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Abstract 

The aim of this Portfolio is to provide insight into some characteristics of I lungarian 

learners of English, and to use this as evidence in pointing out the need for a change in 

current teacher education practices in the preparation of English teachers. 

The Portfolio comprises two projects. Project `A, ' Ihingal-ia» t ieivs about Native Eiiglislr 

, Sppeakiiig Insiniclors, explores the positive and negative experiences of Hungarian learners 

with native English speaking instructors. With the help of qualitative research and analysis 

the learners' needs and expectations are highlighted. Project `B, ' The L inguaage Leariii, ig 

SIralegie Used by Ilungariarl Learners of English, investigates the learning strategies of 

I lungariann learners and their general approach to learning. From the qualitative analysis of 

the data particular features emerge which have not been documented in the literature before. 

The research results point out those features of the learner which prevailing teacher 

education models do not prepare novice teachers for. The portfolio is based on I lungarian 

experience but an international relevance is also demonstrated. The two projects are each 

placed in the wider context of teaching English as a foreign language (EFL), and thus they 

provide evidence that besides preserving some universally valid elements of teacher 

education models, it is necessary to find ways of catering for particular local needs. 

Instead of imposing the values and beliefs represented by Anglo-American teacher 

education approaches, textbooks or methods, there are local, context-specific features 



which have to also be taken account of. At a time when English is primarily used for 

international communication, teachers can only be prepared in a training program which, 

instead of the present Anglo-American cultural dominance, adopts an intercultural 

approach. The final section of the portfolio outlines the possible elements of such a 

culture-sensitive teacher education model for teaching English as a foreign language. 

11 



Acknowledgments 

I would like to express my deepest gratitude to my mother and children who supported and 

encouraged me over years of hard work. I am greatly indebted to all my former language 

teachers, especially to my first German instructor, Margit Katona, and to my first English 

teacher, Jozsef Bognär, for opening tip the world of languages for me and for providing 

very diverse but equally unforgettable teacher models for me to follow. I wish to thank my 

supervisors, dr. M. McNorton and Professor C. James at the University of Glamorgan for 

their invaluable professional guidance and assistance. My heartfelt thanks go to all the 

teacher colleagues and anonymous students who willingly shared their teaching and learning 

experiences with nie in many different ways throughout my research. 

Dedication 

I dedicate this work to all the non-native speakers who have ever been 

ridiculed, offended, humiliated or discriminated against for following their own 

social and cultural norms when speaking in a foreign language. 



Contents 

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

Acknowledgments .................................................................................................................................. 
iii 

CONTENTS .............................................................................................................................................. 
iv 

List of Tables and Figures 
........................................................................................................................ r 

List of Appendices ................................................................................................................................... x' 

Lis! of Acronyms and Abbreviations 
...................................................................................................... xii 

INTRODUCTION TO THE PORTFOLIO .............................................................................................. 
I 

Tim CONTENT AND HISTORY OF THE PROJECTS ............................................................................................... 
2 

Tim I ISEFULNESS AND ORIGINALITY OF TILE I'ROJECTS .................................................................................... 
5 

PART ONE 

AN INTRODUCTION TO CONCEPTS, CONTEXT AND METHODOLOGY .................................... 7 

I LANGUAGE, AND CULTURE .............................................................................................................. 7 

1.1 CirLTURE 
............................................................................................................................................... 

8 

1.1.1 Definilions ..................................................................................................................................... 8 

1.1.2 Culture in the history of language teaching ................................................................................. 10 

1.1.3 Intercultural competence ......................................................................................................... 11 

1.1.4. lnlercullural competence of the native speakerr .......................................................................... 12 

1.2 TILE ROLE OF Ci n . TUBE M LNGLISII AS A SECOND ANI) AS A FOREIGN LANGUAGE ..................................... 
13 

1.2.1 English as a second language 
...................................................................................................... 13 

iv 



1.2.2 English as a foreign language 
...................................................................................................... 

15 

1.2.3 English in inlernalional communicalion ....................................................................................... 
17 

1.2.4 Cullur-e and learning approaches ................................................................................................. 
2() 

1.3 7111? POLITICS OF CLII, TIIR[. .................................................................................................................. 
22 

2 SOME ASPECTS OF THE HUNGARIAN EFL SCENE OF THE `905 ............................................ 26 

2.1 A Bwr; F HISTORY OF I IUNGAwAw rrr, .................................................................................................. 26 
2.2 GROWING FOREIGN INFLUENCE ALTER 1989 

........................................................................................... 
28 

2.3 RESEARCH I IN I IUNGARiAN EFI .............................................................................................................. 31 

2.3.1 Studies in educational psychology ................................................................................................ 
31 

2.3.2 Molivation in English as a foreign language 
................................................................................ 

32 

2.3.3 Perceptual learning styles ............................................................................................................ 
33 

2.3.4 Pragmatic versus grammatical awareness of Hungarian F, II, learners 
.......................................... 

33 

3 PARADIGMS OF INQUIRY ............................................................................................................... 34 

3.1 RESEARCI{ FRAMEWORK ........................................................................................................................ 
36 

3.1.1 Characteristics of the phenomenological / naturalistic position ofinquily :.................................. 36 

3.1.2 Evalualion of naturalistic research findings ................................................................................. 38 

PART TWO 

PROJECT `A': HUNGARIAN VIEWS ABOUT NATIVE ENGLISH SPEAKING INSTRUNCTORS 

4 INTRODUCTION ............................................................................................................................... 40 

4.1 NATIvr ENGLISI[-SPEAKING TEACHERS IN IIUNGARY 
.............................................................................. 

40 

4.2 DEFINING TIDE NATIVE SPEAKER ............................................................................................................. 
42 

4.3 EMFRGING FOCUS OF INQUIRY ............................................................................................................... 44 

5 THE SURVEY ...................................................................................................................................... 46 

5.1 RFSFARC11 ERAMFWORK ........................................................................................................................ 46 

5.2 DATA (`týLl t-(7rl()N ...................................................... ...................................................... 47 

V 



5.2.1 The data collection instrument of the survey ............................................................................... 47 

5.3 Tit. RESPUNDEWS ............................................................................................................................... 
50 

5.3.1 Students ....................................................................................................................................... 50 

5.3.2 Teachers ...................................................................................................................................... 52 

6 THE SURVEY DATA .......................................................................................................................... 55 

6.1 METHOD OF ANALYSIS OF THE SURVEY DATA ......................................................................................... 
57 

6.2 PR0cEDu r .......................................................................................................................................... 59 

6.3 CATEGORY DISPLAYS ............................................................................................................................ 
60 

6.4 SUMMARY FIG( MRS ............................................................................................................................... 
(13 

7 DESCRIPTION AND INTERPRETATION ........................................................................................ 64 

7.1 NATIVE SPEAKER nrrwBtTFES ............................................................................................................... 64 

7.1.1 General positive experience ......................................................................................................... 
64 

7.1.2 Communication parlirers .............................................................................................................. 65 

7.1.3 Nalive speaker authenticity .......................................................................................................... 66 

7.2 PROFESSIONAL SKILLS AND TRAINING .................................................................................................... 
69 

7.2.1 Lack of qualificalions ................................................................................................................... 69 

7.2.2 Knowledge about the language 
.................................................................................................... 71 

7.2.3 Methodology ................................................................................................................................ 74 

7.2.4 Pedagogical training .................................................................................................................. 81 

7.3 PERSONAL QUALITIES ............................................................................................................................ 
82 

7.4 NATIVE VS. NON-NATIVE TEACHERS ....................................................................................................... 
84 

7.5 CULTURE-RELATED ISSUES .................................................................................................................... 
86 

7.5.1 L1 ............................................................................................................................................... 85 

7.5.2 Educational context: Values and expectations ............................................................................. 89 

7.5.3 Altitude to host cullure ................................................................................................................. 92 

8 PROJECT OUTCOME AND IMPLICATIONS ................................................................................. 95 

8.1 NFrDS ANI) FXTECTATIONS (NF IhPNCiARIAN I P. ARNIFRS ............................................................................ 96 

vi 



9. NESTS IN TEACHER TRAINING OVERSEAS ............................................................................... 98 

PART THREE 

PROJECT `B': THE LANGUAGE LEARNING STRATEGIES USED BY HUNGARIAN 

LEARNERS OF ENGLISH .................................................................................................................. 103 

10 INTRODUCTION ............................................................................................................................ 103. 

10.1 Ti lr urvr_"i, OPMerv'r OF TI JE PROJECT .................................................................................................. 
103 

10.2 RESEARCH METHOD ......................................................................................................................... 
105 

II REVIEW OF THE LITERATURE ................................................................................................. 106 

11.1 LANGUAGE LEARNING STRATEGIES IN SECOND LANGUAGE ACQUISI'T'ION .............................................. 
106 

11.2 DEFINITIONS OF LANGUAGE LEARNING STRATEGIES ........................................................................... 
108 

11.3 PREVIOUS RESEARCII MODELS ............................................................................................................ 
112 

12 RESEARCH INTO THE LEARNING STRATEGY USE OF HUNGARIAN LEARNERS ....... 120 

12.1 TILE NEED FOR STRATEGY RESEARCI I ................................................................................................. 
120 

12.2 RLSEARCii METh OMLOGY ............................................................................................................... 
122 

12.2.1 Data collection ........................................................................................................................ 122 

12.2.2 Data analysis ........................................................................................................................... 124 
12.3 DIE TARGET GROUP .......................................................................................................................... 

127 

12.4 WRITTEN DATA COLLECTION ............................................................................................................. 
130 

12.4.1 The research instrument ........................................................................................................... 
130 

12.4.2 Piloting .................................................................................................................................... 134 

12.4.3 Strategy options for tasks A, B and C 
...................................................................................... 136 

12.4.4 Procedure ................................................................................................................................ 138 

13 THE DATA ....................................................................................................................................... 141 

13.1 DATA MANAGI; MiM ......................................................................................................................... 141 

vii 



13.2 DATA ANALYSIS .............................................................................................................................. 143 

13.2.1. Method of analysis .................................................................................................................. 
143 

13.2.2 Coding charl ............................................................................................................................ 143 

13.2.3 Problems 
.................................................................................................................................. 148 

13.2.4 Final chart ............................................................................................................................... 151 

13.2.5 Final coding ............................................................................................................................. 15.? 

13.2.6 Frequency charts ..................................................................................................................... 153 

13.3 STAGE TWO OF TIIE ANALYSIS ............................................................................................................ 
157 

13.3.1 Principles for sot-ling ............................................................................................................... 
157 

13.3.2 Procedure ............................................................................................................................... 159 

13.3.3 Sub calegories .......................................................................................................................... 160 

13.4 DiscusSION OF WRITTEN DATA .......................................................................................................... 
16 

13.4.1 Melacognilive Strategies 
.......................................................................................................... 162 

13.4.2 ('ognilive Sir"alegies 
................................................................................................................. 164 

13.4.3 Social Strategies 
...................................................................................................................... 172 

13.4.4 Af)'eclive Slralegies 
.................................................................................................................. 175 

13.4.5 New v categories ......................................................................................................................... 176 

14 TASK PERFORMANCE: ................................................................................................................ 180 

14.1 DII) STRATEGIES `WORK'? I)ID ROTE LEARNING `WORK'? 
.................................................................... 

11«) 

14.1.1 Method of evaluation ............................................................................................................... 180 

14.1.2 The performance (? f role learners 
............................................................................................. 184 

14.1.3 The siralegy use of `Good Task Peiformers' ............................................................................ 186 

15 FOLLOW-UP INTERVIEWS ......................................................................................................... 190 

15.1 PROCED RX ...................................................................................................................................... 191 

15.1.1 Mr-gel gmulº ............................................................................................................................ 191 

15.1.2 hie instrument ......................................................................................................................... 192 

15.1.3 Language use in Jhe inlenrieºt c ................................................................................................. 194 

15.2 TIICm. INTERVWIWW DATA 
..................................................................................................................... 195 

VIII 



15.2.1 11cspo»>. ses 1", the y11c'. %Iifns ...................................................................................... ... 
I V5 

15.2.2 Individual lec/uliques ainl approaches ................................................................................. -'04 

15.3 I )Iti('11SSION ANI) OifI ('OMI: .................................................................... ......................................... 
211 

16 SUMMARY 
...................................................................................................................................... 214 

PART FOUR 

TOWARDS A CULTURE-SENSITIVE TEACHER E, 1)UCATION IN EFL ..................................... 219 

17 INTERCULTURALISM AS A LINK BETWEEN THE PROJECTS ............................................ 219 

18 TIEF, LACK OF AN INTERCULTURAL ASPECT ........................................................................ 220 

19 THE NE, EI) FOR INTERCULTURALISM 
..................................................................................... 224 

19.1 19IT'RC JL Tl IR, \I ISM IN III[', "TE /SCI ITNG (ýI EN(ýT, ISI I 
............................................................................ 

? 26 

19.1.1 7{ße l; nglish leaching business 
................................................................................................... '27 

19.1.2 Nalivc t'irg/ish Speaking 7Eýcýr/rers 
........................................................................................... 

2.31') 

19.1.3 Prag»ialic, c ............................................................................................................................. . 13 

19.1.4 Learning slyles and siralegies ................................................................................................. '34 

19.2 INTI-RCUI. 'TLIRALISM IN I. AN(ilJAGE'TEAC11 R "I'RAININ(º ....................................................................... 
239 

20 THE ELEMENTS OF A CULTURE-SENSITIVE TEACHER EDUCATION 
............................. 243 

REFERENCES ...................................................................................................................................... 246 

APPENDICES ...................................................................................................................................... 2711 

ix 



List of Tables and Figures 

TABLE 1.1'IIE FOREIGN I ANGUAGE KNOWLEDGE O Tl IF, HUNGARIAN PUP[R, ATION BASEL) ON SE: I. F 

.................................. EVAJAJATION ................................................................................................. .. 
27 

RGTIRE 1. THE AVERAGF NUMBER OF NEST INSTRUCTORS PER STUDENT ..................................................... 
51 

FIGURE 2. STl1DENI' RFSPONDENTS' EXPERIENCE WIT[I NESTS ACCORDING TO SCI l(X)I. TYPE ....................... 
52 

FIGURE 3. TI lE AVERAGE NUMBER OF NEST COLLEAGUES PER TEACI 1ER ...................................................... 
54 

FIGURE 4. TEACHER RESPONDENTS' EXPERIENCE WITH NESTS ACCORDING TO SCII(X)L TYPE ........................ 
54 

FIGURE 5. CATEGORIES OF POSITIVE COMMENTS ON NEST PRESENCE IN I IONGARY 
...................................... 

61 

FIGURE 6. CATEGORIES OF NEGATIVE COMMENTS ON NEST PRESENCE IN I IUNGARY 
..................................... 

62 

FIGURE 7. F; LLIS'S FRAMEWORK FOR INVESTIGATING INDIVIDUAL I, LARNER DIFFERENCES (1994: 473) 
......... 

107 

FIGURE 8. THE RESPONDENTS ACCORDING TO GROUPS ANI) SCHOOLS ........................................................ 
129 

FIGURE 9. LEARNING TASKS FOR STRATEGY ASSESSMENT (KONTRA, 1996) 
................................................ 

133 

FIGURE 10. LANGUAGE USE IN WRITTEN SELF-REPORT 
............................................................................... 

140 

TABLE 2. METACOGNITIVE STRATEGIES AS DEFINED BY CIIAMOT AND O'MA I. EY (1990: 119,126) 
............ 

145 

TABLE 3. COGNITIVE STRATEGIPS AS DEFINED BY CIIAMOT ANI) O'MAL EY (1990: 1 19,126) 
...................... 

146 

TAm E 4. SOCIAL STRATEGIES (ADAPTED FROM OXFORD, 1990: 146-147) 
................................................. 

147 

TAI; I. E 5. AFFECTIVE STRATEGIES (ADAPTED FROM OXFORD, 1990: 143-144) 
............................................. 

147 

TABLE 6. MODIFIED LIST OF AFFECTIVE STRATEGIES 
................................................................................ 

149 

TABt, E 7. THE FINAL LIST OF STRATEGIES INCLUDED IN THE CODING CI ZART ............................................... 
152 

FIGURE 11. REPORTED/OBSERVED STRATEGY USE BY STRATEGY GROUPS .................................................... 
155 

FIGURE 12. FREQUENCY OF STRATEGY USE ............................................................................................... 
155 

FI(; IJRE 13. GROUP DISTRIBUTION OF REPORTED/OBSERVED STRATEGIES .................................................... 
156 

FICuRE 14. Sul; -CATEGORIES CREATEI) FROM No. 30 `OTIiER. ' (Ni =12) .................................................. 
160 

FK; URE 15.1)ISTRIrUTION OF SOCIAL STRATEGY USE AMONG STUDENTS ................................................... 
173 

FIGURE 16. SCoRiNG CHART FOR EVALUATING TASK PERFORMANCE ........................................................... 
182 

FIGURE 17. SLIMING TASK PERFORMANCE ACCORDING TO TI Ii; Cl ZART IN FIG. 16 
........................................ 

183 

FIGURE 18. SCORING TASK PERFORMANCE Willi ROTE I rARNFRS MARKEI) ................................................ 
185 

FICIºRE 19. STRATEGY USE OT `(XX)f) LEARNCRS' ACCORDING TO TASK TYPE AND PERFORMANCE L. RVf; l ....... 
1 K8 

X 



FIGURE 20. STI UDFNT'S PARTICIPATING; TN TI it INTERVIEW PROJ[=CT ............................................................ 
192 

TABLE S. STRATEGY ENTER VIEW QUESTIONS ............................................................................................. 
193 

FIGURED. DIS'IRIßnTTI()N OF LAN(. UAGE USE IN TT IF. INTERVIEWS ............................................................. 
194 

List of Appendices 

APPENDIX ONE: ABSTRACT AND TABLE OF CONTENTS OF M. ED. 1)ISSIsRTATION 

APPENDIX Two: NL ST SURVEY INSTRUMENT 

APPENDIX T11REE: OXFORDS STRATEGY INVENTORY FOR LANGUAGE LEARNING (SILL&) 

APPENDIX FOUR: OXFORD'S TAXONOMY OF LANGUAGE LEARNING S'I'RAT'EGITES 

APPENI)IX FIVE: EIST 01' RCCOMMI: NI)1TD READINGS IN ELT METIIOD0I. (x; y. E LTE, E)FrARTMF: NT OF 

ENGLISH APPLIED LINGUISTICS. 

xi 



List of Acronyms and Abbreviations 

Note: Acronyms and abbreviations are spelled out "hen they first occur in the text. I he 

only exception is where the meaning is obvious, in which case they will not be given in full 

so as not to make the text overwordy. 

AGCAS Association of Graduate Careers Advisory Service 

('fBT Center for British Teachers 

CL'I' Communicative language teaching 

EFL English as a foreign language 

EIL English as an international language 

EL'I'E Eötvös Lorand Tudomviyegyetem (Eötvös Lorand University) 

ESL English as a second language 

ESOL English for speakers of other languages 

IATEFL International Association of Teachers of English as a Foreign 

Language 

L1 first language, mother tongue 

L2 a language other than the mother tongue, learnt or acquired 

LLS language learning strategies 

NEST native English speaking teacher 

NNS non-native speaker 

non-N FS I' non-native English speaking teacher 

NS native speaker 

Sill Strategy Inventory for Language Learning© 

xii 



SLA second language acquisition 

TE; FL teaching English as a foreign language 

TESL teaching English as a second language 

"I'ESOL Teachers of English to Speakers of Other Languages, 

TTELT teacher training for English language teaching 

USIS United States Information Service 

VSO Voluntary Service Overseas 

xiii 



Ah llo: ". Iti. cl be, 'u. cc' I cpcok irilh crºº cºc'Cý'ºº/. 
il ec ººo! ºººc"cnº I Ihiººk n il/h an iº, -eeºN 

INTRODUCTION TO THE PORTFOLIO 

This study grew out of my continued interest in the nature of the I lungarian learner. I lie 

question that interests me is whether training teachers for aI iungarian context Sin)tilcl be 

any different from training English teachers in general. The way towards an answer to this 

question leads through exploring what particular characteristics Ilungarian learners of 

English as a foreign language (EFL) have, and whether it is possible to speak about 'the 

llungarian learner' as such. Therefore, the two projects included in this portfolio each deal 

with the IIungarian learner and are linked by the common focus on learner and culture. 

Project `A' (Part Two) examines the needs of I Iungarian learners of English through their 

expectations of native English-speaking teachers (NES"fs), and Project `ß' (Part Three) 

looks at the dilTerent ways in which Hungarian students approach learning English. 

I have good reasons for wanting to deal with the Hungarian learner: I have been teaching 

them for over 20 years. What is more, I am teaching them now in the belief that I am a 

learner-centered teacher. Nothing could therefore be a more appropriate subject of 

investigation for me than the learners themselves. In this portfolio, I hope to pro% isle an 

insight into the thoughts, feelings, attitudes and learning approaches of I lungarian students 

that is currently unparalleled in the literature. 



After giving a general outline of the two projects, in the introductory Part One, I place the 

projects into the context that links them together. that is the relationship between language 

and culture. I first explore some key issues concerning language and culture, then I set i he 

scene of EFL in Hungary and finally I describe the research paradigms that apply to the 

investigations I carried out. 

I believe that investigations such as my Project `A' (Part Two) and Project `B' (Part Three) 

which each lead to a deeper understanding of the nature of the Hungarian learner can 

contribute to the work of language teachers and teacher trainers and enrich it with new, 

context-specific insights. Therefore in the overview study (Part Four), I draw conclusions 

from the individual projects with direct implication to teacher training in EFL and propose 

an interculturally oriented training program. 

The content and history of the projects 

Project `K: "Hungarian Views About Native English Speaking Instructors" is a qualitative 

investigation into how Hungarian students and teachers evaluate the presence of native 

English-speaking teachers. Information was gathered in a survey and was subsequently 

analyzed using qualitative methods. The study provides invaluable information for (reign 

instructors preparing to take tip a teaching job abroad. However, the data inform the 

researcher not only about the giving but also about the receiving end: the praises and 

criticisms with which the work of NESTs is evaluated reveal clearly the needs and 

expectations of the learners. To this are added the insights of non-native teachers (non- 

NESTS) who were also surveyed and who can be considered not only as colleagues to 

NESTs but also as the most advanced and experienced group of language learners. 
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Their good experiences and their frustrations matched against corresponding data from 

other sources point to the fact that there are certain characteristics which are typical of a 

foreign language learner and which have not been dealt with in the literature before. 

In Project `B': The Language Learning Strategies Used by Hungarian Learners of English I 

explicate for the reader the ways and means by which students in a secondary school setting 

come to understand a language task and manage performing it. After a brief introduction to 

the literature on language learning strategies (LLS), I present my qualitative research into 

the strategy use of 100 students. The data for this study were gathered via observations, 

task-based self reports and guided interviews. The project provides a rich picture of the 

variety of study habits and learning approaches of Hungarian learners of English which 

spans a wide spectrum ranging from tedious monotony to intellectual ingenuity. The results 

are placed in an international context for the analysis of similarities and differences which 

can enrich language teacher education. 

In accordance with the portfolio format as described in the Research Degrees and Diploma 

Regulations (University of Glamorgan, 1995 September), this work comprises the further 

development of two earlier projects. I used my earlier work as a basis for substantial 

additional study which I undertook before registration. The earlier work thus incorporated 

in the portfolio is clearly marked and referenced. It is necessary to note, however, that not 

only has substantial further data collection been performed particularly for this thesis but 

that all the data collected in earlier stages have been reviewed and analyzed in depth for this 

portfolio. This is not only in accordance with the concept of a Ph. D. by Portfolio but also 

with the qualitative research methods applied in each project. 
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Project `A' started out as a survey study on the reception of NESTs by Hungarian learners 

and teachers. I presented my preliminary results as part of a joint Ilungarian-American 

conference paper the focus of which was practical advice for NFSTs wishing to embark on 

an overseas teaching career (Barratt et al. 1994 March). For the purposes of' the present 

portfolio I went back to my raw data, I did an in-depth analysis and added further aspects 

of the issue to construct a complete picture of learner needs and expectations. 

Project `B' grew out of the work I got involved in when writing my M. Ed. dissertation 

entitled "Language Learning Strategies: Making sense of research for the classroom" 

(University of Exeter/College of St. Mark and St. John, 11)96). Already at the beginning of 

that endeavor it became immediately apparent that my interest in LLS was long lasting and 

that the work I was investing in the topic would outgrow the boundaries of an N1.1: d. 

dissertation. Therefore in my dissertation I focused on such practical aspects as how 

teachers can make use of the results of previous research on LLS when raising awareness of 

learning strategies and when conducting strategy training in their classrooms. III lily 

dissertation I also described the process of the development of a possible strategy research 

instrument and its piloting stage, and made reference to the fact that the instrument would 

be used in research for a later, more significant study. Thus the use of the instrument, the 

data collection, analysis, description and interpretation have all taken place for the purpose 

of my Ph,. D. work, and are presented for the first time in this portfolio. (See Appendix 

One. ) 
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The usefulness and originality of the projects 

The projects included in this portfolio are each unique and original in their topic and 

approach. While the monograph of the non-native teacher has already been mitten by 

Medgyes (1994), the native teacher has not yet merited the same kind of attention (ef. 

Rampton 1990). My research informs the profession about native-speaking teachers as seen 

by their learners and non-native colleagues in a thorough and systematic, data-based 

fashion. An important feature of my research is that the subjects come from a 

predominantly rnonocultural (i. e. I lungarian) setting and therefore their views and opinions 

cast light on a number of salient characteristics of the informers themselves. 

Holliday (1994) remarks that there is little documentary evidence available which addresses 

individual EFI. contexts, and what there is, has largely been based on the professional 

experience of native speaking professionals working abroad. Cortazzi and Jin (1996) also 

mention that studies on the culture of learning of larger learner groups encountered by 

language teachers around the world seem to be scarce. 

III the wide liclcl or learning s1nttegv resettrt"Ii, no stttýlý Iý; t. lýc"ý"tt Iýttlýliatrýl t ýI; ttý" ; it ttt tltr 

strategies used by Hungarian learners of English. My research is the first to examine and 

collect qualitative data on how E hungarian learners approach various learning tasks in a 

school setting. With the help of the new and original findings of my study the training of 

Fnglish teachers, which at present is largely based on `Western' models, can be enriched 

with important local elements. 

5 



Finally, as far as the overview topic is concerned, the idea of linking cultural background to 

language learning and teaching seems to have been in the focus of research in Second 

Language Acquisition (SLA) and TESL, but the issue has been given very little attention in 

the context of Foreign Language Learning (Holliday 1994, Kachru 1994, Liu 1998, Sridhar 

1994). With the help of grounding my two research projects in existing theory, I highlight 

and support with data the need for an inter-cultural focus in language teacher preparation, 

which is my contribution to teacher education in EFL. 
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PART ONE: 

An introduction to concepts, context and methodology 

In this part, I intend to set the scene for my research projects in three different areas. First. 

in Section 1,1 explore the area which serves as a shared context for my two research 

projects, namely the relationship between language and culture in English as a Foreign 

language (EFL), the inter-dependence of the two and how the understanding of this 

relationship influences language teaching in general and teaching 1'nglish as a 601- ign 

language (TEFL) in particular. In Section 2,1 set the I lungarian EFL scene, in which I have 

gained my experience as a teacher and teacher trainer and in which I conducted my 

research. Finally, in Section 3,1 briefly discuss the research approach I applied to the two 

projects with the intention of informing the reader on the nature of this research and the 

way it contributes to current professional knowledge. 

I Language and Culture 

The two projects included in this portfolio are connected by the l iungarian aspect: each 

project deals with one particular feature of teaching and learning English in I lungary. 1n 

Project `A' my investigation of the reception of native English speaking teachers sheds light 

on the needs and expectations of Hungarian learners. In Project `ß' 1 look for 

characteristics of the learning strategies which I lungarian learners apply when learning 

Fnglish. Linking the two projects carries the implicit assumption that there is, something 

particular about teaching Fnglish to I lungarian learners, in aI lungarian cultural context. 
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The question however is broader than this. `Hungarianness' is just an opportunistic choice 

for a Hungarian researcher, but the underlying assumption is that culture, be it Uzbegh or 

Venezuelan, plays an important role in several aspects of language teaching and learning in 

general. 

Language is inseparable from culture, in fact it is not possible to say how far language is 

culture and culture is language. As Brown points out "the two are intricately interwoven 

such that one cannot separate the two without losing the significance of either language or 

culture" (1987: 123). Culture is such a loaded term and plays such a complex role in 

language learning and teaching, that a more detailed discussion of the concept and its 

interpretation in various approaches to language teaching is in order. 

1.1 Culture 

1.1.1 Definitions 

Robinson (1985) offers a short overview of four different definitions of what `culture' is in 

light of the various underlying theoretical concepts. From the first, behaviorist point of 

view, culture is sets of patterns of behavior that are observable and are associated with 

particular groups of people. In language teaching this approach manifests itself in the 

discussion of such cultural themes as an English home, a French family, a people's customs 

and traditions. 

The second, f nictionalist approach also views culture as a social phenomenon, but it 

concerns itself with the reasons for and the functions of a particular behavior. Since rules of 
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behavior cannot be directly observed, these are inferred from the observation of' behaviors, 

themselves and then described in detail. Robinson finds that classroom practices tend to 

reflect behaviorist and functionalist perspectives, and, as a result of a survey of 350 foreign 

language, bilingual, ESL, and special educators, she claims that language teacher-, most 

commonly conceive of culture as ideas: beliefs, values, institutions; behavior: language, 

gestures, customs/habits, foods, or products: literature, folklore, art, music, artifacts. 

Robinson considers these approaches inadequate in capturing the complexity of the issue 

and turns our attention to two less commonly thought of approaches to culture in language 

teaching, namely to the cognitive and the symbolic. Proponents of the cognitive approach 

see culture as an abstract phenomenon, "a process through which experience is mapped out, 

categorized, and interpreted" (1985: 10). Symbolic definitions of culture are different (roni 

all the above in that they do not focus on observable events or inner mechanisms but on the 

dynamic inter-relationship of these two. The importance of this view of culture in bilingual, 

second and foreign language education lies in its synthetic nature: in the course of' a 

dynamic process of synthesizing cultural input with home culture and the learner's inner 

self, cross-cultural understanding evolves. 

I'he above definitions do not exclude but rather complement one another, each expressing a 

particular element of culture, which, as Brown points out, is "more than the sum of its 

parts" (1987: 123). 1 believe that it is Lado's comment that 'culture' is svno>>\ moos \\ ith 

the "ways of people" (1957: 110) which is the most appropriate in the context of this 

portfolio because it SUI111s lip most succinctly the complexity of possible interpretations of 

the term. 
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1.1.2 Culture in the history of language teaching 

Different approaches to language teaching have placed different elements, different `parts' 

of culture in the forefront. Neuner (1996) examines how the interpretation and the role of 

culture has changed in the history of second and foreign language instruction. Robinson's 

(1985) categories of `ideas, ' behavior' and `products' closely resemble the grouping offered 

by Neuner under the respective headings of 1. affective dimension (attitudes), 2. pragmatic 

dimension (use of the language) and 3. cognitive dimension (knowledge and information). 

He characterizes culture in the Grammar Translation Method as the `Big C' approach, 

which entails the explicit teaching of topics from history and literature. The Direct Method 

fosters the use of realia representing life and institutions of the L2 country. The emphasis on 

language use in everyday situations in the Audio Lingual Approach resulted in concentrating 

on the socio-pragmatic aspects of behavior. This pragmatic concept is further developed in 

the Communicative Approach by analyzing communicative needs in relevant social roles. 

Neuner asserts that today "the goal of foreign language teaching is not to assimilate the 

foreign world to the learner's own world or vice versa" or "to drill a near-native language- 

behavior" (p. 237). Instead of these he promotes an `intercultural approach' which is 

learner-oriented and is characterized by the following four key concepts: 

" empathy - trying to understand others in their own cultural contexts 

" role distance -a recognition that one's own view of the world is not shared by all people 

" tolerance of ambiguity - sustenance of conflicting views and non-comprehension 

" expression of self-identity - presenting one's own world to others- who am 1? 
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The radically new element in this approach is that it departs from vievJng culture teaching 

as the transfer of inFormation from one culture into the other, and gives equal role to both 

the native and the target culture. 

1.1.3 Intercultural competence 

Robinson and Neuner are only two of many (cf. C'ortazzi 1990, [)urnett et al. l986, 

Kramsch 1993,1995, Kramsch et al. 1996, Valdes 1990) who depart from the earlier views 

of culture in language teaching and advocate a cross-cultural or intercultural approach. 

Many other sources deal with the concept, and each add a new element to its 

interpretation. Following the model of the communicative approach according to which the 

ultimate goal is to achieve native-like communicative competence, T3yram and Zaratc ( 1996) 

set the modified goal of intercultural commnicalirc' conilwlence and replace the model of- 

the native speaker by that of the intercultural speaker. Kordes (1990) describes intercultural 

learning as both an outward and an inward process: on the one hand it is directed towards 

the understanding of others, and on the other, it involves trying to cope with one's own 

feelings and identifications. Intercultural competence is not a self-evident result of' foreign 

language teaching. Kranisch (1993) points out that understanding another culture requires 

putting that foreign culture in relation of one's own: 

An inlcrcultural approach is not the tranelcr cif information between cultures. It includes a 

rcllcction both on the target and on the native culture. (p. 205) 

She, very correctly, suggests that what we should seek in cross-cultural education is not 

bridges but `a deep understanding of the boundaries' (1993: 228). Looking at -culture' in 



Lado's terms, this means a deep understanding of the boundaries between ̀ the ways of 

people' (1957: 110). 

1.1.4 Intercultural competence of the native speaker 

So far we have only considered non-native language speakers overcoming difficulties in 

communication which arise due to cultural differences. Smith (1985) carries the argument 

further and points out the need for sensitizing the native speaker to the complexities of 

international communication. lle asserts that "both native and non-native speakers need 

training for effective international communication, " and that "the communicative 

competence of a native English speaker is not necessary for non-native students, nor is it 

sufficient for native English speaking students" (p. 4). 

Contrary to common belief, Smith expresses his view that `native speakerness' does not 

make one the best judge as to what is `correct' or `appropriate. ' Native speakers also need 

training in the negotiation of meaning with non-native users of English. The implication for 

teacher training in this is the need to discontinue the practice of teaching English in a way 

that encourages everyone to speak like a native speaker and use native speaker manners and 

social behavior. 

It is assumed that native speakers (NS) are communicatively competent. This assumption 

needs to be placed in the context that it comes from, namely a NS/NS relation. If we accept 

the view that communicative competence is culture specific (Willems 1991), I would like to 

argue that in NS/NNS interaction a NS is only as competent as his or her level of 

awareness of the differences between his or her and the NNS's culture. With intercultural 
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communicative competence as the main goal of foreign language teaching the role of a 

monolingual and monocultural native speaking teacher as the model for would-be bilinguals 

becomes highly questionable. (See also Alptekin and Alptekin 1984. ) 

If language cannot be separated from culture, it is necessary to examine how culture can be 

present in English as a `lingua franca, ' which is viewed as ̀ neutral' in the sense that it does 

not draw on local varieties of the language (Pennycook 1994). The following discussion on 

culture in the teaching of English underlines the true significance of Kramsch's approach to 

cross-cultural education which, as I have pointed out earlier, puts `a deep understanding of 

the boundaries' (1993 p. 228) in its focus. 

1.2 The role of culture in English as a second and as a foreign language 

1.2.1 English as a second language 

The need for an intercultural approach has gained prominence in the teaching of English as 

a foreign language (EFL) as opposed to teaching English as a second language (ESL). 

Writing about the ESL/EFL dichotomy, Nayar (1997) defines ESL by two criteria: 

environmental support and goal of eventual acculturation and assimilation, both of which 

have vital implications for methodology, teaching material and teacher training. When a 

new immigrant or a new foreign student at an American university is learning English as a 

second language in the United States, he or she may well be seeking not only to interact 

competently with native speakers but also to become integrated into the life of the 

community (Prodromou 1992). In the US conception of ESL, the acquisition of English is 

an "emancipatory step toward the privilege of admittance into and full participation in the 
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target society" (Nayar 1997: 13). Ellis (1994) describes the process of acculturation as 

follows: 

The extent to which learners acculturate depends on two sets of factors which determine their 

levels of social distance and psychological distance. Social distance concerns the extent to 

which individual learners become members of the target-language group. Psychological 

distance concerns the extent to which individual learners arc comfortable with the learning 

task and constitutes therefore a personal rather than a group dimension. (p. 231) 

In his or her efforts to achieve this goal, the learner has been observed to encounter 

persistent difficulties, even barriers outside the usual linguistic plane, in that of cultural 

differences in communication (Strevens 1987). Analyzing the cross-cultural operation of 

discourse patterns, many have found that breaking rules in the use of discourse formulas is 

often considered much worse than transgressing grammar rules (Harding and Riley 1986, 

Willems 1991). Linguistic errors often go unnoticed, and interlocutors readily negotiate 

referential meaning while pragmatic and discourse errors are considered as the breaking of 

social rules and as such can cause irritation or even the impediment of communication: 

While grammatical error may reveal a speaker to be a less than proficient language-user, 

pragmatic failure reflects badly on him/her as a person. (Tomas 1983: 97) 

Current language teaching practice gets substantial criticism from applied linguists for not 

giving due emphasis to principal cultural presuppositions conveyed in native speaker 

English discourse (Bardovi-Harlig 1996, House and Kasper 1981, Thomas 1983). The 

approach and the activities proposed by the advocates of a pragmatics- and discourse- 

based language teaching (Celce-Murcia et al. 1993 April, Bardovi-Ilarlig et al. 1993 April, 
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etc. ) suggest that language teachers provide native speaker models in oral and written 

discourse. A Chinese or an Arab speaker living in an English speaking environment should 

learn how to take turns in conversation, how to apologize, how to observe social 

differences when addressing others, etc. in order to be able to function in that environment. 

The model which a native speaking ESL teacher provides for the learners cones naturally 

from the particular setting where the language teaching and learning takes place, and 

considering that quite substantial differences exist between different native speaker cultures, 

there can be a wide variety of models. 

1.2.2 English as a foreign language 

Although much of the literature uses the terms EFL and ESL interchangeably, if and when 

we want to make a distinction, we can follow Nayar's (1997) definition of EFL as "the role 

of English in countries where it is taught as a subject in schools but where it has no 

recognized status or function" (p. 13). Schumann's Acculturation Model (1978) excludes 

learners who receive formal instruction, therefore all EFL learners, and we must agree that 

EFL does indeed lack the social dimension of ESL. However, the list of psychological 

factors which play a role in acculturation in ESL is worth looking at from an EFL point of 

view as well, I think. My experience as a teacher would in fact make me go as far as to 

suggest that due to the lack of the social dimension the psychological factors might play an 

even greater role in EFL. These four psychological factors are as follows: 

I "Language shock - the extent to which L2 learners fear they will look comic in speaking 

the L2. " 

2 "Culture shock - the extent to which L2 learners feel anxious and disoriented upon 

entering a new culture. " 
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3 "Motivation - the extent to which L2 learners are integratively or instrumentally 

motivated to learn the L2. " 

4 "Ego permeability - the extent to which L2 learners perceive their LI to be fixed and 

rigid or permeable and flexible boundaries and therefore the extent to which they 

are inhibited. " (Schumann 1978, cited in Ellis 1994: 232) 

I believe that three of these four factors, language shock, motivation and ego permeability 

come into play in EFL as well. Culture shock can be present only in an indirect way since 

there is no direct exposure to the L2 culture, and the indirect exposure in the L2 classes, 

through the textbook, teaching material, the content of instruction and the language itself 

would hardly result in what we could term as `culture shock. ' As far as motivation is 

concerned, there is a wealth of literature emphasizing the importance of its role in the 

teaching and learning of English. (See for example: Clement et al. 1977, Crookes and 

Schmidt 1991, Dörnyei 1990). Language shock is very often experienced in EFL. As an 

example we can think of the teaching of pronunciation or intonation, for instance the 

English sound system. For adult Hungarian learners the high pitches in English intonation 

or the lisping nature of the `th' sounds border on ridicule and a native model becomes less 

desirable to follow than in ESL where assimilation to and acceptance by the target 

community is of primary importance. 

The issue of linguistic models becomes complicated when teaching and learning take place 

in classrooms outside the target language country, without environmental support. 

Depending on geographic location and on the importance of cultural and economic ties to a 

target country, learners may choose one preferred model or another. In Hungary, for 

instance, British English and corresponding British culture had dominated the field for many 
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decades, but with the fall of the `iron curtain' there is more and more interest towards 

American English, especially on the part of people who wish to go to American universities 

or work for US based companies. 

1.2.3 English in international communication 

The yet unanswered question is what model to follow when English is taught as a `lingua 

franca' for intercultural communication. As pointed out in 1.3.1, the learning of the target 

culture in all its complexity is inevitable for language students who are living abroad or are 

preparing for an extended stay in a country in which the target language is prevalent (Valdes 

1990). Non-native speakers (NNS) of English are taught to speak and act according to the 

rules and norms of the English when they are in England. `When in Rome, do as the 

Romans do, ' goes the saying, but it leaves the question of `when not in Rome? ' 

unanswered. What behavior is required when speaking `Roman' outside `Rome'? Why 

should two non-native speakers of English act like two Englishmen when they speak to one 

another? When an English and a Chinese speaker are interacting in English in China, they 

are taught to comply with the rules of English linguistic and cultural behavior. This already 

poses problems because, as Willems (1991) points out, "it suggests that foreign language 

speakers have to denounce their cultural identity when using the foreign language" (p. 202). 

The issue becomes more puzzling when two non-native speakers are interacting outside the 

target country, for instance a Hungarian and a Chinese are interacting in English in China. 

Should they necessarily behave one way or another? One wonders whether they should also 

be taught to behave like two Englishmen, argue and reason as the English, keep distance 

and take turns as the English, write their reports, letters and curriculum vitae as the English? 
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Or should there be mutual effort and sensitivity to accommodate the other, forget about the 

English and concentrate on Chinese and Hungarian norms? 

Willems (1991) insists that "with regard to pronunciation, vocabulary and grammar we have 

shown ourselves prepared to accept a model of the foreign language for centuries, even if 

we cannot always follow it correctly" (p. 203). This premise unfortunately does not stand 

any longer as English as an international language (EIL) is gradually taking the place of 

EFL. With the acceptance of English as a `lingua franca, ' English is no more considered the 

`possession' of native speakers (Widdowson 1993 April), and non-natives are not expected 

to sound like Britishers or Americans but can follow the model of their own local, educated 

population (Strevens 1987). 

Willems, however, assumes that for two non-native interactants it is easier to negotiate 

social knowledge if they work from a common model. What we can actually catch in the 

act here is how the author slides from an intercultural perspective into its opposite. II is 

reasoning that there is an increased need to negotiate `social' meaning which foreign 

language speakers have to be made aware of is quite acceptable. However, lie goes on to 

say that this negotiation is much easier if there is a well established common model to 

follow, one whose pragmatic values the speakers are aware of, "so why develop new 

pragmatic norms for perpetually changing situations when there are norms in the standard 

version of the lingua franca that may serve as well, " he asks (p. 203). This view seems to 

prevail in the current practice of textbook publishing, which presents learners primarily with 

idealized native speaker/native speaker (NS/NS) communication often in a cosmopolitan 

setting. 
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Although it is universally accepted that the choice of linguistic model does not have to be 

British or American but can even be that of the local educated population, clear teaching 

goals for EIL are hard to define. Discussing the issue of pronunciation norms and models in 

EIL, Jenkins (1998) points out that "remarkably little research has been done on the 

intelligibility of English among its non-native speakers from different L1 s" (p. 121). Jenkins 

sees a growing conflict between global intelligibility and local norms in Ell,, and a similar 

conflict can be anticipated regarding the socio-cultural aspect of local models of EIL. Just 

as a neutral, universal form of English pronunciation cannot be planned and imposed from 

`above' but will have to gradually develop from `below' (Jenkins 1998: 120), a neutral, 

universal `culture' embodied in EIL cannot be forged either. Lubega (1988, cited in 

Pennycook 1994), points out the absurdity of fusing the cultures of all speakers of English 

into one `international culture. ' Instead, advocates of an intercultural approach to language 

learning and teaching promote "respect for difference, characterised by an inquiring 

attitude" (Edge J. 1996: 26) and an exploration and "deep understanding of the boundaries" 

(Kramsch 1993: 228). 

After having briefly looked at some of the culture related issues concerning what foreign 

learners need to do in order to achieve intercultural communicative competence, let us now 

turn to the question of how foreign language learning takes place and the ways in which this 

is affected by the students' cultural background. 

1.2.4 Culture and learning approaches 

Both teachers and learners approach the language learning classroom with expectations 

about the content and the method of language learning. Cortazzi (1990) argues that these 
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expectations derive from "assumptions embedded in participants' cultural backgrounds 

and/or stem from general orientations towards learning resulting from previous educational 

experiences" (p. 54). Culture determines how students make sense of what is happening in 

the classroom, how they perceive of the others, how they construct meaning. Corta7zi 

takes his examples from Western/non-Western culture clashes, when the Chinese 

expectation of a carefully controlled, structured, memory-oriented learning approach, the 

Arab way of reasoning or the Japanese avoidance of disagreement is contrasted with 

Western norms of critical evaluation of information, the presentation of clear lines of 

argument or the acceptability of explicit confrontation. 

The report of the Educational Research Service (1991) also emphasizes the suggestion from 

current research that culture strongly influences students' learning patterns, communication 

styles, perceptions and behavior. 

.. a child's cultural context can influence how he or she processes and organizes information, 

communicates verbally and nonverbally and perceives physical and social environments. [... j 

Culture does not determine a child's ability or intelligence. But it can produce many different 

ways of knowing and learning. (pp. 7-8) 

There is now a wealth of literature (see for example Bennett 1990, Educational Research 

Service 1991, Trueba 1987) on how some minority children's failure to adjust to 

mainstream classroom structures and practices lead to low achievement. 

An interesting illustration of the influence of culture on language acquisition patterns is 

provided by Willet (1987). In an ethnographic study, he examined the effect of the 

sociocultural environment on the language development of two non-English-speaking 
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children in an American nursery school. Substantial differences were found between how a 

Korean and a Brazilian girl approached the task of acquiring English and what interaction 

patterns they followed with sound evidence that the cultural values they brought to the new 

community played a decisive role in their acquisition process. 

Holliday enumerates a whole series of observed classroom situations in which the difference 

between cultural assumptions resulted in a conflict between native teachers and 

monocultural student groups. Ainscough (1997) asserts that many teachers working in 

Africa, South America, the Middle East or the Far East "find that orthodoxies which they 

happily embraced in one context are often challenged in another" (p. 571). She describes 

how awareness raising techniques and reflection can be used to help in-service teachers peel 

off their preconceptions about language learning and to sensitize them to the sociocultural 

characteristics of their students in a monolingual context. 

The fact that the cultural differences within Europe are less conspicuous and often quite 

subtle does not mean that the diverse learning and communication styles can be disregarded 

when selecting textbooks or teaching methods. An example is provided by Davies (1996), 

who describes the personal and professional development of some French pre-service 

teachers on a UK PGCE course. The study demonstrates that awareness and understanding 

of what cultural factors influence students' learning patterns can help teachers shape their 

approach to teaching more effectively. 

Awareness of some fundamental issues regarding the role of culture in language learning 

and teaching is of great importance in a profession which has been largely prescriptive and 
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dominated by ethnocentrism (Holliday 1994). ELT methodologies, teacher education 

approaches, curriculum design and implementation, textbook writing and even SLA and 

TESOL publication policies (see Block 1997) continue to be dominated by Anglo-American 

hegemony which is experienced as a threat in many parts of the world. Next I turn to 

examining how culture becomes an issue of power and politics in English language teaching. 

1.3 The politics of culture 

The presence of all aspects of culture, be it content or learning approach, is quite inevitable 

in a language class (Valdes 1990). Teachers cannot fail to see the cultural nature of the way 

people greet one-another, how they do or do not express anger, how they put their thoughts 

and feelings in writing and how they process and interpret what they have read. Kramsch et 

al. (1996) find that although research in the 1990s has made considerable advances toward a 

discourse-based language pedagogy, teachers "tend to consider culture as composed of 

attitudes and ideas existing somewhere out there independent of language" (p. 85) and 

teach `language and culture' but fail to view `language as culture' and `culture as 

language. ' The latter approach to the teaching of culture namely faces the teacher with a 

variety of difficulties. According to Kramsch (1995), at the core of the teachers' dilemma is 

the extent to which they should "hold non-native speakers to native speakers' conventions 

of language use, and to native speakers' norms of interpretation" (p. 87). Regardless of 

whether this dilemma is responded to from a European intercultural standpoint or from the 

stance of cultural pluralism of American multicultural education, the issue becomes highly 

political and controversial as we shall see below. 
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Today it is an undisputed fact that the greatest amount of English is spoken in the world by 

so-called non-native speakers and between non-native speakers (Jenkins 1996). The 

traditional assumption that the majority of people learning English do so today in order to 

interact with native speakers is an inadequate estimation of the real situation. This, 

however, is not a simple matter of numbers or proportions. If learners of English want to 

acquire a variety of English independent of the cultural norms of native English speakers, if 

the purpose of EFL/EIL pedagogy is to facilitate communication between L2 speakers, 

some aspects of teaching English, from the role of received pronunciation' to native speaker 

pragmatic models, need a major overhaul. 

Linguistic imperialism 

When culture is part and parcel of English language instruction, the presentation of the 

norms of the target culture is often perceived of as the imposition of foreign values on the 

learners and as a threat to traditional societies. Heiman (1994) points to the lack of 

awareness of the ethical implications of "presenting or imposing Western values on non- 

Western peoples under the guise of language instruction" (p. 4). The difficulty of 

separating objective truths from values of one's particular culture such as independence or 

entrepreneurship may make some EFL teachers unaware of representing views that are in 

direct opposition to those of other cultures. The British and American textbooks which 

have recently flooded the international market present images in which materialistic 

preoccupation and economic growth are put forward as the norm. Nayar (1997) warns that 

1 received pronunciation, also RP: the type of British standard English pronunciation which has bccn 

regarded as the prestige variety and which shows no regional variation. (Richards et al. 1985: 240) 
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in the enormous amount of literature and material produced in the US on teaching culture, 

acculturation is the envisaged aim. He is critical of native English speaking countries 

disseminating `authentic knowledge' in the areas of SLA and ELT as `received wisdom' 

through teaching materials and educational involvement. Imported EFL pedagogy may 

explicitly or implicitly challenge students' views in ways that are not part of EFL instruction 

in the strict sense of the word. 

Not everybody accepts linguistic imperialism for what it is. Barrow (1990) terms the 

transmission of the values and beliefs of the English speaking Western world inevitable and 

in some respect desirable. When arguing for the right to influence or impose on other 

people's way of thinking he does not make the necessary distinction between ESL and EFL, 

and assumes that if an Asian living in Leicester should not be expected to "remain utterly 

untouched by the ways and demands of that society" (p. 7), the same is true for the millions 

of Asians and others learning English for international communication outside Britain. lie 

does this from an overt expression of cultural superiority which can be illustrated with some 

examples worth quoting at length: 

.. it would be an instance of relativism gone mad, if one were to pretend that some cultures 

are not superior to others in respect of their literature, their morality, their industrial capacity, 

their agricultural efficiency, their scientific understanding and so forth. (p. 8) 

I am suggesting that they IESI. JEFL teachers] should have no qualms about the fact that they 

are directly introducing certain patterns of thought and values to students, and, indirectly, 

introducing various other beliefs, values and ways of thinking. It is true that at a 

. sophisticated level of language use students will encounter much that is foreign to their 
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thinking, but we can reasonably argue that much of what they arc introduced to is desirable, 

in some instances we may even say superior to alternatives. (p. 9) 

A similarly strong drive at cultural dominance is expressed in Freudenstein' s promotion of 

the native English speaking teacher (1991, cited in Phillipson 1992a): 

The native speaker should become the standard foreign-language teacher within the countries 

of the European Community. They know best what is important in the language (caching of 

tomorrow: the active and creative language use in everyday communication. (p. 13) 

It is no wonder that to the strong tendency of the dominance of the English language and 

culture opposition has come from many parts of the world, most recently from sonne 

members of the European Parliament expressing concern that the preponderance of 

English in economic life poses a threat to the languages and cultures of the European 

Community (Phillipson 1992b). 

Current trends in Europe are of concern in a much wider context than that of EFL. Karti 

and Langman (1997) find that there are visible tensions in cultural movements in Western 

Europe where owing to the expansion of the European Union country borders have become 

fluid in both the concrete and the abstract sense of the word. As a result, nations are 

struggling to maintain their cultural identities, and in some countries (e. g. France and 

Hwngary) language policies are designed to combat foreign influence. Resistance takes all 

sorts of shapes and forms on the individual level. In a forthcoming article on interlanguage 

pragmatics Kasper (1995) notes that although some adult learners have an implicit 

knowledge of the strategies by which particular speech acts such as refusals, apologies, 

compliments, etc. can be realized, they do not always make full use of this knowledge. One 

intervening factor among others may be ̀ cultural resistance, ' that is more or less deliberate 
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deviations from the norm by which non-native speakers can mark themselves as distinct 

from the target community (Blum-Kulka 1991). 

Where Europe is going is impossible to foresee, but it is certain that the models for 

understanding the nature of social and cultural identities will have to be redefined by future 

scholars. It is also certain that Hungary is very much part of the changing face of Furope 

with changes taking place at a rapid pace. In the following chapter, 1 give a brief cýv erv iew 

of the changing EFL scene in Hungary. 

2 Some Aspects of the Hungarian EFL Scene of the `90s 

I-Iungary's traditions in teaching English and training teachers for EFI, go back several 

decades. These traditions have been challenged since the early `90s by a very strong 

influence from two English speaking countries: Great Britain and the USA. While 

embracing this influence for the material and financial support that it entails, teachers, but 

first and foremost teacher educators and administrators are becoming more and more aware 

of the cultural implications of such influences which are much less welcome in a society 

very strongly built on traditions and conservatism. 

2.1 A brief history of Hungarian EFL 

Medg es's (1992a) comprehensive study of the role of English and the development of EF-I. 

in Ilungarv offers useful data regarding the place of English in the spectrum of foreign 
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language knowledge of Hungarians in the past 50 years. Table 1 shows the changes in the 

number of people who claimed to speak any of the listed foreign languages (Központi 

Statisztikai Hivatal 1992). The figures indicate the number of people in thousands: 

Year of data collection: 1941 1949 1960 1980 1990 

English 52 38 43 114 229 

French 73 48 46 -$ 53 

German 1058 401 482 372 453 

Russian 15 36 69 131 157 

* The source does not provide data for French in 1980. 

TABLE 1. TILE FOREIGN LANGUAGE KNOWLEDGE OF TIIE HUNGARIAN POPULATION BASED ON SELF EVALUATION 

(K)zponti Statisztikai Ilivatal 1992). 

Prior to World War 11, educated middle class Hungarians were expected to speak German. 

Since under Soviet occupation and communist rule Russian became the first compulsory 

foreign language, other formerly required classical languages as Latin and Greek practically 

disappeared from the school curriculum and formerly popular modern foreign languages 

such as German and French lost territory. The introduction of Russian was met with 

nation-wide resistance and the ensuing low effectiveness of the eight-year-long obligatory 

instruction prevented Russian from ever becoming the first foreign language actually spoken 

by Hungarians. German and French slowly crept back into the curriculum as a second 

foreign language and were joined by English, for which there was more and more interest in 

and after the 1960's owing to the influence of popular culture. In the 1988/89 academic 

year 16.5 per cent of the secondary school population was learning English, most of them in 

a very restricted number of classes a week (Dörnyei 1992). 
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After the law abolishing Russian as a compulsory subject was enacted in 1989, the foreign 

language education scene in Hungary underwent dramatic changes. According to the 1992- 

1993 statistics, 32% of the children in the upper four elementary grades took English and 

45% took German. In high schools 35% opted for German and 40% chose English (Nyikos 

1994). The intensity of foreign language programs increased, and new programs have been 

set up among which the most prestigious are the so called dual-language academic high 

schools designed to make their students fully bilingual by the time they graduate (see also 

Medgyes 1993). 

Nyikos (1994) describes the Hungarian EFL scene as one that is based on the traditional 

values of knowledge and precision, sincere commitment and strenuous work. The teacher's 

role is to impart and the student's role is to passively intake information. The importance of 

communication skills and fluency is acknowledged as long as accuracy does not suffer. This 

picture can be complemented by the observations of Duff (1995), whose qualitative study 

portrays dual-language schools as rather formal cultures in which the teacher is a figure of 

authority, and the predominant climate is that of product-orientedness. Dubin and Wong 

(1990) experienced Hungarian teachers of English to be keen and enthusiastic and to 

possess relatively high language proficiency given their limited exposure to spoken English. 

2.2 Growing foreign influence after 1989 

When Russian ceased to be the compulsory first foreign language, a huge supply of foreign, 

especially English and German language teachers was required. Several supporting 

agencies offered financial and professional assistance to ELT in Hungary and the region, 
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primarily the World Bank, the British Council, the Peace Corps, the United Stated 

Information Service (USIS), and the Soros Foundation. Both the British Council and USIS 

immediately looked for and quickly identified the area where they could make the biggest 

and widest impact: teacher education. A recent British Council report describes the 

situation as follows: 

The British Council reacted fast and used money earmarked by the Foreign and 

Commonwealth nice to enhance its support to English language teaching projects in the 

region, including reformed teacher education, both in-service and pre-service; resource 

centers and libraries; materials production; and English for specific purposes: that is. 

academic and vocational I? nglish. (Pugsley and Kershaw 1996 p. 2) 

A number of areas and strategies were identified to ensure the effective use of resources for 

the "widest possible cascade effect" (p. 2). The retrospective report gives a positive 

evaluation of the project, and makes the political intentions explicit: 

There can be no doubt that such widespread language teaching and the accompanying 

developments in teacher training will have widespread effects on the infrastructure of the 

society as a whole and not merely on those whose working lives arc based largely in the 

classroom. (p. 3) 

In order to demonstrate that the promotion of English language teaching is not a purely 

`altruistic' matter, Phillipson and Skutnabb-Kangas quote Prince Charles launching the 

English 2000 project for the British Council with the aim "to exploit the position of English 

to further British interests" (1996: 431). 
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What to many may have seemed to be unselfish generosity is put in a completely different 

light in the following evaluative comment: 

The genuine readiness shown by the British Council to help I.... I is already reaping Urirain 

both commercial and political benefits. (Pugsley and Kershaw 1996: 14) 

No document similar to the British Council report is available on the work and effectiveness 

of USIS support, but first hand experience leaves no illusions about the political and 

ideological goals of the American program. Dubin and Wong, two teacher educators 

running an American in-service training course in Hungary, identify as one of the three 

objectives of the program "the US government's goal of promoting American culture, since 

the agency after all is in the `public information' business" (1990: 288). 

It is not my aim to evaluate the work of the above mentioned supporting organizations, but 

much detail on the reception of native speaking teachers and teacher trainers will be 

described and discussed in Project `A'. I would like to close this section with a somewhat 

lengthy quote on culture and linguistic imperialism taken from the British Council report 

(Pugsley and Kershaw 1996). These are the words of an anonymous Polish teacher, which 

to me make a very telling point: 

There is a tendency in the West to view all the ex-Communist countries as identical, or at 

least much alike, and hence to try to use the same criteria and suggest the same solutions to 

what scam similar issues. In fact, the countries of central and eastern Europe had been 

shared by far more diverse factors than the common Communist past, and differ greatly 

among themselves. It is the task of a perceptive local ELT community to sensitize the students 

to their own unique cultural inheritance - before we ask them to conform to the rules which 

apply in other national and corporate cultures. To do otherwise would mean suhjecting our 
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learners to uncritical acceptance of Western values - indeed to a form of cultural imperialism. 

(p. 13 ). 

2.3 Research in Hungarian EFL 

There are very few research reports available on the various aspects of the teaching of 

English in Hungary, especially in international publications. There is little to build on for the 

researcher who sets out to explore the nature of the Hungarian learner of English. 

Medgyes's benchmark book on the non-native teacher (1994) draws on research partly 

carried out in Hungary, and since every non-native language teacher is also a language 

learner, the book, in principle, contains some indirect information about Hungarian learners 

of EFL. This information, however, is blended in with the data collected in nine other 

countries, such as Mexico, Sweden, Yugoslavia, Zimbabwe, etc., since Medgyes's focus is 

not on the Hungarian non-NEST, but on the non-native teacher in general. 

2.3.1 Studies in educational psychology 

A series of British-Hungarian comparative studies were published in the past decade by 

Entwistle and Kozeki (1985), and Entwistle, Kozeki and Tait (1989) on school motivation 

and approaches to studying. Although these authors' main concern lies in general 

educational psychology, they provide important insight into the general motivational 

construct of Hungarian learners and their approaches to studying. Despite the different 

social and educational systems it is remarkable that children in both countries associate 

effective teaching with strong teacher control in the classroom, while too heavy a workload, 
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over-severe criticism and too factual an approach get little appreciation. Consistent 

differences were found in the area of teacher formality. Hungarian teachers were seen as 

less likely to use dictation, or to dominate the lesson through `teacher talk, ' and more ready 

to make links with real life. These and other results of this comparative research can serve 

as reference points to studies in the specific area of learning strategies of students of 

English, which is the topic of Project `B' in this portfolio. 

2.3.2 Motivation in English as a foreign language 

Clement, Dörnyei and Noels (1994) conducted a major study into the motivational 

construct of Hungarian high school students of English. Among their findings, one has 

particular relevance to the role of culture in EFL. Contrary to earlier suggestions by 

Gardner and Lambert (1972) that motivation to learn a second language was grounded in 

positive attitudes toward the L2 community and in a desire to communicate with and 

become similar to valued members of that community, Clement and his associates found 

that identification as a goal is rejected among Hungarian students. The authors attribute 

this finding to profound cultural divergence: 

The English language and the Anglophones may appear culturally and amicably interesting, 

but there is a definite limit to the extent of the desired rapprochement. I... I Even though 

English may evidence considerable vitality as a new European language of trade, the 

Ilungarian cultural context may still foster less-than-permeable intergroup boundaries so that 

identification is simply not perceived as possible. (p. 433) 

This study also confirmed the relative value for Hungarian learners of the acquisition of 

knowledge as opposed to the achievement of pragmatic outcomes. (See also Nyikos 1994. ) 
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2.3.3 Perceptual learning styles 

As part of a major international project, Reid et al. (1997) surveyed 138 Hungarian 

university students on their preferred major and minor learning style modalities. The 

students in the survey chose kinesthetic and tactile as their major learning style preferences 

and auditory learning as their first choice of minor learning style. An interesting result of 

the survey was that contrary to common belief among teachers and to the results of a ni jor 

survey among ESL students, a substantial number of the surveyed Hungarian students chose 

group learning as a minor learning style. The importance of this study lies partly in 

highlighting the differences between students from different cultural backgrounds and the 

need for awareness thereof on the part of the language teacher. I iungarian students fier 

instance are similar to Egyptians in choosing both kinesthetic and tactile as their major 

learning style preferences and differ from the Spanish, who showed a very strong preference 

for kinesthetic learning but placed tactile learning significantly lower, at about the same 

level as all the other major learning styles. The Hungarian data also showed links between 

the students' length of study and preference for auditory learning. In the authors' 

interpretation this can be attributed to the influence of teaching style at universities to which 

students learn to gradually accommodate their learning style. 

2.3.4 Pragmatic versus grammatical awareness of Hungarian EFL, learners 

Bardovi-HHarlig and Dörnyei (1997 March) examined the grammatical and pragmatic 

competence of EFL students in Hungary and Italy, and of ESL students in the USA in 

native, non-native interaction. The research produced the predictable results that H-1. 

learners recognize errors in grammatical accuracy more readily than errors in the 

appropriacy of utterances coming from specific speakers in specific situations and context-. 
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More important than the actual results of this research could be its implications regarding 

the question of pragmatics in English for international communication. It is a great pity that 

the researchers did not recognize the challenge in using their given Italian and Hungarian 

samples to test their respective reactions to one another's pragmatic errors in non- 

native/non-native interaction. Had Bardovi-Harlig and Dörnyei not acted from a native 

speaker ̀bias' they could have made a significant contribution also to the understanding of 

intercultural pragmatics. 

Having set the context for this portfolio by taking a look at the role of culture in foreign 

language teaching and having set the Hungarian context by highlighting some aspects of 

teaching English in Hungary, we can turn to the description of some basic research 

principles underlying the work presented in Project `A' and Project `B'. 

3 Paradigms of Inquiry 

Before going into the details of my projects, it is important for the reader to know what 

kind of study this is, what criteria to apply when evaluating this work. I cannot claim that 

my work was deliberately designed to fit any research paradigm at the outset, but, as it 

developed, the nature and the amount of the accumulated data clearly showed the need to 

proceed along the lines of qualitative data collection methods and to apply qualitative 

analysis and interpretation. 
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In their handbook on educational research, Hopkins and Antes (1990) point out that a 

qualitative approach is particularly helpful to research that studies social and educational 

settings. Freeman (1995) argues that instead of studying teaching by reducing it solely to 

behaviors and observable phenomena "it is imperative to examine how participants - 

teachers, students, parents and others involved in schools and classrooms - construe their 

worlds, the actions they take, and the ways in which they explain those actions to 

themselves and others" (p. 581). Duff (1995) also points out that traditional quantitative 

approaches to educational research "cannot adequately examine many of the complexities of 

language acquisition, socialization and use... " (p. 506). In spite of this inadequacy, much of 

the research published on the features of the language learner fits the rationalistic paradigm 

and relies on quantitative methodologies. 

This portfolio cannot and should not be read with the blueprints of quantitative, positivist 

research on the reader's mind. For both Project `A' and `B' I performed qualitative 

research which as such is based on a phenomenological epistemology as opposed to the 

positivist position of quantitative research. My aim is not to verify hypothesized regularities 

by an adequate experimental research program (Burrell and Morgan 1979). The projects do 

not contain experimental and control groups, variables that are quantified, large random 

samples or tests for reliability. The observations are not converted into discrete units that 

can be subjected to statistical analysis. My main goal is to understand the issues under 

investigation from the point of view of the individuals who are directly involved. The 

research presented here is qualitative in the sense that it examines people's words and 

actions in narrative and descriptive ways and it is through a close examination of the data 

that patterns of meaning are discerned and interpreted. 
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Smith says that "the body of work labeled qualitative is richly variegated and its theories of 

method diverse to the point of disorderliness" (1987: 173). Although I would not venture to 

clean up this disorderliness, for the sake of a better understanding of my research I find it 

necessary to devote a few pages to an outline of qualitative research and its underlying 

principles as understood in this work. 

3.1 Research framework 

The reader will find that the studies presented in this portfolio fit into the framework of 

what Denzin and Lincoln (1994: 13) describe as the `constructivist paradigm, ' which is 

characterized by three major factors: it assumes a relativist ontology (there are multiple 

realities), a subjectivist epistemology (knower and subject create understandings) and a 

naturalistic set of methodological procedures. Guba (1981) prefers the use of the term 

`naturalistic inquiry paradigm' which he equates 

anthropological or ethnographic. In the following, 

with the phenomenological, 

the most salient features of the 

phenomenological paradigm will be discussed briefly as synthesized in Maykut and 

Morehouse (1994). 

3.1.1 Characteristics of the phenomenological / naturalistic position of inquiry 

the phenomenological approach is a focus on understanding the meaning cvcnts have fior 

hcr' 'iis being studied. (Walton 1991. cited in MMaykut and Morehomc 1994: 3) 

. 
16 



According to the phenomenological approach knowledge is constructed, that is the kno er 

cannot be separated from what is known. The way the researcher understands the xNorld is 

reflected in the way research data are collected, in this particular case this entails the 

preference of `words' as opposed to `numbers. ' The qualitative researcher seeks patterns 

which come out of or emerge from the data. Qualitative research values context sensitivity, 

that is understanding a particular phenomenon within a particular situation and environment 

in all its complexity. Since the world is seen as complex and interconnected, the research 

must maintain this complexity if the explanation is to be trustworthy. 

The phenomenological position is oriented toward the discovery of salient propositions by 

observation and the careful inspection of patterns which emerge from the data. The results 

of these observations are usually not quantified. On this point however there seems to he a 

lack of agreement between advocates of the approach. Guba (1981), for instance, sees no 

inherent reason why the naturalistic paradigm cannot accommodate and be contributed to 

by quantitative methodology as well. Hopkins and Antes (1990) in fact recommend that 

efforts be made to build quantification into research procedures, pointing out that much of 

what may appear to be qualitative may be quantifiable by recording frequencies of 

occurrence, etc. 

The qualitative research looks to understanding a situation as it is constructed by the 

participants. It attempts to capture what people say and do, that is the products of ho\v 

people interpret the world. The task of the qualitative researcher is to capture this process 

of interpretation and to find patterns within those words. As opposed to the objecti% ity 

striven for in quantitative studies. qualitative research is 'subjective' in the sense that it secs 
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the world from the perspective of the actors or agents and of the context in which these 

behaviors occur. 

While quantitative research seeks to provide proof or verification of a hypothesis, the goal 

of qualitative research is to discover patterns which emerge after close observation, careful 

documentation and thoughtful analysis of the research topic. 

3.1.2 Evaluation of naturalistic research findings 

Guba (1981) argues convincingly that the conventional criteria for assessing the 

trustworthiness of quantitative research are inadequate for evaluating naturalistic research. 

The criteria of internal and external validity, reliability and objectivity should be translated 

respectively into those of credibility, transferability, dependability and confirmability. The 

naturalistic inquirer is looking for findings that are `plausible, ' `context-relevant, ' `stable' 

and `investigator-free. ' The credibility of the findings and their interpretations is tested 

with the various groups from which the data were drawn in the form of so called `member 

checks. ' 

Naturalistic research does not aim at forming generalizations "that will hold in all times and 

all contexts" (Guba 1981: 81), but explores the possibility of transferability of findings from 

one context to another depending on the degree of similarity between the two contexts. The 

quantification built into the research does not serve as a basis for drawing conclusions as 

objective truths, but only serves as an aid to get an overview of the verbal presentation of 

the data. 

38 



Although there is no absolutely sure way of avoiding researcher bias, Lincoln and Guha 

(1985) suggest the use of such methods as `debriefing by peers, ' by which they mean a 

systematic, step-by-step discussion of research experiences, findings and decisions with 

noninvolved professional peers, and the use of `reflexive journals' which the researcher 

keeps during the complete investigation process and displays in it mind processes, decisions, 

doubts and queries. Davis (1995) points out that the dependability and credibility of studies 

can be enhanced "by developing partnership between researchers both within and outside 

the culture and social situation under investigation" (p. 437). In order to ensure the 

trustworthiness of my research I tried to follow many of these suggestions; which I describe 

in detail in the methodology section of each project. 

My aim with this introductory Part One was to help the reader better understand and 

appreciate the two projects which now follow. To this end I introduced some key concepts 

concerning the relationship between culture and language teaching, sketched the scene of 

English teaching in Hungary, and also outlined the general research methodology applied to 

the projects. In Part Two I now present Project `A' on the evaluation of the work of 

native English Speaking teachers (NESTs) in Hungary, and through this evaluation I 

illuminate the needs and expectations of Hungarian learners of English. The project is self- 

contained and includes my original contributions to the field, however the specifically 

cultural aspects and the teacher training reference of my findings I will elaborate on in Part 

Four, after the presentation of both of my projects. 
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PART TWO 

Project `A': Hungarian Views about Native English Speaking Instructors 

4 Introduction 

4.1 Native English-speaking teachers in Hungary 

Native English-speaking teachers (NESTs) do not have a long history in Hungary. Before 

the 1980s it was a rare exception rather than the rule that a school where English v\as 

taught was able to employ a native speaker. In the 1970s, even the English departments of 

the major universities had no more than one native English language instructor each. Then, 

with the appearance of private and cooperative language schools around 1991, the number 

of NESTs started to increase. Medgyes quotes the 1979 brochure of `International I louse, ' 

one of the largest and most prestigious [T]EFL providers saying "Once we used to send 

gunboats and diplomats abroad; now we are sending English teachers" (1994: 3). Only a 

few years after the publication of this brochure, in 1983, `International I louse Budapest' 

opened its doors as the first British-based private language school in Hungary and East- 

Central Europe. 

The presence of the first NESTs was barely noticed by the general public since they were 

primarily employed by small, privately owned language schools. In 1992,1) rn\ ci (199 ) 

estimated the number of such schools to be around 40 in the whole country. Though not all 

NFS'I's represented the same standard in qualification, experience and attitude to Nýork, 

40 



their relatively small number and low profile prevented them from stirring too much 

excitement in the early days. 

With the political changes in 1989 and the abolition of Russian as the first compulsory 

foreign language, there was a sudden and rather dramatic increase in the need for English 

teachers in both primary and secondary education which was impossible to meet from local 

sources: 

Native English speaking teachers are not only valuable for their conversational fluency, but 

are necessary to fill real gaps in the staff rooms. (NEST Program Manual, undated, circulated 

in 1994) 

As a response to this need in the state sector, a sudden influx of NESTs was started and the 

question of who they were, what they were, and what quality service they rendered became 

a `hot' issue in professional circles and a `topic of the day' for the lay public. School 

administrators were put in a very difficult and delicate position. It was necessary to fill the 

gaps in the school timetable but finding qualified teachers was impossible, so they hired 

whom they could. Applicants from abroad were many; qualified, unqualified, experienced, 

and inexperienced, and school principles had no guidelines as to how to evaluate and select 

them. There was no standard procedure for sorting out these applicants. Organized aid 

came from many competing sources: as soon as the American `Peace Corps' announced the 

launch of their Hungarian Project, the British Council was eager to set up its support 

schemes. The United States Information Service (USIS) multiplied its forces and set up its 

own programs. Voluntary and church organizations followed: 

Along with the collapse of Communism in Eastern European countries, Russian, which had 

been the compulsory first foreign language in the school curriculum, was de juh replaced by 
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English (and German in certain countries). In quick response, the 1991-92 ELF budget of 

the British Council in Hungary, for example, rose by 500 percent compared to the 1989-90 

budget, while the American government sent a contingent of 100 Peace Corps volunteers. At 

the same time, the World Bank decided to provide aid amounting to 12 million (IS dollars to 

support foreign language teaching, primarily ELT, in Hungary. (Mcdgycs 1993) 

Hungary, which was never a part of the British empire, seemed to be on its way to 

becoming part of the Empire of English (Phillipson 1992b). , 

4.2 Defining the native speaker 

At a time when the English language has been replaced by World Englishes (Smith 1987), 

it is difficult to speak about the native speaker. Some question the existence of native 

English speakers, others even pronounce them `dead' (Kachru 1992, Paikeday 1985, cited 

in Medgyes 1994; Rampton 1990). 1 am using the term `native English speaker' for want of 

a better alternative. In my own experience as a job applicant and former employer, I have 

found ̀ native English speakers' to possess the following qualities: 

1) they speak English as their first language which they acquired in their childhood 

either in the family or at school in an English speaking country, 

2) they have a native-like command of English by virtue of which their peers 

recognize them as native speakers. 

My definition is broad and inclusive of a wide variety of speakers. It is intended to include 

the `natural' bilingual (Byram 1989: 70) who simultaneously acquired two first languages in 

childhood, as long as native speaking peers recognize him or her as one of them. This 

definition also helps avoid philosophizing whether someone who was born on the boat 

crossing the English Channel, or someone who was born and raised on English soil of an 
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English father but a foreign mother is a true native speaker. I wish to leave the discussion 

of such details to fellow scholars because what I am really concerned with is what qualifies 

someone as a native English speaking teacher (NEST) for a job overseas. 

Consonant with masses of anecdotal evidence that foreign job applicants for EFL/ESL 

teaching jobs are discriminated against for the fact that they are not `natives, ' one would 

expect the brochures which give advice on career possibilities in teaching English overseas 

to mention `native speakerness' as a requirement. For the purpose of examining how native 

speakers are defined, I looked at a series of information booklets issued by the Association 

of Graduate Careers Advisory Service (AGCAS). The booklet on `Working Overseas ` 

(Day et. al. 1992) or the one on `Teaching English As A Foreign Language And Teaching 

Abroad' (Brown et al. 1994) contain a wealth of information for people with a long term 

career in mind and for those who are only looking for a `filler job' until they decide what 

they really want to do. Interestingly enough, they do not even mention the word `native 

speaker. ' In the section on `Qualities required by ESL/EFL Teachers' the following is the 

only reference made to the applicant's linguistic competence: 

It is essential to have a thorough knowledge of the English language and to be able to explain 

points clearly - to explain for example, why we sometimes use ̀ will' and sometimes ̀going to' 

to express the future tense, and why we do not normally say ̀ I've done it yesterday. ' 'Those 

who have studied ancient or modern languages are often at an advantage here, but there are 

excellent reference books available. A new teacher should be prepared to put in considerable 

time and effort to develop language awareness and prepare materials. (Brown et al. 1994: 5) 

The absence of the criterion of being a native speaker from such a brochure is 

understandable and can be explained with the difficulty of defining this category. Although 
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the literature describes native/non-native differences in many different ways, I abide by my 

own criteria for the simple reason that these seem to play a decisive role in TEFL 

employment. Though Quality 1) and 2) (see 4.2 above) might each on its own seem to 

define a native speaker in a satisfactory manner, I know of incidents when someone 

possessed Quality 1) and was refused on the grounds of Quality 2) and vice versa. 

The AGCAS brochure (Brown et al. 1994) lists 21 organizations recruiting teachers for 

EFL jobs in or outside the UK. Among them we find the British Council, CMT, 

International House and VSO, which have been active in Hungary in the past 7-8 years. 

Each of these British organizations as well as their American counterparts appeared to use 

their own system of selection with more or less equal ignorance of, and attention to local 

needs and expectations. By 1993, there were both embarrassing failures and unbelievable 

success stories being discussed in professional circles. In the following I describe why and 

how I became interested in the issue of native-speaking teachers. 

4.3 Emerging focus of inquiry 

As a teacher at a private language school, a lecturer at the English Department of a teacher 

training college and as the acting head of the same department for a year, I got closely 

involved in working with NESTs as a colleague, in cooperating with aid-organizations as an 

administrator and in selecting and hiring individual NEST applicants as an employer. After 

some. very pleasant and some disastrous experiences, the question begged to be asked: 

What is it that makes one NEST successful and that unsuccessful NESTs lack? What, for 

instance, makes a teacher from Virginia leave a Hungarian grammar school after three 

months and go back home without saying ̀ Good-bye' to her colleagues? Now can a 
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novelist prove to be a better language teacher than someone with an MA in I ESO[. '' Ito 

can failures be prevented for the benefit of both parties concerned? At the base of the 

smaller questions there is a more comprehensive one: 

How can future NESTs be prepared for Hungarian language learners' needs rund 

expectations? 

To answer this question, I first designed and carried out a survey in Hungary in 1991. 

Realizing the timeliness of the issue, I presented some of the preliminary data at the 1994 

TESOL Conference in Baltimore, USA (Barratt, Donnelly and Kontra 1994). My talk was 

part of a joint presentation on a consumer's view of what works and what does not ww hen an 

EFL instructor takes an overseas teaching job. My co-presenters' role was to enrich the talk 

with their own invaluable personal experience as former NES'Fs, and to act as outside 

researchers to help guard against `bias based on ethnocentric views' (Davis 1995). Without 

their collaboration it would have been extremely tactless of nie, as one of the beneficiaries 

of British and American aid, to present such an amount of criticism at a major international 

conference. This presentation was followed by further data collection in published sources 

and the collection of observation data at various meetings organized lör N l: STs, such as 

Peace Corps training workshops and in-service training sessions provided by `N(: S"I', ' a 

short-lived grassroots organization for certified and uncertified non-native instructors in 

Hungary. Finally, for the sake of getting first hand experience in native/non-native 

collaboration, 1 also team-taught a course with a NEST (Kontra and Peti. old 1996 March). 

In this project I present a complete analysis of my survey data which I support Willi 

information gained from m other sources. I present arg outlook into the international scene 
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and compare the Hungarian picture with the experience of researchers from outside of 

Hungary. Finally, I look for the implications of my results for teacher training. I am 

including this project in the portfolio on the assumption that the conclusion drawn from the 

research results point clearly to the need for a culture sensitive approach to English teacher 

education, which I discuss in detail in Part Four. 

5 The Survey 

At the core of this project on NESTs in Hungary there is a survey which I administered to 

Hungarian students and teachers of English. With the help of this research I intended to get 

an insight into the needs and expectations of Hungarian learners of English from a teacher 

trainer's perspective. The research questions I set myself was: 

1. How do Hungarian learners evaluate the presence of NESTs? 

2. What are Hungarian learners' needs and expectations? 

3. How can NESTs be prepared for them? 

5.1 Research framework 

Although the survey technique would suggest a quantitative study, it has been pointed out 

before that technique and method should not be confused (Davis 1995). My project took a 

qualitative approach to NESTs' role in EFL, consequently, at the conceptual level, this 

research falls within the synthetic-heuristic framework (Seliger and Shohamy 1989). The 

questions are approached with as little preconception as possible. Instead of starting out 
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from a hypothesis, the overall objective is to gather information about a phenomenon, to 

describe it as a whole and discover patterns and factors that comprise it, in order to arrive at 

some emerging hypotheses (Seliger and Shohamy 1989). Data are collected in an attempt 

to include as much of the contextual information as possible. An attempt is made at going 

beyond local contextual factors and making connections between national agendas and 

attitudes. 

It is in the nature of heuristic research that the investigation records anything and everything 

of note without deciding which phenomena were of significance and which were not. The 

data are written up descriptively and analyzed for emerging patterns which are categorized. 

The process of analysis is inductive. 

In the following I describe in detail how these principles were realized in the actual data 

collection and analysis phase. 

5.2 Data collection 

5.2.1 The data collection instrument of the survey 

In 1993 October-December 116 Hungarian students and 74 instructors were surveyed on 

their positive and negative experiences with native teachers of English. Data were elicited 

through written means using an instrument designed for this purpose. 
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The instrument I used was very simple and was designed to represent a relatively low 

degree of explicitness (Appendix Two). It first contained short questions on how many 

NESTs the respondents had had first hand experience with, and at what type of schools 

they had met them. This was followed by a 6-8-minute freewriting task on positive and 

negative experiences with NESTs. 

Freewriting is a technique often employed in the teaching of ESL/EFL writing skills. Its 

basic rules are as follows (Stephens 1986): 

set time limit (5-10 minutes), 

set question or topic, 

start writing, 

put down whatever comes to mind, no matter how unimportant it seems, 

don't worry about errors, 

do not stop, keep writing until the allotted time is up. 

This form was more suited to the qualitative nature of my study than a questionnaire format 

would have been. Freewriting is a procedure which is not likely to draw the attention of the 

subject to the data sought and thus it does not affect the quality of the data (Seliger and 

Shohamy 1989). This form was chosen in order to avoid influencing people in their 

responses in any way, and time was limited to 6-8 minutes so that they do not ponder upon 

the questions too long, but put down whatever comes to their mind first, assuming that this 

would be their strongest impression or memory of native speaking teachers. 
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Qualified vs. unqualified teachers 

It is necessary to mention at this point that the instrument deliberately did not ask 

respondents to distinguish between qualified and unqualified NESTs. This was for a 

number of reasons. First of all, it is difficult to define what counts as qualification and what 

does not. For one type of job an RSA certificate might be more adequate than a Master's 

degree in TESOL. Research I conducted for an earlier project shows that sometimes 

qualifications which bear the same name but were issued by different universities do not 

represent the same value in theory or in practice. (Kontra 1994b). 

Another important point is that students are usually not informed about the qualifications of 

their instructors, or if they are, they might not remember such details accurately after a 

number of years. New faculty or staff normally discuss their qualifications only with 

program administrators and it is left to them and the NEST to decide whether to share this 

information with colleagues and students or not. 

The most important reason the survey did not solicit information regarding NESTS' 

qualification lies in the aim of `low degree of explicitness. ' Including such a question might 

have solicited speculations on the part of the respondents about whether a teacher who they 

had had positive experiences was qualified and someone who they had had negative 

experiences with was not. Let us bear in mind that the aim of the survey was to find out 

what the respondents consider important and leave it to them whether the issue of 

qualification is something they want to mention. 
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5.3 The respondents 

The survey was conducted among a `purposive sample' (Fraenkel and Wallen 1993). The 

respondents consisted of two major groups: 116 students and 74 teachers. The student 

surveys were administered in class and the teacher surveys I handed out and collected at 

various meetings. The direct administration ensured the highest possible rate of response. 

The survey was written anonymously; student respondents are referred to in the analysis as 

S 1-S 116, teachers as T 1-T74. 

5.3.1 Students 

The survey was first carried out among students of three English Departments. At the time 

of the data collection, respondents marked SI- S45 were junior and senior English majors at 

the Faculty of Arts, Eötvös Lorand University (ELTE), Budapest; the ones marked S46- 

S70 were junior English majors and S71-S92 were freshmen at the Faculty of Arts, Jözsef 

Attila University, Szeged. Finally, S93-S 116 were part time students in the in-service 

degree program of the English Department at ELTE. Both of the above universities enroll 

students from a wide geographical area. At ELTE, the ratio between students from 

Budapest and students from other parts of the country is about 50%-50%. In Szeged, 

which is a provincial town in the south-east of Hungary, the local students comprise no 

more than roughly one third of the total student population, the others come from other 

provincial areas and from the capital. Having used such a heterogeneous sample, I can say 

that the student population involved brought to the survey a wide variety of experiences 

from an extended geographical area. 
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Selecting university students as respondents was not simply a matter of convenience. In 

Hungary, becoming an English major requires many years of serious language studies, 

which means that most of the applicants to the university have experience in learning 

English at the primary and the secondary school and/or at one or several language schools. 

Therefore the expectation that our respondents will have had one or more NESTs prior to 

their university studies was reasonable. This expectation was verified by the answers given 

to survey questions I and 2: 

1. Estimate the number of native-speaking teachers you have had first hand 

experience with: 
Q 

2. At what type of school: 
elementary secondary university language school other: ............ 

It is interesting to compare the answers given to the first question by the different groups. 

The 45 English majors at ELTE have all had at least one native teacher, the numbers range 

from one to 17, while from among the 47 1 st-3rd year teacher trainees surveyed at the 

university of Szeged there are seven who have not had any first hand experience. In the 

whole Budapest group (n=69) there are quite a few who had experienced no NESTs before 

going to university, while in the Szeged group (n=47) there are some both in the freshman 

and in the junior class whose only NEST experience is from outside the university. If we 

disregard two such vague answers as `many' or `50-60, ' each from the Budapest group 

(n=69-2), then students in both groups have had an average of four NESTs. 

Total number of NESTs Total number of Students Average 

Budapest 301 67 4.4 

Szeged 207 47 4.3 

FIGURE 1. TFHF: AVF. RA(W NUMBER OF NESTS PER STITDFM 
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Figure 2 summarizes the number of students who said they had been taught by NESTs in a 

particular type of school. This is important because if a student had 3 native teachers in a 

university context, his or her experience may be different from the experience of another 

student who also had 3 native teachers but each in a different type of school. As can be 

seen in the chart, the only type of school in which none of the 116 students had a NEST is 

the primary school. There are historical reasons for this finding: a university student of the 

early `90s went to primary school in the mid to late `70s when there were no more than a 

handful of NESTs in the whole country working at the major English departments under 

some sort of British-Hungarian cultural agreement (see Part One 2.1). 

Type of School No. of students who had one or more NESTs 

Primary Schools 0 

Secondary Schools 38 

College or University 88 

Language School 37 

Other (e. g.: private tutor) 10 

FIGURE 2. STUDENT RESPONDENTS' EXPERIENCE WITH NESTS ACCORDING TO SCH(X)L TYPE. 

5.3.2 Teachers 

Beside the 116 students, 74 teachers were also surveyed. The inclusion of teachers in the 

data collection is justified by several factors. Teachers as non-native speakers of the 

language are former learners themselves with substantial experience in learning English. On 

the other hand, as Medgyes (1994) argues, it is an absolute necessity for teachers not to 

stop learning when graduating from university, but to be permanent learners. E {e places the 
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non-native teacher's permanent learning activity on three levels: language proficiency, 

language awareness and pedagogical skills. Many teachers take part in in-service training 

programs, in longer courses or occasional workshops given by visiting teachers. For such 

advanced language learners as non-NESTs, however, the best opportunities for target 

language input and language improvement are provided by regular contact with resident 

native speakers. As far as the improvement of pedagogical skills is concerned, the role of 

NESTs is clearly defined in the objectives of aid organizations providing support to 

Hungarian ELT. 

Another main reason for including teachers in the survey lies in the fact that NESTs do not 

work in isolation, they have to work closely together with Hungarian colleagues in the staff 

room and they frequently team-teach courses. Depending on the aid-providing organization 

or the school itself, it is often part of a NEST's job description to provide formal and 

informal in-service support to non-NESTs. This way non-NESTs get an insight into some 

additional aspects of NEST activities that the student respondents do not. 

The 74 teacher respondents make up a rather mixed population. TI -T 17 were participants 

of the 1993 IATEFL-Hungary Conference, who had come from all over the country from 

all sorts of schools. T 18-T44 are former Russian teachers from Budapest and various other 

parts of the country participating in a part-time re-training program in English at ELTE. 

T45-T61 are faculty members at the English Department of the Teacher Training College in 

Budapest, T62-T65 are mentor teachers in primary and secondary schools also in 

Budapest, T66-T74 are faculty members at the Center for English Teacher Training and at 

the Department of English Applied Linguistics at ELTE. 
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In my sampling, which was purposive, my main motive was to survey teachers who had had 

substantial first-hand experience with NESTs. The number of NESTs the surveyed 

teachers report having worked with ranges from I to 100, with many teachers only giving 

very rough estimates. The numbers in the teacher groups are much higher than in the 

student groups which is partly due to the unfortunate fact that, in order to make ends meet, 

most Hungarian teachers have to hold two or more jobs. Therefore a university lecturer 

might have 3-4 NEST colleagues at his department and he might also be the director of 

studies of a language school in town working with a dozen or more new NESTs each year, 

which over a period of 5 years can easily add up to 50 or 100. On average, the 74 

respondents had about 10 NEST colleagues each. 

Total number of NESTs Total number of Teachers Average 

796 74 10.7 

FICURF, 3. THE AVERAGE Nl IMIER OF NE-ST COLLEAGUES PER TEACH HER 

Since many of the respondents are affiliated with the university, the number of teachers who 

met NESTs is the highest in this group. Just as with the student groups, the least 

experience with NESTs is in primary schools. 

Type of School Number of teachers with NEST colleagues 

Primary Schools 4 

Secondary Schools 18 

College or University 40 

Language School 26 

Other 4 

FI(., URE4. 'rFACIIF-'. R RI SPONI)CNTS'EXPERIENCE wrnl NESTS AC(-i)RI)IN(; TO SCI1(x i TYM.. 
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These numbers are significant because the more NESTs a teacher has had first hand 

experience with, the better the chances for him or her to have a many-sided, complex view 

of the positive and negative features of NESTs. By no means should it be concluded from 

the above numbers that every school is filled with visiting instructors of English. In fact, 

when an attempt was made at conducting the survey at a meeting for the master teachers at 

the secondary training schools of Eötvös University, it turned out that there was almost 

nothing to survey. Similar results were produced in a group of 28 former teachers of 

Russian, who come from various secondary and elementary schools in the country, and 

were studying in the Retraining Program of ELTE at the time. With the exception of four 

of them, they could only write about their exposure to native speaking teachers at the 

university, but not at their respective local schools. I emphasize therefore that my sample is 

not intended to be representative, I deliberately selected groups of teachers who were likely 

to have worked with native colleagues in various types of schools. 

6 The Survey Data 

The survey data come from the answers given to the two already discussed questions 

concerning the place and intensity of the respondents' involvement with NESTs, and from 

the freewriting, which was elicited with one of the following prompts: 

For student respondents: 

Without mentioning names, freewrite on your positive and/or negative experiences 

with native speaking teachers: 
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For teacher respondents: 

Without mentioning names, freewrite on your positive and/or negative experiences 

with native speaking colleagues: 

The length of responses varied from person to person. Many did not keep writing for the 

given time, many produced a continuous text while others gave their response in a note- 

form as did Student 8: 

Talking instead of studying. Good for pronunciation. Made friends. Interesting topics. She 

didn't rcally know how to teach & could not understand when we had problems, with 

grammar. Learned much useful vocabulary She could not attract the student' attention. 

(secondary school) 

University: Boring lessons. We were talking to each other in Hungarian. No one was 

interested int. No homework. Had to write an endterm paper, which was on an interesting 

topic. Learned mainly from preparing for this essay. (S8) 

Some produced itemized lists of positive and negative features of NESTs, others took an 

anecdotal approach and recalled interesting incidents as Student 34, for instance: 

I had an American teacher at a language school preparing us for Cambridge First Certificate 

Examination. We disliked that she insisted on correcting our pronunciation -I mean that 

most of us preferred British English, but when we said sg. in British English, she always 

2Responses arc quoted throughout the report of this project in their original, unedited form. If ncccssary for 

comprchcnsion, explanatory words are added in 11. Since it is one of the salient features of frccwriting that 

the text is unedited, fragmented thoughts and language errors arc by no meins indicativc of the language 

proficiency of the rcspxmdcnt. 
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corrected us and said that we should pronounce this or that word in American English. 

She didn't teach us grammar, not even when we made mistakes and she kept talking all the 

time. That was the worst course I've ever had. (S34) 

There were a few, who reacted very emotionally but I also noticed attempts made at 

impartiality. In the analysis every response was given equal weight, the only survey sheets 

that were not evaluated were the ones whose writers had had no experience with NESTs. 

6.1 Method of analysis of the survey data 

In my method of data analysis I relied on the guidelines given by Fraenkel and Wallen 

(1993), Miles and Huberman (1994), Patton (1990) and Seliger and Shohamy (1989). The 

procedure I applied is most closely described by Maykut and Morehouse (1994), who draw 

on the work of Glaser and Strauss (1967) and Lincoln and Guba (1985) among others. 

According to these authors' description the first and foremost fact that needs to be stated is 

that in qualitative analysis the data are in the form of words. The hand-written data sheets 

are typed up and coded to their sources. Then, through carefully reading through the texts 

or notes, the data pages are divided into chunks or `units of meaning' (Maykut and 

Morehouse 1994: 128) of various length. Each unit of meaning must stand by itself and 

make sense without additional information other than the knowledge of the researcher's 

focus of inquiry. The essence of the unit of meaning is indicated in a word or phrase on the 

data source. Units are cut apart. Using the Constant Comparative Method (Glaser and 

Strauss 1967) each unit of meaning is analyzed and compared to all other units of meaning 
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and subsequently grouped with similar units of meaning. In the process of continuous 

refinement, relationships are discovered, categories are reviewed, merged, omitted or new 

categories are created. As the categorization process evolves, it is possible that some units 

of meaning fit into more than one category. These chunks are copied and grouped under 

multiple headings. This is a slow and painstaking way of systematically deriving salient 

categories of meaning as they emerge from the data. 

Following Lincoln and Guba (1985), Maykut and Morehouse (1994) recommend the 

writing of `rules for inclusion' (p. 138-139) for each category. These rules define the 

criteria for grouping a unit of meaning under a particular heading. The rules for inclusion 

should take the form of `propositional statements' which begin to reveal what there is to 

learn about the phenomenon under investigation, and are therefore a critical step towards 

the research outcomes. Data that cannot be coded to any of the rule-based categories even 

after close scrutiny are put in a miscellaneous pile. Finally relationships and patterns are 

explored across the established categories and outcome propositions are established. 

Fraenkel and Wallen (1993) point out that analyzing the data in qualitative research involves 

synthesizing the information gained from various sources into a coherent description. 

Interpretations are formed along the way and are integrated with other steps of the research 

process, consequently the data description and interpretation are also intertwined in the 

research report. For presenting the data organized into categories, Patton (1990) suggests 

that sufficient quotations be provided to illuminate and support the analysis. Interpretation 

must go beyond description, but in qualitative analysis it will be very different from the 

linear, ̀ x causes y' type of causal analysis. In Patton's words: 
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It is important to understand that the interpretive explanation of qualitative analysis does not 

yield knowledge in the same sense as quantitative explanation. The emphasis is on 

illumination, understanding, and extrapolation rather than causal determination. (1990: 424) 

In the following I describe how I applied the outlined method of analysis to my survey data. 

6.2 Procedure 

The aim of my analysis of the responses was to get insight into what expectations 

Hungarian students and teachers have of NESTs and whether and how far these 

expectations are or can be met. Therefore the focus in the analysis was on the content, on 

the different characteristics that students appreciate in NESTs and on attributes the lack of 

which is most strongly resented. 

The freewriting of the respondents was copied and cut up into sentences or short segments, 

each containing one `unit of meaning' (see 6.1), that is one aspect of NEST experience. 

First the positive and negative experiences were separated. The unitized data were carefully 

read and matched against the rest of the data. After reviewing and refining the emerging 

categories relationships were established and, where possible, smaller categories were 

pulled together under larger headings. For instance, one of the major categories I 

established was `Authenticity. ' In this category I put the general comments on NESTs' 

authentic English. There were however several other groups of specific comments on 

various aspects of native speaker authenticity, such as authentic pronunciation and 

intonation, authentic use of vocabulary and authentic representation of culture which each 

deserve a category of their own. Similarly, there were general comments on NESTs' 
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professional skills and training and specific issues were also mentioned in sufficient number 

for an independent category. 

To guard against ethnocentric bias, two former NESTs were consulted on the evaluation of 

the negative data in the first phase of the analysis but not in the reviewing and refining 

phases. The categorization was reviewed and refined several times with a substantial lapse 

of time in between until all ambiguities and overlaps were eliminated. 

6.3 Category displays 

The respondents' positive and negative experiences are categorized and displayed separately 

in Figure 5 and Figure 6. The major headings are printed in bold and are followed by closely 

related specific categories which are separated from other major categories with double 

lines. At the bottom of the chart I list the categories which are not put under any of the 

major headings. Since I used a purposive and not a representative sample, percentages were 

not calculated. The relative frequency of some factors, however, also has important 

implications for trainers and administrators alike, therefore the number of comments in each 

category was calculated. In each chart, I indicate separately the number of comments made 

by students and teachers for each category with a sum total given in the far right column. 
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Category Number of comments 
Students n-116 Teachers n-74 Total n -190 

Native speaker attributes: 
Communication Partners 53 5 58 

General Positive Experience 31 11 42 

Authenticity: 

- General Native Speaker Authenticity 34 5 39 

- Authentic Pronunciation & Intonation Models 32 5 37 

- Authentic Sources of Native Culture 25 9 34 

- Authentic Sources of Vocabulary and Usage 22 11 33 

- Authentic Sources of Language in General 3 11 14 

Professional Skills & Training 10 15 25 

- Interesting Topics & Variety 17 1 18 

- Positive Influence on Hungarian EFL 0 9 9 

- Good Teachers of Grammar 4 2 6 

- Positive Writing Assistance 3 3 6 

Personal: 

Attitude: 

- Enthusiastic 11 23 34 

- Encouraging 12 11 23 

- Cooperative 3 17 20 

- Friendly 7 10 17 

- Helpfiil Attitude 5 10 15 

- Positive Attitude to Host Culture 4 10 14 

- Positive Atmosphere 4 2 6 

International Horizon 14 3 17 

NEST vs. Non-NEST 15 6 21 

GB vs. US NESTs 4 2 6 

Total 313 181 494 

FIGURE. 5. CATf(1OR1US Of POSITIVE.. CommÜNTS ON NEST PRFSF. NCF IN I It NGARY 
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Category Number of comments 
StUÜCfll9 n-1 16 Tcacficrs n 74 l otaI In 190 

Professional Skills and Training: 

- Dubious Teaching Methodology 28 15 43 

- Lack of Qualifications 17 16 33 

- Lack of Knowledge about Language 15 8 23 

- Ineffective/useless teachers 16 5 21 

- Speaker of Language Only 14 4 18 

- Ignorance/Intolerance of GB/US differences 5 2 7 

- Lack of Pedagogical Training 2 4 6 

Culture: 

-Lack of familiarity with host education system 33 22 55 

-Ignorance of/prejudice against host culture 16 20 36 

- No insight into Ll /L2 problems 13 8 21 

Personal: 

-Negligent attitude 12 3 15 

-Lack of cooperation 0 10 10 

-Problems with teacher's dialect 9 0 9 

-Lack of permanence 0 8 8 

-Narrow intellectual horizon 5 1 6 

Total 185 126 311 

FICURF. 6. CATEGORIES OF NEGATIVE COMMENTS ON NEST PRESENCE IN I IIJNGARY 
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6.4 Summary figures 

Hopkins and Antes (1990) advise the quantification and frequency ranking of data if 

possible. After grouping the categories under summary headings and adding up the number 

of items contained under each, a rank ordering of positive and negative comments indeed 

shed light on some important points: 

Positive: 

Native attributes: 257 Personal factors: 146 Professional Skills & Training: 64 

(Disregarding students' comments concerning GB/US and NEST-Non-NEST preference) 

Negative: 

Professional Skills & Training: 151 Culture: 112 Personal factors: 48 

Although my aim is not to provide any statistical details, the numbers highlight some 

interesting points in the experience of Hungarian students and teachers with NESTs. It is 

quite clear that for this group of respondents the most valued feature of NESTs is that they 

are native speakers, communication partners, pronunciation models, `walking dictionaries' 

and `live representers' of the L2 culture. NESTs are also appreciated for some personal 

characteristics such as a different view of the world, enthusiasm, friendliness and openness, 

etc. What is least felt and acknowledged is their professional contribution. This is 

consistent with the fact that on the negative side, the most criticized feature of NESTs is 

their lack of professional knowledge and training. This is true for training in methodology 

as well as in linguistics and to some extent in pedagogy. Almost equal weight is given to 
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problems arising from the cultural differences between NESTs and their hosts. The smallest 

number of negative comments is given in the area of personal factors. hi the next section, 1 

give a detailed description and interpretation of the research outcomes in order of relative 

frequency of occurrence. 

7 Description and Interpretation 

In this section, I describe and illustrate the survey findings. Over a number of years I 

worked with several native speaking teachers and have gained substantial first hand 

experience. Wherever appropriate, I support my survey findings with points from my 

observation notes indicating the source in each case. Wherever possible, I ground my 

propositions in the literature. 

7.1 Native speaker attributes 

7.1.1 General positive experience 

Although having foreign teachers at schools is not without problems, my findings support 

the view that being taught by NESTs is, for the most part, a positive experience. 

Respondents' comments in this respect range from statements such as `I had no negative 

experience' (S73), and ̀ I had mainly good experiences' (S63) to such enthusiastic ones as 

`[it was] fascinating to have American teachers' (S 12) and ̀ the whole thing would not have 

been the same without them' (S 17). These short positive remarks are usually followed by 

the expansion of the statement and the description of specific attributes or incidents that the 
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respondent recalls as a salient positive feature of NEST presence. One student, on the other 

hand, limits her positive attitude to particular contexts: 

I'm very much in favour for native-speaking teachers, as long as one already has some 

knowledge of English already. I wouldn't advise it to beginners. (S27) 

Another student expresses her belief that the experience with NESTs is equally 

advantageous for both the students and their native speaking instructor. Both this student 

and quite a few others would welcome more NESTs in Hungary even in spite of occasional 

negative experiences (e. g.: S 10, S26, S32, S42). 

7.1.2 Communication partners 

Among the positive experiences the one thing that the most students found important to 

mention was the value of NESTs as ̀ communication partners. ' Students find that talking to 

NESTs has improved their listening comprehension, their fluency and their speaking speed. 

Some of the respondents point out the fact that natives are good conversation partners 

particularly because they do not speak Hungarian and that `forces' students to speak in the 

foreign language: 

We have to express ourselves in an understandable way if we want to be understood. (S59) 

We always have to find ways in English to express our thoughts, opinions. It helps our 

language learning a lot. (S58) 

For less pragmatic respondents the important element is the fun and joy of carrying out a 

conversation with a `real' native speaker. A less predictable finding is that this first hand 

experience in carrying out a conversation with a native speaker increases students' 

motivation and confidence. 
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Although much fewer in number, the teachers' comments in this category express the same 

content: 

Native speaking teachers arc very useful to practice the language. (1'10) 

I am glad to chat with them since it's language practice for me. (T66) 

I think the positive sides are obvious / opportunity to communicate with a native spcakcr. 

(TI) 

The fact that Hungarian teachers also welcome NESTs as communication partners is in line 

with what Nyikos observed elsewhere, namely that "in order to develop communicative 

competence on the part of students, teachers themselves must possess this competence" 

(1994: 105). 

7.1.3 Native speaker authenticity 

Many people agree that a native speaking teacher's main asset is this fact itself, that is his 

or her native speaker's competence. Hungarians try to make use of this in many ways, and 

praise their native colleagues and teachers for being pronunciation models, living 

dictionaries, walking encyclopedias or reference books on usage or vocabulary: 

I think it is very useful for us to spend a lot of time with native speakers. Their intonation, 

Iifc-like vocabulary, language usage are very important for us - what to use, how and why. 

(T44) 

About a quarter of the students found it necessary to mention the self evident fact that 

NESTs spoke `correct' (S57), `perfect' (S33), `excellent' (S22) English, or just simply 

English: 
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I think most American teachers speak English. (sic! ) (S113) 

INESTsj speak the language fluently, they are the best sources of original English fcv 

I lungarian students. (S65) 

Also about a quarter of the student respondents made a comment on the authentic 

pronunciation of NESTs and how being in regular contact with their teachers improved 

their own pronunciation (S2, S7, S8, etc. ). 

I am very grateful to them particularly because of the improvement of my pronunciation and 

fluency. (S3) 

NESTs are valued for being authentic sources of not only language but also of culture. 

Culture is interpreted in many different ways by the respondents. Their comments refer to 

the teaching of particular subjects as literature, history or civilization, a variety of topics 

such as customs, traditions, political life, life style, schools, and more complex issues such 

as behavior and language as behavior, values and way of thinking. 

We can't afford to go SO far away (i. e. to the USj, so they should inform us, give a whole 

impression of the people's life, because the personal is very important, the language is used to 

convey personal meaning. (S 107) 

Some also appreciated the methods used by their NESTs when teaching culture, for 

instance the use of realia, video and story telling. Valuable insight is expressed in the 

comments of those students who see NESTs as representers of their culture in not only 

what they say, but also in how they think and behave: 

... rcprcscnting the country's culture from the way they speak down to the way they use their 

Cork (T15) 
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A note of warning is also mixed in with the words of praise and appreciation in the 

comment of S107, who believes that the teaching of British and American culture should 

by no means imply the expectation that foreign learners should copy natives' "life style, their 

minds. " 

This theme is also present in the literature. Alptekin and Alptekin (1984) observed more 

than a decade ago that in countries of the developing world as well as in industrialized 

European countries EFL learners want to acquire an international variety of English, 

independent of the cultural norms and values of native English speakers. 

It is apparcnt that this concept of bilingualism without biculturalism [... j soon clashes with 

the native English speaking teachers' unwitting efforts to disseminate among their students 

the cultural norms and values of the English speaking country as part of their foreign 

language teaching. (p. 23-24) 

It could be mentioned here that for similar reasons Ruzsa (1988) applauds the then new 

`Project English' coursebook by Hutchinson (1987) for being written from the "premise 

that, for example, a Hungarian learner may well not want to talk about the British legal 

system, health service, or any institutions but will rather be interested in talking about 

personal experiences, Hungarian and world issues" (p. 48). 

Hungarian teachers rely on the assistance of natives in solving their own language problems. 

Although Alptekin and Alptekin have pointed out that "very high competence is neither 

expected from nor usually achieved by an EFL speaker" (1984: 26), striving for excellence is 

a common feature of Hungarian EFL learners. Many foreign experts have noted that 

Hungarians are perfectionists, which makes it self-evident that a teacher of English is 
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expected to know everything. Since this is impossible, most Hungarian teachers "suffer 

from an inferiority complex" (Medgyes 1994: 40), a constant feeling of uncertainty and lack 

of self-confidence. The extent to which NEST support is considered valuable by local non- 

NESTs can be seen in the following two examples (emphasis added): 

I was very glad to see him [i. e. native-speaking colleague] in our secondary school because he 

means for me a help if I'm in a trouble with my English. (144) 

I feel safe when they're around me, they are a means of clarifying hazy spots. (113) 

This is the second occurrence of the issue of self-confidence after the term carne up first in 

the positive comments about NESTs as conversation partners. I pointed out earlier that 

according to Medgyes (1994) a non-NEST needs permanent improvement in language 

awareness besides language proficiency and pedagogical skills. The lack of confidence 

emerging from the data underlines this perceived need. 

7.2 Professional skills and training 

From the above it would follow logically that anyone can be a successful teacher in a 

Hungarian school provided they have a native speaker's competence in English, but the data 

prove otherwise. 

7.2.1 Lack of qualifications 

Survey respondents have a particularly negative reaction to people who are not teachers by 

profession. Several of our respondents report of having had journalists, architects, 

musicians, lawyers, ̀ wnemployed graduates of politics, economics, etc., ' or even a former 
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policeman as teachers of English at their respective schools. When we look at the list of 

negative experiences (Fig. 6), we find that the 190 respondents made 151 negative 

comments on the various aspects of professional skills and training. This criticism is often 

put in the form: they do not know what to teach and how. 

They don't really take into account our knowledge of English, often they don't prepare for the 

lessons, talk a lot, don't pay attention on mistakes of any kinds. (S 106) 

One student finds the explanation for this attitude in the lack of awareness of students' 

needs and expectations: 

I think quite a lot, if not most, native speakers think it is quite enough for us, language 

learners, that we hear some authentic English, whereas it is not. Many of then often don't 

have the slightest idea of what we expect or need, particularly at a university level. (S 14) 

Teachers and program administrators have similar experiences. The following comment 

comes from a secondary school teacher, head of the school's bilingual program: 

Our expectations have changed, while on the other hand there arc still hundreds of native 

'teachers' who come to Hungary lacking experience and hoping we'll be happy with them. 

Nccds and expectations/requirements are different. In our school you would have 5-10 native 

teachers per month who'd wish to teach. Think high of themselves. But when you ask them 

for their C. V. - it may turn out thcy have a degree in Greek & Latin or Biology... etc., but no 

experience in teaching English. (T5) 

According to one respondent 30% of native speaking teachers in Hungary fall into the 

category of "adventure-seekers [who] do not prepare for lessons, do not care, have no idea 

about teaching" (T53). 
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It is impossible to define what the respondents mean by `qualification. ' It seems that what 

is needed is not the actual university degree but practical knowledge, the kind that is 

attainable in a simple RSA certificate course (T16). Respondents are looking for `a teaching 

method' (S15), `a thoroughly planned concept, ' knowledge of the language that is more 

than `instinctive' (S43). 

7.2.2 Knowledge about the language 

The lack of language awareness or linguistic training is an area of great concerti. Being able 

to use a language does not mean one can also explain why something is correct and why 

not, and what rules apply in a particular context. Native speakers do not think in terms of 

conditional sentences, passive constructions, causatives, gerunds or infinitives, stress or 

intonation patterns. Many `qualified' teachers lose face in the eyes of their students if their 

training did not include a descriptive grammar course and some phonetics and phonology. 

One student who reported to have been taught by three NESTs in secondary school, found 

it embarrassing that "often the students knew more about things than they [NESTs] did" 

(S91). Another student expressed dissatisfaction with such answers to linguistic problems 

as "I'd say this but I don't know why... " (S2). 

lt is not only answering students' questions that becomes problematic but also the 

presentation of grammar and the design of controlled practice activities. Having experience 

in ESL does not make up for the lack of knowledge since in an ESL class very little 

attention is paid to grammar and pronunciation, and syllabuses concentrate on the 

development of the four skills only. Bahloul's similar observation also attributes the 

problem of inadequate treatment of grammar by NESTs to ESL/EFL differences: 
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The theoretical procedure advocated by the apostles of the `American' method consists of 

avoiding grammar techniques. I..... J This technique may work very well in an environment 

where learners are constantly exposed to the forcign language. (Bahloul: 1994: 5) 

My survey findings tell of great gaps between learner expectations and NEST performance, 

and we can observe much stronger wording on the part of teachers: 

In every case it was absolutely unsuccessful when they tried to explain grammar in English. 

(S4) 

[She] did not have the knowledge to satisfy our requirements. (S79) 

I1er pronunciation and grammar was perfect, of course, but she didn't know how to teach it. 

that's why we could not learn much in those lessons. (S72) 

[In case of American teachers ... there's enormous lack of factual knowledge; language 

consciousness at a very low level. (T61) 

They contradict grammars and often each-other. (T47) 

[They are] sometimes unable to explain certain phenomena in the language, giving two 

different answers to the same question on two different occasions. (T12) 

Not every NEST is ready to deal with the learners' problems in grammar. Some cannot, 

others will not. Phillipson cites a letter published in The Guardian Weekly 23 July 1989, in 

which a person involved in the recruiting and monitoring of staff in a large EFL school on 

the continent complains that "many young English graduates [... ] are unaware of the most 

elementary points of the grammar they are supposed to be teaching" (1992b: 221). 
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At an in-service meeting for NESTs in Budapest, I took note of the advice of one young 

NEST to the others suggesting that everybody act as she did when she was asked a 

grammar question by her primary school students. She said to the children: 

Took at me. Who am I? I am [name given], your conversation teacher. Am I your grammar 

teacher? No, I am not. So you turn to [Hungarian colleague named l with your 

qucstion. '(Observatioon notes) 

Concerning this aspect, NESTs do not get a favorable treatment from native linguists and 

applied linguists either, in fact we can observe the use of some rather strong attributes: 

[Native speakers] are entirely worthless as explaincrs of variation, structure or any 

systematic aspect of language behavior. (Preston 1983: 7) 

[... J native speakers of English are, after all, only examples of English, not authorities on it. 

(Preston 1984: 17) 

At pre-service level most native speakers have a very hazy idea of the linguistic systems in 

English, although obviously they have an intuitive feel for the language. (Radley 1996: 16) 

The untrained or unqualified native speaker is in fact potentially a menace because ignorance 

of the structure of the mother tongue. (Phillipson 1992a: 14) 

Positive experience in this category seems to be rather the exception than the rule, which 

the following respondent seems to also be aware of: 

Some Hungarian English teachers say native speaker teacher are not too good at explaining 

grammar. Well, my native speaking teachers were quite good at explaining grammar. But the 

best thing is to have a native and a nun-native language teacher at the same time. (S77) 
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7.2.2.1 US/GB differences 

Respondents seem to find their own preference of one variety of English or another natural 

but expect a more open approach from their teachers. Some NESTs were observed to be 

intolerant towards varieties of English other than their own. This happens in the field of 

pronunciation, choice of words, and also structural usage. Tolerance, of course, requires 

knowledge. Just as non-NESTs, NESTs are also expected to be familiar with some 

dialectal differences and have to be able to sort out `Hunglish' from native alternatives. 

Although Hungarian learners are taught to be consistent in their use of one standard variety 

of English, since they are exposed to different varieties both at school and in the media, they 

inevitably pick up and use a mix. It is important to bear in mind that English is taught as an 

international language and that school curricula define the teaching of English and not the 

teaching of British English or American English. In spite of this, many Hungarians will 

strive to take their L2 knowledge to perfection, and never cease in their efforts to sound 

4 just like' a British schoolboy or an American business executive. Although I have 

mentioned that NESTs are less vigilant in error correction than Hungarian student 

expectations require, one occasionally meets with extreme cases such as that of the already 

cited overzealous American teacher who corrected the British pronunciation of students 

preparing for their Cambridge First Certificate exam (S34). 

7.2.3 Methodology 

The substantial number of general positive comments on the professional skills and training 

that NESTs bring to the job are indicative of the respect and appreciation students and 

colleagues have for quality teaching. Qualified and experienced NESTs are valued for 

providing a fresh approach to EFL in Hungary and Hungarian teachers commented on the 
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new methodological insights that some NESTs provided. NESTs get praised for such 

qualities as a "high level of professional knowledge, professional background"(T3), the 

"thorough knowledge of their fields"(T59), their "organizational skills"(T69), and their 

"positive attitude to work" (TI 1). Many Hungarian colleagues feel that these teachers 

"introduce variety, fresh ideas, different viewpoints into the Hungarian system"(T60), or a 

"new approach to teaching English not influenced by traditions in Hungary" (112). One 

respondent particularly praised them for their "humanistic approach towards teaching" 

(T74). 

This humanistic approach is noticed and appreciated by students and teachers alike. One 

teacher respondent praised her NEST colleague for devoting plenty of energy to learning 

about students as individuals and for spending a lot of time on private consultation. A 

`personal approach' in teaching is so unusual for some Hungarian students that one 

respondent described it as a "tremendous experience" when her first essay paper was 

returned with the remark: "I am looking forward to getting to know you" (S 12). Another 

student appreciated that in NESTs' classes lie felt lie could say what he really thought 

(S13). NESTs are also valued both by teachers and students for consciously aiming at 

developing learners' creativity (S24, T6). 

NESTs' aim at making learning interesting and fun is valued highly but only if it is 

accompanied by careful planning based on methodological considerations. Interesting 

materials, handouts and realia can be brought along in piles but will only be considered 

useful if the teacher knows how to make use of them: 
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They usually bring along very entertaining matters, piles of xeroxed paw, usually funny and 

enjoyable to read, but all these materials arc not organized in some sort of structure or order. 

(S42) 

This is one of the many examples of how a positive experience is related by the respondent 

with a negative overtone all because of the lack of appropriate methodology. It is worth 

noting that relatively few of the positive comments refer specifically to the methodology 

that NESTs apply in their classes. Among the negative categories, on the other hand, the 

criticism of dubious teaching methodology is forcefully expressed. 

NESTs are criticized for not knowing how to teach (S6, S7, S72), for not having a clear 

teaching method (S18), for being useless and ineffective (S3, S22, S36, S79) or for not 

adjusting their method to the context and the students (S30). 

- [they] had difficulties in getting the level of teaching right, usually underestimated us/our 

students ('I'9) 

She did not know how to develope our knowledge of English aller getting to an advanced 

level. (S75) 

The inability to explain grammar is a sore issue which I elaborated on in detail in 7.2.1. 

Many NESTs will put the blame on Hungarian TEFL practices when they encounter 

interest in grammar and grammar explanations on the part of their students. Instead of 

borrowing an English or an English/Hungarian contrastive grammar book and reading it to 

prepare for future questions coming from the students, they assume the role of crusaders for 

the `Communicative Approach' as opposed to the `traditional, ' `grammarizing' approach of 

Hungarian colleagues. One teacher finds that NESTs sometimes think "the approach they 

have been trained in/represent is the one and only good method and anybody who doesn't 
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follow suit is `traditional, ' `not communicative, ' etc. "(T74). This comment needs some 

explanation. 

When NESTs criticize Hungarian EFL practices as `non-communicative, ' not only do they 

demonstrate a superficial impression of English teaching in Hungary, but they reveal their 

lack of in-depth knowledge of the Communicative Approach as well. The goal of 

communicative language teaching (CLT) namely is to achieve communicative competence 

(Hymes 1972), which, besides discourse, sociolinguistic and strategic competence, includes 

grammatical competence as well (Brown 1987). The fact that there are `strong' and `weak' 

versions of the Communicative Approach is also well documented in the literature (see 

Howatt 1984: 279). Richards and Rogers's (1986) description of CLT actually ends with 

some critical remarks and questions about the universal application of the approach, 

expressing doubt, among others, whether CLT is equally suited to both ESL and EFL 

situations, whether it requires existing grammar-based syllabuses to be abandoned or merely 

revised and how it can be adapted to situations where students are required to take 

grammar based tests. It is a well known fact among EFL professionals that the 

Communicative Approach with its vague content specification does not provide a universal 

scale for the assessment of learning outcomes. 

As early as 1982, Allwright (1982) already suggested the use of a `partially communicative' 

syllabus which incorporates traditional grammar and restricts the use of communicative 

activities to the practice stage to suit the particular sociocultural needs prevalent in the 

state school system. More recently, due to research evidence, Spada and Lightbown have 

acknowledged that `form-focused instruction and corrective feedback can contribute 
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positively to second language development' (1993: 205). In addition, Cortazzi (1990) and 

Holliday (l 994) have pointed to the dangers of accepting British-Australia n-North 

American practices as superior, and uncritically transferring communicative practices rooted 

in the norms of particular academic cultures from one context to another. My survey data 

attest to the reality of this danger: 

They insist on their methods without being ready to put them in a Hungarian environment. 

(T3) 

Some teachers refuse to give up their methodology they have acquired and used ellcetivcly in 

the USA for instance which leads sometimes to serious consequences... (T6) 

Nyikos makes a point that could serve as a guideline for overzealous `communicative' 

NESTs: 

.. the American and Hungarian education systems arc quite difcrcnt and I... ) ultimately 

Hungarians would have to develop their mcthodologics in engendering communicative 

competence in their students. (Nyikos 1994: 105) 

Nayar points out the universal implications of these findings: 

'I'lic discourse and rhetoric of SL and FL learning seems to have created a world view that 

being an NS [native speaker] of English will somehow bestow on people not only 

unquestionable competence in the use and teaching of the language but also expertise in 

tclIing others how English ought to be taught. (1997: 22) 

Similar examples are quoted by Quirk, who asserts that when academic linguists from 

Britain or America who have very little experience of foreign language teaching are invited 

to advise on teaching English abroad "their advice is likely to be flagrantly misleading when 
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exported with minimal adaptation... " (1995: 29). It must be due to the gap between theory 

and practice or the difference between ESL and EFL practices that today Celce-Murcia et 

al. (1997) propose bringing a formal instruction of grammar back into communicative 

classrooms, and label it as a "turning point in Communicative Language Teaching" (p. 147). 

The refusal of teaching grammar on the part of some NESTs goes hand in hand with the 

total neglect or unsystematic treatment of student error. This latter problem is not E Hungary 

specific; Quirk in his chapter on `Language varieties and standard language' also observes 

and supports with examples how native speakers are less `vigilant' in terms of correcting 

errors (1995 : 29). 

NESTs need to be aware of the fact that "in Hungarian EFL teaching [... ] precision is 

stressed from the beginning" (Nyikos 1994: 105). This observation is true for both learners 

and non-NESTs. Teachers expect learners to strive for maximum accuracy and learners 

expect teachers to provide `perfect' models. 

In an informal discussion with Peace Corps volunteers about their experiences in Hungary, 

one of them admitted that she was amazed at her students' level of English. Seeing how 

well they spoke the language she realized she had to adjust her inner aims and ideals, which 

for her was a struggle she had been unprepared for. The fact that not every NESTs realizes 

this need results in negative comments sometimes worded by students as strongly as 

follows: 
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She comes along with tasks and topics Prepared for infants. All American teachers are too 

elementary and not academic at all. I'd like to have challcnEing tasks- (emphasis in 

original)... (S37) 

Another area of problems is caused by NESTs' observed negligence of testing and grading, 

and by their generally not being strict enough. One teacher respondent remarked that 

NESTs are unable to realize the importance of grades (T6). The lack of a well established 

system of requirements set to students results in their often failing to meet the requirements 

of tests and exams (T74). Another Hungarian teacher thought that NESTs were too 

tolerant where they should not be, and that they should both demand and offer more (T50). 

The fact that they do not demand as much as Hungarian teachers do is also mentioned by 

several students. Though students are less critical of this aspect of being taught by NESTs, 

one respondent highlights the long-term consequences of this attitude: 

They didn't really test us, which was good at that moment, but consequently we didn't learn 

what we should have learnt. (S42) 

We also encounter the opposite sometimes. One student describes negative experiences 

with two NESTs until encountering a third teacher who "knows that in order to be an 

`effective teacher' he has to demand a lot" (S44). 

To bring in again the NEST side as described by some Peace Corps volunteers, it must be 

mentioned that not only do these visiting instructors see Hungarians as putting a much too 

strong emphasis on grading and as having a "too rigid grading system, " but in fact they feel 

that the exam-orientedness they experience in schools "strangles volunteers" (personal 

communication). 
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7.2.4 Pedagogical training 

Lack of training or experience in the field of education is most felt in primary schools where 

it usually leads to NESTs experiencing a variety of discipline problems: 

lie can't maintain discipline during classes and the children don't respect him because they 

can do what they want, sit on the desks, leave the classroom, etc. (T62) 

Talking about a culturally very different Tunisian or Moroccan context, Bahloul also points 

out that "volunteers fail to grasp that their students have little respect for a teacher who 

does not demand complete decorum in the classroom at all times" (1994: 5). Some NESTs 

resort to the worst possible solution and resolve the discipline problem by giving grades, 

bad ones: 

I... I they can't keep the classes disciplined enough, so they give them had marks to keep them 

quiet. (1'64) 

At a 1994 meeting of'NEST, ' an organization called into life by some very active NES"I's in 

Budapest in collaboration with USIS and with the financial support of the `SOROS 

Foundation, ' one of the recurring problems teachers discussed was discipline. Everyone 

who was teaching at a state school had one or more stories to tell about student 

misbehavior, the use of non-NEST support in restoring or keeping order and taking 

disciplinary measures. None of the participants thought they should have taken a course in 

educational psychology or pedagogy before taking a job in a primary or secondary school. 

These teachers were not used to having 30 children in a class. They did not know how to 

make them speak, how to set up pair- or group-work. It seemed to be common practice for 

many of them that the Hungarian teacher was present in their classes so as to ensure ̀order. ' 
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One NEST remarked that the moment the non-NEST left the room, the kids became 

`animals' (sic! ). 

This finding is supported by information gathered during an informal talk with Peace Corps 

volunteers in 1994. When asked about what kind of assistance they would expect from the 

Hungarian coordinators assigned to work with them, volunteers teaching in primary schools 

invariably mentioned `help with discipline in class' first, in the form of direct assistance as 

well as explanation on how to handle discipline problems. 

In a final report which evaluates the seven-year activity of the Peace Corps in Hungary 

(Deri and Ralls 1997), some of the conclusions point to a solution to the above mentioned 

problems. In realizing the `high professional standards' of the region, they recommend that 

volunteers with higher qualifications should be recruited, and that the organization should 

build more on local expertise: 

Less would be more: fewer but better trained volunteers would achieve a greater impact than a 

higher number of less experienced volunteers. (Deri and Ralls 1997: 17, my translation) 

7.3 Personal qualities 

On the personal level, the most common positive features mentioned are that NESTs are 

`nice' to their students or to their colleagues or just nice in general, they are friendly, 

unbiased, flexible and open minded. Their tolerance and empathy are equally appreciated. 

In comparison to Hungarian teachers, their native speaking colleagues seem to be more 
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interested in their students as individuals and are more ready to spend time with them. For 

some students this means socializing, for others it entails private consultation and 

professional attention. Either way, the result is invaluable levels of motivation, inspiration 

and encouragement. Student 12 sums it up in a way that could be set as a goal for every 

teacher: 

I always received a lot of inspiration, encouragement and challenge from my American 

teachers, for which I am very grateful and which, after all, I think is the main point in `being 

taught. ' (S 12) 

Many NESTs impress their students and colleagues with their devotion and enthusiasm. 

This enthusiasm is usually directed both at the students and the subject taught. Lack of 

enthusiasm in the form of negligence or carelessness is not tolerated well, nor is dullness or 

narrow mindedness: 

An Irish doctor of philosophy asked every time: What do you want to do? (S99) 

Some of them don't take seriously the job and don't prepare for the lesson, or deal with their 

favorite topics (liked or unliked by students) during whole terms. (S103) 

fie didn't notice that we wcrc not interested in, didn't know what he wanted. Maybe he was 

clever, but could not make us work, could not involve us. I was sorry for it, bccausc l would 

have spoken with pleasure. (Sl 13) 

Respondents appreciate if NESTs are intelligent and knowledgeable. These persons open 

up an international horizon, bring along a broader view of the world than what the students 

have, and act not merely as teachers but as ̀ intellectual partners' (S46): 

III could learn not only the language from them, but a lot about the world, other current 

issues. (ras) 
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For Hungarian colleagues it is of great importance that NESTs should be cooperative, 

willing to work on joint projects and ready to take advice (170, T67, T68, T4). Since 

NESTs often have to teach a class in tandem with a Hungarian teacher, this willingness to 

cooperate has direct bearing on the students as well (S 111). 

These personal features seem to play an important role regardless of professional skills or 

qualifications, in fact they can compensate for the lack of formal training: 

lie wasn't a language teacher but he was an archeologist. I... ] However it was wonderful to 

listen to his real English and to sec how he strove to process the method of teaching of a 

language. Ile was intelligent, clever and young and after a month he became a g(x)d native 

speaking teacher. (S94) 

7.4 Native vs. non-native teachers 

Although it was not the aim of the survey, many respondents felt the need to compare 

native and non-native teachers. Some of these comparisons do not favor either party but 

appreciate each on their own terms. There were quite a few people who expressed the 

opinion that the ideal situation was to get the best of both worlds and have both a native 

and a non-native teacher. Others did express a definite preference for one or the other 

giving a variety of reasons, such as NESTs for pronunciation, usage and fluency, non- 

NESTs for grammar and translation. There is an important lesson for NESTs in the 

following quote, namely that in order to be valued a 100 per cent by their students it is 

necessary for them to be able to teach grammar: 
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Nativc-spcaking teachers are very useful to practice the language, but there's nothing hencr 

than to have a Hungarian teacher who speaks English good enough and covers grammar. 

(T10) 

Some of the voices echo Phillipson's observation made in a wider European context: 

In the European foreign language teaching tradition (... J the ideal teacher has near-native 

speaker proficiency in the foreign language and comes from the same linguistic and cultural 

background as the learners. (1992a: 15) 

Native teachers are generally preferred to Hungarians in teaching writing skills, culture, 

civilization and literature. Another characteristic is mentioned by a teacher respondent 

which should be taken to heart by all Hungarian teachers: 

They motivated students in ways that native Ilungarian teachers often failed to do. (1'52) 

On the language front a favorable comparison is given to NESTs by the student who 

thought that in class one is usually taught `bookish' English, but with native speakers one 

has a chance to learn something different. (S 15) Another interesting aspect of comparison 

is brought up by the student who preferred NESTs because "Hungarian teachers often get 

lost in details and make students do so too" (S24). 

We might wonder why someone feels that native speaking teachers are better at planning 

lessons than courses. This can probably be explained by the fact that these teachers usually 

spend very short time in Hungary, sometimes just one semester and rarely more than two 

years. 
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7.5 Culture-related issues 

A considerable portion of the data suggest that many problems NESTs have in Hungary and 

many positive comments they earn come from a variety of culture-related issues. In this 

group are considered such issues as familiarity with the native language (L1) of the 

students, familiarity with the educational system, the values and expectations represented by 

schools and parents or the place of a teacher in society, and other more general issues such 

as attitudes towards the Hungarian way of thinking, Hungarian life and Hungarian people. 

7.5.1 LI 

NESTs' familiarity with the LI of the students is considered on two levels. The first level is 

their ability to actually speak the language, to communicate in it, to translate terms or to 

use Hungarian in class. This can be necessary, for instant, in groups of beginner or 

elementary students who occasionally require that the teacher explain certain things or give 

information in the students' mother tongue. The second level is the NESTs' knowledge 

about the language, their familiarity with the basic structural differences between English 

and Hungarian, in other words: some contrastive knowledge of the two languages. As 

examples I could mention the tense system, the use of prefixation and suffixation in place of 

prepositions or the flexibility of Hungarian word order, but there are some typical problem 

points also in the elements of pronunciation, sound formation and intonation. 

Very few people, in fact very few EFL specialists or even Applied Linguists are aware of 

the fact that English, as one of the Indo-European languages, is not related to Ilungarian at 

all, since Hungarian does not belong to this language family. Surrounded by half a dozen 
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Slavic nations in the north, east and south, Hungarians, quite mistakenly, are often 

perceived of as belonging to the Slavic group of Indo-European people, such as Russians, 

Poles, or Serbs, who in fact are just as different from Hungarians as the English, the 

Germans or the Romanians. Hungarian (native name magyar) is a Finno-Ugric language, 

remotely related to Finnish and Estonian (cf. Abondolo 1990, Crystal 1987). The 

importance of this difference in origin cannot be underestimated when teaching the linguistic 

structure of English to Hungarians. 

Not knowing Hungarian is a definite handicap in an EFL situation where being able to 

translate in speech or in writing is an important and useful skill in real life, and a skill that is 

tested in examinations. Negative evaluation is therefore given to teachers who cannot give 

the translation of words, the exact equivalents of some expressions where it might be 

important, and cannot provide translation practice for students who are preparing for 

exams. 

Hungarians know that their language system is very different from Indo-European 

languages and therefore are not surprised to find that "it is almost impossible for native 

speakers to realize the [grammatical] problems students have" (S3 1, S43). It is a 

commonplace of the classroom that NESTs have "difficulties with comparisons between 

English and Hungarian grammar points" (S 112). The following comment illustrates that 

our respondents are aware that they would benefit from their teachers' knowledge about 

Hungarian : 

INtSTsj should study the systcm of the languagc of the country they're going to so they could 

call the attcntioxn on scxnc tricky areas. (S45) 
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Medgyes (1992) points out that contrary to popular belief it is not `the more proficient the 

more efficient' but rather `the more proficient in the learners' mother tongue, the more 

efficient in the classroom' (p. 348). Therefore Medgyes asserts that NESTs should learn 

foreign languages and those teaching in a monolingual setting should learn the vernacular of 

the host country. 

When Medgyes sets this goal for NESTs, he knows very well that learning E4ungarian is 

actually a terribly difficult task for someone who only spends a few months or a year in 

Hungary. Our respondents seem to be more modest in their wishes and only suggest that 

NESTs have knowledge about Hungarian and should have some experience in learning 

another foreign language. One of these more permissive respondents says that "if they speak 

German or other foreign language, they can better understand our problems" (S99). 

Phillipson, the renowned expert on cultural imperialism sets this as a minimal requirement to 

all NESTs: 

.. it would seem to be a minimal requirement of teachers of English as a second or foreign 

language that they should have proven experience of and succcss in learning and using a 

second/foreign language themselves and that they should have profound familiarity with the 

language and culture of the learners they are responsible for. (1992a: 16) 

Seeing NESTs grappling with Hungarian has an additional, indirect benefit which the 

following quote calls our attention to: "Watching them [i. e. NESTs] learning our language 

revealed a lot about my profession as a language teacher I hadn't been aware of earlier" 

(TI5). What is implied here is that for a Hungarian teacher it is all too easy to see what a 

native English teacher does not know and cannot do, and pass a judgment on him or her, 
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but when a Hungarian has to act as a `native teacher' in helping an English or American 

person to learn the local vernacular, it is easy to see how little Hungarians know about how 

their own language works and how difficult it is to explain something to a non-native which 

to the LI speaker is obvious. 

7.5.2 Educational context: Values and expectations 

Another area of concern is the lack of familiarity with the host educational system. When 

discussing the problems arising from the lack of knowledge about the Hungarian school 

system, it is impossible to deny the responsibility of the receiving end, i. e. the schools, the 

local educational authorities or ministerial officials. It is their job above all to supply 

NESTs with all the information which is necessary for them to fit into the given context. 

Whether NESTs pay attention to or take account of the information given to them is 

another issue. What concerns us at the moment is that respondents do experience a number 

of difficulties at the root of which lies the NESTs' ignorance about the educational system 

which then gives rise to dissatisfaction on the part of both students and colleagues: 

Sometimes it was not clear for them what they were expected to do. (S 17) 

They don't know enough about Hungarian education so they don't know what they can expect 

of students. (T51) 

... do not know exactly what are students in a specialized English class gearing toward-, - they 

should know the requirements we have here. (132) 

If NESTs are not informed about the differences between the educational system of the host 

country as opposed to that of their native land, they are likely to believe that there is not 

much difference and act according to their own norms. On the other hand, it is also true 
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that school principals will only think of informing the new NEST of the school's 

expectations and values if they are aware of the fact that there is a need for this because 

there are differences, and that the Hungarian expectations and values are not self-evident to 

a foreign teacher. The comment that a NEST should "count with the differences in the 

educational system of his country and Hungary" (S30) can be reversed to say that the 

school which hires a NEST should also `count with the differences' in the educational 

system of Hungary and the NEST's country of origin. 

The situation is worse when a NEST is described as someone who ignores the differences, 

who shows no real interest in what he should teach or who does not know because he does 

not want to (S38). Efforts to teach something which the students consider irrelevant to 

Hungarian requirements are met with resistance (S22). The missionary zeal with which 

some NESTs try to introduce their approach is met with annoyance and hurt pride: 

Somc can't understand that they've come to work in an already existing system which they 

don't ncccssarily have to change/alter/modify. (S93) 

Holliday cites a Polish teacher expressing the same opinion in a letter to the Peace Corps: 

Although the Polish education system is undergoing radical changes, it does exist, and the 

colleges are part of it.... It does have aims, standards, procedures and regulations. These arc 

not obvious to many voluntcers and must be explained to them. Volunteers, in turn, should 

try to understand and adapt to the system. (Holliday 1994: 124) 

The items on both the negative and the positive list of Hungarians' experiences chime in 

with what Dubin and Wong observed in an in-service context (1990). Their advice to 

teacher educators can be applied to all NESTs: 
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we suggest that teacher educators must strive to understand the context of teaching through 

their participants' perspective, a goal that is more significant than bringing the latest word 

about theory or practice to teachers in the trenches. (p. 282) 

Coleman (l 996) drew similar conclusions from his tertiary-level EFL experiences in 

Indonesia: 

we will be in a good position to act effectively if - instead of merely criticising as substandard 

anything which is unfamiliar - we arc prepared to interprct within its cultural context 

everything that we find in the language classroom. (pp. 81-82) [emphasis in original) 

The need for giving and getting information is evident on both sides. Helping NESTs fit 

into the given system and giving them exact guidelines as to the school's norms and 

expectations will benefit the learners: 

They could have been even more helpful had they known better what was required of them in 

their new teaching situations. (T45) 

There are also scattered negative comments on the impermanence of teachers' stay. 

Hungarian colleagues have always found that the first year of a NEST is his or her 

apprenticeship only, and that they can truly be considered as fully efficient teachers from the 

second year on. If the school does not manage to keep the NEST for a second year, the 

effort put into the year of apprenticeship goes down the drain as experienced by one teacher 

respondent: "By the time they had learnt what and how to teach, they all left" (T45). 
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7.5.3 Attitude to host culture 

Unfortunately, even if schools do ask for relevant qualifications, and do carefully consider 

previous teaching experience, personal qualities and the length of intended stay, they still 

cannot hire their native-speaking applicant in the sure hope of a successful experience. 

According to the findings of this research, one of the most sensitive issues is something 

highly unpredictable, namely whether the native-speaking teacher will be able to deal with 

the culture gap. Respondents raised the issue of the attitude of the English-speaking 

teachers towards the host culture quite vehemently: 

Sometimes I feel that they think they arc in America and took us totally stupid. (S6) 

Unsuccessful are the teachers who are ignorant about Hungarian culture, and who do not 

accept Hungarian values: 

They tended to have fairly little understanding of the local culture & educational structures 

and attitudes, which caused frequent misunderstanding of the students' needs. (T'52) 

Similar findings are already documented in the literature. Prodromou (1992) administered a 

survey among 300 Greek students of English, some taught by British Council NESTs, some 

by local non-NESTs. Over half of the students in each school setting thought that their 

teacher should know the learners' mother tongue and know about the local culture (p. 43). 

Patronizing attitudes are resented by non-native colleagues, as are "chauvinistic attitudes in 

what is `best EFL methodology' even if they might know less about teaching monolingual 

classes than Hungarian EFL teachers" (T7). Many respondents found their visitors to lack 

basic knowledge of the host culture or ignore basic differences between the host culture and 

their own or actively exhibit prejudice against the host culture, with the prejudice mostly 
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taking the form of superiority. One NEST is reported to have been giving the students 

lectures on popularizing the United States. "Everything was fine that came from there, " 

commented a student (S29). 

Sometimes this superior attitude makes NESTs intentionally or sometimes unintentionally 

try to impose their system of values on their students (S41): 

Sometimes I've got a feeling as if they thought that they arc better than these ̀Ixxor 

Hungarians. ' (S61) 

(some come] with a kind of missionary zeal wanting to show poor ignorant Hungarians what 

democracy is all about. (T72) 

This impression is supported by some Peace Corps Volunteers who interpret their task in 

teaching culture as teaching their learners such skills as critical thinking, problem solving, 

how to be an initiator and how to stand up for themselves; each deeply rooted in the 

American value system. These and similar intentions do not seem to be appreciated by the 

students and earn more negative comments than praise: 

On the other hand those teachers should not be conceited, which I have experienced in few 

cases, but should accept that students of this or other East European countries arc significantly 

different from students of their own country. (S9) 

They often think in stereotypes. I think some more history (to be studied before settling here) 

would he of great help to those who wish to teach in this region. (S 10) 

Seme of them (mostly Americans) look down on us. It's frustrating, and their hchavior is 

primitive. (S43) 
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What creates the most negative feeling is not so much the lack of knowledge but the lack of 

interest, the lack of wanting and trying to fit in (T67). In some unfortunate cases, all the 

above is accompanied by a condescending or colonizing attitude and an air of over- 

confidence and self-importance. One experienced respondent who has worked with an 

estimated number of 50 native teachers in a variety of settings summed it up like this: 

The type of person I think I can do without is the fly-in `expert, ' especially if his/her only 

qualification is that s/he is a native speaker, with fairly blinkered ideas about what is right and 

what is wrong in EFL, and with disregard for the accumulated cxpcrtisc of Hungarian 

colleagues. This type of person is often rather scif-important too. Anothcr ncgativc type is 

the `martyr', for whom living and working in Hungary is a financial and professional 

sacrifice. (T68) 

While Hungarians tend to think that some NESTs only take up teaching abroad because 

they would not get a job in their home country, some Peace Corps volunteers insist that 

coming to Hungary is indeed a great personal and financial sacrifice for them, consequently 

they do want to see that they are making a difference. One person for instance explained on 

one occasion that she was unhappy about having to work in a big city like Budapest where 

there were so many native teachers around. "I'm no big deal, " she complained and thought 

that volunteers in Hungary should only be stationed in small towns where their presence is 

noticed more. 

Native speaking colleagues are successful and their work is highly appreciated if they are 

enthusiastic about teaching and living in Hungary, if they show openness in trying to 

understand Hungarian culture, if they are interested in Hungary. These NESTs are 
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described as open, flexible and adaptable, willing to learn, and "willing to share hardships of 

everyday life. " Not only do they demonstrate "willingness to contribute to EFL in 

Hungary"' but they are "more committed to improving EFL standards in Hungary than to 

furthering their own career"(T7). 

Some NESTs know how to use the cultural differences to the students' advantage and 

know how to exchange ideas in a non-condescending way: 

So this kind of relationship is often built on cultural differences as well, - and not only on 

language. They are not merely interlocutors but intellectual partners, with whom one can 

philosophize. (S46) 

Some very cooperative, taking the trouble to find out about the Ilungarian context. ('T72) 

The expectations towards NESTs are rather high it seems. Promising is the fact that, 

several respondents mention that they have had more positive than negative experiences, 

and that the situation has been improving in recent years. 

8 Project Outcome and Implications 

At the beginning of this research project i set three questions: 

1. How do Hungarian learners evaluate the presence of NESTs? 

2. What are Hungarian learners' needs and expectations? 

3. How can NESTs be prepared for these needs and expectations? 
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In Section 7,1 presented data which provide direct answers to question 1. My interest in 

this project however, does not he only in the native teacher but also in the Hungarian 

learner. I set myself questions 2 and 3 because I believe that from the evaluative comments 

of the learners conclusions can be drawn in response to questions 2 and 3. The learners' 

positive comments can be interpreted as fulfilled needs and expectations whereas their 

negative comments stem from needs and expectations that are not met. Therefore in the 

following section I give a synthesis of the research outcomes in response to questions 2 and 

3. The importance of these outcomes lies in the fact that they in part confirm already 

available research results, and, as new contribution to knowledge, they provide evidence 

from research data in support of what so far has been no more than professional intuitions 

or personal impressions. 

8.1 Needs and expectations of Hungarian learners 

The needs and expectations of Hungarian learners of English as synthesized from my 

research results can be summed up in three different areas: Professional, Personal and 

Cultural. 

" Hungarian learners expect an EFL teacher to be well educated. Proficiency in the 

language is a prerequisite, but it has to be accompanied by theoretical knowledge about 

the language, its structure and usage, and its varieties. The teacher has to be trained in 

methodology and pedagogy. He or she has to be the successful learner of at least one 

foreign language and has to have some knowledge of the host country's L 1. 
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" On the personal level, learners expect their teachers to be intelligent, open and flexible. 

They have to be enthusiastic about their subject and committed to their job. EFL 

teachers have to show genuine interest in their students and be concerned about their 

learning. Adaptability and willingness to learn are essential. 

" On the cultural level a language teacher is expected to both have knowledge and 

possess personal qualities. He or she must be knowledgeable in the culture of both the 

LI and the L2, with special attention to the educational traditions of the host country. 

On the personal level, teachers are expected to be culturally unbiased and open minded, 

aware and appreciative of cultural differences. 

These requirements apply to both native and non-native teachers. The data suggest that 

severe shortcomings in no more than one area can be compensated for by excellence in the 

other two. 

The positive survey results show that a number of needs and expectations are being met. 

Those which fall on the negative side can be worked on with better education, training and 

target oriented preparation. I believe that training institutions, recruiting organizations and 

receiving organizations bear primary responsibility in assuring that the needs and 

expectations of the learners are fulfilled. Training institutions are accountable for providing 

adequate teacher preparation programs, organizations recruiting and receiving NESTs are 

responsible in terms of giving thorough and well-founded information. The Project that I 

have presented here is groundbreaking in the sense of informing the profession with 

research data and providing a sound foundation for any policy making. 
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The lack of information based on research evidence in teacher education and educational 

policy making might result in the kind of most embarrassing situations as the one 

documented in the literature by Nyikos (1994). 1 am quoting it in full and here in order to 

give final emphasis to the true importance of my work: 

In the last few years, increasing numbers of freshly graduated college students with 

backgrounds in many academic fields have gone to Ilungary from English speaking countries. 

They have various degrees of preparation and experience in teaching English to nonnative 

speakers - many have none at all. A picture is worth a thousand words. 71iis note was 

composed by such a volunteer addressed to the mother of one of his Hungarian pupils: 

"hello Im your sons teaching just moved here from N. Y. your son is a fine student. I live here 

with my girlfriend engaged actually. I would very much like to meet you and learn how you 

come to about I lungary and what you do here. and some other questions. I seem to have a 

small problem I have lots of bills from home I must pay But they say I cannot make forint's 

into dollars. What to do if you could help it would be great. looking forward to meeting you. 

Thankyou 

PS. We are not with the peace core. this is what we chose" (p. 106) 

Typed version of exact words, spelling and punctuation. Nyikos was relieved to hear that 

this person had taught conversation and not e. g. composition. 

9. NESTs in teacher training overseas 

The reactions to NESTs' involvement in language teaching has direct implications for the 

involvement of NESTs in teacher training. If qualified NESTs do not receive adequate 
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preparation for teaching overseas (cf. Ainscough 1997, Holliday 1994, Liu 1998, Reid 

1995/1996, Wright 1995), the question of `importing' their trainers needs to also be 

examined. Let us recall that in order to achieve ̀ widest possible impact, ' aid organizations 

such as the British Council and USIS have considered it their main goal to influence 

Hungarian ELT via teacher education. 

Phillipson very strongly argues with the official British conviction that "university 

departments of applied linguistics in Britain lead the world in the research and practice of 

the teaching of language and especially English as both a foreign and second language" 

(1992a: 14). He is joined in his views by Nayar (1997), who, in a more satirical tone, 

questions native authority in training language teachers: 

universities and other private and public educational institutions in native speaking countries 

are in the business of training NNS teachers of English..... academics are invited and 

appointed as so-called experts, again not in English but in SL and FL, which is particularly 

interesting considering that native English speakers usually have themselves been very poor 

learners of an SL or FL. (p. 22) 

Who should teach English and who should train the teachers of English seems to have 

become a highly political issue: 

The politics of linguistics is such that the NSs of no language will support any move that will 

threaten their expert power or subvert their sense of ownership of and cultural identification 

with the language. In the case of English, even more powerful issues like control over the 

global discourse of language teaching and over a multimillion-dollar f; LT enterprise are 

involved. I... I What is needed, however, is to liberate the discourse of English teaching from 
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the control of NSs by separating knowledge of English from knowledge of English teaching. 

(see Auerbach 1993) (Nayar, 1997: 32) 

In unison with my findings, Britten (1985, cited in Dubin and Wong 1990: 284) mentions 

that the commonest need in in-service training programs set up by the British Council is for 

language improvement for the trainees. This is in complete contradiction with the efforts of 

both USIA and the British Council to provide aid for Hungarian EFL by bringing in experts 

in methodology and applied linguistics. 

Cullen (1994) identifies the lack of confidence as the motive that makes non-native teachers 

look for in-service language improvement opportunities -a motive that clearly emerged 

from my own NEST data as well: 

in most parts of the world where exposure to English is limited, and where English is not the 

medium of instruction but a compulsory foreign language on the school curriculum, the main 

concern of English teachers in primary and secondary schools is precisely this: the need to 

improve their own command of the language so that they can use it more fluently and above 

all more confidently, in the classroom. An in-service teacher training course which fails to 

take this into account is arguably failing to meet the needs or respond to the wishes of the 

teachers themselves. (p. 164) 

Dubin and Wong, two teacher educators, confirm the observations nude by Britten and 

Cullen by saying that the participants in their in-service training courses in Hungary "have 

been more apt to see the program as an opportunity to improve their English language 

skills" (1990: 289). This is particularly true for those English teachers who live in provincial 
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towns, and have very little or often no contact with English speakers at all. A Hungarian 

teacher and teacher trainer voices similar views in the following: 

7herc are particular implications for British organizations engaging in teacher training 

overseas. They need to bear in mind that, generally, the teachers they are [... ) training have 

come down from universities at which they have received a thorough grounding in linguistics 

and the broader cultural aspects of English. What these native speaker based organisations 

can most profitably help us to do is to develop our command of the language and our 

confidence in it [... ] This is the area of teacher development that we count as important - far 

more than sometimes having methodological procedures almost imposed on us that are 

inappropriate temperamentally and in terns of learning traditions. (Ruisa 1988: 49) 

There seems to be a mismatch of expectations on the part of trainers and in-service trainees 

which is based on lack of information or the lack of appropriate needs analysis. The import 

of foreign teaching and training methodology is problematic because, as Holliday asserts, 

"the educational environment within which BANA [British, Australian, North American] 

methodologies are designed and implemented is very different from those of TESEP 

[working in tertiary, secondary and primary education in many parts around the world] 

English language education" (1994: 93). 

Dubin and Wong ask important questions concerning the employment of foreign teacher 

educators in in-service teacher training programs which I believe are valid for pre-service 

teacher education as well: 

" Does the program staff have firsthand experience with the educational system and 
institutions of the teachers? 

0 [low conversant are the teacher educators with the teachers' first language and culture? 
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" How much time do the teacher educators have to acquaint themselves with various 
asks of the student teachers' culture? (1990: 283) 

Dubin and Wong base their article on experience gained in the 1980s, early enough for 

organizations which set up teacher training programs in the 1990s to know about. The 

authors promote an `ethnographic approach' in which it is vital for the visiting expert to 

realize the need for cross-cultural sensitivity, and to be aware that every attempt made at 

understanding the belief systems that motivate behavior in the host culture serves the overall 

goal. Similar to some of the teacher respondents in my survey, Dubin and Wong also raise 

their voices against the mere importation of ready made educational solutions and condemn 

those academic specialists, e. g. in TEFL who "have come prepared only to repeat the 

lectures they delivered on their own campuses in the United States, assuming that the 

content would be suitable for a Hungarian audience" (1990: 289). 

As a general rule for foreign participation in TEFL and TTELT one does best by bearing in 

mind Bahloul's words: 

If the system is to be altered, it must be changed from within. The volunteers' biggest mistake 

is to act as committed agents of change. (1994: 5) 

With this in mind, I move on from teaching to learning. After looking at how Hungarian 

learners learn, which is the topic of Part Three, I intend to pull all the culture related 

threads together in Part Four and examine how they point to the need for a culture-sensitive 

teacher education. 
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Part Three 

Project `B': The Language Learning Strategies Used by Hungarian 

Learners of English 

10 Introduction 

Having examined the needs and expectations of Hungarian learners of English as reflected 

in their evaluation of native-English-speaking teachers (NESTs) in Project `A, ' in the 

present project I turn to another feature of Hungarian learners and examine the different 

ways in which Hungarian students approach learning the English language. In Section 10,1 

give a short description of the development of the project and outline the research method I 

followed. Section 11 contains a brief overview of language learning strategy (LLS) 

research, and Sections 12-16 discuss the research I conducted into the learning strategy use 

of Hungarian students. 

10.1 The development of the project 

Similar to my NEST-Project, this Project on LLS also contains the further development of 

some earlier work. I became interested in the learning strategies of l-Iungarian students 

when preparing my M. Ed. dissertation. After years of focusing on teaching as a language 

teacher and teacher trainer, I wanted to turn to the learner, and decided to investigate the 
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learning techniques of Hungarian students of English. The project that I started working on 

soon outgrew the boundaries of an M. Ed. dissertation both in the nature and in the quantity 

of work. Therefore, for my Master's I chose to write about how incorporating theory in the 

teacher training seminar can translate into practice in the classroom in the form of 

awareness raising and strategy training. In this broad topic, I embedded the development 

of an original research instrument for investigating strategy use as an example and made 

reference to the fact that I intended to actually use this instrument in research for a later, 

more significant study. 

I see my own work in the area of LLS as a process in which my M. Ed. dissertation entitled 

Learning Strategies: Making Sense of Research for the Classroom (Kontra 1996) and 

Project `B' of this portfolio The Language Learning Strategies used by Hungarian 

Learners of English represent two major stages. The tangible link between the stages is 

provided by a research instrument developed in the first study and put to use in the second. 

Another link to my M. Ed. which needs to be acknowledged is the development of my 

thinking and understanding of Language Learning Strategies. 

Although for my LLS-Project I applied a research instrument which had been developed 

for and described in my Master's, the actual use of the instrument and the data are 

presented and interpreted here, in this work, for the first time. This is a significant project 

since to date nothing has been published on the strategy use of Hungarian learners of 

English. This is the first time that, beyond teachers' impressions and intuitions, actual data 

are made available on how Hungarian students approach the learning of English. 
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Before moving on to describing the qualitative research I carried out and presenting the 

analysis and interpretation of my data, in the following section I first highlight the research 

paradigms underlying this study, then, in Section 11,1 give a brief overview of the literature 

on learning strategies in second language acquisition (SLA). 

10.2 Research method 

As indicated in Section 3 on `Paradigms of Inquiry' (Part One), the research I undertook 

has phenomenological underpinnings and falls within a synthetic-heuristic framework. 

Thus it lies outside the mainstream in SLA research, which, utilizing the research techniques 

dominant in psychological studies, traditionally adopts logical-positivistic approaches and is 

directed toward statistical analyses In my research, however, I am not looking for some 

objective truth concerning one or more isolated variables, but am trying to construct a 

holistic picture of the nature of learning as seen by those who are involved. 

Although qualitative methods are increasingly gaining acceptance in SLA research and 

language education, they have only recently started to make their way into EFL/ESL 

publications (Allwright 1997, Davis 1992,1995, Duff 1995, Johnson 1992, Johnson and 

Saville-Troike 1992, Nunan 1997). TESOL Quarterly, for instance, has only been 

publishing specific guidelines for contributors of qualitative studies in each issue for the past 

few years (cf. McKay 1994, TESOL Quarterly 1994). Lazaraton (1995) points out that to 

date there are "no qualitative research methods texts written for and by applied linguists" 

(p. 458). Naturally, most of the literature on LLS which I review in Section 11, draws on 
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the positivist tradition of experimental research design and cannot serve as direct models 

for gaining a deeper understanding of the learning process from a holistic perspective. 

The approach I applied relies on emic data collection procedures such as observations, 

interviews and retrospective self-reports, and uses a constructivist and interpretive data 

analysis (Denzin and Lincoln 1994). The actual methodology of data collection and analysis 

are described in detail in the relevant sections. 

11 Review of the Literature 

11.1 Language learning strategies in second language acquisition 

Research in applied linguistics and language pedagogy has tended to emphasize universal 

features in second language acquisition and has attempted to identify common processes 

which affect every language learner in the same way. Considerably less attention has been 

given to the numerous differences which distinguish learners from one-another (Skehan 

1991). Distinguishing features fall into two major groups: ethnicity, gender and social class 

are considered social factors since they, as Ellis (1994) points out, affect learners as 

groups, while there are other factors, psychological in nature, which affect learners as 

individuals and are referred to as individual differences (ID). 

The study of ID has identified numerous factors such as motivation, aptitude, age, 

personality, cognitive style or sense modality preference which influence language learning 

outcomes. These factors have made their way into the methodology syllabus of Teaching 
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English as a Foreign Language (TEFL) to various degrees (Grosse 1991). Motivation, for 

instance, a factor which the teacher can have direct influence on, has always been more in 

the focus of attention than aptitude, which to current knowledge is considered a stable 

factor not readily influenced by the environment (Ellis 1994). Although there is 

considerable scope for future investigation in the field, recent years have only brought 

`slender achievements' in aptitude research (Skehan 1991: 279). 

A factor which has been given much attention in the past few decades and the study of 

which has made considerable advances only in the 1990s is Language Learning Strategies 

(LLS). Ellis, in his framework for investigating individual learner differences highlights the 

importance of LLS in their relation to other individual factors. 
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FIGURE 7. ELLIS'S FRAMEWORK FOR INVESTIGATING INDIVIDUAL LEARNER DIFFERENCES (1994: 473) 

This figure illustrates the mediating role of learning strategies between learning outcomes 

and various learner factors - such as motivation, learning style, anxiety, etc. - and the 

complexity of the relationship between the three sets of factors. The strategies employed by 

the learners are influenced by the other individual difl'erences but also have an effect on 
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them. Motivation or beliefs about learning, for instance, may determine strategy choice. but 

the successful application of a new strategy may positively affect the learners' level of 

motivation and modify their beliefs about language learning. Strategy choice and learning 

outcome also mutually affect one-another since it is assumed that the use of appropriate 

learning strategies result in a better learning outcome, and certain learning strategies 

become available only above certain proficiency level. 

11.2 Definitions of language learning strategies 

The study of LLS grew out of the investigations into the characteristics of the "good 

language learner" (Stern 1975, Naiman et at. 1978) and has been in the focus of interest 

ever since. Ellis (1994) gives a comprehensive overview of the different approaches to 

learning strategies, and their definition, description and classification with an attempt at 

finding a consensus. Based on his list of characteristics, I defined LLS in previous work as 

follows: 

Language learning strategies are general approaches and specific actions used to learn a 

foreign or second language. Some strategies are mental and non-observable, and some arc 

behavioral and observable. Learners are generally aware of the strategies they use, or can be 

if asked to pay attention. Language learning strategies are task oriented, learners deploy them 

in order to carry out a learning task. (Kontra, 1996: 11) 

This is a working definition, and as such, it is deliberately broad. Currently, there is 

insufficient evidence to justify a narrower one. Key writers (Chamot & O'Malley 1990, 

Cohen 1990, Oxford 1990, Rubin 1987, Rubin and Thompson 1982, Weinstein et al. 1988, 

Wenden 1991) have developed their own definitions and/or interpretations of the concept 
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and none can be preferred over the other without excluding some potentially important 

aspect. My own exploration of this field was done in my M. Ed. thesis (Kontra 1996). in 

which I made an attempt at contrasting the different viewpoints in detail and compromised 

the conflicting viewpoints following the considerations summarized below. 

In Stem's `speculative' list (1975: 316), the good language learner's ten strategies are 

described as style, approach, study habits or techniques. In modifying and extending this 

list, Naiman et al. (1978) quite clearly distinguish general strategies from more specific 

techniques. Wenden (1987a), who is one of the major contributors to the field, represents a 

completely different approach. In her use, the term learner (emphasis added) strategies, 

refers to three different phenomena: I/ "to language learning behaviors learners actually 

engage in to learn and regulate the learning of a second language, " 2/ "to what learners 

know about the strategies they use, " and 3/ "to what learners know about aspects of their 

language learning other than the strategies they use, e. g. what personal factors facilitate L2 

learning" (pp. 6-7). Chamot and Köpper (1989) on the other hand define learning strategies 

as "techniques which students use to comprehend, store and remember new information and 

skills" (p. 13). For Chamot and O'Malley (1990) learning strategies are "special thoughts or 

behaviors that individuals use to help them comprehend, learn, or retain new information" 

(P. 1). 

Besides using the terms behavior, specific actions and techniques, Oxford (1993) also 

describes strategies as "the tools for active, self directed involvement that is necessary for 

developing L2 communicative ability" (p. 175). This should not be considered as a mere 

issue of terminology. The distinction between 'behavior, ' 'techniques, ' 'too/s' and 
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`thoughts, ' is considerable. ̀Tools' is extremely vague, and therefore not a useful term. 

While behavior is general, techniques are specific actions, and while behavior and actions 

are visible, thoughts are not. How strategies are defined has a direct influence both on 

research and on practical use in the classroom. Viewing strategies as behavior implies that 

they are observable e. g. note-taking, while regarding them as thoughts or mental processes 

implies that they are non-observable, e. g. making associations. In my working definition, 

therefore the terms `general approaches' and `specific actions' are used and both observable 

and non-observable strategies are allowed for. 

Mention must be made of one of the early researchers, Tarone (1980), who excludes 

communication strategies from learning strategies. She distinguishes two main strategy 

groups: 1/ strategies of language use, which comprise communication strategy (paraphrase, 

transfer, avoidance) and production strategy (simplification, rehearsal, discourse planning) 

and 2/ language learning strategy, defined as "an attempt to develop linguistic and 

sociolinguistic competence in the target language" (1980: 419). She does not accept the 

view that communication strategies are also learning strategies, because "while learning may 

result from the use of a communication strategy, it does not have to" (p. 421). Unlike 

Tarone, Maclntyre does not distinguish between learning strategies and communication 

strategies when he says that strategies are "the actions chosen by language students that are 

intended to facilitate language acquisition and communication" (1994: 190). Oxford (1990) 

takes a similar stand when she does not make a clear distinction between strategies 

directed at learning the foreign language and those directed at using it. Ellis (1994) 

expresses a different viewpoint when criticizing Oxford's approach. Though Ellis admits 

that it is difficult to know whether a student is saying something in order to learn or in order 
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to communicate, to date there is insufficient research evidence to support the inclusion of 

communication strategies among learning strategies. 

A point of frequent disagreement between researchers is the question of conscious vs. non- 

conscious strategy application. Dissatisfied with current definitions which he finds too 

broad, Maclntyre (1994) suggests that "research related to language learning strategies 

should pare down the definition of `strategies' to focus on techniques to facilitate language 

learning that are deliberately chosen by the learner" (p. 185). This is rather a controversial 

issue in current strategy research because of the difficulty of drawing the line between 

conscious and unconscious, deliberate and non-deliberate strategy application. 'Ehe point is 

worth highlighting with the help of an example taken from practice. Some, usually 

inexperienced, language learners often become obstructed in their reading when they meet 

an unknown word in a reading passage, while others immediately try to look for clues in the 

sentence or try to relate the new word to something in their prior knowledge. 'I his 

technique can become so automatic that after a while the learner does not even think about 

it. It is questionable whether this means that the learner is not using strategies any snore. 

According to Maclntyre "a strategy should not be something that automatically occurs" 

(p. 190), and should be carefully distinguished from personality factors such as intelligence. 

I believe that it might be safe to think of conscious and automatic strategy use on a 

continuum rather than considering them as two mutually exclusive factors. Since research 

has not solved this dilemma yet, my working definition covers strategies that learners are or 

can be made aware of using. Having looked at how previous research defines LL S. I now 

turn to the different methods used in investigating their use. 



11.3 Previous research models 

Looking at the research methods and instruments applied in previous studies we find the 

same diversity as in the interpretation of learning strategies. In her critical evaluation of LLS 

research LoCastro observes that "there is a tendency for researchers to generate different 

sets of learning strategies, resulting in overlapping and poorly defined categories" 

(1994: 409). The following overview should serve as a background against which I 

designed my own investigation. 

Interviews 

Interviews are a self-evident means of investigating the learning strategies of students. 

Depending on how and what type of questions are asked, interviews tend to be labeled as 

unstructured, semi-structured or structured (Denzin and Lincoln 1994, Fraenkel and Wallen 

1993). Pearson's basically unstructured interviews with 12 Japanese businessmen yielded 

only a small amount and "subjectively reported" data (1988: 176). In the semi-structured 

interview format used by Wenden (1991), the respondents had been given a list of topics 

prior to the interviews. With the help of this list they had a chance to prepare for giving a 

detailed account of their learning experiences. In a structured interview, the interviewer 

usually follows a well planned and staged interview protocol such as the one used by Huang 

and Van Naerssen (1987) or by Chamot (1987). 

The interview formats have different advantages and disadvantages. If the researcher wants 

to minimize influencing the learner with his or her questions, the semi-structured interview 

is preferred. An important disadvantage of this format is that each learner might relate 
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diverging experiences thus making comparison and statistical evaluation virtually 
impossible. Data suitable for quantitative analysis can be gained in the course of a 

structured interview, which gives the researcher much more control. In this case, every 

person interviewed is asked the exact same questions, the responses to which can be 

summarized and analyzed using statistical methods (Naiman et al. 1978). Since 

administering interviews on a one-on-one basis is very time consuming, sonne researchers 

opt for doing them in small groups instead. In this case, however, we cannot exclude the 

possibility that the learners are influenced by one-another's answers. Transcribing the 

interview tapes is costly and laborious, and analyzing the results requires research skills and 

knowledge. One typical solution to the enlisted problems is to apply a written data 

collection method of some kind for the full sample, and interview only a part of the 

respondents orally. A number of researchers have indeed opted for the application of 

interviews in conjunction with other research instruments (Huang et al. 1987, Pickard 1996, 

Reiss 1985, Wenden 1991. ) 

Surveys and questionnaires 

When working with a big sample, surveys and questionnaires are preferred to interviews. 

For their factor analytic study on LLS use, for instance, Nyikos and Oxford (1993) 

surveyed a sample as big as 1200 college students from major midwestern universities in the 

United States. 

Previous research highlights several potential problems regarding the use of this method. 

Though surveys and questionnaires can be sent out to large numbers of learners at the same 

time, low response rate has to always be counted with. Open ended questions usually elicit 
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more information, but also require more thinking on the part of the respondent and take 

more time than questionnaires which only require the respondents to tick, underline or circle 

a given answer. Reiss (1985), for instance, designed a multiple choice questionnaire which 

offered three possible answers to each question. For the purpose of scoring the responses, 

the researcher decided in advance and without giving any formal justification of her 

preference, which answer successful learners would choose. This approach makes the 

results of her survey highly questionable. 

Relying partly on the work of Naiman et al. (1978) and Rubin (1981), and partly on 

`intuition, ' Politzer and McGroarty designed a Behavior Questionnaire (1985). An 

important feature of this instrument is that it separates questions into two groups according 

to classroom behavior and learning behavior during individual study. The importance of 

this distinction lies in the difference of interpretation of the term `learning' in different 

cultures; a point that escapes the attention of some other researchers. To highlight the 

problem, let me refer to Reid's Perceptual Learning Styles Preference Questionnaire 

(1987), which is somewhat inconsistent in specifying whether the word "learn" in a question 

refers to learning at home or learning in class, which confuses some respondents. When 

confronted with this problem, Reid explained (1996, personal communication) that in an 

American context this is not an issue since ̀ learning' by definition takes place in class. in a 

Hungarian cultural context, however, the term usually signifies sitting down with a book at 

home. 

In spite of the merits of their research questionnaire, Poltzer and McGroarty (1985) point 

out a number of shortcomings. They are aware of the possibility that responses can in some 
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cases merely reflect general intelligence or the desire to please the teacher/researcher and 

give the `right' answer. Their most important warning is against basing an instrument on 

such an elusive term as ̀ good language learning behavior. ' 

Another difficulty in designing surveys and questionnaires is the language of the questions. 

There are arguments both for administering them in the learners' LI and in the L2. If the 

target language is chosen, it is necessary to consider whether the instructions and the 

questions are simple enough for the learners to fully understand. If the questionnaire is to 

be done in the L1, there is a risk that some of the terms in it cannot be translated without a 

change in meaning, which in turn makes the renewed validation of the instrument necessary. 

An instrument which is being used extensively for assessing strategy use is Oxford's 

Strategy Inventory for Language Learning© (SILL) (1990). It is a useful tool in the hands 

of any teacher to asses the strategy use of his or her students. Since Oxford works with six 

major strategy classes -- Memory, Cognitive, Compensation, Metacognitive, Affective and 

Social -- the questionnaire consists of six corresponding sections. Respondents are given a 

list of strategy descriptions and have to decide if they use these strategies in learning a 

language. As strategy use is not a matter of plain `yes' or `no', a five point Likert scale° 

4attitude scale: a technique for measuring a person's reaction to something. A common scale is the Liked 
Scale. With this a statement of belief or attitude is shown to someone, and they arc asked to show how 
strongly they agree or disagree with the statement by marking a scale like the one shown below: 
Foreign languages are important for all educated adults. 

1234567 
strongly disagree agree strongly 
disagree agree 

(Richards, J., Platt, J. and Weber, II. (1985). Longman Dictionary of Applied Linguistics. Ilarlow: 
L(, mngman. p. 20. ) 
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ranging from never or almost never true of me to always or almost always true of me is 

provided. (See Appendix Three. ) 

A practical advantage of SILL is that the items are grouped and the scores are evaluated 

according to strategy types. The scores achieved in each category indicate to the learner 

and the teacher in which of the strategy areas training could be especially beneficial. Similar 

total scores of two students can indicate very different uses of learning strategies. One 

student might be using equally few strategies from each strategy group, while another might 

be making use of one group of strategies and neglecting others. If SILL is administered in 

class, which can easily be done, the individual differences can be discussed and plans for 

systematic strategy training can be made. 

SILL does not know `right' or `wrong' answers and does not label students as good or bad, 

successful or unsuccessful language learners. It only suggests that some new strategies are 

available for those learners who score low, and that they should consult their teacher about 

them. 

In spite of its positive features, SILL is far from being a perfect instrument for investigating 

strategy use. The researcher must be mindful of the fact that SILL is based on a taxonomy 

which is intuitive in character and lacks sufficient support by empirical research. At the root 

of the problem lie the assumptions that 1) there is a finite list of LLS and 2) that Oxford's 

taxonomy identifies them all. These assumptions constitute a premise which limits the 

researcher and restricts him or her severely in drawing conclusions from the research 

results. It is true that SILL can be used for identifying which strategies from the taxonomy 
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a learner uses, but the instrument lacks some open questions to probe into the use of any 

yet unidentified strategies. Since the descriptions of the strategies are very short and 

concise in SILL, sometimes they might make it difficult for the learner to recognize their 

own strategies in them without additional explanation or help from the teacher or the 

researcher. An additional point of criticism to mention is that SILL does not link the use of 

strategies to the performance of particular tasks. These considerations make the use of an 

additional research instrument to be applied in combination with SILL highly advisable. 

Observation 

A method free from many of the deficiencies of questionnaires and surveys is observation. 

Strategy use has often been assessed via this method (Chesterfield and Chesterfield, 1985, 

Cohen 1990, Reiss 1985, Rubin 1981, etc. ). The advantage of observation is that it is 

perhaps the least intrusive of all in the sense that it allows the researcher to assess strategy 

use in its natural occurrence, without influencing the learner with questions, descriptions or 

hints. However, for the study of individual differences, observation has not been 

particularly successful since learners do not reveal much in a naturalistic setting. 

Observation is only plausible in the case of such strategies as for instance note taking, using 

resources, asking for clarification or cooperating with others. In the case of such 

strategies as guessing, elaborating and inferencing, strategy application takes place in the 

mind without visible manifestations, and can therefore be assessed only by using other 

techniques. Rubin (1981) warns fellow researchers of the tedious nature of this approach 

from personal experience. Cohen (1990) calls attention to another limitation of observation. 

He argues that since this technique can only record the physical movement of students, data 
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collection will be limited to students who speak out loud and nothing will be discovered 

about those who remain quiet. It needs to be also noted, that even in the case of observable 

strategies, post-observation discussions with the learners do not always confinn the strategy 

use the observers think they have witnessed. Reiss (1985) reports a number of instances 

when researchers (Hosenfeld 1976, Naiman et al. 1978, Cohen and Aphek 1978) found it 

difficult for an observer to identify real strategy use without consulting the learner 

afterwards. This finding was later confirmed by Chamot (1987). 

Concurrent and retrospective self-report 

It was mentioned above that many of the strategies are not observable. Self reports are 

preferred to observations for the fact that they make the investigation of `non-physical' 

strategies possible. Researchers can assess strategy use by conducting experiments in which 

students carry out learning tasks and either report on their strategy use while performing the 

task in the form of a think-aloud protocol (e. g. Vann and Abraham 1990), - also referred to 

as "self-revelation" by Cohen (1987: 33) - or tell about it retrospectively (Vogely 1995). 

Cohen further distinguishes between immediate and delayed retrospection. Retrospection 

can be considered immediate if it takes place within an hour of the event, while delayed 

retrospection can occur as late as a few hours, days or weeks after the event. Garner 

(l 988), among others, suggests that the interval between strategy use and strategy report be 

reduced to a minimum in order to increase the accuracy of responses. 

Researchers prefer this format for the abundance of detail and the richness of data that can 

be gained. One important risk in the use of retrospective self-reports is that some learners 

report very little, and much information can get lost owing to the unwillingness or the 
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inability of the learner to report in detail (Cohen 1987). One way to prevent this problem is 

by providing a warm-up task (Chamot 1995) or some pre-training. Very precise and 

detailed instructions can also help learners reveal their learning processes. Besides poor 

methods of reporting, Cohen (1987) attributes much of poor verbal report data to flawed 

elicitation techniques. 

Valuable advantages of the think-aloud format are its "low degree of explicitness" (Seliger 

and Shohamy 1989: 156) in the sense that the instrument does not suggest what the `good' 

answer is, and that the data collection takes place under non-threatening circumstances. The 

practical disadvantage of this approach is the need for audiotaping and producing accurate 

tapescripts which makes it both costly and time-consuming. 

Language learning diaries are a useful means of self-report on strategy use in the case of 

learners who visit or live permanently in the L2 country where they experience the full 

richness of a foreign/second language environment. These learners are exposed to the 

language 24 hours a day and have to actively use it in their daily fives. Some teachers have 

attempted to use this method with foreign language students as well. Szalay (1995) 

experimented with this approach in her Hungarian classroom with only moderate success. 

Her students showed little cooperation partly because they did not see the value of the 

activity, and also because they felt that there was so little language learning taking place 

outside the classroom that there was not enough to report on. 

Chamot and O'Malley (1990) observe that the strategies reported depend on the data 

collection methodology. They also note that "think-aloud data collection and other 

interview procedures delimit the task and the context but leave open the nature of the 
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strategies that are reported. Wenden (1983) has expressed concern that self-reported 

strategies fail to lend themselves to rigorous analysis or classification due to the subjectivity 

of self-reports" (p. 93). 

In view of all of the pros and cons of previous research examples, it should be clear why I 

could not follow anyone's model but had to design my own approach for the research of 

Hungarian learners' strategy use. I tried to build on the strength of some of the reviewed 

approaches and tried to avoid foreseeable pitfalls. I developed an original strategy research 

instrument for assessing the task-based strategy use of learners of English. The 

development and the piloting of this instrument are described in my M. Ed. dissertation 

(Kontra 1996). In the following section I describe the complete design of my research and 

the applied methodology. 

12 Research into the Learning Strategy use of Hungarian Learners 

12.1 The need for strategy research 

Learning strategy research grew out of very practical needs and it is this practical quality 

which may have caused the sudden and very widespread interest in the topic in the 1980s 

and 1990s. If Ellis's view on the mediating role of LLS between other individual learner 

differences and learning outcomes outlined in 11.1 is accepted (see Fig. 7), it is clear that 

the study of LLS can be a key to determining what makes someone into a good language 

learner and whether a person with less fortunate given factors such as age or aptitude can 

achieve better results with the help of improved strategy use. It is probably no coincidence 

that soon after the initial studies on how people learn (Naiman, et al. 1978, Rubin 1975, 
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etc. ), key researchers began to conduct their investigations in learner groups of particular 

ethnic origin (Chamot and O'Malley 1990, Okada et al. 1996, Oxford 1990, Reid 1998, 

Schmidt et al. 1996). While Cohen (1990) illuminates the benefits of learning strategy 

research and training for "learners from a multiplicity of backgrounds" (p. l ), LoCastro 

(1994) and Rees-Miller (1993) express their doubts in the applicability of available research 

results gained mainly in North American university ESL settings to learning environments 

with different cultural, educational and socio-economical backgrounds, and support the 

need for further investigation with research evidence. 

In Hungary, while research has been carried out to investigate the motivational construct 

(Clement et al. 1994, Dörnyei 1990), the learning styles (Reid et al. 1997) the 

communication strategies (Dörnyei & Scott 1997), and the pragmatic awareness of 

Hungarian language learners (Bardovi & Dörnyei 1997), to date no monograph has been 

written about how the Hungarian language learner learns or how the Hungarian learner 

learns English. No one has systematically investigated whether Hungarian language 

learners' strategies show any common group-features which might be rooted in the 

Hungarian culture and/or education system. If they do, these features could provide a base 

for a culturally oriented teacher training program. 

Research Question: 

The question of whether we can speak about the Hungarian language learner or the 

Hungarian learner of English at all arises naturally from the above considerations. My 

research goal was to investigate this issue from the point of view of learning strategies: to 

explore students' strategy repertoire and to obtain a broad survey of the types of strategies 
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students use. I was interested in seeing to what extent they use the strategies already 

documented in the literature and whether they use other strategies which have not been 

identified yet. My research is based on the following very simple question: 

What do Hungarian learners of English do to learn? 

This rather broad question can be broken into several smaller, more tangible questions such 

as How do they learn? What `tricks' and techniques do they apply? What physical actions 

do they take and what takes place in their mind? Are they aware of these techniques or do 

they use them automatically? Do students learn how to learn from anybody? 

In order to explore this area and get a better understanding of it, I designed and carried out 

a research project in 1995-96. The data collection phase was closed in 1996. In the 

following I describe the applied research methodology and in the subsequent sections 1 deal 

with the details of the research procedure, the data and the analysis and interpretation. 

12.2 Research methodology 

12.2.1 Data collection 

I used qualitative methods of data collection and analysis for generating a hypothesis with 

regard to how Hungarian learners go about learning English. I designed my research so that 

a full range of strategies applied by a group of Hungarian learners of English can be 

identified and described. Although no data collection method is foolproof, I tried to create 

my research with a "low degree of explicitness" (Seliger and Shohamy 1989: 156) to 

minimize the discrepancy between what the learners did, what they thought they did, or 

what they thought the investigator wanted to hear. Since learning takes place within the 
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individual learner, most LLS are non-observable in a natural setting, therefore some minimal 

`manipulation' (Seliger & Shohamy 1989: 119) was necessary insofar as a learning situation 

had to be created. In designing my research instrument I tried to ensure that students do in 

the research situation what they normally do under non-research circumstances. 

Triangulation: 

Guba (1981) asserts that triangulation, that is different investigators, different perspectives 

or different methods, "for example, questionnaires, interviews and documentary analyses, 

should be used when possible" in naturalistic inquiries (p. 85). Seliger and Shohamy (1989) 

also point out that "the use of a variety of methods to collect data allows the researcher to 

validate findings through triangulation" (p. 123). To this end, I employed multiple data 

collection procedures. A learning situation was created in which students were observed. 

Then the students were asked to write a retrospective self-report. This was followed by a 

task-production phase. For the sake of getting as complex a picture as possible, follow-up 

interviews were made with a selected portion of the total sample. The data in this study 

consequently come from four sources. 

1. The subjects were given learning tasks and after their attention had been drawn explicitly 

to the learning process they were asked to verbalize in writing on the techniques they had 

applied. These verbalizations form the core of my data and are from here on referred to as 

self-report data. 

2. Garner (1988) in her criticism of verbal methods for externalizing learning strategies 

points out that observable non-verbal behaviors are an excellent companion database and 
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that combining self-report data with product data is also a useful approach. Accordingly, 

subjects were observed during task completion and notes were taken on their behavior 

which yielded a set of observation data. 

3. Students were asked to reproduce in writing what they had learned in stage 1, and from 

these task products I gained indirect data on their strategy use. These data are referred to as 

task performance data. 

4. Finally, taped interviews were conducted with a selected group of students; these are my 

interview data. 

Language use 

The literature on qualitative research in applied linguistics draws attention to the difficulty 

caused by language use (Seliger & Shohamy 1989). In second language research it is not 

simply a matter of asking learners what they think, since the language used by the learners 

to describe their experiences is also language which at that point is incompletely learned. 

This limitation makes it difficult to validate findings that have been observed. To overcome 

this difficulty I followed the example of Chamot (1995), and offered students free choice in 

using English or Hungarian or a mixture of the two both in the written data collection and in 

the follow-up interviews. 

12.2.2 Data analysis 

As is the nature of qualitative research, my methodology evolved cyclically as the research 

progressed (Miles and lluberman 1994, Davis 1995). It was the analysis which determined 
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the next data collection phase which again determined the type of analysis to be performed. 

The method applied is best described by the term ̀ funnel' (Seliger & Shohamy 1989) which 

means that the researcher recycles the data, redefines the area, sharpens the focus of 

research and narrows it down gradually until patterns, explanations or questions for further 

research take shape. Following this approach, any conclusions that are reached result from 

considering only the data and the possible patterns which can be inferred inductively from it. 

Sometimes categories emerge, at other times the researchers approach the data with 

predetermined categories in mind and the text segments are selected and sorted according 

to the existing system. 

I made use of both of the above techniques: in the first stage of data analysis I matched my 

data against predetermined categories and set aside the data which did not fit into these 

categories. These data I analyzed for emerging categories using the constant comparative 

method (Maykut & Morehouse 1994). Intra-rater reliability was provided by re-rating part 

of the sample after a period of time had elapsed from the initial categorization of the 

responses in order to compare the degree of agreement which existed between the first and 

second analyses and to examine whether the same patterns or categories emerge again. 

A salient feature of qualitative research is the assumption of "multiple constructed realities" 

(Lincoln and Guba 1985: 37). As a consequence of this philosophical standpoint the 

question of internal and external validity and reliability in qualitative research gets a different 

interpretation, and in order to demonstrate the `truth value' of research findings and 

interpretations researchers must demonstrate the credibility and transferability of their 

assertions (Guba 1981). For the purpose of ensuring the trustworthiness of inquiries 

conducted within the naturalistic/phenomenological paradigm, Guba enumerates a number 
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of advisable actions that researchers should take. In my project. trustworthiness is achieved 

by multiple methods of data collection, leaving an audit trail. keeping reflective journal 

notes and holding occasional peer debriefing sessions with an outsider colleague. 

It is necessary to know how far the conclusions of a study can be `generalized', but the 

concept of generalizability as understood in quantitative research gets a different 

interpretation in qualitative studies. Schofield (1993) argues that generalizability "in the 

sense of producing laws that apply universally" is neither a useful stand nor an obtainable 

goal in social sciences (p. 97). Guba (1981) replaces the term with `transferability, ' which 

can be achieved via `purposive sampling' that is aimed at maximizing the range of 

information gathered, and by collecting " `thick' descriptive data that will permit the 

comparison of this context to other possible contexts" (p. 86). Limitations of transferability 

must be acknowledged. The degree of transferability of my findings to another context 

depends on the degree to which the two contexts are similar. 

1 )G 



12.3 The target group 

Research was carried out in six groups of a total of 100 secondary school students in 

Budapest. Rather than choosing a representative sample, special care was taken to select a 

mixture of schools in terms of both prestige and location (Guba 1981). In order to get the 

widest possible range of information obtainable under very limited technical (stafng) and 

financial circumstances, an attempt was made to select students from various parts of town, 

from working class neighborhoods, from upper middle class suburban areas and, if possible, 

from rural places as well. Not only do the respondents come from geographically and 

socially diverse localities but their schools also differ in terms of prestige, reputation and 

academic achievement. Average, below average as well as above average students are 

included in the sample. In this way my data come from a maximum-variation sample 

(Maykut and Morehouse 1994, Miles and Huberman 1994) which should account for most 

of the strategies that are typically used among young Hungarian learners of English. 

The six student groups (Fig. 8) come from four different grammar-schools in Budapest, 

which are described below. Instead of the real names of the schools, pseudonyms are used. 

SCHOOL ONE. ('University School, ' Groups marked K and W): University affiliated 

combined primary and secondary grammar school. Student teachers from the ELT program 

of Eötvös Lorand University (ELTE) do their practicum here. It is acknowledged as one of 

the best schools in town in terms of its orientation towards high academic achievement 

which can be measured by the consistently high figures of student admittance to higher 
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education. The student body consists of talented youngsters who go through two highly 

competitive selection processes before the age of 12. 

SCHOOL TWO. ('Church School, ' Group marked GY): A Lutheran church-school with 

many students coming from the provinces. The students were characterized by their teacher 

as having moderate abilities and a moderate level of previous education, but who are hard 

working, motivated, studious and very disciplined. During my visits, I was met with an 

extremely helpful and supportive attitude. My impression from staff and pupils was that the 

school has a good atmosphere, and that it is a place where hard work and good grades are 

valued. 

SCHOOL THREE. ('Suburban School, ' Groups marked N and H): One of the `better' 

schools in town, situated in a wealthier middle-class area. The school owes its popular 

categorization as a `better' school to its selective entrance requirements. It recruits students 

aged 14 with very good (`jeles') or excellent (`kitün6') primary school results. Students 

demonstrate good, though usually not outstanding academic achievements. Although the 

school enjoys a solid reputation there are some attitude and discipline problems. One of the 

two groups, marked `H' is characterized by their teacher as problematic, group `N' as 

average. 

SCHOOL FOUR. ('District School, ' Group marked B): A school in the outskirts of 

Budapest. The school building actually houses two institutions, a regular secondary 

grammar school and a prestigious dual-language school. Group B is a class in the regular 

program filled with non-selected students. The group is relatively large and is described by 
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their teacher as one of very mixed abilities and knowledge. During my visit the students also 

seemed to be ̀ mixed' in terms of discipline and motivation 

SCHOOL GROUP NO. of STUDENTS IDENTIFICATION CODES 

School One K 10 K/1 - K/10 

W 16 W/1- W/16 

School Two GY 19 Gy/1-Gy/19 

School Three N 15 N/I -N/15 

H 20 H/1-1-1/20 

School Four B 20 B/1-B/20 

TOTAL 6 100 - 

FIGURE 8. THE RESPONDENTS ACCORDING TO GROUPS AND SCHOOLS. 

The teachers are also different in each of these schools: groups K, W, GY, and N have 

selected and highly trained mentor teachers, while H and B have average teachers. 

The students in the six groups were 16-18 years old at the time of the data collection. 

When selecting the age group to be studied, three criteria were considered. 

1. Proficiency: The students should speak English well enough to be able to carry 

out the tasks. 

2. Age: The students should be mature enough to be able to adopt a supportive 

attitude to the research and write a serious self-report. 
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3. Practicalities: The students should be available for some time after the collection 

and analysis of the written data for the purpose of individual 

interviews. 

I found respondents who satisfy the above criteria to be students at the end of the second or 

at the beginning of the third year of learning English. The only exception was Group B, a 

class from a school with lower educational standards, who were beginning their fourth year 

of the secondary school at the time of the data collection. 

12.4 Written data collection 

The research instrument used for the collection of written data was developed and piloted in 

a previous project leading up to this one. The process is described in detail in Kontra 

(1996), of which I give a short summary in 12.4.1 - 12.4.3. First I provide the rationale for 

my choice of instrument, then I introduce the tasks I used. 12.4.2 and 12.4.3 sum up the 

piloting procedure and its results. Following the piloting of the instrument some minor 

changes were made therefore I delay offering a full account of the actual procedure of the 

data collection in the target groups until I have taken the reader to 12.4.4. 

12.4.1 The research instrument 

Rationale 

In my selection of a research instrument I attempted to learn from the experience of other 

researchers. My aim was to use an instrument which was not only non-threatening, but also 
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interesting enough to win the collaboration of the learners. Since both the respondents and 

their teachers were doing me a favor by giving up precious class-time, the instrument had to 

be short, easy to administer yet have the potential of generating plenty of data. Although I 

wanted to follow a naturalistic design, I knew from the literature that observation in itself 

was an inadequate tool for researching LLS. However, I wanted spontaneous data, 

uninfluenced, undirected, uncoached, all of which made the learning task - retrospective 

self-Le ort format the most suitable choice. The instrument which I had developed during 

my M. Ed. work (Kontra 1996) promised to possess all the necessary features. 

Choosing to do a task based self-report offers important advantages to the researcher of 

learning processes. The open-ended format allows for freedom of expression and leaves 

plenty of room for individuals' creative responses. However, these creative responses 

center around a shared task, therefore they allow for some comparison and summative 

evaluation. The task performance takes place in front of the researcher's eyes and makes 

the observation of some visible strategy use possible. 

Task selection 

For the purpose of getting insight into a wide range and rich variety of LLS I needed a tool 

which can generate the use of different groups of strategies. It was also important that the 

set tasks should clearly suggest the use of certain common strategies, so that if students 

failed to use them, that should be truly indicative of the absence of this strategy fron the 

students' repertoire and not of forgetfulness or task unclarity. The tasks were to be written 

in simple language to make them understandable by Hungarian students of English in the 

second or third year of the grammar school. 
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I decided to use three different tasks to ensure a variety of strategy use. It is believed that 

strategies are task specific, which means that different tasks require the use of different 

strategies (see Elbaum et al. 1993, Nunan 1991, O'Malley et al. 1985). 1 opted for three 

different tasks of which each individual student got only one. The first task was learning a 

poem, the second was memorizing a list of related words, and the third was giving a 

summary of a short text taken from an EFL coursebook (Fig. 9). 

For Task Aa poem was chosen because it is common to learn a poem exclusively by rote 

memorization, so this task was expected to help bring out whether any of the students can 

use less conventional and more meaningful strategies. This particular poem, "Last entries 

in Mayakovsky's notebook" by Frederick Seidel (1968, cited in Stevick 1986) was selected 

because of its very rich imagery. 

The reason for including a wordset in Task B was that many teachers in Hungary still often 

give their students lists of words to memorize. From Naiman et al. (1978) to Chamot and 

O'Malley (1990) mention has been made of the frequent report of strategies associated with 

vocabulary learning: 

The greatest number of techniques appeared in the area of vocabulary acquisition. (Naiman et 

al, 1978: 15) 
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Task A Task B 

You have five minutes to learn the following You have five minutes to learn the following words. 

poem. You can use any means, aids, methods you You can use any means, aids or methods you wish. 

wish. 
Words: Bicycle 

Poem 

I know chain guard 

The power of words cross bar 

saddle 

It is nothing! fender 

A fallen spokes 

brake lever 

Petal under toe strap 

A dancer's heel handle bar 

tire 

But man seat tube 

In his soul, his lips, in his bones. 

(Seidel, 1968, cited in Stcvick, 1986) 

Task C. 

Read the following text and prepare yourself for giving a short summary of it in five minutes. 

You can use any means, aids or methods you wish. 

Text 

General female suffrage was not granted in the United States till August 1920, although women in the 

states of Wyoming, Colorado, Utah and Idaho were allowed to vote in 1869,1893,1895 and 1896 

respectively. In 1918 women over thirty were enfranchised in Britain and subsequently, all adult women 

in 1928. The earliest country to give the vote to women was New Zealand in 1893, but in Europe it was 

not until 1906 that women first gained the vote for elections to the Finnish Diet. Norwegian women got 

the vote in 1907, and the Spanish in 1934. In Germany, as in Britain, women's suffrage was first granted 

in 1918. In France it was 1944 and in Italy 1945, but the Swiss had to wait until 1971. 

(From: Bridge to Proficiency by Archer and Nolan-Woods, 1984) 

FIGURE 9. LEARNING TASKS FOR STRATEGY ASSESSMENT (KONTRA, 1996: 54) 
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The vocabulary task is also suitable for distinguishing between students with different 

learning styles as the observation made by Ely suggests: 

When faced with the task of learning new words, students high in tolerance of ambiguity were 

less likely to simply memorize the words through rote repetition, but favored the more 

creative technique of constructing mental images to aid later recall. (1989: 442) 

For Task CI chose a short text and in the task instruction I asked the learners to get ready 

for summarizing it. Dealing with an unknown text requires skills very different from 

memorizing a poem or a list of words. In order to summarize a reading passage one must 

apply a wide variety of strategies of which memory strategies form just a small group. Out 

of the three tasks this is one which definitely cannot be solved by rote memorization, at least 

not in the given 5 minutes. In situations like this Oxford has observed unskillful learners 

"helplessly throwing up their hands, or immediately resorting to the dictionary to look up 

each new word" (Oxford et al., 1989: 34). Skillful learners, on the other hand, have such 

means in their strategy repertoire as selective attention, guessing, elaborating and other 

strategies. Figure 9 shows each of the three tasks in its original form. 

12.4.2 Piloting 

The tasks were piloted in a group of English major university students taking a course on 

language learning strategies at the time (Kontra, 1994,1996). The choice of the pilot group 

can be justified by the fact that these students were all very experienced and successful 

learners of English who I expected to possess a wide range of learning strategies. Trying 

out the instrument on them helped to check whether the particular tasks were adequate for 
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eliciting the use of a wide variety of strategies and whether the designed procedure needed 

any modification. 

As a result of the pilot experience, I found that the students performed a number of actions 

which were clearly observable but that they did not report on, such as asking fror he!, ), using 

the dictionary, mouthing, silent reciting, fiddling with an object or scribbling. This 

confirmed my intention to take observation notes during data collection. I also changed the 

original sequencing of the three phases which had been ̀ learn - perfonn - report. ' After the 

change the self-report phase was put in the middle. This way the students were more likely 

to remember and report on the learning process in more detail. An additional benefit of the 

switch was that after a little time lapse students had to rely more on their recall strategies to 

reproduce the poem and the wordlist, or to give a summary of the text. 

The pilot run also showed that students needed more help in understanding how to describe 

actions in detail, and how to verbalize on something that takes place in the mind. It was 

important for my research that the learners report on every step they take in the learning 

process, regardless of whether they take it consciously or automatically. Following Chamot 

(1995) 1 had originally prepared a warm-up task which involved mathematical computation 

to provide the students with some practice in verbalizing mental processes. This did not 

produce the required results, therefore I decided that the target groups should be given a 

new example of what is meant by describing an action one does not think about step by 

step. Instead of the old example of describing the process of multiplying a three-digit 

number, the new example involved eating biscuits from a packet accompanied by physical 

135 



demonstration which had the additional benefit of creating a positive atmosphere in the 

group. 

12.4.3 Strategy options for tasks A, B and C 

With regard to the variety of reported strategies, the piloting of the instrument produced the 

expected results. In the following I reproduce the composite lists of strategies collected 

from the self-reports, task productions and observation notes. Although individual students 

used only a few of all these options, it can be seen clearly that the instrument was suitable 

for the intended use. As can be observed in the lists, some of strategies are appropriate for 

each of the three tasks and are therefore repeated, while others are more task specific and 

occur only once. 

"Task A. - Poem: 

Asking for clarification; asking the meaning of words e. g.: bones, petal, heel. 

Using imagery; imagining the poem as a picture with a dancer, a petal under his 

heel, etc.; taking a mental photograph of the (inn of the poem, the short and 

long lines, the words or the gaps between lines. 

Counting the verses and the lines. 

Using sound patterns, the rhythm and music of the poem. 

Mouthing, rehearsing well, reviewing. 

Self-monitoring. 

Practicc by copying the poem. 

Reciting the poem to a partner. 

Translating the poem into simple 1.1 to remember what it is about, then 

filling the content with the appropriate 1.2 words. 
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Task B. - Bicycle: 

Using resources, asking for help. 

Asking for clarification, asking the meaning of some words, e. g.: 

spokes, fender, be strap. 

Counting the number of words. 

Establishing links, pairing and grouping short words and two word 

expressions, e. g.: the ones which have the same second component like 

handle bar, cross bar. 

Looking for keywords. 

Drawing, matching words to parts of the drawing. 

Mouthing, rehearsing, reviewing. 

Self-monitoring. 

Practice by copying the words. 

Practice with a partner. 

Task C. - Text: 

Advance organization, reading for gist. 

Selective attention to specific information, facts, data. 

Highlighting, underlining, note-taking, grouping, pairing, making lists. 

Making inferences. 

Resourcing, using a dictionary. 

Asking for clarification, e. g.: the meaning of suffrage or enfranchise. 

Organizing work. 

Planning production. 

Rchearsing. 

Self monitoring. 

Cooperating with others, e. g.: in looking up words. 

Practicing with a Partner, asking for correction. 

(Kontra 1996: 58-59) 
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The great number of the elicited strategies and their diversity indicated that the tasks were 

adequate for generating strategy use and gave reason to expect that the students in the 

actual target groups would demonstrate similar diversity in their strategy use. These 

strategies also showed great s milarity to the ones already documented in the literature, 

therefore the planned method of data analysis (see 12.2.2), namely the matching of the 

reported strategies to an already existing list seemed an appropriate choice. 

12.4.4 Procedure 

The written data collection was started in 1995, and took place in groups. I made 

appointments with the teachers who gave up some of their classtime for me to collect the 

data. Before the class began I had a chance to talk to each teacher individually and get 

some general information about the students. In class, after a brief introduction to the aiin 

of my research, I explained the three steps of the data collection procedure and 

demonstrated what was meant by self-report. Following this, students were given a short 

learning task which they performed individually. The tasks were handed out in A, B, C 

order. The students were aware of the fact that every third person was given the same task. 

The instructions clearly specified that the use of any method, tool or technique was allowed, 

however, no examples were given as to what was meant by `any means' in order to avoid 

suggesting any particular strategy. The only restriction was the time, no more than five 

minutes were allowed for each phase. After the first five minutes, the task sheets were 

collected, and clean sheets were handed out, one side of which was used for Step Two, the 

other for Step Three. 
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In Step Two, students wrote a short, retrospective self-report on the methods they had used 

to learn the assigned task. For this they had a free choice between using English or 

Hungarian (Fig. 10). Finally, in Step Three, they were asked to recall and reproduce in 

writing what they had just learnt. The importance of the recall phase lies in the fact that it 

reveals both to the learner and to the teacher how successful the strategy use was. There 

are also some strategies students fail to report on, but which can be traced back from the 

task production, e. g. memorizing words in groups or pairs. 

During the whole process (Steps One, Two and Three) I observed the students and took 

notes on their behavior. During the learning phase my observation focused mainly on social 

strategies such as asking for clarification and cooperating with others, and affective ones, 

such as laughing, giggling, making fun or commenting on the tasks in the form of positive 

self-talk such as saying `this is easy. ' In order to take notes quickly and efficiently, a 

seating plan was used with each student numbered. In my observation notes I referred to 

the respondents according to their seat numbers. This number together with the letter I 

used for identifying the group yielded each student's identification (ID) code. Thus 1-i/ 12, 

for instance, stands for student occupying seat 12 in group H. 

The students were given the option to keep their anonymity if they wanted and when I 

collected the task sheets and the self-report sheets I made sure to mark everyone's sheets 

with the ID code for easy identification. With the help of the ID codes I was able to match 

and pool my data from the different sources and create a record for each respondent. 

Matching their task sheets to their self-report sheets was important because it made possible 
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to know whether students used the strategy of underlining or note taking even if they did 

not consider it important to report. 

Time was limited in each of the three phases to five minutes to foster the use of strategies 

which make learning quicker and easier. Together with the introduction, the instructions 

and the handing out and collecting of sheets, the whole procedure took about 20-25 

minutes. 

Langure use 

Figure 10 displays the language use of the respondents in the self-report phase according to 

groups. In groups K, W, Gy rund N the students felt more comfortable using I lungarian. In 

group I-( the majority attempted to use English either exclusively or mixed with I lungarian. 

In group B there are roughly the same number of students in each group. 

English English & Hungarian Hun arian 
K/ 1, K/2, K/4 K/3, K/5, K/6, K/7, K/8, 

K19, K/ 10 
W/ 1, W/7, W/8 W/2, W/122 W/3, W/4, W/5, W/6, W/9, 

W/ 10, W/11, W/13, W/14, 
W/15, W/16 

Gy/7 Gy/l, Gy/2, Gy/3, (; y/4, 
Gy/5, Gv/6, Gy/8, (itiv; i), 
Gy/10, Gy/1 1, Gy/12, (ßy/13, 
Gy/ 14, Gy/ 15, Gy/ 16, G v/ 17, 
G /18, G Gy/ 

N/6, N/13, N/14 N/1 N/2, N/3, N/4, N/5, N, 7, 
N/8, N/9, N/ 10, N /1 1. N/ 1 
N/15 

H/ 1,11/3,1-1/8,11/11, H/2,11/4,11/5,11/6,11'7, H, 'O, H/ 15,11/16 
H/12, 11'10,11/13,11%14, [1/17 
H/ 18,1-1/1 9 H/20 
B/1, B/4, ß/5, B/9, B/13, Bß'', B/1 1,13115, B/16,13'19 B! 3,13'6, B/7, WS, 13110, 
B/17, B/20 13112,13'14, [3/1 S 
FIGURF. 10. I. AN(', lIA(ul I. JSF IN WRI FIN SI 1 f-RFi. i`OR r 
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13 The data 

13.1 Data management 

The research conducted with the instrument described in 12.4.1 yielded three sets of data. 

First, the students' self-reports were coded for strategy use. Then the students' task sheets 

and task performance sheets were examined for visible signs of strategy use such as note 

taking, underlining, numbering, grouping, translating, etc., and this information was added 

to the transcript of each person's self-report. Finally, the observation data were added. 

These data were all pooled together to form one composite set, were coded and analyzed. 

Self-report: The students' self-reports varied in length from a few sentences to half of an 

A/4 sheet. They gave their account either in English or in Hungarian, many of them mixing 

the two (Fig. 10). Some wrote a continuous text, some used a note form, itemizing the 

different steps they took in learning. These texts were first retyped and put in the database 

in full, then each student's record was split into shorter segments, units or chunks of 

meaning (Maykut and Morehouse 1994, Miles and Huberman 1994). Each segment 

contained reference to the use of one technique, method or step of learning. These units 

were marked with the code of the strategy they contained, and with the identification code 

of the student whose record the segment came from, e. g.: 

23. so I tried to translate them. K/4 

11.1 got the words in alphabetical order. W/1 

In the above examples 23 and 11 mark the strategies, K/4 and W/1 are student ID codes. 

The details of the coding process are given in 13.2. 
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Task performance: The respondents' written production was evaluated and visible strategy 

use identified. Among these we find strategies such as underline on task sheet, put 

Hungarian translation above English words, group words, or scribble notes. Notes on the 

use of these strategies were added to the transcript of the self-report of each student. These 

statements were also coded according to strategy type and marked with the student's ID 

code. The students' performance was evaluated from the point of view of how successfully 

they had carried out their respective task. For this I created an evaluation chart discussed in 

14.1, and validated on the basis of personal teaching experience. The rating of the 

performances was checked by two independent colleagues. 

Observation: My observation notes on the students' behavior were also added to each 

student record together with a strategy code and student ID code. It is mainly the social 

and affective strategies which were recorded by the observer rather than reported by the 

students. Some of the observation data confirmed only what students also reported on 

while others complemented student accounts. For instance in some cases students scribbled 

notes on their desks or some slips of paper instead of using their task sheets, thus the 

observation enriched the self-report data. In some cases, students put self-encouraging 

sentences into their self-reports, such as "I learn it easily because it was easy (I think), " but 

sometimes they were observed saying these to one-another or to themselves. Data on such 

learning techniques as mouthing or mumbling or affective strategies as laughter come 

exclusively from observation. 
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13.2 Data analysis 

13.2.1. Method of analysis 

As pointed out in 12.2.2 1 used two major methods in my data analysis, each based on 

comparison. First, I matched my data against a list taken from the literature to identify the 

preferred strategy use of Hungarian learners relative to the strategy use of other groups. I 

was interested in confirming the presence of strategies already documented in the literature, 

in seeing the extent of their use and discovering the use of other strategies which have not 

been identified yet. The aim of this stage of the analysis was not to discover or set up new 

taxonomies, so for this purpose the use of already existing categories is a reasonable and 

justifiable approach. 

During the first, confirmatory stage, I set aside the strategies which did not match the 

predetermined list. In the second stage of the coding process, this miscellaneous group was 

analyzed inductively for emerging categories then marked and coded accordingly. In the 

following I describe the first stage of the process in detail, then I present the frequency of 

occurrences graphically for easy overview. The second stage of analysis is described in 

13.3. 

13.2.2 Coding chart 

The coding chart was prepared by means of a complex, developmental process. I started out 

with a list of strategies which I had put together in the project leading up to this one 

(Kontra 1996). There I had already compiled a list of 37 strategies each well documented 

and frequently cited in the literature. Two sources provided the basis for this list: Chamot 
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and O'Malley (1990) for the list of Metaco 'tive and Cognitive Strategies and Oxford 

(1990) for Social and Affective Strategies. Next the process of arriving at this composite 

list is outlined briefly. 

The reasons for taking the Chamot and O'Malley list as a basis are threefold. 

I. It was generated by research (1990). 

2. Their strategies are clearly defined and distinguishable. 

3. The list contains a range of strategies similar to those generated in the piloting of 

my research instrument. (see 12.4.2-12.4.3) 

Since Oxford's taxonomy (1990; see Appendix Four) is widely cited in research (Ehrman 

1996, LoCastro 1994, Maclntyre, 1994, Vogely 1995, Wenden 1991, Zhang et al. 1996, 

etc. ), serious consideration was given to applying it when coding the I lungarian data. The 

high number of strategies (64) however seemed to be difficult to work with and the 

classification seemed arbitrary at points. Chamot and O'Malley (1990) themselves reject 

Oxford's taxonomy for the lack of theoretical foundation and the overlap between some 

categories. 

Nevertheless, an attempt was made at applying the Oxford taxonomy for coding the social 

and affective strategy use of the Hungarian sample. Oxford's original, extensive list of ten 

affective and six social strategies might seem too detailed but I feared that the application 

of the total of only three strategies identified in the social/affective group by Chamot and 

O'Malley would seriously underestimate the role of the social and affective aspect of 

learning. Therefore I decided to prefer Oxford's categories for this group of strategies with 
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only one change made initially. I intuitively assumed that following a five minute learning 

task, no student would report the use of two of the social strategies which were therefore 

not included in the adapted list at all. These are marked group C in Oxford's taxonomy 

(1990: 145): 

Empathizing with others 1. Developing cultural understanding 

2. Becoming aware of others' thought-, and feelings. 

Tables 1-4 show my coding chart in its original form. The strategies are numbered for 

working purposes. 

Learning Strategy Definition 

A. Metacognitive Strategies 
Planning 
1. Advance organization Previewing the main ideas and concepts of the material to he 

learned, often by skimming the text for the organizing 
principle. 

2. Directed attention Deciding in advance to attend in general to a learning task and 
to ignore irrelevant distractors. 

3. Functional planning Planning for and rehearsing linguistic components necessary to 
carry out an upcoming language task. 

4. Selective attention Deciding in advance to attend to specific aspects of input, often 
by scanning for key words, concepts, and/or linguistic 
markers. 

5. Self management Understanding the conditions that help one learn and 
arranging for the presence of those conditions. 

6. Delayed production Consciously deciding to postpone speaking to learn initially 
through listening comprehension. 

Monitoring 
7. Self monitoring Checking one's comprehension during listening or reading or 

checking the accuracy and/or appropriateness of one's oral or 
written production while it is taking place. 

Evaluation 
8. Self evaluation Checking the outcomes of one's own language learning against 

a standard after it has been completed. 

TABLF. 2. MFTACOGNITIVE STRATEGIFS AN i)EFINED) BY CHAMO"F AND O'MAI LEY (1990: 1 19,126) 
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Learning StrateQv Definition 

B. Cognitive Strategies 

9. Resourcing Using target language reference materials such as dictionaries, 
encyclopedias, or textbooks. 

10. Repetition Imitating language model, including overt practice and silent 
rehearsal. 

11. Grouping Classifying words, terminology or concepts according to their 
attributes or meaning. 

12. Deduction/Induction Applying rules to understand or produce the second language 
or making up rules based on language analysis. 

13. Imagery Using visual images (either mental or actual) to understand or 
remember new information. 

14. Auditory representation Playing back in one's mind the sound of a word, phrase, or 
longer language sequence. 

15. Keyword method Remembering a new word in the second language by: 
(1) identifying a familiar word in the first language that 

sounds like or otherwise resembles the new word, and 
(2) generating easily recalled images of some relationship 
with the first language homonym and the new word in the 
second language. 

16. Elaboration Relating new information to prior knowledge, relating different 
parts of new information to each other, or making meaningful 
personal associations with the new information. 

17. Transfer Using previous linguistic knowledge or prior skills to assist 
comprehension or production. 

18. Inferencing Using available information to guess meanings of new items, 
predict outcomes or fill in missing information. 

19. Substitution Using a replacement target language word or phrase when the 
intended word or phrase is not available. 

20. Note taking Writing down key words or concepts in abbreviated verbal, 
graphic, or numerical form while listening or reading. 

21. Summarizing Making a mental, oral, or written summary of new information 
gained through listening or reading. 

22. Recombination Constructing a meaningful sentence or larger language 
sequence by combining known elements in a new way. 

23. Translation Using the first language as a base for understanding and/or 
producing the second language. 

TABLE 3. C(X; NITIVE STRATEGIES AS DEFINED BY CIIAMOT AND O'M, \u. EY (1990: 119,126) 
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Learning Slrale2v Definition 

C. Social Strategies 

Asking Questions 
24. Asking for clarification or verification 

25. Asking for correction 

Cooperating with Others 
26. Cooperating with peers 

27. Cooperating with 
proficient users of L2 

Asking the speaker to repeat, paraphrase, explain, slow down, 
or give example; asking if a specific utterance is correct. 

Asking someone for correction in a conversation or in writing. 

Working with other language learners to improve language 
skills on a regular or temporary basis. 

Working with native speakers or other proficient users of the 
new language outside the classroom. 

TABLE 4. SOCIAL STRATEGiEs (ADAPTED FROM OXFORD, 1990: 146-147) 

Learning StrateQV Definition 

D. Affective Strategies 

Reducing Anxiety 
28. Using relaxation Using the technique of alternately tensing and relaxing the 

muscles, breathing deeply or meditating in order to lower 
harmful anxiety. 

29. Using music Listening to soothing music as a way to relax. 
30. Using laughter Watching a funny [L2J movie, reading a humorous book, 

listening to jokes, etc. 

Self-Encouragement 
31. Making positive statements Saying or writing positive statements to oneself in order to feel 

more confident to do the learning task. 
32. Taking risks wisely Pushing oneself to take risks in a language learning situation 

even though there is a chance of making mistakes or looking 
foolish. 

33. Rewarding oneself Rewarding oneself for a good performance in the new 
language. 

Taking One's Emotional Temperature 
34. Listening to one's body Paying attention to positive and negative signals given by the 

body. 
35. Using a checklist Using a checklist to discover one's feelings about language 

learning in general or concerning a specific task. 
36. Writing a language learning diary Keeping a diary or journal to keep track of events and feelings 

in the process of learning a new language. 
37. Discussing your feelings with someone Talking with another learner, a friend or the teacher to discover 

and express feelings about language learning. 

TABLE 5. AFFECTIVE STRATEGIFS (ADAPTED FROM OXFORD, 1 "1: 143-144) 
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Initial coding 

The coding was first done with the help of the above (preliminary) coding chart on the data 

from groups K and W. This coding brought out some of the inadequacies and highlighted 

the need for a few changes. It was necessary to actually have the data in my hand and do 

the initial coding of the first two groups to realize some of the mistakes I had made when 

putting together my composite chart intuitively. Thus, this first list of strategies went 

through several changes, before I could settle for a final form which subsequently I used for 

coding all the data. In section 13.2.3 1 describe the problems I encountered and their 

solutions. 

13.2.3 Problems 

The initial coding performed on groups K and W revealed the following major problems, 

each affecting the use of the coding chart. 

1. During the process of the initial coding of the data it turned out that Oxford's 

categorization cannot be applied to the written data after all. Many of the strategies that 

she lists in the affective group are non-task specific, general strategies, the use of which 

cannot take place in a single classroom situation. No student would for instance start 

writing a language learning diary, turn on some music or use a checklist to discover his or 

her feelings about learning English in the middle of a task. Laughter and positive self talk, 

however, could be observed or identified. 
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Another problem with the affective strategies was that part of the self talk encountered in 

the initial coding process was negative, which could not be ignored. Let us recall that 

research on LLS grew out of studies on `the good language learner, ' therefore strategies 

which might have a debilitating effect on learning were never in the focus. The aim of this 

project, however, is to register the widest possible range of strategies used by Ilungarian 

learners, which cannot ignore or deliberately exclude strategies which may not aid learning. 

For the above reasons the initial list of strategies had to be modified, the use of the Oxford 

classification for affective strategies almost completely abandoned. As with the approach 

used by Chamot and O'Malley (1990), only those strategies were included in the final list of 

affective strategies which the surveyed students actually used while performing their tasks. 

The final list of affective strategies is shown in Table 6. 

I Learning Strategy Definition 

I Affective Strategies 

28. Self Talk Saying positive or negative statements to oneself expressing the 

level of confidence in completing the learning task. 

29. Laughter Using laughter to reduce harmful anxiety. 

TABLE 6. MODIFIED LIST OF AFFECTIVE STRATEGIES 

This change reduced the total number of strategies included in the list to 29. 
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2. Having seen the inadequacies of the chart for coding the affective strategies I reviewed 

the list of metacognitive and cognitive strategies as well and saw that some cognitive and 

metacognitive strategies per definition cannot be represented in the data. In other words, 

the instrument was not adequate for eliciting the use of some strategies, for example No. 6 

delayed production (DP), which is an oral production strategy. I also saw that the use of 

No. 5 self management (SM) as described by Chamot & O'Malley cannot be assessed via 

the applied written data collection method either. 

It was highly doubtful if the analysis of the complete set of data would provide any 

instances of the use of some other strategies, such as No. 17 transfer (TR) and No. 12 

deduction/induction, (DI) because of the simplicity of the tasks. In spite of these doubts I 

decided to leave these strategies in the chart rather than delete them prior to analyzing all 

the data. This actually proved to be a correct decision in the end, since the subsequent 

interviews yielded data in some of these categories. 

3. In spite of the fact that Chamot & O'Malley identify and define the strategies on their 

lists quite clearly, during the actual coding of the data it turned out to be very difficult to 

distinguish between 24. asking for clarification or verification (AQ), 26. cooperating with 

peers (CO ) and 27. cooperating with proficient users of L2 (CP). For instance, if a student 

asked the meaning of a word from the observer or from the class teacher, I coded it as 24. 

AQ, but in a way it was 27. CP as well and could have been coded as such. The reason for 

finally coding it as 24. AQ is that in my research the fact of asking, trying to get 

information, trying to get the meaning of a piece of language is considered more important 

than the person who is used as a source of information. 
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4. A fourth problem was that the learners' reports referred to the use of some strategies 

which could not be fitted into any of the given categories. These were initially marked 

No. 30 `Other. ' 

Many of these problems actually could and perhaps should have been foreseen. When 

reading Charnot and O'Malley's account of their research one can observe that they are 

very careful not to say that what they describe are `THE' strategies. These authors do not 

even make a composite list of the strategies they have identified in their various research 

projects. All they dare to say is that they found a particular group of strategies in one study 

and found another, slightly different group in the other. At first sight this seems 

inexplicable, however, after trying to use part of the Oxford list for coding and interpreting 

my set of data, the explanation is clear. Oxford lists strategies from unidentified sources; 

her work is based on general experience, observation and intuition and not research data. 

13.2.4 Final chart 

Thus, after sorting out these problems, a list of 30 strategies were retained, and the 

following chart was used for the final coding (Table 7). 
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No NAME CODE 

Metacognitive 

1. Advance organization AO 

2. Directed Attention DA 

3. Functional Planning FP 

4. Selective Attention SA 

5. Self Management SM 

6. Delayed Production DP 

7. Self Monitoring SN 

8. Self Evaluation SE 

Social 

24. Asking for Clarification 

or Verification 

AQ 

25. Asking for Correction AC 

26. Cooperating with peers CO 

27. Cooperating with 

proficient users of L2 

CP 

Affective 

28. Self Talk ST 

29. Laughter LA 

No NAME ('ODF 

Cognitive 

9. Resourcing RI: 

10. Repetition RP 

11. Grouping GR 

12. Deduction/Induction I); I 

13. Imagery IM 

14. Auditory Representation AR 

15. Keyword Method KM 

16. Elaboration 

17. Transfer TR 

18. Inferencing IN 

19. Substitution SR 

20. Note Taking NT 

21. Summarizing SU 

22. Recombination R(' 

23. Translation T1. 

30. Other ()'I' 

TABLE 7.111F FINAl. LIST OF STRATEGI1 S INCLUDED IN TI IF CODING CHAR I. 

29 strategies in the coding chart were defined, and No. 30 was labeled as 'Other. ' This 

latter category was to be sorted out in the second stage of the analysis. 

152 



13.2.5 Final coding 

After having made the necessary changes in the coding chart, the data from Group K and 

Group W were recoded and set aside. The coding was repeated after a few weeks for intra- 

rater reliability. After minor adjustments had been made, the coding was done for each 

student record. This was a cyclical process of constant comparing, reviewing and refining. 

After having assigned a strategy code to each segment of each student's record, f used a 

simple sorting program to pull together in groups the occurrences of each particular 

strategy type. Before this sorting, I used the code number of each strategy as it appeared in 

the coding chart but after the application of the sorting program the numerical strategy 

codes were exchanged by more meaningful alphabetical codes. Each code contains the 

initial or initials of the full name of the strategy with the exception of strategies which would 

have identical initials, in which case another letter was chosen. 

Each stage in the coding process was saved in a separate file in the database to make it 

possible to trace back every step if necessary, and also in order to leave an audit trail to 

increase the trustworthiness of the project. 

13.2.6 Frequency charts 

Figures 11,12 and 13 summarize the strategy use of the 100 students and display it in 

different ways. A total of 768 instances of strategy use were identified, in the four groups 

of Metacognitive, Cognitive, Social and Affective Strategi, es. Twelve text segments were 

not coded as they could not be identified as strategies. The following list contains the 
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codes of the strategies and the number of registered occurrences for each of them as 

displayed in the graphs. 

Strategy list in order of frequency of occurrences 

OT - Other (119) 
AO - Advance organization (89) 
SN - Self Monitoring (81) 
CO - Cooperating with Peers (60) 
TL - Translation (54) 
RP - Repetition (40) 
ST - Self Talk (48) 
SE - Self Evaluation (34) 
SA - Selective Attention (31) 
SB - Substitution (29) 
GR - Grouping (26) 
IM - Imagery (26) 
AQ - Asking for Clarification or Verification ( 6) 
NT - Note Taking (23) 

St. J - Summarizing (12) 
IN - Inferencing (11) 
AR - Auditory Representation (10) 
FP - Functional Planning (8) 
LA - Laughter (8) 
KM - Keyword Method (7) 
RE - Resourcing (6) 
DA - Directed Attention (5) 
EL - Elaboration (5) 
RC - Recombination (5) 
('P - Cooperating with Proficient Users (5) 
x - Uncoldeld statements (12) 

Total: 768 instances of strategy use + 12 uncoded segments 

Figures 11,1 2 and 13 display the strategy use of the students graphically-. 
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Figure 11: Reported/observed strategy use by strategy groups 
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Figure 12: Frequency of strategy use. 

155 

AO DA FP SA SN SE RE RP GR IM AR KM EL IN SB NT SU RC TL AQ CO CP ST LA OT 

nietacognitive cognitive sociaVaflective other 

o OT AO SN CO TL ST RP SE SA SB GR IM AQ NT SU IN AR FP LA KM RE DA EL RC CP 



300 

260 

200 

160 

100 

60 

0 

FICI ritt 13. (; ROUP I )IS'r RIIII I r'ION Of Rf? Iýc ýR rl u/c ýr; ýrRVEI) FRn rr(; I FS. 

Some of the strategies listed in the coding chart are missing from the graphs because, as 

predicted, no occurrence was registered in the data analysis. These categories with zero 

occurrence are the following: 

5.. S'c'l/'»>anagenneinl, 6. cic'liyc'(/ f)rociuction 12. cieciuctiun/i1Iclucliu1I 

17. transfer 25. asking for correction. 

As the graphs clearly show, the category initially labeled as No. 30 `Other' (O'1') is not a 

negligible one, it contains quite a substantial portion of all data and leads the frequency list. 

This category contains all those strategies which could not be grouped under any of the 

given headings, as well as those `actions' of the students the strategy quality of which could 

not be established for certain, at least not at first sight. Most of the items initially listed here 

indicated rote learning in various forms. "There was reading, repeating, rehearsing and 

reviewing, ollen all of these in sui elaborate combination.. The second stage of the analysis 

described in 13.3 was performed on these data. 

1 56 
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13.3 Stage two of the analysis 

The main reason for establishing category No. 30 was that during the initial coding a 

number of items in the students' self-reports did not clearly fit any of the strategy categories 

from 1-29. These are unspecified items, or items which are specified but not included in the 

coding sheet such as ̀ underlining, ' or items which at first glance appear to be nothing more 

than traditional rote learning techniques: 

30.1 began first of all with the read of this words. After that I memorized first of the first 

word and after the second B/13 

30. First I read it twice, and then, I started to learn the first two sentences, and than the 

second two sentences and etc... W/2 

The items marked No. 30 were numerous and, although most resembled what is classically 

referred to as rote learning, there was substantial variety among them on which sorting and 

classifying could be based. 

13.3.1 Principles for sorting 

The massive presence of rote-type techniques in the respondents' repertoire made it 

impossible to just ignore them as outdated techniques which have no place among 

strategies. To get some guidance as to how to go about dealing with these items I looked 

into two of the major sources in the literature on LLS. 

157 



Chamot and O'Malley (1990) do not say much about repetition, rehearsal or mechanical 

ways of memorizing language. They quote Brown et al. (1983) on rehearsal, making the 

following distinction between younger and more mature learners: 

Rehearsal of more mature learners entails 'active, systematic, elahoralive procedures, ' as 

compared to the rote-repetition of younger learners. (x. 105) 

This distinction suggests that if it is `systematic' and ̀ elaborative, ' it is not rote learning. 

When discussing practicing-strategies, Oxford (1990) says that although repealing might 

not sound particularly creative, important or meaningful, it is an essential learning strategy 

and can be used in highly innovative ways. She defines it as "saying or doing something 

over and over, " such as listening, rehearsing, or re-reading a passage etc. (p. 45). She 

maintains that repetition "virtually always includes some degree of meaningful 

understanding" and mentions that "mindless or meaningless imitation is generally not 

worthwhile" (p. 70). Data or examples are unfortunately not provided. 

Oxford lists four memory strategies, such as creating mental linkages, applying images and 

sounds, reviewing well, and employing action. By reviewing well she means `structured 

reviewing, ' `spiraling, ' and `overlearning, ' that is reviewing the material in carefully spaced 

intervals. Though she does not state it as a rule, it can be understood from the example she 

gives, that attention to meaning is involved in case of applying any one of the memory 

strategies, for instance by combining ̀ reviewing' with another strategy: 

Each time he practices these vocabulary words, Misha does it in a meaningful way, like 

putting them into a amtext or recombining them to make new sentences. (p. 66) 
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This example indicates that it is not the repetition in itself. that is meaningful. but the 

strategy or strategies with which it is combined. 

Distinguishing rote learning from non-rote learning techniques was one of the most difficult 

tasks during the analysis. The decisive criterion I used was whether in the self-report there 

was any indication of attention to meaning. This made it necessary to match the isolated 

segments to the complete text of the self-report in each case. If the student provided any 

indication of paying attention to meaning, the item, which initially had been coded as No. 30 

`Other' was coded under an appropriate category of the four main strategy groups. Aller 

the initial sorting, 171 self-report entries had been listed in category no. 30. Following the 

revision and refined sorting of these data, some merges were made and a number of units 

were identified as strategies fitting one of the 29 defined categories. This process reduced 

the number of items in the `Other' group to 119 (see 13.2.6) on which the second stage of 

analysis was actually performed. 

13.3.2 Procedure 

Using an inductive method of analysis the 119 items were sorted into smaller groups of 

emerging categories. The procedure took place as follows: First the data were reviewed and 

notes were made about the types of techniques used. These were put on a list, which was 

analyzed in an attempt to combine and collapse certain categories of types of techniques. 

While constantly referring back to the data, finite groups were formulated. With repeated 

revisions, the categorization was refined and finalized. 
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Statements which could not be placed in any of the groups were again left encoded, for 

instance: 

30. xI thought about the story short. N/6 

Altogether seven such segments out of the 119 were finally set aside for not containing 

reference to the use of any defined or definable strategy. As a result of this refining process 

the total number of items building up the six emerging sub-categories became 1 12. 

13.3.3 Sub categories 

In the process of the analysis the following sub-categories of category No. 30 'Other' were 

established (Fig. 14): 

extra (XE) - 11 items 

complex (XC) - 25 items 

rehearse (XH) -9 items 

30 

26 

20 

16 

10 

6 

0 

role (XR) - 29 items 

read (W) - 26 items 

. Si flf)Ie (XS) 
-12 items 

FICI FRF 14. til lB-CAl I: OORIF. S CRFA 1lP FROM No. 30 `OTI IER. * (N-1 12) 
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The first category, XE contains strategies that are missing from the coding chart described 

in 13.2.2. In XS we find strategies about which the student gives no detail, such as `I 

memorized it. ' The remaining four categories can be described as clearly rote-related 

strategies, each representing a different level of complexity. Each of these sub-categories 

are discussed in detail in 13.4.5 following the discussion of the four main strategy groups in 

13.4.1-13.4.4. 

13.4 Discussion of written data 

The data gained in the written phase confirm the presence of most of the strategies 

documented by Chamot and O'Malley (1990). The frequency graphs in 13.2.7 (Figures 11 

and 13) show a good balance between metacognitive and cognitive strategies. Social and 

affective strategies also occupy an important place in the students' repertoire. Examples for 

all four of the main LLS groups can be found among the most frequently used strategies. 

Two Metacognitive Strategies, advance organization (AO) and self-monitoring (SN) 

occupy the top of the frequency chart. These are followed by cooperating with peers (CO), 

which is a Social Strategy. Next in frequency are two Cognitive Strategies, translation 

(TL) and repetition (RP), which are followed by self talk (ST), as the most frequent 

Affective Strategy. The details of the data are discussed below according to strategy 

groups. 
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13.4.1 Metacognitive Strategies 

In the Hungarian sample the most frequently used strategy of all is Advance Organization 

(AO) and Self Monitoring (SN), each a metacognitive strategy. 

AO I got the paper. First I read the task slowly. I read once more because it's in English, and 

I want to be sure that I know what I have to do. Next I read the words. I1/5` 

SN And ill don't remember than check it from the paper. K/1 

The frequent use of metacognitive relative to cognitive strategies is interesting to note since 

it differs from the findings of Chamot and O'Malley (1990). They registered far more 

cognitive strategies than metacognitive ones used by their foreign language students, 

though the differences were not as great as those reported by ESL learners. "Cognitive 

strategy use was about 59 percent for Spanish students and about 58 percent for Russian 

students, whereas ESL students reported using cognitive strategies between 65 and 73 

percent of the time" (p. 127). 

My data confirm Chamot and O'Malley's (1990) findings regarding the predominance of 

planning strategies in the metacognitive group. The most well documented but perhaps also 

the simplest strategy is AO. In most cases it means previewing the task, understanding 

what has to be done and assessing how easy or difficult it is going to be. 

AO -I read the text soronkent haladva-I treyed to to (kiszürni a Ienyeget). 6 11 read the text 

line by line -I tried to get the gist] B/15 

Quotes from the self reports arc unedited unless otherwise indicated. The strategy code appears at the head 

of the quote, the student 11) code is placed at the end. 
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AO First I looked at the paper. I saw a lot of words on it. I read the first paragraph, and 

from it I knew what I had to do with the words. I had to (memorcte)learn the poem. Poem, it 

was some words, but they were very different. 11/4 

AO 12 db szo volt. Tehät elOtte megszämoltam. [There were 12 words. So I had first 

counted them] Gy/8 

Students also use selective attention (SA), another planning strategy, in various forms: 

SA I tried to learn the main things of the text. (for example: countries, when could the 

womens vote first, etc. H/ 12 

SA I looked for unknown words if there were any. B/19 

SA A többi ismeretlen szOt kihagytam, mert ha nem drtem, nem is tudom megtanulni, meg 

lehet, hogy helytelenül hasznälnam. [I left out the other unknown words, because what I don't 

understand, I cannot learn either, and anyway I might use it incorrectly] B/18 

Functional planning (FP) is closely related to selective attention. The student decides in 

advance to attend to a specific aspect of the material to be learnt and decides how to go 

about coping with it as the following example shows: 

FP es kivälasztottam egy-cgy nehczebb nyelvtani mondatot, hogy hasznälhassam majd. [ and 

I picked a few, grammatically more difficult sentences so that I can use them later] Gy/l8 

Self monitoring (SN) is very similar to self evaluation (SE), but while SN takes place 

during carrying out the actual learning task, SE is done after the learning task has been 

completed: 

6 Most examples are given from self reports written in English. Quotes taken from Hungarian self reports, 
are given in the original form with English translation in square brackets. 
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SN I would like to understand it but it was not easy because I didn't know some of the words. 

N/13 

SE Csak rövid (Avon Ludlam ezert megtanulni, 10 perc mülva mär egy s76ra sc fog(-k 

emlekezni. [I only managed to learn it for a short term, in ten minutes I wont remcmhcr a 

word] K/8 

As I pointed out before, there are two categories in the Metacognitive group that had 

remained blank after the final coding. Recapitulating the definition of these categories one 

can see that the absence of these two strategies from the data was caused by the 

circumstances. 

5. Self management (SM) Understanding the conditions that help one learn and 
arranging for the presence of those conditions. 

6. Delayed production (DP) Consciously deciding to postpone speaking to learn initially 
through listening comprehension. 

Delayed production as defined by Chamot and O'Malley is an oral production strategy, and 

I used a written data collection instrument. Self management is a general learning strategy, 

which could not be elicited under the given constraints of time, place and task type. 

13.4.2 Cognitive Strategies 

Cognitive strategies are more numerous than metacognitive ones (see Tables I and 2 in 

13.2.2), therefore it is natural that their use is more split up among the individual 

techniques. The highest number of occurrence was registered for translation (TL) and 

repetition (RP), both very common learning techniques associated with traditional teaching- 

learning methods, such as the Grammar Translation Method. In an earlier study Horwitz 

(1987) also found that international students "overwhelmingly endorsed the need to repeat 
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and practise" (Ellis 1994: 478). These are two strategies which Chamot & O'Malley say 

need "little or no conceptual processing" (1990: 121), and in their ESL study these two 

strategies accounted for as much as one third of all strategy uses. 

Chamot and O'Malley define repetition (RP) as "imitating language model, including overt 

practice and silent rehearsal" (see Table 3). Much of the repetition the students in my 

sample performed is silent rehearsal, which follows from the nature of my data collection 

method lacking both aural input and oral production. 

RP majd miutän vdgeztcm, clejdröl ugyanez, majd egyesevel elmondtam az c1cjer S1. t0bbs,. ör 

ismdtelve, mondogatva (then after I was done, the same all over, then I recited them one by 

one, from the beginning, repeating and saying them many timen Gy/5 

RI' Then I told it for myself to see how it is going. 13/I9 

Much of the data in this group comes from observation. Although many students were 

observed mumbling to themselves, mouthing the words or staring in the air and silently 

rehearsing, not all of them made mention of it in their self-reports. In case of an overlap 

between observation and self-report, however, the strategy was only coded once. 

The amount of data for translation (TL) was increased by the fact that the teacher of Group 

B regularly kept a number of dictionaries in the classroom for student use. This way, as 

soon as I had handed out the tasks, many students dashed to grab a dictionary and spent 

much of their learning time on checking the Hungarian meaning of words and writing them 

on their task-sheets. In these cases there is some overlap between two cognitive strategies: 

translation and resourcing. To avoid double counting, segments referring to dictionary use 

for the purpose of checking the meaning in Hungarian were all coded as translation. 
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In the other respondent groups only a few students had a dictionary of their own, 

consequently translation was not so much bound to dictionary use but was applied as a tool 

to aid comprehension and memorization. 

TL I translated the text 11/6 

TL. Megprc bält. am szakaszonkdnt vegigolvasni a szöveget es leforditani 11 tried to read and 

translate the text paragraph by paragraph] Gy/6 

Johnson (1992) cites an interesting study by Hosenfeld (1984) on the reading strategies of 

9th graders which may serve with an explanation to the frequent use of dictionaries. In this 

study Ricky, who had trouble reading passages from his Spanish textbook, was first taught 

the use of a think aloud technique to discover what strategies he was using to understand a 

text and to teach him to use more effective strategies. Ricky read word-by-word, 

continually turning to the glossary to find the meaning of words. Hosenfeld found that 

"these strategies were based on advice from a previous teacher, as well as his desire to 

achieve `perfect' comprehension in order to do the exercises in the textbook" (Johnson 

1992: 81). 

Grouping (GR) requires more elaborate and active mental processes than TL or RP. The 

use of this strategy also depends on the task type. Students who were learning a poem 

(Task A, Fig. 9) could not make much use of it. Those who were learning the parts of the 

bicycle in Task B often grouped two-word expressions such as `chain guard, ' `cross bar' 

and `handle bar, ' etc. Some of them split the list of 12 words into chunks of 3 or 4 words 

regardless of their form or meaning. 
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Task C, which was a text filled with data, was very adequate for the use of grouping. 

Students preparing to give a short summary of this text paired the names of the countries 

with the matching year. One student sorted the data into two groups according to two 

continents and two centuries. We also find some very interesting, very elaborate techniques 

here, such as the following: 

GR Többször ätndztem az evszämokat, ds megprbbältam logikai sorrendet talälni kiS ük. 

pl. 1900-7=1893 es ekkor kaptak Üj Zelandon a nök välasztcijogot (e7 volt az els(I alkalom) 

1900+7=1907 -a norvegok is megtettek 

1907+ 1= 1908 a spanyol n6k is kaptak. 

A franciäk 1945 

1945+1 - olaszok 

[I scanned the data several times and tried to find a logical sequence in them. 

e. g.: 1900-7=1893 and this is when the women were granted sufIage in New Zealand (fier the 

first time) 

1900+7=1907 - the Norwegians did the same 

1907+1=1908 the Spanish women were granted it too. 

The French 1945 

1945+1 - the Italians] Gy/18 

Although I mainly expected the use of imagery (IM) with Task A, which was learning a 

poem quite rich in images, the students used this strategy for the other tasks as well. 

IM and I imagined the pictures of the poem. (Task A) W/8 

IM I can memories if I close my eyes and I imagine the words. (Task 13) N/14 

IM az orszägok helyzetet magam ele kepzeltem, igy vizuälisan künnyebb volt kütni öket, 

hogy hogyan is küvettek egymäst. (Task C) (I imagined the situation of the countries in front 
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of my eyes, this way it was easier to link them visually the way they followed one after the 

other]. ß/18 

Although note taking belongs to one of the more frequently used strategies, very few 

students made mention of it in their self-reports: 

NT kijegyzetelek fontos rdszleteket [I take notes on important details] K/5 

NT then I wrote the words on a paper, that I didn't know. 11/20 

Many of the data in this group come from my observation notes and from checking the 

students' task sheets, on which quite a few had scribbled some notes. 

Inferencing (IN) is a strategy which aids comprehension and students who found the tasks 

easy to understand did not have to use it. Group B in the "District School" (see 12.3) did 

have trouble with the high number of unknown words but most students relied on the use of 

bilingual dictionaries, with only two exceptions, such as B/6: 

IN de nem kcrestcm meg öket a szOtärban inkäbb megprObältam kikövetkeztetni, bogy mit is 

. 
jelenthetnek. [but I did not look them up in the dictionary; instead I tried to figure out what 

they might mean] B/6 

It would be interesting to know how they would have coped with the new words without 

dictionaries, but asking this question explicitly after the written data collection would not 

have resulted in reliable answers. 

Substitution (SB) is a category which is hard to apply to the collected data. The students 

did not refer to the use of this production strategy in their self-reports at all. My data come 

exclusively from analyzing the task performance sheets. This suggests that the use of 
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substitution does not take place as consciously as the use of other strategies. In the 

following examples the students appear to have consciously used a replacement word in 

place of an unavailable phrase while trying to keep the meaning of the original text: 

SB Task-performance: ̀ vote-law' for `the right to vote' or `suf&agc' N/12 

SB Task-performance: `life' for `soul' Gy/16 

Not so, however, when the meaning of the replacement word does not match that of the 

original: 

SB 'I'ask-performance: ̀ toe strip' for `toe strap' Gy/13 

SB Task-performance: 'pedal' for `petal' N/4 

In the above cases the replacement is based on formal features and the technique is hard to 

distinguish from slips. Further research targeted particularly at this phenomenon would be 

needed to determine what is taking place in the student's mind when using substitutions of 

this kind. 

Both inferencing and substitution are strategies in which the student is taking risks. Risk 

taking, which is very important for successful language learning, entails `gambling', 

attempting to produce and to interpret language that is a bit beyond the learner's absolute 

certainty (Brown 1994). The respondents' risk, .. king can be seen in the frequent use of 

substitutions and words with question marks in brackets, sometimes with a short note of 

explanation. There is only one `total give-up' among the 100 students. This is N/ 15 who 

does not even attempt to produce anything on the task performance sheet. Her case can be 

contrasted with the willingness to take risks demonstrated by H/9. This respondent could 

not understand the basic information that the text is about women's right to vote, either, but 
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she still gave a short summary saying that the text was about something the women in the 

world did and that they first did it in the US and last they did it in Switzerland. This vague 

response is communicatively much more valuable than total silence since it keeps the flow 

of discourse going and leaves the possibility of negotiating meaning open (see Dönnyei 

1995). 

I consider the data on auditory representation very valuable. Although my method of data 

collection did not contain any audio-oral element, many students played back in mind the 

sound of the words (Task B) or the poem (Task A) to be learnt. 

AR And after it I tried to learn the music of the words W/8 (Task A) 

AR prObältam ritmus szerint elmondani (dallamot kerestcm bonne) 11 tried to say them 

according to the rhythm (I looked for some melody in them) N/I I (Task I3) 

Summarizing is a strategy which was in a sense built into the tasks, since Task C actually 

required that the students summarize the text: 

SU tJtäna megprObältam összefoglalni a sajAt szavaimmal angolul, közbcn bele-bclelcsve a 

szüvegbe [Then I tried to sum it up in my own words in English, pecking into the text as I 

wcnt along]. B/3 

Teachers including strategy training in their syllabus frequently suggest the use of the 

keyword method for learning vocabulary. This strategy is also available in the Hungarian 

students' repertoire: 
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KM I trie to tint something what can help for me. I mean some hungarian words what Icxºks 

like that. 11/19 

KM Ügy tanulom ezeket be, bogy nem a szöveget tanulom, hanem valamilyen dologhoi 

kapcsolom a mondatot. Bärmilyen dologhoz, akär milycn tävol is van a valixli jelentsto 1.11 

memorize these so that I do not learn the text but I link the sentence to something. Anything, 

no matter how far it is from the original meanings Gy/14 

We also find a few, rather sporadic examples for elaboration (EL) and recombination (RC): 

EL I try to kapcsolni oket valamihez, amit szeretek, vagy (kapcsolni) esetleg egymashoz 

valamilyen logika alapjän. [I tried to link them to something I like, or to (link them to) one- 

another according to some logic] 11/5 

RC then I made passages. A passage consist only 2 or 3 sentences, and then mcmoriscd this 

passages. B/9 

Resourcing is a strategy which entails the use of dictionaries, encyclopedias or textbooks. 

As pointed out earlier, there was extensive dictionary use in Group B, mainly for the 

purpose of translation into Hungarian, therefore, to avoid double counting, these segments 

were coded as TL. Dictionary use for production in the task-performance stage, however, 

was coded as resourcing as was the use of monolingual dictionaries: 

RE Student note on lasksheet: bones- (the hard substance that forms the framework of the 

body) 13/ 13 
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Two of the strategies included in the coding chart remained blank in the group of Cognitive 

Strategies. These are No. 12 deduction/induction (DI) and No. 17 transfer (TR): 

12. lleduction/Induction (DI) Applying rules to understand or produce the second language 
or making up rules based on language analysis. 

17. Transfer (TR) Using previous linguistic knowledge or prior skills to 
assist comprehension or production. 

The tasks used in the data collection did not make the direct use of DI, that is the 

application or the making up of rules necessary. As far as transfer is concerned, I believe 

that this strategy needs the support of new research data for further refinement of its 

description and definition. In its present form it is very close to elaboration and 

inferencing. 

13.4.3 Social Strategies 

The Observation notes of the researcher taken while the students were working on their 

tasks yielded information mainly on the use of Social Strategies such as cooperating with 

peers (CO), cooperating with proficient users of L2 (CP) and asking for clarification or 

verification (AQ). Very sporadically there was also mention of the use of these strategies in 

the self-reports: 

AQ Megkerdeztem az ismeretlen szavak jelenteset, [I asked for the meaning of the unknown 

words Gy/ 16 

CO VWgül felmondtam a szomszedomnak, [Finally I recited it to the person sitting next I 

Gyi1 
CP Observer's notes: asks obscrvcr for the spelling of `dictionary'. N/ 15 
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Although my study is not oriented toward statistical analysis, some numerical considerations 

can highlight interesting points even in a qualitative study as this one. The total number of 

registered Social Strategy use is 91 for the 100 students, which on average is nearly one 

strategy use per person. (Fig. 15). 

, 
Groups K W Gy N 11 ß 1'cýtal 
Student 1 + + -+ 

2 +++ 
3 ++++ + + +1++ 
4 +++ 
5 + 
6 -+- + 
7 + + i +ý+ 
8 + + f 
9 4- 

10 

12 + + E F 
13 + + + 
14 m +ý + 
15 -H- + + '_:, _ º 
16 + + ýE E 
17 
18 
19 
20 -+- -+ 

No. of 
Sty. 

10 16 19 15 20 20 100 

Z&O use 3 

students students 

6T. 
students 

10 
StüdeIiti _ 

1 ;1 
StüdeI2ts 

8 
students 

44 

Total 
Strategy 
Use per 
Students 

12/7 13/ 10 18/ 13 8/5 18/9 22/12 91 /56 

FI(aURF I5. Dis I'Rll(UFR(>N ()WW S(K'IAI STRATEGY IISF AM4ON(i STIJJ)FNTS. 

It is interesting to look at the distribution of the users of these strategies shown in the above 

chart where instances of observed strategy use are marked with aA, and the shaded areas 
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indicate zero strategy use. As shown in Fig. 15, a total of 44 students out of the 100 did 

not use any Social Strategies, in other words 56 students are responsible for all the 91 

incidents of observed Social Strategy use (asking questions, cooperating with others, 

cooperating with proficient users). The shaded areas mark those students who did not use 

Social Strategies at all. In Group H ("Suburban School, " cf. 12.3), for instance, nine 

students * were observed using Social Strategies and eleven were not. In Group K 

("University School") out of the total number of ten students seven were observed to use 

Social Strategies and only three were not. The reverse of this can be observed in Group N 

("Suburban School"), where only five students made use of Social Strategies and twice as 

many did not. 

We can suspect a direct relationship between this phenomenon and the teaching style used 

in these groups. In classes where frontal teaching dominates, students are less likely to 

cooperate spontaneously than in classes where pairwork and groupwork are part of regular 

class practice. I observed in Group H ("Suburban School"), and to some extent in Group B 

("District School") as well, that the teacher hushed the students repeatedly when they 

started talking to one-another. 

As I pointed out earlier, the data on Social Strategies come almost exclusively from 

observation and not from the self-report. Considering the fact that the extensive use of 

metacognition indicates a very high level of consciousness regarding strategy application, it 

is surprising to find that most of the students did not make mention of the use of this 

strategy in their self-reports. This is a point which needed further investigation in the 

course of the follow-up interviews (see section 15). 
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13,4.4 Affective Strategies 

The students demonstrated frequent use of self talk (ST), and occasional use of' lwe 
, '/, It'r 

(LA). Of the two, ST takes a prominent 6th place in the frequency list (see 13.2.7). l'here 

is, however, a great variety in the content of the registered se/ sulk. Most of the statements 

are positive, some highly assertive, which can serve the purpose of making the learner lecl 

more confident in successfully completing the learning task: 

ST The Nobel is near!!!! 11/ 18 

ST This is the best mcthody. W/1 

Among the data I also registered some negative self talk in which the students express 

negative feelings regarding the completion of the task: 

ST t Jtäna "sicnvedtem", bogy nein crtcin, [Afcrwards 1 "agonizcd" over not understanding 

TY/19 
ST Az volt bonne a nch&, hogy az cgcszct ncm crtem; [7 he hard thing about it was that I did 

not understand the whole thing] K/8 

The following example shows how one student took a positive attitude and got over the 

lack of understanding some words: 

ST Some words I didn't look. So I don't know what is it. I remember them because they arc 

vcry l ütn ny words. 13/2 

Among the data I also encountered sell talk without any emotional loading: 

ST I "spokc" with myself about it. N/6 

1i 
i_ 



It could be the subject of a further research project to establish if there is any direct causal 

relationship between ST and task performance. Although many of the students who used 

positive ST completed the set tasks successfiilly, there are a number of students who 

performed poorly and also used positive ST. An interesting phenomenon is that a few 

respondents used both positive and negative ST. 

The use of laughter as a learning strategy also might deserve further investigation in the 

future. The tasks in this research were not humorous and were not intended to induce 

laughter (see Figure 9). It is a fact, however, that some students were observed laughing 

while completing their task. It is a reasonable assumption, but at this stage only an 

assumption, that this laughter was a means of reducing inner anxiety and a sign of trying to 

take a positive attitude to the task. 

The list of strategies included in the coding chart ends here. What is still lefl is the group 

marked 30 `Other' in the initial coding process, which was sorted into categories in the 

second stage of the analysis described in 13.3. 

13.4.5 New categories 

As a result of the analysis performed on the `Other' category, six new sub-categories 

emerged: 

extra (XE), simple (XS), read (XI)), rehearse (XH), rote (XR), complex (X('). 
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8 

Exlru (X E) 

These are strategies which are not part of the coding chart based on the ('haurot N: 

O'Malley (1990) list (see 13.2.2). All of the registered items include employing action stich 

as un /er-lying) or copying. 

XE After these I tried to write it down can a paper. I wrote it 2-3 linmes. l hcn I read it unc 

more, and I wrote it again. 11/18 

Copying is obviously different from note taking; it is a memory strategy supported both h` 

the visual image of the words on paper and the mechanical support of the physical 

movement of writing. It is the visual and the mechanical aspect which differentiates it 1rom 

the Cognitive Strategy of repetition, which it is closely related to. 

Simple- (XS) 

This group contains such laconic statements as `and I learned it' or `and then I memorized 

it, ' without actually indicating how. This group is important, because it indicates that for 

some students it is difficult to verbalize on strategy use, which in turn can be attributed to 

poor metacognition and a low level of awareness of learning techniques. Oxford (1990) 

makes a similar observation when saying: 

Although memory strategies can he powerful contributors to language learning, some 

research shows that language students rarely report using these strategics. It might he that 

students simply do not use memory strategies very much, especially beyond elementary Icvck 

o language Icarning. I Iowever, an altcrnativc explanation might he that they arc unaware . ýI 

hoow cotlcn thcy actually ciao (emphasis in original) employ memory stratcgic, ý. (p. 40) 
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Read (XD) 

This group is formed by very simple items in which the students refer to reading the task all 

over again and again. 

XD I read them twice, three times,..., while [= until] I can remember them. 11/5 

XI) and after [= then] I read it minimum twice across and over, and the poem is saved in my 

head. B/I 

XD and then I read it once again 2 or 3 times. W/8 

XD es üjra többször elolvasom a szüveget. [and I read the text again several times] N/15 

XD Lzert elolvastam megegyszer. Cs Igy toväbb amig meg nem tanultam. Imcrcfore I read 

it one more time. And so on until I learned it. ] Gy/6 

I created this sub-category, because it struck me how many students used reading without 

combining it with another strategy, such as selective attention or translating, etc. 

Rehearse (XH) 

In this category we are dealing with simple repetition or rehearsal: 

XH observer s notes: is mumbling to herself K/I 

XH Observer's notes: recites to himself 11/i I 

As shown in the examples, most of the data come from the observer's notes which were 

matched to the student's self-report for some indication of understanding or wanting to 

understand the practiced item. The item was coded as XH only if there was no reference to 

meaning in order to differentiate it from strategy No. 10 repetition (RP) which takes place 

"with attention to meaning" (Chamot & O'Malley 1990: 126). 
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Rote (XR) 

Mechanical memorization, usually consisting of reading and rehearsing the task in whole or 

in chunks, without any indication of considering the meaning. 

XR Then the second part. If I did not understand the words then szavankent [word by word[. 

At least j= finally] the end of the poem. N/1 

Complex (XC) 
There are very complex but mechanical memorization techniques in this sub-category. I 

labeled them complex because they cover a well-developed, and probably much-practiced 

technique of reading, repeating, practicing aloud, repeating in bits, self-monitoring, 

reviewing and evaluating. For example: 

XC Az 1. reszt elolvastam 5-ször, majd elmondtam 10-szer. A 2. reszt ugyancsak 5-szOr 

elolvastam, majd elmondtam 10-szer. Az 1. es 2. rCszt clmondtam, ha sikerült clolvastam a 3. 

rdszt 5-sztir, felmondtam 10-szer 11 read the first part five times, then I recited it ten times. I 

read the second part also live times and recited it ten times. Then I recited the first and second 

parts and if it was okay, I read the third part five times and recited it 10 times. cy/2 

This category is exciting because it shows a high level of awareness of the learning process, 

yet there is no indication of attention to the meaning of the text or the words that are being 

learnt. This is a technique which is obviously not improvised on the spot, but has been 

developed and practiced over a longer period. 

Some researchers have already attempted to prove that repetition, rehearsing, learning by 

heart and word-for-word translations have been incorrectly disapproved of, even 

condemned and outlawed by many English teachers (Cook 1994, Cortazzi and Jin 1996, 
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Pennycook 1994, Rees-Miller 1993). Some of the major studies in LLS have provided the 

profession with examples of such techniques being used successfully or even more 

successfully than others (Lawson & Hogben 1996, Naiman et al. 1978, Politzer & 

McGroarty 1985). Considering the complexity and the puzzling nature of the issue, I 

decided that rote learning would be part of the follow-up interviews described in 15.1 also 

developed a system for determining whether the students in my study can apply these 

techniques successfully when completing their tasks. The method and the conclusions are 

presented in the next section. 

14 Task Performance: 

14.1 Did strategies `work'? Did rote learning `work'? 

When taking a closer look at the task performance of the students it can be observed that 

some gave a very confident self-report about their strategy use, yet were unable to 

reproduce the words or the poem, or to summarize the text. This contradiction made it 

necessary to evaluate the task-performance of the students so that it can be compared to 

their strategy use. 

14.1.1 Method of evaluation 

Student performance of learning tasks is evaluated by teachers on a daily basis. Since the 

tasks the students performed for my research were common school tasks, the system I 

developed for evaluating student performance also follows the pattern any school teacher 
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might use when evaluating the written work of students. It is not an objective, validated 

system, it only serves the purpose of evaluating student performance in relative terms. It is 

a subjective scheme which makes possible the comparison of one student's performance to 

that of another according to subjective criteria determined by the `teacher, ' in this particular 

case the researcher. The results can serve only as illustrations and do not have any proof 

value regarding the general effectiveness of one learning strategy over another. 

Since the three tasks the students performed were very different, the quality of production 

was difficult to compare. To make it possible first the `ideally' completed task was defined. 

The definition of this performance is based on each of the set tasks and the given 

instructions as follows: 

When Hungarian students learn a poem, their teachers always expect them to memorize it 

precisely, no deviation is allowed. This makes common sense since if changes or omissions 

are allowed, a poem is not a poem any more. Similarly, when the task is to learn a set of 

new words, students are expected to know each and every item, and not just some of them. 

When the task is to summarize the essence of a passage, teachers usually look for a few 

meaningful sentences containing the most important information. Since the text in Task C 

was loaded with data about the same issue, suffrage, the information could be summarized 

perfectly well in a simple note form. 

Based on the `ideal' performance, four performance classes were set up from I st to 4th, 

among which 'I st class'' stands for ideal or close to ideal, and `4th class' stands for 

My use of 'Ist class, ' '2nd class, ' etc. should not be misinterpreted. I am not classifying people, only 
their performance, and I am only using the term `class' to avoid confusion and save the use of `category' 
for describing strategies. 
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inadequate. There is no thin line drawn between classes: if, for instance, a student rendered 

roughly 20% of the original list of words, his or her performance was put in class 4, if 

however the production was closer to 30% it was put in class 3. The categorization and the 

rating of the students was checked by two teacher colleagues acting as independent raters. 

Class Poem Words Text 

I st Reproduces poem Reproduces all 12 words Renders gist in complete 
correctly with no more with no more than 2 sentences with a number 
than one word missing misspelled or incorrect, of correct data mentioned 
or incorrect; layout or max. 1-2 missing. ** including places and 
punctuation and years, or gig es, all data 
capitalization are correctly in note foram. 
disregarded. 

2nd Reproduces poem with Reproduces list of words Renders gist in complete 
two or three words with 3-5 words missing, sentences with a nunll)cr 
missing, misspelled or misspelled or incorrect. of data of which at least 
incorrect. three are correct 

pairs. *** 
Or gives almost all data 
in note form. 

3rd Reproduces poem with Reproduces at least 4 __ Though sketchy but 
more than three words words or phrases gives at least one 
or even a whole line or correctly and attempts to sentence to cover gist 
two missing or give some more. and some placenames or 
incorrect. some dates 

4th Cannot reproduce poem Can reproduce less than Reproduction minimal 
coherently, only some four words or phrases. with no specific data or 
words consists merely of 

incoherent words. 

Fi a iu; 16. Sc ORIN(j CIIAR'I IFOR FFVALIJA"TING TASK PI; RFORMANC'F. 

*If there is -ui error in, contracted forms, e. g.: it's for It is, I consider it correct, but 
spelling mistakes such as pedal instead of petal (= using familiar word for unkncý\\ rn word) 
are included among lexical mistakes. 
** If two are missing and another two are incorrect, it goes into 2nd class. 
*** Grammatical or other errors of form are disregarded. Use of Hungarian allo«ed as 
long as information is correct and complete. 

182 



The following chart shows the placement of each of the 100 respondents according to their 

task performance. 

Class Poem Words Text 'I ti 

Ist K/1, K/2, K/7, K/8, K/3, K/ 10, K/6, 
W/2, W/8, W/ 14, W/ l, W/10 \V/ 12 
Gy/ 10, Gy/14 
N/4, N/7, N/ 10, 
H110, H/18 11/5 
B/12 B/16) B/19 

Sum 17 5 2 3 

2nd K/4, K/9 
W/5, W/ I1 W/4, W/ 16, W/3, W/ 15 
Gy/ 1, Gy/7, Gy/16, Gy/2, Gy/5, Gy/8, Gy/18 
Gyl9, Gy/l 1, Gy/13, 
N/ 1, N/8, N/3, 

11/2,11/8, 
B/4 B/5 B/8 B/ 17 B/3,13/6, B/ 18, 

Sum 8 15 7 30 

3rd K/5 
W/7, W/ 13 W/6, W/9 

Gy/4. Gy/ 17, Gy/9, Gy/ 15 
N/13, N/2, N/5, N/ 11, N/ 1.1, N/6, N/ 12, 
H/1, F1/4, H/13, H/1 1,11/19 H/3,11/12,11/15 
H/16, B/2, B/ 11 B/ 12, 

Sum 6 11 -----11 -- 28 - 

4th Gy/3, (ºy/6, (l`-/ 12 
N/9, N/ 15 

11/7, H/14, 1-1/6, H/9,11/17,11/20 
B/7 B/101 B/13, B/14 B/9 B/15) B/20 

Sum 4 2 12 18 

Total 35 33 32 100 

FICIIRI F. SCORING I ASK I'IFRI ()RMANC'IF AC'('ORI)IN(; 7O lF C'(IAR I IN ICI(;. 16. 
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Fig. 17 shows not only how each individual student carried out the learning task, but also 

how students from particular groups performed. It also displays clearly that most good 

performances are in the Poem group and the most poor ones in the Text group. 

The students found it relatively harder to cope with a text than with a poem, although the 

poem was rather unusual, but of course short. I cannot say that it was easier to learn the 

Poem than it was to summarize the Text, because ̀easy' and ̀ difficult' are very subjective 

terms. What I can say is that the strategies which were necessary to memorize a short poem 

were more readily available in the students' repertoire than the strategies needed when 

skimming for gist, scanning for information, memorizing and recalling data are entailed in 

the task. In 14.1.3 1 look at the variety of strategies used by those students who 

successfully performed their respective tasks but first in 14.1.2 1 briefly examine the 

effectiveness of rote learning. 

14.1.2 The performance of rote learners 

One use of having placed the students in the evaluation grid is to provide an easy overview 

of how the students who used rote-type techniques performed. I achieved this by marking 

those in whose record there is some indication of the use of rote learning. Thus the chart in 

Fig. 18 actually repeats Fig. 17 with the codes of those students highlighted, who reported 

the use of rote learning techniques. 

When checking if the students who are listed in the 'I st class' box used any elements of 

rote, we find that many in the Poem group did. In the 2nd class boxes there is noticeable 

use of rote in the Words group. What is more telling is adding up the numbers vertically. In 
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the Poem column 12 out of 35 students used rote-related techniques, in the Words colunin 

8 out of 33, and in the Text column only 3 out of 32. 

Class Poem Words Text Ttl 

Ist K/1, K/2, K/7, K/8 K/3, K/10 K/6 
W/2, W/8, W/14 W/1, W/10 W/1? 
Gy/10, Gy/l4 H/5 
N/4, N/7, N/10 
H/10, H118 
B/l B/16 B/19 

Sum 17: 8 5: 1 2: 0 2 4.9_ 

2nd W/5, W/1 I K/4, K/9 
Gy/1, Gy/7, Gy/16, W/4, W/16 W/3, W/15 
Gy/19 Gy/2, Gy/5, Gy/8, Gy/18 
N/l, Gy/11, Gy/13 N/3, 
B/4 N/8 B/3, B/6, B/ 18, 

H/2, H/8 
B/5 B/8, B/ 17 

Sum 8: 2 15: 5 7: 1 30: 8 

3rd K/5, 
W/7, W/13 W/6, W/9 

Gy/4. Gy/ 17, Gy/9, Gy/ 15 
N/ 13, N/2, N/5, N/ I 1, N/14, N/6, N/ 12, 
11/ 1,11/4, H113,11/16 H/11, H/19 11/3,1112,11/15 

B/2 B/ 11 B112, 
Sum 6: 1 11: 1 11: 1 28: 3 

4th Gy/3, Gy/6, Gy/ 12 
N/9, N/ 15 

11/7, H/14, H/6,11/9,1115,11/17, 
B/7, B/10, B/13, B/14 11/20 

B/9, B/ 15 B/20 
Sum 4: 1 2: 1 12: 1 18: 3 

Totl. 35: 12 33: 8 32-3 100: 
23 

Ficvm, 18. SCORING I ASK I'I RR)RMANCEF WI TI I RO FL I FARNE; RS MARKE ,) 
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As a conclusion we can say that rote learning or at least the elements of rote learning are 

part of the students' learning culture and although most students use it in combination with 

more meaningful strategies we must admit that they use it effectively. We can also see that 

the use or non-use of rote learning is task specific, when they have to learn a poem, they 

resort to rote much more than with other learning tasks even vocabulary lists. The poem 

was short and simple enough for the students to be able to rote-learn it in the given five 

minutes. The prose text, however was a little longer and was loaded with data, which made 

it necessary for the students to apply some more meaningful strategies in order to be able to 

cope with the task in the given five minutes. 

In Hungary teachers often debate whether to give students texts, dialogues or even pieces 

of literature to learn by heart. This is also a question frequently raised by teacher trainees. 

Many teachers believe that learning dialogues or texts by heart is good for the students. 

There is evidence in my research that Hungarian students are quite capable of just sitting 

down and memorizing tasks without fully or at least partially understanding what they learn. 

14.1.3 The strategy use of `Good Task Performers' 

Identifying the strategies of good language learners has always been a key issue in strategy 

research. The display of the students according to their task performance makes it easy to 

identify the strategies which led to better performance in this project. According to the 

evaluation chart in Fig 17, there are 24 students in the 'I st class' of task performance and 

30 in the second. I label them ̀ good task performers' because regardless whether they are 

`good language learners' in general, they managed to perform the given task well. With the 

help of their ID codes I selected the records of these students from the database and 
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examined them for the kinds of strategies they used. The results are displayed in Fig. 19 as 

follows: 

The first column lists the 29 strategies defined in the coding chart (13.2'. 7) and the si\ 

sub-categories defined in the second stage of the analysis (13.4.5). The numbers in the 

second, third and fourth column indicate by how many students each strategy was used for 

`1st class' task performances in each of the three task groups. The sixth, seventh and eighth 

column provide the same figures for the `2nd class' task performances. The figures are first 

given according to task type and the total for each class appears in the shaded vertical 

columns. The far right column gives the total of the two classes. For example the use of 

advance organization (AO) was reported by twelve students in the Poem group, by 3 three 

students in the Words group and by two in the Text group in the `1 st class. ' Finally, in the 

shaded horizontal rows the strategy occurrences are added up according to the main 

strategy groups. 

In this chart, if a person used the same strategy more than once it is still counted as one. 

The reason for this is that I wanted to get an impression of which strategies lead to a better 

performance. Allowing for the repeated use of the same strategy all over again, would have 

distorted the picture. 
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Strategies 1st class performances 
(I 7Sts) (5Sts) (2Sts) 

Total 
l st 

2nd class performances 
8Sts (15Sts (7Sts) 

Total 
2nd 

'I'Otal 
I st 'rid 

Poem 

group 

Words 
group 

Text 
group 

Poem 

group 

Words 

group 
Text 

group 
1. AO 12 3 2 1 3 10 7 2 3 

---- 2. DA 3 ý - ý 
3. FP l 1 2 

_Z 4. SA 3 2 2 7 
7. SN 9 1 1 6 12 7 2_ 

_35 8. SE 1 1 5 l _ 1. ý 
1 v l I 107 

9. RE 

t 

1 5 5 3 1l 
11. GR 2 2 2 1 1 5 
13. IM 4 3 1 3 1 t 
14. AR 2 l 1 
15. KM 1 2 3 
16. EL, l 1 1 1 2 
18. IN 1 1 I 3 
19. Sß 3 2 3 6 1 
20. NT 2 3 5 
21. SU 1 1 4 
22. RC 1 1 2 

3. T1, 3 1 3 4 4 11 
Co in's ? 4' 4 16- . 25 1 612 10 
24. AQ 4 3 ? 

_I1 26. CO 7 2 2 1 2 5 5 23 
27. CP 3 

-1 
28. ST 5 1 6 3 3 1 18 
29. LA 2 2 

n lAº t _F 3 

extra 3 3 3 o 

complex 4 1 1 8 1 

read 7 1 1 2 11 
rehearse 4 1 1 2 
rote 8 1 l 5 2 I 

:;,,, ý, 1 " 1 1 1 1 j 
Other 27 4 1 3 4 21 6 3 6 

'F otat 10f 126 1 11 13 44 86 166 19 33 
15.2 L5 

. 5 5-. - 55 ---- _ 15.7 9.2 6, 6,1 

FIMIRF. 19. S I'RATF. (; Y US!, I IPARNI, RS' AC'C( )RI)ING TO I-ASK TYPF ANI) 1'CRI'ORMANC'IF II Vi: I . 
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The numbers are not meant for drawing far-fetched conclusions from, but they are useful in 

orientating the researcher or the teacher as to how many different kinds of strategies are 

used by the ones who performed well. We get the average by dividing the total given in the 

bottom line in each class by the number of students. In the 'I st class' containing 24 

students this is 5.7 different strategies on average, in the 2nd class with 30 students it is 6.6. 

Relative to the other groups, the number of strategy occurrences is high in the text group of 

2nd class performances: 9.2 on average for the seven students. 

It is said that good language learners use metacognitive strategies in combination with 

cognitive strategies (Chamot & O'Malley 1990, Cohen, 1990, Oxford 1990, Wenden & 

Rubin 1987). The numbers in Fig. 19 show the same. It is interesting to notice, however, 

that there is no single, dominating cognitive strategy which was used by these learners to 

such an extent as the most commonly used metacognitive ones. Between strategies 9 and 

23 the only strategy which is used by more than the others is No. 10 repetition (RP). In the 

metacognitive strategy group on the other hand there are two strategies, advance 

organization (AO) and self monitoring (SN) which seem to be used by more than the 

others. In the social and affective strategy group cooperating with peers (CO) and self talk 

(ST) seem to dominate. In the `Other' group rote leads followed closely by complex. 

It can also be observed that translation (TL), which was one of the top strategies in the 

frequency chart (13.2.6) is used only by roughly as many of the `good task performers, ' as 

grouping (GR), imagery (IM) and substitution (SB). 

189 



The variety in strategy use does not result in successful learning in itself. It is customary in 

LLS research to concentrate on the strategy use of good language learners but from the 

work of Vann & Abraham (1990) we know that unsuccessful language learners also employ 

an extensive repertoire of learning techniques. What matters is whether the student knows 

how to put the applied strategies to good use (Anderson 1991). 

The discussion of the written data has revealed what strategies students use and to what 

effect. The question that still remains is why the respondents choose to learn the way they 

do. For the purpose of complementing and supporting the written data, oral follow-up data 

collection was conducted which took the form of a guided interview. 

15 Follow-up Interviews 

The learning habits of Hungarian students of English 

In order to be able to interpret the data gained in the written phase, a follow-up project was 

carried out in December 1996. Following the partial analysis of the written data, some 

further points needed clarification. My queries concerned not so much the particular 

strategies the students used in the written phase, but much more their general learning 

habits or learning approach into which their strategy use was embedded and which might 

influence their strategy use. I felt that it was essential to get some information from the 

students along these lines so that I could make better sense of their learning strategies, put 

them in a meaningful context and provide insight for the reader into the nature of these 

students' language learning. 
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15.1 Procedure 

The oral data collection was started after the partial analysis of the written data. It took the 

form of a `semi-structured' oral interview (11.3.2, see also Seliger and Shohamy 1989: 167) 

which was conducted with each student individually. The interviews took place in the 

respondents' respective schools. They were recorded with the students' consent under the 

condition that the text would only be used for research purposes. The length of an 

interview was between 8-12 minutes. 

15.1.1 Target group 

Fourteen interviews were conducted in three secondary schools of Budapest: the 

"University School, " the "Church School, " and the "Suburban School" (see 12-1). The 

students who participated were selected on a voluntary basis from among the ones who had 

previously taken part in the written data collection project. At the time of the otherwise 

anonymous written data collection I had asked the students to provide their names and 

telephone numbers if they had thought they could make themselves available for further data 

collection at a later stage of the project. I selected the fourteen interview subjects from this 

small pool of volunteers. I chose some who had performed the written learning task 

successfully, and some who had not. 

Since one of the problems in the analysis of the written data was sorting out group No. 3O, 

which included a variety of strategies with different levels of rote learning, in the selection 

of the interview snhjects the inclination to rote learning was an additional criterion. It was 
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also made certain that the selected students should represent all three learning task t\ peg 

(poem, words, text). For anonymous identification the original personal 11) codes of the 

respondents were retained in this part of the project. 

Student Code Task Type 

11/5 words 

11/9 text 

11/10 poem 

H/16 poem 

11/18 poem 

Gy/7 poem 

Gy/ 10 poem 

Student Code Task Type 

Gy/I I words 

Gy/ 15 text 

Gy/ 18 text 

W/3 text 

W/4 words 

W/8 poem 

W/10 words 

FIC[IRE 20. S'I'tJI)ENI'SI'AIZ'1'1(-'IPA'I'IN(ilNI'lillIN'llF, RVII, ', WPRoJI-('I 

15.1.2 The instrument 

The interview schedule consisted of six basic questions which provided a loose structure to 

the interview but lefi plenty of room for individual elaboration. The questions were 

answered by the students in more or less detail. The length of the responses depended on 

how talkative the respondents xvere and how much they had to say about one issue. Stories 

aid examples were elicited whenever possible. Above the six basic questions the interviewer 

only asked for clarification where necessary. The complete interview guide is given in Table 

8 
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Learning Strategies Interview Schedule 

Questions: 

1. Has anybody ever asked you how you learn? 

2. Has anybody ever told you how to learn? 

3. Do you have any method, technique or tricks that you think other 

students could use if you taught them how? 

4. If your teacher asks you to learn 50 words or a one page text for 

tomorrow, how do you go about learning it? 

5. When doing the written learning task your class was encouraged to use any 

means or method, yet people did not seem to take advantage of this. Why? 
6. How would you define rote learning and what do you think of it? 

(7.1 s there anything you feel I should have asked you about but I have not? ) 

TABLE 8. STRATEGY INTERVIEW QUESTIONS 

Questions 1 and 2 concern the origin of the students' strategy use and their background in 

overt strategy training. Question 3 is intended to probe into the level of awareness of 

strategy use and into the attitude of the students regarding overt strategy training. 

Questions 4 and 5 link back to the written data collection phase. In question 41 was 

interested in seeing what other strategies the students have for performing similar but longer 

tasks under different circumstances. With question 51 was hoping to elicit some answers to 

the students' negative strategy use. I wanted to see whether the rejection of such strategies 

as note taking, resourcing, cooperation, or asking for clarification, etc. was a conscious 
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decision on their part. With question 61 attempted to get some insight into the students' 

use of rote learning, their attitudes to it and their awareness of using or not using this 

technique. If there was some time left at the end of the interview. the students were usually 

invited to add anything to the topic that the questions did not cover. 

15.1.3 Language use in the interviews 

For the language of the interviews the respondents were offered a choice of English or 

Iungarian. Some students felt confident enough to choose English, others opted for 

starting out in English and switching over into Hungarian if and when necessary, and the 

majority preferred using I Iungarian (Fig. 21). 

English English & Hungarian Hungarian 

H/10 H/5 

H/18 H/9 

H/16 

Gy/7 

Gy/ 10 

Gy/ 11 

Gy/ 15 

Gy/ 18 

W/8 W/3 

W/10 W/4 

"1'cßtal: ? 4 R 

i1Gl'RF: 21. DIS FRIRIrFI()NOF I AN(; t)A(; I: IISFF. IN III: INFFFRVIF WS. 
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Although having all the interviews in English could have provided invaluable information 

about the students' learning and communication strategies, the interviews which were in 

Hungarian often provided more and more complete information. It was important to give 

the students this freedom of choice in order to ensure maximum comfort and a relaxed 

atmosphere for the interviews. 

15.2 The Interview Data 

In the following I describe the information I gathered from the interviews. In 15.2.1 the 

responses to the questions are summarized to assist in getting a collective impression of the 

students' approach to learning. The summaries follow the order of the questions in the 

interview protocol and are illustrated with examples to provide richness. The 1-lungarian 

interview data are quoted in translation. 15.2.2 contains the presentation of some individual 

cases worthy of attention. 

15.2.1 Responses to the questions 

Question One: Has anybody ever asked you how you learn? 

Most people answered no. Some gave tentative, rather vague yes answers, for instance that 

they had talked about it with teachers, parents, siblings or friends. One or two recalled a 

particular instance or a particular teacher who had discussed learning with them, and quite a 

few remembered some research type survey which had not served the student's direct 

interest, but the professional interest of the researcher: 
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Student: Not really, I think, nobody asked me this, but only we had a similar test to fill in 

with another student, or. (Interview interrupted for a minute) 

Interviewer: Can you tell me about this thing that you had to fill out, you were saying that y( m 

had to fill out something, like a test or a quiz. 

Student: That was about importances that why I learn, so how does my parent. -. influence me, 

my teachers, my schoolmates, my what's that, so my teachers. 

Inlerviewer": Did one of your teachers do this survey or someone just come in, like I came in? 

Student: I think she was from the university, from ELTE. 

Interviewer: And when they ask you how you learn, what do you answer? Do you have a 

particular method that you developed for learning? 

Student: No, I don't have any methods 1,1 just learn, I think I can learn quite easily, so if I 

have to learn something, I can do it fast. (W/8) 

When answering this question students may not have been aware that they actually had 

discussed how they learn with someone. W/3, for instance, mentioned only a survey in his 

response to Question One, but later in the interview he recalled that he and his mother had 

discussed having very similar learning styles, namely that they were both visual, not auditive 

learners. 

Question Two. Has anybody ever told you how to learn? 

Seven respondents said they had not been given any advice either by their parents, or by 

their teachers at any time during their schools years:. 

Student: Well, in a serious manner, no. My father always tells me to study more. 

Interviewer: And does he also tell you in what way you should study more, or does he just say 

`morc' and that's it? 

Student: I don't really know, nowadays they don't interfere too much, I mean, I think I learn 
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quite well, I can learn things more or less in a short time, so they don't. (W/3, my 

translation) 

The other seven students said they had been given some sort of advice, but only three of 

them admitted that they had actually taken it. 

Student: Yeah, my teacher, I think did it, just to, when she gave us couple cal' words to learn, 

she told us how to learn, so first try to remember, read it first and try to remember them and 
" 

then what we don't remember, those words, then read it again until we remember all of the 

words. For example I think she told us once. 

Interviewer: Okay, do you remember any other piece of advice or pieces of advice that you 

were given and that you maybe took or that you rejected? 

Student: Oh, about English, not... 

Inlet-viewer: About other subject? 

Student: Yeah, abut history, our teacher told us to read the book first, then try to try to tcll to 

ourselves what happened, the events and the dates, and then what we don't rcmembcr, then 

look it up and again to tell it to ourselves. 

Interviewer: Have you taken this advice? 

Student: Yeah, it was quite good I think, I managed to learn history like this. (W/10) 

The rejected advice included such common suggestions as reading the textbook before 

doing the written homework or turning off music while learning: 

Student: My parents always give me the advice to turn off the music, but I never turn off, it 

doesn't bother me, so. 

Interviewer: Do your parents cver give you any other advice? 

Student: No, I think not. My parents learned also very fast and know that I can learn fast, too. 

(W/R) 
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Student: No, they just told me how they did it, but they did not tell me to follow their 

example. 

Interviewer: Can you still remember some such advice? 

Student: Well these, sort of different, well my friends told me that it was good to study with 

soft music on, or in complete quiet, and alone, that they were bothered by the plc around. 

Interviewer: And did you take any of their advice? 

Sludent: I do not know if I took them, I do not have such needs for a particular environment, I 

can study with the music on, but also if it's quiet. (Gy/10, my translation) 

Some covert strategy training was accounted for in an indirect way. When describing some 

good learning strategies students remembered having learnt them from someone. On the 

whole, however, the students expressed a common attitude in considering learning 

approaches to be personal and not suitable for copying or imitating. 

Student: Well, I think, no, I couldn't. I think everybody can learn other way. (W/4) 

They elaborated on this issue in their responses to questions three and four. 

Questions Three and Four: Do you have any method, technique or tricks that you think 

other students could use if you taught them how? 

If your teacher asks you to learn 50 words or a one page 

text for tomorrow, how do you go about learning it? 

Some people were more consistent in their responses than others, which might mean more 

awareness of learning strategies. W/3 for instance talked about note taking as a technique 

he would teach others, but he himself would use copying to learn new words or a text. 

Gy/1 I emphasized the auditive aspect in his response to both questions. Affective factors 
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are strong in what H/9 said. She suggested increasing the motivation of someone who has 

problems with learning English and her spontaneous reaction to learning 50 words from a 

list was emotional: "I'd hate it. " H/5 is a great believer in using word cards for memorizing 

vocabulary. As a strategy to teach to others she described a form of structured reviewing, 

and elaboration: 

Student: It dcpcnds on how smart that littlc tx)y or girl is. 

Interviewer: Could you elaborate on this? 

Student: If he is only lazy but smart then I would tell him `you have to study more. ' . But if he 

is having difficulties with something then I would tell him to review things and not 

necessarily all in one stretch for hours but he can do other things in between, or he can link 

the material to things, so that he can memorize it. 

Interviewer: And let's suppose that this boy says ̀But I sit over my English txx)ks for two 

hours every day. ' 

Student: In this case I might tell him that this is actually the problem, that he studies for too 

long, or all in one. Or that it is not the same whether he sits there from 10 to 12 p. in. or 

from 2 to 4 p. m. (I1/5, my translation) 

Question Five: When doing the written learning task, your class was encouraged to use 

any means or method, yet people did not seem to take advantage of this. Why? 

Some of the students mentioned the shortage of time as a reason for not trying to 

collaborate, ask questions or take notes, etc. They meant by this that the use of these 

strategies takes time and there were only 5 minutes given to complete the task which was 

not enough for learning the task AND for instance, collaborating. This separation is highly 

interesting. It implies namely that learning is done individually, that it can be done more 
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quickly and efficiently alone, and even if there is collaboration, it is something `extra, ' it is 

not a means of learning. 

Another reason or excuse the students put forth is that these methods were not part of the 

instruction. The tasks did not specify that they had to understand what they were learning 

and since they can learn things without understanding them, they did not bother to ask their 

peers for clarification. The instructions did not require that they cooperate either, so they 

didn't. Some maintained that the use of social strategies was not even necessary, because 

the tasks were easy enough. 

Sludeni: as far as help, I do not know what other help I would need, I mean there's the sheet 

of paper, I read it, and that's where one needs to learn it from. (Gy/10, my translation) 

A third group of reasons is that cooperation is something they do not usually do, it is not 

part of their classroom routine, and they did not want to inconvenience their classmates 

with it. 

Student: `Cause most people do study alone at home and they are not used to these things, I 

mean their parents do not help them either, particularly not at this age, so people do this on 

their own, and I think this is routine. (Gy/11, my translation) 

Student: Well at school, after school we do not stay in so that we can learn together, we live 

far from one another, so we do not usually study together. Sometimes Ms W. gave us such 

tasks, for instance that we prepare something together for the following day, but that was a 

problem because everybody was leaving. Some for private classes, some for hotte, 

whatever, and then we were never able to do these things, only in recess, maybe we sort of 

hashcd something up, so it didn't, it never resulted in anything worthwhile. (W/4, my 

translation) 
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One of the students sees the questions of who to collaborate with, when and where all 

problematic. Her last comment illustrates a point made earlier, namely that Hungarian 

students think of learning as something done outside of class, after school: 

Student: Yeah, I have learned together with someone, but... It can be good, it can he helpful. 

because he or she can help me. But if she is slower or not so clever, so, than I am, it is, wcll, 

it's slow and boring. 

Interviewer: So you'd rather study on your own, are you saying that? 

Student: No, but, well, yeah, for example, with one of my friends I can really work together 

because we are really thinking together and she is thinking as fast as I am and as Any as I 

am. 

Interviewer: However, in class, I did not see to many people working together. Is that typical 

of your class? 

Student: Yeah, because we don't have to, or when could we learn together or work together? 

Interviewer: I mean just when I gave this little task, you know, like learn these words or learn 

this text or learn this poem, I didn't see too many people work together. 

Student: Yeah, we are not used to working together. (W/10) 

Question Six: How would you define rote learning and what do you think of it? 

We can observe a general negative attitude towards rote learning. One common feature of 

rote learning mentioned by most of the students is that one does not understand or at least 

does not fully understand what is being learnt. The material does not become part of one's 

knowledge because the links to previous knowledge are not made. 
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Student: Well, rote is when you learn things the way they arc, but you cannot link them to 

anything. You've got it, you know it, but you cannot draw any conclusions from it, so in 

reality you cannot make any connections, you've just memorized it. (Gy/7, my translati(xn ) 

Interviewer: So, for instance, what you described earlier for learning a one-page text about the 

history of Budapest that is not rote learning? 

Student: No, it isn't. 

Interviewer: It is not rote, only learning something by heart? 

Student: Yes, because there I understand what it is about! When you do rote learning, you do 

not always understand. In case of rote learning, you learn the letters, when learning by 

heart you learn what is there in the sentence. (1116, my translation) 

Material learned by rote will be quickly forgotten because there is no sense, no logic in it. 

This method is therefore considered a waste of time. On the other hand, some mention was 

made of positive short term goals achieved by rote learning, e. g. exam preparation. 

Student: It is learning words while not learning how to use them, only learn their meaning, or 

not really their meaning but learning a Ilungarian word with it, or learning a list of words 

in, so one after the other. 

Interviewer: What do you think of this kind of learning? 

Student: I think it's not good. Because I did not experience that if I learn words like that then 

I could use them any time. 

Interviewer: So you don't do it? 

Student: I don't do it. 

Inlenviewer: Do you think a lot of people learn that way? 

Student: I think there are some people who cannot catch [pick up] words from texts, so cannot 

easily remember words, they do it very often, because in exams and things like that there are 

many words needed and they have to get it from somewhere. (W/ß) 
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Additional Questions: 

At the end of the interviews I usually asked the students if there was anything else they 

wanted to speak about or if they felt I had left out something important. Student H/ 16 

came up with an unexpected but very logical answer: 

Interviewer: Do you feel there is something else I should have asked you atxout? 

Student: If I like learning; this is so obvious! 

Interviewer: Do you like learning? 

Student: Yes. I do not know why. 

Interviewer: What marks do you have in English? 

Student: Oh, gee, last year I was a5 (the best mark], yes. 

Interviewer: And now? 

Sludenl: Now I am between a4 and a 5, yes, exactly between 4 and 5. 

Interviewer: I wonder why that is? 

Student: Because we have been given a new teacher and her teaching method is completely 

different from that of our previous teacher. 

Interviewer: Does a different teaching method require a different learning approach? 

Student: Yes, absolutely, because this teacher focuses on the structure of a unit, grammar and 

structure, while the other one always tested us on vocabulary, and this is quite different fier 

me, and therefore in the beginning I was quite shocked when she asked things which I had 

never even heard of, and then I got 4s on my tests, but now I am beginning to understand 

what she expects of us. (11/16, my translation) 

The responses to the questions become more meaningful if we look at a few individual cases 

in even more detail. Some responses I would like to quote independently of the questions 

so that the students' creativity and originality can be fully appreciated. 
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15.2.2 Individual techniques and approaches 

The most interesting responses were given to those questions in which the respondents had 

to describe learning techniques. The students revealed a much greater variety in their 

strategy repertoire than what they demonstrated in the written phase of the data collection. 

The cases I quote in detail in this section I find particularly worthy of attention. Since the 

codes are much too impersonal for presenting these details, I have given each student a 

pseudonym which still preserves their anonymity. 

Teddy (H/5) 

She is a student in the "Suburban School. " She was identified as one of the successful task 

performers in the `Words' group. I call her `Teddy' because when she has to learn 

something by heart, she recites it to her teddy bear, and if she is preparing for a presentation 

in class, she rehearses it at home by standing up in front of all her stuffed animals. I picked 

her as an amazing example of strategy awareness. She used Hungarian in the interview, 

therefore the quotes are presented in my translation. 

To the question on how she would go about learning a list of 50 words for the next day, she 

explains her method of preparing word-cards. She makes some slips of paper and puts the 

words in English and in Hungarian on them. Then she cuts them apart, reads each card a 

few times and when she thinks she can recall some of them she starts pairing up the English 

words with their Hungarian equivalents. 

Inlen'ieº r 'Did )qv learn this from someone or did you ahne up with it yourself? ' 

Teddy ̀ No, I discovered it one time, but I have not done it for a long time. ' 
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Interviewer 'And when I asked you what advice you would give to someone else, you did not 

say you'd recommend it to that little boy. Did you just forget that you could mention this? ' 

Teddy `No, because I took this from what we always did in class, there was a picture and a 

verb and you had to put the two together, and this is what I based it on. ' 

Interviewer `And do you think this would work for someone else as well, or you don't think 

it's worth teaching to others? ' 

Teddy `I don't know. I think it depends on his abilities. Because there are some who learn by 

reading and reading, and then they have this big sheet in front of them and they know how 

the items come one after the other, and so they are linking them to the place. ' 

Interviewer `But you are not one of these. ' 

Teddy `No. Okay, I can learn like this, too, visualizing my notebook in front of my eyes, but 

it makes no sense. ' 

Interviewer `And why does this word-card method make more sense? ' 

Teddy `Because I link the meaning to the word and not whether it was at the bottom of the 

page or on the top of it. ' 

Pearl (H/I 0) 

She is Teddy's classmate. Her English teacher gave a rather poor evaluation of her. Her 

written performance was I st class. The interview took place a year after the written data 

collection, which in her case is important as will be seen from the excerpts. Her favorite 

vocabulary learning technique is grouping, for which she applies such criteria as whether she 

likes the word or is it connected to music, etc. The technique she describes in the interview 

she also uses for learning other subjects such as history or biology. She spoke English in 
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the interview mixing in a few Hungarian words when she got stuck. Her words are 

presented in their original, unedited form with occasional translations or explanations in [ ]. 

Interviewer 'Do you have a way of learning, some method, some tricks that you use? ' 

Pearl `Yes, I usually try to imagine what I learn, so I try to make a picture, and I usually 

remember this picture, not the word, not the voices, the pictures, the shapes, the feelings, and 

like this. ' 

Interviewer `Do you remember what you had to learn a year ago when I came? ' 

Pearl `Yes, a poem. ' 

Interviewer `And did you learn that also with the pictures? ' 

Pearl `Yes. ' 

Interviewer 'Do you still remember the pictures? ' 

Peal `Yes. ' 

Inlet-viewer `What was the picture? ' 

Pearl ` Oh the poem was, 

I know the power or the words / it's nothing /a fallen / pittal under a dancer's heel / but man 

in his lips/ the "sorrend" [order] it's not good, bones, lips, soul and skin, no, no, no' 

Interviewer `No, just three' 

Pearl `Bone, lips... in his lips, his times, his soul. ' 

Interviewer `Wonderful. ' 

Pear! `And when, so I don't really understand, I didn't really understand what does it mean 

"Pittal under dancer's heel, " but I tried to imagine a big hole, a big, no, not hole, a big 

"tercrn" 40 

Inlervietieer `That's hall. ' 

Pearl `a big hall with "kockas padlb, csempe" 

Inlerviewr `Chm-kcd. Okay, tiled floor, it's a tiled tl(x)r. ' 

Pear! `Yes, and a man who dance in this hall. And it was big, and good feeling, so dancing 

in this hall, and independent feeling. ' 
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I also inquired about how she applied this strategy of using imagery to learning other 

subjects. Pearl explained that it was very easy. For instance, when she was studying the 

bone structure of the human body for her biology class, she imagined taking a walk inside 

her body, moving from one little bone to the other naming each one of them along the way. 

Pearl is yet another of those students who have very elaborate but very individual learning 

strategies. She is aware of the fact that people have different learning styles and what 

works for one may not work for another. 

Dave (Gy/7) 

He is a student at the "Church School. " He is one of those who did not take his parents' 

advice on how to learn. He plays some soft music when he studies at home. He does not 

know if it makes his learning more effective, but he knows that he needs it. fie is from the 

Poem-group and his task performance was placed into the 2nd class. The interview was 

conducted in Hungarian. 

Dave `Iiow to learn? Well I don't know if the way I learn is good, but what I do is I read out 

what I have to learn a few times, and after I have read it two or three times, I try to recite it to 

myself, and I try to speak without stopping, and if I get stuck, I peek into the book and that is 

how I help myself get over the obstacle. And I keep doing this until it goes perfectly well, but 

this usually does not take a lot of time, I mean I can do it quite fast. I can tell what I had to 

learn. This is mainly relevant in the humanities and social sciences. ' 

Interviewer `And what if your teacher says you have to learn a list of 50 words by tomorrow? ' 

Dave `I usually like to sort them, so that one topic..., I mean if there are fifty words thcn 

there are likely to he similar ones, I moan ones that belong to the samc topic, I select those, 

separate them out, becausc if they are sorted into groups, no matter if Ufere arc fifty or them, 
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they seem less, so they are easier to learn. On the other hand, they need to be linked to 

something, if possible. ' 

Interviewer `What do you usually link them to? ' 

Dave `Well, the IIungarian language has become quite foreignized, I mean, buy, this was not 

the right word, I am sorry, anyway, there are lots of foreign words in I Iungarian, and then you 

hear these on television too, so you remember them. Then in case of compounds, I don't 

know, anyway in French there are quite a few words of which if you know the base, then for 

instance all you need to add is "re, " and then it usually means "back", so you can link this, 

that is you don't have to know it, you can figure it out and then it is easier to learn. ' 

Interviewer `You mean you usually try to figure out the meaning? ' 

Dave ' Yes, and if there is something I cannot tie to anything, that I just mcmorizc, but I 

memorize it so that I sit down to learn and then I need about one night for it to work, because 

I learn it in the evening, and the following morning when I review it, it is in my head, so the 

.., no matter what time I went to bed the night before, if I sit down to it, I know it already. 

Well, at least this is how it works with me. ' 

Dave possesses a colorful strategy repertoire in which rote memorization combined with 

other strategies is also present. He skillfully selects different strategies for different tasks 

and, just as Teddy or Pearl, he also emphasizes that what works for him may not work for 

others. With this he expresses his belief in the individual and personal nature of strategy 

use. 

Melody (Gy/18) 

She is a student in the "Church School. " Her teacher described her as a good, but very 

individualistic student. She was in the Text group for the written data collection and her 

task performance was 2nd class. She is the one, who was quoted in the discussion of 
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Cognitive Strategies for having used an elaborate system of adding up and subtracting 

numbers to remember the dates (see. 13.4.2). She gave her answers in Hungarian. 

In the interview she maintained that she did not `learn' any English, she managed quite well 

on what she could pick up in class. Her answers describe an auditive learner. She does not 

learn well from another person's written notes, but if that person tells her the material, she 

can detect the system in the text, pull out the important information and learn it. For 

learning a list of items in any subject she has the following method. 

Melody `Well if I have to learn a longer list or something, then I can learn it quite well. I do 

not remember who I heard this from, or if I heard this from anybody at all, or if I, just tried it, 

and it worked for me, but anyway I attach the words I have to learn to a tune, or to a rhythm, 

but rather a tune because that better ... ' 

Interviewer `Can you give an example? ' 

Melody `No, because then the tune..., the next day I don't remember the tune any more. ' 

It is a pity she was unable or unwilling to give an example, but what I suspect she does is 

her version of a centuries-old technique in the teaching of Latin, for instance. This is how 

my own German teacher made me memorize a list of prepositions. Chanting information 

was very popular in schools all over the world in those days when paper was not readily 

available and most of the learning took place orally. 

Cal (H/18) 

Cal is a student in the "Suburban School. " He is a very confident and assertive person and 

a good risk taker, which can be seen from his use of English in the interview. He is a 

student who is absolutely fascinated by learning techniques. He is familiar with a whole 
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arsenal of strategies, of which he only uses a few. The rest he says he does not need. I le 

suggests that grammatical structures should be learned embedded in situations the learner 

creates. He knows how to use mnemonics and visual imagery. He has an elaborate word- 

card technique for learning the three forms of English irregular verbs. In his computer he 

has a vocabulary learning program, which he often uses. When asked how he would learn 

50 words by the next day, he says: 

Cal `I'll try to memorize that, I would just cut the words, just like a knife. For example 

emphasize, size is "meret, " and to grow the size this is emphasize, "kiemel" this is for 

example emphasize, this is the way I've learnt. But I've got a computer program, English, 

This is Words, this is the title, and there is a test in that. I write the words in, the I lungarian 

meaning, and it says pu pose, and there is eight or fifteen words on the picture and one of the 

words means purpose in Hungarian. I have a program like this, and I would do this with 

these 15 words. ' 

When asked about why he did not use any social strategies in the written data collection 

phase, he explains: 

Cal `Because of the time. So, it's very fluent. It's a very fluent thing. Because I had got five 

minutes to learn this "petal under" thing. I don't remember that one. ' 

Inlet-viewer ̀ I'm glad you remember "petal. " Did you know the meaning of "petal"? 

Cal `I've read it in the dictionary but I forget it. ' 

Interviewer `Why didn't you ask me what the word meant? ' 

Cal `Because it was not in the instruction. ' 

In spite of having learned the poem without fully understanding it, Cal is strongly against 

rote learning, which he describes as learning something one doesn't understand and doesn't 

even want to understand, an act which lacks logic. He calls it a sin. 
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If it indeed is a `sin, ' many students in my sample of a 100 are guilty of it. I demonstrated 

in 14.1.2 and 14.1.3 that even the good task performers made extensive use of rote-related 

learning techniques. In the following section I attempt to interpret and evaluate the 

interview findings as a contribution to the findings of the written data collection phase. 

15.3 Discussion and outcome 

In what sense did the interviews go beyond what was already known from the written data? 

Above all they confirmed the frequent use of metacognition, the awareness of the learning 

process, and this in spite of the lack of overt strategy training. These students are all 

conscious about how they learn, how something can or cannot be learnt, how they learn 

different subjects in different ways and how different students learn differently. Their 

learning habits are rooted in traditions but they are also familiar with new trends, such as the 

use of CALL programs. Rote learning is in their thinking though many of them deny using 

it and enumerate a variety of reasons for replacing it with other learning methods. One of 

them (W/4) associates the term with bad teachers who will require things to be learnt by 

heart. 

The interviews also help solve the dilemma of what to consider rote learning and what not. 

Most students agree that rote learning (`magoläs') means memorizing something one does 

not or does not fully understand. This supports the principle applied in my data analysis, 

when only those self-report data were put into the repeat category which indicated in direct 

or indirect ways that the respondent was attending to meaning while performing the learning 
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task, and the items in which the lack of understanding could be established with certainty 

were further analyzed in the rote-related group. 

The interviews were kept short and therefore they do not discuss in sufficient detail whether 

students consider learning as `learning at home' or `learning at school. ' However there is 

plenty of reference in their responses that indicates that for them the term `learn' means 

`studying at home. ' Those who are able to learn the language by means of class 

participation only will say that they `do not learn. ' 

While most of the strategies listed by Oxford were omitted from the final list of strategies 

used for coding the written data, some did occur in the interviews. Many of the respondents 

for instance use music while learning at home, which is one of Oxford's affective strategies. 

This indicates that strategy use is not only task based but situation based as well. 

What is really striking in these interviews is the awareness on one hand, on the other the 

variety of learning strategies. It is quite amazing how many strategies these students apply 

and how conscious these strategy applications are in spite of the fact that there is no 

reference to overt strategy training and very little or no mention is made of learning and 

learning strategies in school or at home. One can only wonder how much these students 

could learn from one another if they were given an opportunity, and how much their 

teachers could learn about learning that they probably are not aware of at all. 

It was said in 14.1.2 that rote learning is part of Hungarian school culture. It is evident 

from the data that `it is done' even though many of the students maintained that their 
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teacher did not give them rote learning tasks in English. When hearing the imaginary 

instruction "and your teacher says you must learn it" in the interview, the spontaneous 

reaction of many students was: `Word for word? ' [Szorol szora? ]. Others referred to rote 

learning in an indirect way. When describing how they would go about the learning task 

they referred to rote learning as a rejected option, i. e.: `I could not do it word for word, ' 

etc. It is reasonable to assume that these comments stem from the fact that rote learning is 

present in their thinking and their life. 

The choice of language use for the interviews provides direct information about the 

learners' attitude to risk taking. Each one of those who were willing to carry on the 

conversation in English took a risk, just as the ones who had written their self-report in 

English. 

The interviews were not restricted to strategy use in English. It is well documented in the 

literature that strategies work across the curriculum, and even if one strategy is more often 

used in the learning of one subject than in the learning of another, strategies are transferred 

between similar situations, for which the respondents provided a number of examples. 

The student responses highlighted some of the limitations of the written data collection 

method. With hindsight I would tell students to include in the self-report what other 

strategies they would have used if they had had more time to learn the task. This is because 

in the interviews several responses were made to the effect that the students did not 

cooperate because that would have taken up too much time, of which there was very little. 
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Having described and analyzed both the written and the oral data, important features of 

Hungarian language learners emerge, and provide building blocks for a composite picture 

which is synthesized in the next section. 

16 Summary 

Project `B': `The Language Learning Strategies Used by Hungarian Learners of English' 

was designed to gain a better understanding of how Hungarian students learn. It was aimed 

at constructing a picture of their learning approach and at identifying the range of learning 

strategies they use. Although a project of this size is not enough to examine the Hungarian 

language learner in all its complexity, as the first step it does provide a solid basis for further 

research. 

The results of my investigation yield important, new information about the Hungarian 

learner of English which has not been documented in the literature before. The outcomes 

illuminate a new aspect Hungarian language learners, they complement and enrich our 

knowledge, and can serve as useful guiding posts in EFL teaching and teacher training. 

My research provided insight into the students' general approach to the learning task. It 

provided links to previous findings in the EFLIESL literature and brought to light new 

strategies and new aspects of old strategies. The learning approach of Hungarian EFL 

students can be characterized with the following terms: 
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Variety 

I can say that the repertoire of Hungarian learners of English includes almost all the 

strategies identified in major research studies before. The few that are not present are either 

not defined distinctively enough or their use could not be elicited with the help of the 

applied research instrument. 

Conventionalism and Originality 

Many students use conventional strategies, which they apply naturally and automatically, 

many have very interesting individual learning techniques which they developed themselves. 

The combined application of both conventional strategies and innovative ones is very 

common. 

Meaning 

There is some discrepancy between what students do and what they believe in. In theory 

they tend to reject meaningless learning techniques completely, but in practice many apply 

them, usually in combination with other, more meaningful strategies. 

Rote learning 

Although the students have a rich cognitive strategy repertoire, some rote-type learning 

techniques are more readily available than strategies which need elaborate cognitive 

processing. The learners use repetition and rehearsal in various forms and combinations and 

can use them effectively. They are also skilled in combining rote with meaningful strategies, 

or switching from one to the other if one fails. 
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Individuality 

A characteristic feature is that they interpret `learning' as an individual activity which is 

performed at home. What happens in class is not understood as `learning' proper. Students 

sometimes avoid learning with a partner due to awareness of differing learning styles. Many 

students have elaborate, individually developed learning strategies which they do not think 

of sharing with others because of their `custom made' character. 

Strategy training 

The students experience very little, almost no overt strategy training during their school 

years. The origins of the learning strategies which they have developed themselves can, 

however, sometimes be traced back indirectly to some classroom event or activity (11/5 

[Teddy], H/15, W/10) 
. The students usually refuse giving advice on learning teclhniques. 

reasoning that what works for one person does not work for another. 

The frequent occurrence of rote related techniques and such traditional, old fashioned 

cognitive strategies as lra, islation and repetition indicate the presence of strong o1(1 learning 

traditions, probably not unrelated to teaching methods either. The fact that there is a very 

strong use of metacognitive strategies leads to the conclusion that the application of' these 

traditional learning techniques is not accidental at all. Thompson (1987) points out that in 

cultures with strong rote learning traditions, students may be reluctant to use other memory 

strategies presented in training: 
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There may be a cultural element in the utilization of mnemonic strategies. For instance 

speakers of languages whose cultures emphasize rote learning, may he more reluctant to 

engage in visual and verbal elaboration on which various mnemonic devices arc based. (r. 

49) 

Awareness 

The learners are very conscious about the strategies they use, when asked, most of there can 

relate how they developed and started to use that particular strategy. The sample's strategy 

use is effective but there is a direct relationship between the task type and the quality of 

performance. The frequent reference to rejected strategy options, that is doing something in 

preference to something else, also underlines the consciousness of strategy application. 

This raises the issue of consciousness in strategy application which was referred to in 11.2 

as a point researchers do not seem to agree on. Perhaps the difference in opinion among 

experts comes from the fact that they use the term consciousness instead of awareness. It is 

possible that after frequent application strategies become habitual, which leads to automatic 

application. This might take the form of mumbling, underlining, scribbling notes or talking 

to a partner even. The learner is conscious of doing it, but unaware that these actions help 

his learning. 

Risk taking 

Examining the task-production sheets of the respondents it can be observed that many of 

these learners of English are good `risk takers, ' which is a very important attribute of 

successful language learners (Brown 1987,1994; Ellis 1986,1994). The big difference in 
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frequency between the application of translation (n-54) with the help of a dictionar\ and 

inferencing (n-1 1) may not indicate a low level of risk-taking but the assumed or inherent 

need to understand ̀ perfectly' (cf. Nyikos 1994). 

This is the picture of Hungarian language learners that the data gained in the process of my 

investigation allow me to construct. It is a rich and colorful picture. Besides providing a 

basis for further research, it already contains relevant and important new information which 

can enrich teacher training programs, and help the work of teachers of English in Hungary, 

native and non-native alike. The insight my project offers into the nature of the F (ungarian 

language learner is new contribution to knowledge. Together with Project `n, ' this study 

points towards a new aspect of teacher education which takes account of the context and 

the particular learner group for which the teachers are being prepared. 
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PART FOUR 

Towards a Culture-sensitive Teacher Education in EFL 

17 Interculturalism as a Link between the Projects 

The two projects included in this portfolio have conclusions of their own, each in its own 

context, but there are conclusions which go beyond these contexts into more general areas 

of learning and teaching English. The research question which links these projects, and 

which was set in the introductory Part One was whether the training of teachers of English 

for aI lungarian context should have any characteristic features distinguishing it from 

training English teachers in general. The question implied that current teacher education 

practices do not take into account ethnic or cultural features of a learner group. It also 

implied that, due to the fact that language and culture are intertwined and inseparable 

entities, the world-wide dominance of English as a lingua franca results in a strong Anglo- 

American cultural influence on other countries. My suggestion was that this question he 

revisited and answered with the help of research conclusions from the two projects 

presented in the portfolio. 

I laying placed my research conclusions against the backdrop of the international II /f I I. 

scene in each project, my answer is that not only the training of I lungarian EFI teachers but 

training teachers for any context should have general as well as context specific features. 
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There is evidence pointing in this direction in the Hungarian research projects (see 7.5 and 

16) and if we link those to evidence from current literature (e. g.: Bahloul 1994, Bardovi- 

Harlig 1996, Bennett 1990, Byram and Zarate 1996, Kramsch 1993, Kramsch et al. 1996, 

Neuner 1996, Valdes 1990, etc. ), we can move the issue outside the Hungarian context and 

see that training teachers of English should have an intercultural aspect. I say should have, 

because currently it does not. In this concluding part of my portfolio, I first demonstrate 

that this intercultural component is indeed missing from the forefront of language teaching 

and teacher education, then I draw conclusions from Project A and B to support the 

suggestion that there is a need for an intercultural aspect and finally, I present my views on 

how this could best be done. 

18 The Lack of an Intercultural Aspect 

Although an intercultural aspect is not present in teaching and teacher training for EFL, 

culture is not missing altogether. Experts place the beginning of including culture in the 

foreign language syllabus in the 1970s (Kramsch 1995, Willems 1996). Willems attributes 

this shift to the introduction of communicative principles in language teaching in the 

seventies and early eighties. Van Ek's `Threshold Level' (1975) and 'Threshold Level for 

Schools' (1976) were indeed written to provide language learners "in a very large part of 

Europe with an objective in terms of practical communicative ability" (van Ek 1976: 3). The 

`threshold level' defines what learners minimally need to be able to do in the foreign 

language in order to not only `survive' linguistically as tourists but to also be able to 

establish and maintain social relations. In Willems's terms, this attention to the foreign 

culture in the 1970s and 1980s meant no more than giving factual information about the 
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target culture and providing useful colloquial phrases to help along a visitor in the foreign 

culture. Willems points out the present need for moving beyond this simplified treatment of 

culture towards a contrastive analysis between the social context of linguistic phrases in the 

target culture and comparable contexts in the home culture. 

The increased importance of the EFL speaker's home culture is observed by Kramsch 

(1995) in the appearance of pragmatics in the foreign language teaching of the 1970s when 

the aim, in her words, was "to meet the local needs of local speakers and hearers in locally 

situated contexts of communication"(p. 87). She is actually referring to the so-called 

`Functional-Notional Approach' which gained popularity and inflicted radical changes in 

European EFL in the 1970s when "the cultural component of language teaching came to be 

seen as the pragmatic functions and notions expressed through language in everyday ways 

of speaking and acting" (p. 87). Although these words grasp the essence of pragmatics in 

foreign language teaching very well, it is necessary to look at a slightly more extensive 

definition of the term. 

Yule (1996) defines the four areas that pragmatics is concerned with as follows: 

Pragmatics is the study of speaker meaning. 

Pragmatics is the study of contextual meaning. 

Pragmatics is the study of how more gets communicated than is said. 

Pragmatics is the study of relative distance. (p. 3) 

These four statements highlight different ways in which culture is present in language, and 

lead to a basic principle offered by Yule, namely that the more two speakers have in 

common the less language they will need to use to identify familiar things. This is an 
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extremely important principle because if native speakers are unaware that their interlocutor 

is a non-native, they are unaware of the lack of shared knowledge and express themselves in 

fewer words than necessary leaving considerable room for misunderstanding and 

misinterpretation. In the reverse case, on the other hand, when there is sufficient shared 

knowledge between the speaker and his or her interlocutor, but the speaker is unaware of 

this, he or she might say a number of unnecessary things and insult the other person by 

treating him or her as mentally unequal, "i. e. as stupid" (p. 5). 

In including pragmatic awareness in language teaching, students are made familiar with 

common patterns in the target culture for communicating more than what is said. For 

people who share a common first language and culture there is a convention that certain 

referring expressions will be used to identify certain entities on a regular basis. Teaching 

this however means imposing native norms on the non-native speaker, which is rather 

purposeless and artificial if English is used in non-native/non-native communication. Yule's 

`Pragmatics' (1996) is admittedly written from an assumed middle class Anglo-American 

background. He is fully aware that what he says is completely irrelevant from a cross- 

cultural point of view, that is if the interlocutors come from different cultures. 

Kramsch (1995) takes a similar line when she points out the inadequacy of the Functional- 

Notional Approach by saying that this trend was based on an "illusionary universality of 

speech functions based on shared human needs" (p. 87). She even goes further in believing 

that a pragmatic approach can be imperialistic "if it assumes that universally shared basic 

human needs automatically correspond to universally shared ways of thinking and talking 

about those needs" (p. 87). In trying to avoid this kind of `linguistic imperialism' we are 
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faced with the dilemma as to what extent non-native learners should be held to native 

speakers' conventions of language use and interpretation. I fully agree with Kramsch's 

suggestion that instead of trying to bridge cultural differences and aim for the universal, 

dialogue should be started to explore the differences between people's values and attitudes. 

Yule (1996) maintains that as non-native speakers we all have a `pragmatic accent' (p. 88). 

By this he means that we all assume something different as `being communicated without 

being said' than what a native speaker assumes. He points to the need for studying not only 

interlanguage pragmatics, which is the study of the communicative behavior of non-native 

speakers of a language, but also promotes contrastive pragmatics, that is the study of 

different cultural ways of speaking. In the following excerpt Kasper (1994) gives a taste of 

this kind of cross-cultural treatment of pragmatics: 

Some types of linguistic action arc carried out more frequently in some cultures than in 

others. Hearer-beneficial acts such as complimenting and thanking occur more regularly in 

some Western contexts (e. g., the USA) than in some Asian cultures (e. g., mainland China), 

reflecting both the strong positive politeness orientation and reluctance to impose on others in 

mainstream American culture, on the one hand, and the assumption, in China, that 

participants act according to their social positions and associated roles and obligations, on the 

other. Also, hearer-costly acts such as refusals are perceived as being more socially offensive 

by Japanese and Chinese interlocutors and thus tend to be avoided , whereas it seems more 

consistent with American interlocutors' right to self-determination not to comply with anothcr 

person's wishes. (p. 3209) 

Kramsch (1995) finds that at present language teaching is still operating on a relatively 

narrow conception of both language and culture, and while the cultural elements which are 
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incorporated in EFL teaching reinforce and enrich the linguistic material, the real shift in 

attitude to teaching language as culture has not been made yet. 

In Part One of this portfolio I attempted to highlight some points which illustrate that 

currently there is a strong tendency to shape EFL teaching and teacher training according 

to the norms prevalent in the major English speaking countries, such as the USA and Great 

Britain. This is taking place by direct and indirect influence, foreign aid programs are set up 

to promote the teaching of English: foreign language teaching materials are being used over 

locally produced materials, foreign teachers are employed, teacher trainers are `imported' 

and training books are British or US publications. As a small example I could mention the 

reading list offered to ELTE students preparing for their EFL methodology exam (Appendix 

Five). Out of the 27 recommended books, there are only two written by Hungarians. Since 

foreign aid programs are set up with little knowledge of local needs, visiting teachers are 

not trained for local expectations and the books they bring along have been produced for 

the international market not for a particular region or country. All this is creating an Anglo- 

American style EFL teaching rund teacher training in which the local nccdis, conventions, 

cultural traditions or cultural contrastivity have little or no place. 

19 The Need for Interculturalism 

My NEST Project and LLS Project highlighted two important aspects of teaching English 

to Hungarian learners: their needs and expectations and their approach to learning. The 

results of each project have important implications for teacher training. They throw light 

on characteristics that teachers should be prepared for in order to achieve better results. The 
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NEST Project not only made clear the fact that native teachers without training are seldom 

welcome by Hungarian students (see 7.2.1), but also highlighted kernel points in the area of 

linguistics, pedagogy and cultural awareness in which the training of otherwise qualified 

native speaking teachers seem to be lacking at present (7.2.2,7.2.4,7.5). In the LLS 

Project, the outcomes point to the fact that Hungarian learners use learning strategies which 

are not documented in studies conducted in mainstream US educational contexts (13.4.5, 

16) and which therefore are missing from the major sources from which teachers-in-training 

get their information about students' learning approaches. 

In both projects I found sufficient link between the Hungarian data and data from other 

contexts pointing in a similar direction. In the NEST Project, I pointed out the remarkable 

similarities between the needs and expectations and the reasons for complaint of Hungarian 

learners and those of learners from other cultures. In the LLS Project there is evidence 

coming from published sources that `good language learning' is achieved with the help of 

strategies missing from or undervalued by western taxonomies (Cook 1994, Koivukari 

1982, Tinkham 1989). 

In Sections 19.1-19.2 1 look at how these findings resonate with the observations other 

professionals have made and that they all point into the direction of intercultural needs in 

eachin EFL, which in turn call for interculturally based teacher education programs. 
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19.1 lnterculturalism in the teaching of English 

When discussing interculturalism in the teaching of English, it is necessary to define NN hich 

type of ELT is implied. Let me refer back to the distinction between EFI, and FSL as 

outlined in Part One, and assume the standpoint of Phillipson (1992b) who say-, that. "there 

are (or should be) quite different teaching needs and strategies in ESL and EFf. situations 

because of the differing degree of exposure to the language outside school and the (liflerent 

roles for English both within the education system and in the wider community" (p. 24). 1n 

countries where English is taught as a second language, multiculturalism is part and parcel 

of education, if not in practice, then at least in theory. Kramsch et al. (1996) namely accuse 

Americans of paying lip-service to multiculturalism and claim that tolerance to religious and 

cultural diversity is the American way of life only as long as it does not put in question the 

supremacy of white, male, middle class American values. Regardless of the quality of the 

practical realization of multiculturalism, copying the norms and practices of a 

nnulticultura. list ESL onto EFI, would be inappropriate because of the differences between 

the contexts, aims and objectives. 

In the 1990s, the increased interest in English as a lingua franca (2.1 Table One), gave birth 

to a strong trend towards standardizing English teaching and English teacher training 

programs in Hungary. Standardization, however, means strengthening uniform features at 

the cost of local characteristics. This is achieved through materials and personnel as "most 

of the so called authentic knowledge in the areas of SL A and ELT is manufactured in the 

inativve-English-spea. kitng countries and disseminated as 'received wisdom' to others through 
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published scholarly material and through the educational involvement of others in those 

countries" (Nayar 1997: 22). 

19.1.1 The English teaching business 

Hungary along with the rest of East-Central Europe is experiencing a strong influence 

towards a linguistic and cultural homogenization akin to the kind Kürti and Langman (1997) 

describe as the unsuccessful efforts of the Soviet communist regime at homogenization in 

the region, though the means are different. In the present case of Anglo-American linguistic 

influence the control over a multi-million ELT enterprise is at issue (Nayar 1997). 

Pennycook (1994) points out that the successful marketing of a new approach or method 

has "major financial implications, " yet "the export of applied linguistic theory and of 

Western trained language teachers constantly promotes inappropriate teaching approaches 

to diverse settings" (p. 159). 

This type of influence towards linguistic and cultural homogenization may give birth to a 

counter-reaction on the part of individual local training institutions, universities or national 

educational authorities in order to preserve those trends in their programs which give them 

unique character and which have developed over the years in response to observed and well 

defined local needs. As an example I could mention a recent campaign for the future of the 

foreign language exams offered by the Hungarian State Foreign Languages Examination 

Board, popularly called `Rigel u. '(Idegennyelvi Tovibbkepzö Központ 1997). These 

bilingual exams are endangered by the growing, monolingual foreign competition as 

227 



"certain, rather predatory examination boards in Western Europe will see it as being to their 

advantage to come in, wipe out `Rigö u. ' examinations by offering high quality products at 

sub-economic prices" (Fekete, 1997: 36-37). All this in spite of the ackno%ý ]edged fact that 

"in a small country which depends on international trade and whose language is rarely 

spoken by foreigners, " foreign language learning is essentially of a bilingual nature 

(Crighton et al. 1993: 40). This chimes in with a group of data in the NEST Project in 

which the respondents expressed their concern about a monolingual approach to EH in 

Hungary (see 7.5.1). Students resent it if their teachers cannot make links between L1 and 

L2, be it in the area of grammar, lexis or translation, and emphasize their need for a 

bilingual approach. 

Besides the control over examinations, a major part of the ELT business is taking place 

through the world-wide distribution of coursebooks. Risager (1990) analyzed textbooks (irr 

cultural content and intercultural references. She observed that since these books are 

produced for use world-wide, they do not have sociocultural content based on the 

contrastive analysis of two countries. They have a neutral style, strive at objectivity, deal 

with surface-issues, avoid the expression of values, strong feelings, or anything that might 

be provocative, and lack historical perspective. In their effort-, to avoid criticizing or 

evaluating cultures they give very little insight into the differences between cultures, and 

societies. 
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19.1.2 Native English Speaking Teachers 

The employment of native English-speaking teachers (NESTs), constitutes a flourishing 

area of the ELT business. The influence of the NEST however is not always and only 

positive. Project `A': `Native English Speaking Teachers Overseas' provided data with 

regard to the negative reception of untrained native teachers, teachers trained for and 

experienced in the TESL comext ; gym d teachers N6th0ut cultural : ýýý: ýýzýtxý"" ak 

Similar reactions to the presence of NESTs in foreign countries are evidenced in the 

literature. Quirk (1995) describes the situation as follows: 

The buoyant demand for native-English-speaking teachers means that one occasionally finds 

[... ) young men and women teaching English with only a minimal teacher training, indeed 

with very little specialized education: they're employed because through accident of birth in 

Leeds or Los Angeles, they arc native speakers of English. Not merely may their own English 

be far from standard but they may have little respect for it and may well have absorbed the 

linguistic ethos that [... J any English is as good as any other. (p. 29) 

Alptekin and Alptekin (1984) have found that NESTs reflect the trends of their own culture 

in foreign language pedagogy and believe that "the teaching of culture is a sine qua non of 

teaching the target language while the host country's educational policies which are related 

to social goals [.. ] are normally ignored or marginalized" (p. 22). Pennycook explains the 

situation from a NEST point of view as follows: 

It is not that as English language teachers we arc necessarily either overt messiahs or duped 

messengers, but rather that the constant advocacy of certain teaching practices that have 

time bound up with the English language ncc , tarily rcprcscnls ac instant advocacy fix a 

particular way of lift, a particular undcrstanding of the world. (1994: 178). 
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The attempts of non-natives "to dissociate the learning of the target language from its 

nationality-bound cultural context, soon clashes with the native-English-speaking teachers' 

unwitting efforts to disseminate among their students the cultural norms and values of the 

English speaking country as part of their foreign language teaching" (Aiptekin and Alptekin 

1984: 23-24). 

Bahloul (1994) makes a similar point when making clear that native EFL teachers "do not 

come to the host nation to build their own system of education" (p. 6). Also Bahloul points 

out the impossibility of actually bringing about the kind of fundamental change sonne native 

teachers hope to inflict in their adolescent students in the cultural environment of the host 

country: 

Patterns of behavior are so fixed by the time a person reaches 16 or 17 that a teacher cannot 

hope to influence them in 2 or 3 hours a week when the other 6 or 7 hours a day in class and 

10 out of class reinforces them. (p. 6) 

The lack of understanding with which an American teacher educator responded to Bahloul's 

(1994) above mentioned article is cogent evidence to the true need for introducing an 

intercultural attitude in TESOL. First the author argues that "asking foreign EFL teachers 

to adopt methods that they believe to be inefffective and calling this cross cultural makes a 

mockery of professionalism. " Then, referring to memorization and grammar teaching she 

goes on to say that " foreign teachers [... ] cannot be expected to adopt techniques and 

approaches that are completely alien to their own values and training" (Schleppegrell 

1994/95: 4). The author's forceful arguments imply that teachers cannot be expected to 
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adopt techniques and approaches that are alien to them but learners can. After all, if there is 

a mismatch, one party inevitably has to change, so if not the teacher, then it has to be the 

students. Schleppegrell surely did not go this far in her thinking when writing her response, 

because if she had, she would have realized that she was representing the kind of 

authoritarian, top-down approach that graduates of western teacher education programs are 

taught to strictly refuse. In an interculturally oriented teacher education program the faculty 

would follow Reid's (1995/1996) advice to "abandon methodological dogmatism and 

demonstrate ways in which [... ] more traditional approaches can be useful (p. 3). 

19.1.3 Pragmatics 

"An intercultural aspect means the end of the approach which sees language teaching as a 

pedagogical process aimed at changing the learner's behavior by injecting new nouns and 

values into it" (Alptekin and Alptekin 1984: 22). When I speak about a culture sensitive 

approach, I mean intercultural and not transcultural or multicultural. The term is important 

because it expresses a certain reciprocity, that in intercultural communication both 

interactants need to make efforts for a successful contact. These efforts include awareness 

of differences, willingness to negotiate social content, knowledge and skills in how to, and 

readiness to adjust. 

Meyer (1991) puts forward the view that intercultural competence is neither a result of 

foreign language teaching nor a sign of high linguistic competence. It is rather related to 

self-identity, "the expression of self identity in a communicative situation which transcends 

national barriers" (p. 157). Manet (1990) offers a definition which could serve as a slogan: 
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"Interculturalization is not folklore nor simply another `academic hobby' [... 1: it is the new 

European way of life" (p. 99). 

In language teaching the adopting of an intercultural attitude means that communicative 

competence as the goal of teaching becomes intercultural communicative competence. 

Willems (1991) asserts that "success in inter-cultural communication depends on the 

w' gness of both interactants to make the contact work" (p. 204). To make his point he 

discusses pragmatic and textual errors in transcultural communication. As an illustration of 

the inter-relatedness of our culture with our communicative competence Harding and Riley 

(1986) is cited: 

If you make grammatical mistakes or you use the wrong words, people think you speak badly: 

but if you make cultural mistakes, they think you behave badly. [emphasis in original 

(p. 191) 

Also Willems (1991) points out that near-native linguistic accuracy can in fact backfire if it 

is not matched by an equal level of socio-pragmatic awareness: 

the more correct and fluent the language directed at us is, the more difficult it becomes to 

realise that the breaking of social rules may be attributed to the fact that our intcriocutor is 

foreign (... ] Our problem is that while we tend to be prepared to negotiate referential 

meaning, we often shy away from discussing social meanings. (p. 197) 

While language teachers can have no influence on the behavior of native speakers in a 

NS/NNS interaction, they can make it clear for both parties in an international, NNS/NNS 

communication situation that cooperation and mutual will on the part of the interactants to 

clarify social meaning before passing judgments is highly necessary. Discussing social 
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meaning does not equal `learning about' nor `adjusting to' the social meaning implied in a 

certain utterance by native speakers. Discussion means reciprocity, and the need for an 

intercultural aspect means acknowledging this reciprocity and teaching learners the 

negotiatory skills necessitated by socio-cultural differences. In this relationship the learner 

does not aim at identification with the foreign culture but is entitled to keep his or her 

identity. 

Nayar, (1997: ) incorporates the intercultural aspect in the aims of teaching EFL as follows: 

1. The aim is to facilitate contact with other (not necessarily just English) speech 

communities. 

2. EFL depends on NS norms of the target model (like ESL), 

3. but native-like cultural and pragmatic competence need not have a high priority. 

4. Very high competence is neither expected nor achieved by an EFL speaker. 

5. English is not part of the speakers' linguistic or cultural identity. 

6. The range of levels of competence can be greater than in ESL 

7. consequently a greater versatility in methods and materials will be necessary. 

8. EFL situations have the highest commercial value as consumers of NS expertise 

for native speaking countries. 

On the language learning level, the goal is set by Willems (1996) as a new area of interest 

for foreign language teaching: "the development of cross cultural communicative 

competence based on a realization that as soon as we leave our familiar surroundings, 

contexts may not be what they seem" (p. 37). He suggests that all three types of 

interaction, NS/NS, NS/NNS and NNS/NNS be dealt with in the foreign language class: 
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NS/NS interactions can serve as ̀ models' for language learners. In NS/NNS and lingua 

franca interactions the interactors must accept that cultures are unlikely to overlap and must 

be ready to negotiate meaning using phrases such as `I do not know if I can ask you this, 

but 
..., ' `What do you call it, you know it looks like 

..., ' `I take that to mean..., ' or `is that 

really what you want to say? ' etc. 

19.1.4 Learning styles and strategies 

Research in the area of learning styles and strategies also provides evidence for the need of 

culture sensitive approaches. Although not written for a TEFL readership, the Report of 

the Educational Research Service (1991) on culturally sensitive instruction contains some 

kernel truths worthy of our attention. One of these is that cultural sensitivity need not be 

"equated with a focus on traditional art and food of the ethnic groups involved" (p. 33). 

Another common-sense statement declares that "instruction is most effective when 

classroom practices closely match the target population's cultural patterns. The key to 

success is NOT the direct transfer of specific teaching strategies into a setting where they 

may not be appropriate" (p. 24). 

Several studies support the view that culture and ethnicity play an important role in teaching 

and learning (Byram 1989, Cortazzi and An 1996, Kramsch 1993, Robinson-Stuart and 

Nocon 1996, Rost and Ross 1991, Thomas 1983, Willet 1987, etc. ). A substantial number 

of studies concern themselves with the learning style differences between various ethnic 

groups (Anderson 1988, Bell 1994, Dunn et al. 1990,1993, Lam-Phoon 1986, Reid 1987, 

Zampagna et al. 1976). In her conference paper Park (1996 March) cites well over 50 
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studies conducted in the general area of learning styles of native English speakers, ESL 

speakers in Canada and the USA, and students in a host of foreign countries from Japan to 

Mexico at different age, proficiency and socio-economic levels. 

Students perform better in environments and approaches that are consistent with their 

learning styles than in environments and approaches that are inconsistent with their learning 

styles (Rainey and Kolb 1995). This has a direct implication for the methods and materials a 

second or foreign language teacher applies. Educators must be mindful of learning 

differences among students and allow for recognition without judgment of both common 

and unique characteristics of learning (Rainey and Kolb 1995). 

The value of dealing with the concept of learning styles namely lies in the fact that it offers a 

"value-neutral approach for understanding individual differences among ethnically diverse 

students" (Bennett 1990: 141). O'Neil (1990) echoes this when, in response to the worries 

of some that the potential for misuse of the learning style-culture connection is high, he cites 

a program coordinator saying: "Style in and of itself is neutral [... ] That differences are 

equally valuable is an attitudinal shift that hasn't happened yet" (p. 8). 

Since the term is used in many different ways and meanings, I would like to state that in the 

present context I am using it in the sense defined by Bennett (1990): 

Learning style is that consistent pattern of behavior and performance by which an individual 

approaches educational experienccs. (p. 140) 

Park (1996 March) found in a large scale study concerning the learning style preferences of 

Korean, Mexican, Armenian-American and Anglo secondary school students that combined 
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learning style preferences were significantly affected by ethnicity. Statistically significant 

differences were mainly found in auditory and visual learning style preferences, and in the 

group vs. individual learning style dimension. Statistical differences were also found 

between the learning styles of Asian students at a Singapore college and those of Caucasian 

students at a US university (Lam-Phoon 1986). In another study, Dunn and Dunn (1978) 

found that Mexican Americans are likely to achieve better in small groups than when 

learning independently. The first study into the learning styles of Hungarian students in 

relation to other nationalities was carried out by Reid, Gedeon and Takacs in 1992 (Reid et 

al. 1997). This concerned the learning styles of randomly selected EFL learner groups in 

Budapest. 

Bennett, (1990) warns that the notion that certain learning styles are related to certain 

ethnic groups is both dangerous and promising. It is dangerous, because it fosters 

stereotypes. It is promising, because it illuminates certain variables that influence the way 

children learn and helps teachers discover ways of strengthening academic achievements. 

Schmeck (1988) views styles as lying between personality traits and learning strategies and 

posits that personality traits are the most stable of the three, strategies are the least. When 

strategy training takes place, it is easier to change specific behaviors than to induce change 

in the whole personality although lasting change can only be accomplished through 

modifying personality traits. Schmeck also poses the evergreen question for teachers 

whether they should accommodate personal characteristics or try to change them. 
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Research into the LLS use of students from various ethnic groups shows similarly 

significant differences as were found in the area of learning styles (Rees-Miller 1993, 

LoCastro 1994). Such research among students from various areas of American subculture, 

such as African-American, Chinese-American, Greek-American and Mexican-American, 

yielded evidence of different and distinctive patterns of preferred learning strategies (Dunn 

et al. 1990 cited in Rainey and Kolb 1995). 

One of the unexpected findings of my LLS Project was the extensive use of rote-like 

learning techniques by Hungarian students. These are techniques that teachers trained for a 

Western ESL context refuse and reject (Cortazzi and Jin 1996, Koivukari 1982). Rote, 

however, is not only a Hungarian phenomenon. Koivukari conducted a major ethnographic 

study on the rote learning and class participation habits of Zairian students. Tinkham 

(1989) carried out research to investigate the rote learning habits of Japanese students 

which is interesting to look at in some detail. Tinkham tested the following 4 hypotheses: 

- Japanese students demonstrate greater acceptance of rote learning than Americans. 

- Americans demonstrate greater acceptance of creative learning. 

- Japanese demonstrate greater recognition of words. 

- Americans demonstrate greater recall. 

As a result of his research contrasting Japanese and American students Tinkham found that 

as expected, Japanese students scored significantly more positive (p = . 01) in their attitude 

toward memorizing 10 new words in a new language than did their American counterparts. 

What was not expected was that Japanese students also scored significantly higher not only 

in simply recognizing 12 recently memorized words but also in actively recalling 12 recently 

memorized words. Tinkham's conclusion is relevant across contexts: 
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Consequently, instead of designing and teaching materials that reflect their own culturally 

bound strengths and attitudes, educators should take into consideration the strengths and 

attitudes of their students and take advantage of what those students bring to the classroom. 

(p. 697) 

Cook (1994) has a very positive attitude to verbatim repetition and learning by heart as 

means of learning a language. He links the two techniques as two stages of essentially the 

same thing. He believes that it is due to the neglect of the importance of intimate discourse 

in L1 which has lead to the "outlawing" (p. 135) of repetition and learning by heart in L2. 

The lack of importance attributed to words, however, is a phenomenon characteristic of 

Western culture only, and is therefore not the universal norm. Western culture stands alone 

in considering repetition as a pardonable, and learning by heart as "an unforgivable sin" 

(p. 133). 

Cook (1994) finds that intimate discourse is part of a person's life and cites research 

evidence supporting the view that many of us (one out of seven) actually can be observed 

doing it. Therefore he argues for the reinstitution of these two learning techniques into their 

former rights as they are not only pleasurable and valuable but also efficient language 

learning activities which should again form a substantial part of the language learning 

process: 

Speaking is a source of comfort and an outlet for joy and exuberance, and a way of firming 

for ourselves and others an image of our own identity. (p. 138) 
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In this section I highlighted, from four diverse aspects, the need for an intercultural 

approach in teaching EFL. Such an approach is necessary to counterbalance strong 

tendencies towards linguistic imperialism. An intercultural approach is required for the 

NEST to function successfully and effectively in a foreign country. It is only through the 

development of intercultural communicative competence that English can become a true 

lingua franca of international communication. Finally an intercultural approach is needed 

to help the learner achieve his or her best in learning English by accepting and building on 

the skills that the learner brings to the classroom. In the following section I am going to 

look at the role of teacher education in providing the necessary conditions for this. 

19.2 Interculturalism in language teacher training 

When Dunnett et al. (1986) advocate an intercultural approach to EFL, they make it clear 

that this requires the re-examination not only of EFL curricula but also of the content of 

teacher training programs: 

TEFL training programs are providing a good preparation in theoretical backgrounds to 

second language teaching, applied linguistics, and in-class practice teaching but very little in 

the way of intercultural training. (p. 158) 

For an earlier project (Kontra 1994) 1 collected information about the components of 

current Master's courses in TEFL/TESL offered at British and American universities. 

According to Grosse's (1991) data, out of 55 TESOL methods courses offered at various 

American universities, only 13 include a culture component. Grosse (1993) also examined 
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the syllabi of 86 foreign language (French, Spanish, German, etc. ) methods courses in the 

USA. She found that 80% of these courses had culture mentioned in the syllabus. These 

figures suggest that if an American student is training to become a teacher of a foreign 

language, learning about the culture of that target language is likely to be an integral part of 

his or her methods course, but if the same person is training to become a teacher of EFL or 

ESL he or she is very likely not to get any systematic training in how to present his or her 

culture to a foreign learner in or outside the USA or how to deal with the various aspects of 

cultural differences in an ESL or EFL classroom. 

In a more recent article, Reid (1995/1996) cites data from a survey of 157 MA level 

TEFL/TESL programs. Based on an analysis of the 97 responses received, such "surprising 

discoveries" were made as "at least one third of the programs had no required supervised 

teaching component, " and "only about one third of the programs even offered a course in 

culture" (p. 3) [emphasis in original]. 

Evidence to the viewpoint that current training is lacking in preparing teachers for the 

intercultural aspect of language teaching is also offered by Morgan (1994). She maintains 

that currently there is no systematic program to guide the students to greater awareness of 

another culture and to recognizing the relativity of their own culture. She admits that most 

linguistics courses include the study of such intra-cultural differences as register, for 

example, but claims that "there is little or no provision in universities for systematizing or 

explaining these differences" (p. 4). Phillipson (1988) remarks in an equally critical tone: 

The professional training of ELT people concentrates on linguistics, psychology and 

education in a restricted sense. It pays little attention to international relations, development 
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studies, theories of culture or intercultural contact or the polities or sociology of language or 

education. (p. 348) 

In the British Council catalogue of TEFL/TESL Academic courses in the UK 93/94 (The 

British Council 1992), which at the time of data collection was the most recent available 

issue of this publication, I found that the only culture-related component in these programs 

was `language through literature. ' Out of the 34 programs examined in detail, II made 

mention of this element either as a regular feature or as an optional module. The profiles of 

these programs, however, are changing, and recent personal communication revealed that 

some of the universities in Britain have substantially strengthened the culture component of 

their courses. 

The students enrolled in English teacher education programs in English speaking countries 

are not all native speakers, a large number are international students, most of whom, after 

receiving their degrees, return to their home countries to teach. Liu (1998) finds that these 

students are hit particularly severely by the ethnocentrism prevalent in programs, which do 

not recognize the different needs of international TESOL students while they are in the 

program, and they disregard the difference in the socio-economic conditions, educational 

ideologies and systems in which international students will have to operate upon return to 

their respective home countries. 

In spite of their different backgrounds and needs these students are usually given the samc 

training as their native-speaker peers. This often results in a gap between what they learn 

while they are abroad and what they face in their teaching back home. (p. 3) 
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Inappropriately trained non-NESTs are usually left to their own devices in bridging this gap. 

Liu also finds that many NESTs who go to teach in Asia and find themselves insufficiently 

prepared for the job leave before their contract is fulfilled (1998). 

In light of the above it is evident why the criticism with which Hungarian teachers and 

students reacted to the presence of NESTs in Hungary clustered so heavily around culture 

related issues in Project A. NESTs received negative evaluation for not being aware of the 

local education system, the local educational values, norms and expectations which 

provided the context for their work. They were criticized for not speaking the L1 of the 

learners or any other foreign language. At the root of it all seemed to be the NEST's' 

attitude to the local culture which, if negative, appeared to have a destructive effect on their 

work but if positive, it helped them overcome difficulties and compensate for shortcomings 

in several other areas of their activity. 

An intercultural approach is necessary to work against trends of linguistic imperialism or 

neo-colonialism. Imparting information about the target culture and demonstrating to 

learners appropriate linguistic behavior in the L2 is a one-way process which implies that it 

is the learner who needs to adjust or assimilate. In this case, owing to the (surface) 

attractiveness of western industrial civilization, the target culture can have a dominating 

effect over the local culture of many nations which are turning towards English as a means 

of technical and financial development. If the culture component of a TESOL course 

prepares teachers for no more than this, the language teacher, even with the best intentions, 

may end up working against interculturalism. 
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The reciprocal nature of interculturalism is expressed by Morgan (1994) when quoting an 

A-level French syllabus which includes among its aims the following: "to further the 

candidates' appreciation of language by helping them to understand culture and civilization 

(both British and French) from the viewpoint of the respective peoples" (p. 4 ). Only if EFL 

teachers and teacher educators achieve an intercultural approach which entails this kind of 

reciprocity in their own work, can they hope to be able to help their learners maintain and 

cherish their cultural diversity. Only teachers who have been taught to see their own 

cultural self from the perspective of another can foster a `respectful awareness of 

differences' (Willems 1996: 36) which will facilitate intercultural communication. An 

intercultural approach in the learning and use of English requires an intercultural approach 

in teacher education for EFL as well. Following Holliday's suggestion that we "rethink the 

whole fabric of English language teaching methodology [... ] through a greater awareness of 

social context and cultural variety, " (1997: 418) in the concluding section I provide the 

outline of an envisaged culture-sensitive teacher education model. 

20 The Elements of Culture-sensitive Teacher Education 

Hughes (1986) cautions that intercultural awareness taken to the extreme might imply the 

training of `superscholars, ' and putting an undue burden on trainees if we expect them to be 

linguists, psychologist, anthropologists, historians, geographers, etc. all in one. Let me make 

it quite clear that this is not what I envisage. What I think is needed is not to teach endless 

lists of facts, information on similarities and differences between a wide selection of cultures 

but a sensitivity to differences between cultures and the linguistic manifestation of these. 
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The program that I have in mind is not a specific program for Hungarian or general non- 

native teacher education in EFL, nor one exclusively recommended for NESTs preparing 

for an overseas career. In the name of the reciprocity that I have been advocating all along, 

I maintain and emphasize that interculturally sensitive programs are needed on both sides. 

It is also understood, that since non-native teachers are bilingual or quasi-bilingual while 

natives tend to be monolingual, or quasi-monolingual, non-NESTs are at some advantage in 

this particular respect. 

As a synthesis of my research findings and of supporting evidence from the literature I close 

this Portfolio by proposing an English teacher education program which differs from current 

courses in preparing novice teachers in the following areas: 

- Novice teachers find out about their own culture, in Kramsch's words ̀ the boundaries' of 

their own culture (1993: 228). That is, they learn not only how to see their own culture from 

within, but also how to see ̀ the ways' of their own people (Lado 1957: 110) with the eyes 

of someone from a different culture. 

- They learn about a variety of cultures and also how to accept and appreciate cultures other 

than their own. 

- They learn how to find out about learner expectations regarding teachers and teachers' 

roles in societies other than their own. 

- They find out about general differences in students' approach to learning, including 

preferred learning styles and learning strategies of members of different ethnic groups. 

They find out about ways of utilizing these assets and adjusting their teaching styles 

accordingly. 
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- They learn about the differences between the aims of ESL. EFL and English as a li,! gut, 

franca, and their implications for the applicable teaching methods. 

- They learn about pragmatics and about the teaching of particular strategies for negotiating 

linguistic and social context. 

- Native teachers-in-training also take a compulsory course to learn a foreign language 

preferably a non-Indo-European one. 

- They explore ways of becoming `bilingual' without becoming `bicultural' (see A1ptekin 

and Alptekin 1984). 

- They learn how to provide opportunities for the learners to use English for communication 

in and about local and international contexts. 

In the introduction to this portfolio (see 1.2.2) 1 quoted Neuner asserting that today "the 

goal of foreign language teaching is not to assimilate the foreign world to the learner's own 

world or vice versa" or "to drill a near-native lannguage-behavior" (1996: 7 37). There is a 

strong need for an interculturally oriented teacher education which, in Nennner's teens can 

be characterized by the four key concepts of empathy, role distance, tolerance of ambiguity 

and expression of self-identity. As a final conclusion to this Portfolio I posit that a training 

program enriched with the above elements truly ensures, both in and outside Ilungary, an 

interculturally-oriented approach in EFL. I also believe that a training program such as the 

above can prevent teachers from thinking that just because their learners speak with an 

accent or behave with a `pragmatic accent' (Yule 1997: 88) they also think with an accent, 

because they do not. 
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APPENDICES 

Appendix One: Abstract and Table of Contents of M. Ed. dissertation (Kontra 1996). 

Language Learning Strategies: Making Sense of Research for the 

Classroom. 

Abstract 

This dissertation first gives a brief general introduction to language learning 

strategies, then it goes on to look at different aspects of strategy training. It 

attempts to make sense of diverging, sometimes confusing research results 

published in the past 10-15 years, and summarizes those areas which can help 

the classroom teacher to gain a better understanding of how their learners learn 

and how this learning process can be made more successful. As an example for 

using the knowledge gained from the literature, the development of a classroom 

research instrument is described. In the final section, a course design is 

proposed for introducing learning strategies and strategy training to trainee 

teachers at college or university level. 
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Appendix Two: NEST Survey instrument 
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Appendix Three: Oxford's Strategy Inventory for Language Learning (SILL) 

Strategy Inventory for 
Language Learning (SILL) 
Version for Speakers of Other 
Languages Learning English 

Strategy Inventory for Language Learning (SII I) 

Version 70 (ESI /I Fl, ) 
(c) R. ( )%I�i I. 198Q 

I ))i c. (bus 

This form of the S'IRA I I"(, Y INVIiN'I'ORV IOOR LAN(, IA(II II -ARNIN((SILL) is. tot 
sttidciit, of Fnglish as a secolid or foreign language. You will find statements about 1c. irning 
I? nglish. I'lea'c lein each st, ucinent. On the separate Worksheet, wtitc the recho rt't (1.2.1,1. 
or 5) that tells I lOW 'IRI IF OF Y( )(I 'li IF S'FAi'FiMMFN F IS 

I. Ncvci or alms tit never true of me 
2. Usually nut true I Inc 
3. Somewhat if lie of File 
4 Usually uuc of me 
5 Always or almost alw, iyti title of ine 

NEVER OR Al 
. 
M(S"I NEVER TRUE OI t`1I me, iný Ihat the staIe, nent is vci) I'llcl\ title O('Ou 

ISUAI I. Y N(7f i Rl IF O1i MF means Ihat the statement is true less than hill thc_tinlc 

SOMFWI IA"I1RUIF (11ý ME means that the statement is true 1)I you pkLul l If fie uinc 

IISlIAI I. Y'IRUF. OF MF means That the statement is tnie liHnc Ton half tIle time 

ALWAYS OR AI. MOS F Al WAYS 'I REJF OF MI means that the statement is tote of y(m alnru3{ 
always 

Anccti cr in tctms of )igw wgll lýitýst ýt men clgýcr! ýýyýu Do not answer Iýnkk you think yiuu 
shc)ttldd be, or what (_)ft r people do. Ulm are no righlrr wrung anýjwgr o these ýt ttentrints Put 

yom answers on the separate Worksheet. Please make no marks on the items Work as quuicck Iv as 
y�u can without being careless. This usually takes about 21) 3(1 mimstes to complete If vim have 

atnv questions, let the teacher know immediately. 

(Vetsian 7.11 IF FIJESI. 1 0 It L. (Word, I989) 

293 

74 



294 STRATEGY INVENTORY FOR LANGUAGE LEARNING 

EXAMPLE 

I. Never or almost never true of me 
2. Usually not true of me 
3. Somewhat true of me 
4. Usually true of me 
5. Always or almost always true of me 

Read the item, and choose a response (I through 5 as above), and write it in the space after the 
item. 

I actively seek out opportunities to talk with native speakers of 
English. 

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

Strategy Inventory for Language Learning 

Version 7.0 (ESI-/EFL) 

(c) R. Oxford, 1989 

I. Never or almost never Ente of me 

2. Usually not Inie of me 

3. Somewhat true of me 

4. Usually tree of me 

5. Always or almost always true of me 

(Write answers on Worksheet) 

eaa_e 

I. I think of relationships between what I already know and new things I learn in English. 

2. I use new English words in a sentence -o I can remember them. 

3.1 connect the sound of a new English word and an image or picture of the word to help me remember 
the word. 

4. I remember a new English word by making a mental picture of a situation in which the word might 
be used. 

i. I use rhymes to remember new English words. 

6. I use flashcards to remember new English words. 

7.1 physically act out new English words. 

8. I review English lessons often. 

9.1 remember new English words or phrases by remembering their location on the page. on the hosed, 
or on a street sign. 
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£i13 
10. I say or write new English words several times 

11. I try to talk like native English speakers. 

12.1 practice the sounds of English 

13.1 use the English words I know in different ways. 

14.1 start Conversations in English. 

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

16.1 read for pleasure in English. 

17.1 write notes, messages, letters, or retorts in English. 

18.1 first skim an English passage (read over the passage quickly) then go hack and real carrhilly. 

Never or almost never true of me 

2. Usually not true of me 

3. Somewhat true of me 

4. Usually true of me 

5. Always or almost always true of me 

(Write answers on Worksheet) 

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

20.1 try to find patterns in English. 

21. I find the meaning of an English word by dividing it into puts that I understand 

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

23.1 make summaries of information that I hear or read in English. 

PaflC 

24. To understand unfamiliar English words. I make guesses. 

25. When I can't think of a word during a conversation in English, I use gestures 

26.1 make up new words if I do not know the right ones in English. 

27. I read English without looking up every new word. 

28. I try to guess what the other person will say next in English. 

29. If I can't think of an English word, I use a word or phrase that means the same thing 

PanD 

W1 try to find as many ways as I can to use my English. 

31. I notice my English mistakes and use that information to help me do heuer 

32.1 pay attention when someone is speaking English. 

33.1 try to find out how to he a better learner of English. 

276 



296 STRATEGY INVENTORY FOR LANGUAGE LEARNING 

34.1 plan my scheAule so I will have enough time to study English 

35.1 look for people I can talk to in English. 

36. I look for opportunities In read as much as possible in Fngfish 

37.1 have clear goals (or improving my English skills 

39.1 think about my progress in learning English 

I. Never or almnot never tme of me 

2. Usually not true of me 

3. Somewhat true of me 

4 Usually true of me 

5. Always or almost always tn, e of inc 

(Write answers on Worksheet) 

WE 

39. I try to relax whenever I feel afraid of using English. 

40. I encourage myself to -peak English even when I am afraid of making a mistake 

41. I give myself a reward or treat when I do well in English. 

42. I notice if I am tense or nervous when I am studying or using F. nglish. 

43.1 write down my feelings in it language learning diary. 

44.1 talk to someone else about how I feel when I nm learning English. 

POI-E 

45. If I do not understand something in English. I ask 11K n11Kr pcrs(xl In claw down ro say it again 

46.1 ask English speakers In correct me when I talk 

47. I practice English with other students. 

49.1 ask for help from English speakers. 

49.1 ask questions in English. 

50.1 try to Icam about the culture of English gmakef-. 
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Appendix Four: Oxford's taxonomy of language learning strategies (1990: 18-21) 

(Showing All the Strategies) 

1)IREC"I' STIt, \1i GIES: 

A. Creating mental linkages 

1. MEMORY STRATEGIES B. Applying images and sounds 

C. Reviewing well 

D. Finploying action 

1. Grouping 
2. A. iating. elaborating 
3. Placing new words into a context 

1. l Ising imagery 
2. Semantic mapping 
3. Using keywcnds 
4. Representing sounds in memory 

1. Structured reviewing 

I. I Ising physical response or sensation 
2.1 (sing mechanical techniques 

1. Repeating 
2. Formally practicing with sounds and writing systems 

A. Practicing 3. Recognizing and using formulas and patterns 
4. Recombining 
5. Practicing naturalistically 

If. COGNITIVE 
STRATEGIES 

B. Receiving and 
sending messages 

C. Analyzing and reasoning 

1). Creating 
structure for input 
and output 

1. Getting the idea quickly 
2.1 (sing resources for receiving and sending messages 

1. Reasoning deductively 
2. Analyzing expressions 
3. Analyzing contrastively (across languages) 
4. Translating 
5. Transferring 

1. Taking notes 
2. Sununarizing 
3. Highlighting 

A. Guessing 
intelligently 

Ill. COMPENSATION 
STRATEGIES 

B. Overcoming limitations 
in speaking and writing 

1. Using linguistic clues 
2. Using other clues 

I. Switching to the mother tongue 
2. Getting help 
3. CJsing mime or gesture 
4. Avoiding communication partially or to ally 
5. Selecting the topic 
6. Adjusting or approximating the message 
7. Coining words 
8. I Jsing circumlocution or sy non) m 

(Continued) 
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INI)IRI; C"T S1RATl's(;! Es: 

1. Overviewing and linking with already known material 
A. Centering your learning 2. Paying attention 

3. Delaying speech Production to Gers on listening 

I Finding cut about language learning 
2. Organiiing 

1. METAC(XiNITI VE B. Arranging and planning 3. Setting goals and objectives 
STRATEGIES your learning 4. Identifying the purpose of a language tank 

(purposeful lictening/reading/ king/writing) 
5. Planning for a language task 
6. Seeking practice opportunities 

C. Evaluating 1. Self-monitoring 

your learning 2. Self-evaluating 

A. Lowering your anxiety 

(L AFFECTIVE 
STRATEGIES 

B. Encouraging yourself 

C. Taking your emotional 
temperature 

Icing pro essive relaxation, deep hrerlhing 

or meditation 
2.1 Ising music 
3.1 Ising Ianghler 

1. Making p oitive statements 
2. Taking risks wisely 
3. Rewarding yourself 

1. Listening to your body 
2. Using a checklist 
3. Writing a language learning diary 
4. Discussing your feelings with someone else 

A. Asking questions 1. Asking for clarification or verification 2. Asking for correction 

Ill. SOCIAL B. Cooperating with others 1. Cooperating with peers 
STRATEGIES 2. Cooperating with proficient users of the new language 

C. Empathi7. ing with others 1. Developing cultural understanding 
2. Becoming aware of others' thoughts and feelings 
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Appendix Five: List of recommended readings in ELT Methodology. ELTE, 

Department of English Applied Linguistics. 

166 Info on Eng. Lang. Lit Degree 

List of recommended reading 
The following is not a list of compulsory readings but a selection which is 
intended to provide assistance in preparing for the examination. 

General overview: 
Brown, H. D. (1994). Principles of Language Learning and Teaching. Third Edition. 

Englewood Cliffs, NJ: Prentice Hall. (A comprehensive, highly reader-friendly 
summary, covering both theoretical and practical issues. ) 

Brown, H. D. (1994). Teaching by Principles: An Interactive Approach to Language 
Pedagogy. Englewood Cliffs, NJ: Prentice Hall. 

Celce-Murcia, M. (Ed. ) (1991). Teaching English as a Second or Foreign Lang_uage. 
Second Edition. Boston: Heinle & Heinle. (Reprinted by Akademiai Kiad6, 
Budapest. ) (An excellent collection of papers on every aspect of TESOL. ) 

Gower; R., & Walters, S. (1983). Teaching Practice Handbook. Oxford, UK. 
Heinemann. 

Harmer, J. (1983). The Practice of English Language Teaching. Harlow: Longman. 
Holl6 D., Kontr3ne Hegybir6 E., Tfrnär E. (19%) A kretat6l a vide6ig Budapest, 

Nemzeti Tankönyvkiad6. 
Hubbard, P., Jones, H., Thonton, B., Wheeler, R. (1983). A Training Course for TEFL. 

Oxford, Oxford UP. 
Johnson, K., Morrow, K., (eds. ) (1981) Communication in the Classroom. Harlow: 

Longman. 
Lewis, M., Hill, J., (1985). Practical Techniques for Language Teaching. Hove, UK, 

Language Teaching Publications. 
Littlewopd, W. (1981). Communicative Language Teaching. Cambridge, Cambridge 

UP. 
Matthews, A., Spratt, M., Dangerfield, L. (Eds. ). (1985). At the Chalkface. London, 

Edward Arnold. 
Nunan, D. (1989). Designing Tasks for the Communicative Classroom. Cambridge, 

Cambridge UP. 
Richard-Amato, P. (1988). Making it happen. New York: Longman. (A good 

summary of the theory and practice of communicative language teaching. ) 
Scrivener, J. (1994). Learning Teaching. Oxford, UK, Heinemann. 
Ur, P. (1996) A course in Language Teaching, Cambridge: Cambridge UP. 
Zerkowitz Judit (1988) Tanitsunk nyelveket! Budapest, Tankönyvkiad6 

Particular areas and techniques: 
Edge, J. (1989) Mistakes and Correction. London: Longman. 
Cairns, R., Redman, S. (1986). Working with Words. Cambridge: Cambridge UP. 
Grellet, F., (1981). Developing Reading Skills. Cambridge: Cambridge UP. 
Harmer, J. (1987). Teaching and Learning Grammar. London Longman. 
Hedge, T. (1988). Writin . Oxford: Oxford UP. 
Holden, S., (1981). Drama in Language Teaching. Harlow: Longman. 
Lazar G. (1992). Literature and Language Teaching. Cambridge: Cambridge UP. 
Maley, A., Duff, A., (1978) Drama Techniques in Language Teaching. Cambridge: 

Cambridge UP. 
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Saleemi, A. P. (1989) Language Testing: Some Fundamental Aspects, in A FORUM 
Anthology. vol. IV, USIA, pp 260-265. 

Tomalin, B., Stempleski, S., (1993). Cultural Awareness. Oxford: Oxford UP. 
Valdes, J. B. (ed. )(1986). Culture Bound, Cambridge, Cambridge UP. 
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