email, bulletin boards 

and blog discussions.   

Challenges and issues in TELL  

A review of existing literature evidences that learning with a single technology in an 

online environment may cause disadvantages to language learners such as limiting 

language output (Barnes, 2000; Golonka, Bowles, Frank, Richardson, & Freynik, 2014; 

Kan & McCormick, 2014). However, contemporary distance learners are not 

constrained by one single technology and the limitations of using single technologies in 

online environments can therefore be overcome by adopting multiple technologies in 

both synchronous and asynchronous environments – but this means that distance 

learners now have to cope with various technologies in online learning environments. 

As a result, they face new challenges in online language learning such as learning 

specific technical skills, using unfamiliar learning devices, and realising netiquette (i.e., 

guidelines for communication over the Internet, see Larry & Gary, 1997) (Hauck & 

Hampel, 2008). These challenges therefore need to be overcome by distance learners 

with appropriate LLSs in online language learning.  

Another drawback of using most single TELL technologies is the lack of language 

output and communication. Golonka et al. (2014) reviewed over 350 studies in TELL 

and summarised the effectiveness of technologies covering a variety of systems and 

applications for foreign language learning and teaching. Their research found that only 
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automatic speech recognition and chat strongly enhanced language learners’ language 

output and interaction as well as dramatically increasing students’ language output. In 

an asynchronous environment, some language learners can even choose not to respond 

to messages and hide offline, which is called the ‘lurker’ phenomenon (Barnes, 2000). 

Sun, Rau, and Ma (2014) explained that lurkers keep quiet for various reasons and 

proposed an integrated model to discuss the motivational factors of online behaviours in 

four categories: online community, individual, commitment, and quality requirement. 

Lurkers can be incited to participate more by using appropriate ‘de-lurking’ strategies 

such as using external stimuli, giving encouragement, and providing guidance for 

newcomers (Sun et al., 2014, p. 115). After all, ‘lurking’ should not be seen as 

necessarily a negative phenomenon. X. Yang, Li, and Huang (2017) argued that lurkers, 

rather than being regarded as passive members, ‘consume’ the content created by active 

users in an online community and thus form an indispensable part of the community. 

The final issue related to TELL is the difference between netiquette and face-to-face 

etiquette in classroom, which may influence online interactions. Hauck and Hampel 

(2008) suggested that netiquette is different from etiquette in normal life or in real 

classrooms. For example, instead of using body language, students might use a smiley 

face to express their politeness in a synchronous class or use a personal photo in emails 

as a method of breaking the ice. Additionally, unlike interactions in a traditional 

classroom, any praise or inappropriate speech in an online environment, such as an 

online forum, may remain visible for a long time. In relation to communication 

behaviour in an online environment, previous studies have indicated that the online 

interactions can lead to a rapid response behaviour and a neglect of social formalities, 

which may consequently result in misunderstandings or negative emotion (Knight & 

Masselink, 2008). Despite this, findings from a recent study by Linek and Ostermaier-

Grabow (2018), which investigated 2,550 students and 299 lecturers’ netiquette in 

Facebook interaction, showed that the behaviour of the majority of interactants was 

deemed to be appropriate. However, there is still an open question of how netiquette 

supports effective collaboration among students in language learning. With this in mind, 

this project investigated netiquette as a particular LLS in online language learning and 

explored how and why students used it in collaborative learning. 
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Students’ perspectives of technology use in online learning  

Students’ use of technological tools was also investigated in my research as these tools 

may facilitate LLS use. Two recent studies have demonstrated that the perspectives of 

online language learners towards the use of technologies tended to be positive (Kan & 

McCormick, 2014; Murday, Ushida, & Chenoweth, 2008). These studies also offer 

positive evidence for the use of synchronous and asynchronous technologies in online 

language learning. Kan and McCormick (2014) collected online discussion data from a 

course forum from 467 Chinese language learners who enrolled at The Open University 

in the UK. This Chinese language course provided both face-to-face tutorials and 

synchronous online tutorials to distance language learners. Their results indicated that 

these learners had a positive attitude toward the learning experience of using online 

forums. Learners reported that they could obtain language learning resources and use 

effective Chinese LLSs for improving speaking and listening from the forums. Murday 

et al. (2008) used mixed research methods to investigate the satisfaction of language 

learners and teachers in a USA university’s hybrid language course which contained 

both online and face-to-face components. Overall, the students were satisfied with the 

tools used in the online course which included repeating the sound clips and checking 

the translated meaning of new words.  

However, a more recent study reported a contradicting perspective on the use of 

technologies in online language learning. Fryer, Nicholas Bovee, and Nakao (2014) 

conducted a large-scale study (892 tertiary level participants) to investigate the 

perspective of English language learners at one university in Japan. Their research 

investigated the reasons for learners preferring not to study online across a 5-month 

period. Both quantitative and qualitative research methods (i.e., two surveys and ten 

short interviews) were used in the project. Survey results at the end of the 5 months 

indicated that the number of language learners who had positive view towards online 

language courses only had a marginal increase from 245 to 257. Fryer et al. (2014) 

indicated that learners were afraid of learning online, perceiving it as requiring high 

language ability, and thus they felt unworthy of using this approach from the beginning. 

Language learners in the interviews also complained about the blurred vision and eye 

strain associated with the use of computer screens for long periods.  
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These three studies all reflect the close relationship between tertiary level students’ 

perspectives and the technology used in online language learning. However, their 

perspectives towards technology use are different. Students’ past experience of using 

technologies in online language learning and the type of technologies being used might 

also be considered as important reasons influencing LLS use. 

This section reviews the concept of TELL and how technology in distance language 

education has advanced in recent decades. Scholars have noted that distance learners 

should be aware of the relevant difficulties and challenges of using technologies while 

enjoying the convenience and benefits provided by them. How technologies could be 

applied to the learning of Chinese, a language usually perceived to be difficult to learn, 

is certainly a central theme of this research project. The next section discusses Chinese 

as a specific language for English speakers to learn. 

2.3 Chinese as a Particularly Difficult Language for English Speakers to Learn  

‘Is Chinese difficult to learn or not?’ might be a common question that immediately 

arises when an individual plans to learn Chinese (Mandarin) as a foreign language for 

the first time. However, it is very hard to give a simple ‘Yes’ or ‘No’ answer to this 

question. This is because, on the one hand, the grammar of Chinese is not particularly 

complicated for English speakers. On the other hand, the number of Chinese characters 

can result in Chinese being portrayed as a time-consuming foreign language for English 

speakers to learn. Additionally, English speakers are faced with the significant 

difficulties of learning Chinese orthography and pronunciation, and the specific 

acquisition order of the language increases the level of difficulty of Chinese character 

learning for English first language speakers (Kan & McCormick, 2014; Shen, 2005).  

Chinese characters have developed for over 3,000 years and the overall number of 

Chinese characters currently stands at 87,019, as recorded by the Zhonghua Chinese 

Character Dictionary (中华字海) (B. Zhang, 2002). However, the number of Chinese 

characters in frequent use by Chinese people in their daily life is only around 3,500. 

These 3,500 Chinese characters were recorded in the List of Frequently-Used 

Characters in Modern Chinese (现代汉语常用字表) and published by the Chinese 

National Linguistics Work Commission in 1988, covering 99.48% of commonly used 
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Chinese characters (Cheng, 2000). According to Y. Hu (1995), 90% of written content 

in non-scholarly sources (e.g., magazines and books) can be covered by 950 frequently-

used characters, while 99% of such content can be covered by 2,400 frequently-used 

characters (pp. 167-168). 

Compared with the grammar of European languages, Chinese grammar is simpler in 

several ways. For example, there is no tense change, no singular or plural form change, 

no grammatical gender and few relative clauses, all of which can make it seem less of a 

challenge for a foreign language learner. However, for English native speakers, the 

language proficiency they achieve over 24 to 30 weeks for the Romance languages, 

such as Spanish or Portuguese, is similar to that achieved in Chinese over 88 weeks, 

according to a report published by the US’s Bureau of Human Resources (2016). In 

other words, Chinese language has been rated as taking about three times as long to 

learn as the Romance languages, for English speakers. In this regard, learning Chinese 

is certainly a time-consuming process for English native speakers.   

There are three main areas of difficulties in Chinese language learning. The first and 

foremost one is Chinese orthography (Kan & McCormick, 2014; Shen, 2005; J. Zhang, 

Li, Liu, & Chen, 2020), which contains simplified and traditional Chinese characters. In 

this project, Chinese orthography refers only to simplified Chinese characters which is 

the official written form of Chinese in the People’s Republic of China (PRC), Malaysia 

and Singapore. Written Chinese characters contain a three-tier orthographic structure: 

the characters themselves, radicals, and strokes (Shen, 2005). Based on their physical 

structures, characters can be further classified, into integral characters and compound 

characters.  

There are eight basic strokes (i.e., 丶, 一, 丨, 丿, ㇏ ,㇀ ,乛 ,亅) for radicals and 24 

derivational strokes for writing integral characters (Y. Hu, 1995). For example, 方法 is 

a Chinese word which means ‘method’ in English. It contains two Chinese characters. 

The first character 方, an integral character, consists of four strokes, namely 丶, 一, ㇆, 

丿. The second character 法, a compound character, consists of a radical and an integral 

character (氵 and 去), which altogether include eight strokes (three strokes 丶, 丶, ㇀ for 

氵 and five strokes for 去). Based on the visual relationship among radicals and strokes, 
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there are 12 categories of compound characters (Y. Hu, 2011), as shown in Table 2.1. 

Associated with the strokes and radicals, a further challenge for Chinese learners comes 

from the correct order of strokes (Shen, 2005). 

Table 2.1 

Examples of the 12 Compound Categories of Chinese Characters  

Categories of 

compound 

characters 

Left-right Left-

middle-

right 

Top-

down 

Top-

middle-

down 

Left-top 

enclosure 

Right-top 

enclosure 

Character 

example 
法 湖 策 衮 病 句 

Categories of 
compound 

characters 

Left-
down 

enclosure 

Left-
three 

enclosure 

Top-
three- 

enclosure 

Down-
three 

enclosure 

Full 

enclosure 

Mosaic 

structure 

Character 

example 
连 巨 周 凶 国 爽 

 

The second area of difficulty in Chinese language learning is pronunciation. Chinese 

characters were originally classified into six types based on text written structure by 

Chinese people in the Han dynasty. Three of these six types exist in Modern Chinese: 

pictographs, ideographs, and phonetic-semantic compound characters (Y. Hu, 2011). 

The pictograph expresses an object in Chinese. For example, 月 (moon), was developed 

as a series of symbol pictographic characters over thousands of years in the following 

sequence: . The ideographs are compound characters which contain at least 

two integral characters. For instance, 尖 means ‘sharp’ in English, and it consists of two 

characters: 小 (small) on the top and 大 (big) at the bottom. It also presents a picture as 

a sharp tool and exemplifies a pictograph. The phonetic-semantic compounds also 

consist of at least two integral characters. One indicates a semantic cue, and the other is 

a phonetic cue which has little or no meaning (Shen, 2013). For example, 蛛 means 

‘spider’, is consisted of 虫 which provides a meaning of land invertebrate and 朱 which 

dictates the pronunciation. However, Chinese language learners generally cannot use a 

guessing strategy for phonetic-semantic compounds. This is because although more than 

90% of modern Chinese characters are phonetic-semantic compounds (Y. Hu, 2011), 

the reliability of a phonetic radical as a cue for the sound of a Chinese character is very 

low – only 26% of phonetic-semantic compounds can provide a cue for sound 
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completely without considering the four tones (Shen, 2013). This separation between 

pronunciation and the orthographic structure makes it more difficult for learners whose 

native language is alphabetical. 

The challenge of pronunciation is further complicated by the tones in Chinese, 

especially for beginning-level Chinese learners (Kan & McCormick, 2014). Since 1958, 

the Chinese government has promoted the use of the phonetic alphabet Pinyin system to 

learn the tones of Standard Chinese (Y. Hu, 2011). There are four tones, plus a neutral 

tone (Table 2.2). If Chinese language learners pronounce a word with the wrong tone, it 

may be easily confused with other words with a different meaning due to the large 

number of homophones. For example, 妈 is pronounced as mā with the level tone and it 

means mum; while 马 is pronounced as mǎ with the falling-rising tone and it means 

horse (Table 2.2). Beginning-level Chinese language students should, therefore, learn 

Pinyin to help them work out the Chinese tones and pronunciation. English speakers 

tend to pronounce Pinyin with English pronunciations because Pinyin is written using 

an English alphabet (Shen, 2013). For example, the Pinyin for 吃 is chī, and beginning-

level learners may pronounce this as ‘chi’ to ‘chill’ without a tone whereas it should be 

pronounced ‘chi’ as in ‘chirp’ and STOP right when getting to the ‘r’ sound. This 

example illustrates how the Pinyin system, rather than assisting, could result in certain 

barriers for English native speakers originating from the pronunciation of their first 

language.  

Table 2.2 

The Four and the Neutral Tones in the Pinyin System  

Tone Description  Pinyin  Chinese character  English explanations  

The level tone     mā              妈 mother  

The rising tone     má              麻 tingle; rough; sesame  

The falling-rising tone     mǎ              马 horse  

The falling tone     mà              骂 scold  

The neutral tone     ma              吗 final interrogative particle on 

a yes/no question  

 

The third area of difficulty is the particular acquisition order of the Chinese language 

which increases the challenge of character learning. Shen (2013) indicated that when 
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learning Chinese as a second language, phonological activation occurs at the lexical 

level whereas, when learning English as a second language, the activation occurs at the 

pre-lexical level. In other words, learning Chinese involves learning both the character 

and the syllable system. Thus, Chinese language learners must retrieve both the syllable 

and the meaning simultaneously when they face a Chinese character.  

The three areas of difficulty in Chinese language learning discussed in this section make 

Chinese a particularly demanding language for English speakers to learn. In order to 

address these challenges, online Chinese learners should utilise appropriate LLSs to 

improve their effectiveness of learning. Therefore, knowing what LLSs are more 

suitable for Chinese learning, and how to more effectively apply them in language 

learning, are of great value to Chinese language learners. 

2.4 LLSs and LLS Research  

LLSs are an important factor impacting online language learning. For a better 

understanding of the LLSs used by online students, it is necessary to discuss the 

definitions of LLSs. This section first discusses the main definitions and classifications 

of LLSs and provides a justification for the use of Oxford’s (1990) classification of 

LLSs in my project. It will then explore TELL materials and tools as factors impacting 

strategy choices.   

2.4.1 Definitions of LLS  

The definition of ‘strategy’ in the Oxford Dictionary of English is “a plan of action 

designed to achieve a long-term or overall aim” (Oxford Dictionary of English, 2019). 

That is to say, a strategy builds relationships between plans, actions, goals, and the 

planner. In the field of second language acquisition, researchers have been working on 

the definition of LLS since Rubin (1975) first suggested that researchers should be 

aware of strategies that were adopted by good language learners as “techniques or 

devices which a learner may use to acquire knowledge” (p. 43). This definition of LLS 

is very broad and subsequently O'Malley and Chamot (1990) refined the definition of 

LLS as “operations employed by the learner to aid the acquisition, storage, retrieval, and 

use of information” (p. 8). At the same time, Oxford (1990) defined conscious LLSs as 

“specific actions taken by the learner to make learning easier, faster, more enjoyable, 
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more effective, and more transferable to new situations” (p. 8). Twelve features of LLSs 

were identified by Oxford, namely they 1) contribute to the main goal – communicative 

competence, 2) allow learners to become more self-directed, 3) expand the role of 

teachers, 4) are problem-oriented, 5) are specific actions taken by the learner, 6) involve 

many aspects of the learner, not just the cognitive aspect, 7) support learning both 

directly and indirectly, 8) are not always observable, 9) are often conscious, 10) can be 

taught, 11) are flexibly used in different ways, and 12) are influenced by a variety of 

factors. This definition has been widely adopted by researchers (Griffiths, 2004).   

A. D. Cohen (1998) defined LLS as “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” (p. 4). Griffiths (2008) suggested a broad definition of 

LLS as a conscious “specific action” in the language learning process, i.e., “activities 

consciously chosen by learners for the purpose of regulating their own language 

learning” (p. 91). Griffiths (2008) also summarised six essential aspects of this 

definition: 1) LLSs are both actions and mental processes; 2) LLSs are consciously 

selected by learners; 3) LLSs are chosen by learners; 4) the purpose of using LLSs is to 

learn language; 5) LLSs are used to regulate learning; and 6) the goal of LLSs is the 

facilitation of learning. Later A. D. Cohen (2012) further developed this definition and 

defined LLS as “thoughts and actions, consciously chosen and operationalized by 

language learner, to assist them in carrying out a multiplicity of tasks from the very 

onset of learning to the most advanced levels of target-language performance” (p. 136). 

Cohen’s (2012) definition acknowledged the changeability of LLS adoption when 

language learners face different language tasks. Despite the development of LLS 

definitions over time, all these LLS scholars have recognised two core features of LLSs, 

namely they are language learners’ decisions, and they focus on improving language 

proficiency.   

More importantly, Oxford’s (2017) recent definition of LLS emphasised the importance 

of strategy use in relation to specific learning contexts as reflected in the statement that 

“LLSs are complex, dynamic thoughts and actions, selected and used by learners with 

some degree of consciousness in specific contexts in order to regulate multiple aspects 
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of themselves (such as cognitive, emotional, and social) for the purpose of 1) 

accomplishing language tasks; 2) improving language performance or use; and/or 3) 

enhancing long-term proficiency” (p. 48). She also indicated that language learners 

often use strategies “flexibly and creatively; combine them in various ways, such as 

strategy clusters or strategy chains; and orchestrate them to meet learning needs” (p. 

48). However, the appropriate use of strategies depends on “multiple personal and 

contextual factors” (p. 48). Whilst, as indicated above, there are multiple LLS 

definitions, the one provided by Oxford (2017) encompasses the key ingredients of 

addressing the LLS challenge. Given the clarity of this definition and clear focus on the 

LLS issues and challenges, I therefore adopted this definition in my research as specific 

learning contexts play an important role in my participants’ LLS adoption.   

2.4.2 LLS research  

Based on the above definition of LLS, this section will now provide greater detail of the 

research into LLS and the associated conclusions reached by the various key 

researchers.  

Originally, the research into LLS was described in the mid-1970s as “the good language 

learner” research (Rubin, 1975). Rubin explained that a good language learner should 

have seven features: “1) is a willing and accurate guesser; 2) has a strong drive to 

communicate or to learn from a communication; 3) is often not inhibited; 4) is prepared 

to attend to form; 5) practices; 6) monitors his own and the speech of others; and 7) 

attends to meaning” (pp. 45-47). However, Ellis (2008) argued that early studies of 

successful language learning focused on the value of teaching quality and lacked the 

perspective of language learners. This important issue was recognised in the late 1980s 

and early 1990s when research began to shift from a teacher-centred to a learner-centred 

direction. Researchers started to develop specific classifications of LLSs and study 

individual learner characteristics that influenced learners’ use of LLSs, thus reflecting a 

learner-centred approach, with two of the best known resultant models being those of 

O'Malley and Chamot (1990) and Oxford (1990).   

In the last 2 decades, LLS research has further transitioned through the use of a socio-

cultural approach to investigate second and foreign language learners’ LLSs in different 



 

31 

 

cultures and contexts (Gao, 2006, 2008, 2010; Norton & Toohey, 2001; Wenden, 1998). 

This socio-cultural approach highlights the importance of language learners’ learning 

contexts and metacognitive knowledge (Gao, 2007). Consequently, language learners’ 

LLS adoption is viewed as a result of individual cognitive decisions and the influences 

of learning cultures and contexts. Gao (2007) argued strongly for the importance of 

using such a socio-cultural approach in LLS research since this approach helps 

researchers capture the dynamic strategies used when language learners are facing 

different tasks. For example, Gao (2006) reported the changes in 14 Chinese students’ 

LLS adoption after they went to Britain from mainland China. The author used socio-

cultural perspectives to explore these changes, such as the students’ reduced use of 

memory strategies.  

Memory strategies are seen as very important in the context of Chinese culture, and 

students’ LLS adoption as described in Gao (2006) is influenced by the assessment 

methods and influencing agents, such as teachers, parents and friends. The socio-

cultural approach, in part, responds to the questions raised by Tseng, Dörnyei, and 

Schmitt (2006) regarding the theories of LLS research (Gao, 2007). These questions 

ranged from a definitional fuzziness of LLS, to the psychometric properties of the 

assessment instruments used. They also questioned the robustness of research 

methodologies. As a result, these researchers suggested focusing on learners’ LLS use 

in various learning activities and how learners use LLSs in different ways.   

Table 2.3 summarises the major contributions since the launch of LLS research into 

second language acquisition in the 1970s. Initially, Rubin (1975) reported only seven 

LLSs adopted by good language learners. Later, in 1990, O'Malley and Chamot (1990) 

and Oxford (1990) developed two widely accepted models to present an explicit 

description and classification of LLS (see Table 2.3). Oxford’s classifications, shown in 

Table 2.4, included a total of 64 LLSs. Ellis (2012) believed that Oxford’s model is able 

to more persuasively account for the quantitative data than O’Malley and Chamot’s 

model. 

The classification of LLS in A. D. Cohen et al. (2002) corresponds to the four macro-

skills (listening, speaking, reading and writing), and two LLS subcategories which focus 
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on specific aspects of language learning (vocabulary strategies, and translation 

strategies), presented as a 89-question Language Strategy Survey. This survey was 

specially designed for training overseas students’ LLS development (Ellis, 2012).   

Table 2.3 

Major Research on LLS and LLS Subcategories 

Year  Author(s)  Focus on  Subcategories of LLSs 

1975  Rubin  7 strategies used 

by good 
language 

learners  

Good language learners should   

• be good guessers;   

• emphasise communication;   

• work against feeling inhibited;   

• pay attention to form through analysing; 

categorising, and synthesising;  

• highlight practice;   

• monitor themselves and learn from mistakes;   

• focus on meaning.  

1990  O’Malley  

& Chamot  

3 categories of  

LLSs  

• Metacognitive strategies;  

• Cognitive strategies;  

• Social and affective strategies.  

1990  Oxford  2 classes of 

LLSs which 
contain 6 

categories   

Direct strategies include:  

• Memory strategies;  

• Cognitive strategies; 

• Compensation strategies  

Indirect strategies include:  

• Metacognitive strategies;  

• Affective strategies;  

• Social strategies.  

2002  Cohen, Oxford 

& Chi  

6 categories of  

LLSs  

• Listening strategies 

• Speaking strategies;   

• Writing strategies;   

• Reading strategies;   

• Vocabulary strategies;  

• Translation strategies.  

2014  Dörnyei  4 categories of  

LLSs  

• Metacognitive strategies;  

• Cognitive strategies;  

• Social strategies;  

• Affective strategies.  

 

Recently, Dörnyei (2014) has suggested a four-component LLS classification (see Table 

2.3). He pointed out that Oxford (1990) and O’Malley and Chamot’s (1990) 
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classifications of LLSs are two powerful but similar classifications, and thus are highly 

compatible. However, he suggested that compensation strategies, which were included 

in Oxford’s classification, should be excluded because compensation strategies reflect 

language learners’ language use rather than the processes of language learning. He 

argued that language use and language learning were not only different in function, but 

also in psycholinguistic representation. Dörnyei also believed that memory strategies 

should be considered as a sub-category of cognitive strategies since most memory 

strategies utilise shallow processing, while most cognitive strategies utilise deep 

processing. However, Dörnyei agreed with Oxford’s classification in separating 

affective strategies and social strategies into two categories explaining that 

‘cooperation’, ‘questioning and clarification’, and ‘self-talk’ are three social/affective 

strategies in O’Malley and Chamot’s (1990) LLS classification, but indeed these three 

LLSs reflect totally different behaviours. 

From Table 2.3, it can be observed that Oxford’s model distinguishes between direct 

and indirect strategies. Direct strategies “directly involve the target language” and 

“require mental processing of the language” which contains memory strategies, 

cognitive strategies, and compensation strategies (Oxford, 1990, p. 37). Indirect 

strategies refer to strategies that “support and manage language learning without (in 

many instances) directly involving the target language” and which contain 

metacognitive strategies, affective strategies, and social strategies (Oxford, 1990, p. 

135). In order to compare Oxford’s and O’Malley and Chamot’s classifications of LLSs, 

Hsiao and Oxford (2002) tested 534 adult tertiary level students with a survey in 

Taiwan. The findings demonstrated that Oxford’s classification provided more 

convincing explanations of LLS adoption by learners than O’Malley and Chamot’s 

classifications (Ellis, 2008). Table 2.4 introduces the detailed information of Oxford’s 

(1990) strategy categories, subcategories, and LLSs. 
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Table 2.4 

Oxford’s LLSs (Oxford, 1990) 

LLS category and 

definitions  

LLS 

subcategory  

LLS  

Affective strategies are used 
to control affective factors 

in language learning, which 

contains three sets, 

lowering your anxiety, 
encouraging yourself, and 

taking your emotional 

temperature (Oxford, 1990, 

p. 140). 

Lowering  

your anxiety  

Using progressive relaxation, deep  

breathing or meditation  

Using music  

Using laughter  

Encouraging 

yourself  

Making positive statements  

Taking risks wisely  

Rewarding yourself  

Taking your 

emotional 

temperature  

Listening to your body  

Using a checklist  

Writing a language learning diary  

Discussing your feelings with someone else  

Cognitive strategies are a 
varied lot, ranging from 

repeating to analysing 

expressions to 

summarising, which 
contain four sets, 

practising, receiving and 

sending messages, 
analysing and reasoning, 

and creating structure for 

input and output (Oxford, 

1990, p. 43). 

Practising   Repeating  

Formally practising with sounds and writing 

systems  

Recognising and using formulas and patterns  

Recombining  

Practising naturalistically  

Receiving and 

sending 

messages  

Getting the idea quickly  

Using resources for receiving and sending 

messages  

Analysing and 

reasoning  

Reasoning deductively  

Analysing expressions  

Analysing contrastively (across languages)  

Translating  

Transferring  

Creating 

structure for 
input and 

output  

Taking notes  

Summarising  

Highlighting  

Social strategies mean 

learning a language through 

communication with others, 

which contain three sets, 
asking questions, 

cooperating with others, 

and empathising with 
others (Oxford, 1990, p. 

144). 

Asking 

questions  

Asking for clarification or verification  

Asking for correction  

Cooperating 

with others  

Cooperating with peers  

Cooperating with proficient users of the new 

language   

Empathising 

with others  

Developing cultural understanding Becoming 

aware of others’ thoughts and feelings  

Memory strategies are used 
to the storage and retrieval 

of new information which 

Creating 
mental 

linkages  

Grouping  

Associating/elaborating  

Placing new words into a context  
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LLS category and 

definitions  

LLS 

subcategory  

LLS  

contain four sets, creating 

mental linkages, applying 

images and sounds, 
reviewing well, and 

employing actions (Oxford, 

1990, p. 38). 

Applying 
images and 

sounds  

Using imagery  

Semantic mapping  

Using keywords  

Representing sounds in memory  

Reviewing 

well  

Structured reviewing  

Employing 

actions  

Using physical response or sensation  

Using mechanical techniques  

Compensation strategies 

enable learners to use the 
new language for either 

comprehension or 

production despite 
limitations in knowledge 

and intend to make up for 

an inadequate repertoire of 

grammar and, especially, of 
vocabulary (Oxford, 1990, 

p. 47).  

Guessing  

intelligently  

Using linguistic clues  

Using other clues  

Overcoming  

limitations in 

speaking and 

writing  

Switching to the mother tongue  

Getting help  

Using mime or gesture  

Avoiding communication partially or totally  

Selecting the topic  

Adjusting or approximating the message  

Coining words  

Using a circumlocution or synonym  

Metacognitive strategies 

are actions which go 

beyond purely cognitive 
devices, and which provide 

a way for learners to 

coordinate their own 
learning process (Oxford, 

1990, p. 136).  

Centring your 

learning  

Overviewing and linking with already known 

material  

Paying attention  

Delaying speech production to focus on 

listening 

Arranging and 

planning your 

learning  

Finding out about language learning  

Organising  

Setting goals and objectives  

Identifying the purpose of a language task 

(purposeful 

listening/reading/speaking/writing)  

Planning for a language task  

Seeking practice opportunities 

Evaluating 

your learning 

Self-monitoring 

Self-evaluating 

 

As a result of the above analysis of the relevant literature, my research project did not 

consider the LLS classifications offered by A. D. Cohen et al. (2002) and O'Malley and 

Chamot (1990) because in their work LLSs were only classified according to the four 

macro skills (i.e., listening, speaking, reading and writing). Rather, as my research 

focused on LLS adoption in an online language learning context, it was important for 

my investigation to go beyond these four macro skills to provide a comprehensive 
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picture of how students learn a language online. Also, Dörnyei’s model was not adopted 

because it did not provide detailed explanation of LLSs in his classifications. Although 

language learning and language use are two different behaviours, my project considered 

both LLSs and language use strategies in online learning because they are essential to 

language learners.  

The concept of self-regulation is one that has recently begun to find favour. Oxford 

updated her earlier LLS classification (1990) by distinguishing between strategies 

(cognitive, affective and sociocultural) and meta-strategies to reflect the learner’s self-

regulation of cognition, social interaction and affect (Oxford, 2011, 2017) . She also 

introduced the Strategic Self-Regulation (S2R) framework and discussed LLS use in the 

self-regulation of mental process, and communicative learning. However, unlike 

Oxford’s (1990) Strategy Inventory for Language Learning (SILL), the S2R framework 

did not support any measurable indicators for LLS analysis (Papadopoulou, Kantaridou, 

Platsidou, & Gavriilidou, 2018). However, SILL is a self-report questionnaire, which 

has been used to assess the frequency of use of LLSs with 5-point Likert scale (Oxford, 

1990) and which can accommodate the functions of the S2R framework (Papadopoulou 

et al., 2018). 

Although there are debates regarding SILL’s construct validity, the dominant research 

instrument in LLS research for gauging language learners’ LLSs use remains SILL, not 

least as it can be modified for LLSs to be located on the behavioural levels 

(Papadopoulou et al., 2018). Oxford (1990) provided detailed definitions for and 

explanations to LLS items, and they are broadly aligned with the frameworks in Oxford 

(2011) and Oxford (2017). Therefore, Oxford’s (1990) classification of LLSs was used 

as the key reference for explaining LLSs in my research project. It was hoped that 

Oxford’s classification would facilitate an understanding of online students’ LLS use 

and help shed light on key issues in their learning processes. 

When associating LLSs with learning behaviours/actions, it is sometimes challenging to 

link one learning behaviour/action with just one LLS. When encountering such 

instances, previous research has adopted the approach of associating such learning 

behaviours/actions with the LLSs that highlight the important feature of these 
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behaviours/actions. For example, Hurd (2008) identified four affective strategies that 

‘involve metacognitive knowledge of self’: using a checklist to monitor emotion; doing 

some relaxation exercises to reduce anxiety; positive talk for self-encouragement; and 

promising a treat as a reward for completing a task (p. 222). Hurd suggested that 

researchers should keep the traditional distinction between affective and metacognitive 

strategies, and in this case, stuck with affective strategies. By doing so, the affect feature 

of these strategies was emphasised, and at the same time the comparison with other 

work could be facilitated. The same approach was also adopted in my research. 

2.4.3 TELL task types and LLS adoption  

The choice of LLSs is affected directly by task types, with Oxford (1990) explaining 

that the task requirements help determine learners’ strategy choice. For example, 

learners might use different LLSs when writing a composition compared with 

completing a speaking task. TELL task types influence learners’ LLSs in the same way. 

As an illustration of this L.-S. Huang (2010) explored 20 intermediate distance students’ 

strategy adoption in English speaking through three types of tasks: individual log 

writing (Group A), tape-recorded individual student’s post-speaking activity (Group B), 

and group dialogues (Group C). The results indicated that students in Group A used 

more communication, cognitive, and metacognitive strategies than Group C; Group B 

reported using more affective strategies than Group A; and Group C used more affective 

and social strategies than Group A. This study demonstrated that different TELL task 

types can result in different strategy use. However, little is known about the LLS use by 

online students in coping with various learning tasks in online language learning. Given 

the significant influence of TELL tasks on LLS use, my research project particularly 

focused on how students used LLSs in competing various tasks in both synchronous and 

asynchronous learning environment.   

2.4.4 LLS training  

Oxford (1990) suggested three types of strategy training for language learning: 

awareness training, one-time strategy training, and long-term strategy training. The 

purpose of awareness training is to introduce LLSs to students using a short lesson. 

One-time strategy training involves learning and practising one or more LLSs with 
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language tasks. Long-term strategy training also involves learning and practising LLSs 

in language tasks, but it is longer than one-time strategy training and covers more 

strategies. For instance, teachers can guide students to use and monitor certain memory 

strategies, and then let students evaluate themselves in using these strategies to 

complete language tasks in one-time strategy training. In long-term strategy training, 

teachers have to train students to use LLSs. Therefore, long-term strategy training is 

more effective than one-time strategy training. However, some strategy training only 

provides strategy choices to language learners and lacks an effective way of enabling 

students to use these strategies (O'Bryan, 2008). Thus, my project was not only 

concerned with the repertoire of online strategies used by language learners but also 

explored effective LLSs in order to provide possible solutions for a long-term online 

LLS training.  

Language learners can be trained to acquire LLSs as part of the learning process (Dalton 

& Grisham, 2011; O'Bryan, 2008; Oxford, 2017) and some studies (e.g., Kan & 

McCormick, 2014; Murday et al., 2008) have revealed that learners have reported 

positive attitudes toward LLS training in TELL. For instance, O'Bryan (2008) 

conducted strategy training within TELL to help 22 English language learners enhance 

LLS use in online reading through the use of computerised texts with hyperlinked 

glosses to help language learners’ language input, and especially their vocabulary input. 

The result demonstrated that language learners understood this pedagogy very well after 

the training. 

Strategy training can also be used for specific purposes, such as vocabulary learning. 

Dalton and Grisham (2011) suggested various vocabulary strategies in the online 

language learning environment. For instance, language teachers can introduce students 

to the use of Wordle (www.wordle.net) to find connections between words. They can 

also use online information (images, sounds, and background information), for example 

to show a field trip to language learners in order to help them learn a group of words 

around the topic of weather. These basic vocabulary strategies can help students 

memorise new words with a mental linkage to memory (Oxford, 1990).  
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2.5 LLS Research in Online Language Learning   

Researchers have found that LLS adoption changes in online language learning when 

compared with other contexts. This section discusses the LLS research of Oxford’s 

(1990) six strategy categories and reviews the literature that focuses on specific LLSs in 

online language learning, LLS usage in online learning, and online LLS training.   

2.5.1 Affective strategies  

Recent studies have increasingly accepted the important role of affective strategies in 

online language learning for maintaining positive learning motivation and reducing 

learning anxiety (Bosmans & Hurd, 2016; Bown, 2006; Bown & White, 2010; Hauck & 

Hampel, 2008; Hurd, 2000). Specifically, as noted by Hauck and Hampel (2008), online 

students might not be familiar with the communication form in online language learning 

and face challenges including anonymity of the environment and the need for 

technology support. These challenges when communicating with peers and teachers 

may lead to unfamiliar learning difficulties in such online environments. Therefore, 

students involved in online communications need to be aware of the benefits of using 

affective strategies to reduce learning anxiety from these challenges.  

Most of the recent research on affective strategies has focused on measuring the 

frequencies of strategy use and the different responses from participants. For example, 

Altunay (2014) investigated LLS used by Turkish online learners of English and found 

that the most frequently used affective strategy was “I give myself a reward or treat 

when I do well in English”, whilst the least frequently used strategy was “I write down 

my feelings in a language learning diary”. Separately, research by Solak and Cakir 

(2015) indicated that, according to their survey responses, Turkish online students did 

not pay much attention to affective strategies. When they did so, these students used the 

affective strategy “I try to relax whenever I feel afraid of using English” most 

frequently, and the strategy “I encourage myself to speak English even when I am afraid 

of making a mistake” the least. However, these two studies were around English 

language learners who were Turkish online students. Thus it is important to understand 

how the participants in my research project (Chinese language learners) use affective 
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strategies to cope with different learning difficulties, such as Chinese character learning 

as discussed in Section 2.3.  

The learning environment in online flipped language courses may also bring emotional 

challenges to language learners. Bown and White (2010) examined three online 

students’ emotional regulation in learning Russian as a foreign language in self-directed 

learning. Their interview data demonstrated that the students showed negative emotions 

when studying alone, such as feeling overwhelmed in the beginning of the Russian 

course, memorising target language forms, and failing a language test. The students also 

reported that they invested effort into practising vocabulary writing and reading 

(cognitive strategies) and carefully scheduled learning time (metacognitive strategies) to 

develop positive emotions. Such results suggest that the students used cognitive and 

metacognitive strategies to help motivate their language learning and maintain positive 

emotions. However, Brown and White’s study did not indicate the exact learning 

context in which the students used the affective strategies. In this research project, I 

have addressed the lack of studies to date which consider not only the frequencies of 

affective strategy use, but also how the affective strategies were used in different ways 

in different learning contexts.    

2.5.2 Cognitive strategies  

Some researchers have reported that distance students used effective cognitive strategies 

in their self-directed learning (H.-c. Huang et al., 2009; Klapper, 2008). For instance, 

Klapper (2008) offered a range of effective cognitive strategies for self-directed 

vocabulary learning, such as using word cards, rote learning and rehearsal, and list 

learning for distance students. These cognitive strategies are consistent with Oxford’s 

(1990) cognitive strategies of ‘Using resources for receiving and sending messages’, 

‘Repeating’, and the memory strategy of ‘Using mechanical techniques’. Klapper 

(2008) further explained that distance students might lack access to classroom reviews 

and tests, and therefore they need to employ these cognitive strategies in self-directed 

learning. In parallel, H.-c. Huang et al. (2009) analysed the data from 37 tertiary level 

students’ LLS use in online reading of English. Their study found that the students 

frequently used cognitive strategies relating to translation, dictionary, and highlighting 

key points. These authors believed that online students were likely to employ cognitive 
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strategies that can help them find, evaluate, and use information quickly in self-directed 

learning. With this in mind, this research project examined the frequencies, the 

technologies, and the ways cognitive strategies were used. 

Both online educational researchers and language learning researchers agree that 

retrieval practice plays an essential role in online learning. As an example of retrieval 

practice in language learning, a student’s imitation of a native speaker reflects Oxford’s 

(1990) cognitive strategy of ‘Repeating’. In a similar way, Karpicke and Blunt (2011) 

have published their findings on the importance of retrieval practice for online students 

in Science. They examined the effectiveness of retrieval practice which required online 

students to repeat what they had already learnt. Their findings showed that such a 

practice produced a dramatic, positive impact on online students’ learning 

achievements. A recent study by Altunay (2014) also found that the most frequently 

used cognitive strategy by distance English language learning students was ‘Repeating’ 

by saying or writing new English words several times. However, these researchers did 

not provide further explanation on when and how online students used these cognitive 

strategies and the relevant supporting technologies. With this gap in mind, my research 

investigated online students’ use of cognitive strategies and their decisions in relation to 

the different ways that technological tools could be employed across both asynchronous 

and synchronous environments. 

2.5.3 Social strategies  

Researchers have identified two key features in social strategy adoption by learners in 

online language learning: 1) it is influenced by the development of technologies 

(Stickler & Lewis, 2008); and 2) it requires language learners to adapt to online 

language learning with new forms of social strategies (e.g., netiquette) (Hauck & 

Hampel, 2008). Studies have also demonstrated the positive aspects of using social 

strategies by students, such as promoting online collaboration (Akiyama & Saito, 2016; 

Hadwin et al., 2018; Hauck & Hampel, 2008; Saito, 2005). Lee’s (2001) study reflected 

language learners’ belief that social strategies are useful in language learning. However, 

language learners were found to be using social strategies without enthusiasm in online 

language learning environments (Lai & Gu, 2011). This low enthusiasm might be that 
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the students lacked knowledge of social strategy use in an online environment, such as 

online netiquette.  

One issue associated with the low enthusiasm was that students seemed to still use the 

same social strategies in online collaboration as in face-to-face collaboration. In this 

respect, findings from L. Lee (2001) have demonstrated that language learners 

employed communication strategies similar to those used during face-to-face 

interactions, such as clarification request, and self-corrections. The author then 

suggested that online students (non-native speakers) need to particularly focus on the 

importance of improving accuracy in the written form in online collaboration. 

Another issue, highlighted by Hauck and Hampel (2008), might be the differences of 

etiquette between traditional classrooms and online classes. They suggested that online 

language learners should avoid transferring the same etiquette from traditional 

classrooms to online classes. In other words, online students should be aware of the 

advantages in building positive socialisations and keeping positive emotions in 

collaborative learning. Online environments lack verbal and non-verbal cues, such as 

eye contacts and body movements, which are regular parts of face-to-face 

communication. The absence of these cues may lead to misunderstandings in online 

communication. Hence, online students need to express their attitudes through specific 

actions, such as responding to others in a timely manner in this online environment. 

Given the importance of using netiquette to improve effective interactions in online 

environments and collaboration, ‘Netiquette’ was incorporated into the survey 

questionnaire (Section 3.4.1) to explore this social strategy further.  

More social strategies have been employed by language learners in synchronous and 

asynchronous environments since the development of technology in the last 2 to 3 

decades. In 1995, White (1995) demonstrated that distance learners made limited use of 

social strategies because of the lack of opportunities to interact with teachers and other 

students. However, White’s study was conducted when there was no synchronous 

technology used in language learning. In contrast, a recent study by Hauck and Hampel 

(2008) identified affective and social strategy adoption by 25 foreign languages learners 

through participation in audio-graphic conferencing and blogging online. Learners in 
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this study used social strategies, such as asking questions, empathising with others, 

getting to know others, and encouraging others to continue to communicate. This study 

also indicates the presence of socio-environment strategies through the use of 

asynchronous tools, such as summarising main points of notes after synchronous 

meetings on blogs.  

However, other studies have indicated that some language learners did not pay great 

attention to social strategy use in online learning environments (Lai & Gu, 2011). Lai 

and Gu (2011) employed an online survey and semi-structured interviews among 279 

tertiary level second/foreign language learners at the University of Hong Kong. The 

research reported four main reasons that obstructed these learners from engaging in 

social activities via technologies outside the online classroom: security issues, failure in 

finding suitable topics, lack of confidence due to language proficiency, and fear of 

feedback on errors. These four reasons reflect language learner’s lack of knowledge of 

social strategies in an online environment. The researchers also found that most of the 

language learners believed that finding communication opportunities in a classroom 

situation for the purpose of improving their language proficiency was more efficient 

than in an online environment. Such a learning belief also reflects a lack of confidence 

in social strategy use in an online environment.  

Research has shown that a collaborative online learning task can encourage learners to 

use social strategies serving the purpose of efficient communication. Saito (2005) 

examined social strategy adoption by Japanese students in collaborative learning 

through a TELL activity in the form of an internet chat. Such internet chats can provide 

second language learners with opportunities to interact with native speakers or advanced 

learners. Eleven language learners participated in this study at an Australian university. 

The results showed that, overall, 12 strategies were used when learners saw a new word 

or expression in their chat exchanges. Most of them preferred asking for the answer 

from their chat buddy (29%), classmates (27%) and language teachers (16%) rather than 

finding the answer from a dictionary, providing evidence that, in collaborative learning, 

learners preferred a quicker way (asking others) to a slower way (checking a dictionary) 

for the flow of efficient communication. Hauck and Hampel (2008) have suggested that 

affective and social strategies should not be transferred directly from real classroom 
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situations to online environments as language learners are required to use 

communicative skills with other learners and teachers in different ways, for example, 

sending a welcome message to a blog or showing a personal photo. Thus, lack of 

knowledge in how to select suitable social strategies can restrict language learning 

communications in both the synchronous and asynchronous environments.   

Peterson (2008) investigated one social strategy, negotiation of meaning, which is 

distinctly different from Oxford’s social strategies. Peterson discovered that the routine 

of negotiating meaning was an aspect in students’ negotiation in online collaboration 

via a text-based communicative tool. Students started with repetition and then requested 

a meaning, and this was followed by a response or reaction to the request. Such a social 

strategy use in online collaboration is different from the social strategies (‘Cooperating 

with peers’) in Oxford (1990) because of the difference between collaborative learning 

and cooperative learning. As mentioned earlier in this chapter, collaborative learning 

requires students to provide feedback and comments, whilst cooperative learning does 

not. As a result, my research project paid particular attention to the social strategies for 

online collaborative learning because of their important role in facilitating collaboration 

among students.   

2.5.4 Memory strategies  

Online students’ use of memory strategies was explored in two recent studies. Altunay 

(2014) suggested that online students used Oxford’s (1990) memory strategy of 

‘Associating/Elaborating’ to create associations between already known information 

and the new vocabulary to help with memorising. In Altunay (2014), the online students 

did not favour the strategy of ‘Using mechanical techniques’ through using flashcards 

to remember new English words. Similarly, the results of Solak and Cakir (2015), based 

on 274 online learners’ LLS use in English learning, evidenced that the most frequently 

used memory strategy of online students was ‘Associating/Elaborating’, and the least 

frequently used memory strategy was ‘Using mechanical techniques’. One possible 

reason might be that the student-participants in these two studies were all Turkish online 

students who studied English as a foreign language, and the use of these memory 

strategies was particular to Turkish English language learners. Memory strategy use in 

online Chinese language learning, especially memorising Chinese characters, indicates a 
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clear difference between online English and Chinese language learners (discussed in 

Section 2.6). 

Moreover, studies have already indicated that nowadays online students use fragmented 

learning time (K. Liang, Wang, Zhang, & Zou, 2018; Zhu, Chen, & Jia, 2019), but there 

is a paucity of LLS research in this regard. Zhu et al. (2019) explained that learners pay 

more attention to the rich fragmentated content in fragmented learning, especially for 

individual learning, as it is convenient and highly time-efficient with the development 

of internet technology. In other words, fragmented learning involves the use of 

fragmentated time, space, media, experiences, and thinking. The implications of 

fragmented learning for language learners are that they can take advantage of 

fragmented time, enabled by technologies, to study anytime and anywhere. 

Consequently, this might influence online students’ LLS use, such as memory and 

metacognitive strategies. K. Liang et al. (2018) also pointed out that learners may face a 

massive range and volume of resources which greatly increase the difficulties they face 

in fragmented learning. To further understand this learning process, my research project 

investigated what and how online students used memory strategies in fragmented 

language learning. 

2.5.5 Compensation strategies  

In the literature, many studies used ‘communication strategies’ rather than social or 

compensation strategies when referring to LLS use in spoken communication. However, 

Oxford (1990) used the term ‘compensation strategies’ to cover strategies adopted by 

language learners in both speaking and writing situations. For example, the strategy of 

paraphrasing not only takes place when speaking, but also in the writing process. Such 

compensation strategies were highlighted in an online context by Y.-C. Shih (2014), 

which contained two subcategories, guessing intelligently and overcoming limitations.    

Oxford, in her definition of compensation strategies, identified a set of detailed 

strategies, but did not clearly indicate the sequence of compensation strategy use in a 

collaborative context, nor the relationships between these strategies. However, recent 

studies have discovered that language learners have a routine of compensation strategy 

use in speaking when they interact with others, (e.g., the routine of negotiation contains 
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three steps: a repetition or request for meaning, a response, and a reaction to a response) 

(Y.-C. Shih, 2014). Y.-C. Shih’s (2014) study, which looked at social and compensation 

strategies in spoken communication, found that the routine of these strategies was 

influenced by different learning environments, types of language learning tasks and 

language learners’ language proficiency.    

Within this routine of strategy use, Y.-C. Shih (2014) categorised four types of 

nonverbal compensation strategies (haptics, kinesics, paralanguage, and object 

communication) and four types of verbal strategies (paraphrasing, borrowing, appealing 

for assistance, and avoidance). For example, the case where a Chinese student translated 

an English phrase into Chinese using Chinese word order was viewed as a borrowing 

strategy in the study. This borrowing strategy is similar to the strategy of ‘Switching to 

the mother tongue’ in Oxford’s (1990) compensation strategy classification. Shih’s 

study also suggested that non-verbal compensation strategies can be used to support 

verbal communication, such as to express emotions, or replace words and phrases with 

non-verbal forms of communication, which were investigated as part of this research 

project. 

Additionally, the task type would influence the frequency of non-verbal and verbal 

compensation strategy use for language learners (Y.-C. Shih, 2014). For instance, role-

playing tasks helped language learners’ language output, and language learners 

employed more compensation strategies in the role-playing tasks than in the discussion-

type tasks. Language proficiency, in addition to influencing the order of strategy use, 

has also been found to have a close relationship with the frequency of strategy use. 

Elaborate strategies, such as a paraphrasing strategy, tended to be adopted more 

frequently by higher proficiency level language learners than lower level students (Y.-

C. Shih, 2014). In my research project I investigated what compensation strategies 

online students used and how they used these strategies in both Chinese speaking and 

writing to support collaborative learning. 

2.5.6 Metacognitive strategies  

Metacognitive strategies have been pointed out to be particularly valuable to online 

students because, once students understand how to regulate their own learning through 
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the use of strategies, language acquisition should proceed at a faster rate (e.g., H. Chang 

& Windeatt, 2016; M.-M. Chang, 2007, 2010). For instance, M.-M. Chang (2005) 

examined whether the use of metacognitive strategies promoted online language 

learning and consequently improved overall academic achievement. Chang’s study 

demonstrated that less proficient language learners showed the greatest improvement in 

online language learning. However, language learners have been found to have a lack of 

knowledge of metacognitive strategies as well as a lack of metacognitive strategy 

training (M.-M. Chang, 2007). Recent research has also suggested that there is a 

mismatch between language learners’ preference for using compensation strategies and 

language teachers’ expectation of students’ using metacognitive strategies in online 

language learning (S. C. Huang, 2018).   

Self-monitoring strategy, which belongs to the category of metacognitive strategies, has 

also been found to be essential for online language learning. Coleman and Webber 

(2002) described the self-monitoring strategy as a process of having a language learner 

self-record data to reflect on their learning behaviour in order to adjust their learning 

activities. Zimmerman (1999) proposed three main forms of self-monitoring, which are 

monitoring associated with self-evaluation, strategy implementation, and efforts to 

adapt the strategy from outcomes. The author further emphasised that use of a self-

monitoring strategy contributed to language learners’ self-efficacy during the learning 

process. Furthermore, in online learning, research has shown a strong relationship 

between self-monitoring strategy adoption by language learners and the language 

learners’ performance (M.-M. Chang, 2007; Coleman & Webber, 2002; Zimmerman, 

1999). The work by M.-M. Chang (2007) examined the effect of self-monitoring 

strategy use in improving English test scores among 99 university level online English 

language learners in Taiwan. The results demonstrated that employing a self-monitoring 

strategy led to high scores in reading comprehension tests and the measure of 

motivational beliefs. M.-M. Chang (2007) has also suggested that low English 

proficiency language learners need more assistance or training in self-monitoring 

strategy use in order to complete online language learning tasks. 

Additionally, metacognitive strategies have been found to contribute to managing 

affective strategy use. Affect is related to “emotion, feelings, moods and attitudes, 
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anxiety, tolerance of ambiguity and motivation” (Hurd, 2008, p. 218). Hurd’s (2008) 

investigation of four female distance language learners’ use of affective strategies 

revealed that four metacognitive strategies were adopted to manage their affective 

strategy use. These strategies were self-encouragement, skipping, re-reading text, and 

deep breathing (Hurd, 2008). In another study, M.-M. Chang (2005) introduced a web-

based instruction course of metacognitive LLSs to 28 university language learners for 

one semester, in order to facilitate their motivation. These metacognitive LLSs were 

self-observation, self-evaluation, and self-monitoring strategies. The comparison 

between the before- and the after-training showed that language learners changed in 

four positive aspects. They became more confident, challengeable, responsible, and 

believed in their efforts more than before.    

As mentioned previously, research has revealed that there is a mismatch between 

language teachers’ expectation of language learners’ metacognitive strategy use and 

language learners’ preference of compensation strategy use (H.-C. Huang, 2013; Liou, 

2000). H.-C. Huang (2013) constructed an online reading strategy training programme 

for low proficiency level Chinese language learners, which provided four reading 

strategy functions and various strategy built-in functions, such as Keyword, Preview, 

Dictionary, and Translation. The results reflected teachers’ belief in focusing on using 

metacognitive strategies, which referred to self-planning, self-monitoring and self-

checking strategies in reading. However, the language learners relied on compensation 

strategies, which contained localised actions, such as highlighting, checking 

dictionaries, taking notes and using mother tongue in translation during the reading 

process. This calls for general and specific LLS training. Furthermore, Huang’s study 

did not mention the exact learning context in which the strategies were used. Students 

might use LLSs, such as metacognitive strategies, differently in different learning 

contexts. My research focused on online students’ metacognitive strategy use not only 

in self-directed learning, but also in collaborative assessment tasks with language 

partners. 

2.5.7 LLSs specific to online learning  

Most LLSs used by learners in an online environment can be explained using Oxford’s 

(1990) six categories of LLSs (e.g., Smidt & Hegelheimer, 2004; Ulitsky, 2000). 
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However, the adoption of LLSs by language learners has been influenced by 

technologies, and recent studies have demonstrated that Oxford’s categorisation does 

not cover the whole range of LLSs used by online learners (e.g., Hauck & Hampel, 

2008; Lai & Gu, 2011; Park & Kim, 2011; Smidt & Hegelheimer, 2004). 

An example of the effectiveness of using Oxford’s LLS categories to explain most LLSs 

in TELL is illustrated by Ulitsky (2000). Technologies used in this study included 

interactive foreign language laserdiscs and the Internet. The author examined LLS 

adoption in TELL and then classified the LLSs into four different categories: general 

learning strategies, specific learning strategies, content-specific learning strategies, and 

context-specific learning strategies. These LLSs can be explained and align well with 

five of the six categories of LLSs proposed by Oxford (1990). For example, organising 

and planning strategies, which belong to Ulitsky’s category of general learning, can be 

classified in Oxford’s metacognitive category. Overall, the four categories of LLSs in 

Ulitsky (2000) can be mapped into Oxford’s metacognitive strategies, cognitive 

strategies, affective strategies, compensation strategies and social strategies. 

However, there are new LLSs related to online learning that have appeared in three 

studies that cannot be explained by Oxford’s (1990) LLS categories (Hauck & Hampel, 

2008; Lai & Gu, 2011; Park & Kim, 2011; Smidt & Hegelheimer, 2004). Firstly, new 

LLSs were found in Smidt and Hegelheimer (2004), namely ‘test-taking strategies’. For 

example, students’ preference to answer easy questions first when completing an online 

listening activity is not one that can be easily classified in any of Oxford’s categories. 

Secondly, a learning action was identified from the interview data of Lai and Gu (2011) 

where one language learner collected phrases from native speakers online, and then 

checked the dictionary to see if they were in a formal or informal language style. This 

learning action reflected the student’s metacognitive strategy use in online language 

learning (Lai & Gu, 2011). Thirdly, two new reading strategies, which are closely 

related to online reading, were found from the data of Park and Kim (2011). One was 

the use of hypermedia, and the other was the use of computer accessories and other 

functions. For instance, students used the cursor on the computer screen instead of using 

pen or pencil to help them scan the articles. Students also employed computer functions 

that paper-based texts do not offer, such as menu and navigation functions, as well as 
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multimedia resources to improve their reading comprehension. Language learners can 

benefit from using hypermedia in a text presentation in hyper textual reading (Bouvet & 

Close, 2006). This new online LLS was found to be able to deepen language learners’ 

understanding of the reading content and provide lexical retention.  

In another study, Smith’s (2000) LLS investigation has demonstrated that Oxford’s 

(1990) categories and SILL might not be able to cover the whole LLS range in TELL 

and other strategies can be more effective in a more modern context. Smith used two 

questionnaires and semi-structured interviews to investigate the factors which 

influenced successful language learners’ embracement of socio-collaborative CALL at 

the University of Melbourne. One questionnaire was about individual student beliefs in 

relation to teaching and learning, and the other was Oxford’s (1990) SILL. Twenty 

tertiary level second language learners participated in this socio-collaborative CALL 

project named Project-Oriented CALL. The results revealed that language learners 

adopted a range of well-recognised LLSs in Oxford’s LLS categories, especially the 

cognitive strategies. However, there were three additional LLSs which were beyond the 

range of Oxford’s (1990) LLSs: using mother tongue for effective communication, 

receiving peer feedback, and finding content through relying on key words. The result 

also showed three types of LLSs specifically related to TELL: strategies for effective 

learning resources selection (cognitive strategy), strategies for seeking opportunities to 

think in the target language (metacognitive strategy), and strategies for quick interaction 

with websites (not in SILL). 

In Hauck and Hampel (2008), a notable LLS specific to online learning environments 

was used by online students. This study concerned students’ strategy use when using 

online communication tools in cooperation with others, such as email, synchronous 

chat, and threaded discussion. Students employed a social strategy related to the 

communication tools, namely “Using the tools and modes available to improve 

communication and interaction” (p. 296), such as showing photos to invite more 

spontaneous contributions in a conferencing system.  

LLS use in online learning environments was also investigated in Stickler and Lewis 

(2008), who discovered 13 new LLSs: 1) copying previous message; 2) greetings and 
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social niceties; 3) planning for the next email; 4) signposting in the email; 5) using 

symbols for correction; 6) using attachments; 7) offering or giving corrections; 8) 

evaluating partner; 9) encouraging partner; 10) offering a fair deal exchange; 11) 

answering explicit questions; 12) planning face-to-face meeting; and 13) negotiating. 

The students in their study employed these 13 LLSs in collaboration with native 

speakers in an Email Tandem exchange, which refers to students of two different 

language communities forming a collaborative partnership with the aim of learning each 

other’s mother tongue and culture.  

2.5.8 Summary of LLS research in online language learning  

Overall, most strategies used by learners in online language learning can be found in 

Oxford’s (1990) LLS classifications. However, it appears that online learning with its 

own specific characteristics requires categories additional to those of Oxford’s to fully 

cover online LLSs. Thus, whilst SILL can still be used, it needs to be modified to suit 

research into LLS use in online learning. It can be seen from the literature that previous 

studies have explored the LLS use in online learning environments, and researchers are 

becoming more knowledgeable about LLS use in online language learning. However, 

there is still a huge gap in terms of LLS use associated with technological tools in 

different learning contexts such as in self-directed learning, assessment task completion, 

and online class participation. Furthermore, most of these studies focused on specific 

LLSs to support online learning in an asynchronous environment, but not in a 

synchronous environment. In view of these gaps, my research particularly focused on 

students’ LLS use across both the asynchronous and synchronous environments. 

2.6 An Overview of Chinese LLS Research  

LLS research in the area of English as a second and foreign language has developed 

very swiftly and systemically, and as such has built an integrated framework with 

detailed explanations of LLSs. However, the number of studies researching Chinese 

LLSs is relatively low. Nevertheless, when reviewing the Chinese LLSs employed by 

students who speak a European language, two key aspects were found. The first was 

that students who speak a European language learn Chinese in a specific way. The other 

was that students use LLSs specific to Chinese language learning. Furthermore, when 
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reviewing the literature on Chinese LLSs specific to Chinese learning that are not 

covered by LLS research relating to English language learning, it was clear that most of 

these studies focus on language learning skills, especially LLSs in Chinese character 

learning. Importantly, there was not much Chinese LLS research has been done in 

listening and essay writing, and in TELL.  

2.6.1 LLS adoption in Chinese language learning   

In Chinese LLS research, aspects of European language speakers’ LLS adoption in 

Chinese language learning has been examined in four key studies (W. Jiang & Wu, 

2016; J. Wang, Spencer, & Xing, 2009; Yaomei Wang, 2013; Z. Xu, 2010; Zhi & Lu, 

2018). 

Z. Xu (2010) compared European speakers and Chinese speakers when they learnt a 

foreign language and found that their strategy adoption and foci were different. These 

language learners were separated into two groups: a group of 58 adult English language 

learners (Chinese speakers), and a group of 66 adult Chinese language learners 

(European language speakers, which included 26 Australians). Xu found that the 

European language group focused on using listening strategies at the beginning 

proficiency level, and they liked conversations. These students then used more LLSs for 

reading and writing at the intermediate level after they had accumulated vocabulary. 

Chinese speakers, on the other hand, learnt English in the opposite way. Their LLS 

adoptions were therefore influenced by different foci at different levels of language 

proficiency. 

Chinese language learners also tend to use more social strategies than memory and 

affective strategies in Chinese learning. A study conducted by Yaomei Wang (2013) 

used the SILL questionnaire to analyse Chinese LLSs among 81 international students 

from 39 countries who went to China and were preparing for enrolment into Chinese 

universities. The results revealed that these students used a low frequency of memory 

strategies and affective strategies, but a high frequency of social strategies. Yaomei 

Wang (2013) deduced that the reason for this use of social strategies was that these 

students had to use the target language (Chinese) to communicate with others outside 

the classroom. Wang also suggested that the reasons for using less affective strategies 
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might have included a lack of knowledge of using affective strategies and how to use 

them effectively.   

A recent study by W. Jiang and Wu (2016) supported the result of Yaomei Wang (2013) 

relating to European language speaking students’ social strategy use by comparing 100 

Chinese English language learners and 101 Australian Chinese language learners’ LLSs. 

They found that Australian students used LLSs with a mean of 3.16 (on a 5-point Likert 

scale) and frequently employed social strategies. The sequence from the most frequently 

used to the least frequently used LLS categories were: Social (mean = 3.41) > 

Metacognitive (mean = 3.26) > Compensation (mean = 3.22) > Cognitive (mean = 

2.77) > Affective (mean = 2.50). However, this study focused on on-campus students 

and, as discussed earlier, it may be the case that an online environment would result in 

different LLS use for language learning. 

It has also been found that European language speakers who valued metacognitive 

beliefs and strategies in Chinese language learning achieved satisfactory learning 

outcomes. J. Wang et al. (2009), using a questionnaire designed by Shen (2005), 

investigated the effects of metacognitive beliefs and strategy adoption by 45 tertiary 

level students learning Chinese as a foreign language at the University of Nottingham in 

the UK. These students were beginning-level Chinese language learners and consisted 

of 24 female and 21 male learners. The results demonstrated that metacognitive beliefs 

and strategies had a strong impact on learning outcomes. Furthermore, self-efficacy was 

found as an important factor in Chinese language listening performance. As an 

interactive ability, self-efficacy was found to contribute to oral performance. Thinking 

about suitable strategies and setting goals were found to be essential to writing 

performance, and successful students regularly practised writing. Another study by Zhi 

and Lu (2018), also indicated that western learners employed more metacognitive and 

social strategies than Asian learners. These results demonstrated that learner autonomy 

facilitated a strong metacognitive awareness. The studies above suggested that Chinese 

learners emphasised using social and metacognitive strategies in their language 

learning. 
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2.6.2 Chinese character learning strategy use 

Chinese character learning is a challenge for all learners. It requires learners to put 

effort into practising character writing following the correct stroke orders, memorising 

radicals, and identifying similar shapes and structures as well. Since the cognitive 

processing of Chinese character learning is unique, Chinese character LLS use is also 

unique (Shen, 2005, 2013; Shen & Xu, 2015). Memory strategies, cognitive strategies, 

and metacognitive strategies have been found to be important and are often employed 

by language learners in Chinese character learning (X. Jiang & Zhao, 2001; Shen, 

2005). Online students need to master Chinese character learning in self-directed 

learning and therefore this section particularly focuses on studies of Chinese character 

learning strategy use. 

Many researchers have indicated that memory strategies are essential in Chinese 

character learning as it is specific to non-character background learners, especially for 

beginners. X. Jiang and Zhao (2001) examined Chinese character learning strategies 

among 136 tertiary students who were beginners of learning Chinese as a foreign 

language in China. The results of Chinese character learning showed that memory 

strategies were employed frequently by these beginners, who focused on character 

shapes as a whole and used a rote reviewing strategy in both writing and recognition. 

However, they seldom used semantic and phonetic components to help memorise 

characters, especially for non-character background learners. For example, when 

students were learning the Chinese character ‘商’ (which means ‘trade’ in English), they 

viewed it as a sad face connected to a picture as a memorisation aid. A recent study by 

Kan, Owen, and Bax (2018) also demonstrated the low accuracy of phonetic 

components which pushed non-native Chinese learners into paying attention to the 

phonological cues in character learning. These findings on character recognition and 

memorisation have indicated possible processing differences in the strategy use by non-

character background learners in Chinese character learning. 

Apart from memory strategies, cognitive strategies and metacognitive strategies have 

also been found to be frequently adopted for Chinese character learning. Shen (2005) 

investigated Chinese character learning strategies among 95 English speaking learners 

and relevant factors impacting LLS adoption, such as language levels. The results 
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confirmed that 30 strategies in Chinese character learning were used, and that cognitive 

strategies were often adopted by Chinese language learners. For example, students 

repeated the sound of a character when they first heard it and paid attention to the tone 

associated with Pinyin. Metacognitive strategies were also adopted by learners, such as 

the strategies of structured preview and review. The results also revealed that 

orthographic-knowledge-based strategies (strategies in which students use radical 

knowledge, graphics, semantics and phonetics, as clues to encode characters) were 

particularly frequently adopted. 

2.6.3 LLS use in Chinese speaking  

There is also a paucity of research on LLS use by Chinese language learners in the 

development of speaking skills. The studies by Qian and Zhao (2009) and Hsieh (2014) 

were the two investigations found in the literature that discussed this topic. Both studies 

compared the strategy use between two groups of Chinese language learners: learners 

from a Chinese character influenced background or Asian background, such as 

Japanese, and learners from a non-Chinese character influenced background or non-

Asian background, such as American. Qian and Zhao (2009) reported on Chinese LLS 

use among 147 tertiary level international students at Nanjing Normal University, 

China. Both non-Chinese and Chinese character influenced groups of students were 

found to have emphasised the importance of gaining speaking proficiency, and most of 

them adopted a self-monitoring strategy. The non-Chinese character influenced group 

often adopted Chinese language output strategies, such as the adjustment strategy and 

the cooperation strategy, which are social strategies. Students in the other group 

(Chinese character influenced) emphasised the use of cognitive strategies. Such 

different LLS use suggests that prior learning experience and learner language 

background influenced the students’ LLS use.  

Affective strategies and compensation strategies were found to be adopted by the non-

Asian background group in Hsieh (2014). Hsieh investigated Chinese oral 

communication strategies among 176 Chinese language learners at a university in 

Taiwan. The results identified that non-Asian background language learners tended to 

use social, affective and compensation strategies (also known as the conversation 

maintenance strategies) more than the Asian background language learners. The results 
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also showed that lower proficiency learners paid attention to a small part of a 

conversation (as one LLS) and used this strategy more than higher proficiency level 

learners. Higher proficiency level language learners were more able to catch the main 

meaning of a sentence than language learners at lower proficiency levels, and this 

reduced the frequency of focus-on-a-small-part strategy use.   

2.6.4 LLS use in Chinese essay writing  

There is also a lack of literature about LLS use in Chinese essay writing. Qian and Zhao 

(2009) reported that learners who speak a European language used cognitive strategies 

and metacognitive strategies in Chinese essay writing. The authors examined Chinese 

LLS adoption among 119 tertiary level international students in four universities in 

China. Overall, the results showed that all the international students adopted the 

checking and transforming cognitive strategies. However, they seldom used the first 

language and the cooperation strategy to help with Chinese essay writing. A possible 

reason given was that the students lacked the opportunities to use the cooperation 

strategy in teacher-centred classes in China. The researchers also found that the students 

employed a metacognitive strategy of self-evaluation rather than cooperating with 

others as their Chinese language proficiency was low and therefore they could not 

critique the work of others very well by using the cooperation strategy. 

2.6.5 Chinese LLS use in TELL  

It was very difficult to find literature about Chinese LLS use in TELL and there was no 

research found regarding Chinese LLS use in online Chinese courses during the course 

of this research project. J. Wang (2012) investigated how Chinese language learners 

used E-dictionaries to learn Chinese vocabulary and demonstrated that a relationship 

existed between language proficiency and the effectiveness of using E-dictionaries. The 

author examined the use of E-dictionaries among 20 intermediate and advanced Chinese 

language learners in China finding that intermediate Chinese language learners can gain 

more benefits than advanced Chinese language learners through first language 

explanations of Chinese phrases and words in E-dictionaries. The reason for this, Wang 

suggested, was that intermediate Chinese language learners needed to expand their 

knowledge of high frequency words, whilst the advanced-level Chinese language 
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learners already had this foundation. The results also reflected the difference between 

intermediate and advanced-level Chinese language learners in reading abilities. For 

example, intermediate students checked 4.4% of the Chinese characters in a text, whilst 

advanced Chinese language learners only checked 1.5% of the characters in the same 

text and this broadly formed a subset of the characters checked by the intermediate 

students.  

However, as TELL advances, new strategies have emerged in Chinese language 

learning. For example, Wong, Boticki, Sun, and Looi (2011) investigated how Chinese 

language learners used a mobile-assisted Chinese character-forming game to assemble 

characters with the correct radicals. Their study suggested a gaming strategy (social 

scaffold) as participants were required to collaborate with others. Although Wong et 

al.’s (2011) study represents the beginning of research in this area, in general there 

remains, a gap in our understanding of Chinese character learning strategies within 

TELL.  

2.7 Different Variables that Influence LLS Adoption   

Research has indicated that there is an association between the use and choice of LLSs 

and different variables such as learner characteristics, learning experiences, and 

language proficiency. Chinese LLSs have been found, from the discussions on the 

Chinese LLS research highlighted so far, to be a specific series of LLSs used by 

European language learners. In this regard, LLS researchers have paid considerable 

attention to the language background of language learners. However, there are some 

learner related factors that have not received as much attention and could, therefore, be 

explored further.   

2.7.1 Individual differences   

Individual difference (ID) research is not a new area in the field of second language 

acquisition and is generally seen as a way to gain a deep understanding of foreign 

language learners’ learning. ID refers to “characteristics or traits in respect of which 

individuals may be shown to differ from each other” (Dörnyei, 2005, p. 1). This 

definition raises a question as to why some foreign language learners succeed more than 

other learners (Ellis, 2012). IDs have been classified into two main categories of 
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attribute which are 1) innate differences, such as age, language learning aptitude, 

personality and learning styles, and 2) acquired differences, such as attitudes, 

motivation, beliefs and strategy use (Benson & Gao, 2008). In these categories, 

language learners’ strategy adoption is seen as a psychological phenomenon, as it 

reflects a foreign language learner’s beliefs and preferences (Benson & Gao, 2008).  

In online language learning, IDs can certainly result in different LLS use, learning 

outcomes and learning preferences. Arispe and Blake (2012) investigated individual 

student factors and successful language learning in a hybrid online Spanish course 

among 51 language learners at the University of California. These individual learner 

factors contained five personality traits (extraversion, agreeableness, conscientiousness, 

neuroticism and openness), and two cognitive factors (verbal and abstract skills). 

Conscientious learners and low-verbal learners were shown to have benefited from the 

online language courses because they had clear goals and plans for their learning 

process. Results also provided evidence that low-verbal language learners might benefit 

more than high-verbal language learners in an online language course, because these 

low-verbal students felt less pressure if they made errors in a synchronous environment.    

Recent research has also shown that online language learning design should consider 

IDs to assist learners’ online learning. Martinez (2001) believed that learners’ IDs led to 

four types of learning orientations: transforming, performing, conforming, and resistant, 

which would cause different degrees of learning success. In Martinez’s categorisation, 

transforming learners were aware of their personal strengths and learning ability. They 

were found to be good at using planning, problem-solving and self-managing strategies, 

and had positive learning motives. Therefore, they had both short- and long-term goals, 

enjoyed asking for help from experts, and even risked making mistakes to gain 

expertise.  

Performing learners were skilled learners but ones who were reluctant to invest effort 

into their learning. They were able to consciously and systematically select strategies, 

preferences, and self-regulate learning skills to complete tasks to an average standard. 

For performing learners semi-structured learning environments linked with competition, 

interaction, and coaching for encouraging self-motivation might suit them the best. 
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Conforming learners were willing to accept the instructor’s management of their 

learning and they relied on others’ guidance but lacked critical thinking. Compared to 

transforming learners and performing learners, they were less skilled with weak self-

managed learning. Therefore, clear feedback and linear, step-by-step instructions would 

suit them.  

Resistant learners doubted others’ learning arrangements and had negative learning 

emotions leading them to be defensive learners. They were possibly skilled, satisfied or 

passionate, but with different degrees of defensiveness. From Martinez’s (2001) 

categories of four types learners, it can be seen that IDs influenced learners’ LLS use.  

2.7.2 Motivation  

Motivation is seen as an essential individual learner characteristic that influences 

outcomes in foreign language learning, and it is also treated as an important component 

of ID variable research (Ellis, 2012). Gardner (1985) defined motivation as “the 

combination of effort plus desire to achieve the goal of learning the language plus 

favourable attitudes toward learning the language” (p. 10). Dörnyei (2005) believed that 

motivational factors can play a more powerful role than language aptitude in foreign 

language learning. The possible reasons which can influence motivation are the 

teacher’s demands, a high desire to achieve, social pressure or parents’ rewards, and 

some or all of these can potentially stimulate language learners to put effort into a 

tedious language learning process (Gardner, 1985).   

Researchers have conducted large-scale studies to investigate the relationship between 

motivation and LLSs. One study showed that LLS adoption by language learners can be 

predicted according to their motivation (Oxford & Nyikos, 1989). The findings from 

another study involving 2,089 foreign language learners in an American university 

indicated that motivational strength can lead to a greater level of LLS use (Schmidt & 

Watanabe, 2001). N.-D. Yang (1999) reported that there was a positive cyclical 

correlation between learners’ belief, motivation and LLS use. Thus language learners’ 

beliefs, such as language learning value, can lead to different learning goals, motivation 

patterns and LLS choices. At the same time, LLSs can improve language proficiency 

which stimulates motivation and shapes learners’ beliefs.  
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Relationships have also been found between motivation and metacognitive strategy use. 

Good distance language learners have been found to have higher motivations and adopt 

more metacognitive strategies. Hurd (2000) investigated the characteristics of the ‘good 

distance language learners’ through questionnaires and face-to-face discussions. 

Motivation and metacognitive strategy use were identified as two significant factors 

influencing effective distance language learning. In Hurd’s study, good distance 

language learners were found to be well-organised, have the ability to prioritise, have 

high learning motivation, and adopt metacognitive strategies such as emphasising time-

management and organisation, reflection, and a gradual development of a better 

awareness of language learning progress due to the use of LLSs.   

The high motivations of good distance language learners have also been explained as a 

positive feeling towards learning goals that are achieved. Furnborough and Truman 

(2009) discovered in their study of 8,000 beginning-level distance language learners 

enrolled in a Spanish course with The Open University in the UK, that effective 

language learning is correlated with distance learners’ enjoyment and a sense of 

achieving goals in the learning process. With the enjoyment and a sense of goal 

achievement, the distance learners were motivated in their learning and devoted more 

effort to complete their assessments.   

Although most research in ID literature has investigated the relationship between 

motivation and LLS use, I used ‘motive’ in my project for two reasons. Firstly, it is 

difficult to accurately measure motivation as its characteristics (e.g., goal directed, 

exhibits positive affect, self-efficacy) are complex, with some being affective and others 

behavioural (Gardner, 2007). Secondly, I only asked students to provide their reasons 

for studying Chinese, therefore ‘motive’ better describes the questions asked in my 

survey questionnaire. 

2.7.3 Language proficiency  

The concept of proficiency combines fluency and accuracy in language learning. 

Language proficiency influences LLS adoption as language learners of different 

proficiency levels focus on different learning content. For instance, beginning-level 

Chinese language learners will probably focus on learning Chinese characters and 
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pronunciation, whilst advanced language learners might practise more in long paragraph 

writing. If it can be hypothesised that advanced-level Chinese language learners, as 

experienced learners, hold more effective Chinese LLSs than low level Chinese 

language learners, what are these strategies? These are questions that could be answered 

by the relationship between language proficiency and LLS use. 

Studies have already revealed that language learning tasks in different proficiency levels 

influenced students’ LLS use. For example, high level language learners can employ 

relevant strategies to read authentic materials, which are difficult for beginning to 

intermediate language learners because of their complicated grammar, vocabulary, 

genre-specific style, and cultural references (Garrett, 2009). L. L. Chang (2007) 

reported a study concerning the use of an authentic Chinese talk show “Tell it like it is!” 

(实话实说) in a 14-week Chinese language course at an Australian university. Chinese 

idioms and vocabulary were involved in this programme and therefore only high 

language proficiency level students were able to attend and benefit from the 

programme. Consequently, the participants in the study used LLSs to learn Chinese 

idioms in Chinese speaking which beginning-level students would not. 

Strategy training in TELL, therefore, needs to consider the various language proficiency 

levels and language learning materials that are appropriate for a particular level of 

proficiency. Garrett (2009) suggested that language teachers should arrange strategy 

training for students in tutorials and train them how to learn using authentic materials 

with strategies in TELL, such as skimming and scanning skills, listening skills, cadence, 

clause structure, and word choice. Garrett (2009) further suggested that web-based 

modules of LLSs should be prepared in online learning in order to support language 

learners according to their proficiency. 

Studies have also reported that higher language proficiency level learners adopt more 

LLSs than lower language proficiency level learners and tend to adopt more 

metacognitive strategies (Gharbavi & Mousavi, 2012; Griffiths, 2008; Hong-Nam & 

Leavell, 2006; J. Lee & Heinz, 2016; Oxford & Nyikos, 1989). Oxford and Nyikos’s 

(1989) study of 1,200 language learners in a mid-western American university 

demonstrated motivation and language proficiency as two powerful factors that 
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influenced LLS adoption. In their study, higher language proficiency learners were 

shown to have adopted more strategies than lower language proficiency learners. 

Another study by Gharbavi and Mousavi (2012) confirmed Oxford and Nyikos’s 

results, and also demonstrated that advanced-level learners used more compensatory 

strategies and metacognitive strategies than low level language learners. The study by 

Griffiths (2008) has also shown that high proficiency level language learners employed 

LLSs more frequently than low level language learners based on an analysis of LLS 

adoption by 131 foreign language learners. 

In online language learning, researchers have also explored the relationship between 

LLS use and language proficiency. In the online reading process, high proficiency 

language learners have been found to adopt keyword, prediction, preview, and outline 

strategies more than low proficiency language learners (H.-c. Huang et al., 2009). When 

faced with different difficulty levels of texts, high proficiency level students used more 

social and affective strategies when they read lower level difficulty texts. However, low 

level students appeared to have no changes in LLS adoption when they were faced with 

different texts. Overall, studies have tended to reveal a strong relationship between 

language proficiency and LLS use. My project was, therefore, also based on the 

assumption that there is a close relationship between language proficiency and LLS use.   

2.7.4 Learner autonomy  

Learner autonomy (LA) has been defined as “the ability to take charge of one’s own 

learning” (Holec, 1981, p. 3). Holec further explained that LA was a potential capability 

reflecting five aspects of language learners’ decision making: 1) determining the 

objectives, 2) defining the contents and progressions, 3) selecting methods and 

techniques, 4) monitoring learning procedure; and 5) self-evaluation. This capability 

requires language learners to consider the learning place, time, process and content, and 

thus LA can reflect a psychological control of language learning (Cotterall, 2008). In 

this respect, LA for foreign language learning should also consider the features of 

current technological tools that support LLS use.  

Traditionally, LA was seen as the end-goal in education. It plays an important role in 

successful language learning, especially in the learner-centred language teaching 
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classroom (Holec, 1981; Little, 2000; W. Shi & Han, 2019). Oxford (2008) pointed out 

that the role of a language learner should be seen as a reviewer, a selector, an adaptor, 

and an inventor in the language learning process. Thus, a learner-centred curriculum 

design highlights strategy training to encourage learners to manage and take 

responsibility for their own learning. Language learners may gain a feeling of 

achievement from the language learning management (Nunan, 1997). Nunan divided 

LA into six levels: 1) awareness stage-involvement; 2) stage-intervention; 3) stage-

creation; 4) stage-transcendence; 5) stage-decide stage; and 6) no stages. However, he 

has not provided detailed learning behaviours of these six levels of LA.    

In the recent 2 decades, technologies have played an important role in the development 

of learner autonomy in 14 ways in TELL (Reinders & Hubbard, 2013): 1) access to 

learning resources, 2) storage and retrieval of learning materials, 3) sharing and 

recycling of materials, 4) cost efficiency, 5) authenticity, 6) interaction, 7) situated 

learning, 8) multimedia, 9) new types of activities, 10) non-linearity, 11) feedback, 12) 

monitoring and recording of learning behaviour and progress, 13) control learning 

process, and 14) empowerment. These 14 ways help language learners promote learner 

autonomy. Thus, the literature would indicate that LLSs, learner autonomy and 

technologies are closely related. For example, language learners can rely on new 

technologies as a tool to develop a planning strategy and a monitoring strategy, and also 

autonomy. Indeed, the idea of a flipped classroom and technology use may motivate LA 

research because they are both rooted in learner-centred theories and aim to facilitate 

language learners’ LA as much as possible.   

The decisions made by language learners in their selection of technology are related to 

their LLS adoption, learner autonomy, motivation, and learning effectiveness. Ulitsky 

(2000) described the complicated relationships between motivation, autonomy, LLSs, 

and learning effectiveness after he examined 27 foreign language learners’ LLS 

adoption in a multimedia environment. Specifically, he argued that if learners actively 

participate in language learning as autonomous learners, it leads them to positive 

motivation, and then high motivation facilitating LLS use and achievement of language 

proficiency improvement. On the other hand, suitable LLSs could lead to high 

motivation, language proficiency improvement and enhanced self-esteem. Thus, it is 
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important for language learners to select LLSs in order to mirror the strength of their 

learner autonomy (Ulitsky, 2000). In addition, in Ulitsky’s study, learner autonomy 

relied on ‘software’ selection. In other words, the chosen technology must work 

together with learner autonomy in language learning.   

2.7.5 Age   

Age is an essential individual learner characteristic investigated in LLS research as there 

are specific characteristics related to adult language learning. Adult language learners 

who acquire a foreign language through formal language learning in a classroom need 

to know how to learn a foreign language before they start to learn. However, compared 

with young language learners, adult learners have prior learning experiences and a 

broader knowledge of the world (Krashen, 1982). Thus they use conscious 

considerations when selecting LLSs (A. D. Cohen, 1998). For example, adult language 

learners tend to adopt cognitive and metacognitive strategies more frequently than 

younger learners (Nambiar, 2009).   

However, there has only been a small number of studies into the LLS use of different 

aged adult language learners. Khezrlou (2012) compared cognitive and metacognitive 

strategy use between 60 young (aged 14–17) and 90 adult (aged 20–30) language 

learners. This study provided evidence that adult language learners adopted more LLSs 

than young language learners, especially in foreign language reading. The results also 

demonstrated a positive relationship between cognitive strategy use and adult language 

learners’ learning performance.  

Age and LLS use were also a topic in the work of Sepasdar and Soori (2014) where the 

researchers compared 94 primary, guidance, high school, and university students’ LLS 

use when learning English as their second language. The study revealed that whilst 

compensation strategies were the most frequently employed by the university students, 

memory strategies were the least frequently used. University students employed social 

and affective strategies more frequently than other groups of students.  

At an older age, language learners may have strengths in adopting LLSs with past 

learning experience in language learning. A recent study by A. D. Cohen and Li (2013), 
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provided a case study of Cohen himself as a Chinese language learner. Although he 

started as a beginning-level Chinese learner at the age of 67, this was the 13th language 

that Cohen had learnt. Cohen proved to be a successful Chinese language learner 

because of his positive learning motivation, efforts in learning, and past language 

learning experience. For instance, he could link the word order pattern of Chinese to a 

similar word order pattern of a third foreign language. Although he had the challenges 

of both a reduced long-term memory as an older language learner as well as that of the 

four tones in Chinese language learning, he still achieved a very good performance in 

oral tests through careful LLSs selection as an LLS expert which included noticing the 

word order pattern, translation, guessing meaning from context, and using Google 

Translate app via iPhone. Therefore, Cohen’s past experience in adopting LLSs helped 

him in consciously selecting effective LLSs in his language learning.  

The study by Montero, Serrano, and Llanes (2013) found that the study-abroad 

experience influenced children’s but not adults’ LLSs. The researchers investigated the 

relative impact of a 3-month study-abroad experience to Spanish English language 

learners’ communication strategies, which can be explained as Oxford’s (1990) 

compensation and social strategies. Their results indicated that children developed 

significantly more effective communication strategies after the study-abroad experience 

whilst the influences of experience on adults’ communication strategies was limited. 

However, after reviewing the literature, it is clear that there is a significant shortfall in 

studies which investigate online students’ LLS use among different adult age groups. 

2.8 LLS Research Approaches in Existing LLS Research   

In the early stage of LLS research, quantitative methods were employed as the main 

approach for investigating the LLS adoption by students in classroom-based language 

courses, with questionnaires being seen as the ‘backbone’ in LLS research over many 

years (Griffiths & Oxford, 2014, p. 3). Researchers typically focused on creating 

standardised questionnaires or inventories to explore the types of LLSs and the 

relationships between LLS use and influencing factors (A. D. Cohen et al., 2002; 

O'Malley & Chamot, 1990; Oxford, 1990). Among these questionnaires, the one most 

often employed is Rebecca Oxford’s SILL, which was used to assess the frequency of 

LLS use (Oxford, 1990; Oxford & Burry-Stock, 1995). Many researchers around the 
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world have adopted SILL as a research instrument to investigate LLS use by 

second/foreign language learners, in various learning contexts and with various 

language learning tasks (Altunay, 2014; Felix, 2001; Griffiths, 2003; Hsiao & Oxford, 

2002; Schmidt & Watanabe, 2001; Solak & Cakir, 2015; White, 1995; N.-D. Yang, 

1999). Most of these studies are large-scale investigations. By 2011, SILL had been 

translated into over 20 languages and approximately 10,000 language learners around 

the world had responded to it (Oxford, 2011, p. 159). These researchers also 

investigated/examined the relationships between LLS use and relevant individual 

learner characteristics, such as age and language proficiency. 

However, Gao (2004) has suggested that LLS researchers were often critical of various 

LLS taxonomies and the associated questionnaire, such as Oxford’s (1990) SILL, on the 

grounds of validity and reliability. Indeed, finding a strategy inventory that can best 

capture learners’ LLS use is still contentious. This is because a particular strategy 

inventory may fail to consider LLS use in terms of various learning contexts (Hsiao & 

Oxford, 2002). Moreover, different researchers’ interpretations of a questionnaire and 

its responses may lead to different research findings and results (Gao, 2004). The 

vagueness of wording in questionnaires, and the use of the Likert-type question format 

may also have an influence on learners’ ratings and further cause interpretation 

problems (Bremner, 1999). For example, the phrase ‘often use’ cannot capture the exact 

frequencies of LLS use, and LLS use at different stages in the learning process.  

Despite the debate regarding the construct validity of SILL, it remains the dominant 

quantitative research instrument for assessing strategy use as it can be used as “a 

diagnostic instrument” (Papadopoulou et al., 2018, p. 545). In 2011, and again in 2017, 

Oxford’s S2R framework discussed LLS use with self-regulation (Oxford, 2011, 2017), 

but she did not update SILL. Nevertheless, SILL can be revised to suit most LLS 

research and accommodate the S2R framework (Papadopoulou et al., 2018). With this in 

mind, and notwithstanding the various criticisms of SILL, it remains the most widely 

used research framework. Thus, in this research project, I developed a survey 

questionnaire drawing on SILL and used this questionnaire as one part of the mixed-

methods design.  
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LLS researchers have also used qualitative methods for LLS research (Gao, 2004; 

O'Malley & Chamot, 1990; Oxford, 1990). Recently, LLS research has turned to the 

social-cultural perspective, which focuses on both individual learner characteristics and 

influences of particular language learning communities, when considering LLS 

adoption (Gao, 2007). Qualitative research with this focus can provide rich data to 

describe how learners use LLS. These descriptions help researchers understand the 

LLSs used by students in a learning process, and help overcome the limitations of using 

a single quantitative instrument (Gao, 2006, 2008, 2010; Norton & Toohey, 2001; 

Wenden, 1998). Commonly-used research methods to explore language learning 

experiences from a social-cultural perspective include interviews, think-aloud protocols 

or verbal reports, diaries or dialogue journals, recollective narratives, and observations 

(Gao, 2004). For example, Gao (2006) used interviews as a research method to 

investigate LLS adoption by students from mainland China learning English in the UK 

to explain the reasons why students emphasised memorisation strategies.  

To explore LLS within TELL, recent LLS research has tended to follow a mixed-

methods approach (M.-M. Chang, 2007; Figura & Jarvis, 2007; L.-S. Huang, 2010; Kan 

& McCormick, 2014). Table 2.5 summarises the research instruments adopted by recent 

LLS researchers in TELL. It should be noted that, unlike my research project, most of 

these studies focused on specific macro-skills (e.g., strategies used in reading 

comprehension) rather than aiming at a comprehensive picture of LLSs covering the 

whole learning experience. Five research instruments have predominated in recent 

studies, namely: 1) surveys; 2) interactive approaches, such as face-to-face interviews, 

group meetings and discussions; 3) written self-reports or self-recall; 4) observations; 

and 5) think-aloud protocols. Three additional research methods have been used less 

frequently: 6) researchers videotaping specifically designed online tasks for further 

analysis; 7) tracking language learners’ actions with computer programmes; and 8) 

comparing findings between control groups and treatment groups. Studies with these 

three types of research instruments are limited in number but are significant in finding 

more accurate data. For instance, Akyel and Erçetin (2009) tracked and recorded the 

actual behaviour of students during reading through the use an unobtrusive tool which 

tracked every interaction of the reader with the text. The collected data clearly showed 

the frequencies and the exact time of the students’ reading strategy use, such as when 
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and how many times a student used a guessing strategy during reading a passage. Such 

data would have been difficult to capture using instruments such as survey 

questionnaires or interviews.  

Table 2.5 

Research Instruments Used in Recent LLS Research in TELL 

Research Instruments   LLS research in TELL  

Survey  SILL  L.-S. Huang (2010); Magogwe and Oliver (2007); Altunay 

(2014); Solak and Cakir (2015); M. Smith (2000). 

Others  M.-M. Chang (2007); Figura and Jarvis (2007); Hsieh (2014); 

Lai and Gu (2011); Park and Kim (2011); Ulitsky (2000). 

Interactive approaches: Face-

to-face interview, group 

discussions, meetings  

Akyel and Erçetin (2009); M.-M. Chang (2007); Figura and 

Jarvis (2007); H.-c. Huang et al. (2009); Lai and Gu (2011); 

L. Lee (2001); Ulitsky (2000); S. C. Huang (2018); Park and 

Kim (2011); Stickler and Shi (2013); M. Smith (2000). 

Written self-report/self-recall  Akyel and Erçetin (2009); Ulitsky (2000); H.-c. Huang et al. 

(2009); J. Wang (2012); Stickler and Shi (2013). 

Observations  Figura and Jarvis (2007); S. C. Huang (2018); Peterson 

(2008); Stickler and Shi (2013). 

Think-aloud protocols  Akyel and Erçetin (2009); Park and Kim (2011). 

Videotaping task completion  L.-S. Huang (2010); R.-C. Shih (2010). 

Track with computer  Akyel and Erçetin (2009); Liou (2000); Bouvet and Close 

(2006). 

Control vs. treatment groups  M.-M. Chang (2007); L.-S. Huang (2010). 

  

In short, by using a mixed-methods approach, researchers can outline a more complete 

picture of distance language learners’ learning when compared with that from a single 

method. Kan & McCormick’s (2014) mixed-methods study powerfully demonstrated 

this in the context of language learning in online discussion forums. Four research 

methods (questionnaires, interviews, analysing the contents of the forum, and routing 

statistics) were employed by the authors to investigate how distance Chinese language 

learners used forums in online Chinese courses offered by The Open University in the 

UK. The questionnaire facilitated an understanding of why students were visiting the 

online forum, whilst the interviews and analyses of the contents of the forum then 

helped the researchers explain this further. Thus, this research model provided a more 

comprehensive understanding than that which could have been achieved with a single 
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approach. My research project followed this trend and adopted the mixed-methods 

approach as presented in Chapter 3. 

2.9 Summary  

The review of the literature on distance learning, online learning, TELL, and the 

difficulties in Chinese language learning has sought to provide some background 

information for the research focus of my project. This literature review indicates that it 

is generally accepted that students’ LLS use is important in understanding their success 

(or otherwise) in language learning. However, there is still a huge gap in terms of 

understanding the LLSs that online students use or could use in coping with various 

challenges in online learning. Specifically, there is a lack of studies on what and how 

such online students employ: 

• affective strategies in different ways in self-directed learning; 

• cognitive strategies and technological tools in completing various online learning 

activities and assessment tasks; 

• social strategies in collaborative learning; 

• memory strategies in fragmented time learning and Chinese language learning; 

• compensation strategies in both Chinese speaking and writing; 

• metacognitive strategies in collaborative learning; and 

• LLSs specific to online language learning. 

The literature review also found that there are variables affecting the use or preference 

of LLSs. The variables of language learners’ individual difference, motivation, 

proficiency level, learner autonomy, and age were discussed in this chapter. Based on 

the review on these variables, it is clear that there is a shortage of studies focusing on 

online students’ LLS use associated with relevant influencing factors (contextual factors 

and individual learner factors), such as online environments, motives, different adult age 

groups, and prior language learning experience.   

Therefore, this thesis was guided by the following two research questions (RQs):  

1 What types of LLSs do online Chinese learners use, 
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i) while working in an asynchronous environment (i.e., self-directed learning 

outside online classes; assessment task completion outside online classes)? 

ii) while working in a synchronous environment (i.e., online class 

participation)?  

2 How is online Chinese learners’ LLS use influenced by:  

i) the interactants and the characteristics of the specific learning context (i.e., 

self-directed learning outside online classes; assessment task completion 

outside online classes; and online class participation)? 

ii) individual learner characteristics? 

In terms of research methodology, existing LLS research is shifting towards mixed-

methods approaches. The mixed-methods approach that was used in this research 

project will be discussed in the following chapter, Chapter 3, where the research design, 

research instruments, and data analysis procedures are presented.   
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Chapter 3. Methodology 

3.1 Introduction  

This chapter sets out the methodology employed in the project and is organised as 

follows. Section 3.2 presents my role and relevant personal experience in relation to this 

project. Section 3.3 introduces the overall research strategy, the participants, and the 

timeline for data collection, and it also describes the online Chinese courses in which it 

was carried out. The four data collection instruments which form the mixed-methods 

approach for this project, are then discussed in Section 3.4. The approach to data 

analysis is to be found in Section 3.5. Finally, Section 3.6 examines the ethical 

considerations.  

3.2 Researcher’s Role and Personal Experience Relevant to this Project  

I assumed two roles in this research project, firstly as the researcher and secondly as the 

teacher in one of the five online Chinese classes within which I collected data. To 

achieve the goals of the project, I had to carefully balance these two roles by 

considering appropriate conduct in each role. As a researcher, my main duty was to 

accrue and augment knowledge of LLS use in online Chinese learning. In the role of a 

Chinese teacher, I facilitated students’ Chinese language learning. At the same time, I 

had the opportunity to examine students’ Chinese learning practices and to understand 

their learning challenges in online Chinese learning through online interactions. These 

opportunities also helped me better understand the literature and the participants’ LLS 

use. 

My main challenge in the project was to adjust my roles as a researcher and a teacher 

according to the circumstances. As a Chinese language teacher, I always wanted 

students to have the opportunity to learn and to practise as much as possible. I helped 

them to solve the language problems that they were struggling with, as well as 

suggesting various learning activities which I believed to be useful. Although it might 

seem that I influenced students’ self-directed learning choices, ultimately, the students 

still relied on themselves to make decisions over their selection of learning activities.  
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With the data collection methods, I was able to balance the relationships between 

myself and my participants. Section 3.6, ethical considerations, introduces the details of 

obtaining permission from participants, but in short I briefed them on my research 

project and explained that I would only collect the data after they completed the 

courses. At the same time, as a researcher, my observations of their language learning 

from Blackboard recordings resulted in no direct interaction with them whilst the 

courses were being delivered. Moreover, I did not contribute to the course design in 

relation to the learning assessment tasks in the online Chinese courses. Therefore, my 

influence on participants’ LLS use was limited.  

Being an English language learner and a Chinese language teacher – in addition to being 

Chinese myself – my perceptions of online Chinese learning have inevitably been 

shaped by my personal learning and working experiences. I have studied English as a 

foreign language and as a compulsory course since primary school in China in 1989. 

From 2006 to 2008, I worked in a secondary school in Singapore as a Chinese teacher in 

an English and Chinese working environment. I then came to Australia and studied 

English in the Adult Migrant English Services (AMES) and Royal Melbourne Institute 

of Technology University (RMIT) as an immigrant student in Melbourne. In 2012, I 

enrolled in the Master of Education program at Griffith University and graduated in 

2013.  

My thesis for my Master’s programme centred around a case study of English LLS 

adoption by one Chinese overseas student in Australia. As a foreign language learner 

who studied English in China, my personal experience has similarities with Chinese 

language learners in Australia. I believe this understanding of the context and the roles 

as a language teacher and a foreign language learner have enhanced my awareness, 

knowledge and sensitivity to many of the challenges, decisions and issues encountered 

by Chinese language learners in Australia. Due to my previous experiences of learning 

English, but not Chinese, at different times and in different places, and teaching Chinese 

but not focusing on Chinese language learners in Australia, it is inevitable that I might 

bring certain biases to this project. Although every effort was made to ensure 

objectivity, I fully accept that these preconceived ideas and expectations might shape 
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the way I view and understand the data I collected, and the way I have subsequently 

interpreted the data.   

3.3 Research Design  

This section provides an overview of the mixed-methods research design, which 

includes research instruments, data collection procedures, and in-depth studies of 

individual students. It also introduces the participants, and gives details of the online 

Chinese programme, and the timeline for the data collection.  

3.3.1 A mixed-methods study  

Recent LLS researchers have called for various methods to be applied so as to capture 

not only students’ reported LLSs use, but also their actual LLS use in the process of 

completing language learning tasks in different learning contexts (Gao, 2004; Thomas 

& Rose, 2019; Zimmerman, 2008). As discussed in Section 2.8, mixed-methods 

approaches have been used effectively in other LLS research in TELL. Such approaches 

could also help address the issues surfaced in previous LLS studies where researchers 

have attempted to marshal language learners and contexts into one inclusive LLS 

definition, as discussed previously in Section 2.4.1. A convergent mixed-methods 

design was, therefore, employed in my research project with the key goal of 

triangulating quantitative data with qualitative data (Creswell, 2009, 2012) in order to 

build a comprehensive view of LLS adoption in online Chinese learning. 

As a result, four research instruments were used, namely: a survey questionnaire, 

interviews, observations, and tracking of learner activities online. The quantitative data 

from the questionnaire helped to acquire trends in the frequency of LLS use and to 

investigate the relationships between relevant influencing factors and LLS adoption. 

The qualitative data helped to explore the repertoire of LLSs used by language learners 

in an asynchronous environment and/or a synchronous environment. The qualitative 

interview data were also used to confirm whether the LLSs were used on a regular basis 

by these students, or weather some were acquired or dropped during the learning 

process.   
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This mixed-methods research design helped to ensure the accuracy of findings by 

allowing comparison of quantitative data with qualitative data (Denscombe, 2010). This 

was feasible in a small-scale project and such comparisons provided solid evidence to 

confirm the results. For example, some students reported in the questionnaire that 

‘Asking for correction’ was a frequently used social strategy. This finding was then 

compared with the findings from the online class observation to determine its accuracy. 

This research design was also useful in exploring LLS specific to online Chinese 

learning since these LLSs could not be entirely addressed by the survey questionnaire 

developed for this project based on Oxford’s (1990) SILL. As discussed in Section 2.5, 

studies have demonstrated that, although Oxford’s SILL provides a basic framework for 

LLS research, such a questionnaire cannot be used to identify all the LLSs in TELL and 

Chinese language learning.     

3.3.2 The online Chinese programme in which the research project was conducted  

This section provides an outline of the online Chinese language programme investigated 

in my research project and discusses what learners might experience in the programme. 

The Chinese courses reported here contain Chinese language learning resources, 

assessment items, and the asynchronous and synchronous environments that were 

provided by Griffith University in 2015 and 2016. The unit Modern Standard Chinese 

(Mandarin) 1A (CHN11) is used in this section as an example to introduce the learning 

design of the course including instructional approaches, assessment task design, the 

learning environments and the technologies used in this program to support student 

learning.   

Overview of the Chinese programme   

Increasing demands in language learning through distance education encouraged Open 

Universities Australia (OUA) to introduce the online Chinese programme for distance 

language learners, which was provided by Griffith University from 2010. This is a fully 

online Chinese programme consisting of six courses (or ‘units’ in the OUA system): 

CHN11 and CHN12 at the beginning level, CHN221 and CHN222 at the intermediate 

level, and CHN31 and CHN32 at the advanced level (Yuping Wang, 2014). The 

following description of the basic features of this online programme is based on the 
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information contained in the CHN11 Study Guide (Yuping Wang, 2014). The 

information on the learning design used in the online Chinese programme was discussed 

in Yuping Wang and Chen (2013).  

Learning design 

The learning design highlighted a learner-centred teaching and learning process, which 

considered students’ characteristics, such as students’ knowledge of educational 

technology. Three learning and teaching approaches were adopted: collaborating, 

scaffolding, and a flipped classroom. Each course was delivered through a mix of 

synchronous online classes and asynchronous interactions. The synchronous online 

classes (2 hours for the beginners’ course CHN11, 1 hour for other courses) were 

conducted in Blackboard Collaborate, a “cyber face-to-face classroom” (Yuping Wang 

& Chen, 2012, p. 314), on a weekly basis. The asynchronous environment consisted of a 

web-based Discussion Board, Wikis, journals, announcement, mini-lecture videos on 

basic grammatical knowledge, online quizzes and emails. Each study period was of 13-

weeks in duration, covering 10 lessons in the core textbook titled Short-Term Spoken 

Chinese (Ma, 2005). There were about 10 students attending each online class. Students 

learnt using both paper-based resources such as textbooks and Chinese character tracing 

sheets, and digital resources such as character learning apps (e.g., Quizlet), audio 

materials, mini-lecture videos, lecture recordings of the online classes and digital sound 

files accompanying the textbook. They practised Chinese and interacted with the teacher 

and other classmates through collaborative learning in both the online classes and the 

completion of various collaborative assessment tasks.   

Learners in these courses mainly rely on self-directed learning, along with the weekly 

online classes (Yuping Wang & Chen, 2013). Therefore, a flipped classroom approach 

was adopted to meet the needs of the learners (Yuping Wang, 2014). In short, this 

approach required students to master the basic contents such as grammar and 

vocabulary before attending the online classes. In such mastery-based learning, they 

needed to watch the pre-recorded mini-lecture videos on grammar, and learn all the new 

vocabulary, go through the texts in the textbook, and complete various exercises and 

online quizzes for each lesson. In class, instead of explaining new grammar and 

vocabulary, the teacher and the students focused on practising the new vocabulary, and 
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understanding the associated linguistic features, grammar and usage, through 

collaboration in task completion. Thus, students were encouraged to fully prepare for 

each lesson before the class within an asynchronous environment, and then engage in 

learning activities in the synchronous environment. If the students did not master the 

basic contents in advance and were always absent from the online classes, they would 

find it extremely difficult to achieve the desired learning outcomes.  

Assessment tasks design  

LLS adoption by students is significantly influenced by the language learning tasks they 

are set (Oxford, 1990). In the Chinese programme under investigation, the assessment 

tasks formed the core tasks for each course and were designed as an ongoing evaluation 

to reflect and assess student learning progress (Yuping Wang & Chen, 2013). For 

example, students who enrolled in CHN11, CHN222, or CHN32 were required to 

progressively complete five assessment tasks in the 13-week study period as 

summarised in Table 3.1. 

Table 3.1 reflects two important aspects of assessment design that were present in all 

the online Chinese courses within this OUA programme at Griffith University. Firstly, 

the design was aimed at improving students’ four macro-skills through completion of 

various assessment tasks which focus on Chinese reading, listening, speaking and 

writing. Nine types of language learning tasks were involved: 1) exercises for each 

lesson; 2) practising writing Chinese words; 3) online quizzes; 4) translation exercises; 

5) lecture notes submission; 6) group Wiki writing; 7) role-play; 8) preparation for a 

written test; and 9) preparation for an oral test. Secondly, the design required students to 

complete the tasks in both synchronous and asynchronous environments, and both 

individually and collaboratively.  

The framework for this online assessment design comprised three related dimensions: 

interaction, collaboration and reflection (Yuping Wang & Chen, 2013). The interaction 

dimension highlighted the communications between and among students and teachers. 

The collaboration dimension focused on co-constructing knowledge in a learning 

community, such as in role play or Wiki writing. The reflection dimension referred to 

the individual reflection on language learning to develop students’ meta-cognitive 
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strategies, such as the use of ongoing weekly reading comprehension quizzes (online). 

Students were expected to gain benefits from collaborating with peers and groups, 

which included the promotion of deep learning, critical thinking skills, shared 

understanding and high levels of participation, achievement and self-esteem (Yuping 

Wang & Chen, 2013). 

As will be seen from Table 3.1, students’ LLS use and development were influenced by 

four factors integral to the completion of the assessment tasks: the learning 

environments, the assessment types, the collaborating and scaffolding design, and the 

language proficiency levels. Moreover, students had to employ different groups of LLSs 

in coping with the challenges in completing the various assessment tasks in the different 

learning environments. For instance, as required by the flipped classroom approach, one 

ongoing assessment was watching the pre-recorded mini-lecture videos, completing the 

online quizzes, summarising the main points of the mini-lecture videos, and then 

sending the summary notes to the teacher before attending each online class. In the 

summary notes, students were required to summarise major Pinyin knowledge, 

grammar knowledge and sentence structures to further reflect on their mastery of the 

basic contents in each lesson.  

Students might, therefore, adopt memory strategies to remember new words in the text, 

whilst using cognitive strategies to practise reading, translating, and summarising. Such 

types of ongoing assessment could also help students identify their questions or 

problems, and they could then use social strategies to ask for help from teachers. 

Additionally, students had to use LLSs to collaborate with peers in paired or group work 

and their resultant conversations and collaborative procedures. It was in such a learning 

context that LLS use was investigated in my research. For example, the speaking 

assignment in each online Chinese course was a role play conversation that required 

every student to quickly find a language partner online, arrange a time, discuss the topic 

and content, and rehearse the dialogue together using synchronous tools such as 

Blackboard Collaborate and WeChat. Online Chinese learning was therefore a 

challenging collaborative learning experience for the students; and they had to use a 

repertoire of LLSs when facing difficulties in collaboration. 
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Table 3.1 

Assessment Tasks and Modes of Interaction for the Courses at the Three Proficiency Levels  

Tasks  Modern Standard Chinese 1A 

(CHN11, Beginning)  

Modern Standard Chinese 2B 

(CHN222, Intermediate)  

Modern Standard Chinese 3B (CHN32, 

Advanced)  

Mode  

Weekly 

activities  

Completing all the exercises for 
each lesson in the textbook and 

recording these exercises with a 

language partner in Collaborate; 

Practising writing all the new 

words   

Completing all the exercises for each 
lesson in the textbook and recording 

these exercises with a language partner 

in Collaborate; 

Translating 10 sentences from English 

to Chinese  

Completing all the exercises for each 
lesson in the textbook and recording these 

exercises with a language partner in 

Collaborate; 

Translating 10 sentences from English to 

Chinese 

Asynchronous, 

individual;  

Synchronous, 

paired  

Watching mini-lecture videos and 

completing online quizzes   

Watching mini-lecture videos and 

completing online quizzes 

Watching mini-lecture videos and 

completing online quizzes  

Asynchronous, 

individual  

Submitting lecture notes  Submitting lecture notes Submitting lecture notes Asynchronous, 

individual 

Speaking 

assignment  

Role playing a 1-2-minute 

interview in pairs in Collaborate 

Role-playing in pairs in Collaborate: 4 

scenes  

Presenting a 2-minute talk in Chinese on a 

given topic  

Synchronous, 

paired 

Written 

Assignment  

Designing a group webpage using 

Wiki in both Chinese and English  

Transcribing lecture recordings  Designing two editions of a Chinese 

Newspaper on the Wiki in collaboration 

with a language partner. 

Asynchronous, 

individual; 

Collaboratively 

Written Test   None Translating sentences and paragraphs 

from English into Chinese 

Answering grammar questions;  

Completing reading comprehension 

questions 

Synchronous,  

individual; 

Final Oral 

Test  

Presenting a 1.5-minute talk and 
answering questions from the 

assessor 

Playing the role of a guest to attend a 

10-minute interview with the assessor;  

Telling a 2-3-minute story 

Playing the role of a Chinese language 

teacher to teach 10 minutes  

Synchronous, 
individual, 

paired 



 

79 

 

The asynchronous and synchronous environments  

In a well-designed language learning course that specifically focuses on distance 

language learners, both asynchronous and synchronous functionalities should be 

provided for building an interactive and a collaborative learning environment (Yuping 

Wang & Chen, 2009). The main purpose of using both asynchronous and synchronous 

functionalities is to increase the interactions among teachers and students in an effort to 

overcome ‘the Achilles heel of distance education’ which refers to the lack of 

interaction in language learning (Kan & McCormick, 2014).  

The asynchronous environment in the course (CHN11) contained the course website, 

Discussion Board (The CAFE), Wikis, online quizzes, and journals, accessed via 

Blackboard Learn 9.1, a Learning Management System (LMS). The students also used 

WeChat, a messaging app, to interact with each other for collaborative learning.  

The course website on Blackboard Learn played a central role in the online Chinese 

programme (see Figure 3.1). Blackboard Learn provided hyperlinks to online language 

learning resources, unit information, unit content, online classrooms, assessment 

information, course profile, and staff information. It also guided students through their 

weeks of study and provided students with announcements, technical help, a weekly 

study plan, online language learning resources, study tips, and a Discussion Board (The 

CAFE).    

Discussion Board (The CAFE) was an open forum for students to socialise with one 

another. Students were able to post course related questions, suggestions, and 

recommendations to others (e.g., how to study Chinese or which books, dictionaries, 

tools, or online resources were thought to be useful). This forum was not monitored by 

the course teachers. In parallel, student support came from the course team, from 

services provided by the University administration such as technical help, and also from 

students themselves via the Discussion Board (The CAFE).  
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Figure 3.1 A screenshot of the course site of CHN11 (as accessed by students in the 

2015 academic year) 

Wikis was a shared online space that allowed students to create written contents to 

practise their writing skills. The written task design required the students to work in 

collaboration on Wikis regularly throughout the study period. The students could start 

with finding the information needed individually and sharing it on their group Wiki 

page. This was followed by rounds of discussions with each other and commenting on 

each other’s writing before submitting the final version for marking.   

Online quizzes could be listening or reading quizzes. Students might answer questions 

to check their understanding of the pre-recorded mini-lecture videos. After their 

submissions, the system provided answers and explanations for students’ self-checking.  

The online classes were conducted through Blackboard Collaborate in Blackboard 

Learn 9.1. Blackboard Collaborate is a virtual classroom designed to provide teachers 

and learners with a synchronous learning environment for online virtual classes, or 

meetings (see Figure 3.2). Students and teachers could communicate using audio, video 

and text chat during online classes. Language learning activities, such as role play, 

presentations and discussions with their language partners could also be achieved in this 

synchronous environment. All the language learning activities could be recorded by 

Blackboard Collaborate for students’ further review.  
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Figure 3.2 User interface of Blackboard Collaborate 

Figure 3.2 shows the user interface in an online classroom in Blackboard Collaborate. 

This interface consisted of four main panels: an audio and video panel, a panel 

identifying current participants, a chat panel, and an onscreen whiteboard. All the sizes 

and locations of panels on the screen can be adjusted by the users for convenience.  

The Audio and video panel showed the names of the speakers, or the speaker’s video 

once the participant had pressed the talk or the video icon. The audio and video 

Collaborate Classroom functions were a core component in online classrooms. Once 

students accessed an online class, they would interact with other students and the 

teachers in a situation similar to face-to-face classes. The maximum number of 

simultaneous speakers was six, and the same number applied to the video cameras. 

The Participants panel showed all participants’ names and photos as a list. There were 

four icons above the student list. Students could express their feelings via the first icon, 

such as a smiley face, LOL, applause, confusion, approval, disapproval, slower, faster, 

etc. The second icon was used to indicate participant’s unavailability, whilst the third 

icon signalled a request to speak. Students could use the last icon to vote Yes or No to 

questions from teachers or other students.  
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The Chat panel could be used by students to type texts in Chinese characters, English, 

and Pinyin. They could use Emoticons to express feelings, such as a smiley face, an 

unhappy face, a rainbow, or a broken heart.  

The onscreen whiteboard could be used by teachers to present PowerPoint (PPT) slides, 

draw/write on the whiteboard, and show pictures. During online classes, teachers and 

students could also use the whiteboard to communicate in writing, practise writing 

Chinese characters, and use various cartoon stickers to express their feelings and attract 

others’ attention.  

 

Figure 3.3 Sample screenshots of the WeChat interface 

Another important tool used in the Chinese programmes was WeChat, one of the most 

popular instant messaging applications in China. It is owned by Chinese technology 

company Tencent and had more than one billion daily active users according to recent 

data from Tencent in March 2018 (G. Wang, Zhang, & Zeng, 2019). Students in this 

research project used WeChat as a tool to support their learning in two ways: 1) to 

directly interact with their teachers and peers individually or in a group, via texts, sound 

files, images, emojis, audio and video conferencing calls; and 2) to share course related 
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information by posting texts, website links, photos, and video clips in the class WeChat 

groups or on a private friend circle via ‘WeChat moments’. 

3.3.3 Participants  

The participants in this project were adult learners enrolled in online Chinese courses 

(CHN11, CHN12, CHN222 and CHN32) with Open Universities Australia (OUA) at 

Griffith University. They were a mix of beginning-level, intermediate-level, and 

advanced-level Chinese students. A total of 63 students agreed to participate in the 

research project and allowed me to record and observe their language learning in their 

online Chinese courses. Twenty-three of the 63 participants provided valid responses to 

the online survey questionnaire; 10 of these 23 respondents attended the online 

interviews. Most of the 23 survey respondents (82.6%) studied in the beginning-level 

classes, 13.0% from an intermediate-level class, and 4.3% from an advanced-level class. 

In presenting the results, each participant was identified by the letter “S” and a number 

(e.g., S5 = student 5). The participants were numbered according to the sequence they 

appeared in the online class recordings, from beginning-level classes to advanced-level 

classes.  

The ten interviewees were S5, S8, S9, S10, S12, S13, S14, S15, S17, and S18. When 

they studied in the online courses, six were living in English-speaking countries 

(Australia and the UK), three in countries where Chinese is spoken (China and 

Malaysia), and one in South Korea. Six interviewees’ first language was English. 

However, all ten interviewees spoke English fluently and could learn Chinese and other 

subjects instructed in English at university level. Of these students, two were enrolled in 

the lower-beginning level course CHN11, five were in the higher-beginning level course 

CHN12, and three were in the intermediate-level course CHN222. Detailed information 

of each interviewee’s background information is contained in each student report 

(Appendix E). 

3.3.4 Data collection and related research instruments 

I conducted the data collection during the 3rd study period (SP3 – September to 

December) of 2015 and the 1st study period (SP1 – March to June) of 2016. The 
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research instruments, the purposes of their use, and the related research questions, are 

summarised in Table 3.2. 

Table 3.2 

Summary of Data Collection Instruments and Their Purposes  

Data collection instrument   Purpose of use  Related RQs 

 Step 1   

Survey questionnaire 

incorporating Oxford’s SILL 
strategy questionnaire and 

questions on learner 

characteristics and past 
experiences of language 

learning (Appendix A)  

Obtained quantitative data from 23 survey 

respondents about their background, reasons 
of learning the language and reported LLS 

adoption.  

RQ1; RQ2  

Focused on the repertoire of LLSs adopted 

by 23 respondents and the relationships 

between the LLSs and individual learner 

characteristics. 

RQ2; 

 Step 2   

Semi-structured interview 

with some participants 

(Appendix B)  

Obtained data from 10 interviewed students 

about their background, motives, reported 

LLS adoption, and LLSs they considered 

effective.  

RQ2; 

Focused on motives and effective LLS 

adoption in both asynchronous and 

synchronous environments. 

RQ2; 

 Throughout the study periods  

Tracking of learner activities 

online 

Obtained data about frequency of login and 

content viewing, volume of material 

downloaded, length of time using the online 

system.  

RQ1; 

Focused on online system usage patterns of 

students. 

Observations of online 

classes 

Obtained data about apparent actual use of 

LLSs, from participants' oral and written 

interactions in online classes.   

RQ1; RQ2;  

 

Focused on LLS adoption in the interactions 

between teachers and students. 

Observations of  

asynchronous online 

activities  

Obtained data from students in asynchronous 

online activities about implementation of 

LLSs. 

RQ1; RQ2. 

 

Focused on Discussion Board topics, student 

interactions and LLS adoption by students. 

 

As shown in Table 3.2, the data collection contained two steps. In step 1, an online 

survey questionnaire (incorporating parts of Oxford’s SILL) was sent to all the students 
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enrolled in the OUA online Chinese courses in these two study periods. Twenty-three 

valid survey responses were received, of these 18 were from SP3 2015 and 5 from SP1 

2016. These 23 respondents comprised 19 beginning-level, 3 intermediate-level, and 1 

advanced-level students. 

In step 2, these 23 survey respondents were invited to take part in an interview to 

provide data related to their individual studies, with 10 subsequently participating in the 

interviews. The individual studies drawing on these interviews, combined with the data 

collected in the survey questionnaire, helped my understanding of how these language 

learners used LLSs in various ways in online Chinese learning. The sequencing of 

quantitative data collection first, followed by the qualitative data collection is referred to 

as a ‘sequential explanatory model’ and allows the qualitative data to explain and 

validate quantitative data, thus deepening the understanding of the results (Creswell, 

2012).  

Moreover, data from the observations, the statistical tracking data, and various materials 

that were voluntarily provided by the participants, such as emails and instant messages, 

were collected throughout the study periods. The observations refer to the observations 

of both the synchronous environment and the asynchronous environment.  

Figure 3.4 graphically shows the timeline of the data collection for this project. My role 

as a teacher of CHN12 was from August to October 2015. I then commenced the 

process of finding survey and interview participants in Nov 2015, after CHN12 students 

completed their courses and received their grades, thereby ensuring that there was no 

conflict of interest. Table 3.3 gives further details on the use of each data collection 

instrument, showing where, when and how each research instrument was used. The 

research progress was a continuous exploratory one and the research activities were not 

isolated but interrelated. 
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Figure 3.4 The timeline for the data collection of survey questionnaire, interviews, 

observations, and tracking of learner activities online
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Table 3.3 

Summary of the Data Collection Instruments Showing Where, When and How Each was Used 

Data collection 

tool   

Date  Duration of 

data collection  

Venue  Language  Participants  Quan/Qual 

data  

Observation of 
synchronous 

environment 

1 Sep 2015 –  

30 Nov 2015  

3 months  Recorded 
Blackboard 

discussions etc.  

English & 

Chinese  

The students who attended the online 

classes  

Qual & 

Quan   

Survey 

questionnaire  

4 Nov 2015 – 

30 Jun 2016 

8 months; 30 

mins ea.  

Online survey 

questionnaire 

English  23 respondents who responded the survey 

questionnaire in study period 3, 2015 and in 

study period 1, 2016. 

Quan   

An interview with 

participants  

10 Nov 2015 –  

20 Dec 2015 

1.3 months; 1-2 

hrs ea.  

Online using 

Blackboard 

Collaborate 1-1   

English & 

Chinese  

10 interviewed students volunteered for the 

interview in study period 3, 2015   

Qual   

Observation of 

asynchronous 

environment  

1 Sep 2015 –  

30 Nov 2015  

3 months  Recorded 

Blackboard 

discussions etc. 

English  The students who typed on the Discussion 

Board, Wikis and journals  

Qual   

Tracking of 
learner activities 

online  

1 Sep 2015 –  

30 Dec 2015;  

1 Mar 2015 – 

31 Jun 2016 

6 months   Computer records 

from the system  

English  The students who attended the online 

classes 

Qual & 

Quan   

Note: Quan data – quantitative data; Qual data – qualitative data. 
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3.3.5 In-depth individual student studies   

The purpose of using individual studies as a research strategy was mainly for obtaining 

an in-depth insight into how the interviewed students used LLSs and the influencing 

factors to their LLS use. This research design involved 10 interviewed students (S5, S8, 

S9, S10, S12, S13, S14, S15, S17, S18), who were enrolled in the lower-beginning, 

higher-beginning and intermediate levels of the online Chinese language programme, 

CHN11, CHN12 and CHN222 respectively. Appendix E summarises the 10 student 

reports that I compiled from the collected data, and further information of the student 

reports will be introduced in Section 3.5.3.  

Individual studies were used as a research strategy for two important reasons. Firstly, 

using individual studies provided deep and rich data to understand the interviewed 

students’ learning behaviour and their effective LLS use in completing various language 

learning tasks, especially in the tasks that required collaborative learning. Research has 

established that task requirements can help students determine LLS decisions (Oxford, 

1990). In the present project, the assessment tasks in the online Chinese courses 

required students to collaborate with others. The LLSs use in collaboration was gathered 

not only from the interview data, but also from the interviewees’ emails and instant 

messages. These data reflected how effective the LLSs were for completing different 

language tasks in collaboration. This research strategy helped to reveal these invisible 

data and provided a pathway to explore Chinese language learners’ LLS in an online 

Chinese learning process. 

The second reason for using this strategy was that individual learner characteristics 

(e.g., learning goals, learning motives, age) were expected to be a significant 

influencing factor in respect of the students’ LLS use. Researchers have already 

identified that individual learner characteristics are a factor in relation to different LLS 

use and learning outcomes (Arispe & Blake, 2012; Martinez, 2001), and my research 

was designed to investigate into this aspect. Some of the issues relating to individual 

learner characteristics have been discussed previously in Section 2.7, but given the 

relatively small size of my research project it could not reflect all learner characteristics. 

Therefore, I have only reported those showing significant relationships with LLS use 
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according to preliminary data analyses of the survey responses, and then used individual 

student examples to support or refute the survey results.  

3.4 Research Instruments   

The four research instruments used in this research project were: survey questionnaire, 

interview, observations, and tracking of learner activities online. The language used for 

data collection was mainly English, but also in part Chinese. I have applied Anderson’s 

(1996) recommendation that the researcher should use the language learners’ fluent 

language to conduct the research activities and encourage them to provide as much 

information as possible about their cognitive process of language learning. As English 

was the participants’ commonly used language for online Chinese learning, it was the 

main language used in the questionnaire and interviews. If participants talked about 

language learning content in Chinese (usually in very simple Chinese), these parts of 

data were either translated into English in the transcripts, or an explanation was 

provided in English. Similarly, English and Chinese were both involved in the 

observations, but Chinese conversations used for the thesis were translated for further 

data analysis.  

3.4.1 Survey questionnaire  

The survey questionnaire served two purposes: 1) it provided an understanding of 

language learners’ current LLS adoption after undertaking 3 months of online Chinese 

learning; and 2) it provided pointers to prepare and check the questions for the interview 

in which the students’ responses were probed and explored in greater detail. The 

questionnaire was designed for all level Chinese language learners who enrolled in the 

courses. LimeSurvey was used as a tool for conducting the online survey questionnaire.  

There were two sections in the survey questionnaire. Section I (SI) contained six 

questions on the participants’ language background, age, class level, years of Chinese 

study, and motives for Chinese language learning. The students were invited to tick all 

the motives that applied to them. These choices adopted the top five motives for 

studying Chinese from a study by Kan and McCormick (2014):   

1) for pleasure and interest;   
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2) as an intellectual challenge;   

3) to assist me in my present or future work;   

4) to be able to communicate with Chinese-speaking friends or family; 

5) to be able to communicate when visiting a Chinese-speaking country;  

6) others______.   

Section II (SII) was adapted from SILL. The full version of Oxford’s (1990) SILL is an 

80-LLS-item questionnaire for speakers of English who are learning other languages 

(see Appendix D). It relates to six categories of LLSs: memory, cognitive, 

compensation (the ‘Direct Strategies’), metacognitive, affective, and social strategies 

(the ‘Indirect Strategies’). The items on the SILL all involve a five-point Likert scale 

ranging from ‘never or almost never true of me’ to ‘always or almost always true of 

me’.    

I found that SILL was not entirely suitable for the specific area of LLS research in 

online Chinese learning. Therefore, I revised SILL in four ways. Firstly, I added some 

specific LLSs relating to Chinese learning and the relevant questionnaire items were 

revised according to Shen (2005) and Shen and Xu (2015). For example, given that 

Chinese is a tonal language, I added an item: “I imitate the tones that native Chinese 

speakers use”.  

Secondly, I included some questionnaire items in relation to LLS use and the supporting 

technology in the online environment, such as ‘Using tools available to improve 

communication and interaction’, which was revised from Hauck and Hampel (2008). In 

addition, I added the survey questionnaire item “I respect my language partner’s time 

when we work together” because netiquette is important to online collaboration as 

discussed in Section 2.2.3.  

Thirdly, I added some questionnaire items in relation to LLS use specific to 

collaborative learning, such as ‘Learning from other students’ written work’, which 

refers to students first reading and then commenting on other students’ Wiki writing 

assignment to learn from them and improve their own writing.  

Fourthly, I adapted SILL to produce a shorter version for Section II of my 

questionnaire, which contained 45 LLS items. In doing so, I took Dörnyei’s (2003) 
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suggestion that researchers should design a questionnaire with less than four pages and 

which participants can complete in no more than 30 minutes. Therefore, my adaptation 

of SILL considered: 1) the balance of the six LLS categories in my questionnaire; 2) the 

LLSs specific to online learning, collaborative learning, flipping classroom approach, 

and Chinese language learning; 3) the balance of LLS in different learning contexts; and 

4) the length of my questionnaire. 

More broadly, I also revised the wording of most cognitive and memory strategy items 

from SILL for my research. This is because my research was aimed at examining 

cognitive and memory strategy use specifically in TELL. Therefore, these items were 

focused on technology supported LLS use. Some other changes I made were related to 

the fact that Chinese has specific features that present difficulties for English-speaking 

learners, such as pronunciation, tones, and strokes. I therefore expected that students 

would use different cognitive and memory strategies. I also added a few social and 

metacognitive strategies that were perceived to potentially be of importance in 

collaborative learning and using technological tools. 

Table 3.4 shows the original LLS items (Orig), revised LLS items (Rev), and additional 

LLS items (Add) in my survey questionnaire which were the same as/different from the 

LLS items in SILL. The label ‘LLS specific to online learning’ refers to those LLSs 

which are distinctly different from those LLSs already defined by Oxford. These LLSs 

are related to technology use, collaborative learning, and online learning environment. 

As shown in the table, I retained three LLS items provided by Oxford’s SILL, modified 

15 LLS items from SILL, and added 27 new LLS items to my survey questionnaire. 

For the individual student studies, I combined the data from each interviewee’s 

responses to the survey questionnaire with data from the other three research 

instruments (an online interview, classroom observations, and tracking of learner 

activities online). Within these instruments, the survey questionnaire provided breadth 

of data, whilst the others collected data which provided depth. In other words, the self-

report survey questionnaire was chosen as the basic instrument because it provided an 

effective way to understand what typical LLSs were used by each student. 
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Table 3.4 

The LLS Items Used in the Survey Questionnaire for this Project 

Related 

affective 

strategy  

Original LLS item (Orig) in SILL, Revised LLS 

item (Rev), and Additional LLS item (Add) in the 

survey questionnaire  

Learning 

context 

Taking risks 

wisely (Oxford, 

1990) 

Rev I encourage myself to take risks in Chinese 

learning, such as guessing meanings or trying 

to speak, even though I might make some 

mistakes. 

Self-directed 

learning  

 

I actively encourage myself to take wise risks 

in language learning, such as guessing 
meanings or trying to speak, even though I 

might make some mistakes (Q67, SILL, 

Oxford, 1990). 

Making positive 

statements 

(Oxford, 1990) 

Rev I encourage myself so that I will continue to 

try hard and do my best in Chinese learning. 

I make encouraging statements to myself so 

that I will continue to try hard and do my best 

in language learning (Q66, SILL, Oxford, 

1990). 

Discussing your 

feelings with 
someone else 

(Oxford, 1990) 

Orig I talk to someone I trust about my attitudes and 

feelings concerning the language learning 

process (Q71, SILL, Oxford, 1990). 

Rewarding 

yourself 

(Oxford, 1990) 

Rev I give myself a tangible reward when I have 

done something well in my Chinese learning. 

I give myself a tangible reward when I have 

done something well in my language learning 

(Q68, SILL, Oxford, 1990). 

Related 

cognitive 

strategy 

Original LLS item (Orig) in SILL, Revised LLS 

item (Rev), and Additional LLS item (Add) in the 

survey questionnaire 

Learning 

context 

Using resources 

for receiving 

and sending 
messages 

(Oxford, 1990) 

Add I search online for the meaning of Chinese 

words I don’t know (e.g. using an online 

dictionary site or Google translate). 

Self-directed 

learning  

Add If I do not understand, I search for the 

information online (e.g. E-dictionary; Google 

Translate). 

Online class 

participation 

Add I search for background information on 

Chinese words online (Liou, 2000). 

Self-directed 

learning  

Formally 

practising with 
sounds and 

writing system 

(Oxford, 1990) 

Add I read aloud to practise for the speaking 

assignment. 

Assessment task 

completion (a 
speaking 

assignment or 

an oral test) 

Repeating 

(Oxford, 1990) 

Rev I imitate the tones that native Chinese speakers 

use. 

Self-directed 

learning  
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I imitate the way native speakers talk (Q17, 

SILL, Oxford, 1990). 

Getting the idea 
quickly (Oxford, 

1990) 

Orig I try to understand what I hear or read without 
translating it word-for-word into my own 

language (Q37, SILL, Oxford, 1990). 

Self-directed 

learning  

Taking notes 

(Oxford, 1990) 

Rev I take notes.  Online class 

participation I take notes in class in the new language (Q32, 

SILL, Oxford, 1990). 

Summarising 

(Oxford, 1990) 

Rev I summarise Chinese grammar points in my 

head as a way to reinforce my understanding. 

Self-directed 

learning  

I make summaries of new language material 

(Q33, SILL, Oxford, 1990). 

Learning from 

other students’ 

written work 
(LLS for 

collaborative 

learning) 

Add I read other students’ Wiki writing assessments 

to learn from them. 

Assessment task 

completion (a 

Wiki writing 

assignment) Add I put comments on other students’ Wiki 

writing assignments because that helps me 

learn. 

Related social 

strategy 

Original LLS item (Orig) in SILL, Revised LLS 

item (Rev), and Additional LLS item (Add) in the 

survey questionnaire 

Learning 

context 

Netiquette (LLS 
specific to 

online learning) 

 

Add I respect my language partner’s time when we 

work together. 

Self-directed 

learning  

Add I respond as soon as possible to my language 

partner’s queries. 

Assessment task 

completion (a 
speaking 

assignment or an 

oral test) 

Add I prefer keeping the webcam on to let the 

teacher and other students see me.  

Online class 

participation 

Add I reply to other students’ comments on my 

Wiki page. 

Assessment task 

completion (a 

Wiki writing 

assignment) 

Cooperating 

with peers 

(Oxford, 1990) 

Add I write the conversation scripts of the speaking 

assignment together with my language partner 

Assessment task 

completion (a 
speaking 

assignment or an 

oral test) 

Add I discuss the Wiki writing assignment with my 

language partner. 

Assessment task 

completion (a 

Wiki writing 

assignment) 

Asking for 
correction 

(Oxford, 1990) 

Add I ask my language partner to check my script.  Assessment task 
completion (a 

speaking 

assignment or an 

oral test) 
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Add I ask my teacher to provide feedback on my 

early drafts.  

Assessment task 

completion (a 

Wiki writing 

assignment)  
Add I encourage other students to leave comments 

on my Wiki page.  

Add I ask my language partner to correct me 

whenever I make a mistake.  

Assessment task 

completion (a 
speaking 

assignment or an 

oral test) 

Add I ask the teacher to correct me.  Online class 

participation  Add I ask other students to correct me.  

Asking for 

clarification or 
verification 

(Oxford, 1990) 

Add If I do not understand, I ask the teacher to 

explain/repeat.  

Online class 

participation 

Add If I do not understand, I ask the other students 

to slow down, repeat, or clarify what was said.  

Add I ask the teacher to verify that I have 

understood or said something correctly.  

Using tools 

available to 

improve 

communication 
and interaction 

(LLS specific to 

online learning) 

Add I type text messages for the purpose of 

effective communication. 

Online class 

participation 

Related 

memory 

strategy 

Original LLS item (Orig) in SILL, Revised LLS 

item (Rev), and Additional LLS item (Add) in the 

survey questionnaire 

Learning 

context 

Using 

mechanical 
techniques 

(Oxford, 1990) 

Rev I use character cards to help memorise new 

Chinese words. 

Self-directed 

learning  

 I use flashcards with the new word on one side 

and the definition or other information on the 

other (Q11, SILL, Oxford, 1990). 

Placing new 

words into a 
context (Oxford, 

1990) 

Rev When I am learning a new Chinese word, I put 

it in a sentence, so I can remember it. 

I put the new word in a sentence, so I can 

remember it (Q2, SILL, Oxford, 1990). 

Semantic 

mapping 

(Oxford, 1990) 

Rev When I am learning a new Chinese word, I list 

words I know that are related to it and draw 

lines to show relationships. 

I list all the other words I know that are related 

to the new word and draw lines to show 

relationships (Q9, SILL, Oxford, 1990). 

Related 

compensation 

strategy 

Original LLS item (Orig) in SILL, Revised LLS 

item (Rev), and Additional LLS item (Add) in the 

survey questionnaire 

Learning 

context 

Selecting the 

topic (Oxford, 

1990) 

Rev When speaking with other students, I tend to 

steer the conversation onto a topic for which I 

know the words.  

Self-directed 

learning  
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 I direct the conversation to a topic for which I 

know the words (Q48, SILL, Oxford, 1990). 

Getting help 

(Oxford, 1990) 

 

Rev I ask other students to tell me the right word if 

I cannot think of it.  

Online class 

participation 

I ask the other person to tell me the right word 

if I cannot think of it in a conversation (Q45, 

SILL, Oxford, 1990). 

Related 

metacognitive 

strategy 

Original LLS item (Orig) in SILL, Revised LLS 

item (Rev), and Additional LLS item (Add) in the 

survey questionnaire 

Learning 

context 

Seeking practice 
opportunities 

(Oxford, 1990) 

Rev I try to speak Chinese whenever I can. Self-directed 

learning  

 
I actively look for people with whom I can 

speak the new language (Q61, SILL, Oxford, 

1990). 

Organising 

(Oxford, 1990) 

Rev I arrange a comfortable environment for 

studying, to promote learning. 

I arrange my physical environment to promote 

learning; for instance, I find a quiet, 

comfortable place to review (Q54, SILL, 

Oxford, 1990). 

Rev I have developed a routine so that I study 
Chinese regularly, not just when there is the 

pressure of tests. 

I arrange my schedule to study and practise the 
new language consistently, not just when there 

is the pressure of a test (Q53, SILL, Oxford, 

1990). 

Self-evaluating 

(Oxford, 1990) 

Rev I often evaluate the progress I have made in 

learning Chinese. 

I evaluate the general progress I have made in 

learning the language (Q64, SILL, Oxford, 

1990). 

Add I record myself speaking by using an audio or 

video recorder so that I can listen to myself 

and correct my pronunciation.  

Overviewing 

and linking with 
known material 

(Oxford, 1990) 

Add I review the resources that are recommended in 

the online Chinese courses. 

Preparing 
questions for 

online classes 

(LLS for flipped 

classroom) 

Add I prepare questions in advance to ask in the 

online classes. 

Self-monitoring 

(Oxford, 1990) 

Add I try to notice my errors when speaking 

Chinese and to work out the reason for them. 
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Orig I try to notice my language errors and find out 

the reasons for them (Q62, SILL, Oxford, 

1990). 

Add I read the comments other students leave on 

my Wiki page. 

Assessment task 

completion (a 

Wiki writing 

assignment) 

 

Importantly, however, I identified two major disadvantages that would have occurred if 

the survey questionnaire had been used as the only research instrument for the 

individual studies. One disadvantage is that survey results cannot identify how typical 

LLSs are used on given language tasks (Oxford, 1996). For example, the results from 

SILL may not provide detailed information on how a social strategy is used for a 

discussion in an online class, or a role play with a language partner. Since language 

tasks influence students’ LLS adoption significantly (Oxford, 1990), it is necessary to 

identify task types when discussing language learners’ LLS use.  

The other disadvantage is that survey results cannot indicate the effectiveness of the 

LLSs employed (Gao, 2004). The frequency of LLS use does not help explain which 

LLSs are effective. For example, less frequently used LLSs might be more effective for 

language learning than more frequently chosen strategies identified through SILL. As a 

result, interviews were used to provide richer data for the individual studies.  

3.4.2 Interviews  

Semi-structured one-to-one interviews were conducted online in the Blackboard 

Collaborate classroom with 10 of the 23 survey respondents. This interview mode was 

selected because participants were all distance learners who could not attend face-to-

face interviews. Open-ended questions were employed (see Appendix B) and all the 

interviews were recorded using the in-built recording function in Blackboard 

Collaborate.  

Semi-structured interviews are typically used to help elicit rich data, allow access to 

students’ learning processes, and to share their ideas (Nunan, 1992). They are also 

called ‘semi-standardised interviews’ (Flick, 2014) and ‘non-directive interviews’ (L. 

Cohen, Manion, & Morrison, 2011). This approach is organised around a topic guide, 
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which helps lead the conversation in a standardised way whilst allowing sufficient 

opportunity for relevant issues to emerge (Flick, 2014).  

The interviews in this research had four main purposes:  

• to further understand the students’ individual characteristics such as language 

learning motives and learning goals;  

• to further understand the students’ responses of LLS use reported in the survey 

questionnaire;  

• to further understand the students’ difficulties in using online technologies; and 

• to collect more detailed information on the ways that LLSs were used in the 

learning process.  

The interview questions focused on the LLS use based on the survey responses, and 

learners’ specific online LLS use in online language learning that were not covered in 

the survey responses.  

Stimulated recall was used as the technique in the interview for investigating LLSs used 

in the completion of various learning tasks. Gass and Mackey (2000) argued that this 

method “can be used to prompt participants to recall thoughts they had while 

performing a task or participating in an event” (p. 17). Assessment tasks, such as the 

speaking test or the Wiki essay writing task were therefore used as the stimuli for recall. 

For example, the interviewees were required to look at the PowerPoint slides of their 

Wiki essays on the whiteboard in Blackboard Collaborate, and were then asked to recall 

the process through which they had completed the essay and how they had collaborated 

with their language partners.  

Questions such as how students revised their essays after receiving feedback from 

others were asked in order to better understand how students improve their writing in 

the collaborative process. I conducted the interviews shortly after these students had 

completed all the assessment tasks in their Chinese courses in order to help ensure that 

their memory about the learning processes was still fresh and clear. This approach is in 

line with Gass and Mackey (2000) who advocated the use of stimulated recall as soon as 

possible after completing the language learning tasks. 
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3.4.3 Observations  

Observations were used as a research instrument to investigate LLS use in both the 

synchronous (e.g., online classes via Blackboard Collaborate) and asynchronous (e.g., 

Discussion Board, WeChat, Google Drive, and Email) environments, noting that 

researchers have acknowledged that observations have advantages over other research 

instruments (L. Cohen et al., 2011; Creswell, 2012; Kawulich, 2005). The method of 

observation, as “the process of gathering open-ended, first-hand information by 

observing people and places at a research site” (Creswell, 2012, p. 213) can be used to 

record people, events, behaviour, settings, artefacts, and routines (L. Cohen et al., 

2011). Kawulich (2005) added that this instrument provides rich detailed descriptions 

and opportunities for viewing or participating in unscheduled events. Observations also 

provide live and authentic data by allowing researchers to look directly at what is 

happening in a real place rather than relying on participants’ memory recall (L. Cohen 

et al., 2011).  

My role in observation was “a changing observational role” (Creswell, 2012, p. 215); 

that is one where researchers adapt their role to different observational situations. In the 

situation of being a teacher in CHN12, I was a participant who became involved in the 

learning activities. I was able to understand the students’ learning process, and the 

teacher’s interaction with the students. After I finished my teaching in CHN12, I then 

changed the observational role to that of a non-participant when I observed the recorded 

data, such as the recordings of the online classes, the posts in the Discussion Board, and 

emails.  

Both oral and visual data were collected from the online classes (synchronous 

environment) and were recorded by the system (Blackboard) automatically so that they 

could be easily downloaded. There were 24 recordings in total from three online 

courses, namely, CHN11 and CHN12 at beginning level, and CHN222 at intermediate 

level. As a first step, I took screenshots of the online classes to collect data from the 

video-recordings. I then transcribed parts of the video-recordings for further analysis as 

the second step. I also selected classroom conversations in the recordings of online 

classes and transcribed them in order to observe the interactions between students and 

teachers. All these observations were used to collect qualitative data and coded to find 
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evidence of LLS use. The transcripts included the following elements: time, task, 

speakers, whiteboard actions, text chat, and emoticons. For the participants’ speaking 

and typing of Pinyin and Chinese characters, I transcribed them in Pinyin and Chinese 

characters, and then provided English meanings or explanation for non-Chinese readers. 

The data collection in the asynchronous environment is summarised in Table 3.5, which 

lists information on the data sources in asynchronous mode, the technological tools, 

types of communications, numbers of participants involved, their courses and the study 

periods (SP). Among them, the WeChat data involved 177 smartphone screenshots of 

interactions between the participants and the teachers outside the online classes. 

Table 3.5 

Data Sources for Observations in Asynchronous Environment 

Technological 

tool 

Data 

source 

Types of 

communication 

Student(s) Course, Study 

period (SP), Year 

Forum: 

Blackboard 

Discussion Board 

called The CAFE 

155 

messages 

Group of 

students  

22 students CHN11, SP1, 2016 

Social media app: 
WeChat (text and 

voice messages) 

44 

screenshots 

Student to 

student 

2 students (S31, 

S33) 

CHN11, SP1, 2016 

20 

screenshots 

Student to 

teacher 

1 student (S8) CHN12, SP3, 2015 

113 

screenshots 

Group of 

students and a 

teacher 

18 students CHN11, SP1, 2016 

Cloud storage app: 

Google Drive 

5 written 

drafts  

Student to 

student 

3 students (S31, 

S33, S35) 

CHN11, SP1, 2016 

Email 146 emails Student to 

teacher 

4 students (S8, 

S9, S12, S13) 

CHN12, SP3, 2015 

1 student (S20) CHN11, SP1, 2016 

 

As shown in Table 3.5, 22 participants used the Discussion Board as an open forum to 

socialise with their classmates. In order to identify these participants’ LLSs, I observed 

their communications in one class in the beginners’ course (CHN11) in SP1, 2016. The 

majority of the participants in this course used English to interact with others in the 

Discussion Board, and only two students used basic Chinese to introduce themselves, 
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perhaps because they had only recently started to learn Chinese and wished to apply 

their early learning.  

Five written drafts were also provided by three students via Google Drive for two 

assessment tasks that were carried out by S31 with S33 and S35 respectively. These 

drafts provided first-hand data on how students collaboratively worked on the 

assessment tasks. Three of the five drafts were transcripts of a 2-minute oral role-play 

between S31 and S33, and between S31 and S35. The other two were transcripts of a 3-

minute role-play between S31 and S35 for an oral test. The 2-minute role-play required 

students to design two interviews in Chinese and conduct each interview with their 

language partner. The 3-minute task required students to conduct a dialogue between an 

exchange student from China and an Australian student at a university. Moreover, five 

students (four from CHN12 and one from CHN11) gave permission for me to analyse 

the 146 emails between them and myself (as their teacher) for the whole study period. 

These 146 emails consisted of 79 emails from them and 67 emails that I returned.  

3.4.4 Tracking of learner activities online  

Computer tracking data were collected, comprising: the learners’ login frequency, 

material downloaded, and duration of study sessions using the online system. There are 

three advantages of using computer log data to complement the data obtained from 

participants themselves through self-reporting mechanisms (e.g., questionnaires and 

interviews) (Liou, 2000). Firstly, learners’ behaviour can be systematically recorded; 

both individual and group performance can be tracked easily and consistently. 

Secondly, the data are recorded with reliable machine tracking while learners access 

online facilities and materials. Thirdly, the data collection is not limited by the location 

from which the student works. Once learners access the online system, at any time and 

from anywhere, their observable behaviour is recorded including login frequency and 

duration, and material downloaded. 

3.5 Data Analysis  

Data analysis for this research project comprised both quantitative and qualitative 

approaches. Section 3.5.1 presents the quantitative data analysis, followed by the 
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qualitative data analysis in Section 3.5.2. Finally, the further data analysis conducted to 

produce the 10 individual studies is summarised in Section 3.5.3. 

3.5.1 Quantitative data analysis     

The quantitative data consisted of the data from the survey questionnaire, part of the 

online observations (synchronous environment), part of the Discussion Board 

observations (asynchronous environment) and the tracking of learner activities online. 

These quantitative data were stored and analysed using the Statistical Package for the 

Social Sciences (SPSS, 2014). 

Quantitative results helped to answer the first research question, concerning the 

students’ LLS repertoire and the frequency of individual LLSs and of the six LLS 

categories. The results also helped answer the second research question, namely 

exploring the relationships between LLS adoption and relevant individual learner 

characteristics and the characteristics of online environments. The quantitative data 

were analysed in the following ways:  

• Data from the survey questionnaire (SII, 45 items) were linked to individual LLSs 

or grouped into six categories following Oxford’s (1990) division of LLSs: 

memory strategies, cognitive strategies, compensation strategies, metacognitive 

strategies, affective strategies and social strategies. 

• The frequency of use for each questionnaire item was then reported. Jamieson 

(2004) stated that the frequencies of quantitative data give a more precise picture 

of the spread of data than reporting standard deviation in a small-scale 

quantitative research. Therefore, I chose to report the frequencies instead of the 

standard deviation for each questionnaire item. 

• Both the mean and median score of each strategy item were used for analysing the 

survey responses. The mean score of each strategy item helped place it in the 

high-, medium- or low-frequency-range of use as per Oxford’s “key to understand 

the averages” (1990, p. 291). In cases where more than one questionnaire item 

was related to a single LLS, the one with the highest mean score was used to 

determine the strategy item use frequency.  
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• The median score helped to accurately interpret the survey data since, according 

to Jamieson (2004), median scores provide a more accurate measurement of 

survey responses on a Likert scale.  

• Mann-Whitney U tests (de Winter & Dodou, 2010) were used to determine 

whether the LLS use distributions of two groups were statistically significantly 

different (at the level of p-value <= 0.05), when investigating the influencing 

factors on LLS use.  

• The Pearson’s correlation coefficients (r) (Statistics How To, 2017) were used to 

identify the strength and direction of correlations between the LLS items. As 

discussed in Section 2.4.2, there is a lack of studies on how language learners use 

combinations of LLSs. Hence, this type of data analysis was performed on the 

results of the LLS items to better understand the correlation between the LLSs of 

each of the LLS categories. However, such correlations do not imply any 

causality; rather they are only able to provide information regarding the direction 

of the positive or negative correlation and how strong that correlation might be. 

• Hierarchical clustering analysis (Aljumily, 2015) was used as a method for 

identifying clusters, or groups, of students who shared patterns of LLS use. This 

type of clustering analysis provides a visual identification for the groups in the 

dataset. The characteristics for each cluster can then be examined so that further 

attention can be directed to different clusters (groups) of language learners.  

• Lastly, the tracking data of learner activities online were used to complement, 

support and triangulate other data collected, and were integrated into the 

qualitative student reports. For example, the frequencies of login were collected 

from the Learning Management System (Blackboard) to determine whether an 

interviewed student actively used the learning resources provided there.  

3.5.2 Qualitative data analysis 

The qualitative data consisted of the data from the interviews, responses to the open-end 

questions in the survey questionnaire, class observations and data provided by 

participants (e.g., emails, screenshots of messages from WeChat). These qualitative data 
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only concerned students’ discussion of Chinese language learning, not private or 

personal matters, and they were provided by the students on a voluntary basis. These 

qualitative data were stored and analysed using NVivo (NVivo, 2014). 

The qualitative data were managed as recommended by McLellan, MacQueen, and 

Neidig (2003) who summarised the essential points of data management. This led to me 

organising copies of all the data into my computer and a document cabinet; writing 

memos in a notebook of basic information of all the materials; using labels for easy 

logging of data; establishing the safe storage of all materials; spot-checking for missing 

data; developing a process for reading, listening and reviewing data.  

         

Figure 3.5 The qualitative process of data analysis, adapted from Creswell (2012, p. 

197). 

The qualitative data analysis process followed the one proposed by Creswell (2012) as 

shown in Figure 3.5. This figure illustrates how the qualitative data were collected and 

transcribed, and then how the transcripts were used. The data were then analysed 

qualitatively by searching for themes (e.g., LLS, learning goal, learning motive) and 
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analytical categories. NVivo was used to organise the data and help identify new 

themes. 

Analysis of interview data  

The stimulated recall interview transcripts were coded for four themes: reasons for LLS 

use, effective LLSs, language learning tools, and related language learning contexts, in 

order to provide information on accurate and complete LLS use in participants’ online 

Chinese learning. Data analyses of the LLSs were completed in two stages. In the first 

stage, the individual LLSs were coded and identified according to Oxford’s (1990) 

taxonomy. LLSs that were not included in Oxford’s taxonomy were listed for further 

classification. In the second stage, LLSs used by the interviewed students were 

compared with each other for further analysis to complement the survey data. These 

interview findings were summarised in Chapter 4 and Chapter 5, and then further 

discussed in Chapter 6.  

Naturalised transcription (Oliver, Serovich, & Mason, 2005) was adopted for 

transcribing the interviews. This meant that the textual documents of the interviews 

were transcribed verbatim and in as much detail as possible. Therefore, fairly fine-

grained transcription was used including detailed information, such as participants’ and 

my laughter, sighs, pauses, exclamations, response tokens such as ‘you know’ and 

‘Okay’, or hesitation devices such as ‘Um’, ‘Ah’, and ‘Mms’ (McLellan et al., 2003; 

Oliver et al., 2005). Specifically, the transcription convention described in Jefferson 

(2004) was adopted. However, the timings were not recorded as these were not relevant 

to the research goals. The interviewees mainly used English. Any part spoken in 

(usually simple) Chinese was translated into English, or phonetic transcription, or 

annotated with English explanations.   

Coding with qualitative data  

After the transcripts from interview were fully prepared, coding work was conducted. 

Coding is seen as the preparatory step in the process of labelling and categorising data 

in the analysis, which aims at developing categories from the qualitative data and is “the 

work with materials for generating concepts and for allocating excerpts of the material 

to categories” (Flick, 2014, p. 373).  
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Both sequential analysis and thematic analysis were applied to the interview data 

(Creswell, 2012). Sequential analysis helps better understand segments in the transcripts 

and facilitates the interpretation of relationships among these segments. Therefore, it 

builds a solid foundation for the thematic analysis. Thematic analysis helps further 

organise codes and information for answering the related research questions. 

During this process, I followed Flick’s (2014) suggestion regarding the steps for 

undertaking the content analysis. I first focused on reading the transcripts several times, 

and then developed the codes into semantic codes and latent codes (e.g., language 

learning tools, methods, learning behaviour, interactants, age, nationality, first 

language). These two types of code sets were organised in NVivo. I then arranged the 

codes into different themes (e.g., LLS and language learning tools, language learning 

difficulties, student background information, learner characteristics), and organised the 

relevant data into these themes. Later these initial themes were further divided into sub-

themes to outline a thematic map.  

3.5.3 Data analysis for the individual studies  

Data from the 10 interviewed students (S5, S8, S9, S10, S12, S13, S14, S15, S17, S18) 

were further analysed using learner profiling (Lan & Oxford, 2003) as the analysis 

technique. Data collected on each interviewee were compiled into an individual student 

report which covered four areas – learner characteristics, language learning difficulties, 

survey questionnaire results, and effective strategies – by synthesising data from 

different sources on the students’ strategy use in three learning contexts (see Table 3.6) 

As shown in Table 3.6, all the interviewees reported essential LLS use for self-directed 

learning outside the online classes, and six of these students reported important LLS use 

in completing various assessment tasks. Table 3.6 also lists four students’ LLS use in 

the online classes. As attendance in the online classes was not compulsory, only six of 

the ten students participated in them, and only four of them reported on their LLS use in 

this context. 

The 10 interviewed student reports in Appendix E were ordered according to their 

online Chinese courses, from CHN11 (lower beginning level course), CHN12 (higher 
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beginning level course), to CHN222 (intermediate level course), as shown in Table 3.6. 

It should also be noted that students in the same course completed the same assessment 

tasks, which allows comparisons of their LLSs used in similar learning contexts, which 

will be discussed in Chapter 5. 

Table 3.6 

LLS Use Data Available in Each of the 10 Interviewed Students’ Reports 

Course Student Language learning contexts 

Self-directed 

learning outside 

the online 

classes 

Assessment task completion 

outside the online classes 

Online class 

participation 

CHN11 

(Beginning 

level) 

S5  The ongoing assessments and 

the speaking assignment 
 

S18    

CHN12* 
(Beginning 

level) 

S8  The ongoing assessments and 

the speaking assignment 
 

S9  The speaking assignment and 

the oral test 
 

S10  The speaking assignment and 

the oral test 
 

S12  The speaking assignment  

S13    

CHN222 

(Intermedia

te level) 

S14    

S15    

S17  The speaking assignment  

* Note 1. Students who enrolled in CHN12 needed to have passed CHN11 or met an 

equivalent proficiency level.  

  Note 2. ‘ ’ means data available; ‘ ’ means no data available. 

In each individual student report in Appendix E, the first subsection provides some 

learner characteristics, such as their declared background information, learning motives, 

goals, difficulties, and strengths in order help understand the LLSs each student applied. 

The subsequent subsections set out important LLSs, drawn up on the basis of students’ 

survey responses, online interviews, additional material provided by the students (e.g., 

personal emails between students; WeChat messages between students; writing drafts 

between students via Google Drive), Blackboard tracking data, and observed data. The 

LLSs I considered ‘important’ were those reported by the interviewees as being 

important in helping them progress toward achieving their learning goals, together with 
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those I perceived to have this importance based on the discussions presented in the 

literature review. Finally, a summary of each interviewee’s effective LLSs was provided 

at the end of their reports.    

Tracking data of learner online activity were used to find out what students actually did 

with Blackboard, and provided 1) the frequency of each student’s learning activities in 

Blackboard, such as downloading the course materials, checking the announcements, 

and visiting the Discussion Board; 2) the duration of each student’s session times in 

Blackboard; 3) the days and dates of each student’s sessions. This meant that for 

example, when a student reported that his/her learning routine (related to metacognitive 

strategy use) covered 6 days a week, I could verify this against the tracking data for 

them. These tracking data were automatically collected by Blackboard and presented in 

a user-friendly visual form.  

The Blackboard tracking data was further used to triangulate other collected data for 

individual student studies. I have taken the four analytics components, suggested by 

Chatti and Muslim (2019), to use the tracking data: 1) I recorded each student’s learning 

activities and the related learning environments (what kind of data); 2) I linked the 

tracking data with the student’s LLS use (why the data); 3) I linked the tracking data 

with the student’s characteristics, such as learning goals and age (who is targeted by the 

analysis); 4) I presented the data into individual student reports (how to interpret the 

data collected by Blackboard). 

3.6 Ethical Considerations  

Ethical clearance was obtained from Griffith University (GU Ref No.: 

LAL/03/15/HREC) before data collection began. This involved preparing information 

statements for participants and defining arrangements for obtaining their consent. The 

following considerations were taken before and during the data collection phase, and 

guided the conduct of my project:  

• The project focused on distance students’ online Chinese language learning and 

LLS adoption. Importantly, it had absolutely no effect on the students’ grades in 

the courses from which I collected my data.  
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• No research, using any research method, was conducted without the permission of 

Griffith University and the participants.   

• All participants were clearly informed that: 1) their participation was entirely 

voluntary; 2) their completion or non-completion of the survey questionnaire, 

interview, classroom observation in the research project did not influence or 

contribute in any way to the assessment in any course at Griffith University/OUA; 

3) they were free to participate in the project only partially if they preferred; and 

4) they could withdraw from the research at any time without providing a reason.  

• Any information or personal details of participants gathered in the course of the 

project were confidential during the research and permanently so afterwards. 

Participants’ identities were not and will not be revealed to anyone, and false 

names for them were used in this thesis and will be used in any future publication.  

• All media used to record the research would be destroyed once the examination 

process of the thesis was completed. The transcripts, without participants’ real 

names, would be kept until the research project was complete and would be kept 

password-protected in my personal laptop. They would be destroyed after the 

examination process was completed. In any publication or reporting arising from 

this research, the participants would not be identifiable by third parties, either 

directly or by inference. Participants could request a copy of the thesis.  

• Only the supervisors and I would have access to the data the participants 

provided, and the supervisors would not know the participants’ real names. 

Anyone who helped me with this project would only know the participants by 

their pseudonyms.    

• All the names in the figures that illustrate the learning environments (e.g., the 

participant-panel in Blackboard Collaborate) are pseudonyms.  
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Chapter 4. Data Analyses and Findings for RQ1: Types of LLSs  

4.1 Introduction 

This chapter presents the findings from the data analyses in relation to RQ1, “what types 

of LLSs do online Chinese learners use?” It aims to explore the LLSs employed by the 

participants in online Chinese learning. The results were obtained from the analyses of 

both the student self-reported data and the observed data. Section 4.2 focuses on the 

findings from the self-reported data, which involved the 23 responses from the survey 

questionnaire and the 10 student interviews. The LLSs obtained from the self-reported 

data were analysed in three learning contexts: 1) self-directed learning outside the 

online classes; 2) assessment task completion (ongoing assessments, a Wiki writing 

assignment, a speaking assignment or an oral test) outside the online classes; and 3) 

online class participation. These three learning contexts related to the following two 

types of learning environments: 

• The asynchronous environment in learning contexts 1 and 2, consisting of a web-

based Discussion Board, Wikis, online quizzes, Email, and WeChat; 

• The synchronous environment in learning context 3 referring to the Blackboard 

Collaborate sessions.  

Section 4.3 reports the observed data, and presents participants’ use of LLSs in the 

asynchronous and synchronous environments separately. The observed data included 

data collected from sources such as personal emails, WeChat messages, written 

assignment drafts provided by the students, and the tracking data from the Discussion 

Board. Section 4.4 provides a summary of the findings.   

The LLSs for which data were collected are summarised in Table 4.1, which provides 

the names of the LLSs, statements describing them, the relevant technological tool(s) 

related to the corresponding LLS use, the learning context for each LLS use, the data 

sources and, when applicable the frequency range of the strategy use (H, M, L as per 

Table 4.2) (abbreviated as ‘Data sources (Usage)’ in Table 4.1), and the participant(s) 

who used the LLS.  
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Table 4.1 

Summary of Student LLS Use in this Research Project 

Affective strategies Statement (paraphrased for brevity) Technological 

tool(s) 

Learning context Data source 

(LLS usage) 

Participant(s) 

Taking risks wisely 

(Oxford, 1990) 

 

Encourage myself to take risks in 
Chinese learning, such as guessing 

meanings or trying to speak, even 

though I might make some mistakes 

 Self-directed learning outside 

the online classes 

 

SII (H) 23 survey 

respondents 

Take risks during conversations with 

Chinese friends, family, and 

colleagues 

 I S15 

Making positive 

statements (Oxford, 

1990) 

Encourage myself so that I will 

continue to try hard and do my best in 

Chinese learning 

 SII (H) 23 survey 

respondents 

Encourage myself to look back on my 

achievements 

 I S12 

Discussing your feelings 

with someone else 

(Oxford, 1990) 

 

Talk to someone I trust about my 

attitudes and feelings concerning the 

language learning process 

 SII (M) 23 survey 

respondents 

Express concerns about language 

learning to classmates 

Forum: Discussion 

Board (The CAFE) 

OII S36 

Rewarding yourself 

(Oxford, 1990) 

Give myself a tangible reward when I 

have done something well in my 

Chinese learning 

 SII (L) 23 survey 

respondents 

Taking steps to 

minimise anxiety when 
practising (Non-SILL 

LLS) 

Prefer to speak in Chinese with native 

Chinese speakers who are strangers, 
such as taxi drivers, or Chinese 

 I S18 
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students in ‘English corners’, rather 

than people I know 

Cognitive strategies Statement (paraphrased for brevity) Technological 

tool(s)   

Learning context Data source 

(LLS usage) 

Participant(s) 

Using resources for 

receiving and sending 

messages (Oxford, 

1990) 

Search online for the meaning of 

Chinese words I don’t know (e.g., 

using an online dictionary site or 

Google translate) 

 Self-directed learning outside 

the online classes 

 

SII (H) 23 survey 

respondents 

E-dictionary app: 
Pleco; Google 

Translate; 

TrainChinese 

I  S12 S13 S15 

E-dictionary app: 

Google Translate; 

Screwit 

Assessment task completion 

outside online classes (a 

speaking assignment) 

I S5 S8 

Search for the information online if I 

do not understand  

E-dictionary; 

Google Translate 

Online class participation SII (H) 23 survey 

respondents 

Borrow/copy a sentence found by 

looking up a YouTube video 

Videos: YouTube Assessment task completion 

outside online classes (a 

speaking assignment) 

I S8 

Search for background information on 

Chinese words online 

Website: Google Self-directed learning outside 

the online classes 

SII (M) 23 survey 

respondents 

Formally practising with 

sounds and writing 

system (Oxford, 1990) 

Read aloud to practise for the speaking 

assignment 

 Assessment task completion 

outside online classes (a 

speaking assignment or an 

oral test) 

SII (H) 23 survey 

respondents 

Repeating (Oxford, 

1990) 

 

Imitate the tones that native Chinese 

speakers use 

 Self-directed learning outside 

the online classes 

SII (H) 23 survey 

respondents 

Imitate the teacher’s Chinese speaking Online teaching 

platform: 

Online class participation OI S9 
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Blackboard 

Collaborate 

Imitate teacher and Chinese friends’ 

pronunciation 

Social media app: 

WeChat (text and 

voice messages) 

Assessment task completion 

outside online classes (a 

speaking assignment) 

I S5 S9 

Listen to recorded conversations many 

times 

Digital Mandarin 

Language course 

Pimsleur 

Self-directed learning outside 

the online classes 

 

I S5 S8 

Getting the idea quickly 

(Oxford, 1990) 

 

Try to understand what I hear or read 

without translating it word-for-word 

into my own language 

 Self-directed learning outside 

the online classes 

 

SII (H) 23 survey 

respondents 

Taking notes (Oxford, 

1990) 

 

Take notes  Online class participation SII (M) 23 survey 

respondents 

Take notes for updating lecture notes 

before and after online classes 

Word document; 

textbook 

Online class participation 
and self-directed learning 

outside the online classes 

I S10 

AD S9 

SIII S10 

Take notes of new words and phrases Paper notebook Self-directed learning outside 

the online classes 

I  S14 

Learning from other 

students’ written work 

(Non-SILL LLS) 

Read other students’ Wiki writing 

assessments to learn from them 

 Assessment task completion 

outside online classes (a 

Wiki writing assignment) 

SII (L) 23 survey 

respondents 

Put comments on other students’ Wiki 

writing assignments because that helps 

me learn 

Wiki SII (L) 23 survey 

respondents 

Practising 

naturalistically (Oxford, 

1990) 

Watch Chinese TV programmes and 

movies; speak Chinese with family 

members; read novels in Chinese 

TV programmes Self-directed learning outside 

the online classes 

I  S10 S17 

SIII S8 S10 

Analysing contrastively 

(Oxford, 1990) 

Compare sounds in English and 

Chinese  

Online teaching 

platform: 

Online class participation OI S4 
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 Blackboard 

Collaborate 

Summarising (Oxford, 

1990) 

Summarise Chinese grammar points in 

my head as a way to reinforce my 

understanding 

 Self-directed learning outside 

the online classes 

SII (M) 23 survey 

respondents 

Social strategies Statement (paraphrased for brevity) Technological 

tool(s)   

Learning context Data source 

(LLS usage) 

Participant(s) 

Netiquette (Non-SILL 

LLS) 

 

Respect my language partner’s time 

when we work together 

 Self-directed learning outside 

the online classes 

SII (H) 23 survey 

respondents 

Assessment task completion 

outside online classes 

(ongoing assessments, a 

speaking assignment) 

I S8 

Respond as soon as possible to my 

language partner’s queries 

 Assessment task completion 

outside online classes (a 
speaking assignment or an 

oral test) 

SII (H) 23 survey 

respondents 

Respond to the language partners’ and 

the teacher’s emails within 24 hours 

Email Assessment task completion 
outside online classes 

(ongoing assessments, a 

speaking assignment) 

I S9 

Respond to teacher’s and classmates’ 

questions quickly 

Audio facility via 

the audio/video 

panel in 
Blackboard 

Collaborate 

Online class participation I S14 

Respond to the language partners’ 

WeChat messages in a timely manner 

Social media app: 

WeChat (text and 

voice messages) 

Self-directed learning outside 

the online classes 

AD S31 S33 S5 

S18 S8 
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Prefer keeping the webcam on to let 

the teacher and other students see me  

Audio facility via 

the audio/video 

panel in 

Blackboard 

Collaborate 

Online class participation SII (M) 23 survey 

respondents 

I S14 

Reply to other students’ comments on 

my Wiki page 

 Assessment task completion 
outside online classes (a 

Wiki writing assignment) 

SII (L) 23 survey 

respondents 

Put comments on other students’ Wiki 
writing assignments to help them with 

my suggestions 

 Assessment task completion 
outside online classes (a 

Wiki writing assignment) 

SII (L) 23 survey 

respondents 

Praise a classmate’s pronunciation  Online teaching 

platform: 

Blackboard 

Collaborate 

Online class participation OI S5 

Send greetings and introduce oneself Forum: Discussion 

Board (The CAFE) 

Self-directed learning outside 

the online classes 

OII 22 students of 

CHN11, SP1, 

2016 

Cooperating with peers 

(Oxford, 1990) 

Write the conversation scripts of the 

speaking assignment together with my 

language partner 

 Assessment task completion 

(a speaking assignment or an 

oral test) 

SII (H) 23 survey 

respondents 

Collaborate with a language partner to 
draft and practise a speaking 

assignment 

Online teaching 
platform: 

Blackboard 

Collaborate 

Assessment task completion 
(ongoing assessments, 

speaking assignment) 

I S8 S9 S10 S17 

Discuss the Wiki writing assignment 

with my language partner 

 Assessment task completion 

outside online classes (a 

Wiki writing assignment) 

SII (H) 23 survey 

respondents 

Offer or give corrections on the 

language partner’s written draft 

Word document Assessment task completion 

outside online classes 

I S10 
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(ongoing assessments, a 

speaking assignment) 

Organise a WeChat group: Switching 

to use WeChat messaging app 

Forum: Discussion 

Board (The CAFE) 

Self-directed learning outside 

the online classes 

OII 22 students of 

CHN11, SP1, 

2016 

Sharing with other 

students (Non-SILL 

LLS) 

Share understanding of assessment 

task or course requirements and 

Chinese knowledge  

Cloud storage app: 

Google Drive 

 

Assessment task completion 

outside online classes (a 

speaking assignment) 

AD S31, S35 

Asking for correction 

(Oxford, 1990) 

 

Ask my language partner to check my 

script 

 Assessment task completion 

outside online classes (a 

speaking assignment or an 

oral test) 

SII (H) 23 survey 

respondents 

Ask my teacher to provide feedback on 

my early drafts 

 Assessment task completion 

outside online classes (a 

Wiki writing assignment) 

SII (L) 23 survey 

respondents 

Social media app: 

WeChat (text and 

voice messages) 

Assessment task completion 

outside online classes (a 

Wiki writing assignment) 

AD S8 

Encourage other students to leave 

comments on my Wiki page 

 Assessment task completion 
outside online classes (a 

Wiki writing assignment) 

SII (L) 23 survey 

respondents 

Seek feedback of initial written draft 

from Chinese teacher or friends 

 Assessment task completion 

outside online classes 

(ongoing assessments, a 

speaking assignment)  

I S8 

Ask other students to correct me Online teaching 

platform: 
Blackboard 

Collaborate 

Online class participation SII (L) 23 survey 

respondents 



 

116 

 

Ask my language partner to correct me 

whenever I make a mistake 

Online teaching 

platform: 

Blackboard 

Collaborate 

Online class participation SII (M) 23 survey 

respondents 

Ask the teacher to correct me Online teaching 

platform: 
Blackboard 

Collaborate 

Online class participation SII (H) 23 survey 

respondents 

OI S8 

Asking for clarification 
or verification (Oxford, 

1990) 

 

If I do not understand, I ask the other 
students to slow down, repeat, or 

clarify what was said 

Online teaching 
platform: 

Blackboard 

Collaborate 

Online class participation SII (M) 23 survey 

respondents 

Ask the teacher to verify that I have 

understood or said something correctly 

Online teaching 

platform: 

Blackboard 

Collaborate 

Online class participation SII (M) 23 survey 

respondents 

Ask the teacher explain grammar 

points in ongoing assessments 

Social media app: 
WeChat: images, 

emojis, text and 

voice messages 

Self-directed learning outside 

the online classes 

AD S8 

Ask the teacher and the classmates a 

grammar question in online class 

Online teaching 

platform: 

Blackboard 

Collaborate 

Online class participation OI S19 

Ask questions about assessment tasks 

and technological problems 

Forum: Discussion 

Board (The CAFE) 

Self-directed learning outside 

the online classes 

OII 22 students of 

CHN11, SP1, 

2016 

Using the tools available 
to improve 

communication and 

Share photos and comments on the 
photos on a private Chinese friend 

circle 

Social media app: 

WeChat moments 

Self-directed learning outside 

the online classes 

I S12 
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interaction (Non-SILL 

LLS) 
Use different contact tools to interact 

with different groups of people 

 

Email, WhatsApp, 

WeChat app 

Assessment task completion 

outside online classes 

(ongoing assessments, a 

speaking assignment) 

I S17 

Use different colours, character fonts, 

and numbers to remind language 
partners to focus on important 

information in a draft 

Cloud storage app: 

Google Drive 

 

Assessment task completion 

outside online classes (a 
speaking assignment or an 

oral test) 

AD S31 S33 S35 

Type text messages for effective 

communication 

 Online class participation SII (M) 23 survey 

respondents 

Use emoticons and texts chat to 
interact with others for language 

learning, such as praising the other 

students’ speeches, and answering 

other students’ questions 

The emoticons 
(such as smiley 

face, LOL, and 

raised hand) and 

text messages in the 
Chat panel in 

Blackboard 

Collaborate 

Online class participation OI S5 

Use emojis to express feelings in the 

text chat panel 

Online teaching 

platform: 

Blackboard 

Collaborate 

Online class participation OI S5 

Use the user interface elements (e.g., 
‘away’ icon) to show the status of 

leaving 

Online teaching 
platform: 

Blackboard 

Collaborate 

Online class participation OI S14 

Negotiating with other 

students (Non-SILL 

LLS) 

Negotiate the time and digital location 

to practise Chinese speaking 

Social media app: 

WeChat (text and 

voice messages) 

Assessment task completion 

(Completing a speaking 

assignment or an oral test 

outside online classes) 

AD S31 S33 
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Distribute work to complete an 

assessment task 

Cloud storage app: 

Google Drive 

Assessment task completion 

(Completing a written draft 

for a role-play in pairs) 

AD S31 S33 S35 

S31 S35 

Memory strategies Statement (paraphrased for brevity) Technological 

tool(s)   

Learning context Data source 

(LLS usage) 

Participant(s) 

Using mechanical 

techniques (Oxford, 

1990) 

Use character cards to help memorise 

new Chinese words 

 Self-directed learning outside 

the online classes 

SII (M) 23 survey 

respondents 

Memorise words or characters by 

listening to flashcard apps over and 

over 

Flashcard functions 

in learning apps: 
Intelligent 

Flashcards STS 

Chinese; Pinyin 

Training; Pleco; 
Google Translate; 

Youdao; 

StickyStudy 

Self-directed learning outside 

the online classes 

I 

 

S5 S18 S12 

S14 S15 

SIII S9 S12 S14 

Make flashcards and use them to 

memorise words 

 

Self-made flashcard 

by using 

PowerPoint 
software; Flashcard 

function in a 

learning app: 

KTPict CE 

Self-directed learning outside 

the online classes 

I 

 

S18 

 

SIII 

Placing new words into 

a context (Oxford, 1990) 

When learning a new Chinese word, 
put it in a sentence so I can remember 

it 

 Self-directed learning outside 

the online classes 

SII (M) 23 survey 

respondents 

Semantic mapping 

(Oxford, 1990) 

When learning a new Chinese word, 
list words I know that are related to it 

and draw lines to show relationships 

 Self-directed learning outside 

the online classes 

SII (L) 23 survey 

respondents 
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Representing sounds in 

memory (Oxford, 1990) 

Memorise phrases by listening to 

digital resources over and over 

Digital Mandarin 

Language course 

Pimsleur 

Self-directed learning outside 

the online classes 

I S5 S8 

Memorise conversations by listening 

to voice message over and over 

Social media app: 

WeChat (text and 

voice messages) 

Assessment task completion 

outside online classes 

(ongoing assessments, a 

speaking assignment) 

I S5 

Creating stories for 

memorising Chinese 
character writing (Non-

SILL LLS) 

Memorise Chinese characters by 

creating stories according to the 
meaning of strokes in a Chinese 

character 

 Self-directed learning outside 

the online classes 

I S8 

SIII 

Compensation 

strategies 

Statement (paraphrased for brevity) Technological 

tool(s)   

Learning context Data source 

(LLS usage) 

Participant(s) 

Selecting the topic 

(Oxford, 1990) 

When speaking with other students, I 
tend to steer the conversation onto a 

topic for which I know the words 

 Self-directed learning outside 

the online classes 

SII (M) 23 survey 

respondents 

Using linguistic clues 

(Oxford, 1990) 

Guess the meaning of what is heard I S5 S17 

Using mime or gesture 

(Oxford, 1990) 

Guess the meaning of the speaker’s 

hand gestures 

Getting help (Oxford, 

1990) 

Ask other students to tell me the right 

word if I cannot think of it 

Online teaching 

platform: 
Blackboard 

Collaborate 

Online class participation SII (L) 23 survey 

respondents 

Orally use English to ask the missing 

words in Chinese when reading a 

paragraph in the text book 

OI S15 

Providing extra 

clarification to others in 
writing for better 

understanding (Non-

SILL LLS) 

Provide more information in the 

written drafts to assist a better 

understanding of each other’s writing 

 Assessment task completion 

outside online classes (a 
speaking assignment or an 

oral test) 

AD S31 S35 
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Metacognitive 

strategies 

Statement (paraphrased for brevity) Technological 

tool(s)   

Learning context Data source 

(LLS usage) 

Participant(s) 

Seeking practice 

opportunities (Oxford, 

1990) 

Try to speak Chinese whenever I can.  Self-directed learning outside 

the online classes 

 

SII (M) 23 survey 

respondents 

Seek opportunities to chat with 

Chinese native speakers 

 I S5 S14 S8 

Organising (Oxford, 

1990) 

Arrange a comfortable environment for 

studying, to promote learning 

 SII (H) 23 survey 

respondents 

Develop a routine so that I study 
Chinese regularly, not just when there 

is the pressure of tests 

 SII (H) 23 survey 

respondents 

Developing a learning routine  I S18 S8 S13 

S14 S15 S17  

Complete assessment tasks before due 

dates 

 SIII S9 

Schedule fragmented time to learn 

Chinese vocabulary  

 SIII S9 

Schedule a weekly meeting with a 

Chinese friend 

 I S14 

Introduce personal information and 

look for a language partner 

Forum: Discussion 

Board (The CAFE)  

 

OII 15 out of 22 

students of 
CHN11, SP1, 

2016 

Build an internal learner network Social media app: 

WeChat (text and 

voice messages) 

OII 10 out of 22 

students of 

CHN11, SP1, 

2016 
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Store drafts of written assignments in 

Cloud, and share them with language 

partners and teachers for editing 

Cloud storage app: 

Google Drive 

 

AD S31 S33 S35 

Send emails for course-related 

questions 

Email AD S8 S9 S12 S13 

S20 

Self-evaluating (Oxford, 

1990) 

Evaluate the progress I have made in 

learning Chinese 

 SII (M) 23 survey 

respondents 

Record myself speaking by using an 

audio or video recorder so that I can 
listen to myself and correct my 

pronunciation 

 SII (L) 23 survey 

respondents 

Overviewing and 
linking with known 

material (Oxford, 1990) 

Review the resources that are 
recommended in the online Chinese 

courses 

 SII (H) 23 survey 

respondents 

Preparing questions for 

attending online classes 

(Non-SILL LLS) 

Prepare questions in advance to ask in 

the online classes 

 SII (M) 23 survey 

respondents 

Self-monitoring 

(Oxford, 1990) 

 

Read the comments other students 

leave on my Wiki page 

 Assessment task completion 

outside online classes (a 

Wiki writing assignment)  

SII (L) 23 survey 

respondents 

Revise my Wiki writing assignment 

taking on board the other students’ 

comments and suggestions on it 

 SII (L) 23 survey 

respondents 

Try to notice my errors when speaking 

Chinese and to work out the reason for 

them 

 Self-directed learning outside 

the online classes 

SII (H) 23 survey 

respondents 
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In total, 37 distinct LLSs were identified from the collected data: 33 from the self-

reported data, and 4 found only in the observed data. Of these 37 LLSs, 28 can be found 

in Oxford’s (1990) LLS inventory. The other 9 are LLSs that I have proposed as 

additional to those in the existing LLS taxonomies (including Oxford’s), and these are 

specific to either one of or a combination of, the following: online learning, 

collaborative learning, flipped classroom learning, and Chinese language learning.  

4.2 Results Obtained from the Self-reported Data  

This section includes seven subsections. Subsection 4.2.1 summarises by categories the 

mean values of the frequency of LLS use from the second part (SII) of the survey 

questionnaire. Subsections 4.2.2 to 4.2.7 present the detailed analyses by LLS within the 

categories of affective, cognitive, social, memory, compensation, and metacognitive 

strategies, respectively. When there are conspicuous correlations between the LLS items 

within a category, the results of Pearson’s r correlation analyses (Evans, 1996) are 

included to explore the strength and the direction of such correlations. Additionally, 

each subsection also integrates the qualitative analyses of the data collected from the 

open-ended survey questions (SIII), the interview data (I), and the additional data (AD) 

provided by the 10 interviewees. These results complement and help explain the LLSs 

found in the survey results. When reporting the frequency of LLS use from the survey, I 

adopt Oxford’s (1990) key to the interpretation of the mean scores for the 45 strategy 

items (SII), namely as ‘high’, ‘medium’ or ‘low’ frequency range of strategy use, as 

shown in Table 4.2. Adopting such a unified reporting approach not only facilitates the 

discussion, but also reinforces the connection to the literature and allows cross-study 

comparisons.  

Table 4.2 

Oxford’s (1990) Key to Understanding LLS Mean Scores 

LLS use Mean 

High (H) 
Always or almost true of me 4.5 to 5.0 

Generally true of me 3.5 to 4.4 

Medium (M) Somewhat true of me 2.5 to 3.4 

Low (L) 
Generally not true of me 1.5 to 2.4 

Never or almost never true of me 1.0 to 1.4 

Note. From Oxford (1990, p. 291). 
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4.2.1 LLS use by category 

The mean scores for the six LLS categories, based on the 23 survey responses to the 45 

LLS items in the survey questionnaire, are listed in Table 4.3.  

Table 4.3 

Mean Scores of LLS Use by Category, for the 23 Survey Respondents 

Strategy category Mean 

Affective  3.09 

Cognitive  3.24 

Social 3.08 

Memory 2.95 

Compensation 2.45 

Metacognitive 2.98 

Overall Average 2.97 

 

Overall, the participants did not seem to be heavily reliant on employing any particular 

LLS category. The 23 survey respondents reported LLS category mean scores from 2.45 

to 3.24 with an average score of 2.97. Most of the mean scores for the six categories fall 

in the range of medium strategy use as per Oxford’s (1990) system, indicating that the 

participants diversified their use of LLS categories.  

However, some correlations do exist among the six LLS categories. Table 4.4 presents 

the correlations for pairs of LLS categories through the Pearson’s r correlation test. It 

can be observed that the strongest category correlation existed between cognitive and 

affective strategy categories (r = .78, strong). This relationship suggested that the survey 

respondents who made high use of cognitive strategies also made high use of affective 

strategies. This result is expected and is consistent with the observation of Hurd, 

Beaven, and Ortega (2001) who have pointed out that distance students have to 

maintain their motivation to develop LLSs to facilitate language learning.  

Two other pairs of LLS categories were also strongly correlated, namely: affective and 

metacognitive strategies (r = .69, strong), and cognitive and memory strategies (r = .60, 

strong). In a similar way to the correlation between affective and cognitive strategies, 

such results seemed to suggest that the respondents employed both affective and 
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metacognitive strategies, and both memory and cognitive strategies for online language 

learning. For instance, they might use the metacognitive strategy to develop a 

personalised learning plan along with the affective strategy of ‘Making positive 

statements’ to meet the challenges of online learning.  

Table 4.4 

Pearson’s r Correlation Analysis Results across the Six LLS Categories Reported in the 

Survey Questionnaire 

LLS category Affective Cognitive Social Memory Comp. Meta. 

Affective 1      

Cognitive .78  

(strong) 

1     

Social .43 

(moderate) 

.24  

(weak) 

1    

Memory .51 

(moderate) 

.60  

(strong) 

.10  

(very weak) 

1   

Compensation 

(Comp.) 

.37 

(weak) 

.52 

(moderate) 

.38  

(weak) 

.19  

(weak) 

1  

Metacognitive 

(Meta.) 

.69 

(strong) 

.50 

(moderate) 

.40 

(moderate) 

.53 

(moderate) 

.32  

(weak) 

1 

 

Table 4.4 also shows that the weakest category correlation existed between social and 

memory strategy categories (r = .10, very weak). This result indicated that the 

respondents who used more social strategies would be likely to use fewer memory 

strategies, and vice versa. This result is acceptable. The social strategy items in the 

survey questionnaire concerned interaction with others; whilst for memory strategies, 

concentration was needed. In this sense, some participants who chose to use social 

strategies frequently may also be participants who did not like to spend time alone 

working on memorisation. For example, Interviewee S5, who focused on improving 

Chinese pronunciation, chose to mainly interact with others orally (social); she did not 

like to memorise Chinese character writing (memory).  

4.2.2 Affective strategies 

Affective strategies refer to the actions taken by learners to cope with the emotional or 

motivational difficulties when learning a foreign language (Oxford, 1990). Such actions 
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may include self-encouraging, taking one’s emotional temperature, and discussing 

feelings with someone else. Researchers have argued that affective strategies may be 

particularly important for both beginning-level learners (Oxford, 1990) and also 

distance learners (Hurd, 2008; White, 1995).  

The respondents rated their use of four of Oxford’s (1990) affective strategies: 1) 

‘Taking risks wisely’; 2) ‘Making positive statements’; 3) ‘Discussing your feelings with 

someone else’; and 4) ‘Rewarding yourself ’. As illustrated in Table 4.5, the survey 

respondents employed two strategies with a high-frequency-range use: ‘Taking risks 

wisely’ (Mdn = 4; for self-encouraging during speaking); and ‘Making positive 

statements’ (Mdn = 4; for self-encouraging during the learning process generally). Most 

respondents (73.9%) rated both these affective strategies as 4 (Generally true of me) or 

5 (Always or almost always true of me), and used the strategies in self-directed learning 

outside the online classes. Table 4.5 also suggests that the respondents preferred to 

motivate themselves by using the strategy of ‘Making positive statements’, more than by 

giving themselves a tangible reward. 

In regard to the strategy of ‘Discussing your feelings with someone else’, the responses 

were considerably spread: only 26% of respondents rated this strategy 4 or 5, 39.1% 

rated it 3, and 33.7% rated it 1 or 2. One possible reason for the different rates of usage 

of this strategy is that some respondents may have lacked the opportunities to discuss 

their feelings with other classmates and teachers during their language learning 

processes, especially at the exact moment when such a need arose. Another possible 

reason is that they might not often choose to express their feelings to their friends and 

families around them because their friends and families might lack the knowledge of the 

respondents’ learning situations, such as the difficulties in practising Chinese speaking. 

Section 5.3.1 further discusses how the factor of families and friends influenced the 

participants’ affective strategy use.  
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Table 4.5 

Affective Strategies Reported by the Survey Respondents  

Affective 

strategy  

Questionnaire items 

relating to LLSs 

Learning 

context 

% of each answer Median, 

Mean, 

LLS usage 1 2 3 4 5 

Taking risks 

wisely 

(Oxford, 

1990) 

I encourage myself to 

take risks in Chinese 

learning, such as 

guessing meanings or 

trying to speak, even 

though I might make 

some mistakes. 

Self-

directed 

learning 

outside the 

online 

classes 

 

4.3 8.7 13.0 43.5 30.4 4, 3.87, H 

Making 

positive 

statements 

(Oxford, 

1990) 

I encourage myself so 

that I will continue to 

try hard and do my 

best in Chinese 

learning. 

4.3 8.7 13.0 65.2 8.7 4, 3.65, H 

Discussing 

your feelings 

with someone 
else (Oxford, 

1990) 

I talk to someone I 

trust about my 

attitudes and feelings 
concerning the 

language learning 

process. 

13.0 21.7 39.1 21.7 4.3 3, 2.83, M 

Rewarding 

yourself 

(Oxford, 

1990) 

I give myself a 

tangible reward when 

I have done 

something well in my 

Chinese learning. 

30.4 47.8 0 17.4 4.3 2, 2.00, L 

 

The Pearson’s r correlation analysis results (Table 4.6) also show a strong correlation (r 

= .62; .60-.80; ‘strong’) between ‘Taking risks wisely’ and ‘Making positive statements’. 

This finding shows that the respondents who encouraged themselves to take risks 

tended to deliberately encourage themselves to study hard and do their best in language 

learning. It further indicates that the respondents who chose these two LLS items 

realised the importance of relying upon themselves in self-directed learning outside the 

online classes. Such a result is expected as researchers have discovered that affective 

strategy use plays an important role in building learner confidence (Hurd, 2008; White, 

1995). These researchers claimed that distance students become aware of their own 

learning abilities and performance by positive/negative self-evaluations, and 

subsequently employ the relevant affective strategies to enhance their self-confidence. 

By using affective strategies more frequently, the participants might be able to address 

the learning difficulties they experienced in collaborating with their language partners, 
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as revealed in the survey responses. In responding to an open-ended survey question, 

three respondents (S9, S10, S13) reported that the most difficult part of working with a 

language partner was scheduling meeting times (see Excerpt 4.1). According to the 

interview data such learning difficulties caused learner anxieties for the participants, and 

these students may employ relevant affective strategies (e.g., ‘Making positive 

statements’ and ‘Discussing your feelings with someone else’) when necessary. 

Table 4.6 

Pearson’s r Correlation Analysis Results across the Affective Strategies Reported in the 

Survey Questionnaire 

Affective 

strategy 

Questionnaire item relating to 

LLS 

Strategy 

item No. 

1 2 3 4 

Making 
positive 

statements  

I encourage myself so that I will 
continue to try hard and do my best 

in Chinese learning. 

1 1    

Taking risks 

wisely  

I encourage myself to take risks in 
Chinese learning, such as guessing 

meanings or trying to speak, even 

though I might make some 

mistakes. 

2 .62 1   

Rewarding 

yourself 

I give myself a tangible reward 

when I have done something well 

in my Chinese learning. 

3 .46 .22 1  

Discussing 
your feelings 

with someone 

else  

I talk to someone I trust about my 
attitudes and feelings concerning 

the language learning process. 
4 .12 -.17 .18 1 

 

Excerpt 4.1 Three examples of difficulties in scheduling collaboration with a language 

partner by S9, S10, and S13 

S9: Co-ordinating times, having them not disappear, having them actually contribute 

more than just coming in at the end. I try to do everything, but I can’t, so I 

concentrated on doing things that required to pass the course … (Survey 

questionnaire part III, S9, 2015). 

S10: Scheduling time to align. (Survey questionnaire part III, S10, 2015). 

S13: The most difficult [part] was managed[managing] the time for both of us to do the 

exercise at the same time. We set up a proper time for the both [of us] to manage 

it. (Survey questionnaire III, S13, 2015). 
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The results obtained from the interview data, shown in Table 4.7, further confirmed the 

use of the two affective strategies (‘Making positive statements’ and ‘Taking risks 

wisely’) reported in the survey results. In the interviews, no participant mentioned the 

use of the other two strategies (‘Discussing your feelings with someone else’ and 

‘Rewarding yourself ’) reported in the survey. Instead, I found an affective strategy from 

the interview data which is distinctly different from those affective strategies already 

defined by Oxford and other researchers. I named it as ‘Taking steps to minimise anxiety 

when practising’ which refers to students choosing specific groups of people to practise 

with, and particular learning activities, in order to reduce speaking anxiety. This 

affective strategy was employed by S18, who worked in China as an English teacher. 

During the interview, he mentioned that he preferred talking with Chinese locals in an 

English corner (an English language learning activity in China that is commonly used 

by learners to practise oral English on a regular basis) to reduce speaking anxiety. S18 

also said that he felt ‘more relaxed and productive’ when talking in Chinese with 

strangers (e.g., taxi drivers) than with his Chinese friends or colleagues. This suggested 

that, S18, a beginning-level student, had developed a strategy (a deliberate choice of 

behaviour) to deal with the psychological challenge he had recognised that he felt in 

practising Chinese speaking with native speakers with whom he was familiar.  

Table 4.7 

Affective Strategies Identified in the Interview Data 

Affective strategy Statement (paraphrased for 

brevity) 

Learning 

context 

Data 

from 

Inter-

viewee 

Taking steps to 

minimise anxiety 

when practising (LLS 

for online learning) 

Prefer to speak in Chinese with 

native Chinese speakers who are 

strangers, such as taxi drivers, or 
Chinese students in ‘English 

corners’, rather than people I know. 

Self-

directed 

learning 
outside the 

online 

classes 

I 

 

S18 

Making positive 

statements (Oxford, 

1990) 

Self-encourage myself to look back 

on my achievements. 

S12 

Taking risks wisely 

(Oxford, 1990) 

Take risks during conversation with 

Chinese friends, family, and 

colleagues. 

S15 
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This strategy is different from Oxford’s and other researchers’ LLSs and therefore I 

consider it to be a new strategy. Two possible reasons might have contributed to the 

strategy use. The first is that online students like S18 had limited opportunities to 

interact with classmates in an online course, and consequently such a learning situation 

required autonomous behaviour. The second reason is that self-esteem prompted S18 to 

use such a strategy as he preferred not to practise Chinese speaking with colleagues but 

with strangers. This strategy involves both cognitive and metacognitive aspects. 

Students understand their own language proficiency level (metacognitive aspect), and 

then choose an easier way to find practice opportunities (cognitive aspect) to reduce 

learner anxiety (affective strategy) and immerse themselves in learning Chinese. Other 

similar cases were found in this research project, such as that of reading a parallel-text 

versions (Chinese and English) novel by S17.  

Interestingly, this behaviour by S18 contrasts with findings of the research by Wolf and 

Phung (2019) who noted that overseas students viewed daily communication with 

unfamiliar native speakers as the most difficult task. They found that failure in such 

communications may result in a range of negative emotions, such as stress, 

embarrassment, and loss of confidence. This can be observed in cases of S8, S10, S17, 

who experienced such learning difficulties with unfamiliar native speakers when 

visiting China (e.g., Excerpt 4.2).  

Excerpt 4.2 An example of learning difficulties in Chinese listening when interacting 

with native speakers by S8 in China. 

S8: When I arrived in China, what I found was, I knew enough to be able to say to a 

taxi driver “take me to a hotel”, but when they spoke back to me, I couldn’t 

understand a word. Hahaha…That was very different… Because they have an 

accent and they speak a different dialect most of the time, and they speak VERY 

VERY VERY fast. (00:04:07 in the recording, Interview, S8, 2015). 

As shown in Excerpt 4.2, the two reasons of S8’s difficulty were because of the native 

speakers’ accents and dialects, and that S8’s language proficiency level was low. In 

S18’s case, he worked in China as a teacher and felt nervous about making mistakes 

when speaking Chinese with colleagues because of concerns over his potential loss of 
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self-esteem. Indeed, the observed data indicated that online students like S18 did make 

an effort to find ways to minimise their learning anxiety such as expressing their 

worries and concerns in virtual spaces (e.g., Discussion Board). This will be further 

discussed Section 4.3.1.  

The interview data also suggested that the participants suffered from learning 

difficulties: the intense pace of online courses (S9), the need to be fully prepared for the 

online classes (S10, S12), and learning anxieties associated with independent learning, 

all of which also contributed to the frequent use of affective strategies.  

In summary, the participants mainly employed affective strategies to minimise learning 

anxieties and maintain positive motivation in the learning context of self-directed 

learning outside the online classes. When facing various learning challenges in such a 

learning context, the students used the affective strategies to solve problems 

independently (‘Taking risks wisely’ and ‘Making positive statements’) rather than 

seeking help from their friends and families (‘Discussing your feelings with someone 

else’). However, these students rarely gave themselves a valuable reward when they had 

done something well in Chinese learning (‘Rewarding yourself ’). I also found that a 

distinct affective strategy ‘Taking steps to minimise anxiety when practising’ was 

employed by the participants to create positive affections towards successful language 

learning. 

4.2.3 Cognitive strategies 

Cognitive strategies are important strategies to assist learners in “putting together, 

consolidating, elaborating, and transforming knowledge of the language and culture” 

(Oxford, 2011, p. 46). The investigation in this project into the participants’ cognitive 

strategy use showed that they employed a variety of cognitive strategies in all the three 

learning contexts: self-directed learning, assessment task completion, and online class 

participation. This result supports the viewpoint of O'Malley and Chamot (1990) who 

stated that cognitive strategies work directly with the input information, and manipulate 

it in various ways to enhance knowledge, such as practice, inference, synthesis, 

transference and elaboration. 
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In total, eight cognitive strategies, seven from the survey responses and one from the 

interviews, emerged from the self-reported data. In the survey questionnaire, the 

respondents rated their use of six cognitive strategies selected from Oxford (1990) (i.e., 

‘Repeating’; ‘Formally practising with sounds and writing systems’; ‘Using resources 

for receiving and sending messages’; ‘Taking notes’; ‘Summarising’; and ‘Getting the 

idea quickly’). Additionally, the seventh strategy of ‘Learning from other students’ 

written work’ was added as a strategy specific to collaborative learning to the survey 

questionnaire. The eighth cognitive strategy, obtained from the interview results, was 

Oxford’s (1990) strategy of ‘Practising naturalistically’.  

Table 4.8 

Cognitive Strategies Reported by the Survey Respondents 

Cognitive 

strategy  

Questionnaire 

items relating to 

LLSs 

Learning 

context 

% of each answer Median, 

Mean, 

LLS usage 1 2 3 4 5 

Using 

resources for 

receiving and 

sending 

messages 

(Oxford, 

1990) 

I search online for 

the meaning of 

Chinese words I 

don’t know (e.g. 

using an online 

dictionary site or 

Google translate). 

Self-directed 

learning 

outside the 

online 

classes 

0 0 0 78.3 21.7 5, 4.78, H 

If I do not 

understand, I search 

for the information 

online (e.g. E-

dictionary; Google 

Translate). 

Online class 

participation 
14.3 4.8 14.3 33.3 33.3 4, 3.67, H 

I search for 

background 
information on 

Chinese words 

online. 

Self-directed 

learning 
outside the 

online 

classes 

4.3 30.4 17.4 21.7 26.1 3, 3.35, M 

Formally 

practising with 

sounds and 

writing system 

(Oxford, 

1990) 

I read aloud to 

practise for the 

speaking 

assignment. 

Assessment 

task 

completion 

(a speaking 

assignment 
or an oral 

test) 

4.3 0 0 17.4 78.3 5, 4.65, H 

Repeating 

(Oxford, 

1990) 

I imitate the tones 

that native Chinese 

speakers use. 

Self-directed 

learning 

outside the 

online 

classes 

4.3 0 13.0 65.2 17.4 4, 3.91, H 

Getting the 

idea quickly 

I try to understand 

what I hear or read 

Self-directed 

learning 
8.7 4.3 30.4 39.1 17.4 4, 3.53, H 
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Cognitive 

strategy  

Questionnaire 

items relating to 

LLSs 

Learning 

context 

% of each answer Median, 

Mean, 

LLS usage 1 2 3 4 5 

(Oxford, 

1990) 

without translating 

it word-for-word 

into my own 

language. 

outside the 

online 

classes 

 

Taking notes 

(Oxford, 

1990) 

I take notes. Online class 

participation 

23.8 14.3 14.3 19.0 28.6 3, 3.14, M 

Summarising 

(Oxford, 

1990) 

I summarise 

Chinese grammar 

points in my head 

as a way to 

reinforce my 

understanding. 

Self-directed 

learning 

outside the 

online 

classes 

4.3 30.4 47.8 8.7 8.7 3, 2.87, M 

Learning from 

other students’ 

written work 

(LLS for 

collaborative 

learning) 

 

I read other 

students’ Wiki 

writing assessments 

to learn from them. 

Assessment 

task 

completion 

outside 

online 

classes (a 

Wiki writing 

assignment) 

47.8 13.0 21.7 13.0 4.3 2, 2.30, L 

I put comments on 

other students’ 

Wiki writing 
assignments 

because that helps 

me learn. 

56.5 26.1 8.7 8.7 0 1, 1.74, L 

 

As can be seen from Table 4.8, the survey respondents employed four of these cognitive 

strategies with high-frequency-range use. These cognitive strategies covered actions 

such as searching for answers and information online. 

The first cognitive strategy with high-frequency-range use was ‘Using resources for 

receiving and sending messages’ (Mdn = 5). The respondents applied this strategy to 

search for answers online during the online classes and in their self-directed learning 

outside the online classes. The “resources” accessed here were different from those 

proposed by Oxford (1990), as my participants mostly used digital resources and relied 

on the Internet, such as E-dictionaries and Google Translate, which were not available 

when Oxford wrote her book in 1990. Such resources offer functions like instant 

pronunciation and links to synonyms and antonyms, which are not available from 

printed resources. All the respondents rated “I search online for the meaning of Chinese 

words I don’t know” as 4 (Generally true of me) or 5 (Always or almost always true of 

me). Such a result is very much as expected. Researchers have discovered that distance 

students employ this strategy for finding, evaluating, and using information quickly in 



 

133 

 

online learning as they lack interactions with teachers and other students (H.-c. Huang 

et al., 2009; Klapper, 2008). 

The second high-frequency-range use cognitive strategy was ‘Formally practising with 

sounds and writing system’ (Mdn = 5). The respondents frequently read aloud to 

practise scripts in Chinese in preparation for completing the speaking assignment or for 

the oral test. This result explains the importance of this strategy in helping students with 

their preparation for assessments. As discussed in Section 2.3, Chinese is a tonal 

language which requires students to practise the tones and pronunciations of Chinese 

characters to become proficient. Reading aloud, as suggested by Kelly (1992), is more 

effective than reading silently in practising speaking a foreign language.  

The strategy of ‘Repeating’ (Mdn = 4) was the third cognitive strategy with a high-

frequency-range use. In the survey questionnaire, it refers to the respondents’ imitating 

native speaker’s pronunciation in the context of self-directed learning outside the online 

classes. The students used this strategy to improve their pronunciation and tones. Such a 

finding is not surprising. Shen (2005) also recommended that Chinese language learners 

repeat the sound when a Chinese character is first introduced. Similarly, the study 

carried out by Hurd (2000) among distance learning students evidenced that the most 

frequently used strategy was that of “Repeat words and phrases out loud”. My survey 

results relating to the ‘Repeating’ strategy therefore matched well with the literature. 

Additionally, the survey results supported the observations made by O'Malley and 

Chamot (1990) that beginning- and intermediate-level language learners, which 

represented the demography of the survey respondents in my project, employed this 

strategy most frequently.  

The fourth high-frequency-range use cognitive strategy employed by the respondents 

was ‘Getting the idea quickly’ (Mdn = 4). This strategy was aimed at extracting the 

main idea in listening and reading without word-for-word translation in self-directed 

learning. As the online students in my project were confronted with a large volume and 

diversity of learning resources, they needed to use this strategy to quickly understand 

the learning resources available and most appropriate for the particular task they faced. 
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Therefore, this strategy was employed by students to enhance the effectiveness of their 

learning.  

At the medium-frequency-range use level, there were two cognitive strategies: ‘Taking 

notes’ (Mdn = 3) and ‘Summarising’ (Mdn = 3) (see Table 4.8). Whilst both strategies 

shared the same median, they demonstrated completely different distribution patterns. 

The ‘Summarising’ strategy, which followed a distribution pattern clustered around the 

mean, had 30.4% respondents rated 2 (Generally not true of me) and 47.8% rated 3 

(Somewhat true of me). The ‘Taking notes’ strategy, on the other hand, exhibited a 

polarised distribution. More than one quarter (28.6%) of the survey respondents rated 5 

(Always or almost always true of me), whilst slightly less than one quarter (23.8%) 

rated 1 (Never or almost never true of me) to the strategy item ‘I take notes’ in online 

classes.  

In other words, some respondents preferred to concentrate on listening, whilst others 

chose to take notes even though all the online classes were recorded by Blackboard. It is 

likely that learners with higher language proficiency level would engage more with this 

strategy use, whilst lower-level learners would focus on listening to the lectures rather 

than taking notes. For example, Interviewee S10, whose proficiency level of listening 

comprehension was high, adopted this strategy. The factor of language learning 

proficiency will be further discussed in Section 5.3.4. 

On the low-frequency-range use spectrum, the survey results reported the cognitive 

strategy of ‘Learning from other students’ written work’ (Mdn = 2). This strategy was 

listed in the survey questionnaire as a cognitive strategy specific to collaborative 

learning. The online Chinese courses were designed in such a way that they required the 

students to comment on each other’s writing whilst working in pairs or groups of three 

on their written assignment in a Wiki-supported online writing space. This was to 

encourage the students to learn from their peers and improve their Chinese writing 

through collaboration. Section 3.3.2 introduced the detailed information of Wiki and 

provided three examples of the Wiki writing assignments. This low rating differs from 

the findings from a recent study by Krishnan, Cusimano, Wang, and Yim (2018), which 

revealed students’ positive attitudes towards learning from others in collaborative 
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writing. The low-frequency-range use of this strategy reported in this research, as 

suggested by the interviewee S12, reflected the students’ lack of confidence in 

providing corrections and comments due to their low proficiency levels, or their 

inclination to protect the language partner’s self-esteem. 

Among all the strategy items listed in Table 4.8, there is a strong correlation (r = .75) 

between ‘Repeating’ and ‘Formally practising with sounds and writing systems’, as 

noted in the Pearson’s r correlation analysis results (Appendix F.1). This strong 

correlation means that the respondents who gave a high-level rating to the strategy item 

of imitating the tones that native Chinese speakers use (‘Repeating’), also tended to give 

a high-level rating to the strategy item of reading aloud to practise for the speaking 

assignment (‘Formally practising with sounds and writing systems’).  

The analyses of other data sources (interview data, additional data, and responses to the 

open-ended questions in the survey questionnaire) extended my understanding of the 

responses to the closed questions in the survey questionnaire. As shown in Table 4.9, 

four cognitive strategies were revealed from these data sources. Among the four 

strategies, three appeared in the survey questionnaire: ‘Using resources for receiving 

and sending messages’; ‘Repeating’; and ‘Taking notes’. The reappearance of these 

three strategies, mostly from the interview data, affirmed the relatively high frequency 

use of these strategies. These data sources also showed that three interviewees 

employed the cognitive strategy of ‘Practising naturalistically’. This strategy was left 

out of the survey questionnaire because, as discussed in Section 3.4.1, I needed to 

manage its length. In my research project, this strategy refers to the interviewees 

actively making use of authentic Chinese resources for self-directed learning, such as 

watching Chinese TV programmes and movies, reading novels, and chatting with 

family members in Chinese. The interviewees who reported using the strategy felt that 

these learning activities were beneficial to building their vocabulary and improving their 

Chinese speaking, which aligns with Oxford’s (1990) belief that this cognitive strategy 

is valuable to all levels of language learning. 
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Table 4.9 

Cognitive Strategies Identified in the Interview Data 

Cognitive 

strategy 

Statement 

(paraphrased 

for brevity) 

Technological 

tool   

Learning context Data 

from 

Inter-

viewee 

Using 

resources for 

receiving and 

sending 
messages 

(Oxford, 1990) 

 

Search online 

for the meaning 

of Chinese 

words 

E-dictionary 

app: Pleco; 

Google 

Translate; 

TrainChinese 

Self-directed 

learning outside the 

online classes 

I  S12 

S13 

S15 

E-dictionary 
app: Google 

Translate; 

Screwit 

Assessment task 
completion outside 

online classes (a 

speaking 

assignment) 

I S5 S8 

Borrow/copy a 

sentence found 
by looking up a 

YouTube video 

Videos: 

YouTube 

Assessment task 

completion outside 
online classes (a 

speaking 

assignment) 

I S8 

Repeating 

(Oxford, 1990) 

Listen to 

recorded 

conversations 

many times  

Digital 

Mandarin 

Language 

course Pimsleur 

Self-directed 

learning outside the 

online classes 

I S5 S8 

Imitate teacher 
and Chinese 

friends’ 

pronunciation 

Social media 
app: Social 

media app: 

WeChat (text 

and voice 

messages) 

Assessment task 
completion outside 

online classes (a 

speaking 

assignment) 

I S5 S9 

Taking notes 

(Oxford, 1990) 

Take notes 
before and after 

online class 

Word document; 

textbook 

Online class 

participation 

I S10 

AD S9 

SIII S10 

Take notes of 

new words and 

phrases 

Notebook Self-directed 

learning outside the 

online classes 

I  S14 

Practising 

naturalistically 

(Oxford, 1990) 

Watch Chinese 

TV programmes 
and movies; 

speak Chinese 

with family 
members; read 

novels in 

Chinese 

TV Self-directed 

learning outside the 

online classes 

I  S10 

S17 

SIII S8 S10 
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It should be stressed that specific digital resources (other than reference resources such 

as dictionaries) were highlighted by six (out of ten) interviewees (S5, S8, S9, S12, S13, 

S15) to be helpful in improving the effectiveness of their cognitive strategy use, 

especially for ‘Using resources for receiving and sending messages’ and ‘Repeating’ 

strategies (Table 4.9). These digital resources relate to content-based learning materials 

both in the form of an app and web-based resources, e.g., Pimsleur Digitial Mandarin (a 

digital Mandarin course), Intelligent Flashcard STS Chinese, and StickyStudy.  

Furthermore, the interviewees reported using different resources for different purposes. 

For instance, S5 selected flashcard apps from a large range of choices to suit her needs 

for learning vocabulary and practising pronunciation. She decided to use two flashcard 

apps: Short-term Spoken Chinese (an app accompanying the textbook used in the 

course) and Pinyin Training (an app for mastering tones). The Short-term Spoken 

Chinese app allowed her to review the vocabulary list in the textbook and imitate the 

pronunciation, whilst the Pinyin Training app helped her improve her accuracy of 

Pinyin pronunciation.  

Excerpt 4.3 provides an example of using ‘Repeating’ and ‘Structured reviewing’ 

offered by S8. As shown in Excerpt 4.3, S8 repeated listening to the MP3 resources 

from Pimsleur and imitating the native speakers in the conversations. In the interview, 

he also mentioned that he used this learning resource for a year. Such repeating actions 

suggested that S8 tried to practise (a cognitive strategy of ‘Repeating’) and memorise (a 

memory strategy of ‘Structured Reviewing’) grammar items and vocabulary in learning 

conversations. The learning behaviours of overlearning and imitating served two 

learning motives, one for practicing and the other for memorising. This result supported 

Oxford’s (2017) description of how LLS can be combined in various ways, such as 

“strategy clusters or strategy chains” (p. 48). 

Excerpt 4.3 An example of using ‘Repeating’ and ‘Structured reviewing’ by S8 

S8: … I think it was very very useful…was a… and that was a show like a podcast, 

whereby it runs one in Beijing, one in Shanghai, and they run a daily podcast. 

Some are normal Chinese speed, but then they break it down slowly….so it’s a 

conversation, usually kind of funny with some humour. And then they break it 



 

138 

 

down and do the vocabulary, and the grammar, that was a great way to progress 

from just these standard MP3 audio classes. (00:04:57 in the recording, Interview, 

S8, 2015). 

In summary, the participants reported that they had employed a diverse repertoire of 

cognitive strategies to practise Chinese listening, speaking, reading, and writing in all 

the three learning contexts. They used cognitive strategies in a variety of language 

learning activities and assessment tasks in independent learning, and particularly relied 

on using relevant cognitive strategies to search for answers on websites and language 

learning apps to solve learning problems in both asynchronous and synchronous 

environments. The collaborative learning activities should have shaped how the students 

used cognitive strategies, especially by employing the cognitive strategy ‘Learning from 

other students’ written work’ to improve their writing skills. However, my research 

indicated that the students were reluctant to use this strategy in their collaboration, and 

the reasons behind this are perceived to be worthy of further investigation. The 

interview data complemented the findings from the survey and revealed that the online 

students used a variety of online language learning resources and tools to help improve 

their pronunciation, vocabulary, and listening and speaking skills.  

4.2.4 Social strategies 

Social strategies are used in learning a foreign language through communication with 

others (Oxford, 1990). However, when this observation was developed by Oxford in the 

1990s, she was referring to the strategy use by learners in real life communications. For 

online language learning, researchers have already discovered that learners need to 

adapt to online learning environments with new forms of social strategies, such as 

“Using the tools and modes available to improve communication and interaction” 

(Hauck & Hampel, 2008) (as discussed in Section 2.5.3). 

According to the self-reported data, the category of social strategies appeared to be 

important to online language learning. Table 4.10 summarises the use of the five social 

strategies included in the survey questionnaire. 
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Table 4.10 

Social Strategies Reported by the Survey Respondents 

Social 

strategy  

Questionnaire 

items relating to 

LLSs 

Learning 

context 

% of each answer Median, 

Mean, 

LLS usage 1 2 3 4 5 

Netiquette 

(LLS 

specific to 

online 

learning) 

 

I respect my 

language partner’s 

time when we work 

together. 

Self-directed 

learning 

outside the 

online classes 

0 0 8.7 30.4 60.9 5, 4.52, H 

I respond as soon as 

possible to my 
language partner’s 

queries. 

Assessment 

task 
completion 

outside online 

classes (a 

speaking 

assignment or 

an oral test) 

8.7 4.3 13.0 26.1 47.8 4, 4.00, H 

I prefer keeping the 

webcam on to let 

the teacher and 
other students see 

me.  

Online class 

participation 

26.1 17.4 17.4 21.7 8.7 3, 2.67, M 

I reply to other 

students’ comments 

on my Wiki page. 

Assessment 

task 

completion 

outside online 

classes (a 

Wiki writing 

assignment) 

52.2 26.1 8.7 8.7 4.3 1, 1.87, L 

I put comments on 

other students’ Wiki 

writing assignments 

to help them with 

my suggestions. 

 56.5 21.7 13.0 8.7 0 1, 1.70, L 

Cooperating 

with peers 

(Oxford, 

1990) 

I write the 

conversation scripts 

of the speaking 

assignment together 

with my language 

partner 

Assessment 

task 

completion 

outside online 

classes (a 

speaking 

assignment or 

an oral test) 

8.7 21.7 4.3 26.1 39.1 4, 3.65, H 

I discuss the Wiki 

writing assignment 

with my language 

partner. 

Assessment 

task 

completion 

outside online 

classes (a 

Wiki writing 

assignment) 

17.4 13.0 13.0 30.4 26.1 4, 3.35, M 

Asking for 

correction 
(Oxford, 

1990) 

I ask my language 

partner to check my 

script.  

 

Assessment 

task 
completion 

outside online 

classes (a 

8.7 21.7 21.7 17.4 30.4 4, 3.57, H 
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Social 

strategy  

Questionnaire 

items relating to 

LLSs 

Learning 

context 

% of each answer Median, 

Mean, 

LLS usage 1 2 3 4 5 

speaking 

assignment or 

an oral test) 

I ask my teacher to 

provide feedback on 

my early drafts.  

Assessment 

task 

completion 

outside online 

classes (a 

Wiki writing 

assignment)  

39.1 26.1 13.0 13.0 8.7 2, 2.26, L 

I encourage other 

students to leave 

comments on my 

Wiki page.  

56.5 17.4 17.4 8.7 0.0 1, 1.78, L 

I ask my language 

partner to correct 

me whenever I 

make a mistake.  

Assessment 

task 

completion 

outside online 

classes (a 

speaking 

assignment or 

an oral test) 

8.7 21.7 21.7 17.4 30.4 3, 3.39, M 

I ask the teacher to 

correct me.  

Online class 

participation  

 

21.7 8.7 4.3 47.8 8.7 4, 3.14, M 

I ask other students 

to correct me.  
39.1 17.4 8.7 21.7 4.3 2, 2.29, L 

Asking for 

clarification 

or 

verification 

(Oxford, 

1990) 

If I do not 

understand, I ask 

the teacher to 

explain/repeat.  

Online class 

participation  
17.4 0 17.4 34.8 21.7 4, 3.48, M 

If I do not 

understand, I ask 

the other students to 

slow down, repeat, 

or clarify what was 

said.  

17.4 8.7 21.7 30.4 13.0 3, 3.14, M 

I ask the teacher to 

verify that I have 

understood or said 

something 

correctly.  

21.7 4.3 26.1 30.4 8.7 3, 3.00, M 

Using tools 

available to 

improve 

communicati

on and 

interaction 

(LLS 

specific to 

online 

learning) 

I type text messages 

for the purpose of 

effective 

communication. 

Online class 

participation  
13.0 8.7 26.1 30.4 13.0 3, 3.24, M 
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As shown in Table 4.10, three of the five social strategies were from Oxford (1990): 1) 

‘Cooperating with peers’; 2) ‘Asking for correction’; and 3) ‘Asking for clarification 

and verification’. The other two, ‘Netiquette’ and ‘Using tools available to improve 

communication and interaction’, were added to the questionnaire for this research as 

strategies specific to online learning. Overall, the survey results suggested that the 

participants employed the social strategies with different degrees to interact with their 

language partners, peers, and teachers in the three learning contexts. 

I identified the social strategy of ‘Netiquette’ in the survey questionnaire as a distinctly 

different strategy compared with other researchers’ social strategies, and the 

respondents used this strategy at a high-frequency range (Mdn = 5). The concept of 

netiquette was previously introduced in Section 2.5.3 as relating to etiquette in an online 

environment (Hauck & Hampel, 2008). In the survey questionnaire, the strategy 

‘Netiquette’ involves respecting a language partner’s time, responding in a timely way, 

keeping the webcam turned on in online classes, and replying to other students’ 

comments on a Wiki page. 

One interesting observation from the survey results is that the participants used the 

‘Netiquette’ strategy items in different ways and degrees. As presented in Table 4.10, 

the strategy item of respecting other’s time during collaboration appeared to be the most 

frequently used item (high-frequency-range use, M = 4.52). Most respondents (91.3%) 

rated this item at 4 (Generally true of me) or 5 (Always or almost always true of me). 

Respecting other’s time could entail responding to others in a timely fashion in Email 

and WeChat exchanges, as well as showing up at the agreed time when recording 

dialogues together or preparing for oral tests in the Collaborate Homework Rooms. 

Similarly, the respondents rated the strategy item about responding promptly to a 

language partner’s queries at a high-frequency-range use (M = 4.00).  

One less frequently used strategy item, keeping the webcam on to show one’s face in 

the online classes, received a medium-frequency-range use (M = 2.67). The webcam is 

an important feature in online language learning. However, less than one third of the 

respondents (30.4%) rated this item at 4 or 5, whilst 43.5% rated it at 1 or 2. One 

interviewee (S10) claimed that she thought it was unnecessary and inconvenient as she 
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studied in a bedroom. Kozar’s (2016) study provided similar reasons in that online 

students reduced the use of webcams because of self-consciousness and privacy 

concerns. However, Kozar (2016) suggested that it is important to use the webcam as it 

may reduce the learners’ aloneness in online language learning. By doing so, it also 

increases the opportunities to use non-verbal cues during interactions, such as nodding 

one’s head.    

The other social strategy specific to online learning, ‘Using tools available to improve 

communication and interaction’, received a rating of medium-frequency-range use 

(Mdn = 3) (Table 4.10). This strategy is similar to “Using the tools and modes available 

to improve communication and interaction” in Hauck and Hampel (2008). The word 

‘modes’ was removed for my project because my research connected the strategy use to 

different learning environments. Therefore, in the survey questionnaire, students were 

asked if they typed text messages in the text chat box for effective communication 

during the online classes. Nearly half (43.3%) of the respondents rated the strategy item 

as 4 (Generally true of me) or 5 (Always or almost always true of me). However, the 

observed data showed that this strategy use may be influenced by the size of the online 

classes. For instance, students would not use this strategy much if there were only a few 

students in the class, rather, they preferred to interact with the teachers and other 

students orally instead of using text chat. These observed data will be further discussed 

in Section 5.2.2. 

Pearson’s r correlation analysis results showed three noticeable correlations among the 

questionnaire items in social strategies (see Appendix F.2). The first noticeable 

correlation existed between two strategy items: to ask teachers for correction (‘Asking 

for correction’), and to ask teachers to verify the student’s understanding or speaking 

(‘Asking for clarification or verification’) in online classes (r = .84; .80-1.0; ‘very 

strong’). Such a strong correlation suggested that the respondents tended to apply the 

same frequency of use between asking teachers for corrections and asking for 

verification in online classes.  

The second noticeable correlation appeared in the strategy item pair of asking question 

via text chat (non-vocal) (‘Using tools available to improve communication and 
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interaction’), and the strategy item of asking teachers (vocal) for further explanation or 

repetition (‘Asking for clarification or verification’) in online classes (r = .77; .60-.79; 

‘strong’). This result revealed that the respondents who frequently asked questions via 

non-vocal communications would also prefer to ask the teacher to explain or repeat 

what they did not understand via vocal communication.  

The third noticeable correlation occurred between the strategy item of asking other 

students to slow down, repeat, or clarify what were said (‘Asking for clarification or 

verification’) and the strategy item of asking teachers to verify if the student has 

understood or said something correctly in online classes (‘Asking for clarification or 

verification’) (r = .74; .60-.79; ‘strong’). This result demonstrated that the respondents 

who tended to ask other students for verification would also ask the teacher for 

verification as well.  

Further evidence about the use of social strategies from the students’ interviews, 

additional data, and classroom observations is summarised in Table 4.11. The strategy 

of ‘Using the tools available to improve communication’ was found to be not only used 

by the respondents in the learning context of online class participation, but also in the 

other two learning contexts, as reported from the interview data. For instance, two 

interviewees (S12 and S17) reported that they used WeChat to send voice messages, 

text messages, images, and emojis, in English, Chinese Pinyin, and Chinese characters. 

Such uses typified the respondents’ use of available tools by applying various functions 

in software and apps to enhance interactions with others.  

Table 4.11 

Social Strategies Identified in the Interview, Observed and Additional Data 

Social strategy Statement (paraphrased 

for brevity) 

Technological 

tool  

Learning 

context 

Data 

from 

Parti-

cipant 

Netiquette (LLS 

specific to 

online learning) 

 

Respect my language 

partner's time when we 

work together 

 Assessment 

task 

completion 

outside online 

classes 

(ongoing 

assessments, a 

speaking 

assignment) 

I S8 

Respond quickly: 

responding to the language 

partners’ and the teacher’s 

emails within 24 hours 

Email I S9 
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Social strategy Statement (paraphrased 

for brevity) 

Technological 

tool  

Learning 

context 

Data 

from 

Parti-

cipant 

Respond to teacher’s and 

classmates’ questions 

quickly; 

Audio facility 

via the 

audio/video 

panel in 

Blackboard 

Collaborate 

Online class 

participation 

 

I S14 

Keeping the webcam on Audio facility 

via the 

audio/video 

panel in 

Blackboard 

Collaborate 

I S14 

Cooperating 

with peers 

(Oxford, 1990) 

Collaborate with a 

language partner to draft 

and practise a speaking 

assignment 

Online teaching 

platform: 

Blackboard 

Collaborate 

room 

Assessment 

task 

completion 

outside online 
classes 

(ongoing 

assessments, a 

speaking 

assignment) 

I S8 S9 

S10 

S17 

Offer or give corrections 

on the language partner’s 

written draft 

Word document I S10 

Asking for 

correction 

(Oxford, 1990) 

Seek feedback of initial 

written draft from Chinese 

teacher or friends 

 Assessment 

task 

completion 
outside online 

classes 

(ongoing 

assessments, a 

speaking 

assignment) 

I S8 

Asking for 

clarification or 

verification 

(Oxford, 1990) 

Ask the teacher explain 

grammar points in ongoing 

assessments 

Social media 

app: WeChat: 

images, emojis, 

text and voice 

messages 

AD S8 

Using the tools 

available to 

improve 
communication 

and interaction 

(LLS specific to 

online learning) 

Use emoticons and text 

chat to interact with others 

for language learning, such 
as praising the other 

students’ speeches, and 

answering other students’ 

questions  

The emoticons 

(such as smiley 

face, LOL, and 
raised hand) and 

text messages in 

the Chat panel 

in Blackboard 

Collaborate 

Online class 

participation 

OI S5 

Share photos and 

comments on the photos 

on a private Chinese friend 

circle 

Social media 

app: WeChat 

moments 

Self-directed 

learning 

outside online 

classes 

I S12 

S14 

Use different contact tools 

to interact with different 

groups of people 

Email, 

Whatsapp, 

WeChat 

Assessment 

task 

completion 

outside online 

classes 

(ongoing 

assessments, a 

speaking 

assignment)  

I S17 
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The self-reported data revealed that the participants employed a significant number of 

social strategies and diversified their use in the three learning contexts. These social 

strategies were adopted by the students to discuss and negotiate ideas, share information 

and resources, and coordinate their collaboration. As part of this process, the 

participants tried various interactive tools, apps, and social media to enhance the 

effectiveness of their social strategy use. Most of the social strategies found in the data 

were used for online collaboration, which indicated that the students employed social 

strategies for efficient interactions in collaborative learning. In other words, online 

learning environments and collaborative learning produced marked impacts on the 

students’ social strategy selection and use.  

4.2.5 Memory strategies 

Language learners use memory strategies, such as creating mental linkages, applying 

images and sounds, and carefully reviewing, in order to remember important 

information (Oxford, 1990), whether when studying online or on campus. According to 

the collected data in this project, memory strategies were mainly used in the contexts of 

self-directed learning and assessment task completion. There was no evidence that these 

participants employed memory strategies in online classes. In the survey questionnaire, 

the participants responded to three strategy items which reflected three of Oxford’s 

(1990) LLSs: ‘Using mechanical techniques’; ‘Placing new words into a context’; and 

‘Semantic mapping’ (Table 4.12). Additionally, Oxford’s memory strategy of 

‘Representing sounds in memory’, and a specific Chinese character learning strategy, 

‘Creating stories for memorising Chinese character writing’ were found from the 

qualitative data (see Table 4.13). 

The survey respondents used all three memory strategies at medium-frequency range in 

self-directed learning outside the online classes. In these three strategies, two strategies 

share the same mean and median scores, albeit with different distribution patterns. One 

strategy is ‘Using mechanical techniques’ (M = 3.17) which refers to using character 

cards to help memorise new Chinese words. This strategy presents an almost uniform 

distribution across the Likert scale which indicates the respondents used this strategy 

with widely varying frequencies.  
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Table 4.12 

Memory Strategies Reported by the Survey Respondents 

Memory 

strategy 

Questionnaire 

items relating to 

LLSs 

Learning 

context 

% of each answer Median,  

Mean, 

LLS usage 
1 2 3 4 5 

Using 

mechanical 

techniques 

(Oxford, 1990) 

I use character 

cards to help 

memorise new 

Chinese words. 

Self-

directed 

learning 

outside the 

online 

classes 

 

17.4 13.0 26.1 21.7 21.7 3, 3.17, M 

Placing new 

words into a 

context (Oxford, 

1990) 

When I am learning 

a new Chinese 

word, I put it in a 

sentence, so I can 

remember it. 

4.3 26.1 39.1 8.7 21.7 3, 3.17, M 

Semantic 

mapping 

(Oxford, 1990) 

When I am learning 

a new Chinese 
word, I list words I 

know that are 

related to it and 

draw lines to show 

relationships. 

21.7 39.1 13.0 17.4 8.7 2, 2.52, M 

 

The other strategy is ‘Placing new words into a context’ (M = 3.17) which refers to 

memorising a Chinese word in a sentence. This strategy had 30.4% respondents 

reporting that they rarely used, or never used, it (2 or 1), whilst the same percentage of 

respondents gave a rating of 4 or 5, indicating that some participants employed it whilst 

others rarely used it.  

Although the mean puts its usage of the third strategy ‘Semantic mapping’ in the 

medium-frequency range, it is only just at this level (M = 2.52), and indeed over 60% of 

the respondents rated 1 (Never or almost never true of me) or 2 (Generally not true of 

me). Through these statistics, we can see that whilst all three memory strategies were at 

medium-frequency-range use, these were not greatly used by most of the participants in 

self-directed learning.  

The Pearson’s r correlation results (Appendix F.3) showed that the correlations were 

either very weak or weak among the three memory strategies. A very weak correlation 

(r = .04; .00-.19; ‘very weak’) existed between the two strategy items which 

corresponded to the two memory strategies of ‘Placing new words into a context’ and 

‘Semantic mapping’. A similar situation pertained between ‘Semantic mapping’ and 
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‘Using mechanical techniques’ (r = .13; .00-.19; ‘very weak’). A weak correlation (r 

= .27; .20-.39; ‘weak’) was found between ‘Placing new words into a context’ and 

‘Using mechanical techniques’. All these correlation results indicated that the 

respondents might have used memory strategies differently in self-directed learning to 

suit their needs.  

The qualitative results reinforced this conclusion from the survey results. These 

qualitative data involved the interview (I) and the open-ended questions in the survey 

(SIII), as shown in Table 4.13. One of the three memory strategies, ‘Using mechanical 

techniques’ in the survey questionnaire reappeared in the results from the qualitative 

data. The qualitative data also suggested that the interviewees used the strategy 

‘Representing sounds in memory’. This strategy was described by Oxford (1990), but 

had been omitted from the questionnaire as part of the goal of reducing the number of 

survey questions. In addition, ‘Creating stories to memorise Chinese character writing’ 

emerged from the interview data as a new memory strategy specific to Chinese 

language learning. 

As shown in Table 4.13 more than half of the interviewed students (S5, S9, S12, S14, 

S15, S18) used various learning tools (e.g., flashcard apps) to memorise Chinese words 

thereby employing the strategy of ‘Using mechanical techniques’. However, this 

strategy embraced a much richer content in my research when compared with that 

originally proposed by Oxford (1990) as the interviewees used a variety of tools and 

resources to support their learning. Most of them were online learning tools and 

resources, such as flashcard functions in apps, and digital resources (such as Pimsleur 

for conversation in Chinese). 

The flashcard functions used by the interviewees included Intelligent Flashcards STS 

Chinese, KTPict CE, Pleco, and StickyStudy. For instance, Pleco is an English-Chinese 

electronic dictionary, and its flashcard function was used by four interviewees (S5, S8, 

S9, S14). It allows users to import vocabularies from texts or directly from the 

dictionary entries into their personal flashcard database. These flashcards usually 

contain textual, audio and visual information about Chinese characters, pronunciations, 

Pinyin, definitions in both Chinese and English, example sentences, and animated 
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stroke order. Users can organise their flashcards into specific categories and later test 

their command of the flashcards by categories. 

Table 4.13 

Memory Strategies Identified in the Interview Data and the Open-ended Questions from 

the Survey Questionnaire 

Memory 

strategy 

Statement 

(paraphrased for 

brevity) 

Technological tool Learning 

context 

Data 

from 

Parti- 

cipant 

Using 

mechanical 

techniques 

(Oxford, 

1990) 

Memorise words 

or characters by 

listening to 

flashcard apps 

over and over 

Flashcard functions 

in learning apps: 

Intelligent 

Flashcards STS 
Chinese; Pinyin 

Training; Pleco; 

Google Translate; 
Youdao; 

StickyStudy 

Self-directed 

learning 

outside the 

online classes 

 

I 

 

S5 S18 

S12 S14 

S15 

SIII S9 S12 

S14 

Make flashcards 

and use them to 

memorise words 

Self-made 

flashcard by using 

PowerPoint 

software; Flashcard 
function in a 

learning app: 

KTPict CE 

I 

 

S18 

 

SIII 

Representing 

sounds in 

memory 

(Oxford, 

1990) 

Memorise phrases 

by listening to 

digital resources 

over and over 

Digital Mandarin 

Language course 

Pimsleur 

I S5 S8 

Memorise 
conversations by 

listening to voice 

message over and 

over 

Social media app: 
WeChat (text and 

voice messages) 

Assessment 
task 

completion 

outside online 

classes 
(ongoing 

assessments, a 

speaking 

assignment) 

I S5 

Creating 

stories to 
memorise 

Chinese 

character 
writing (LLS 

for Chinese 

language 

learning) 

Memorise 

Chinese 
characters by 

creating stories 

according to the 
meaning of 

strokes in a 

Chinese character 

 Self-directed 

learning 
outside the 

online classes 

 

I S8 

SIII 
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Self-evidently these types of learning tools save learners from making paper flashcards 

and facilitate visual and auditory input for learners to learn and review vocabulary. Such 

benefits clearly help learners improve the effectiveness of ‘Using mechanical 

techniques’. In this sense, the interviewees’ use of the flashcard functions was also 

related to the cognitive strategy of ‘Repeating’ to imitate the pronunciation. Therefore, 

the use of the flashcard function appears to cut across cognitive and memory strategy 

categories. The interview data also showed that the interviewees used the learning apps 

in their own ways in relation to their learning motives. This important result will be 

discussed further in Section 5.3. 

The qualitative data also revealed a new memory strategy of ‘Creating stories to 

memorise Chinese character writing’, which was specific to Chinese language learning. 

According to Interviewee S8, a student in the higher-beginning-level course, the most 

difficult aspect of learning Chinese characters was memorising how to write them, as he 

often “quickly forgot”. He commented that this LLS was very effective. Excerpt 4.4 

exemplifies how he created a story to memorise the character 质 in the word 质量 

<quality>.   

Excerpt 4.4 An example of ‘Creating stories for memorising Chinese character writing’ 

by S8 

S8: … and also a lot of the learning aids, they tell you to learn some silly little stories 

about the word to remember it, so -- for example, 质量 <quality>, … it has the 

radical for cliff, it has the radical for shell, and maybe I think it is the character 

ten, …, so the story I learnt was, 质量… climbing down the cliff to collect ten 

quality shells, and I think that was the story I made up to remember it. (00:52:30 

in the recording, Interview, S8, 2015). 

S8’s example of memorising 质 showed that he used his knowledge of the radicals (十 

and 贝) in the character of 质 as cues to create his own idiosyncratic stories about the 

character. Hence, I named this strategy ‘Creating stories for memorising Chinese 

character writing’ and added it to the memory strategy category. However, as the use of 

this strategy often relies on one’s prior knowledge of radicals or characters, the 

frequency of employment is likely to be influenced by learners’ language proficiency 
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level. Beginning-level students cannot often use it in learning new Chinese characters, 

but as learners’ Chinese language proficiency progresses, it becomes more realistic for 

them to use this strategy.  

These findings are consistent with Shen’s (2005) study on Chinese character learning. 

In her study, she created a strategy inventory for Chinese character learning which 

included a strategy item of “Finds the connection between the new character and 

previously learned radicals in terms of sound, meaning, and shape for character 

learning” (p. 57). This strategy item was shown to have a medium-frequency-range use 

in Shen (2005). However, she indicated that learners may increase using this type of 

memory strategy when their language learning proficiency has developed.      

In summary, the participants’ memory strategy use was limited in quantity and was only 

found to be employed in the self-directed learning context. In a similar way to the 

findings relating to social strategy use, the qualitative data indicated that technology 

enriched the ways that memory strategies were used, thus enhancing the effectiveness of 

these strategies. As a result, the participants used memory strategies in Chinese learning 

in more varied and different ways in comparison to the way in which memory strategies 

were defined in Oxford (1990). For example, the memory strategy ‘Creating stories to 

memorise Chinese character writing’ was focussed specifically on memorising Chinese 

characters. The participants in this research were also found to be studying and 

memorising words in a variety of ways and applying different types of language 

learning apps to suit their learning motives and needs, and consequently developed 

personalised use of memory strategies.  

4.2.6 Compensation strategies 

Compensation strategies are used by learners to make up for missing knowledge whilst 

listening, reading, speaking or writing (Oxford, 1990). As presented in Table 4.14 and 

Table 4.15, four compensation strategies were reported by the participants, two from the 

survey questionnaire, and two from the interview data. These four strategies are: 1) 

‘Selecting the topic’; 2) ‘Using linguistic clues’; 3) ‘Using mime or gesture’; and 4) 

‘Getting help’. These compensation strategies were employed by the participants in the 

learning contexts of self-directed learning and online class participation. The observed 
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data further suggested that compensation strategies were also used in the learning 

context of assessment task completion (Table 4.15). 

Table 4.14 

Compensation Strategies Reported by the Survey Respondents 

Compensation 

strategy 

Questionnaire 

items relating to 

LLSs 

questionnaire 

Learning 

context 

% of each answer Median, 

Mean, 

LLS usage 1 2 3 4 5 

Selecting the 

topic (Oxford, 

1990) 

 

When speaking 

with other 
students, I tend to 

steer the 

conversation onto 

a topic for which I 

know the words.  

Self-directed 

learning 
outside the 

online 

classes 

13.0 34.8 34.8 13.0 4.3 3, 2.61, M 

Getting help 

(Oxford, 1990) 

I ask other 

students to tell me 

the right word if I 

cannot think of it.  

Online class 

participation 
34.8 26.1 4.3 9.5 19.0 2, 2.28, L 

 

From the survey data, the strategy of ‘Selecting the topic’ can be seen to be at medium-

frequency-range use (Mdn = 3), but only just inside that range (M = 2.61). Less than 

20% of the respondents chose 4 (Generally true of me) or 5 (Always or almost always 

true of me) when rating this strategy in self-directed learning outside the online classes. 

This result suggested that ‘Selecting the topic’ was not a commonly employed strategy 

when talking with others in Chinese. This is unsurprising, given that this strategy cannot 

realistically be expected to be in high-frequency-range use among beginning-level 

learners (who represented the majority of the survey respondents) as they are unlikely to 

be able to converse freely on any topic in Chinese.  

The interview data also showed students’ adoption of two other compensation strategies 

described by Oxford (1990), which had been left out of the questionnaire: ‘Using 

linguistic clues’ and ‘Using mime or gesture’, as shown in Table 4.15. They used these 

two strategies to communicate with native speakers such as Chinese friends and family 

members in daily communication. By doing so, they benefitted from using these 

compensation strategies during interactions. For instance, Interviewee S5 talked about 

an example which showed that she used the strategy of ‘Using linguistic clues’, as 

shown in Excerpt 4.5. 
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Table 4.15 

Compensation Strategies Identified in the Interview Data 

Compensation 

strategy 

Statement (paraphrased for brevity) Learning 

context 

Data 

from 

Inter-

viewee 

Using linguistic 
clues (Oxford, 

1990) 

Guess the meaning of what is heard in 
Chinese, in the absence of complete 

knowledge of vocabulary 

Self-directed 
learning 

outside the 

online 

classes 

I S5 S17 

Using mime or 
gesture (Oxford, 

1990) 

Guess the meaning of the speaker’s 

hand gestures 

 

Excerpt 4.5 An example of ‘Using linguistic clues’ by S5 in daily conversations with a 

Chinese girl 

S5: So, for example, I asked the girl in Chinese what she would like to drink, and she 

answered, and I guessed it was apple juice… Because I know ‘apple’ in Chinese, 

and there wasn’t any other thing in the fridge, so… (00:43:00 in the recorded 

interview, S5, 2015). 

Oxford (1990) argued that language learners may benefit from interacting with native 

speakers by using such strategies. Interactions like the one in Excerpt 4.5 facilitate the 

use by language learners of expressions which they already knew in order to gain new 

information in the target language. In this respect, S5’s description demonstrated that 

she needed to have a certain amount of vocabulary knowledge to support her subsequent 

guessing. This interview result is in accord with a study by Karbalaei and Negin Taji 

(2014), who indicated that language proficiency level is an essential factor which 

influences learners’ compensation strategy use. These researchers described how 

learners used compensation strategies, such as ‘Using mime or gesture’, when 

communicating with native speakers to replace words that they did not know in the 

target language.  

In summary, the students employed a small number of compensation strategies when 

collaborating with others. The observed data demonstrated that online collaboration was 

a factor influencing the students’ compensation strategy use. This is further discussed in 

Section 4.3.1 where the report on observed data provides a deeper understanding of how 

the students used the compensation strategies for effective learning.  
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4.2.7 Metacognitive strategies 

Metacognitive strategies enable students to coordinate their own learning process 

(Oxford, 1990). Researchers have indicated that metacognitive strategies are especially 

valuable for achieving success in online language learning (M.-M. Chang, 2007, 2010; 

Solak & Cakir, 2015). In the survey questionnaire, the respondents rated 5 out of the 11 

metacognitive strategies in Oxford’s (1990) taxonomy: 1) ‘Seeking practice 

opportunities’; 2) ‘Organising’; 3) ‘Self-evaluating’; 4) ‘Overviewing and linking with 

already known material’; and 5) ‘Self-monitoring’ (see Table 4.16). Additionally, Table 

4.16 contains the strategy of ‘Preparing questions for attending online classes’, which 

was added to the survey questionnaire as a strategy specific to flipped classroom 

learning. The survey results at strategy item level evidenced that some metacognitive 

strategies were heavily used by the participants for self-directed learning outside the 

online classes. 

Table 4.16 

Metacognitive Strategies Reported by the Survey Respondents 

Metacognitive 

strategy 

Questionnaire 

items relating to 

LLSs 

Learning 

context 
% of each answer Median, 

Mean,  

LLS usage 
1 2 3 4 5 

Organising 

(Oxford, 1990) 

I arrange a 

comfortable 

environment for 

studying, to 

promote learning. 

Self-directed 

learning 

outside the 

online 

classes 

 

0 8.7 17.4 56.5 17.4 4, 3.83, H 

I have developed 

a routine so that I 

study Chinese 

regularly, not just 

when there is the 

pressure of tests. 

4.3 13.0 17.4 39.1 26.1 4, 3.70, H 

Overviewing 

and linking with 

known material 

(Oxford, 1990) 

I review the 

resources that are 

recommended in 

the online 

Chinese courses. 

4.3 13.0 26.1 34.8 21.7 4, 3.57, H 

Self-evaluating 

(Oxford, 1990) 

I often evaluate 

the progress I 

have made in 

learning Chinese. 

8.7 13.0 39.1 34.8 4.3 3, 3.13, M 

I record myself 

speaking by using 

an audio or video 

recorder so that I 
can listen to 

34.8 30.4 26.1 0 8.7 2, 2.17, L 
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Metacognitive 

strategy 

Questionnaire 

items relating to 

LLSs 

Learning 

context 
% of each answer Median, 

Mean,  

LLS usage 
1 2 3 4 5 

myself and 

correct my 

pronunciation. 

Seeking practice 

opportunities 

(Oxford, 1990) 

I try to speak 

Chinese whenever 

I can. 

0 21.7 43.5 26.1 8.7 3, 3.22, M 

Preparing 

questions for 

attending online 

classes (LLS for 

flipped 

classroom 

learning) 

I prepare 

questions in 

advance to ask in 

the online classes. 

17.4 30.4 39.1 8.7 4.3 3, 2.52, M 

Self-monitoring 

(Oxford, 1990) 

I try to notice my 

errors when 

speaking Chinese 

and to work out 

the reason for 

them. 

0 13.0 17.4 52.2 17.4 4, 3.74, H 

I read the 

comments other 

students leave on 

my Wiki page. 

Assessment 

task 

completion 

outside 

online 

classes (a 

Wiki writing 

assignment) 

47.8 13.0 21.7 13.0 4.3 2, 2.13, L 

I revise my Wiki 

writing 

assignment taking 

on board the other 

students’ 

comments and 

suggestions on it. 

56.5 21.7 8.7 8.7 4.3 1, 1.83, L 

 

The first high-frequency-range use metacognitive strategy was ‘Organising’ (Mdn = 4), 

which was employed by the respondents in self-directed learning outside the online 

classes in respect of two related strategy items (Table 4.16). One was to arrange a 

learning environment for self-directed learning (M = 3.83). The majority (73.9%) of the 

respondents gave a rating of 4 (Generally true of me) or 5 (Always or almost always 

true of me) for their employment of this strategy. The other was to develop a learning 

routine to study Chinese regularly (M = 3.70). These survey results suggested that the 

majority of the respondents understood the importance of managing a comfortable 

learning environment and of developing a learning routine for their studies. Language 

learning requires constant and regular practice to gain proficiency. However, the 

relatively short duration of the online classes, together with the non-compulsory 

attendance for these classes, might lead some students to decide not to allocate enough 
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time for regular study in the context of online classes. Therefore, maintaining a learning 

routine is undoubtedly important to successful distance language learning as it helps 

students maintain constant and regular practice and thereby gain proficiency. 

The second high-frequency-range use metacognitive strategy was ‘Overviewing and 

linking with known material’ (Mdn = 4) which was utilised by the respondents to review 

and learn the recommended resources in the online Chinese courses. These learning 

resources included texts and exercises in their textbooks, the pre-recorded mini-lecture 

videos, the PowerPoint slides of the online classes, and online quizzes. More than half 

of the respondents (56.5%) rated 4 (Generally true of me) or 5 (Always or almost 

always true of me) to the strategy item of “I review the resources that are recommended 

in the online Chinese courses”. Such survey results indicated that the respondents’ 

metacognitive strategy use was influenced by the design of the online courses as these 

courses provided them with a range of learning resources and tools for self-directed 

learning. The flipped classroom approach adopted in these courses also required the 

students to master the basic contents each week before coming to their online classes. 

Such self-learning before class was assessed through the completion of the weekly 

online quizzes relating to the pre-recorded mini-lecture videos and submission of 

learning notes.  

The third high-frequency-range used strategy was ‘Self-monitoring’ (Mdn = 4). This 

strategy was used to a different extent in two language learning contexts. In the context 

of self-directed learning, one strategy item, noticing the errors when speaking Chinese 

and to work out the reason for them, appeared with a high-frequency-range strategy use 

(M = 3.74). Nearly 70% of respondents (69.6%) gave a rating of 4 (Generally true of 

me) or 5 (Always or almost always true of me) to this strategy item.  

In contrast, in the context of assessment task completion (a Wiki writing assignment), 

two strategy items appeared to have low-frequency-range usage. These two strategy 

items were reading the comments other students leave on the Wiki page (M = 2.13); and 

revising the Wiki writing assignment taking on board the other students’ comments and 

suggestions on it (M = 1.83).  
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The survey results on these two strategy items indicated that the respondents lacked 

interactions in the Wiki page, which was confirmed by my observation of this 

assessment task. Rarely did the students provide comments and suggestions on other 

students’ work. However, there was evidence that they interacted with their language 

partners by using other software, e.g., Google Drive, Word documents, and Email. The 

use of these technological tools will be further discussed in Section 4.3.1.  

The strategy of ‘Preparing questions for attending online classes’, which had a 

medium-frequency-range usage (Mdn = 3), asked if online learners prepared questions 

in advance to ask others in the online classes. This strategy was listed as a 

metacognitive strategy specific to flipped classroom learning in the survey 

questionnaire. The online Chinese courses were designed with a flipped classroom 

approach that required the students to firstly study the vocabulary and lessons in the 

text-book and watch the pre-recorded mini-lecture videos in self-directed learning, and 

then attempt the quizzes and check their understanding of their learning in the online 

classes (Yuping Wang, 2015). The students could then bring their questions to the 

online classes. However, almost half of the respondents (47.8%) gave a rating of 1 

(Never or almost never true of me) or 2 (Generally not true of me) in respect to this 

strategy. One contributing factor might be that it was not compulsory for the students to 

attend these online classes, thus some students lacked the motivation to prepare any 

questions. 

Among all the metacognitive strategy items in the survey questionnaire, Pearson’s r 

correlations suggested that three strategy items had particularly strong correlations with 

each other in the context of self-directed learning outside the online classes (Appendix 

F.4). The correlation results showed that the strategy of ‘Overviewing and linking with 

known material’ was strongly correlated with the strategy of ‘Self-monitoring’ (r = .68); 

the strategy of ‘Self-monitoring’ was strongly correlated with the strategy of ‘Self-

evaluating’ (r = .63); and the strategy of ‘Self-evaluating’ was strongly correlated with 

the strategy of ‘Overviewing and linking with known material’ (r = .65). Such strong 

correlations were to be expected as the more the students reviewed the learning 

resources, the more likely they would evaluate and monitor their language learning, and 

vice versa. According to M.-M. Chang (2007), online students who used the strategy of 
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‘Self-monitoring’ paid more attention to their own learning behaviours in reading the 

learning materials.  

Table 4.17 

Metacognitive Strategies Identified in the Interview Data and the Open-ended 

Questions from the Survey Questionnaire 

Metacognitive 

strategy 

Statement (paraphrased for brevity) Learning 

context 

Data 

from 

Particip

ant 

Organising 

(Oxford, 1990) 

Develop a learning routine Self-
directed 

learning 

outside the 

online 

classes 

I S8 S13 
S14 S15 

S17 S18 

Complete assessment tasks before due 

dates 

SIII S9 

Schedule fragmented time to learn 

Chinese vocabulary  

SIII S9 

Schedule a weekly meeting with a 

Chinese friend 

I S14 

Seeking practice 

opportunities 

(Oxford, 1990) 

Seek opportunities to practise their 

reading, listening and speaking, such as 

chatting with Chinese native speakers 

I S5 S14 

S8 

 

The qualitative data provided further evidence to support the survey results that the 

interviewees emphasised the importance of using the metacognitive strategies of 

‘Organising’ and ‘Seeking practice opportunities’. A further strategy ‘Seeking practice 

opportunities’ was also described by Oxford (1990), but this was omitted from the 

questionnaire because I considered students might use this strategy in different ways 

outside the online classes. In order to understand this aspect of the overall use of 

metacognitive strategies, I investigated this as part of the interview process. As listed in 

Table 4.17, these qualitative data involved the interview (I) data and responses to the 

open-ended questions in the survey questionnaire (SIII). 

Six interviewees (S8, S13, S14, S15, S17, S18) reported organising learning routines 

which involved a variety of learning activities. They also considered the time involved 

and the suitability of various learning and communication tools for these learning 

activities. For example, S8’s daily routine involved finding opportunities to talk with 

native Chinese speakers, listening to MP3 recordings and podcasts in Chinese, watching 

TV programmes for children, and undertaking online Chinese courses on YouTube. 
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S14’s routine activities included talking with a Chinese friend once a week and 

frequently chatting with Chinese colleagues at lunch time. S15’s routine included 

reading the same novel in parallel-text versions (Chinese and English versions).  

In addition, these interview results revealed that the online students created and 

developed schedules which outlined study times and learning goals. The detailed 

information of their learning routines and goals are contained in the interviewed student 

reports (Appendix E). Such interview findings suggested that most interviewees 

exhibited a strong sense of responsibility for their own Chinese language learning and 

had developed personal processes and techniques to promote their Chinese language 

skills. These students actively sought opportunities to practise Chinese reading and 

listening by setting clear goals and choosing language learning materials and methods. 

These findings are consistent with the concept which Bown (2006) named the ‘locus of 

learning’. That is, independent learners believe that they have responsibilities and 

capabilities to control the language learning process. These online students were 

confident in their ability to seek opportunities to practise listening, reading, and 

speaking. They were autonomous learners and did not hesitate to obtain help from 

native Chinese speakers. In these interviewees’ learning schedules, they considered the 

possible practice opportunities and organised these opportunities into their learning 

routines for personalised online learning.  

Overall, the participants employed many metacognitive strategies to manage their 

online learning. These played an important role in the students’ online language 

learning in managing their cognitive and memory strategy use. The students’ 

metacognitive strategy use indicated that their particular learning goals and motives 

were important factors influencing the development of their own specific learning 

routines for online language learning. The self-reported data also revealed that some 

participants employed a distinct metacognitive strategy ‘Preparing questions for 

attending online classes’ for flipped classroom learning. This finding suggests that the 

students tried to take additional responsibilities towards the achievement of successful 

online language learning. 
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4.3 Results Obtained from the Observed Data 

This section reports my observations of the participants’ LLS use. It contains thematic 

analyses of the texts of their communication in two learning environments: the 

asynchronous environment (Section 4.3.1) and the synchronous environment (Section 

4.3.2). The asynchronous environment in this research project refers to four 

technological tools: Discussion Board, WeChat, Google Drive, and Email. Data sources 

in the asynchronous mode were 155 messages in Discussion Board, 177 screenshots of 

WeChat conversations, 5 written drafts via Google Drive for two assessment tasks, and 

146 emails between five students (S8, S9, S12, S13, S20) and their teacher for one 

whole study period. The synchronous environment in this project refers to the online 

classes via Blackboard Collaborate. Data sources in the synchronous mode were 24 

recordings of online classes in three courses (CHN11, CHN12, CHN222).  

4.3.1 LLS adoption observed in the asynchronous learning environment 

Nine strategies emerged from the observed data obtained from the asynchronous 

learning mode (Discussion Board, WeChat, Google Drive, and Email): one affective, 

one metacognitive, one compensation, and six social strategies. Unlike the findings 

from the self-reported data, there were no memory and cognitive strategies evidenced in 

the observed data. Whilst most of the nine strategies are in line with the findings in 

Section 4.2, a number of additional strategies and ways of strategy use were found in 

the observed data. Detailed information relating to the nine strategies used by the 

participants in the asynchronous learning environment is discussed in the following 

subsections.  

Affective strategies 

One affective strategy of ‘Discussing your feelings with someone else’ was observed on 

the Discussion Board (The CAFE). This Discussion Board is different from those used 

in most other learning situations where students discuss academic content relating to a 

topic. Rather, the Discussion Board used in the online courses under investigation 

functioned as a forum which offered the students a venue for socialising with one 

another without the teacher’s supervision. This is perhaps why students were 
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occasionally observed to discuss their feelings there. For example, participant S36 wrote 

about her feelings towards Chinese learning as follows: 

Excerpt 4.6 An example of ‘Discussing your feelings with someone else’ by S36 on the 

Discussion Board 

S36: I am a farmer and a mum of five. I home educate 4 of them as well as doing online 

study through OUA to complete a Bachelor of Education. I’m nervous and excited 

and hopefully by the end of the unit I will be able to write some of the ‘intro’ in 

Chinese. (S36, 2016, Discussion Board). 

Excerpt 4.6 indicates that S36 was nervous. As she had just started the online Chinese 

course, she expressed her concerns about learning Chinese as part of her self-

introduction to the class. Whilst the reason for anxiety was not clear, this example 

suggested that the Discussion Board might help reduce her learning anxiety by 

providing a less intimidating space for her to express her feelings than would be the 

case in a face-to-face interaction. Online students can use online spaces, such as the 

Discussion Board, to express their emotional or motivational difficulties in the online 

learning process. For example, students might feel frustrated when encountering 

technical problems, such as challenges in submitting an online assignment. In this case, 

the Discussion Board would provide a forum for the students to share the issue and 

potential solutions, as they might have similar backgrounds and/or first languages, face 

the same assessment tasks, and have similar issues in using the online learning platform. 

Social strategies 

The observed data provided evidence that the participants applied six social strategies 

when using three of the four technological tools: Discussion Board, Google Drive, and 

WeChat. No social strategy emerged from their email exchanges (Table 4.18). Of these 

six strategies, two can be classified as Oxford’s (1990) social strategies of ‘Asking for 

clarification or verification’ and ‘Asking for correction’. The other four strategies listed 

in Table 4.18 are LLSs specific to online or collaborative learning. 
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Table 4.18 

Social Strategies Observed in Participants’ Use of Discussion Board, Google Drive, 

and WeChat 

Social 

strategy 

Example Reason Technological 

tool 

Parti-

cipant 

Netiquette 

(LLS specific 

to online 

learning) 

 

Respond to the 

language partners’ 

WeChat messages in 

a timely manner 

Collaborating 

with a language 

partner  

Social media app: 

WeChat (text and 

voice messages) 

S31, S33, 

S5, S18, S8 

Send greetings and 

introduce oneself  

Socialising and 
finding a 

language partner 

Forum: 
Discussion Board 

(The CAFE)  

22 students 
of CHN11, 

SP1, 2016 

Asking for 
clarification or 

verification 

(Oxford, 1990) 

Ask questions about 
assessment tasks and 

technical problems 

Finding quick 

answers 

Sharing with 

other students 

(LLS for 
collaborative 

learning) 

Share understanding 

of assessment task or 

course requirements 
and Chinese 

knowledge  

Preparing for a 

3-minute role-

play in pairs 

Cloud storage 

app: Google 

Drive 

S31, S35 

Asking for 

correction 

(Oxford, 1990) 

Ask the teacher to 

provide feedback on 

the initial written 

draft 

Ask the teacher to 

correct Chinese word 

usage 

Completing 

ongoing 

assessments 

Social media app: 

WeChat (text and 

voice messages) 

S8 

Using the tools 

available to 
improve 

communicatio

n and 
interaction 

(LLS specific 

to online 

learning) 

Use different 

colours, character 
fonts to remind 

language partners to 

focus on important 

information in a draft 

Collaboratively 

completing a 
speaking 

assignment or 

an oral test 
outside online 

classes  

Cloud storage 

app: Google 

Drive 

 

S31, S33, 

S35 

S31, S35 

Negotiating 

with other 
students (LLS 

for 

collaborative 

learning) 

Negotiate the time 

and online venue for 
practising Chinese 

speaking with their 

peers 

Collaboratively 

completing a 
speaking 

assignment or 

an oral test 
outside online 

classes 

Social media app: 

WeChat (text and 

voice messages) 

S31, S33 

Distribute work to 
complete an 

assessment task 

Completing a 
written draft for 

a role-play in 

pairs 

Cloud storage 
app: Google 

Drive 

S31, S33, 

S35 

S31, S35 
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A common way of starting interaction with others in an asynchronous environment, 

such as the Discussion Board, is to introduce oneself and exchange some personal 

background and/or information with peers. Such greetings and self-introductions as 

used by the students in CHN11 reflected the use of the social strategy ‘Netiquette’ (see 

Table 4.18). An example of such an introduction is shown in Excerpt 4.6. These 

findings are similar to those in Stickler and Lewis (2008) who demonstrated that the 

online students in their study would be willing to give personal information for building 

social connections as part of the development of collaboration. Using the social strategy 

of ‘Netiquette’, as Hauck and Hampel (2008) have pointed out, helps online learners 

make and maintain contact with others, find out each other’s learning interests, and 

develop an identity within a group.  

Findings from the observed data also showed that the ‘Netiquette’ strategy assisted 

students in finding a suitable language partner. Consequently, this strategy can be linked 

to the metacognitive strategy of ‘Organising’ as students shared their personal 

information to find a language partner who, preferably lived in a similar time zone, and 

had a similar learning schedule, language learning background, and learning goals. 

Among the 15 CHN11 (SP1, 2016) students who posted on the Discussion Board, 11 of 

them provided their personal information when seeking a language partner to match up 

with. Such a strategy use was also encouraged by the assessment tasks as students were 

required to find a language partner to practise Chinese speaking and writing, as well as 

to complete a speaking or Wiki writing assignment. The sequencing of the social 

strategy ‘Netiquette’ (e.g., sending greetings, introducing personal background) 

followed by the metacognitive strategy ‘Organising’ (e.g., finding a suitable language 

partner) could be particular to the online learning environments of these courses. A 

further discussion on this aspect will be provided in Chapter 6. 

The findings in Table 4.18 also provided evidence that the students in CHN11 (SP1, 

2016) used the strategy of ‘Asking for clarification or verification’ on the Discussion 

Board. This strategy was used for assessment task completion and solving technological 

problems. The questions that these students asked each other were typically about the 

technique for accessing a PDF document, assessment task requirements, and the 
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vocabulary range of an oral exam. From these posts, it can be seen that the students 

used asynchronous communications to make up for the lack of face-to-face interaction. 

The Discussion Board provided the students opportunities to connect with their peers 

and receive valuable feedback. An asynchronous environment such as the Discussion 

Board proved to be an important way of keeping the students engaged in the online 

Chinese courses. 

In a similar vein, the findings from communications in WeChat also showed that the 

participants used a number of social strategies to compensate for the lack of face-to-face 

interaction with their peers. For example, Figure 4.1 to Figure 4.3 demonstrate how two 

participants (S31 and S33) used ‘Netiquette’, ‘Sharing with other students’, 

‘Negotiating with other students’ and ‘Using the tools available to improve 

communication and interaction’ in their WeChat exchanges when completing their 

speaking assignment of a 1.5-minute oral presentation to introduce a friend.  

These two students used the strategy ‘Netiquette’ to respond to the language partner’s 

WeChat messages in a timely fashion. The strategy ‘Negotiating with other students’ 

was employed in the messages on all three figures to negotiate workload distributions 

(Figure 4.1), to negotiate what languages to use for script writing (Figure 4.2), and to 

negotiate the time and online venue to meet and practise Chinese speaking (Figure 4.3). 

They also used ‘Sharing with other students’ to share their understanding of the course 

requirements (Figure 4.1).  

In addition, these students employed the strategy of ‘Using the tools available to 

improve communication and interaction’ to transfer their drafts of the writing 

assignment using the file transfer function in WeChat (Figure 4.3). By using the 

asynchronous environment in WeChat and transferring the written drafts, S31 and S33 

interacted with each other before they switched to the synchronous environment in 

Blackboard to practise Chinese speaking. These observed data indicated that the 

participants used the asynchronous tools to compensate for the lack of face-to-face 

interaction with their language partners. 
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Figure 4.1 An example of negotiating work distribution between two students via 

WeChat (screenshots provided by S31 and S33, CHN11, 2016) 

 

Figure 4.2 An example of negotiating the written form between two students via 

WeChat (screenshots provided by S31 and S33, CHN11, 2016) 
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Figure 4.3 An example of sending reminders and file transfer between two students in 

WeChat (screenshots provided by S31 and S33, CHN11, 2016) 

 

Figure 4.4 An example of ‘Using the tools available to improve communication and 

interaction’ between two students in completing a speaking assignment (a Word 

document provided by S31 and S33, CHN11, 2016) 

In the Microsoft Word document, S31 and S33 used different colours, fonts, and font 

sizes to remind language partners to focus on important information in the written draft 

(Figure 4.4). These actions can also be seen as the social strategy of ‘Using the tools 

available to improve communication and interaction’ for collaboration. As shown in 
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Figure 4.4, S33 used bold letters to show his part of the written work, S31 used blue 

colour to highlight important information that he deleted a Pinyin of “shi” in a sentence. 

These colours could also be used by students to highlight important information in self-

directed learning, and consequently they reflect the aspect of cognitive strategies 

(‘Highlighting’). Again, the complexity of strategy classification (cutting across strategy 

categories) was identified in the use of ‘Using tools available to improve 

communication and interaction’ in this example, as it cuts across the social and the 

cognitive strategy categories. 

Two social strategies stand out as they do not fit well into any existing LLS 

classifications. Rather, they are heavily influenced by the collaborative learning in these 

Chinese language courses. The first strategy is ‘Sharing with other students’, which 

refers to students sharing learning resources and sharing their understanding of course 

requirements and Chinese knowledge with language partners in order to facilitate the 

collaboration. 

The second strategy is ‘Negotiating with other students’, which refers to distributing 

work, setting deadlines, and selecting communication tools to complete assessment 

tasks with language partners. Such negotiations can also be understood as Oxford’s 

(1990) metacognitive strategy of ‘Organising’ as it helps organise two students’ 

learning schedules via negotiation. In this case, WeChat allowed the students to 

negotiate (social) and arrange language learning (metacognitive) with language partners, 

the combination of which caused the classification complexity. However, in order to 

resolve this challenge, I classified this strategy as a social strategy to emphasise its 

collaborative nature in a social interaction process. Similarly, responding to a language 

partner’s messages in a timely fashion and using emojis (‘Netiquette’) reflects an aspect 

of affective strategies to maintain a positive motivation for online learning. This 

classification complexity will be further discussed in Chapter 6. 

In total, four social strategies (‘Netiquette’; ‘Sharing with other students’; ‘Negotiating 

with other students’; and ‘Using tools available to improve communication and 

interaction’) can be grouped together as a subcategory “Collaborating with others”. 

These four strategies are distinctly different from the Oxford’s (1990) subcategory 
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“Cooperating with others”, which contains two social strategies ‘Cooperating with 

peers’ and ‘Cooperating with proficient users of the new language’, and they expand 

the social strategy categories that have been identified in the literature. In short, and as 

discussed earlier in Section 2.2.2, collaborative learning requires individual students to 

work together to build knowledge and achieve a common goal whereas cooperative 

learning relies on individual contributions which are simply assembled together on 

completion (Hammond, 2016). 

Metacognitive strategies  

The observed data indicated that the participants employed the metacognitive strategy 

of ‘Organising’ when working with the four technological tools, namely, Discussion 

Board, WeChat, Google Drive and Email (Table 4.19). Oxford (1990) defined 

‘Organising’ as “understanding and using conditions related to optimal learning of the 

new language; organising one’s schedule, physical environment (e.g., space, 

temperature, sound, lighting), and language learning notebook” (p. 139). As discussed 

in Section 4.2.7, this strategy was used by the survey respondents at a high-frequency 

range, in terms of arranging a comfortable environment for studying, and developing a 

learning routine. This section further investigates how the students used this strategy in 

the learning contexts of self-directed learning and assessment task completion outside 

the online classes.  

When the participants selected different technological tools to arrange their study, they 

used the metacognitive strategy of ‘Organising’; but at the same time, they also used 

social strategies. As shown in Table 4.19, a prime example is that when the participants 

used ‘Organising’ to find a language partner, they also used the social strategy of 

‘Netiquette’ to introduce themselves on the Discussion Board. Another example is how 

the participants used ‘Organising’ to change from Discussion Board to WeChat for 

greater convenience. This action was also related to the social strategy of ‘Using tools 

available to improve communication and interaction’, as it strengthened the relationship 

between students by using WeChat’s multiple interactive functions, such as sending 

both audio and text messages. Similarly, using ‘Organising’ to email questions about 

course related issues was related to the social strategy of ‘Asking for clarification or 

verification’. 
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Table 4.19 

Metacognitive Strategy Adoption when Using Discussion Board, WeChat, Google Drive 

and Email 

LLS Example Reasons Learning 

context 

Technological 

tool 

Parti-

cipants 

Organising 

(Oxford, 

1990) 

Introduce 

personal 

information 
and look for a 

language 

partner 

Finding a 

language 

partner  

Assessment 

task 

completion 

Forum: 

Discussion Board 

(The CAFE)  

15 out of 

22 

students of 
CHN11, 

SP1, 2016 

Build a small 

learner group 

Changing 

from 

Discussion 
Board to use 

WeChat 

messaging 

app 

Self-

directed 

learning 
outside the 

online 

classes 

 

WeChat 

messaging app 

10 out of 

22 

students of 
CHN11, 

SP1, 2016 

Store drafts of 

written 

assignments in 
Cloud, and 

share them 

with language 
partners and 

teachers for 

editing 

Completing 

a written 

draft with 
language 

partners 

Assessment 

task 

completion 

Cloud storage 

app: Google 

Drive 

 

S31, S33, 

S35 

Send emails 

about course 

related issues 

Asking 

teachers 

course-
related 

questions  

Self-

directed 

learning 
outside the 

online 

classes 

Email S8, S9, 

S12, S13, 

S20 

 

Moreover, the students’ strategy use of ‘Organising’ seemed to be shifting over time 

from technical problems to course related problems. For instance, the majority of the 

emails provided by the five participants (S8, S9, S12, S13, S20) were around the 

assessment tasks and related to the strategy of ‘Organising’. These students wrote 

emails to the teacher to request extensions, to ask about the range of vocabulary for a 

test, to ask for confirmation of assignment submissions, or to ask about the final course 

grades. Only one participant asked how to deal with the problem of an expired 

password. These data suggested that the students had a good level of information 

technology literacy and familiarity with the online learning platform, and this differed 
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from the findings from earlier research indicating technical problems were frequently 

asked (Hauck & Hampel, 2008). 

The students in CHN11 (SP1, 2016) provided further evidence on how their improved 

information technology literacy level changed their use of technological tools, as a 

result of implicitly using the metacognitive strategy of ‘Organising’. The students in 

CHN11 (SP1, 2016) originally used the Discussion Board to find language partners, but 

later changed to WeChat where a class group was built. The students posted a total of 

27 topic items on the Discussion Board between February 25th and May 27th in 2016, 2 

at the end of February, and then 23 in March. The students only posted one topic item 

each month in April and May, after one student had started a WeChat group and ten 

students expressed their interest in joining the group. After that, none of these eleven 

students posted on the Discussion Board. These data indicated that, as the students 

became more aware of the availability and the capability of various technological tools, 

they might select tools that were outside those provided as part of the courses to enjoy 

more effective and convenient communications.  

Compensation strategies 

From the observed data I found one compensation strategy which was distinctly 

different from those already defined by Oxford and other researchers. I named this 

‘Providing extra clarification to others in writing for better understanding’ which refers 

to cases in which the students provided more information in the written drafts to assist a 

better understanding of each other’s writing. For instance, Excerpt 4.7 provides 

evidence that two students (S31, S35) discussed what should be used in the script in 

order to make it easy to read. Figure 4.5 shows that the written drafts turned out to be 

written in English, Chinese characters, and Pinyin with tones.  

Again, the simultaneous use of multiple strategies was observed as shown in Excerpt 

4.7 and Figure 4.5. S31 negotiated (‘Negotiating with other students’) with S35 that 

colours should be used to highlight important information in the draft (‘Using the tools 

available to improve communication and interaction’). S35 echoed this suggestion and 

mentioned that he had also used Pinyin for ease of reading and pronunciation 

(‘Providing extra clarification to others in writing for better understanding’).  
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Excerpt 4.7 An example of ‘Negotiating with other students’ by S31 and S35 

S31: If its [it’s] alright, I would like to colour code different parts of the text to make it 

easier on the eyes. 

S35: Hey S31, sounds great. I have added the pingyu [Pinyin] version so it is easier to 

read and pronounce. 

(Data source: Additional data provided by S31 and S35, A written conversation 

exchange between S31 and S35 in the comment area on Google Drive, regarding 

the speaking assignment draft, June 2016) 

 

 

Figure 4.5 An example of ‘Providing extra clarification to others in writing for better 

understanding’ by S31 and S35 (a written draft of a speaking assignment provided by 

S31 and S35, Google Drive, 2016) 

S31 later explained in the interview that they used this method to avoid 

misunderstanding when exchanging the written drafts. The English explanation and the 

Chinese characters in the draft helped S35 understand S31’s Chinese sentences more 

accurately. They provided Pinyin with tones because the Chinese characters do not 

contain phonetic information to indicate the pronunciation, and a large number of 

homophones exist in Chinese characters. It is fairly common to encounter words with 

similar pronunciation, but with different meanings, and which are represented by 

different characters. Therefore, Pinyin with tones helped them to know how to 

pronounce the characters. It also improved their pronunciation when they practised 

speaking Chinese alone. Additionally, the Pinyin with tones helped them understand 

each other better when they practised the conversation together as Chinese tones are 

difficult for learners to master. I identified these actions as a compensation strategy of 
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‘Providing extra clarification to others in writing for better understanding’ because it 

compensated for the lack of linguistic cues (i.e., pronunciation and tones) in writing and 

speaking. In this case, such a strategy use helped them better understand each other 

during their collaboration.  

4.3.2 LLS adoption observed in the synchronous learning environment 

This section presents my observations of the participants’ strategy use in the online 

classes supported by Blackboard Collaborate (i.e., in a synchronous environment). A 

Blackboard Collaborate interface comprises four main components, as shown in Figure 

4.6: the Audio and video panel, the Participants panel, the Chat panel and the Content 

area, which provide a virtual environment in which students and teachers can interact 

with each other.  

 

Figure 4.6 A screen capture of Blackboard Collaborate web conferencing interface 

(CHN12, Sep 2015) 

Teachers can use the content area as a whiteboard to present PowerPoint slides and 

work with students by typing, writing and highlighting on it. Additionally, students can 

use the Chat panel to input text messages and emojis as part of their participation in the 

class. They can also use the Participants panel to express their status such as “away” and 
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“raise hand”. Detailed information describing the components was introduced in Section 

3.3.2. 

The observed data of the online classes emanated from 24 recordings of online classes 

from three courses, namely, CHN11 and CHN12 (beginning level), and CHN222 

(intermediate level). Each recording was 1 to 2 hours in duration. I observed that the 

students employed seven LLSs in these classes: two cognitive strategies, four social 

strategies, and one compensation strategy as shown in Table 4.20. The rest of this 

section will use examples to illustrate how the students employed these strategies. 

The strategy of ‘Repeating’ was commonly used. I observed that five out of eight 

students employed this cognitive strategy in the beginning-level class CHN11 during 

one session. As shown in Figure 4.7, these five students imitated the teacher’s 

pronunciation of a Chinese word “不好听” (English meaning: not nice to listen to). The 

teacher did not require the students to imitate her pronunciation, however the five 

students repeated the words after the teacher. They imitated the sound correctly in tones, 

intonation, and pronunciation. S9 in CHN12, another beginning-level student, also 

reported in the interview that he often imitated the teacher’s pronunciation in the online 

classes in order to improve his own pronunciation.  

 

Figure 4.7 An example of using ‘Repeating’ by five students; 00:49:00 in the recording; 

Lesson 2; CHN11, SP3, 2015) 
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Table 4.20 

LLS Use in Online Classes Obtained from the Observed Data 

LLS Example Collaborate 

classroom 

functions 

LLS category Participant

(s) 

Repeating 

(Oxford, 1990) 

Imitate the teacher’s 

Chinese 

Audio facility via 

the audio/video 

panel 

Cognitive 

 

S1, S4, S6, 

S7, S8 in 

CHN11, 

SP3, 2015; 
S9 in 

CHN12, 

SP3, 2015  

Analysing 

contrastively 

(Oxford, 1990) 

Compare sounds 

between English and 

Chinese 

S4 in 

CHN11, 

SP3, 2015 

Getting help 

(Oxford, 1990) 

Orally use English to 

ask the missing 
words in Chinese 

when reading a 

paragraph in the text 

book. 

Audio facility via 

the audio/video 

panel 

Compensation 

 

S15 in 

CHN222, 

SP3, 2015  

Asking for 

correction 

(Oxford, 1990) 

Translate between 

English and Chinese 
to get immediate 

feedback from the 

teacher 

Audio facility via 

the audio/video 

panel  

Social 

 

S8 in 

CHN12, 

SP3, 2015 

Asking for 

clarification and 

verification 

(Oxford, 1990) 

Ask a grammar 

question in online 

class  

Use audio facility 

and text messages 

in the Chat panel  

S19 in 

CHN11, 

SP3, 2015 

Netiquette (LLS 

specific to 

online learning) 

Praise a classmate’s 

pronunciation 

Use emojis and 

text messages in 

the Chat panel  

S5 in 

CHN11, 

SP3, 2015 

Using tools 

available to 
improve 

communication 

and interaction 
(LLS specific to 

online learning) 

Use the user 

interface elements 
(e.g., ‘away’ icon) to 

show the status of 

leaving 

Use icons in the 

Participants panel  

S14 in 

CHN11, 

SP3, 2015 

Use emojis to 

express feelings 

(e.g., smiley face) in 

text chat 

Use emojis and 

text messages in 

the Chat panel  

S5 in 

CHN11, 

SP3, 2015 

 

The cognitive strategy of ‘Analysing contrastively’ was used by S4 as shown in Excerpt 

4.8. Oxford (1990) defined this strategy as “comparing elements (sounds, vocabulary, 

grammar) of the new language with elements of one’s own language to determine 
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similarities and differences” (p. 46). Excerpt 4.8 illustrates how S4 used this LLS to 

help pronounce ‘shi’. As shown in Excerpt 4.8, S4 started with intensive listening of the 

sound ‘shi’, separated the sound into syllables, and then found the English sound ‘sh’ in 

‘ship’, ‘shark’, and ‘short’ to compare with the Chinese sound ‘shi’. Such strategy may 

help students improve Chinese pronunciation effectively, particularly for those students 

who have limited exposure to Chinese pronunciation. 

Excerpt 4.8 An example of ‘Analysing contrastively’ by S4 

T1: Number 10 is ‘shí’. 

S4:  shí. 

S4: Like ship. 

T1: Yeah, ship. 

S4: Ship, shark, or short... 

T1: No, not shark, not that big. 

S4: Oh, you are right, not that long, shí. Yes, it's more like ship. 

      (01:29:00 in the recording, Lesson 1, CHN11, SP3, 2015). 

The compensation strategy of ‘Getting help’ was used by S15 to ask a teacher to 

provide the missing information. This student explicitly asked the teacher “Oh, I can’t 

remember this character” when he was reading a paragraph in a textbook. The 

importance of the teacher as the source of information, ready to help online students 

with their language learning problems and difficulties, was highlighted in the observed 

data. 

The social strategy of ‘Asking for correction’ was employed by a student (S8) to 

translate between English and Chinese and obtain immediate feedback. The following 

example (Excerpt 4.9) shows how the student learnt the sentence structure of ‘A 是 A，

不过……<It is / does…, but…>’.  

Excerpt 4.9 An example of ‘Asking for correction’ by S8 

T2: 这件衣服好看是好看，但是太贵了！<These clothes are attractive but are too 

expensive.> 

S8: It’s good looking, but it’s too expensive? 
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T2: 对。<Correct.> 

S8: In my case, 我的衣服不好看，但是很便宜。<My clothes are not attractive but 

very cheap.>  

        (00:31:30 in the recording, Lesson 14, CHN12, SP3, 2015) 

The conversation in Excerpt 4.9 shows how the student first translated the teacher’s 

Chinese into English to show his understanding of the sentence structure in such a way 

as to invite the teacher’s correction. He then provided another sentence in Chinese to 

show his understanding of the meaning of the sentence structure. In this example, the 

teacher and the student had a tacit collaborative understanding, and therefore the 

teaching and learning process was an efficient way of learning the target sentence 

structure. This strategy use was highlighted by Y.-W. Hung and Higgins (2016) who 

observed that students often used this strategy in online classes in order to ensure their 

output was correct. 

 

1. Expand/Collapse icon; 2. Smiley face; 3. Away icon; 4. Raise hand icon; 5. 

Polling response menu; 6. Participant list; 7. Global permissions. 

Figure 4.8 The example of the teacher’s Participants panel in Blackboard Collaborate 

(Screen capture of Blackboard Collaborate, 2018) 

There were many examples of employing the social strategy of ‘Using the tools 

available to improve communication and interaction’ in the online classes to support 

the collaboration process. These tools refer to the participants’ use of the built-in icons 
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in the Participants panel or typing texts and sending emojis in the Chat panel via 

Blackboard Collaborate. In the Participants panel, teachers and students can use four 

built-in icons to engage with online teaching. These icons are a smiley face, a status 

icon, a raise-hand icon, and polling, shown as items 2-5 in Figure 4.8. For example, if a 

student clicks the raise-hand icon, the teacher’s Participants panel will show a red 

coloured hand and a number to indicate that this student wants to speak.  

Figure 4.9 provides another example of how a student, S14, employed the strategy of 

using the tools available to improve communication and interaction. He clicked the 

status icon on the Participants panel to indicate that he would be away. This icon helped 

him communicate his status with the rest of the class without interrupting the online 

class.  

 

Figure 4.9 An example of ‘Using the tools available to improve communication and 

interaction’ by S14 to indicate absence (00:02:20 in the recording, Lesson 4, CHN222, 

SP3, 2015) 

Compared with using the built-in icons in the Participants panel, the students’ 

interactions in the Chat panel appeared more flexible and richer in expression. In the 

Chat panel, the students employed the strategy ‘Using the tools available to improve 

communication and interaction’ by typing texts and sending emojis as part of their 

participation in the online classes. For example, in Figure 4.10, S1 and S5 used the 

‘Thumbs-up’ and ‘Smiley face’ emojis, which helped create a supportive, encouraging 

environment to make up for the lack of facial expression in online learning. These 

emojis conveyed messages which helped the students express themselves effectively in 

a visual style instead of a verbal style. By using these emojis, the online students were 

able to communicate and interact with others in the classroom in a much quicker, more 

light-hearted and expressive way. 
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Figure 4.10 also shows that S5 combined text message with emojis to praise S7’s 

Chinese pronunciation by saying “You’re louder and clearer” with a smiley face 

attached. The praise was an effective one as it was specific, timely and descriptive in 

that it showed S5’s awareness of S7’s improvement in pronunciation. The use of emojis 

and the encouragement phrases shows ‘Netiquette’ (a social strategy) with an affective 

aspect. These observed data suggested that the online students took advantage of the 

tools offered by the online classroom to make their interactions more expressive, and to 

create an encouraging atmosphere. 

 

Figure 4.10 An example of ‘Using the tools available to improve communication and 

interaction’ and ‘Asking for clarification and verification’ by S1, S5, S7, S19 (00:41:00 

in the recording, Lesson 2, CHN11, SP3, 2015)  

Another example of the combined use of strategies is evident in Figure 4.10. S19 

employed the strategy of ‘Asking for clarification and verification’ to ask the teacher a 

grammar question, but used a smiley face at the end of his question to soften his tone, 

thereby offering a prime example of ‘Using the tools available to improve 

communication and interaction’. These observations indicate that the online students 

understood the value of using both verbal and nonverbal Collaborate Classroom 

functions (e.g., text messages and emojis) to achieve effective collaboration.  
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Switching from speech to the text may also have helped the online students enhance the 

effectiveness of their collaboration. Figure 4.11 shows that the participants solved the 

problem of occasional Internet lag by using the Chat panel in the online class.  

In this case, the teacher noticed there was a serious Internet lag after she asked the 

question “How do you travel from France to Italy?” The teacher quickly texted the 

message ‘lag…’ and S14 also reported the same problem, as shown in Figure 4.11. S17 

then answered the question in the Chat panel using Chinese characters, “我们从法国到

意大利开车” which means “We travel from France to Italy by car”. These observed 

data suggested that the online students used the Chat panel, which provides an 

asynchronous way of interaction in the synchronous environment, to increase the 

opportunities to participate in the online classes and achieve effective collaborative 

learning. Such a finding aligns with that in a recent study which compared the strategy 

use in the text-based and video-based interactions by Y.-W. Hung and Higgins (2016). 

These authors showed that the students in their study used texts, symbols, punctuation 

and emoticons to help communicate with teachers and students in online classes. 

 

Figure 4.11 An example of ‘Using the tools available to improve communication and 

interaction’ by S14 and S17 (00:44:00 in the recording, Lesson 5, CHN222, SP3, 2015) 

Overall, the participants’ use of two cognitive, one compensation, and four social 

strategies were obtained from the observed data. The students used these strategies in 

activities such as engaging in learning activities, getting feedback from teachers, 

improving Chinese pronunciation, and socialising. Such strategies reveal that the 
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participants facilitated the creation and maintenance of a collaborative learning 

environment by using various technological tools. The main tools used by the 

participants included both vocal (e.g., audio) and non-vocal tools (e.g., texts, emojis, 

built-in icons) because of their relative ease of use, their ability to meet students’ 

communication needs (e.g., built-in icons), and their ability to support spontaneous 

interactions (i.e. audio and text messages).  

The unobservable nature of certain data should be taken into account when reporting 

and interpreting the participants’ LLSs adoption using the observed data. For example, 

in a synchronous environment, students can be completely unobservable if they mute 

the microphone, switch off the camera, and choose not to interact with others in the 

online classes. However, these students might still be using LLSs such as taking notes 

or checking a dictionary. In this case, off-screen behaviour in physical environments 

might be valuable in providing insights on LLS use in students’ online class 

participation (Suzuki, 2013). Similarly, in an asynchronous environment, the 

interpretation of the data (e.g., screenshots and written drafts) might not be able to fully 

reflect the actual intention of LLS use by students. B. Smith (2008) suggested using 

dynamic screen capture recordings as a way to improve the quality of data collection. 

4.4 Summary 

This chapter has added to the current knowledge of online students’ use of LLSs and 

how they used LLSs in different ways. A contextualised picture provided through the 

data analyses and individual student reports has shown that the students employed a 

wide repertoire of LLSs in online Chinese learning. The use of these strategies provided 

evidence that the participants applied the LLSs with varying frequencies to suit their 

learning needs and goals in different learning contexts. Section 4.2 and Section 4.3 have 

summarised 37 LLSs obtained from both student self-reported data and my observed 

data in three learning contexts: self-directed learning (asynchronous environment), 

assessment task completion (asynchronous environment), and online class participation 

(synchronous environment).  

In the context of self-directed learning, the students studied alone for most of the time 

and had flexibility in managing and controlling their learning activities. They employed 
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a wide repertoire of LLSs in relation to the six LLS categories in this learning context. 

By contrast, in the contexts of assessment task completion and online class 

participation, the students mainly used cognitive and social strategies to assist their 

online Chinese learning. There was no evidence of the use of memory or affective 

strategies in these two learning contexts. Such results indicate that students’ strategy use 

was highly context-bound.   

Among the 37 LLSs identified in this research project, 28 were drawn from Oxford’s 

(1990) taxonomy. The remaining 9 strategies were found to differ from Oxford’s LLSs 

in terms of online learning, collaborative learning, flipped classroom learning, and 

Chinese language learning. The nine LLSs, one affective, one cognitive, four social, one 

memory, one compensation, and one metacognitive, reflect how students created LLSs 

to memorise Chinese characters, minimised learning anxieties in Chinese speaking, 

made use of the particular functions of the online learning environments, tools and apps, 

and collaborated with language partners in completing assessment tasks. The use of 

these strategies also reflects the challenges of online learning in general, and Chinese 

learning in particular. Furthermore, these strategies were mediated by technology as 

well as by the collaboration engendered in the course designs and were well suited to 

the flipped classroom approach adopted in the courses under investigation. 

The analyses of self-reported data in Section 4.2, which comprised both survey and 

interview data, revealed the frequency of LLS use and classified strategies into high-, 

medium-, and low-frequency ranges of use in the three learning contexts. The 

quantitative analyses also explored the possible correlations between LLS items within 

each LLS category. By applying Pearson’s r correlation analyses, a number of strong or 

very strong correlations between LLS items were found in the affective, cognitive, 

social, and metacognitive categories. These correlations suggest that language learners 

might benefit from using the correlated strategies in pairs or in clusters. Relating to this, 

students’ simultaneous use of two or more strategies is another feature of their strategy 

use that will be further discussed in Chapter 6.  

The observed data in Section 4.3, primarily interactions between students, language 

partners, and with teachers in both the synchronous and asynchronous learning 
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environments, further explained and complemented the findings obtained from the self-

reported data in Section 4.2. Strategy use by the participants around social, cognitive, 

compensation, and metacognitive categories, was identified in both the asynchronous 

and synchronous environments. Whilst most of the LLSs found from the observed data 

are consistent with the findings in Section 4.2, there are some strategies which are 

interesting because students used them differently and with different technological 

tools. Additionally, the observed data provided evidence that enables a deeper 

understanding of questions such as how the students employed these strategies, which 

technological tools were selected for what purposes, and the use sequence of the 

strategies in collaborative learning.  

The findings in this chapter also revealed some differences in strategy use to those 

identified by Oxford (1990), which reflect the technologies used and the requirements 

of collaborative language learning. Both the quantitative and the qualitative data 

demonstrated that technology particularly enhanced the effectiveness of the students’ 

cognitive, memory, and social strategy use. In particular, these data showed that the 

participants created a cluster of social strategies to discuss and negotiate ideas, share 

information and resources, and coordinate their collaboration. 

In conclusion, the results in this chapter provide important insights into online Chinese 

language learners’ strategy use, thus answering the first research question – what types 

of LLSs do learners use in online Chinese learning? The next chapter will address the 

second research question – how is online Chinese learners’ LLS use influenced by the 

learning contexts, interactants and individual learner characteristics? 
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Chapter 5. Data Analyses and Findings to Answer RQ2: Factors 

Influencing LLS Adoption  

5.1 Introduction 

The previous chapter investigated the repertoire of language learning strategies (LLSs) 

adopted by the research participants and how they used those LLSs in online language 

learning. It found that these students employed a wide repertoire of LLSs in the three 

learning contexts: self-directed learning outside the online classes, assessment task 

completion, and online class participation. However, Chapter 4 did not specifically 

address the factors that impacted the reported LLS use. Therefore, this chapter focuses 

on answering the second research question, “How is online Chinese learners’ LLS use 

influenced by the learning contexts, interactants and individual learner 

characteristics?”  

This chapter consists of two major sections that explore the relationships between the 

participants’ LLS use and some potentially influencing factors: the characteristics of the 

three learning contexts and interactants (Section 5.2); and the individual learner 

characteristics of the participants (Section 5.3). In Section 5.4 the findings are 

summarised. Specifically, in Section 5.2, I first consider the possible influence on the 

students of the asynchronous and synchronous environments in the three learning 

contexts, then that of the categories of interactants involved in those contexts. In Section 

5.3, I analyse the possible influence of four individual learner characteristics on the 

participants’ LLS use. The data analyses in Sections 5.2 and 5.3 were based on the data 

obtained from the responses to the survey questionnaire (Appendix A) and from the 10 

student interviews. These analyses were also supplemented by data from my 

observation of the online classes, and notes taken by a participant.  

5.2 The Impact of the Learning Contexts and Interactants on the Participants’ 

LLS Use 

This section reports my analyses of two sources of potentially influencing factors on the 

participants’ LLS use in the three learning contexts: the asynchronous or synchronous 

nature of the environment (Section 5.2.1); and the categories of interactants involved in 

the language learning process (Section 5.2.2). The asynchronous environment refers to 
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the two learning contexts that did not require the simultaneous participation of the 

students and teachers, that is, self-directed learning and assessment task completion 

outside the online classes. The synchronous environment refers to the online classes via 

Blackboard Collaborate, which required the students and teachers to engage in learning 

activities at the same time. The categories of interactants concerned those within the 

Chinese courses, namely the students themselves, their peers (i.e., other students in the 

course, especially language partners), and the teachers, as well as people external to the 

online courses who might be able to speak Chinese, such as family members, colleagues 

and friends. In these interactions, the interaction with students themselves was described 

as “learner-self interaction” in Soo and Bonk (1998, p. 3) which refers to the learner’s 

self-reflection on the learning content, learning process, and LLS use. 

5.2.1 The impact of the asynchronous and synchronous environments on the 

participants’ LLS use 

In the asynchronous environment, the participants were able to arrange self-paced 

learning activities in the forms of studying the provided learning resources, interacting 

with their peers and teachers, and completing the assessment tasks. Such activities 

involved using a web-based Discussion Board, Wiki, online quizzes, Email, and 

WeChat as the technological tools supporting the courses. Students also used other tools 

such as Google Drive, YouTube and language learning apps. The synchronous 

environment relied on Blackboard Collaborate, in which the participants interacted with 

their peers and teachers simultaneously during the online classes.  

Whilst this distinction is made for the overall asynchronous and synchronous 

environments, it should be noted that asynchronous interactions could also occur in the 

synchronous environment. For example, during an online class, it was observed that 

there were occasions when a student asked the teacher a question by typing in the Chat 

panel and received a delayed text response from the teacher. On the other hand, 

synchronous interactions could also happen in the asynchronous environment, such as 

the participants engaged in conversations with their peers in order to practice and 

complete the speaking assignment. 
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Based on the results of all the collected data (Table 4.1) in relation to the six LLS 

categories, Table 5.1 counts the numbers of different LLSs identified as being used in 

the asynchronous and synchronous environments. It should be noted that as some 

strategies were employed by the participants in both the asynchronous and the 

synchronous environments, the total number of LLSs in each LLS category is not a 

simple summation of the numbers of LLSs used across the two environments. 

Table 5.1 

The Number of Different LLSs Used in the Asynchronous and Synchronous 

Environments, by LLS Category  

LLS category Number of different 

LLSs used in the 

asynchronous 

environment 

Number of 

different LLSs used 

in the synchronous 

environment 

Total number of 

LLSs considered 

in this project, 

by category 

Affective  5 0 5 

Cognitive  8 4 9 

Social  7 4 7 

Memory 5 0 5 

Compensation  4 1 5 

Metacognitive  6 0 6 

Total (number and %) 35 (94.6%) 9 (24.3%) 37 

 

In the asynchronous environment, the participants employed 35 out of 37 LLSs, which 

represented 94.6% of all the LLSs considered in this research project. Two LLSs 

(‘Analysing contrastively’ and ‘Getting help’) were not found to be used in the 

asynchronous environment. The cognitive strategy ‘Analysing contrastively’, was 

defined in Oxford (1990) as “comparing elements (sounds, vocabulary, grammar) of the 

new language with elements of one’s own language to determine similarities and 

differences” (p. 46). The compensation strategy ‘Getting help’ refers to asking help 

when undertaking a language task (Oxford, 1990). These definitions indicate that these 

two strategies could also be employed in an asynchronous environment, although such 

use was not found in this research project.  

More broadly, such a wide repertoire of LLS employment suggests that the 

asynchronous environment did not restrict the repertoire of the participants’ LLS use. 
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This was to be expected given that the flipped classroom approach adopted in the 

courses required the students to work consistently in the asynchronous environment, to 

pre-learn online resources such as the pre-recorded mini-lecture videos and lecture 

notes, and to master the basic contents before class and complete various assessment 

tasks. 

In the synchronous environment, however, the participants only employed LLSs from 

cognitive, social, and compensation categories, with none from the affective, memory, 

and metacognitive categories. The four cognitive, four social, and one compensation 

strategies found in the synchronous environment represented approximately 24.3% of 

the total repertoire of LLSs considered in this project. Again, the observed strategy 

repertoire was consistent with the course design and the flipped classroom approach that 

required teachers to use the online classroom to check students’ understanding of the 

pre-recorded mini-lecture videos, guide them to practise what they learnt from these 

lectures, and encourage them to interact and collaborate with others synchronously.  

As a result, the participants mainly adopted cognitive strategies to participate in learning 

activities, social strategies to interact and collaborate with others, and one compensation 

strategy to overcome the lack of appropriate vocabulary in Chinese. In the online 

classes, it was to be expected that there was little time for the use of metacognitive and 

memory strategies, as students were intensely engaged in completing various interactive 

activities. While there were no observed data regarding affective strategy use, this did 

not necessarily mean that no affective strategies were employed, as the students and 

teachers may have used the private chat setting in the Blackboard Collaborate 

classroom, which was not observable. Also, the duration of the weekly online classes 

was only 1.5 to 2 hours, which may have limited the chances of students using 

metacognitive, memory and affective strategies. 

Both the interview and the observed data revealed that the participants not only used a 

smaller repertoire of strategies in fewer categories in the synchronous environment, they 

also used these strategies less frequently. In the asynchronous environment, 12 LLSs 

had a high-frequency-range use, whilst in the synchronous environment there was only 

one social strategy ‘Asking for correction’ that attained a high-frequency-range use.  
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The 12 high-frequency-range use LLSs in the asynchronous environment were in 

affective, cognitive, social, and metacognitive categories. They were: two affective 

strategies (‘Taking risks wisely’ and ‘Making positive statements’); four cognitive 

strategies (‘Using resources for receiving and sending messages’; ‘Formally practising 

with sounds and writing systems’; ‘Repeating’; and ‘Getting the idea quickly’); three 

social strategies (‘Netiquette’; ‘Cooperating with peers’; and ‘Asking for correction’); 

and three metacognitive strategies (‘Organising’; ‘Overviewing and linking with 

already known material’; and ‘Self-monitoring’). Again, the use of these strategies 

suggested that the asynchronous environment allowed the students to have more time 

and opportunities to employ a wider repertoire of LLSs in the four LLS categories than 

the synchronous environment. 

As this section focuses on the impact of the characteristics of learning environments on 

LLS use, the following paragraphs discuss how the participants used cognitive and 

social strategy categories differently in the two learning environments. (There was only 

one strategy in the third strategy category, i.e., compensation category, used in the 

synchronous environment.) Of the nine cognitive strategies considered overall, the 

participants employed eight in the asynchronous environment and five in the 

synchronous environment. Table 5.2 lists examples of how the participants used the 

cognitive strategies in the two learning environments, based again on the results 

presented in Table 4.1.   

The four strategies of ‘Using resources for receiving and sending messages’, 

‘Repeating’, ‘Taking notes’, and ‘Learning from other students’ written work’ were 

employed in both environments but used in different ways. For example, in the 

synchronous environment, the participants employed ‘Using resources for receiving 

and sending messages’ to check, probably very briefly, the meaning of Chinese words 

online via E-dictionaries. In the asynchronous environment, the participants reported 

that they applied the strategy in a wider range of activities, such as searching for 

background information on Chinese words using E-dictionaries.  
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Table 5.2 

Cognitive Strategy Use in the Asynchronous and Synchronous Learning Environments 

Cognitive 

strategies 

Examples in the asynchronous environment  Examples in the 

synchronous 

environment 

Using resources 

for receiving and 

sending messages 

(Oxford, 1990) 

Search online for the meaning of Chinese words I 

don’t know (e.g., E-dictionary; Google Translate) in 

self-directed learning and in assessment task 

completion. 

Search for the 

information online (e.g., 

E-dictionary; Google 

Translate) if I do not 

understand in online 

class participation. 
Collect, select and modify conversations in a series 

of YouTube videos online in assessment task 

completion 

Search for background information on Chinese 

words online via Google in self-directed learning. 

Repeating (Oxford, 

1990) 

Imitate teacher and Chinese friends’ pronunciation 

via WeChat voice messages in assessment task 

completion. 

Imitate the teacher’s 

Chinese speaking via 

Blackboard Collaborate 
in online class 

participation. 
Listen to recorded conversations many times by 

using Pimsleur (a digital Mandarin course) in self-

directed learning. 

Taking notes 

(Oxford, 1990) 

Take notes of new words and phrases by using Word 

document; or paper notebook in self-directed 

learning. 

Take notes in online 

classes and then compile 
these notes for future 

review 

Formally 

practising with 

sounds and writing 

system (Oxford, 

1990) 

Read aloud to practise for the speaking assignment 

in assessment task completion. 
 

Getting the idea 

quickly (Oxford, 

1990) 

Try to understand what I hear or read without 

translating it word-for-word into my own language 

in self-directed learning. 

 

Learning from 

other students’ 

written work (LLS 

for collaborative 

learning) 

Read other students’ Wiki writing assessments to 

learn from them in assessment task completion. 

Put comments on other 

students’ Wiki writing 

assignments to help them 

with my suggestions in 

assessment task 

completion. 

Put comments on other students’ Wiki writing 

assignments because that helps me learn in 

assessment task completion. 

Practising 

naturalistically 

(Oxford, 1990) 

Watch Chinese TV programmes and movies; speak 

Chinese with family members; read novels in 

Chinese in self-directed learning. 
 

Summarising 

(Oxford, 1990) 

Summarise Chinese grammar points in one’s mind 

as a way to reinforce my understanding in self-

directed learning. 

Analysing 

contrastively 

(Oxford, 1990) 

 Compare sounds 

between English and 

Chinese in online class 

participation. 
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YouTube was reported to be another important resource that the participants used when 

adopting this strategy. One student (S8) reported that he listened to the conversations 

repeatedly on the YouTube videos he found, imitated the speakers’ pronunciation, tones 

and intonation, collected some Chinese words and phrases, and wrote down important 

word orders, before drafting his script for the speaking assignment. In this process, it 

became apparent that he used a number of strategies together with the strategy of ‘Using 

resources for receiving and sending messages’, such as ‘Repeating’, ‘Taking notes’, 

‘Placing new words into a context’, and ‘Representing sounds in memory’. 

The differences in using the same cognitive strategy ‘Using resources for receiving and 

sending messages’ in various learning environments further suggested that the 

participants’ cognitive strategy use was influenced by the learning environments. 

Although other factors should also be taken into consideration, such as the availability 

of resources and the types of technology used, time restrictions in these environments 

played a key role in the differences in this strategy use. In a synchronous environment, 

the students did not have enough time to use multiple resources simultaneously to assist 

their learning. On the other hand, the asynchronous environment has fewer restrictions 

and greater flexibility to support the extended use of this strategy when compared with 

the synchronous environment.  

Four other cognitive strategies were found to be used in the asynchronous environment 

only, and one exclusively in the synchronous environment. The four cognitive strategies 

used in the asynchronous environment were ‘Formally practising with sounds and 

writing system’, ‘Getting the idea quickly’, ‘Practising naturalistically’, and 

‘Summarising’. The one LLS that was not found in the asynchronous environment, 

‘Analysing contrastively’, as noted earlier in this section, could also be used. Clearly, 

the students’ language practice was facilitated by the flexibility offered in the 

asynchronous environment as it provided the students with not only enough learning 

time, but also various learning places, online learning resources and technologies, to 

engage with the relevant learning activities. For instance, the participants used the video 

clips and the online quizzes provided by the courses as required by the flipped 

classroom approach, and they collaborated with their language partners through a range 

of technologies in completing the assessment tasks designed for the online courses. In 
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this respect, the asynchronous environment engendered an appropriate environment for 

these students to apply various cognitive strategies in their self-paced learning. 

The participants also used seven social strategies in the asynchronous and synchronous 

environments. Four were employed in both learning environments, and the remaining 

three were used only in the asynchronous environment as listed in Table 5.3 (based on 

the results in Table 4.1). Table 5.3 also contains various technological tools that the 

participants employed in the strategy use examples. 

The participants employed three social strategies (‘Negotiating with other students’, 

‘Sharing with other students’, and ‘Cooperating with peers’) only in the asynchronous 

environment. The students used these strategies to better collaborate with their language 

partners to complete the assessment tasks (e.g., the speaking assignment of a role play), 

such as negotiating meeting times and digital places, distributing work, and sharing 

their understanding of task and assessment requirements.  

Whilst a similar behaviour can be conducted in the synchronous environment, there was 

a lack of evidence that the students used these social strategies in this context. Based on 

my observation of the online classes, a likely explanation is that the teacher organised 

the learning activities and guided the students’ learning in the online classes. As a 

result, there was no need, and not enough time, for the students to employ these social 

strategies in the synchronous environment. By contrast, in the asynchronous 

environment, the students needed to take more responsibility for their own learning and 

in collaboration with their language partners, and they have more time to do so.  

As the asynchronous environment allowed the students to use various communicative 

tools (e.g., Email, WeChat, Blackboard Collaborate homework rooms) to facilitate their 

collaboration, these tools were found to be contributing to the complexity when 

classifying them into social strategies. For instance, as shown in Section 4.3.1, after S31 

sent a WeChat text message to distribute work (‘Negotiating with other students’), his 

language partner S35 replied nearly 1.5 hours later. This elapsed time period allowed 

S35 to schedule his own work which was related to a metacognitive strategy use 

(‘Organising’). 



 

191 

 

Table 5.3 

Social Strategy Use in the Asynchronous and Synchronous Learning Environments 

Social 

strategies 

Asynchronous environment Synchronous environment 

Examples Tool(s) Examples Classroom 

functions 

Netiquette (LLS 

specific to 

online learning) 

 

Respond to the language 

partners’ and the 

teacher’s emails within 

24 hours in assessment 

task completion. 

Email Respond to teacher and 

students’ questions 

quickly in online class 

participation. 

Audio 

facility via 

the 

audio/video 

panel 

Respond to the language 

partners’ WeChat 

messages timely in 

assessment task 

completion. 

Social 

media app: 

WeChat 

(text and 

voice 

messages) 

Prefer keeping the 

webcam on to let the 

teacher and other 

students see me in online 

class participation. 

Video 

facility via 

the 

audio/video 

panel 

Send greetings and 

introduce oneself in self-

directed learning. 

Forum: 

Discussion 

Board (The 

CAFE) 

  

Asking for 

correction 

(Oxford, 1990) 

 

Ask my teacher to 

provide feedback on my 

early drafts in self-

directed learning. 

Email Ask other students to 

correct me in online class 

participation. 

Audio 

facility via 

the 

audio/video 

panel 

Encourage other students 

to leave comments on 

my Wiki page in self-

directed learning. 

Forum: 

Discussion 

Board (The 

CAFE) 

Ask my language partner 

to correct me whenever I 

make a mistake in online 

class participation. 

Audio 

facility via 

the 

audio/video 

panel 

Asking for 

clarification or 

verification 

(Oxford, 1990) 

 

Ask the teacher to 

correct my Chinese 

words in assessment task 

completion. 

Social 

media app: 

WeChat 

(text and 

voice 

messages) 

Ask the others to slow 

down, repeat, or clarify 

what was said if I do not 

understand in online 

class participation. 

Audio 

facility via 

the 

audio/video 

panel 

If I do not understand, I 

ask the other students to 

slow down, repeat, or 

clarify what was said in 

online class participation. 

Audio 

facility via 

the 

audio/video 

panel 

Ask the teacher to verify 

that I have understood or 

said something correctly 

in online class 

participation. 

Audio 

facility via 

the 

audio/video 

panel 

Ask the teacher and the 

classmates a grammar 

question in online class 

Text 

messages via 

the Chat 

panel  

Ask questions about 

assessment tasks and 

technological problems 

in self-directed learning. 

Forum: 

Discussion 

Board (The 

CAFE) 
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Using the tools 

available to 

improve 
communication 

and interaction 

(LLS specific to 

online learning) 

Share photos and 

comments on the photos 

on a private Chinese 
friend circle in self-

directed learning. 

Social 

media app: 

WeChat 

moments 

Type text messages for 

effective communication 

in online class 

participation. 

Text 

messages via 

the Chat 

panel 

Use different contact 

tools to interact with 

different groups of 

people in assessment task 

completion. 

Email, 

Whatsapp, 

WeChat 

app 

Use emoticons and texts 

chat to interact with 

others for language 

learning, such as praising 

the other students’ 

speeches, and answering 

other students’ questions 
in online class 

participation.  

Emoticons 

and text 

messages via 

the Chat 

panel  

Use different colours, 

character fonts, and 

numbers to remind 

language partners to 

focus on important 

information in a draft in 
assessment task 

completion. 

Cloud 

storage 

app: 

Google 

Drive 

 

Use emojis to express 

feelings in the text Chat 

panel in online class 

participation. 

Emojis via 

the Chat 

panel  

Use the user interface 

elements (e.g., ‘away’ 

icon) to show the status 

of leaving in online class 

participation. 

User 

interface 

elements 

(e.g., ‘away’ 

icon) in the 

Participants 

panel 

Negotiating 

with other 

students (LLS 

for collaborative 

learning) 

Negotiate the time and 

digital location to 

practise Chinese 

speaking in assessment 

task completion. 

Social 

media app: 

WeChat 

(text and 

voice 

messages) 

  

Distributing work to 

complete an assessment 

task in assessment task 

completion. 

Cloud 

storage 

app: 

Google 

Drive 

Sharing with 

other students 

(LLS for 

collaborative 

learning) 

Share understanding of 

requirements and 

Chinese knowledge in 

assessment task 

completion. 

Cloud 

storage 

app: 

Google 

Drive 

 

Cooperating 

with peers 

(Oxford, 1990) 

Discuss the Wiki writing 

assignment with my 
language partner in 

assessment task 

completion. 

 

Offer or give corrections 

on the language partner’s 

written draft in 

assessment task 

completion. 

Word 

document, 

Email 

Organise a WeChat 

group: Switching to use 

WeChat messaging app 

in self-directed learning 

Forum: 

Discussion 

Board (The 

CAFE) 
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Other technological tools used by the participants in the asynchronous environment, 

such as the features of highlighting, bold letters, and colours in Microsoft Word 

documents, also contributed to the difficulty of classifying the LLS use, such as ‘Using 

tools available to improve communication and interaction’. For example, S31 used 

these features to highlight the important information for two purposes: for reminding 

the language partner to notice the information (grammatical corrections) in 

collaboration (social), and for highlighting the information to practise speaking in self-

directed learning (cognitive). In my analysis I considered the LLS use to be for 

collaborative learning and therefore classified it as a social strategy.  

From Table 5.3, we can also see that the participants selected different technological 

tools in different learning environments in order to improve their interactions with peers 

and teachers. For example, in the asynchronous environment, the students mainly used 

Email, text and voice messages in WeChat, and posts on Discussion Board for the two 

social strategies of ‘Asking for correction’ and ‘Asking for clarification or verification’. 

Most of these tools are asynchronous tools. In the synchronous environment, the 

students mainly used the audio and video facilities in the Participants panel whilst 

occasionally sent texts and emojis in the Chat panel. Whilst some asynchronous 

interactions occurred in the synchronous environment (such as sending text messages to 

ask teachers for assistance), they were used by the students in addition to their primary 

synchronous interactions in online classes. These findings suggest that the participants’ 

social strategy use, and the associated selection of tools to support their strategy 

adoption, were influenced by the synchronous/asynchronous nature of the learning 

environments. 

In conclusion, this section has provided insights into the problem of how LLSs were 

identified and their different manifestations in the various learning contexts. The use of 

various technological tools in collaborative learning contributed to the complexity of 

classifying two social strategies (‘Negotiating with other students’; ‘Using tools 

available to improve communication and interaction’) in the asynchronous 

environment.  
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This section has also identified that the asynchronous or synchronous nature of the 

learning environment was an influencing factor in the participants’ LLS use. The results 

reveal that the asynchronous environment allowed the participants to have more time 

and flexibility to reflect on and improve their learning activities and assessment tasks. 

Consequently, they employed a wide repertoire of LLSs in these learning activities. 

However, in the synchronous environment, students employed a limited repertoire of 

LLSs (cognitive, social, and compensation strategies) and applied them less frequently, 

due to the comparatively short and concentrated online time in the synchronous 

environment.  

The results also indicate that flexibility in time and place in the asynchronous 

environment offered opportunities for the students to select suitable tools for effective 

learning, interact with others, and apply critical thinking in their learning process. The 

synchronous environment, on the other hand, required them to respond quickly to 

different learning activities by following the teachers’ instructions. Therefore, students 

are expected to self-direct and manage their learning in the asynchronous environment 

to ensure learning success.  

5.2.2 The impact of the interactants on the participants’ LLS use  

This section focuses on the participants’ LLS use which was potentially influenced by 

the categories of people with whom they interacted, and how their LLS use was shaped 

by these interactants in different learning contexts. Figure 5.1 to Figure 5.3 graphically 

demonstrate the interactions with different categories of interactants in the three 

learning contexts. The interactants concerned the student her/himself, the language 

partner (for completing assessment tasks), the peers (the other students on the course), 

the teachers, and people external to the courses. In Figure 5.1 to Figure 5.3, the 

interactants shown inside the circles are those the student mainly interacted with; and 

those outside the circles interacted with the student much less frequently.  

For example, in Figure 5.1 where the student studied in the self-directed learning 

context, the student mainly studied alone. However, the student may have occasionally 

consulted the teacher, and interacted with external people who could be native Chinese 
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speakers or non-Chinese speakers (e.g., ‘Discussing your feelings with someone else’), 

such as family members, colleagues, and friends.    

 

Figure 5.1 The interactions in the learning context of self-directed learning 

 

Figure 5.2 The interactions in the learning context of assessment task completion 

 

Figure 5.3 The interactions in the learning context of online class participation 
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Table 5.4 shows the LLSs the participants used in relation to different interactants based 

on the results in Table 4.1. These results suggest that the participants’ strategy use 

varied significantly when they interacted with different interactants.  

Table 5.4 

The Number of LLSs Used when Interacting with Different Interactants 

LLS category Number of LLSs used Total number 

of LLSs in 

category 

(considered in 

this project) 

alone with a 

language 

partner 

with a 

teacher 

with 

peers 

with 

external 

people  

Affective  3  0  0  1  3  5 

Cognitive  8  1  1 0  1  9 

Social 0 6 4 4 1 7 

Memory  5 0 0 0 0 5 

Compensation  0 1 0 1 3 5 

Metacognitive  3 2 1 2 3 6 

Total (number 

and %) 

19 out of 

37 

(51.4%) 

10 out of 

37 

(27.0%) 

6 out of 

37 

(16.2%) 

8 out of 

37 

(21.6%) 

11 out of 

37 

(29.7%) 

37 

 

The participants employed the broadest repertoire of LLSs (19) when they studied 

alone, and this figure represents 51.4% of the total number of the LLSs considered in 

this project. These 19 LLSs were restricted to the four LLS categories of affective, 

cognitive, memory, and metacognitive strategies. There were no social and 

compensation strategies used when the individuals studied alone as these two types of 

strategies required interactions with other people. On the other hand, memory strategies 

were reported to be used by the participants only when they studied alone. 

The participants used the least quantity of LLSs (six), with no affective, memory, or 

compensation strategies, when interacting with their teachers. The absence of affective, 

memory and compensation strategies when interacting with teachers was anticipated. 

This is because it was easier for the students to revert to English when interacting with 

their teachers, as the teachers could speak English, and consequently the students did 

not need to employ compensation strategies. Furthermore, the duration of online classes 

was shorter than that of classes in the face-to-face language courses, hence there were 
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fewer opportunities for the application of affective, memory, or compensation 

strategies. 

Moreover, Table 5.4 provides evidence that the number of LLSs used in each LLS 

category seemed to be affected by the interactants with whom the participants 

interacted. Firstly, the participants’ affective strategies tended to involve only student-

self, peers, and external people. There was no evidence that the use of these strategies 

involved their teachers or, language partners during assessment task completion. 

Researchers have already argued that distance students should use a wide repertoire of 

affective strategies to enhance their self-confidence in distance learning (Hurd, 2008; 

White, 1995). In this respect, online students could consider expanding their use of 

affective strategies when interacting with their teachers and language partners. 

Secondly, the students used eight out of the nine cognitive strategies and all memory 

strategies (five out of five) only when studying alone. These results matched the fact 

that these two categories of strategies required the lowest level of interactions with other 

people. 

Thirdly, the participants used the highest number of compensation strategies (three out 

of five strategies) when interacting with external people, followed by interaction with 

peers and language partners (both one out of five). Such results indicated that the 

students might need to employ compensation strategies more when interacting with 

external people, possibly because unfamiliar topics might be more likely to be 

introduced in these interactions, or it was not possible for them to use their first 

language to communicate with the external people. 

Fourthly, the number of metacognitive strategies used by the participants seemed to be 

relatively evenly spread across the different categories of interactants. For example, 

these students scheduled their due dates with their language partners (‘Organising’) in 

completing a collaborative assessment task. This example suggested that students 

schedule their own learning time taking into account the other’s time during 

collaboration. 
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As it was to be expected, when the participants interacted with different interactants 

(language partners, teachers, and their peers), they were found to use seven social 

strategies differently as shown in Table 5.5. When interacting with all the interactants, 

the participants used three social strategies to show respect (‘Netiquette’), ask for 

feedback on writing and speaking tasks (‘Asking for correction’), and facilitate effective 

communication with their peers and teachers (‘Using the tools available to improve 

communication and interaction’).  

Table 5.5 

The Use of Social Strategies in Relation to Different Categories of Interactants 

Social strategies Examples of different LLS use when working 

with a language partner with a teacher with peers (except 

language partners) 

Netiquette (LLS 

specific to online 

learning) 

 

Respect my language 

partner's time when we 

work together in self-
directed learning and 

assessment task 

completion. 

Respond to the 

teacher’s emails 

within 24 hours in 
assessment task 

completion. 

 

 Prefer keeping the 

webcam on to let the 

teacher see me in 
online class 

participation. 

Prefer keeping the 

webcam on to let 

the other students 
see me in online 

class participation. 

Cooperating with 

peers 

(Oxford, 1990) 

Write the conversation 

scripts of the speaking 

assignment together with 

my language partner in 
assessment task 

completion. 

  

Sharing with 

other students 

(LLS for 
collaborative 

learning) 

Share understanding of 

requirements and Chinese 

knowledge in assessment 

task completion  

  

Asking for 
correction 

(Oxford, 1990) 

 

Ask my language partner 
to check my script in 

assessment task 

completion. 

Ask my teacher to 
provide feedback on 

my early drafts in 

assessment task 

completion. 

Encourage other 
students to leave 

comments on my 

Wiki page in 
assessment task 

completion. 

Ask the teacher to 
correct me in online 

class participation. 

Ask other students 
to correct me in 

online class 

participation. 
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Social strategies Examples of different LLS use when working 

with a language partner with a teacher with peers (except 

language partners) 

Asking for 

clarification or 

verification 

(Oxford, 1990) 

 

 Ask the teacher to 

verify that I have 

understood or said 
something correctly in 

online class 

participation 

Ask the others to 

slow down, repeat, 

or clarify what was 
said if I do not 

understand in 

online class 

participation 

Ask the teacher a 

grammar question in 
online class 

participation 

If I do not 

understand, I ask 
the other students to 

slow down, repeat, 

or clarify what was 
said in online class 

participation 

Ask questions about 

assessment tasks and 

technological 

problems via Email in 

self-directed learning. 

Ask the other 

students a grammar 

question in online 

class participation 

Using the tools 
available to 

improve 

communication 

and interaction 
(LLS specific to 

online learning) 

Use different colours, 
character fonts, and 

numbers to remind 

language partners to 

focus on important 
information in a draft via 

Google Drive in 

assessment task 

completion. 

 Share photos and 
comments on the 

photos on a private 

Chinese friend 

circle via WeChat 
moments in self-

directed learning. 

 Use emoticons (such as smiley face, LOL, 

and raised hand) and texts chat to interact 
with others for language learning, such as 

praising the other students’ speeches, and 

answering other students’ questions in online 

class participation. 

Use the user interface elements (e.g., ‘away’ 

icon) to show the status of leaving 

Negotiating with 

other students 
(LLS for 

collaborative 

learning) 

Negotiate the time and 

digital location to practise 
Chinese speaking in 

assessment task 

completion. 

  

Distribute work to 

complete an assessment 

task. 
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However, three social strategies (‘Cooperating with others’, ‘Sharing with other 

students’, and ‘Negotiating with other students’) were found to be only used when the 

participants were collaborating with their language partners in assessment task 

completion. The students used these three strategies to write the conversation scripts for 

the speaking assignment together (‘Cooperating with others’), share their understanding 

of requirements of a collaborative assessment task (‘Sharing with other students’), and 

negotiate time, digital location, and work distribution (‘Negotiating with other 

students’). Such results are in accord with a study by Saito (2005) which indicated that 

collaborative online learning tasks can encourage learners to employ specific social 

strategies. The seventh social strategy, ‘Asking for clarification or verification’, was 

used by the students to collaborate with their teachers and peers in self-directed learning 

and in online classes. Such differences in using the social strategies indicate that the 

students chose different social strategies to suit their learning needs and purposes, and 

employed these social strategies according to the task requirements and the learning 

contexts they were working in. 

It was notable that the social strategy ‘Asking for correction’ was used differently when 

the respondents asked for corrections from different people in different learning 

contexts, as shown in Table 5.6. The respondents used the strategy at a high-frequency-

range strategy use (M = 3.57) to ask for their language partners’ corrections when 

completing the assessment tasks. However, they used the strategy at a low-frequency 

range when seeking assistance from teachers (M = 2.26) and peers (M = 1.78) for the 

same tasks. By contrast, when participating in the online classes, the respondents were 

keen to ask for the teachers’ correction directly (M = 3.14; medium-frequency-range 

strategy use), but they were less likely to ask other students for corrections (M = 2.29; 

low-frequency-range strategy use). These results suggested that the respondents 

developed learning context awareness when using this social strategy and applied it to 

maximise their learning. One driving factor behind this type of awareness was that the 

online classes were only held once a week and the students needed to use them to seek 

immediate feedback from their teachers. There was more spontaneity and immediacy in 

the need to understand in synchronous interactions, therefore the students were more 

likely to seek help from the teachers if they were struggling to understand or speak 

Chinese. 



 

201 

 

Table 5.6 

Use of the Social Strategy ‘Asking for correction’ in Relation to Three Categories of 

Interactants in Different Learning Contexts 

Asking for 

correction  

Interactants Learning 

context 

% of each answer Median, 

Mean, 

LLS usage 
1 2 3 4 5 

I ask my language 

partner to check my 

script.  

 

Language 

partners 

Assessment 

task 

completion 
outside online 

classes (a 

speaking 

assignment or 

an oral test) 

 

8.7 21.7 21.7 17.4 30.4 4, 3.57, H 

I ask my language 

partner to correct 

me whenever I 

make a mistake.  

Language 

partners 
13.0 21.7 0 26.1 39.1 3, 3.39, M 

I ask my teacher to 

provide feedback 

on my early drafts.  

Teachers Assessment 

task 

completion 

outside online 

classes (a 

Wiki writing 

assignment)  

39.1 26.1 13.0 13.0 8.7 2, 2.26, L 

I encourage other 

students to leave 

comments on my 

Wiki page.  

Peers 56.5 17.4 17.4 8.7 0.0 1, 1.78, L 

I ask the teacher to 

correct me.  
Teachers Online class 

participation  

 

21.7 8.7 4.3 47.8 8.7 4, 3.14, H 

I ask other students 

to correct me.  
Peers 39.1 17.4 8.7 21.7 4.3 2, 2.29, L 

 

Furthermore, the interview data provided evidence that the participants used the 

strategies of ‘Asking for correction’ and ‘Negotiating with other students’ by selecting 

different learning tools to interact with different categories of interactants. For example, 

S17 was conscious of selecting suitable communication tools which consequently 

influenced the effectiveness of her communication. She claimed that Email was seen as 

a formal professional tool to communicate and show respect to others, whilst WeChat 

was seen as a personal tool for more convenient communication. She normally 

negotiated meeting times and discussed the assessment tasks with her language partner 

via WeChat (‘Negotiating with other students’) but consulted with the teachers on the 

earlier drafts of her assessment tasks via Email (‘Asking for correction’). Although 

Email can be used, and was actually used by some other students, to send messages as a 

casual communication tool, S17 drew a distinct line between these communication 

tools. Such a tool selection approach suggested that the student had prior knowledge of 

learning tool selection and this influenced her interactions with different interactants. 
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Overall, the categories of interactants with whom the learners interacted could be seen 

as influencing their LLS use in different learning contexts. Specifically, the students 

used most of the cognitive strategies and all the memory strategies when studying alone 

in self-directed learning. By contrast, the students employed compensation and social 

strategies when interacting with others, especially with native Chinese speakers. At the 

same time, in self-directed learning, their affective strategy use tended to involve only 

themselves, peers, and external individuals, but not their teachers. Lastly, the results 

indicated that the students might benefit from developing a clear awareness of using 

different social strategies with teachers and peers, and thereby selecting different 

communication tools for effective collaborative learning. 

5.3 The Impact of the Individual Learner Characteristics on the Participants’ LLS 

Use 

Many researchers believe that individual learner characteristics play a crucial role LLS 

adoption, as discussed in Section 2.7. For the purpose of conducting quantitative 

analyses to identify relationships between individual learner characteristics and LLS use 

in this project, the 23 questionnaire respondents were divided into two groups (Yes/No 

groups) with respect to each learner characteristic under consideration. These 

characteristics, summarised in Table 5.7, are 

• six language learning motives, from the six responses to the survey question 

“Why are you learning Chinese as a foreign language?” 

• four learning goals, from the four responses to the survey question “What level 

are you aiming at in your Chinese studies?” 

• age; and 

• the length of prior learning of Chinese. 

In Table 5.7, ‘Yes’ indicates the respondents had chosen the listed motive or goal, or 

were under 30 years old, or had less than 6 months of studying Chinese; whilst ‘No’ 

indicates otherwise. As discussed in Section 3.5, in this section I only report on the 

characteristics that appeared to be key factors that influenced the participants’ LLS use 

according to the quantitative and qualitative data analyses. As a result, the following 

four factors are discussed in this section: 
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• The motive of desiring to be able to communicate with Chinese-speaking friends 

or family; 

• The learning goal of attaining a very high level of proficiency and being able to 

work as a translator/interpreter or teach Chinese; 

• Age; 

• The length of prior learning of Chinese. 

Table 5.7 

Grouping of the 23 Survey Respondents by the 12 Learner Characteristics Under 

Consideration 

Response options Yes (%) No (%) 

Motive 

For pleasure and interest 16 (70%) 7 (30%) 

I hope to use it in my present or future work 15 (65%) 8 (35%) 

As an intellectual challenge 13 (57%) 10 (43%) 

To improve my career prospects 13 (57%) 10 (43%) 

To be able to communicate when visiting a Chinese-speaking 

country 

12 (52%) 11 (48%) 

To be able to communicate with Chinese-speaking friends or family 11 (48%) 12 (52%) 

Language learning goal 

I just want to get a taste of language and culture 5 (22%) 18 (78%) 

I would like to be able to use Chinese for simple conversations and 

obtaining information, when travelling in a Chinese-speaking 

country 

7 (30%) 16 (70%) 

I would like to live and work in a Chinese-speaking country and be 

able to speak it in most everyday life situations 

9 (39%) 14 (61%) 

I would like to attain a very high level of proficiency and be able to 

work as a translator/interpreter or teach Chinese 

12 (52%) 11 (48%) 

Age at time of survey (years) 

Under 30 years old (younger adult students) 7 (30%) 16 (70%) 

Length of prior learning of Chinese 

Less than 6 months (less experienced students) 13 (57%) 10 (43%) 

 

5.3.1 Motives for learning Chinese and LLS use 

Researchers have widely and persistently claimed that one important influencing factor 

to language learners’ LLS adoption is motivation, as discussed in Section 2.7.2 

(Dörnyei, 2005; Ellis, 2008; Oxford & Nyikos, 1989). They also believed that language 
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learners who had a strong motivation would put additional effort into language learning 

process. In this study, rather than seeking to measure the students’ motivation (a 

complex construct) and to investigate its relationship to their LLS use, I limited my 

attention to their motives for learning Chinese and their learning goals, both of which 

can be considered significant elements in motivation. 

To examine the influences of motives for learning Chinese on LLS adoption, the 

participants were asked to respond to the survey question “Why are you learning 

Chinese as a foreign language?” with six answer options, of which they could tick as 

many as were applicable. Those participants who answered ‘Yes’ to the option ‘to be 

able to communicate with Chinese-speaking friends or family’ were assumed to have 

Chinese friends or family around them and therefore to have a goal of becoming able to 

communicate with them in Chinese.  

The mean scores between the ‘Yes’ and ‘No’ groups to the learning motive ‘to be able 

to communicate with Chinese-speaking friends or family’ were compared and Mann-

Whitney U tests were conducted to see whether there were statistically different 

between-group differences. The investigation across the six LLS categories revealed 

that the motive showed notable, and sometimes statistically significant (at p <= 0.05), 

differences in the respondents’ use of affective, cognitive, and metacognitive strategies.  

The Mann-Whitney U tests on the frequency of use of affective strategies between the 

‘Yes’ and the ‘No’ groups for this motive, as shown in Table 5.8, did not indicate any 

statistically significant differences (p <= 0.05). However, the mean scores suggest that 

the respondents for whom learning Chinese was important in order to communicate 

with friends and family (‘Yes’ group) used these four affective strategies in the table 

less frequently than the ‘No’ group. A possible explanation is that the ‘No’ group, who 

lacked the opportunities and urgency implied in communicating with friends and 

family, might need to employ the affective strategies more frequently in order to keep 

motivating themselves in self-directed learning. 
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Table 5.8 

Comparison of Affective LLS Frequencies by Learning Motive ‘To be able to 

communicate with Chinese-speaking friends or family’ (N = 23)  

Affective 

strategy  

LLS item in the survey 

questionnaire 

Learning 

context 

Mean of student group Asymp. 

Sig. (p) 
Yes (48%) No (52%) 

Taking risks 

wisely (Oxford, 

1990) 

I encourage myself to take 

risks in Chinese learning, such 

as guessing meanings or 

trying to speak, even though I 

might make some mistakes. 

Self-

directed 

learning 

outside the 

online 

classes 

3.81 3.91 .38 

Making positive 

statements 

(Oxford, 1990) 

I encourage myself so that I 

will continue to try hard and 

do my best in Chinese 

learning. 

3.45 3.65 .87 

Discussing your 

feelings with 

someone else 

(Oxford, 1990) 

I talk to someone I trust about 

my attitudes and feelings 

concerning the language 

learning process. 

2.36 3.25 .08 

Rewarding 

yourself 

(Oxford, 1990) 

I give myself a tangible 

reward when I have done 

something well in my Chinese 

learning. 

1.63 2.33 .06 

Note: ‘Yes’ means ‘chose this motive’; ‘No’ means ‘did not choose this motive’.  

In particular, the Mann-Whitney U tests applied to the two affective strategies of 

‘Discussing your feelings with someone else’ and ‘Rewarding yourself ’ show 

asymptotic significance values of 0.08 and 0.06 respectively, which are close to the 

significance threshold of p <= 0.05. In this research, ‘Discussing your feelings with 

someone else’ means to talk with others to express feelings about online language 

learning with the aim of reducing their learning anxieties when studying independently. 

The mean score of the ‘Yes’ group (M = 2.36) is in the low-frequency range of strategy 

use; whilst the mean score of the ‘No’ group (M = 3.25) is at the high end of the 

medium-frequency range of strategy use. Such a difference suggests that the 

respondents who had more opportunities to use Chinese to communicate with native-

Chinese speakers had a less need to use affective strategies when compared with the 

respondents who had fewer opportunities. One of the interviewees provided an example 

to illustrate this. In the interview, S17 (in the ‘Yes’ group) mentioned that she lived in a 

Chinese speaking family and always used Chinese to interact with her parents-in-law. 

She gave a rating of 1 (Never or almost never true of me) to the questionnaire item 

related to the strategy of ‘Discussing your feelings with someone else’. The use of the 
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strategy ‘Rewarding yourself ’ shows a similar trend where the ‘Yes’ group (M = 1.63) 

used the strategy less than the ‘No’ group (M = 2.33).  

The motive ‘to be able to communicate with Chinese-speaking friends or family’ also 

appeared to significantly influence the students’ use of two cognitive strategies in self-

directed learning, namely, ‘Summarising’ and ‘Using resources for receiving and 

sending messages’ (see Table 5.9).  

Table 5.9 

Significant Differences in the Use of Two Cognitive Strategies in Relation to the Motive 

of ‘To be able to communicate with Chinese-speaking friends or family’ (N = 23) 

Cognitive strategy  LLS item in the survey 

questionnaire 

Learning 

context 

Mean of student group Asymp. 

Sig. (p) 
Yes (48%) No (52%) 

Summarising 

(Oxford, 1990) 

I summarise Chinese 

grammar points in my head 

as a way to reinforce my 

understanding. 

Self-

directed 

learning 

outside the 

online 

classes 

2.36 3.33 .02 

Using resources for 

receiving and 

sending messages 

(Oxford, 1990) 

I search for background 

information on Chinese 

words online. 
2.82 3.83 .05 

Note: ‘Yes’ means ‘chose this motive’; ‘No’ means ‘did not choose this motive’.  

As listed in Table 5.9, the ‘Yes’ and the ‘No’ groups used the two cognitive strategies 

of ‘Summarising’ (p = .02, p <= 0.05) and ‘Using resources for receiving and sending 

messages’ (p = .05, p <= 0.05) with statistically significant frequency differences. In the 

survey, the first strategy refers to summarising Chinese grammar points in one’s own 

mind, and the second strategy refers to looking up background information to Chinese 

words online. The mean score comparison results suggested that the ‘Yes’ group used 

the two cognitive strategies less frequently than did the ‘No’ group. These results 

indicate that the ‘Yes’ group of students could easily receive explanations relating to 

vocabulary items and grammar points through communication with native Chinese 

speakers, rather than looking up the words in E-dictionaries and summarising grammar 

points by themselves. 

S17 is a case in point. This student rated 2 (Generally not true of me) for both 

‘Summarising’ and ‘Using resources for receiving and sending messages’. She lived in 
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a Chinese family and always participated in conversations in Chinese at home as shown 

in Excerpt 5.1. 

Excerpt 5.1 The benefits of exposing to Chinese language environment according to S17 

S17: No, I don’t struggle to understand what people speak so much anymore, just 

because my in-laws have been speaking to me in Mandarin for years now. I am 

quite attuned to understanding what they are saying. I lived overseas for ten years, 

and you start to understand that a lot of language isn’t to do with what people are 

saying, but the context or what the conversation is. So you start to learn how to 

anticipate what they probably will be saying, and to predict the direction of the 

language. So even if you don’t understand every word, you can generally 

understand the meaning of what’s being said, and filling the blanks. (00:07:15 in 

the recording, Interview, S17, 2015) 

Excerpt 5.1 illustrates that S17 had adapted to the Chinese speaking environment, and 

therefore benefited from practising Chinese speaking in daily conversations. Such 

practice helped her to read the environment and situation so that appropriate Chinese 

words could be understood during communication. In environments such as this one, 

S17 developed situational awareness and therefore relied less on ‘Using resources for 

receiving and sending messages’ or ‘Summarising’.  

At the same time, the daily conversations mentioned above provided evidence that S17 

employed a cognitive strategy ‘Practising naturalistically’. This cognitive strategy 

refers to a learner using the language in natural and realistic settings, such as 

participating in a conversation (Oxford, 1990). 

Excerpt 5.2 shows an example of how she used this strategy to learn a Chinese word of 

毛病 (which means ‘problem’), by listening to the word and asking her husband the 

meaning. In S17’s case, the readily available help, such as checking with her husband, 

also contributed to her less frequent use of ‘Using resources for receiving and sending 

messages’ or ‘Summarising’, compared with that of other students. 
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Excerpt 5.2 An example of ‘Practising Naturalistically’ by S17 

S17: -- It’s a situation that I won’t be able to select to have a conversation about 

something that I go (to the Internet) and find out the words… or if I hear a word a 

lot of times, then I’ll ask my husband what that word is, like 毛病 <problem>. My 

father-in-law would often use 毛病 in a sentence if there’s a problem, … and 

eventually I start[started] to know this means ‘problem’. (00:20:21 in the 

recording, Interview, S17, 2015) 

The motive of being able to communicate with Chinese-speaking friends or family also 

appeared to influence the respondents’ use of two metacognitive strategies. Table 5.10 

shows that there are marked differences of the use of the two metacognitive strategies 

between the ‘Yes’ and ‘No’ groups of respondents, with one of them (‘Overviewing and 

linking with known material’) being statistically significant. 

Table 5.10 

Differences in the Use of Two Metacognitive Strategies in Relation to the Motive of ‘To 

be able to communicate with Chinese-speaking friends or family’ (N = 23) 

Metacognitive 

strategy  

LLS item in the survey 

questionnaire 

Learning 

context 

Mean of student group Asymp. 

Sig. (p) 
Yes (48%) No (52%) 

Overviewing and 

linking with known 

material (Oxford, 

1990) 

I review the resources 

that are recommended in 

the online Chinese 

courses. 

Self-

directed 

learning 

outside the 

online 

classes 

3.09 4.00 .05 

Self-evaluating 

(Oxford, 1990) 

I often evaluate the 

progress I have made in 

learning Chinese. 
2.73 3.50 .10 

Note: ‘Yes’ means ‘chose this motive’; ‘No’ means ‘did not choose this motive’.  

The ‘Yes’ group used both the strategy ‘Overviewing and linking with known material’ 

and the strategy ‘Self-evaluating’ less frequently than did the ‘No’ group. The Mann-

Whitney U test results show that the differences between the two groups for the former 

strategy use is statistically significant (p = 0.05, p <= 0.05), and just short of statistical 

significance (p = .10) in regard to the latter. At first these results might appear counter-

intuitive. The respondents who selected this motive seemed to be putting less effort into 

managing and organising their work in the courses. However, the ‘Yes’ group was 

assumed to have better access to Chinese-speaking people and therefore might be less 
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reliant on the course materials and activities. This might also explain why they tended to 

use the relevant metacognitive strategies less frequently when studying course materials 

than the ‘No’ group of students. 

The interview data provided supporting evidence that the students who lived in 

Chinese-speaking families did not just rely on the online Chinese courses to improve 

Chinese speaking and writing. S10 and S17, who chose this motive option, reported in 

the interviews that they studied the course materials only to reinforce their memory of 

vocabulary. They both had a long-term learning experience and Chinese was one of 

their family languages. In the interview, S17 recalled that she had learnt a large number 

of Chinese characters previously. Similarly, S10 mentioned that she had studied 

traditional Chinese since she had been very young, and she hoped that she could learn to 

recognise simplified Chinese characters through online Chinese courses. As shown in 

Excerpt 5.3, and unlike other students, S10 focused more on the practical values of 

learning Chinese rather than focusing on her marks in the assessment tasks. 

Excerpt 5.3 An example of using the strategy ‘Self-evaluation’ by S10 

S10: So I listened and also read the characters to see if I [understood them], and I 

noticed that the more I learn, the more characters I can understand on the bottom 

[on-screen scripts]. So that’s how I know that I am really learning, because I can 

start to read the characters and also, when my little one has a Chinese nanny, I 

can understand a bit more. And I know, because my parents and my in-laws, when 

we have dinner, they speak Mandarin, my in-laws especially, I can understand 

even more, so that’s how I know that [I’m] making progress. (00:38:48 in the 

recording, Interview, S10, 2015) 

In sum, the motive of being able to communicate with Chinese-speaking friends or 

family was found to be an influencing factor to the participants’ use of four affective, 

two cognitive, and two metacognitive strategies. The students with a less powerful 

motive for using Chinese to communicate with others needed to employ these strategies 

more frequently in order to keep themselves motivated, summarise grammar points in 

mind, find background information of Chinese words online, review the recommended 

resources, and self-evaluate learning progress in self-directed learning. Whilst the 
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results seem counter-intuitive, selecting this motive may imply that the participants 

have better access to Chinese-speaking people, and therefore have more options 

available to support their learning, such as practising Chinese, receiving feedback on 

their language use, and evaluating their learning progresses. All these findings suggest 

that language course designers and teachers may better support the students with such a 

motive by providing additional learning activities inside the online Chinese courses and 

guiding them to resources outside these courses. 

5.3.2 Learning goals and LLS use 

Learning goals refer to the reasons behind engaging in language learning behaviour 

which may predict learners’ strategy use (Han & Lu, 2018). When students pursue such 

goals they are concerned with improving their competence, understanding the learning 

materials, gaining knowledge, or developing a new skill (Zimmerman, 1994). However, 

few studies have been conducted on online Chinese learners to examine the relations 

between learning goals and strategy use.  

Therefore, in order to examine the possible influences of learning goals on the LLS 

adoption, the participants were asked to respond to the survey question “What level are 

you aiming at in your Chinese studies?” (Appendix A) with four learning goal options 

as shown in Table 5.7. Interview and statistical analysis results suggest that the learning 

goals, especially that of “I’d like to attain a very high level of proficiency and be able to 

work as a translator/interpreter or teach Chinese”, might influence how the participants 

used memory, metacognitive, and social strategies in different learning contexts. The 

other three learning goals were not found to be influencing participants’ LLS choices. 

Two examples from the interview data (S18 and S14) demonstrate how learning goals 

affected their use of two memory strategies. These two memory strategies were used by 

the students to memorise words and phrases by ‘Using mechanical techniques’, such as 

flashcards, and ‘Placing new words into a context’ such as a sentence. S18, a 

beginning-level student, confirmed his learning goal as “I’d like to live and work in a 

Chinese-speaking country and be able to speak Chinese in most everyday life 

situations”. In the interview, S18 explained that he wanted to expand his vocabulary in 

order to be able to conduct basic communication as quickly as possible. He therefore 
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made the cards in PowerPoint slides to memorise the meaning and pronunciation of new 

words, and “used the cards everywhere” (‘Using mechanical techniques’). This idea of 

memorising vocabulary was rooted in his belief in ‘cross training’ (a term used by S18 

to describe his using of flashcards to learn vocabulary by comparing English and 

Chinese meanings). Such results reflect that considerable effort was invested by the 

student in employing the memory strategy for building vocabulary with a specific 

learning goal.   

S14, whose learning goal was different from S18, stated in his interview that he aimed 

to achieve the highest Chinese language learning proficiency. He provided an example 

of his notes in vocabulary learning as shown in Figure 5.4, which articulated one 

cognitive and one memory strategy. He first took notes about the characters, their 

meanings, pronunciation, and sentence examples (‘Using resources for receiving and 

sending messages’) from the Pleco app which contains the features of an E-dictionary 

and flashcards. After that, he organised the information related to the vocabulary, such 

as making sentences with new words (‘Placing new words into a context’), as shown in 

Figure 5.4. 

Specifically, Figure 5.4 shows seven aspects of S14’s note taking in relation to a 

Chinese word. He: 

• wrote the Chinese characters, words, and Pinyin with tone marks; 

• wrote the English meaning of the Chinese characters and words; 

• made sentences using the Chinese characters and words; 

• used different colours (pencil, black ink, and highlighter) to show the words and 

their meaning; 

• highlighted important information related to a word; 

• noticed the homonyms of Chinese words; and 

• learnt new characters through association.  
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Figure 5.4 Example notes of using LLSs for vocabulary learning by S14 

Compared with the use of the strategy ‘Using mechanical techniques’ which was mostly 

employed for rote learning, S14’s note taking explicitly demonstrated how he adopted 

the strategy of ‘Placing new words into a context’ in associative learning. As shown in 

Figure 5.4, when he learnt 厉害 <serious, terrible, severe>, he also associated it with 

other words containing the same character 害 to help memorise the meaning of 害, such 

as 伤害 <hurt>, 杀害 <kill>. This may have helped him strengthen his memory and 

deepen his understanding of 害 and expand his vocabulary at the same time. Such a 

memory strategy use evidenced that this student memorised vocabulary in contexts 

(e.g., in phrases and sentences) and used the strategies of ‘Analysing contrastively’, 

‘Semantic mapping’, and ‘Using linguistic clues’. The approach taken by S14 matches 

Nation’s (2001) suggestion that language learners should memorise vocabulary items by 

noticing their associations rather than rote learning. Figure 5.4 therefore presents an 

example of using a cluster of LLSs concurrently. As described by Oxford (2017), 

students often combine LLSs to meet their learning needs. 

The survey results showed that the learning goal “I would like to attain a very high level 

of proficiency and be able to work as a translator/interpreter or teach Chinese” affected 

how frequently memory strategies were used. The mean scores comparison results 

indicated that interesting differences exist in the use of two memory strategies: ‘Using 

mechanical techniques’ and ‘Placing new words into a context’ (see Table 5.11). Whilst 

the Mann-Whitney U test results did not show significant differences between the two 



 

213 

 

groups of respondents, the ‘No’ group used character cards to help memorise new 

Chinese words (‘Using mechanical techniques’; M = 3.45) more frequently than the 

‘Yes’ group (M = 2.92); by contrast, the ‘No’ group (M = 2.82) used the strategy 

‘Placing new words into a context’ less frequently than the ‘Yes’ group (M = 3.50). 

Table 5.11 

Differences in the Use of Two Memory Strategies in Relation to the Learning Goal of 

Attaining a Very High Level of Proficiency (N = 23) 

Memory strategy  LLS item in the survey 

questionnaire 

Learning 

context 

Group mean  Asymp. 

Sig. (p) 
Yes (52%) No (48%) 

Using mechanical 

techniques (Oxford, 

1990) 

Use character cards to 

help memorise new 

Chinese words. 

Self-

directed 

learning 

outside the 

online 

classes 

2.92 3.45 .47 

Placing new words 

into a context 

(Oxford, 1990) 

When I am learning a 

new Chinese word, I put 

it in a sentence, so I can 

remember it. 

3.50 2.82 .22 

Note: ‘Yes’ means ‘chose this goal’; ‘No’ means ‘did not choose this goal’.  

These survey results suggest that the students who had higher expectations of their 

Chinese language learning were more willing to spend time on finding associations 

between words and grouping words, but less reliant on using flashcards to memorise 

words. Brown (2007) and Matzen and Benjamin (2009), among others, claimed that 

words and phrases need to be learnt in context in order to enhance the effectiveness of 

memorisation and they believed that contextualised and meaningful memorisation was 

the most effective way for second language learning. The application of the two 

memory strategies by the ‘Yes’ group demonstrated such an approach.  

With respect to metacognitive strategies, the learning goals were found to be 

influencing how some of the students used the strategy of ‘Organising’. S8’s learning 

goal expressed in the survey was: ‘I would like to live and work in a Chinese-speaking 

country and be able to speak it in most everyday life situations’. The student mentioned 

that he was aiming to improve his conversational Chinese rather than memorising 

Chinese characters. He had a well-organised learning routine for practising listening and 

speaking (see Table 5.12) which contained the learning activities, durations, and his 

opinions of the learning activities. According to the interview with him, such a routine 

involved 10 to 12 hours learning every week, around 1 to 2 hours per day. 
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Table 5.12 

S8’s Daily Chinese Language Learning Routine 

Learning activity Duration S8’s Opinion 

Watching children’s videos, online 

Chinese courses on YouTube 

15 minutes Slow and clear voice in the children’s 

videos was good for his understanding 

Listening to MP3, podcasts, etc. in 

Chinese 

15 minutes Convenient for listening 

Chatting with Chinese people in 

local shops for a coffee or lunch 

Intermittent Utilising Chinese language there; can 

hear Mandarin with different accents  

Studying Chinese characters and 

words 

30 minutes Convenient and effective for 

memorising vocabulary 

Completing course work such as 
online quizzes, weekly exercises, 

video viewing, occasionally with a 

language partner 

1 to 2 hours; 

adjustable 

Fully follow the course requirements, 
complete them before attending online 

classes 

Note. Data source: recorded interview with S8, 2015. 

As shown in Table 5.12, S8’s learning routine contained detailed schedules and he 

followed this routine for the whole study period. The decisions in relation to the 

learning activities in the routine underlined the fact that S8 expected to improve Chinese 

speaking through listening and understanding the conversations. This was also 

confirmed by the survey data when he reported, “for me, speaking and listening are the 

most important for learning. I try to watch videos every day and I try to chat with 

Chinese speakers every day. Chinese requires daily practice, or I will quickly forget” 

(Survey questionnaire part III, S8, 2015). When S8 talked about the most important 

aspects of his learning, he stressed that the learning routine was essential, and self-

discipline was the key to his routine. He believed that such self-discipline was a 

learning habit that had been formed through his long working experience, and that 

completing tasks on time, and considering the details in presentations, was paramount. 

The other interviewee, S15, had a learning goal of improving in all four skills (listening, 

speaking, reading, and writing) in order to achieve the highest language proficiency 

level, with which his learning routine was well aligned. In a similar way to S8, the key 

feature of S15’s learning routine was self-discipline which was particularly valuable in 

helping him complete different learning activities. In responding to the open-ended 

survey question regarding the most useful LLSs that he had discovered so far in the 

course, he wrote “Routines are important. As soon as a routine is broken it is difficult to 



 

215 

 

get started again. No matter how tired or demotivated I am, I always try to do 

something. I have done a lot of work with flashcards mainly the app, ‘StickyStudy’. I 

constantly read books in Chinese and use HSK exams as motivation” (Survey 

questionnaire part III, S15, 2015).  

Compared with S8’s learning routine, S15’s routine appeared to be more flexible in 

terms of his study time arrangement but more multifarious in learning content, which 

well aligned with his learning goal of improving in all four language skills. S15 claimed 

that he constantly changed learning activities to maintain the learning time and interest 

in learning, as shown in Excerpt 5.4. 

Excerpt 5.4 Flexibility in the learning routine of S15 

S15: I want to do [what] one supposes [is supposed] to do, I just do it anyway, I just 

force myself to do it. And, I guess, you know if I don’t want to do a chat from the 

book, then I’ll do something, I’ll do 10-minute flashcards, you know, I’ll do 

something else. But - once I avoid it, maybe I instead do something else, maybe 

watch TV or play computer games or something, then I start to lose interest. So 

the answer is, I just force myself to do it. (00:20:20 in the recording, Interview, 

S15, 2015). 

From Excerpt 5.4, it can be seen that S15’s routine was flexible, and this helped prevent 

him from being distracted. According to the interview with him, he also prioritised the 

completion of the assessment tasks in his schedule. Once he completed the assessment 

tasks, he tried to find additional time to engage in those Chinese learning activities that 

he was more interested in, such as reading a book written in Chinese.  

Overall, these two interviewees’ different routines and the metacognitive strategy use of 

‘Organising’ indicated that they tended to achieve more than the goals set for them by 

the online courses, such as passing HSK exams (S15), and understanding conversations 

in Pimsleur (a digital Mandarin course). This was possible due to their planning, 

decision making with a priority schedule, self-discipline, and taking more control of the 

learning progress for online learning. It was also clear that when these two students 

developed their own thinking and learning processes, they took into account the 
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effectiveness of the metacognitive strategies they used to achieve the learning goals they 

set. As a result, these two interviewees exhibited a strong sense of responsibility for 

their Chinese language learning and had developed personal processes and techniques to 

promote their specific Chinese language skills. These findings are consistent with 

Brown’s (2007) idea of a ‘locus of learning’. That is, language learners who expect to 

be successful in learning believe they have responsibilities and capabilities to control 

the learning process. It is clear therefore that some of the interviewees (e.g., S15) were 

confident in their abilities for seeking opportunities to practise listening, reading, and 

speaking. They were autonomous learners who did not hesitate to obtain help from 

native Chinese speakers.  

With regard to finding opportunities to practise Chinese skills, the interview data 

suggested that the learning goals were once again an influencing factor. This can be 

seen from the input from the interviewed students (S5, S8, S9, S10, S12, S14) who 

indicated that they used the metacognitive strategy of ‘Seeking practice opportunities’, 

but did so in different ways. The interviewees (S5, S8, S10) who focused on improving 

conversational Chinese, and had Chinese-speaking people around them, would seek 

practice opportunities to engage in general conversations in Chinese as the easiest way 

to upgrade their real-life speaking skills. For example, S8, who lived in a Chinese-

speaking country, chatted with Chinese people in local shops for a coffee or lunch every 

day. Another interviewee, S10, who lived with a Chinese-speaking family, watched 

Chinese TV programmes and movies together with the family, and discussed these 

authentic contents with them. S5, who was a landlady for the two Chinese students 

living with her, always chatted with them in Chinese.  

However, for those interviewees (S14, S18) who wanted to achieve a high language 

proficiency level and had Chinese-speaking people around them, they would purposely 

prepare conversational topics and arrange regular meetings with native Chinese 

speakers in order to improve their Chinese speaking skills. For example, S18 lived in 

China. He attended an English corner (an English language learning activity in China, 

which is commonly used by learners of English to practise oral English on a regular 

basis). He went equipped with his Chinese book, so that he could help Chinese people 

speak English there but also practise his Chinese with them.  
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Another student, S14, explained his interaction with native Chinese speakers in the 

interview (see Excerpt 5.5). S14 mentioned that he went to the university to meet a 

Chinese student once a week, evidencing that he regularly arranged this activity. These 

interview findings indicated that the learning goal was an influencing factor in guiding 

the students to take control of their language learning through the use of the 

metacognitive strategies of ‘Organising’ and ‘Seeking practice opportunities’.  

Excerpt 5.5 An example of ‘Seeking practice opportunities’ by S14 

S14: I also go to Sydney Uni, there is a Chinese student, which I speak to her [with 

whom I speak], and it helps me. And I have a [Chinese] colleague, we go to lunch 

together and we practise Chinese. (00:06:43 in the recording, Interview, S14, 

2015). 

The learning goal “I would like to attain a very high level of proficiency and be able to 

work as a translator/interpreter or teach Chinese” also influenced the survey 

respondents’ social strategy use in the context of online class participation. Table 5.13 

shows the different mean scores and Mann-Whitney U test results of the two groups of 

students’ four social strategy usage in relation to the learning goal “I would like to attain 

a very high level of proficiency and be able to work as a translator/interpreter or teach 

Chinese”. There is a significant difference for the questionnaire item (I ask other 

students to correct me) between the ‘Yes’ and the ‘No’ groups of respondents (p = .00; 

p <= .05). This result indicated that the respondents who had no expectations (‘No’ 

group) to achieve a very high level of proficiency preferred to encourage the other 

students (and the teacher, although not significant) to correct them. On the other hand, 

the ‘Yes’ group seemed to seek more than just corrections as shown in the responses to 

other strategy items in Table 5.13. More specifically, the ‘Yes’ group tended to seek 

clarifications and verifications from the teacher more often and used text messages to 

ensure that their questions were correctly conveyed and interactions were effective.  
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Table 5.13 

Differences in the Use of Social Strategies Related to the Goal of ‘I would like to attain 

a very high level of proficiency and be able to work as a translator/interpreter or teach 

Chinese’ (N = 21) 

Social strategy  LLS item in the survey 

questionnaire 

Group mean  Asymp. 

Sig. (p) Yes (48%) No (52%) 

Netiquette (LLS 

specific to online 

learning) 

I prefer keeping the webcam 

on to let the teacher and 

other students see me.  

2.45 2.90 .43 

Asking for correction 

(Oxford, 1990) 

 

I ask the teacher to correct 

me. 

2.82 3.50 .36 

I ask other students to 

correct me. 

1.36 3.30 .00 

Asking for clarification 

and verification  

(Oxford, 1990) 

If I do not understand, I ask 
the teacher to 

explain/repeat. 

3.64 3.30 .44 

If I do not understand, I ask 

the other students to slow 

down, repeat, or clarify 

what was said. 

1.91 3.00 .25 

I ask the teacher to verify 

that I have understood or 

said something correctly. 

3.64 3.30 .42 

Using the tools 

available to improve 
communication and 

interaction (LLS 

specific to online 

learning) 

I type text messages for the 

purpose of effective 

communication. 

3.36 3.10 .49 

If I do not understand, I ask 
questions using the text 

chat. 

3.09 2.40 .37 

Note: ‘Yes’ means ‘chose this goal’; ‘No’ means ‘did not choose this goal’.  

In summary, this section confirmed that the learning goal “I would like to attain a very 

high level of proficiency and be able to work as a translator/interpreter or teach 

Chinese” influenced how the participants used their memory, metacognitive, and social 

strategies. Both the quantitative data and the excerpts from interviews suggested that the 

participants who chose this learning goal focused on different learning activities 

compared with those of the ‘No’ group. Some interviewees (e.g., S14) preferred to 

memorise words and phrases in a context (‘Placing new words into a context’) rather 

than use flashcards (‘Using mechanical techniques’). Most of the interviewees found 

various opportunities to practise Chinese listening, speaking, reading, and writing 

(‘Seeking practice opportunities’; ‘Organising’). In the context of online classes, they 
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expected to receive as much in the way of clarifications and feedback from their 

teachers as possible in order to verify their understanding, rather than asking for 

corrections from their peers. 

5.3.3 Age and LLS use 

As discussed in Section 2.7.5, researchers have already noticed that age is an important 

learner characteristic in relation to language learners’ strategy use (A. D. Cohen, 1998; 

Krashen, 1982; Oxford, 1996; Sepasdar & Soori, 2014). In order to examine whether 

the use of LLSs differed between the younger and older adult students in my study, the 

respondents were divided into two groups: those aged below 30 (n = 7) and those above 

30 (n = 16). According to the results, age is likely to be a factor that affected the 

respondents’ use of two affective strategies, three memory strategies, and one 

compensation strategy. 

Firstly, the participants’ affective strategy use appeared to be influenced by age 

according to the hierarchical clustering analysis results shown in a dendrogram in 

Figure 5.5. The horizontal axis of the dendrogram represents the distances or 

dissimilarities among the respondent-clusters, for all the affective strategy items 

considered in this project, whilst the vertical axis represents the respondent-clusters. 

Each joining of two respondent-clusters is represented on the graph by the merging of 

two horizontal lines into one horizontal line (from left to right). The horizontal position 

of the merge, shown by a short vertical bar, describes the distance (dissimilarity) 

between the two respondents’ or the respondent-clusters’ affective strategy use. 

The clustering analysis in Figure 5.5 provides a broad order guide to the relationship 

between the reported use of affective strategies and age. Eleven students (S22, S33, 

S15, S10, S26, S18, S28, S14, S9, S5, S8) are grouped into one cluster at a distance of 

five. In the background information of these eleven students’ survey responses, nine of 

them were over 30 years old. According to the survey responses, these nine respondents 

gave a rating of 4 (Generally true of me) or 5 (Always or almost always true of me) for 

the affective strategies of ‘Making positive statements’ and ‘Taking risks wisely’. These 

two affective strategies refer to the students encouraging themselves with positive 

statements and taking risks when interacting with others in the context of self-directed 
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learning. These cluster analysis results indicated that age increase was likely to 

encourage adult students to adjust their emotions when they faced various learning 

difficulties.  

 

Figure 5.5 The dendrogram of a hierarchical clustering analysis showing the clusters 

from age and affective strategy use  

The hierarchical clustering analysis results relating to the importance of the two 

affective strategies to older students can be further illustrated through the survey and the 

interview data provided by S15. He was a Chinese teacher in the UK and he belonged to 

the older adult group and, as a Chinese language learner in Britain, he had little access 

to native Chinese speakers. The survey data evidenced that he always encouraged 

himself. He applied a rating of 4 (Generally true of me) to the affective strategy of 

‘Making positive statements’ in his survey questionnaire responses. As a Mandarin 

teacher, he understood the importance of using affective strategies for Chinese language 

learning. During the interview, he used a Chinese idiom to describe his determination as 

愚公移山. The story behind this idiom is about a man who was determined to move the 

mountains that blocked his way to the outside world. 
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Excerpt 5.6 Understanding the importance of ‘Making positive statements’ by S15 

S15: … I think we are not good at seeing what we have achieved. I always do that with 

my students. I say, don’t you think you have achieved anything? Very much! Look 

back to the first page of the book, where we started, months ago… It’s the 

numbers, one two three four. That’s easy, everybody knows that. But you don’t 

know them when you start, you have made progress, but you don’t notice it, 

because it’s so slow; and it’s important to measure it yourself, the progress you’ve 

made. (00:33:44 in the recording, Interview, S15, 2015). 

Excerpt 5.6, which in fact is not directly related to S15’s self-encouragement, recalls his 

encouragement to his students. Nevertheless, it reflects his positive attitude towards 

language learning as an older adult in an online Chinese learning course. In the 

interview, he also gave another example that showed his enjoyment of each step in the 

progress he was making in Chinese language learning. Once, he found a small 

difference in the first strokes of the two Chinese characters, 干 and 千, which made him 

“extremely happy”. As such, learning Chinese vocabulary for enjoyment was essential 

for him to transfer his Chinese vocabulary learning from his short-term memory to his 

long-term memory. This example indicated that S15 noticed the benefits of using 

affective strategies to maintain positive emotions for effective language learning.  

Age also seems to be an influencing factor which affects the respondents’ memory 

strategy use according to the hierarchical clustering analysis results. The dendrogram in 

Figure 5.6 shows how similar the survey respondents’ memory strategy use are in 

relation to the respondents’ age. 

As shown in Figure 5.6, S15, S34, S18, S5, S23, S8, S9, S10, S30, S28, S26 are 

grouped into a cluster at a distance of 12. These 11 survey respondents were all over 30 

years of age and belonged to the older adult group. Moreover, most of them (9 of the 

11) gave a low rating of 2 (Generally not true of me) to the memory strategy of ‘Placing 

new words into a context’. This strategy refers to memorising a word or phrase in a 

language context, such as in a meaningful sentence, conversation, or story (Oxford, 

1990). Nevertheless, all of them favoured using the strategy of ‘Using mechanical 
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techniques’, as they gave a rating from 3 (Somewhat true of me) to 5 (Always or almost 

always true of me) in response to the relevant strategy questionnaire item. 

 

Figure 5.6 The dendrogram of a hierarchical clustering analysis showing the clusters 

from age and memory strategy use 

The comparison of mean score results further explained the respondents’ memory 

strategy use in relation to their ages. Table 5.14 shows the Mann-Whitney U test results 

with the mean score comparisons of the three memory strategies between the younger 

and older groups of adult students. As shown in Table 5.14, the older adult students 

employed the two memory strategies of ‘Using mechanical techniques’ and ‘Semantic 

mapping’ more frequently than the younger adult students. In other words, the older 

students preferred to use character cards and find associations between words to learn 

vocabulary. By contrast, the younger adult students preferred to memorise a new 

Chinese word in a sentence. These comparison results, whilst not statistically significant 

(p <= .05), are near-marginal significant (p = .10, .17 and .24, respectively). The survey 

results of the use of ‘Semantic mapping’ is also in line with A. D. Cohen and Li 

(2013)’s finding that Cohen himself, as a Chinese language learner (67 years old), 

frequently used this memory strategy as well. 
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Table 5.14 

Differences in the Use of Three Memory Strategies in Relation to Age (N = 23) 

Memory strategy  LLS item in the survey 

questionnaire 

Group mean Asymp. 

Sig. (p) Yes (30%) No (70%) 

Using mechanical 

techniques (Oxford, 

1990) 

Use character cards to help 

memorise new Chinese words. 2.43 3.50 .10 

Placing new words 

into a context 

(Oxford, 1990) 

When I am learning a new 

Chinese word, I put it in a 

sentence, so I can remember it. 

3.71 2.94 .17 

Semantic mapping 

(Oxford, 1990) 

When I am learning a new 

Chinese word, I list words I 

know that are related to it and 

draw lines to show relationships. 

2.14 2.69 .24 

Note: ‘Yes’ means ‘younger adult students’, < 30 years old; ‘No’ means ‘older adult 

students’, >= 30 years old.  

Table 5.15 

Significant Difference in the Use of One Compensation Strategy Relation to Age (N = 

23) 

Compensation 

strategy  

LLS item in the survey 

questionnaire 

Group mean  Asymp. 

Sig. (p) Yes (30%) No (70%) 

Selecting the 
topic (Oxford, 

1990) 

When speaking with other students, 
I tend to steer the conversation onto 

a topic for which I know the words.  

1.86 2.94 .03 

Note: ‘Yes’ means ‘younger adult students’, < 30 years old; ‘No’ means ‘older adult 

students’, >= 30 years old.  

Furthermore, one compensation strategy of ‘Selecting the topic’ was also influenced by 

the students’ age according to the Mann-Whitney U test results (Table 5.15). As 

mentioned in Section 4.2.6, overall, the survey respondents used this strategy with 

medium-frequency-range use (Mdn = 3). However, the results in Table 5.15 indicate 

that there are significant differences between the ‘Younger’ and ‘Older’ groups in terms 

of their compensation strategy use. The ‘Younger’ group used the strategy ‘Selecting 

the topic’ less frequently than the ‘Older’ group (p = .03, p <= .05). A possible 

explanation of this result is that the older adult students had more experiences in 

engaging with conversation practices and, perhaps, more confidence in conversations 

which might have made them readier to direct such conversations. This finding 

corroborated the idea in the study by Sepasdar and Soori (2014) who suggested that 
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language learners with past learning experiences may have more strength in adopting 

compensation strategies at an older age. 

The results on the learner characteristic of age are consistent with the general findings 

regarding the impact of age on LLS adoption from previous LLS studies (A. D. Cohen, 

1998; Krashen, 1982; Oxford, 1996; Sepasdar & Soori, 2014). At the same time, the 

strategy use differences between the ‘Younger’ and the ‘Old’ groups of students provide 

new evidence that age can be stratified as a factor for adult learners to influence their 

LLS use, especially in online Chinese learning. Echoing previous research, this research 

project confirmed that older adult participants had more learning experiences in 

controlling their learning emotions, memorising words and phrases, and engaging in 

conversation practices. These older students used two affective strategies (‘Making 

positive statements’ and ‘Taking risks wisely’), two memory strategies (‘Using 

mechanical techniques’ and ‘Semantic mapping’), and one compensation strategy 

(‘Selecting the topic’) more frequently than the younger students. These results may, 

therefore, be used by language teachers to explicitly guide different age groups of adult 

students to use these strategies. 

5.3.4 Length of prior learning of Chinese and LLS use 

Rather than asking the respondents about their levels of language proficiency, the 

survey question asked about the length of their prior learning of Chinese (“How long 

have you been studying Chinese?”). The 23 respondents were then classified, according 

to whether their prior learning of Chinese had been less or greater than 6 months, into 

two groups: the ‘Yes’ group (less experienced Chinese learners) which consisted of 13 

respondents, and the ‘No’ group (more experienced Chinese learners) which contained 

10 respondents. 

The Mann-Whitney U test and the mean score comparison results, shown in Table 5.16, 

suggest that there is a significant difference (p = .04, p <= .05) between the less 

experienced and the more experienced Chinese learners. The ‘No’ group (more 

experienced group, M = 4.23, high high-frequency range of strategy use) used the 

strategy ‘Repeating’ more frequently than the ‘Yes’ group (less experienced group, M = 

3.50, low high-frequency range of strategy use) to imitate the tones that native Chinese 
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speakers used. This result indicates that the experienced respondents believed that 

imitating native Chinese speakers’ tones was of importance. Even though the less 

experienced students did not use the strategy so often, they still employed it with a 

mean in the high-frequency use range. Such a survey result also implies that these 

students were aware of the importance of tones in Chinese language learning. For 

instance, S12 (an experienced student) reflected on the challenge she encountered 

during her collaboration with her language partner, and suggested her language partner 

should practise imitating native Chinese pronunciations to a greater extent, as shown in 

Excerpt 5.7. 

Table 5.16 

Significant Difference in the Use of One Cognitive Strategy in Relation to the Length of 

Prior Learning of Chinese (N = 23) 

Cognitive 

strategy  

LLS item in the 

survey questionnaire 

Learning 

context 

Group mean Asymp.

Sig. (p) Yes (57%) No (43%) 

Repeating 

(Oxford, 

1990) 

I imitate the tones that 

native Chinese 

speakers use. 

Self-directed 

learning 
outside the 

online classes 

3.50 4.23 .04 

Note: ‘Yes’ means ‘less experienced Chinese learners’, < 6 months; ‘No’ means ‘more 

experienced Chinese learners’, >= 6 months.  

Excerpt 5.7 S12’s suggestion to her language partner of using ‘Repeating’ 

S12: … we practised our dialogue together, and I honestly couldn’t understand 

anything he said… so instead of trying to correct him, I got one of my friends (a 

Chinese friend), who recorded him [himself] doing the recording. So he completed 

the dialogue, and I sent it back to my language partner… And I said to him, 

“Perhaps you should practise following my friend’s recording?” (00:35:02 in the 

recording, Interview, S12, 2015). 

These two students failed the first-time collaboration of a role-play practice (questions 

and answers) due to the inaccurate pronunciation of S12’s language partner. A check of 

the recordings of their speaking practice confirmed that her language partner was weak 

in mastering tones which caused the failure of their collaboration. S12’s friend (a native 

Chinese speaker) then made a recording of the language partner’s part as a reference. 
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By using the recording, her language partner improved pronunciation, tones, intonation, 

and fluency in general according to the observed data.  

There are two significant differences between the two groups of students in their use of 

two metacognitive strategies (see Table 5.17). The experienced respondents used the 

strategy ‘Self-monitoring’ less frequently to highlight errors when speaking Chinese (p 

= .02, p <= .05), and similarly the strategy ‘Overviewing and linking with known 

material’ for reviewing the course recommended online resources (p = .03, p <= .05).  

Table 5.17 

Significant Differences in the Use of Metacognitive Strategies in Relation to the Length 

of Prior Learning of Chinese (N = 23) 

Metacognitive 

strategy  

LLS item in the 

survey questionnaire 

Learning 

context 

Group mean Asymp.

Sig. (p) Yes (57%) No (43%) 

Self-monitoring 

(Oxford, 1990) 

 

Try to notice my 

errors when speaking 

Chinese and to work 

out the reason for 

them. 

Self-

directed 

learning 

outside 
the online 

classes 

4.00 3.40 .02 

Overviewing and 
linking with 

known material 

(Oxford, 1990) 

Review the resources 
that are recommended 

in the online Chinese 

courses. 

3.54 2.60 .03 

Note: ‘Yes’ means ‘less experienced Chinese learners’, < 6 months; ‘No’ means ‘more 

experienced Chinese learners’, >= 6 months.  

The mean score comparison results in Table 5.17 suggest that the less experienced 

group paid more attention to noticing their errors in Chinese speaking and reviewing 

recommended resources in self-directed learning than did the experienced respondents. 

One possible reason for this phenomenon might be that the experienced students might 

gradually start to use various other learning activities on top of learning activities 

related to these metacognitive strategies as their language proficiency progressed. For 

instance, their learning experiences might make it easier for these students to learn from 

their peers’ speaking errors, during assessment task completion, and through online 

class participation. Similarly, the more experienced respondents might have discovered 

and chosen to actively access various online resources throughout their Chinese study, 
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and therefore would not be limited to reviewing only the recommended learning 

resources (‘Overviewing and linking with known material’).  

The interview results complement the survey results and suggest that the length of prior 

learning of Chinese also influenced the ways of using one social (‘Asking for 

correction’) and one cognitive strategy (‘Using resources for receiving and sending 

messages’) of some participants. In relation to learner experience it was also interesting 

to note from the interview data that an experienced student, S15, used to seek 

immediate feedback on tones and pronunciation from native Chinese speakers, an 

approach related to the social strategy ‘Asking for correction’. However, he reported 

that, over time, he had gradually used this social strategy less and relied more on using 

an E-dictionary to help learn and improve his pronunciation and understanding of 

vocabulary, which is related to a cognitive strategy of ‘Using resources for receiving 

and sending messages’.  

This transition suggests that the student became more confident in his Chinese 

pronunciation over time, and that the provision of standard pronunciation in tools like 

an E-dictionary also facilitated this transition. Furthermore, as he advanced from the 

beginning level to the intermediate level, his shift of learning focus also contributed to 

this transition. He explained that he focused on pronouncing Chinese correctly when he 

was a beginner, but as he moved to the intermediate level, his focus shifted to 

expanding vocabulary, refining the meaning of known words, and learning more 

advanced grammatical patterns. However, these interview findings do not suggest that 

S15 might have used the social strategy ‘Asking for correction’ less frequently, as he 

may have employed this strategy to ask for corrections with essay writing.  

The use of the memory strategy ‘Creating stories for memorising Chinese character 

writing’ was also, according to the interview results, influenced by the length of prior 

learning of Chinese. This strategy refers to learners memorising Chinese characters by 

creating stories according to the shapes of strokes and the meaning of the components in 

a Chinese character, such as using a story of “one person supports another person” to 

memorise “人 (which means ‘human being’ in English)”, and a story of “one person 

follows another person” to memorise “从 (which means ‘follow’ in English)”. This 
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example helps explain why some learners may learn “从” according to the meaning and 

shape of “人”. Excerpt 4.4 provided a similar example of the memory strategy use 

extracted from the interview data. However, these examples demonstrate that this 

memory strategy requires that the students accumulate enough vocabulary and 

knowledge of the language, before they are able to use it more frequently. This is why 

the adoption of this strategy was only reported by the experienced group.  

5.4 Summary 

This chapter investigated the question of whether certain factors appear to influence 

learners’ LLS use. Findings confirmed that these influencing factors involved some 

characteristics of the learning contexts (the asynchronous and synchronous 

environment, the categories of interactants with whom the learners interacted), and 

some characteristics of the individual learners (the learning motive of being able to 

communicate with Chinese-speaking friends or family, the goal of attaining a very high 

level of proficiency and thus being able to work as a translator/interpreter or teach 

Chinese, the age, and the length of prior learning of Chinese). This chapter also sought 

to explore how, and to what extent the students’ use of LLSs differed in relation to such 

influencing factors. 

By applying Mann-Whitney U tests, a number of significant differences between groups 

of students were found in the participants’ use of three cognitive, four metacognitive, 

one compensation, and one social strategies in relation to the four influencing factors of 

individual learner characteristics. By employing mean score comparisons and 

hierarchical clustering analyses, some important (although sometimes not statistically 

significant) findings emerged from the students’ relevant strategy use. The data analyses 

of the interviews and the observed data helped explain how the participants used LLSs 

and various learning tools differently in the three learning contexts, and with different 

people. These data analyses also helped uncover the reasons behind the participants’ 

LLS use and their opinions in relation to the effectiveness of different LLSs and 

learning tools. 
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In answering RQ2, the findings indicated that there were some significant differences 

between different groups of students’ LLS use in relation to the influencing factors. 

More specifically, 

• the participants used a wider repertoire of LLSs in the asynchronous environment 

than in the synchronous environment. One key contributing factor for this might 

be the different durations of the time windows in which they could take part in 

activities within the two learning environments; 

• students’ use of compensation and social strategies was very much influenced by 

the composition of the interactants. This is because the students needed to adjust 

their learning behaviour when interacting with different interactants;  

• the motive of being able to communicate with Chinese-speaking friends or family 

was found to be a significant influencing factor in relation to the participants’ two 

cognitive (‘Summarising’ and ‘Using resources for receiving and sending 

messages’) and two metacognitive (‘Overviewing and linking with known 

material’ and ‘Self-evaluating’) strategy usages. Their use of four affective 

strategies (‘Taking risks wisely’; ‘Making positive statements’; ‘Rewarding 

yourself ’; and ‘Discussing your feelings with someone else’) was also influenced 

by this motive;  

• the learning goal of attaining a very high level of language proficiency and being 

able to work as a translator/interpreter or teach Chinese, was found to be a 

significant influencing factor to the participants’ use of one social strategy, 

‘Asking for correction’. Memory and metacognitive strategy adoption were also 

found to be influenced by this learning goal, but less significantly;  

• the older students used two affective strategies, two memory strategies, and one 

compensation strategy more frequently than the younger students. Such findings 

indicated that, even among adult learners, different age groups used LLSs 

differently; and  
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• the length of prior learning of Chinese significantly influenced the participants’ 

use of one cognitive and two metacognitive strategies, potentially due to their 

different learning needs in different learning stages. 

Data analyses in this chapter further confirmed the complexity of LLS classification and 

use as discussed in Chapter 4. These findings, together with data presented in Chapter 4, 

are further analysed in reference to existing literature in the next chapter, Chapter 6, in 

which their implications and recommendations regarding LLS adoption in online 

language learning are also discussed.   
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Chapter 6. Discussion and Recommendations for 

Online Chinese Learning  

6.1 Introduction 

The main purpose of this chapter is to further develop the discussions in Chapter 4 and 

Chapter 5 in order to provide a deeper understanding to the key findings regarding the 

two research questions. To achieve this purpose, this chapter focuses on synthesising 

and further interpreting the results relating to the most significant and unique aspects of 

the LLS use in online language learning in general, and online Chinese language 

learning in particular. The results from Chapter 4 provided evidence that the participants 

applied a wide repertoire of LLSs with varying frequencies in the three learning 

contexts. The statistical and cross-case analyses in Chapter 5 revealed a number of 

important factors that had impacted their selection of specific LLSs.  

The discussion in this chapter, as presented in Sections 6.2 to 6.4, is organised in 

reference to the three learning contexts in which the participants’ LLS use occurred: 

• Self-directed learning outside the online classes (asynchronous environment);  

• Assessment task completion outside the online classes (asynchronous 

environment); and 

• Online class participation (synchronous environment).  

In each of these three sections, I first summarise the findings in respect to Oxford’s 

(1990) strategy categories and then, with reference to the literature, discuss the key 

findings in regard to LLS use in each learning context and their relationships to the 

characteristics of learning environments and learner differences. Recommendations and 

suggestions to both language teachers and learners are then provided.  

In Section 6.5, I discuss two important observations from this research project, namely 

the importance of technology in LLS use and the complexity surrounding LLS 

classification and adoption. The chapter ends with a summary in Section 6.6. 
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6.2 Key Findings and Recommendations in Regard to LLS Use in Self-directed 

Learning Outside the Online Classes 

In their self-directed learning, the participants had flexibility in managing and 

controlling their learning activities, and they therefore employed a wide repertoire of 

LLSs in respect of Oxford’s (1990) six strategy categories. This section focuses on five 

of these strategy categories. Compensation strategies are not discussed as there was 

limited data collected in the context of self-directed learning. 

6.2.1 Affective strategies 

The participants employed five affective strategies all of which were used in the context 

of self-directed learning. Of these, two strategies ‘Taking risks wisely’ and ‘Making 

positive statements’ were heavily used by the participants, and the strategies 

‘Discussing your feelings with someone else’ and ‘Taking steps to minimise anxiety 

when practising’ were found to have been used differently from that shown in previous 

LLS research. There was no evidence from the data collected in this project to show that 

the participants employed other affective strategies identified by Oxford (1990), such as 

using music and laughter to relax, or using a checklist to discover feelings, attitude, and 

motivations regarding language learning in general.  

‘Taking risks wisely’ and ‘Making positive statements’ 

The findings in Section 4.2.2 demonstrated that the participants heavily relied on using 

two affective strategies ‘Taking risks wisely’ and ‘Making positive statements’ (high-

frequency-range use) when encountering learning difficulties and maintaining positive 

learning motivations. However, it should be noted that these two strategies were only 

used by the participants when studying alone as opposed to in their interactions with 

others (see Section 5.2.2). There are three key factors that influenced their use of the 

two strategies as shown in Sections 4.2.2 and 5.3.3.  

The first and the most important factor found in the interview results is related to the 

specific online learning environment. The learning difficulties associated with the 

online environment are: the lack of immediate support from teachers compared with that 

found in the face-to-face classroom situation; scheduling collaboration with a language 
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partner which was often difficult and inefficient due to time zone differences and lack of 

face-to-face contact; and the feeling of being isolated from other course members. The 

interview data (from S15) suggested that the lack of immediate support from the 

teachers meant that students might have used the strategy ‘Taking risks wisely’ during 

conversations with native Chinese speakers. When encountering other learning 

difficulties, such as feeling slow in achieving learning progress and having no clear 

picture of the learning journey towards their learning goals, participants’ responses 

indicated that they used the strategy ‘Making positive statements’ as a way of 

maintaining their learning motivation in independent learning. In relation to the factor 

of the online environment, the research results are consistent with those of Xiao and 

Hurd’s (2007) study which demonstrated that 75.0% and 63.5% of online students rated 

the strategies of positive self-talk and taking risks among the highest ratings overall 

(ranked 1st and 3rd amongst 14 ways of dealing with anxiety).  

However, the use of these affective strategies contrasts with that employed by on-

campus students. On-campus students have previously been found to rank the two 

affective strategies as low-frequency-range use (ranked 46th and 50th in a 50-LLS 

questionnaire) (Hong-Nam & Leavell, 2006). In fact, the whole affective strategy 

category has been found to have the lowest use by on-campus students among Oxford’s 

six strategy categories (W. Jiang & Wu, 2016), attributed potentially to the ease of 

access to teachers and peers which favoured the use of social rather than affective 

strategies. Such differences suggest that it is the online environment, rather than the 

target language, which caused the high frequency of use of the two affective strategies 

in my study.  

The second influencing factor in the use of these two affective strategies (‘Taking risks 

wisely’ and ‘Making positive statements’) is the difficulties that some of these 

participants faced in understanding native speakers’ accents when communicating with 

them. For instance, one interviewee who lived in a western Chinese city and another 

interviewee who lived in a northern one both experienced the difficulty of 

understanding Mandarin spoken with different accents. Therefore, they had to push 

themselves to take risks in conversations even though they knew they might make 

mistakes (‘Taking risks wisely’), and to encourage themselves (‘Making positive 



 

234 

 

statements’) to continuously engage with others in such a language environment. 

Previous research has stressed that generally, Chinese language learners often face 

specific difficulties related to listening comprehension (e.g., distinguishing tones in 

listening; recognising words by their sounds) which, when combined with language 

learners’ own weaknesses in expression (i.e., errors of lexis, grammar, and 

pronunciation) (B. Hu, 2010; X. Jin, 2019), may lead to learning anxieties. Accent plays 

a particularly important role in listening comprehension as Chinese is a tonal language. 

Slight differences in pronunciation, tones and intonations often make it difficult for a 

learner to understand a conversation.  

Moreover, the different geographical locations from where distance students study (e.g., 

as shown in Section 3.3.3, the ten interviewees in this study were located in five 

different countries: Australia, China, Malaysia, South Korea and the UK) mean that 

they could be exposed to different Chinese dialects. When they are exposed to a dialect 

other than Mandarin, they often have to deal with this challenge by themselves because 

of the lack of immediate access to their teachers and peers. This, coupled with the 

isolation from other course members, considerably increases their learning anxiety.  

The interview data showed that the participants who lived, or used to live, in a Chinese-

speaking country (S8, S10, S12, S18) felt anxious when listening to Chinese people 

with strong accents, fast pace of speech, or unfamiliar vocabulary. This situation could 

be exacerbated when some Chinese-speaking people believe they are speaking standard 

Mandarin, but do not realise that their accents are influenced by their local dialects. In 

other words, the standard Mandarin accent learnt by students in an online Chinese 

program, and the accents they actually experience, could be different. Indeed, these 

types of differences in accents were reported to be a source of anxiety by participants 

(S8, S10, S12, S18), as they increased the difficulty that they had in communicating 

with native speakers, leading to a need to more frequently use the two affective 

strategies of ‘Taking risks wisely’ and ‘Making positive statements’. 

The third factor influencing the use of these two strategies is the learner characteristic of 

age. The hierarchical clustering analysis results (presented in Section 5.3.3) suggest that 

the older adult participants appeared to take more risks when speaking Chinese (‘Taking 
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risks wisely’) and to encourage themselves more frequently to study hard in Chinese 

learning (‘Making positive statements’). The fact that older adults were better able to 

overcome learning difficulties through adjustments of their emotions in self-directed 

learning was also confirmed by the interview data, as shown in Section 5.3.3. Previous 

studies have demonstrated that from primary, secondary, high school to university 

students, the older the students are, the more affective strategies they use (M.-L. Chen, 

2014; Sepasdar & Soori, 2014). However, there has been no comparison in the literature 

on how affective strategies were used by different adult age groups, such as the one in 

the current project between the younger adult group (< 30-year-old) and the older adult 

group (> = 30-year-old). The findings in my project on the employment of these two 

affective strategies relate specifically to different adult age group students, which can be 

used to guide the promotion of the two affective strategies to different adult age 

language learners.  

‘Discussing your feelings with someone else’ 

When encountering the learning difficulties mentioned above, the participants also 

employed the affective strategy ‘Discussing your feelings with someone else’. This 

strategy was used differently from Oxford’s (1990) original proposition, as technology 

was used to express the online students’ feelings. For example, the participant S36 used 

the Discussion Board to express her feelings about Chinese language learning (Section 

4.3.1). The Discussion Board was deliberately provided for students as a place to 

socialise online without the supervision of the teachers, and it helped to create an online 

environment in which students could share experiences and offer advice and support.  

There are two advantages in using this strategy with such a technology. On the one 

hand, it is easier for online students who prefer a text to vocal or face-to-face mode to 

express their feelings, and this is especially the case for shy, introverted, and reticent 

students (Suler, 2004; Q. Wang & Woo, 2006). On the other hand, students can receive 

responses that are more relevant to their learning from peers through the discussions 

than from friends and family members. As these peers have a similar background and/or 

first language, face the same assessment tasks, and have similar issues in using the 

online learning environments, such interactions are more relevant and meaningful as 
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online students can discuss issues and collaboratively search for and share solutions to 

problems they encounter in their learning (Woo & Reeves, 2008).  

The descriptive analysis showed that the respondents employed ‘Discussing your 

feelings with someone else’ in medium-frequency-range use (Section 4.2.2). However, 

the responses to this strategy diverged among the respondents with some students 

choosing to discuss their feelings with others and other students preferring not to. The 

lack of opportunities to access peers and external interactants seemed to contribute to 

the pattern of this strategy’s use. Although being isolated is a common phenomenon in 

online environments (Croft, Dalton, & Grant, 2010; Hurd, 2007), the participants did 

have opportunities to use this affective strategy involving external interactants (family 

members, colleagues, and friends).  

However, swiftly building social relationships with peers was not easy for some of the 

participants because of the lack of interaction among the peers, and they therefore 

hesitated to share their feelings with others on the Discussion Board. Indeed, some 

interviewees (S17, S18) claimed that they “don’t [didn’t] know them (other course 

members) very well” which affected their posting comments on Discussion Board. The 

reluctance to post comments in online forums when these are not part of an assessment 

task is not uncommon (Woo & Reeves, 2008). Earlier research has also suggested that 

online students can be concerned about security issues (e.g., sharing private information 

in a public forum), and can fear negative feedback in an online environment (Lai & Gu, 

2011; Shudong Wang & Heffernan, 2010). However, this did not appear to be the case 

in the participants’ posts within the courses (e.g., Discussion Board). They appeared 

comfortable in sharing some personal information about family members, interests, 

majors, living places, and even personal photos in the Discussion Board.  

‘Taking steps to minimise anxiety when practising’ 

This research found one affective strategy ‘Taking steps to minimise anxiety when 

practising’, which is not included in those affective strategies already defined by 

Oxford and other researchers. This strategy refers to online students who choose 

specific learning activities and groups of Chinese-speaking people to interact with in 

order to reduce their speaking anxiety. The learning activities in my project in which 
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this strategy was discovered included watching children’s TV programmes in Chinese, 

reading books in parallel-text versions, using flashcards when feeling tired, and talking 

to native speakers in Chinese. Overall, the interviewees (S5, S8, S14, S17, S18) 

reported that these learning activities gave them a sense of immersion in Chinese 

learning, kept them engaged with learning activities, maintained their learning 

motivation, and strengthened their learning confidence.  

The case (S18) where strangers, such as taxi drivers and unfamiliar Chinese students, 

were preferred as interactants for practice shows an interesting and effective way to 

reduce speaking anxiety (Section 4.2.2). This result is different from those found in 

earlier studies, which suggested students felt anxious when talking with unfamiliar 

native speakers (Regan, 1998; Regan, Howard, & Lemée, 2009). Self-esteem played an 

important role here as the participant explained that he felt embarrassed when his 

colleagues and friends corrected his speaking mistakes. A similar self-esteem issue was 

described in Hurd and Xiao (2010, p. 194), in which an online student said that “as an 

adult learner, I am very sensitive to self-esteem. I know talking to someone, especially 

the teacher, about my problems may make me less anxious… Still, I simply refuse to 

take the initiative…” Obviously, these learners feel it is less embarrassing to make 

errors and mistakes in front of random strangers as it is unlikely that they will encounter 

them again, compared with people they are familiar with, such as teachers, peers, and 

friends. This result also indicates that this strategy may not be applicable to everyone as 

each individual student’s self-esteem is different. 

‘Taking steps to minimise anxiety when practising’ is particularly important for online 

students as they need to autonomously find practice opportunities and maintain learning 

motivation. Compared to other affective strategies, such as ‘Making positive statements’ 

mentioned earlier in this section, the use of this affective strategy often involves 

practising the target language in natural settings, and learners need to consider the 

match between the difficulty level of the practice and their own level of language 

learning proficiency. Talking with strangers may increase learners’ confidence level and 

consequently motivate them to progress with their language studies.  
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The difficulty of maintaining positive motivation for distance students in language 

learning has been frequently pointed out by researchers (Bosmans & Hurd, 2016; Bown 

& White, 2010; White, 2014), whilst ‘Taking steps to minimise anxiety when practising’ 

provides a practical solution to address such a difficulty in distance language learning. It 

is worth noting that this strategy may not suit all online students as, firstly, not everyone 

would have opportunities to access native Chinese speakers; and secondly, students 

need to reach a certain proficiency level before they can engage in meaningful 

conversations with native speakers who are strangers to them. 

Recommendations 

In distance language learning, affective strategies play an important role in building 

learner confidence and the strategy use is aligned with learner autonomy (Hurd, 2008; 

White, 1995). Based on the literature and the findings from this project, I propose the 

following recommendations: 

1. As some online students are not willing to openly share their anxiety with other 

students and teachers in a course forum (e.g., Discussion Board; message board), 

language teachers could adopt a more proactive role in helping students deal 

with language learning difficulties (e.g., difficulties in Chinese character 

learning and Chinese speaking) by using the strategy ‘Discussing your feelings 

with someone else’. For instance, teachers may privately email students who are 

reluctant to participate in online discussions and encourage them to share their 

good ideas about language learning and their learning experiences. Teachers 

could also take advantage of the course forum and post common learning 

difficulties (e.g., speaking errors from anonymised previous Chinese language 

learners’ recordings) experienced by other learners and encourage students to 

discuss theirs. More importantly, during such discussions, teachers can offer 

specific solutions to address specific learning difficulties. These activities may 

facilitate meaningful interactions and enable teachers to understand the problems 

and hurdles that students are facing in a timely fashion.  

2. Both online forums and social media apps (e.g., WeChat, Facebook) can be used 

within an online course to encourage the use of the affective strategy 
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‘Discussing your feelings with someone else’. An online forum is more formal 

than social media apps as it enables students to reflect on their learning process 

and benefit from using threaded discussions in groups. On the other side, social 

media apps enable students to share their feelings in a timely and more casual 

way. 

3. Since younger adult students seem to be less likely to use the strategies ‘Taking 

risks wisely’ and ‘Making positive statements’, language teachers could prepare 

motivational quotes and messages for these students and suggest that distance 

students print them out and leave them on their desks. A great deal of humour 

can be embedded into such quotes and messages, hopefully leading to increased 

student confidence. This idea aligns with that of White (2006) who suggested 

that teachers should help online students develop a sense of belonging, and help 

them maintain optimism in their online language learning. 

4. Some online students may feel embarrassed talking to people they know such as 

Chinese friends and colleagues, as in the case of S18. These students can be 

encouraged to use the affective strategy ‘Taking steps to minimise anxiety when 

practising’. They can apply it not only in real life, but also in an online 

environment, such as finding and chatting with native Chinese speakers who 

want to learn their native language as a foreign language (a Google search of 

“language learning exchange native speaker” will find many websites offering 

such a function). Students can be creative in designing these ‘steps’ to minimise 

their anxiety, and benefit from incorporating different exercises, such as 

speaking in front of a mirror; ordering food in a Chinese restaurant; reading 

novels in parallel-text versions (English and Chinese); and watching Chinese 

movies with or without English or Chinese subtitles.  

5. To reduce learners’ anxiety and increase their confidence and motivation, 

teachers should encourage students to actively engage in interaction in the target 

language with other language learners and native speakers. Such interaction can 

be conducted face to face or via social media apps such as WeChat and 

WhatsApp. As J. S. Lee and Chen Hsieh (2019) pointed out, online activities 

that facilitate students’ language output (e.g., interaction with someone online) 
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are more effective than those learning activities only provide input (e.g., 

listening to a song or watching movies or dramas in the target language) in 

helping improve learner confidence and motivation.  

6. Due to the higher importance of affective strategies for online students (with 

respect to on-campus students), online students should be encouraged to explore 

other affective strategies whilst considering their effectiveness to their individual 

selves, such as ‘Using music’, ‘Using laughter’, ‘Using progressive relaxation, 

deep breathing, or meditation’, and ‘Listening to your body’. This suggestion 

echoes researchers who recommended that distance students use a wide 

repertoire of affective strategies when dealing with language learning difficulties 

(Hurd & Xiao, 2010). 

7. Learning anxiety frequently appeared from the data collected in this research 

project. As a countermeasure, teachers may consider sending an online anxiety 

checklist to students to enable them to measure their levels of anxiety at the 

early stage and during the online courses. The results of the checklist could be 

used by online students to trigger their need to seek support from teachers, and 

by teachers to better support online students. 

6.2.2 Cognitive strategies 

As summarised in Section 4.2.3, the participants applied a number of cognitive 

strategies in different learning activities in self-directed learning, such as learning new 

words and phrases, practising pronunciation, taking notes, and summarising grammar 

points. The survey results revealed that the participants primarily employed two 

cognitive strategies, ‘Using resources for receiving and sending messages’; and 

‘Repeating’. They employed these two strategies for understanding or interpreting input 

and finding words or expressions to use the most frequently, and their use depended 

heavily on digital resources (e.g., CD recordings) and language learning tools (e.g., E-

dictionaries). 
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‘Using resources for receiving and sending messages’ 

The cognitive strategy ‘Using resources for receiving and sending messages’ was 

employed by the participants with a high-frequency range. This strategy involves using 

resources to find out the meaning of what is heard or read in the target language, or to 

produce messages in the target language, such as using dictionaries (Oxford, 1990). In 

my research project, the strategy was used differently from that defined by Oxford 

(1990), as the “resources” used by the participants were mostly digital and they relied 

on the Internet, which differ from the ‘print and non-print resources’ in Oxford (1990). 

One particular use of this strategy, according to the interview and observed data, was 

the participants’ checking of information relevant to new Chinese words via E-

dictionaries or websites, such as example sentences and the meaning, pronunciation and 

stroke writing sequence of Chinese characters.  

The data, in particular the interview data, in this project have confirmed that the 

associated language learning tools are particularly important to online students because 

of their lack of interaction with teachers and difficulty in getting support for self-

directed learning. Unlike on-campus students, who have more opportunities to consult 

the meaning of new words with their teachers in classrooms, online students need to 

rely on themselves to study new words through the use of the various language learning 

tools available to them. The interviewees (S12, S13, S15) mentioned they used this 

strategy frequently whenever they had difficulties in working out the meaning of 

unfamiliar words or phrases when reading and writing in self-directed learning, as 

shown in Section 4.2.3. By using this strategy and the associated language learning 

tools, online students can more effectively deal with these barriers to self-directed 

learning.  

Nearly all interviewees claimed that the use of E-dictionaries and websites was efficient 

in supporting them to complete various learning activities, and this finding aligns with a 

wealth of studies in the literature showing the efficiency and popularity of using online 

learning resources and tools (Alharbi, 2016; H.-c. Huang et al., 2009; L. Jin & Deifell, 

2013; Klapper, 2008; X. Q. Liu, Zheng, & Chen, 2019; McAlpine & Myles, 2003). 

Students often select online resources and tools which they can adapt to address their 

individual learning goals and needs (X. Q. Liu et al., 2019). However, most participants 
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in my study appeared to lack selection strategies in choosing appropriate online 

resources and tools to aid their learning or randomly selected resources or learning tools 

and stuck to them in self-directed learning. Such a random choice may have affected 

their learning efficiency as different learning needs require students to select different 

online resources or learning tools for effective learning (Alharbi, 2016; Klapper, 2008). 

For example, Pleco (an English-Chinese E-dictionary) on smartphones was reported to 

be randomly picked up by two interviewees (S5 and S8) to help their Chinese reading 

comprehension. However, using a pop-up dictionary (e.g., a dictionary which gives 

meaning of a word when it is double-clicked or selected on a webpage) could be more 

effective than Pleco when reading a passage on a computer, as it immediately provides 

basic information relating to a word on the screen, and such an immediate explanation 

may help reduce extraneous cognitive load by providing rich information relating to a 

word when reading (X. Q. Liu et al., 2019). This example clearly indicates that there is 

a need to guide online students in selecting and using appropriate language learning 

tools. 

There are two possible reasons for the participants’ random use of just a few language 

learning tools which may have impacted the effective use of the strategy ‘Using 

resources for receiving and sending messages’. The first reason is that there are a 

wealth of online learning tools and resources as technological developments progress 

and, as discussed in Section 2.2.3, this makes it difficult for both teachers and learners 

to remain current with such tools. For instance, in 2015, Google Translate started to 

offer users a function that, by simply focusing mobile phone cameras on texts, the 

corresponding translation and its readout would be instantly available to users. Prior to 

this, users, such as the participants in my project, usually would need to either type or 

copy the text into Google Translate (Johnson, 2019). This function update obviously 

enhances the efficiency of using the strategy to assist in learning Chinese characters and 

pronunciation, whilst also improving reading comprehension. As the number of 

technological tools and their updates increases, teachers may find that they have limited 

time to review and learn the use and benefits of these tools. As not all language learning 

tools provide the same level of quality and effectiveness for language learning, the lack 
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of knowledge about these tools makes it challenging for teachers to suggest, and 

students to choose, the most suitable tools for effective learning. 

The other reason is that the participants lacked awareness of the importance of 

discussion with their peers about effective tools for coping with various learning 

activities. Most of the time, they invested their effort into searching and testing the tools 

and resources as they studied alone, but they seldomly communicated their findings 

with other students. For instance, some interviewees used Short-term Spoken Chinese 

(an app accompanying the textbook used in the courses) for reviewing and testing new 

words in the textbook. However, other interviewees in the same course did not even 

notice the existence of such an app for vocabulary learning. Despite online students’ 

discovery and use of such language learning tools for self-directed learning, an obvious 

gap in the sharing of this information exists, which can be bridged by improved 

communications and discussions among online students.  

‘Repeating’ 

The second frequently used cognitive strategy by the participants was that of 

‘Repeating’, which refers to rehearing and imitating a native speaker multiple times as 

part of an individual’s language learning (Oxford, 1990). The strategy use by the 

participants in this research involved a variety of digital tools, such as flashcard apps, 

CD recordings and WeChat voice messages, which again differ from the resources used 

at the time of Oxford’s (1990) research. Technology, in this case, is instrumental not 

only in increasing the use frequency of this strategy, but also in improving its 

effectiveness in supporting language learning (see Section 4.2.3).  

The findings from this research show that digital resources and tools allowed the 

participants to listen to and repeat what they heard as many times as they needed and 

whenever they needed, rendering this cognitive strategy one of high-frequency-range 

use. Such a research result contrasts with this strategy’s use by on-campus students. On-

campus students have previously been found to rank this cognitive strategy as medium-

frequency-range use (ranked 24th in a 50-LLS questionnaire) (Hong-Nam & Leavell, 

2006). The result also differs from the online students’ use in the study of Xiao and 

Hurd (2007), in which the online students rated ‘Repeating’ as at medium-frequency-
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range use. Students in Xiao and Hurd (2007)’s study did not seem to have used such a 

wide variety of technological tools as the participants in my research. Such differences 

further underline the important role that technology contributes to the high-frequency 

use of ‘Repeating’. 

The importance of ‘Repeating’ is further supported by the Mann-Whitney U test results 

which revealed that the longer the students had studied Chinese, the more frequently 

they used this strategy (see Section 5.3.4). The longer students continue to study 

Chinese and therefore encounter more Chinese characters and longer sentences, the 

importance of accuracy in pronunciation, tones, tone changes in a sentence, and 

intonations of Chinese words and sentences increases. Indeed, the findings in my 

project concur with those from the literature on Chinese language learning in 

emphasising the importance of accuracy (e.g., Chu, Lin, Chen, Tsai, & Wang, 2015). 

By contrast, English language learners rated ‘Repeating’ as a low-frequency-range use 

strategy (ranked the 13th in 16 cognitive strategies) (Xiao & Hurd, 2007). ‘Repeating’ as 

a strategy in Chinese language learning is especially important for distance students as 

they have limited opportunities to practise pronunciation and achieve accuracy and 

fluency with teachers in the classroom (Klapper, 2008).  

Although the use of ‘Repeating’ was in the high-frequency range, some interviewees’ 

pronunciations and tones were still problematic according to my observations. Simply 

using the strategy to imitate native speakers’ pronunciation offers no guarantee as to the 

accuracy of the repeats. This argument also extends to achieving accuracy in writing 

Chinese characters. A key element beyond ‘Repeating’ is immediate feedback, which is 

often absent in self-directed learning without the support of technology. The lack of 

immediate feedback from teachers to guide students in self-directed learning could also 

contribute to the accuracy issue (Truman, 2008).  

Electronic feedback, which provides “just in time” feedback, is a solution proposed by 

Guichon, Bétrancourt, and Prié (2012). By using electronic feedback, online Chinese 

students may be able to check their errors and mistakes in speaking and Chinese 

character writing. Students may be able to immediately correct their mistakes and 

analyse the reasons without waiting until they attend an online class. For instance, 
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students can use a voice input method to check if their pronunciation can be recognised 

by a mobile E-dictionary tool (e.g., Google Translate) or a smart speaker (e.g., Xiaodu, 

Xiaomi AI). Similarly, they can also check their character writing by using built-in 

camera recognition or handwriting input methods when using E-dictionaries or Google 

Translate. This is similar to the use of spell checker (e.g., the Microsoft Word spell 

checker) to help correct spelling errors (Lawley, 2016).  

Recommendations 

Whilst vocabulary and conversation learning with digital resources is not a novel way of 

transforming language learning with technology, such tools allow learners to enhance 

their learning efficiency, especially with the increased availability of learning tools and 

resources over the Internet. However, a clear gap exists, both in this research project 

and in the literature, in highlighting how online students require explicit guidance in 

selecting the most effective resource and tools to support their language learning. 

Consequently: 

1. It is recommended that teachers more actively guide students to assess the 

capabilities of technology in learning tools and digital resources for effective 

strategy use. For example, teachers may direct students to: identify the most 

appropriate types of E-dictionary to use; discuss and evaluate the strengths and 

the weaknesses of different functionalities in these E-dictionaries; and encourage 

students to share their experiences of E-dictionary use with their peers. 

2. These discussions should ideally begin at the early stages of their studies. These 

early discussions will help students find the appropriate technological tools to 

suit their different language levels and learning needs. In this process, a teacher 

could be an important facilitator in directing students to the most suitable tools 

to meet their needs and increase their language learning efficiency through the 

development of cognitive strategy use. By doing so, students will better 

understand the most appropriate tools to be used in a given situation and thus 

avoid distractions and consequent loss of study motivation.   

3. As accuracy in pronunciation is particularly important in Chinese language 

learning, it is recommended that distance language learners seek electronic 
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feedback beyond simply using the strategy of ‘Repeating’. Students can apply 

the examples enumerated earlier or be creative to explore further use cases and 

share their use experience with their peers. 

4. More broadly, learners can utilise technologies to improve their Chinese 

speaking. Shi and Stickler (2019) suggested three types of technological tools 

for achievng this aim. First, for improving Chinese pronouciation and tones, tone 

recognition software such as NewPepper could be used. Second, for facilitating 

online synchronous classroom interaction, the Elluminate program may be 

useful, and thirdly, accessing authentic communication can be achieved through 

the use of software such as Skype. Language learners may discuss their options 

with teachers and select the most appropriate tools for developing their speaking 

skills.   

5. In conjunction with the strategy of ‘Repeating’, online Chinese language 

learners are encouraged to use the cognitive strategy ‘Formally practising with 

sounds and writing systems’. A recent study demonstrated that successful 

Chinese language learners are particularly aware of using this strategy and 

frequently employ it to practise the sounds of Chinese, and write notes and 

messages in Chinese (Chu et al., 2015).  

6.2.3 Social strategies 

The participants in this research employed a number of social strategies in self-directed 

learning in order to interact with various people for the purposes of socialising, asking 

questions regarding assessment tasks, solving technological problems, and finding a 

language partner for completing related assessment items (see Sections 4.2.4 and 4.3.1). 

This section focuses on the use of one social strategy in interacting with native Chinese 

speakers (e.g., Chinese friends) for socialising. The use of other social strategies in 

interacting with teachers and peers in self-directed learning is similar to the use of social 

strategies in the context of assessment task completion, and these will be discussed in 

Section 6.3.2.  
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‘Using the tools available to improve communication and interaction’ 

Specifically, the participants mainly used one social strategy ‘Using the tools available 

to improve communication and interaction’ to interact with native Chinese speakers as 

shown in Section 5.2.2. This strategy refers to students’ use of particular functionalities 

of communication tools to enhance social relations. It is a specific strategy for online 

language learning found in this research project and it is distinctly different from those 

social strategies already defined by Oxford (1990) and other researchers. These tools 

include Email, WeChat, and WhatsApp. Among them, WeChat, the most popular 

instant messaging app in Chinese speaking communities (Wu, 2018), exemplifies how 

technology can be used as a communication tool to build friendship circles with Chinese 

friends. The participants communicated with their friends using both voice and text 

messages. They also used WeChat moments as a social space to present their photos and 

commented in Chinese on the photos that were posted by their Chinese friends. 

There are clear benefits from using this strategy based on the observed and the interview 

data. Students can take advantage of the availability of Chinese native speakers for 

conversations in Chinese using social network software such as WeChat. This type of 

engagement in conversations in the target language is supported by previous studies that 

have reported on the various benefits of interacting with native speakers for foreign 

language learning (Kaan & Chun, 2018; Mahfouz & Ihmeideh, 2009). In these casual 

conversations, it is likely that students, on the one hand, engage in the negotiation of 

meaning when interacting with native speakers. Such interactions promote learners’ 

foreign language development through continuously adjusting their language output, 

and consequently improving their communicative competence and intercultural 

understanding (Tudini, 2003). On the other hand, native speakers could also help 

language learners improve their language proficiency by demonstrating the correct 

expressions and pointing out errors in voice and text messages because they have the 

knowledge of the target language culture and speak the language fluently (Maranto & 

Barton, 2010).  

Language learners who frequently imitate Chinese friends’ voice messages on WeChat, 

can quickly adjust to native speakers’ accents, reuse the syntactic structures they 

encounter (Kaan & Chun, 2018), increase their understanding of the culture, and even 
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be motivated to continue their learning (Sue Wang, 2019). The findings on using 

WeChat in this project corroborate those in previous studies that such interactions 

helped enhance language learners’ communicative competence (Bosch, 2009; H.-I. 

Chen, 2013; Maranto & Barton, 2010), even for beginning-level students who can 

benefit from practising Chinese expressions when using WeChat (L. Jin, 2018). 

More broadly, the interactive social network nature of WeChat helped the students build 

a social network and foster their language learning at a distance. Their social network 

included not only Chinese speaking friends, but also language teachers and peers. 

Building social relationships via communication tools is a part of online language 

learning (Hauck & Hampel, 2008), which is particularly important for distance students 

as it reduces the feeling of being isolated, expands their access to native language 

speakers, and increases communicative opportunities. Social networks encourage 

students’ interaction with others and the related communication tools allow them to 

foster their learning skills (Derakhshan & Hasanabbasi, 2015). The observed data 

revealed that the students communicated with their social network members from 

different places, and that such communications went beyond casual conversations. For 

example, the students used WeChat moments and the associated comments to interact 

with their social networks, which provided opportunities for them to practise Chinese 

reading and writing. 

However, it is not always easy for distance students to use this strategy because of their 

unequal opportunities to access native Chinese speakers. For example, among the ten 

interviewed students, three lived in Chinese-speaking countries, six lived in English-

speaking countries, and one lived in a Korean-speaking country. For students in 

Chinese-speaking countries, it will self-evidently be easier for them to make friends 

with Chinese native speakers and consequently build a network via social network 

software such as WeChat. However, this might not be the case for students in non-

Chinese speaking countries. 

Recommendations 

Given the benefits of using the tools available to improve communication and 

interaction as discussed above, it is recommended that: 
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1. Online language students should be encouraged to actively seek opportunities to 

interact with native Chinese speakers, taking advantage (where possible) of both 

their physical locations (e.g., living in a Chinese-speaking country) and online 

communication tools such as social media apps. Apps such as WeChat and 

Facebook Messenger often provide a rich synchronous environment supported 

by video and/or audio conferencing, instant text or audio chat functions, thereby 

allowing learners to have immediate conversations in Chinese with native 

speakers. Language chat platforms provide another useful language learning 

community that can be found by simply searching “chat platforms for Chinese 

learners” via search engines such as Google. By using these communication 

tools and platforms, online students may be able to improve their Chinese 

characters or Pinyin typing skills and writing skills through text chatting and 

listening, and their speaking skills through video and audio conferencing. They 

can also receive immediate feedback from native Chinese speakers. 

2. Language teachers could add guest sessions into online Chinese courses where 

native Chinese speakers are invited to visit an online group through WeChat 

groups or synchronous sessions (e.g., Blackboard Collaborate). This would be 

particularly valuable for those distance students who have limited exposure to an 

authentic Chinese speaking environment. To improve the effectiveness of such 

an encounter, teachers could also help students prepare vocabulary and possible 

questions for interacting with the online guests. This would also be a perfect 

occasion for students to adopt the strategy of ‘Using the tools available to 

improve communication and interaction’ as student can make use of the in-built 

features (e.g., text chat, video and audio functions) in the synchronous 

environment to interact with such native speakers.  

6.2.4 Memory strategies 

A total of five memory strategies were identified in Section 4.2.5, which were all used 

by the participants when they studied alone. This section mainly focuses on four of 

them, namely ‘Creating stories to memorise Chinese character writing’; ‘Representing 

sounds in memory’; ‘Placing new words into a context’; and ‘Using mechanical 

techniques’. Among these four strategies which reflected how the online participants 
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memorised new words and phrases, ‘Creating stories to memorise Chinese character 

writing’ is specific for Chinese language learning. In using these memory strategies, the 

participants’ language learning tool selection, as reported by the interviewee S8, played 

a crucial role and helped them learn vocabulary as the effectiveness of the use of these 

memory strategies was related to the selected tools. The fifth memory strategy 

‘Semantic mapping’ is not discussed in this section due to its low frequency of use. 

‘Creating stories to memorise Chinese character writing’ 

This strategy refers to creating idiosyncratic stories about Chinese characters using the 

learner’s knowledge of radicals (a graphical component of a Chinese character) as cues 

(see Section 4.2.5). Radical knowledge facilitates Chinese character recognition and 

memorisation (Shen, 2005; Y. I. Xu, Chang, & Perfetti, 2014) as radicals often provide 

a rough idea of the meaning of a character. However, as discussed in Section 2.3, 

learners cannot memorise a phonetic-semantic compound character just by guessing the 

meaning of the radicals in the character. This means that the radicals may not indicate 

the precise meaning of a compound character as some characters and their usages have 

changed over time. Since more than 90% Chinese characters are semantic-phonetic 

compounds with a radical and a phonetic component (Y. Hu, 2011), this memory 

strategy is particularly important to Chinese language learners in Chinese character 

learning. 

However, the strategy ‘Creating stories to memorise Chinese character writing’, as a 

more “intellectual memory strategy” (Xiao & Hurd, 2007, p. 157), was only used by 

one participant in this research project. Here, the more “intellectual memory strategies” 

(e.g., ‘Placing new words into a context’ and ‘Semantic mapping’) refers to strategies 

that are more effective than mechanical memory strategies (e.g., ‘Representing sounds 

in memory’) (Xiao & Hurd, 2007, p. 157). On the other hand, more than 40% of the 

respondents relied on using the mechanical memory strategies (‘Using mechanical 

techniques’) according to the survey results. In self-directed learning, adult students 

should use more intellectual memory strategies as they would normally have a wider 

knowledge base and a more developed intelligence than younger language learners 

(Xiao & Hurd, 2007).  
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Indeed, most of the interviewed students claimed that they felt challenged in 

memorising character writing, dealing with the large number of homophones in 

Chinese, remembering characters’ pronunciation, and understanding their meaning. 

Two interviewees even gave up learning Chinese character writing and focused instead 

on learning to recognise Chinese characters and their pronunciations. These results are 

consistent with those previous studies (discussed in Section 2.6.2) which summarised 

the difficulties of memorising Chinese characters and emphasised the importance of 

employing specific memory strategies through which English speakers can learn 

Chinese characters (Grenfell & Harris, 2015; Hayes, 1988; X. Jiang & Zhao, 2001; Kan 

et al., 2018; Shen, 2005). Such results reveal a clear need to make online students more 

aware of the possibilities that the repertoire of memory strategies can be used for in 

Chinese character learning. 

Language teachers can play an essential role in facilitating such Chinese character 

learning by using the strategy ‘Creating stories to memorise Chinese character writing’. 

Beginning-level students need to be equipped with an initial knowledge of Chinese 

orthography features (i.e., radical knowledge, graphemics, semantics, and phonetics) 

before they can increase the use of this memory strategy (see Section 4.2.5). Language 

teachers could help address this need by guiding beginners to initially learn a small 

number of different radical-containing compound characters (Y. I. Xu et al., 2014), and 

also provide clear instructions and concrete examples to demonstrate how the Chinese 

orthography features can be used to help with memorising these Chinese characters. 

These small numbers of characters should thus form the core vocabulary to be learnt in 

their learning resources, such as the textbook (Y. I. Xu et al., 2014), rather than the 

1,000 most common Chinese characters (Loach & Wang, 2016). By learning a small 

number of characters related to their learning resources, online students can efficiently 

use the resultant knowledge of radicals to assist them in creating stories to memorise 

characters in their self-directed learning. In other words, this strategy use requires a 

progressive character learning process, starting from learning typical radical-containing 

compound characters, and gradually moving on to mastering all the vocabulary in the 

provided learning resources. 
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‘Representing sounds in mind’ and ‘Using mechanical techniques’ 

The participants used the two strategies ‘Representing sounds in mind’ and ‘Using 

mechanical techniques’ concurrently when they were using digital resources (e.g., 

Pimsleur CDs and flashcard apps); therefore this section discusses these two strategies 

simultaneously. Whilst the use of the two memory strategies was expected, the times 

they were used were impacted by the schedules of the online students. The former 

strategy refers to students remembering a new word according to its sound, whilst the 

latter refers to remembering a new word by using tangible techniques, such as 

flashcards (Oxford, 1990). These two strategies were used differently from those 

defined by Oxford (1990), as digital resources and tools expanded the ways in which 

these two strategies were used. The participants (S5, S8, S14, S18) reported that the 

technological tools and digital resources they had used were effective and that there was 

a variety of learning activities enabled by these tools and digital resources, such as 

repetitively listening to audios (e.g., listening to Pimsleur CDs when driving), watching 

animations of characters and words, and using a flashcard app for memorising words 

during spare time. 

Accessibility, portability, and ubiquity of the technological tools and resources 

prompted online students to use them as a vocabulary and conversation learning tool in 

their fragmented time based on the interviewed data provided by S5, S8, S14, S15, S17 

and S18. The use of fragmented time is especially important to online students because 

they can arrange their learning schedules more flexibly with the support of technology. 

Therefore, online students may use such mechanical memory strategies via technology 

to complement other memory strategies in order to learn vocabulary and short 

conversations, and in particular to review the previously learnt material, at times when 

the period available for study is very short (Xiao & Hurd, 2007).  

‘Placing new words into a context’ and ‘Using mechanical techniques’ 

The participants’ use of ‘Placing new words into a context’ and ‘Using mechanical 

techniques’ was influenced by age, and therefore this section discusses these two 

strategies together. ‘Placing new words into a context’ refers to memorising new words 

in a context, such as in a sentence, whilst ‘Using mechanical techniques’ refers to 
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remembering a new word by using tangible techniques (Oxford, 1990). The respondents 

reported that they used these two memory strategies with a medium-frequency-range 

usage, but their use frequencies differed quite significantly in self-directed learning. 

About one third of the respondents barely used or never used these two strategies, whilst 

the similar percentage of respondents always used it. Similar findings have also been 

reported for on-campus English language learners (Hong-Nam & Leavell, 2006). Such 

results suggest that the online environment and the Chinese language might not be the 

influencing factors of the use of these two strategies.  

Age was found to be a factor that affected online students’ use of ‘Placing new words 

into a context’ and ‘Using mechanical techniques’ according to the hierarchical 

clustering analysis results (see Sections 5.3.2 and 5.3.3). The respondents who were 

younger adult students seemed to be more willing to spend time on finding associations 

between words and grouping words (‘Placing new words into a context’) but were less 

reliant on using flashcards to memorise words (‘Using mechanical techniques’). These 

results in terms of age in my research can explain, at least to a certain extent, why the 

older students in the interviews reported that they were frustrated by the challenge of 

memorising new Chinese words (“quickly forgot”) and understanding the meaning of 

words when carrying out listening activities; hence their need for more affective 

strategy use, as discussed in Section 6.2.1.  

Importantly, there is very little research in the literature on the relationship between 

adult age groups and memory strategy use in language learning. M.-L. Chen (2014) 

found that with the increase of age, language learners’ memory strategy use increases. 

However, her study only compared the differences among primary, secondary, and 

university students, and did not segment the university students into different adult age 

groups. It is generally believed that memory peaks at the age of 16 to 23, and decreases 

thereafter (Lyu & Xu, 2019). The results of the use of these two memory strategies in 

relation to age in my project suggest that not all memory strategies are treated the same 

by different age groups of adult students.    

There are two likely reasons for the different use of the two strategies. One is that older 

adults are less likely to employ a memory strategy if the strategy is perceived as 
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difficult to use (Lineweaver, Crumley-Branyon, Horhota, & Wright, 2019). In language 

learning, ‘Placing new words into a context’ is seen as one of the ‘complex’ strategies 

for vocabulary learning and memorising, whilst ‘Using mechanical techniques’ is seen 

as one of the ‘simple’ strategies (Nation, 2001). The other reason is that older adults 

tend to use external aids, such as notes, to help memorise information (Lineweaver et 

al., 2019). Given the importance of using both ‘simple’ and ‘complex’ strategies as 

highlighted by Nation (2001), language teachers should recommend different memory 

strategies to different age groups correspondingly. 

Recommendations 

Memorising vocabulary and conversations with digital resources and language learning 

tools allows online students to take advantage of technology to enhance their 

effectiveness in memory strategy use. It is recommended that language teachers could 

support online students’ memory strategy use in self-directed learning in a number of 

ways:  

1. When selecting language learning apps for memorising vocabulary and phrases 

by using mechanical memory strategies (‘Representing sounds in mind’ and 

‘Using mechanical techniques’), learners should consider testing themselves 

immediately after memorising new words as these tests were found to 

significantly improve memory recall in Li and Tong (2019). The employment of 

the metacognitive strategy ‘Self-evaluating’ can help review vocabulary and 

enhance the effectiveness of the memory strategy use. This suggestion is in 

alignment with that of Oxford (2017) who argued that students can combine 

LLS “in various ways, such as strategy clusters or strategy chains” (p. 48). 

2. As age influences the use of memory strategies (‘Placing new words into a 

context’ and ‘Using mechanical techniques’), teachers should particularly 

encourage older adult learners to be aware of the effectiveness of using 

fragmented time for learning, and spending more time on memorising words by 

analysing their associations, such as using the complex strategies ‘Creating 

stories to memorise Chinese character writing’, ‘Placing new words into a 

context’, and comparing characters to spot similarities and differences in shape. 
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3. To better use the strategy ‘Creating stories to memorise Chinese character 

writing’ in online learning, language teachers may direct learners to good quality 

YouTube videos on learning Chinese characters to help them create amusing and 

interesting stories, thus turning memorising characters from a burden into a fun 

activity. This recommendation echoes research of Chinese character learning by 

Shen (2005) and Grenfell and Harris (2015). 

6.2.5 Metacognitive strategies 

The findings in Section 4.2.7 demonstrated that the participants employed a total of six 

metacognitive strategies in the three learning contexts, and that all these strategies were 

used in self-directed learning. This section discusses five of the six metacognitive 

strategies, the exception being the strategy ‘Self-evaluation’ as there was limited data 

collected for this strategy in self-directed learning.  

‘Organising’; ‘Seeking practice opportunities’; ‘Overviewing and linking with known 

material’; ‘Self-monitoring’ 

As expected, the statistical analyses demonstrated that the questionnaire respondents 

heavily used four particular metacognitive strategies (high-frequency-range use) for 

arranging a comfortable learning environment (‘Organising’), setting time and learning 

activities (‘Organising’), seeking opportunities for speaking Chinese (‘Seeking practice 

opportunities’), reviewing learning resources (‘Overviewing and linking with known 

material’), and noticing errors when speaking Chinese (‘Self-monitoring’). There are 

two prominent factors that influenced how the online students used these four strategies 

based on the research findings presented in Sections 4.2.7 and 5.3.  

The first prominent factor in the high-frequency-range use of the four metacognitive 

strategies is related to the flipped classroom approach adopted by the online courses. 

The flipped classroom approach encourages the students to gain an initial exposure to 

the provided learning materials (e.g., pre-recorded mini-lecture videos), and requires the 

students to arrange their self-paced learning prior to attending the online classes. The 

learning routines developed by the students such as S8, S14 and S17 exemplified how 

the online students employed the four strategies in coping with mastering these 

provided learning resources as part of their self-directed learning. In their learning 
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routines, these students watched the pre-recorded mini-lecture videos prior to the online 

classes, and then arranged the appropriate time and environment for completing their 

assessment items, which are identical to the learning activities described in flipped 

language courses (H.-c. J. Shih & Huang, 2019), by employing the strategy 

‘Organising’. The students also actively sought opportunities (e.g., reading novels, 

speaking with native Chinese friends) to practise language learning skills (‘Seeking 

practice opportunities’), reviewed the provided learning resources (‘Overviewing and 

linking with known material’), and monitored their own comprehension of the video 

lectures (‘Self-monitoring’) through the completion of the online quizzes relating to the 

video lectures. 

The high-frequency-range use of these metacognitive strategies within the flipped 

classroom approach contrasts with their use by students in an online course with a non-

flipped classroom approach. In the latter course, these metacognitive strategies were 

used at medium-frequency range for planning schedule (‘Organising’), seeking 

speaking opportunities (‘Seeking practice opportunities’), and self-monitoring learning 

progress (‘Self-monitoring’) (Solak & Cakir, 2015). Such differences confirm that the 

flipped classroom approach may lead foreign language learners to increase their use of 

planning and monitoring strategies (van Vliet, Winnips, & Brouwer, 2015). These 

results were anticipated as, in a flipped classroom approach, online students are 

expected to actively take responsibility for their own learning and manage the learning 

process through self-directed learning (Chiang, 2017; H.-T. Hung, 2015).  

The other prominent factor, found from the interview results, is related to the students’ 

learning goals. These goals refer to the learners’ targets for engaging in online Chinese 

courses. Self-efficacy is an aspect of learning goals which refers to students’ belief in 

their capabilities to organise and execute language learning. The interviewees arranged 

different learning activities in their learning routines based on the different learning 

goals they aspired to achieve (see examples of S8’s and S15’s learning routines in 

Section 5.3.2). These learning activities assisted in developing their specific Chinese 

language skills, as positive relationships exist between learners’ self-efficacy, goal 

setting, and metacognitive strategy use (Han & Lu, 2018; J. Wang et al., 2009; 

Yantraprakorn, Darasawang, & Wiriyakarun, 2018). Self-discipline, emphasised by 
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both S8 and S15 as a powerful key to their learning routines, helped them achieve high 

scores in the online courses. The interview results in my project suggest that teachers 

may need to consider individual students’ learning goals in order to better support them 

in developing practical learning plans. 

‘Preparing questions for attending online classes’ 

A rather unexpected survey result from this research was that the participants did not 

use the strategy ‘Preparing questions for attending online classes’ as frequently as I had 

anticipated (medium-frequency-range use) in the self-directed learning (Section 4.2.7). 

This strategy refers to preparing questions in advance to ask others in the online classes. 

It is a specific strategy for flipped classroom learning found by this research, and is 

distinctly different from those metacognitive strategies already defined by Oxford 

(1990) and other researchers. I had expected that the students would apply this strategy 

in order to learn from course provided materials (e.g., pre-recorded mini-lecture videos; 

lecture notes; textbooks) each week before attending the online classes as required by 

the flipped classroom approach.  

This approach emphasises “interactive, collaborative, and hands-on active learning 

through the application of the content to problem solving activities” (Yuping Wang & 

Qi, 2018, p. 50) in online classes. These activities require students to be fully prepared 

for the online classes by mastering the basic contents and bringing their questions to 

class in order to seek answers. Online students should consider “task values” in self-

directed learning and this approach as part of their use of the strategy ‘Preparing 

questions for attending online classes’ may help increase their critical thinking and 

consequently promote learning quality (van Vliet et al., 2015, p. 1). Here the task value 

refers to students’ perception of the provided course materials in relation to “interest, 

importance and utility” (van Vliet et al., 2015, p. 1), and use of this strategy would 

improve the effectiveness of interacting with teachers and peers in the online classes.  

There are two reasons contributing to the less-than-expected usage of this strategy in my 

research project. The first is that attending online classes was not compulsory for the 

students and therefore some students lacked the motivation to prepare the questions 

every week. Instead, these students emailed the teachers to ask such questions or relied 
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on online resources to find answers (see the cognitive strategy ‘Using resources for 

receiving and sending messages’ in Section 6.2.2). The second reason is that some 

students did not fully appreciate the importance of learning before classes and the 

associated benefits of using this cognitive strategy according to my classroom 

observation. An implication of this is that language teachers could play a more active 

role in stressing the importance of the flipped classroom approach and raising students’ 

awareness of using this metacognitive strategy more consciously. 

Recommendations 

Metacognitive strategies are an important factor impacting the success of online 

students’ achievements in self-directed learning according to the findings in my project. 

This is especially true for the effective implementation of the flipped classroom 

approach.  

1. More individualised training and support should be provided to help language 

learners develop metacognitive strategies that suit individual learners’ learning 

goals and learning needs. This should be done at the earliest stage of the 

students’ online learning. For example, a simple survey could be conducted with 

online students at the beginning of their learning in order to better understand 

their learning goals and needs. Over time, teachers also need to constantly 

examine the strengths and weaknesses of each student’s learning skills 

(listening, speaking, reading, and writing) in relation to their own goals, and 

suggest learning activities and aspects of the course that they should focus on. 

This will enable individual students to make meaningful decisions based on their 

learning needs, adopt the metacognitive strategies (e.g., ‘Organising’ and 

‘Seeking practice opportunities’), and incorporate these strategies into their self-

directed learning, such as developing a better personal language learning routine. 

2. Although online quizzes were used in the courses to serve as a self-evaluation 

and self-monitoring mechanism to check students’ understanding of the lecture 

videos, the existing online quiz tool only allows yes or no answers. It does not 

support detailed or individualised feedback. Therefore, this research suggests 

that more detailed and immediate feedback should be provided through multiple 
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channels, such as in the online classes, through short video or audio recordings, 

via social media such as WeChat. Such feedback might encourage online student 

to use the strategy ‘Preparing questions for attending online classes’ and help 

improve the effective use of the strategies ‘Self-evaluation’ and ‘Self-

monitoring’ to evaluate their learning progress and learn from their errors.  

6.2.6 Summary 

In summary, this section has discussed the use of LLSs and their relationships to various 

influencing factors in the context of self-directed learning outside the online classes. 

From the discussion, four key features have emerged in relation to the use of different 

LLS categories and the associated influencing factors, and their implications are as 

follows:  

1. Affective strategies are influenced by three influencing factors: the online 

specific environment, individual learner characteristics (i.e., age), and the 

language environment which the individual students can access. Therefore, 

students need to be encouraged to appreciate the importance of this strategy 

category, and to try to expand its usage when appropriate. At the same time, they 

need to consider those influencing factors as useful to help build learner 

confidence and maintain positive motivation in independent learning. 

2. Metacognitive strategies are influenced by two prominent factors: the flipped 

classroom approach adopted by the online courses, and individual learner 

characteristics (i.e., self-esteem and learning goals). Unlike affective strategies, 

this strategy category is not influenced by other interactants. Therefore, these 

factors require the students to use effective metacognitive strategies to 

coordinate their learning. 

3. Technology use was found to be a notable factor which influenced the 

effectiveness of the students’ use of cognitive, memory and social strategies. 

Teachers may assist students by selecting the most effective language learning 

and communication tools to support their employment of these three strategy 

categories. 



 

260 

 

4. Memory strategies are influenced by the specific features of Chinese characters 

and individual learner characteristics (i.e., language proficiency level and age), 

and technology plays a crucial role in facilitating the effective use of this 

strategy category. 

In summary, the discussion in this section advances our understanding of students’ LLS 

use in the context of self-directed learning. Firstly, self-directed learning, an important 

part of online learning, facilitates the employment of a distinctive set of LLSs which 

reflect students’ autonomous learning. In particular, the asynchronous environment 

allows language learners to have more time and greater opportunities to employ a wider 

range of LLSs. Secondly, technology plays an important role in enhancing the 

effectiveness of LLSs. Thirdly, Chinese language learning influences students’ LLS use, 

especially in relation to memory strategies. Students therefore not only need to develop 

an awareness of LLSs in self-directed learning, but also need to acquire sufficient 

knowledge about the tools and digital resources that facilitate language learning. 

Teachers need to provide appropriate strategy training in order to guide students in 

practising suitable LLSs, which enable them to cope with self-directed learning, rather 

than leaving language learners on their own to undertake the selection and use of LLSs. 

6.3 Key Findings and Recommendations in Regard to LLS Use in Assessment Task 

Completion 

In assessment task completion, the participants had to collaborate with their language 

partners outside the classes. They employed 13 LLSs in respect of Oxford’s (1990) five 

strategy categories as analysed in Chapter 4 and Chapter 5, namely cognitive, social, 

memory, compensation, and metacognitive strategies. This section offers further 

discussion on the key features of participants’ use of cognitive, social and compensation 

strategies. Memory and metacognitive strategies are not included because of their low 

frequency of use in this learning context.  

6.3.1 Cognitive strategies 

The participants used four cognitive strategies when they studied alone and collaborated 

with others to complete assessment tasks (Section 4.2.3). Most cognitive strategy use in 

this learning context is similar to the use in self-directed learning, such as searching 
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online for the meaning of Chinese words (‘Using resources for receiving and sending 

messages’); reading aloud (‘Formally practising with sounds and writing systems’); and 

imitating native speakers’ pronunciation (‘Repeating’). Therefore, this section only 

focuses on one cognitive strategy specific to collaborative learning in this learning 

context, ‘Learning from other students’ written work’. 

A somewhat unexpected survey result from this research was that the online students 

did not use the strategy ‘Learning from other students’ written work’ as frequently as 

expected (low-frequency-range use) in completing a writing assignment as a form of 

collaborative learning (Section 4.2.3). This strategy allows the students to enhance their 

own writing by commenting on the written work from other students (language partners 

and other peers) and vice versa, and thus it is distinctly different from those cognitive 

strategies already defined by Oxford and other researchers. The questionnaire 

respondents reported using it at a low-frequency range.   

Collaborative writing is a valuable aid to language learners by encouraging them to 

scaffold each other’s performance, and focus on grammatical accuracy, lexis and 

discourse through learning from each other (Elola & Oskoz, 2010; Storch, 2002). For 

online students, this strategy is important as spending more time using relevant 

cognitive strategies to revise writing drafts (e.g., replacing or rearranging the content of 

a written draft whilst noticing its content and linguistic accuracy) may help them, as 

independent learners, improve the content and the linguistic accuracy of their own 

writing (Bloom, 2008; De Silva, 2015; Kessler & Bikowski, 2010). In completing their 

written assignments, the students were required to collaboratively write an essay or 

design a webpage in Chinese. This is a process in which they were required to share 

ideas and opinions, check for accuracy, and provide feedback to their peer’s work whilst 

working with their language partners and other peers.  

The interview data revealed that some students were either not confident enough to 

provide corrections and comments because of their low language proficiency levels, or 

they were inclined to protect their language partner’s self-esteem. These might, 

therefore, be the reasons that led to the low-frequency-range use of this strategy. 

However, unlike the results in my project, advanced-level online students in the study of 
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Kessler and Bikowski (2010) were motivated whilst participating in a Wiki-based 

collaborative writing task and performed five main acts in the collaboration: adding new 

information, deleting information, clarifying/elaborating on information, synthesising 

information, and adding web links. These advanced-level online students were enrolled 

in an English language teacher preparation course. Potentially because of their higher 

language proficiency level, they appeared to be motivated to join the discussions and 

were sufficiently confident to provide comments, unlike the participants in my research 

project. 

Although the survey results indicated that the employment of the strategy ‘Learning 

from other students’ written work’ was low, the students still benefited from the online 

collaborative writing process according to the results from the content analysis of their 

written drafts and the interviews. These students corrected their partner’s grammar and 

errors (e.g., missing words), and even the structure of a written draft. These results are 

similar to the description in Elola and Oskoz (2010) that learners’ corrections to their 

language partners’ essays focused on grammar, vocabulary, and sentence structure. In 

my project, the essay structure correction only happened with S10 as her writing 

proficiency was much higher than that of her language partner.  

This result differs from L. Lee (2010), who found that learners corrected each other’s 

overall structure of writing. However, in Lee’s (2010) study, all the participants were 

on-campus students and had taken part in a brief training on how to use Wikispaces 

before they started the online collaborative writing element of their course. More 

importantly, the instructor designed three essay writing tasks with four clear steps 

(drafting, revising, editing, and publishing), and provided guidelines and grading 

criteria to the participants explaining how to contribute to the writing process during 

their collaboration. In contrast, the participants in my project did not receive specific 

training in the Wiki platform and strategy training for collaboration, although a 

scaffolding of task stages was offered on their Wiki page to guide their writing process. 

These results call for language teachers to adopt a more active role in guiding online 

students to use this cognitive strategy for online collaborative writing. 
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Recommendation 

Learning from a language partner’s writing (‘Learning from other students’ written 

work’) could be valuable to online students as it requires students to undertake a process 

of critical thinking in relation to the written work of their peers, and consequently 

improve both their own writing skills and those of their fellow students. Students could 

1) get additional ideas from their peers, 2) identify their peers’ mistakes, 3) encourage 

each other to do better, 4) share the work and complete the task more quickly, 5) share 

their thoughts and feelings to lower anxiety, 6) take advantage of teamwork and 

(different) experiences with unique brainstorming and thinking processes to deal with 

learning difficulties (Lynch, 2004). To better use this strategy, students should be 

provided with a checklist in the form of questions to be used when providing feedback 

on their peers’ writing. This checklist might include questions such as:  

1) Are there inaccurate words and phrases in your language partner’s written work?  

2) Does your language partner employ appropriate punctuation conventions?  

3) Is your language partner’s writing interesting? Could you add anything to make it 

more interesting?  

4) Are your language partner’s ideas clear? How can you clarify the unclear ones?  

By responding to these questions, students may be able to identify both strong and weak 

parts in their language partners’ drafts and learn from them. 

6.3.2 Social strategies 

The findings in Sections 4.2.4 and 4.3.1 revealed that the participants employed the 

largest number (seven) of social strategies in the context of completing assessment 

tasks. These students employed these social strategies to discuss and negotiate ideas, 

share information and resources, and coordinate their collaboration. Most of these social 

strategies are specific to online or collaborative language learning, indicating that the 

students created such strategies to support their online interactions in collaborative 

learning. This section discusses four social strategies that are specific to the 

collaboration in assessment task completion as follows. 
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‘Netiquette’; ‘Sharing with other students’; ‘Negotiating with other students’; ‘Using 

tools available to improve communication and interaction’ 

These four strategies are grouped together as a subcategory “Collaborating with others” 

and they are distinctly different from the Oxford’s subcategory “Cooperating with 

others” due to the differences between collaborative learning and cooperative learning, 

as discussed in Section 4.3.1. The participants employed these social strategies for 

effective communication in collaboration. Such results support Oxford’s (2017) 

description of LLS use in which learners often combine strategies into a strategy cluster 

to meet a learning need.  

The participants’ resultant use of a number of LLSs in combination, such as the ones 

under “Collaborating with others”, is actually a common approach used by learners 

when completing a learning task or conducting a learning activity. LLS scholars call 

such a combination of LLSs a “strategy cluster” (A. D. Cohen et al., 2002, p. 38) or a 

“strategy chain” (Oxford, 2011, p. 188). For example, the participants in my research 

used these social strategies in a sequence: they first sent greetings to each other 

(‘Netiquette’), then began to discuss the requirements of the assignments (‘Sharing with 

other students’), and followed this by a discussion of work distribution (‘Negotiating 

with other students’). The sequence and the types of LLSs are predictable when students 

are facing a learning activity or a collaborating learning task. Thus students may adopt a 

combination of LLSs when completing a learning task (A. D. Cohen et al., 2002).  

The interviews and the observed data suggest that there are two main reasons 

contributing to the use of the four social strategies, namely, to achieve the collaborative 

learning required by the assessment design in the courses, and a desire for good learning 

outcomes. The assessment design clearly required the students to collaborate with a 

language partner in these courses. During the collaboration, the students expected to 

build positive social relationships with others. However, a key challenge in online 

collaboration is that it is not as easy for the students to build friendships as in the case of 

classroom students (Le, Janssen, & Wubbels, 2018). As a way of overcoming this 

challenge, the students in my project used the four “Collaborating with others” 

strategies to build positive social relationships among peers and teachers. For example, 

according to the observed data, the participants used the strategy ‘Netiquette’ to send 
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greetings and introduce themselves in the Discussion Board to find a suitable language 

partner.  

By doing so, these students constructed personal identities and formed online social 

networks. This is partly necessitated by the fact that in online collaboration students 

need to make themselves visible by sending personal information (Harrison & Thomas, 

2009), and continuously need to compensate for the infrequent interactions inherent in 

distance learning (Hauck & Hampel, 2008). In this sense, the use of the four strategies 

helps foster a sense of social presence, as these strategies satisfy the two key factors, 

(i.e., intimacy and immediacy) of such social presence as defined by Short, Williams, 

and Christie (1976). The use of the four strategies (see Table 4.1) also reflect that the 

students were able to establish a sense of support for each other through their 

collaboration. Previous studies have already highlighted that positive correlations exist 

between social presence, collaborative learning, and overall satisfaction in online 

environments (Reio & Crim, 2013; So & Brush, 2008). In other words, social presence 

in online environments is essential, and it is an important key to understanding 

interactions in the field of distance learning (Rourke, Anderson, Garrison, & Archer, 

2001).  

The other reason for using the four strategies relates to the students’ expectation of good 

learning outcomes, such as the desire to meet or exceed the assessment task 

requirements, which in turn fostered the use of collaborative strategies. For example, to 

satisfy the requirements of a speaking assessment task, two students shared their 

understanding of the requirements of word choices and word limits first (‘Sharing with 

other students’), and then negotiated work distribution, set due dates, discussed meeting 

times and digital places, and selected communication and learning tools (‘Negotiating 

with other students’). They further decided to provide more information (English 

meaning, Chinese characters, and Pinyin) in the written drafts by WeChat in order to 

achieve a better understanding of each other’s writing (Section 4.3.1). These observed 

data reflect that these students adopted a combination of strategies in their writing 

process and their expectations of achieving a high score were facilitated by a better 

‘control’ of their collaboration through their use of these social strategies. Such controls 

refer to a sequential process in collaboration, which requires students to organise their 
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collaboration step by step. This process needs to be explicit and visible to all students 

involved in the completion of the particular task, and they should be encouraged to use 

both verbal and non-verbal means (emojis, icons, picture, video) to aid communication 

in the use of these strategies. 

However, according to the interview data and the analysis of students’ written drafts, 

most of the online students did not discuss a detailed writing plan and explain their 

corrections after they had exchanged their written drafts. These results suggested that 

they did not sufficiently use the social strategy ‘Negotiating with other students’ for 

planning a working schedule and providing clear explanations. Students need to take 

control of their learning when collaborating with others in order to cope with 

challenges, such as planning and setting goals, and monitoring progress towards the 

learning goals (Winne & Hadwin, 1998). Negotiating and sharing learning plans are 

also important to online collaboration as students are required to work together in order 

to ameliorate challenges that surface during the collaboration (Hadwin et al., 2018). In 

parallel, providing each other a clear explanation of their understanding of assessment 

task requirements (e.g., word limit) and of the written draft content during a 

collaboration, will benefit students in the achievement of a successful collaboration. 

Such explanations reflect the reality that students share responsibility within a 

collaborative interaction in order to ensure the quality of collaboration (De Wever, 

Hämäläinen, Voet, & Gielen, 2015).  

The four strategies in “Collaborating with others” benefit online students in three ways 

during collaboration. Firstly, students can build friendships (‘Netiquette’) and are 

motivated to endeavour more in their collaborative tasks by using these strategies, such 

as being more careful to follow the assignment requirements (‘Sharing with other 

students’ and ‘Negotiating with other students’) and writing with more care (e.g., avoid 

only writing conversations in Pinyin without tones). Secondly, students can gather 

useful information (e.g., information on effective learning tools and skills) by using the 

LLSs (‘Sharing with other students’ and ‘Using tools available to improve 

communication and interaction’) towards successful language learning. Thirdly, 

students can improve their language learning proficiency through practising, sharing 

and negotiating with their language partners (‘Sharing with other students’ and 
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‘Negotiating with other students’). Additionally, students are expected to provide and 

receive feedback during the assessment task completion (H. Chang & Windeatt, 2016; 

L. Lee, 2002), which essentially addresses the ‘lurker’ phenomenon discussed in 

Section 2.2.3 (Barnes, 2000; Murday et al., 2008). 

Recommendations 

In view of the importance of employing the four social strategies for successful online 

and distance learning, it is recommended that students should be made more aware of 

applying these strategies in collaboration, and to achieve this, language teachers could 

guide online students’ collaborative social strategy use in a number of ways: 

1. In the early stage of online courses, teachers could help students to develop 

awareness and promote the use of these social strategies by arranging for 

students to discuss a collaborative writing plan in online classes, which could 

contain 1) a brief outline of the content that will be covered in their written draft; 

2) the responsibilities of each student; 3) a schedule for the completion of 

different drafts; 4) a list of effective language learning tools and communication 

tools that they might use; 5) the process they will adopt for editing, reviewing, 

and providing feedback to meet the requirements. Such a writing plan should 

result in the use of both social (‘Sharing with other students’; ‘Negotiating with 

other students’; ‘Using tools available to improve communication and 

interaction’) and metacognitive strategies (‘Organising’; ‘Pay attention’; 

‘Planning for a language task’). 

2. As building interaction online presents many challenges, it is important for 

teachers to help learners develop sound netiquette from the start of their 

collaboration. For example, teachers could regularly remind students of the need 

to respond to their collaborators promptly as well as offering encouraging and 

constructive comments on others’ work. After students have built a positive 

connection, teachers may remind students of their responsibility to identify 

places for improvement in each other’s written drafts, such as grammatical 

errors, wording, and sentence structures (‘Sharing with other students’).  
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3. Given the benefits of using ‘Netiquette’ to improve communication in 

collaboration, it is recommended that students should use a checklist to see if 

their online behaviour is appropriate in that environment. This checklist could 

include suggested online behaviour in general ("Quick guide to good netiquette," 

2019), in email interaction ("Digital literacy: computer skills, netiquette an 

internet safety," 2019), and in online discussions (Pappas, 2015; Rachel, 2014).  

6.3.3 Compensation strategies 

The findings in Table 4.1 revealed that the participants employed one compensation 

strategy ‘Providing extra clarification to others in writing for better understanding’ 

when collaborating with others in assessment task completion. This strategy refers to 

cases in which the students provided more information (e.g., Pinyin, tones, Chinese 

characters, and English translation) in the written drafts to assist a better understanding 

of each other’s writing and speaking. This strategy is specific to collaborative Chinese 

language learning found in this research and is not included in those compensation 

strategies proposed by Oxford and other researchers.  

Two main reasons contributed to the use of ‘Providing extra clarification to others in 

writing for better understanding’. The first one is related to the difficulties specific to 

the Chinese language as discussed previously in this chapter, such as distinguishing 

between homophones and overcoming the learner’s own weakness in expression (i.e., 

errors of lexis, grammar, and pronunciation) (B. Hu, 2010; X. Jin, 2019). Providing 

extra clarification helps Chinese learners be less reliant on other compensation 

strategies such as ‘Guessing meaning’, ‘Using linguistic clues’, and ‘Paraphrasing’ in 

reading during online collaboration (Shakarami, Hajhashemi, & Caltabiano, 2017).  

The other reason is related to collaborative learning. During collaboration, students can 

use this strategy to compensate for the lack of linguistic clues (i.e., pronunciation and 

tones) in writing and speaking. This is similar to the situation described in Le et al. 

(2018), in which a participant reported the difficulties of providing elaborate 

explanations to group members. As Birnholtz, Steinhardt, and Pavese (2013) pointed 

out, a key issue in collaborative writing is to provide sufficient information to enable 

writers to better understand and coordinate each other’s effort, which could be 
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addressed by the strategy ‘Providing extra clarification to others in writing for better 

understanding’. Students need to carefully consider not only their own writing 

behaviours, such as only using Pinyin to write Chinese sentences, but also how their 

behaviours might affect others’ understanding during collaboration.  

Recommendations 

Given that the strategy of ‘Providing extra clarification to others in writing for better 

understanding’ and the associated technology used for realising this strategy enhance 

the effectiveness of online collaboration, the following two examples of the use of this 

LLS are recommended: 

1. Technology has great potential to support the use of this strategy. For example, 

students can use, and should be made aware of using, tracked changes in their 

editing and should add comments as necessary when they collaborate with their 

peers for writing tasks, and this could be supplemented by the process of 

negotiating meeting times to explain each other’s editing (e.g., through a 

WeChat meeting). 

2. Students are encouraged to expand the use of this strategy in Chinese language 

learning when they complete other forms of collaborative assessment tasks, such 

as drafting a speaking assignment or a role play.  

6.3.4 Summary 

This section discussed the online students’ use of cognitive, social, and compensation 

strategies, and their relationship with a number of influencing factors in the learning 

context of assessment task completion. Three key features relating to the differences 

and similarities among the use of the three strategy categories, in terms of influencing 

factors and their implications, are summarised as follows:  

1. Collaborative learning emerged as the prominent factor which affected the LLS 

adoption in all three strategy categories. The participants used social strategies to 

build positive relationships with peers; compensation strategies to facilitate a 
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better understanding of each other’s input; and cognitive strategies to learn from 

each other. 

2. An individual learner characteristic (i.e., language proficiency level) was found 

to be the influencing factor which impacted the effective use of cognitive 

strategies. Low proficiency levels led the students to be conservative in using 

cognitive strategies in collaborative assessment task completion, such as giving 

comments and feedback to others.  

3. The specific features of the Chinese language (i.e., Chinese characters, 

pronunciation and tones) were found to be an influencing factor in respect of the 

students’ use of compensation strategies. 

On the whole, the participants noticed the importance of considering their language 

partners’ feelings, and of understanding, and took on their responsibilities in the 

collaboration to successfully complete assessment tasks. Teachers should incorporate 

strategy training in the three strategy categories specifically for collaborative tasks as 

students will benefit from knowing how and when to use them, and consequently 

improve the effectiveness of collaboration. 

6.4 Key Findings and Recommendations in Regard to LLS Use in the Online Class 

Participation 

As shown in Chapter 4 and Chapter 5, the participants employed nine LLSs in respect to 

three of Oxford’s (1990) strategy categories in the online classes, namely cognitive, 

social, and compensation strategies. This section focuses on the use of cognitive and 

social strategies. Compensation strategies are not included as there were limited data 

collected in the learning context of online classes.  

6.4.1 Cognitive strategies 

In the online classes, the participants employed four cognitive strategies to search for 

information online, take notes, imitate teachers’ pronunciation, and compare sounds 

between English and Chinese (Sections 4.2.3 and 4.3.2). This section focuses on one 

cognitive strategy (‘Analysing contrastively’) as it was the only one that was 

specifically employed in the online classes. Whilst the other three cognitive strategies 



 

271 

 

were also used, they have been discussed in the context of self-directed learning. More 

importantly, the strategy ‘Analysing contrastively’ has been shown to be a “very useful” 

strategy to language learners in an interactive learning environment (Bull & Ma, 2001), 

such as the online classes in this project. 

The strategy ‘Analysing contrastively’ originally referred to language learners 

comparing elements (sounds, vocabulary, grammar) of the target language with 

elements of their own language in order to determine similarities and differences (Bull 

& Ma, 2001; Oxford, 1990). In the online class context, the participants used this 

strategy to compare English and Chinese pronunciation (Section 4.3.2). They used cross 

linguistic similarities between English and Chinese to improve the accuracy of their 

pronunciation in Chinese. Indeed, their emphasis on accuracy matches the finding by 

Skehan (2009) that, whilst language learners’ LLS use on different learning tasks varied 

in terms of degree of fluency, accuracy, and complexity, they prioritised accuracy 

overall in their language learning.  

A similar emphasis was also found in the participants’ use of this strategy in the self-

directed learning context. However, in self-directed learning, it was used to compare the 

shapes and meanings of the characters containing identical components (e.g., 于 and 

干). These comparisons are conducted within one language, which is different from 

Oxford’s (1990) ‘Analysing contrastively’ between languages. Use of such a strategy 

can effectively help enhance Chinese learners’ ability to make informed semantic 

decisions in vocabulary learning and it can be used at different proficiency levels (Shen 

& Xu, 2015).  

As this strategy use was derived from the observed data, it was not possible to 

determine its usage frequency. However, other researchers have reported that both on-

campus students and online students used this strategy at a medium-frequency range in 

order to focus on similarities between the target language and the students’ first 

language (Griffiths, 2003; Hong-Nam & Leavell, 2006; Rokoszewska, 2012; Solak & 

Cakir, 2015). In other words, previous studies did not seem to support a proposition that 

learning environment was an influencing factor in the use of this strategy. However, 

findings from this research indicate that students used this strategy differently in 
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different learning contexts. For example, in self-directed learning the participants 

employed it for comparing the shapes of Chinese characters, while in online classes 

they compared sounds, as the asynchronous environment obviously allowed them to 

have more time and relevant resources to apply the strategy. In the online classes, the 

participants used it for comparing sounds because they could receive immediate 

feedback from the teacher on the accuracy of their pronunciation. In addition, the 

synchronicity of the online classes left little time for them to learn vocabulary by 

analysing contrastively.   

This strategy deserves greater attention for two reasons. The first reason is that, within a 

flipped classroom approach, in-class learning activities focus on high-frequency 

cognitive activities involving active learning, peer learning, and problem solving 

(McNally, 2017). Online students are therefore expected to use such complex cognitive 

strategies to compare, analyse, and discuss learning contents within a flipped classroom 

(Chiang, 2017). From this perspective, they need to realise the different use of cognitive 

strategies between self-directed learning and online classes.   

The second reason is that students’ first languages are often different, and they should 

therefore be encouraged to take responsibility for finding the similarities and differences 

between their first languages and the Chinese language. For example, six of the ten 

interviewees in this project have English as their first language whilst the other four do 

not. Hence, teachers may not be able to illustrate these similarities and differences using 

English as a lingua franca. For instance, the vowel ‘ü’ in Pinyin is similar to the umlaut 

‘ü’ in German or the French ‘u’, however this sound cannot be found in English.  

Recommendation 

As online students will benefit from using the LLS ‘Analysing contrastively’ to promote 

quality Chinese learning, not only in respect of pronunciation but also Chinese character 

learning, they should consciously make use of this strategy to compare the similarities 

and dissimilarities between the Chinese language and their own language, and within 

the Chinese language for a deeper understanding of the target language. Other cognitive 

strategies, such as ‘Taking notes’ and ‘Highlighting’, can be used in online classes to 

support the use of ‘Analysing contrastively’. Teachers should also encourage students to 
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discuss these similarities and dissimilarities and to critique responses made by other 

students in online classes. Students should also take advantage of the online classroom 

environment (e.g., the platform functions and the availability of the teacher), and 

employ additional cognitive strategies such as ‘Formally practising with sounds and 

writing system’, to support their language learning.  

6.4.2 Social strategies 

A total of four social strategies were identified in Section 4.3.2, which were all used by 

the participants in the online classes. This section primarily focuses on two of them, 

‘Asking for correction’ and ‘Using tools available to improve communication and 

interaction’, which were employed by the online students to interact with their teachers 

and peers for effective collaboration. The tools they adopted played an essential role in 

facilitating the use of these strategies. The use of the other two social strategies in 

interacting with teachers and peers in online class participation is similar to the use of 

social strategies in the learning context of assessment task completion, which has been 

discussed in Section 6.3.2.  

‘Asking for correction’ 

As anticipated, the participants employed the strategy ‘Asking for correction’ to ask 

their teachers and peers to correct them during collaboration in online classes. The 

survey data demonstrated that the respondents rated this strategy at a medium-frequency 

range of use, which matches the results reported in online language learning research, 

such as Solak and Cakir (2015). However, the use frequency of this strategy by online 

students is different from on-campus students, who have been previously found to have 

used the strategy ‘Asking for correction’ less frequently (low-frequency-range use) 

(Griffiths, 2003; Hong-Nam & Leavell, 2006). This difference of strategy use between 

online and on-campus students reflects the online students’ “psychological sense of 

loss” at not being able to receive immediate feedback from teachers and a wish to 

interact directly in a synchronous environment (Perveen, 2016, p. 34). There are two 

key factors that influenced the online students’ use of this strategy as shown in Sections 

5.2.2 and 5.3.2.  
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The first influencing factor in respect of the use of ‘Asking for correction’ is related to 

the categories of interactants with whom the students interacted. In the online classes, 

the students were keen to ask for the teachers’ correction directly (high-frequency-range 

strategy use), thereby relying on the synchronicity and immediacy in such a learning 

context; while they were less likely to ask other students for correction (low-frequency-

range strategy use). The interview data and the observed data suggested that the online 

students valued the synchronous interactions with their teachers in such an online 

environment and expected to receive more professional feedback on their Chinese 

speaking from their teachers. This finding is consistent with Perveen (2016), who 

reported that online language learners expected to improve speaking skills in a 

synchronous environment. In their study, most students (93%) agreed that the greatest 

strength of a synchronous environment was the face-to-face interactions with teachers 

and immediate responses from teachers. The interview data and the observed data in my 

project indicated that some beginning-level students often repeated the teachers’ 

pronunciation, expecting the teacher’s immediate feedback on their pronunciations, 

which was an indirect use of ‘Asking for correction’.  

The second influencing factor to the students’ use of ‘Asking for correction’ is, 

according to the statistical analyses in Section 5.3.2, related to the learning goal of “I 

would like to attain a very high level of proficiency and be able to work as a 

translator/interpreter or teach Chinese”. The participants who chose this learning goal 

used the ‘Asking for correction’ strategy more frequently (medium-frequency-range 

use) than those students who did not choose the learning goal (low-frequency-range 

use). This finding aligns with previous research which showed that motivated language 

learners favoured the use of this social strategy (Griffiths, 2003; Hong-Nam & Leavell, 

2006), and in this research, the students who had this learning goal expected to receive 

clarifications and feedback from their teachers as much as possible in order to verify 

their understanding and pronunciation of Chinese.  

‘Using the tools available to improve communication and interaction’ 

The participants employed the strategy ‘Using the tools available to improve 

communication and interaction’ to interact with teachers and peers in the online classes 

(Section 4.3.2). This strategy was discussed earlier as a social strategy of “Collaborating 
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with others” when the online students worked with their language partners (Section 

6.3.2). In the online classes, this strategy was used differently by the students as its use 

involved more interactants and technological tools than in the assessment task 

completion. In the online classes, the students needed to collaborate with more 

interactants including teachers and peers. The use of technological tools here mainly 

refers to the participants’ use of the Collaborate classroom interface elements (built-in 

functions), such as the whiteboard, the hand-raising icon, the Participants panel or the 

use of texts, emojis, and emoticons in the Chat panel. These tools played a central role 

in sustaining an interactive and communicative learning environment in the online class 

as they supported teachers and students in their interactions with one another orally, 

visually and in text. 

Previous studies have already demonstrated similar use of this strategy. Examples can 

be found in highlighting and underlining words for correction in emails, “Using 

symbols for correction” (Stickler & Lewis, 2008, p. 243), and “Using the tools and 

modes available to improve communication and interaction” (Hauck & Hampel, 2008, 

p. 296). However, these studies discussed this strategy use in an asynchronous 

environment, such as an email writing collaborating or a blog activity. The current 

project found that this strategy was also applied in the synchronous environment, but in 

different ways and for different purposes. As anticipated, the online students used 

voices to effectively communicate with each other. They also typed texts in Chinese and 

English, and sent emoticons and emojis, as an asynchronous way of interacting in the 

synchronous environment, in order to increase their opportunities to participate in 

learning activities, to supplement their synchronous interaction and to improve the 

effectiveness of collaborative learning. By using various forms of interaction (oral, 

visual, or textual) to work with a learning content (e.g., discussing a sentence structure), 

students achieve a more effective interaction with teachers and peers and facilitate 

knowledge acquisition (Politis & Politis, 2016). This strategy is therefore essential to 

online students as through it they can share their answers and evaluate their peers’ 

answers simultaneously. 

The observed data revealed that some participants frequently used emoticons and emojis 

in their text messages (‘Using the tools available to improve communication and 
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interaction’) when collaborating with others, such as praising peers’ answers by using 

an emoji of thumbs-up, or ending a question with an emoji of a smiley face. This 

strategy use is particularly important to students in online classes for one main reason. 

That is, the duration of the online classes in the synchronous environment means that 

the students have less time to interact with others than in the asynchronous 

environment. Thus, as a way of improving the effectiveness of their interactions, 

students often use the emoticons and emojis to reflect their ‘electronic personalities’ and 

generally add charm to their text messages in an efficient and effective way (LaPointe, 

Greysen, & Barrett, 2004; Rodrigues et al., 2018). The use of such tools can also create 

a positive atmosphere leading to smoother and more effective interactions in online 

classes – an example being the sending of a broken heart emoji to highlight the problem 

of occasional Internet lag. In a sense, this also helps develop the social strategy 

‘Netiquette’ by showing diplomacy, patience, and sensitivity (e.g., using an emoji of a 

smiley face to soften the tone of a message). It also facilitates the use of the social 

strategy ‘Negotiating with other students’ by showing effective responses, cooperation, 

and hindsight (Ebner, 2017).  

The size of online classes also impacts the frequencies of this strategy use, according to 

the observed data. In this research, when there were more than ten students in a class, 

this strategy was employed more frequently to send texts, emoticons, and emojis via the 

Chat panel, than was the case in a smaller sized class. Teachers in small size classes 

were able to concentrate on an individual student’s performance, provide immediate and 

targeted support for students, and increase teacher-student interactions (Z. Chen & 

Yeung, 2015; Handal, Maher, & Watson, 2013). The students in such small size online 

classes rarely sent text messages. On the other hand, the students in larger sized classes 

tended to asynchronously engage with the language learning process by, for example, 

responding to the teachers’ questions, typing questions, praising other students, and 

solving occasional Internet issues.  

Recommendations 

As there is limited amount of time available in online classes, students may need to 

improve the use of the two social strategies in order to enhance their communicative 

efficiency. This can be achieved in a number of ways.  
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1. Although the strategy ‘Asking for correction’ is important to students, they 

should consider reducing this strategy use in online classes. Instead, they could 

consider using the strategy ‘Asking for correction’ more frequently in self-

directed learning, especially via electronic feedback, as discussed in Section 

6.2.2, in order to more effectively utilise the time available in online classes.  

2. Language teachers should be tolerant of the errors in students’ pronunciation 

(i.e., not correct every mistake) in such a synchronous environment. Instead, 

they should encourage students to take risks to develop their spoken fluency 

(Lewis, 2011) by allowing them to finish speaking notwithstanding their minor 

grammar errors.  

3. To improve the use of the strategy ‘Using the tools available to improve 

communication and interaction’, teachers should create clear written 

instructions, illustrated by high-quality screenshots of the functions available 

within online classes. Students would then be able to refer to these instructions 

whenever they need to. Video tutorials can also be created to explain how and 

when to use these functions and thereby facilitate synchronous and 

asynchronous interactions. The use of these tools could also be practised at the 

beginning of an online course. 

4. Students in large size classes should be encouraged to use a range of 

communication forms (oral, visual, written) via the technological tools which are 

available in online classes in order to achieve effective communication with 

their peers and teachers. 

6.4.3 Summary 

In summary, this section has mainly discussed the participants’ use of cognitive and 

social strategies in the context of online class participation. Three key features that 

influenced their cognitive and social strategies, and their implications, are as follows: 

1. The synchronous environment provided the participants with less time to interact 

with others than did the asynchronous environment. Thus, the synchronous 

nature of the online class required the students to use cognitive and social 
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strategies effectively in order to participate in learning activities and interact 

collaboratively with others. The students therefore needed to develop an 

awareness of the optimum use of cognitive and social strategies, as well as 

sound knowledge of the technological tools available in online classes.  

2. In online collaboration, as the participants needed to effectively interact with 

teachers and peers, their social strategies were consequently influenced by 

different categories of interactants. When taking part in online classes they 

usually preferred to ask teachers for corrections rather than to ask their peers due 

to the synchronicity and immediacy of such a learning context. 

3. Individual student characteristics (e.g., the learning goal of attaining a very high 

level of proficiency) appeared to be a factor that influenced their use of the 

metacognitive strategies. 

The size of online classes also impacted the students’ use of social strategies. When 

using relevant social strategies, students in smaller classes used synchronous 

interactions more frequently than those in larger classes. Although the online students 

noticed the importance of using cognitive and social strategies to participate in online 

learning activities, seek immediate feedback, and employ the built-in tools in the 

synchronous environment, they should be more frequently encouraged and trained to 

use the complex cognitive strategies to compare, analyse, and discuss answers offered 

by teachers and other students in online classes (Chiang, 2017) (e.g., ‘Analysing 

contrastively’). They should also consider the size of their class when deciding whether 

to use asynchronous or synchronous interactions in online class participation. It is also 

recommended that language teachers conduct cognitive strategy training specifically for 

high-level cognitive activities that involving active learning, peer learning, and problem 

solving (McNally, 2017).  

6.5 Two Important Observations from this Research Project 

Through the data analyses in Chapter 4 and Chapter 5, and the discussion presented thus 

far in this chapter, I have drawn out two important observations from this research 

project. One is that the participants’ LLS use was significantly influenced by the wealth 
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of technologies available to them; and the other is the complexity of LLS classification. 

This section further discusses these two observations. 

6.5.1 The importance of technology in LLS use 

The term ‘technology’ here refers to the various technological tools and digital learning 

resources that the online students used to support their LLS use. Technology played an 

indispensable role in the participants’ LLS use in online Chinese learning in a number 

of ways (see Table 4.1). First of all, technology supported the participants’ language 

learning by reducing learner anxiety in online forums (affective), helping them study 

online learning resources (cognitive), facilitating online collaboration (social and 

compensation), memorising vocabulary (memory), and organising and evaluating online 

language learning (metacognitive). These findings reveal that technology supported the 

use of LLSs that promote more effective foreign language learning (cf. Griffiths & 

Oxford, 2014). 

Secondly, technology improved the participants’ use of their memory and metacognitive 

strategy in an autonomous learning process. For example, some participants relied on a 

quiz-based tool (e.g., Quizlet) to memorise Chinese character writing, while others 

listened to digital learning resources (e.g., Pimsleur) in their use of memory strategies. 

By using such technology, students can access a large volume of information that their 

teachers are not able to provide in a timely fashion (Gilakjani, 2017), maximise the deep 

learning of learning resources, promote recall of already learnt knowledge (Scott & 

Beadle, 2016), and control their own learning process (Gilakjani & Sabouri, 2014). 

Thirdly, the applications of new technological tools lead to the need to enrich and 

expand on Oxford’s LLS definitions. My research demonstrated the specifics of the 

participants’ decisions in relation to LLSs and technology, and how they utilised 

technology in online learning activities and online collaboration. Example strategies 

included ‘Using resources for receiving and sending messages’, ‘Repeating’, 

‘Representing sounds in mind’, and ‘Using mechanical techniques’ which were 

discussed earlier in this chapter. Oxford’s (1990) LLS definition did not encompass 

these aspects as most of these technological tools and resources did not exist in 1990. 

Oxford’s (2017) recent LLS definition treated technology as a part of teaching and 
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learning, and placed it alongside the concept of self-regulation. By considering 

technology use as part of their LLS use, students may approach online learning 

resources and engage in collaborative learning activities in more than one way and 

therefore make their learning more effective.  

Fourthly, the importance of technology is also reflected through the development of 

specific LLSs that address the needs of online language learning, such as the strategies 

of ‘Netiquette’ and ‘Using the tools available to improve communication and 

interaction’. Therefore, these strategies expand the online learners’ LLS repertoire. 

LLS researchers and educational instructors should appreciate the importance of 

technology from three perspectives. The first is that LLS researchers should note the 

differences when comparing LLS use in respect of the variations in the effectiveness of 

language learning tools. Secondly, with the embeddedness of technology and the 

richness of the available learning tools, LLS researchers need suitable instruments to 

investigate LLSs in online language learning (Zhou & Wei, 2018). Lastly, technology 

cannot guarantee that all learners’ LLS use is equally effective. My research has 

revealed that when technology was used appropriately, it facilitated students’ LLS use 

and improved their learning. This suggests that teachers could help language learners 

improve their learning by integrating technology with LLS use (Zhou & Wei, 2018). 

6.5.2 The complexity of LLS classification 

As can be seen from Chapter 4 and Chapter 5, it has proved challenging to classify 

some LLSs into single categories. These LLSs were ‘Netiquette’; ‘Negotiating with 

other students’; ‘Using the tools available to improve communication and interaction’; 

and ‘Providing extra clarification to others in writing for better understanding’. The 

classification of ‘Providing extra clarification to others in writing for better 

understanding’ as a compensation strategy is a good example. As illustrated in the 

discussion in Section 5.2.1, a participant used highlighting, bold letters, and colours in a 

collaborative written draft via Microsoft Word document to highlight the important 

information for two purposes: in order to help the language partner notice the 

grammatical corrections in their collaboration (social), and to practise speaking as part 

of self-directed learning (cognitive). Therefore, this strategy could also be classified as a 
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social or cognitive strategy. A similar picture was described in A. D. Cohen et al. 

(2002), when a learner (Sam) used a cognitive strategy by practising ways to introduce 

himself in the target language before attending a job interview. When Sam felt anxious 

before meeting the interviewer, then such practices could be considered related to an 

affective strategy. When my research encountered such challenges, I embraced 

suggestions from previous studies, such as Hurd (2008) and classified such strategies by 

function (A. D. Cohen et al., 2002), to highlight the important feature of these 

behaviours/actions. Thus, ‘Providing extra clarification to others in writing for better 

understanding’ was only classified as a compensation strategy. 

Two aspects of the complexity of LLS classification were found in this research. On the 

one hand, the abundantly available technological tools sometimes increased the 

complexity of understanding learners’ LLS use, such as ‘Providing extra clarification to 

others in writing for better understanding’ mentioned in the previous paragraph. For 

instance, in Figure 4.4, the use of highlighting resulted in the participants applying two 

LLSs simultaneously. The participants highlighted important information in a written 

draft, which demonstrated that they used both ‘Using tools available to improve 

communication and interaction’ (social) and ‘Highlighting’ (cognitive) at the same 

time. On the other hand, collaborative learning promoted the complexity of LLS 

classification. This reflects the fact that the participants needed to consider their 

language partner’s role when applying LLSs in collaboration.    

As discussed in Sections 2.4.2 and 2.8, LLS classifications and self-reporting 

instruments are important to LLS researchers, educational instructors and language 

learners. The observations from this research project are consistent with LLS scholars 

such as Stickler and Lewis (2008) and Park and Kim (2011). They identified new LLSs 

associated with online language learning, and pointed out that, while the current LLS 

categories by Oxford (1990) and the Strategy Inventory for Language Learning (SILL) 

can help classify LLSs, they need to be modified to suit different studies. My research 

findings aligned with their observations in terms of discovering new LLSs as well as 

using existing LLS classifications and the SILL. 
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6.6 Summary  

The discussions in this chapter were designed to facilitate a deeper understanding of the 

key findings relating to why the participants used different types of LLSs in different 

ways in the three learning contexts: self-directed learning outside the online classes; 

assessment task completion; and online class participation.  

Overall, this research has identified four prominent characteristics of LLS use by the 

participants. Firstly, self-directed learning witnessed the adoption of the greatest 

number of distinct LLSs (from among those considered in this project), with assessment 

task completion coming second, and online class participation the fewest. Secondly, 

affective strategies were only used in one context (self-directed learning), while 

memory and metacognitive strategies were used in two learning contexts (self-directed 

learning and assessment task completion), and cognitive, social and compensation 

strategies used in all three contexts. Thirdly, technology (online learning resources, 

communication tools, and language learning tools) that could help enhance the 

effectiveness of LLSs was used differently, in order to suit learner needs, in the three 

different learning contexts. All these results revealed that students were aware of their 

responsibilities in relation to the use of LLSs and technology in different learning 

contexts. Fourthly, clusters of LLSs (e.g., “Collaborating with others”) were commonly 

used in all learning contexts. This finding supports Oxford’s (2017) description of LLS 

use in which learners often combine LLSs in various ways to meet learning needs.  

The factors that influence online students’ LLS use are multifaceted and complex in 

nature, and are related to the different learning contexts, the interactants, the technology, 

the individual learner characteristics, and the specific features of Chinese language.  

The greatest number of influencing factors for online students’ LLS use was found in 

self-directed learning. These factors are the online learning environment that the 

students were provided with, the flipped classroom approach adopted in the Chinese 

language program, the language environment and the interactants with whom the 

individual students may engage, the language learning tools available and used, 

individual learner characteristics (age and learning goals), and the specific features of 

Chinese language (e.g., the large number of homophones in Chinese). In self-directed 
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learning, online students mainly rely on themselves, and therefore particularly need to 

employ LLSs to maintain positive motivation (affective), organise effective language 

learning routines (metacognitive), memorise Chinese vocabulary and grammar items 

(memory), and interact with others including native Chinese speakers (social).  

In assessment task completion, the major influencing factor is the collaboration with 

language partners, as required by the assessment task design. As a result, the use of 

social strategies in this learning context not only exceeded the use of other categories, 

but also demonstrated distinct features of online language learning.  

In online class participation which features synchronicity and immediacy, there are two 

main influencing factors: group collaboration with teachers and peers, and the size of 

online classes. Students are expected to use the more complex cognitive strategies to 

compare, analyse, and discuss answers associated with complicated learning activities 

and to learn from teachers and other students. Students also need to employ social 

strategies, taking advantage of the tools available in the online classroom, in order to 

effectively interact with others both synchronously and asynchronously (e.g., via text 

chat) in the synchronous environment and maintain positive socialisation. 

This research therefore advances our understanding of LLS adoption in online language 

learning in many ways. Firstly, it has discovered nine non-SILL LLSs which are 

specific to online learning, Chinese language learning, flipped classroom learning, or 

collaborative learning. The technology used, learning environments, and course and task 

design (flipped classroom learning and collaborative learning) were found to directly 

contribute to the emergence of these nine strategies.  

Secondly, findings from this research have demonstrated that a total of 14 of the 

Oxford’s LLSs were used differently from their originally proposed use, and these 

differences were attributed to the involvement of technology. For example, the 

“resources” in ‘Using resources for receiving and sending messages’ in my research are 

mostly digital and reliant on the Internet, hence are different from the ‘print and non-

print resources’ in Oxford (1990). 
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Thirdly, my research has revealed the complexity of LLS classification and adoption as 

shown in the case of potential multiple categorisations of one strategy, and the 

concurrent use of multiple strategies in completing one learning task. Other 

contributions of this research are discussed in more detail in Chapter 7.  

I have provided recommendations regarding LLS training and LLS use for language 

teachers and language learners. Teachers may consider different LLS training to support 

online students’ LLS adoption in accordance with the special learning needs imposed by 

different learning contexts. For example, in self-directed learning, teachers could 

support online students by: raising their awareness of the use of a wider repertoire of 

affective strategies; helping students develop metacognitive strategies for effectively 

managing their self-paced learning; developing their use of social strategies to access 

native speakers; and providing training in memory strategies for effective vocabulary 

learning. For collaborative assessment task completion, teachers could promote the use 

of cognitive and social strategies specific to the challenges of collaboration among 

students. For online class participation, teachers may incorporate systematic instruction 

on how the technological tools in the synchronous classroom can be effectively 

employed to support the use of cognitive and social strategies and thereby cope with the 

challenges in synchronous learning. 
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Chapter 7. Conclusion 

7.1 Introduction 

This research project has focussed on understanding students’ language learning 

strategy (LLS) use in online Chinese learning. Whilst LLS research has demonstrated 

that LLS use is of significant assistance to learners and also makes their learning more 

effective and enjoyable, much of the early research in the field focused on LLS use in 

traditional classroom-based language learning. The picture of LLS use that has emerged 

in my research project has clearly demonstrated some unique aspects of the participants’ 

LLS use in online Chinese learning. These aspects reflect the fact that some of these 

strategies are supported by, and heavily reliant on, technology, whilst some are specific 

to synchronous and asynchronous environments, or to Chinese language learning. 

Unfortunately, some of the earlier studies had been lacking in terms of integrating these 

unique aspects with LLS research. In order to fill this gap, my research has investigated 

the types of LLSs that learners use in online Chinese learning (RQ1), and how their 

LLS use is influenced by the characteristics of the specific learning contexts and 

individual learner characteristics (RQ2).  

I have sought to answer these two research questions by employing both quantitative 

and qualitative data in order to derive a deep understanding of LLS use in online 

Chinese learning. To this end, I used four research instruments: a survey questionnaire, 

interviews, observations of online classes, and tracking of learner activities online. By 

using this mixed-methods approach, I collected rich data which provided answers to the 

two research questions and presented a holistic picture of LLS use by a particular group 

of students in Open Universities Australia (OUA). 

This chapter first summarises the major contributions of this project to the fields of LLS 

research and also to technology enhanced language learning (TELL) research. 

Following this summary, I offer some implications for online language teaching and 

learning. I then provide a reflection on the research design followed by an outline of the 

limitations of this research project, and recommendations for future research. 
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7.2 Contributions of this Research Project 

The contributions of this study are discussed here in the order of the research questions, 

rather than in order of importance. These contributions are related to the findings 

concerning LLS use in online language learning both in general and specifically to the 

three learning contexts, Chinese language learning, influencing factors, and the 

recommendations.   

Previous studies of LLSs in online language learning are limited in number and mainly 

focused on LLS use in an asynchronous environment. These studies did not offer 

researchers additional insights on how strategies are used in synchronous environments 

in online language learning. In addition, there was a general lack of research on Chinese 

language learning. My research aimed to contribute to filling these gaps by investigating 

LLS adoption by students engaged in three learning contexts in both synchronous and 

asynchronous environments in online Chinese learning.  

The findings in my research show that the mixed-methods approach is a powerful 

research methodology for revealing students’ LLS use in online learning. By combining 

self-reported data with my observed data, this project gradually constructed a detailed 

picture of LLS use by the project participants, to answer RQ1. The self-reported data 

provided information on the types of LLSs, high-, medium-, and low-frequency ranges 

of LLS employment, and LLS use in different ways and in different learning contexts, 

whilst the observed data provided detailed information on the ways that these LLSs 

were used in both the asynchronous (Discussion Board, WeChat, Google drive, and 

Email) and synchronous (the online classroom supported by Blackboard Collaborate) 

environments. This research also confirmed the richness of technological tools available 

for online language learning, both in terms of those specifically designed for language 

learning and those designed for other purposes, such as communication tools, and the 

important roles that technology plays in learners’ LLS use in online language learning. 

My research has explored LLS use in distinct learning contexts and revealed that 

students used LLSs and technologies differently in the three different learning contexts 

considered: self-directed language learning outside online classes (asynchronous 

environment), assessment task completion (asynchronous environment), and online 
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class participation (synchronous environment). Such findings reinforce the 

recommendation of LLS scholars, such as Oxford (2017) and S. C. Huang (2018), that 

researchers should understand LLS use from a contextual perspective. In my research, 

all LLS items in the survey questionnaire were aligned with the three learning contexts 

for data analysis (Chapter 4). When I interpreted the interview data and observed data, 

the learning contexts were also taken into consideration. Chapter 5 demonstrated the 

prominent relationships between the characteristics of the learning contexts and LLS 

use, whilst Chapter 6 further discussed the LLSs in terms of these learning contexts.  

The findings of this research confirmed that online students strategically adjust their 

learning behaviours in line with the learning contexts. Their LLS use is also influenced 

by the categories of interactants and environmental factors. The analysis of the 

participants’ LLS use suggested that, although they were able to use a wide repertoire of 

LLSs and technological tools to facilitate their independent learning and solving 

problems, the efficiency of their efforts could be further improved by practising LLSs 

consciously and systematically.  

Most of the previous LLS studies in online language learning are not set within a 

flipped classroom approach. The few studies which have involved a flipped classroom 

approach have only focused on LLS use in an asynchronous environment. My research 

contributes to our understanding of the impact of the flipped classroom approach on the 

students’ LLS use in both the asynchronous and synchronous environments.  

The research has demonstrated that the LLSs used by the participants in the two 

learning environments were significantly influenced by the flipped classroom approach. 

In particular, the participants employed a cluster of metacognitive strategies, such as 

seeking opportunities to speak Chinese (‘Seeking practice opportunities’), and then 

managing these learning activities in learning schedule (‘Organising’) in asynchronous 

environments in order to organise their learning before classes. Another example 

showed that some participants used particular cognitive strategies, such as comparing 

elements (sounds, vocabulary, grammar) of the target language with elements of their 

own language to determine similarities and differences (‘Analysing contrastively’), 

which assisted them in task completion and promoted quality language learning in a 
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synchronous environment. It therefore appears that the flipped classroom approach used 

in course design dramatically influenced students’ metacognitive and cognitive strategy 

use in both asynchronous and synchronous environments. 

The findings of LLS use in collaborative learning confirmed the view of Oxford’s 

(2017, p. 48) that: “language learners often use strategies flexibly and creatively; 

combine them in various ways, such as strategy clusters or strategy chains; and 

orchestrate them to meet learning needs”. The participants in my study employed 

various LLSs and even created a cluster of social strategies in order to effectively 

collaborate with their language partners, peers and teachers at a distance. This cluster, 

which I labelled as “Collaborating with others”, contains four social strategies: 

‘Netiquette’; ‘Sharing with other students’; ‘Negotiating with other students’; and 

‘Using tools available to improve communication and interaction’. These LLSs were 

derived from the interview data and the observation of participants’ collaborations in 

both asynchronous and synchronous environments, such as WeChat screenshots and 

participants’ written assignments. These strategies expand the social strategy categories 

that have been identified in the literature and relate specifically to collaborative 

learning. In this respect, it will be noted that many studies in online language learning 

are still using Oxford’s SILL, which does not cover these social strategies specific to 

collaborative learning.  

Findings from my research provided further evidence of a specific Chinese character 

learning strategy, ‘Creating stories for memorising Chinese character writing’, and 

revealed that the linguistic features of the semantic-phonetic compounds in Chinese 

characters are factors in determining the employment of such a memory strategy. Given 

that more than 90% of Chinese characters are semantic-phonetic compounds, this 

strategy seems likely to be extremely important for mastering Chinese characters in self-

directed learning. 

The final contribution of this research is in examining relationships between online 

language learners’ LLS use and individual learner characteristics. According to the 

literature, the influences of some individual learner characteristics (e.g., personality 

traits, motivation, language proficiency) have been well-researched, but others have not 
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received as much attention. The results of my research demonstrated that, although the 

participants shared certain similarities in using LLSs in online Chinese learning, their 

idiosyncratic selection of specific LLSs was important and had significant implications 

for both students and teachers. Four learner characteristics appeared to influence the 

participants’ LLS use: the motive of desiring to become able to communicate with 

Chinese-speaking friends or family; the learning goal of attaining a very high level of 

proficiency and being able to work as a translator/interpreter or teach Chinese; different 

age groups of adult language learners; and the length of prior Chinese learning 

experience. As far as I am aware, these are factors that have not been discussed in recent 

literature on LLSs in online Chinese learning. 

7.3 Implications for Online Language Teaching and Learning 

The findings of this research contain several important implications for practice in 

relation to online language teaching and learning and understanding the impacts of 

learning contexts and individual differences on online Chinese learning. One of the 

pedagogic implications of this research is that, as TELL options and online-learning 

options increase, LLSs appropriate to TELL need to be taught explicitly in order to 

equip learners with the ability to adapt to online learning environments. Language 

learners need strategy training in how to use LLSs efficiently as a way to enhance 

learning performance (Dalton & Grisham, 2011; O'Bryan, 2008; Oxford, 2017). My 

research echoes this notion and suggests that the explicit teaching of LLSs, and of their 

application in both self-directed learning and collaborative learning, may be necessary. 

This would help students to be more effective in using LLSs and understanding how to 

use technology to enhance their learning effectiveness. I believe that these 

recommendations and suggestions will provide learners with ideas about how to embed 

LLSs into online learning activities and assessment tasks, and how to positively 

reinforce the effective use of LLSs via learning resources and tools.  

For language teachers, the findings on the types and the repertoire of LLSs, and on LLS 

use in different ways within different learning contexts, provide a reference point for 

conducting LLS training for online students. Oxford (1990) suggested that strategy 

training could be made up of LLS awareness training, one-time strategy training, and 

long-term strategy training. Teachers can introduce the repertoire and types of LLSs, 
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and different ways of using LLSs in different contexts to students through awareness 

training. Teachers can also guide students in their practising of LLSs through specific 

learning activities by using one-time and long-term strategy training. By applying such 

strategy training, online students can practise LLS use in self-directed learning, select 

LLSs and technology that work for themselves, and evaluate the new LLSs in online 

language learning. As Graham (1997) proposed, LLS training “needs to be integrated 

into students’ regular classes if they are going to appreciate their relevance for language 

learning tasks; students need to constantly monitor and evaluate the strategies they 

develop and use; and they need to be aware of the nature, function and importance of 

such strategies” (p. 169). 

The insights into the individual students’ strategy use obtained from my research 

suggest that it is necessary to integrate LLS instruction with online language learning 

materials to suit individual student needs. To meet this challenge, teachers may need to 

provide explicit instructions regarding LLS use in coping with assessment tasks and 

learning activities. Such LLS instructions would inform learners of the value and the 

purpose of LLSs in a systematic way in both self-directed and collaborative learning.  

Teachers could also play a pivotal role in helping individual learners develop their 

learning plans and assist them in achieving improved collaboration with others by 

identifying individual learners’ needs and considering the individual differences which 

affect students’ LLS use. For instance, teachers could provide suggestions on use of 

affective and memory strategies based on my findings of the LLS use in different age 

groups. These suggestions could extend the teacher’s role in supporting and facilitating 

self-directed learning. In teacher-centred learning, the teacher’s duty is to transmit new 

knowledge to students according to their teaching styles and approaches, whilst in 

learner-centred learning, teachers should be able to help students find effective ways of 

accommodating individual differences so that students can make use of the strengths of 

their personalities and preferences for their language learning. Such differences 

determine the amount of additional support teachers may need to offer to individual 

students’ LLS use in online language learning. 
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Language learners may benefit from understanding the repertoire of LLSs that exist and 

the different ways in which LLSs can be used in the three learning contexts. Learners 

need to be aware of the LLSs they use and why they use them in coping with various 

learning activities or assessment tasks within different learning contexts. Through LLS 

training, learners may supplement their online learning related LLS use, and update 

their understanding of technology use accordingly. For example, as shown in my 

research, if they are anxious, find online learning difficult and are less motivated when 

learning independently, they may learn from LLS training to rely on a repertoire of 

affective strategies to reduce their learning anxiety, and discuss learning difficulties 

with peers and teachers in an online platform. Training based on the findings from my 

research may also help them make better LLS decisions by raising their awareness of 

LLSs and helping them select appropriate technological tools in different contexts and 

by improving their existing LLS use.  

My findings will also be of value to the training of students for collaborative online 

learning. Learners are likely to benefit from the use of particular strategy categories and 

technology in collaboration. Through such training, learners may be able to take on 

more responsibility when collaborating with others, seek more practice opportunities 

with their peers, and complete collaborative learning activities more effectively and 

efficiently. Learners need to be aware of the differences between the use of LLSs in a 

traditional collaboration context and online collaboration as shown in my research.  

Language learners would also benefit from an in-depth understanding of the LLS use 

and the influencing factors (characteristics of learning environments and individual 

learners). They would thus be able to decipher LLS use and fulfil their individual needs 

within their own language environments. The individual student reports and the 

decisions of LLS and technology use presented in my research could be employed as a 

reference for language learners in determining their LLS adoption. When learners 

consciously choose LLSs that fit their need, these LLSs become “a useful toolkit for 

active, conscious, and purposeful self-regulation of learning” (Oxford, 2003, p. 2). 
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7.4 A Reflection on My Research Design 

This research project was aimed at generating a comprehensive picture of the LLS use 

by students in online Chinese learning. The choice of a convergent mixed-methods 

design was made to help achieve this aim.  

There are three factors in relation to the research design that contribute to the overall 

findings of the project. Firstly, the mixed-methods approach allowed me to collect 

various data via four research instruments and helped me to build a comprehensive 

picture of the participants’ LLS use. The survey questionnaire gave me an initial sense 

of individual students’ LLS adoption, and the subsequent interviews provided me with 

an opportunity to ask individual participants the ‘how and why’ questions around the 

survey responses, such as those concerning relevant technology for completing a 

specific learning task, and those related to their self-directed learning. The interviews 

also deepened my understanding of how the participants used the same LLS in different 

ways, their LLS use considering their individual language background, personal 

learning and working experience, and motives for language learning. During the online 

classes, students’ online learning activities were automatically tracked by the 

Blackboard system. The tracking data recorded their language learning activities, such 

as the hours spent on Blackboard, and the frequency of accessing the available learning 

activities. I used this information to check participants’ self-reported data and thereby 

obtained solid evidence to confirm the results.  

The second factor relates to the research design is the timing and duration of data 

collection. This research was conducted over the end-to-end learning process of five 3-

month Chinese language courses, spanning from September 2015 to July 2016. While 

this time duration may not have been sufficient for the students to demonstrate any 

changes in LLS use that stemmed from their increased learning experience and 

improved language proficiency levels, it does help to illustrate how LLSs were 

employed by different proficiency groups, in different learning contexts and for 

different learning activities.  

The third factor associated with the research design is the use of technology for data 

collection, which is particularly important in distance language learning research. I was 
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able to collect all interview data online by using Blackboard Collaborate without 

incurring any travel costs and time. The online interviews were recorded by using the 

in-built recording functions in Blackboard Collaborate which helped me better conduct 

the interview without worrying about taking notes, and allowed me to review the data 

more easily than doing this manually. The in-built functions of text messages, 

highlighting, and use of PowerPoint slides in Blackboard Collaborate also helped me 

interview the students effectively. Some students also provided me with relevant 

evidence of their collaborative learning activities with their language partners, such as 

screenshots of WeChat messages, writing drafts, and conversations between students 

via Google Drive. These additional data sources helped me identify their LLSs in 

collaborative learning and discover how they created LLSs to solve learning problems. 

There could be three major criticisms concerning the research design I have adopted in 

this research project, however. Firstly, even though I revised Oxford’s (1990) SILL to 

reflect the online Chinese courses in this project, the findings from my revised 

questionnaire suggest, in line with the concerns of some other researchers, that a 

strategy inventory cannot always best capture students’ LLS use (Hsiao & Oxford, 

2002), especially in relation to Chinese-specific learning strategies (Shen & Xu, 2015), 

LLS use in given language tasks (Gao, 2004; Oxford & Burry-Stock, 1995; 

Zimmerman, 2008), and the effectiveness of LLSs (Gao, 2004).  

Secondly, although the interview data provided me with abundant information, 

especially about LLSs in a self-directed learning process and the students’ attitudes 

towards, and motives for, LLS adoption, the interviews relied heavily on the 

interviewees’ memory recall and sometimes they could not remember the details of the 

learning process. This problem has also been identified by other researchers (Nunan, 

1992). Some interviewees appeared uncertain of the information they gave during the 

interview, such as how long they had used certain language learning materials or 

technological tools, for self-directed learning, and how they used a specific affective 

strategy in coping with a learning difficulty.  

Finally, although the tracking data and the observed data provided solid evidence which 

demonstrated LLS use of both individuals and groups of students, how to interpret and 
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understand the data in an accurate way was a major challenge. Indeed, these data lacked 

immediate confirmation by the students, especially the group data. For example, some 

students might have chosen to download the resources from Blackboard and worked 

with them off-line, rather than staying online for a long time. In this case, the language 

learning hours recorded by Blackboard would not have accurately reflected their exact 

learning time. 

7.5 Limitations of the Research Project 

Like any study, my research project had a number of limitations which should be taken 

into consideration when interpreting the results. Firstly, this research project was limited 

in terms of the relatively small number of participants. Hence, any generalisation of the 

findings to a larger population with different native languages or cultural backgrounds 

may be limited. However, as mentioned previously, this limitation has been mitigated 

somewhat by the mixed-methods approach adopted in this research project. 

Secondly, although the participants consisted of beginning-, intermediate- and 

advanced-level learners, the small number of more advanced participants made it 

difficult for me to compare the LLS use by participants of different proficiency levels 

and the relationships with various potentially influencing factors. 

Thirdly, the survey questionnaire was only sent once to the students after they had 

completed the whole online Chinese course. Therefore, the results only reflect students’ 

thinking about their LLS adoption at that moment. If the questionnaire had been sent at 

different times during the course, the results might have been different, as students’ LLS 

use is dynamic. 

Fourthly, the classroom observations undertaken for this research were limited by the 

duration of the observation which affected both their validity and reliability. Longer-

term observations of distance students’ self-learning and collaborative learning would 

be preferable for future research. At the same time, I was not able to observe the 

participants’ off-screen behaviour in their physical environments while they were 

participating in online classes. Nevertheless, such behaviours might be able to provide 
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insights into the LLSs used in their learning processes while participating in online 

classes (Suzuki, 2013). 

Fifthly, some of the survey questions in this project were rephrased from the SILL 

questions to suit the characteristics of the Chinese courses under investigation (e.g., the 

specific types of learning activities, learning environments, and assessment tasks) and 

the specific target language (i.e. Chinese). While I found no evidence of participants 

misinterpreting or feeling confused by the wording of the questionnaire items in my 

research project, reviewing the items at the end has led me to recommend that their 

wording be revisited if my questionnaire is to be re-used for further research. It is 

important to ensure that all items are easily understood and unlikely to appear 

ambiguous. Furthermore, if results of different studies are to be compared, then it is 

essential that we be able to expect questionnaire respondents to interpret corresponding 

questions in a comparable way. Some items in my questionnaire may need to be revised 

to make them closer to the SILL original, for example, ‘I summarise Chinese grammar 

points in my head as a way to reinforce my understanding’, could be interpreted quite 

differently from the SILL item ‘I make summaries of new language material’.  

An additional limitation was that this research was conducted at a single university 

utilising online Chinese courses with specific assessment tasks, resources and materials, 

technological tools and a flipped classroom approach. All these tasks, resources, tools 

and the delivery approach can be seen as factors which can have an impact on the 

students’ LLS adoption and thus limit the generalisation of the current results.  

Finally, this research has clearly illustrated how most LLSs were employed, but data 

regarding the use of affective and memory strategies were not easy to obtain. This is 

because most affective and memory strategies could not be observed or tracked, and 

therefore my data analyses had to heavily rely on students’ self-reported data. 

7.6 Recommendations for Future Research  

This research project has only been concerned with students’ LLS adoption in a limited 

number of learning tasks and activities in the Chinese language courses. Further 
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research should be undertaken to investigate which LLSs can be used, and how, in 

completing a greater variety of learning tasks and activities. 

Some interesting questions have arisen from the interview data, concerning matters such 

as the relationships between online LLSs and language learning styles, motivation, 

gender, cultural background, and multilingual background, which my research was not 

designed to investigate. These are all potential areas that future studies could 

investigate. 

This study has analysed data on LLSs collected using four research instruments. Future 

research could consider using other research instruments based on technological tools, 

such as student online learning diaries or learner portfolios, to gain a more 

comprehensive understanding of students’ LLS use during the learning process. Such 

research instruments may help reduce the burden on research participants and 

administration costs, while improving data quality. In particular, data collection utilising 

a longitudinal approach is recommended to explore how students develop LLSs while 

they gain language proficiency. 

Finally, this project has only investigated LLSs for distance students. Researchers could 

consider conducting comparison studies between on-campus students and distance 

students to investigate the differences between their LLS use. 
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Appendix A. Survey Questionnaire 

This survey questionnaire consists of three parts. We appreciate if you could kindly 

complete all three parts and provide detailed responses to the open-ended questions in 

Part III. Thank you very much for your willingness to participate. 

Please provide your name (Optional, for research purposes ONLY) 

__________________________ 

I. Basic information  

Please provide the following information by selecting a response.  

1. Your age is 

18-20 

21-30 

30-40 

Over 40 

2. Are you a Chinese heritage learner (Chinese heritage learners are raised in homes 

where any Chinese language varieties are spoken)?   

Yes   

No    

3. At which level are you studying Chinese through OUA?  

Level 1 (CHN 11, CHN 12) 

Level 2 (CHN 222) 

Level 3 (CHN 31, CHN 32) 

4. How long have you been studying Chinese?  

Less than 6 months  
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From 6 months to 1 year  

From 1 year to 2 years  

More than 2 years  

5. Why are you learning Chinese as a foreign language? (tick all answers that apply)  

For pleasure and interest  

As an intellectual challenge  

To assist me in my present or future work  

To improve my career prospects 

I hope to use it in my present or future work 

To be able to communicate with Chinese-speaking friends or family  

To be able to communicate when visiting a Chinese-speaking country  

It’s a compulsory part of my degree 

Others__________________________________________________  

6. How many hours do you spend on learning Chinese each week, on average, 

including online class time? 

Up to 2 hours 

2-4 hours 

4-6 hours 

6-8 hours 

8-10 hours 

10-12 hours 

Over 12 hours 

7. What level are you aiming at in your Chinese studies? 

I just want to get a taste of the language and culture 

I’d like to be able to use Chinese for simple conversations and obtaining 

information, when travelling in a Chinese-speaking country 

I’d like to live and work in a Chinese-speaking country and be able to speak it in 

most everyday life situations 
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I’d like to attain a very high level of proficiency and be able to work as a 

translator/interpreter or teach Chinese 

Others__________________________________________________  

 

II. Survey questionnaire incorporating SILL   

We would like you to tell us how frequently you use the strategies by simply writing a 

number from 1 to 5, Please do not leave out any items.  

Never or almost 

never true of me  

Generally  

not true of me  

Somewhat true 

of me  

Generally true 

of me  

Always or 

almost always 

true of me  

1 2 3 4 5 

 

Never or almost never true of me means that the statement is very rarely true of you; 

that is, you do the behaviour which is described in the statement only in very rare 

instances.  

Generally not true of me means that the statement is usually not true of you; that is, you 

do the behaviour which is described in the statement less than half the time, but more 

than in very rare instances.  

Somewhat true of me means that the statement is true of you about half the time; that is, 

sometimes you do the behaviour which is described in the statement, and sometimes 

you don't, and these instances tend to occur with about equal frequency.  

Generally true of me means that the statement is usually true of you; that is, you do the 

behaviour which is described in the statement more than half the time.  

Always or almost always true of me means that the statement is true of you in almost all 

circumstances; that is, you almost always do the behaviour which is described in the 

statement.   
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 Self-directed learning outside the online classes 

 Questionnaire item 1  2  3  4  5  

1.  I encourage myself to take risks in Chinese learning, such as guessing 

meanings or trying to speak, even though I might make some mistakes. 

     

2.  I encourage myself so that I will continue to try hard and do my best in 

Chinese learning. 

     

3.  I talk to someone I trust about my attitudes and feelings concerning the 

language learning process. 

     

4.  I give myself a tangible reward when I have done something well in 

my Chinese learning. 

     

5.  I search online for the meaning of Chinese words I don’t know (e.g. 

using an online dictionary site or Google translate). 

     

6.  I search for background information on Chinese words online.      

7.  I imitate the tones that native Chinese speakers use.      

8.  I try to understand what I hear or read without translating it word-for-

word into my own language. 

     

9.  I summarise Chinese grammar points in my head as a way to reinforce 

my understanding. 

     

10.  I respect my language partner's time when we work together.      

11.  I use character cards to help memorise new Chinese words.      

12.  When I am learning a new Chinese word, I put it in a sentence so I can 

remember it. 

     

13.  When I am learning a new Chinese word, I list words I know that are 

related to it and draw lines to show relationships. 

     

14 When speaking with other students, I tend to steer the conversation 

onto a topic for which I know the words. 

     

15.  I try to speak Chinese whenever I can.      

16.  I arrange a comfortable environment for studying, to promote learning.      

17.  I develop a routine so that I study Chinese regularly, not just when 

there is the pressure of tests. 

     

18.  I evaluate the progress I have made in learning Chinese.      

19.  I record myself speaking by using an audio or video recorder so that I 

can listen to myself and correct my pronunciation. 

     

20.  I review the resources that are recommended in the online Chinese 

courses. 

     

21.  I prepare questions in advance to ask in the online classes.      

22 I try to notice my errors when speaking Chinese and to work out the 

reason for them. 

     

Assessment task completion outside the online classes (a speaking/writing assignment or an 

oral test) 

 Questionnaire item 1  2  3  4  5  

23.  I read aloud to practise for the speaking assignment.      
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24.  I read other students' Wiki writing assessments to learn from them.      

26.  I put comments on other students’ Wiki writing assignments to help 

them with my suggestions. 

     

26.  I respond as soon as possible to my language partner’s queries.      

27.  I reply to other students' comments on my Wiki page.      

28.  I write the conversation scripts of the speaking assignment together 

with my language partner 

     

29.  I discuss the Wiki writing assignment with my language partner.      

30.  I ask my language partner to check my script.      

31.  I ask my language partner to correct me whenever I make a mistake.      

32.  I ask my teacher to provide feedback on my early drafts.      

33. I encourage other students to leave comments on my Wiki page.      

34. I read the comments other students leave on my Wiki page.      

35. I revise my Wiki writing assignment taking on board the other students' 

comments and suggestions on it. 

     

Online class participation 

 Questionnaire item 1  2  3  4  5  

36. I search for the information online if I do not understand      

37. I take notes.      

38.  I prefer keeping the webcam on to let the teacher and other students see 

me. 

     

39.  I ask other students to correct me.      

40.  I ask the teacher to correct me.      

41.  If I do not understand, I ask the teacher to explain/repeat.      

42.  If I do not understand, I ask the other students to slow down, repeat, or 

clarify what was said  

     

43. I ask the teacher to verify that I have understood or said something 

correctly 

     

44. I type text messages for effective communication      

45. I ask other students to tell me the right word if I cannot think of it.      
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III. Open-ended questions   

1. What is the most difficult part in working with a language partner? How do you 

deal with it? 

 

 

 

 

2. What are the most effective language learning strategies that you have found so far 

in our Chinese learning in this course (e.g., strategies for time management; for 

establishing good study routines; for keeping yourself motivated; for using 

resources like online dictionaries; textbook, video lectures; for learning vocabulary; 

for improving your listening, speaking, reading and writing, etc)? 

 

 

 

 

3. Is there anything you do to support your Chinese learning (either during online 

classes or at other times) that hasn’t been covered by the questions?  

 

 

 

 

 

 

Thank you for your cooperation!  
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Appendix B. Interview Questions 

Thank you for letting me interview you about your learning experience in online 

Chinese courses. I really appreciate it.  

Topic 1 Language learning motives and learning goals  

1 Could you please begin by telling me a little about yourself and your Chinese 

learning experience? Why do you want to learn Chinese?  

2 Why did you prefer to sign up for an online Chinese course rather than an on-

campus course?  

3 How will having some Chinese language influence your future?  

4 Do you have a plan or a goal for your Chinese learning?  

Topic 2 Survey questionnaire  

5 When and how do you use the strategy of question x in the survey questionnaire?  

Topic 3 language learning difficulties  

6 What have you found most difficult about learning Chinese? How do you 

overcome these difficulties?  

7 What types of software and equipment do you use for learning Chinese? Do you 

have any difficulties in using them?  

8 Do you have any difficulties in completing assessment tasks? How do you 

overcome these difficulties?  

Topic 4 LLSs in coping with various assessment tasks  

9 What do you normally do before attending the online classes?  

10 How do you memorise vocabulary or Chinese characters?  

11 Do you study Chinese with others?  

12 Do you reward yourself when you do well in Chinese?  

13 How do you prepare for the tests?  

14 Which LLSs have you found most useful for completing the assessment tasks?  
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15 Were there any LLSs in the survey questionnaire that you think might help you 

become a better language learner?  

16 Do you have suggestions for other Chinese language learners who want to enrol 

in online Chinese courses? 
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Appendix C. Information Sheets 

C.1 Information Sheet for Survey Questionnaire 

 

INFORMATION SHEET FOR SURVEY QUESTIONNAIRE 

PhD student: Lijuan CHEN 

School of Language & Linguistics 

(04) 12 XXX XXX1 

lijuan.chen@griffithuni.edu.au 

Why is this research being conducted? 

I am a research student at Griffith University in the School of Language and Linguistics. 

I would like to invite you to answer a survey questionnaire for my PhD research. The 

aim of my research is to investigate language learning strategies for online language 

learning, and your language learning strategies are the focus of the survey questionnaire  

Expected benefits 

The expected results obtained from this research project may help language learners 

reduce learning anxieties, adapt more comfortably to the online learning environment, 

and develop as autonomous language learners as a result of strategy training. The 

insight gained may assist the Chinese language tutors to better understand and facilitate 

the development of language learning strategies. 

What you will be asked to do 

You will be asked to fill the following survey 

https://prodsurvey.rcs.griffith.edu.au/prodls190/index.php?sid=78874&lang=en, 

 

1 Some contact information was redacted in this appendix for privacy. 

https://prodsurvey.rcs.griffith.edu.au/prodls190/index.php?sid=78874&lang=en


 

306 

 

answering questions on your background and your language learning strategies in online 

Chinese learning. The survey questionnaire should take approximately 20 minutes. 

Potential risks 

There are no foreseeable risks associated with participation in this research.  

Voluntary Participation 

Your participation is entirely voluntary. The completion or partial completion of this 

survey questionnaire does not influence or contribute in any way to the assessment in 

your course. You can withdraw your participation at any time. By voluntarily 

completing this survey questionnaire via LimeSurvey, you will be deemed to have read 

and consented to participating in the phase of the research. 

Privacy Statement 

The information collected will not be disclosed to third parties without your consent, 

except to meet government, legal or other regulatory authority requirements. A de-

identified copy of the survey questionnaire data may be used for other research 

purposes. However, your anonymity will at all times be safeguarded. Griffith University 

conducts research in accordance with the National Statement on Ethical Conduct in 

Human Research.  

The data will be stored in a file with my password protected computer, and no one else 

will have access to it. The data will be destroyed after the thesis accomplished. 

Questions/ Further information 

If you have any queries about this project or this survey questionnaire, please do not 

hesitate to contact my supervisor: 

Assoc Prof Yuping Wang in School of Language and Linguistics, Griffith University 

Tel. (07) 373 XXXXX Email: y.wang@griffith.edu.au 
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Dr Claire Kennedy in School of Language and Linguistics, Griffith University 

Tel. (07) 373 XXXXX Email: c.kennedy@griffith.edu.au 

If you have any concerns or complaints about the ethical conduct of this research project 

you should contact the Manager, Research Ethics on 07 3735 4375 or by email to 

research-ethics@griffith.edu.au. For further information consult the University’s 

Privacy Plan at http://www.griffith.edu.au/about-griffith/plans-publications/griffith-

university-privacy-plan or telephone 07 3735 4375. 

If you would like to see a summary of the results of the research, you can contact Lijuan 

Chen after 19th Feb, 2017. 

Please retain this information sheet for your reference. 

Thank you 

for participating in this research project. 
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C.2 Information Sheet for Interview 

 

INFORMATION SHEET FOR INDIVIDUAL STUDENT-PARTICIPANT 

INTERVIEW 

Senior investigators 

Assoc Prof Yuping Wang in School of Language and Linguistics, Griffith University 

Tel. (07) 373 XXXXX Email: y.wang@griffith.edu.au 

Dr Claire Kennedy in School of Language and Linguistics, Griffith University 

Tel. (07) 373 XXXXX Email: c.kennedy@griffith.edu.au 

Member of research team: 

PhD student: Ms Lijuan CHEN in School of Language and Linguistics, Griffith 

University 

Tel. (04) 12 XXX XXX Email: lijuan.chen@griffithuni.edu.au 

Why is this research being conducted? 

I am a research student at Griffith University in the School of Language and Linguistics. 

I would like to invite you to participate in the research project for my PhD's Research 

thesis.  

This semester you have decided to enrol in online Chinese courses. What language 

learning strategies do you use and why have you wanted to learn Chinese language as a 

foreign language? The aim of this project is to explore language learning strategies in 

online Chinese learning, and your language learning strategies are the focus of the 

interview and stimulated recall.  

 



 

309 

 

Expected benefits 

The expected results obtained from this research project may help language learners 

reduce learning anxieties, adapt more comfortably to the online learning environment, 

and develop as autonomous language learners as a result of strategy training. The 

insight gained may assist the Chinese language tutors to better understand and facilitate 

the development of language learning strategies with strategy training for online 

language learners. 

What you will be asked to do 

In the interview, you will be asked to talk with the researcher about your survey 

questionnaire and language learning strategy adoption in completing language learning 

assessment items in online Chinese learning. The interview should take approximately 

60 minutes.  

Potential risks 

There are no foreseeable risks associated with participation in this research.  

Voluntary Participation 

Your participation is entirely voluntary. The completion or partial completion of this 

interview do not influence or contribute in any way to the assessment in any course. 

You can withdraw your participation at any time.  

Privacy Statement 

The information collected will not the disclosed to third parties without your consent, 

except to meet government, legal or other regulatory authority requirements. A de-

identified copy of the interview and stimulated recall activity data may be used for other 

research purposes. However, your anonymity will at all times be safeguarded. Griffith 

University conducts research in accordance with the National Statement on Ethical 

Conduct in Human Research.  
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As required by Griffith University, all audio recordings will be erased after 

transcription. However, other research data (interview transcripts and analysis) will be 

retained in a locked cabinet and/or a password protected electronic file at Griffith 

University for a period of five years before being destroyed. 

Questions/ Further information 

If you have any queries about this project or this questionnaire, please do not hesitate to 

contact my supervisor: 

Assoc Prof Yuping Wang in School of Language and Linguistics, Griffith University 

Tel. (07) 373 XXXXX Email: y.wang@griffith.edu.au 

Dr Claire Kennedy in School of Language and Linguistics, Griffith University 

Tel. (07) 373 XXXXX Email: c.kennedy@griffith.edu.au 

If you have any concerns or complaints about the ethical conduct of this research project 

you should contact the Manager, Research Ethics on 07 3735 4375 or by email to 

research-ethics@griffith.edu.au. For further information consult the University’s 

Privacy Plan at http://www.griffith.edu.au/about-griffith/plans-publications/griffith-

university-privacy-plan or telephone (07) 3735 4375. 

If you would like to see a summary of the results of the research, you can contact Lijuan 

Chen after 19th Feb, 2017. 

Please retain this information sheet for your reference. 

Thank you for participating in this research project. 
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An Investigation of Language Learning Strategies Developed by Students in 

Online Chinese Learning 

INDIVIDUAL INTERVIEW SUDENT-PARTICIPANTS CONSENT FORM 

PhD student: Lijuan CHEN 

School of Language & Linguistics 

(04) 12 XXX XXX 

lijuan.chen@griffithuni.edu.au 

 

⚫ By signing below, I confirm that I have read and understood the information package and in 

particular have noted that: 

⚫ I understand that my involvement in this research will involve discussing my online Chinese 

language learning experience and language learning strategies with the researcher. 

⚫ I understand that the discussion will be video recorded and the voice recording of the video 

transcribed; but that my name will not be used in the transcript and I will not be identified as 

the person making any specific comment. 

⚫ I understand that I have the right not to answer a question, if I feel uncomfortable about 

answering it. The data obtained from the questionnaire will be analysed only by the 

researcher. 

⚫ I understand the risks involved are negligible. 

⚫ I understand that there will be no direct benefit to me from my participation in this research. 

⚫ I understand that my participation in this research is entirely voluntary and my participation 

has no impact upon any studies I am undertaking and results. 

⚫ I understand that I am free to withdraw at any time, without comment or penalty. 

⚫ I understand that I can contact the Manager, Research Ethics, at Griffith University Human 

Research Ethics Committee on 07 3735 4375 (or by email to research-

ethics@griffith.edu.au) if I have any concerns about the ethical conduct of the project. 

⚫ I agree to participate in the project. 

 

Name:     _______________________ 

Signature:  _______________________ 

Date:      _______/______/_________ 
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C.3 Information Sheet for Observation 

 

INFORMATION SHEET FOR STUDENT-PARTICIPANT OBSERVATION   

Senior investigators 

Assoc Prof Yuping Wang in School of Language and Linguistics, Griffith University 

Tel. (07) 373 XXXXX Email: y.wang@griffith.edu.au 

Dr Claire Kennedy in School of Language and Linguistics, Griffith University 

Tel. (07) 373 XXXXX Email: c.kennedy@griffith.edu.au 

Member of research team: 

PhD student: Ms Lijuan CHEN in School of Language and Linguistics, Griffith 

University 

Tel. (04) 12 XXX XXX Email: lijuan.chen@griffithuni.edu.au 

Why is this research being conducted? 

I am a research student at Griffith University in the School of Language and Linguistics. 

I would like to invite you to participate in the research project for my PhD's Research 

thesis.  

This semester you have decided to enrol in online Chinese courses. What language 

learning strategies do you use and why have you wanted to learn Chinese language as a 

foreign language? The aim of this project is to explore language learning strategies in 

online Chinese learning, and your language learning strategies in the collaboration with 

your language partner are the focus of the student observation.  
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Expected benefits 

The expected results obtained from this research project may help language learners 

reduce learning anxieties, adapt more comfortably to the online learning environment, 

and develop as autonomous language learners as a result of strategy training. The 

insight gained may assist the Chinese language tutors to better understand and facilitate 

the development of language learning strategies with strategy training for online 

language learners. 

What you will be asked to do 

You will be asked to allow me to observe the whole process of your collaboration with 

your language partners, include me in your communication with your language partners, 

in the email or any other tools (e.g. WeChat). In this way I can (as a silent observer) see 

how the collaboration looks like, such as emails, WeChat conversation, or online 

discussion, etc. 

Potential risks 

There are no foreseeable risks associated with participation in this research.  

Voluntary Participation 

Your participation is entirely voluntary. The completion or partial completion of this 

observation do not influence or contribute in any way to the assessment in any course. 

You can withdraw your participation at any time.  

Privacy Statement 

The information collected will not the disclosed to third parties without your consent, 

except to meet government, legal or other regulatory authority requirements. A de-

identified copy of the observation data may be used for other research purposes. 

However, your anonymity will at all times be safeguarded. Griffith University conducts 

research in accordance with the National Statement on Ethical Conduct in Human 

Research.  
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As required by Griffith University, all audio recordings will be erased after 

transcription. However, other research data (observation transcripts and analysis) will be 

retained in a locked cabinet and/or a password protected electronic file at Griffith 

University for a period of five years before being destroyed. 

Questions/ Further information 

If you have any queries about this project or this questionnaire, please do not hesitate to 

contact my supervisor: 

Assoc Prof Yuping Wang in School of Language and Linguistics, Griffith University 

Tel. (07) 373 XXXXX Email: y.wang@griffith.edu.au 

Dr Claire Kennedy in School of Language and Linguistics, Griffith University 

Tel. (07) 373 XXXXX Email: c.kennedy@griffith.edu.au 

If you have any concerns or complaints about the ethical conduct of this research project 

you should contact the Manager, Research Ethics on 07 3735 4375 or by email to 

research-ethics@griffith.edu.au. For further information consult the University’s 

Privacy Plan at http://www.griffith.edu.au/about-griffith/plans-publications/griffith-

university-privacy-plan or telephone (07) 3735 4375. 

If you would like to see a summary of the results of the research, you can contact Lijuan 

Chen after 19th Feb, 2017. 

Please retain this information sheet for your reference. 

Thank you for participating in this research project. 
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An Investigation of Language Learning Strategies Developed by Students in 

Online Chinese Learning 

SUDENT-PARTICIPANT OBSERVATION CONSENT FORM 

PhD student: Lijuan CHEN 

School of Language & Linguistics 

(04) 12 XXX XXX 

lijuan.chen@griffithuni.edu.au 

 

⚫ By signing below, I confirm that I have read and understood the information package and in 

particular have noted that: 

⚫ I understand that my involvement in this research will involve discussing my online Chinese 

language learning experience and language learning strategies with the researcher. 

⚫ I understand that the discussion will be audio recorded and the voice recording of the video 

transcribed; but that my name will not be used in the transcript and I will not be identified as 

the person making any specific comment. 

⚫ I understand that I have the right not to answer a question, if I feel uncomfortable about 

answering it. The data obtained from the questionnaire will be analysed only by the 

researcher. 

⚫ I understand the risks involved are negligible. 

⚫ I understand that there will be no direct benefit to me from my participation in this research. 

⚫ I understand that my participation in this research is entirely voluntary and my participation 

has no impact upon any studies I am undertaking and results. 

⚫ I understand that I am free to withdraw at any time, without comment or penalty. 

⚫ I understand that I can contact the Manager, Research Ethics, at Griffith University Human 

Research Ethics Committee on 07 3735 4375 (or by email to research-

ethics@griffith.edu.au) if I have any concerns about the ethical conduct of the project. 

⚫ I agree to participate in the project. 

 

Name:     _______________________ 

Signature:  _______________________ 

Date:      _______/______/_________  
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Appendix D. Strategy Inventory for Language Learning (SILL): Version 5.1 for 

English Speakers Learning a New Language (Oxford, 1990) 

The Strategy Inventory for Language Learning (SILL) is designed to gather information 

about how you, as a student of a foreign or second language, go about learning that 

language. On the following pages, you will find statements related to learning a new 

language. Please read each statement. On the separate answer sheet, mark the response 

(1, 2, 3, 4, or 5) that tells how true the statement is in terms of what you actually do 

when you are learning the new language.  

1. Never or almost never true of me  

2. Generally not true of me  

3. Somewhat true of me  

4. Generally true of me  

5. Always or almost always true of me  

 

Never or almost never true of me means that the statement is very rarely true of you; 

that is, you do the behaviour which is described in the statement only in very rare 

instances.  

Generally not true of me means that the statement is usually not true of you; that is, you 

do the behaviour which is described in the statement less than half the time, but more 

than in very rare instance.  

Somewhat true of me means that the statement is true of you about half the time; that is, 

sometimes you do the behaviour which is described in the statement, and sometimes 

you don't, and these instances tend to occur with about equal frequency.  

Generally true of me means that the statement is usually true of you; that is, you do the 

behaviour which is described in the statement more than half the time.  
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Always or never true of me means that the statement is true of you in almost all 

circumstances; that is, you almost always do the behaviour which is described in the 

statement.   

  

Use the separate Worksheet for recording your answers and for scoring. Answer in 

terms of how well the statement describes you, not in terms of what you think you 

should do, or what other people do. Answer in reference to the language you are now 

learning. There are no right or wrong responses to these statements. You will score the 

SILL yourself using the attached Worksheet. On the Worksheet, write your name, the 

date, and the language learnt.  

  

                Example  

1. Never or almost never true of me 

2. Generally not true of me 

3. Somewhat true of me 

4. Generally true of me 

5. Always or almost always true of me 

  

Read the item, and choose a response (1 through 5 as above), and write it in the space 

after the item.  

I actively seek out opportunities to talk with native speakers of the new language. 

______________  

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

Worksheet.  
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Strategy Inventory for Language Learning  

1. Never or almost never true of me  

2. Gene rally not true of me  

3. Somewhat true of me  

4. Generally true of me  

5. Always or almost always true of me  

  

Part A  

When learning a new word......  

1. I create associations between new material and what I already know.  

2. I put the new word in a sentence so I can remember it.  

3. I place the new word in a group with other words that are similar in some way (for 

example, words related to clothing or feminine nouns).  

4. I associate the sound of the new word with the sound of a familiar word.  

5. I use rhyming to remember it.  

6. I remember the word by making a clear mental image of it or by drawing a picture.  

7. I visualize the spelling of the new word in my mind.  

8. I use a combination of sounds and images to remember the new word.  

9. I list all the other words I know that are related to the new word and draw lines to 

show relationships.  

10. I remember where the new word is located on the page or where I first saw or heard 

it.  

11. I use flashcards with the new word on one side and the definition or other 

information on the other.  

12. I physically act out the new word.  
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When learning new material......  

13. I review often.  

14. I schedule my reviewing so that the review sessions are initially close together in 

time and gradually become more widely spread apart.  

15. I go back to refresh my memory of things I learnt much earlier.  

  

Part B  

16. I say or write new expressions repeatedly to practice them.  

17. I imitate the way native speakers talk.  

18. I read a story or dialogue several times until I can understand it.  

19. I revise what I write in the new language to improve my writing.  

20. I practice the sounds or alphabet of the new language.  

21. I use idioms or other routines in the new language.  

22. I use familiar words in different combinations to make new sentences.  

23. I initiate conversation in the new language.  

24. I watch TV shows or movies or listen to the radio in the new language.  

25. I try to think in the new language.  

26. I attend and participate in out-of-class events where the new language is spoken.  

27. I read for pleasure in the new language.  

28. I write personal notes, messages, letters, or reports in the new language.  

29. I skim the reading passage first to get the main idea, then I go back and read it more 

carefully.  

30. I seek specific details in what I hear or read.  

31. I use reference materials such as glossaries or dictionaries to help me use the new 

language.  

32. I take notes in class in the new language.  

33. I make summaries of new language material.  
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34. I apply general rules to new situations when using the language.  

35. I find the meaning of a word by dividing the word into parts which I understand.  

36. I look for similarities and contrasts between the new language and my own.  

37. I try to understand what I have heard or read without translating it word-for-word 

into my own language.  

38. I am cautious about transferring words or concepts directly from my language to 

the new language.  

39. I look for patterns in the new language.  

40. I develop my own understanding of how the language works, even if sometimes I 

have to revise my understanding based on new information.  

  

Part C  

41. When I do not understand all the words I read or hear, I guess the general meaning 

by using any clues from the context or situation.  

42. I read without looking up every unfamiliar word.  

43. In a conversation I anticipate what the other person is going to say based on what 

has been said so far.  

44. If I am speaking and cannot think of the right expression, I use gestures or switch 

back to my own language momentarily.  

45. I ask the other person to tell me the right word if I cannot think of it in a 

conversation.  

46. When I cannot think of the correct expression to say or write, I find a different way 

to express the idea; for example, I use a synonym or describe the idea.  

47. I make up new words if I do not know the right ones.  

48. I direct the conversation to a topic for which I know the words.  

  

Part D  

49. I preview the language lesson to get a general idea of what it is about, how it is 

organised, and how it relates to what I already know.  
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50. When someone is speaking the new language, I try to concentrate on what the 

person is saying and put unrelated topics out of my mind.  

51. I decide in advance to pay special attention to specific language aspects; for 

example, I focus on the way native speakers pronounce certain sounds.  

52. I try to find out all I can about how to be a better language learner by reading books 

or articles, or by talking with others about how to learn.  

53. I arrange my schedule to study and practice the new language consistently, not just 

when there is the pressure of a test.  

54. I arrange my physical environment to promote learning; for instance, I find a quiet, 

comfortable place to review.  

55. I organise my language notebook to record important language information.  

56. I plan my goals for language learning, for instance, how proficient I want to 

become or how I might want to use the language in the long run.  

57. I plan what I am going to accomplish in language learning each day or each week.  

58. I prepare for an upcoming language task (such as giving a talk in the new language) 

by considering the nature of the task, what I have to know, and my current language 

skills.  

59. I clearly identify the purpose of the language activity; for instance, in a listening 

task I might need to listen for the general idea or for specific facts.  

60. I take responsibility for finding opportunities to practice the new language.  

61. I actively look for people with whom I can speak the new language. 

62. I try to notice my language errors and find out the reasons for them.  

63. I learn from my mistakes in using the new language.  

64. I evaluate the general progress I have made in learning the language.  

  

Part E  

65. I try to relax whenever I feel anxious about using the new language.  

66. I make encouraging statements to myself so that I will continue to try hard and do 

my best in language learning.  
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67. I actively encourage myself to take wise risks in language learning, such as 

guessing meanings or trying to speak, even though I might make some mistakes.  

68. I give myself a tangible reward when I have done something well in my language 

learning.  

69. I pay attention to physical signs of stress that might affect my language learning.  

70. I keep a private diary or journal where I write my feelings about language learning.  

71. I talk to someone I trust about my attitudes and feelings concerning the language 

learning process.  

  

Part F  

72. If I do not understand, I ask the speaker to slow down, repeat, or clarify what was 

said.  

73. I ask other people to verify that I have understood or said something correctly.  

74. I ask other people to correct my pronunciation.  

75. I work with other language learners to practice, review, or share information.  

76. I have a regular language learning partner.  

77. When I am talking with a native speaker, I try to let him or her know when I need 

help.  

78. In conversation with others in the new language, I ask questions in order to be as 

involved as possible and to show I am interested.  

79. I try to learn about the culture of the place where the new language is spoken.  

80. I pay close attention to the thoughts and feelings of other people with whom I 

interact in the new language. 
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Appendix E. Ten Student Reports 

E.1 Report on Student 5 (S5) 

E.1.1 Background information, learning motives, goals, difficulties and strengths 

S5’s first language was English and she lived in Australia. This student wanted to obtain 

a Bachelor of Education Degree through Open Universities Australia (OUA) and it was 

the third year of her Bachelor program. In addition to her OUA studies, she had two 

part-time jobs as a primary school teacher and a dog trainer. Table E.1 shows S5’s 

background information.  

Table E.1  

Background Information of S5 

Nationality Australian 

First language English 

Age Over 40 

Course enrolled Level 1 (CHN11), Study Period 3, 2015 

Previous Chinese language learning 

experience 

One-year self-directed learning Pimsleur Digital 

Mandarin course 

Study hours per week (including online 

tutorial time) 

6 hours 40 minutes to 8 hours 40 minutes 

Data source, recorded interview with S5 

Although S5 enrolled in the beginners’ class, she should be considered a lower-

beginning level student because she had learned Chinese for a year by herself before 

joining the online Chinese course (see Table E.1). This student chose the Pimsleur 

Digital Mandarin course as part of her self-directed learning materials. In the interview, 

she reported that she was on Phase 3 of Pimsleur, and the previous 2 phases had 

contained a total of 26 lessons.  

The motives S5 declared in the survey questionnaire for learning Chinese were: 

• To be able to communicate with Chinese-speaking friends or family members; 

• As a courtesy for the two Chinese students living with me at the moment; 

• For pleasure and interest; 

• To improve my career prospects.  
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In the interview, S5 confirmed these motives and identified her learning goal as being 

able to hold a conversation in Chinese. Her learning strengths that she identified in the 

interview were Chinese speaking and writing skills. My observations of her 

performance in the online tutorials also revealed her strengths in pronunciation. In 

addition, she did not report any learning difficulties in the interview. 

E.1.2 The key LLSs used by S5 and the tools used for these LLSs 

Consequently, the qualitative data for S5 indicated the main contributor to her learning 

as a positive interest and attitude toward her Chinese learning, as well as more prior 

learning. Her use of LLSs indicated the awareness of the importance of selecting 

technological tools, building positive relationship with peers and her Chinese friends, 

and effective use of key LLSs. 

This section mainly focuses on S5’s six key LLSs. Table E.2, S5’s interview, survey 

and observed data revealed her learning motives for LLS use, key LLSs, the contexts for 

her LLS use, and language learning tools adopted for the key LLSs, and related LLS 

categories in the three learning situations. The interview data with S5 generally 

corroborated her survey responses in relation to the use of metacognitive, memory, and 

cognitive strategies. The interview data also highlighted S5’s use of specific social 

strategies, and provided explanations of how and why she used these strategies.  

The results suggested that S5 used key LLSs in three learning situations (see Table E.2). 

The following three subsections provide further details regarding S5’s LLS use. This 

includes how she used the key LLSs and language learning tools, and how her motives 

influenced her use of LLSs in the learning situations. 
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Table E.2  

Reasons for LLS Use, Key LLSs, Statements, Language Learning Tools, and Related 

LLS Categories in Three Learning Situations by S5 

Self-directed learning outside the online classes  

Reason for 

LLS use 

 

Key LLS Statement 

(paraphrased for 

brevity) 

Data 

source 

(Usage) 

Language 

learning tool 

LLS 

category 

Memorisin
g 

vocabulary 

in an 

effective 

way 

Using 
mechanical 

techniques 

Memorising words 
or characters by 

listening to flash 

card apps over and 

over 

I Flash card 
app: 

Intelligent 

Flashcards 

STS Chinese; 
Pinyin 

Training 

Memory 

 

Improving 

accuracy of 
pronuncia-

tion in 

vocabulary 
and 

conversa-

tion 

Repeating Listening to 

recorded 

conversations many 

times  

I Digital 

Mandarin 

Language 
course 

Pimsleur 

Cognitive 

Representing 

sounds in 

memory 

 

Remembering 

phrases by listening 
to digital resources 

over and over 

I Memory 

 

Assessment tasks completion (homework, speaking assignment) 

Achieving 

success in 

the course 

 

Using 

resources for 

receiving and 
sending 

messages  

Searching online for 

the meaning of 

Chinese words 

I E-dictionary 

app: Google 

Translate 

Cognitive 

SII (H) 

Asking for 

correction  

Asking Chinese 
friends to correct the 

pronunciation 

I WeChat: text 
and voice 

message 

Social 

Repeating Imitating 

pronunciation 

I Cognitive 

SII (H) 

Representing 

sounds in 

memory 

Remembering 

sentences by 

listening to voice 
message over and 

over 

I Memory 

Online class participation 

Establish-

ing 

Relation-
ships with 

others 

Using the 

tools and 
modes 

available to 

improve 

communica-
tion and 

interaction 

Using emoticons and 

text chat to interact 
with others, such as 

praising the other 

students’ speeches, 

and answering other 

students’ questions  

OI Blackboard: 

Emoticons 
(such as 

smiley face, 

LOL, and 

raised hand), 

text messages  

Social 
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Key LLSs in self-directed learning outside the online classes 

The key LLSs that S5 used included ‘Using mechanical techniques’, ‘Repeating’, and 

‘Representing sounds in memory’, as shown in the following examples. 

This interviewee reported of how she used technological tools for vocabulary learning 

indicated she made extensive use of cognitive and memory strategies. She selected flash 

card apps from a large range of choices to suit her needs for memorising vocabulary and 

practising pronunciation. For example, she used two flash card apps: Short-term Spoken 

Chinese (an app accompanying the textbook used in the course) and Pinyin Training (an 

app for mastering tones). The Short-term Spoken Chinese allowed her to review the 

vocabulary list in the textbook and imitate the pronunciation, while the Pinyin Training 

app helped her improve her accuracy in Pinyin pronunciation. Her description indicated 

that she employed the strategy of ‘Using mechanical techniques’2 by using the flash 

card apps. She claimed that she benefited from using the apps to improve the efficiency 

of memorising words. 

In order to learn vocabulary and conversations, S5 stated that she generally preferred 

audio materials (Pimsleur Digital Mandarin course materials) (see Excerpt E.1). She 

combined the cognitive strategy of ‘Repeating’3 to the memory strategy of 

‘Representing sounds in memory’4. This was driven by her learning goal to learn 

conversational Chinese.  

 

2 Using mechanical Techniques (Memory): using creative but tangible techniques, especially 

involving moving or changing something which is concrete, in order to remember new target 

language information. Examples are writing words on cards and moving cards from one stack to 

another when a word is learnt, and putting different types of material in separate sections of a 

language learning notebook (Oxford, 1990, p. 43). 

3 Repeating (Cognitive): saying or doing something over and over: listening to something 

several times; rehearsing; imitating a native speaker (Oxford, 1990, p. 45). 

4 Representing sounds in memory (Memory): remembering new language information 

according to its sound (Oxford, 1990, p. 42). 
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Excerpt E.1 Example of Using the Strategies of ‘Repeating’ (Cognitive) and 

‘Representing Sounds in Memory’ (Memory) by S5 

S5: I listened to those CDs… and you play it and it starts with little sections of - 

dialogues to listen to, and then it will ask you to repeat certain types of words, 

how do you say, ‘good morning’… and then you get a chance to try to remember, 

they will model the correct pronunciation, and grammar. (00:01:50 in the 

recorded interview, S5, 2015) 

As presented in Excerpt E.1, S5 used the CDs to help her listen, repeat, answer, and 

immediately self-check the pronunciations and grammar against the model sentences on 

the CD. These LLSs evidenced that she was aware of the importance of memorising 

vocabulary and conversations by rehearing the CDs. 

Key LLSs in completing the speaking assignment 

When asked how she used LLSs in completing the speaking assignment in the 

interview, S5 introduced how she wrote a draft script. This student relied on using 

English to draft the script content first, and then translated it into Chinese. She had to 

check the E-dictionary which related to using a cognitive strategy of ‘Using resources 

for receiving and sending messages’5. This strategy suggested an adult student who 

independently locates answers online. This interviewee also introduced how she 

improved her accuracy in pronunciation and intonation by imitating native Chinese 

friends via WeChat (see Excerpt E.2). She sent WeChat voice messages to ask two 

Chinese girls for corrections, and received voice messages back for imitating. 

Excerpt E.2 Example of Using the Strategies of ‘Repeating’ (Cognitive) and 

‘Representing Sounds in Memory’ (Memory) via WeChat by S5 

S5: They (the Chinese girls) would answer some questions on WeChat (voice 

messages) … I could listen to the recording (voice messages) until I could 

 

5 Using resources for receiving and sending messages (Cognitive): using print or non-print 

resources to understand incoming messages or produce outgoing messages (Oxford, 1990, p. 

45). 
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understand it … With using WeChat (voice messages), you can listen to it again, 

and I won’t annoy anybody. (01:03:44 in the recording, Interview, S5, 2015)  

From this excerpt, it is interesting to discover that using a learning tool (WeChat) may 

connect the social strategy of ‘Asking for corrections’6 with a cognitive strategy of 

‘Repeating’, and a memory strategy of ‘Representing sound in memory’. In other words, 

WeChat allowed S5 to employ these three LLSs in a creative way to prepare for the 

speaking assignment and improve her intonation and pronunciation. Additionally, she 

further explained that this method allowed her to repeat the voice messages without 

worrying about inconveniencing other people. 

Key LLSs in online tutorials 

As S5 was familiar with Blackboard Collaborate, she could easily concentrate on 

general classroom interactions with the teacher while also communicating with other 

students using the text chat and emoticons embedded in Blackboard Collaborate. I 

identified this strategy as a social strategy of ‘Using the tools and modes available to 

improve communication and interaction’ which is distinctly different from Oxford’s 

social strategies. This strategy has already been identified by Hauck and Hampel (2008) 

as a socio-environmental strategy. The socio-environment strategies refer to student’s 

use of particular functionalities of the online learning environments, such as available 

modes, to enhance social relations (Hauck & Hampel, 2008). According to my 

observations, S5 used the text chat and emoticons in three ways to establish 

relationships with others: 1) responding to the tutor’s questions, in English or in 

Chinese characters, 2) suggesting learning apps and learning materials to other students, 

and 3) interacting in a friendly or supportive way with other students. When she 

interacted with others, she: 

• praised the other students’ speech with emoticons; 

• explained the class process to a student who experienced an instable network in 

the text chat;  

 

6 Asking for correction (Social): Asking someone for correction in a conversation. This strategy 

most often occurs in conversation but may also be applied to writing (Oxford, 1990, p. 147). 
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• alerted the classmates to the poor audio quality via the text chat;  

• helped the teacher to answer other students’ questions via the text chat; 

• introduced other students how to listen to the other learning resources (e.g., 

Pimsleur Digital Mandarin course) via the text chat.  

(Data source, observed data of four online classes, S5, 2015) 

These learning behaviours suggested that S5 was aware of building positive and 

collaborative relationships with the teacher and her peers. Being accepted and valued 

may help online students feel they are an important part of an online class, which builds 

their self-esteem and effectively supports cooperation for collaborative language 

learning. 

E.1.3 Summary of S5’s LLS report  

In summary, S5 was an autonomous learner because she chose appropriate LLSs and 

learning tools for achieving her learning goals and used those LLS effectively. In 

particular, this student noticed the importance of accuracy in pronunciation and 

intonation for conversational Chinese. Additionally, her case is an example of the 

benefits to a student (towards achieving their goals), of selecting appropriate tools and 

using them effectively. 

On the one side, she employed the memory strategy of ‘Using mechanical techniques’ 

by using flash card apps, and combined the cognitive strategy of ‘Repeating’ and the 

memory strategy of ‘Representing sound in memory’ by using the audio material 

Pimsleur. Such tools increased the strategy effectiveness in memorising Chinese words 

and conversations as they promoted studying through active recall for rote 

memorisation. Representing sound may help students create a sound-based association 

between what was said in Pimsleur and already known vocabulary and conversations. 

On the other side, she imitated Chinese friends’ WeChat voice messages to prepare for 

collaboration with her language partner. This action may enhance intelligibility during 

collaboration with a language partner in speaking practice. Lastly, she employed the 

social strategy of ‘Using the tools and modes available to improve communication and 

interaction’ to establish relationships with other students and the teacher. Such a social 
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strategy may develop positive relationships for collaboration with others in an online 

learning environment.  
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E.2 Report on Student 18 (S18) 

E.2.1 Background information, learning motives, goals, difficulties and strengths 

Similar to S5, S18 was an Australian English speaker, but he lived in China. This 

student worked as a full-time primary school English teacher in a major city in 

Southwest China. At the same time, he was a part-time undergraduate student in Open 

University Australia (OUA) majoring in Security and Counter Terrorism. As such, the 

online Chinese course was an elective course for him as part of his bachelor’s degree. 

Despite being busy, he achieved a high final grade in the online Chinese course (see 

Table E.3). In the interview, he declared that he spent six to eight hours on Chinese 

learning every week and tried to master both Chinese characters and Pinyin.  

Table E.3  

Background Information (S18) 

Nationality Australian 

First language English 

Age 31-40 

Course enrolled Level 1 (CHN11), Study Period 3, 2015 

Previous Chinese language learning 

experience 

Had no prior study experience  

Study hours per week (including online 

tutorial time) 

6 to 8 hours 

Data source: recorded interview with S18, 2015 

In the survey questionnaire, S18 declared two learning goals:  

• I’d like to live and work in a Chinese-speaking country and be able to speak 

Chinese in most everyday life situations; 

• I’d like to attain a high level of proficiency and be able to work as a 

translator/interpreter or teach Chinese. 

This student confirmed his first learning goal of speaking Chinese during the interview. 

This learning goal reflected his current living environment, and coincided with his 

learning motives. He also responded with three learning motives in the survey 

questionnaire: 
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• As an intellectual challenge; 

• I hope to use it in my present or future work; 

• To be able to communicate with Chinese-speaking friends or family.  

In addition, in the interview this student stated that he regarded his strengths as speaking 

Chinese and Chinese character recognition. He reported that as a beginning Chinese 

language learner, his difficulties were Chinese tones and Chinese character writing.  

S18 wanted to achieve a high level of proficiency and he put substantial effort in online 

Chinese learning. The Blackboard tracking data from the learner activities on the course 

site tended to support the student’s cognitive effort in studying the provided learning 

resources. Figure E.1 shows the frequency of use of S18’s learning activities in 

Blackboard. This figure indicated that he downloaded the course materials for self-

directed learning (84% of his total hits), checked the announcements (6% of his total 

hits), and sometimes visited the Discussion Board (3% of his total hits).  

 

Figure E.1 The Frequency of Use by S18 of Each of the Available Learning Activities 

from CHN11 Course Site, Study Period 3, 2015 

As shown in Figure E.1, the top hits by this student when using Blackboard were 

‘Content items’ (including audio and pre-recorded mini-lecture videos; tutorial slides; 

videos for character writing; revision question documents; online quizzes). These data 

suggested that this student actively used the learning resources although he did not 

participate in online classes at all. Therefore, it can be speculated that he employed 

cognitive strategies in using these learning resources.  

The main learning aspects grew from the quantitative and qualitative data for S18 

included noticing the importance of lowing learning anxiety in China, beliefs of ‘cross 

Content items
84%

Announcement

Discussion board



 

333 

 

training’ (term used by S18 to describe constant making and using flash-cards to 

learning vocabulary), constant self-evaluating by using the online recordings, and 

initiative in practising Chinese with Chinese students. 

E.2.2 The key LLSs used by S18 and the tools used for these LLSs 

S18’s interview and survey questionnaire data revealed that this student stressed the use 

of three metacognitive, one memory, and two affective strategies. Table E.4 summarises 

his reasons for LLS use, key LLSs, statements, language learning tools, and related 

strategy categories.  

Key LLSs in self-directed learning outside the online classes 

In order to make learning more effective, S18 developed a weekly learning routine 

which related to the use of metacognitive strategies of ‘Organising’7 and ‘Self-

evaluating’8. During the interview, this student described three essential elements when 

he organised his weekly learning schedule: reviewing the previous lesson; learning a 

new lesson; and self-evaluating his learning results. He used tutorial recordings to check 

if he was on the right track, thereby consistently using the metacognitive strategy of 

‘Self-evaluating’ every week. S18 also reported that every Wednesday was an important 

day to start a week’s cycle. This was because the video recordings of the Tuesday online 

tutorials would become available on Wednesday each week. He normally downloaded 

the tutorial recording every Wednesday and then started to use the recording for self-

learning. This was confirmed by the tracking data which showed that during the whole 

study period, he spent the greatest number of hours (11.47 hours in total) engaging in 

activities on Wednesdays. As a result, this routine became effective in allowing him to 

control his learning and create positive behaviour in his self-learning. 

 

 

7 Organising: understanding and using conditions related to optimal learning of the new language; 

organising one’s schedule, physical environment (e.g., space, temperature, sound, lighting), and language 

learning notebooks (Oxford, 1990, p. 139). 

8 Self-evaluating: evaluating one’s own progress in the new language (Oxford, 1990, p. 140). 
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Table E.4  

Reasons, Key LLSs, Statements, Language Learning Tools, and Related LLS Category 

in One Learning Situation by S18 

Self-directed learning outside the online classes  

Reason for 

LLS use 

Key LLS Statement 

(paraphrased for 

brevity) 

Data 

source 

(Usage) 

Language 

learning tool 

LLS 

category 

Evaluating 

already 

learnt 
Chinese 

grammar 

and 

vocabulary 

Organising Developing a learning 

routine 

I  Meta-

cognitive 

 
SII (H) 

Self-

evaluating 

Watching video 

recordings of online 

classes to check 
Chinese learning of 

words and grammar in 

each lesson of the 

textbook 

I Video 

recordings: 

Blackboard 
tutorial 

recordings 

Memoris-

ing 
vocabulary 

in an 

effective 

way 

Using 

mechanical 

technique 

Making flash cards 

and using them to 

memorise words 

I Self-made 

flash card by 
using 

PowerPoint 

software; 
Flash card 

app: KTPict 

CE 

Memory 

SII (H) 

Remembering words 

or characters by 
listening to flash cards 

repeatedly 

I 

Improving 

conversa-

tional 

Chinese 

Seeking 

practice 

opportunities 

Finding opportunities 

to talk with native 

Chinese speakers, 
such as taxi drivers, 

Chinese students in 

English corners 

I 

 

Meta-

cognitive 

Taking steps 

to minimise 

anxiety when 

practising 

Finding opportunities 

to talk with unknown 

native Chinese 
speakers for reducing 

speaking anxiety 

I 

 

Affective 

Taking risks 

wisely 

Encouraging myself 
to take risks in 

Chinese learning 

SII (H) 
 

Note 1, English corner, an English language learning activity in China, which is 

commonly used by learners of English for practising oral English on a regular basis.  

In his learning routine, S18 valued using flash cards for memorising vocabulary, which 

was related to the memory strategy of ‘Using mechanical techniques’. Another student 

in the same course (S5) used the same strategy by using a different flash card app. The 

difference in using the strategy was that S18 emphasised personalisation in using the 
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KTPict CE flash card app. This app was selected from many similar apps as it 

corresponded to his learning needs. Compared with other flash card apps, he claimed 

that KTPict CE was the most effective tool, as firstly, it allowed him to build and edit 

his own glossary and thus, put all the new words from the textbook into the app. 

Secondly, the app showed Chinese characters, confirmed S18’s spoken answers, and 

then provided the Pinyin and English meaning of the Chinese characters for self-

checking. This learning tool selection process showed how this personalized flash card 

app met the student’s vocabulary learning requirement. 

To practise Chinese speaking, S18 actively sought opportunities to converse with 

Chinese people, which related to the metacognitive strategy of ‘Seeking practice 

opportunities’9. He attended an English corner (an English language learning activity in 

China, which is commonly used by learners of English to practise oral English on a 

regular basis), where he went equipped with his Chinese book, so that he could help 

Chinese people speak English there, but also practised his Chinese with them. Unlike 

other interviewees, S18 preferred to speak Chinese with unknown Chinese native 

speakers to reduce the stress of speaking Chinese, which related to affective strategies. I 

identified this strategy as a affective strategy since it helped the student to lower his 

anxiety (see Excerpt E.3) 

Excerpt E.3 Example of Using the Strategy of ' Taking Steps to Minimise Anxiety when 

Practising ' (Affective) by S18 

S18: If I’m getting a taxi, I can speak much better than to someone in my school, for 

example. Because I don't feel like there is any pressure on me. Or they (my colleagues) 

try to help me by correcting my words or anything. I’m not that self-conscious. That’s a 

bit of bad thing to be exposed to every day. (00:02:39, in the recording, Interview, S18, 

2015) 

This excerpt suggested that S18 tried to build a generally positive atmosphere when 

practising oral Chinese, which was related to the metacognitive strategy of ‘Seeking 

 

9 Seeking practice opportunities: seeking out or creating opportunities to practice the new language in 

naturalistic situations (Oxford, 1990, p. 139). 
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practice opportunities’ as he consequently sought opportunities to practice Chinese with 

Chinese people who he did not know. 

E.2.3 Summary of S18’s LLS report 

To sum up, S18 provides an excellent example of how a beginner uses various LLSs to 

study Chinese by taking advantage of the opportunities available to him while living in 

China. S18 chose to self-manage his LLSs, and his learning outcomes were mostly 

dependent on the strategies he adopted in the learning routine, such as using the 

metacognitive strategies of ‘Seeking practice opportunities’, ‘Organising’, and ‘Self-

evaluating’. In addition to the use of metacognitive strategies in the routine, this student 

noticed the importance of sustained effort when employing the memory strategies for 

vocabulary learning, such as using the memory strategy of ‘Using Mechanical 

Technique’. However, S18 acknowledged that speaking Chinese was difficult when 

living in China. Affecting factors for this were, for example, a fear of errors, social 

pressure, and local Chinese people’s accents. This student recognised the problems and 

was aware of using the affective strategies to boost his self-confidence, such as ‘Taking 

risks wisely’ and ‘Taking steps to minimise anxiety when practising’.  
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E.3 Report on Student 8 (S8) 

E.3.1 Background information, learning motives, goals, difficulties and strengths 

S8 achieved an excellent standard of performance in the course: he attended all eight 

online tutorials, completed all the assignments, and performed exceptionally well in the 

oral test. This interviewee’s particular strength in Chinese learning appeared to be 

speaking Chinese and, as evidenced in the interview, he believed this was his strength. 

The recordings of his oral test, the speaking assignment, and the online tutorials 

suggested that he pronounced Chinese words correctly and had mastered the Chinese 

tones accurately. Table E.5 shows S8’s background information. 

Table E.5  

Background Information (S8) 

Nationality Australian; British; American 

First language English 

Age Over 40 

Course enrolled Level 1 (CHN12), Study Period 3, 2015 

Previous Chinese language learning 

experience 

14-months self-learning Pimsleur Digital 

Mandarin course 

Study hours per week (including online 

tutorial time) 

10 to 12 hours 

Data source: recorded interview with S8, 2015 

According to the interview, this student was currently working in a Chinese speaking 

country, and he believed that he had benefited from working and living in Chinese 

speaking countries with regard to his Chinese learning. For example, he had worked in 

China for nearly five months and travelled to 72 cities in China. When travelling to 

these cities he constantly sought opportunities to speak Chinese through different 

methods. For instance, talking with Chinese colleagues, ordering coffee and lunch in 

Chinese shops, chatting with Chinese taxi drivers, and occasionally chatting with 

Chinese friends through both audio and text chat on WeChat. He was willing to access 

Chinese people to assist with his language learning.  
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S8 studied Chinese because he required the use of Chinese in Chinese speaking 

countries, and he also had a keen interest in Chinese culture. In the survey 

questionnaire, he selected four learning motives as listed below: 

• For pleasure and interest; 

• As an intellectual challenge; 

• I hope to use it in my present or future work; 

• To be able to communicate when visiting a Chinese-speaking country. 

His learning goal expressed in the survey was: ‘I’d like to live and work in a Chinese-

speaking country and be able to speak it in most everyday life situations’. Although he 

achieved an excellent final result, he explained that any certificate from the online 

Chinese course was actually not meaningful for him as his goal was only to master 

Chinese as a foreign language, especially conversational Chinese. Hence, S8 spent an 

enormous amount of time and effort on online Chinese learning and studied using the 

learning materials provided by the online course. He reported in the survey 

questionnaire that he studied Chinese 10 to 12 hours a week. The tracking data (see 

Figure E.2) showed the hours he spent accessing the course materials in Blackboard, 71 

hours 10 minutes and 45 minutes per study period. In other words, he spent nearly six 

hours a week on the online platform and accessed it every day, especially Mondays, 

Wednesdays, and Thursdays. This schedule revealed his organisation of his learning 

time on Blackboard. 

 

Figure E.2 S8’s Learning Hours in Using Blackboard Weekly from Blackboard 

Tracking data, 2015 
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As shown in Figure E.3, S8 checked the content items in the online course frequently, 

and the number of hits reached 366, which was the highest number in his class. This 

data suggested that he took the online Chinese course seriously, which also led to him 

employing relevant cognitive strategies. 

 

Figure E.3 The Frequency of Use by S8 of Each of the Available Learning Activities 

from CHN11 course site, Study Period 3, 2015 

What we can learn from the quantitative and qualitative data by S8 included strong 

interest in learning Chinese, more prior learning, the self-discipline to his learning 

routine, seeking opportunities to communicate with Chinese people, building positive 

relationship with peers and her Chinese friends, and creating memory strategies to 

memorise Chinese characters. 

E.3.2 The key LLSs used by S8 and the tools used for these LLSs 

This section begins by introducing the key strategies used by S8 according to his 

interview data, survey questionnaire data, and additional data. Then, the subsections 

followed report the key strategies in two learning situations. Table E.6 shows his 

reasons for LLS use, key LLSs, statements, learning tools, and related LLS categories in 

two learning situations. 

 

Content items
81%

Discussion 

Journal
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Table E.6  

Reasons for LLS Use, Key LLSs, Statements, Language Learning Tools, and Related 

LLS Categories in Two Learning Situations by S8 

Self-directed learning outside the online classes  

Reason for 

LLS use 

Key LLS Statement 

(paraphrased for 

brevity) 

Data 

source 

(Usage) 

Language 

learning 

tool 

LLS 

category 

Improving 

conversa-

tional 

Chinese 

Organising Developing a 

learning routine 

I 
 

Meta-

cognitive SII (H) 

Seeking practice 

opportunities 

Finding opportunities 

to talk with native 

Chinese speakers 

I 

 SII (H) 

Listening to MP3 and 

podcasts in Chinese 

I  MP3: 

podcast in 

Chinese 

Watching children’s 

videos, online 
Chinese courses on 

YouTube 

I YouTube: 

short video 
of online 

Chinese 

lessons 

Expanding 

vocabulary 

by listening 
and 

imitating 

conversa-

tion 

Repeating Listening to recorded 

conversations many 

times  

I Digital 

Mandarin 

course 

Pimsleur 

Cognitive 

Representing 

sounds in 

memory 

 

Remembering 

phrases by listening 

to digital resources 

over and over 

I Memory 

 

Memoris-

ing 
vocabulary 

in an 

effective 

way 

Creating stories 

for memorising 
Chinese 

character 

writing  

Memorising Chinese 

characters by creating 
stories according to 

the meaning of 

strokes in a Chinese 

character  

I 

 

Memory 

Assessment tasks completion (homework, speaking assignment) 

Reason for 

LLS use 

Key LLS Statement 

(paraphrased for 

brevity) 

Data 

source 

(Usage) 

Language 

learning 

tool 

LLS 

category 

Achieving 

success in 

the course 

Cooperating 

with peers 

Collaborating with a 

language partner to 

draft and practise a 

speaking assignment 

I  Social 

 

 

Seeking 

feedback from 

native speakers 

Seeking feedback of 

initial written draft 
from Chinese teacher 

or friends 

I  
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Asking for 

clarification or 

verification 

Asking the teacher 

questions about 

homework 

AD WeChat: 

images, 

emojis, text 

and voice 

messages 
Netiquette  Respecting my 

language partner's 

time when we work 

together. 

I 

Using resources 

for receiving 
and sending 

messages 

Collecting, selecting, 

and modifying 
conversations in a 

series of videos 

online 

I  Cognitive 

Searching online for 

the meaning of 

Chinese words 

I E-

dictionary 

app: 

Screwit 

SII (H)  

 

S8 indicated that students needed to take responsibility for their own learning and make 

an effort if they expected to be successful in their learning (see Excerpt E.4). This was 

why he stressed the importance of self-teaching and full preparation before attending the 

online tutorials. He treated the role of student as that of a teacher who teaches 

themselves in online Chinese learning.  

Excerpt E.4  S8’s Understanding of the Learner Role in Online Chinese Learning 

S8: … this (the tutorial) is not a teaching environment, like a normal school class, this 

is an environment where all of what you do is as a teacher, what they learn during 

the week, so they come into the tutorial and they should have prepared their 

speech and you (the tutor) can correct them with what they were reading. If they 

come to the class and are unprepared, it will be absolutely useless, it will have no 

value whatsoever… It is indirective learning; it is absolutely indirect learning. 

You have to teach yourself to learn. (00:18:31 in the recording, Interview, S8, 

2015)   

Hence, this student developed a learning routine for self-teaching. In the routine, he was 

particularly aware of choosing learning resources for listening and speaking Chinese. 

The following two subsections show his key LLSs in self-directed learning outside the 

online classes and completing homework and the speaking assignment. 
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Key LLSs in self-directed learning outside the online classes 

S8 had a well-organised learning routine for self-learning, especially for practising 

listening and speaking (see Table E.7). As shown in the table, the routine contained the 

learning activities, durations, and his opinion of the learning activities. This routine 

involved 10 to 12 hours learning every week, around one to two hours per day. 

Table E.7  

S8’s Daily Chinese Language Learning Routine 

Learning activity Duration S8’s Opinions 

Watching children’s videos, online 

Chinese courses on YouTube 

15 

minutes 

Slow and clear voice in the children’s 

videos was good for his understanding 

Listening to MP3, podcasts, etc. in 

Chinese 

15 

minutes 

Convenient for listening 

Chatting with Chinese people in local 

shops for a coffee or lunch 

Not clear Utilising Chinese language there; can 

hear Mandarin with different accents  

Studying Chinese characters and 

words 

30 

minutes 

Convenient and effective for 

memorising vocabulary 

Complete course work such as online 
quizzes, weekly exercises, video 

viewing, occasionally with a language 

partner 

1 to 2 
hours; 

Adjustable 

Fully follow the course requirements, 
complete them before attending online 

tutorials 

Data source: recorded interview with S8, 2015. 

This routine contained detailed schedules and S8 developed this as a habit since he 

followed the routine for the whole study period. Consequently, metacognitive strategies 

appeared to be significant for his learning, such as ‘Organising’10 and ‘Seeking practice 

opportunities’11. Additionally, his decisions towards the learning activities indicated 

that this student expected to expand his vocabulary through listening and understanding 

the conversations. This was also confirmed by the survey data when he reported, “for 

me, speaking and listening are the most important for learning. I try to watch videos 

 

10 Organising: understanding and using conditions related to optimal learning of the new language; 

organising one’s schedule, physical environment (e.g., space, temperature, sound, lighting), and language 

learning notebooks (Oxford, 1990, p. 139). 

11 Seeking practice opportunities: seeking out or creating opportunities to practice the new language in 

naturalistic situations. (Oxford, 1990, p. 139). 
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every day and I try to chat with Chinese speakers every day. Chinese requires daily 

practice or I will quickly forget” (Survey questionnaire part III, S8, 2015). 

When S8 was asked what he found to insist in learning Chinese, he said the learning 

routine was essential and self-discipline was the key to the routine. He believed self-

discipline as a learning habit formed through his long working experience, such as 

completing quality working tasks on time, and considered the details in the 

presentations. When I inquired what learning resources attracted him and how he used 

these resources, he outlined his use of the Pimsleur Digital Mandarin course (a type of 

digital resource) and commented on it as being “incredibly helpful”, “convenient”, and 

“surprisingly effective”. He claimed that he was an auditory learner rather than a visual 

learner and that was the reason he used the Pimsleur over 14 months. The CDs 

contained classroom conversations between a teacher and two or three students which 

allowed S8 to pretend to be a student in the class and respond to the teacher’s questions. 

He then repeated listening, imitating, and speaking Chinese using the CDs. These 

descriptions suggested that S8 noticed his learning style and then employed the 

cognitive strategies of ‘Repeating’12, and ‘Representing sound in memory’13.  

According to S8, the most difficult aspect of learning written Chinese characters, was 

memorising them, as he often “quickly forgot”. He commented on one LLS used 

effectively, which was unique in this research. The following excerpt is an example of 

how he created a story to memorise the character 质 in the word 质量 <quality>.   

Excerpt E.5 An example of using ‘Creating stories for memorising Chinese character 

writing’ by S8 

S8: … and also a lot of the learning aids, they tell you to learn some silly little stories 

about the word to remember it, so -- for example, 质量 <quality>, … it has the 

radical for cliff, it has the radical for shell, and maybe I think it is the character 

 

12 Repeating: saying or doing something over and over: listening to something several times; 

rehearsing; imitating a native speaker (Oxford, 1990, p. 45).  

13 Representing sounds in memory: remembering new language information according to its 

sound (Oxford, 1990, p. 42). 
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ten, …, so the story I learnt was, 质量… climbing down the cliff to collect ten 

quality shells, and I think that was the story I made up to remember it. (00:52:30 

in the recording, Interview, S8, 2015). 

S8’s example of memorising 质 showed that he used his knowledge of the radicals (十 

and 贝) in the character of 质 as cues to create his own idiosyncratic stories about the 

character. I named this strategy ‘Creating stories for memorising Chinese character 

writing’ which is distinctly different from Oxford’s cognitive strategies. This strategy 

has been identified by Shen (2005) as a Chinese character learning strategy.  

Key LLSs in completing the weekly homework and speaking assignment  

‘Asking for clarification or verification’ 14 was frequently regarded by S8 as an efficient 

social strategy for completing the weekly homework. This student used WeChat as a 

learning tool to send a combination of images, emojis, voice, and text messages. Figure 

E.4 shows S8’s process for asking for clarification and receiving immediate teacher 

feedback. This figure shows that the student sent an image message, two text messages, 

and a voice message to ask the question about an online quiz, and the teacher used two 

voice messages to answer his question. The use of multiple types of messages made the 

interaction efficient as the student avoided the step of describing the question in words. 

S8 achieved a high score in the speaking assignment and the oral test, which required 

him to collaborate with a language partner and related to the social strategy of 

‘Cooperating with peers’15. S8’s learning behaviours can be gleaned from the interview 

and survey data, regarding his successful collaboration with his peers. 

 

 

14 Asking for clarification or verification: asking the speaker to repeat, paraphrase, explain, 

slow down, or give examples; asking if a specific utterance is correct or if a rule fits a 

particular case; paraphrasing or repeating to get feedback on whether something is correct 

(Oxford, 1990, pp. 146-147). 

15 Cooperating with peers: Working with other language learners to improve language skills 

(Oxford, 1990, p. 147). 
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Figure E.4 An Example of Using the Social Strategy of 'Asking for clarification or 

verification' via WeChat messages by S8 

On the one hand, this student maintained strong relationships with others by using the 

social strategies of ‘Netiquette’ and ‘Asking for clarification or verification’. He sought 

feedback on his initial written draft from a Chinese teacher. In addition, he did not mind 

actively communicating with other distance learners first rather than waiting for their 

invitations. 

On the other hand, he revealed in the interview that relying on himself to complete the 

assignment and lowering his expectations of the language partner were essential for 

successful collaborative learning. These were illustrated by his use of affective 

strategies to discern negative attitudes and emotions. For instance, he experienced an 

incident at the end of the study period when his first language partner suddenly quit 

from the final oral test preparation for personal reasons. However, S8 kept working on 

his final oral test preparation until he found a second language partner.  

When drafting the speaking assignment, S8 reported that he frequently employed the 

cognitive strategy of ‘Using resources for receiving and sending messages’16 . He used 

this strategy not only to search for information about Chinese words, but he also used 

 

16 Using resources for receiving and sending messages: using print or non-print resources to 

understand incoming messages or produce outgoing messages (Oxford, 1990, p. 45).    
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the conversations in online Chinese videos when writing up his script for the speaking 

assignment. He listened to the conversations in these videos, collected some Chinese 

words, phrases, and word orders, and modified them for his own draft. The interview 

data evidenced that the student imitated Chinese speaking and writing from the word 

level (e.g., pronunciation) to the sentence level (e.g., phrases, sentence structure). 

E.3.3 Summary of S8 report 

Overall, S8 was an autonomous distance learning student who exhibited positive 

learning behaviour by developing a competent learning routine. This routine reflected 

his consideration that his learning style would benefit from structuring his study time, 

and planning the learning activities. As an adult aged over 40, his success in online 

Chinese language learning evidenced his strength in self-discipline when using the 

metacognitive strategies of ‘Organising’ and ‘Seeking practice opportunities’. He also 

demonstrated excellent social strategies when collaborating with peers and language 

teachers, and displayed outstanding ability in employing social strategies, such as 

‘Cooperating with peers’, ‘Netiquette’, and ‘Seeking feedback from native speakers’. At 

the same time, the interactive learning tools (e.g., WeChat) enhanced his efficiency in 

using these social strategies. Finally, his use of cognitive and memory strategies for 

expanding vocabulary showed his cognitive effort and creativeness, such as ‘Creating 

stories for memorising Chinese character writing’ and ‘Using resources for receiving 

and sending messages’. 
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E.4 Report on Student 9 (S9) 

E.4.1 Background information, learning motives, goals, difficulties and strengths 

Although unlike S8, S9 was not studying Chinese in a Chinese speaking country, 

according to my observations of his speaking assignment and later his oral test, he made 

a significant improvement in accuracy in pronunciation.  This interviewee attended 

seven out of the eight online tutorials, occasionally quitting early for personal reasons. 

As evidenced by his performance in the online tutorials, completion of all assessment 

tasks and frequent email exchanges with the tutor, he took Chinese learning seriously. 

Table E.8 illustrates his background information. 

Table E.8  

Background Information (S9) 

Nationality Australian 

First language English 

Age Over 40 

Course enrolled Level 1 (CHN12), Study Period 3, 2015 

Previous Chinese language learning 

experience 

Three month online Chinese course in CHN11 

Study hours per week (including online 

tutorial time) 

4 to 6 hours 

Data source: recorded interview with S9, 2015 

This student reported five learning motives according to the survey data as follows:  

• For pleasure and interest; 

• As an intellectual challenge; 

• To be able to communicate with Chinese-speaking friends or family; 

• To be able to communicate when visiting a Chinese-speaking country; 

• Avoid dementia. 

He then confirmed his main learning motive was to speak conversational Chinese in the 

interview and the provided emails. This suggested that he was interested in travelling 

and wanted to learn six foreign languages offered by OUA in the coming years - 

Chinese, Japanese, Spanish, Italian, Indonesian, and an Aboriginal Australian language.  
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He had two learning goals as follows: 

• Get a taste of the language and culture; 

• To be able to use Chinese for simple conversations and obtaining information, 

when travelling in a Chinese-speaking country. 

When asked about how he studied Chinese, S9 talked about his learning in a provided 

email “I try to do everything but I can't. So, I concentrate on doing the things that are 

required to pass the course.”, therefore, he preferred to “put trust in the process and the 

expertise that a university provides”. As a result, he completed all the assessment tasks 

and weekly homework on time.  

The main learning aspects that evolved from the quantitative and qualitative data for S9 

included heavy reliance on the online Chinese courses, using fragmented time to 

learning Chinese, awareness of the importance of netiquette in online interaction, and 

constant imitating native speaker’s pronunciation. 

E.4.2 The key LLSs used by S9 and the tools used for these LLSs 

The interview and observed data demonstrated that this student employed metacognitive 

strategies to develop a learning routine and used social strategies to collaborate with his 

language partner. As shown in Table E.9, he also employed cognitive strategies to help 

improve pronunciation and review vocabulary and grammar. 

The following three subsections introduce the aspects of his key LLS use in three 

learning situations. 

Key LLSs in self-directed learning outside the online classes  

According to the interview data, S9 employed the metacognitive strategy of 

‘Organising’17 to ensure that he completed all the assignment tasks on time. To be more 

specific, he listed all the deadlines of the assignments on his calendar and ticked them 

 

17 Organising: understanding and using conditions related to optimal learning of the new 

language; organising one’s schedule, physical environment (e.g., space, temperature, sound, 

lighting), and language learning notebooks (Oxford, 1990, p. 139). 
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off one by one as he completed them. More importantly, if the deadline of the 

assessment task was close, he would sacrifice some employment work to complete the 

assessment. Additionally, he sent emails to the tutor to check the due date for each 

assessment. Most of the emails S9 sent to the tutor were questions about the assignment 

submission time and the requirements of assignment tasks. 

Table E.9 

Reasons for LLS Use, Key LLSs, Statements, Language Learning Tools, and Related 

LLS Categories in Three Learning Situations by S9 

Self-directed learning outside the online classes  

Reason for 

LLS use 

Key LLS Statement (paraphrased 

for brevity) 

Data 

source 

(Usage) 

Language 

learning 

tool 

LLS 

category 

Achieving 

success in the 

course 

Organis-

ing 

 

Developing a learning 

routine 

I 

 

Meta-

cognitive  SII (H) 

Using fragmented time to 

learning Chinese 

I 

Memorizing 
vocabulary in 

an effective 

way 

Using 
mechani-

cal 

techniques 

Memorising words or 
characters by listening to 

flash card apps over and 

over 

I Flash card 
app: Pleco, 

Google 

Translate, 
and 

Youdao  

Memory 

 SII (H) 

Assessment tasks completion (speaking assignment, oral test) 

Achieving 

success in the 

course 

Cooperat-

ing with 

peers 

Collaborating with a 

language partner to draft 
and practise a speaking 

assignment 

I Blackboard 

Collaborate 

Social 

 SII (H) 

Establishing 

relationships 

with others 

Netiquette  Responding quickly: 
responding the language 

partners’ and the tutor’s 

emails within 24 hours 

I Email 

Online class participation 

Reviewing 
already learnt 

Chinese 

vocabulary 

and grammar 

Taking 

notes 

Taking notes for 
updating lecture notes 

before and after online 

tutorials 

I  Cognitive 

Improving 

pronunciation 

Repeating Imitating the tutor’s 

Chinese pronunciation, 

tones, and intonation 

OI  

SII (H) 

I 
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Using fragmented time to learn Chinese was a special aspect of S9’s learning routine, as 

he said in Excerpt E.6. He could only focus on learning for 10 to 15 minutes at a time, 

but made sure to have two to three hours a day spent on learning Chinese. 

Excerpt E.6 Using Fragmented Time for Language Learning by S9 

S9: I’ve never been a student who can sit down thoroughly, and concentrate two hours 

on book work. I’m ten fifteen minutes, go away, do this, and ten fifteen minutes go 

away, come back. (00:15:06 in the recording, Interview, S9, 2015) 

Similar to other interviewees (S5, S18, S8), S9 reported using learning apps to search 

for and memorise vocabularies, which related to the strategies ‘Using mechanical 

techniques’18 (memory) and ‘Using resources for receiving and sending messages’19 

(cognitive). He installed five apps (e.g., Pleco) with various functions to maximise his 

fragmented time for vocabulary learning. For example, to save time, instead of typing, 

S9 used the scanner function on the apps to record the Pinyin, the English meaning, and 

the pronunciation of the Chinese words for memorising.  

Key LLSs in completing a speaking assignment and an oral test 

In his collaboration with his language partners for the speaking assignments, S9 was 

identified as a great language partner by his two classmates (Excerpt E.7). They 

complimented him in the interviews with me as follows: 

 

18 Using mechanical techniques: using creative but tangible techniques, especially involving 

moving or changing something which is concrete, in order to remember new target language 

information. Examples are writing words on cards and moving cards from one stack to another 

when a word is learned, and putting different types of material in separate sections of a language 

learning notebook (Oxford, 1990, p. 43). 

19 Using resources for receiving and sending messages: using print or non-print resources to 

understand incoming messages or produce outgoing messages (Oxford, 1990, p. 45).    
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Excerpt E.7 Language Partners’ Comments to S9 

Language partner 1: S9 still wants to retain me as a language partner, even I was very 

behind…So yeah, I think he is very surprised. He did very well. (Data source: 

recorded interview, language partner 1, 2015) 

Language partner 2: S9 was really nice to work with, because he is…if you say to him 

to do something, you know, he runs his business … if you say to him, can you do 

this, he says yes, and then he’ll do it. So we have a good relationship. (Data 

source: recorded interview, language partner 2, 2015) 

This excerpt demonstrated that S9 was tolerant and willing to contribute to the group 

collaboration processes. These can be seen as essential aspects of using the social 

strategy of ‘Cooperating with peers’20. Also, S9 was aware of the importance of 

manners during the collaboration and used the strategy of ‘Netiquette’, thus the excerpt 

evidenced the effect of the social strategy use. 

Email was the only channel S9 used to communicate with his language partners and the 

tutors outside class. The email correspondence between the tutor and S9 shows that he 

emailed back to the tutor within 24 hours. This evidenced that he employed the social 

strategy of ‘Netiquette’. Consequently, it was his quick reactions and willingness to 

collaborate in learning that led his language partners to cooperate with him and feel 

responsible to catch up with him or offer help. 

Key LLSs in online classes 

Two key LLSs were found in S9’s strategy use in online classes: the cognitive strategies 

of ‘Taking notes’21 and ‘Repeating’22. Taking notes was seen by S9 as an important LLS 

 

20 Cooperating with peers: working with other language learners to improve language skills 

(Oxford, 1990, p. 147). 

21 Taking notes: writing down the main idea or specific points. This strategy can involve raw 

notes, or it can comprise a more systematic form of note-taking such as the shopping-list format, 

the T-formation, the semantic map, or the standard outline form (Oxford, 1990, p. 47).   

22 Repeating: saying or doing something over and over: listening to something several times; 

rehearsing; imitating a native speaker (Oxford, 1990, p. 45).  
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and he liked to constantly update the notes before and after the online tutorials. In an 

email, he made a special request about note submission, wanting to add more notes into 

his lecture notes after the online classes for future reviewing. In addition, according to 

the observed data, S9 employed the cognitive strategy of ‘Repeating’ to imitate the 

tutor’s Chinese pronunciation. He then confirmed in the interview. As he was keen to 

improve his pronunciation by imitating a native speaker, this might be one important 

reason for his improvement of the pronunciation and intonation. From my class 

observation, S9 never used a tool on the panel of Blackboard Collaborate, such as 

emojis and texts. A possible reason for not using such tools could be the overall number 

of students in the online class was only around two to four. Thus, most of the time 

students only expressed themselves by saying words out loud.  

E.4.3 Summary of S9’s LLS report 

In short, S9’s LLS adoption in his online Chinese learning suggested that he trusted the 

quality of the online Chinese course, preferred following the course instructions, and his 

LLS adoption therefore related to assessment task completion and text-book learning. 

Firstly, he continuously utilised cognitive and memory strategies to improve grammar, 

tones, pronunciation, intonation during the completion of assessment tasks. The use of 

technological learning tools improved the efficiency of the strategies. Secondly, he 

employed metacognitive strategies to develop a learning routine and adjusted to better 

accommodate the way he learnt, such as considering his short attention span range of 10 

to 15 minutes. This routine helped him complete all assessment tasks on time. Lastly, 

his use of social strategies helped him improve the speaking during the study period. 

During collaboration with his language partners, he was highly sociable and keen to 

learn from peers.   
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E.5 Report on Student 10 (S10) 

E.5.1 Background information, learning motives, goals, difficulties and strengths 

S10 was different to other interviewees in terms of her ethnic background. She was a 

Philippine born Chinese student who had migrated to Australia as a child, and she could 

speak four languages (see Table E.10). After she moved to Australia, she started to learn 

English, and gradually mastered it for study and work. She had studied Mandarin from 

kindergarten till Year Four in the Philippines and then studied it again for four to five 

years at a weekend Chinese school in Australia when she was around nine to ten years 

old. She was able to speak Chinese with the standard tones of a native Chinese speaker. 

In the interview, she mentioned that she did not have enough time to study Chinese and 

seldom attended the online tutorials. In addition, she often flew overseas for work 

commitments, and therefore, this influenced her collaboration with her language partner 

and resulted in less use of LLSs.   

Table E.10  

Background Information (S10) 

Nationality Australian 

Main language Min Nan (a Chinese dialect); Bisaya (a 

Pilipino dialect) 

Foreign languages English; Chinese 

Age 31-40 

Course enrolled Level 1 (CHN12), Study Period 3, 2015 

Previous Chinese language learning 

experience 

9 to 10 years 

Study hours per week (including online 

tutorial time) 

Up to 2 hours 

Data source: recorded interview with S10, 2015 

S10 easily understand the tutor’s instructions during the online tutorials and the oral 

test. However, she stated that the most difficult aspect of learning Chinese was listening 

because she believed she could not answer the questions quickly enough. She decided to 

review Mandarin with the online Chinese courses, and mainly focused on Chinese 

speaking and simplified Chinese character recognition. In the survey questionnaire, she 

reported four motives for learning Chinese as follows:  
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• Learn Pinyin system; 

• Communicate with family members; 

• Learn simplified Chinese characters; 

• Learn conversational Chinese. 

She hoped to speak fluent Chinese to communicate with family members. She used to 

learn Chinese with using traditional Chinese characters but she hoped to recognise 

simplified Chinese characters in online Chinese learning. As she often travelled to 

Chinese speaking countries, she noticed Mandarin and Chinese characters were widely 

used in these countries.  

The main learning aspects arising from the quantitative and qualitative data for S10 

included initiative in speaking Chinese at home, watching Chinese TV programmes, 

constant self-evaluation, and use of taking notes. 

E.5.2 The key LLSs used by S10 and the tools used for these LLSs 

Although S10’s attendance was erratic, she spoke Chinese at home, and enjoyed 

watching Chinese TV programmes to improve oral Chinese. She therefore had 

opportunities to use the relevant cognitive and social strategies. As shown in Table 

E.11, she also employed a metacognitive strategy to evaluate her Chinese learning. 

Additionally, this student took notes of new words and grammar points, which was a 

learning behaviour derived from her past language learning experience. Table E.11 

illustrates her reasons for LLS use, key strategies, statement, language learning tools, 

and related LLS category. 
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Table E.11 

Reasons for LLS Use, Key LLSs, Statements, Language Learning Tools, and Related 

LLS Categories in Two Learning Situations by S10 

Self-directed learning outside the online classes  

Reason for 

LLS use 

Key LLS Statement 

(paraphrased for 

brevity) 

Data 

source 

(Usage) 

Language 

learning 

tool 

LLS 

category 

Improving 

listening 

and 

speaking 

Practising 

naturalistically 

Watching Chinese 

TV programmes 

and movies; 

speaking Chinese 

with family 

members 

I TV Cognitive 

Self-evaluating  Evaluating 
Chinese by 

understanding 

Chinese TV 
programme and 

script recognition 

I TV Meta-

cognitive 

Assessment tasks completion (speaking assignment, oral test) 

Achieving 

success in 

the course 

Cooperating 

with peers 

Completing 

writing and 
speaking 

assignments with 

a language partner 

I  Social 

Establishing 

relationship

s with 

others 

Cooperating 

with peers 

Offering or giving 

corrections on the 

language 
partner’s written 

draft 

I Word 

document 

Social 

Online class participation 

Writing 

down the 
points of 

grammar 

and 

vocabulary 

Taking notes Writing notes on 

the textbook 

I  Cognitive 

SII (H)   

 

The following three subsections introduce the detailed information of how S10 used the 

key LLSs and how her motives produced influences on these LLSs in the learning 

situations. 
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Key LLSs in self-directed learning outside the online classes 

In the interview, S10’s reported strategies for coping with her difficulties in learning 

Chinese, which included making conscious efforts to maximise her exposure to 

Chinese. She talked with family members in Chinese, and watched Chinese TV 

programmes and movies. A cognitive strategy of ‘Practising naturalistically’23 relates 

to these activities. She received immediate feedback from family members which 

helped her correct grammar errors in speaking. When talking about the TV programmes 

and movies, she said that she listened to the conversations on the TV shows, read 

through the Chinese subtitles, picked some sentences from the subtitles, and tried to 

understand the culture. 

Through watching Chinese movies and interacting with family members, S10 also self-

evaluated her Chinese learning, which related to the metacognitive strategy of ‘Self-

evaluating’24 (Excerpt E.8). If she could understand the conversation in the movies or 

with her family, then she felt confident in her progress. When asked if she needed to 

read the subtitles or listen to the sound, she responded as follows: 

Excerpt E.8 Example of Using the Strategy ‘Self-evaluation’ (Metacognitive) by S10 

S10: So I listened and also read the characters to see if I [understood them], and I 

noticed that the more I learn, the more characters I can understand on the bottom 

[on-screen scripts]. So that’s how I know that I am really learning, because I can 

start to read the characters and also, when my little one has a Chinese nanny, I 

can understand a bit more. And I know, because my parents and my in-laws, when 

we have dinner, they speak Mandarin, my in-laws especially, I can understand 

even more, so that’s how I know that [I’m] making progress. (00:38:48 in the 

recording, Interview, S10, 2015) 

 

23 Practising naturalistically: practising the new language in natural, realistic settings, as in 

participating in a conversation, reading a book, or article, listening to a lecture, or writing a 

letter in the new language (Oxford, 1990, p. 45). 

24 Self-evaluating: evaluating one’s own progress in the new language (Oxford, 1990, p. 140). 
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Unlike other interviewees, she paid more attention to this type of practical evaluation, as 

shown in the excerpt, rather than looking at her scores in the assessment tasks. 

Key LLSs in completing the speaking assignment 

This student was the standout in the speaking assignment. When she cooperated with 

her language partner in completing the speaking assignment, she offered help to her 

language partner whose Chinese writing was not as good as hers. This related to the 

social strategy of ‘Cooperating with peers’25. Hurd (2008) identified this strategy as an 

important collaborative strategy of ‘Offering or giving corrections’ as it was the most 

frequently used strategy in their research. She corrected her language partner’s initial 

draft, not only for the grammar errors but also problems with logic in Chinese paragraph 

writing. In other words, it was sentence level correction and she might also have 

improved her own study during the collaboration. She solidified her thinking on the 

language partner’s written work and analysed the grammatical errors and sentence 

structure in the draft.  

Key LLSs in online classes 

According to the interview data, when S10 attended the online classes, ‘Taking notes’26 

was an essential strategy as it related to her previous learning experience. In class time, 

she focused on looking at the PowerPoint (PPT) slides and listening to the tutor 

speaking. To make sure her learning was more effective she wrote notes of the tones 

and example sentences. S10 explained that she used this strategy as a learning 

behaviour. Her Chinese teachers in the past had always encouraged her to write notes 

and review these notes to aid in language learning. From my observations of the online 

classes, taking notes may have caused students to lose the thread of the conversations, 

 

25 Cooperating with peers: working with other language learners to improve language skills 

(Oxford, 1990, p. 147). 

26 Taking notes: writing down the main idea or specific points. This strategy can involve raw 

notes, or it can comprise a more systematic form of note-taking such as the shopping-list format, 

the T-formation, the semantic map, or the standard outline form (Oxford, 1990, p. 47).   
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making them hesitant to speak; however, if the student is an effective listener then this 

strength may help to mitigate the disadvantage of this strategy. 

E.5.3 Summary of S10’s LLS report 

In summary, S10 had limited learning time but was still able to achieve her ideal result. 

This was because she already had a basic vocabulary foundation and benefited from the 

Chinese speaking environment she lived in. Her LLS adoption in the online Chinese 

course was strongly influenced by her learning motives, her past language learning 

experiences, and her current family environment. She liked to employ the strategy of 

‘Taking notes’, and received corrections from family members. Additionally, S10’s 

collaboration with her language partner, and offering to help with their writing, 

illustrated how this strategy improved her Chinese language learning, although 

improving her own learning may not have been an outcome she was conscious of at the 

time. It is important that language partners in their collaboration distribute and negotiate 

their work according to their strengths, and motives. This distribution may help them 

extend the value of collaboration rather than simply using it as a way to divide the work. 
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E.6 Report on Student 12 (S12) 

E.6.1 Background information, learning motives, goals, difficulties and strengths 

S12 was an Australia university student majoring in Law. This student had previously 

successfully completed a one-month intensive Chinese language course and CHN11, as 

presented in Table E.12. She therefore had a foundation of vocabulary, which she 

mentioned in the interview, “I think the new words in the text book, many of the words, I 

- already knew”. When I interviewed S12, she was studying in China for an exchange 

programme. She reported that she could not attend the online tutorials and download the 

video materials because of a poor internet connection. This situation also affected her 

weekly homework submission and the collaboration with her language partner. Despite 

these difficulties, she completed the speaking assignment, the written assignment, and 

the oral test. 

Table E.12  

Background Information (S12) 

Nationality Australian 

First language English 

Age 21-30 

Course enrolled Level 1 (CHN12), Study Period 3, 2015 

Previous Chinese language learning 

experience 

Four-month Chinese learning with following 

an intensive Chinese language course and 

CHN11 

Study hours per week (including online 

tutorial time) 

Up to 2 hours 

Data source: recorded interview with S12, 2015 

S12 reported four learning motives and two learning goals in the survey questionnaire. 

The four learning motives were: 

• For pleasure and interest; 

• To improve my career prospects; 

• I hope to use it in my present or future work; 

• To be able to communicate with Chinese-speaking friends or family. 
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The two learning goals were: 

• I’d like to live and work in a Chinese-speaking country and be able to speak it in 

most everyday life situations; 

• I’d like to attain a very high level of proficiency and be able to work as a 

translator/interpreter or teach Chinese. 

When talking about the difficulty of collaborating with her language partner, she 

pointed at two difficulties in the survey and interview as below:  

• Could not understand the language partner’s pronunciation; 

• Scheduling time to align with the language partner’s availability. 

The main learning aspects growing from the quantitative and qualitative data for S12 

included high level of learning goals, actively building Chinese friend circle, and 

strategy change from Australia to China. 

E.6.2 The key LLSs used by S12 and the tools used for these LLSs 

This section focuses on S12’s six key LLSs. The interview data supplements the survey 

data, as shown in Table E.13. The table shows her key LLSs, reasons for the strategies, 

statements, relevant tools, and related LLS categories. This interviewee employed 

metacognitive and social strategies to interact with her Chinese friends and to practise 

speaking Chinese in China.  
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Table E.13 

Reasons for LLS Use, Key LLSs, Statements, Language Learning Tools, and Related 

LLS Categories in Two Learning Situations by S12 

Self-directed learning outside the online classes  

Reason 

for LLS 

use 

Key LLS Statement (paraphrased 

for brevity) 

Data 

source 

(Usage) 

Language 

learning 

tool 

LLS 

category 

Achieving 

success in 

the course 

Seeking 

practice 

opportunities 

 

Attending exchange 

programmes in China 

and chatting with lots 

of Chinese friends 

I  Meta-

cognitive 

Using 

resources for 

sending and 
receiving 

messages 

Using the Pleco app as 

an e-dictionary to 

search the meaning and 
pronunciation of 

Chinese words 

I E-

dictionary 

and flash 
card app: 

Pleco 

Cognitive 

SII (H) 

Using 

mechanical 

techniques 

Memorising words or 

characters by listening 

to flash card apps over 

and over 

I Memory 

Establishi

-ng 

relationsh

-ips with 

others 

Using the 

tools and 
modes 

available to 

improve 

communicatio
n and 

interaction  

Sharing photos and 

comments of the photos 
on a private Chinese 

friend circle 

I WeChat 

moments 

Social 

Assessment tasks completion (speaking assignment) 

Achieving 

success in 

the course 

Sharing 

Chinese 
friend 

resources to 

the language 

partner  

Asking her language 

partner to offer help to 
the language partner, 

such as providing 

feedback of the 
language partner’s 

pronunciation 

I  Social 

Self-

monitoring 

Seeking feedback from 
native Chinese 

speakers to provide 

feedback on her written 

draft 

I  Meta-

cognitive 

 

The following two subsections introduced how she used the key LLS in self-directed 

learning and completed the speaking assignment. 



 

362 

 

Key LLSs in self-directed learning outside the online classes 

Similar to most of the interviewees, S12 employed the memory strategy of ‘Using 

mechanical techniques’27 and the cognitive strategy of ‘Using resources for sending and 

receiving messages’28 by using the learning tool Pleco for self-learning. She used Pleco 

as an e-dictionary, to search the meaning, pronunciation, and example sentences of new 

words, and she used three input methods: Pinyin, finger writing, and English, depending 

on her knowledge of the new words. She liked to write the Chinese characters stroke by 

stroke, and also example sentences of the characters to review later. The interview and 

survey questionnaire data suggested that the student tried to search answers for online 

and was keen to memorise vocabulary. 

Her adoption of social strategy was unique among the interviewees because of the 

exchange programmes she had taken in China. Unlike other interviewees who lived in 

China, she had opportunities to access a group of Chinese students and actively built a 

friendship circle with them online using WeChat. Figure E.5 shows an example of this 

type of interaction with a Chinese friend circle via WeChat moments. This example is 

not a data source in this research project. “Emma” is a pseudonym and she is not a 

participant in this research.   

 

27 Using mechanical Techniques (Memory): using creative but tangible techniques, especially 

involving moving or changing something which is concrete, in order to remember new target 

language information. Examples are writing words on cards and moving cards from one stack to 

another when a word is learnt, and putting different types of material in separate sections of a 

language learning notebook (Oxford, 1990, p. 43). 

28 Using resources for receiving and sending messages (Cognitive): using print or non-print 

resources to understand incoming messages or produce outgoing messages (Oxford, 1990, p. 

45). 
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Figure E.5 An Example of Interaction with Chinese Friends via WeChat Moments, 

Emma, 2016 

During the interview, S12 shared her WeChat moments with me and I saw that she 

posted personal photos and described them with sentences in English and Chinese. I 

identified this as a social strategy of ‘Using the tools and modes available to improve 

communication and interaction’ which is distinctly different from Oxford’s social 

strategies. This strategy was explained by the socio-environment strategies identified by 

Hauck and Hampel (2008) where students created opportunities to interact with Chinese 

friends. This interviewee observed her Chinese friends’ interactive tool and then used it 

to virtually experience life in China and responded to comments in Chinese. 

Key LLSs in completing the speaking assignment 

According to the interview data, seeking feedback from native Chinese speakers was an 

essential step for S12 in completing the speaking assignment and the written 



 

364 

 

assignment. This related to a metacognitive strategy of ‘Self-monitoring.’29 She asked 

her friends to provide initial feedback for her written draft and to help script and record 

standard conversations for imitation.  

However, she made a negative comment about her collaboration with her language 

partner. As Chinese is a tone language, she could not understand her language partner’s 

Chinese pronunciation during the speaking practice. In order to protect the language 

partner’s self-esteem, she sent him a recording made by her Chinese friend for his own 

self-correction, as shown in Excerpt E.9.  

Excerpt E.9 S12’s suggestion to her language partner of using the cognitive strategy 

‘Repeating’ 

S12: … we practised our dialogue together, and I honestly couldn’t understand 

anything he said… so instead of trying to correct him, I got one of my friends (a 

Chinese friend), who recorded him [himself] doing the recording. So he completed 

the dialogue, and I sent it back to my language partner… And I said to him, 

“Perhaps you should practise following my friend’s recording?” (00:35:02 in the 

recording, Interview, S12, 2015). 

I identified this strategy as a social strategy of ‘Sharing with other students’ specific to 

online collaboration which belonged to Oxford’s social strategies. This can be explained 

by Stickler and Lewis’s (2008) collaborative learning strategies as it contributes to the 

achievements of both students. The result of S12’s social strategy was that their 

performance in the speaking assignment and her language partner’s pronunciation was 

better than the previous speaking assignment. This strategy appeared to help them 

improve their speaking practice and establish a better relationship during collaboration. 

E.6.3 Summary of S12’s LLS report 

 

29 Self-monitoring (Metacognitive): identifying errors in understanding or producing the new 

language, determining which ones are important (those that cause serious confusion or offense), 

tracking the source of important errors, and trying to eliminate such errors (Oxford, 1990, p. 

140).  
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Summing up, S12 presents an example of an exchange student who change the 

environment and LLS adoption after she had participated in an international exchange 

programme to China. Although the survey data indicated that she did not employ any 

social strategies in online classes, the interview data demonstrated that she used the 

social strategies to interact with Chinese friends and her language partner. This change 

is mainly reflected in social strategy adoption as she tended to employ social strategies 

rather than cognitive strategies after her arrival in China. Such change did not diminish 

the importance of Chinese to S12, however. The reason behind the strategy change 

relates to the role of Chinese in different language learning environments. In Australia, 

Chinese was an academic subject for S12 and she needed to utilise cognitive strategies 

to cope with the exams. While in China, she increased her Chinese vocabulary and 

socialise with Chinese university students to improve her spoken Chinese. The 

exchange programme she attended in China provided opportunities to access local 

students, and she employed social strategies to solve communicative problems. More 

importantly, she actively built a friendship circle and immersed herself into both the 

language environment in real life and a virtual environment by using WeChat app. This 

circle of friends positively increased the strength and frequency of her social strategy 

adoption. 

  



 

366 

 

E.7 Report on Student 13 (S13) 

E.7.1 Background information, learning motives, goals, difficulties and strengths 

S13 lived in Korea and he was the only interviewee who lived in a non-Chinese or a 

non-English speaking environment. This interviewee had studied at an Australian 

university for nearly four years in order to achieve a Bachelor Degree in Accounting. As 

an experienced online learner, he had completed CHN11, a prerequisite for CHN12, and 

was therefore familiar with Blackboard and the online course requirements (see Table 

E.14). He completed all the assessment tasks on time, and received full marks on the 

weekly homework.  

Table E.14  

Background Information (S13) 

Nationality Korean 

First language Korean 

Age 31-40 

Course enrolled Level 1 (CHN12), Study Period 3, 2015 

Previous Chinese language learning 

experience 

Level 1 (CHN11) 

Study hours per week (including online 

tutorial time) 

Up to 2 hours 

Data source: recorded interview with S13, 2015 

The data seemed to suggest S13’s low expectation about Chinese learning when he 

studied in CHN12. He selected one learning motivation in the survey questionnaire, 

‘For pleasure and interest’. The learning goal was ‘I’d like to be able to use Chinese for 

simple conversations and obtaining information, when travelling in a Chinese-speaking 

country’. In the interview, S13 claimed that the main reason he was learning Chinese 

was for his future career consideration. He would like to work overseas and might use 

Chinese for simple conversations when travelling in a Chinese-speaking country. 

However, he had a full-time job in Korea, was studying four courses at that moment, 

and thus could only learn Chinese for two hours a week, and could not attend the online 

classes. Therefore, he focused on completing the assessment tasks in order to achieve as 

much as he could in the online course, and decided not to do them due to time restraints 
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some of the tasks and the questions and answers in the oral test as they only amounted 

to ten percent of the total assessment mark.  

The main learning aspects deriving from the quantitative and qualitative data for S13 

included low accuracy of tones, use of a learning routine, lack of Chinese-speaking 

environment, and limited use of strategies. 

E.7.2 The key LLSs used by S13 and the tools used for these LLSs 

As shown in Table E.15, S13 used three key LLSs in self-directed learning outside the 

online classes, namely, organising, using recourses for sending and receiving messages, 

using self-evaluating. The table also presents his reasons for strategy use, statements, 

language learning tools, and related strategy categories in self-directed learning outside 

the online classes. 

Table E.15  

Reasons for LLS Use, Key LLSs, Statements, Language Learning Tools, and Related 

LLS Categories in One Learning Situations by S13 

Self-directed learning outside the online classes  

Reason for 

LLS use 

Key LLS Statement (paraphrased 

for brevity) 

Data 

source 

(Usage) 

Language 

learning 

tool 

LLS 

category 

Achieving 

success in 

the course 

Organising 

 

Developing a learning 

routine 

 

I  Meta-

cognitive SII (H) 

Self-

evaluating 

Using the online quiz 

as the last step to 
review and evaluate his 

self-learning 

I Online 

quiz I Cognitive 

Using 
recourses for 

sending and 

receiving 

messages 

Searching online tools 
for solving learning 

problems, such as 

Google Translate, 

Google.  

I Website: 
Google 

Translate, 

Google 

Cognitive 

SII (H) 

 

It is apparent from the table that very few key strategies were reported in the interview 

and survey questionnaire data. These data suggested that the student mainly focused on 

the assessment task completion, tried to search answers online, but lack of using social 
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strategies in an isolated learning environment. The following subsection introduces 

these LLSs in self-directed learning outside the online classes. 

Key LLSs in self-directed learning outside the online classes 

S13 had a strict learning routine based around the materials provided by the course and 

assessment task completion. He gave a rating of 5 (always or almost always true of me) 

to the question of “developing a routine” which related to a metacognitive strategy of 

‘Organising’30. This strategy was manifested in the routine he developed. This meant 

that he tried to complete each lesson within a week and followed the same learning 

process step by step. Excerpt E.10 shows the example of his learning routine. 

Excerpt E.10 Example of Using the Strategy of 'Organising' (Metacognitive) by S13 

S13: My learning routine, for Chinese, - was,-  I firstly attempt to see the contents, the 

weekly contents, provided by professors, online, the material, and then, and next,  

I go to the online lecture (pre-recorded mini-lecture videos), just recites the notes, 

just in front of the screen, when I was listening to the lectures, I wrote each of the 

important points, so it gives step by step, that is easier to follow, you know.  

(00:22:50 in the recording, Interview, S13, 2015) 

It can be seen from the excerpt that his learning process and routine were all around new 

words and text learning, listening to the pre-recorded mini-lecture videos, writing 

grammar points, and finally completing weekly homework and online quizzes. 

This student also used the metacognitive strategy of ‘Self-evaluating’31 by using the 

online quiz as the last step to evaluate his self-learning. The online tracking data 

evidenced that S13 submitted the weekly homework and online quizzes earlier than the 

 

30 Organising: understanding and using conditions related to optimal learning of the new 

language; organising one’s schedule, physical environment (e.g., space, temperature, sound, 

lighting), and language learning notebooks (Oxford, 1990, p. 139). 

31 Self-evaluating: evaluating one’s own progress in the new language (Oxford, 1990, p. 140). 
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other students. He explained that he was consciously ahead of the schedule for the 

purpose of self-checking and reviewing learning content using the online quizzes. 

As a distance student living in Korea, S13 relied on the internet to help him to solve 

learning problems by using the cognitive strategy of ‘Using recourses for sending and 

receiving messages’32. Google on his computer, and Google Translate on his 

smartphone were the main technological tools he used. A notable feature of the use this 

strategy was that this student used both English and Korean to search for the answers to 

his questions. He seemed to derive more benefit from using two languages than a single 

language when finding information while he was learning Chinese.  

E.7.3 Summary of S13’s LLS report 

To sum up, S13’s short-term learning goal (complete the course towards a degree) lead 

to his strategy adoption. He employed metacognitive strategies to help him achieve this 

learning goal successfully, especially by following a weekly learning routine. However, 

if he expected to improve his conversational Chinese, as he had indicated in his choice 

of learning goal in the survey, he might need to seek opportunities to use social 

strategies by interacting with peers and native Chinese speakers more. As Chinese is a 

tonal language, pitch accent is essential to allow others to understand speakers. 

Therefore, practising with and receiving immediate feedback from native speakers can 

help him improve speaking Chinese more efficiently. 

  

 

32 Using resources for receiving and sending messages: using print or non-print resources to 

understand incoming messages or produce outgoing messages (Oxford, 1990, p. 45).    
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E.8 Report on Student 14 (S14) 

E.8.1 Background information, learning motives, goals, difficulties and strengths 

S14 was a polyglot who could speak seven languages, and as such his profile was 

obviously less common compared to the other interviewees. His mother tongues were 

Italian and Hebrew, and Chinese was his seventh language. Although English was one 

of his foreign languages, he spoke it fluently and used it to learn Chinese and other 

subjects at university, to communicate with his language partner, and to work full-time 

as an online fraud investigator in Australia.  

Most of the subjects that S14 had chosen to study in the Australia university were 

related to Chinese historical, economic, and social contexts. He claimed that these 

subjects had deepened his understanding and love of Chinese. Although these subjects 

were taught in English, this expanded his knowledge of China would have improved his 

understanding about China and interactions with Chinese people. Learning Chinese also 

involves learning how to better use words and knowledge about China. In the interview, 

he expressed his increasing feelings about how he liked Chinese because of his study of 

China-related subjects: “I found it’s interesting, the more you studied, the more you like 

it”. 

Table E.16  

Background Information (S14) 

Nationality Italian; Australian 

First language Italian; Hebrew 

Foreign language English; Chinese 

Age 31-40 

Course enrolled Level 2 (CHN222), Study Period 3, 2015 

Previous Chinese language learning experience 2-3 years self-learning 

Study hours per week (including online tutorial 

time) 

8-10 hours 

Data source: recorded interview with S14, 2015 

Table E.16 presents S14’s background information. He was an intermediate level 

student, was awarded an excellent final grade for the course and received full marks on 

the weekly homework and the written assignment. 
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According to the survey responses, S14 reported that his learning goal was “I’d like to 

attain a very high level of proficiency and be able to work as a translator/interpreter or 

teach Chinese” and his learning motive was “I hope to use it in my present or future 

work”. When asked about any difficult aspects of collaborating with a language partner, 

in both the survey and interview he reported that there were no difficulties with 

collaboration. However, he reported two difficulties in Chinese language learning, one 

being listening, and the other memorising grammar points in the speaking assignment 

and the oral test.  

This student was ambitious and keen to achieve a high final grade in all his subjects at 

university. Therefore, he normally worked eight hours a day and then studied five hours 

in the evening. In the survey questionnaire, he reported that he studied Chinese 8-10 

hours a week which meant 1.6 to 2 hours a day. The tracking data demonstrated that he 

spent a significant amount of time on the online Chinese course site (see Figure E.6).  

 

Figure E.6 Time Spent on the Course Site throughout the Study Period, S14, from CHN222 

Course Site, Study Period 3, 2015 

This figure evidenced that he accessed the online Chinese course six days a week except 

Tuesdays. Additionally, he logged into his account 335 times and used Blackboard for 

125 hours 28 minutes and 37 seconds in total throughout the study period. The tracking 

data also showed that he focused on provided resources and assessment task 

completion. As shown in Figure E.7, the top three items that he hit were provided 

learning resources (including audio and pre-recorded mini-lecture videos; tutorial slides; 
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videos for character writing; revision question documents; online quizzes), weekly 

homework submission (journals), and his marks.  

 

Figure E.7 The Frequency of Use by S14 of Each of the Available Learning Activities 

from CHN222 Course Site, Study Period 3, 2015 

After S14 talked about the time he spent learning and the expectation of the high level 

proficiency for Chinese learning, I realised that the sufficient learning time often 

explained a fact. That is, he managed the learning time and practiced Chinese learning 

skills. 

The main learning aspects resulting from the quantitative and qualitative data for S14 

included positive interest and attitude toward her Chinese learning, liking Chinese based 

on understanding culture and related subjects, exceptional length of learning time, and 

effective use of strategies. 

E.8.2 The key LLSs used by S14 and the tools used for these LLSs 

This section presents S14’s seven key LLSs as listed in Table E.17. These strategies 

related to his metacognitive, cognitive, memory, and social strategy use. His reasons for 

LLS use, statements, language learning tools, and relevant LLS categories are also set 

out in the table.  

Content items
76%

Journal
14%

My marks
7%
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Table E.17  

Reasons for LLS Use, Key LLSs, Statements, Language Learning Tools, and Related 

LLS Categories in Two Learning Situations by S14 

Self-directed learning outside the online classes  

Reason for 

LLS use 

Key LLS Statement 

(paraphrased for 

brevity) 

Data 

source 

(Usage) 

Language 

learning 

tool 

LLS 

category 

Achieving 

success in 

the course 

Organising 

 

Developing a learning 

routine 

 

I  Meta-

cognitive SII (H) 

Improving 
Chinese 

speaking 

Seeking 
practice 

opportunities 

Talking with a 
Chinese friend once a 

week, and chatting 

with the Chinese 
colleagues frequently 

at lunch time 

I  

Achieving 

success in 

the course 

Taking notes Taking notes of new 

words 

I Notebook Cognitive  

SII (H) 

Memorising 

vocabulary 

in an 

effective way 

Using 

resources for 

receiving and 
sending 

messages 

Searching online for 

the meaning of 

Chinese words  

I Flash card 

and e-

dictionary 
app: 

Pleco 

SII (H) 

Using 

mechanical 

techniques 

Memorising words or 

characters by 

listening to flash card 

apps over and over 

I Memory 

 
SII (H) 

Online class participation 

Establishing 

relationships 

with others 

Using the tool 

and modes 

available to 

improve 
communicatio

n and 

interaction 

Using emoticons and 

texts chat to interact 

with others for 

language learning, 
such as praised the 

other students’ 

speeches, and answer 
other students’ 

questions  

SII (H) Emoticon

s (such as 

smiley 

face, 
LOL, and 

raised 

hand), 
text 

messages  

Social 

Netiquette Responding tutor and 
students’ questions 

quickly; keeping the 

webcam on. 

I  Social 

 

The results suggested that this interviewee managed his learning time, memorised a 

large amount of vocabulary, and practised Chinese writing and speaking. He also 
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actively employed social strategies to interact with his language partner and two 

Chinese friends. The following two subsections introduce his key strategies in the two 

learning situations. 

Key LLSs in self-directed learning outside the online classes 

In the interview, this student described his daily routine which related to the use of a 

metacognitive strategy ‘Organising’33. His organising of self-learning was around the 

textbook content, exercises, and assignments. He could not count his exact learning 

time; however, he had a four-hour learning period for all the subjects he was studying, 

from seven o’clock to 11 o’clock after dinner every day. The routine contained the 

learning of character, words, and sentences in each lesson, memorising the new words, 

and taking notes of all related information of the words for later reviewing. After 

learning the words, he repeated listening to the text, completed the exercises, watched 

pre-recorded mini-lecture videos, and reviewed the grammar points.  

The routine also included weekly speaking practice with his Chinese friends and daily 

practice with Chinese colleagues which related to the metacognitive strategy of ‘Seeking 

practice opportunities’34.  He explained his interaction with the native Chinese speakers 

in the interview, as presented in the following excerpt. 

Excerpt E.11 Example of Using the Strategy 'Seeking Practice Opportunities’ 

(Metacognitive) by S14 

S14: I also go to Sydney Uni, there is a Chinese student, which I speak to her [with 

whom I speak], and it helps me. And I have a [Chinese] colleague, we go to lunch 

 

33 Organising: understanding and using conditions related to optimal learning of the new 

language; organising one’s schedule, physical environment (e.g., space, temperature, sound, 

lighting), and language learning notebooks (Oxford, 1990, p. 139). 

34 Seeking practice opportunities: seeking out or creating opportunities to practice the new 

language in naturalistic situations (Oxford, 1990, p. 139). 
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together and we practise Chinese. (00:06:43 in the recording, Interview, S14, 

2015). 

It can be seen from the interaction with the Chinese student, S14 did not mention the 

conversation was planned purposely for language learning. Indeed, he said that he 

would not turn his friends into his private tutors. This can also be understood as a 

cognitive strategy of ‘Practising naturalistically’35 which may have helped him 

improve his conversational Chinese through practising in a natural setting. 

When talked about the vocabulary learning, S14 introduced the sequence of his Chinese 

learning which clearly articulated the cognitive strategy of ‘Using resources of 

receiving and sending messages’ and a memory strategy of ‘Using mechanical 

techniques; Taking notes’ by using the app of Pleco. This app contains the features of 

an e-dictionary and flash cards. Finally, he wrote down the notes as shown in the 

following figure.  

 

 Figure E.8 Example notes of using LLSs for vocabulary learning by S14, 2015 

Specifically, Figure E.8 shows seven aspects of S14’s note taking of a Chinese word. 

He: 

 

35 Practising naturalistically: practising the new language in natural, realistic settings, as in 

participating in a conversation, reading a book, or article, listening to a lecture, or writing a 

letter in the new language (Oxford, 1990, p. 45). 
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• wrote Chinese characters, words, and Pinyin with tone marks; 

• wrote English meaning of the Chinese characters and words; 

• made sentences using the Chinese characters and words; 

• used different colours (pencil, black ink, and highlighter) to show the words and 

the meaning; 

• highlighted important information of a word; 

• noticed the homonyms of Chinese words; and 

• learnt new characters through association.  

In addition, his note taking appeared to demonstrate the associative learning of new 

character. As shown in Figure E.8, when he learned 厉害<serious, terrible, severe>, he 

also took note of other words containing the character 害 to help memorise the meaning 

of 害, such as 伤害, 杀害. This may have helped him strength the memory and deepen 

the understanding of 害 and to expand his vocabulary at the same time.  

Key LLSs in online tutorials.  

S14 attended all eight online tutorials during the whole study period and hence, he 

employed a significant amount of social strategies. The survey and observation data 

indicated that this student was sufficiently prepared in topic discussions and carefully 

answered the tutor’s questions in online classes. He could remain focused and listen 

attentively to follow directions and was sometimes willing to answer the other students’ 

questions. In responding to the survey questionnaire, he gave a rating of 5 (always or 

almost always true of me) to the survey question item “using the emoticons” which 

related to a social strategy of ‘Using the tool and modes available to improve 

communication and interaction’. In addition, he treated his classmates and the tutor 

with respect which reflected the social strategy of ‘Netiquette’, such as responding to 

others’ questions quickly. 

E.8.3 Summary of S14’s LLS report 

In summary, S14 provides a case of ‘no pain, no gain’ according to his own 

understanding of language learning in the interview. This student mentioned the ‘pain’ 

was memorising vocabulary and as such, he was obliged to be more engaged. He 

therefore adopted a wide repertoire of cognitive and memory strategies on vocabulary 
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memorising. Additionally, his strategy use evidenced that he was fully immersed in 

Chinese language learning through choosing relevant Chinese subjects, memorising 

vocabulary, completing assessment tasks, and regularly interacting with others in 

Chinese. It was this engagement that achieved lasting learning. Of course, this only 

worked for him as he was so motivated to learn and had a high-level learning goal. As a 

intermediate level student, he created opportunities to practise conversational Chinese 

with native speakers. These practices may have helped him combine already learned 

Chinese vocabulary and grammar points in a real conversation. More importantly, he 

might receive instant notifications from them through negotiating the meanings. 
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E.9 Report on Student 15 (S15) 

E.9.1 Background information, learning motives, goals, difficulties and strengths 

Student15 (S15) was a Mandarin (beginning level Mandarin class) and a Physics 

teacher at a secondary school in Britain. He had studied Mandarin for nearly three years 

without attending any on-campus or private language school classes. As a Chinese 

language learner in Britain, he had little access to native Chinese speakers. Help was 

only available occasionally from one colleague, a Chinese teacher, although he was a 

native English speaker, and also two international students from China. S15 completed 

all the assessment tasks, and achieved a very high score in the final oral test. 

Additionally, he made excellent progress, and had moved through two levels (from 

level one to level four) in the Hànyǔ Shuǐpíng Kǎoshì (HSK) (Chinese proficiency) test 

within two years (the highest level of HSK is level six). Level four, according to 

Hanban (a public institution affiliated with the Chinese Ministry of Education), 

indicates that a student can understand and use 1,200 Chinese words and can 

communicate with native Chinese speakers fluently on a wide range of topics. Table 

E.18 shows the background information of S15. 

Table E.18  

Background Information (S15) 

Nationality British 

First language English 

Foreign language Chinese 

Age 31-40 

Course enrolled Level 2 (CHN222), Study Period 3, 2015 

Previous Chinese language learning 

experience 

Three years self-learning 

Study hours per week (including online 

tutorial time) 

10-12 hours 

Data source: recorded interview with S15, 2015. 

S15’s clear learning motives and ambitious goals led to excellent improvement in his 

performance. This student’s survey responses of motives and goals were the same as his 

interview responses. His motive was to achieve a high level of Chinese proficiency for 

teaching Chinese as his learning goal, and he had three language learning motives,  
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• For pleasure and interest; 

• I hope to use it in my present or future work; 

• Pass HSK tests. 

His learning goal was to be a proficient Chinese speaker and he consistently invested 

approximately two hours every weekday in deliberate Chinese learning. In the 

interview, he described his study period from 9 or 10 o’clock in the evening till 1 or 2 

o’clock in the morning. In addition to these specific learning hours, he also managed 

fragmented time to review Chinese words by using a flash card app. His final grades 

and marks demonstrated a positive linear relationship among learning motives, goals, 

length of learning time, strategies, and performance.  

When discussing the difficulties in online Chinese learning, he complained that the time 

difference (nine-hour difference) between Britain and Australia was the sole difficult 

aspect of his collaboration with a language partner and he was unable to find a possible 

way to overcome this difficulty. This disadvantage limited his social strategy use as he 

seldom attended the online classes or collaborated with a language partner.  

The main learning aspects that evolved from the quantitative and qualitative data for 

S15 included a Chinese teacher in UK, lack of Chinese speaking environment, self-

direction in Chinese learning, skilful use of the E-dictionary and Google Translate as 

learning tools, and use of strategies for reading novels. 

E.9.2 The key LLSs used by S15 and the tools used for these LLSs 

According to the interview data, S15 employed a wide repertoire of LLSs, except no 

social strategies. Table E.19 shows his reasons for LLS use, key strategies, statements, 

relevant learning tools, and related LLS categories for self-directed learning.  
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Table E.19  

Reasons for LLS Use, Key LLSs, Statements, Language Learning Tools, and Related 

LLS Categories in One Learning Situation by S15 

Self-directed learning outside the online classes  

Reason for 

LLS use 

Key LLS Statement 

(paraphrased for 

brevity) 

Data 

source 

(Usage) 

Language 

learning tool 

LLS 

category 

Improving 

Chinese 

proficiency 

Organising Developing a 

learning routine 

I  Meta-

cognitive SII (H) 

Establishing a 

quiet study zone 

I 

Analysing 

contrastively 

Reading novels in 

two versions, a 

Chinese and an 

English version 

I Printed 

books 

Memoris-

ing 

vocabulary 

Using 

Mechanical 

Techniques 

Using flashcard 

apps to memorize 

vocabulary 

I Flash card 

app: 

StickyStudy 

Memory 

SII (H) 

Learning 

vocabulary 

Using 

resources for 

receiving and 
sending 

messages 

Using the e-

dictionary to 

search the meaning 
and pronunciation 

of Chinese words 

I E-dictionary: 

TrainChinese 

Cognitive 

SII (H) 

Developing 

confidence 

for self-

learning 

Making 

positive 

statements 

Self-encouraging 

for continuous 

hard studying 

I  Affective  

SII (H) 

Practising 

conversa-
tional 

Chinese 

Self-

monitoring 

Recording one half 

of the conversation 
on the smartphone 

and then played 

the other role by 

using the recording  

I Recorder on 

the 

smartphone 

Meta-

cognitive 

 

Key LLSs in self-directed learning outside the online classes 

S15’s LLS adoption was aligned with his language learning goals. He hoped to improve 

in all four skills (listening, speaking, reading, and writing) to achieve the highest 

language proficiency level. The survey data showed that he believed in three essential 

aspects of self-learning: maintaining a learning routine, using flashcards and reading 

books in Chinese. As a result, he employed relevant metacognitive, memory, and 

cognitive strategies in his self-learning. In responding to the open-ended survey 



 

381 

 

question regarding the most useful LLS that he had discovered so far in the course, he 

wrote the following, 

Excerpt E.12 The Most Useful Strategy of ‘Organising’ (Metacognitive) Reported by 

S15 

S15: Routines are important. As soon as a routine is broken it is difficult to get started 

again. No matter how tired or demotivated I am, I always try to do something. I 

have done a lot of work with flashcards mainly the app “StickStudy”. I constantly 

read books in Chinese and use HSK exams as motivation. (Data source: survey 

questionnaire III, S15, 2015) 

The student emphasised using the metacognitive strategy of ‘Organising’36 as he had a 

learning routine. Similar to S8, the key feature of S15’s learning routine was self-

discipline and it was particularly valuable to help him complete learning activities, such 

as using flash cards, and preparing HSK exam.  

Another feature of S15’s learning routine, unlike S8, was to be flexible. S15 claimed 

that he constantly changed learning activities to ensure the learning time and maintain 

interest in learning, as shown in Excerpt E.13, 

Excerpt E.13 Flexibility in the Learning Routine of S15 

S15: I want to do [what] one supposes [is supposed] to do, I just do it anyway, I just 

force myself to do it. And, I guess, you know if I don’t want to do a chat from the 

book, then I’ll do something, I’ll do 10-minute flashcards, you know, I’ll do 

something else. But - once I avoid it, maybe I instead do something else, maybe 

watch TV or play computer games or something, then I start to lose interest. So 

the answer is, I just force myself to do it. (00:20:20 in the recording, Interview, 

S15, 2015). 

 

36 Organising: understanding and using conditions related to optimal learning of the new 

language; organising one’s schedule, physical environment (e.g., space, temperature, sound, 

lighting), and language learning notebooks (Oxford, 1990, p. 139). 
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From the excerpt, it can be seen that s15’s routine even relieved a certain level of 

learning anxiety, and this helped prevent him from being distracted by playing games. 

In addition to the two features discussed above, the third feature of S15’s routine was to 

prioritise the completion of the assessment tasks in the schedule. Once he completed the 

assessment tasks he tried to find extra time to engage in Chinese learning activities he 

was more interested in, such as reading a book written in Chinese. He admitted that this 

occurred after he had enrolled in the online Chinese course. Such change demonstrated 

that the course produced influences on the student’s learning routine. 

In all learning activities, memorising words by using the flashcard app was highly 

recommended by S15, which related to a memory strategy of ‘Using Mechanical 

Techniques’37. Previously, he had made thousands of paper cards when he first started 

to learn Chinese and played with them all the time for memory recall of Chinese words, 

such as reordering them, picking a selection to read over, or choosing randomly for self-

testing. He had then installed a flash card app on his smartphone, which was called 

StickyStudy. This app helped him to visualise Chinese words efficiently as he was able 

to memorise them and recall any information related to the Chinese words, such as 

pronunciation, tones, and even the writing order of a Chinese character. Another app 

recommended by S15 was an e-dictionary called TrainChinese, which related to the 

cognitive strategy of ‘Using resources for receiving and sending messages’38. 

Noticeably, this student reported inputting Chinese characters into the e-dictionary 

using a finger on a screen. He then explained the purpose of using this input technique 

improvement for Chinese character writing when he searched the meaning of the words.  

 

37 Using mechanical Techniques (Memory): using creative but tangible techniques, especially 

involving moving or changing something which is concrete, in order to remember new target 

language information. Examples are writing words on cards and moving cards from one stack to 

another when a word is learnt, and putting different types of material in separate sections of a 

language learning notebook (Oxford, 1990, p. 43). 

38 Using resources for receiving and sending messages (Cognitive): using print or non-print 

resources to understand incoming messages or produce outgoing messages (Oxford, 1990, p. 

45). 
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As a teacher, S15 understood the meaning of using affective strategies in Chinese 

language learning and he always encouraged himself. He applied a rating of 4 to the 

affective strategy of ‘Making positive statement’ in the survey questionnaire responses. 

He used a Chinese idiom to describe his determination as 愚公移山, which means a 

man who moved mountains (see Excerpt E.14).  

Excerpt E.14 Understanding the importance of the affective strategy ‘Making positive 

statements’ by S15 

S15: … I think we are not good at seeing what we have achieved. I always do that with 

my students. I say, don’t you think you have achieved anything? Very much! Look 

back to the first page of the book, where we started, months ago… It’s the 

numbers, one two three four. That’s easy, everybody knows that. But you don’t 

know them when you start, you have made progress, but you don’t notice it, 

because it’s so slow; and it’s important to measure it yourself, the progress you’ve 

made. (00:33:44 in the recording, Interview, S15, 2015). 

He also gave an example of his self-encouragement showing his enjoyment of each step 

in the progress he was making in his Chinese language learning. Once, he found a small 

difference in the first strokes of two Chinese characters, 干 and 千, which made him 

extremely happy.  

What was interesting in the interview data was that S15 used limited social strategies in 

the online learning, compared to his previous experiences. When he was a beginner, he 

used to seek immediate feedback of tones and pronunciation from native Chinese 

speakers. After the cumulative vocabulary and grammar learning, he focused on 

vocabulary expansion, refining the meaning of known words, and learning more 

advanced grammatical patterns. These learning activities produced an impact on his 

social strategy adoption as he could rely on checking other resources, such as websites, 

to overcome the disadvantage of the lack of interactions with native Chinese speakers. 

In order to remedy the problem of a lack of a language partner, S15 employed a 
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metacognitive strategy of ‘Self-monitoring’39 to practise and memorise Chinese 

dialogues and complete the speaking assignment. After preparation of the script of a 

two-role conversation, he recorded one half of the conversation on his smartphone and 

left some gaps in the recording, and then he played the other role using the recording 

until he memorised them. 

E.9.3 Summary of S15’s LLS report 

In brief, S15’s LLS adoption demonstrates how an autonomous student learns a 

language. There are five features of his LLS use, he: 

• had specific short-term and clear long-term learning goals; 

• was effective in employing metacognitive strategies to manage learning; 

• emphasised practising and memorising using cognitive and memory strategies; 

•  used affective strategies to maintain positive emotions; 

• created ways to act two roles to memorise conversations. 

Instead of treating Chinese language learning as deliberate learning with the specific 

aim to learn vocabulary or grammar points, he was willing to spend enormous amounts 

of time using Chinese on his favourite learning activities. This deliberate learning may 

have assisted in learning grammar rules, but the learning activities were also 

‘cramming’ language knowledge into his short-memory and thus made the vocabulary 

and grammar points easier to forget. As such, the activity of reading books in Chinese 

for enjoyment was essential for him to develop Chinese from his short-term memory to 

his long-term memory. Moreover, this student’s achievements suggested that distance 

students may create LLSs in an unfavourable language environment through balancing 

the LLSs.   

 

39 Self-monitoring (Metacognitive): identifying errors in understanding or producing the new 

language, determining which ones are important (those that cause serious confusion or offense), 

tracking the source of important errors, and trying to eliminate such errors (Oxford, 1990, p. 

140).  
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E.10 Report on Student 17 (S17) 

E.10.1 Background information, learning motives, goals, difficulties and strengths 

Student 17 (S17) had learnt Chinese for a long time (see Table E.20) as Chinese 

currently being one of her family languages. She was originally from South Africa and 

had lived in Taiwan and mainland China, two Chinese-speaking areas, for almost four 

years. After that, she immigrated to Australia for nine years with her husband, an 

Australian Chinese whose dominant language was English. The student recalled her 

Chinese learning experiences and how she had learnt at least 3000 Chinese characters in 

the one year she had spent with a private tutor in Taiwan. She then studied with a 

different private tutor for another year in mainland China. The difference was that she 

had studied more than eight hours a week in Taiwan, but just a few hours a week in 

mainland China. She explained that in mainland China, she had to use more Chinese 

than in Taiwan because people there spoke little English. Table E.20 presents her 

background information. 

Table E.20  

Background Information (S17) 

Nationality South Africa; Australia 

First language Afrikaans 

Foreign language English; Chinese 

Age 31-40 

Course enrolled Level 2 (CHN222), Study Period 3, 2015 

Previous Chinese language learning 

experience 

Two-year Chinese language learning with 

two private tutors 

Study hours per week (including online 

tutorial time) 

2-4 hours 

Data source: recorded interview with S17, 2015. 

From my observations of the online tutorials, S17’s strength was Chinese speaking and 

she spoke Chinese with clear articulation. This strength was also reflected in her 

collaboration with her language partner in completing the speaking assignment and the 

oral test. They both declared that they were a pair of complementary partners as her 

language partner was good at writing in Chinese. The interview and survey data showed 

that S17 was satisfied with the cooperation with her language partner and she reported 
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no difficult aspects of the collaboration. Additionally, she attended all eight online 

tutorials, submitted all the weekly homework, and completed all the assessment tasks.  

Similar to S10 but unlike the other interviewees, S17 only used the online course to 

maintain her Chinese language proficiency as she had stopped studying Chinese for 

seven years. According to the survey data, an important motive for her to keep learning 

Chinese was that she hoped to mainly use Chinese to communicate with Chinese-

speaking family members. In the interview, she expressed her expectation of reviewing 

the vocabulary that she learnt before and achieving a high language proficiency level.  

The main learning aspects arising from the quantitative and qualitative data for S17 

included long-term Chinese language learning experience, speaking Chinese at home, 

building positive relationship with the language partner, limited learning time, and 

developing a learning routine. 

E.10.2 The key LLSs used by S17 and the tools used for these LLSs 

The collected data shows that S17 valued metacognitive, social, and cognitive 

strategies. Moreover, the survey result explains that S17 had a greater preference for 

using metacognitive strategies compared to the other LLSs. The interview data indicated 

that she used cognitive and social strategies, as shown in Table E.21. 

Table E.21  

Reasons for LLS Use, Key LLSs, Statements, Language Learning Tools, and Related 

LLS Categories in Two Learning Situation by S17 

Self-directed learning outside the online classes  

Reason for 

LLS use 

Key LLS Statement 

(paraphrased for 

brevity) 

Data 

source 

(Usage) 

Language 

learning 

tool 

LLS 

category 

Improving 

conversatio

nal Chinese 

Organising Developing a 

learning routine 

I  Meta-

cognitive SII (H)  

Practising 

naturalistically 

Talking with family 

members in 

Chinese  

I  Cognitive 

Assessment task completion (speaking assignment) 

Reason for 

LLS use 

Key LLS Statement 
(paraphrased for 

brevity) 

Data 
source 

(Usage) 

Language 
learning 

tool 

LLS 

category 
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Achieving 

success in 

the course 

Organising Scheduling meeting 

time 

I  Meta-

cognitive 

Distributing work 
with a language 

partner 

I 

Cooperating 

with peers 

Discussing written 
draft with a 

language partner 

I  Social 

I 

Building 

positive and 

collaborativ

e 
relationship

s with 

others 

Using the tools 

and modes 

available to 

improve 
communication 

and interaction  

Using different 

contact tools to 

interact with 

different groups of 

people  

I Email, 

Whatsapp, 

WeChat 

Social 

 

Key LLSs in self-directed learning outside the online classes 

Although having a limited amount of time every week to spend on her learning, S17 felt 

stressed and emphasised that time management was important to balance family, work, 

and her Chinese language learning. Therefore, according to the survey data and the 

interview data, she utilised the metacognitive strategies of ‘Organising’ 40. Similar to S8 

and S14, she confirmed that self-discipline was the key to successful Chinese learning 

(see Excerpt E.15). 

Excerpt E.15 Self-discipline is the Key to Successful Chinese Language Learning by S17 

S17: - My week is pretty structured; so you know, I just suppose it is the discipline, not 

distracted by the other things, you know, so I have set time that I have to do the 

certain things, and - I make sure that I do these things, if some time comes up and 

I just catch up at evenings, and I really don’t like to catch at that time, and 

actually nothing comes up. (00:39:27 in the recording, Interview, S17, 2015) 

 

40 Organising: understanding and using conditions related to optimal learning of the new 

language; organising one’s schedule, physical environment (e.g., space, temperature, sound, 

lighting), and language learning notebooks (Oxford, 1990, p. 139). 
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The interview data below illustrates that this student had adapted the Chinese speaking 

environment, and therefore benefited from this (see Excerpt E.16).  

Excerpt E.16 The Benefits of Exposing to Chinese Language Environment by S17 

S17: No, I don’t struggle to understand what people speak so much anymore, just 

because my in-laws have been speaking to me in Mandarin for years now. I am 

quite attuned to understanding what they are saying. I lived overseas for ten years, 

and you start to understand that a lot of language isn’t to do with what people are 

saying, but the context or what the conversation is. So you start to learn how to 

anticipate what they probably will be saying, and to predict the direction of the 

language. So even if you don’t understand every word, you can generally 

understand the meaning of what’s being said, and filling the blanks. (00:07:15 in 

the recording, Interview, S17, 2015) 

S17 also identified a cognitive strategy of ‘Practising naturalistically’41 which also 

reflects that she tried to actively use the language and adapt the speaking environment. 

She provided two examples of understanding new words and then using the new words 

immediately in a daily conversation. This following example was about the Chinese 

word, 磨叽 <to nag>. 

Excerpt E.17 Two Examples of Using the Strategy of 'Practising Naturalistically' 

(Cognitive) by S17 

S17: But if I hear a new word, I just put it into a conversation. For example, my 

mother-in-law is nagging me, so I asked my husband how to say nagging. 

S17: 磨叽, 磨叽, 唠叨 <to nag, to nag, to rattle >，I’ll tell my mother-in-law with 别

磨叽我 , <do not nag me, do not nag me>. You know, Chinese mother always pest 

you, have to do this, you have to do that, that kind of things? (00:18:44 in the 

recording, Interview, S17, 2015) 

 

41 Practising naturalistically: practising the new language in natural, realistic settings, as in 

participating in a conversation, reading a book, or article, listening to a lecture, or writing a 

letter in the new language (Oxford, 1990, p. 45). 
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The other example was about the Chinese word, 毛病 <problem> 

S17: -- It’s a situation that I won’t be able to select to have a conversation about 

something that I go (to the Internet) and find out the words… or if I hear a word a 

lot of times, then I’ll ask my husband what that word is, like 毛病 <problem>. My 

father-in-law would often use 毛病 in a sentence if there’s a problem, … and 

eventually I start to know this means ‘problem’. (00:20:21 in the recording, 

Interview, S17, 2015) 

The above two examples demonstrate how S17 shifted Chinese from her short-time 

memory to her long-time memory in daily conversations. She had only just learnt how 

to say these two Chinese words, but later in the textbook, or when the teacher 

introduced examples of these words, she reinforced her understanding of these two 

words and recognise the characters.  

Key LLSs in completing the speaking assignment 

S17 illustrated an example of successful collaborative learning with her language 

partner. Both of them admitted that they were happy to study with each other. The most 

successful aspect of the collaboration was that they built an effective relationship which 

positively influenced their language learning and assignment completion. This student 

complimented her language partner, as shown in Excerpt E.18. It seemed that her 

language partner worked hard which motivated S17 to complete the assessment tasks.  

Excerpt E.18 Comments to the Language Partner of S17 

S17: - He is the only language partner, I don’t think there is any problem to cooperate 

with him, because he’s very motivated. You know, because he’s motivated, you 

don’t want to let him down … he works very hard and I don’t drag him down, it 

seems team element come through it. (00:40:22 in the recording, Interview, S17, 

2015) 

When discussing their productive collaboration in completing the speaking assignment, 

S17 described their collaboration which related to two strategies. One was a 

metacognitive strategy of ‘Organising’ as they negotiated meeting times and the 
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distribution of work. The other was a social strategy of ‘Cooperating with peers’42 as 

they negotiated writing content. S17 described the collaboration as follows, 

Excerpt E.19 Example of the Strategy of ‘Cooperating with Peers’ (Social) by S17 

S17: - So we both, we basically chat about our work and then, you know, if something 

wrong, we’ll ask questions, we thought the other got mistakes, so gives a drop of 

the grades and updates, but initially, I wrote two scenes, and he wrote two scenes, 

he sent to me or I sent to him. And then, we kind of question the others’ work. 

(00:26:27 in the recording, Interview, S17, 2015) 

As shown in the excerpt above, both learners obtained feedback from each other. This 

strategy was similar to the strategy of ‘Offering and giving corrections’ as a 

collaborative strategy in Stickler and Lewis (2008). 

When talking about the communication tools (Email, Whatsapp, WeChat) for 

interacting with others in the interview, S17 had a metacognition of how to select these 

tools wisely and how these multiple tools consequently influenced her metacognitive 

and social strategy adoption. In other words, when she considered how to interact with 

others, communication tools were considered as a social gesture. Email was seen as a 

professional tool to save time and show respect, while social apps were seen as a 

personal tool to reduce communicative anxiety, such as Whatsapp and WeChat. The two 

social apps were similar but she used them to interact with different people; the 

Whatsapp was used to talk with friends in western countries, and the WeChat was used 

to talk to her parents-in-law in Chinese. She normally negotiated a meeting time with 

the language partner using emails but used WeChat to discuss the assessment tasks. 

This is also seen as a strategy of ‘Using the tools and modes available to improve 

communication and interaction’ in socio-environmental strategies by Hauck and 

Hampel (2008). 

E.10.3 Summary of S17’s LLS report 

 

42 Cooperating with peers: working with other language learners to improve language skills 

(Oxford, 1990, p. 147). 
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In summary, S17 presents an excellent example of a mature, experienced language 

learner, who had less anxiety about Chinese learning and was goal-oriented to fulfil 

particular needs and demands to communicate with family members, and to reinforce 

Chinese learning. The online Chinese course and assessment tasks were not challenging 

enough to S17 because of her strong foundation which was built on previous Chinese 

learning, especially vocabulary learning. Hence, she seldom employed memory 

strategies, but stressed the use of metacognitive, cognitive, and social strategies to 

complete assessment tasks and improve her Chinese speaking. However, she succeeded 

in achieving her short-term learning goal which was to reinforce her vocabulary. Also, 

her maturity extended to her communicative capability in collaborative learning with 

her language partner. They developed a positive relationship and this promoted a 

positive attitude toward the assessment task completion by using various metacognitive 

and social strategies, such as ‘Organising’ and ‘Cooperating with peers’.
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Appendix F. Pearson’s r Analyses Results across the LLSs Reported in the Survey Questionnaire  

F.1 Pearson’s r Correlation Analysis Results across the Cognitive Strategies Reported in the Survey Questionnaire 

Cognitive strategy  Questionnaire items Item # 1 2 3 4 5 6 7 8 9 10 11 12 

Repeating I listen to the Revision Questions and practise my listening 

skills and responding to the questions. 
1 1.00            

Repeating I imitate the tones that native Chinese speakers use. 2 .60** 1.00           

Getting the idea quickly I try to understand what I hear or read without translating it 

word-for-word into my own language. 
3 -.05 -.09 1.00          

Summarising I summarise Chinese grammar points in my head as a way to 

reinforce my understanding. 
4 .29 .10 .19 1.00         

Using resources for receiving 

and sending messages 
I search for background information on Chinese words online. 

5 .07 .15 -.01 .51* 1.00        

Using resources for receiving 

and sending messages 

I search online for the meaning of Chinese words I don’t know 

(e.g. using an online dictionary site or Google Translate). 
6 -.21 -.06 -.13 .04 -.19 1.00       

Learning from other 

students’ written work 

I read other students' Wiki writing assessments to learn from 

them. 
7 .24 .11 .23 .36 .18 -.29 1.00      

Learning from other 

students’ written work 

I put comments on other students’ Wiki writing assignments 

because that helps me learn. 
8 .03 -.13 .01 .10 -.03 -.14 .27 1.00     

Formally practising with 

sounds and writing system 
I read aloud to practise for the speaking assignment. 

9 .30 .75** -.04 .26 .27 .03 .26 .10 1.00    

Repeating I listen to the Revision Questions and practise my listening 

skills and responding to the questions. 
10 .28 .37 -.06 .32 .09 -.03 .26 .20 .46* 1.00   

Using resources for receiving 

and sending messages 

If I do not understand, I search for the information online (e.g. 

e-dictionary; Google Translate). 
11 .03 -.17 .05 .03 -.08 .36 -.10 .08 -.18 -.20 1.00  

Taking notes I take notes. 12 .22 -.21 -.33 .42 .17 -.02 .14 .32 -.20 -.05 .29 1.00 

* Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 
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F.2 Pearson’s r Correlation Analysis Results across the Social Strategies Reported in the Survey Questionnaire 

Social strategy  Questionnaire items Item # 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 

Netiquette  I respect my language partner's 

time when we work together.  
1 1.00                  

Cooperating with peers 

 

I discuss the Wiki writing 

assignment with my language 

partner. 
2 .23 1.00                 

Asking for correction I encourage other students to leave 

comments on my Wiki page. 
3 .04 .23 1.00                

Netiquette I reply to other students' comments 

on my Wiki page. 
4 .03 .19 .79** 1.00               

Asking for correction  I ask my language partner to check 

my script. 
5 -.01 -.05 .43* .42* 1.00              

Asking for correction  

 

I ask my language partner to 

correct me whenever I make a 

mistake. 

6 .26 .45* .16 .26 .11 1.00             

Cooperating with peers 

 

I write the conversation scripts of 

the speaking assignment together 

with my language partner 
7 .34 .62** .37 .32 .14 .10 1.00            

Asking for correction I ask my language partner to check 

my script. 
8 .14 .46* .14 .17 .23 .15 .65** 1.00           

Netiquette I respond as soon as possible to 

my language partner’s queries. 
9 .43* .46* -.03 .00 .00 .18 .67** .60** 1.00          

Using the tools 

available to improve 

communication and 

interaction 

I type text messages for the 

purpose of effective 

communication. 
10 .21 -.23 -.04 -.18 -.02 -.43 -.037 -.26 -.32 1.00         

Netiquette I prefer keeping the webcam on to 

let the teacher and other students 

see me.  
11 .12 -.19 .29 .36 .40 -.21 .27 .08 .20 .42 1.00        
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Social strategy  Questionnaire items Item # 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 

Asking for clarification 

and verification 

 

If I do not understand, I ask the 

teacher to explain/repeat. 12 .07 -.51* -.10 -.12 .07 -.54* -.14 -.26 -.33 .70** .45* 1.00       

Asking for clarification 

and verification 

 

I ask other students to tell me the 

right word if I cannot think of it.  13 .13 -.12 .41 .49* .57** -.11 .29 .09 .07 .25 .60** .49* 1.00      

Using the tools 

available to improve 

communication and 

interaction 

If I do not understand, I ask 

questions using the text chat. 
14 -.029 -.47* -.21 -.23 .25 -.39 -.24 -.45* -.39 .59** .40 .77** .46* 1.00     

Asking for clarification 

and verification 

 

If I do not understand, I ask the 

others to slow down, repeat, or 

clarify what was said. 
15 -.08 -.40 .12 .13 .27 .34 -.26 -.12 -.25 .13 .27 .20 .21 .23 1.00    

Asking for clarification 

and verification 

 

I ask the teacher to verify that I 

have understood or said something 

correctly. 
16 -.22 -.64** .21 .12 .32 .05 -.47* -.41 -.57** .33 .27 .35 .29 .53* .74** 1.00   

Asking for correction I ask the teacher to correct me 17 -.02 -.58** .31 .33 .61** .17 -.39 -.154 -.42 .18 .30 .34 .46* .38 .72** .84** 1.00  

Asking for correction  I ask other students to correct me. 18 -.05 .02 .57** .67** .44* .35 .15 .15 .10 -.10 .31 .00 .61** -.013 .46* .46* .59** 1.00 

* Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 
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F.3 Pearson’s r Correlation Analysis Results across the Memory Strategies Reported in the Survey Questionnaire 

Memory strategy Questionnaire item relating to LLS Item # 1 2 3 

Semantic mapping  When learning a new Chinese word, list words I know that are related to it 

and draw lines to show relationships 
1 1   

Placing new words into a 

context 

When learning a new Chinese word, put it in a sentence so I can remember 

it 
2 .266 1  

Using mechanical 

techniques 

Use character cards to help memorise new Chinese words 
3 .125 .035 1 

* Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 
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F.4 Pearson’s r Correlation Analysis Results across the Metacognitive Strategies Reported in the Survey Questionnaire 

Metacognitive strategy  Questionnaire items Item # 1 2 3 4 5 6 7 8 9 10 

Organising I have developed a routine so that I study Chinese 

regularly, not just when there is the pressure of tests. 
1 1          

Organising I arrange a comfortable environment for studying, to 

promote learning. 
2 .275 1         

Seeking practice 

opportunities 

I try to speak Chinese whenever I can. 
3 .155 .173 1        

Self-monitoring  I try to notice my errors when speaking Chinese and 

to work out the reason for them. 
4 .138 .236 .457* 1       

Self-evaluating  I often evaluate the progress I have made in learning 

Chinese. 
5 .427* .082 .166 .626** 1      

Preparing questions for 

attending online classes 

I prepare questions in advance to ask in the online 

classes. 
6 .063 .319 .067 .484* .407 1     

Self-evaluating  I often evaluate the progress I have made in learning 

Chinese. 
7 .105 .159 .053 .682** .652** .399 1    

Self-evaluating I record myself speaking by using an audio or video 
recorder so that I can listen to myself and correct my 

pronunciation. 

8 .174 .215 .048 .460* .431* .400 .331 1   

Self-monitoring I read the comments other students leave on my Wiki 

page. 
9 -.126 .233 .053 .338 .125 .218 .230 .250 1  

Self-monitoring I revise my Wiki writing assignment taking on board 

the other students’ comments and suggestions on it. 
10 .026 .105 .206 .123 .170 .407 .009 .182 .606** 1 

* Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 

 



 

397 

 

References 

ACARA. (2015). The Australian curriculum: Chinese. Retrieved from 

https://www.australiancurriculum.edu.au/f-10-curriculum/languages/chinese/ 

Akçayır, G., & Akçayır, M. (2018). The flipped classroom: A review of its advantages 

and challenges. Computers & Education, 126, 334-345. 

doi:10.1016/j.compedu.2018.07.021 

Akiyama, Y., & Saito, K. (2016). Development of comprehensibility and its linguistic 

correlates: A longitudinal study of video-mediated telecollaboration. The Modern 

Language Journal, 100(3), 585-609. doi:10.1111/modl.12338 

Akyel, A., & Erçetin, G. (2009). Hypermedia reading strategies employed by advanced 

learners of English. System, 37(1), 136-152. doi:10.1016/j.system.2008.05.002 

Alharbi, M. A. (2016). Using different types of dictionaries for improving EFL reading 

comprehension and vocabulary learning. JALT CALL Journal, 12(2), 123.  

Aljumily, R. (2015). Hierarchical and non-hierarchical linear and non-linear clustering 

methods to “Shakespeare authorship question”. Social Sciences, 4(3), 758-799. 

doi:10.3390/socsci4030758 

Altunay, D. (2014). Language learning strategies used by distance learners of English: 

A study with a group of Turkish distance learners of EFL. Turkish Online Journal of 

Distance Education, 15(3), 291-305. doi:10.17718/tojde.30083 

Anderson, N. J. (1996). Increasing metacognitive awareness in the L2 classroom by 

using think-aloud protocols and other verbal report formats. In R. Oxford (Ed.), 

Language Learning Strategies Around the World: Cross-cultural Perspectives (pp. 

3-18). Hawaii, USA: University of Hawaii. 

Anderson, T. (2008). The Theory and Practice of Online Learning (2nd ed.). Edmonton: 

AU Press. 

Arispe, K., & Blake, R. J. (2012). Individual factors and successful learning in a hybrid 

course. System, 40(4), 449-465.  

Asia Education Foundation. (2010). The Current State of Chinese, Indonesian, 

Japanese and Korean Language Education in Australian Schools. Retrieved from 

https://www.australiancurriculum.edu.au/f-10-curriculum/languages/chinese/


 

398 

 

https://docs.education.gov.au/documents/current-state-chinese-indonesian-japanese-

and-korean-language-education-australian-schools 

Baker, J. W. (2000). The classroom flip: Becoming the guide by the side. 

Communication Faculty Presentations. Retrieved from 

https://digitalcommons.cedarville.edu/media_and_applied_communications_presenta

tions/11 

Barnes, S. (2000). What does electronic conferencing afford distance education? 

Distance Education, 21(2), 236-247. doi:10.1080/0158791000210203 

Bax, S. (2003). CALL—past, present and future. System, 31(1), 13-28. 

doi:10.1016/S0346-251X(02)00071-4 

Beatty, K. (2003). Teaching and Researching: Computer-Assisted Language Learning. 

London, UK: Pearson Education. 

Benson, P., & Gao, X. (2008). Individual variation and language learning strategies. In 

S. Hurd & T. Lewis (Eds.), Language Learning Strategies in Independent Settings 

(pp. 25-40). Bristol, UK: Multilingual Matters. 

Bezuidenhout, A. (2018). Analysing the importance-competence gap of distance 

educators with the increased utilisation of online learning strategies in a developing 

world context. International Review of Research in Open and Distance Learning, 

19(3), 263.  

Birnholtz, J., Steinhardt, S., & Pavese, A. (2013, 2013). Write here, write now: an 

experimental study of group maintenance in collaborative writing. 

Bloom, M. (2008). Second language composition in independent settings: Supporting 

the writing process with cognitive strategies. In Language Learning Strategies in 

Independent Settings (pp. 103-118). Bristol, Blue Ridge Summit: Multilingual 

Matters  

Bosch, T. E. (2009). Using Online Social Networking for Teaching and Learning: 

Facebook Use at the University of Cape Town. Communicatio: South African 

Journal for Communication Theory and Research, 35(2), 185-200.  

Bosmans, D., & Hurd, S. (2016). Phonological attainment and foreign language anxiety 

in distance language learning: A quantitative approach. Distance Education, 37(3), 

287-301. doi:10.1080/01587919.2016.1233049 

https://docs.education.gov.au/documents/current-state-chinese-indonesian-japanese-and-korean-language-education-australian-schools
https://docs.education.gov.au/documents/current-state-chinese-indonesian-japanese-and-korean-language-education-australian-schools
https://digitalcommons.cedarville.edu/media_and_applied_communications_presentations/11
https://digitalcommons.cedarville.edu/media_and_applied_communications_presentations/11


 

399 

 

Bouvet, E., & Close, E. (2006). Online reading strategy guidance in a foreign language: 

Five case studies in French. Australian Review of Applied Linguistics, 29(1), 07.01-

07.19. doi:10.2104/aral0607 

Bown, J. (2006). Locus of learning and affective strategy use: Two factors affecting 

success in self-instructed language learning. Foreign Language Annals, 39(4), 640-

659. doi:10.1111/j.1944-9720.2006.tb02281.x 

Bown, J., & White, C. J. (2010). Affect in a self-regulatory framework for language 

learning. System, 38(3), 432-443. doi:10.1016/j.system.2010.03.016 

Brame, C. J. (2013). Flipping the classroom. Retrieved from 

http://cft.vanderbilt.edu/guides-sub-pages/flipping-the-classroom/ 

Bremner, S. (1999). Language learning strategies and language proficiency: 

Investigating the relationship in Hong Kong. Canadian Modern Language Review, 

55 (4), 490-514.  

Brown, H. D. (2007). Teaching by Principles: An Interactive Approach to Language 

Pedagogy (3rd ed.). White Plains, NY: Pearson Education. 

Bruning, R. H. (2004). Cognitive Psychology and Instruction (4th ed.). Upper Saddle 

River, N.J.: Pearson/Merrill/Prentice Hall. 

Bull, S., & Ma, Y. (2001). Raising learner awareness of language learning strategies in 

situations of limited resources. Interactive Learning Environments, 9(2), 171-200. 

doi:10.1076/ilee.9.2.171.7439 

Bureau of Human Resources. (2016). Five Year Workforce and Leadership Succession 

Plan: Fiscal Years 2016-2020. USA: US Department of State 

Bush, M. D., & Terry, R. M. (1997). Technology-Enhanced Language Learning. 

Lincolnwood, Ill: National Textbook Company. 

Chang, H., & Windeatt, S. (2016). Developing collaborative learning practices in an 

online language course. Computer Assisted Language Learning, 29(8), 1271-1286. 

doi:10.1080/09588221.2016.1274331 

Chang, L. L. (2007). The effects of using CALL on advanced Chinese foreign language 

learners. CALICO 24(2), 331-353.  

http://cft.vanderbilt.edu/guides-sub-pages/flipping-the-classroom/


 

400 

 

Chang, M.-M. (2005). Applying self-regulated learning strategies in a web-based 

instruction – An investigation of motivation perception. Computer Assisted 

Language Learning, 18(3), 217-230. doi:10.1080/09588220500178939 

Chang, M.-M. (2007). Enhancing web-based language learning through self-monitoring. 

Journal of Computer Assisted Learning, 23(3), 187-196. doi:10.1111/j.1365-

2729.2006.00203.x 

Chang, M.-M. (2010). Effects of self-monitoring on web-based language learner's 

performance and motivation. CALICO Journal, 27(2), 298-310.  

Chatti, M. A., & Muslim, A. (2019). The PERLA framework: Blending personalization 

and learning analytics. International Review of Research in Open and Distributed 

Learning, 20(1), 243-261. doi:10.7202/1057982ar 

Chen, H.-I. (2013). Identity practices of multilingual writers in social networking 

spaces. Language Learning and Technology, 17(2), 143-170.  

Chen, M.-L. (2014). Age differences in the use of language learning strategies. English 

Language Teaching, 7(2). doi:10.5539/elt.v7n2p144 

Chen, Z., & Yeung, A. S. (2015). Self-efficacy in teaching Chinese as a foreign 

language in Australian schools. Australian Journal of Teacher Education, 40(8), 23-

42. doi:10.14221/ajte.2015v40n8.2 

Cheng, C.-C. (2000). Frequently-used Chinese characters and language cognition. 

Studies in the Linguistic Sciences, 30(1), 107-118.  

Chiang, T. H.-C. (2017). Analysis of learning behavior in a flipped programing 

classroom adopting problem-solving strategies. Interactive Learning Environments, 

25(2), 189-202. doi:10.1080/10494820.2016.1276084 

Chu, W.-H., Lin, D.-Y., Chen, T.-Y., Tsai, P.-S., & Wang, C.-H. (2015). The 

relationships between ambiguity tolerance, learning strategies, and learning Chinese 

as a second language. System, 49, 1-16. doi:10.1016/j.system.2014.10.015 

Clark, R. C., & Mayer, R. E. (2016). E-learning and the Science of Instruction: Proven 

Guidelines for Consumers and Designers of Multimedia Learning (4th ed.). 

Hoboken: Wiley. 

Cohen, A. D. (1998). Strategies in Learning and Using a Second Language. London, 

UK: Longman. 



 

401 

 

Cohen, A. D. (2012). Strategies: The interface of styles, strategies, and motivation on 

tasks. In S. Mercer, S. Ryan, & M. Williams (Eds.), Psychology for Language 

Learning: Insights from Research, Theory and Practice (pp. 136-150). Basingstoke, 

England, UK: Palgrave Macmillan. 

Cohen, A. D., & Li, P. (2013). Learning Mandarin in later life: Can old dogs learn new 

tricks? Contemporary Foreign Language Studies, 396(12), 5-14.  

Cohen, A. D., Oxford, R., & Chi, J. C. (2002). Language strategy use survey. In A. D. 

Cohen & S. J. Weaver (Eds.), Style and Strategies Based Instruction: A Teachers' 

Guide (pp. 68-74). University of Minnesota: Center for Advanced Research on 

Language Acquisition. 

Cohen, L., Manion, L., & Morrison, K. (2011). Research Methods in Education (7th 

ed.). New York, USA: Routledge. 

Coleman, M. C., & Webber, J. (2002). Emotional and Behavioral Disorders. Boston, 

USA: Pearson Education Company. 

Cotterall, S. (2008). Autonomy and good language learners. In C. Griffiths (Ed.), 

Lessons from Good Language Learners (pp. 110-120). Cambridge, UK: Cambridge 

University Press. 

Creswell, J. W. (2009). Research Design: Qualitative, Quantitative, and Mixed Methods 

Approaches (3rd ed.). Thousand Oaks, Califonia, USA: Sage Publications. 

Creswell, J. W. (2012). Educational Research: Planning, Conducting, and Evaluating 

Quantitative and Qualitative Research (4th ed.). Boston, USA: Pearson. 

Croft, N., Dalton, A., & Grant, M. (2010). Overcoming isolation in distance learning: 

Building a learning community through time and space. Journal for Education in the 

Built Environment, 5(1), 27-64. doi:10.11120/jebe.2010.05010027 

Dalton, B., & Grisham, D. L. (2011). eVoc strategies: 10 ways to use technology to 

build vocabulary. The Reading Teacher, 64(5), 306-317. doi:10.1598/RT.64.5.1 

De Bot, K., Lowie, W., & Verspoor, M. (2005). Second Language Acquisition: An 

Advanced Resource Book. New York: Routledge. 

De Silva, R. (2015). Writing strategy instruction: Its impact on writing in a second 

language for academic purposes. Language Teaching Research, 19(3), 301-323. 

doi:10.1177/1362168814541738 



 

402 

 

De Wever, B., Hämäläinen, R., Voet, M., & Gielen, M. (2015). A wiki task for first-

year university students: The effect of scripting students' collaboration. The Internet 

and Higher Education, 25, 37-44. doi:10.1016/j.iheduc.2014.12.002 

de Winter, J. C. F., & Dodou, D. (2010). Five-point Likert items: t test versus Mann-

Whitney-Wilcoxon. Practical Assessment, Research and Evaluation, 15(11), 1-16.  

Denscombe, M. (2010). The Good Research Guide: For Small-Scale Social Research 

Projects (4th ed.). Maidenhead, England: McGraw-Hill/Open University Press. 

Derakhshan, A., & Hasanabbasi, S. (2015). Social networks for language learning. 

Theory and Practice in Language Studies, 5(5), 1090-1095. 

doi:10.17507/tpls.0505.25 

Devlin, N. R. F., & Trad, H. (2014). Collaboration as a key for effective teaching: Using 

an online learning environment to help pre-service teachers solve problems across 

thousands of kilometres. Special Education Perspectives, 23(1), 7-15.  

Digital literacy: computer skills, netiquette an internet safety. (2019). Netiquette for 

emails and social media. Retrieved from 

https://bowvalleycollege.libguides.com/c.php?g=10214&p=52001 

Dörnyei, Z. (2003). Questionnaires in Second Language Research: Construction, 

Administration, and Processing. New Jersey, USA: Lawrence Erlbaum Asscoiates. 

Dörnyei, Z. (2005). The Psychology of the Language Learner: Individual Differences in 

Second Language Acquisition. Mahwah, N.J.: Lawrence Erlbaum Associates. 

Dörnyei, Z. (2014). Language learning strategies and student self-regulation. In Z. 

Dörnyei (Ed.), The Psychology of the Language Learner: Individual Differences in 

Second Language Acquisition (pp. 162-194). New York, USA: Routledge. 

Ebner, N. (2017). Negotiation is changing. Journal of Dispute Resolution, 2017(1), 99.  

Ellis, R. (2008). The Study of Second Language Acquisition (2nd ed.). Oxford: Oxford 

University Press. 

Ellis, R. (2012). Language Teaching Research and Language Pedagogy (1st ed.). 

Malden, MA: John Wiley & Sons Inc. 

Elola, I., & Oskoz, A. (2010). Collaborative writing: Fostering foreign language and 

writing conventions development. Language Learning and Technology, 14(3), 51-71.  

https://bowvalleycollege.libguides.com/c.php?g=10214&p=52001


 

403 

 

Evans, J. D. (1996). Straightforward Statistics for the Behavioral Sciences. Pacific 

Grove, USA: Brooks/Cole Pub. 

Felix, U. (2001). The web's potential for language learning: The student's perspective. 

ReCAL, 13(1), 47-58.  

Figura, K., & Jarvis, H. (2007). Computer-based materials: A study of learner autonomy 

and strategies. System, 35(4), 448-468. doi:10.1016/j.system.2007.07.001 

Flick, U. (2014). An Introduction to Qualitative Research (5th ed.). London, UK: 

SAGE. 

Fryer, L. K., Nicholas Bovee, H., & Nakao, K. (2014). E-learning: Reasons students in 

language learning courses don't want to. Computers & Education, 74, 26-36. 

doi:10.1016/j.compedu.2014.01.008 

Furnborough, C., & Truman, M. (2009). Adult beginner distance language learner 

perceptions and use of assignment feedback. Distance Education, 30(3), 399-418. 

doi:10.1080/01587910903236544 

Gao, X. (2004). A critical review of questionnaire use in learner strategy research. 

Prospect Journal, 19(3), 3-14.  

Gao, X. (2006). Understanding changes in Chinese students’ uses of learning strategies 

in China and Britain: A socio-cultural re-interpretation. System, 34(1), 55-67. 

doi:10.1016/j.system.2005.04.003 

Gao, X. (2007). Has language learning strategy research come to an end? A response to 

Tseng et al. (2006). Applied Linguistics, 28(4), 615-620. doi:10.1093/applin/amm034 

Gao, X. (2008). You had to work hard 'cause you didn't know whether you were going 

to wear shoes or straw sandals! Journal of Language, Identity & Education, 7(3-4), 

169-187. doi:10.1080/15348450802237798 

Gao, X. (2010). Autonomous language learning against all odds. System, 38(4), 580-

590. doi:10.1016/j.system.2010.09.011 

Gardner, R. (1985). Social Psychology and Second Language Learning: The Role of 

Attitude and Motivation. London, UK: Edward Arnold. 

Gardner, R. (2007). Motivation and second language acquisition. Porta Linguarum, 8, 

9-20.  



 

404 

 

Garrett, N. (2009). Computer-assisted language learning trends and issues revisited: 

Integrating innovation. The Modern Language Journal, 93(1), 719-740. 

doi:10.1111/j.1540-4781.2009.00969.x 

Gass, S. M., & Mackey, A. (2000). Stimulated Recall Methodology in Second Language 

Research. London, UK: Lawrence Erlbaum. 

Gharbavi, A., & Mousavi, S. A. (2012). Do language proficiency levels correspond to 

language learning strategy adoption? English Language Teaching, 5(7), 110-122. 

doi:10.5539/elt.v5n7p110 

Gilakjani, A. P. (2017). A review of the literature on the integration of technology into 

the learning and teaching of English language skills International Journal of English 

Linguistics, 7(5), 95-106.  

Gilakjani, A. P., & Sabouri, N. B. (2014). Role of Iranian EFL teachers about using 

pronunciation power software in the instruction of English pronunciation. English 

Language Teaching, 7(1), 139.  

Golonka, E. M., Bowles, A. R., Frank, V. M., Richardson, D. L., & Freynik, S. (2014). 

Technologies for foreign language learning: A review of technology types and their 

effectiveness. Computer Assisted Language Learning, 27(1), 70-105. 

doi:10.1080/09588221.2012.700315 

Graham, S. (1997). Effective Language Learning. Clevedon, UK: Multilingual Matters. 

Grenfell, M., & Harris, V. (2015). Memorisation strategies and the adolescent learner of 

Mandarin Chinese as a foreign language. Linguistics and Education, 31, 1-13. 

doi:10.1016/j.linged.2015.04.002 

Griffiths, C. (2003). Patterns of language learning strategy use. System, 31(3), 367-383. 

doi:10.1016/s0346-251x(03)00048-4 

Griffiths, C. (2004). Language Learning Strategies: Theory and Research. (Doctoral). 

Auckland University, New Zealand.  

Griffiths, C. (2008). Lessons from Good Language Learners. Cambridge: Cambridge 

University Press. 

Griffiths, C., & Oxford, R. (2014). The twenty-first century landscape of language 

learning strategies: Introduction to this special issue. System, 43, 1-10. 

doi:10.1016/j.system.2013.12.009 



 

405 

 

Guichon, N., Bétrancourt, M., & Prié, Y. (2012). Managing written and oral negative 

feedback in a synchronous online teaching situation. Computer Assisted Language 

Learning, 25(2), 181-197. doi:https://doi.org/10.1080/09588221.2011.636054 

Hadwin, A. F., Bakhtiar, A., & Miller, M. (2018). Challenges in online collaboration: 

effects of scripting shared task perceptions. International Journal of Computer-

Supported Collaborative Learning, 13(3), 301-329. doi:10.1007/s11412-018-9279-9 

Hamdan, N., McKnight, P., McKnight, K., & Arfstrom, K. M. (2013). The flipped 

learning model: A white paper based on the literature review titled a review of 

flipped learning. 

Hammond, M. (2016). Online collaboration and cooperation: The recurring importance 

of evidence, rationale and viability. Education and Information Technologies, 22(3), 

1005-1024. doi:10.1007/s10639-016-9469-x 

Han, J., & Lu, Q. (2018). A correlation study among achievement motivation, goal-

setting and L2 learning strategy in EFL context. English Language Teaching, 11(2), 

5-14. doi:10.5539/elt.v11n2p5 

Handal, B., Maher, M., & Watson, K. (2013). From large to small classes: A classroom 

window. Australasian Canadian Studies, 31(1/2), 53-72.  

Harrington, M. (2012). Australia in the Asian Century: Asian studies in schools. The 

Australian Retrieved from 

https://www.aph.gov.au/About_Parliament/Parliamentary_Departments/Parliamentar

y_Library/FlagPost/2012/November/Australia_in_the_Asian_Century_Asian_studies

_in_schools 

Harrison, R., & Thomas, M. (2009). Identity in Online Communities: Social 

Networking Sites and Language Learning. International Journal of Emerging 

Technologies and Society, 7(2), 109.  

Hauck, M., & Hampel, R. (2008). Strategies for online learning environments. In S. 

Hurd & T. Lewis (Eds.), Language Learning Strategies in Independent Settings (pp. 

283-302). Bristol, Blue Ridge Summit: Multilingual Matters. 

Hayes, E. B. (1988). Encoding strategies used by native and non-native readers of 

Chinese Mandarin. The Modern Language Journal, 72(2), 188-195. 

doi:10.1111/j.1540-4781.1988.tb04181.x 

https://doi.org/10.1080/09588221.2011.636054
https://www.aph.gov.au/About_Parliament/Parliamentary_Departments/Parliamentary_Library/FlagPost/2012/November/Australia_in_the_Asian_Century_Asian_studies_in_schools
https://www.aph.gov.au/About_Parliament/Parliamentary_Departments/Parliamentary_Library/FlagPost/2012/November/Australia_in_the_Asian_Century_Asian_studies_in_schools
https://www.aph.gov.au/About_Parliament/Parliamentary_Departments/Parliamentary_Library/FlagPost/2012/November/Australia_in_the_Asian_Century_Asian_studies_in_schools


 

406 

 

Holec, H. (1981). Autonomy and Foreign Language Learning. Oxford: Published for 

and on behalf of the Council of Europe by Pergamon. 

Hong-Nam, K., & Leavell, A. G. (2006). Language learning strategy use of ESL 

students in an intensive English learning context. System, 34(3), 399-415. 

doi:10.1016/j.system.2006.02.002 

Hsiao, T.-Y., & Oxford, R. (2002). Comparing theories of language learning strategies: 

A confirmatory factor analysis. The Modern Language Journal, 86(3), 368-383.  

Hsieh, A. F.-Y. (2014). The effect of cultural background and language proficiency on 

the use of oral communication strategies by second language learners of Chinese. 

System, 45(1), 1-16. doi:10.1016/j.system.2014.04.002 

Hu, B. (2010). The challenges of Chinese: a preliminary study of UK learners' 

perceptions of difficulty. The Language Learning Journal, 38(1), 99-118. 

doi:10.1080/09571731003620721 

Hu, Y. (1995). Mordern Chinese (现代汉语) (5th ed.). Shanghai, China: Shanghai 

Education Publishing House. 

Hu, Y. (2011). Mordern Chinese (7th ed.). Shanghai, China: Shanghai Educational 

Publishing House. 

Huang, H.-C. (2013). Online reading strategies at work: What teachers think and what 

students do. ReCALL, 25(3), 340-358. doi:10.1017/S0958344013000153 

Huang, H.-c., Chern, C.-l., & Lin, C.-c. (2009). EFL learners’ use of online reading 

strategies and comprehension of texts: An exploratory study. Computers & 

Education, 52(1), 13-26. doi:10.1016/j.compedu.2008.06.003 

Huang, L.-S. (2010). Do different modalities of reflection matter? An exploration of 

adult second-language learners' reported strategy use and oral language production. 

System, 38(2), 245-261. doi:10.1016/j.system.2010.03.005 

Huang, S. C. (2018). Language learning strategies in context. The Language Learning 

Journal, 46(5), 647-659. doi:10.1080/09571736.2016.1186723 

Hung, H.-T. (2015). Flipping the classroom for English language learners to foster 

active learning. Computer Assisted Language Learning, 28(1), 81-96. 

doi:10.1080/09588221.2014.967701 



 

407 

 

Hung, Y.-W., & Higgins, S. (2016). Learners' use of communication strategies in text-

based and video-based synchronous computer-mediated communication 

environments: Opportunities for language learning. Computer Assisted Language 

Learning, 29(5), 901-924. doi:10.1080/09588221.2015.1074589 

Hurd, S. (2000). Distance language learners and learner support: Beliefs, difficulties and 

use of strategies. Links & letters(7), 61-80.  

Hurd, S. (2007). Anxiety and non-anxiety in a distance language learning environment: 

The distance factor as a modifying influence. System, 35(4), 487-508. 

doi:10.1016/j.system.2007.05.001 

Hurd, S. (2008). Affective and strategy use in independant language learning. In S. 

Hurd & T. Lewis (Eds.), Language Learning Strategies in Independant Settings (pp. 

218-236). Bristol, UK: Multilingual Mattters. 

Hurd, S., Beaven, T., & Ortega, A. (2001). Develop3ing autonomy in a distance 

language learning context: Issues and dilemmas for course writers. System, 29(3), 

341-355. doi:10.1016/S0346-251X(01)00024-0 

Hurd, S., & Xiao, J. (2010). Anxiety and affective control among distance language 

learners in China and the UK. RELC Journal, 41(2), 183-200. 

doi:10.1177/0033688210373640 

Jacobs, P. (2013). The challenges of online courses for the instructor. Research in 

Higher Education Journal, 21.  

Jamieson, S. (2004). Likert scales: how to (ab)use them. Medical Education, 38(12), 

1217-1218. doi:10.1111/j.1365-2929.2004.02012.x 

Jefferson, G. (2004). Glossary of transcript symbols with an introduction. In G. H. 

Lerner (Ed.), Conversation Analysis: Studies from the First Generation (pp. 11-31). 

John Benjamins Publishing Company. 

Jiang, W., & Wu, Q. (2016). A comparative study on learning strategies used by 

Australian CFL and Chinese EFL learners. Chinese as a Second Language Research, 

5(2). doi:10.1515/caslar-2016-0009 

Jiang, X., & Zhao, G. (2001). A survey on the strategies for learning Chinese characters 

among CSL beginners. 初级阶段外国留学生汉字学习. Language Teaching and 

Research (语言教学与研究), 2001(4), 10-17.  



 

408 

 

Jin, L. (2018). Digital affordances on WeChat: learning Chinese as a second language. 

Computer Assisted Language Learning, 31(1-2), 27-52. 

doi:10.1080/09588221.2017.1376687 

Jin, L., & Deifell, E. (2013). Foreign language learners' use and perception of online 

dictionaries: A survey study. Journal of Online Learning and Teaching, 9(4), 515.  

Jin, X. (2019). A aase study of communication difficulties between a Chinese advanced 

learner and native speakers. Journal of Language Teaching and Research, 10(1), 

114-125. doi:10.17507/jltr.1001.13 

Johnson, K. (2019). Google Translate’s camera can now automatically detect languages. 

Retrieved from https://venturebeat.com/2019/07/10/google-translates-camera-can-

now-automatically-detect-languages/ 

Kaan, E., & Chun, E. (2018). Priming and adaptation in native speakers and second-

language learners. Bilingualism, 21(2), 228-242. doi:10.1017/S1366728916001231 

Kan, Q., & McCormick, R. (2014). Building course cohesion: The use of online forums 

in distance Chinese language learning. Computer Assisted Language Learning, 

27(1), 44-69. doi:10.1080/09588221.2012.695739 

Kan, Q., Owen, N., & Bax, S. (2018). Researching mobile-assisted Chinese-character 

learning strategies among adult distance learners. Innovation in Language Learning 

and Teaching, 12(1), 56-71. doi:10.1080/17501229.2018.1418633 

Karbalaei, A., & Negin Taji, T. (2014). Compensation strategies: Tracking movement in 

EFL learners' speaking skills. GIST Education and Learning Research Journal(9), 

88.  

Karpicke, J. D., & Blunt, J. R. (2011). Retrieval practice produces more learning than 

elaborative studying with concept mapping. Science, 331(6018), 772-775. 

doi:10.1126/science.1199327 

Kaufman, D. (2004). Constructivist issues in language learning and teaching. Annual 

Review of Applied Linguistics, 24, 303.  

Kawulich, B. B. (2005). Participant observation as a data collection method. Forum 

Qualitative Sozialforschung, 6(2).  

Keegan, D. (1996). Foundations of Distance Education (3rd ed.). London, UK: 

Routledge. 

https://venturebeat.com/2019/07/10/google-translates-camera-can-now-automatically-detect-languages/
https://venturebeat.com/2019/07/10/google-translates-camera-can-now-automatically-detect-languages/


 

409 

 

Kelly, P. (1992). Does the ear assist the eye in the long-term retention of lexis? . IRAL - 

International Review of Applied Linguistics in Language Teaching, 30, 137-145.  

Kessler, G., & Bikowski, D. (2010). Developing collaborative autonomous learning 

abilities in computer mediated language learning: attention to meaning among 

students in wiki space. Computer Assisted Language Learning, 23(1), 41-58. 

doi:10.1080/09588220903467335 

Khezrlou, S. (2012). The relationship between cognitive and metacognitive strategies, 

age, and level of education. Reading Matrix: An International Online Journal, 12(1), 

50.  

Klapper, J. (2008). Deliberate and incidental: Vocabulary learning strategies in 

independent second language learning. In S. Hurd & T. Lewis (Eds.), Language 

Learning Strategies in Independent Settings (pp. 159-178). Bristol, UK: Multilingual 

Matters. 

Knight, D. D., & Masselink, N. (2008). "i dont mean too bother u but" student email 

and a call for netiquette. E-Learn Magazine. Retrieved from 

http://elearnmag.acm.org/archive.cfm?aid=1379051 

Kozar, O. (2016). Perceptions of webcam use by experienced online teachers and 

learners: A seeming disconnect between research and practice. Computer Assisted 

Language Learning, 29(4), 779-789. doi:10.1080/09588221.2015.1061021 

Krashen, S. D. (1982). Principles and Practice in Second Language Acquisition. 

Oxford: Pergamon. 

Krishnan, J., Cusimano, A., Wang, D., & Yim, S. (2018). Writing together: Online 

synchronous collaboration in middle school. Journal of Adolescent & Adult Literacy, 

62(2), 163-173. doi:10.1002/jaal.871 

Lai, C., & Gu, M. (2011). Self-regulated out-of-class language learning with 

technology. Computer Assisted Language Learning, 24(4), 317-335. 

doi:10.1080/09588221.2011.568417 

Lambropoulos, N., Christopoulou, M., & Vlachos, K. (2006). Culture-based language 

learning objects: A CALL approach for a ubiquitous world. In P. Zaphiris & G. 

Zacharia (Eds.), User Centered Computer Aided Language Learning (pp. 22-43): 

Idea Publishing. 

http://elearnmag.acm.org/archive.cfm?aid=1379051


 

410 

 

Lan, R., & Oxford, R. (2003). Language learning strategy profiles of elementary school 

students in Taiwan. International Review of Applied Linguistics in Language 

Teaching, 41(4), 339-379. doi:10.1515/iral.2003.016 

LaPointe, D. K., Greysen, K. R. B., & Barrett, K. A. (2004). Speak2Me: Using 

synchronous audio for ESL teaching in Taiwan. The International Review of 

Research in Open and Distributed Learning, 5(1). doi:10.19173/irrodl.v5i1.166 

Larry, S., & Gary, T. (1997). Netiquette. Internet Research, 7, 269–273.  

Lawley, J. (2016). Spelling: computerised feedback for self-correction. Computer 

Assisted Language Learning, 29(5), 868-880. doi:10.1080/09588221.2015.1069746 

Le, H., Janssen, J., & Wubbels, T. (2018). Collaborative learning practices: Teacher and 

student perceived obstacles to effective student collaboration. Cambridge Journal of 

Education, 48(1), 103-122. doi:10.1080/0305764X.2016.1259389 

Lee, J., & Heinz, M. (2016). English language learning strategies reported by advanced 

language learners. Journal of International Education Research (JIER), 12(2), 67-76. 

doi:10.19030/jier.v12i2.9629 

Lee, J. S., & Chen Hsieh, J. (2019). Affective variables and willingness to communicate 

of EFL learners in in-class, out-of-class, and digital contexts. System, 82, 63-73. 

doi:10.1016/j.system.2019.03.002 

Lee, L. (2001). Online interaction: Negotiation of meaning and strategies used among 

learners of Spanish. ReCALL, 13(2), 232-244. doi:10.1017/S0958344001000829a 

Lee, L. (2002). Enhancing learners' communication skills through synchronous 

electronic interaction and task-based instruction. Foreign Language Annals, 35(1), 

16-24. doi:10.1111/j.1944-9720.2002.tb01829.x 

Lee, L. (2010). Exploring Wiki-mediated collaborative writing: A case study in an 

elementary Spanish course. CALICO Journal, 27(2), 260-276. 

doi:10.11139/cj.27.2.260-276 

Levy, M. (1997). Computer-Assisted Language Learning: Context and 

Conceptualization. New York: Clarendon Press. 

Levy, M., & Stockwell, G. (2006). CALL Dimensions: Options and Issues in Computer-

Assisted Language Learning. Mahwah, N.J: L. Erbaum Associates. 



 

411 

 

Lewis, S. (2011). Are communication strategies teachable? Encuentro, 20, 46-54.  

Li, J. T., & Tong, F. (2019). Multimedia‑assisted self‑learning materials: The benefts of 

E‑fashcards for vocabulary learning in Chinese as a foreign language. Reading and 

Writing, 32(2019), 1175-1195.  

Liang, K., Wang, C., Zhang, Y., & Zou, W. (2018). Knowledge aggregation and 

intelligent guidance for fragmented learning. Procedia Computer Science, 131, 656-

664. doi:10.1016/j.procs.2018.04.309 

Liang, R., & Chen, D.-T. V. (2012). Online learning: Trends, potential and challenges. 

Creative Education, 3(8), 1332-1335.  

Linek, S. B., & Ostermaier-Grabow, A. (2018). Netiquette between students and their 

lecturers on Facebook: Injunctive and descriptive social norms. Social Media + 

Society, 4(3), 205630511878962. doi:10.1177/2056305118789629 

Lineweaver, T. T., Crumley-Branyon, J. J., Horhota, M., & Wright, M. K. (2019). Easy 

or effective? Explaining young adults’ and older adults’ likelihood of using various 

strategies to improve their memory. Aging, Neuropsychology, and Cognition, 1-17. 

doi:10.1080/13825585.2019.1566432 

Liou, H.-C. (2000). Assessing learner strategies using computers: New insights and 

limitations. Computer Assisted Language Learning, 13(1), 65-78. doi:10.1076/0958-

8221(200002)13:1;1-K;FT065 

Little, D. (2000). Learner autonomy: Why foreign languages should occupy a central 

role in the curriculum. In S. Green (Ed.), New Perspectives on Teaching and 

Learning Modern Languages. Clevedon Hall, UK: Multilingual Matters. 

Liu, S., & Wang, F. (2018). A qualitative study on learning trajectories of non-native 

Chinese instructors as successful Chinese language learners. Asian-Pacific Journal of 

Second and Foreign Language Education, 3(1), 1-21. doi:10.1186/s40862-018-0043-

5 

Liu, X. Q., Zheng, D. P., & Chen, Y. S. (2019). Latent classes of smartphone dictionary 

users among Chinese EFL learners: A mixed-method inquiry into motivation for 

mobile assisted language learning. International Journal of Lexicography, 32(2), 

242-243. doi:10.1093/ijl/ecz006 



 

412 

 

Livengood, K., Lewallen, D. W., Leatherman, J., & Maxwell, J. L. (2012). The use and 

evaluation of scaffolding, student centered-learning, behaviorism, and constructivism 

to teach nuclear magnetic resonance and IR spectroscopy in a two-semester organic 

chemistry course. Journal of Chemical Education, 89(8), 1001-1006. 

doi:10.1021/ed200638g 

Liyanagunawardena, T. R., Adams, A. A., & Williams, S. A. (2013). MOOCs: A 

systematic study of the published literature 2008-2012. International Review of 

Research in Open and Distance Learning, 14(3), 202-227. 

doi:10.19173/irrodl.v14i3.1455 

Loach, J. C., & Wang, J. Z. (2016). Optimizing the learning order of Chinese characters 

using a novel topological sort algorithm. PLOS ONE, 11(10), e0163623. 

doi:10.1371/journal.pone.0163623 

Lynch, M. M. (2004). Adapting your learning style to the online environment. In 

Learning Online: A Guide to Success in the Virtual Classroom (pp. 128–145). New 

York, USA: RoutledgeFalmer. 

Lyu, L., & Xu, Z. (2019). A case study on L2 learning strategies of middle-aged 

learners. English Language Teaching, 12(3), 214-219. doi:10.5539/elt.v12n3p214 

Ma, J. (2005). Short-Term Spoken Chinese: Volume 1. Threshold (2nd ed.). Beijing, 

PRC: Beijing Language and Culture University Press. 

Magogwe, J. M., & Oliver, R. (2007). The relationship between language learning 

strategies, proficiency, age and self-efficacy beliefs: A study of language learners in 

Botswana. System, 35(3), 338-352. doi:10.1016/j.system.2007.01.003 

Mahfouz, S. M., & Ihmeideh, F. M. (2009). Attitudes of Jordanian university students 

towards using online chat discourse with native speakers of English for improving 

their language proficiency. Computer Assisted Language Learning, 22(3), 207-227. 

doi:10.1080/09588220902920151 

Maranto, G., & Barton, M. (2010). Paradox and promise: MySpace, Facebook, and the 

sociopolitics of social networking in the writing classroom. Computers and 

Composition, 27(1), 36-47. doi:10.1016/j.compcom.2009.11.003 

Martinez, M. (2001). Mass customization: Designing for successful learning. 

International Journal of Educational Technology, 2(2).  



 

413 

 

Matzen, L. E., & Benjamin, A. S. (2009). Remembering words not presented in 

sentences: How study context changes patterns of false memories. Memory & 

Cognition, 37(1), 52-64. doi:10.3758/MC.37.1.52 

McAlpine, J., & Myles, J. (2003). Capturing phraseology in an online dictionary for 

advanced users of English as a second language: a response to user needs. System, 

31(1), 71-84. doi:10.1016/S0346-251X(02)00074-X 

McDonald, K., & Smith, C. M. (2013). The flipped classroom for professional 

development: Part I. benefits and strategies. The Journal of Continuing Education in 

Nursing, 44(10), 437-438. doi:10.3928/00220124-20130925-19 

McLellan, E., MacQueen, K. M., & Neidig, J. L. (2003). Beyond the qualitative 

interview: Data preparation and transcription. Field Methods, 15(1), 63-84. 

doi:10.1177/1525822X02239573 

McNally, B. (2017). Flipped classroom experiences: student preferences and flip 

strategy in a higher education context. Higher Education, 73(2), 281-298. 

doi:10.1007/s10734-016-0014-z 

McNally, B., Chipperfield, J., Dorsett, P., Fabbro, L. D., Frommolt, V., Goetz, S., . . . 

Rung, A. (2017). Flipped classroom experiences: Student preferences and flip 

strategy in a higher education context. Higher Education, 73(2), 281-298.  

Ministry of Education of PRC. (2015). Introduction to Chinese teaching in foreign 

countries 国外汉语教学情况简介. Retrieved from 

http://old.moe.gov.cn/publicfiles/business/htmlfiles/moe/moe_1017/200507/10584.ht

ml 

Montero, L., Serrano, R., & Llanes, À. (2013). The influence of learning context and 

age on the use of L2 communication strategies. The Language Learning Journal, 

45(1), 117-132. doi:10.1080/09571736.2013.853824 

Moore, J. L., Dickson-Deane, C., & Galyen, K. (2011). e-Learning, online learning, and 

distance learning environments: Are they the same? Internet and Higher Education, 

14(2), 129-135.  

Murday, K., Ushida, E., & Chenoweth, N. A. (2008). Learners' and teachers' 

perspectives on language online. Computer Assisted Language Learning, 21(2), 125-

142. doi:10.1080/09588220801943718 

http://old.moe.gov.cn/publicfiles/business/htmlfiles/moe/moe_1017/200507/10584.html
http://old.moe.gov.cn/publicfiles/business/htmlfiles/moe/moe_1017/200507/10584.html


 

414 

 

Nambiar, R. (2009). Learning strategy research – where are we now? Reading Matrix: 

An International Online Journal, 9(2), 132.  

Nation, I. S. P. (2001). Learning Vocabulary in Another Language. Cambridge;New 

York;: Cambridge University Press. 

Norton, B., & Toohey, K. (2001). Changing perspectives on good language learners. 

TESOL Quarterly, 35(2), 307-322. doi:10.2307/3587650 

Nunan, D. (1992). Research Methods in Language Learning. Cambridge, UK: 

Cambridge University Press. 

Nunan, D. (1997). Designing and adapting materials to encourage learner autonomy. In 

P. Benson & P. Voller (Eds.), Autonomy & Independence in Language Learning (pp. 

270). London, UK: Longman. 

NVivo. (2014). NVivo for Windows (10 ed.): QSR International. 

O'Bryan, A. (2008). Providing pedagogical learner training in CALL: Impact on student 

use of language-learning strategies and glosses. CALICO Journal, 26(1), 142-159.  

O'Flaherty, J., & Phillips, C. (2015). The use of flipped classrooms in higher education: 

A scoping review. The Internet and Higher Education, 25, 85-95. 

doi:10.1016/j.iheduc.2015.02.002 

O'Malley, M., & Chamot, A. U. (1990). Learning Strategies in Second Language 

Acquisition. Cambridge, UK: Cambridge University Press. 

Oliver, D. G., Serovich, J. M., & Mason, T. L. (2005). Constraints and opportunities 

with interview transcription: Towards reflection in qualitative research. Social Force, 

84(2), 1273–1289. doi:10.1353/sof.2006.0023 

Orton, J. (2016). Issues in Chinese language teaching in Australian schools. Chinese 

Education & Society, 49(6), 369-375. doi:10.1080/10611932.2016.1283929 

Oxford Dictionary of English. (Ed.) (2019). Oxford, UK. 

Oxford, R. (1990). Language Learning Strategies: What Every Teacher Should Know. 

Boston, UK: Newbury House. 

Oxford, R. (1996). Employing a questionnaire to assess the use of language learning 

strategies. Applied Language Learning, 7(1), 25-45.  



 

415 

 

Oxford, R. (2003). Language learning styles and strategies: An overview. Learning 

Styles & Strategies/Oxford, GALA, 1-25.  

Oxford, R. (2008). Hero with a thousand faces: Learner autonomy. In S. Hurd & T. 

lewis (Eds.), Learning Strategies and Learning Tactics in Independent Language 

Learning. Bristol, UK: Second Language Acquisition. 

Oxford, R. (2011). Teaching and Researching: Language Learning Strategies. London, 

UK: Routledge. 

Oxford, R. (2017). Teaching and Researching Language Learning Strategies: Self-

Regulation in Context (2nd ed.). New York, USA: Routledge. 

Oxford, R., & Burry-Stock, J. A. (1995). Assessing the use of language learning 

strategies worldwide with the ESL/EFL version of the Strategy Inventory for 

Language Learning (SILL). System, 23(1), 1-23.  

Oxford, R., & Nyikos, M. (1989). Variables affecting choice of language learning 

strategies by university students. The Modern Language Journal, 73(3), 291-300. 

doi:10.1111/j.1540-4781.1989.tb06367.x 

Papadopoulou, I., Kantaridou, Z., Platsidou, M., & Gavriilidou, Z. (2018). The SILL 

revisited in light of the S2R model of language learning. The Language Learning 

Journal, 46(5), 544-556. doi:10.1080/09571736.2018.1502739 

Pappas, C. (2015). Ten netiquette tips for online discussions. Retrieved from 

https://elearningindustry.com/10-netiquette-tips-online-discussions 

Park, H.-R., & Kim, D. (2011). Reading-strategy use by English as a second language 

learners in online reading tasks. Computers & Education, 57(3), 2156-2166. 

doi:10.1016/j.compedu.2011.05.014 

Perveen, A. (2016). Synchronous and asynchronous e-Language learning: A case study 

of virtual university of Pakistan. Open Praxis, 8(1), 21-39. 

doi:10.5944/openpraxis.8.1.212 

Peterson, M. (2008). Non-native speaker interaction management strategies in a 

network-based virtual environment. Journal of Interactive Learning Research, 19(1), 

91-117.  

https://elearningindustry.com/10-netiquette-tips-online-discussions


 

416 

 

Politis, J., & Politis, D. (2016). The relationship between an online synchronous 

learning environment and knowledge acquisition skills and traits: The blackboard 

collaborate experience. 14(3), 204.  

Qian, Y., & Zhao, Q. (2009). Oral output Chinese language learning strategy research 

among overseas students. In Chinese Language Output and Learning Strategy 

Research among Overseas Students (1st ed., pp. 61-80). Beijing, China: World Book 

Inc. 

Quick guide to good netiquette. (2019). Retrieved from 

https://www.griffith.edu.au/__data/assets/pdf_file/0024/464055/Netiquette_v2d.pdf 

Rachel. (2014). 15 rules of netiquette for online Discussion Boards. Retrieved from 

http://blogs.onlineeducation.touro.edu/15-rules-netiquette-online-discussion-boards/ 

Regan, V. (1998). Sociolinguistics and language learning in a study abroad context. 

Frontiers: The Interdisciplinary Journal of Study Abroad, 4(2), 61.  

Regan, V., Howard, M., & Lemée, I. (2009). The acquisition of sociolinguistic 

competence in a study abroad context. Bristol, UK;Buffalo, NY;: Multilingual 

Matters. 

Reinders, H., & Hubbard, P. (2013). CALL and learner autonomy: Affordances and 

constraints. In M. Thomas, H. Reinders, & M. Warschauer (Eds.), Contemporary 

Computer-Assisted Language Learning (pp. 359-375). London, UK: Bloomsbury 

Academic. 

Reio, T. G., & Crim, S. J. (2013). Social presence and student satisfaction as predictors 

of online enrollment intent. American Journal of Distance Education, 27(2), 122-

133. doi:10.1080/08923647.2013.775801 

Rodrigues, D., Rodrigues, D., Prada, M., Prada, M., Gaspar, R., Gaspar, R., . . . Lopes, 

D. (2018). Lisbon emoji and emoticon database (LEED): Norms for emoji and 

emoticons in seven evaluative dimensions. Behavior Research Methods, 50(1), 392-

405. doi:10.3758/s13428-017-0878-6 

Rokoszewska, K. (2012). The influence of pronunciation learning strategies on 

mastering English vowels. Studies in Second Language Learning and Teaching, 2(3), 

391-413. doi:10.14746/ssllt.2012.2.3.7 

https://www.griffith.edu.au/__data/assets/pdf_file/0024/464055/Netiquette_v2d.pdf
http://blogs.onlineeducation.touro.edu/15-rules-netiquette-online-discussion-boards/


 

417 

 

Rourke, L., Anderson, T., Garrison, D. R., & Archer, W. (2001). Assessing social 

presence in an asynchronous text-based computer conferencing. Journal of Distance 

Education 14(1), 51–70.  

Rubin, J. (1975). What the "good language learner" can teach us. TESOL Quarterly, 

9(1), 41-51. doi:10.2307/3586011 

Saito, R. (2005). Internet chat as collaborative CALL: Language learning strategies in 

an internet chat class. In B. Bourke, M. Parry, & Y. Watanabe (Eds.), Innovative 

Practice in Japanese Language Education (pp. 55-64). Queensland, AU: Queensland 

University of Technology. 

Sales, N. (2013). Flipping the classroom: Revolutionising legal research training. Legal 

Information Management, 13(2013), 231-235.  

Salmon, G., Ross, B., Pechenkina, E., & Chase, A.-M. (2015). The space for social 

media in structured online learning. Research in Learning Technology, 23(1), 28507-

28514. doi:10.3402/rlt.v23.28507 

Schmidt, R., & Watanabe, Y. (2001). Motivation, strategy use and pedagogical 

preferences in foreign language learning. In Z. Dörnyei & R. Schmidt (Eds.), 

Motivation and Second Language Acquisition Honolulu, USA: University of Hawaii. 

Scott, D., & Beadle, S. (2016). Improving the effectiveness of language learning: CLIL 

and computer assisted language learning. European Journal of Language Policy, 

8(2), 272-275.  

Sepasdar, M., & Soori, A. (2014). The impact of age on using language learning 

strategies. International Journal of Education and Literacy Studies, 2(3), 26-31. 

doi:10.7575/aiac.ijels.v.2n.3p.26 

Shakarami, A., Hajhashemi, K., & Caltabiano, N. J. (2017). Compensation still matters: 

Language learning strategies in third millennium ESL learners. Online Learning 

Journal, 21(3), 235-250. doi:10.24059/olj.v21i3.1055 

Sharples, M., Adams, A., Ferguson, R., Gaved, M., McAndrew, P., Rienties, B., . . . 

Whitelock, D. (2014). Innovating Pedagogy 2014: Open University Innovation 

Report 3. Retrieved from 

http://www.openuniversity.edu/sites/www.openuniversity.edu/files/The_Open_Univ

ersity_Innovating_Pedagogy_2014_0.pdf 

http://www.openuniversity.edu/sites/www.openuniversity.edu/files/The_Open_University_Innovating_Pedagogy_2014_0.pdf
http://www.openuniversity.edu/sites/www.openuniversity.edu/files/The_Open_University_Innovating_Pedagogy_2014_0.pdf


 

418 

 

Shen, H. H. (2005). An investigation of Chinese-character learning strategies among 

non-native speakers of chinese. System, 33(1), 49-68. 

doi:10.1016/j.system.2004.11.001 

Shen, H. H. (2013). Chinese L2 literacy development: Cognitive characteristics, 

learning strategies, and pedagogical interventions. Language and Linguistics 

Compass, 7(7), 371-387.  

Shen, H. H., & Xu, W. (2015). Active learning: Qualitative inquiries into vocabulary 

instruction in Chinese L2 classrooms. Foreign Language Annals, 48(1), 82-99. 

doi:10.1111/flan.12137 

Shi, L., & Stickler, U. (2019). Using technology to learn to speak Chinese. In The 

Routledge Handbook of Chinese Language Teaching (1 ed., pp. 509-525). New 

York, USA: Routledge. 

Shi, W., & Han, L. (2019). Promoting learner autonomy through cooperative learning. 

English Language Teaching, 12(8), 30. doi:10.5539/elt.v12n8p30 

Shih, H.-c. J., & Huang, S.-h. C. (2019). College students’ metacognitive strategy use in 

an EFL flipped classroom. Computer Assisted Language Learning, 1-30. 

doi:10.1080/09588221.2019.1590420 

Shih, R.-C. (2010). Blended learning using video-based blogs: Public speaking for 

English as a second language students. Australian Journal of Educational 

Technology, 26(6), 883-897.  

Shih, Y.-C. (2014). Communication strategies in a multimodal virtual communication 

context. System, 42(1), 34-47. doi:10.1016/j.system.2013.10.016 

Short, J., Williams, E., & Christie, B. (1976). The Social Psychology of 

Telecommunications. London, UK: Wiley. 

Siemens, G. (2005). Connectivism: A learning theory for the digital age. International 

Journal of Instructional Technology and Distance Learning.  

Siemens, G. (2008). Learning and knowing in networks: Changing roles for educators 

and designers. Paper presented at the ITFORUM.  

Skehan, P. (2009). Modelling second language performance: Integrating complexity, 

accuracy, fluency, and lexis. Applied Linguistics, 30(4), 510-532. 

doi:10.1093/applin/amp047 



 

419 

 

Smidt, E., & Hegelheimer, V. (2004). Effects of online academic lectures on ESL 

listening comprehension, incidental vocabulary acquisition, and strategy use. 

Computer Assisted Language Learning, 17(5), 517-556. 

doi:10.1080/0958822042000319692 

Smith, B. (2008). Methodological hurdles in capturing CMC data: The case of the 

missing self-repair. Language Learning & Technology, 12(1), 85-103.  

Smith, M. (2000). Factors influencing successful student uptake of socio-collaborative 

CALL. Computer Assisted Language Learning, 13(4-5), 397-415. doi:10.1076/0958-

8221(200012)13:4-5;1-E;FT397 

So, H.-J., & Brush, T. A. (2008). Student perceptions of collaborative learning, social 

presence and satisfaction in a blended learning environment: Relationships and 

critical factors. Computers & Education, 51(1), 318-336. 

doi:10.1016/j.compedu.2007.05.009 

Solak, E., & Cakir, R. (2015). Language learning strategies of language e-learners in 

Turkey. E-Learning and Digital Media, 12(1), 107-120. 

doi:10.1177/2042753014558384 

Soo, K.-S., & Bonk, C. J. (1998). Interaction: What does it mean in online distance 

education? Retrieved from https://eric.ed.gov/?id=ED428724 

SPSS. (2014). Statistical Packages for the Social Sciences: IBM SPSS Statistics for 

Windows. 

Statistics How To. (2017, 8th May). Pearson Correlation. Retrieved from 

http://www.statisticshowto.com/probability-and-statistics/correlation-coefficient-

formula/ 

Stickler, U., & Lewis, T. (2008). Collaborative language learning strategies in an email 

tandem exchange. In S. Hurd & T. Lewis (Eds.), Language Learning Strategies in 

Independent Settings (pp. 237-261). Bristol, UK: Multilingual Matters. 

Stickler, U., & Shi, L. (2013). Supporting Chinese speaking skills online. System, 41(1), 

50-69. doi:10.1016/j.system.2012.12.001 

Storch, N. (2002). Patterns of interaction in ESL pair work. Language Learning, 52(1), 

119-158. doi:10.1111/1467-9922.00179 

https://eric.ed.gov/?id=ED428724
http://www.statisticshowto.com/probability-and-statistics/correlation-coefficient-formula/
http://www.statisticshowto.com/probability-and-statistics/correlation-coefficient-formula/


 

420 

 

Suler, J. (2004). In class and online: Using discussion boards in teaching. 

CyberPsychology & Behavior, 7(4), 395-401. doi:10.1089/cpb.2004.7.395 

Sun, N., Rau, P. P.-L., & Ma, L. (2014). Understanding lurkers in online communities: 

A literature review. Computers in Human Behavior, 38, 110-117. 

doi:10.1016/j.chb.2014.05.022 

Suzuki, S. (2013). Private turns: A student’s off-screen behaviors during synchronous 

online Japanese instruction. CALICO Journal, 30(3), 371-392. 

doi:10.11139/cj.30.3.371-392 

Thomas, N., & Rose, H. (2019). Do language learning strategies need to be self-

directed? Disentangling strategies from self-regulated learning. TESOL Quarterly, 

53(1), 248-257. doi:10.1002/tesq.473 

Truman, M. (2008). Self-correction strategies in distance language learning. In S. Hurd 

& T. Lewis (Eds.), Language Learning Strategies in Independent Settings (pp. 262-

282). Bristol, Blue Ridge Summit: Multilingual Matters. 

Tseng, W.-T., Dörnyei, Z., & Schmitt, N. (2006). A new approach to assessing strategic 

learning: The case of self-regulation in vocabulary acquisition. Applied Linguistics, 

27(1), 78-102. doi:10.1093/applin/ami046 

Tudini, V. (2003). Using native speakers in chat. Language Learning and Technology, 

7(3), 141-159.  

Ulitsky, H. (2000). Language learner strategies with technology. Journal of Educational 

Computing Research, 22(3), 285-322. doi:10.2190/VLTU-CCXF-NFYL-277H 

van Vliet, E. A., Winnips, J. C., & Brouwer, N. (2015). Flipped-class pedagogy 

enhances student metacognition and collaborative-learning strategies in higher 

education but effect does not persist. CBE life sciences education, 14(3), 1-10. 

doi:10.1187/cbe.14-09-0141 

Wang, G., Zhang, W., & Zeng, R. (2019). WeChat use intensity and social support: The 

moderating effect of motivators for WeChat use. Computers in Human Behavior, 91, 

244-251. doi:10.1016/j.chb.2018.10.010 

Wang, J. (2012). The use of e-dictionary to read e-text by intermediate and advanced 

learners of Chinese. Computer Assisted Language Learning, 25(5), 475-487. 

doi:10.1080/09588221.2011.631144 



 

421 

 

Wang, J., Spencer, K., & Xing, M. (2009). Metacognitive beliefs and strategies in 

learning Chinese as a foreign language. System, 37(1), 46-56. 

doi:10.1016/j.system.2008.05.001 

Wang, Q., & Woo, H. L. (2006). Comparing asynchronous online discussions and 

face‐to‐face discussions in a classroom setting. British Journal of Educational 

Technology, 38(2), 272-286. doi:10.1111/j.1467-8535.2006.00621.x 

Wang, S. (2019). Project-based language learning: Email exchanges between non-native 

English speakers. Theory and Practice in Language Studies, 9(8), 941-945. 

doi:10.17507/tpls.0908.07 

Wang, S., & Heffernan, N. (2010). Ethical issues in computer-assisted language 

learning: Perceptions of teachers and learners. British Journal of Educational 

Technology, 41(5), 796-813. doi:10.1111/j.1467-8535.2009.00983.x 

Wang, Y. (2012). Teaching Chinese as a foreign language to beginners in an Australian 

university context. The Internet Journal of Language (35), 68-75.  

Wang, Y. (2013). Chinese Language Learning Strategy Adoption by Preparatory 

International Students in China. Beijing, China: World Book Inc. 

Wang, Y. (2014). Study Guide: CHN11 Modern standard Chinese (Mandarin) 1A. 

School of Languages and Linguistics. Grffith University. AU.  

Wang, Y. (2015). Innovative learning design for online language learning: A systems 

design framework. In R. Moloney & H. L. Xu (Eds.), Exploring Innovative 

Pedagogy in the Teaching and Learning of Chinese As a Foreign Language (1st 

2016 ed., Vol. 15). Singapore: Springer. 

Wang, Y., & Chen, N.-S. (2012). The collaborative language learning attributes of 

cyber face-to-face interaction: The perspectives of the learner. Interactive Learning 

Environments, 20(4), 311-330. doi:10.1080/10494821003769081 

Wang, Y., & Chen, N.-S. (2013). Engendering interaction, collaboration, and reflection 

in the design of online assessment in language learning: A reflection from the course 

designers. In Computer-Assisted Foreign Language Teaching and Learning: 

Technological Advances (1st ed.) (pp. 16-39). 



 

422 

 

Wang, Y., & Chen, N. S. (2009). Criteria for evaluating synchronous learning 

management systems: Arguments from the distance language classroom. Computer 

Assisted Language Learning, 22(1), 1-18. doi:10.1080/09588220802613773 

Wang, Y., & Qi, G. Y. (2018). Mastery-based language learning outside class: Learning 

support in flipped classrooms. Language Learning and Technology, 22(2), 50-74. 

doi:10.125/44641 

Wang, Y., & Sun, C. (2013). Internet-based real time language education: Towards a 

fourth generation distance education. CALICO Journal, 18(3), 539-561. 

doi:10.1558/cj.v18i3.539-561 

Weegar, M. A., & Pacis, D. (2013). A comparison of two theories of learning: 

Behaviorism and constructivism as applied to face-to-face and online learning. Paper 

presented at the E-Leader Conference, Manila, Philippines.  

Wenden, A. L. (1998). Metacognitive knowledge and language learning. Applied 

Linguistics, 19(4), 515-537. doi:10.1093/applin/19.4.515 

White, C. (1995). Autonomy and strategy use in distance foreign language learning. 

System, 23(2), 207-221.  

White, C. (2003). Language Learning in Distance Education. Cambridge, UK: 

Cambridge University Press. 

White, C. (2006). Distance learning of foreign languages. Language Teaching, 39(4), 

247-264. doi:10.1017/S0261444806003727 

White, C. (2014). The distance learning of foreign languages: A research agenda. 

Language Teaching, 47(04), 538-553. doi:10.1017/s0261444814000196 

Winne, P. H., & Hadwin, A. F. (1998). Studying as self-regulated engagement in 

learning. In Douglas J. Hacker, John Dunlosky, & A. C. Graesser (Eds.), 

Metacognition in educational theory and practice (pp. 277–304): Hillsdale: 

Lawrence Erlbaum. 

Wolf, D. M., & Phung, L. (2019). Studying in the United States: Language learning 

challenges, strategies and support services. Journal of International Students, 9(1), 

211-224. doi:10.32674/jis.v9i1.273 



 

423 

 

Wong, L.-H., Boticki, I., Sun, J., & Looi, C.-K. (2011). Improving the scaffolds of a 

mobile-assisted Chinese character forming game via a design-based research cycle. 

Computers in Human Behavior, 27(5), 1783-1793. doi:10.1016/j.chb.2011.03.005 

Woo, Y., & Reeves, T. C. (2008). Interaction in asynchronous web-based learning 

environments: strategies supported by educational research. Journal of Asynchronous 

Learning Networks, 12(3-4), 179-194.  

Wu, J. G. (2018). Mobile collaborative learning in a Chinese tertiary EFL context. 

TESL-EJ, 22(2), 1-15.  

Xiao, J., & Hurd, S. (2007). Language learning strategies in distance english learning: A 

study of learners at Shantou Radio and Television University, China. Journal of Asia 

TEFL, 4(2), 141-164.  

Xu, Y. I., Chang, L.-Y., & Perfetti, C. A. (2014). The effect of radical-based grouping 

in character learning in Chinese as a foreign language. The Modern Language 

Journal, 98(3), 773-793. doi:10.1111/j.1540-4781.2014.12122.x 

Xu, Z. (2010). Chinese as Foreign Language Research: Cognitive Model and Strategy 

(汉语作为外语的学习研究：认知模式与策略) Beijing, China: Peking University 

Press. 

Yang, N.-D. (1999). The relationship between EFL learners' beliefs and learning 

strategy use. System, 27(1999), 515-535.  

Yang, X., Li, G., & Huang, S. S. (2017). Perceived online community support, member 

relations, and commitment: Differences between posters and lurkers. Information & 

Management, 54(2), 154-165. doi:10.1016/j.im.2016.05.003 

Yantraprakorn, P., Darasawang, P., & Wiriyakarun, P. (2018). Self-efficacy and online 

language learning: Causes of failure. Journal of Language Teaching and Research, 

9(6). doi:10.17507/jltr.0906.22 

Zhang, B. (2002). The New Modern Chinese 现代汉语. Shanghai, China: Fudan 

University Press. 

Zhang, D., & Lin, C.-H. (2017). Chinese as a Second Language Assessment. Singapore: 

Springer. 



 

424 

 

Zhang, J., Li, H., Liu, Y., & Chen, Y. (2020). Orthographic facilitation in oral 

vocabulary learning: effects of language backgrounds and orthographic type. 

Reading and Writing, 33, 187–206.  

Zhi, G., & Lu, X. (2018). A study on Chinese vocabulary learning strategies of second 

language learners. Springer International Publishing, 428-433.  

Zhou, Y., & Wei, M. (2018). Strategies in technology-enhanced language learning. 

Studies in Second Language Learning and Teaching, 8(2), 471-495. 

doi:10.14746/ssllt.2018.8.2.13 

Zhu, J., Chen, P., & Jia, W. (2019). Advantages and disadvantages of fragmented 

learning and recommendations. Asian Agricultural Research, 11(4), 87-92. 

doi:10.19601/j.cnki.issn1943-9903.2019.4.020 

Zimmerman, B. J. (1994). Dimensions of academic self-regulation: A conceptual 

framework for education. In D. H. Schunk & B. J. Zimmerman (Eds.), Self-

Regulation of Learning and Performance: Issues and educational Applications. 

Hillsdale, N.J: L. Erlbaum Associates. 

Zimmerman, B. J. (1999). Commentary: Toward a cyclically interactive view of self-

regulated learning. International Journal of Educational Research, 31(6), 545-551. 

doi:10.1016/S0883-0355(99)00021-X 

Zimmerman, B. J. (2008). Investigating self-regulation and motivation: Historical 

background, methodological developments, and future prospects. American 

Educational Research Journal, 45(1), 166-183. doi:10.3102/0002831207312909 

 


